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From Socialization Research to the Sociology of Childhood
Advances and Hostages

Doris-Buehler-Niederberger
Professor at Wuppertal University
buehler@uni-wuppertal.de
Heinz Suenker
Professor at Wuppertal University
suenker@uni-wuppertal.de

Helga Zeiher has suggested, in an essay on new directions in the sociology of childhood, that a
new emancipatory movement has emerged, that of children in society — which, following on from the
debates around class and gender relations and the relation between the generations, particularly
the position of children, is now the focus of discussion (Zeiher, 1996b: 48; see also Suenker, 1993;
Alanen, 1994; Lange, 1996: 46-65; Honig, 1999; du Bois-Reymond, Suenker & Krueger, 2001).
Now, this signals an important change in perspective constituting a transition from an approach
which has dominated the debates until now, that of ‘socialization research’, to a new perspective of
‘childhhood research’, which can also be characterized as the ‘sociology of childhood'.

Interestingly — and this is relevant to both the sociology and history of science — this change in
perspective, which has in the meantime become widespread in the social sciences and in sociol-

1 For an analysis of the time which resonates with this position, see the contemporaneous assessment of Walter
Benjamin (1991: 9): ‘We live in an era of socialism, the women’s movement, the motor car, individualism. Are we
not approached the era of youth?'. Clearly one is also reminded of Ellen Key’s proclamation of the ‘century of the
child’ (1909).

2 The substance of this change in perspective has been summarised in Andreas Lange’s (1995: 65 f.) overview:
‘The research into childhood appears reflected in this literature as a varied terrain, the boundaries of which have
not yet been idenitied, let alone explored. One can characterize the transformation in the social scientific repre-
sentation of childhood expressed in the books reviewed, in comparison to the situation roughly a decade ago, as a
transition from the ‘OPIA’ child to the ‘CAMP’ child:

‘OPIAA stands for:

+ ontologically given’: definitional questions play no important role, age boundaries determine the beginning and
end of childhood.

* ‘passively’: children are seen as the more or less passive recipients of socialisation.

« ‘idyllic’: childhood is seen essentially as a protected social space.

« ‘apolitical’: issues concerning childhood play no significant role in relation to politics.

The current discussion can be summed up with the acronym ‘CAMP’:

« ‘constructed discursively’: various monographs have helped develop a differentiated insight into the process
which have led to childhood being seen today as a special, autonomous stage of development.

« ‘actively acting’: children are no longer the victims or objects of processes of socialisation, but are increasingly
approach in the social sciences as competent actors and individuals pursuing their own interests.

* ‘modernized’: various theories of modernization have become a central reference point for contemporary dis-
cussions of childhood.

« ‘politically contested’: today childhood is a contested political terrain. These contests do not only concern im-
provements in children’s living conditions, but also fundamental disagreements about the social status of children.
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ogy', speaking in discourse-analytical terms, resonates with the work done many decades earlier
by Siegfried Bernfeld, who can be characterized either as a psychoanalytically oriented educational
theorist or as an educationally oriented psychoanalyst2.

In the work dealing with childhood theory, which appeared as early as 1925 in his study ‘Sisy-
phos oder die Grenzen der Erziehung’ Bernfeld engaged with the problem being raised here, that
pedagogic work rarely often fail to correspond to the reality of children’s lives (Bernfeld, 1967: 35).
What is decisive for him is thus the question ‘Who is a child?’ He saw the classical educationalists
as exchanging observer and observed: ‘They don’t see the child as he is, but in principle only the
child and they themselves, one related to the other. And when they could abstract themselves from
themselves, it was of no interest to them who the child is, in and for himself, but only how one can
make something different out of the child. The child is a means to theological, ethnic, social utopian
goals’ (Bernfeld, 1967: 36 f.).

This observation, which takes both perspectives and interests into account, refers to a dominant
tradition and its disciplinary institutions; functionalisation, instrumentalisation and external deter-
mination predominate (Suenker, 1989). Developmental psychology and education has long domi-
anted the field of research into children and childhood experience, leading James and Prout (1997:
ix) to the following assessment:

The traditional consignment of childhood to the margins of the social sciences or its primarily
location within the fields of developmental psychology and education is, then, beginning to change:
it is now much more common to find acknowledgment that childhood should be regarded as a part
of society and culture rather than a precursor to it; and that children should be seen as already
social actors not beings in the process of becoming such. In short, although much remains to be
done and these encouraging developments need to be taken much further, a significant change
has occurred?.

The social theoretical and political dimensions of the tradition being criticised in this more recent
work is relatively easy to outline: the societal ‘integration perspective’, with which a mediation be-
tween society and education continued to be sought in the context of early bourgeois theories, of
which Schleiermachers’ (1983) concept of a dialectic between ‘preservation’ and ‘transformation’
was a leading example, was transcended in favour of, as Walter Benjamin termed it, a conceptu-
alisation of processes of ‘preparation’ of children, in which ‘cunning increasingly replaced violence’

3 The ‘critique of the development paradigm’ argues for seeing children ‘as the producers of their living condi-
tions, rather than as the recipients of adult culture. However, this partisanship for children has been given little theo-
retical explication, even though it is a crucial element of recent childhood research’ (Honig, Leu & Nissen, 1996: 11).
The situation in German childhood research should also be seen against this background, which Lynne Chisholm
has been characterized, up the end of the 1990s, as tending toward ‘romanticism’ (Chisholm, 1992).
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(Benjamin, 1969: 87). Against this background, a few decades after Benjamin, Aries, in his history
of childhood and family life in the Ancien Regime, enquired into the effects of the processes of so-
cial development he had sketched on the structural and living conditions of children as well as into
the consequences for the social figuration ‘childhood’. Following his interpretation, it is a question
of a process which is accompanied by the generalisation of social control as well as development of
previously unknown possibilities for intervention into social relationships (Aries, 1992: 556 ff).

That which Beck, in the context of his diagnosis of society, wants to encompass with his thesis
that today there is developing ‘a system of welfare, administrative and political institutions’ which
‘act on ways of life which ‘deviate’ from the official standard of normality in a normative, pedagogic
and disciplinary way’ (Beck, 1986: 215), can — according to one interpretation — be traced back
to relationships and approaches in which ‘the disciplining of the child’s body...the training of their
affective and intellectual capacities’ stands central. Modern education means the internalisation of
violence, since the replacement of beatings with speech and reason makes it clear that in the peda-
gogic discourse of the early 18th century, internalised reason and pedagogic communication was
based on a relationship of violence....This transition to the internalisation of the paternal beating
produced around the turn of the century the moral intellectualisation of the child, which saw in the
child simply the maturing creature of reason, to be educated in understanding (Schindler, 1994: 20
f.). The ‘discursive production of childhood’ (Schindler, 1994: 9 - 38) is accompanied by the trans-
formation of the usually violent educational relations between adults and children, which should
always be seen as the background to current attempts to reconceptualise childhood research.

The question which stands in the foreground of more recent, decisively interdisciplinary discours-
es on childhood concerns the ways in which processes of social change articulate with the reality of
‘childhood’, i.e., the extent to which changes in the living conditions of children are also to be traced
back to processes of social development in their consequences for their ways of life. What seems
at first glance to be simple question, what do children make of childhood, turns into an analytical
starting point which encompases social theoretical and political problematics. Even if, in contrast to
the naturalism of old approaches to childhood, we acknowledged that it should be approached as a
‘social figuration’, i.e., constituted in the context of social relationships, concrete historical interests
as well as modes of intervention into a specific age-phase, which is also still to be characterised
in terms of its position within the constellation of relations between the generations, the decisive
task still remains to decipher the conditions of the constitution of childhood subjectivity within the
framework of processes of societalization (Suenker, 1991; Honig, Leu & Nissen, 1996: 14). In this
constellation it becomes clear that the most significant problematic for the childhood question as
well as for the analysis of childhood experience, the relationship between dependency and au-
tonomy as well as development and education, can be made much more specific*.

If we can conclude that the new paradigm, in which childhood is viewed and understood as a
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socially formed phenomenon, has at least found a footing in a range of academic discourses, and
also that - sit venia verbo — the sociology of childhood appears to have ‘won out’ over socialisation
research, it also remains true that not all the problems thematised by socialisation research have
been solved by its ‘elimination’. The abstract negation of the position/s of socialisation research
from the perspective of the sociology of childhood, which presents itself as the heroic defended of
childhood and children, misses the point of a potentially fruitful debate (Zinnecker, 1996: 32 f., 50;
Honig, 1999: 9 f., 162 f.),5 when our concern is an emphasis on ‘childhood and children’s lives’ in a
relevant concrete historical specification, as well as advancement, of the potential for emancipatory
social development in the interests of the whole society®.

From socialisation research to the sociology of childhood:
transmission of competencies and social inequality — the socialisation perspective

Sociology was initially dominated in its study of childhood by the concept of socialisation, for
two reasons. First, the classic sociologists understood the relations between individual and so-
ciety in terms of social order — the discipline’s reference point since Comte — only being possible
when stable value orientations and frameworks of needs are implanted within each individual. This
captures a widespread ‘common sense’ understanding of the basis of social order, and Durkheim
played a decisive role in spreading this approach in sociology. His contrast between individual and
society, with which he insisted that society can not be read off from individuals and individual inter-
ests, requires the social fact of ‘socialisation, an adaptation of individual interests and needs to the
social order (Durkheim, 1938; 1956, 1979; 1956; 1984). It was only a short step from here to the
attribution of the highest priority to the earliest phases of life in the construction of a social person.
Second, the everyday production of childhood constituted the (unequestioned) basis of sociological
analysis. In this respect sociology did not distinguish itself from the sciences of childhood, it actu-
ally adopted their ‘separating’ gaze (Buehler-Niederberger, 1998). Against this background, one
had to distinguish between a category of competent and orderly actors — adults - and a category
of incompetent and about-to-become-actors - children; this distinction is constitutive of the concept
of socialisation’.

The socialisation perspective thematises children and their maturation in regard to the transmis-
sion of competencies for participation in society; and correspondingly in terms of the future and

4 Also relevant in this context are the debates and controversies around childhood politics and children’s rights
(Neubauer & Suinker, 1993; Giithoff & Stinker, 2001; Honig, 2001).

5 It remains unclear to us wherher, as Zinnecker (1996: 47) believes, an ethnographic approach to children’s
culture has to end in anti-pedagogic positions. Another interpretation is that of Honig (1999: 84), who observes of
the international critics of socialisation research that they align with a ‘reform pedagogic’ orientation.

6 The work done on the social situation of children also connects these perspectives with the need for social
reporting on their living conditions (Joos, 2001).
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instrumentalisation. This does not mean, though, that childhood necessarily has to be reduced
to a seamless adaptation to society’s dominant principles, as Parsons did with his conception of
the adjustment of developing individual need dispositions to societal frameworks of orientation
(Parsons, 1951; Parsons & Bales, 1955; Geissler, 1979). However, one does get the impression
up to the present day that this angle is given priority, which is then an invitation to fundamental and
exclusionary critique (Honig, 1999: 66 ff). With such an approach one can enquire in a thoroughly
critical way into the transmission of competencies which might also enable the adaptation and
change of society, as some did under the influence of Mead (1934) and a concept of social identity
(Krappmann, 1973; Doebert et al., 1980)%. On this theoretical basis, working with the concept of
socialisation does not constitute a priori a contribution to a concept of the maintenance of social
order.

The perspective of socialisation does have the advantage for social analysis that it can be linked
to social inequality and the question of its reproduction. As ‘class-based socialisation research’,
it made us aware of the fact that the transmission of competencies in participation in society, the
central theme of socialisation approaches, is decisively bound up with society’s structures of in-
equality. The starting point was the data on inequalities in educational opportunity. The statistics on
participation in education made it thoroughly clear, showing that the social position of the family of
origin — and initially also other variables of inequality such as gender, region, religion — had a very
clear influence on children’s educational chances, from the 1960s (Dahrendorf, 1965; Bourdieu &
Passeron, 1971) up until today (Koehler, 1992; Blossfeld & Shavitt, 1993; Grundmann et al., 1994;
Miller & Haun, 1994; Henz & Maas, 1995; Buechner & Krueger, 1996). There is also an overall
increase in the rate of participation in education, a so-called ‘escalator effect’, but this is also debat-
able, since even at the higher levels of high school completions, the inequalities flowing from social
origins remain clear (Geissler, 1996), and at least in the realm of education they qualify the thesis
that we now find ourselves ‘beyond caste and class’, as is often argued in the social sciences under
the influence of Beck (1986) and others.

If we take these data together with the insights into the tighter linkage of occupational career
to high school completion, as Mayer (1991) concluded from a study of a number of cohorts born
between 1929 and 1951, it is clear that socialisation research has been responsible for thematis-
ing a central mechanism for the distribution of societal positions. None the less, the coupling of
research into unequal educational opportunity to the concept of socialisation is not unproblematic.

7 This also changes little since socialization has in the meantime come to be understood as a life-long process
which makes specific demands of adults during their movement through the socialisation process, rather than be-
ing conceived as a fundamental foundation stone of social identity.

8 See also Lorenzers (1972) attempt to develop a ‘marxist theory of socialisation’ on the basis of a mediation of
psychoanalysis and Marxism.
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With its focus on the concept of competencies and growth in competence, ‘class-specific socialisa-
tion research’ aiming at studying the causes of unequal educational chances, runs the danger of a
normative ‘tautologisation’ of social institutions like the family and the school, the emergence and
interconnection of which can then be simplistically labelled as ‘bourgeois’. If it identifies characteris-
tics of middle-class families and their impact on school achievement or other measurable variables
of child behaviour, these independent and dependent variables do not simply promote competen-
cies as such, but by being embedded in the socialisation paradigm such family structures actually
become conditions of social order, and their effects on the child become essential equipment for
any social actor®. Here it is a matter of decidedly ‘bourgeois’ values which are normatively validat-
ed, through a family structure oriented towards child socialisation and with the (claimed) advantage
of a high motivation towards achievement and an elaborated speech form — these are all central
features of bourgeois culture since the 19th century (Budde, 1994). Since the correlations between
these variables of family structure and children’s competencies and educational achievement are
also much weaker than the correlation between straightforward class indicators with the child’s
achievement — and in absolute terms are very low (Steinkamo, 1991) — one can also complain that
it is primarily a bit of ideology and not reality concerning a qualitative difference in character and su-
periority of middle-class relations which is being expressed and used to dominate this discussion. It
is an ideology which apparently continues to attach itself to ‘class-sepcific socialisation researchers’
and then crystallizes in the idea of compensation for deficits in lower-class children™. A necessary
antidote for the German discussion remains both a return to our own tradition (Siemsen, 1948) and
a reception of the Anglo-Saxon debates in the fields of politics and sociology of education, in order
to clarify the social foundations of education and child-rearing (Wexler, 1990).

The reasons for the superior educational achievement of middle-class children can just as easily
be found in different types of educational choices (Meulemann, 1985; Gambetta, 1987; Walper,
1988), in the effects of school-specific assessment regimes (Hopf, 1992; Ditton, 1993) or the class
structure itself (Marshall et al., 1997), as in higher competencies, which would be the aim of a more
intensive or more appropriate form of socialisation. In other words: the theoretical premises of so-
cialisation researchers leads them to elevate family and personality characteristics, which can be
regarded as entry tickets into society — and which have that effect because they are constructed as
such by society and rewarded as such, in the form of social and cultural capital (Bourdieu, 1984)
—to the status of competencies, in preference to the conditions of social order themselves, and thus
to overestimate their relevance and their actual class specificity.

9 On the relevant variable of family structure and the measured variables of children’s competence, see Caesar
(1972), Cook-Gumperz (1973), Rolff (1980) and Steinkamp (1991).

10 This resulted in various attempts at compensatory education for so-callsed ‘deprived’ children (du Bois-Rey-
mond, 1971; Lorenzer, 1972: 144 - 155).
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Children as competent actors — the rise of the sociology of childhood.

A new approach to childhood had already emerged in sociological debate in the 1970s and
1980s, suggesting a number of critiques of socialisation research. Initially it was primarily research-
ers with a theoretical background in ethnomethodology and symbolic interactionism who pointed
to a paradox in the approach to children’s competence encompassing a socialisation perspective.
On the one hand, according to these new analyses, the institutions and practices of socialisation
demanded social competencies from children, as well as constantly developing them. Such fun-
damental social competencies, like the capacity for meaningful representation of the social world
or the self, an understanding of its basic rules, and generally for involvement in the construction of
the social world (Denzin, 1971; 1977; Sacks, 1974), were available even to very young children.
To the extent that it concerned the institutions of socialisation, they required precise knowledge of
rules and their meaning, as well as children’s capacity and willingness to determine the applicable
rules very precisely (Mehan, 1974; Mehan, 1979; Davies, 1983). Itis here a matter of subtle rules of
interaction, which initially constitute the categories of ‘child’ and ‘adult’ as distinct and complemen-
tary social actors, as in the routines of greeting and welcoming (Payne, 1976), or of conversation,
which establish different authority for and methods of conducting the converstation for the different
categories of actors (Speier, 1976a; Sacks, 1974). On the other hand — and this is the basis of the
paradox — these institutions, whether it be the family or the school, ignore these competencies, and
this ignorance of children’s competencies as actors is fundamental to the socialisation perspective
as a whole (Mackay, 1974; Speier, 1976b; Jenks, 1982; Waksler, 1986).

The increased sensitivity to minorities within the social sciences increased the popularity of such
theoretical ‘outsider’positions in the 1990s, and influences the scholarly approach to childhood well
beyond the boundaries of sociology. Analagous to the influence of feminist critiques, the sociology
of childhood reproached sociology for having had almost no regard at all for children as actors
(Ambert, 1986), and even when that was not the case, they were only recognised as acting defi-
ciently, in the process of acquiring the status of actors. In a reconstruction of the world based on a
fundamentally new perspective, the voices and experiences of children, like those of women, were
revealed as having been excluded (Alanen, 1994), with children trapped within an adult-centred
and patriarchal perspective (Leonard, 1990)". Childhood had thus been understood not as an
autonomous life phase and situation, but simply as a period of preparation (Alanen, 1989; 1997;
Qvortrup, 1993; James & Prout, 1997; Zeiher, 1996a).

This approach is also sensitive to social inequality, culminating in the suggestion that the concept
of ‘generation’ should be understood, analogous to the concept of ‘gender’, as a socially con-
structed category of social inequality (Alanen, 1994). The sensitivity to inequality is also supported

13
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by a new interest in social statistics, which indicate the disadvantage of children compared to other
age categories in relation to economic participation (Sgritta, 1996; Joos & Meyer, 1998; Qvortrup,
1998). However, this sensitivity is largely limited to the question of intergenerational inequality. If
socialisation research was blind to the intergenerational asymmetry arising from the reduction of
children to aspects of learning and development — to that which they were yet to become — the
sociology of childhood reveals a partial blindness towards questions of social stratification and
class position. This may be connected to the fact that some studies in the sociology of childhood
are positioned within an individualistic theoretical orientation, in which the ‘old’ inequalities, at least
to the extent that they concern the class structure and stratification of society, have been given less
attention in favour of ‘new’ differentiations. It has only been in more recent studies of childhood that
one finds an independent linkage of a childhood-sociological interest in current childhood experi-
ences and situations with questions of social-structural analysis (Joos, 2001).

Within the more recent work in the sociology of childhood one sees studies which noticeably
distanced themselves from the perspectices and questions of the socialisation approach. For ex-
ample, a number of projects have studied how children, in situations which are not educationally
structured, act competently and also manage to utilize the conditions of urban space and time
(Rabe-Kleberg & Zeiher, 1984; Behnken, 1990; Behnken et al., 1989; Zeiher & Zeiher, 1994; May-
all, 1994). Other studies have examined which cultural resources children have at their disposal
and how they are able to utilise the offerings of consumer culture in their own particular ways
(Hengst, 1990; 2000), or how they structure interactions according to their own rules and mean-
ings (Corsaro, 1985, Corsaro & Eder, 1990). Although further studies did deliberately go about
their work in terms of socialisation, they still focused primarily on the achievements of children as
competent actors, such as their negotiation activity with familial contexts (du Bois-Reymond, 1998),
the responsibilities they take on (Solberg, 1990; Morrow, 1998; Song, 1996; Zeiher, 2000; Alanen,
2000) or the independent worlds they create among themselves in school or kindergarten (Shiose,
1994, 1995; Breidenstein &Kelle, 1996, 1998; Strandell, 1997).

All of this research provides an important corrective to existing socialisation research, as well as
support for the underlying premise of the child as competent actor by demonstrating how children’s
action constitutes participation in the social world. However, we should not overlook the fact that
childhood experience, including children’s action and their everyday life, is still largely structured
by socialisation processes, even if it is true to insist on the existence of realms of autonomy. There
is hardly any other group of relatively competent actors whose experience of time and space is
structured and controlled to the same degree by other actors, and in this sense also standardised

11 See also Firestone (1973)
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for all the members of the whole group.

Anumber of questions then arise which cut across these debates, such as whether it is primarly a
question of the the conditions of the constitution of ‘agency’, the competence of actors in their differ-
entiation from ‘subjectivity’ and ‘subjective capacity’, but in the absence of further foundation. The
crucial reference point here is the question of the specification of a particular individual existence,
which is of decisive significance in the context of understanding childhood, in order to avoid smug-
gling in the rightly-criticised ‘adultism’ of earlier work via the back door. This approach led Honig
(1999: 212 f.) towards, first, the ‘relationality of childhood’, based not on the domination of adults,
‘but on children’s identity-constituting corporeal presence’ and secondly to children’s anchorage in
‘non-reciprocal relations of care’*2.

Essentially it is a question of identifying how educational theory can provide a foundation for our
understanding of childhood, as well as an approach towards those positions which have hitherto
been based on the semantics of ‘deficit’ or ‘difference’®. This essentially concerns a qualitatively
diffeent approach to the ‘not-yet’ problem, which runs through all research into childhood and which
starts out from the question of ‘the subect’. In opposition to the assumption of a quasi naturalistic
conception of subjectivity, which can de facto only be understood as an exchange with the child’s
‘underdevelopment’ anchored in their ‘nature’, in reference to the norms of adult life, Koneftke has
argued that:

This approach constitutes the hidden contention that the human individual is a subject inde-
pendent of their context. The contention is hidden because it assumes the difference between
potentiality and reality, between the individual and the exemplar of the species, silently. People are
only the realised subjects of their history independent of their context as exemplar of their species,
because there is no other subject of history, but there is this one. As individuals, people are only
potential subjects, realised only as a result of education. To this, to the realisation of their subjectiv-
ity, every individual has an inalienable and unfulfillable right (1986: 72)

This approach to the question of the subject correspondingly includes the question of the condi-
tions of the constitution of competence in regulating and shaping individual as well as social rela-
tionships, a question which applies not only to children.

Perspectives: sociology of socialisation

The particular achievement of the sociology of childhood is that it has deconstructed the un-

12 These arguments led him to the conclusion of his study, which we cannot discuss explicitly here: How is the
distinction between adults and children socially organised? Is is not a matter of a, indeed the, pedagogic differ-
ence? (Honig, 1999: 214).

13 For a sketch of the basics of education theory, see Suenker (2001).
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equestioned status, even the ‘naturalness’, of socialization as a sociological concept and as a
real representation of childhood (Buehler-Niederberger, 1998). With the concept of the child as
a competent actor and the corresponding research, it unmasked the assumptions of socialisation
as being adult-centred and as excluding a range of relevant questions. But it was shortsighted to
simply exclude the arrangements of socialisation from social scientific study altogether, which be-
came the tendency of the research praxis in the sociology of childhood. Two issues, which required
further research into the questions posed by the concept of socialisation, were neglected: first, do
the premises and institutions of socialisation structure childhood and the everyday life of children
as their normative framework in a comprehensive way? Second, are these connected to social
inequality in the sense of class-specific opportunities for educational and occupational status, as
socialisation research has shown? A third issue can be added, which speaks even more than these
two for a social scientific understanding of socialisation. It is the fact that ‘socialisation’ as a par-
ticular intergenerational arrangement is interwoven in a variety of ways with the political and social
order, characterizing modern society to such an extent that one can regard it as a ‘generational
order’ complementary to its class structuration.

The concept of the ‘generational order’ has only recently become widespread in the sociology of
childhood, in order to grasp the reality of the social and complementary constructed and structured
character of the categories of child and adult, and the interaction between the members of each cat-
egory. However, it has also been analysed in terms of the more comprehensive social significance
which can be attributed to it. It has been repeatedly postulated in the sociology of childhood that our
attention should not be limited to children alone, but should be directed towards the intergenera-
tional relationship, which is to be understood as a central element of society as a whole (Qvortrup,
1987; Honig, 1999; Alanen, 2000), and to be viewed in terms of its articulation with gender relations
and with relations between economic interests (Zeiher, 1996a). However, such an analysis, we
would argue, can only be adequately pursued when it also places precisely the arrangements of
socialization — mediated by their class-specificity — at the centre of its focus. This should be done
in an informed way, i.e., in the knowledge that no ‘naturalness’, or ‘necessity’ for the social order,
can be ascribed to the conception of socialisation, but that such an intergenerational arrangement
must be understood as political, cultural and structural. To Bourdieu's types of capital — economic,
social, cultural — which underlie the structuring processes of society, we can add another, that of
generational capital, which lies in the hands of adults in reality as well as symbolically.

One can turn to the history of childhood to substantiate this claim. The historical study of child-
hood is one of the roots of the sociology of childhood’s perspective. The sociology of childhood
turned to history in order to establish the plausibility of its deconstruction of the concept of so-
cialization. The historical analysis of childhood drew attention to the fact that childhood is not a
natural constant, but rather the product of a historical development (Aries, 1992; Hawes & Hiner,
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1991; Sommerville, 1990; Becchi & Julia, 1998), that other childhoods and other conceptions of
the category of ‘child’ (and the complementary category of ‘adult’) are not only imaginable, but also
historically identifiable — including constellations in which the distinction between the categories
‘child’ and ‘adult’ can at best only be estimated. One can thus speak — from the perspective of the
Middle Ages — of the ‘discovery of childhood’ as an early modern achievement (Aries, 1992). The
historical study of childhood — or simply the generational categories — is, however, also useful to
draw attention to the exent to which such a ‘discovery’, along with the associated arrangements of
socialization, are linked to processes of social ordering.

The history of childhood shows how for different historical epochs there was a pursuit of a stricter
differentiation of age groups since the Middle Ages and particularly the Reformation — the transfor-
mation of a variable intergenerational relationship which, from the perspective of the modern age,
was poorly directed towards general welfare, into one of socialisation. Within a strongly social-
utilitarian interest in social order, adults and children were constituted as interdependent in their
obligatins to society, first by moralists, later by state administrators and the gradually emerging
educational experts (Joseph, Fritsch & Battegay, 1977; Strauss, 1978; Donzelot, 1979; Zelizer,
1985; Peukert, 1986; Hendrick, 1997; Mahood, 1995; Sieder, 1998, de Coninck-Smith, 1997, 1999;
Julia, 1998). Taking all the insights of these studies together, it becomes clear how a new gen-
erational order was gradually institutionalised, mainly through parenthood and the school. Such a
generational order was accompanied by a claim for its validity for all social classes. It also incorpo-
rated a particular construction of gender: the normative framework of the ‘good mother’ (Badinter,
1981; Schiitze, 1991), which was propagated from the late 18th century with growing rhetorical and
welfare effort, is at the same time a model of generations, gender and family life, and fundamen-
tally directed at a social order which was increasingly organised around ‘socialisation’ instead of
external control (Elias, 1976; Schrader, 1996), and in which positions were legitimated not least by
the idea of a ‘good upbringing’.

It should not be overlooked, however, that the new ordering of the family and intergenerational
relations were not simply externally orchestrated and were also not simply a product of economic
change (Pfau-Effinger, 1998). Impulses internal to families were also at work, which were not only
oriented towards emotions, but were also linked to status calculations. Such a calculus and the
strategies for their realization within the family were apparent from numerous documents, autobi-
ographies and letters (Stone, 1977; Schlumbohm, 1983; MacFarlane, 1986; Budde, 1994; Martin-
Fugier, 1992, Habermas, 2000). In the wake of these concerns with social order, a long dependent
childhood emerged. At first it was a reality for only a minority of children, but now applies to virtually
all children in Europe.

It emerged as a cornerstone of social order. However, the European social order — of which
this childhood is meant to be a basic element — is characterized by the following characteristics:
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‘the absence of personal domination, the abolition of individual relations of violence and depen-
dency, social differentiation through conceptual abstractions, around which state power is organ-
ised’ (Schrader, 1996: 12). These charactistics were also discernible beyond Europe from the 19th
century.” In a society organised around individual autonomy, children were excluded, their real-
ity characterized by dependency, and to a particular extent by personal dependency, the lives of
adults essentially structured by the capital relationship, and in relation to children’s lives all this
was reflected by the generational order with its structuring power'™. And this ‘exception’ did not
arise because children as a social group (and their living conditions) were granted exemption from
the social order. Its meaning, its purpose, even its ‘nature’ was defined and institutionalised on the
basis of an interest in a new social order. This is the paradox of freely pursued order (Buehler-Nie-
derberger & Tremp, 2001).

The efforts of local authorities and later the state to influence childhood, are and were efforts
to construct an ordered childhood. Institutions of ordered childhood are thus essentially political
constructions. Considering its political character, it is surprising that these institutions only changed
partially even in the context of very significant overall political changes. This becomes apparent
when one examines the institutions and processes of institutionalization of childhood in Germany
in the course of the 20th century, since in the first half of the century at least, they were character-
ized by rapid changes in political regimes (Buehler-Niederberger, 2000). This can be explained by
a general concept of generational order, on which divergent forms of modern regimes rested, au-
thoritarian and democratic, totalitatian and liberal. In all of these regimes, a diligent and disciplined
rising generation was to guarantee society’s general welfare. The measures taken paid little, if any,
attention to children’s potential and capacity for action. In a social-utlilitarian calculus of order, chil-
dren were regarded primarily as human capital, which was to be generated through a normalised
and uniform childhood. We should keep in mind here that a generational order did not displace the
promise of stricter order onto the next generation, but created itimmediately. If the rising generation
is bound up in a tighter and more effective educational arrangement, then their parents are caught
up in the network of obligations and they are required to display the correct attitude, exemplary
conduct, domesticity and generally a disciplined way of life. And all of this can in turn be controlled
through the child. A generational order is thus a two-directional disciplinary arrangement, working
on both categories — adult and child. In terms of individual biography, one can say that individuals

14 They were recognized from non-Euorpean perspectives: for example, Schrader (1996:12) deals with the
reports of the first Chinese diplomats.

15 What is decisive in terms of social theory is the fact that children do not find themselves at the level of society,
their surrounding contect, but within quasi feudal relations. For, even though capitalism and the history of bourgeois
society are not too be identified with each other, it remains true that under capitalism individuals operate indepen-
dently, as commodity-owners. This does not mean that they acted de facto as autonomous and mature citizens; for
the implications for pedagogy, see Koneffke (1982).
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are addressed two times in their lifetimes, and this applies by no means only to women (Donzelot,
1979).

If one takes into account the extent to which the intergenerational arrangement is embedded in
the social order, changes and continuities in socialisation arrangements become of great interest'®.
As a socialisation arrangement, the intergenerational relationship is not only a cornerstone of so-
ciety, but also a hidden one, because until recently, as the contributions of early bourgeois theory
were forgotten, it could lay claim to a ‘natural’ character. If the history and sociology of childhood
have deconstructed the naturalness of this cornerstone, the next step in the research programme
should be to utilise that insight in order to analyse it, and to analyse comprehensively the social or-
der in general as well as every particular generational order. Whether it be political choices, familial
changes, developments in the education system and the like, they all deserve particular attention,
because they are directed only in one sense at children, and in a second and more encompassing
sense at society as a whole.
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Introduction

The general topic in this article is the challenge that interdisciplinarity poses to childhood
research. The basic argument is: Researchers studying children and/or childhood in any disci-
plinary field have come to recognize the complexity of childhood phenomena. This complexity
implies the need to embrace interdisciplinarity in their collective work. To do so, within the
current state of childhood research, they need to pay critical attention to the often implicit so-
cial ontologies on which they actually base their research. These need to be explicated, and
their conceptual and methodological implications drawn in developing research programmes
for the study of children and childhood. In the article, the adoption of a consistently relational
social ontology is advocated as a useful and promising way to advance genuine interdiscipli-
narity in the study of children and childhood..

The challenge: Making Childhood Studies interdisciplinary

With a disciplinary identification of a sociologist working as professor in an Early Childhood
Education department, one of the key aims in my — and the department’s - teaching and
research is to provide students with a multidisciplinary understanding of childhood. But even
further, the aim is to contribute to interdisciplinary knowledge of childhood phenomena, and to
help such an understanding permeate the practices in the many professional fields for which
children and childhood are a central concern, such as early childhood education, social work,
child welfare, nursing, urban planning and children’s rights work.

Such aims are grounded on the conviction and the evidence showing that childhood is a
complex phenomenon, and cannot therefore be fully comprehended with the help of con-
cepts, theories and understandings provided by any one discipline. To proceed towards un-
derstanding childhood’s complexity, several disciplines are needed, and these need to be able
to communicate and collaborate.

Currently, as anyone working in or closely with the early childhood education field will know,
we are far from effective, mutually enriching interdisciplinary collaboration which the recogni-
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tion of childhood’s complexity would require. The dominant, and often the only scientific un-
derstanding of children and childhood is based on psychological perspectives that work with
developmental notions of the individual child; knowledge on children and childhood produced
within other disciplinary fields is rarely recognized as relevant to the dominant view.

The sociology of children and childhood — the new research field which saw daylight in the
1980s and has since then grown and expanded — has challenged this hegemony of psycho-
logical notions in scientific knowledge on children and childhood, by establishing the case that
children are social beings who actively take part in their social, cultural, material worlds, and
childhood is to be studied as a social phenomenon. Both of these notions — children as social
actors and childhood as a social (structural) phenomenon - require renewal in our knowledge
of children and childhood.

The movement to expand current understandings of childhood phenomena began some
thirty years ago in the form of a “new” sociology of childhood. By now it has grown into the
broad field of Childhood Studies, populated not only by sociologists but also anthropologists,
geographers, historians, even economists and many more. The guiding vision in this expand-
ing multidisciplinary field of knowledge includes the idea of children as social actors, and idea
that once further developed within both sociology and other social sciences, would then need
to be integrated with compatible notions of children and childhood as they are developed in
other major disciplines concerned with children. The goal is to produce an integrated, over-
arching framework for interdisciplinary childhood research that does justice to childhood’s
sociality.

To achieve this will of course take time and currently we are still very far from effectively
communicating and collaborating with colleagues in these other scientific disciplines. There
are also well-known barriers within the university system itself for genuinely interdisciplinary
collaboration (Bruun et al. 2005); among them

- structural barriers that concern the organizational structure of science, including the mech-
anisms of pressure and incentives that are built into the organization;

- knowledge barriers that are constituted by the lack of familiarity that scientists often have
with other disciplinary fields, and this is often a cause of misunderstandings and failed com-
munication, and also contributes to an absence of visions of connections between the disci-
plines;

- cultural barriers that are formed by differences in the cultural characteristics of different
fields of enquiry, particularly the language used and the style of argumentation — these barri-
ers also include differences in values;

Epistemological and ontological barriers make a special category of barriers to interdisci-
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plinary collaboration: they are caused by the differences between disciplinary fields in how
they see the world and what they find interesting in it.

Some theoretical compatibility, however, is needed for genuine interdisciplinarity to suc-
ceed. To enable collaboration the contributing disciplines would need to share some basic
foundations, especially the way they see the world (ontology) and how they go on to know the
world. For individual disciplinary fields as well as multidisciplinary fields such as Childhood
Studies, this means that as researchers we would need to make transparent for ourselves the
meta-theoretical foundations on which our research is actually based.

Recently, as the pressure towards interdisciplinary collaboration has increased, a “turn to
ontology” has been taken in a number of disciplines and research fields, precisely to take up
for discussion and clarification the meta-theoretical commitments of the field, and what these
imply for the knowledge that is generated and the social practices in which knowledge is
intended to be applied.

In the last ten years or so, a “turn to relationality” can be observed across a number of
disciplines and research fields, meaning a turn to a particular type of social ontology — called
relationism or relationalism. Relational thinking is not new to social science: it can be traced
to the work of some of sociology’s luminaries such as Karl Marx, Emile Durkheim, Max Weber
and Georg Simmel. At present several relational approaches are in active use within social
science research and various strands of relational sociology are being developed. The social
theory of Pierre Bourdieu is undoubtedly the most prominent example of relational thinking in
sociology.

The sociology of childhood has so far remained pretty much an outsider in these discus-
sions.. Perhaps this is only to be expected from a novel research area: research on children
and childhood has managed, after all, to constitute and consolidate a sociological subfield
only very recently, and it is still struggling for being accepted and included in the broader social
science field. Internal criticism however is also growing within the sociology of childhood (see
e.g. Buhler-Niederberger & van Krieken 2008). This criticism points at deeper trouble in the
field, manifest in some persistent conceptual difficulties that the field currently faces. Some of
these difficulties originate in the endemic use of notions such as ‘agency’ and ‘voice’ in child-
hood research, as ‘agency’ is made to stand for widely different things across the range of
existing approaches to the social world, and the meta-theoretical (philosophical) foundations
of such notions are various. | would argue that recognizing and scrutinizing such problems is
what we now need for Childhood Studies to advance from its present state.

Recommending a “turn to (any version of) ontology” is, however, not to say that we begin to
“philosophize” childhood. But it does ask us to reconsider the scientific basis of the research
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programmes and practices in use in childhood research. The aim is to make the field stronger
and more solid, and prepare ground for productive interdisciplinary collaboration — to make
Childhood Studies genuinely interdisciplinary.

Childhood’s relationality

Arelational ontology appears to be particularly opportune for thinking childhood in the social
sciences. This is because it can be argued — and has been argued - that childhood is funda-
mentally a relational phenomenon: it does not exist outside and independently of the social
relations that make it what it is.

This is how the British sociologist Chris Jenks (1982) expressed the relationality of child-
hood in his book ‘The sociology of childhood'. In the book Jenks is looking for the child in
social theory and discovered there a paradox — a paradox that sociologists had failed to
recognize in their own thinking:

“Areview of the multiplicity of perspectives that are and have been adopted in attempting to
explain childhood reveals, at one level, a continuous paradox, albeit expressed in a variety of
ways. Simply stated, the child is familiar to us and yet strange, he inhabits our world and yet
seems to answer to another, he is essentially of ourselves and yet appears to display a differ-
ent order of being: his serious purpose and our intentions towards him are meant to resolve
that paradox by transforming him into an adult, like ourselves. This points to the necessity and
contingency of the relationship between the child and the adult, both in theory and in com-
monsense. The difference between the two positions indicates the identity of each: the child
cannot be imagined except in relation to a conception of the adult, but interestingly it becomes
impossible to produce a well-defined sense of the adult and his society without first positing
the child.” (Jenks 1982, 9-10; emphasis LA.)

And here is the sociologist’s paradox:

“It is as if the basic ontological questions, ‘What is the child?’, and ‘How is the child pos-
sible as such?’ were, so to speak, answered in advance of the question and then dismissed.”
(Ibid.)

A few other calls were also beginning to be voiced for a need of a relational understanding
of childhood. The British scholars John Fitz and John Hood-Williams (1982), for example,
wrote:

“If we wish to understand ‘youth’ and childhood we have to proceed not by studies of dis-
crete phenomena but by studies of relationships, since youth [or childhood/LA] is not a func-
tion of age but a social category constituted in relation to, and indeed in opposition to, the
category adult (as is feminine to masculine).” (Fitz & Hood-Williams 1982, 65; emphasis LA.)
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A “relational turn” in the social sciences

The terms ‘relational’ and ‘relationality’ are not unambiguous; their meaning and function
vary across theoretical contexts. ‘Connectedness’, ‘interdependence’ and ‘networks’ are fur-
ther terms also used in thinking relationally.

Also, as mentioned earlier, relational thinking is not new to social science. Currently there
are several relational approaches that have been developed and are actively used within
social science research. E.g. Mitzel and Fuhse (2010) give an account of one specific sort
of relational approach - the “New York School” - and claim that this school (along with its
“ransatlantic bridge building”) now presents the most important and innovative theoretical
approach in today’s sociology. Mustafa Emirbayer, a sociologist working close to the “New
York school”, published in 1997 a Manifesto for a relational sociology which is one of the most
quoted articles in relational theory circles and has been an inspiration in debates on relational
social theory, especially in the US:

“Sociologists today are faced with a fundamental dilemma: whether to conceive of the social
world as consisting primarily in substances or in processes, in static “things” or in dynamic,
unfolding relations. Large segments of the sociological community continue implicitly or ex-
plicitly to prefer the former point of view. Rational-actor and norm-based analyses — diverse
holisms and structuralisms, and statistical “variable” analyses — all of them beholden to the
idea that it is entities that come first and relations among them only subsequently.” (Emirbayer
1997, 281.)

Alongside network analysis, relational approaches have been promoted in science and
technology studies (e.g. in the form of Actor Network Theory), systemic sociology (e.g. Niklas
Luhmann) and in the figurational sociology of Norbert Elias. Relational sociology has also
been thriving beyond the borders of Anglophone social science: in Italy, Pierpaclo Donati has
since the 1980s laboured on his sociologia relazionale and also in Germany (see Fuhse &
Mitzel 2010) and in France (see Vautier 2008) there are research groups developing their
brands of relational sociology.

