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EDITORIAL

Comparative education insights

between Greece and Sweden:

The research work of Greek postgraduate
students in International and Comparative
Education at Stockholm University

Focus editors:
Vasileios Symeonidis
UIf Fredriksson
Petros Gougoulakis

Starting point for developing this thematic focus issue was the 2018
Comparative Education Society in Europe conference that took place in
Nicosia, Cyprus. As the outcome of collegial discussions among Greek
and Swedish comparative education researchers, we realised that a large
amount of Greek students enrolled in the Master Programme ‘Interna-
tional and Comparative Education’at Stockholm University, Sweden, fol-
lowing the outbreak of the Greek economic crisis in 2008. Specifically,
more than 5-6 students from Greece register to study the specific pro-
gramme every year, while in 2013 this number reached to a pick of 15 stu-
dents. The programme has an acceptance rate of approximately 40 inter-
national students per year, so we could argue that Greek students have
consisted a significant group of emerging scholars over the past decade.
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Stockholm University has a long history of comparative education re-
search dating back to the work of Torsten Husén and the founding of the
Institute of International Education in 1971. In recent years, the Institute
of International Education has been integrated as a part of the Depart-
ment of Education at Stockholm University, but the tradition in the field
of international comparative education has been maintained through a
research group at the department and the Master Programme in Educa-
tion with an international and comparative specialisation. The specific
programme has during the years become one of the largest master pro-
grammes offered at Stockholm University in English, attracting students
from all over the world.

Although there have been Greek PhD students at the Institute of In-
ternational Education already in the 1980s, the large number of students
who have moved from Greece to Sweden in recent years could be partly
explained as the outcome of the Greek economic crisis, as well as the
effort of young scholars to improve their career prospects and specia-
lise in the field of comparative education. Approximately 400,000 Greek
citizens appear to have left Greece after 2010 heading to various desti-
nations, primarily in Northern and Western Europe, in search of better
prospects for social and economic progress (http://seesoxdiaspora.org/
research/the-new-greek-migration).

Greek immigration to Sweden has gone through different waves.
Already in the 1960s there was a Greek workforce immigration to Swe-
den which was partly followed by a wave of political refugees during
the period 1967-1974. Still another wave can be seen in relation to the
economic crisis in 2010 (Svanberg & Runblom, 1990; Migrationsency-
clopedin, 2020). According to recent statistics based on figures from
December 31, 2019, there were 19,547 persons registered in Sweden
who were born in Greece. In addition to that group, the same statisti-
cal source indicates that there are 4,899 persons registered in Sweden
who were born in Sweden with two parents born in Greece and anoth-
er 7,845 persons born in Sweden with one parent born in Greece (SCB,
2020a). During the period 2010 to 2019, in total 12,355 persons have im-
migrated from Greece to Sweden with a peak in 2012 with 1,546 immi-
grants (SCB 2020b). Most likely though a large part of these Greek immi-
grants appears to have later returned to Greece, as there is in total 3,239
persons who moved from Sweden to Greece during the same period of
time, with a peak in 2019 with 435 persons (SCB, 2020c). Over the years,
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several Greek immigrants to Sweden have made a career as politicians,
doctors, engineers, journalists, authors and researchers, while this deve-
lopment can be interpreted in the context of what is often referred to as
‘brain drain’ for Greece.

In an attempt to turn this brain drain into gain for the comparative
education society in Greece, we have composed a thematic focus issue
with articles from emerging researchers who have studied in the Mas-
ter Programme ‘International and Comparative Education’at Stockholm
University. Such an academic endeavour aims to feature the work of ear-
ly stage researchers from Greece and can help to shed light on issues of
education borrowing and lending in Greece and Sweden. The two coun-
tries prove to be interesting sites for education comparisons, sharing
several similarities and differences that make their comparison meanin-
gful. Both countries are members of the European Union, while one is
representing the North and the other one the South of Europe. Greece
has been severely affected by a long-lasting economic crisis, which has
impacted all aspects of public life, including education, while Sweden
has faced various neoliberal reforms aiming to deregulate education
in recent years. The papers invited in this focus issue highlight contem-
porary tensions related to educational phenomena in and between the
two countries.

Sofia Antera, presently a PhD candidate in Education at Stockholm
University, has compared the aims of Religious Education in the Swe-
dish and Greek curricula in a European Context. Her findings indicate
that the Swedish and Greek general aims coincide to some extent, as
both promote the principles of religious freedom, non-discrimination,
and independence of religion and politics. On a closer look, this turns
out to be more complicated. The Greek curriculum focuses on students
perceiving and understanding the role of the Orthodox Church in the
formation of the neo Hellenic culture, making an implicit reference to
the Hellenic-Christian civilization as the source of national identity. Re-
ligion in the Swedish curriculum is perceived as a philosophy of life and
religious education as a mean of exploring it and understanding society
more thoroughly.

Alexandra Farazouli examined the phenomenon of school choice
and specifically the factors influencing parental choice towards private
schools in Greece and Sweden. Findings indicate that the background
of the family along with the schools’ location and the perceived quality
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of private schools are the main factors leading parents to private school
choice in both countries.

Sofia Poultidou, adult educator and graduate of the MA in Lifelong
Learning at the University of Macedonia, has studied the contributing
factors that affect school-to-work transition by comparing the Greek and
Swedish vocational education and training systems. The results of her
study reveal that existing work-based programmes act as a link between
education and work in both systems, although the role of stakeholders
needs to be further empowered. Both countries face also the problem of
skills mismatch in terms of the needs of the labor market.

Anthemis Raptopoulou, presently a PhD candidate in Education at
Stockholm University, has studied preschool teachers’ perspectives and
use of digital game-based learning in the Swedish context. The findings
indicate that the role of the teacher is critical when it comes to the use of
digital games in preschools, especially when it comes to their evaluation
and implementation.

Sofia Exarchou, associate fellow for e-learning development at the
United Nations System Staff College, explored the transfer of educatio-
nal ideas related to cosmopolitanism from the European to the Greek
policy context. Her study highlights the conflicting perceptions of cos-
mopolitanism at national and European policy levels, and the confusion
that often occurs in the level of practice.

Vasileios Symeonidis, currently a postdoctoral researcher at the Uni-
versity of Innsbruck, has studied the emergence of global citizenship
education. Specifically, he comparatively examined how the education
systems in Greece and Sweden approach the concept of global citizen-
ship. Findings reveal that a moral and environmental conception of
global citizenship prevails in teachers’and students’ perceptions, while a
critical conception is missing.
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Religious Education in the European Context.
Comparing aims in the Swedish
and Greek curriculum

Sofia Antera*

ABSTRACT

Over the previous decade, a rise in terrorism combined with the growing discrimination on multi-religious
societies, have put global peace in danger, highlighting the role of religious education (RE) and the need to
be brought in discussion anew. Globalization of the education arena has led to supranational organizations
having increasing influence over national policymaking, raising questions about the extent that the sugges-
tions of international institutions are reflected in the national curricula. This article looks into the cases of
Sweden and Greece. A comparison of curricula, and more specifically aim catalogues, demonstrates how the
same suggestions can take different forms in different national contexts.

The Council of Europe has refrained from defining religious education. However, acknowledging the
important role religious education can play, the intercultural education approach has been linked with re-
ligious education in an attempt to develop critical empathy and dialogue that will foster respect for the
rights of others. For that purpose, it is suggested that the aims and values of intercultural education should
be infused in the subject of religious education. Therefore, both Greece and Sweden are expected to comply
with the learning about and learning from religions approach. Learning about religion, or education about
religion, referrs to the acquisition of knowledge about different religions and non-religious outlooks of life.
Moreover, learning from religion or education from religion, aims to assist students widening and deepening
their understanding of religions.

The method of the study is thematic template analysis. This style of analysis is more flexible regarding
the format of the coding template, since it does not suggest a specific sequence of coding levels. The themes
emerging are compared with reference to the Greek and Swedish curriculum, but also with the themes
emerging from the suggestions of supranational organizations on the subject of religious education.

* Department of Education, Stockholm University

ZYTKPITIKH KAl AIEONHX EKMAIAEYTIKH ENIOEQPHIH ® No25 m 2020



8 m SOFIA ANTERA

Findings indicate that the Swedish and Greek general aims coincide to a large extent, as both promote
the principles of religious freedom, non-discrimination, and independence of religion and politics. On closer
examination, this proves to be an illusory similarity. The Greek curriculum seems to lack independence due
to the confessional approach that the country has adopted. Hence, the curriculum focuses on students per-
ceiving and understanding the complicated and crucial role of the Orthodox Church in the formation of the
neo Hellenic culture, making an implicit reference to the Hellenic—Christian civilization as the source of na-
tional identity.

On the other hand, in the Swedish case, it is obvious that religious education has been a concern of the
state and the scholars for several years. Adopting a different perspective, the pedagogics of religion are ap-
proached as a scientific discipline indicating that religion is perceived as a philosophy of life and religious edu-
cation as a mean of exploring it and understanding society more thoroughly. According to the comparison
and the analysis of the curricula, the Swedish approach seems to better supports the development of critical
thinking and respect through reflecting on societal issues, ethical models and historical aspects of religions.

In conclusion, the emergence of multicultural societies is a unique opportunity to recognize the positive
contribution that religious education can have to maintaining social cohesion. Students as future citizens
need well-rounded, multifaceted education, which will provide them with skills and attitudes, in order to
explore the world and themselves. Religious education can serve as self-exploration tool, as it did since the
beginning of the humankind.

Keywords: religious education, curriculum, comparative studies, international education

Introduction

Europe has a long history of religious tradition with Christianity being
prevalent in most of its states; however, Islam, Judaism and Buddhism
have significantly influenced the religious scenery (Pepin, 2009). The re-
sult is a composition of diverse approaches toward religious education.
This study explores religious education within two European countries,
Sweden and Greece, with a focus on the aims they set for the 7th-9th
grade.

Religious plurality has led to an intercultural and multi-religious situ-
ation in European states that has forced leaders to confront the chal-
lenges of incorporating minority religions, a problem that tends to be
intensified by the trends of globalization (Pepin, 2009). Moreover, the
Council of Europe has addressed this issue through recommendations
for intercultural education (Council of Europe, 2006), while the question
remains on how each state will decide to put them into practice.
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Addressing the facilitation of religious plurality through religious
education, the aim of this study is to identify to what extent the sug-
gestions of international institutions are reflected in the national curri-
cula and syllabi of Sweden and Greece. In order to explore how differ-
ent countries adopt and integrate international recommendations in
their national curricula, the study compares the aims of the Swedish and
Greek curricula with the aims set by international organizations. More
specifically the research questions are:

* To what extent are the recommendations of international organiza-
tions reflected in the national curricula and syllabi of Sweden and
Greece?

* With regards to religious education aims, what are the similarities
and differences between Sweden and Greece?

As Braten (2016) points out, comparative studies in religious edu-
cation support questions about how international processes can have
different forms in different national contexts. To explore such cases, the
explicit comparison of two or more countries facilitates better identifica-
tion of reasons for similarities and differences.

Defining religious education

Religious education has little consensus towards a singular approach, as
through the years, societies have interpreted it differently according to
their cultural and historical background. Religious education has been
used to describe the initiation of religious understanding through the
processes of learning and religious practice. For the same initiation,
terms like religious instruction and religious nurture are used as well. Ne-
vertheless, religious education suggests and therefore, promotes an in-
clusive, public understanding of religion. Examples of such use include
the terms inclusive religious education (Jackson, 2014) and integrative re-
ligious education (Alberts, 2007).

Religion and education are related in three ways; education into re-
ligion, education about religion, or education from religion. The first,
education into religion or learning religion, refers to the student’s intro-
duction into a specific religious tradition with aim to promote the in-
dividual’s personal and moral development through building a religious
identity that fits in the particular tradition. It is often the case that con-
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fessional approaches apply learning into religion, indicating that stu-
dents are expected to live in accordance with specific religious practices.
The second approach, education about religion or learning about reli-
gion, supports a more detached exploration of beliefs and practices of
several religious traditions, addressing questions that usually concern
academic disciplines. Finally, education from religion, or learning from
religion sets the student’s personal experience as the point of depar-
ture. The purpose is the enhancement of the student’s reflective capac-
ity upon major questions of life. In other words, the aim is to learn from
different religious traditions and outlooks of life (Berglund, Shanneik &
Bocking, 2016).

The concept of religious education can take various forms and inter-
pretations, while its definition is often not clear even in curricula. In Swe-
den, the field of didactics in religious education is relatively new, thus
the definition of religious education has not always been consistent (Da-
levi & Niemi, 2015). In Greece, the term ©pnokeutikd is used, meaning
religious (issues) in plural form. A country comparison can offer better
insight and understandings of the concept. According to Schreiner and
the international standards for religious education (2013), religious edu-
cation is currently strictly taught in accordance with the criteria of ge-
neral education and it is perceived as learning from religion and learning
about religion (Schreiner, 2013). In this paper, religious education will
refer to the school subject as it is described in each country’s curriculum
and it will be abbreviated as RE.

Religious education in a European context

Religious education exists in nearly all European countries, but it has
been influenced by different traditions and approaches (Jackson, Mie-
dema, Weisse & Willaime, 2007). In many states, religious education is
contested. The debates take place between those who see RE as a relic of
former times and should remain in curricula, while there are also those
who think that RE no longer has a place in democratic modern school.
A third perspective, approaches RE as contributing to identity forma-
tion and the cultivation of dialogue, which is necessary in an increas-
ingly plural Europe. The quality of the above mentioned approaches is
a central discussion topic for the political and academic world. Should
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religious communities influence RE? How ‘religious’ should the character

of the subject be? These are only some for the questions emerging.

The religious landscape of Europe is summarized with the south be-
ing dominated by Catholicism, while the Scandinavian countries are
Lutheran-Protestant. In central Europe, there are mixed religious land-
scapes, whereas Orthodoxy dominates the most Eastern European
countries and Greece. Finally, Turkey, Albania and Bosnia-Herzegovina
are Islamic (Kodelja & Bassler, 2004).

Another important aspect of RE is the relationship between state and
religion. This can be exemplified as a clear separation (Sweden), or struc-
ture that sympathizes with religion with the church having relation to the
state (e.g. Ireland, Greece). The level of sympathy and collaboration can
vary (Schreiner, 2013). Regarding the subject provision, there are three
types of RE, while a fourth alternative is the absence of RE in school:

e Religious education is offered by religious communities (denomina-
tional, confessional, catechetical) and it is usually an optional subject
(e.g. Poland, Italy, Ireland);

e RE is administered in collaboration between the state and religious
communities. It can be denominational, confessional/non-confes-
sional, optional and/or obligatory (e.g. Austria, Germany, Greece);

e REis administered exclusively by the state and it is a non-confession-
al, obligatory subject (e.g. Denmark, Norway, Sweden).

With respect to the aims and objectives for RE within Europe, a survey
has shown that there is more in common than expected even with the
variety of approaches and understandings. The most common element
is that formal RE differs from any religious instruction occurring outside
school. The following objectives have a vital place in the majority of RE
curricula within Europe:

“(1) to encourage pupils to be sensitive to religion and the religious di-
mension of life; (2) to provide orientation among the variety of existing
religious traditions and worldviews including non-religious convictions
and (3) to provide knowledge and understanding of religious beliefs and
experiences” (Schreiner, 2013: 10).

Therefore, it is clear that religious education is widely perceived as
learning from religion (knowledge derived from students’ experiences
and questions on life) and learning about religion (religious knowledge).
In agreement with these aims is the duty of RE to facilitate dialogue and
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identity development, in order to contribute in accommodating the exi-
sting religious plurality (Kodelja & Bassler, 2004).

Several comparative research projects on religious education cover
broad thematic areas from RE impact on general education to religious
diversity and competence. Their findings indicate a changing picture
within Europe. A project often discussed in the literature reviews regar-
ding RE is the REDCo project' highlighting students’interest in learning
about different religions and their desire for peaceful coexistence irre-
spective of religious preference (Jackson, 2015).

International organizations and religious education

Whereas the academic world sets the research focus on the application
of RE, international organizations are concerned with the values the
subject promotes. Nevertheless, there is no international or European
RE curriculum.There are only documents and processes that serve as ad-
vice regarding the RE curriculum. The most discussed among them in
the literature is the Toledo Guiding Principles (Organization for Security
and Co-operation in Europe [OSCE] and Office for Democratic Institu-
tions and Human Rights [ODHIR], 2007), and the Recommendation CM/
Rec (2008)12 for RE from the Council of Europe (2008). None of them are
legally binding.

The Council of Europe has refrained from defining RE because of
the importance of religion in some member states, as well as a wish to
maintain a neutral position toward issues of validity or falsity of religious
beliefs (Council of Europe, 2006). However, the significance of defining
the values promoted through religious education is acknowledged. The
intercultural education approach has been perceived as beneficial for
the development of critical empathy and dialogue with aim to foster at-
titudes of respect for the rights of others (Council of Europe, 2002). Al-
though an important issue, the development of guidelines or concrete
activity recommendations on how religious education should be incor-
porated in schools has been avoided (Council of Europe, 2002).

Approaching religion as a cultural fact, for which an understanding is
highly relevant to sustainable communities, makes it a matter of public
policy (Council of Europe, 2006). In terms of policy, the recommendations
of the Council is that all children should receive religious education as
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part of intercultural education, regardless of how this is positioned in the
curriculum. Attitudes emphasized included “encouraging tolerance for
different religious and secular points of view, education in human rights,
citizenship and conflict management, and strategies to counter racism
and discrimination in a religiously diverse world” (Jackson, 2007: 38).

The Council of Europe decided that the development of a guide for
teachers and policy makers offering recommendations for dealing with
the issues of religious diversity in schools could be beneficial (Council
of Europe, 2006). This book, entitled Religious Diversity and Intercultural
Education: A Reference Book for Schools, provides aims and learning out-
comes, methodological approaches in intercultural education in rela-
tion to religious education and promising practices.

In line with the Council’'s main condition, the suggested framework
for cultivating interreligious respect is intercultural education, which
should aim to develop “personal autonomy, a critical spirit, openness to
diversity, and a feeling of belonging to the community as a whole, as
well as nurture a sense of trust, uniting citizens beyond their moral and
religious differences” (Council of Europe, 2006: 15). In relation to the reli-
gious dimension of intercultural education the aims are to achieve tole-
rance, reciprocity and civic mindedness.

Religious diversity and its relation to intercultural education is theo-
retically and conceptually advocated in the Toledo Guiding Principles
(OSCE and ODIHR, 2007), which is objective oriented and constitutes an
attempt to outline the standards for RE. Three fundamental principles
are declared, freedom of thought and conscience, non-discrimination
and mutual independence of politics and religion. Based on these prin-
ciples, RE constitutes an important part of compulsory education, which
relates to the framework and the objectives of intercultural citizenship
and human rights education (Declaration, 2003 as cited in Miedema,
Schreiner, Skeie, & Jackson, 2004).

Schweitzer identifies commonalities of RE throughout Europe as a
result of the increase of international and international influence within
the European arena. His attempt to define international standards for RE
is summarized as (Schweitzer, as cited in Schreiner, 2013: 11):
“(1)Religion must and can be taught in line with the criteria of general

education (educational quality).
(2) Religious education is of relevance to the public and must be taught
accordingly (contribution to general education).

ZYTKPITIKH KAl AIEONHX EKMAIAEYTIKH ENIOEQPHIH ® No25 m 2020



14 = SOFIA ANTERA

(3) Religious education must include some type of interdenominational
and interreligious learning, in line with the increasingly pluralist situa-
tion of many countries (dialogical quality, contribution to peace and
tolerance).

(4) Religious education must be based on the children’s right to religion
and religious education (child centred approach based on children’s
rights).

(5) Religious education teachers must be professionals in the sense
that they have reached a level of self-reflexivity based on academic
work which allows for a critical appropriation of their religious back-
ground and biographies (professional teaching).’

Hence, it is clear that RE is perceived as having a positive value and
being able to reduce and prevent the spread of stereotypes. For these
reasons, its importance has been increased.

Methods

The study has a comparative design, with curricula comparison centered
around different aim catalogues for RE. The 7t-9t" grade curriculum has
been selected, because at this age students are already accustomed to
the study of religion. National curricula are selected as the documents
that define the general approach and directions of RE. For the case of
Sweden, the curriculum used has been prepared by Skolverket (Swedish
National Agency for Education) in 2011 and revised in 2018 (Skolverket,
2018). In the case of Greece, the respective agency is the Institute for
Educational Policy (IEP) under the auspices of the Ministry of Education
and Religious Affairs. The Greek curriculum on religious education has
also been created in 2011 and revised in 2016 (IEP, 2016).

The literature review on religious education in an international level
has highlighted some areas of interest. While a need for supporting RE
and defining its aim is apparent, there is no binding set of recommenda-
tions on how to apply it at the national level. The most discussed pro-
jects are the European research projects, namely REDCo and a European
policy discussion document, the Toledo Guiding Principles (TGP)? (Ber-
glund et al,, 2016). They are considered the most influential projects on
an international scale (Gearon, 2012) and have raised several debates
(Jackson, 2015) regarding their agendas. Since REDCo focuses on the re-
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ligious influence on stereotypes and its role as a source of dialogue, its
contribution to the current paper is limited. On the contrary, the Toledo
Guiding Principles (OSCE & ODHIR, 2007) offers a very clear structure of
aims for RE and, therefore, is similar to a curriculum, allowing a compari-
son with national curricula.

The researcher performed a thematic template analysis (King & Brooks,
2018), which in contrast to other thematic analysis styles, suggests the
development of a coding template based on a subset of data. This first
template is later applied to the remaining data, revised and refined un-
til it reaches the final shape. This style of analysis is more flexible regar-
ding the coding template format, since it does not suggest a specific se-
quence of coding levels. Template analysis adopts a pragmatic approach
in relation to inductive versus deductive coding. Instead of insisting on
either bottom up (themes derived inductively from the data) or a top
down (themes informed by previously theoretical or practical concerns)
coding, this analysis style allows the combined use of both.

In this study, the first stage involved the familiarization with the data
(King & Brooks, 2018: 225). The researcher read the three selected docu-
ments to have a complete picture of the context under which they were
created and the general message they convey. During the second stage,
preliminary coding took place starting with the documents prepared by
international organizations that provide suggestions on RE. This selec-
tion aimed to answer the question addressing the similarities between
national aims and those set in an international level.

The themes deriving from the preliminary coding were tolerance and
respect, knowledge about different religions, religion and its relation to hu-
man rights, multi-perspectivity, historical context for development of reli-
gions, importance of religious beliefs for the individual, similarities and dif-
ferences between different religions, questioning negative stereotype and
civic responsibility. This stage produced the first template as a result.

The second stage included the use of the initial template in coding
the rest of the data. While the template proved to be relevant in the case
of the Swedish curriculum, the Greek one required adding two extra
themes, religious literacy and religion and culture. In comparison to the
first template, civic-responsibility has been removed. Civic responsibility
has been incorporated to religion relation to human rights addressing the
understanding that lack of respect can lead to disrupted social cohesion
and lack of peace.
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The final template consists of the codes and themes as presented in

the following table:

Table 1. Codes and themes

Themes

Codes

tolerance and respect

tolerance

respect

right to believe in religion
right to not believe

knowledge about
different religions

knowledge about different religions
knowledge about different outlooks of life
awareness of the variation within religions

religion relation to
human rights issues

freedom of religion

freedom of expression (incl. sexuality)
social cohesion/peace

conflict (incl. violence in society)

multi-perspectivity

critical perspective
interpretations from multiple angles

historical context for
religion development

knowledge of the contexts
knowledge of historical events (geographical
and cultural perspective)

importance of
religious for the
individual

rituals

lifestyle

identity

critical life points

negative stereotypes

life purpose in popular culture
relationships in popular culture
love in popular culture
sexuality in popular culture

religious literacy

skills of religious literate person
attitudes of religious literate person
stance of religious literate person
importance religious literacy

religion and culture

religion and greek culture
religion and greek identity
religion in art
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The two countries, Sweden and Greece

The case of Sweden

The Swedish education system became highly decentralized after 1991,
when municipalities were assigned with increased financial responsibi-
lity for compulsory and upper secondary education. Two years later the
funding system reformed to a general grant system (Organisation for
Economic Co-operation and Development [OECD], 2010). Nowadays the
responsibility of interpreting and implementing the curriculum remains
on schools, although its preparation takes place in centralized way.

The Swedish education system’s base is democracy (Education Act,
2000 as cited in Skolverket 2018). The non-confessional character of RE
is distinctly stated in the curriculum (Skolverket, 2018); however, its va-
lues are in agreement with the ethics derived by Christian tradition and
Humanism (Skolverket, 2018). The importance of religious education is
clearly indicated at the first part of the curriculum, as religious approa-
ches and other outlooks on life are considered sources of values and
ethics, serving as the core of the curriculum in total.

Historical perspective

The Swedish system has its roots deep in Christian religious instruction,
while the former Lutheran State Church has been the first provider of
education. Religious instruction was the most important school subject
until 1919, when a major revision on curriculum introduced the era of
secularization in Sweden. In 1969, the subject was renamed Religious
Education (religionskuskap), in order to demonstrate the change to-
wards teaching about religion, involving other religious approaches too.
At this time pupils and life-questions were in the center of religious edu-
cation (Berglund, 2010: 21).

At the end of the 20th century the Swedish society gradually be-
came diverse. Aiming for cohesion, the new curriculum of 1994 intro-
duced freedom, equality, solidarity and integrity as fundamental values
(Skolverket, 2006). RE was established as a compulsory subject for all in
1996 (Berglund, 2013). The final changes came with the 2011 reform,
which set various religions and views of life in the center of religious tea-
ching.
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In the Swedish history an attempt to move from a confessional to a
secular approach (Dalevi & Niemi, 2015) can be identified. Approaching
the pedagogics of religion as a scientific discipline indicates that religion
is perceived as a philosophy of life and religious education as a mean of
exploring it, and understanding society more thoroughly.

The case of Greece

The Greek education system is centralized, with the curriculum provided
by the Pedagogical Institute, later followed by the Institute of Educatio-
nal Planning (IEP) and approved by the Ministry of Education. Textbooks,
written based on the curriculum, play a remarkably important role in
teaching. The Greek curriculum defines not only the aims and content,
but also the teaching methods and tools, suggesting even specific ac-
tivities (Pedagogical Institute, 2014).

After the 2014 reform, the Pedagogical Institute published separate
curricula for each subject, in which aims and methodology are clearly
stated. However, in a general introductory document the values of de-
mocracy, respect of human rights, peace and freedom are declared as
fundamental to the education process (Pedagogical Institute, 2014).

Historical perspective

The history of RE in Greece is characterized by the use of the Hellenic-
Christian (equal to Greek-Orthodox) civilization as the source of the
Greek national identity. The Orthodox religion was constitutionally reco-
gnized as the dominant religion in 1975, when the development of na-
tional and religious consciousness was set as the prior aim of education
(Greek Constitution, 1975, art. 16.2), demonstrating its central role in the
Hellenic-Christian civilization (Sotirelis, 1998). However, a contradiction
between this declaration and the policy about the inviolability of reli-
gious freedom and consciousness has been identified (Efstathiou, Geor-
giadis, & Zisimos, 2008).

In 2003, the cross-curricular framework was meant to represent a
new educational approach towards RE (Pedagogical Institute, 2003). Un-
fortunately, no other religions were included in education®. Moreover,
students were allowed to be exempted from the RE subject with their
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parents” consent. This modification was made to serve the principle of
freedom of religious consciousness (Sotirelis, 1998).

The Greek case presents a distinct contradiction between the au-
tonomous human and the development of their identity, as a European
perspective derived from Enlightenment, and the loss of individuality
in favor of God’s will, as a principle of Orthodox religion. In these terms,
religious freedom is interpreted as the right of other churches to exist,
influencing the reformation of education values and aims (Markoviti,
2013).

Comparing Sweden and Greece

At first impression, the aims set from the two curricula appear to be
similar and in agreement with the values expressed at an international
level. The two curricula coincide to a large extent, as both promote reli-
gious freedom, non-discrimination, and independence of religion and
politics. The risks of increasing racism are also recognized. Furthermore,
it is clearly stated that they wish to serve pluralistic societies (IEP, 2016;
Skolverket, 2018).

The majority of the themes are represented in both national curri-
cula. This applies to tolerance and respect, as well as knowledge about
different religions, historical context for religion and religion in relation to
human rights. With reference to the latter, the Swedish curriculum goes
beyond human relationships and stresses gender equality and sexuality.
The Greek curriculum remains on a very abstract level however, men-
tioning the contributions of RE to peace making and social cohesion.
Finally, the theme of importance of RE for the individual is also quite ad-
equately presented in both curricula, highlighting the application of the
approach of learning from religion, where the religious experiences of
the student act as the starting point of further exploration.

Divergences are largely in relation to the level of religious freedom es-
tablished. To begin with, both curricula include the introduction of more
than one religion and religious approaches, but in the Greek case this is
not a matter of prior concern. Christianity and Orthodoxy are mentioned
twice more often in the Greek curriculum than in the Swedish, thus they
are given significantly more attention and teaching time. Of course, this
can be explained by the confessional character of the Greek religious
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education and is not in opposition to the perspective present in inter-
national documents either. However, the independence of religion and
politics is doubted, especially when considering the great influence of
the state Church in education issues, influence indisputably obvious in
the name of the Greek ministry (Ministry of Education and Religious Af-
fairs) (Minedu.gov.gr, 2019). On the contrary, Sweden maintains an es-
tablished tradition, according to which religious orientation should not
start form the wish of the parents, but from the children themselves (Al-
men & @ster, 2000).

Furthermore, Sweden seems to have an equal dissemination of the
aims set in relation to the aims as described in the Toledo Guiding Prin-
ciples (OSCE & ODHIR, 2007). The Swedish curriculum addresses at least
one aim for every respective learning outcome in the Toledo Guiding
Principles document, which indicates a distinct agreement between the
two approaches. Nevertheless, influence from the Toledo Guiding Prin-
ciples to the Swedish curriculum cannot be argued, since the later has
been formulated earlier than the first. Notwithstanding, Greece is lack-
ing aims set for the identification of negative stereotypes deriving from
religious differences. Multi-perspectivity is another aim poorly addressed
in the Greek curriculum. Nevertheless, the general aims in the Greek cur-
riculum discuss extensively the necessity for a critical approach facilitat-
ed by understanding the approach of other religions through their own
lenses.

Two additional themes are present in the Greek curriculum. The first
theme, religion and culture, refers to the influence of Christianity in the
development of the Greek and the European culture as they are today.
Although this theme could be associated with the aim of developing
knowledge of the contexts in which major historical events have been
connected and affected by different religions, the distinct use of the
word civilization (moATiopog) repeatedly indicates a separate interest.
“MoAtiopog” (translated either as culture or civilization) addresses both
cultural-historical developments and, in a broader sense, civilization,
culture and national identity formation. As stated in the Greek curricu-
lum, students should be able to perceive and understand the compli-
cated and crucial role of the Orthodox Church in the formation of the
neo Hellenic culture (IEP, 2016). This is an implicit reference to the Hel-
lenic-Christian civilization as the source of national identity. In conclu-
sion, it is obvious that RE in Greece has been perceived as means not
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only for individual identity development, but also for the cultivation of
the national identity.

The second additional theme, religious literacy, refers to the ability to
interpret religious documents and become aware of religious otherness
(IEP, 2016). This theme is given considerable space in the aim catalogue,
highlighting its importance for the authors. Religious literacy is the key
concept supporting the new curriculum modernization towards ideals
in agreement with the European standards of inclusive education. Intro-
ducing a greater focus on other religions, refers mostly to Christian tradi-
tions encountered in Europe (Willert, 2014), continuously emphasizing
the importance of Orthodox theology. Combined with the possibility of
exemption from the subject, the comprehensive character of religious
education in Greece is highly criticized.

Discussion

Based on the analysis, Sweden appears to be in greater agreement with
the values expressed by international organizations, but further re-
search is needed to demonstrate whether these aims are implemented
in practice. The fact that the Swedish curriculum has been partly formu-
lated before the release of the recommendations from OSCE and ODHIR
and the Council of Europe, indicates that the values presented in it have
derived from the Swedish approach to RE and the Swedish culture. Nev-
ertheless, the agreement in the structure of the aims between the three
documents can be indicative of an intention to follow the international
trends, in an attempt to create a European approach on the issue.

Greece, on the contrary, has a more confessional character and a fo-
cus on its national cultural identity. The Greek Orthodox Church in very
influential on the education ministry, whereas the Hellenic combined
with the Christian Orthodox element are deeply ingrained in the nation-
al identity of Greeks. While the attempt for modernization of RE through
the adoption of an intercultural approach is obvious, the constant pres-
sure from the Church and the lack of agreement between Greek stake-
holders becomes a hinder for its implementation. Under these condi-
tions, the change in the curricula seems to be externally appointed and
highly debatable; therefore hard to be implemented.

When discussing the adoption of an intercultural approach in RE, an
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overarching issue emerges, the tension between the identity and prio-
rities shaped on a national and on an international level. Balancing the
two identities, which sometimes contradicts, is a challenge states must
face. This challenge is apparent in the case of Greece, where current
developments show that RE supporting an intercultural approach in
education has been an external initiative that was adopted in the cur-
riculum but could not find solid ground in the Greek reality. The Hellenic
Council of State (2019), which is the Supreme Administrative Court of
Greece, decided that the current RE curriculum is anti-constitutional and
against the European Convention on Human Rights. The curriculum was
judged as insufficient for developing the Christian Orthodox conscious-
ness, which is seen as the main aim of RE, and therefore it needs to be
changed.

The interreligious and intercultural approach is very weak and super-
ficial in the Greek aims for RE. This superficiality combined with the deci-
sion of the Hellenic Council of State gives prominence to three points.
At first, Greek RE has proved to be education into religion and not from
religion or about religion. The focus on the dominant religion is so heavy
that even the supreme court has decided to use RE as a subject for edu-
cating Christian Orthodox students in their own confession, leaving the
rest of the students without any learning activities at that time. Secondly,
the promotion of the national identity in the Greek case has been priori-
tized over the facilitation of an international approach concerning the
role of RE. This raises questions regarding the role of RE in education. Is
it a means to strengthen the national identity or to facilitate social cohe-
sion in pluralistic societies? Can both aims be served by a different type
of RE?

Thirdly, it becomes clear that introducing contested curriculum aims
is only a short term solution that would soon turn out to be problematic.
As also shown in the Swedish case, RE approaches that support pluralis-
tic and multicultural societies should not only derive from international
organizations, but also from the cultural and historical course of the
country. In other words, the aims of education should not be in conflict
with the aims of the dominant culture.

When RE is approached from an international perspective, the emer-
gence of multiple interpretations is inevitable, although the intercultural
approach is supposed to be the overarching framework. The compara-
tive approach can been supportive not only in highlighting the differen-

COMPARATIVE AND INTERNATIONAL EDUCATION REVIEW ®m No25 m 2020



RELIGIOUS EDUCATION IN THE EUROPEAN CONTEXT m 23

ces and commonalities, but also in demonstrating the context impor-
tance in the emergence of specific developments. Comparing Swedish
and Greek RE questions the thin line between teaching about religion
and teaching religion. How can this differentiation be made explicit in
the curricula? How can it be reassured that teachers will interpret the
curricula accordingly and implement the approach of their authors?

Finally, in this multicultural world, the rising interest in religious edu-
cation should be perceived as an opportunity to reconsider the impor-
tance of philosophy and ethics. Taking advantage of religion as a phe-
nomenon through which we are able to form identities and teach at-
titudes can enhance cohesion in society and improve the conditions in
which we live together. Religion has served as self-exploration tool since
the beginning of the humankind. In an increasingly globalized world
such a reflective activity is still vital.
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MEPIAHYH

Tnv televtaia dekaetia, n abénon ¢ TpopoKpatiac o ouVOVAOHS e TIC MOAU-BpNOKEVTIKEG KOWWViEC
éxouv B¢ael Ty maykoopa eiprivn o€ Kivduvo, umoypappilovtag v mbavr cuvelo@opd e BpnokevTIKAG
ekmaidevong oy Kowwviki ouvoyr. To mapov apBpo e€etdlel o padnpa g BpnokevTiki¢ ekmaidevong
(Opnokeutika) otn Zoundia kat tnv EANGSa, L10B€TOVTAC HLa GUYKPITIKE TPOOEYYION WG TTPOC TN oKomoBeaia
Tou. Ta mpoypdppata omoudwv e§etdlovar pe Bepatikiy avauon. Ta amoteAéopata umodeIKVIOUV GUHPW-
via Twv oToXWv ToU pabRpatog petagl Tou eNnvikou Kat Tov goundikol mpoypdupaTos omoudwy, kabug
Kat ta duo mpowBouv TI¢ apyéc TG BpnokevTIKA¢ eAeuBepiac, TG amo@uyn¢ Twv dlakpioewv kat TG ave-
apnoiag tng mohtki¢ {wng amd v Bpnokevtiki. QoTo00, TO ENAVIKG TPOYpappa omovdwy dev gival
EVTENWC aveEApTNTO Ao TV EKKANGLa0TIKN emppor). Eviw n coundikr mpoaéyylon umoatnpilel Ty avamtuén
NG KPITIKNG OKEYNE Kal Tou 0€Paopol Péow TOU avaoToxXaGHoD KOWWVIKWY Bepdtwy, nBIKGV HOVTEAWY Kat
L0TOPIKWY yeyovOTWY, N eAAnvIKI) BpnokeuTikn ekmaidevon eivat mo ouvtnpenTiki, agrivovtag eNdy10To xwpo
yia dMec Bpnokeiec i pn Bpnokevtikéc mpooeyyioelg ¢ (wic.

Mé€erg khewdra: Bpnokevtiky ekmaidevon (OpnokeuTika), avahutikd mpoypappa omoudwy, diebvrg ekmai-
devan, ouyKpLTIKA épeuva
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School choice and private schooling:
a comparison between Greece and Sweden

Alexandra Farazouli M

ABSTRACT

Over the past three decades, privatization and school choice have been introduced and embodied in the poli-
cies of several education systems across the world. In the cases of Greece and Sweden, private schooling has
been steadily increasing its presence over the past few years, although education is provided free of charge.
The aim of this article is to examine the phenomenon of school choice and specifically the factors influen-
cing parental choice of private schools in Greece and Sweden. Based on a case study design, twenty semi-
structured interviews were conducted with education professionals and parents in both countries, revealing
factors behind private school choice. Findings indicate that the background of the family along with the
schools’location and the perceived quality of private schools are the main factors leading parents to make a
private school choice in both countries.

Keywords: marketization, private schools, school choice, Greece, Sweden

Introduction

Every child in the world should have access to free, equitable and quality
education in order to be able to fully develop his/her human capabili-
ties. This right was constituted in the 1948 Universal Declaration of Hu-
man Rights, which is actively promoted by the United Nations (UN). UN
discourse has stood for universal education around the globe by setting
development goals since 2002 which aim to inspire people from around
the world to take action. In the 2030 Agenda for Sustainable Develop-
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ment, the fourth goal encourages all countries to “ensure inclusive and
quality education for all and promote lifelong learning” (UN, 2015). Edu-
cation is a prerequisite for democracy and for that reason its provision
is the primary responsibility of the state, which should ensure free ac-
cess, equity and equality in schools (Dewey, 2006). It could also be stat-
ed that schools are the central social institutions and civil mechanisms
that cultivate the ethos of upcoming citizens. Nevertheless, the state is
often not fully able to fund or provide education owing to its limited
public-sector capacity consequently, the private sector complements
the state’s inadequacy in several ways, such as running private schools
(Rizvi, 2016). This situation is associated with the notion of privatization
of education, which makes the boundaries between the public and the
private sectors less distinct.

