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Education and international regionalism:
a comparative account of Europe and Latin America

Xavier Rambla
Professor, Autonomous University of Barcelona, xavier.rambla@uab.cat

ABSTRACT This article explores the reverberation of the European Union Open Method of
Coordination and the Ibero American States Organisation educational plan in education policy-
making. In essence, a comparative analysis of these two processes highlights the role of politi-
cal agents and the knowledge they use. Instead of inexorable processes, global transformations
are complex insofar as political players push for them by acting from varied geographical scales.
Developments in Europe and Latin America remind of regional or continental integration, which
is a relevant scale of policy-making altogether with national policy and the emerging global
agenda. International organisations, national and sub-national governments, and national and
trans-national civil society networks have a say in these processes.

KEYWORDS
Sociology of education. Educational policy. Globalisation. Comparative education

Introduction

For the last decade the focus of educational and international studies has been converging
in many ways. Although UNESCO definitely introduced education in the agenda in the 1940s,
the issue gained momentum much later, with the World Bank involvement in the eighties. Af-
terwards, the World Trade Organisation decided that education was affected by the General
Agreement on Trade and Services, and the Organisation for Economic Cooperation and Devel-
opment launched its Programme for International Student Assessment. At the same time, the
movements towards the political integration of Europe and Latin America opened the debate on
what a regional education should be in these two world areas.

These processes are symptoms of globalisation in the educational terrain. In fact, when de-
ciding policy in such issues as schooling, literacy, lifelong learning, school management, peda-
gogy, social benefits for children, IT and innovation, tertiary education, student exchange and
others, any government has to face the recommendations, sometimes the critique, of interna-
tional agencies, NGOs, lobbies, movements, think tanks and corporations who push for different
agendas worldwide. Despite the diversity of positions, an emerging, mainstream framework
compels decision-makers to be aware of certain guidelines favouring Education for All, parental
choice and school autonomy, child- centred pedagogy, conditional cash transfers, vocational
training, expanding post-compulsory programmes, and student mobility.

These ubiquitous transformations depict an image of inexorable trends that apparently op-
erate beyond human agency. From the point of view of a single educational authority, either
national or sub-national, it is easy to perceive that these proposals are the premises of best
practice rather than varied political projects promoted by particular agents. In general, this actor-
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blind understanding of globalisation is actually inspiring many political discourses in support of
reforms, sometimes legitimising unpopular measures on fiscal consolidation, labour conditions,
financial regulation, privatisation and foreign trade, not least education.

In contrast with this image, the participants in any debate on strategic challenges that aspire
to produce a reliable outcome must be aware of the supra-national politics that have generated
global policy agendas in many areas. In this article | make a plea for agency- based accounts
of the underlying process in education. In my view, several research findings underscore this
point.

It is crucial to find out who are the influential agents in a given policy area by looking at their
political capabilities and ultimate interests. Moreover, it is necessary to look at their discourses
about the expected impacts of their proposed policies, that is, how these policies are expected
to change the real world. The increasing recognition of these “theories of change” that are
embedded in official initiatives is certainly a reminder of the interplay whereby they have been
elaborated, but it is also suggesting new methods of policy evaluation that could eventually
enrich the public debate with the features of a more deliberative democracy.

In my article | am going to compare educational regionalism in the European Union and the
variety of projects in favour of Latin American integration, with a special focus on the Education-
al Goals recently promoted by the Organisation of Ibero American States (OEI, in both Spanish
and Portuguese). The first section sketches the key analytic concepts that may be helpful in
order to identify the commonalities and differences between these two processes, notably, the
role of agents and knowledge. The next two sections portray the case studies. The forth section
discusses the comparison between both of them, and makes a general point on the importance
of these analytic concepts.

Globalisation, regionalisation and education

Since the 1990s the global transformation of education policies is quite visible in the strength
of certain global trends. But it does not consist of a mere institutional convergence driven by
some kind of universal force. Instead, researchers have noticed that discourses are becom-
ing more and more similar in quite heterogeneous and distant countries throughout the world,
although the historical legacy of their educational systems is not vanishing. Global and national
processes intermingle.

Global discourses are not only empty words and idealistic discourses that are not effective at
all. On the contrary, they have produced new kinds of political capabilities that agents use with
an explicit intention to gain advantage. For instance, discourses about the knowledge economy
have influenced political preferences for more than a decade in many countries (Robertson,
2005). Standard examinations and the resulting datasets have also fostered a new form of
governance (Ozga, 2009) which is instilling subtle and decisive social norms related to account-
ability into the professional identity of teachers and principals and the political views of parents
(Maroy, 2012).

The former observations illustrate how globalisation impinges on education, but analogous
trends could be highlighted in many other faces of social life. Experts in international relations
have convincingly argued that this continuous migration of political messages from country to
country, world region to world region, and international agency to international agency, are ex-
pressive of a deeper social change (Strange, 2001; Held & McGrew, 2007).
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A brief notice of the origins of comparative education may be relevant to make sense of this
transformation. In the Nineteenth century many intellectuals searched models for educational
institutions abroad. Thus, Humboldt's concept of university was admired and partially replicated
in other countries. From France a notion of the Republican school was disseminated to South-
ern Europe and Latin America, albeit with significant ideological qualifications depending on the
country. These were bilateral transfers of institutional patterns from one country to another, nor-
mally in a partial way, which took place along important periods of time. Nevertheless, this is not
the kind of international policy diffusion we find nowadays. The configuration of a global agenda
implies a constant, multi-lateral and very quick pattern of transfer in many directions. The search
of foreign models underwent dramatic acceleration after the cultural crisis that the Sputnik epi-
sode provoked in the United States. Afterwards, the growth of unemployment fostered further
acceleration in many Western countries who emulated VET systems from other countries with a
lower unemployment rate. The structural adjustment imposed to countries which were exposed
to debt crises in the eighties and nineties was certainly another driver of this importation of edu-
cational ideas across borders. And the main activity of agencies such as UNESCO, the World
Bank and OECD has been stimulating cross-national inspiration afterwards.

Education has contributed to modify the basics of the modern state in this way. Since the sev-
enteenth century the relationships between these states had been organised according to the
Westphalian regime, which takes whole sovereignty on a clearly bounded territory for granted.
Actually, in the late Nineteenth century the strength of modern, national states led to the expan-
sion of primary schooling in a number of powerful countries. However, this sovereignty cannot
be a premise any longer if governments feel their decision-making is compelled by an interna-
tional agenda.

The emergence of global cities, the importance of technological hubs, the new strategic value
of networked organisations, the formation of transnational social movements, and moreover, the
overwhelming increase of financial capital have triggered the social changes associated with
globalisation altogether with the definition of a supra-national agenda in many policy areas (Held
& McGrew, 2007). Even though experts debate which historical moment was the watershed, ei-
ther the oil crisis in the 1970s or the fall of the Iron Curtain in the 1990s, in fact everybody agrees
that all these transformations come from older roots but have reached a tipping point sometime
in the last decades. In this view, it is not surprising at all that educational globalisation somehow
intermingled with the transformation of the modern state.

The former social trends are so complex that, paradoxically, globalisation has become re-
gionalisation in many areas of the world. Significant examples are the European Union, the
Asian Pacific Economic Conference, the North American Free Trade Area, the Latin American
common market MERCOSUR and the Commonwealth of Independent States. Each of them
fashions a world region in quite particular ways, with differential capacity to enact effective influ-
ence, but all these cases remind us of the increasing interest in bringing neighbouring states
to the same room of negotiation to agree on some institutional arrangements for a whole geo-
graphical area.

Security was the main force of regionalisation during the Cold War, and still is in many as-
pects. But trade gained momentum with the inception of the World Trade Organisation in the
nineties, as we have already seen, involving education in indirect but relevant ways. Education
is certainly undergoing a regional push in Europe and Latin America. In the view of analysts
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(Jayasuryia, 2008), the main interest that leads political players to engage in these endeavours
has to do with regulation. An international agreement on weaponry and commercial regimes, for
instance, is much easier to enforce than a national law. This regulation is also trickling down to
an array of arrangements about private and public provision of services, which are experiencing
the consequences of remote decisions aimed at fostering regional uniformity.

Higher education may posit one of the most notorious examples of regulatory regionalism.
Since 1999 a policy network is promoting the common accreditation of bachelor’s and master’s
degrees as well as competences and learning outcomes in the European Higher Education
Area. The limits of this initiative stretch well beyond the European Union into Central Asia and,
precisely, reach Latin America. Many Latin American governments receive an increasing wave
of suggestions to adapt their higher education institutions to the European pattern so that their
students have an alternative to the traditional foreign reference, namely US universities. Al-
though the mainstream discourse emphasizes cooperation and mutual learning, in the end a
key motivation of European authorities is gaining ‘markets’ for the graduate education delivered
by their main universities (Verger and Hermo, 2010).

This article focuses on regionalism concerning educational planning in Europe and Latin
America. Regional educational plans were launched in each case during the last decade. Both
of them consist of strategic plans that set the same objectives for all the involved states, al-
though particular governments are allowed to advance towards this direction in their own way.
The European summit convened in Lisbon in 2001 produced a plan of this kind with a deadline
for evaluation set for 2010. The main educational items at stake were early school leaving and
graduation at the tertiary level. In Latin America the Organisation of Ibero American States
designed a very similar plan between 2008 and 2010. Currently, the second phase of the Euro-
pean plan and the new Latin American one are scheduled to be evaluated by 2020.

According to international relations scholars, the relationship between Europe and Latin
America illustrates a massive phenomenon of policy diffusion. They have convincingly shown
that the EU considers the Latin American MERCOSUR as its emulator, and is committed to
providing consultancy services so that the authorities from these countries ‘learn’” how to lead
regional integration (Grugel, 2004).

Educational policy borrowing and transfer is not at all a particularity of this inter-regional dia-
logue. Rather, the economics and the politics of these processes have been observed in many
geographical areas (Steiner- Khamsi, 2012). The economic dimension arises from the condi-
tioning of aid and investment to the adoption of certain reforms. Unsurprisingly, the European
approach to Latin American affairs is quite close to the interest to build procurement schemes
in those countries and transform them into preferential markets for European industries. But
the political dimension depends on the interplay of imaginary, often biased accounts of a given
country which are projected over the reality and the agenda of other countries. In this vein,
international regionalisation is relying on the ontological assumptions made by the “theories of
change” that lead these grand, international, strategic educational plans (Dale, 2009).

Therefore, a comparative analysis of educational regionalisation in these two continents has
to focus on the involved political players and the knowledge they retrieve, and produce, in order
to pursue their interests in the context of these plans. On the one hand, according to the state
of the art of research on globalisation, research should not only think on governments and po-
litical parties winning elections but also on the array of agents who are the protagonists of the
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aforementioned global transformations. On the other hand, it is extremely important to look at
the knowledge they use when claiming that their educational plans are going to transform edu-
cational practices. In a nutshell, these claims respond to crucial political implications, provide
new instruments to manage the time horizons, and finally, will eventually become the baseline
of any realistic evaluation in the middle term.

Education and Europeanisation

Although the debate on European education was already alive in the nineties, its authori-
ties did not decide to attribute full educational competencies to EU institutions. At that time the
Maastricht Treaty only allowed it to steer coordination between member states. Afterwards,
the EU is based on a complex institutional structure where decisions are made by ministerial
summits (the European Council), a kind of government (the European Commission) and the
Parliament (Grugel, 2004).

In 2001 the Lisbon Council endowed the Union with competencies to manage the Open
Method of Coordination (OMC). OMC consists of a strategic plan that defines general objectives
concerning competitiveness and social cohesion, which are later concretised in specific goals,
statistical indicators and benchmarks. Each member state is free to follow its own pathway to
achieve the goal, but the government is committed to yield scores above the threshold estab-
lished by the benchmarks. In 2010 the goals were not clearly met, but the strategy was not side-
lined nevertheless. On the contrary, the new 2020 Strategy was launched following the same
methodology. The old and the new objectives pointed at the labour market, poverty alleviation,
energy saving, the development of IT and education (Pépin, 2011).

Thus, the European Union enacts an education policy from two scales of decision-making,
one of them located within the state but another one located above the state. The political
agreement to adopt the OMC was the outcome of the common Social- Democratic ideology of
several contemporary governments (Blair, Jospin, Schrdder), who aimed at stressing the social
dimension of their policies addressed to strengthen the knowledge economy and the knowledge
society, that is, competitiveness and social cohesion. The reduction of early school leaving be-
came a central objective because they wanted to favour vulnerable social groups at the same
time as to foster economic growth based on economic sectors that produce a high value added.
But when these governments lost the elections in both France and Germany a few years later,
a further review of the OMC easily downplayed this objective and underscored the importance
of graduation in higher education. Certainly the general strategy was advancing in these two
directions, but the later became the eventual priority. So, competitiveness became slightly more
important than social cohesion (Gornitzka, 2005, 2006).

The OMC has been a burning issue in professional and technical meetings and conferences,
but not so salient for everyday politics in the member states. Governments and opposition par-
ties have generally addressed it for short-term movements rather than ambitious plans. How-
ever, commentators have found out an effect of the OMC in the making of a common speech
and imaginary of what Europe is doing. This type of cultural convergence at the expert level,
which is carefully crafted by means of complex alliances between governments and interna-
tional organisations, has been labelled as Europeanisation (Radaelli, 2007).

The recent alliance between the Union and the OECD has broadened up the array of politi-
cal players who are involved in European politics. Besides the national governments who led
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the process a decade ago, the emerging pattern of interaction responds to the role of these
two international organisations While the EU is interested in building new capacity to intervene
in a policy area its competencies do not fully recognise, the OECD wants to disseminate and
justify its database of expert knowledge grounded on the data and the diagnoses elaborated by
means of the many analyses of the standard tests produced by the Programme for International
Student Assessment (PISA). Unsurprisingly, since many EU countries pay for these data, the
OECD gains advantage if it can collaborate in translating its results to the terms of effective
measures. This cooperation features “governance through numbers”, which strongly relies on
monitoring and evaluation, ultimately retrieving OECD indicators for this task. In some countries
this method conveys a market-driven approach on the grounds that single institutions compete
with their neighbouring schools to be more appealing for students. In the official view, this com-
petition is eventually going to improve quality by means of competition between teachers who
are aware of their students’ academic learning compared to the learning of students who are
enrolled in competitor schools. The role of government consists of providing guarantees that all
these suppliers of educational services comply with a set of standards and conditions, often by
outsourcing inspection to private consultancy firms (Grek et al, 2009; Ozga, 2009).

A handful of observations informs of the initial consequences of the OMC for national and
sub-national educational systems. For instance, whereas in Finland it has been helpful for the
supporters of decentralisation towards municipalities, in England it has been instrumental to the
promoters of centralisation and restriction of municipal competencies in education (Grek et al,
2009). That is to say, the common European framework is filtered by means of different read-
ings in varied political contexts. On the other hand, some governments of middle-sized member
states such as Austria and the Netherlands have approved their own educational plan that re-
trieves some educational objectives of the agenda accorded in Lisbon in 2001 (Gornitzka, 2005,
2006). Simultaneously, a few national minorities have drawn on this political tool so as to assert
their difference by means of their own educational (sometimes, social) plan. This decision has
been quite remarkable where the government of the EU member state had not designed its own
plan: these are the cases of Catalonia (Engel, 2008), Flanders (Simons, 2007) and Scotland
(Arnott & Ozga, 2010).

The Commission has settled a peer-review scheme of practices in a variety of fields, many of
them related to education (Lange & Alexiadou, 2010). Recent research on this mechanism has
spelled out the intricate diversity of the involved processes. Thus, “surface learning” has taken
place when governments have simply paid lip service to the European policy. But “competitive
learning” has been enacted in many cases in order to catch up with the benchmark. “Imperialist
learning” has also been at stake, not least in the transfer of the dual system of vocational educa-
tion and training. And “mutual learning” by means of bidirectional dialogue has also conveyed
the adoption of new ideas in a few cases. It is plausible to notice that this variety of interaction
unveils the complexity of cognitive Europeanisation.

In contrast with this weak pattern of policy diffusion, the emphasis on the “theory of change”
or the “programme ontology” has been pervasive. The Lisbon Agenda eventually fashioned a
space of education policy whose core was the widespread assumption of a common “ontology”
in spite of disparity of understanding and particular implications (Dale, 2009). The new 2020
Strategy is even more explicit about that, to the extent that it states a “theory” of the expected
changes. Notably, the main message of its website argues that the 2020 Strategy will trigger
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smart, inclusive and sustainable growth. Then, it provides a detailed account of the alleged pro-
cesses that produce these types of growth. And finally, the main programmes and initiatives are
presented as a logical corollary of this theory (European Commission, 2010).

In conclusion, Europeanisation is a political terrain with a strong cognitive component. The
main players are the governments of member states, OECD, EU and some regional govern-
ments. Although some influential governments started the Open Method of Coordination (OMC),
the latter development of this policy instrument has underpinned the leadership of OECD and
the Commission inasmuch as international agencies have prevailed over national authorities.
This political outcome has to do with the very institutional design of the EU, because the Com-
mission is gaining influence in a variety of areas where governments lack some important ca-
pacities. It would be very difficult for single states to produce a comparative assessment of
their educational outcomes, and review its current policies on these grounds. They would have
to use the US as an inevitable reference. However, the very consolidation of the OMC has
homogenised mainstream opinions on what diagnoses, objectives, practices and data are ap-
propriate. Thus, the main players have been using both political and cognitive instruments so
as to pursue their interests.

Education for All, OEI Education for All and the National Educational Plan in Brazil

Worldwide, all governments are committed to Education for All (EFA) targets since 1990. Al-
though the first decade of this global programme did not yield satisfactory results, in 2000 it was
re-enacted in order to make sure that specific benchmarks were effective by 2015. A consortium
of international donors is in charge, and the siege of both the coordination and the monitoring
teams is located in the UNESCO building in Paris. In essence, EFA aims at strengthening early
childhood care and education, guaranteeing that all children enrol in basic education and finish
the corresponding programmes, extending lifelong learning to everybody, increasing adult lit-
eracy by 50% —mostly, including women in this expansion —, achieving gender parity in primary
and secondary enrolment, and finally, improving educational quality (UNESCO, 2012).

Simultaneously, in 2000 a group of international NGOs created the Global Campaign for
Education (GCE), who has been monitoring effective education and challenging delays since
then. The GCE has launched many campaigns addressing public awareness, denouncing gov-
ernmental inaction in some countries, and raising funds for the coalitions of civil society organi-
sations that constitute its national members. In this vein, it has applied to the funds delivered
by the main donors in order to promote the building of new coalitions in many low-development
countries (CME, 2009). In the same way as the OMC in Europe, this initiative has fostered
the rhetorical construction of an easy-to-compare world insofar as EFA has eventually led all
governments to compare with other countries according to their scores in the set of indicators.
Unlike the EU Lisbon and 2020 agendas, the civil society is pretty much visible in EFA. While
European policies are assessed in parliaments, where representatives are accountable to their
constituency and must respond to the claims made by associations, EFA is under the continu-
ous monitoring produced by regular global reports that both donors and the civil society use in
order to push for their own priorities.

Doubtless, EFA s an inevitable challenge for the governments of low-development countries,
normally located in Southern Asia and Sub- Saharan Africa. However, intermediate countries
like Latin American states have to deal with EFA goals too, not least because despite their better
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levels of human development huge inequalities severely damage the well-being of large sec-
tions of their population. Remarkably, a great number of comparative analyses have concluded
that Latin America is the region where inequality is the most extreme in the world (Filgueira,
2009).

Three different political projects push for introducing education in quite disparate agendas
of Latin American integration or regionalisation. The Bolivarian Alliance for the Peoples of Our
America is one of them (ALBA, 2011). Led by the government of Venezuela, allied to Bolivia,
Cuba, Ecuador, Nicaragua (for a while) and some Caribbean states, it openly challenges the
traditional hegemony of the US in the continent, and looks for new cooperative advantages
based on exchanging oil for services and professional aid. In education, so far it has mostly
focused on eradicating illiteracy and promoting a grassroots-based concept of higher education.
Another one is PREAL, the Partnership for Educational Revitalisation in the Americas (PREAL
& Fundagao Lemann, 2009), supported by USAID and the World Bank. PREAL reunites expert
committees to publish regular reports of countries and regions within countries grounded on
the set of indicators that the very experts of PREAL have established. Roughly speaking, its
philosophy is quite confident in the crucial value of school effectiveness for educational change.
The Educational Goals of the Ibero American States Organisation (OEI, 2010) is the third proj-
ect of educational regionalisation. The main support of the OEI Educational Goals has been
provided by both the Spanish and the Portuguese official aid to development. The Educational
Goals foresees that all the countries, in addition to EFA goals, by 2021 will have experienced a
dramatic increase of enrolment and graduation in secondary and higher education as well as
vocational education and training. A continuous increase of investment, within more accurate
institutional designs, and the making of a regional space of research are included too.

Notably, all these three projects want to foster educational development beyond EFA goals.
But UNESCO and OEI have joined forces in order to coordinate their respective plans. Their
main agreement lies in their shared view of the basic needs and priorities. This is a common
“theory of change”. Mostly, UNESCO expects that the poor balance of the first decade of EFA
will be overcome if primary education benefits from a sounder early childhood care and educa-
tion, and a stronger higher education provides schools with better trained teachers (EFA Global
Monitoring Report, 2010). As to OElI, this regional agency not only relies on synergies between
educational sectors —primary, secondary and tertiary education— but also thinks that a feed-
back effect between social and economic policies is likely to provide an even stronger contribu-
tion to education (OEI, 2010). Clearly, these two perspectives of the potential of education to
trigger real change do not coincide with PREAL's “theory of change”, since this one emphasizes
the causal role of best practices in teaching and managing at the level of single schools, instead
of societal synergies emerging from a better alignment of the main educational cycles and a
better matching of education and other public policies (PREAL & Fundagao Lemann, 2009).

In Brazil, the drafting and further discussion of the National Educational Plan (PNE, in Por-
tuguese) has reunited a broad political coalition where varied actors participate, each of them
introducing its own nuance to a general discourse. Some key participants are the provincial and
local governments, the main teachers’ union and the national coalition of the GCE as well as
the All for Education campaign (TPE, in Portuguese). TPE has been launched by a network of
corporations involved in initiatives of social responsibility and closely associated with PREAL.
The general agreement does not hide discrepancy and conflict between the Federal govern-
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ment and the union, on the one hand, and some provincial governments and TPE, on the other
hand, concerning the tighter or looser coupling of teachers’ wage with school performance. Due
to the victory of the Workers Party in the last three presidential elections, the Federal govern-
ment stands for a wide understanding of the right to education as well as an ambitious reading
of the constitutional requirement to pass a national educational plan (PNE) each decade. Thus,
broader and narrower readings of the outcomes of the education system divide both parties.
Within the frame of a general agreement, the union is the most visible representative of the
broader reading (and a looser link between teachers’ wage and school performance), while TPE
is the most explicit speaker in favour of the narrower reading (and a tighter link between teach-
ers’ wage and school performance).

Nonetheless, both the final document of the consultative conventions that have discussed
the PNE (CONAE, 2010) and the legal wording of the very PNE (Camara dos Deputados BR,
2011) reproduce quite an analogous “theory of change” compared to UNESCO and OEI. More-
over, the initiative that piloted the current PNE between 2007 and 2010 (Ministério de Edu-
cagao, 2008) assumed the same tenets with regards to societal synergies (CONAE, 2010).
Actually, each of these three political players posits an even wider notion of these synergies.
Whereas UNESCO looks at the leverages of primary enrolment (e. g. stronger foundations in
early childhood education, better trained teachers), OEI hypothesizes a positive contribution of
each educational level to the other ones in the context of a positive matching of economic and
social policies. Accordingly, the promoters of the Brazilian PNE rely on the leverages of primary
education, a better matching between policies, and significantly, a fiscal reform that guarantees
a substantial investment in education (CONAE, 2010).

In the same way as inter-agency cooperation has been enacted in both cases, between
UNESCO and OEl in Latin America, and between the EU and OECD in Europe, sub-national
governments play a role in Brazil, with some similarity to sub-national governments in the EU
member states. In Brazil, discrepancy between certain provincial states and the Federation
unveils the relevance of educational policy-making. Besides teachers’ wage, the deployment
of their own plans is also an issue for such powerful governments as the ones of Sdo Paulo
(OECD, 2010) and Minas Gerais (SEDUC MG, 2012). In addition, the Federal plan has opened
new spaces at the local level, where civil society organisations have managed to participate
in the regulation of education (Arretche, 2010; Ramos & Giorgi, 2011). These are particularly
relevant processes for two reasons. First, the Brazilian constitution endows the Federation,
provincial states and municipalities with important competencies in education. And secondly,
although many commentators feared that municipalities were too weak to fulfil their responsibil-
ity at the moment, and some of them are very poor to make a difference in the local conditions
of schooling, eventually educational plans have become a new opportunity for reinforcing the
democratic debate on local policy-making.

In conclusion, a complex array of political players has a say in Latin American education. The
Brazilian example illustrates the heterogeneity of actors to the extent that two alliances have
been built, and their interaction is based on either consensus or conflict depending on the issue.
Thus, UNESCO, OElI, the Federal government, some provinces and municipalities, the national
branch of the Global Campaign for Education, and the teachers’ union stand for a policy aimed
at guaranteeing a wide notion of the right to education to everybody. In contrast, PREAL, some
provincial and municipal governments, and TPE vindicate that academic performance must
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be the key priority, ahead of other goals, and claim that school-based improvement is capable
to render a significant increase of academic standards. International organisations, national
and sub-national governments, transnational advocacy networks and unions are engaged with
these initiatives and campaigns.

Conflict is also translated to the terms of intellectual disagreement with regards to the valid
“theory of change”. In fact, the first party argues that societal synergies have a strong potential,
but the second one thinks that school-based change is more promising. Although the explicit
debate between these views is less noticeable than the struggle between opposed political
interests, it is quite reasonable to observe that knowledge also plays this role in education
policy-making.

Discussion: agents and knowledge in the global educational agenda

The analysis of the commonalities and variations between the description of European and
Latin American regionalisms may be insightful in order to discuss the role of agents and knowl-
edge in the global educational agenda. Comparing two distinct case studies is a significant
method to hypothesize to what extent their converging features are relevant. This exercise
requires a general statement about the underlying mechanisms, and a further analysis of the
similar and different traits identified in the cases (Mahoney, 2004).

Here, the underlying mechanism has to do with the making of political forces and the com-
petition, conflict and agreement between them. This is quite an unorthodox point with regard
to the “technical approach” to policy-making (Dale, 2005). Such approach basically assumes
that political decisions are rational choices between means adopted to meet a given end. From
this view, educational planning starts with a well-grounded diagnosis of the observed problems,
scans the available solutions within the technical stock of best practices, chooses the most ap-
propriate solutions to tackle those problems, and afterwards evaluates whether these solutions
worked. If they did, this is a new best practice that can be applied elsewhere.

The focus on political forces and their interaction has emerged from the growing evidence of
‘irrationality’ in the technical procedures of educational (and generally speaking, public) policy-
making. Diagnoses are seldom the outcome of neutral and self-evident knowledge. The rep-
ertoire of solutions is conveyed by discourses entailing both scientific and political messages.
Therefore, the final choice is far from objective and evaluation cannot proceed along clear lines
of what works and what doesn't. It is crucial to investigate the power relations whereby a given
policy finally prevails amidst the interplay between political forces (Dale, 2005; Pawson, 2006).
It would not be realistic to figure out a portrait of policy-making without an accurate account of
this phenomenon.

Moreover, this account of knowledge provides a set of complex and qualified information that
all the parties can use in order to pursue their interests. Although | am not going to discuss a fur-
ther point in this article, let me simply state it. If the portraits of political processes rely on a rich
informational basis, they are also making a relevant contribution to deliberative decision-mak-
ing, because their very complexity induces all the parties to pay attention to qualified opinions.

In this vein, an initial conclusion of the former comparative description of educational regional-
ism in Europe and Latin America must highlight the presence of political actors who operate at
varying geographical scales. Geographical scales are interactive spaces, outcomes of social
agency, that pattern local, national and global space, and mostly, imprint qualitative differences
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in social phenomena. Thus, any discourse on a given political measure in education normally
re- contextualises previous knowledge about educational change in a local context; besides, it
may either underpin or challenge the prevailing forces at the national level. Furthermore, the
growing interest of UNESCO, the World Bank, the OECD and other international organisations
in education has created a new social phenomenon, the global educational agenda, which
affects developments at the other levels. In addition, an analysis which is sensitive to scales
cannot assume a hierarchy between them, but has to notice the continuous interaction between
the undergoing processes at each level (Robertson & Dale, 2008).

In Europe, the EU, OECD, the national and the sub-national governments have been the key
political actors in the educational arena. In Latin America, they have been UNESCO, OEI, PRE-
AL, the Global Campaign of Education and an emerging power such as Brazil, with its unions
and social movements and its regional and municipal sub-national governments. Thus, this ar-
ray of agents includes international organisations, governments and civil society organisations.

Most of these actors interact with other ones who are operating at another geographical
scale. For instance, in the EU the Lange & Alexiadou’s (2010) typology of policy learning reveals
complex interaction between governments and the Commission. And national and sub-national
planning informs of unexpected effects in politics within member states. In Latin America, cross-
scale interaction is even more remarkable, since two opposite coalitions have been built through
this interaction. On the one hand, UNESCO, OEI, the Brazilian Federal government and the
national branch of the GCE constitute a coalition of international organisations, governments
and associations in favour of a broad understanding of the right to education. On the other hand,
PREAL, some regional governments (e. g. Sao Paulo) and All for Education also constitute an
analogous coalition, this one standing for a precise view of improvement in performance and
school effectiveness.

The former exercise also suggests a second conclusion concerning knowledge. Altogether
with an account of the political forces involved in regionalism, the former comparative exercise
also renders an interpretive sociology of the ideas posited by the parties. Notably, the European
reliance on synergies between inclusive, smart and sustainable growth, the UNESCO, OEI and
Brazilian causal belief in positive contributions of some educational sectors and public policies
to the development of primary education, and finally, the assumptions of PREAL and TPE about
school effectiveness are “theories of change” which are embedded in their political proposals.
With these theories, these political actors can think of connections between their diagnoses,
their initiatives and the possible results of evaluation. They can also disseminate their ideas on
the grounds of the alleged validity and truthfulness of their diagnosis.

Needless to say, each “theory of change” must be assessed on its own terms, clarifying the
main concepts, looking at salient information, and producing conclusions underpinned by a
sound methodology. That is to say, | am not going to point out neither favourable nor critical
substantive statements in a quick, makeshift discussion. This is not the object of the article.

My main observation has to do with a commonplace in the sociology of knowledge, name-
ly the salient distinction between the epistemic and the social interests of people engaged in
knowledge production and dissemination. The former have to do with the consistency and the
validity of knowledge, and the latter have to do with the use of knowledge as an instrument for
other goals (Horowitz, 1968; Barnes et al, 1996; Bernstein, 1999). Researchers, technicians,
politicians, social movements and the public opinion are normally interested in knowledge in
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these two ways. An accurate sociological analysis must take both dimensions into account in
order to portray the complexity of the social world regardless of the different specialties of sci-
ence that may be the object of this sociological analysis. However, it cannot collapse the validity
and the social origin of knowledge in the same concepts and statements. Whereas the former
depends of methodological criteria, the latter is the outcome of social analysis. In this article |
am not discussing the validity of the “theories of change” associated with educational plans in
Europe and Latin America but presenting this kind of sociological analysis of the social origin of
these theories.

Thus, it makes sense to realise the growing importance of expert knowledge in the making,
implementation and evaluation of education policies. Although this is hardly a novelty, it is quite
noticeable that the complex pattern of political interaction is currently reflected in an also com-
plex pattern of interaction between academic schools of thought and between these schools and
political forces. Regardless of the internal consistence of their production, it is necessary to be
aware of the epistemic relations that the array of political forces involved in educational region-
alism enact. Education policy has always enacted epistemic relations, for instance, concerning
the value of pedagogies or the importance of primary and vocational education. But nowadays
these relations are not only being established nationally or globally, but regionally too.

In the same way as political alliances are aligned with regard to burning issues, academic
schools concentrate their teaching and publishing in different institutions and journals. Con-
sensus may emerge to the extent that researchers draw on varied sources, but conflict is also
noticeable when different journals convey diverging opinions. Actually, the broad notion of the
right to education is expressed in the European goal on social cohesion, the Ibero American
goals on equity, and normally published in journals specialised in the societal dimension of
education. On the contrary, a number of OECD policy briefs and the whole of PREAL guidelines
stress the strict focus on performance, which is normally researched by authors who publish on
journals specialised on educational change and school effectiveness. The changing relation-
ships between the supporters of these discourses are therefore correlative with the changing
political equilibrium in national, regional and global politics.

Therefore, the former findings would be incomplete if | did not stress that social and epistemic
relations are relevant to make sense of educational regionalism. Nor these conclusions would
be exhaustive if they did not report on their variation across regional scales in different parts of
the world.

Conclusion

The making of the educational agenda across heterogeneous but related scales of decision-
making has certainly emphasized the complexity of the issues involved in education policy. Not
only political actors are diverse with regard to their ideology but also with regard to their geo-
graphical location and their political instruments. In addition, these political forces aim at imple-
menting different policies which are allegedly underpinned by different “theories of change”,
each of them containing its own methodological assumptions.

Research on these policies is crucial to the understanding of the current social changes. The
national space is the most plausible unit of analysis any longer, because this space is neither
featured by internal consistence nor clearly distinct from external forces. The global educational
agenda is simultaneously made and enacted within and above the states, thus challenging the
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consistency of national societies and the sovereignty of states that had traditionally defined
‘national education’.

Afocus on the involved knowledge the political players draw in so as to pursue their interests
may also render a helpful result for those interested in promoting a more deliberative political
debate. In fact, complexity posits a huge challenge to this endeavour. However, a new more
transparent kind of deliberative debates could be opened if policy studies might spell out both
the political and the scientific ideas that are at stake, why they are relevant, how they are ob-
served, and to what extent they contributed to the effective impacts of policies.
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The following contribution deals with a problem yet to be solved within Germany’s educa-
tional landscape: the educational disadvantage of children with a migrant background. We will
illustrate this shameful problem by presenting a research project which has been ongoing since
July 2011 at Bielefeld University. This project is being carried out within the framework of a
research association consisting of 17 sub-projects, a so-called Collaborative Research Center
on the topic “From Heterogeneities to Inequalities”. Since such centers are usually scheduled
for a period of twelve years, we expect to complete a genuine longitudinal study over this entire
period of time. Our central research question is: How do the German educa-tional system and
its organizations contribute to (re-)production of these continuous inequali-ties with regard to
children with a so-called migration background? Our qualitative-empirical study focuses on the
production of inequality during the course of education in the different educational organizations
(kindergarten, elementary school, secondary school). It also focuses on the mechanisms which
take place during the course of childhood and which finally culmi-nate in educational inequality.
In a first step, we give an overview of the state of research on school- and pre-school educa-
tional disadvantages of children with a migration background in Germany (1). This is followed
by some basic theoretical and methodological considerations (2). Finally, we will present the
methodical design of our study (3).

1. State of research

Since Germany’s participation in the OECD’s regularly conducted Programme for Interna-
tional Student Assessment, the amount of data on educational disparities has continuously
increased (cf. Baumert et al. 2001). In view of this, Baumert, Maaz and Trautwein (2009: 22)
agree that knowledge on these disparities has grown considerably but also point out that sev-
eral questions remain unanswered: “While the evidence for mechanisms promoting inequality is
robust at transition points of the educational system, research is still far from providing em-piri-
cal conclusions on the exact mechanisms for the emergence and increase of social dispari-ties
in these and other areas” (ibid).

Educational inequality of schoolchildren with a migration background

The close connection between educational inequality and ethnic background is empirically
still a largely unsolved problem. This connection was well-known long before the first PISA
results (Diefenbach 2008; Nauck 1994; Hopf 1981), but had, up until then, hardly received
any attention. Initial assumptions that the low level of achievement among German students
in the survey could be traced back to the presence of under-performing children with migration
background could not be confirmed (cf. Diefenbach 2008: 11). All follow-up studies confirm the
finding of the PISA study of 2001 that disparities depending on social background continue to
persist in the German school system. However, they are today first and foremost ethnically

22

PEDAGOGY theory & praxis, 6/2013



Ethnic Heterogeneity and the Production of Inequality in Educational Organizations from Early Childhood Onward

coded. The “Catholic working man’s daughter from the countryside” as a symbol for educational
disadvantage during the years between 1960 and -70 is today represented by the “migrant’s
son” (cf. Geilller 2005).

Available data on educational participation show that, in comparison to German children,
foreign children are more often recommended to enter school at a later stage; the proportion
of foreign children attending Hauptschule' is significantly higher, twice as many foreign chil-
dren attend special schools with special education in learning, and a relatively large number of
them leave Hauptschule without a graduation certificate (20% compared to 7-8% of German
children). Regarding competencies, foreign children have significantly lower scores in reading
competencies. The same is the case for scores in natural sciences and, to a lesser extent, for
mathematics (cf. Diefenbach 2008: 76 f.). In view of these data and the fact that the hierarchical
school system predetermines the chances and later educational careers at an early stage, the
German educational system can, as Diefenbach put it, be described as ethnically segmented
(ibid: 77).

In the area of elementary schools, the disadvantageous educational situation of children with
a migration background is revealed by results of standardized school achievement tests, by
grades and recommendations for secondary school types, as well as by typical patterns regard-
ing the transition from elementary school to the different types of secondary schools (cf. Kris-ten
2006: 79).

Heike Diefenbach (2008) summarizes the existing theoretical explanations and empirical find-
ings for this significant educational disadvantage of children and adolescents with migra-tion
backgrounds in the German school system. Most of these explanatory approaches attempt
to find the cause for this discrimination of migrant children in their cultural background, which
is considered to be deficient. This is also the case for approaches of human capital the-ory
(ibid: 100). Causes are thus principally attributed to the migrant children themselves or to their
families, whereby language deficiencies in German play a primary role. Explanations based on
such assumptions as well as on approaches of human capital theory were proven to be the best
tested but could not, or only to a small degree, be confirmed empirically. Thus, the widespread
communicated diagnosis that the cultural background and socio-economic charac-teristics pre-
vent these children from adapting to German schools and therefore lead to disad-vantages
could not be confirmed statistically. Instead, the significance of such characteristics for success
in school is clearly overrated (cf. ibid: 155, 158).

Friedrich Heckmann (2008) has analyzed explanations for the educational disadvantages of
migrants in school systems of European host member states on the macro-, meso-, and micro
levels. On the macro level (national policy), he emphasizes the high selectivity of a national
educational system as well as a late pre-school education as being problematic. The meso
level focuses on the school as an organization which is interested in “normalcy”, normalization
and, consequently, standardization. A good example for this is the explanatory model of the

1 Among the three types of secondary schools in Germany (Hauptschule, Realschule and Gymnasium), the
Hauptschule occupies the lowest rank — it has no prestige and is considered by many to be the “school for all the
rest”. The Gesamtschule is an alternative to these three types but is not (yet) a common school type throughout
the country. Special schools represent a separate school system in addition to the other three types of secondary
schools. Thus, one could also say that Germany has a secondary school system consisting of four types.
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“Institutional Discrimination” (cf. Gomolla/Radtke 2007). This model detects causes for disad-
vantages not in the migrant families, but in the organizational logic of homogenization that is
prevalent in schools. Furthermore, causes are detected in teachers’ decisions and justi-fications
at the transition points of school careers: the transition from one school type to the next. The
study makes theoretical perspectives of organizational sociology useful which, in line with the
neo-institutionalists March/Olsen (1976) and Meyer/Rowan (1978), consider organizations as
“loosely coupled systems” and focus on organizational structures. The “structural explanations”
offered by the institutional discrimination model “focus on the con-crete unfolding of and effect
of institutional knowledge in an organisation’s practice with regard to the respective conditions
(options for action, resources, participants, etc.)” (Go-molla/Radtke 2007: 82).

Research on educational participation also now focuses on this early transitory stage: the
tran-sition from elementary school to secondary school. Educational participation is no longer
merely focused on distributive aspects but increasingly on transitory decisions made in mi-grant
families (cf. Kristen 2006; Kristen/Délimann 2010; Baumert/Maaz/Trautwein 2009).This is rep-
resented in Heckmann’s model by the micro level.

According to Diefenbach’s approach, as another explanation for the significant ethnically cod-
ed disparities in school, the theorem of the stereotype threat could be taken into account, which
so far has hardly been analyzed. This concept considers the learning success of children and
adolescents with migration background as being threatened by stereotypes in the envi-ronments
outside and inside school. Secondary analyses point to such effects (cf. Schofield 2006).

The influence of teachers’ attitudes and behavior in school and in the classroom on the edu-
ca-tional success of children with a migration background has been extensively analyzed in the
international context (cf. Tyler/Boykin et al. 2006; Elias/Loomis 2004). In the German con-text,
however, this research perspective and corresponding explanatory models can hardly be found.
This is also true for the concept of ‘Denied support discrimination’ which Heckmann (2008: 24)
considers to be a relevant explanatory approach for the significant disadvantage of particularly
vulnerable children of minorities.

Despite a meanwhile extensive and differentiated data basis, the significant educational dis-
advantage of children with a migration background in the German school system still cannot be
explained to a satisfactory degree. As Diefenbach (2008. 157) put it, the explanatory ap-pro-
aches are rather vague and the data is “overall dissatisfactory, as it is insufficient”. This is still
an accurate description.

Children with migration backgrounds in kindergarten

Further research is also needed with regard to young children with a migrant background in
kindergarten. The younger the children are, the less empirically sound findings exist which could
explain their (later) educational disadvantage (cf. Krliger et al. 2010: 9). There is infor-mation
that ethnic educational inequality begins before children enter the school system (cf. Becker/
Biedinger 2010: 49). The quantitative empirical findings presented by Becker and Biedinger on
early ethnic educational inequality show that migrant children — in line with the primary effect of
social stratification in Boudon’s sense — begin their school career with a “starting disadvantage”
(cf. ibid).

It has been confirmed that fewer children with migration background attend pre-school insti-
tutions (Diefenbach 2008), but also that attending kindergarten has a positive effect on these
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children that should not be underestimated, especially with regard to the acquisition of the Ger-
man language. The decisive factor is the length of the kindergarten attendance: the longer the
attendance, the more positive are the effects, and the greater is the advantage (cf. Spi-ess/
Blichel/Wagner 2003).

Despite such general statements based on initial statistics, it is commonly emphasized that
further research in the area of early childhood is needed with regard to the production of inequal-
ity. The early setting of course seems to be highly relevant for the educational careers of migrant
children. Furthermore, there are “sensitive phases in the educational process” (Blossfeld 1988)
which should be examined in more detail. Starting disadvantages accumulate and are rein-
forced in the further educational process and, consequently, contribute to the eth-nic stratifica-
tion. Therefore, according to Becker/Biedinger (2010: 75), more in-depth expla-nations for early
educational inequality are needed, in particular longitudinal analyses (Ditton 2008).

While a relatively large number of quantitive findings on the disparate educational participa-
tion (especially in school) exist, qualitative analyses that examine the pedagogical everyday
practices of the educational organizations are lacking. With regard to the production of educa-
tional inequality, Ditton (1995: 98) has described this context as black box since there are hardly
any studies that have analyzed how everyday practices of teachers in different educa-tional
organizations contribute to this production, how they are manifested in educational ca-reers and
how this is subjectively experienced by the children.

This is where our research project, conducted since July 2011, comes in. The multi-layered
micro-analysis on the production of educational inequality puts its main focus on the organ-
izational frameworks of these pedagogical everyday practices in different educational organi-
zations.

2. Theoretical and methodological aspects of the study

The starting point for our analysis is a praxeological theory perspective which states “that the
social world is comprised of identifiable, individual, yet interwoven practices (plural): gov-erning
practices, organizational practices, partnership practices, negotiation practices, practices of the
self etc.” (Reckwitz 2003: 289). Regarding the production of educational inequality, our study
is based on the assumption that this inequality is also produced by pedagogical everyday dif-
ferentiation practices (e.g. sufficient or insufficient language competencies, age development
and development corresponding or not corresponding to norms, good or bad pupil, making or
not making the grade) and reflected in individual educational biographies. Thus it is extending
the common rational choice perspectives of quantitative empirical educa-tional research, which
mainly explain educational inequality with decision theory. In this sense, inequality-relevant pro-
fessional differentiation practices are also standardization prac-tices (cf. Kelle 2007) which rep-
resent organization-specific structural and functional charac-teristics. Educational organizations
like kindergarten and school are the structural basis for the interactions and pedagogical prac-
tices conducted in them. They shape and determine these practices, e.g. selectivity decisions
in accordance to their functional and intrinsic logics (cf. Tacke 2004, Vanderstraeten 2004). The
comparative analytical focus on both standardization and selectivity practices in the consecu-
tive, although in their functional logic completely dif-ferent, organizations (cf. Diehm 2004) is
supposed to make mechanisms of the production of educational inequality comprehensible.

Our longitudinal ethnographic study comparatively analyzes everyday differentiation prac-
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tices of professionals in the consecutive educational organizations kindergarten and elemen-
tary school, which, with regard to children with a migration background, thus assuming ethnic
heterogeneity?, can generate educational inequality. A multi-layered analysis of such practices
aims to reconstruct processes of the production of inequality, which occur over the long-term
course of individual educational pathways.

The methodological difficulty is then the micro-macro connection, i.e. the transmission prob-
lem between micro and macro level, which has neither been convincingly solved empirically
nor theoretically. The interactionist and ethnomethodological theories commonly used to ana-
lyze micro-processes of the production of differentiation in concrete everyday situations have a
theoretical deficit with respect to inequality. Social inequalities cannot simply be deduced from
micro-analytical approaches.

Limiting the analysis to the reconstruction of the situational production of difference does
not make it possible to reveal the structural, cross-situational and historically entrenched pow-
er relations in which it is embedded (cf. Villa 2000: 68). In addition to this lack of historicity,
micro-sociological approaches suffer from a lack of biographicity in their exclusive orientation
along the situational and local production of difference (cf. Dausien / Kelle 2005). Inequalities,
like those in education, cumulate individually and biographically, i.e. in the course of education
through the system. ‘Doing’-approaches (Fenstermaker/West 2001) make it possible to recon-
struct practices of differentiation in the everyday contexts of educational organizations. This is
done through the observation of constant interactive positing of rele-vance. They are also the
basis for selectivity decisions, which inform and legitimize institu-tional promotion and deci-
sions regarding the course of education, and can, in their accumula-tion, become educational
inequalities. However, they can be reconstructed and visualized as educational inequalities only
when biographical education processes are examined from a distance.

These theoretical and methodological limitations of micro-analytical in situ observations can
be dealt with when using a longitudinal ethnographic research design which focuses on the ped-
agogical everyday practices — the black box of the production of educational inequality — from
two perspectives:

(1) In a first step, 53 children with and without migration backgrounds are accompanied along
their pathway through the educational system. The longitudinal analysis of their formal course
of education in relation to that of their class is expected to reveal information on educational
inequalities (diachronic observation).

(2) Secondly, organization-specific pedagogical differentiation practices in the educational or-
ganizations kindergarten and (elementary) school are compared micro-analytically (syn-chronic
observation).

The first analytic phase of the research project covers three years in the kindergarten as
well as the first year of elementary school. The second phase comprises the final three years
of elementary school (grades 2, 3 and 4), the transition into the three-tiered secondary school
system as well as grade 5. The third phase of the study covers grades 6, 7 and 8.

2 We use the term ethnicity in line with the sociologist Max Weber, as encompassing nationality, culture, lan-
guage and religion (Weber 1958).
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3. Research questions and methodological design of the study

Our multi-perspective focus requires a combination of different research methods. In a lon-
gi-tudinal ethnography we will thus use the methods of participant observation, videography,
document analysis, interviews with children as well as network analysis. For the sampling and
evaluation of data, we use the research strategy and coding method of the Grounded Theory
(Strauss/Corbin 1996).

Everyday practices of professionals

Assuming that educational inequality is, among other things, also produced by organization-
specific differentiation practices of pedagogical professionals in their daily work, we examine
and film their interactions on the micro-level of everyday pedagogical activity (cf. Denzin 2000).
These everyday practices of professionals are then looked at from three perspectives:

(1) Firstly, we observe and film the interactions between professionals and children. Our spe-
cial interest here is how children are addressed by the professionals, how they are encour-
aged to participate and communicate in the classroom as an everyday context, how they are
posi-tioned and sanctioned with regard to space, and how they are described as showing high
or low achievement. Our question is then how standardizing differentiation practices differ in
kindergarten and elementary school.

(2) Secondly, we analyze so-called artefacts by means of document analysis, such as educa-
tional documentation and the standardized language development survey in North-Rhine-West-
phalia Delfin4 in kindergarten, as well as the written achievement evaluations in elemen-tary
school. The formalized methods of education- and achievement evaluation play a central role
in the everyday practices in kindergarten and elementary school. Due to their textual form,
they are effective far beyond the momentary situation. School certificates, for example, decide
whether the child can pass or repeat a grade and thus have lasting structural effects on a child’s
course of education. Following the Laboratory Studies (vgl. Lynch 1985; Amann/Knorr-Cetina
1988), the Studies of Work (Bergmann 2006) and the Institutional Eth-nography (Smith 2005),
the documentation practices will be examined regarding to what ex-tent these approaches pre-
determine, structure and reproduce (cf. also Kelle 2003, 2007) “knowledge practices” (Law/
Mol 2002). Using these artefacts, we ask how teachers describe and evaluate the educational
and achievement level and what problems arise in that process? In addition, we ask what role
such artefacts play in standardization processes of children in organizations; for example, how
linguistic normalcy is confirmed or not through the Delfind4 approach? How do professionals
produce and use these documents in everyday pedagogical practices? It is assumed that dif-
ferent practices of documentation produce inequalities with regard to educational, achievement
or linguistic levels in different ways. In how far are the different documentation approaches in
kindergarten and elementary school relevant for the production of educational inequality?

(3) Thirdly, we examine audio recorded material of interactions and conversations between
professionals and parents that are obligatory for kindergarten and elementary school. We as-
sume that the professionals, when talking about the children, produce standardized concepts
and deviations of educational processes along the lines of differentiation practices and ne-
goti-ate them with the parents. A comparative analysis of these conversations could provide
in-formation on how the expectations of children to correspond to standards vary depending
on the organization, be it kindergarten or elementary school. We thus ask which differentiation
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practices are used to mark correspondences to and deviations from standard educational path-
ways? In how far are artefacts like educational and achievement documentation the sub-ject in
conversations with parents? In how far do professionals use these documents to under-score
their arguments and recommendations (for special education)?

