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A NOTE TO THE READERS

Zealos, the outcome of absolute enthusiasm

Dear readers, colleagues and friends,

You are holding in your hands the printed version,
or reading on your digital screens, the first issue of
the journal of the School of Humanities and Social
Sciences of the University of Nicosia. From all of us
who have dedicatedly worked towards the realisa-
tion of this project, from the conception of the idea
to the final stage of publication, we would like to
say a big thank you!

At the same time, we would like to sincerely
thank the authors of the articles published in this
issue as well as our reviewers. Without their contri-
bution this effort could not have come to fruition.

I am sure that a strong bond, a relationship of trust
has developed between us, and I hope that our
cooperation will continue in the future.

All those who have been involved in one way or
another in a similar process are well aware of the
enormous demands in terms of time and energy for
each of its many and varied stages; from the practi-
cal issues of planning and organising the communi-
cation material, setting up the website, disseminat-
ing the call for papers, writing countless letters until
receiving the articles, to the selection process, the
editing and proofreading of the essays, the design
and production of the publication.

Despite the many obstacles and difficulties, part
of which constitute all of the above, Zealos is now
with us at the beginning of a hopefully long lasting
journey, serving as an added value for studies in the
humanities, social sciences, arts and design. At the
same time, we want it to be the central vehicle of
our School's dynamically emerging, multicultural
and diverse community in its relationship with the
academic —and not only- environment in Cyprus
and abroad.

I wholeheartedly hope that through its pages you
will identify and remain with us, fellow travellers
and helpers on the journey.

Klimis Mastoridis
Dean, School of Humanities and Social Sciences,
University of Nicosia

Ayannrol avayvwortes, cvvadedpor ko pilot,

Kpatate ota yépla oag 1} StaBalete atig 000veg
00G TNV YNPLAKT] HOPPT) TOV TPWTOL TEVXOLG TOV
nePLodikov NG ZxoAng AvBpwmiotikwy Zrovdwv
kat Kovwvikov Enotnpwv tov Havenotnpiov
Agvkwoiag. Ao OAOVG EUAG, TTOV EPYAOTHKALE
yta TV VAOTIOINGT AVTAG TNG TPOoTddeLag, ano
™ VUMY TG O€0G [EXPL TO TEAIKO OTASLO TNG
ékdoong, éva peydlo evxaplota!

Tnv idta otrypn, Oa Béhape ethikpivd va evyapt-
OTIOOVHE TOVG OLYYpaeiG Twv dpBpwv Tov dnpo-
OleEVOVTAL OTO TAPOV TELXOG KABWG Kat TOUG KPLTEG
Kot emueAnTéG. Xwpig tn Stkr Toug cupPoln n mpo-
onaBeta avtr| Sev Ba puropotoe va evodwbel. Eipat
BéPatog OtL avamtuxBnke évag LoxvpOG TG, pia
OX£0T) EUTILOTOCVVNG AVAUETA LLAG, KAl EDXOUAL T
oLVEPYAOia [LAG Vo CUVEXLOTEL OTO HEANOV.

‘O\ot 600l KATIOLA GTLYUT) EVETAAKNOAV (L€ TOV
évav 1 aAov Tpomo oe pia avtioTotyn Stepya-
ola yvwpilouv kakd TIG VTEPOYKES AMAITHOELG OF
XPOVO Kat evépyela yla kdbe éva amd Ta ToAAA Kat
SLapopeTikd 0TASLA TN Ao Ta TPAKTIKA {nTipa-
Tat TOV OXESLAOHOD Kat TG 0PYAVWONG TOV LALKOV
EMKOLVWVIAG, TO OTNOLHO TOL Website, T Séxvon
NG TPOOKANONG ylat UTTOBOAN pYACLOY, TIG ava-
piBunteg emoToAEG Ewg TNV TTapaaPn Twv dpBpwy,
péxpt T Stadtkacia emAOYNG TOVG, TNV eMENELQ
kat ) SopBwon twv Sokpiwy, Tn oxediaon kat Ty
TAPAYWYT] TOL EVTUTIOL.

[Tapd ta epmodia kat tig Suokolies, Hépog Twv
oTolwv anoTeAovV 6o TPoAvEPEPQ, 0 ZHA0G eival
TAEoV padi pag oto Eexivnpa ag mopeiag mov v-
eAmotovpe va Slapkéael 6To XpOVo, AELTOVPYWVTAG
wg pooTBépevn afia ya Tig omovdég 0TI avBpw-
TILOTIKEG KO KOLVWVIKEG ETILOTIHES, TLG TEYVEG KAl TO
vTiCau. apdAnAa, Ba nBeka va tov Sw va ovvi-
OTA TO KEVTPIKO OXNa TNG SUVAULKA avepXOUEVNG,
TIOAVTIOAITIOWLKTG Kait TIOAVTTAN B0V KovoTNnTAG TNG
X0 Hag 0T OXEOT TNG He TO akadnHoikod —Kat
Oxt povo- meptpaiiov oty Kompo kat to e€wtepuio.

Yag evyopal OAOYLXa, Héoa amd TIG oeAideg Tov
va TavTLoTeiTe Kat va apapeivete pali pag, ovvo-
Sowmodpot kat apwyoi 0to Takidt.

KAjung Maotopidng

Koopntopag ZxoAng AvBpwmiotikav Zmovdwv Kat
Kowvwvikwv Emotnpwy, [Havenotiuo Asvkwoiag

ZEALOS / Volume 1/ 2023 5






TOWARDS A COMPARATIVE MODEL FOR
WORDPLAY ANALYSIS AND TRANSLATION

» RALITSA DEMIRKOVA

St. Cyril and Methodius University of Veliko Tarnovo, Bulgaria
r.demirkova@ts.uni-vt.bg

Abstract

The present article introduces a comparative model for wordplay
analysis and translation based on the General Theory of Verbal
Humour [GTVH; Attardo, 1994; Attardo and Raskin, 1991] and
Zhuravleva’s (2002) cognitive models of language play. The model

is characterized by six parameters: activation of cognitive structures;
logical mechanism; functional mechanism; linguistic mechanisms; for-
mal structure and semantic structure on both micro-structural (lin-
guistic) and macro-structural (cognitive) levels. These parameters
were examined in detail, and illustrative examples were provided.
The model can be used for the analysis of the structure of wordplays
on both macro and micro-levels. As a result, it can be useful to trans-
lators to help them meet the challenges of wordplay translation. The
proposed model can also be applied by translation scholars as part of
a comparative analysis between source language (SL) wordplays and
their respective translations into the target language (TL). Thus, they
will be able to define different wordplay translation strategies. Based
on the comparative analysis of the source text (ST) and target text
(TT) wordplays corpus in relation to the six parameters, four general
types of translation equivalence are outlined. The paper concludes
that considering wordplay in a broader cognitive context, i.e., as a
clash between cognitive structures (scripts), can facilitate the transla-
tion process and can assist translators in finding excellent translation
solutions for wordplays.

Keywords: wordplay analysis and translation, GTVH, cognitive
models of language play, cognitive structures (scripts), children’s
literature.

Introduction

Wordplay is a very interesting and complex phenomenon. On the
one hand, it can be regarded as universal in character because it ap-
pears in diverse communicative situations, including everyday inter-
action, advertisements, newspaper headlines, films, and literary texts.
On the other hand, wordplay is unique because it is based on the us-
age of different expressive means that are specific to a given language
and its culture. Wordplay not only exploits the creative potential of
language, but it is also inextricably linked to the speaker’s/writer’s
linguistic personality and his/her strive for creativity, playfulness and
originality.

ZEALOS / Volume 1/ 2023 7
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1. See Example 1.
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The key feature of wordplays is that they function simultaneously
on both meta-linguistic and referential levels because their formal
structure contributes substantially to the interpretation of their
semantic content and to the achievement of the intended commu-
nicative effect. Given the above-mentioned characteristic features
of wordplays, it is fair to say that they present a significant challenge
to translators. This means they cannot simply be evaded or omit-
ted during the process of translation. One should try to deal with
them creatively in the best possible way because they often perform
multiple functions and are an integral part of the fabric of the text in
which they appear.

Considering the complexity and the specificity of wordplay as a
stylistic device and as a translation problem, as well as the fact that
translation (as a process) involves not only two languages and two
cultures but also different cognitive processes, it is necessary to place
the analysis of linguistic facts in a broader context, which in turn
presupposes the application of a wider and more flexible method-
ological framework combining approaches from different subject
fields. Thus, the aim of the present paper is to introduce an interdis-
ciplinary model for wordplay analysis (and to show how it can be
applied in translation) which combines approaches from Descrip-
tive Translation Studies, Cognitive Linguistics, and Humour Stud-
ies. The proposed comparative model consists of six parameters on
both micro-structural (linguistic) and macro-structural (cognitive)
levels and is based on Attardo’s (1994), Attardo and Raskin’s (1991)
General Theory of Verbal Humour (GTVH) and Zhuravleva’s (2002)
cognitive models of language play.

Language play, wordplay and pun

At this point, it is necessary to make a terminological and conceptual
distinction between the key but somewhat “fuzzy” concepts language
play, wordplay, and pun and to describe their hierarchical relation.
This clarification is necessitated by the lack of consensus regarding
the definition of wordplay. I assume that language play, wordplay,
and pun belong to the same semantic field and that language play is a
superordinate category.

In my view, language play is the broadest concept and includes not
only wordplays and puns but also any creative language use, for ex-
ample, alliteration, assonance, palindrome, anagram, etc. Moreover,
it sometimes involves deliberate breaking of language norms and
conventions. Similarly to Leech (1969, p. 209), I consider puns to
involve lexical ambiguity only. Thus, they can be the result of either
polysemy or homonymy. The following example, taken from Dahl’s
(1982/1984, p. 28) The BFG, contains a pun based on homophony
(“Wales” - “whales”):

Example 1:

“For instance, human beans from Wales is tasting very whooshey
of fish.There is something very fishy about Wales.”

“You means whales,” Sophie said. “Wales is something quite dif-
ferent”

I assume that, in contrast to puns, wordplays are realized not only
at the word level' but also at the phrase and sentence levels. Hence, it
is possible to make a distinction between phraseological (wordplays
based on fixed expressions and idioms) and non-phraseological



2. See also Vandaele (2011).
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wordplays. What follows is an example of a phraseological wordplay
based on the playful manipulation of the idiom “skin and bones”
which becomes “skin and groans” and the paronymic pair “bones” -
“groans”:

Example 2:

“But because I is refusing to gobble up human beans like the other
giants, I must spend my life guzzling up icky-poo snozzcumbers
instead. If I don’t, I will be nothing but skin and groans” (Dahl,
1982/1984, p. 50)

Taking into consideration the fact that wordplay is both a linguis-
tic and cognitive phenomenon, the following operational definition,
partly based on Delabastita’s (1993, p. 128) understanding of word-
play, can be provided: wordplay is a result of a confrontation between
two (or more) linguistic structures which are formally similar or
identical but semantically incompatible in the given context which
leads to linguistic ambiguity and cognitive incongruity. (p. 128).

The definition above stresses the importance of two key features of
wordplays, namely ambiguity and incongruity. Incongruity is gener-
ally considered a necessary condition for humour?. It is informally
defined as “a clash of two perspectives on an object, situation or idea”
(Genova, 2011, p. 81) and usually involves a sense of unexpected-
ness and surprise. As far as ambiguity is concerned, it is necessary to
distinguish between wordplays and other rhetorical devices which
involve double interpretation, such as allusion, irony, allegory, etc.
The difference between them lies in the meta-linguistic character of
wordplays. With wordplays, the focus is on the signifier facet of the
linguistic sign, which plays a key role in the interpretation.

The incongruity aspect of wordplays is taken as a starting point for
the development of a comparative model for wordplay analysis and
translation. The model is based on six parameters: activation of cog-
nitive structures; logical mechanism; functional mechanism; linguistic
mechanism; formal structure and semantic structure. Each parameter
is described in detail in the following section.

To sum up, the paper presents a new model for the analysis of the
structure and functioning of wordplays because wordplays cannot
be translated successfully without understanding their nature - this
model can help translators understand wordplays. The model, pre-
sented below, can be a useful tool for the analysis of wordplays, com-
parison of ST and TT wordplays and translation of wordplays.

A comparative model for wordplay analysis and translation
Raskin’s (1985) Semantic Script Theory of Humour (SSTH) and
its subsequent development, the General Theory of Verbal Humor
(GTVH; Attardo & Raskin, 1991) investigate the structural and func-
tional features of jokes, paying attention to puns as well. The GTVH
lists six Knowledge Resources (KRs) hierarchically ordered and used
for the analysis individual verbal jokes and longer texts (see also
Attardo, 2001). The KRs are: Script opposition (SO), Logical mecha-
nism (LM), Situation (SI), Target (TA), Narrative strategy (NS) and
Language (LA). They illustrate different aspects that characterize and
shape a joke text.

The above-mentioned KRs are used as a basis for the development
of a comparative model for wordplay analysis and translation. As
Attardo (2002) himself points out: “the GTVH already incorporates

ZEALOS / Volume 1/ 2023 9



RALITSA DEMIRKOVA

Figure 1
Comparative Model for Wordplay
Analysis and Translation

3. See Figure 1 (parameter 1).
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a simple theory of humour translation” (p. 185). Hence, in my view,
the GTVH can be further broadened or modified, if necessary, to
suit the overall aim of the new comparative model - establishing
similarities and differences between ST wordplays and their respec-
tive TT translations. The comparative model can be summarized as
follows:

- __________________________________________________
ACTUALIZATION (ACTIVATION) OF COGNITIVE STRUCTURES

SCRIPTS (S1, S2, S3...), activated by a word, phrase or sentence
v

LOGICAL MECHANISM (LoM)
cratylistic analogy
v

FUNCTIONAL MECHANISM (FM)
mechanisms for script interaction
v

LINGUISTIC MECHANISM (LM)
polysemy, homonymy, paronymy, nonce word formation, etc.
v

FORMAL STRUCTURE (FS)
linguistic forms playfully manipulated (LF1, LF2, LF3...)
v

SEMANTIC STRUCTURE (SS)
meanings playfully manipulated (M1, M2, M3...)
v

WORDPLAY

The model consists of six parameters — three parameters on macro-
structural (cognitive) level (activation of scripts, logical mechanism,
functional mechanism) and three parameters on micro-structural
(linguistic) level (linguistic mechanism, formal structure, semantic
structure). It is important to note that the order of presenting the
parameters of the model (Figure 1) is flexible and serves purely an
illustrative purpose. Each parameter will be discussed separately.

Taking into consideration the principal aspects of wordplay ac-
cording to the operational definition proposed in Section 2, the first
parameter of the comparative model (activation of scripts)*, occupy-
ing the highest position in the hierarchy, is assigned a primary role.
Generally speaking, scripts pertain to the representation and struc-
turing of knowledge of events, situations, concepts, or categories in
the mind based on personal experience and cultural expectations.
Since scripts contain prototypical information of given entities which
is more or less equivalent to their lexical meaning, they are evoked
by a lexical item, by a phrase or a sentence (Attardo, 2001, p. 3). This
statement might lead to the erroneous conclusion that a script is a se-
mantic category. In fact, scripts are mental structures and, respective-



4. See Figure 1 (parameter 3).

5. According to Zhuravleva (2002,
p- 13) language play is not a result
of a deviation from the accepted
norm but is realized by the ma-
nipulation of different cognitive
models of sense-making.

6. See Demirkova (2015).

7. Diggers is the second volume of
Pratchett’s The Bromelian Trilogy

(also known as The Nome Trilogy).
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ly, cognitive categories. As far as wordplays are concerned, scripts are
activated by similarly or identically sounding linguistic structures.
Moreover, these scripts interact with each other in a particular way.

The first component of Attardo’s (2001) hierarchy of KRs is script
opposition which is considered to be a source of incongruity in jokes,
as well as the necessary condition for the generation of humorous ef-
fect. Since wordplays are not by definition always funny the activated
scripts may interact with each other in more ways than one. They
can be set in opposition, merged, de-actualized, etc. That is the rea-
son why I prefer to name the first parameter of my model on macro-
structural level activation of scripts. This necessitates the addition of
a new parameter on this level - functional mechanism*, with the aim
of describing different mechanisms of interaction between the acti-
vated cognitive structures. To this end, following Zhuravleva’s (2002,
pp- 172-180) classification of cognitive models of language play®, I
distinguish five functional mechanisms® based on the analysis of a
corpus comprising 500 wordplays and their 862 translation variants.
The corpus is gathered from sixteen British children’s books by Lewis
Carroll, Roald Dahl and Terry Pratchett and their twenty-three Bul-
garian translations.

The functional mechanisms used for the creation of wordplays
are, as follows: actualization of one script against the background of
another; alteration of cognitive content of one of the scripts; merging
of scripts; de-actualization of cognitive content of one of the scripts;
and script opposition. The proposed classification of functional
mechanisms is a slightly modified version of Zhuravleva’s (2002)
classification to serve the purposes of the model. It is presented in
detail below:

Actualization of one script against the background of another script
One of the scripts plays a key role and forms an associative back-
ground against which the other script is activated and perceived. The
following example from Pratchett’s (1990/1998a) Diggers’ is pro-
vided as an illustration of this functional mechanism.

Example 3:

“It’s not a cat, Dorcas.”

“You’re wrong about that,” said Dorcas. “See what’s painted on it.
Just up there, look”

She looked where he pointed. Grimma’s brow wrinkled.

“C... A... T) she said. “Cat”? But... but... Dorcas, that can't be right.
Not really right. Look, a cat’s got, well, whiskers. And hair. And it’s
a whole lot smaller”

“Dunno,” said Dorcas, and he shrugged. “It’s written right there.
I'm not about to argue with things that are written right there.
Maybe it’s a big cat. Maybe all the whiskers dropped out a long
time ago. You know? Like some old nomes lose their hair?[...]
When I first found this I thought, oh, it’s a sort of truck, well, well,
and then I walked up here and I found that it was a truck with-"

“Teeth,” said Grimma, softly. “Great big metal teeth. A mouth at
both ends?”

“That’s right,” said Dorcas proudly. “The Cat. A sort of truck. A
truck with two heads. A truck with teeth” (pp. 112-113).

The wordplay in the first example is based on the playful manipu-
lation of the homonymous pair consisting of the following compo-
nents: the proper noun LF1 “CAT” (M1 “a leading manufacturer of
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8. See also http://www.cat.com/

9. All dictionary definitions of
words and expressions are taken
from the online Oxford English
Dictionary. Retrieved from https://
en.oxforddictionaries.com/

10. See Figure 1 (parameter 2).
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construction and mining equipment”)® and the common noun LF2
“cat” (M2 “a small domesticated carnivorous mammal with soft fur, a
short snout, and retractile claws”).” The proper noun “CAT” refers
to a single entity, namely the concrete “backhoe” or “truck” (as the
main characters — the nomes - call it) described in the excerpt. The
wordplay unfolds in this highly entertaining dialogue and functions
in the following way: the common noun “cat” activates the first script
(S1 ANIMALS), which serves as an associative background against
which the second scripts (52 MECHANICAL EXCAVATORS), acti-
vated by the proper noun “CAT?, is perceived. This is evident from
the fact that certain physical characteristics of animals (cats) are at-
tributed to inanimate objects (backhoes) - the backhoe found by the
tiny creatures in the old rock quarry possesses “a mouth with metal
teeth and two heads” As a result, the first script occupies a central
position and plays a dominant role in the perception and compre-
hension of the second script. Thus, the intended humorous and
playful effect is achieved. The second component of the model - the
logical mechanism'’- is not preserved in the TT and the wordplay is
lost. The semantic components are translated in the T'T but due to
the systemic differences between the languages, it is impossible to
establish a cratylistic analogy. The type of equivalence achieved by
the translator is semantic equivalence and as a result, the pragmatic
effect is lost.

