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ITPOAOI'OX

O Méviopas, Ileprodiko Emotnuovikwv kor  Exmoidevtikwv  Epeovay  Tov
Howdaywyikod Ivotitovtov, épyetol va kaAdyel Eva kevd 6ToV EALUSIKO YDPO,
O€dOUEVOL OTL HEYPL ONUEPA dEV VTINPYE OvaAOYO €vTumo. AmtevBhvetar 6° 6A0 TOV
EKTOLOEVTIKO KO EMIGTNHUOVIKO KOGHO, Ol LOVO TOL €AANVIKOD OAAG Kol TOL
oebvolig ydpov, KoOMG EMOIOKEL TNV KOAAEPYEWL OOMOATICUIKOV KOl
EMOTNUOVIKAV ETAP®V GE Ul GOYYPOVY] Kovmvia avolktdv optldvtov. Aéyetal
GUVEPYOOIEC OTO, EAMNVIKA Kol oyyAkd. ZTOyeLEL 6T0 Vo, aflOTOUCEL KOl Vo
TPoPaiel TOWKIAM EPELYNTIKA OMOTEAECUATO KOOMG KOl EMIGTNUOVIKA Kot
EKTOOEVTIKG Oéuato 1010itepoy EVOLOQEPOVTOC, WEGO Omd €ve gupy  QACUO
EMAOYDV.

O Mévropog prho&evel mpotdTLTTOL APOPO, EPEVVEG Kol UEAETEG EMIGTNUOVOV
am’ OAOVG TOVG YVIOOTIKOUG ¥DPOoVS, Ue TV Tpobmdbeon va TANpodv Ta Kprtipla
mowwtntag. To keipeva mOv  omooTEAAOVTOL TPEMEL Vo, Olokpivoviol oo
TPMOTOTLTIO, COPNVELD OTNV EKPPOOT|, ETIOTNIOVIKT ETAPKELN Kol PIPAoypapikn
tekunpioon. To vynAd eninedo TV epyacidv eEac@arileTol Kot LE TNV EQAPUOYN
TOV GCULOTNHUOTOC TOV KPLItdv 7Tov emiAéyovtor omd uéAn AEIL epgovntég 1
AVAYVOPIGUEVOD KOPOVG EMIGTNLOVEG TTOV €101KEVOVTOL 0TO Oepatikd medio g
vroPaAlopevnc Tpog Kpiomn epyaciog.

210 TAaic1o TG TPOooTADENG AVTAC Elval dEKT KADE EMOUKOOOUNTIKY KPLTIKT.
Eiuot BéRatog 6t1, pe TN GLUTEPAGTACT KOl THV LTOGTAPIEN Gog, 0 Mévropag Oa
TPOYLLOTOTOUGEL TOVG GTOYOVG TOV.

lodviog 1999 OEOAQPOX I'. EEAPXAKOX
[pdedpog tov Madaywyikod Ivetitovtov
KaOnynig tov Hovemotnuiov AOnvaov



FOREWORD

Mentor, A Journal of Scientific and Educational Research, published by the
Hellenic Pedagogical Institute, fills a gap in the Greek bibliography since no
publication of its kind has been available to date. It is addressed to the entire
educational and scientific community, not only in Greece but also in other
countries, since its ambition is to cultivate cross-cultural and scholarly
communication in a modern society with open horizons. Mentor welcomes for
publication papers in Greek and English. Its aim is to use and promote a variety of
research findings and topics of special and educational interest across a wide range
of options.

Mentor will publish original articles, research projects and papers by scholars
working in every field of learning on condition that the work submitted meets the
quality criteria set. Texts sent for consideration must be original, clearly expressed
and scientifically valid. They must also contain bibliographical documentation.
The high level of quality will be assured by applying a system of peer review with
reviewers who will be selected members of the university teaching staff,
researchers, or scholars of recognised prestige who are experts in the theoretical
field of the paper submitted for publication.

Within that framework, any constructive criticism is welcome. | am sure that
with the support of its readers Mentor will succeed in achieving its objectives.

June 1999 THEODOROS G. EXARCHAKOQOS
President of the Hellenic Pedagogical Institute
Professor, University of Athens



THE METHOD OF MATHEMATICAL INDUCTION AND THE
PELL EQUATION IN ANCIENT GREEK MATHEMATICS

THEODOROS G. EXARCHAKOS

University of Athens

Abstract

In this work we present evidence from which the following are concluded:
The method of mathematical induction, first used by the Pythagoreans, was
introduced as a proposition by Aristotle and is often used in problem solving, in
many ancient Greek mathematical documents.

The diofandic equation X2 :D\y2 +1, known as the Pell equation, which

Fermat introduced in the 17" century, had been solved for specific values of D
by the Pythagoreans and Archimedes, as we can see in their work. Furthermore,
the ancient Greek used the method of mathematical induction in order to solve
the Pell equation.

Hepitqyn:

2V gpyacio ot TapovcstiLovpE CTOLXELN OO TO. OTTOl0 TPOKVTTEL OTL:

H péBodog tng 7téherog emayoyns mpoTOXpnoluonomdnke omd Tovg
[MuBayopeiovg, dSwrtvmmOnKe ©¢ mpdéTaon amd Tov  APIOTOTEAN] Kot
YPMOLOTOEITOL TOAD CLYVA GE OPKETE apyaio EAANVIKG pabnuatikd Keipeva
Katd T Ao TPofANUAT®Y.

H dwgavtiky eicoon xz = D\|12 +1, mov elvan yvoot) wg e&icmon tov Pell,
v onola gonyaye o Fermat to 17° awmva, glye Avbet, yia gdcég Tipé tov D,
ota ¢pya tov [MubBayopeiov kot Tov Apyundn. Mdlota, ot apyaiot EAAnveg
Katd T Avon g e&lomwong avtig ypnolwonotovcay ) péBodo g Télelog
ENAYOYNG.

1. The method of mathematical induction

The majority of the methods of proof used today is found in the ancient greek
documents and especially in the work «Elements» of Euclid. For example, the
reductio ad absurdum method of proof, used by the Pythagoreans, is often found
in the Euclid’s «Elements» and is also systematically used by Archimedes, in
combination with the method of exhaustion of Eudoxos. The process of
elimination method, the direct

Manuscript received March 1, 1999
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induction method, the analytical and synthetical method, as well as the method
of mathematical induction are also found in the Euclid’s «Elements».

The prevailing impression was that Fragiskos Mavrolykos (1494-1575) first,
and Jacob Bernoulli (1625-1705), Blaise Pascal (1623-1662) and other
mathematicians later, have been using the method of mathematical induction.
However, the Pythagoreans had used the method of mathematical induction for the
evaluation of the side and diametrical nhumbers, as we argue later in paragraph 2.2.
The example we present in paragraph 2.2 is, according to B. L. Van der
Waerden®?, the most ancient example of the use of mathematical induction. In
addition, Van der Waerden argues that the method of mathematical induction was
also known to Zeno of Elea (495-435 B.C.)

Aristotle in his work «Analytica Posteriora» (Avaivtixd Yorepa)® introduces
the following proposition, which is a variation of the method of mathematical
induction.

«To koabBolov O¢ vmdpyer tote, OtaVv €mi TOD TOYOVTOS KOI TPOTOD
OEIKVONTOLY

(=If a proposition is true for the first and a random, then it is true for all).

(«Analytica Posteriora», 73 b 32)

The theorem of mathematical induction today is described as follows:

Let p(n)a relation with a variable n, n a natural number.
If

(i) p(0) is true,

(ii) The validity of p(k) implies the validity of p(k+1)
then

p(n) is true for all the natural numbers n.

The method of mathematical induction is also used in the Euclid’s «Elements»
for problem solving, with the following form:

If an assertion is true for at least two natural numbers and we prove that it
is also true for one more random number, then this assertion is generally
true.

We will present an example taken from the «Elements». This is the proposition 20
of the book IX of the «Elementsy, as we would put it forward today:

Proposition:
The prime numbers are more than any previous multitude of numbers. (l.e. the
prime numbers are infinite in multitude).

Proof:
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Consider that o,B,y are prime numbers. | will prove that more prime numbers
exist. We consider the number & = apy +1. Number 3 is either prime or not prime.
If  is prime then we have the prime numbers a,f,y,8 which are more than a,f,y .
If o is not prime, then it will be divided by a prime one. Suppose that it is divided
by . I say that € doesn’t coincide with any of a,f,y. Because, if ¢ is identified
with, say, o, then it will divide afy. It also divides d. Therefore it will divide the
number 8 —apy =1, which is impossible. Therefore, in this case as well, we have
the prime numbers a,B,v,e which are more than a,f,y. Using the same
procedure, we can prove the proposition for any multitude of prime numbers.

The use of the method of mathematical induction also exists in the work of Ar-
chimedes. A characteristic example is the one we present in paragraph 2.3, which
Archimedes uses in his work «Measurement of the circle», in order to prove that
the ratio of the sides b and ¢ of a right triangle ABC, with angles A =90°,
B =60° and C=30°, satisfies the relationship:

265 _p 1351

_< [
153 ¢y 780

2. The Pell equation in ancient Greek mathematics
2.1. Historical overview

Every equation of the general type
1 =Dy’ £1 (1
is named a Pell equation.

This name is due to Euler (1707-1783). In the 17™" century P. Fermat (1601-
1665) introduced the equation in co-operation with Frenicle?. They solved the
equation for all the possible values of D, less than 150. Fermat sent the equation to
J. Wallis (1616-1703), a significant English mathematician of those days, and
asked him to find the solutions for all the values of D. Wallis and his associate

Lord Brouncker solved the equation 2 =Dy? +1 for every D <200 and for

D =313 . Later, Euler solved this equation with the method of continuous
fractions. J. L. Langrange (1736-1813) gave a complete solution of the equation.
However, unquestionable historical evidence shows that mathematicians and
philosophers had dealt with special forms of equation (1), at least 500 years before
Christ. As Theon of Smyrna (2™ century A.D.) and, later, Proklus® (5" century
A.D.) state, the Pythagoreans, in order to evaluate the side and diametric numbers,
find a solution of equation (1) for D=2.
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2.2. The method of mathematical induction and the Pell equation
in the Pythagorean mathematics

According to Proclus, the Pythagoreans first proved the following theorem:

Theorem
«If a and 6 are the side and the diagonal of a square respectively, then o +4d
and 2a+ 0 are the side and the diagonal of another square".

They proved this theorem, as Proclus states, by using proposition 10), in the
second book of Euclide’s «Elementsy.
This proposition can be given by the identity:

(2a+8)* +8% =20 + 2(a+5) )

If we use the symbols al,az,...,av,...for the side numbers and the symbols
61,82,...,6V for the diametric numbers, then, according to the Pythagoreans’

theorem, the following relationships are valid:

o =a +6 and & = =2a +96 3
v v v+1 v v

v+l

The Pythagoreans postulated that the first square has a side and diagonal equal
to 1 and, using relations (3) for v=1,2,3,... and o, =0 =1, they found the

following values for the side and diametric numbers:

side numbers diametric numbers

aozl 80:1

o, =2 6, =3

o,=5 82:7 4)
o, =12 83=17

a4:29 84:41

a, =70 8,=99

Combining the above values of o and 61 for i=0,1,..., we observe that the
following relationships are valid:

83 =2a3 -1, VveN forevenvand

63 =2a3+1. Y veN foroddv.
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This shows that the side and diametric numbers of the Pythagoreans, as they are
given in relationships (4), are the solutions (Sv,av) for v=0,1,2,... of the

equation
2 _ 2
6] =207 1 (5)

which is a Pell equation with D=2.

According to B. L. Van der Waerden, the Pythagoreans proved the relationship
(5) as follows:

For v =1 itis valid, since 812 =2(112 +1.

By using the relationships (3) we have

o’ =a2+62+2a8, 8% =40’ +8%+4a S
v+1 v v Vv v+1 v v vV

From the last two relationships and the hypothesis that Si = 2(13 +1, we derive

8% =20> Tl
v+1 v+l

So, the relationship (5) is valid for all the values of v.

This proof, according to Van der Waerden, is the most ancient example of
proof by using the method of mathematical induction®®.

The above procedure that the Pythagoreans followed, can be applied
completely in the solution of the equation:

1 =2y’ £1 (6)
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In order to solve the equation (6), they initially find a first™ solution (X1°‘V1) of
this equation. Subsequently, by using the method of mathematical induction, they
prove that every pair (Xv""v) , With

X, =2V, A,y Kou oy o=y oy, V=234 @)

v
is a solution of equation (6).

Applying the relationship (7) we get an infinite number of solutions for both
equations

=2y’ -1 ®)
=2y +1 9)

However we must point out that:

If (X1°‘V1) is the first solution of equation (8), then (xv,\yv) for odd v is the

solution of (8), while (xv,\yv) for even v is the solution of (9).

On the contrary, if (., ) is the first solution of equation (9), then (x_.v. )
for odd v is the solution of (9), while (xv, ‘Vv) for even v is the solution of (8).

Indeed
The pair (Xl,\yl):(l, 1) is a solution of equation (8) and using the

relationships (7) we have

* By saying first solution of (6) we mean the solution (X \y) , where y, v get the smaller integer
positive values that satisfy equation (6).
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solutions of equation (8) solutions of equation (9)
(w,)=(1.1) (1,v,)=6.2)
(,v,)=0.9) (,0v,)=17, 22)

(50 v)= (41, 29) (25w, )= (09, 70)

Also, the pair (x,.w,)=(3, 2) is the first solution of equation (9). Using the
relationships (7) we have

solutions of equation (8) solutions of equation (9)
(109,)=(7.9) (,.v,)=3.2)
(,w,)=(41,29) (x,w,)= 07, 12)

(3, v, )= (239, 169) (x5, )= (99, 70)

2.3. The method of mathematical induction and the Pell equation
in the work of Archimedes

Archimedes (287-212 B.C.) in his work «Measurement of the circley» uses a right
triangle with angles A =90°, B=60° and C =30° and proves that the ratio of the
sides P and v satisfies the relationship:

265 B 1351

153 vy 780
Taking into consideration that a =2y (since C=30°), and applying the

Pythagorean theorem we find that E =4/3.S0

Y
265 1351
153 780

10
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It is easy to confirm that the numbers 265 and 153 satisfy the equation
v =3y’ -2 (20)
while the numbers 1351 and 780 satisfy the equation
v’ =3y +1 (11)

The equations (10) and (11) are Pell equations for D =3. The constant term in
equation (10) is — 2 instead of +1.

There are many interpretations of the method that Archimedes used in order to
evaluate the above mentioned limits™. In the following we will present the
interpretation given by P. Tannery, which seems to describe better this method.

According to P. Tannery®, Archimedes evaluated first the smallest solutions

of equations (10) and (11), which are (X1"V1):(1’ 1) and (Xl,\yl)=(2, 1)

respectively. Consecutively, trying to evaluate approximate values of the V3 with
in lack and in excess approximation and using the above solutions, he evaluated

higher order solutions (X’v’wv) for v=2,3,4,...
For example, he found that for (Xl,\yl)z(l, 1), the pair (xz,\yz):(s, 3) is a

solution of (10), while for (X1"V1): (2, 1), the pair (xz,\yz)z (7, 4) is a solution
of (11).

He noticed that in each case we have:

X, =2, +3y, and y, =y +2y,

In continuation he proved, with the use of mathematical induction, that the
relations:

X, =2%, 3V, and vo=x, 2y v=234,. (12)

give an infinite number of solutions for the equations (10) and (11).

Indeed, if we consider the equation

X3=3\yi+a, aeN (13)

* See for example references 7, 8, 10, 11, 12.

11
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which is true for v=1, i.e. there are the smallest values X ¥, that satisfy this
equation, then using the relationships (12), we have:

2 2 2 2 2 2 2 2
Xl = 4Xv +9\|/V +12)(V\|1V =3. (xv +4\|/V +4XV\|1V)+ (Xv —3\|/V)= 3\4/V+1 +ao

Therefore, the equation (13) is true for every value of v.

Having a solution of the equations (10) and (11) and applying the relationships
(12), Archimedes could evaluate an infinite number of solutions (Xv’\ljv) for

v=1,2,... Every such solution of (10) is an approximate value of J3 in lack,

while the respective solution of (11) is an approximate value of V3 in excess.
In relation to equation (10), if we start from the first solution (Xl,\pl)z(l, 1)

and apply the relations (12), we will get:
1, =2-143-1=5, y,=1+2-1=3
. . . . 5 .
ie. (Xz,\yz):(S, 3) is a solution of (10). Therefore the fraction 3 isan

approximate value of V3 in lack.
Successively, if we start from the solution (X2,\V2)=(5, 3) and apply the

relationships (12), we will get:
.19 . .
X3 =2-5+3-3=19, y,=5+2-3=11 and the fraction 1 IS an approximate
value of /3 in lack.

Carrying on this procedure we get the solutions of (10), which are

(1, 1) (5,3)—> (19, 11) > (71, 41) — (265, 153) — (989, 571) —...

The values
1 5 19 71 265 989
g =—, =—, &, =—, € =—, . =—, & =—, ...
L | 2.3 31 4 41 5153 6 571

are approximations of J3 in lack.
In relation now to equation (11), if we start from the first solution
(Xl,\yl):(z, 1) and follow the previous procedure, we will get successively the

solutions

12
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(2,1)—> (7, 4) = (26, 15) > (97, 56) — (362, 209) — (1351, 780) — (5042, 2911) —...

The values

2 7 26 97 362 1351 5042
vV="—7, V=", V,=—, V=", V. =——, VL. =—, UV, =—,...
| 2 4 315 4 56 5209 6 780 72011

are approximations of J3 in excess.

265 1351 .
Archimedes uses the values — and 30 as approximations of J3 in lack

and in excess respectively. Namely, he proposes the relationships

265 1351
J_<— or 1.732026...<+/3 <1.732050...

153
Of course, he could also use the relationships

989 5042
222 3 <2 or 1.732049...<+/3 <1.732050
571 2911

In the work of Archimedes we find many problems whose solutions lead to the
solving of the Pell equation. For example, in his work «Cattle problemy, in order
to calculate the cattle of the Sun™ (bulls and cows) of various colors, we need to
solve the equation®

P =Kp*+1 (14)

where K=23-7-11-29-353 =18129727 and p = 24657 y

The equation (14) is a Pell equation for D =18129727 and we seek the
smallest root for p which is divided by 24657.

Concluding, | believe that it is interesting and useful to see how, starting from
the smallest solution of equation (1), we can find an infinite number of solutions.
And, also, how these solutions, as we evaluate them today, coincide with those
found by the Pythagoreans, 2500 years ago.

If we accept that (Xl,\y]) is the first solution of the equation

* «The Cattle Problemy, written in the Dorian dialect, exists in 44 verses. It is about the calculation
of the god Sun's bulls and cows of various colors. The cattle, according to Homer, were being
pastured in the island Thrinacia, which is supposed to be Sicily.

13
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2 =Dy? +1 (15)

then we have

x* -Dy’ =1=x12 —D\vl2 =(x12 —D\ulz)V since 1" =1.
So
(x+\v\/5)-(x—w\/5)=(xl +\4/1x/6)V '(X1 —\le/ﬁ)v,which gives

2+ 9D = (1, +, VD

x—w/D=(x, ~v,¥D)"

Solving the last two equations with respect to y and y, we find:

XZ%[(’Q Jr\Vl‘/B)V +(X1 _\Vl‘/ﬁ)v} and

‘VZ%[(XPL%\/B)V_(%_%‘/B)V} (16)

If now we accept that (Xl,\yl) is the first solution of the equation
v? =Dy? -1 a7

then, following the same procedure and raising it to the power of 2v —1, we derive
the solutions

2

xX= 1 |:(X1 +\V1\/B)2V_l +(X1 _Wl‘/ﬁ)zv_l}

w=%[(Xﬁ\vp/ﬁ)zv_l—(xl—\le/ﬁ)zv_]} (18)

Let’s consider, for example, the equation

=2y +1 (19)

14
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the first solution of which is (Xl,w1)=(3, 2) and if we apply the relationships
(16), we get:

For v=1: x=3 y=2
For v=2: =17 =12
X \ (20)
For v=3: x =99 y =70
Let us now consider the equation
v =2y? -1 (21)

the first solution of which is (Xl,\ul):(l, 1) and if we apply the relations (17), we
get:

(22)

We notice that the values of y and y given by relationships (20) and (22), which
are solutions of the Pell equation

X2 =2\|/2i1

are identical with the side and diametric numbers of the relationships (4), as they
had been evaluated by the Pythagoreans many centuries ago.

15
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EUROPE: NORTH AND SOUTH?
Thinking Comparatively about European Education

ROBERT COWEN

Institute of Education, University of London

Abstract

The article falls into four parts. First | try to show how our thinking is trapped in
certain dichotomies. Second | try to show how these dichotomies have affected
how we do comparative education. Third, | illustrate how to escape from these
ways of reflection and how looking at two new educational processes reveals the
world of late modernity. Finally | address with one very simple policy challenge.

Hepiinqyn

H pelétn avth mpofAnuatifel Tov avayvootn avoeopikd, LE TIG O1GPopeg LOPPES
gkmaidevong, ol onoieg gueovifoviol oty moAd kot véo Evpdnn, kol oyolalet
TOVG TPOTOVG OAANAETIOPAOTG TG EKTAUOELONG KOl TOV KOWVMVIKOD GUYKEILEVOD.
O ovyypaeéag vTooPilel OTL LLAPYOVY GUYKEKPLUEVEC EVVOLOAOYIKESG OLYOTOMIES
Kol O16popoL TPOTOL GKEYNG, Ol 000l dNUIOVPYOVV TPOPANUATO otV GoKN oM
EMOTNUOVIKNG GUYKPIONG OGTO Y®Po NG ekmaidevong. Eionyeiton kdmoteg
ueBddovg / TpoOTOULE, 01 OO0l Eival SLVATOV VO, ATOTPEYOLY TOVE EXIGTNUOVES TNG
GUYKPITIKNG GTOVdNG NG EKMAIOEVONG AO TIC TOYIOEC TOV KOIWVOTOTIKOD OVTOD
pomov  okéyng. Tavtoypova vmodelkviel OTL péca amd TNV TPOGEKTIKN
TOPUTAPNON TNG GVYYPOVIG EKTOUOEVLTIKNG O10d1Kaciag dapaivetal 0 KOGUOG TG
VoT1EPNg vEOTEPIKOTNTOC. TEAOG, cuvoyilel KATAYPAPOVTOC L0, TPOKANGN Y10, TO
dTopO OV OOKOVV EKTOUOEVTIKN TOALTIKY|, 10laitePO TS YDpeg ¢ Evpmmaiknic
"Evoong.

Introduction: dichotomies and difficulties

In English, we really like our long words, and those that are not from Latin usually
turn out to be from Greek. We use them in our professional discourse and we
control the
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world with them. Transitologies, permeologies, diasporas, kosmos and episteme
are words which | am using in my current theoretical work.

The words are giving me a lot of trouble. The words are about social processes,
which shift and change. The world is tricky: it moves and our words move slowly
after it, chasing a moving target.

It was so much simpler when we knew how the world was structured. There
was a capitalist bloc and a socialist bloc. There was the developing world and the
developed world. There was a traditional part of the world and a modern part.
There was the industrialised world and the non-industrialised world. There was
centre and periphery. There was Britain and there was Europe. Certainly some of
these dichotomies became trichotomies: centre and periphery became centre,
periphery and semi-periphery. Industrialised and non-industrialised became
industrialised, newly industrialised and non-industrialised. But there was always
East and West; and North and South. They at least were stable, whether as
compass directions or as divisions between a democratic Europe and a state-
socialist Europe, between an industrialised urbanised North Europe and an
agricultural, rural Southern Europe.

These distinctions do not, now, hold. East and Central Europe have changed
politically. Southern Europe contains at least a couple of the largest cities in
Europe which have attracted major movements of people (e.g. Madrid and Athens)
and it would be most unwise to suggest that the Spanish and Italian economies are
without industrialisation. Scotland and northern England have de-industrialised
rapidly in the last twenty years, and southern English residential patterns are
shifting rapidly as there is a flight from the urban. The population of London is
falling and has been falling for some time.

Dichotomies and oversimplifying comparative education

Our dichotomies were (and are) classification systems, and thus descriptive
systems. As we see, so we split apart, and we then draw pictures of the differences.
In comparative education, we also invented and used dichotomies. They were
classification systems. Within those classifications, we sketched differences. For
example, there was a theoretical comparative education and a practical, policy-
oriented comparative education. There was an historical comparative education
and a contemporary comparative education. There was a scientific comparative
education (an invention of the 1960s) and by extension there was therefore a non-
scientific comparative education.

These distinctions produced three major trivilialisations of comparative
education and we are still living with the consequences.

One trivialisation is Auslandspadagogik: the assumption that comparative
education is being done and indeed is completed when a description of school
types, or vocational-technical provision, or teacher education, or evaluation
systems, has been assembled for two or more countries and juxtaposed. This form
of comparative education is increasingly being offered to the journals as specialists
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in one aspect of education (e.g. teacher education) visit other countries for brief
periods and assemble such descriptions, painstaking or otherwise.

A second trivialisation is analyses of trends: convergences and divergences in
educational provision across, say, Europe, or Asia or Africa, or indeed the world.
There are two problems with this form of comparative education. The first is the
question: if everyone is taking aspirin, why should 1? In other words, there are
fashions in medicines, and in social technologies, and it is by no means clear that
because a trend exists, it should be copied. The second difficulty is that unless a
trends analysis is done skilfully, it is merely a multiple set of photographs, or a
time-sequence set of photographs - again educational phenomena are stripped of
social meaning.

A third form of the current trivialisation of comparative education is an
excessive emphasis on «learning from others». That is, the insistence by
governments in particular that the prime purpose of comparative education is the
identification of successful foreign educational practices, and their extraction from
a foreign context and their insertion at home. Without care, this form of
comparative education becomes a cargo cult: magic solutions to problems can be
flown in and all will be well. Cargo cult solutions - education solutions of
mysterious and magical power for a range of problems - have in recent years
included borrowing «German» vocational-technical education; copying magnet
schools in the USA; taking whole class «interactive» teaching from Taiwan; or
establishing educational systems as mini-markets. The deficiency of such
approaches was specified as long ago as 1900 by Sir Michael Sadler, in his famous
complaint that the world of education could not be treated as a garden, in which
snippets were taken from anywhere to be casually transplanted (Higginson, 1979).

The consequence of these trivialisations is that we can no longer see. We
oversimplify an amazingly mobile social and political universe by thinking of it in
the old terms, and in the old classifications. It is, for example, extremely simple
(Eurydice, 1993)) to show that there are major differences between North and
South Europe if you use the old descriptors:

upper secondary attendance rates are higher in the North than in the South;

vocational technical education is more fully developed in France and Germany
than in Spain or Greece;

the education of women in northern Europe is now a major policy issue
attracting direct action; in southern Europe it is still at the level of an emerging
policy question;

examination structures are the upper secondary level are still monolithic in
southern Europe, but in northern Europe that have become more pluralistic.
They differentiate, rather than terminally decide, educational careers;

university attendance rates are higher and less class-biased in northern than
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southern Europe.

On the criteria of such conventional categories, Southern Europe is «behind»
Northern Europe. Presumably therefore the problem is one of how to «develop»:
how to establish teacher education systems or university systems or primary
schools like the most «advanced» models. The problem is how to catch the trend,
how to advance, how to converge with the rest of Europe: in a simple dangerous
phrase (that in another context, nearly produced a world war) - how «to catch up».

I want to suggest that this is a misdefinition of the problem. Seeing the problem
this way - classifying this way - breaks education and educational policy into a
number of sectoral problems. Each needs solution: teacher education, vocational-
technical education and so on. So educational problems are reduced to specific and
simple technical problems and become - and comparative education becomes - a
matter of «learning from others». The Germans have the solution for that bit
(vocational-technical education). The English have the solution for that bit (quality
control in higher education). The Czechs have the solution for this other bit
(getting higher scores in international tests of mathematics and science). Just copy
the bits.

But this form of comparative education - a policy driven comparative
education, comparative education as a social technology - makes too sharp a
distinction between the world of education and the world outside of education. It
distinguishes policy problems too sharply from the powerful processes of cultural
change and shifting educational forms. It concentrates too much on the past, or at
least on examples of past success, at some risk to the trivialisation of the future
which is also powerful. It concentrates too much on immediate change, at the risk
of missing what the English call «a sea change»: those long slow changes which in
their gradual particulars are difficult to spot but which cumulatively and (it seems)
suddenly produce a major storm.

Permit me to clarify and exemplify this general argument by showing the
significance of two educational processes. They are both new and they are both
difficult to comprehend - and to control. They both reveal something about late
modernity.

Processes as a problematique

These processes are not problems. They are not, in my view, policy issues. They
are major cultural and political challenges - hidden in educational form - that
signal major changes in the wider society, and in late modernity itself.

I hold the view that if we understand these educational challenges in a certain
way, they redirect our attention to kosmos, the world. And it is this which we need
to understand in order to think wisely about educational policy. So | advocate less
«learning from (the educational example of) others» and more emphasis on
understanding the cultural and political significance of shifts in educational forms.
It is these which force us back into re-thinking our categories for understanding the
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world. In such a process, North and South, East and West become unimportant
ways to classify and to reflect on the universe and on education.

The two examples, which | wish to use, are the challenges of the collapse of
cultural forms in curriculum; and the collapse of «pathways» (the routes through
educational systems).

I suggest that the cultural forms of school curriculum and routes through the
eductional systems of Europe (the pathways) have been well understood. | wish
secondly to suggest that those traditional cultural forms are dissolving, although in
different ways. The crucial comparative question is why these cultural forms and
pathways are dissolving: this poses quite a difficult theoretical challenge for a
contemporary comparative education.

Cultural Forms of Curricula;: construction

There is a major tradition in comparative education which, as long ago as the
1960s, had begun to understand the differences in secondary school curricula in
Europe through their specific and different national assumptions about what
constituted good knowledge, and a good general education. The tradition was
opened up primarily by Joseph Lauwerys in the 1960s (Lauwerys, 1967), and the
initial apercu has drawn a series of footnotes of increasing length ever since. The
footnotes have now reached book length but the original aper¢u has not changed
much (McLean, 1997).

For example, French school curricula are interpreted as being understandable
through a combination of encyclopaedism and rationalism, informed by and
derived from Descartes. In this tradition that which is clear, logically deduced from
initial axioms, is probably true. The preferred subjects are those which confer that
kind of intellectual power - the power of penetration through logical reasoning -
such as mathematics and philosophy. The particular processes as they were
embodied in French secondary schools, or in higher education have been
illustrated well by (Levi-Strauss and) Pierre Bourdieu (Bourdieu, 1971).

In Germany, in a different version of encylopeadism - captured by the ideas of
Wilhelm von Humboldt - there is an emphasis not only on a broad curriculum but
also on study in depth. Knowledge can be understood as science, although the idea
of «science» (Wissenschaft) is much broader than in its Anglo-Saxon definitions.
Preferred subjects have traditionally included the classics, and history, and the
institutional location of such studies (apart from the University) has been the
Gymnasium.

In contrast to these variants on encyclopaedism in continental Europe, the
English, following the ideas of John Locke, have stressed essentialism: the detailed
study of a very few subjects. Admittedly, these might, in Locke’s preference, be
difficult subjects: mathematics or Latin and Greek. From these would come a
formation of the intellect, and the skills and power thereby acquired could be
transferred to other activities (e.g. running an Empire). However the study of a few
subjects was to be undertaken almost as a secondary project: the first task was the
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formation of character, virtue and «good breeding» which were to be at the centre
of the educational process. The English institutional location of this cultural form
of education was the academic high school called the grammar school, the
equivalent of the French lycée or the German Gymnasium.

All these cultural forms of curricula then had similarities. They were all
variants on the enlightenment project, stressing the acquisition and the power of
reason. They all provided a specification not merely of the intellectual virtues of
the Man of Knowledge, but contained a view of moral virtue, which followed from
the application of reason to the world. They were all in practice, and perhaps in
principle, gender biased. And they were all linked to the formation of national
elites. They all also recreated a tension, inherited from Greece, of the distinction
between work with the hands and work with the mind - work with the mind was to
be preferred. They all posed subsequent problems, for the late nineteenth and early
twentieth century, about the correct styles and modalities of mass education in the
new elementary schools of Europe.

Much of the social power of these cultural formations in curriculum came from
the University itself. Indeed the philosophic base of the university systems of the
late nineteenth century in Germany, England and France can be seen to capture
some of these cultural assumptions - with variations, as the forces of Empire and
industrialisation began to affect the shape of higher educational systems.

But it is certainly possible to see strong continuities in the basic structures of
the higher education system created by Napoleon carrying through into twentieth
century France. The powerful mix of a centralised university and the grandes
écoles was not really disturbed much until the invention of the University
Institutes of Technology. Then it took until the late 1960s (and again in the late
1990s) for the French to carry through, aggressively, major reforms in the higher
education and research system. But the key point in cultural continuity is perhaps
that the brilliant technocrats of the grandes écoles are educated within (and not
outside) of the tradition of culture générale.

Similarly in Germany and in England the basic patterns of university education
did not begin to get disturbed until the late nineteenth century. Then there was
indeed a new interest in creating universities useful to industry - but (in England)
the new universities fitted uneasily into their industrial context and still owed a
great deal in their academic culture to the Oxbridge model. In Germany, apart from
the dramatic disruptions to the German university tradition in the middle of this
century, and the diversification of the post-war higher education system with the
Fachhochschulen, the key point perhaps is that the traditions of the Humboldt
University, the freedom of learners and teachers, and the independence of the
university were rapidly re-invoked not only by Karl Jaspers but in constitutional
law (Jaspers, 1960).

Thus | suggest that despite adjustments to the pressures of industrialisation
through new school types or through new institutional forms of higher education,
there have been remarkable continuities in the cultural forms of both academic
school curricula and «the university» over time in these three countries. To a
surprising extent they remained quite distinctively national in their cultural
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formation.
Cultural Forms of Curricula: their collapse

However, we are now seeing the collapse of those forms. The details need not
detain us for long, because it is the explanation rather than the description which is
difficult. Nevertheless it is necessary to note, as illustrations:

the narrowing of the French encyclopaedist tradition as marked by the restricted
range of subjects studied and examined in different types of baccalauréat;

the narrowing of the German tradition of encyclopaedism as measured by the
restricted range of subjects now examined in the Abitur (Bolle, 1994);

the destruction of the tradition of early specialisation associated with
essentialism in the English context, by the imposition of an almost
encyclopaedist curriculum to be studied by all children for major parts of their
school careers;

the increasing subordination of the university to the demands of efficiency and
effectiveness, as measured for example in France by the new rights of the
university as a local institution to sign contracts with industry, or the
reorganisation of French higher education into clearer cycles including an
advanced research cycle (Neave, 1996);

the increasing subordination of the university to the demands of efficiency and
effectiveness, as measured for example in England by the national schemes for
the measurement of university output, and output by academics (Cowen, 1996).
Within this tendency what is interesting is constitutional law as a source of
resistance open to the Germany university (Gellert, 1993).

The problem is thus how to explain this cultural dissolution of earlier framings.
A full research project would be needed to explore explanations but there are
clearly three major forces:

the changing skill base expected of schools in late modern societies, informed
especially by the increasing need to classify educationally all the age cohort.
This is destructive of cultural form;

the changing definition of the university. Its absorption into national Research
and Development industries, and its increasing approximation to business
culture is destructive of older cultural forms;

the redefinition of the university as a crucial source of trained skills, in which

therefore knowledge must be arranged in skill packages, and graduate training
standardised (Cowen, 1997).
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The pressures producing these policy shifts in higher education within the
EU are partly global. The reactions to the pressures, across the EU, are not
identical. But the policy responses and reform directions in European higher
education make patterns and trends, even taking into account long historical
traditions of different educational provision and «local» political and economic
circumstances.

The trigger for these trends is new interpretations of the changing nature of the
world economy. The trend in perception is symbolised in what is now popular
literature (Kennedy, 1993; Porter 1990; Reich 1992) and carries two markers, one
empirical and one perceptual: (i) the long period of economic success of South
Korea, Taiwan and Singapore in showing the same kind of rapid economic growth
formally associated with Japan, with these countries in turn being joined in their
economic success by Malaysia, Indonesia and China’s south and east coast; and
(ii) the conviction that the nature of the world global economy has changed and
that economic rewards will accrue to those countries who dominate the knowledge
base of wealth production in the next century.

The knowledge forms which are the objects of policy scrutiny are the «generic
technologies» of renewable energies, microelectronics, new materials, and
biotechnology (Skilbeck and Connell, 1996). All are expected to create whole new
industries - somewhat like the breakthroughs in chemical research in Germany at
the end of the last century - and to safeguard the relative wealth-creating position
of countries within the EU in the new world economic order.

The policy convergences, which are flowing from these perceptions, include the
numerical expansion of higher education systems, both in numbers of institutions
and in student access; a more explicit and deliberate articulation of higher
education systems with existing economies; and a concern for the
internationalisation of higher education. All of these convergences have to be
managed (and financed) so, within the EU, new experimentation is occurring as
scarce resources are administered within higher education systems that are not
only expanding on domestic criteria - such as student numbers - but which are
extending their spatial and international relationships (Baumgratz-Gangl, 1996).

However, it is not merely that there are common policy trends in higher
education in terms of expansion, articulation with the economy,
internationalisation, and management and finance. The pathways of educational
systems are collapsing; more precisely they are being collapsed.

The Collapse of Pathways

Now, policy makers and reform projects are deliberately renegotiating the cultural
forms of hitherto distinct categories of education. Distinctions between legal and
compulsory attendance in schools to certain minimum ages are becoming blurred
by the need for many persons to participate in post-compulsory education. Notions
of professional formation, historically limited to post-compulsory education, are
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stretching downward into the school systems themselves. And the concept of a
finite education, culturally marked by the acquisition of a first university degree is
being overtaken by the idea of éducation permanente in which continuing
education and continuing acquisition of professional qualifications are the work of
an educand’s lifetime (Williams 1977). Most dramatically, the notion that there are
those being educated, and there are adults, collapses. We are all to be continuously
educated now (Raggatt, Edwards, Small 1996).

This deliberate collapsing of hitherto separate educational «boxes» (e.g. of
general education and vocational technical education; of the education of adults
and of the education of «children»; of professional «training» and the acquisition
of an «education») are crucial policy adjustments to areas of uncertainty: what
kinds of skills will be needed in the future populations of the EU and what
mixtures of economic success (and temporary unemployment) and social stability
may be constructed?

The policy implications of all this are dramatic in education. Boundaries blur:
within this policy perspective, early childhood education and university education
are part of the same policy continuum; access to higher education is not a single
point of transition marked by an examination at 17,18, or 19 but a negotiable
transition which extends from 16 to 23 or 24; the boundary between work and
school, and work and university, collapses as professional training becomes
integrated with «education»; and the boundaries between who provides
«schooling» and who provides «work» collapse as new forms of partnership
emerge in providing different balances of general education and work-related skill
training (Elliott et. al. 1996). For example, in private industry across Europe there
has been a dramatic growth in the number of trainers - managers of training,
supervisory trainers and worker trainers. These adjustments to rapidly changing
regional and national economic demands have produced difficulties of adjustment,
such as the need to specify the overall levels of training required in particular
companies, the new needs for work-based trainers to learn pedagogic skills, and
variability in the ability of companies of different sizes to provide training.

Thus old, clear, pathways collapse. The pathways are affected by new delivery
systems for instruction, evaluation modes, rearrangements of knowledge contents,
as well as costs, management systems, partnership and participation styles: all
need re-examination.

Pathways are changing. For example, while in Austria the university continues
to dominate the higher education system, in Germany the system of higher
education remains fundamentally binary with two different kinds of institution and
different course offerings. France has a considerable range of institutions of higher
education now, but has conceptualised its higher education system in clear levels
or stages. The United Kingdom has explicitly collapsed its binary line but
continues to have difficulties in defining its course structures, especially at the
doctoral level, and establishing definitions of comparable quality within the new
system.

Pathways through the higher education systems also vary dramatically. In the
case of Sweden and increasingly the United Kingdom graduation is by credit
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accumulation as in the Netherlands and Finland. This should be contrasted with
the «stage» model of France or Belgium where progression to subsequent years is
dependent upon demonstrating competence before at the end of each stage. In
contrast the emphasis in the German and Austrian systems is upon a major
examination at the end of the course (Gellert, 1993).

And pathways into the various systems are variously restricted although the
European Baccalaureate is recognised in all Member States of the European
Union. At one extreme Belgium places no limits on student admissions, and at the
other there is a mix of numerus clausus or rather restrictive admissions policies in
Greece and Ireland for areas such as medicine, and dentistry. Portugal and the
United Kingdom along with Greece and Ireland are among the most rigid in their
admissions criteria and policies (Eurydice, 1993).

Loosening of the pathways is most dramatically occurring through the
European Credit Transfer System. Pre-conditions for admission to other
universities are notable for their absence and most cases are dealt with individually
and recognition of the transfer credits is typically done through inter-university
agreement. The main practical barrier is a compulsory language test, as in
Denmark, the Federal Republic of Germany; or Ireland or the UK; or with
individual variation by institutions in France. Such loosening of pathways as is
marked by the invention of ECTS does not alter the traditional obstacles on the
pathways, such as regional disparities, gender differences and class; but it does
highlight the ways in which higher education systems in the EU are responding to
the perceived pressures of economic globalisation.

Thus the issues in higher education are no longer particularly structural: e.g.
what is the correct balance between short cycle institutions stressing vocational
technical provision and university long cycle education? The pressing issues are no
longer issues such as who «controls» the universities - governments or academics -
but rather what are the appropriate partnerships that can be worked out between
governments, higher education systems and the private sector. The issue is no
longer whether standards can be kept high by a singular point of transition from
secondary school (A-level; Abitur, etc.) to the university, but how flexible can
processes of transition and points of entry and re-entry be made. Under the
pressures of the globalised knowledge economy the question is not merely how
efficient are higher education systems, but how creative can the people who pass
through them become.

Conclusion

Thus my conclusion is one of great simplicity:

educational systems are experiencing the collapse of two cultural forms: their
pathways and their traditional definitions of important knowledge (as
essentialist, encyclopaedist, polytechnical and so on);
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these shifts in cultural form are changing faster than our theoretical and
comparative understanding of what is going on in a world of late modernity.

We are thus faced with a choice of strategies for thinking comparatively about
educational policy.

Shall we carry on with «catching up» with dangerous others - Asia, the USA,
German vocational technical education? Shall we continue to think piecemeal in
terms of the rapid improvement of teacher education, and then the universities; or
perhaps first elementary and then nursery education? Do we simply say that such
comparative phenomena, as the collapse of cultural forms, are interesting though a
bit of a nuisance because the old certainties are gone? Do we say, the phenomenon
is happening everywhere, and that is a trend, so it is important to become part of it
- and anyway OECD is working on some solutions? Or do you say, | am glad |
know what is going on elsewhere - it is time there was a radical shake up in
Greece, anyway, so all big changes would be good as we need to catch up with the
rest of Europe.

All of those responses are simplistic and slick. They treat comparisons as if
they are a race: the neighbours seem to have a fast car and we will become happy
if we can overtake them by borrowing a Porsche or a Ferrari.

The other strategy for comparative thinking is to say, | wonder what those
changes in cultural form mean about the ways in which societies are changing
now. Are the cultural forms of education changing in Greece - and if not why not?
What does that tell me about Greek society (that no one has told me before)? What
are the cultural forms in education which are appropriate for the next century?

It is improbable that the categories of thought of this century, and the categories
of thought in what passes for comparative education will take us (or you) very far -
except maybe in the wrong direction. | invite you to reflect, before you rush to
educational action. It is a new world and the university is - and has always been in
most places and most times - a good place for deciding how you will want to act
later. Once the dance begins it is difficult to think. Dancers who think usually fall
over and not many thinkers dance brilliantly. But you have time for a bit of
preparation. When you have danced with Zorba, what do you do next? Dance with
Mrs Thatcher? Chancellor Kohl? The European Union?

Certainly it is in the north that they build Porsches. But what does it mean if we
say the cultural forms of education in the north are collapsing better? | am not sure
if that puzzle should be given to a Zen Buddhist or to Socrates; but being old-
fashioned | invite you to start with Socrates and Zorba. There is more to
comparative education than governments have ever begun to think about.
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Abstract

This paper focuses on the importance that university funding method has on
university behaviour. The paper begins briefly describing some of the differences
between university systems in Europe. The second part of the paper explains why
funding method is such an important influence on university behaviour. The next
section describes the changes in the British method of funding universities and
focuses particularly on the introduction of the attempt to assess the quality of
university research. The following section of the paper critically examines
methods that have been used to assess university research. The fifth section
describes some of the effects that the new funding method has had on universities
in Britain. A brief conclusion follows.

Hepiinqyn

To apBpo avtd Tovilel TN oNUAVTIKY EMLOPAOT) TOL £XEL O TPOTOG XPNHLATOOOTNONG
TOV TOVETOTNUIOV OTNV amdd00T] TOVG Kol EWIKOTEPE OTINV TOCGOTNTO Kol
TOLOTNTA, TOGO TOV AKOONUOTKOV / SIOUKTIKOL TOVG £PYOV OGO KOl TNG EPEVVITIKNG
TOVG SPACTNPLOTNTOS. APYIKA YIVETOL [0 GUVOTTIKY OVOPOPA OTIG SLUPOPESG TOV
VEIOTOVTAL OVAUESOH OTO. GUOTHUOTO OvVOTATNG ekmaidevong g Evpdmng ko
KATOypaeovIal ot Adyol, ot omoiot kafiotobv T HéB0dO YPNUATOdOTNONG TOV
WPLHATOV TPITOPAbUOG KTAidELONG ONUAVTIKO TOPAYOVTO ERMNPEACHOD TNG
YEVIKOTEPTG CUUTEPLPOPAS TMOV TOVETIOTNI®V. 1O TAAICI0 0vTd Tapovsidlovtal
HE KPITIKO TPOTO TO Kupiapyo povtéda ypnpotoddtnons oto debvi yopo. X
GUVEYELN TIEPLYpAPOVTAL Ol TPOSPATEG OAAAYEC 6T HEBOSO ¥PNUOTOdOTNONG TOV
Bpetovikdv  mavemomnuiov, ot omnoieg otOxevay ot Peitioon NG
OTOTEAECUATIKOTNTOG TOV TOVETIGTNU®V HUE TNV TOPOYN YPNUOTIKOV KWVATP®YV,
pe TN oLvOeoN dNANST TOV OGOV ¥PNUATOSOTNONG TOV KA WpOHOTOS Le TNV
amodoon| Tov. Idiaitepa avaivovtal kol oyoldlovial KpiTikd ol dgikteg Tov ypn-
GUOTOL0VVTAL Vit TNV AEI0AGYNOT TG TOLOTNTOG TG EPEVVNTIKNG SPAGTNPLOTNTOG
TV BpeTavikdv tavemotnuiov. Kataypdeovtol To e0pHoTo EUTEIPIKNAG LEAETNG,
N omoia giye oTOX0 TNV AEOAOYNON TOV OMOTEAEGUATOV TOL EXEPEPE 1| AAAUYY
TOL TPOTOL
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xPNUaTodoTNoNG ota movemoTiuo g Bpetaviag. Epeavifetor po oyetikn
adENomn oty MOGOTIKN amdd00T TOV TAVETIGTNHI®OV, OAAG @aivoviol KAmToleg
apVNTIKEG EMOPAGELS TOV APOPOVV GTNV TOLOTNTO TOL OLOOKTIKOD KOl EPEVVITLKOV
épyov. Téhog toviletow OTL omowdNmOTE OAAOY] O©TIN  (PNUOTOdOTNOM
TOVETICTNUIOK®V 10pVUATOV £VOEIKVLTAL VO LEAETATOL GTO TTAMIGLO TV TOAVAOV
EMOPAGEMVY, BETIKMOV KOl APVNTIKAOV, TOV LITOPEL OLTH VA, ETQEPEL.

Introduction

European higher education systems are very diverse: the degree of central control
and relative autonomy of universities differs between countries and is itself
changing; the level of their funding per academic and per student is different; the
sources of university funds also differs; as does the way in which institutions are
funded. It is my intention to focus on funding and, drawing on experience from
Britain, to show how a particular funding method can affect institutional
behaviour.

The structure of this paper will be as follows. Part one will briefly describe
some of the differences between university systems in Europe. The second part of
the paper will say why funding methods is such an important influence on
university behaviour. The third section will describe the changes in the British
method of funding universities and focus particularly on the introduction of a
performance indicator (PI) for assessment of the quality of research. The fourth
section of the paper will contain some general, and critical, comments on the Pls
that have been used to assess universities. The fifth section will describe some
effects that the new funding method has had on universities in Britain. The paper
will end with a brief concluding comment as to why any country introducing a
change in funding should examine its likely impact carefully.

1. The European Context

The most widespread change in funding mechanisms in European OECD countries
is the increasing use, and increasing complexity of formula funding. Most
governments have until recently used some form of incremental funding which
was unproblematic when higher education systems were expanding but is almost
impossible to implement rationally if resources are not growing. There is no reason
in principle why increments should not be negative but in practice a negative
increment means that some activities have to be discontinued or reduced in volume
and this is resisted by groups whose resources are cut. This creates difficult
management problems for the institutions, and funding agencies in several
countries have shown impatience with the capacity of institutional managers to
make such hard choices. One possibility is for funding bodies to impose equal cuts
on all activities but to reinstate part of the resources by allowing institutions to bid
for funds for specific innovations. Various versions of this arrangement have been
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adopted in several countries during the last 10 years.

Recent reforms in funding mechanisms in Denmark and the Netherlands
provide examples of the use of formulae to yield sophisticated incentive systems
for the universities. They represent ways of reconciling legitimate government
concern to determine major priorities in the use of public funds with the equally
legitimate demands of academic institutions to be able to carry out their teaching
and research functions according to academic and professional judgements.

In the Netherlands funding consists essentially of formula based block grants.
«However, the amount of funds is not based simply on enrolment. In addition
every drop-out as well as every graduate contributes to the institution’s formula
based grant». Thus the resources formulae provide incentives for prompt
identification of potential drop-outs as well as the stimulation of rapid graduation.

Conceptually contracting has much in common with formula funding. Formulae
are in effect the specifications of what the funding agencies want, and the
institutions are able to obtain funds to the extent that they meet these
specifications. There are, however, two important differences. One is that formulae
are usually applied retrospectively: institutions are paid on the basis of previous
student numbers, whereas contract systems take future commitments as the main
basis of funding allocations. The other difference is that formulae are normally
open-ended standard priced contracts. Institutions are funded at a fixed price
according to the number of students they recruit. Contracting usually requires an
individual negotiation of some sort on both numbers and price and is also often a
competitive zero sum game, because total public funding for higher education is
determined by government before contract negotiations take place.

French universities have had legal independence since the 1960s and each has
its own budget. A policy of contractual funding is in operation. Each institution
defines its policy; and a 4-year contract covering the whole of its activities is
agreed with the Ministry. The objective is «to increase institutional autonomy
while permitting the estate to carry out more effectively its responsibilities of
regulating and co-ordinating the university systemy. Financial autonomy has also
been increased with respect to externally generated funds largely in order to
provide an incentive for them to earn money from external sources.

In most European countries a considerable amount of university research has
traditionally been funded outside the general university budget, but there are big
differences between countries.

For example, in Finland research funds, amounting to 11 percent of university
income, were provided by the Academy of Finland and the Ministries of Trade,
Environment and Labour in 1987. In Norway in 1987 about 6 percent of the
income of higher education institutions consisted of research grants from the
Norwegian Research Council and about 4 percent research grants from private
agencies. In Germany about 12 percent of recurrent funding of institutions is in the
form of specific grants and contracts (a further 25 percent consists of revenues
from hospitals associated with the universities). In France, apart from the research
contracts and government remuneration of academic and research staff, university
research has two main supplementary sources of funding. The first is the Higher
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Education Ministry which provides research funds of which about two-thirds are
included in the quadrennial research contracts, and the second is major research
organisations, in particular the National Centre for Scientific Research, which
funds research centres associated with universities. The comments above indicate
considerable differences across Europe. Nevertheless in many countries there have
been changes and further change is being contemplated. Perhaps something can be
learned from the British system that has advanced further down a particular
funding route than most other countries.

2. A Conceptual Funding Framework

Burton Clark’s «The Higher Education System» (1983) identified four main types
of institutional control: bureaucratic, political, professional (or collegial) and
market (ppl45-171). These he placed on a continuum from bureaucratic (involving
a heavy dependence on authority) to market (involving a heavy dependence on
exchange). By combining bureaucratic and political models under the rubric of
state authority and defining professional (collegial) models as indicative of
academic oligarchy he reshaped this continuum into a Triangle of Coordination
shown in Figure 1.

Figure 1 Triangle of Coordination

State Authority

Sweden
France

Academic Market

Oligarchy

The position of countries depicted in Clark’s diagram, if true in 1983, is
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certainly not so in 1997.

Williams (1984, 1988) developed Clark’s model into one describing alternative
methods of funding institutions with implications for the efficiency with which
institutions will function. Williams characterises three models of funding the
«bureaucratic», «collegial» and market model. We consider each in turn.

The Bureaucratic Model

Under the «bureaucratic» model, financial decisions are usually taken at a senior
political level, often the central government; this authority decides both the
resources available to the education sector and the rules according to which these
resources are distributed between institutions and within institutions. The
looseness and flexibility of the rules will determine the «freedom» of action of
institutions, departments and teachers, but because this «freedomy is subject to
bureaucratic control it can always be reduced by some tightening of the rules. So,
the measure of control exercised under the «bureaucraticy model will vary
according to the degree of discretion allowed administrators and teachers at the
various levels of the system. A situation in which the responsibilities of
institutions are being laid down more explicitly and their rules of accountability
also clarified and strengthened reflects a «bureaucratic» mode of control where the
rules are being tightened.

The merit claimed for a «bureaucraticy method of funding is said to be both
quantitative, in so far as educational provision can be adjusted to meet manpower
«needs», and qualitative, in so far as educational standards can be adequately
protected from above. The principal demerit is the fact that administrative
regulations tend to be cumbersome and inertial in effect, preventing institutions
from reacting quickly to changing circumstances. This system of funding, may
therefore, discourage innovation. There may also be some loss of academic
autonomy. Whether this loss of freedom is viewed as desirable or not may well
depend on what the objectives of institutions, e.g. universities, or their funders, are
perceived to be and whether academic freedom is seen as inimical to the
attainment of those objectives. There may be costs in addition to the loss of
academic freedom. The more complex that the regulations are the more they are
likely to cost to implement and to monitor. If there are appeals procedures then
these too will augment costs. There may also be damage to staff morale
undermining their effectiveness - a cost too often overlooked by administrators
when introducing new systems of accountability and control. Evidence from the
UK regarding the effect of the «bureaucratic» model suggests that it may adversely
affect both internal and external efficiency (Mace, 1993 and 1995).
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The «Collegial» Model

The «collegial» model contrasts sharply with the «bureaucratic» model in that
institutions are usually more or less financially independent, say, as a consequence
of past endowments, and are therefore free to manage their own affairs at will. The
merit of this system is the academic freedom that is thereby achieved from outside
influences. However, this freedom, far from supporting innovations, may actually
be stultifying because it tends to turn education institutions into clubs operated in
the interest of teachers. That is how Adam Smith saw the universities of Oxford
and Cambridge in the eighteenth century:

«If the authority to which he (the college teacher) is subject resides in the body
corporate, the college or university, of which he himself is a member, and in
which the greater part of the other members are, like himself, persons who
either are, or ought to be teachers, they are likely to make common cause, to be
all very indulgent to one another, and every man to consent that his neighbour
may neglect his duty provided he himself is allowed to neglect his own. In the
university of Oxford the greater part of the public professors have, for these
many years, given up altogether even the pretence of teaching .... The discipline
of colleges and universities is in general contrived, not for the benefit of
students, but for the interest, or more properly speaking, for the ease of the
masters. Its object is, in all cases, to maintain the authority of the masters, and
whether he neglects or performs his duty, to oblige the students in all cases to
behave to him as if he performed it with the greatest diligence and ability».

(Smith, 1776, I1, pp 760-61).

Any system of funding education or training through general grants which are
virtually guaranteed year after year is akin to the «collegial» model. To some
extent the old British system of making quinquennial grants to universities was
very like the «collegial» system. It had the advantage of protecting academic
freedom and insured that those best informed about the needs of the institutions
made the vital decisions about resource allocation. However, the problem with
such a system is that the needs perceived by the academic community of a
university may not be the same as those perceived by the government, or by
students - exchange efficiency and, almost certainly, production efficiency will
suffer. It is largely for this reason (and the need to cut public expenditure) that the
quinguennial system of funding university education in Britain was abandoned in
the mid 1970s; ever since, the central government in the UK has taken a more
active part in determining the allocation of resources within the university system.