Perspectives of the children

Children experience the everyday differentiation practices of professionals in a subjective way.
For a study on educational inequality, these have to be reconstructed from the perspec-tive of
the actors. The examination of inequality as a subjective (or individual) biographical accumula-
tion of experience can compensate the lack of biographicity of pure micro-analyses. We sample
the perspectives of children during the course of their education from three per-spectives:

(1) Firstly, the children are interviewed in order to gain information on their subjective accu-
mulation of experiences in the educational system. At the beginning of our study the children
are only four-years-old and conducting interviews with them is therefore a methodological chal-
lenge. For this reason, we use a modification of the so-called Mosaic Approach (Clark/Moss
2001; Clark et al. 2005) which has been developed for the qualitative surveying of young chil-
dren. We ask the children questions about their experiences by referring to eve-ryday situa-
tions. By using such ethnographical interviews (Spradley 1979, 1980), it is possible to generate
(flexibly with regard to context) survey data throughout the entire field research. The primary
goal of our study — the reconstruction of the individual biographical accumulation of experiences
with regard to educational inequality — needs to be approached in a succesive manner among
children of such a young age. We therefore conduct multiple interviews, proposed by Trautmann
(2009: 101), in different time intervals and on partially varying topics. The narrative proportion
within the interviews can be increased in correspondence to the children’s increasing age. Here,
we are interested in how children experience the differ-entiation practices of the professionals,
i.e., for example, their positive or negative feedback? How do they estimate their strengths and
weaknesses? In how far do they, in this case, com-pare themselves with other children of their
kindergarten group or school class, and what kinds of differentiations do they use? How do
children experience the language development survey Delfin4? How do children experience the
transition from kindergarten to elementary school?

(2) Secondly, we observe and film the everyday practices of the children. Children experience
the differentiation practices of the professionals in the course of their kindergarten or school
day. A longitudinal ethnography surveys the situational reactions of children to such everyday
labelling as well as the accumulation of such labelling processes in the course of time. On the
one hand, we ask how children react to differentiation practices like achievement evaluations,
competence evaluation, praise and reprehension. On the other hand, we ask what kinds of
dynamics result from this within the children’s group. Do children influence their peers through
standardization practices, e.g. by insisting that they adhere to rules of the group? Do peer’s
cultural differentiation practices also contribute to the production of educational ine-quality? Are
ethnic differentiations relevant for children?

(3) Thirdly, by using network analyses, we survey the peer-relations in their dynamics in kin-
dergarten and at the elementary schools. Following Delfos’ (2004) proposal to interview young
children in a context where they play, we combine the qualitative network analysis with the
photograph-based collage method of the Mosaic Approach. As already practiced by HauRling
(2007, 2008), by using a frame story, we encourage the children to name network members of
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their kindergarten group (resp. their school class) to whom they feel emotionally attached by
picking out photographs. Additionally, this photograph-based approach serves as a stimulus
for questioning the children about their subjective perceptions, experiences and estimation of
these network relationships. The results of the formal network analysis are visu-alized through
network pictures (construction of a cluster) (Straus 2002: 219, 223). The inter-views conducted
during the network analysis are interpreted according to the coding method of the Grounded
Theory (cf. among others Pelizdus-Hoffmeister 2006). We ask in how far different educational
success can have effects on the peer-relationships in the everyday con-text of kindergarten and
elementary school. Are peer-relationships structured along specific characteristics (e.g. ethnic
heterogeneity, achievement homogeneity) and are they then rele-vant with regard to inequality?
What dynamics of peer-relationships can be represented by individual children’s course of edu-
cation? What experiences regarding inclusion and exclusion are biographically accumulated
among the children?

Formal courses of education

By using the educational and achievement documentations that are produced during the
course of education (language test results, school certificates, or also recommendations to at-
tend special schools, recommendations to enter school at a later date), the formal educa-tional
success of individual children is reconstructed in a longitudinal perspective. These re-sults are
put in relation to the previously surveyed structural data regarding their background (educa-
tional achievements, migration background, native language of their families, wage status, fam-
ily forms). The analysis of formal courses of education of the surveyed children is necessary in
order to adequately contextualize and interpret observations as well as results of the survey. By
means of an examination of the educational success of these children in rela-tion to their peers
in class, conclusions can then be drawn with regard to educational inequal-ity.
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Abstract

Nowadays the interest to the academic success of the child, since the early years of childhood
is more intense than ever. The organization of early childhood education attracts the attention of
policy makers at national and international level and has become the object of systematic com-
parative analysis of international organizations. In this paper we refer to the image of the child
and childhood from a philosophical, psychological and pedagogical view of past decades. More-
over, the current discussion of the phenomenon of academisation of early childhood education
and the modern model of childhood that is currently being promoted through some historical,
psychological, pedagogical views and research data are presented.

1. Elcaywyn

«OéAw 10 TTaIdi POU va apIOTEUEI O OGAOUS TOUG TOUEICH.

«OéAw 1o aidi pou va yivel emaoriuovag kai Befaiwg va {ioel UTUXIOUEVOY.

«OéAw va éxel pia {wn dvern, xwpic Baoava f amoTuyieg».

AT TIG TTApaTTAvVW PapTUpiEG BIaKPIVEl Kaveig TOOO TIG UPNAEG TTPOOBOKIEG TwV YOVEWVY yId
okadnuaikn emTUXia Twv TTaAIBILY TOUG OGO Kal TNV €VTaON TNG TTiECNG TTOU aoKE(Tal oTa TTaIdId
yIa va Ta KaTa@EéPOouV aTn {wr Toug. To EpWTNUA TToU TTPOKUTITE £ival EQV X1 OVTWGE aTTOTEAEO A
OAn autr| n Tieon TV otroia Biwvouv Ta TTaIdIA PECW TwV TTPOCOOKIWY TOCO TWV YOVEWY OGO Kal
TWV EKTTAIBEUTIKWV OAA Kol TNG Kovwviag eupUTepa. AnAadh, edv Ta Traidid yivovtal KaAUTepol
pabnTéG, TTEPIOOBTEPO EMITUXNUEVA, TIEPIOCOTEPO EUTUXIOUEVA, TTEPIOOATEPO £CUTTVA.

211G PEPEG paG TO evOIO@EPOV Yia THV akadnuaikh emTuyia Tou TTaidiod, AdN aTmd Ta TPWIMA
XPOvia Tou vnTTiaywyeiou, ival o £viovo atrd TToTé. H opyavwan Tng TTPooXoAIKAG eKTTaideuong
TTPo0eAKUEI ariepa TNV TTPocoxr 60wV dIAUoPPWVOUV TIONITIKEG O€ €BVIKS Kal BiEBVEG eTTiTTESO
Kal €x€l Yivel QVTIKEIMEVO GUOTNUOTIKAG OUYKPITIKAG avahuong amd Oiebveig opyaviopoug.
AnAadr), n mpwiun Taidikr nAikia €yive (o€ peydho Babud) avTikeipevo yia TapepBaoelg -améd
TTIONITIKOUG Kall EPEUVNTEG- TOOO OE KOIVWVIKG — TTONITIKG 600 KOl OIKOVOIKS TTEDIO.

To @aivouevo dev gival BERaia onuepivo, Eekivd ndn amd tnv dekaetia Tou ‘60, oxeTiCeTal
OHWG e BIaQOPETIKEG TTONITIKEG KOl OIKOVOUIKEG EEENIEEIS. ZAPEPT BILIVOUPE PIat GAAN OIKOVOUIKT
Kal KOIVWVIKH TTpayuaTikdTnTa, Je dIaQopETIKA KaTeUBUvVaN, éviaon Kal IBE0AOYIKN UTTOGTAPIEN.
ZApEpa PIAGYE YIo OIKOVOpia TNG yvwong Kai TN 1I5éa TOU «UTTEP-ETTIXEIPNUATIKOU TTaIdIoU,
e€ehi¢eic Tou dev Ba uTTOopoUcav va aQrioouv AVETTNPEDTN Kal TNV TIPOGXOAIKT aywyn. AuTd
KaBpe@TiCeTal atd 1o TTARB0G Twv oXediwv Kal TIOAITIKWY TTOU avaTrTuxBnkav 0To XWPo aywyng
Kal ekTTaideung yia Tnv mpwipn Taidikr) nAikia otnv Eupwraik ‘Evwaon, 11¢ HIMNA aAAd kai o€
GAAEG XWPEG TOU KOTUOU.
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pooyoAikn aywyn Kai akadnuadikn emruyia

Z1nv mapouca epyaaia yiveral avagopd atn Bswpnaon Tou TTaidioU Kai TG TaudIKAg NAIKiag, oTIg
PINOOOPIKEG, YUXONOYIKEG KAl TIQIDAYWYIKES ATTOWEIG TTPONYOUUEVWY BEKAETILOV KOBWGS KOl aTNV
eTmikaipn gudATNON TOU GAIVOUEVOU TOU aKadnuaioPoU Kal Tou aUyXPovou POVTEAOU TTIBIKAG
nAikiog TTou TTpowBeiTal oApepa e BAON ETTIKAIPEG ITOPIKEG, WUXOAOYIKEG, TTaIBAYWYIKEG
QTTOWEIG KOl EPEUVNTIKG DEBOUEVO.

2. QINoCOQPIKEG, YUXOMAOYIKEG Kal TrAIBOYWYIKEG OTTOYEIS TWV TIPONYOUUEVWV
SEKAETIWV

H loTtopia Tng Maidikng HAIKiag, wg emaTnuovikol KAGdou, Eekiva T dekaeTia Tou '60, OUwS
YO TOUG TTPONYOUMEVOUG QIWVES OKOUN KAl GUEPD Ol YVWOEIG POG - YIO TIG OXETEIG avapesa
o€ TTaIdIA Kol EVANIKEG - TTAPAUEVOUV GUYKEXUMEVEG Kal ouvhBwg TTBavoAoyoUuE Kal KAVOUPE
eIKaoieg'.

O Apiéc? oTig apxég TG Oekaetiag Tou ‘60 diatutiwae T Béon 61 otnv Meoaiwvikr Eupwn
Oev uttrpxe TTaIdIKA NAIKia Kal 6T o1 eVANKEG QvTIHETWTTICAV Ta TTaIdIG Gav PIKPOYPOPIEG TWV
evnAikwv (miniature adultism). AnAadn ta éviuvav pe Ta idia pouxa TTou popoUloav Kai ol ueydAol,
dlaokEdadav pe Tov idI0 TPATTO Kal ékavay TG idleg BOUAEIEG pe GAOUG.

H aMayn &exivnoe perd tov Meoaiwva pe v ep@dvion véwv amoyewy yia 1o Taidi. O
Tqwv Aok, yia apddeiyua, utrooTrpile Tn Béon, 6T n eptreipia Ba kaBopIZe T Ba yivéTav 10
Taudi, a@ou KoT autév To TTaIdi EPXETAl OTOV KOOUO WG ‘dypagn TAdka’ (tabula rasa), Tou
OUPTTANPWVETal OTOdIAKA PE I0EEC KOl yvwan PEOw TNG OAANAETTIOpAONG peE TOV KOGUO TwV
evnAikwve. Tia Tov AOK, n ToIOTNTA TWV TTPWINWY EUTTEIPIWY, 10I0iTEPA TO TIWG Ta TTaIdI
avatpé@ovTal Kai ekaidevovTal, B8a diapdpewve TNV katelBuvon Tng wWAG TOUG, oI OE EVIAAIKEG
éxouv kaBopioTikd pdho oe autr T dladikaoia. AvtiBeta, o ydAog @IAdcopog Poucow oTa
T€AN Tou 6€kaToU BYOoOU aiwva UTTOCTAPICE OTI N TTaIdIKA NAkia Ba TTpETTel va TTEPIBAAAETAI UE
OTOPYA YI' AUTO TTOU €ival Kal VO Un XPNGOIMOTIOIEITaI yIa TNV €TTiTEUEN KATTOI0U OKOTTOU, OTTWG
emdIWKouV ol eviAikeg*. MNa Tov Poucow ta Traidid AdN atmod Tnv yévvnon Toug eival ayabd (in-
nately good) kai o1 QuUOIKEG Toug TAOEIG Ba TIPETTEN va TTpooTaTEUOVTal ATTEVAVTI OTIG ETTIOPATEIS
NG KoIvwviag TTou Ta dia@Beipouv avayvwpilovtag 6T 0 TPOTTOG OKEWNG Twv TTAIBILY BIEPEPE
amé auTtdv TWV EVNAIKWVS.

O1 dUo autég QIAoooikEG Béoeig auvéBalhav waTe n TaIdIKA nAikia va KaBiepwbei wg
TTPOTEPAIATNTA TNG KOIVWVIOG KOl TNG olkovopiag. H emidpaon toug Atav 1600 10XUPr| TTOU
ouvéBaiav aTn dIaUOPPWON TWV TTPWTWY KIVNUATWY yia TN BeopoBEtnon Twv dIKAIWUAETWY
Twv TTAIBILV aAA KOl TwV TTPOYPAPUETWY TTPOVOIAG YIa TNV TIPOCTACIA TOUG KOl TWV PETETTEIT
Taildaywyikwv Bewpiwv. MaAhioTa amd Ta yéoa Tou dékatou €vaTou aiwva n TpdTacn yia
KaTapynon Tng TaIdIKAG £pyaaiag, TTou €iXe w¢ a@eTnpia TNG Ta KIVAUATA TTOU SIaUOpPwoav
auTéG 01 PINOCOPIKEG BEDEIG, BEWpEITAI I TTPAYUATIKA ETTAvVACTOON.

O €IKOOTOG QIVAG OVOPACTNKE €O QIWVAG Tou TTaIdIoU» Kai n B€an, OTI n Kolvwvia OPeiAel
VO TTaPEXEN OTa TTAIdIA TO KOAUTEPO TTOU UTTOPEI, JETATPATINKE OE VOPUA. H PETaoTpo®A auth
OUVOIAOTNKE PE BNUOYPAPIKEG AANAYEG, OTTWG N UTTOXWENON TWV YEVVACEWY KOl N OTAdIOKN

1 Apigg AT, Aiwveg Maidikrig HAikiag, ABriva 1990, (Metdppaan AvaatacotroUAou MNoUAn).

2 Apiég DIAiTT, 0.1T., 0. B8 K.E.

3 Lascarides, C. & Hinitz, B. (2000). History of early childhood education. New York. NY: Falmer Press.
4 Lascarides, C. & Hinitz, B. (2000). o.r..

5 Lascarides, C. & Hinitz, B. (2000). o.r.
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METATPOTIA TNG OIKOYEVEIQG O TTUPNVIKA. AUTO €ixe WG ATTOTEAETUA TNV ECWOTPEPEIG TNG KAl
TNV €0TiOON TOU VBIAPEPOVTOG TNG OTO TTaIdI KaI OTIG AVAYKESG TOU. ZTadIaKd yiveTal EUPEWG
ommodekTd OTI N TTAIdIKY NAIKia gival eQIPETIKA TTOAUTIUN Kol Oev TTPETTEN va TTAPApEAEiTal. AuTO
odnyei 0Tn Bewpnon TG UTTOXPEWONG Twv eVNAIKWY va TrTapeuBaivouv Kal va SIGPoPPUVOUV
éva Ao €idog Taidikng nAikiag. Or yoveic diaBérouv TepIooOTEPO XPOVO yia Ta TaIdIG TOUSC
Kal avnouxouv UNTTws OV Ta KaTa@éPouv Kai TTOAAES QOpES ayvoolv Ot uTTdpxouv Opia oThv
eEENIEN Toug. OewpoUv Tov eauTo TOUS UTTEUBUVO va puBuilouy Ta TTAvIa LEXPI Kal TIS TTIO UIKPES
AeTTTOUéPEIES Kal ) mmBupia TOUS va KGvouv To KaAUTEPO yia Ta TTaIdIG TOUS UTTEP-AEITOUPYER.

Katd tn dekaetia Tou ‘60 aAAG Kal PETETTEITA, TA ETTIXEIPAMATA TTOU XPNOIPOTIOIRBNKAY IO
TOV TTPo0avaToAIoud TG TPOCXOAIKAG eKTTaIdEUaNG OEV ATAV POVO ETTIGTNMOVIKE GAAG Kal
KOIVWVIKO-TTONITIKA’. O1 BewpnTIKEG ATTOYEIG TTOU EUVONTAV TOTE TO VEO TIPOTAVATOAIGHO ATAV: OTI
01 vonTIKEG KOl OXOAIKEG emOOOEIG EvOG TTaIdIOU EEAPTWVTAI OTTO TN YEVETIKF TOU TTPOIKODOTNON? ,
a1d TOV NAIKIOKO pUBPG WPIPAVORG® TOU KAl aTTO TIG KOIVWVIKO-OUVAIGTBNUOATIKES EUTTEIRIEG™ TLV
TTPWTWV XPOVWV TNG {wrig TOU.

Mia o uTTooTNPIKTIKY dTTown, o€ axéon pe TIg TTapamdvw B€oeig, diaTutwoe o Bloom. O
Bloom utrootipile 6T «n emidpaon Twv mepiBaroviikwy mpolmoBégewy ival ueyaAurepn
OTIS TTPWIKES TTEPIOOOUS TNE avarTuéng Tou (raidioyl) kai 6T onuavTikéS dIa@opoTTOINTEIS OTO
mepifaAov Twv mpwrwv xpdvwv TS WS Tou UTTOPOUV va TTPOKAAEoouV UeyaAes arayéc aTn
vénan»".

«Or améyeis Twv Hunt ka1 Bloom doknoav 1 peyaAlrepn emidpaon otn oulitnon yia
LETapPUBUIaN aTnv TPoaXoAIKr aywyn. 1d1aiTepa autd axeTiCerai ue Tnv Grrown mou UIoBeTAONKE,
011 01 vonTIKES OIaPOPOTTOINTEIS KAl O DIAPOPETIKES OXOAIKES ETTIOOTEIS OQEIAovTal KUPIWS OTIS
O1apopETIKES TTPOUTTOBETEIS {WhS, avaTTTuéng Kai epeBioudTwyY Twv TaIdIWV Kai 61 gival duvard
TIC eAeipeIc autéc va Ti¢ avrioTabuicoupe péow OIadIKaaIwV uabnang»'2.

Autd odnynoe ot éva TANBOG TTPOYPOMMATWY avTIOTABUIOTIKAG aywyAs™ Ta oToia
atrookoTroUoav va BEATIWOOUV TO PTWYXO o€ epeBioyata TrepIBAAAoV Twv TTaidiwyv. AnAadn
BewpniBnke duvaro, 6T oI doxnueg TTPoUTToBETEIS avdaTTugng Twy TTaIdIWY (OTa Tpia TTPWTA
XpOvia NG {wrg Toug), Ol AVIOEG EUKaIpieg aTn OXOAIKN évapgn, ol dUaUEVeiG OXOMKEG,
ETTAYYEAUOTIKES, KOIVWVIKES, TTONITIOTIKEG KOl KOIVWVIOAOYIKEG TTPOOTITIKEG TNG (WA UTTopoucav
va TIEPIOPITTOUV™,

O1 pouTToBéoeig auTég evioxUBnKav Kal atmo 1I0XUPES KOIVWVIKOTTONITIKES TAOEIG avdTTTugng,
onAadA n eTolpoTNTa va €EETAO0UV TNV EKTTAIGEUCN OTNV TTPOGXONIKN NAIKIO WG OIKOVOUIKK

6 Honore, C., To pavigéaTo Tng xapoupevng Taidikng nAikiag, Abriva 2001, 0.53

7 Mavtaln Z., ZX0NKKA TTPOETEOINATIa OTO VNTTIAYWYEIO, ZUyxpovo Nnmiaywyeio,Teuy. 21, 2001, 46 k.€.

8 Hunt, J.McV.: Intelligente und experience, New York 1961, 0. 363.

9 Kroh O.:Entwicklungspsychologie des Grundschukindes, Weinheim, 1958

10 Hoffmann E., Die Bedeutung der Erziehung des Kleinkindes, in: G. Bittner u. E.Schmidt-Coros (Hrsg): Erzie-
hung in frueher Kindheit, Muenchen 1968.

11 Bloom, B.S.: Stabilitat und Veranderung menschlicher Merkm;ale, Weinheim 1971, 0. 100

12 Mavtadng, 2., 6.1, 2001, 0. 49.

13 X pia dnpokparTikr Kolvwvia n IoxUouaa BeueNIIBNG apxr TG «I0GTNTAG TwV TTONITWV» OTTS TN HIa Kal aTTé
NV GAAN N TTPayUaTIKOTNTA aVIOATNTAG OTIG dUVATOTNTEG AVATITUENG, EKTTAIBEUONG KAl ETTAYYEAUOTIKWY EUKAIPILOV
00Aynoav aTnV £VIovn aTaitnon yia ioeg eukaipieg Kai yia avriotabuioTikA aywyn (BA. Mavialig Z., 6.11.).

14 Willian F.:Some premilineries und prospects, in : F. Willian (Hrsg): Langue und proverty, Chicago, 1970, .
1-10.
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emévduon™ (Bewpia Tou avBpwIvou kepahaiou) kal ammd TNV GAAN UEPIG va PEIWOOUWY TIG
QITIEG TWV KOIVWVIKWY OUYKPOUOEwWV. Ta OTTOTEAEOUATO €PEUVWIV TTAPEUBOONG, Ol OTTOIEG
Xpnoigotroinaav atnv agloAéynor Toug Tnv avaAuon k6aToug weéloug, ommwg 1o «Chicago
Child-Parent Centres»'®, 10 “High Scope Perry Preschool Program™’, kai 1o “Carolina Abece-
darian Projects”'® utroothpifav Ti HaKpoxpovieg MOPATEIS (TwV TIPOOXOAIKWY TTPOYPAUUATWY)
oTNV VONTIKA KAl KOIVWVIKI avaTrTugn Twv Traidiwy, 181aitepa éowv {oucav Je Tov Kivouvo Tng
QTWYI0G. H o1wtnpn TTapadoyn ATav OTI N GTWXEI KOl TA CUVO@H KOIVWVIKA BEIVA Kal ETTINEPOUG
QTTOTUYIEG — TWV TTAIBILV A TWV YOVEWV TOUG — uTTopouaav va diopBwBouv atd Ta TTpoypdupaTa
Tapéupaong’™.

AuTou Tou €idoug Ta TTpoypAUpaTa TTPOCEPEPAV OTA TTAISIG TOU VNTTIOYWYEIOU £Va EVTAVTIKO
TTPWIMO Eekivnua TTAPOXIG YvWaong aAAd Kal TNV 1IoXUPr| avaueign Twy yovéwv Toug. MapdAAnAa
TIPOYPOMMATICAV YIO TOUG iBIOUG TOUG YOVEIG, EKTTAIBEUTIKEG dPACTNPIOTNTES yIa TO OTIITI, Kal
péTPa UTTOOTAPIENG TNG OIKOYEVEIaG?.

Kard Toug Dahlberg & Moss (2005), n Aoyikr) Tng dnpodaIag £EVOUCNG O€ TETOIOU €i00UG
TIPOYPAMMATA ATAV N TTPOGBOKIa EVOG ENPavOUG Kal UTTOAOYIGILOU avTaTrodoTIKOU WPEAOUG, EVOG
€idoug nuI-oupBoAaiou, GUNPWVA WE TO OTTOI0 Ta VNTTIAYWYEia Ba eEAduBavav xpnuatoddtnan pe
Baon Tnv TTapouaciacn CUYKEKPINEVWY ATTOTEAETUATWY.

Z1a Xpdvia TTou akohoUBnaav, £yivav TTOAEG TTPo0TTIABEIES, OTO TTAQITIO TWV AVTICTABUICTIKWY
TIPOYPOMATWY TToU avarTixOnkav, va 810dgouv oTa Taidid oKOTToUG Kol TTEPIEXOUEVA TNG
TPWTNG TAENG Tou dnuoTikoU axoAgiou. Ouwg Tapd Tn oNPAVTIKATNTA TOUG, TO ATTOTEAECUATA
TOUG au@IoRNTABNKav Kal aoKrABNKE €viovn KPITIKA 0TV TTPOCTIEBEIa yia T YEViKEUon Twv
amoTeAeOUATWY TETOIOU €I00UG TTPOYPOPUATWY, A@OU HIa EVTATIKA EKYUUVOON TWV VONTIKWY
IKavoTATWVY Ba uTTopoUoe va TTPOKAAETEl apvnTIKEG EMOPATEIS, dNAAdH {nHIES Kal TpaUaTa OTOV
ouvalobnuaTiké k6opo Tou TTaidiol, KATI TTou Ba TTpétrel va AapBdvetal coBapd utroywn?!. AT
N vonTikr| €E€AIEN Tou TTaIdIoU GuvdEETal OTEVA UE T QUOIKA KAl CUVAIGBNUATIKS TOU avaTTugn,
OnAadn eTNPeAleTal OTTO YEVETIKEG TTPOUTIOBETEIG, aTTd epeBiopaTa Kal TNV ETTIKOIVWVIA PE TO
mepIBAAoV (avBpwTToug)?2. Owe n ETapPUBIoN TNG TTPOOXOAIKAG EKTTAIdEUONG UTTOOTNPIXONKE
KQI TTpOXWPNGoE PE onpeio ava@opdg Tnv ammoyn g 1810iTepNng duVapIKAG TNG vonTiKAG €EENIENG
TWV TTAIBILV OTNV TTPWIKN NAIKIa Twv 4 €wg B £TWV Kal auyxpovws auvéBaAe oTn diaudpewar)
NG kai X1 TNV OAGTTAEUPN AVATITUEN TNG TTPOCWTTIKATNTAG TOU TIaIdIoU.

15 Du Bois-Reymod, M.: Zur Strategie kompensatorische Erziehung am Beispiel der USA, Frankfurt a.M.,
1971.

16 Reynolds, A. (1997) :The Chicago child-parent centers: A longitudinal study of extended early childhood
intervention. Institute for Research on Poverty, Discussion Paper no. 1126-97. Retrieved from http://www.irp.wisc.
edu/publications/dps/pdfs/dp112697.pdf

17 Schweinhart, L. & Weikart, D. (1997): The High/Scope preschool curriculum comparison study through age
23. Early Childhood Research Quarterly, 12(1), 117-143.

18 Campbell, F., Ramey, C., Pungello, E., Sparling, J., & Miller-Johnson, S. (2002): Early childhood education:
Young adult outcomes from the Abecedarian project. Applied Developmental Science, 6(1), 42-57.

19 Dahlberg, G. & Moss, P. (2005): Ethics and politics in early childhood education. Contesting early childhood.
New York, NY: Routledge Falmer.

20 Education, Audiovisual and Culture Executive Agency, 2009, a. 23.

21 Klauer, J.K., (1975): Inteliggentztrainig im Kindesalter, Weinheim — Bassel.

22 Mavtadng 2., (2002): H Naidaywyikr) Epyacia ato Nnmaywyeio, 0. 46 K.€.

23 'Hon amé 10 1962 0 Glen Doman €ixe Ea@vIAoE! TNV OUEPIKAVIKA YVWMN PE TNV GTTOWN, OTI N eKPddnon Tng
avdyvwang yivetal SuokoAdTepn WETE TNV nAikia Twv dUo eTwv (Doman, G. U. Luekert, H.R.: Wie kleine Kinder
lessen lernen, Frankfurt 1967).
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O1 Hirsh-Pasek, Hyson, kai Rescorla (1990) umrootipiav o€ €pguva Toug TTwG N TTapoxn
evog TTPWIKOU uwnAoU akadnuaikoU TTepIBAANOVTOG dev aTTOPEPEI OKOBNUAIKG TTAEOVEKTAUATA
ota Taidid, Tapd povo Oava WPEIOVEKTAPATA OTn ONMIOUPYIKY TOUG EKPPACn Kal OTn
ouvaioBnuaTikA Toug eunuepia. EmimAfov, Ta euprjuata Tou Hirsh-Pasek (1991) deixvouv 611 n
okadnuaikn KaTewBuvan dev TTAPEXE! TTACOVEKTNA OTNV OXOAACTIKA Kal diavonTikf avaTrTugn
Tou Traidiou (no advantage to children’s scholastic or intellectual development). Oi Phillips and
Stipek (1993) ouuTrepaivouv TTwG «Ta I0XVa Kai BpaxumpdBeaua opéAn mou Ba umropouoav va
TTOOKUWOUV uéoa armé TEOYPAUUATA TTOU ETTIXEIPOUV Va EMITAYXUVOUV TNV amOKTNon Bacikwy
oeélothTwy Kai ewoiwv emokidlovial amé onuavriké k6aTog. OI apvnTIKES GUVETTEIES TTOU
éxouv avagepOei mepidauBavouy uetaél dGAAwv Tic atdoeic Twv TaiIdIWY TTPOS TO ax0Agio, Thv
QuTo-avTIANWN TWV IKAVOTATWY TOUG, TO AYXOC VI TNV EMITUXIA Kal TIS ayXWOEIS TUUTTEPIPOPES,
v aAnAemidpaon ue Toug ouiAikoug, kai T dnuioupyikétnta». Nedrepn €peuva Twv Howes,
Burchinal, Pianta, Bryant, Early, Clifford, Barbarin (2008), n omroia éyive g€ Traidid mou peTeixav
0€ TTPO-VNTTIaKE TTPOYPAUKOTA -(TTPOKEIPEVOU QuEAooUV TIG BEEIOTNTEG TTOU OXETICOVTAI UE TNV
oXoAIKr| eTTiITUYia)- JE TN XPrion dOPNUEVWY PETPACEWY TNG YAWOOOG, TNG avAyVWaong Kal Twv
paBnuaTiKwy deEIoTATWY Twv TTaIdIWY, £8€IEE OTI Ta TTaIdIA €ixav HIKPE 0QEAN aTTd TIG BIBAKTIKEG
Kl KOIVWVIKEG dpaaTnpIOTNTEG TTOU ouppETEiXav. ETiTAéov, o1 Schiotter, Schwerdt, and Woess-
mann (2009) au@ioBnTolv Ta amOTEA(OUOTO TOU TTOAUAVAPEPOUEVOU KAl EUPEWG YVwaToU
Perry Preschool Program Project, wg evOeIKTIKA OTTOBEIEN yIo TN YEVIKEUGN TwV OQEAEILV
G Tapéupacng otnv Tpwidn Taidikh nAikia. OTrwg o1 idiol emixeipnuaTtoAoyoly, n emAOYK
TOU OUyKekpIpévou deiypaTtog agopoloe Taidid TTou Bpiokovtav oe Kivouvo (at risk children),
YEYOVOG TToU TTEPIOPICEl TNV «EEWTEPIKNA EYKUPOTNTON TNG UEAETNG TOU CUYKEKPINEVOU DEiYUOTOG.
AnAadr| T0 AIMWBOEG CUUTTEPATUA TTEPIOPICETOI POVO OTN CUYKEKPIEVT OGO AQPO-AUEPIKAVIV
TTaIdIWV aTTO YEIOVEKTOUOES OIKOYEVEIEG Kal, uTroaTnpileTal 6T €dv n diadikaaia emAoyng Tou
Oeiypatog ATav evieAwg Tuxaia, TOTE Ta OTTOTEAETATA PTTOPET VO DIEPEPQV.

AvakegpahaiwvovTag 8a pmmopoucape va Toldpe 6Tl N oufATnan Ta TTPonyoUdEva Xpovia,
OXETIKG UE TA TTAPEURATIKG TTPOYPAUUATO Kal TV EI0AYWYF OXOAKWY TTEPIEXOUEVWY UEBnong
OTO VNTTIAYWYEIO, ETTIKEVTPWVOVTAV KUPIWG GTNV TTPoaywyr TNG VONTIKAG IKAVOTNTAS Tou Traidioy,
TOV TTEPIOPIOHO TWV AVICWV EUKQIPIWV OTn OXOAIKA TAEN, TNV TTROAYWYR TNG IKAVOTNTOG TWV
TadIWV va pdbouv va ypdeouv Kai va 81aBaouv, TNV TIPOETOINATIA TOUG Yia TO OX0AEI0 GAAG Kal
TN oX0AIKN) Toug emmiTuyia. Ev rapdAAnAa guvéBaAav anuavTiké aTn Bewpnon TnG TTPOCXOAIKAG
ekTTaideuong we epyaieiou TTou oPeilel va TTapadidel GUYKEKPIPEVA ATTOTEAETATA.

3. H Emrikaupn ouliTnon

Ag £€ABoupe OpwG TTiow aTa apxIKd pag epwTrata, dnAadr| Tig TTPOoOKIES Kal TO EVBIAPEPOV
yia akadnpdikr| emruyia. Eival yeyovog 611 n avaduduevn “koivwvia Tng yvwaong” enpeddel kai
TNV TTAPOXH EKTTAIOEUGNG OTO VNTTIaYWYEIO. YTTEPXEI AN pIa TTPOGKANGN YIa EVTATIKOTIOINGN TWV
O10dIKaoIwy pdbnong og OAa Ta eTTiTTEd TOU EKTTAIBEUTIKOU OUCTANATOG WE IDIAITEPN TTPOTOX
OTIG PIKPEG NAIKIEG TNG TTPOOXONIKAG KOl OXOAIKAG EKTTIdEUONG.

24 O1 d¢ yoveig TrioTeuav 6T Ta TTAISIA TOUg, JE BAan Ta OXOAKG TTpoypdupaTa udbnaong, Ba £xouv KaAUTEPES
EUKQIPIES.

25 Moran-Ellis, J.(2013): Kinder als soziale Akteure: Agency und soziale Kompetenz Soziologische Reflektion
zur Fruehen Kindheit. Neue Praxis

26 Dahlberg, G., & Moss, Penn. (2005): ;0.1
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O1Hendrick (1990) kai Turmel (2008) d¢ixvouv TTwg n HETPNON, N ATTOTUTTIWON Kal N TTapépBaon
0Tn QUOIKA, KOIVWVIKA, NBIKA, kai diavonTikA avamTuén Twv TTaidiwyv éxel yivel agiwyaTikr oTo
KomTaAIoTIKG aUaTNHa (project) Twv dUTIKWY BIOUNXAVOTIOINKEVWY KOIVWVIWVZ, Tia TTapadeyua
n UNESCO (United Nations Educational, Scientific and Cultural Organisation) €xei éva evepyd
TTPOYPAUUA dNUOCIEUCEWV Yia TNV TIONITIKA oTnV TTpWiln Taidikr nAikia. H Maykéopia Tpdmela
éxel daveioel TAvw oo éva dIoEKATOPUUPIO ayyAIKEG Nipeg yia Tnv uTrooTApIEn evag e0poug
TIPOYPOMMATWY TTPOCXONIKAG eKTTaidEUaNng kal gpovTidag atov MAsioyngikd Koéouo (Major-
ity World), diatnpei 10Too€Aida yia Tnv avdmtugn g mpwiung TaidikAg nAikiag (see www.
worldbank.org/children), dnuooiclel Kol OTEAEXWVEI ETTITPOTIEG, OPYAVWVEI TTEPIPEPEIOKA Kal
TTAyKOGHIa GUVEDPINS.

Emiong n UNICEF (United Nations International Children’s Emergency Fund) &eixvel
augnuévo evaiapEPOV yia TIG UTTNPEGIEG TTPOTXOAIKIG NAIKIAG, BEwpWVTag TEG WG TO KATAAANAO
péoO TTpOKEINEVOU va BlaoTraoTEl 0 KUKAOG, YEOw Tou otroiou avatrapdyeTal n peioveia (to
break into the cycle by which disadvantage tends to reproduce itself). Omwg utrooTnpidouy,
Kavéva €BvoG OTIG PEPEG PaG OEV UTTOPET VO ayVOET EUKAIPIES yIa TN PEYIOTOTTOINGN £TTEVOUCEWY
oTnV eKTaideuan, péoa ae éva avTaywvioTIKO OIKOVOUIKA TTEpIBAAAOY, BaaifOUEVO OTn yvwon,
TNV euehigia, kai Tn Ola Biou uabnan de€ioTATWVZ .

210 TAQiOI0 QUTO peAETWVTal evOeAexwS BépaTa, OTTwG o1 DIBOKTIKEG KAl O JaBNOoIaKES
peBAd0I, Ta avaAuTIKG TTPOYPAMATA, N agloAdynan, n TTOIGTNTA TOU XWPOU TwV VNTTIOYWYEIWY, N
dlaxEipnan Kal n EMPOPOWON TWV VATTIAYWYWV KABWGE Kal 0 POAOG TWV YOVEWVY OTNV EKTTAIBEUTIKN
dladikaoia. ATToTéAeaua auTrg TNG MEAETNG €ival 0 oXEDIOTUAG Kal ) eKTTOVNOT, O€ TIOAEG XWPES
TOU KOOWOU, VEWV OVOAUTIKWY TTPOYPOMUATWY TTPOCGXOAIKAG EKTTaidEUONG, Ta OTTOI0 aKAdNUAIKA
eival o amaitnTikG. H e€€MIEN auTr) ouvodeuTnke atré avapiBunTeg oUGNTACEIG AVAPOPIKA pE
TNV €QAPUOYH KAl TNV OTTOTEAEOUATIKOTNTA TOUG OTO XWPO TOU VNTTIAYWYEIOU?,

MdAhioTa T dekaetia Tou 90 TTOpaTnPEiTal I YEVIKA OTPO®R yia avadidpBpwan Tng
ektraideuong o€ OAa Ta emmimeda, n omoia o€ TTOAEG XWPES EAABE Xwpa HE TNV EQAPUOYA
€BVIKWV avaAUTIKWV TTPOYPAUPATWY OTTOUBWY, TOV OPITUE BIBOKTIKWY KOl JOBNOIAKWY OTOXWYV,
€BVIKWV TEOT agloAdynang, Kabwg Kai véeg OpPEG emBeWPNONG, Hadi ue Tnv 6An aulAtnon Tepi

27 Dahlberg & Moss, 2005, o.Tr.

28 Tsatsaroni, A., Ravanis, K., & Falagas, A. (2003): Studying the recontextualisation of science in pre-school
classrooms: Drawing on Bernstein’s insights into teaching and learning practices. International Journal of Science
and Mathematics Education, 1(1), 385-417.

29 Tsatsaroni, A., Ravanis, K., & Falagas, A., (2003, o.r.

30 Cristopher Ball, 1994. Ball, C. (1994): Start right: The importance of early learning. London, England: RSA.

31 Norway: 1996; Sweden: 1998; UK/Scotland: 1999; UK/England: 2000; Greece: 2001, 2003, 2011; France:
2002; Finland, Denmark, and Germany: 2003.

32 H avaBewpnuévn Kovwvikr Xapta Tou ZupBouAiou Tng Eupwitng ato GpBpo 27 avagépetal aTnv avaykn va
An@Bouv KatdANnAa péTpa yia TNV avamTuén Kai Tpowdnan utnpeoiwy nuepraiag TaidikAng gpovridag (Council
of Europe, 1996, as cited in Dahlberg & Moss, 2005, p. 4). To 2002, otn Z0vodo Kopuprg Tng BapkeAwvng, Ta
KPATn PEAN €Becav wg aTdxo €wg To 2010 va TTapdaxouv TTPoaX0AIKA aywyr) kal povTida aTo 90% Twv TTaIdiwy,
METAGU TPIWV ETWV KOI TNG UTTOXPEWTIKAG OXOAIKNG NAIKiag, kai 010 33% Twv TTAISIWV KATW TwV TPIWV ETWV. XTNV
Eupwmaikr Zrpatnyiki yia v Amaox6Anon avayvwpiletal &ekdBapa n emdiwgn yia diacdAion katdAAnAng
(ppovTidag Twv TaIdILY we éva Kaiplag onuaciag Briua yia Ty €TiTEUEN TTAPOXNG ICWV EUKAIPIWY OTNV EPYaCia
avAauEsa OTIG YUVOAIKEG KOl TOUG AVOPES.

33 EvdeikmikG BAétre: Barnett, (1992): Benefits of compensatory preschool education. The Journal of Human
Resources, 27(2), 279-312. Howes, C., Burchinal, M., Pianta, R., Bryant, D., Early, D., Clifford, R., & Barbarin,
0. (2008). Ready to learn? Children’s pre-academic achievement in pre-kindergarten programs. Early Childhood
Research Quarterly, 23(3), 27-50.
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amodotikdTnTag?®. Adyw NG onUaAciag TNG TPWILNG PABNONG Kal TwV OQEAEIWY TwV TIAIBIWV
omo TNV TTPOOXOAIKA ekTTaideuan, cival eupavig n embupia yia BeAtiwon NG TOIGTNTOG TWV
UTTNPECIWV TTIOU TTIOPEXOVTAI OTa TTAISIA TNG TTPOCGXOAIKAG NAIKiag™®.

A6 10 1996 dI0TTIOTWVETAI N iBI0 TAGN KOl OTOV EUPWTTAIKG XWPO, APoU Ol EUPWTTAIKESG XWPES
avopopewaoav o€ €BVIKG eTiTESO TA AVAAUTIKA TTPOYPAMKOTA TNG TIPOCXOAIKAG EKTTaIdEUONG
TWV XWPWV Toug®. e auth TV €EENIEN €TESPACAV ONUAVTIKA (O€ EUpWTTQikG €TTiTTEDO), OI
ekBéaeig Tou OOZA kai Ta HETPA TIONITIKAG YIa TNV TIPOTXOAIK aywyr) kal @povTida®,

Tnv il Tepiodo TTOMOI epeuvnTEG TNG TTPOOXOAIKAG eKTTaidEUONG TOViouv TN onuacia
TG UYnARG TTOIOTNTOG TTPOCXOANKWY TTPOYyPaUudTwy Kal emdIwKouv va avadeifouv Ta
pakpotrpéBeapa amoteAéapata Toug®. Eidikétepa o Christopher Ball (1994) emonuaiver Tn
onuagcia Tng UPnAAg TTOIBTNTAG TNG TTPWIKNG EKTTAIGEUCNG KOl Ta OPEAN TNG TGO yid Ta idia T
TaIdId, WG YEAAOVTIKOI EVAAIKEG, GO0 Kal yIa TNV KOIVWVia 0To GUVOAS TNG.

A6 10 2006, TO £pWTNUA TNG EKTTIOEUONG UWNARG TTOIGTNTAG GTO VNTTIAYWYEIO YivETOl £Vag
OO TOUG TTPWTAPYXIKOUG OTPATNYIKOUG OTOXOUG OTO EUPUTEPO KOIVWVIKO-TTONITIKG TTEPIBAAAOV
NG EupwraikAg ‘Evwong. «H mpooxoAikn ekmaideuan éxel Ta upnAdrepa avramodoTiKd weéAn
Qo MAEUPAS KOIVWVIKAS TTPOgapLoynS Twv maidiwv. Ta kpdtn-uéAn Ba mpémel va emevoUcgouV
TTEPITOOTEPO OTNV TTPOTXOAIKN] EKTTQIOEUON WS Eva QTTOTEAEOUATIKG UECO Yia TNV KaBIEpwan NG
6éonc yia mapamépa pabnan, yia v mpoAnwn g oxoAIKAS eykardAsiyng, yia tnv adénan ng
100TNTAS KaI YEVIKOTERA TNV TTPOQYWYN TwV EMTTEOWV TWV OEEIOTATWVY TWV TTAIOIOV»4,

Ta amoteAéopara mpoypappdrwy, émwe 1o High Scope, 1o Perry Preschool Program, kai
10 Carolina Abecedarian project, avalwtmipwoav 10 dnudaio didAoyo aAAd Kai To dnuoaCIo
eviIOQEPOV yIO TNV TTPOCXOAIKN €KTTAIOEUDN Kal £TTEdPACTAV OTIG TIONITIKEG Twv dIGPOPWY
Xwpwv. Hrav 1a Tpoypduuara autd (Head Start ki Perry/High Scope) tou emnpéacav Tig
e€ehielg, yiari umootpiICav TTwG N TAPOXr UYWNAAG TTOIOTNTAG TTPOOXOAIKA eKTTaideuon, o€
TadId amd QTWYEG OIKOYEVEIEG, TUVOUALOUEVN WE ETTICKEYEIG OTO OTTITI, €i¥av Pakpoxpovia
WEEAN (1510iTEPa TNV ATTAOXOANCN Kal TOV TTEPIOPITUS TNG eyKANUATIKATNTAG). MNa TTapddelyua
n Clarke (2006) avag@£peTal 0TO EUPEWG XPNTIUOTTOIOUHEVO ETTIXEIPNUA TTOU UTTOOTNPIXBNKE aTTd
10 TTPOYPappa Perry/High Scope, étrou yia kdBe 1 oAdpio Trou emevdUBnke atré T0 KPATOG OTO
TPOYPaUpa, e€oikovountnkav 7 doAdpia yia Tnv kovwvia (KUpiwg péow Tou TTEPIOPITUOU TNG
EYKANUATIKOTNTAG).

Ouwg TETOI0U €IBOUG EUTTEIPIKG aTTOTEAETATA DEV UTTOPOUV Va DIANOPPWAOOUV T BAcn yia Jia
gexdBapn Bewpia aITiou AITINTOU TWV CUCKETIOWWY TToU yivovTal. AvtiBeTa auTé TToU TTpoTEivETal
eival, ouuewva e v Clarke (2006, 0. 706), pia TTepiTTAOKN aUyXuan - £va avakAaTeUa - Twv
oANAOOYXETICOUEVWY TTAPAYOVTWY TTOU AEITOUPYOUV OE BIAQOPETIKA ETTITIEDA KAl E BIAPOPETIKA
TTEPIEXOUEVQ, TO OTTOIA KATOARYOUV O€ GUYKEKPIPEVA atToTeAéapaTa, pe péoa Kal diadikaaieg Ta
otroia ouvnBwg dev gival BewpnTIKE TEKUNPIWUEVQ.

H «okadnuaikA» @UON Twv avaAuTIKwV TTPOYPOPUATWY(aTo TTAGIcIo uwnAfg TroIdTnTag
TPO0XOAIKAG eKTTaidEUaNG), N oTToia deaTrOel o€ TTOAAG TTPOTKONIKA 1BpUKATA, £XEI JETOKIVNOET
TAéOV OTTO TNV TIPOAYWYR TNG KOIVWVIKAG avatTuéng Tou maidiod Tpog Tn didaokahia

34 Education, Audiovisual and Culture Executive Agency, 2009, o. 3.

35 Kessler, S., (1991): Alternative perspectives on early childhood education. Early Childhood Research Quar-
terly, 6(1), 183.

36 Bredekamp, S, & Copple, C., (1997): Developmentally appropriate practice in early childhood programs.
Washington, DC: National Association for the Education of Young Children (NAYEC).
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OUYKEKPIUEVWY akadnuaikwy OeglotiTwy, TOAAEG ammd TIG omroieg Ta TTponyoUueva Xpovia
dIBAGKOVTAV OTNV TIPWTN TAEN Tou BNUOTIKOU OXoAEiou®.

H EBvikA Evwaon yia tnv ekmmaideuan Twv véwv Taidiwv (NAEYC), n peyalitepn emrayyeAuarTiki
OpYAVWAN TTOU EKTTPOCWTTET EKTTAIBEUTIKOUG TTaIBIKAG NAIKIAG TNV AUEPIKA, YIA VA QVTIETWTTIOE!
auTr TNV akadnuaikr eTEAaan, EmMvONoe KATEUBUVTAPIEG YPAUUES TIC AeyOUEVEG avaTTTugIakd
KOTAAANAEG (1) akaTaAANAeG) TrpakTikéG (DAP kai DIP). To keipevo auté Baailetal otnv avtiAnwn
OTI «Ta TPOYPAUUATa TTOU EXOUV OXEOIAOTE yia uIKpG Taidid, [TTPETTEl] va EXouv w¢ onpeio
avapopdg ¢ diadikaoiag uddnong, auré mou eival yvwatd ora idia ara  maidid»3e. Auth n
TTPOCéyyion aTnv ektaideuan BAETTEI To TTaudi wg avaTrTuoaduevo dvBpwrro kai dia Biou uadnTy,
Kal €xel wg aTdx0 va BonBAcel Toug EKTTAIOEUTIKOUG Kal TOUG YOVEIG va avamTigouv KaAUTEPES
euTEIpieg pddnang, atpatnyikég didaokaAiag kal agloAdynang yia Ta aidid Toug. H dmmown auth
(avarrTulakd katdAAnAeg TTpakTIKEG - DAP), €ixe peydAo avriktutro oTn Bewpia, Tnv £peuva
Kal TNV TTPAEN NG TTPOOXOAIKAG eKTTaidEucng, Kal odnynoe o€ éva TTARBOG  ETMOTNUOVIKWY
£PYaoIVY.

2ZUuowva Pe Tov Bennett (2008), o1 avartugiakd kotdAnAeg TpakTikég (DAP)® apyika
avaTITUXBNKaV WG OTTAVTNON OTO QAIVOUEVO TNG OXOAEIOTTOINCNG TNG TTPOTXOAIKAG EKTTAIOEUGNG.
Opwg yia Tov Elkind, (1986)% o1 katdAANAEG TUTTIKEG TEXVIKES BiIdaokaAiag TTou TTpoTeivovTal Ta
TIPOYPAMMATA YO TO MIKPG TTaudIA gival o€ peyaho BaBud 1o ammoTéAeapa TTOpavonaong OXETIKE e
10 WG Ta TTaIdIG pabaivouv. Mahiota ol Kascak kai Pupala (2013) umrootnpifouv 61 TapdAo
TIOU TO KEiPEVO Twv avamTuglokd KatdANAwy TTPaKTIKWY £xel UTTOOTEl BAOCIKEG BEWPNTIKEG
aAAay£g, SlaTnpei akOUa Ta XOpAKTNPIOTIKA TOU VEOPIAEAEUBEPIOHOU KOl TNV ETTIAEKTIKA avAyvVWaon
Bewpiwv dtwg auth Tou Vygotsky*!.

lNa Toug Ryan kai Grieshaber (2005) gTov KOGUO TNG TTPWIKNG EKTTAIOEUONG, HETAUOVTEPVES
QVOOKOTIACEIG, PE ONUEIo avagopdg Tn yvwaolakr avarTuglokh diadikaoia, €xouv Oeigel
OTI N €peuva TIOU XPNOIUOTIOIEITAI YIO VO TTAQICIWGCEl TNV TIPAKTIKA, €XEI TTPayuaToTTOINGE
KUpiwg g€ opoloyeveig TTANBuopoUg pabntwv (Acukoi, yeoaiag Tagng), pe eAdxIoTn TTpocoxn

37 Benson McMullen, M. (1997): The effects of early childhood academic and professional experience on self
perceptions and beliefs about developmentally appropriate practices. Journal of Early Childhood Teacher Educa-
tion, 18(3), 55-68.

38 H oulritnon mdvw ota avomTuglakd KoTdAAnAa TTpoypduuata oTroudwy ouvu@aivel Tpia IOQOPETIKG
Béuara/fnmipara. EmoTtnuovikd otnpifetal otnv avartugiakn wuxoAoyia, kavel UTTOBEDEIG yia TNV TTPOOBEUTIKN
OTTOTEAEOHATIKOTNTA, Kal TTPOUTTOBETE HIal GUUTTEQIQOPICTIKY| TIPOCEYYION Yia TN SNUIOUPYIC EKTTAISEUTIKWY OTOXWY
(Fendler, 2001).

39 I’ autd 10 Adyw, OpIoPEVOI ETTAYYEAUATIES TNG TIPWIKNG TTAIBIKAG NAIKIG OPYaVWVOUV EVNHEPWTIKA EpyacTrpIa
yia emayyeAyaTieg TNg TPAENG kai Tng dloiknang. Oewpoulv 6Ti oI EYKUPES YVWOEIG OTOV TOPED TNG AVATITUENG TWV
TaIdIWvV, (PE TNV TTapadoxn OTI N EKTTaideuan yia To WG Ta TTaidid avarrTiooovTal), Ba aTToPéPOuV TIG ETTIOUUNTEG
TpaKTIKEG. Méoa atmd pia TTapdpoia AoyIKr, OPICUEVO KOAEYIO TNG EKTTAIBEUONG aTTaIToUV OTTd TOUG ATTOPOITOUG
TeploodTepa pabrjuata atnv avamTuén Tou Traidiol, utroBETovtag TN OTI N HEYaAUTEPN YVWON yia TO TIWG Ta
TaidI& avarrTigovTal Ba 0dnyouae oe KATAANAEG TTPOKTIKEG (0. 185).