Privatization of education and school choice have led to a broad
political and philosophical debate over the last few years. Specifically,
education privatization challenges the notion of education as a human
right and public good due to its diversity in ways of schooling, whereas
school choice as an option allows parents to choose and have a voice on
what “fits them best” (Rizvi, 2016). This phenomenon often leads to the
implementation of market-like policies, which are opposed to the con-
cept of education regarding equity and accessibility.

This article will critically examine private school choice in Greece and
Sweden. In both countries, private schooling has been steadily increas-
ing its presence over the past few years (Centre for the Development of
Educational Policy, 2017; Skolverket, 2017). In Greece public education is
provided free of charge, while private schools charge tuition fees. Gen-
erally, parents in Greece do not have a free choice when it comes to pub-
lic schools since this depends on residence criteria, but they can choose
when it comes to private schools. In Sweden, both public and private
education are free of charge through a student voucher system that is
provided by the government, allowing parents to choose among a va-
riety of publicly or privately managed educational institutions. In order
to give their children the best possible education, parents in both coun-
tries are increasingly opting for private schools, which often include at-
tractive programs, additional resources and extra facilities.
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Literature review

Several studies have been conducted in Europe and the US regarding
school choice and its sociological interpretations. Many of them have
recognized school choice as a strategy of the middle and upper social
classes to increase the advantages and opportunities of their children
through education, in order to ensure their future positions in the social
structure (Ball, 2003, Van Zanten, 2006). As Orellana, Caviedes, Bellei and
Contreras (2018) observed, the social effects of school choice are closely
associated with Bourdieu’s (1997) theory of reproduction in education,
since only parents with a higher cultural capital, social networks and
high levels of familiarity of the educational system can take advantage
of this policy and benefit from it. Based on this argument, many scholars
and international policy influencers report that school choice could lead
to social segregation of the student population (Orellana et al., 2018).

Furthermore, privatization policies emphasize the individualization
of education. The development of such policies often contributes to the
provision of different schooling alternatives for students, as opposed to
the often-conventional practices which are used in public schools. Pri-
vate schools often differentiate their curriculum, expand their academic
programs and provide additional services compared to other schools
(Rizvi, 2016). Furthermore, Rizvi (2016) recognizes that “while privatiza-
tion has opened up the possibility of universal participation in educa-
tion, student opportunities are nonetheless unequally distributed” (p.
7). Although Public-Private Partnerships (PPPs) contribute to the global
goals for education, equality of educational experiences and outcomes
is not assured.

David Hursh (2016) has described how privatization policies can hin-
der the democratic nature of education by presenting the contradiction
between the social character of public schools - which are run as lear-
ning communities - and the business character of private schools, which
treat students as customers and stakeholders. While Rizvi (2016) recog-
nizes that “the ideology of the market necessarily produces winners and
losers” (p. 8), Hursh (2016) suggests that the development of reliable ac-
countability systems and the enhancement of cooperation between the
public and the private sector are crucial factors for ensuring the deve-
lopment and implementation of policies designed in a way that is con-
sistent with the wishes of the community but delivered by the market.

ZYTKPITIKH KAl AIEONHX EKMAIAEYTIKH ENIOEQPHIH ® No25 m 2020



30 = ALEXANDRA FARAZOULI

The OECD (2017) has recently published a study on privatization and
school choice, reporting the advantages and disadvantages of such
policies. According to Andreas Schleicher, the director for education and
skills in the OECD, “school choice will only generate the anticipated ben-
efits when the choice is real, relevant and meaningful” (OECD, 2017:3).
The OECD highlights the dilemma between the advantages and disad-
vantages of privatization, concluding that private schools should exist
to support the provision of universal education and that they should dis-
tinguish themselves from each other so that the choice is meaningful yet
adhering to overarching public policies. School choice is described by
the OECD as a means for innovation in education. Through market com-
petition, schools that receive increasing autonomy thrive by diversifying
from each other and becoming more competitive. As a result, private
schools create stronger incentives for innovation, compared to the hie-
rarchical and bureaucratic procedures in the public sector (OECD, 2017).

The main advantage of education privatization, as presented by the
OECD (2017:4), has to do with the fact that “the increasing social and
cultural diversity in modern societies calls for greater diversification in
the education landscape”. From this perspective, the existence of various
educational alternatives could better respond to the diverse needs of
the student population. However, the OECD also recognises that the
main disadvantage of education privatization is the social and cultural
segregation produced by school choice.

In a recent UNESCO Global Education Monitoring Report (2017), dedi-
cated to accountability in education, school choice has been recognized
as a significant factor that causes social inequalities in education, bene-
fiting wealthy families while further marginalizing disadvantaged parents
and schools. In this report, the phenomenon of social reproduction has
been noticed, since “parents generally base school choice decisions on
information shortcuts, which can often negatively affect equity and di-
versity among schools” (UNESCO, 2017:51). It has thus been observed
that parents with a high social and cultural capital and more privileged
networks are those who more frequently tend to choose among diffe-
rent schools.
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Context of the study

Forms of Private Schools

The types of private schools included in this study are the public-funded
private-run schools in Sweden called friskolor, and the private-funded
private schools in Greece, called idiotika scholia. From now on in this
study, the author will refer to both friskolor and idiotika scholia as private
schools.

Sweden

Swedish friskolor are independent schools which are entirely funded by
the state by means of a voucher system. These schools follow the general
education guidelines set by the government, but their syllabuses, school
schedules and academic calendars can vary. Although these schools
must conform to the same government regulations as the municipal
schools, they are more autonomous regarding their operation, manage-
ment and allocation of resources. Independent schools may have a spe-
cial profile, such as implementing various pedagogical approaches, havi-
ng a linguistic orientation other than Swedish, being denominational or
focusing on specific subjects like sports, music, and dance. A noticeable
aspect regarding private schooling in Sweden is that there are almost
4000 private schools, representing 25% of the overall school capacity of
the country, while 20% of the student population attend private schools.
(Friskolornas riksforbund, 2018).

Greece

Greek idiotika scholia are funded exclusively by parents; they follow the
education guidelines and curriculum set by the government, but their
school schedules and academic calendars can vary. One important
aspect regarding the costs of private schooling in Greece is that the
families who choose these schools need to cover their expenses fully.
It should also be mentioned that these costs are significantly high, with
an average cost of USD 5,831 per student per year in private schools in
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Athens, while the average income per capita is USD 1,7002 (OECD, 2018).
Despite the fact that households face significant financial constraints
due to the national financial crisis, it seems that school choice for private
schools remains steady.

Methodology
Aim

The aim of this article is to explore the factors that influence parental
choice of private schools in the primary school sector in Greece and Swe-
den. Drawing on a case study design, one private school was selected in
each country. According to Bryman (2012:419):"a critical case is a crucial
case that permits a logical inference about the phenomenon of interest”.
The cases selected were not meant to be representative of the Swedish
and the Greek contexts but were rather used as a means to further un-
derstand and investigate the reasons for private school choice.

Overview of selected schools

Specifically, one private school situated in the centre of Athens, Greece
and one in the centre of Stockholm, Sweden were chosen in an attempt
to identify critical cases.

The selected Greek school is one of the oldest schools in Athens,
forming part of a group of co-educational independent private schools
in Greece. This school complex was established in the nineteenth cen-
tury and has 9000 students enrolled in total. The specific school unit
selected for the study is located in the centre of Athens and includes
all school levels, from pre-school up to upper-secondary education. Stu-
dents in and around the Attica region attend this school, which also pro-
vides buses for their transfer.

In the case of Sweden, the selected school is part of a group of inde-
pendent, private-run schools in Stockholm and the greater Stockholm
area, with more than 3000 students. The specific school unit selected is
located in the centre of Stockholm and covers all education levels, ran-
ging from preschool class to upper-secondary education. Students from
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the Stockholm county area attend this school, mostly being taken there
by their parents, but there is also easy access via public transport.

Interviews

Overall, 20 semi-structured interviews were conducted, audio-recor-
ded and transcribed, 10 in each country, in order to develop awareness
regarding the factors that affect school choice of private education.
The sampling of the participants was purposive, since the goal of the
researcher was to interview people who were relevant to the research
questions (Bryman, 2012:418). Specifically, research participants inclu-
ded program coordinators, school directors and parents, in an effort to
gain insights into the different stakeholders’ understandings of school
choice and the role of private schools. The interview guides varied ac-
cording to each stakeholder group, while questions were formulated to
identify the reasons for parents choosing private schools. The researcher
ensured that no participant was harmed, while data have been ano-
nymized, using code names when referring to research participants or
schools.

Analysis

Thematic analysis as a method for identifying, analyzing and reporting
patterns (themes) was employed to analyze the interview transcripts in
each of the two countries. According to this method, transcriptions are
organized and described in rich detail (Braun & Clarke, 2006) while vari-
ous aspects of the research topic are interpreted (Boyatzis, 1998). More
specifically, after having thoroughly reviewed the interview transcripts,
a large collection of themes was created. The main themes that induc-
tively emerged as reasons for private school choice include: family back-
ground, school location and the perceived quality of private schools. Finally,
after having thematically analysed each case study in parallel, a compa-
rison was made by focusing on the common and different themes that
appeared in both cases.
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Findings
Family Background

In the case of Greece, it has been noticed that school choice requires
parents to get more involved in their children’s education and accor-
dingly try to engage them, leading to a positive attitude towards school.
It seems that a stronger bond or commitment between the family and
the school is created when parents opt for a private school.

Greek Teacher 1: “A parent is more active when he has to choose.
[...] Furthermore, with private education, just because the parent pays,
something equivalent to a commitment is made both to the child and to
the whole family towards education.”

Furthermore, some characteristics of parents who choose private
schools appeared repeatedly throughout the interviews. These include
the level of the parents’ education and their ability to critically choose
the best school possible.

GreekTeacher 2:"Education, logic and maturity are prerequisites. One
would also need to have a certain education background that would al-
low them to make the right choices. Otherwise, how can anyone set and
evaluate selection criteria for schools?”

In Sweden, education professionals mentioned that school choice
enables parents to get more involved and engaged in their children’s
education. Having the opportunity to choose among public and private
schools seems to require parents to do their own search of schools and
choose the school they think fits them best.

Swedish School Principal:“l think that those parents who make an ac-
tive choice for their child’s school are generally more engaged and inter-
ested in education”’

Although most of the interviewees agreed that they are positive to-
wards school choice, they also mentioned that for someone to make a
decision, he or she needs first of all to get properly informed, otherwise
it would be a random choice based on the opinions of other parents. It
was argued that information about schools in Sweden is very accessible
to those who are Swedish speakers, but not to those who do not speak
Swedish.

Swedish Teacher 1: “Most of the poor immigrant families in the su-
burbs of Stockholm do not have access to private schools. They could
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have.They could choose as well. But they don’t choose, because there is
a lack of information.”

Swedish Parent 1: “Surely a parent needs to do research to choose a
school. [...] Of course, one has to know the language, because most of
the information is in Swedish.”

Getting informed depends on the availability of information about
schools, but also on the capability of parents to explore and examine
their options. As some of the interviewees revealed, they did not have
time to look for a “good” school and so did not practice the option of
school choice. As a consequence, many parents tend to base their de-
cisions regarding school choice on what other parents reckon about a
school’s reputation.

It has also been argued that the social status of parents may affect
their choices about schooling. Both teachers and parents in Sweden
mentioned that there is a correlation between social capital and en-
gagement in education.

School Location

The majority of the Greek participants mentioned that the location of
a school may significantly affect school choice, based on where the
family’s house or workplace is located. However, when parents cannot
find a school in a certain location, they prefer to pay additional fees for
school buses rather than send their children to the local public school.
Additionally, the location may determine the school choice of a private
school when a wealthy family with a high social capital resides in an di-
sadvantaged neighbourhood, since parents may not trust the quality of
the local school.

Greek parent 2:“The quality of the school depends on its geographi-
cal location. A school in a rich region may statistically outperform a
school located in a degraded area.”

According to research participants in Greece, another factor leading
parents to opt for private schools includes the growing number of refu-
gee and immigrant children enrolled in public schools. This increase is
considered to have undermined the quality of education, since there are
no proper plans and activities developed particularly for these children.
Participants also claimed that migrant children’s poor Greek language

ZYTKPITIKH KAl AIEONHX EKMAIAEYTIKH ENIOEQPHIH ® No25 m 2020



36 = ALEXANDRA FARAZOULI

skills can hinder the overall level and “learning speed” of the entire class-
room, a fact that seems to discourage parents from opting for such pu-
blic schools.

Most of the interviewees in Sweden had a positive attitude towards
school choice, arguing that it allows parents to select the school they
favour instead of being automatically assigned to the closest school.
This is positive, according to the participants, because in some areas,
especially the suburbs, the quality of schools is not as high as in major
cities. Hence, location appears to be one of the major factors that affects
school choice, since, in certain areas, parents argued that schools are of
poor quality and they would like to avoid them.

Swedish parent 3:“Location plays an important role. Previously, when
I was living in a degraded area, | did not want to send my child to one of
the local schools, so | chose a private school, in another area.”’

Last but not least, the rise in the number of immigrants in Sweden
appeared to be another reason why parents choose private schools in
an attempt to avoid immigrant students who predominantly attend
public schools.

The perceived quality of the school

Education seems to be the means to a successful career path, according
to the interviews in Greece. Teachers working in private education tend
to believe that education could work as an investment for their students’
future career paths. In that way, investing in education is considered rea-
sonable, since private schooling appears to be more secure and stable
than public schooling.

Greek Teacher 2: “I firmly believe that education is an economic in-
vestment that will help children succeed professionally and financially.”

Private schools often adopt an international profile by teaching for-
eign languages and following international curricula. Greek parents
want to provide their children with multilingual education, as this is of-
ten required for a successful professional career. Furthermore, this kind
of education is necessary to those who choose to move abroad, which
is a frequent phenomenon nowadays, with an increasing number of
Greeks leaving the country to find better employment abroad.

According to the Greek interviewees, the quality of private schools is
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perceived to be better than that of public schools, because of the school
infrastructure and the quality of the teaching staff. Private schools tend
to offer attractive buildings, with a variety of facilities and infrastruc-
tures. Moreover, teacher evaluation occurs frequently, in order to en-
sure a high quality of teaching. In private schools, teachers are held ac-
countable for their performance, having to report on their achievement
and student progress to their employer. According to the information
extracted from the teachers’ educational and professional background,
it can be concluded that competition when hiring teachers in private
schools may be very intense. According to the teachers and principals
interviewed, teachers should hold at least one post-graduate diploma
in order to get an interview for a teaching position in a private school.

In the case of Sweden, the annual academic results of a private school
tend to be the most important criterion that parents evaluate when
choosing a private school. A school that has a high number of students
scoring high grades is more attractive to parents, since parents tend to
correlate academic success with future professional success. Therefore,
private schools tend to advertise their academic results on an annual
basis.

In addition, private schools usually offer alternative teaching styles
and pedagogical approaches, which capture the interest of parents. In
the case of the school selected, its international profile and the empha-
sis placed on teaching English appear to be the main reasons why par-
ents prefer it.

In the case of Sweden, the public schools’ “loose” policy was men-
tioned from all the participants as one of the main reasons why parents
prefer private schools. It has been argued that public schools tend to be
less demanding in terms of academic expectations, class management
and behavioural regulations. As a result, parents turn to private schools,
which they expect to be stricter and more old-fashioned.

Swedish parent 1: “What was missing from public schools and made
a lot of parents choose a private school is discipline. | think that the
Swedish public schools are too loose in their goal-setting and classroom
management. Parents want their children to have a goal and evaluation
criteria.”
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Discussion

Taking into account the findings presented above, several insights were
drawn regarding the factors for private school choice: the family back-
ground, school location and the perceived quality of private schools.
Firstly, family background seems to be a crucial factor influencing pri-
vate school choice, since the findings from both countries showed that
a certain level of education and a social network are required from
parents in order to be able to actively choose schools. As previous re-
search has proved, the cultural and the economic capital of a family de-
termines a child’s choice of school, which implies that school choice is
not equally open for all (Symeonidis, 2014). Secondly, school location
tends to be another significant factor when choosing a school since the
demographic and economic characteristics of each area seem to affect
the perceived quality of the schools. Furthermore, the concentration of
immigrant population in certain areas leads to residential segregation in
terms of cultural diversity and distribution of resources. Thirdly, private
schools seem to attract more students over time as the ‘extras’ they pro-
vide influence the parents’trust in terms of education quality.

More specifically, with regard to the family background, school choi-
ce also seems to be closely associated with the increased engagement
and involvement of parents in their children’s education. However, on-
ly in the Swedish case was it mentioned that the parents’ social status
could also affect their opportunity to choose schools, in terms of being
capable of searching for schools and having access to information re-
garding private schools. At this point, it should also be mentioned that
although the Greek interviewees did not refer to the financial capacity
of the family, it is certainly a crucial factor in Greece, since parents need
to pay high fees for Greek private schools. In accordance with previous
research (Bjorklund et al, 2005, Hsieh & Lindahl, 2003), this article con-
cludes that parents’ education and immigrant status are important de-
terminants for private school choice.

As argued in the interviews, not everyone has access to private edu-
cation, in the case of Greece due to the parents’ limited financial capa-
city, and to the restricted access to information about schools in the case
of Sweden. Since Greek private schools do not receive any financial sup-
port from the state and charge parents for schooling fees, a considerable
proportion of Greek parents are unable to pay for this kind of education,
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and consequently are totally excluded from choosing a private school.
Furthermore, in Sweden Swedish language skills are required of parents
for them to be able to make an informed choice; therefore, many newly
arrived immigrants in Sweden are unable to obtain information about
schools and select what is best for them. Limited language skills are not
the only barrier that immigrants face when they have to choose schools.
They are also confronted with long queues (Béhlmark, Holmlund & Lin-
dahl, 2015). Private schools have long waiting lists of students (who are
often enrolled there from the day they are born), a fact that makes it
almost impossible for immigrants to opt for these schools.

According to what the participants stated, there are also parents who
find it difficult to choose a school and are, in some cases, not able to
make a school choice at all. Parents’ limited available time and lack of a
certain level of education are often additional structural barriers (Offen-
heiser & Holombe, 2003) that prevent parents from exercising their right
to school choice. Furthermore, as the interviewees mentioned, parents
should have a certain socioeconomic background in order to be able to
critically assess and then choose a school; Bohlmark et al. (2015) have
also found that there is a significant connection between school choice
of private schools and parents’ socioeconomic background.

School location has been identified as a major factor for private
school choice in both countries, and for similar reasons. Greek and
Swedish parents recognize that local schools in degraded areas may not
have the quality of private schools in wealthy areas and that there is a
significant dependence on school resources and parental income. These
conclusions are in accordance with the fact that municipality costs per
students vary greatly in Sweden, since resources tend to be distributed
on a per capita fee principle (Skolverket, 2009). In addition, the increase
of immigrant populations in both countries, and the concentration of
these populations in certain areas, is another similar factor in Greece and
Sweden which leads parents to select private schools in order to avoid
a school with high percentage of non-native speaker students. Private
school choice is closely associated with residential segregation, and giv-
en the fact that peers have an important effect on student achievement
(Bjorklund et al, 2005), students from disadvantaged backgrounds have
less opportunities to interact with their more advantaged peers owing
to a lack of language skills.

In addition, private schools locate in areas where parents demand
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them. As Bohlmark et al. (2015:27) have pointed out, “school choice
and segregation by immigrant background is largely driven by residen-
tial sorting patterns’, meaning that large groups of immigrants live in
certain residential areas where there are usually no private schools. As
a result, if an immigrant parent manages to obtain information about
private schools and finds a spot in the waiting list of a private school for
their child, that student will have to travel long distances on a daily basis
to attend that school, which is both costly and discouraging for parents.

It could also be argued that although both countries emphasize that
every child has the right to education, quality and equity in education
vary significantly among different schools. As stated by the interview-
ees, having the option to choose among different schools could mean
that there are some schools of high quality and some of lower quality.
Parents looking for a high-quality school for their children decide to
choose private schools. As a result, social polarization can be assumed
to exist between private schools and public local schools in areas where
a great number of immigrants live. This fact is opposed to the human
rights-based approach to education (Offenheiser and Holombe, 2003),
according to which, quality education should be provided for all chil-
dren regardless of their families’ resources.

Finally, interviewees from both countries mentioned that education
is seen as a means to a successful career path, and parents perceive pri-
vate schooling as an investment in their children’s future. Based on the
analysis of the interviews, parents see education as a means to an end,
and their choice of a private school is purposeful and goal oriented (Ols-
sen, Codd & O’'Neil, 2004, Gillis, 1992). It could be argued that this inter-
pretation of education as an investment for the future is in accordance
with the Human Capital Theory, which expresses an economic approach
to human behaviour.

Given the ‘extras’ that private schools provide, their students might
be granted more opportunities to develop and expand their capabili-
ties, whereas students in public schools might not. The provision of ad-
ditional educational activities and the adoption of certain pedagogical
styles could encourage students to explore their inclinations and talents
rather than pushing them into particular functions. Specific educational
goals regarding compulsory education are set out in both countries,
mainly concerning the development of literacy and numeracy skills.
Private schools, being more flexible in their educational planning and
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use of different pedagogical approaches, may give more emphasis to
other subjects outside the curriculum, such as art. Evidently, further
inequalities seem to exist concerning the capability approach to edu-
cation, according to which all children should have the opportunity to
expand their inclinations and talents through education (Dréze & Sen,
2002; Unterhalter, 2003; Robeyns, 2006); this is shown in the analysis of
the findings, which suggests that students at private schools are more
privileged than those at public schools when it comes to opportunities
to develop themselves through education.

Furthermore, previous research has showed that the ‘extras’ that
private schools may provide tend to benefit only students with a high
socio-economic capital (Francia, 2013; Osth et al., 2013). Especially in
the case of Sweden, inequality in education standards and performance
has been observed and serious arguments question the concept of chil-
dren’s “own” choice since the introduction of school choice (Skolverket,
2009).

Concluding Remarks

Private schools are incorporated in the education realities as school
alternatives to the public sector, in both Greece and Sweden. As it has
been observed, Greek parents continue to choose private schools, de-
spite the severe financial crisis that the state faces, while in the past
few years Swedish parents have tended increasingly to prefer private
schools. These observations inspired the author to compare these two
countries, in order to holistically understand the phenomenon of private
schooling and investigate the factors that affect school choice for pri-
vate schools.

The study revealed that not all parents have access to a private
school choice under the same terms. Specifically, school choice implies
that parents should make an informed search of the school options they
have, in order to find the school, they prefer the most. This requires a
particular level of education, available time and available information
about the school alternatives, while in the case of Greece, the parents’
financial capacity could also be a crucial determinant when choosing a
school. Hence, not all parents have a choice of a private school under the
same terms.
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Private schools, run by companies and individuals, tend to be more
flexible than public schools in terms of enriching their educational pro-
grams with additional activities or adopting certain pedagogical ap-
proaches to teaching. This flexibility allows them to be more innovative
than public schools. Furthermore, private school choice is considered an
investment for the future, since parents mainly perceive education as a
means for increasing their children’s human capital. As a consequence,
the school choice policy tends to foster an individualistic environment,
where only certain parents manage to make a choice according to their
Criteria.

This article aimed to provide a comprehensive examination of pri-
vate school choice in Greece and Sweden. The main conclusions high-
light the need for both countries’ governments to design new policies
that could (a) enhance the democratic and social role of education, pro-
viding quality education for all; (b) upgrade the quality of public schools;
and (c) develop further regulations regarding private schools in order to
combat social inequalities amongst them.
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MEPIAHYH

Ti¢ Teevtaieg Tpelg dekaetieg, n iwtikomoinan Kat n axoAkr emoyn €xovv loayBei kat evowpatwdei oTo
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oxoheia otnv EMGda kat tn Zoundia. Xtn Baon pag perétng mepimwong, dieéiybnoav eikoot koot npt-
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1 TomoBeaia Twv oXOAEIWV Kal N TOLOTTA TWV IBIWTIKWY 0XOAEIWY, OMG)C yiveTal avTIANTTTH amo TOUE YoVEic
K0l TOUG EKMAUSEUTIKOUG TTOU GUPETEIXAV 0TV £pEVva, €ival ol KOpLoL TapayovTES TOU 0dnyoUV TOUG Yoveic
0TnV €My ToU IBIWTIKOU 0X0AEiOU Kat 0TIC 600 XWPEC.
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1. Introduction

School-to-work transition is a key step towards labor market entry in all
modern societies. Positive early work-life stages can have a good influ-
ence on later occupation prospects, in contrast to a poor start in the la-
bor market (Barbieri et al., 2016). Certainly, interest in this problem has
been sparked by an increase in under-employment? rates during the last
few decades in many European countries (OECD, 2019a), providing new
evidence on how post-modern society has evolved in recent years. Ac-
cording to Hartmut Rosa’s theory, an effect of social acceleration is that
conventional professional sequences fall apart, preventing people from
getting a specific occupation even if they previously had access to this
domain-specific knowledge. For this reason, everyone in post-modern
society has to continuously upgrade their existing knowledge, skills and
qualifications if they are to contribute actively to the national economy
(Rosa, 2013).

Due to this complexity, the field of Lifelong Learning (LLL) and Voca-
tional Education and Training (VET) is often considered the silver bul-
let in economic and social investment (Karavakou, 2018). However, the
boundaries between LLL and VET are getting blurred, as the goal of eve-
ry educational system is to upgrade people’s life skills in order to act
critically in every new social condition (Karavakou, 2011). The distinc-
tion between VET and LLL was adopted by the European Commission
in its 2012 Communication, which distinguishes between general and
vocational skills (European Commission, 2012). The defining criterion of
vocational skills is that they are job-specific, while general skills are ap-
plicable in a wide range of contexts (Woessmann, 2018). This difference
makes VET a multifarious educational activity because practical training
and the learning of relevant theory are intertwined in order to prepare
people for work in specific occupations (Lucas et al., 2012). Regarding
VET, it is quite common to see it through the lens of initial VET (IVET) and
continuing VET (CVET). The present paper critically examines only IVET
because it is often more regulated than CVET. Nevertheless, the degree
to which VET programs are organized varies substantially across coun-
tries. Since these distinctions can inevitably result in blurred lines, this
review focuses on the types of institutions that provide VET at the secon-
dary?® and post-secondary* educational levels for young adults®, 25-34
year-olds. This selection was made based on two criteria. Firstly, VET in
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most countries takes place at the secondary and post-secondary levels
(Barbieri et al., 2016). Secondly, the unemployment rate is higher among
25-34 years-old (7%) than among older age groups (OECD, 2019b).

In the new social context, some young adults risk having a higher
probability of experiencing nonlinear transition from education to wor-
king life (Masdonati et al., 2010). This observation stresses the need to
better understand the new transition pathways and prevent chaotic
transitions. Concurrently, governments are showing a willingness to
adopt VET policies in order to improve the employability of their people.
In fact, many comparativists, from Sadler to Cowen, have studied policy-
borrowing in education (Steiner-Khamsi, 2014). Pursuing a comparative
perspective, this paper explores VET system with data from two coun-
tries: Greece and Sweden. Sweden has been a reference point in this
field for decades. It is known for the organization and the efficiency of its
VET system. Thus it is used as a role model for other countries (Gougou-
lakis, 2012). In contrast to Sweden, VET in Greece remains a significant
challenge for the national education system. Although reforming the
VET system remains high on the Greek educational agenda, it is obvious
that even the latest legislative action (Law 4336/2015) cannot by itself
solve the persisting issues. Problems such as negative social stereotypes
and restrictive dialogue with social partners create a vicious cycle at the
expense of VET (Athanasouli et al., 2016).

Based on these observations, the aim of this study is to analyze the
factors at institutional level which determine a smooth school-to-work
transition for young adults in Greece and Sweden. In line with the pur-
pose of this study, the following two research questions guided the pre-
sent study: 1) What are the similarities and differences in the VET systems
in the two countries? 2) How do VET providers in the two countries at
the secondary and post-secondary levels promote a smooth transition
from school to workplace? In order to frame these factors, we reviewed
the relevant international literature on this topic to identify common
themes and describe the initiatives of Greek and Swedish VET. This exa-
mines the related variables that influence school-to-work transition at
the institutional level in Greece and Sweden. The present study provides
an overall insight into the field of VET from the perspective of the two
countries, both of which are members of the European Union (EU).
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2, Literature background

Over the past few decades, school-to-work transition has become a flou-
rishing research area. Internationally, there is an extensive literature on
the factors influencing students’ labor market entry after completing a
VET program. The issue that is most often investigated by these studies
is the variety of variables that determine the transition outcome. Accor-
ding to the existing literature, indicators can range from national to per-
sonal. For instance, Quintini and Martin (2014) show that school-to-work
transitions tend to be longer in emerging economies than in developed
economies. Moreover, Karmel (2017) finds that even if the general state
of the labor market is the dominant factor in improving the transition
outcomes, it remains true that the structure of education systems does
make a difference. According to Hanushek et al. (2011) one effective way
to achieve good school-to-work transition is to link students more close-
ly to jobs through VET programs.

To keep this issue in context, our focus is on the literature essentially
concerned with the institutional framework of VET. Hoeckel (2008) finds
that factors can range from development and flexibility of the institution-
al framework to the work relevance of the education provided. A large
body of research analyzes two main features of institutional framework.
The first may be defined as the work relevance of education content. In
this case, various studies suggest that work-based learning and appren-
ticeship programs contribute effectively to school-to-work transition (Van
der Velden et al. 2001; Gangl, 2003; Lerman, 2009; Wolter & Ryan, 2011).
More extensive analytic work across OECD countries has been conducted
within the OECD®. Its review of Jobs for Youth notes that in countries with
regulated labor markets, a dual system based on apprenticeship can se-
cure a successful transition while in countries with a low-regulated labor
market but without work-based training, transition is relatively smooth
but many young people end up in inactivity (OECD, 2010). Despite the
value attributed to apprenticeships, some studies reveal that they do not
necessarily fulfill the interaction between schools and work (Hardy & Par-
ent, 2003; Onstenk, 2010; Billet, 2010). As observed by Detmar and De
Vries (2009) workplaces which are selected for apprenticeships are not
necessarily selected because of the learning opportunities they offer.

The second feature may be defined as the intervention of the stake-
holders of VET. The results of many studies conclude that intervention
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should include all stakeholders of VET in order to foster successful school-
to-work transition (Masdonati et al., 2010; Begu et al. 2017). The issue
of the stakeholders’ participation as a major factor for school-to-work
transition has raised much concern in the EU. The final report of the The-
matic Working Group on Early School Leaving emphasizes strong and
continuous commitment by stakeholders at all educational levels as the
most effective way to tackle the problem of early leavers from educa-
tion and training (Flisi et al. 2015). As a matter of fact, Hoeckel (2008)
shows that collaboration between different players involved in VET has
to be strong, and social partners have to be admitted into the decision-
making process. However, the picture seems to be fragmented in many
countries (OECD, 2005). Stakeholders sometimes tend to operate with
little coordination between educational institutions, employers and
other work-based education opportunities (Versnel et al., 2011). Thus
the role of stakeholders differs significantly between countries.

On the basis of these two key variables, a comparison of school-to-
work transition in Greece and Sweden has, to the best of our knowledge,
not been made. The strong contrasts in their approaches to educational
issues reveal different forms of the VET system. A comparison between
these two countries will hopefully increase our understanding of the fac-
tors that affect the transition from vocational education to working life in
each country. As no previous study has compared this transition from se-
condary and post-secondary levels, the aim of this paper is to fill this gap.

3. Methods

“A Framework for Comparative Education Analysis’, known also as the
Bray and Thomas Cube, is applied in this paper as a methodological
framework. The present paper uses the entire set of three dimensions
of comparisons proposed by Bray and Thomas (Bray et al., 2007: 8). The
first dimension is called “the geographic/locational level’, the level of the
chosen country, namely Greece and Sweden. The second dimension is
called “aspects of education and society”. The aspect considered here is
education levels, and more specifically the secondary and post-secon-
dary education levels. The third dimension pertaining to “nonlocational
demographic groups” includes the populations of Greece and Sweden
(Bray et al, 2007).
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We performed a systematic examination of the literature with the aim
of identifying and critically reviewing previous relevant research findings.
The databases searched in this examination included those identified as
relevant to VET. For this reason, search engines tried to cover research not
only in electronic research databases on general education and VET and
academic databases on VET topics but also in international organisations
doing VET research. The databases used for literature research included
ERIC, Taylor and Francis Online, OECD Library, Eurydice and Cedefop. We
used the following key words: “Vocational Education and Training” or
“VET plus ‘transition; ‘secondary’and ‘post-secondary’ combined with the
countries’ names. The search terms were modified to fit the search inter-
face of each database. This resulted in approximately 1,572 sources. Since
the search of the literature was limited to the specified keywords and da-
tabases, this literature may not include all the available sources.

A number of further criteria were specified to select appropriate
studies for inclusion in the review. Inclusion of a study was based on
three criteria: (@) how relevant it is to the topic, (b) whether it is written
in English or Greek or Swedish, and (c) its date of publication, between
January 2010 and April 2020. This last criterion was used in order to cap-
ture information that is as contemporary as possible; 83 papers met the
inclusion criteria and were identified as relevant to the current review.

Additionally, we performed an analysis of policy documents at a na-
tional level. We focus on them to identify the extent to which each VET
system affects the process of transition. An approach to the Greek and
Swedish educational policies has been attempted through the use of of-
ficial policy documents. These documents were obtained from the rel-
evant government offices (GGDVM’ and Skolverket?®) in order to obtain
information about the government’s commitments to what needs to be
done in the field of VET. We consider that, collectively, they may gener-
ate further insight into VET development.

4, The role of the Greek and Swedish VET systems
in school-to-work transition

The VET system is an important institutional characteristic that shapes

the pattern of school-to-work transition (Barbieri et al., 2016). Indeed,
a strong VET system will favor faster and better labor market entries. A
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vast amount of literature suggests the positive influence of strong VET
systems on less-academically-oriented students (Barbieri et al., 2016).
For instance, VET school-leavers are partly trained to perform a specific
occupation. As a result, employers can easily anticipate their productivi-
ty and training costs by looking at their curricula and rapidly completing
their trial or training period. In contrast, an example of how a VET system
can have a negative impact on school-to-work transition is the existence
of VET programs that transmit narrow occupations or outdated know-
ledge (European Training Foundation, 2008). These programs provide a
lack of possibilities for progression for people who follow them, from a
labor market perspective.

In literature, the relationship between educational system and labor
market success is well established (Bills, 2003). A number of variables re-
lated to the educational system can have important consequences for
school-to-work transition (e.g. educational attainment, employment/
unemployment rate, NEETs’, duration of unemployment). From the statis-
tical standpoint, these variables are summarized in Table 1 (OECD, 2019b).

Looking retrospectively at the ways in which the two countries per-
formed, some striking differences become evident. The only similarity
refers to educational attainment, which could mean that young adults
are highly educated in both countries. On average, a higher level of edu-
cational attainment tends to be associated with lower NEET rates (OECD,
2019b). However, the proportion of NEETs in Greece remains much hig-
her than in Sweden. Of particular concern is the employment and unem-
ployment rate, which shows a major difference between the two coun-
tries. This difference is also reflected in the duration of unemployment,
which is longer for young Greek adults compared to their Swedish coun-
terparts. This could be due to the different impacts of economic status
on the employment rate. Sweden has been a country where economy
tends to be stable and highly productive; its per capita gross national
product is among the highest in the world (OECD, 2019d). In contrast,
Greece faces a strong economic crisis as a result of pursuing a restrictive
fiscal policy to prevent over-indebtedness and facilitate economic re-
covery (OECD, 2018). One of the main consequences may be related to
the growth of unemployment. In this context, those who do not have
the appropriate skills for the labor market when the unemployment rate
is high tend to spend a significantly longer time finding a job.
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Table 1. VET providers in different educational level

in Greece and Sweden
Variable Educational level Greece Sweden
Young adults (aged 25-34)
Below upper 13% 17%
secondary
1. Educational
attainment Upper secondary
or post-secondary 44% 34%
non-tertiary
Below upper 54% 66%
secondary
2. Employment rate Upper secondary
or post-secondary 62% 85%
non-tertiary
Below upper 27% 17%
secondary
3. Unemployment
rate Upper secondary
or post-secondary 25% 5%
non-tertiary
4. NEETs rate = 14.1% 6.1%
74% 45%
Below upper 3 months
12 months
secondary to less than
or more
5. Duration 12 months
unemployment 459
Upper secondary 73% >%
3 months
or post-secondary | 12 months
. to less than
non-tertiary or more
12 months

Source: Compiled by the author
In this context, VET can play a crucial role in equipping young adults

with the skills demanded in the labor market, ensuring better integra-
tion into work (OECD, 2019b). The fit between education and job can de-
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pend on the relation between the acquired and the required skills (Szy-
dlik, 2002). Owing to rapid economic and technological change, skills
mismatch has become a prime concern for policy makers in many Euro-
pean countries. The problems reflected in the labor force are over-qua-
lification in the case of Greece and a generation shift in Sweden. Greece
has one of the highest rates of over-qualified native-born workers (32%)
while Sweden has one of the lowest (11%) (OECD, 2017). However, Swe-
den is expecting a generation shift in the labor market, with expected
retirements resulting in labor force stagnation or decline (Israelsson et
al., 2017). Therefore, the reform of the VET system can play a key role in
preventing skills gaps from being entrenched in both countries.

To get a better understanding of the role of a national VET system in
school-to-work transition, it is necessary to detect the external determi-
nants in which it is embedded (Wolhuter, 2002). Table 2 shows the na-
tional differences between Greece and Sweden in four areas of external
determinants: the level of the welfare state, the funding level, the politi-
cal level and the governance level.

Table 2 Comparison of common determinants between
Greece and Sweden

Determinants Greece Sweden

free of charge and a wide | free of charge and a wide

1. Welfare state range of VET programs range of VET programs

E ional
2 Funding leve dependent on European dependent on nationa

funds resources
3. Policy level political instability political stability
4. Governance level Centralized Decentralized

Source: Compiled by the author

The main difference between the two countries is the governance
level. The Swedish VET system could be characterized as politically de-
centralized compared to the Greek VET system. This means that both
governments are responsible for setting the nationwide VET goals. Ho-
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wever, the Swedish state’s role is minimized by design; responsibilities
are delegated to local actors, who are accountable for the outcomes
within their area of responsibility (Lundahl & Olofsson, 2014). This dif-
ference can be highly influential in shaping school-to-work transitions.
Countries with the sub-protective transition regime model, like Greece,
are often characterized by national framework standards, prolonged pe-
riods of job search and a long waiting-list phase during which people de-
pend on their families for support (Schoon & Bymeer, 2019). In contrast,
in countries with the universalistic transition regime, like Sweden, the
transition to employment is usually facilitated by identifying individual
learning plans and providing equal employment opportunities, which
are typified by an extended public sector (Schoon & Bymeer, 2019).