The Market Model

In both the «collegial» and «bureaucratic» models, power is ultimately vested in a
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body, representing the government or university. This contrasts with a third model
of resource allocation in education or training where control is much more diffuse
and indirect. This is the so-called «market» model and under it a provider’s income
is generated by selling its services - teaching, research and consultancy - to
whoever wishes to buy them. In this model, power is shifted to the consumer and
to the units which produce and sell the services. The characteristic of such a model
is that resources will be allocated according to an incentive structure. To take an
example from universities, if research is more highly rewarded than teaching,
universities will devote more of its time and energy to research and vice versa.

The merit claimed for a «market» based system of funding is that it causes
higher education institutions to become more responsive to changing economic
and social circumstances. In short, it forces the education system to adapt itself to
the felt «needs» of society and, in consequence, to become more efficient in the
sense of providing the output that the economy demands. Of course, this claim
rests on several assumptions (as Mace, 1993 points out) that consumers (students)
are well informed about subject choices, that they are influenced by the labour
market implications of these choices, that capital markets operate perfectly and
that the labour market itself functions efficiently, providing appropriate signals to
students.

Let us examine and consider the possible efficiency implications in using a
«market» model. In order to achieve an efficient, optimal, allocation of resources it
is necessary that the pricing policy in education should not be determined by
market forces as this may result in under-investment in education for the following
reasons: externalities, consumer ignorance, distortions in related markets, merit
goods, decreasing costs, and principal / agent problems and equity.

Since universities compete for students, research grants and contracts,
consultancies etc. elements of this model of funding certainly exist in Britain in
present.

The «Clark/Williams model» presents polar cases of funding models. In reality
most funding methods are hybrids, having elements of two, if not all three, of the
different models described.

3. The Funding Changes in Britain

The eighties and nineties have been a period of significant change for universities.
It began with a 20 per cent cut in planned public expenditure, the biggest reduction
in income ever imposed on British higher education. The reductions in real
expenditure were of the order of 8 per cent. Over most of the period student
numbers were rising rapidly, despite continuing financial stringency. As Williams
has stated until 1992 «government higher education policy was dominated by two
main concerns: to help reduce public expenditure; and to increase efficiency by
encouraging institutions to «earn» a larger proportion of their income from both
government and non-government sources, and to be explicitly accountable for it.
Early in the decade the first theme was dominant; by 1990 the second had become
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more importanty (Williams, 1992, p4). Through most of the nineties the
government was still demanding a considerable expansion of student numbers,
without higher education receiving a commensurate increase in public expenditure.
There was a change in the balance between the different sources of income as well
as a significant reduction in core funding.

Changes in the mechanisms of university funding were no less radical than the
changes in sources of income. At the beginning of the 1980s the traditional block
grant system of funding universities was still in place although it had been
suffering «severe strains since 1974 when the quinquennial system of funding
collapsed under the twin pressures of stagnant demand from students and very high
levels of inflation» (Williams, 1992). In 1980/81 over 60 per cent of university
income was provided as a single block grant from the UGC (University Grant
Committee), and universities were not told how much was for teaching or research.
Universities were aware that some institutions did better than others, but the UGC
always maintained that the criteria that resulted in this must remain confidential
for fear that if its assumptions in making the grants were known this would affect
universities internal allocation of resources. (lronically, the reason why the
funding council reveals its criteria for awarding grants now is to influence internal
allocations). In practice the grants were incremental in that, whatever the criteria
used by the UGC to calculate them, universities received their previous allocation
plus an increment which was always positive.

Recent UGC funding strategies focused largely on the separate identification of
resources for research and for teaching. One reason for this was the dissatisfaction
of universities, particularly the most affected, with the criteria used in the 1981
cuts. Another reason was the view that discrimination was to become a permanent
feature of the system. As a consequence of these pressures, a systematic evaluation
of research activity in each subject area in each university was carried out in 1985.
This evaluation was repeated with some modifications in 1988/89, 1992 and 1996.
In these exercises a specific proportion of the UGC grant was identified as being
for research. In the first exercise «R;» the research element, was divided into four
parts:

SR or «Staff Researchy, intended to support the personal research of academic
staff.

DR or «Direct Researchy», a contribution to cover the overheads departments in-
curred a grant from research councils and charitable bodies.

CR or «Contract Research» which provided a small bonus, some two per cent
for research funding from sources other than research councils or UK charities.

JR or «Judgmental Research», allocated on the basis of judgements about the
quality of research in each departmental cost centre in each university. In 1986
this was less than 35 per cent of the research component, but has risen very
substantially since.
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This quality assessment was based largely on evaluations of publications and
peer judgements.

Williams (1992) summarises the period in the following way.

«lIt is misleading to consider the 1980°s simply as a period of cuts in higher
education resources. It was rather, one of changing patters of finance. Overall
there was some modest growth in institutional income and, in contrast to the
previous decade, student numbers grew substantially. However, there were
considerable changes in the sources of funds, the channels through which they
became available to universities, polytechnics and colleges, the relative shares
of the two sectors, and the activities for which they were sued. Restructuring
imposes strains on any management system. Some universities and polytechnics
undoubtedly adapted to these changes much more successfully than others, and
many certainly did experience a decline in the real resources available to
themy.

Until the eighties the funding councils provided the core funding to universities
in a continuing and reliable way. Following the draconian cuts of 1981 there was a
switch from the implicit, opaque and historically based funding method to a
method of funding that was based on a much more explicit criteria. If these criteria
were not satisfied, funding for a given university would suffer. This change in
funding method meant that funding council money, formerly, so dependable
became «soft» money, as Williams has put it, rather than «hard» money as in the
past. The changes introduced in 1986 have remained basically similar to this day.
The principal feature of the funding change, as stated earlier, is that in grants to
universities the payment for teaching and research is separated and that the
research allocation is dependant on the «quality» of research at a university. The
payment for teaching is based on the number of students studying multiplied by the
unit of resource for the subject they are in and the level of the course. The research
component of grant allocation is rather less straightforward than that for teaching
and it has undergone some modification. The changes are described below.

There have been four research assessment exercises to date, 1986, 1989, 1992
and 1996. There have also been proposals for changes to the assessment of
teaching and when put into effect these will undoubtedly affect institutional
behaviour. Currently, however, the university funding mechanism with respect to
teaching does little more than reward institutions in much the same way as before
1986 i.e. based on student numbers, adjusted for subject area, level of course, and
the status of the student, full or part time. There have been some changes within
universities in response to the threat to alter funding according to the quality of
teaching, rather than according to the numbers enrolled. Funding for teaching,
however, is still determined essentially by numbers, adjusted as stated above, and
although there have been moves within universities to promote teaching quality
through the development of «relevanty quality assurance mechanisms and
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structures, to date this has not greatly impacted on resource allocation within
institutions. No doubt when teaching quality does affect funding institutions this
will change their behaviour as it did with respect to research, though not
necessarily in the same way. Since those funding changes are, as yet, undeveloped
we will here confine ourselves to the changes currently affecting university
behaviour and those that have been explored in our research.

The Research Assessment Exercises (RAE) have had a single objective, «the
purpose of the exercises has been to produce ratings of research quality for use in
the determination of the grant for research» (my italics) Higher Education Funding
Council in England (HEFCE), 1993, p. 1. The Report on the 1992 exercises is very
clear as to the impetus for funding councils’ involvement in research evaluation.
Public funding constraints were affecting higher education from the early 1980°s
and «The initial impetus for the University Funding Council’s (UC) involvement
in research evaluation arose from the public funding constraints applied to higher
education in the early 1980°s. With the UC responsible for funding both teaching
and research and the real value of grant falling year by year, the Committee
perceived selective funding of research as the only means of protecting the quality
of both. The UC’s Strategy Advice of September 1984 announced the Committee’s
intention to «adopt a more selective approach in the allocation of research support
among universities in order to ensure that resources for research are used to best
advantage» (Williams, 1992).

The obsession with the development of Pls of research continued and the latest
instalment, the 1996 and fourth exercise, dominates the thinking and behaviour of
universities. Whether an «old» or «new» (mainly the former polytechnics)
university the money available through this exercise will crucially affect their
future position in the university system.

4. Higher Education Pls: A Critique

Probably the most influential, and certainly the most visible, PI for universities has
been the establishment of a number of research selectivity exercises in which
research Pls were established to evaluate the quality of research in university cost
centres/departments. The funding council grant received by a university depended
to a significant extent on the research grades awarded to its cost centres. It has
been funding council policy to make the research grade increasingly important in
the allocation of funds to universities. Any evaluation of the research selectivity
exercises is hampered by the lack of openness about the precise methods used, by
the fact that the methods used differed across fields of study and by the fact that
the methods are said to have changed somewhat between the different research
exercises.

To illustrate the change in method:

«The 1986 exercise was based upon peer review with little emphasis being
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placed on the actual research output produced by universities. Subject panels
consulted well-known academics in each subject area and research councils
provided information about research grants awarded during the previous five
years. In addition, each university or cost centre was asked to submit an
extremely brief account of its research performance and future research plans
and to select five recent publications which accurately reflected the research
work being undertaken in each cost centre (or department in many cases)».

(Johnes & Taylor, pp 155-6).

The very limited approach adopted in the 1986 exercise was criticised on
several grounds. The main criticisms made by the HEFCE (Higher Education
Funding Council) itself included differences in assessment methods across
subjects, that rankings seemed to influenced by research grant income and that
little attention was given to work in progress.

The UFC adopted a more comprehensive and more formal approach to its 1989
exercise. In particular, more data describing research output were collected and
used in the 1989 exercise. The UFC was keen to stress that the assessments made
by advisory groups and panels were «output led» (rather than «income led» as in
the 1986 exercise).

Johnes and Taylor (1992) give five criticisms levelled at the 1989 research
selectivity exercise. First, there was inadequate consultation in the design of the
guestionnaire. Second, and as with the earlier exercise, it was claimed that the
process of evaluation was undertaken too hurriedly, with only three months
allowed to evaluate the research output of the entire UK university sector. Third,
assessment was based on the research output of all full-time academic staff in post
during the assessment period, but since staff turnover was high in some
departments, such a procedure might give a misleading impression about research
potential of a given department. There were also inconsistencies in defining
research output. These included, edited books being counted as authored books;
book reviews being included as articles; unpublished research reports included as
books; co-authored books included twice (or more) under separate authors; no
distinction being made between publications in non-refereed journals and in refe-
reed journals.

Finally, there was still concern about the five-point rating scale and whether it
enabled comparisons to be made between different subjects. There was some
dissatisfaction, particularly from subjects with low mean scores about inter-subject
differences in scores. The circular letter from the UFC shows a wide discrepency
between scores with for example, Pharmacology (3.6) Classics (3.3) during scoring
significantly higher than, for example, Education (2.5), Anatomy (2.5) and Clincial
Dentistry (2.4). It is possible that these scores do reflect differences between the
subjects, but if they do not it undermines one of the purposes of the RAE. This was
to provide universities with guidance in the allocation of research funds between
subject areas, the intention being to encourage a shift of resources away from low-
rated subjects towards high-rated subjects. This would be efficient only if the
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ratings were comparable between subjects. If there are reasonable doubts as to
whether this is the case it would be unwise for universities to shift resources
between subjects.

Some institutions have in fact pursued policies precisely the opposite from
those intended by the UFC and shifted resources towards low rated cost centres
(Williams 1992, Mace, 1993). This policy makes sense for a very obvious reason:
it is easier to increase the rating of a low rated department than a high rated
department and the increased rating attracts an increase in funding council grant. It
appears that universities are aware that the law of diminishing returns applies in
the research selectivity exercise. There may also be other reasons for not
reallocating resources towards high rated cost centres. For example, reducing
resources provided to the low rated areas may affect the balance of a university’s
academic offerings in a way unacceptable to its management. Universities may
also recognise that there are economies of scope to be realised by retaining and
supporting a wide range of cost centres and academic activities.

The problem of comparability across subjects mentioned above has been
acknowledged by the UFC but was not regarded as being of any great significance.
(P. K. Jones, 1989, p. 17).

«Anxieties were expressed in some panels that they were being «tougher» than
others but Executive monitoring and guidance seems to have avoided this».

Additional criticisms, again cited in the HEFCE report, included: Little
information was published on the criteria that would be used by panels making it
difficult for universities to determine their best strategy for presentation; lateness
in providing list of units of assessment; the exercise favoured large departments,
particularly in the physical sciences, the ratings in the sciences favoured
excellence in basic and strategic to the disadvantage of applied research.

Finally, there was some evidence of cheating, «mis-reporting» as the HEFCE
puts it in the 1989 research assessment exercise. In some cases, inaccurate
publication dates were included in order to gain advantage and publications were
included when they should have been attributed to another institution (HEFCE
1993 p. 2).

The 1992 exercise was more carefully prepared, but many of the problems cited
above remain and can be found in the HEFCE’s own words. In brief they are:

«(a)Little information was published on the criteria that would be used by
panels, and even the 5-point rating scale was published at a late stage of the
Exercise, making it difficult for universities to determine their best strategy
for presentation.

(b) The full list of units of assessment was not settled in advance and, when it

was agreed, was so large as to enable some universities to gain an unfair
advantage.
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(c) Some of the forms were unnecessarily complex; in particular there was need
for more precise definitions of publications.

(d)No facility for systematic verification of the accuracy of the submissions
was built into the Exercise, and there was some evidence of deliberate «mis-
reporting».

(e) The Exercise favoured large departments, particularly in the physical
sciences.

(f) The ratings in the sciences favoured excellence in basic and strategic to the
disadvantage of applied research.

(9) By assessing all staff in post for any part of the 5 year review period, the

Exercise was unduly retrospectivey.
(HEFCE, 1993)

One factor that has not received adequate attention by the HEFCE is the
enormous cost of the exercise and how this related to the benefits. Further, the
measure of research output, though more sophisticated in the 1992 exercise, still
suffered from serious flaws. To see why this is the case let us consider the major
factors that have been used by the funding councils to measure research
performance: peer review, publications, and research income. And, although it has
not been explicitly included in the RAE, we will also comment on another measure
of research performance, citations, that may also have influenced members of the
assessment panels. Each of these measures is bedevilled by problems which are
briefly recounted below. These are not considered by HEFCE but we consider they
are of fundamental importance to the success or failure of any research assessment
exercise.

Peer review: Tognalini is one of the commentators who has a positive view of peer
review. He states:

«Peer reviews are often seen as the Pl par excellence. Peer reviews serve at
least four important functions:

(a) they bring to the decision-making process knowledge and perspectives;

(b) they enlist colleagues and thus have the potential of improving the wisdom
of those decisions and fostering acceptance of them;

(c) they protect staff from both the appearance and reality of outside pressure;
and

(d)they create forms of accountability such that the choices finally made are
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more likely to be reasoned and defensible.

An important dimension is that the process and outcomes are clearly
understood».

(Tognalini et. al., 1994, p. 155)

A number of criticisms have been made of the peer review and these certainly
indicate a less sanguine position than that taken by Tognalini. (See, for example
Anderson (1978), Johnes and Taylor (1990), Johnes (1987,1990)). The most
obvious criticism of peer review is that any measure based on the opinions of
others in the field will inevitably be highly subjective: ratings are likely to be
heavily influenced by the individual reviewer’s personal interests and by his or her
loyalties and affiliations to particular institutions.

Further criticisms include the fact that ratings based on peer review are also
influenced by «halo effects»: individual departments, or cost centres acquire
benefits from the overall reputation of the institution as a whole. The reputation of
a department can be considerably boosted by the presence of one highly productive
and eminent researcher. The department may retain this reputation long after the
eminent researcher has left and may no longer be deserved. The problem here is
that unless «peers» are alert to all developments in their area, and this may include
new interdisciplinary developments, there is a danger that their judgements may be
out of date. Also, as Johnes (1989) has shown large departments appear to have an
advantage over smaller departments when evaluation is based on peer review.
Probably, this is because a large department is more visible than a small one, and
there is more chance that someone on the review panel will know the work of at
least one of its members. (Though being «knowny by a member of a panel may not
always be an advantage, if there is personal jealousy or little respect for the
departmental academic’s work!) One final point is that the practice of peer review
may encourage departments to spend more on enhancing their image outside their
university in an effort to increase their ranking. From society’s and the funding
council’s perspective this would almost certainly be seen as an inefficient use of
scarce university resources.

Publications: Publications have been a major determinant of research rating in
every RAE, presumably because they are the most obvious evidence of research
activity. Moreover, they are usually considered to be a more objective measure of
research output than those based on peer review.

«In general, a publications count is based on refereed publications in academic
journals. Any count derived using all forms of publication (e.g. books as well as
papers) requires a weighting system to reflect the relative merits of the various
forms of publication. The suggestions for the weighting of journal articles to
books have ranged from 1:4 (Crane 1965) to 1:18 (Meltzer 1949; Manis
1951)».
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(Johnes and Taylor, p. 149)

If a count of publications relies on obtaining a list from each department its
success clearly depends on the degree of co-operation from individual
departments, if they have such a list themselves. If it is obtained from journals
there is the problem of deciding which set of journals to use to ensure that they
adequately reflect the research activities of a specific subject area - biases will
inevitably result. As Johnes has shown the selection of journals in a specific
subject area because they are generally considered to be of high quality and of
general interest would result in a bias against highly specialised research areas
(Johnes, G. 1988). (This is the major concern of Harley and Lee about the ranking
of economics (see next chapter)). A further problem is that academics who publish
«outsidex their own specific subject may well not be counted in their departments
submission, thus disadvantaging the department and the academic concerned.
Indeed since they are also unlikely to be included in the submission of the
department that does research in the relevant area. The individual, the department
and the university may all be disadvantaged.

Journal articles vary in length (though this does not necessarily reflect the
quality) and it could be argued that a publications count should take this factor into
account. Indeed, if no account is taken of article length this could lead to a
proliferation of short papers in order to boost research «output» and hence the
ranking of departments. Similar problems are encountered when using books as a
measure of «research output»; they too vary in length and quality. It is possible
that «weights» could be attached to articles (and books) of different quality, but
this would require a consensus of opinion on an appropriate weighting system and
necessitates a (subjective) judgement of each paper’s relative quality. This would
be both time-consuming and beset by similar problems to measures of research
output based on peer review.

It is important that some weighting system to reflect relative quality should be
devised if a publications count is to become the standard measure of research
output. The danger of not doing so is that it may lead to a lowering in the quality
of research if researchers begin to sacrifice quality for quantity in order to boost
their research rating. As our evidence shows this may well be encouraged by
departmental heads who are keen to count as many of their staff as possible as
«research active» so as to maximise income from the RAE. The sensitivity of
ranking to the weights attached to different types of publication has been clearly
demonstrated by Johnes (1990).

Multiple-authored papers also pose a problem. In the absence of any firm
evidence of relative contributions to a paper, the credit for a publication with more
than one author should be divided equally between each author. A further point to
be made is that as a result of the development of RAEs in which publications are
central a result may be an increase in the number of journals and the submission of
papers in general. Unless there is a commensurate increase in the availability of
referees and/or their time spent on refereeing the quality of refereeing may suffer
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with a diminution in the quality of papers published in any given journal.

Research income: Publications or citations necessarily require a time lag over
which to perform the count, whereas the funders of research normally want a more
up-to-date picture of the research output of departments. Measures of research
income appear to provide a picture of current research activity, though this may
not be very accurate in those cases where a research programme is being funded
over a number of year! A further attraction to the funding council of using research
income is that the data are readily available at both university and cost centre level.
However, the obvious problem of using research income data as a measure of
research output is that it is an input into, not an output of, the research production
process. The receipt of a grant indicates nothing about the quality or even quantity
of research produced from the input. Moreover, fields of research where grants are
in short supply are disadvantaged by such a measure, hence the constant
complaints of humanities staff who, until the new research council is established,
that their research is neither properly supported and disadvantaged in any RAE
that uses research income in its assessment. An alternative view is that research
grants and contracts can be used to reflect the market value of the research being
undertaken since they are awarded for a specific package of research, proposed
and approved at the outset. But it is still merely a measure of input.

Linke (1991), however, has argued differently claiming that research grants are a
valid measure:

«Because the grants provide necessary funding to conduct particular research
projects, they are in one sense a measure of input or effort, and within fields
requiring similar resources they also provide a measure of the relative scale of
activity, or process. And for competitive grants in particular, ... they also
signify successful peer assessment of prior research productivity». (p. 93).

This does not meet the arguments above, for all that Linke is claiming is that it
is sufficient to measure research (output) by inputs, processes and peer review, but
not by output.

Citations: Another measure of research performance, though not one apparently
used in the RAE, is the use of a citation index. If your peers are citing your
research then this will reflect the quality of the research! However, there are many
well documented doubts about this method of measuring research, possibly the
reason it has not, so far as is known, been used by research assessment panels. One
reason for not using citations is the reason why an author is cited. Their work may
be cited as examples of flawed research practice, rather than the reverse. There are
also differences in the citation practices between subjects and authors and this may
result in serious bias in the results of using citations to assess the value of research.
There is a further problem that it may take time before peers become aware of new
research, particularly if published in an obscure journal. This would be of
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particular significance for the RAE, which takes place approximately every four
years, since it may mean that by the time an author’s work is making an impact and
being cited will be too late for inclusion in the RAE. Further problems may arise if
authors deliberately ignore other works in their field, or/and, cite their own work
excessively. Citation clubs may develop in which a group of academics agree to
cite each other, whether appropriate or not, so that their citation index is improved.
If an author is working in an obscure, or newly developing, area they will be
disadvantaged compared to authors working in well established fields with many
outlets for publication and citation. There is the well known problem of jointly
authored works of only counting the first author in an index. The discussion above
suggests that before a citation index is used the biases that may result from it,
including its possible effect on authors’ practices need to be addressed.

In addition to the problems inherent to the evaluation methods discussed above,
there is the failure in the research exercise to take account of the differences in the
characteristics of the universities themselves.

«A number of factors could potentially affect a university’s research output.
The statistical analysis undertaken in this chapter indicates that a university’s
research output is significantly related to four main factors: its student/staff
ratio; the resources devoted to research (e.g. expenditure on research or the
number of «research only» staff relative to all academic staff); being located on
the geographical periphery of the UK; and whether or not a university is an ex-
CAT. In addition, a significant «Oxbridge» effect was found. The research
performance of Oxford and Cambridge was exceptional even when input
factors were taken into consideration.

»Specifically the UFC rating which each university could have expected (given
its particular array of inputs) was computed and compared with the actual UFC
rating received. The resulting variable was only weakly correlated with the
UFC’s research rating. It is therefore vitally important to take input variations
into consideration when evaluating research outputy.

(Johnes & Taylor, p. 170)

One final point concerns the objectives of the research exercise and whether
they have been achieved. The UFC intended resources to be shifted within
universities from lower to higher rated cost centres. However, there is some
evidence that this did not occur. To quote from some earlier research undertaken
by the author:

«At one institution we were told that «It is better for a big department/cost
centre to go up one rating than for a small department to go up two». In order to
achieve an increase in research income the same institution combined two
departments, a small «outstanding department» and a large «below average»
department, which resulted in an overall departmental rating of four. The net
result was that by merely combining departments, no other changes taking
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place, the income from the research exercise was substantially increased».
(Mace, 1993, p. 18)

The funding councils have shown a willingness to evaluate their RAEs and
have certainly been prepared to revise the methods employed. However, the
exercise is still the subject of considerable criticism including criticism of the
«improvements» that the funding councils have made in response to earlier
criticism. An example of this is that the 1992 exercise was criticised for being too
concerned with the quantity of publications rather than with their quality. In the
1996 exercise only four publications are to be submitted. However, it has been
argued that research that gives rise to numerous publications, often the case in
engineering and science, will not receive full credit if only four of the publications
are counted in the RAE.

Having considered in more general terms the use of Pls to evaluate university
performance it is of interest to examine the response of academics to the
assessment of individual subjects.

5. Some Effects of the RAE

In 1986 a new university funding method was introduced by the UGC of which the
major feature was its explicitness as to how university teaching (student numbers)
and university research were to be rewarded. This method of funding universities,
now including the new universities, has, with a few minor modifications, remained
essentially the same since 1986. The principal finding of research in this area is
that despite the differences in the history and research rankings of universities
their response to the funding changes is remarkably similar (McNay, 1998, Mace
1996). That is, most staff perceive themselves as spending less time on research
than prior to 1986. (This is true for readers and professors as well as for other
staff). There appears to have been a relative shift away from basic research to
applied research, for all groups of staff and cost centres. Where the quality of
research is perceived as having changed, it is thought to have improved.

The results for teaching are perhaps less surprising. Most staff, again including
readers and professors, are spending more time on all levels and types of teaching,
though the effect is greater for junior staff. This indicates that time available for
research and publishing is falling. Staff perceive the quality of teaching to have
risen, even though they perceive the quality of student intake to have fallen. Staff
also perceived a decline in student support services, particularly of library support.

From these results a number of points arise that should be of interest to the
HEFCE and its paymaster, the Government. The first, not necessarily obvious to
policy makers, is that changes in funding method do affect teaching and research,
and the balance between them. Whether the funding council wished it or not, there
appears to have been some trade-off between teaching and research, with teaching
gaining; within research itself there appears to have been a trade-off between basic
and applied research with applied research emerging as the winner.
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It is very possible that government policy with respect to Research Councils
and funding methods contributes to produce a multiplier effect. Changes in
funding methods, together with Research Council policy, may encourage applied
research at the expense of basic research.

Although the effect on different categories of staff is not precisely the same, the
pattern is that there has been a decline in time spent on research and an increase in
teaching time - a pattern as obvious for the supposed leaders of research in
universities, professors and readers, as for other staff. If the UK wishes to maintain
or indeed enhance its position in the world of fundamental and applied research it
is by no means clear that its funding policy is encouraging the necessary focusing
of effort by the acknowledged leaders of research. Perhaps an even less benign
effect is that institutions, starting from totally different positions historically and
with respect to their research rank, end up by reacting in very similar ways. This
may be no surprise to those who argue that funding formulae tend to push
institutions in the same direction, but it may be an unwanted result if the
Government and the HEFCE are interested in developing an elite set of
universities, specialising in research and higher levels of teaching, with the rest
specialising in lower levels of teaching and doing only small amounts of research.
A possible conflict of equity and efficiency emerges here: if we have scarce re-
search resources, to achieve the best results perhaps we should allocate them to
those institutions already well endowed with human and physical capital and with
a proven track record in research. This policy, though possibly enhancing
efficiency, may be inequitable in that it gives to the «haves» and consigns the
«have notsy to the position from which they cannot rise, because they are starved
of resources.

The results of research into the effects of the RAE suggest that undifferentiated
policies applied to highly differentiated institutions may well bring homogenising
consequences to the detriment of other policy objectives. Perhaps the research
brings out this contradiction between government funding intentions and outcomes
in higher education. They certainly indicate that the method of funding is crucially
important in determining institutional behaviour.

Conclusion

This paper demonstrates conceptually and empirically that the method by which
universities are funded can lead to unanticipated, as well and anticipated, effects
on university teaching and research. European countries planning to introduce new
methods of funding their universities need to be aware of the effects that indicators
used may have and these should be monitored carefully to ensure that the results
are those intended by their governments.
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YXOAIKH AITIOTEAEXMATIKOTHTA
Mo Xoykprrikn] Owovopkn [pocéyyion

EAENH KAPATZIA - XTAYAIQTH
Zyolixn Zoufoviog

Abstract

This article begins with a brief description of the area of the economics of edu-
cation and reviews the main theoretical and empirical works in the field. It tries to
show that the diverse needs of the different societies in time and in space in-
fluenced in anticipated and unanticipated ways the thematics, the methodologies
and the aims of the works of the economists of education. Then it presents the
method of Cost - Effectiveness Analysis as a tool to evaluate different educa-
tional programmes not only in monetary terms, but also in educational ones (e.g.
achievement). It defines and distinguishes the concepts of educational efficiency
and educational effectiveness and presents the main categories of educational
cost which are included in cost analyses. Finally it reviews some empirical
studies in the field and presents the findings of a specific cost- effectiveness (CE)
study concerning the teaching of Modern Greek A-level to students of Greek
origin in the Greek Supplementary Schools of London. This study tried to extend
the model used in CE studies firstly by using a multi - level longitudinal model to
assess the effectiveness of the schools through the criterion of the students’
achievement in the exams and secondly by examining the effectiveness of the
schools in their cultural aim as well. This aim concerned the role of the school in
the maintainance and cultivation of the greek identity and culture for the students
of greek origin who live in London. The article finally suggests the application of
similar methodologies and tools for the evaluation of different educational
programmes in Greece with the aim of their continious improvement.

Hepiinqyn

H pekétn avtq apyikd Teptypdeel e GLVIOUIN TO YDPO TOV OKOVOULIK®DY TNG
eknaidevong oe OepnTIKO KOl EUTEIPIKO EMIMEDO. XTO dLoPOVIKO avTd Taidt

Yrofoly apBpov, In Moptiov 1999
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VIOdEKVVEL OTL 01 Bepatikéc, ot pebBodoroyieg Kat ot 6TdYot TG EVACTYOANONG TV
OLKOVOLLOAOY®V TNG EKTTOUOEVOTG EVOPUOVIGTNKOVY LE TIC TOAATAES OVAYKES

TOV OPOPOV KOW®VIOV. XTn oLvExeEln avaeépetal otn pébodo Avédivong
Koéotovg Amotereopatikdmrag (AKA), n omola ypnoyomoteitar yia v alo-
Adynon SlpOpmV EKTAOELTIKMOV TPOYPUUUATOV Ol LOVO GE YPNUATIKOVG OPOVG,
OAAG Kot eKTadELTIKOVG, (T.). €midoomn). Amocapnvilel kot draywpilel T1g £vvoleg
NG EKMOLOEVTIKNG OMOJOTIKOTNTOG KOl TNG EKTOUOEVTIKNG OTOTEAEGUATIKOTNTOG
Kol TOPOVGLALEL TIG KUPLOTEPES KATNYOPiEG KOGTOVG, Ol OTOIES YPNCLOTOLOVVTOL
OTLG AVOADGELS KOGTOVG. LTI GUVEXELD AVOPEPETAL OTIC OT|LOVTIKOTEPEG EUTMELPIKES
€QOpPUOYES NG avaivong KA kot kataypdeetl to. 0pNHOTO P0G GUYKEKPLLEVNG
épguvag  ovlAlvong KOGTOUG OMOTEAEGUOTIKOTNTOG, T OmOolo apopovsE 1T
dwaockaric Tov Néov EAAnvikdv oe avdtepo enimedo (A - level) oe poabntég
eMMNVIKNS Kataymyng ota EAANvika Xyoieio Mntpikrg I'Adocag tov Aovdivov. H
oLYKEKPLUEVT épevva emexeipnoe va enekteivel 1o poviédo g AKA katapynv
YPTOCLOTOIDVTAG SLOYPOVIKO OTATIGTIKO HOVTEAO TOAAUTAMV EMTES®V Yo TNV
aEOAGYNO TNG OMOTEAECUATIKOTNTAG TOV GYOAEl®V PéGO omd TNV emidoorn TV
pontov otg efetdosic A - level, ko ot ovvéyeln efetalovtag TNV
OTOTEAECUATIKOTNTA TOV OYOAEI®V GTOV TOMTIGTIKO 6TdY0 mov mpowbovv. O
GTOY0G AVTOG APOPE TO POAO TOL GYOAEIOL OTN SlOTAPNON Kol KOAMEPYELL TNG
EMMNVIKNAG TOVTOTNTOG KOl KOVATOVPOS GTOVS HABNTEG EAMNVIKIG KATOY®YNG TOL
Covv 610 Aovdivo. £10 TEAOG, 1 EpYOAGic QLTI TPOTEIVEL TNV EQUPLOYT TOPOLOLDY
pefodoroyidv kol gpyoAei®v oTNV EAANVIKY TPOYUOTIKOTNTO HE OTOYOLG TNV
a&loddynon Kot Owpkn PeAtimon TG OMOTEAEGUOTIKOTNTOS TOV  S0QOpmV
EKTALOEVTIKAOV TPOYPUUUATOV.

1. Ewayoy

210 €MKEVIPO TOL TOATIKOD AGYOL 7OV OQOPA Tr CUYYPOVI EKTOLOEVTIKY
TPAYULATIKOTNTA PpioKeTOl £VIOVO TO EVOLPEPOV Y10, TN GTEVOTNTO TMV OKOVO-
PIK®V TOp@V Tov dratiBevtar Yo v exkmaidevon). [daitepn avapopd yivetal 6to
VYOG TV SLpOPOV TV SUMAVAV KOl GTY] CYETIKY OMOTEAEGUATIKOTITO TMOV
EVOALOKTIKOV TPOYPOUUATOV 1] TOMTIKOV 0T0 0ol d1aTiBevTal To GUYKEKPIUEVA
KovdvuAla. Ot avogopés ota Oépata autd kot ol amdyels mov ekepdlovral
TAPoLGLALovy €vIoveg O10POPEG LETAED TOVG, OOV TPOEPYOVTAL OO TOLKIAEG
KOW®VIKEG OUAOES TTOL S1ATPOVV EVOLAPEPOV Yo TNV ekTaidevon. Tétoleg opddeg
glvar ovvnBwg o1 yoveic, o1 LabnTég, ol EKTUOELTIKOL, Ol TOALTIKO1, 01 TAPAYWYIKES
Ta&e1c, o1 epyodOTEG, TO KOUATA, 1 EKKANGia Kot dAAeg. Ot amdyelg ko Béoeig
TOV OHAd®V OLTOV Y0 TNV EKMOIOELOT OlOUOPPAVOVTOL GE  JLUPOPETIKA
10€0A0YIKA KOl KOWVMOVIKOOWKOVOUKE TAoiol, YeEYovog mov 7Pocdidel oTo
SlopopeovEVO AGYO TOALHOPPIa LE, GLYVA, EVTOova GTOtKElD avTITapdfeomnc.
v avtmopdfeon vt cupPAAlovy Ol EMIGTNUOAOYIKES OOVVOUIES KOl O
TOALOLAGTATOG YOPOKTNPOS TOV EMOTNU®V TNG ayoyns. Tavtdypova, o mTAov-
POMGUOG TV BempNoe®V OTIG EMGTAUES TNG AYOYNG EAGYIOTO SIEVKOADVEL TN
CUVOVTIANYT TOV EKTOUOEVTIKOV TPAYUATOV KOl TN OETICTNUOVIKY TPOCEYYIoN
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TovG. Ot KataoTaoELS AVTES aPTvoLy eAeDBepO 10 TTedio e «KdBe evilopepduevoy»
va eK@épel Kot va vrootnpilet - cuyvd afachvioTa - oToldNToTE GIToY | Yol TA
ekmodevtikd  Oépato. H  exmodevtikn  mpaypatikdtmra  Opmg, M omoia
Stpopedvetal Pe Tov TpOTo atod, givorl mBavOV vo amonTpocavaToAcel, Oyl Lovo
ToVG VIEVOVVOLG Yo TN YEPOEN EKTOLOEVTIKYG TOATIKNG, OAAL Kot kdOe GALO
EUMAEKOLEVO GTNV EKTMOALOEVTIKT] d1OOKAGICL.

[opd v mowidio evToNTOlg TOL S1OKPIVEL TIG ATOYELS TOV EKPEPOVTAL CYETIKE
LE TNV €KTaidELG, CLYVA AVTEG GUYKAIVOUV GTO OTL 1] AOKNOT OMOTEAECLATIKNG
EKTOLOEVTIKNG TOMTIKNG TPEMEL VAL TPOYULATOTOLEITAL 6TO TAAIG10 TNG 0pBOLOYIKNG
KOTOVOUNG Kol TNG LVYNAOTEPNG OLVOTAG OMOSOTIKOTNTAS TOV avOpOTIVOV Kot
VAV Topwv mov datifevtar 6to xdpo. O GyeTIKOG EMOTNUOVIKOS KAAOOG OV
€XEL MG KVPWOL EVAGYOANGY] TOV TNV OTOTEAEGUOTIKY Oloyeipion Tov TPV 1oL
dwatifevral yio TV exmaidevon, ival ®g YvOGTOV, TO OIKOVOLLIKA TNG EKTOIdEVOTS.
YKOTOG TNG £PYNCIOG OLTNG EIVOL VO TAPOVGLACEL £VO. GUVOTTIKO SOKIHO GYETIKO
L€ TO OLKOVOMIKG TNG €KTMOIOEVONG, TIG EKMALOEVTIKEG OOMAVES KOl TN GYOALKN
OTOTEAECUATIKOTNTA KO, TALTOYpova, vo katabéoel kdmolo Osmpntikd wot
eumepwkd  otoyeio, To omola givor  duvatdv  va  YPNOUYLELGOVY  GTOV
OTOTEAEGUATIKOTEPO GYEOIAGUO TV SLPOPOV EKTAOEVTIKADV TPOYPAUUATOV.

v epyacio autn YIVETOL OpyIKE U0 GUVOTTIKY OvaQOpd GTN S0 pOVIKN
€EEMEN KOl GTIG KUPLOTEPEG EPAPLOYES TOV OIKOVOLUK®MV TNG ekmaidevong: Avtég
OV APOPOVV OYL LOVO GtV okovouikn a&lo Tng exmaidevong yio To GTopo Kot TG
Kowmvieg, oAAG Kot otn onuocic g ot Peitioon g mowdtnrag {ong Tov
avBpdrov. Méca amd T Staypovikn mopeia Tov KAAGOL OTOKOADTTOVIOL Ol TAGELS
EVAGYOANGONG OV EXEKPATNCAV OTIG OLAPOPES EMOYES KO GTIC OLAPOPES YDPES Ko
SLELKOADVETOL 1) OTOUOVAOGCT] TOV TOPAYOVI®OV OV EMNPEACHV GTN SUOPP®ON
avtdv TV Tdcewv. Evioniletol 0Tt otig onuepvég Bepatikég mpotepaldTnTEG TOV
YDPOL TOV OIKOVOUIK®DV TNG EKTAIOEVOTG OMUAVTIKT BEoT KATEYEL | EQUPLOYT TNG
avéAvong KOGTOVG OMOTEAEGLOTIKOTNTOG GTOV TOUEN TNG GUYKPITIKNG OTOTIUNONG
SPOPOV EKTAUOEVLTIKOV TPOYPOUUATOV 1] Hopedv ekraidevonc. [lapevOetikd
avaQEPETAL OTL OTNV OVAALGN OVLTH OV YPTOLUOTOOVVTAL LOVO OLKOVOUIKE
peyétn, oAAd Kol ekmoudevTikd, To omoio  cvoyetifovtol aviioyd Kot
avtimapatifevior cuykprtikd, Ot OYeTIKES avalvoels KOGTovg cuvdvalovtol e
TOPOd0CLOKEG KOl cUYypoveS HeBOSoVG a&loAdyNnoNg TG OMOTEAEGLATIKOTITOS TOV
EKTAOEVTIKOD  €pyov o€ €va  TANICIO0  OIEMIGTNUOVIKNG TPOCEYYIONG NG
EKTALOEVTIKNG TTPAENG.

Metd 1 dtypovikny avadpoun oTo YDPO TV OIKOVOUIK®Y TNG ekmaidevuong,
opofeTodvtar ot €vvoleg TOL KOOTOVG KOl TNG GMOTEAECUATIKOTNTAG OTNV €K-
maidevon kot meptypdpeTol To uebodoroyikd mhaictlo, kabdg Kol 600 eumeptkég
EQUPUOYEG TNG AVAALGOTNG KOGTOVG OmOTEAEGHOTIKOTNTOC. H TpdTn £pguva mtediov
mov Ba mapovclaotel apopd otnv epapuoyn s AKA yia t oyetik| amotiunon
oYoAMK®OV mpoypapudtov ot Bpetavia (Thomas, H., 1990). H devtepn épevva
glye og gumepikd nedio ta EAAnvikd Zyoieio Mntpikng 'Adocag oto Aovdivo,
omov Owdokovtar to Néo EAAnvikd oe avotepo emimedo pe otdéyo va
TPOETOIUAGTOVV Ol PatnTéG Yia TiG EEETAGELS E1GAYMYNG OTA ALY YAKE TAVETIGTI LN
(Karadjia-Stavlioti, E., 1997). Eneidn 10 0épa g a&oldynong / amotipmong g
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OTOTEAECUATIKOTNTAG TNG GYOAKNG Tpdéng elvarl 1epdotio, otV gpyacio oLt
TAPOLGLALOVTOL KOTAPYNV TO EPEVVNTIKA EVPNUATO TNG TOPATAVED HEAETNG, T
omoio. €yovv 1O OVAAOYO €VOLOPEPOV YO TG GTOLO OV OGKOVV EKTOLOEVTIKN
TOALTIKY] OTO YMPO «TNG OOACKOAMOG TNG EAANVIKNG YADGGOG ®G dgvtepns /
E&vnoy. Tavtoypova, dtaypdeovtal ol YeVIKEG TAGELS GTO TENIO TNG OMOTIUNGNG TS
GYOAIKNG OMOTEAEGLOTIKOTNTOG Kol KATATIOETOL 0 GYETUKOG TPOPANUATIGHOG Y10 TN
dnpovpyia evog £101KOV TAUGIOL LaG TETOL0G OTOTIUNONG GTOV EAANVIKO YDPO.

2. Ta Owovopka g Exnaiogvong

Ta owovoulkd ¢ ekmaidevong eivol Uio GYETIKO VEOYEVNG EMGTNUN, 1 OOl
avartoydnke otig dekaetieg Tov *60 ko *70. ‘Evag Adyog mov 0dnynce oty Ka-
01€pmoT TOV OIKOVOUIK®V TNG EKTAIOEVONG MG KAAGOL TOV EMGTNUMV TNE OY®YNS
glvar 1 avamtuén Kot emkpatnon g Gewpiag tov AvBpwmivov Kepolaiov, Ommg
vt dtapopem®bnke amd tov Schultz (1960) kot copumdinpodnke and tov Becker (
1964). Oepchoaxd otolyeio ¢ Bewpiag avtng gival n €vvolo Tov avOPOTIVOL
Kepaiaiov, 1 onoio Tpoodiopiletar MG T0 amdbepa SeEI0TNTOV KOl TAPUYDYIKNG
YVOGNGS, TOV EIVOL EVEOUATOUEVO GTOV AVOp®TO.

H Bewpio tov Schultz cuvdéel dvo Bewpntikd dropopetikég 660 Kot avdv-
mapkteg 0éaelc / otoyeio. H mpon oyetiletar pe ta kivntpa mov €xovv ta dropo,
otav Eodgvovv ypnuata yo. v ekmaidevorn. Onwg onueidvel o Mark Blaug
(1972) cOupmva pe T 0éom avti, ol GvBpmmol €xevéVOVY GTOV E0VTO TOVC
SLOUEGOV TNG EKTOUOEVONG LUE GTOYO VO, ATOANDCOVY GTO HEAAOV YPMUATIKG 1 Un
opéAn. H devtepn 0éom ot Oewpia tov avOpdnivov keparaiov givar 0Tt péoa amnd
TNV EKTOUOEVOT] KOl TNV KATAPTION TO, ATOUN OTOKTOVY IKOVOTNTEG Kol deE10TNTEG,
éva €idog mpootiBéuevou avbpdmivov keeoiaiov, ol omoieg o kKaOlGTOOV 7O
TOPUYDYIKA 6T0 YDOpo epyaciag. H amotiunon tov kepoloiov mov €16EpYETOL GTA
dropa (ka1 oTIg Kowmvieg) péso and Vv ekmaidevon BempnOnke 411 umopei vo
ouuPddrel otV gpunveia TG OKOVOUIKNG ovamTuéne Tov kowvovidv (Dennison,
1979).

H Oewpia avOpomivov keporaiov 0T GUVEXELN TOPOVCLAGTNKE Kol ¢ Bewpia
gPUNVELNG TOV TPOTOV KATOVOUNG TOV EIGOOTOTOC. £TO TACIGIO0 ALTO Ol SLOPOPES
TOV OT000Y DYV TOV ATOUMVY LE OLUPOPETIKT «TOGOTNTO» EKTAIOEVONG (MG OEIKTNG
Mg ToGoTNTOG ekmaidevong Aapupdvetar cuvnbmg 1 ekmodevtikny Paduido mov
0AOKANPOVOLY Ta. dTopn) Be®povvTol OmOPPOLN TG TOIKIAING TOV avOp®TIVOL
KEPAAQIOV TTOL OTOKTNGOAV TO GTOMO. OVTO UEGO Ao TNV ekmaidevon. Yo v
évvolo ot M Bewpia umopel vo amoteAécel T0 TAIGI0 VTOAOYIGUOD TOV KOGTOLS
Kol Tov 0QEAOVE TG ekmaidevong. H mpocéyyion avtn 00 ynce oty amotiunon
TOV OEIKTOV OTOUIKNG Kol KOWMVIKAG avTamOd06n ¢ KOs ekmotdevtikng Poaduidog
ot Oapopeg yodpeg tov ko6cpov (Individual and Social Rate of Return) (BA.
Mincer, 1970, kot Psacharopoulos,1991).

>10 mhaioco ¢ Oswpiag avOpdTIVOL KEQOANIOL JOUOPPDONKAY Ol ATOYELS
7oV cLOYETILAY TNV EKTOIOELON UE TNV OIKOVOMIKT EVUAPELN KoL TV OLKOVO ULKN
ueyébovon. Awpopembnkay emiong ta avdioyo podnuotikd poviélo yi ™
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GYETIKY| OMOTIUNGT TG GLVEICPOPAS TNG EKTAIOEVLGNG GTNV OIKOVOLLLKY] AVATTLEN
TV dpopwv yopdv (PA. Denninson, 1979). H avdntvén g Bswpiog tov
avBpomvov kepaiaiov cuvveyiotnke Kor otn dekoetion tov 70 omdTE Ko Ot
VIOAOIMEG EMGTNUOVIKES Kol KOwmVvikég ovykvpieg (BA MatBaiov A., 1997)
ofnoav Tig dihpopes ydpes Kot dledvelg opyaviopovg va enevodcovV TEPACTLL
TOGA OTNV EKTAIOELON Y10 VO OTOANDGOVY OKOVOLLKY] avantuén. Ot engvdvoelg
OUTEG QPOPOVCAV WOWHTEPO. GE TPOYPALLATO TEXVIKNIG KOl EMAYYEAUATIKNG €K-
naidoevong (BA. Psacharopoulos, G. ko1t Woodhall, M., 1985). Opwg n meTperaikn
Kkpion tov 1971 épepe omv emedveln TNV TOALTAOKOTNTA TOL OEUATOS TNG
OLKOVOLIKTG avATTTUENG Kol VITPEE KATAAVTIKY] 6TV ELPAVIOT] GOPapPTg KPLTIKNG
ot pEYPL T0TE axkoAovBolduev] eKTadeLTIKY €MeVOLTIKY ToMTIKY. To oyeTikd
EKTOLOEVTIKG TPOYPALOTO, GTO OOl Ol SLAPOPES KVPEPVNGES aALd Kot d1eBveig
opyovicpol elyov enevodoEL AVOUEVOVTOG TNV GYETIKN OIKOVOMIKY EVUAPELD Kot
mv  avédioyn Aaupilvvon TOV KOWOVIKOV OVICOTHT®V, OV amédmcay To
mpocdokdpeva amoteréspato (BA. MatBaiov A., 1997). Towg 61011 oL «OvEPO»
ekelva NTov vrepPfoiikd kot dev EAaPav vmoéYM TNV TOAVTAOKOTNTO TOV
KOW®VIK®V KOl 010{TEPA TOV EKTOOEVLTIKMY TPAYUAT®V, To omoin ennpedloviol
oo TOKIAOVG TOPAYOVTEG SLTOTIKOVG KOt d1oPOVIKOVG,.

2T0V EMOTNUOVIKO AOY0 TTOL aKkoA0VONGE, KupIwGg 6TO TEAOG TNG OEKAETING TOV
770 won Tig apyég g dekaetiog Tov 80 (yio T oxetkn cvlntmon PAEne Mace, J.
et al 1999), 1660 ce BewpnTiKd 60O KOl GE EUMEIPIKO €MimEdO, TAPOLGLALETAL
évtovn N apeioPnmon g Bewpiag avBpomivov KePAAAIOV Kol TOV OIKOVOLIK®Y
g ekmaidevong yevikotepa. BéPata, m pelétn g oyxetikng PipAloypagiog
amokaAvmTel 6Tl 1 Bewpia Tov avBpdTIVoL Keparaiov giye Katnyopndel, 16t dev
glxe yivel katavontd TO TPAYHOTIKO VONUA NS ¢ Oewplag TPOGIOKIDV
mePLocOTEPO, Topd ¢ Oswplog ek TOV  VOTEPOV  EPUNVEIDG TOV  KOL-
VOVIKOOIKOVOUIK®OV TpaypdTov. To 10g0loyikd avtd mepleydpevo g Bewpiog
avOpOTIVOL KeEPAAQIOV OMUIOLPYEL TN OYETIKN adLVAiO, EAEYYOVL TNG GTO EPEV-
vntikd / eumepwcd medio. Tovtdypova mpoimobéter avaroyn svacOnocio Kot
TPOCOYN OTN YPNON TNS YO TO KOWMOVIKE KOl TO EKTOUIOELTIKO TPAYUOTO Kot
wWwaitepa Yoo TNV TPOYUOTOTOINGT EKTOUEVLTIKOV TOAMTIK®V emhoymv. Ot otko-
VOUOAOYOL TNG EKTAIOELONG TO TEAEVTAIO YPOVIL £YOVV TPOGAPUOGEL AVAAOYO TO
peBodoroyid aAld Kot To BepnTiKd TOVG EpYaAEiaL.

Inuepa £xel dtevpuvhel 1 évvola Tov avBpodmvov kepaiaiov Kot To avOpdTvo
KepdAoo avripetoniletor TAEOV G OYEON WPE TN ONUOCIO TOL OTOV EKGLY-
YPOVIGHO TV KOWVOVIDV KOl TNV TPODONoT TG KOW®MVIKNG OAAYNG LE GTOYO TNV
kowovikn avartvén. O Schultz (1993, ceh. 35) éypaye oe mpdoparto Gpbpo tov,
pe titho «H owovopkn onupoacio tov ovOpdOTIVOL KEPOAOIOL OTOV EKGULY-
YPOVIGHO», OTL TO avOpmOTvo Ke@Alato €Enyel TO PeYOAVTEPO TOGOGTO TNG GUY-
YPOVNG OIKOVOUIKNG TTPOOOOL TV S10QOpOV KOWVOVIMV 7OV GTOYELOLV GTOV
ekovyypoviopd. O Becker kot mdAl 1o 1993 (ceh. 30) dNADOVEL GUUTANPOUATIKA
OTL 1 €vvola ToL ovOpAOTIVOL KeEPaAXiov €£xel QUEST] GYEoT UE TIG AAUYEG TTOV
TAPOLGIALOVIOL GTN CNUEPIVI] OIKOVOMiQ, Kol 1 Katavonon tng €vvolog autng
glvarl omoapaitntn wpodmdeon, yio TNV AvTIGTOYN KOTAVONON TOV GAANYDV OL-
tv. Téroleg olhayéc pmopel yo mapdoetypo va gtvar n avepyio Slo@opov TOTOV,
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70 O1eBvEg gUmoOPlo Gt TAOUGLO TNG TAYKOGUOTOINGTG TG AYOpds, AL Kol Ot
OTOLTOELS Y10 E0KEG LOPPES EKTAIOEVOTG KOl KATAPTIONG TG 0TOies dnovpyein
LETAVAGTELGT  JlPOPOV  TOPAYOYIKOV OUdd®V Kot €OVIKOV UEOVOTHTOV
(TOAVTOMTIG KT KO SIOTTOALTIGHIKY] Oy@Yn).

Ot owovopoAdyol NG ekmaidgevons onuepo avayvopilovy Tig 10101TEPOTNTES
g emoyNg ko epydlovior 1o TAriclo Tov avTég dStupopeadvovy. Omwg onUeEIdVEL
n Mary Jean Bowman (1993), n téorn tg emoyng yw poydoieg kot oopkeig
OAAOYEC £XEL UTEL KOL GTO YDPO TMOV OIKOVOULK®V NG ekmaidevong. Ta otkovopkd
mg ekmaidevong mpocapudlovtal otn yevikotepr oAnbew 0Tl M ekmoaidevon
VILAPYEL KOt AElTovpyel o€ €va mAaiclo mov dopkdg oAAAlEL kKot emnpealetat and
TIG KOWMVIKEG OALOYEG KOl GUYKVPIES.

210V ayYAOGOEOVIKO YMPO, Ol TEAELTAIES QALAYES GTO YMPO TNG eKTaidevong,
ol omoieg emMpéacav Kol TO, OKOVOUIKE NG ekmaidevong, oyetilovrav pe v
amodoon AGYoL NG eKTAdELTIKNG Stadkaciog oe OAa Ta emineda. Xt Bpetavia
amd To 1980 ot eyxvrhot Tov Yrovpyeiov [adeiog entypoppoticd vroypappilovv
TN OTEVOTNTO TMOV OIKOVOUIK®V TOP®V Kot Be®polV ONOONTOTE TOAITIKY
eEokovoUNoNG TOP®V OC MEPEAUN TOALTIKN Yot TV EKTAUOEVLTIKN TPAEN. Me T1g
gykukiiovg avtég to Ayyaikd Ymovpyeio Ilowdeiog worodoe OAovg TOLG
EUMAEKOUEVOVG OTNV TAPOYN] TOL EKTAOELTIKOL ayaBov va eréyyovv Tnv
OLKOVOIKY] OTOTEAEGLOTIKOTITO TMV EKTAUOEVTIKMV TPOYPOUUATOV TOV TOPEXOLV
(cost-effectiveness).

[opopoleg TaoES 6TV EKMAOEVTIKY TOALTIKY TOPOLGLALOoVY Kol ot debvelg
opyavicpotl 6mwg o OOZA xor n Awebvig Tpdamela. Xta cuvédpra tov OOZA
(Making Education Count, 1994) ta televtaio ypdvia ypnoiponomdnkav Kot-
vouplol 6pot 01 0moiol EMKPATNOAY KAl EYIVOV AVOTOCTACTO UEPOS TOV Olefvolg
ekadevTikov Adyov. Tétolol 6por avapépovior otn «Pertimon ¢ amddoong
oTNV eKTaidevo», otV gpapuoyn aviivong «Kootovg - AmotelecpatikoOTnTog
OoTNV  EKTAOEVTIKY Oldikacion, o1 «Peitioon 1Tng mopAy®YKOTNTOS NG
EKTOALOEVTIKNG TTPAENG) KOl amontodV «omddoor AOYou» amd Tovg EUTAEKOUEVOVS
oV ekmodevtiky dwdikacio. H Aebvrg Tpanela emiong divel mpotepaidtnra
OTIG «eheyyOueveg emevdDoelg», OMAad] OTIC €emMeVOVCEIS OF  EKTOOEVLTIKG
TPOYPALUATO, TO OTTOl0L GVVTEAOVV ot Peitioon tng moldtntag Tov avlpwrivov
KEPAAQIOV TOV SOQOP®V YOPDV Kol OTI] GUVEXEW OYlL HOVO avEAVOLV TNV
TOPAYOYIKOTNTO TOV ATOU®V, aAld avePfdlovv kat to eminedo dwfimong (World
Bank, 1996).

3. H Avéivon Kéotovg - Amoteleopotikétnrag

3.1. I'eviki] Ewsayoyi

O xaBopiopdg piog TOMTIKNG KOADTEPTG OLXEIPIONG TOV OIKOVOUIKAOV TNG €K-
maidevong kot e£0KovouNnong TOPp®V, oL Bo LVANPETEL TOVLTOYPOVA TOVG YEVIKO-
TEPOVG GTOYOVG TNG EKTOIOEVTIKNG TOALTIKNG, OgV €lvar mhvtote gvKoAn vdOeon.
Juyvad ol TETOWNL TOAITIKY TOPOVCIALEL ONUAVTIKEG OCAPELEC, Ol OMOieg
dvuoyepaivouy TV GCKNGYN EKTOIOELTIKNG TOMTIKNG o€ OAo Ta emimeda. Ot ek-
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TOLOEVTIKOL TAPAYOVTES, GLVNOWG, Ogv avaryvopilovy TN ¥PNGUOTNTO TOL £XEL OTN
Swdkacio ANyng amo@dcemv 1 depedivi|on Kal 1| GVGYETION TOV KOGTOVG UE TNV
OTOTEAECUATIKOTNTA TNG OYOMKNG TPAENG o€ €vo CUUTAYEC KOl GLGTNUOTIKO
mAaiclo. Ymhpyet yio mapddetypo TepItTOON Katd TV omoio KATowo EKTOOEVTIKA
Wpbpota eivol Hev amOTEAEGUATIKO GTO TPOYPAUUOTO TTOV TOPEXOLV, OAAL
OTOTAAOVV OOIKOOAOYNTA TOVS OLKOVOUIKOUG TOVG TOPOLS, M, avtifeta, (A
Wpbpota ggotkovopohv TOPOLS, OAAG EVOL OVOTOTEAEGUOTIKO MG TPOS TOVG
GTOYOVS TOL LVANPETOVYV. ME TOV VITOAOYIGUO KOl TH GLGYETION TOV KOGTOVG LE TN
GYOAKT]  OMOTEAECUATIKOTNTO — OCYOAEital 1M avdivon  KOOTOLG -
anotedeopatikdtrag (AKA) (Cost-Effectiveness Analysis), 1 onoio epappoleton
onuepa og evpeio KAk 0md TOVG OIKOVOLOAOYOVG TNG EKTAIOEVOTG.