40 Elkind, 1986 ,0. 185.

41 Vygotsky, L.S., (1934/1962): Language and Thought, Cambridge

42 Mallory, B. & New, R. (1994): Socialconstructivist theory and principies of iclusion; challenges for early child-
hood special education.

43 TNa Tov opiopd Tou 6pou agency deg Moran-Ellis, J. (2013): Children as social actors, agency, and social
competence: sociological reflections for early childhood

44 Atwater, Carta, Schwartz, & McConnell, 1994. Polakow, 1989. Williams, 1994.

45 Isenberg, 2000.
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OTOUG TPOTIOUG HE TOUG OTT0IOUG N KOUATOUPQ, N KOIVWVIKA TAEN Kal Ta TTPOTUTIO QvATITUENG
pecoAafouv (mediate). Ouoiwg, KPITIKA avaAuon Twv avaTITUEIOKA KATAAANAWY TTRAKTIKWV*
atmodeIKvUEl, OTI N XPrion eVOG CUVOAOU KOTEUBUVTHPIWY YPAUUWY, TTOU 0TNPI(oVTal OE IEPAPXIKES
Bewpieg avamruéng, BAETTOUV TNV avdaTTTuén Twv TTaIdILV WG Jia Kivnan TTpog Tnv evnAikiwon
(AvarrTuéiakny WuyoAoyia), Kai autd €xel WG OTTOTEAETA O EKTTAIBEUTIKOI va TTapaAéTTouv TNV
IKaveTnTa TWV TTAIdIWY va dpolv (agency*) kal autoi va pubuifouv Tn PaBnatr| Toug(Traidiwy),
pe 6,1 Bewpeital wg “@uatoloyik” avamTuén®. Mapd 1o yeyovag 6Tl n Tpoaywyr Twv GAAwv
TOMEWV yIa TN Pddnon twv Taidiwy gival 1o id10 ONUAVTIKA, AUTA N avVOTTTUIaKN TTPOOEyyIon
KaTEXEI ORUEPQ EEExOUTT BETT OTA AVOAUTIKG TTPOYPAMMOTO,

2TIG PEPEG PG TTAPATNPEITAI N TTPOWBNCN Kal N €QaPUOY aVOAUTIKWY TTPOYPAUUaTWY Ta
OTIOI0 JEYIOTOTTOIOUV TNV ETTITUXIO Twv OAiywv Kal EAAXICTOTTOIOUV TIG EUKAIPIES/TTIBOVOTNTEG
emTUXiag Twv TTOAWV. YTTIO autA TNV évvoia Ta TTPOBARKOTA TWV aKadNUAiKWY TTPOYPAUUATWY
Oev eival Béua KataAANASTNTAG A N, aAAG Bépa TTpoTepaidTnTac®. AnAadr, n «akadnuaikh»
TOug QUGN (Tou avaAuTIKoU TTPOYPAUHATOG) QIATPAPETAI TTPOG TO KATW Kal EEXwpIilel wg €va
aTo Ta onuavTikeTepa {NTAKOTA TNG TTPOOXOAIKAG ekTTaideuong. Eival gavepd ot n €pgaon
OTNV TIPOCXOAIKA EKTTaIdEUCN €XEl OTTOPOKPUVOET OTTO TNV KOIVWVIKA avaTTuén Twyv maidiwv
mpog 10 {ATNEa TN diIdaokoAiag akadnuaikwy Oe€ioTTwy, wg éva OTAdI0 TTPOETOINATIOG
yia TNV akadnuaikf e§aoknon kal Ty akadnuaikr emTuxiat’. 1" autd Kal Ta TeAeuTaia Xpoévia
TIAPATNPEITAI PIO EVIATIKI] KOl CUCTNHOTIKA Opydvwon Twv aVAAUTIKWV TTPOYPAUHATWY OTa
vnmaywyeia. Kai o Adyog eivai o €¢Ag:

21V veo@IAeAeUBEPN TTpayUaTIKATNTO TOU CAPEPD TO KPATog Oev TTPORANAETOI aTTapaitnTa
WG 0 KUPIOG apuadiog yia To dTouo, aAAd To id10 To dTopo oeilel va avahdpel Tnv eubuvn yia
N OIKA Tou {wN, péoa atéd ouveldnTég emIAOYES Kal SpaaTnEIGTNTEG®. AnAadh, To TTaIdi KaAeTal
va dladpaparidel 1o ido evepyd pdAo aTn diaxeipion Tou gautol Tou. Na avaAapBdvel 1o idio
TNV €uBUVN yia TIG DIKEG TOU EVEPYEIEG KAl TA PiOKa Tou, va KAVEl TO iI0 TIG ETTIAOYEG TOU, WG
EVNUEPWHEVOG EUENIKTOG Kal EAEUBEPOG KATAVAAWTIG Kal TIAVTA £TOIPO VO TIPOCOPUOZETal OTIG
avAyKEG MIOG ayopag n oTroia ouvexwg peTaBaAAeTal. Ze autd To TAaicIo e€aTtolikeuong Ta
TadId Ba TTPETTE! va agloAoyouv ToV £QUTO TOUG, VO TOV EpUNVEUOUY, va Tov TTpoBAnuaTidouy,
Oxl MOVO yIa va OTTOKTAOOUV OUYKEKPIMEVEG OEEIOTNTEG Kl IKAVATNTEG, aAAG yia va yivouv
evepyd, auTtovoua kai autodioikoupeva, Taidid ou Ba eival katdAAnAa yia 1o okotrd (fit for
purpose) o€ évav veoPIAeAEUBEPO KOGO TTOU XapakTnpileTal atmd T0 PioKo, Tov Kivduvo Kal Tnv

46 Kessler, S., (1991), 0., 0o. 185-186.

47 Kessler, S., (1991), o..

48 Deleuze, G. (1992): Postscript on the societies of control. The MIT Press, Vol. 59, |, pp.3-7.

49 O Gaitan Munoz (2010) cupTrepaivel TTWG OTIG PEPEG OGS UTTAPXE IO TIWTINET CUP@WVIa yia TNV avaBeon
NG KUpIag €uBUVNG TNG EunuEPIOG TWV TTAIBILIV OTOUG YOVEIG TOUG Kal B 0TO KPATog. Q¢ €k ToUTOU, N KATAOTAGN
gunpepiag Twv TadIWY EOPTATAI KUPIWG aTTd TNV TIONITIOTIKA, KOIVWVIKN KOl OIKOVOIKF KATAOTAON TWV YOVEWY
TOUG, UTTOVOWVTaG 6Tl Ba gival Tooo TTAoUoIa A PTwyd, 600 Kal o1 Yoveig Toug. Mapd v avayvwpion diaTagewv
yia Ta dikaiwpaTa Tou Taidioy, o€ YEVIKOUG GpOUG, Ta KPATN TTPOCTATEUOUV Ta TTaIdIA avETTapKwg, dnAadr) dx1 T6G0
IKOVOTTOINTIKG 600 Kail 6TTwG Ba £mpeTTe. H £1kGva TG KoIVwViag yia Ta TTaidid, wg EEaPTWHEVA PEAN TWV OIKOYEVEIWV
TOUG, divel EUPaaN O EKEIVO TO €I00G TWV ATTOPATEWY ) TIPOTIUACEWY TIOU €XOUV TTPOTEPAIOTNTA Of EVAAIKEG Kal
ox1 Ta TTaIdIq.

50 Kascak, O., Pupala, (2013): Buttonig up the gold collar- the child in neoliberal visions of early education and
care. Human Affairs, 23(1), 0.320.

51 Dahlberg, G. (2009): Policies in early childhood education and care: potentialities for agency, play and learn-
ing. In: The Palgrave Handbook of childhood studies, Jens Qvortrup, William A. Corsaro, and Michael-Sebastian
Honig (pp. 228-237)
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ampoBAswIndTNTO.

«To mraudi (orjuepa) popder (kabnuepiva) 1o xpuad TepiAaiuio Tou epyalouévou TS yvwong.
Kai og avriBean pe 1o maidi Tou mapeABévrog, eivar puAakiouévo ae éva OikTuo avamTuélakwy
TTPOYPAUUATWY, UE TTIVAKES Kal KATaAOyoug TTou Karaypdgouv TIC eAAEIWEIS IkavothTwy. To
«utrép-aidi» eivar éva mraidi ou gival yeudro duvarornTeg, ETOIUO yIa TIS VEES TTPOKANOEIS TTOU
Bpiokovrai umpoaTd Tou, 1000 TNV EKTTAIOEUCN 600 Kai aTn aTadlodpouia Tou. To «UTTEP-TTaidi»
eivar éva ov avraywvioTikG, aTOUIKIOTIKO, IKave va utrepPBaivel Tov €autd Tou, va ayarmd 1oug
KIvOUvou¢ Kai TIS TTPOKARTEIS. To umrép-raidi eival eopuévwe ia UTTOaXETN TwV (avBpwTwv)
Epyadouévwy NS OIKOVOWIag TNG yvwang mou avauéveral va Ep0eim™.

Ouwg autdg, o veoPIAeAeUBePOG AOYOG, N eAeuBepia ) To Kabrikov Tou va gioal eAeUBePOG,
ouvemayeTal pia TepdoTia euBuvn yia K&Be Traidi Kau PTTopei va 0dnynoel o AAAEG POPPEG
KQVOVIKOTNTAG Kal TrepIBwploTroinang®!.

AuTé Ox1 HOvo TrepIopiel TO XpOvo Twy TTaIdIWY va TIaifouv Kal va Xapouv T {wr, aAAd Ta
avaykddel va Biwvouv tn {wh wg Triean yia amdédoaon kai pdénaon, amd v otoia Trieon dev
pTopoUv va gepuyouv. Auth n Triean TTOAEG QOPEG £XEl apVNTIKEG EMIOPACEIG OTNV WUXIKN
TOUG I00PPOTTIa, TTOU UTTOPET VO EKONAWBED WE TN Pop@r) «GUCKOAIWVY OTN GUUTTEPIPOPA TOUG,
OTTWG pE TO BuUNO, TNV OpyR, TNV EAVTANGN, TN OTEVOXWPIO K.ATT. ZuyXpovwg, YiveTal gavepod
o1 N TaIdIKr nAKia, wg 1IB10iITEPOG XPOVOG avaTTTugnG, n oTroia TTpooeyyileTal WG PIa TUTTIKA
OUYKEKPIPEVN “EAcipn™?, ouvexwg Treplopiletal Kal oxedov €xel ekAeiwel. Anhadr, n {wr Twv
TSIV XAPOKTNPICETal atTd TTEPIOPIoPOUG dpaaTnpIoTATwWY Tou Ba Ta odnyoucav GTnV
QTIOKTNON KOIVWVIKWY EUTTEIPILOV, GTNV KATOXN MIOG 0TaBepAg auvaiobnuatikig Baong, otn
duvardtnTa va amo@aaifouv péva Toug Kal va doKIPaouv TIG SIKEG Toug 16EEG, £TTIBUNIES Kal
aTroweIg.

ZUppwva pe Tnv ékBeon LAlliance for Childhood™, «ra maidia omv Augpikry damavouv
MEPIOTOTEPO XPOVo yia Tn didaokadia Tou aApafnriouol, Twv UabnuaTikwy Kai Twv TEoT
aéioAdynong mapd otn uaénan péoa amé o maiyvidl, T eEEpeUvNan, Thv AOKNON TOU OWHATOS
TOUS KaI TNV aéloTroinon Tn¢ gavraagiag Tous. .. Tautdxpova e Thv auénon TS akadnuaikng meang
ora maidid, péoa amé akardAAnAa emireda mPoadoKIWY, Exouus Katapépel va utrofiBacouueE To
TTPWTAPXIKG EpyaAsio Twv raidiwy yia T dlaxeipion Tou dyxous dnAad), 1o eAcUBepa emAsyuévo
maiyvidl, Tou kaBodnyeirai arrd 1o idio 1o aidi Kai Bacierar oTa OIKG ToU KivTean®®. AnAadr, T0
TIaIKVvidl £X€I EKTOTTIOTE OTTO TN JovodIAaTaTn/ovOTTAEUpn 0Tiaon oTn SIBA0KAAIa aKadNUAiKWY
OeCIOTATWY PEOW TNG PETWTTIKAG DIBACKOAIDG.

QoT1é00 amd 600 gupBaivouv orjuePa, OXETIKA e TNV TTAIBIKN NAIKia, QaiveTal va avadeikvUeTal
M0 OXETIKA GUYKAION PETAEU TwV TIPOCOOKIWY TWV YOVEWV KAl TWV BEWPNTIKWY TTPOCEYYIoEWV
yia v avamTuén Tou TTaidiod oANG kai TG Bropnxaviag Traixvidiwy, TTou utroaTnpifouv TNV
€IKOVO TOU «UTTEP-TTaISIOU», N oTToia €ival guvOedEUEVN E TNV AVTAYWVIOTIKOTNTO Kal TNV
ETTIKEIPNUATIKOTNTOL

52 Moran-Elis, J., (2013): Kinder als soziale Akteure: Agency und soziale Kompetenz Soziologische Reflek-
tionen zur Fruehen Kindheit, Neue praxis.

53 Mavradng, Z.,H maidaywyikr epyacia oto Nnmaywyeio, ABrva, 2002, 6.46 Kk.€.

54 Miller & Almon, 2009, p. 15, cited in: Nicolopoulou, 2010

55 O Stuart Brown (the serious need of play) umooTnpilel TTwg 0 TEPIOPIOUES Tou €AeUBEpOU TTaIXVIDIOU
uTTOpEi VO 0dNyAOEI O€ PIa Yevid ayXwdn, SUGTUXIOUEVN Kal KOIVWVIKG aTTPOCAPPOCTH, a®oU OTTwG UTTooTnpidel,
n uaTépnon Tou TraixvidioU aTnv TTaISIKA NAKia SIaTapaaoel TNV KAVOVIKr (VOPUOA) KOIVWVIKH, GUVaIgnuaTK Kal
VONTIKA avAaTTugn Tou avBpwrou.

56 Kascak O., Pupala B., 0.11., 0.325
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O1 ammoweig Kai o1 1I0€eG QUTEG TOU «UTTEP-TTAIBIOU», TOU «UTTEP — ETTIXEIPNUATIKOU TTaIBIoU»
éxouv ui0BetnBei kal cugnTouvTal TTAEOV Kal € GTPATNYIKE £yypapa EKTTAIBEUTIKAG TTOAITIKAG (YIa
mapaderypa NG Eupwaikig OikovopikAg kai Koivwvikig EmTpotrig), dnAadr n ekmaideuon
va dwael TAéov éupacn aTo poAo Tou EBvikou kai AieBvolg Avtaywviapou kai otnv OiKovopia
NG MNvong. Kai n 16€a Tou «UTTép — ETTIXEIPNUOTIKOU TTaudIou» apyicel otadiakd va kaBiepwveTal
KUpiwg aTnV TIPooXOAIKN kal axoAIkr ektraideuon®. Eival xapaktnpioTiko 10 TTapddelypa TTou
ava@épouv ol Kascak kai Pupala (2013) Tou keiyévou tng Eupwraikrg ‘Evwong «Early Child-
hood Education and Care: Providing all our children with the best start for the world of tomor-
row» (2011) oTo otroio katadeikvUeTal OTI N TIPOGXOAIKT| Aywyr| KOl EKTTAIOEUTN ETTIKEVTPWVETAI
PGS TN dnuIoupyYia eVOC TTI0 KaTapTiouévou EpyaTtikou duvauikoU Ikavou va auufdrer kai va
TPOCQPLOCTEl aTNV TEXVOAOYIKN arayr 6mrwe éxel opiaTei otnv ATCévia yia vées OEEIOTNTES Kai
EPYAOiES.

Qg avTidpaon o€ authv TV katdoTaon, otn MeydAn Bpetavia 1o 2006 €otdhel pia avoixth
emaToA atnv epnuepida Daily Telegraph, utoyeypaupévn amé 110 €181koug, PETal autwv
okadnuaikol, EKTTaIBEUTIKOT, PuxoAdyol, cuyypageic Traidikwv BIBAiwv, KaAWvTag TNV KUBépvnaon
va dpdoel kai va TTpoAdBel Tov BavaTo Tng TTaIdIKAG NAIKiag. 210 dpBpo TTou dnuociedTnKe oTnV
epnuepida pe Tov TiTAO «H TTPOXEIPN KOUATOUPQ dnAnTnpiddel Ta TTaudid Yag» utroaTrpi{av
TTWG €va aTTEIANTIKG KOKTEIN UTTEP-QVTOYWVIOTIKAG EKTTAIOEUONG 0€ GUVOUAOUS WE TO TTPOXEIPO
@aynTO, TO HAPKETIVYK TNG TIAIBIKAG NAIKIAG, KOl TNG NAEKTPOVIKAG Wuxaywyiag dnAntnpiddel Tnv
maudik nAikia. H Sue Palmer pia ek Twv ouyypa@éwv NG €MOTOANG, d1EuBUvVTpIa OxoAEiou
pvnuoveuae Tnv épguva Tou Kabnyntr) Michael Shayer n otmoia amokdAuTITe 0TI OI ONUEPIVOI
11/xpovol TToU GUPETEIXAV O€ YWWOTIKA TEAT Bpédnkav -katd uéao 6po- dUo N kai Tpia xpdvia
Tiow oo 10 £TTiTEdO TwV 11/xpovwy TTou gixav agiohoynBei Tpiv até 15 xpovia.

A6 épeuveg Twv Hvwpévwy EBvWv TpokUTTTE 6T OrjuEQT éva OTA TIEVTE TTAIBIA UTTOQEPE OTTO
KGTTolag Hop@nrig wuxohoyikr diatapaxn®. Evu n katdypnon ouciwy, oI aUTOTPAUUATIGHOI Kal Ta
TIEPIOTATIKA QUTOKTOVIWV gival auvnBiopéva @aivopeva. MoAAG TTaidid oTig Hvwpéveg MoNiTeieg
Traipvouv @Appaka® yia va aAagouv Tn GUUTTEQIPOPG Kal Tn DIGBETT) TOUG Kal UTTGPXOUV
OIKOYEVEIEG TTOU XPNCIUOTTIOIOUV WUXOTPOTTIKG QAPUOKG WG PEDO YIa TNV aywyA Twv TaIdilv
T0UGg*®.0 Sir Ken Robinson (2011) a1o BiBAio Tou «Out of our minds: learning to be creative»
avaQépETal TNV eupeia SIAYVWan Kal ouvTayoypaenon WUXoQapUAKWY YIO TNV QVTILETWTTION
NG GAVTOOTIKAG/TTAAOUATIKAG GUYXPOVNG ETTIBNMIOG TOU CUVOPALOU EAAEINATIKAG TTPOCOXNG.
Kara tov Robinson, Aa autd ta EavTAnTIKG TTPOYPAUUATA KAl OF QOPUOKEUTIKEG aywyEG OV
EMTUYXAVOUV VO SIaUOPPWOOUV Ui vEA YEVIA HE IDI0ITEPA EEXWPIOTA — XAPOKTNPIOTIKA OTTWG
emOBupoUV o1 yoveig, oI GvBpwTTol TG ayopdg Kal TG OIKOVOUIaG.

4. Tupmépaoua

H rapouciaan amrowewv (QINOTOPIKWY, WUXOAOYIKWY, TIAIDAYWYIKWY), OXETIKE UE TO OUYXPOVO
povTéAO dlapdpewang NG TTaIdIKAG NAIKIOG AAAG Kail TNG ETTIKAIPNG OUZATNONG VIO TO PAIVOPEVO
TOU aKadnuaiopoU, 8ev £xel WG OTOX0 va aglohoynael «BeTIkd» /| «apvnTIKA» TN onuacia Twv
gPELVNTIKWY dedOEVWY Kal TOU BIGAGYOU TTOU YiVETal yia TNV TTPOOXOAIKY ekTTaideuon. Epeig

57 Honore, C., 6.T.
58 ADHD / Attention deficit hyperactivity disorder / ZUvdpopo EAEINPATIKAG TTPOCOKI|G, UTTEPKIVATIKOTNTA
59 Honore C., 6..
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emOIWKOUPE va avadeifoupe AT N oulATNON yia TNV TTPOOXOAIKN EKTTAIdEUTN KUpIapyEiTal aTTd
évav didAoyo katd Bacn BepeNwPEVO OTNV ETTIOTAUN TNG AVATITUEIOKAG WuxoAoyiag Kal aUP@wva
pe Toug Dahlberg and Moss (2005) autdg o S1Aoyog TTapouGIAZeTal w¢ KATI TO GUAIKO Kal TO
QvOTTOQEUKTO, -€TTEIDN) TMIOTEUETAI OTI TIPOCPEPE! £va KABEOTWS aARBEIOG yIo TNV TTPOGXOAIKN
aywyr-, we €va €idog Texvohoyiag yia Tn diac@dalion TnG KOIVWVIKAG pUBIong (regulation) kai
OIKOVOIKAG ETTITUXIAG, OTNV OTToia TO Ve Traudi dopeital wg AUTPWTIKGG TTapdyovTag (redemp-
tive agent) o omoiog utTopei va TTpoypappaTioTel Kal va yivel n yeAAovTIKR AUon yia Ta TpéxovTa
TpoBAAuara.

Emriong n emmikAnon yia epioadtepn yvwaon BepeAitoveral o€ £va vEo BewpnTiKS - KAVOVIOTIKG
TACicI0, TO OTT0i0 TEPIAUPBAVEI UIO OTOMIKIOTIKA Kal avTaywvioTIKA opoAoyia -evidg Twv
KOTNYOPIWVY TNG KAIVOTOWIOG Kal TNG dNUIOUPYIKOTNTAG-, KAl TTPORAAAETAI PE TOV iDI0 TPOTTO TTOU
XPNOIUOTIOIEITAI OTOV ETTIXEIPNMOTIKO KOO0 Twv VEOPIAEAEUBepWY evvoiwv. Ta TTpowBolueva
TIPOYPAUMOTO aKadNWAIKAG ETTITUXIAG YivOVTal ATTOSEKTA ATT YOVEIG KOl EKTTAIEUTIKOUG, ETTEIDN
Oéxovtal TV dmown Ol Ye Ta TTpoypdupaTa autd Ta Taidid Toug Ba £Xouv KOAUTEPEG EUKAIPIES.
‘Exouv dpwg kaAlTepeg eukaipieg; O Esch®® utrooTnpiel 611 0 utrepTOVIONSS TNG YVWONG eival évag
KivOuvog Tov 0TT0i0 dev TTPETTEN KAVEIG va ayvoei. Ta TTpoypappata akadnuaikAg emTuyiog gival
duvatov va TETOoUV akdun Kal va KaTaTvi€ouv, Tn xapd, Tn d1aBeon kai Tnv aydrn yia uabnon.
AnAadn n ouvexifdpevn €¢aptnon amd Tnv TTaIdIKA avamTuglakA yvwaon eyEipel avnouxies . . .
Idi0itepa n €aTiaon TNG TONITIKAG yia Tnv “aglotmoinon” Tng TTPOaXOANIKAG EKTTAIdEUONG WG PETO
yia va dIao@aNoTEl N OUVEXNG EKTTAISEUTIKN ETTITUXIO TwV TTAISILVE!, N KOIVWVIKF oTaBepdTNTA
KQI N OIKOVORIKT| avaTTTugn.

Eivan dpwg yeyovag 61 n emaoTAun Kai n exvoloyia aAAalouv To TrepIBEAAoV e éva puBud TTou
Oev €xel TTponyouUpEvo, atmd TNV GAAN yvwpidoupe, 6Tl ival TToAD dUokoAo va TTPoBAEWE! KaVEig
10 PéNOV, eCaiTiag Twv eKTETANEVWY aAAaywy TTou cupBaivouv KaBnuepivd otnv Traykéouia
TONITIK) OKNvA, TNV OIKOVOWia, GTnv TEXVOAOYIa OTIG KOIVWVIKEG Kal TTONTIOTIKEG €EENIEEIC.
Opwg yiaTi Tpétrel va utrepTovi(oupe JOvo TNV avaTTTuén Kai TIG PEAAOVTIKEG TTPOOTITIKEG KAl Val
ayvooUpe TNV KaBnuepivr {wn Twv TaIdIwV;

Kard v amown pag, 1a {nTAPaTa Tou OXETICoVTaI JE TNV EKTTAI®EUOn Twy vNTTiwY €ival
TepiTThoka kail TroAueTTiTTeda. Aev UTTAPYEl AoITTOV Wia kail povadikfy ouvtayn yia TNV aywyn Kai
ektraideuon Twv Tadiwv.To Traudi £xel To diKaiwpa va {Aoel Ty KEBe aTiypr| TNG avATTTUEKG ToU,
yiava yivel eutuxIouévo®2. QoTdo0 eKEiVo TTOU aTTaiTeital gival n avaBewpnan Tou T onuaivel Traidi
Ka T VAAIKAG, DIOTI «OeV UTTAPXE! LIa aapn¢ OIaXwpPICTIKN ypauun LeTaél Twv apuodIoTATwWY Twv
evnAikwv kai Twv ikavorAtwy Tou maidiod. Or diakpioeis ueraél eviAika kai maidiou Exouv yivel
BoAéc e v upavian Tou «utrép-mraidioUy, éva Taidi TTou UTTopéEi va utrepBaivel TiS avamTuéiakés
Tou OuvarérnTec»®. Mpétel Aoimov va Bpebei évag TpOTTOG va GUPEINWBOUV PETAgU Toug auTd
10 U0 OTOV €IKOOTO TTPWTO alwva®, AnAadh n TTPOOXOAIKY ekTTaideuan o@eilel AoImmév aTmod
EYWKEVTPIKA VA YiVEl TIEPICOOTEPO OTOXACTIKY, TIEPICOATEPO TIPOOBEUTIKY. Epeig o1 evAAIkeG dev
pTTopoUpE va aTepoUE To diIKaiwpa Tou TTaudiou va gival TTaudi, éva Sikaiwua Tou To SIEKBIKOUUE
Kal EUEIC o1 idiol.

60 Esch, K., Falsh programmiert fuer die Schule, in: Kindergarten heute, 1(1978).
61 Isenberg, 2000, 0. 35-36.

62 Honore, C., 6.1, 2010, 0.418 ka1 MavtalAg, ., 6.1., 2002, 0.47 K.€.

63 Kasca, O., Pupala,B. (2013), o.m., 320.

64 Honore C., 0.11. 0. 38 k.£.
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Abstract:

Participatory evaluation is presented as a social and educative methodological strategy that
privileges knowledge and experience of the people from each community where these process-
es are implemented, a strategy that aims to evaluate the programs but also generate shared
learning, to stimulate people and groups and enable the structuring and transformation of the
territory. Participatory evaluation combines the expertise in evaluation of the community techni-
cians with the knowledge of community members about their own lives and circumstances.

Will be introduced the guiding principles of this strategy, its methodological and models cur-
rently available.

Keywords

Participatory evaluation, evaluation of socio-educational programs, community action, com-
munity development, participation.

“The assessment should be the common work of all those involved in an action, and should
be accessible to all’. Ricardo Zuniga

1. Introduction

In recent decades in western societies are being implemented proximity policies for the man-
agement of public resources, which enhance models that emphasize horizontal relational struc-
tures rather than normative and hierarchical models (Herrera & Caston, 2003).

1 This article has been conducted under the research project “Participatory evaluation of Community activi-
ties as learning methodology for personal and community empowerment” (EDU2010-15122/Subprograma EDUC)
funded by the Ministry of Science and Innovation. PI: Dr. Xavier Ucar Martinez.

2 Social educator and pedagogue, Master in education research, Member of the Iberoamerican Society of
Social Pedagogy (SIPS) and the research group “Group policy analysis education and training (GAPEF-GIPE)”
Currently elaborates his doctoral thesis on participatory assessment and community action.

Contact: Department of Systematic Social Pedagogy, Edifici G-6 - Campus UAB, 08193 Bellaterra (Cerdanyola
del Valles) Barcelona, E-mail: HectorDavid.Nunez @ uab.cat, http://uab.academia.edu/H%C3%A9ctorN%C3%B
A%C3%B1ez

3 Doctor of Pedagogy. President of the Iberoamerican Society of Social Pedagogy (SIPS) and member of the
research group “Group policy analysis education and training (GAPEF-GIPE)” Some of his recent publications: “10
key ideas: Community action (2009)”, http://uab.academia.edu/XavierUcar
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Participatory Evaluation practices (PE) appear in this framework as a strategy to involve citi-
zens in public affairs and stimulate their responsibility; a strategy which intentionally seeks to
empower the community (Ucar, 2010). This article aims to realize a theoretical approximation to
the evaluation approaches based on participation, from the identification and analysis of main
models. Some of the research questions that guide our work are: Is it possible to articulate the
educational work in communities from the theoretical and methodological principles of participa-
tory evaluation? What potential benefits can occur from community work if it is organized from
the theoretical and methodological principles of participatory evaluation? The present paper is
organized into three main sections that correspond to the objectives of this work. What we seek
is to know about the next elements:

a) Models of Participation-based evaluation that are applied into the community action: par-
ticipatory evaluation and empowerment evaluation.

b) Guiding principles of assessment models based on participation.

¢) Methodological elements to be applied as a strategy for the social and educational work in
the community framework.

2. Research Methodology

In order to develop this work, a systematic search in the scientific literature was realized. The
followed steps, were:

a) Literature search focused between the years 2000 and 2011. In this first decade of the
century there is the highest scientific production related to participatory evaluation models.

b) Descriptors used in the search: Participatory Evaluation; empowerment evaluation; trans-
formative evaluation, capacity-building community, community action, community-based partici-
patory research.

¢) Consulted Databases: ERIC (EBSCO), ERIC (United States Department of Education), ISI
Web of Knowledge, ISOC-Humanities and Social Sciences (CSIC); JSTOR.

d) Consulted scientific journals specialized in evaluation and community action: American
Journal of Evaluation (7)*, Community Development Journal (6), Evaluation and Program Plan-
ning (5), Evaluation (1), Journal of Prevention & Intervention in the Community (1), Evaluation
Review (1), Journal of Community Practice (1), Hispanic Journal of Behavioral Science (1),
Children, Youth and Environments (1), Occupational Therapy Journal of Research (1).

e) Selection and preliminary analysis complemented with information from associations,
corporations, organizations, institutions and research centres related to our object of study,
obtained also from Internet searches. The analysis confirms the increased presence of these
assessment practices in Anglo-Saxon countries. Some of the sites visited were, among others,
the following: American Evaluation Association, Institute of Development Studies, Federation for
Community Development Learning, Active Citizenship Foundation-FONDACA; The Community
Tool Box, Yorkshire & Humberside Empowerment Partnership, Center for Capacity Building on
Minorities with Disabilities Research, Central American Evaluation Association; Blog Empower-
ment Evaluation (led by Dr. Fetterman)

4 The number indicates the articles analyzed for each of the magazines
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3. The participatory evaluation (PE)

Cousins (2003) considers that the PE is a new approach in which people trained in evalu-
ation methods implement evaluation activities with other people that are not trained in these
practices. The goal is that experts and non-experts participate together in these necessary
activities to generate a shared evaluative knowledge about the actions and projects in which
they participate or for the results of which may be affected. For a correct definition of the PE it
is important to understand the difference between “evaluation of participation” and “participatory
evaluation” (Newman, 2008). One can develop assessment practices that involve people (e.g.
as informants) but this does not mean that this is PE.

In this article we will focus on analysing only the PE practices developed in the community
framework.

3.1. Participatory Evaluation Models

The development of PE practices at community level is based on theoretical approaches from
various fields such as community psychology, (Sanchez, 1996, 2007, Suarez-Balcazar, 2005;
Musitu & Buelga, 2004), the socio-political contributions (Marti, 2005; Jorba et al. 2007) or edu-
cational intervention (Kagan, 2003; Bowers, 2004; Atkinson et al. 2005).

Cousins (2005) observes that there is considerable confusion in the literature about the con-
ceptualization of different evaluation models based on participation. The next assessment mod-
els are highlighted as the principle ones: a) Participatory (Brisolara, 1998, Cousins & Whitmore,
1998; Smits & Champagne, 2008), b) Empowering (Fetterman, 2001; Fetterman & Wanders-
man, 2005, 2007).

The different approaches about the evaluation based on participation share common ele-
ments. Plottu & Plottu (2009) consider that this evaluation strategy allows giving a voice to
weaker groups in the community, to express their point of views, solve conflicts and build a
shared point of view. Smits & Champagne (2008) consider that these models are based on the
interactive production of data among the various actors involved. They note that participation
must occur at all stages of the process, from the initial diagnosis and assessment to dissemina-
tion and presentation of findings. Bowers believes that the primary goal of these practices is that
“people learn from their own experiences and share it with others” (2004, p. 276).

Participatory Evaluation models are organized from two major trends (Cousins & Whitmore,
1998):

* Practical Participatory Evaluation

* Transformative Participatory Evaluation

The Practical Participatory Evaluation (P-PE) is directly related to the creation of shared
knowledge in the framework of a particular project or program. Decisions made over the same
issue have to be agreed by the largest possible number of people, through participatory prin-
ciples focussed on specific problem solving. Smits & Champagne (2008) observed in this trend
a concrete and specific utility in the project that is being evaluated, where a greater number of
participants in the diagnosis and decision-making can ensure the achievement of more reliable
and representative results. Cousins (2001) points out that it is used when there is a reason-
able consensus about the topics treated. This model is characterized by the searching of the
diversity of the people involved and the roles they play in the process but, unlike assessment
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models for transformation, this ones bind participatory development to study evaluated program
results, without necessarily seek substantial changes in its social framework. Cousins & Whit-
more (1998) note that the power of decision making in the evaluation process is accepted and
shared among evaluators and technicians.

The Transformative-Participatory Evaluation (T-PE) is being increasingly used in recent years
for the development cooperation agendas or entities and local agencies to face the current prob-
lems, based on consultation of the people and the extension of participatory democracy. The
T-PE is being understood as an evaluation strategy that seeks social transformation, through
the involvement of participants in projects and programs that develop in their areas.

In recent decades, the concept of “empowerment” and its use in the field of evaluation under
“empowerment evaluation” emerged strongly (Fetterman, 2001, 2003; Wandersman & Snell-
Johns, 2005; Fetterman & Wandersman, 2007; Smith, 2007). Empowering Evaluation (EE) has
its origins in groups of individuals or groups that have suffered oppression and disadvantages
and even have tried, through their teaching, getting their emancipation, fighting for civil rights
and dignify their situation. The main aim of EE is to generate learning in individuals and/or in
groups to help them acquire resources for self-determination in all matters that concern them.

3.2. Guiding principles of participatory evaluation practices

Guiding principles are understood as theoretical and conceptual characteristics shared by
all PE models analysed. These are principles to follow for the implementation of PE practices.
These principles are:

a) The PE is an assessment without predetermined targets (by instance outside the com-
munity)

Laperriérre & Zufiiga (2007) affirm that the PE is an assessment without prior objectives,
which spouses to work in an assessment that does not try to verify any final objective pre-estab-
lished, generally established by the program administrators. In PE the designing of the objec-
tives arises from the contributions and real needs expressed by the population, as the program
must respond to them. Wandersman & Snell-Johns (2005) argue that the community has the
right to make decisions about actions that affect their lives. This means that people exercise
their legitimate authority of decision making in the assessment process. For these authors the
ownership and control of the evaluation is in the hands of the community.

If is the community, together with evaluation-experts, who decide the objectives of the as-
sessment that should be pursued, the same occur with the elements that will be evaluated in
a participatory way. What will be evaluated is, either a situation, or an activity, or a Community
program, or a project should also be designed and built by the citizens. The result should be
discussed and agreed between the largest possible number of people in the community (Mor-
rissey, 2000), including government through politicians and technicians.

b) The PE creates a sense of responsibility to the community

Mathison (2001) believes that PE practices should establish a framework for dialogue and
discussion between all parties involved, attending and promoting the participation of those who
may have been marginalized in previous community programs or actions. The challenge, ac-
cording Zuniga “is not to control the actors: is make them responsible participants” (2000, p.
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215). It's about creating a sense of responsibility to the community derived from the implica-
tion of different actors in the evaluation of those programs whose development or results may
matter them. Successful practices require recognition of the capacity of all community workers
involved in providing contributions. The contributions of the scientific and professional commu-
nity technicians should not become the only legitimate knowledge, relegating to the background
knowledge of the citizens. This is a communication privilege where “everyone is an expert in
many areas and aspects of everyday life” (Marti, 2005, p. 35).

The relations between the actors involved are, in this sense, an essential element in the PE.
Llena, Parcerisa & Ucar (2009) emphasize the importance of communication in community
processes and add that only an appropriate technical management, accompanied by attitudes
opened to dialogue by the agents involved can enable the success of these practices, which is
characterized as “community empowerment.”

¢) The PE is the active participation of the people involved in projects to evaluate

The PE is a change of paradigm in the role of the social partners involved. An approach
in which the population -users of a service or equipment- is a passive target and aim of the
intervention, is passed to another that is considered an as an active and responsible actor in
building the knowledge derived from the evaluation of programs and projects. Zuniga believes
“an assessment cannot ignore or marginalize anyone involved or affected by an action.” (2000,
p. 214). PE practices are conceived as a continuum among the different participants and have a
high socio-political impact-component. The objective is to have people from the community and
technicians responsible of the programs, encouraging actions and commitments that avoid the
punctual collaboration and consultation. Morrisey (2000) presents a set of indicators that en-
ables PE assessing the level of participation of the population. One of the indicators included in
the proposal is to measure the presence of different participants in the design of the evaluation
and decision-making on each of its stages. The greater the diversity of participants in the PE,
more participatory can be considered. Daigneault & Jacob (2009) define the people involved
(stakeholders) in the program or project being evaluated:

* Policymakers

* Implementers, among which would be the technical staff of the programs

+ People beneficiary of services and projects

« Civil society and citizenship

d) In the PE the evaluator is a facilitator of the evaluation process

The evaluators are professional agents who accompany citizens in leadership, management
and development of community assessment processes. Aubel indicates that “in the participatory
process for program evaluation, an assessment coordinator, usually external to the program or
organization, works in partnership with the participants of the program in all phases of the evalu-
ation process.” (2008, p. 14). The evaluator has to create opportunities for dialogue and debate
throughout the evaluation process, especially in the initial stages, as at this early stages should
be defined what is to be evaluated. The evaluator facilitates negotiation processes of evaluation,
what makes the evaluation a place of collective building of meanings and consensual actions.
(Zufiga, 2000).

As suggested by some authors “members of the community are not a dependent variable of
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professionals and technicians” (Llena, Parcerisa & Ucar, 2009, p. 106) and community action
that emerges from these exchange processes, shows several ways of conform, integrate and
live in it. In this framework, the evaluator can conceive the role of the mediator, as the one who
“helps to compare values and needs that can be divergent and conflicting.” (Jorba et al. 2007,
p. 13).

Fetterman (2001, 2003) discusses the role of external evaluators. External evaluators support
the PE’s work in assessment but, in this scenario, it is essential the consultation with financiers,
managers and program participants. This advocates for the elimination hierarchies and roles by
encouraging the evaluation practice, whereas customers and evaluators will work as partners
with a shared vision of tasks to be developed. The role of agents is more a collaborator and
facilitator rather than expert assessor, external and distant with no especial interest in the future
of the testing program.

e) The PE enables learning processes and individual and group learning

Vargas (1991) conceived PE as a learning process. Several authors include pre-training or
continuously as a guiding principle of the proposed PE practices (Titterton & Smart, 2008; Ucar,
Segarra & More, 2008, Jacob et al. 2011). These collective learning are the result of negotia-
tions produced under the PE process. Cornwall (2008) believes that this set of interactions is it-
self a participatory learning process, where local groups take control over their own decisions.

From the authors’ point of view, the pedagogical dimension is crucial in any process of PE.
While members of a community may possess skills and participatory skills-or-previous evalua-
tors, this is usually not the case. The kind of learning that helps community members to develop
skills of participation and evaluation within local structures should be encouraged. This training
will depend on the levels of engagement/participation to be achieved in participatory evaluation
projects. Depending on the level of responsibility and involvement that each person is willing to
take, you need to perform tasks that require different levels of training and diversified learning.
The PE must grant-by-training “skills evaluator participants” (Diaz-Puente et al. 2008, p. 6). In
the organizational context, Pasteur & Blauert (2000) consider that the PE can promote orga-
nizational learning as well as self-reflection of those who are involved. It Seeks organizational
change aimed at introducing the culture of evaluation in institutions and organizations.

The guiding principles provide a conceptual theoretical framework from which start the PE
processes. The next step is to specify what can be done in communities to articulate these
principles into action, i.e. what methodological elements are pointed from the scientific literature
to design and implement the PE.

3.3. Methodological elements of participatory evaluation

Methodological elements are understood as necessary work patterns in the design, planning
and management strategy in a community EP.

Suarez-Balcazar et al. (2003) consider the development of social partnership and evaluation
planning as the firsts methodological element of the PE practices. In the initial stages of the
process elements such as trust, respect and recognition of the organizational culture of the
institutions and popular culture of the community members are key elements. This seeks to
promote a solid participation base to support the process, the recognition among stakeholders
and the consolidation of mutual support. Scarinci et al. (2009) refer to this set of actions as
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“network expansion”.

The aim is to open up the design process of assessment to the participants in the project,
through public participation (Guijt & Gaventa, 1998). This planning phase seeks the identifica-
tion of needs, demands and expectations of project participants and the technical staff, needing
for that, a clarification of roles and tasks is required.

The second methodology element is to design the evaluation based on the needs, interests
and expectations of the groups involved (Marcano, Pirela & Reyes, 2004). This is achieved by
encouraging direct participation in the different stages of the evaluation process, in the begin-
ning as well as during the predominant data collection, and the analysis and interpretation of
results. To meet the needs of the people is necessary to initiate the negotiation process with
the stakeholders (Guijt & Gaventa, 1998). This involves identifying what is to be evaluated,
when, how and in what way they will collect and analyse information, and how they will share
or disseminate the results. Also at the core of the negotiations is to agree on the construction
of the variables and evaluation indicators, the timing and terms of evaluation, etc. Fetterman &
Wandersman warn that assessment processes need to be adapted and not adopted by commu-
nities, as “uniform methodologies are unrealistic with the diversity in the communities.” (2007,
p. 187)

The third methodological element is the management of participation of the people involved
in the process of PE. Different authors have proposed different strategies to manage the par-
ticipation of all those who are involved in the evaluation. Sarraceno (1999) believes that public
participation of citizens is possible through an “ascendant approach” which supposes the pro-
motion of local actors to participate in political decision-making. Participation could be realized
through the collective representation and/or groups of interest. This methodology should help
local actors to become aware and facilitate the mobilization. They are the ones that contribute
to the development of a territorial diagnosis that facilitates negotiation among stakeholders, and
legitimizes its application. According to her, the participatory approach:

* Assists in identifying relevant actions and interests, through consultation with local groups of
interest, formed by citizens of the territory.

* Recognizes - and publicize- the differences between the resources availability in each ter-
ritory.

It seeks to ensure the broadest possible representation of groups, neighbours and partici-
pants individually and, from their subjective contributions, build consensus among them and
strengthen the social fabric. This method of representation is a strategy referenced internation-
ally, to solve the difficulty of involving intoparticipation all the people from the community. Sev-
eral authors introduce this methodological strategy in the design of their PE. Three examples
are presented below.

Checkoway & Richards-Schuster (2004); Checkoway & Gutierrez (2006), work with young
people who realize evaluative functions in the community. These authors used the term “mul-
tipliers.” The key idea is to set the assessment from a core group of people called evaluation
team composed by representatives of the different participants involved in PD —program techni-
cians, users, politicians, and financiers. This group will show a greater commitment to the roles
and responsibilities of the evaluation, which are spreading and “multiplying” the territory, to try
to cover as many people as possible.

Ucar, Segarra & Mas (2008) conducted a participatory work with young people in a local
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community of Spain. In their methodological design, they worked with natural groups of young
people established in the territory, since this strategy allows created networks be more sustain-
able over time.

Scarinci et al. (2009) leads the evaluation of health education programs in a community and
introduce the term “natural helpers”. They defined them as potential partners, because since
the beginning of the process of PE, they were already conducting community work and due
to their knowledge they can provide extensive information for reflections. This actions has as
objectives:

+ Extend the PE process throughout the community, in cooperation with the voluntary sector.

* Integrate natural groups in the community to the process of PE.

» Assume responsibilities in the evaluation based on different levels of involvement of the
participants.

The last methodological element refers to the need of methodological flexibility for the imple-
mentation of PE. Besides the introduction of new techniques and tool assessment, it is impor-
tant to take advantage of the techniques and tools designed at the beginning of PE, which can
be reformulated with the technical assistance of assessors. In both cases we have to reflect
the contributions of those involved in the design of the evaluation process and also be aware of
the environment and cultural context of the evaluated program (Suarez-Balcazar et al. 2003).
Thus, it seeks approval and internalization of protocols designed by the community. Regarding
the use of qualitative and quantitative methods, the scientific literature consulted (Fetterman &
Wandersman, 2005; Titterton & Smart, 2008; Diaz-Bridge et al. 2008, 2009; Puma et al. 2009)
proposes the use of both in PE.

Pasteur & Blauert (2000) collected a compilation of PE practices in Latin America. Referenced
projects have been evaluated in a participatory manner through techniques such as structured
interview, group discussion or the observation of participants. These authors collected other
proposals, such as “critical companheiro” to follow-up the projects, or the application of tradi-
tional assemblies in the evaluation of rural development projects in Colombia (Espinosa, 2000).
Beyond the possible methodological innovations generated in evaluations, PE integrates the
work prior to the start of each process and questions for further evaluation issues, generated
within each and every one of the stakeholders.

Jacob et al. (2011) describes a process of PE held in the context of social services care to
at-risk youth in the Canadian region of Quebec. Coinciding with the aforementioned sources,
techniques and instruments to collect information used in the evaluation process were:

+ Semi-structured interviews with key players related care programs offered by the institution:
beneficiaries of services, technical services, and funders.

* Direct observation of dynamic workshops produced in the institution.

* Questionnaire.

* Review and document analysis.

Related to empowerment evaluation, Fetterman & Wandersman (2007) consider that this
last method and the traditional ones are not mutually exclusive and can be applied together,
as long as they are consistent with the objectives of the evaluation. We do not have to confuse
flexibility in the application of techniques and instruments with the lack of planning. If flexibility
is so important for the planification is due to diversity and number of variables involved in the
process of PE.
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4. Discussion

The type of participation that is generated in the community dynamics will condition the PE
model. Specialists in public participation (Cornwall, 2008) define a variety of models of partici-
pation, with different meanings and interests.

We have contrasted the typology of interest in the participation that Cornwall presents with
our analysis of participatory assessment models. So, a style of instrumental participation focus-
es its objectives in areas such as efficiency and cost-effectiveness of the actions realized, items
related to evaluation practices defined as P-PE. Moreover, a way of transformative participation
seeks the empowerment of people through making their own decisions, explicit goal of EE mod-
els already analysed. The following table relates the terms participation and evaluation, from the
analysis of the contributions of Cousins & Whitmore (1998) and Cornwall (2008):

Participation

Evaluation Form / Typology

Model Instrumental Transformer
* Troubleshooting

P-PE e Decision Making Program
o Efficiency
e Cost-Benefit

T-PE o Self-determination

EE e Decision making people

s E mpowerment

(1998), Comnwall (2008) (compilation)

We consider that the implementation of a PE process has to observe the participative dynam-
ics generated in the community and build itself from them. Cornwall (2008) considers crucial
to know who is taking part in community projects in the same way as to know who is excluded.
Managing the representation of people and groups in the participation process generated within
the framework of the participatory evaluation must be considered as a key element.

Moreover, we understand the classification of the practices that configure the assessment
models oriented to inclusive participation, as interrelated.

Work objectives of institutions that implement participatory evaluation practices and the deci-
sions made in the early stages of these processes, will condition the model to be developed,
focussing on specific problem solving or searching transformation and community empower-
ment.

Suarez-Balcazar et al. (2003) explain the difficulty of systematizing and measuring the learn-
ing developed by people through their participation through indicators of personal and collec-
tive empowerment. Must be kept in mind these limitations when implementing participatory
evaluation processes, as the ones exemplified in the scientific literature. This is also a research
line, which can be very productive for PE field. Morrissey (2000) is a good example of citizen’s
participation indicators development in PE. Is common to have doubts about an evaluation that
involves loss of control over the program for the technicians, the questioning of their work and
the belief that evaluation is difficult and uncomfortable. This hinders any kind of innovation, as
the technical staff believes that “its initiatives are effective and beneficial to the community and
s0, the evaluation is not needed” (Suarez-Balcazar et al. 2003:10).
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5. Conclusions

The PE is an intervention strategy among others that can be realized at the community level.
We believe that the PE is an appropriate methodology of community work considered as a
strategy for individual and collective learning, because:

* It promotes the stimulation and revitalization of the structures, and cultural networks, in
general, of individuals and community groups.

* It seeks the involvement and empowerment of individuals in all matters that concern them
at the community level.

For the communities, the PE is not just — as in other assessment models- the development
of a final report. It aims to create a continuous improvement process of programs and also it
seeks to enable the agents to acquire a set of skills and competencies by their participation in
the assessment process. We stand for a PE that promotes responsible, educational and trans-
formative community actions. We agree, “A community action which seeks to create preventive
contexts or develop skills and capabilities among the actors need an educational accompani-
ment.” (Llena, Parcerisa & Ucar, 2009, p. 53).
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Abstract
Theories of childhood in the United Nations Convention on the Rights of the Child (UNCRC)

The UNCRC has been an important text since it committed all nations to ensure social and po-
litical rights for children related to their security, well-being and participation in decision making
processes. This study provides us with a qualitative and quantitative analysis of the convention
in order to explore the different theories of childhood implied and drawn upon in the 54 articles of
the convention. Quantitative content analysis of the articles showed that less references were
made to the category “participation” rather than “provision” and “protection” together, highlight-
ing children as more in need rather than as capable agents. In addition, qualitative analysis of
the articles showed that children are perceived to be in need of adult protection and that specific
preconditions such as age and maturity may restrict their participation in decision making pro-
cesses. In addition, the fact that the text mostly does not address a contextual differentiation of
childhood, it normalizes childhood under biological and age specific criteria. These findings sup-
port that discourses about children’s rights encourages specific practices in relation to children,
which may produce and reproduce dominant discourses about childhood.