Alteration of cognitive content of one of the scripts

The activation of one of the scripts leads to alteration of cognitive
content of the other script. As a result, the meaning of a given lexi-
cal form is playfully “reconsidered” by adding a new sense differ-
ent from the sense (senses) already associated with it. This type of
functional mechanism is found mainly with wordplays created by
means of nonce formations or folk etymology. Example 4 below
from The BFG by Roald Dahl (1982/1984) is a case in point:

Example 4:

“Bonecrunching Giant will be galloping to Turkey, of course,” said
the BFG. “But the others will be whiftling off to all sorts of flun-
gaway places like Wellington for the bootyflavor and Panama for
the hattytaste. Every giant is having his own favourite hunting

ground”” (p. 34)

Most of the bloodthirsty giants depicted in the novel travel to
faraway places to gobble up “humanbeans” (human beings). Except
for the BFG, they are all man-eating giants. Some of them go to Wel-
lington, for example, to steal humans because of their “booty flavor”
The paragraph contains two wordplays which are interrelated. Their
interpretation depends on two lexical items brought into play, name-
ly “booty” (“resembling a boot”) and “hatty” (“resembling a hat”).
The components of the first wordplay are LF1 “Wellington” (M1 “the
capital city of New Zealand”) and LF2 “wellington” (M2 ,,a knee-
length waterproof rubber or plastic boot”). The second component
LF2 is not present in the wordplay structure but is implied and acti-
vated with the help of the lexeme“booty”. Similarly, the lexeme “hat-
ty”, part of the second wordplay, performs the same function. This
wordplay is realized by means of the linguistic forms: LF1 “Panama”
(M1 “a country in Central America”) and LF2 “panama” (hat) (M2

»a man’s wide-brimmed hat of straw-like material, originally made


http://www.cat.com/ 
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from the leaves of a particular tropical palm tree”). Affixation, one

of the word-formation mechanisms in English, is employed in the

wordplays to produce the intended effect. Thus, two new adjectives
are formed by attaching the suffix -y to the respective roots:

hat + -y > “hatty flavor” (Panama hats) boot + -y - “booty flavor”
(Wellington boots)

The two adjectives “booty” and “hatty” are occasionalisms con-
sciously invented for this particular occasion for the purpose of
facilitating the analogy made between Panama > panama (hat) and
Wellington > wellingtons (boots). However, the adjective “booty’,
used as a wordplay trigger mechanism in the cited excerpt, is
homonymous with the noun “booty”. The latter exists in the basic
word-stock of the English language with the meaning of “valuable
stolen goods, especially those seized in war”. As a result, the two
activated scripts are: S1 (FOOD/LOOT + BOOTS/FLAVOUR) and
S2 (PLACES/COUNTRIES/TOWNS). Consequently, there is broad-
ening of the cognitive content of SI to include the meaning of the
newly formed lexeme “booty”. This is made possible due to a false
analogy with the root morpheme “boot”. An interesting wordplay
translation is proposed by one of the Bulgarian translators (Dahl,
1982/1996, p. 36). She opted for achieving functional equivalence by
preserving the parameters from macro-structural level with regards
to one of the wordplays and achieving full equivalence with regards
to the second wordplay. The two wordplays play on the two pairs of
lexemes: “Hamburg” and “hamburger” (instead of “Wellinton” and

“wellingtons” - functional equivalence is attained) and “Panama”
and “panama hats” (full equivalence is achieved - both macro- and
micro-level parameters are preserved).

Merging of scripts
The third functional mechanism is based on the simultaneous func-
tioning and perception of the two activated cognitive structures
(scripts) being often included in a common associative field. The
example that follows is taken from Lewis Carroll’s (1871/1998b)
Through the Looking-glass, And What Alice Found There:

Example 5:

“Crawling at your feet,” said the Gnat (Alice drew her feet back in
some alarm), “you may observe a Bread-and-butter-fly. Its wings
are thin slices of bread-and-butter, its body is a crust, and its head
is a lump of sugar”

“And what does it live on?”

“Weak tea with cream in it” (pp. 153-154)

After the train journey Alice finds herself under a tree where

she is introduced by the Gnat to some strange insects from the
Looking-glass world. One of these insects — the bread-and-butter-
fly - is described in the passage. Its name is based on a wordplay
created with the help of a nonce word formation mechanism. The
new lexeme is formed by means of blending, i.e., phonemic overlap:
bread-and-butter + butterfly = bread-and-butter-fly. The existing
phonemic overlap between the playfully manipulated words, i.e. the
common sequence of sounds [butter], is a prerequisite for the blend-
ing to occur. Thus, there is no need of shortening in between the two
blended lexemes because the end of the first word fully overlaps with
the beginning of the second. The two scripts activated by the lex-
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emes “bread-and-butter” and “butterfly” are: S1 FOOD (bread and
butter) and S2 INSECTS (butterfly). They are simultaneously acti-
vated and perceived and this effect of joint perception is enhanced
by a non-verbal element - an illustration of the bizarre insect from
the Looking glass world. “Bread-and-butter-fly” becomes “sladinka-
malinka” in Bulgarian. The wordplay is not lost when translated
(Carroll, 1871/2004, p. 152) because the translator has successfully
activated the same scripts (S1 FOOD -the words “raspberry”/”sweet/
jam” and S2 INSECTS - the word “ladybug”). In Bulgarian “lady-
bug” is also called “kalinka-malinka” (literally: ladybug-raspberry).
A new lexeme is formed in Bulgarian - “sladinka-malinka” It is also
based on the blending mechanism: kalinka-malinka (“ladybug”) +
sladko (“sweet/jam”) = sladinka-malinka (literally: very sweet rasp-
berry). With the help of the newly formed word “sladinka-malinka”
(a term of endearment), the translator has achieved functional
equivalence by preserving the logical and functional mechanisms on
macro-structural level while changing the parameters of the micro-
structural level (the linguistic form). Thus, the same playful effect is
produced.

De-actualization of cognitive content of one of the scripts

The next functional mechanism involves the following: one of the
scripts gains the upper hand and de-actualizes some conceptual
content of the second script. In most cases, this functional mecha-
nism relies on the correlation of ordinarily non-relatable entities to
achieve its effect. Example 6 below is from Dahl’s (1982/1984) The
BFG again. The novel abounds in nonce words and the wordplay the
passage contains is also based on this linguistic mechanism.

Example 6:

“It was black with white stripes along its length. And was covered
all over with coarse knobbles.

“Here is the repulsant snozzcumber!” cried the BFG, waving it
about. “I squoggle it! I mispise it! I dispunge it! But because I is
refusing to gobble up human beans like the other giants, I must
spend my life guzzling up icky-poos nozzcumbers instead.” (pp.
49-50)

To satisfy Sophie’s curiosity about how he provides his suste-
nance, the BFG shows her the food he is compelled to eat, being a
non-man-eating giant. He has to content himself with the disgusting
taste of a vegetable called “snozzcumber”. “Snozzcumber” is one of
the many nonce words, part of the friendly giant’s “gobblefunk” lan-
guage, consisting of a large number of funny invented words and ex-
pressions. Contamination is the word formation mechanism used in
this example — the lexeme “snozz” (informal slang word for “nose”)
is added to the ending of the lexeme “cucumber” and the result is

“snozzcumber”.

On the one hand, the main concept “cucumber” activates in the
reader’s mind a script representing information about a delicious
green vegetable with watery flesh: S1 FOOD - WORLD OF HU-
MANS (vegetables, cucumbers, delicious). On the other hand, the
nonce word “snozzcumber” activates another script which conjures
up an image of a vegetable similar in appearance to the well-known
cucumbers but not in taste: S2 FOOD - WORLD OF GIANTS
(vegetables, snozzcumbers, disgusting). The unpleasant associations
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evoked by the repulsive vegetable are further reinforced by the noun
“snozz”, which bears relation to the veggie’s form and awful smell.
These two scripts represent mutually exclusive and non-relatable
concepts: (a) something juicy and appetizing; and (b) something
horrible tasting of “frogskins and rotten fish”. As a result, the second
script prevails over the first and de-actualizes some of its conceptual
content. Snozzcumbers, though similar in appearance to cucumbers,
are perceived as something tasting awfully. The described functional
mechanism is further enhanced by a visual element which displays
the repugnant vegetable. The translation of the “snozzcumber” word-
play in Bulgarian is equally creative. The Bulgarian translator has
also invented a nonce word - “prastavitsa” (Dahl, 1982/1996, p. 52)
by activating similar scripts related to food, thus achieving function-
al equivalence. The same word formation mechanism (contamina-
tion) is used - the lexeme “pras” (informal word for “bang”/”boom”
in Bulgarian - the vegetable described by the The BFG is similar to
a baseball bat in appearance) is added to the ending of the lexeme
“krastavitsa” (“cucumber”) and the result is the effective wordplay
“prastavitsa”.

Script opposition
The key effect of script opposition is surprise, or the arousal of false
expectation. The existence of formal similarity or identity between
the playfully manipulated linguistic structures highlights the differ-
ences rather than settles them.
The next example illustrates the last functional mechanism and is
taken from Carroll’s (1865/1998a) Alice’s Adventures in Wonderland:
Example 7:
You see the earth takes twenty-four hours to turn round on its
axis -7
“Talking of axes,” said the Dutchess, “chop oft her head!” (p. 54)
The wordplay in Example 7 is playfully created by means of the
homophonic pair: LF1 “axis” (M1 “an imaginary line about which
a body rotates”) and LF2 “axes” (pl. of “axe” - M2 “a tool used for
chopping wood”). These two lexemes activate two scripts: S1 UNI-
VERSAL TIME (earth, axis) and S2 CUTTING TOOLS (axe, to
chop). Because of the sharp difference, which exists between them,
they cannot be merged or included in a common associative field.
These scripts are contrasted or set in opposition, and the difference
between them is thus made even more profound. Consequently, the
surprise effect is achieved. Similar effect is produced by the TL word-
play (Carroll, 1865/2004, p. 52). It is based on the activation and sub-
sequent opposition of the following scripts: S1 UNIVERSAL TIME
(“os” meaning “axis” in English) and S2 INSECTS (“osa” meaning
“wasp” in English). It is a homophonic wordplay which successfully
manipulates the two lexemes - “0s” and “osa’, bringing about similar
effect — arousal of false expectation.
The functional mechanisms outlined above can shed light on
the nature of wordplays, on the ways wordplays function, and on
how their intended effect is brought about. They are also part of the
comparative model and are a key parameter that can be used for the
comparison of SL wordplays and their respective translations in the
TL. At this point, it is necessary to call attention to the fact that the
different types of functional mechanisms in the classification are not
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11. See Figure 1 (parameter 2).
12. See Figure 1 (parameter 4, 5
and 6)

13. See Figure 1 (parameter 4).
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mutually exclusive. Sometimes more than one functional mecha-
nism can be brought into play in a given wordplay. This means that
the interpretation of how the activated scripts function and interact
in each example is subjective to a great extent. Moreover, the clas-
sification is subject to modification and broadening because it is
based on a limited number of wordplays which belong to a specific
discourse type.

The script opposition and logical mechanism components of At-
tardo’s hierarchy of KRs play a key role in the GTVH. The logical
mechanism, comprising purely logical categories, resolves the script
opposition. Attardo, Hempelmann and Di Maio (2002) propose
the most detailed classification of different logical mechanisms - 27
altogether. In my comparative model, I also include a logical mecha-
nism'' component. It is the second parameter on macro-structural
level and can be defined as the interpretative mechanism by means
of which the relationship between the activated scripts is established.
It involves the way two different senses or scripts are brought to-
gether. Following Attardo (1994) and his view on resolution in puns,
I assume that the logical mechanism in wordplay is “cratylism” or

“cratylistic analogy”: “one form = one sense’, i.e., applying the playful
logic that the signifier and the signified are phonetically motivated
(pp- 143-170). This means that wordplays “carry connotative seman-
tic associations between the two senses involved” and the speaker/
reader is well-aware of the fact that these associations are not “real”
but playful (Attardo, 1994, p. 150).

Situation, Target and Narrative strategy are the KRs which are
not included in the comparative model. The situation component is
omitted because, to a great extent, the information related to it coin-
cides with the information provided by the analysis of the context of
wordplays and the description of activated scripts. As for the target
component, Attardo and Raskin (1991) define it as optional. Taking
into account the aim of the proposed model, I consider this feature
unnecessary since the wordplays from the corpus are not part of joke
texts and do not have a “butt” or a target to laugh at. The narrative
strategy component is also made redundant because it remains un-
changed in the process of translation.

In Attardo’s hierarchy, the Language component occupies the low-
est level. Consequently, the decisions related to it depend completely
on the decisions taken on the other levels. In contrast, due to the
metaliguistic character of wordplays, the most important element
in the comparative model is language. For this reason, it is further
specified and divided into three subcategories'? — linguistic mecha-
nism, semantic structure and formal structure which, according to
Delabastita (1994), “are the key criteria for describing and compar-
ing puns” (p. 232). These are the last three parameters belonging to
the micro-structural level.

The parameter linguistic mechanism® includes various linguis-
tic means, which are creatively exploited to generate wordplays.
Demirkova (2015, p. 119) proposes a detailed classification of dif-
ferent types of wordplays according to the linguistic mechanism
used and according to the major levels of linguistic analysis (pho-
nological, morphological, syntactic, lexico-semantic, syntagmatic

- idiom-based wordplays — and intertextual - allusive wordplays). A
conclusion is drawn that the most frequently employed language
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mechanisms for wordplay formation are: homonymy, homophony,
polysemy, paronymy and nonce word formation.

The last two parameters' of the model pertain to the structure of
wordplays, both formal and semantic. The formal structure includes
the linguistic forms (LF1 and LF2) that are playfully manipulated to
create wordplays. The semantic structure, on the other hand, consists
of the meanings (M1 and M2) evoked by these linguistic forms. They
play a crucial role in the activation of the respective scripts, giving
rise to ambiguity and incongruity.

Practical application of the model in the context of translation
Having outlined the six parameters of the comparative model, I will
demonstrate how it can be used as a tool for establishing the differ-
ences and similarities between ST and TT wordplays and for defin-
ing various types of equivalence in wordplay translation. The exam-
ple is excerpted from the last volume of Pratchett’s (1990/1998b) The
Nome Trilogy, titled Wings.

Example 8:

ST: Now there was a rumbling noise. Angalo looked up. “T know

that sound,” he said. “Infernal combustion engine. We’re in a ve-

hicle” (p. 52)

TT: Raznese se taten. Angalo vdigna pogled.

Toya zvuk go poznavam! - vazklikna toj. - Tova e dvigatel s va-

treshno gorene! V kola sme! (Komogorova-Komata, 1990/2003)

(Literal translation: There was a rumble. Angolo looked up. “I

know that sound,” he said. “This is internal combustion engine.

We are in a car!”).

Example 8 consists of two fragments. The first one is from Pratch-
ett’s (1990/1998) trilogy (ST), and the second is its translation into
Bulgarian (TT) by Svetlana Komogorova-Komata (1990/2003). For
the sake of clarity, the comparison on macro-structural and micro-
structural levels between the original wordplay and its translation
variant with respect to the six parameters is presented in tabular
form (see Table 1).

This short passage from the third book of the Nomes depicts the
main characters Masklin, Gurder, and Angalo on their mission to
get to Florida. During their journey, they are compelled to hide in a
carry-on luggage unable to see the outside world. They hear strange
sounds and try to guess where these sounds come from. It turns out
that the nomes are on board of a vehicle that produces a “rumbling
noise”.

On micro-structural level, the two linguistic forms which are
playfully manipulated to generate the wordplay in the passage are:
LF2 “infernal combustion engine” (M2 “an engine which generates
motive power by burning petrol, oil or other fuel”), which is pres-
ent in the text; and LF1 “internal combustion engine” (M2 “a hellish
engine”), which is not present in the text but its meaning is trig-
gered by the context. This is made possible as a result of the use of
the linguistic mechanism paronymy. The paronymic pair, utilized to
this purpose, is: infernal (“hellish”) ~ internal (“inner”).

On macro-structural level, the two scripts activated are S1 VE-
HICLES (engine/internal combustion) and S2 HELL (fires of hell/
ceaseless burning). They are related by means of cratylistic anal-
ogy. Thus, in addition to the overlap in sound, a semantic overlap
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Table 1
COMPARATIVE ANALYSIS OF WORDPLAY TRANSLATION FROM ENGLISH INTO BULGARIAN (example)

(8) Macro-structural level (8) Macro-structural level
ST T
S1/S2 VEHICLES S1 VEHICLES
(engine/internal combustion) (engine/internal combustion)

/HELL (fires of hell/burning)

LoM Cratylistic analogy LoM -
FM Merging of scripts FM -
LM paronymy LM -
FS LF2 (infernal combustion engine)/ FS LF1 (dvigatel s vatreshno gorene)

[LF1(internal combustion engine)
- not present in the text]

SS M1 (“an engine which generates SS M1 (“an engine which generates
motive power by burning petrol, oil motive power by burning petrol, oil
or other fuel”) or other fuel”)

M2 (“a hellish engine”)

is sought. As far as the functional mechanism is concerned, the
two scripts are activated and perceived simultaneously. Merging

of scripts occurs. It is facilitated by the existing common subscript
(burning/combustion).This subscript can be related both to the
engines that burn fuel and to the fires of hell, burning ceaselessly
and consuming the sinful souls. The use of the expression “infernal
combustion engine” can be interpreted as an exaggerated imitation
aiming to achieve humorous effect.

With regard to the TT wordplay translation into Bulgarian, the
comparative analysis made, reveals significant differences on both
macro- and micro-structural levels. Only one of the components
of the formal structure of the original wordplay is reproduced in
translation, namely LF1 “internal combustion engine” = “dvigatel s
vatreshno gorene” It activates the first script: S1 VEHICLES (engine/
internal combustion). Since the second component of the formal
structure is omitted, the second script S2 HELL (fires of hell/cease-
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less burning), is not activated. As a result, the logical mechanism
parameter — cratylistic analogy - is not present. In this case, only
partial semantic equivalence is achieved through translation. This
leads to a wordplay loss. The intended punning and playful effect is
not achieved in the Bulgarian translation.

At this point, it is reasonable to assume that a preliminary ac-
quaintance with the comparative model will facilitate to a great
extent the decision-making process because, as it is demonstrated
by the analysis of the Example 8, the TL is unable to provide a cor-
responding paronymic pair (“internal” > “infernal” # “vatreshno” >

“adsko”) due to the existing systemic differences between English and
Bulgarian. This means that it will be more productive to view the
available linguistic mechanisms and stylistic devices in the context
of the activated scripts, which can help the translator to come up
with some interesting translation variants. For instance, a similar
playful effect in the above example can be achieved by means of the
compensatory mechanism of rhyme. The pair that rhymes may be
selected in such a way as to ensure the preservation of the scripts:

“gorene”(“burning”) <> “plamtene” (“flaming”). As a result, the two
components of the formal structure might be: LF1 “dvigatel s va-
treshno gorene” (“internal combustion engine”) and LF2 “dvigatel s
vatreshno plamtene” (literal translation: “internal flaming engine”),
which would activate the same scripts - S1 VEHICLES (combustion)
and S2 HELL (flames of hell).

To sum up, a closer look at the structure of a given ST wordplay,
particularly on macro-structural level with respect to the activated
scripts, can significantly help the translator to carefully examine and
analyze the available linguistic resources and to find the best possible
solution, thereby minimizing the possibility of translation loss.

Conclusion

The model presented in the paper comprises six parameters and can

be used for the analysis of the structure of wordplays on both macro

and micro-levels. As a result, it can be useful to translators to help
them meet the challenges of wordplay translation. The proposed
model can also be applied by translation scholars as part of a com-
parative analysis between SL wordplays and their respective transla-
tions into the TL". Thus, based on the similarities and differences
found on macro- and micro-structural levels, they will be able to
define different wordplay translation strategies.

Based on the comparative analysis of the corpus with regard to
the six parameters, four general types of translation equivalence can
be outlined:

1. Full equivalence (both semantic and functional) can be achieved
when the lowest parameters from the hierarchy on micro-struc-
tural level - the linguistic mechanism, the formal and the seman-
tic structure — are preserved and reproduced in translation. This
type of equivalence is rare but not unlikely, and is possible when
the SL wordplay has an exact counterpart in the TL. This leads to
the activation of analogous parameters on macro-structural level
and to the preservation of the intended playful effect.