H avdivon avt avikel omnv Katnyopio T@V oVOADCE®Y TOL KOGTOVS TMV
EKTOAOEVTIKAOV TPOYPAUUATOV POV, GTNV OVCIN, OVOPEPETAL GE L0l TEXVIKT TOL
GLYKPIVEL TO KOGTOG KOU TO OMOTEAEGUOTO / TS EKPOES TMV EVOAAUKTIKMV
EKTAOEVTIKAOV TOMTIK®V. To 1310{TEPO YUPUKTNPIGTIKO OVTNG TNG TEXVIKNG Ppi-
OKETOL GTO OTL UTOPEL VoL VTOAOYICEL TIG EKPOEG GE EKTOLOEVTIKOVG OPOLS Kol OYL
G€ YPNUOTIKOVS, OTMG Ol avaADGEL; KOoTOVG - ypnootntag (KX) kot kéctovg —
opélovg (KO) (Cost-Utility and Cost-Benefit Analysis). H mpocéyyion ovtm
KaO1oTA EQIKTN TN GVYKPIOT] TOV KOGTOLG TMV EVOAAUKTIKMOV TOALTIKOV/ GTPO.-
TNYIKOV e TO OTOTEAEGUATA TOVG, MOTE VAL EMTVYXAVETAL UE TOV TPOTO AVTO M
EMAOYN NG OMOSOTIKATEPTG GTPATNYIKNG, TOGO GTO WKPOETInESO TG TAENG, 0G0
KOl OTO HOKPOEMimedo TNg ekmadevTikng owdikaciogc. H AKA ocvvnbog de
yperaletarl v mAnbdpa TAnpoeopidv ov amartel  avaivon KO (Rate of return
analysis) kot tavtdypovo pmopel va cuVOVLOCTEL HE TIC TOPASOGLOKES HeBOSOVG
eKTAdEVTIKNG  a&loAdynong (otabcpévo teot  emidoong, Pabporoyic oe
e€etdoelg, amodooel; 68 KMUOKES OTACEMV KAT).

O Levin, H.(1983, o. 23), o omoiog doapopomaoe t1g Pdoeig tng opBoroyiknic
avéivong KA, ypaeet 611 1 pébodog avti givar ypnotpn omd moALES AmOWELS Kot
péAiota Yoo 10 ohHVOAO TV EUTAEKOUEVOV OTNV EKTAOEVTIKN Tpdén. [a
TOPASELYHD, TO OVAOTEPO GTEAEYN TNG ekmaidevong PAémovv v AKA wg pa
péBodo mov TOVG Sivel TNV EVLYEPELDL TNG EMAOYNG OVAUESH GE EVOAAOKTIKEG TO-
MTIKEG, 10104TEPE OTO TAMICIO TOV GUVEXDOV TEPIKOTADV TOV EKTOLOEVTIKAOV O0l-
Tavev TV tedevtainv dekaetidv. Ot aEloAoYNTEG TOV EKTUOELTIKOV EPYOU,
Bewpovv v AKA g éva gpyadlelo Tov TPOGPEPEL TANPESTEPT KOl TEPICCOTEPO
OVTIKELEVIKT] TANPOPOPNOT GE OGOVG OGYOAOVVTIOL UE TN ANYN OTOPACEDV, GE
avtifeon pe tn cvvnbiopévn a&loddynon, n omoia meplopiletal GV amotiunon
UOVO TOV OMOTEAEGUATOV TNG EKTALOEVTIKNG TTPAENG. Zuvolkd Aowtov o Levin
vrooTnpifel OTL TO KUPWO TAEOVEKTNHO 1TNg OvAALONG KOGTOLG-  OTTo-
TEAEGLOTIKOTNTOG €ivol OTL KaB1oTd duvath TN CUYKPION EKTOLOEVTIKMOV TPO-
YPOUUATOV MG TPOG TNV OTOTEAEGUOTIKOTNTO TOVG HE KATO0 KPLTHPLo 1| opdoa
Kpunpiov (my. 180T enidoong, elcaymyn oty enouevn Pabuida kin). Me fdon ta
kprrnpo avtd 1 AKA Stapopemvel Toug avaAoyovg SEIKTES Kl TN GUVEYELD TOVG
ovykpivel pe to k6otog Tovg. (Levin, 1983, . 25).

O H.Thomas (1990), o omoiog ftav vrebBvvog peyding épsvvag AKA mov
&ywve ot MB, v Beopel wg v ko’ eoynv TeYvIKN oV d100éTOVV Ol 01KOVO-
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pHoAdyotl g ekmaidevong yio v a&loAdyNnon NG «KPUTIKNG EKTOLOEVTIKNG TO-
Atngy. Tovilel 0TL M TeYVIKN OLTH PTOpel va EQPOPUOCTEL aKOUN KOl GE TEPL-
TTMGELS OV Ol EIGPOES TG EKTAOEVTIKTG OLdIKAGIAG, OTWS 0 ¥pOvog Tov £odevel
0 ddokorog ot dwbackaria, gival duvatdv vo KootoloynBovv ce ypNUOTIKOVS
OpovG, OALG To amoTEAECUATO ) Ol EKPOEC, OMMG 1 €mMidOoT, 0gv UTOPOLV va
petpnBovv avaroya.

Yuvnbomg (Stone, 1994, o. 2-3), n cOykplon KOGTOVS - AMOTELEGLOATIKOTITOG
OVAPESO OTIS EVOALOKTIKEG AVGELS KOTAPEVYEL Gt Onuovpyia (yopic avtd va
glvar amapaitnto) evog mniikov, 1o omoio ekepalet n dwipeon tov Ogiktn pé-
TPNONG TNG OMOTEAEGUATIKOTNTOS MG GLYKEKPUEVNG EKPONG TPOG TO avAAOYO
k6otog. [a va gpappootel 1 AKA og éva eKmOOELTIKO TPOYPAULO TPETEL VOl
d00el mpdTO TO TANIGIO S1EPEVVIONG TV TOPAKAT® EPOTNCEWDV:

Me moto tpdmo eivar duvatdv vo. TPOGIOPIGTOVY Ol dUmAveg VOGS EKTALOED -
TIKOV TPOYPALLOATOS;

Me mowo tpomo pmopel Vo VTOAOYIOTEL 1) EKMALOEVTIKY] OMOTEAECUATIKOTNTOL
€vOG TPOYPALUATOS;

[ldg pmopel  o1KOVOUIKY 0VEAVGT| VO TPOGIOPIGEL TO EMMESO TNG GUVOALKNG
GYOAKNG OMOTEAEGLATIKOTNTOC, ApOV 1) EKTaidgvon €xel TOAALATAOVG GTOXOVG /
EKPOEC;

[ldg pmopel va mPOGOOPIOTEL 1 GYETIKY] ONUAVTIKOTNTA TOV TOAAUTADV
OTOY®V TNG EKMOIOEVLONG;

H epyaocia avtr dev npoywpei oe Pabid Bewpnrikn Siepedvnon TV Topandve
gpotoenv. Kdatt tétoo glvan mépa amd toug 61d)X0V¢ Kot TS Tpobécelg e, Oa
yivouv, evtoltolg, kamoleg BempnTikég avapopég oto mpmdTo otoryeio g AKA
oV gival T0 kO6GTOG Kol O KATAypaEl 1 KATIYOPLOTOINGY TOV EKTUOELTIKOV
damavav, ot omoiec ocuvnBwg cuprepthappdvovtar otig AKA. Ocov agpopd oto
devtepo otoryeio g AKA, mov glval 1 OTOTEAEGUATIKOTNTO TNG EKTOOEVLTIKNG
dwdwkaciag, m aviivon Bo diepsuviost kot Bo oploBetnost Tig €vvoleg g
OTOJOTIKOTNTOG KOl OMOTEAEGUOTIKOTNTOG TNG OXOMKNG TPAENG o€ GUVOLOCUO LE
v Kivnon yw T oxoAkr| arotedespatikotnta (School effectiveness movement).

3.2. H évvola 100 KOGTOVG TMV EKTULOEVTIKDV TTPOYPUUNATOV

To Bpa Tov EKTAIOEVTIKOD KOGTOVS KOl EIOTKOTEPA TOV EIOOVE, TOV VYOLS KOl TNG
OTOd00NG TV EKTUIOEVTIKMV SOTAVAV OVIIHETOTILETAL TAVTOTE PEGA GTO TAAIGLO
g Neoxhaowkng owkovopukng Oewpiog (Marshal, Schultz, Mincer). Mio Bacikn
SUIKPION TOV OTOWEI®Y TOV KOGTOVG, 1| OTOi0 YPTCILOTOLEITAL GTNV aviAvoT
KOGTOVG EKTOLOEVTIKAOV TPOYPUUUATOV, EIVOL GTO (eSO 1 SL0PKEG KoL GTO EUUECO
N Kepaialovyko kootog. (Psacharopoulos, G., kot Woodhall, M., 1985, ceh. 171).
To dpeco k6cTOC MEphapPdvet ta ££0d0 OV TaPOoVSIAloVTaL GLYVA KOl 0pOPOHY
SOTAVES Ylo VAIKE KOl VINPEGIEG TOV QEPVOLV GUECOH KOl GUVTOUOV OlopKeiog
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anoteAéopato. To éupeco KOGTOC apopd TNV ayopd KTipiov Kot KEQOANOVYIKOV
eEomMo o0, TV 0molmV To OTOTEAEGHOTO OVOLEVOVTOL KOl ATOAAUPAvVOVTOL Y10
TEPLGCOTEPO YPOVIKO ddoTna (Thve amd, cuvnbwc, Eva £104).

INa v Kotavonorn avoivceny ekmadenTikod KOoTovg Bempeitan avaykaio 1
avaQOpd oTNV £€VVOll TOV KOGTOVS EVKOIPIAS, M OmMOiol YPNOLUOTOIEITOL Yio Vo
KOADYEL KOO KEVOL TTOV VIAPYOLV GTI KOGTOAOYNGN, OTaV QT TEPIAapPaver
S0mAvVeS TOL AVOPEPOVTOL GE «YOUEVEG ELKALPIECH» OE TPOCOTIKO 1] KOW®VIKO
eninedo. [To cvykekppéva 0 0pog KOGTOG EVKAPING OVAPEPETAL BT XPTLULOTIKY
a&lo TV SomavmY oL GLVOEOVTAL LE L0 CUYKEKPLUEVT] EVEPYELDL KOL TNV OTOO00T
TOVG OGOV aPOoPd TNV TALOV TOPAYMYIKY EVUAALOKTIKY TOLG ¥pNon / emévovon
(Levin, 1983, o. 2-3). H dapopd g €vvolag Tov kOGTOVS gukapiog amd tnv
cuvin gpron ¢ €vvolug Tov KOGTOVG eivarl OTL 6T0 KOGTOG gukaipiog €vOg
TPOYPALUATOS cvvumoroyiletal 1 a&io TV TOPWV, TOL YPNGLUOTOOVVIOL GTO
GUYKEKPLUEVO TPOYPOULLO, OTIV KAAVTEPT EVOAAAKTIKY XpToT / ETEVOVOT| TOVG.

Elvar pavepd 611 10 KO66TOG gukaipiog eivar eupvTepn €vvola 0md TO AOYLGTIKO
K60TOG, TO0 omoio vmoloyileTol amd TO VYOS T®V YPNUOTIKOV damavav. [
TOPASELYHD, KOTA TOV VTOAOYICUO TOL KOGTOVG evkaipiog €vOg EMEVOLTIKOD
EKTAOEVTIKOV TTpoypdappatog Ba cuvumoloyicBolv, €0T® KAl GV OV ATOTEAOVV
kaBapd ypnuatiky] damdvn, 10 KOGTOG TOL YPOVOL TMV GIOLOUCTOV 1 TOV
pontdv, 10 K66ToG TV ayafdV Kol VINPESUDY TOV TOPEYOVTIOL OO TNV TOMIKN
KowoTNTa (Y100 TOPAdery o Swpedy QaynTod 1 SLOHOVN Yo TOVS SAGKAAOVG), KaBmG
Kol TO KOOTOG NG TuYOV eBehovtikng epyaciag. [To ocuykekpéva, évag eortntig
OV TTOPAKOAOLOEL Eva TPOHYPAULO GTOVODV APLEPDVEL KATOL0 XPOVO, TOGO Y10 TIG
mapokorlovdnoelc, 66o kot yio ) pekétn. To kdotog gvkapiag Tov ¥podHVOL TOV
eount| omotehel ovtd mov ovopdlovpe «daELYOV €l0OOMUOY, INAAdN TO
glooonue mov Ba elxye o eoumrng, e€dv 10 YpOovo avtd epyalotav. o tov
VTOAOYIGUO TOV EIG0OMUATOG AVTOD YPNGLULOTOIOVVTOL TO. GTOLKEID TOV delyvoLuV
TO €1000M L0 ATOUMV 1d10G NAKING KOl LE aVTIOTO(O TPOSOVTO TPOGUPUOCUEVD [LE
edcég owcovopopeTpikég pebodove. Omwg toviCel kat o I'. Wayapdmovrog (1985),
glval  amopoaitntn 1 yvOON TOL KOOTOLG ELKOIPING TV  EKTOOELTIKOV
TPOYPOUUATOV, TOGO Y10 TOVG OIKOVOUOAGYOVS TNG EKTAUIOEVOTG OGOV KOt Y10, TOVG
TOATIKOVG, O10TL 0vTO £)EL eSO oYEon Kol emnpedlel TV amodoTIKOTNTE TV
EKTOALOEVTIKAV TPOYPUUUATOV, Y10 TNV OO0 KOt 01 HVO EVILUPEPOVTOL.

Xe ovOoADOoELS KOGTOVS SLOPOPOTOIEITOL TTAVTOTE Kot TO €100G TOV KOGTOVG TTOV
vroAoYilETAL, LUE OVAPOPA OTO «TOL0G VPIOTATAL TO KOGTOG). LTIV TEPIMTOOT QT
dwaxpivovpe mpmTa To 101wTIKG / oTouIKO KOoTog (private cost), To omoio veioTatot
0 10OTG (0 pedNTG 1 N 0WKOYEVELL TOV). MEeTd €YOVUE TO KOIVOVIKO KOOGTOSG
(social cost), To omoio vpictator 1 cvykekpyévn kowwvia. TToAAEG @opég
eupaviCetar n évvola 10V feouixod KOOTOVS, TO OTOI0 AVOEEPETAL KVUPIMG OTIS
SlayelploTikég damiveg og eminedo ekmadenTIKoh opyavicpov (institutional cost)
(H. Thomas, 1990, M. Stone, 1992, J. Mace, 1990, E. Karadjia, 1997).

O exmondevtikég damdveg mov oyetiCovror pe ) SWacKaAid o €vo EKTOL-
OgVTIKO TPOYpaUUe Elval GUESES KOl EUUESES KOl TOpOLGLALoVTal Kupimg G6To
eninedo tov oyoleiov. O katnyopieg TOV SUMTAVAOV OVTAOV GE OVOAVGELS BECUIKOD
KO6GTOVG TNG S1EBVOLG TPUKTIKNG SLOpOpPOVOVTOL G EENG:
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Aoraves Aeitovpyiog Twv 1I0pOUATOV
Aomdvec Y10, TPOcOTIKO (YPUUUOTEIS, KOOOPIOTES, EMOTATEG).
Aamdveg ovvtipnong oyoreiov (AEH, EYAAIL netpédaio, vikd kabapiopov)
Kol Tpounelog emimimy.
Aomdvec yio Tpoun Ol ypapikng VANG.
Aomdvec y1o, ToyvOpOKE Kol TNAEP@VIKG €000
A0TAVEG Y10 LETOPOPIKA KOl LETAKIVI|GELS.
Kootog oyorkmv fipriov (OEAB).

MioBodocio skmaidevTiKdV

Xe autn v Kotnyopio €£60mV GLYKEVTPMVOVTOL GTOLYEID OTO EMIMESO TOL GYO-
Agiov kot cvvnbwg ta Tocd empepilovior € GAoVG Tovg pabnTég. Ot mAnpopopieg
aeopobv TN Hcbodocio. Kol TO VTOYPEMTIKO MPAPI0 TOV EKTOIOEVLTIKDY TOL
ddackovy 610 oyoieio. To KOGTOC T®V POV TOL 0 JELVOVVTIAG UPLEPDVEL OTN
dwolknon ovvvmoAoyiletor avaroya, OMAodN TO KOGTOG TOV POV VIOV
popdletol avarloyikd o€ A0V TOVG LadNTEG TOL GYoAElOL.

Kepalorovyixés domaveg
H xomnyopia avtr e£00wv avapépetar ota £upeco 6000 IOV APOPOLY TNV oyopd
ktpiov, epyooctmpiov, PBiplobnkdv kot tov eomhopd Tovg e €idn mov
TPOCPEPOVLY OPEALOTO, KATA YEVIKY TOPAOOYT, YOl TEPIGGOTEPO AN £va, £TOG.
"‘Evag tpoémog vmoAoyiopov authg g Kotnyopiog k66Toug gival, agod CUUE®-
VAGOLUE Yo TN Sudpkel (®NG TOL OVTIKEWWEVOL TOL HoG evOlaPEpeL Katl kabo-
PICOLLE TO OEIKTN EKTTMOCEMG TNG TWNG TOV, VO BPOVLE TO TOGO OV AVTIGTOUXEL
avd £T0G ylo TNV amdoPeot TG oxeTIKNG Toug agiag (xpnoluonoidvag fEPata Tovg
€101KOVG TMIVOKES TOV TAPAYOVTO EKTTMTIKNG omotiunong (discounting factor)). Ze
vt TV Tepintwon o Tpémel vo vIEPTNONGOVUE TO TPOPANLATA TOV APOPOLY
TOV VTOAOYIGUO TNG LMNG TOVL AVTIKEYEVOD KOl TNV EDPEGT] TOL JEIKTY EKTTMCEMG.
EvaAdoktikr] péfodog KkoGTOAGYNONG KEPAAMOVYIKMV SUTAVAV VUL QLT TOV
ompiletar otV €vvolr Tov KOGTOVG €uKolpiag, oIV omoio avoeepOnKope
TPONYOLVUEVMG. TO CKETTIKO GTN GLYKEKPLUEVT] TEPIMTOOT £lvar OTL TO KTiplo avtd
ototyilel 010 EMANVIKO dNUOC1o OG0 aVTO Bol EIGETPATTE OO EVOAAOKTIKY YPT oM
Tov e emvoikiaon. Me dAda Adywo av 1o voikwale, Tdco gvoikio Ba émaipve. Xtnv
eMnvikn paypoatikdémTa 1 pébodog avtn Bempeitar gukoddTeEPN, 0POD LILAPYEL
aKoun opketdg aplfudg ktpiov mov 1o ONUOCIo evolklalel i TN oTéyaon
oyolelov Kol emopéveg ol avtiotolyeg TéEG Ppiokovtal otn O6wdbeon TV
gpeovntav. BéPoia, omv mepimtmon avt vmdpyel o kivduvog g vmepa-
mhovoTeVoNG TNG OdIKAGIOG HEC® TNG TOOTIONG TOL «EVOIKIOOT» UE TOV
«dlokTATNY. A10T1, 0TaV €va KTiplo Tov dnpociov datiBeton Tpog evolkiaon, Gv-
VB¢ avtipetomilel po «meplopliopévy ayopd - 1 {fTnon yo mopopoe Kriplo
glvar ovvnBmg puepn| kat givar dvokolo 1 T va dtopopembel 6To Vyog TG TING
ov 10 OMuocilo evokidlel aibovoeg amd Tovg W1DTEC. Ol OIKOVOHOAOYOL TG
eknaidevong ocvvibog kai, O6mov glvar duvatdv, YPNOUYOTOOVY Kol TIG VO
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1eB630vg LITOAOYIGHOD TOV KEQPAAOLOLYIKOD KOGTOVG KOl GTO TEAOG GLYKPIVOLV TaL
OTOTEAEGLOTO LLE GTOYO TN HEYaADTEPT akpifela Kot a&lomioTial.

3.3. O1 évvoreg TG GYOMKNGS UTOOOTIKOTNTAS KO ATOTEAECLATIKOTITOS

H évvown g amoterecpatucotntog (effectiveness) cvvdéetarl kot mOAAES POPES
ovyyéetal, Le v évvola g amodotikotntog (efficiency), icwg yiati akdun Kot o
EMIGTILLOVEG OV TIS YPNCILOTOOVV dgV TIS 0plofeTovv e Gaenveld 1 / Kot Tig
YPNOUOTOOVV G eVOAAUKTIKES. Ot dpot avtol oty ovoia &xovv mpoéAbel amod
TOV TOMED TNG TMOPOY®YNG OTNV owkovopio kol yio tovto Ba mpémer vo yxpn-
comomBovv oe avdioyo miaiclto oproBétnong. Aeopovv, omWGINTOTE, KATO!L
TOPOYOYIKY dadtkacio kot @g Tétown Bempeitor kot 1 exkmaidevon. 1o TAAicLo
avtd M EKTAOEVTIKY dladkacio EYel KATOEG «E10poésy» (inputs), ot omoieg, péoa
amd pa ddtkacia (process) HETOTPETOVTIOL GE EKPOEG (outputs).

H «amodotikotnray, Aoimov, piog rapaywyikns diadikacios cvviOws avopépetol
OTl] UETATPOTH TWV EIGPOWY TE EKPOES UE TOV KOADTEPO ODVOTO TPOTO, OTH UEVLOTH
OVVOTH TOGOTHTO, YPHOIUOTOIMVIOS OG0 TO OVVOTO UIKPOTEPES TOGOTHTES ELGPODV
Kar pe to Ayotepo kooros. H €vvoln NG amodoTIKOTNTOG TNG EKTOLOEVTIKNG
dwdkaociog, 1 omoia exAappdveTtor G po Topayyikn dwdikacia, eival moAd
ONUOVTIKY] Y10 TOVG EUMAEKOUEVOVG OTNV EKTOLOEVTIKT TOALTIKY, S1OTL LRAPYEL
EVOEYOUEVIG GTEVOTNTO TMV OLPOPOV KOTNYOPLDY / HOPOOV YPMUOTIK®OY Kot
avlpoTivoy mOPp®V TOL YPNCUYLOTOOVVIOL GTO YMPOo NG ekmaidevong. Eilvar
Aowmdv  omopaitnT) 1M OmMOdOTIKH YPNOYN TOV VIAPYOVI®OV TOPOV, (OOTE vV
LLEYIGTOTOLEITAL 1) TOPAYWYT) TOV EKTOLOEVTIKOV aryofov.

H eowtepinn omodoTikdTTA AVOQEPETOL OTNV ATOSOTIKN PO TOV TOP®V
péca otov idto tov topéa tng ekmaidevong. H elwrepixy amodotucotnTo avoeé-
PETOL GTNV OTOJOTIKY| YPNION TV TOPWV TNG EKTAIOELGNG GE GYECT LLE TOVG AAAOVG
TOUELG TNG OKOVOpLTaG.

Yopeovo kot pe tov I'. Woyapomovio (Pscharopoulos, G & Woodhall, M.,
1985) 1 e&mtepkn amodoTIKOTNTA HOG EKTOOEVTIKNG EMEVOVOTG OTMOTIUATOL LIE
Béon dvo kprnpra:

To PBaBud mov ta exmadevtikd 1WpOHaTo (GYOAElD, TAVETIGTNHIIO OPYAVICUOT
KATAPTIONG K.A.TT.) TOPEYOVY GTOVG HOONTES KOl GTOVOAGTEG TOVG TG OTOPOL-
TNteg 4eE10TNTEG Yo TNV OO Agttovpyio TNG otkovopiag Kot To Babud mov ot
UTOPOLTOL TOV EKTAOEVTNPIOV OVTAOV ATOPPOPOVVTAL OO TNV Ayopd EPYACIOG
0€ EMAYYEAUOTO OYETIKG WE TNV KATOPTION TOVG Kol LE OmodoyEs mov o
nbeiav.

Tnv drapén 100ppomiog avAUESH OTO KOGTOG TNG EMEVOVONG Yo TNV EKTOI-
dgVOMN KOl TO, OVTIGTOL(O OIKOVOUIKA OQEAT, OTTMG OVTA LETPLOVVIOL OO TNV
YNAGTEP TOPAYOYIKOTNTO TOV HOPOOUEVOV epyalopévav, dnAadn amd Tov
Kowavikd Agiktn Anddoong g Exnaidevong (Social Rate of Return).

Amapaitnt Bewpeitor 610 onpeio avtd N ovaEopPd otV £VVold TNG TOPAYDYIKAS
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OmodOTIKOTNTAG, 1 OTolol EUMEPIEXEL TIG EVVOLEG TNG TEYVIKHS KO THS OIKOVOUIKNG
amodotikdtntag. H teyvikn amodotikdtra emituyydvetot, 6tav ot mOPot, OnAadT|
0l E16POEC, MOG EKTOOEVTIKYG dtadikaciog cuvdvdlovtol e T€Too TpOTo, MOTE
vao peylotomomBel 1 TOPAy®YY] TOL EKTOOEVTIKOV «ITPOIOVIOS», ONANON TMOV
eEKTAOEVTIKOV ekpomv. BéPaia o1 ewopoéc otoryilovv ypnuata kat, a@old o
EKTALOEVTIKOG OIKOVOMIKOG TPOVTOAOYIGUOG EXEL TEPLOPIGUEVES duvaTOTNTEG, Oat
TPENEL Ol EKTAUOEVTIKEG €KPOEG, Vo mapoyBodv pe 6co 10 dvvatd youniotepo
K60TOG. XNV Tepintwon mov ovtd cvpPaivel Bewpovpe OTL VIAPYEL OIKOVOUIKY|
0modoTIKOTNTO.

To mapaxdtom didypappa Bondd oTnv KOTAVONGT QVTOV TOV EVVOLOV.
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Awdypappa 3.3.1.: AT0d0TIKOTNTA GTNV EKTALOEVTIKI] OL0dLKAGiO

A

Ap.
Y1

c2'
cr
c

Y1l

Y2 A2
AN NE—

v

A1 A3 A2ccilc2 Ap. AaoKAAwv

To dbypoppa 3.3.1. Bewpel 611 oV EKTAOEVTIKY SladKaGio, ¥pNOILO-
TO10VVTAL OVO GNUAVTIKEG EI0POEG: Ol SACKOAOL KOL T VAIKOTEYVIKT VTodoun (my.
vohoyiotéc). To oyolreio A, 10 omoio Ppicketar otn KoumdAn QA, umopei va
YPTOLOTOGEL SLAPOPOVS GLUVOVAGUOVG GVTAOV TV ELGPOMYV YL VO, «TOPAyEL
v emiBount, LEY1GTN TocOTNTO, «TPOIOVTOSH (Y. aplOuog adnTdVv Tov TEPVOLY
T1g e€etaoelg v ta AEI). H QA Aéyeton kaumOAn iong mopaymyng kot deiyvel
TEYVIKG arod0TIKOVE TPOTOVE TAPAYWDYNG TNE TOGOTNTOC TOV TPOTOVTOG GTNV OToia
T0 oyoleio otoyevel. Xtn Béom Al ypnowomoiei Al apBud dockdiwv kot Yi
TOGOTNTO VTOAOYIGTAOV, Y10, VO £yl TV emtBounth expon (apdud pobntdv mov
epvoLv Tig e€eTdoelg), evd ot Béon A2 ypnoyonolel A2 wocdTNTA dUCKAAMY
KalY 2 TocOTNTO VTOAOYIGTMV, Y10, VO £XEL TNV 1010 TOGOTNTO, EKPOTG.

H mywn / a&io dpmg g kdbe povadag tov €16podv dev gival 1010 — 0 évag
daoKarog oe otolyilel 660 £vag VToAoYIeTG. Ol EVOAAAKTIKOT TEYVIKA 0m0d0TIKOL
cuvovoouol (ALY1 kar A2,Y2) Oa cuvdvualovv d1dpopeg TocOHTNTEG EIGPODY Kol
dpo Ba €yxovv dapopetikd kootog. H ypauun CC’ exppalel Toug cuvdvacHohe
E10PODV TOV £YOVV TO 1010 KOGTOC Kol Y10, TOVTO AEYETOL KAUTOAN {60V KOGTOLG,.
Ta onueia mov Bpickovrol wove amd v KopmdAn CC’ exepdlovy cuvdLAGHODS
axpifotepovg. Ot kapmoreg CICI? ko C2C2° exkepdlovv  GLVOILOGCUOVG
vymidtepov icov kdotove. o va mapovctdlel to oyoreio A Kol TEYVIKY Ko
OIKOVOUIKT] 0t0d0TIKOTNTA TTPEMEL va Ppioketal Tave oty QA (dote vo mapdyet
TN HEYIOTN JLVOTH TOGOTNTO «TPOIOVTOCH Kal TanToypova, v ot CC’ (yo va
YPTCLUOTIOIEL TOV OTKOVOLIKOTEPO GLVIVAGHO ElGpomV). Avtr|, BéPata sivor ) Oéon
wov N CC’ gpdmretan ¢ QA. Otav 10 oyoAeio A Ppioketor ot Béon ovtn,
UTOPOVLLE VO TOVUE OTL €V Tapay@yIkd, amodotiko (Oéon A3).
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M GAAN popen g eEMTEPIKNG OMOJOTIKOTNTAG, TOL YPNCLUOTOLEITOL GTN
Broypapia, etvar | korvwviky, N omoilo AVAPEPETOL GTN GLUEOVIO TOV EKPODV
MG EKTOOELTIKNG SlodKaGiog HE TOVS OTOXOVG TOL GYOAeiov 1 / KOl TOLG
YEVIKOTEPOUG GTOYOVG TOL Exovv Tebel amd TNV Kowwvia Yoo TNV eKmaidgvon.
AnNAadn), TN CLYKEKPLUEVT] TEPIMTMOT 1 KOWAOVIKY] 0od0TIKOTNTO TOV GYOAEiOL
A avagépetat 610 Katd 1660 0 KOpLog 6tdyog mov iye BEceL 1o 1010 TO GYoAeio 1 /
Kol 1 Kowvovia YU auto givol va mepAcEL 0 CLYKEKPIUEVOS aptBrdc pobntdv Tov
TG e€etdoeic. (Mace, J., et al, 1999)

H évvoia g oyoAikng aroteAecpoTikotTog, OTMS TV Ypnoponotel  Kivnon
v ™ Xyohkr, Amotedecpotikotnro (School Effectiveness Movement), £€yet
oYé01N HUE TNV KOWMOVIKN OTOS0TIKOTNTO, OQOV OVUPEPETAL GTO KOTA OGO 1
GYOAKN TTPAEN TPAYUATOTOEL TOVG GTOYOVG TOL avTh Exel Béoel. Katd ovvéreia,
OTOTELECUOTIKO EIVAL TO GYOAEIO TOV TPOYUOTOTOIEL TOVS GTOYOVS OV EYEL ] YL
7006 omolovg Eyet 10pvlei. Tlodhol madaymyol dev aoyoAovvTol pe TNV oKpipn
opofétnon TV EVVOLOV 1TNG GOYOAKNG OmOSOTIKOTNTOS KOl TNG GYOAIKNG
OTOTEAEGUATIKOTNTAG, TIC YPTOLUOTOOVV UAAGTO EVOALOKTIKA OMUOVPYDVTOG
HEPIKES POPEG oVYyLon oto ympo. o mapdderypa, o P. Mortimore (1995), 61-
€VBLVTIG TOV EPEVYNTIKOD KEVIPOL V1O TN «ZYOAKY| ATOTELEGUATIKOTITO KOl TN
Xyohikn Bektiowony» oto Ilavemotio tov Aovdivov, Bempel amotelecuatikd to
oyoAeilo to omoio cvvielel otV TPHOdO TV HabNTOV ToL. Me éva dg KOWOTOTIKO
péAdov tpoémo cvveyiler Aéyovtog 0Tl povo €vo oyoAeio, 1o omoio Ponbd tovg
pontég Tov va mpoywpnoovy mePLecotepo am’ 0Tt Bo mepipeve Kaveic, sivat
duvatod vo Beopnbei amodotikd 1 OTL KAVEL ATOSOTIKT ¥P1ON TV TOPMV OV £)EL
o1 01aBeon Tov. ‘Evag dALog oyeTikd amdoikog opiopds, TOV 0moio avapEéPEL Kot O
Levacic ( 1992 ) dwyopiler 1ic dvo évvoleg — NG OmMOdOTIKOTNTOG KOl TNG
OTOTEAECUATIKOTNTAG AEYOVTOG OTL 1) ATWOJOTIKOTHTA OVOPEPETAL TTO VO, KAVEIS TO.
TPAYUOTO, GWTTC, EVOD OTOTELEGUATIKOTHTO, GTO VO, KAVEIS TO OWOTA TPAYUATO.

AvaeépOnie 0TL 6T0 TAIGIO TNG GYOAIKNG OMOTEAECUATIKOTNTAG 1) EKTAIOEVON
Oeopeitol ¢ o Tapayoyikn Sodikacia, 1 omoio €XEL OPIGUEVEG EIGPOES TOL
LETATPEMOVTAL GE OVOAOYEG EKPOEC. XTo onpeio avtd 1 perétn Ba avapepbel otig
Slapopes KaTNyopieg TOV EIGPODY KOl TV EKPOMV TNG EKTALOEVTIKNG dlodikaciag,
OT®G OVTEC SLOUOPEOONKAV Kl YPNOOTOMONKAY GTO YMPO TNG EPELVOGS Yo TOL
OmOTEAECUATIKA oyoAeia. Apyikd Bo mpénet va toviotel 6Tt vnpée mowktiio TG0
oTov aplipd 660 Kol 6T0 €100C TOV LETARANTOV TOV YpNCILomomOnKay G delKTEG
TOV EIGPOMV KUl TV EKPODV TNG eKmaidoevone. H mowida avti tov deKT®V, Tov
KOTO KOWPOVG EMEKPATNGOV OTNV EKTOIOEVTIKY EPEVVNTIKN KOl OKOONUOTKN
KowoTNTa, elvat, 1 Kupilopyn ortio yio Tig StopoVIKES Kot SLUTOTIKEG SLUPOPES TOV
HOVTEAWDV GYOAKNG OMOTEAEGLOTIKOTNTOG OV EHQAvIioTKay. Q¢ €1GPOES OTNV
eKTdEVTIKN Odkacio cuviBwg Aappdvovior mn kavotnTa Tov podntn, To
KOWV®VIKOOIKOVOULKO ToL vrtdfabpo, ot ypnuotikol mwoépol mov dwitifevtal otnv
EKTAOEVTIKT O1001KOGI0, 1) VAMKOTEXVIKY VLTOOOUN] TOV GYOAIKOU YMPOV, M
0PYOVAOTIKT SOUN TOL GYOAEIOV, Ol SACKAAOL KO TO VIOAOUTO avOpdTIVO SuvapKo
TOV OYOAK®V povadwv. Xvvnbog mapovcoidlovtal OVCKOAlES ®G TPog TNV
TOGOTIKN EKOPACN TOV UETAPANTOV 7OV agopovv T ewopoéc. H efevpeon
TOGOTIKAOV OEIKTOV Ogv eivar amhd eyyeipnua, wWwitepa O6tav avtd apopd
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WwiTepa YOPAKTNPICTIKG TOV EIGPODY TOV AVAPEPOVTOL GT YOPAKTNPLOTIKAE TMV
«ovOpOTivev TOPOVY TNG EKTALOEVTIKNG SLAOIKAGTOC.

v mepinton JlEPELVNONS TOV EKPODV NG eKkmaidevons, extdg amd To
avtiotoyo TPOPANUE NG €E€DPEONS TMOV TOGOTIKMV OEIKTMV EKOPACTS TOVG,
eppaviovtar Kot ot duokoAieg mov opegiloviar oty mowido tev Bewpricewv
ovaQOPIKA [LE TO o0t ival o1 6TdYOL TNG EKTAIdEVONG. XT0o BEpa aVTO eumAEKETOL
1N 7eVIKOTEPT PLAOGOMIR TOV Tl BEMPOVUE KEKTAIOELGT 1] «ITOOEIO KOl TOV oLV Kol
TAOG UTOPOVUE VO ATOCAUPNVIGOVLE TIG OTOLEGONTOTE «EKPOEGH TNG EKTAIdEVOTG
KOl VO TIG EKOPALOVE TOGOTIKAL.

H exnaidevon Bewpeitor cuvhifog pia dadikoocio pe moAhamAéc eKpoéc dio-
OOpOV TOTMOV Kol LOPPAV, GTLS OTOIEG GLYKATAAEYOVTOL Kol KATOEG YVYOAOYLIKOD
K0l KOWVOVIOAOYIKOD TEPLEYOUEVOV Ol oToieg €lvarl dVoKOAO av Oyl adbvoTo va
petpnBovv (Rutter et al, 1979). Ot gpguvntég - am’ TN HEPLE TOV EMOTNUDY TNG
ayOYNG £X0VV TaPOLCIAGEL TANOMPO KATAAGY®V OVAPOPIKA UE TIC TEPLOYES OTIC
omoieg Bepodv ATL GTOYELEL 1] EKTAOEVTIKY| dtadikacic. Mepikoi omd avTovg TOVg
KATOAOYOUG dEV TEPLEYOVY EPUNVEIN TOV OPMOV TOL YPNCUYLOTOOVV Kol 0 BETouv
EexdBopa TAaicla 6T YPNGIUOTNTE TOVG. ZuyvA TaPOLGLAlovY aAAnAoKdALYM 1
VTOKATACTACN TMV EVVOLOV KOl ONUIOLPYOVV W10, GYETIKN GLYYVLOTN TOGO GE
BepnTikd 66O KoL OE EUTEPIKO EMITEDO.

O Hargraves (1983), yio mopdadetyplo, avoQEPETOL OTIG TEPLOYES EUTEIPLOV ATd
T1G omoieg gival duvatdv va avtinBovv ot petaPAntéc mov Ba amoteAécoVY TOVG
OelKTeg Yo TOVG OTOYOVG TNG EKTMOUOEVTIKNG OlOIKOGIOG. AVTEC Ol TMEPLOYES
gumepLodV giva:

H a1sOnticn ko dnpiovpyik.
H n0um.

H yAooowm).

H poabnpoticy.

H ovown — emotnpovikn.

H xow@vikn kot woAlTikr.

H mvevpoticy.

O Windham (1990) daympilet Tig EKTOOEVTIKES EKPOEG OE GUECH OMOTEAEGLLOTO —
(outpus) kot og éupeco — pokpoypévia amotedécpato (outcomes). Ta dueca
amoteAéopata katd tov Windham eivau:
Axadnuaikd, o omoio TEPIAAUPAVOVY OAES TIG VONTIKESG IKAVOTNTESG Kol OAOVG
TOVG TOUELG TNG YVAOOTG.

Erayyelpatikd, to omoio oyetiCovior pe Tnv TPOETOWOCIC TOL OTOUOVL Yo
TOPOYDYIKT] OTOGYOANCT] KOl OIKOVOUIKT] VTELOLVOTNTA.

Kowmvikd kot moATikd, mov apopodv TNV TPOETOACIC TOV ATOHOV Yo TNV

€1000YN TOL G€ M0 TOADTAOKTN KOW®ViK KOl Yo TNV OUOAN TOV KOW®VIKO-
moinon.
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[Ipocomikd, mov avaeépovial oty avantvln ¢ AToUKNIg evBvvng, TOV Ta-
Aévtv Kot TG eAeVBePN g EKPpaONG.

O 1d10g avoyvopiler €€L Katnyopie OMOTEAEGUATOV OF EUUECES EKPOES TNG
EKTOLOEVTIKNG dladtKaGiag, ol omoieg giva:

Eiodoyn / mpocPaocn oe avdtepn Pabuida exmaidevong.

Enidoon og avatepn Pabuida ekmaidevonc.

Enrdyyeipa.

Mic6dc.

21a0E1g KOl GUUTEPIPOPAE.

Emdpdoelg «e€mtepicécy otnv vmoloutn Kowwvio (my. m TTOoN NG €YKAN-
patikomTag, N Bedtioon g motdtntog e {ong TS Kovmviag KAT.).

ApKeTEC MO OVTEC TIG EKPOEG 1) TO AMOTEAEGHOTA TNG CYOALKNG TPA&NnG eivarl 1060
«mOLOTIKEG) OTO €100G Kol OTN Hopen Tov Bewpeitar SVOGKOAO VO EKPPOGTOVV
TOGOTIKG. XVYVA YPNOUYOTOOVVTIOL EVOEIKTIKEG TOCOTIKEG EKPPAGEL TMOV
petafintév (proxy measures). ['a mapdderypo, 1 €nidoon o€ KAMO0 TECT ApL-
Bavetar og pétpo Oyt HOVO Yo TO EMMESO TOV YVAOGEMY EVOG ATOUOV, OAAL Kol Yo
T0 oVUVOAO T®V OeflTNTOV Kol TV KavoTitov Tov. H evoaoydinon tov
EPELVNTAV TOV TEGIOV TNG GYOAKNG OMOTEAEGUATIKOTNTOG UE TIG S1APOPES EKPOLES
g oYoAKNg Sladkaciag, Tovg 0dnynoe oty eEgbpeon daPopwv pebdomV Kot
EPYOAEI®V YlOL TNV TOCOTIKY OTOTIUNGT Kot OlEPEVVION TOV OTOTEAEGUATOV TNG
oYoAMKNG mpaéng. 'Eva 1étoto mopddelypo omotehovv ol KAMUOKES HETPMONG,
otdoewv tov atopov (Linkert type attitude scales), o1 omoieg mpocapudotnKay
MOTE VO LETPOVV TN OTACT TOV LOONTOV OTEVOVTL GTO GYOoAEi0, TO pobfuoTa, TO
ddokaro kAm. (Edikn mpocappoyn yio to oyoieio g Bpetaviag éyve and tov
Hazelwood to 1992).

AlWGQopol €PELVNTEG TOV EMOTNUAV NG OYOYNS EKPPALOLY OVTIPPNOELS
OVOQOPIKA HE TNV TOCOTIKY EKQPUCT TOV «TOLOTIKOVY UETAPANTOV, TOCO GE
BepnTikd 000 ka1 og gunelpkd eminedo. Or mEPIOCHTEPES AMO OVTES TIC AVTIP-
PNOELG OVOPEPOVTOL KOl OTIG GULNTNOELS GTOV EVPVTEPO YDPO TMOV KOWOVIKDV
EMOTNUOV. ZyeTi{ovTal Kuplmg Ue TO KOTA TOGOV 1 TOGOTIKY £pguva givar Bty
KOl OTOTEAEGLOTIKY OE OVTEG TIG emotiues. H tomoBétnon tov kdbe emotipova
VREP M KATA TNG XPNONG TNG MOCOTIKNG £PELVOG GTO YMPO TOV KOWMVIKOV
EMOTNUOV €xel oVVNOWOG GYEON HE TNV €VPVTEPN TPOCMTIKN ToL Weoroyio. H
oinBeio, PBéPora, elvor OTL kol M TALOV TOWOTIKY €PELVO, GE KOATOO orueio
OTPEPETOL GE TOGOTIKEG N APLOUNTIKEG EKQPACELS Y10l VAL KAVEL TTLO KOTOVOTTA 1] Kol
O TEICTIKA TO OMOTEAEGUOTA TNG. ZNUEPO VTAPYEL 1 TAGCT YO TO GUVOLOGUO
TOAA®V HEBOS®V OTIG KOWMVIKEG EPEVVEG, MOOTE 1| IO VO CUUTANPAOVEL KOl VO
otpilel o amoteléopata TG GAANC.

v emoyn pog €xel vmapEetl apketn tpododog (Hanushek 1989 kot 1993) oto
YDPO TNG ATOCAPNVIONG KUl TNG TOGOTIKNG £KPPUCT|G TOV TOIKIA®Y GTOY®OV TG
eknaidevong. Ot ouKovOHOAOYOL €XOVV VTOAOYIGEL TOCOTIKA TNV EmdPACT NG
EKTTAIOEVOTNG OTNV ATOS0GT] TOL ATOUOL otV ayopd epyaciog (Mincer, 1970). Ot
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KOW®VIOAHYOL £X0VV JLEPEVVICEL, LE TN XPNOT| TOCOTIKAOV OEIKTMV, TI GYECT] TOV
TUTOV TOV GYOAEIOL OV €YOVV TOPUKOAOVONGEL TAL ATORN UE TO EMAYYEALO TTOV
EMAEYOLV, UE TNV KIVNTIKOTNTA TOVG ®G £PYACOUEVOVS KOL LUE TIG YPMULOTIKES TOVG
amodoyéc. 'Exovv, emiong, peietnoet v aAinAenidpaon avapesa 6To GYoAelo Kot
TOL TPOCOTIKE Ko owkoyevelakd yapoktnprotikd (Jenks et al, 1972, ko cepd
AoV Tov akolovOncav - ywo emokonnon PAéne Karadjia - Stavlioti, E.,1997).
Oleg avtég ov épevveg eotialovv TNV TPOGOYN OGS OGNV KPIGUN epdTnom
avaQOpIKE He TO poOlo Kol Tr onuacia mov €xel M ekmaidevon ot {on Tev
QVPLVAV TOMTOV - €pATNCN ToL TéBNKe TPy omd MOAAL XpoOvia amd tov Apt-
ototédn. H onuaviikdétra tov Bépatoc avtod eEacbevel otn onpepivi ekmot-
deuTikn poypaTiKdTTa, S10TL TOGO 1 €pevva. OGO KOl O OKOSNUAIKOG AOYOG
YEVIKOTEPQ, AGYOAOLVTAL KUPIWG LE TO TMG AEITOLPYOVV TA GYOAEID KOl TOLG
KaBapd «TPaKTIKOVS) TOLG GTOHYOVC.

O eplocOTEPEG EPEVVEC GYETIKO UE TNV OTOTELECUATIKOTNTO TOV GYOAELOL
(BA. Sheerens (1990), Reynolds (1994) ka1 Mortimore (1995)) ypnoionoincov wg
OelKTn amOTELECUATIKOTNTOS TNG OYOMKNG TPAENG TNV MOGOTIKN EKepact /
BaBupordynon g emidoong TV HabnTdV o€ TPOKATACKELAGUEVA EIO1KH TECT 1) O
ovykekpipéves e€etdoeic. H ouyvn kat kuplapyn ypnon tov Pabupov enidoong yo
TNV amOoTIUNGN NG ONOTEAECUOTIKOTNTOG TOL GYOAEloL Onuovpyel TOAAL
TpoPANUaTE Kol aVTITOPAOECELS avANESH GTOVS BE®PNTIKOVG KOl TOVG EPELVNTESG
oV ¥®OPov. O1 CKENTIKIOTEG AVOPEPOVY OTL 1| GYOALKN emidoon gival poévo o amd
TIG TOAAEG EKPOEC TOL GYOAEIOL Kot Oyt Kat' avdykn n mo onpavtiky (Goldstein,
1991, o. 25). Toviovv de mwg 1 dLopkng ¥PNOM TNG EVIGYKDEL TN CNUAVTIKOTNTA TNG
TG0 Y10 TOVG EKTOLOEVTIKOVS, OGO KOl Yol TOVG YOVEIG e OMOTELEGLO 1] OYOAIKN
TpaA&n vo. odnyeitar mpog v emitevén ovtov TOV OKOMOVL. AnAadr, 6lot ot
EUTAEKOUEVOL GTN) OYOAIKT dtodikacio 6ivouv peydAn onUacio 6Ty TPOETOLAGIO
TOV HoONTOV Y10 TIC ovYKeEKPUEVES eEETAGELS / TEOT, 0T omoia Ba eEgTaoTOvV, [IE
amotédeopo va vroPabuiotel n aflo g EVAoYOANONG HE TOLG VITOAOUTOVG
GTOYOVGC TOL OVOAVTIKOV TPOYPAUUOTOS. ZUUTEPUCUOTIKA, GUYVE OTr| GYOAIKN
TPAEN ayvoohvtal ol EMOIOEELG 1) Ol GTOYOL TOL TPEMEL VAL £XEL TO GYOAEIO GYETIKG
HE TNV avATTLEN TNG TPOCOMIKOTNTAS TMV TOUOUDY CAAL KoLl TNV WUYIKY] TOVG
vyeia kon ikavomoinor (Fizz Gibbon, 1990, o. 5).

BéBoia, m amotiunon g OYOMKNG OTOTEAECUATIKOTNTOS COUPOVO UE TIG
TOGOTIKEG LETPNOELG TNG EMOOOTG TOV HLOONTOV 0E TEST deV €ival ol amin do-
dwacio yopig tpopAiuata. Extog amd Tig aviippfoels mov eKppalovtal avapo-
PIKE LLE TNV OTOTEAECLATIKOTNTO OTOLMVONTOTE TECT VO KUETPNCOLVY TIG YVAGELS
KOl TIG IKOVOTNTEG TOV LaONTOV, LTEPYOVY KOl OVTIPPNGELS Y10, TO KOTE TOGOV Ol
PBabpol tov padntov evog ekmodevtucod WpvUaTog o Kimoleg eEetdoelg
AmOTEAOVV EVOEIEN TNG OMOTEAEGLOTIKOTNTOG OVTOD TOV 1010V Tov Wpvpatog. To
mapadetypa g Bpetaviag dwapotiler T 0éon avth. ZTig ayyAosuEoVIKEG YDPEG
Ta oyxoieio Bodvior va epeavifovv SopK®dG KOADTEPA OTOTEAEGUOTO OTIG
eetdoelg mov yivovior oe eBvikd emimedo (National Assessment Tests). Ot
VIELOLVOL YlOL TN GUYKEKPLUEVT] TOALTIKY KOTIYOPOUVTOL OTL EMTPEMOLV TN
ONUOGLOTOINCT] TOV OTOTEAEGUAT®V TOV £X0VV 01 HoBNTEC TOL KABE GYoAEloV Kot
OTL € AVTO TOV TPOTO GUVIYOPOLV GTIN ONUIOVPYIL KATAAOY®MV CYETIKOV UE TNV
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amodoTIKOTNTA TV GYoAel®V, 0 0molog elvar avakpPig Kot oty TEMKN avdAvon
dev elvar PéParo o6tL Ponbd, ot Peltimorn TG OMOTEAEGUOTIKOTNTOG TOV
EKTALOEVTIKOV GLGTIUOTOS 6TO GLVOAD Tov. Katnyopovvtat, ek1dg TV dAL®V, OTL
de Aappdvovv voym Tig Witepeg cvvOnkeg Tov KGBe oyoieiov kal, £WOKd, OTL
dev «eléyyouv» (Ue €101KEC GTATIOTIKEG PHEBOOOVG) Yol TNV TOWOTNTA TOV LotV
mov &yl 10 kébe oyolrelo (Guardian, Nogupprog, 1994). Oudda epguvntdv oto
Institute of Education pe tov kabnynti Goldstein eionysitat va pn dnpoocievovtat
ta anoterécpata GCSE kat A-level, tovAdyiotov mpiy avtd «ITpocaploGTONVY) MG
TPOG TNV TOWOTNTO TOV LoNTOV KATd TNV €1600YT TOVG GTO EKTOLOEVTIKO {dpLLLAL.
O1 gpevvnTéc avtol glomyovvral yevikd t pébodo «mpootiBépevng aliagy (Value
Added, Thomas, H., 1990), | omoia ackel otatiotikd €deyyo otn Pabporoyia Tov
pontdv otig eeTdoELg Kot TNV TPOSapUOlel COLPMOVA LE TO TPOSHOTIKE oTolyEln
Kol TNV KavotTTd Toug. Me avtd ToV TPOTO To OMOTEAEGUATO TOV LaOnTOV EVOG
GUYKEKPIUEVOL  EKTTOLOEVTIKOD  OPVUOTOS  (QPOVEPOVOVY TL  TPOCQEPE  TO
GLYKEKPLUEVO 1dpLHO 0TOVG LaONTEG aveEdpTnTa amd TNV IKOVOTNTA TOVG KOl TOVG
OTOUIKOVG KOl OTKOYEVELOKOVG TTOPAYOVTEG.

3.4. ATOTELECPOTIKG GYOAELD

O1 TpdTEG £PEVVEG GTO YDPO TN GYOAIKNE OTOTEAEGUOTIKOTNTAG PpiokovTiay GTo
nedio g exmandevtikng mapaywyng (Cohn & Geske, 1990) kot ypnoiponoincav
TIg Aeyoueveg «Koumoleg ekmondevtikng mopaymyne» (Educational Production
Functions, ot omoiec mpoékvyay amd avAAOY0 GKETTIKO TMV OKOVOUOAOY®V TNG
gkmaidevong). Ot kaumoreg avtég e£eTaloVV TOVG TUPAYOVTEG TTOV ERNPEAlOVY TNV
enidoon TV podnt@v, TV omoio. Osmpoldv GUVAPTNON TNG OLKOYEVELNKNG
KOTAOTOONG TOV LoONTOV, TOV EMOPACE®Y TS OUASAG GTIV OTTOl0, LETEXOVY, TV
uécmv mov daféTel To GYOAEI0 Kot TNG IKAVOTNTAG TOVG.

Avayvopiomkav cOvtope Kamolo tpofAnuate Tov dNUovpyodoe 1 LETOPOPE.
TOV OIKOVOUIK®OV KOUTVADY TOPUY®YNE OTNV EKTAIOEVOT) KOl Ol TEPLOPLGUOL TOV 1)
yphon tovg eméPfore. H évvown tng «mapaywykdmmracy, PéPaia, sionibe xoat
mapéueve oty ekmaidevorn, pall pe OAeg TG ocvvemakoilovbeg évvoleg g
ATO00TIKOTNTOG KOl OTOTEAECUATIKOTNTOS, TOUPOAES TIG AVTIOPACELS TV OmOALTA
«Be@PNTIKAOV» TALOAYOYDV.

Apeca cuVOESEUEVO LIE TO LOVTELO TOV KOUTOA®V EKTOIOEVTIKNG TOPOYDYNG
€lval TO HOVTEAD TOV «EIGPOMY — EKPOMV» OV akoAiovdnce (Reynolds, D.,1994).
To povtélo avtd ypnopomombnke EKTETAUEVH KOAOVLODVTOC TAPOUOLES OPYES UE
TO TPMOTO TAPOAO 7OV «emBupED iomG Vo dlaPOPOTOlEiTaL Od TO «OIKOVOULKO
HOVTEAO» Kot va. Oe@pel OTL OVIKEL TANPMG GTO YOPO TOV EXICTNUDY TG AYOYNC.
‘Eva. Bactkd kovd yvapiopa Tmv V0 ouTtdv HOVTEA®OV gival OTL OV avapEPOVTaL
kaBoAov ot dladtkacio 1 mopeia HEcO, amd TNV OToio Ol EI0POEC UETATPETOVTOL
0€ €KPOEC, dNAOON Oe SIEPEVLVOVV TN OYOALKN TTPAén pe v evpeia g Evvola. Ot
£€pguveg oVTéG OEPOLY TNV EKTALOEVTIKT SL0OIKAGTN MG £V, «UODPO KOVTDY HECH.
670 0TOo10, Ll KATO10 TPOTO, 01 EIGPOES LETUTPENMOVTOL GE EKPOEC.

Tnv emoyn ¢ ¥PNoNG TOV HOVIEAOD TWV EIGPODV- EKPODV, £YIVE L0 TEPAGTIO
£€pEUVa 1 0TOl0, OTUOTOOOTNOE TO YDPO NG CYOAKNG OMOTEAEGLOTIKOTNTOG Y10l
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eplocoTeEPO amd po dekaetio. [Ipoxetton yio v épevva «icmV gVKOIPLOVY TOV
€yve and v opdda Coleman (1966) otnv Apepikr. H épguva avth elxe otdyo va
OTOTVIIMGEL TIG SAPOPEG OTNV EMIGO0T TOV LAONTOV TOV SPOP®Y GYOAEI®V Kol
va dlepeuvnioel Kotd OGOV ot dlpopés avtés ennpedloviav amd mopiyovTeS
€VIOG M €Kkt0g 10V oyoheiov. H épsuva éywe oe 3.000 oyohelo ko og
eplocotepovs amd 600.000 pabdntég kol cvvéreEe mAnBopa TAnpogopidv. To
KUplo amoTtéleca TG €Pevvag avTg NTav OTL TN UEYOADTEPT EmdpOCT OTNV
enidoon TtV poONTOV €lyav 1 OWKOYEVELWNKY KOl OKOVOWUIKY TOLG KATAGTOOT),
KkaBdg Kot To TpocmmKA Tovg ototyeio. H emidpaon tov mapaydviev Tov 6Yo-
Aelov fTov pkpn.