1. Eicaywyn

H ZopBaon Twv Hvwpévwy EBvv yia 1o dikaiwpata Tou TTaidioU atroTéAece éva TTOAU
onuavTiké Keigevo yiami déopeuce Ta oupBalAdueEva KPATN va £Ea0@ANICOUV Ta KOIVWVIKG
Kal TIOAITIKG SIKQIWKPOTA Twy TTaIdIWY YIo acQAAEIa, EUNPEPIO KOI CUPPETOXN TOuG OTn Afyn
QaTTOQPACEWY TTOU Ta 0POPOUV. OewpriBnKe EVaTTPWTOTTOPIOKO KEIEVO AGyw BUO XapaKTNPIOTIKWY
Tou (Lansdown, 1994): TrpwTov, Trapeixe éva cuvolikd TTAaicIo TTou agopd dIKaIWUATA OXETIKA
Ox1 MOVO WeE TIG avAykeg Tou TTaidioU yia @PovTida, TTPOOTOCIN KOl ETTAPKEIG TTAPOXEG OANG Kal
OGUUMETOXN TOu TTaIBIoU OTNV €KPPaCT YVWHNG Kai 6Tn Afwn atro@doewv. AgdTepov, aTraitoloe
TNV EVEPYN ATTOPAON TWV HEAWV KPOTWV yia TNV €MKUpwOT| TNG (Ewg Tn ZupBacon auth, dev
UTTPXE OUVOETIKO DIEBVEG OPYaVO TTOU va CUVOEEI TIC UTTOXPEWOEIG TWV KPATWY OTTEVAVTI OTO
maidid). H kupwon tng ZupBaong yia 1o Aikaiwpata Tou Maidiov £yive aTnv EAANVIKR ETTIKPATEIR
pe 1o N. 2101/2-12-1992.

2KOTTOG TnNG TTapoucoag peNETNG ammoTteAei n Siepelivnon Twv SIAPOPETIKWY BEWPIWV yia TNV
TTaIBIKA NAIKIa OTTWG KATAoKEUAOVTal OTO GUYKEKPIMEVO KEIUEVO PECQ OTTO TO SIKAIWKATA TTOU
TPoBAETTOVTOI YO Ta TTaIdIA.  ZTn WEAETN TTPOBANUATOTIOIEITON TO TTEPIEXOMEVO TNG ZUuBaoNG,
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avTAwvTag atmod Tn Bewpia TN TTAIdIKAG NAIKIAg Kai TNV KPITIKA aulATNon Twv SIKAIWPATWY TWV
TdIWY. ZUYKEKPIYEVA TIBEVTAI EPEUVNTIKA EQWTAKOTA TTOU TTPOKUTITOUV atrd Tn BewpnTKA
oudntnon yia Ty TaudIkr NAIKIo Kai Ta SIKIWUOTA TwV TTIdIWV Kal YiVETaI E0TIOOUEVN TTOIOTIKN
Kol TToooTIK) avdAuan Twy 54 dpBpwv TTou avagépovTal aTo KEievo Tng ZUuBacng.

2. H mpoBAnuarotroinon tng L0pBaong Kai To EPWTAPATA THG EPEUVOG

H Bewpnmikotroinon tng maidikAg nAikiag éxel Ta TeAeutaia 20 xpoévia aTTOTEAEDE
OIEMOTNPOVIKO avTIKEIUEVO pEAETNG. H dmown 6T n maudikr nAikia atoTeAei éva QuOIKO
PAIVOUEVO au@IoRNTABNKE OTTO ETIOTAUOVEG TTOU OTTEdEICaV TTWG N TTaIdIKA NAIKia aTroTeAEi pia
KOIVWVIK) KOTOOKEUR TTOU TTACICIWVETAI O OUYKEKPIUEVA I0TOPIKA (Aries, 1962), TTONTIOMIKA
(Vygotsky, 1978) and koivwvika cuykeipeva (Quortrup et. al. 1994). O1 dIaQOPETIKEG EIKOVES
NG TTaIdIKAG NAIKIOG gival @avepEG ae TIOIKIAEG ETTIOTNOVIKEG, YUXOAOYIKEG, KOIVWVIOAOYIKEG Kal
Tadaywyikég Bswpieg (Makpuviwtn, 1997).

Ta ¢ntiuata mou Ba pag amaoyoAjoouv aTny TTapoloa PEAETN TTpoépyovTal ad Tn aUvBeon
000 BewpnTIKWVY Kal epeuvnTIKWY TAaIoiwy. To TpwTo TAicIo agopd atn culATnon Tng
TadIKAG NAIKIOG WG KOIVWVIKAG KaTtnyopiag utrd To TIpiopa TN oUyXpovng KOIVWVIOAOYIKAG
Kol avBpwtroloyikrg Bewpiag (Alanen, 1992, James, Jenks & Prout 1998). To &eUtepo
TAQicI0 agopd oTnv KPITIKA culATNoN Twv avBpWTIVWY SIKAIWUATWY YeviKE (Avdpoloou Kal
Aaokoulvn, 2009) A ag oxéon pe Tnv avaiuon Twv dpBpwv NG ZUPRAcNG yia Ta SIKAIWUATA TOU
Taudiov (Lansdown 1994, Alderson 1994, Hill & Tisdall 1997, Tomas 2007). Ta {ntjyata TTou
TIPOKUTITOUV aTT6 T MEAETN TWV U0 QUTWY BewPNTIKWYV TTAAIGIWV £0TIAJOUV KUPIAPXa OE TPEIG
agoveg 1Tou TTPOBANUATOTTIOIOUY TO TTEPIEXOMEVO TNG ZUPBAONG TWV SIKAIWUATWY Tou TTaIdIou
w¢ piag ouykekpiyévng diadikaoiog Kataokeung Tng TaidIKAG nAikiag. O1 Tpeig auToi Ggoveg
agopouv a) aTn Bewpnon TNG TTAIBIKAG NAIKIOG WG WIOG OIKOUUEVIKAG KOIVWVIKAG KATnyopiag f
WG Wia TOTTKG TTPOadIopIoUEVNG KOIVWVIKAG KaTtnyopiag, B) atn Bswpnon Tng TaidIkrg NAIKiog
WG Hiag aTTPOOTATEUTNG KOI UEIOVEKTIKAG KOIVWVIKAG KATNYOPIaG Kol KATd GUVETTEIN WG Miog
€COPTWHEVNG KOIVWVIKAG KOTNYOPIag atrd TN GPovTida Kal Twy TTpoaTadia Twv GAAwY A wg yia
I06TIUNG KOIVWVIKAG KATNYOPiag PE aaTIKA Kal TTOAITIKG SikaiwpaTa kal y) n TaidikA nAikia wg éva
01ad10 avdmTugng f wg pia autévoun eacn aTn {wr) Tou avepwTToU.

AvoAuTIKOTEPQ, O TTPWTOG Gfovag agopd oTn Bewpnon NG TAIdIKAG NAIKIAG wg piag
OMOYEVOTIOINUEVNG, TTAYKOOUIAG KOIVWVIKIG KATNYOPIAG TTOU €XEl WG KOIVO anueio auvrBwg
TNV NAKKia Kol wg Kovl dla@opd pe TIG GAAEG KOIVWVIKEG OUAdEG, Ta €IOIKA XOPOKTNPIOTIKG,
TIG YVWOEIG Kal TIg 8e€I6TNTEG TToU aTodidovTal ¢° auTrv aTrd 6o0Ug dev QVAKOUV G QUTH TNV
KOIVWVIKN katnyopia. H opoyevotroinon tng Taudikrg nAikiag Bacicetal Aoimdv o€ pia opoidtnTa
METAEU TwV PEAWV TNG CUYKEKPIMEVNG KOIVWVIKAG KATNyOpiag Kal g€ pia Koivh diagopd atméd Tig
AAAEG opadeg, TV 1IdIaITEPOTNTA TTOU KaTEXOUV Ta TTaIdId (Makpuviwtn 1997). O ouykekpIuEVOG
agovag TrpoPAnuatomoinong B€Tel To €EAG €PEUVNTIKO €PWTNMA: KATE TTOCO Ta GpBpa Tng
Z0pBaong eviaxtouv Tnv gikdva Yiag aykdopiag TTaIdIKAG NAIKIAg r) Tpoadiopidouv TV TTaIdIKN
nAiKia o€ guykekpipéva TOTTIKG TTAaiola; H avdykn yia Tnv avagopd o€ éva TTaykoopio Traidi
pTTopei va katavonBei atd Tnv avaykn SIao@AAIGNG TwV KUPIapXwV SIKAIWHPATWY TwV TTaIdIWY
yio a0QAAEIa, unuepia Kal ekTTaideuon o€ Taykdouio emiedo. Ao Tnv GAAN, n avdaykn va
uttapxel n dlagopotroinan TG TaIdIKAG NAIKiag o€ ToTKG TTAioIa yiveTal KatavonTr 6T1av
avayvwpiletal 0 pOAOG Tou TTAQITIOU TTOU UTTOPET va eTTNPedoel TN vonuatoddTNan QUTWY TwV
OIkaiwpdTwy Kail T duvardTtnta mpodomong Toug. MNa mapddeiyua, on Hill & Tisdall (1997:31),
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EMOnNuaivouv KPITIKEG TTOU €£X0UV Yivel T ZUPBaon o€ oxéan e v EAelyn diagopoTtroinang
QYOPIWV KaI KOPITOIWY OTO KEIPEVO, OV KAl OE APKETEG XWPEG Ol TIPAKTIKEG ATTEVAVTI GTO KOIVWVIKO
@UAO yvwpiloupe T evioxuouv Tn didkpion. H pn avag@opd Aoimmdv aTo ToTTIKG TTACICIO UTTOpEi
VO aQACEl TA PIKPA KOPITaIa eKTEBEIPEVA TNV TTaPAdoan TTPOWPWY YapWV ETIBERANPEVWY aTTd
TNV olkoyéveld Toug. ‘Eva GANo Trapddelyua atroTeAEl N ava@opd GTNV OIKOYEVEIQ WG TO QUOIKO
mAaioio avdamTugng Tou Taudiou, evw ¢ yiveral AGyog yia Ta Traudid Tou dpdpou A Ta acuvodeuTa
TaudId | akdUa yia TTaTPIapXIKOU TUTTOU OIKOYEVEIEG TTou atrd Tn dour Toug TTEpIopidouv Ta
dlkalwpaTa Tou TaIdIou.

‘Eva akdépa €pguvnTiKG €pWTNUA TTOU TTPOKUTITEl aTTd TOV TTPWTO Ggova TTpoBAnUaTiouol
(TaudikA nAikia o€ TTaykOGUIo — TOTTIKG €TTiTTESO) €ival av BACN OpIoUEVWY KPITNPIwY Ta Traidid
dlagopotroloUvTal JETagU Toug. TEAOG, Hag evAIa@EPEl av TIPOBAETTOVTAI K TTOU SIAPOPOTIOINCEIG
avapeoa oTa KPAtn-uéAn TG ZUPBaonG Kal o€ Tolo anEia wg TTPog Tov kKaBopIoUS Kal Tn
0100QAaAIoN TwV JIKAIWPATWY TWV TTAIBIV O TOTTIKO ETTITTEDO;

Apa, avalntouue otov Gfova TTaykOoUIo TTaIdi — TOTTIKG TTaudi TPEIG BIAQOPETIKEG TITUXEG:
Tpoadiopioud TG TaIBIKAG NAIKIOG a€ TTayKOTUIO 1) O€ TO TOTTIKG £TTiTTEDO, BIAQOPOTIOINGN TWV
TadIWV PETAEU TOUG Kal SIaQOPOTIoiNGn TWV KPATWY PETAEU TOUG WG QPOPEIG uAoTToinaNnG TNG
ZUpBaong.

H avdiuon Twv dpBpwv Tng ZupBaong TPoadidpIoe TPEIG TTEPIOXES DIKAIWUETWY (Lansdown,
1994:36):

* 70 dIKaiwpa yia TTapoxn uyeiag, extraideuang, ac@dAciag, @povTidag, TTaIxvISIoU KA. TT.

* 70 dIKaiwpa TTpooTaciag ammd SIOKPITEIG, KaKoTToinan, EKUETAAAEUaT, adikia K.A.TT. Kal

+ To Olkaiwpa ouppeToxnG Tou TaIdIOU OTnV €AEUBEPN éK@pacn yvwung Kai TN Afjyn
aTTOQPACEWV.

H Lansdown (1994) tévioe 6T oI dU0 TPWTEG KATNYOpPiEG OIKAIWHATWY avadEIKVUOUV
Kupiapxeg avamapaoTdoeig TG TaudikAg NAIKIOG wg euaioBnTng Kal aTTpOCTATEUTNG KOIVWVIKAG
KaTnyopiag kai avadeikviouv Ta SIKAIWPATA Twy TTAIdIWV TTOU TTPOKUTITOUV atmd TIG avAyKeg
TOUG. H katnyopia Twv SIKAIWUATWY TTOU OXETICOVTAI WE TN CUPMETOXA Twv TTaIdIwyV Toviel T
Olkaiwpa Toug w¢ 106TIOU TTOAITN Kai Bivel £ugacn oTo dIKaiwUa Twv TTadIWY OxI JOvo va
ek@palouv TNV ATToWn TOUG AAAG VO GUUPETEXOUV OUCIACTIKG 0T Ayn atmo@dcewy yia Béuara
TToU Ta a@opouv. [MapdAAnAa, n véa koivwviohoyia Tng TaudIKAG nAikiag avédeige Tn diagopd
QvApEDa O€ EIKOVEG TNG TTAIBIKAG NAIKIAG TTou Toviouv Tn pouavTIKY|, aBwa kal adUvaun eUon Twv
TTAIBIWV Kal O€ EIKOVEG TTOU TOVICOUV TNV IKAVOTNTA TWV TIAISIWV VA GUUHETEXOUV GTNV KOTAOKEUT
NG idiag Toug NG TTaIdIKAG NAIKiag (James, Jenks & Prout, 1998). O1 S10QOPETIKEG QUTEG EIKOVES
TOTTOBETOUV TO TIAIBIA O€ BIAPOPETIKEG BETEIG, 01 TTPWTEG OTA TTaIdIG WG TTABNTIKOUG OTTOOEKTES
TWV ETAOYWV Twv eVNAIKWY Kal €EapTnuéva atmé autolg yia TNV EUNUEPIa TOUG Kal Ol DEUTEPES
oT1a TTaIdId wg Popeic dpdang kal GUUPETOXa aTov KaBopIouo6 TG (wAG Toug. O deuTepog agovag
AotV agopd aTn Bwpnaon Twv TAIBIWY WG TTABNTIKWY OTTOOEKTWY TwV EVAAIKWY ETTIAOYWV 1
WG dTopa e 100TIA TTONITIKG SIKQIWUOTA Kal POpEwY OPAONG. Z€ OXECN WE TNV KPITIKA TTOU
€xel yivel 0To Keiyevo TNG Z0PBaONG, TO EPEUVNTIKG EPWTNUA TTOU AVOKUTITEI €ival KATA TG00 TO
Toudi opileTal WG AVTIKEIUEVO TTPOOTACIAG KAl TTAPOXAG ayabwy ) wg TTONTNG Ye avayvwpioiua
Olkaiwpata. Ti ToviCetal TEPIOCTOTEPO OTN ZUUPAGCT, Ol AVAYKES TV TTAIDIWV A N CUUUETOXN
TOUG WG 106TIPOI TTOAITEG; O TTadnTIKGG POAOG Tou TTaIdIoU o€ avTIdIATOAr pe To TraIdi WG Popéa
Opdong agopd Kal 0To EpWTNUA «TTOI0G ETTEAEEE AQUTA Tal DIKAIWPATA KAl TTOI0G gival UTTEUBUvVOg
yia Tn 8100QANIoH TOUG; ».

Emiong, éva oxemkd epeuvnTikO €pWTNUA TTOU TTPOKUTITEl ammd TOv OeUTEPO GOV
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TpoBAnuaTiopoU (n TaIdIKA NAIKIO WG PEIOVEKTIKI ) IGOTIUN KOIVWVIKF KATNyopia) €ival e TToIoug
TPOTTOUG TTPOBAETIETAI N QVTIPETWTTION TOU TTaIBIoU wg IGOTIMOU TTOAITN 1} WG dIAPOPETIKOU aTTO
GAAEG KOIVWVIKEG OUADES KAl CUYKEKPIUEVA OTTO TOUG evnAikoug; Atrodidovtal aTo TTaudi IodTIua
TONITIKE SIKaIwPaTa pe autd Twv evnAikwy Kai av 6x1, aTn Baacn Tolag Aoyikng diagopoTrolgital
N Hia KOIVWVIKT KaTnyopia atré Tnv GAAn;

O Tpitog adgovag TpoBAnuUaTIoPOU TTOU GXETICETAI UE TOV TTPONYOUHEVO gival n Katavonan Tng
TadIKAG NAIKiag wg autdvoung eaong {wng i wg atadiou avdarmTugng. O Qvortup K.a. (1994)
TOVIOE apyIKG Tnv avdykn va peAeTnBolv Ta TTaidid w¢ OvIoTNTEG OTO CAMEPQ, TTPOKEINEVOU
va avayvwpiaTolv ol OTITIKEG Kal oI SEEIOTNTEG TOUG OTO TTapGV. ATTO TV GAAN, N yVWwaTIKO-
€CeAIKTIKN) Bewpia Tou Piaget Kal oI KAGOGIKEG KOIVWVIKOTTOINTIKEG Bewpieg oav auth Tou Par-
sons TTpoadiopifouv TNV TAIBIKK NAIKIQ WG Wi KATnyopia WE OUYKEKPIUEVO XAPOKTNPIOTIKA
avadeikvuovTag Tov eMelppaTikd TG xapaktipa (Uprichard, 2007). Me autév tov TpOTIO N
TaudIKr) NAIKia ouxva cuykpivetal e TNV vAAIKN wn yia va dnAwaoel Tig dlagopég avdueoa o
QUTEG TIG KOIVWVIKEG KOTNYOPIES. ZUUQWVA PE aUTEG TIG Bewpieg, epdoov To Traidi Bewpeital
QVWPIKO Kal EUGAWTO, VOWILOTIOIEITAI N UI0BETNON TTPAKTIKWY TTOPEUBaong até Toug eVAAIKEG,
0l OTTOiEG OTOXEUOUV OTNV TTPOaTacia Twv TTaIdIWY. ME QUTEG TIG TIPOKTIKEG OuwWG, KABIEPWVETAI
Kal n €€4pTnNoN Kail 0 aTTOKAEIoNOG Twv TTaIdIWY aTrd TNV Kovwvia Twv evnAikwy (MakpuviwTn,
1997). H avdAuon tng ZopBaong améd tn Lansdown (1994) B€tel 0’ auTtd TO onueio £va Kpioiyo
epwTnUa: «kard méoo auth n aduvayia kai euaigOnaoia Twv TTaIdILY aTToTeAEl £va EUQUTO A
éva OOMIKG XapakTnpIoTIKG TNG TTaIdIKAG NAIKIAg;». YToaTtnpidel o1 n €ugaacn Tou €xel 0Bei
oTn BloAoyikA kai Wuyoloyikr) aduvapia Twv Traidiwy, dev avédeIte To yeyovdg OTI N aTrouaia
TNG OUCIACTIKAG TOUG CUPUETOXNAG OTNV KOIVWVIa WG TIOAITEG WE I00TIUA DIKaIWpaTa €ival auTto
Tou TTpokaAei auth Toug Tnv aduvapia (Lansdown, 1994: 35). To epwtnua Aoimév gival av
avayvwpi(ovTal CUYKEKPIUEVOI TTEPIOPITUOI GTN ZUUPACT WG TTPOG TNV IKAVOTNTA GUUMPETOXAG
TwV TTaIdIWY, TIEPIOPICHOI TTOU OXETICOVTal PE TNV ATTOd0CN XAPAKTNPIOTIKWY GTNV TIaIdIKK NAIKia
o€ oxéan pe Tnv eAITTA Toug avdmTugn 1 Ikavotnta. Mia TETola avayvwpion Twv TTEPIOPITUWY
Ba £deixve OTI TO iD10 TO KEIPEVO TNG ZUPBOCNG OUVTEAEI OTNV KATAOKEUN QUTAG TG aduvapiag Tng
TaBIKAG NAIKIOG Kal TIEPIOPICEI TN GUUMETOXN TWV TTAIBIWV WG I0OTIHOUG TTONITEG OTA dPWHEVa
TTIOU Ta AQOopPOUV.

3. MeBodoMoyia Tng épeuvag

Qg epeuvnTiKA PEBODOG XpnoIPOTIOIRNBNKE TOCO N TTOCOTIKA aVAAUCN TTEPIEXOUEVOU OO KAl
N TTOIOTIKA-EPUNVEUTIKA avdAuon. Katd Tnv TTo0OoTIKA avdAluon emXEIpPABNKE n PETATPOTTA
Tou TOIOTIKOU UANIKOU O€ WETPRAOIMEG povadeg. Q¢ povada Karaypa@ng XPnoIWOTIOINCAUE
v Tapdypa@o, kabwg BeAfjoape va avayvwpiooupe 1o vonua Aégewv A @pAacEwv TToU
Tapouaialoviav Yadi o€ Eva ouykekpiuévo TTAaiclo. Emeidn, duwg, otnv avaAuon TTpoékuye
TTWG KATTOIEG TTAPAYPOPOI AVAKAV OE TTEPICTOTEPEG ATTO HIA KATNYOPIES, Ol avapopES Hag gival
TTEPICOOTEPEG ATTO TIG TTOPAYPAPOUG TG ZUPBaonG. ZUuewva pe 1o BewpnTikG TTAGiCIO, Ta
EPWTANATA TNG £PEUVAG KAl TV TIPWTN AvAYVWON TOU KEIPEVOU, TTpoXwproaue oTn diadikaaia
OoXNMUOTIOUOU Twv Katnyopiwy (Movidng, 2004).

H apyikn karnyopiotroinon tpayyatomoiidnke ue Baon 1n Bewpia, dnAadh diatumrwlnkav
Ol «TTAPAYWYIKEG KATNYOPIEGH TWV OTTOIWV N AEITOUPYIKOTNTO BOKIUAOTNKE O PEPOG TOU UTTO
épeuva UAIKoU. H katnyoploTroinan Twv avagopwy yive KATw atrd 800 dIa@opETIKA TTpioguaTa:
Ta SIKAIWUATA TWV TIAIBILV KAl TIG UTTOXPEWAEIG TTOU aVOAAPBAVOUV 01 EVAAIKEG.

Ooov agopd aTa AIKAIWUATA, XPNOIMOTTOINONKE 0 dlaxwpIouds Twy GpBpwv TN Z0uBaong,
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onhadn xwpiotnkav og a) apbpa mapoxwv B) dpbpa TpooTaciag Kal y) dpBpa GUUHETOXAG,
oUPeWVa PE TIG KaTnyopieg TTou 6pioe n Lansdown (1994).

21n ouvéxeia n Z0pBacn eEETAOTNKE OE OXEON WE TIG UTTOXPEWOEIG KAl TIG OXETEIG EUBUVWV
TToU TNV BIETTOUV. MEAETWVTAG TO KEIUEVO DIATTIOTWONKAV TPia ETTITTES «£UBUVNG»:

A) Oikoyéveia (yoveig) -raudi

B) Kpdrog -oikoyévela (yoveig)

M) Kpdrog- Maudi

H mapamdvw diadikacia odAynoe oTn OIOTUTTWON  TOU «ETTAYWYIKOU GCUCTAPATOG»
KaTnyopiwv, 6nAadr opicTNKAV 01 UTTOKATNYOPIEG TTOU UTTODEIKVUAVY TO TIEPIEXOUEVO TWV APBPWY
NG 2uvBnkng. O1 BaciKEG KATNYOPIEG KAl UTTOKATNYOpPIEG avaAuong Tou v AGyw CUCTAPATOG
eival o1 €€AG:

A) Akaiwuata

Mapoyég

1. Yysia

2. Ekmaideuon

3. Koivwvikrj Trpévola Kai Trepibaiyn

4. Oikoyevelokn qwn

5. Wuxaywyia, TToANmoudg kai eAeUBepog Xpovog

6. ETritredo (wrig

MNpooTacia

1. Alokpioeig

2. duoiknA kal oeouahiki kakoTtroinan,
3. ExpetaAAeuan

4. Kataypnan ouciwv

5. Zuykpouoeig (o€ Tepiodo TTOAEPWV)

ZuppeTOXA

1. Aikaiwpa Twv Taidiwy yia dvoa Kal TautétnTa

2. To va €xe1 AOyo o€ {nTApaTa TTou agopouv Tn {wh Tou
3. 181TIKAG WS

4. MNpo6aoBaacn atnv TAnpogopia

5. EAeuBepia Adyou kai okéyng

6. Nopika dikaiwpara

7. Puoikn oKkePAIOTNTA

8. Na ouvetaipifeTal  Kal va GUVEPXETAI EIPNVIKA

B) Ymroxpewoeig

Foveig & vopipol ekrpédowTToI-TraIdi
1. Tovikn} €uBlvn
2. Tovikr) kaBodriynon

ZupBaAAopeva Kpdrn- Moidid
1. MpoaoTagcia
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2. MNapoxég

3. Eyyunmig

4. Nopobétng

5. MpowBnon & aviahAayA TTANPOPOPILV

ZupBaAAopeva KpdTn- Moveig
1. MpooTacia

2. MNapoxég

3. Eyyunmig

H ToloTikfy - €punveuTikn avaiuon Twv GpBpwv BagioTnke OTIC avaAUTIKEG KOTNyopieg
«TAUTOTNTO Kal SI0QPOopd» YIa VO DIEPEUVACOULE TOV OIKOUUEVIKO 1| SIOQOPOTIOINKEVO XAPAKTAPO
NG TTaIdIKAG NAIKIag, «1o TTaIdi WG dPWV TTPOCWTIO ] WG UTTOKEINEVO TNG dpdong @opEwv r
GAAWVY QUOIKWYV TIPOCWTTWVY» VIO VA aVOSEIEOUE Ta OPIT KOl TOUG TTEPIOPIOOUG TNG TTONITEIOKAG
TQUTATNTOG TV TTAIDIWV KAl «QUTOVOia 1) €6ApTNON» yIa VO avadei§oupe TOV XEIPAPETIKO 1
MN Xapaktipa TG ZupBaong yia v TaidikA nAikia. H 1oIoTikr avdAucn cuumAfpwaoe v
TIOOOTIK avaAuan TTEPIEXOUEVOU Kal avEDEIEE aVTIQATEIS aVANETA OTIG DIOPOPETIKEG Bewpieg
yia Tnv TTaudIKA nAIKia TTou uTTovooUvTal oTa dpbpa.

4. AtroteAéopara

4.1 To €idog Twv dKaIwPdTwy ToU TTPoPAETOVTaN OTn ZUWBaon yia Ta AKAIWPATA TOU
Maudiov: TpocTacia pio EAAEIYPATIKAG KOIVWVIKAG KATNYOPIAG ] EVEPYT CUMMETOXT TWV TTAIBILV
WG TTONITWY;

MpwTog 0TOX0G TNG AvAAUCNG pag fTAV va JIEPEUVICOUIE TO TIEPIEXOUEVO TWV BIKAIWHUATWY
Tou TTpoBAETTOVTal OTN ZUUPAGCT KOl CUYKEKPIMEVE, TTOIO €ival TO €i00G Twv dIKAIWUATWY TTOU
UTTEPIOKUEI CUPPWVA PE TIG TPEIG KOTNYOPIEG: TIPOCTATI, TTOPOXEG Kal CUPUETOXA. MeAeTwvTag
TO Keipevo BpéBnkav 60 TTapdypaol ol OTIoIEG avaPEPOVTAV GTNV TTPWTN KATNYOPIa, aUTr Twv
OikaiwpdTwy. 'HOn amd 10 lI0aywyIkd Keipevo TN ZUUPAONG GVOQEPETAl TTWG «TO TIaIdi Adyw
NG QUOIKAG Kal SIaVONTIKAG TOU avwpINoTnNTag, XPEIGleTal EI0IKA TTPOCTAGIO KAl JEPIUVA...»
(N. 2101/2-12-1992: 4110). ZT0 Onueio autd ToviCeTal N EAAEIMUATIKEA €IkOVa Tou TTAIdIOU Kal
N avaykn TapoxAg «EIOIKWY» SIKAIWUATWY Adyw akpIBWS TNG QUOIKAG QUTAS avwpINeTnTag
Tou amodideTal atnv TaIdIkn nAikia (Leach, 1994). AvaAutikétepa, n avaAuan TreEQIEXOUEVOU
TwV JIKAIWPATWY avEDEICE T ouxveTNTA OVOPOPAG KABe €idoug dIKAIWKATOG, OTTWG QUTA
meplypdgeTal oto pdenua 1.

Fpdenua 1:
Katavoun avagopwyv
yla Ta SIKQIWUATA TTOU
a@opoulv OTIG TTAPOXEG,
0TV TTPOCTaCia Kal
0Tn CUMPETOXA

Napoxég Npootaoia ZUpHETOXA
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H utrokartnyopia «Trapoxéc» TePIAUBAVEl TIC avAQOPEG TTOU AQOpPolV OTA KOIVWVIKG
Oikaiwpata Tou TaIdioU (21 avagopég), dnAadr To dikaiwpa yia uyeia (1 avagopd), yia
eKTTaiOEUON (4 avaop£G), Yia KOIVWVIKK TTPGVOIa Kal TTERIBaAYN (7 ava@opEg), Yia OIKOYEVEITKT)
{wn (4 ava@opég), yia wuxaywyia-TmoAImIou6-eAeUBepo xpdvo (3 avagopéc) kai emtitredo {wig (2
avagopég) (Mpaenpa 2).

8 -
? |
6 |
S -
4 -
3 4
2 -
2
o & & S Lo &
‘&:\6 ‘b@o a\_& é,. _‘3‘0 &
& Q' @*‘ . bO
& & o éga» g
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@b o‘\?*'
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Fpdenua 2: Katavopn ava@opwv yia Ta SIKQIWUATA TTOU a@opoUlv OTnv UTToKaTnyopia
«TTOPOXEGH

ZTnv uTtokatnyopia «mpoaTacia» Bpédnkav 16 avagopéc (Mpaenua 3). Ta dikalwpata auTd
agopouv aTnV TTpoaTaaia Tou Taidiou atd dIaKpPITEeIS (3 avapopég), atmd QUGIKN Kal GEEOUNAIKT
KaKoTToinon (4 ava@opég), atré eKUETAAAEUON (5 ava@opég, atrd Katdypnan ouaiwy (1 avagopd)
Kal aTT6 OUYKPOUOEIG O€ TTEPI0S0 TTOAEUOU (3 ava@opEg).

6

N _ | | _l |

0 2 T T | I T - 1

Alakploglg Quo. kat Zef. Exkpetarievon  Katdaypnon ZUYKPOUOELG
Kakornoinon ouoLwV (rtoAepocg)

Fpdenua 3: Katavopr] ava@opwy yia Ta SIKAIWHPATA TTOU GPOPOUV OTNV UTTOKATNYOPIx
«TTpoCTOCioN
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TNV TPITN UTTOKATNYOPIa, «GUUMETOXN», BPpEBnkav 23 avagopég Trou TrepIAauBdvouv Ta
apBpa mou oxetiovral Pe Ta aoTIKA Kal TTONTIKG Sikaiwpata Twv Tadiwv (MFpdenua 4). Mio
OUYKEKPIUEVA, QVOQEPOVTAI T BIKAIWUOTA TOu TTaidIoU yia dvopa Kal TautdtnTa (4 avapopég),
10 va £xel Aoyo o€ Béuara TTou T0 agopolv (3 ava@opég), 1o diKaiwpa yia 1IBIWTIKA {wr) (2
avagopég), yia TpoaBacn atnv TAnpo@dpnaon (4 ava@opLg), yia eAcuBepia Adyou kal okEYNg
(3 avagpopég), Ta vouikd diKawuata (4 ava@opig), Ta JIKAIWUATA VIO QUOIKA akepaidtnTa (2
avagopég) Kai TEAOG To dikaiwpa Tou TTaIdioU va CUVETAIPICETAI Kal VO GUVEPXETAI EIPNVIKA (1

avageopd).
I | I I I iw

Fpdenua 4: Katavoun Twv ava@opwy yia 1o SIKAIWKPOTA TTOU apopouv GTNv UTTOKATNyopia
«OUPUETOXI»

ORRPEPNNWWBBEWNM

H troooTikr avaAuan Trepiexouévou Twy ApBpwv deixvel AOITTOV OTI Ol TIEPITTOTEPEG AVAPOPES
OTO KEiPEVO TNG ZUPPBACNG OPOPOUV GTIG KATNYORIEG «TTAPOXESH KAl «TTPOCTATITN» TWV TTaIdIWY,
UTTOVOWVTAG Jia Bewpnan TnG TTaIBIKAG NAIKIOG WG PEIOVEKTIKA Kal aTTPOoTATEUTN. AlyOTEPES
eival ol ava@opEg aTa APBPa OXETIKA UE TNV EVIOXUON TNG CUUMETOXAG Twv TTaIdIWV TN Ajwn
aToQACEWY, TTOU UTToVooUV Jia Bewpnan Tou Taidiod ws @opéa dpdaong.

4.2. Opoyevotroinon f dilagopotroinon Tng TaISIKAG NAIKiag

210 TEPIO0OTEPA GPBPA TOVICETAI O OIKOUUEVIKOG XOPOKTAPAG TNG TTAIdIKAG NAIKIaG PEow TN
un d1GKpIoNG METAEU TwV TaIdILV WG TTPOG TN QUAN, TO XPWHaA, TN YAWaaa, Tn Bpnokeia, Tig
TONITIKEG TTETTOIBNTEIS KA. TT. (TTapdypagog 2.1). H exmaideuon, yia Tapadelypa, avagépeTal
WG TTaykOGHIo dikaiwpa dAwv Twv Taidiwv (GpBpo 28). H Gamarnikow (2009:128) utroatnpilel
o1l T0 dIKaiwpa oTNnV ekTTaideuan dev amoTeAei oualaoTIKa dikaiwpa aAAG ataitnon amoé Ta
Kpamn. H amaitnon auth 8ev avayvwpidel Opwg dU0 TTPAYPATA: TIPWTOV, TO YEYOVOS OTI TTOMA
KpdTn aduvatolv va eEac@aAicouv Tnv ekTaideucn yia 6Aa Ta Taidid yia OIKOVOUIKOUG Kal
GAoug Adyoug, yeyovog TTou avadelKVUE TIG KOIVWVIKEG Kal OIKOVOMIKEG aviodTnTeG. AgUTEPOV,
Ol KOIVWVIKEG aUTEG aviodTNTEG aTToTEAOUV AGYO aTTOKAEIoUOU aTrd TNV eKTTaideuon Adyw Tou
XAMUNAOU KOIVWVIKOU Kal EKTTAIOEUTIKOU UTTOR0BPOU Twv TaIdIWV Kol Twv yoviwv Toug (Gama-
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rinikow, 2009:128-129). Y16 autr] Tnv £vvoIq, «O OIKOUUEVIOUAG. ..OUYKPOTET éva TTPORANUATIKG
OUGTIOKPATIKO, TTPO-KOIVWVIKO avBPWTTIVO OV KaI AYVOE( TIG KOIVWVIKEG, OIKOVOUIKES KOl TIOAITIKEG
OO0pEG Kal TN Blwuévn TTPAYHATIKATNTA TWVY KOIVWVIKWY QVIGOTATWY, TO00 GTO E0WTEPIKO TWV
Xwpwv 600 Kai o€ dieBvEg emtiedo» (Gamarnikow, 2009:128).

H opoyevotroinan tng TaidIKAG nAIKiag gival €Tiong @avepr OTIG CUXVEG OVOPOPES OTO (Eva
Kl KOIVO) «Oup@épov Tou TTaIdioUu» wg KITAPIO yia TN Aqwn uiag amégaong. Etol, cipgwva
pe 70 ApBpo 3.1 «oe OAeG TIC OTTOQACEIS TTOU apopolv Ta TaIdId... TTpéTmel va AauBdvetal
TPWTIOTWG UTTOWN T0 GUUPEPOV Tou TTaudioUx». Tapduoleg avapopég £xoupe kal aTa dpbpa
9.3, 20.1. ka1 21. To oup@épov Tou Taidlol dpwg dev atroteAei EekdBapn Evvola, yeyovog Trou
apAvel TTEPIBWPIA yIa DIOPOPETIKES EPUNVEIES aTTd TOUG EVANIKEG Kal UTTOPET pE auTdv ToV TPAOTTO
va aTTOTEAETEI KOl TTEPIOPIOTIKG TIAPAYOVTA OTNV £QAPUOYA TwV SIKaIwUATWY Tou TTaidiou (Hill
& Tisdall, 1997). Opoiwg, evw o€ opiopéva dpBpa avapépeTal wg Gpog N OTTOPUYT «OUTUEVWV
ouveTTEIV yia To TTaudi» (9.4, 10.1, 18.1), n vonuaTtod4TNoN Tou TI UTTOPE va gival SUGUEVEG yia
10 TToudi TTapoucIddeTal wg autovenTn Xwpig va AapBaveral utréwn 6Tl uTTapxel N moaveTnTa
OIOPOPETIKWY EPUNVEIWV aTTd Toug EVAAIKEG TToU Ba KaBopicouv avaAdyws TN GXETIKA aTd@aot)
TOUG. YTO autr TNV évvoia, n ogoyevotroinon utroBabuicel Tv 1810TNTA Twv avOPWTTWY (TWV
TOISIWV TN OUYKEKPIUEVN TTEPITITWON) WG TIONTWY  OUYKEKPIUEVWVY KPOTWV TTPoBAAAovVTag
wg¢ Baan Tou TTOAITIKOU SeopoU TNV KoV avBpwtTiv @Uon 1) TNV KOIVA TauTéTnTa A TNV KOIVK
KouATtoUpa (Mamayewpyiou, 2009).

TéNog, pe Bdon TG KATAYEYPAUUEVEG avaQOPEG O' OAEG TIG TTAPAYPAPOUG TOU KEIUEVOU,
n TaIdIKA nAikia egeavietal va éxel ouvéxeia, dnAadh @aivetal TTwg Ta TaIdid €xouv KAToIa
OUYKEKPIUEVA XOPOKTNPIOTIKA Ta &troia O¢ SIapopoTIololvTal 0 OxEon WE To xpovo. lNa 1o
Aoyo auté n ZUuPacn @aivetal va amoTeAei va VOUIKO XAPTN, 0 0TT0iog €xel BIdpKeIa Kal Oev
UTTOKEITAI O€ XPOVIKOUG TTEPIOPIoHOUG. To yeyovdg autd e axéan Kai Pe TNV EAAEIYN TOTTIKWY
Tpoadiopliouwy TN TTaIdIKAG NAIKiag, kataokeudlel TRV dxpovn Kai arotrn TTaidiKA nAikia.

Alapéoou TnG opoyevoTToinuévnG IKOVAG TNG TTaIdIKAG NAIKiag TTPoRAAETal AorTTov pia 1dearr
maudikr) nAikia (Tomas, 2008:3) kai Ta dikaiwpaTa Tou TPOBAETTOVTAI YIa QUTHAV AEITOUPYOUV
eiTe wg TeMoIBAoEI TTou TV opilouy, €iTe WG €va TTAQICIO TIPOGOOKIWY KOl OTTAITACEWY TTOU
«KQVOVIKOTTOIOUV» KOl «QUCIKOTTOIOUV» TI onpaivel va ival Kaveig Traidi.

Ymdpyouv OJwG Kal onpeia aTta dlagopeTikd dpBpa TTou dlagopoTToiolv T TTaIdIG PETAgU
TOUG OAAG Kl aTTO TIG GAAEG KOIVWVIKEG OUABEG (TT.X. evAAiKol). EvOlo@épov €xel va eCETAo0UE
TO TIEPIEXOUEVO Kl TOV TPOTTO BIaPOoPOTToinong Twv Traidiwy PETAEU Toug aAAd Kal TIG GUVETTEIEG
TIOU £XEI TO OUYKEKPIMEVO €i00G BIapopoTToinang oTnv KATaokeur NG TaIBIKAG NAIKIOG wg
KOIVWVIKAG kaTtnyopiag. lMapatnpricaue TeE0odpwy €100V SI0QOPOTIOINTEIS TTOU avagépovTal
oTn Z0uBacn o€ oxéon pe TV TaIdIKA nAIkia.

H mpwn dla@opotroinon agopd og avapopEg Tou yivovTal ae TTaIdId TTou avAKOUV € EBVIKEG,
BpnoKeUTIKEG 1 YAWOOIKEG peiovoTnTeS (GpBpo 30) i o Taudid TpdoPuyeg (TTapdypapog 22.1)
1| O€ TIVEUUATIKWG ] CWHATIKWG avamnpa maidid (mapdypa@og 23.1) A o€ maidid mou o€ {ouv
070 TTAQioI0 piag oikoyéveiag (apBpa 9, 10, 27) ) e Taudid Trou Piwvouy EUTTOAEUES KATAGTAOEIG
(4pBpo 38). Mapatnpoupe Katapyrv o1l oI SINPOPOTTOIRCEIG PETALU TwWV TTAIdILY OEV OPOPOUV
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TOTTIKA A TIOMITIOIKG GUyKeipeva NG Biwpévng epTeipiag Twv maidiwv. Anhadn, dev agopolv
TOV TPOTTO TTOU Ta TTaIdIA BILOVOUV TNV EUTTEIPIa TOU Va gigal, yio TTapddelya, TTPOaQUYAG O £va
OUYKEKPIUEVO TOTTIKG TTAdiolo. Touvavtiov, n 1816TNTA TOU TIPOCQUYA TTPOCAAUBAVETAl WG HIa
KataoTaon Tou €€ opiopou diagopoTrolei K&tola TTaudid atmd dAAa. To onuavTIKGTEPO iowg gival
OTI N OUYKeKpIpévn BlagopoTroinan Twv TTaIdIWY WG PEAN dIAQOPOTTOINUEVWY TIONITIOHIKWY 1
GAwV ouadwy UTTOKPUTITEI Yid OKOUA OpoyEvoTToinan Kai eTRAAAEI wg auTovonTo 6T Ta TraIdId
TTOU QVrAKOUV G’ auTr| TN GUAOYIKOTNTA 1 OpGda HoIpadovTal OLOIGPOPPA XAPAKTNPIOTIKE, agieg,
euTelpieg KA. (Gamarinikow, 2009:136-137).

H deltepn diagopotroinan agopd aTnv IKAVOTNTO/EUXEPEID TWV KPOTWV va £§ac@alioouv
Ta SIKAIWUATA Twv TTAIdIWY A va opicouv KavovioTIKA (ue VOUOBETIKEG TTPALEIS) Tov TPOTIO
ulotroinong auTwv Twv OIKAIWUATWY. ZUp@wva Je To GpbBpo 6.2, «ta ZupBaldpeva
KpdTn egacahifouv, ato pétpo Tou duvarol, TNV eMBiwaon Kai TRV avaTTuén Tou TTaIdioU».
MapdAAnAa, cupewva e 10 apBpo 7.2 «Ta gUPBAAAGpEVO KPATN HEPIUVOUY YIa TNV EQAPUOYA
TwV SIKAIWPATWY CUPQWVa pE TNV €BVIKA vopoBeaia Toug». ATT6 TIG TTapaTTdvw ava@opég, aAAd
KaI auTég Trou KaTaypdagovTal a1a apbpa 9.1,10.2, 12.2, 13.2, 14.3, 15.2, 20.2, 21, 27.3 @aiveTal
OTI N QappoyA NG ZUPPBaONG UTTOKEITOI OE TTEPIOPITUOUG TToU opidovTal aTré T vopoBeaia Kabe
KpdToug aAAG kai TN duvaTdTNTA TOU va TTapéxel oTa TaidId Ta dIKaiwaTa TTou TTPoRAETTOVTaI
amé TN Z0pBacn. H dia@opotroinan autr) agopd AoITTAV GTIG UTTOXPEWATEIG TWV KPOTWY ATTEVAVTI
oTo TTaIdi KAl aTn BUVOTOTNTA EKTTARPWGT|G TOUG TTapd aTnv idia Tnv TTaidikA nAikia.

2’ OpIoEVEG GANEG TTEPITITWOEIG XpnolyoTroigital n nAikia (oTnv Tapdypago 38.2 yia
Tapadelypa, Ta Tadid dlaxwpilovral og dropa KATw Kal Avw Twv 15 €TWV) Kal n évvoia NG
wpipavong yia va diagopotroinBouv Ta Taudid PETagU Toug. Av Kal Ta TraIdId «... CUMUETEXOUV
oTIG B1adIKATiES KOl YVWOTOTIOI00V TIG OTTOWEIG TOUG» KOl «EX0UV Dikaiwpa EAEUBEPNG Ekppaong
TNG YVWUNG TOUG OXETIKA pe otrolodnToTe Béa Ta agopd» (TTapaypagog 9.2), eaivetal TTwe
ol améyelg Twv TTaIdIWV «... AayBdvovtal utéyn avdAoya pe TV nAikia Tou kai 10 Babud
wpIPOTNTAG Touy (TTapaypagog 12.1). Emiong avagépeTal Kal «... TO dIKaiwpa Kal To KaBAKov
TWV YOVEWV... va T0 KaBodnyouv aTnv doknan Tou Trapatrdvw SIKAIWKOTOS KaTd TpATTo TTou va
QVTATTOKPIVETAl 0TV aVATITUEN TwV IKAVOTATWY Touy (TTapdypa®og 14.2). ZUveETTWG, UTTAPXEI
n dla@opoTroinon Twv TTaIdIWV avaioya Pe TNV NAIKIa, TIG IKAVOTNTESG Kal TNV wPIPGTNTA TOUG N
OTT0I0 OUWG CUVOEETAI E TNV EQAPHOYT| TwV BIKAIWPATWY TToU TTPoBAETTOVTaN yIa OAa Ta TTaIdIG.
To epwtnua Tou TTPoKUTITEl afiooTa €ival To WG Kal atrd ToIdv agioAoyouvTal Ta TTapaTTavw
XOPAKTNPIOTIKG Tou TTaIdioU Kal TIWG YiVETal N GUGXETIOA TOUG WE TNV IKAVOTNTA GOKNONG Twv
OikaiwpdTwy. Kupiwg 6uwg, ol TTEPIOPIoUOI auTOol ETTITPETTOUV OTOUG EVAAIKES va euTTodifouv Ta
TadIG aTTd TV GOKNGN AUTWY TwV dIKAIWPATWY TTPOBAEAAOVTAG WG Adyo TNV avwpIPGTNTA TOUG
(Hill & Tisdall, 1997).

To TeAeuTaio €idog dlagopoTToinang agopd aTn Bewpnon Twv TAIBILY WG TTONITWY WE ioa i
dla@opoTroinuéva dikalpaTa o ox€an Pe Toug GAAoug TToAITEG Adyw TnG 1IB1I6TNTAG TOUG WG
TaudId. To TeAeuTaio auTo €idog diagopoTroinong Ba To EPEUVHCOUNE O€ OXEON PE TNV ETTOUEVN
OTITIKA TNG avaAuang, Ta TTaIdId wg dpwvTa TTpdowTra i uTToKEiueva (subject to) Tng dpdong
GAAWYV TTPOCWTTWV.
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4.3 To audi wg Spwv TPOOWTTO I} WG UTTOKEIMEVO dpAoNG POopEWV Kal GAAWY QUOIKWV
TPOCWITWV

210 uTToKEPAATIO QUTO £¢TACOVTaI BUO {nTrUaTa. To TTPWTO {rTNHO aPopd OTIG TTPOUTIOBETEIG
yia TN GUPUETOXA Twv TTaIdiwv oTn Ayn amo@docwy, Yeyovog TTou CUVOEETAI AUECA WE Ta
TONITEIOKG DIKAIWPATA TwV TIAIBIV Kal TNV I0OTIUN avayVWPIOH TOUG WG IKAV KOIVWVIKK
opdda. To delTepo CATNUG 0Popda aTo TT0I0G TTPORAETTETaI IO TN ZUUBACN va £Xel TNV uBUvn
d1009pdAiong Twv diKaIwPAaTWy Twv TraIdiwy. OTTwg Ba dolye, oI amavTAoeg o autd Ta dUo
{nmuata ewrtiouv TN Bewpnaon Twv TTAIBIWY WG dPWVTWY TIPOCWTIWVY I yn.

Eival onuavTiké va Toviooupe katapxfv 0T Ta Taudid O¢ SIapopOTToloUvTal aTTd TOUG
evnAikoug 6oov agopd TIG TTapoxég (kovwvika dikaiwpata) aAAd diagopotroiolvial o€ 6,Ti
0Qopd OTn CUPYETOXN TOUuG 0T AYn oTroQAcEwy (TTOAITIKG dikauiwpata). Auté oupBaiver yia
0U0 Adyoug. O pwTog AdN avaeépbnke ag 6,1 agopd Tn Bewpnaon Twv TTAIBILY WG PUOIKA
Kal diavonTiKG avwpIdwy TTPOCWTTIKOTATWY (€l0aywyr TG oUuBaong) kai Tn 8lapopoTroinar)
TOUG 0€ oXéon We TNV nAikia kai To BaBud wpipdtnTag (rapdypagog 12.1). O delTtepog apopd
070 pOAo TToU TTPORAETTETAI VO £X0UV OI Yoveig. Katd Tnv avaiuon Twv apBpwv Bpédnkav 4
KOaTaypagéG oUPQWVA PE TIG OTTOIEG TOVICETAI N YOVIKA £UBUVN «yia TNV avaTpo®n Tou TTaidiod
Kal yia TNV avamTugn Tou» (Tapdypa@og 18) kabwg Kai yia «Tnv eEao@dNion yEoa aTa 6pIa Twv
OUVOTOTATWY TOUG KOl TWV OIKOVOMIKWY JECWV TOUG, TWV ATTapaiTNTWYV Yo TNV avaTmTuén tou
maudiol ouvlBnkwy {wrg» (Trapdypa®og 27.2) alAd kai n avdykn Tng yovikAg KaBodhRynang.
O1 yoveig civar utreUBuvol yio TNV TTAPOX!| «TTPOCAVATOAIOMOU Kol KATAAANAWY cupBouAwv
yia TNV Goknon Twv dIKawPdTwy» (TTapdypa@og 5) ota Traidid kal 0 pOAOG Toug eival Kupiwg
KaBodnynTikdG. YTapxel AoITov pia oa@rig oxéon €apTnang atro Tn dIGBean Kai T IKavOTNTA
TWV YOVIWV va aoKAoouV Ta SIKaIwUaTa TTou TrpoBAémovTal amd Tn Z0uBaon yia 1o Taidi.

O1 umroxpewaoelg yia T 81a0@AANIon Twv SIKAIWUATWY Twv TTaIdIWV polpddovTal avaueoa
070 KPATOG Kal aToug yoveic. Mia TpooekTIkr avaAuon Twy dpBpwv avédeite dUo Bacikég
TapapéTpoug avdAuong: Ta apBpa opifouv a) autoUg TTou avaAduBAvouV TIG UTTOXPEWOEIS Kal
B) autolg TTou Xprdouv TTpooTaciag kal apwyAs. H ZupBaon avayvwpilel TNV OIKOyEVEID WG
«BepeNIdn Povada TnG Kovwviag kal UOIKO TEPIBAAAOV yia TNV avaTTITUEn AWV Twv PEAWV
TNG» KAl TNV avaTpo@r Tou TTaidioU OTO OIKOYEVEIOKO Tou TTEPIBAANOV «a’ éva KAiJa euTuxiag,
QyaTNG Kal Karavénong» amapaitnTn yia «Tnv OpUovIKR avdamTtuén Tng TTPoowTTIKOTNTAG
ToU». ETopévwg n oikoyévela Katéxel otnv ZUpBacn Tnv KUpia €uBivn yia Tnv avamTugn Twv
TTaIdIWV.