In sum, both VET systems seem to face challenges in responding to
changing demands for skills in the labor market, which moves the focus
of the approach that each country adopts to facilitate school-to-work
transition. According to Hanushek et al. (2011) countries tend to differ
fundamentally in their focus on job transition. For this reason, the next
section takes a closer look at the secondary and post-secondary VET sys-
tems in Greece and Sweden and how they influence estimates of the
employment trajectory.

5. Findings regarding the factors affecting the transition
from school to workplace in the secondary
and post-secondary Greek and Swedish VET system

As Brunetti and Corsini, (2019) state, the actual structure of a VET system
may be one of the factors affecting labor market outcomes. Neverthe-
less, it is complicated to compare the VET systems in two countries be-
cause their institutional structures may be quite different (Schoon and
Bymeer, 2019). Data presented in Table 3 summarize the types of VET
providers offered at different educational levels in Greece and Sweden
for young adults (GGDVM?, 2013; Skolverket, 2018).

These data can lead us to an assumption about the plurality in VET
providers, mostly at post-secondary level, in both countries. The factors
associated with this variation cannot easily be explained but it may be
due to the different characteristics and outcomes of the VET providers.
However,, this plurality could reflect the fact that both VET systems are
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Table 3. VET providers in different educational level
in Greece and Sweden

Country Greece Sweden

VET providers at every educational level:

1. Secondary Second There is no vocational
Chance education at secondary school
Schools (SCSs) (Junior High School, grade 7-9)
2. Upper-secondary | Evening Upper secondary schools offer
Schools (ESs) today 18 national programs,

of which 12 are vocational
programs that provide a

Vocational foundation for working life and

Training further vocational education.

Schools (EPAS) (In 2014, the share of beginners
in the 18 vocational programs
was 26%).

Vocational Education at Upper-
secondary level for adults
Gymnasial vuxenutbildning
(Gymnasievux)

3. Post-secondary Initial Yrkeshogskolan (Yh)
Vocational
Training
Institutions (DIEK)

Source: Compiled by the author

given the task of providing more educational routes to support employ-
ment opportunities. Based on statistics, those with VET qualifications
have better opportunities to find a job than those with a general educa-
tion (CEDEFOP, 2014). Nonetheless, the participation rate in VET remains
low in the countries examined. Based on the UNESCO'™ (2017) report,
the participation of Greek students in VET tends to be lower than that
of Swedish students. However, there have been opposite trends in both
countries. The participation rate in VET has increased in Greece while it
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has decreased in Sweden. To deal with this decreasing trend, the Social
Democratic Swedish Government recently announced its intention to
amend the law so that the upper-secondary VET programs will give eli-
gibility for higher education (Gougoulakis & Moreno Herrera, 2018). The
results of the UNESCO (2017) report show that achieving a high partici-
pation in VET remains a challenge for many countries, including Greece
and Sweden. In this context, both governments have to try to make the
VET profile more attractive. On the one hand, Greece deals with nega-
tive stereotypes for VET, such as low educational attainments, predomi-
nance of male trainees and restrictive opportunities for improvement of
their social and professional status (Paidousi, 2016; Valkanos et al., 2013).
On the other hand, participation in Sweden remains low due to low
company participation, low involvement of social partners and quality
shortcomings in providing work-based learning such as teachers failing
to visit their students during work placement, unclear assessment crite-
ria of the students in workplace-based learning and dissatisfied supervi-
sors at the workplace (Gougoulakis & Moreno Herrera, 2018; Kuczera &
Jeon, 2019).

Owing to the limitations of this paper, an analysis of all the factors
affecting the transition from school to workplace in the secondary and
post-secondary Greek and Swedish VET systems would undoubtedly be
impossible. For this reason, the focus in the present paper lies only on
two main relative common characteristics at the institutional level: 1)
the work relevance of the educational content and 2) the intervention
of stakeholders. As already mentioned, these main factors represent dis-
tinct policy choices at the institutional level that can affect labor market
outcomes.

An important feature of school initiatives is the amount of work-
based programming, which is a key condition for a smooth school-to-
work transition. Although there is no vocational education at secondary
school level, SCSs in Greece and Grundvux in Sweden stand out as of-
fering adults a second chance to complete their compulsory education
in order to get a job. Although only theoretical subjects are included in
these structures, they promote the development of the students’ social
skills through a holistic approach of knowledge, providing them with
the basic skills and knowledge needed in the labor market. At upper-
secondary level, there are ESs and EPASs in Greece and Gymnasievux
in Sweden. All these institutional structures are equivalent to upper-
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secondary education school and their curricula include the integration
of theoretical subjects and vocational subjects (except for EPAS, which
has only vocational studies). Nevertheless, they have features that seem
to differ. ESs are designed for working students, so they take place be-
tween 18.00 and 23.00 (CEDEFOP, 2014). EPAS provides a two-year study
cycle, which is spent at school (1 morning class and 4 evening classes a
week) and in a workplace (4-5 days) (CEDEFOP, 2014). In Gymnasievux,
the scope of courses is defined by credits enabling students to com-
bine different courses in program specialisations (Skolverket, 2016).
Both governments have established VET systems that pay attention to
work-based learning and safeguard the supply of skills for companies.
In the same framework there are DIEKs in Greece and Yhs in Sweden at
post-secondary educational level which are also vocationally oriented.
Both structures give priority to work placement with a large part of
the studies combining theory with practice (GGDVM, 2013; Skolverket
2018). Regarding the educational content, there is a main difference
between DIEK'" and Yh'? in relation to the planning of their programs.
In the Swedish case, employers and industry contribute to the program
content by taking part as lecturers, joining in projects and offering work
placements (Skolverket 2018). In contrast, the Greek industry does not
play a significant role in the planning of DIEK's programs. Moreover, af-
ter graduation from a post-secondary VET program, Swedish students
go straight into employment whereas Greek student have to take the
examinations for VET certification on a nation-wide level (GGDVM, 2013;
Skolverket 2018).

Another special variant of work-based training is the apprentice-
ship training program, which takes place at upper-secondary and post-
secondary educational levels in Greece and Sweden. This program of-
ten combines training at a company, in the form of employment with
theoretical training (GGDVM, 2013; Skolverket 2018). Although students
preserve their student status during apprenticeship, they receive a “sa-
lary” as an extra incentive (GGDVM, 2013; Skolverket 2018). Neverthe-
less, the Greek and Swedish VET systems differ in their implementation
of the apprenticeship system. In Greece the company takes the main
responsibility for the student’s time and training within the company,
whereas in Sweden responsibility is divided between school and com-
pany (GGDVM, 2013; Skolverket 2018). Over the past few decades, a
number of surveys have been conducted that analyzed the benefits of

COMPARATIVE AND INTERNATIONAL EDUCATION REVIEW ®m No25 m 2020



TRANSITIONING FROM SCHOOL TO WORKPLACE IN GREECE AND SWEDEN m 59

apprenticeship to reinforce the connection with the labor market. The
Greek and Swedish governments try to promote apprenticeship path by
introducing policy reforms. In Greece the latest 2013-16 policy seems
to have increased participation in apprenticeship but it has also created
challenges for government, VET providers and companies (CEDEFOP,
2018). In Sweden, despite government initiatives, such as grants sup-
port for employers and VET providers, this interest is not reflected in the
number of participants, which remains low (Kuczera & Jeon, 2019).

The second salient factor relates to the intervention of stakeholders
in VET system to foster successful school-to-work transitions. The par-
ticipation of social partners in the process of decision-making for VET
happens at a national level in Greece but at both national and local lev-
els in Sweden (OECD, 2019c). This form of governance is reflected in the
participation of social partners. In Greece, the decision for workplace
learning and apprenticeship is usually made by the Minister of Educa-
tion, without previous consultation with social partners (Zafiris & Mana-
vi, 2017). In contrast, the situation in Sweden seems to have improved
slightly regarding the social partners’engagement in VET at the national
level but their involvement at the local level has to be increased (Kuczera
& Jeon, 2019).

In order to strengthen the relationship between vocational educa-
tion with training and the direct connection with employment, both
countries organize councils at the national (Greece) and local level (Swe-
den). These councils usually include representatives from trade unions,
employer organisations and education systems (Peters at al., 2010). One
example in Greece is the Employment Observatory Research Informatics
S.A (Paratiritirio Apasxolisis Erevnitiki) and for Sweden the Labor Mar-
ket Council (Arbetsmarknadsrad). The most notable difference is that
Sweden seems to give each stakeholder a more active role compared to
Greece (Peters at al., 2010).

Nevertheless, various challenges have emerged for both countries
that affect school-to-work transition. In Greece, phenomena such as
weak trust in the political elite, bureaucracy and dominance of clien-
telism undermined the dynamics of cooperation between institutions,
social partners and businesses (Zafiris & Manavi, 2017). In Sweden, there
is much variation in the quality of local partnership and the opportuni-
ties for a smooth transition to working life remain unequal among re-
gions. (Kuczera & Jeon, 2019).

ZYTKPITIKH KAl AIEONHX EKMAIAEYTIKH ENIOEQPHIH ® No25 m 2020



60 w SOFIA POULTIDOU

To summarize, reviewing the factors affecting the transition from
school to workplace in the secondary and post-secondary Greek and
Swedish VET systems makes it clear that there are considerable varia-
tions between the two systems. However, the trend towards fragmented
school-to-work transition is observed in both countries. Therefore, it is
crucial to adapt secondary and post-secondary VET systems to meet
specific skills requirements in response to labor shortages.

6. Discussion and Conclusions

This study attempts to discuss the contributing factors at institutional
level that affect school-to-work transition by comparing the Greek and
Swedish VET systems offered in secondary and post-secondary educa-
tion. In this framework, we defined the formal aspects of each national
VET system through the role of the institutions in providing the work
relevance of the educational content and in developing relations with
their stakeholders. The interaction of these variables can affect a smooth
school-to-work transition.

The analysis of the data showed that VET has been promoted largely
by government policies in Greece and Sweden to improve school-to-
work transition. As expected, each nation has developed a secondary
and post-secondary VET system with a different focus on school-to-work
transition. These differing perspectives exist in three areas: the funding
level, the political level and the governance level. The governance level is
the most salient distinction, because it can be highly influential in shap-
ing school-to-work transition. The management of the VET system is
highly de-centralized in Sweden compared to Greece. Doubts could be
expressed about both types of administration. The sub-protective tran-
sition regime model is more common in southern Europe and is broadly
related to centrally standardized, non-selective and comprehensively
structured education systems. As Schoon and Bynner (2019) suggest,
the sub-protective transition regime could contribute to a seamless link
between education, trainees’needs and the labor market, resulting in re-
duced transitions. In contrast, the universalistic transition regime model
of the Nordic countries is based on assumptions about the importance
of collective welfare and is characterized by a comprehensive and in-
clusive education system, with many diversified educational routes. Is-
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raelsson et al. (2017) support the theory that the universalistic transition
regime could strengthen competition between educational structures,
going as far as commercialization (Lundahl & Olofsson. 2014).

Despite these differing perspectives between the Greek and the
Swedish VET systems, both countries deal with the problem of skills mi-
smatch. Notably, the forecasting of future needed skills is performed
more actively in Sweden compared to Greece. The government agency
Statistics Sweden shows a generation shift in the Swedish labor market
with large-scale retirement of elderly skilled professionals, which can
gradually create more job openings in the market than those that the
system was supposed to fill (Israelsson et al., 2017). Meanwhile, the Min-
istry of Labor, Social Security and Welfare, because it is at an initial stage
of development, cannot provide a complete feedback loop to policy-
makers, while the Greek labor market deals with over-qualification (Skills
Panorama, 2017). Therefore, the VET systems in both countries need to
be reformed if they are to play a leading role in ensuring a balance be-
tween the skills required at work and the skills that the trainee has.

The reason for the need of this reform can be explained by explor-
ing the factors that impinge on the process of school-to-work transition
at the institutional level. These factors seem to be related to the work
relevance of the educational content and the intervention of stakehold-
ers. Based on the findings, it is clear that these factors vary considerably
between the countries examined. Both countries face challenges in the
school-to-work transition. In Greece, the problems are often blamed on
an inflexible training content that is not aligned with labor market needs
(CEDEFOP, 2018), whereas in Sweden, even though there is a strong
trend to provide a flexible educational content, there is a widespread
view that VET is heavily driven by student preferences and not by real
labor market needs (Lundahl & Olofsson. 2014). Nevertheless, our find-
ings conclude that both countries promote vocational orientation as a
way to facilitate young adults’ transition from school to working life by
providing work-relevant subjects at the secondary educational level and
apprenticeship training and workplace-related training at the post-sec-
ondary level.

Regarding the intervention of stakeholders, the need for more active
involvement by the social partners in the decision-making process is evi-
dentin both countries, but on different grounds. For example, the role of
VET providers in decision-making can range from a purely advisory role
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in Greece to full decision-making powers in Sweden. Generally speak-
ing, the involvement of stakeholders in Sweden tends to be more active
compared to Greece. In addition, in Sweden the stakeholders participate
at both national and local levels, whereas the social partners’ involve-
ment is limited to the national level in Greece. This is apparent in the low
participation of companies which provide apprenticeship training (Kuc-
zera & Jeon, 2019). In Greece, collaboration between the various stake-
holders involved in VET is weak. No clear definition of the responsibili-
ties of the relevant institutions and labor market actors leads to the poor
participation of companies due to lack of information and incentives
(CEDEFOP, 2018). Even though councils with the relevant stakeholders
take place in both countries, the need to explore a more active cross-
sector dialogue is considered imperative to foster successful school-to-
work transition. Cooperation between education and the world of work
could be a permanent platform for dialogue on the quality, content and
organization of VET. By taking this cooperation into consideration, the
Swedish government authority seems to give approval to all VET pro-
grams that are compiled in response to industry’s needs.

In summary, our research shows that each country develops a VET
system in its own way. Therefore, the factors work relevance of educa-
tional content and the intervention of stakeholders seem to play an es-
sential role during school-to-work transition in both Greece and Swe-
den. Thus, even if Sweden can be used as a reference point for VET, the
efforts that Greece has made during the last few decades should not be
underestimated. It is vital to underline that the purpose of an interna-
tional comparative study such as this is not to find a role model that fits
everyone (Tate, 2012 in Marshall, 2014). On the contrary, it functions as a
way to interpret the world through individual paths and to change it for
the better (Cowen & Kazamias, 2009).
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Endnotes

This research was conducted during my master studies at Stockholm Uni-
versity (MA International and Comparative Education) within Erasmus+
Program.

The term under-employment refers to workers who are employed in jobs
that require lower qualifications or skills than they possess (OECD, 2019b).
Secondary VET it is offered to people who do not have the opportunity to
complete the years of compulsory education (OECD, 2019b).
Post-secondary VET is offered to people who want to broaden rather than
deepen the knowledge, skills and competencies gained in upper second-
ary level (OECD, 2019b).

Young adults refer to 25-34 year-olds (OECD, 2019b).

OECD is the Organisation for Economic Co-operation and Development.
NEETs are people neither in employment nor in education and training.
GGDVM is the General Secretary of Life Long Learning in Greece.
Skolverket is the National Agency for Education in Sweden.

. UNESCO is the United Nations Educational, Scientific and Cultural Organi-

zation.

DIEK is a post-secondary form of education that runs for 2 years and par-
ticipants have to attend theoretical, practical and combined subjects (more
information available at: http://www.gsae.edu.gr/el/epaggelmatiki-katar-
tisi/i-e-k-institoyta-epaggelmatikis-katartisis/mathe-gia-ta-institoyta-ep-
aggelmatikis-katartisis) (in Greek).

Yh is a post-secondary form of education that combines theoretical and
practical studies in close cooperation with industry. Most programs are be-
tween 1-2 years in duration (more information available at: https://www.
yrkeshogskolan.se/in-english/).

MEPIAHYH

Zkomd¢ g mapovoag épeuvag sivat va diepeuvioel Toug Beapkolg mapdyovteg mou emdpolv oty petdPaon
amé v ekmaideuon oty ayopd pyaciag péca amo Tn oUYKPLoN TwV ENNVIKGV Kal Twv 0oundIK@Y 6UeTh-
pdtwv Emayyehpatikn¢ Ekmaidevong kaw Katdptiong (EEK) oe deutepofabiio kat peta-devtepoPdbyio eni-
medo. Na ) perétn twv 600 ovotnpdtwv EEK mpaypatomoufnke molotiki peuva, pe ™ xprion dedopévwy
Baoopevwv o€ avackomman BipAoypagiac kat moMTIKGV eyypdpwv. Na Ty avdAuen oAwv Twv dedopiévwy
mou ouMéxBnkav epappdletal n péBodog avaluong mepieyopévou. H épevva meptypdget §0o Pactkoi ma-
pdyovteg mov emdpoly otn petdfacn amd v ekmaidevon oTnv ayopd epyasiag, Guykekpipéva T cuvdgela
TOU EKMAGEUTIKOD TIEPIEXOPEVOU JIE TNV EQYATIQ KAl TN GUPHETOXH TWV EUMAEKOPEVWV Qopéwy. Ta amoteré-
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opata deiyvouv 0Tt Kat ota §0o cvotipata EEK undpyel n mapouvosia exmaideutikwy mpoypappdtwy yia
olvdeon ekmaidevonc kat ayopdg epyaciag. MapodAa autd, 0 pONOC TwY EUMAEKOHEVWV Qopéwy XpeldleTat va
evioyuBei og €Bviko emimedo otnv ENdda kat oe Tomikd emimedo ot Loundia. Eva dMo cupmépacyia ival 6Tt
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Preschool teachers’ perspectives and use
of digital game-based learning

Anthemis Raptopoulou* Il

ABSTRACT

The increasing interest in digitalization in education has resulted in the introduction of new digital tools in
schools, one of which is digital games. Research on digital games and their educational potential has been
mostly focused on primary, secondary and upper-secondary education. This study intends to explore the use
of digital games in preschools in the Swedish context. The study focuses on preschool teachers as regards
their perspectives and use of games, as well as the type of school where they work at. The objectives of the
research are to explore: (i) what the teachers’ perspectives on digital game-based learning (DGBL) are and
whether these perspectives have an implication on the use of games; (i) how digital games are selected
and used by the teachers and whether there are any barriers to their use; and (iii) whether the perspectives
and use of digital games differ between independent and public preschools. The data was gathered through
qualitative semi-structured interviews with preschool teachers from the region of Stockholm. Findings in-
dicate that the role of the teacher is critical when it comes to the use of digital games in preschools, espe-
cially when it comes to their evaluation and implementation. The study further reflects on the importance of
teachers in the strengthening of a school’s digitalization.

Keywords: digital game-based learning, digital games, early childhood education, teachers’ perspective

Note to readers: This article is a summarized and updated version of my master thesis
published in 2015 (Raptopoulou, 2015). Many of the sections might be regarded as out-
dated since further research has been conducted in the field of DGBL in early childhood
education since 2015. However, | decided to keep as close to the original manuscript as
possible with the exception of some additions when needed for reasons of clarity and
contextuality.
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Introduction

In the early 2010s in Sweden, discussions regarding the potential of digi-
tal games as learning tools begun emerging following initiatives from
Regeringen (the Swedish Government) and Skolverket (the National
Agency of Education) aimed at improving digitalization of the Swedish
education system. The increased digitalisation of education along with
the growing interest in digital games supported the promotion of digi-
tal games as learning tools in schools. However, little is known about
the use of digital games in formal education settings, especially in early
childhood education. The aim of this study is to explore the use of digi-
tal game-based learning (DGBL) in preschools by focusing on preschool
teachers within Sweden. Using digital games as an example, this study
intends to explore how preschool teachers in the city of Stockholm han-
dle school’s digitalization as regards their perspectives and use of games.
Additionally, it would be of interest to know whether the perspectives of
preschool teachers differ depending on the type of preschool they work
at. The role of the teacher is perceived as a critical one when it comes to
evaluating and implementing new teaching methods. The objectives of
the research are to explore: (i) what the teachers’ perspectives on DGBL
are and whether these perspectives have an implication on the use of
games; (i) how digital games are selected and used by the teachers and
whether there are any barriers to their use; and (iii) whether the perspec-
tives and use of digital games differ between independent and public
preschools.

Digital games and digital game-based learning

The wide acceptance of ICT and its expansion into education has led to
increased interest in digital games in the early 2000s. Growing bodies
of research linked digital games to learning theories, arguing that they
create a stimulating learning environment, improve student motivation,
stimulate creative thinking, and provide challenging and meaningful
contexts for learning (Egenfeldt-Nielsen, 2007; Gee, 2007; Shaffer et al.,
2005).This was attributed to digital games having challenging, engaging
and multimodal features which support and promote learning, while at-
tracting the attention of the user (Steinkuehler, 2008). Such theories led
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to a strong belief that digital games can be a powerful educational tool,
with possible applications in the classroom settings (Rosas et al., 2003;
Squire, 2011). While there are many positive claims, researchers argue
that the introduction of digital games in schools might lead to shorte-
ned attention spans and social isolation (Marquis, 2013). Others argue
that there is not enough hard evidence on the effectiveness of games in
learning (Bourgonjon et al., 2013), that there is little evidence regarding
the transference of the learning experience (Bennerstedt, 2013; Gros,
2007), and that successful performance in gaming is not necessarily a
proof of learning (Linderoth, 2009, 2012).

A basic premise behind DGBL is that any game used in an appropri-
ate context can promote knowledge (Jantke, 2012), which traditionally
draws upon a constructivist view of learning (Alexiou & Schippers, 2018).
Definitions of DGBL describe it as an approach with learning and/or in-
structional purposes (Erhel & Jamet, 2013; Poulsen, 2011) where digital
games are seen as non-conventional educational tools that empower
situated learning (Shaffer et al., 2005). Based on these descriptions, DGBL
is seen as a strategy supplementary to more traditional didactic metho-
ds (Mordt et al, 2011). In practice, however, its integration into the
classroom is seen as a challenge for schools (Sigurdardottir, 2016). More
needs to be known when it comes to the everyday use of digital games
in formal education settings, since most of the research concerning the
use of DGBL in the classroom has either been theoretical (Egenfeldt-
Nielsen, 2006) or has been based on intervention-based studies (Katma-
daetal., 2014; Ronimus et al., 2019; Zheng & Spires, 2014).

Teachers are a key factor in the use of digital games in the classroom.
Previous research has indicated that teacher’s role is crucial not only in
choosing, using and evaluating the games (Hanghgj & Brund, 2010), but
also as an orchestrator and integrator of games throughout the teaching
process (Berg Marklund & Alklind Taylor, 2015). According to previous
research focused on primary and secondary education, the implementa-
tion of games through computer technology in schools still creates re-
sistance. Many researchers underline the practical barriers teachers have
to deal with when using digital games with their students, which vary
from time limitations and lack of understanding of how to use games, to
a lack of support and resources (Becker, 2007; Berg Marklund & Alklind
Taylor, 2015). Additionally, teachers appear to be reluctant to include
digital games in school due to curriculum limitations, lack of access to
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effective educational hardware and software, or due to their views on
digital games and ICT in general (Beavis et al., 2014; Green & McNeese,
2011; Rosas et al., 2003). The issues covered in current research about
primary and secondary teacher perspectives towards digital games may
also exist within early childhood settings. However, not much is known
about the use or the acceptance of digital games in early childhood
education (Vangsnes et al.,, 2012), despite the increasing importance of
digitization and digital competence at all educational levels, including
preschools (European Commission, 2016).

Digitalization of Swedish education

In this study, the use of digital games in preschools will be analysed
within the context of digitalization of Swedish education. Since 2006,
digital and technology-based competence is among the key competen-
cies promoted by the European Commission (European Commission,
2018). Even before the recommendations introduced by the European
Commission, the digitalization of Swedish education was perceived as
important.

Starting in the 1970s, Swedish students were encouraged to learn
with the aid of computers, highlighting the importance of digital lite-
racy and the use of computers as tools for learning. In the 1990s and
the 2000s, various initiatives were introduced to Swedish schools aiming
to help students and teachers make use of computers for educational
purposes (Heintz et al., 2017). In 2009, Regeringen assigned Skolverket
to assess the activities regarding the use of ICT at all levels of educa-
tion (Skolverket, 2009). Subsequently, in the curriculum reform of 2011
(Lgr 11), the increasing importance of digitalization in education was
clearly expressed through goals on how to use digital technology, how
to develop critical thinking, and the influence of computers in society
(Skolverket, 2011). In 2012, the Swedish government established Digi-
taliseringskommisionen (the Digitalization Committee). This commit-
tee was directed to explore the opportunities of digitalization and to
present proposals on the strengthening of digitalization, its challenges
and effects on society and the individual (Digitaliseringskommissionen,
2016; Heintz et al., 2017). More specifically, one of the reports published
by Digitaliseringskommisionen addressed the need for the school sys-
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tem to pay more attention to the possibilities of digitalization and to
increase its presence (Digitaliseringskommissionen, 2014). Discussions
regarding the digitalization of Swedish schools gradually increased
around Sweden and increasingly brought the area of digitalization to
the foreground of education policy. In September 2015, after the study
took place, the government instructed Skolverket to propose national IT
strategies for the Swedish education system (Regeringen, 2015). Addi-
tionally, computer programming was introduced as a mandatory com-
ponent starting from the first grade of primary school (Regeringen, 2017;
Skolverket, 2016). Overall, Swedish public and independent schools are
responsible for ensuring that every student in primary, secondary and
upper-secondary education is able to use modern technology as part
of their compulsory education when searching for knowledge, communi-
cating, creating and learning (Skolverket, 2018). In early childhood educa-
tion, the use of technology is also considered a basic element of learning
and expression in the promotion of child development (Skolverket, 2011).

The continued digitalization of Swedish schools increased the de-
mand for the integration of digital tools within the classroom. In the ear-
ly 2010s, digital games began to be promoted as one of these tools, with
several articles published in Swedish popular media endorsing the in-
tegration of digital games in schools as learning tools (Ryan et al., 2019;
Trost, 2013; Wahlgren, 2012).

Public and independent schools

Education in Sweden is situated within the public sector and all schools
are publicly tax-funded. From the mid 1980s, changes in the school sys-
tem policy administration shifted from being highly centralized to de-
centralized. In the new decentralized education system, the responsibili-
ty to provide child care and education for children extended beyond the
public sector and “public financial support for independent schools was
introduced” (Lindbom, 2010:615). This meant that educational institu-
tions such as schools and preschools could be run by third-parties such
as staff and parent co-operatives, foundations, and companies (Skolver-
ket, n.d.). This type of educational institution is referred to as an inde-
pendent school, non-municipal school or free-school (friskola). Similar
to public schools, independent schools are free of charge, have to meet
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the standards of public child care, and are entitled to public tax funds for
their running costs (Gunnarson et al., 1999). Both public and indepen-
dent schools follow the national curriculum; they are obliged to match
the knowledge and skills mandated by the Ministry of Education, as well
as follow the general objectives and values expressed in policy docu-
ments. However, a key distinction between these two types of schools is
that although public school funds remain within the municipality, inde-
pendent schools are entitled to keep and use the profits they gain (Eri-
xon Arreman & Holm, 2011). According to Wiborg (2010), independent
schools run by private companies are the fastest growing type of inde-
pendent schools in Sweden. The introduction of independent schools in
Sweden signified the rise of a highly competitive school market (Erixon
Arreman & Holm, 2011; Lundahl et al., 2013). Independent and public
schools compete with each other for the enrolment of pupils (Lindbom,
2010). Due to this competition, in some cases schools allocate greater
resources in order to become more attractive and competitive (Ante-
lius, 2007). Thus, a hypothesis emerges whereby independent schools
are seen as more likely to adopt alternative teaching methods such as
digital games. Subsequently, one of the aims of this study is to explore
whether independent school teachers are more likely to use more pro-
gressive teaching methods such as DGBL to attract more students.

Methodology

This study is of a qualitative nature and adopts an explorative approach.
An explorative approach enables a more in-depth research of teachers’
views regarding digital games and the ways they use them. In order to
explore whether teachers share similar or different experiences between
either public or independent school contexts, several schools from both
of these settings were selected to create as broad an understanding of
teachers’ experiences as possible. A comparative design was utilized in
order to seek similarities and differences between the schools and gain
deeper understanding of the perspectives of preschool teachers on
DGBL within the different contexts. For the collection of the data, semi-
structured interviews were used to gain in-depth information through
open-ended questions. The interviews were conducted between Janua-
ry and February 2015. The interview guide covered a range of issues to
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do with preschool teachers’ views on DGBL, their use of digital games
(if any) and the challenges they face using games in their preschools. A
thematic approach was adopted for the analysis of the material. Work-
ing within a broad thematic analysis framework, there were no limits
set around the number of potential themes that might emerge, which
strengthens the exploratory approach of the study.

The interview participants were 7 preschool teachers working either
in public or independent preschools located in the city of Stockholm. To
select a suitable number of relevant participants, snowball sampling was
employed (Bryman, 2012). Initially, a small group of preschool teachers
was sampled that fulfilled the criteria and these participants proposed
other participants who were relevant to the research. All the participants
worked in different preschools at the time, where between the ages of
twenty-six and fifty years of age, and their working experience ranged
from 3 to 10 years of employment. The students’ ages varied between
1 and 5 years old. Despite its limited size, the selection criteria aimed to
capture a varied sample with respect to teacher ages, student ages, years
of work experience and school context. Four of the interviewees were
employed in independent preschools and three of them in public ones.

Teachers’ perspectives on DGBL: positive and sceptical

In general, teachers were aware of digital games and discussions regard-
ing their potential in learning. Most of the participants were using, or
had used, digital games with their students while two out of seven in-
terviewed teaches had never used any kind of digital games in the class-
room. Interestingly, none of the teachers had heard or read any DGBL
related research. From the analysis, the position that teachers adopted
towards DGBL separated them into two main categories: those that
might be seen as positive towards the use of DGBL in the classroom
and those who appear to be more sceptical about the use of digital
games in preschools.
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Teachers positive towards DGBL

The group of teachers who view DGBL positively perceive digital games
as a teaching method. Digital games are considered important for the
children to learn how to interact with digital tools in a digital society.
That does not mean that these teachers do not follow traditional tea-
ching methods; instead, they prefer to implement digital games along-
side traditional teaching methods whenever they think suitable. These
teachers insist that children should develop their social skills foremost
and should play with physical tools and learn how to use their bodies;
however, that does not exclude digital toys from childhood education
since it is regarded as a complementary teaching method. The use of
digital games by the positively inclined teachers also exposes them to
the consequences of the use of DGBL with their students. That did not
seem discouraging, since in their opinion any tool has both positive and
negative aspects. However, the exposure to games seems to make them
capable of recognizing possible negative effects on children and of find-
ing ways to overcome such issues. This group of teachers claim to have a
better idea of what to avoid while using digital games for teaching, and
most of them mention ways of balancing the effects of digital games
with their students. Some examples mentioned were the controlled use
of digital games, under-guidance use, and the rendering of limits such
as time limits and usage rules. A common characteristic that positively
inclined teachers refer to when talking about themselves is their attitude
towards children, i.e., a curiosity for the world of the child in the modern
world. Referring to the increasing use of digital media by children, the
use of digital games is not merely a fun tool to learn with, but also a way
to come closer to students and teach them by using something they are
interested in.

Teachers sceptical towards DGBL

The group of teachers identified as sceptical towards the use of DGBL
make either no or very limited use of digital games while also expres-
sing their hesitance towards them. They consider themselves to be anti-
digital with regard to childhood education, as they believe digital games
to be tools that promote antisocial attitudes and isolation. Instead, they
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prefer to make use of traditional methods of teaching such as books,
physical tools, and oral communication. When these teachers were
asked their opinions on digital games, most of them list effects such as
violence and lack of personal communication. Many of them mentioned
that they do not use the extra resources offered to them by the pre-
school administration on ICT, digital tools, and games. Another common
characteristic expressed among the sceptical teachers is their desire to
protect children from technology. They believe that children’s use of
digital toys limits their social and emotional development and results in
receiving information rather than engaging in interaction. Additionally,
they tend to place digital games and social interaction in opposition to
one another, referring to digital games as an obstacle to children’s social
skills and development. In contrast with the teachers who view DGBL
positively, the teachers who are more sceptical towards it prefer to sig-
nificantly limit use of digital games and digital tools in general.

The use of DGBL in the preschool

In both types of preschools, digital games were used for teaching sub-
jects tied to the preschool curriculum such as language and mathema-
tics. The positively inclined teachers claimed that the use of DGBL is al-
ways goal-specific and its use is for teaching playfully, or simply for the
incorporation of an additional teaching method.

According to the teachers, children are always encouraged to play
together. That may be happening for two reasons: firstly, because they
want to give the DGBL activities a more social character with elements of
interaction between the students; and secondly, for reasons of practica-
lity, as teachers need to team up as many children as possible from their
group. Normally, the teacher-student ratio in a Swedish preschool is 1:6.
Regardless of reason, the result seems to be the same. According to the
teachers, the children learn how to cooperate and work with the digi-
tal devices by interacting with their friends. The digital devices of prefe-
rence when it comes to DGBL are most often tablets or sometimes mo-
bile phones. All of the interviewees, either based on their practical expe-
rience or on their opinions of using DGBL, share the same opinion that
children should not play without supervision and teacher-guidance. The
presence of a teacher is regarded as obligatory when children are using
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digital games or any other kind of digital tools; needless to say, teach-
ers have no fear of substitution by the digital devices. They are aware of
the fact that children need an instructor who guides them through the
games and supports them in making the best use of the game.

When teachers were asked how they usually implement digital ga-
mes, four different implementation methods emerged: (i) taking-turns,
(ii) teacher-led, (iii) projection, and (iv) small-team. The most common is
the taking-turns method, which means the teacher gathers the children
in a circle and one child has the tablet while the rest of the children are
waiting for their turn. According to the teachers, this teaches children
how to be patient, but it can also be time consuming. This is usually ap-
plied in small groups of children, e.g. groups of five or less. In contrast,
in the teacher-led method the teacher is holding the tablet and the chil-
dren sit in a circle watching and collaborating with each other. In the
projection method, the screen of the tablet is mirrored on a screen or
projector, allowing the teachers to work with larger groups of children.
Finally, the small-team method consists of two or three children shar-
ing the tablet by playing together under supervision. The former two
approaches are mentioned by most of the teachers, whereas the latter
two are mentioned only by the teachers who are positive towards digital
games. Apart from the first, the methods allow for social communication
and interaction. Like any other game, this use of digital games has stu-
dents cooperate and team up in order to be part of the gameplay.

The selection of digital games

Language and mathematics games are most commonly used by the
teachers. The teachers’ goal is to teach children the basics of how to
spell, read, count, etc. with the help of games. Other popular choices
were natural sciences games, experiments, and construction games.
From the teachers’ answers it is clear that they look for games related
to goals set by the national curricula or the preschools’ programme.
Teachers claimed they search for games with some specific criteria in
mind. Such criteria can be summarized into three main categories: edu-
cational, game-design, and age-specific. The teachers who search for
digital games with educational criteria follow the guidelines from the
national curriculum, the preschool’s schedule, and activities they orga-
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nize for their students. Besides these guidelines, some of the teachers
pick digital games that suit their perception of education and pass along
positive messages through their gameplay. The teachers who search us-
ing the game-design criteria focus on the graphic design of the games,
multiplayer features, and slow-moving gameplay, which gives children
the opportunity to repeat their actions and learn. Furthermore, teachers
are also focusing on the age-specific factor, meaning the game should
be age appropriate for their students. Most of the teachers admit, how-
ever, that they rarely or never search for games due to a lack of time and
guidance. Instead, the digital games used by the teachers are the ones
either suggested during training sessions, seminars and education fairs,
or are given to them by the administration of the school. Sometimes the
games are discovered by the children themselves. Only one of the teach-
ers admitted that they search for games actively and methodically in
their own spare time.

Barriers to the use of DGBL

When discussing barriers to the use of DGBL in the classroom, teachers
from both groups provided several examples. The nature of these barri-
ers can differ depending on the individual or the working environment.
From the analysis, three factors emerged as critical to the use of digital
games within the classroom: the practical limitations, the ideological
limitations, and the lack of training and/or information.

Practical limitations

Practical limitations most often refer to working environment barriers.
A common reason why teachers avoid the use of digital games in the
classroom is the difficulty to implement them effectively. This was com-
mon among teachers who only used the taking-turns method with their
students. According to the teachers, the application of DGBL can be time
consuming, if not applied in an efficient way. Teachers do not usually
have extra time to spare on DGBL, thus they prefer to use other tools.
Another practical limitation is the shortage of equipment. Some of the
teachers reported shortages of tablets, obsolete laptops, and no wire-
less internet connection, which prevent the implementation of DGBL.
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Ideological limitations

Ideological limitations are connected to the individual teacher or their
peers, such as the employer, colleagues and parents. The sceptical tea-
chers, who admit to being negatively biased against digital games, tend
to avoid DGBL. These biases are the result of the teachers’ opinions on
video games based on stereotypes, their personal beliefs, or on the way
they grew up. In the latter, memories from the teachers’ childhood are
often mentioned and which point to technology was not present. Some
of the teachers believe that digital games are merely a leisure activity
or a way to keep children occupied without having a specific goal. Fur-
thermore, digital games are perceived as a lone activity, which isolates
children and prevents them from socially and emotionally developing.
The demand and the bias of parents are another important barrier that
teachers refer to. Some parents, similarly to the sceptical teachers, per-
ceive digital games as a mere leisure activity. They believe that digital
games are a waste of time, and that there is no purpose in playing digital
games when someone can accomplish the same goals with traditional
activities. Another barrier, which can be perceived as ideological, is the
collaborative support that teachers get in their working environment. It
seems that supportive colleagues can facilitate the use of digital games
in the classroom, whereas colleagues that are not in favour of DGBL can
prevent their use.

Lack of training and/or information

An interesting pattern emerging from the interviews is that none of the
teachers, positive or sceptical, have ever encountered digital games
or DGBL related readings. When it comes to in-service training and in-
formation, only two of the seven teachers have been offered relevant
training on the use of tablets and digital games by their employers, and
while there is a person responsible for ICT provided by the municipality,
the teachers do not necessarily use this resource. Most of the teachers’
knowledge on ICT comes from their personal interest, rather than from
courses and seminars. From the interviews with these teachers, there
was no mention of any organization or initiative that would help them
navigate the use of DGBL in their preschools more easily.
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Perspectives on DGBL between independent
and public preschools

Based on the competitive relationship between public and independent
Swedish schools, a hypothesis was expressed suggesting independent
schools might be more likely to adopt alternative teaching methods such
as the use of digital games for learning purposes than public schools. A
comparative research question was directed at exploring whether in-
dependent schools use digital games in the preschool to increase their
student enrolments. The analysis of the material did not indicate any no-
table differences or patterns between the preschool teachers working in
public and independent schools. Instead, the preference on the use of
DGBL was dependent on the individual teacher rather than the type of
preschool. In both public and independent schools, there were teachers
who were positive or sceptical towards digital games, and in both types
of schools there were parents who did not approve of the use of digital
games during preschool hours. Acknowledging the small sample of this
study, however, a larger number of participants might have led to diffe-
rent results.