1 Recently published books developing relational sociologies include: Crossley, N. (2011) Towards relational
sociology. London: Routledge. - Donati, P. (2002; first published in 1983) Introduzione alla sociologia relazionale.
Milano: FrancoAngeli. - Donati, P. (2010) Relational sociology. A new paradigm for the social science. London:
Routledge. - Fuhse, J. & Miitzel, S. (Hrsg., 2010) Relationale Soziologie. Wiesbaden: Verlag fiir Sozialwissen-

schaften.
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Relational thinking has been developing in other human and social sciences as well. Anna
Stetsenko (2008), for instance, argues that such classics of psychology (and pedagogy) as
Piaget, Dewey and Vygotsky embodied relational thinking. She further argues that a relational
ontology has been adopted by some developmental psychologists, cultural anthropologists,
social psychologists, and educationalists and has become quite prominent in these fields of
research.

Within sociology, the social theory of Pierre Bourdieu is undoubtedly the most prominent
and most developed example of a relational sociology. Therefore | wish to briefly outline the
basics, so to say, of the Bourdieusian framework and advocate it as an insightful platform for
developing a relational sociology of childhood.

For Bourdieu, thinking in terms of relations instead of “substances” is paramount. It is cen-
tral to his vision of sociology as a science, and essentially all the concepts that he developed
are relational (Wacquant 1992, 19).

Bourdieu also incessantly criticizes what he calls substantialism, or the “spontaneous” the-
ory of knowledge that he sees as a key obstacle to developing genuine scientific knowledge
of the social world (Swartz 1997, 61).

Substantialism, he wrote (Bourdieu 1984, 22) designates an epistemology that focuses on
the realities of ordinary sense-experience and “treats the properties attached to agents — oc-
cupation, age, sex, qualifications - as forces independent of the relationship within which they
“act” . Substantialism, moreover, is “inclined to treat the activities and preferences specific to
certain individuals or groups in a society at a certain moment as if they were substantial proper-
ties, inscribed once and for all in a sort of biological or cultural essence” (Bourdieu 1998, 4).
Thus, substantialist thinking reflects a common-sensical perception of social reality, a percep-
tion which is also embedded in the very language we use, as it “expresses things more easily
than relations, states more readily than processes” (Bourdieu 1994, 189; 1998, 3-4). Therefore,
it is also easier to treat social facts as things or as persons than it is to treat them as relations
(Bourdieu 1994, 189-190).

The methodological alternative that Bourdieu advocates and which he identifies as funda-
mental to all scientific thinking is relationalism (or relationism). This is a mode of thinking that
identifies the “real, not with substances, but with relationships, for “the stuff of social reality lies
in relations” (Wacquant 1992, 15-19).

Childhood, as | earlier argued, is a fundamentally relational phenomenon, and therefore the
social study of childhood would benefit from critical self-reflection as to the substantialist vs.
relational understandings and methodologies currently dominating in this research field. The
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sociology of childhood is not made of one piece; at least three different approaches exist?.

Sociologies of childhood

One of the strongly underlined assumptions in the social study of childhood is that children are
‘social actors’ and active participants that contribute to the everyday life of the societies in which
they live. Children’s long-lived invisibility in most social science research is seen to be linked
to various forms of developmental and socialization thinking which have placed children within
the processes of first becoming (and not being) full social actors; adulthood being the assumed
end point of childhood development. The contrasting, foundational starting point given in the
assumption of children’s (social) agency implies for research that children are to be addressed
as the (sociological) equals to adults or any other social segments of individuals. In sociology,
this has been taken to imply that childhood is a structural concept at the same analytical level
as concepts such as class, gender and ‘race’/ethnicity.

Thus, sociologists approach childhood as a socially established and instituted formation in its
own right; it is a culturally, politically and historically “constructed” figuration of social relations
which has been institutionalized for the younger members of societies to inhabit. The relative
permanence of such a societal childhood, once it has been formed and established in a par-
ticular society, justifies the idiom of a common, shared childhood, whereas ‘childhoods’ (in the
plural) would refer to the social and cultural life worlds and experiences of individual children
within that particular social space of childhood — the phenomenology of childhood. Therefore,
to assume that there exists one true, universal, essential childhood is to succumb to a modern-
ist fiction. The observation that at some point of time and place a particular form of childhood
is generally considered “normal”, and tends to prescribe how children are expected to behave
and treated, merely confirms the degree of institutionalization and the socially gained cultural
autonomy of a particular childhood construct. What has been constructed may also be trans-
formed, and childhood certainly has been transformed, as evidenced by historians of childhood
(e.g. Hendrick 1990; Cox 1996).

While this understanding of childhood is broadly shared within the multidisciplinary Childhood
Studies, different disciplines and research fields, such as sociology, anthropology, history, or
economics vary in the way they characteristically emphasize and elaborate components of the
shared view. In the early stage of the emerging sociology of childhood, three distinct approaches
could be seen developing, in other words, three different ways of carrying out childhood sociol-
ogy within a broadly shared frame. In each of them, particular discourses and ways of concep-

2 The next section is based on Alanen (2005) and Alanen (2009).
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tualizing children and childhood have been in use; moreover, the knowledge that is sought in the
research also varies between them?.

A (micro-)sociology of children approach grew out of an early critique of children’s invisibility
in social science knowledge, and the subsequent correction of the then existing research ap-
proach to include children. In the new studies, children were placed in the centre of sociological
attention and studied ‘in their own right’, and not as appendices or attachments to parents, fami-
lies, schools or other institutions (e.g. Qvortrup 1987; Alanen 1988; James & Prout 1990). The
discrimination of children in scientific knowledge would end by researchers including children’s
views, experiences, activities, relationships and knowledges in their data, directly and first-hand.
Children were to be seen as units of research, and as social actors and participants in the
everyday social world. It is thus now understood that through their co-participation they also
contribute to events in their worlds (including research!) and, in the end, to the reproduction and
transformation of the same social world. Research of this strand has mostly been conducted in
small-scale studies, with a focus on children’s everyday life and their ‘negotiations’ with other
actors in their immediate social and cultural worlds. The conceptual frameworks that are used
in the micro-sociology of children tend to originate in versions of interactionist or ethnomethod-
ological theories, and their philosophies of science in versions of phenomenology or pragma-
tism. In terms of research methods, qualitative methods - in particular various modifications of
ethnography and observational methods - have been preferred.

The second approach, (2) a deconstructive sociology of children and childhoods originated
in the discussions and debates of the 1970s-80s social sciences, and brought new insights into
how the social world is to be understood and studied. The deconstructive approach considers
notions such as ‘child’, ‘children’ and ‘childhood’, and their many derivations (including child
well-being), to be historically formed cultural constructs. Therefore, the approach underlines
the political nature of childhood constructs in the sense that the collective (including scientific)
images of children and childhood prevailing at any time and place, and beliefs of and attitudes
towards children are, in the end, always politically formed. As such, they have consequences for
children’s everyday reality, as images, beliefs and attitudes have been incorporated in a range
of models of action, cultural practices and e.g. welfare policies, thereby providing cultural scripts
and rationales for people to understand and to act in relation to, and on, children and child-
hood. Because of the political significance of cultural constructs, the task of the deconstructive
researcher is to “unpack” such constructions. This is done by exposing their creators and the
social circumstances of their formation, as well as the political processes of their (re-)produc-

3 On varieties of childhood sociology see also Mayall (2002) and Hengst & Zeiher (2005).
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tion, interpretation, communication and practical implementation. The aim is to disclose the
discursive power of cultural constructs in social life, in this case in children’s everyday life and
experiences. Foucault, Deleuze and Donzelot are important sources of theoretical inspiration
for followers of this approach. Useful methods for deconstruction include discourse analysis,
conversation analysis and various other text analytical methods.

The third main form of sociological approaches to childhood is (3) the structural approach.
Here childhood is taken as the unit of analysis and may be understood as a social structure in
itself. ‘Structure’, however, is a multi-meaning concept (see e.g. Loépez & Scott 2000), and there
are a variety of ways to undertake structural analysis in sociology; what these approaches share
in sociology is a consideration given to entities and processes residing (also) on the ‘macro’
level. The two main forms of structural thinking may be identified: The structural-categorical
approach is the first of them; it takes the view of children as a socially formed aggregate, per-
haps a ‘generation’, following Mannheim (especially Mannheim 1952 [1928]). Far less attention
is paid here to the actual living children, each with their different and individually experienced
childhoods - this is the primary focus in the micro-sociology of children. Instead, children are
seen to have been assembled under one or another socially established category (of ‘children’)
and the aim of a structurally operating analysis is to arrive at a description of the childhood that
is shared by all children in that society (or any time/space) in question.

Among sociologists of childhood, Jens Qvortrup has strongly fostered this approach (see e.g.
Qvortrup 1993; Qvortrup 2009). Empirical observations (measurements) of focal conditions of
children’s lives — such as the patterns of their activities, experience of poverty or social exclu-
sion, use of time, or well-being — are linked with macro-level influential entities and processes
(macro-‘variables’). These may be understood to ‘cause’, or impact the social category of chil-
dren as a whole, by powerfully forming a common, shared, typical childhood through large-scale
processes, in interplay with other macro-variables and linked processes. The structural-cat-
egorical approach is especially useful in studies that aim to contribute to social reporting and
monitoring e.g. a country’s child population, and provide possible explanations for the condition
of children. While the structural-categorical approach is well-suited to large and often compara-
tive studies of child populations using statistical methods, this is not a limitation. Qualitative
methods, or ‘mixed methods’ are additionally useful, and may contribute to the ‘big picture’ by
providing vivid and child-level information.

In contrast to the first structural-categorical approach, the second mode of working structur-
ally in the sociology of childhood is one that is grounded in a relational social ontology. Due to its
employment of relational insights in conceptualizing childhood, this approach is usefully called a
structural-relational approach. Itis structural in that childhood is conceptualized as a position (or
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social space) within an existing (socially generated) generational structure. Children are ‘made’
into ‘children’ (and members of a generational category) inasmuch as they come to occupy that
social space and practically engage themselves with the reproduction of the (generational) rela-
tions that recurrently define them as ‘children’. This, then, is where relationality comes in and
a different, relational conceptualization of childhood begins to take shape (on relationality see
below).

The primary focus in research with a relational approach is on the generational practices,
specifically the (relational) practices within which children co-construct themselves as ‘children’
as occupiers of a particular generational position, in relation to a non-child category (or catego-
ries) of agents (see e.g. Alanen 2001; Alanen 2009; Mayall 2002). The advantage in studying
children’s issues relationally is that it helps to produce a more dynamic analysis than the cat-
egorical approach. A second advantage is that not only can the outcomes of the enacted ‘gen-
erationing’ processes be studied for features that children display — representing the childhood
of the timespace, or individual childhoods - but also the actual processes and relations within
which those outcomes are produced. Therefore, the agency aspect in children’s activity comes
into view more prominently than in the categorical version of structural analysis, as children
are understood to be the co-constructors of their own objective and subjective, structured and
structuring conditions. The concept of generation as a relational social structure is an analyti-
cal construct, and childhood (children’s positionality) is in this approach one of the (relational)
components, or parts, of a generational structure. The concept of ‘generational structure’ refers
to a macro-entity which in interplay with other similar relationally constructed social structures
- gender, ethnicity, class, (dis)ability, and so on — produce the events that can be observed and
understood as facets of actual childhood(s).

Moving towards a relational sociology of childhood

The structural sociologies of childhood that began to develop in the 1980s in the work of the
international project Childhood as a Social Phenomenon (1987-1992) were already based on
(intuitive) forms of relational thinking (see Qvortrup et al. 1994). The concept of generation par-
ticularly was seen as the key to a structural and relational understanding of childhood (Alanen
1994; Alanen 2009).

Jens Qvortrup (1985, 1987) was one of the first to argue the case: in 1987, for instance, he
wrote that “in industrial society the concept of generation has acquired a broader meaning than
in earlier societal formations as ‘children’ and ‘adults’ have now assumed structural attributes
relative to each other”. It was therefore useful, he wrote, “to treat ‘childhood’ and ‘adulthood’ as
structural elements in an interactive relation and childhood as a particular social status” (Qvor-
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trup 1987, 19).

In everyday discourse as well as in social science, generational relations tend to refer to rela-
tionships between individuals who are located in different stages within their life courses — such
as parents and children - or between individuals currently living through the same life stage.
However, the idea of childhood proposed by Qvortrup, as an element of social structure, called
for sociological tools that were not readily available in this literature. What was particularly miss-
ing was a new focus on the acknowledgement and elaboration of the fundamentally relational
nature of the socially recognized categories of children and adults.

The introduction of the notion of generational structure is intended to help scholars to view the
social/societal condition of childhood as a parallel with gender, class, ethnicity, and dis/ability.
In feminist or gender studies, gender continues to be discussed and analyzed, and variously
theorized as a material, social and/or discursive structure. Through the history of sociology as
a scientific discipline, (social) class provides a central concept for analyzing and explaining
social divisions and structural inequalities. Both ethnic studies and disability studies are more
recent fields of research; they bring into focus and redefine both ‘race’/ethnicity and disability as
socially constructed phenomena, and seek to generate theoretical perspectives for research on
particular social constructions of inequality and exclusion.

There are good reasons to believe that in a similar manner, sociologists will learn more about
childhood as a social and specifically generational (structural) condition by working on the no-
tion of generation as an analogue to class, gender, ethnicity or dis/ability. In doing so, the ap-
proach needs to be one that also holds to the basic premise of the new childhood studies:
children’s agency.

Childhood relationally: generational order(ing)

In the final product of the Childhood as a Social Phenomenon project (Qvortrup et al. 1994)
new concepts were suggested to develop further the project’s idea of macro-level generational
structuring that impacts the everyday conditions, actions and experiences of children. The key
idea in the notion of a generational order is that a system of social ordering exists in modern
societies that specifically pertains to children as a social category, and circumscribes for them
particular social locations from which they act, and thereby participate in on-going social life.

As children are seen to be involved in the daily “construction” of their own and other people’s
everyday relationships and life trajectories, the notion also captures the idea of children as
‘social actors’- the idea that is central to the sociology of children, with its preference for ethno-
graphic research with children, and sensitivity to children’s everyday interactions and subjective
constructions. Thereby the notion of a generational order could also hold the promise of helping
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to transcend the theoretical and methodological divide between structure and agency — a divide
that continues to keep apart, theoretically and methodologically, the different sociologies of chil-
dren and childhood that were briefly described above. This disconnection remains a challenge
to the development of the sociology of childhood.

In addition, the notion of generational order promises to help social scientists to understand
and account for the interconnections between the many structurations in which children are
implicated: generational ordering therefore should be included as one of the organizing prin-
ciples of social relations in social life, in addition to and alongside the more recognized systems
of social relations (social class, gender, ethnicity, (dis)ability). Each of these latter categories
were long understood as pre-given conditions within the natural order of things; they have now
been submitted to critical analysis and deconstruction. As their “socially constructed” nature has
been revealed and their long-lived ‘misrecognition’ (Bourdieu) as natural facts undermined, new
questions on their construction, operation and effects could be raised for study. Furthermore, as
they all operate in the same social space — what we call . ‘society’ - their interconnections have
emerged as the important topic of ‘intersectionality’ in social science research.

The major significance of the notion of a generational order then, is that it gives a name and
sociological content to the processes through which the social world is organized in terms of
generational distinction: as much as our contemporary social world is a gendered, classed and
‘raced’ world, it is also “generationed”. Children’s lives, their experiences and their knowledges
are not only gendered, classed, ‘raced’ (and so on) but also — and most importantly for the so-
ciological study of childhood - generationed. The suggestion is that the notion of a ‘generational
order’ provides one conceptual starting point and analytical tool for framing the study of child-
hood in ways that will capture (1) the structured nature of childhood as well as (2) children’s ac-
tive presence in generational (structuring) structures, while (3) endorsing the internal, necessary
connectedness - the relationality — of the existing generational structures.

The idea of a modern ‘nuclear family’ exemplifies the case of a generational structure: it is a
system of relations, linking to each other the husband/father, the wife/mother and their children,
all of which can be conceived as positions within the structured network of relations (cf. Por-
pora 1998; Porpora 2002). These relations are what philosophers call ‘internal’, or ‘necessary’,
which implies that the relations of any holder of one position (such as that of a parent) cannot
exist without the other (child) position. And what parenting is or becomes - that is, action in the
position of a parent in its defining relations - is dependent on the reciprocal action taken by the
holder of the position of child. Similarly, a change of action in one position will probably effect
change in the other position.
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This interdependency — of positional performance as well as identities — does not work only
one way, unidirectionally, from parental position to child position. Interestingly, the term that in
the family case corresponds to the positional performance of the holder of the child position is
missing from both everyday and sociological discourse — we talk of parenting but should also be
able to talk symmetrically about ‘childing™.

Another example is given by the structured system of teacher-pupil positions and basically to
all institutionalized education, starting from early childhood education and care. Importantly, the
case can be expanded from the level of ‘micro’ interaction to ‘meso’ level interrelations, by bring-
ing in the complexities in which the holder of a teacher position also defines a position within a
broader schooling system. The complex social structure of schooling - which in many Western
countries is beginning to include even the family system® - can further be seen to exist in an
equally internal relation to a particular welfare state structure, or a labour market structure, and
these in turn will be internally related to wider economic and cultural structures that potentially
extend to global (economic, cultural) structures®.

My conclusion would therefore be that the dynamic generational structures, that we may find
to exist as truly relational structures can be expected to be embedded in chains or networks of
further relational structures, be they generational or otherwise (e.g. class or gender structures).
The implication is that the determinations of generational structures and positions within them
(as within any social structure) are always dynamic and complex.

How do we then go on to detect relational social structures? The distinguishing feature is
interdependency. However, as Andrew Sayer (1992, 89-91) notes, the interdependency need
not be, and often is not, symmetrical in both directions. The familial generational structure, for
instance, is (usually) one of a-symmetry, as are the generational structure of teacher-student,
and many other structures of relations embedded in the organization of the welfare state and
the organizations of global governance.

4 Presumably the lack of a term such as ‘childing’ is because the culturally normative basis for understanding
child-parent relations: they tend to be understood to be one way only.

5 On this see the growing research literature on changes in “parent-school relationships”.

6 Important to note here is the common assumption that social structures only include ‘big’ objects, such as the
international division of labour, the labour market, or the global structures of governance. This of course is false as
there are also “small” social structures at the interpersonal and intrapersonal levels. Pierre Bourdieu’s concept of

‘habitus’ captures the sociality (and relationality) on the intrapersonal and embodied.
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These very tentative ideas of generational structures and processes of generational order-
ing already embrace some of the basic ideas of relational thinking. It is my contention Pierre
Bourdieu’s highly developed relational theorization provides help in advancing a relational so-
ciology of childhood,

Relationality and antinomies

One of central goals of Bourdieu — and the various relational sociologies in general - is to
assist in overcoming sociology’s customary antinomies, such as individual versus society, mi-
cro- versus macro-analysis, phenomenological versus structural approaches, and subjectivism
versus objectivism.

The very same antinomies are clearly visible also in the existing polarity between

(1) micro-sociologies of children that focus their analysis directly on children as (inter)actors
in their everyday social worlds, and

(2)  macro-sociologies of childhood that take childhood to be an element of social struc-
tures, or a structure in its own right.

Bourdieu’s route for transcending such polarities is to move social analysis from its more
customary substantialist mode of thinking to a relational mode. This is why Bourdieu’s work
can be used as a thinking model for bridging the gap that currently complicates theoretical and
methodological advancement in the social study of childhood

Instead of affirming that the ontological priority lies with structure or with actors, the collective
or the individual, Bourdieu’s sociology affirms the primacy of social relations. To think relation-
ally means, as presented above, to move away from ‘substantialist’ thinking that begins from
socially pre-given categorical entities, such as children; relational thinking, in contrast, centres
on the relations and the systems of relations that generate and naturalize the observable (and
often conventional) social categories (i.e. ‘children’).

Conclusion

The starting point in this article has been the idea that childhood is a fundamentally relational
phenomenon, and that therefore, the study of children and childhood will thrive by being ground-
ed on a social ontology that is consistently relational. | have moreover argued that Bourdieu’s
conceptual “toolkit” is useful in promoting a relational sociology of childhood — it can be argued
that his are the so far most developed analytical tools for advancing relational thinking in social
research.

Finally, the contribution that bringing relationality in childhood research will make is this: a
consistently relational orientation in the study of children and childhood across disciplines will
help to open disciplinary-based studies towards possibilities of genuine interdisciplinary and
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cross-disciplinary collaboration with a range of other disciplines and research fields: (relational)
psychology, economics, geography, and others. And this in turn will help us take a step towards
a scientific understanding of the complexity of childhood.
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Abstract: the aim of this paper is to analyze the transformations of the French école mater-
nelle (or “nursery school”, for children from 3 to 6 years old) and its relation with family prac-
tices, as a particular and powerful case to throw light on the increasing focus on the importance
of early childhood for school success, compared to care and education.
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Introduction

The aim of this paper is to analyse the transformations of French situation as a particular
case of an increasing attention to early childhood education in terms of future school success,
which is also becoming an subject of matter in international context (EACEA. 2009; OECD,
2011). After having presented the theoretical framework, we will argue in this article for the hy-
pothesis of a process of “scholarisation” of the French école maternelle. It is no doubt paradoxi-
cal to speak of the scholarisation of the école maternelle since it has formed an integral part
of the primary school system since the great Education Acts of 1881 and 1886 (Luc 1997). At
the same time, its “scholastic” nature has attracted criticism since the end of the 19th century,
when National Inspector P. Kergomard (2009) criticised its denaturing into a “mini-Sorbonne”
and the premature instruction of young children. The focus of these debates therefore centres
on the relationship between the world of early childhood and that of compulsory education
at the age of six, and also on the distinguishing characteristics of a school-based form of
socialising children. First, we will analyse the transformation in the relationship between the
école maternelle and primary school, and its place in the system of early childhood education
and care structures. Next, we will show that this process of scholarisation goes hand in hand
with a transformation in the official curriculum of the école maternelle which emphasises the
acquisition of cognitive and language skills in order to make a greater contribution to children’s
educational success. Finally, these transformations will be characterised in the light of the
development of an market of educational products, such as special activity books for the école
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maternelle and their uses in families homes.

Theoretical framework: multiple principles of justification

Given that the French école maternelle has become the subject of intense debate, it is per-
tinent to situate our analysis within the framework of a pragmatic critical sociology (Boltanski
and Thevenot 2006), i.e. a sociology that treats the task of criticism and justification of the ac-
tors involved as an object of study, paying attention to its relationship with its own interpretive
work. This theoretical choice allows us to consider the école maternelle as a form of “common
good”, requiring justification. In the same way as modern societies may be characterised by a
plurality of principles of agreement, the tensions and uncertainties currently affecting the école
maternelle may be interpreted as a competition between different principles for justifying its
validity.

Historically, the statement of a compromise might consist of may be read in the official text
of 1977, which stipulates: “The French école maternelle currently plays a threefold role: edu-
cational, preparatory and providing care”. The école maternelle is thus a form of pre-school
education, defined as early childhood education prior to compulsory education (Plaisance and
Rayna 1997). It represents a composite assembly of three different principles of justification,
each legitimate and essential to the others; providing care for young children; educating them
and preparing them for their subsequent schooling. These three arguments, which are neces-
sarily conjugated, not to say inseparable, justified the validity of the école maternelle at the
time. Today, however, this compromise no longer seems justified. More precisely, it is called
into question at the same time as, institutionally, a single principle of justification is gaining
ground: that which values the scholastic nature of the école maternelle, at the expense of the
logic of early childhood education and care.

Transformations in the position of the école maternelle

The concept of scholarisation can be used to characterise the transformations of the spe-
cific position of the école maternelle within the system of schools and forms of care for young
children (Chamboredon and Prevot 1973). In this sense, the process of scholarisation may be
understood as bringing the école maternelle closer to compulsory education, but also as mak-
ing it more independent of other early childhood reception structures. Historian A. Prost (1981)
analysed the 1960s-1970s as a period when the école maternelle was relatively distanced
from primary education. Conversely, the transformations of the past thirty years that we are
considering have made the école maternelle a “fully-fledged school” (2002 Instructions and
Programme), through a combination of joining the école maternelle more closely to the primary
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school system and distancing it from services for even younger children.

Transformation of relations with the primary school system

The “myth” of the French école maternelle (Bouysse 2005) owes much to the militancy of
a body of national and departmental Inspectors of Schools specific to the maternelle system
and an extremely active specific professional association. This configuration changed in 1972
with the end of a competitive entrance examination and training for a body of women inspec-
tors specific to the école maternelle; since 1991, schools inspectors cover both maternelle and
primary schools. While remaining under the aegis of the State, école maternelle teaching staff
also lost their specific characteristics: as from 1977, they were no longer exclusively women
and they became increasingly professionalised, as did all primary and secondary school teach-
ers. Defined in early 20th century official texts as an “intelligent and devoted mother-figure”,
by 1989 the maternelle teacher had become a “schoolteacher”, a “specialist in school learn-
ing”, while initial training specific to the école maternelle was increasingly reduced. The non-
teaching staff of the écoles maternelles also had their level of recruitment and qualification
reassessed in 1992. Although the tasks of education and care are shared, a new division of
labour is emerging within the écoles maternelles, distinguishing the scholastic education tasks
performed by teachers from the care and hygiene tasks assigned to non-teaching staff (Gar-
nier 2009, 2010).

The continuity between the grande section (final year of maternelle) and the cours prépara-
toire (first year of primary school) has been governed by institutional texts since the mid-1970s,
a period when all primary school pupils henceforth went on to a “single college”, i.e. to the first
cycle of secondary education. The Education Act of 1989 gives a decisive impetus by dividing
primary school education into three three-year cycles, in an attempt to ease the extreme rigid-
ity of grouping by age in French schools (Garnier 1998). The grande section is placed astride
the “first learning cycle” specific to the école maternelle and the “foundation learning cycle”
which covers the first two years of primary school. With the aim of preventing educational
failure, the policy of priority education zones (zones d’éducation prioritaire, ZEP) launched in
1981, stresses the need for “early pre-schooling” from the age of two for children from under-
privileged backgrounds. Successive re-launches of priority education policies in 1990, 1998
and 2006 have led, however, to the virtual disappearance of this component in the prevention
of educational failure. At the same time, fierce controversies have developed over the long-
term scholastic effects of early attendance at maternelle and over its impacts on redressing
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social inequality (Plaisance and Rayna 1997; Suchaut 2009). In this context, debates over the
reception of two-year-olds in maternelle also concern how well suited the école maternelle
programme is to the specific needs of this age group and, increasingly, what the State could
and should be doing for very young children.

Two-year-old children: between pedagogy and policy

What place two-year-old children should have in the école maternelle has become a vexed
question in so far as this is a structure that previously accepted all children aged three to six.
In actual fact, the effective enrolment of all five-year-olds was achieved in 1970, of all four-
year-olds in 1980 and of all three-year-olds in 1995. By this time, the enrolment of children
aged two had reached 35.5%, after rising sharply in the 1970s-80s; the percentages began to
decline from 2002, falling back to 18.1% in 2008 (France 2009). In the absence of any clearly
stated policy, demographic growth played an important part, to the point where attendance by
children aged two now represents an “adjustment variable” with respect to primary education
as a whole (Suchaut 2009). It no longer represents, as it did at the beginning of the 1980s, a
means of renewing preschool education.

The care function of the école maternelle seems to be disappearing from official texts with
the launch of a policy of providing “bridging schemes” for two to three-year-olds to help prepare
them for entering maternelle. In 1990, a memorandum of understanding was signed between
the Ministry of Education and the Secretariat of State for the Family and Social Affairs to pro-
mote such reception structures, in principle targeting underprivileged areas. With the excep-
tion of a handful of local partnerships in working-class neighbourhoods targeted by city poli-
cies, however, the memorandum of agreement has become a dead letter (Villain and Gossot
2000). French traditions of sector-specific government action blocked the development of an
inter-ministerial partnership. In addition, the work initiated (what little there was of it) from the
early 1980s onwards on the link between the école maternelle and reception structures for the
youngest children, such as créches and nurseries, received no institutional support.

Against an enduring background of shortages of resources and major disparities across the
country (Bailleau 2009), the question of education and care services for two-year-olds now
forms part of a wider economic and societal issue. The question arises independently of that
of children aged between three and five, which is now resolved by their systematic enrolment
in the école maternelle. According to a recent government project, a specific care structure for
two to three-year-olds, known as “jardins d’éveil”’, would “underpin the identity and the objec-
tives of the école maternelle as a first school” (Papon and Martin 2008, 81). With this project,
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France clearly have adopted a “divided approach” to early childhood reception structures, ac-
cording to the OECD classification (2006): on the one hand, the école maternelle; on the other,
diversified services for children under three, dependent on public and local, but also private
initiatives and financed in part by parents. Critics of the policy inevitably interpret it as the pri-
vatisation of services and a disengagement of the State that puts the most deprived families
at an even greater disadvantage. In any event, the new definition of a national programme
introduced in 2008 and based on three years’ attendance at école maternelle now symbolically
rules out the presence of children aged under three.

Transformation of the official curriculum

The term “school” also refers to a particular form of socialisation, specific to the school, the
unity and intelligibility of which may be defined, according to G. Vincent, B. Lahire and D. Thin
(1994), as a specific historical configuration characterised by a specific social relation (the
pedagogical), by decontextualized forms of learning directed towards knowledge that has been
objectified, codified, systematised and made explicit, by the preference given to written culture
and, more broadly, to a written/scholastic relationship to language and the world. The scholari-
sation of the école maternelle may thus be analysed as a transformation of its objectives and
curriculum to favour cognitive and language learning. In other words, the école maternelle is
truly becoming a school as its programme and practices increasingly subscribe to what has
become, in France at least, a manifest cultural truth: “school is the place where language is
learned” (Vincent, Lahire and Thin 1994, 34). It can also be analysed in terms of a movement
from an invisible pedagogy to an “visible pedagogy” (Bernstein, 1975).

Mastering language: a priority for national programmes

The historian A. Prost (1981) has shown that the 1960s-1970s were characterised by a
sharp distancing of the école maternelle from the approaches and content adopted in primary
schools, placing the emphasis on a pedagogy specific to the young child and with a particular
focus on educational games. While the école maternelle still represents a time of transition be-
tween family and compulsory education, however, it is now no longer just a matter for the child
learning to conform to the prescriptive requirements of the school, but also being confronted
with real learning requirements, the challenges of which are now cultural. A definition is clearly
emerging, as the official report by linguist R. Bentolila (2007) describes, of an école maternelle
that, set against “linguistic and social inequalities”, would be pure School. Such a definition can
only marginalise any other concerns, such as the “well being” of the child, in the face of this
focus on the learning of language, represented as the key to educational success. Despite the
criticism the report has attracted, the texts officially adopted in 2008 follow its logic, although
47

NAIAATQTIKH - Bswpia kal npagn, 5/2012



Pascale Garnier

forming part of an older pattern of development.

After a long institutional silence from 1921 to 1977, the école maternelle was caught up in
a wide-ranging redefinition of school programmes across the board, launched in 1983. Fol-
lowing the introduction of a policy of cycles, the programmes of the école maternelle were
incorporated into those of the primary school, with effect from 1991. The 1995, 2002 and 2008
programmes show the curriculum being broken down into five “fields of activity”, precursors of
the scholastic disciplines of primary school and their social and institutional hierarchy. In 1995,
“living together” and structured language learning were highlighted; in 1999 they became the
subject of a specific text in which they are placed “at the heart of learning”, a priority for the
école maternelle. From 2002 onwards, mastering language heads the fields of activity and
changes its orientation: the focus is now on the acquisition of competences and knowledge
relating to the mastering of written and spoken language, rather than on children’s commu-
nication and expression. In the 2008 programme, it is the only field subject to highly detailed
directives on constructing progressive learning paths, while introducing learning of the basics
of reading at an earlier stage.

Meanwhile, the “physical activities” that symbolically held pride of place among the activities
described in the official texts between 1887 and 1986 slipped into third place in 1995. Further-
more, physical and artistic culture is left by the wayside by the “common core” of knowledge
and competences, instituted by the 2005 Act, which all children must have acquired by the
end of their compulsory education. At the maternelle level, does not this marginalisation also
indicate an abandoning of the ideal of holistic personal development and a common culture
in favour of a conception governed by economic interest (Derouet 2006)? In any event, there
clearly comes into play the growing weight of an assessment of young pupils that has, since
1990, laid down a distinct ranking of the competences expected by society. International as-
sessments of pupil performance are also a new benchmark to legitimise the pursuit of greater
efficiency, “productivity”, in the école maternelle (Bouysse 2007). The école maternelle finds
itself in its turn caught up in a process of constructing indicators and standards that form part of
a new pattern of governance and regulation of school systems (Van Zanten 2004).

Development and learning: social inequalities in question

In linking the learning acquired in the école maternelle to educational success in primary
school, the question of social inequalities plays a decisive role in underscoring the need for
continuity (Francis 2008). In the mid-1970s, when prevention became one of the primary mis-
sions of the maternelle, the first criticisms emerged of the early detection of “pupils in difficulty”
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and of a non-egalitarian French école maternelle. Current thinking on the “risks of building
inequalities from the maternelle onwards” (Bautier 2006), frequently based on the work of so-
ciologist B. Bernstein (1975), now seeks to show the importance of a reflexive use of language
and knowledge objectification procedures in pedagogical practices. It emphasises the area of
cognitive and language competences rather than the social and affective development of the
child.

From the 1980s onwards, extensive publication of findings regarding the competences of
very young children and the valorisation of early learning no doubt helped to increase the
demands made on children by the école maternelle. Valorising learning capacities and stress-
ing culture and the importance of adult intervention only served to make the relations between
development and learning appear closer. To the requirement derived from a constructivist pos-
ture, in which the environment must be adapted to promote children’s activity, a new one was
added: i e, the pursuit of predetermined learning objectives. At the same time as a learn-
ing-based approach gained ground over the concept of teaching, a didactic approach to the
acquisition of knowledge and competencies supplanted a developmental approach. Didactic
research into learning at the école maternelle is now approached in terms of specialist fields:
scientific education, numeration, phonology, etc. (Passerieux 2009). In this way, too, the école
maternelle is integrated into a continuity of learning that covers the entire primary and second-
ary school career.

‘Schoolification’ of family life : the case of activity books for young children

The impact of family educational practices is long considered as a major factor of educa-
tional inequalities, and takes place very early (Bourdieu, 1984). This paper intends to examine
them from original objects: educational activity books for young children. At first, they are to be
regarded as hybrid objects of consumption, participating to a cross cultural dynamic, includ-
ing children’s mass culture, fun culture and school culture. They are designed to appeal both
children and parents alike and embodied in representations and constructions of children and
parents as consumers (Cook, 2004). These objects mix together rhetoric of games, images
of childhood heroes, for girls and boys, and rhetoric of school which refers to the program of
“école maternelle” (writing, reading, math’s exercises...).

Secondly, a work of interviews with families from different social classes analyzes the uses
and absence of these objects at home. This qualitative analysis shows a series of practices,
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which are not limited to the only concern of school effectiveness, even if they are more often
used in middle classe families. We insist on uses both serious and dilettante fashion of these
notebooks, according to their hybrid nature. These activity books mixt together parent-child
relations and temporal dynamics toward child learning, highlighting how they participate to a
day to day parents’ vigilance. With the increasing uncertainties of social changes, this vigilance
necessarily completes a strategic and planed vision of the future school achievement of the
child. Thus, parents conceive early childhood as a period of life dedicated both to fun and to a
preparation of a successful scholarship that nethertheless contribute to a school pressure on
family life.

Conclusion

What we have analysed here as a scholarisation of the école maternelle must necessarily
be qualified because, from the point of view of families, expectations towards the école ma-
ternelle are diverse. Demand for care, education and socialisation of young children remains
very strong, even with the development of demand for formal learning (Garnier 2008). From the
point of view of the écoles maternelles themselves, actual pedagogical practices also remain
very heterogeneous, dependent on social contexts, collective working practices and the pro-
fessional career paths of teachers. There are therefore discrepancies between the transforma-
tions of the official curriculum and those of the actual curriculum that have still to be analysed
in depth. We can underline that, on one side, the institutional transformations increase the dif-
ficulties of parents and children’s participation in school life. On the other side, the development
of educational marketing involves the extension of formal education into family life. It's not a
surprise that voices claim now for other values such as well being and expression of children,
using international comparison to criticize French situation and the focalization on children’s
future. It represents also new opportunities to develop the field of sociology of childhood.
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1. Early childhood: from development to agency

The traditional view of early childhood is based on developmental theories, including theo-
ries of socialization (e.g. Denzin, 1979; Parsons & Bales, 1955). These theories are applied
to whole childhood, but they are particularly relevant in early childhood, a period in which
children seem to be completely dependent on caregivers.

Developmental and socialization theories construct a narrative of children, which is based
on some basic assumptions:

1. Children are passive recipients of information and knowledge, which are constructed
and delivered by adults, both parents and specialized professionals such as educators and
teachers.

2. Children are incompetent actors, as they are not able to produce accurate renditions of
their thoughts and accurate contributions to communication processes and construction of
social relations.

3. Children internalize social roles (e.g. roles of students) and cultural values, which are
transmitted through adults’ actions.

4. Children are considered as future adults who need to be shaped through education, while
their present condition is temporary and is socially meaningful only if projected in the future.

In early childhood, this narrative is emphasized on the basis of a normative interpretation of
age as an indicator of development. The earliest phase of childhood is considered cognitively
and normatively less developed than the latest phases. Therefore, development is amplified:

1. Children’s passivity is amplified because it is observed as coming from a general inability
to act, in social as well as individual (e.g. waking alone in the street) dimensions.

2. Children’s incompetence is observed on the bases of the limitations in use of language
and knowledge.
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3. Children’s internalization is observed as based on dependence on parents and teachers,
as children have not yet reached autonomy.

4. Children’s future adulthood is made uncertain by doubts about their development, in
terms of competence and internalization of values and roles.

Against this backdrop, early childhood is particularly challenging for those sociologists who
try to apply a different theoretical approach, observing children as social and competent agents
(e.g. James & James, 2004; James, Jenks & Prout, 1998; Jenks, 1996). Agency means that
a course of action is only one among various possibilities (Harré & van Langhenove, 1999).
Therefore, agency is opening different courses of action. The concept of agency has been
elaborated for adults (Giddens, 1984), inside a conceptualization in which children are not rel-
evant as social agents. However, since the end of the Eighties, the sociology of children and
childhood has underlined that agency can be applied to children. This means that:

1. Children are not only passive recipients of information, but they are able to give meaning
to information and to transform these meanings in action.

2. Children are competent in social relations, in spite of their limitations in language use
and knowledge.

3. Children are autonomous in giving meaning and choosing how to relate to their interlocu-
tors.

4. Children live in their present social context and actively participate in constructing know!-
edge and social relations.

In this perspective, children participate in social life as much as adults. Breaking the bound-
aries fixed by the traditional distinctions between children and adults, this approach introduces
the question about the degree of agency in childhood, that is about the relationship between
agency and children’s age. This question is linked to a paradox: agency is a concept that has
been elaborated for adults; therefore, it is possible to doubt about its pertinence for children.
Paradoxically, sociology claims a new perspective on children applying categories invented
for adults. So, is agency an hegemonic narrative of children?

First, it is important to clarify that agency is contextualized: it is strictly dependent on par-
ticular structural conditions. Therefore, it is necessary to observe the structural conditions for
children’s agency, particularly in early childhood. For example, whereas children are observed
in a developmental perspective, their agency is strongly reduced.

Second, this means that, although spontaneous emergence of agency is always possible,

55

NAIAATQTIKH - Bswpia kal npagn, 5/2012



Claudio Baraldi

can be necessary to give children, above all in early childhood, opportunities to be agents;
therefore, promotion of agency is an important structural condition for agency (Baraldi, 2008,
2009, 2012).

2. Early childhood and interaction

The children’s spontaneous agency conditions the interaction (Hutchby, 2007; Wingard,
2007), whatever power adults can exercise on them (e.g. if a child doesn’t show compliance,
parents and teachers are compelled to deal with lack of compliance). However, the children
cannot change the structure and cultural orientations of the interaction (e.g. participating in
planning activities in families or schools), without social promotion of agency (Percy-Smith,
2010; Prout, Simmons & Birchall, 2006; Shier, 2001; Sinclair, 2004).

Studies on interactions involving children in their early age are important to clarify the pos-
sibility and degree of children’s agency (see Gardner & Forrester, 2010). In fact, children’s
agency is shown in their interaction with peers and adults. Interaction can be conceived as a
system of communications, in which all participants can be active, having the opportunity to
avoid passive understanding and listening (Baraldi & Gavioli, 2007). These studies may clarify
children’s agency in coordinating actively with their interlocutors, both adults and peers.

Active participation means possibility to both influence the organization of the interaction
and change social structures and cultural orientations of the interaction. Furthermore, the
change of interactional structures can have consequences on the change of structures of
wider social systems (e.g. family, education system).

In early childhood, children show their agency, influencing the organization of the interac-
tion. However, structural change through agency can be prevented by hierarchical relation-
ships with adults, which are based on the narrative of development/socialization, which we
have seen above. This narrative enhances and supports “education” both in families and as
a specialized social system (Luhmann & Schorr, 1979). The function of this system consists
in shaping children’s personalities, under the hegemony of developmental theories and narra-
tives of childhood. The achievement of this function requires both evaluation of children’s cog-
nitive progresses and normative control of children’s behavior (Walsh, 2011). Furthermore,
it requires that adults and children assume different roles in a hierarchical relation; adults are
those who are charged with the tasks of guiding children’s learning and controlling children’s
behaviors.

The question here is if a different form of interaction in early childhood not based on the nar-
rative of development is possible. Is it possible to promote children’s agency in and through
education? Theories of development admit a paradoxical mitigation of education for early
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childhood, as they suggest carefulness in introducing tasks and control. In this phase (as it is
considered), pedagogy suggests giving children more freedom of self-expression.