Otav ot épevveg mov akorovOnoav emiPefoiovay 10 OMOTEAEGUOTO OVTA,
TOPOVGIACTNKE 0L GTPOPN TPOG TNV KOWMOVIOAOYIKOD TOTOV £PELVO KOl ETO-
KOAOVONOE avAAOYN TOMTIKY KOWWVIKOL mepteyopévov. Tavtoypova kot GAAot
KOW®VIKOOWKOVOULKol mapdyovteg (Ommwg M peydAn metpehaixkn kpion tov ’70)
00NYNoOV OTNV «OTOTUYI TNG EMEVOVONG OTNV EKTOIOELON YO OUKOVOUIKY|
avamtuén Kot kowvmvikn e€icmon. Ot €pgvuveg Yia T GYOMKT) ATOTEAEGULATIKOTITO
aoYOANONKAY KOTO KOPOV HE TN HEAETN] TOV KOWOVIKOV TUPOUETPOV Kol
dwotdcewv tov oyoieiov. H tdon g emoyng daypdpetat omd avtd mov gime o B.
Burnstein 611 o oyoleio dev gival duvatdv va dtopfdoovy TIc avicdHTNTEG KoL TO
mpofAnpata g kowvaviag. («Schools can not compensate for society», 1970).

To 1éhog ¢ dexoetiog Tov *70 mopovoldletal po GNUAVTIK GTPOPN TNG
£€PEVLVOG GTO YDPO TNG GYOMKNG ATOTELEGLOATIKOTNTOG, LETE TN dleKTEPAiOT TG
EUTEPIKNG €PELVOG TNG OUAd0S Tov Todoyvyordyov Rutter oto Aovdivo.
(«Fifteen thousand hours», 1979). To onuovtikd gpguvnTiKd dpMUa TNG OUASOS
avtg ftav to 01t «Ta oyoreia £xovv onuacion (Schools matter). Awopopedveton
TAVTOYPOVO, TO HOVTEAO OEPELVNONG TNG OYOAIKNG OTOTEAECUOATIKOTNTOS TTOV
avayvopilel TNy eTidpaoT TNG GYOAIKNG «opeiagy 1 S10d1KACI0G GTO EKTOIOEVLTIKO
amotéleospa Kot O1ekdkel T oxeTIkn amotiunon g emidpaong avthc. Ot €pguveg
0TO TAOIGLO0 TOL HOVTEAOL aVTOL TEPIAAUPAVOLV HETOPANTEG OYETIKEC HE TNV
0pYAvV®OGOT Kot 8101KNo1N TOV GYOAEIOV, TNV TOLOTNTO TNG SOACKAALNG Kot To «1j00g
Kol 10 KAM{po tov oyoAieiovy. Xg avtn T @Aacn £yovue TANOMPA EpELVOV Yo
COMOTEAEGHOTIKT] OPYAVMOON Kol OlOIKNOTN TOV OYOAEI®VY, Y10 «OTOTEAEGUOTIKY
Swyeipton avOpOTIVOY Kol VAIK®OV TOP®V GTNV EKTOOELTIKY Olodikacion, Yo
«OMOTEAEGHOTIKN OOACKOAI» Kot yio Tn Onpovpyio «kAipatog pabnong» ot
OYOAKN TTPAEN.

H dwdkaocio Kotoypagng Kot amoTiunong g 6XOAKNAG OTOTEAEGLATIKOTNTOG
apywd damictove v VIApPEN KATOWWV GYOoAEiwV, To omoia NTAV TEPIOCCOTEPO
OTOTEAECUATIKA GE GYEOT LE TO VTOAOUTO KOL OTN] GUVEXEW OEPELVOVCE T
YOPOKTNPIOTIKA TOV GYOAEIOV QVTAOV, TO 0010 TAPOLGINLHV CTATIOTIKI GLUVAPELN
HE TNV OMOTEAEGUOTIKOTNTA TOLG. XLVNOmG, Ol oYETIKEG €pguveg mapovcialay
KATOAOYOUG amd TOPAYOVTEG, Ol OToiol Qaivoviav vo ennpedlovv, og emimedo
VYNANG OTOATICTIKAG ONUOVTIKOTNTAG, TN OYOAIKN OmOTEAECUATIKOTNTA. Toug
KATOAOYOUG 0LTOVG EMPETE VO £X0VV MG 00NYO TO GYoAEln, Mote v PeAtimbBovy
Kol vo yivouov mo amotedecpotikd. Evdswktikd ovagépovpe ™ Alota ToV
TpoyOVTIOV OV Yopoktnpilovv To  OmOTEAECUOTIKA OyoAegln, TNV omoia
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napovsioce o AtgvbBuvrig tov Institute of Education tov Ilavemotnpiov tov
Aovdivov Peter Mortimore otnv gvapktpia optiio Tov otig 7 @efpovapiov 1995.
Ta arotedecpatikd oxoieio mapovslalovy ta eENG YOUPOKTNPIGTUKA:

Emayyeipatikn dtoiknon.

Kowd opapata kot otdyovg.

[eppdrrov uabnong.

Eotioon tov npoctadeidv ot didackario kot 6t pddnon.
2toyxo0etnuévn ddackolia.

WnAég mpoodoxkiec.

OeTIK1| TPOPOIHTNON.

[MapakorovOnon g Tpoddov TV uadnTmV.
Yroapén Sikoiopdtov kol vduvoy atoug padntéc.
Yuvepyacio OKOYEVELNG Kal GYOAEIOV.
Opyavouévn pabnon.

Inuepa LILAPYEL 1 TAOT TNG AUEIGPATNONG TOV KATA TOGOV 1) YVMON TOV TAPO.-
YOVI®V oV £nnpedlovy BeTikd 1 ApVNTIKE TNV ATOTEAECUATIKOTNTA TOV GYOAEIOV
N £€0T® Kot KT TOGOV 1 avaloyn otoyxobecio TV oyoAeimv eivar wav] cuVONK
Y va odnynoet otn Pedtioon tovg. Tavtdypova toviletarl n EAAeyn BewpnTiKoy
voPabpov kat TpoPfAnuaticpod oto xdpo. H éldenyn avtr| emteivetol amd ™ un
OmapEN CUYKEKPIUEVOVL KOl YEVIKA OmOdEKTOV Oempntikod HOVIEAOL Yo T
péonon aArd Kot yio o pOAO TOL OYOAgiov oTn onuepwvny Kowvovia. Enedn oe
OMOL Ol EUTAEKOUEVOL GTI OYOMKTY dtaditkacio divouv TPOTEPAOTNTO KLPIWG OTN
dpopordynon g Bertioong e ®g TPog To. KPLTnplo Tov avtoi BETovv, onuepa
avaTTOGGOVTOL LOVTEAD TO OTTOI0L GUVOEOVV TNV UTOTEAEGHATIKOTTA TOL GYOAEIOV
pe tn Peitioor| tov (Sheerens, 1992, Mortimore, 1995). 1o tekevtaio pépog Tov
apBpov B 6YOMOCTOVV KPITIKA KATOIEG OYETIKES OMOWELG UE 10104TEPT avaPOpd
OTNV EAMANVIKT TPAYUATIKOTNTAL.

4. Epnaipucn) E@appoyn e Avédivong Koéctovg- AToteleopatikdTnTOG 68
ovo [eprttooeg

Amd v TAnbmpa epevvav (Yo emokomnon PA. Karadjia- Stavlioti, E. 1997) tov
y®pov Oa mapovolactel cuvonTikd M €pgvuva Tov Eywve and tov Thomas (1990)
0TO TOVETIGTAWO Tov Birmingham o omoiog ypnoomoince v AKA vy va
ovykpivel ) dwackoiio Tov padnuatov A-level oe 12 exmadevtikd Wpovpota -
T 07010, AVIKOVY 0TOVG TEGGEPLG KOPLOVE TOHTTOVG OPVUAT®V TOPOYNS VTG TNG
gknaidevong- kot cuvolkd og 1160 pantéc (Ta pabnquoto A-level pmopovv va
Oewpnbovv avtiotorya pe to pabfquota Aéoung). H épevva avti amotélece to
CETMOTNUOVIKO TTOPASELYLLO» Y1 TNV EMOUEVT] EPELVE TOL KOTOYPAPETAL, 1| OO0
agopd TN SwackaAio, TG EAMNVIKNG YA®ocag ot Bpetovio. Xtn pelétn tov
Thomas ypnoyorotdnie to TNAIKO KOGTOVG OTOTEAECUATIKOTNTAG MG UETPO TNG
QTTOTELECUOATIKOTNTOG TNG OdackaAiog Tov uadnudtov ce avatepo eminedo. To
KO6TOC VITOAOYioTNKE UE TN UEOOSO TOV TEPTYPAYOLE GTO TPOTYOVLEVO TUNLLO TOV
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apBpov ko 1 arotedecpoTikoTTo pLETPOnKe pe T péBodo mpootiBépevng atiag.
To wOplo gvpnua g €épevvag avTAg NTaV OTL T0 VYOG TMV SUTavVAOV Yo TN
dwaokaAio elye Gueon oxéomn He TNV OMOTEAECUATIKOTNTA TOV EKTUOEVLTIKOV
wWpopdtov otig egetdoetls. Ta KoAéywn «Sixth form colleges» Ntov mpdta 0¢ mpog
TOV TOPAYOVTO KOGTOVG OOTELECUATIKOTNTAS, ONAAON 1 O000KOAMA GE aVTE Ta
KOAEYLOL )TOV OIKOVOLLKOTEPT] KOL IO OOTEAECUATIKY, ALPOV Ol GMOVIAGTEG TOVG
glyav ymAdtepeg emdooels otig eetdoeic. AkorovBovoav ta Koiéyw «Further
education colleges» wot ta «Tertiary colleges». Ta yapniodtepa mococtd oTnV
enidoon, ta onoio cLVOLACTNKAY TAVTOYPOV LE YNAO KOGTOG, elyov T Xyoleln
«School sixth forms». O Thomas mpoondbnce, YPNOYLOTOIOVTOS KATAAANAES
otatioTikég TeXVIKEG (ANOVA) va mpocdiopicel Tapdyovies TG EKTOUOEVLTIKNG
dwdwkaciog mov emnpéalov tov mapdyovta KA pe tpomo mov va  glvan
YEVIKELGIOG 6€ OA0 Tov TANBLoud. Bprike 0Tt o1 €&N¢ mapdyovteg TG GYOAKNG
mpaéng emmpedlovv oe eminedo VYNANG OTOTICTIKNG  ONUOVIIKOTNTOS TOV
mapdyovta KA:

Ta emontikd péoa Kot YEVIKA 1) VMKOTEYVIKN oTNP1EN TG ddooKaMag.
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H epmnepio tov ekmoidevtik®dv 611 S1d0cKAAN TOV CUYKEKPIUEVOV BepdTov.

Ta TumKd TPOGOHVTA TOV EKTOOEVTIKMV, E01KE TO HAGTEP (O)1 VTOYPEMTIKA TOL
TEPAULTEP® TPOGOVTAL).

To @OAo TOV EKTOIOEVTIKMV: 01 YUVOIKEG EKTOLOEVTIKOL PAIVOVTOV GYETIKA IO
OTOTEAEGUATIKES, QPOV OTIG TAEELG oL didackay ot pabntég etyav yniotepeg
eMOO0ELS.

O apBuog tov pobntdv oty téén (o KaAdTePOg MTay YOP® GTOVS dEKA).

Onwg NoN avoaeépbnie, n emopevn €pevva €Yl GYEGN WUE TNV EAANVIKY Tpay-
HOTIKOTNTO, ooV oyetiletoar pe TN SWacKoAio NG EAANVIKNG YADGGOC oTo
Yyoieio Mntpikng 'oocag tov Aovdivov (Karadjia- Stavlioti, E., 1996). H
£€peuva 0T €EETOCE TNV OMOTEAEGLOTIKOTITO TOV CYOAEIOV VTV GE oYEom UE
TOVG OVO GTOYOVE OV AVTH TPOWOOLY 01N ddacKaAia TNG EAANVIKNAG YADGOWG GE
avototo eminedo (Modern Greek A-level). Ta oyoleid avtd, ektdg omd TV
TPOETOLOGIO TOV HadNTOV Yo TIC slc0y®yikég e€etdoelg tov [avemomuiov Tov
Aovdivov, ctoyxevovy va Ponbnicovv Tovug VEOLG aVTOVG OTN SlTHPNOT TNG
EMANVIKNG TOVE TONTOTNTOC Kot KOVATOOpag. H épevva otnv omoia avapepouacte
ypMnoonoince wapopolo, epyareio pe avtd tov Thomas, aAAd ce €va povtéro
POV emMmEd®V (aTopkd, g TaENG Kot Tov oyoieiov) (katd Willms, 1992) ko
SlYPOVIKOV, L€ OTOYO VO, OFOTIUACGEL TNV OMOJOTIKOTNTO Kol TNV
ATOTELECUATIKOTNTO TV oYoieiov MIT otnv mapoyf avtov Tov TOTOV EKmai-
dgVONG OTOVG VEOLG EAMVIKNG KATAY®YNG TOL Aovdivov. e éva GLYKPLTIKO
TA0IC10 O1EPEVVIOE TN GYECT TNG OMOTEAEGLUTIKOTTOC TOV GYOAEI®V VTV OGOV
aQOPd TOV OKAOMNUATKO KOl TOV TOMTICUIKO TOVC GTOYO0, GE 10, TPOooTadsin va
emekteivel ta Opla g avdivong KA kot oe dAlovg 6toY0vg ToL GYoAgiov TTEPQ
amo TNV enidoon TV HobNTOV oe Kamoleg eEETAGELC.

H épevva katapynv £6eiée 0Tl Ta TAEOV OMOTEAEGUOTIKG GYOAEio TaY EKElval
To. omoian ékovay opHoAOYIKY SloElpIon TOV YPNUATIKOV TOP®V Kol OYl KT’
avaykn ekeivo mov Si€betav mePLoGoTEPOLG TOpove. EmmAéov €6eiée oOTL TO
KOPITGLO VIEPTEPOVY EAAPPA GTNV EMIO00T GTIC EEETAGELS 0td T ArydPLaL Kot OTL OL
HOPOOUEVEG UNTEPEC emnpedlovy Betikd TV emidoon TV madidv toug. Emiong,
O00KOAOL U pETamTUYLOKO TiTAO Ko pe 5-10 ypovia meipa otn ddackorio Némv
EXMnvikév ce avtd 10 enimedo ftav wo anoteAecpotikol. [Tio anotelesporucol
Nrav Kot ot d1evbuvtég pe meipa 10-15 xpovia 6t S10ikNoN TOV GYOAEI®Y QLTOV.
Q¢ pog 0 POAO, PaiveTal OTL 01 YUVOiKeS EKTALOEVTIKOL KOl 01 AvTpeS d1eVBVVTEC
Ntav mo amoteleopatikoi. Ot vIdoAowmol Topdyovieg Tov exnpéalay TV €nidoon
Tov podntov oyetilovrol pe to N0og, 10 KM Kot Ty 0pyavmaen Tov GYOAEIoV.
Otov ot otdY0l TV TYoAEiov Ntav yvmotol kot EekdBapol 610 TPOCOTIKO Kot
otovg uantéc, Otav VEPYE OKPPNC THPNON TOL TPOYPAUUOTOC, OTOV O
dtevbuvThg MTav evAUEPOS Yo TN SIO0CKOAIC TOV YIVOTOV GTO GYOAEID TOL Kot
ovppeteiye oty emilvon TPOPANUATOV amd KOWOD HE EKTOUOEVTIKOVS KoL
uabntég, 6tav 10 Tpoownikd cuvedpiole TakTikG Yo, Oéuata TpEYovTa oA Kot
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EKTAOEVTIKG, TO GYOAEID TTaPOVOALOTOV MO OMOTEAECHOTIKO OTIS £EETAOELS A-
level.

H avédlvon tov tolMticpuik®v otoryeiov, 1 onoia elye 6TdX0 TNV anoTiunon g
TPOCPOPAS TOV GYOAEIOL GTO YMPO OVTO, €yve pe ovaioyn pebodoroyia kot
peBodoroyikd epyoireio. Koplo mdpiopa g épevvag NTov TG 0 pOAOS TOL GYO-
Aglov ot SPOPP®ON TNG EAANVIKTG TOALTIGHIKTG TOVTOTNTOG TV HoBNTOV MTaV
Vo KOAALEPYNGEL KOl VA, EVIGYVGEL TNV TALTOTNTA TTOL £iye NON dDGEL 1] 01KOYEVELN
610 TOLdLd, TOGO PLAETIKA AOY® KOTay®mYNS 000 Kol mepParrloviikd péca amd TV
atomn ayoyn. H ovykpitikny aviumapdBeon tov dvo TOmM®V aviivong - g
otatiotikng (Regression, ML3) xat g Avdivong Adyov pe ototyeia Avdivong
ovlnong (Discourse Analysis with some elements of Conversation Analysis),
€0e1&e OTL o1 dvo oTdYoL TV yoleiwv Mnrtpkng I'Adoocag ot Bpetavia, n
enidoomn otig e€eTAGEIS Kol TO EAANVIKA TOMTICHIKG otoyeia, TpowBovvtal kot
KOAAMEPYOVVTOL ATOTELECUATIKA TAVTOYPOVA, amd KOvOoU. ANAadr| Ta oyoreio TV
omoiwv ot pafntég eiyov vynin emidoon otig eetdosg ota Néa EAAnvikd
KOAAMEPYOVGOV KO EVIGYLOV TNV EAANVIKN TOMTIGUIKY] TOVTOTNTO TOV HOONTOV
o peyoAvtepo PBabud. o peyodvtepn okpifelo ot GLUYKPLTIKN ovTumapoSoin
TV d00 THUTOV AVAAVOTG XPNoIHoTOMONKAY TOGOTIKOL OEiKTEG YO TNV EKPPOOT
Mg oTdong TOV HoONTdV omévovil 6To AANVIKO oyoleio ko oe Oldpopeg
EKPPACELS TOV EAANVIKOD TOMTICUOV. XTN GUVEXEW EAEYYONKE 1 OTOTIOTIKN
GUVAQPELD TOV OEIKTOV OVTOV pE TNV €midoon tov pabntov. H cvvaesio ftov
Bt kot ynAn (Pearson’s r=0.8) kot otatiotikd onuavtikn. Emiong ot
Slpopemon Hoviédov mpoPreyng g emidoong TV pobntdv (kupiog pe
péBodo TtV ehoyioTOV TETPAYOVMOV), 1 OTACT TOV HAONTOV OTEVOVIL GTO
eEMNVIKO oyoieio eppavifeTor mg KOpLog mapdyovtag TpoPreymg g faduoioyiog
o11g e&eTdoelg avtég ota Néa EAAnvika.

Ta gvpiuata avtig ™G €pevvog Tapovotdfovy KT’ apynVv ETGTNUOVIKO
EVOIPEPOV, OLOTL Y10 TPAOTN POPA YIVETOL CLVOLOCUOG TOLOTIKMOV KOl TOGOTIKMOV
nefddmv o éva kowod mhaicto avaivong KA. To amoteléopata tng LEAETNG ALTNG
Katotifeviol ¢ gumepia otnv gupovtePn oulNTNoN TOV APOPd TOo POAO TOL
oYoAelov OTN SLOHOPPMOOT) TOV TOATIGUKOD KEPUAAiIoL TV podntodv. Eniong ta
TopioUaTO TNG EURMEIPIKNG OVTNG SlEPELVNONG €lval YPNOIUO GE CVTOVG OV
0oKOUV EKTOLOEVTIKY] TOATIKT YEVIKA Kot 1010iTEPA TO YDPO TNG EKTAdELONG TOV
eMnvonaidmv tov e&mteptko.

5. Zvpmepaopatika Xyéio

H oamoteleopatikdmto 0mol0cdNmoTe EKTOIOEVTIKNG TOATIKNG OomoteAel OEua
TPOTEPALOTNTOS KVPIMG 6€ €va 1000 gvaicnto ydpo, 6mwg eivon n Modeio EA-
AMvov Opoyevov, 6Tov 0moio ETEVOVOVTOL XPTUOATIKOL Kot avOp®TIvol Topotl 1060
and v EAAGda, 660 ot and tovg EAAnveg tng Swomopdg. Tovtdypova, to
TANPES amO TOPAYOVTEC LOVIELO TG GUYKEKPLUEVNC EPELVOG KOl 1) YPNON TOV
pebodoroyikod epyareiov g AKA mpoopépel éva miaicto Oempnrtucod mpo-
PAnpaticpoy kal gpevvnTikng katebBvvong pe otoyo T Peltioon tng ekmot-

71



Mévropog

deutikng mpaypatikdTnTag Oyt Lovo oto xdpo s «lladeiog Opoyevavy, oAl Kot
GTO XDPO TNG ELANVIKNG EMKPATELNG KO 6 OAEG TIS Pabpideg Tng exmaidevomng.
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THE DEVELOPMENT OF EFFECTIVE PROFESSIONAL
DEVELOPMENT PROGRAMS FOR TEACHERS
Insights from International Modelst

ANASTASIOS BARKATSAS

Institute of Mathematics Education, Graduate School of Education, La Trobe University, Victoria,
Australia

Abstract

Professional Development is of paramount importance for any educational
organisation, since quite often efforts to create an awareness of need among staff
are met with apathy by an unprepared and unwilling staff inviting defensive
responses. It is my contention that the school is seen today as the site of
professional development and that the link between professional development and
the school site is an indicator of potential success of change in schools. The
professional development of individuals is inextricably linked with the
professional development of the whole school. If teachers are working together
through the development of professional relationships, schools can lay claim to the
synergistic benefits of professional development - the school is greater than the
sum of its parts. Professional Development (P.D.) could be seen however, as a
means to open up opportunities for everyone and to acknowledge the fact that in
order to be successful, one must be educated continuously. A number of P.D.
models is presented in this paper in an attempt to present an account of the very
complex and diverse domain of teacher development and learning and to highlight
the need for the introduction of a systemic contemporary model of P.D. that could
be utilised for the professional development and training of Greek teachers.

Mepiinyn

H erayyelpotikn) katdption Kot 1 ETUOPP®OT) TOV EKTOOEVTIKMVY glval PEYIGTNG
onpaociog yuo ke ekmardevtikd ocvotnua. To oxokeio Bempeitor wg o Kate&oynv
YDPOG GTOV 01010 Ba TPEMEL VO AVOTTOGGOVTOL KOl VO VAOTOLOVVTUL TPOYPALLLLOTOL
EMUOPPMOONG TOV EKTALOEVTIKMV. LTIV TAPoVCO £PYNCio TOpoLSLalovTal LEPIKE
HOVTEAN EMUOPPMOONG KOl EMOYYEAUOATIKNG KATAPTIONG KAODG Kol TopicpoTa
GUYYPOVOV EPELVAV,

1. An earlier and much shorter version of this article was presented at the International Mathematics
Education Conference at the University of the Aegean, Rhodes, March 1998.

Manuscript received September 18, 1998
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The Development of Effective Professional Development Programs for Teachers
ANASTASIOS BARKATSAS

oe o tpoomdfeie epmAovTicpol ¢ Piproypapioc. Xtoyog pag emiong sivol va
Swpavel 1 avaykn Yoo (o GLGTNUOTIKY Kot KoAd peietnuévn viomoinom evdg
GUYYPOVOL HOVTELOV ETOYYEAUATIKNG KATAPTIONG TOV EKTALOEVTIKMV.

Introduction

In order for an occupation to be recognised as a profession, it is crucial that it has a
strong base of expert knowledge. This knowledge should be widely recognised as
complex, extensive, esoteric, and possessed only by fully trained members of the
profession. School teachers can claim professional recognition on the basis of at
least three sets of expertise. The first is their mastery of teaching methods and
techniques of classroom management. The second is mastery over particular
disciplinary specialties. The third is an emerging ability to do scientific or
educational research, write or create new works, publish in Journals and make
presentations in conferences.

Teachers often find that their academic training does not prove to be helpful for
solving classroom problems. Too much of the teachers’ work seems to be based on
their individualistic adjustment to their classroom rather than on a collective body
of established traditions or scientifically and pedagogically validated principles. In
Victoria, Australia, a growing number of young teachers in describing some
education pre-service courses as being of the «Mickey Mouse» variety, easy and
devoid of substance. Their criticism was that these courses did not provide a
realistic preparation for teaching duties, based on Utopian goals impossible to
achieve in the average classroom.

Professional Development (P.D. henceforth) is of paramount importance for an
organisation (Ministry/Region/School Unit), since quite often efforts to create an
awareness of need among staff are met with apathy by an unprepared and
unwilling staff inviting defensive responses. It is also believed that the school is
seen today as the site of professional development and that the link between
professional development and the school site is an indicator of potential success of
change in schools. Maxwell and Newman (1991), pointed out that:

«Now there are quite a few in-school people who necessarily must become
familiar with successful planning for staff development in the new context.
From the head teacher to the leading teacher to the principal there is urgency
for this knowledge to be available as the evolution of power actually begins to
take hold» (p. 6)

There exists an urgent need to create an awareness of the importance of a
continuous and dynamic Professional Development Program (P.D.P. henceforth) at
each school and Region, since a number of staff members experience serious class
management, student behaviour and instructional delivery problems. Co-operation
and curriculum development problems and more specifically assessment and
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reporting problems reach the point of ignorance in some reported cases (Clarke,
1993; Lovitt and Clarke, 1988). I believe that people’s horizons are limited by
their vision in conjunction to the vision of the organisation. If a school’s vision is
myopic and very ephemeral, so too will be its aims. There is also a need for cross
curriculum fertilisation. Teachers seeking a refuge in their isolated disciplines will
be in danger of facing premature death.

| therefore propose that the Ministry of Education should promote a policy that
will encourage every school to implement a (P.D.P.) in conjunction with a staff
appraisal system. Each school’s P.D.P. will need to ensure that staff keep abreast
of new and innovative curriculum developments; to inform new staff and
beginning teachers of organisational, decision making, curriculum and assessment
practices, to support staff with curriculum planning and development and any
difficulties arising from implementation.

There is an urgent need to encourage staff to view P.D. as a platform for
developing co-operative, shared and innovative practices; to extend and broaden
the knowledge of experienced teachers; to enable staff in managerial roles -
including principal class personnel - to realise that their training should be part of
an overall strategy of change and development related to school development; and
to encourage the incorporation of exemplary practice.

It is obvious from the previous discussion that such a program is of
fundamental importance for the survival of an organisation, since each staff
member will be required to participate to at least 2 or 3 (preferably mandatory) P.
D. activities each year, reporting back to the rest of the staff or department, thus
enhancing co-operation, eliminating myopic visions and improving the provision
of a modern day, rational education for our students. The P. D. P. will also create
new links between each school and the wider educational community
(Mnopkdtoag, 1998b), enabling the school to operate as part at the educational
community and not in isolation.

Developing effective P.D. Programs, some proposals

Most educators would agree that professional development is a dynamic and
continuous process and not an event. In the same way the P.D.P., must be a well -
planned and evaluated process. Maxwell (1993), claimed that:

«It is assumed that if the school is to be an effective center of staff development
it needs to consider very carefully the models of in-service (used synonymously
with staff development) that it uses and that these models need to be linked to
an overall plan or guide such as the strategic (school renewal or five-year) plan
which is articulated annually through its management plan. After the review of
relevant literature data are presented that indicate one region’s position in
relation to staff development processes» (p.55)

In addition, Sellars (1990), argued that there is no adequate theoretical
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foundation of P. D. for teachers and that P. D. P. must proceed without such a
theory. This is of course a weakness, which makes P. D. an interesting research
issue, and Sellars (1990) presented evidence that the research community is
moving in the right direction. Efforts have been made by Clarke (1993) and his
collaborators to introduce such a model for the P. D. of mathematics teachers
(Appendix I).

This model differs from many other models of professional development in its
recognition of the possibility of Classroom Experimentation and on-going teacher
professional growth in the absence of in-service activity. Teaching is a creative
activity, and some teachers will engage in classroom experimentation informed
solely by their personal «wisdom of practice». The role of in-service activity can
then be seen as stimulating and supporting informed teacher experimentation.

Summary of main features of the model

Previous models of teacher change have given inadequate recognition to the
complexity of the process of teacher professional growth, leading to inadequate
and simplistic descriptions of the relationship between action and reflection.

Teachers are always experimenting, and the role of an in-service program is to
inform and stimulate their experimentation.

It is in the combination of the Personal Domain and the Domain of Practice that
a complete description emerges of the individual teacher. This emergent picture
sets out what the teacher knows, what the teacher believes, and what the teacher
does.

Classroom experimentation should be seen as the contextual catalyst for profes-
sional growth, and the outward evidence of teacher change.

Reflection is the key mediating process by which teacher experience changes
teacher knowledge and beliefs.

Enaction is the mediating process by which change in knowledge or beliefs is
translated into changed practice.

Changes in teacher beliefs regarding the efficacy of new practices are mediated
by the teacher’s inferences linking the new practices to valued outcomes. These
valued outcomes will inevitably reflect the teacher’s existing conception of the
goals of instruction, and of acceptable classroom practice; that is, the teacher’s
knowledge and beliefs.

The structure of the Clarke-Peters model has two significant implications for
future teacher Professional Development Programs:

Recognition of the complexity of professional growth in a form which models
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possible growth pathways allows the developers of in-service programs and
other professional development enterprises to anticipate and encourage all
avenues to professional growth.

The location of key analytic domains and mediating processes within the model
highlights the particular elements, which might most usefully form the
components of an in-service program.

Despite the fact that there is no unified theory of Professional Development for
teachers, there are however, several definitions of Professional Development that
have been proposed by researchers. Winrow (1985), added to the definition of
Professional Development the terms synergistic, and interdependent. She stated
that:

«Professional Development is a dynamic internal process, marshalling the
collective energies of the whole school. Just as the dynamo transforms
mechanical energy into electrical energy, so too professional development can
transform individuals to respond energetically and collectively to new ideas,
new knowledge and new experiences. It generates an individual and collective
desire to improve expertise and effectiveness as teachers and as an educational
establishment. It is the discovery of individual and corporate strengths and
weaknesses the recognition and utilisation of latent skills. It is mutual support;
free discussion and commitment to common aims; the sharing of knowledge
and experience; co-operative research into classroom processes; and self-
evaluation. Above all, it is synergistic. The professional development of
individuals is inextricably linked with the professional development of the
whole school. They are not independent but interdependent. If teachers are
working together through the development of professional relationships,
schools can lay claim to the synergistic benefits of professional development -
the school is greater than the sum of its parts» (pp.116 - 117).

It is obvious that all the definitions of Professional Development consider it to
be a continuous learning process, necessary for the improvement and
professionalisation of the teaching staff. The literature is full of reports on what
constitutes an effective Professional Development process. Most studies point out
that since teachers are the most important resource in the teaching service, they
must be provided with adequate and well-planned Professional Development
education in order to function effectively.

Davies (1990), conducted an evaluation of staff development models in New
South Wales, Australia. The summary of the results follows:

School development days were considered by the vast majority of both primary
and secondary principals as the most important strategy in the implementation
of their staff development program. In-service sources and the use of
consultants were rated as slightly less important.
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Meetings of various kinds (were) also an important strategy for in-school staff
development. The majority of respondents found them to be effective, with the
exception of secondary teachers, who reported that whole school staff meetings
were generally ineffective.

The substantial majority of primary teachers felt that the staff Development
Program had been generally effective in developing their classroom teaching
skills, helping them to prepare teaching programs and enhance understanding of
curriculum issues, but only a minority of secondary teachers shared this view.

Year/grade and faculty discussions and professional reading were the most
often used and most highly rated means of enhancing curriculum development.

Principals and executives used a variety of sources for their own professional
development. School based activities were found to be most effective by
primary executives, but were the least effective for secondary executives, who
rated out of school in-service most effective.

These case studies revealed that there was no single successful approach to staff
development. Every school had developed structures and practices to suit their
particular circumstances. What was evident in all the schools visited however, was
that the principal or key executive staff member(s) were perceived by all in the
school to have enthuses, high visibility and were sympathetic, empathetic and able
to provide a sound practical advice. They were aware of the importance of
establishing open, sharing and trusting environment within their school and made
considerable efforts to build a supportive climate. There was evidence of clear
planning, attention to detail, resourceful and sometimes innovative management of
time, and constant «fine-tuning» of their programs.

Maxwell (1993), criticised the model of in-service away from the school by
saying that only one or two members of staff were in attendance - a factor
inhibiting effective and successful change in schools. He proposed a different
model, one that could lay the foundations for successful changes:

The content needs to be relevant for teachers.

The strategy would best incorporate a series of activities over time.

The in-service would best be offered to all teachers and administrators in the
school, rather than to only one or two teachers in the school and tactics

invented to make sure that Participation is maximised.

Time needs to be made available for discussion during the staff development
sessions.

Between sessions opportunities are needed for trying out new skills in the class-
room.
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Tutorial support is provided in the individual participants’ classrooms between
sessions.

Follow-up tutorial support provided after the in-service program has been com-
pleted.

Relevant professional readings are provided to supplement the staff
development meetings.
(pp. 57 - 58)

Professionals are expected to be strongly committed to life-long careers in their
chosen occupations. Ideally, their professional identifications / credentials are so
strong that they rarely consider learning their profession, except for completion
reasons. The commitment of teachers tends to emphasise that a number of primary
and secondary teachers fail to live up to these ideals. Among teachers, aspirations
for administrative careers in education are a major factor in comparison to their
relatively low commitment to teaching. Administration offers a «career» in ways
that teaching does not. In Victoria, Australia, this is still the case despite efforts by
the Ministry to improve teachers’ career paths via the introduction of the
Advanced Skills Teacher category in the state school system and the leading
teacher (classroom or administrative) in the private sector. Higher salaries,
promotions, prestige and power are all available to the administrator but not to the
classroom teacher.

Professional Development can be seen however, as a means to open up
opportunities for everyone to acknowledge the fact that in order to be successful,
one must be educated continuously, must sacrifice time and devote a lot of energy
in improving his/her credentials, one way being a well planned P. D. P. The
individual, career-oriented activity of Professional Development (short course,
conference, higher degree etc.), should be part of a broader system - wide and long
- term developmental program and not to be left to the individual teacher to be
carried out as a solitary activity.

Sellars (1990), cited ten Principles of Good Practice. These ten principles have
been distilled from a review of successful practices and the study of research
literature on adult learning. The ten principles follow:

Recognises that teachers are learners who need to relate new knowledge to their
career and classroom experiences; who need to apply and critically evaluate
new practices in their own contexts; and who require support and
encouragement throughout the process.

Recognises the contribution that both innovation-focused and action research
delivery modes make to teachers’ learning and it balances and supports these
modes over time.

Provides a conducive setting and uses the school as its principal focus because
of its pivotal role in the development and application of ideas, the practice and
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sharpening of skills, and the critical appraisal of curriculum programs.

Is directly related to the commitment and support provided by principals in
schools and is enhanced through collaborative leadership.

Provides teachers with an access to and the development of relevant internal
and external support services.

Involves joint planning and collaborative control over program planning and
implementation by stakeholders with a commitment to the outcomes of the
activity.

Supports teacher commitment by creating deliberate opportunities and
incentives for recurrent or career long participation in professional learning.

Critically applies the results of educational research in recognised disciplines
and new knowledge fields.

Takes place when systems, in situation and individuals commit themselves and
their resources to the pursuit of personal and collective professional learning.

Moves beyond justificatory evaluation to conscientiously assess its impact on
students and their learning, on teachers and their teaching, and on the
educational enterprise itself.

Sellars (1990), went on to propose a model of professional development based on
Clinical Supervision. The core of the clinical supervision process is based on
cycles of planning, observation and analyses of data leading to action. The model
has the following attributes and strengths:

Only a teacher can change his or her own behaviour; professional development
is about change in behaviour. Clinical Supervision has its objective the
improvement of instruction by assisting a teacher to make desired (by the
teacher, that is, not by the supervisor) changes. The essence of Clinical
Supervision is working with teachers, not on teachers. This is very much in
tune with the theme of the self-activated, autonomous professional, which the
earlier analysis identified.

The starting-point for professional development is the teacher’s perceptions,
needs, concerns, aspirations, and present level of competence. This is in accord
with the nature of adult learning referred to in the earlier analysis.

The approach is analytical, based on observed data rather than on opinions and
impressions. This enables teachers to make gradual, identifiable, achievable
changes in their teaching. Behaviour change, it is acknowledged, is usually
slow. There is evidence that the necessary observational skills required in the
clinical supervisory process are relatively easy to learn.
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There is an emphasis on self-evaluation, action and reflection. This emphasis on
reflection by teachers is central to the clinical supervisory process, and it has
been very strongly advocated by the reflective teaching movement. Critical
evaluation and reflection by teachers on teaching is a recurring theme in the
foregoing analysis of professional development literature (Kitchener, K. and
King, P., 1981; Schon, D. A. 1983, 1987).

The influence of the clinical supervisory process on classroom practice is
supported by the research on coaching. In the earlier analysis the importance of
the coaching process in in-service training was referenced. The «coach» is
essentially a clinical supervisor.

It is widely accepted today that another important characteristic of a P. D. P. is the
incentives that should be offered to the teachers who participate in P. D. activities.
Jones and Lowe (1990), proposed a number of incentives:

«There must also be incentives for participation. The best incentive for
teachers, not surprisingly, is the potential to improve students’ learning. But
teachers can do this more effectively (and with higher morale) if they are given
release time (i.e. time out of the classroom) or participate in staff development
activities. And, of course, recognition is important. Is there a tangible way to
acknowledge participation? An increase in salary is always welcome, but less
dramatic recognition might include a certification of participation or even an
opportunity to demonstrate a new strategy or technique to others» (p. 9)

Managing staff development is in itself an important managerial task. My proposal
would be the introduction of a School Professional Development Coordinator, a
concept that has gained much ground in a number of countries (Australia, England,
US.A).

The Professional Development Coordinator will be called upon to perform the
following roles: Counselor, Motivator, Innovator, Mentor, Monitor, Evaluator,
Administrator, and Facilitator. No Professional Development Program can be
effectively planned, implemented and evaluated without the instructional
leadership of the school principal and a supportive climate for such developmental.
Winrow (1985), claimed that:

«If the structural organisation does not provide the opportunity for personal,
active, practical and tangible support, the process is frustrated. It degenerates
into helpless sympathetic listening and eventually negative attitudes and values
will re-emerge. Opportunities need to be provided or mutual professional
support in a practical way» (p. 127)

Staff development programs should be grounded both on a theory and a
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research foundation and should be carried out by utilising active participation of
the teachers involved instead of passive listening to a lecture type activity.

In summarising the Professional Development of the 1990s, it may be claimed,
following Tickell (1992), that Contemporary P.D. will be characterised by the
following features:

1. Planning

(a) At system level, a strong emphasis on longer-term, system-wide P.D. to ensure
implementation of:
(i) Major government initiatives
(if) Award/career restricts:

(b) At school level, Professional Development becoming an integral part of school
improvement or renewal planning and/or program budgeting.

2. Integration

A movement away from the notion of Professional Development as an «add-on»
towards integration of Professional Development into program/policy
implementation and personnel management (possibly associated with the
integration of Professional Development personnel into all operating units).

3. Co-ordination

Tighter co-ordination of Professional Development resources to ensure efficient
use of funds (from various sources), teacher-release time, study leave, consultancy
services etc and more explicit and structured arrangements between schools and
support services.

4. Evaluation

A more comprehensive view of evaluation of Professional Development with
emphasis shifting from the short-term success for individual activities as perceived
by participants at the time to the effectiveness of overall programs in bringing
about changes in professional practice and organisational behaviour and with
tighter monitoring and analysis of the use of resources, access to programs etc.

5. Liaison

More effective liaison between schools/systems and post-secondary institutions,
including contractual arrangements for the provision of specified programs and
services.

6. Training

A more systematic and structured approach to training needs analyses, skills audits
and closely related to career structures.

To recapitulate 1 will cite Clarke’s (1994), ten key principles of Professional

Development, that can be used to guide the planning and implementation of staff
development programs. The ten principles are as follows:
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1. Address issues of concern and interest, largely (but not exclusively) identified
by the teachers themselves, and involve a degree of choice for participants.

2. Involve groups of teachers rather than individuals from a number of schools,
and enlist the support of the school and district administration, student,
parents, and the broader school community.

3. Recognise and address the many impediments to teacher growth (at the
individual, school, and district level).

4. Model desired classroom approaches during in-service sessions, with teachers
as participants in classroom activities, and/or real situations with students, to
provide a clearer vision of the proposed changes.

5. Solicit teachers’ conscious commitment to be active participants in the profes-
sional development sessions, and to undertake required readings and
classroom tasks, appropriately adapted for their own classroom

6. Recognise that changes in teachers’ beliefs about teaching and learning are
derived largely from classroom practice; as a result, such changes will follow
the opportunity to validate information provided by professional development
programs, through observing positive student learning.

7. Provide time and opportunities for planning, reflection and feedback, in order
to report successes and failures to the group, to share «the wisdom of
practice», and to discuss problems and solutions regarding individual students
and/or teaching matter.

8. Enable participating teachers to gain a substantial degree of ownership, by
their involvement in decision-making and by being regarded as true partners in
the change process.

9. Recognise that change is a gradual, difficult, and often painful process, and
provide opportunities for on-going support from peers and/or critical friends.

10. Encourage participants to set further goals for their professional growth.

It is my contention that there are a number of issues concerning Professional
Development that will need to be resolved during the 1990s:

To what extent will Professional Development are mandatory?

In whose time will it take place?

In whose interests?

What sort of a career structure will prevail?

What is the best way to appraise teachers’ work?
To this extent it seems that Professional Development is a very complex issue
requiring a very well planned program, which will be implemented if and only if

the school’s senior management team succeeds in creating a receptive environment
conducive to change and constructive criticism.
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Concluding remarks: Implementation of a professional development program
It is well known that individuals learn at different rates and go through various
growth states during in-service. As mentioned earlier in this paper, the creation of
a receptive environment is possibly the most important facilitator of change in
Professional Development activities. We have claimed in, that successful
transformation of organisations is heavily dependent on the transformation of
culture. Mroapkdrtoog (1998b), has extensively analysed the concept of culture
transformation, along with many other important concepts related to the
transformation of schools’ organisational cultures.

Taking under consideration all of the above, each school’s implementation
program could constitute the following:

Bring models into key positions those pushing for change.

Create new meetings where problems can be articulated and shared.

Alter the management process at the top.

Reinforce cultural shifts and publishing role models.

Carry the message deep.

Revamp the communication system.

Be patient and persistent.

Adopt practices relevant to the system’s vision and the needs of teachers,
students and the wider community (Appendix II)

Utilise Teacher Appraisal Models and/or T.Q.M. as vehicles for effective P.D.
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APPENTIX | (The Clarke-Peters model)
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APPPENDIX 11
(A sample professional development policy)

1.

3.

Purpose

The College Professional Development policy exists to ensure that staff keep
abreast of new and innovative curriculum developments and directions to
inform new staff and beginning teachers of organisation, decision making and
curriculum practices, to support staff with curriculum planning and
development and any difficulties of implementation; to extend and broaden
knowledge of experienced teachers; and to encourage the incorporation of
exemplary practice.

Guidelines
The Professional Development program should:

Address whole school issues as well as the special needs of individuals and
groups;

Be co-ordinated, planned and ongoing;

Be open to all staff both teaching and non-teaching;

Meet the specific needs of the college;

Provide opportunities for staff to upgrade knowledge and skills;

Be built into the development of new policy initiatives;

Encourage co-operation of staff and sharing of existing expertise of staff;

Should have an equal opportunity perspective.

Implementation

The curriculum committee will determine priority areas for Professional
Development in collaboration with the Professional Development
Coordinator.

Staff will submit written reports of their participation in Professional
Development to the Curriculum Committee through the Professional
Development Coordinator.

Staff will report to Department and/or Welfare teams and staff as
appropriate after returning from professional development activities.

Staff will not be precluded from participating in non-priority areas but the
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curriculum committee may refuse such requests.

Staff will be encouraged to develop individual programs for Professional
Development.

Regular professional development staff meetings will be organised,
including sessions on the issues of Equal Opportunity for women and girls.

Regional, state and international wide Professional Development Programs
will be advertised.

Staff will be provided with information on study leave, work experience,
leave and teacher exchanges and encourage and support to apply.

Staff will be alerted to career opportunities, e.g. promotion, regional
consulting positions and other opportunities.

Eligible women staff will be given the opportunity to attend at least one
professional development program each year designed to encourage women
to apply for and take up Principal Class positions.

4. Evaluation

A minor evaluation should be conducted annually by the Professional
Development Coordinator.
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Abstract

This paper presents an alternative proposal on the teaching of Mathematics. It is an
investigation of the way by which we shall best develop Category Theory (CT)
within the wider framework of Mathematics education. The answer to this
question, according to our research, is that CT can be used as a background for the
foundation and teaching of Mathematics in almost all levels of Mathematics
education.

Mepiinyn

To gupOtepo mAaiclo g mopovGaS epyaciog elvatl ovTd TG LOBNUATIKNG TodEid,
evd to otevotepo Kot kabapd podnuatikd sivor ovtd g COewpios Katnyopiav.
Exeivo mov gpevvdaror givor pe molo tpdémo Bo mETVYOLUE TNV MO KATGAANAN
afomoinon g Oewpiag Koatmyopidv péca oto evpldtepo mAoiclo g
podnuotucng todeiog. H amdvinon oto epdtnue avtd, 1 onoio mpokHNTEL and
BepnTikd Ko gpgvvnTikd dedopéva, etvar 0tL i1 Oewpio Kotnyopiorv umopei va
AmOTEAETEL TO KOTOAANAO vmoKeiuevo whaioio/ faon ya t Osuchiooon xou
odaokolio twv MabOnuotikwv oe O0les ayedov tic fabuides s podnuotixng
roadeiog. H €pguva kal 1 tekunpimon autig g TpoTaons GLVIGTA aKpBdg TV
O\ gpyacia.

ZOUQOVE PE QUTH TNV Aoy, €ival AOYIKA OVOUEVOLEVO 1] OTOKATAGTOOT) TMV
LOOMUOTIKOV OVTIKEIPLEVOV GTO (UOIKO KOl apYLKO TOVG YMDPO, TIG KATNnyopies, va
€xel VVOIKA omoTEAEGUATO Kol 60TV avtioToyyn dwackaAio Tovg. Ilpoteivovpe,
ouvendc, T Mabnpotikd mov S1ddoKovTal 6Tovg HanTég, Kot aviiloyd pe TO
eninedo o©10 omoio amevBuvvopaote kol To €idog TV Mabnuotikdv Tov
dwdokovpe, va mapovoidlovioar pe ™ péBodo e Oewplag Katnyopiwv. H
TPOTOoT oVt uUmopel va ypnolonondel og Oewpntikd mAaiclo, agevog yo T
dnuovpyio. VE®V apy®V KOl OVTIGTOLYOV GYESGHOL Yo TN SdUCcKOAld T®V
MoOnuatik@v kot a@etépov yuo. Tn oleaymyn OYETIKNG £pgvuvag oe ddpopa
enineda g ekmaidevong. [pdyuatt, oe oxetikn £pgvva mov denyope o podnTEG
g B” 14&ng Avkeiov oty gvotnto TV cuvaptioewv pe T pébodo TV Ko-
TIYOPLOV, T OMOTEAEGHOTO VANPENY ATOAVTOG OeTUKA.

Manuscript received September 8, 1998
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Category Theory and Mathematics Teaching
DIMITRIS GAVALAS

1. Introduction

First, we study the concept of the «(mathematical) category». A category has
objects A, B, C, ... and arrows / morphisms f,g,h,... Each arrow goes from an

object to an object. To say that g goes from A to B we write g A——B, or say
that A is the domain of g and B the co-domain. We may write dom(g)=A and

cod(g)=B. Two arrows f and g with dom(f)=cod(g) are called composable. If f

and g are composable, then they must have a composite, an arrow called fg. Every
object A has an identity arrow 1 K The axioms read as follows: For every

composable pair f and g the composite fg goes from the domain of g to the co-
domain of f. For each object A the identity arrow 1 , does from A to A.

Composing any arrow with an identity arrow gives the original arrow.
Composition is associative. The axioms can be displayed in diagrams or in
equations. In the equations we assume that any arrows we compose are coOmpos-
able. In the diagrams this is explicit (McLarty, 1992). Finally, arrows between
categories are called functors. If we consider two categories A and X and two
functors between them in opposite directions, say

F:X——A G:A—>X,

then one says that G is right adjoint to F and that F is left adjoint to G, when for
any two objects X from X and A from A there is a natural bijection between
morphisms

X—5GA

FX— 5 A
in the sense that each morphism f, as displayed, uniquely determines a morphism
h, and conversely. The two functors as above are called adjoint functors (Mac
Lane &Moerdijk, 1992).

Second, we study in sum the didactic procedure. The work of the teacher and
that of the student have different directions. On the one hand, the teacher has to
present knowledge in, appropriate and familiar to student, frameworks and, in a
way, he has to personalize/ individualize it. On the other hand, the student has to
follow the opposite direction. Starting from the specific frameworks and
continuing with successive abstractions and generalizations he will conquer the
mathematical structure of the subject. This empirical finding constitutes the
substantiation of the categorical concept of adjoint functors (Drossos 1994; Mac
Lane 1971; Mac Lane & Moerdijk 1992; McLarty 1992; Stefanic 1996).
According to these, we have a functor from the conceptual category of the teacher
towards either to the conceptual category of each student individually, or to the
«average» category of the students of a class, and vice versa. These empirical
adjoint functors constitute the interaction between the two basic elements of the
teaching system, namely the teacher and the student.

But why CT? The reason is that this theory can become foundation for
Mathematics. Indeed, according to Mac Lane (1986, 1996), Set Theory and Logic
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provide and support a foundation of Mathematics by defining all mathematical
objects in the first order language of Set Theory and by proving all mathematical
theorems from the axioms and definitions of ZFC with the aid of the rules of
Logic. But the intuitive idea of a collection/ set leads to different versions of Set
Theory. This suffices to consider other theories as foundation of Mathematics and
the alternative theory which is proposed is Category Theory (CT) and Topos
Theory. In Bell (1981) we find that there are two possibilities according to which
CT could serve as a foundation for Mathematics:

(i) The strong possibility: All mathematical structures, even these of logical or
metamathematical framework can be explained by category-theoretic terms.

(i) The weak possibility: CT can, by itself, be capable of replacing the axiomatic
ST in its foundational role and in higher level.

We understand, according to Bell (1986, 1988), that CT provides a version of
Mathematics which is element-free. Both CT and Set Theory deal with the
particularity of mathematical structures. Set Theory strips away structure from the
ontology of Mathematics and leaves the structurless atoms/ elements, that is
abstract sets, with the ability of imposing to them some new structure. CT instead,
deals with a particular structure by considering it given and by generalizing it. We
can say that the success of CT, as a unifying language of Mathematics, is due to
the fact that it and only it gives direct expression to the central position of form
and structure in Mathematics. Finally, according to Reyes (1986), Lawvere
proposed to use the theory of variable sets, Topos Theory, as a foundation for
synthetic reasoning. Also he has expressed the interesting view that the programme
of investigating the connections between Algebraic Geometry and Intuitionistic
Logic (mathematical constructivism) is under the guidance of the form of objective
dialectics known as Category Theory.

At the same time CT provides the sufficient means for Mathematics teaching
from the initial levels up to the higher ones. CT’s simplicity, immediateness and
naturalness, can be compared, in this domain, to Euclidean Geometry. In school
Geometry, the appropriate scheme helps the student to find the solution. Similarly,
in CT the diagram is the equation that provides the solution and expresses a
Geometry of interactions (Girard 1989). CT can be the archetype, the imprints of
which are almost all the well-known mathematical structures such as sets, groups,
topological spaces etc. Yet, its basic principles are natural and comprehensible
since they rely on objects, relationships between them and composition of these
relationships by using simple laws. At the same time all these are depicted by
diagrams, which actualize the whole procedure.

According to this approach, we expect that the reestablishment of mathematical
objects in their original place, categories, will have positive effects in the
foundation of Mathematics as well as in its teaching. Consequently, we suggest
that Mathematics, which is taught to students according to their level, has to be
presented by the method of CT for the reasons demonstrated above. Mathematics
can be constructed step by step in this way, beginning from simple concepts of
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mathematical objects, their relationships through morphisms and the composition
of morphisms, up to Toposes and Hilbert spaces with easy, obvious and especially
logical and natural way understood by anyone.

2. From the Conceptual Category of the Teacher Towards to that of the
Student - Adjoint Functors

To understand means to reduce (Nicolis 1987). The problem of didactic is to
reduce the conceptual category C, of the teacher, to a lower one Cs. that of the

student. If the answer of this problem is a functor between these two categories,
then we have to find an appropriate functor F from teacher’s conceptual category

C, to student’s one Cs. This problem is related to the traditional didactic

method. In modern didactic method there is an interaction between the teacher and
the student. That means, that there is a functor G from student’s conceptual
category Cg to teacher’s one C_, too. This empirical finding leads to the

categorical concept of adjoint functors between the two categories C, and Cs.

These empirical adjoint functors (F, G) consist the interaction between the two
basic elements of the teaching system, the teacher and the student.

Teacher’s Conceptual Category C;

FITG
Student’s Conceptual Category C,

According to the above, we can consider two conceptual categories, the one of
the teacher C, and that of the student (OF the objects of which are concepts and

the arrows are relations/ processes between concepts. The functor F represents
reduction while the functor G represents holism. This happens because, by the
functor F the teacher wants to reduce his conceptual category to a lower one, while
the student’s attempt is characterized by the reverse direction, that means to reach
limitary the teacher’s conceptual category. Together F and G as adjoint functors
substantiate the didactic procedure. This model is a feedback system that works in
two processes, which interact through the adjoint functors F and G, that is
reduction and holism respectively.

3. Didactic Remark

Humans think with concepts, which are classified into sets of concepts. These
concepts are related to each other and so we can form conceptual categories. These
categories are natural categories of the mind. This is an old story for man; it begins
from Plato and Avristotle and reaches, through Kant, contemporary Philosophy and
Psychology as an attempt of classification and interrelation of concepts into
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categories. In Mathematics also, we form Conceptual Mathematics (Drossos 1987;
Lawvere 1987, 1994; Lawvere & Schanuel 1993) and categories of mathematical
objects, which are related by morphisms, and by doing that, we are conducted to
the mathematical Category Theory. According to these, we can consider that there
is a natural, objective relation/ correspondence between, the human thought and its
conceptual categories on the one hand and the mathematical Category Theory on
the other hand. This situation facilitates the understanding and learning by using
this particular mathematical theory, since humans think with conceptual categories
which are mathematical categories (Macnamara 1994; Magnan & Reyes 1994).
Therefore, the appropriate context, in which takes place the mathematical
knowledge and problem solving, is the mathematical Category Theory.

4. Research
Introduction: Categorification and Decategorification

According to Baez (1997), if we study categorification we discover that many
deep-sounding results in Mathematics are just categorifications of stuff we all
learned in school. The reason for this is that mathematicians have been unwittingly
decategorifying Mathematics by pretending that categories are just sets. This
happens by forgetting about the morphisms and pretending that isomorphic objects
are equal. We are left with a mere set: The set of isomorphic classes of objects.
Consequently, we have to categorify again mathematical objects to come back to
the natural initial situation. We are now struggling to overcome this
decategorification through the process of categorification. This is the central point
of our research.

This research was conducted during the year 1997 at a Lyceum in Athens. In
this research, we taught parts from the unit of functions; our teaching was based on
the official school book including a necessary introduction to CT. We chose the
unit of functions because it is crucial in Mathematics on the one hand and fits to
the CT methodology on the other. The duration of the lessons was eight (8) hours.
In order to evaluate the results of our experiment we gave both groups a test of
four (4) subjects (Appendix).

Aims

To study whether students better understand concepts, which are taught to
them in school, when these concepts are presented by the method of CT.

To see if we can add relative mathematical contents to the preexisting ones.
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Method

Subjects: Seventy nine (79) students, boys and girls, of the second class of
Lyceum (Year 11, age 17).

Groups: Two (2) experimental and two (2) control groups.

Process: To the experimental groups we taught subjects from the unit of
functions and we added some new concepts, such as composition of
functions and special cases of them (idempotent, involution), according to
the didactic proposal of CT (Lawvere & Schanuel 1993). To the control
groups we taught the same subjects by the traditional method.

Statistical Analysis

We used the covariance analysis to compare the marks of the two groups
(experimental and control) after the teaching. The analysis is as follows:

Dependent Variable: Mark at the test.

Covariates: Mark in Mathematics at school.

Factors between Subjects: (i) The didactic method (two methods)

(ii) Sex of the students.
The covariates makes adjustments of groups. The sex was used in the analysis

to control a probable link of it with the mark.