2. If the micro-structural parameters are altered but the logical
mechanism (cratylistic analogy) on macro-structural level is pre-
served, then the so-called functional equivalence occurs. In this
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16. “Punning balance” is a term

introduced by Marco (2010, p. 270).

17. (“Punning is a Talent which No
Man Affects to Despise,” n.d.).
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case, the SL wordplay is substituted with a TL wordplay (there is

no formal/semantic similarity between them). Despite the dis-

similarity on both levels, the TT wordplay fits perfectly into the

TT context and fulfils a function similar to the ST wordplay, thus

bringing about the desired effect.

3. If the logical mechanism is not preserved in translation, the word-
play is lost as well as its effect. In this case one or both of the ST
wordplay semantic components are translated in the TT but due
to the systemic differences between the languages it is impos-
sible to establish a cratylistic analogy. Consequently, the type of
equivalence achieved during the process of translation is semantic
equivalence - the pragmatic effect is lost.

4. The last category can be defined as zero equivalence or non-trans-
lation, where the ST wordplay is omitted and is missing in the TT.
Quite often, this loss is compensated for by the translators by the
addition of new wordplays, non-existent in the ST.

Since translation is a decision-making process, it can be useful
for the translators to take into consideration the following guiding
principles when opting for one or another of the above-mentioned
strategies:

« If full equivalence is impossible to achieve, an attempt should be
made at preserving the parameters on macro-structural level -
the activated scripts, the logical and functional mechanisms.

« If equivalence on macro-structural level with regard to the acti-
vated scripts and the functional mechanism is unattainable, then
it is necessary to preserve at least the logical mechanism - cratyl-
ism. This will result in creating a new wordplay but will guarantee
the achievement of functional equivalence and the maintaining of
the “punning balance™® between the original and the TT.

Thus, in my opinion, when translating wordplays, creativity and
flexibility are more important than strict adherence to their semantic
structure.

In conclusion, I would like to point out that the translatability of
wordplay should be regarded as a relative and not as a binary or ab-
solute category. It is a cline rather than a clear-cut dichotomy. Word-
plays are more or less translatable rather than absolutely translatable
or untranslatable. To quote Jonathan Swift: “Punning is a talent
which no man affects to despise but he that is without it”"” and, I be-
lieve the same is true for pun translation. The proposed comparative
model, which considers wordplay not only as a linguistic but also as
a cognitive phenomenon which has its own functional mechanisms,
can be quite helpful to those translators who do not want to rely on
their talent alone.
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Abstract

Modern research approaches to inclusive education in nursery school
highlight the necessity of interdisciplinary collaboration between ev-
ery teacher and the psychologist of the school. In Greece, the promo-
tion of school psychological support for general education students
began only a few years ago with the establishment of Diagnostic Edu-
cational Evaluation and Support Committees (EDEAY). The aim of
this research was to capture the findings of nursery school teachers
regarding the role of the school psychologist in promoting inclusive
education as a novelty and modern educational practice. The percep-
tions of twenty-two nursery school teachers who collaborated with
school psychologists were explored with the use of semi-structured
interviews and the method of qualitative content analysis. The results
highlighted the need to clearly identify the school psychologist’s dis-
tinct role. Moreover, the development of a school learning environ-
ment that not only focuses on the acquisition of cognitive achieve-
ments for infants, but also strengthens their social and emotional
development was mentioned as a crucial factor for the implementa-
tion of inclusive education by the participants.

Keywords: school psychological support, inclusive education, integra-
tion practices, school environment

Introduction

The consolidation of inclusive education in nursery schools for the
improvement of academic performance requires the continuous psy-
chological support of students and their families. It also requires spe-
cific methodological principles that concern the school’s daily reality
as a whole, and aim at the development of communication relations;
these should respect and facilitate the course and pace of learning and
social development of each student and class, parallel to the creation
and shaping of desires for learning, and the development of skills

and abilities. Another requirement is an interdisciplinary approach.
Within the context of interdisciplinary collaboration, information is
exchanged and various educational programs are being planned, orga-
nized, implemented and evaluated, aiming at the complete integration
of each child (Nilholm, 2021).
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Literature review

The main principle of inclusive education in nursery school — where
learning objectives are not one-dimensional and cognitive-centric

in character - is psycho-educational intervention, in terms of both
form and content, based on the students’ needs and capabilities. The
dominant position and importance of the students’ already estab-
lished desires and interests, their cultivation and deepening, as well
as the shaping of new ones, have led to the distinction of three meth-
odological principle categories; these are associated with the three
following intervention dimensions that concern inclusive education
and school psychological support: (a) the emergence of desires; (b)
the role of the teacher and the school psychologist; and (c) the ap-
propriation and internalization of inclusive education principles on
part of the students. These dimensions operate in parallel and also
overlap in all processes of school everyday life (Bendova et al., 2014).

The emergence of desires is emphasized as a methodological tool
for the creation of a support framework for all students attending
nursery school. It is important that this emergence includes not only
positive and constructive desires, but also desires for the expression
of negative emotions. The adult acceptance of the expression and
experience of negative emotions is crucial for the management of the
students’ social, emotional and cognitive difficulties. Constant repri-
mands and prohibitions many times hinder the expression of emo-
tions and the gaining of experience that - no matter how disturbing
for adults - are often necessary for the emotional development of
children. Acceptance does not imply reinforcement, but rather rec-
ognition of the other person’s emotional state, as well as accompani-
ment (Tazouti et al., 2011).

It is important that all students, including those facing intellectual
disabilities, are able to identify and express what they do and do not
want. From this point on, it is the teacher who - through careful ob-
servation and positive acceptance — is responsible for the orientation
of interventions and suggestions in a continuously interactive rela-
tionship with students. The planning and structuring of school activ-
ities should not be decided by the teacher without the participation
of students. It takes time, method and willingness to recognize and
accept the needs, desires and interests of children (Vasileiadis et al.,
2021a). Non-verbal communication, posture, gestures, facial expres-
sions, the phenomena of group dynamics, the prevailing atmosphere
in the classroom as well as the attention, interest and performance
of students are clear qualitative indicators for desire expression that
must be taken seriously (Helm & Katz, 2016).

Regarding the role of the teacher and the school psychologist,
something important for the promotion of inclusive education for
all students is the active staff’s involvement in every school unit.

The school staff cannot work in a positive and efficient manner for
the students if it does not work positively and efficiently for itself
(Vasileiadis & Doikou-Avlidou, 2018). Obviously, not all of the staff’s
needs and desires can nor should be met at school, but only those
that correspond to the respective roles, and to the students’ daily
learning and developmental needs (Zaniolo, 2021). The staff should
cater students and parents, albeit within its capabilities, and to an
extent that is also positive and constructive for itself. Necessary con-
ditions for this are the development of a collective culture, and the
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mental resilience of all adults involved. Every teacher needs to par-
take in a wide range of activities with determination and flexibility,
and must also execute processes that may not always be enjoyable
but are inevitable in the reality of communicating with students, col-
leagues and parents within the school environment. It is worth not-
ing that interventions should not be limited to the directly expressed
student wishes and interests. On the contrary, those involved should
go a step beyond by proposing activities while taking into account
the students’ potential rather than just their already established ca-
pabilities. The existence of classmates and the cooperation between
them is crucial at this point.

Dawadi (2022) named three major barriers to inclusion: social,
sectoral and infrastructural. She suggested that, by removing these
barriers, we could ensure equity and inclusion in education. Some
examples of social barriers are poverty, gender discrimination, par-
ents’ migration, child labor, and conflict. Sectoral barriers consist of
lack of policies, the incapacity to teach children with disabilities, and
physical facilities, among others. Infrastructural barriers include lack
of transportation, remoteness, lack of amenities and logistics. The
mainly emphasized barrier towards inclusive education is the lack of
professionally experienced teachers. Sanchez, Rodriguez, and San-
doval (2019) studied 112 schools from different parts of Spain, and
discovered some elements that could promote inclusive and quality
practices. Some of them are heterogeneous groupings with reorga-
nization of resources, the extension of learning time, enhanced stu-
dent interaction, the cultivation of higher expectations, community
participation in student learning activities, family participation in
decision-making, and family training.

Finally, the third dimension associated with inclusive education
for the entire student population concerns the actions and proce-
dures that facilitate the appropriation, internalization and consoli-
dation of the promoted inclusive education environment on part
of the students. The digestion of various environment elements, of
different ways of thinking, perceiving, and behaving, as well as of
methods and practices, enables each student to transform them into
knowledge, abilities and skills, learning and development, desires
and interests both inside and outside the school context, according
to personal capacity (Hick et al., 2009). Therefore, the establishment
of inclusive education, as well as the planning and shaping of desires
and interests go through processes of external and internal conflict,
surprise and reflection, activation of defense mechanisms, and fi-
nally through the acceptance of personal responsibility, leading to
the assumption of new positions and the establishment of different
perceptions (Nilholm, 2021).

For the promotion of inclusive education principles in nursery
school, practices and techniques derived from various pedagogical
methods can be used as well as methods from different fields such
as: Theater and Fine Arts; methods for the development of creativ-
ity; Human Resources; Counseling and School Psychology. The main
techniques are the following: accompaniment, suggestions, confron-
tation, automation-imagination, physical expression, relaxation, acti-
vation, dramatization, aesthetic education techniques, etc. (Harfiani
& Akrim, 2020). Moreover, it is very important that inclusive educa-
tion occurs in a wholesome manner, or rather as an interdisciplinary
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result. Teachers should be able to cooperate with specialists, as well
as school psychologists. In the context of early childhood education,
interdisciplinary teams have to do with the development of collabo-
ration between diverse staff working towards inclusion. A significant
change in attitude regarding interprofessional collaboration and
inclusive care is reported by various professionals over time. The pat-
tern emerging from research is that of a shared sense of interdepen-
dence and group reflection in various projects. Professionals engaged
actively and demonstrated a shared involvement in working towards
inclusive education. 192 professionals indicated that networks could
be effective in inclusive education. These findings underline that
interprofessional collaboration and common decision making in
participant-governed networks require close connections between
the members of the team and can actually prove successful (Fukkink
& Verseveld, 2020).

Albritton, Mathews, and Boyle (2019) studied 135 school psychol-
ogists in early childhood settings and suggested that the majority of
early childhood school psychologists dedicate a significant amount
of time to conducting student evaluations for special education eli-
gibility as well as to catering to the personal needs of students as an
assistance to teachers.

Regarding Greek reality, the consensus view of those involved
in educational processes is that not all inclusive education actions
should be organized by the Ministry on a central government level,
but oriented to each school unit’s conditions. Therefore, the success
of inclusive education requires the assignation of relevant author-
ity and responsibilities to the school units, as well as the substantial
participation of all teachers, students and parents involved in the
educational process.

What is more, it is widely believed that the changes dictated by
central government are of questionable effectiveness. Educational
changes fail when the school community does not consent to them,
or when the school’s organizational structure does not facilitate their
implementation. When inclusive education programs fall short to
meet society’s needs, and only function as declarations and theo-
retical analyses, they end up representing nothing more than inap-
plicable ideas, causing problems to daily school reality. For those
involved, integration processes, in order to be effective, must be
implemented as a set of dialectical action processes, and not as an
externally imposed situation that requires the employees to passively
adapt to it. Therefore, inclusive education should not be understood
as a stand-alone setting, but as a process that facilitates daily school
life, is linked to political practices, and takes into account current
economic conditions (Sakellariou et al., 2018).

In conclusion, for Greece, the systematic promotion of inclusive
education both in and out of the school context acquires special
importance and redefines the role and responsibilities of all those
involved, i.e. both the school psychologists and the teachers, after the
adoption and implementation of Law 4115/2013 (art. 39). The afore-
mentioned article stipulates the establishment of School Networks
of Educational Support for nursery schools as well. School psycholo-
gists offer their services as part of the above networks, promoting the
mental resilience of each student (Pappas et al., 2018).
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The aim of this research is to highlight the findings and concerns
of nursery school teachers regarding the role of the school psycholo-
gist in promoting inclusive education as a novelty and modern edu-
cational practice. More specifically, what this research attempts is to
explore the way that nursery school teachers perceive and make sense
of school psychological support through the Diagnostic Educational
Evaluation and Support Committees (EDEAY).

Based on the purpose of this research, the following questions
were formulated:

1. How is inclusive education defined in the Greek school environ-

ment?

2.Which are the prevalent inclusive education techniques applied

in the daily reality of nursery school? How is their effectiveness
assessed?

3. Which are the school psychologist’s responsibilities in your class?

How would you assess the psychologist’s contribution so far?

4. Which type of school psychological support is considered appro-

priate for the development of inclusive education?

Material and methods

Participants

For the main research part, the selection of participants was delib-
erate; thus, the sample consisted of 22 primary education nursery
school teachers in the educational region of Central Macedonia.
More specifically, the initial sample consisted of 27 nursery school
teachers, however 5 of them decided to withdraw for personal rea-
sons. The sample is considered satisfactory due to the scarce pres-
ence of school psychologists in nursery schools in the area. The
relatively small sample of participants is justified in the context of
qualitative research, because here the focus is placed on the specific
and in-depth analysis of the meanings contained in input data, and
not so much on the so-called quantitative data that would require a
larger sample.

The selection criteria for the teachers’ participation in this re-

search were the following:

1. Prior service over 4 years in a school unit to ensure work experi-
ence.

2. Work experience of at least 2 years in a school unit where inclu-
sive education programs are implemented.

3. Presence of at least one student with emotional and/or social dif-
ficulties in the selected class, which would require the coopera-
tion with the school psychologist.

All participants were women due to the state-wide limited number

of male nursery school teachers.

Methodological instrument

The tool used for the conduction of research was the semi-structured
interview. The research interview gathers as much data as possible
about the experiences, assessments and activities of the participants,
who have the opportunity to present their personal views in an
open-ended manner. The interview process provides an opportunity
to explore the participants’ insights, as they are able to focus on their
own assessments and interpretations. In addition, during the inter-
view period, it is possible to obtain other data regarding research
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conditions and the general behavior of the interviewees, which con-
tribute to a rounder interpretation of the phenomena under study
(Stemler, 2015).

In semi-structured interviews, a number of predefined questions
acts as a “basis”, which could be flexible in terms of order, as well
as in terms of content, depending on the course of the discussion.
Therefore, in semi-structured interviews the content and flow of
the questions are determined by the researcher; nevertheless, the
respondents are given the opportunity to express their thoughts and
describe their experiences to their discretion. In order to check the
reliability of the interview guides, the interview guides from other
similar surveys were compared and examined (Vasileiadis & Doikou-
Avlidou, 2018).

Data collection

Prior to the interviews, the researcher informed the participants
about the purpose of the research and assured them about the confi-
dentiality of their data. The interviews were conducted based on spe-
cific questions acting as pivots. Those questions were flexible in terms
of wording and content, depending on the course of the interview.

In order to check the reliability of the interview guide, other simi-
lar surveys were studied, mainly from Europe (Bear, 2020), while
a pilot application was carried out during the trial phase of the
research process. Subsequently, the criterion of reliability of long
experience and contact (prolonged engagement) was ensured, via
the prolonged engagement method. To that matter, it is important to
mention the prolonged presence of researchers in primary schools.
In addition, with the intention of checking the validity of the in-
terview guide, the texts of the interviews were selected by the par-
ticipants, who stated that their views were not misinterpreted, thus
enhancing the validity of the survey data.

The themes and questions of the interview guide were formulated
based on the general purpose, the individual objectives, and the re-
search questions. Initially, there was a set of questions regarding the
respondents’ demographics, their educational level - so as to ensure
that they were university graduates and not holders of foundation
degrees — and their experience with the provided psycho-education-
al services. With the exception of demographics, the thematic blocks
of the interview questions and the interview guide were as follows:

Interview guide

The philosophy of inclusive education and the function of new institu-
tions in the school context

1. What does the philosophy of inclusive education entail and
what are the practices of inclusive education in the Greek nurs-
ery school?

2.Which is its historical progression?

3. What is the application of inclusive education in school every-
day life like? How is the course being evaluated so far?

Factors shaping inclusive education
1. Which factors shape inclusive education in nursery school?
How do they affect its implementation in the school context?
2. Which is the role of the school community?
3. Which is the role of parents?
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School psychological support
1. How is school psychological support defined?
2.Which is the role of the school psychologist?

Improving the applied innovative psycho-educational institution
1. Which positive elements have occurred from the establishment
of the School Networks of Educational Support?
2.Which are the weaknesses?
3. Which changes are proposed?

The interviews were conducted during the 2018-2019 academic
year, following prescheduled afternoon appointments, in places that
ensured the privacy and confidentiality of the process. All interviews
were transcribed with the consent of the participants. The average
duration of each interview is estimated at 23 minutes in total, while
the average time needed by the participants for responding was 14
minutes. During the recording, the transcript of the material was
performed verbatim and any information that could be related to the
behavior of the respondent was noted. In addition, with the inten-
tion of checking the validity of the interview guide, it was presented
to a school psychologist and a teacher without prior stating of the
research purpose, so as to determine whether the guide would be
successful in exploring beliefs regarding inclusive education and
school psychological support. Moreover, for the same reason, the
texts of the interviews were selected by the participants, who stated
that their views were not misinterpreted, thus enhancing the validity
of the survey data.

Data analysis
Qualitative content analysis was chosen for this research, as it fa-
cilitates the systematic and qualitative examination of the interview
messages. Qualitative content analysis reinforces the view that the
texts constituting the material to be analyzed operate within a spe-
cific socio-political, historical and ideological context, and reflect the
assessments of specific social groups or classes (Krippendorft, 2018).
Data collection is followed by the definition of analysis techniques.
The selected analysis unit was the recording unit. A recording unit is
defined as the subject suitable for research that concerns the record-
ing of beliefs and attitudes (Stemler, 2000). Moreover, the use of sub-
ject as a recording unit is considered appropriate for the thorough
investigation and for highlighting as many aspects of the subject
under consideration as possible. Subsequently, the inductive cat-
egory system was set up. With the method of constant comparison
(constant comparative method) the relations between the categories
were examined and, in cases of overlapping between two categories,
the smaller categories were merged into a larger one. Through con-
tent structuring, the data were indexed based on the units of analysis,
sorted by category and subcategory and were then classified into
(sub-)categories with the use of the paraphrasing technique. Further-
more, the participants’ demographics and most of all their working
location (Region of Central Macedonia) showcase the researchers’
objective of presenting the opinions, assessments and experience
of those participants in particular during the time period of the
conduction of this research, without any intention of generalizing or
reaching general conclusions for the entire education population.
Finally, in an effort to enhance the reliability of the categoriza-
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tion method, data analysis by another researcher followed. Thus, the
coding criteria were presented and another coder was appointed.
The researcher and the coder each performed separate analyses, al-
beit using the same coding criteria. The material was classified by
category and by subcategory. Reliability was tested by the test-test
method and was based on agreement between coders. The minimum
degree of agreement in the classification of the sheets per category
& subcategory between the researcher and the coder was estimated
at 0.86. The agreement was calculated based on the formula V2 =
2M / Ne + N1, where M is the number of sheets that present an
agreement as to their classification (i.e. the same code is used by
both the researcher and the coder); Ne is the total number of sheets
classified by the researcher per category-subcategory; and N1 is the
total number of sheets classified by the coder. The overall score of
agreement between the two sides was 0.91, a score quite satisfactory
(Stemler, 2000). Furthermore, the default structure was chosen, and
the most characteristic statements were noted, along with statement
patterns, and insights of particular theoretical interest, remarkable
frequency or extreme wording. Finally, the data were analyzed with
the interpretation technique as per “nearby context” (the partici-
pants’ interviews) and “faraway context” (the theoretical context and
bibliographical references).

The initial category system is presented in Table 1.

The final category format, following the conclusion of the analyses,
is presented in Table 2.

The data obtained from the semi-structured interviews were ana-
lyzed using qualitative content analysis. Below are the findings of the
analysis by category and sub-category:

School environment

The vast majority of respondents state that the most important factor
for the promotion of inclusive education processes or lack thereof is
the prevailing environment of each school unit. They distinguish the
school environment into a traditional or knowledge-based environ-
ment, and into an environment of inclusive education.