This leads to experimental forms of education that encourages children’s more active par-
ticipation, as it happens in the so-called Reggio Approach (Edwards, Gandini & Forman 1998)
named after the town in which it has been invented (Reggio Emilia in Italy).

This approach has been developed since 1945 until our days, starting from the problems
of early childhood education after the destruction of World War I1. It has introduced the very
same ideas that later have been developed by the sociology of childhood. It assumes that in
early childhood, children are active (and not passive), competent (and not incompetent), au-
tonomous (and not dependent). This approach emphasizes children’s “authorship” of present
social relations and knowledge, above all promoting children’s agency in peer groups.

In the schools adopting this approach, children are observed as naturally competent persons
and agents. Educators withdraw from what Conversation Analysis calls “epistemic authority”,
that is all ways of claiming superior knowledge in the interaction. Adults promote children’s
active participation, which is considered the source of their creative contribution to knowledge
and social relations. In this way, these schools are environments in which children’s agency
can be enhanced.

3. Early childhood and migration

The observation of children’s dependence on adults is strengthened in cases of specific dif-
ficulties in using language and in socialization to social relations. This is the case, for example,
of migrant children, who show difficulties in speaking the native language and understanding
the narratives of the native culture. The case of migrant children, similarly to those of disable
children, socially disadvantaged children or children with psychological problems, present
particular problems of education and participation. In these difficult situations, it is possible
to check the forms and quality of interactions involving children, particularly of educational
interactions.

Migrant children are often divided between newly-arrived migrant children and “second
generation”, that is children of migrants, but who have been socialized in the country of im-
migration. However, in early childhood this difference is really slight, as all children can be
socialized in families where they learn the language and know the cultural orientations of their
parents. The infant school is probably the first context in which they can be immersed in dif-
ferent language and cultural orientations. This means that all migrant children share the same
problems of language and cultural orientations when they participate in the school life.

For these children, infant school is the first opportunity to be included in the education
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system. In this environment, language and cultural problems can easily emphasize passivity
and incompetence. “Lack of socialization” can emphasize the observation of these children
only as future citizens, who need second language and cultural learning, rather than as active
participants in present social interactions.

Against this backdrop, intercultural pedagogy emphasizes the necessity of creating posi-
tive relationships in schools, that is overcoming stereotypes and prejudices, while asserting
the positive value of diversities in harmonious mutual relationships (Grant & Portera, 2011).
In particular, educational emphasis is on Second Language Learning, which is considered
fundamental for migrant children’s socialization, and narratives of cultures and intercultural
relations, as basic elements of development (and education).

4. The data

The data that | will briefly present in the following slides concern the conditions of migrant
children’s active participation in interactions in infant schools. | will highlight the conditions un-
der which migrant children can show their agency in the interaction with native Italian children
and educators, in spite of their difficulties in speaking Italian and their lack of socialization to a
variety of contents and forms of narratives which are produced in the interaction. | will highlight
both the children’s struggle for showing their agency and the forms of social promotion of their
agency. This struggle and this promotion can highlight both interpersonal and intercultural
communication.

The main questions of this research are the following: What happens when participants in
the interaction are migrant children with linguistic and cultural difficulties? How is promotion of
participation applied in these cases?

The main objective of this presentation is to highlight an important example of promotion of
agency in early childhood, in difficult conditions.

The data, which are being considered for this purpose, have been videotaped in four infant
schools of Reggio Emilia, included in a research project promoted by Reggio Children, which
is a company created on the basis of the experience of the Reggio Approach, with the task of
training teachers and doing research. This research included videotaped interactions involv-
ing seven migrant children, who were followed during their school-life for several months. For
the purpose of this presentation, | have selected some interactions involving two of these chil-
dren, in two schools; one of them is 3 years old (Eunice from Nigeria), and the second one is
4 years old (Rodaina, From Tunisia). Of course these are not the real names of the children.

The following considerations are based on 2 hours and 44 minutes of videotaping. The
analysis included both verbal and not verbal aspects of the interactions. The children pre-
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sented evident difficulties in speaking Italian and understanding the narratives that were pro-
duced in school-life. In the four extracts that will be presented, the children speak a very
rough ltalian. In the English translation, | have tried to reproduce the mistakes, therefore the
English is rough too. The transcription of these extracts follows the conventions of Conversa-
tion Analysis (see Appendix).

5. Analysis

The approach that | propose here is based on the analysis of interaction. This analysis
concerns three aspects of the interaction. First, it concerns processes of verbal and not ver-
bal communication in the interaction, observing the mechanism of turn-taking and organized
sequences of turns (Heritage & Clayman, 2010). Second, it concerns the narratives, that is
the stories that are produced in these communication processes (Baraldi, 2009). Third, it
concerns the structural/cultural presuppositions of these communication processes, whereas
structural and cultural are used here as two ways of looking at the same kind of presupposi-
tions.

Structural/cultural presuppositions deserve a further short comment. We have seen that a
general presupposition of educational interaction can be either a developmental approach or
promotion of agency. Furthermore, we can observe if children are considered from either an
interpersonal perspective or an intercultural perspective, that is if children are considered as
individual persons or members of cultural groups. Finally, this requires to consider the mutual
positioning (Harré & van Langhenove, 1999) of adults and children in the interaction, that is
the forms in which their contributions are shaped.

The analysis shows that, in the videotaped interactions, although migrant children’s active
participation was not always successful, it could be achieved under four types of presupposi-
tions:

1. Coordination among native and migrant children (extract 1)

2. Facilitation in interactions between educators and migrant children (extract 2, 4)

3. Educators’ promotional opening of and withdrawal from peer interactions (extracts 1, 3)
4. Empowerment through conflicts in peer interaction (extract 3)

5. Linguistic mediation and coordinated narrative construction (extract 4)

In extract 1, we can observe: (1) educators’ positioning as promotional opening of the

sequence, through questions and confirmations; (2) children’s positioning as coordination,
prevalently through question/answer sequences that clarify the meanings of the ongoing nar-
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ratives.

In the first 7 turns of this extract, the teacher asks questions and confirms the children’s
answers. Inturn 8, the short contribution of a child is the turning point towards a new structure
of the interaction between Rodaina and Arianna, while the teacher withdraws from the interac-
tion. Rodaina claims for her right to “read” the book, but in fact starts to ask Arianna questions
about the names of the animals in the book. This becomes the dominant structure of this long
phase of interaction: Rodaina indicates animals and asks “this one”; Arianna tells the names
of the animals. This structure enhances Rodaina’s agency. In turn 21, Rodaina tries to tell the
name of an animal, making a mistake. In turn 22 , Arianna corrects this mistake and in turn
25, Rodaina shows that she has understood the correction, but without showing compliance.
In turn 40, Arianna says the term “grass snake”. In turns 55-57, this term arouses a short
conflict between the two girls. In turn 55, Rodaina repeats “snake”, but Arianna claims that
she said it previously. In turn 57 Rodaina insists on repeating snake, claiming for her right to

use the term.
Extract 1

T =Teacher
A = Arianna
R = Rodaina
C= Consuelo

1.T. cosa vuol dire arca?
What does ark mean?
2.A: l'accadi Noe
The akk of Noaha
3.T. checos'elarca?
What is the ark?
4.A: e una specie di nave
Itis a sort of ship
5.T. mm-Tarca (.)di(.) Noe (.)
mm- the ark (.) of (.) Noah
6. R: la barca di Noe
The bark of Noah
7.T:  mm la barca, va bene.
Mm the bark, it’s all right
8. C: dai! Facciamo cosi!
come on! Let’s do . this way
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9.R: no, lo voglio leggere io, Ari! (3) Poi (1) i pe:sci si vanno a scomprare questi bambini (2)
e po:i (2) si vanno (2) il gatto il cane con i bambi:ni! (3) Allora! Cosa si chiama questo? (2)
No, | want to read it, Aril Then, (1) the fis:hes go to sbuy these children (2) and the:n
(2) they go (2) the cat the dog with the children! (3) So! what is called this? (2)
10. A: leo:ne.
Li:on
11. R: questo?
This one?
12. A: zebra
Zebra
13. R: questo?
This one?
14. A: si chiamano ucce:lli
They are called birds
((6 turns not transcribed))
21. R: questa? (.) cuccine:lla! ((sorride))
This one? (.) lidyb:ird! ((she smiles))
22. A: coccinellal
Ladybird!
23. R: questa?
This one?
24. A: ques-quello e un orsetto lavatore
Thi-that is a raccoon
25. R: vicino alla coccinella!?
Near the ladybird!?
((13 turns not transcribed))
39. R: Questo?
This one?
40. A: biscia
Grass snake
((8 turns not transcribed))
49. R: questo?
This one?
50. A: elefante?
Elephant?
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51. R: questo?
This one?
52. A: orso del polo nord
Bear of the North Pole
53. R: questo e vicino di —fante, e sul (3) ah si-
This is near the-phant, it's on! (3) ha yes-
54. A: gatto e cane!
Cat and dog!
55. R: el serpent-
and then snak-
56. A: biscia. L'ho gia detto
grass snake | have already said it!
57. R: ser-pen-te!
Sn-ak-e!

In the final sequence (turns 55-57), as well as in turns 21 and 25, Rodaina claims for her
change of positioning from questioner to answerer; the coordination between the two girls pro-
motes Rodaina’s agency, while Arianna supports Rodaina’s learning of terms and their correct
pronunciation.

In extract 2, we can observe the educator’s facilitation of the child’s positioning as agent,
through the following actions: use of feedback questions, appreciations, minimal responses and
echoes, propositional encouragements. In turn 1, Eunice gives a positive assessment of her
own drawing, in a rough ltalian, and in turn 2 the teacher confirms this assessment. The long
pause after this confirmation shows that the teacher does not look for further ways to involve
children. In turn 3, Sofia takes the floor to catch the teacher’s attention. Until turn 8, the teacher
and Sofia are engaged in a dyadic interaction about the child’s drawing. In turn 9 Maddalena
intervenes to positively assess Sofia’s drawing. In turn 10, Sofia expresses a positive assess-
ment about Eunice, although in terms of development (Eunice is becoming clever). The teacher
echoes this statement, emphasizing it (using the adverb “very”), and using this assessment as
a point of departure for a feedback question to Sofia, that is an invitation to clarify her perspec-
tive. At this point, Eunice tries to describe her drawing, again in a rough Italian, and the teacher
echoes this attempt, reformulating her language.
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Extract 2
T= Teacher
E=Eunice
S= Sofia
M= Maddalena
1.E: peeeello! Pe-pe-peeeelllo!
peeeeeuatiful! pe-pe-peeeeeautiful!
2.T. ebello.Si. (10)
Yes, it is beautiful (10)
3.S: guarda! Uh!
Look! Uh!
4. T. dove andato?
Where did he go?

5.S.and T: (hhhh)

6.T:

fia?
7.S:

8. T

9. M:

10. S:

12. E:

13.T:

s’e nascosto! (.) Mettiamolo qua che si vede bene. Cosa hai fatto Sofia qua?
He got hidden .! (.) Let’s put it here so that we can see it. What did you do  here So-

mmm- un re- un castello!

mmm- a re — a castle

un castello?

Acastle?

bello castello

beautiful castle

anche la Eunice (.) sta diventando brava
also Eunice (.) is becoming .very good

. si, molto brava sta diventando (5) Ha fatto delle belle forme Eunice Sofia?

Yes, she is becoming very good (5) Did Eunice make beautiful ~ forms Sofia?
a foiiie!

a leaeees!

delle foglie?

leaves?

The teacher facilitates the interaction, acting as a responder and inviting the children to mutu-

63

NAIAATQTIKH - Bswpia kal npagn, 5/2012



Claudio Baraldi

ally appreciate their agency, in this way stressing Eunice’s improvements without stressing her
specific disadvantage.

In extract 3, we can observe the educator’s positioning as promotional opening, which en-
hances a conflict between children. This is followed by an empowering conflict in peer interac-
tion. Thanks to this conflict mutual positioning and the narrative of the meanings of the activity
are made clear.

In extract 3, the children are simulating interactions in a shop between vendors and sellers.
In the first phase (turns 1-10), Francesco is interacting with other children, including Rodaina,
in order to buy some tea. In turn 11, the teacher seems to suggest that Francesco did not pay
everything he bought, supported by the art teacher (turn 13) and insisting again in turn 15 and
16. In turn 17, Rodaina takes the floor and transforms the teachers’ suggestion in claim for
money. This claim opens a negotiation (turns 19-24) between Rodaina and Francesco, about
the payment, which is concluded with the confirmation of Rodaina’s right to have the money;,
without further conflict or problems with Francesco.

Extract 3

T=Teacher
Art= Art teacher
F= Francesco
R= Rodaina

G= Giovanna
S= Saverio

1.F:. poiil the! Si!
then tea! Yes!
2. R: questo? Ah, questo questo questo!
this one? Ah this, this, this!
3.G: quanto costa?
How much is it?
4.S: questo due euro due euro! E otto euro! Poi mi devi pagare otto due euro e otto euro.
3)
This two euros two euros! And eight euros! Then you must pay  eight two euros
and eight euros (3)
5.F: poi, poi ((indica)) (..) il the, il the bianco!
then, then ((he points)) (..) tea, white tea!
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6.R:

7.G:

8.R:

9.G:

10. F:

T

ing?

12. S:

il the bianco?

white tea?

dov'e il the bianco?

where is white tea?

qua, questo!

here, this one!

ah, no pero quello li e- un euro costa signore! (.) & latte quello!

ah, no, but that one is — it costs one euro sir! (.) that's milk!

ho finito la pesal (4)

| have finished the hopping (4)

hai pagato tutto Franci? Ragazzi, ha pagato tutto Francesco prima di andare via?
Did you pay everything Franci? Boys, did he pay everything Francesco before leav-

si
yes

13. Art: dove sono i soldi di Francesco?

14. S:

15. T

Where is Francesco’s money?
boh!

Franci? Hai pagato tutto?
Franci? Did you pay everything?

16. Art: dove sono i soldi di Francesco?

17.R:

18. G

19. F:

20.R:

Where is Francesco’s money?

mi dai i soldi, Francesco! Mi dai i soldi! (4)

Give me the money, Francesco! Give me the money! (4)
li ho scritti qua

| wrote it here

non ho piu soldi

| have no more money

dodici (2)

twelve (2)

21. F: un soldo

22. F:

23.R:

one coin
tieni!

Take it!
grazie ciao!
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Thanks byel!
24 F: c’ho tanti soldi!
| have a lot of money!
25. R: mi ha dato tanti soldi! (5)
He gave me a lot of money! (5)
26.S: (7)
27. R: tanti tanti soldi qual (si avvicina a T) (4) ecco qua!
Alot a lot of money here! (she approaches T) (4) here it is!

In this extract, Rodaina is able to transform the teacher’s suggestion in agency and negotia-
tion, without any direct help from the teacher.

In extract 4, we can observe a case of linguistic mediation and coordinated narrative con-
struction. The educator promotes multilingualism through her questions. This promotion is fol-
lowed by the children’s linguistic mediation, which produces mutual help in the construction of
the ongoing narrative. In the first 6 turns, the teacher and Rodaina talk about curls. In this con-
versation, Rodaina introduces an Arab world (gama’), which the teacher doesn’t know. Inturn 7,
the teacher asks Amal, another Arab-speaking migrant child for help. This request projects the
contribution of a third Arab-speaking child (Malak), who misunderstands the word, interpreting
it as giama’, that is “mosque”. Rodaina repeats this misunderstood world without commenting
on it. In turn 10, the teacher asks again for Amal’'s help, probably attempting to involve him
(echoed by Beatrice, an ltalian child). Malak and Rodaina insist on repeating the misunder-
stood giama’, and the teacher tries to repeat the world in an incorrect way (turn 14). This proj-
ects new incorrect versions of the world (turns 15-16). In turn 17, Rodaina consults with Amal in
Arabic (the turn is not understandable), but a new misunderstanding arises: Amal understands
shurya, while Rodaina probably intends sha’r (hair). In turn 19, Rodaina speaks Arabic again,
trying to explain to her peers the meaning of her original word. However, Malak continues to
misunderstand, until in turn 22 Rodaina attempts to explain in Italian, without being completely
successful. The teacher continues her attempt to involve Amal. In this case, this attempt opens
a dyadic sequence between the teacher and Amal, until turn 30. In turn 31, Rodaina finds the
world for the translation, and the teacher shows her understanding.

Extract 4

T= teacher
R = Rodaina
M=Malak
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A= Amal
B= Beatrice
1.T.  Choiricci? ((Rivolta a R.))
Have | got curly hair? ((talking to R.))
2.R: si, ricci!
Yes, curly hair
3.T. tipiacciono?
Do you like it?
4.R: si! (2) anche la mamma mi fa un riccil!
yes! (2) my mum too curls my hair!!
5.T: hhlatua mamma tifairicci?
hh does your mother curl your hair?
6. R:  mi por- mi porta al gama’!
she brin- brings me to the gama’!
7.T. Oh perbacco! (hh)! Che cos’e? (Rivolta ad Amal) Prova a dire che cos’e, i
una?

porta

Oh, goodness! (hh). What is it? (she looks at A). Try to say what it is, she brings you one?

8. M:
9.R

10.T:

11. B:

12.T:

al-giama’!

al giama’!

e che cos’e? Come si dice in italiano? ((rivolta ad A.))

and what is it? How do you say it in Italian? ((talking with A))
che cos’e?

What is it?

eh senti cos’ha detto!

eh, did you hear what he said?

13. M e R: giama!

14.T

giaba:

15. M: ge:ma’! (hh) ((he laughs for his mistake))

16.T:

gema:

17. R: ((she speaks in Arab))

18. A:

shurya? ((she looks puzzled))

19. R: ana fi gama-fi gama!

20. M: quello che si fa cosi!

that which is made in this way!

21. T: una cintura?
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a belt?
22. R: noooooo! Quella a tagliare i cape:lli
noooooo! That to cut hair
23.T. una forbice?
scissors?
24. R: si! Poi, come-come il papa mio! Come-
yes! Then, as-as my dad! As-
25.T: e-gia- e giama'? (.) cos’e? Tu lo sai? ((rivolta ad A))
and- gia- and giama'? (.) What is it? Do you know it? ((looking at A))
26.A: si!
Yes!
27.T. checosé?
What is it?
28. A: unaaaaaa:- (.) gama’ uhm aaaaaa (.) lo si che la chiamano (?) (.) una gama’-
aaaaaaa- (.) gama’uhm aaaaa (.) they that call it (?) (.) a gama’-
29. T: siediti bene, scusami, veh, perché-
sit down here, excuse me, see, because-
30. A: al-gama é-ehm-e: (.) una gama’ ehm e: (3)
al-gama is —ehm-and: (.) a gama’ ehm and: (3)
31. R: un parrucchiere!
a hairdresser!
32. T: ahh:! Ti porta dal parrucchie:re!
ahh:! She takes you to the hairdres:ser!

This long conversation, which is based on a repeated attempt to translate a word, including
misunderstandings and mistakes, is useful both to promote the prolonged active participation
of the migrant children, who negotiate the meaning of the word, and to help Rodaina to find the
correct Italian word.

Conclusions

These forms of communication produces hybridity (Nederveen Pieterse, 2004). In these
schools, migrant children are prevalently considered for their personal contribution in the inter-
action. However, there is also a special attention for their actions, which highlights the difference
of their contributions and therefore, although indirectly, their cultural identities. This attention
stresses that migrant children are not observed as the other children: they need help in their
participation efforts. Their struggle for agency is supported, by both teachers and peers, as a
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struggle for both agency and identity. This creates hybridity. Only in example 3 there is not an
evident promotion of hybridity.

These interactions create a microcosm in which it is possible to observe and experience a
general dilemma, concerning the relationship between the meaning of personal agency and the
construction of cultural identity in communication. This dilemma concerns the choice between
personal agency and cultural identity, which is typical of multicultural societies where, in this
way, a new hybrid generation of citizens is constructed through education.

On the one hand, in these schools promotion of active participation enhances the agency of
migrant children as participants in the interaction. On the other hand, it is a process of hybrid
communicative (interactional) construction of cultural identity.

When migrant children are involved, promotion of active participation can be observed as a
form of interaction that produces changes in the present structure of education, rather than in
the future of migrant children. It is a social process which does not produce a different future, but
a different, although uncertain, present, enhancing both agency and hybridity.
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Appendix

(?) audio untranscribable

() shortest pause (less than 0.6 seconds)

(-) short pause ( between 0.6 and 1 second)

(n) long pause (n= length in seconds)

text emphases

te:xt lengthening of previous sound or syllable (number of colons indicates
extent of lengthening)

text - tone group interrupted

text translation of Italian turns

((text))  transcribers’ comments
gl rough guide to intonation
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To auBdépunto naixvidl naidiwv npooxofikns Kal npwtns oxonikhs
nAikias pe naixvibla - avukeipeva o€ évav ecwiepPIKO xwpo naixvidiou.

Kwvotavtivos Kapadnpntpiou
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kkaradim@psed.duth.gr
Inupidwv Mavralns
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Mapia Zakeddapiou
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Zwnv napouaoa €peuva diepeuvhaape 1o auBdpunto naixvidl naididv névie kar enté €1y o€
éva Kévipo Anpioupyikhs Anaoxonnons og oxéon HE T0 €i60S TwV NAIXVISIOV - AVUKEIPEVWV
nou htav d1aBéoipa, tnv nAikia kai to @Uo tous. O1 dpactnpidtntes wv naidimv pe ta naixvidia
avadlBbnkav oto KOIVWVIKG Kal T0 YVwOoUKO nepiexduevo tous. uvonikd napatnphOnkav
oapdvta tpia naidid yia xpovikd didotnpa capdvia cuvexdpevwv nuepav. Ta dekaé€) hav
nAikias névie etV (oKW aydpia Kal OKt® Kopitola) Kal ta kool entd ntav nAikias entd v
(6bwbdeka ayopia kar dekanévie kopitola). H nolouxn kar nocoukn avdduon wv dedopévwv
€6¢1€e, 6u 1a naidia kar wv 6o nAikiakwv ouadwv evenndknoav cuxvotepa o opadIkés
pop®és naixvidioU kal NPotiUncav va XxpnolonoIncouyY NEPICTOTEPO ta eknaldeutkd naixvidia
- avuKeipeva Kal ta uAikd nou oxeti{ovtal e EIKAOTKES HPAoTNPIOTNTES KAl KATAOKEUES. Ta
peyanutepa naidid evenddknoav dpws kKupiws oe naixvibia Pe Kavoves evd ta PIKPOTEPA
o€ dnpioupyikd naixvidl. NapdAdnia o tpoénos xpnons twv uAikov and us dUo nAikiakés
opdbdes avédeie oe apketés nepintmaoels dlagopés otov TPOno ns okéwns tous. Alapopés
nou oxetifovtal e 10 QUAO EKPPAOCTNKAV KUPIWS PE OUYKeEKPIPéves enifoyés o€ naixvidia
- avukeipeva. H digpevnon tou nepifaniovios péoa oto onoio egefixOnke 1o auBopunto
naixvidr tov naididv oe ouvduaopd pe 1 atopIKA XAPAKINPIOTKA Tous, pas odhynoe otnv
e€aywyn xpNolpwv oupnepacpdwwy yia duvatdtntes napéppaons nou €xouv ol evANAIKOI
o€ KGnolo xwpo naixvidioUu npokeipévou va tov SlapopPwvouv €101 WOTE va Kanunouv
ondénAsupa us avaykes wwv naidickv ota onoia aneubuveral.

‘Eva onpavuké otoixeio nou npénel va AapBavoupe undyn oto oxedlaopd evos Xwpou
naixvidioU yia naibid npooxoikns Kal npatns oxoAikns nAIKias gival va NapéXoUpE EUKalpies
wote ta naidid va kandigpyouv us undpxouces He§IOTNTES TOUS, va avantiooouv Kaivoupyles
annd kai va éxouv th duvatdtnta npdofacns KabnpepIva oe KATAOKEUAOTKO - SNUIOUPYIKO,
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oupPoniké kal aigBnoiokivnukd naixviél (Hanline, 1999). Itdéxos tns napolcas epyaacias
gival va Siepeuvhooupe 1o auBdppnto naixvibl NaIdiv NEVIE Kal ENTA €OV OE OXEON WE T
naixvidia - avukeipeva nou enéneav va XpnoIPonoINgouv o€ évav E0WIEPIKO XWMPO aywyns.
H penéwn tou €idous tou naixvidiol nou ekbnAwvouv ta naidid pe kGBe katnyopia Naixvidiov
- avukelpévewv anoktd 1diaitepn onpaoia yia v eknaibeuukn npd&n kabms pnopei va
oupPanel otn diatunwon NPOTACEWV YIa TNV opyavwan evos nepiBannovtos nou pnopei va
kanuntel oAdnAgupa us avaykes twv naidiwv kai va cupBannel otnv avantugn delothtwv nou
oxeti(ovtal pe 6Aa ta €idn tou naixvidiou (cupPoniko, dnpioupyiké k.An.). Emnéov, onpavukoi
pefetntés tou naixvibiou, énws ol Pellegrini kai Smith enionpaivouv tnv avéykn va diedyovtal
épeuves nou egetalouv 1o naixvidl péca ato Quoiko nepiBaniov nou autd ekdniwvetal, dnws
oupBaivel otnv nepinwwon pas (Pellegrini A. & Smith P, 1998).

Ta ouvbuaoukd poviéda napatpnons pnopoUv va xpnaolpgonoinBouv yia tn penétn tou
naixvidiol tautdxpova oe yvwoukd Kal O KOIVWVIKO NEPIEXOUEVO, TO00 O E0WIEPIKOUS
000 KaI o€ €§WTEPIKOUS XMPOUS KAl MAPEXOUV TN duvatdtNtd Napatnenons tns naryviodous
oupnepipopds naidicdv and tnv npooxoikn péxpr kal tn oxonikh nAikia. Eva ané tw npota
ouvbuaoukd poviéda napatipnons Mou xpnalpgonoindnkav yia 10 okond autd Atav tou
Rubin (Rubin et al. 1976), 1o onoio nepieAdupave us kamnyopies KoIVwvIKOU Naixvidiol tns
Parten (1932) (uovaxikd, napdAinno, €1aIpIKO, CUVEPYATKO K.AM.) KaI TS TECOEPIS KATNYOPiES
yvwaoukoU naixvidioy, énws us diatinwaoe n Smilansky (1968) (Aeitoupyikd, KataoKEUAOTIKG,
Spapatonoinons, kavévwv). Loyxpova poviéna napatnpnons Baciopéva ous KAAoIKES nAéov
wnodoyies yia ta €ién tou naixvidiou, nou npoékuyav and to épyo twv Parten kai Smilan-
sky, dlakpivouv 1o koIvwvikéd naixvibi oe povaxikd, napdAinio kal opadikd Kal 10 yVwouko
o€ Aetoupyikd, kataokeuaoukd / dnpioupyikd, dpapauxd kar naixvibl pe kavéves. Téwola
napadeiypata givai n Play Observation Scale (P.O.S.) tou Rubin, (Rubin, 2001) kai to poviélo
nou npoteivouv o Johnson kai ol cuvepydtes tou (Johnson et al, 2005). Ta napandvw poviéla
éxouv dokipaatei hdn yia v afloniatia tous atnv Npdagn oe nAnBos epeuvmv annd kar oty
kaBnpepivh npakukn and eknaibeutikoUs oe tageis. Eva xpnaoipo oupnépacpa nou NPOoKUMTel
and us oxeukés penétes, sival du to naixvidl teivel va yivetal nepioadtepo opadiké 6go ta
naibid peyadwvouv oe nAikia afdAd kal 6u 1o yvwoukd nepiexdpevo tou naixvidiou diapépel
avdueoa o€ naidid diapopeukwv NAIKIOV 1000 noloukd ¢oo kai nocotkd (Rubin et al. 1978,
Rubin et al 1983, Hanline, 1999).

Kanoies onpavukés napduetpol nou npénel va AapPdavoviar unoyn, étav efetdloupe
10 auBdéppnto naixvidl wv naidiwv, oxetilovial t6oo pe 1 nepifdnfov péoa oto onoio
ekdNA®VETaI 600 Kal PE Ta ATOPIKA XAPAKINPIoUKA twv naidiov kabws éxel Bpebei oe nAnBos
gpeuvV, 6u petapintés nou oxetifovial pe ta napanavw (n.x. o S1aBéo1pos xwpPos, T €id6n twv
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To auBopunto naixvid naibiwv npooxonikns kai npatns oxoAikhs niikias pe naixvidia - avukeipeva
0O€ évav E0WTEPIKG XWpo naixvibiou.

naixvibicdv - avukelpévav, 10 guAo K.An.) emdpouv onpavukd ota €ién tou naixvidiod nou
ekdnimvouv ta naidid (Pellegrini, 1985, Bloch & Pellegrini, 1989, Harper & Huie 1998).

MeBobonoyia

Eminé§ape va xpnoiponoingoupe éva ouvbuaotiké poviéno napatnpnons kabws pas divel in
Suvatotntava eetaloupe us SpactnpIdTNTES NAIXVISIOU PE Ta NAIXVidIa - AVUKEIIEVA TaUTOXpOova
010 YVWOUKO Kal KOIVWVIKG Tous nepiexdpevo. Na napddeiypa to dnpioupyikd naixvidi oe
opadiké niaiolo xapakinpiletal ws opadikéd — dnpioupyiké naixvidi. MNa tov Npoodiopioud wwv
€16cbv naixvibiou xpnaoigonolncape otoixeia and tnv wnofoyia nou neplypdetal atnv Play Ob-
servation Scale (P.O.S.) tou Rubin, (Rubin, 2001) kai tnv oxdpa napatapnons nou nNpoteivouv o
Johnson kai o1 auvepydtes tou (Johnson et al, 2005). H 161aitepdtnta tns Sikhs pas nepinwons
éyKeral oto yeyovos, Ou ecudoae YOvo ous NepINtoels énou ta naidid xpnoigonolouoav
kd@nolo naixvidl - avukeipevo oto naixvid tous kai dev e€getdoape oto olvoro us nayvimdels
Spaotnpidtntes twv Naidicv, kanoles and us onoies evoexopévws dev nepieAdupavav kai
Xphon KANoIou avukeIpévou ws Péaou naixvidiou.

Ta unokeipeva tns épeuvas

Ta unokeipyeva tns épeuvds pas anotedoUoav ta naidid nou eniokéntoviav éva GnPotKko
Kévtpo Anpioupyikns Anaoxéinans Maibiov ota lwavviva. O1 niikies wwv naibikv aus onoies
enikevipwOnKape Ntav and névie kai entd etwv. Zuvonika napatpnhBnkav capdvia tpia naidid
€K TV onoiwv ta dekaé€l naidid ntav névie e1wv (OKTM aydpla Kal oKW Kopitala) Kai td €ikoal
entd naibid htav entd etwv (bwdeka ayopia kar dekanévie kopitola). Ta naidid s npwins
opadas eixav péon nAikia 65 pnves kai s deutepns 89 pnves. To KOIVWVIKO OIKOVOIKO ToUs
nepiBaniov htav Péco Kal PEco avwiepo.

0O xwpos

Xto Kévipo Anpioupyikins Anaoxénnans Maibiwv, énou 61e§nxOn n épeuva, ta naidid ixav
n duvatdtnta va anaoxodnBolv enelBepa o€ téooepa dwudua e€oniopéva pe KAAaIKO
e€onniopd nou pnopei va ouvavinoel Kaveis oe tétolou €idous Kévipa. To nAnbos twv
naixvibiv — avukelpévwv kpibnke ou gival ikavonointkd. Autds o napdyovias anoténeoe Kal
onUavuko KPIthplo yia tnv enifoyh Tou cuykekpipévou xmpou. O1 xwpol tou Kévipou htav ol
napaKatw:

‘Eva peydno dwpduo spfadou 42.07 t (to peyanutepo oe oUykpion Pe ta unonoina), o
onoio ntav e§onniopévo pe eknaideutkd naixvidia - avukeipeva (kupiws NadA kar enitpanéda),
napauuia, évav kAdouv oe péyebos avBpwmnou kal 1o twister (Npokertal yia éva naixviéi nou
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npodyel Kivnukés He§16TNTES KAl KUPiws TV IG0PPONia TOU OMATOS).

To dwpduo v eikacukwv (18.8ty), 10 onoio ntav e€onniopévo pe uAIKa yia {wypaIkn
kal xelpotexvies (papkadopol, pnoyiés, nAaotedivn, wadidia, uAiké yia koAdl k.a.) kabas
Kal kdnoia uAikd yia naixvidl 6papatonoinans (n.x. koUkAes, pikpoypagies anod eonfioud
eninAwv onitou K.An.)

To dwpduo s «BiBAioBnkns» (18.47t), dnou ntav eonniapévo pe 0AIva kouud, paginapia
kai uAika yia avayvwon (neplodikd yia naidid, fifAia, napaptbia K.a.)

To bwpduo pe ta unikd yuxokivnukns (15.48t), 6nou ntav eonfiopévo pe oxoIvakia,
Aacuxdkia, otepavia, pikpés ndaoukés pnades addd kar kdnoia uAdikaG yia naixvidl
Spapatonoinaons, énws kanéna, nanid pouxa, papéid and §uno k.a.

Aladikaoies

Ta naixvibia - avukeipeva nou PBpiokovtav péoa os kGBe éva and ta téooepa dwpdua
napatnpouviav yia 6¢ka NENTd NEPNGIWS Y10 GUVEXOHEVO Xpovikd didotnpa capavia NPEPV.
H napathpnon &ekivouoe k&Be npépa tnv idia wpa and diapopeukd dwpduo (kukiikd) mote
oto tos tns épeuvas va éxouv napatnpnbei 6Aa ta dwpdua yia idio nepinou xpoévo us idies
xpovikés ouypés. KaBe gopd nou kanmolo naixvidl - avukeipevo xpnoiponoiolviav and t
naibid, onpeivape ota aviiotoixa nedia evds euAou napathpnons (to kaBe éva and autd
avuotoixouos o€ éva €idos naixvidiou), to €idos tou uAikoU kal 10 évopa tou naidiol h ta
ovopata twv naidicv nou 1t xpnoiponololoav (ané 6nou NPOEKUMTE OTN CUVEXEID and tn
Slaotalpwaon twv otoixeiwv pie tous katandyous tou Kévipou n akpins niikia). Npoonabhoape
va napatmnpouUpe ts 6pactnpIOdINTES PEXPI VA KATAVOOUE oe BAB0S 10 NEPIEXOPEVO TOUS Kal va
ONWEIOVOUPE Napatnphnaels kal oxéfia, dnou xpeidotnke. H noloukn avdduon twv 6edopévwy
Baciotnke aus napatnphaoels Kai ota oxonia NoU CUYKEVIPWAaape yia kaOs npépa napatnpnaons.
0 npoaodiopiopds v e16@V tou naixvidiou avanUetal ous NApaKAtw entd Katnyopies:

Movaxiké naixviéi: Kanoio naidi naider pévo tou. Zuvhbws eminéyel Siapopeuxd naixvidia
and wv afdwv naidiov nou Ppiokovial yUpw TOU Kal €ival ENIKEVIPpwHPEVO atn SIKA Tou
Spaotnpidtnta xwpis va divel onpacia ous dpactnpidintes wv unodoinwv naidi®v oto
XWPO.

Mapadando naixvidi: Kanoio naidi naider aveEaptnta, wotdoo n Spactnpidtntd wou 10
Qépvel, av kal 6x1 anapaitnta, o€ andéotacn HIKPOTEPN Tou €vos pétpou and ta unodoina
naidid. LuvhBws xpnoiponolsi napopola naixvidia pe twv unofoinwv naidicv.

Opabdiké naixvidi: Ta naibid naifouv oxnpatifovias @avepd kanola opn opddas pe Kovod
otoxo. Na napadeiypa éva oupPoriké naixvibl pe pdéAous, kanolo enitpanédio, N KATAoKEUN
evos konal k.Anm.
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To auBdpunto naixvibr naibiwyv npooxodikns kai npwins oxoAikns nAikias e naixvidia - avukeiyeva
0¢€ évav E0WTEPIKG XWpo naixvibiou.

Aertoupyiké naixvidi: Apopd ouvhBws enavafapBavopeves annés Kivnukés SpaotnpidInTes
wwv naidicv, npokelpévou va anodaloouv thv dicbnon nou npokadsital and autés, yia
napddeiypa 6tav xwundve kanolo pouaikd épyavo, dtav xundave kanoio pnandxi ato Ndtwya
navw - k4w, otav avefokatefaivouv kanoia kapékna k.An.

Anpiioupyiké naixvidi: Apopd tnv kataokeun / Snpioupyia evés npoiovios. MNa napaderypa
n {wypa@ikn, to naixviéi pe ta toupAdakia K.a.

Apapauké naixvibi: Apopd tnv unédnon kanolou péiou anéd 1o naidi oto nAaicio tou
PaviaoukoU Oevapiou pIas 10Topias h TN PHETAPOPIKN XPAON AVUKEIPEVWY, M.X. N XpAON pIas
koUkAas ws pwpou, n xphon evés Gdelou koutioU avayukukoU ws nompiod péoa anoé 1o
onoio nivel vepo K.An..

Maixvid kavévwv: Agopd dpactnpidintes pe gukpiveis npo-diayeypappévous Kavoves h
Kavéves nou Béonioav ta naibid otnv nopeia s dpactnpidtntas, N.X. N Xphon eMtpanéwv
naixvibidv cUPPwva pe tous kavoves, naixvidia pe kavoves pe 1o pnafdki h 1o Adouxo K.an.

Ta €i6n wwv uAikwV

Ta €i6n twV NAIXVISIOV - AVUKEIPEVWV ta EVIAGapE oS NAPAKATw Katnyopies:

anAda naixvidia-avukeipeva: n katnyopia auth agopd uiikd xwpis auotnpd «NPOTEIVOPEVN»
Aetoupyia, doov apopd 1o oxedlaopd tous, n.x. paviniia, kai papddakia anfd kai uAika ta onoia
pnopoucav va xpnoigonoinBouv ané tov ufikéd eEonfioud Tou XMPOU YIa TS NEPICTACIAKES
avdykes kdnoias 6pactnpidtntas wwv NaIdIy, onws n.x. yagindpia, kapéknes, panédia.

naixvibia - avukeipeva yia Kivnukés &paotnpidtntes: oxoivakia, Adouxa, twister,
ote@avia.

naixvidia - avukeipeva yia to naixvidi &papatonoinons: koUKAes, UIVIATOUPES
(avukelpévav, {hwv, avBponwv).

uflika xeipotexvias: papkadopol, poAuPia, knpopnoyiés, wanidia, kKOAES K.a.

évuna uAika: napapuBia, naidikés eykuknonaideies, nepiodikd yia naidid kar naidikd Pifia
Slapopwv Wnwv.

eknaibeuukd naixvidia - avukeipeva

H katnyopia auth nepiendufave:

a) Maixvidia - avukeipeva napatnpnukoéwntas: topnodes, naixvidia epeans diagopwv,
oUyKpIons, Jigynons Kal avayvopions NPOomnwy and €IKOVES.

B) Anpioupyikd / kataokeuaoukd naixvidia - avukeipeva pe koppdua: nadas, kupfol, vidpivo,
lego, yn@ibwtd.

y) EnitpanéQia naixvidia atpatnyikns, enitpanédia naixvidia pe {pia kar enitpanéga naixvidia
YVWOOEWV.
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Anotenéopata

Ano us dpaotnpidtnies nou kataypdyape ouvonikd, ta naidid névie ewmv evenAdknoav
ot 181 nepimtwoels kal 1 Naidid entd ewdv o€ 289 nepintwoels. Ta Nocootd nou agopouv
us emioyés v Naidiv og naixvidia - avukeiyeva dgixvouv 6T n katnyopia Naixvidickv nou
onpeiwoe tnv peyanutepn npotipnon kai yia us 6Uo niikiakés opddes ntav ta eknaidbeuuxd
naixvidia - avukeipeva (nivakas 1). H 6edtepn emioyn htav ta udika xeipotexvias. H tpitn
ouxvotepn enifoyn yia ta naibid névie ewdv htav ta andd naixvibia - avukeipeva eva yia
naibid enta wwv 1o éviuno uAiké. To éviuno unikd htav n TEtaptn Nio cuxvh Moy yid ta
naibid névie ewv. Ta naixvidia - avukeipeva yia Kivnukés dpaatnpidintes ntav n tefeutaia
emdoyn kar wv &0o nAikiakwv opddwv. To nocootd nou xpnoigonoBnkav ta naixvidia
- avukeipeva dpapatonoinons ntav enions xapnAoé kai ous dUo nAikiakés opdades.

HAIKIA
5 7
Count % Count %
ENTYMA YAIKA 16 8.8 33 11.4
YAIKA XEIPOTEXNIAZ 48 26.5 45 15.6
AMAA MLA 35 19.3 27 9.3
MATIA KINHTIKEZ APAZTHPIOTHTEZ 6 3.3 11 3.8
M.A. APAMATONOIHZIHEZ 9 5 25 8.7
EKMAIAEYTIKA NAIXNIAIA - ANTIKEIMENA 67 37 148 51.2
Total 181 100 289 100

[Mivaxag 1: Emthoyég moiyvididv — avTIKEUEVOVY KOTd NAKIOKT OpLdda

H avdduon tou nogootoU wwv NPoUUACEwY o Naixvidia - avukeipeva avapeca ota aydpia
Kal ota Kopitola deixvel Ou ta eknaideutkda naixvidia - avukeipeva Atav n npdtn enifoyn Kai
ano ta 6o @UAa. Ta kopitola ixav ws deltepn ouxvotepn enidoyn ta UAIKG XEIpoTexvias Kal
10 ayopla ta andd naixvidia - avukeipeva. Tpitn ouxvdtepn emidoyn yia ta aydplia htav ta
évuna unikd. Ita Kopitola napatnpoupe éu ta naixvibia - avukeipyeva dpapatonoinons, t
évuna unika kal ta andd naixvidia - avukeipeva akoAouBoUv e pikpés Siapopés petagu tous
(nivakas 2).