H emduevn oxéan tmou TTPOKUTITEN (YOVIOS - KPATOG) Baailetal aTnv ava@opd OTI N OIKOYEVEID
«TTPETTEl VO €XEl TNV TTPOCTACIA KOl TNV UTTOOTAPIEN TTOU XPEIGCETal yIo va UTTOpETEl va
dladpapartioel 70 poAo TNG TNV KoveTnTay. ETiong, 1o kpdtog kaAeital va avaAdfel 1600 Tnv
TTPOCTACIA, TIG TTAPOXEG KOI TNV €YYUNON YIA TNV AGQAAEIR Kal TV Eunyepia Tou TTaidiou 4Tav ol
yoveig dev yropouv. ETropévg Trpoékuyav TPEIG UTTOKATNYORIEG OTNV KOTNYOPIQ «UTTOXPEWOEIG
yia T d1ao@dAion Twy dikaiwpdtwyy (MFpdenua 5):

A) Toveig kai vopIuol ekTTpdowTrol o€ axéon pe T0 pOAO TTou avaAduBavouv aTrévavT oTa
Taidid

B) ZupBaAdpeva KpdTn Kai oI UTTOXPEWAOEIG TOUG OTTévavTl aTa TTaIdId Kal

) ZupBaAAdpeva KPATN Kal OI UTTOXPEWAOEIG TOUG ATTEVAVTI GTOUG YOVEIG Kal TOUG VOUIPOUG
EKTTPOCWTTOUG TWV TTAIBIWV.
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Fpdenua 5: Katavoun SIKAIwPATWY TTOU apopouv OTnV Katnyopia «YTTOXPEWOEISH

H TpwTn uttokaTnyopia, yoveic-maidia ava@epOnke ndn mapatmavw. Z1n8eUTepn UTTOKATNYOPIa
(kpaTn - TTaIdIG) avagépovTal 34 TTapdypaPol TOU KEIPEVOU, TOVI(OVTAG TO ONUAVTIKO POAO TToU
KaAoUvTal va diadpapatioouv Ta GUUBaAAOuEVa KPATN. ZUVOTITIKA, Ta KPATN gival utrelBuva yia
N TTPOCTACia TWV JIKAIWUATWY Twv TTAIBILWY (8 avagopEg), TNV TTAPOXH TTOPWY, KOIVWVIKWY
TIPOYPOAUMATWY KOl UTTNPECIWV OTTOPAITATWY YIO TNV €UnUEPia Kal avamTuén Twv TTaidiwy (6
avaQopEg), Kal TTapaAAnAa avaAauBdvouv Tnv uttoxpEéwaon va gyyunboulv Ta SIKAIWPOTA auTd
eCao@ahiovtag TNV TTpowdnar| Kai epapuoyr Toug (7 avagopég). EmmAéov, kaAouvtal va
avaAdBouv 10 poAo Tou vouoBETN TTpodyovtag Tn «...8éommon vouwy, SIadIKaoIwy, apXwv
Kal Beopwvy (Trapdypagog 3) kai «..AapBavovtag 6Aa ta katdAAnAa vopoBeTiKd, SIoiKNTIKA,
KOIVWVIKA Kal EKTTAIOEUTIKG WETPA..» (TTapdypa®og 19) yia Tnv TpocTacia Twv Tadiwv (7
ava@opEg). TéAog, n Tpowlnaon kai aviahAayr] TTANPOPOPILV UETAEU TWV KPATWY QiveTal
va gival peydAng onuaociag 1010iTEpA «...0TOV TOpEA TNG TTPOANTITIKAG TTEPIBOAWNG Kal TNG
IOTPIKAG...» KaBWG Kal oTov «Topéa TNG Traideiagy (Tmapdypagog 23.4), divovtag £ugaacn oTIg
«...0VAYKEG TWV UTTO aVATITUEN XWPWV.

ZTnVv TPITN KaI TEAEUTOIQ UTTOKATNYOpPIO EVIAOTOVTAI Of TIAPAYPAPOI TTOU aPOpPOUV TO POAO TwV
OUMBOAAOUEVWV KPATWV ATTEVAVTI OTOUG YOVEIG KOl TOUG VOUIUOUG EKTTPOCWTTOUG TWV TTAISIWV.
H avayvwpion Tng oikoyévelag wg Bepéhio AiBo TG kovwviag amaitei amod Ta KPATn 1000 TNV
TTapox UTTNPECIWY, 600 Kal TNV TTPOCTACI Kal £yyUnon Twv SIKAIWUATWY AUTAG. ZUVETTWG Ta
KPATN «TTaPEXOUV TNV KOTAAANAN BorBeia 0TOUG YOVEIG Kal OTOUG VOUILOUG EKTTPOCWITTOUG TOU
TTaudI0U, KATA TNV EKTEAEON TWV KABNKOVTWY TOUG yia TV avatpo®h Tou TTaidiou Kal eEacpaiifouv
N dnuioupyia opyaviopwy, IGPUPATWY Kal UTTNPECIWY ETIPOPTIOUEVWY VA JEPIUVOUV Yia ThV
gunuepia Twv TTaIBILV» (TTapaypa@og 18.2), «ekTrovouv KOIVWVIKE TTpoypaupaTay (Trapdypagog
19.2) ka1 TTpoypdupaTa UTTOOTAPIENG, TTAPEXOUV OIKOVOMIKA BorBeia, 1aTpikr TepiBaiwn kai
evnuépwaon yia BEpata TTou a@opolv BACIKES YVWOEIS OTTWG UYIEIVH, TTPOANWN aTUXNHATWY,
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uyeia kai diatpo@n (6 avagopég). Etiong, diao@alifovtal n TTpoCTadia TNG OIKOYEVEIOKAG (WAG
(1 avagopd) kai n eyyunan Tou SiIKaIwUaTog autou (1 avagopd).

OTwg TTPOKUTITEI OTTO TO TTAPATTAVW, UTTAPXEI £vTOovn SI0POPOTIOiNaN Twv TTAIdIWV aTrd Toug
eviiAikeg. Ta TTaudid kal ' autd TO oneio ep@avifovtal wg EAAEIPATIKA KOIVWVIKY oudda, n
otroia Xpndel epovTidag kal poaTaaiag. Or evAANIKES gival uTreUBuvol yia TN Afyn aTToQAcEWY
TTOU a@opoUV Ta TTaIdId, yia ThV BETTTION VOPWY, yia TV £yyUnan Twv SIKAIWUAETWY Kal TO Traudi
Oev @aiveral va avalapBdvel katmoia dpdan aAAd gival TTaBnTIKOG ATTOSEKTNG TWV OTTOPACEWY
QUTWV.

O1 mapamdvw dIOTMOTWOEIG 08 aX£N TO0O WE Ta dIKAIWUATA Twv TTaIdIWV 600 KOl HE TIG
UTTOXPEWOEIG TwV EVNAIKWY Kal Twv BETUWY atrévavTi ota Taidid Jag 0dnyolv 0TO CUUTTEPOTUA
o1 n TaIdIKA NAIKia TTAPOUCIAZETAI KUPIWG Tav Jid KOIVWVIKA KOTnyopia WE GUyKekpipéva
XapaktnpioTIKd Tapd oa yia duvapikr edon avamTuéng. Egaipeon amoteAei n avagopd oto
BaBu6 wpIpdTNTAG KAl TNV NAIKIO WG BIAKPITEG UETABANTEG TTOU PTTOPOUV Va BIaPOPOTTOIGOUV
Ta TTaIdIG PETACU TOUG KOTA TN Ayn atmo@doewy. & KABe TTePITITwon, ol eVANIKES gival auToi
TT0U Kpivouv T0 Babud wpiudtntag Twv TTaudiwy o€ axéon We TNV NAIKia Toug. TeAikd, n TTaIdIKr
nAikia kai n eviAikn {wr atoTeAoUV 0apwg BIAKPITEG KOIVWVIKEG KATNYOPIEG OTO KEIPEVO TNG
ZUpBaong Twv SIKAIWUATWY TwV TTaIdIWV, Ol OTIOIEG TUXVA GUYKPIVOVTal UE OTOXO Va avadeifouv
O10QOPETIKOUG POAOUG: TO TTAIdi WG OTTOOEKTN TWV EVAAIKWY TTAPOXWY KAl TTPO0TOACIaG aAAd
okoua NG kaBodriynong Twv evnAikwy atn Ayn atmo@doewy Kai Tov eVAAIKA wg gyyunTh TG
OUMPETOXAG TWV TTAIBILV KOl TTApOXOU TTPO0TACIOG KOl 00QAAEIag aTo TTaidi.

ZupTTEPATUATIKA, N £pQaacn aTny TTapoXH Kal GTNV TTPOCTAGIO W¢ IKAIWUATA TwV TIaIdIWV, Ol
TIEPIOPIOUOI TNG CUPKETOXNG TwV TTaIdILV 0T Afyn aTmo@doewy utré TNV eVAAIKN KaBodnynon
TIG TIEPICOOTEPES POPES KA N KPIGN TNG IKAVOTNTAS TwV TTaIBIWY O€ aXEaN WE TNV NAIKia Toug BETel
10 TToUdi O€ UEIOVEKTIKA Béon o€ oxéon pe Tov evAAIKo TTapa o€ Béan gopéa dpdong. e autd
OUPBAAAel kal n ogoyevoTToinuévn €ikdva TnG TTAIBIKAG NAIKIOG w¢ piag oTaTikAg KaTtnyopiag.
ZugnTtape AoV yia TTEPIOPITUEVN CUPMETOX TWV TTAIBILV TTOPA VIO KOIVWVIKA XEIpagéTnon
TOUG OTO Keipevo TnG ZupPBacng (Tomas 2008:6-7).

5. Xugitnon

Av kai Tapadogoiakd aTnv KOoIVwvia Jag, yia Toug TTEPIoCOTEPOUG, Ta TTaIdIG Bewpolvtav
1I810KTNOIa TV YovEWY Toug, Katd Tn didpkeia Tou 200U aiwva TTAPATNPEAONKE I KABOPIOTIKN
aMayr oTn ox€an yovEwv-TTaIdIwV. AQEVOGS avayvwpioTNKE TTWG T SIKAIWHATA TwV YOVEWV OEV
eival amrapafiaoTa Kal TTwg T0 KPATOg £XEI TO SIKAiWPA VO ETTEUPEI TIPOKEIMEVOU VO TIPOOTOTEWEI
TO CUPQEPOV TWV TTAIBIWV KOI APETEPOU TTWG OI YOVEIG dEV £XOUV OTTOKAEIOTIKA TV €UBUVN TV
Tadiwy, Kabwg 10 KpdTog mpéTel va Toug atnpilel (Lansdown,1994). O1 KaIVOTOUEG QUTEG
ommoWEIg aToTuTTWONKAV 0TN ZUPBaon yia Ta SIKAIWPATA TOU TTAIdIOoU.

QoT600, av Kal TTPOKEITAI IO £Va KEIUEVO TTOU apopd KUpiwg Ta Traidid, EKTTANEN TTPOKaAEi TO
YEYOVOG TTWG YIa T Guyypa@r Tou 8ev AfeBnkav UTroywn o1 aTTOWEIG TWV TTAIdIWV. ATTO TN JEAETN
NG Z0uBaong TPOKUTITEI TTwG diVETal EUPOCN OTA SIKAIWKOTA TwV TTAISIWV TTOU apopolV aTnV
TTaPOX!| Kal aTNV TTpoaTadia (KoIVwVIKE dikaiwpara) Tapd aTn cupuetoxr, 6nAadr oTa aoTIKA
Kal Ta TTOAITIKG dikaiwparta (MFpdenua 1). YmodnAwvertal, dnAadr, Ti e UTTEPXKE! Hia GNUAVTIKY
METATOTTION TTPOG TNV AVOYVWPIOT TwV TIAIBILV WG CUPUETEXOVTWY OTNV KOIVWVIQ, OI TTEPIOPIGHOI
TTOU TiBevTal 0TN CUPMETOXA aUTH AAAG KOl N £u@acn OTIG avAYKES Twy TTaIdIWY VONUOTOdOTE
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v TTaIdIKA NAIKia wg eapTwpevn atmd Toug evnAikoug. Xpelddetal AoITTdv TTpogoyr| aTov 6po
ouPpeToXN yiati ouxvd dideTal pio  AEITOUPYIKA Kal EPYOAEIOKr onuacgia o€ auTthy, dnhadn
WG TTOPOXA UTTNPECIWY oTa TTaIdIG TTou Ba ECUTTNPETACEI KATTIOIOUG OKOTTOUG. H GUUUETOXA
Bewpeital dnAadr| XxprioIun Yovo eTTeIdn eCUTTNPETET Evav aTOXO Kal OX1 WG ava@aipeTo diKaiwua
TWwV TTAIBIWY, £Va EYYEVEG XAPOAKTNPIOTIKG TOU QUTOVOUOU KaI EVOUVEIDNTA dPWVTOG UTTOKEINEVOU
(MavTadrig, 2009: 360).

H ouykekpipévn peAEéTn avadeikvuel 61l 0 Adyog yia Ta SikalwuaTa Tou TTaidIoU eVIOXUEl
OUYKEKPIUEVEG TIPAKTIKEG G€ X0 ME TNV TTAIBIKA NAIKiQ, 01 OTTOIEG TTAPAYOUV KOl avaTTapayouV
TOUG Kupiapxoug Adyoug yia tTnv Traidik nAikia. O kupiapyog Adyog trou avadeikvieTal gival
QuTOG TNG OpoYEvVOTTOINUEVNG, GTOTING Kai dxpovng TaIBIKAG NAIKIOG, e PEIWUEVA TTONITIKG
Sikaiwpata Kal dvioo aTdToug og oxéan e autd Twv evnAikwy. O €BvaTNTEG KAl OI TTOMITIoHOT
€VVOIOAOYOUVTQI WG TTAVOUOIOTUTION TIONITIOMIKG KOl N avTiAnyn Twv TSIV w¢ PEAWY QUTWY
TWV KOIVOTATWY TIAPATTEUTTEI O€ Jia adlo@opoTToinTn TTONTIOMIKA TauTtdTNTA UE Baon Tnv £viagh
TOUG 070 €BVIKG aglakd TTAQICIO TG XWPag atrd To oTToio TTpoépxovTal (Gamarnikow, 2009).

Map’ 6Aeg OUWG TIC AOBQEIEG, TIG AVTIQATEIG KOl TOUG TTEPIOPIOUOUG TTOU EVTOTTICOVTal OTO
Keipevo, n ZOuPacn amoteAei pia TpooTdBeia dnuioupyiag evoag TTpooTaTeUTIKOU TTAQICiou
TTOU TTPOCBIOPICEl Ta BIKAIWUATA TwV TTAIdIY AANG KAl TIG UTTOXPEWOEIG TWV KPATWY KAl TNG
olkoyévelag yia Tn dloo@dAion Toug. QoTtdoo, dev apkei n UTapén piag Té€Toln X0uPaacng,
oMG eival amapaitntn kol N owoTth evnuépwon TaIdIWY, YOVEWYV, EKTTAIBEUTIKWV KOl
QopEwv. AuaTuxwg, TTapd Ta diebvr| Keipeva TTPooTaaiag Twv TTAIBIWY, TTOU € TTOMEG XWPES
amoteAoUv Keve ypdupa, ekatopuupia TTaidid eEakoAouBolv va UTTOPEPOUV OTTO T QTWXEI
Kal va oTepoUVTal TNG OTOIKEIWAOUG OXOMNIKNAG eKTTaideuong, ekaTovddeg XINGdeG ugioTavTal
TI TPOYIKEG GUVETTEIEG OUPPACEWV KAl OIKOVOUIKOU XAdoug, dekddeg XINGdeG akpwTnpiddovTal
0TOUG TTOAEpOUG Kal TTOAAG akOpa pévouv oppavd i okoTwvovTal ammd acBéveieg. Ta aToixeia
Kal oI apiBuoi €ival KATaTEATNG OTOV €QNOUXAOUG TnG ouveidnong. “H 106TNTa OUWG Twv
EKTTAIOEUTIKWV EUKAIPILY Eival TTapatrAavnTikK €dv Oev evappovioTei n TpIAdA: KOIVWVIKNA
KaTaywyn — ekTaudeuTiké aUoTnpa — koivwvikh 8éany» (Mavouong, 2006: 31). Av Kai £xoupe
OKOUO APKETO OPOUO €wg TNV TTAAPN CUVEIBNTOTIOINGN KAl EQAPUOYH TwV SIKAIWHUATWY TWV
TadIwy, N Z0uPacn amoteAei Eva anuavTiko epyaAgio yia Tn dIaKAPUEN TwWV SIKAIWUATWY Twv
TSIV TTAYKOOUIWG. ZAUEPQ, 0 TTOANEG EUPWTTAIKEG XWPES AsiToupyouv BeoIKG Gpyava
OTWG 0 Zuvryopog Tou Maidiol aAAd kal GAAEG opyavwaelg, yivovtal TTpooTdbeieg yéoa amod
TNV KIVATOTT0INGN TG KOIVWVIOG Twv TTOMTWY OAAG Kal JE EKTTAIBEUTIKA TTPOYPAUUOTO WOTE Ta
SIkaiwpaTa Twv TadIWV va atmoteAégouv pia uwnAr mpotepaidtnta otnv Eupwraik ‘Evwaon
(Maudi atnv Eupwotrn, 2009).
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AidaokaAia Twv TexvoAoyiwv MAnpogopiag kal Emikoivwviwy (TTE)
pe Open eClass o€ Maidaywyiké TuAua

Fepdoipog Kékkepng!
KaBnynmg tou Maidaywyikou Turjuarog AnuoTikAg Ekmaideuong
Tou Anpokpiteiou MavemoTnuiou Opdkng, kekkeris@eled.duth.gr

lopddvng Koopidng?
YmodieuBuvTig B BaBuiag ekmaideuong pe avtikeiyeva MNE19 & ME17 pe Msc otnv
018akTIKf OeTikwv Emotnuwv MepiBallovTikig Extmaideuong, Néwv Texvohoyiwv Kai
utroyneiog diddkTopag Tou (AMO MTAE), Néa XnAf, AAe§avdpouTtoAn, ikosmidi@eled.duth.gr

MepiAnyn

H eptreipikn épeuva TTou TTaPOoUCIAeTal ETTIXEIRET va DIEPEUVAOEI pia TTEPITITWaN diIdacKaAiag
Twv Texvohoyiwv MAnpogopiag kai Emkoivwviwy (TMNE) og Madaywyikd Turjua AnuoTikAg
Exmaideuong (MTAE). O1 Baoikoi afoveg Tng diepelivnong apopouv Tnv atrodoxr €K HEPOUG TV
@oITNTWV NG XpAong tng TAatedppag Aauyypovng Tnhektraideuong Open eClass (eClass),
WG Péoo O1GBeong ekTTaideUTIKOU UAIKOU, €TTIKOIVWVIOG WE Tov &IdAoKovTa Kol aviaAAayrig
OpXEiWV Je aOKNOEIG. 2TNV €peuva oupueTeixav 334 @ornTég Katd 1n dIGpKeIa Tou povadikoU
uTToxpEWTIKOU padrjuarog oTig TTE tou diedyetal 610 30 €€aunvo ommoudwy. ATré Tnv avaAuon
TwV OUO TTOIOTIKWYV ONAWGCEWV TOU NAEKTPOVIKOU EpWTNUATOAOYIOU avadeIKVUETaI N IKAvVOTToiNoN
TWV @OITNTWV amod Tov TpoTo diefaywyng Tou pabnuatog, n omodoxn TNg XPnong g
TAaT@Oppag Acuyxpovng TnAekTraideuong yia Tnv aviahAayr] Twy EPYOCIWY KOl ETTIKOIVWVIOG
pe Tov d1ddokovTa, evw TTapdAAnAa diagaivetal o £viovog TTPoBANPOTIONOS TOUG IO TN XPAoN
Twv TTE oTnv ekmaideuTikr) TPAEN We TIG TTPOTACEIS TToU KaTaBéTouV yia Tnv emITTAEOV BeATiwon
TOU JaBrpaToG.

Abstract

This empirical research examines the use of an asynchronous e-learning Platform so called
Open eClass, as a means of distribution of educational material, exchange of files (educational
material, exercises) and communication with the educator to students of a Primary Educational
Department.

334 students of the 3rd semester which have never used asynchronous ways of teaching
before, participated in the research. The quality analysis of two on line questionnaires reveals
that students were satisfied with the particular teaching procedure and accepted the use of the
Platform for the exchange of projects and for the communication with the educator. The majority
of the students believe that asynchronous ways of teaching can significantly contribute into the
learning process. At the same time, students showed an intense concern for the whole proce-
dure and submitted a number of interesting proposals for further improvement of the course.

1 O k. M'epdoipog Kékkepng ival KaBNynTrig, HE avTIKEIEVO MNMANPOYOPIKT| PE EPPAOT TIG EQAPUOYESG TTOAUPETWV
otnv EikaoTikh Aywyrj, Tou Maidaywyikot TuARparog Anuortikig Exmaideuong Tou Anuokpiteiou MavemmoTnuiou
Opakng (AMO MTAE), Néa XnArA, 68100, AAe§avEpouTioAn.

2 O k. lopddvng Koopidng eival utrodieuBuviig B BaBuiag exmaideuong e avtikeiyeva NME19 & ME17 pe Msc
otnv didakTikA OeTikWwv Emaotnuwv MepiBarovTikng Exkmaideuong, Néwv Texvohoyiwv kal uTrown@iog SIBAKTOPAG
Tou (AMNO NTAE), Néa XnAr, 68100, AAe§avdpoUTroAn.
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Eicaywyn

H évragn Twv TIME oTnv ekTraideuTIKr SIadikaaio atroTeAei GrUEPa PIa aTTd TIG GNUAVTIKOTEPESG
TTIPOTEPAIOTNTEG TOU EKTTAIOEUTIKOU GUOTAPATOS 0TV EAAGDA, Adyw Tou pdhou Twv TME otn
016a0KaAia, TN pdénan kai TNV emikoivwvia. H évragn auth poxwpei ye Tov éva i Tov dAAo
TPOTIO O€ OAeG TIG BaBUIdEG TNG eKTTAIdEUANG, €I0GYOVTAG VEQ £pyaAgia avatrapdaTaong Kai
eTmKoIvwviag, avahoya pe Tov diaTiBéevo eEOTTAIGUOG Kal TNV EUTTEIPIO TV DIBACKOVTWV.

O yevikdg akotog évragng Twv TIE aT1o dnuoTikd axoAcio diatuttwvetal oto AlaBepaTIkG
Eviaio MAaioio Mpoypappdtwy Zmoudwv (AEMMZ) 1o omoio BeopoBetiBnke 10 2003 (PEK
303 kai 304/13-3-2003) wg €EAG « ... oI pabntég xpnoipotrololv Ye (A xwpig Tn PorBeia Tou
EKTTAIBEUTIKOU TOV UTTOAOYIOTH WG «YVWOTIKS - DIEPEUVNTIKO EPYaAEion, avalnTolv TTANPOPOpiE,
ETMKOIVWVOUV Kal TTpooeyyilouv Baoikég apxég TTou dIETTOUV Tn XPAON TNG UTTOAOYICTIKAG
TEXVOAOYIOAG ... ». ATTO Tov KaIpd TTou dlaTuTTwONKaV Ta TTAPATTAVW éXouv egayyeABei aAAayEg
1600 yia Ta OAorjuepa AnpoTikd ZxoAcia 6o kai yia 1o Néo Wnoiakd ZxoAeio.

Eival euvénto &1 10 d18aKTIKG HovTéAO Twv Maidaywyikwy TunudTwy, Ta oTroia aTroteAoUV
TOUG QOPEIG eKTTAIdEUANG TWV PEANOVTIKWY OaOKAAWY, TTPETTEI va EO0QOAICEl OXETIKE WE TIG
TNE:

a. Tov TANpo@opIk6 aApapntioud (KopoutriAn, 2005),

B. T0 yvwOoTIKG UTTORABPO Twv BACKAAWY, TO OTTOI0 Ba TTPETTEI VO TTAPEXE! TIG ATTAPAITNTEG
yvwoeig kai 0e€1étnTteG 0N XpAon Twv T.N.E. oTnv ektmaideuan. TEToleg apopolv: TIG EI0OYWYIKEG
€wVoIEG TNG TTANPOQOPIKNAG, Ta BOCIKA aToIXEiD XProNng NAEKTpovikoU utroAoyiaTh, Tn XpPron
BACIKWY EQAPUOYWY COUITAG YPaPEiOU OTTWG ETTECEPYATTH KEINEVOU, UTTOAOYIOTIKWY QUAAWY,
Aoyiopikou Trapouaiacng (Microsoft Office) kai Tou diadiktUou. Eriong, ouptrepidapBavouy Tnv
OTTOKTNON BACIKWY YVWOoEWV yia Tv aglotroinan Twv T.IN.E. oTnv ekmaideuTikn dladikacia pe tn
Xpron aglohoynuévou ekTraldeUTIKOU AoyIGHIKOU,

Y. TN Bwpdkion Twv SaoKAAwY pe véeg yvwoelg TIE, €701 WoTe va gival IKavoi va avtateEEABouv
o€ £mePXOUEVEG aMayEG pe 6oo To duvaTtd iIkpdTEPN avaykn TTPAOBETNG ETIUOPPWONG.

Z1nv avdAuon ou akoAouBei TrpoBdAAouv XpAcipol TTPOBANUATIOHOI OXETIKA WE TA poBruaTa
110U KaAoUvTal va d1dayBoUv o1 peANovTikoi ddakaAol oxeTIkG pe TIE, Tig de€16TNTEG TTOU TTPETTE
va atrokTAoouv oAAG Kai T OIBOKTIKA-XPr|oN TOU QVTIKEIYEVOU, OTav UTTEIgEpXETal DIaBeUaTIKG
o€ GAa pabrjuara, waTe va avadexBolv ol appolouceg aTPATNYIKEG Kal TAOEIG.

‘Evragn Twv TMNE otnv ekmaideuon

H évragn Twv TMNE otnv ekmraudeuTikn diadikaaia, aveédptnTa omrd 10 eKTTAIOEUTIKG ETTITTESO
QavoQopPAG, PTTOPEI va TTapEl BIBQOPES HOPPEG, Ol OTTOIEG CUCTNUATOTTOIOUVTAI OE TPIa HOVTEAT
«TO TEXVOKEVTPIKO WOVTEAO, TO OAOKANPWHEVO 1] OMIOTIKO WOVTEAO KOl TO TTPaYUATOAOYIKO
povtého» (Makpdkng & KovroyiavvorroUAou-ToAudwpidn, 1995). Etnv EAAGSa BpiokdpacTe
o€ pia petaBatikr katdoTaon O1EAEUGNG aTTd TO TEXVOKEVTPIKG OTO OAOKANPWHEVO HOVTENO,
otmou Trpowdeital n xprion Twv TMNE wg péoo omipigng g padnaiakng diadikaciag o€ 6Aa
TA YVWOTIKE avTiKEiueva Tou aXoAikoU TTpoypdupaTog atroudwy, evw TTapdAAnAa diatnpeital
0 Beopdg Tou Epyaatnpiou MAnpo@opikAg yia Tn dIBACKOAID auIywv HOBNUAETWY YEVIKWV
yvwoewv MAnpo@opikAg (Kékkepng, XatgnAeovtiadou, 2004).

H diepedivnan Tou 1péTOU évtagng Twv TTE oTtnv ekmraideuTikn diadikaaia Twy Madaywyikwy
Tunuatwv Tng EAAMGSOG o€ ouykpion pe GAwv xwpwv Tng EE (18iaitepa Tou Hvwpévou BaaiAgiou
) GAwv EuTTeipwy OTO avTikeipevo TG xpAong Twv TIE otnv ekmaideuon) iowg va cupBaAAel
0TV avagTOXOTIOINGN TOU TTEPIEXOUEVOU TWY OTTOUSWY TTIOU TIAPEXOVTAl OTOUG QOITNTEG Kal
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oTnNV KaTaypagr Twv £@odiwyv TTOU auTOi ATTITEITAI va ATTOKTOUV TTPOKEIUEVOU va UAOTTOIOUV
ToUuG GEoveg eiIcaywyng Twv TINE otnv ekmaideuTiKr| d1adiKagia Tou AnpoTikoU aXoAgiou, 6TTwG
avapéveTal va dIapop@woEi aTo TTPOTEXEG MEAAOV.

Aidaokahia pe TMNE ka1 Web 2.0

Z1a Aciola Tou TTapaTavw TPoRAnuaTiopou diegnxOn épeuva Tou BacioTnke aTn diECaywyn
€vOG Jabrjuarog ou TrepieAGUBave:

0. OI0AECEic oTo au@IBéatpo oxeTikG pe TME kol TV €Qapuoyn Toug oTn OXOAIKA
TPAYHATIKOTNTA,

B. TpoaipeTIKEG EpyaaTnpiakéG aoknaelg TTAnpo@opikoUu ypaupatiopou (MS Office, xpron
AladIKTUOU) O€ 6GO0UG/EG POITNTEG BEV EiXav ETTAPKI| yVWaOn XPriong UTTOAOYIOTH,

y. aoknoelg dnuioupyiag ekmaudeutikoU UAIkoU pe xprion epyaieiwv Web 2.0 pyéow Tou
eClass,

0. agloAdynan Tng 6AnG TTopeiag Tou PaBAPATOG NAEKTPOVIKA.

Mo ouykekpiyéva, n Topeia Tou pabripatog TepieAduBave dIaAéEels (a @daon) yia Tn xpAon
Twv TMNE otnv ekmaideuan (UAIKG, eKTTaIdEUTIKG AoyiopIKd, xprian diadikTUou oTnv eKTTaideuan,
ao@oAig TpdoBaan, AoyokAotri, TTOAUPECQ, aTTO OTTOOTACON eKTTaideuan, Texvohoyia Web
2.0 kol TN o0VOEDN TNG PE TO XWPO TNG EKTTAIdEUONG, KATT). O1 EKTTAIBEUOUEVOI YEVIKG EiXOV
N duvardtnTa va evnuepwBouv yia Toug TPOTTIOUG QapuUoyng kai agiotroinang twv TTE oTn
OXOAIK) TTpaYUATIKOTNTA KOl YIa Ta TraIdaywyIka o@EAN TTou TTpoKUTITOUV. MapdAAnAa €yivav kal
EMOEIEEIC EKTTAUIDEUTIKWY AOYITUIKWV.

Mia 81dAeEn agiepwbnke oTn xprion IoToAoyiwy w¢ ekTTAIdEUTIKOU gpyaAgiou TTou &yl Yovo
OleukoAUvel Tov ekTTaIOEUTH, OAAG WeAel TTOAATTAG Kai To padntr| (Kékkepng, 2009), kabuwg
OTn GUVEXEID £YIVE EKTETAUEVN XPrON Toug. Ta 10ToAdyIa uTroaTnpifouv To SIGAOYO pE TN LOPYN
eAeUBepou axoAiaapoU, agou Bev TIEPIOPICOUV TOV AvayVWOTN GTO YOVTEAO EPWTNCN-OTTAVTNON,
aAAd Tou TTpoo@épouv UeyaAUTePN eughigia yia va avatrTugel okéyn uywnAotepng tagng (Fer-
dig & Trammell, 2004). ‘ET1a1, o1 ekTTaidgudpevol ETTIOKEPBNKAV SIGPOPA EKTTAIBEUTIKA ITOAOYIO
Je TNV KaBodriynan tou ekTaldeUT] Kal akoAouBnaoe pia aTadlakn Trapouagiacn Twv oTadiwv
YO TNV KATAOKEUN €VOG I0TOAOYIOU, WOTE 01 EKTTAIOEUOUEVOI Va gival g€ BEON va GUUPETEXOUV
evepyd amoaTéAovTag oxOAia Kal avapTwvTag dnpooieloeig EiTe 0 KaBEvag aTo BIKO Tou EiTE O€
I0TOAOOGYIO CUPQOITNTWV.

‘Evag ammé toug oTéXoug TG TTPWTNG (Acng ATav n pinan Twv QoITNTWVY GTO AVTIKEIUEVO
Kal n kaAOTepn SUVOTH TTPOETOINAGIO TNG GUUMETOXAG TOUG OTNV NAEKTPOVIKKA KOIVOTNTA TOU
IotoAoyiou. MapdAAnAa emdeixOnke n xprion Tou eClass (DUTHNET eClass 2.2) kai ntABnke
N amooToAf] Kal avdptnon Twv TPWTWY aokAoewy. Q¢ TPWTN €pyacia kal EMOILKOVTAG TN
YVWPIYIa TV QoITNTWV PETAEU Toug, nTrBNKE N KATAGKEUT IOTOAOYIWV, TTOU Ba Xpnoipeuav we
TOTTOG AvEPTNONG TWV UTTOAOITTWV EPYATIWV.

O1 empépoug aoknaeig xpAong epyaleiwv Web 2.0 yéow tou eClass apopoloav:

1. dnuioupyia 1oToAoyiou (Blog),

2. avaptnon ouvTouou BloypagikoU PE QuToypaia,

3. avdpTnon axoAiaopuoU BEPATIKAG EVOTNTA,

4. avdpTnon oxoAiaopoU BEYATIKAG EVOTNTAS CULQOITNTH,

5. gupdEeTOXA 0€ NAEKTPOVIKO EPWTNUATOAGYIO GXETIKA |E T AOyOoKAOTTH),

6. avdptnan evvoloAoyikou Trivaka pe axoAia,

7. avaptnan xaptn Tng diadpoprg atmoé To aTriTl KABe oIt WEXP! To Maidaywyiké Tuua.
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KUpiog 01606 TOoU pabhpatog sival péoa atmé Tn dnuoaicuan aXoAiwy, aTTOWEWV KOl MIKPWY
projects ato Aiadiktuo va yivel éva Brida Tpog TNV WETECEAIEN Tou Wn@lokoU epyaAsiou o€
YVWOTIKG SnpioUpynua, o€ Xwpo aAANAETTIOpaonG Kal TTapaywyrg TTEPIEXOMEVOU KOl YVWANG.
Z10 Tapamdvw TTAdiolo n avdptnon eveg ouviopou Pioypadikol CuvEBale agevdg oTtnv
QVATTTUEN PIOG TIPWTNG ETTOPAG TWV QOITNTWV PE QUTH TNV TEXVOAOYiQ, OTnv eUTTEIpia TOU TPATTOU
avapTNONG, KATT. KaI GQETEPOU OTN YVWPILIO TwV QOITNTWY PETAEU TOUG.

O1 dpaoTnpIGTNTESG KOl Ta OEVAPIO TwV aoKACEWY BaaifdTav KUpiwg OTov ETTOIKOSOUNTIGUO.
O1 goitnTég avaluTikéTePa, Baoifduevol o€ TTPONYOUUEVEG EUTTEIPIEG KAl YVWOTIKE OxXAuaTa
KARBnkav va epyaoTtolv Tavw O€ BEUATIKEG EVOTNTEG, VO OUVBETOUV, VO GUGXETIOOUV Kal
va dnuioupyAcouv dIKG TOUG TTPOCWTTIKG EKTTAIOEUTIKO UAIKG. EptrAekdpevol atn diadikaaia
dnuioupyiag evog IoToAoyiou, avapToly Kal OTn CUVEXEID KATOBETOUV TIG atmOYelg Toug o€ dUo
TOUAGXIOTOV IGTOAGYIO GUUQOITTWY TOUG BNUIOUPYWVTAG Tr YVWAOT EVEPYA KOl GUVEPYATIKE WG
pia KoIvwvikoyvwaoTikn diadikaaia evepyoUg oikodounong (E.Y.E.E.KZE., 2013).

Ta Béuata TTOU avamTuxBnkav yia oxoMlaoud kai avdptnon o@opoudav TIG TTAPOKATW
oXTW BepaTikég evatnTeg TTOU eTMIAEXONKAV atTd eyxelpidio yia v Emudpewaon B’ Emmédou
(MnAioUpag k dAot, 2010):

+ O okotdg Tng didackaAiag Tou pabhparog TIE ato OAorjuepo AnpoTiké ZxoAeio.

* H avaykai6tnTa evowpdrwong Twv TME oTnv ekmaideuTikr| diadikaaia.

* ZuptrepipopiaTiKA BewpnTikh TTPoaéyyion Twv TIE otnv ekmaideuon.

+ EmoikodounTik] & KOIVWVIKOTIONITIOMIKY  BewpnTiKA  TTpocéyyion Twv TIMNE otnv
ektTaideuon.

* YrrooTtnpifduevn amd H/Y guvepyatikf didaokaAia & pdénan (Cummins, 1998).

* H roAueTTiTrEdN avaykaudTnTa yia GUVEPYATia TwV EKTTAIOEUTIKWY TNG MANPOQOPIKAG LE TOUG
EKTTAIBEUTIKOUG TwV GAAWV EIDIKOTATWV.

* H maidaywyikn agiomoinon tng MAnpo@opikAg kai Twv TrE.

+ To ipoTeIvéuevo atmé 1o AvaAuTiké Mpdypappa Zmoudwy (AMNX) povtého evowudrwong Twv
TNE oTnv ekmmaudeuTikA diadikaaia.

ATIO TO £yXEIPIDIO O POITNTEG UTTOPOUGAV VO TIPOCAVATONIGTOUV YIa TA TIEPIEXOMEVD TNG KABE
BeUaTIKAG, TNV OTToIa, OUWG, £TTPETTE va BIATUTTWOOUV UE BIKG Toug oXOAIa, GUUPWVA UE TOUG
OUYYPaQIKoUG Kal EpEUVNTIKOUG KAVOVES YIa TV atmo@uyn TG AoyokAotmig (Klausman, 1999).

H avdpTtnon Tou evvoioAoyikoU Trivaka Kai Tou XdpTn oo 1o Google Earth eixav oav o160
YVWpIia JE Ta OUYKEKPIUEVA epyaeia Kal TNV €E0IKEIWaN pe TN dladikaaia «katéBaauax» (down-
load) TrpoypApUOTOG, EYKATAATOON, EKPABNON KaIl dNIoUPYia EQAPUOYAG. ZKOTTIUA YIO TO TIPWTO
AOYIOUIKO €yIve pia atTAr £TTIOEIEN TG XPrONG TOU KAl Ol POITNTEG aPEBNKav va UAOTTOINCOUV TV
aoknon Xwpig dAAn BoriBeia. MNa 1o deutepo AoyiopIKG aTmAWG avapTrBnKe n ekewvnan g
aoknon aT1o eClass kai {ntriBnke n avaptnan Tou Xdptn. O Adyog yia TNV amo@uyn emapkolg
evnuépwang ATav o1 €MBILYONKE va atrokThoouv TV aiobnan tng autoduvayiag o€ XeIpioud
VEWV EKTTAIBEUTIKWY AOYIOUIKWY. XTO Gnuegio autd TTPETTEl VO TOVIOTEI OTI TO OUYKEKPIUEVO
paenua ival o povadikd utroxpewTikd pdbnua yia 1ig TMNE ou repihapdvetal ato Mpdypauua
ZTToudwV Kal UTTEPXEl apIBUOG GOITNTWY TTOU BV €XEI TNV EUKAIPia va TTapakoAouBAoEl KATTOI0
GANO pdBnua emmAoyrg oxeTIKG pe TTE. ETrogévwg gival anuavTiko Katd tn SIGpkeia evag Yovo
efaurivou va atmoktigouv TiG Baaikég degiotnTeG oTig TTE.

Kartd 1 didpkeia Tou e¢aurivou emdIwxOnke va avattuyBei BETIKA ouvepyaTikr) dpdon Twv
@OITNTWY WETAEU TOUG Yo TNV UAOTTOINON Twv aoKAOEwv aAAd Kal TG ETTIKOIVWVIAG HE TOV
016dokovTa. H 6An dpdan ulotroirBnke eite otnv aiBouca didackaAiag e Trapoxr odnyiwy Kai
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emOEIEEWV yIa TIG AOKATEIG €iTE PE AUETEG OTTAVTIATEIG O EPWTATEIG TTOU UTTOBARBNKAV péow
NAEKTPOVIKOU Taxudpoueiou, €ite péaw €idikou forum.

Me Bdon Ta TrapoTavw, kataypdenke n SIOBEUATIKATNTA TWV OOKACEWY TToU TTapaddbnkav
Kai a&loAoynonke:

e Qv Ol QOKACEIS NATAV TTPOCAPHOCUEVEG YAWOOIKA, YVWOTIKG, aioBnTikd OTO yVWOTIKG
uTr6Babpo pabntwv AnuotikoU GxoAgiou yia Toug oTToioug uTToTiBeTal 8T TTPooPICdTAV TO
paBnaiakd uhikd Trou dnuioUpynoav (AEMMZ - ANZ tng EAANVIKAG yAwooag yia 1o AnuoTikd
(http://www.pi-schools.gr/programs/depps/),

* Qv 01 QOITNTES ATTAWG BIEKTTEPQIWOAV TNV EPYATia TTOU Toug avaTédnke r katéBaAav eTITTAéOV
Ao woTe va Tn BEATILWOOUV TTPOKEIMEVOU VA TNV TTAPAdWOOUV TTIO OAOKANPWHEVN KATT.,

* av akohoUBnoav Toug kavoveg deovToAoyiag yia Tn AoyokAoTTh,

* av ol epyaaieg Tapadobnkav Yéoa aTo opITUEVO XPOVIKS BIACTNHA TTOU TTPOKABOPIOTNKE.

A6 Toug 334 eyyeypapuévous @oitntéG ato pdbnua kai oto eClass, o 287 (85,9%)
dnuioUpynoav kai avaptnaav I0ToAdyio. Ao autolg aTo aTadIo TNG NAEKTPOVIKAG agioAdynong
Tou paBApaTog ouppeTeixav ol 223 (66,8%) ek Twv omoiwv 195 (87,44%) yuvaikeg kal 28
(12,56%) avtpeg (BA. Zxua 1). Ao autoug povo 2 (0.87%) dev oupttAfpwoay TARPWS TO
€PWTNUATOAGYIO, VW QVAPTNOOV OXONIA OTIG TTPOAIPETIKEG EPWTATEIG AVOIKTOU TUTTOU TOU
epwrnuatoAoyiou o1 120 (53,8%) otnv mpwtn (AfAwon 13) kai 108 (48,4%) otn delTepn
(AnAwon 33). ZTig ypatTég eCeTdoelg Tou pabnuatog TpoonABav 61 @otnTéG o1 oTroiol gite dev
OUMUETEIXOV OTIG OOKATEIG /) aTTO TIG AOKICEIG TOUG eV TTPOEKUTITE TTPORIRACINOG BaBuog.

MeBodoAoyia Tng épeuvag

O okomdg TG €peuvag gival va ueAetnBei kai diepeuvnBei pia epitTTwon didackahiog Twv TINE
o€ Maidaywyikd TuApa AnpoTikig Ekmaideuang. O1 Bacikoi dEoveg Tng digpelivnong agopouv
TNV amodoxn €K PEPOUG Twv GOITNTWV TNG XProng TG TTAatedpuag eClass wg péoo d168eong
eKTTAIOEUTIKOU UNIKOU, ETTIKOIVWVIAG pe Tov BIdAoKovTa Kal avTaAAayng apxeiwv Ue aoKnOEIS.
EmmAéov digpeuvrBnke o BaBudg avTaTroKpIoNG TWV QOITNTWY OTIG ETTIUEPOUG ATTAITACEIG TOU
MOBAUOTOG Kal 01 aTTOYEIG-TIPOTACEIG TOUG yia T BeATiwon Tou.
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To yéoo ouloyng dedopévv TToU XPNGCIYOTIOINONKE ATAV TO OVWVUHPO EPWTNUATOAGYIO
kAgioToU TUTTOU, EVW UTTAPXAV BUO BnAwaeIlg avoikToU TUTTou, n 13 kai n 33 ol oToieg kahouoav
TOUG (QOITNTEG VO AVAPEPOUV:

a) (AfAwan 13), onueia Tou padrjuarog Tou xpeialoviav YeyaAlTepn eupdduvon kai

B) (AnAwon 33), TpoTdoeig (yevikég & 1BIKEG) yia Tn BeATiwan Tou padnuarog.

Ma v amotiTwon Twv amOYewv Twv QOITNTWY OXETIKA We xprion Tou eClass katd Tn
di1daokahia Twv TTE og Maidaywyikd TUAKA, XPNOIKOTIONBNKE EPWTNPOTOAGYIO OTTOTEAOUUEVO
amo6 33 dnAwaoelg, To otroio diveTal aToug POITNTEG GTO TEAOG KABE efaprvou, we TUAPA TNG
dladikaoiag agiohdynong Tou diIdackouevou pabAuatog. MNa tnv ke dAwon n omavinTikr
KAipaka mepidapBdver €81 diaBabuioeig (tdtrou Likert), woTte va ammomipdTal ye apKETA akpipeia
N TPOCWTTIKA B£0N TOU EPWTWHEVOU WG TTPOG TO BEUa. Zuykekpipéva 0 = «Aev 1ox0em», 1 =
«KaBdhoux»/«Mn kavotroinTikr», 2 = «Aiyo», 3 = «METpia», 4 = «APKETA», 5 = «TTOAU»/«TTOAD
IKavoTroInTIKA». H TTapouadiaan 6Aou Tou epwrnuatohoyiou dev eival duvaTtdv va TTAPOUCIOTE
Myw Tepiopiouévou xwpou. H épeuva diegrxOn oto TEAOG Tou XeluepivoUu efaprjvou Tou
akadnuaikou étoug 2012-2013 o€ eukaipiokod Kal €BEAOVTIKAG oUPPETOXNG OEiyua 223 @oITnTwV
oo Toug 334 TToU ATAV EYYEYPAUUEVOI OTO TTAQIOIA TOU UTTOXPEWTIKOU paBuaTtog “Eicaywyr
otnv MNMAnpogopikr’. H cupARpwon Twy epwrnuatoloyiwy Kai n eTegepyaaia Twv SedouEVWY
¢yIve NAekTPOVIKE PEoW TNG TTAATOPUOG dnuioupyiag, diaxeipiong Kal cuAoyAg dedouévwy
Esurveyspro. To epwtnuatoAdyio dnuioupyRBnke nAekTpovikd oTnv Trapammdvw TTAAT@OpUa
OTT0U €iXav yivel OAEG o1 aTTapaiTNTEG EVEPYEIES VIO TNV EPEUVA, Ol OTTOIEG UEYIOTOTTOIOUOAV ThV
agloTmaTia Kal TNV eyKUpoTNTE TNG. TETOIEG EVEPYEIEG apopoloav:

* Tnv xpron agiémmaoTou Kal €yKUpou €pWTNUOTOAOYIOU TO OTToI0 XPNGIUOTIOIEITal yIa TNV
agloAéynan Tou diIdaokouevou padruarog (Mapaokeudtmouog, 1993),

* TNV MEAETN TWV XAPOKTNPIGTIKWY Tou deiyaTog, €101 WOTE N oxediaon Tou EpwTnUaToAoyiou
va £yEipel TO EVOINPEPOV Kal VO LEYIOTOTTOINGEI TN GUVEPYATia-ouppeToxA Twy @oitnTwy (Cohen
& Manion,1997, Javeau, 1996),

e TNV XpAon emayyeApamkAg TAATQOPUAS SNUIoUPYIaG NAEKTPOVIKWY €PWTNUATOAOYIWV
(Esurveyspro) pe Ta katdAAnAa epyaleia eUkoAng oulhoyng, TTegepyaaiag kal TTapouaioong
TANpogopIwV (KaokaAng K.a., 2004),

e TNV aTooTOA EeXWPIOTAG TPOOKANONG yia Tnv dIac@ANion TG Ouvaiveong Twv
OUPPETEXOVTWY (oKoTTOG) (Cho & LaRose, 1999),

* TNV dla@UAAgn ToU OTTOPPATOU TwV NAEKTPOVIKWY BIEUBUVOEWV TWV TTAPAANTITWY Kal Xprion
¢ykupwv domain names kai nAekTpovikwy dieuBuvoewv (Cho & LaRose, 1999),

* TNV ATOUIKY| ATTOOTOAN TNG TIPOGKANGNG - aTTd TO NAEKTPOVIKS UAvupa (email) Tou diIddokovTa
- oTnv nAekTpovikn Bupida Tou MNA®O MTAE (email duth) Tou @oiTnTA TTOU dRAWGCE TO PABNUa OTO
eClass,

* T SuvaTOTNTA €000V ATTd TO EPWTNUATOAGYIO OE OTTOIAdNTTOTE XPOovIKr aTiyur (Matdvng,
2010),

* Tn SUVATOTNTA ATTAVTNONG OTNV £PEUVA JOVO i OPA KOl GUVEXIONG TNG ATTOKAEIOTIKG aTTd
10 onueio TTou mMBavév va otapdrnoav (Mamdvng, 2010),

* 10 KA€idwua TNG duvaTOTNTAG ATTOGTOANG OTOIXEIWY G€ GANOUG EKTOG aTTO TOV EPWTNOEVTA,
TIPOKEIPEVOU VO TTAVTHTOUY,

* Tn duvardTNTa OTOV CUMMETEXOVTA va aTrooTeiAel email ekppddoviag TuxOv ammopieg Kai
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{ntwvrag dieukpivrioelg (KaokaAig k.a., 2004)

* TNV UTTOXPEWTIKI| TTAVTNON O€ OAEG TIG EPWTATEIS YIa TN WETABAON OTTO TNV WIa EvOTNTA TNV
emmoépevn (5 evoTNTEC), EKTOGS OTTO TIG OUO AVOIKTOU TUTTOU EPWTATEIS,

* T duvaToTNTa €AEYXOU TNG TTOPEIOG TOU €pwTnuaToAoyiou (un TPOCTTEAAaN, NUITEARS
ouuTTApwon, TARPNG cupTTAfRpwaon) (Mamavng, 2010),

* 70 QIAIKG TTEpIBAAMOV TOu epwTnuaToAoyiou & Tnv UTTapEn PTTAPag TTPOGdOU — EVOTHTWY
(Mamavng, 2010).

AmroteAéopara - AvAAUGCT) QVOIKTWY EPWTHCEWY

ATTO TOUG QOITNTEG TTOU GUUPETEIXAV 0TV épeuva ol 218 (97,75%) dnAwaav 6T uhotroIRBnkav
ol aTdx0!I Tou pabuaTog, evw 5 (2,24%) eixav avTiBetn dmoyn. H avdAuon twv dU0 avoiktou
T0TT0U dNAWOEWY, AVEDEIEE TIC TTAPAKATW OUadOTTIOINEVES BIGCTATEIG O OTTOIEG TTapoUaIddovTal
oToug Trivakag 1 & Trivakag 2.