Results
Table | ANOVA ab
Sum of Mean
Squares df Square F Sig.
Mark Covariates Mark in 658,089 1 658,989 57,558 000
Maths
After
Teaching M;'n (Combined) 207,483 2 103,741 9,061 ,000
Etfects Group 206,947 1 206,947 18,075 000
Sex 536 1 536 047 829
*
2-way Interact. Group 269 1 1269 ,023 879
Sex
Model 866,740 4 216,685 18,926 ,000
Residual 847,234 74 11,449
Total 1713,975 78 21,974

a. Mark after Teaching by Group, Sex with Mark in Maths

b. Covariates entered first
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Table ll. Cell Means b

Mark after Teaching

Group Sex Mean N
Control Boy 11,0000 13
Girl 11,0476 21
Total 11,0294 34
Experiment. Boy 15,2500 12
Girl 13,9394 33
Total 14,2889 45
Total Boy 13,0400 25
Girl 12,8148 54
Total 12,88612 79

a. Grand Mean

b. Mark after Teaching by Group, Sex with Mark in Maths

Comments on Tables | and 11

Table | presents the results of the covariance analysis. Dependent variable is the
«Mark at the test after teaching» and independent variables are: (i) The didactic
method, (ii) The mark in Maths at school before teaching and (iii) The sex of the
students. By this analysis we control the equality of the means of the two kinds of
groups (experimental and control). So, In Table | we have:

First Column: Dependent Variable.

Second Column:; Sources which cause the variance of the dependent

variable.

Third Column: The variables which belong to each source.

Fourth Column: The sum of squares of deviations which correspond to the

sources.

Fifth Column: Degrees of freedom (df) of every source.

Sixth Column: The mean square (sum of squares/ df).

Seventh Column: F= mean square/ mean square of residual.

Eighth Column: The significance of F.
The small values of significance of F reject the hypothesis that the impact of the
didactic method does not exist (The zero hypothesis for F=1).

Table 11 presents the means of the marks at the test after teaching, by group and
sex with mark in Maths at school before teaching.

The adjustment and the equivalence of the two kinds of groups, as far as it
concerns the mark in Mathematics and the groups’ composition (male or female),
is ensured by the variable «mark in Maths at school before teaching» and the
variable «sex of the students» respectively. The sum of squares of the residual
expresses the variance of the dependent variable after the subtraction of the sum of
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squares of the sources. Other sources, which are not studied in the present analysis,
could be the social status of the students, as well as the educational status of
parents and their profession too. These sources are counterbalanced by the random
choice of the sample.

Diagram and Explanation

15

IlMark in Maths

[EMark after

Teaching

Control Experiment.

Group

Diagram

From the results of the analysis (Table I), we conclude that there is a remarkable
differentiation between the two teaching methods (F(1.74)=18.075; p<0.001).
The mean of the marks of the students, who were taught by the CT method, as we
see in the Diagram and in Table Il, dominates more than three (3) units to the
students who attended the classic teaching (M . =14.3 and M, . =11). The

marks of the two sexes at the test do not differ, neither there is interaction between
teaching method and sex.

Conclusion

Our teaching experiment proved successful, since:
The statistical means of the test to both groups show that students
understand better the concepts by the method of CT.
We can add relative mathematical contents to the preexisting ones, when we
follow the teaching method of CT.

5. Final Proposal

The above analysis shows that CT can become a good method of teaching
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Mathematics because it is close to natural conceptual categories of the human
mind. This proposal can be used as a theoretical framework, for the creation of
new principles and planning about mathematical education, as well as for the
conduction of relative research in various levels of education.

APPENDIX

The Test of the Research

Take a set A with tree elements and another B with two elements. Draw the
internal and the external diagram of a map f with domain A and codomain B,
which you will define. How many different maps f are there with domain A and
codomain B? Test the same thing with other number of elements for the sets A
and B. Can you give a general rule for the number of the different maps from A
to B?

If & Z——Z is a map with form a(x)=-x, then examine if a is an
idempotent or an involution. Which are its fixed points? Do the same for the

a(x)=|x|.

If @ Z——Z is a map with form a(x)=x+3, then examine if a is an

automorphism. If your answer is «yes», write the form for its inverse. Do the
same for the a(x)=5x.

If f: R——R is a map with form f(x)=4x —7 for all x, then prove that f has
an inverse map g and find its form. After this prove that gf(x)=x and
fg(x)=x forall xinR.
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TEACHING READING IN EFL CLASSROOMS
An Overview of Recent Methodology

LOUKIA DINOU
13th Primary School of Volos

Abstract

During the last 30 years much attention is devoted to the importance of the de-
velopment of the skill of reading. One attitude is prevailing among researchers: we
must teach the skill of reading and not use reading to teach. Teachers should
always become familiar to the new findings in theory and practice so that they can
be efficient in teaching their students the different skills.

This paper aims at presenting, in brief, the recent theories on what a skilled
reader knows and does when reading. It also focuses on the learner-centered ap-
proach to teaching and, finally, attempts to present an instructional framework for
the teaching of reading as a skill.

Hepiinqyn

Kotd ) dibpkelo tov tpiavia terevTainy ¥povav laitepn onuacio £yel dobel
oTNV £PEVVa TAV®O GTN GTOVOALOTNTA TNG KAAAMEPYELNG TNE OVOYVOGTIKNG IKOVO-
mrog. H droyn mov xuplopyei sival 6t 0o wpénet va diddokovtal uébodot Tov Oa
TPOGYOUV TNV IKAVOTNTA OVAYVOGCTG GTOVG LOONTES Kot O)L VoL (PNCIUOTOLEITOL 1)
avayvmon omid o¢ péco ddackariog e doung, odviaéng 1 tov Ae&thoyiov g
yAoooag ( Teach reading and not use reading to teach). Eival emouévmg enttaktikn
N AVAYKT] EVNUEPMOTG TOV EKTAUOEVTIKOV v o€ Bépata Bewpiag kot mTpdéng
o™ SOCKOAL TNG IKOVOTNTOG AVTAG.

H epyacio avt napovcidlel cuvontikd Tig tehevtaieg Oewpieg oyeticd pe to
O VoG TKOVOG avayvmdoTng avtiAapupavetot Kot evepyel katd, tn dadikacio g
avayvmoNg, EXIKEVIPOVETAL 6TV e£€TO0T TNG TEAEVTAING Phomng otV e€EMEN TV
Oeoprdv katd TV omoio 0 uabnTAg €ival To KEVTIPO TOL EVOLPEPOVTOG KL, TEAOC,
EMOLOKEL VO TOPOVCIAGEL VO TANIGLO S100CKAAING TNG AVOYVOGTIKNG TKOVOTNTOGC
Baciopévo otig mapandve Oempisc.

Manuscript received October 6, 1998
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I. Introduction. Researchers and views that influenced the development of
Reading as a skill

In the course of about 3 decades of research on reading theory and practice large
steps have been taken towards the development of reading as a skill; it is especially
acknowledged that reading is probably the most important skill for second
language learners in «academic contexts» (Grabe,1991:275). Two of the most
influential researchers were Goodman and Smith who led to the evolution of a
«psycholinguistic model» of reading. Clarke and Silberstein further developed the
theory to include ESL contexts and Coady «reinterpreted Goodman’s psy-
cholinguistic model» (ibid.:277) to suit second language learners.

It is admitted that, for a number of theoretical and practical reasons, research in
L1 learners shapes the views of L2 language teaching, something which is also
true for other skills (Richards, 1983:220). Some researchers, though, (e.g. Eskey,
1988; Bernhardt, 1991; Grabe, 1991) argue that differences such as the way
reading is used in L1’s social context and the student’s access to reading material
are important and should be considered before we apply the findings of L1
research to L2 contexts. However contradictory these views may seem, one belief
has become predominant among those concerned with reading: communication
through language is of a highly imprecise character; readers need to become aware
that what is vital is an openness to what a writer might mean, a reasonable
interpretation rather than the extraction of exact meanings (Widdowson 1979:174;
Byrne undated:4; Carrell and Eisterhold 1988:74, 79). Goodman’s psycholinguistic
model of reading provided the well known definition for reading as a
«psycholinguistic guessing game» (Goodman 1967: 126, quoted in Williams,
1984:3), in which «the reader reconstructs, as best as he can, a message which has
been encoded by a writer as a graphic display».

This paper will first consider some physical and psychological aspects of
reading and then it will examine the factors which influence the nature of com-
prehension. These factors include the reader’s knowledge of the world, interests on
particular topics, purpose in reading, abilities in predicting, sampling from the text
and recalling. Finally we will set up an instructional framework based on recent
methodology. A basic notion which permeates this paper is that the reader does not
«receive» information while the writer provides it. In Mc Donough’s words: the
reader is not seen as an «empty vessel» to be filled with information (1993:104)
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I1. Physical and psychological aspects in reading
1. A physical (eye) movement which activates memory

While we are reading our eyes move along the lines in a series of jerks, fixing in
points between these moves; those points are called fixations. The eyes also move
back (regress) often while reading. Much research has been devoted in analyzing
where and why fixations and regresses occur?, basically to prove that we do not
read word by word. Julian Dakin (undated:101-107) deals extensively with the
subject and finds that fixations more often than not fall on content words and not
on grammatical ones. He consequently concludes that skilled readers look for
lexical information to confirm their predictions and promote new ones.
Regressions occur when they find that their predictions go wrong so they feel they
must have a second look.

What happens when we move our eyes along the lines on a paper is that we
start activating our memory. Memory works in an intricate way during reading: its
main objective is to get Short Term Memory (STM) process the incoming
message, achieve comprehension of its content and then store it in the Long Term
Memory (LTM) for retrieval in the future. Each short stretch of meaningful mate-
rial has to be identified as such through consulting our LTM for background
knowledge (schemata) in order to be able to predict what is going to come next.
During this phase more processes take place: the listener tries to work out its
relationship to the context and not only decode speech (discover the message using
processes already known) but also codebreak it: discover the processes themselves
from the message (for more details on decoding/codebreaking see Cook, 1991:81).
Each discourse chunk has to be «held in STM long enough for it to be related to
what has gone before and/or after what follows» (Clark and Clark, 1977:49).1t is
an ongoing process out of which the meaning of the incoming material is stored in
LTM. LTM will not retain any of the redundant features used to merely facilitate
the passage of the message from the writer to the reader (e.g. grammatical features,
weakly informative words). New pieces of information stored in the LTM for
recall - seconds or years later - can also modify it as we go along. All of the notions
highlighted here will be further discussed in relation to the process of effective
teaching of reading.

1. Reading and Language Processing, edited by J. Henderson, M. Singer and F. Ferreira (1995)
contains three articles which consider the subject : «What Eye Fixations Tell Us About Phonological
decoding» by M. Daneman and E. Reingold, «The Use of Information below Fixation in Reading and
in Visual Search» by A. Pollatsek, G. E. Raney, L. Lagasse and K. Rayner, «Eye Movement Control
During Reading: Fixation Measures Reflect Foveal but Not Parafoveal processing Difficulty» by J.
Henderson and F. Ferreira.
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2. Towards a learner-centered approach

Mike Beaumont (1996:6-12) identifies five phases in developing and refining
reading. We can still observe, some or all of them, being used in classrooms
without the one necessarily precluding the use of the other. The five phases are
considered by Beaumont in the chronological order of their appearance. They are
the translation, the grammar-comprehension or traditional, the communicative, the
information transfer and, the current one, the learner centered phase. In this part
we will consider the current approach and the purposes which such an approach
will serve for the learner.

A most striking assumption, and one which must have had an impact on theo-
rists, is Rinvolucri’s realization (1980:35) that people who have a right to ask other
people questions -a common practice in a classroom where the teacher is in a
status of superiority- are those who have power of the people being questioned,
among others, policemen, doctors, even torturers! I don’ t think any teacher would
be flattered by such a realization. The feeling was shared by some theorists who
realized it was time for new developments. One of them, Arna Peretz, (1988:181-
190) makes positive proposals for the transition from the «Traditional Teacher -
Student Roles» to the «Restructured Student - Teacher Roles». Her main argument
which is the main argument of the learner - centered approach to reading, is that
students should assume responsibility for their learning and become aware of what
they need to learn and how to accomplish it. Students are regarded as active
creators -they have tasks to perform and decisions to make - and not passive
recipients thus being able to develop intellectually (they develop a critical mind
towards what they read and broaden their mental world), socially (they use the
language for real-world communication goals) and linguistically (they can learn
the language in a creative environment). The teacher becomes the learning
manager: «a coach / classroom organizer / trouble-shooter / consultant / personnel
manager / catalyst» (Williams R.:1986:44), a quite demanding role. Barnes (1983)
terms this «hot» education. The aim of the learner-centered approach is to make
learners able to reach a stage where they will not need the teacher; such will an
autonomous learner be.

3. Purposes in reading and associated approaches

Reading may fulfill four purposes for the learner: a) recreational, that is reading
for pleasure usually during free time, b) functional, reading in everyday life for
example reading signs, directions, labels and so on, c¢) occupational, for the pur-
poses of one’s work and d) educational, the kind of reading that provides an
authentic purpose for reading in a classroom. It is often difficult to assign a single
purpose and possible combinations may be detected. In fact, depending on the
circumstances, any of the four purposes might serve our reading.

Accordingly, four of the most important approaches to reading are usually as-
sociated with each of the four purposes for reading : scanning ,focusing on the
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main ideas the text wants to get across, is associated with the functional purpose.
Skimming, which puts the focus on specific details, mostly relates to occupational
purposes. Extensive reading encouraging students to read for gist, could be mainly
used for recreational reading and intensive listening, used to stimulate students to
pick out specific pieces of information, is associated with educational purposes of
reading.

I11.Features contributing to an effective teaching of reading
1.a.The role of content in an interactive process

The «narrow approach» to language learning considered it sufficient to involve the
learner with language; in the broader perspective the learner’s intellect must also
be involved with the content: the meanings or message of a body of language, the
ideas, the relationships among them and perhaps the attitude of the writer towards
them. When students are confronted with a written page, a purpose must be
provided to stimulate their interest in exploring this daunting mass of signs. An
intriguing content might prove vital. When there is no interest, little can be done.
We cannot expect a student who learns the language to use it at some indefinite
time in future to be motivated by this mere fact, in contrast to a learner who has an
immediate need to use it; this «immediate» need as it is opposed to the «deferred»
one, is in itself a motivation. Therefore, Johns and Davies (1983) distinguish two
categories of text: Text as a Linguistic Object (TALO) and Text as a Vehicle for
Information (TAVI).2 The former focuses on grammar practice while the latter
uses information towards authentic (real-life) uses of the language. They find that
TAVI is more of a profit to learners. They give three reasons to support their
argument: first, they consider that the content of texts will meet the learners needs
because learners are given the chance to choose texts themselves according to their
own interests. Second, the discovery of information from the text will also focus
on the processes employed to achieve comprehension; as a result the learner
gradually becomes a more conscious reader. Finally, the emphasis is on global
meaning first which will activate the learner’s background knowledge. In this way
reading becomes active involvement in the process of knowledge acquisition and
the reader is not rendered to a passive recipient of information.

It is at this point that our knowledge of the world becomes handy. Schema
theory has contributed a lot to our understanding of how knowledge is stored.® Our
mental models of the world reflect our stereotyped knowledge about current
affairs, people, culture and so on and it is against those models (schemata or

2. Beaumont (1996) expands this distinction to include Text as a Stimulus for Production (TASP) and
Text as a source of Enjoyment (TASE).

3. Many researchers employ, refer to or elaborate on this theory, among others Carrell and Eisterhold
(1983), Carrell (1984, 1987), Anderson and Pearson (1984), Williams (1984), Grabe (1991). Its most
early advocators comprise Bartlett (1932), Rumelhart (1980) and, surprisingly enough, even Imanuel
Kant (1781) -quoted in Carrell-Eisterhold (1988:73) - had set out its basic features!
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scripts or frames) that any new knowledge is matched. Content schemata comprise
our background knowledge of the content area of a text and formal schemata our
background knowledge of the formal, rhetorical organizational structures of
different types of texts (Carrell 1983:81). They are both indispensable for the
reader, as failure to activate the relevant schemata will most surely lead to mis or
non-comprehension. A severe problem arises also when the reader and writer do
not share the same cultural background, therefore culture-specific schemata may
impede understanding sometimes in a greater degree than lexical or grammatical
unknown features. Such problems, if dealt appropriately in class, will allow
content to be employed as a vehicle for the teaching of culture along with other
issues.

Reading is viewed as an interactive process, its interaction pointing to four
directions:

a) the authors interact with the readers. Authors have potential readers in their
mind to whom they address and, while they write, they try to judge possible
reactions, anticipate possible difficulties and, consequently, clarify ambiguous
points more in order to achieve their aim : to convey ideas, information,
feelings. Widdowson (1979:178) insists that this is a «covert dialogue with a
supposed interlocutor in a non-reciprocal situation (reciprocal being for ex-
ample a face to face conversation).

b) In the above sense the readers also interact with the authors when they are
trying to «negotiate» the meaning of what is conveyed through the medium of
language. «The reader is expected to cooperate in the progressive construction
of the meaning» (Susbielles:1987:198).

¢) The readers are also involved in an on-going interaction with themselves: they
consult , modify, reject their existing schemata, they use them to expect,
predict, verify, doubt and so on. Ray Williams (1986:43) concludes: «Reading
is just as interactive as audible conversation».

d) Last but not least, the interaction of many component skills listed in Grabe
(1991:379) -automatic recognition skills, vocabulary and structural knowledge,
formal discourse structure knowledge, synthesis and evaluation skills,
metacognitive knowledge- is another major reason for referring to reading as an
interactive process.

From this perspective both bottom-up (primary emphasis on textual decoding from
lower level processes such as letter and word recognition) and top down (primary
emphasis on reader interpretation and prior knowledge) processes must be
employed simultaneously and at all levels to achieve comprehension.

What kind of input data might we use, then for our learners? Authentic texts,
for many years an indispensable tool of the communicative approach to teaching,
have long been considered as more interesting and motivating; the learners could
best cope with «real world» texts when they had experienced them in class. We
could never, though, doubt that in class students should also learn vocabulary,
syntax, grammar. What kind of «authentic» response could be elicited by reading,
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for example, a poem with the purpose to learn vocabulary? An adapted or specially
written text, on the other hand, which does not reflect the target language
«superstructure» (Beaumont 1996, Unit2 :44) may cause similar problems. In
reading, then, it is concluded that authenticity does not rely on the text itself but on
the interaction of reader and text. Any text («authentic» or not) that the reader
finds suitable for his purpose is «authentic» to the reader.

1.b. Skills and strategies to achieve fluency in reading

A skill to be developed in teaching reading is that of inferring. The text will never
fully reveal itself. The amount of shared knowledge between writer - reader, the
ability of the reader to activate relevant schemata and appropriate use of bottom-up
processes will determine interpretation. Different readers will interpret differently,
possibly adopting a different interpretation even from the author. Inferring from
the text can be a way to overcome problems with vocabulary, therefore this skill
should not be disregarded by teachers if they do not wish their students to rely
heavily on dictionaries. Predicting can work in a similar way. Titles, summaries,
pictures can work as tools for the learner to sample texts against schemata and
anticipate what the writer will say next. The reading process becomes in part a
verification of what the reader expects. Efficient readers react to the text and have
ideas about its purpose and outcomes.

The observation of fixations of the eye movement has led a number of re-
searchers to support that a reader does not necessarily need to look at everything in
a text. This would lead the reader to read slowly as if he were extracting meaning.
We normally read in groups of words and avoid putting much attention to words
such as «and», «thaty, or articles. This redundancy facilitates fast reading which is
a way to fluency in reading. More attention is given to words which convey some
kind of meaning -content words. N. Susbielles (1987:290) argues that «pupils
should first be introduced between strongly and weakly informative words and
then trained to skip the latter».

Training students on the above skills may result in putting less load on LTM
and the store/retrieval process. New information can be more readily stored in
existing schemata by slightly expanding or modifying them. Redundant features
will not burden memory and recalling for application will be more effective. Thus,
Grabe (1991:381) concludes that synthesis and evaluation skills and strategies are
critical components of reading abilities. Williams R. (1986:43) and Alderson
(1984: 1-27) welcome the recent emphasis given on teaching appropriate skills and
strategies but they, rightfully, claim that «a minimum language threshold is
necessary before reading skills and strategies can successfully operate». No one ,
though, proposes any kind of close linguistic analysis of texts as this may
consequently develop distorted reading strategies; any such analysis is not a real
life one, so its outcome will also be abnormal. Catherine Wallace (1989:278) gives
a summary on the above themes: «reading is a process which essentially involves
using one’s language competence to predict structural, semantic and pragmatic
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features of text. If the learner is unable to predict even basic structures in the L2
because control of the English language system is still weak, reading for sense will
not take place». Efficient bottom-up processing frees the reader from being word-
bound and leads to automatic recognition of the lower levels of the linguistic
hierarchy and in this way we can promote fluency. When the readers use little
processing effort this means that they can subconsciously control many features of
the written word, therefore they can be quicker and more efficient (quickness alone
is not always a sign of fluency) and can concentrate more on top down
interpretation.

1.c. The role of metacognition

Comprehension means apprehending a text holistically. Among the vast variety of
skills and strategies, the ones to be given priority are those that serve to this end.
Given that we have trained our students to achieve a good managing of the
processes involved towards comprehension, then it would be reasonable to focus
on the product (comprehension) itself. In this way we hope that distortions to the
purposes of teaching reading will be prevented. The teaching of reading com-
prehension will not become testing it. But who are those that can estimate the
value of the teaching methodology first hand? Of course, we could rely on
teachers, but they only perceive the outcome of what is primarily considered to be
an inner process: comprehension. Therefore, we heavily rely on our students’
evaluation of the processes. By listening to what they say about the texts they are
asked to read we can have an insight to their hidden comprehension problems.
They can also estimate the value of the strategies they have used and redefine them
or use other strategies next time if they realize that the previous ones did not work.
Furthermore, if we get our students to evaluate their experience, then a reading
lesson will not be seen as a «lesson». We give them a chance to react as people
rather than learners (Byrne, undated :5) and contribute more.
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1V. As a Conclusion : Instructional framework

Three stages in teaching reading are recognized: pre-reading, while-reading where
the students develop the skill of eliciting messages, and post-reading where the
teacher can extend and develop the reading tasks, provide feedback and discuss the
problems raised during the two previous stages.

Schema theory findings have greatly influenced researchers to consider pre-
reading activities as very important. They generally have the purpose to activate
the reader’s schemata, provide information about new ones to be created or older
ones to be modified, inform about the situation, the characters, activate the process
of prediction and, even more important, set a purpose for reading. During the pre-
reading stage there will be presentation and discussion of the topic, investigation
of the learner’s opinions, provision of background information, possibly using
visual or audio sources. The teacher can take this as a chance to elaborate on some
vocabulary items which s/he considers to be essential during reading. Explaining
vocabulary and syntax should not be overemphasized as the learners might shift
their focus to them.

Motivation and interest can be maintained through the while-reading phase by
developing purposeful activities. Skimming and scanning strategies, the former
focusing on the main ideas and the latter on detecting specific details, can be
developed. Students can take notes to remember the key points and get the gist.
This activity also enables them to put their comprehension in order by using
ideational frameworks: grids (or tables or matrices) to represent descriptive and
attributive language, flow diagrams to show the sequence of stories and similar
texts and tree diagrams to relate ideas in order of generality (J. Burgess, 1994,
gives a detailed analysis of the above frameworks). In this case the teacher should
provide some help beforehand (give students a worksheet with a grid to fill in,
etc.). Extensive reading which encourages students to read for gist could be
followed by a second reading to stimulate learners to pick out specific pieces of
information (intensive reading).

«Jigsaw reading» can be a useful technique. The class is split into groups, they
read different pieces of the text and then are asked to consult the other groups and
build up the total set of information (usually by putting sets of pictures in the right
order or putting different pieces of the texts in the right order). The above
technique comes in several guises and is easily manipulated by teachers to achieve
their pre-set goals.

Post - reading tasks will integrate the different skills: summarizing the key
points at the post- reading phase will enhance the skill of writing, reporting orally
of their findings to the rest of the class will practice the skill of speaking.
Expanding on stories and retelling them, setting out to write similar ones, will be
the reasonable and welcome outcome of such tasks. Many prominent linguists
have given lists of activities fit for purposeful reading tasks and their integration
with other skills.

4. - Forrester, A. Reading Resources, Collins ELT, (1984).
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The teaching of reading will be successful only if immediate feedback is pro-
vided. This involves giving students the answers after the tasks and explaining in
detail why these responses were preferred. We must make sure that some sort of
vagueness is unavoidable due to the multi directional interaction involved in
reading. Students will now be able to check their own performance, having thus
made a large step towards self monitoring in the reading activities. Moreover,
causes of failure should be diagnosed and ways must be found to prevent similar
failures in the future. Error analysis is a vast area to be further explored by re-
searchers. Learners must feel that the classroom is not an environment where
testing prevails.

Current methodology in teaching reading involves primarily good knowledge of
the processes involved in reading and an imaginative crew of teachers who will
make the best of current research. Teaching reading is a quite demanding task. The
reward is the development of active and eager readers.

- Grellet, F. Developing reading Skills, CUP, (1981).

- Nuttall, C. Teaching reading Skills in a Foreign Language, Heinemann, ( 1996).

- Oxford, R. L. Language learning strategies: what every teacher should know, in Heinle and
Heinle (eds), (1990).

- Parrott, M. Tasks for Language Teachers, CUP, (1993).
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BACKGROUND AND SOJOURN FACTORS IN THE
FOREIGN LANGUAGE SKILLS OF GREEK RETURN
MIGRANTS!

NICHOLAS P. PETROPOULOS

Counsellor, Hellenic Pedagogical Institute

Abstract

The migration process presents the migrants with an opportunity to learn a foreign
language. In fact, the degree to which the migrants learn the language of the host
country constitutes an important index of acculturation and integration.

It was anticipated that the learning of the host language by Greek migrants
would depend on both background and sojourn factors, including age at migration,
pre-departure language courses, the parents’ level of education, the level of
urbanization of the place of birth and the place of departure, the level of
urbanization of the place of residence abroad, the duration of foreign language
training abroad, the political integration (acquisition of citizenship) abroad, the
migrant’s level of education and income, and finally the duration of residence in
the host country.

The above hypotheses were assessed using data from a random questionnaire
survey of 3900 Greek migrants who had returned to Greece during the period,
1971-1985.

Separate linear regression analysis were carried out for the four dimensions of
self-reported language ability (comprehension, speaking, reading and writing) and
for the following four sample populations: (a) the total sample of return migrants
(b) the sample of return migrants without the foreign student returnees and (c) two
cultural-linguistic area subsamples - the return migrants from the three English-
speaking host countries (U.S. Canada and Australia) and the return migrants from
Germany.

Overall, the most significant factors which had independent effects upon
foreign language ability were the migrant’s level of education, his age at
migration, the enrollment in pre-departure language courses and the length of
residence in the host country. However, there was some variation of results
depending upon the language component in question and the sample of population
under consideration.

1. An earlier version of the present article was presented to the Sociolinguistics Research Committee
during the 14th World Congress of Sociology held in Montreal, July 26-August 1, 1998. | would like
to thank Prof. Evangelos Afendras for reading and commenting on the initial draft of the Congress
paper. His comments in regard to theory and terminology were very useful. However, the
responsibility for the final draft rests solely with the author.

Manuscript received March 1, 1999
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The paper concludes with a discussion of the theoretical and practical
implications of the results.

Iepiinyn

H dwdwaocio g petavdotevong mapéyel Ty €ukopio. 6ToVG UETAVACTEG Vo
amoktioovy deldtnteg ot YA®ooo TG yodpag vrodoyns. EmmAéov, o Pabudg
amoKTnong g EEVNG YAOooag amotedel onNUAvTIKO SEIKTN TOAMTIGUIKNG EVTAENG.

M ogipd petofintodv (my. nikio katd tn petovaotevon, pabnuoato EEvng
YADCGOG TPW TNV avoy®Opnomn, HopeoTikd emimedo TV yovéwv, Babudg
aoTIKOTNTOG KATA Tr YEVVNON, OvoX®dPNoN Kol TOPOUOVI] OT0 €EOTEPKO,
ponuoato  EEvng YAdoocog oto  eEmtepucd, amoktnon EEvng VANKOOTNTOC,
LOPOOTIKO EMIMESO TOV PETOVAGTAOV KOl SLAPKELD SLOOVIG OT XDPO VITOSOYNS)
OVOPEVOTOV VO ETOPACOVY OTIG YAWOGIKES SEEIOTNTEG TV TAAIVVOGTOOVIMV.

O vroBéoelg epyaciag g Epevvag extipuniOnkay pe Paon to dedopéva amd Ty
emtoma Epguva Tov EBvikov Kévipov Kowvavikdv Epgvvav kot pe detypo 3.900
TaAtvvootoOviov EAAMvev mov enéotpeyav oty EAAGSa katd v nepiodo 1971-
1985.

H pébodog g ypopknig avdivong maivopounons epapuoctnke Eexmplotd
YW TIG TEGGEPLS OOTACELS TNG YADGGOG (Katavonor, opiiio, avayvoon Kot
YPOOT) Kol GE TEGGEPQ «VTO-OeiypaTon TaAtvvostovvimv: (o) To cuvoikd deiypa
TOV TOAVVOOTOOVTOV PETavaoTAV (B) To delylo TOAMVVOGTOUVTIMV PETOVAGTMV,
yopic Tovg MoAvvooToLVTEG OuNTEG Kot (Y) TO SO peydio vmo-OsiypoTo
TOAVVOGTOOVI®V, TOVG TOAVVOCTOOVTEG amd TIG KOPLEG ayyAOQMVES YDPES Kol
ToVG TaAvvooTovvteg amod T ['eppavio.

I'evikd, ot onuovtikdétepol TAPAYOVIEG TOV EMESPOUCAV OTIS YAMOOUKEG
Se&10TNTEG TOV TOALVVOGTOUVI®V MTAV TO UOPPOTIKO EMinedo TV idtwv TV
TOAVVOGTOOVI®V, N NAKiK PETAOVAGTEVOTG, N Tapakolovnon padnudatov EEvng
YADGGOG TPV TNV ovaMPNoN Kot 1) Stapketa SLaLovig ot yodpa vodoyns. Ouwg,
T AOTEAECLLATO TOIKIAOVV KOl GUVAPTAOVTIOL LUE TN SIIOTOOT TG YAMGGOS KOl [LE
70 Oglypo TOV TOAMVVOGTOUVTI®OV UETOVOOTOV. To dpfpo KOTaANYEL GE GYETIKY
ou{NNomn Y T1g BePNTIKEG KOt TPAKTIKEG TPOEKTACELS TV EVPTUATAOV.
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I. Introduction: general review of the literature?

The learning of a foreign language - and specifically the learning of a second
language - is undoubtedly a complex psychological process, necessitating the
presence of certain preconditions regarding aptitudes and motivation.
Sociolinguists have identified several factors which relate to aptitude and
motivation. Among these factors commanding role plays the age of the person.
Generally, the younger a person is, the more easily he or she learns the second
language, although this factor is not necessarily a linear process. As some
sociolinguists suggest there is a need first to consolidate the skills of the first
language, in order for the learning of the second language to be more effective®.

Another important prerequisite for effective foreign language learning but also
for the development of healthy cognitive, psychological processes (e.g. cultural
and minority identity etc) has to do with the educational policies regarding the
language and culture of the migrants and the minorities. In this connection, an
«additive» (as opposed to a «subtractive») approach (where the two languages are
seen as supplementary and not as antagonistic or substitutive) may be more
conducive to the attainment of proficiency in the second (foreign) language.*

Crucial role in the learning of a foreign language also play the attitudes of the
host and migrant communities toward the minority and dominant languages. The
negative attitudes of the host community toward minority and migrant community
languages may have a negative impact upon mother tongue competence and the
identity of children of minorities and could in turn influence the learning of the
host language® Likewise, a negative impact on the learning of the majority
language by migrant children could, theoretically, have the negative attitudes and
associations of the migrant community toward the host language (e.g. fear of
acculturation pressures, associations with colonial history etc.).®

Closely associated with the attitudes of the migrant community are the more
specific orientations and motivations toward the second language, i.e. whether they
are «instrumental» (i.e. learning the language in order to secure employment, to
attain occupational mobility etc.) or «integrative» (i.e. learning the language in
order to be accepted or liked by the members of the host language community).
Generally, integrative motivations have been associated with the attainment of

2. See Tove Skutnabb-Kangas and Jim Cummins (Eds), Minority education. Multilingual Matters,
(1988); Norman S. Segalowitz, «Issues in the cross-cultural study of bilingual development» in Harry
Triandis & J.W. Berry (Ed.); The handbook of cross-cultural psychology, Allyn and Bacon, (1981);
Sandra Ben-Zeev, «Bilingualism and cognitive development» in Niklas Miller (Ed.), Bilingualism
and language disability: assessment and remediation, Croom Helm Ltd., (1984); and Nelly
Kostoulas-Makrakis, Language retention among second generation Greek immigrant pupils: the case
of the Greek Saturday school in Stockhom, Institute of International Education, Stockholm
University, (1990), for good reviews of the relevant theories and literature.

3. See J. Cummins, «Age on arrival and immigrant second language learning in Canada: a
reassessment» Applied Linguistics, (1981), Vol. 1, pp. 232-249.

4. W.E. Lambert, «Culture and language as factors in learning and educationy, in A. Wolfgang (ed),
Education of immigrant students, Ontario Institute for Studies in Education, Toronto, (1975).

5. See J. Cummins, «From multicultural to anti-racist education», in T. Skutnabb-Kangas and J.
Cummins, Minority education, op. cit. pp. 127-157.

6. Cf. N. Kostoulas-Makrakis, Language retention among second generation Greek immigrant
pupils, op. cit., pp. 12-14.
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higher levels of linguistic competency in the host language.” Some recent research
has observed more integrative motivations on the part of female and more
instrumental attitudes on the part of male migrants.®

The socio-economic status (education, occupation and income etc) of the
migrants themselves - both in terms of background (family of orientation) and in
terms of their own attainments has been seen both as a determinant but also as a
consequence of linguistic proficiency (the human capital argument).® SES affects
the distribution of resources and determines access to host contacts. SES may
affect both language maintenance among migrants but can also affect language
shift to the host language. The absence or presence of language shift has also been
associated with the possibility of a dual labor market and the relegation of some
groups to the secondary labour market.°

A final group of factors which may affect the learning of a foreign language are
the opportunities presented to the migrants for contact with the members of the
host community. This of course has a lot to do with the demographic distribution
and concentration of the ethnic community, the duration of stay in the host
country, the number of generations in the host country, the relative participation in
the host and the migrant community, the factor of mixed marriages, etc. Most of
these factors (e.g. generation, duration of stay, participation in host country etc.)
are anticipated to have a positive impact upon linguistic proficiency,! although it
has been suggested that the qualitative aspects of the contacts may be more
significant than the quantitative.*2

7. R.C. Gardner and W. E. Lanbert, Attitudes and motivation in second language learning, Rowley,
MA., Newbury House, (1972); N.S. Segalowitz, «Issues in the cross-cultural study of blingual
development», op. cit., pp. 62-64.

8. See S. Abu-Rabia, «Gender differences in Arab students attitudes toward Canadian society and
second language learning», Journal of Social Psychology, (1997), Vol. 137 (1), pp. 125-128; and
«Attitudes and cultural background and their relationship to English in a multicultural social context:
the case of male and female Arab immigrantsy», Educational Psychology, (1995), Vol. 15(No. 3), pp.
323-336.

9. See J.A. Fishman, Language in sociocultural change, , Stanford Univeristy Press, Stanford
California (1972); T. J. Espensade, «English language proficiency among U.S. immigrants» (Data
from the November 1989 Current Population Survey), Office of Population Resarch, Princeton
University, N.J., (1993). See N. Kostoulas-Makrakis, Language Retention among second generation
Greek immigrant pupils..., op. cit. pp. 6 for a presentation of the relevant empirical research.

10. I. McAllister, «Speaking the language: language maintenance and English proficiency among
immigrant youth in Australia», Ethnic and Racial Studies, (1986), Vol. 9, No. 1, pp. 24-42.

11. See N. Kostoulas-Makrakis, Language retention among second generation Greek immigrant
pupils, op. cit., pp. 6-8.

12. Sheila M. Shannon, «English in the barrio: the quality of contact among immigrant children»,
Hispanic Journal of Behavioral Sciences, (Aug. 1990), Vol. 12 (3), pp. 256-276.
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1. Methodology: samples, research tools, techniques of analysis

The data for the present article came from a field survey of return migrants and
non-migrants that was conducted in Greece during the summer of 1988. The field
survey itself was the second phase of the program, «The Emigration and Return
Migration of the Greek Population, «which was subsidized by a loan from the»
Resettlement Fund of the Council of Europe», was administered by the General
Secretariat for Greeks Abroad and implemented by a research team from the
National Center for Social Research.

Specifically, the sampling base of the field survey was a microcensus
(midcensus) of the Greek population (the first phase of the program) which was
conducted in 1985-86 under the supervision of the National Statistical Service of
Greece. The principal aim of the midcensus was to determine the level of return
migration during the period 1970-1985, as the National Statistical Services of
Greece had ceased the collection of in - and out - migration statistics since 1977, in
order not to obstruct the free movement of citizens within the European
Community. The return migrants included (a) those who returned to Greece during
the 15 year period (b) had stayed abroad for more than 12 months and (c) had
either a Greek citizenship or a foreign citizenship but were of Greek extraction. A
secondary aim was to provide a sampling base from which a random sample of
return migrants could be drawn for a more in-depth investigation of the processes
of return migration.

For the second phase of the project - the in depth field survey - on which this
article is based - two random and stratified samples of households (10 regions and
three levels of urbanization) were drawn, using the microcensus information. The
return migrant sample consisted of about 3.000 households and 4.388 return
migrants who upon return to Greece had been at least twenty years of age. Large
contingents of the 4388 return migrants came from Germany (2015), the U.S.
(405), Australia (317) and Canada (211). Smaller numbers came from the U.S.S.R.
(100), Romania (45), Egypt (55), S. Africa (47), Turkey (156), and other countries
(1037). The second sample - the non-migrant sample-consisted of about 500
households and 1354 individuals who at the time of the microcensus were also at
least twenty years of age. The purpose for including the non-migrant sample was
to provide a comparison group for the return-migrants, in order to evaluate more
systematically the impacts of emigration.

Since the SES background of the language users plays a significant role in the
acquisition of language skills, it would be instructive to give a brief profile of the
characteristics of the two samples. In addition and since in the analysis the total
«return migrant» sample is separated from the «return migrants» who were born in
Greece, it would also be instructive to give the profile of these two subsamples of
«return migrants». The profile of the two general samples and the two subsamples
of «return migrants» may also provide a context for the interpretation of the
findings.
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Table 1. Summary profile (%) of the SES characteristics of the two samples,
the Return Migrants (N=4388) and the Non-Migrants (N=1354).

Age 22-39 40-59 60+ Total
RM 13.6 59.9 26.5 100.0
NM 26.4 36.8 36.8 100.0
Birthplace(urb)® | Low Medium | High

RM 64.4 16.6 19.0 100.0
NM 59.2 21.3 19.5 100.0
Occupation(F) Prof/adm Cler/com | Serv. Agric. | Labor. | other®

RM 7.4 135 5.3 51.3 225 | - 100.0
NM 4.7 13.0 4.6 47 .4 25.8 45 100.0
Occupation (R)®

RM 11.6 8.8 7.8 10.4 18.9 425 100.0
NM 8.6 10.5 4.3 9.9 145 52.2 100.0
Education (F)¥ | GSorless | Hi.Sch. Higher ?

RM 74.5 13.9 11.6 100.0
NM 78.6 13.1 3.6 4.7 100.0
Education (M)

RM 85.6 9.1 5.3 100.0
NM 88.6 7.3 1.0 3.1 100.0
Education (R)

RM 63.1 19.4 175 100.0
NM 60.0 28.2 11.7 100.0

a.Level of urbanization: Low=0-10,000, Medium=10,000-5,000,000, high=500,000-5,000,000 +
b.Includes students, retirees, umemployed, housewives, military personnel, and those living off
income.

c.The respondent’s current occupation, after the migrant’s return.

d.GS or less=6 years or less, Hi.Sch.=9-12 years and Higher = technological and university education.

In contrast with the non-migrants (See Table 1), the return migrants are concen-
trated in the middle ages, they have somewhat lower levels of urban origins, they
have somewhat higher levels of professional and educational background.
However, except for the age factor, there is general comparability in SES
characteristics. The slightly higher levels of higher education among the migrants
may be due to the fact that the return migrant sample also included the Greek born
foreign students who had studied abroad as well as the second generation Greeks
born abroad.

In contrast to the total return migrant sample (See Table 2), the Greek-born
return migrants are younger, have higher levels of rural origins, have shorter stay
abroad, are more likely to have lived and worked in Germany, tend to have higher
levels of working class origins, and have lower levels of education. The higher
levels of education in the total sample of return migrants is due to the impact of
second-generation. Also, it needs to be noted that among the Greek-born return
migrants are also included the Greek students who studied abroad. If these are
subtracted, the level of education of the classical working-class return migrants
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declines even to levels below that of the non-migrants®®

Table 2. Summary profile (%) of the SES characteristics of total sample of
return migrants (N=4388) and Greek-born return migrants (N=3600-3860)?

Age 22-39 40-59 60+ Total
Total 13.6 59.9 26.5 100.0
Greek-born 24.6 63.9 11.5 100.0
Birthplace Low Medium | High

Total 64.4 16.6 19.0 100.0
Greek-born 71.8 14.8 13.4 100.0
Stay abroad(yrs) 1-10 11-20 21+

Total 53.3 30.2 16.5 100.0
Greek-born 60.0 33.0 7.1 100.0
Host countries? u.s. r. esc. FRG r. we e.e. aame

Total 9.2 13.0 45.9 15.6 5.9 10.4 100.0
Greek-born 9.8 13.9 51.6 16.1 3.3 5.3 100.0
Occupation (F) Prof/adm Cler/com | Serv. Agric. | Lab. Other

Total 7.4 135 5.3 51.3 225 100.0
Greek-born 6.6 8.5 5.1 58.3 21.5 100.0
Occup.abroad(R)

Total 7.1 6.1 8.9 0.5 56.5 20.9 100.0
Greek-born 5.2 4.6 9.6 0.0 61.8 18.8 100.0
Education (F) GSorless | Hi.Sch. Higher

Total 74.5 13.9 11.6 100.0
Greek-born 81.7 12.7 5.8 100.0
Education (M)

Total 85.6 9.1 5.3 100.0
Greek-born 90.9 7.1 2.0 100.0
Education (R)

Total 63.1 19.4 175 100.0
Greek-born 67.7 16.5 15.8 100.0

a.The size of the sample varied slightly, as the descriptive statistics were based on analysis with

different variables.

b.U.S., rest of english-speaking countries, FRG, rest of Western Europe, Eastern Europe, Asia, Africa

and the Middle East.

13. See N. Petropoulos et al., Research Program on Greek Emigration and Return Migration: Return
Migration: the Results of the Microcensus 1985-86 (In Greek), General Secretariat for Greeks

Abroad, Athens, (1992), Vol. B., p. 85.
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The field survey was conducted three years after the microcensus (in the
summer of 1988) using 45 trained interviewers and two questionnaires, one for the
return migrants and the other for the non-migrant Greeks. The return migrant
guestionnaire contained questions on (a) the cycle of migration (e.g. date of
departure, place of departure, reasons for emigration, date of return, etc. (b)
demographic characteristics (e.g. age, sex, humber and characteristics of children,
items regarding parity, etc.), (3) socioeconomic variables (e.g. education,
occupation, income, work abroad and upon return, etc.) (4) social policy questions
(e.g. state of health, social insurance etc) (5) questions on several social, cultural
and political aspects of life (e.g. attitudes toward division of labour in the home,
membership in organizations and trade unions, political ideology, etc) and (6)
questions on linguistic competence. The non-migrant questionnaire contained the
same questions except for those pertaining to the cycle of migration.

More specifically and with regard to the assessment of linguistic competence -
which constitutes the «dependent variable» in the present report, the respondents
were asked to report «how many foreign languages they knew and to what degree
they understood, spoke, read and wrote them». They were instructed to record their
response on a five-point self-rating scale: «not at all, little, average, good and
excellent». These responses were respectively coded from 1 to 5. Some of the
respondents reported that they knew more than one foreign language. However, the
present report will be restricted to an analysis of the data pertaining to the first
mentioned language. Table 3 shows some of the languages known to some degree
by two subsamples of return migrants. Other languages known by the return
migrants which had lower frequencies included Polish, Portuguese, Dutch,
Hungarian and Bulgarian.

Table 3. Distribution of languages «known» by two subsamples of return
migrants (with frequencies of at least 0,5% in the more inclusive subsample.

bzgge- inclusive? restricted® Language Inclusive Restricted
N % N % N % N %

English | 1,144 | 31.8 946 | 31.3 | Swedish 51| 14| 48 | 16
German | 1,862 51.8 | 1,793 59.3 | Russian 33 0.9 6 0.2
French 183 5.1 107 3.5 | Czeck 23 | 0.6 2 |01
Italian 143 4.0 25 0.8 | Romanian 37| 10| 10 | 0.3
Spanish 23 0.6 22 0.7 | Arabic 271 08| 27 | 0.9

a.Excludes the respondents who were born abroad
b.Excludes the respondents born abroad and the return migrants who had been abroad for study
(Greek foreign students)
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Overall, and among the 3,857 return migrants who had been born in Greece
(including the foreign students), 93% reported that they knew at least one foreign
language. A small proportion (6%, N=259) of the return migrants reported that
they did not know any language. Among the sample of the non-migrants (N=
1354),* 32% said that they knew at least one foreign language. Although, as one
would expect, a higher proportion of the return migrants reported that they knew a
foreign language, this does not necessarily mean that they knew it better than the
non-migrants. The young return migrants, among whom are also many foreign
students, have the comparative advantage over the respective age group of non-
migrants, and on all dimensions of language competence (Table 4). In the middle
age categories, the non-migrants have a comparative advantage, also on all the
language dimensions. Finally, in the third age group, the non-migrants have the
comparative advantage in the first two dimensions while the migrants have a slight
advantage in the second two more complex dimensions of language. The worker
migrants (non students) usually learn the language in the context of their work and
life abroad, although some of them had pre-departure lessons or lessons organized
by employers and other private or public agencies abroad (See footnote 17, p. 14).
The non-migrants usually learn the foreign language in private tutorial schools but
also in public schools.

14. The data for the non-migrant sample is used only for comparative purposes and will not be
analyzed further in the regression analyses.
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Table 4. The language skills of Return Migrant® and the Non-migrants by age
of the respondent

Age/Component of Return Migrants® Non-Migrants®
Language

Mean | StdDev | Cases Mean Std Dev Cases
Younger (22-39
years)
Understanding 3.83 1.12 907 3.55 0.98 239
Speaking 3.76 1.18 907 3.41 1.02 239
Reading 3.34 1.55 908 3.33 1.14 239
Writing 3.25 1.60 906 3.23 1.18 239
Middle (40-59
years)
Understanding 3.20 1.06 2,308 3.34 1.02 106
Speaking 3.09 1.11 2,309 3.18 1.04 105
Reading 2.37 1.41 2,309 2.53 1.40 105
Writing 2.22 141 2,309 2.46 1.40 106
Older (60-88 years)
Understanding 2.92 1.02 375 3.27 0.98 82
Speaking 2.84 1.04 375 3.22 0.97 82
Reading 1.99 1.26 375 1.87 1.23 82
Writing 1.89 1.26 375 1.82 1.26 82

a.Excludes the respondents born abroad.

b.Excludes 259 return migrants who said that they did not know any foreign language at all and 5
who said that they knew some dialects. If these had been included in the calculations of the means,
the means of the return migrants would have been lower.

c.Among the 1354 «non-migrants», 426 (or 31.5%) reported that they knew at least one foreign
language

In both the return and the non-migrants, the levels of competence decrease as
we proceed from the «understanding» to «writing» linguistic skills. Comparable
results have also been observed in other studies, but in the case of minority
language learning, in the country of immigration.® Usually, the first types of
linguistic skills (understanding and speaking) are developed in the informal social
environment, either the home, at work or within a circle of friends, while the latter
two types of skills pertain to literacy skills and require a more formal intervention.
In any case, the ordering of the means seems to accord the data construct validity,
although the response order was the same as the outcome.

In addition to the self-rating question, the respondents were asked to indicate
which language they spoke at mealtime: «the Greek, the foreign language, a
combination, or both». Among a subsample of return migrants, which excluded
those who were born abroad and the foreign student returnees (N= 3285), 94%
(N= 3087) said they spoke Greek, 0.7% (N=24) reported that they spoke the
foreign language and 4.8% (N=159) said that they spoke a combination of

15. N. Kostoulas-Makrakis, Language retention among second-generation Greek immigrant pupils...,
op. Cit.
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languages. The remainder 0,5% (N=15) said «other» or gave no answer. It is worth
noting that the difference between the exclusive use of the second language and
the bilingual response is not large, reflecting perhaps the operation of selection
factors in return migration. Although the skewed distribution of the responses and
the low frequencies rendered unfeasible an extensive statistical analysis of this
question, the responses were compared with those of the return migrants to the
self-rating question (Table 5). The cross-tabulation analysis revealed a perfect
correspondence, in line with expectation, between language use at the table and
self-rating ability, in all four linguistic skills, with the highest abilities observed in
those who speak a foreign language, the next highest in those who use both Greek
and a foreign language and the lowest in those who use exclusively Greek in table
conversation. These results accord further validity to the self-rating approach to
the measurement of linguistic competence.

Table 5. Language skills by language spoken at mealtime by the Greek return
migrants?

Language dimension/ language Mean Std Dev Cases
spoken

Understanding 2.9159° 1.1131 3,268
Greek 2.8690 1.0973 3,085
Foreign 3.8333 1.2039 24
Both 3.6855 1.0682 159
Speaking 2.8182° 1.1341 3,268
Greek 2.7695 1.1149 3,085
Foreign 3.7917 1.2504 24
Both 3.6164 1.1296 159
Reading 2.1061° 1.2843 3,269
Greek 2.0531 1.2519 3,086
Foreign 3.1250 1.7020 24
Both 2.9811 1.4516 159
Writing 1.9672° 1.2620 3,267
Greek 1.9176 1.2243 3,084
Foreign 2.9583 1.7565 24
Both 2.7799 1.5371 159

a.Excludes the respondents who were born abroad and the foreign students.
b.General mean for all three subgroups.
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I11. Results: analysis and interpretation

A. Introduction - method of statistical analysis. The main data of the present
report were analyzed, using the linear regression program (enter method, pairwise
exclusion) of the Statistical Packages for the Social Sciences. Both quantitative
and qualitative variables were used in the regression analysis, the qualitative
(nominal) data being treated as «dummy» variables and taking the values 1,0.

Regression analyses were conducted on several subsamples (Subsamples I-V,
Table 6), the aim being to achieve more homogeneous cultural-linguistic
conditions and to look for possible interactions. Nonetheless, in some of these
subsample comparisons (e.g. number V, return migrants from the U.S)),
circumspection is needed due to the reduced number of cases and the increasing
demand for higher standardized beta coefficients in order to attain statistical
significance. It is important in these instances to analyze the trends, and their
convergence or divergence with trends in other subsamples.

Table 6. Composition and size of subsamples used in regression analysis

Total Sub-sample | | Sub-sample Il | Sub-sample | Sub- sample Sub-

Sample " I\ sample V
Total Return Return Return Return Return
sample of migrants migrants migrants migrants migrants
return without without those | from the from the from the
migrants, those born born abroad Federal English- USA without
(including abroad and without Republic of | speaking those born
those born (including the foreign Germany countries abroad and
in Greece, migrants and | students without those | (US, Canada, | without the
those born students (includes born abroad | Australia) foreign
abroad and born in mainly and without | without those | students
the Greek Greece) Greekborn the foreign born abroad
foreign migrant students and without
students) workers who the foreign

returned) students

N=4,388 N=3,857 N=3,285 N=1,930 N=822 N=328

Diagnosis for multicollinearity was applied to the regression, in all the five
subsamples. In all instances the tolerance levels were above 45%, the level
recommended for elimination being 20%. Tests for homoscedasticity of data
(homogeneity of variance) were not done and that is a limitation of the present
analysis.

B. Presentation of regression results. Using the literature as a guide, several
independent factors which had to do with age at migration, urbanization, language
lessons at home and abroad, duration of stay, acquisition of citizenship, education
(background and respondent) and family income were regressed on all the
components of language ability and for all the five subsamples of return migrants.
The above constellation of background and sojourn factors account for a
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sizable amount of the variance (adjusted R square) - between 40 and 50% in the
case of subsamples 1,2,4 and 5 (See Tables 7,8,10 and 11) and between 30 and
36% for subsample 3 - the return migrants from the Federal Republic of Germany
(See Table 9). Significant contributions (standardized beta coefficients) to
linguistic competence are made by age at emigration (the younger the age, the
higher the linguistic competence),'® pre-departure language lessons (organized by
International Committee on Migration mainly for overseas), duration of stay in the
host country (see also Table 12 for bivariate comparison), the respondent’s level of
education, and the duration of foreign language lessons abroad.!’ The impact of the
parents’ level of education (background factor) and the current family income,
though generally in a positive direction - as expected from resource theory - was
not significant. Also, contrary to expectation, two other groups of variables - the
acquisition of host country citizenship which is an index of legal integration and
the level of urbanization - did not have significant impacts upon the linguistic
skills of return migrants. The amount of variance accounted for might possibly
have been larger if individual aptitude and motivation factors had also been
measured and incorporated in the analysis.

With regard to the non-significant impact of urbanization, there maybe
conflicting processes at work. On the one hand, urbanization is associated with
more access to resources for languages and with less parochialism or particularism
- processes which, theoretically, one would expect to have a positive impact upon
the learning of foreign languages. On the other hand, urbanization in the context of
immigration is also associated with the mass society, with the development of
ethnic enclaves and possibly with language maintenance and negative impacts
upon foreign language learning. In this connection, a comparison was made
between «membership in the Greek community» abroad (Yes, No) and linguistic
competency, using a t-test of significance and for subsamples Ill and IV - return
migrants from the English-speaking countries and from the Federal Republic of
Germany (See Table 13 for bivariate comparison). Contrary to expectation, the
return migrants who had been members of the Greek community while abroad had
higher levels linguistic skills, on all components of language, than those who had
not been members. Perhaps one needs to consider different types of motivations
operating in becoming members of a community (e.g. those who seek security in
being with their own, those wishing to demonstrate their success in the host
country, social activists with wider contacts, etc.). It is possible that the more
successful migrants who also have higher linguistic skills become members of the
Greek community. However, incorporating the community factor in a regression
analysis (not shown here), along with the other independent factors, did not reveal
any independent impact - suggesting that the differences may be accounted for by

16. Inadvertently, no direct question was asked of the respondents regarding the age at which they
emigrated from Greece. This variable was arrived at by computer subtraction, as we had information
on date of birth and date of first emigration.

17. A qualitative analysis of the responses of 602 return migrants (subsample 2) in regard to the
agencies that had organized the foreign language lessons, revealed the following distribution: state
schools of the receiving country (52%), special foreign language schools or sections for migrants
(7.5%), colleges, institutes or universities of the host country (7.0%), the migrant’s employers (5.6%),
the Greek communities (2.3%), the foreign or Greek churches (2.2%) and «unspecified» (23.4%).
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other independent and significant factors (e.g. education level etc.).

C. Interactions of independent factors with subsample populations. The
impact of the independent factors depends to some extent upon the host language
population. Thus, the impact of the variable, «age of emigration» is not uniform
across all the five subsamples for which regressions were done. It is significant for
subsamples I,11,IV and V (Tables 7, 8, 10, 11) but not for the subsample of return
migrants from the Federal Republic of Germany (Table 9). In the case of the RM’s
from the FRG, none of the standardized betas reaches statistical significance.
Perhaps the difference has to do with the nature and goals of emigration to
overseas, as compared to the FRG. Aside for the differences in the cycles of
emigration, emigration to FRG was much more temporary and what has been
called target migration; it was organized with the collaboration of employers and
governments on the basis of bilateral agreements. Emigration to FRG seems to
coincide more with the instrumental and to overseas more with the integrative
motivations for language learning. In short, the aim of migration to FRG was not
integration in the host country but the achievement of specific economic goals
within specific time periods - at least this was the context before the free
circulation of workers and the EEC integration process.

It may also be instructive to take a deeper look at the relationship between age
of emigration and the linguistic competence means (see Table 14 for bivariate
comparison) for the RM’s from the two cultural linguistic areas (subsamples 3 and
4). Although in both subsamples and for almost all types of linguistic skills the
means for the five age groups are inversely and linearly correlated (the single
exception being the overseas subsample and writing skills) there are some
differences with regard to the range of the competency scores and the
corresponding standard deviations. The means which correspond to the return
migrants from Germany have narrower ranges of scores and smaller standard
deviations than those of their overseas counterparts - differences which may be a
function of the differences mentioned above, the differences in the social
composition of emigrants and return migrants and/or possibly of the structural-
complexity differences in the German and the English languages.