DYAO
ArOPIA KOPITZIA

Count l % Count Y%
ENTYMNA YAIKA 26 12 23 9.1
YAIKA XEIPOTEXNIAZ 17 7.8 76 30
ANMAATLA 40 18.4 22 8.7
MATIA KINHTIKEEZ APAZTHPIOTHTEZ 8 3.7 9 36
M.A. APAMATOMNOIHZHZ 8 3.7 26 10.3
EKNAIAEYTIKA MAIXNIAIA - ANTIKEIMENA 118 54.4 97 38.3
Total 217 100 253 100

[Mivakog 2: Emloyéc nayyvididv — avIIKEILEVOV GE GYECT] ME TO YVAO
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To auBdpunto naixvidi naibiwwv npooxoikis kai npans axoAikns nAikias pe naixvidia - avukeipeva
0¢ évav E0WTEPIKO XWpo naixvibiou.

H penétn tns KATAvoUns 1wV NOCOCTWV OXEUKA PE TN XPAON TWV NAIXVISIOV - AVUKEIUEVWY
avapeoa ata ayopla Kal ta Kopitola péoa atnv Katnyopia «@Uio» pas deixvel 6u ta ayopia
¢6eifav eppavms peyanltepn npotiynon and ta Kopitola gtnv katnyopia «andd naixvibia
- avukeipeva» anid kar og pikpOtePo Babuod ota éviuna unikd Kal ota eknaldeUTKA naixvidia
- QVUKeipeva evo ta Kopitola €6ei§av eppavs peyanltepn npotipnon ata uAikd Xelpotexvias
Kal ota naixvibia - avukeipeva dpapatonoinons (nivakas 3).

IIAIXNIAIA - ANTIKEIMENA PYAO (%)
ATOPIA _ KOPITSIA
ENTYTIA YAIKA 54 46
CAIAATLA 64.5 | 35.5
YAIKA XEIPOTEXNIAL 18.3 81.7
| ILA.TIA KINHTIKES APAST/TES 47.1 | 52,9
[1.A. APAMATOIIOIHEHE 235 76.5
EKITAIAEYTIKA ILA. 54.9 45.1

[Tivakag 3: H katavops 1oV T0606TMV THG ¥PHONG TOV TUXVISIOV — OVTIKELEVOY
oo To ayOpLo Kol To Kopitoln HEca 6TV KT yopio «@iioy

H ouoxéuon avdpeoa ous Katnyopies twv NAIXVIOIWV — AVUKEIPEVWVY Kal OTO KOIVWVIKO
nepiexdyevo tns oupnepipopds wv naidicdv, €deife 6u ta éviuna udikd ouvdéovial oe
peydno Babuod t6oo e povaxikn 6co Kal pe napdAAnAn evaoxdnnon. Ta udika Xelpotexvias
ouvdEBnkav kupiws pe napaninio naixvidl eva pe to opadikd naixvidl cuvbEBnkav kupiws ta
eknaideuukd naixvidla - avukeipeva kai ta naixvidia - avukeipeva dpapatonoinans. EminAéov
Kal ta naixvidia avukeipeva yia kivnukés Spaotnpidtntes kal ta anAd naixvidia - avukeipeva
ouvoéBnkav pe opadikd naixvibdl oe peyano Babuo (nivakas 4).
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ITAIXNIAIA - KOINQNIKO NEPIEXOMENO ITAIXNIAIOY (%)
ANTIKEIMENA
MONAXIKO MMAPAAAHAO OMAAIKO

CENTYIIA YAIKA 39.1 47.8 13

YAIKA XEIPOTEXNIAE 17.1 80 2.9

ATTAATLA 19.1 14.9 66

ILA A KINHTIKEZ 37.5 0 62.5

APAXT/TEE

IL.A APAMATOIIOIHEHE 214 0 78.6

EKITAIAEYTIKA TLA

MAZA/ TOYBAAKIA xk.Am. 20 0 80

[TAPATHPHTIKOTHTAX 214 0 78.6

ETTITPATIEZIA TTAIXNIALA 9.5 0 90.5

ITivakag 4: To kKowmvikd TepleyOUEVO TOL TaLVISL00 GE OYEGT LE TO £id0G TmV
TOLVIOLDV OVTIKEIUEVOV

H avaduon twv Nocootwv Tou YVwoUKOU MEPIEXOPEVOU TOU MaIxvidIoU og oxéon pE TS
Katnyopies twv naixvibiov - avukelpévwv €6i€e, du ta naixvidia - avukeipeva npodyouv
Katd kUpio Adyo €idn naixvibiod nou ouvdéovial e v NPotelvouevn and v KATaokeun
fAertoupyia tous. Ma napaderypa ta nddd, ta toupadkia kai ta UAIKG Xelpotexvias ouvdéBnkav
oxedov anokneiogukd pe dnpioupyikd naixvidi kai ta enrtpanéfia naixvidia pe naixvidl kavovwv.
X ouvéxela napoucidloupe POVo TS Katnyopies NaIxviSIwv avuKeIPévwy nou ouvoédnkav o
ONPavuKo Noooaotd pe nepioootepa and éva ndn naixvidio: Ta andd naixvidia - avukeipeva
xpnoigonolnBnkav o€ nocootd 72.3% oe Aertoupyikd naixvidl, oe nocootd 19.1% o€
Spapaukd kar o nocootd 8.5% o naixvibl kavovwv. Ta Naixvibla avukeiyeva yia KIVNTUKES
dpaotnpidtntes xpnaoiponomdnkav o€ nocootd 37.5% oe Asitoupyikd Naixvidl kar € Nooootd
62.5% o€ naixvibl kavévwv Kal ta naixvidia avukeipeva dpapatonoinons o Nnocootd 28.6%
o€ Nertoupyiko naixvidi, oe nooootd 14.3% oe dSnpioupyikd naixvidl kal oe nooootd 57.1% oe
Spapaukd naxvidr.

Itn ouvéxela avadloupe tn oxéon avdueoa otnv nAikia wv naildiov kal ot €idn tou
naixvidioU ota onoia evenAdknoav ouxvotepd. H evaoxénnon pe ta évuna udika dev
nPOoopeTPhBnke o€ auth tnv nepintwon kabws otnv npa&n 6ev napatnphoape 6u n xphon
tous and ta naibid Ba pnopouoe va evtaxBei oe kanoia and us Katnyopies Pe ta €idn naixvidiol
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To auBopunto naixvid naibiwv npooxonikns kai npatns oxoAikhs niikias pe naixvidia - avukeipeva
0€ évav E0WTEPIKG XWpo naixvibiou.

nou €xoupE NePIypael (to NEPIEXOPEVO TNS KOIVWVIKNS GUUNEPIPOPAS YUPw and tn Xphan Twv
éviunwv unikov eetaatnke Eexwpiotd, BA. niv. 4). H avanuon wv nocootwv pas Oeixvel pia
np®in eikéva twv e1dmv naixvidiol nou ekdbnAwoav ta naidid katd nAikiakn opada (nivakes
5, 6 ka1 7):

HAIKIA
5 | 7
Count % Count %
MONAXIKO 33 20% 30 1,7%
NAPAAAHAO 44 26,7% 35 13,7%
OMAAIKO 88 53,3% 191 74,6%
Total 165 100 256 100

[Mivakag 5: 10 KOwoVIKO TEPLEYOUEVO TOL TTALYVIOLOD KOTA NAIKIOKT Opdda

HAIKIA
5 7
Count % Count %
AEITOYPTIKO 43 26,1% 30 1,7%
AHMIOYPTIKO 89 53,9% 112 43,8%
APAMATIKO 6 3,6% 22 8,6%
MAIXNIAIA ME KANONEZ 27 16,4% 92 35,9%
Total 165 100 256 100

[Tivaxag 6: T0 YVOOTIKO TEPIEXOIEVO TOV TRLYVIOLOD KOTA NAIKIOKT] OHAd

Ta naidid névie etwv evenddknoav o€ nooootd 53,3% oe opadikd naixvidl, o€ Nocoatd
26,7% o€ napdiindo naixvibl kar o€ Nocootd 20% o€ povaxikd naixvibl. Aviiotoixa o€
nooootd 53,9% oe dnpioupyikd naixvidl, oe nocootd 26,1% ot Asitoupyikd naixvidl, oe
noooatod 16,4% oe naixvidia pe kavoves kal og Nocootd 3,6% oe Spapauxd naixvidi.

Ta naibid entd ey evenddknoav o€ Nocoatd 74,6% og opadikd naixvidl, o nocootd 13,7 %
og napaninno naixvidl kai o nocootd 11,7% oe Yovaxikéd naixvidl kar aviiotoixa 1 Nocootd
T0US yIa 10 yvwoukd naixvidl htav: 43,8% oe dnpioupyikd naixvidl, 35,9% oe naixvibia pe
Kavoves, 11,7% oe Aeitoupyiké naixvidl kai 8,6% oe 6papauxd naixvidi.

‘Onws pnopoUpe va cupnepdvoupe ol opadikés popPés naixvidiol enikpdtnoav kai ous d0Uo
nAikiakés opddes. To napdnAnAo kar povaxiké naixvidl akoNouBoUv pe PIKPOTEPN CUXVOTNTA
eP@avions. Mapopoiws 6Gov aPopd 10 YVwouKd NEPIEXOHUEVO TOU Naixvidiou, to dnpioupyikd
naixvidl enikpdtnoe kai ous 600 nAikiakés opades. O HeUtepos NePIOOOTEPO GUXVAS TUMOS
naixvibiov yia v pikpdtepn nAikiakh opdda htav dpws 1o Aeitoupyiké naixvidl evad yia ta
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peyanutepa naibid ta naixvidia pe kavoves. To Spapaukd naixvidl eypaviotnke va éxer v
HIKPOTEPN CUXVOTNTA EPPAVIONS Kal ous U0 opdades.

H 6igpelivnon tou naixvidiol og ouvduaopd yvwotukou - KOIVWVIKOU nepliexopévou €deike
OU 10 OUXVOTEPO €idos Naixvibiou nou ekdnAwaoav ta Naidid névie ewwv Ntav 1o napaninfo
Snpioupyiké kar akoAouBouv 1o opadikéd Snpioupyikd Kal ta opadika naixvidia Kavévwy eva
apKetd ouxvé ntav kai 1o opadiko Asitoupyikd naixvidl. Ta naidid entd ewwv ekdbNAWGav KUpiws
opadikd naixvibia pe kavéves, ouadikd dSnpioupyikd naixvidia kar napdAAnio dnpioupyikd
naixviéi (nivakas 7).

HAIKIA
5 7

Count %o Count %
MONAXIKO — AEITOYPIIKO 17 10.3 9 3.5
MONAXIKO — AHMIOYPTIKO 16 9.7 18 7
MONAXIKO — KANONQN 0 0 3 1.2
MNAPAANHAO — AEITOYPTIKO 4 2.4 1 0.4
MNAPAANHAO — AHMIOYPIIKO 40 24.2 34 13.3
OMAAIKO AEITOYPTIKO 22 13.3 20 7.8
OMAAIKO — AHMIOYPTIKO 33 20 60 234
OMAAIKO-APAMATIKO 6 3.6 22 8.6
OMAAIKO — KANONQN 27 16.4 89 34.8
Total 165 100 256 100

[Mivaxkag 7: To kowovikd — I'vootikd mepieydevo Tou mayvidion KoTd NAKLOK
opdda

Mpokelyévou va eppunvelcoupe Neploodtepo oNokAnpwpéva to auBdpunto naixvidl wwv
naidiov nou napatnphodye, avanUodape Kal MOIOUKA TS Hpaotnpidtntes Nou Kataypayape.
Evtonioape nolotukés Siagopés nou oxetifovtal pe tnv nfikia wv naidicdv kai 1o euio afid
napdiinia napatnpnoape, 6t ol dpactnpidtntes wwv Naididv cuoxeti(ovial OXI HOVO L€ T0
€i60s twv uRIk®V anAd kal oe PEPIKES NEPINTMOEIS HIE OTOIXEIA Ths OPYAVWONS TOU XMPOU Kal Tou
e€onniopoU péoa otov onoio ekdnAmBNKav. Ln ouvéxela Napoucidfoupe TS CNPAVUKOTEPES
NapatnPNoEIsS Pas o€ oxéon e ta napandvow.

To napdndnfo naixvibl cuoxetiotnke Kupiws Pe ta UAIKA XEIPOTEXvias Kal Pe ta éviuna
uikd. Auté 1o €ibos KolvwvikoU naixvidiou ekdbnAwbnke oxedov anokneiotkd oto dwuduo
€Ikaouk®v kal otn PiBAiodhkn. Ze Aiydtepes nepintwoels ekdnAwOnke pe anAd naixvidia
- avukeiyeva otous undéfoinous xawpous tou Kévipou. H peyann ocuxvéinta epgdavions tou
napdiindou nAaiciou péoa oto SwUATO TWV EIKACUKWY, T0 onoio ntav efonniopévo e
ta unikG xelpotexvias, e€nyeital o peydno Babud t6oo and th QUON WV CUYKEKPIPEVWV
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To auBopunto naixvid naibiwv npooxoikns kai npwtns oxoAikhs niikias pe naixvidia - avukeipeva
0¢€ évav E0WTEPIKO XWpo naixvibiou.

uiikov 600 and v Sidtagn twv ANV Kal wwv KabIoPAtwy oto XwPo. LUPewva Y oV
tpdéno nou npoacdiopicape 1o napdiinno naixvidl, ta naidid «naifouv ave§dptnta, wotdoo
n dpaotnpidtntd tous ta Qépvel, av kal Oxi anapaitntg, o€ andotacn PIKPOTEPN TOU VoS
pétpou and ta unddoina naidid kar ouvhBws xpnaipgonoloUv Napopold naixvidia pe wwv
unonoinwv naidiwv». H tonoBémon wv tpanedwv oto x®po «dinfa - dindax» kal twv UKoV
enavw ota tpanéfia wote va ta poipalovial 6Aa ta naidid anoé koivou, npodyel 10 napaninno
naixvidr kabws «onpatodotei» ota naidid évav ouykekpipévo 1pdno oupnepipopds, dniadn
va kGBovrtal 6inda - &inAa kai va poipdlovial and koivou ta udika tous. To idlo gaivetal va
ouppaivel kar oto dwpduo s «PiBAI0BNAKNS» 010 onoio htav kKatd kUplo AGyo tonoBetnpéva
ta éviuna uiikd tou Kévipou. Ekei ta naibid kdBoviav dinda - 6inda o€ kapékes kar §uAiva
kiBdua - kouud nou htav tonoBetnpéva 6iNAd atous toixous yia va anaoxoinBoulv pe kanoio
nepiodikd n PipAio. BéBaia oto dwpduo autd ta naidid sixav tnv emidoyn va ndpouv KAnolio
pa&ifdpr kar va kaBicouv anopovwpéva and ta undédoina naidid, duvatdtnta nou aiveral
ou afionoinoav, 6nws napampouUye Kal and 1o uynid Nocootd XpAaons TwV EVIUNWY UAIKMV
o€ povaxikd nAaiolo. Kai ous 6Uo nepintcaoels (BiPAI0BAKN - SwHATO EIKAGUKWMY), O HIKPOS
Xwpos, n didtagn wv enindwv o€ autoUs alid kai n euon twv uAikwy, 161aitepa ta uAika
xelpotexvias, Qaivetal 6u enédpacav oNPAVUKA 010 KOIVWVIKO NEPIEXOPEVO TOU naixvidiol
oUs.

To opadiké dnpioupyikd naixvidl htav 1o deltepo ouxvotepo €idos naixvidiou yia ta naidid
névie etv. Enéne€av yia autd to €idos naixvidiol dopnpévo eknaibeuuxd unikd, dnws nadn
Kal éva naixvibl nou éxel ws atoXo TNV KATtaokKeuh Tou avBpwnivwv @iyoUupwv HE SIapopetiKa
Koppdua (mix max). To €idos autd naixvidiou ekdbnAwOnke Kupiws oto peyano dwpduo
pe wa eknaibeuukd naixvidia - avukeipeva. Ta naibid enta €1wv enions €ixav ws deutepn
ouxvotepn enidoyn 1o opadikd dnpioupyikd naixvidl. XpnaigonoloUoav enions ta nddA annd
Slé@epav anod v pIkpotepn nAikiakn opdda ato yeyovds Ou oe Kanoles, Aiyes, NEPINTMOELS
xpnaigonoinoav kal UAIKG xelpotexvias yia va dnpioupynoouv éva opadikd kondl péoa
oto dwpduo xelpotexvias. EmnAéov o€ pia nepintwon dnpioUpyncav KATAOKEUES yia vd TS
evtd§ouv otn ouvéxela oe aAdou tinou dpactnpidtntes (kataokeUaoav Pryoupss yia Béatpo
oki®v). Tétolou €ibous dpaotnpidtntes, ol onoies Heixvouv évav SIaPOPEUKO TPOMNO OKEWYNS
npocavatoniopévo o€ kanolo peovukd otdxo, Sev napatnphoape atnv pikpdtepn nAIKIaKA
opabda.

Ta opadikd naixvidia pe kavéves htav n Kupiapxn dpactnpidtnta wv NaIdIdV €NTd €DV.
Xpnaoiponoinoav kupiws enitpané(ia naixvidia aAid kai naixvidia yia Kivnukés dpaatnpidtntes
(to Aaouxaki kai to twister) kar anAd naixvibia avukeipeva, 6nws eival ta pnafdkia. To idos
auto tou naixvidiol ekdnAwBnke oe 6Aa ta dwpdua annd ta naibid entd etwv €d6eiEav 1diaitepn
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npotiunon oto peydno dwpduo tou Kévipou pe ta eknaibeutkd naixvidia. Ta opadikd naixvidia
PE KavOVES Ntav n tpitn ouxvotepn emidoyn yia tnv opdda twv NéVie €mv. Xpnaoiponoinoav
Kupiws eknaideutka naixvidia - avukeipeva, yia napadeiypa emitpanéfia pe {apia kai OPNones
EVM Of PEPIKES NepIntwoels énai{av Pe 10 oKAkI Pe tn BonBeia twv peyanutépwv naidiiov
kaBws enions kai ye anAd naixvidia - avukeipeva Kal Pe avukeipeva anod to xwpo tou Kévipou,
onws pnandkia h kapéknes, ta onoia evétacoav oe oevapia naixvidiol pe kavoves. Emnnéov
kal ta naidid autd xpnoiponoinaav naixvidia yia kivnukés dpaoctnpidtntes, 6nws 1o twister
Kal to Aaouxdkl. Lta opadika naixvibia pe kavoves @aivetal va undpxel kal n peyanutepn
Slapopd avapeoa ous 6Uo nAIKiakés opddes pe epavi unepoxn twv peyanltepwv naidiwv oe
ouxvétnta euniokns o€ auto to €idos naixvidiol. Ze autd 1o €idos naixvidioU napatnphoape
kai dlapopés avapeoa ota dUo U og oxéon pe tnv enmifoyh o ouykekpipéva naixvidia
- avukeipeva. Ta kopitola enéneav to Aacuxdki yia va nai§ouv 1o napadoaciakéd naixvidr pe
10 Adouxo evd ta ayodpia enéfegav Kupiws enitpanéfia naixvidia N naixvidia pe 1o unandxi.
To twister xpnoiponoinBnke kal and ta dUo QuUAa kar pdniota o€ auth v Mepintwon
napatnpnoape Peiktés opades ws npos 1o euno.

To opadikd Aertoupyikd naixvidl htav n tétaptn ouxvotepn emifoyn twv naidiov névie
etwv. Kar o1 600 opdbdes xpnaoipgonoinoav os autév tov twno naixvidiou andd naixvidia
avukeipeva, 6nws unafdkia kai avukeipeva and tov e§onfioud tou kévipou, n.x. pagindpia kai
Kapéknes. Tétolou €ibous paotnpIdNtes anoténecav KUPIws XApakinPIoUKd Twv ayoplwv.
MNa napadeiypa netotoav pnandkia kai pa&indpia 1o éva oto dAno n éonpwxvav naidid ndvow
0€ KAPEKNES XPNOIJOMNOIMVIAs autés ws kapdtala. Xapaktnplouko eival, 6u ta naidid entd
€100V euPavioav noAu xapnid Nocootd o auto 1o €idos naixvidiou kai yevikdtepa oe AAes s
Katnyopies AsitoupyikoU naixvidiou.

Ito povaxikd - Aertoupyikd naixvidl ta naidid xpnoiyonoincav diagpopa naixvibia -
avukeipeva kal uAikd and éAes us katnyopies, dnws otepdvia, éva nAactkd dAoyo pe Kivoupeva
pépn 1o onoio dpeoe ota naidid va 10 Kouvdave andTopa HE T XEPIA TOUS NMPOKEIUEVOU Va
aKOUV ToV NX0 Mou £Kave, akOpa Kal eknalbeutkd naixvidla og KAMOIES NEPINTWOEIS, Td onoid
xpnaigonoloUoav Pe 1poéno diagopeukd and v npoteivopevn xphon tous. MNa napadeiypa
kouvouUaoav éva Kouti and enitpanédio NPOKEIPEVOU va aKoUVE Tov Nxo and ta Koppdaua péoa
o€ autd. Kal og auth tnv nepintwon naixvidiou ta naidid entd tv eppavicav nou xapnid
nocootd. Auto 1o €idos naixvidiou ekdbnAmOnke Kupiws oto dwpduo tns BiPAI0OBAKNS Kal ato
Swpduo pe 1 UAIKG PYUXOKIVNTIKAS.

Lupnepaopata Kal npotdoeis

Andé v napoloa pedétn npokUNIOUV XpAOIUO CUUNEPAOuATa, Ta oroia €vioxUouv
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To auBdpunto naixvidi naibiwwv npooxoikis kai npans axoAikhs nAikias pe naixvidia - avukeiyeva
0¢ évav E0WTEPIKO XWpo naixvibiou.

nponyoUpeves €pEUves Nou unootnpifouv OU atopIKd XaPAKINPICUKA Twv NaIdiv Kal
nepiBadfovukoi napdayovies, 6nws eivar n nAikia, 10 €idos NAIXVISIOV - AVUKEIPEVWY Kal
XaPAKINPIOUKA TOU XWPOoU, €niGpolv 010 YVWOUKO Kal OT0 KOIVWVIKO NEPIEXOUEVO TOU
naixvidioU twv naibicv. H xpnon evos poviéAou napatnpnons oav autd Nou XpNalLonoINcapE
pnopei va anoteéoel évav xphoigo odnyd yia Kkdnolov eknalibeUTkd NPOKEIUEVOU Va
Slepeuvnael to naixvidl nou ekdnAwvouv ta NaidId s tGgns Tou o€ oxEaN PE TS YWVIES Kal TO
naidbaywyikd unixo.

Ztn SIKN pas nNepintwon napampnoape U td €idn twv NAIXVISIWV - AVUKEIPEVWY PNopouV
va npodyouv ouykekpipéva €ibn naixvibiol. Iuven®ds o eunfloutiopds eves XWPOU HE
enifeypéves Katnyopies NaIxviSIOV — avukeIpévwy unopei va diapop@wvel os éva Babuo kai ta
€ibn tou naixvidio0 nou ekdnAdwvovtal péoa og autdv 1600 o€ YVWatkd GO0 Kal OE KOIVWVIKO
nepiexopevo. To yeyovos pdaniota éu ta naidid dev evenAdknoav oto ouykekpipévo Kévipo
oe dpapaukd naixvidl oe onpavukd Babud, niBavév va ogeifetal otnv éAdeiyn enapkouls
e€onniopou yia 6papaukd naixvibl. Ta undpxovta udika htav eniniéov diaokopniopéva og
TPEIS ano Tous TECOEPIS XWPOUs tou Kévipou avapeoa ota unénoina naixvibia - avukeiyeva.

H Ménnou (1994) og pia ENIOKONNON €PEUVV LIE TS onoies diepeuvd Tous Napayovies nou
emdpolv otn ouxvotnta tou dpapaukol naixvidiou napabétel anoteéopata nou eixvouy,
Ou 10 €idos twv Naxvidiv - avukelpévwv emdpd onpavukd kar pe noAfous TpOMNouUs oto
Babpo nou ekbnAwvetal 1o Spapatko naixvidi og évav xpo. H dnpioupyia Bepatkmv ywvidv
ME 10 avtiotoixo unootnpikukd uniko, yia napddeiyua, gaivetal, du embdpd Bukd otnv au§non
oU OpapaukoU naixvidioU evid n napoucia NAIXVISIOV - aVUKEIPEVWY Mou pnopolv va
Aertoupyhoouv avtaywviotkd oto Spapaukd naixvidi (n.x. ta nalis kar ta uAIka Xelpotexvias)
pnopei va emdpd apvnukd. Mia 16¢a Ba htav va e§onaiotei to Kévipo e nepioodtepa naixvidia
Spapatonoinans kai va dnpioupynBouv €1dikés ywviés, 6rnou Ba htav cuykevipwpéva ufikd ta
onoia 6a pnopoyoav va unootnpiouv noikidia Bepdtwy yia dpapauxd naixviél.

Anoé v anan nisupd 600 onpavukoi napdyovies nou npénel va AapBdavoupe unéyn otnv
emifoyn tou €ibous twv UAIKWVY e ta onoia pnopoUpe va e§onfigoupe évav xwpo yia naidid
npooxofikhs kal npdtns oxofikhs nAikias wote va avianokpivetal kafdutepa ous duvatdtntes
Kal ous emiBupies tous eival 1o eninedo avanmtugns tous annd kai 1o yeyovods ou ta aydpia
Kal ta Kopitola epavi(ouv os apKETES NEPINTWOEIS HIAPOPETIKES NpoUPNaEls ata naixvidia
- avukeipeva. Mapatnphoape ot ta peyanUtepa naidid evendknoav oe nepioadtepa opadikd
naixvibia pe kavoves evdd ta pIKpOtEPa o€ nepioodtepo napdiinio Snpioupyikd naixvidi.
Mapdéia autd kal ta peyanutepa naidid cuppeteixav onpavukd o dnpioupyikd naixvidi
avtavakAwvias paniota os opIoPEVES NEPINTWOEIS NEPIoTdTEPO oUVOETO Tpdno okéwns annd
Kal ta PIKpOtEpa evenndknoav oe naixvibia pe kavoves eninéyovias Opws autd ta naixvidia
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- avukeipeva nou Ppiokoviav péoa oto eninedo twv duvatotntwv tous ws npos 1o Pabud
v 6e€lothtwv nou anaitoUoe n xpnon tous. Ta «avoixtd» uAikd, ta onoia pnopouv va
xpnoigonoinBouv oe noikidia nAaicicov kal 0 pndoutcpds tou xwpou pe nAnBos and
Sopnpévo unikd akdpa kar and pia katnyopia anid pe diafabuiopéva eninedba duokodias,
pnopoUv va avtanokpivovtal ous avaykes naididv kaBe emnédou avanwéns 1600 yvwouka
000 Kal KoIvwvika. EninAéov o eynioutiopds pe «oudétepou xapakthpa» naixvidia, napaninia
pe autd nou ek@palouv otepedtuna, Pnopei va cupPdaniel agevos oto va yivetal o XmPos
naixvidioU enBupNtos 1000 ota ayopia G0 Kal oTa KOPItold APETEPOU UMOopEi va npodyel Kal
i Snpioupyia peiktdv opddwv naixvidiol ws npos t @ufo.
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MepiAnyn: Znv epyaoia napouaialovial kar avadlovial ol andyels deiypatos daokanwv
nou eivar  6i16aokovies oe Ofonpepa Ixodeia Eviaiou Avapop@wpévou Eknaideutkou
Mpoypdupatos tou vopou Bgooanovikns yia 10 Beopd nou unnpetouv. MPOKeItal yia NoIoUKA
€peuUva Pe tunonoinuéves avolktoU tdnou ouvevielgers, onou ol daokanol ekppdalouv us
andyels ToUS yIa TOV OUYKEKPIYEVO TUMO OXof€iou oe oxéon pe: a) tnv KoUpaon Twv padntmv
B) v naibaywyikn oxéon y) tn Siaudpewon tns didaokadias &) us oxéoels daokanwv
- eknaibeutkav e1dikothtwy €) tv unapfn uikotexvikwv unodopwv § tn diapdppwon s
anoysupauvis {@vns tou olonPEPOU oxofgiou n) 1o okonoé tou B) tnv avupetnion Tou and
T0US YOVEiS Twv uadntdv tous.

H Aertoupyia v 800 dnpoukwv oxofsiwv pe véo, Sieupupévo wpdplo katd tn didpkeia
s oxodikns xpovids 2010-2011 ta onoia ovopdotnkav ORonpepa Ixodeia Eviaiou
Avapopewuévou EknaibeutikoU Mpoypdupatos (epe§ns oxoneia dieupupévou wpapiou)
napouoidotnke and to Ynoupyeio Maibeias, Aia Biou MaBnons kar ©pnokeupdtwv ws éva
onpavuké Bhpa otnv katelBuvon s noloukns avafaduions tns eknaideuons. To Baadikd
enixeipnpa tou Ynoupyeiou yia va dikaiodoynoel v kaBiépwon tous htav n «anotuxia»
tou Ononpepou oxonsiou to onoio eixe BeopoBetnBei and t 1997, kabws «dnpioupynoe
npoPAnyata kar dev éneioce tnv €AANVIKA OIKOYEVEID Kal TNV eKNAIBEVTKA KOIVOTNTA Yid
tov naibaywyikd/ exnaidbeutkd tou pdéio». ZUUPwva Pe 10 YNOUPYEIO, N NPOETOIYATIA TWV
pabnpdtwv tns endpevns pépas ouxvd dev ofokAnpwvotav oto odohpepo oxoneio, v n
616aokania twv EMPEPOUS YVWOTUKMV avuKelpévwv Oev ekAappavotav ws eunioutiopds wwv
yvaoewv twv naidiov aiid ws andn anaoxéAnon tous, pe anotéAeopa va unv anotenéoel éva
«ouyxpovo avaPabpiopévo oxofsio» Kal va pnv NePIOPicel tnv «napanaideia», av Kar napeixe
avdanoyes dpactnpidTNtes 010 NPOYPAHKG Tou.

Mavia oUpgwva pe 10 Ynoupyeio Maideias, Ala Biou MdaBnons kai ©pnokeupdtwy, n
KaBiépwon twv oxoneiwv dieupupévou wpapiou dev anookonei povo «otnv dpean dupiuvon
twv peyanwv npoPAnpdtwv kai duoisitoupyiwv tou dnpotkou oxofgiou, Nou tafaINwpEouv
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pabntés kar yoveis» anid kal «oupPdannel otn otadiakh PeTaTtponih tou oNPEPIVOU OXongiou
oto Néo Ixofeio, nou €ival 0 anmTePos otdxos tns aUVONIKNS EKNAIGEUTIKAS PEtappUBIons».
Me 1o Sieupupévo npdypapua ta pabnpata odokAnpwvoviar ous 14.00, npdyya nou
ouvendyetal augnon katd 6éka wpes didaokanias ous A kal B tageis, katd névie pes ous
I kal A ta€eis kail katd tpeis wpes ous E kar IT taers, Auth n at§non twv ouvoniKmv wpwv
616aokanias oe 35 yia dnes us taels ouvendyetal at§non twv wpmv didackadias tns yAwmaooas
Kal twv paBnuaukav, eloaywyh tns dibaokanias tou pabnpatos twv ayydikdv ous A kal B
kal au€non twv wpwv dibackadias tou ous undoines tdgels, elcaywyn tou Pabnpatos twv
nAgktpovikwv unodoylotwv og 6Mes us tagels, aunon twv wP®V 10U PaBAPATOS NS HOUTIKAS
ous A kai B ta€eis kar didbaokania tou anoé eknaideutko e1dikdNTas, El0aywyn 1ou pabnpatos
s Beatpikns aywyns oe 6nes s taels kal Hidbaokania tou anoé eknaibeutikd 1dikdTTas Kai
augnon wwv wpwv dibackanias tns PuUOIKAS aywyns ous €ooepIs NPwTes taels. Metd us 14.00,
ta pabnpata dev ivar unoxpewtkd, diapkolv déka wpes eBGopadiaiws kar nepiiapfavouv
abnnuopd, Bsatpikn aywyn, ninpo@opikn, ayynikd, pouaoikn, deltepn vn yAwooa, eIkaoukd
Kal NéVie WPES NPOETOIYaacias yia ta pabnpata ts endpevns npépas’.

Ikonds tns napoucns gpyacias ival n kataypadn kar avafuon twv andéyewv daokdnwy
ol onoiol gpyalovial ota oxoneia dicupupévou wpapiou. Baciletal oe euneipikd uiiké 23
wnonoinpévwv avoiktoU tinou cuvevielEewv nou npaypatonoinBnkav 1 oxofikd £€tos
2010-2011 pe daokanous? nou didaaokouv og 11 oxoneia dieupupévou wpapiou. Ta oxofeia
eniféxtnkav pe annn tuxaia deiypatodnyia and éva ouvodo 105 avtiotoiXxwv SNPOUKMV
oxoflgiwv ta onoia AsitoupyoUv 1000 oto NoNeodopIké auykpdInpa ts Bsocanovikns 6o Kai
oty UnaiBpo tou vouou. AkoAoUBws, to deiypa auykpotnBnke pe ann wxaia deiypatofnyia
and tov nAnBuopd twv daokdnwy twv ouykekpipévwv oxoneiwv nou htav Siatebeipévol
va 6waoouv ouvévieuEn Kal ol onoiol 6ibaokav ous €€is taels: 7 otnv A, 2 otn B, 2 oin T,
2 o A, 2 otnv E kai 8 otn Zt. O1 avoiktés epwitnaoels yia 10 Bacikd owpa tns ouvévieugns
npoaobdiopiotnkav Uotepa and npddpopes oulntnoels pe 8 daokdanous ol onoiol dibaokav
o€ avtiotoixa oxoneia kal evtoniotnkav pe Seiypatofnyia xiovoouPadas. And Us NPWIes
oulntnaeis, akdun, Napoucidotnke KOPEaPAs ota {nthyata nou avagépoviav ol daokanol Kai
ta onoia odnynoav atn SiIapdpPWoN oKW EPWTNUATWY Nou apopolaoav apevds Us andyels
T0Us yia tnv enibpaon tou oxofsiou disupupévou wpapiou a) otnv KoUpaon twv padntwy,
B) otn diapdppwon tns naidbaywyikhs oxéons daokddwv - pabniwv, y) otn diapdpPwon
s 6ibaokadias, 6) ous oxéoels daokanwv - eknaideutkwy €16IKOTNTWY, €) atnv Unap&n
katdAAnAwv ufikotexvikwv unodopwyv, { own diapdpewon tns anoysupatvis {Mvns Tou

1 BAn Ynoupyeio Maideias, Aia Biou Mdbnons kal ©pnokeupdtwy, 2010.
2 XpnoigonoloUye tov 6po 6dokanol yia Adyous ouviopias, apou MpPOKENtal, oy npayuaukdtnta, yia
Saokaious kal Saokanes.
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ofonpepou oxoNEiou Kal APETEPOU TS ANOYEIS TOUS yid T0 okonod tou oxoneiou Sieupupévou
wpPAPIoU Kal yId To NS 10 avUpETwnifouv ol yoveis twv padntwv. Me Bdon autd ta pwthpata
npoékuyav ol avtiotoixes Bepatikés katnyopies tns avaduons, pe t diagopd 6u ol anavinaoels
v daokadwv pas odhynoav va avikataothooupe T Bepatkn katnyopia «enidpaon tou
oxoflgiou dieupupévou wpapiou otn diapdpPwon tns dibackanias» pe t Bepaukn katnyopia
«ikavonoinon twv daokddwv and tn dibackania tous ota oxoneia Sieupupévou wpapiou,
apou ol avaopés tous atn diapdpewaon tns didaokanias, KOs ekeiviv Nou avapépoviav
otnv IKkavonoinoh tous ané authv, pnopoucav va cupnepiing@Bouv oe dnnes katnyopies.

Anoteféopara

Ixedov 10 ouvono wwv daokddwv (A1, A2, A3, A4, A5, A6, A7, A8, A9, A10, A11, A12,
A13, A14, A15, A17, A18, A20, A22, A23) Sianiotwvouv OU He T0 VEO wpdplo ol pabntés
koupddovtal, XPNOIPOMOIMVTAS OpIopéves Qopés Opapatikés @pdoels, onws «ta naidid
@pevyave katdkona» (A2), «biaAvovtal tefsiws» (A14), «kivduvelouv va nabouv 1I6pupatioud»
(A15). Mo ouykekpipéva, yia va TeKunpiddouv auth tn dianiotwaon, ol daokanol avagépouv
OUu ol paBntés pwrtolv ouxva av to koudoUvi nou xtund gival 1o tefsutaio h 10 Npotelsutaio
(A1), néoa daneippata éxouv (A6), U wpa oxofdve, diapaptupovtal yiati nevouv kal Bélouv
va otapathoouv to pddnua (A14), «to pdu tous sival oto pondi» (A7), duokonetoval va
OUMPETEXOUV 010 pdBnpa twv tefeutaiwv wpwv (éktn kar €B6oun), 16iws 6tav autd eival
«Baagikd pabnuax» (yAwaooa, pabnpaukd) petd tnv napepfonn twv eknaldeUTKWY €16IKOTATWV
(A3, A6, A9, A11, A18, A20). H bianiotwaon tns koUpacns and éva daokano yivetal Kal Pe v
1616t Td Tou ws yovéa naidiol npwins tagns, to onoio dev NBee va ndel oxoneio, oe avtiBeon
pe v nepiodo s poitnans tou oto vnniaywyeio (A10).

Opiopévol daokanol emionpaivouv éu n koUpaon cuvendyswal 6u ol pabntés éxouv
peiwpévn eniboon og oxéon PE TS NPMTES WPES, Eival avaotatwyévol, £Xouv unepéviaon Kal
6ev neiBapxouv (A4, A14, A20, A21, A23), bev Béouv va diaBacouv «oute éva napapuoi
oto oniu» (A14). Adfol unoypappilouv 6u n peiwon twv enidéoewv eupaviletal Kupiws ota
naidia nou eite 6ev éxouv Bonbeia oo oMiTtI KAl AVAKOUV OTNV KATNyopia twv «aduvapwvy,
Aiyétepo pefetnpmv pabntwv (A10, A12) gite avhikouv atnv katnyopia twv naidiwv Pe «&dikd
pabnaiakd npoPAnpata» (A13), eved pévo évas ddokanos Bewpei du o1 «Agydpevol Kakoi
pabntés» weefolval yiat €Xxouv NePIooOTEPES eukalpies yia paBnpa (A11). Addol napdyovies
ol onoiol, oUpQwva pe dUo dbaokdnous, cupBanfouv otn peiwaon twv eNdOEWV €ival o peyanos
ap1Bpos pabntwv (A6) kal n duokodia twv eyxelpidicwv (A14). Enions, avagépetal aunon twv
kpououdtwv Bias, tns eniBeukdtntas kal 1v cofapiv atuxnpudwwy nou anodibovial otnv
Koupaon kai otnv kaBnAwaon oto Bpavio yia noAnés wpes (A13, A15).

Xapaktnpioukd eivar 1o yeyovds 6u ol duo ddokanor nou dev Bewpouv du eugaviletal
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«idlaitepn koUpaon» twv pabntwv (A5, A19) dibdokouv oe peyann ta€n (XT), adfd kai éu
o évas anoé autoUs édnAwvel Ou gival pavepn n KoUpAcon TwvV PaBNTOV twv PIKP®V Tagewv
(A5). Enions, a&ilel va onpeiwBsi 6u évas daokanos Bewpei 6u and ta oxoneia dieupupévou
wpapiou Ba ano@oIthael «pia yevid Naidicv n onoia Ba UNOPEPel and XapaKINPIoUKA ToU
Yuvbpoduou Aidonaons Mpoagoxns», toviovias du autd nou neplypdPetal ws koupacn gival n
noAudidonaon twv pabntdv Adyw tns evaniayns daokdnwv Kal ekNaiBeEUTKOV EIBIKOTATWY,
«eival 6nws aicBavecar petd and 6uo wpes {anivyk» (A8).