. ApBpog dnhdoewv
] GYETIKOV TEPIEYOUEVOD
Awvopn) cuyypappdTov 03
Eppaévvon ot Aoyoxhom 08
Eppaéoven oto 16toh6yia 11
Eppdbuven oto Cmap tools 07
Ewayoywkd otig TTIE 13
[poywpnuéves texvikég pe TIE 12
ITAnpnG wcavomoinat) amd o puadnpo 24
IIpocéyyion padnpatog 27
IIpocéyyion epyacidv 11
Ataéwoéunta 04

Mivakag 1: AlAwon 13 — ZuxvdornTa AlaoTtdoewy

AvaAuTik6TEpa aTT6 TOUG 120 TTOU sUPTTAipWaav oxGAia oTn SAAwaonN 13 diIommoTWONKE OTI Evag
oAU pIKpSG ap1Buds @ornTwy 3 (2,5%) dev £xouv TTapardBel éva GUUTTANPWUATIKG oUyypaupa
TTou diavéuetal yéow Tou “EYAO=0Z". Eypdbuvon oe 6,11 apopd Tn AoyokAotrA (aiTieg, £vvoia)
¢ntnoav 8 (6,7%) @oitntég, yia Ta 10ToAdyIa (dnuioupyia-oxediaopdg) 11 (9,2%) eortntég kal
TOUG €vvoIloAoyIkoUG XapTeg (cmap tools) 07 (5,8%) @oitntég. Opiopévor etriong @oitntég 13
(10,8%) ¢ATnoav epBabuvon: a) oe BEpata oxeTIKA Ye eloaywyn oTig TINE (Aeimoupyia, xprion
utrohoyiaTr|, TTAofiynon-xpfon diadiktuou, MS Office) kai ) 12 (10%) o€ B€pata Tou agopolv
TTpOXWPNUEVEG TEXVIKEG WE TIE (TPOTTOG XPriong AOYIOUIKWY, €idn eKTTaIdEUTIKOU AoyIOpIKOU,
pabnon kai TIE, emegepyaoia video, diadpacTikdg mivakag). Amd 1i¢ 120 dnAwoeig kayia
Oev deixvel buoapéokela, aunAi f YETpIa IkavoTroinon atmd 10 pddnua. AvriBEtTwg 24 (20%)
ONAwaoav TTARPWG IKAVOTTOINUEVOI aTTO TO PABnua Kai «dev Ba GAAadav kdaT» Kabwg «ATav OAa
TTOAU IKQVOTTOINTIKG».

A6 Toug Trapamdvw 27 (22,5%), emoruavav BEuata TTOU a@opouv TNV TTPOCEVYIoN
Tou pabApatog kai 11 (9,2%) ot Bépata Twv epyaoiwyv. AvaAuTiKOTEPA O TTAPATNPROEIG
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TOUG ETTIKEVTPWONKav o€ Béuata Tou oxeTidovtal he algnaon Tou apiBuol Twv avapTnuévwy
0aoKAOEWV KaTd TNV dIGpKEIa Twv BIAAEEEWY, ETTITTAEOV oUVOEDT TOU PaBAPATOg pe TNV TTPEEN
Kal euBdBuvan atov TpoTO Bieaywyng Tou, 18iwg YEoa aTnv Tagn. Ze 6,1l aPopd OTIG EPYOTieg
ol QoITNTEG CATNOAV TTEPIOOBTEPEG 00NYieg, eEnyrioeig kai dieukpiviiaelg oTo eClass.

210 dAAwaon 33, armé Toug 108 TTou éypawav TIG TTApPATNPEACEIS Toug, ol 13 (12%) @oiTnTég
goTiaoav Ta OXONId TOUG : @) 0T XPrion (aTOMIKOU) uTToAoyIaTH KaTd TNV SIGPKEIR TOU JaBraTog
Kai B) TNV UTToXPEWTIKA A HEPIKA TTapakoAoUBnan Twv epyaaTnpiwy aTToKAEIOVTag TNV TTEQITITWON
TOU TTIPOQIPETIKOU epyaaTnpiou. Eviimwaon mpokdAeoe 10 yeyovog 6Tl kal o€ auTh TN dRAWGCN
ol eoitnTég 17 (15,7%) ouveyilouv va emgntolv TNV «PEYAAUTEPNY TTPAKTIKA GOKNGN GTOUG
uttohoyioTég. Me ageTtnpia 1o epyaleio «epyaaieg» Tng TAATQOPUAG eclass, 6 (5,5%) {ntnoav
TTEPIOOOTEPEG ATOUIKEG, AAAG Kol opadikég epyaoies. Evw 9 (8,3%) avalitnoav aTto epyaleio
«&yypagax» Tou eClass TepIogoTEPO UAIKG, TO OTT0I0 AOopOoUcE O€ GNUEIWTEIS, TIAPOUTIATEIG Kl
TTANPOQOPIES TOU YOBHUATOG OXETIKA HE TIG EPYATIES TOUG. ATTO TOUG CUMUETEXOVTEG OTNV £pEUVA
8 (7,4%) oxohiaoav BeTIKE TNV avaTPOPODOTNGN POITNTA-KABNYNTH, EVW OPICUEVOI TTPOTEIVAV
w¢ Auan tn dnuioupyia PIKPOTEPWY TUNUETWY A TNV dIEaywyr| TwV EpyacTnpiwy o€ YeyaAlTEPN
ouyxvetnTa i peyaAutepng didpkeiag. Etriong, 6Tmwg kai an dAwan 13, uévo 3 (2,8%) avépepav
o1 Oev £xouv TTapaAdBel Ta ouyypaupata, v 2 (1,8%) axohiaoav To Trepiexduevo Toug. Kai o€
auTh TN dAwon dev BpéBnkav apvnTikd axOAIa, EMONUAVOEIS Kal PICIKEG TTPOTACEIS yia GAAAYES
aTov TpoT0 diEgaywyrg Tou pabhparog. Atrevavriag, 21 (19,4%) eoitntég dAwoav Tnv amdAuTn
IKQVOTTOINGr| Toug atd 1o YABNUa Kabwg «Ta BEPaTa avaAlBnKav apKETE» Kal KATA TNV ATToyr)
TOUG «dev XpelaloTav YeyaAiTepn eupdduvaony.

et Aptew.”)g 6ql(bcaf9v
GYETIKOD TEPIEYOUEVOL
Yrohoyioti) & padnua 13
ITpoktikn & Bewpic 17
eclass — epyaoisg - opadikég epyucieg 06
eclass — viikd, onpeuboeg & TAnpopdpnon 09
eclass — avatpogodotnon, vrootipiEn & kabodiynon 08
Zuyypappoto 05
ITAipn¢ Kavomoinon amd To pabnua 21
TIIE 14
Aeéayoyi kot Epeocn pabnpoatog 08
Ato&wounta 07

Mivakag 2: AfAwon 33 — ouxvotnTa dlocTaoEWY

Evdiapépov TrpokaAei n emaveppavion oxoAiwv 14 (13%) @orrnTwy Kai o€ autr) T dRAwon,
OXETIKG e TN didoTaon TTou agopd o€ BEPaTA BOACIKWY Kal EI0aywyIKwy yvwoewv TTE, mwg
XPon UTTOAOYICTWY Kal TIEPIOOATEPWY TTPOYPAUMATWY. QG AUan TTpoTEivouv: a) Tov SIoXWwPIoTUO
TWV QOITNTWV O€ TUAPOTA apXapiwy Kal TIPOXWPENUEVWY B) TNV akOUn avaAuTIKOTEPN ETTEEAYNON
TWV EQAPPOYWYV — TTIPOYPOUUATWY Kal y) TNV TEpaitépw avaAuon oevapiwv Padnuatwy Kai
OpaCTNPIOTATWY PE UTTOAOYIOTH, TTPOKEIUEVOU VA OTTOKTHOOUV TNV avaykaio euxépeia yia v
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Xwpic @éPo aglomoinan Twv TIME o¢ diaBeparikn Baon.

Omwg oTig duo Trponyoupeveg diaatdoelg (TrpakTiKA & Bswpia, TIE) €101 kal o€ auth N
diaoTaon (dieaywyn Kai Tnv éueacn Tou pabruatog) amé Toug 8 (7,4%) o1 3 (2,8%) emintouv
TEPAITEPW ETTIOEIEN TTapadEIyYUATWY Kal ETTIEEAYNON TTPOYPaUdTWY, evw 5 (4,6%) emdnTolv
£uQaan o€ 0Tl aQopd OTNV TTPAKTIKA EQapuoyr-Trapouaiacn dlapopwy pabnudTtwy Ye XpAon
TNE péoa otnv 148N.

ZuATnon

H avdAuon Twv atroteAeudTWY OE OXEON PE TN OUVONKA €IKOva Twv @oIrnTwy Oeixvel OTI
ol QOITNTEG ATAV TNG ETToWNG OTI Ta EKTTAIBEUTIKE AOYIOMIKA TTpWTa TTPETTEN VO EMISEIKVUOVTaI
ME AETITOPEPEIEG KOl OTN OUVEXEIR va uAotToloUvTal ol acknaelg. Or emddaoelg Toug £8eiEav oI
TTAPOAO TTOU EVOEXOUEVWG VA BUCKOAEUTNKAV GTNV UAOTIOINON Twv aoKAOEWY, €vioUToIg Ta
KOaTaQepav.

Evw Ta amapaitnta ouyypduuara avaptidnkav oto eClass amd tnv Tpwin nuépa Tou
paBuaTtog Kai n pévn kabuatépnaon Tou TrapatnpABnke ftav éva Bondntikd olyypapua amd
Tov “E0d0&0” Trou dev diavepuiBnke £ykaipa g€ GAOUG TOUG QPOITNTEG, UTTAPEAV TTaPATTOvVa Yid
TNV KaBuatepnuévn diavopr). MBavov opIGUEVOI GOITNTEG VO UNV eixav avTIANGBE Ta emuEpoug
NAEKTPOVIKG OUYYPAUUaATA-ONUEIWOEIS TTOU fATav avaptnuéva ) dev gixav ouvnbioel va Ta
XPNOILOTTOIoUV.

ATO TNV GAAn pepid TToAAOI @oITNTEG/TPIEG €iTe AOyw OIKOVOMIKAG SUOKOAIOG €iTe yiaTi
epyadovral, dev TTAPAPEVOUV 0TV TTOAN £dpa Tou TuAuaTog ) dev ouvnBidouv va mapakohouBouv
T pabAuata. H aviaAAayr] aoknoswv kai n S1IGBean Twv CUYYPAUPATWY Kal TOU UTTOAOITTOU
UAIKOU TOU JaBrUATOG PECW TNG NAEKTPOVIKAG TTAATPOPUOG TOUG KPOTOUTE EVNUEPWHEVOUG UE
T TEKTAIVOUEVO KO CUMETEIXAV OTIG dpaoTNPIOTNTEG TOU PaBAUOTOG WE 181aiTEPO CrAO.

ATTO TIG NUEPOMNVIEG AVAPTNONG TWV AOKACEWY TTOU GaivovTal TA IGTOAGYIA, TTApATNPEONKE
OTI JEYGAO TTOCOOTO OOKACEWV QvVOPTABNKE TIG NUEPES TwV BIOKOTTWV TWV XPIGTOUYEVVWY,
ToAEG O avruepa Twv opTwv(!). Paivetal 6T A To emBapupévo TPOYPAPUa aTToUdWY BevV
TOUG EMITPETTE VO APIEPWVOUV XPOVO KATA TN SIAPKEID Twv PadnudTwy A OTI TIG NUEPES Twv
dlakoTTwv eixav BorBeia atré olkeioug Toug.

Ympgav TPoTdoeIg yia TTPOCavVaTONONG Tou JaBruaTog TTepIcadTepo aTn SISAKTIKA TTPA¢N
Kai aTn d108eaTikr) didaokahio GAAwY pabnudatwy pe xpron Twy TTMNE, rapsho Tou gixe e¢nynoei
oTig BIoAECeIg 6T BépaTa dlaBeuaTikig didaokaAiag Ba avaAuBolv TTEPICOOTEPO OTA OXETIKA
poBAuaTa eMAOYNAG KOl OTI AVTIKEIMEVO TOU GUYKEKPIPEVOU PABAPATOG £iVal O «EUTTAOUTIOUEVOGH
TTANPOQOPIKOS YpapUaTIonds. O TTPOTACEIS OPWGS TWV QOITNTWY OTO OUYKEKPIUEVO BEpa
Oeixvouv kal pia avnouyia kai d1aBean yia TepIoaoTEPN EVNUEPWAN OXETIKG pe Tig TTE.

Av Kal UTTAPXE OUVEXNG evNUEPWAN TOCO Katd Tn Sidpkela Twv BIAAEEEWY 600 Kol UECW
pnvupdtwy tou eClass pe dieukpIvioTIKE oXOMO yia TIG OOKACEIG KOl yio TNV TTopEia Tou
paBiuaTog, oxOAIa opIoUEVWY GOITNTWYV dEiXVOUV OTI BEV ATAV EVNUEPWEVOI YIa TA QVTIOTOIXA
Béuara. Auto ptropei va ogeiletal gTo yeyovog Tl dev Xpnaiyotoioloav 1o email TakTIKE 1 TiG
uttnpeaieg Tou eClass.

Ymmpgav @oitntég TTou {ATNoaV EMTTAEOV OOKNACEIG PE EKTTAIOEUTIKA AOYIGUIKA yeYovOg TTOU
Oeixvel 0TI TO OXETIKA ETTIBAPUUEVO TTPOYPAUUA TOU JaBrUATOG OEV TOUG TITONCE Kal €iTe AOyw
eviIOQEPOVTOG €iTE AOyw TTPONYOUNEVNG EPTTEIDIOG WE TO AOYIOMIKA Twv QOKACEWV E€iTE yiaT
Bewpnoav 6Tl TTPOKEITAI YIO XPACIMO Hddnua, fTav diaTiBéuevol va kataBdAouv eTTITTAEOV KOTTO.
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Omwg deixver kai n 81eBvAG BiBAIoypagia (Lim et al, 2011) n avaBeon TEPICOOTEPWY EQPYATIWV
OTOUG POITNTEG € CUYKEKPIUEVA XPOVIKG TTAaiola Tou paBripatog, Ba Toug BonBolae anuavTIkd
va euBabuvouy TrepicadTEPO aTa Pabnuata yia TME.

OeTiIKd gival Kal To yeyovog 0Tl KaréBeoav Tov TTPOBANUATIONO TOUG OXETIKA pE TTPORAEwn
yia dloXwpIoPO TWV QOITNTWY TOU TTPOTIPETIKOU EPYOOTNPiOU TTANPOYOPIKAG OF TUAPATA
«APXAPIWVY KAl «TTPOXWPNUEVWVY PE OKOTTO ATTOKAEIOTIKA TNV OMOAGTEPN dlEEayWYT) TOU KOl TN
peYaAUTeEPN aTTOTEAEOHATIKATNTA TOU WG TTPOG TNV TTAPOXH YVWOEWV.

Opiopévor gitnoav kai TepIoodTePn €€0IKEiwaN pe opadikég pyaaies, waTe va Bonbouvral
peTagu Toug atnv uAotroinan Twv epyaciwv. Eixav emdeixBei kamoia opadoouvepyaTikda project
Kol avaAUBnKkav Ta TTAEOVEKTAWOTA TOUG, AAAG N eKTETaPEVN XPpAON OJadIKWY Epyaciwy eV ATavV
€UKOAN OTO OUYKEKPIMEVO pABnua AGyw Tou TTARBOUG TWV QOITNTWY Kal KUpiwg AGyw TnG euong
TOU pabApaTog.

ZupTrepdopaTa

210 Moudaywyiké TuApa Anuotikig Ekmaideuong utrdpxel apiBuog pabnudtwy Tou KOAUTTTE
omo BIaQOPETIKEG TTAEUPEG TN Xpron Twv TMNE otnv ekmaideuon o€ emimedo Emudpewong
B’ Emimédou kAGdou ME 60-70, aAdG autd katd KUpIO TT0000TO dIBACKOVTAlI WG HabrjuaTa
emAoyng. ‘ETol, kaBwg o goitnTr¢/Tpia oAokAnpwvel TIC 0TTOUdEG Tou evdéxeTal va B1dayBei pdvo
TO UTTOXPEWTIKO WABNUa TTOU avaykaaoTIKE TrepIAaUBAVEl Wia ypriyopn €TIOKOTINGN TTOAAWY
BepdTwy. O1 yWWoeIg QuTEG GaivovTal va Pnv ival ETTAPKEIG  TOUAAXIOTOV O@AVEl OTOUG POITNTEG
auTA TNV evtOTTWON.

O1 goitnTég/Tpieg Tou TUAPATOG TTOU TTPOEPKOVTAI OTTO KOTOTOKTAPIEG ECETAOEIG TTOU €ival
TITUXIOUXOI KUPiwg TunUaTwy BewpnTikwy otroudwy kai diapopwyv Tunudtwy TEI, atepolvtal
YEVIKG TTPAKTIKAG EPTTEINIAG G€ UTTOAOYIOTEG, AV KAl OTNV avaAuTIKY Toug BabuoAoyia emmdeIkvUouvy
onuavtikdé apiBpd pobnuatwv TIME. E&aipeon ¢aiveral va amoteAoUv eKeivol TTOU €XOUV
OXETIKN eUTTEIpiO 0€ KATTOIO €pyaaia TTou amagyoAouvral. Me agoppr TNV TTOPATAHENGCN GUTA
onuioupyeital évag upuTtePog TTPORANUATIONAG yia TIG OECIGTNTEG TTOU OTTOKOMI(OUV  OTTOQOITOI
opIopEVWY TUNEATWY EANVIKWy MavemoTtnuiwy oxetikd ye 1ig TMNE kai Ba rjtav onuavTiké va
avalntnBei Abon o€ autod To TTPORANUA.

H xpnon tng mhatpdppuag eClass pe Tov TPOTTO TTOU XPNoIPoTIoIRBnKE aT1o pdbnua, Borénoe
oTn diaxeipion Tou 1B10iTEPA PEYAAOU apiBUoU QOITNTWY Kal CUVETEAETE GTNV TIPAKTIKK AOKNoN,
TN GUOTNMATIKA KA GUEDN ETTAQK TWV EKTTAIOEUOUEVWY UE TOUG UTTOAOYIOTEG TTOU BIAQOPETIKA
Ba riTav e€aipeTikG dUGKOAN, Adyw TnNG EAAEIYNG TTpoowTTiKoU Tou EpyaaTtnpiou kai Tou TraAaiol
efomhiopou. Ta Bacikd TTAovekTAUATA TG XPAONG TNG TTAATGAPUAG OE CUVOUAONO HE TNV
ouvexn aviahAayh aoKAoEwWV cuvoyidovTal oTnv:

* £VOOXOANON TV QOITNTWV PE TO Pddnua o€ 6An Tn dIAPKEIQ TOU EEaIVOU OKOUN Kal TwV
@oITNTWV TTou dev dlapévouy Yovipa aTnv TrepIoxn,

* OIKOVOMIKI] avakoU@Ian OpICUEVWY @oITNTWV TTou Oev BiKaloUvTal GuyypduuaTa, Ogv
dlapévouv aTnv TEPIOXT, KATT.,

* BeATiwon TG pddnaong 6mwg @aivertal amd v TENIKA afloAéynan,

* amrOKTNON YVWOEWY Kol OEEIOTATWY aTtrapaithTwy yia 10 VEO Yn@iakd aXoAgio,

* BepeAiwaon yvwoewy Kai de€lotTwy yia Tov 21 aiwva,

* TIEPIOPITUOG TOU WN@QIOKOU aTTOKAEIGUOU WE TNV algnon TNG CUPUETOXNAS TWV GOITNTWY OTNV
ekTTaIOEUTIKA dlodIKaoia.

82

PEDAGOGY theory & praxis, 6/2013



Aidaokahia Twv Texvooyiwv MAnpogopiag kar Emmkovwviwv (TTTE) ue Open eClass ae Maidaywyikd Turua

H xprion g mAaTeoppag aclyxpovng eKTaideucng oe ouvdudoud pe TIG avapTAOEIS O€
I0TOAYIO yIO TO BEWPNTIKG PaBAuaTa Kai TV TIPOKTIKA Twv @oitnTwy o€ Bépata TTE, kpivetal
BetikdTaTn a1T6 TNV TTAEUPA TNG dIaYEiPIONG Kal TG OIKOVOIag KOl iowg va ATaV aKOuN KAAUTEPN,
av avTi Twv 1gToAoyiwv gixe emAexBei TAatedpua e-portfolio (1rx. Mahara ) étrou opyavwpéva
TAov oI @oitnTég Ba avaproloav TIG €pyacieg Toug, Ba UTpXaV TIEPIOCOTEPA EPYaAEia
dlaxeipiong Twv avapToewy kal emTAéov Ba pmopoucav va avaptnBolv Kai dIa@opeTIKATEPA
€idn aoKAOEWV TTOU €K TNG PUOEWG Toug dev ival duvaTtd va avaptnBolyv ag IoToAdyia. ETiong
av otnv aiBouoa dloAECewv utpxe diktuo WIFi kai ye autd Tov TPOTIO O POITNTEG/TPIEG
uTopolcav va XpnoiPoTTololV TTPOCWTTIKOUG UTTOAOYIOTEG KATA T SIdpKeEIa Twy PadnudTwy, n
oUvdean Toug pe TN IBAKTIKA TTPAEN iowg va ATav KaAuTepn.
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Abstract

This work is motivated by the very recent translation of “Wealth” by Aristophanes in the so
called “xirokraniotiki dialect” from a popular translator. The paper attempts to illuminate an al-
loy of linguistic varieties which is influenced by the thessalian dialect. In conjunction with social
parameters this alloy allows the creation of a more specific language called “the language of
craftsmen”. The local dialect of mountainous village of Xirokranias Elassonas composes a geo-
graphical dialect and at the same time is mixed with elements of social dialect. Consequently,
strict delineation of specific local dialect, as a pure horizontal variant or as a pure social variety
becomes very difficult if not precarious to be made. In several cases this local speech seems to
be moving at the boundaries between dialect and idiom. The paper concludes that the creative
interplay of language varieties a. produces a durable linguistic result that touches the today,
such as the translation of aristophanic comedy, and b. justifiably leads to the protection of lin-
guistic diversity.

Keywords
linguistic diversity, thessalian dialect, idiom, social variation

MepiAnyn

Me agopun Tnv oAU TTpdo@arn ueTdppacn Tou «MAoutou» Tou ApIoTOPAvN 0T Aeyouevn
«&npokpaviwTikn viommoAaNid» ammd Aaikd pETaQPacTr|, N €pyacia €TIXEIPE va QwTioel Eva
eTNPeacpévo atd Tn Beooalikr| SIGAEKTO KpApa YAWCTIKWY TTOIKIAIWY TO OTT0i0, 0€ GUVOUAT UG
ME KOIVWVIKOUG TTAPAPETPOUG, ETTITPETTEN T dnuIoupyia pIag £1I81IKOTEPNG ouvBNUATIKAG YAWOOOg
TToU ovouddetal «ta aoTopIka». H TOTTIKA SIAAEKTOG TNG OpEIVAG «=npokpavidcy EAacoodvag
OUYKPOTEI Jia yewypa@IKr SIAAEKTO N OTTOI0 WO TOCO SIATTAEKETAI UE OTOIXEIO KOIVWVIKAG OIOAEKTOU.
Kata ouvémela, kaBioTatal TToAU SUCKOAN €dv OxI Kai €MOQAAAS N auoTnpr] oploBETnon NG
OUYKEKPINEVNG TOTTIKAG AANIGS w¢ apiyoug opIfovTiag TTapaAAayig 1 wg avoBeuTng KOIVWVIKIG
TOIKINIOG. € apKeETEG JANIOTA TTEPITITWOEIG N dlaQOoPOTIOINON POIASEl va KIVEITal OTa OpIa ETOEU
OlaAékTOU Kai 18ILPaTog. H epyacio OAOKANPwVETal PE TO CUUTTEPOOHO OTI N dNMIOUPYIKA
O0UWON TwV YAWOGIKWY TTOIKIAIWV 0. TTAPAyEl va avBeKTIKO 0TO XpAvo YAWOGCIKO aTTOTEAEOHO
TToU ayyilel To oruEPa, OTTWG €ival N JETAPPOOT VOGS apIoToPavikoU £pyou, Kai 3. aimoloynuéva
odnyei oTnv TTpooTacia TG TePICATNTNG TTAEOV YAWOGIKNAG TTOIKIAOTNTAG.

Aégeig — kAe1did
YAwooiknA TToIkIAia, BeGGOAIKR BIGAEKTOG, 18iwHa, KOIVWVIKE TTapaAlayn
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Eicaywyn

H mpwrn éviutn PeTa@pacn €vog ToINTIKOU-BEaTPIKOU KEIEVOU OTNV «KPAVIWTIKN» 1
«ENPOKPAVIWTIKN VTOTTIOAGAIG» aTTé £va Adikd kal aveTITASEUTO BNIOUPYO TTAPOUTIALEl EVTOVO
emaoTnuovikd evdiagépov. H epyaaia agopudral amd 1o yeyovog Tng eAeUBepng peTdepaong
ToU «MAoUTOUY» TOoU APIGTOPAVN TTIOU YPAPTNKE Kai dIdAxTNKE TTpIv 2.500 xpdvia' até 1o Adikd
peTappaoth I. MTaAr otnv 1otk TToIKINia. O PETAPPACTAG XPNOIPOTIOIET TOTTIKEG EKPPATEIG
Kal «paoTOPIKEG» AEEEIC TTOU €xouv evowudaTwOel atnv KaBnuepivly TTPo@opik Aahid Tou
XwploU. Zuvokikd atn petdepacn xpnoipotrolotvTal 1000 TepitTou AEEEIS Kal EKPPATEIS OTTO
TNV TIPOYOPIKA ETTIKOIVWVIa TOU XwploU yévvnang Tou, Trou gival n Kpavid EAacaoévag, yvwaoTr
Kal WG =npokpavid.? H kaivoavig amédoon Tou apioTo@avikoU €pyou TTpoadidel pia véa
AEITOUPYIKOTNTA O€ €va IBiWpa TTOU QVTILETWTTICETAl WG PEPOG 1) Kal TTapakAGdI TnG Beaaahikig
OIOAEKTOU KOl TAUTOXpOVA TTETUXAIVEI TNV KaTaypa®r Tou, dedopévou Tou diapkoug KIvoUvou
ouppikvwaong Twv SIaAeKTIKWY TrapaAaywy (ZeTdtog, 1978).2 H ouykekpiyévn TommKA Aahid
TponABe amd Tn ouyxwveuon otn Béon g Kpavidg mAnBuopol atmmd emTa dIa@OPETIKOUG
EYXWPIOUG OIKIOUOUG Kal JIKPOOIKIOHOUG! e olkoyéveleg até Tnv ‘Hireipo (Epaéka), Tnv Koddvn,
10 AouTpd, T0 MANIO, AAAG KOl BAGKIKEG KaI COPAKATOAVIKES.®

H epyaoia &ekivd e Toug amapaitntoug opIopoUg Kai EIBIKEUEI OTNV «KPAVIWTIKN AaNId,
N «paoTOpIKN YAWoooy kal Tn 81ao0vOeoH NG We TN BeoaaAIKr BIGAEKTO. ATTOKAAUTITETAI TO
BAB0G TwWV «UOCTOPIKWVY, N BIEIGOUTIKATNTA TOUG OTNV KOIVOTNTA, aAAG n Beapartikh didxuon
TOUG 0€ TTANBUCLOUG BAAWY TTEPIOKWV. 2T CUVEXEIR, avadEIKVUETAl N TTApAywyIKr didoTacn
NG BIWUATIKAG OXEONG TTOU €€l avVaTTTUEEI O BNUIOUPYOGS WE TN YAWOOIKR TTOIKIAIG TOu XwpioU
TOU KaBwG Kai n duvapikh Tou TOTTIKoU YAWOOIKOU £pyaAgiou og ouvapTnan We TN aglotroinon
TWV UYXPOVWY TEXVOAOYIKWY PETWY TTOU UTTNPETOUV TN BIGCWOR Tou. Ev TEAEI, OTTOKAAUTITETOI
N avOEeKTIKATNTA PIAG YAWOOIKIG TTOIKINIGG TTOU KATAPEPE VO EKPPATEI, OKOUN KAl O OUVOAKEG
€0WOTPEPEING, Ta ouvaioBuara, Tig Béaeig Kai Tn SIABean yia {wh YOG CUYKEKPINEVNG KOIVWVIKAG
opddag, n otoia akUupwae Tn oePAyida TNG KOIVWVIKAG «KATWTEPATNTAGY KAl avaipeae IoXupd
OTEPEGTUTIA TTOU OUVOEOVTAI JE T XPAON TWV SIGAEKTIKWV TTAPAAAQYWY.

1 H kwpwdia MAoutog ypd@tnke 10 388 1.X. Me T0 £pyo autd o ApioTopavng dIaKWHWOET TNV KOKI| Slavoun
ToU TU@AOU MAouTOU.

2 H Kpavid Bpioketal ota olvopa Tng Bopeiag Oeooahiag kai TG votioduTikAG Makedoviag avapeoa ota
avarolikd Xdaoia Opn kai aTto 6pog Audpptren. Avrikel 1o vopd Adpioag Kal ouvopeUel Pe Toug vopoug KoZavng
Kai ['peReviv.

3 Qotéoo Ta TEAEuTaia XpbvIa TTAPATNPEITAI OTO VEATEPO TNAEOTITIKG BNUOCIOYPAPIKO AGYO TO PAIVOUEVO TNG
ueTaRacng atmé 1o dopikd Kal AEIToupyIkd TrepIopIouS Twv SIOAEKTWY OTNV €K VEOU XPrON TOUG.

4 MNnyadia, Kapud, Mupva, Admara, MaAiumpdki, Mavayid-Nidviooa K.a.

5 O yMwooIKGG auTtdg TTAOUTOG GUYKEVTPWVETAI O «YAwaOodpl» OTO TEAOG TNG UETAPPAONG, HE TIG OXETIKEG
EMEENYATEIG.
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01 81dAexTOl, 01 TroIKIAiEG - OpIoHOI Kal TTEPIOPIOUOI

H yAwooa 8ev ouvioTd €va OloIoyeVEG Kal OUOIGLOP@O GUVOAO aAAG XapaKTnpileTal ammd
v UTapgn dlagopoTToINPéVWY JOPQWY TTou gu@avifovtal aTo TTAaiolo evég kal Tou autou
YAwoaikoU KWAIKA, UTTé TNV €O TTAPAPETPWY OTTWG O TPOTIOG, O CUVBNKEG, O OKOTTOG
™G emKoivwviag K.a. To @aivépevo autd ovopdletal yAwoaikr toikihia (MATong, 1996:
31). H yAwooikr TroikiAia ival ouciooTIKG n TPaypaTwaen Twy BIaQOPOTIOICEWY KAl TWV
OI0CTPWHATWOEWY TIOU XAPAKTNPI(ouV TNV KOIVWVIKY opydvwaon, dedouévou 0TI n Kolvwvia
Oev gival ouptrayng, ouTe emmiedn. XToUG KOATTOUG KABe  KOIVWVIKOU GUVOAOU UTTAPXOUV
uTTOGUVOAQ, OPABES, OTPWHATA Kal TAEEIG, WE 1IDIaITEPA XAPOAKTNPIOTIKA Kal IBIAITEPEG AVAYKEG.
O1 ouyKeKPIUEVEG YAWOOIKEG TTAPAAAQYEG GUYKPOTOUV TO PAIVOUEVO TNG YAWGTIKAG TTOIKINIGG N
otroia egavicetal o€ duo diaatdoelg (MATang, 6.11.: 90-1), A, 6TTwg Ba kaTadelxOei TTapakdTw,
O€ TTOPAYWYIKA Kal QVOEKTIKF) GTO XPOVO JIATTAOKI QUTWV TwV SIACTACEWVY.

H didoTaon Tou xwpou Tpoadiopilel TN YEWYPAPIKA 1) 0pICOVTIa TTOIKIAIG TTOU TTPaYUATWVETAI
MEOW TWV SIOAEKTWYV 1 TWV TOTTIKWY IBIWKATWY, EVW OTO ECWTEPIKO TOU EKACTOTE KOIVWVIKOU
OWUOTOG AVATITUGCETAI N KOIVWVIKN I} KABETN TTOIKIAIQ, JETW TWV ETTAYYEAUATIKWY YAWOOWY, TWV
OlaAékTWwV ToU TTEPIBwpIoU, TNG YAWTOAg Twv VEWV Kal 01 uévov.8 H TroikiAia Twv mapahiaywv
MTTOPEI VO UTTNPETEITAl JEOW TWV OIGAEKTWY, TwV AANOAEKTWY,” TWV KOIVWVIKWY SIGAEKTWYV, TwV
KOIVWVIKWY 0ANOAEKTWY,® aAAG Kal TNG UTTapENG Twv cuvBnuaTikwy yAwoowv® (Ppaykoudakn,
1999: 63-64). EmmpoobEéTwg, kTOG atmd TIG SIaQOPOTIOINTEIS OTO £TITTEDO TNG MOPPAG TNG
yAwooag (MATong, 6.11.: 46), ammavtwvTal Kai diaBabuiceig atnv ekueTdAAeuon autol KabauTtou
TOU OUGTAUOTOG, JE GUVETTEIQ Ta DIOPOPETIKA ETTITTESA UPOUG.

MoAovoTl Ta YEWYPOPIKA KOl KOIVWVIKG 1Idiwpata gival icodivapa kai diabétouv Tig idieg
EKPPOAOTIKEG dUVATOTNTEG, v ToUTOIG dev ammoAauBdvouv Tnv idia Koivwvikh katagiwaon. ‘Eva
amd auTd, yia AGyoug 10TOPIKOUG f KOIVWVIKOTTONITIKOUG KQI OIKOVOMIKOUG KaBIEpWVETAI aTTd
v emionun €gouaia wg n emionun yAwooa Tng opyavwyévng TroAireiag. Mpdkerral yia Ty
KoIvR A €BviKA yAwaooa n omoia agoU TepIBANBEi e kKUpog Kal kKaAAigpynBei ouaTnuaTiké amd
Tov TUTTO Kau TNV Aoyotexvia,®  kwdikoTolgital ionua kal €MRGAAETAI OTN OUVEIdNON TWV
MEAWV TNG EKAOTOTE KOIVOTNTAG, WG TO EKPPACTIKOTEPO KOl TEAEIOTEPO PECO. ZUVETTEID €ival Ta

6 ZUpwva Pe TOUG OPICUOUG TTOU  OTTAVTWVTAI YIA T YEWYPOPIKK) KAl KOIVWVIKF TOIKIAIa 0To XpIoTidng,
2001:310,315:

-Fewypa@ikr ToIkIAia/ SIGAEKTOG gival N YAWGOIKT| TTOIKIANIO TTOU OUVOEETAI UE GUYKEKPIUEVO TATTO Kal SlakpiveTal
ad TV KOIVA YAWoOoo BACEl YEWYPAPIKWY TIAPAAAAYWY TTOU a@opoUv OAa Ta YAWOTIKA eTTiTreda.

-Kovwvikr) TroikiAia/ KoIvwVviKr| SIGAEKTOG/ KOIVWVIOAEKTOG Eival N YEWYPAPIKHA TTOIKIAIG TTOU €ival XOPOKTNPIOTIKT
OUYKEKPIPEVNG KOIVWVIKIG OJAdAG.

7 AnAadn TwV YEWYPOPIKWY TTAPAAAaYWV TTOU BEV €ival APKETA PEYAAEG WOTE Va aTTOTEAOUV DIOAEKTOUG.

8 Me GMa Adyia Twv KOIVWVIKWY TTapaAAaywv Tou Oev €ival apKeTd OIEUPUPEVEG WOTE VO aTTOTEAOUV
OI0AéKTOUG.

9 Omwg eival yia TTapAdelyPa 0l YAWOTEG TWV CUVTEXVIWV, TA ETTIOTNHOVIKG TEXVIKG 1I01IWHOTA, aAAG Kal n
AEyOUEVN «aPYKOY.

10 ZApepa, iowg, Ba utmopoloaue va TTPOCBECOUNE Kal Tn «VOUIUOTIOINCN» PECW TNG XProng amoé Ta péoa
padIkAG ETTIKOIVWVIAG.
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utroAoITTa IdIWKATA Kol TTAPaAAaYEG, UUTTEPIAAUBAVOUEVWY KOl TwVY BVOTIKWY TToIKIAILY," va
QvTIMETWTTICOVTOI JE TTPOKOTAANWN, va afloAoyouvTal WG UTTOBEETTEPA KAl va XapakTnpidovTal
«KaTWTEPOI» 6001 Ta PIAoUV (MrTang 6.11.: 92). O MATaNg BéPaia (6.11.) oTTEldEl va XOpaKTnPioel
TETOIOU €idOUG QVTIAYEIG, aTTO YAWGOOOAOYIKAG TTAEUPAG, QVTIETTIOTNUOVIKES, TOVICOVTOG
0TI OAEG Ol QUOIKEG avBPWTTIVEG YAWOTESG -Gpa Kal oI DIGAEKTOI Kal Ta 1IBILKATA- €ival TO B0
OTTIOTEAEOUATIKEG KOl EKPPATTIKEG.

Ta diakpITa 6p1a METAEU BIAAEKTOU Kal IBIWUATOG

Ta «KpaviwTika» Ba utmopoucav va opIoToUV wg ia eMIPEPOUG, IBIGUOPPN, EEXWPIOTH
TTEPIOPITUEVN BIAAEKTOG €T OTNV KOIVA aTTOBEKTY| opIAoUpEVN Beaaaikr| didAekTo (T{dpTavog,
1909/2008) tnv omoia pIAGve o1 ‘EAAnveg TTou katoikoUv Bopeia Kai TTavw atmo Tn Aauia kai
Kupiwg aTIg TTepIoxéG TN Ocaoaliag, Tng AuTikrg Makedoviag kai ae peydAo uépog Tng Hreipou
(MmaAng, 2012: 12). Zmv mpayparteia Tou «[epi TNG cuyxpovou Oeacalikig AIOAEKTOU» O
AxiIAéag TZaptdavog avagépel o1 «tnv Beacahikiv TalTnv didAekTov Ba ndUvaro TIg iCwg va
ovopdan avelpévnv Bopeiov vewtépav EAANvIKAv». QoT600, aVTIUETWTICOUHE PE OKETITIKIOPO
TO XOPOKTNPIOUS TWV KPAVIWTIKWY WG «ETTIHEPOUG DIGAEKTOUY, SIAKPIVOVTOG TTPWTIOTWS TNV
évvola Tng diaAékTou atd auth Tou IdiwpaTog. Kartapxdg, 1diwua gival n yAwoalkr| TroikiAia Trou
gival xapakTnpIoTIKN evog TOTTOU, aAAG Sev TTapouaiddsl anuavTIKEG DIOPOPES PE TNV KOIVA, WOTE
va Bewpeital DIGAEKTOS TNG." To TOTTIKG 1IBiWA PTTOPET VO TOUTIOTEN LIE TN YEWYPAPIKI TTOIKIAIQL.
AtrevavTiag, n O1IGAekToG €ival éva 1Idiwpa Pe peyaAn €KTacn f YE onUAvTIKEG dIOPOPES aTTd
TNV KOIVI| GTNV TTPOPOPA, OTn pHop@oAoyia, aTn auvTagn kai a1o Ae€IAdyIo, aAAd dev BswpeiTtal
dlapopetikr) yhwooa (AKN: 358)." Katd ouvETTela Ta KpaviwTIKa O€iXvouv va KIvouvTal oTa
opia uetafu SlalékTou Kal 1IDIwWUaATog. QaT600, TO YEYOVOS OTI AQOPOIVOUY TTARPWG TOUG
YPOMMOTIKOUG KOVOVEG TNG KOIVAG, TIAPATTEUTTEI GTNV GTTOWN OTI £XOUKE VA KAVOULE TIEPIOTOTEPO
pe éva YAwaooiko 1diwpa ou emTnpedetal dpacTikG atd Tr Be00aAIKr SIGAEKTO.

Ta «KpaviwTika» Kail Ta «JAOTOPIKA» - OPICHOI

H kpaviwtikn didhektog diaBéTel Aéeig maAikng, OAaBIKAG, apPaviTikng Kal TOUPKIKIG
TpoéAeuang, aAAG Kal apyaloeAANVIKEG AEelc. H 1B1aITepdTNTA TNG KPAVIWTIKNG VTOTTIIOAQAIGG
OXETICETAI PE TNV EVOWPATWON TWV KOUdAPITIKWV AECEWY, dNAadN Twy «PacTOPIKwV» (ZTTavOG,
2000). Ta «pacTopika» 1 «koudapiTika»™ ptmopolv va XapaktnpeioTolv wg dia @Twyn o€
apIBud Aégewv «yAwaaoar, dedopévou 6T 0 apIBUES Twv ACewv autwy Kupaivotav ommd 100
¢wg 300 Trepitmou. Ta «koudapiTikay dlOKPivovTal yia Tov ouvBnuaTIkG, aAAG Kal AdiKATpoTTO
XAPOKTAPA TOUG. ZUYKPOTOUV it KOIVWVIKA TTOIKIAIG KaBw¢ JIAIGVTOUCaY OTTO TOUG OOTOPOUG
oTnv euplTtepn TepioxA TN Heipou kal péow autwv dlaxuBnkav oToug TOTTOUG OTTOU QUTOR

11 Na v évvoia NG €BVOTIKAG opddag kal eBvoTikrg TautdtnTag BA. atnv ékdoon Mwaooikr) AvamTugn Tou
EAAnvikou Avoixtou MavemoTnyiou, Marpa, 2001.

12 18iopaTa TG EAANVIKAG PHTTOPOUV VA XapaKTNPIOTOUV TOTTIKEG TTAPAAAAYEG, OTTwG TNG ZUUNG, TG Xiou, Twv
Awdekaviiowv, Tou BopelogeAAadikou xwpou, Twv KukAddwv, Tng ZapoBpdkng. MNa mepioadTepa, BA. kal XpioTiong,
2001 (emip.), 314.

13 Adyou Xdpn, N KUTTPIOKY), TTOVTIOKI, POUMENIWTIKN SIGAEKTOG. XTO ETTITTEDO TNG aPXaiag EAANVIKAG SIdAEKTOI
ATaV N 1WVIKA, N aTTIKn, N aloAiKA kai n dwpikA (AKN: 6.11.)

14 BA. ka1 70 «KoudapiTika Tng S0UAEIAG» 01O APUOADI.
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epyalovrav. Ao Tnv Hreipo, épaoav oTig TepIoxég TnG AuTikrig Makedoviag kai opiopéva
Xwpld NG Ocooahiag, oTrdTE CUUTTEPQIVOUE OTI N KABETN TToIKIAia ap)ilel oTTO £va XPOVIKO OnpEio
Kol METE VO eCOTTAWVETAI OPICOVTIAN KOl VOl OTTOKTE XOPAKTNPIOTIKA YEWYPAPIKAG TTapaAlaynig. H
TIOIKIANIQ TWV PACTOPIKWY EiXE TO OTOIKEIO TNG HUOTIKOTNTOG ) KAI TNG JUCTIKOTTABEIAG, Sedouévou
OTI 01 XpAOTEG TNG, TN XPNOIUOTTIoIoUCAV PE EVOG £iIBOUG GUVEVOXT] VIO VO OXONAGOUV Ta OQEVTIKA
TOUG Kai Béuata TG douAeldg €1dIkd pdhioTa 6tav EevitelovTav Pakpid amd Toug dIkoUg Toug
Kal Ta wpld Toug. Mpdkermal ye dAa Adyia yia évav emivonuévo yAwoaoikd kwdika (invented
code) Tov OTT0i0 «UNXavEUOVTAV» O EUPNUATIKOI XPAOTES TOU, Wi «PKIaxTA» (TEXVNTA) AaAIG TwV
HOOTOPWY, OIKOBOPWY Kal XTIOTWY, TTou dIEUKOAUVE Ta WEAN TOU «igva@ioU» (avagiol) fi TG
«KoUdag» va gUVEVVOOUVTal UETAEU TOUG.

MeAetntég Tng TepIoXng (Adhog, 2013) kartardooouv Ta pacTopIKa OTIG YAWOOEG apyKO,
avaAoyn PE TO «PEUTTETIKAN» 1) TA «KOAIOPVTA». O XOPOKTNPITUAG WG «apyKO» DIKAIOAOYEITAI WG
TIPOG TNV TTPOPOPIKH XPriaN, TO CUVBNUATIKG XOPAKTAPA TG YAWOTOG KAl TV TTOpAudp@wan TG
KaBopihoupévng, AN Oy we TTPOG TNV TIPOEAEUON TWV XPNOTWV. Tnv apyko opIAoUV Kupiwg ol
TEPIBWPIOKEG OPABEG, 0 UTTOKOOHOG, aAAG Kai o1 vEol (AKN: 197). Ava@opikd pe Ta XapakTnpIouo
«KAANIOPVTA» QUTOG XPNOIPOTIOIEITAI TIEPICOOTEPO PE PETAPOPIKI Kol OX1 KUPIOAEKTIK anuaaia,
KaBWG N TOIYYAvIKN WG TTPOG TNV TIPOEAEUTT| TNG auTr AéENn'® avagépetal Kupiwg otn YAWooo
Twv TTaONTIKWV oJoPUACPIAWY. ATreikovilel BEBaia To aToxEio TNG eEAappdTNTag, SedoUEvou OTIN
XPAoN Twv KoudapITIKWY UTTPETOUaE TN BIABEaT yia AoyoTraiyvia, aoTEITUOUG KOl TIAPOHOIWGEIS,
pia di1Gd6gan tou ameixe Beapatikd amd TN cofapo@dveia kal acPaAwg TNy emonuétnta. 1800
pepIka Trapadeiyuara: TolakdAw n wpa, yiati TpExel oav 1o To(1)akdAl, koU@Io To OTTiTI, yiaTi gival
adeio, Kou@ia Kokoaa, dnAadr| kouio kapudi K.4.

AvaQopIKd JE Tn YPAUUATIKA, Td PACTOPIKA OQOUOIVOUV TAAPWS TOUG YPAPUATIKOUG
KavOveg TG KoIvAG. Agv d1aBéTouv Bika Toug dpBpa i apiBuolg. EidikéTepa yia Toug apiBuoug
€TTIVOOUVTaI QVOYPAUUATIONOI, OTIWG aéparte, TEoepa. H yAwooa aTnpiletal OTIG OVOUOTIKES Kal
pNUOTIKEG Sopég.'® ETITTAéoV, oI AOTOPEG/OMIANTEG:

A. Avtéatpegav TIG GUNABES Twv AéCewy, BadovTag TiG TeAeuTaieg CUANABEG UTTPOCTE Kail TO
avtiotpo@o. A.X. Ou KoUdag vei-mm po-vi avti Tou Ou Koudag Tivel vipo.

B. TomroBeToucav Tn cUAAABA T0 1 vi UTTPOaTd aTd kABe cUANABA pIag AEENG LIAWVTAG pdAioTa
ypAyopa, waTte ol GAAol va unv gival o€ BEan va katavonoouyv T €Aeyav. A.x. To-€, To-Aq, TO-va,
T0-0l, TO-TIW, TO-K@, TO-TI, JE GAAQ AGyIa €Aa va G1 TTW KATI.

I". Mpoa£didav ue aubBaipeTo TPATTO TIG BIKEG TOUG GNUACIES OTIG KOUDAPITIKEG AEEEIG, EVD AANEG
TIG epTTAOUTICOV PE TIEPICOOTEPES OTTO Hia punveieg (MTTOANG, 6.11.: 12-13), ammodeikvUovTag aTnv
TPAEN OTI N Evwon fXWV - OKEYEWV gival Eva JUGTNPIOKOG YEYOVOS Kal 0TI 0 dETUAG TNG IBE0G Kal
TOU AXOU, TOU ONUaivOVTOG e To anuaivépevo gival pidikd auBaipetog. H EAeIwn aimiohoynpévng

15 A6 T Aégn ‘caliarda’, dnAadn ‘pavpog’.

16 TNa Adyoug oikovopiag oTnv epyacia dev TTEPIAAUBAVOVTal EKTEVEIG AVOPOPES YIa TIG DIAPOPES TWV HACTOPIKWY
¢ Kpavidg pe 1a autd tng Heipou. Ogol evBiagépovTal yia auTtég PmopoUv va aviAfoouv TTANpogopieg aTo
AppoAdI. Alagopég TTapatnpouvTal Kai e Ta KoudapiTika Tng Aeokdrng, poAovdT autr) améxel amod v Kpavid
EAaooovag pdvo 15 xihiduetpa, BA. kai Zmavog, 2000.
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oxéang avapeoa aTo onuaivov Kal To onuaivopevo ev euTTddICe OTO TTAPAUIKPO T JETALU TOUG
emmiKkovwvia," aTo Babud pdhioTa Tou Ta YAwaooIkd onueia 6ev avTikabioTavio aTo GUVOAS Toug,
waTeE TO 6A0 oUOTNUA Va NV XAvel To 80O TOU PE TNV KOIVOTNTA KO TIG KOIVWVIKEG OUVAEIG.
MohAovéTi n «auBaipetn» oUuBacn €dive TNV eviOTIwon TNG aTTEPIOPIOTNG EKAOYAG, N ekhoyn
auTr) 8ev PTTopEi TTaPd va ugioTaTo TeplopIopoUs, Adyw Tou Xpdvou Kai TnG kovéTnTag.

O peydhog apiBuog Twy pactépwy TG Kpavidg ouvtéeoe aTn didxuon Twv KoudapiTIKwy
0TV KaBnuepIvA Tmkoivwvia. To yeyovog pdAioTa ot petd 1o 1960-70 €vag peydAog apiBudg
Kpaviwtwy PETOVAOTEUE IO ETTOXIOKEG DOUAEIEG OTa Xwpdia Tng Mepiag, Tng HuaBiag kai
G Kapditaag, 0dAynae otnv Tepaitépw 81Ad0aT Toug. AEEEIG OTTWG YOOTPWVYOUHI, JOUKOUG,
pouToldva, YITavapia, pavelou, pavwi, pataéBw, Aavapidou, Aiokia, kawaAvw-Bapoe kaywahoug
XPNOIUOTTOINBNKAV KOl EKTOG TWV Opiwy Twv GANOTE ECWOTPEPWV KOUBAPITIKWY ] HOGTOPIKWV.

H emidpaon tng 0eooaAIkAG SlaAéKTOU

To yAwaooIko 18iwpa TG =npokpavidg enpeddeTal dpaaTikd atd Tn Becoalikn SIGAEKTO Kal
TG (MIKpo)TTapaAhayég TNG (NIKoUANG, X.x.) O ypauuartikoi, aAAG KOl CUVTAKTIKOI KAVOVES TTOU
diEmouv 10 18iwpa gival autoi NG Becoalikig dlaAékTou. Mo cuykekpiuéva, TTapatnpolvTal Ta
akOAouba paivoueva:

-ATTAANYN Twv EWVNEVTWV Kal XPACN Tou UTTOKw@oU TeAIKoU 1 &Tav dev TovileTal, A.X. €XG,
oK, TIAI, TTAGSa, TTAGP(1), KTodBka, aTTAOUTaKOUG, TG avTi TNG,

-MeTarpot a. Tou apyikoU Kai TEAKOU €, ai o€ I, A.X. a1 (avTi O€), €ivi, £pXITI, TTIPIMEVOU,
KpIJoopévou, B. Tou w o€ ou, A.X. Aéou, TIpIPévou Kal y. TOU OpXIKOU O O€ €, EUOUPPOUG,
‘EAuptroug K.ATT.

-MeTarpot Tou apoevikol apBpou o e n, T.X. N MAolToug, n umédpuma MrToloug, n
Kwrtaioug, n Takg, n matmdg, n TAGTavoug.

-Mpoabrkn Tou a otV apxn Aégewv OTTWG auTIdwW, auTIVTIW (0N B€0N TOU TTNOW).

-MeTarpoTrh Tou 1T g€ T, dnAadr| auTddel T0° TPEIG (YIa TO AyWVIoUA TOU GALOTOG TPITTAOUV),
QUTTATOEI TOU GKOUAEIO.

-Mpoabnkn Tou @ oTnv apxn AéEewv, 6TTWG PKIGvou.

-Metarpotr Tou 6 o€ 1Y, A.X. aAjTxEIa (aARBeIa).