Another factor which does not have a uniform impact upon the return migrants
from various areas of immigration is the return migrant’s experiences with pre-
departure language preparation. Though the betas are in the expected direction,
their impact is significant in the case of return migrants from the overseas areas
(Table 10) but not in the case of return migrants from the Federal Republic of
Germany (Table 9). The differences may possibly be attributed to the nature of the
emigration (see above) which may, in turn, have affected the organization of pre-
departure language preparation. Also, they may be due to possible differences in
the demands of two languages which may require different types of language
preparation, in order to compensate for possible differences in linguistic
complexity. Although it needs further investigation, | have the impression that
language preparation in the case of migration to the FRG was not as systematic as
that in the case of overseas countries.
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D. Interactions with linguistic skills. The variables «age at emigration» and
«duration of stay in the country of immigration» have more consistent and
significant impacts upon the «understanding» and «speakingy skills and less upon
the «reading» and «writing» skills; conversely, the duration of the foreign language
lessons abroad as well as the migrant’s level of formal education, have more
significant impacts upon the «reading» and «writing» than upon the
«understanding» and «speaking» skills. This is probably due to the complexity
dimension of language skills. As already indicated, the more complex processes of
reading and writing - which correspond to the literacy dimension - require more
formal types of intervention in order to achieve proficiency. The qualitative
analysis (see footnote 17) also indicated that the overwhelming majority (52%) of
those who were enrolled in foreign language lessons abroad had them in the
context of public (regular) schools.

E. A note on the threshold hypothesis. According to the linguistic threshold
hypothesis, the subsequent learning of a foreign language - and especially of the
cognitive academic skills - may be facilitated once a strong foundation of skills
(structural, semantic) in the first language has been established. Although it may
be difficult to determine at what age this consolidation is accomplished, it might
be assumed that this consolidation is achieved sometime during the grade school
period and is completed with the onset of adolescence. This means that emigration
at an age before this consolidation is completed may be accompanied by more
language problems than migration at a later age when the consolidation is
completed. This hypothesis presumes a non-linear relationship with age at
emigration and cannot be tested using a linear regression model. Neither can it be
tested using the gross cutting points for age at emigration shown in the bivariate
analysis (See Table 14). To test this notion, the bivariate analysis was restricted to
the return migrants (subsamples Il and IV in Table 6) who at the time of
emigration were from 1 to 17 years old (See Table 15). Dividing this
subpopulation into three subgroups which incidentally overlap with the Greek
school levels, a higher level of linguistic competence was anticipated for the
second age subgroup than the first one. However, no such support was noted in
either subsample of return migrants (from the English-speaking countries and from
the Federal Republic of Germany), or for any of the linguistic skills. In all cases,
the results are in a linear direction - the highest scores in foreign language are
recorded for the youngest age subgroup and linguistic competency decreases
gradually as one proceeds from the first to the third age subgroup. It is possible
that the threshold hypothesis cannot be fully tested using introspective and self-
evaluation types of measure which were used in the present study and which do
not access the cognitive, academic linguistic skills.

1V. Summary and conclusions

Using the general literature as a guide and the linear regression as a method of data
analysis, the relationship between several independent factors to the self-rated lan-
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guage skills of return migrants was evaluated. The «return migrants» were divided
into several subsamples, and those who were born abroad or the Greek foreign
students were excluded from the analysis in order to achieve more homogeneity in
the return migrants.

The amount of variance (adjusted R square) explained fluctuated between 30%
and 50%, depending upon the composition of the return migrants, with greater
amounts of variance accounted for in the case of the total sample and the
subsamples from the overseas countries. Significant contributions (standardized
betas) to language skills were made by age at emigration, pre-departure language
preparation, duration of stay in the host country, the return migrant's level of
education and the duration of the second-language courses in which he/she
enrolled while in the host country. Such variables, as the parents™ level of
education (separate indices), the current family income, the acquisition of host
country citizenship, and urbanization at different stages of migration did not
impact upon the linguistic skills of return migrants.

A breakdown of the first 17 values of the age of emigration variable into three
subcategories in order to test the threshold-consolidation hypothesis suggested no
support. However, it was concluded that the hypothesis may not be tested using
self-ratings type of measure which are not accessible to the cognitive academic
skills of migrants.

In addition to the general impacts, the data patterns suggested some important
interactions between the independent factors and either the nature of the sub-
population or the component of language skills.

With respect to the sub-population, the age at emigration and pre-departure lan-
guage preparation had a significant impact on the language skills of return
migrants from all countries of immigration and those from the overseas countries
but not on those from the Federal Republic of Germany. These differences may be
a function of the cycle and the nature of emigration (being more instrumental in
the case of the Federal Republic of Germany) or of differences in the structure of
the languages (English vs. German) in relation to the Greek language. This, of
course, is conjecture which needs to be further investigated by technical linguists
and sociolinguists.

In regard to the language component interactions, age at emigration and
duration of stay abroad had more significant impacts upon the more simple skills
(understanding and speaking) and less of an impact upon the more complex
reading and writing skills. Conversely, the respondents educational level and the
duration of enrollment in second language courses in the host country had less of
an impact upon the simpler skills and more of an impact upon the more complex
skills which pertain to literacy and require more formal intervention to achieve
proficiency.

The results of the study are generally in support of theory regarding the impact
of age of emigration and duration of stay in the host country, although these
impacts are also contingent upon the sub-population of return migrants and the
component of language skills.

Moreover, the results demonstrate the significance for linguistic proficiency of
special language courses either before departure or after settlement in the host
country. The language proficiency of migrants may have in turn a significant
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impact upon their working conditions, their safety and their economic progress.

The second language skills may be especially crucial to return migrants, since a
large percentage of them (80% in the present sample) are under 50 years of age
upon return and may re-enter the labour market - a labour market which is
increasingly internationalised and competitive, in view of the free circulation of
workers within the European Union.
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Table 7. Regression analysis of background and sojourn factors on the
language skills of Greek Return Migrants (Subsample I)?

Background and sojourn

factors Understanding Speaking Reading Writing
Urban nature of place of
birth (6 levels) -0.009 0.003 0.005 0.002
Urban nature of place of
departure (6 levels) 0.048 0.041 0.040 0.029
Age at emigration (Years) -0.158** -0.133** -0.063* -0.029
Father’s education (7 levels)

0.052 0.049 0.070 0.059
Mother’s education (7 levels)

0.058 0.068 0.059 0.073
Foreign language lessons at
departure (Yes = 1) 0.094** 0.087** 0.098** 0.084**
Urban nature of place of
residence abroad (7 levels) 0.041 0.048 0.056 0.046
Duration of stay abroad
(years) 0.257** 0.256** 0.155** 0.128**
Acquisition of foreign
citizenship (Yes=1) 0.007 0.013 0.002 0.000
Duration of foreign language
lessons abroad (in months) 0.048 0.075* 0.143** 0.174**
R’s education (7 levels) 0.496** 0.503** 0.587** 0.623**
R’s current family income (7
levels) 0.061 0.064 0.060 0.054
Constant 1.117 0.780 -0.808 -1.097
Multiple R 0.742 0.754 0.807 0.819
R square 0.551 0.569 0.653 0.671
Adjusted R square 0.539 0.558 0.644 0.663
Standard Error 0.829 0.834 0.898 0.879
F ratio 46.787** 50.241** 71.585** 77.827**

a.Excludes those born abroad and includes all other categories (worker migrants, foreign students

etc).

*Statistically significant at the 5% level.
**Statistically significant at the 1% level or lower.
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Table 8. Regression analysis of background and sojourn factors on the
language skills of Greek return migrants (Subsample I1)?

Background and sojourn

factors Understanding Speaking Reading Writing
Urban nature of place of

birth (6 levels) -0.017 -0.005 -0.003 -0.010
Urban nature of place of

departure (6 levels) 0.051 0.043 0.044 0.032
Age at emigration (Years) -0.159** -0.127** -0.038 0.005
Father’s education (7 levels) 0.059 0.055 0.091 0.075
Mother’s education (7

levels) 0.061 0.075 0.065 0.082
Foreign language lessons at

departure (Yes = 1) 0.120** 0.115** 0.138** 0.121**
Urban nature of place of

residence abroad (7 levels) 0.048 0.058 0.067 0.055
Duration of stay abroad

(years) 0.277** 0.278** 0.170** 0.143**
Acquisition of foreign

citizenship (Yes=1) 0.016 0.023 0.013 0.014
Duration of foreign

language lessons abroad (in 0.090 0.123* 0.212** 0.245**
months)

R’s education (7 levels) 0.312** 0.317** 0.398** 0.434**
R’s current family income (7

levels) 0.072 0.082 0.091* 0.087*
Constant 1.134 0.758 -0.871 -1.115
Multiple R 0.654 0.669 0.719 0.726

R square 0.427 0.448 0.517 0.527
Adjusted R square 0.405 0.427 0.499 0.509
Standard Error 0.858 0.859 0.909 0.885

F ratio 19.713** 21.431** 28.301** | 29.395**

a.Excludes those born abroad and the foreign students.

*Statistically singificant at the 5% level.
**Statistically significant atthe 1% level or lower.
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Table 9. Regression analysis of background and sojourn factors on the
language skills of Greek Return Migrants (Subsample 111)?

NICHOLAS P.PETROPOULOS

Background and sojourn factors ;g:é?rr]g Speaking | Reading Writing
Urban nature of place of birth (6 levels)

0.010 0.028 0.031 0.022
Urban nature of place of departure (6
levels) 0.063 0.047 0.048 0.049
Age at emigration (Years) -0.117 -0.078 0.009 0.077
Father’s education (7 levels) 0.060 0.065 0.104 0.098
Mother’s education (7 levels) 0.046 0.061 0.050 0.066
Foreign language lessons at departure (Yes
=1) 0.069 0.083 0.116 0.103
Urban nature of place of residence abroad
(7 levels) 0.072 0.083 0.101 0.088
Duration of stay abroad (years)

0.310** 0.307** | 0.212** 0.162*
Acquisition of foreign citizenship (Yes=1)

0.040 0.047 0.050 0.043
Duration of foreign language lessons
abroad (in months) 0.175 0.203* 0.295** 0.383**
R’s education (7 levels)

0.215* 0.218* 0.275** 0.291**
R’s current family income (7 levels)

0.045 0.058 0.074 0.071
Constant 0.947 0.523 -1.066 -1.256
Multiple R 0.605 0.619 0.645 0.654
R square 0.366 0.383 0.416 0.427
Adjusted R square 0.294 0.313 0.349 0.361
Standard Error 0.846 0.846 0.887 0.826
F ratio 5.056** 5.443** | 6.238** 6.525*

a.Excludes those born abroad and the foreign students.
*Statistically significant at the %5 level.
**Statistically significant at the 1% level or lower.

133




Iévropag

Table 10. Regression analysis of background and sojourn factors on the
language skills of Greek Return Migrants (Subsample 1V)?2

Background and sojourn factors Understanding Speaking Reading | Writing
Urban nature of place of birth (6
levels) -0.063 -0.048 -0.027 -0.017
Urban nature of place of departure
(6 levels) 0.084 0.081 0.091 0.060
Age at emigration (Years) -0.205** -0.181** -0.092 -0.046
Father’s education (7 levels) 0.070 0.057 0.111 0.068
Mother’s education (7 levels) 0.060 0.069 0.032 0.062
Foreign language lessons at
departure (Yes = 1) 0.147* 0.116 0.120* 0.084
Urban nature of place of residence
abroad (7 levels) -0.006 -0.014 -0.005 -0.015
Duration of stay abroad (years)

0.227** 0.238** 0.137 0.111
Acquisition of foreign citizenship
(Yes=1) 0.077 0.074 0.055 0.056
Duration of foreign language
lessons abroad (in months) 0.099 0.140 0.164* 0.190**
R’s education (7 levels) 0.279** 0.289** 0.429** | 0.474**
R’s current family income (7
levels) 0.123 0.124 0.093 0.089
Constant 1.305 1.082 -0.439 -0.691
Multiple R 0.709 0.718 0.744 0.742
R square 0.503 0.516 0.553 0.551
Adjusted R square 0.457 0.472 0.513 0.510
Standard Error 0.887 0.887 0.948 0.954
F ratio 11.112** 11.722** 13.646** | 13.492**

a.Return migrants from the USA, Canada and Australia. Excludes those born abroad and the foreign
students.

*Statistically significant at the 5% level.

**Statistically significant at the 1% level or lower.
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Table 11. Regression analysis of background and sojourn factors on the

language skills of Greek Return Migrants (Subsample V)?

Background and sojourn factors ;g:é?rr]g Speaking | Reading | Writing
Urban nature of place of birth (6 levels)

-0.047 -0.038 -0.011 0.026
Urban nature of place of departure (6
levels) 0.018 0.022 -0.007 -0.038
Age at emigration (Years) -0.339** | -0.294** -0.189 -0.135
Father’s education (7 levels) 0.117 0.095 0.105 0.068
Mother’s education (7 levels) -0.002 0.030 0.019 0.064
Foreign language lessons at departure (Yes
=1) 0.119 0.069 0.047 0.034
Urban nature of place of residence abroad
(7 levels) 0.042 0.041 0.040 0.032
Duration of stay abroad (years)

0.210 0.163 0.094 0.074
Acquisition of foreign citizenship (Yes=1)

0.040 0.047 0.012 0.028
Duration of foreign language lessons
abroad (in months) -0.027 0.135 0.153 0.203
R’s education (7 levels) 0.290 0.249 0.416** 0.414**
R’s current family income (7 levels)

0.139 0.173 0.179 0.181
Constant 1.638 1.285 -0.237 | -0.582
Multiple R 0.738 0.750 0.786 0.781
R square 0.544 0.562 0.617 0.610
Adjusted R square 0.393 0.416 0.490 0.480
Standard Error 1.031 1.025 1.043 1.067
F ratio 3.587** 3.854** | 4.842** 4.689*

@Return migrants from the United States. Excludes respondents born abroad and the foreign students.

*Statistically signficant at the 5% level.

**Statistically significant at the 1% level or lower.
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Table 12. Language skills of return migrants by cultural linquistic area of
immigration and duration of stay in the country of immigration?

Language . b .
dimension Federal Republic of Germany Predor_nlr:)antly English-Speaking
. countries

/ duration of stay

Mean Std Dev Cases Mean Std Dev Cases
Understanding 2.75° 1.01 1,928 3.06 1.20 822
0-10 years 2.45 0.95 1,086 2.76 1.18 480
11-20 years 3.11 0.95 786 3.36 1.10 267
21-88 years 3.35 1.02 56 3.93 1.00 75
Speaking 2.63 1.02 1,928 2.98 1.22 822
0-10 years 2.34 0.95 1,085 2.66 1.20 480
11-20 years 2.99 0.98 787 3.30 1.09 267
21-88 years 3.30 1.04 56 3.93 0.98 75
Reading 1.84 1.10 1,929 2.32 1.36 822
0-10 years 1.58 0.96 1,086 2.08 1.30 480
11-20 years 2.14 1.16 787 2.52 1.30 267
21-88 years 2.50 1.41 56 3.19 1.47 75
Writing 1.70 1.03 1,029 2.17 1.36 820
0-10 years 1.49 0.90 1,086 1.96 1.30 479
11-20 years 1.94 1.11 787 2.32 1.33 266
21-88 years 2.20 1.34 56 2.97 151 75

a.Analysis excludes those born abroad and the foreign students
b.United States of America, Canada and Australia
c.General mean for all three duration of stay groups
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Table 13. Mean foreign language skills of return migrants® by «membership
in the Greek communities abroad».

Language
skills/membership in
Greek community

Return migrants from the
Federal Republic of Germany

Return migrants from English-
speaking countries®

Mean Std Dev Cases Mean Std Dev | Cases
Understanding 0.3209° 0.5865°¢
Member 2.9860* 1.073 499 3.3529* 1.085 408
Non-member 2.6650* 0.970 1,424 2.7664* 1.241 411
Speaking 0.3165° 0.5811°
Member 2.8677* 1.084 499 3.2721* 1.103 408
Non-member 2.5513* 0.986 1,424 2.6910* 1.255 411
Reading 0.3439° 0.4786°
Member 2.0962* 1.214 499 2.5637* 1.341 408
Non-member 1.7523* 1.044 1,425 2.0858* 1.336 411
Writing 0.3109° 0.3930°¢
Member 1.9299* 1.160 499 2.3710* 1.390 407
Non-member 1.6189* 0.974 1,425 1.9780* 1.309 410

a.Without those born abroad or the foreign students (Subsamples 3 and 4 in Table 6).
b.USA, Canada and Australia

c.Mean difference between the two groups
*The t-values are statistically significant at the 0.000 level (two-tailed test).
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Table 14. Language skills of return migrants by cultural-linguistic area of
immigration and by age of the respondent at emigration?

Federal Republic of Germany Predominantly I_Engblish-speaking
overseas countries

Language

dimension/age at Mean Std Dev | Cases Mean Std Dev Cases
emigration

Understanding 2.75¢ 1.01 1,927 3.06° 1.21 821
1 - 14 years old 3.90 1.08 100 4.41 1.09 39
15 - 20 years old 3.07 0.96 323 3.34 1.03 167
21 - 30 years old 2.75 0.95 1,019 3.24 1.08. 359
31 -45years old 2.30 0.85 452 2.80 1.11 168
46 - 75 years old 2.12 0.93 33 1.68 0.87 88
Speaking 2.63 1.02 1,927 2.98 1.22 821
1 - 14 years old 3.85 1.11 100 4.49 0.88 39
15 - 20 years old 2.93 0.99 322 3.28 1.07 167
21 - 30 years old 2.63 0.96 1,020 3.14 1.11 359
31 - 45 years old 2.20 0.85 452 2.73 1.13 168
46 - 75 years old 2.06 0.97 33 1.63 0.82 88
Reading 1.84 1.10 1,928 2.32 1.36 821
1 - 14 years old 3.33 1.46 100 4.23 1.25 39
15 - 20 years old 2.10 1.11 323 2.47 1.24 167
21 - 30 years old 1.80 1.02 1,020 2.51 1.32 359
31 - 45 years old 1.44 0.81 452 1.97 1.23 168
46 - 75 years old 1.33 0.82 33 1.13 0.40 88
Writing 1.70 1.03 1,928 2.17 1.36 819
1 - 14 years old 3.22 1.50 100 4.21 1.26 38
15 - 20 years old 1.85 1.03 323 2.25 1.27 166
21 - 30 years old 1.65 0.95 1,020 2.32 1.34 359
31 - 45 years old 1.38 0.77 452 1.87 1.23 168
46 - 75 years old 1.30 0.81 33 1.09 0.36 88

a.The analysis excludes those born abroad and the foreign students
b.United States of America, Canada and Australia
c¢.The general mean for all the five age groups.
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Table 15. Language skills of return migrants by cultural-linguistic area of
immigration and age at emigration (1 through 17 years)?

Language . b .
dimension/age at Federal Republic of Germany Predor_nlr:)antly English-Speaking

L countries
emigration

Mean | Std Dev Cases Mean Std Dev Cases

Understanding 3.59¢ 1.04 205 3.81° 1.17 90
1-6 yearsold 4.56 1.01 9 4.63 1.06 8
7 - 12 years old 4.04 1.01 46 4.45 1.15 20
13- 17 years old 3.39 0.98 150 3.50 1.07 62
Speaking 3.51 1.08 205 3.82 1.14 90
1 -6 years old 4.56 1.01 9 4.75 0.71 8
7 - 12 years old 4.02 1.02 46 4.55 0.83 20
13 - 17 years old 3.29 1.01 150 3.47 1.10 62
Reading 2.81 1.38 205 3.27 1.47 90
1 -6 years old 4.56 1.01 9 4.63 1.07 8
7 - 12 years old 3.67 1.27 46 4.30 1.22 20
13- 17 yearsold 2.44 1.23 150 2.76 1.30 62
Writing 2.58 141 205 3.12 1.54 89
1-6 yearsold 4.33 1.12 9 4.50 1.41 8
7-12 yearsold 3.61 1.29 46 4.32 1.11 19
13 - 17 years old 2.15 1.21 150 2.58 1.36 62

a.The analysis excludes those born abroad and the foreign students

b.United States of America, Canada and Australia

c.General mean for all three age groups
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CHARACTERISTICS OF THE PEOPLE WITH
DISABILITIES IN GREECE
Statistical Data, Research and Policy Implementation”
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S. SOULLIS, TEI of Athens

Y. YFANTOPOYLOS, university of Athens

Abstract

This paper is an attempt to address a number of conceptual and methodological
issues raised by the various definitions, estimations and data sources regarding the
disabled persons in Greece. In spite the fact that the exact number of people with
disabilities in Greece is still unknown, no serious attempts have been made to
harmonise the available statistical data to ensure proper and systematic
comparability. With the aim to improve this situation and in accordance with the
initiative taken by Eurostat (1993), we propose the design of an integrated research
project which would also constitute an instrument for evaluating and monitoring
the relevant policies aiming at combating social exclusion of people with
disabilities.

Hepiinqyn

v epyacio ouTH, HUETA TNV TEPLYPAPT TV O0OECIUL®MV CTOTIOTIKOV CTOXEI®V
v to Atopo pe Ewducég Avaykes (AMEA) ot yodpa pog, avaiboviol To otoryeio
g [evucng Amoypaeng [IAnBvopod ko Kotowudv g EXYE tov étovg 1991.
Onwc mpoxdzmtel, 0 cvvoiwkds opBpog A.M.E.A oty EAldda avépystor otig
267.003 dtopa, ek TV omoiwv Ta 232.571 kateypdenoov g HEAT VOIKOKLPIDV
Kot to 34.432 g daflovvteg 0€ GLAAOYIKEG KOTOKIEG KATA TN YPOVIKY| OTIYUN TNG
dieSaywyng g amoypagng.

Ocov agopd 10 vocoroykd ¢dcua twv AMEA mov dwftodv o€ voikokupid
dwmotdveTon 0Tt 42% elvar ypévio macyovreg (28,31% kapdiomabdeic, 1,89%

* Parts of this paper was presented at the Conference on: Social Research And Social Policy in
Southern Europe, Athens 13-14 September 1996. Greek National Centre of Social Research,
Regional Network of Southern European Statistics (ESA), University of Athens, Department of
Economics.
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kapkivonafeig,  2,32%  veppomobeic, 1,98%  pevpatomobeic,  0,93%
aptnprockinpotkol kot 6,49% mdoyovv amd eykeporomdbern). Ot vmoOrourol
glvar kvnTkd avammpot (13,2%) 1 maoyovv amd avamnpio T@v ocOntiplov
opybvav (7,6%), mvevpatikr avamnpio (6%) N and GAAN mabnon M avomnpio
(axotdtokto vmorowmo: 29,4%). Enueldveror OTL TO VOGOAOYIKO QAGLO TMV
avdpodv AMEA Swgoponoteitar grdylota amd 10 avtiotoryo tv yovakov. Ot
avdpeg eppavilovy eAaQpOS KPOTEPA TOGOGTH XPOVIOV Tabcewv om’ OTL Ot
yovaikes (40,9% oe oxéon pe 43,2%) wou avtiotoyo €AMIQPAOG HeyaAdTEPQ
TOGOGTA avamnpiog om’ OTL Ol YuVaiKe.

Eniong dwamiotdveton 0Tt o1 veodtepeg nAikieg eppavilovv og peyardtepo Pabud
mpofAnpata vyeiog ocvvaen pe v avamnpio oe oyxéon pe ta AME.A
peyodvtepng nikiog (PA. mivaka 2). Eival tpogavég 6TL 67 auti TV mepinTmon o
TPOCAVATOACUOS TOV TPOYPUUUAT®OV KOW®MVIKNG TOAMTIKNG KOl €01KOTEPO O
GYEOUGUOC KOWVMVIKMY DITOSOUMV Yol TNV KOAADYT] TOV OVOYK®V Kol T oTnpién
tov A.M.E.A npénel va Aapfdvel vedyn v mpoavapepbeica dtapopomoinuévn
duapBpmon tov vocoroykov pdouatog twv A.M.E.A. katd opddeg niucidv.

‘Eva dAAo yopoKTINploTiKO o©TOlKEl0 OV TPOKVTTEL givar OTL, TOCO GTNV
nepintoon tov AM.E.A mov dwPiovv o volkokvpld, 0G0 Kol GE €KEIVI TOV
A.M.E.A mov dfovv e cGuAAOYIKES KaTOolKies, 1 NAKia TV Xpoving TacyOvVImV
glvan peyodotepn omd TV MAKIO TOV OVATNPOV TOV OVIIGTOLY®OV KOTNYOPUDV.
Onwg deilyvel N mepattép® avdAvon Tov v AdY® GTOtXEl®V KOTA VA0, Ol YOVAIKEG
HE €01KES avayKes ivar peyaivtepng nAkiog o’ 0Tl ot dvopeg Pe E10IKES AVAYKEG,
glte ovtol dwPovv oe vowkokvpld &lte o€ GLAAOYIKEG KoTolkieg, TOGO OTNV
TEPIMTOON TOV XPOVING TAGYOVTI®V OGO Kol o€ eKElvN TV avamipov (PA. Tivaka
6).

‘Eva dALo otoryelo mov mpémel va AapPdveror vwoyn katd v ex-ante
a&0AGYNOT TOV PETPOV KOWMOVIKNG TOMTIKNG EIVAL 1] YE@YPAPIKN - Y®POTAEIKN
KaTovoun Tov opddov otoymv. To otoryeio avtd eivar Waitepa ONUAVTIKO TNV
TEPIMTOON OYESOCUOD PETPOV avVATTLENG Kol BEATI®ONG KOWWVOVIKOV DTOSOUDV
AOY® NG SWMGTOUEVNG GVIONG YEOYPUPIKNIG KOTAVOUNG TNG EV YEVEL TPOGPOPAS
KOwoviK®ov vanpecwwv oty  EAAGoa. EEGAlov, éva peyddlo pépog TV
KOWV®VIKOOIKOVOUIK®Y OVICOTHTOV 6TV EALAOC 0QelleTOL OTIG S10MEPLPEPELOKES
aVIoOTNTEG KOl KUPIMG OTIC AVICOTNTEG TTOV VGAPYOLV AVAUESOH GTNV TOAT KoL TO
YOP0 amwd T pa peptd ko otnv Adnva 1 tn Beccorovikn Kot TNV LTOAOUTH YDOPA
omo TNV GAAN.

. Introduction

People with disabilities are at considerable risk of becoming socially excluded
partly because of barriers to labour market participation and partly because of
inadequacies in social care services and for various other reasons. Very often
persons with disabilities are confronted with extreme forms of social exclusion and
marginalization, especially in situations where informal networks that provide
assistance to them, in times of need are ineffective.
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It has to be noted, however, that despite of the large number of problems that
people with disabilities are faced with, there appears to be no extensive national
statistics or any integrated and extensive research initiatives in this area (Eurostat
1993). For instance, the existing statistics on the socio-economic situation of the
people with disabilities in Greece, comes from many different sources which are
not comparable, because they use different data collection systems. This make
comparisons very difficult, while the research outcomes are often contradictory *.

The emergence of the phenomenon of exclusion from the labour market has
dealt with by a small number of social scientists, and the existing information is
partially informative and not extensive. For instance, in the collective publication
of National Centre of Social Research (NCSR 1996)

«Dimensions of social exclusion in Greece», the only reference to people with
disabilities was made by A. Amira and was specifically concerning the long term
sufferers. According to this research about 3.500 households were interviewed in
Athens and only 9% of them included persons with different kinds of long term
diseases.

Relevant research initiatives are also being conducted in the framework of the
European Community’s initiative «<EMPLOYMENT-HORIZON». Based on a
small sample of project descriptions, it appears that the projects’ target groups are
divided into five categories related to mental handicap, mental illness (or
psychological disturbance), physical handicap, sensory impairment, while a
number of other projects are targeted at all types of disability, i.e. multiple
disability or specific chronic conditions.

In 1997, in the framework of the aforementioned initiative, a research project
was conducted by the TEI of Athens (Soulis et al 1997). This was specifically
designed to capture the attitudes toward the employment possibilities of people
with disabilities and especially the mentally retarded (those people with mental
deficiency of moderate severe type). The employers responded positively for the
employment of people with mental deficiency. Nevertheless, the research did not
come up with an estimation of the total number of this group of people with
disabilities. In the same framework, another research project was conducted in
1998, concerned with the perspectives and the employment possibilities of people
with disabilities. The methodology adopted was similar to the previous research,
while the results were also more or less the same (Soulis et al 1998).

Implicit, in most attempts to account for the existence of poverty and social
exclusion in Greece, is the notion that various population groups, especially the
disabled, that constitute the largest of the groups facing the risk of exclusion, are
discriminated against or are denied equality of treatment in employment
opportunities (Karantinos et al 1992;Karantinos et al 1994; Balourdos 1991).

This paper presented here is an attempt to address a number of conceptual and
methodological issues raised by various definitions, estimations and other data for
the disabled in Greece.

1. See the different data sources (section I).
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More specifically the aim of this paper aims to:

Present and compare the main sources of statistical data regarding the disabled
in Greece.

Make a rough estimation of the number of people with disabilities in Greece,
based on the different existing data sources.

Provide statistics from the latest population census in Greece, which may allow
for the characteristics of people with disabilities to be described better, so that
their needs are identified and policies are formulated accordingly.

Propose a design for a relevant research project which will constitute an
instrument for the purposes of evaluating and/or monitoring the relevant
policies that address the social exclusion of people with disabilities.

Before passing to a more detailed examination of the characteristics of the people
with disabilities, we want to comment on the various terms used. Usually the term
«physically and mentally disabled persons» is used alternatively, in order to
facilitate cross country comparisons (Karantinos et al. 1992; Eurostat 1993;
Karantinos et al 1994; Eurostat 1993). Nevertheless, according to the new
legislation in Greece neither the term disabled nor the term handicapped is used.
The term «individuals with special needs» is now used because it is believed that
this label is less discriminatory than the previous labels.

I1. Sources of available statistical data and estimation of the number of people
with disabilities in Greece

In Greece, there is scant statistical information regarding the prevalence and the
characteristics of people with disabilities. The available sources are not
homogeneous with respect to definitions and to data collection methods which
makes the comparisons difficult somewhat unreliable. Moreover, as no attempt has
been made to improve the available sources and the data collection methods,
information on the profile, the total number of disable people and the type of
disability, is not always reliable (Balourdos 1995; Balourdos 1997). As a result the
design of the social policy programs becomes difficult and not as effective. This is
reflected in the fact that the various programmes are not rationally distributed
among the different target groups of people with disabilities (K.E.P.E. 1990;
K.E.P.E. 1989; Kremalis et al 1990; Yfantopoulos 1995).

Despite not knowing the prevalence and the characteristics of the people with
disabilities in Greece, rough estimates can be made based on the approach
recommended by the World Health Organization (WHO). According to this
method, the people with disabilities account for 10% of the productive total
population of the country (K.E.P.E. 1994; Karantinos et al 1992). In reality the
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estimated number differs significantly from country to country, partly because of
the different definitions used and partly because of the different methodological
framework applications (Eurostat 1993).

Of course, besides the approach by rough estimation, other relevant information
can be provided by examining analytically the various sources of statistical data
that exist already. By doing so we also present, when it is possible, the estimated
total number of the people with disabilities in Greece.

More specifically, in Greece the statistical data for people with disabilities come
from the following?:

1. The systematic special census of the people with disabilities in 1991, conducted
by ELEPAP, which is a Non Governmental Organization (N.G.0Q.), under the
authority of the Ministry of Health and Social Welfare. According to these data,
people with disabilities consist only the 1.3% of the total Greek population.

2. The National population and housing census, conducted by the National
Statistical Service in Greece (NSSG). According to data, the population of
persons with disabilities in Greece in 1991, account for about 3% of the total
Greek population.

3. The data published by the European Community’s Statistical Service
EUROSTAT (1991), under the title: kPERSONNES HANDICAPEES: DONEE
STATISTI-QUES: Volume I: D, GR, F, L, NL, P» (Greece’s statistical data
information is provided by the NSSG).

4. The data from EUROSTAT (1995), published under the title: «DISABLED
PER-SONS STATISTICAL DATA, second edition» (Greece’s statistical data
information is provided by the NSSG).

5. The statistical data from the special census, conducted by the Ministry of
Health and Social Welfare at the province of Achaia - Patra in 1986. The
results of this special census indicated that 17% of the total population of the
province were disabled.

6. The statistical data from the special census, conducted under the auspices of the
Ministry of Health and Social Welfare for the province of Dodecanesos in
1994. According to this census, 12% of the total population of the county were
people with disabilities.

7. Data from the Social Security Fund (I.K.A.), which cover only the types of
disability recognised by the Commission for Primary Health Care, and
submitted to the I.K.A. and other funds during the year (i.e., disabilities of at
least 50% resulting from a common disease or a mental illness, from an

2. Table 1, in the statistical annex describes the different sources and methods of data collection on
the disabled in Greece.
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occupational disease, a work accident, or an accident outside work).

8. Annual data on the number of persons who become disabled as a result of
occupational accidents or diseases related to their occupation, and receive an
invalidity pension, granted by the social security system of OGA.

9. Annual data on the number of the disabled persons registered or re-registered
on the unemployment register held by the Manpower Employment Organization
(OAED). In 1992 there were 1.805 new registrations and 587 re-registrations in
the OAED.

From the above presentation we may notice the significant differences among the
various data collection methods they used and on the estimated number of people
with disabilities in Greece. These differences are so extreme that make reliability
analysis impossible unless correction attempts are made.

Since the data sources are not homogenous, in respect to definitions of
disability and data collection methods, the analysis that follows is solely based on
the NSSG census data® and should be considered as an analysis based on
significant differences in percentages and not on the absolute numbers.

I11. Characteristics of the disabled population in Greece: Statistical data of
the latest population census (1991)

In Greece, as it has already been mentioned, the main source of statistical data on
people with disabilities is the National population and housing census. Although
this source provides an estimate not only of the total number, but also estimates
characteristics and the disease categories of the disabled, the data collection
method that was used is not appropriate according to conventional international
standards. In addition, experienced personnel was not used, neither were some
special training courses provided for the census takers (see, Guidelines regarding
the completion of the population - household census, NSSG 1991). During the
regular procedure of listing and registration, the head of the household or another
family member, gave information about all the members of the household
including the disabled persons for whom a special interview - schedule was
completed by the census taker. The procedure of self assessment of the health
profile or the health status was also carried out at the collective households.

Having these short comments in mind, we present some basic characteristics of
the disabled persons in Greece, although the data are still provisional and not
published by the NSSG.

In 1991, the total number of people with disabilities living in regular
households in Greece amounted to 232.571 persons, while those living in
collective households were about 34.432 persons. Thus in total 267.003 persons
were disabled, or 3% of the total Greek population.

3. Which is the only official source with available statistical data.
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More specifically, the breakdown of people with disabilities living in regular,
non collective households, by type of disability, shows that 42% of them are long-
term sufferers and mainly have problems of heart disease (28.31%), cancer
(1.89%), kidney disease (2.32%), rheumatic diseases (1.98%), arteriosclerosis
(0.93%) and engephalopathis (6.49%) (Table 2).

The other types of disability are: physical disabilities 13.2%, sensory
disabilities 7.6% and mental disabilities 6%. Other non-classified disabilities or
diseases amount to 29.4%. This percentage appears excessively high and it may be
attributed to methodological problems of classification.

The breakdown by sex (Table 2), shows that more women than men suffer from
long-term disabilities (43.2% women versus 40.9% men) but men have relatively
higher rates of physical disability (14.2%) than women (12.1%).

An important note (from the same Table 2), is that men and women indicate
insignificant differences in the distribution of heart disease (28%), kidney disease
(about 2.2%), mental disease (29%), sensory disease (near 7.5%) and brain disease
(nearly 6%).

By breaking down the total disabled population by age groups it is noticed
(Table 3) that the disabled persons in the age group 51 years old and over present
high percentages of long term diseases (48.2%) and low percentages of mental
(2.3%) and sensory diseases (7.4%). In contrast, the disabled persons whose age is
between 11 and 25 years show the lowest rates of long term diseases (11.6%) and
the highest rate of mental diseases (28.6%). At the same time the age cohort of 11
to 25 years old present high percentages of physical disability (15%) and sensory
disability (9.4%).

By breaking down the disabled persons population by sex and age the analysis
becomes more complicated, and we notice that the trends are similar to those
observed for the total disable population and for both sexes, i.e., those at age 51
years old and over present high percentages of long- term diseases and low
percentages of mental and sensory diseases, while the younger persons show high
rates of mental diseases (Table 3).

Next we present statistics on the number of people with disabilities and the
breakdown by age, long-term disease and kind of invalidity (Table 4). As it is
observed, the percentages of long-term disabled persons are higher at age 51 years
old and over (more than 75% in all cases). In the case of heart disease and
arteriosclerosis the percentages approach 91.4% and 89.7%. The lowest
percentages are observed at the lower age groups and more specifically at the age
group 0 to10 years old.

In the case of the handicapped persons the trends are similar. In the case of age
group of 51 years old and over, the percentages of all diseases are higher than
72%, except for the kidney diseases where the percentage is 30.2%. On the other
hand, those who are 0 to10 years of age have a percentage rate lower than 2% in
all categories of disease.

The trends on the disabled persons living in collective households, by age
group and type of disease are very similar to those observed for the disabled living
in non- collective households (Table 5).
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Breaking down the disabled population in two broad categories: long-term or
chronic diseases and other disabilities, and controlling by age, sex and type of
living arrangement (collective or non-collective households) we observe that for
both sexes the persons with chronic diseases and the persons with other disabilities
are highly concentrated in the age group 51 years old and over. In the case of
chronic diseases, the percentages fluctuated between 64% and 90.4%, and in the
case of the other disabilities the percentages are at the interval of 55% and 75%. In
contrast, the age group of 0 tol0 years old are found to be significantly lower,
ranging between 0.5% and 2.5%.

In summary, an upward trend in percentages is presented, across the age
categories for both sexes, for long term and for the persons with other disabilities
and for the two categories of households (collective, non- collective). This trend is
very characteristic and consistent with the analysis by region and province, for all
regions and all provinces (Table 8, Table 9), and allows us to reach the conclusion
that old age and disability are highly correlated.

Specifically, looking at the percentage distribution of the disabled persons
living in non-collective households, we notice that more than 32% of the total
population lives in the Greater Athens Area, and another 18.6% lives in Central
Macedonia (Table 8). The distribution in the other geographical regions varies
between 2.25% (lonian Islands) and 7% (East Macedonia and Thrace).

Of course this result was expected and coincides with the distribution of the
population in Greater Athens Area, Central Macedonia and other geographical
regions. Thus, a similar trend is presented for the population of the disabled
persons.

This is not the case for the people with special needs living in collective
households where we observe a higher concentration in the Greater Athens Area
(50%).

We also noticed that in every region the trend in percentage distribution of the
people with disabilities is increased across the age categories and is not
differentiated significantly among those who live in collective and those who live
in non-collective households. That is, in these breakdown categories the trends are
similar to the trends noticed for the whole country.

1V. Policy implementation

According to the EC Observatory on national policies to combat social exclusion,
social services in Greece are organised more with respect to target groups than
with respect to other criteria. The General Secretariat of Welfare is comprised of a
department organised according to three policy target groups: the young and their
families, the elderly and the disabled persons or the handicapped (Karantinos et al
1992).

With respect to the disabled persons, new legislation was introduced in the
1980’s concerning their rights to employment and vocational training as well as
other programs targeting specific groups. The policy proposed was not based only
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on monetary measures, such as income supplements (i.e. passive measures) but
involved active measures such as vocational training programs. Although these
changes represented some progress in the design of policy making, implementation
of that policy was not always successful and effective.

As it is stated «one of the major deficiencies of the present system of services
offered to disabled persons in Greece is the lack of any sound knowledge of how
many they are, who they are, how they cope with their disabilities and what
services make use» (Karantinos et al 1992, p. 63).

From the previous analysis based on the population census data, we believe that
the orientation of social policy programs for the disabled should be designed and
directed by taking into consideration the significant differences noticed with
regard to age. More specifically, we believe that for the younger groups of the
disabled persons actions has to be planned, aimed to confront their exclusion from
the labour market. Special accommodation and complementary measures must also
be provided to other family members so that the risk of social exclusion of the
whole family is diminished. Since the disease categories by sex do not differ
significantly, the actions and the measures taken may be applied to both sexes (see,
Table 3).

We also believe that the orientation of social policy programmes, especially
programmes concerning the social substructure for the disabled, should be
designed and directed by taking under consideration the significant differences by
age groups, sex, kind of disease, geographical region and province.

For instance, from the distribution of the disabled persons by province, we
noticed that most of them live in the Greater Athens Area (G.A.A.) and Salonika
while in the other provinces the distribution is close to normal without any extreme
differences. From this observation, we may hypothesise that this may be a result of
the non-existence substructures in those areas, or that this situation has changed.

In the case of the disabled persons living in collective households, we also
detected high concentration in the Greater Athens Area (almost 50%, see Table 7).
We believe that this result partly occurs because of the high concentration of the
close care units and partly because of the high concentration of the provided social
welfare services in G. A. A. Thus, social policy actions must be orientated toward
a decentralisation of both the provided services and the close care units.

V. Further research proposal

Despite differences in data sources, we would agree with Eurostat (1995, see
general introduction by S. Grammenos, p. X) that further research needs to be
conducted to promote the following:
Statistical collection methods to be refined and data content improved, leading
to a better statistical tool.

The characteristics of the disabled population to be better known so that the
needs of people with disabilities can be better diagnosed and policies in their
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favor are better formulated.
An instrument for evaluating and monitoring these policies to be designed.

Interested parties to be better informed and more aware of the problems that
disabled persons face.

Even though we still do not know the number of the disabled persons in Greece,
there are no attempts in this field to calculate the relevant statistics. With a view to
improving this situation, and in accordance with the initiative taken by Eurostat
(1993), we propose the design of an integrated research project which will
constitute an instrument for evaluating and monitoring the relevant policies for
confronting the social exclusion of disabled people.

More specifically, this research project would in particular:

1. Registrate all sources of primary data of the disabled in Greece.

2. Analyse, evaluate, and refine the existing statistical collection methods used to
assess issues associated with the disabled.

3. Create homogenous data bases, compatible with available statistical packages,
such as the SPSS, after the application of data quality control.

4. Provide reliable estimations on the prevalence and characteristics of disabled
persons in Greece.

5. Registrate and evaluate the social services provided to the disabled by the
public agencies, governmental and non governmental organisations.

6. Describe and evaluate the existing institutional framework for the disabled

persons and make revision proposals in the favour of the disabled that are

facing the risk of social exclusion.

Determine the causal factors of social exclusion of disabled persons.

8. Propose a wide spectrum of «active» services, such as vocational training pro-
grammes and measures for the promotion of employment, that are usually
offered by OAED and other relevant organisations.

9. Make a master plan for the development and establishment of an integrated
informational system for the disabled persons in Greece.

10.Make a feasibility study for the establishment of an observatory on social
policy to confront social exclusion of the disabled persons in Greece.

~

Finally, we need to mention that the above referent research project can be seen as
an integrated action framework which can confront a large amount of the problems
faced by the disabled persons, and especially the problems that are correlated with
social exclusion.

STATISTICAL ANNEX
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TABLE 1. Available statistical data of disabled persons in Greece.

SOURCE Population and household census of the N.S.S.G.

DEFINITION Persons with a physical or mental disability

YEAR 1991

METHOD The National 10-year census conducted by the N.S.S.G.

PUBLICATION -

COMMENTARY The National census produces an estimate of the percentage of the
disabled population which is higher than that obtained by the special
census conducted by ELEPAP (A Greek Non Governmental
Organization)

SOURCE Special census of disabled persons conducted by ELEPAP

DEFINITION Persons with a physical or mental disability

YEAR 1991

METHOD Special census on national level

PUBLICATION -

COMMENTARY Row data is not yet available

SOURCE Census of disabled persons at the county of Achaia

DEFINITION Persons with a physical or mental disability

YEAR 1986

METHOD Special census at county level

PUBLICATION -

COMMENTARY The available row data is under the authority of the Ministry of Health
and Social Welfare.

SOURCE Sample survey of disabled persons at the county of Dodecanesos

DEFINITION Persons with a physical or mental disability

YEAR 1994

METHOD Sample survey

PUBLICATION -

COMMENTARY The available row data is under the authority of the Ministry of Health
and Social Welfare

SOURCE Labour force sample survey conducted by the N.S.S.G.

DEFINITION Persons incapable of working, aged 14 and over

YEAR 1990

METHOD Annual sample survey

PUBLICATION -

COMMENTARY Not published, secondary data
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TABLE 1. (cont.) Available statistical data of disabled persons in Greece.

SOURCE Social Security Fund (I.K.A.)

DEFINITION In general, insured persons with a disability of at least 50% following a
common disease (including psychiatric disease) an occupation disease or
an accident outside work. The person must satisfy the condition relating
to duration of activity. The pension is granted six months after the
disablement occurs. For insured persons of more than 55 years, the
minimum disablement is 33.3% (Eurostat 1994).

YEAR Annual data

METHOD Registration of the persons receiving invalidity pensions granted by the
Social Security Fund.

PUBLICATION Account of the Social Security Fund (Apologismos Idrimatos Kinonikon
Asfaliseon 1987)

COMMENTARY The recent IKA data were transmitted by the statistical department of
that organisation.

SOURCE Agricultural scheme social security fund (OGA)

DEFINITION In general, insured persons with a disability of at least 67% following a
common disease (including psychiatric disease) an occupation disease or
an accident outside work.

YEAR Annual data

METHOD Registration of the insured persons who satisfy the definition conditions

PUBLICATION Quarterly statistical report of OGA.

COMMENTARY Primary and secondary data is under the authority of OGA.

SOURCE Ministry of Health and Social Welfare

DEFINITION All persons receiving the invalidity allowance

YEAR 1988-1992

METHOD The allowance is granted to non-insured disabled persons. In special
cases a supplement is paid to disabled persons with insufficient resources

PUBLICATION N. Vrionis 1989: Internal report of the Ministry of Health and Social
Welfare

COMMENTARY The number of insured persons is low and comprises mainly persons with
a visual impairment.

SOURCE Ministry for the Economy

DEFINITION Military invalids from the wars of 1912-1922 and 1940-1949 and
civilian victims and members of the National Resistance of the 1940-
1949 wars receiving the military invalidity pension

YEAR Annual data

METHOD Registration of the military invalids according to the definition

PUBLICATION Statistical Year Book of Greece 1989, N.S.S.G.

COMMENTARY -

SOURCE Ministry of Health and Social Welfare

DEFINITION Pupils with special educational needs

YEAR 1988
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TABLE 1. (cont.) Available statistical data of disabled persons in Greece.

METHOD Estimates on the number of children with special needs

PUBLICATION N. Vrionis 1989: Internal report of the Ministry of Health and Social
Welfare

COMMENTARY The definitions used are rather subjective

SOURCE Ministry of National Education and Religion

DEFINITION Children with mental, physical or sensory impairments or learning
difficulties which make it difficult for them to follow a normal education

YEAR Annual data

METHOD Number of pupils declared every school year by the special public and
private schools. These schools comprise nurseries, primary schools,
general secondary schools, technical and schools and those with special
programmes.

PUBLICATION Statistical Year Book of Greece 1989.
Eurostat (REV-TABA) 1993 (unpublished data).
Deltion Pliroforikis Idikis Agogis, Ministry of National Education and
Religion, Department of special education 1992.

COMMENTARY According to Eurostat (1995), from the 161,471 beneficiaries in 1992
included 26,497 persons with temporary disability.
Data available only at the Ministry of National Education and Religion

SOURCE Manpower Employment Organization (O.A.E.D.)

DEFINITION Persons with special needs registered as unemployed with the Manpower
Employment Organization.

YEAR Annual data

METHOD Persons with special needs registered on the unemployment register of
the Manpower Employment Organization

PUBLICATION KEIIE ,1994, "Evaluation of the implemented by the Employment
Organization, programmes of vocational training and employment for
people with special needs", Athens .

COMMENTARY The statistical data is available by the Manpower Employment
Organization

DEFINITION Persons with physical or mental disability

YEAR 1991

METHOD Data from the population and building census, conducted by the
N.S.S.G.

PUBLICATION EUROSTAT(1991): "PERSONNES HANDICAPEES: DONEE
STATISTIQUES: Volume I: D, GR, F, L, NL, P"

COMMENTARY Auvailable secondary data for all the countries of the European
Community.

SOURCE EUROSTAT

DEFINITION Persons with disability or long term disease

YEAR 1994

METHOD Data from the population and building census, conducted by the

N.S.S.G.
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TABLE 1. (cont.) Available statistical data of disabled persons in Greece.

PUBLICATION EUROSTAT (1995): "DISABLED PERSONS STATISTICAL DATA,
second edition".

COMMENTARY Available secondary data for all the countries of the European
Community

Source: Eurostat 1995. T.E.l.-Athens 1996. Statistical Year Book of Greece 1989.

TABLES FROM THE LATEST POPULATION CENSUS,
CONDUCTED BY THE N.S.S.G. 1991

(Unpublished data)

TABLE 2: Distribution of disabled persons by type of disability and sex (%).

DISEASE TOTAL MEN WOMEN
(%0) (%0) (%0)
Heart 28.31 28.38 28.23
Cancer 1.89 1.57 2.25
Kidney 2.32 2.24 2.43
Rheumatic 1.98 1.14 2.97
Arteriosclerosis 0.93 0.69 1.22
Brain 6.49 6.88 6.04
Physical 13.2 14.2 121
Sensory 7.6 1.7 7.5
Mental 6 6.4 55
Other 29.4 29.1 29.7
Not declared 1.8 1.7 1.9
Total (percent, %) 100.00 100.00 100.00
Total number (N) 232,194 125,373 106,821
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TABLE 3: Distribution of disabled by type of disability and age group (%).
AGE GROUP
SEX DISABILITY 0-10 11-25 26-50 | 51& over | TOTAL
CATEGORIES (%) (%) (%) (%) (%)
MEN Long term diseases 19.6 11.2 24.2 47.9 40.9
Physical disability 14.2 16.0 16.2 135 14.2
Sensory disability 10.8 9.3 7.4 7.6 7.7
Mental disability 17.9 28.0 14.8 2.4 6.4
Other disease or
disability 35.8 33.8 35.7 27.0 29.1
Not declared 1.7 1.8 1.7 1.7 1.7
Total (%) 100.00 | 100.00 100.00 100.00 100.00
(N) 1,563 7,067 24,103 92,640 125,373
WOMEN | Long term diseases 18.1 12.2 24.2 48.5 43.2
Physical disability 14.8 13.6 13.5 11.8 121
Sensory disability 11.7 9.7 8.1 7.2 7.5
Mental disability 16.3 29.7 155 2.3 5.5
Other disease or
disability 36.9 32.9 36.9 28.2 29.7
Not declared 2.2 1.9 1.9 1.9 1.9
Total (%) 100.00 100.00 100.00 100.00 100.00
(N) 1,202 4,511 15,155 85,953 106,821
TOTAL Long term disease 19.0 11.6 24.2 48.2 42.0
Physical disability 14.5 15.0 15.1 12.7 13.2
Sensory disability 11.2 94 7.7 7.4 7.6
Mental disability 17.2 28.6 15.1 2.3 6.0
Other disease or 36.2 33.4 36.1 27.6 29.4
disability
Not declared 1.9 1.9 1.7 1.8 1.8
Total (%) 100.00 100.00 100.00 100.00 100.00
(N) 2,765 11,578 39,258 178,593 | 232,194
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TABLE 4: Distribution of disabled persons by age group and type of
disability (%).

AGE GROUP
DISABILITY 0-10|11-25|26-50 |51+ | Total | Total
CATEGORIES | (%) (%) (%) | (%) | (%) (N)
A. LONG Heart 0.3 0.6 7.7 914 | 100 65,749
TERM Cancer 1.1 1.8 16.2 80.8 100 4,389
DISEASES Kidney 1.1 3.2 20.6 751 | 100 5,410
Rheumatic 0.3 1.0 104 | 88.3 | 100 4,618
Arteriosclerosis 0.2 11 9.0 89.7 100 2,174
Brain 15 43 12.8 814 | 100 15,088
Total A: 0.5 1.4 9.8 [883 [ 100 97,428
B. INVALIDITIES | Physical 1.3 5.7 19.3 73.7 | 100 30,744
Sensory 1.8 6.2 17.1 75.0 | 100 17,660
Mental 3.4 2338 426 302 | 100 13,913
Other 15 5.7 20.8 721 | 100 68,293
Not declared 1.3 5.2 165 | 77.0 | 100 4,156
Total B: 1.7 7.6 221 68.7 | 100 134,766
TABLE 5: Distribution of disabled living in collective households by
age group and type of disability (%).
AGE GROUP
DISABILITY 0-10 | 11-25| 26-50 | 51+ | Total Total
CATEGORIES | (%) (%) (%) | (%) | (%) (N)
A. LONG TERM | Heart 0.4 3.0 76 | 889 100 5,018
DISEASES Cancer 0.6 2.4 142 | 828 100 1,570
Kidney 1.4 5.3 147 | 786 100 804
Rheumatic 0.1 1.6 7.3 | 910 100 1,642
Arteriosclerosis 0.1 6 2.1 97.2 100 2,261
Brain 2.6 10.0 141 | 734 100 3,485
Other 1.8 9.3 277 | 612 100 16,921
Total A: 1.4 6.9 19.1 [ 726 100 31,701
B. INVALIDITIES | Physical disability 1.8 6.7 104 | 811 100 4,761
Sensory disability 3.1 18.1 10.2 68.6 100 1,556
Mental disability 1.9 13.6 325 | 520 100 6,407
Other disability 3.1 7.5 142 | 75.2 100 257
Not declared 15 7.2 248 | 665 100 3,393
Total B: 1.9 10.6 221 | 654 100 16,371

TABLE 6: Distribution of the disabled by age group, sex, type of
disability and living in (1) non collective and (2) collective
households (%).
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AGE GROUPS
0-10| 11-25 | 26-50 | 51+ Total | Total
(%) (%) () | (%) | (%) (N)

1. LIVING IN NON COLLECTIVE

(REGULAR) HOUSEHOLDS

1.A. Long term diseases
Men 0.6 15 114 86.5 100 51,313
Women 0.5 1.2 8.0 90.4 100 46,115
Total 1.A 0.5 1.4 9.8 88.3 100 97,428

1.B. Invalidities
Men 1.7 8.5 24.7 65.2 100 74,060
Women 1.6 6.5 18.9 72.9 100 60,706
Total 1.B 1.7 7.6 22.1 68.7 100 | 134,766

2. LIVING IN COLLECTIVE

HOUSEHOLDS

2.A. Long term diseases 1.7 9.8 24.6 63.9 100 15,282
Men 1.1 4.2 141 80.7 100 16,419
Women

1.4 6.9 19.1 72.6 100 31,701

Total 2.A

2.B. Invalidities
Men 2.4 13.7 28.9 55.0 100 7,903
Women 15 7.7 15.6 75.1 100 8,468
Total 2.B 1.9 10.6 22.1 65.4 100 16,371
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TABLE 7: Distribution of disabled persons living in regular and
collective households by geographical region
(percentage and absolute numbers).

Living in regular- Living in
GEOGRAPHICAL REGION non collective collective Total
households households
(N) (%) (N) (%) (N) (%)
EAST MACEDONIA AND
THRACE 16,088 6.91 1,006 2.91 17,094 6.39
CENTRAL MACEDONIA 43,227 18.58 6,196 17.93 49,423 18.50
WEST MACEDONIA 6,074 2.61 619 1.79 6,693 2.50
EPIRUS 6,891 2.96 395 1.14 7,286 2.72
THESSALY 15,152 6.51 1,513 4.38 16,665 6.23
IONIAN ISLANDS 5,235 2.25 372 1.07 5,607 2.09
WEST GREECE 13,006 5.59 1,067 3.09 14,073 5.26
CENTRAL GREECE 10,858 4.66 619 2.00 11,549 4.32
GREATER ATHENS 76,328 32.81 17,194 49.77 93,522 35.01
PELOPONNESOS 11,398 4.90 1,266 3.66 12,664 4,74
NORTH AEGEAN ISLANDS 7,049 3.03 704 2.03 7,753 2.90
SOUTH AEGEAN ISLANDS 5,717 2.45 1,736 5.02 7,453 2.78
CRETE 15,578 6.69 1,781 5.15 17,359 6.49
COUNTRY TOTAL 232,601 100 34,540 100 267,141 100
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TABLE 8: Distribution of disabled persons by age, geographical
region and living in regular and non collective households (%).