‘Ocov apopd tnv naidaywyikh oxéon avapeoa otous Saokanous kai atous pabntés, 1o aUvono
oxebov wv daokanwv avayvwpifouv 6u éxel alnd&el oo nAaicio twv oxofsiwv dieupupévou
wpapiou (A1, A2, A3, A4, A5, A6, A7, A9, A11, A12, A13, A14, A15, A17, A19, A20, A21,
A22, A23). Mio ouykekpipéva, unootnpifouv 6t €éxouv ouppikvwBei o addnAembpdosls pe
T0USs padntés tous d10u éxel peIwBei 0 xpOVOSs ENaPns ToUs HEOW TNS APAIPETNS: a) WPV and
v guéfiktn {ovn, B) wpwv ous onoies avantiooovial atevés oxéaels Saokdfwyv - pabntcv
nou twpa éxouv avatebei oe eknaideutkous eidikothtwy, alid kai e€aitias s napepfonns
v wpwv dibackadias twv eknaideutkmv twv eIdIKOTNTWV aus onoies epapuélovial aAAes
naibaywyikés NPAKTKES. ZUS WPES NMOU tous éxouv apaipebei, o ddokanol pnopouoav va
nai€ouv pe ta naidia (A3, A6, A12), va nikoIVwVACOUV Kal va pyactolv padi tous (A4, A5,
A19, A23), va bieubetnoouv npopinpata aus oxéoels Petau twv pabntwv (A5), va cu{nthaouv
Oépata aficv, otdoewv Kal cupnepipopwv (A5), va ekppdoouv évtova cuvaiobhpata, va
oulnthoouv npoPAnuarta eite pe npwtofoudia wwv pabntav eite pe dikh tous (A3, Ad, A12,
A14), va npooeyyigouv {nthpata s txvns, va NPOoEyyioouv dIapopetika tn yvawon (A7), va
xafapwaoouv (A7, A9), va ekuphoouv 6fes us IKavotntes twv naidiwv (A22), va dianddoouv 1o
xapaktpa tous (A10) kal va uAonolinoouv SpactNpIGTNTES 01 ONoiES Ta uxapiotoloav Kail
Siaokédbalav (A21). O1 6dokanol étav cuvbudlouv Us NPONYOUNEVES ENIMTMOEIS PE TN Peydnns
éktaons &16aktéa UAN kai to abud duokodias tns (A9, A13, A17), kaBws Kal P tnv nieon s
petdPaons oto yupvdaoio (A3), EnyoUv tnv emifoyn TV cUVINPNTK®OV NAISAYWYIKWV NPAKTUKOV
ous ornoies KatapeUyouv. Xapaktnpioukes eival ol ppdaoels, 6nws «uadnpa, unaivoups Kai
tous BopPapdiloupe ouvéxsia» (A3), [to oxoneio yivetal] «Aiyo ws nodu epyootdaoio» (A7),
[o &dokanos] «unaivel Yovo yia va PETaQEPEl YVMOEIS Kal va dnaitei tnv anéiutn nouxia,
v anéAutn cuppetoxn, v andéiutn napakoiotBnaon, v anéAutn cuvéneia, CUVEN®S gival
auotnpos pe ta naididy» (A9). Maniota, évas ddokanos unoypaupiel 6u n guvexns evannayn
S16aokéviwv kal ta noAdd Siakpitd avukeipyeva kdvouv akéua nio duokodo yia ta naidid
TWV «OTEPNHEVWV OIKOVOIKA Kal HOPPWUKA oTpwudtwv» va npoongidoouv tn Hidaktéa UAn
kar avadeikvUel v avaykn o ddokanos va pnopei va tpononolncel 1 npdypappa tns tagns
avdnoya pe tous otdxous tou Kal 1o puBuoé tns 1agns (A7), anoyn tnv onoia unootnpilel Kai
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évas annos 6aokanos nou tovilel 6u auto dev eival, nAéov, duvatd ota oxoneia dieupupévou
wpapiou Pe anoténeopa to Npdypappa va yivetal nio auotnpd kai nieoukd (A17).

Enions, 6dokanol unootnpiouv éu n cuxvh evaddayn didaokdviwv dnpioupyei olyxuon
ota naibid nou xpeiddovial éva npdéowno avagopds (A2, A5, A20). Autd, cUupwva pe éva
baokano, 6ev 10xUel yia ta naidid twv peyanUtepwv thewv, oe aviiBeon, dpws, e ta PIKkpdTEpa
nou «gival anonpooavatofiopéva Kal Yaxvouv va Bpouv va akoupnnoouv o' énolov dackano
undpxel, 6xi ous €161kétntes anid oe 6rolov daokano Bpouv va nepipépetai» (A5). H e€ouaia
v onoia 61éBete o daokanos éxel neplopiotel, Npdyua nou avudapPdvovial ta naidId pe
anotéfeopa tn diatdpaén tns neilBapxias o pdios tou daokdanou apxilel va poidlel pe 1o
pono tou giAdAoyou ato yupvdoio (A11) kai o dadokanos navel va anotefei npdtuno (A10).
‘Evas daokanos, paniota, bnAmvel nws 1o yeyovos 6u dev anotenei, niéov, onpeio avapopds
yia tous padntés tou napapiadel ta dikaidpata twv naidicwv, 616t o daokanos §pel U avdykes
éxel kABe pabnths kal o pabntns Eépel 6u o ddokanos Ba eivar 6inda tou kal Ba npoAdpel
onoladnnote akpaia oupnepipopd -autd, opws, dev yivetar onpepa (A14). Moévo évas
baokanos avagépel Ou pnopei va Ppel XpOvo yia va oIkoSOUNGE! «ia ouvaloOnpatikh oxéan
pe ta naidid», Bewpwvias Ou ekeivo nou neplopiel us duvatdtntes dianaidbaywynaons givai n
evtaukonoinon tnv onoia épepav ta véa PiBAia, apalpwvras us Blwpaukés dHpactnpIdTNTEs Kal
Snpioupycvtas tou dyxos (A18).

IXEUKA Je TNV IKavonoinon and tnv epyacia tous ota oxoneia Sieupupévou wpapiou, oxedov
ool o1 daokanor (extos tou A23) Nou KAVOUV OXEUKES avagopés dnAwvouv 6u gival Aiydtepo
IKavornolnpévol o€ oxéon pe 1o napenBov. Mo ouykekpIpéva, avaPEéPouv Nws EXouv tnv aicbnon
Ou xelpotepeUel n moidtnta tns epyacias tous (A2, A11), 6u yivetal nio autopatonoinpévn (A15),
koupddovtal kai ev anodidouv 6o unopoulv pe anotéfeapa va voiwBouv evoxés (A4, A11,
A12, A17, A19), aicBdvovtal 6u dev npodafaivouv (A5, A8, A10, A11) kai 6ev oAokAnp@vouv
10 épyo tous (A11, A17), voi®Bouv otevoxwpnpévol, anokapdiwpévol Kal anoyonteuévol
(A8), au€avetal n avaopdneld tous yiat dev dnpioupyolv, dev Aeitoupyolv pévol Tous,
ektenoUv Kkal teikd petapépouv us €uBlves ota naidid kar otous yoveis (A22), voimBouv
ano€evwpévol and ta naidid (A10), aiobavovtar 6u xdvetal n évvola tou cuvadéngpou yiati
ol 616aokovies ato oxoneio xwpilovial oe «kikes» dHaokdAwV Kal EKNAIBEVTKWOV EIBIKOTATWY
(A11), Bswpouv 6u éxouv yivel bucapeotol yia ta naidid (A15), au§dvetal 1o dyxos tous (A19)
Kal éxouv tnv aicBnon s anwieias, 6nws auth ekPpaletal Pe XapaknpIouko 1péno ota
Aodyla evés daokanou o onoios dSnAwvel 6u B€Ael va katakthoel §avd tov eautd Tou NoU €XACE,
va Bewpei kai ta 26 naidid tns 1agns Sikd tou, va voinBel 6u «nétuxa autd Pe Tous pabntés pou
kI autd pe ofokAnpwve, nAéov autd vimBw va to xavw» (A11).

‘Ocov apopd us OXECEIS TOUS LIE TOUS eKNaIBEUTIKOUS I6IKOTNTWY, Ol NEPIoadtepol daokanol

89

NAIAATQTIKH - Bswpia kal npagn, 5/2012



Twpyos [péAdios - Tdoos Aidunas

ava@épouv OU ol cuvepyaaies padi tous eival nepiotaciakés kal duoxepaivovial (A2, A3, A4,
A7, A8, A10, A12, A13, A15, A17, A20, A21, A22) eneibh ta avukeiyeva dibaokadias dev
ouvbéovtal (A2, A4, A7, A12, A15, A20), undpxouv elfsipels unikotexvikns unodopns (A3),
gival npakukd aduvato ol eknaibeutikoi €161KOTNTWV va yvwpifouv ta avalutko npoypappa
onwv twv thewv (A7), dev ninpwvovtal kai dev tous divouv npdypappa napd poévo «duo
oenides yia ekpdBnon Se€lothtwvy (A8), sival wpopiadiol kal éxouv anfo @oOPTo epyaaias
S16dokovtas oe tpia oxoneia pe anotéleopa va pn Bédouv va avandBouv unnpeaoies kal va
OUMIETEXOUV OE anoysupatvés auvedpidoels tou aunndyou didaokdviwy (A13, A20) kai dev
undpxel niaiolo ka1 xpdvos yia cuvepyacia (A10, A20, A21, A22). AUo baokanol avagépouv
ou bev undpxel ouvepyaoia (A6, A11) kai 6Uo dnfol unoatnpifouv 6t ol oxéoels daokdnwv
- eknaidevtkav e1bikothtwy gival dpiotes (A1) kar ol ddokador «naipvoupe 16ées» and tous
eknaibeutikoUs g1dIKothtwv (A23).

O1 nepioodtepor ddokanor Sianiotovouv du o1 eknaideutikoi e1diKothtwy dev éxouv
naibaywyikn katapuon (A1, A2, A8, A10, A11, A12, A13, A14, A15, A16, A17, A18, A21, A23),
npo@avas Adyw twv onoudwv tous aus onoies aoxoAoUvial PE T0 EMNICTNHUOVIKG avUKEIPEVO
tous pe eddxiota naidbaywyikd pabnpata emdoyns, andws yia va Sikaiodoynoouv «6u
Kdvape kal naidaywyikd» (A11). Mo ouykekpipéva, tekpnpi®@vouv ty éAReipn naidaywyikns
katdpuons pe Baon 1o 6u «epappdlouv npdypatar» nou apudlouv oe anfo niaioio onoudwv
(A1), 6ev pnopouv va diaxeipiotolv 10 {htnpa tns neiBapxias (A2, A23), dev yvwpilouv ta
avadutkd npoypdpuata Kal tov 1pono pe tov onoio npénel va 616a§ouv, evid ool éxouv
S1atebei and in deutepoPabpia eknaibeuon 6ev pnopoUv va NPOcapUooTolV 010 SIAPOPETIKO
nAaiolo okonwv Kal avaykwov s npwtns Babuidas, 6ev pnopolv oute to AeiNdyid tous va
npooappdoouv (A8), £xouv «yupvaciakn TAKUKA» yia TNV avUPEIDNIon twv Naidicov (A15), dev
yvwpidouv Us avaykes twv PIKPWV tagewv agou, yia napddeiyua, npoonabouv va si6dgouv ota
naidid s npwtns tagns to ayyniké anpdpnto dtav autd dev Eépouv akdpa Nms va nNidoouv 1o
poAUPI kal va ypdyouv éva eAfnvikd ypdupa, dnuioupyvias tous coBapd npopinpata (A10,
A12), éxouv ouvnBioel oe dous kavoves, eniBandouv dAnes noivés -6nws ol anoponés- and
tous daokdnous, 1oxupifovial 6u o1 baokanol éxouv 6woel noAiés eneubepies atous pabniés
avunaufavépevol diapopetikd v évvola s dnpokpatias (A11), 6ev apnvouv tous padntés
va dnyioupynoouv ota €Ikacukd e anotéleopa va xavetal n ékppacn kal n andéfauocn Kal
ekAapBavouv tnv avtibpaon wv naidiwv oav enavactaon (A13, A14), avupewwnifouv ta naidid
nonu edacukd h noAu okAnpd (A16), dev fonBouv ta naidid va npepnoouy, va ektovwOouv
Kal va evdiapepBoulv yia to avukeipevo didaokanias tous (A17) kair 6ev éxouv oucliaoukn
oxéon padi tous, pe anotéfsopa ta naidid va pn dnpioupyolv kdu o€ pabhpata énws ta
€IKaoTUKA Kal n Beatpikn aywyn (A20). Mévo tpeis daokanor diapoponolioUvtal, avapépovias
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6u ol eknaISeUTIKOi EI6IKOTATWV TWV EIKACTUKWY Kal Tns Beatpikns aywyns nou Hiddokouv oto
oxofleio tous gival «e€aipetkés» kal «dounelouv pe Baon to nAikiakd eninedo» (A18) n éxouv
naibaywyikh katdpuon (A22) h éxel [n pouaikds] naibaywyikés apxés (A9). Opws, sivar pavepd
ou npodkertal yia eGaipéaels apou o npwtos dnndvel éu oe dANa oxofsia ol ekNaIdeUTIKOI
e1ibikothtwv Babpofoyolv h cupnepipépovial oa va €ival oto yupvdaolo (A18), o beltepos
tovilel 6u autd nou cupBaivel épxetal og avtiBeon pe dina oxoneia (A22) kal o Tpitos avagépetal
anokieloukd o€ pia eknaidbeuukd eidikétntas (A9). Enions, évas daokanos unootnpilel du n
gicodos twv eknaibeutkav eidikothtwy emBapuvel ta naidid nou gival avunepdoniota kai ot
pe v idia Aoyikh Ba énpene va dibdokouv atnv npwtofabpia eknaibeuon pabnpaukoi kal
QUOIKoI, Kdu 10 onoio Bewpei anapadexto (A14).

Ténos, atifel va onpeiwBei 6u opiopévol ddokanor diapwvolv pe th didaokadia ths xphons
v unonoyiotv and eknaideutkous nAnpoPopikhs SIOT NPEMEl va XPNOIPONOIoUVIal WS
epyaneio, npdypa nou pnopei va kavel n véa yevid wv daokddwv (A1, A22), n Sibaokadia
be€lothtwv bev anotenei yvaon (A8), bev gival anapaitntn ous dUo npmres 1agels yiati odnyei
ownv kaBnAwaon twv naidiwv pnpootd ot pia 086vn (A9) kai Ba énpene o1 6dokanol va fonBouv
ta naidid va yaxvouv ninpo@opies yia va e€oikeiwBolv e tous unonoyiotés (A17).

IXeukd pe tnv udikotexvikh unodopn, ol nepioodtepol ddokanol dianiotwvouv 6t dev
avuotoixei ous avaykes wv oxoneiwv dieupupévou wpapiou (A1, A2, A3, Ad, A5, A6, A8,
A10, A11, A12, A13, A15, A17, A19, A20, A23). Avagépouy, 1dikdtepa, tnv £ANEIPn Xwpwv
yia tnv npaypatonoinon twv pabnpdtwv s yupvaoukns (A1, Ad, A6), twv sikacukwv (A5,
A17), ins pouaoikns (A15), tnv nadaidtnta twv nAektpovik®v unofoyiotwy (A3) h v éRAsIPn
tous (A12) kar tnv akataddnAétnta s aiBouaas nAnpogopikhs (A4, A5, A6) h tnv éAfeiyn
s (A8), v éAReiyn aiBoucas ekdniwaswv (A4) kai Beatpikns oknvis (A13, A15, A19), tnv
énneiyn unikav yia tn dibaokadia (A6, A8, A13, A23) kai BiBAIoBAKNs (A15, A20). Mévo évas
baokanos Aéel 6u undpxouv unodopés, onws pia aibouca noAfanAwv xpnoswyv, anAd tovidel
ou epyaletal og éva oxofeio tetpactias xwpis, Opws, auin (A7).

‘Ooov a@opd tn dlapdpPwon s anoysupatvis {ovns twv oxoneiwv dieupupévou wpapiou,
oxebov 10 olvono wv daokdnwv dianiotwvel 6u n kabiépwaon tou disupupévou wpapiou
éxel Glapoponoingel tn Aeitoupyia ts. Mo ouykekpipéva, ava@éPouv 0T N AMNOYEUUATUVA
{wvn Aertoupyei kupiws ws @uAagn (A1, A15, A16), xwpis evioxuukn dibaokadia yia t
naidid and ta PEIOVEKUKA otpdpata tns Kolvawvias (A1), ta naidia dev éxouv tnv npoetoipacia
nou xpeidovial yiati auth éxel ouppikvwBsi oe pia wpa (A2, A4, A7, A8, A9, A22) kai
enavanapPdvovial dpactnpidtntes (eikaoukd, Beatpikn aywyn, NANPOPOPIKN, YUUVACUKN)
T0U NpwIvou npoypdupatos (Ad), npdypa nou dev éxel vonpa (A8, A19). Ta naidid nou pévouv
oV anoyeupauvh {ovn ptavouv ndn koupaouéva (A2) kar koupalovtal akdua NePICTOTEPO

91

NAIAATQTIKH - Bswpia kal npagn, 5/2012



Tawpyos péAdios - Tdoos Aidunas

ané ta anfa (A1, A8, A9, A11, A12, A13, A14, A16, A17, A20), yeyovés 1o onoio opiapévol
6aokanor ekppalouv e eUPatikd TPOMo Onws «ekei nou ta Naidid yivovtar pdkn gival oto
ononpepo» (A8), «ta naidid ival po@ia, oUte ta pabhpatd tous dev pnopolv va kadvouv» (A12)
Kal «6oa naidid pévouv oto ofonpepo yivovial nudpata otnv koUpacon» (A17). Me Baon us
NPoNyoULEVES avaQopéEs, NPOKUMTEI Kal n ektipnan &t n Agitoupyia ths anoysupauvis {ovns
anoduvapvetal o€ oxéon pe o Npolndpxov wwv oxoneiwv dieupupévou wpapiou oNonpepo
oxoflgio (A3, Ad, A5, A11, A12), pe tnv onoia diapwvei évas ddokanos pe Paon 1o okentukd 6u
«bev undpxel anoduvapwon tou ononpepou oxoneiou av pINApE yia éva eviaio oxoneio - dev
éxel auykpotnBsi kand to oxoneio 1o onoio énpene va Aeitoupyei and us 9.00 péxpr us 16.00
kai va &poupe ou eipaote 6Mor bt népa kal va Epoupe nms Aertoupyei» (A18).

01 6aokadol, ye Paon us oxéoels NOU avantyooouv UE TOUS YOVEIS Twv padntwv tous,
xwpilovtal og dU0 opddes ws NPOs US ANAVINGCEIS TOUS GTO0 EPWINUA NMS AVUUEIWNI(OUV Ol
yoveis ta oxofeia Sieupupévou wpapiou. LZUpPwva pe tnv NpmIn opdda, ol yoveis fAénouv
Beukd 1o oxoneio dieupupévou wpapiou di6u eunnpetouvial pe autd (A1, A2, A17, A19,
A23), tous BonBdsl ato npdypappd tous (A3), payeipeouy, Eekoupdadovial, TENEIOVOUV TS
Houneiés tous, «Eepoptwvovtai» ta naidid tous yia pia wpa napandvw (A15), dibdokoval 1
naibid texvonoyies tns NAnpo@opias Kai tns nikoivwvias Kal ayynikd (A8), BAénouv to oxoneio
oav xwpo diapovns twv Naidickv kal §unnpétnans t1ous pn divovias NPotePaIdTNTA 0Tn YVMON
Kal otnv yuxondoyikh @option twv naidickv étav dev éxouv nol va apnoouv 1o naidi tous
(A9), Eepoptwvovtal ta naidid (A10), vopilouv 6u o1 6dokanol doudelouv nepioadtepo (A10),
nioteyav us €ayyenies tou Ynoupyeiou 6u Adyw tou entdwpou ta naidid dev Ba gixav epyaacia
oto onit —kai yévouv éknAnktol 6tav éxouv (A18).

Loppwva pe tn deutepn opada daokdnwv, ol yoveis dixalovial avapeoa o autoUs nou
avupetwnifouv Beukd to oxoneio disupupévou wpapiou yia opiopévous and tous AdGyous ol
onoiol npoava@épbnkav kal o€ ekeivous nou 1o avupetwni(ouv apvnukd (A4, A6, A11, A13,
A14, A21), Adyw tns koUpacns twv naidicwv (A6, A13, A21). Mévo évas bdokanos avapépel
Ou 10 véo dleupupévo wpdplo dev apéael atous yoveis yiati ta naidid koupadovial kai dev
pnopouv va diafdcouv oto oniu (A12), eved évas ddokanos dnAmvel du dev yvwpilel av ol
yoveis gival euxapiotnpévol h duaapeatnpévol, annd sival oiyoupa anaffaypévol and to ayxos
va ndpouv ta naidid npiv us 14.00 kai xpeidloval xp6vo yia va Souv ta dpia Kal tnv ouaia Tou
Sieupupévou wpapiou (A7).

‘Ooov agopd 1o okond twv oxofesiwv disupupévou wpapiou, pia opdda daokdwv otéketal
KPIUKA anévavii tou, ouvoéovtds Tov e €UPEiEs Kal otpatnylkoU Xapaktnpad 16onoyIKES
kar koivwvikonodiukés emdiges. Or embiiels autés eival n eunédbwon tns cuvhBeias tns
unotayns otous pabntés yia tnv onoia ubuvn @épouv kai ol daokanol ws «TeNEUTaios TPOXOS
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s apd&ns» (A14) kar n éupacn nou bivel n Eupwnaikh Evwon otnv avantugn Bacikwov
beClothtwy (A1, A7). Adokanol autis ts opddas enionpaivouv 6u, e Ao TS CUYKEKPIYEVES
embimEers, n katdktnon s yvaons kai n diapdppwon cuvodikhs aviiAnyns yia Tov KOCHO
ws okonoi tou oxoneiou anaimvovtarl (A1, A7), evid otn Béon tous npowBeital n andktnon
Aertoupyik®v NAnpoopItv Kal Npocdviwy ta onoia Ba tibevial cuvexds und apgiohtnon
owmnv ayopd epyaaias (A1, A2, A7).

Mia édAAn opdda daokdanwv otékovtal, enions, kpiukd anévavu ota oxoneia disupupévou
wpapiou miotevovtas 6u SnpioupynBnkav yia va eEUNNPETNOOUV OTEVES Kal TAKTIKOU XapaKtnpa
nonitikés kal olkovopikés emdimEels. Autés gival n dnpioupyia noAIitk®V eviunwoswv (A16),
n anoppo®naon supwnaikwv kovdudiwv (A6, A8, A11), n eUpean epyaacias twv EKNAIGEUTKDY
aibikothwv (A6, A10) h n afonoinon aAdwv nou «nepicocuav» and tn Geutepofdbuia
eknaideuon (A11) kai n npopnBeia nAektpovikwv unonoyiotwv (A8), onpeikvovtas €ite OU
o okonds tous dev Bepefidvetal atnv eniothpn (A8) eite 6u dev eGunnpeteital 10 «kand twv
naidicov» (A10).

Mia tpitn opada daokanwv paivetal 6u Bénel Beukd ta oxoneia Sieupupévou wpapiou eite
Slatunwvovtas npotdoels yia v kandtepn Asrtoupyia tous, 6nws n dnpioupyia unodopwvy,
n peiwon tns dibaktéas UAns, n adfayn tou tpénou didaokadias (A3, A23) kai n puBuion tou
wponodylou npoypdupatos wote ol 6dokanol va Sibdokouv Us Npwies wpes (A9) gite kdvovias
Adyo yia us kanés npoBéoels pe us onoies Eekivnoe autds o neipapatopéds (A12, A20) ite
piAcvTas yia 1o okonod nou Ba énpene va éxouv, SnAadn ta naidid va anoktoUv NePICoOTEPES
gpnelpies, 1o oxofeio va yivel nio dlaokedaauko, va yivovial 6Aes ol Spactnpidtnies péoa oto
oxoneio (A5, A23) site Bewpwvtas 6u anoteAoUv pia undoxeon yia éva Siabspatkd oxonsio
(A15). AiCel va onpelwdei, Opws, 6U oI bdokanol autns tns opddas apevos dev npoadlopifouv
pE cagpn tpdno nolos gival Katd v dnoyn tous o okonds twv véwv oxoneiwv dieupupévou
wpPaPiou Kal APEEPOU OPICUEVOI ENICNLIAIVOUV TOV NPOXEIPO, ANOCNACHATKO, BIacTKO, Xwpis
ouaIaotukh Xpnpaukh kal UAIKotexvikh unootnpiEn (A5, A20, A23) h AavBacpévo tpoéno (A15)
HE TOoV 0noio auykpotnBnkav, kaBws Kal to 6u éxouv apvnukd anotenéopata (A5).

Ténos, 6Uo ddokanol dSnAwvouv pe eubu podno ou dev éxouv avuingBei tov npaypatko
okonod aut®v twv oxofeiwv (A4, A17), eviw o 6eltepos and autous diamiotwvel unofaduion
tou oxofieiou e€artias tns aywvias va 616axBouv 6oo 1o duvatd nepioodiepa avukeipeva kai
évas annos avapwuétal av npénel va eMGIWKETAl N eUTuXia N n enayyeNPatKkn anokatdotaon
v pabntv pe «pia kadootnpévn pnxavh n onoia va Pyddel dtopa nou va @aivetal, oto
EVEQYNTKO TOUs, OU €xouv Kavel noAnd» (A13).
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LUMNEPUCHATIKES NAPUTNPNOTEIS

Ta oxoneia dieupupévou wpapiou kaBiEp@ONKav Oe pIa KOIVWVIKOMOAIUKA GUyKupia n
0roia XapakINPEIotNKE anod v EQApUoyn ToU NEOYPAHPATos SNPOCIOVOUIKAS NPOCApHOYNS
NS XWPAS NOU £YIVE YVWOTO WS PVNPOVIO Kal CUVENAYOTav TOV MEPIOPICHO TWV KPATIKWV
banavav yia tnv eknaibeuon. And auth v dnoyn, ntav eavepd éu n kabiépwon tous dev
Atav duvatd va atnpixtei otn dnpioupyia twv anapaitntwv UAIKOTEXVIKWY UNodop@mV nou
anartoUoe éva €010 eyxeipnua, npdypa nou, PéRaia, yvopide n nyeoia tou Ynoupyegiou
Maibeias Ala Biou Mdbnons kai ©pnokeupdwwy. Zuvenws, n kabBiépwaon tous pe fdon to
npoavapepOév enixeipnpa tns anotuxias tou oflohpepou oxofgiou to onoio «dnuioUpynoe
npopAnuata kar dev éneioe tnv eAANVIKN OIKOYEVEID Kal TNV €KNAIBEVTIKA KOIVOTNTA YId TOV
naibaywyiké/ eknaideutkd tou pofo» dev eival neioukd, agou NPdaPatn cuctnpatikh peAétn
Tou ofonpepou axoneiou eixe avadei€el ws Baoikn artia wwv npofAnudtwy tns Asitoupyias Tou
v «éAfsiyn kar avendpkela udikotexvikhs unodopns, kupiws €dIKdv xwpwv»3. Madiota,
autoi akpIBws ol €181Koi XWpPOI htav NEPICOOTEPO avayKaiol ata oxoneia dieupupévou wpapiou
Adyw tns eicaywyns ts dibaokadias véwv pabnpdtwy, 6nws n Beatpikn aywyh Kar s
Xpovikns enéktaons tns didaokanias anfwv, 6nws n HOUCIKA Kal n GuUaIKA aywyn. Emnnéov,
n 6i1daokadia tns nAnpoopikhs oe 6ies us tagels, akdpa kai av dev anartouce v Unapén
€161KoU xwpou, ntav BEPaio du anaitoloe olyxpovo e€onfiopd NAEKTPOVIKMY UNoAoyIoT@Y.
‘Ocov agopd 1o enixsipnpa ts pun ofokANPWONS NS MPOETOINACIAS TV HaBNpdtwy s
endpevns pépas yia v kKabiépwaon tou dieupupévou wpapiou oe avukatdotaon tou naniol
ononpepou, and tn bikn pas digpelivnon twv andyewv daokddwv ol onoiol epyalovial ota
oxoflgia dieupupévou wpapiou NPOKUMTEl OU OTNV anoyeupauvi {vn aUTMV TwV oXoNEiwv
ta naidid 6ev éxouv tnv npoetolpacia nou xpeiddovial 816U auth éxel ouppikvwBei oe pia
®pa, anid kar otnv napouciacn twv supnpdtwy navednadikns peuvas NOU avapépetal ous
epnelpies kal andyels knaldeutkmv ol onoiol epyddovial ae oxoisia dieupupévou wpapiou, ol
€KNAIGEUTKOI EKTIMOUV OT 0 OTOX0S «va PéVEl n Todvta oto oxoneio» Oev emteUxOnKe®.

Me Baon ta nponyoUpeva, yivetalr gavepd ou n kabiépwon twv oxodeiwv Sieupupévou
wpapiou dev anookonoUoe otnv dupAuvon twv npoPAnudtwv tou ofonpepou oxongiou,
onpavukés nAgupés ts Aeitoupyias tou onoiou (nNpoegtoiyadia yabnpdtwyv endpevns pépas,
evioxuukn dibaokania) anoduvapwvovtal. Maniov, n enikAnon twv naidaywyikov adbuvapiov
10U ofloNpEPOU OX0MEiou XPNOIEUTE Yia TN vopiponoinan tns noArukns enifoyns yia otadiakn
PETATPONN TOU ONPEPIVOU oxonsiou, Péow tou dleupupiévou wpapiou, o€ éva Néo Ixofgio nou
gival, énws npoavapépBnke éu dnAwvel 10 YNOupyeio, 0 «anmIEPOS GTOX0S Ths CUVOAIKNS

3 BAn Kwvortavtivou, 2007, 0.83.
4 BAn Avépoundkns, k.d., 0.52.
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€KNAIGEVTKNS PETaPPUBHIONSY.

O1 avagopés twv daokanwy tns €pyacias pPas okiaypagouv Oyels autns tns emidoyns. Ta
oxofeia dieupupévou wpapiou xapaktnpiovial ané v eviaukonoinon tns Sibaokadias
v pabntav. H at€non twv wpav dibackadias, 1diaitepa aus pikpés tagels, ouvendayetal tny
augnon s koUpaons TV PaBNT®V, NouU éxel WS ANOTENECPATA, OE OPIOUEVES NEPINTWOEIS,
peiwon wwv embdoswv, npoPAnuata ansiBapxias kal kpouopata eniBetkdtntas kai Bios. H
evtaukonoinon tns &ibaokadias dev Qaivetar va odnyei otn Bedtiwon twv enidéoewv twv
pabntmv oUte otnv evioxuon tns cuvepyaaoias daokanwv - yabntwv, og ouvbuacud, paniota,
pe tn peiwon v adAnAemndpdoewv tous Adyw s aQaipeons wP®V OUS OMOiES ENEKTEIVAV
Kal eYpdbuvav us noikiles yVwouUKEs Kal KOIVWVIKES OXECEIS MOU avanmtioooviav Hetagu
tous. Lta oxodeia Sieupupévou wpapiou ol duvatdntes wv daockadwv va aulnthoouv, va
avaotoxaotoUV Kal va OUVEPYAoTOUV ME ToUs Pabntés Tous éxouv peiwbei kal o naidaywyikods
ponos wv daokanwv ouppIKVAVETal.

H anwieia onpavukoU pépous tou naidaywyikoU pdAou tous o€ cuvdUAauO HE TNV nigon
nou aioBavovtal ané v augnon tns noodwntas kal ou Babpou duckodias katdkinans s
S16aktéas unns twv véwv BiBAiwv, auave tnv €Agn nou aokei otous daokdnous n naidaywyikn
tou pavatdueve. Apxifouv va uloBetolv pia npaypatouki Kal epyanelakh Npooéyyion yia tn
616aokania®, enikevip@vovtas tnv NPocoxn tous otn petafifaon yvmoswv.

‘Eta1, n Asitoupyia tou dnpotkol oxofgiou and v dnoyn twv NAISAYWYIKWVY NPAKUKMOV
teivel va npooopolwBei pe tn Asitoupyia tou yupvaciou. AQou, OxI HOVO o1 EKNAIBEVTIKOI TwV
e16ikothtwy, 1o Adyw twv 10xvev duvatothtwy nou éxouv diddokovias o€ Siapopeukd
oxofeia, duokonelovtal va npooappootolv aus cuvBnkes tns npwtoPddpias eknaideuons
600 kal Adyw éAdeiyns naidbaywylk®v onoudmv Petapépouv Katd kavova Ts Naidaywyikés
NPAKUKES ol oroies KuplapxouUv ekei, aniid kai or ddokanol gaivetal va Kata@eUyouv o’ autés
o€ anpavuko Babpo.

H ouppikvwon tou naidbaywyikoU péiou twv daokdlwv kal n uioBétnon naidbaywyikwv
npakukwv and us onoies eEopiletal oudnnote 6ev agopd tn petddboon yvwoewv, cuvbéovial e
v nonU piIkpoteEPN IKavonoinon nou avtloUv and tnv epyaadia tous ata oxoneia disupupévou
wpapiou. To 6u o1 daokanol avapépouv nws dev npodafaivouv va ofokAnp@aouv 1o €pyo
TOUS, AUTOUATOMOIEITal KAl XEIPOTEPEVEI N MOIGTNTA TNS £pyAaias Tous Kai aioBavovtai, yetagu
dddwv, anoyohteuon, evoxés, dyxos, avao@daneia kal anoévwon, anotedoldv anoteéopata
10U ouvbuaopoU tns evtaukonoinons ts didackanias twv pabntv pe v anoduvapwon
BaoIK®V XapaKtNPITUK®VY ts ENAYYENPATIKAS TOUS I616TNTAS Kal HE TNV UI0BETNON CUVTNENTIKMV

5 BAn Giroux, 2004, 0.63.
6 BAn Aronowitz & Giroux, 2010, 0.162.
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naibaywyikmv NPAaKUKoOV’.

Mpos evioxuon twv napandvw Cuveneliy Qaivetal va Atoupyei kal n kouAtoupa Tou
KatakeppauouoU® nou apxilel va avantiooetal otous cuAidyous twv Sidaokéviwy, dnws
Qaivetal and us andyels wwv 6aokanwv yia tis SUVATOTNTES CUVEPYATIAS E TOUS EKNAIOEUTIKOUS
TV EI61KOTNTWV 01 oMoies gival NpoPANUATIKES éws avUnapKIes, ite yia avukelpevikous Adyous
onws n éAneiyn ouvdéaewv petall twv avukelpévav dibaokanias gite yia Adyous nou apopouv
v naibaywyikn ouykpdtnon wv eknaideutkmv wv eidikothtwy. Etal, ol eknaideuukoi
v oxofsiwv dieupupévou wpapiou epyddovial YGvol Tous h O aNopOVWEVES Opades pe
anotéieopa va anotpénetal n dnpioupyia pias kouAtoUpas enayyedpaukns avanwéns, ota
niaiocia evos oxoneiou nou Ba pnopoloe va Aeitoupyei kar ws enayyeApaukhn kovétnta® yia
6fous tous 616GoKoVIES Tou.

H Bgukn otdon onpavukns pepidas twv yovéwv anévavu ota oxoneia dieupupévou wpapiou
v onoia dianiotvouv ol daokanor dev ennpedlel ouciaoukd us andyels ToUs yia 10 okond
autwv v oxofeiwv, apou egnyeital (NAnv pias nepinuwons) pe Bdon v e§unnpétnon
avayK@V TV yovéwv Kal OxI e BAon us HoppwuKES avaykes wwv padntav. Auth n e§hynon, oe
ouvbuaopd PE TS CUPNEPAOUAUKES NAPATNPNTEIS Nou Npoava@épBnkav, divouv tn duvatdtnta
VO Katavonooupe To yiati kavévas and tous daokdnous, akopa Kal and ekeivous ol onoiol
Qaivetal 6u Pénouv Beukd ta oxoneia dieupupévou wpapiou, dev avagépel du n Asrtoupyia
tous &unnpetei tnv avadBuion tns noidtntas tns eknaibeuons, 6nws Ioxupidetal to Ynoupyeio
Maibeias Ala Biou MdBnons kai ©pnokeupdtwyv. H «otadiakn petatponi tou onpepIvou
oxoneiou oto Néo Ixoneio» péow twv oxofeiwv disupupévou wpapiou dev gival AkUoTKN yia
tous daokanous, 1d1aitepa, paniota, av AdBoupe undyn pas 1o yeyovos 6u pia opdda daokdnwv
ta ouvdéel pe eupeies kal otpatnyikoU xapaktnpa 15eooyikEs kal kolvwvikonoAitkés emdinEels
(epnébwon s ouvnBeias tns unotayhns otous Padbntés, anaiwon s KATaKINoNS NS YVwons
Kal tns dlapdpewaons ouvodikns aviiinyns yia tov KOOHO - éugacn otnv avantugn Bacikmv
be€lothtwy kar otnv andktnon Asrtoupyikwv NANPOPOPIKY Kal NPoadviwy ta onoia dev Ba
Slao@anifouv th cuppEetoxh otnv ayopd epyaaias), eva pia dAfn opdda baokanwy ta ouvoéel
E OTEVES Kal TAKTUKOU Xxapaktnpa noAItkEs Kal olkovopikés enidiwéels (bnpioupyia noditkmv
EVIUNWOEWY, anoppo@nan gupwnaik®v kovéudiwv, napoxh epyacias otous eknaldeutkoUs
€161KoTNTWY, NPOUNBEID NAEKTPOVIKWY UNOAOYIOTWV), HE TS OMOIES, aViioToIXa, €ival Pavepd
ou dlagwvouv. Autd, BéBaia, ev ouvendyestal 6u to oUvono h n nAgiovotnta twv daokdwy

7 BAn Apple, 1993, 0. 217-219.
8 Bin Day, 2003, o. 183.
9 BAn. Day, 2003, o. 180.
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Ba avuotabsi avoixta otnv epappoyn tou dieupupévou wpapiou’. Opws, anotedei pia évoei§n
yia ta goPapa npofAnpata ta onoia gival mBavoé va avupetwniosl oto péAAov pia eKNaldeUTKn
petappuBpion nou dev éxel e€aopaniosl th cupwvia twv dackanwy, kaBws autoi anotedolv
TOUS Mo onPAavtkoUs NApAyovTes yid tnv epappoyhn tns eknaldeutikns noArukns'.
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10 Onws enionpaivel o Apple (2008, 0.315), o1 eknaideuukoi, 6nws dAol o1 epyaldpevol, pnopei va avuotabolv
avoixtd otnv anmieia tns autovopias tous afid kal, oe dAAous kaipoUs, unopei va npoonabhoouv va otpéyouv
o 6ends tous akoun Kkai us mo affotplwukEs eunelpies, NoAnés gopés yia va emdoouv dAfa npaypaukd
npofAhpatd tous nou NPokUNIouv and us cuvBnKES tnNs OIKOVORIKAS, yia napdderypa, duonpayias.

11 BAn Hayes et al., 2006, p.134.
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BeAuwvovtas tn 6ibaokadia. H nepintwon Lesson Study

fafdhvn Pekanidou
Enikoupn KaBnynhtpia
Anpokpiteiou MNaveniothpiou ©pakns
grekalid@psed.duth.gr

Mepiinyn

O okonds s epyacias €ival va napoucidoel pia popen enayyeApaukhs avantugns twv
eknaibeuukmv n onoia ufonoigital oo xwpo tou oxoneiou. Eidikdtepa, napoucidletal n
nepintwon Lesson Study, tns onoias n 16¢a kai ta €idn twv epappoywv, NpwIogUPaviotnkav
ownv lanwvia, kal and ta in tns dekagtias tou 1990 éxouv epappootei ae SidPopa eknaidbeutkd
nepiBannovra. Zra nAaigia tou oxedlaopoU KAl twv EQAPHOY®V ths atn oxoAIKN Npaypatketnta,
€VIOXUOVTal N OUVeEPYacia Kal N avatpo@oddinon petafl twv ekNAIGEUTIKWVY PE oKOMO TN
BeAtiwaon tns dibaokadias kai tnv enayyeApatkns tous avanwén. Inv epyaaia neplypdpovial
1a €idn Lesson Study, o1 pdoels tns epappoyns tns kal diatunwvovial npoBAnpatiouoi yia us
duvatoTnTes PETEYYPAPNS TNS OTO XWPO NS KNaideuons AARwWV XwPwV.

Abstract

The objective of this paper is to present a form of educator’s professional development
which takes place in the school. Particularly, the form of Lesson Study is presented. The con-
cept and the applications of Lesson Study were first presented in Japan and have been con-
ducted in a variety of educational contexts since the late 1990’s. Within the framework of
planning and implementation of Lesson Study in the school reality, cooperation and feedback
of educators are enhanced in order to achieve the improvement of their teaching as well
as their professional development. In the paper the types of this form and the phases of its
implementation are described while concerns about whether Lesson Study can be applicable
in the educational environment of other countries are posed.

Eicaywyika

Ihpepa, kai hdn and tnv Gekaetia tou 1990 undpxel éva iebvs au€avopevo eNIoTNPOVIKO
evbiapépov yia tnv Bedtioon tns 6i6ackanias atn oxofikh ta§n kaBws anotedsi évav and tous
nUA®VES yia tv ugndn noidtnta tns pdénons twv pabntwv (Lampert, 2001. Stigler & Hiebert,
1999). MapdAnnAa Givetal éugaon otnv napoxn ouaiacukns enayyeApatkhs avantuéns twv
eknaibeutkawv  (Hiebert, Gallimore, Stigler, 2002), eved undpxel Siapkws kar peyanutepn
ouykAion twv andyewv 6u auth, n teldeutaia, anodidel kadUtepa anotenéopata otav sivai
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peydnns xpovikhs Sidpkelas, npaypatonolgital oto oxofsio, €ival ouvepyaukn, €ouddel otn
pabnon twv pabntwv kar ouvdéetal Pe o enionpo Npdypappa tou oxoneiou. Me autés us
npodiaypapés kar us npolnoBéoels o Garet kal ol ouvepydtes tou udonoincav Npdypappa
enayyeApaukns avanwéns eknaibeutikwy. Ita anotenéopata tns €QAPUOYNSs avapéPouv
Ou katd t SIdpKela ToU Npoypappatos ol eknaideutkoi gixav tn duvatdtnta va oxedidlouv
pabnpata ouvepyaldpevol oe opdades, va 6i1daockouv, va afdnfoaflionoyolvtal Kai otn
ouvéxela va enavegetalouv ta pabnpata nou npaypatononBnkav. Oi iGlol pefetntés enions
ava@éPouv Ot Ol CUPETEXOVTES EKNAIBGEUTIKOI, NOU ato napenBdv douneuav pepovwpéva Kal
napadooiakd ownv taén, ano@dvOnkav Beukd yia tolou gibous npoypdppata. Ahdwaoav 6u
tous 660nke n duvatdtnta va cuvepyalovtal Oteva pe Tous ouvadénous tous yia tn Bedtiowon
WV NPAKUK®V Tous péoa otnv taén kal 6u pnopouoe o kaBévas va aflonolei us yvaoels nou
anoképile and us, petagu tous, aninfenidpdoels Kal us avactoxaoukés Siadikaoies nou
eAdpPavav xwpa katd v enave€éraon twv abnpdwwv (Garet,et al. 2001).