-ATTdAnYn Tou y o€ Aégeig OTwg Aéou avti Aéyw, Tradivou avti Trnyaivw.

Avadntwvtag Tnv amotimwon Twv emdpdocwv TG BeooakikAg diahékTou OtV
EnpokpaviwTikn AaAId 0T PETOPPACTIKG €pyo Tou I MmaAr, €xoupe va KAVOUUE OPICUEVEG
emonuavoelg. O PETAPPACTAG XPNOIUOTIOIEN TOTTIKEG EKPPACEIG PE TOTIWVUMIO OTTWG TNPAG
oav épviou T¢ XpdTag, Ba a1 yKuAioou oTg xpdma K.G." Metagl Twv TOTKWY AéEewv TTOU
xpnaoiuotroigi evroifovtal of akOAouBeg:  ahkiolo (KOKKIVO Xpwua, GAko), aAtrouldyapou (o
TovNPEAS TTOU TIPOCTIOIEITAI) avaKapa (koupdylo), aTaikaToug (auTdg TTou dev KaTaBAAEl KOTTO),

17 MNa 70 auBaipeTo Tou YAwaoikoU anpeiou, BA. oto MaBApara Mevikig Mwaoooloyiag - F. D. Saussure.

18 XopakTnpioTikd €ival To TTEPIOTATIKO TToU avagépel o MmaAig (6.11.) Kataypd@ovTag Tn paptupia £vog
JaoTopa. Ze ot XwploU Tng EAacodvag 61ou SoUAeuav o TEXVITEG, N OTTITOVOIKOKUPG TOUG £QEPE TTITA VOl PAVE.
O évag Teyvitng oxohiaoe Opparn n godmmva ki évag pdatopag ouuTrAfpwaoe Oppartn €ivi ki n pouxouoou. H
QEVTIKIVA TTOU YVWPIGE KoudapiTika atravinoe: H ioutva yia 1'g koudapaiol Ki n pouxoUoou yid To HoUxo.
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Batrapida (oBapva kai yAioTpnua atn yn), BpouvioukaAid (devipoyaAid), ykaBouoTthAag
(TUPAGG), YKIpIKATO (AGPUYKAG), YKpIvTEAID (Aiya TTpOBaTa TTou Ta BOCKOUV KOVTA OTO XwpIO),
YouuapTZag (CwuaTwdng Kal Axapog), IVTiKI (OKEUOG), KauTToUAI (€ptmiaToolvn), Kdvw T0 XAa10
(kGvw 61 dev EEpw), KapdauTTOMia (HiIKpoi BoABoi TTou TpwyovTal), KATPATaIA (Trovnpr| TTPAEN),
KatoapoudAcld (ammarewvid), koupdéAia (yuvaikeia ratrodTala Pe kopdovia), KOUKOUAIGTa (vOen),
Koupadou@dng (0 TEUTTEANG), KOUAOUMTIWVOU (TTEPIKUKAWVW), AATCOUTTERSG (AKATAOTATOG))
Aoulouiaopévoug (TrapalaAigpévog), o@aid (TTEvog 0gug), TTouvAEl N Wuxr (TTovdel n koIAid)?,
Hipuipo (ueydAo TARBoG), TTahitaékoupou (autdg TTou Oev KOBEI To pUaAG Tou) K.G. ETtiong,
ammavtwvTal IBwUaTiopoi Trwg {OTTeG (XTUTTAPATA WE TO XEpPI), TTOPAcAvTaAoug (0 dvBpwTTog
JE TNV TTapdagevn Kal aAAOKOTN ouuTTEPIPoPd), oUyki (udvo), TrouTi (yiaTi, SioTl), dideuTepOU
(kdm 1OV €yive oTo TapeABAV), miBoukag (o Trovnpdg). EvromidovTal agUvBeTeG AECEIC OTTWG
pougapTridou (auTA TToU TPIyupilel oTOUG DPAROUG, POUYEG). ZUXVEG Eival KOl Ol EKPPATEIG OTTWG
TTAipvou TOU KOUVTO (akoAouBw KdTrolov), un Tmpe T @EEN o Ta uaTIa (U pdAwoe doxnua
XWpIG va Pe aprael va TTw AEEN), TTPoUTUTEPA OTT Ta APXATEPA (TTPIV ATTE).

H Biwpartiki oxéon pe Tn AaAid

H ouvoAikr) TpooTrdBeia Tou AdikoU PETaQPAOTH E€XEI TNV AQETNPIO TNG TN BIWKATIKA TOU
ox€aon Je TV ToTmIKr) Aahid Kol Tnv aydTrn Tou yia To Xwpi6 Tou. EmBupei va atrotivaéel 1o oTiyua
TNG KOIVWVIKIG KATWTEPATNTOG TToU Bapaivel GTIoIoV GUVEYIGEl va XPNOIUOTIOIET TO TOTTIKG 18iwpa
o€ Bapog NG Kovrg yAwooag. To €pyo Tou edpddetal Kal OTTOTEAE GUVEXEID TTPONYOUUEVNG
€PYOOiOG OUYKEVTPWONG TWV KPAVIWTIKWY Aégewv (Adhog, 1985) n omoia mepiAdupave
éva OXETIKA oAokAnpwpévo yAwaadpr (Adhog, 2012). Z1o BiwyaTikd aToixeio amodidetal kal
n €oIkeiwan Tou AaikoU PETAPPOOTY WE TIG HAOTOPIKEG AEEEIG, KOBWG €ixe TO TTPOVOUIO TwV
OKOUOMATWY afiaaTwy, ammpokANTwWY Kal auBopunTwy OpIANILWY Kal GUVORIANIWY OTn AeyOuEvn
gnpokpaviwTtikn ToikIAia. O AdikdG YETOPPACTAG ETTIXEIPET UE ETTITUXIA VA EVOWUOTWOEN Ta
KoudapiTika aTn PeTaPpacn Tou. MNa Tnv akpifeia kavel yia dnUIoUPYIK EKPETAAAEUGN TTOU
QVTIKATOTITPICEl TIG AVTIOTOIXIEG KAl TIG ATTEIKOVIOEIS Twv dowv cupBaivouv Kal I0XUoUV TV
EnpokpaviwTikn vIotoAaAid.

AvrTi gemIAGyou

H eAeuBepn petdppaon NG KWUWIOG aTTO TOV EPACITEXVN KAI AVETTITABGEUTO PHETAPPAOTH OTO
ID10ITEPO KPANA YEWYPAPIKAG KOI KOIVWVIKIG TTOIKINIAG, EUTTAOUTIOUEVNG UE OTOIXEI GUVBNUATIKAG
YAWOOOG Kal TEXVIKWY IDIWPdTWY, €ival ia TTpwTofoulia pe éviovn TTaudeuTIKA Acimoupyia kai
onyaoia. ANMwoTE TO TIPWTO €PEBICUA YIa TN UETAQPACTTIKA TTPwToBouUAia, 6TTwg o idiog o
AdiKOG PETOPPOOTHG OPOAOYED, EPXETAI ATTO TO XWPO TNG EKTTAIOEUCNG KAl TNV ETTAQK TOU WE TN
omoudddouaa veohaia.2' H petdppaan Tou «MAoUTOU» AEITOUPYET WG Wit QUOIKK Kal SNUIOUPYIKY
OUVEXEIQ KOl CUVETTEID TNG BIWUATIKAG KAl CUVAIOONTIKAG OX£0NG TOU QvBPWITOU E TNV TOTTIKN
Aahid kai Tn {woa ewvr| Tou TéTTou Tou. O gvouveidnTog Kal évBEPUOG OMIANTAG Kal oUdNTNTAG TNG
OI0AEKTIKAG TTOIKIANIOG a@opudTtal atd BloTikd yeyovdTa, e Ta oTroia mBavoTata Tov guvdEouv

19 Xpdma cival To dvopa peydAng xapadpag Tou Bpioketal Bopeia Tng Kpavidg 6mmou ewAiadav 6pvea Trou
{ouoav amo Ta Yoipia.
20 lNa toug KpaviwTeg n wuxn BpiokeTal aTnv KoINid.
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évtova ouvaioBripata. Atd Tnv atmAr Agikr fj kal dnpwdn evaoxoAnan pe TIG TOTTIKEG EKPPATEIG
€CIKVEiTaI aTN dNUIoUPYIKA EKUETAAAEUGT| TOUG KOl aKOAOUBWGE GTN CUCTNUATIKA TTAEOV TTapay WY
evdGg £pyou TTou eUAoya xapakTnpidetal wg Aaoypa@ikf Kai AegIhoyikA «KIBwTog» (AdAog, 2013).
MdAioTa, n peTa@opd Tou £pyou Kal o GAAa emmiTeda, OTTwg Adyou xdpn To BeaTpiko, atd
vTOma KOANTEXVIKG axruaTa véwv, AeIToupyei wg eykapdiwan Tou dnuioupyoul Kal evOUVauwaon
NG TTpwTofouAiag Tou. EmimAéov, ouvteAei atn B16d0an TNG DIGAEKTOU OTIG ETTOUEVEG YEVIEG,
PE aTroTEAEOUA QUTA va unv agaviletal TapaAAnAa A Tautoxpova Je TN BIOAOYIKT ATTWAEIN TwWV
QUOIKWY TNG OMIANTWY, 6Tav JAAIGTA N AoTU@INIG KaIl N aQOoP0iwan TNG KOIVAG YAWOOAS £XEl WG
OUVETTEIO TN oUuppikvwaon Tou Ae€IAoyiou TNG ENPOKPAVIWTIKNG BIGAEKTOU.

O1 KOIVWVIKOTTONITIOUIKEG QuTiEG KOl onUaTodOTACEIG OXI TNG ATTARG TTapeEioppuong, aAAd
NG OUVAUIKAG KOl avBEKTIKAG aTO XPdvo didxuang TTOAUAPIBPWY Kal TIOAUEIBWY GTOIXEIWV TNG
ENPOKPAVIWTIKNG TTOIKINIAG OTO KOBNUEPIVE, OIKEID Kl QVETTIONUO YAWOOIKG PETTEPTOPIO TWV
KOTOIKWV TTapouaialouv 10 BIKG TOUG EVOIQEPOV. «2Tn PAxXNn» TG TTEpIowoNg TNG SIOAEKTIKAG
TIOIKINIOG  XpnolpoTrolgital ammd Toug KOToiKouG Tou XwploU Kai 18iwg Toug KAANTEXVEG, TO
O100ikTUO KOl GAAG TexvoAoyikG péoa.?? Tn ouykpdtnon TnG eupuUTePNnS TONITIOUIKAG Kal
TIONITIOTIKAG KOUATOUPAG TNG TOTTIKAG KOIVWVIOG CUPTTANPWVEI N GUVTAPNON Kal avadeign
ONUAVTIKWY I0TOPIKWY pvnueiwy. Mpodkeimal yia 8pdaoeig Kal TTPwTOBOUNEG TTOU EI0PEPOUV
oTn dloQUAAEN TNG TIONITIOTIKAG KANPOVOUIAG €vVOG TOTTIOU, O OTI0I0G, WEGW TG UTTOOTAPIENG
NG YAWOOIKAG TIOIKIAOTNTAG, «QVTIOTEKETOI» OTIG ICOTTEOWTIKEG TAOEIG Kal ETIBANOpEVEG
OMOYEVOTIOINCEIG TOU ONUEPIVOU TTAYKOTUIOTTOINUEVOU CUCTAUATOS. AMWOTE QUTA N YAWOOIKN
TToAUPOP@ia TTPOCPEPETAI YIa O. DIBAKTIKA aloTroinan Kai SnpIoUPYIKY| EKPETAAAEUDN OTO XWPO
G ekmraideuong (NTivag & Zapkoyiavvn, 2009) B. didackaAia TNG YAWOGAG UTTO TO TTpIoPA TNG
eTMKoIVWVIaKAG Trpoaéyyiong (MATong, 2004) kai TeAikd Tn BabuTepn katavénon Kol EUTTAOUTIONS
Tou Ag€idoyiou (MrTang, 2012). ANMwaTe, n BlotroikiAdTTa?® Tng Kpavidg euvoei Tn YAWGOIKN
TToIKIAoJop@ia kal Ba ATav KATAGTPOPIKS Yia ToV TOTTO N UTTOXWPENGN TNG TTOIKIAIOG Twv EI0WV
TOU QWIKOU Kai QUTIKOU BaadiAgiou va ouvodeuTei Ue TNV aTTWAEIX TNG YAWOTIKAG Kal YeVIKOTEPA
TIONITIGUIKAG TTOIKINOOP®Iag Tou.2

21 Mia epyacia Tou avébeae atoug goimnTég péhog A.E.M. g AyyAikiig Pidoloyiag, oUppwva pe TNV oTroia
ETTPETTE VO PETOPPOAOTET Eva OQIETTNPIKG GOVETO 0T SIGAEKTO TTOU 0 KABE poITTAG HIAoUaE GTOV TOTIO TOU.

22 \éyou xdpn pe nxoypaenaoeig o€ cd Twv ENPOKPAVIWTIKWY TPAYOUSIWV.

23 To @apdyy! TNG Xpdtrag, o opevog Oykog NG Ogudg e uwopetpo 1400 Y., o TAoUoI0g o€ XAwpida Kal TTavida
Xeipappog «Moupdvtay, Ta alwvoBia TToupvapia, Ta atrékpnuva acBeaToliBikd Bpdyia 6TTou TTavw Toug TTANIGTEPA
QwNiadav agToi kai Opvea, K.ATT.

24 MMepioodtepa yia 1 61000vOean BioAoyikoU kal yAwoaikou/oAimopikol AoUTou BA. aTo hitp://www.pnas.
org/content/early/2012/05/03/1117511109.abstract?sid=e8749eef-2317-494c-975a-906e63b0423a.
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«Mepikoi oTOXAOMOI ETTi TNG KOIVWVIKAG AgIToupyiag
Kal TG @IA0COPiag TwV VEwvV
Mpoétutrwy MNeipapatikwyv ZxoAgiwyv (MMNZ)»

AmréoTohog K. Kapudag'
2x0Aik6¢ ZuuBoulog A/Buiag Exmraideuong, karid@otenet.gr

ABSTRACT: The Law 3966/2011 defines a new framework for the educational role and/or so-
cial fumction of the so called Experimental Schools (ES) in Greece. According to the new frame-
work the New Greek Experimental Schools should become schools of excellence, research and
innovation. However, the ambiguity which is surrounding the concept of excellence gives us the
right to claim that in releation to ES in Greece we are confronting two major challenges: a) the
challenge that the ES pursue their educational excellence through a high performance students’
selection mechanism or b) the challenge that the excellence is achieved through the establish-
ment of a good school for all children and thus, exemplary school for other schools in the coun-
try. In this paper we provide arguments supporting the 2nd chalenge (namely, the concept of the
good school for all children and exemplary school for other schools).

KEY WORDS: Experimental Schools, excellence, research, innovation

NEPIAHWH: O Nopog 3966/2011 opiCel 10 véo TAqiolo Aeimoupyiag Twv Mpdtutwv
Meipapatikwy ZyoAciwv (MNE). Zopgpwva pe 1o véo TTAaioio Asitoupyiag Ta MIMZ ogeilouv va
eCehixBouv o€ oxoAcia apioTeiag, KavoTopiag Kal £pEuvag Kal €101 va aTroTEAECOUV  BETIKO
Tapadelyua yia Ta uttéAoITa oxoAsia TG xwpag. H acdeeia n otoia uttdpxel yUpw atméd Tn
évvola TnG aploTeiag pag divel To Sikaiwua va 1IoXUpIcToUUE OTI hE TO vEO TTAaicIo Asitoupyiag
Twv N BpiokdyaoTe UTPOCTE O pia onuavTik TPOKAnon. £tnv mpokAnon Ta MMZ: a)
va emdIwEouv TNV pabnTik apioTeia Yéow Tng eykabidpuong evog unxaviopou eTmAoyng
apIoTOUXWV HaBNnTWV Kail yabnTpiwv A B) va emdiwgouv TV apiaTeia Tou aXoAgiou, TTou onpaivel
Va KATa@éPOUV va Yivouv KaAG oxoAcgia yia 6Aa Ta Traidid kal Je auTd Tov TPATTO TTapadElyaTIKG
oxoAgia yia Ta uttoAoITTa oXoAEia TNG XWPAG. ZTNV £pyaaia Ba TTOPOUCIACOUE ETTIXEIPAPATA
Tou utroaTnpifouv 61 Ta MMNE ogeidouv va uioBethoouv T delTEPN €TTIAOYA, TNV ETTIAOYY| TOU
KaAoU kai TrapadelypaTikol oxoAgiou yia 6Aa Ta Traidid EvavTl Tou oxoAeiou €NT TTou agopd o€
apIoTOUXOUG HOVO padnTég kal aBATPIES.

A€geig kAa1d1d: Mpdtuta Meipapatika ZyoAcia, apioTeia, kavoTouia, KOIVWVIKA A&IToupyia Kal
@lhocogia.

1 O AméoTtorog K. Kapudag éxel kdvel petamtuyiakég omoudés (PhD & MSc) otig EmoTrAueg Tng Aywyng Kai
oTIg Néeg Texvoloyieg otnv Ektraideuan.
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A. H umréoxeon Tng Naidaywyikng

O kartd koivr) opoAoyia TTarépag Tng Z0yxpovng Maidaywyikrig Johann Amos Comenius (1592-
1670) o1o BiBAio Tou MeydAn AidakTikr) (Didactica Magna, 1631) utrooTrpICE TNV TTPOOTITIKA
piag «kaBoAKAG extraideuong yia 6Aa Ta TTaidid». Mio guykekpipéva UTTOoTAPIEE TV ATToWn OTI
«T0 O¥0Acio Ymropei kal Tpémel va di1dagel oe OAa Ta TraIdId OAa exeiva Ta TTPdypaTa TTou gival
amapaitnTa yia T {wn Toug Kail JEAIoTa va To KAVEl e £va TPOTTO TToU Va €ival EuXdpIoTog yia
TOUG HaBnTég Kai Toug ddokaAougy» (Comenius, 1967).

Tetpakdoia xpoévia Yetd Tnv €kdoan NG MeydAng AidakTikig To 6paua Tou Comenius yia pia
KaBoAik TTaudeia yia 6Aa Ta Taudid poiddel avekTApwTo. Kai poiddel avekTAfpwTo, yiaTi T0
oxoAeio dev @aivetal va diIdAokKel Pe Toug idloug 6poug Bha Ta Traidid Kal, ETTIoNG, aTéxel amo
TO va gival Xapoupevo, dnuioupyikd kal avBpwrivo aTo Babud, TouldyioTov, TTou Ba Propouce
va gival.

lMpog evioxuan Twv IOXUPICUWY OVOPEPOUNE TTWG €AV To dpapa Tou Comenius - n PEYEAN
autr utrdoxean NG Maidaywyikrg — eixe ekTAnpwOei, dev Ba utrApxXav oxXoAsia «yKETO» OTa
otoia guvavtape £wg Kal 80-90 % maidid aAAodarrd, akivvooTolvia Kal Popd pe 6,1 autd
OUVETTAYETAI YIO TV TTOIGTNTA TNG eKTTaideucnis Toug (KANEIM & MZEE, 2008, Aalapidou, 2009,
Mntakidou, 2011, Tpéooou, 2001). ‘Epeuveg, emiong, dev Ba €deixvav OTI OTN XWPA HaAg N
emidoon Twv Padntwv Kal habnTpiwyv eEapTaTal oo TNV OIKOVOUIKN KAl HOPQWTIKA KATAoTaGN
NG oikoyévelag (6Tav autd .. oev ouyBaivel atn PivAavdia Kol o GANEG eupwTIaikéS Kal
un xwpeeg) (Pisa, 2010). Téhog, Ba uTTpxe DIOPOPETIKA QVTIMETWTTION yia Ta TTAIBIG UE EI0IKEG
EKTTAIOEUTIKEG AVAYKEG KOl IKAVOTNTEG ATTO QUTHA TToU UTTApXEl afuepa. MNati yvwpidoupe, BePaiwg,
TTWG N TTONITIKY) TNG OPAANG EKTTAIDEUTIKAG EvTagng Twv TTaIdIWV JE avaTTnpia kal JaBnolakég
duokoAieg oTa TTAaiola evog yevikoU eviaiou oxoAeiou yia dAa ta Taidid, eveg oxoAsiou oTo
oT70i0 B0 EQAPUALOVTAV EKTETAMEVA TTPOYPANUATO CUMPBIWTIKAG £vVTagng Kai aUyKAIGNG QUTWY
Twv TaIdIWV pe Ta uttéhoiTra TTaidid, Oev €xel akOpa edpaiwbei (Tloupiddou, 2006, Kapayidvvn,
2008, Bogjkn, 2011).

B. Ta MMNX &n uréoyxeon tng Moudaywyikng
270 oneio autd avadelkvueTal To ebAoyo epwrtnua: Moia n oxéon twv MMZ e To dpaua Tou
Comenius kai Tnv udoxean NG MNMaidaywyikng;

H amdvtnon umopei va diatuttwBei ue TNV €EAG EpwTnon:

«[oia axoAcia Ba épeikav va epyaatolv (mepicadrepo, iows, amd dAa) yia va pépouv o€
mépag 1o 6papa rou Comenius Kai Tnv uréoxean s Maidaywyikng, To dpaua yia 1 dnuioupyia
EVOS avBpwTivou, ONUIoUPYIKOU Kai xapoUuevou axoAgiou yia 6Aa ta maidid, av 6xi ra [112;»

Ag TTdpoupe, GpWG, Ta TIPAYUATA JE TN OEIPA.

I. O N6pog 3966/2011 yia Ta MNZ & 10 véo TAaiolo Asitoupyiag Toug

Z1g 24 Mdiou 2011 dnpoaieletal otnv Eenuepida Tng KuBepvAoewg o Nopog (PEK 118
A’, 24.05.2011) pe TiTAO: «@eapikd TTAaicio Twv Mpdtuttwy MelpauaTtikwy ZxoAeiwv, 1dpuan
IvoTitoUtou Ekmmaudeutikiig MoAimikAg, Opydvwaon Tou IvoTitoUTou TexvoAoyiag YTToAoyIoTwV Kal
Exd6oewv «AIOPANTOZ» Kai AoITrég dIaTAEEIG.
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O Nopog autdg kabopilel To véo TTAaialo Acitoupyiag Twv Mpdtuttwy Meipapatikwy ZxoAeiwv
(nnz).

‘Etol, oo Keg. I, ApBpo 36 Tou ouykekpipévou vopou diaBddoune Twg o OKOTOG NG
Aeimoupyiag Twv véwv MM ival peTagy GAAwv:

1. H e€ao@dhion dnudoiag kai dwpedv Taideiag yia 6Aoug Toug JabnTég

2. H mpoaywyn TnG ekTTaIdeUTIKAG épEuvag aTnv TTPAEN, O€ ouvepyaaoia e TIG avTIOTOIXES
Zx0oAEg kal TuAuaTa Twv ALE.IL

3. H mpakTikr) doknon twv goitnTwy Twv A.E.I. (kupiwg Twv Maidaywyikwy Tunudtwy kai Twv
KaBnynTIKWY ZxoAwv)

4. H emrayyeAUOTIKr) QVATITUEN TwV EKTTAIBEUTIKWY TNG EUPUTEPNG EKTTAIBEUTIKAG KOIVOTNTAG, O€
ouvepyaoia ye Ta A.E.I. kai 1o LE.I.,

5. H umrooTipIgn TnG dnuIoupyIKETNTAG, TNG KAIVOTOMIAG Kal TNG apIaTeiag (U Tn dnuioupyia
OMIAwV apICTEIAG OTOUG OTTOIOUG WTTOPOUV VA GUUMETEXOUV Kol JaBnTég amd dhha dnudoia
oxoAegia TG xwpag)

6. H Exmaideuon Twv padntwv pe idiaitepeg pabnoiakég duvatdtnteg kal TAAEVTa, GAAG Kal n
UTTOOTAPIEN TwV PaBNTWV PE HaBnalakEG SUOKONIES, HEOW TTPOYPAUUATWY EVIOXUTIKAG QYWYIS

Ol 1a mapammavw utrooTnpiletal TTwg Ba emTeUXBoUV pe TNV TTEIPOATIKA OOKIUA Kal
epappoyr ota MNMNZ (ApBpo 36, 6TTwG TTPIV):

1) EuéNikTwv avaAuTIKWy TTpoypappatwy kal yeBodwv didackaliag,

2) ExmraudeuTIKOU UNIKOU OTTOIaGONTIOTE JOPPRG,

3) Kaivotépwyv Kai SnpIoupyikwy SISAKTIKWY TTPOKTIKWY Kol OpAoEwy,

4) AiapkoUg agliohdynong NG ToIGTNTAG TOU EKTTAIOEUTIKOU £PYOU KOl TNG UAIKOTEXVIKAG
UTTOB0UNG TWV GXONKWYV povadwy, 6nAadn agioAdynan dopwy, UTTNPECIWY Kal OTEAEXWV Kal

5) Néwv povtéAhwv 810iknang kai AeIroupyiag Tou axoAgiou.

Me Tn cuoTnuaTIKr EQApUOYT Twv TTaPATAvw TTPOoadokATal aTTé TNV NyETia Tou YTToupyeiou
Maideiog va edpaiwbei guvropa ota MME pia KouAtoUpa eTayyeAUOTIONOU, apPICTEIAG Kal
aglokpariag n omoia Ba amoteAéael TTapddelya piunong yia ta utrdAoima dnudoia oxoAcia Tng
xwpag (Yeutroupyog Maideiag, Maptiog 2013).

A. «ApioTeia»: n évvola kA&ISi Twv véwv MNZ

ApioTeia, kaivoTopia, £épguva, TEIPAPATIONOG, agloAdynon eival ol Bacikoi TTUAWVES yUpw OTTO
TOUG OTTOiOUG avaTTTuaaeTal n TOAITIKR Tou YTroupyeiou Maideiag yia Tn Asitoupyia Kai Tov véo
KoIvwvikd poAo Twv MMNZ (Youtoupydg Maidgiag, Maptiog 2013). ATTé OAEG auTéG TIG EVVOIEG
QUTA TTOU XPNOIUOTIOIEITaI TIEPIOTOTEPO YIa va dnAwaEl To VEo TTpocavaTtoMiouo Twy MIMZ givai n
évvola APIZTEIA. H évvoia Tng apiaTeiag, duwg, eival aca@ng kail ageionun kai yi' autd 1o Adyo
eival iowg n évvola TTou yeipel TIG TTEPIOTATEPEG avTIBIKIEG KAl QVTITTOPABETEIG.

Ag doUue 6uwG TNV évvola apioTeia atrd KovVTa.
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210 Ne€IKS TG Néag EMNnvikAG Mwaooag Tou Kévrpou Aegikohoyiag n apioTeia ouvdéetal Pe
TIC TIOAEMIKEG ETTIXEIPATEIG Kal onuaivel: «Bidkpion fipwa atn paxn» (Mmapmviwtng, 2005).
210 nAekTpovIKG AeCikO Tou Kévipou EAANvIKAG MAwooag, amé tnv GAAn, dev ouvavtoUue
Aupa oxeTIkG pe TN AEEN apioTeia. Avt’ auTrg aTo Ae€ikd uttdpyxel n AéEn ApioTeio TTou onuaiver:
«Bpafeio Tou armovEéuETal yia CQIPETIKEG TTPALEIS A €mMOOOEIG TTOU aopouv aTa Tredia TnG
avopeiag, Twv EMOTNPWY, TWV YPOPUATWY Kol Twv TEXVWV». £T0 ayyhikd Aefikd Oxford Dic-
tionary n AéEn apioteia (excellence) cuvdéetal cagwg pe TNV ToIOTNTA (quality). ZUyKeKpIUEVa,
10 Ae€IKG avapépeTal aTnv APIOTEIO WG: «n TTOIOTNTA TOU Va gival KATI A KATTOI0G ECQIPETIKOG
akpaia kahdg og kaT» (the quality of being outstanding or extremely good) (New Oxford Diction-
ary of English, 1998).

Me Baaon Toug TTapamdvw opiopoUs diakpivouue TTwg n AEEn apioTeia oxeTiCetal KUPIwG PeE TIG
EVVOIEG: «DIGKPIONY», «TTOIOTNTAY, «BPaBeio», «ECAIPETIKES ETTIOOTEICH K.O.K.

Ag doUhe OUWG Kal TTWG XPNOIMOTIOIEITaN N évvola apioTeia otnv ekTmaideuan. O Harvey
kai Green (1993) avagépouv 6Tl 0 6POG APIOTEIQ OTNV EKTTAIOEUON TIG TIEPICOOTEPEG POPEG
ouoyeTiCeTal Pe Tov 6po ToIdTNTa. MNa TNV aKpieia emonuaivouv TTwg omravTwvTal dU0 eKOOXEG
NG €VvOIOG OPIOTEID OE OXEQN WPE TNV EKTTAIOEUAN: @) N APIOTEIO TTOU APOPG OTNV ETTITEUEN
UYNAWY EKTTAIBEUTIKWY OTAVTAPTS atrd KATTOI0 EKTTAIOEUTIKG opyaviouod Kal B) n apioTeia Tou
agopd aTnVv KaAf TToIGTNTA TNG EKTTAIBEUONG O€ OAEG TIG QATEIG TNG EKTTAIDEUTIKAG Bladikaaiag.
H deuTepn ekdOxN, HOG AEve, gival anuavTIKOTEPN Kal TTPOUTTO0eon TNG TTPWTNG. Tovilouv o€ 6TI
amapaitnTo yia Tnv £TTiTeUEN TG deUTEPNG EKBOXAG TNG BPICTEING Eival N CUGTNUATIKF KAANIEPYEIQ
MI0G KOUATOUPOG TTOIOTNTAG aTTd Ta JEAN TOU EKTTAISEUTIKOU OpYavIGUOU.

H Kathryn L. Allan (2007) diakpivel kai auTr) 800 TTAPOUOIEG EKPAVOEIG TOU OPOU apIaTEia
oTnv ekmaideuan. Mag Aéel TTwg n apioTeia aTnv TPWTN €kdOXN TNG CUVOEETAI EUBEWS WE TNV
emidoon Twv padntwv kai yadnTpiwv kai Bonbd aTo va Eexwpioouv o pabnTég Kai o HaBATPIES
TWV UYPNAWV ETTIBACEWY OTTO TOUG PETPIOUG KAl XOUNAWY €TMIOOCEWY PabnTég kal YabriTpIES.
Ovopddel autr TNV €KBOYXN TNG aPICTEIAG TTAPAdOTIOKY Kal ETTIonuaivel OTI auTh n ekdoxA Teivel
va dnUIoUpyAOEl VIKNTEG Kal NTTNUEVOUG PETAEU TwV padntwyv Kai yabnTpiwv. YTooTtnpidel ot
auTr n ekdoxn €CuTTNPETEl eviéAel TNV ayopd epyaciag n omoia £xel avaykn atmd S1dQopoug
epyalopevous, atmd epyalduevous uwnAwy Kai XaunAwv Tpoadviwy, amé epyalduevoug ou Ba
avaAdBouv epyacieg e TTOIKIAO KOIVWVIKS KOl OIKOVOUIKO OTATOUG. 2ToV avTiTroda auTrg TNG dyng
NG apioTeiag n Allan diakpivel pia dedTepn €kdoxr TNV OTToia ovopddel YovTépva drmrown Trepi
apioTeiag (modernising view) i apioTeia BeTikou atroAoyiopou (positive-sum game). H emdiwén
QUTAG TNG HOPPNAG apioTeiag, pag Aéel, divel EUQACN OTNV EvioXUON TWV YVWOTIKWV IKAVOTATWY
OAwV Twv padnTwv Kal pabnTpiwv (kai 6x1 JOvo Twv Aiywv) kal Baci¢eTal otnv utéBean 6t
«TTEQIOOOTEPN KAl KAAUTEPN eKTTaidEUON yia OAa Ta TraIdId onuaivel UWPNAEG YVWOTIKEG Kal
TIVEUPATIKEG ETITEVEEIS yIa TO oUVOAO TNG Kolvwviag» (Allan, 2007, pp. 9).

Me Bdon Toug Trapatmdvw opIouoUg KOl TTPOCEYYIOEIG aTNV €Vvola OPIOTEIO UTTOPOUUE UE
OXETIKA ao@dAeia va kataAfgoupe aTo 6Ti n apioTeia o€ £va oxoAeio Ba pmropoloe va emTeuyBei
JE Toug €€1\G BUO TPOTTOUG:

1. Me v emAoyA (pe kdmoieg diadikaaieg agloAdynang) YOvo Twv apIoTOUXWY JadnTwy Kal
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paBNTPIWV YIa va QOITAGOUV G€ aUTA TO OX0AEI0 — OTTATE WIAOUpE yia TV €MSIWEN TNG apIoTEIag
péow TG dnuioupyiag evog axoAeiou PabnTIKAG EAIT.

2. Me tnv dnpioupyia evog kahoU Kai TToIoTIKOU oxoAgiou yia dAa Ta Traidid - TTepITTTwan otV
otoia n évvola apiaTeia agopd aTnv TTOIOTNTA TOU OX0Agiou kKaBeauToU, ATOI GTNV TTOIGTNTA TWV
UTTOBOHWV, TWV EKTTAIBEUTIKWY KOl TNG EKTTAIBEUTIKAG dladikaaiag.

Oa umoaTtnpioupe 611: a) gival Aoyikda aioAn n emmAoyA TNG TTPWTNG kdox ¢ yia Ta MM kai B) 6T
n €EAANVIKA KOIVWVia 0TV TPEXOUTT KOIVWVIKH KOl OIKOVOUIKF) GUYKUpIa €XEl vONUa va £TTeVOUaEl
oTn OeUTepn ekdoxn, oTnv ekdoxr| Tou KaAoU oxoAeiou yia OAa Ta TTaidId Kai TTapadelyUaTIKoU
oxoAegiou yia Ta uTTOAOITTA OXOAEIa TNG XWPAG.

E. Ta MNZ wg oxoAcia «padnTikAg AiT»: pia avopBoAoyikn eTTIAOYH
Zopoewva pe 1o N. 3966/2011(PEK 118, 1. A") ka1 To cuprAnpwpatikd N. 4072/2012 (PEK
86A) pépog Tou £pyou Twv vEwv MM eiva:

1) H umrooTripIgn Tng Kaivotopiag

2) H mpakTik Goknon Twv @oirnTwv Twv Maidaywyikwy Tunudtwy kai KabnynTikwv
ZxoAwv

3) H epapuoyn vEwv Kal avagop@WUEVWY aVAAUTIKWY TTPOYPANUETWY

OMa 1o Tapomdvw (010 BaBud Tou TpayuatwBouv) TpoTeiveral va TTpotaBolv w¢ KOAG
eKTTaIBEUTIKG TTapadeiyuaTa yia Ta utrdAoia dnudaoia axoAcia Tng xwpag. Oa deifoupe 61 autd
Oev gival QIKT6 av Ta MNZ (pe v Kabiépwaon eEeTAoEWY Kal TEOT EMAOYAG TWV PABNTWV Kal
pabnTtpiwv) aoeaacifav 61 BEAouv va yivouv axoAcia pabnTikrg €AIT.

a) O1 kaivoTopieg

Baoikry emdiwén tou N. 3966/2011 eivar va kataoTroel Ta MMNE  oxoAcia eKTTAIBEUTIKWY
Kavotopiwyv. Avdueoa oTIG BagIKEG KQIVOTOUIEG TTOU TTPOTEIVETAI v €QAPUOCTOUV E€ival n
EQOPUOYT VEWV KAl OVOPOPPWHEVWY AVAAUTIKWY TTPOYPANUETWY, VEWY HEBOGDWY dIBACKAAIOG
KQll €V YEVEI 1) EQAPUOYH KAIVOTOUIKWV SIBAKTIKWV TTPOKTIKWY. ZTIG TIP0BETEI TOU VOUOBETN gival
OAEG QUTEG OI KOIVOTOWIEG, apoU £QapuoaBoUv Kail TIGTOTToINBoUV YIa To KOAG EKTTAIDEUTIKE TOUG
amoreAéapara ota MM, va potabolv wg TTapddelyua TPog hiunan ota GAAa dnudacia oxoAcia
NG XWPAG (e TN dnuIoupyia EvOEXOPEVWG MIAG WNOIOKAG TPATTECOS KAIVOTOMIKWV EKTTAIOEUTIKWV
TIPOKTIKWV Twv MMNZ).

O povadikdg TpoTTo¢ yia va yivel duvatr auth n emdiwgn €ival o padnTKAg TTANBUCHOS TWV
M va eivar avTITpooWTTEUTIKAG KOl QVTIOTOIXOG Tou paBnTikoU TTANBUGHOU Twv UTTOAOITTWY
Onuoéoiwv oxoAsiwy (1600 wg TPog TNV €BVIKA A €BVOTIKA KaTtaywyh 600 Kol WG TTPOG TIG
OlaBaBpioeig Tou KOIVWVIKOU, OIKOVOWIKOU KOl KUPIWG TOU JOPQWTIKOU ETITTEOOU TWV YOVEWV
TWV PaBNTWV Kal padntpiwv). Mévo og auTr TV TTEQITITWON O KAIVOTOWIEG TTOU £@apudlovTal
ota MM Ba pmmopoloav va Tpotabolv wg Trapadeiyuara Kal oTa utrdAoimTa dnpdaia axXoAEia.
Kai auté yiati, av o1 KaIvoTopieg EpapuoaTolV Kal ETITUXOUV G€ pia ENIT pabnTwy kal yadnTpiwv
TI EXEyyua UTTGPXOUV OTI Ba €mMTUXOUV KOl GTOUG WOBNTEG Kol TIG WOBATPIEG 0T UTTOAOITTA
oxoAgia gTa omoia 0 pabnTikdg TTANBUoPOS Eival avouoIoyeviG TOOO WG TTPOG TNV €BVIKA Kal
eBvotikn poéAeuan (aAAodaTroi, TTAAIVVOOTOUVTEG, UETAVAOTOTTOUAA K.0.K. ) 600 KOl WG TTPOG
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TO HOPQWTIKO ETTITTEDO.

B) NeipapaTiopog & audaywyikr oKNaN Twv QOITNTWY KAl GOITNTPIWY

Av Ta TTapaTTavw 10XU0UV YIa TIG KAIVOTOUIES Ta idI OKPIBWS GaiveTal VO IGXUOUV Kol yIa TN
Aeimoupyia Twv MM w¢ KEVTPWV YIa TNV TTIPAKTIKI) AOKNON TWV QOITNTWY Kol @oItnTpiwy. Eival
Qavepd TTwg dev £xel vOnua va oTeilel Kaveig Toug @oItnTES kal TIG @oItiTpIeg oTa MMM yia va
KAVOUV TIG TTIPAKTIKEG TOUG 00K OEIG av n aUvBean Tou pabntikoU TTAnBucpol twv MNZ dev gival
avTioToIKN WE €KEIVNG TOU yevIKoU padntikoU TTAnBuopol Twy GAAwv oxoAsiwv. H katdoTtaon
TToU B0 CUVAVTAGOUV Ol POITNTEG KAl O QPOITATPIEG OTIG KAVOVIKEG OXONIKEG TAEEIG TTPETTEI VA Eival
KOTG TO SUVATOV CUYKPIGIUN E QUTA OTNV OTTOI0 £KAVAV TIG TIPOKTIKEG TOUG AOKATEIG.

livetal pavepd, emopévwg, Twg Ta MM dev pTropei va eival oxoAeia Twy eTTIAEKTWY YaBnTwv
Kal pabnTpiwv povo. Av auté oupBei, n diGoTaon Tou TEIPAPATIKoU OXOAEioU OuaIaOoTIKG
KotaoTpépeTal. Kai kataoTpégetal, yiati eivar aduvato va BydAeig agidmoTta epeuvntikd
OUUTTEPATUATA PE OKOTTO VA TO €QAPPOOEIG G€ OAO TO PabnTikd TTANBua UG, 6Tav n opdda TTou
éxeIg epeuvnael gival Eva TTAEKTO YaBNTIKG dUVAUIKG TTOU TTPOEPXETAI GUXVE aTTd £va avaAoyo
KoIVwVIKG TTEpIBAANov (Petrolon, 2011).

y) Mia uttéBeon epyaciag & pia diomrioTwaon

Me Ta raparmavw ouvEETal kai N €€r¢ uTToBean epyaaiag:

Av 1a NN eméAeyav va @oitouv o€ auTd ue Sladikaaieg EEETATEWY POVO Ol apIoTOUXO! JaBNTEG
Kol paBnATpIES, av TauTdypova diEBeTav Toug KAAUTEPOUG EKTTAIDEUTIKOUG (EKTTAIBEUTIKOUG UWNAWY
akadnuaikwy TTPOCAVTWY) Kal TIG KAAUTEPEG KTIPIAKES Kal TEXVIKEG UTTOBOWEG TI Ba YTTopoucav
va TTPOTEIVOUV W¢ TTapddelyua TTpog Ta dAAa dnudoia axoAcia TG xwpag; MATIWS va Kdvouv
Kol auTd €€eTaoeIg yia va emMAECOUV  TOuG KOAUTEPOUG WaBNTEG Kal PABATPIEG, va £TTIAEGOUV
pe auaTnpég diadikaaieg agloAdynong Toug KAAJTEPOUG eKTTAIDEUTIKOUG Kal va aveBAoouv Ta
UNIKOTEXVIKG TOUG OTAvVTaPTG; Eival avepd Twg pia TETola TrpoTacn poiadel &xi JOvo OuToTTIKN,
aAAG 0TV TTAPOUCA KOIVWVIKF KAl OIKOVOUIKA GUYKUPIa Kol TTPOKANTIKK!

Ze auTo Ba agICe va TTpoaBEécoupE Kal TO E€AG.

‘Epeuveg éxouv Oeitel omi Ta Meipapatikd ZxoAsia (6Twg m.x. 10 MeipapaTikd X oAgio Tou
Mavemotnuiou @gooalovikng, MZMO) kai mpiv v whAgeion tou N. 3966/2011 Atav Adn
oxoAeia KOIVWVIKAG dIAKPIoNG Kal OXETIKAG HaBnTIKAG eAIT. Kai autd yiati, Adyw TnG auaTnpig
opYAvWaNG Kal ToU OTraITnTIKOU EKTTAIOEUTIKOU TTEPIBAAAOVTOG TTPOGEAKUAY YIO VO QOITATOUV
o€ QuTA (Péoa aTmd €va ATUTTO BIKTUO KOIVWVIKAG KIVATIKATNTAG Kal TTANPo@dpnang) GAAOTE pe
egetaoeg kai GAoTE Xwpig TaIdId TG Yeaaiag KovwvIKAG TaENg kai emavw (Aidutag, 2009).
H augtnpotoinon Tou TpéTIOU €TMIAOYAG TWV PaBnTwyv Kai adnTtpiwv pe Tn dladikagia Twv
€CETACEWV KAl TWV TEOTG, ETTOUEVWG, TO MOVO TTou Ba utTopouae va emTUxEl gival va oguvel kal
va EKAETITOVEI OKOUA TTEQICTOTEPO TIG BN UTTAPXOUTEG KOIVWVIKEG DIOKPITEIG oTn aUvBean Tou
poenTikou TAnBucuoU.

2T. Ta MNZ wg kaAd kai dnuioupyikd oxoAcia yia 6ha Ta TTaudid Kai TTapadelyuaTiKé oxoAeia
yia Ta UTTOAOITTa OXOAEIa TNG XWPaG.

ZuvaBpoidovtag TIG TTAPOTTIAVW OKEWEIG QaiveTal TTwG UTrapxel eAtTida Ta MMNX va deifouv
OTI e éva OIOPOPETIKG OPapa IO TNV EKTTAIOEUCT, JE KAAEG TTEPITITWOEIG EKTTAIOEUTIKWY, ME
APTIEG UTTOBOWEG, UE EUPOTN O€ TIPOYPAUMOTA EVIOXUTIKAG IBOOKAAIOG Kal O€ guvepyaaia pe
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Ta YEITOVIKA OXOAgia ptropolv va yivouv Trapadeiyyata kaAng TTaideiog yia 6ha 1a TTaudid Kai
TPOTUTTA TTPOG WiuNon aTro Ta GAAA Ox0AEia TNG XWPaG.

MpoUméBeon yia va aupBei autd gival oI yabnTég kai ol pabnTpieg Twv MM (tégo yia Tn eoitnon
ToUug 010 ['UPvaaIo 600 Kal aTo AUKEIO) va eTTIAEyovTal e KAfpwan kai OxI Je ECETATEIG!

Tote ki yévo 161€ B umopoucav Ta MMNE va amoteAéoouv TTapddelyua avBpwITivou Kai
onuokpatikoU oxoheiou (EAATMKA 2008 & Toidkarog 2011). Téte kai pdvo TOTE O KAIVOTOIESG
ToU £QappolovTal g€ autd  (vEéa OVOAUTIKG TTPOYPAUUATA, EKTTAIDEUTIKOI OUIAOI, EPEUVNTIKESG
epyaoieg K.0.k.) Ba ATav duvatév va xpnaoidotroinBolv wg KOAG eKTTaIdeUTIKE TTapadeiyuara
oo Ta GAAG OXOAEia TNG XWPAG .

AlagopeTikd, To pévo yia 1o otroio Ta MMNZ Ba pTropoloav va tmixaipouv Ba ATav 10 yeyovog Ot
TT0AAOI aPIGTOUXOI HABNTEG Kal JOBATPIES TTOU QPOITOUV O€ QUTA ETTITUYXAVOUV OE TTAVETTIOTNUIAKES
OX0AéG uwnAou KUpoug. AuTh N IKavoTToinan OUWG €ival EYWKEVTPIKA Kal QUTAPETKN Kal OEV
OUVEIoQEEPEI OTO ONPAOIO KAAG TG XWPaG.2

EkT66 Kai av n yoakpotrpdBeoun emBupia Tou Ymoupyeiou Maideiag gival n dnuioupyia evog
TapadAAnAou TTpog To uTTapxoV BIkTUoU GXoAgiwy GTO oTToio Bal PoITOUV 01 apIoTOUXOl HOBNTEG
Kol JaBATPIEG. 2’ auTh TNV TTEPITITWON GUWG N TToATeia Ba £mpeTTe va dIKaloAOyATEl TTEIOTIKA
TNV avaykn Tng dnuioupyiag evag TETolou BIKTUOU OXOAEiwV Kai, JAIoTa, a€ pia TrEPiodo TTou N
XWwpa Kal padi n ekmaideuan dokipdlovTal atmé TV I0XUPOTEPN KOIVWVIKF Kal OIKOVOUIKI KPion
TWV TEAEUTAIWV DEKOETIWV.

Kai, ev maon mepimTwoel, Ba ymopouce va yivel katavont n dnuioupyia dUo - TpIwv
Bepatikwy oxoAsiwy yia va @oitouv g autd TraidId ue eCaIPeTIKE TAAEVTA Kal IKAvOTNTEG O€
oplopéva yvwaTKG TTedia (T7.X. KOANTEXVIKG padruarta, pabnuatikd, QUOIKEG ETTIOTAUEG K.0.K.)
pe aT1dxX0 TNV aglomoinon Kai avaTTugn autwy Twv TaAéviwy . Opwg n utapén oAdkAnpou
TapadAAnAou SikTUoU GXOAgiwY apIoTOUXWY POBNTWV Kal OBNTPIWY TTOIO KOIVWVIKF AIToupyia
Ba eguttnpeTouoe aAnBeiq;

Z. H1o6tnTa 0TNV eKraideuon wg TpolUméBeon TnG YEVIKAG KOIVWVIKAG EUNMEPIAG Kal
TPo6Sou

210 TTponyoUueva KEQAAQIQ TTPOCTIABATANE VA avaTITUEOUNE ETTIXEIPAUATA YIa va deifoupE OTI
n €EVOUCN €K PEPOUG TNG TIONITEING O€ TTOIOTIKG OXOAEID UPNAWY EKTTAISEUTIKWV OTAVTAPTS Yid
OAa Ta TTaudid (kai wg TéToia Ba uTropoucape va Bewpricoupe kai Ta MNMZ) amoteAei TpolTdBeon
yia Tnv avaBdbuion Tng Traideiag oTn Xwpea.

Mpog eTTippwaon Tou I0XUPICHOU avapéPOUNE TIWG O€ £pguva TTou dlevipynae n eTaipia «McK-
insey & Company» yia Tnv kuBépvnon twv HIA diammioTwaoe Twg n auepIkavikn TToAiTeia xavel
dloekaTtoupUpia doAdpia k&Be xpovo armd To yeyovdg OTl dev TTapéxel ion ekmaideuan oe OAa
Ta apEPIKaVOTIOUA. [0 ouykekpipéva BIaTTIOTWONKE OTI OE TIEPITITWAN TTOU O IGTTAVOPWVOI
Kal a@pIKAvIKNG Kataywyng pabntég kai padnrpieg Adufavav ekmaideuan avaAoyn pe tnv
eKTTai®EUON Twv AEUKWY JaBnTwy Kal JabnTpiwy Kai av, €mmiong, 1o id1o ouvéBaive Kal yia TV

2 AuoTuxwg, Kai g€ avtiBeon ue Toug Tapomdvw IoXupiopoUs, n Aloikouoa Emtpomd Twv Mpdtumwyv
MNeipapatikwv ZyoAciwv (A.E.MN.M.Z.) éAaBe Tnv améeaon n €icodog Twv YabnTwv kai padnTpiwv ota Mpdtuta
MNeipaparikd Mupvdaoia kai Alkeia va yivetal pe egeTdoeig kai 1eoTg Seglotitwy (A.E.M.M.Z., 2013). O umrapkTog
Kivduvog, BéBaia, pe TIG egeTdoelg kai Ta TeoTg gival Ta MMNX va yetarparrolv Babuiaia oe axoAeia padnTikAg Kal
KOIVWVIKAG €AIT, avTi yio KaAG Kail TToI0TIKE aXoAeia yia 6Aa Ta TTaidid.
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«Mepikoi aToXaOHOI £TTi TNG KOIVWVIKAG AgItoupyiag kai Tng giAocogiag Twv véwv Mpdrutmwy Mepaparikwv ZxoAeiwv (MMZ)»

ekTTaideUon Twv TTaIdIWY Pe avarnpia kai pabnaiakég duokohieg, TéTe aTa emdueva 80 xpdvia
10 apepIKaviko £€Bvog Ba eixe va kepdioel Trepi Ta 50 TpioekaTopuUpia doAdpia, TToa6 o Ue
10 TPIMTAGCI0 TOU €TACIOU akaBdapioTou €BvikoU Trpoidvtog Twv HIMA (McKinsey & Company,
2009).

Ta dedopéva autrg TnG €peuvag Ta éAaBe cofapd ummdyn 1600 n KuBépvnon 60O Kai TO
Ymoupyeio Maideiag Twv HMA. Atogdaoioav, TTpdyuaT, oTa eTOUEVa XpOvIia va eTTevOUoOoUV
peEYGAO pEPOG Twv XpnudTwv Tou €BvikoU TrpoutroAoyioyou ato ox€dio TG PeAtiwong
NG ToIOTNTAG TNG eKTTaideuong yia GAa Ta auepIKavOTTOUAQ, Xwpig TIG £EQIPETEIS KAl TOUG
dlaxwpIopoUg Tou TTapeABOVTOg TTou a@opoloav OTIG I0TTAVOPWVEG Kal OTIG a@PIKAVIKNG
KOTaywyNG KOIVWVIKEG ouddeg. H idia n emwvupia Tou €BvIKOU aTpaTtnyikoU oxediou - «Ma 6ha
Ta TTaIdId padi Kal yia 1o KaBéva XwpIoTd — JIa OTPATNYIKA Yia TV I06TNTA KOl TNV pIoTEia aTNV
ekTraideuon» - 10 BnAWvEl Pe Tov Mo KaTnyopnuaTikd Tpdmo (U.S. Department of Education,
2013).