Discussion

The material presented above explored interesting aspects of the use
of digital games in Swedish preschools and the impact on teachers’ per-
spectives. As previous research on primary and secondary education in-
dicated, the role of the teacher is also critical for the use of DGBL in early
education, and not only as an orchestrator and integrator of games. This
study shows that whether games are going to be used in the classroom
at all is dependent upon teachers and their perspectives. The impor-
tance of the role of the teacher in the use of digital games was further
highlighted by the lack of notable differences between public and in-
dependent schools. Nevertheless, and this is important to mention, the
teacher’s role and the importance of digital games is not limited to the
use of DGBL in the classroom. Instead, it refers to the use of digital tools
in general. As the results revealed, teachers connected digital games to
digital technology in general and the digitalisation of education. More
specifically, teachers who are positive towards the use of DGBL referred
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to the necessity of teaching students how to navigate in a technology-
oriented society and the use of digital tools such as games to encourage
this. Similarly, teachers who were sceptical towards the use of digital
games expressed a distrust towards technology in general and a reluc-
tance of using digital tools in early childhood education. Reflecting on
these results, teachers’ perspectives are not only relevant when it comes
to digital games, but when it comes to digitalization of education in
general. When it comes to the numerous education policy attempts to
further digitalization and introduce new digital tools in the classrooms,
we should value and even prioritise the importance of teachers; listen-
ing to teachers’ voices and improving professional learning should be a
priority.

Another interesting finding was the resourcefulness of teachers re-
garding the integration of digital games with their students. This re-
sourcefulness and the variety of ways mentioned for incorporating DG-
BL indicates the use of digital games as yet another learning tool. And
indeed, digital games are just another digital learning tool; the same
learning goals could be accomplished with the use of any other tool or
method of teaching. Furthermore, selection criteria indicate that tea-
chers prioritise the learning goals and choose the games in accordance
with the national curriculum and guidelines. Regarding the barriers to
the use of digital games in preschool, the results are in agreement with
previous research from primary and secondary schools showing a lack
of time, shortage of technological equipment, and a lack of training
and information. An element that was interesting to discover was the
influence of parents and colleagues. Parents’ opinions on digital games,
as well the support and help from colleagues, seem to play a role in
whether teachers are going to implement DGBL in their classrooms and
to what degree. That indicates that teachers’ attitudes might be of criti-
cal importance, however these have to be in accordance with the rest of
the preschool stakeholders.

Since the study was conducted in 2015, interest in the digitalization
of education has increased and the scenery regarding digital games
has changed. As mentioned in the introduction, in mid-2018 a new cur-
riculum for Swedish compulsory education has been introduced, which
aims at strengthening the digitalization of education and introduc-
es programming as a mandatory element starting from the first grade
of primary school. This changed the context when it comes to DGBL.
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Discussions on the use of digital games for learning purposes in formal
education were replaced by the teaching of programming and the va-
rious digital tools used for it. From such a perspective, digital games can
be seen as yet another digital tool or another teaching method that was
at some point very popular, but now its popularity has been decreased
due to a new trend emerging. Nevertheless, the arguments as to why
programming should be taught in schools are quite similar to those of
DGBL and it could be assumed that the attitudes of teachers will not be
much different. Further research is needed to compare the discourses be-
tween the various digitalization trends that emerge over time in formal
education settings, as well as of teachers’ perspectives and use of them.
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MEPIAHYH

To avéavopevo evdlapépov yia T Ynelomoinon e ekmaidevong €xel 0dnynoeL oty el0aywyr VEwv Pnela-
K@V epyaleiwv ota axoAeia, éva amd Ta omoia eivai ta Ynetakd matyvidia. H épeuva yia ta pnetakd matyvidia
Kl TI¢ ekmaidevTikég Toug duvatotnTeg €xel emkevtpwdei kupiwg otnv mpwtofadya, deutepoPdbuia kal
TprToBadyta exmaidevon. ZTOX0¢ QUTAG TS Epeuvag €ival va SLEpeUVNOEL TN XPRON TV YNOLAKGV TAVISI0V
ota vnmaywyeia. Eppaon divetal otoug daokdloug mpooxoAikn¢ nAikiag, 1600 660V apopd TI¢ amoYeLS Toug
Ka tn xprion matxvidiwy, ald kat 6oov agopd To €idog Tou axoAeiov aTo omoio epydovtat. Ta dedopéva ou-
VKEVTPWONKav [E0w MOLOTIKWY NGOPNpEVWY ouvevTelEewy pe vnmaywyolg mov epydlovtal ot Zoundia,
IO GUYKEKPIUEVA TNV TOAN TG ZTokyOAunG. Ta evupripata deixvouv 6Tt o poAog Tou ekmaideuTIkoD eival Kpi-
Ol{0¢ OTav MPOKELTaL yia T XPron Ynelakav magvidiwv ota vamaywysia. H pelétn avtavakhd mepartépoy
N ONUAcia TwY EKMAISEVTIKWY 0TV Evioyuen TS PneLomoinong Twv oxoAeiwv.
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EkdnAwaeig tov KoopomoAttiopou

otnv MpwtofdBuia Ekmaidevon.

H petagopd Eupwmaiki¢ EKmatdeuTiKig
MOMTIKIC Kat n) ekORAWOR TNC

0T0 EAANVIKO dnpoTIKO o)0AEio

Yopia E¢apyov* M

MEPIAHYH

Mé 0T0)0 TV QVTIPETATION TwV TPOKANGEWY TIOU QVEKUYAV HE TV TTAYKOGWLOTIOINON, vag EupUg KOKAOG
akadnpaikwv €xel 0TpAEL 0TV €vvola Tou KoopomoMTIopoU, pia apxaia aAAa moAl emikaipn 16éa, €10ka
oTov Topéa Tng exmaidevong. Kabwg n maykoopiomoinon €ixe w¢ ouvémela auth T 0TPOQN 0TOV KOGHOTIO-
Mtiop6 (Caterall, 2011:342, Pichler, 2011, Szerszynski & Urry, 2002), n mapodoa pehétn diepeuvd n peta-
@opd ekmaidevtikic mohtikAg amé v Evpwmn oty EAAGda o€ pa mpoomadeta Siepelvnong dv kai mwg
Ta 15£wdn T0U KOGPOMOMTIGHOU TPowBAoUVTAL Kal PETapEPOVTaL amd TIC SleBVeic eKMAIOEUTIKES TONITIKES OE
€Bviko kat mpaktiko emimedo. Ma va dievkohuvBei n Bepatikr avaluon Twv upnudTwV aUTAC TE €peuvag, T
KkoapomoAitiko mpdtumo e€etdletar die§odikd Kat xwpiletal oe TéooEPIC DlagopeTIkEC GYONEC oKEYPNG: NBIKAC,
TIOMTIKOG, TOMTIOHIKOG KAt OLKOVOUIKOG KOGUOTIONITIOOG.

Ta mopiopata ¢ peNéTne ToviCouv TIC BUYKPOUGEVEC QVTIMPELS TOU KOOOMONTIONOU O Enimedo €v-
PuMAiKN¢ Kat BVIKAE MONITIKAC, KaBw( Kal T 6UYXUeN MOV TPOKUTITEL 0TO EMiMed0 TG EKMAISEUTIKAC TPAENC.
Tautoxpova, Ta GUUMEPATHATA TS EPEVVAC AMOTENODY EVAUOA YIa TEPAITEPW EPELVA GTO EMOVUNTO TIPOPIA
TWV MOAITGV Tou PéNoVTOC, KaBw¢ auto mapouatadeTal avTipatikd oty umepeBikr kat Ty eBvikn atlévia.

Mé€erc-khe1dia: koopomoAitiopdc, Evpwmaikn ekmaidevtik MOAITIKY, PeTapopd MONTIKAG, TOLOTIKY) €peu-
va, EN\viké dnpotiko oxoheio

* United Nations System Staff College
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1. Ewocaywyn

Ta televtaia xpovia éxel onuelwBei pla avéavopevn maykdoula Taon
TIPOC TNV EKTTAIOEUTIKN HETAPPLOUION O€ [ia TpooTidfela BeATioTomoi-
Nong TNG GUVOMNKAG TIOIOTNTAC TWV EKTTAUSEVUTIKWY CUCTNUATWY CTO
TAQIOI0 TNC EVTATIKOTIOINONC TOU TTAYKOOUIOU avTtaywviopou (Rizvi kat
Lingard, 2010). Tautoxpova, ot SleBveic Kal eupWTAIKOI OPYAVIOOI,
onwc¢ o Opyaviopdg OlkovouiKnig Zuvepyaoiag kat Avantuéng (OOZA),
Evpwmaikn Evwon (EE) kat o EKmadeuTikdg, EmMotnuovikog Kat Mot
oTIkOG Opyaviopudc Twv Hvwpévwy EBvwv (UNESCO) gaivovtal va Sladpa-
patifouv kaBoploTikd poho otic Siadikaoieg BeAtioTomoinong Kal Tumo-
TToiNONG TWV EKMAISEUTIKWV UETAPPUBUIcEWY VW HIKPN PaiveTal va gival
n avtiotaon amnd Ta eMuEpouc £éBvn-kpdtn (Dale kat Robertson, 2012).

O pdAo¢ TNC mMayKoouloToinoNng 0tn YeVIKOoTepn Sladikaoia avaudp-
PWOoNG TWV EKTTAIOEUTIKWY TTONITIKWY dev eival deutepelwy. ‘Onwg ol
Burbules kat Torres (2000:15) emonuaivouy, n maykooulomnoinon otnv
ekmaideuon mapatnpeital A\oyw tng éugaocnc mou éxel Sobei og ekmal-
SeuTikég atlévTeg pe SIElOOUTIKEC TTONTIKEG Yla TNV a§loAoynon, Tn Xpn-
patodotnon, tn B€omion Kpttnpiwv Kal Tov eKTTASEUTIKO OXESIAOUO.

O Spring (2014:1) meptypd@el TNV TTAYKOOUIOTOINCN 0TNV Kmaideu-
oN W¢ HIa «UTTEPKATACKEUN» EKMTAIOEVUTIKWY TTOAITIKWY KAl TTPAKTIKWV.
JUyKeKplpéva e€nyel 6TL evw Ta €Bvn-Kpdtn mapauévouy umelBuva yia
Ta eKMAISEVTIKA TOUG CLOTAMATA, EMNPEEAlOVTAL TTPAYUATIKA ATTO AUTEC
Ti¢ S1eBveic Sadikaaoiec ANYPNn¢ amopdaocswv. Autd Slagaivetar blaitepa
otav ta €0Bvn-kpdtn mpobupomolovvTal Ta idla va MpPocapudoouV To
O1K6 Tou¢ ekmaldeuTIKO cUOTNUA CUHPWVA UE TIC SleBveic umodeielg,
TIPOKEIMEVOU VA KATACTOUV TTAYKOOMIWG avTaywvIoTIKA. Xtilovtag au-
TO TO eMIXEipnMa, 0 Spring HIAGEL yia éva €idog «maykOoUIag Ke@ahal-
omoinong» Kabwcg Kal «0lkovopoToinong NG ekmaidevong» (2014:2) kal
AVAPEPETAL CUYKEKPIPEVA OTNV AVTILETWITION TNE EKTTaideuong w¢ emév-
duong¢ yla amacXoAnon, TPOCAPHOCTIKOTNTA KAl OIKOVOMIKH EUNUEPIa.

>tnv mpéoeatn BiBAoypagia n maykooulomnoinon cuvodeveTal OU-
Xva amd évav dAo avaduduevo 6po, Tnv supwraikomoinon (Wallace &
Wallace, 2000, Cowles, Caporaso & Risse, 2001; Schmidt, 2002; Dale and
Robertson, 2009). Map’ Ao mou n onuacia Tou 6pou gavtalel amir, Sev
UTTApXEL TARPNG OOPWVIa GO0V apopd oTn oX€on TNG EVPWTTAIKOTIOIN-
oNG P& TNV maykoopomnoinon. Z0pgwva pe toug Wallace kat Wallace (2000),
N EVPWTATKOTIOINCON ATTOTEAE £va TOTIIKO €i60C TTAYKOOMIOTTOINONG. TNV
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TMPOOTIABEId TOUG va evioXUOOUV auto To emixeipnua, ot Wallace kat
Wallace (2000) umootnpifouv 6Tl Kal N TTAYKOCOULOTIOINON KAl N EVPW-
miaikomoinon evioxvovTtal BeCUIKA Kal £XouV Oxl HOVO Uia 1IoXupr OIKo-
VOUIKA BAaon aAAd Kal pia eMEKTATIKN TTPOCEYYIoN. Z€ avTiBeon Pe TNV
amoyn autn, ot Schmidt (2002) kat Cowles ka. (2001) umootnpifouv 6TiN
EUPWTIAIKOTIOINON BEV €XEL OXEON JUE TNV TTAYKOOUIOTIOINOT. ZUYKEKPIME-
va, 0 Schmidt (2002) Bswpei TNV eVpWTATKOTIOINON WC TO OPANA TWV EU-
PWTTAIKWV XWPWV va petatpéPouv tnv Eupwrn og véo moALTIkO dpyavo.
EmmAéov, kat ot Vo unmootnpifouv TNV amoyn OTL N TTAYKOOMIOTTOINoN
pImopei va gival LAAOV KATAGTPOPIKN YA TIC EUPWTTATKEC XWPEEC KAl &TI N
gupwraikomoinon Ba pumopouoe va Aeltoupynoel we «owaoifla Aéupocy
oTI¢ méoelg Tou emPBAN\EL n maykooutomoinon. Mapd Ti¢ amokAivouoeg
AMTOYELG OXETIKA JUE TO EAV N EVPWTTATKOTIOINGCT EXEL YIA EK TWV AVW TTIPOG
TA KATW TTPOCEYYLON 1 TO AvTIOETO, €ival ca@EC OTL AAUE Yia éva Beopo-
Betnuévo paivopevo.

Mée 0TOX0 VA AVTIMETWTTIOTOUV Ta GUYXPeova {NTAATA TTOU avadEIKVU-
ovTal HECW TNG TTAYKOOMIOTOINoNG Kal TNG EVpwdikomoinong, moA\oi
EPEUVNTEC KAl oLYXPOVOL PIANOCOPOL £Xxouv avafiwoel Tn Oswpia Tou Ko-
opomoAitiopoU (Habermas, 2003, Andrews, 2012; Papastephanou, 2002;
Johnson, 2008; Appiah, 2006; Beck, 2006) divovtag 1dlaitepn éugacn otnv
ekmmaideutikn ¢ Staotaon (Nussbaum, 1997- 2002' Vinokur & Alexander,
2013- Roth, 2015). To evla@épov auTtng TNG EPYACIag CUYKEVTPWVETAL
YUpw amd autd 1o Bewpntikd mAaiolo kal cUPPBANAEL OTO va KATavor)-
OOUUE TIWC O KOOUOTIOAITIONOC EPUNVEVETAL EUTTEIPIKA OTIC Eupwmaikég
EKTTAIOEVTIKEC TTONITIKEC KAl TNV €0VIKN ekmatdeuTIKn atlévTa.

2. BipMoypa@iki emokonnon
2.1. Metag@opa mOMTIKAC Kal EVPWIATKOMOINON TNC EKMaidevonc

Ot avéavopeveg mpotdoelg ) umodeifelg Twv SlEBvv opyaviopwy xouv
OTPEYPEL TO EVOIAPEPOV TWV EPELVNTWV OTO (ATNHA TNG PETAPOPAC TTOAI-
TIKAG Kal 18laitepa amod Tnv EE ota kpdtn-péAn tng (Alexiadou, 2014; X1a-
péNog, Baoihémoulog kat KaaoakdAng, 2015). Q¢ HETA®OPA TTOMTIKAG
mepypagetal «puia Stadikacio otnv omoia n yvwon yla moAITIKEG, Slaka-
VOVIOOUC, BECOUC O CUYKEKPLUEVO XPOVO Kal/1) TOTIO XPNOIoTIoLETAL
oTNV avAantuén MOALTIKWV Kat SIOIKNTIKWV puBpicewv Kal IGpupdTwy ot
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évav d\\o xpovo kai/r témo» (Dolowitz kat Marsh, 1996:344). Z0upwva
pe Toug Evans kat Davies (1999:361), N HETAQOPA TTOAITIKNG UTOPE( va
EKPPAOTEL PEow TNG oLYKAIONG, Stdxuonc 1 eKUABNONG TTOATIKWY AANA
kat ané diddyuata otnv avamtuén MOMTIKAG. ZUYKEKPIPEVA ETTIONUAIVE-
Tal 611 Ta EKMAISEVTIKA CUOTAATA AvVATTTUGOOUV TTPOOSEUTIKA TNV TAoN
va ouyKAivouv o€ emimedo eKMaISEVTIKAC TTOAITIKAC TTOPA TIC ONUAVTIKEC
£€w¢ Twpa Slagopég Toug (Lingard kai Grek, 2007).

H Alexiadou (2014) avagépel 6TL 0 0pO¢ «ELPWTAIKOTIOINON» OTOV
TIOAITIKO AOYo oxetiletal yevikd pe tnv emppon tn¢ EE oTtic Bvikég mo-
AITIKEG TWV KPATWV-PEAWY TNG, €iTe Aueoa Ue TN Snpioupyia cuvenKwy
EiTE UUEDO, HEOW KPITNPIWV ava@opdg Kal KATEVOUVTHPIWY YPAUUWV.
Y710 mAaiclo auTo, n ekmaideuon gumintel otn SeUTEPN KaTNyopia, Sedo-
pévou ott dev Baciletal o ouvOnKeg, katl Sleukpvilel 0TI N YeTagopd
TONITIKNAG AapBdvel xwpa péow TNG EKHABNOoNG aAAd kat Tng Staxuong
TIOAITIKWVY amo 1o urtepebvikd emimedo oto €0Bviko. Emiong, n Alexiadou
(2014) emonuaivel OTI N KATAVONON TOU TPOTIOU LE TOV OTIOI0 N UETAPO-
pA TOMITIKAC AauPBdvel xwpa gival KaBopIoTIKA yia TNV Katavonon g
€vpLTEPNC Sladikaoiag ¢ eupwrmaikomoinonc.

JUpewva pe Tnv Alexiadou (2014) ot ekmatdeuTIKES KATELOUVTIPIEC
YPOAUUEG TTou TipoTeivel n EE mpémet va e§etaotolv Kpitikd. Omwg e€nyei,
oToV Topéa TNG SNUOTIKAC ekmaideuong, N evpwTAIKOTIOINON UITOPEL va
yivel katavonTtr 6Tav avayvwpeLloTEl N TOATIKN @UON TWV EKMTAIGEVUTIKWV
moAITikwv. EmmAéov, mpooBétel 6T mpémel o€ autr TNV KatevBuvon, va
An@Bouv umdyPn ot «ouv-emoikodounTikéG» Sladikaoiec peta ¢ EE
KAl TWV KPATWV-PEAWY TNC. Aedopévou o1t n Commission cuvepyddletal
HE Ta KPATN-HéAN NG Katd tnv dladikacia dnuioupyiag mMOATIKAG Kat
anmo@Acewy, ol TOAITIKEG TTou €xouv ekdoBei anmd tnv Commission gival
mBavov va &ekivnoav amo PEMOVWHEVA KPATN-UEAN, €EUTTNPETWVTAC
€10l OUYKEKPIPEVEC atlévTec (ibid.).

TéMog, ot Evans kai Davies (1999:382) ekppdlouv em@UAAEN OXETIKA
PE TNV TTEPITITWON 1 KN METAPOPAC TOMTIKNAC KAl EMONUAivouV OTI &i-
val e€ioou mBavr n mePIMTWOoN PN-UETAPOPAG TTOATIKAG OTAV N APXIKN
16€a A TIONTIKNG €XEL PINTPAPIOTEL 1) PETATTOINOEN ONUAVTIKA KATA TNV
€QApPUOYN TNG OTO TOTIKO eMimed0. IXETIKA e auTto, n Alexiadou (2014)
Kal ol XTapéNog et al. (2015) evoToXa MAPABETOLV OTL OTNV TIEPIMTWON
¢ EE kal Twv KpaTwv-HeAWV TNG UTTAPXEL LETAPOPA TIOAITIKAG LECW TNG
EKHAONONG TTOAITIKWV Ao To uTrepeBVIkS emimedo oTo €0BVIKO, e€arttiag
™ xprion tnG Avolktrg MeBddou Zuvtoviopou (AMEL).
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2.2. H koopomoAitikn ekmaidevon katd tov Kavt
Kal n maykoopua deiotnra

Me pa patid otnv etupoloyia Tng AéENG «KOOUOTOATIOUOG» UITOPOU-
ME va avTIAN@BoUuE 6Tl O KOOUOTIOMTIONOC WG KOOUOBewpia €XEl WG
€€I0OVIKEUPEVO OTOXO Hla KOIVOTNTA TTOAITWY Tou Ko6opou. O Hayden
(2009, 6nw¢ avagépetal otov Andrews, 2012:416) TOAU eVoTOXA TTEPI-
YPAPEL TOV KOGUOTIOAITIONO WC TO «va €i0al KOPUATL TOU GUVOAOU TwV
ATOPWV O€ Jla TTAyKOoUIa KovoTnTa NOIKWV TTpoownwvy». AéEn-kAe1di
Y10 TOV KOOGUOTIOMTIONS armroTeAel AotV n «nB1kr» Kat 1o NB1kd kabrikov
Mag w¢ avBpwriva 6vta, oto omoio mpémel va Sivouue poTtepaldTnTa
oUUPWVA HE Toug ZTWIKoUC (Nussbaum, 2002). Onw¢ avagépel emiong
n Papastephanou (2002), 0 KOGUOTIOMTIOUOC UMTOPEL VA amoTeNECEL TO
TTPWTAPXIKO PECO ATTEAEUOEPWONG TWV KOWVWVIWY KAl TWV TTOMTIOUWV
amé TV Peudny NOIKNA Kal TN «OTEVOUUAAN» VOOTPOTTIA.

Katd tov Cavallar (2015), n koopomoAitikn koopoBewpia tou Kant
€xel emidpaon oTIC oUYXPOVEG TTAIOAYWYIKEC Bewpieg Kal EXEL XPNOIMO-
moinBeil w¢ Bdon amd MOANOUG PEAETNTEC OTA TIAAICLA TNG KOOUOTIOA(TI-
Kn¢ ekmaidevong (Nussbaum, 1996; Saito, 2010; Hayden, 2012; Roth,

2012 & 2015). XuvoyiCovtag Tnv KavTtiavry KOGUOTOAITIKN eKTaideu-
on, o Roth (2015) Bewpei TNV KOOUOTOAITIKN ekmaidsuon Tou Kavt w¢
pa Sladikacia kaAAiépyelag TnG nBkng Sidotaong mou Paociletal o€
TPEIC Baotkég apxéc: 1) va gioal n inyn ¢ SIkN¢ oou okéPng, 2) va Sleu-
PUVEIG BLUVEXWC TN OKEYN oo Kal 3) va dlatnpeic Tnv eheuBepia oou. Me
AM\a Aoyla, n ekmaideuon mpémel va gival Ikavr va Slapop@wvel dtopa
TTOU UITOPOUV VA OKEPTOVTAL VIO TOV €0UTO TOUC Kal 0Tn B€on AA\wv av-
Bpwnwv evw Tautdxpova umopouv va Slatnpolv évav otabepd TPoTo
okéyPnc (Roth, 2015:764-768). Me autr Tnv évvola, n dtdackalia TnG Kp!-
TIKAC OKEYNG GAIVETAL VA €XEL LA TTIO OUCLACTIKH Kal eupUTEPN SlAoTAO.
QoT1600, évag TETOLOC OTOXOG UIMOPEL va eyeipel évToveg oulNTACEIC OTa
mAaiola Twv €0VIKWY eKMAIGEVTIKWY TTONITIKWY, KABWE N TANENS XElpa-
(P£TNON TOU VOU UTTOpE( va gival €1¢ BAPOC TNG 0TABEPOTNTAC TOU TTOAITI-
KOU OWHATOC TNG Kovwviag. Onwe avagépetal and tov Cavallar (2015),
n oUykpouaon HETAEY TNG KPITIKAG OKEYNE KAL TNG TTATPIWTIKAG eKTTaidgU-
oNG Urmopei va anmoteAéoel eD0TOXO TTAPASELYA AUTHG TNE €VTAONC.

> & MPAKTIKO eminedo, o Roth (2015) cup@wvei pe Tov Kavt atnv ava-
YKN XPNong mpaypaTikwy mapadelypudtwy otnv oXoAikn aibouoa. Mo
OUYKEKPIUEVA, ava@épel OTL N armddelén Tou TPOTOU UE TOV OTIoI0 Ol Av-
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Bpwmol avayvwpifouv Ta nBikd Touc Kabrikovta PpiokeTal oTa TPpAyUa-
TIKA, KAl Oxt Povo ota Aoyikd, mapadeiypata kabwg autd gival avdhoya
TWV TIPAYUATIKWY MAC TTPAEEWY OE OXEON LE TIC NOIKEC LAG UTTOXPEWOELC.

Mapd Toug MOAUAPIBUOUC UTTOOTNPIKTEG TNG PIAoCcoiag Tou Kavt
Kat TN matdaywylkng tng dtdotaong, o Levlie (2012:119) mapatnpei 61t
0l oUYXpPOVEG eKTAIOEVTIKEC oU{NTAOEIC OTEPOLUVTAL TwV KavTiavwy ou-
VEIOQOPWV UE Bacikn évotaon TNV EAAEPN EPUNVEIAC TOU KOOUOTIOAI-
TIOHOU HIE CUYKEKPIMEVEG OEEIOTNTEG KAl YVWOELG TTOU Yrmopouv va Si1da-
x0ouv ota oxoAeia. Autd umopei va BewpnBei w¢ éva Babud mpayuatiko,
€181kd €dv AdPoupe urtdYN pag TNV avadelén MeEPIOCOTEPO KAVOVIOTIKWV
EVVOLWV OTIWC AUTA TNG «TTayKoouiag Se€1otnTacy. H maykoopia 6e€1otn-
Ta €ival pia mpéo@atn ard dkpw¢ avaduopevn évvola mou Baciletal
OTNV ammoKTNoN YVWOEWY, SeEIOTATWY KAl OTACEWV EMNPEACUEVWV ATIO
To KoopomoAitiko mpotumo (Skrbis, 2014). Na tnv evBdppuvon peAovTL-
KWV TTOATWYV Tou KOouov, o Skrbis kaBiotd avaykaia tnv avamntuén teo-
odpwv UTTO-0€ELOTATWY TIEPA ATIO TNV ATTOKTNON YVWOEWV. ZUYKEKPIUE-
va, PoTpEMel Toug Saokdloug va Sidafouv otoug Habntég Tnv euBuvn,
N SekTIKOTNTA, TN §€0EUON Kal TN cupmmovia (2014:8).

2.3. KoopomoAitiopog otnv ekmaidevon: éva 0ewpntiko mhaicto

Aappdavovtag umdyn TIC amoyYelg mou €xouv Stapoppwbei amod Sidgo-
POUC HEAETNTEC OTO XWPO, TTAPATNPEOUE S1APOPOTIOINCEIC OTNV EPUN-
veia autnc Tng Bewpiag. Zupewva pe toug Kleingeld kat Brown (2014),
pmopei kavei¢ va Slakpivel Téooepa €idn KOOUOTONTIOHOU: ToV NIk
KOOUOTIOAITIOMUO, TOV TOAITIOUIKS, TOV TTOAITIKO KL TOV OIKOVOUIKG. Opuw-
pevol amod éva mapdpolo Bewpntiko mAaioto, ol Vinokur kal Alexander
(2013) avayvwpilouv Kal éva TEUTTO €i60C KOGUOTIOMTIOHOU, TOV KOIVW-
VIKO-avBpw1moAoyIKé KOOUOTIOANTIONO, CUP@PWVA [E TOV OTTOI0 O KOGIO-
TMOAITIONOC Bewpeital we pia oUyXPOoVN KOIVWVIOAOYIKH KATAoTAOoN .-

Av kat ot Vinokur kat Alexander (2013) gaivetal va mapouctdlouv uia
Mo OAOKANPWEVN avaluaon yia ta didgopa €idn KOGUOTOATIOMOU, €i-
vat pdAov mrepimAoko va epunveuBei n ekmaidevon péoa amd éva Kol-
VWVIOAOYIKO KOOUOTTIOAITIKO TIpioua, KABWE 0 KOOUOTIONTIOUOC TIPETTEL
va Yivel mpwta amodekTdC WS VPIOTAUEVN KOIVWVIKA Katdotaon. a 1o
Aéyo auTo, we BewpnTikd MAAICIO Yia TNV avamtuén auTtng TN EUMEIPI-
KAG €peuvag xpnolyoToleital n Ta§ivopunon mou MPOTEIVETAL amd TOUG
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Kleingeld kat Brown (2014), evw tautdxpova mapouctaletal Kal N CUoxE-
TIon TwV SlaPOPWV HOPPWV KOCHOTIOAITIOHOU HE TNV eKmaideuon.

HBikb¢ koouomoAITIONOS

O NnBIKOC KOGUOTIOAITIOUOC, OTOV ATTAOTIOINHEVO 0pIoUO Tou, Bacile-
Tal otnV 16€a 4TI N euBLVN VA CUUTIOPACTEKOUAOTE O€ opoeDveic Sev &i-
VAl AVWTEPN TNE EUBUVNC VA CUUTTAPACTEKOUAOTE 0€ AAOUC avOpwITouC
(Kleingeld & Brown, 2014). Metafl twv HEAETNTWV TOU NBIKOU KOCHOTIO-
AlITIopOU, €vBEPPOC UTTOOTNPIKTAC Tou Bewpeital n Martha Nussbaum mou
TIPOTEIVE UIA KOOUOTIOAITIKN TTPOCEyylon otnv ekmaidevon, Baciopévn
otnv avoxn kat tn SektikdétnTa (Nussbaum, 1996). Z0uewva e TNV apxl-
kn} TomoB£tnon tng Nussbaum, Ta dtopa avauévovtal va Bewpouv OAoug
TOUG avOPWTTOUC WG MEAN TNG KOWVOTNTAC TOUG, XWPIC OUWE va TTapapepi-
Couv 1 OIKH| TOUG TIONITIOUIKN 1} BPNOKEUTIKN TauTodTNTA. [pOKEIEVOU Va
oUMBel auTd, Ta dtopa KaAouvTtal amAwe va avtiAng@Bouv oAdKAnpo tov
KOOMO WG pia ovtoTnTa.

>Tn ou{ATNON NG Yla Tov KoouomoATIopo, N Nussbaum opauatile-
TAl Pla KOOUOTIOATIKN ekmaidgvon mou umopei va mpaypatomnolnBei av
Ol HaBNTEC ATTOKTHOOUV TOV ATTAPAITNTO XPOVO Kal Xpovo yla va ava-
nmTOEoLV TN PavTacia Toug, el8IKA doov apopd oTo SlaPopeTiKS. MNa TNV
Nussbaum, n eukaipia TONTIOMIKAG aAAnAemidpaong mapouaialetal
oTav ol padnTéc ektiBevtal 0To «OlaPOoPETIKO» O TETOLO PABd WOoTE va
MTTOPOUV Va KATAVOOUV TIC KOIVEC a&ieC Kal GUYKAIOELC OXl UOVO PETAEU
TWV MOANTIOUWY AAAA Kal LETAEY SLAPOPETIKWY XPOVIKWV TIEPLOSWV. YTIO
QAUTEG TIC oLVONKeG Ox1L povo Ba pmopoloape va pdboupe meploodTePA
yla Toug 81oug Toug auTolG pag, alAd Kal va urooxeBoUpe KaBoAikn
a@ociwon otov uTTOAOITTO KOO0 WG éva. Mapd tnv évtovn emidpaon Tou
€pyou tn¢ Nussbaum écov agopd Tov TATPIWTIOUO Kal TOV KOCHOTIO-
AiTiopo, n ida n Nussbaum aMaée Tic amoyelg Tng ota TéAn Tou 2000,
SnAwvovTag OTL N amoxrj amod TNV TOTIKI KA TAUTOTNTA propEi va odn-
ynoet o€ évav ampocdoknto Eeptl{wud Tou UIMopEi va gival Kpiolog yia
Tov dvBpwro (Nussbaum, 2008). Exovtag auto KATA VOu, TIPOTEIVE TOV
AEYOUEVO «TTAYKOOMIWG gvaioBnTo mMATPIWTIOUS» TTou Sla@opoTiolEiTal
arnd Tn oTeVH AOYIKK TOU TTATPIWTIOMOU, TTpooeyyilovTag £T0L TNV AVTIAN-
Yn Tou Appiah oxeTikd pe To «pl{wEVO KOOUOTIOMTIOMO» (2008) Kal TNV
TPOCEyylon Tou Hansen yia «kPITIKI) SEKTIKOTNTA TTPOC TO VEO HE KPITIKA
OEKTIKOTNTA TIPOC TO OIKEIo». (2011:1).
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MMoAITIKOG KOOUOTTOAITIOUOC

AxkolouBwvTtag Tov NOIKS KOGUOTIOATIOUO, O TIOAITIKOG KOGUOTIOALTL-
OM6C ekppddleTal Kt auTtdg He Slagpopoug Tpomoug, and Ti¢ Bewpieg Tou
TIAYKOOUIOU KPATOUG €w¢ TN Bewpia TNG «KOOUOTIONITIKNG dnuoKpaTi-
a¢» (Kleingeld & Brown, 2014). O akadnuaikég didhoyog yupw amod tov
TIOAITIKO KOOMOTIONITIONO €xel oUVOEDEL e TNV 1610TNTA TOU TTOAITN TOU
KOOMOU W¢ amdvtnon ota avadudueva mPoBARHATA TwV CUVEXWE auga-
VOUEVWV KUPATWY PETAVACTEVONG KAl GTOV TTOANUTIOMTIOUO. ZUYKEKPIUE-
va, o Benhabib (2004, 6nw¢ avagépetal oto Vinokur & Alexander, 2013)
oo Tnpilel TL ol TTONITEC EVOC €BVOUC-KPATOUC £XOUV TNV UTTOXPEWON
va unrepaoTiovTal Ta TOAITIKA SIKAIWUATA TwV avOpwmwy Kal TIPETEL
€K TOUTOU va utodéxovTtal eKEivoug TTou SlekSIKOUV TTOAITIKO AoUAO. 210
Xwpo tn¢ ekmaideuong, ot Vinokur kat Alexander (2013) toviCouv 611 0
TTOAITIKOG KOOUOTIOAITIONOG UTTOPEL VA EKPPAOTEL Héoa amo TO HAdnua
TNG KOWVWVIKAE Kal TTOMTIKAG aywyr¢ To omoio agopd APECa GTNnV Kol-
VWVIKA Kal TTOATIKN) ouveidbnon 1600 o€ TOTkO 0G0 Kal O€ TTAYKOGHILO
eminedo.

[MoAITIOUIKGG KOOUOTTOAITIOUOC

Extdcamd Tov nOiké Kal TOMTIKS KOGUOTIOMTIOHO Kal EI0IKA OTav ava-
PepOUaoTe otnV ekmaldeuTikn Sladikaoia, pia AAAN évtova oculntnuévn
TIAEUPA TOU TTAPASEIYUATOC TOU KOGUOTIOAITIOUOU €ival O TTOAITIOMIKOC
koopomoATiopog (Kleingeld & Brown, 2014). O mOAITIOMIKOG KOGUOTTO-
ATIop6C aomaletal TNV MOAUTIOMTIOMIKOTNTA KAl AITOPPITTTEL ToV €0VI-
KIOMO EMONPAivVOVTAG TV avayKaldtnTa TNG HEPIKOUG ATTOXNG TWV ATO-
pwv amd tov 18laitepo MOAITIoONO TouG. H ekteTapévn BiAloypagia yia
TOV TTIOAITIOUIKO KOOMOTOAITIoNS avTidapBdavetal o S1eBvikd davelouo,
€ite auTdC gival amoTéAeopa EKOUOIAG UETEYKATAOTAONG ) KATAVAYKA-
OTIKNC METEYKATAOTAONC, WG MIa UKalpia yia TTONITIOTIKA aAnAemidpa-
on. Onw¢ mapatnpeital améd toug Waldron (2003) kat Hansen (2011:11),
O TTOAITIOUIKOC KOOUOTIOAITIOMOC £0TIALEL 0TN SIATTONTIOUIKE avTaAAayr
oM@ pmopei va amodexBei tn pepIKy ouvOeon Tou atoépou oTov 181ai-
TEPO TIOAITIOUO TOU YIa TNV MTPOCWTTIKH TOU gunuepia. Evw yia peptkoug
akadnuaikoUc, ol TTOAITIOUIKEG pileg emTpémovTal Kal gival emOuuNnTEC,
AANOL UTTOOTNPIKTEG TOU TTOAITIOUIKOU KOGUOTIOATIOMOU Toviouv OTL N
amavTnon oTIC €BVIKIOTIKEC TAOEIC gival N uPNAR gueliia Twv ATOPWV
Xwpic moAtiopikég Stacuvdéoelg (Delanty, 2009, 6TwG ava@épeTal 0To
Vinokur & Alexander, 2013). Antd ekmaldeUTIKAC AmoPnc, O TTOATIOMIKOC
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KOOMOTIOAITIONOC cuvdéeTal pe Tn S1ebvry ekmaidevon (Gunesch, 2004)
Kal Ta Taykooula avlpwriva Sikalwuata vrroypauuidovtag tn onuacia
NG METOKIVNONG, TNG MOMTIOMIKAG OEKTIKOTNTAC KAl TNV AVEKTIKOTNTA
0To OlAPOPETIKO, urtoypauuifovTag Tn onuacia TG evioxuong Twv ma-
YKOOMIWV avBpwrtivwy Sikalwpdtwy. Kat og auth tnv mepintwon, n ava-
TITU€N TOU TTOAITIOUIKOU KOOUOTIOANITIOMOU (aiveTal va otnpiletal Kupi-
WC¢ OTO UABNUA TNG KOIVWVIKNE KAl TTOAITIKAC aywyng, aANd Kal o€ autd
NG LOTOPIAC KAl TWV OPNOKEUTIKWV.

OIKOVOUIKOG KOOUOTTOMITIOUOG

TéNOC, O OIKOVOMIKOG KOOUOTIOMTIONOG amoTeAel Hia AAAn ekdoxn
TOU KOOMOTIONTIOMOU ETMKPATECTEPN KUPIWG OTIG TAEIG TWV OIKOVOUO-
ASywv. O OIKOVOUIKOC KOGUOTIOAITIOUOC WC TIPOCEYYION OTPEPETAL TIPOC
TV avamtuén Hlag mayKOOULAG OIKOVOMIKAG ayopdg OToU N TOAITIKA
emMppon &ival amovoa. XUyKpivovTag TOV OIKOVOUIKO KOGUOTIOAITIONO
ME TNV maykoouiomoinon Oa evtomioel Kaveic MOAA Kolvd oTolxeia. H
Papastephanou (2012) unootnpilel, yia mapddelyua, 6Tl 0 OIKOVOUIKOC
KOOUOTIONITIOMOC UTTOPEL VO ATTOTEAECEL MECO EVAPUOVIONG TWV OUOTN-
pdtwv TN TPrtoPfdduiag ekmaidsuong oe Siebvég emimedo pe otoOKO TN
ONnHIovpYia «EUENKTWV» KAl QVTOYWVIOTIKWY YId TN TIAyKOOULId ayopd
epyaoiac atopwv. Map’ dAa autd, avtidapfavopevog amd Tnv mMPOOTNTIKA
NG «TIPOCEYYIoNG TV duvatoTthTtwy» (Sen, 2010) aAAd Kat og cuvduaoud
HE TOV NOIKO KOGHIOTTIONITIOMO UITOPE( va amoTeAEDEL Mia €MTIAOYN Yid TNV
avakouglon amé tn etwyela (Hansen, 2011:10). Zuykekpiuéva, o Hansen
(2011:10) TapaBETEL OTI O OIKOVOUIKOC KOOUOTIONITIOUOC UMTOPEL va €KdN-
AwBei otnv ekmaideutikn Sadikacia Pe TN HOPPN EKTAIOEVUTIKWY TIPO-
YPAUUATWY TTOU £XouV OXeOIAO0TEL he OTOXO VA avamTuEouy TI¢ 0e§IOTNTEC
Kal TNV TTOALTIKH EKTTPOOWTINGN EIOIKA KATATIIECUEVWY OUAdWVY €TOL WOTE
VO OUPPETEXOUV TTANPECTEPA OTN SIAUOPPWAON TWV GUVONKWVY TOUC.