“The important thing is the environment we create in here. ... On
one hand, there is the classic environment, where I teach you and
you perform, and then there is a different one, so to say inclusive
education?, where, based on the needs of the children, we formulate
a program.” (Teacher No 5)

“The school environment is very influential, it is the most fundamen-
tal [thing] of all. ... When we take their [the childrens] desires into
account, it helps a lot.” (Teacher No 2)

“I would say there are two pathways: the first one is familiar, the
school that aims at teaching the basics to our children. This path has
no room for students with disabilities, not just cognitive but also
emotional and social ones. ... Inclusive education is by no means a
priority there. The other path, the one I would call modern, is the
inclusion path, which fosters a completely different atmosphere and
culture, where we embrace every student.” (Teacher No 4)

Cognition-centered school environment. Participants systemati-
cally report that the traditional school environment, which focuses
on the preparation of students for elementary school cognitive re-
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Table 1
INITIAL INDUCTIVE CATEGORY SYSTEM

Inclusive education Inclusive education & School psychologist Psychologist respon-
- Greek educational nursery school sibilities
system
Political leadership Prevailing models Areas of facilitation Traditional model
Models of educa- Integration tech- Areas of prospective Modern model
tional policy niques collaboration
Education officers Implementation dif-

ficulties

Table 2

FINAL INDUCTIVE CATEGORY SYSTEM

School environment The role of the school psy-
chologist

Cognition-centered school The psychologist and inclu-

environment sive education

School environment of inclu- The psychologist and tradi-

sive education tional school

quirements and does not emphasize their emotional and social skills,
makes it difficult for some infants to integrate smoothly into school
life.

“Now there are many parents but also our own nursery school teach-
ers, who are pushing students to learn to write, to learn to read ... I
think that this is not helpful at all, and, most of all, has nothing to
do with our role and with the modern role of the nursery school.”
(Teacher No 12)

“That’s where the problems start. We begin to divide children between
those who can write and those who cannot write. No, these things do
not belong here, I think the classic mentality of [providing material
in] photocopies must end, we have moved forward, we are here to
help with the development of social skills, so that our children can be
socially empowered.” (Teacher No 15)

“We consider nursery school a vestibule of elementary school, yes,
the traditional one that focuses on specific skills, and in a way we
lose the point, I think we silence the souls of the children here, they
should express themselves, learn emotions, learn to coexist. ... This is
what’s important.” (Teacher No 14)
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“There can be no integration of students with social difficulties when
all we care about is performance in cognitive fields. ... It is impos-
sible. ... The infants cannot go beyond that point and start feeling at
ease and comfortable in the classroom.” (Teacher No 11)

School environment of inclusive education. Many nursery school
teachers believe that in cases where an environment of inclusive edu-
cation exists in the school unit, it facilitates their work, as well as the
social and emotional development of all of their students.
“Yes, I would call it an environment of inclusive education, where any
problems or any difficulties can be managed.” (Teacher No 11)

“Here in the classroom we successfully manage any social and emo-
tional difficulties. ... What I told you, the feeling that we work as a
team, should I call it cooperative culture? Should I call it inclusive
education? For me this helps, and our children do not present diffi-
culties.” (Teacher No 8)

“Yes, when we function in an environment of cooperation and inclu-
sive education, such difficulties are honestly not presented, or, to be
more precise, we do not see them as difficulties but rather as chal-
lenges for the daily reality of the classroom. ... Nowadays, children
face many emotional difficulties. In such an environment of inclusive
education you can manage such situations, otherwise you can’t ex-
pect anything from anyone.” (Teacher No 6)

The role of the school psychologist
All participants state that school psychological support is not clear
and is not applied in a uniform way. It depends on the philosophy
and views of the psychologist with whom they work.
“To tell the truth, I do not know exactly what a psychologist does at
school. Every year we have a different psychologist, this is not good.”
(Teacher No 20)

“[...] And the mentality has changed, young people have a philosophy
which is closer to education. I'm not saying that the older ones are
simply to blame, even for us it is not clear which approach is being
followed.” (Teacher No 2)

“Alright, there is a task book, but I think that does not help either. No, I
cannot understand what their role is, it is not clear” (Teacher No 19)

“There are still some school psychologists that make you feel as if they
were therapists. ... They talk about therapies and symptoms of hyste-
ria. Others say that it is not their responsibility to work with students,
and that they will only work with us. Every year we get a new face,

a different psychologist with a different approach. This causes great
confusion.” (Teacher No 3)

The psychologist and inclusive education. The vast majority of
teachers understand the role of the psychologist as an ally and part-
ner in order to develop integration practices and with a common goal
of social and emotional development of all infants.

“I saw a different perception and I am very happy, I did not expect
that the psychologist would become a partner, would become the per-
son with whom we would manage all things, good and bad, together.”
(Teacher No 22)

“Yes, until now we thought that the psychologist is here for provid-
ing a diagnosis and not for supporting us, I see a big difference. ...
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Inclusive education in practice means we set goals for all students,
it makes it much easier for me that it does not focus only on the
characters that we will learn and how we will be ready to read in
nursery school” (Teacher No 11).

“We place emphasis on the emotional shielding of our children.”
(Teacher No 1)

“It is important that we see different things with the psychologist. ...
The social development of children, their friends, their friendships.”
(Teacher No 19)

“I was hesitant. ... To tell the truth, I thought that the psychologist
would try to supervise me and would create obstacles. ... Stand in
my way. ... Its not like that. ... The psychologist has presented a new
concept of integration, suggests new practices, and enhance the posi-
tive emotions of our children.” (Teacher No 7)

The psychologist and the traditional school. However, there are
also tensions regarding the role of the psychologist in the inclusive
education processes. Many educators believe that many psycholo-
gists do not follow the philosophy of inclusive education, but rather
psycho-therapeutic approaches. In other words, an approach is
followed according to which the traditional school refers to the psy-
chologist when the teacher feels incompetent. Respondents’ criticism
focuses on the reluctance of psychologists to apply innovative tech-
niques and to adopt a clinical approach to students’ difficulties.

“The truth is that I have worked with psychologists who did not even

know what inclusive education was.” (Teacher No 18)

“Yes, there were some who thought that they should work behind a
desk as psychotherapists and resolve patients’ problems. Of course,
this does not exist in a school. Here we have students, not incidents
for referral.” (Teacher No 19)

“All students should participate in all nursery school activities. It is
important that the psychologist is with us in the classroom, in our
groups of friends, in various activities. ... According to traditional
logic, if something goes wrong, then we must inform the psychologist,
make a report. ... The child who misbehaves, goes to the psychologist,
this is an old perception. ... Such logic no longer helps.” (Teacher No
18)

“The traditional role of the therapist is still in existence, we still see it
even in young psychologists. ... But this is of no help. ... This is not a
way to empower the emotions of toddlers.” (Teacher No 6)

Discussion

This research aimed at exploring the views of teachers on the
school environment and the role of the psychologist in Education

as regards inclusive education in nursery school. Nursery school
teachers identify the prevailing environment of each school unit as a
significant factor for the quality of the provided inclusive education
services. They emphasize the fact that, when the prevailing school
environment is focused solely on academic achievement, it does

not foster an inclusive education culture among students. On the
contrary, when the prevailing environment also focuses on the social
and emotional development of the students, it creates important
opportunities for the promotion of inclusive education. As regards
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the school psychologist, it is highlighted that it is not a distinct role
in nursery school. It is indicated that in many cases, the psycholo-
gist implements programs that strengthen the mental resilience of
all students; however, some psychologists focus on the emerging
pathological conditions of students and on the therapy of symptoms,
which intensifies the division of students into typically and non-
typically developing ones.

The findings of this research are connected with the findings and
conclusions of other relevant studies. More specifically, regarding
the first research question that concerned the meaning of inclusive
education by nursery school teachers in the Greek school environ-
ment, many participants underlined the significance of the prevail-
ing school environment as an important factor for the inclusive
education of all students. The above-mentioned finding is consistent
with the findings of other studies. In particular, in a recent literature
review Nilholm (2021) abstracts the following:

At the level of school day management, it seems that the quality of

the inclusive education services provided is not influenced so much

by the views, perceptions and attitudes of the participating employ-
ees and parents, nor the logistical infrastructure and any views of
the seniors, but by the prevailing philosophy of each school.

In the same logic, in a year-long ethnographic qualitative study
of inclusive change in a school unit of 600 students with the use of
semi-structured interviews and observation, one of the findings
was the significance of the school environment as a constant and
diachronic factor for the promotion of inclusive education for all
students. The school environment influences the attitudes and per-
ceptions of otherness, both for the teachers and administrators of the
school unit and for the students as well (McMaster, 2015).

The second research question, which concerned the inclusive edu-
cation techniques and their effectiveness, indicated the significance
of techniques that focus on the social and emotional development
of the students. The participants evaluated as more effective the in-
clusive education techniques that do not focus on learning and pure
cognitive achievements. Thus, prior research findings are confirmed;
a qualitative research by Murniati et al. (2018) that was conducted
with the participation of teachers in 17 nursery schools with the use
of interview, observation, and documented study, indicated that the
knowledge-oriented nursery school limits the personal development
of students by imposing on everyone the same dominant learning
model, without taking into account the all-round development, the
different possibilities and the innate inclinations of each student.
According to the above perception, the model student is the student
of “excellence” - i.e., the student who responds to specific cognitive
demands. Students who fail to fulfill this role are separated from the
rest and are often disabled. As a natural consequence, students form
stereotypes and prejudices about success, failure, diversity and dis-
ability. The prevailing perception in the public school and its existing
structure reinforces discrimination and makes integration difficult
for all students. Thus, the school, instead of acting as a system that
recognizes diversity as a source of experience enrichment for stu-
dents, poses an inhibitory factor of their cognitive and emotional
development. This means that the knowledge-based school fails as a
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socializing mechanism to prepare students for their integration into
the wider societal whole, and coaches them for predetermined social
roles in specific social structures. Consequently, instead of preparing
the students for active school participation, the school invites them
to participate passively in the school daily life, without providing
any chances for communicating, planning, organizing, and making
suggestions, both on an individual level and in a group. Therefore, a
competitive school does not prioritize the balanced emotional devel-
opment of students, neither does it facilitate collaborative forms of
learning, nor promote each student’s creativity. The nursery school
that is not open to society does not enhance mutual acceptance and
equal participation in the school and wider social processes of the
neighborhood and the local community (Jelas & Mohd, 2014).

Additionally, the findings of this research agree with the findings
of other diachronic researches. A quantitative research with the
participation of 1,872 students in Ontario, Canada, among other
findings, concludes that the school that is oriented towards human
communication and contact, promotes more the interaction and the
authentic relations of the students compared to the school that is
oriented towards performance and has mainly academic goals.

Furthermore, the school environment of inclusive education is
linked to the organization and internal discipline of both students
and adults involved. It is also a process of personality formation
and an effort to conquer a higher consciousness, while this process
makes it possible for all individuals to understand their personal
historical value, their function in life and their duties. In addition,
the philosophy of inclusive education perceives schools as communi-
ties (Santilli et al., 2019), where students’ individual and school ex-
periences come together in a function of multiple factors. Based on
this approach, the school is a framework with specific policies and
practices that provide security, demarcation and coherence by ensur-
ing routines that facilitate its social role. In times of intense events
or crises, the school recognizes the need for support from agencies
and services with specialized knowledge. The members of the school
community are diverse and unique, have their own history, spe-
cific values and their own patterns of interaction. This approach to
schools as communities shifts the scope of intervention for issues of
coexistence and acceptance from individual impasses to group man-
agement within the classroom through the interaction of community
members. Members are not limited to students and teachers but also
include parents, social scientists, school administrators, members of
the local community (Vasileiadis et al., 2021b).

Therefore, when designing integration programs, the current situ-
ation should be taken into account: the prevailing social perceptions,
the real needs of the children, the use of relevant experiences, the
administrative structure of educational services, the ideology of in-
stitutions. The analysis of the strategies that refer to the organization
of the structures and the study of the relations that develop between
the students and the school context contribute to the understanding
of the requirements of the involved, to the prediction and evaluation
of the influences and the reactions of the students, as well as to the
appropriate programming (Ginevra et al., 2020).

As regards the responsibilities of the school psychologist in the
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classroom, the findings related to the third research question show
that the school psychologist plays an important role in accompany-
ing all those involved in the inclusive education processes and the
management of problems in the classroom. The services offered by
the school that promote the integration of students, presuppose the
active and stable participation of the school psychologist, which will
allow them to solve the resulting problems internally, without con-
stantly resorting to out-of-school services and structures. In other
words, the school unit needs to have sufficient autonomy to be able
to make corrections and re-definitions without requiring the inter-
vention of third parties and external bodies, which usually ignore
the philosophy and principles that govern the school (Zaniolo, 2021).

Finally, the findings of this research outline the appropriate
implementation framework for school psychological support aim-
ing at the development of inclusive education, as determined by the
fourth research question. Modern research data that resulted from
the evaluation of school psychological support programs that were
implemented in school units for 3-5 academic years (Hatzichristou
& Lianos, 2016), claim the significance of systematic planning of
intervention programs for the enhancement of emotional and so-
cial development of all students. A school unit with decentralized
competencies and jurisdictions can design, organize and imple-
ment more successful integration programs as well as redefine its
programming based on the methodological principles of inclusive
education (Williams et al., 2005). With these processes and with
the educational and psychological support services provided in
this framework, the school operates more effectively in terms of:
the comprehensive development of the students; their active social
participation and the questioning of the one-sided hypertension of
cognitive development; the activation of the possibilities, the imagi-
nation and sensitivity of all involved (students, teachers, parents);
the personal responsibility of every party involved; the cultivation
of an environment of co-responsibility in matters of daily coopera-
tion as well as the coordination of the interdisciplinary team; and
the specialization of the general goals of the educational process
into individual goals, easily adaptable, depending on the needs of
each student (Gibbs & Miller, 2014).

Finally, the reports of the respondents confirmed that the tradi-
tional role of the psychologist does not facilitate the management of
school daily life when the philosophy of inclusive education is fol-
lowed. More specifically, the traditional role of the school psycholo-
gist is linked to learning performance. Therefore, there is no time
and space for the promotion of interventions, and for the prepara-
tion of action plans for the purpose of social and emotional empow-
erment of the school population. Also, the role of the psychologist
is based on a rigid finding that students with adjustment difficulties
are associated with specific deviations. For the above formulation,
the prevailing perception is that this gives some form of role and
value to the psychologist’s professional status (Hatzichristou et al.,
2020). Still further, professional knowledge is based on the author-
ity of the scientist, it is considered of utmost importance, and, thus,
the perspective of the parents cannot be taken into account. The
adoption of special professional knowledge (authority) leads the
psychologist to isolation and not to interdisciplinary collaboration,
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or to the process of sharing the issues concerning the student with

teachers and parents. The concept of the psychologist as a special and
exclusive body of knowledge, is based on the medical model that pro-
motes the bureaucratic and fully limited participation of parents as an
educated and passive recipient of school everyday life (Bartolo, 2010).

Limitations and suggestions for further research
In the present research there are also methodological limitations that
must be taken into account when interpreting the results. To begin
with, there are limitations due to the choice of qualitative research.
The lack of representation does not allow the generalization of the
findings, thus no causal links for the findings of our research can
emerge. Moreover, the sample of the research was overly focused and
only included teachers. The exploration and comparison of the views
of school psychologist would present great interest. Also, a disadvan-
tage of this research was the lack of systematic verification of reli-
ability. The absence of triangulation with the extraction of data from
another source of research, e.g. observation in the classroom, did not
allow for the possibility of cross-checking, confirming or enhancing
the findings of this research. In addition, as regards reliability, there
was also the absence of the method of negative case analysis. This
concerns the process of revising the conclusions after the research
completion. According to this, the researcher examines the obtained
data for elements that prove wrong the research conclusions. Further-
more, the application of a multidisciplinary approach would enable
the extraction of quantitative data and therefore safer conclusions.

Regarding reflexivity, the participating researchers were asked the
following questions: In what other manners could research ques-
tions be explored? To which extent would this differentiated explor-
ing lead to a varied perception of the phenomena in question? The
answers were documented in a reflection diary, from which it seems
that the professional status of the main researcher (psychologist) has
influenced the interview guide, as to the emphasis placed on the psy-
chologist’s role during the guide’s composition. The various aspects
of school psychological support have been also accentuated.

From the mentioned limitations, but also based on the conclu-
sions that emerged from the present research, prospects for fur-
ther research activity with special theoretical and research interest
emerge. Initially, it would be interesting to apply the research to
a larger sample of teachers, as well as to investigate the specific
phenomena over the time frame of an academic year in order to
compare and draw safer conclusions regarding the participants’ as-
sessments. It would also be helpful for the parents of the students to
participate in a new research effort, in order to explore the views of
those also directly involved that objectively influence and shape the
respective school culture.
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Abstract

The present article focuses on an opera forgotten today, but popular
in its time: Isabella d’Aspeno, a work by the Ionian composer Paolo
Carrer and the unknown Italian librettist hidden behind the initials
R. G. S. The opera Isabella d’Aspeno was performed in April 1855 at
the Milanese theatre Carcano and was considered one of the grands
succes of the season, a fact confirmed by the numerous repetitions of
the production during that year and the next. The special interest of
this work lies is its obvious thematic similarity to the libretto of the
celebrated Italian opera Un Ballo in Maschera by Giuseppe Verdi and
Antonio Somma. Taking into consideration that Carrer’s Isabella is
chronologically anterior to Verdi’s Ballo (1859), it would be reason-
able to wonder whether the work of the young composer from Zante
served as one of the models for one of the major operatic creations
of the king of Italian opera. Since Isabella dAspeno was such a major
operatic hit at the time when Verdi and his librettist, Somma, were
working on the dramatic plot of Un Ballo in Maschera, the possibil-
ity that they were aware of it cannot be ruled out. We will attempt to
investigate this issue by offering a comparison of the two librettos as
well as those of the other known models of Un Ballo in Maschera.

Keywords: opera, Ionian islands, modern Greece, performing arts,
nineteenth century studies.

Introduction

The present article focuses on an opera forgotten today, but popular
in its time: Isabella d’Aspeno a work by the Ionian composer Paolo
Carrer and the unknown Italian librettist hidden behind the initials
R. G. S. The opera Isabella d’Aspeno was performed in April 1855 at
the Milanese theatre Carcano and was considered one of the grands
succes of the season, a fact confirmed by the numerous repetitions of
the production during that year and the next. The special interest of
this work lies is its obvious thematic similarity to the libretto of the
celebrated Italian opera Un Ballo in Maschera by Giuseppe Verdi and
Antonio Somma.

Taking into consideration that Carrer’s Isabella is chronologically
anterior to Verdi’s Ballo (1859), it would be reasonable to wonder
whether the work of the young composer from Zante served as one
of the models for one of the major operatic creations of the king of
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1. For a detailed biography see
Xepapadakou (2013) and Xepapa-
dakou (2014).

2. Carrer composed five “national”
operas: Marco Bozzari (1858-
1860); Kyra Frossini [Lady Frossini]
(1868); Despo (1875); Lambros
(beginning of composition in 1879
— unfinished work); Marathon-
Salamis (1886); and the couleur-
locale operetta, Contes Spourgitis
[Count Sparrow] (beginning of
composition in 1888 —unfinished
work). For the national element in
Carrer’s operas see: Xepapadakou
(2010).

3. The Ionian Islands (Heptanese)
became successively the posses-
sion of Venice (1836-1797), France
(1797-1799 & 1807-1815), Russia
(1800-1807) and Great Britain
(1815-1864) and were never under
Ottoman occupation. Therefore,
Italian cultural influence was very
strong, and it was customary for
the members of the local aris-
tocracy to study in Italian cities

or to pursue a career of affairs
there. Also, Ionian noblemen and
bourgeois were fluent in the Italian
language, which was the official
language of the state until its union
with Greece (1864). For further
historical details see Potts (2010).
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Italian opera. Since Isabella d’Aspeno was such a major operatic hit at
the time when Verdi and his librettist Somma were working on the
dramatic plot of Un Ballo in Maschera, the possibility that they were
aware of it cannot be ruled out. We will attempt to investigate this
issue by offering a comparison of the two librettos, as well as those of
the other known models of Un Ballo in Maschera.