AGE GROUP
GEOGRAPHICAL LIVING IN: 0-10 | 11-25(26-50 | 51+ | Total Total
REGION (%) (%) (%) | (%) | (%) (N)
EAST MACEDONIA | Regular households 11 4.3 158 | 78.8 100 16,088
AND THRACE Collective households 0.9 24.6 13.7 60.8 100 1,066
Region Total 1.1 5.5 15.7 77.7 100 17,156
CENTRAL
MACEDONIA Regular households 1.2 4.8 16.1 | 779 100 43,227
Collective households 3.2 9.7 21.4 65.7 100 6,196
Region Total 14 5.5 16.8 76.4 100 49,423
WEST MACEDONIA | Regular households 11 4.4 17.1 77.4 100 6,074
Collective households 8 4.5 29.6 65.1 100 619
Region Total 1.0 4.4 18.3 76.3 100 6,693
EPIRUS Regular households 1.2 49 19.2 74.6 100 6,891
Collective households 15 10.6 21.5 66.3 100 395
Region Total 1.3 5.3 19.3 74.2 100 7,886
THESSALY Regular households 11 4.8 18.0 76.0 100 15,152
Collective households 1.7 12.4 21.1 64.8 100 1,513
Region total 1.2 5.5 18.3 75.0 100 16,665
IONIAN ISLANDS Regular households 1.6 45 14.8 79.1 100 5,235
Collective households 0.5 5.9 6.5 87.1 100 372
Region total 15 4.6 14.3 79.6 100 5,607
WEST GREECE Regular households 15 6.0 19.0 735 100 13,006
Collective households 2.1 12.7 12.7 72.5 100 1,067
Region total 15 6.6 18.5 73.4 100 14,073
CENTRAL GREECE | Regular households 1.0 5.6 17.2 76.3 100 10,858
Collective households 0.6 6.2 13.3 79.9 100 691
Region total 0.9 5.6 16.9 76.5 100 11,549
GREATER ATHENS | Regular households 1.2 5.2 17.0 76.5 100 76,328
Collective households 1.2 5.7 18.1 75.1 100 17,194
Region total 1.2 5.3 17.2 76.3 100 93,522
PELOPONNISOS Regular households 1.2 4.9 17.8 76.2 100 11,398
Collective households 0.6 6.1 23.7 69.6 100 1,266
Region total 1.1 5.0 18.4 75.5 100 12,664
NORTH AEGEAN Regular households 0.8 3.3 14.7 81.2 100 7,049
ISLANDS
Collective households 0.4 23.3 14.6 61.6 100 704
Region total 0.8 5.1 14.7 79.4 100 7,753
SOUTH AEGEAN Regular households 15 6.0 20.2 72.4 100 5,717
ISLANDS
Collective households 0.5 9.1 315 58.9 100 1,736
Region total 1.2 6.7 22.8 69.2 100 7,453
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TABLE 8 (cont): Distribution of disabled persons by age, geographical

region and living in regular and non collective households.

AGE GROUP
GEOGRAPHICAL LIVING IN: 0-10 | 11-25|26-50 | 51+ | Total | Total
REGION (%) (%) (%) | (%) | (%) (N)
CRETE Regular households 14 4.8 155 | 78.3 100 15,578
Collective households 1.7 5.7 17.1 | 755 100 1,781
Region total 1.4 4.9 15.7 | 78.0 100 17,359
TABLE 9: Distribution of disabled by age group, geographical region
and province (%).
AGE GROUPS

GEOGRAPHICAL [COUNTY 0-10 11-25 26-50 51+ Total | Total
REGION (%) (%) (%) (%) (%) |(N)
EAST DRAMA 1.0 4.3 13.7 8l.1 100 3,347
MACEDONIA EVROS 0.9 5.8 15.2 78.0 100 4,327
AND THRACE RODOPI 14 7.9 18.1 72.5 100 2,321

XANTHI 2.2 9.6 21.3 66.9 100 1,903

KAVALA 0.8 3.3 14.2 81.7 100 5,196

Region total 1.1 55 15.7 7.7 100 17,094
CENTRAL SERRES 11 5.4 16.0 77.5 100 6,044
MACEDONIA THESSA- 1.7 6.0 16.9 75.4 100 26,841

LONIKI

CHALKI- 14 4.3 16.1 78.2 100 2,211

DIKI

KILKIS 0.6 4.0 13.9 814 100 2,495

PELLA 1.3 5.1 17.9 75.8 100 3,701

IMATHIA 1.2 4.3 15.6 78.8 100 4,433

PIERIA 0.9 4.9 19.7 74.6 100 3,698

Region total 14 55 16.8 76.4 100 49,423
WEST GREVENA 0.6 4.7 19.9 74.9 100 688
MACEDONIA FLORINA 1.0 4.5 19.2 75.2 100 904

KOZANI 1.2 4.5 18.6 75.7 100 3,855

KASTORIA 0.8 3.9 15.7 79.7 100 1,246

Region total 1.0 4.4 18.3 76.3 100 6,693
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TABLE 9 (cont): Distribution of disabled by age group, geographical region

and province (%).

AGE GROUPS
GEOGRAPHICAL [ COUNTY 0-10 | 11-25 | 26-50 | 51+ Total Total
REGION (%) | (%) (%) | (%) (%) (N)
EPIRUS ARTA 0.9 4.7 18.3 76.1 100 1,958
YANNINA 14 5.3 18.8 74.4 100 3,499
THESPRO- 1.6 5.9 20.6 718 100 746
TIA
PREVEZA 1.2 5.6 21.8 71.4 100 1,083
Region total 1.3 5.3 19.3 74.2 100 7,286
THESSALY LARISA 14 49 17.3 76.3 100 6,004
MAGNISIA 1.0 5.0 16.1 77.9 100 5,250
TRIKALA 0.7 4.9 22.0 72.3 100 2,845
KARDITSA 1.6 8.5 21.0 69.0 100 2,566
Region total 1.2 5.5 18.3 75.0 100 16,665
IONIAN ISLANDS [ ZANTE 3.6 5.2 14.0 77.2 100 1,102
CORFU 1.2 4.9 14.1 79.9 100 2,743
LEVKAS 0.7 4.4 16.9 78.0 100 591
CEPHALO-
NIA 0.8 3.6 13.7 82.0 100 1,171
Region total 15 4.6 14.3 79.6 100 5,607
WEST GREECE | AETOLIA 14 6.2 19.6 72.8 100 4,383
and
ACARNA-
NIA
ACHAIA 1.7 7.0 17.9 734 100 6,385
ILIA 1.3 6.2 18.2 74.4 100 3,305
Region total 15 6.6 18.5 73.4 100 14,073
CENTRAL BOEOTIA 0.7 5.2 16.3 77.7 100 2,546
GREECE EUBOIA 1.0 6.1 18.0 74.9 100 4,620
EVRITANIA 0.5 8.7 20.1 70.7 100 389
PHTHIOTIS 11 4.7 15.1 79.2 100 3,221
PHOCIS 0.6 6.0 18.8 74.6 100 773
Region total 0.9 5.6 16.9 76.5 100 11,549
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TABLE 9 (cont): Distribution of disabled by age group, geographical region

and province (%).

AGE GROUPS

GEOGRAPHICAL | COUNTY 0-10 | 11-25 | 26-50 | 51+ Total Total
REGION (%) | (%) (%) | (%) (%) (N)
GREATER ATHENS 11 4.2 15.1 79.6 100
ATHENS EAST

ATTICA 15 6.9 17.5 74.2 100

WEST

ATTICA 1.3 6.0 21.3 71.4 100

PIRAEUS 1.2 5.1 16.5 77.3 100

Region total 1.2 5.3 17.2 76.3 100 93,522
PELOPONNISOS | ARGOLIS 1.3 4.1 18.2 76.4 100 2,203

ARKADIA 1.0 5.1 21.9 72.0 100 2,377

KORINTHIA 1.5 6.6 18.1 73.8 100 2,386

MESINIA 0.9 51 18.7 75.3 100 3,351

LAKONIA 0.9 3.7 15.0 80.4 100 2,347

Region total 1.1 5.0 18.4 75.5 100 12,664
NORTH AEGEAN | LESVOS 0.7 4.5 14.9 79.9 100 4,626
ISLANDS CHIOS 1.0 6.9 14.5 77.6 100 1,666

SAMOS 0.7 5.1 14.2 80.1 100 1,461

Region total 0.8 5.1 14.7 79.4 100 7,753
SOUTH AEGEAN | CYCLADES 0.9 4.4 16.0 78.7 100 2,710
ISLANDS DODECANE

SOS 14 8.1 26.7 63.8 100 4,743

Region total 1.2 6.7 22.8 69.2 100 7,453
CRETE CANEA 1.7 5.4 16.3 76.7 100 5,283

RETHYMNO | 1.3 3.9 14.9 79.8 100 2,081

IRAKLION 1.5 4.9 15.8 7.7 100 7,787

LASITHI 0.8 4.1 14.7 80.4 100 2,208

Region total 1.4 4.9 15.7 78.0 100 17,359
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O XQPOX XTA TAPYMATA ITAIAIKHX MEPIMNAX
YXTHN EAAAAA

ZQH . TEQPT'TAAOY
Apyrréxtaov Muy., Tunua Awoxoounuixng, T.E.1. AOnjvog

Abstract

This paper describes the stock of 76 buildings currently devoted to
institutionalized child care in Greece from the variety of viewpoints including
layout, planning, construction, relationship to surroundings, maintenance and
facilities use and management; 30% of these buildings were built before 1930, but
construction dates extend into the 1970’s. While the social need for such a special
building type has been consistently recognized over this period, design guidance,
systematic building evaluations, or research regarding the role of architecture in
the context of child care is conspicuously lacking. The descriptive portrayal of the
building type is linked to the identification of a variety of problems and issues,
which can form the subject of further research. Indeed, the paper is a part of a
Ph.D. thesis that examines how spatial layout and configuration affects the
patterns of space use and the styles of control, pedagogy and management
implemented in these settings.

Hepiinqyn

H pedém avtr, €el oav oTOX0 VO KATAYPOWEL TNV VTAPYOVGH KATAGTUOT GE
KTipla WpvpdTov Kielomc mepifaiyng modidv oyoAkne nikiog oty EALGS«.
AmoteAel €peuva mediov, G€ KTIPOKO - AEITOLPYIKO TOMO 7OV OV  EYEL
Ocsopobetnuéveg  mpodiaypapés oyedopuov.  Eloayoyikd  ypnoipomotodvton
oTolyelo mov agopodv To Oecuikd TAMIGIO AglTovpyiog TV BPLUATOV, EVD O
KOPLOG  KOPUOG NG €Ppeuvag  OVOQEPETOL  OTNV  OPYITEKTOVIKY  TOV
ypnoworoovpeveoy ktipiov. Ta cvumepdopato TOV GLVAYOVTAL OPOPOVV TN
popeoAOYia, TNV Opydvedon Kol TN AEITovpyid. TOL  SOUNUEVOL KOL TOV
TEPPAALOVTOC YDPOV, TOV YPNCULOTOIOVUEV®Y DAKOV KaO®OS Kot TNV THp1non Tov
KAvOVOV VYLEWVNG Ko 0GQAAELC.

Yropfol apBpov, 21 Aexeufpiov 1998
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1. Ewayoy)

H Wpopatiky mepiBoiym oavilkov modidv Tov  GTEPOVVIOL  KATAAANAOL
01KOYEVELNKOV TEPPAAAOVTOC KOl Ol EMATMOGELG TNG EYOVV GLYVE OTAGYOANCEL GE
EPELNTIKO EMIMEDO, KOWVMVIKOVG AEITOVPYOVS, YUYOAOGYOLS KOl POPEIS KOWVMOVIKNG
TOMTIKNG og Bépata maudikng mpootaciog. O apyltekToviKOS oYedOGHOS KOl M
TOWOTNTA TOV YDOPOL, TAPOTL AVAPEPOVTOL PNTA MG TAPEYOVIES WYUYXOVONTIKNG
eEEMEng tov meplBoAmopévev TodldV, OV EYOLV  AMOTEAECEL AVTIKEILEVO
avtdvoung LeAETNG.

H épevva avtq mpaypoatomomBnke oto Sdotmua 1991-95, pe emrdmeg
emokéyelg o 1¥pvuata kAot mepifaiyng pustoloykdv tadimv:. H cuiloyn
TOL LMKOV €YWVE LE TOPOTNPT O, CUVEVIEVEEIS [LE EPOTNHOTOAOYIO OVOIKTOD KO
KAELGTOV TOTOV, POTOYPAPNCT KOL APYITEKTOVIKEG KATOWYELS, OOV NTaV duvaTo.

Ta otoyyeio mov cLALEXONKOY apopovv:

o) Fevikég mwinpoopieg yio ) Acttovpyio TV Wpvpdtov - Beouikd mAaicto,
ypovoloyia idpvong, popéa, apBud TPOSTUTEVOUEVOV OTOU®Y, EPYAlOpEVMY,
K.0.

B) Hoootikd oToLEid OV AVAQPEPOVIOL OTIS KTIPWOKES EYKOTUOTAGELS -
moAooTn T, VTopEn LEAETNG Yo TN GLUYKEKPIUEVN (P oN, THAVES TpocOKeg 1
AELTOVPYIKEG TPOTOMOUWOELS, OVOAOYIKA peyédn ypnoemv, Sopkd VA,
oplBuntikd  peyédn  ktplov - Kiipoxkog yopov, vraifpiwv  xdpwv,
LUNYOVOLOYIKMV EYKOTAGTAGE®V, K.O.

y) TlowTikG o6TOoLYEi0. TOV OVAPEPOVTOL OTIS KTIPLWOKES EYKOTUGTAGES -
KatoAAnAdTTa.  mepPdriovtog,  popeoioyia,  SapBpoTikn  moldTnTa
AELTOVPYLDV, GYECT LE TOV ELPVTEPO KOWVOVIKO YMDPO, TOLOTNTA PETOKIVICEMY,
dtwopaMon vyslog kol ovvONKOV ac@aAieiog, KATAOTOON KOTOOKELTS,
GLVTNPNON, K.O.

Ta dedopéva KaToypaPNKAY o€ TIVOKeS 000 TOTWV, TOL APOPOVY YEVIKES Kol
AOPIKES TANPOPOPIES.

H mopovcioon tov cvumepocpdtov yivetolr pHe TIVOKES GLYVOTNTOV Kol
TOGOCTMY KOl JypAppote dlapopmv TOT®V (KuKAKd, poapdoypdupata, Tpimv
dlotdoewv), o obvolo M avd katnyopia. EmmpdcOeta ot petofintég mov
mpocdopicOnkav kataypdonkav oe 33 mivakeg avd kotnyopio, yuwo kéOe
TEPIMTOON TOL dETYHATOC,

H éAewyn Beopobenpévov mpodoypapdv oyedlacloy omoTelel OVGIOOTIKN
dwmiot®won ¢ Koataypagig mov mpoyuatorombnke. O TPocdOPIGHOG OU®S
TETOIOV OPYOV EEEIOIKEVUEVOD OYESOOUOD OMOTEAEL OVTIKEINEVO HEAAOVTIKNG
perétng. H diepevvnon tov xpumpiov a&loddynong mpoypatomomonke e
SL0dIKAGIES OVAYWYNG OE TEPLOYES GLUYYEVIKAOV YPTOEMV.

1. H épsvva mpaypatomomnke pe ypnpoatoddmon tov Teyvoloywov Exmondevticov [8pdpatog
ABMvag, ota mhaiota eupOTePng a&OAOYNOTG WPVUATMV TOLSIKNG TPOCTAGING CUUTEPIAAUPUVOLLEVHV
Kot ouTOV Yo, mondid pe ewdikég avaykes. [epiehapfave tpelg ave&aptnTous TOUElG e avTioToLovg
KOpLovg pevvNTéc Toug A. DpdyKkov, X. AYaAdTOL Kot T1 GLYYPAPEQ.
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O Xapog ara Iopouoza [aidins Mépiuvog oty EAAdda
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2. Ilpooodwopiopdg Ilediov "Epevvag

H xkierot wWpopotikn wepi@aiyn oamoterel po mpoktikn mopéppocn tov
KPATOVG GE TEPUTTMOELS OKOYEVEIDMV GE ¥povia 1| o&ela Kpiom. Aviurpocwmevet
mv molootepn Kotnyopio tov Opoavotpopeimv vnd v dueon M éupeon
enonteie tov  Ymovpyeiov Yyeiog [lpdvoiag & Kowwvikdv Aceoaricemv,
(Y.YILK.A) x0Bdg xor tov EBvikov Opyavicpov Ilpovowng (E.O.ID), g
EXinvikng OpB6doéng Exxinciog (katd tomovg lepéc Mntpomdrers, I.M) kon
Botkaov Opyavicudv — OulavBpomkdv Xopateiov, KOp oty mEPLOYN
Anvov kot Oegoccarovikng. XNy mAEVOTNTA  OVTAOV  TOV  WOPLUATOV
oo&evoivtat vym moudid 5-18 etdv, mov amodederyUéva GTEPOVVTOL OIKOYEVELD-
KNG epovtidas. [ ) Ppepikn nikia vrdpyovv 8 1dpvuaTa KAEIGTHG TEPIBAAYTG,
amd to omoia Agttovpyovv 3. To peyaivtepo and avtd, ivar to Tdpvua «Mntépay,
OOV TPOYLLOTOTOLOVVTAL TPOYPAUUOTO VLIoBEsinG, avadoyng Kot ekmaidevong
Bpepovnmoxoumy.

Ot BeopoBetnpéveg mapoyés sivor otéym, Tpoet, Evovor, ekmaidevon (OAeg ot
Babuideg — ooy e®ONG, HEOT], AVATEPT, AVAOTUTY, TIG TEPICCOTEPES POPEG OE Kt
EMOYYEALATIKY] KOTAPTION), 1OTPOQUPUOKEVTIKY TEPIBAAYN Kot YOuYOAOYIKY|
VIOoTNPEN, Yuyoywyia.

Xmv EAAGSa Aettovpyovcav, péxpt tv oAokAnpwon tng perétng, 76, oe
GUVOAO TMOV TPOAVOQEPOLEVOV Katryopldv, 1dpdpata IModikng Mépuvag, mov
oo&evovoay katd tpocéyyion 2610 dtopa o kKAeiot) mepiBadym, pe dnAopévn
dvvatotta erhoeviag 4480 atopmv avtictoya. H épevva mepiélafe 48 [dpopata
(63%): 19 Kévipa IMadwkng Mépyvag - KILM., 6 IMaudondrelg tov Ebvikon
Opyavicpot Ilpovowag (E.O.0I), 8 Exxinclaotikd Idpduata ko 15 Idpoupata
ot Tlpotofoviiac. H perémn g kotovoung Tov 1WOpupdToOvV  ovd
YEQYPAPIKO StopéPopa, KoTadekviel v anovoio K.ILM. oty neproyn ATTikng
Kot TV TANPN amovcio Wpupdtov otnv okpltiky mEpoyn s Opdxne. O
peyodvtepog apfpog Idpopdtov Idiwtikng Hpmtofoviiog BpickeTon otnv meproyn
Attikf|g, petald TV omoimv Kol To TOANOTEPO GE Ypovoloyia idpuorg.
SOUTEPACHUATIKO O HEYUADTEPOG aPOUOG WOPVUATOV KOl TOV TECCHPMOV KOTN-
yvopuwv Bpioketor otnv Hrepotikn EALGOa, pe egaipeon v Kpnm ({livaxag 1,
TOPOPTHUATOC).

H xatyoplomoinon avdé emomtedbovca opyn €xel ypnowpwomomndel yw tnv
TOPOVGIOCT) OAMV TV EVPTUATOV.

2 onuepw KATAOTOON O TPOYRATIKOS aplOpdc Tov Toddv Tov
oto&evoovtal, Ppioketal oe kabodwkn - @bivovoa mopein oe oyéon pe TS
opyovikéc toug 0écelg. Avtd o@eidetar ap’ evog otn dlapopomoincn TV
TPAYUATIKOV OVAYKDOV, GTIV 0AAQYY] TOV OTOLTHCEMY TO®V GLVONKOV dofimong,
MV TPoddnon GAAOV HOPPOV TPOCTACIOG Kot o’ €TéPOv oTn Uelmon Tov
KovOLM®V Agttovpyiag oto Anuocio topéa. Ot pésotl dpotl TANPOTNTOG vl Yia T
K.ILM. 58%, tig [oudomorerg E.O.I1. 65%, ta ExkAnocwaotikd 1dpopata 53%, evod
ta [Spopata W61wtikng mpwtofoviiog mopovstalovy T UeyoADTEPT TANPOTHTO
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77%.

3. M\aicwo Agrtovpyiag

And v afloddynon tov delypatog watd péyebog pe Paon tov aplBuo
TPAYULATIKOV BEGEDV, TPOKVTTEL OTL TO PEYAADTEPO TOGOGTO - 64,50% KakdmTeTON
and ta pKpéd [dpvpata, mov euho&evovy g 40 tadwd. Ta pecaio oe péyebog
IBpopata, 41-99 madud, Koldmtovy T0606TO 27%, evd Ta peydia, dve twv 100
SOV, OVTITPOCMTEDOVY T0 8,5% TOov GUVOAOVZ. Amd ™V Tafvouncn Kotd
¢ooro (Idpopata Appévav, Oniéov, peKTd) oTlg 4 Ol0KNTIKEG KaTnyopieg
IBpopdrev, mpoxdmter 61t to0 K.ILM., dev SBétovv pektovg tomovs. Ta
Exxincwotikd ko ta Idpopata [Siwtkng Ilpwtofoviiag, amegvbdvoviar oto
UEYOADTEPO TOGOGTO TOVG GE Kopitold, evd ol meplocdtepeg [lodomodrelg tov
E.OIl elvan pewctéc. Xe odvoro, 10 37% elvan Idpvpota Appévav, to 45%
Oniémv kot o 18% Lektd.

O T6mOog KaTaY®OYNS 1| TPONYOVUEVTG OLULUOVIG TOV QLAOEEVOVUEV®V TOLOIDV
oyetiletal pe N STNPNON EMAPDV LLE TO OLKOYEVELOKO TOVG TEPLBaALov. Opmg «n
YE@YPAPIKN YeEITOViO TOV 18pOUaTOG, dmov Ba TomobetnOel éva mandl pe Tov 10O
Katowiog TV yovéwv Tov, €lval éva aUEANTED KPLTHPLO KOTE TNV OmOQOoN
gyKieioponn’®. Tto Wpvpata Idwtikhig potofoviiog ko tov E.O.IL kdpia, dev
Aappdvetal vTOY”N CLTO TO KPLTHPLO, EVA TO 0vtifeto cupPaivel oto K.IL.M. Xta
Exxincwaotikd [dpopata o meputtmdoelg popdlovral. Téhog to K.ILM. povo amnd
OAEG TIG KOTNYOPIEG, PIAOEEVOVV TTOUOLYL OO YELTOVIKEG YMDPES Kol EWOIKA amd TNV
AlBavia.

H vopwkny popon, axolovbei 2 tomovg: Nowwkd Ilpdécwma Anpociov 1
[Siwtikod Awaiov. Ola ta KILM. etvan NILA.A. ko o6 ta [Spopoata [Simtikng
[TpwrtoPovriog o Opyaviouds Anpodoiag Avtidqyewns Zaxbvlov (42%), evd Oia ta
vrorowra eivar N.ILLA. (58%).

H ypnparodétnon npoépyetal omd 4 mnyéc, mov Pmopel vo GLVUTAPYOLV OE
pikpd N peyodvtepo Poduod o’ évalopopas:

a) H emola ypnuatodsdton and 1o Y.Y.ILK.A. (Ymovpyeio [Ipdvoilag) eivan
KOWN Yy OAEC TIC KoTNyopleg Kol KOADMTEL OC KVPWO YPNUOTOdOTNOY OF
nocootd 100%, tic Aswtovpywkés avdykes tov kpotikov KILM. kot
Howororewv tov E.O.IL. Qg xiplo Kot dgutepehovsa TNy CUUUETEXEL GTO

2. H a&oloynon kotd pkpd, pecaio, peydro péyebog Wpdpotog og oxéon e T erio&evolpeva
aropo, ewdyeton oe IMaveAdnvia €pevva Wpopdrov 1980-1985, and tovg O. MAPATOY, Z.
AOEIAAH, A. AAMIIIAH, A. XTATKOY Meyoidvovrag oe Tdpvua, Exdnvikn Etoipeia Poyicng
Yyewng kot Nevpoyuylatpikig tov Ioudion, Abnva, (1988), Enpérera ©. Kalhvikdxn ced. 50

3. AITAH MIIPOYZKOY, Xpawyyixés e Ilpovoiag yio to maidi tov 200 aicdva, Oikoyéveio-
Houdwen Ipooracio-Kowwvikny I[lolitiki, Ivetitodto Yyeiog tov Iaudov, ABniva, (1993), Empéieia
E. AydBwvoc— l'ewpyomovrov, cel. 69.
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O Xapog ora Idptpora Houdunc Mépywvag otnv EAddo
ZQH I. TEQPTTAAOY

50% tov ExkAnclaotik®v, evd DITapYEL GUUUETOYN OTO HEYAADTEPO TUNLO TOV
ISpupdrov [Buwtikig IMpwtofoviias - 86%.

B) H emow ypnuatoddmon amd
Tig Lepég Mntpomdirers g Opho-
do&ng Exkinociag, aviumpocmnedel
v K0Pl TNyN YPNUOTOSOTNONG
tov 60% tev Exkincwaoctikdv
[dpopdrav.

v) Ou idwor mépor amd kAnpodotn-
LOTo. OmoTEAOVY KVUPLoL 1 OgvTe-
pevOLGO  TNYY  XPNUATOOOTNONG
010 60% TV [dpupdtov IdiwTtikrg
npwtofoviiag, 10 25% tov Ex-
KANGOOTIKOV 1OpUHATOV KOl TO KILM. Aapéveow aspibm, Exaponotiero

26% tov KJILM. Meyding a&log
KAnpodotipate dbéTovv WBpvpaTa, TOV 1 1OPLOT TOLG YPOVOAOYEITOL GE
dvokoleg Y to EAAvikd kpdtog mepidodove, émov 1 Idpupatikny mpootacia
TPOEPYETAL 1] EVIGYVETOL CNUOVTIKA oo Wimtes. Ot [Tadomodrerg dev drabéTovv
id1ovg TOpoLG.

d) O dmpeég avIIPOSOTEVOVY OEVTEPELOVLGA TNYT| XPNUATOSOTNONG, TP’ OAO
OV GLVOVIMOVTOL G OAEG TIG KATNYOPlES 1OpLUAT®V.

Amd T peEAT TV YPOVOAOYI®DV 1dPLONG, TA TEPICCOTEPO OPVUOTA
ocuykpotnkav o€ mePlOdoLg MOAER®Y Kot eBvikdv kotactpopdv. 'Etctl, m
mepiodog 1922-1930, mov émetow tov A° Ilaykoopiov IloAépov xor g
MikpoolaTIKiG KATAGTPOPNG CTUEIDVETOL G 1] TTLO TUKVY] OO TAEVPAS 1OPVCEMV,
pe T0606To 29%. Xtnv mepiodo 1941-50 nov émetar tov B Haykoopiov kot tov
Epgidiov [Torépov onuewwverar tococtod 19%. Eved 6’ avt mov axoiovbei, 6tov
aKopo eTOPOVV Ta TPONYOVLEVE YEYOVOTA, TO T0G00TO glvan 8,5%. Tnv mepiodo
61-70, wor v emopevn 71-80, mov ocvumeprrapPdvovv TV emTOETI TNG
dwraropiag, Wpvetar 10 15% kot 10 6% aviicTorya, ToL GLVOAOL TV WPLUATOV.

Ewwotepa ta K.ILM. 18p0bnkav o mocootd 65% tnv mepiodo 1911-1930 tov
A’ Toykoouiov kot G MiKpaolOTIKAG KATAGTPOENS, OTav avoamtuydnke 1
kpatwkn [povowa. O Houdomdrers tov E.O.IL. v mepiodo tov B [Taykoopiov ko
tov Epgpuiiov moArépov. Ta Exkinolootikd 1dpdpota Katéyouv £va eVIVTOoLHKO
TOGOGTO WOPVCEMV, TNV TEPTIOS0 TNG GTPUTIMTIKNG SIKTATOPING.

To mpooomkd KoTavEUETAL G 3 KOTNYOPIEG EOIKOTNTOV: TO OOIKNTIKO
SLYELPIOTIKO TPOGMOTIKO, TO TPOVOLAKO - TOLSOYMYIKO TPOCMIIKO KOl TO TEYVIKO-
Bondntikd mpocmmikd,

4. To doNTIKO-SLaYEPIOTIKO TPOCOTIKO, TEPAAUPAVEL TPOIGTAUEVOVG, OLOYEIPIOTEG, OLOIKNTIKOVG
VIOAANA0VG, dakTLAOYPAPOLS. To madaywykd — TPovolakd TPOSOTIKO S0oKAAOVS, TALdAy®wYOoVS,
YUYOAHYOVG, KOWMVIKODS AELTOVPYOVS, EMUEANTEG, VOGOKOUOVS, ylaTpods. To teyvikd-fondntucd
TpocmTIKd, Bupmpovg, cuvinpntég, payeipovg kot Bonbovs, KaBAPloTES, VOKTOQVUANKES, POMTTEG,
TAOVTES, 001Y0C, ILOTIOPVAAKES.
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2115 meplocOTEPEG KOTNYopieg ot opyavikég BEcelg vIepKaAVTTOVIOL EKTOS TOV
TOLOAYOYIKOD TPOGMOTIKOV, OOV TOAAEG POPEG EPPAVILETAL TAAGUATIKY] KAALY,
YEYOVOS OU®G Tov oQeileTal TNV TPOCANYT SOCKAAMY KOl EKTOOELTAOV, TOV
BonBolv o1 oyolwkr pelétn. EBeloviikd mpoowmikd, 1010TEC Kol povoyol,
vrapyetl oto Exkinowootkd [opdpata, 6mov dev mpoPArémoviar opyavikés Béoels.
‘Eto1 n e&ummpétnon tov avaykov enagietal otny koA d1d0eon tov eBglovimy.
H avaloyia Tov mpovolakod - Todaymyikol TPos®TIKOV, Tov gival 1 katnyopio
Tov epyolopéveov ce QUECT] ETMAQPY| HE TO AL, GE GYECT) LE TOV TPOYLOTIKO
apfpd TV madidv Kupaivetar oand 1/3 og 1/45.

Inuoavtiky Oewpeitor akoun n OYmapEn S00 EKTOOELUEVOV  EOIKOTHTOV
TPOCHOTIKOD, TOV YLYOAOYOL KOl TOV KOWV®OVIKOD AELTOVPYOD, TOV O1KOSOUOVV TO
mhoiclo G oywyng, Oepameiag, WuyoAoywng ompiEng kot mopepPaTiknig
TPOKTIKNG ToL [dpvpatoc. Eival yopaknplotiky| n mANpng amovsio Kot Tov 600
gwKoT TV omd to ExkAnclaotikd [dpodpata kot 1 «oyedovy oamovcio and to
K.ILM. Ixavomomrtikotepn mapovoia eEacpaliletar otig [adondreig tov E.O.I1.

H pépooon, 6mwg mpokdnTel amd TNV 16TOPIKY avackomnon®, eatvetar Ot
EMOIEE OMNUOVTIKO POAO KO TPOYUOTOTOLEITO HEGO GTOVG YDPOVG TOV OPVUATOV
ToL TPAOTO XPOVIA Agttovpyiog Tovg. Znpepa map’ OAn v avabedpnon avTig g
avtiAnyng, Yoo va punv KoAAEPYOUVTOL (QAIVOPEVO 13PLUOTIGHOVS, VIap oV
LEUOVOUEVES TEPUTTMGELS EKMOIOELONG TOV TPAOTOV Pobuidmv (TPooyoMKng,
OTOLYEIDO0VE, HEONG) Kot €vTOg ToV wWpvpdtmv. Tig mepiocdtepeg (opég To
EKTOLOEVTIKG GYNUOTO AELTOVPYOVV GTO TAMIGLOL TOV «OVOIYLLOTOG) TOV 1OPVUOTOS
TPOG TNV KOwotnto, o€ avtifeon pe v KoblepoUéVN OVTIANYN TOV «OVOTYLOTOGY
™mg Kowodmtog 7pog ta mowdd Tov Wpdpatos. Ov ovvnbéotepec HOPEES
EKTTOIOEVONG TTOV GLVOVIMVIOL EVTOG TOL 1OPVUOTOG, €IvOl 1) TEYVIKNA KOl 1
otoleldong. Texvikn ekmaidevon 7TPooeépeTar o€ 6 WOPVUATO  GLVOAIKA,
TPOooAIKN o€ 1, oToryeudong o 4 kau péom og 2. Emmpocheta o 2 10pOpoTa Agt-
Tovpyohv maudikol otobuol, evdd o€ €va TPOCPEPETUL KOAATEYVIKY] HOVGIKY|
mondeio

5. KAAAIT'A E., Ilpovora yio. to Houdi oty EAdda tov 19°° aiwva, 1dpopa Epgovav yuo to mondi,
Awddvn, Abva — I'dvviva , (1990).

AHEOYPIQTHX T, Kowwvikés wxou Nopuxés Avulnweg yioo 1o Ioudi, tov Ilpiro Aiwve tov
NeoeglAnvikod Kparovg, Awddvn, Adfva — T'dvviva, (1986).

6. O 1OpLUHOTIOUOG TEPLYPAPETAL GOV APYNTIKO QOIVOUEVO, LE U0 GEPA YOPUKTNPLOTIKOV TOV
epoavitoviar A0y pakpoypoviag SwPimong oe kAot 1Wpvpate. Avapépetol dg TO00 oTa
@uo&evovpeva ATola 0G0 KOl 6TO TPOSOTIKO. X £vav TEPIANTTIKO 0ptopd, yapaktnpiletar and v
OTOAEW EMOPNG HE TO €uPUTEPO mEPPGAloV, ™V amposio, OLTOPYIKOTNTO, TPOTIUNGN GCE
TPOOTATELTIKO  TEPBdAlov, adwapopio, vmotayn. SPINTZ (1945, 1946), BARTON (1959),
ZINGLER (1963, 1970), PARSONS (1957). «Auyotepo emelepyaocpévn Kot artioloynuévn amd v
évvola Tov [dpvpatiopon, givar  évvota tov Idpupaticod IlepiBdrlovtoc, mov £xet otoryetofetOel
om0 OTOCTMACUATIKEG EVIVIMOES Y10 TO KTIOUEVO TEPPAALOV TOV 1OPVUAT®V. ZVVAVLUO KOl
ocvotatikd Tov Idpupatucov IlepipdArovtog, eivar 1 povotovia, 1 emovaAnym, n opoopopeio,
aKapyio TOV YMPOL Kot TNG YPNONG TOL GTN YEMUETPIO TOL YDPOL, 1| GLUUETPIA, N AmAy TapdOeom, 1
LOVOAMOKOTNTO. TNV «ATUOCPALPO» TOV YDPOL, 1 LOVOYXPOUIN, 1) TUTOTOINGT, 1 YOV, 1 TAEN Kot
n anootepopévn eviomoony . [MAIMMAXQTHPIOY- MAZH, Apyitektovikyy kou  Idpouotixn
Ipaxtuxy, ATIO, O@sccalovikn, (1983), ceA.136-38.
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Q¢ mpog 11 eEMOYOMKEG OPAGTNPLOTITES, TOV AVOTTUGGOVTOL KOPLOL EKTOC
tov pvuatog, ot Iladomdrerg tov E.OIL, mapovcualoviar omnv  mo
wavoromtiky| 0¢om, evod ta Exkinclaotikd Idpdpata otn duoyepéotepn.

4. Knpwkéc Eykataotaoelg
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4.1, T'evikég TAnpoopisg
Y0 TG KTIPLOKEG
EYKATOOTAGELG

To ovYotnua Aertovpyiog

10% TV ISpopdrav
0% + + + | ,
K.MLM. EON.  ExkAnoiotkd  I5pupara OYNUOTOTTOLETTOL KOl OT1
181IWTIKAG 7 .
MoumaBounia doun TV KTIPKOV
EYKOTAOTACEWV KOl UTOPEL
m Evicio m Eviaio pe opddeg 0 Xwpid , ,
va peletBei, ave&aptnra
Midypoppo. 1 Zootnua Asitovpyiog ané TODQ STdGT] uoug

XOPAKTNPIGHOVE OV

1GYLOLVY, UE 0VO0 LOPPOAOYIKOVG TOTOVE Kol TOV EVOIGIEGO TOVC:

o) Evigio svotnua Asttovpyiog, 6mov 1o idpuua AEITovpYEl Gav eviaio oHvVoAo,
ovvNBwg o€ £va LoVvoAMBIKO KTiplo, LE KOVOYPTOTOVG YDPOoVS (kdtown 1).

B) Tootnua Aertovpyiog opadmv, 6oV 10 dpvUO AEITOVPYEL GUVOAIKG, GE éval
ocuviBwg KTiplo, oAAG e KATOUEPICUO TOV TUOIDV GE OUGOEG LLE ETUEPOVG
KOWOYPNOTES AELTOVPYiEG. AVTO eKPPALETAL XWOPIKA UE AELTOVPYIKEG LOVADES
ava 6po@o N pe dadoyn (xatoyn 2).

Y) ZOoTNUO «Y®PLovy», 6mov 10 dpvua Asrtovpyel pe aveEapTnNTeC G€ UEYOAO 7
uiKpd Pobpd opadec He YEVIKT TOTOAOYIKY OPYOV®OGCT UIKPDOV TEPUPEPELOKDY
Hovad®mv. X’ avtd 10 GVOTNUO. AELITOVPYEL EKTOC TOV HOVAS®OV - GTITIOV Kol
TUPNVOG KOWOYPNOTOV AELITOVPYIOV (KdTown 3).

210 dtdypoppa 1 amekoviletal 1 GuYVOTNTO ELPAVIONG TOV TPOAVAPEPOLEVDV
AELTOVPYIKOV GLUGTIUATOV.

To yowpkd mpdtLTo TOL eviaiov [dpvuaTog Bempeitol To 7O AKOUTTO LOVTEAD
Agttovpyiog, amdYovog TOL OAOKATPMOTIKOD LOVTEAOV, EVM TO AVTIGTOLYO TPOTLIO
TOV 10pVUATOG XMPLOD OVTITPOCOTEVEL TO Tedi0 Omov pmopohyv v’ avortvuydovy
KOW®VIKEG OYEGELS, TO €VEMKTO oynuoe. 0mov opilovtal meployég gvhHvNe Kat o
€\eyyoc yiveTal o EAAGTIKOC.
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Karoyn 1- Eviaio cvotnua isrtovpyios
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Karoyn 2 - Eviaio cbotnua eitovpyios pe opdoes

0pogos Korrdvay Oppavotpogeiov Appévav I'. &A. Xatinkdvera
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N

1KTIPIA KOITONON- £E XPHEH 8,9,10
7 KAEIE

1,2,6, XQPOI ®INOZENIAZ
5, AOAHTIKO ' YMNAZIO
3,4, EIAIKO EXOAEIO

2 KTIPIO KOITONQN MPOZQMNIKOY, KAEIETO

3 NOZOKOMEIO
- 4 OYPQPEIO
\ 5,6,7, KENTPIKA KTIPIA
i 8, MAAKOETPQTOE XQPOX YNIOAOXHE
\ 9 XQPOX EYTKENTPQIEQN

10 AGAONAIAIEE

Kdroyn 3- Zootnuo Aertovpyiog “ywpio”.

THodémoln Kafdlag Ayog Fewpyioc
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v avtikaBiotaton and  mepiBaiym

AyvwoTo o€ ep1ddovg Kpiong, amoterel To
1981-1990 {ntovpevo g petoppvbong
1971-1980 MG mapeUPaTiKNG  TPOKTIKNG,
19611970 oAAMd 1M vAomoinom  TOL
1951-1960 kabvotepel mote va vmdpEovv
194171950 ovAAOYEC GUVOAIKEG  KTIPLOKEG
1931-1940 4
EPOPHOYES.
1921-1930
1911-1920 , 7
oo 1010 Ov ypovolroyies dépnong tov
5011900 VPLETAUEVAV KTk
EYKOTOOTACEWDV gpeavifovran

0,0% 5,0% 10,0% 15,0% 20,0% I ,
0TO SUWIYPOUUE 2 Y10 TO GUVOAO

tov delyparog. Ta mepiocoTEpQ
Wpdpota kriCovror v mepiodo

Micypoppa 2 - Xpovoloyies dounong ktpiowv oe chvoro

1961-70, mov mepthapPdver TO
1POVO SLoKLBEPYNONG TNG GTPATIOTIKNG SIKTATOPING, KATA TN SIIPKELD TOV 0T0i0V
TOPOTNPEITAL YEVIKOTEPN AOENCT] TNG OKOJOMIKNG eKUeTdAAEVONG. AvtioTouym,
Alyo pikpdtepn dpaoctnpomra eupavitetor Tig meptddovg 1941-50 ko 1951-60,
TEPLOOOVG  OWKOOOMIKNG — OVOCLYKPOTNONG KOl  PELHOTOC  OOTLEIMOG o1
petamorepiky EALGSa. Xoapaktnpiotiky givor 1 pHikpr mopovcia KTipiov Tpv o
1900.

210 obvoro Tov delypatog 41% tov KTplOV AVAKOLV KOTOOKELOOTIKO GTNV
mpo tov 1950 mepiodo, yeyovdc mov mpocdiopilel makadTnTo Ond GO ®G Evav
a1dVa Kot TOL avarmdEeLKT, oanelkoviletal otn onpepvi toug katdotaon. To 32%
mepthapPdaver kripio nikiog 30-49 etdv, eved polc to 15%, avoaeépeton oe
KTpokeS  gykataotdoss g mpocearns 30stiog. To 15% tov 1dpopdtmv
oteydlovial oe STnpNTER KTIple, 7OV OOTEAOVV ONUAVIIKE OPYLTEKTOVIKA
delypata tng EmMoyNg Tovg.

Yg OTL aQopd TNV KOTOOKELY Of OYECN We TN YPNoN, ot 4 katnyopieg
eupaviCouv TapOUO TOCGOGTA KTIPUKMOV EYKATACTAGE®Y oL &xovv pedetnOel
Y. va oteydcovy opoavotpoeeia (62,5 - 67%). Xtig IMadomodrerg tov E.O.IL
(17%) xoar ta K.ILM. (10,5%) vmdpyovv mepumtdoel; mov cuvovdlovior m
KOTOOKELN Y10 TN GUYKEKPLUEVT] XPNOT| KOl TUNUATOV TOV TPOoOopilovTay yio GAAN
xpnon. Aeempia  amoteAodv  dwpeég KTpiwv  mov  mpocsappolovior Kot
enekteivovtat. Ta peyoddtepa TOGOGTA 0N XPNOT KTpi®v Tov Tpoopiloviav yio
dAAeg Aettovpyieg ocuvaviaviot ota ExkAnclaotikd [Spopata kot to K.ITL.M. (mepi
0 25%), yopic v’ anéyovv mOAD amd To avticToy, oto Idpduate IdiwTikng
[pwtopoviiag kot tov E.O.IL

H Ymapén voppng o1kodopikig Gogtog yio Ty avEYEPON TOV VOLOTAUEVDV
KTIPOKOV €YKOTAoTAcE®Y oYeTi(eTol e TO Voukd mAaicto mov kabopilel to
Babud mapéuPoacng TV KPATIKOV pnyavicpov otn dopnon. [a 21% tov
WpopdTOV Tov Ogiypatog, Ogv  amoutnOnke owkodopkn adea eoutiog NG
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owodounong tovg mpwv to 1928, ov ko o€ TOAAG OmO VTR VEAPYOLV
petayevéotepeg mpooOnkes. o 21% oxdun, sivor yvootd O0tL dev vIApYEL
OKOOOMIKY] Gdela, evd Yo 15% vmbpyovv kot avbaipeto Tunpato pe T HOPON
TPOGONK®V.
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Migypopuo 3 -Xootnua dounons - lipooOikeg- Tpomomojoeig- Aiotnpntéo kriouoto.

To peyaAdbtepo m0600Tod AVOAIPETOV KTIPLUK®OY EYKATACTACE®MV ep@aviletal o
kpotikd Wpopata: [Howwomorelg tov E.OJL ko K.ILM., mbavév eéortiog g
idpuong toug oe TEPLOO0VG AVENUEVOV OVAYKDV, TOL £TPETE V' AVIIUETOTIGO0HV
aueca. Mo ta ExkAnclaotikd [dpouata oydel £vo, €101K0 KabeoTdC adeidv and
TIG katd TOmovg lepég MntpomdAelg Tov dev oyeTileTon OUMC UE TIG VTAPYOVGES
dwtaelg yoo v owoddunon ktpiov. To mepiocdtepa [dpvuato IdmTikng
IMpwtoPovAiag £xovv vouun adela, ov Kot OV AEimovy Kol €00 TEPUTTMGELS
avbapétmv o€ GHVOLO N o€ TPOGTONKEC.

e OAeG TIG KaTNYOpPlEg Ol apPYIKEG KTIPLOKEG EYKATAGTACELS TOAADV 10pVUATOV
&yovv tpomomto0ei, gite e&attiog S10pPOPOTOINGTG AEITOVPYIKDV ATUITNCEWDVY gite
amd Vv e&EMEN TV YOPIK®OV avTIARYE®VY. XtV a&loAdynon avtod Tov 6Tadiov,
dwokpivovtal 600 TOTOL KTIPlokNG €EEMENG: Ol TPOCoONKES KOT EMEKTAON Kol
K00’ yog kot o1 TpoTomom 6l ypRiong 1 peyédovg - Adypoppa 3.

4.2. Tpémog dopnons — Kataokeon

210 Oldypappa 3, omelkovileTol TO 0IKOOOUIKO GVGTI|IM. TOV YPT|CIUOTOLELTOL OTIG
4 xornyopieg WpundTov: cuvexés 1 movtoyo0ey elevdepo (kon perktd)’. To mhéov
YPNOLOTO0VHEVO givan To TavTayOBev gledBepo cvomnua 80%, evd TO CUVEXES
ocvotnua ypnowomnoteitar 6to 20%. H oxéon tov 10pupdtov HeE TOV 00TIKO 16TO

7. To pewtd 01KodOUKO GUGTILA OV 1G)LE O KATOlEG TEPLOYEG OM®G 1) N. PPV LLE VITOYPEWTIKES
TPAUGLEG KOL TPOKNTILOL, OV AVOPEPETAL AOY® TNG AMEVEPYOTOINGTG TOV.
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eketdleton oe 3 mbavég Béoelg: €vidg TOL AGTIKOV 16TV, EKTOG KOl 6T OPleL TOV.
H yopoBétnon oe oyxéon pe tov aoTikd 16Td KOl TO AGTIKO 1 KOWOTIKO KEVTPO,
OOV GLYKEVIPOVOVTAL Ol KOWOYPNOTEG Agrtovpyies, emmpedlel v KOWMVIKN
évtaén kot v moldtnta TPOcPacng Kot KvNoemv TV epyalOpeEvVmV Kol TMV
nepormopévov tadiov. To K.ILM. Bpickovtal 6to chvoro tovg evtdg 1| ota
opwo. Tov aoTkov 16Tov. Ot dAlec 3 katnyopieg cuvavtdvtal pev oe OAES TIG
TPoavaPePOUEVEG BEGELS, GTNV TAELOYN IO TOVG OUMG EVTOS AGTIKOV 1GTOV.

210 OSwypdppota  4-7, epeovifovior To dOpMIKE VAMKE TOvL  €(OvV
ypnoponomBel 610 GHVOAO TOL delylaTOg, GE OTL APOPE TOV PEPOVTO OPYOVIGUO,
TN oTéYOoon, TIS TOLOMOUEG Kol TO KOLOAOUOTH. XTO TEPLGCOTEPA OPVUOTO
YPTOCLLOTOLOVVTOL GUVOIVOAGHOL JOHIKDV VAMKOV GE SLOPOPETIKEG YPOVIKES PACELS
MG KOTOOKELNG, GTO OVTIGTOUXO OUyPOUUE OUMG EUQAVICETOL TO VAIKO TOv
ypMNOooTOotEiTal 68 PeyaAOTEPT £KTAON.

Ov povoeels - Beppopdvmct, vypoudvmor, nyonpootacic, eEetdlovrol pe
SwPabuicelg emdipkelog 1 avenaprelns, oto ddypappa 8. Amod to epnpavn otoryeio
LOVOGEMV 1 YPNOT OWAAV VOLOGTAGIOV eupavileTar oe éva povo idpvpa og
oYé0T| L€ TO GUVOAO, OTOV YPNGLUOTOLOVVTAL OTTAG VOAOCTAGCLL.

H dnapén emoavewokav wpofinpdtov ond vypacio 1 dAleg attieg, o puKpn
N HEYAAN €KTOON TOVL KTIPLOKOD GUYKPOTHUOTOS, KATAYPAPETOL GTO dtdypappa 9.
Ta Wpdpata tov delyparog eppavitovv té€tolov €idovg mpoPAnpate ce T0c06Td
77%. H yevikn katdotaon g KoTaokevg oSoloyeitar and tn cvvektipnon
TOV EUOOVAV TPoPANUdteV (VYpacic, OTOKOAANGES KOVIOUAT®OV KOl VAIKOV,
SuiPpmon, 0EEBDGELS), TNG EKTAGTG OV AVTA TAPOLGIALOLY KOl TG TAAOLOTNTOG
MG KOTOoKELNG. Akoun, aflodoyeital 1 emdpKed TG GUVINPNOGNS 7OV EYEL
eQupproocdel - Bapés Kot avTKaTaoTaon TV POapUévOV TUNUATOV.

H dmopén &vog tovAdylotov cofapod TOpayovio TPOTOV EMMEIOVL, OF
GUVOLOCUO LE OVEMOPKEL GLVINAPNONG, KOTATAGOEL TNV KATOOKELY OF
YOPOKTNPIGUO «KoKN. «Métploy, Beswpeital pic KOTOoKELT] TOL TOPOVGLALEL
KOPLL TPOPANUATA GLVINPNONG N KIKPNG EKTACTG TPOPANUATO TPATOV ETUTEOOV.
«Kalp» Téhog, yapaktnpiletol pio KOTACKELT e UKPA TPOPANLOTO GUVINPNONG.
e Kok Kordotaon Ppiokovror To 42% Tov detypatog, og pétpra to 27% kot o
KaAr 10 31% Tov cuvoLov Tov delypartoc.
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4.3. Mgy£0n KTIPLOKOV EYKATAGCTAGEMV
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Awoypéupare 10,11 - Eufadév ktipiaxev epxataotéoemy, Eufasov mmédon

H a&ordoynon tov upeyébovg twv
KTIPWKADV  EYKOTAGTAGEDY KOl TOL
vraifpov  ydpov, oakolovbel TG
dwPabuicelg mov €yovv opiobei oe
oxéon pe TOV OaplBud TOV OQL-
Aoéevoduevoy  ToUdIOV:  HIKPOD,
puecoiov kol peydiov peyébovg pe
ovoy®yn ©€ UETPIKEC OMOUTIOELG
GYOAELMV, OIKOTPOPEI®V, POLTNTIKMV
EOTIOV GE OLVAPTNON HE  TIG
KOTOypoQOUEVEG  Agttovpyies.  Xta
Sy pappaTo 10 (kTiprokég
gykataotdoelg) wor 11 (yAmedo)
KIIM. Appévav ITrolepaidog - Eviaiog yipog peréms yopnurémrag 200 atdpwv SH(P(XViCOVT(H o TCPO(XV(X(P%ZPC’)IJSV(I

ueyéon. H ovykpion tov peyebov ot
Vo emimeda, Tov apldpod TV mepoATOUEVEOY Kol TOVL dtoTidéuevoy gufado,
00MYEL OTNV TLKVOTNTO KOTOIKNGNG, TNV OVOAOYiO TOL KTIGHEVOL YOPOL avd
nodi. Avty y to KILM. wopaivetar and 14-335 m? kot cuvdéeton pe v
TnpomTa TOv Wpvpdtov. H pikpn mAnpoémta o€ cuvovacud pe tv vmapén
UEYOA®V evwioVv ydOpov Tov dgv éyovv Tpomomoindei, svvoei v aviamTuén
«dpoportikod mepBdrlovioc»’. Ttic vmolouteg kotnyopieg dev vmdpyoLY TOGO
peyaieg dlakvpdvoelg avaroyidv. Ot ukpdtepeg avrtiotolyieg sueoviloviol ota
Exxdinocaotikd [dpdpate yvowotov peyébovg, 6mov akoun Kot 6€ Uikpn aAnpdtra
gupaviCouv pkpd avaroyikd tocootd. Xtic [Tadomoreic tov E.O.I1. gpepavifovton
otabepd oyetkd mocootd. Xta Idpvuarta Idwwtikng Ilpmtofoviiag vrapyel
UEYOAN SLOKOUOVOT] OVTIOTOLYIOG.

O ap1Opoc Tov kTipiev mov dbétel kabe idpvua €yl dueon oxéon Ue

YOPIKT £KPPUGCT) TOL GLOTNUATOS Agrtovpyiag mov okolovbeital. To Eviaio
‘Idpvpa amotelel Tov GLYVOTEPO TOTO GE OAEC TIG KATNYOPIES IOPVUATOV EKTOG TOV

176



O Xapog ora Idptpora Houdunc Mépywvag otnv EAddo
ZQH I. TEQPTTAAOY

E.O.IL (78%). To Idpvpa Xwp1d e meptocotepa and 6 ktipa cuvavtdrol og 50%
tov Ioudomdrewv tov E.OIL xu oe 27% tov Idpuopdtov  ISiwtikng
IIpwtoPovriog. H mhetoynoia tov Wpopdtov dAmv Tov Katnyopldv, dabétovv
Ktiplo pe péyioto aplbpd 2 opoemv kot vIEOYEWD, VA 4 0pdeovg (LEYIoTO Op10)
Sdwbétouv 1 1dpupa tov E.O.I1. ko 2 [dpvpata [diwtikng [pwtoBoviias.

4.4. Ymnaifprog yopog

H 0éon tov Wpopdtev ot
oxéomn LE TOV 0OTIKO 16T
emnpedlel 1660 TN pHOPON
Tov vradpiov y®pPov, 66O
Ko OV TpOTO
EMKOIVOVINGS IE TO O.OTIKO
N kowoTiké kévrpo. Ta
WpbHoTa EKTOG 1 OTO. OpLa
TOV OGTIKOV 16TOV £YOVV TIG
LEYOADTEPES dvoKorieg
pocPaong oTIg
KOwoOYpNoTES  AELTOLPYIES.
el M pe aoTikéS GVYKOL-
vovigg umropovv va
eEummpemBodv 10 GVUVOAO
oyxedov tov KILM., 50%
nepinov tov Iladondrewv
tov E.OIL xat 70% twv
[dpopdrwv IdiwTkng
Hp(DTOBOU}\iU«Q. Ta }110(’1 K.IIL.M. Onléwv Ioavwivwy — Dooikés kallovég
Exxinocwotikd  Idpouara,
emkowvmvouy meln, evd 610 GOVOAO TOLG YPTOCLUOTOOVV OCTIKY 1| VIEPUCTIKN
ovykowvovia. Avtokivnto dwbétovv 10 83% twv [Madonorewv tov E.O.IL, to
62,5% tov Exkincwotikaov Idpvpdtov kot to 40% tov Idpvpdtov Idwwtikng
IIpwtoBoviiog.

H dmopén o@uowkav kKaihovov oty  gupldTeEPN TEPLOYN, YO  KTIPLoKA
GLYKPOTNHHOTO EKTOG TOV OGTIKOD 16TOV Kot TO 1510 T0 PUOIKG 6ToLYEl0 (TEPLOYES
elevBepng N eleyyopevng PAdoTnong) otovg vaifplovg YHPOLG TV WBPLUAT®V,
€VTOG KOl EKTOG AOTIKMOV TEPLOYDV, OVAPEPOVTOL GTNV TOLOTNTO TOV TEPPAAAOVTOG
yopov Kot gpeavifovral oto 44% xor 18% tov cuvorov avtictoyo. Xe WOpvuATa
€VTOG OGOTIKOV 10TOV, OVOQEPETOL 1) TLKVOTNTO NG OOUNONG OTNV gupvTEPN
neployn pe dwPodpioeis mokviig (43%) ko aparg (22%) d6unong.
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Emnpocbeta,
eketdlovron  em-
Papvvtikoi
nepifailovTikoi
TapayovTES: n
OTHLOGQOLPIKN
pomaven (33%), 1
NYOPLTOVOT)
(33%), o1 eotieg
poéAvVoN G
(xeipappot,
SXTEOPPJI-I»ZL%T,(I, K:fa KITLM. Oniéeov Hoapcdv - Aapdppwon séartepiod ydpov

NAeKTpopayVNTIKA TTEdia (TVAMVES PEVUATOG VYNANG TAOoT G, NAEKTPIKOL oTaONOL -
3%) wa1 M Wwitepn yNMKN POTAVOT, TPOEPXOUEVT] Omd Poplés yelrTvialovoeg
Bropnyavieg (3%).