3. MeOBodoloyia tn¢ épeuvvag

H mapovoa épeuva eoTidlel oTnV €€£TACN TWV EKTTAIOEVUTIKWVY TTONTIKWY
amo TIC TTOIKIAEC TTPOOEYYIOEIC Yia TOV KoopHoToMTIONO. Emiong eotiadel
OTN MUETAPOPA TTONITIKAC amd 1o unepebviko (EE) oto €Bvikd emimedo
(ENNGGQ), avTIKE(UEVO TTOU ATTOTEAEL OUXVA TIEPIEXOEVO TNG CUYKPITI-
KNG ekmmaideuonc. Aedopévwv auTtwy, n MOLOTIKK CUYKPLTIKH OTPATNYIKH
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BewpnOnke w¢ KataAANAGTEPN Yia TN cUAoYN, avdluon Kal epunveia
TOU UAIKOU. H OUYKPITIKA TTIPOOEYYIoN TNG €PEUVAG NTAV OKOTIIUN OE AuTd
TO gyxeipnua kabBwc n cuyKplon dU0 SIAPOPETIKWY AANA AAANAEVEETWY
KATAOTACEWVY PTTOPEL va GUVOPAEL OTNV KAAUTEPN KATAVONGCN TWV KOl-
VWVIKWYV PAIVOUEVWV.

Ma ™ culoyn Twv dedopévwy xpnoipomolouvtal duo pébodot otnv
TPEXOUOA UEAETN, AUTH TNG avAAuoNG eyypd@wy Kal autrh TwV CUVE-
vtev€ewv. e Eupwraikd emimedo e€etdotnkav Svo emionua éyypaga:
TO OTpPATNYIKO TAdioI0 «EkmTaidevon kat Katdption 2020» (EK2020) kal
TO €yypa@o «Baolkég ikavodtnTeg yia tn O1d Biou pdbnon» mou ekd60N-
ke amo tnv Eupwmaikn Emtpornry to 2006. Y& €Bviko emimedo, n épeuva
ETMKEVTPWONKE 0TO AVAAUTIKO TIpoypauua ormoudwv (AEMME, 2003) Tng
npwtofdabuiac ekmaideuonc. KabBwc 1o avaluTikd mpdypauua Tne mpw-
TofdBuiag gival 1dlaitepa HakpPookeAEG, Bdon 86Onke ota pabrupata
OTIOU N €KY PACN TOU KOOUOTIOAITIOHOU Ba ATav eVOEXOUEVWE EVTOVOTE-
pn A avaykaia. Edikétepa, 6OnKe 181aitepn TTPOCOXN OTO EICAYWYIKO
MEpPOC Tou eyypagou (AEMMX, 2003:2-13), kabw¢ €miong Kal OTIC eVOTN-
TEC TTOU APOPOUV T Habrjpata Twv «@pnokeuTikwv» (AEMMZ, 2003:136-
184), Tn¢ «lotopiacg» (AEMMZ, 2003:184-230) kat Tn¢ «KolvwviKAG Kat Mo-
ATikig Aywyng» (AEMME, 2003:230-250). Ocov agopd otn péBodo Twv
TIOIOTIKWV NUISOUNUEVWVY CUVEVTEDEEWY, AUTH aKoAoUBNOoE TNG avAAu-
oNG TWV gyypAPWVY UE OTOXO VA ATTOCAPNVIOTEL av ol EpWTNBEVTEC OXO-
Alkoi oUpPBoulol KataAryouv o€ TapamAnola cuunepdopata. To Seiypa
edw amotéheoav 5 oxoAikoi cupoulol Tng MpwTtofdbulag ekmaidevong,
pe gumelpia peyaAutepn Twv 10 gTwv. H emAoyr] oXoAIKwv cupBoUAwy
NTav oKOTUN KaBwg ol oXoAikoi cupoulol gival urielBuvol yia TNy uTo-
otPEIEN TNC EQAPHOYNC TWV KAIVOTOMIWY TTOU EICAYOVTAL OTNV EKTTAIOEV-
on, KaBw¢ emioNn¢ KAl TOU EVTOTIIOMOU TWV ASUVAIWY TWV TIPOTEIVOUEVWV
oTPATNYIKWYV MpoTeivovTag AUOELCG (Epnuepic TN KuBepvrioewc, 2002).

Metd n culhoyr Twv dedopévwy, akoAolBNnoe n avdluor Toug xpn-
olomolwvtag TN HéBodo TG Beuatikig availuonc. ATo To UAIKO TTou
OUYKEVTPWONKE amo TIC eKMAIOEUTIKEG EYKUKAIOUC KAl TIC OUVEVTEUEEIC
ArmooTACTNKAV TA OPYAVIKA GUVOAA TTOU SNIOUPYOUCAYV CUYKEKPIMEVEC
BepaTikég evoTnTEC. KaTtd TN Ogpatikn avaAuon Twv eyypdpwy TTPOEKL-
Yav TPEIC OEUATIKEG EVOTNTEC: ) N TTPWTN BEUATIK EVOTNTA APOPA GTOV
TPOTIO LIE TOV OTIOIO0 O KOGMOTIOAITIONOG ekppdleTal oTn oToxoBeaia Tng
npwtofdabuiac ekmaidevong, B) n devtepn BePATIKA EVOTNTA APOPA OTO
TOLOV TWV BACIKWY IKAVOTATWV TToU TpowBouvTal yia Tn did Biov padn-
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on Kal y) n Tpitn Bepatik evotnTa aPopd OTIC TTAPACTACEIC TOU £OVI-
KOU, EVPWTTAIKOU KAl TTAYKOOUIOU OTOLXEIOV O€ auTd Ta eyypaga. Katd tn
BepaTik avaluon Twv oUVeEVTELEEWY, emTAéov Béuata avamtixbnkav
TTOU aPOopPOoUCaV TN UETAPOPA TOAITIKAG amd tnv Eupwrn otnv EANG-
6a kabwg emiong CLUYKAICEIC Kal AmOKAIOELC PETAED TNC EVPWTTATKAC Kal
€OVIKNC MOAITIKNC Kal TTPAKTIKAC. Ooov agopd tn Sdiadikacia epunveiag
Kal oulATNONG TWV EUPNUATWY, XPNOIHOTIOINONKE N amaywyr we Hop®r
OUN\oYIopoU kKaBwg aglomolel TIG BewpNTIKES TTPOKATAVOH OEIG TWV CU-
petexoviwy (Douven, 2011). Ztnv mapolod €peuva, ol EMEENYNMATIKEC
OKEPEIC TwV ouVeEVTELEIA(OUEVWY ATTOTEAOUV TO ONUEI0 avaxwpenong
¢ OewpnTikng emPBePaiwong TG eUMEIPIKAC Mapatrenong, dtadikacia
mou Katd tov Bryman (2012:401) meptypd@etal w¢ amaywylkn popen
OUA\OYIOHOU.

4, Yv{ntnon evpnpdtwv
4.1, Kopra evprjpata tn¢ avalueng tTwv syypagwv

Ot eupwTAikEC TTOMTIKEG EKTTAIOELONC PaiveTal va KpUouv S1agopa cup-
PEPOVTA €AV €EETACTOUV UTIO TO TIPICA TOU KOGUOTTOAITIOMOU. AapBdvo-
VTOC UTTOYN TNV KATNYOPLOTIOINGON TOU GUYXPOVOU KOGUOTIOAITIOMOU KATA
Touc Kleingeld kat Brown (2014), umopouv va eVTomoTouv Kupiwg dUo
TUTIOl KOOUOTIOAITIOHOU OTA EVPWTAIKA £yypa@a TToU EETAOTNKAY, O
OIKOVOMIKOG KAl O TIONTIOUIKOG KOGUOTIOATIOHOG, P KATTola OTOlXE(a TTO-
AITIKOU KOOUOTIOAITIONOU. O OIKOVOUIKOG KOGUOTIOAMTIOUOG €ival TTLO Ep-
@avng, 1dlaitepa 6edouEVOU TOU YEVIKOU OTOXOU Tou eyypdgou EK2020
«n Eupwrn va KataoTei Yo TayKOOWiwg NYETIKK OIKOVOUIa TNG YVWong»,
KaBwc emion¢ Kal Twv oTpATNYIKWV oTOXWV 1, 2 Kat 4 mepi Sia Biov puadn-
ONG, KIVNTIKOTNTAG, ATTOTEAECUATIKOTNTAG TNG EKTTAIGELONG KAl ETTIXELPN-
MATIKOU TIVEUUATOC,.

EmmAéov, amod tnv avdluon Twv KelpPévwy agrivetal va evvonBei étt
n EE &ivel éupaon otnv amacxdAnon kal tnv eveliéia tou atopou. Ot
OKTW PaCIKEC IKAVOTNTEG TTOU €XOUV TIPOTADEL, evw €xouv TplodldoTatn
uniéotaon kat divouv Bapog o éva cuvolo yvwoewy, de€lotTwy Kal
CUUTIEPIPOPWY, APrVOuV 0To MEPIBWpPIo TNV NOIKA didoTtaon TG ekmai-
Sevong. Mapd 1o yeyovodg otL n EE €xel mpoBAEYPeEL oplopéveg KOOHOTIO-
AiTIKeG OTAOELG yIa VA CUPTTANPWOOULV TIG TTAPATIAVW YVWOELG, UTTAPXEL
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EUQAVAC ENEIPN eVOC 0apoUC SEOVTONOYIKOU TTAAICIOU PE EUpach oTn
O1e0vn olkINopop®ia, Oxt LOVO ard TTOAITIOUIKAG AroYPng, aAAd Kal ammd
amoyng moArtikwy Beopwv (Skrbis, 2014; Rizvi, 2009).

210 eminedo xapa&ng moAtikAg, n EE eme&epyaletal ta Siebvn {ntn-
pata. H mpdBeon tn¢ Evwong va diatnpnoel pia icopporia HeETall Twv
TOTTIKWY, TWV EVPWTTAIKWVY Kal TWV TTAYKOOUIWV S1aoTAcEwy, gival EUga-
VAC 181aitepa 0TO £yypa®o TWV «BACIKWY IKAVOTATWV» OTIOU TTIpowBou-
VTOL Ol IKQVOTNTEG OXETIKEG Ue TNV 1816TNTA TOU 1ToAiTh (key competency 6)
Kal n moAitioTiky yvawon kat ékppaorn (key competency 8). Zuykekpluéva,
TO AToMo evBappUVETAL VA OTPAPEL TTPOC TO TOTTIKS Kal €BVIKO emimedo,
XWPIC va TapafAEmel TO EVPWTTAIKO Kal TTAYKOOUIO TTAAICIO 0TO oToio
evtdooetal n xwpa tou/Tnc. Me aMa Aoéyia, Sivetal éugaon otn otadla-
K] avamntuén Tn¢ aicbnong tn¢ ouvumapéng o€ Tomiko, EBVIKO, EupwTali-
KO Kal T€No¢ o€ maykooplo emninedo, KaBw¢ emonpuaivetal 6Tt To ATOHO
TIPETEL TTPWTIOTWC VA TTPOPEl 0TNV KATAVONGN TOU SIKOU TOU TTOATICGHOU.

‘Ocov agopd TNV avaAucon TOU TTEPLEXOMEVOU TWV EAANVIKWV EKTTAL-
OEUTIKWV TIPOYPAUUATWY, UTTOPE( Kaveic va KataAn&el 0To CUUTEPACHA
OTL Ol YEVIKOI OTOXOLl TOU AVAAUTIKOU TIPOYPAUMATOC TTapouctalouv Ka-
TA KATIOLO TPOTIO KOOUOTIOAITIKA OTOIXE(. 110 CUYKEKPIUEVA, TO YEVIKO
MEPOC TOU aVOAUTIKOU TTIPOYPAUHATOC EMONUAivel TNV avAntuén «olo-
KANPWUEVWV» ATOPWVY E IoXUPEC NOIKEC adiec we TPo¢ TNV avBpwmoTn-
TA KAl TNV TTOATIOTIKA TIOIKIAOMOP@Ia, evw SiveTal £Upacn oTnV KPITIKA
OKEYN n omoia amoteAei Baoikd OTOIXEIO TNG KOOUOTOAITIKNG eKTTaidEL-
ong (Cavallar, 2015; Roth, 2015). Tautdxpova, avayvwpilel Tn onuacia
NG TOTTIKNG 1 €BVIKAG TOTTOBETNONG TOU ATOUOU UE OTOXO TN Slatripnon
NG MOAITIOTIKAG KAl €BVIKAC TOU TAUTOTNTAG, VW TTAPANNAA EVTACOEL
TNV EAANVIKN Kowvwvia otnv Eupwrn kai tnv EE kdvovtag avagopd otnv
TauTéTNTA TOU Vpwraiou moAitn (Maidaywyikd Ivotitouto, 2003:2). MNa-
popola cupmepdopata e€ayovtal Kat ané tnv avaiuon twv Slabspati-
KWV 1] opt{OVTIWV IKAVOTHTWV TTOU TTPOowBoUVTaAl GTO YEVIKO UEPOC TOU
avaAuTikoU mpoypdupatoc (Maidaywyiko lvotitouto, 2003:7).

Eotialovtag oTig empépoug OeHATIKEG EVOTNTEC TOU OVAAUTIKOU TIPO-
ypdupatog, apxilel kaveig va evtomilel SIAPOPEC ACUVETELEC KA [ILA KO-
VOTTIOMTIOMIKA» S1doTacn TG ekmaideuong va €pxetal oTnV eM@AveLa.
Mo ouyKkekpluéva, n yvwon mou diddoketal ota padnuata twv «Opn-
okeuTikwv» (Maidaywyiko Ivotitovto, 2003:136-184), tn¢ «lotopiag»
(Maudaywyikd Ilvotitovto, 2003:184-230) kal TNG «KovwvIKAC Kat MoAl-
TIkNG Aywyre» (Maidaywyikd lvotitouto, 2003:230-250) eMKEVTPWVETAL
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ammAd 010 €0VIKO eminmedo e KATTIOIEG CUVTOUESG AVAQOPEC oTNV Eupwrn
Kal aKOUN TTIO0 CUVTOMEG AVAPOPEG OTOV KOGUO WG OAOTNTA, ATTOTUYXA-
VOVTAG £TOL VA CUPPBANAEL OTNV KOGUOTIOAITIKN gkmaideuon. XapaKktnpl-
OTIKQ, €ival katavonto OTl 0To pABnua Twv BpnokeuTikwy dev yivetal
Kauia ouolaoTiky avagopd oe omoladnmote AA\n Bpnokeia péxpl To
TENOC TNC 6N¢ TAENC. Z€ auTd To TAAIoI0, 0 XploTiaviopdg Kat n «Opbo-
60&n nvevpatikdéTNTa» MPowbouvTal evtatikd (Tsioumis et al., 2013:67)
ATTOKAEIOVTAC £TOL TOUG HAONTEC e SLAPOPETIKEC BPNOKEUTIKEC EKPPA-
o¢l¢ (Zambeta, 2000, oto Tsioumis et al., 2013). Ocov agopd oTo PAON-
Ma TNG «10TOoPIagy, Yivovtal ava@opég og AAOUC TTOMTIOMOUG Kal €6vn,
OoA\d mavta oe ouvApTNoN UE TNV 10ToPIa TOu ENANVICUOU. |oTopPIKA, N
EA\GSa umaivel oto eupUTEPO EUPWTTAIKO TTAAICIO 0TO TENOC TN 6NC TA-
&ng, 6mou ta Mo onuavTika yeyovota tng Eupwrmng e€etalovtal ouvo-
TITIKA o€ 4 S180KTIKEG WPEG Kal N EANada oulnteital uno 1o mpiopa tng
lotopiag Tou 200u awwva (AEMMZ, 2003:203). Kottdlovtag d1abepatikd
TN OUYKEKPLUEVN avaluon Slagaivetal 6Tl LOVOo To HABnua TG KOVWVI-
KNG Kal TTOAITIKAG aywyng Umopei va SnUIoUPYOEL KATIOIEG OUCIAOTIKEC
MPOoUNOB£0EIC yia TNV avAnTuén piag maykooulag aiobnong tou «avr-
Ke», H «kkoIVWVIKR Kal TTOAITIKE aywyr» T000 oTtnVv 5n 600 Kal otnv 6n
Taén katavépetal oxedov e€ioou og TEOOEPIG EVOTNTEC TTOU AVTIOTOLXOUV
01O POAO TWV TTIOAITWY OTNV KOIVOTNTA, 0TO €Bvoc-KpdTog, oTnv Eupwrn
KAl O0TOV KOO0 YeVIKOTEPA. TOGO TO €YXEIPiISlo 6CO Kal TO MPOYPAMUA
OTTOUS WV KATAPEPVOUV VA ECTIACOUV GE GNUAVTIKA KOIVWVIKA {NTAATA
otn 61e6vr) Toug Siaotaon), otouc SieBveic opyaviopol Kat otn Béon Tng
EMNGSac otn Si1ebvry kowvotnTa. BEéBata kat autd cupfaivel og meplopl-
Opévo Babud, Kabwg To HABN A TNG KOIVWVIKAG KAl TTOATIKAG aywyn ¢ Ot-
Sdaoketal pia popd tnv douada. EmmAéov, dedopévng tng mukvoTNTAC
TOU TIPOYPAUMATOC 6TTOUSWV €ival kKatavonTd OTL N mOavr UTTEPPOPTW-
on UE YVWOEIG OV EMTPETEL TNV AVATITUEN KPITIKWVY Kal SNUIOUPYIKWY
OTOXOOTWV.

4.2. Kopla evprjpata tn¢ avaAveng Twv ouvevtel§ewv
‘Ocov apopd oTtn HeTagopd MOANTIKAC amd Tnv EE oto €Bvikd ekmaideu-
TIKO OUOTNMA, Ol CUUHETEXOVTEC EEEPPATAV SIAPOPETIKEC ATTOYELG OXE-

TIKA JE TNV €KTAON TNC EMpPPONC. QoT1do0, Aol cuppwvnoav 6T n EE Ba
€XEL MEYAAUTEPN ETIPPON TA EMOPEVA XPOVIA, KABWE OTTWE KATTOl0L CU-
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Boulol avépepav «uac {nteital va mpoAdouue TIC UTTOAOITTEG EUPWTTAIKEC
XWPES, «€xoue peivel miow» kat «yivovtal mpoomndBeisg e€looppdmnongy.
Me Bdon auto, évag amd Toug cUPPBOUAOUC eMECHMAVE TTOAU 0DOTOXA
OTL AUTO €ival pla popen «daveiguoU». Z0PPwva Ue Tov idlo, gaivetal
va UTTAPXEL YEVIKH avAyKn VI0BETNoNG Kal EVOWUATWONG OTOIXEIWY aTTo
AMNEC EUPWTTATKEG XWPEC OTO EAANVIKO EKTTAUSEUTIKO GUOTNHA, TIPOKEL-
pévou n dnUoTIKA ekmaidevon va pnv otepnBei TIC eKMAIOEUTIKEC TIPO-
060u¢ Mou TTapaTnPEOoLVTAL 0TA AAA EVPWTIAIKA KPATN-HENN. EmmmAéoy,
évag dMo¢ cuvevteulalopevog mapatnpei 6Tl ol evpwTaAikéC odnyieg
gival opatég kupiwg otnv TpItofdduIa ekmaidevon, 18IWG PETA TNV EQap-
poyn ¢ Sdtadikaciag Tng MmoAodvia. Ztnv mpwtofdabuia ekmaidguon n
EE emKevTpWVETAL KUPIWE OTNV EMITEVEN OPIOUEVWY OTOXWV KAL TNV KOA-
Aépyela oUYKeKPIPEVWY Se€lOTATWY, YEYOVOC TTIOU €XEL WG ATTOTENECHA
TN YeVIKA evtatikomoinon tng ekmaideuong. «As€I6tnNTeG Kat Oxt matbeiax,
TTIPOCBETEL 0 (610¢ OXOMKOC CUUPBOUAOC, EENYWVTAC OTL EKAEITTEL N KPITIKA
OKEPN KAl O AvVACTOXACMOC, Kal Oivel éva eme€nynuUATIKO TTAPASELYA:
«lNa mapadetyua, oto Oéua tnG veoeAANVIKIG yAwooac, auté cuufaivel e tn
XPron 0a@we AEITOUPYIKWVY KEUEVWV.»

‘Ooov a@opd TIC OKTW BaoIKEC IKavoTNTEC TTou Mpowbsi n EE, o1 olp-
Bouhol onueiwoav 6T oTNV TIPAEN LOVO OPIOPEVEC ATTO AUTEG TIG IKAVO-
TNTEC KAALEpYyoUVTaAL eV AANEC oxedOV KatapyouvTal. YIple Uia ye-
VLK OHO@WVia OTL Ol YAWOOIKEG KAl ABNUATIKEG IKAVOTNTEC KABWCE Kal
N MONITIOUIKN gvaloBnTtomoinon KaAAiepyoUvTal €Mi TOU TAPOVTOC OTd
OXOAEIQ, EVW N HETAYVWOTIKA IKavoTnTa - pabaivw mwe va pabaivw - kal
N KOWVWVIKI KAl N TIOAITIKN IKAVOTNTA EKTTPOCWITEUOVTAL AVEMAPKWC, Ka-
Bwc ot 516aKTIKEG WPEC TTOU TIPooPilovTal YIa TNV KAOAIEPYELQ AUTWV TWV
IKAVOTATWY &gV eKPETANEVOVTAL AVAAOYWC. ZUYKEKPIMEVA évag amd
Toug oupPBovAoug avagépBnke og «uadruata VPNARC TPOTEPAIOTNTAC,
OTIWE TA MABNUATIKA» €€NywvTag OTI To EKMAIOEVUTIKO 0UOTNUA, OTTWG Ei-
vay, dev agrvel meplBwpla yia eVOANAKTIKEC SpaoTnPIOTNTEC KABWC TO
O186aKTIKO LAIKS ival e€avTANTIKO Kal ol ekmaldeuTIKoi Tpoomabouy va
€MTUXOUV TOUG OTOXOUG TToU £xouv Tebeil o€ kdBe Taén KABe xpovo. MNap
‘6Aa autd, énwg avépepav Aot ol GXoAIKoi UUBOUAOL, EUPAVAC Eival n
OTPOYN TTPOC TOV KOGHO TNG TTANPOPOPIAg Kal TNG TExvVoloyiac. Qotdoo,
OTIWG OAOL GUUPWVOULV, N PNPLOKE IKAVOTNTA AVATITUOCETAL KUPIWE amod
e€WOXONKEG SpPaOTNPIOTNTEC.

Ot ouVEVTEUEEIC aVaPOPIKA HIE TN QUON TNG EAANVIKNG EKTTAIOEUTIKAC
TIOAITIKNC KABWC KAl YE TIC CUYKAIOEIC KAl ATTOKAICEIC METAED TWV EVPW-
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TTAIKWY TTOANITIKWY KAl TNG TPEXOUOAE €OVIKAG EKMAIOEUTIKAG TTOAITIKAG
Kal mpdéng, aviyelpav emmAéov ou{nNTAOEIG TTAVW OTA iXVN TOU KOOHO-
TIOATIOMOU 0TNV €0VIKA TTOAITIKA KAl TTPAEN. Z€ YEVIKEC YPAUUES, Ol OXO-
Akoi cupBoulol e€€ppacav 6Ti yivovTal TPoomABeleC yia TNV KAANIEp-
yela SlamoATiopikou SlaAdyou ota OXoAEld, £0Tw Kal O HIKPO Baduo.
AUTO TTPpAYHATOTIOLEITAL IECW TTIPOYPAMMUATWY YIa TNV TIOIKIAOUOP®Ia, TIC
avBpwmiveg a&ieg, Tn peTAVACTEVON KAl TNV E€lprvN. YTTAPXOUV EMIONG
€OVIKA Kal EVPWTTATKA TIPOYPAUHATA, OTIWE Ol AVTOANAYEG 1 oL EEWOXOAL-
KéC SpaoTNPIOTNTEC TTOU ATTOCKOTIOUV OTNV €ualoONTOMOINCN TWV YOI-
TNTWV Kal TWV eKMAIOEVTIKWY O€ KOIVWVIKA Béuata. 1o TAaiolo auto,
évag ouPBoulog mapatnEEi OTL N MAEIOYNPIa AUTWY TWV TTPOYPAMMATWY
gival, woTtdoo, MEPIOOOTEPO TTPOCAVATOANIOUEVN oTnV Eupwrn am’ o, T1
o€ maykoouio emninedo. Tautoxpova, pia and toug cupolloug emeoi-
pave &tt o S1a\oyog yia tnv Tolkihopop@ia pmopei va Ppioketal o€ Kad
emineda evtog NG Tadéng, aANd auto e€aptdrtal o€ peydio Babud amno Tig
TIPAKTIKEG TOU daokdhou. EmimAéov, onUelwONnKe OTL Ol EVPWTIATKES Ka-
TeLBUVoelg ouvéBalav otn Sieicbuon OpICUEVWY KOGUOTTIOMTIKWY 16a-
VIKWV oTnV ekmaidevorn). O Adyoc yia Ta avBpwriva SIKalwPaTa KaTEoTn
EMONC ONUAVTIKOC, 6E60UEVOU TOU ONUEPIVOU PETAVAOTEUTIKOU KUMA-
T0G. MapdAo mou paivetal OTI £XOUV Yivel KATTOLA BrRATA TTPOC TNV KAAAL-
€PYELA KATTOIWV KOOMOTIOATIKWY a&lwv, N oknvr aAAdlel 6tav n culntn-
on petatorifetal oTnV €E£TAON CUYKEKPIUEVWY KOIVWVIKWY Kal avBpw-
TMOTIKWV HaBnudatwy, Omwg n 1otopia, N BpnoKeia Kal N KOIVWVIKI Kal
TMOAITIKN aywyr. Ocov agopd oto pabnua g 1otopiag, UTTAPXEL KON
amoyn oTI o B€ua TnC gival emavalapBavouevo oe 6An TNV mpwtofd6-
pa kat deutepofaduia ekmaideuon, emKeVIpwUEVN HOVO oTNV €0VIKA
loTopia KAl EANAPPWC OTNV EVPWTIAIKN, KABWC Kal 0TI Ta eyXElpidla gival
EMITTA Kall To TTEPLEXOEVO TOUG XPr(EL EmavampoadloplouoU.

Ev oAiyolg, ot axoAikoi cUpBoulot utootrpilav TN Amoyn OTi N TTOAL-
TIkn NG EE yia tnv ekmaidsuon mpowbei Tov KOGUOTONTIOUO, UE OTOXO
Va PETPLACEL TOV EBVOKEVTPIKO XAPAKTAPA TwV OXOAEiwv. AUTO Umopei
va SlamoTtwOEl amo T evépyeleC OTIC omoieg TpoéPn n EE pe okomod tnv
evBdppuvon tou SlamoATIopIKoU Slahdyou Kal TG avOpwTTIOTIKAC TITU-
XAC TNG ekmaideuonc. Map’ dha autd, ek@pdlouv avnouxia Kal OKEMTI-
KOTNTA OTAV MPOKEITAL YIO TOUG EMUEPOUG OTOXOUG KAl TA TIPAYMATIKA
ovp@épovta TG EE. Mo ouykekpipéva, €vag and TOUG CUUMPETEXOVTEG
e&€ppaoe Tnv amoyPn 6ti n ekmatdeuTIK MOAMTIKN TNG EE emikevipwveTal
KUPIWG OTIG TEXVOKPATIKEG IKAVOTNTEG TTOU Ba evioxUoouv Tnv eveli&ia
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TWV atopwv. EmmAéov, e€nyei 011 Sev mpémel va ayvonBei To YeVIKOTEPO
CUM@EPOV Yla evioxuon Twv Se€loTATWV TTOU APOoPOULV TNV TIPOCAPHO-
OTIKOTNTA O€ OAN TNV ELpWn, yeyovog mou Katd tov iG10 €XEl TTIPOKAAE-
O€l TNV EVTATIKOTIOINON TWV EKMAISEVTIKWY CUOTAUATWY Adyw Twv OI-
€106UTIKWV KATELOLVTAPIWV YPAUUWV. AUTA N SNAwon @aivetal va épxe-
Tal o€ oLPEWVIa Pe TNV drmoyn tou Roth (2012) kat Tng Papastephanou
(2012) oxetikd pe Toug otdxoug NG EE va kataotrioouv 1o veavikd Su-
VOUIKO OX1 LOVO EVENIKTO KAl AVTAYWVIOTIKO AAAd Kal NOIKA SeopeVUEVO
otnv 1Bayévela tng EE.

AKOUN, évag amod Toug OxXoAIkoU¢ cupBouloug mapathpnoe 4Tl Jia
MO €EEUYEVIOUEVN KAl KAANITEXVIKI) TTAEUPA TOU KOGMOTIONTIOUOU EXEL
apxioel va edpatwvetal oto oxoAeio. MIAwvTag yia éva gidog aiodntikou
KOOUOTIOAITIOMOU, 0 OUVEVTEUEIA(OUEVOC ETTIOT|UAVE OTL Ol OBNTEC TOU
OnpotikoV AapPdvouv pépog o SpaoctnEIOTNTEG TONTIOMIKAG AAANAE-
TéPAONG OV EMIKEVIPWVOVTAL OTNV AloONTIKA Kal TNV TéXVN, OTTW¢ N
MOUGIKN, N M6Sa, 0 aBANTIOUOC Kal oUTw KaBe€G. EOw Ba mpémel va e€e-
TOOTE[ TTOOO OUCIACTIKN €ival AUTOU Tou €i60UC N TTONTIOUIKY) AANNAETTI-
Opaon kal va aflohoynBei KPITIKA TO TTEPIEXOUEVO TWV OXETIKWV Spaotn-
ploTATWV.

TéNog, omwe avépepe évag AAoG ouvevteulalOpeVOoG, N EMEKTAON
Kal n Kuplapyxia tng EE prmopouv va epunveuBolv amd S00 SIapopPETIKEC
TIPOOTITIKEG OGOV APOPA TOUG TTOAITIOUIKOUC MAC TTPOCAVATOANGUOUG,.

«ATT6 TN UIa TTAEUPA, EMKPOTW... TPAYMATIKA OAd Ta SIAPOPETIKA EUPW-
maikd mMPOoypPAUMATA OXETIKA LIE TO PATOIOUO, TNV I00TNTA KAl TNV TTOMTIOI-
KN evaioBbntomoinon. AAG amé tnv dAAn mAeupd... bev EEpw av Kai yiati mpé-
TIEl va a@rooUUE mmiow pag Ta otolyeia g povadikétntag. Asv yvwpifouue
T Bpioketal 0To PUAAS TwV UIEVBOVWY 6oov apopd TN xdpaén MOMTIKAC...
Kat mpoowimika dnAadn... dev Bewpw 611 n maykooutormoinon ivat éva Oeti-
KO XapakTnpIoTIKO, I8IKA Aauf3dvovTac urréyn TNV OIKOVOUIKN KAaTdoTaon
OoThn XWPa Uag.»

‘Exovtag auto umdyn, gival Katavonto 0Tt N KOGUOTIOAITIKN GUCN TwV
EVPWTTATKWY TTOMTIKWV aVTIPETWTTICETAL MAANOV UE OKEMTIKIONO, Sedo-
MEVOU OXl MOVO TWV TEAEUTAIWY EKTTAUSEUTIKWY KATELOUVTAPIWY YPAU-
MWV aAAG KAl TWV CNUEPIVWV KOWVWVIKOTIOAITIKWY YEYOVOTWV.
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5. Tupnepaopata Kat mpoTAasELC

5.1. 0 KOOPOMOMITIONOC 0T HETAPOPA EKMAISEVTIKAC MONTIKC

H oxéon petafl tng EE kal Tou koopomoATiopoU sival S1popoUpevn,
€181ka otav mpokeltal yia tnv ekmaidevon. TUuewva pe tov Rumford
(2005), Sev uTApxEl Kapia ava@opd 0ToV KOOUOTIONTIOHO 0Ta EMonua
eupwmaikd €yypaga kat n idia n EE dev éxel autonpoodloplotei moTé wg
Lo KOGUOTIOAITIKN ovTdTNTA, Tapd TNS SlaKkpatikoTntag otn Sladikacia
APYNC amopdocwyv. AvtiBéTwe, mapabétel 6Tl 1dlaitepn éugaocn divetal
otnv évvola Tn¢ Eupwmaikng 1IBayévelac. Ta eupruata autrg TG EPEUVAC
MTTOPOUV £V PEPEL VA UTTOoTNPIEoUV éva TETOLO emixeipnua, 1dlaitepa av
AdBoupue umoYn pia ENePn NS NOIKAC KoouomoAitikng didotaong ota
éyypaga tng EE. To yeyovdg 6t1 0t otoxo0eoia Twv eKMaAdEUTIKWY Ka-
TevBuvTApIWY TNS EE undpyouv eAdx1oTeC ava@opég o€ PBAikéC NOIKEC
a&iec umodnAwvel akpIPwg 6Tl 0 KOOUOTIOAITIOUOC oTnV Eupwmn umopei
va YiVEL avTIANTITOC KUPIWE UTTO TNV OIKOVOUIKK, TIOAITIKI KAl TIONTIOUIKN
Tou pop®n. Ouaolkd, autd eival amAwg pia mobavr) e€rjynon o€ KOOUOTTO-
AiTikoug 6pou¢ Kat Ox1L N avamoeukTn ainBela.

AapBavovtag umoyn Tov TPOTO UE TOV OToio ol SIAKPATIKEC OAANN-
Aemdpdoelg éxouv anootabepomotrioel Ta Bepélia Tou €BVIKOU KPATOUG
(Beck, 2000), avakUTTOUV APKETEC ATAPELEC OO0V apopd 0To Babud Tng
EVPWTIATKAC EMPPONC KAl 0TNV TTOPEia TTOU o@EINoLV va akoAouBricouv
Ta eKMAIOEVTIKA ouoTHATA. TNV mepinTtwon TS EAAASag, Ta ekmaidev-
TIKA TTpoypAupaTa TEiVOuV va ek@pAlouv auThVv akpIBWE TNV cuveldn-
Tomoinon, Kabw¢ ol KOGUOTTOAITIKEG aiec Mpoomabolv va e€looppoTi-
OOULV TIC TTIO EBVOKEVTPIKEC. YTTO auThv TNV évvola, auTd mou Slagaivetal
gival pa pop@r NBIKOU KOGUOTOMTIOMOU TToU €TIXEIPEL va QOTACEL OE
SIMWUATIKO CUUPIBACUO HE TOV UTTOAEITIOPEVO EBVIKIOTIKO XOPaKTHPA
™¢ eNNVIKNAC mpwToPdbuiac ekmaideuonc. Zta mAaiola Tou OXOAKOU
TTPOYPAMMATOC, Ol GXOAIKOi SUHPBOUANOL €nyoUV eVOTOXA OTI €XEL Yivel Oe-
UITH Hia o avOpWITIOTIKY TIPOCEYYION HE OKOTIO VA avTIOTAOUIoTOUY
Ol TEXVOKPATIKEG TTECEIC a0 TNV Eupwrn. Autd cival 1dlaitepa ékdno
OTOUC YEVIKOUG OTOXOUG TOU AVAAUTIKOU TIPOYPAUUATOC TNG SNUOTIKAG
ekmaideuonc. Mépav autou, ol EVPWTIATKEC Kal EBVIKEC TIOMTIKEC paiveTal
va Bpiokovtal o€ cupPwvia 6oov agopd éva idoc petplomabolg moAlTI-
OMIKOU KOGUOTIOMTIOMOU, KABWC N TOATIOUIKE SeKTIKOTNTA Kaltl S1EOVIKA
avtaAayr evBappuvovtal pe Tov idlo Tpdmo.
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Evw n koopomoAitikn Tdon otnv Eupwrn gival aioBntd olkovopoke-
VTPIKK), TO €BVIKO eKTTAUSEUTIKO TIPOYPAa TTapoUstdlel oTolxeio NOIKOU
KOOMOTIOAITIOMOU. OTw¢ e&€ppace évag amd Toug oXoAIKoUg oupfou-
Aoug, n mpoomdBela cUUNTUENG TwWV €BVIKWVY Kal SLEBVIKWY MpoBécewy
OTO AVOAUTIKO TTPOYPAMMA QaiveTal va €xel 0ONYNOEL OTNV EVTATIKOTIOI-
non tng ekmaidevonc o€ MPAKTIKO eminmedo. To GAIVOUEVO AUTO EUPAVi-
OTNKE WC ATTOTEAECHA TNG AVAYKNG VA AVTATIOKPIO0UV Ta EKTTAIOEUTIKA
OUOTAMATA OTNV OIKOVOIA TNG YVWONG KAl Eival 0pato oTnv ekmatbeuTl-
KA mpdén Tng mpwtoPfdbuiag ekmaidevuong péow tng lepdpxnong Twy de-
EloTATWV Kal Twv YVWoewv avti Twv a&lwv. Ocov agpopd o€ auTtég TI¢ Oe-
&1OTNTEC KAl YVWOELC, QaiveTal OTL UTTAPYXEL CAPHC E0TIACN OTN YAWOOIKH
IKAVOTNTA EVW AANEG ONUAVTIKEG IO1OTNTEC £XOUV TTAPAUEPIOTEL MapdA-
AnAa, afloonueiwTtn mpoooxn @aivetal va divetal oTi¢ BaoikES IKavoTn-
TeG mou TpoTteivel n EE, €€ ou kat To mpdo@ato evOlaPEPOV OTIC EMIOTH-
MEC TEXVOAOYIOC Kal TN METAYVWOTIKOTNTA. ‘OMw¢ emecrave évag amod
TOUC EPWTWHIEVOUC, N EAAGSa avapéveTal evdexoUEVWE VA «TTPONAPEL TIG
AM\EC XWPECY. ATTO ATTOPN KOOUOTIOATIOOU KAl AUTO PITOPE( va gival Jia
moavr EpUNVEIA YIa TO TTWE O OIKOVOUIKOC KOGUOTIOMTIOMOC £PXETAL VA
EVApUOVioEel Ta €BVIKA eKTTAIOEUTIKA TTPOYPAMMATA KAl TNV EKTTAIOEUTIKA
npdén (Papastephanou, 2012).