Paolo Carrer

Before embarking on this endeavour, a few preliminary details on
the man behind Isabella d’Aspeno are in order. Pavlos Karreris or
Paolo Carrer (1829-1896) from Zante was perhaps the most suc-
cessful Greek opera composer of the 19 century.! He was one of the
leaders of the Ionian art music school, and the first to create “nation-
al” operas and national songs on Greek themes, Greek librettos and
verses as well as melodies inspired by the folk and the urban popular
musical tradition of modern Greece.?

Carrer was a descendant of a noble family of Zante. He studied
music in his birthplace with the Italian teachers Giuseppe Cricca,
Francesco Marangoni, and possibly in Corfu with the distinguished
Ionian composer Nikolaos Mantzaros. A natural musical talent, but
also in harmony with the cultural milieu of the Ionian Islands of the
time, which was dominated by Italian opera and western European
culture, he composed his first small-scale musical pieces in the late
1840s.

One should point out here that the Ionian Islands are the only
area of southeastern Europe and in particular of the Greek-speaking
world that escaped ottoman rule.’ Their direct contact with the West
created a unique cultural landscape, in which local traditions and
western models co-existed. Emigrants from Venetian Crete and Ital-
ian musicians initiated the natives to western harmony and laid the
foundations of Ionian music institutions and habits.

The city of Corfu was the first to develop urban structures and
from early on acquired a cultural life centerning around opera
performances at the San Giacomo theatre since 1733. Corfu was
considered an Italian music centre, a part of the Italian opera piazza.
During the nineteenth century, the cities of Zante and Argostoli in
Cephallonia followed in the footsteps of Corfu and built their own
opera houses, thus securing autonomous cultural activity. Italian
opera troupes visited the three islands throughout the nineteenth
century and became favourites with all social classes. At the same
time, local musical, operatic and dramatic production flourished in
the Ionian Islands, making them the backbone of Greek theatre and
Greek art music (Xepapadakou, 2022, pp. 17-19).

The experiential relationship of the Ionian Islands with Italian
music is a unique historical and social phenomenon in the Greek-
speaking area. Since the mid-18" century, the offspring of the up-
per classes studied music in Italian Conservatoires (Xepapadakou,
2017, p. 8). It is this habit of music studies that is associated with the
first creative period of Paolo Carrer. In 1850, during the peak of the
Risorgimento, the Italian unification struggle, the young Pavlos Car-
rer, who was in the twenty-first year of his life, moved from Zante to
Milan - the operatic capital of Europe (then under Austrian occupa-
tion) - in order to pursue advanced music studies.



4. Carrer’s debut at the Carcano
Theatre took place on September
9, 1850, when two of his works,

a Canto Greco and Sinfonia were
performed, along with excerpts
from Donizetti’s Lelisir damore and
Auber’s La muette de Portici, in an
evening concert. See Anon. (1850,
September 4). LTtalia Musicale,
249.

5. Bianca di Belmonte, Azione
coreografica divisa in cinque atti
Di Tomaso Casati. Milano con tipi
di P. Ripamonti Caprano 1850, 15
pages. For the staging of the work:
Anon. (1851, January 1 and 8).
Lltalia musicale.

6. Dante e Bice, Melodramma stori-
co-fantastico in tre atti, premiere at
the ‘Teatro Carcano’ on 24.08.1852.
See Anon. (1852, August 25). LTta-
lia Musicale; Anon. (1852, August
26). Gazzetta dei Teatri; C. (1852,
August 29). Teatro Carcano. La
Gazzetta Musicale di Milano.

7. Cadet, il Barbiere, Balletto comi-
co in tre atti, premiere at the ‘Tea-
tro alla Canobbiana’ on 04.06.1853.
See Anon. (1853, May 1 & 1853,
May 21). Lltalia musicale, Anon.
(1853, June 6). Gazzetta dei Teatri.
8. La Rediviva. Tragedia Lirica in un

Prologo e Ttre Atti premiere at Tea-
tro Carcano on January 19th, 1856.

ISABELLA D’ASPENO OR GUSTAV'S DISGUISES

In the 1850s, the heart of Italian opera beats in the city of Milan
to the rhythms of Rigoletto (1851), Il Trovatore (1853), and La
Traviata (1853). In the shadow of Verdi there move composers such
as Giovanni Pacini, Luigi and Federico Ricci, Errico Petrella and
Filippo Marchetti, all almost forgotten today (Grout and Williams,
1914/1988, p. 419). The competition faced by every composer who
aspired to be recognized in the operatic arena was fierce, especially
if he was not of Italian origin. It is no coincidence that Milan in the
1850s did not produce any foreign composers out of the many who
struggled for a place in the sun (Kimbell, 1991, pp. 536-537).

Furthermore, the rejuvenation of Italian opera with new blood
was hindered even more by the spread of the French grand opéra
on the theatrical stages. Its historical and political themes made
it a good conduit of anti-tyrannical messages, at the same time
acting as a shield against censorship. Thus, the stakeholders of the
Italian operatic market invested in Meyerbeer, an action which was
welcomed by the pioneers of the Risorgimento and was rewarded
by the preference of the public (Staffieri, 2009). Finally, fierce
competition was not limited to composers vying for second place,
but extended to the theatre houses of Milan, to impressarios, art
agents, and rival music publishers, who shaped cultural life by en-
gaging in merciless war (Rosselli, 1984, p. 160).

This intricate setting would frame Carrer for about eight years
as he adapted to the Milan operatic universe. Upon his arrival in
the city, he took private courses with the music teacher Raimondo
Boucheron, per perfezionarsi, that is, to perfect his musical educa-
tion (Schmidle, 1929). He also appears to have taken classes with
two prominent maestri, Pietro Tassistro and Giuseppe Winter (Xe-
papadakou, 2013, p. 33). In the same year, he presented a concert
at the Carcano theatre with his first instrumental works.* He also
composed the music score for Tomaso Casati’s ballo eroico entitled
Bianca di Belmonte.> Mentored by Francesco Lucca, the powerful
Italian music publisher, Carrer made his debut as an opera composer
in August 1852 at the Carcano, with Dante e Bice, an opera in three
parts to a libretto by Serafino Torelli.®

In the next year, Carrer cooperated with the choreographer An-
drea Palladino for the production of a comic ballet entitled Cadet, il
barbiere, which was staged at La Canobbiana theatre with mediocre
success.” However, the same year would bring a great success to
the young composer: the three-act opera Isabella d’Aspeno, which
opened at the San Giacomo theatre of Corfu, followed by a trium-
phant series of performances at the Milanese Carcano (April 1854
and March 1856).

Carrer’s success in the Milanese stages was crowned by the pro-
duction of the grand opéra La Rediviva (‘risen from the dead’ or ‘the
resurrected’), Tragedia Lirica in un Prologo e Tre Atti to a libretto by
Giuseppe Sapio.® The work was received with enthusiasm when it
premiered at the Carcano (January 1856), a success that continued
at the Teatro Comunale of Como (January 1857) and at the San Gia-
como of Corfu (December 1857). Throughout his sojourn in Italy,
Carrer also composed salon music, especially opera adaptations for
piano and flute, dances and solfége exercises.
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9. Racc. Dramm. 6162/21.
10. Libretti L.6.

11. Anon. (1853, October 22 &
1854, January 28). LTtalia musicale.

12. The carnival period was the
high season of theatre activity. Its
duration was from Saint Stephen’s
Day (26 December) until Forgive-
ness Sunday. See Xepapadakou
(2022, p. 22).

13. Anon. (1853, January 21).
LTtalia Musicale.

14. Cast: Arnolfo: Ranieri
Bettazzi(t), Rainoldo: Luigi Ruiz
(bs), Rudigero: Massimiliano Se-
veri (br), Isabella: Truffi-Benedetti
(s), Ebba: Adelaide Ferlotti (ms).
See Anon. (1854, February 19).
Gazzetta Musicale di Milano.

15. Anon. (1854, February 19).
Gazzetta Musicale di Milano,
Anon. (1854, February 25 & March
04). L'ltalia Musicale.

16. Anon. (1854, March 08). Lltalia
Musicale.

17. Impresarios: Casati & Simoni,
Scenography: Carlo Sala, Orches-
tra conductor: Nicola Bassi. Cast:
Arnolfo: Giacinto Ghislanzoni (t),
Rainoldo: Bartolomeo Gandini
(bs), Rudigero: Antonio Ghis-
lanzoni (br), Isabella: Adelaide
Dall’Argine (s), Ebba: Lucia Viale
(ca), Ugo: Alessandro Trabattoni
(br). See Anon. (1855, April 18). Il
Trovarore.

18. Anon. (1854, April 18). Lltalia
Musicale.

19. Anon. (1855, April 16).
Gazzetta dei Teatri.
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Isabella d’Aspeno
Isabella d’Aspeno is the second opera of Paolo Carrer and the first to
achieve notable commercial success in Italy. The work, to a libretto
by an unknown author signing with the initials R. G. S., occupies

an important position in the Italian operatic creation of mezzo ot-
tocento, as it seems to have been one of the many prototypes of
Verdi’s famous opera, Un Ballo in Maschera. It has been assumed that
the initials of “modesto signor R. G. S” (Gutierrez, 1914/1984) might
hide the name of Giuseppe Sapio, the librettist of the third Italian op-
era by Carrer, La Rediviva. This hypothesis is also supported by the
fact that Sapio’s name is given as autore (author) of the libretto in the
catalogues of the Biblioteca Nazionale Braidense® and the Biblioteca
del Conservatorio di musica Giuseppe Verdi'*’, both in Milan. How-
ever, Carrer himself mentions instead the name “Guidi” — without a
first name - in his correspondence with the poet and librettist, Ioan-
nis Tsakasianos (Kokla-Papadatou, 2008, pp. 330-332). The issue,
therefore, remains obscure, at least as obscure as the reason behind
the decision of the “modesto signor R. G. S” (Gutierrez, 1914/1984,
p. 120) to sign his work with these enigmatic initials.

In 1853, Carrer signed a contract with the Municipal theatre of
Corfu San Giacomo to perform Isabella dAspeno in the coming
year."" The opening of the new opera was planned for the carnival
season, which traditionally corresponded with the height of theatri-
cal activity."> However, the production was full of snags, to judge
from several contemporary accounts that the members of the Italian
opera company decided to go on strike in 1854 protesting against
delays in their payment."”? According to reports in the Italian press,
Isabella d’Aspeno opened on February 7, 1854, starring the Italian
primadonna Teresa Truffi-Benedetti."*

The production was repeated at least three more times with great
success and high applause; the staging, so say the reports, was con-
sidered fortunatissimo.

We cannot but speak of fanatism, enthusiasm, repeated encores,

innumerable calls to the stage, swarms of handkerchiefs, flowers,

fondants, garlands, sonnets, serenades, and, as if that were not
sufficient, a turnover of 2,700 pounds for the composer, plus two
golden rings."

The musicians of the Philharmonic Company of Corfu, together
with the cheering crowd, accompanied Carrer to his house playing
triumphant music. He lost no time to compose a new cavatina for
the beneficiata of the prima donna.'®

The positive reception of the performances in Corfu ensured an
auspicious future for Isabella in Milan. On the 9% of April of the fol-
lowing year (1855), the opera premiered at the Carcano (Gutierrez,
1914/1984, p. 120). This was Carrer’s first taste of success on the Ital-
ian operatic stage. The performance conquered the Milanese public
and was repeated several times, more and more triumphantly.'” The
composer and the actors received deafening applause and were re-
called on stage again and again.'® “There is no doubt; the spectacle
is very well liked”, claim the reports, which called the performance
“this year’s triumph at the Carcano”"

According to the reviews, the highlights of the opera were the
overture — with the magnificent solo of the first violin; the scene at



20. Anon. (1855, April 16).
Gazzetta dei Teatri.

21. Antonio Ghislanzoni was a re-
markable personality of the heyday
of Italian opera. He first appeared
as a baritone, but then took up
writing librettos and musical criti-
cism in the newspapers Gazzetta
Musicale di Milano and Rivista
Minima. His most celebrated
librettos are those of the opera
Aida (1871-1872) by Giuseppe
Verdi and of the I promessi sposi,
that was set to music by Errico
Petrella and performed in 1869. He
was responsible for the revision of
the libretto of the opera La forza
del destino by Giuseppe Verdi, that
premiered at the Scala of Milan on
27 February 1869 and also of Don
Carlos, that was presented in 1872.
He was also the author of G/i
artisti di Teatro (Milan, 1865) and
Storia di Milano dal 1836 al 1848
(Milan, 1882), both illustrating the
atmosphere of the artistic circles
of mid nineteenth-century Milan.
See also Black (1997, p. 402). In
Storia di Milano Ghislanzoni com-
ments upon the fashion trends of
the 1850s, according to which the
trend of a full beard and mustache
were launched by the hot-blooded
Milanese students, to the horror of
the decent bourgeois and family
men (Weaver, 1980, p. 108).

22. Musical review of Giuseppe
Rovani in the Gazzetta Musicale di
Milano, as mentioned in Gutierrez
(1914/1984, p. 120).

23. Anon. (1855, April 24). La
Musica and Anon. (1855, April 15).
La Gazzetta Musicale.

24. Anon. (1855, April 16). Gazzet-
ta dei Teatri.

25. Seremeti, A. N. (1890). To
melodrama en Elladi [Opera

in Greece], Parnassos, 13, 94 &
Herodus Atticus (1886, August
17), Hellines moussourgi [Greek
Composers], To Asty, 8.

26. Cast: Arnolfo: Giorgio Stigelli
(t), Rainoldo: Giovanni-Battista
Antonucci (bs), Rudigero: Luigi
Spellini (br), Isabella: Silvia Della
Valle (s), Ebba: Lucia Viale (ca),
Ugo: [Alessandro Trabattoni (br)].
Cf. Anon (1856, March 8). Lltalia
Musicale.
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the dwelling of the witch; Rainoldo’s cavatina masterfully performed
by the bass Bartolomeo Gandini; the main aria of the tenor Arnolfo;
the romanza of Isabella; and the duet between the tenor and the
baritone, sung with great virtuosity by the Ghislanzoni brothers.? It
is worth noting that the role of Rudigero was interpreted by the bari-
tone, and later librettist and critic, Antonio Ghislanzoni, a notorious
enfant terrible of mid nineteenth-century Milan.”!

All the Italian music critics recognized Carrer’s talent, but a few
censured him for “excessive memory”, as they judged that several
passages of Isabella reflected echoes from earlier operas.”? The young
composer was praised for his vivid and spontaneous handling of the
orchestra, and his ease in creating popular tunes which stick to the
mind of the audience, and even for his flashy inventiveness.”? How-
ever, the more severe ones advised him not to rely on “easy” musical
solutions and popular success, but to attempt a more in-depth ap-
proach to music, so as to set himself apart from the mass.**

In any case, the reviews in the Italian music press of the time should
not always be taken at face value, since some publications acted as in-
struments of well-known music houses. The rivalry between the mu-
sic newspapers LItalia Musicale and La Gazzetta Musicale di Milano is
proverbial: the former belonged to the music publishing house, Lucca,
which was launching the young composer Paul Carrer at the time; and
the latter, to the rival Ricordi. The contradictory comments that the
first work of Carrer received must therefore be viewed through this
prism. Lucca’s newspaper obviously backed a work whose success the
Ricordi newspaper sought to diminish. The Gazzetta dei Teatri can be
considered the most moderate of all, as its comments lie somewhere
in the middle (Xepapadakou, 2013, 47-48).

Next stop after the success in Milan was the performance at the
small Italian town of Castiglione delle Stiviere in spring 1856 (Car-
rer, 1887). At the same time, the direction of the Carcano theatre
decided to repeat the performances of Isabella dAspeno next spring,
along with a commissioned new opera by Carrer, La Rediviva.*® With
a new and better cast, Isabella was staged for a second time at the
Milanese theatre in March 1856.% But its success was overshadowed
by the veritable triumph of the grand opéra, La Rediviva, with its
sensational plot.
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27. Based on the librettos: a)
Isabella dAspeno. Melodramma
tragico in quattro parti diviso in tre
atti. Da rappresentarsi Nel Teatro
Comunale di Corfu’ il Carnovale
1853-54. Posto in Musica dal Ma-
estro Paolo Carrer, Socio Onora-
rio della Filarmonica Corcirese.
Parte prima e seconda - Il ritorno,
La predizione. Parte terza — La
sorpresa. Parte quarta — La ven-
detta. Corfu: dalla Tipografia del
Governo; and b) Isabella d’Aspeno.
Melodramma tragico in quattro
parti, diviso in tre atti. Poesia di R.
G. S. Posto in Musica dal Maestro
Paolo Carrer. Da Rappresentarsi
nel Teatro Carcano la primavera
1855, Milano: Tipografia di Ale-
sandro Lombardi.

28. Fourteenth century, according
to the Italian libretto, fifteenth cen-
tury, according the Corfiot libretto.
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A Closer Look at the Libretto
The synopsis of Isabella d’Aspeno is as follows:

Synopsis®
Isabella d’Aspeno [Isabella of Aspen]
Tragic Opera in Four Parts and Three Acts

Music: Paolo Carrer
Libretto: R. G. S.
Year of Composition: 1853

Premiere: Corfu, San Giacomo, Municipal Theatre, February 7,
1854

Characters

Arnolfo, the count of Ebersdorf (tenor)
Rainoldo, his cousin (bass)

Rudigero, baron of Aspen (baritone)
Isabella, his wife (soprano)

Ugo, Arnolfo's squire (baritone)

Ebba, sorceress (contralto)

Time: Fourteenth-fifteenth century®

Location: Rhine area, fiefs of Ebersdorf and Aspen, ruins of
Griefen castle.

First Act, First Part: The Homecoming

Cottages by the banks of the river Rhine. The castles of Ebersdorf
and Aspen are in sight. Peasants in boats go about their everyday
work. Soldiers and officers are sitting and drinking, celebrating the
unexpected return of count Arnolfo of Ebersdorf from the crusades.
[Coro d'introduzione: “Versa tocca”]. The single dissonance in the
general atmosphere of joy is the macabre song of a strange witch
about two corpses which the break of dawn will bring [Canzone:
“Bello al pari d’una rosa”]. Rainoldo, Arnolfo’s cousin, is acting as re-
gent during the latter’s absence and is now furious by his return and
planning to overthrow him. His devoted followers proclaim their
readiness to assassinate Arnolfo at the first opportunity [Recitativo e
cavatina: “Ah, se a ridar la vittima”].

In his private apartments at the castle of Ebersdorf, count Ar-
nolfo alone plays a sad tune in his harp and sings for the lady of his
thoughts [Recitativo e cavatina: “Arpa mia tu come allora”]. Ugo,
his loyal groom informs him that the people are hailing him for the
victory he has brought to his domain. However, he, melancholy and
distracted, is thinking of his unknown beloved. It seems that the
lady is the wife of his friend Rudigero, baron of Aspen. After a while,
Rudigero visits Arnolfo to tell him that a political conspiracy is being
forged against him [Recitativo e duetto: “Or nel sen di vostra casa”].
In their conversation they mention a sorceress that Arnolfo wishes to
meet.

First Act, Second Part: The Prophecy
In the ruins of Griefen castle there lives a sorceress, Ebba. Her abode
is full of old grimoires, astrological instruments, magical herbs and
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potions and other magical paraphernalia. A large cauldron domi-
nates the scene. As it gets dark, Ebba calls upon Satan [Aria: “Signor
dei regni”’] when a knock on the door interrupts her: a servant of
Isabella, the countess of Aspen, hands Ebba a note. At the same mo-
ment Arnolfo, disguised as a peasant, sneaks into the witch’s room
and hides behind a door to overhear. After a while Isabella comes in
terror. She confides to Ebba that an illicit love is torturing her, from
which she cannot free herself despite her struggles [Scena e aria:
“M’arde il cor per un mortale”]. Ebba assures her that she can liber-
ate her from the bonds of her passion with a strong magic philter. To
obtain it, she needs to visit a terrifying place infested with phantoms
and spirits. Isabella, although frightened, is determined to look for it.