Ze 60U apopd v enayyedpaukn avapddpion twv eknaibeUTKY, YEOw TS YV@ONSs Nnou
npokuntel and epeuvnukd anotedéopata, 6ev @aivetal va undpxel ogowvia petall wwv
e16ikcv pefetntcov. Opiopévol and autoUs ekppdalouv v anoyn éu ol eknaldEUTKOI, HE
katanAnAn unootpi§n, pnopouv pe enituxia va petafiBalouv otnv td€n tous TS  YVMOEIS
nou npokUMtouv and epsuvnukd anotenéopata (Carpenter, et al. 1999). Addol eniothpoves
ava@épouv 0T Ta anoteNéopata twv EPEUVMY éxouv oAl pikpn enidpacn otn Pedtiwon s
616aokadias kai tns pdOnons atnv 1d€n h 6u o1 eknaideutikoi onavia Baagifouv us npoondabeies
s BeAtiwons Tous Og yvoels Nou npokuntouv péoa and autd (Grimmett & MacKinnon,
1992. Richardson & Placier, 2001).

Avayvwpilovias tn duokofia Tou UETAOXNUATCHOU NS yvMOoNns nou NPokKUMEl ané ty
€peuUva Kal s spappoyns s ato nedio s twéns, €1dikoi eniothpoves npocavatdéiicav 1o
evbla@épov tous otnv enayyeApaukn avantugn twv eknaibeutk@v Péoa and v epyacia
tous atn oxoflikh td€n (Hiebert Gallimore, Stigler, 2002). Mpos auth tnv katetBuvon éxouv
Slatunwbsi epwtnpata nou agopoUv Tous anoteNsoUaTkoUs TPOMOUS e Tous onoious Ba
pnopouacav o eknaideutikoi va autofefticovovial péow s idias s epyacias tous. Mws Oa
éxouv tn duvatownta, oUVEPYAUKA pe Tous ouvadénpous tous oto oxofsio, va egetdlouy,
va oulntolv Us NPakukés tous otnv tdén kar va pabaivouv ouciactukd péoa and autés us
61adikaoies (Fernandez, 2008).

Auth n epyaacia éxel Koo va ENIXEIPNTE! Jia NP@IN NEPIYpaPh tns Jop@phs enayyeApatikhs
avantugns wwv eknaibeutkav Lesson Study (LS), nou &ivel us bikés ts anavtnacels o€ avdioya
epwtnpata. H ouykekpipévn pop@h oxedidatnke yia npwdtn gopd otnv lanwvia pe tov épo (Ju-
gyou Kaizen ) (improving teaching) (BeAucvovtas tn 8ibaokania) kar epapudletal ohuepa oe
ones us Babpides tns exnaibeuons tns xwpas alAd Kupiws otnv Npwtofabuia eknaideuan. Lus
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H.M.A. ovopdotnke Lesson Study (LS), (Jugyou Kenkyuu) 6pos nou enikpdinoe kai otn diebvi
BiBAioypagia. Znv eAfnvikh Ba unopouoe va eppnveutei ws Mefétn tou Mabnpatos, 6pos
nou Ba xpnaigonoinBei dueca n éuueoa yia us avaykes autou tou dpBpou.

H 61€Bvis anhxnaon

Anén BiBAioypagia ninpogopolpacte 6u ni16éa, o oxediaouods kain uAonoinon pabnpdwv
ota nAaiola s LS ,- (nou avagépovtal kai ws pabnpata LS )- eppavifovial ownv lanwvia
ous apxés tns dekagtias tou 1990 (Williams & Plummer, 2010) av kai opiopévol pefetntés
unootwnpifouv U ouciacukd ol pifes s LS avdyovtal oto 1900 ( Fernandez, 2008).

To apxik6d evbiapépov dANwV xwpdv, Kupiws Opws twv H.M.A., yia tnv ouykekpipévn
pop®h enayyedpaukns avanwéns twv eknaibeutkwv avadubnke ota péoa tns Sekaetias
tou 1990. Eibikétepa, 10 1995 and v ékBeon tou Third International Mathematics and Sci-
ence Study (TIMSS) npoékuye capns unepoxn twv lanwvwy pabntwv évavu ekeivwv and tus
H.M.A. kai ané annes xdpes pe nponyuéva eknaibeuukd ouothpata. Emnaéov, n pedén twv
Bivieookonnpévwv didaokanimv, ws pépos tns épeuvas, ot 231 1akels, (100 otn Meppavia, 50
ownv lanwvia kai 81 ous H.M.A.), £€6¢i1€e, avapopikd pe tnv anotedeopaukdnta twv SI6aKUKOV
peBGdwV Kal npakukwy, npofadiopa twv lanwvwy eknaldeuTIKWY évavu twv ouvadénpuwy
tous and us alfes xwpes. Zus H.M.A. ta otoixeia nou npoékuyav odhynoav o€ pia osipd
QITNPATWV TS ENICTNPIOVIKAS KOIvotntas npos tv KuBépvnon yia eknaideutkn petappubpion
kar enayyeduaukh avanwén twv eknaibevtukdv eved ouyxpdvws ekdnAmOnke éviovo
evdla@épov kal npotdbnke n epappoyn s LS oto eknaideutkd alotnpa ts xwpas (Stigler,
& Hiebert, 1999). Zuyxpovws, 1o owabepd ouvexi{dpevo npoPadiopa twv landvwv padnicv
otous d1bveis dlaywviopoUs anoténece atia yia ogIpd pEUV@V, KUpiws and tous Apepikavous
kai Aryétepo and tous Eupwnaious, Npokeipévou va EeTactolv nepaItépw ol NapAyovies nou
oupPaniouv ato uywnné eninedo autdv twv embdoewv. O penétes diepelvnoav napayovies
6nws ol petappubpicels nou npaypatonololvial oto XWPO TS 1anwvIKns eknaideuons,
10 uynAa standards nou Bétel 1o i610 T0 oUotnpa Kal ta nNpoypdpuata eknaideuons (Lewis,
2002). Qatooo, yI' autoUs ald kar dAdous napdayovies, napd tnv aia tous, éxouv diatunwOsi
Slawvies yia tov adiap@iofrtnto unootnpikukd tous poéo ous emddoEls Twv PadnTwv.
‘Opws évas napdyovtas nou gaivetal va gival kolvd anodektés agopd tnv eknaibeuon kai tnv
enayyedpaukn avanwén twv lanwvov eknaidbeuukav. (Lewis, Perry, Murata, 2006. Kellaghan
& Madaus, 2002. Lewis, 2006).

H Lesson Study éyive eupUtepa yvwotn ous H.M.A. 10 1999 and tov Makoto Yoshida
Mpoedpo tns Global Education Resources pe tn oupPoiin kupiws twv Stigler kai Heibert,
(1999). To evbiapépov kai n epapuoyn tns aus H.M.A. Bphke avianokpion og dies us Pabpides
eknaideuons and 1o vnniaywyeio £ws 10 NAVEMICTAHIO Kal o€ NoANd yVWOUKA avuKeieva Kal
pabnolakés nepioxés 6nws ota Mabnpaukd, us Ouaikés EMOTAYES, TS KOIVWVIKES ENICTAIES,
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v &dikh aywyn K.4.

To 2004 énpioupynBnkav opddes eknaideUTK®Y Nou epappolav o Hoviéno o€ Toundxioto
200 apepikavikd oxofsia og 29 Moniteies evad kAnBnkav ldnwves eidikoi yia v exnaibeuan
twv eknaideuukmv (Audette, 2004). Enions, npaypatonoindnkav épeuves nou £6ei€av ta Bukd
anotenéopata adid kai us duokodies twv epappoywv tns oe xmpes 6nws ol H.M.A. , n Ayydia
kai n Feppavia (Lewis, 2006. Lewis, Perry, Hurd, 2004. Fernandez, Cannon, Chokshi, 2003)
n Auotpadia (Williams & Plummer, 2010 ), o Kavadds( Bruce & Ladky, 2009) kaBws kai og
nonnés Aolaukés Xwpes, Gnou epapudoInke, Npocappoouévn atny 161ditepn kountoupa tous
(Lee, 2008. Lo, 2006. Gao, 2006. Inprasitha, et al., 2009. Saito et al., 2008. Cheon, 2008).

Ti ival n Lesson Study (LS);

Ito epwtnpa u givar LS o Lewis kai Tsuchida, (1998), o1 Stigler kai Hiebert, (1999) kai
Yoshida, (1999) nepiypdgouv pia oeipd diadikacidv, péoa and us onoies ol eknaideutKoi
e€etdlouv ouotnpaukd us dibakukés tous pebddous, ta nepiexdueva tns dibaokanias tous, ta
npoypdppatd tous Kal us otpamyikés nou epappélouv otnv tén. O Garet kal o1 guvepydtes
TOU avaQéPOouv 0T N LS epappoyn €Xel T XapaktnPIoUKA tns anoteAEoUAtKAS, enayyeAHatKkns
avanwégns ta onoia npoadiopilovtal ws e§ns: Eival ouvexns Kal eVIAUKN, ival ENIKEVIPWHUEVN
0ot0 nepIExOEVo, epnAéKel Tous eknaldeutkoUs otnv evepynukn, cuvepyatikh pddnaon kai gival
EVOwatwpévn otnv epyacia tous (Garet, et al., 2001.)

0 okonods tins Menétns tou MaBnpatos sival n BeAtiwon tns didackadias kai s pddnaons atnv
14€n, Baaietal otn Aoyikn tns cuvepyaaias, tns adinAoagloAdynans kai tns avatpoPodotnons
petagu v pedmv opddas eknaideutkawv. Or Rock, & Wilson, (2005) pas Aéve du katd v
EQUPHOYN TS 01 eKNaISEUTIKOI atnv TAgn éxouv pono epeuvnti Tov onoio alonoloUv katddAnAa
yI0 TNV ENayyEAPATIKN TOUS Npoaywyn Kai npos 0Qenos twv Jabntmv tous.

H e@appoyh tns oto eknaidsutikd olotnpa s lanwvias éxel eupeia anhxnon Ox1 PHovo
otous ev evepyeia anid kar otous peddovukous eknaideutkous. O1 oitntés alnd kai ol
véol eknalbeutikoi ol onoiol NpOKeItal va EEKIVAGOUV TNV Kaplépa Tous h eKeivol ol onoiol
Bpiokovtalr otov npwio xpdvo tns enayyedpatkns nopeias tous, dAfote eBefovukd’ Kal

1 H epappoyn tns Lesson Study otnv lanwvia éxel us Baoeis otnv opadikdtnta kai tov €Befovuopéd nou
OuVIoTOUV OTOIXEia tns koudtoupas tns xwpas. Opws ouxva ol eKNAIGEUTKOI CUUPEEXOUV OTIS OUAGES yia
v epappoyn tns peBddou oxi eBefovukd annd eneidn npoadokdtal and autoUs va cuppetéxouv. Emniéov
Kkanoiol eknaibeutkoi unoBandouv aitnon yia th CUMHETOXA TOUS Ols OpAdEs eneidn to appodio unoupyeio
NApéxel 0IKOVOUIKN UNootnpIgn ev dev gival andvio ol Tonikés eknaiSeUTIKES apxés va Xxpnpatodotolv autés
us exnaideutikés dpdoels oe oxoneia Gtav NPOKeItal yia v eniteu§n exNaIBEVTIKOV aTOXWV Nou n eniteugh tous
eival onpavukn yia Adyous nou agopouv 1o tonikd h €Bvikd eninedo. Autd ta oxodeia Aéyovtal research schools
(Kenkyushiteiko).
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éAfote unoxpewukd, ouppetExouv o opades LS eved n moAu peydnn nisioyngia twv
eknaideutk®v s npwtofabpias eknaideuons kai ueydnos apiBuos tns deutepoPdabpias éxouv
npaygatonoinoel uabnpa LS. H epappoyn LS unootnpiletal onpepa and Navemotpia, 6nws
yivetai pe 1o Maveniothpio Nagoa University nou ouvepyddetal yia to Adyo autd pe ta oxoneia
wns neploxns Tokai City oto kévipo tns lanwvias (Matoba, Shibata, Arani, 2007) kai to Osaka
Kyioku University nou ouvepyadetar pe oxofleia kai vnniaywyeia ous nepioxés Tennoji, Hirano
kai lkeda tns Osaka.

Moppés Lesson Study

Yndpxouv dUo €idn epapuoyns tns pop@ns enayyedpaukns avanwéns LS:

a) H nepioadtepo ouvnBiopévn €ival auth nMou npPaypatonolEital EoWtePIKE, Petagl twv
eknaibeutkwv evds oxofeiou. Ztnv lanwvia givar noAd dnpoPiAns Kal cuvavidral akoun Kal
o€ oxofleia anopakpuopéva og opeivés neploxés pe Aiyous pabntés (Lewis, & Tsuchida, 1998).
Autés o tinos LS ovopdletar Konaikenshu nou nepigppaoukd Ba pnopouce epunveutei ws
eknaideuon nou napéxetal otous eknaideutikous Péoa ato oxofeio.

LN OUYKEKPIYéVN Hop@n, pia opdda eknaibeuukdv avanaufdvel tov oxediaoud kar v
uflonoinon evés pabnpatos LS evdd éAor o1 undnoinol cuvadenoi tous napatnpolv Kai
oupetéxouv atis ouvedpies aflondynaons. Autds o 1pdnos pyacias cupPaniel otn dnpioupyia
OlEVMV OXEOEWV OUVePYaoias Kal otn PeAtiwon Twv YVMOOEWV TwWV EKNAIGEUTIKWV TOUS
onoious BonBd va BAénouv us pabnaoiakés diadikacies and tnv nlsupd v pabntwv. Etol
ev €ival nepiepyo nou n LS obnyei atnv addayn s naibaywyikhs okéPns Twv EKNAISEUTKMOV
kal tn Bedtiwon twv pabnukwv enitevypdtwv (Williams & Plummer, 2010). Eivar onpavuké
va avagepBei 6u npos 6nes USs Napandvw KateubBUvoels NApEXETal OTous eKMaAISeUTIKOUS
oualaoukh unoothpi§n and npocovioUxa Npdowna ta onoia éxouv 10 pdAo tou ZupPBounou
(Fernandez, 2008).

B) H anAn poppn epappoyns eival NePICOOTEPO €upeia avapopikd pe tov apiBud twv
OUUPETEXOVIWV OTNV napathpnon twv pabnpdtwy LS. Le auth tnv nepintwon givar mbavéd
0 okonds tns npaypatonoinans va €ival eguacpévos otnv a§loAdynon pias Kaivotopias nou
elodyetal h pias petappUBpions nou npoteivetal and to unoupyeio. O1 diadikaaoies Aapdavouv
XWPAa O CUYKeKpIYévo oxoneio kal pnopouv va napakodouBnoouv, agol npookAnBouyv,
oMol o1 eknaideuTikoi ths NEPIOXAS h Kal Tns XMpPas kanoles gopés. Ovopddetal Lesson Study
Open Houses (Kokai jugyo or Kokai kenkyu jugyo). An6 tn GUPUETOXh tns oUYYPAPEWS OE
napatnpnaeis LS pabnpdtwv auths tns popens oe vnniaywyeia cuvepyalopeva pe to Osaka Ky-
ioku University, o 6pos Lesson Study Open Houses avtavakid katd kuplode§ia kar petapopikd
us Siabikaoies nou AauPavouv xwpa. LUyKekpIpéva, ota cuvepyaldpeva vnniaywyeia gixav
npooénBel vnniaywyoi and 6An tn xwpa ol onoiol napakoioubouoav us didaokanies oe
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1a€e1s nou €ixav avoIxtés Us NOPTes ToUS WOTE va €xouv npdoPacn onoiadhnote ouyun ol
napatnpntes.

H &opn

O1 Lewis kai Tsuchida (1998) nepiypdpouv ta pabnpata LS ws pabnpata pe ouykekpipéva
Baoikd xapaktnpioukd nou ta kabiotolv Eexwpiotd and ta kabnuepivd. Me Baon autd,
oxebov o Ones Us epyaocies avapépovial ol Pdaoels nou akodouBouvtal kar divetal éppacn
ownv kukAikn akoAouBia tous:

1) Zuvepyaukods oxedlaouds twv otdoxwv, 2) Luvepyatukds oxedlaouods tou pabnpatos, 3)
Eappoyn kai Mapathpnon- kataypagn, 4) A§iondynon- avatpo@oddtnan, 5) Enavacxediacpiods
(Bruce & Ladky, 2009) (Zx.1).

Ixnpa 1: O kUkAos Lesson Study

EMAVAYNG TNG
Siduckahiog

4 AZIOAOI'HEH-
ANATPO®OAOTHEH
-Aviiven Tov dedopévav
~Zolfnon yu o
UTOTEAEGPOTO TOV pobnpuatog
e ayfon pe ) pabnon tov
HobnTdv Kot Tn pdnon oy
EKTUIBEVTIKMY.

-To rondaywmyikd tepieyouevo
™G pébnemg

Metalo 3-4

-TMupovcinon ard Toug SddoKovTES.
-Avaotoyaopog, culitnon,
npoPinpaticpoi, pe faon Tig
TUPUTNPTGELS — KOTAYPUPES.

Avayvhpion tov podntikoy
AVOYKAV Kol GYESIHGHOG TV

aTOYmY

0 KYKAOZ
LESSON STUDY

3. EPAPMOI'H
-Amd TV opddo Si1ddoKel
£vag EKTUIdELTIKOG
S1ddokovy B0 CUVEPYUTIKA.
-To dhho pédn TopaTnpovy
KOl KATaypapovy

Metado 4-1 Metalo 1-2
Enavaélohoyman oroteimy 1. IPOZAIOPIEMOE INa tov oyediaopd tou
TUPUTIPNONS Y10 AmbEoon ETOXQN pabipatog:

-Katoayiopog 1dedv.
-Aepeivnan, eEétaon tov
1Bedv.

2. EXEAIAZEMOZ
-Avamtugn tou oyediucpob Tou
pobnpaTog.

-Emhoyn, oyeduaopig TV

GTPUTNYIKOV ouvlhoyiig
dedopivav.

-Altiohoymon TV
Tpoceyyicemv oL Ba

EPUPPOTTODY.
-AVOPEVONEVES EPOTICEIS TV
podntow.

Metado 2-3
-ITpooekTikeg oyeduonds e
opadoroinong tmv pantdv omy taén
-Opyavmon tov pudnuoutog
-ESoikeimon tov pabntov pe to péco
mapoTHpNoNg

Ipocappoyn omo to Bruce & Ladky, 2009

LUPPWVA PE To IX. 1:

1. & 2. Zuvepyatikos oxeS1a0p6s TwV OTOXWV Kal Tou padnparos:

01 eknaideuukoi epydovial o opddes Kal apxikd, agou diepeuvnBoUv ol avaykes tns taéns,
npoacdiopiletal 0 otdxos nou eNISIMKETAI va KATAKINOOUV o1 pabntés. Autds Pnopei va gival
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YVWOuKos h va agopd tnv katdktnon kanolas Se€idtntas. Avanoya pe th Jop@h s epappoyns
LS o otdxos opiletal ite and v ibia tnv opdda ite and to oxodeio, gite akdun kai anoé v
nyeoia tns eknaibeuons. Ztnv tefeutaia nepintwan ouvhBws ol otdxol apopoUv Thv Epappoyn
Kanolas petappubuions. O1 eknaideutkoi o€ Ones us eAcels tou LS pabhpatos Ba kivnBoluv
npos tnv avalfitnon twv otpatnyik®v Kal twv peBddwv nou Ba odnyncouv tous pabntés atnv
eniteugn tou otdxou. Ze kaOe nepintwon ndviws Ba npénel va gival oe B€on va TEKUNPILVOUV
us tefikés emnoyEs Tous. Lnv NOUEVN GACN APIEPWVETAI APKETOS XPAVOS YyId Tov, and Kovou,
Aentopepn oxebiaopud tou pabnpatos. To npaypatkd nNpoidv autns tns ouvepyacias eival
éva ypantd Aentopepés oxédlo epyaocias. AkodouBouv cuvavinoels atn SIAPKEIA TwWV OMoiwv
ou{ntouvtal ol napatnpnaels kai ol duvatdtntes Betiwons tou oxedlaopou tns didaokanias.

3. Epappoyn kai napathpnon

Itn ouvéxela, évas and tous eknaideutukous Ba 616Gl 1o pdbnpa otous pabniés tou N
mBavms Ba npaypatonoinBei ouvdidbaokania anoé dUo eknaideutkous. Ta dAa péAn tns opddas
kal ol eknaibeutkoi tou oxoneiou napatnpolv 1o pdbnua Kataypdgovias us NApatnPNaoEls
T0Us ouvnBws Navw o€ éva aviiypapo tou oxediou tou pabnpatos. H napatpnon autv twv
pabnudtwv ecudalel otnv nopeia tns didaokadias Kal otV NopEia ths KATAKINONS TOU GTOXOU
and tous pabntés. O eknaibeutkds NAPATNPEITAI WS O EVOPXNOTPWTAS TWV NAPAYOVIWV TNS
pabnaoiaknhs diadikacias kal 6x1 ws o povadikés napdayovtas. H cuAdoyh wwv dedopévawv yia
v penétn tou pabnpatos pnopei va yivel pe S1apopous tponous onws Je PIvieookonnon, pe
KATaypaQés OTOIXEiwV Kal TEKUNPIDOEWY, N pE deiypata epyaciv.

Opliopéves Qopés atnv napakoAoudnon twv HaBNPATwWY PNOPEi va CUPHETEXOUV Ta OTEAEXN
NS TONIKNS NEPIPEPEIAS KAl 0l UNEUBUVOI TOU UNoupyeiou Nou gival appddio yia us ekNaldeuTkés
petappubpioels. Emidioketar va éxouv avatpopodotnon yia v epappoyh affaywv nou
npoteivovtal h nou éxouv yivel, uetagl aAfwv, ota NEPIEXOPEVA TwV Npoypapudtwy, otd Bifdia
n ous peBoédous didaokanias. Etol, NpooovioUxol eknalbeutikoi kal ateéxn tns eknaibeuons
kafoUvtal va napakofouBhoouv kdBs xpdvo apketés LS epappoyés oe oxoneia 6Ans s
XWpas.

4. Agioddynon- avatpopodotnon

rtoténos tns didaokanias akoAouBoUv ouvedpIdoels otn SIAPKEIA TwV OMoiwV Ol EKNAIOEUTIKOT
napoucidfouv tov oxediaopo, tnv udonoinon, ta udikd, us peBédous, 1a anotenéopata twv
paBnpdtwv Kal yevika tnv epyacia kal thv ouvepyaaoia tous. AkoAouBoUlv epwtnoEls GTous
bi6dokovies kar dieGayetar ouatnon avagopikd pe tov oxediaopd kar tnv udonoinon s
616aokanias. O1 napatnpnaels £Xouv ws oKono NV anotiynon s eknaibeutkns diadikaaias
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nou ufonoinBnke h tnv ékppacn andyewv yia us afddayés nou emdiwkovial anod 1o apuddio
unoupyeio. Ze 6u agopd 10 tedeutaio, Qaivetal 6u péow twv LS pabnudiwv napéxovial
Suvatotntes otous eknaideutkous va cupfaniouv os ano@docels nou oxetifovial pe Béuata
s eknaideutikhs NoAItKns.

5. Enavaoxediaopos

Metd tn @don s afloidynons - avatpoodotnons, enaveferalovial NPOOEKUKA Kpiolpa
onpeia tou pabnpatos kar anogacietal v n opdda orapatnoel h eGv OUVEXiOE! €ite pe éva
véo pdBnpa, eite pe tov enavaoxediaopd tou nAdvou tou pabnpatos nou hdn Sidaxnke.
v tefeutaia nepintwon evowpatvovial 6fes ol BeAticdoels nou npotddnkav otn gaon
s aflondynons. H véa Sibaokadia anéxel, xpovikd, Aiyes nuépes and tnv nponyoUpevn
Kal npaypatonolgital and difo eknaibeuukd tns opddas kar oe aAAn agn. Agoppn yia
enavaoxediaopé kal navannyn pnopei va dcaoel pia nepintwon evés AdBous and tous padntés
n pias napepunveias. H opdda eival buvatd va anopacioel 1pononoingels nou apopouv, yid
napdadeiypa, tn pébodo, tn oeipd wwv epwinoewy, ta UAika péoa N Anles napapétpous.
Ténos, bivovial epwtnaoels otous pabntés twv onoiwv tnv a§iloAdynon npaypatonoiolv annol
eknaideuukoi. Ta anoteféopata kataypdgpovial kai AapBdavovial noAd coPapd undéyn wwv
appodiwv Kupiws otav npdkerar yia Béuata nou apopolv ta eknaideutkd npoypaupata
(Lewis, et al, 2006). O1 epyaaies yia éva tnikd pddnpa LS anartei katd kavéva 10 - 15 wpes
yia us ouvedpidoeis twv opddwv, xpdvos nou katavéuetal e Siaotnpa 3 - 4 eBdopddwv.

Zulhtnon, i gival Suvatin n epappoyn LS os alnes Xwpes;

O David Phillips o€ pia, oxeukd npéopatn, epyacia tou diawinwoe 10 gpwtnpa: «Ol
eknaideutkés noniukés, péBodol kar npakukés nou epappdélovial oto eknaideutkéd olatnpa
plas x@pas pnopoUv enakpIfms va epapuoctolv oe hia dAAn xwpa n onoia éxel oageis
Slagopés kountoupas;» (Phillips, 2006: 553). O idios, 6niws kal dAfol eniothpoves, unootnpilel
OU 01 Xwpes pnopouv va daveifovtal pebddous n npaktkés annd oe avdnoyes npoondabeles o
Babpos enituxias wwv epappoywv eaptatal and nonlous kar noikidous napdyovies (Cowen,
2006. Hood, 2003. Tsuruta, 2003). Ei6ikdtepa Kal OXEUKA e 10 (TNa ts Epappoyns s LS
ous H.M.A. undpxel ektevhs oulhtnon otnv apepikavikh PiBAioypagia yia us duokofies nou
ouvavtoUyv, katd tn didpkeld s, ol eknaibeutkoi. Opiopéves anod autés us duakonies apopouv
10 Xpovo nou Ba npénel va diabétouv o1 eknaibeutikoi aAid kai t xpdévo nou Ba anartnBei
yia va yivouv opatd kdnoia anotedéopata. Enions, ekppalovtal cofapés emeundters yia tnv
nolétnta s epappoyns kabws auth npoinoBétel noAu peyann unoathpi§n oto eninedo tns
eknaideuons twv eknaibeutkov 616U dlagopeukd eivar unapktds o Kivbuvos n udonoinan
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v LS pabnpdtwv va éxel enipaveiakd xapaktpa Kai va pn napakofoubsital cuotnpatkd n
BeAtiwon twv eknaideutik@v (Fernandez, Cannon, Chokshi, 2003). EminpoaBeta, avagépetal
n duokonia yia tous apepikavoUs eknaidbeutikous va Sielgdloouv Pe tnv napathpnon tous
népa and 6,u gaivetal enipaveiaka otn dibaokania, kabws kai va eAéyEouv to Ayxos tous otav
npokeital va npaypatonoinoouv tn dnpédaia idackadia tous (Fernandez, 2008).

Maviws n nopduetpos 1ou xpdvou, n katdAAnAn eknaibeuon twv eknaideutkwv annd kai
10 Ayxos nou Pidvouv kabws aicBdvovtal éu napatnpouvial katd didackadia emonpaivovtal
kal og anies xwpes ( Williams & Plummer, 2010). Qotdéoo or Stewart kar Brendefur (2005),
gnionpaivouv éu ol eknaldeuTikoi, e Tous onoious ol idlol ouvepydotnkav, otadiakd oxi pévo
Eenépaoav avdnoyes duokodies and pe v katdAAnAn unoothpi§n pnopoucav va ountolv
yia us abuvapies tous xwpis va aicBdvovtal 6u aneifolvtal kar otadlakd ntav oe Béon va
OUMILIETEXOUV EVEPYA Ot avatpoPodotkés diadikaaies.

Eivar autovonto 6u dev eivar kaBodou andh n peteyypaph evds npoypdupatos, pias
npooéyyions n pias ueBddou and tn pia xwpa ownv addn. Otav 6e autn enixelpeital gival
anapaitntn n gugni€ia yia TpononoINGels KAl NPOCAPHOYES Ol OMoies OUWS €ival avaykn va
yivovtal pe noAu peydnn npocoxn. Ev toUtols undpxouv otoixeia twv onoiwv n otabepn
napoucia eival adianpaypdteutn katd tn didpkela wv LS pabnpdtwv: a) O and koivou
npoaodiopiopods tou pabnaiakou otoxou kar oxedlacpds tns eknaideutkns diadikacias, B) n
NPOCEKTUKN PEAEN TNS GUHMETOXNS TwV HaBntwv, y) n napathpnon tou pabnpatos tnv wpad
nou auté npaypatonoleital kar 6) o avactoxaouos ( Williams & Plummer, 2010).

LN X@pa pas pia npoondbeia epappoyns evos Napopolou poviénou yia tv enayyeApatkn
avdnwén twv eknaibeutkmv gival ndpa nodu mbavo 6u Ba npooékpoue ous duokonies Mou
ava@épOnkav napandvw kal Nou oxetidovial e T0 XPOVo, TNV eKNaibeuon Twv eKNAIBEVTKWDY,
ToUs neplopiopoUs twv All kai tn «&16aktéa UAN» kabws kal og éva nAnBos andwv, cuvOetwv
napayoviwy nou dev gival IKto va avaduBouv atnv epyacia auth. Mapona autd miotelovias
ous duvatdintes v ekNaIdeUTK@V pas Bewpolpe du evbooxonikd kar npoaipeukd Oa
pnopouce va enixelpnOei. Népav autol Opws, n nepinwon LS eivar duvatd va anotedsi
npétacn €PIKTN 0t0 NAAICIO TwvV NPOYPAUHATWY NPAKTKAS KATtdpuons twv PeANOVUKOV
eknaidevukwv. Eipaote oe Bon va unootnpifoupe v enituxia autoU tou poviélou epdoov
oto Tphua Emotnudv tns Eknaideuons otnv Mpooxofikh HAikia tou A.MN.6. epapudletar pia
npooappoyn tns pebodou LS oto Mpdypaupa Mpakukns Katdpuions 1wV TPITOETWOV GOITNTMV Ol
onoiol enideikviouv onoubaio evbiapépov oe 6An tn Sidipkeld ns. Ta anoteAéopata auths tns
npoondBeias pefetmvial kal Ba peetwvial cuotnpatukd 6oo anaiteital oto péAfov, apkei n
gnionpn nyeoia s eknaibeuons va KAtavoNnaoel th CNPAVIKOTNTA AUTWV TwV EQappoymv anid
kal 6iwv 60wv npaypatonoloUvial o€ avanoyous Navenigtnpiakous Xwpous yia to péAfov
NS XWPAs Yas.
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H 61baokadia wns eikaoukns ylwooas otnv npwtofdbpia eknaideuon
HE th xphon twv TexvoAoyiwv NAnpogopias kal Enikoivwvimv (TME)
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lepdoipos Kékkepns
KaBnynths Anpokpitelou Maveniotnpiou B©pdkns
kekkeris@eled.duth.gr

Mepiinyn

H avaykn s ikavétntas avayvwons kal a&loddynons twv ONuK®WV PNVUUATWY Mou
katakAuouv tnv kaBnpepivi {wn, npopdnel to pdio nou diadpapatifel n eikdva oto GUYXpovo
enikovawviakd koivwvikd nepiBaniov. To oxofsio, ws Gopéas aywyns, oQeifel va Npoopépel
otous eknaideudpevous ta avaykaia epddia, waote va ival o Béon va xpnaoiponolody tov
kadika enikovwvias tns eikacukhs yAmooas. H napouca epyacia avanlel us Bacikés apxés
s didbakukns pebodonoyias, anid kal tous embiwkdpevous okonous Kal otdxous nou
agopoulv otnv avaykaiétnta wns kanfigpyeias ou ontkoU ypapuatuopou. H cuvdpopn twv
TNE own &i1baokadia s eikaoukns yAwooas cupPdniel otnv evepynukn pddnon, diaBétovtas
éva ninBos eknaibeutik®v nAEKTpoVIKWV pabnolak®v epyadsiov kal nepiBanidviwy,
Snpioupyvias éva @iAikéd kai enkuoukd padnaoiaké nepifanov.

H 816aokafia tns eikaotukns ylwooas

H 6iciobuon tns eikévas, KivoUpevns n akivnins, udikns h duAns, otnv kabnpepivi {wh
T0U oUyxpovou avBpwnou, gival pia kolvi dianiotwon nou @aivetal kovotunn, duws ival
yeyovos 6u n gikéva gival auth nou Sivel nio anoteAeopatikd 1ov TOVO s ENIKOIVWVIAs o€
nAnBos ekpavoewv ts olyxpovns {whs (Manaiwdvvou, 2009: 101). Ta onukd epebiopata
(eikaoukad épya, pwtoypagia, KOHIK, NAskTpovikn 1 éviunn diagnpion KtA.) dnpioupyoulv éva
enikovaviakd nepiBaniov nou Aeitoupyei pe diapopetikoUs kavoves and autous tns yAwaoaoas.
H avayvwon s eikdvas xapaktnpiletal ané eAeuBepia kai otnpietal o pia Alydtepo auatnpn,
o€ oxéan We th yAwood, npocéyyion (Acwvitns, 2001).

H ouyxpovn tdon nou 6iénel tn didaokadia tns eikaoukns yAwooas oto oxoneio Baciletal
otnv évvola tou onukoU ypappatouou (visual literacy). O 6pos autds npoépxetal and tnv évvola
T0U ypappauopou (literacy), nou apopd otnv e€€iEn ts didaktikhs tou Npo@opikoU Kai Tou
ypantou Adyou n onoia onuepa eoudletal dxi pévo otnv avayvwaon Kal Katavonan evos ypantou
Keipévou, annd kai otnv napaywyn dlapopwv Kelpevikwv eid6wv Adyou (Xat¢noaBpidns, 2003).
‘Eto1 n évvola tou ypappatopou Sieupuvetal kar cupnepiiapPdvel tov ontukd ypappatuopd o
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H &ibaokandia tns ikaotikns yAwooas otnv npwtoBdbuia knaibeuon pe tn xpnon
twv Texvooyiwv MAnpogopias kai Emkovwvidv (Tr1E)

onoios agopd otnv Ikavonta, Oxi HOVo avayvwans, EpUNVEias Kal Katavanwaons twv ONuKmY
pop@®v, anfd Kal tns KPIUKAS anotipnons Kal dSnpioupyias onuKk®v EVvoIV Kal Napaywyns
onuk®v punvupdtwv (Mpdados, 2009). O onukds ypapuatopsds pnopei va fonbnoel ta naidid
va nepIypayouv tov Tpomno e Tov oroio ta aneikovi{opeva eikaoukd otoixeia ouvbudalovial o€
onukés auvBéoels peyanns h pikpns noAundokdtntas kai éktaons (Kress, 2010).

v eNiKoIVwvia Péow eikovwv o avBpwnos, anfote ws dnpioupyds kai aAfote ws Beatns,
Xpnolponolei tnv eikacukn yAwooa nou tnv anotedolv ta €IKAoUKG h HopPIkd otoixeia (to
onpeio, n ypappn, 1o oxnua, N Jopen, T0 XPWHA, T0 s, 0 TAVoSs, n uPh Kal to didotnya) Kal
ol apxés tou design (n ouvBeon, 1o B€pa, o xwpos, 0 xpovos, n enavdinyn kai T0 UPOS) Nou
eival opyavwpéva katdAinia oe kGBe €lkdva pe otdXo TNV anotunwon OKEYEWY, 160V Kal
ouvaigBnpdtwv tou dnpioupyou s (Ziyoupos, 2006).

H yvoon twv ekaoukav otoixeiwv fonBd to naidi va aruodoynoel pia €ikéva, 10
napotpuvel otn dnuioupyia SIK®Y TOU MUKWV PNVUPATWY, aoKMVTas thv avtdnyn, T pvhpn
(Mayoudimns, 1994) kai tnv kprukn tou Ikavotnta (Christopoulou, 2010: 105). A§lonoicvias
v €ueuTn nepiépyeia kai tov duvapiopd tou, 1o naidi pabaivel va xpnaoiponolsi ta eIkacukd
otoixeia ta onoia anoteloUv 1o Y€co Nou PNopEi va 1o odnyhaoel otnv nveupatikh eneuBepia,
otn dnpioupyikh ék@paon (Tkavd, 1998) kai, péoa and tnv aflonoinon twv EKPPACTIKMY TOU
Suvatothtwy, otn otadiakn andékinon autonenoiBnons (Manavikoddou, 1998). H eikacukn
yAwooa eival naykéopia kal navavBpwnivn. Mabaivel oto naidi va enikoivwvel péow twv
onuKwv pnvupdtwy, 1o fonBd va koivwvikonoinBei, va e§avBpwniatei, va e§uywOei nveupatkd
Kal YUxika, anid Kal va Katavonaoel Nws N T€Xvn KAtapyei us npokatannyels kai ta eunddia
nou xwpilouv tous avBpwnous (Biyyénounos, 1982).

H &ibakukn péBobos yia tnv Npoaéyyion Twv onuK®V NEoidviwy ato pddnpa twv Eikacukmv
Ba npénel va Baoiletal ota napakdtw xapakinpioukd:

¢ Tus Baoikés unoBéaoels nou aneikovi(ouv th pUGN tns oUYXPOVNS ONTIKNS EUMEIPIas.

* 110 evOIAQEPOV TV EKMAIBEUOUEVV.

* 110 KPIUKG, oUYXPOVO Kal MEPIEKUKO NPOYPAHHA Onoudwv.

¢ Yn Siadpacukn dHopn tou avanuukoU NPoypappatos.

¢ T1a 816akukda péoa nou Ba npénel va ouvbéouv 1o Napadoaiakod e 10 CUYXPOVO.

¢ Tnv e€atopikeupévn dibaokadia.

¢ T10v niotonoinpévo tpdno alondéynans (Boughton, 2011).

Zrous €161koUs okonouUs tou AvaduukoU Mpoypappatos noudmv (AMI) tou YNnABMO yia
n &ibaokania wwv Eikacukwv (OEK 303, 2003) enionpaivetal n avaykaidtnta ekyadnons tns
xphons anAdv UKWV Kal Texvik®v nou BonBd ta naidid va anokwdIKonoIngouv tnv EIKACTIKN
yAwaooa (Xaviaddkn, 2009). H aiobnukn extipnon épywv téxvns BonBd otnv katavénon tou
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TPONOU €KPPADNS NS EIKACTIKAS YAWooas otnv eEENIKTIKA NMOPEIQ TS 10TOPIAS TNS TEXVNS Kal N
616aokania tns punopei va akonouBei ta e€ns otadia:

® Tns neplypapns

® Ins gpunveias

* tns avéiuans

¢ tns a§loddynons

1o otddio tns neplypagns ta naidid aoxonolvial pe 1o Bépa tou €pyou kal napatnpoly ta
€IKOOTKA OTOIXEIO Nou anotunwvel o kaAiéxvns otn dnpioupyia tou.

Y10 otddio tns eppnveias ta naidid npooeyyilouv S1AQopes eKOOXES WV EKPPUCTIKMDV
pnvupdtwy (okégewy, 16ewv, ouvaiobnpdtwy) tou dnuioupyoU nNou enSIOKEN Va HETAPEPEI
010 KOIVO.

I1o otddio tns avanuons ta naidid enixeipolv va avuingBouv tov 1pdno pe Tov onoio t
€IKAOTUKA otoixeia kal ol apxés tou design eivalr opyavwpéva oe pia olvBeon (Koupténas,
2010). H &iadikacia tns ena@ns v pabntmv/tpiwv Pe ta épya twv kanfitexvaov xpeiddetal va
dnpioupyei 1o kataAAnAo &16akukd nepifdniov, Wate n NEPIypPaPn twv onuKwv epeBIopaTwV
va yivetar ye dnpioupyiko tpoéno (Zappa, 2005). Ta naibid dev npénel va nepiopifovial pévo
ownv napathpnon pias oUvBeons kal otnv andh avayvapion Kal Kataypa@h OToIXEiwv tns
eikaoukns yAwooas. H avaduon evds épyou eival pia Babutepn eknaibeuuxn diadikaacia
nou eival avaykaio va nepidapBavel cuAnoyiopoUs kai dpdoels (Bdos, 2008), wote n peétn
gvos €pyou va anotenei agoppn yia v napaywyh pabnukwv épywv, pe otoxo tn Babltepn
katavénon tns eikaoukhs yAwaoaoas (Trimis, 2004).

1o o1ddio tns agloAdéynaons ta naibid opyavdvouv s NApatnPAcEls Mou npayuatonoinaav
ota tpia nponyoUpeva atadia kal katafnyouv, Uotepa and culntnan, O AVUKEIYEVIKES KPIOElS
kal oupnepaoparta (Xiyanas, 1989).