Ot vraifpleg SPAGTNPLOTNTES TOL KOAVTTOVTOL KOL 1] GUVOAIKT GLYVOTNTO
ELEAVIONG TOVG &ivar: M «maudikn yopd» (69%), ot abromodiég (ymedo PTAcKeT,
BoAel, modooeaipov - 50%) kot ta kobiotikd (67%). IMopatnpeitor Opmg to
QOWVOLEVO 1| TOANOTNTO TOV EYKOTACTAGE®V KOl 1) EAAELYN GLVINPNONG VA
Bétouv  extdc ypnong TG mpoPAemdueveg Agrtovpyieg, evioydovtag TNV
EMKIVOLVOTNTA TOVG Kot SIVOVTHG GTOVG VAIBPLONG YMPOLS EIKOVA EYKATAAELYNG.
XapakTnplotikn gival 1 amovsio Tpofremduevev xdpwv otddusvong (35%), map’
OAN TNV €MaPKN EKTAOT TV EAEVOEP®V YOPOV GTNV TAELOYNOI0 TOV WOPLUATOV.

H oproBétnon tov vraifpov ydpov TtV WpLUdTEOV TPAyUaToTolEital pe 4
TPOTOVG: Me ELa@PA S1UTPMTO GTOLXEID TTOL EMTPENOVY TNV ONTIKY| EXAPY| OO TOV
nepBdAlovia xdpo - cuVNOOG PETOAAIKA KIyKAMd®uaTa, dopkd TAgypa, K.0. Me
Bapra coumaynq otoyeio M eloEPOTEPO OV OU®G OEV EMTPEMOLYV TNV ONTIKN
EMOPN KOl KOTE GUVETELD TO «AVOLYLLOY TOV WOPVHOTOS TPOG TNV EVPVTEPT TEPLOYN
— MBodop|, ontomAtvBodoun, toryeio. OTAIGHEVOL GKVPOOENATOG, K.6. Me pekto
TPOTTO — GLVOVOAGHO TOV TPOOVUPEPOLEVAOV KOTNYOPUDY, OOV KOTQ TEPIMTMOT)
enmutpéneTat 1) B€aom Tov 1pvUATOG. Me QUOEIKO TOTOAOYIKG Gplo, OTLG elvan pia
pepatid, éva motdp, pia dacikn éxtaom, k.6. O pektdg Tpdmog etvat o cuyvitepa
eupavifopevog og OAOLG Tovg TOHTOVG Wpvudtwv. EAappldc popong oplofétnon
ocvvavtdrol ota K.ILM. kot ta [Spopata [Siwtikng [potofoviiog, mov ommg €xet
non ovapepbeil evidocovior cuyvotepa amd TIG GAAEG KOTNYOPIEC OE KEVIPIKES
TEPLOYEG TOL OOTIKOL 10T00. Bapidg popoeng opobétmon M @uowd 6pio,
ypMnoonoteital kupla oto, ExkkAnclaotid 1dpouata.

Mehétn Swopdpemong tov vaaifdprov yOPov cuvorikd, £xel vAomonOel Yo
gldyoto wWpopata - 17%, evd ota vwodAouTo, £yl TpoyuaTomomOel TuRATUM
RELETN peyoAVTEPNGC N UIKPOTEPNG EKTOONG. AVTH EQOPUOLETOL KUPLO GE TUMLOTA
Kol OlOpPOUEG  EMIOKEMTMOV, HE ONUOVIIKEG TOIOTIKEG  OlQOPES Kot
vroPabuicpévoug yopovs. H kukhogopia mpaypatomoleiton pe kAipoxkeg, 6mov
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amortovvtol, paumes kot mAEypato dwdpoudv. H mpooméraon tov Kripiov
yiveTat yuo pev ta vrepuympéva Ktipta and KAPOKOoTAG, Yo 08 TNV TEPIMTMON)
g YaUNANg dopnong xpnoiponotovvior cuvinBmg petafatucol nuwnaibplor ydpot
N TpoBdiapotl e166d0v.

4.5. Opydvoon Tov KTIopéEVOL Y OPOL

H Aeartovpywn] odopi] tov 1W0puopdtov  TOWOKNAG TPOOTAGINS, THpd  TIS
Slpopomomoelg AetTovpytkod THmov, peyéBoug Kot TPAKTIKNG TOL TOAAEG POPES
akolovBeital, dev mapovoidlel BepeAddels dopopés avapesa ot 4 Katnyopieg
Tov detyparoc. Kat avtod yiati o mpdto eninedo OAa Ta Wpvpata e&uanpetody Tov
010 okomd Agrtovpyiog - TV mEPIBAAYT TOUSOV PE TPOPANUATIKO OIKOYEVELOKO
meplPdAlov Kol TV VIOKOTAGTAON TOL TEPPAAAOVTOC KaTowKiog. Xe OgvTEPO
eMimedo 01 AETOVPYIKEG OavVAYKES KoTOvEUOVTAL o 000 Eeywplotéc opddeg
YPNOTAV, TO TPOCOMIKO KOl TOVG TPOPILOVS, TOV £YO0VV SLOPOPETIKA GUUPEPOVTO,
EVOPEPOVTO KOl TPOTOLG Kivnong Kot ovtiAnymg tov ydpov. EmmpodcHeta
péAiota n TpmTn opdda emipoptileTar pe Tov ELeYY0 TG GAANG. & Tpito emimedo,
0 YOPIKOG GYEOIOGUOG KOl KOTA GUVETELN KOl TO KTIPLOAOYIKO TPOYPOLULO KOAEITOL
Vv’ avteneEEMDeL o dVO GTOYOLG: TNV VAOTOINGN TOV KOWMVIKOV OMULITICEDY Kol
T dlepebivnomn g oyxedlaotikng pebodoroyiag ywpig kabopiopévo mhaicto. O
1POVOG Kot 1) TOAOLOTNTO TOV KTIPLOKDV EYKOTAGTAGEMV AELTOVPYOVV AVOGTOATIKA
Kol 00NYoOV OE (QOIVOUEVO AELTOVPYIKNG OKOUWIOG LE OTOTEAECUN Ol TUTIKES
douég va un etvor emMOEKTIKEG EVOALOKTIKOV AVCE®MV KOL Vo 0duvVATOOV Vo
0KOAOVONGOLV TIG AALOYEG TV YOXOKOIVOVIKGV Bemproemy.

Mio Tomikn KTIptoAoyikn doun ekepaletol o€ 3 AEITOVPYIKEG EVOTNTES OVOAOYOL
L€ TOVG OMOJEKTEG TOL UTOPOVV VoL EvaL TO TPOSOTIKO, Ta TepBuAndpEVa TOUdLA
Kol Ol €MOKENTEG. Xe pio GAAN AEITOLPYIKY] KOTNyoplomoinon Jtakpivovtal ot
KOWEG - GUALOYIKES, WOIMTIKES - aTopKES Aettovpyieg Kot Pondntikég - teyvikég
dpactnpromrecd.

ATO TOVg YOPOVLS ATOKAEIOTIKNG YXPNONG YO TO TPOGOMTIKO, TO YPUQPELD
YPNOOTOOVVIOL o TO OSOIKNTIKO - OloyEPOTIKO Kot To  eEedkevévo
TPOoOTIKO (WYuYoAOY0G, KOWmVIKOG Aettovpydg) - (L00% tov deiypatog, EKTog TV
ExkAnNclooTik®V), 01 KOITOVES and 10 Todaymylkd mpoc®mikd (62%), evd oe
EMIYI0TEG MEPUTTMGELS VIAPYOLY YMPOL IOV YPNCLUOTOOVVTOL aveEAPTNTA OO
TNV £PYUCLOKN Opada, m.y. y®pog daieippotoc (10% tov K.IL.M).

Ot oviroyikéc opastnpréTnTes MoV aQopovv Ta. mepBUATOUEVE TTOUdLd,
KoAVTTOVTOL amd YMPovg OTtwe: PLpAobnkn - avayvootipio (50%), xdpot perétng
(74%), wtpeio (ydpog €étaong M YPUPEI0 VOGOKOUOL e amobnKn QopuiKkey -
45% ext0¢ tTov ExkAncwotikov - 0%), avappotipo (50%, extog TOV

8. Ot yopaxTnpiopol «GLAAOYIKY, ATOMIKY), TEXVIKI dpactnpota, wcdyovtol and v G. Meyer —
Ehlers, yia v kotowio kot a@opodv TG SpacTnploOTNTEG TOV TPOYHATOTOLOVVTOL OHASIKA, OTOUIKA,
N VIOOTNPIKTIKG TV Yevikdv dpactnpotiteov. G. MEYER - EHLERS, Wohnug and Familie,
Stuttgart, Deutsche Verlags— Anstgalt, (1963). Emiong ILTZONOZX, Tovmoloyio e Kazoikiog,
Osooalovikn, (1983), 6a&.18.
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ExkAnoclootikov - 0%), kielotol ydpot ainong (9%), tpamelapies (100%), ydpot
yoyaymylog.

Ov yopor 6mov mopackevdleTar 10 @ayntd, dwkpivovtar ce 3 tHmOLG:
payepeio, xovliva 1 ocvvdvacpds tov mponyovpévev. Ta poayepeia eivon
KEVTPIKOL YDpotl peydAov peyéboug, pe emayyeAatikd Katd kavova eEomAopo Kot
TPOIYPOPES acpareiog, Omme €£050g Kvovvov, cOGTNO TUPAViYVELONS, K.A.TT.
Ot kovliveg eivar lukpOTEPOL YHPOL e OIKIOKO EEOTAIGUO.
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Araypopua 12- ZvlAoyiés dpaotnpioTnTes otkoTpopmy

OL ydpor gotioong olokpivovior o€ kevipikée ualikég M emi  uépovg
tpomelapieg Kot GUVOLOGUO TOV dVO TPONYOLUEVOV, aKOAOVOMVTOC T AOYIKN TV
YDPOV  TOPACKELNC  QOYNTOL 1oL  Tpoovapépbnke. Xto ddypoupoa 12
amekovilovtol PEPIKEG omd TIC TPOAVAPEPOUEVEG GUAAOYIKEG OPACTNPLOTNTES KoL
amo TIg TEYVIKEG TO. payelpeia, mov e&ummpetodv To TePOUATOUEVE, TOIOLL OVE
katnyopia. O id1og droympiopds (Lallkdc xdPOG, ETUEPOVS 1 GLVOLAUCUOC) 1oYVEL
Kol G€ OTL 0QOPG TOVG YDPOLG WUXOy®yiog kot EapTdTol Kol 0VTOG Omd TO
0PYOVAOTIKO GYNUA. - EVIaio 1dpupa, OpadEG o€ EViaio KTiplo 1 ympto.

Ol WLOTIKOL YOpoL TOV TEPOUATOUEVOY TOOIDY - Koltdvee, Aovtpd, WC,
wotodnkeg eugaviCoviar oto ddypappo 13. H didkpion TV KOUTOVOV GE
ukpote (1-3 atdouwv), peocaiovg (3-5 atdumv) Kot peydiovg (bvo tov 6 aTOUmV)
oyetiletal pe v avaykn WITIKOTNTAS Kol oToutkod ydpov. H evotnta yopov
vytewng (Aovtpd kow WC), peAetdtorl Kot 6e oxE0T HE TOLOTIK( YOPOKTIPLOTIKA
avaloyikev peyebov kol opaAng Asttovpyioc. Ta Aovtpd ko og  pikpdTEPO
Babuod ta WC, edwd oto K.IT.M.
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KOITWVOG 1uaTIOBAKES

Midypoppa 13- Iniwtikoi yopor meprfalnopévav moudiov

Kol Alyotepo oTIG vmoAowmeg Katnyopieg, mapovoialovy cofapd mpoPAnuaTa
AELTOVPYIKNAG aAANAovyiag, 6€ oYEoN LE TOVG KOITMVEC, ToTodeTNUéVa GE GALOLG
0poOPOLE N Kol o€ GAAN KTiplo. AVTd opeileTal TNV 0dVVAUIO TPOGOPUOYNG TOV
YOPIKOV dtapbpmoewv, e€artiag Tmv daTdéuevmVY TEVIYP®Y KoVOLAM®Y Kot 0dnyel
0€ GTEPTNON OTOYEIWONOV avécemv. To 1010 oyveL, 6e pKpATEPT OU®G GLYVOTNTA,
Yo TIG paTo0iKeg mov TomofeToOVTOL GE GPKETH OPVUNTO, GE TEPITTMCELS
ENheymg yopov 1 TpdPAeyng, ektdg Kortdvav. [apompeitarl amodekt avoroyio
atopmV ava Aovtpo kot WC g ohvoro, uovo otic [awdomorelg tov E.O.I1.

O1 cvvibeig BondnTiKol YMPoL ekTOC TV payEPEi®V TOV 1O ovapEpOnkay,
givar: Bupopeio (o 38% tev 1dpvpdTev dwbétel Bupwpeio), yOPOS cuvTPNTH
(34%), Thvvmpio (70%), pageio (75%), cidepmtiplo (44%), amobrkn povyloron
- Mvobnkn (44%), amobnkeg Tpoipmv N eomhiopod (93%).

O1 x®POL TOV OPOPOVY TOVG EMEKENTES £ivaLl: LTOSOYT (YDPOG TOV GLVOVTATOL
o010 80% 10V GLVOAOL TOL deiyuatog), aibovca ekdnimdoewv (43%), aifovoa
ovvedplaoemv d10tknTikod cvpBoviiov (11%), ydpog cuvavinong Kndepudvov Kot
neplfoAimopévav mToudidv (12%), Eevovag euhoéeviag (50% tov TTadomdAemv
E.O.IT). Ot yopor vmodoync ovvoavidviol o€ Ola To 1Opvpote, HE i
YOPOKTNPIOTIKN oldtnTa Yo, kKaOe Kotnyopio - to. Exkincwootikd Idpopata, to
Iopopara ISiwtikng [pwtofoviiog kat eddyiota K.IT.M. divovv dwaitepn Eppacn
OTNV EUPAVIOT] QVTOV TOV YOPOV, GLYVA ¥PNCOTOIOVTIC TAOVGL0 d1opOp®TIKA -
SloKooUNTIKG oTolyeln, TOAAEC @opéc oe TANPN avtibeon HeE TOVG YDPOLC
KaOnuepvng dafiowonc.
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K.ILM Appévav Ocoaatovikne Hamapero - Xapog eisodon

Tamdgero - Xdpog korrdva oikotpdpon, e Thipn aveibean Hpovg ue Tov Tapamave yopo.

H Bacw mpoonéraon otov KTiouévo ympo, amelikoviletar o€ dvo emineda -
optllévtio kol k@Oeto, pHE OAVOQEOPA KOL GTN UM OTOATNOTN  KOTOKOPLENG
TPOOTELUGNG, OE Tepintoon youmAing oounong. E&etdleton o apbuoc tov
dtBépevav Kipoakootaciov (1 khpaxootdoto diobétel to 46%), kupiov Kot
BonOntikadv, n vmapén avelkvompov atopev (12%) 1 tpopinnv (6%) kot n
xpNon dadpoumv peydiov pnkovg (80%), ue M yopic evowkd eoticud (42% xot
38% avtioTtolyn) yio To GHVOAO TOV OElYLOTOC.

H Xoywn oiinlovyio Asttovpytdv kot kvklogopiog, efetdletol otov
Hivaxa 1, yw Pooiwéc Aetovpyieg pe ovyvn KukKAoQopio, Kol ETKOWVOVIO.
I[Mopatnpeitor cuyvd T0 QEOIVOUEVO OLTOVONTEG AOYIKEG aAANAovyieg va
SOTOVTOL, OT®G Yol TOPASEIYHO 1  EVOTNTO KOUTMVES - AOLTPE, 7OV
yopobeTodvTon Ue dlapopd opoPmV N Ko KTipimv. Avt  glvar M ovuyvotepa
eppaviiopevn  duoAertovpyio kivnomng mov  opeidetonl  Kotd KovOva  GTNV
TOAOLOTITO, KOL TV OKOUYI0 TOV KTIPLOK®V EYKOTAOTAGEMV.

EmnpocOeta e€etdleton M mopepforr] AEITOLPYIKAOV EVOTNTOV GE EVOTNTEG
KOPLOV AEITOVPYIDV o€ WKpn 1 ueYaAn éktaon. H cvvnBéotepn mepintmon eivan
va TapeUPAAAOVTOL SPAGTNPLOTNTEG TOV OLPOPOVV XPNGELS AAADY POPEWV - E1O1KOT
oYoMKOl Ydpot, SNUOTIKEG 1 VOpaPYLaKES VINPETies, aifovoec exkdnAdoemy, 6N
100N TOV YOPOV TOL APOPOVV TIG AEITOLPYiEG TOV [dpOpatoc.
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Mivakag 1 K.N.M E.O.MN. EkkAnoiaoTika 181WTIKAG
ANoyikn) aAAnAouyia TTpwTOROoUAIag
AEITOUPYIWYV KIVIIOEWV|
Koitwveg Aoutpd 37% 83% 87,5% 80%
Koiroveg WC 74% 100% 87,5% 80%
KoITwveg 11aTioBrikeg 21% 83% 50% 33%
Ipageia peTagu Toug 68,5% 50%+ 33%, TTOoU Oev 12,5% 47%+13%, TTou
eival og 6Aa Oev gival og OAa
Mavyeipeia Tpatredapia 84% 50% 100% 80%
BIBAI0BrAKN PEAETN 21% 50% 12,5% 20%
MAuvtrpia - 42% 67% 12,5% 60%
o1depwTrpla, AivoBrAkeg
MapéuPBaon 26% 33% 12,5% 20%
AEITOUPYIKWV EVOTHTWV
pEyY. €KTOONG
MapéuBaon 26% 33% 62,5% 27%
AEITOUPYIKWY EVOTATWV
MIKPNG €KTAONG

4.6. Teyvikog e£0MTAONOG KOl EYKOTUCTAGELS

H mAektpodotinon yivetar amd to kevipkd dixktvo ¢ A.E.H., yevwitplo oe
ac@aAigiog 1 avtdvouog otabudc vdpyel oe 4 povo 1Wpvuate - 8%. Potioude
AGPUAEING GTOV ECMTEPIKO YDPO, GE TEPIATMOT SLOKOTNG TNG NAEKTPOSOTNGNG,
vrapyel oe 18 Wpduota - 37,5% 1oL GLVOAOL. TVUVIESN WE OYy®YOVS PLGIKOD
aepiov dev VTAPYEL.

H ¥épeven mpayuatomoieitor omd to Kevipikd Oiktvo HKOpevong kot o€ 1
idpopo amd myn. e S Wwpopota - 10,5% (4 oty meproyn Attikng kot 1 ot
®ecGOAOVIKT) XPNOIUOTOOVVTAL KOl YEMTPNGES Yoo Pondnrtikéc ypnoewg -
TOTIoUO, TADGILO.

H amoyétevon cuvvoéetor Pe TO OMOYETELTIKO OiKTVLO NG TEPLOYNG o€ 35
wpopata - 73%, N xpnoomolovviat onmrikoi fOOpot oe 12 1dpopata - 27%.

Tyiemkovavieg vIapPyoVV e OAA T, IOPVLATO TOV OELYUATOC.

H 0éppavon oto ktiplo yiveton pe gykatdotoorn KeEVIpIKNg Oépupovong o 43
wpopata - 90%. e 3 Wpdpata - 6% ka1 o 1 €MKOVPIKA, XPNGLULOTOIOVVTOL
niektpikd Oepuoviikd ocopata. X 2 Wpopota - 4% kou 2 EMKOVPIKE -
ypnowonoovvion  couneg  metpeloiov. Télog oe 1 idpvua  EMKOVPIKA
YPNOHOTOL0VVTOL EVAOGOUTEG.

IMa ™ 0éppaven tov vepod oe 12 Wpvuarta - 25%, ypnoyomoteitar nAok
gvépyela, o 18 10pouata - 37,5% xor o 2 emkovpika, boiler. e 16 Wpdpota -
33% ka1 o€ 12 emkovpikad, ypnoyonoteital nhektpikn evépyeia. Téhog 2 WWpopata
- 4%, ypnoipomolovv EHAA yio TNV BEpHAVET) TOV VEPOD.
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Kupotiotikad pnyevipote (pnoyorolovviol o Toug KOPLovg xdpovg e 2
wWpdrota - 4%, evd vIdpyovY KAUOTIOTIKA 1] OVEULIGTIPES OPOPTNG GE KAmO10, £l
Hépoug xdpo, g 3 akdu.

Eykotaotdoeic muponpootacios 6To mAiGl0 GUVOAIKNG LEAETNG, VILAPYOVY GE
8 wpovpata tov detypatoc - 17%. H cvvnBéotepn aviimupikny tpoctacia, glivat n
omapén mupocsPeotiipov oe emheypéva onueia, eved o€ Kamola payepeio (Khpla
tov E.O.II), vrdpyovv cvothiuata mopaviyvevong oty opoon. [MupocPectipeg
vmapyovv oe  75% tov  delypotog, moAlol  Opwg oamd  avtodg  glvon
OVOTOTELECLLATIKOT, Lol Kot OeV avTikabioTavtol ota TpoPAETOLEVA SLOGTHLATA.

4.7. Acpdlrerno kar vyewvi] 6TOV VTEiOPLO KOL TOV ECAOTEPIKO Y OPO

H acpdielo Kot 1 vYIEWVH] TOV KTIPOKOV £YKOTAGTACE®V alloloyeital oe oyéon
LE OTOUEIDOELS OmOITNOE TPOPAeEYNS Kwwdbhvov Kot €EAGPAAIONG VLYIEWVOD
nmeplpdAloviog katd TNV katookevn. Meletdton 1 duvatdtnTo  AoPOUAODS
KoK oQopiog Kol €KKEVOONG TOL KTplov o€ mepimTmor ovaykng (oeopog,
mopKayld, k.o.): €€odot Kvdivov, KAMUOKOGTAGLO OC(QOAElNS, KATAAANAES
dwotdoelg  kKhpaxootaciov, opoAn KAlon, mopteg aceodreiog, QOTIOUOS
acoAieiog mov €yel NON avaeepbel oTo TUNUA TOV gyKATOOTACE®Y. MedeTdTon
OKOUN M AGPAAED OO TTAOCT, LE TN YEVIKN XPNON AVIIOAMGONTIKOV LMK®OV, TO
KOTAAANAO VYOC KIYKMOMUATOV KoL TIC OTOGTACELS TOVC.

T
5 i e e S
_ 95555 ¥ e o
S [ imemms e
¢ 07+ RERY -- L
NN Tl
7 NN
05N \ " L] --- .
( NN = —
NN I
¢ ‘§ NN [EAlllz=2
0.2 R \‘\._&._.‘ " ..
Y L = sl
PP e —
“}Po a&&\ @?‘%& &’&& &
O&Q o «96; ¢P°§ ¢
& © QOQ@ @pg

A M M M S 99

Aigypapua 14 — AopdAcia oTov ECWTEPIKO XWPO

VMK®V oL MO éxovv avopepbel. LTto 6OVOAO TOVL OgiyuaTog VIAPYEL TANPNG
TpoPreyn oe 12,5%, evd tpunpatikn tpopreyn oe 55%.

O éheyyog KATOAMAOTNTOS OTN PG TOV VAMKAOV 0o@opd To VMK
EMPAVEIDV GE YOPOVS KaOnuepivig dafimong: EOAov, TéTpac, AMVOLEOVY, K.0. KoL
T VKO0, Kaboplopeva LAMKG g yOPove avENUEVOVY amaltnoemy KabaploTnTug
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(payeipeio, Aovtpd, K.0.). Eniong, apopd ) xpion SomoeTopéva TOEIKOV DAIKOV,
Om®G apaviov 1 Paedv pe cvoTatiKd HoALPdoV, K.o. Agv mpoypaTomoleitan
€Leyyoc, 00TE 6” OVTO TO GTOLYELMIES TAOIGLO KOVOVOV VYIELVTG.

Xtov eEmTepikd y@po, efetdletor 1 OCQAUAEW ONO TTIMOYN GE TEPIMTMON
elebBepov emmédwv yopic mpootacio Kot 1 avtioAcoOnTik) TpdPreyn e o
wWpbpota, O6mov ot KMUOTOAOYIKES ocvvOnkes tnv emPdiiovv (my. Vmapén
TAYETOV, GLYVOV YLOVOMTOCE®DY, UHEYOA®V &dapikdv Kiicewv). Emdpreia
napovctalel To 18% tov deiypartoc.

5. Xvvontika Xvpnepdopata

Aopetnpia avTnG NG EPEVVOG AMETELEGE 1 LAKPOYPOVIO AUPIGPNTNON TNG OMOTEAE-
SUOTIKOTNTAG TNG WPLUOTIKAG TPooTociog kKAelotod tomov. H emonquovon g
aVaYKOLOTNTOG OAAOYNG TOV HOPPOV TOUPEUPACTC e EVOAAUKTIKG TPOYPALLLOTOL
TPOoTOGiOG TodldV €KTOC OWKOYEVEWNS, gupaviletalr oe TANB0g gpevvdv Kot
glonyfoeov oc Bvponaikd emninedo, aAld ko oty EALGSe®. H Sibotacn duwmg
avépecso ¢° ovt) T damicT®on Kol TN dTpnon peydiov apBpov pvudtov
KAEOTNG MpooTaciog —76 maveAlodKd, aneTéAece TO SlEPELVNTIKO epEBGL Vi
TOVG YPNCYLOTOLOVUEVOLS YMDPOLS Kot EOIKA Y10 T SOVUVOTOTNTA HETEEEMENG TOVC.

H peBodoroyikn mpaktikn og epeuvnTikd eninedo £m¢ tdpa eEaoknOnke kopia,
av Oyl OMOKAEICTIKA, OO KOWMVIKOUS AEITOVpYods Kot Woyoloyovs. H pedétn
WPLHOTIKAOV YOP®V GCE TEPLYPAPIKO EMIMESO GTOLKEIWODOV TPobmobEcewv
GYEOIGHOD, TOL OMOTEAOLV TNV eAdylotn Pdon apfpmong Tov 8pLHATIK®OV
Yopwv, pmopel vo yopoktnplotel povomievpn. E&loov povomievpeg Oupmg,
Umopobv  vo. yopokInplofodv Kol Ol EPUNVELTIKEG HeEAETEG TOL  €oTIAloVV
OTOKAEIOTIKA Kol LOVO GTO KOW®MVIKO TEPIPAAAOV TOV WOPLUAT®V OQAPOVTAG 1
VIOTIH®VTOG TO VAMKO mepidAiov, map’ Oho mov ovyvd Pacilovior o€
KaOlepOUEVEG KOWVOVIOAOYIKEG 1 WUYXOAOYIKES epunveieg kou Besopnoelg. H
TEPLYPOUPIKT EPEVLVA KOWVMVIKMOV KOl YOYOAOYIKDV TAPayOVTOV GLYVA S1eEvpOVETOL
G€ Uiot GLVOAIKT] OTITIKY] TTOL APOPE TOVG TPOSPEPOEVOVS YDPOLG TAPAOETIKA Ko
o€ eminedo ovécemv, Pe pio TEPLOPICUEVT OUMOG EPUNVEID KOl LTOTIUNGN TOL
POLOL TOVG, AGY® TG SEVTEPEVOVGAG CNHOGIAG TTOL TOVG OTOdIdETAL.

H ocvvdvacopévn epunveio, yopikn Kol KOW®VIKY, NG WPVHOTIKAG TepiBaiymg
OTPOCTATEVTOV TAOIDV  1GOPPOTEL  EMKIVOLVO  GTOL 0Pl SLOPOPETIKMV
YVOGLOAOYIKOV TEPLOYMY KOl OPUOSIOTHTOV KOl MO EK TOVTOL EUNEPLEYEL OTOLYELN
afepardmrag. H epunvevtikn tpoéxinon 6o pmopovce va eotialel otn HeAéTn Tov
YDPOV O KOWMOVIKNG TAPOUETPOL KOl OYl MG TPOS TNV ove&apTnoio TOL TOV
amodideTor and Vv idlo TNV opyAvmoTn TOV, TOVG GYNUATICHOVS KOl TO VOTLLOTO
OV AVIYVEDOVTAL, EPUNVEVOVTOL KOl LETATAGOOVTOL HEGO aTd TNV KaOnuePIV TOV

9. Evdetikd avapépovtarl pevvntég ol omoiot emavelAnppéva £xouv aoyoAndel pe TV 10PLUATIKA
TPOCTAGIO, TIG EMMTMCELS TNG OTO TPOCTATELOUEVO UEAN KOL TNV OVAYKY EKGLYYPOVIGLOD TMV
popedv  moudikng mpootaciog ektdg owoyévelng: E. TEQPTOIIOYAOY-ATA®QNOZ, X.
AOEIAAHYE, M. KEAITANIAHX, A. MIIPOYZKOY, A. AAMIIIAH, T. BOPPIA, II
TTOAYXPONHZ.
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Blwon and tovg ypnotec. H éAdetyn katoypapng g vrdpyovcas KOTdoTaons TV
YOPOV TOV WPLUATOV KAEIGTNG TPOGTAGIAS 001YNCE GTOV TPOGOOPIGUO CLTOV
TOU TPAOTOL EMMEOOV UEAETNG TOL OPOPOVCE TNV EPEuva mediov GTOVG
VILAPYOVTEG 1OPVUATIKOVG XDPOVG, HE TN HEYUALTEPN OSvvaTh| KAALYM Y TV
EYKVPOTNTA TOV GLVAYOLEVOV ATOTELECUATOV.

Ta epompoTa Tov TEONKAY 6TV TAPOVGO LEAETT APOPOVGAV PACIKES TOPALE-
TPOLG OV OMAGYOALOVV TO HEAETNTY| TOL YDOPOV OTIG KaTnyopieg mov opicOnkav
Nnon omv ewcayoyn. Ta gvprjpata 001 yoLV GTO YEVIKO GUUTEPAGHLO TNG EAAEWYNG T
TOUPOLEWYNG OTOWYELMODV YOPIKAOV Olatdéemy, ovécemv kol mpobmobécemv
aocpoieiog. Tevikd oamd T 4 womnyopleg 1dpvpdtov mov  egetdlovran
avtomokpivovior og peyaAdtepo Pabud o1o0 oOVoro TV TPocsdlopllouEvmV
kpumpiov, ot Ilowdomdrelg tov E.OIL kou ot10 pukpdtepo Pabud ta
Exxincwotikd 16pdpota. Ta K.IL.M. Bpiokovtotl eniong og mToAD yapnAd enineda,
evdd omv xommyopio tov I[dpvudtov ISwtkng Ilpotofoviiag vmdpyovv
TEPMTMOGELS PIKPOV Kot LeYOADTEPOL PaBol avtamdKpiong.

H xmipuwxi ékepaocn g opyavetikig dopng akolovbel to evwnio oynue oto
UEYOADTEPO aPOUO WOPLUAT®VY KOl TO GUGTNUO LOVAS®V GE LKPOTEPO aplBud, pe
avtiotoyio Kot oto peyetn tov eykatactdoewv. H pedémn kot kotaokeun yu avtn
N ovykekpiuévn xpnomn speavitetar 6to 70% tov 1WpvudTmV TOL dElYUATOS, EVHD
Kémolo amd avté pmopovv va BewpnBovv yapaktnplotikd deiypota g mopeiog
g EAANVIKN G ApyLTEKTOVIKNG.

To epdTUO TOL TPOEKLYE OO AVTEG TIG OLAMICTMGELS Elval Kat™ apynv, yoti
ouTi M eviaio Katnyopio AETOVPYIKNG TUTOAOYIOG OV OMETELEGE OVTIKEILEVO
CLUCTNUOTIKNG dlepebvnong kot Oeopobétnong Pacwodv apydv  KTploKon
oyxedlacpov. Edikd o€ 0Tl apopd TN KPaTiKy TopeUPaTikny TPAKTIKY), G° £va YdPo
Omov Kot' 0NV OOKEITOL KOW®MVIKY TOMTIKN givol aflomepiepyn n EAAeyn
0m010VONT0TE OEGIKOD TAOIGIOL Kot vvolog GoKNGONG EAEYXOL GTO GYESLOGUO,
KOVOVIOHOUG Kot mpodiaypapég kabmdg Kot TNV VAOTOINGT TOL KTIIGHEVOL
nepPdAlovtog.

To devtepo
GUVOESENUEVO  EPMTNUAL
eotaler  oto  ywtl
KTipla -
AVTITPOCOTEVTIKA
HopeoAoywkd  delypota
™G APYLTEKTOVIKNG TNG
EMOYNG TOVG,
OYEOUGLLEVO, CLYVE OO
YVOGTOUS OPYLTEKTOVEC,
oyvooOvTtal €KTOG Omo
eldyoteg eEapéoelg og
KOTOY POPIKEG il

K.I1.M. Appévev Osooaiovikne Horapeto - Kopia oy
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EPUNVELTIKEG peréTeg TG mopeiog g oVyypovng eAnvikig apyrrektovikic®. H
LOVOSIKY] avapopd LITap ovTog KTipiov mov evIonicOnKe apopd ToV apyLTEKTOVIKO
Stayoviopd tov Opgavotpogeiov Appévov Xatlnkdvoto!! omv Adnva. H
EMhenym ovvdeong oty afloAdynon Tov HOPPOAOYKOD VPOVS KOl TOV Agl-
TOVPYIKOV TOHTOV, Elval YOPAKTNPIGTIK G° 0VTO TO GLYKEKPLUEVO KTiPLlo, TO OToio
eueavifel otn AEITOVPYIKN TOV OPYAVAOGCT OAQ TO OPYNTIKA YOPOKINPIGTIKE TOL
I3pvpatikod nepiPaiiovrtog.

Ta epomuota oavtd dgv  umopovv va amavinBodv gbdxkoAia, ympic va
yxpNoonomBodv arAovGTEVTIKES TPOGEYYICELS Kot 0gV eVTAGGOVIOL 6T PactKd
gpotuata ™G Epguvag mediov. Agv givar dvvatd dpmg axkdun kot 6 ovtd To
eninedo va ayvonbei 1 omovcio STLTOUEVIG GXECNG AVAIEGD GTO XDPO KOL TNV
TPOKTIKY] TNG KAEIGTNG WOPVUATIKIG TPOSTAGING TV OV €ivol 1) TPMTN EVOLIEN
nepmplomoinong g KTplokng ovtng ouddas. H éAlewyn — pe mohd Alyeg
eEQPEELS - 1GTOPIKOV 1 TVTOAOYIKOV avaPOp®dVYZ, £9OGOV 1| KOWOVIKY avAayKn
K0l 0 TPOTOG TOV KUAVTTETOL KTIPLOK( SLUMIGTAOVOVTAL, POV O GUVOEOVTAL LE TNV
a&la tov épyov, emaymyikd Bo mpémel va oyetiloviol pe TV mTopoypoen g
GLYKEKPLUEVNC SLOTOTTMOTG TOL KOWV®VIKOD 0TOD TPOPANLATOC.

H xorackevaotiky) Aoywkiy oe OTL agopd TNV  TEQVOAOYl Kol TO
YPMNOOTOoV eV VAIKE Tapovstdlet Tig advvapieg aAld kot ta OeTikd ototyeio
G GUYYXPOVIG TOVG OKOSOUIKNG TEXVOAOYIOG TOL EPAPUOLETOL GE LKPOUCTIKES
Katowkieg. Avtd dapaivetal yio To GHVOAO TV
KOTOOKEVOGTIKMY TEPLOO®V OV UEAETHONKOV
pe efaipeon to KTiplo NG TPATNG TEPLOOOV
Aertovpyiog  TOL  veoovotoTov  EAAnvucol
Kpatovg, Omov  epoavifovtor  acvvnbiota
TOAVTEAN]  KOTOOKEVOOTIKG — OTOlKElo Kot
HOPPOAOYIKA YOPUKTNPLOTIKA TANPOG
EVOPUOVIGUEVO L  OVTIOTOL(O. «ETICT|LOVY
peyding kMpoxog Ktiopdrov. Inueidvetol

Opyaviouéc Anuéoiag Avuliyewc Zaxivhov - Tlpokatackevaousvo KTipio

_3pBovv, amd avtd Tov Aertovpyohv aKOUN, TO TKAYIOTOVAELD

ocvykpdmpa oty [atpa, to ondeeo otn Oeccarovikn, to Xatlnkupldkelo Kot 10 ZAVVELD GTOV
Tepard, n Ayia BapBapa oty Abnva (tpomv looneodyrero), to K.IT.M. Oniéwv Pddov, to K.IT.M.
Appévav Xaviov, n [Hadomoin Ayiog edpyog Kofdrag, n [Mouddmoin Qpaokdotpov Ayiog
ANpNTPLOG, K.0. TOL GLYKEVIPOVOLV €va DVYNAO GUVOAMKO TOGOGTO AELOUVIUOVELT®OV KTIPLOK®OV
£YKATAGTACEMV GTO GOVOLO TOL JELYULATOC.

11. A. OIAITIIIAHE, NeoeAdnvucr Apyizekroviki, Méhooa, ABnva, (1984), oe).283.

Emiong ywo xtipia mov dev Agrtovpyovv TAnpmg ot [adovmodrerg [eviéing ko Bovlag (Apyitéktov
N. TCerémng) avagépovior and N. XOAEBAX, Apyitexrovikny tov Meoomoléuov oto. Balkavia,
AbMva, (1994), cer.193, 194.

12. Keipeva— neprypoagég 1 06c€1g Tov iS10v TV SNIOVPYDV TOVS, OVAPEPOVTL GE IGTOPLOYPOPIKES
peléteg, xopic Opmg va didetal cuvéyela oe vedtepa keipeva onmg X. KAEAN®HY, 'Exfeoig nepi
Tov &v ABfvaig Aveyepbnoopévouv Kataotipatog g Okeknardevtikng Etaupeiag, AOMvar, (1845)
kot A. KAYTANTZOT'AOY, Arndvinoig oty and . KAEAN®OYZX Exfeotv, Abnvon, (1845).

13. H «Aipoxo, to peyébn, to TUmKE YOPOKTNPLOTIKA, 1 HOPPOAOYiD HE TOALTEA OAOGWLLO
KOTOGKEVOOTIKG GTOLXEID KO DVAIKE, 1) KOTOOKEVAOTIKY TEAELOTNTA TOL akoAovBovvTaL o8 KTiouato
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€VTOVTOLG | 0movaia KTipimv mpoyevéotepmwv Tov 1900 av kot £yovv cuykpotnOei
WPOLOTA GE TOAUOTEPES TEPLOOOVG, TPAYLLA TOV ONADVEL TN LETAGTEYAGT TOVG OE
veotepa Kripla. H katackevaotiky Aoywkn avty, avabewpeitar ex BaBpov v tig
EMOUEVEC TEPLOOOVE, OMOL TOPATNPEITOL EVTEAIGUOC TOV SOMKAOV VAKOV Kot
GLUUTOPELON UE TOV YapmAd péco O6po otn yprion véag texvoroyiog. Av kol ta
otoyyelo mov dartiBevionr Yo TIC YEVIKEG KOTOOKELOOTIKEG oLVONKeg elval
ATMOGTOCHOTIKG 1 epmelptkd®, 1 cuvapToN TOL EMMESOV TV KOTUCKELV®OV E
avtég pmopel o¢ éva Pobuo vo dwmotwBel pe ™ cuvdpoun e eKOVAS TOL
eppavitouv oe Bépata cvvimpnons. Ewwd amd ta cvykpotiuato extdg TtV
LEYAA®V AOTIKOV Tteploy®@v (ABnvag, Oeccaiovikng), ta meptocotepa K.IL.M. kot
ta Exkincwotikd W@pdpota epeaviovv mpoPAnpato cuvinpnong Ueyaing
£€KTOONG Kol TAPOLGLALOVV EIKOVO EYKATAAELYTG.

Apvntikd otoryeia Tov apopodV TNV TAANLOTNTA TOV KTIpiev, TNV Bpadvtnta n
™V EALEWYY] TPOGOPUOYNG TOLG, TNV TOPAUEANGT] GUVOAKE, GUVLTAPYOLV LE
Betcd, MOV APOPOVV TNV TAPOLGIK TOV PLGIKOV OTOEIOL KOl TS KOAEG
neplParloviikég ovvOnkeg otnv mAgovotnto tev Wpvpdtov. H Béon tov
TEPIGGOTEPMV 13PLUATOVE EVIOC TOV AGTIKOD 1] KOVOTIKOD 16TOD OV SIEVKOADVEL
TIG LETOKIVIGELS, ELVOEL KOL TV KOW®VIKT] GUGCOUATMG, TAEOVEKTIUO TOV TIG
TEPIOCOTEPEG POPES YhveTal eEottiog TG KAEIGTNG OOUNG TOVC.

H mowétnta TV Tpoceepdpevov yoapav ce 6,1t 0popd TIC TPOCTEAAGELS, TIG
Aettovpyiec, TNV embpkela, to peyédn, v aAAnAovyia KiviioE®V, TOV EPYOVOUIKO
oxedlod mov Aapfaver vToyn Tov TV TSk MAwio, PplokeTon og yopnAd
enimeda yio T0 GUVOAO TV eeTalOUEVOV KATNYOPLDV. XOPIKES OPYOVOTIKES
dwtdéelg mov dvoyepaivouv 1 dwPimon, elvar cvvnbicpévo @awvopevo oto
GUVOAO TAOV WPLHATOV Kol oYeTIlOVIOL HE TNV OVEANCTIKOTNTO TOV OPYIKOV
dta&ev Kot TV aduvapior TPOGAPUOYNG TOVG OE VEES AELTOVPYIKES OTOLTIOELS.
Avtég evromilovion o OAeG TIC AEITOLPYIKEG evOTNTEG OAAL KOpl G’ OLTEG
KaOnpepivig SoPiwong Twv YpNoT®OV - TPOSOTIKOV Kot TEPIOUATOUEVOV ATOUMV:
n evotnta Aovtpov WC pe toug kortdveg, ToAAEG opéc Tapovstdlel dtupopd 1-3
0pOP®V 1| 6€ Alyeg TEPIMTAOOEL SLOOTATAL GE JAUPOPETIKA KTipla. Emmnpocheta og
Exxincwotikd [dpopata ko og 1dpdpata Idiwtikng [potofoviing speoavileton
TO QUIVOUEVO O1OYKMOTG AEITOLPYIK®V EVOTHTO®V TOv omevfovovioar oe eEm-
WpLHOTIKOVG opeic, o Pdpog TV KabBapd WpopaTiK®OV Agttovpytdv (Yo
mapadelypa aifovoeg PIAavOpOTIKOV eKdNAdcE®V, 0iBovoeg cuvedpldoemv, K.a.)
Yopic OU®MG aVTO Vo OYETICETOL HE OVAYKES KOW®MVIKNG OpOaCTNPLOTOINGNG Kot
EVOOUATOONG TOV TEPIOUATOUEVOV ATOUMV.

MG «EMONUNG OPYLTEKTOVIKNGY, 0KOAoLOOUVTOL KOl Of KTIOUATO OTWS TO TPOAVOPEPOUEVA
Zxaylonovieto, [Tamdeeio, K.IT.M. Oniémv Pddov, k..

14. Meléteg OV OPOPOVV TNV KATACKELOOTIKY TPAKTIKN otnv EAAGSa evtomilovv v éhAenyn
emapkdv otoyeinv, omwg A. OIAIIIIAHE, Neoellnvixy Apyrtextoviki, Méhooa, ABfva, (1984),
N.KAAOTI'E-PAY, «To Koraokevaotiké IlepifdAiov ommv EAAGSa. M Kpuikny Osdpnony,
Apyrrektovikd Oéparta 8/1974.

15. Eivax cuvnBiopévo povopevo 10pdpata e pLeydin £KtacT ynmédov, Tov 1 opyLky Toug GOAANYN
To. Tono0eTOVOE GTO OPLEL TOV AOTIKOV 1) KOWOTIKOV 16T0V va Ppiokoviol [e TV ETEKTOCT) TOV GF
KEVIPIKOTEPES TEPLOYEG.
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Howtikés  dwPabpuiceig
oL apOPOVY mv
owkeglonmoinon, Vv Vmapén
gpebopdtov Omwg eivar To
YPOUO, TNV TOALTAOKOTNTO,
mv OYmapén aTopkol ympov,
ouvhéTovy éval denTEPO
dlepeuynTikd eminedo mov oyE-
tileTon pe TV MEPLYPOPT] TOV
YDPOL KOl OTOYEVEL GTNV
avéivon tov 1Wwitepov yo-
POKTNPIOTIKOV TOV o€ oxéon pe 1 ypnorn. H pelém tétowwv doPabpuicewmv
OamoKTd Waitepn onuacic AOY® NG Amovsiog Tov TVTKOD GYNLUATOS GUVEPYLGTOG
HEAETNTN Kot XpNoTN, €0’ 00OV TOGO ol gpyalOpevol 660 Kol T TEPBOATOUEVA
dtopo OV CUUUETEXOVV GTO EMIMESO ANYNG AMOPACEMY GYEIACLOV. ATO avTn
TPOKVTTOVY EPMTNLATA TOV APOPOVY TNV €WIKOTNTA Kol T0 Pabud emépPaong
wWwitepa ™G opddag TV TEPBUATOUEVOV OTOUWOV GTO YMPO TOVG. X& £VO OTA
EPMTNUA TOL APOPA TNV VIaPEN M Oyt XPDOUOTOS 6TO YDPo ¢ epediopatog 1 ot
YEWPOTEPT MEPIMTOON ®G EEMPAITTIKOD TAPAYOVTA, KOTAIEIKVOETOL 1) ATOVGIO TOV,
HE TN ¥PNON «UN YPOUAT®V» - AgvkoV, umel, ykpifov oto 79% tov GuvOLOL T®V
wWpvpdtov ov e€etdctnkov. O cvvdvacuds 4 ypoudtov kol Gve (oto cvvolo
TOV E0MOTEPIKAOV Kol eEMTEPIKAOV YDP®V) KATOYPAPETOL HOAG Y 0 29% Ttov
GLVOLOL, eVD G° OVTOV CLUTEPIAOUPAVETOL Kot 1) cLVIAONG EMAOYY] TOV «un
YPOUATOVY.

Ol oTOYEIMOES KAVOVIGHOL TIOL 0POPOVV
TNV OCQAAED. OTOV €0MTEPIKO Kot eEMTEPKO
YDOPO OEV TNPOVVTAL CLVOAKE GE KavEVa {dpLLLaL.
To idw0 mopatnpeitor oe pkpodtepo Pabud Kot
Yo TN dopdion vysiog amd TN xpnon Tov
VAMK@V, 6nwg NoN €xel avapepbel. To epdTNU
mov mpokvmTEL glval yati akoun kot Otov
TPOKTIKA VIAPYOLV G MYEC MEPIMTACELS OVTEG
o1 TpoVToBECELS ACPALELNG, KATAGTPATYOUVTAL,
Omwg Yo mopaderypa €50001  KvdUVOL OV
KAEWOVOVTOL KOl  Oev  Agrtovpyohv. Znv

K.II.M. Oniéwv Hpoxleioo

o o Ol »
w3 Y

Hadémoin Kapiias Ay. Tedpyos - Tpageio vosoxduac

eKTIUNGN OVTNG TNG TAPOUETPOVL, GUVNYOPEL T 1OTOPIKY GVACKOTNOY UE TIG
amoTOcelg g 6Tl 01 SaTdéelg og xMpovg WpvpaTiknAg mepifaiync® dev etvan
TUYOiEG N OMOKAEIOTIKG OMOTEAEGHO VTOKEWEVIKNG GYEOGTIKNG QVTIANYNG 1

16 E. KAAAIT'A, H Ipovoia yio. 1o Ilo1di oty EALdda tov 1900 Aiwva, Awdovn, Abva-Tdvviva,
(1990), o€h.118.

Emniong xhoaocowég peréteg omog E. GOFFMAN, Asylums, Penguin, Pellican Books, (1961), 7th
ed.1978, alld kot vemtepeg, omwg B. HILLIER The Social Logic of Space, Cambridge University
Press, (1984), T.A. MARKUS, Buildings and Power, Freedom and Control in the Origin of Modern
Building Types, Routledge, N. York, (1993).

189



Mévropog

pobBécemv, oAl cuyvd vIayopevovTal, TAPOAO TTOL Ogv glval daTLTOUEVO G
QLTI TNV KATNYOoPia, 00 GUYKEKPUIEVES QTALTIGELS XMPIKOD EAEYYOV.

O oxomdg OG OPYLTEKTOVIKNG TPOCEYYIONG TEAKE, AELTOVPYDOVTOG
VIOGTNPIKTIKA OTIC TPOYPOUUATIKES TAPOOOYES, OV Umopel v amokonel amd v
TPAYULATIKOTNTA TNG WOPLUATIKNG TPOKTIKNG, OVTE KOl VO, OyVONGEL TOL UNVOLLOTOL
TOV 1010V TOV ¥PNOTOV KABDS Kol TOV EWO0IKOV TOV AGYOAOVVTOL EMGTNUOVIKA LE
T WPHUOTA TOOIKNG TPOSTAGING KAl 0pOPOVV TO HEAAOV TMV WOPLUAT®V Kol TOV
EKGLYYPOVIGUO TNG TOPEUPATIKNG TPAKTIKG. Mmopel Opmg va dlepeuvnGeL av ot
VILAPYOVGES OLATAEELS ELVOOVV 1) dusyepaivovy TV Kabnuepvr| dafimorn Kot Tov
éleyyo kar o&bGvouv M auPAdvouv TG avOpOTIVES GYEGELS KOl TNV KOWMVIKN
GLUVOVOGTPOPT], TOL ATOTELOVV €EExov Béua oTn Agltovpykn opydvmon ke
ktipiovt’.

17 Avto givor 70 Booikd EpMOTNLLO TOV SLATVTIMOVETAL G€ O0KTOPIKT daTpiPr mov ekmoveitol amd ™
ovyypaéa, otnv Apyrrektoviky Zyxol) tov E.M.II, pe titho «Xwpwkry Mopporoyia e Idpvpata
TTondweng Mépiuvag. Zuvomapén, LopPES ELEYYOV HEG® TOV XDPOLY.
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O Xapog ara Iopouoza [aidins Mépiuvog oty EAAdda
ZQH 1. TEQPTTAAOY

Hapapthuo: Katavoun iopoudrtwv avd katnyopio kai wepioyn

Mivakag 1 K.M.M. E.O.N. EKkANCIGOTIKG npgxgﬁzx >UvoAo MeAETBEVTWY
ATTIKA 2 5 19 13 (50%)
21. EAAGOQ 2 2 2 (50%)
MeAotrévvnoog 2 3 3 (60%)
Oeooalia 2 1 2 4 (80%)
Makedovia 8 3 1 2 13 (92%)
‘Hreipog 4 1 4 (80%)
N. loviou 1 3 1 (25%)
N. Aryaiou 2 2 2 2 (33%)
Kpn 3 1 2 1 6 (85%)
©pdkn
22 8 15 31 48
Bipioypaoio
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CANTER, D.V. The Development of the Scales for the Evaluation of Buildings, Strathclyde
University, U.K, (1971).

CLELAND, C.C. «Evidence on the Relationship Between Size and Institutional Effectiveness-A
Review and Analysis», American Journal of Mental Deficiency, (1965), n.70.

DUNCUN, T.L.C. Measuring House Quality, a Study of Methods, Occasional Paper 20, University of
Birmingham, Center for Urban and Regional Studies, Birmingham, (1971).

GOFFMAN, E. Asylums. Essays on the Social Situation of Mental Patients and Other Inmates,
Penguin, Pellican Books, U.K., 7" ed. 1978, (1961).
HILLIER, B., HANSON, J. The Social Logic of Space, Cambridge University Press, London, (1984).

ITTEN, J. The Elements of Color, Trns.Hagen E., Van Nostrand Reinhold Co, U.S.A,, (1970).
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MANN, S. P. Statistics for Business and Economics, John Will and Son IENC, N. York, (1995).
MARGE, N. Children and Resident:al Care, in Europe, National children’s bureau, London, (1994).

MARKUS, T.A. Buildings and Power, Freedom and Control in the Origin of Modern Building
Types, Routledge, N. York, (1993).

PANERO, J., ZELNIK, M. Human Dimension and Interior Space, The Architectural Press, London,
(1979).

PEATROSS, F. The Spatial Dimensions of Control in Restrictive Settings, PhD Thesis, Georgia
Institute of Technology, U.S.A., (1994)

REZNICOFF, C. Interior Graphics and Design Standards, The Architectural Press, London, (1986).

SPITZ, R.A. «Hospitalism: An Inquiry into the Genesis of Psychiatric Conditions in Early
Childhood» Psycoanal. Study of the Child, (1946).

TIZARD, J., TIZARD, B. The Institution as an Environment for Development. The Integration of a
Child, into a Social World, M.P.M. Richards, Cambridge University Press, London, (1972).

WITTGENSTEIN, L. Hopaznpioeic [ldvw ota Xpopoza, Mte. I1. Xpiotodovriong, I'. Tlvevpatikot,
AbMva, (1981).

ATAGQONOX — T'EQPI'OIIOYAOY E., Kaxormoinon Iopouéinon Ioidiwv, Eumepio 11 etav,
LY .IL., Abnva, (1988).

ATAGQONOX — TEQPTOIIOYAOY E., Oixoyéveio, maidikn mpootacica, KOIWVWVIKH TOMTIKH,
Ivetirovto Yyeiag tov [Toudon, Abnva, (1993).

APABANTINOZX A., IToAeodopuxog Zyedioaoudg, E.M.IL., ABnva, (1984).

KAAAINIKAKH 0., (Empélewr) Meyoiovoviag ae Topvua, EXnviuc Etopeio Poykng Yyewng
kot Nevpoyvylopikig tov Iodon, Abnva, (1988).

KAAAITA E., Ilpévora yia to Houdi oty ElLado tov 19°° aicva, 18pvpa Epguvav ya to mondi,
Awddvn, Abnva — Tdvviva, (1990).

KEBOPK K., Zratniotixéc MéGooor I, Exdocerg EAAnvikr Aboypaopio, Adfva, (1985).

KOMIAH A., Baoixés opyés kou uéfodor emotnuovikng épevvag otnv woyoloyia, Odvocéag, AbMva,
(1989).
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KQTZIOIIOYAOX AM., Kpiixip e Apyitexrovikiic  Oewpiog, University Studio Press,
Ocooalovikn, (1985/1994),.

AHEOYPIQTHX T., Kowvwvikés ko1 Nowikés Avuinweig yio to Ioudi, tov Ilpwto Aiwve tov
NeoelAnvikot Kparovg, Awddvn, Adfva — Tdvviva, (1986).

MITIPHE K.H., A1 AOjvor aré tov 19°° éwg tov 200v aacdva, ABfvar, (1966).
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O Xapog ora Idptpora Houdunc Mépywvag otnv EAddo
ZQH 1. TEQPTTAAOY
NIKOAAIAOY X.E., H Kowvawvikij Opydvaan tov Aotixod Xapoo, Homaliong, Abqvo, (1993).

TTAITAXZQTHPIOY — MAZH X., Apyitextovikn koa Idpvuatixny Hpoxtixy — H Zyéon e Kovowvikig
xoa ¢ Xopuiic Opydvwong twv Iopvudrov yio Meiovextikd Atoua, ATIO, Oscoalovikn, (1983).

TIEIIONHZ I'., Xwpoypopics, O Apyitexrovikos Zynuotionos tov Nonuozog, Ale&hvdpela, Abnva,
(1997).
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Osooalovikn, (1985).

DATOYPOZX A., Apyitexrovikés Amoutioeig yio. Eidixovg Xapovg, Néa keipeva, Kédpog, Abnvoa,
(1971).

QIAAIIIAHE A, o v Elnvikn modny, Metamolepaxy Iopeio kor Meldovuxés Ilpoormtixé,
Ogpéio, Adfva. (1990).

OIAAIIIAHE A., Neoeldnyvikij Apyitextovik, Mélooa, Abnva, (1984).

XOAEBAZX ©.N., Apyitextovikij 1ov Mecomolépov oto Baikdvia, @ianmdtng, Adfqva, (1994).
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Evépyea 1.1.a:«IIpoypappata Biiion

Emompovikdg Yrevbvvog Evépyetag : @ed6dmpog I'. EEapydixog
Koafnyntg tov [Havemiotnpiov Adnvov
IIpdedpog tov Modaymywov Ivetitodtov

‘Epyo No 15: «Avapdpemaon / ek véov ovvtaén kot cvyypaoen [poypoppdtov rovdodv

kot XyoAwdv BifAiov yio to Eviaio Avkeio»

Emompovikdg Yrevbvvog Epyov : Tavvng ZoAPapdc,
Enikovpog Kafdnyntmg tov [avemompiov @pdxng

KoAteyvicog YrevBuvog Epyov : Zndpog 1. ITanacmdpov,
Koadnyntmg Eeappoydv tov TEI Hreipov

H éxdoon cvyypnuarodotnonke ko and o 2° K.ILE.

Moxkéta eEw@OAlov : Znhpog Zidkog - Nikoc ['empyiov
KoAlteyvikn empédeta : M. Karoynpov - M. Etavpwvidov
Atelié - extommon : BapBopryov M.