Behind the door Arnolfo watches the whole scene. Suddenly the
voice of a man, attempting to enter the sorceress’s house is heard.
Isabella, alarmed, recognizes her husband’s voice. Rudigero breaks
down the door and bursts in, also in disguise. Rainoldo and other
aristocrats follow him, all disguised as peasants. Arnolfo joins the
company incognito. Rudigero demands to know why his wife is visit-
ing the sorceress. Isabella responds that she needed a medicine for
heartache. Then Arnolfo reveals himself and asks the witch to foresee
the future by reading his palm. Ebba tells him that he is brave, but
refuses to foretell his future. As he insists, she reveals that very soon
he is doomed to be assassinated by a friendly hand. This prophecy
causes great distress to all present. The five main heroes express a
parte their inner thoughts in a quintet: Arnolfo is concerned about
Isabella, Isabella prays that her beloved be saved from the traitor’s
crime, Rudigero declares his devotion to the count, Rainoldo is shak-
ing in fear of discovery, and Ebba guesses but does not reveal the
identity of the assassin.

Second Act, Third Part: The Surprise

In a wild and dark forest, Isabella appears, covered in a long black
cloak. She is exhausted, but still determined to discover the magic
herb. In the background a temple, resonating with chants, can be
discerned [Gran scena e cavatina: “Tu che sai quanto io penai”]. Ar-
nolfo is following Isabella from a short distance. Eventually he stops
her and declares his love. She repels him, saying that she is married
to his closest friend. When he threatens to kills himself, she con-
fesses that she too is in love with him [Recitativo e duetto: “T’amo
d’amore immense, eterno”]. Suddenly they realize that they have
been followed. It is Rudigero, who has been pursuing Arnolfo to
warn him that a murder trap is being set for him. Rudigero offers his
friend his cloak and encourages him to follow a secret path, in order
to avoid the conspirators. He fails to recognize his wife, covered by
her cloak [Recitativo e terzetto: “Egli € la... (dicean sommesso)”].
Arnolfo escapes, and after a while the conspirators encircle the
couple threatening to harm the unknown woman. Rudigero draws
his sword to defend her. Then Isabella reveals herself and everybody
exclaims: La contessa!

Third Act, Fourth Part: The Revenge

Rudigero returns to Aspen castle supporting Isabella. She collapses
exhausted in an armchair. Rudigero is livid with rage about his
friend’s betrayal. Isabella tries to appease him, assuring him that she
is innocent and that nothing inappropriate has happened between
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29. The three-act opera Un ballo in
Maschera by Giuseppe Verdi (mu-
sic) and Antonio Somma (libretto),
based on Eugene Scribe’s libretto
Gustave III ou Le Bal Masqué,
opened on 17 February 1859, at
the Teatro Apollo of Rome Parker
(1997, p. 295).

30. The opera opened on February
27,1833 in Paris, at the theatre hall
of the Académie Royale de Music
(Scribe, 1841, p. 3).

31. The name was simplified by
Scribe (1841). The author draws his
material from the French trans-
lation of a book by John Brown
(1820), Les Cours du Nord, ou Mé-
moires originaux sur les souverains
de la Suéde et du Danemark depuis
1766, Bertrand. In his libretto, he
frequently refers to this text in
footnotes. A detailed contrastive
analysis of the two works can be
found in Schneider (2003).

32. On the subject of the conscious
heterosexualization of Gustav III in
the operas that dramatize his life (or
rather his spectacular death), see
Texter (2002) and Jellinek (1994).

33. The three-act opera by Vin-
cenzo Gabussi Clemenza di Valois
opened at the theatre La Fenice in
Venice on 20 February 1841. See
Clemenza di Valois. Melodramma
in tre Atti. Parole di Gaetano Rossi,
Musica del Maestro Cavaliere Vin-
cenzo Gabussi. Da Rappresentarsi
Nel Gran Teatro la Fenice il Car-
novale e Quadragesima 1840-41,
Venezia: Giuseppe Molinari.
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Arnolfo and her. Rudigero does not believe her and forces her to
confess her love, a confession which drives him mad with anger and
makes him attempt to kill her. Isabella averts her death by telling him
that she is pregnant [Recitativo e duetto: “Il tuo delitto, o perfida’].

After a while Rudigero calls Rainoldo and pledges himself to his
cause, so that they may take revenge on Arnolfo together [Duetto:
“La mano stringimi”]. At that very moment the loyal squire of Ar-
nolfo, Ugo, appears with two official invitations for Rudigero and
Rainoldo to a masked ball at the count’s castle.

In a grand hall in Arnolfo’s castle costumed couples dance and
drink merrily [Coro e ballabile: “Dei piacer queste la reggia’]. Ru-
digero and Rainoldo are wearing armour and helmets hiding their
faces. Arnolfo is also in armour with his face concealed. Isabella ap-
pears in maschera and approaches Arnolfo to warn him that during
tonight’s event the conspirators are planning his assassination, but he
pays no attention [Romanza e duettino: “Una sol volta ancor”]. Then
Rudigero and Rainoldo bar his way with their swords. In the ensuing
combat Arnolfo is fatally wounded. All the guests gather to see what
has happened [Quartetto: “Non ti diceva, o perfido”]. The count dies
and Isabella implores Rudigero to kill her. He answers that her pun-
ishment will be to be left alive.

Analysis

At first glance, the plot of Isabella dAspeno seems unexpectedly fa-
miliar. A closer reading leads to the realization that with a mental
leap from the medieval castles of the Rhine to seventeenth-century
Boston, one cannot fail to meet that famous opera, the Ballo in
Maschera by Giuseppe Verdi and Antonio Somma,” as the two
works share the same central theme. However, Isabella’s libretto is
not the only model of Un ballo in Maschera, as, long before Carrer
and R.G.S, several others had elaborated on the same subject-matter.

One hardly needs to be reminded of the French libretto by Eugéne
Scribe, Gustave III ou Le Bal Masqué (Scribe, 1841, pp. 3-28) which
formed the basis of the homonymous grand opéra by Auber.* The
libretto dramatizes a true historical event that shocked Europe in
1792, the assassination of the king of Sweden by his political rivals
during a masked ball given in Stockholm’s Royal Opera. History
depicts Gustav the Third as a charismatic, complicated and con-
troversial character, a lover of the arts and an ardent supporter of
Enlightenment ideas. But when this enlightened ruler expressed
his opposition to the methods of the Jacobins during the French
Revolution, he was considered dangerous by a group of disgruntled
noblemen and military officers, who conspired against him and fi-
nally murdered him during a masked ball, through the hand of Jacob
Johan Anckarstrom (Svanstrom, 2007, pp. 252-293).

For censorship reasons, Scribe tried to mitigate the dangerous po-
litical undertones of the work, and so attributed the crime to erotic
rivalry. Ignoring the rumoured indifference of the King to the female
sex, Scribe introduced a love story of his own invention, between
Gustave and the wife of his murderer, Mme Amélie Ankastrom.’!

At the same time, however, he also added a young esquire, Oscar,
who adores his master and follows him faithfully everywhere. This
is a part written for a female voice, through which, as many scholars
claim, the author perhaps hints at Gustav’s sexual preferences.*



34. Saverio Mercadante’s three-

act opera Il Reggente, based on a
libretto by Salvadore Cammarano,
premiered in Turin, at the Teatro
Regio on 2 February 1843. See I
Reggente. Tragedia lirica in 3 atti di
S. Cammarano. Posta in musica dal
Maestro S. Mercadante e rappre-
sentata per la prima volta in Torino
nel Carnevale del 1843. Napoli
Stabilimento Musicale Partenopeo
Successore di B. Girard e C.

35. For the performance in Venice,
see the report in Anon. (1841,
March 1). Il Felsineo, Giornaletto
sentimentale. The opera was
performed in the spring of 1842

at the Milanese Teatro alla Scala
without much success (Romani,
1862, p. 100; Ambiveri, 1998, p.
73).

36. It must be mentioned that
between Mercadante and Verdi
and Carrer two more stage works
on the same topic were produced.
One is the ‘Azione Coreografica

in Cinque Atti’ Gustavo III, Re di
Svezia by Augusto Huss, performed
on 3 March 1846 at the Teatro alla
Scala (See Romani, 1862, p. 107;
Toscanini, 1962, pp. 94-97). The
second, the opera Una notte di

festa by Angelo Villanis, based on a
libretto by Temistocle Solera, opened
on 16 February 1859 at the theatre
La Fenice of Venice, one day before
the premiere of the verdian Un

Ballo in Maschera. The similarities
between this work and the other
four works are rather vague (See
Rosen & Pigozzi, 2002, p. 28).

37. Anon. (1851, April, 23). Lltalia
Musicale.

38. See also the numerous carteggi.
It must also be noted that the opera
is successively called Una Vendetta
in Domino, Adelia degli Adimari
and finally Un Ballo in Maschera.

39. Il Reggente. Tragedia lirica di
Saverio Mercadante. Da rappresen-
tarsi al teatro di San Giacomo in
Corfu. Milano coi tipi di Francesco
Lucca 1849. The libretto is kept in
Corfu Reading Society, Pierris Col-
lection, no 363.
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Before Paolo Carrer, two renowned musicians of the previous
generation had worked on the same story. Obviously drawing on
Scribe and Auber, composer Vincenzo Gabussi in collaboration with
librettist Gaetano Rossi and composer Saverio Mercadante in col-
laboration with librettist Salvadore Cammarano, created and staged,
around 1840, the operas Clemenza di Valois** and Il Reggente.** Ga-
bussi’s opera met with only moderate success in 1841, and was soon
forgotten.” On the contrary, Mercadante’s piece became established
in the operatic repertoire until the 1870s (Verschaffel, 2000, p. 231).
In order to avoid the censorship that the representation of a recent
regicide on stage would certainly cause, both works transposed the
action to the far past: Clemenza takes place in medieval France and
Reggente in sixteenth-century Scotland.

Mercadante’s opera, which must have served as Carrer’s model,
deserves a closer inspection. In this play, King Gustav is transformed
into the vice-regent Murray, and the conspirators become support-
ers of Mary, Queen of Scots. Scribe’s plot is retained, with Amelia’s
part somewhat enhanced, while the soprano part of Oscar remains
almost unchanged (Jellinek, 1994, p. 304).

Next in line are Carrer and R.G.S., followed by Verdi and
Somma,* about whom it can be surmised that they watched the
performance of I] Reggente staged at the Teatro Re in Milan, in April
1851.%7 Both artistic teams attempt to rework the, by then not so new,
dramatic material at their disposal. Carrer and R.G.S. are the first to
do so, finishing their adaptation in 1853, while Verdi and Somma
begin working on the libretto in 1857, as can be established on the
basis of their correspondence (Ricciardi, 2003, pp. 16-18).%

It would be reasonable to suppose that Carrer borrowed Mer-
cadante’s plot at the direction of his patron, the well-known Milanese
musical publisher Francesco Lucca, who owned the rights of both
composers (Rosselli, 1984, p. 174). However, Carrer’s acquaintance
with Reggente may have begun even earlier, as this opera was per-
formed in 1849 in Corfu, at the San Giacomo theatre.* It is more
than likely that Carrer was among the audience.

The following table offers a comparative overview of the four op-
eras and their main features, bringing especially to the fore several
similarities and few differences among them.
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Table 1

A COMPARATIVE OVERVIEW OF THE FOUR OPERAS AND THEIR MAIN FEATURES

CREATORS SCRIBE/AUBER  ROSSI/GABUSSI CAMMARANO/ R.G.S./CARRER  SOMMA/VERDI
MERCADANTE
TITLE Gustave lll ou le Clemenza di Il Reggente Isabella d’Aspeno  Un ballo in masch-
bal masqué Valois era
PREMIERE 1833 1841 1843 1854 1859
DRAMATIS Gustave Il (t) Renato Conte di Conte Murray (t)  Arnolfo (t) Riccardo (1)
PERSONAE Arles ()
Warting or Rib- Enrico (1) Lord Howe (t) - Samuel (bs)
bing (t)
Dehorn (bs) - Kilkardy (bs) Rainoldo (bs) Tom (bs)
Ankastrom (bs) Giulio di Valois Duca di Hamilton  Rudigero (br) Renato (br)
(bs) (br)
Amélie (s) Clemenza di Amelia (s) Isabella (s) Amelia (s)
Valois (s)
Oscar (s) - Oscar (ms) Ugo (br) Oscar (s)
Arvedson (ms) Neala (ms) Meg (s) Ebba (ca) Ulrica (ca)
Christian (t) Ferrante (bs) Scottish soldier - Silvano (bs)
®)
TITLE Gustave lll ou le Clemenza di Il Reggente Isabella d’Aspeno  Un ballo in
bal masqué Valois maschera
LOCATION Stockholm, Arles, France Scotland Ebersdorf and Boston, New
Sweden Aspen, Germany  England
TIME March 15 & 16, Thirteenth cen- 1570 Fourteenth-fif- The end of seven-
1792 tury teenth century teenth century
STRUCTURE Five Acts Three Acts Three Acts Three Acts, Four Three Acts
Parts
First Act The Royal Palace i: Countryside in The sorcery Part One: i: Room in the
in Stockholm the outskirts of i: Room in the The Return count’s mansion
Arles count’s castle i: Farms by the ii: The abode of
ii: Court of Jus- ii: The abode of Rhine the sorceress
tice the sorceress ii: Room in Ebers-
iii: The abode of dorf's Castle
the sorceress
Part Two:
The Prophecy
Ruins, the abode
of the sorceress
Second Act The abode of the  Countryside inthe The veiled lady Part Three: Countryside in
sorceress outskirts of Arles  i: Room in Hamil-  The Surprise the outskirts of
ton's house Wilderness Boston

ii: Countryside in
the outskirts of
Edinburgh
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Third Act Countryside in i: Room at the The Masked Ball ~ Part Four: i: Room in Re-
the outskirts of Valois castle iz Room in Hamil-  The Revenge nato's house
Stockholm (the ii: Grand Ball- ton’s house i: Room in Aspen ii: Room in the
place of execu- room ii: Secretroomin  Castle count’s mansion
tion) Hamilton's house ii: Grand Ball- iii: Grand Ball-
iii: Grand Ball- room room
room
Fourth Act Room in Ankas-

trom's house

Fifth Act Ballroom at
Stockholm’s
Opera House

40. See Macbeth by Verdi, who was
one of the first to introduce Shake-
spearean drama to Italian opera
(Kimbell, 1991, 491-492).

41. First Act, Part One, Second
Scene.

All four Italian operas follow Scribe’s and Auber’s dramatic con-
ceptualization to the letter, and reproduce faithfully the plot of the
French Gustave I1I. It is obvious that this work was the main the-
matic canvass on which the next librettists added their own personal
touches (Flora, 1962, pp. 44-72). Focussing on Carrer’s Isabella
dAspeno, one easily notes that the composer retained the three main
dramatic characters, that is, the leading soprano and the two male
rival lovers, a tenor and a baritone, who were also adopted by Mer-
cadante and later by Verdi. But, in contrast to the French original
and to these two composers, Carrer followed in the steps of Gabussi
and gave the heroine a more central role, a fact reflected in the title
of the opera (Clemenza/Isabella). But in all five plays the heroine is
slow to appear on scene: the composers have a grande entrée reserved
for her, when the action is transferred to the witch’s dark dwelling.

Additionally, Carrer and R. G. S. make two more modifications:
for reasons of dramatic economy, the roles of the two conspirators
are merged into one, the bass Rainoldo; and they introduce quite
early on the character of the sorceress Ebba, who, in the guise of a
Shakespearean - or rather Verdian*- witch, predicts the ominous
future.* This dramatic choice strengthens the cohesion of the plot
and enhances verisimilitude, as the disturbing presence of the witch
during the initial celebration scenes prefigures the impending epi-
sode at her ruined refuge. The scene with Ebba and the chorus at the
start of the opera is absent from the first libretto of Isabella, as per-
formed in Corfu in 1854; it was added to the second libretto, for the
performance at the Teatro Carcano (1855 and 1856) in Milan, where
the role of the witch was interpreted by the debutante (comprimaria)
contralto Lucia Viale. It may be surmised that the addition of the
scene was motivated by production necessities.

Another point of differentiation concerns once again the role of
the sinister sorceress, as well as that of her counterweight, the airy
and frivolous esquire. Carrer makes two modifications: firstly, he
changes the tradition which requires this part to be played by a fe-
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42. The voice of Ugo can only

be surmised through the fact

that Alessandro Trabattoni, the
performer of the part in Milan, had
distinguished himself in bari-
tone parts, such as the Count of
Toulouse in the Italian version of
Verdi’s opera Jérusalem presented
as Gerusaleme at the theatre Alla
Scala on 26 December 1850 (See
Romani, 1862, p. 111).

43. The huge success of Isabella
dAspeno is mentioned in the music
reviews of Carrer’s next opera, La
Rediviva. There it is frequently
mentioned that Isabella was last
year’s great success. See Anon.
(1856, January 23). Gazzetta dei
Teatri.

44. Ulrica is the only part that
Verdi ever wrote for a real con-
tralto and not for a mezzo-soprano.
(See Jander, Steane & Forbes, 1997,
pp- 933-935).

45. See the previously mentioned
relevant bibliography, as well as
the correspondence between Verdi
and Somma, as published by Ric-
ciardi (2003) and Abbiati (1962,
pp- 1-27).

46. Anon. (1892, January 31).
Theatés.

47. Although Carrer borrows the
characters from Sir Walter Scott’s
drama The House of Aspen: A
Tragedy, the plot is completely dif-
ferent. See Xepapadakou (2018, pp.
1030-1032).

48. See Ugo, V. (1836). Hernani. E.
Renduel: First Act: “The King), Sec-
ond Act: ‘The Bandit, Third Act:
“The Old Man, Fourth Act: “The
Grave, Fifth Act: “The marriage.

49. See the comparative table.
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male singer dressed in a boy’s outfit. His esquire is called not Oscar
but Ugo, and is played by a baritone.** Secondly, he creates the ter-
rifying role of Ebba not for a soprano or a mezzosoprano, but for a
contralto; this is an idea further developed by Verdi, and constitutes
a common feature of the two operas, which allows one to assume
that Verdi was probably not unaware of Carrer’s work, a terrific hit in
Milan during 1855-1856.%

The above evidence leads us to the conclusion that there are sever-
al strands of influence between the five masked ball operas. However,
it is not possible to establish with certainty direct borrowings from
Carrer to Verdi. Verdi seems to have assimilated features from all his
predecessors, without relying exclusively on one model or prototype.
Nevertheless, the rarity of parts for contralto in the Italian opera of
the mid-nineteenth century lends credibility to the assumption that
Verdi knew Isabella d’Aspeno.** In any case, a few years later, Carrer’s
opera ceases to be talked about, both in the publications of the peri-
od and in the scholarly literature concerning the genealogy of Verdi’s
Ballo.** Another curious point is that Carrer (1887) never mentions
Isabella’s relations to the other four operas in his Memoirs. The truth
is of course that the section of the manuscript referring to this period
of Carrer’s activity is missing. An article in the newspaper Theat@s
of Zante, in 1892, which, when discussing Verdi’s opera, points out
that the same plot has been used also in Auber’s Gustave III ou Le bal
masqué and in Isabella d’Aspeno by Pavlos Carrer, is perhaps the only
relevant reference.* It is not impossible that the author of the piece
may have belonged to Carrer’s circle or may even have been the aged
composer himself.

To return to Carrer’s productive years, and his second operatic
attempt: faithful to the spirit of romanticism, the composer endeav-
ored to cloak the ideas of the Risorgimento with the mantle of gothic
novels.”” In an effort to mislead the harsh censorship of the period,
which forbade even the slightest political allusion on stage, he placed
the action of Isabella d/Aspeno under the shadows of the castles of the
Rhine and the mists of the Black Forest. These were the days when
Scotland and Germany were the prime champions of medievalist
literature and opera. The cold and dark background added the ele-
ment of gothic horror to the political intricacies of the erotic triangle
of the story (Dahlhaus, 1989, p. 121).