MTrop&i 0 OIKOVOUIKOC KOGUOTIOAITIOUOG Va €XEL OITTH EpUnVeia, aAAd
N cuoTNUATomoinoN TNG EKMAIGEVONC £XEL LOVOSPOO AVTIKTUTIO OTOUG
MaONTEC Kal TO EKAOTOTE EKTTAOEVUTIKO cUOTNMA. 10 CUYKEKPIUEVA, AT
TA EUPHMATA TWV CUVEVTEUEEWVY AUTIAC TNG €PEUVAC UTTAPXEL A YEVIKN
oHOoPWVIia OTL N EKMAIOEVTIKY TIPAKTIKI O&V AVTITIPOCWTTEVEL TOUC YEVI-
KoUG avBpwmoTIKOUG 0TdXoUG TTou ekppdlovtal 0To €0VIKO avaluTikd
nipdypappa kabwe ta BiPAia kal avaAutikd mpoypdupata gival Kope-
oMéva amd aptyr} yvwon. Auto €xel we amoTéAeoa va pn Sivetal otoug
SaokAalou¢ Kal pabnTég To eEAeVBEPO va SlapopPPWOoLV amd Kolvou Tnv
avayvwoTIKA UAN Kal w¢ aAvotdwTr avtidpaon va unv divovtal eukaipi-
€C OTOUC HABNTEC va avamtEouV TNV KPITIKK OKEYPN Kal ¢avTacia TouC.

Mapd tnv ENePn eMAPKWV NBIKWV KIVATPWY, Tapatnpeital 6t 1o me-
plexduevo TnG ekmaidevong diebvoroleital o€ MOMTIOMIKO 1} AloONTIKO
eminedo. To dnuoTikd oxoAeio aivetal va avamapdyel éwg éva Faduo
TA TIPOCWTTIKA €VOIAQEPOVTA TWV HAONTWVY OXETIKA ME TN UOUCIKH, TNV
Téxvn, Tov aBANTIOPO akopn Kat TN poda, Kal auto UTMOPEL va OTTOTENE-
o€l péoo mpowdnong uiag Staotaong Tou KoopomoAltiopol. Qotdoo,
onwg e&nyouv ol Chalcraft, Delanty kat Sassateli (2016:126) TétolEG €V-
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Oeielg dev mpémel va ouyxéovtal Pe Tov NOIKO 1) TTONTIKO KOGUOTIOALTL-
OpO, KaBWG oTepoLVTAL NOIKWVY KAl TIONTIKWY OUVEECEWY. XUUPWVA UE
Tov Hannerz (2005) n pop@r] KOGUOTIOAITIOMOU TTOU CUYXEETAL GUXVA E
TOV TTOMTIOMIKO KOGUOTIOAITIOMS €ival 0 aloBNTIKOG KOGUOTOMTIONOC. O
Hannerz (2005) unootnpiel 6Tl eV 0 TTPWTOG OTOXEVEL OTNV AVATTTU-
&N TNC SeKTIKOTNTAC OTNV TTOAITIOUIKI TTOIKINOHOP®ia, 0 SEUTEPOC CUV-
OE€TAl UE UIA TTIO KATAVAAWTIKI Kal ETIPAVEIAKT SEKTIKOTNTA TTPOC TOV
koopo. O i610¢, o€ TPONYOUHEVO £PYO TOU, EMONUAIVEL OTL Ol TTPAYUOTL-
KOl TTONITEC TOU KOOUOU SlAPEPOUV EUPAVWC ATIO TOUS ATTAA KOGHIOYU-
plopévoug avBpwmoug Kat €nyei 6Tl autd @aivetal otn déopeuon Kal
nmpodidBeon Toug MPOC TOV UTTOAOLTTO KOGHO 0TO GUVOAS Tou (1990, oto
Vertovec & Cohen, 2002). O Urry (1995, oto Chalcraft ka., 2016, p.126)
MAAIOTA TTPOTEIVEL 0TI 0 AIGONTIKOC KOOUOTIOAITIOUOC EiVAl O KOGUOTIOAI-
TIOMOC TTOU BIWVETAL W TOUPIOTIKN EUTTEIPIAL

Ev opel twv avwTépw, ol TpoavagepBeioeg mpokARoelc uTodnAwvouv
OTL N TTOPEia TOU KOOUOTIOAITIOMOU OTNnV ekmaideuon gival akavlwong.
Mapd to yeyovog OTi Ta avOpwriva SIKAIWUATA UTTOVOUEVOVTAL SIOPKWC,
0 NOIKOC KOOUOTIOMTIOHOG Oev €xel TTPOOENKUOEL TN 6éouca TIPOCOXN,
oUTe 0TO UTTEPEOVIKO aANA 0UTE Kal 0To €0VIKS eminmedo, kal 181kd étav
TpOKeLTal yla €0vn-kpdtn 6mwe n EAAASa. H avaykn yla KOOUOTTOAITIKN
ekmaidevon mPoANNEL adrpITN, EMTACOOVTAC CUCTACELG KAl AUCEIC. Ap-
XIKG, CUPQWVA UE TIC ATTOYELC TWV CUKBOUAWY, O KOGUOTIOMTICUOC OUV-
Oéetal AppnKta pe TNV €E0IKEIWON TOU ATOPOU E TO TOTTIKO Kal €OVIKO
Tou untéPBabpo. EmmAéov, o eupug KUKAOC peAeTnTwy (Nussbaum, 1997;
2002; Vinokur & Alexander, 2013; Hayden, 2012; Roth, 2015) mou tovi-
{ouv TNV OoNUAVTIKOTNTA TNG KOOUOTIOATIKNG eKmaideuong mpoTeivouv
Sldpopa BewpnTikd MAAICIA TTPOC TNV TTPAYUATWON TNG. AUTEC oL amd-
Yelc mpémel va Sladpapatioouv Bepehiwdn péAo otnv avamtuén twv
VEWV EKTTAIOEVUTIKWYV TTOAITIKWY KAl AVAAUTIKWV TIPOYPAUUATWY WOTE va
evBappUVOULV TNV KOGUOTIOAITIKN OKEYN.

5.2. NMpotdocelg yta peANOVTIKEC PENETEC
>uvoyilovTag, autn n £peuva eMKeVTPWONKE oTNV £€£TAON TNG PETAPO-
PAC TMOAITIKAC artd TNV Eupwrin otn EAANVIK eKTTAISEUTIK TTOAITIKY Kal

mPA&n umd To MPIcUA TOU KOOUOTIOAITIOMOU. KaBw¢ n mapovuoa perétn
ETIKEVTPWVETAL OTN HeTAPOPd TOMTIKAG pévo amd Tnv Eupwrn, évto-
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vo evllagépov Ba mapouaciale pia mapopola épguva mou Ba e€étale Tov
mAfpn S1ebvn Sidhoyo ota mhaiola TNG EKMAIOEUTIKAG TTOAITIKAG KAl TOU
KOOUOTIOAITIOMOU. EmimAéov, dedopévou 0TI n ev AOyw €peuva gUMEVEL
oto eminedo TN ONUOTIKAC ekmaideuong, Ba Atav S1aQwTIoTIKS va e&e-
TOOTOUV Ol TIEPIMTTWOEIC YUUVACIOKNAG Kal AUKEIOKNAG EKTTAIOELONG OXETI-
KA UE To (610 B€pa, OTwC emion¢ Kal va Kataypa@olv amdyPelg padntwv
KAl KABNyNTwv yla To WG €ival 0 KOOUOTIOAITIONOC 0TV TTPaén. TENoC, ol
EPEVVNTEC glval EUTTPOCGOEKTOL VA A€LOTTOINOOLV TA EUPHUATA AUTAG TNG
€peuvag Kal va Olelcduoouv o€ Ula upUlTEPN €€€Taon Tou BewpnTikou
TAQLGIOL TTOU XPNOIUOTTIOINONKE.

K\eivovtag auto to apBpo pe pia BeTikn voTta Kal éva KAAECHA yia
Spdon, n ekmaidevon Twv ekmaidevTikwy Ba mpémel va maiéel éva onua-
VTIKO pOAO OTNV TIPAYUATWON TOU KOGUOTIOAITIOMOU otV eKmaibeuon.
Baolopévn wg Twpa HOvo Avw o€ TOTIKA/EBVIKA TTPOYPAUUATA OTTOU-
OWwv Kal ueBddoug agloAdynong, n eKMaiGEVON TWV EKTTAIOEUTIKWY TTPE-
el va Baolotel oe NBIkEC KoopomoAiTIKeG agieg, evBappUuvovTag TAUTO-
Xpova TNV avantuén tng KPITIKAG KAl EUPNUATIKAG OKEWYNE KAl TNV KOAAI-
£€pYela TNC SEKTIKOTNTAC OTO VEO Kal S1APOPETIKO.
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ABSTRACT

With a view to address the challenges of our ever-globalized world, academics have turned to the concept
of cosmopolitanism, a rather ancient yet very topical concept especially in the field of education. Given that
globalization has rendered this turn to cosmopolitanism indispensable (Caterall, 2011:342; Pichler, 2011;
Szerszynski & Urry, 2002), the present study explores the transfer of educational policy from Europe to
Greece in an effort to demonstrate whether and how cosmopolitan ideals are promoted and transferred
from the international policy level to the national and practical level.

The findings of the study highlight the conflicting perceptions of cosmopolitanism in the national and
European policy level as well as the confusion that occurs in the practice level. At the same time, the conclu-
sions of the research call for further research into the desired profile of future citizens, as this is inconsistent
in the transnational and national agenda.

Keywords: cosmopolitanism, primary education, policy transfer, qualitative research, Greece, Europe

COMPARATIVE AND INTERNATIONAL EDUCATION REVIEW ®m No25 m 2020



H Ekmaiéevon tou Maykoopiov MoAitn:
Avtidgpeig Ekmadevtikwv kat Mabntwv/tpiwv
yia tnv Maykoopta MoAiteidtnta

o¢ EA\ada kat 2oundia

Baoieto¢ Tupewvidnc M

MEPIAHYH

H Exmaidevon tou Maykoapiov Mohit éxet mpoogata avadelyBei we wa mpogéyyion mou mpowdei Ty ma-
yKoopLa moiteldtna kai fonBdel 0TV Katavonaen mayKOoULWY GAIVOUEVWY KOWVWVIKNG, TONTIKIG, OIKOVO-
kRS Kat mepiBalovikic gUogwc. To mapov dpBpo oToxEVEL O pia GUYKPITIKK avaAuon Tou TpOmou e Tov
ormoio mpoaeyyiCetal ) maykoopia moMTeldTTa 0T ekmabevTika ouaThpata e EMddag kat g Zoundiag.
2 Bdon pag ouyKpITIKNG pehétng mepimwong, Ta epeuvnTika dedopéva culAéyovtar amd npIdopnpéves
0UVEVTELEELC e ekmaideuTIkoUg Kat opddeg eotiaong pe pabntéc/tpieg 11-12 etwv o dnpdota oyoleia uro-
XpEwTIKn¢ exmaidevong. AkohouBwvtag T péBodo g Bepatikic avdAuong, Ta EVPRHATA AVASEIKVUOLV TIC
AVTIAPELC TWV EKTAIEEVTIKGV KAl TV HaBnTav/Tpiwv Kat eppnvebovtal 60pguva pe éva Bewpntikd maioto
Katnyoptomoinang Tng maykoopiag moAireldmrag. Avté mou mapatnpeital sivat n mpowdnon e nBikn¢ kal
¢ mepiParlovtiknig Bewpnong ¢ maykoopag moNiteldtntag, péoa amé T didackalia Twv avbpwmvwy
dkawpdtwv kar e flwoung avamtuéng. Mia kprtiki Bewpnon @aivetal mwe amovalddel, kabag Kuplapye
JLa EMPAVELAKE TTPOOEYYLON TAYKOOHI0V BepdTwy.

Aé€erc khardia: ekmaideuon Tou maykdopiov moAitn, maykdopia mohitelétnTa, avBpwmva dikaiwpata, fiw-
olun avdmtuén

* Department of Teacher Education and School Research, University of Innsbruck

ZYTKPITIKH KAl AIEONHX EKMAIAEYTIKH ENIOEQPHIH ® No25 m 2020



114 = BAZIAEIOZ TYMEQNIAHE

1. Eleaynyn

H maykoopiomnoinon wg éva umdpxov @AIVOUEVO OTN MOKPA LOTOPIa TWV
avOpPWTTIVWV TIOMTICPWY €XEL ATTOKTAOEL TIG TEAeUTaieC SeKaeTieg évav
mpwTo@avr pubuod oe oxéon Ue TNV avamTuén Tou Kepalaiou, TG €p-
yaciag kat tng texvohoyiag (Torres, 2013). e évav KOO0 TTOU QaAiveTal
MEPLOOOTEPO AAANAOCUVOESEUEVOC Kal AANANAOEEAPTWEVOC ATIO TIOTE,
UTTAPXOUV OrUEPA KOWVWVIKEG EUTIEIPIEC TTOU BiwvovTtal amd Kowou o€
SlAPOPETIKA HEPN TNE YNG AOYW UIOC «EVPEWC Stadedouévng Katavaiw-
TIKAG KAl UIVTIAKAC KOUATOUpaG» (Green, 2006:196). H Bpnokeia, n yAwo-
oa Kal n yewypagia dev Staxwpiouv Toug avbpwmnoug 1600 000 yivotav
oto apeNBov, evw Sadikacieg maykoouiag KAipakag Aapfdvouv xwpa
o€ moAanAd emnineda kat mepAapfavouv tn SieBvormoinon Tou eumopiou
KOl TNG OIKOVOUIAC, TNV AUEAVOUEVN METAVAOTEVON KAl TN S1a0UVOPIAKN
KIVNTIKOTNTA, TNV EVPUTEPN TTPOCBAcn OTNV MANPOQOPIA KAl TN yVwon
péoa amd ta véa Pn@Lakd péoa mKovwviag, TNV mePIBANNOVTIKY UTTO-
BaBuion mou oxetiCeTal pe TNV MAYKOOUIA KAILATIKE aAAayr, KaBwe Kat
™ Snuiovpyia uepebVIKWY Popéwv maykooulag StakuPBépvnong (Tawil,
2013:2).

37O TIAYKOOWMIO aUTO TTAQICLO TIAPATNPEITAL O HETAOXNUATIOHOG TNG
avTIANYNG Hag yia TV évvola T «1810TNTAC Tou TOATN» 1 aANWE TNG
«moMTeldTNTACG» (Citizenship), n omoia gival mapadooiakd cuvdedeuévn
ME Ta SIKAIWMATA, TIC UTTOXPEWOELG, KABWCE Kal TNV avantuén Tng TauTo-
TNTAC TOU TTOAITN VTOC TOou €BvVIKOU Kpatou¢ (Keating, 2014:43). Zruepa
MIAAUE yia Tov TTayKoopio 1) Tov Eupwraio mohitn amodidovtag emmpo-
00etec Sla0TACEIC OTNV TUTTIKA 1810TNTA TOU TTOAITN €vOC €BVIKOU Kpd-
Touc (BA. UNESCO, 2014 Maotdag, 2013). Autr) n moAudidotatn euon tng
TIOAITEIOTNTAC CUVETTAYETAL TTPOCOETA SIKALWMUATA KAl UTTOXPEWOELS TTOU
eKTElvOVTAl TIEPA ATTO TA OTEVA Opla evOg KPAToug Kal avakabopilouv
TNV TTOAITIKH, OIKOVOUIKI, KOWVWVIKH Kal TTOAITIOMIKA SldoTaon tng oxé-
oNG HAC UE TO KOWVWVIKO YiyveoBal.

O pdAog TN ekmaideuong OTNV KOIVWVIKOTIOINON TWV HadNTWV/ TPV
KAl TNV TIPOETOIUACIA TOUC Yia TNV TTOAITIKA {wn €xel emonuavOei eupL-
Tata and EIN0GOPOUC, TTOMTEIOAOYOUC, KOIVWVIKOUCG EMIOTAMOVEG Kal
nmaidaywyouc. Me otoxo tn Stdamhacn SnNUOKPATIKWY Kal EVEPYWY TTOAI-
WY, N ekmaidevon Kaleital onpepa TG00 AT EPEVVNTEC/TPIEC OO0 Kal
amé Siebveic opyavioHoUC VA avakKaTACKEVAOEL TNV £VVOLa TNG TTOATELD-
TNTAG KE TPOTIO TTOU AVTAVAKAA TIG OUYXPOVEG OUVOKEC, eV TAuTdXPO-
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va BonBdel otnv guPdbuvon TG SNUOKPATIKNAE ouveidbnong Kat otnv
evluvdauwon ¢ KowwvIKAG aAnAeyyung (BA. Green, 2006 Keating,
2014 UNESCO, 2014). Na tnv €miteuén evog TETOIOU OTOXOU €XOUV KATA
KalpoU¢ avadelxOei S1apopeg eKMAIOEVTIKEG TTPOCEYYIOEL, OTIWG YIa TTa-
padetyua n «Ekmaidevuon Tou Anupokpatikou MoAitn» kat n «Ekmaideuon
yta T Biwoiun Avantuén».

To mapdv apbpo emikevipwveTal otn Aeyouevn «Ekmaidsuon tou
Maykdopiou Mohitn» (EMM) (Global Citizenship Education), pia oxetikd
Kalvoupla IPocéyylon mou avamtuxOnke and tn dekaetia Tou 1990 Kal
€&NC W avaykn va avayvwploTel N petaBaiAdpevn @UON TwV TTAYKOOUI-
wv oxéoewv e€ovaiag kal ot moAamAEC SlaoTtdoelg moAteldoTNTAC (Bourn,
2015). H EMMN éxel oupmepAngOei OTIC EKTTAIOEVUTIKEG UETAPPUOUIOEIG
S1apépwv XWpWv, EVW ol eKMaISEUTIKOI avd Tov Kdopo evBappuvovTal
«va PEPOUV TOV KOOMO OTIC TAEEIC TOUC» 1 «va OTEIAOLV TOUC/TIC aBN-
TEC/TPLEC TOUC OTOV KOOUO» (Andreotti & Souza, 2012:1), cupmnepIAaupa-
vovTag maykoouia Bépata otnv S16aoKaAia ToUC Kal EMTPEMTOVTAC VEEC
8paoTNPIOTNTEG, OMWC OUVEPYAOIEC OXOAEiwV HETAED XwpWy, €KMal-
SeuTIKA 1] €BeNOVTIKA TTPOYPAUUATA O0TO EWTEPIKO Kal SpacTNPIOTNTEC
€€€VPEVONC OIKOVOUIKWV TIOPWV.

H EAAGSa kat n Zoundia gival Suo mepIMTWOELG EKTTAOEVTIKWY CUOTN-
MATWV IOV CUUTIEPIAAUBAVOULV TNV TTOAITIKE EKTTAIGEVON OTO AVAAUTIKO
TOUC TIPOYPAUUa, SivovTag éugacn o€ pia maykdopia didotaon. Mapdt
TO eKTTAISEUTIKO oUoTNUA oTnv EANASa €xel katd Kalpoug emKplBei wg
ouvTNENTIKO Kal €BVoKeVTPIKO (Zachos, 2009), ot eKMAIOEUTIKEG LETAP-
pPUOUIoEIC TWV TEAEUTAIWV €TWV €xouv TpowBnoel pia diebvn e§woTpé-
PEL0, WOTE TA AVOAUTIKA TIpoypdppata avayvwpi{ouv TIG EMIMTWOELS
€VOC SlapKWE HETABAAOUEVOU KOGUOU Kal T ONUAGia UG TTOAUTIO-
ATopkAG ekmaidevonc (Faas, 2011). H Zoundia éxel emiong ouveldntd
npowBnoel TNV maykéouia ekmaidevon kat TN Bwoiun avantuén péoca
amé ekmaideutika mpoypdupata (BA. Knutsson, 2011 Bourn 2015), evw
TO AVAAUTIKO TIPOYPAMMA TNG UTTOXPEWTIKAG eKMaideuong xapaktnpile-
Tat amd évav Siebvr) mpooavatohopo (Skolverket, 2018).

O okomdg Tou mapdvTog dpbpou gival Ui CUYKPITIKA avaAuon Tou
TPOTIOU e ToV omoio TpoaoeyyileTal N TAYKOOGUIA TTOAITEIOTNTA OTA €K-
nmadeuTikd ocuotripata ¢ EAadac kai tng Zoundiag pe faon Tig avti-
MPEIC EKTTAOEVUTIKWV Kal HaBnTwv/Tpliov SNUOCIwV OXOAEIWV UTTOXPE-
wtikng ekmaideuong. To apBpo meplypdpel apxik@ Tnv avadeln tng
EMM kat mapouotddel éva HOVTENO KATNYOPLOTIOINONG TG TTAYKOOUIOG
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TMONTELOTNTAG. 2TN OUVEXEL YiveTal avagopd otn peBodoloyia épeuvag
KOl CUYKEKPIUEVA OTOV TPOTIO GUANOYNAG KAl AVAAUONG TWV EPTTEIPIKWY
Sedopévwv. Mpiv mapouactactolv ta Bactkd upruata, To dpbpo ava-
PEPETAL OTO TTAAICIO TNE TTOMTIKNAG eKTTaidevONnC Pe BAon Ta avaAuTIKA
npoypdupata ™ EAAdag kat tng Zoundiac. To apbpo KAeivel pe tnv
EPUNVEIQ TWV EVPNUATWY Kal TNV €YWY CUUTEQPACUATWV.

2. Naykoopia mohitetotnta Ka n avadeién e ENN

H moAITeldTNTa amoTEAEL MIa TTOAITIOMIKE KATOOKEUT, N OTTOi0 EVOWUATW-
VETAL 0TO EKAOTOTE KOIVWVIKO-TIONITIKO TIEPIBANNOV KAl WG EK TOUTOU EXEL
KATA KAlPoUC OPIOTEL UE SIAPOPETIKOUC TPOTTIOUC O€ SIAPOPETIKEC YAWO-
0€&G. 2NV EAANVIKN opoloyia, N évvola tng moAiteldtntag amodidetal ou-
vABw¢ w¢ 1Bayévela  wg urtnkodTNTa. H 18ayévela Tapaméumnel otn Qu-
AETIKN KATAYWYN Kal 0TO0 cUVAKOAoUB0 SIKAiWA TOU AVAKELV O€ [Ia KU-
piapxn €BvoTikA opdada, evw n UTTNKOOTNTA UTTOSNAWVEL TO AVAKELV TOU
aTOMOU OTO TOAITIKA Kupiapxo Kpdtog (Kovtoyiwpyng, 2003). H évvola
NG mMoAITEldTNTAC SlapopPwOnkKe TNV epiodo Tou AlaPWTIOHOU péoa
amo ta épya Twv Hobbes, Locke kat Rousseau, ot omroiol Bgpeliwoav tnv
16£€0a TOU KOIVWVIKOU CUMPBOAAIOU TIPOKEIUEVOU VA 0pI0OUV TN OXE0T TOU
ATOMOU HE TO KPATOG: «CUUPWVOUE OE €va KOWVWVIKO cUMPBOAaLO Kal
AdpPa ATTOKTOUME TTOATIKA SIKAIWUATA ME AVTAAQYMA TNV UTTaywyn Hag
oto vouo» (Peters, Britton & Blee, 2008:2). H Bswpia tTn¢ moMiteldtntag
e€elixOnke onUavTikd 0To TTPWTO HIoO Tou 20° alwva e To €pyo Tou T
H. Marshall (1950), o omoioc cuvédeoe TNV 16€a TOU KPATOUC TTPOVOLAC PE
NV MANPEN €KPPACN MIAG ONUOKPATIKAG TTOMTEIOTNTAC, EVW TIPOCEPATA
MIAAPE KAl VIO UTTEPEBVIKEG LOPPEC TTOAITEIOTNTAC.

2 UYKEKPIMEVQ, N TTAYKOOMIOTIONOT €XEL EUTTOTIOEL PE UIO TTAYKOOULA
Sidotaon TNV évvola TNE MOMTEIOTNTAC KAl OPKETOI/EC EPEVVNTEC/TPIEC
ava@épovtal oTn Aeyopevn «rraykdouia moAtelotntay» (BA. Armstrong,
2006" Davies, Evans & Reid, 2005° Heater, 1997" Tully, 2008). O cuykepa-
OMOC TWV EVVOLWY «TTAYKOCUIOTIOINGN» KAl «TTONTEIOTNTA» PEPVEL Hadi TIC
TTOAUTTAOKEG LOTOPIEC TNG KAOE évvolag, evw odnyei otn dnuioupyia evog
ouvBeTou Tediou oV eyeipel VEA pWTAUATA Kal SiVEL VEEC ATTAVTIOEIG
yla ™ oxéon maykoouiag StakuEpvnong Kat TayKOOIAS TTOMTEIOTNTAG
(Tully, 2008:15). H Heater (1997:36) ta&vopei tTnv évvola tng mayKOOULOG
moAITeldTNTAG aTTo Yia aca@r avtiAnyn mou pag BéAel GAoug mTaykOoul-
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0UC TTONTEC W PEAN TNC avOPWTOTNTAC, TTPOC HIC TIEPIOOOTEPO OUVEI-
Ot avtiAnyn nwc gipaote umevBuvol yla TNV KATACTACN TOU TTAAVH-
TN Kal UTTayOaoTe o€ évav NOIkO vOUo Kal v TéAEL, TIpog pia ptlooTa-
OTIKA avtiAnyn mou mpoacmiletal TNV UTAPEN UTIEPEBVIKWY TTOAITIKWV
OPXWV Kal Jia KOOUOTOAITIKN dnpokpatia. Qotdco, OTw mapatnpEi o
Armstrong (2006), pia EekaBapn petaotpori amd TNV €BvVIKN TTPO¢ TN
TTAYKOOUIA TTOANTEIOTNTA O€V gival akOpa EPIKTH Kal AuTd TTou cupPaivel
gival TePLooOTEPO N oUVUTIAPEN SIAPOPETIKWY HOPPWV TTONTEIOTNTAG.
MNa tnv eknaidgvon, n cuvunapn autr avadelkVUEL VEA EPWTHMATA OXE-
TIKA E TOV TPOTIO TTOU TA OXOAEIQ UTTOPOUV Va SIAXEIPIOTOUV TN PEVOTH
@ULON TNS MOAITEIOTNTAC OTA TAAICIA TNG TAyKoopomoinong, 1biwg péoa
amé pabnuata 6mwc n MOATIKN eKmaidevuon mou umopei va punv avadel-
KvUoUuV Travta TI aAayég ou €xouv mpokUYel (Davies, Evans & Reid,
2005:72).

JUuewva pe Tov Bourn (2015), n Ekmaideuon tou MNaykdoutou MoAitn
(EMM) mpoomaBei va amavtioel o autd ta epwtrpata. H EMM avadei-
xOnke w¢ 6pog TN dekaetia Tou 1990, mapdA\nAa pe TNV avadelén tng
«Ekmaidevonc yia ™ Biwoiun Avantuén», Kal CUYKEKPIUEVA OKOAOU-
Bwvtag tTnv mTwon Tou Teixoug Tou BepoAivou kat Tnv Katdppeuon tng
Jofietikng Evwong. Q¢ amotéAeopa TwV IOTOPLIKWY AUTWY YEYOVOTWV
TIPOEKUPE N avaykn va 00ei éugacn oTnv Katavonon mayKOCUIWY @al-
VOUEVWVY KOIVWVIKAC, TTOAITIKAG, OIKOVOMIKAG KAl TIEPIBAANOVTIKAG pUOE-
W¢, EVW N ekmaideuon yla TNV MOAITEIOTNTA EMPETTE va avadlapopwOei
pe Bdaon ta véa maykoopia dedopéva. Ta Teheutaia xpovia, wa agvi-
ki avlnon tn¢ BiAoypagiac yupw amd tnv mayKOoUIa TTOAITEIOTATA
¢dwoe wlnon otnv e€dmiwon tng EMM, n omoia cupPwva pe Tov Bourn
(2015:22), opeileTal: a) 0ToV KABOPIOHO TWV «AVATITUELAKWV ZTOXWV TNG
XiAietiag» 1o 2000 (ot omoiol amd 1o 2015 Kal PeTd avaBewpndnkav Kat
METOVOUAOTNKAV OE «XTOXOUC Yia Tn Biwoiun Avamtuény), B) otnv &x-
otpateia «<Kavte Tn pTwxEla mapeAbov» To 2005, Kal y) oTNV avayvwpelon
ano tov MNaykoéopio Boppd mwg 0 eupUTEPOC KOOUOG KAl Ol avanTuo00-
peveg xwpeg dev Bpiokovtal mAéov 1600 HaKPLA.

E€etalovtac tnv eupeia ykaua BiAloypagiac yia tnv EMM, ymopei ka-
vei¢ va mapatnpnoel Twg Sgv UTTAPXEL Evag Kova amodeKTOG OpIoUOC Kal
WG N évvold TNG TAYKOOUIOC TTOMTEIOTNTAC applofnTeital iblaitepa. Ap-
KETOl EPELVNTEC/TPLEC EXOUV TTPOOTIAONOEL VA EpnveVcouy TV EMM otn
[Baon SragpopeTikwy Bewplwv Mou KupaivovTal amd Tov PINeAEUBEPIOUO,
TOV KOOUOTIOMTIOUO Kal Tov avBpwriopd (Nussbaum, 2002 Noddings,
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2005), Tn petaoyxnuatioTiki padnon (Richardson, 2008) kat TNV KPITIKA
Kal petamotkiakn Bewpia (Bourn, 2015 Andreotti, 2011). Z0p@wva pe TN
Nussbaum (2002), n EMM éxel wg otoxo TNV KaAEpyela Tou avBpwri-
OMOU PEOA aTTO TPELG IKAVOTNTEG TTOU KPIVOVTAL WG AmapaitnTES yla Evav
aAMnAoe€aptwuevo KOoUOo. H TpwTtn IKAvOTNTa £XEL VA KAVEL UE évav
KPITIKO OVOOTOXAOMO TOU £AUTOU Kal TWV TTAPASO0EWVY AG KAl TTPOUTTO-
B¢tel Tn Aoyikn avdAuon otn Bdon ¢ ZwKPATIKAG HEBdSou emixelpn-
patoloyiag. H deutepn oxetietal Pe TNV IKAVOTNTA VA OKEPTOUAOTE WG
TIONITEC TOU KOO0V, w¢ avOpwrtiva ovta mou oxeti(ovtal e OAa Ta AN
avBpwriva OvTta Kal Oxl WS TTONITEG KATTOLAG TOTTIKAG KOvOTNTAC i OMd-
bac. Kat n tpitn IkavotnTa €ival n AeyOUEVN «a@nynUATIKN QavVTacio»
(narrative imagination) mou HETABANNEL TNV OTITIKI} MAC ATTO TO EYW OTOV
Ao AvBpwTo Kal CUVTEAEL 0TO VA CUPPEPI(OUAOTE Ta ouvVAICONuATA,
TOUG OTOXOUG Kal TIG TTPO0SOKIEC TOU S1aPopeTIKOU AANOU.

ATo TN OKOTIA TNG METAOXNMATIOTIKAG HAOnong, o pdhog tng EMM
gival Sim\o¢. Anté tn pia, n EMMN ogeilel va avantuéel cToug/oTig pabn-
TEG/TPLEG MIa TTAYKOOMIA avTIANYN, wbwvTag Toug va apelofnTtolv Ka-
TEOTNUEVEC ANOYIKEC Kal TTEMOIOAOELC, Kal armo TV AANAn, n EMNM mpémet va
€VOUVAUWVEL TOUC/TIC HABNTEC/TPLEG VA CUMMETEXOUV EVEPYA OTNV ETTI-
Auon maykoopwy mpokAnoewv (Richardson, 2008). Ot paBntég/Tpleg
«o@EINOLV va SIOUOPPUWOOLV UIA EVNUEPWHEVN OTACN ATTéVavTl OToV
avTiKTUTIO TTOV €€l N maykooulomoinon otn (wr toug, otn {wr Twv AA-
Awy, Kal oTov MAavATN YevIKoTEPa» (Richardson, 2008:125). AutoU tou &i-
6ou¢ n otdon €ival To amoTéEAECUA HIag HETAOKXNUATIOTIKAC Stadikaoiag
OTNV oToid ol HaBNTEC/TPLEC evBappUVOVTal VA EEETACOLV KPITIKA (NTH-
pata Omwe 0 KATavOAWTIOHOG Kal TO EAEVBEPO EUTTOPIO KAl €V OUVEXEID
Va TTIPOTEIVOUV OXETIKEC SPATEIC YIa TNV AVTIMETWTTION TOUC. € AUTO TO
TAQio10, N ABNON TOL YVWOTIKOU TTEPLEXOMEVOU DEV APKEL KAl TIPETTEL VA
ouvodevetal Pe pia aiobnon dpdong kal autevépyelac.

>N Bdon Tn¢ peTamolkiakng Bewpiag, n Andreotti (2006, 2011) &I
axwpiCel TIG KPITIKEG TTPOOEYYIOELG avagpoplkd e Tnv EMM og oxéon pe
TIG TTO «NTILEGH PINENEVDEPEC TIPOOEYYIOEIG TTOU TTIPOWBOOUV «OUBETEPEC
TIAYKOOMIEG UTTOKEIMEVIKOTNTEGY. Mia peTamolkiakr mpooéyylon tng EMM
Oivel €upaaon O0To TTWE TAPAYETAL N YVWOT), ETTIKEVTPWVETAL TNV AVATITU-
&n uag avaabuiopévng avaoTtoxaoTiKOTNTAG, acyoAeital maidaywyikd
pE TN «Sixoyvwpio» mpokeluévou va BonBroel Toud/TIg HabnTég/Tpleg
va avtigetwrioouvv diagopa mapdadoa kal mepimioka mpofAruata
Kal, Té\og, fonBdel oto va dovpe tnv EMM mépa and SIAppata 6mwe o
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€OVOKEVTPIOPOC KAl 0 amdAUTOC OXETIKIONOG (Andreotti, 2011:395). Mia
TETOLO TTIPOCEYYION ATIAUTE TIPOPAVWC EKTTAIOEVUTIKOUC TTOU Eival «KPITIKA
EYYPAUMATO KAl AEITOUPYOUV WC «TTOMTIOMIKOL SlapecorafnTég», &n-
Aadn we yépupa emkovwviag kal apolfaiag katavénong Twv MOAITIOUI-
KWV Slapopwy, amo@elyovtag TNV avamapaywyr] oTEPEOTUNTWY TTou Ba
pmopoucav va BAdpouv Tou/Tic pabntéc/Tpleg Toug (Andreotti, 2011).
JUVOTTIKA, N HEAETN TNG BIBAoypaiag yupw amo tnv EMNM €xet ava-
Oeiel pia oglpd Kovwv avagopwv, cUPEwvaA Pe tnv Pashby (2013:114-
116). Apxikd, n EMM avayvwpilel mw¢ éva onUAvTIKO KOUUATL TWV TTPO-
BANUATIKWY KATACTACEWV TTOU AVTIMETWITICOVME €ival TTAYKOOMIAG QU-
OEWC, OTIWC YA TTAPASEIYUA N PTWYELA, TO GAIVOUEVO TOU BepoKnTTiou,
0 16¢ Tou AIDS, 0 patolopndc, ol TOAEHOL K.A. KAl WE EK TOUTOU UTTAPXEL HLa
«nOIKr UTTOXPEWON» OTO VA EMEKTEIVOUKE TNV AVTIANYN TTOU €XOUHE Yla
TNV MoAITeEdTNTA TIéPa amo Tta €0vikd olvopa. Emiong, n EMNM vmootn-
piCel WG ol HaBNTEC/TPLEG TIPEMEL VA ATTOKTAOOLV [ia aicBnon dpdong
KOl AUTEVEPYELAG TTOU EEPEVYEL amd TN AoyIK TS @IAavBpwrtiag Kat mme-
pAapBAvel TNV KPITIKA €E£TACN KOWVWVIKWV QAIVOPEVWY. Q¢ CUVETIELD,
Ta oxoA€ia ogeilouv va maifouv éva oTpatnytko pdAo oTnv KaANIEpYELD
pag S€opeuong yia TNV KOWwVIKH SIKALOoUVN, VW Ta OXOAIKA eyxelpidla
nipénel va emefepyalovtal KpITIKA veoPINeAeUBepeC aiec kal SUTIKOKE-
VIPIKEC Tpooeyyioelc. Méow tng EMM, n ekmaidgvon umopei va acXoAn-
Bel evepyd pe mMOANATAA Kat TTEPIMAOKA B€pata TTOAITEIOTNTAC KAl TAUTO-
NTAG, OTIWC AUTA TTIOU €XOuV avagepBei mapamavw. Ev téhel, pia Kpiti-
K] mpooéyylon tn¢ EMM pmopei va evduvapwaoel Toud/Tic podntéc/Tplec,
WOTE VA AVACTOXAOTOUV KPITIKA TIG SIKEC TOUG TTOMTIOMIKEG TTAPASOOELG
Kal maiola avagopdg, eyeipovtag Béuata nOIKA¢ autoouveldnaiag Kat
SivovTtag xwpo otnv avadelén S1aQopeTIKWY MEANOVTIKWY KATEVOUVOEWV.

3. OcwpnTiko mAaioto: Katnyoptlomolwvrag tTnv maykoopia
noMreidTnta

'Onw¢ avaeépdnke mponyoupévwe, Slagopa HovTéAA €Xouv Katd Kal-
poU¢ TpooTabrioel va oploBeTrioouV TNV évvola TNG TTAYKOOGUIAC TTOAI-
TeldTNTAC KAl Kat'eméktaon tng EMNM. To mapdév dpbpo Baciletal otnv
Katnyoplomnoinon mou mpotadnke amd toug Oxley kat Morris (2013), ka-
Bwc mephapPBavel pia die€odikry avdiuon tng oxeTikng PiBAloypdglac.
Juykekplpéva, ot Oxley kat Morris (2013) evtémoav okTw Pacikég Osw-
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PAOEIC YIa TNV TTAYKOOMIA TTOMTEIOTNTA, TIC OTIOIEC KATNYOpPloToinoav o€
Ouo eupUTEPEC OUAOEG: AUTH TOU KOGHOTIOAITIOMOU TIou TrEpIAapBAvel
TIC EMKPATEOTEPEC OeWPOEIC KAl Ula EVOANAKTIKA opdda mou Baoile-
Tal og Oewpnoelc Slekdiknong SikawPATwy. TNV oudda Tou KOGUOTIO-
AITIopoU avrKouv N MOAITIKY, N NOIKK, N OIKOVOMIKH Kal N TTOATIOUIKN
Bewpnon TN mMaykOouIag MOATEIOTNTAC, evw oTnv opdada Siekdiknong
SIKAIWUATWY avAKOUV N KOWVWVIKE, N KPITIKA, N TEPIBANOVTIKN Kal N
niveupatikn Bewpnon. O Mivakag 1 mapoucidlel t1i¢ Stapopes Bewpnoelg,
ouumepIAauBavovtag KUploug BewpnTikoUg Kal Bacikég O£oelC yia kKaBe
Bewpnon.