H1rpoomdBeiaTng apepIKAVIKNG KUBEPVNONG VA TTPOTPEPEITTOIOTIKA KOl UWNAWY TTPOdIAY POV
Taudeia yia 6Aa Ta TaidId xwpig £Bvikoug, BvoTikoUg i dAAoug diaxwpiouoUs aTroTeAel, katd T
YVWUN Jag, éva KOAS TTapadelyua TTpog Yipnaon yia T xapagn Tng eKTTaIdEUTIKAG TTONITIKAG OTN
Xwpa pag. Mia TTONTIKA TTou e €TTiKEVTPO T0 aUvBNnua «kaAf kai ToloTIKA TTaideia yia 6Aa ta
TadIG» Ba ETTPETTE VO XAPOAKTNPICEl Kal TRV QIAOCOPia KOl TOV KOIVWVIKO pOAo Twv vEwv MIMZ.

Eihoyog

Me 10 N. 3966/2011 tou opilel To véo TTAaicio Asitoupyiag Twv Mpdtuttwy MNepapatikwy
Zyoheiwv (MMZ) BpiokduaoTe PTPooTd o€ pia YeydAn TpdkAnon. Na amogacicoups av
Béhoupe: a) éva axoAcio TTou agopd aToug ApIaTouG PadnTég Kal JabriTpieg, dnAadr| £va oxoAcio
poBNTIKAG €AIT fj avTiBeTa B) £va TTOIOTIKG Kal TTapadelyuaTiké axoAgio £pyo Tou otroiou Ba gival
va TTPOoPEPEI UYPNAOU eTTITTESOU POPPWTIKG ayabd kai agieg oe 6ha Ta TTaudia (avedpTnTa atmod
TN QUAR, TO PUAO, TNV €BVIKA, £BVOTIKY), BpnokeuTIKA 1 AAAN KaTaywyn). AloTuTrwoaye BAciuoug
IOXUPIOPOUG OTI N AANVIKA Kovwvia €xel avaykn amd Tn deutepn €TmAoyn, TNV €TMAOYT Tou
KaAouU, TroioTikoU Kai dnuioupyikoU oxoAgiou yia 6Aa ta Traidid. Auth n emAoyn @aiveTal va
amoteAei TPoUTTOBEaN yia TNV PEANOVTIKA TTPOKOTTA Kal TNV eunuepia Tou £€Bvoug Kal agopd
1600 ota MMNZ 600 kal gTa UTTOAOITTa GXOAgia TNG XWpPag. Ag eAtTicoupe 611 o1 uTTEUBUVOI YIa TO
oxedlaopd Kai Tn xapagn NG eKTTaIdEUTIKAG TTOAITIKAG Ba To AdBouv cofapd umdwn. H didkpion
Kal 0 eNITIopdG, eEGANOU, B WPEANTE TTOTE TNV eKTTAIBEUCN OUTE KOl TNV KOIVWVid.
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O1 roAITIkEG TNG B1BaoKAAIOG KAl TO TTAICIO TWV APXWV TOUG

Anunrpiog NikoAoudng
Adokalog, AidakTwp Tou ApiotoréAgiou Mavematnuiou, dniksis@yahoo.gr

Abstract

The purpose of the text is to present and to open to criticism the general categories of the
pedagogical principles that affect the daily schooling practice. We believe that behind every
teaching choice there is a particular perspective of the school, knowledge and the social subject.
These three basic views are the traditional/technical, the liberal and the radical/critical with the
latter formed through the lens of Critical Pedagogy in the USA. Our fundamental position is that
the student - teacher - knowledge trinity does not constitute a closed system of relationships but
is determined by a wide range of outside political, economical and cultural factors.

Eicaywyiké oxoAio

To keipevo TTou okoAouBei €oTiddel aTn oulATnon YUPW OTTO TNV EKTTAIOEUTIKA TTPOKTIKN
egetadovtag Oxl povo BewpnTikG {nTAMOTa 0 éva a@npEnuévo emiTedo, aAAd Kai, OTTWG
maparnpei o Michael Apple, epyaAcia xpriong o€ éva eTiTTedO £QOPUOYWY PEOAIAG KNIMOKOG.
Mo ouykekpipéva, OTPEQOUME TNV TIPOCOXI MOG OTO OUVOAO TWV OPYOVWTIKWY aPXWV
TToU TTPOCdIOoPICEl, O OIOPOPETIKEG TTPOOEYYIOEIG, TIGC oTpaTnyikéG didaokahiag. ETiong,
KOTOTTIOVOUAOTE PE TO TTPORBANUA Twv IE0AOYIKWY GUVBNKWY UaBnong ol oTroieg eCeIdiketouv
TOUG YEVIKOUG EKTTAIOEUTIKOUG OKOTIOUG. H emAoyh auTr) emTpETTEl va €EETAOTOUV KPITIKG Ol
TIPOTEPAIOTNTEG TNG «KUPIAPXNGY» ETTIXEIPNHUATOAOYIAS VIO TO OUYKEKPIMEVO BEua, KaBwg auTh
€XEl TNV TAON va oTTo-100A0YIKOTIOIET TNV BISAKTIKY TTPAEN KAl va TNV ATTOTIUG OTO TPITITUXO
0Gokahog-pabntic-yvwaon. H avéAuon pag dev @iAodotei va amavtiael g€ OAeg TIG SIAOTATEIG
Tou TTPOoPAaTOG TToU BETEI, OAANG va epBaBUvel aTnv TIONITIKA TTPOCEYYIOH TOUG GUYKPOTWVTAS
(OTO PETPO TWV AVTIKEIMEVIKWY dUVATOTATWY TOU KEIUEVOU) TN GXE0N TwV EUPUTEPWY KOIVWVIKWY
OopWV PE TNV KaBnuePIVA DIBOKTIKA OKEWN Kal TIPAKTIKY, XWPIG TEAIKA va eKQUAICETaI a€ éva
oUvoho 01odIKwy dIdaKTIKWY uTrodeitewv. H emxeipnuatohoyia pag €xel, miong, uméyn v
avaykn yio pia Tepaitépw eURABUVON OTIG KABNUEPIVEG TTPAYUOTIKOTNTEG TTOU AQOPOUV TO
oXoAgio Yéaa ammod Toug PakoUs TNG KOIVWVIKAG Bewpiag, n otroia evBappUvel Thv KaTavonan
TWV EKTTAIOEUTIKWV OTOXWV Kal TwV ETAOYWYV 0€ OAa Ta oTadIa UAOTTOINOAG Toug. Q0Td00, £DW
Ba TrepiopioToUpE o€ Wia oUvToun (aAAG Oxi eTipavelakn) diepedvnan Twv Bacikwy BEcewv
TToU QIETTOUV TNV TEXVOKPATIKA, QIAEAEUBEPN KaI KPITIKA/PICOCTIAOTIKY OTITIKA yIa TO POAO TOU
EKTTAIDEUTIKOU Kall TIG BIOOKTIKEG TOU TTPOTEPAIOTNTEG.

01 6e0m6douceg OTTIKEG B1GaOKAAiaG

Me Baon TNV ouvinpEnTIKA/TEXVIKA avTiAnwn' yia Tv ekTraideuon, n JIDOKTIKK TTPOKTIKA
QVTIMETWTTICETOI WG AEITOUPYIKA, KAVOVIOTIKI) aKoAouBia ETTIAOYWV KOl EQAPPOYWY TTOU EICAYEI
010 eKTTaIOEUTIKO TTEdio éva gUVOAO EBOBOAOYIKWV OPXWV, IKAVWV VO avTOTTOKPIBoUV o€
6A0 TO QAoua TwV padnalokwy TePITWoewy. ‘Eva kavovioTikd potifo mapeuBacewy TTou

1 T pia ouvtnpenTikn ok TNG diIdaokahiag TNG «TTpaydaTikiig» yvwang BA. Apple, 2002, 62-70.
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NikoAoUdng Anuritpiog

BepeNioveTal 0Tn AOYIKK) TOU OXFUATOG PETABIBW — OPOUOIWVEL, TTAPAKAUTITOVTAG TIG EUPUTEPEG
KOIVWVIKOTTONITIOUIKEG DIOUECOAABATEIS. TN OUYKEKPIUEVN OUCATNON PTTOPEI va B€l KATToI0G
va Kuplopxei n mapadoyn 0Tl ol TIPOTEIVOUEVEG aPXEG KOl TEXVIKEG EKPPAloUV amapafiaoTeg
BeBaidTnTES KAl £x0Uv KABOAIKR 10X U. Koivr) TTapadoyr Bewpeital, £TTiong, 6Ti 0 SA0KAAOG TIPETTEI
va KaTéExel OeCIOTNTEG TTOU QapUOlovTal g€ KABe TTEPITITWAON KAl O€ OTTOI0dNTIOTE UadnaIoKo
mepIBEAAov. ‘Eva oTatikd kal opoidpop@o TAaiolo Traidaywyikwy Tpoaeyyioewv (BAtT. OECD,
2011, 30). H ouykekpigévn oTITIKA ekivael dnAadr atré Tnv auaTnpr uioBETnon piag aBpoloTIKAG
O€IPAG TUTTIKWY ETTINOYWV Kal XEIPICETAI TIG EPTTEIPIEG TwV EKTTAIdEUSUEVWY (1} aKdun Kal Twv
EKTTAIBEUTIKWYV) 0OV va gival oudETEPEG KATAOKEUEG. Me GAAa Adyia, eival TTpoonAwpévn o€
EKTTAIBEUTIKA QTTOTEAEOATA TTOU TTPETTEI VA KATOKTNOOUV OKOWN KI TOV QUTA GUPPIKVWVOUV
OPaPaTIKA T OIBOKTIK) QUTOVOUIO TWV EKTTAIOEUTIKWV A TV IKAVOTNTA aVOZATNONG TWV HadnTwy.
Oucia0TIKG, TTPOKEITal YO €va €I00G TUTTOTTOINGNG TTPOdIAYEYPAUMEVWY TTAISAYWYIKWY KOVOVWY
TavroU kal Tdvta oto TTAQiolo piag KaBoAikAg ovtohoyiag Tng didaokahiog (Freire, 1998,
27). H dieupupévn xpnon Twv TEST Kal, YEVIKE, N ETTIKPATNON €VOG CUCTAUATOG ECETATIKWV
OOKIJOaCIWY TTPETTEl VO BEWPEITAI QVTITTIPOCWTTEUTIKN €TTAOYA aQuTA¢ TG Tdong, TTPdyua TTou
evioXUel Tov TTponyoupEVo 1I0XUpIopo. EBw, Sivetal Eugaan aTn METPNOINOTNTA TWV BIGAKTIKWY
€10ayOUEVWY, OTA TIPOKATAOKEUATHEVA OUVOAX YVWONG KOI OTO CUUTTEPIPOPICTIKAG EUTTVEUDONG
oxXAUa: e1I0ayw Eva epEBIoUA yia va TTPOKAAETW GUYKEKPIPEVES QVTIOPAOEIS, WATE VA PTACW OTO
emBUUNTO aTTOTEAECHA, TO OTToI0 TEAIKG KabioTatal PETPAOIPO We BAan Tnv TTapaTipnon Twv
TTaPAYOUEVWY CUUTIEPIPOPWY. H BEon auth epgaviletal Tautdonun Ue TNV Kupiapyn €kdoxr
TOU IVOTPOUNEVTONIOTIKOU BETIKIoUOU? TTou Bewpei &TI GAES OI GUPTTEPIPOPES TTOTOTIKOTTOIOUVTA,
KOTNyopIOTToIoUVTal Kal, ETTOUEVWG, O OIBAOKWY VOUIPOTIOIEITaI va TIG IEPOPXE. EVOEIKTIKN
NG OUYKeKpIpévng TTONTIKAG oTig HIMA, eivai n vopoBetiky mpotaon No Child Left Behind
(2002, http://www2.ed.gov/policy/elsec/leg/esea02/107-110.pdf) otnv oTmmoio CUUTTUKVWVETAI
0 PETOOXNUATIONOG TNG SIBAKTIKAG Kal pabnoiakAg TPAgNg o€ OXAUA OVTIKEIMEVIKAG» Kal
METPATIUNG £Qapuoyng We BACN TNV «TTavTOKpaTOpiax Twv TeT (Leistyna, 2007, 98-99).
QoT600, N 18c0AoYia TNG YETPNOIPOTNTAG KAl TNG IEPAPXNONG TWV EKTTAISEUTIKWY ETTIOOTEWV
AeIToupyei TTpoaXNUATIKG Kol ETTIKOAUTITEI TO BaBU £TMIAEKTIKG POAO TOU OXOAEIOU WG pnxaviopou
avoTapaywyAs Kupiopxwv oxéocwv eéouaiag. Me aAAa Adyia, €€ao@oaAilel pia emigaon
QVTIKEIMEVIKOTNTAG OTO «EEBIGAEYHA» TWV «KAAWV» OTTG TOUG «KOoKoUG». H didaokaAia, ot
TENKA avaAuon, TpooeyyiCeTal wg TeXVIKA dlaxeipiong TpoBAnudTwy (technical manage-
ment) kal Ol EKTTAIOEUTIKOI WG TEXVIKOI OIEKTTEPAIWTEG €VOG £TOINOU OWWOTOG UANG. YTTo
auth TNV évvoid, n epyaAslokh TTPoaéyyion TN dIdaoKANiaG EVOWUATWVEN GToIXEia ammd Tn
VEOOUVTNPENTIKA EKTTAIBEUTIKY 1IO€0AOYIO GUYXWVEUOVTAG OE MIA €VIQi OVTOTNTA TEXVIKEG TOU
AEITOUpYIKOU ypauuaTIoNoU pe pUBoug Tou Trapadoaiokol ypaupaTioyou (Apple, 2008,
123). Eivai ouvnBioyévo, TTpoypauuaTa TTou BepeAItovovTal OTIG TIPONYOUMEVEG BECEIG va
QVTIMETWTTICOUV OXI HOVO TOUG EKTTAIDEUBPEVOUG WG «AdEIa BOXEION TTOU OVAPEVETAI VA YEUIOOUV
oA Kal Toug ekTTaIBEUTIKOUG WG aTTPOCWTIOUG TEXVIKOUG dlapecoAafnTég TTou Ba yepioouv
auTta Ta «doxeiax. ‘ETol, utroBabyifouv Tn pudbnan o€ TTABNTIKA TTPAKTIKA KOl To EUTTAEKOpEVA
0€ QUTA UTTOKEIYEVa a€ TTaBNTIKOUG OEKTeG, ecaa@ahidovTag (01 BERaIa atroAuTa) ToV EAEYXO

2 YUugwva pe Tov MauAidn, n BeTIKIOTIKN KaTeUBUvVON TNG EMOTNUOAOYIKNAG OKEWNG TTPOEKPIVE TOV OUBETEPO
EMOTNHOVIKO AGYO Kail TIEPIOPIOE TN YVWGON OTNV TIEPIYPAPH Kal TAEIVOUNGT TWV UTIAPXOVTWY KOIVWVIKWY OXETEWV
(2012: 200).
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G TraidaywyikAg dladikaciag. Or ekraideuTikoi yvwpifouv Ta TTEvVTA Kal oI abntég TitoTa.
QoT1600, N «TTAVTOYVWGIaY QUTH TTPOKUTITEI ATTd £vav TTAPOUOIO XEIPIOPO TWV EKTTAIOEUTIKWY
w¢ «adeia doxeia», TTOU TTAAI avapEveTal va YEUIOOUV UE KEVTPIKO XOPAKTNPIOTIKO QUTAG
NG «avakUKAWTIKAG» SpAcng Tnv aTmwAEIa Tou GUVOAIKOU eAéyxou TnG yvwong. AnAadh, T
BepeNiokn ap@IoBrTNON TNG BeWPNTIKAG Kal EMOTNPOVIKAG TTANPOTNTAG TOU EKTTAIBEUTIKOU Kal
TN ouvemayouevn aduvayia katavonong GAwv Twv @Aacewv NG ekTTaIdEUTIKAG dladIKagiag
(Topaywyry yvwong, €papuoyr] Tng Kai BewpnTikotoinon 6Awv Twv Pnudtwy autig Tng
TpayuatikotnTag). O Freire amokaAei auty Tnv ekmaideuon «Tpdgn ammoTayicuongy, agou
OTnV OUGIa ATTOUOVWVEI TOUG TTPWTAYWVIOTEG TNG OXOAIKNAG MIKPO-TTONITIKAG aTTd T HOPQWTIKA
TIEPIEXOUEVA Kl TIG ETTIXEIPOUMEVEG DIapBpwTIKEG aAAayEg (Ppéipe, 1977, 78). O ouykekpIpévog
T0TT0G €KTTQI®EUONG TTAPAYVWPICEI TO HOPPWTIKG/KOIVWVIKOTTONTIOUIKG UTTORaBpo, Tnv TagIKA
TPOEAEUON TwV HadnTwv kai Tn diapeaohapnTikh dUvaun GAwv autwy Twv WETABANTWY OTN
dlaudépewaon Tou padnaoiakoU TAaigiou. OuciaoTikd, apveital va ouUTTEPIAGBEI OTO OKETTTIKO
TOU TNV avaykaia oUeuén Twy «ECWTEPIKWV» (BOMIKWV) XAPOKTNPIOTIKWY TNG EKTTRIOEUONG
ME TO «EOWTEPIKA» (BEOUIKG) OTOIXEI TNG Kal va TOTTOBETATEl TN PEBnon oT1o TAQICIO Twv
opyavwuévwy cuhoyikwv dladikaoiwy. H uioBETnan Twv BEoewv NG TTAPadOCIOKAG/TEXVIKAG
eKTTaIOEUTIKAG peBodoAoyiag TTapdyel Tnv aduvapio Twv EKTTAIBEUTIKWY va avTeTTeCEABouv o€
oUvOeTa, TrepiTTAoka Kai TTOAUMOP@a OXOAIKE TrepIBAANOVTO Kal TENKG ETTIPEPEI TNV AKPITN
(auto)-evoxotroinar Toug (Giroux, 2004, 63). H Texvokpartikr oTrTIKA TNG dIdaoKaAiag, aAAG Kai
NG EMUOPPWANG TWV EV EVEPYEID EKTTAIDEUTIKWV, N OTTOia Sivel £U@aacn OTn yvwaon wg OTOUIKG
TIEPIOUCIOKO OTOIXEIO, OTNV OTTOBOTIKOTNTA KAl OTNV «AVTIKEIMEVIKI» UETPNCINOTNTA, QVIXVEUETAI
IOTOPIKA OTA TIPOYPGPUOTA YPOUUOTIOUOU Twv TTPOcQaTWY SeKaETIWV aTIG HIMA, aAAd Kai oTnv
TAAQIOTEPN OTITIKI TNG KOIVWVIKAG OTTOTEAECUATIKOTNTAG, N OTIoia SITUTTWONKE OTIG TTPWTESG
Oekaetieg Tou 200U QILWVA YIA TO AVAAUTIKO TTPOYPOMMG KOl OVTIOTOIXOUGE OTnV Kuplapyia Tou
ETMKEIPNUATIKOU povTéAou avdamTuéng (MpoAAiog, 2011, 128).

O1 mapatavw B¢oeig Quoika dev TTPETEl va e€aipeBolv atmd 1o 10€0A0YIKO TTAQICIO Kal TOUG
TTPoCcavaToANIoUoUg TwV TTPOYPAUUATWY OTAPIENG TOU EKTTAIDEUTIKOU €PYOU TTOU UIOBETEN N
emionun TTONITEIQ OTN XWPA POG PECW TNG ETTIHOPOWTIKAG TTONTIKAG TnG. H diamioTwan auth
TEKUNPIWVETAI aTTd TNV avEAUGT OXETIKWY ETTIHOPQWTIKWV EPTTEIDIWV TTOU £XOUV KOTA KaIPOUG
ol 'EAAnveg ekTraudeuTikoi. XapakTnpIoTIKO, w¢ TTPOG AUTr TNV EPTTEIpia, gival TO TTpAypauua
EMPOPPWONG EKTTAIDEUTIKWY pE TiTAO ZUyxpoveg AIBaKTIKEG MNpooeyyioelg yia Tnv AvaTTugn
¢ KpimikAg Zkéwng umd v €ubivn Tou Opyaviopou Emiudpewaong Exmaideutikwy (BAT.
KouAaidng, 2007), oUu@wva pe TO OTTOI0 N KPITIKF) Kal SNPIOUPYIKF) GKEWYN avaTtrTuGoovTal 0TO
TAQICIO TNG ETTIXEIPNUATIKAG KalvoTopiag. Ekei n S1I8akTIKr) Tpden eugaviletal mpoonAwuévn
OTIG dpXEG EAéyXOU TNG yvwong péoa omod TutroTroinuéveg diadikaaieg kaBodrynong, ol
oTT0iEG aPPAYICOUV TIG OXOMKEG POUTIVEG KOl EUTTEDWIVOUV £va €i00G WUXOAOYIKAG €KBOXNS TNG
padnong.

H 6¢on mou Bewpei Tn didaokaAio pia auotnpd TTpokabopiouévn TEPIOX OTNV OTToia
TTaPEUPAIVOUPE PE «QVTIKEIUEVIKG» KPITAPIa dpdong yia va @Tdooupe o€ Trpokabopiouéva
amoteAéopata €xel aTodOKIPAOTE dPIPUTATA OTTO TOUG UTTOOTNPIXTEG TNG GIAEAEUBEPNG TAONG
€vTdG Tou KIvAuatog NG MpoodeuTtikAg Ekaideuang (MFpdAkiog, 2011, 148-149). Zupowva pe
TNV «TTPOOJEUTIKI» avTiAnywn, n d1I6aoKOAIG TTPOOEYYICETAl WG KOIVWVIKA, NOIKA Kol TTONTIKA
TIPOKTIKA-£pEuva. EDW, TO KEVIPIKG £PWTNHG TTOU TIBETAI yIo TOV EKTTAIOEUTIKO aopd Tnv
KOIVWVIKN KaI TIONITIOIKA onuacia Twv emAoywv Tou. H didaokaAia Bewpeital kAT TTapamdvw
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oo aTTAr] EQAPUOYHA OIOTETAYUEVWY EVEPYEILV YIO TNV UAOTTOINGN €VOG TEAIKOU ETTITEUYUOTOG.
Mavra utdpyouv epwTAMATA TTOU AQOPOUV TNV KOIVWVIKO-TIOAITIKR Kai nBikf didaTaon
QUTWV TWV EQAPUOYWY, KaBWwg kal Tn @Uaon Tou 1IB10iTEpOU TTAAICioU OTO OTToi0 KaAoUvTal va
Aeimoupyrioouv. O eKTTIBEUTIKOG TTAPAKIVEITAI VO OTOXAOTEN YA TIG ETTIAOYEG TOU, VA SIAUOPPUWVEI
OUVOAIKI| KOTOTITEUOT TWV ATTOQACEWY TTOU aTTaIToUVTal, AAAG KAl TWV GUVETTEILV TTOU TTAPAyouv
autég ol amogdoelg. O aToxaoudg Bewpeital avamdéomacTo TUAWA TG dIBOKTIKAG dpdang
Kal TNG eTayyeAuaTikAg autovopiag. ATTAAACGGEl TOV EKTTAIBEUTIKO aTTO TOUG TTEPIOPITUOUG
NG «EyKaBIdpupévne» Bewpiag Kal Twv TTPOCUMQWVNUEVWY dUVATOTATWY. Aev dIXOTOME TN
oKEWn ammé Tn dpdan, Ta PEGA ATTG TOUG OTOXOUG TTPOG OPEAOG TNG TTPAKTIKAG £QAPHUOYNG TOU
avoAuTIKOU TTpoypdupaTog. AvtiBeta, emTpETTEl TNV AAANAETTIOPAOT) TOUG GTO TTAIGIO PWG HIaG
1010iTEPNG TTPOPANUATIKAG KAl O€ OUYKEKPINEVEG OUVONKES £peuvag. BEBaia, n avaoToXaoTiKr
authy TTpoTpoT dev Katagépvel ouxvd va ameykAwPIoTei oTo BIBOKTIKO Kal EPEUVNTIKG TTEdIO
o6 70 OPUAAITUS TwV TUTTOTTOINPEVWY BIBAKTIKWY aKOAOUBIWY. ZUxXVva Traipvel TN HOp@r| TNG
NioTag aToixeiwv, TnG Tagivopiag TTou dokIpdeTal aTo ETTITTEDO TNG EQOPUOYNG KOl TTPOCAAUBAVE
TN pabnon wg atopikhy digpyacia Tou OleukoAUvel Thv TTPAORACT OF GUYKEKPIPEVA €idn
KEIPEVWY, aAAd Ox1 wg Kovwviko @aivopevo. O Eryaman kai Riedler (2009, 212) diakpivouv
TOTTOUG «OTOXAOTIKAG OIOa0KaNag» TTOU TIEPIOPICOVTAI OTA ATOUIKA VONTIKG OXrUaTa TOU
EKTTAIBEUTIKOU, HIO TTPAYMOTIKOTNTA TTOU OTOIKEIOBETEITAI aTTd TIG A0TPATTIaIEG avTIOPATEIS TOU,
TIG JETO-YVWOTIKEG ETTIOKOTTATEIG, TIG BI0pOWTIKEG TTAPEPRATEIG Kl TIG TEAIKEG EKTIUATEIG, WOTE
va avatapoyBei 0 HoPPWTIKOS KUKAOG TNG EKTTAIOEUGNG. 2TO OUVOAO QUTWV TwV EKDOXWY, N
«0ToXaoTIK O1daokaAio» TTpooeyyiletal cav Kartnyopia aTopikAg dpdong, Hia €owTepiKA
TTEPIOXN) TNG IKAVOTNTAG TOU EKTTAIDEUTIKOU Kal X1 WG EVa KOIVWVIKO-TIONITIKG TTpORAnua. Edw,
pTTOPEi va &€l KATTOI0G WIO KPUPR Agitoupyia TG TTPO0dEUTIKAG dIdaoKaAAg: Tov TTEPIOPIoUS
TOU EKTTAIBEUTIKOU Va GKEPTET TTONITIKG Ko aTTEAEUBEPWTIKG yia TN dOUAEIG TOU. H TTaIdaywyIKr
Tapadoaon Tavw oTnv otroia edpdlovTal oI TTPOoavaTOMIGUOI TwV QIAEAEUBEPWY avTIAfWEWV yia
n O1600KOAIa KOl TO pOAO Tou eKTTAIBEUTIKOU BeV €ival AoxeTn We To £pyo Tou John Dewey, 10
OTT0I0 ETTIKEIPET £val £i00G GUYKEPATHOU TNG TIPAYUATIOTIKAG YVWONG WE TNV 1I8€a TnG dnpokpaTtiag.
ZUpgwva pe Tov Ira Shor, o Dewey ToviCel Tn cuoxETian NG MNMaudaywyIKAg Kal TOU TTEPIEXOUEVOU
NG EKTTAIBEUCGNG PE TNV TTPOAYWYN TNG BNPOKPATIOG XWPIG WOTAO0 va eVOIOPEPETAl YIa THV
TAgIKr) oUYKPOTNON TWV KATITAAIGTIKWV KOIVwvIWY (Shor, 1992, 127).

la 10 idi0 Bépa, or Samuel Bowles kai Herbert Gintis, oto yvwaot6 Toug BiAio Schooling in
Capitalist America (1976), ava@épouv OTI o1 QIAEAEUBEPEG BETEIG yia TV eKTTaIBEUON KAVOUV
10 AdB0¢ va Bewpolv To oxoAgio £¢w ammd v Kovwvia, va To avTIMETWTTICOUV WG UTTOBEDN
KATTOIWY TTPOOBEUTIKWV 1 CUVTNPENTIKWY TTOAITIKWV/TTaidaywywv. H @IAeAelBepn avtiAnyn
Bewpei T0 AOTIKO OXOAEi0 PECO ETTITEUENG EVOG HOVTEAOU KOIVWVIKAG 106TNTAG, KI Ox1 TTEdio
QVOTTAPAYWYAG TWV KOIVWVIKWYV Tagewv. BERaia, o Dewey dev Tapayvwpile TOV TTAPAYWYIKO
Kal avatrapaywyiké pdAo TnG ekTraideucng aTnV atmo@ACIOTIKY| EVIOXUGT TWV KATTITAAIOTIKWY
KOIVWVIKWV Ox£0Ewv Trapaywyng otnv apxn Tou 20ou aiwva oTig HIA. Eixe emiyvwon tng
oKANPATNTOG QUTWV TWV OXECEWV KAl TWV HOPQWV TTou AduBavav, Ouwg TIG atrédide aTnv
QTTOTUYiIO TWV ECWTEPIKWYV PETOPPUBUIoEWY Kal aTnv aTmouaia €1dIkwy TTou Ba dwaouv AJoEIG.
MioTeue dnhadn oe pia Tepioadtepo e§opBohoyiopévn diopBwTIKA TTapéuBacn, Ye Euaacn OTIg
YVWOTIKESG DIAdIKATiES Kal TIG KOIVWVIKEG Be€I0TNTEG. O Dewey Bewpolae 611 n £ugaacn Tou £BIVE
10 OoXoAEio oTNV eTmayyeAPaTIKA ektTaideuon, Ye TNV €mAoyr va TIPOKpIvEl TNV avadeitn Twv
TpIWV R (reading, “riting, “rithmetic) oe kupiapyo ot6xo, TPGdIdE TNV aduvayia ToU CUCTAPATOG
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va OUVOEDEI T yVwan PE TNV KOIVWVIKA aAAayr kai Tn dnuokparia (Dewey, 2004, 20-21).

Tehikd, 10 TP&BANUA TG diIdaokaAiag, oTo TTAQICIO TNG GUYKEKPIPEVNG TTPOGEYYIoNG, TiBETal
€KTOG TWV dUVATOTATWY GUVAVTNONG TWV ETTIAOYWY TOU EKTTAIBEUTIKOU WE TIG EUPUTEPEG KOIVWVIKEG
ox€oeig (TTONITIKN, NBIKN, 0IKOVOUIKA, aioBNTIKA KATT.). OuCIaCTIKG, N «TTPO0DEUTIKA» BIOAKTIKN
TTPOTACN aduvaTEl va KATAOTAOEl GAPEIG TOUG TPOTTOUG WE TOUG OTToioug N e¢ouaia diatTAékeTal
JE TNV KouAToUpa kai Tn pdénan (McLaren, 2006, 41).

Mia kpITIKA) OTITIKA Yia TN S18aokaAia

H kpITIKr ap@IoBATNON TwV KupiapxXwv BECEWVY TNG UINXAVIOTIKAG KAl PIAEAEUBEPNG TTPOCEYYIONG
avoiyel T0 dpdpo O€ pia TPITN avayvwaon Tou dIBAKTIKOU TTAaigiou, auTth TG PICOOTTIACTIKAG-
KPITIKAG B18aoKaAiag, 6Twg €xel BepehwBei amd Tn ouvepyaaoia Tou Freire pe Toug Apepikavoug
KpITikoUg Traidaywyoug Henry Giroux, Peter McLaren kai Ira Shor. H emmiAoyr| auth dev eykAeieTal
oTa OPIO TWV NYEUOVIKWY Traidaywyikwy Bswpriocwv kai dev utroBaduicel Tn didaokahia o€
éva 0UVOAO OUBETEPWV TEXVIKWV TTPOTACEWV. Aivel Eppaan atnv avadeign Twy IGE0AOYIKWY Kal
IOTOPIKOTTIONITIKWV TTpoBANudTwWY, €101 WOTE va PETOPEPBEi N GuUZATNON YIa TNV EKTTAIOEUTIKN
Tpagn oto emimedo TG TTONITIKAG avTirapdBeong. ATTé auth TV Ammoywn, Bewpeital KPIoIPog
0 aTeyKAWPIOPOG TNG MATIAG TOU EKTTAIOEUTIKOU ATTO TO AUECO WIKPO-ETTTTEDD TNG OXOMKAG
aiBouoag kai n peTATATTION TNG OTO TTAQICIO TWV EUPUTEPWV KOIVWVIKWY QvTaywvIoUWY. Kar’
QuTOV TOV TPOTTO, ATTOKAAUTITOVTAI OI EUPUTEPES TIONITIKEG TTPOUTTOBETEIG UTTAPENG TNG OXONIKAG
yvwong Trou emnpeddouv Ye abéato TPOTIO TIG KABNuEPIVEG TTaIdaywyIkEG ammoedaelg Tou. O
avaTrPooavaToNIopGG auTds Bewpeital KPIOIWOG yia ThV KATavenon Tng ekTraideuong wg Trediou
OTIOU PETAPEPOVTAIl O YEVIKOTEPOI KOIVWVIKO-OIKOVOUIKOI avTaywviopoi. ESw n didaokahia
Bewpeital TPAEN, dnAadh cuveldnTh TTapEPBacn TTou GUVOEETAl JE KOIVWVIKOTTONTIKG, nBIKd
Kal TTPakTIKG TTpofAfuaTa. O OTOXAOUOG TwV KOIVWVIKWY UTTOKEIPEVWY OV €ival aTOUIKO
XOPAKTNPIOTIKS yIa TNV EKYUUVOOT TOu Vou, aAAd TTpoidv KovwviKrg 8pdaong kai dev e¢eTdleTal
OTTOKAEIOTIKA OTO aO@UKTIKO TTAQIOIO Twv OIUTTOKEIMEVIKWY eTa@uwy. YmepPaivel Tn doun
NG dueong ema@nr¢ kai BagiCetal atnv avdAuon Twv avTiBéocwy TnG aUyXpovng KoVwvidag,
OTNV KPITIKI] KOTAVONGn Tou pOAOU TNG EKTTAIBEUCNG YIa TNV QVATIOPAYWYT| KOI VOUIUOTTOINGN
poUTTapxovTwy TPoTUTTWY. Opwg, n Kapdid autAg Tng diadikaaiog dev evToTTCeTal ATTAWG
OTO EKTTOIOEUTIKG TTEQIEXOMEVA, OTN YETORIBaon TTANPO@OPILY aAAG, KUpiwG, GTN HOP@r: OTIG
TIEPITTAOKES KOIVWVIKEG OXETEIG TTOU BIETToUV TNV ekTTaideuan (Giroux, 2010, 117-118).

H didaokaia gival pia nBIKA TTPAgN, TTou EMTPETTEI OTOUG EKTTAIOEUOEVOUG VA DIOUOPPWVOUV
EKTETOPEVOUG OETPOUG AVAUETQ OTNV ATOMIKAG TOUG EUTTEIRIO KOI OTA KOIVWVIKG TTpoBARaTa. To
€PWTNHA TTOU OVOKUTITEN Eival av BEAoupe Ta axoAcia va TTapdyouv TadnTikéG ouVEIBAOEIS Kal
TroAiTeG TTOU TTpocapudlovTal o€ pia TTpoUTdpxouaa Soun i va ouykpoToUv dnudcious XWPEoug
TTOU KaAOUV TOUG EKTTAIDEUGHEVOUG VAl YiVOUV ONUOKPATIKG OKETTTOUEVOI TTONITEG VIO TOV KOIVWVIKO
METAOXNUATIONS Kl TNV TTPOOTITIKA TNG Sikaloouvng. Emouévwg, n didackaAia Bewpeital pia
NBIKA SIOAEKTIKF) TTPAEN ouvEOUEVN E QUTO TTOU €ipACTE KAl QUTO TTOU BEAOUPE VO YiVOULE.
O1 JIBOKTIKEG eVEPYEIEG, TUUPWVA PE TNV KPITIKA TTpoaéyyion, €ival AdBog va utrofiBadouv
N SI0AOYIKA KATEOTOON OE pIa atrAr) TEXVIKT yIo TNV ETTEUEN YVWOTIKWY atroteAeaudtwy. O
TdaYWYIKOS DIGAOYOG TTPETTEI VA ETTIOIWKEI TO YETATXNUOTIOUS TWV KOIVWVIKWY OXECEWY OTNV
TAEN Kau TNV aviywaon TG IKavoTNTag yia GUANYN Twy EUPUTEPWY KOIVWVIKWYV oxéaswy. ETal,
N QTTOTAMIEUTIKI aKAUWiO Twv auaTnpd eMAEYUEVWY EI0NYACEWY QTTOPPITITETAI WG dyovn Kal
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OTTOEEVWTIKA. AUTEG O JOPPEC TTaIBAYWYIKAG ETTIKOIVWVIAG TTOMOKPUVOUV TOV EKTTAIBEUOUEVO
omo TO TPOOKAVIO TNG pabnoiakAg diadikaciag kal Tov Katadikddouv ae oiwth. AvtiBeta, o
KPITIKOG TTaIdaywYIKOG DIGAOYOG TOViCEl TN OP@WTIKA agia TnG TTIKOIVWVIAKAG TTPAENG Kai BETel
TO OTOXO VO HETAOXNMOTIOTET N DIBOKTIKA KOTAGTAON OE CUVEPYATIKY| EPEUVNTIKY TIPOOTITIKNA (Shor
& Freire, 1987, 11). H rpootTikr auTr) dev eival GOXETN UE TO OTOXAOTIKO AGYO TToU aTTeyKAWRICE!
N okéWn amé Tnv m@avelokh TAeupd Twy TpayudTtwy. O yaBnTég pe 1o HAOKAAO UTTOPOUV
va TTPOBANUATIOTOUV YIa TIG YAWOOIKEG KWAIKOTIOINTEIG KAl TOUG GUBONIopoUG 010 TTedio TnG
KoUATOUpaG. H ouykekpigévn TrpoTaON yia TNV KATAKTNON TG yvwong Bewpei avaykaia tnv
EUTTAOK) OAWV TWV UTTOKEIPEVWV TNG EKTTAIOEUTIKAG BIadIKaaiag Kal apVEITal va KATOKEPUATIOE!
N YAWOOQ O€ EMPEPOUG ATTOOTIACUATIKEG OpAGTNEIGTNTES. H TTAPATIAVW OTITIKF) GUYKPOTEI TN
OXONIKr) TAEN TOU KPITIKOU YPAUUATIOPOU OTNV QUBEVTIKA HOPQWTIKA UAN, n otroia avTAciTal omrod
TOV EUPUTEPO KOIVWVIKG KOO0, KI OXI O€ ETOIMOTTAPABOTA TTOKETA YVWONG TOU EPTTOPIOU. ZXETIKN
JE Ta Trponyoupeva TTPETTEl va Bewpeital n TpéTacn Tou Paulo Freire yia Tn digpedvnon Twv
«TTOPAyWYIKWY BepdTwyvy. Ta Tapaywyikd Béuata £0Tialouv o€ KOIVWVIKE TTpoBAAOTA TTOU
Biwvovtal g€ CUANOYIKO ETTITIEDO KAl TTPOT@EPOUV dUVATOTNTEG yia Opdan. Ta Béuata ptropei
va agopouv Tov €BVIKIoud, Tn dnuokpartia, TNV avdamTugn, Tov IUTTEPIOAICUS, TIG aYPOTIKEG
HETAPPUBUICEIG, TOV EKTTAIBEUTIKO ATTOKAEIONO, K.4. (Freire, 1996, 122). O Freire otampoypduuara
YPOUUOTIOUOU TTOU EQAPUOCE KOl OTIG EKTTAIDEUTIKEG TTPOTACEIG TTOU DIATUTIWOE GUOXETICE! TN
«NEENY pE TOV «KOOUOY, TO Keipevo e To TAaiolo. Eival adivaro, ypdgel, va JeAETHOOUYE Ta
BaBuTepa voruaTa Tou KEIMEVOU Xwpig TNV avaAhuan Tou KoIVWVIKOU TTAQIgiou éca OTo OTT0io
edoavicetal (Freire, 1985, 19). AutA n oxéon avdueoa otn AéEn kal Tov KOOPO OUVEIOPEPEI
oTn QOWIKA) avTiAnyn Twv YEYovOTWY Kal EPTTEQIEXEI dUVATOTNTEG IOTOPIKOU UETOOYNMUATIONOU
TwV avBpwTIvwy Koivwviwv. Edw, o1 diadikaaieg Katdktnong g yvwong dev avtAolv 1o
TTEPIEXOUEVO TOUG OTTO TO ATTAOUCTEUTIKO TTAPadOaIokd oxua HETadidw-apouoiwvel. H yvwaon
Oev eival k4T €To1po kal apetafAnTo (Apple & Bean, 1996, 13). TommoBeTeiTal oTa IGTOPIKG TNG
TAciola kal aroBAETTEI aTNV €vvola TNG TIPAENG, dnAadr otn auleutn TnG okéwng We Tn dpdon,
WwoTeE 0 avOPWTTIVOG VOUG, EVTOTTICOVTAG OXECEIG YEYOVOTWY KI OX1 HEUOVWHEVA OTOIXEIA, va
QTACEI OTNV OIKEIOTTOINGT TWV AVTIKEIUEVIKWV TIPAYUATWY.

ZupTrepdopaTa

Zuvoyifovtag Tnv TTponyoUuevn avaAucn utropoupe va Bécoupe TTEVTE KOUBIKG onueia yia Tn
yvwon kai 1o TAaiolo didackaAiog-udénaong.

Mpwrov, 10 eviaio TAciclo diIdaokaAiag-udénong cival pia TPooTdbeia katavonong Twv
METABOAWY TWV QVATITUYMEVWY KOIVWVIWY. ESW n yvwan pocAauBaveTal wg KivnTrpia duvapn
TTOU €EOIKEIWVEI TOV AVOPWTTO WE TN dNUIOUPYIKK TIPOCTIABEIO VO OKEPTETAI KaI VO Opa KPITIKG.
H kpimikr) oTrTIKA yia T 8idaokaAia emonuaivel T AvTIKEIPEVO TG PABNONG €ival n KOIVWVIKA
TTPAYMATIKOTNTA KOl TO 0UOTNUA OXECEWY TTOU AVATITUCCETAl OTO E0WTEPIKO TNG: N {wn} Twv
avepwTWV.

Asgotepov, n didoTaon NG PEBnang dev gival apiywg YVWOoTIKA, dEV GUVIOTE GUCCWPEUCT
YVWOEWV ] TTPOKTIKEG atrooTrBiong, aAd TTOAITIKA-TTONTIoUIKY dladiKaoia TTou QEPVEl TOUG
véoug o€ £TTaPA Ue akieg, TTETTOIBAOEIG, KAVOVES Kal AVTITIAPABETEIS YIa TIG AVOPWTTIVEG OXETEIG
Kal TNV 0pydvwan Tou KOIVWVIKOU KOGUOU.

Tpitov, n pdbnan cival pia popPwrikr| diadikaaia Tou BacifeTal 0TV £peuva, T0 OTOXAOHO
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O1 moAmikég g didaokaAiag kai 1o mAaioio Twv apxwv ToUg

KQI TNV avakaAuwn Kai 6x1 JovOdpoun TIPAKTIKA EQUTEUONG YVWOEWVY atrd évav eVAAIKO o€ évav
avrihiko. ©E£Tel epwTApATa TOou TUTTOU: TT0I0G pabaivel atTé Tolov, Yéoa aTmé Troieg dIadIkaaies,
yia 010 Adyo Kai g€ 010 OX0AIKO-KOIVWVIKG TTEPIBAAAov. H yvwon 8¢ petadidetal wg €Toiun
TPOPA, OEV KOTOKTIETAI UE TNV avAkAnon yeyovoTtwy oTtn pviun. H kpimikf didaokaAia apveital
va utroBIBAcel Tn yvwan até pia evolapépouaa Trapaywylikr dIadikagia gg PIo POUTIVIAPIKN
emavahapBavouevn dpaaTtnpidtnTa. EutAékel-evepyotroiei 10 oUVOAO Twv  avBpwITIVWY
OuvauEwy.

Téraprov, cUpewva pe Tov Bpaghidvo maidaywyé Paulo Freire, to mTAaioio didackahia-
paBnon ouvdudadel Tn Bewpia Pe TNV TTPOKTIKN, EVOWUATWVYOVTAS TIG dUO QUTEG OTIYUEG OTNV
évvola TNG TPagng. Mpiv dpdow TPETTel va oKEPTW, aAAd kai n idla n dpdon ue aANGlel, pe
Kavel va BAéTTw Ta TTpdyuata diagopeTikd. O Freire, pe Baon Ta eKTTAISEUTIKA TTPOYPAUHOTA
TIOU €QAPUOCE G€ TIOANEG XWPEG TOU KOOWOU, UTTOOTNpiCel OTI KABE dlavonTikr) TTPoCTIaBeia
ouvemayetal ommwadnTote dpdan. MpdKeTal yia TNV TTPAYUATIKA HOPQWTIKA dladikaagia TTou
atoBAETTEL, OX1 OTNV TTPOCAPUOYHA ATTAWG TOu VEOU avBpwIToU O Jia SOopEVN KATAoTaaT, OANG
oTnV KaTavonan autig TG Kardataong, Tn Babid avtiAnyn Twv HETABOAWY TNG KOIVWVIKAG (WAG
KOl TwV I0TOPIKWV QITIWV TTOU £TTeVEPYoUv aTnv avBpwivn utrdéaTtacn (divouv duvaTotnTeS
TTEPIOPICOUV), N oTToia, TENIKA, ONUATOdOTEI TO TIEPAGUA OTTO TNV KOIVA QVTIANWN OTNV ETTICTNUOVIKI
amodeign. Kar’ autdv Tov TpdTTo, Wia TETola eppunveia TnG Taudeiag SIEUKOAUVEI TN GUUMETOXH TWV
avBpwTtwv oTi¢ dladikaoieg alayng kal eEENIENG Tou kKGOpOU, apoU 0 KOGUOG dev aTTOTEAEI Jia
avaAAoiwTn dopIKA KaTaoKeur), aAAG KATI TTOU BpiokeTal o€ aoTapdTnTn €CENIEN.

Mépmrrov, emeidn n onuacia TG MadaywyikAg Kal Tou TaIdaywylkoUu OToXaopoU, OTTwG
(QAVNKE TTAPATIAVW, EYKEITAl OTN dIGPOPPWON TNG OXEONG ATOMIKOU -  KOIVWVIKOU, KaBwg Kal
0Tn GUYKPATNON JIaG OTITIKAG YIa TOV KOGHO, OQEIAOUNE Va ETTICNUAVOUE OTI N (ETTI)HOPPWTIKN
evOUVANWON TwV EKTTAIBEUTIKWVY Oev TTPETTEI VO EYKAEIETal OTa OTEVA OpIa TOU TPITITUXOU:
0aokahog - yvwan - pobntAg, alAd (xwpic va 1o ayvoei) va oikodouei €va euputepo TTedio
KOTavonaong TNG oUVOETOTNTAG TwV EKTTAIBEUTIKWY B1adIKaaoiwv. Katd ouvémeia, agol n anuagia
TNG OUYKPAOTNONG TNG GUVEIONONG TOU UTTOKEIUEVOU Kal TV VONTIKWY GXNUATWY Ye Bdon Ta otroia
€pUNVEUOUPE TO KOIVWVIKO gival Kai yiyveaBar (dnAadr Tnv €midpacn Twv UNKWVY TTPAKTIKWY
gpyaaiag kal KOUATOUpag aTnv TAUTOTNTA TOu GUYXPOVOU avOPWTTOU) avadlaTaoaETal aTTd TIG
BaBiEg TOUEG TWV KaIpWV Pag (pia Kai n dlavonTiKr epyacia avadelkvUETal O€ ATTOQPACIOTIKN
dpaaTnEIGTNTA TNG KOIVWVIKAG {wrig), kaBioTatal I81aiTEPA YOVIUN N ETTAQY TWV EKTTAIOEUTIKWY
ME XEIPAPETNTIKEG TTPOOTITIKEG UTTEPBAONG HOPPWY DIBOKTIKOU TTPAKTIKIOUOU. ZTn BAon auThg
NG Aoyikrg, Bewpeital kpioiun n avamTuén cuAoyikwv BIadIKACIWY JOPPWTIKAG dpdang TTou
KaBIOTOUV 0paTEG TIG EUPUTEPES TTPOUTTOBETEIG TTAPAYWYNG KAl HETADOONG TNG YVWwang, KaBwg
KOl TIG EKTTAIOEUTIKEG-KOIVWVIKEG OUVETTEIEG TTOU €XEI N OXONKA XPACN OPIoPEVWV EKDOXWV
avaAUTIKOU TTPOYPAMMOTOG. AV TEAIKA N TTaIdaywyIKA ETIGTAWN, UTTO Yia pICOCTTAOTIKY TIPOCANWN
TOU OpOU, £XEI WG QVTIKEIPEVE TNG: TO TTAQICIO HOPPWONG Tou avBpwTtou, TN axéon UOPPNS
(TTwG) Kau TrEPIEXOPEVOU (TI) TNG YVWONG, AAAG KO TIG KOIVWVIKEG TTPAKTIKEG TTOU BIOTTEPVOUV TV
Tapatdvw ox£on, TOTE avTioTolxn TTPETTEI Va Eival Kal N BEwpnTIKA-TTPOKTIKI) GUYKPOTNON Tou
eKTTAIOEUTIKOU YI' QUTA Ta {NTAMATA.

O1 mapamdvw emonuavoelg dev PTmopolv va yivouv KartavonTég pe OpouUG QUOIKWY
TPOodI0BETEWV KOl aTOpIKAG BoUANONG. YTTOKEIVTAI OE GUYKEKPIPEVOUG IGTOPIKOUG TIEPIOPITHOUG.
H maidaywyikr] TapéuBacn Kai n oTroTEAETUATIKOTNTA TWY OTPOTNYIKWY OEv €CaVTAEITaI OTIG
UTTOKEIUEVIKEG TIPOTAEIVOUATEIG Kal ETTIBILEEIG TwV EUTTAEKOUEVWY 0TV TTPAEN TNG pdbnong. H
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NikoAoUdng Anuritpiog

pabnoiakn diadikaoia dev gival povodidoTarn utoéBean oUTe TNG BoUANONG TOU EKTTAIBEUTIKOU
oUTE TWV QUOIKWY KAioEwV Twv padntwv. OploBeTeiTal amd Toug TTPAKTIKOUG TTEPIOPITUOUG
TIOU YEVVA QVTIKEIUEVIKA N iB10 N eKTTAIOEUTIKY| S1adIKaagia w¢ TTAEUPE TNG OUVONIKAG TTONITIKAG
KATAOTOONG KAl TwV GUCXETIOPWY £¢ouaiag. YO auTr Tnv £vvoid, ol aAAayéG oTnv eKTTaidEuUan
OUVOPTWVTOI PE TIG EUPUTEPEG OIKOVOMIKEG, TTONTIOUIKEG Kal TTONTIKEG avaKOTaTAEEIS TTOU
o@payifouv TV I0TOPIKOTNTA pIag TTOXAG. AUTO, KOTA TN YVWWUN HAG, CUVIOTA Kal TO KPIGIPO
OIOKUBEUYA VIO TIG EKTTAIBEUTIKEG-KOIVWVIKEG AVAUETPRATEIG TWVY NUEPWV PAG.
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