Isabella dAspeno is developed on the basis of a purely romantic
libretto, which borrows its subject from romantic drama, and its
structure from romantic novels (Portinari, 1977, pp. 545-566). The
four parts of the opera, entitled “The Return”, “The Prophecy”, “The
Surprise”, and “The Revenge” evoke the chapters of a romantic novel,
and follow the practice, hallowed by Victor Hugo, of imaging dra-
matic actions through the use of cryptic titles.*® Carrer adopts this
well-known in Italian opera technique, not directly from Hugo, but
probably from Mercadante’s Reggente.*

Finally, a short overview of the history of Isabella’s music score is
also necessary. The work was considered lost, until quite recently.
The manuscript score was discovered in the late 1990s in Milan, and
was brought to Zakynthos and thence to Athens. It still has not been
transcribed, published or studied. From a simple examination one
can see the care with which Carrer has surrounded his score, which
he wrote with his own handwriting. It is a legible and very detailed
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0792, Eteria Genikon Ekdoseon
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manuscript with several notes and information regarding the work
and its stagings.

However, there does exist a short recorded section of this opera,
the “Preludio”™ It is an introduction in two parts, portending the
dark and terrifying atmosphere which dominates the opera. The first
part is stately and powerful, and is built on a dialogue of the whole
orchestra with the string instruments. An ironic dance motif, like a
hollow creak, evokes the grotesque murder scene during the masked
ball and forms a bridge to the second, more lyrical part. This is dom-
inated by the English horn, which probably echoes the sad melody of
a romantic aria or duet.

The most exciting part of the opera must have been the last, where
the dramatic action reaches a peak, against the backdrop of dance
music. Carrer’s long and successful career as a composer of salon
music allows one to assume a contrapunto game between soloists and
orchestra, during which the latter acquires greater dramatic impor-
tance. As in the case of Auber’s Gustave II1, in Isabella dAspeno the
ballroom scenes are complemented by an onstage band performing
a mazurka militaria. This dance music is a permanent accompani-
ment, which comes, goes and comes back during the dramatic
scenes, causing a contradictory atmosphere between the agony of the
heroes and the merry background.*! Correspondingly, Verdi builds
the main scenes of Un ballo around the dance melody of a mazurka,
performed by a banda interna.

To conclude, the previous attempt to compare Carrer’s opera
Isabella d’Aspeno with earlier and later works exhibiting a common
thematic canvass, revealed several and important affinities and rami-
fications. Elements of literature and fiction are manifest in the struc-
ture of the majority of the lyrical works under discussion, especially
in the case of allusions to chapters of Romantic novels and adherence
to the practice of visualizing the dramatic actions or in the case of
acts with cryptic titles, a practice common since the time of Victor
Hugo. The tragedy of the doomed passions is often enhanced by an
admixture with comical elements and in some instances the combi-
nation of tragedy and comic is accomplished through the grotesque
(masked balls, misshapen malefactors, Shakespearian furies). Anoth-
er common romantic element is the flashback to the medieval past;
in this case, the spooky atmosphere of gloomy forests and gothic
castles of the North constitutes the ideal Romantic setting for all the
related operas.

Of particular interest is the composers” bold choice and handling
of historical and political issues. The political plots, interwoven with
love triangles, form the diptych of ‘passion and death’ that rules these
works. Both the vivid acting and the music express the unadulterated
sentimentality, the erotic psychopathology, the impassioned personal
conflicts, the shading of adversative amorous rivals. In all the operas
under consideration, fatal romantic love is prominent, even if this is
not dictated by historical accuracy. In this context, one may observe a
common management in the distribution of voices, in the succession
of musical styles per scene and in the use of dance music as the back-
ground of a dark affair. It is a pity that we are not yet able to compare
the music of Isabella dAspeno with that of the other operas sharing
the same theme; with the wish that this may soon become possible, I
would like to open the subject for further research and analysis.
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Abstract

The aim of this project was to investigate common educational ex-
periences of fathers and children in an early childhood setting by
means of the model of Syneducation as a collaborative action study
(Kekes, 2000; Mylonakou-Keke, 2019). A total of 10 sessions of fa-
thers’ visits in a Greek early childhood centre (4- to 6-year-old chil-
dren) during a four-month period were implemented and evaluated.
The fathers participated and contributed in the development of vari-
ous syneducational actions that ranged from the simple syneducation
of parents with children, to the systematic participation of children
and adults in research and projects’ development. Syneducational
actions were created, constructed and supported by digital tools
(email communication between the teachers and the parents, the
use of Padlet as a diary and a communication platform during the
implementation and a Google folder for sharing photos and videos
from the project). The creative exploitation of technology led to the
development of new ideas in an interactive learning environment for
children and fathers. The study contributes generally to the field of
school and family cooperation as interdependent systems.

Keywords: model of syneducation, early childhood, young children,
school-paternal collaboration, kindergarten, father-child relationship

Introduction
One of the most popular research themes for early childhood educa-
tion researchers is school-family collaboration. It is generally stated
that the success of the educational process depends on the reciprocal
collaboration of school and family, focusing on parental involvement
in their child’s education (Epstein, 1994; Epstein et al., 2009; Clinton
& Hattie, 2013; Henderson & Mapp, 2002; Hill & Taylor 2004). Some
of the positive implications of this collaboration are increased achieve-
ment levels as well as different educational opportunities (LaRocque
et al,, 2011; Hiatt-Michael, 2001; Hampden-Thompson & Galindo,
2017). A recent meta-analysis revealed the positive associations of
multiple forms of parents’ involvement with multiple dimensions of
adjustment among children across development (Barger et al., 2019).
According to Fishel and Ramirez (2005, p. 371), “parent involve-
ment is the participation of significant caregivers, including parents,
grandparents, stepparents, foster parents, etc., in activities promoting
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the educational process of their children in order to promote their aca-
demic and social well-being”. Grolnick and Slowiaczek (1994) have
classified parental involvement into three major types: behavioural
involvement, cognitive-intellectual involvement, and personal in-
volvement. Behavioural involvement covers two aspects. Firstly, the
school-related activities that take place at school and parents con-
tribute by taking part in them merely as visitors, e.g. parent-teacher
meetings. Secondly, the activities that take place at home and focus
on parental contributions in the completion of homework. Cogni-
tive-intellectual involvement refers to the exposure to intellectually
stimulating activities that parents engage in with their children such
as reading together or discussing current events. Finally, the third
type of parental involvement focuses on the parents’ keeping in-
formed of their child’s behaviour at school or projects that the child
is working on at school. The most usual type is behavioural involve-
ment and one of the most important factors that generally sup-
ports this type of involvement are the school practices designed to
organise it (Overstreet et al., 2005). A vast amount of prior research
on parental involvement focused on the family participation in
school-based activities, as well as the communication type between
educators and parents and the homework monitoring or tutoring (El
Nokali et al., 2010; Fishel & Ramirez, 2005; Lareau, 1987; Larocque
et al,, 2011; Rimm-Kaufman & Pianta, 2005). Practically, family
involvement may be implemented by taking part in a plethora of
activities such as:

(a) volunteering at school; (b) helping children with their homework;

(¢c) attending school functions; (d) visiting the child’s classroom; (e)

sharing expertise or experience with the class through guest speak-

ing and finally; (f) taking on leadership roles in the school and par-

ticipating in the decision-making process. (Larocque et al., 2011, p.

116; emphasis added)

However, Epstein (2001, 2002, 2010) and Sanders (2002, p. 31)
introduced the “school, family, and community partnership” as an
emerging paradigm and framework with a broader scope and a
more holistic perspective. The school-family partnership models ex-
amined the relations between families, educators, and children and
the ways that these factors support the children’s learning (Downer
& Meyers, 2009; Epstein et al., 2009; Epstein & Sheldon, 2006;
Jeynes, 2014; Moorman et al., 2012). This holistic paradigm forced
the educators, as well as the researchers, to rethink their contribu-
tion in the enhancement of parental involvement using the broad
school-family partnership approach. The structure of school and
family relationships based on activities taking place into school area
was shifted focusing on the socialisation among all the members of
the school community.

Educators’ attitudes towards parental involvement have been stud-
ied by various research (Epstein & Dauber, 1991; Flakes, 2007; Walk-
er et al,, 2010) and their findings revealed that most of the teachers
have a positive attitude towards parental involvement, emphasizing
the important role of their communication with the parents. Other
research has shown that, in most cases, school-family relations oper-
ate unidirectionally, namely, from school to parents (Blandul, 2012;
Llamas & Tuazon, 2016); even though parents tend to seek guidance
from the teachers with their children’s schoolwork (Flakes, 2007).



Figure 1

Syneducation: A new emerging
scientific field (Mylonakou & Kekes,
2005, 74).
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Thus, in order to reach out to families, educators make efforts to
provide them with the support they need to feel welcome and con-
fident to become more active in school decision making (Sanders &
Epstein, 2005; Sapungan & Sapungan, 2014).

The school is responsible for conducting programmes that involve
parents in order not only to optimize the educational partnership
between school and family, but in general, to cooperate with the
entire community (Blandul, 2012; Nicola, 2000). Prior research
showed that intervention programs that increased parents’ involve-
ment so as to enhance children’s learning in some subjects (e.g.,
math), achieved simultaneously children’s adjustment in a variety
of contexts (Berkowitz et al., 2015; Reynolds & Ou, 2011; Sheridan
et al., 2017; Sheridan et al., 2019). Moreover, the enhancement of
parental knowledge about school’s teaching methods and children’s
learning outcomes encourages the parents’ perception about their
contribution in their child’s education at home following the school’s
paradigm (Nitecki, 2015). Recent research revealed that when par-
ents are guided during preschool, they can help their children and
feel satisfied by their interaction and cooperation (Mas et al., 2020;
Rentzou & Ekine, 2017).

Given that schools aim to devise ways to increase parental in-
volvement, the model of “Syneducation (synergy + education)”
(Mylonakou & Kekes, 2005) seems a promising scientific field. Based
on the socio-pedagogical approach, syneducation is defined as “the
acquisition of a common educational experience, simultaneously and
in cooperation, of persons differing in age and cognitive infrastructure
and often in social and cultural level” (Mylonakou & Kekes, 2005, p.
74)(see Figure 1).

CHILDREN EDUCATION
[PEDAGOGY]

ADULT EDUCATION

The socio-pedagogical approach seeks a “shift” from the usual
isolated activities of individuals or groups towards organised syner-
gies, which form strong collaborative networks and which in addi-
tion produce social capital (Bourdieu, 1986; Cohen & Prusak, 2001).
Family-school communication and cooperation, as any other social
relationship, depends on the larger social context. According to Lar-
eau (1987), “[a]cceptance of a particular type of family-school relation-
ship emerges as the result of social processes” (p. 74; emphasis added).

Thus, school, family and community relations emphasize organ-
ised and effective cooperation with each other (Mylonakou-Keke,
2015, 2019). All participants are treated as interactive systems, creat-
ing a strong and collaborative network between them, which func-
tions as a “learning organisation” (Senge, 2006) and “learn” by using
the syneducational model. Children and adults, even though they
are individuals of different ages, should be exposed to situations
that demand participation in a common educational experience
and a collaborative action. These syneducational actions take place
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in conditions of mutual understanding, negotiation, and “are facili-
tated through mutual mentoring” (Kekes & Mylonakou, 2006, p. 40).
Parents and children can be trained simultaneously in fields that are
new and unknown and this can be facilitated in an interactive learn-
ing environment. In this cooperative network, participants (adults
and children) are constantly expanding their capabilities and create
the results they really want.

The utilisation of the syneducational model materialised through
projects that contained a variety of actions that took place among
students, parents, teachers, representatives of the community and
policy makers (Mylonakou & Kekes, 2005, 2007). Within these syn-
educational projects, the starting point was the exploration of several
issues through the collaboration of school, family, and the commu-
nity. Thus, every syneducational programme involves a thematic unit
which is decided and planned among the participants according to
their interests and needs (Kekes & Mylonakou, 2007; Mylonakou-
Keke, 2012). The application of this model aims to change partici-
pants’ attitudes or behaviours towards the specific matters that the
thematic unit explores. The starting point may be an initial state of
possible disinterest in school involvement and the final state would
be an active participation in common syneducational actions that
results in facing and exploring specific issues.

The research results from the existing syneducational programmes
supported positive perspectives of school and family cooperation
in the most optimistic manner. Parents experienced the educational
process from their child’s perspective, modifying their views for
it. Some of the final conclusions focused on the parents’ improved
relationships with their children and their increased empathy of
their children’s need (Mylonakou & Kekes, 2007; Mylonakou-Keke,
2012, 2019). Parents realized that actions which took place during
the programmes could be incorporated within their family life, sup-
porting the emotional and social development of their children as
well as their school success (Mylonakou & Kekes, 2007). As for the
educators who played a crucial role in the development of the pro-
grammes, they stated that these experiences enriched their relation-
ships with the parents (Mylonakou & Kekes, 2007). It is important to
clarify that syneducational programmes have only been implemented
in high schools, therefore, the results concern high school children
and their families.

Many different factors affect the kind and degree of parental in-
volvement such as: parents’ social, academical, and psychological
resources; their personal sense of efficacy and socialisation practices;
their cultural, ethnic and religious identities, etc. (Eccles & Harold,
1996; Dusi, 2012). Generally, parental involvement in Greece is
restricted to a more formal type of contribution. Parents’ participa-
tion is limited to the indirect support of the pedagogical purposes of
the educational system and focuses on the communication with the
school mainly through individual meetings with the teacher (Lazari-
dou & Gravani-Kassida, 2015). Other pieces of research showed that
parents are interested to know more about kindergarten’s operation
to offer their help and to cooperate with the teachers in various ways
(Vassi et al., 2016). However, there is a reluctance on their part to
participate in the educational process and favor their participation as
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supporters or “partners” in activities organised by the kindergarten
(Vassi et al., 2016; Samourkasidou, 2020).

Generally, Greek mothers, especially highly educated ones, are
more actively involved in their children’s education compared both
to less educated mothers and to the fathers (Mousourou, 2012; Styla
& Michalopoulou, 2016; Vassi et al., 2016). Recent Greek research
concerning the parents’ perceptions of their involvement in the
school context pointed out the absence of active involvement of the
fathers in the educational process (Samurkasidou, 2020). However,
many of the fathers indirectly supported the involvement of their
spouses, shouldering the responsibility of their children at home
during the meeting hours (Samurkasidou, 2020). These findings are
in line with other international studies surrounding school-focused
parenting practices and greater maternal involvement compared to
paternal (Muscott et al., 2008; Ricco et al., 2003; Roopnarine et al.,
2006; Stright & Yeo, 2014).

Even though fathers are less involved than mothers in the educa-
tion and caretaking of their young children, it is well documented
that children are more likely to be successful in school if their fathers
are involved (Amato & Rivera, 1999; Winquist-Nord, 1998). Pater-
nal involvement in their children’s education related significantly to
student achievement beyond that accounted for concerning mother
involvement (McBride et al., 2005). In other words, it is indicated
that the positive impact of father involvement on the child’s academ-
ic success is independent of and additional to the impact of mother
involvement (Kadar-Satat et al., 2017).

Another important finding is the fact that in Greece, parental in-
volvement is a less researched area compared to other foreign coun-
tries. This observed research gap could be argued to stem from the
slow corresponding developments in the educational sector (Sakel-
lariou & Rentzou, 2007; Samourkasidou, 2020). The limited and
unclear legal framework combined with the lack of relevant research
are two key factors in shaping a more formal school-family relation-
ship (Penteri, 2012; Penteri & Petrogiannis, 2013).

Generally, parental involvement depends highly on the existing
educational framework and laws that formally express each country’s
educational policy. One of the ways to involve parents in an early
childhood educational setting is by encouraging them to participate
in decision-making. In Greece, as in many other European coun-
tries, there is no obligation according to top-level regulations to have
parental involvement within governing bodies of pre-school cen-
ters.! Thus, in Greece, there is no any formal regulation in place that
directly encourages parental involvement in the life of their child’s
kindergarten. On the contrary, in some education systems (France,
Slovenia), the top-level authority provides the actual frame of par-
ents’ roles as representatives in the school board listing the areas of
their obligations (EACEA, 2019).

In Greece, parental involvement in the educational process was
introduced relatively late (Law 1566/85), making mandatory the
establishment and operation of associations of parents and guard-
ians. However, parental involvement in Greek schools, is still limited
and rather focused on its “official” form (Gogola & Katsis, 2017;
Zachos & Papapostolou, 2016). According to prior research, school
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teachers seem to resist parents’ and guardians’ involvement in school
management, restricting their contribution to seasonal school events
such as bazaars, parties etc. (Riga & Souliara, 2016).

Moreover, the most recent early childhood framework, developed
in 2014, lacks in providing specific guidelines for the promotion of
school and family cooperation through school-based activities. Even
though school-family collaboration is highly appreciated, the exist-
ing early childhood framework focuses strictly on the educator’s role
to guide parents in performing home-based learning practices. The
early childhood educator is obliged to: (a) examine and utilise peda-
gogically the pre-existing knowledge and socio-cultural background
that children carry from their families; (b) guide parents in order
to find certain circumstances that could affect their children’s home
learning; and (c) provide parents with specific ideas for activities
or strategies in supporting their children’s home learning (O8nyog
Exknatdevtikov 2014, p. 89).

An initiative which applies the Syneducational model as the meth-
odological context of a school-based project, drawing on school and
father collaboration, seems quite promising and innovative not only
for Greek early childhood education, but also for European early
childhood research. This study is the first and as yet the only one
carried out in Greece with a specific focus on paternal involvement
in an early childhood setting by means of syneducational practices.

Research design

Based on the aforementioned findings, the present research investi-
gated the acquisition of common educational experiences of fathers
and children in a kindergarten class. The syneducational model was
applied as a theoretical and conceptual framework and was imple-
mented in collaborative action research (Kekes, 2000). Collaborative
action research was chosen as the project’s method due to the active
nature of the initiative, and the multiple ways that this method can
contribute to the development of the teacher’s own profession and
students’ learning (Atweh et al., 1998; Sagor, 1992).

Specifically, this methodology of qualitative research was imple-
mented in the syneducational programmes that have been conduct-
ed in Greece (Mylonakou & Kekes, 2007; Mylonakou-Keke, 2009,
2012, 2019). Collaborative action research “is a systematic learning
process which takes place among groups of participants, who, through
their collaboration, utilise the study of their own behaviours and prac-
tices and subsequently cultivate their critical thinking on the results
of those behaviours and practices” (Mylonakou-Keke, 2012, p. 171;
emphasis added). Its basic aim is the improvement or change of a
practice, a procedure, a situation and the development of knowledge
related to the practices of the participants (Kekes, 2000). During the
research process, it was aimed to cultivate the development of group
experiential activities, which favoured collaborative learning envi-
ronments. The experiential activities were based on the formation of
an environmental project in which the adult participants (fathers)
contributed with their knowledge, experiences, and interests.

Participants
The study was conducted in a public kindergarten in Thessaloniki
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that functions under the scientific supervision of the Aristotle Uni-
versity of Thessaloniki. Convenience sampling was used in this study.
This type of sampling does not allow for generalisations, but ensures
efficiency of data collection and is suitable for projects with no fund-
ing (Cohen et al., 2017, p. 105). An early childhood class with 19
children participated in this programme (15 boys and 4 girls) and
their mean age was 5.2 years (SD = 0.78). Out of these 19 families,
10 fathers (mean age 41 years and SD = 0.70) volunteered to actively
participate in the project. None of them had a prior experience of
involvement in the kindergarten routine and they all had sufficient
digital competence.

Methods and analysis

This study describes a four-months pilot intervention which lasted
from January 2019 till May 2019, consisting 10 father’s sessions

in the form of visits. The research follows the adopted theoretical
model that was utilised in the project and presents its procedure in
order to show the engagement and understanding of the proposed
pilot implementation.

The syneducational model was the research method of this inter-
vention and simultaneously operated as the learning framework for
all the participants, children and adults (fathers). The research meth-
ods included teachers’ documentation of the project’s implementa-
tion such as photos, videos, and children’s creations that provided
an assessment of their learning outcomes. These data acted as the
digital diary of the implementation that was shared with the families.
Every session was organised following the syneducational practice
and the steps were explained to the fathers during the preparations
of each session.