Nivakag 1. Katnyopiec tn¢ maykéouiag moAiteiétntag

ue Bdon ™ BiBAioypagia
Oswpnol Kopiot Baokég Oéoel
pnon OswpnTiKoi . S
Oswprjoei; otn BAon Tou KOOUOMOAITIGUOU
MoAiTikn Kant Rawls ‘Eppacn otn ox€on Tou atOpou
TIAyKOo LA ME TO KPATOG KAl AAMNEG LOPPEC

TTOMTEIOTNTA

TMOMTEUPATWY, OTTWE Yia TTapAdSelyua
N KOOUOTOATIKN Snuokpartia

HBkr maykoouia
TMOAITEIOTNTA

Jtwikoi' Kant®
Sen’ Nussbaum

‘Epgaon otnv nOIKr 0Taon atopwv
Kal opadwy, Owe ekppaletal péca
amo 1a avBpwmva dikalwuata

OlKovouIKN
TTAyKOoULa
TOAITEIOTNTA

Hayek
Friedman’
Smith’

Quesnay’ Bowen

‘Epgaon otn oxéon petady Tng
e&ouaiag, Twv HopPPWV Tou
Ke@aAaiouv, TNG Epyaciag, Twv
MOPWV Kal TwV avOpwimvwv
ouvONKwy, KATL TO 0TT0i0 CLXVA
mapouctaletal we digbvric avamtuén

MoAtiopIkn
TTAyKOo LA
TOAITEIOTNTA

J.S. Mill*
Nietzsche
(tibermensch)

‘Eppacn ota cOola mou
evwvouy Kal dtaxwpilouv Ta HéEAN
TWV KOWVWVLWY, |IE ETIIKEVTPO TNV
TTAYKOOUIOTTOINON TWV TEXVWY, TWV
UEOWV EMKOIVWVIAC, TWV YAWTOWY,
TWV EMOTNUWY KAl TWV TEXVOAOYIWV
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Bewpnoeig otn fdon tne Siekdiknong SIKaIWUATWY

Kotvwvikn Habermas ‘Eppaocn otnv aAnAemidpaon
TTAyKOo LA (emKowvwviakn peTadl atopwy Kal opddwv Kat 0To
TTOMTEIOTNTA AoyIKn) va §00ei «pwvr» oToug avBpwmoug,

OTIWG AVTITTPOOWTTEVEL N TTAYKOOUIA
Kolvwvia moArtwv

Kpttikn Escobar Said" ‘Ep@aon oTI¢ TPOKAACELG TTOU

TTAyKOOUIA Gramsci’ TPOKUTITOUV ATTO TIC ASIKIEC KAl TNV

TMOAITEIOTNTA Marx® Kprtikn KATATTEDOT), KPITIK ATTEVAVTL OTIG
Maidaywyikn KOWVWVIKEG VOPUEG TIPOKEIMEVOU
(m.x. Freire) va ipoaxBei n dpdon yia Beitiwon

NG Cwrg 6owv €xouv oTepnBei/Twv
KOIVWVIKA aduvAtwy, Kupiwg péow
UlaG UETAmMOIKIaKAS atévtag

MeptBal\ovTikn Dobson* Epgacn otnv mpowBnon aAhaywv
TTAYKOOULA Richardson* OXETIKA e TIC avBpwiveg SPATELS
TTONTELOTNTA Jelin amévavTl 0To GUOIKO TIEPIBANAOVY,

KATL TTOU YEVIKA amOKaAEiTal wg
atCévra yia ) Biwoiun avamtuén

MvevpaTikn Danesh’ Ep@aon oTIG Un EMOTNMOVIKES
TTAYKOOUIA BpnOKeUTIKA KOl N UETPAOIUEC TTAEUPEC TWV
TMOAITEIOTNTA Keipeva avBpwmvwyv oXE0EWVY, KUPIWG HEoW

¢ mpowbnong apxwv Omwe n
@povTida, n ayarrn, ol TVEVUATIKES
Kal ouvaloBnUaTIKEG OXETEIG

Mnyn: Oxley & Morris, 2013:306 (S1krj pou PETAPPAON Kal EMeEepyacia)

O KOOUOTOAITIONOG WG évvola TTNYALEL Ao TO APXALOEANNVIKO 10EW-
OEC TOU OIKOUUEVIOMOU, OTTOU 0 KOOUOC AmmOTENEL TNV 1OAN KAmolouv, &n-
Aadn 1o pépog ato omoio avikel. lNa toug Oxley kat Morris (2013), n mpw-
TN KATnyopia KOOUOTTOAITIOHOU OXeTiCeTal e TNV TTOAITIKY Bgwpnaon TN
TTAyKooulag moAtelotntac. Mia tétola Oswpnon Aapfavel piloomacTikod
XOPOKTAPA péow 6owv urmootnpifouv TNV 16€a £VOC TTAYKOOMIOU KPA-
TouG Sixwg eBvikd olvopa, émou TNV e€oucia Aapfavel pia SnPoKPATIKA
TTayKooula TToAlTeia Kat dAot ot AvBpwTIol £XOUV [id TTAYKOGILA UTTNKOO-
nTta. Mia dAAN ék@avon tng MOAITIKAG Bewpnong umootnpilel Tn dnuo-
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KpaTikomoinon Kal evioxuon twv dlebvwv opyaviopwy, 6Twe Ta Hvwpé-
va EBvn, kal v 16€a piag koopomoAitikng dnpokpatiag. H tpitn ekdoxn
NG MOAITIKAG Bewpnong oxetiletal e Evav armoKAAOUUEVO «aVAPXO-KO-
OMOTIOAITIOMO», O OTTOI0C UTTOPE( VA TIPOKUYPEL ATTO TNV €VioXuon Tou pod-
Aou Tn¢ maykoouag kovwviag moArtwyv Kat tn Sduvatdtnta StakuBépvn-
oNG HEOW UN KEPOOOKOTTIIKWV Kal E0EAOVTIKWV SIKTUWV KAl OPYAVICUWV.

H nBik Bewpnon tng maykoouiag moMTEIOTNTAG €Xel TIC Pileg TG
OTOUC ZTWIKOUC PINOCOPOUC Kal oToV Kant, o omoioc urmootriptée tnv 16éa
TTWC 601 0l AvOPWTIOL AVIAKOUUE € Ula eVidia NOIKA KOIVwVia. ZUYKEKPI-
MéVa, pLa TTayKOOoMIa NOIKN TTPETEL va gival OLKOUUEVIKY, KaBw¢ puévov
€QOOOV 01 NBIKEC adieg yivouv TTayKOOUIA ATTOSEKTEC UTTOPOUV VA EXOUV
KATTOIO OUCIOOTIKO AMOTEAECUA. YTIO AQuTr TNV avtiAnyn, n maykoouia
TIOANTEIOTNTA TTPETEL va Baciletal oTny mMpowBdnon Hiag maykoouiag noi-
KAG Kal 0TNV TTPOACTIION TWV TTAYKOOMIWY SIKAIWUATWY Tou avBpwriou,
OTIWC AUTA, Yla MTAPAdElyUa, ATOTUTTIWVOVTAL 0T ZUUBaon Twv Hvwué-
vwv EBvwv yla ta AvBpwmiva Alkaiwpata. 2& avtiBeon €pxetal n olkovo-
MIKA Bgwpnon TNG mayKOoUIag TONITEIOTNTAC, N omfoia TpowBei Ta 16ew-
On Tou VEOPINENEUBEPIOPOU, TWV ETTIXEIPNOEWY, TNG EAEVOEPNC AYOPAC
Kal Tou avBpwmivou Ke@aAaiou. Aixwg Tov ePLoPIoKS NOIKWV GPaAYUWY,
n olkovopik] Bewpnon Sivel £U@acn oTNV OLKOVOUIKH avATITUén, oTov
KOATAVAAWTIOUO KAl OTOV EMTIOUS Kal TIEPLYPAPEL EVUEVWC TIC PIAAVOpw-
TMKEC SPACTNPIOTNTES TWV TTOAVEBVIKWY EMIXEIPHOEWYV TTOU TIpowBouvTal
HE TNV €évvola TNG «ETAIPIKAG KOIVWVIKNAG euBUVNe». H TeheuTaia Bewpnon
TTAYKOOUIAC TIOMTEIOTNTAC OTO TTACCIO TOU KOOUOTIOAITIOMOU opileTal w¢
TOAITIOMIKN Kal ava@épetal otnv amodoxr| SIaQOPETIKWY TTOATIOUIKWV
TIPAKTIKWY, 0TNV AVATITUEN TTOAITIOUIKWY IKAVOTATWY, O€ pia NOKr oTtd-
on Kal otnv mPoofacn o€ Hia QIAEAEVOEPN TTOAUTIOAITIOMIKY) KOWVWVia.
AuTtoU Tou TUTIoU N BeWpnon cuvdEeTal UE TNV TTIOANITIOUIKE TTAYKOOIO-
moinon mou powBeital péoa amd TIC TTPAKTIKEG TWV MECWV HAJIKAG ETTI-
KOIVWVIAC Kal TNV EMKPATNON YAWOOoWV O1wg Ta AyyAIKA.

H &gutepn oudda katnyoplomoinong tTng maykoopiag moMTeldTNTaAG,
onwg opiotnke amd Toug Oxley kat Morris (2013), mepA\apAvel OXETIKI-
OTIKEC KAl ONOTIKEC (AMYOTEPO EYWKEVTPIKES) avTIAAYELC oTn Bdon piag
aKTIBIOTIKAG TTpocéyylong Olekdiknong SIKAIWUATWY, TTOU €PXETAl OF
avtiBeon He TIC TpoavapePBEeioeC KOGUOTOAITIKEC AVTINAYELC. XTNn OU-
YKEKPIUEVN OHAdA AVAKOUV N KOWVWVIKK, N KPITIKA, N TEPIBANOVTIKNA
Kal N TIVELUUATIKN Bewpnon NS MAayKOOULAC TTOMTEIOTNTAC. H KOWVWVIKN
TTAYKOOULA TIONITEIOTNTA TIEPIYPAPETAL WG «SIAKPATIKOG AKTIBIOUOG» TTOU
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ekONAWVETAL KUPIWCE MECW TWV OPYAVICHUWV KOIVWVIOC TWV TTOAITWV Kal
WG EK TOUTOU QPEPEL OPOLOTNTEG LE TOV «AVAPXO-KOOUOTIOAITIOUS». QOTo-
00, 6ev TTPOAYEL OIKOUMEVIKOU XapaKTAPA I0E0AOYIEC Kal 0TOXOUC, KABWC
TA MEAN TNG TTAYKOOMIAC KOWVWVIAC TTOAMTWY EMAEYOUV IO CUYKEKPIUEVN
KOIVWVIKN TTpocéyylon otn faon yla mapddelypa tou @UAoU, TNG EOVIKO-
™NTaC, TNG 0e€OVANIKOTNTAC, TNG avamnpiag i TN KOIVwVIKAC Taénc. H
KOWWVIKN Bewpnon Slagépel emiong and évav NOIKO KOGUOTOATIOUO,
kaBw¢ pmopei va mepihapBdvel dtopa kat opyaviopoug mou mpowdouv
TO MUCTIKIONO, TOV KOUMATIONO, akopa Kat T Bia.

H kp(TIkr) Taykoouia TTOANITEIOTNTA €XEL TIG PiCEC TNG OTIC METATTOIKI-
aKéC Bewpieg kal TomoBeTeiTal cUXVA OTO AVTIOETO AKPO TWV KOGHOTIO-
ANiTikwv avtiAnPewv. Ot UTTOOTNPIKTEC TNG KPITIKAG Bewpnong XapakTn-
piouv TOV KOOUOTIOMTIONO WC OUVWVUMPO TNG SUTIKAC EKUETANEUONC
Kal TOU IUTTEPLAALIOUOU, TTAPOoUCtalovTag WG eVAAAKTIKE HLa TTAYKOOULA
moAiteldtnta otn Bdon NG SlapopeTIKOTNTAG Kal autol mou o Tully
(2008:29) eplypA@El WG évav KOGHO TToU «oTnpileTal Ye apolfaio Tpomo
OTIC OTOMIKEC ENeLOEPiEC TV TTOMTWY TOou». H KpITikr Bewpnon mpow-
Bl pia pop@n «avti-nyepoviacy pe Tnv évvola tne amodounong Katarmi-
EOTIKWY TTAYKOOMIWV SOUWV KAl TNV TTPOAOCTIION TTIOAITIKWVY KOIVWVIKOU
HETAOXNHATIONOU. APKETOI €TTIONG UTTOOTNPLKTEG TNG KPITIKAC Bewpnong
MIAAVE yia TNV avAYKn UTIEPACTIIONG TWV avOpWTTIVWYV SIKAIWUATWY, ETTI-
TPETOVTAC €TOL TN CUOXETION METAEL TNG KPITIKAG, TNS NOIKAC KAl TG TTO-
AITIKAC Bewpnong maykOOUIAC TTONTEIOTNTAG.

H mepiBalhovTikr maykdopia moATeldTNTa BETEl O poTepAIOTNTA
TNV oIKoAoYIKNy ouveidnon otn Pdon TG QUOIKAC aAnhoefdptnong
OAWV TWV OTOoIXEIWV, avOpWMIVWV Kal YN, Tavw otn I'n kat pmopei va ek-
@pdadletal péow KUBEPVAOEWY, TNG KOWVWVIAC TWV TTOAITWV 1] TOU ETIXEI-
pNUATIkoU kdopou. H mepiBarlovtikn Bewpnon pmopei va SlaxwploTel
O€ TIEPIOOOTEPO AVOPWITOKEVTPIKI) I TIEPIOCOTEPO OIKOKEVTPIKI, avAlo-
ya e TNV éugaocn mou Sivetal oTov avBpwITivo mapdyovTa Kalt Ti¢ uBu-
VEG TToU €xel 0 AvBpwmog amévavtt otn uon. O BaciKOS OTOXOC AUTHS
¢ Bewpnong eivat n Blwotun avamtuén pe KUPLA XapAKTNPIOTIKA TNV
aAAnAokatavonon, Tnv evouvaiodnon Kat TNV ekTipnon tng dlagopeTi-
KOTNTAC. H TeEAeuTaia Bewpnon TNG TIVEVUATIKAG TTAYKOOUIAG TTOAITEIOTN-
Tag mpowBei TN olvdeon HeTalL TnNg miotng (i Tou cuvaleOnuaToC) Kat
NG OX€0NG MAC E TOV KOOMO. H CUYKEKPIUEVN BEWPNON ETTIKEVTPWVETAL
o€ Auha @atvopeva OTTWE N «ayarn» Kal n «@povTidar kal Sivel éupaon
oTNV KAAAIEPYELD TOU «KaAoU» TNG avBpwmdtnTac Kat tn PeAtiwon tng
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Kowwviac. Avagépetal Aotmov o€ 16€€¢ OTIw¢ N evouvaiobnon, o aktpou-
IOMOC Kal N @AavBpwia TPpog OAN TNV avBpwndTNTa, EVW EMOIWKEL TTO-
YKOOUIA KOIVWVIKH Sikaloouvn.

4, MeBodoloyia épevvag

Ta mapov apBpo Bacifetal otn HeETATTUXIOKA Ko €pguva Tou Sie€rxOn
10 2014 oto TMAaiclo Tou TpoypdppaTog «AleBVAC Kal ZuyKkprtikn Ekmai-
Sevon» oto MavemoTAo TNG ZToKXOAUNG, Zoundia (BA. Symeonidis,
2015). ZuyKeKpIUEVa, N €PEVVA VIOBETNOE TO OXESIAOUO TNG CUYKPITIKAG
MEANETNC mepimTwonc (Bryman, 2012) mpoKelpévou va avaluoel Tov TpO-
TT0 TTOU TIPOCEYYileTal N TTAYKOOUIA TTOMTEIOTNTA aTTd eKMAIOEUTIKOUC KAl
padntég/tple og EAMASa kat Zoundia. Ot Suo xwpeg emeAéynoav we pHéEAn
O1eBvwv opyaviopwy (m.x. EE, OHE, OOZA) mou mmpowBouv tnv maykdouia
ekmaideuon, evw Kal oTIC SUO XWPEC N PeTavAoTeVoN €xel auéndei pa-
y&aia ta TeAeuTaia €ikool XpOVIa, UE ATTOTEAEGHA TNV AVOS0 EOVIKIOTIKWY
Kivnudtwv. Avd xwpa emeAéynoav ol TepImtwoelg Suo SnUOcIwvV OXOoAEi-
WV 1oV PBpiokovTtal 0TO KEVTPO Heyalourtodewv (@ecoalovikn, EANNada
Kal ZToxkOAUn, Zoundia), e Baon ta KpItripla TNG TPOoRACIHOTNTAG Kal
TOU au€nuévou aplBpoU HaBNTWV/TPIWVY PE LETAVAOTEUTIKO UTTOBabpo.
lMNa tn culoyn 6edopévwy SilevepyriOnkav cuvolikd dwdeka nuido-
MNUEVEC OUVEVTEULEIC e eKTTAISEUTIKOUC, £€1 o€ KABE XWpa, KaBw¢ Kal
S6uvo opddeg eotiaong pe oUVONKA dwdeka HaBNTEC/TPLEC O KABE XW-
pa. Apou n épeuva é\afe éykplon amo to Yrmoupyeio Maideiag tng EANG-
0a¢ Kal TIG OXETIKEG apXEG 0Tn Zoundia, N emMAOYH TWV CUUUETEXOVTWV/
OUOWV €YIVE OKOTTIHA AapBdvovTtag oY TOUC OTOXOUG TNG €PELVAC.
Etol emAéxBnkav ekmaideutikoi mou S16ACKOUV TNV TTOAITIKA EKTTAi-
Seuon, evw ol HaBNTEG/TPLEG O KABE Xwpa avhKav otnv €KTn Taén tng
UTTOXPEWTIKAG ekmaideuong (11-12 eTwv) mou otnv EANAda avtioTtolyei
otnVv tehevTaia Ta&n Tou AnuoTikoU Kal oTn Zoundia otnv €KTn TAén Tou
UTTOXPEWTIKOU Ox0oAgiou. Ot OUVEVTEVEELC e TOUG/TIG eKTTAISEVTIKOUG &i-
XAV WG 0TOXO VA CUAEEOUV TTANPOPOPIEC YIa TNV KATAVONON TN TTAYKO-
OMIaG TTOAITEIOTNTAC WE évvolag, Tov TpoTo 1Tou diddokovTal Taykoouia
B€uata, TIC TPOKANCELC TTOU aAVTIMETWTTICOLV Ol eKTAISEUTIKOI, KABWC ETi-
ONG Kal KOAEC TIPAKTIKEC TTOU UrTopEi va epapuolouy oTi¢ Taéelg Touc. Ot
OUAdEC 0TIOONG HE TOUC/TIC HOBNTEC/TPIEC EiXaV WG ONUEIO avagopdg
TNV KAtavonon t¢ mayKOOUIAG TTOANITEIOTNTAC, TNV TTPOCEYYION OUYKE-
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KPIMEVWY TTAYKOOUIWY Bepdtwy (.. avBpwmiva SiKalwpata, QTWXELD,
Buwoiun avdntuén, maykooplonoinon), kKaBwg kat TNV Kowwviky dpa-
oTtnplomoinon Toug.

Ot ouvevteLEelg Kal ol OMABEC E0TIAONC NXOYPAPrIONKAV UE TNV EYKPL-
On TWV CUMPETEXOVTWV/OVoWV A avtioTtolxa tn SielBuvon Tou oxoAgiou
KOl 0T OUVEXELQ KATAYPAPNKAV OE TIPAKTIKA, TWV oToiwv n eneepya-
oia éywve pe TN péBodo TN Oepatikng avaluonc. Z0P@wva pE Toug Braun
kal Clarke (2012), n Ggpatiky avaluon ocuviotatal 6Tn CUCTNUATIKY
avayvwplon, opydvwon Kal katavénon emavaiaupavopsevwy potifwv
VONMATOG €VTOC €VOG GUVONOU SeSOPEVWY, HIE TA EPEVVNTIKA EPWTHMA-
Ta va kaBodnyouv tnv avixveuon Kal emMAoOyr Twv KATAANAWY PoTiBwy
VONUOTOC. XTN BAcn HIaC amaywyIKNE LOPPrC OUAOYIOUOU, N Bepatikni
avaiuon mpoékuPe amo TIC SIKEC Pou BewpnTIKEC TIPOKATAVONOEIC OTN
Bdaon tng oxetikng BipAoypapiag, evw Bépata avadeixbnkav kal ema-
YWYIKA ameuBeiag péoa and ta mPaKTIKA Twv ouvevteLEewv. H avaiuon
TWV EVPNUATWYV YiveTal Aotmmov avaioya e Ta e€1¢ Bépata: a) oTaon Twv
EKTTAUSEVUTIKWY ATTEVAVTI OTNV TTAYKOGULA TIOANTEIOTNTA, B) KaAIEpyela
IKAVOTATWY Kal TIPAKTIKEC S1daokaliag maykoouiwy Bepdtwy, y) Kata-
vonon NS MAyKOOUIAC TTOAITEIOTNTAC Armd TOUC/TIC MabnTéc/Tpleg kat O)
TIPOCEYYION TTAYKOOMIWY Bepdtwy Kat Kowvwvik Spactnplonoinon.

5. H maykoopia moATeldTNTa 6TA AVAAUTIKG TpOYpAppaTa
noMtiki¢ ekmaidevon¢ EANadag kat Zoundiag

3Ta AVOAUTIKA TIPOYPAUUOTA UTTOXPEWTIKAG ekmaideuong tng EAadac
MTTOPOUE VA EVTOTHOOUUE ava@OpEG o€ {NTAUATA OXETIKA PE TNV TIO-
yKkoouia moAiteldtnTa kat tnv EMM kupiwe ota pabruata tng «Mehétng
Tou NMepiBdMovtoc» (Nnmaywyeia kal mpwteg Té€ooeplg TAEEIC Tou An-
poTikoU) Kat TN «Kowvwvikn kat MoAtikng Aywyne» (KMA) (E'-XT" tdéeig
Tou AnpoTikoU Kat " Téd€n Tou Nupuvaciouv), xwpeic wotdoo va uTTApXEL
AKPIPBAC ava@opd OTn CUYKEKPIUEVN évvola 1] EKTTAISEUTIKI TTPOCEYYI-
on. Me d§ova tnv apxn TNG S1aBepaTikOTNTAC, TA AVAAUTIKA TIPOYPAU -
Ta TTOU T€ONnKav o€ e@appoyn amd to 2004-2005 édwoav éugacn otny
katavonon tou Siebvoug mepBAAAoVTOC, TPOoWOWVTAC ULa SIATTOAITIOMI-
Kr} otk Tou céPetatl TN SlaPoPETIKOTNTA KAl TIC TTOMTIOMIKEC 101aITE-
POTNTEG, EVW TIPOETOIPALEL TOUG/TIG HABNTEG/TPLEG YIa TNV KOWVWVIA TNG
TANPOYopPIac Kal TNG yVwong.
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JUYKEKPIPEVQ, To TIpoypaupa omoudwv tng KMA Sivel éugpaon otnv
«avAntuén TNG ENNVIKAC TAUTOTNTAG Kal ouveidnong pe Bdon tnv €Ovi-
KAl Kal TTOAITIOTIKY) KAnpovould» (Maidaywyilkd Ivotitouto, 2003:230),
npowBei woTdo0 Kat Tn cuveldntomnoinon 6Tt ot pabnTég/Tpleg Oev ival
amAw¢ TTOAITEC evog €Bvouc, ald moAiteg Tne Eupwmaikng Evwong kal
HEAN TNC S1EBVOUC KOVOTNTAG PE avTioTolxa SIKAIWMATA KAl UTTOXPEW-
oelc. O tedeutaiog aéovag yvwoTikou meplexopuevou tng KMA yia tig E’
Kal XT" ta€eig mephapPdvel ta €€ng Bépata: «To atopo Kal n Siebvng
kowvotnta, Maykoouiol diebveic opyaviopoi kat n ENada, Ta avBpwri-
va Sikaiwpata kat n Alebvric Kowvdtnta, Ta Kolvwvikd mpoARpata otn
61e6vn Toug Sidotaon» (Maidaywyiko Ivotitouto, 2003:233-4). MdAiota
otn " tad€n tou Nupvaciou mepihapBavetat o e€n¢ Ospatikog aovac: «To
Atopo-KoopomoAitng kat n Siebvric kowvotntar (Maidaywyikd lvotitov-
10, 2003:235).

Me Baon autol¢ Toug AEoVEC YVWOTIKOU TIEPLEXOMEVOU UTIAPXEL N
nemoiBnon 6Tt Ba kaAAigepynBoulv ol IKavdTNTEG TwV HaBNnTWV/TPIWLV va
avayvwpioouv T onuacia tng SieBvoug cuvepyaaoiag Kal €lprivng, Ka-
Bw¢ kal TNV avaykn ogfacpol Twv avlpwmvwy SIKAIWUATWY Kal TN
TpooTaciag Toug MePIBAANOVTOC, VA EKTIUNOOLV TO POAO Twv OlEbvwv
OPYAVIOUWY, va KatavooLuVv tnv aAnAemidpaon kpatwv Kal Aawv Kal
va TPoBANUATIOTOUV Yia Ta Sidgopa KOWWwVIKA TTPpoARuaTa 0ToV Ta-
YKOouI0 Xwpo (Maidaywyikod Ivotitouto, 2003:233-5). ZUVOTITIKA PopEl
KOVEIG va Tapatneroel Jid TPoomdbela va Yivel AOyog Yla TIC EUPUTEPEC
SlaoTtdoelg TNC TOMTEIOTNTAC, EVW OUYKEKPIUEVA YIA TNV TTAYKOOUIA TTO-
Atelotnta Sivetal éugpaocn otnv NOIKr, TEPIBAAMOVTIKI Kal KOWVWVIKA
Bewpnon, OMw¢ autég ekppdlovtal amod Tnv mpowbdnon tou Adyou yla
Ta avBpwmiva dikaiwpata, To mEPIPANOV Kal To poAo Twv SleBvwv op-
YOVIOUWV.

3T0 20ounSIKO aVOAUTIKO TTIPOYPAMA YA TNV UTTOXPEWTIKN EKTAISEU-
on, n évvola tng moAtelotnTac Aapfavet emiong StaBepatikd xapakTrpa,
KaBw¢ mpémel va cupmepIAApBAVETAL O Hia EUPEia YKAPA OXOA KWV Spa-
otnplotTwv mpwtoPdbulag kat deutepofabuiag ekmaidevong (Lind-
strom, 2013). Q¢ eupUTEPOC OKOTOC TNC ekTaidevong opiletatl n avdaykn
«0EBaouol Twv avlpwmvwy SIKAIWHATWY Kal TwV Bactkwv dnuokpaTti-
KWV alwv mavw oTig omoieg Baoiletal n oundikn kovwviox (Skolverket,
2018:5). Emionc, mpoPAénetal 0ti ) Sidaokalia pémel va SlamvéeTal amo
TIC €€AC YEVIKEC TIPOOTITIKEC: I0TOPIKN, TTEPIBAAOVTIKN, S1€Bvr Kal NOIKN
npoortiky (Skolverket, 2018:5). Zuykekpiyéva OPWC, N MOATELOTNTA Ol

COMPARATIVE AND INTERNATIONAL EDUCATION REVIEW ®m No25 m 2020



H EKMAIAEYZH TOY MATKOIMIOY MOAITH = 127

Saoketal péoa amod tn 6€oun HABNUATWY KOIVWVIKOU TIPOCAVATOAOUOU
Kal e181kOTEPA TO HABN A TNG TTONITIKAG ekmaideuong (civics), Ye To mepl-
EXOMEVO TOU pabnpaTog va Slagépel yia Tig Taelg 1-3, 4-6 kat 7-9.

H moAtikn ekmaidevon otn Zoundia oToxeVEl OTO va aAvanTu&el Tn
YVWON TwV HadnTtwv/Tplwv yia TNV aAnAemidpaon Tou aTOUou YE TNV
Kolvwvia, eygipovtag S1a@popeTikd Buata KOIVWVIKOU, OIKOVOUIKOU, TIE-
PIBAANOVTIKOU, VOUIKOU, ETIKOIVWVIOKOU KAl TTOAITIKOU TIEPIEXOUEVOU
(Skolverket, 2018:227). H mpowBnon tn¢ ZoundiKA¢ TautdtnTAS KAl OU-
veidnong dev gaivetal va mpowBOeital w¢ BAcIKOC 0TOXOC, OTIWE OTNV TIE-
pimtwon g EAAASaC, evw Kal otnv mepImTwon Tou Zoundikou avaiu-
TIKOU Tipoypdupatog dev untdpxel Eekabapn avagpopd otnv évvola Tng
TTAYKOOoUIAG TTOANTEIOTNTAC. [Naykdouta Béuata Siddokovtal Kupiwg otnv
EVOTNTA «ZWVTAC OTOV KOOHO» YId TIC TAEEIC 1-3, EVW YIA TIC UTTONOITTEC
Taéelg 4-9 divetal éugaon ota avBpwriva Sikalwpata Kat ta Stkalwpata
Tou madlov péoa amod TNV evoTNTA «AIKAIWUATA KAl To oVOTNUA SIKalo-
ouvVNEG». Ot CUYKEKPIPEVEC EVOTNTEC PaiveTal va TTPowBoUV pia NBIKA Kal
KOIVWVIKN Bewpnon Tng maykooulag moATelOTNTAC, evw Sivetal éugacn
KOl O€ JI0 OIKOVOUIKH Bewpnon Kupiwg péoa amo tnv evotnta «Kovwvi-
Kol mopot kal n Slavour] Touc».

6. Epmelpika evpnpata

3TN OUYKEKPIPEVN evoTnTa mapoucidldovtal Ta KUpla €UpAUaATa TWV
OUVEVTEVEEWV PE TOUC/TIC EKTTAISEUTIKOUC Kal TWV OHAdWV €0TIAONC UE
TOUG/TIG paBnTég/Tpleg oe EAAASa kat Zoundia. H mapouoiaon yivetat
otn Baon euplTepWV BEPATWY, OTIWC AUTA TTIPOEKUYPAV aTTO TNV BEUATIKA
avAaiuon TwV TTOLOTIKWY SeSOUEVWV.

H otdon Twv ekmatSeuTIKWV amévavti oTnV TaykOoula MOMTEIOTNTA

Ot ekmaibeuTikoi Kal oTI¢ Suo XWPES pWTABNKAV APXIKA Yld TO TTWG
0piCouV €VVOLEG OXETIKEG E TNV TIAYKOOLA TIOMTEIOTNTA, KABWE Kal yla
TIPOKARCELC TTOU uropei va avTipeTwriCouv otn SidackaAia autwy Twv
ewolwv. Xtnv EANASq, ol ekmaldeuTikoi avépepav Mwe mAPOTL €X0LV
OKOUOEL TTAPOUOIEG EVVOIEC, OEV TIC XPNOILOTIOIOUV CUXVA €SO OTNV Td-
&n. Q¢ ek TouTou ATAvV SUoKoAo va amodobei évac akpIBrRg OpIoUOC, EVWD
Olol/ec ol ekmaldeuTIKoi avagépBbnkav Kupiwg oe autd mou avtiauPa-
vovTal w¢ «1davikd TOATN» Kal w¢ «Eupwrtaio TOAITN», EVVOIEC TTOU TOUC
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nTav mo olkeiec. Mia kowvry dmoyn ATav MW OAOL HAC YIVOUOOTE TTOAITEC
HE TNV ATTOKTNON OPICHEVWVY KOWVWV adlwv Kal YU autd n AéEn «maideion
aAmoTUNTWONKE cuxVvd OTIC ONAWOELC TwV EAAAVWY eKMTAIOEVUTIKWV WS O
TPOTIOC LIE TOV OTTO{0 PUTTOPOUV Va KAAALEPYNBOoUV TAYKOOUIEC a&ieC OTOUC
avBpwmouc. H meloPneia Twv eKmaldeUTIKWY SHAWOE TWE N TTAyKOoULA
moAteldtnTa PEMEL va SI6A0KETAL 0Ta OXOAElQ, KABWC ol padnTéc/Tpleg
Bliwvouv TNV maykooulomoinon otnv Kabnuepivotnta TOUg, aKOUA Kal
av aUTO BeV EMTUYXAVETAL TTAHPWE AOYW TOU AVAAUTIKOU TIPOYPAUATOC
Kal TG MANBWpag HaBnudtwv kat VANG TTou TPETEL va KaAu@Bouv. H rra-
YKOOMIA TTOAITEIOTNTA CUVOEDNKE €MIONC E TNV EKUAONON AYYAIKWYV Kal
N SuvaTOTNTA Ol HABNTEC/TPIEG VA EPYACTOUV OTO EEWTEPLKO.

Mia Baoikr avtiAnyn mou EKQEACTNKE ATIO APKETOUC/EC eKTTASEUTI-
koU¢ otnv ENAAda givat n avdaykn KaAEpyElag, mpwTa ar’ 6Aad, TS EBVIKNAC
TAUTOTNTAG KAl CUVEIBNONG TWV HaBNTWV/TPLWY, TIPOKEINEVOU apydTEPa
va yivouv KatavonTtég Kal AANEC SIAOTACEIC TNG TTOAITEIOTNTAC, OTTWE N
Evpwmaikn i n maykéopia didotaon. MNa pia eKmaldeuTiko @AVNKE UAAL-
oTa Mwg N €0vIK TautotnTta dev mpodyeTal Tooo 600 Ba Empene:

To oxoAeio teivel va unepBeuartiCel Tnv 16éa Tou maykOouiov moAitn ot
onueio mmou umopel va Eydooue Tt onuaivel va siocat EAAnvag moAitng.
Eibikd ta oxoAika eyxeipidia teivouv va unepfBdArouv mavw o€ auto, KATi
yla 1o omoio Siapwvw. MoTtebw mw mMEEMEl va UTTAPXEL Uia I00ppoTTia
uetaéu tne eOvIKNG Kai TG maykéoulag 1816tnTag Tou moAitn kai Bacika
TEPIOOOTEPN éupacn MEEel MpwTa va Sivetal otnv EAAnvikr) tautdtnta.
Eivar aArBeia mwc iuaote 6Aot moAiTeg Tou kéopou, alrd Sev xpetaletar
va umepBaArouus we mpog auto.

Ot avtiNAYelg Twv eknmaldeuTIKwV oTnv EANASA yia TIG TTPOKANCELS
YUpw amo tn S1dackalia TG mayKOOUIAC TTOANTEIOTNTAG QaiveTal TioNG
nw¢ Stapépouv peTal Touc. MNa oplopévouc/ec Sev umapyouv 1dlaitepeg
TIPOKANOELG, KABWCS OTwE Aéve: «ol pabntég/tpleg ouvnBwg yvwpilouv
neploodTEPA am’ 6oa eI voui(oupe» Kal «Ol HOBNTEC/TPIEC OPEINOLV
va yVwpIioouv ToV TIPAYHUATIKO KOOUO Kal dpa €UEC WG eKMAISEVTIKOI
Oev TIPETIEL VA aTTOKPUTITOUME TNV aAnBetar. QoT1d00, OPICUEVOL/EC EK-
natdevtikoi SAwoav MOAU TTPOCEKTIKOI/EC 0ToV TPOTO TTou S18doKOoUVY
«gvaioOnta» maykdéouia Béuata, 6TTWC 0 PATOIOUOC 1] N opooia, e
TO EMIXEIPNUA TTWG «Ol HAONTEC/TPLEG UTTOPEL VA apXioOUV VA HOAWVOUV
1 va yeAave HeTadl Toug ) akdpa Kal va alobavBouv mpoofePAnuévol/
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€¢». Ot ouykekplévol/ec ekmmatdeuTikoi e€€ppaoav emiong To pofio mwe
n TOALTIKY Katdotaon TnG EAMGSag Adyw TnG OIKOVOMIKAG KPIiong Kal TNG
avadel&nc akpode&lwv TOMTIKWY KOUUATWY eV emTpémnel eDKOAA ouln-
TACELC TTOL APOPOUV GTNV TTAYKOOUIA TOMTELOTNTA.

>Tnv mepintwon tng Xoundiag, ot ekmaldeuTikoi e€€QPacaV Uia OIKEL-
OTNTA LIE TOV OPO TTAYKOCUIA TTOAITEIOTNTA, avayvwpilovtag Tn onuacia
KAl TNV EMKAIPOTNTA TOU PAIVOUEVOU. TNV TTPOOTIABEId VA OpicouV TNV
TTAYKOOULA TIOMTEIOTNTA, APKETOI/EC ekMAIOEUTIKOL KIviiBnKav TTpog pia
NOIkN avTiA\nPn KOOUOTIOAITIOMOU, MIAWVTAC YA TO YEYOVOC WG «ONOoL
ol avBpwrol Covpe padli otov KOOUO Kal polpalouaoTe KOWEC adiec»,
€VW Kal pia epIBarovTikn avtiAnyn avadeixbnke amd oplopévouc/eg
W¢ avaykn mpoaoTaciag Tou mepiBAalAovToc Kal aAAnAemidpaonc petalu
TWV avOpWIWV Kal TWV TTAyKOOUIWY @aivopévwy. H moAtiouikr didota-
on NG évvolag emiong emonuavOnke wg avAaykn yla Toug/Tig pabntég/
TPIEC VA YVwpioouv AANOUC TTOAITIOMOUG, va udBouv AyyAlkd kat va ta-
&6éYouv ) va epyacTtolVv oto e€WTePIKO. MNa pia ekMaldeUTIKO OV €p-
yadletal o€ TOAUTIOMTIOUIKEG TAEELC, N KPITIKN S1A0TACN TNG TTAYKOOUIAG
TIOAITEIOTNTAC ATTOTEAEL TOV BACIKO TPOTIO TTIPOKEIUEVOU VA KATAVONOOU-
PE TN S1aQOPETIKOTNTA KAl TIC TTOAUTIAOKEC SIA0TACEIC TWV TTAYKOOUIWY
(PAVOUEVWV.

H mpowBnon tn¢ ekmaideuong Tou mayKOGUIOU TTOAITN TTAPOUCIACTN-
KE W LA «UTTOXPEWGCN» TOU AVAAUTIKOU TIPOYPAUUATOC artd SAoUC Toug/
TIC eKTTAIOEVUTIKOUC, Ol aVTINAYELC Twv omoiwv emBeRaiwvouy Mwg To
YoundIko avaluTIKO TPoypaApUa Givel TTEPIOCOTEPN €UPacnh oTa avBpw-
mva Sikawpata mapd otnv €Bvikn moAiteldtnta. Omwe XapakTnPLoTIKA
AVAPEPEL UIA EKTTAIOEVTIKOC:

A€V EMKEVTPWYOUAOTE TOOO TTOAU 0TNnV €6vIKr TaUTATNTA KAl Olyoupa
Sev wiAdue yia to aioBnua tou va atobavetal KAmolog mepripavog Zoun-
66¢, aAa avtiBeta dibdokouue ota maidid To 0TI mpémel va 0gBOUaoTE
6Aou¢ Toug avBpwmouc, OAc TiG Bpnokeieg, OAeC TIG 0eE0UAMIKEG OXEDEIC.

Ma toug/Tig ekmaideuTikolG 0t Zoundia Sev UTIAPXOLV PEYANEG TTPO-
KAAoelg ot S1daokalia Twv BeUATWY TTAYKOOUIAC TTOMTEIOTNTAC, KABWC
OTIWG ava@épouy, autd ta Béuata «mpémel va SidaxBouv». AkOua Kal
av TTPOKUYPOUV avTIOPACELC ammd OPIOUEVOUC/EC LOBNTEC/TPIEC, UTIAPXEL
N aioBnon mw¢ gival emayyeApaTIKO KABKOV TwV EKTTAISEUTIKWY Va MI-
AoUv avolyTd evdvTia o pavopeva OTwG 0 PATOLIOMOG Kat N Eevogofia,
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€VW To B€ua NS KOWVWVIKAE SIKaloouvng avagpépOnKe w¢ Kaiplo MPOoKEl-
HEVOU Ol HaBNTEG/TPIEG VA KATAVOHOOUV TNV KOWVWVIKH TIPAYHATIKOTNTA
otnv omoia (ouv. Na mapddelypa, évag ekMAGEUTIKOC avapEpEL:

Otav myaivelg oto ueTpd Kai BAEmeic avBpwmouc va {ntiavetouy yia
xprpata, Sev UIMOPEIC va KAEIOEIG Ta UdTia O auTr) TNV Katdotaon. Xpel-
dCetat va BonBricouue ToUC/TIC UabnTé/TpieC va avoi§ouy Ta UATia TOUG
Kat va S1armoTwoouy 1w UImopoUV va KAVouV KAT! ylauTd. Asv UrTopeEi
va KpUBeIc autd Ta paivoueva, emeldn eivar SUoKoAo va AR OEIC yrauTd.