H &i6aokadia tns eikacukns yAwoaas pe tn xpnon wwv TME

H ofloéva au§avopevn xphon wwv TNE atnv eknaideutkn npagn éxel dei€el du n evepyn epniokn
v pabntwv otn pabnaoiakn diadikaoia aufavetal. O H/Y eival éva ibakukoé epyaneio nou
napéxel tn duvatdtnta yia e€atopikeupévn didaokadia kar dSnpioupyei éva afdnAenidpaoukd
pabnaiakéd nepiPaniov nou kivntonoiei 1o naidi (Newby, 2009). O1 TMNE npoo@épouv oUyxpoves
enikovwviakés peBodous didaokanias, Bétovias tov 1pdno PetaPopds s yvwons o€ VEES
Bdoeis (Kékkepns, 2010), dnpioupywvias éva ouvepyaukd pabnoiakd nepifannov cuupwva
pe us @ilocoPikés avunnyels Tou Kovwvikou enoikodopnuapou (Welsh, 2010).

H 16éa tns ouvdpopns twv TMNE otn pabnoiakn diadikaacia Ppiokel oNoéva kal nepioadtepous
unootnpIkiés ae 6fov tov kéapo. Na napddsiypa, oto ayyAiké avafutkd npdypappa onoudwv
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(Xpiotonounou, 2006) avagépetal n avaykn s evowpdtwons v Néwv Texvooyiov oto
pabnpa twv Eikaoukawv, ensidn:

¢ Mapéxel dSuvapikda Sibakuka epyaneia yia tnv kadAiépyeia Tou oNuKkoU ypappatopou.

e EvioxUel tn pdbnon, agol ouvdéel tn pabnaiakn diadikacia pe us kabnpepivih ouvnBeia
v naididv va xpnaiponolouv tous H/Y.

¢ Mpoogépel ota naidid noAnd €ibn nAnpopopIwy.

* YupPdanner otn ouvepyatukh uaOnon.

Me 1 véo AiaBspauxd MAaioio Mpoypappduwy Inouddv (AEMML) kai o Avaduuko
Mpoéypappa Znoudwv (ANX) yia v npwtofabuia eknaibeuon, 1o eAANVIKG eknaideutkd
ouotnpa BéAnoe va dwoel 1d1aitepn onpacia otn xpnon twv TIME and to olyxpovo oxoneio,
péoa ané katandnda npoypdppata nAnpoopikns kal AoyiopIkd npooappoopéva oe 6na ta
616akuka avukeipeva. Eidikotepa, to AEMMZ kai to AMZ yia 1o pdbnpa twv EIKAGUK®V NPOTEIVEl
S1aBepaukés npooeyyioels tou pabnpatos pe aida didakukd avukeiyeva petagl wwv onoiwv
kai pe v NAnpogopikn (OEK 303, 2003). Enions oto véo npdypappa onoudwv tou YNABMO
yia o nifouké npéypappa Néo Ixoneio (Exofeio 21ou aichva), Nou EQApUAOTNKE yia NPWIN
@opa 1o oxonikd €10s 2010-11, Sivetar 1diaitepn éupaon otn xpnon wv Néwv TexvoAoyimv otn
S16aokadia tou pabnpatos s Eikaoukns Aywyns Kal gtous yevikous S16aKtikoUs atéxous Tou
pabnpatos npoteivetal, petagl dAdwv, 6u ol yabntés/ipies npénel va:

¢ E€oikeiwBouv pe ta nonupéoa Kai us epappoyés ota TTE péoa and to elkaotko naixvidi.

¢ Algpeuvnoouv kai va a§lonoingouv 1o d1adiktuo yia va douv €pya téxvns.

e EBiotouv owmnv avalitnon kai a§lonoinon gpeuvnukwv epyadsiwv onws Pifdia tns
BiBAioBhkns tou oxoneiou h to Aladiktuo.

¢ Eundourtidouv s 16€€s Kal US Epyaaies TOUs e tnv yn@lakn texvooyia.

e EQappdlouv ynelakés peBOdOUS Kal TEXVIKES, ONWS oUVIopes ANYEIS PE YnPIAKN
Qwtoypaikn pnxavi n/kal Bivieo us onoies eneepyddovial katoniv Pe anid npoypappata
Mou NPOCPEPOVTal OTOUS 0X0NIKOUS NAEKTPOVIKOUS unofoyiotés yia t dnpioupyia video art.

* JUMUETEXOUV Of €pyaoies atopikés n/kal opadikés péoa and us omnoies naipvouv
npwtofoudies yia tnv avalhtnon wv ninpogopimv (diadiktuo, oxofikh BiBAI0OAKN, évtuna)
v ene€epyacia tous kal tnv aglonoinch tous, péxpl kal tnv ékBeoh twv €pywv ToUs atnv
oxoflikn povada n tn édnpoacionoinon tous oto Siadikwo (Mpdypappa Inoudwv. Eikaoukd
- Anpouko-Tupvdoio, Emotnpovikd Medio: Téxves - MoAuopds - npétaon a 2011).

01 Nées Texvonoyies e okonguouv va unokatacthoouv ta napadooiakd péoa napaywyns
onuKkwv eikévwv, anid va xpnaoigonoihaouv tov H/Y ws epyaneio nou Ba enitpéyel oto oxoneio
va &npioupyhoel véa nepiBaniovia idaokanias pe atdxo tnv nepetaipw vioxuon tns padnons
(KapaBavaon, 2010). Me tov tpdéno autd n dibaokania ts Téxvns kabiotatal evoiapépouaa
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akopa karyia ekeiva ta naidid nou dev sival tadavioUxa, kepdiovtas €101 to MaBnpa yeyanutepn
anodoxn oto ouvono tns pabnukns koivétntas (Roblyer, 2008). Akdpn n xphon twv TNE oto
paOnua twv Eikaoukmv pnopei va cupfdaniel otnv 1I0xuponoinan twv NPOCWNIKMY OXECEWV
petagu exnaibeutkou kai naidicdv (Zaviopivaios, 2011), atn digpelivnon twv KAAAITEXVIKMV
npopAnpdtwv (Bruce, 2007) otnv katdktnan yvwaogwv, otnv kadAIgpyeia tns gpaviaacias, kai otn
otadiakn 66pnon tns npoownikdtntds tous (Xpiotonounou, 2005). EmnAéov ol TME diaBétouv
éva nepifdnnov nou, oe oxéon pe tnv napadoaoiakh didaokania, gival npocappoopévo ous
EUMEIPIES Kal TS IKAVOTNTES Tou xpnatn (Bruce, 2007: 1357), evepyonoiei us aiocbnaoeis (Puurula,
2002) pe onukd kar nxnukd epebiopata nou Bétouv og napdAinAn Aeitoupyia tv 6pacn kai
v akon (Selivanov, 2004) kar tautéxpova Kivei 10 evdiapépov twv naidiov pabaivovias va
avupewwnifouv tov H/Y oav éva oikeio kal eNkuoukd epyaneio Nou pNopei va 1ous NPooQEpEl
euxapliotes, naryviodels kal avakadunukés Oidakukés dpaotnpidintes. O TME pnopouv
va BonBhoouv 1o pdbnpa twv Eikaoukdv, wote ta naidid va éxouv ukoin npéofacn o
€IKAOTKA €pya Kal Tautoxpova va eival oe Béon va ta ene§epyalovar (Panns, 2006). O1 Nées
Texvofoyies, ws epyaneio evepynukhs pabnaons, NPooPEPouv th HuVATOTNTA KATAOKEUNS EVOS
pabnoiakoU nepifannovios nou va Bacietal oe 16aktko UAIKG nou Ba éxel NPOETOINATE O
eknaibeutikos, éxovtas AdPel undyn tou 1o pabnaoiakd eninedo tou onukoU Kal NAEKTPOVIKOU
ypappatopoU twv padntdv tou (Xpiotonounou, 2006).

H a&ionoinon twwv TMNE oto pddnpa twv Eikacukwv pnopei va oupPdannel otn ouvepyaukn,
Biwpaukn kar ofioukh paBnolakh Siadikacia, evbuvapdvovias €0l tnv KpItikh otdon twv
naibiv anévavt oto Gaivopevo ts téxvns ((pdados, 2008). O1 Nées Texvonoyies, ws epyaneia
€kQpaons, unopouv va Ppouv nodés epappoyés otnv eknaidbeutikn Npagn kai va npodyouv
v KanAItexvikh SNPIOUPYIKOTNTA TwV HABNT®V/TPIV, eV tautdxpova n duvatdtnta nou
npoogépetal ota naidid va e§oikelwBouv pe tous H/Y ta fonBd va katavohoouv tv enéktaon
s xpnons twv TMNE og eknaibeutkés dpaatnpidtntes Nou agopouv aAfa yVwauKa avukeipeva
tou oxoflikoU npoypdappatos (Mapkatdros, 2002).

Exnaibeutikda Aoyiopika yia tn Sibaokadia tns eikacukns yAwooas

H np6odos nou éxouv napouaidoel ol Nées Texvonoyies kai to diadiktuo oupfanner otnv
avdnweén kai  61d6oon s xvns. O/n eknaideutikds unopei va Ppel eknaideutikd Noyiopika
oto €unopio h va ta evionioel oto diadikwo, o eNelBepn xphon, ta onoia Pnopouv va tov
BonBnoouv otn dibaokania tns eikacukns yAwaoas. To unootnpIKUko UAIKS twv EKNAISEUTKMV
AoyiopIKwv apopd tov tpoéno éviaéns twv TIE, péoa and pabnaoiakés epappoyés nou pnopoulv
va Bpouv npdopopo £dapos atn didakukn npdagn. Alakpivovial o AoyiopIKA KAgIoToU Kal
avoiktoU nepifannovios. Ta Aoyiopikd kisiotod nepifdnnovtos (content-rich software n
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subject specific) xpnoiponoloUvial o€ ouykekpipéva S1dakukd avukeipeva kar napouacidfouv
us nAnpogopies dlapBpwpéves Yéoa Oe evONTes, v O Xphotns Oev éxel tn duvatdtnta
napépPaons oto udiké tou Aoyiopikou. AvtiBeta, ta Aoyiopika avolktoU nepiBanfovios (con-
tent free software) Bpiokouv epappoyés oe nonAd 616aKUKA aVUKEIPEVa, EVKD 0 XPNOTNS €XEl Th
Suvatotnta napépPaocns oto uAikéd tou AoyiopikoU, eyndouti(ovids to kal dnpioupymvias
Hopn nou eniBupei, avanoya pe 1o €i6os tou pabnpatos nou npokertal va didaxdei (Mavvounas,
2009).

H npoouBépevn aia autou tou unootnpikukoU uiikoU agopd otn peydnn euefifia nou
61a6étel, otnv Ikavontd tou yia yphyopn kal oaph avatpooddinon (Chung-wai Shih, 2007),
annd kar otnv euxépeia tou eknaideutkoU va npokanei e§wtepikd kivntpa pddnons. Enions
napéxetal n duvatdtnta eatopikeupévns didaokadias (MavAou, 2008), alAd kal n evioxuon
s ouvepyaukns dibaokanias nou, dnws Qaivetal otn dIGAKUKA NPAKUKNA, cuvhBws eMNéyetal
ané ta nepioodtepa NaidId Kal ouvieivel otnv KOIVWVIKA Kal otn cuvaioBnpatkn e§€AIEN twv
eknaidevopévwv (Booviadou, 2006).

Ta exnaibeuukd niektpovikd pabnoiakd epyaneia kar nepifandovia nou pnopouv va
agionomBouyv yia va kaduyouv us didakukés avaykes tns dibaokanias tns eikaoukns yAwoaoas,
Slakpivovial ous Napakatw névie Katnyopies:

¢ 1a oflokAnpwpéva ocuothpata uabnons

* 1a Aoyliopikd ék@paons kal SnpioupyIkOTNTas

* 1a Aoylopikd napoucidoswy

* 1a eknaibeutkd naixvidia

* 10 NpoypapUata nNpakukns eEaoknons

Ta ofokAnpwuéva cuathpata pdbnons eival eviaia unofoyloukd péoa unootnpiEns nou
apopoUV éva CUYKEKPIPEVO YVWOUKO aVUKEIPEVO Kal unopouv va kaduntouv tn dibaktéa Unn
pe évav ofokAnpwpévo kUkAo 6idaokanias, npakukns e§doknans kai afloAdynans.

Ta Aoyiopika ékppacns kal dnpioupyikdtntas npoopépouv kataninia epyadsia ota naidid,
wote va dnpioupyoUv EIKACTKA €pya N va glkovoypa@oUv ypantd Keijeva, va Kataokeuadouv
pia onukonoinpévn 1otopia (kopik) (Newby, 2009) kai va aoxodouvial pe dnpioupyikd
naixvidia (Lee, 2009). Ta Aoyiopika ékPpacns Kal SnUIOUPYIKOTNTAS NPOSPEPOUV éva TelEiws
Slapopeukd nAaioio pabnoiakns Siadikacias, apol napéxouv t duvatdtnta ATtopIKNS N
opadikns epyaacias, ypnyopns &npioupyias, anoBnkeuons Kal KWUNWONS WV HAONUK®V
épywv kal peyann sueni§ia og 1pdnous oxoniaopoU TwV EIKACTK®MV £PYACI®V atnv ofopénsia
s tagns (Royle, 1989).

Ta Aoyiopikd napouadidoswv npoopilovial yia tn dSnpioupyia kal v npofofin Keiyévwv Kal
EIKOVWV O€ éva aKpoatnpIo e Suvatdtnta XpAans NOAUUETIKOV EPAPLOYDV.
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Ta eknaibeutkd naixvidia diakpivovtar yia tn diadpacukn Asitoupyia tous (Kekés, 2002),
£XOUV YuxaywyIkd Xapakthpad, NapakivoUv ta naidid kal eUnePIEXOUV TO aToiXeio tns npokAnons
kal tou aviaywviopoU. Xapaktnpifovtal and kavoves, kal kaBopilouv to anotéfeopa, dtav
o naiktns Ba kata@épel va eneNéoel Tous eNdIWKOpPEVOUS atdxous tou naixvidiol (Newby,
2009). Akéua guvoouv tn pabnaiakn diadikaaia, anotedoUv kivntpo yia v kaddigpyeia tns
KpItkns okéyns, evBappUvouv th dnpioupyikdtnta twv eknaibeuopévwy kal cuppdniouv otn
pefétn tou onukoU noAruapou (Stokrocki, 2007).

Ta npoypdppata npaktkns e§doknans gival oxediaopéva va fonBouv ta naidid npokelpévou
VO anoktoouv euxépela ot yvawoels h 6e€idtntes nou éxouv hdn 616axBei. Ta Aoyiouikd
autd nieovektoUv otous topeis tns andndenibpaons, tns dueons avatpo@oddtnons, s
kivntonoinans kai tns e§atopikeuans (Newby, 2009), eved pelovektodv akofouBmvias ypappikn
pop®h Aertoupyias (epdnon-andvinon, endpevn epwtnon ktAd.), addd kar pe tv aduvapia
tous otnv ekpetdifeuon tou AdBous nou odnyei otadiakd 1o naidi otn ocwoth andvinon
(ZoAopwvidou, 2004).

Lupnepaopata

H napoloa BifAioypagikh avaokénnon unodeikviel 6u n didbaokadia s €Ikaoukhs
yAwaoaoas Ba npénel va anotenei to kévipo Bapous tou avanutkoU Npoypappatos onoudwy 1ou
pabnpatos wv Eikaoukwv oto auyxpovo axofeio. H kaffiépyeia tou onukoU ypappatopou
ota naidid anotedei onpavukd epodio otn {wn tous, yiat ta fonBd va ackoUv tnv onukn
tous avtifnyn kai va ival oe Béon va katavoouv kal va gpunvedouv ta onukd epebiopata
T0U KoIVwvIKoU tous nepifdanovios. EmnAéov n eukaipia yia dnpioupyikh ékppaon nou
npoogépouv ol dpaotnpidtntes tns Hidackadias s eikaoukhs yAwooas oto pdbnpa tns
Eikaoukns Aywyns, anedeuBepivouv tn SnpIoupyIKOTNTd, TOVAOVOUV TNV autonenoidnon twv
pabntmv/tpicv, ackoUv Kal aneleubepivouv tn okéyn tous Kal cupBanfouv otnv YPUxIKA
ToUS Icopponia.

H oupponn twwv TMNE owtn &i6aokadia tns sikacukns yAwooas gival noAUu onpavukn, yioat
napéxel evei§ia otn Sibakukn peBodonoyia, dnpioupyei cuvepyatkd pabnoiakd nepiBdniov
Kal npooépel ata naidid avatpopodotnan kal e€wiepika kivnpa pddnons. H aflonoinon
TV AOYIOUIK®OV NOU NPOCc®EéPovTal yia 10 pdbnpa twv Eikacukmv unopei va oupPdannel otn
Biwpaukn kar odioukn pddnon ota nAaioia twv PINocoPIKGV avuAnyewy tns Bewpias tou
kolvwvikoU enoikodopnuopoU. H BifAioypapikn épeuva beixvel 6u n éviagn twv TME oto
avaduuko npoypappa onoudwv tou pabnpatos tns Eikaotkns Aywyns €ival enitakukn. O
H/Y eival éva xpnoipo, anotedeopatko, euxdpioto, iAikd kar eAkuoukd didakukd epyaneio
MoU KIVNTOMOIEi TO €VOIAQEPOV TWV CUMHETEXOVIWV otn pabnoiakn dladikacia kar napéxel
adAnAenibpaon, cuvieivovias, €101, OV KOIVWVIKA Kal otn cuvaigOnpaukn e€€AiEn twv
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twv Texvooyiwv MAnpogopias kai Emkovwvidv (Tr1E)

eknalbevopévay.
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Abstract

In my research, | am concerned with the conditions of early child education and the social
order in Kyrgyzstan as a transitional society. In this paper | want to tackle the question, if and
how local educational practices hinder the success of International Non Government Organisa-
tions’ (INGOs) programmes in Kyrgyzstan, as their massive investments do not seem to lead
to the desired outcomes of building up a democratic and pluralistic civic society. This is for
sure a complex matter involving several social, economic and political factors which cannot be
discussed in detail here. | attempt to highlight one piece of this puzzle, arguing that the exist-
ing educational ideologies and practices of parents and kindergarten staff actually do play an
important role in this failure of INGO activities. | claim that educational concepts, which are pro-
moted by western INGOs, can be roughly divided into two approaches, one of which focuses on
increasing children’s cognitive capacities and success in formal schooling, an approach which,
as | will show, is not conflictive with the social and generational order of the family collective (A)
The other approach focuses on building up a child’s individuality and ability to communicate own
needs. And thereby promotes a shift of the familial order towards a more child-oriented family
model (B). | argue that the latter is being rejected while the former one is being accepted by
the parents. In conclusion, | hypothesize that INGO programmes in effect assist in reproducing
the existing (dysfunctional) social order of the Kyrgyz society, rather than initiating the desired
social change.

Multitude of normative orientations concerning education

The field of education in Kyrgyzstan is shaped by the existence of multiple normative orienta-
tions. While the Soviet educational style (and personnel) has been largely maintained in Kyrgyz
early childhood institutions, local universities have build up the new domain of “Ethno-peda-
gogy”, re-discovering and re-inventing what they hold to be traditional Kyrgyz practices. On top
of this, INGOs actively promote western educational ideas. INGO presence and investments
have increased rapidly in the last two decades, and the educational sector has become one
of their main targets (Silova & Steiner-Khamsi 2008). As Kindergartens and other early child
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educational institutions for sure play an important role for young children and their families, the
private space of families and parental practices are taken into account as well. After all, only
18% of the 3-7year old children in Kyrgyzstan attend preschool institutions (UNICEF statistics).
More and more, INGOs therefore try to involve parents in their programmes, for example by
offering educational counceling at the local schools. Nevertheless, despite the numerous initia-
tives claiming to work towards a democratic, pluralistic, civil society, the overall situation of the
country and of its educational conditions is obviously worsening: corrupt teachers and school
administration, decreasing school enrolment rates, ethno-nationalist orientations among youth
and ethnic conflicts, rising crime rates among youth and children (e.g. UNDP 2010, UNICEF
2010, OSI 2011) and by far the worst results of all participating countries in the PISA studies.

Educational crisis and the respective INGO rationales

INGOs, government officials and local population all agree on the commonplace that there
is an “educational crisis” taking place in Kyrgyzstan which needs to be tackled. On the surface
it seems like everyone, including kindergarten teachers and parents, welcomes the numerous
programmes and initiatives which are launched by International Organisations and NGOs in
reaction to that crisis. These initiatives can be roughly divided into two approaches:

A) Following Helen Penn’s analysis of INGO activities, their programmes can be said to fol-
low a certain simplified stereotype logic: proper nutrition and cognitive stimulation lead to brain
growth and intellectual capacity, which in turn promise a more diverse, democratic, pluralistic
civil society (Penn, 2011). Elements of this logic can be found in several programmes that
have been launched in Kyrgyzstan: The introduction of part-time and satellite kindergartens is
promoted by the argument that even a short duration of kindergarten-attendance per week will
produce the desired cognitive and motor development in children. Likewise, parents are encour-
aged to engage in the cognitive and motor stimulation of their children as early as possible, as
our analysis of Unicef brochures, which are being distributed in Kyrgyz kindergartens, show.
Accordingly, the success of the programmes is demonstrated by a higher score of children in
standardised tests (as an example: http://www.akdn.org/rural_development/kyrgyzstan.asp).

B) In addition to the simple nutrition-and-stimulation-logic, also Western middle class prac-
tices which Learau (2002) has described as “concerted cultivation” are promoted in Kyrgyzstan:
German Waldorf pedagogues, for example, offer workshops for parents to make toys for their
children with traditional organic materials like felt and wood. MSDSP, an NGO which is part
of the Aga Khan Development network, is conducting a large scale reading-for-children-pro-
gramme in rural ares, not only to raise children’s interest in reading and preparing for lifelong
learning, but also to strengthen family bonds by introducing a quality time activity into family ev
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ery day routines. Education counceling and western expert literature advise parents to ab-
stain from physical disciplining methods and instead promote explaining, discussing and other
verbal conflict solving methods.

The above mentioned examples of foreign organisations’ activities stand for the universalistic
approach which is applied by INGOs when it comes to childhood; its blindness regarding the
specific social and cultural contexts of the receiving countries has been criticized in numer-
ous ways (e.g. Stickler 2005, Silova & Steiner-Khamsi 2008, Jones & Vilar 2008). My paper
somewhat supports these critiques, but takes a more detailed empirical-based stance as | will
show that those educational concepts which contradict the existing generational order are either
(although not openly) rejected by the Kyrgyz recipients or else are re-interpreted in a way which
brings these concepts very much “in line” with the established educational styles.

Research project “Empowering little children”

The data | will present originate from our research project which has been conducted by the
University of Wuppertal in cooperation with the Aga Khan Foundation and Unicef Kyrgyzstan,
both of which can be considered major INGOs. We applied a multimethod approach and includ-
ed samples of kindergarten children (N=117), their parents (N=60) and young adults (N=24).
While for the latter two we used interview guidelines and a questionnaire, we collected data from
the children at the kindergartens, using participatory research methods. Additional data sources
are: video recordings of family routines, brochures on early child care and education which
were distributed by the INGOs in the kindergartens, as well as observations in the field and
informal discussions with kindergarten- and INGO staff. The main aim of the research project
was a multi-layered analysis of the conception of childhood in Kyrgyzstan, including the views
and lifeworlds of children, parental attitudes as well as actual educational practices (Buhler-
Niederberger & Schwittek, in Press). As our questionnaire checks for a multitude of possible
educational strategies, also those which are promoted by INGO programmes were covered.

The relation of local educational practices with activities and interests of INGOs has not been
a primary concern of the project, but is rather a by-product, resulting from the fact that our co-
operation partners were in charge of organising our fieldwork trips, so that our sample consists
largely of families being recipients of INGO efforts and investments.

Results: Parents’ attitudes and practices and their relation with INGO rationales

The main results can be grouped around two conclusions: 1) Parents’ practices are in line
with INGO recommendations in those cases when the above mentioned ‘stimulation-logic’ is
applied (referred to above as A), promising better school achievements in the future. 2) Kyrgyz
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parents in most cases do not put those recommendations falling under the ‘concerted cultiva-
tion’ initiatives (referred to above as B), into practice.

1) Cognitive stimulation and training for formal schooling

* The vast majority of parents (95%) report that they sometimes (19%) or often (76%) teach
letters and numbers to their children to prepare them for elementary school entry. This is partly
supported by our observations in family households where parents presented us learning mate-
rials like alphabet posters and copy books.

+ Appreciation of formal schooling is also expressed in the way parents prepare their 4-7 year
old children for school: 52% agree to the statement that they often talk about school and the
child’s ideas about school, 42% say they often teach school rules. The stress which is imposed
on parents when the child refuses or fails in preparatory activities for school entry is illustrated
by some of the answers parents gave, when asked for a recent situation in which the child made
them really mad:

“I get angry several times a day, for example she was requested to study and to read, but she
read wrong letters instead of the right ones!” — “He made me very mad two days ago, he didn’t
want to make his homework”— “Recently | yelled at her because she couldn’t do this math exer-
cise, but before she could do that one easily. At night | couldn’t sleep because of this.”

That this large extend of pressure on formal school preparation is sometimes valued higher
than the child’s happiness and current well-being is demonstrated by the following quote of par-
ents commenting on their six-year-old son’s birthday: “Up to now we used to give him toys, for
example a toy car. But from now on we will give him books, like encyclopedias.”

+ Parents in Kyrgyzstan think that their country will continue to undergo massive change: 85%
of the respondents say they “agree not at all” to the statement: “Everything will stay much like
it is”. Formal education is seen as a solution or hope in this situation of unpredictable change:
85% of parents approve of the statement: "Education will be very important to get a good job”.
Parents are likewise (85%) confident that their children actually face more opportunities and
than they once did (“He/she will have more opportunities than we had”). Some rural poor par-
ents’ comment on this conviction was, that the child will just have to do good at the university
entrance test to receive a government scholarship. — Putting massive pressure on kindergarten
children to study hard makes sense at the backdrop of this “solution”.

2) Parents do not put those educational concepts into practice which involve “con-
certed cultivation” (although they might use the respective vocabulary)

+ Our questionnaire asks the respondents to choose one of the following two statements: 1)
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“Children learn anyway, there are may opportunities for them to learn from their siblings,
friends, the adults, around the village etc.” or 2) “It is necessary to create a lot of situations in
which children can develop their capacities and in which their intellectual development may be
stimulated”. While only 13% of parents agreed to the first statement, the broad majority advocat-
ed the second one. In contradiction to this, none of the 22 households we have visited displayed
the idea of creating learning environments. There was hardly any space designated for the child,
nor were there drawings on the walls or many toys, books, or other hints of child-orientation.

* 69% of our parent sample say they never use physical punishment when they are mad or
angry at their children. This doesn’t match very well with the high percentage of children (from
the same families) who are actually reporting physical or psychological punishement — here the
numbers are actually reversed: two thirds of the children say they do experience hitting and
beating, and one third denies it. A study by Katya Chicherina (unpublished BA Thesis) shows
that parents consider physical disciplining a necessary tool in education. While this is not admit-
ted openly as an attitude, it becomes evident in parents’ practices when asked to report actual
incidences of conflicts with the child.

» We found parallel results for the attitudes and actual practices concerning verbal interaction
and conflict solving methods like talking, discussing and explaining. Such are approved of by
80% of our interviewees, while in our video analysis the vast majority of verbal communication
of parents consists of one-word orders or short instructions, requesting the child to follow a be-
havioral norm or to continue working on a specific task. Only a minimum of verbal interactions
actually involve complex argumentation or display the parents’ interests in the child’s life and
activities.

+ Another task which was part of our structured interview were three examples of educational
situations which German mothers consider difficult. We asked our interviewees to comment on
these situations. One of these was the following: “Grandmother has announced her visit, the
door bell rings, and the child opens the door for her. Without greeting his / her grandmother, the
child runs back inside. - Do you know this situation? How do you usually react in a situation like
that and why? If you don’t know the situation: what advice would you give to the mother?” - The
replies to this task also display that socially accepted moral and behavioral norms guide parents’
action more than a child-centered approach taking into consideration the child’s perspective:
While almost half of the respondents state that this situation has never happened in their family
as “the child behaves well and always greets the grandmother”, the majority of the remaining
parents say they will make the child greet the grandmother (by explaining, scolding and / or
physical force). Seven of the respondents say they would also explain to the grandmother that
maybe the child has a bad day, is occupied with other things or is just to young to understand.
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+ 80% of our parent sample stated that they often (66%) or sometimes (14%) read books to
their children. This is contraposed by our observations where the only books around were copy
books with simple reading- and maths assignments. Most of the households did not own kids’
books, let alone a home library.

+ While already the Soviets had tried to implement a more active and engaged style of teach-
ing, the present efforts of INGOs involve the philosphy of “active learning”, requesting the teach-
er to supply students with learning environments which leave much space for the students’
personal interests and individual learning speeds. At a roundtable which was hosted by AKF
with the title “From active teaching to active learning”, it was remarkable how the participating
teachers and education officials misunderstood what was meant by this concept — This can
be concluded from their comments on the matter: When one of the referees promoted using
students’ creativity and fostering individual approaches to learning contents, one teacher said:
“Yes; | also let the students draw plants to teach them about it. When a student draws a very ugly
flower | say: Oh look, maybe this here is something you could do better, please take a look again
at this flower here...”. Instead of fostering an individual approach and creativity, she demands
from the student to fulfil a formalized goal (draw the flower properly). Another example: When
one of the western specialists talked about the undiscovered capacities of students which could
be activated by active learning strategies, one teacher commented: “Yes, | saw a documentary
the other day, it showed a four year old child which could memorize one hundred verses of the
Manas epos! We don’t use enough these great capacities of our children!” — These comments
show that although teachers agree to the suggestions brought forth by the INGO referees, their
interpretations aren’t anywhere near the ideas of “active learning” but are rather a re-inven-
tion or re-naming of practices which they have used all along: training students to come up to
teacher-defined standards and relying on simple memorizing and performing skills.

Discussion of results: Supermacy of the family collective order

| argue that the specific pattern of rejection and acceptance of the INGO-promoted practices
is not only due to technical shortcomings of the programmes or to “misunderstandings” on
the side of the recipients, but that it is related to the families’ strong interests to maintain their
functioning and reproduction as a collective. This collective follows a certain generational order
which is marked by a strict age- and gender hierarchy, and which relies on the submission of the
young to the demands of the elderly. The findings described above show that a strong demand
to “fit in” is held towards children, and that a “training model” (for detailed explanation of these
concepts see Blihler-Niederberger & Schwittek, in press) is applied as educational strategy by
many parents to build up resources for the family collective. The following findings further sup
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port this interpretation:

» When parents are asked what they will like their children to be in the future, 97% name an
academic profession, for boys engineering, law and trading professions, for the girls medical
doctors and teachers. This is astonishing as the results are the same for all parents; rich or poor,
rural or urban, educated or simple workers. Since these choices lack all practicability for society
as a whole, they serve the family collective. As the population does not trust state structures at
all, families try to cover the most important services (e.g. health care) among themselves.

* In line with this is another result stemming from a question on educational goals. 63% of the
parents name the statement “He shall be a sustainer for the family” as one of the most important
future aspirations for their child. 78% of the respondents chose as well the statement “He shall
develop a strong and independent mind”. These two ideas are compatible only when the “strong
mind” actually serves the family collective, while personal strength and independence will be
sanctioned when it is not in line with collective demands

+ Other (yet unsystematic) observations from our research with young adults in Kyrgyzstan
point into the same direction: Some very well educated young people, mostly women, who
had made good university degrees and were granted scholarships e.g. from DAAD (German
Academic Exchange Service) suddenly stopped their career paths to submit into gendered ste-
reotype roles as stay-home-mothers, housewives or maids. Having to look after other children
in the family or after sick family members for months, their academic activities were cut. We
expect to gain more insights into the long-term effects and paths of educational decisions and
strategies in our next project on youth in Kyrgyzstan.

According to this heavy reliance on the family collective, educational concepts promoting a
shift towards a more child-centered family model endanger the existing order of the family col-
lective and are therefore rejected. Only those concepts which ask parents to do ‘more of the
same’ (that is, which are in line with that collectivist order) are welcomed and put into practice.
Our finding that educational strategies are that strongly oriented towards the maintenance of
the family collective, is supported by data from large scale surveys, (e.g. Asia Barometer 2005),
showing that the family network is perceived by the Kyrgyz as the one institution to guarantee
support and social affiliation, while public structures are strongly distrusted (Dadabaev, 2006). |
conclude that this is the main reason why INGO recommendations are only followed by parents
if the respective practices do not endanger the supremacy of the family collective, and therefore
must fail whenever they request more investments into independent, self-reliable individuals. |
argue that in this way, INGOs help to maintain and reproduce the existing problematic social
conditions in Kyrgyzstan rather than bringing about social change. According to the two ap-
proaches in which the programmes may be divided (as described above), the existing social
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order is maintained in two ways: Approach A actively supports the existing family collective order
by promoting ideas which are in line with, while the kind of maintenance which is exercised by
approach B is an indirect one: Initiatives which aim at changing the family collective order are
rejected by the parents and kindergarten staff — They fail because of the solidity of the family
collective order. If this is so, INGOs in effect (though maybe not on purpose) produce a circum-
stance that bluntly contradicts their explicit aim of building up a democratic and pluralistic, open
society.

Conclusion

The results presented here are considered “work in progress”. They provide some insight into
the question why the massive investments into the educational condition in Kyrgyzstan do not
produce the desired outcomes. Our findings suggest that Kyrgyz families do not engage in the
educational strategies which are promoted by foreign organizations; or only in so far as they
promise success in formal schooling by building up cognitive capacity. | have argued that this is
related to the powerful structure of the family collective, with it's specific generational order, be-
ing highly reluctant to change. A more thorough analysis of the overall impact of INGO activities
is needed to generalize the presented findings, and further systematic research is required to
test my resulting hypothesis that INGOs therefore sustain rather than change the existing social
conditions in Kyrgyzstan.
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Abstract

The aim of the study is to report on the development of supportive multimedia resources for
children at-risk of learning disabilities. Precisely, the development of multimedia software that
allows online interactions is analyzed. Children at risk of learning disabilities may face difficulties
in handling speech and language, phonological processing and decoding of written text. The
digital activities focus on phonological awareness issues in a multimedia interactive and playful
environment that keeps student’s interest and adjusts to his/her needs and abilities in order to
achieve the desired learning outcomes. Through an interdisciplinary and experimental digital
knowledge approach another goal is to enhance students’ creativity and communication.

Concluding, the software completion and application is discussed together with the modern
technology potentials on special educational procedures.

Keywords: Learning disabilities; computer; multimedia; digital resources; special education

Introduction

Myers and Hammill, (1990) present the National Joint Committee’s on Learning Disabilities
definition for learning disabilities (1989): “Learning disabilities is a generic term that refers to a
heterogenous group of disorders manifested by significant difficulties in the acquisition and use
of listening, speaking, reading, writing, reasoning, or mathematical abilities. These disorders are
intrinsic to the individual, presumed to be due to central nervous system dysfunction, and may
occur across the life span. Problems in self-regulatory behaviors, social perception, and social
interaction may exist with learning disabilities but do not by themselves constitute a learning
disability. Although a learning disability may occur concomitantly with other handicapping condi-
tions (for example, sensory impairment, mental retardation, serious emotional disturbance) or
with extrinsic factors (such as cultural differences, insufficient or inappropriate instruction), they
are not the result of those conditions or influences.”

According to Hammill (1990), Zakopoulou and Stavrou (2002), the National Joint Committee
on Learning Disabilities (2006) Zakopoulou et al (2011) and Toki (2011) people with learning
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disabilities face problems such as speech and language difficulties, reading comprehension,
mathematical discourse and more precisely:

* Nonverbal skills (orientation, auditory memory, visual memory, auditory discrimination, vi-
sual discrimination, cerebral dominance, grapho-motor ability and coordination)

+ Phonological awareness (auditory rhyme recognition, orientation of the letters, their position
and order in words which affects their meaning), analysis, synthesis, the memorization and per-
ception of word sets and, finally, the acquisition of reading and spelling mechanism

* Verbal skills:

o Reading preparation: decoding, flow, reading comprehension

o Writing preparation: application of writing conventions, spelling, written expression, vocabu-
lary, content, spelling, morphological data, auditory perception

* Oral speech (single word recall, delayed response, replacements, metalinguistic feedback,
metacognitive comments display with gestures, participation in discussion)

» Mathematics (pattern recognition, memorization of key figures (e.g. 7+5 = 12), memorizing
multiplication tables, cipher operations, problem solving)

+ Behavior (low estimate, introversion, concentration difficulties, impulsivity, (Attention Deficit
Hyperactivity Disorder - ADHD), dependence on adults, aggressive behavior).

Identification and need for support of a child’s learning disability usually takes place after the
child enters the second class of the elementary school. At that time, there is a considerable in-
consistency between the child’s aptitude and academic achievement (Coleman et al, 2006). But
according to the National Joint Committee on Learning Disabilities (2006) it has been noted that
children exposed to high quality learning opportunities before kindergarten, are less likely to ex-
perience school failure and are misidentified as having Learning Disabilities in the early grades.
Moreover, it is well defined that children in need of support can be identified years before school
age (Lyytinen et al., 2007).

Early indicators for learning disabilities may “include delays in speech and language develop-
ment, motor coordination, perception, reasoning, social interaction, prerequisites to academic
achievement and other areas relevant to meeting educational goals. These indicators may oc-
cur concomitantly with problems in self-regulation, attention, or social interaction” (National Joint
Committee on Learning Disabilities, 2006).

Although early indicators for learning disabilities are clearly stated there is no clear distinction
in the early years between the children whose problems may persist from those who will make
adequate progress with time. Therefore, in order to determine whether a child is at-risk for learn-
ing disabilities, screening/evaluation (Toki and Pange, 2012), enhanced learning opportunities,
and possibly intervention services should be provided (National Joint Committee on Learning
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Disabilities, 2006). “It is not in the child’s best interest to “wait and see” or hope that the child
will “grow out of” his or her problems. Conversely, it is important to guard against the premature
identification of a disability, especially if high quality learning opportunities have not been pro-
vided” (National Joint Committee on Learning Disabilities, 2006).

On the other hand, the current advancements in telecommunications and the employment
of digital technology mean that even young children are exposed and familiarized with technol-
ogy (Toki and Pange, 2009). These young children, the today’s students, are using computers,
videogames, digital music players, video cams, cell phones, and all the other toys and tools of
the digital age (Prensky, 2001) in an informal setting (Pange et al., 2001). Simultaneously, in the
formal setting, digital technology has become a recognized tool in the education of young stu-
dents. In this sense computers support but do not replace the teaching and learning process by
enhancing the knowledge acquisition and the cognitive development of preschoolers (Clements
& Sarama, 2003; Haugland & Wright, 1997; Siraj-Blatchford & Siraj-Blatchford, 2006; Stephen
& Plowman, 2008; Yelland, 2005). In precise, research has supported that children at young
ages show advanced cognitive capacities through computer-based activities as, they develop
their memory (Haugland, 1999; Haugland 2000), their attention (Green & Bavelier, 2003), their
literacy abilities (Kamil et al, 2000), their mathematical thinking (Clements, 2000), the develop-
ment of their concentration and motivation to learn and complete tasks (Fredricks et al, 2004),
their problem solving capacities (Reiser, 2004) and consequently their school achievement
(Flintoff, 2002).

Therefore, as they are familiarized with computers and digital tools they select to use them
not just for gaming and entertainment but for learning as well (Toki & Pange, 2010). Technol-
ogy offers the student the prospect of being more independent, autonomous and in control of
the learning process (Davis et al, 1997). At the same time, the learning process is not passive,
as the student is actually doing things. The student from a passive recipient of knowledge can
become the creator of his/fher own knowledge. Hence, active learning is promoted (Meredyth
et al, 1999) and embedded with the student’s own pace. Learning with technology encour-
ages communication, collaboration with peers, access to resources and materials promoting
the computer to a learning tool that boosts self-estimation (Crompton and Mann, 1996), atten-
tion and commitment to the educational activities (Underwood, 2000). Apart from the students’
familiarity with digital technology it seems that groups of young students choose the computer
both for entertainment and study (Toki & Pange, 2010).

Special education intervention for students with learning disabilities requires individual plan-
ning, intensive and specialized goal-oriented instruction for the potential of accomplishing
self-sufficiency (Lee, 2007). Multimedia technology (computer presentation of multiple media
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formats: text, pictures, sounds, video etc.) can provide one of the most promising ways to indi-
vidualize instruction (Mayer, 2001; Wolff and Garcia, 2001; Belson, 2003; Lee, 2003; Toki and
Pange, 2009). Multimedia technology offers the opportunity of presenting information in both
verbal and pictorial forms, enabling students with learning disabilities for a deeper understand-
ing of more meaningful connections between visual and verbal arrangements (Lee, 2007).

The aim of this study is to report on the development of digital multimedia procedures that
allow online access and support phonology, reading and writing activities of children at risk of
learning disabilities in advance of experiencing school failure and reference for formal evalua-
tion and potential placement in special education.

The development methodology of digital multimedia resources

The development methodology of this software system is based on the waterfall model (Fig-
ure 1).

The main stages that characterize the methodology are presented below:

1. Requirements Analysis: At this initial stage a determination is made of what the system is
expected to offer, not how it is presented. This software system’s specifications are as follows:

* The software is intended to support students with learning disabilities.

* The approach is mainly user driven.

* The design of the tasks was to cover the phonology range starting from the single phoneme
level and continuing to the level of the syllable, word, sentence and text.

* This design will provide students with learning disabilities what they need, i.e. to work in
small sequential steps (Detheridge, 1996).

* In addition, the software was designed by placing activities with increasingly level of difficulty
and requirements.

* And finally, software should have the potential to be accommodated online, thus run on a
website on the internet. This way anyone from anyplace may have access.
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Figure 1: Multimedia Software Development methodology: waterfall model

2. System Analysis: At this stage the desired form of the solution is determined with the fol-
lowing major issues: (a) whether the system is a suitable solution for the problem (b) whether
there are any ready-made solutions to the problem (c) what the benefits are from the system
development. Specifically:

* The suitability of a software system for young children’s at-risk of learning disabilities inter-
vention with digital multimedia resources is identified in the above introduction.

* There are no other reported studies (open source code) for the Greek language dealing with
this issue in detail and certainly there is no specialized digital material that the young student
can work with online. There are though, high quality digital attempts (i.e. learning my language
—the wired trip of Fountouli [paBaivw Tn yAwoaoa pou- 1o apagevo tagiol tou Gouvtouin] http://
ts.sch.gr/repo/online-packages/dim-mathaino-ti-glossa-mou/Sections/flash.html, language A-B
[yMwooa A-B] http://ts.sch.gr/repo/online-packages/dim-glossa-a-b/start.html) that are dealing
with language, but there are targeting normal population and therefore they do not focus in
particular to the needs and intervention for children at-risk for learning disabilities.

3. System Design: Refers to the determination of (a) tasks that the system should perform,

133

NAIAATQTIKH - Bswpia kal npagn, 5/2012



Eugenia I. Toki, Konstantinos Drosos and Dimitra Simitzi

(b) multimedia procedures needed for every task, interactivity and feedback and (c) tools for
developing the system. The system architecture is produced taking into consideration the ob-
ligations of (a) the user requirements, (b) the intervention model for children at-risk of learning
disabilities, and (c) the technology used. Once the activities and mechanisms are specified, then
a suitable form for producing the multimedia activities within the software should be designed.

In detail, the digital resources contain ten activities for each letter of the Greek alphabet. Each
activity corresponds to an area of phonological awareness ending with a verb-noun activity. The
ten areas are as follows:

1. Learning the letter

2. Visual discrimination

3. Auditory discrimination

4. What the word begins with ... “selected the letter”

5. Word Synthesis (Select initial letter)

6. Syllabification

7. Sentence synthesis

8. Listening to story / Reading story — Part 1

9. Listening to story / Reading story — Part 2

10. Verb/noun in the sentence

4. System implementation: At the implementation stage, the coding is based on the design
of the system. Adobe ® Flash Professional CS4 was used for the implementation of the digital
multimedia resources, as it can construct highly competitive multimedia application projects and
offers the option to publish the application online. Thus, the software application when hosted
on a site it offers internet access-ability and it is ready for use anytime and anywhere. Detailed
activities are presented for the letter omicron:

Activity 1

The student is transferred to a magic world where
stories associated with the target letter unfold (Figure
2). He learns how the phoneme is pronounced and
how to write the letter (path direction).

Figure 2: Learning letter ‘o’
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2nd Activity

The student, in the 2nd Activity, aims
to find the *hidden” target letter (omicron)
among many other letters, numbers and
symbols (visual discrimination). The stu-
dent is asked to select it by clicking with
the mouse, or by touching if using a touch
screen. In a correct answer the part of
the image that “hides the letter” is getting
painted. Otherwise the picture stays black
and white (Figure 3).

Figure 3: Visual discrimination -letter «o»

3rd Activity

This activity was created to train
the student in matching the letter to
its phoneme (auditory discrimina-
tion). Specifically, a scene of the
seabed appears where the student
must decide whether the mermaid
Ariel, rightly or wrongly tallied the
letter pronounced from the hippo-
campus (Figure 4). In a correct an-
swer the student is rewarded with a

cheerful seabed animation. Other-
wise a shark animation makes its
appearance in the backround, urg-
ing him to try again.

Figure 4: Auditory discrimination
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4th Activity

Choose the word that begins
with ... “0”. The student is asked
to choose the picture that shows
the object beginning with the de-
sired letter (o - omicron, umbrella
[optrpéAa]) (Figure 5). The reward is
an animation and music. Else there
is a feedback on why the response
was not correct and encouragement
to try again with funny animation.

5th Activity

The student in the fifth activity
is required to complete the word
synthesis, by filling the first missing
letter. There are three alternative
answers (three different letters) to
choose from (Figure 6). Feedback
is provided for the correct answer
with an animation concert and the
presentation of the whole word spo-
ken and written is following. Alterna-
tively, in a wrong answer, feedback
with animation shows where the er-
ror lies.
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Figure 5: Choose the word that begins with ... “0”

Figure 6: word synthesis
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6th Activity

In the sixth activity the student is
asked to put in the correct order the
syllables for the formation of a word.
The story unfolds in the village of As-
terix and Obelix (Figure 7). Obelix is
in love and lost his words. He needs
assistance from the student to put
the jumbled syllables of his name in
the correct order. This will allow him
to properly introduce himself to the
beautiful fairy. On the other hand if
he does not manage the task he will
have to fight against Roman army.

7th Activity

This activity gives the student
the opportunity to practice on syn-
tax sentence synthesis. More spe-
cifically, the words of a sentence are
mixed-up (Figure 8). The student
must is asked to help to put
the words in the correct order to form
a syntactically and semantically cor-
rect sentence. Feedback on syntax
and semantics is given depending
on the student’s choice.

Figure 7: Syllabification

Figure 8: Sentence synthesis
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8th Activity

The student practices on visual and auditory memory by selecting the correct picture that cor-
responds exactly to the information heard when listening to a story (Figure 10) or read (Figure
9). The right response follows feedback with animation reward. On a wrong response an expla-
nation follows with details why this was not the appropriate answer, following by motivation for
another attempt. Help is also available when reading is necessary.

J hspos; Ll o

big papad(ers; b et

Fons sl e gin g and
wrpinlh {p e

W angy

Figure 9: Reading text Figure 10: Listen to story

9th Activity

The student after reading (Figure 11) or hearing (Figure 12) a story needs to answer question
by selecting the correct image that corresponds to the right place and time according to the
story.

Figure 11: Reading text - part2 Figure 12: Listen to story - part2
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10th Activity

In the specific activity, the stu-
dent is requested to choose the
word in the correct form (singlu-
lar/plural — person) for verbs, and
the correct inclination in singlular/
plural for nouns (Figure 13). The
word must select should fit into

the grammatical position of the
proposal is presented each time. Figure 13: Verbs

5. System Testing: The testing stage involves the following procedures: (a) verification (in
collaboration with end users), (b) debugging (the code), and (c) validation (using real cases).
The system has been tested with 3 preschool students at-risk for learning disabilities. These
students have clearly understood the tasks, were high motivated and really enjoyed “playing
with...” the digital procedures supporting the early intervention process.

6. Online software system: Is the final result that will be accomplished after the feedback of
the software application

Discussion - Conclusion

The software presented in this study was designed to support the student at-risk for learn-
ing disabilities. It forms a tool that can be used by the students under the teacher’s, special
educator’s or speech pathologist’'s supervision. The teacher selects and incorporates suitable
activities in a digital environment. It can be used in the preschool setting or at the first school
age to enhance phonology activities. The young students at-risk of learning disorders, that are
entering the world of knowledge, can interact with the computer ensuring undiminished interest
on the learning activities. Through an interdisciplinary and experiential approach the aim is to
enhance phonological awareness and communication skills and accomplish the best learning
outcomes. The software activities are not just a transaction of traditional exercises presented
on the computer but benefit from the advantages of technology like moving images, animations,
sound and interactivity that create an amusing, playful and effective learning environment ac-
cording to relevant studies (Toki & Pange, 2010).

This study therefore, can be considered that contributes to the development of special edu-
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cational software for students in the first school age that are at-risk of learning disabilities. It
has been created according to educational standards incorporating the modern technological
developments in order to function as a learning tool. Besides, the option of accommodating the
supportive material online and thus internet publication can provide time and space indepen-
dence.

Amongst future activities of research is the completion of software with the pilot application
in normal and at-risk of learning disorders population. Students’ and teachers’ opinion on the
digital supportive resource must be evaluated and furthermore, activities can be further enriched
in related areas for the support and enhancement of speech and language abilities.
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IKEWEIS yIa T0 XOES Kal T0 ONPEP TNS KOIVAVIaS pas

O winos tns enoxns yia tnv anefeuBépwon twv lwavvivwv*

fewpyios A. Kaydnns
KaBnynths Maveniotnpiou lwavvivev
gkapsali@uoi.gr

E€oxotate kUpie Mpdedbpe tns  Anpokpatias,

Eival yeyovés 6u, npooeyyidovias to B€pa tns opiAias pou, avapwudpouva yia v aywvia
TV avOpdnwv Tou TUNOoU eKeivns Tns enoxns va Bpouv h kai va epelpouy tov katdAinAo titdo
yia us pnpepibes tous, wote va anodwaoouv pe AoyIa, P ypdupata, 1o peydno yeyovds tns
aneleubépwons 1wV lwavvivwv. Exovias napénbel oxedov neviakdaia oldkAnpa xpdvia and
v npépa nou auth n Eexwploth néAn eixe xaoel tnv eRgubepia Kal guvdapa tnv opop@Id Kal
ta kaAAn s, tav 6Uokono, av Oxi1 akatdpBwto, va neplypayel Kaveis pe N€Gels tnv aveinwtn
xapd yia tnv aneleuBépwons tns. Kai touto, yiati to akatdpbwro yivetal katopbwid, yiati 1o
anioteuto yivetal nioteutd, yiati to pubiké yivetal adnBivé kai npaypatko, kai as e§akonouBei
va Kpatdel péoa tou Bpunous Kal dInynagls MoU EUPPAIVOUV TNV PUXN TOU KABEVOS.

Avapwudpouva, enions, yia tnv dofnotn eAoya, yia i {woydvo dUvapn, Nou NPOoTateye
yia 1doa noAnd xpévia tnv eleubepia, yia va tn  xapioel kal nafl enagia, yevvaiddwpa,
SIkaiwpauka otnv dpop@n Kai Iotopikh noAn s Mappoudas. Kai sivar ainBeia nws o idios
bev pnodpeoa va Bpw annes Aéers, extds and tnv eAnida kai tnv niotn. Tnv niotn kai tnv eAnida
own yAmaooa, otn Bpnokeia, otnv 1otopia kai tnv napadoaon tns NéANs kai tns uans, tnv niotn
kai tnv €Aniba, atnv opop@Id tns N6ANS, GtV OHOP@IA Ths Yuxns AWV TWV KATOIKWV TNS.

Ané v annn nieupd eivar BERalo nws o Tunos tns enoxns ekeivns dev Ba pnopoUce va
abiknoel autd to peyano yeyovos, apou yeviés oNOKANPES NEPIUEVAV YIO AICOVES AUTA TN GUYHN
s anepiypantns xapds, nou npoéo@epe ous kapdiés dAwv twv EANnvwv n anefeuBépwon twv
lwavvivwv.

*H opinia ekpwvnOnke tnv 20n deBpouapiou 2010 evdniov tns A.E. tou Mpoébpou ths Anpokpatias K.

Kaponou Manoudia oto niaioio tou eoptacpou ths 97ns eneteiou yia ta EAuBépia tns néns twv lwavvivwv.

1 BA. Epnpepiba «Makedovia» 22 deBpouapiou 1913, 0. 1.
2 BA. Epnuepida «Akpoénodis» 22 OsPpouapiou 1913, 0. 1.
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«Oupavoi binyouvtar Aé€av EAdnvikawv ondwvy, éypawe n Makebovia', «H Kuavédeukos
kupatiCel eni v lwavvivwvs, Ba avayyeidel n Akpononis?, «O noAeuikdés BOpiauBos tou
EAdnviauou», Ba ypdywei To Kpdtos?®, «To téAos tns doudeias twv Laptupiwv Kal twv oTevayuwv»,
Ba emonudver n epnuepiba Eunpds®, «O levvaios ENAnvikés otpatds katéAaBe ta pupiondéOnia
lwdvviva», 8a 6iadadnaer n MMatpis®, «H ntwais twv lwavvivwv - BpiauBos tou atpatou pas», Ba
ypdwel n epnuepida ABnvai 6, «H ntwais twv lwavvivwv - O 1G6oxos €is ta lwdvvivar, Ba avayyeiflel
n Epnuepis’ , «H ENAds navnyupi{ouoa tov BpiauBov, Zntw n Hpwiknh Xpatid», Oa ypdye to Néov
Aot® , «O péyas, o kataninkukos, o koAoaoaiaios OpiauBos», Ba Siatuunavioouv or Kaipor®,
«Xapds evayyénia, O véos BpiauBos tou otpatou pas, Ta ldvveva éneoavr, Ba avapwvnoel n
Néa AAnBegia™, «H peyiotn twv vikwv, eniotépouaa to tépua tou evdoéou eAANVIKOU aywvos»,
Ba Bpovropwvdéel o Neodyos Matpwv'!. TéAos, ato iotopiké euAdo tns 3ns Maptiou tou 1913,
n epnuepiba Hneipos Ba biadadnoer: «EAANVIKGs otpatds eis lwdvviva, H Hnelpos eAguBepwyévn,
Exapoyénaces!!...»"2,

TitAol nou ekppddouv Baupaopd, suppoouvn kai ayaddiaon, &Eonacpa ecwiepiko, xapd
Kal euyvwpoouvn, unepn@aveia kai Atpwon, 66&a kal upn atnv natpida nou aywviletal,
otwnv niotn kai tnv €Anida nou dikaimvovtal.

Ta nepioodtepa and ta kupia dpbpa, aveaptntws and tn Bepaukn tous, apxifouv pe évav
Upvo yia TNV opop@Ia Kal tnv Iotopia tns ndAns nou yloptadel tnv anelsubépwon tns:

«Ta naivepéva ldvveva, n BpuAikn néAis pe tv igtopnpévny Aipvny' n néAis n onoia eyévvnoe
téoous peydous bibaokdAous tou lévous kar tooous eydious tou EOvous Euepyétas», Ba
ypdwel n Makebovia®. «OdokAnpwv aiovwvy 6veipa ... eknAnpwOnoav x0és. Ta lwdvviva, n nédis

3 BA. Epnpepiba «To Kpatos» 24 OePpouapiou 1913, 0. 1.

4 BA. Epnpepiba «Epnpos» 22 OePpouapiou 1913, 0. 1.

5 BA. Epnuepida «Matpis» 22 ®ePpouapiou 1913, a. 1.

6 BA. Epnpepiba «ABnvar» 22 OeBpouapiou 1913, o. 1.

7 BA. Epnpepida «Epnpepis» 21 OePpouapiou 1913, . 1.

8 B. Epnpepiba «Néov Aotu» 22 Oefpouapiou 1913, 0. 1.

9 BA. Epnuepiba «Kaipoi» 23 dePpouapiou 1913, a. 1.

10 BA. Epnpepiba «Néa AfnBeia» 24 dePpouapiou 1913, a. 1.
11 BA. Epnpepiba «Neodyos Matpmv» 22 OeBpouapiou 1913, a. 1.
12 BA. Epnpepiba «Hneipos» 3 Maptiou 1913, a. 1.

13 BA. Epnpepiba «Makedovia» 23 Oeppouapiou 1913, 0. 1.
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v eAANVIKWV oveipwv kal twv napabocewv, n nepikAgiouoa tas wpaiotépas oeibas tns Bvikns
nuwv 1otopias® Ta idvveva ... NiNToUGIv OALIEPOV €IS TNV aykdAnv tns peydnns untpds EAAdos»,
Oa emonudver n epnuepiba Zkpin'. «KAavoate and xapdv, oupnoditar kai oupnatpidwal!
KAauoate ané ouykivnowv iepdv. Ta ldvveva éneoav! ... Onoia payikn @pdois!», Ba tovioel n
Néa AdnBeia®™. «Q néAis npoopidns kai nodunikpauévn! Moios Ba 6inynBei tnv xapdv kai tov
evBouaiaouév oou endvw €IS Ta UVALATA TwV VEKPWV natépwv pas, va eunvAcouv Kai autoi,
va xapoUv v ayiav kai Igpdv autiv xapdv;», Ba ypdyer o lewpylos Xatlhs otnv epnuepida
Hnigipos™®».

MapdninAa, ous oeides twv epnuepidwv dnpocistovtal nompata yia tnv anelsubépwon
s nNoANs Kal I0ToPIKES PENETES MOU avaPEPOVTAI OTN PAKPaiwvn Iotopia tns. And ta Keipeva
autd dianiotwvel Kaveis tnv €T01IPOTNTA WV EPNUEPIdWV va napouaidoouv e€alpetikés Yeétes
yia tnv néAn wwv lwavvivwyv, oav va Kaptepoloav anoé Xpovia auti t peydan kal povadikn
I0TOPIKA OUYUA.

Eivar yeyovos 6u n katdAnyn twv oxupwv tou Mniaviou, n napddoon tou exBpou, alnd kai
n BplapPeutkn gicodos twv vikntv otnv néAn katadapPdvouv pia onpavukh Béon oe OAes
us epnuepides. Mapdnnnia cuvbualovral pe ouvaiobhpata aywvias, éviaons, NPOoUoVhs
yia v €6€AIEn twv yeyovotwy, kaBs to éva petd o aino ta tnieypapnuata tou Ailadoéxou
nepI€ypagav v Katdotaon s guypns kar kabws 1o yeyovés autd kaBautd htav 10oo peydno
nou ékoPe tnv avdoa o nyecia kal Aad. Oa emné§oupe dUo xapakinpioukés oknvés ws Heiypa
NS KATAoTaons Kal TV ouvaIoONPAtwy nou enikpatoloav Katd TS IoTOPIKES ekeives npépes. H
NPWTN €XEl va KAVEI € TOV TPOMO NoU NEPIYPAPE! 0 TUnos tnv icodo tou eAeuBepwtn Aladdxou
omnv néAn wv lwavvivwv. Mpdeel oxeukd n Makedovia tou Zappdtou s 23ns defpouapiou:
«X0Bes nepi tnv 8nv wpav, o b1dboxos ei0nNBev eis ta lwdvviva, akoAouBoupevos und 15.000
faou, biatelouvtos ev peyiotn ouyKIvVAde! kai akpatntw evBouaiaouy. O Aads kAaiwv katd tnv

14 BA. Epnpepida «Zkpin» 22 dePpouapiou 1913, a. 1, «ONokAnpwv ai@vwv dvelpa, unokapdiol nébol

Kkai ennibes tou EBvous kpU@ial enAnpwBnoav xBés. Ta lwdvviva, n noAis twv eARNVIKMV OVEIPWV Kal Twv
napaddoewy, n nepikgiouoa tas wpaiotépas oenidas ts eBvikns npwv Iotopias. Ta MNAvveva €ls 10 Gvopa Twv
onoiwv ndoa EAAnvikn kapdia nabBdvero ta 1epdtepa piyn Kai tous eBvikdTEpOUs NaApoUs NiNToUaIv GRKEPOV €IS
v aykannv tns peyanns puntpds EANGGos eReuBepolpeva ia twv upnpévwv 6ndwv tou evedgou atpatou tsy.
15 BA. Epnpepida «Néa AdnBeia» 24 dePpouapiou 1913, . 1, «kKAatoate and xapdv, cupnodital kal
oupnatpiwtal! Klavoate and ayaddiaolv, kiatoate and ouykivnolv iepdv. Ta Ndvveva énecav!  Onoia payikh
epdcis».

16 BA. Epnpepiba «Hneipos» 21 dePpouapiou 1913, o. 1.
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biédeuaiv tou otparou epiflel tas xeipas twv aflwpaukawv. Eis oudeuiav néAv s Makebovias
eyéveto opoia anoBewukn unodoxn. O1 kAtoikol éoxioav ta PEaia TwV Kal KUPIONEKTIKG ekdAuywav
v nAateiav tns “Opovoias” pe autd»”. H Akpénodis 8a npoabéael: «H nédis twv lwavvivwv
gonpaiootoniodn an’ dkpou &Is dkpov kai navnyupilel 6ia to euppoéouvov yeyovos, €otnbn
6¢ kai eni tou Aioikntnpiou n EAAnvikn onpaia»™. O Neoddyos Matpwv Ba ouunAnpwoel ota
napandvw: «Ano ta napdbupa kai tous e€wotas éppaivov tov Aiddoxov kai Tov atpatov e dvon,
éppintov nepiotepds, éogiov pavondia, éxuvov bdkpua»'®. Xwpis ap@iBonia npokeital yia ouypés
OUYKIVNUKES, I1€pés, avunépPAntes, cUyKAOVIOTIKES.

H beutepn oknvh €xel va kavel pe tov 1pono nou o Beviénos nAnpogopnBnke tnv €idnon
s Ntwoews tou Mmidaviou. Aéyetal 6u v €idnon tn petépepe otov npwbunoupyd évas
Aoxias nou tov eniokéPOnke noAU npwi oto dwpdud tou Kal o onoios €ine ato Bevidéno:
«Kupie Mpoebpe, eis ué élaxev o kARpos va oas avayyeifw v peydinv eidnoiv. O KUpIos
MpwBurioupyds npiv akoUoel nepi tivos npokeital, UWwae tas xeipas tou Kai gine dakpuwv: -0
B¢e0s va bwoel va vikoUue ndviote ol EAAnves»?,

Eival yvwotd éu 1o Mmilavi Bewpouviav éva andpbnto oxupd. Aéyetal éu o MkoAts naads,
e tnv unédei§n tou onoiou yivovtav ta oxupwpatkd épya ato Mmidavi, gine otous ToUpKous
alwpaukous: «E6w oas napabidw tov tdpov tns EAAGOos». Kal dtav o Lepkét naads, eni tns
unoupyias Tou onoiou éyivav ta €pyad, Katnyophlnke yia 1o unépoyko KOGTOS ToUs, anavinoe
xapaktnpioukd: «Aéyete 6,u OéAete, and o’ uds Ba xpwotdte to o,u n Toupkia Ba éxel ndviote
ta lwdwviva, tn Zk6b6pa kar tnv Abpiavounodn»?'. BéBaia, n yevaidétnta kai n avépeia tou
eAinvikoU otpatol, and kolvou e tn yevvaidtnta tou Aladéxou Kwvaotavtivou addd kal 1o
otpatnyikd oxédlo nou ekeivos EQAppooe, akUpwaav atnv npdagn us napanavw eKUpNoEls,
ansfeuBepwvovias v néAn wv lwavvivwv kai kepdiovias tov naykoéopio Baupacpo.
To yeyovos autd €ixe ws CUVEMEID va UNAPXOUV ous epnuepides nonnés Quwrtoypagies Kal
gyKwpIaouka dpBpa yia to Aiddoxo kai tov eAAnvikéd otpaté. Etal, ta 181aitepa xapakinpiotukd
nou anodidovtal ato ZtpanAdatn ouvoyilovtal ws e§ns and tnv epnpepidba Kaipoi: «Andous,

17 BA. Epnpepiba «Makedovia» 23 Oefpouapiou 1913, 0. 1.

18 BA. Epnpepida «Akpdnonis» 23 OePpouapiou 1913, 0. 1.

19 BA. Epnpepiba «Neodyos Matpmdv» 26 OePpouapiou 1913, a. 1.
20 BA. Epnuepiba «Epnpds» 24 OePpouapiou 1913, 0. 1.

21 BA. Epnpepiba «Akpdnodis» 23 Oefpouapiou 1913, 0. 1.
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UepIOPpwY, Aatpeutds &is tov atpatdv tou, katandnkukos &is v oUAAnyiv evos oxebiou kai
Kepauvwodns €is tnv ektéearv, opuntikos ws Buedda ... anoBaiver adnBws napadeiyuatikws
xapaktnp 16ewbous atpatdpxour?. Qotdoo, 10 evdlagépov tou tWnou eoudaletal kar otnv
avtifetn nAsupd, 6nAadn otov toupkikd otpatd Kai tnv nyecia tou, apou ol ePnuePides
tovifouv pe épupacn 6u o eldnvikés otpatds €ixe anévavi Tou évav yevvaio Kal KaptepIkod
€xBp06 nou nEepe va unopével Us OTEPNTEIS Kal TNV OpYN TOU XEIPWVA, avadeIkvUovtas e Tov
TPONo autd akOpN NEPICOOTEPO 10 peyaneio tns eAAnvikAs vikns. IS1aitepn avapopd yivetal o€
nepIoootepes epnpepibes atov Eoodt naod, pe Bacikdtepn 10 dpbpo tou Xp. XpnotoPfaaifn
ownv Akpénod pe titdo «O tedeutaios naods twv lwavvivwv»?. O Xpnotofaaifns, onpavukds
pestntns napopoiwv Bepdtwy, avagépetal pe nodU KoAakeuukd Adyla ous onoudés, tnv
npoowniKGTNTa Kal us otpatwtkés IKavotntes tou Eoodt nacd. Xto Keipevo enionpaivetal
o0u o Eoodt naods eivar «avAp €uBUs, tipios, eAenpwv, QIAGvOpwnos, EuyevAs Kal aptidtata
otpatuwtkws nenaibeupévos, wpaidtatos kai oupnadéotatos». Kai o XpnotoPaciins Ba
onfokAnpwoel 10 apbpo Tou pE pia eviunwaolakh nAnpogopia, ypapovias Xapaktnpioukd:
«Ekeivo Ouws onep nepioadtepov evbiapépel nuds tous EAAnves eival 6u o évboos ntinpévos
twv lwavvivawv oute ToUpkos eival oute AABavos, addd kaBapds EAAnv, wv andyovos EAAnvwy
apvnBéviwv tnv eAdnvikAv Bpnokeiav Adyw twv Kaipikwv tou €Bvous pas oupopwv. O ndnnos
Tou katnyeto ek MnouAt{ou tou Zayopiou kai n pduun tou ek Zoudioun. Ze npwtooénido apbpo
tou «Néou Aotews» enionpaivetal 6u «O ToUpkos Xipatdpxns pas gival oupnadns, 610t unnpéev
yevvaios. ... Kai o Egodt naods, as to opofoynowyeyv, eival o kat’ eEoxnv vikntns nttnpévos»?,
Me 161artépws koAakeutkda Adyla Ba avagepBei, 1€os, o Xp. XpnotoPaaifns kal otov adep@od
10U Eoodt naod, tov Bexnn Bén, tovi(ovias nws otpatiwtikdtepo avaotnua dev éxel annos is
tov Toupkikév otpatdv kal katadnyovtas: «Tiun eis ta naibid tou Xadaot yia tn yevvaidintd
tous, and u uun npéne &is tov Aiddoxov tou EAdnvikou Bpdvou Kwvatavtivov, nou Unopece

22 BA. Epnpepida «Kaipoi» 23 OeBpouapiou 1913, a. 1, «AnioUs, petpidppwy, AATpeuTds €ls Tov otpatdv Tou,
kataninkukds €1s v aUAANYIv evos oxediou Kal kepauvddns kal Nanodeovukos €ls tnv eKtEAEIV, oppunTIKAs,
ws Buenfav, yvwpidwv va kabiotd peyanous tous nepi Autdv, enitendv ta akatdpbwta, pn yvwpilwv 10
aduvarov, v ekatpateiav tou apxioas NPos napadelypatuopov Pe akpov kivbuvov tns 16ias Tou {whs, ekBétwv
€1S 10 NPWToV Nup Ta i6la AutoU tékva, cuppepI{Oopevos pet’ evBouaiaopou €€ ioou ndoav tafainwpiav tou
€oxatou otpauwrou, anofaivel aAnBws napaderypatikds xapaktnp 16ewdous otpatdpxous.

23 BA. Epnpepiba «Akpdnodis» 22 ®efpouapiou 1913, 0. 1.

24 Bi. Epnpepida «Néov Aatu» 22 Oefpouapiou 1913, 0. 1, «Kai dpws, o Toupkos Ltpatdpxns pds eive
oupnadns, akpifds 16t unhpgev avdpeios. Kal o Ecodt naods, as 1o oponoynowyey, gival o kat' e§oxnv

VIKNTAS NTINPEVOSY.
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va viknoel t€tola Alovidpia Hnelpwtes, nou n tixn twv lwavvivwv tous enétale oto exBpikd
otpatonebon.

Eneibh ta pikpd nepiotaukd, pnopei va dnidvouv us peydies ainBeies, Ba avagépoupe
ouvtopa éva and autd, 6nws napouocidletal and v epnpepidba To Kpdatos?®. «To peonuépi
tns 21ns ®eBpoudpiou kai evd Aeukés onpaies avéulav ato Mmildvi, évas 0{wvas nAnoiace
tov avuouvtayuatdpxn Qoudt Bén kar npoapépBnke va poipactouv to Aité ouooitd tou. O téws
bloiknths Tou Ppoupiou tov oupe Kovid tou, Tov eBwneuce «Aéxopal, €ing, b16u nnpoopopd
npoépxetal and yevvaiov!» «Kai eyw tov napakanw, 616u eotdOn naddnkdpi», andvinoe bid
biepunvéws o eulwvas. Kai o1 dUo npwes eyetbnoav opiou tov dptov tns gipAvns».

‘Eva peyano yeyovos nou katanapPdver nepiontn Oéon oe 6nes us epnuepides eival n
Zuvebpiaon tns Boudns tns 21ns dePfpouapiou, kabws ixape and tov MpwBunoupyd tnv
avayyenia tns ntons wv lwavvivwv péoa oe {NTWKPAUYES, XEIPOKPOTAMATA Kal aKpdtnto
evBouaiaopo, annd kar us 10topikés opiAies TV NYEWWV OAwv twv koppdtwy péoa ot kiipa
€Bvikns oup@idiwons kar avataons. To nvelpa and v I0TOPIKA auth cuvedpiaon htav 6u
av xpelactolv napdyoiol aywves ato pénov, autoi Ba die§axBolv pe tnv avdloyn niotn kai
ano@aaoioukdtnta Kai nws to €Bvos oAokAnpo cival diatebelpévo va aywviote kal va VIKNOEI
n va néoel, diekbikwvtas ta dikaiwpatd tou?. «Kar touto yiati 6ol yvwpi{ouv Nws o aywvas
autos eivar 6ikaios Kair aneNeuBepwTIKws Kal OX1 KATaktntkws Kai 1610tedns», dnws a ypdyouv
ol Kaipoi?”. MapanAnia avadeikvietal n onpaacia s dAwons wwv lwavvivev, apou evioxuetal
10 Yontpo tou eAANVIKOU atpatoU, éxovias KUpIEUael éva ¢PoUpio OXUPWHEVO LE OUYXPOVES
peBodous, kabaws ta Ndvveva énecav npiv and t Lkédpa kai tnv Adpiavounofn. Me tn vikn
tou eANnvIKoU atpatou nAhttovtal, enions, ol didpopes BAEYels yia tnv NéANn twv lwavvivwv Kal
v guputePn nepioxn anod anPavégines Auvapels, evid n ToupKia UNOXPEWVETAI VO UNOKUYEI
0pIoUKA 010 {htnpa twv vnol®v tou Alyaiou. O tinos tns €Noxns anaitei, Katd ouvéneia, ol
Auatpiakoi karl ol ltafloi va exdoouv 1o hinpa ts Hngipou Kal twv vnoi®v tou Alyaiou, ol
Boudyapol, av kai ouppaxol, va ANCHOVACOUV NEPIOXES tns Opdkns kal tns Makedovias Kkai
avtiotoixa ol AdBavoi va eykatansiyouv naidbapi®dels paviaciDoEls yia v NePIoxn. LUOowHOS
o winos anaitei va aglionoinBouv, npos 6genos twv eBvikwv diekdIKNTEWY, N peydnn vikn oto

25 BA. Epnpepida «To Kpdtos» 3 Maptiou 1913, 0. 1.

26 BA. Epnuepiba «Akpdnofis» 22 OeBpouapiou 1913, 0. 1.
27 BA. Epnuepiba «Kaipoi» 23 dePpouapiou 1913, a. 1.

28 Bil. Epnuepiba «Makebovia» 22 deBpouapiou 1913, a. 1.
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MmiZavi kai n anefeubépwan twv lwavvivwv. «O EAAnvikés Aads aioi va 600¢i eis tnv EAAdda
0,11 TS aVNKel, Yewypapikws kai eBvodoyikws», Ba tovioel n Makedovia?®. H &iaotaon autn
npofannetal kar ané 1o @iAikS npos v EARGda eupwnaikd tino, dnws o Xpoévos tou Mapiaioy,
nou, agou enioNPaivel 10 ONPAVUKO AVTIKTUMO TNs KUPiEuons twv lwavvivwv yia tnv evioxuon
Tou €6VIKOU Qpovpatos Kal ta ogénn aus edagikés Sicubetnaels, Tovifel XapakINPIoUKA: «Av
bev kupievovtav ta ldvviva, unopei va dianpayuateudtav n napdboon tous e avtotdbuioua
tn OBuoia wwv viowv. Twpa ai vacol Ba apeBolv opiotikws s tnv EAAGOa»*. Ixebdv oto
ouvono tou, o yandikds tinos Ba ypayel 6u n dlwon wv lwavvivwv kai n napadoon 32.000
otpatou anotefolv titdo upns kar §6&as tou eAAnvikoU atpatou, nou anedeixbn 6u eival o
kafUtepos twv Badkavik®dv xwpdv Kal évas and tous kanUtepous eupwnaikous otpatous.
NapdnnAa tovilouv nws n Auotpia kai n ltadia 6ev Ba netixouv va ocupnepiAdfouv otnv
AnBavia ta lwdvviva, «twpa ondte n AAnvVikA onpaia Kupati(er eni twv TEIXWV Twv». AVoToIXa,
kal o ayyfikds wnos Ba e§apel tn peyann eAfnvikA vikn kal Ba tovioel th onpacia s yia v
eniteuén s eiphvns kal tnv ekninpwon twv eAAnViKkov Néwv. O pwalkds Tinos ekPpadel tn
xapd tou yia tous diadoxikous Bpidupous twv opBoddEwv Kal euxetal dGnws akodoubnoouv n
ntwon s Zkédpas kai tns Adpiavoundnews. Qotdao, ol eAANVIKES epnpepPibes, apou tovi(ouv
6u ol ayyfikés, ol yanfikés, ol pwolkés, akdun Kai ol yeppavikés epnuepides dev Bpiokouv
né€eis, yia va e§dpouv 10 péya otpauwtkd pas katdpbwpa, dev cupBaivel 1o id10 kal dev
pnopouv auto va to katavohoouv pe us Bouryapikés epnpepides. H «Mpdfo»*® anoaicknnoe
10 Yeyovas tns anefeuBépwons, anies npoonabolv 6nws napadd&ws va opikpuvouv v atia
Kal tn onpacia tou eAAnviKou katopBwpatos kai kanoies dAfes diateivovial du 6nbev o Ecodt
napédwoe ta lwdvviva, éxovias yI' autd dwpodoknbei and tous EAANves.

H tefeutaia evétnta nou Ba avadeioupe éxel va kavel pe tous navnyupiopouUs twv Slapopwv
eAAnvikv néAswv yia 10 xappdouvo yeyovos tns aneleubépwons twv lwavvivwv. Qotdéco
Ba napouaiactolv nponyoupévws 600 Eexwpiotd apbpa, 10 NPWTo and ta onoia PEPvel OV
titlo «Or EBpaiol twv lwavvivwy», 6Nou Kal avapéPETal Xapakinpiouka: «H ekei loudaikn
napoikia pe tpenv xapdv kai aydnnv unebéxbn tov eAANVIKOV atpatdv Kal CUVEWPTAOE TO [Eya
yeyovos, abelpwOeioa pe tous opauwras pas». Mapdninia, o AiGdoxos, ENICKENTOPEVOS Tn
Zuvaywyn, €yive dektos pe evBouaiaoud anod tnv iopanfiiukn kovétnta, énou o Apxippafivos
eAnnvioti petagu dnnwv tdvioe xapaktnpioukd: «Or lopanAntal twv lwavvivwv eykateotnuévol

29 BA. Epnpuepiba «Xpdvos» Mapiol 22 OePfpouapiou 1913, 0. 1.
30 BA. Epnpepida «Mpdfo» 22 dePpouapiou 1913, a. 1.

31 Bi. Epnpepidba «Makeboviar» 28 deBpouapiou 1913, o. 1.

32 BA. Epnpepiba «Makeboviar» 26 ®eBpouapiou 1913, a. 1.
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ané 6éka aiwvwv €is 1a 1epd xwpata s udvépou Hneipou, biethpnoav ou pévov tn yAwaoa,
annd kai ta aioBnuata eAnvikd»?'. To deUtepo apBpo Pépvel Tov titAo «ZépPor kai EAANves3?»
kal emonpaivetal petafu anfwv: «Or ZépBor and tns apxns tou napdvios noAéuou anédeiav
ou eival npayuaukoi giflol kai ouppaxoi pas, autéxpnua abepoi pas. Kdbe vikn pas kar kGbe
BpiapBos enavnyupileto ev tn oepBikn wuxn ws ZepBikn vikn, dnws kai tavdnadiv, kdOs oepBikn
vikn opoiws enavnyupileto v t eAANVIKA Wuxn».

Eivaiyeyovos éuornavnyupiopoitwvefinvikwvndiewy yia tnvanefeuBépwon twvlwavvivev
gival ouykAoviouKkoi. -«Eoptn €optwv n xBeaivi nuépa bia tas ABnvas, ai onoial e€unvnoav e
v €ibnaiv tns nwoews twv lwavvivwv. Ta lidvveva éneoav. Aa ABrvar navnyupi{ouoi to péya
yeyovos. Evaykaiouoi, 6dkpua, tuunavokpouaiai, nupoBoAiouoi, pouoikain®. -«H pakedovikn
untponodis ekaieto kuploAektkws kaB’ oAnv tnv nuépav x0¢s. Tnv b¢ vukta xiAdiddes Aaou kai
otpatou nepiniBov Aaunabngopolaoai tas Kupiwtépas obous, wdAdouoal natpiwtkd douara.
-«E€ 6Awv twv onpeiwv tou MMelpaiwds 6Aos o k6aos épexe npos tnv napadiaknv o6ov, bia va
e€wtepikeUoel Tov dneipov Kal auérpntov NatpiwtikAv twv xapdv»™., -«0 Aads tns Asukwaias
kal ev yével tns Kunpou, nAnpo@opnBeis tov €Bvikév Bpiapfov tns afwoews twv lwavvivwv
navnyupilel. Al oikial ndoal €ivar onpalootoniopévain®, -«Metd peyiotou evBouaiaouou
enavnyupioBn ev Koputad to euppdéouvov yeyovods tns adwoews twv lwavvivwv. Migiotal oikial
xpiouavikai kai poucouduavikai epwtaywynbnoav». -«H KaBdia 6inABev otiyuds ppevitibos
kai evBouaiaopoU. -«Aouata natpiwukd kai evBouoiwbeis {ntwkpauyai e66vouv tov aépa twv
Zeppwv»®, -«Zntwkpauyai kar nupoBoAiouoi akouabnoav an’ Gkpou &is dkpov &is tv Edeooan.
-«Meéyas evBouaiaouds eis tnv @Awpivav. Eis tv Bépporav, thv Ndouaav, tv loupévilav kai
Koldvnv to u éyive bev nepiypdpetaim™. -«Ai lMdtpai, o [dpyos, ai Kadduai, n Tpinodis eupiokoviai
v avaotatwoel. [1An6n Aaou nepitpéxouv tas odous v {ntwkpauyais kai eEdNAw evBouaoiaouw»3.
-«AooAoyia ev Meogodoyyiw eni tou tiuBou twv npwwv»®. -«H Adpioa navnyupilel. -H P6bos
enavnylpigev tnv Aaunpnv viknv. -Modis Xaviwv navnyupi{ouoa eni avaktioer loavvivwv®. -
«®Dpevitubda kai €is tnv Képkupa npokdieaev n €ibnais tou eAdnvikou BpiduBou eis ta lwdvviva.

33 BA. Epnuepiba «Akpdnodis» 23 Oefpouapiou 1913, 0. 1.

34 BA. Epnuepiba «Zkpin» 22 OePpouapiou 1913, 0. 1.

35 BA. Epnuepiba «Epnpds» 26 OePpouapiou 1913, 0. 1.

36 Bil. Epnuepida «Makebovia» 28 defpouapiou 1913, a. 1.

37 BA. Epnuepidba «Néa AAnBeia» 24 OePpouapiou 1913, 0. 1.

38 Bil. Epnuepiba «Néo Aatu» 22 deBpouapiou 1913, a. 1.

39 BA. Epnuepida «Neoldyos Matpdv» 22 dePpouapiou 1913, 0. 1.
40 BA. Epnuepiba «Epnpds» 24 OePpouapiou 1913, 0. 1.
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-Eis tnv lMpéBedav kar tnv Aptav oi Kdtoikol eoptd{ouai v akpatntw evBouoiaouw. -Kai gis tnv
Oitinmadav n €idnais e€nyeipev Buediav evBouoiaouou.

E€oxdtate, Kupie Mpdedpe! Eivar yeyovos éu o kabévas, npooeyyilovtas and tn Sikh tou
okonid ta Oéuata nou napouacidoape napandvw, Ba unopouoe va 0bnynbei oe diapopeukd
enipépous oupnepdopata. Etal, kanolos Ba pnopouoce va anodwaoel BapUtnta atnv opoyuxia
Kal tn oUpnvola tou Aaoy, dAnos atnv niotn evos dikalou aywva, dAnos va diakpivel ifous
Kkal exBpous, anfos va b¢l ta naixvidia tns poipas kal tns iotopias ous avOpwnives oxEels.

Ekeivo nou o i6ios Ba nBefa va enionpdvw, ofokAnpvovtas v opidia pou, eival éu 6gol
aywviotnkav h navnyUpicav yia tnv anedeubépwaon auths ts néins, dev 1o ékavav cav va
enpoKeITo yia pia onoladnnote no6An, annd cav va htav n dikh tous noAn. Kar auto eivar kau
nou to a&i¢e kar e§akonouBei va 1o atilel auth n néAn, n né6An twv lwavvivev, n dikh pas
nonn.
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