Y& avtiBeon pe tnv mepimtwon tng EANAdag, ol ekmaideuTikoi 0Tn
>oundia dev xpnotpomoinoav To emibeTo «guaiocBnToc» dTav piAnoav yia
Vv epnelpia didaockaliag Bepdtwy maykoouag moAITeldoTNTAC. Q0TO0O,
apkeToi avayvwploav Tn SUGKOAIQ TOUG VA TTOPOUGCIACOUV TNV TTOAUTIAO-
KOTNTA TWV TTAYKOOUIWY AUTWV PAIVOUEVWY, EVW 0 Au&avOueVoS OXOAI-
KOG OlaxwpIooC Pe BAon TNV €BVIKOTNTA KAl TNV KOWVWVIKN TIPOEAEUON
ava@épbnke wg mapdayovtag mou meplopilel tn Suvatotnta Twv Zoun-
SWV HabnTwv/Tplwv va aAANAEMISPACOUV UE HaBNTEC/TPIEC TTOU TIPOEP-
XOVTal Ao AANEG XWPEC.

KaAAiépyeia ikavotitwy Kai mpakTikéc SidaokaAiag maykoouiwy Beudtwv

>tnv EANGSQ, o1 ekmaideuTikoi TOU CUMETEXAV OTNV épeuva Dsw-
polV MW To Habnua Tng Kowvwvikig kat MoArmikng Aywync Bonbdet
TOUC/TIC HaBNTEC/TPIEC va ouveldnTomolroouy Ta SIKAlWPATA Kal TIC
UTTOXPEWOEIC TTOU €XOUV WG TOAiTeC TNG EANASac, tTng Eupwrng kat tou
KOOMOU. 2T AOYIK Hlag NOIKAG Bewpnong TnNG TayKOOUIAG TTOMTELS-
TNTAC, Ol EKTTAIOEVTIKOL avagépOnkav otnv KaANEpyela Tou ogfacpol
amévavtl atov SlaPopeTikd ANNO, emonpaivovTag mwe KATIL TETOLO gival
ONUAVTIKO KUpiwg AOyw TNC auénuévng PETAVAOTEUONG KAl TWV TIPO-
OQULYIKWV powv otnv EANGSa. H Sidackalia Tng maykooulag MOAITEID-
TnTag Bewpeitarl emiong 0TI UMoPEi va avanTuEel TNV KPITIKN OKEPN Kal
TNV aAnAokatavénon HeTady Twv padntwv/tpiwv. Qotdoo, udpxouv
Kal EM@UAAEELC W TTPOC TNV avoly T oulTnon yla B€éuata mou anmtovtal
NG TMONTIKAG Kal TNG EMKAIPOTNTAG. XTNV TMEPITTWON TTOU ol padntég/
TPLEC PE€POULV TTPOG oulriTnon oTtnV TA&n KAmolo maykoouio Béua mou &i-
Sav otnv TNAedpaon, n mMeloPneia Twv ekmatdeuTIKWV SHAWOE TTw¢ Ba
10 oul{nTrOoEl, WoTdoO OX1 B1e€0dIKA Kal auTd yiati amd Tn pia Sev umap-
XEL APKETOC OISAKTIKOG XpOVOC Kal amd tnv dAAn ol padntég/tpleg Sev
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BewpouvTtal akdOUa «aPKETA WPIHOW 1] «avamTulakd ETOIUO» WOTE va
oulnTrioouv yla «evaioOnta» Bpata.

Ma toug/T1g ekmatdeuTikoUg oTnV EANGSA, TO avaAuTiKO TIpoypappa
kaBopilel og peydo Fabuo to meplexdpevo TnG S1daoKaliag Toug, ondTe
OpPaCTNPIOTNTEC OXETIKEC PE TTAYKOOMIA Béuata meplopiovtal o auTtod
TTOU TIPOTEIVOUV Ta OXOAIKA eyxelpidia i} AapBdavouv xwpa otnv wpea Tng
Euéhiktng Zwvng. Baoikd Bépata Twv oxoAkwv eyxelptdiwv mephay-
Bdavouv tn Buwotun avamtuén kat Ta avBpwmiva SiIKkawpaTta, KUpiwg TN
Alebvn Z0paon tou OHE yia ta Aikaiwpata tou Maidiov. To Béua Tng
PTWYXELOG €MMIONG ATTAOYXOAEl CUXVA TOUG/TIG EKTAIOEUTIKOUG, TTAPOTL Yla
MEPIKOUC/EG eival «guaioBnTo» kat «duokoho» Béua, kabBwe Bewpeital
WG ol Hadntég/tpleg Sev €xouv avtioTtolxeg epmelpiec: «Htav Suokolo
va kataAdpouv we ta maidid otnv Appikn dev £xouv pdofacn oe To-
olpo vepd». H maykoopiomnoinon dev anotelei facikd Béua, kabwg Be-
wpeital wg mepimioko {ATnNUa mou SISACKETAL TTIO ATTOTEAECUATIKA OTN
Oeutepofdbuia ekmaideuon. Avagopikd pe SpacTnPIOTNTEG EKTOC TOU
avVOAUTIKOU TIPOYPAUMATOC, Ol EKTTASEVUTIKOI KAl 0Ta SUO OXOAEID avEPE-
PAV TIWG €XOUV KATA KAIPOoUC opyavwBei Sidpopa «piAavBpwikd uma-
Cap» yia T cUNNOYH XPNHATWY, TTAIKVIOIWV 1 TPOPIUWY TTOU OTéAVovTal
eite ota Madikd Xwpd SOS 1 otn UNICEF. EBelovtikég Spdoelg yia To
mePIBAANNOV, OTIWCE KABAPIOUOC [ia Avng 1 EQpUTEVON GEVTPWY, ETTIONC
avagépOnkav.

TNV mepintwon tng Zoundiag, n maykoouia MONITEIOTNTA AMTOTU-
TWVETAL O€ OlAPOPETIKEG TITUXEC TOU AVOAUTIKOU TIPOYPAMMATOC Kal
mpowBeital yéoa amd Ta MEPICCOTEPA PUABNUATA. ZUUPWVA HUE JIa EK-
TTAOEVTIKO: «ONO TO AVAAUTIKO Tpoypapua Sivel éugacn otn padnon
ylo Tov KOOUo». H ouyKekpluévn Tpocéyylon Bewpeital amnd Toug/TIC
ekmmatdeuTIkoUC 0Tn Zoundia mw¢ PonBdel otnv KaAAEpyela de€loTHTWY
OTIWE N evouvaiodnon, n KPITIKA OKEYN KAl N AQUTEVEPYELQ, EVW KAAIEP-
yei kat aiec Onwc to oeBaoud ot SlIAPOPETIKOTNTA, TNV APOTiwon oTa
avBpwmiva Sikalwpata Kat Tnv avnouyia yia 1o mepiBdAiov. Eivat xapa-
KTNPLOTIKO TIWG ot ekmatdeuTiKoi Kat ota U0 Zoundikd oxoAgia Tovioav
EUQATIKA TNV AVAYKN AUTEVEPYELAC Kal 5pAONC TWV HABNTWV/TPLWVY, €X0-
VTaG TNV memoibnon nmwg ol dvBpwrol pmopolv va Kdvouv tn Slagopd
amo pikpn NAKiaA. Na mapadetyua, pia eKmalSeUTIKOC avagEpeL: «Mpémel
va TTPooTaBnow Kal va TECW TOUC/TIC LaBNTEC/TPIEC UOU VA OKEPTOUV
SlaPOPETIKA, va TOAUR ooV va TTdpouv B€on Kal va UTIEPACTIIOTOUV Ta
SIKAIWUATA TOUC.
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Ta avBpwmiva Sikaiwpata Kal Kupiwe n Aiebvric XuuBaon tou OHE
yla ta Aikawpata tou Maidiov Siddokovtal EKTEVWE Kal Oxl PoVo 0TO
MABNMA TNG TTONITIKAG EKTTAIOELONG. ZUMPWVA HE UIa EKTTAOEUTIKO: «Ta
madld otn Zoundia €xouv pia TOAU KaAr yvwon tTwv avBpwmivwy Oi-
Kalwuatwy, kabwg Adn amd tn Seltepn TA&N Tou oXoheiou Soulevouv
OPKETA MAvw oTo Bépax. QOoTO0O0, TO BEUA TNG PTWXELAG OTOV TTAAVATN
BewpnOnke wg «duokohox» BEua, Tou ta madid «dev Ba ATav VKOO va
katavorioouv». Mapdélo mou 1o Bépa mephapPdvetal otn Sidackalia
NG TTOAITIKAG EKTTAIOEVONG, Ol EKTTAOEVTIKOI TIPOEKPIVAVULA ETTIPAVELD-
KA TIPooEyylon mou Mapouoldlel TIG XWPEeC Tou Maykoouiov Boppd wg
TIPOVOUIOUXEG: «@EAw va 8164w 0Tou/0TIC HaBNTEG/TPLEG MOV OTL TO
BlwTiko pag eminedo otn Zoundia gival TOAU KaAO, o€ ANEC XWPEC OUWG
auto Sev 1oxVE. Mia mapduola TTPOCEyyIon €YIVE Kal PE TO BEpa TG
TTAyKooplomoinong, étav pia ekmaldeuTIKOG TO CUVESEDE e TOV TTONEUO
oTN Zupia: «ol HaBNTEG/TPLEG TPETTEL VA KATAVORooUV &TL SV UTIAPXEL
QAO0@AAELD TTAVTOU OTOV KOGUO OTIWE 0T Zoundiay.

Avagpopikd Pe Tig SIGAKTIKEG TIPAKTIKEC, ol ekmaldeuTikoi otn Zoundia
AVEPEPQAV TIWE XPNOLLOTIOIOVV TO OXOMKO EYXELPISI0, XWPIC OpW auTo va
gival To emikevtpo tn¢ Si1daokaliag Toug étav MIAAVE Yia TNV TAyKOOoUIA
moAiteldtnTa. Na 1o okomd autd eépvouv ouvriBwe epnuepideg, PiIPAia,
TAWVIEC, XAPTEC KAl SOUAEVOULV APKETA HIE TOUC UTTOAOYIOTEC. ZUUPWVA UE
To mapdadelypa piag ekmatdeutikou: «Mpdogata Siafdoaue otnv Taén
yla TNV LlOTopia €VOG KOPITOLOU amd To AQyavioTAv TTOU ETIPETIE VA YiVel
ayopL TTPOKEIEVOU VA EMIPBIWOEI 0TO CUOTNUA TwWV TaAUavy». H cuppe-
TOXH TWV HABNTWV/TPILV O KOIVWVIKEG SpaoTtnplotnTeg evBappuveTal
ammo TOUG/TIG eKMTALOEUTIKOUG, pe Tapadeiypata tn culhoyr XpnHatwy
yla Tov EpuBpd Ztavpd n AAAeC @IAaVOPpWTTIKEG OpYAVWOES, KABWE Kal
TN GUANOYH POUXWV YIa ACTEYOUC OTN ZTOKYXOALN.

H katavénon tng maykéouiac moMTeidTnTac améd ToUG/TiG UaBnNTEC/TPIEC

Ot paBntéc/tpiec Twv duo opddwv gotiaong otnv EANGSa dev ritav
€EOLKEIWPEVOL/EG HE TIG EVVOLEG KKOOUOTIOATN G 1] «TTONTNG TOU KOOUOUD,
KaBw¢ 6TWC avépepav OeV TIC AKOUVE CUXVA OTNV TAEN. Mia CUYKEXEXU-
pévn avtiAnyn mou Baciletal 0TI anmdPelg TwV HaBNTWV/TPLWV TTPOKU-
niteL amod tov €€ri¢ Sidhoyo:

EpeuvnTnc: Eiuaote 6Aol moAitec Tou KOGoUOU;
MaBntpla 1: Oy, yiati {oUue o€ éva pépog kai Sev TaideUouue OUVEXELQ.
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MaBntpla 2: Alapwvw mwc EiUAcTE MOAITEC TOU KOOUOU UGVOo OTav Ta-
&i6evoupe. OMot giuaote moAiTeg Tou KOOUOU akdua Kat av eV Tov EYOUUE
eepevvrioel. Na mapadeyua eyw eiuar moAitng tn¢ EAAGdac, akéua kai av
bev éxw taibéper otn Zmdptn.

MaBntnc 3: Eyw vouilw 0Tt eiuaoTe, yiati av iuaote moAiteg tng EAAadac
kat av n EAXada avrikel oTov KOOUO, TOTE EiUACTE OAOI TTOAITEC TOU KOOUOU.

MaBntn¢ 4: Kdmotog rmou épyetal amd Suo XWPEESG ival TOAITNG ToU KO-
ouovu.

MaBrtpla 5: Karmolor urropei va eivai twpa, Karmotot Uiropei va yivouv Uetd.

To Béua SlapopeTikwy Sl100TACEWV TTOAITEIOTNTAC PaiveTal TTWE Sev
NTav KATL TTou ol PabnTEC/TPIEC gixav Mo Tipv oudnTroel otnV TAén, Evw
ol avTINQYEIC TOUC PAVNKE va cuVOEoVTal TTEPIOCOTEPO UE Ta avOpw-
mva Sikaiwpata, wpic va dtaxwpifouv petald €Ovikig, Eupwndikic n
TTaykooulag moAteldotntac. Otav {ntriBnke n dmoyn Toug yla TNV mayko-
opla moAITeldTNTa, ol padntég/Tpleg otnv EANGSa avagpépBnkav Kupiwg
otnv NBIKA Kat otV epiBarlovTikn SildoTtaon ¢ évvolag, OTwe Qaive-
Tal Kal amod Ta mMaPAKATW:

Epeuvntng: Ti Hag kdvel moATeG Tou KOOUOU;

MaBntpia 1: Edv oeBduacte o évag tov dAho...

MaBntpla 2: Edv dev metdue okouridia oto §pouo kal akoAovBoUue Ka-
7T010UC KAVOVEG. ..

MaBntri¢ 3: Nai, edv 6Aot (oUue otov mAaviTh Kai SV Tov UOAUVOUE.

MaBntn¢ 4: Otav 6,1 Kdvoupe 6w, To KAvouy Kat GAAot avBpwrmol oTov
KAouo.

Mapépola Atav kat n avtidpaon twv padntwv/Ipwv otn oundia.
Mpdétevav SnAadn pia NIk avtiAnyn tT¢ MAyKOOMIAS TTOMTEIOTNTAG,
EVW OToIXEla TNG TTEPIBANNOVTIKIC KAl TNG OIKOVOUIKAG avTiAnyng ritav
emiong ep@avn oTig cu(NTNOEIC TOUC:

EpeuvnTAC: Ti pag kAvel moAiteg Tou KOouoU;

MaBnti¢ 1: To va eiuaote uépog tne avBpwndtntac katva uac oéBovral.
MaOntnc 2: Nai, o kabévac pag éxer tnv idia aéia.

MaBntnc¢ 3: Aev givat 6Aot mhoUoiol.

MaBntric 4: O)ot uac avanvéouue tov idio aépa.
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FevikdTEPQ, O1 HaBNTEC/TPIEC 0TN Zoundia mpoomdadnoav va opicouv
TNV évvola TAyKOOULOG TTONTNG LE AVAPOPEG OTIWG: «OTIONTTOTE KAVOULIE
gival maykdopio», «dhot pag YwviCouue» f «oAot pag diaockedAalouue Ue
oplopéva mpdypatar. Kat otn Zoundia, ol pabntég/Tpleg avayvwploav
TIWG N TTAYKOOUIA TTOMTEIOTNTA Sev gival évag Opo¢ TToU XpnolpoTolEiTal
ouxvd oTto oXoAeio, TouldxloTov Oxi Tiptv TNV €RSoun taén. Ta avBpwi-
va Sikalwpata, woTtdoo, ATav éva B€ua oIKEio TTou ol HaBNnTEC/TPIEC OU-
védeoav eUKONA LE TNV TTAYKOOILA TTOAITELOTNTA.

MMpooéyyion maykéoutwy Beudtwy Kat Koivwvikr Spaotnplormoinon

‘Otav {NTRONKe amd TouG/TIG LOBNTEG/TPLEG VO AVOCTOXAOTOUV TTAVW
OTIC évvoleg avBpwriva SIKalwpata, PTWYELD, Blwoiun avamtuén kat ma-
YKOOMIOTIOINON, @AVNKE TTWE Kal OTIC SUO XWPEC Ol HaBNTEG/TPLEC TAV
€€OIKEIWPEVOL/EG HE TA TTEPLOOOTEPA BEpATA, EKTOG AUTOU TNG TIAYKOOHL-
omoinong. ZUyKeKpLpéva, ol pabntéc/tpleg otnv EAAASa avagpépBnkav
pe mapadeiypata og oplopéva avBpwmiva Sikaiwpata, Sivovtag éueacn
OTO YeYyovog MwG Ta SIKalwPaTa TTPEMEL va cuvodgvuovTal Kal amo uTo-
XPEWoelC. Aev urmp&av KATolEG avagopég ota SIKAlWUATA Tou TTaidlou
1 otn oxeTik] oUPPBacn Tou OHE. Avag@opikd pe To QaIVOUEVO TNE PTW-
XELAG, Ol HaBnTéc/Tpleg eméSel€av Pla CUUTTOVETIKE 0TAON, ekppdalovTag
MLa EVYVWHOOUVN Yia TO YEYOVOC 6Tl KATL TéTolo &gV TOUC/TIC CUUBAiVEL
Aixwc va avactoxdadovTal Ta aitia TG KOWWVIKAS auTtrig adikiag, ol pa-
OnTtéc/Tpleg e€€ppaoav Tn AUTTN TOUG OTAV CUVAVTOUV ACTEYOUG avOpw-
TToUC 0TO SPOUO 1 GTAV AKOUVE Yia KATI TTou cuuBaivel otnv Agpikn. Eva
XOPAKTNPLOTIKO ammOoTTIaouA:

MaBnti¢ 1: Aev eival wpaio va sicar ptwxo¢ yiati uéveic é€w oto Kpuo,
bev éxelc payntoé 1 kamou va kolunoeic.

MaBntpla 2: Mpdyuata mou Bewpolue Sedouéva, Sev eivat yi' dAAoug
avBpwrouc.

MaOntn¢ 3: Mpémet va Bonbdue toug pTwyouc, ylati Sev eival ueydin
urtéBeon yia udc va dwooupe éva eupw. Mpémel va iuaoTe CUUTTOVETIKOL.

Oplopévol/eg pAMoTa ouvESECaV TN PTWXELA HLE TNV OLKOVOUIKH KPi-
on otnv EN\ASq, ekppdlovtag Tnv avnouyia Toug yia 1o PéANoV, EVW Ol
ekmmatSevTIKOl PaiveTal TWC AVTIMETWTI(OUV EMPAVEIOKA éva TETOLO BE-
pa: «<O §aokahog pag Aéet ouxvd va pn {NTApE TOANG TIPAYHATA aTTO TOUG
YOVEIG HaG YIOTi E(HAOTE O€ Kpion Kal UTTAPXEL TWXELA TPIYUPW PaGy. To
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Bépa ¢ Brwolung avamtuéng Kal TnG mpooTtaciag Tou mepIBAAAovToC
NTaV auTo Yia TO OTToI0 Ol HaBNTEC/TPLEG HIANOoav pe TNV HeyaAUTEPN Ave-
on, ekppdlovtac éva aicOnua umeuBuvdtnTag Kat pia didbeon yia Spd-
on. AvtiBeta, oto Béua TNG maykooulonoinong avadeixdnke pia afefal-
OTNTA Kal aodQela, Kabwe n oulitnon éyive otn Baon MANPoPoPIWV TNG
KaBnuepivéTNTaC. AVa@QOPIKA E TN CUMMETOXN TOUC OE KOIVWVIKEG Opa-
OEIC, Ol HOBNTEC/TPIEC AVEPEPAV TTAPOUOLEC PIANAVOPWTTIKEC Kal TIEPIBAN-
AoVTIKEC SPATEIC OTIWC Ol EKTTAIOEVUTIKOI, KAEivovTaC OUWC TN oulrtnon
TOUG PE TNV TIEMOIONON TTWE OUCIACTIKA Ol SPATEIC TOUG Sgv UmopoLV va
aA&&ouv Tov KOO0, KaBWC «kaveic Sev akoUEl TN GV TWV TTASIWV».

Ot paBntég/tpleg otn Zoundia @AvNKe emMiong WG UMOPOUV Va GU-
{ntoouv MayKoouia BEpata, Xwpic Opwe va e€nyouv TI¢ aItieg 1 TIC ou-
VETTEIEC TTOU TIPOKUTITOUV ATt TNV KOWWVIKN adikia Kal TNV mayKOoUIo-
moinon. To B€pa Tng PTwxelag givat kATt mou «de culnTeital cuxvda otnv
Taén» Kat ol podnTéG/TPlEG TO ouveédeoav PeE TNV Katdotaon madlwv
otnv A@pIKA A LE avBpwTou «TTou OV €XOuV OTIiTI, XPNUaTa, vepd 1
@aynTo Kal mou mpémel va (ouve £€w, {nTwvTag Xpruatar. AvtiBeta, Ta
avBpwmiva Sikawuata Kat n Biwoipn avantuén nrav oikeia Buata yia
Ta omoia o1 pabnTtéc/Tpiec £de1€av KovwVIKN evalcbnoia kat S1aBeon yia
avtevépyela. MNa mapdadetypa, ol padnTég/Tpleg avépepav pia culATnon
TTOU €ixav otnV Taén yla Tig ZoundikéC eKAOYEC Kal e€€ppacav TNV avTi-
Beon TouC yla TIC amOYPELG TOU €BVIKIOTIKOU KOUUATOG ATTEVAVTL GTOUS/
OTIG METAVAOTEG/TPIEC. Eva Kopitol amd 1o Ipdv avagépbnke paliota
oto mapddetypa Tng MaAdAa yia va meplypdyel To TTwe Ta avBpwmiva
Sikawwpata Sev TNPoUVTAL € ONEG TIC XWPEC.

Ava@oplkd e T Prwotpn avantuén, ol pabntéc/Tpleg mepléypapav tnv
avnouyia Toug yia o TEPIBANOV Kal TN XPHoN TWV TTNYWV eVEPYELaC. Eme-
ofjpavav dnAadn Mw¢ MMPETEL VA XPNOIUOTIOIOUE e OUVEDN TO VEPOS Kal
TOV NAEKTPIOUO, VA N OTTATOAALE TO PAyNTO KAl VA XPNOIUOTIOIOULIE OIKO-
AoYIKA TpoidVTa Yia Ta omoia OUWE TPoéPRnoav o€ Wia KPITIKr oulrtnon:

MaOntn¢ 1: Mpémet va ayopd{ouue oikoAoyika ayada.

MaBntpla 2: lpérmel va OKeQTOUUE TTWE TO VA ayopdoEIC OIKOAOYIKA aya-
0d eival owoTo Kal KaAd, OUwC yia ecéva. EQv oKepTeic T gUon, T0Te n ma-
paywyn autwv Twv mpoidvTwv amaitel mEpIoooTepa xwpdpla.

MaBntpia 3: OAot OKEQTOUAOTE yia To KAAS TnG Mg, duwe edv BéAouue
va ayopdoouuE oIKoAoyIKd TTpoidvTa, kooTi(ouv To dimddoio. Apa i 6a ayo-
pale Kamolog, To TEPICTOTEPO 1 TO AtydTepOo akpif0;
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‘Otav KARBnkav va WAooV yia TNV TTAYKOOWUIomoinon, ol padntéc/
TpleC 0N Zoundia umépeoav va eplypdyPouv Tnv aAAnAoeapTnon mou
TIPOKUTITEL OTOV KOOWO WE TTapadeiypata 0Twe o 10¢ EpmoAa ) o TOAEPOC
otnv Oukpavia, OUWE PAvNKe va Bewpolv TTWE auTd Ta yeyovota dev
MITOPOUV va emnpedcouv Tn (wr Toug, KaBwg gival pakpld amo Tn Zoun-
Sia. TéNog, o1 pabntéc/Tplec otn Zoundia avapépBnkav og S1aQOopPETIKOU
TUToU PINaVOpWTTIKECG Kal TIEPIBANOVTIKEG OPACTNPIOTNTEG TTOU £XOUV
KOTA KalpoUG CUUUETACXEL, HIE TIG OTTO{EC OPWG, OTIWG Kal oL HadNnTég/TpL-
ecotnv ENadaq, dev aioBdavOnkav o611 urmopouv va aAafouv Kdtl. To mi-
xeipnua yU' autd Arav mwg eivat maidid kat 6ev PmopolV va emnpPedoouV
TNV TTOMTIKN: «AgV UTOPOUUE va eMNPEACOUE TOCO 0G0 AvOpwTOL e
Xpriata kat e€oucion.

7. Tu{fTnon svpnuatTwyv Kat oupmepdaopata

Ot maykoouieg e€ehifelg mou éafav xwpa amd tn dekaeTia Tou 1990 Kal
peTa édwoav wbnon o€ pia maykoouia Siaotaon NG MOATEIOTNTAC, N
omoia avayvwpiletal kal mpowBeital oTa eKMAISEUTIKA CUOTHUATA TNC
EMNGSac kat tng Zoundiag, akéua kal av dev katovoudaletal autole&ei.
Kat oTi¢ 6uo XWwpeg, Ta avaAuTIKA TTpoypdupata avayvwpifouy Ti¢ cuveE-
TIEIEC TNE TTAYKOOUIoTIoiNoNG yla TNV ekmaidsvon kat divouv éva S1abe-
MATIKO XAPAKTPA OTNV €VVOold TNG TTOMTEIOTNTAG. TO HABNUA TNG TTOAITI-
K¢ ekmaidevonc Kat oTig SU0 MEPIMTWOEIC EKTTAUSEUTIKWY CLUOTNUATWY
aoxoAeital pe TIC unepeBVIKEG S1A0TATELG TNG TTOATEIOTNTACG, dnAadh
Vv Eupwmaikn kat tnv maykooula, mapott otnv EAAada Sivetal éugaocn
oTNV KAAMEPYELA TNG EBVIKNC TAUTOTNTAC KAl CUVEIONONG. ZUUPWVA UE
TNV Katnyoplomnoinon Twv Oxley kal Morris (2013), n nBikn, mepiBailo-
VTIKN), TTOAITIOMIKA Kal KOWVWVIKH Bgwpnon TnG mayKOoUIAC TTONTEIOTN-
Tag Slamvéel amd Kowvou Ta avaAUTIKA TTPOYPAUMATA, EVW UIA TTIOAITIKN,
KPITIKN KAl TIVEUUATIKN Bewpnon amouctddlel. Xtn Zoundikr epImTwon
mapouotdletal emiong Kal N OLKOVOUIKH Bewpnon.

Ot avtINAYPEIC TV eKTAIGEVUTIKWV KAl TWV HaBNTWV/TPIV avtava-
KAOUV ia Tapopola eIKOVA. ZUYKEKPIUEVQ, Ol EKTTAIOEVTIKOI Kal 0TIG Suo
XWPEC Qaivetal va mpowbolv pia NBIKr KoopomoAiTikn Bewpnon Tng
TTaykooulag moAitelotntac otn Bdon ¢ didaockaliog Twv avBpwmvwy
Sikalwudtwy. H ouykekplpévn mpooéyylon mapouoidaletal we mo dia-
6edopévn otnv mepinTwon Twv ekMaAdeUTIKWY TG Zoundiag, ot omoiol
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pAoLV avolxtd yia Bépata evopofiag kal paToIoHoU OTIC TAEEIG TOUG.
ZTnv mepintwon ¢ EAASag, 6mwe Kat mponyoUUEVEG EPEVVEG EXOUV
emonuavel (BA. Kapakatodvn, 2013), ot ekmaideutikoi SuokoAevovTal
1 Kal apvouvTtal va culntricouv avtiotolxa Béuata Kat va cupupaiiouvv
oTtNV eumEdwaon MOMTIKWVY Kal KOIVWVIKWY aflwv, Adyw TOU AOQUKTIKOU
wpapiou, Tou AVAAUTIKOU TIPOYPAUUATOC KAl TNG EANTTOUC KATAPTIONC.
Qo1600, Oépata oxeTika pe TN Puwotun avantuén kat 1o mepiBaiiov
S18dokovtal 1o UKoAa Kal S1e€odikd amd Toug/Tig ekMaldeUTIKOUG Kal
0TI duo xwpec. H didaokalia TN Biwoipng avantuéng Kuplapxei cuvr-
Bw¢ w¢ B€pa NG MAYKOOUIAC TTOAITEIOTNTAC, KABWC Ol EKTTAIOEUTIKOI TO
mpooeyYiCouv e TEPIOOOTEPN AVEDN, WC £Va [N IO1AITEPA AUPINEYOUE-
vo B¢pua (Niens & Reilly, 2012).

MapoTi ot ekmaideuTikoi @Aavnkav va emBupoUv TNV KAAIEPYELD KPI-
TIKNG OKEYNG TWV HaBNTWV/TPIWY, ol TIPAKTIKEG Stdaokaliag Toug Kal
Ta mapadeiypata ota omoia avagépdnkav €dslav mw¢ amo@elyouv
va cu{NTACOUV KPITIKA YA TIC AITIEC TNG KOWVWVIKAG avVIoOTNTAC KAl TNG
PTWYELACG, VloBeTwvTag autd mou n Andreotti (2006) ovopddel «<Amia» @t-
AeAeVOEpPN TPOCEYYION TTOU KAANEPYEL «<OUSETEPEC UTTIOKEIUEVIKOTNTECY.
[Slaitepa otnv EANASQ, oplopévol ekmaldeuTiKoi avayvwploav TTwe amo-
@eLyouv TNV KpItik oulATnon Bepdtwy mou BewpolvTal «euaicOnTox,
€VW Kal oTn Zoundia dla@AvnKe Hia EMPAVEIOKH TIPOCEYYIoN Bepdtwy
OTIWE N PTWYXELA Kal N TTaykooutomoinon. H mpovoulovuyxog 6éon tou Ma-
YKOGUIoU Boppd Sev tiBetal umd apiofrtnon pe anotéAeoua va ava-
mapdyovTal MapadoclakéC Kal AKPITEC avTIANYPELC yia Tov Maykoouio
Noéto kat idlaitepa Ti¢ xwpeg TG APPIKNG, 6mou SnAadri undpyouv «afor-
Ontol dvBpwmol ou xpetalovtal IAavOpwrion.

Avdloya cuumepdopata yla TN oTdon TwV eKTTAIOEUTIKWY €XOUV
e&ayOei kal amd €peuveg oe ANNEG XWPEC, PE TNV AlTIOAOYia TTWG Ol €K-
nmaidevTikoi Sev aloBdavovtal mpoeTolpacpévol va S18douv ap@ileyo-
peva Bépata, OTWE 0 TTOAEPOC Kal N KovwVIK adikia, ylati avnouxouv
Yo EVOEXOUEVEC APVNTIKEG CUVETIEIEG OTOUC/OTIC HabnTéc/Tpieg (Bourn,
2015 Niens & Reilly, 2012). Avtiotoixn givat n Aoyikr Twv eKTTASEVTIKWV
otav mpoKeltal yia TN Slopydvwon Kolvwvikwy dpactnplotntwv. Mpo-
TIHoLUV 6nAadn tn Stopydvwon pilag eIANavBpwmkAS ekdAwong, dixwg
OUWCE va TPAyHaATeEVOVTAL KPITIKA TO OKOTIO TNS @AavBpwmiac. Ma tov
Bourn (2015), ot ekmaibeuTikoi Ba émpeme va Bétouv uTd aueionTnon
TO OTEPEOTUTIA Kal TIC S1APOopEeC UMTOBETEIC TTIOW ATIO TO PAIVOUEVO TNG
@\avBpwrTiag, TOTMOBETWVTAC £TOL TN PTWXELA I} AANA KOIVWVIKA {NTAMa-
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Ta 0€ éva TTAAIC10 KATavonong TwV ATiwv Tou odnyouv Toug avBpwmoug
O€ AUTA TNV KATAoTaOoN.

'Onwc¢ ol ekMAldEUTIKOI, £TOL Kal Ol PaBNTEC/TPLEC avayvwpLoaVy TTWE
€VVOLEC OXETIKEG UE TNV TTAYKOOHIA TTOANITEIOTNTA OEV XPNOLoToloUVTAl
ouxvd otnv Tan Kat 1ol Sev riTav eUKOAO va TIC OPICOUV. ZUPPWVA UE
Vv Rapoport (2010), kTt tétolo cupBaivel emeldn dev umtdpxel pia Kovr
avtiAnyn yia 1o i mpémnet va S18AoKETAl W TTAYKOOUIA TTONITEIOTNTA, EVW
mapadoolakd 1o pddnua tng MOATIKAG ekmaideuong ouvdésTal pe TNV
TIOAITEIOTNTA OTA TTAACIA TOL €BVIKOU KpdToud. Map’ dOAa auTtd, ol OpASEC
eoTioong avédelav mwg ol paBNnTéG/TpLeg kal oTig Suo XwpeG evolapépo-
VTAl YIO TO TL CUMPAiVEL OTOV KOGHO Kal EMOIWKOUV VA HIAAVE Yid TTAYKO-
opla Oépata. Ot avTIARPELS TWV HABNTWV/TPIWV TTOPATIEUTTOUV ETTIONC O
pta Nk kat mepIBarAovTIKn Bewpnon TNS TTAYKOOUIAC TTOAITEIOTNTAC,
OTIWG PAvNKe amo TNV €UKoAia oculrtnong Bepdtwy yia Ta avBpwmiva
Slkalwpata Kal TNV mpootacia Tou mepiBallovtoc. Ev avtiBéoel, ta Bé-
pata NG QTWYELAG Kal TNG mayKooptomoinong culntndnkav em@avel-
aKd, Xwpic va @aivetal mw¢ ol abnTEC/TPIEC KATAVOOUV TIC AITIEC TWV
OUYKEKPIMEVWV QalvopEVWV. ETiong Ta oxeTikd uprjpata gaivetatl mwg
avamapdyouv Tnv avtiAnyn tou Roman (2003:207) nepi «Slavoouuevwv
TOUPLOTWV/TPIWVY, KABWG 0 AOYOC TwV HaBNTWV/TPIwV KATadEIKVUEL
«OUVTOEC ETIOKEPEIC O€ AYVWOTOUC TTOAITIOUOUC KAl OTIC EUTTELPIEC TWV
AMwv» ou PBpiokovTal paKpLd Toug Kat dpa Sev Tou/Tig emnpedlouv.

Ot paBntéc/Tpleg kal 0TI U0 XWPEG oUVESETAV TIC AVTIAAWPELC TOUG
yla maykéopia Béuata pe MANPOQPOPIEC TNG KABNUEPIVOTNTAC TOUC,
amodelkvuovTac €10l TW¢ yvwpilouv AdN apKETA TTPAyUATa, Ta omoia
Opwg Bev éxouv emeepyaoTel KpITIKA Mo TIPIV. OTwg mapatnpei o Bourn
(2015), edv ol ekmaideuTiKoi apvouvTal va aoxoAnBouv evepyd Ue TIC O1-
aotpePAWOELG TTou MpowBoUv Ta péca evnuépwong, TOTE oL HadnTég/
TPLEC Teivouv va avamapdyouv oTepedTuTa. MNa Mapddelypa, o ONEC TIC
opadec eotiaong avadeixBnke n avtiAnPn mwg ot padnTEC/TPLEC gival
KOIVWVIKA EUVONUEVOL/EC KAl Apa TIPETTEL VA £ival CUUTTOVETIKOI/EC TTPOG
TOUG PTWYOUE ouvavBpwmoug Touc. H ouykekpipévn avtiAnyn mpowOei-
TAL KAl JEOW TWV PIANAVOpWTTIKWV 6pACTNPLIOTATWY TTOU Ol MAONTEC/TPLEC
OUMHETEXOLV. TENOG, ol pabnTtég/Tpleg aloBAvOnkav Mwg o Adyog Toug
Oev €xel kAmola emppor Kat cuxvd &g AapBavetal umoyn, KATL TTOU rTo-
PEl va TIEPIOPIOEl TNV EVEPYO KOIVWVIKN Tou¢ SpacTnplomoinon.

H Exmai®guon tou MNaykoopiou MoAitn xpetaletat va Eepuyel amod tn
otevr) avtiAnyn tng Ok Bewpnong otnv omoia cuxvd eykAwfiletal
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KOl WG €K TOUTOU, VA CUPTIEPIAAPBEL Lia EupUTEPN YKAUA BewprioewV TToU
BonBouv Toug/TIC HABNTEC/TPLEG VA ATTOKTAOOUV HIa OMOTIKH KAl KPLTL-
Kl 0Tdon amévavtl o€ maykooula {nTrpata. Me auto tov TpOTo €XEL TN
SuvatdétnTa va e€elixBei o€ pia «maldaywyltkn yla TNV KOWwVIK SIKal-
oouvn» (Bourn, 2015:194) mou Baociletal Ox1 HOVO OTn yvwon KAmolou
HaBruaTog, aAAd KAl OTOV KPITIKO AVAOTOXAOMO BEUATWY EVTOC TNE TA-
&Ng, 0TV avixveuon TwWV EUPUTEPWV KOIVWVIKWVY KAl TTOAMTIOUIKWY AITiwV
TTAYKOOULWV (POIVOUEVWYV Kal TNV EVEPYO KOWVWVIKH Spaotnplonoinon
miou Oev meplopiletal otn Aoyikr TNC e avBpwriag. Kt tétolo amartei
WOoTOOO0 TNV KATAAANAN ETTIMOPPWON TWV EKTTAOEVUTIKWY, TNV EVOdppuV-
on MIOC KPITIKAG KAl AVAOTOXAOTIKNG OTTIKNC OTA MABrUATA TTOAITIKIAG
ekmaideuong, KaBwe Kal TNV EVEPYO CUMMETOXH TWV HaBNTWV/TPIWV 0N
Slapopewon tn¢ padnoiakng diadikaciac.
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ABSTRACT

Global Citizenship Education has recently emerged as an approach that fosters global citizenship and helps
to understand global phenomena of social, political, economic and environmental nature. This article aims
to comparatively examine how the educational systems in Greece and Sweden approach global citizenship.
Based on a comparative case study design, research data are collected through semi-structured interviews
with teachers and focus groups with students aged 11-12 years old in public compulsory education schools.
Thematic analysis was employed to present findings, revealing teachers’ and students’ perceptions. The
findings were interpreted according to a theoretical model of categorising global citizenship. The main
findings indicate the prevalence of a moral and an environmental conception of global citizenship, evidenced
in teaching about human rights and sustainable development. A critical conception appeared to be missing,
since teachers’and students’ perceptions revealed a superficial understanding of global issues.

Keywords: global citizenship education, global citizenship, human rights, sustainable development
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