One teacher acted as a moderator during the implementation of
the project and the second teacher acted as a researcher who ob-
served and conducted the post-implementation evaluation. The 10 fa-
thers were interviewed by the same teacher, in order to examine their
experience of involvement in the class and the project. Their emo-
tional reactions and newly gained knowledge about their childrens
learning needs and school behaviour were assessed by the end of each
implementation, aiming to reveal their vivid personal reflection.

Specifically, based on the syneducational model (Mylonakou &
Kekes, 2007), the semi-structured questionnaire which was used
during the interviews examined three parameters: (a) information
about “inner” satisfaction which served as an interpersonal evalua-
tion; (b) information about the change of attitude towards the pro-
gramme, the pedagogical procedures and their children’s learning;
and (c) information about the creation of new ideas either during
the planning of the current syneducational action or for a future pro-
gramme (see Appendix).

Content analysis was implemented on the participants’ responses.
The responses were carefully read and coded twice by two analysts
to ensure validity and consistency (Roberts, 1997; Weber, 1990). In
order to ensure intercoder reliability, Krippendorft’s alpha (o) was
performed. The measure address chance correction and systematic
coding error problem (Hughes & Garrett, 1990). The Krippendorft’s
(o) for the present study was .78.
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The analysts identified the coding units of the responses for each
question and, finally, the data was deductively analysed by apply-
ing the coding units. Tallies were made for the number of times
(frequencies) every coding unit appeared in each question. Through
the process of coding, the categories derived and then related and
interconnected to their subcategories (Corbin & Strauss, 1990). The
results are presented in percentages interpreting the participants’
responses followed with a few examples of quotes.

In the discussion section, the findings are explained gradually in
line with the results of the semi-structured questionnaire. This pre-
sentation aims to show the deep engagement and understanding of
the theory. Thus, the findings are entangled with the theory and the
planning of the project with a reflective tone together with an evalu-
ation of the adopted theory and recommendations for future studies.

This paper will address the following research questions:

1. In what ways can the syneducational programme enhance
fathers’ involvement in early childhood education setting?

2. Does the syneducational programme promote fathers’ un-
derstanding of their children’s learning needs and school
behaviour?

Procedure

According to prior research, syneducational actions seem to be ap-
propriate in the creative development of new ideas and the creative
exploitation of technology (Mylonakou & Kekes, 2007). The holis-
tic approach of learning in early childhood education in addition

to the intellectual potential of the fathers, resulted in the idea of a
syneducational programme with the title “Daddies in Action” This
involved an organised project with topics surrounding natural sci-
ences and environmental education. The opportunity to utilise the
fathers’ intellectual backgrounds in a syneducational thematic unit as
well as their chance to get involved in the school’s routine, were the
main reasons for this research methodology. Digital tools were used
as communication means during the planning of the project and the
design of the actions, as cognitive and educational means, and finally,
for the distribution of the programme to the other parents.

The starting point was the construction of a science and envi-
ronmental project focusing on planet earth. The topics that were
discussed over email communication were: Planet earth and the
solar system; natural laws; climate; basic human needs (food, shelter,
transportation); human activities and planet problems (earth pol-
lution, volunteer activity); and human laws. These topics were to be
presented interactively during specific sessions at the kindergarten.

Each father had to prepare a power point presentation with vid-
eos, photos and digital games along with an activity focused on arts
and creativity. The criteria for the selection of these materials were
based on the fathers’ skills and interests, and aimed to reveal the
consequences of human behaviours to the person itself and his envi-
ronment. The materials were utilised creatively and throughout the
project. Every session started with the study of previous knowledge,
concepts, experiences, and emotions concerning the depicted topic.

During the project’s implementation it was highlighted the
uniqueness of every person, the differentiation of approaches,
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knowledge and skills, as well as, the coherence of every different
aspect in forming the present environmental situation for all hu-
mans. Children traveled inside the project’s scenario, not as ordinary

‘pupils’ or audience, but as ‘actively interactive’ participants. The na-

ture and organisation of the project, the intensely experiential nature
of the activities as well as their fathers’ presence in the class helped
preserve the interest and enabled the active participation of children
in the process.

The teachers supported the activities, prepared the necessary
electronic equipment (computer, interactive board, and projector),
encouraged the fathers, and also observed photographed and video-
recorded parts of the syneducational activities. A Google folder was
created for sharing photos and videos from the project, and a Padlet
page? that was used as the programme’s diary and communication
platform with the families. All the educational materials that the
fathers used (photos, power point presentations, and videos) were
shared on Padlet after their visits, and the teachers shared the pho-
tos and videos of the sessions. These data (photos, videos, children’s
artworks that supported their brief interviews by the fathers) were
educational materials; thus, they were not analysed.

All the fathers who participated in the development of the synedu-
cational actions were not only visitors but also “educators” Children
showed and explained the school’s routine to the visiting fathers who
took vividly part in the class activities before their presentation. Fa-
thers observed and helped the teachers during the preparations for
the syneducational action.

The teachers explained the teaching method used for the intro-
duction of a new topic, which involved firstly detecting children’s
prior knowledge and false ideas about the topic. According to the
syneducational practice it was very important to review children’s
prior knowledge and experience about the topic in order to facilitate
the materials in the most meaningful way. Children were asked to
draw everything they knew about the subject and then they were
asked to explain their drawings to the father who was in charge of
the activity. The fathers participated energetically in the completion
of the first phase. They took brief interviews from the children and
noted their answers, asking them to describe their ideas, experiences
and emotions about the topic based on their drawings (see Figure 2).

After this the fathers had an idea of what the children already
knew and believed about the topic which they were about to intro-
duce and engaged themselves with the learning procedure. Moreover,
they had attended the teachers discussing with the children during
the morning routine and they had understood the school’s teaching
framework. Thus, they were able during their presentation to ad-
dress children’s questions and to focus on their basic cognitive needs
or misunderstandings following school’s teaching routine and rules.
The syneducational activities usually ended with an arts activity (mo-
tor, crafts, and game playing) (see Figures 3-9) and the evaluation of
the programme by the father.
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Figure 2
Participating in the school routine.
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Figure 3
Taking interviews.

Figure 4
The presentation of the solar
system.
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Figure 5
Playing with magnets.

Figure 6
How to make a waterspout.

Figure 7
The game of happy and sad Earth.
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Figure 8
Making our own cement Easter
figures.

Figure 9
Playing with tools and tubes.
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Ethics

The research was approved by the scientific committee of Early
Childhood Education of Aristotle University of Thessaloniki, which
supervises the kindergarten. The early childhood coordinator was
also informed about the purpose and the methodology of the study.
Details on ethics are provided in the text and abide by the Aristotle
University Ethical Guidelines. A scheduled school - family meeting
was organised before the implementation of the programme during
which the parents were informed about the aim, rationale and con-
tent of the research. During that meeting all relevant consent forms
were completed. The parents gave permission for photographic and
video observation during the syneducational activities accompanied
by their children.
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Results

Ten fathers contributed in the development of the programme’s
thematic unit. They decided on the theme “Nature and Human Ac-
tivity” according to their interests and their academic backgrounds.
It should be mentioned that most of them (80%) held a university
degree.

According to their answers, all the participants’ first impressions
were mainly positive. As Example 1 demonstrates, some of them
were excited (40%), but others were at the same time scared (30%) or
stressed (20%).

Example 1:

“I never thought that presenting a topic and discussing with young
children would make me feel stressed. They are young children,
but I wanted them to participate and to understand what I was
talking about. It was a great experience” (D.)

“Being in front of an audience is not the easiest challenge for me,
it is frightening. But I wanted to participate for the sake of K be-
cause she was anticipating my visit. Everything went fine” (A.)

All of them enjoyed the activity and the interaction with the chil-
dren, and a few participants (30%) pointed out the joy they experi-
enced during their activity preparations. All of them evaluated their
child’s participation as quite energetic and they were satisfied to see
the happiness which their participation brought to themselves and
their children.

The majority of the participants (80%) stressed that the most im-
portant thing during their session was the knowledge they gained
of their child’s behaviour towards classmates, and a few (30%) were
surprised positively (see Example 2).

Example 2:

“N. is behaving particularly good to his friends here compared
to their behaviour at home with his little brother. I couldn’t imag-
ine that” (S.)

“I knew that I. is having a great time at school, she says so all the
time. Now I saw it with my own eyes, and I understand why she
feels so comfortable here” (G.)

Most of them (80%) were very pleased to see that their children
enjoyed the experience and only two realised jealousy that their
children showed towards their classmates. No father expected that
their children would have trouble with them interacting with their
classmates.

All the fathers were impressed by the way that the children collab-
orated vividly. A few of them (40%) realised that the children knew
more things about the natural environment and the environmental
effect of human activity than they expected (see Example 3). They
also mentioned that children could understand and discuss the pro-
posed new topic without any difficulty (30%).

Example 3:

“I never thought that children can discuss so many topics, and they
know many things. K. never says what you talk about at home. I
did not know what to expect but she answered to my question.
That pleased me very much.” (A.)

A great proportion (80%) stressed the great responsibility and
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difficulty of the early childhood educators’ job (see Example 4),
pointing out the following issues: (a) taking care of many children
at the same time; (b) giving time to them to respond; and (c) having
patience and keeping an organised class schedule despite the differ-
ences in every child’s individual needs.

Example 4:

“Children are a very demanding and cruel audience, if they are not
interested, they turn their back on you. I wonder how the teachers
manage to remember what everybody wants and keep all of them
satisfied.” (K.)

“Now I see that your job is exceedingly difficult, you act calmly
even though you are responsible for them every minute of the day,
and they outnumber you.” (A.)

All of them characterised the structure of the syneducational pro-
gramme and the cooperation with the teachers as excellent. Finally,
all of them evaluated the programme very highly and most of them
proposed its continuation for the next year (80%). As Example 5
shows, one third of them (30%) even proposed that “Daddies in ac-
tion” should be presented to the Greek Ministry of Education and
Religious Affairs and should be implemented in every early child-
hood centre in Greece.

Example 5:

“You should write a paper describing the procedure and you
should send it to the Pedagogical Institute or directly to the Min-
istry of Education. It is a programme that should not be forgotten
or kept a secret” (T.)

Discussion

The vivid interaction of fathers and children was pointed out during
the evaluation of the programme. All the participants expressed their
anticipation to take part in the daily routine of the school due to
their limited experience. They also expressed their satisfaction and
enthusiasm after their participation along with their very positive
impressions.

According to our results a vast majority of the fathers were highly
educated. This supports prior research that reveals the tendency of
highly educated families, especially mothers, to participate energeti-
cally in school issues (Kim, 2004; Mousourou, 2012; Phtiaka, 1996;
Styla & Michalopoulou, 2016; Vassi et al., 2016). However, based on
our findings highly educated fathers may also be interested in con-
tributing in their children’s learning activities.

According to the participants’ responses they experienced great
inner” satisfaction even though some of them had negative feel-
ings, such as stress or fear before their session. They overcame all
the negative thoughts and feelings and adapted to their role among
the children very quickly. Most of them showed interest in focusing
not only on the feelings they were experiencing and the topics they
were introducing, but also in the feelings of all the children during
their visit. They observed their behaviours during the sessions and
they empathised with the young participants. After their presenta-
tions, they reported that they were satisfied in terms of the children’s
interactions, participation and emotional expressions during their
sessions. The aforementioned results are in line with previous re-

«
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search generally on the parents’ satisfaction after the interaction with
their children mediated by the teachers’ guidance (Mas et al., 2020;
Rentzou & Ekine, 2017); and specifically, the implementation of
syneducational programmes describe the positive effects on the de-
velopment of the emotional and social skills of the adult participants
(Mylonakou-Keke, 2009, 2012, 2019).

The fathers’ responses showed a clear change of attitude towards
the school, the educational procedure and their children’s learn-
ing. In line to previous research, all the participants reported only
positive elements from their collaboration with the kindergarten
teachers, thus highlighting the social skills that should primarily
distinguish the teacher who is interested in the socio-pedagogical
orientation of the school (Rentzou & Ekine, 2017; Samourkasidou,
2020). The unexpected positive comments about the difficulty of the
early childhood educator’s occupation were clearly stressed at two
different critical points.

Firstly, the fathers noted the difficulty in the caretaking of a large
number of children at the same time, based on the fact that the class
had 19 young students. Caretaking of young children is a particu-
larly important parental responsibility. As it was mentioned before,
many of the fathers usually support indirectly the involvement of
the mothers, taking care of their children at home during the school
collaboration hours (Samurkasidou, 2020).

Therefore, it was particularly important for the success of the
programme to give them the opportunity to observe closely and
participate in the school’s routine, which combines physical and
psychological assistance of the young children during the school
schedule. The fathers’ syneducational experience began by letting the
teachers train them in the pedagogical method which they applied to
the introduction of a new topic, and secondly, by accepting their role
in the class group and letting the children guide them through the
school’s routine. These two distinct situations gave them the chance
to view and experience the communicative interactions between the
teachers and the children, switching between the roles of “trainee”
and “trainer- teacher”. In line with prior research, the enhancement
of parental knowledge about school’s teaching methods seemed to
encourage the parents’ perception about their contribution in their
child’s education (Nitecki, 2015). It seems that their participation
enhanced their understanding towards the needs of their children as
well as the needs of all the children in the class (Mylonakou & Kekes,
2007; Mylonakou-Keke, 2012).

Secondly, they pointed out the difficulty in keeping an organised
class schedule despite the differences in every child’s individual
needs. The fathers focused on the differentiated instruction that is
needed in order to keep the class organised. Even though they ig-
nored the pedagogical terminology, their responses described the
educator’s teaching methods in few and simple words. They seemed
to focus on the teachers’ strategy for taking into account what stan-
dards of performance are required for each age group, by giving the
children the time needed to express their knowledge and feelings. It
is obvious that they observed and evaluated the teaching strategies
that the educators applied during their visit, pointing out the main
positive characteristics. They were able to identify and understand
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the inclusive nature of the early childhood education system with
the implementation of differentiated instruction during the school
schedule. This finding was in line with previous finding concerning
the teachers” guidance to parents especially during preschool (Mas et
al., 2020; Nitecki, 2015; Rentzou & Elkin, 2017).

Furthermore, their positive comments on their children’s behav-
iour, participation and knowledge revealed their active involvement
in the group and also their energetic observation of their encounters
with all the children. These remarks revealed the utilisation of socio-
pedagogical practices in social and emotional education (Mylon-
akou-Keke, 2012). The majority of the fathers evaluated highly the
picture they gained of their children’s behaviour towards their class-
mates and the teachers. It was the first time for many of them to have
had the chance to mix with their children in an educational situation
as active participants of a group. Thus, it was no surprise that they
evaluated the programme very highly and proposed its continuation
for the next year.

The fathers also showed an increased interest in the needs of the
kindergarten during a period after their visits. This result is in line
with prior research (Samourkasidou, 2020). They gave assistance to
the teachers for the resolution of practical issues, such as repairing
electronic devices or furniture. They better realised the needs of the
kindergarten after the syneducational activities and they helped not
only when they were asked but they continued offering their help
by volunteering. They seemed to feel more welcome in the school
and more capable of understanding the early childhood educator’s
work with their children. As for the mothers, they were relaxed and
quite curious about the results of their husbands’ participation. Their
involvement was mostly supportive; some of them gave ideas, while
others helped during the preparation and in using Padlet. These re-
marks were not assessed systematically but they were based on the
teachers’ dairy with their observations and self-assessment on the
nature of their relationships with the participants. Thus, they should
be positively considered.

In line with previous pieces of research, the creative exploitation
of technology led to the development of new ideas in an interactive
learning environment for children and parents (Mylonakou & Kekes,
2007). The use of the computer, the interactive board and Padlet as
cognitive tools, helped facilitate the scaffolding between fathers and
children during the activities.

The children experienced a unique learning process with their
parents and the parents of their schoolmates, taking part in com-
mon “productive” activities (Mylonakou & Kekes, 2005, 2007). They
were filled with enthusiasm due to the shift of the traditional roles;
teacher-parent-child. In agreement with prior studies, during and af-
ter the syneducational programme the children’s participation in the
classroom schedule as well as other school activities was significantly
higher (Mylonakou & Kekes, 2005). Each child eagerly anticipated
his/her father’s session, discussing the details of the activity prepara-
tions and revealing them to others.

The teachers showed more interest in the needs of their students
due to the better understanding of each family dynamic (Mylonakou
& Kekes, 2007; Mylonakou-Keke, 2012, 2019). They realised the way
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that their work can be facilitated to organise the vivid participation
of parents in the school and the impact that these activities have on
their relationships with families. They overcame all the fears and
second thoughts they had prior to the programme regarding the
important issue of relationships with parents.

However, there were certain challenges that the teachers had to
face during the implementation of the syneducational programme
in everyday practice. The first one concerned the teaching interac-
tion with the curriculum and the connection with its content to the
interests and desires of the parents and the children. The second one
focused on the early childhood schools’ set of processes or tools and
specifically on the interactions around learning as well as the shape
of school’s philosophy. These challenges were addressed at a team
level, with the early childhood teachers and the parents driving the
process. Discussions and communicative interactions between par-
ents and children before every session played an important role in
the success of the programme. The teachers became the moderators
of the programme, and experienced a new challenging professional
role enriched their educational strategies and practices (Mylonakou-
Keke, 2012).

The aforementioned results support the findings of previous proj-
ects in which syneducational activities were fruitful for every stake-
holder in school (Mylonakou-Keke, 2012, 2017, 2019; Mylonakou &
Kekes, 2005). The study contributes to the field of school and family
cooperation as interdependent systems. There is a necessity to shift
towards a more cooperative action between them. The results of the
programme’s evaluation were very positive and encourage a new
model of family and school collaboration. The current programme
seems to be a great opportunity to facilitate a successful plan for pa-
ternal involvement in the early childhood setting. The most positive
characteristic of the Syneducational model is that projects and ac-
tions are created by the participants depending on their interests and
background. They have the opportunity to discuss and work together
on a thematic unit that could be of interest to them and could be-
come a prosperous learning experience for all of them (Mylonakou-
Keke, 2012).

These findings are useful to teachers, school communities, and in
educational policy planning, which aims to support the social peda-
gogical role of the school. A future aim would be to encourage all the
fathers to participate, with cooperation from their families and the
school. It would be interesting to explore and facilitate the collabo-
ration of the two early childhood classes and the construction of a
common syneducational programme. A more ambitious plan would
involve the active collaboration on the programme with the mu-
nicipality which financially supports the kindergarten. Digital tools
would play an important role in the attempt, supporting communi-
cation between the participants and the syneducational activities.

Limitations

The present research was a pilot implementation of the Syneduca-
tional model in early childhood settings, thus every stage of research
process and especially methods and the analysis of the collected
data (videos, photos ect.) should be carefully reconsidered for future
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study. As mentioned before, the small sample size and the conve-
nience type of sampling limit the generalisability of this study’s find-
ings. However, this is a common limitation in small case studies with
no funding. There is an important interest of research around pa-
rental involvement as well as syneducational programmes but there
are limited data on very young children so exploratory studies could
offer useful insights and recommendations in this field. Another
limitation that should be mentioned is that the participating fathers
had a better than average standard of academical knowledge and
skills that surely contributed to completing this project successfully.
Results might be different in more disadvantaged or deprived areas.
Finally, another limitation of the study is the lack of evaluations from
the children and the mothers regarding the project and its outcomes.
These parameters should be taken into consideration during future
implementation. This could offer a great opportunity to observe and
evaluate the interactions between all the educators and the families
as well as the shift in their cooperation.

Conclusion

Educational process primarily needs to set a target on new thinking
and creativity to make education have the real effect on the society
(Shaheen, 2010). Schools are places for the encouragement of cre-
ativity, collaboration, and empathy. All the participants (adults and
children) exceeded their goals, they enriched their emotional and
social skills, they learned how to manage knowledge collaboratively
and how to co-create and generate new knowledge. In addition, they
jointly realised the collective expectation, utilising the human and
social capital that was created in each phase of the programme. Most
of the parents together with their children are motivated and eager
to find out anything new, to experiment and to play without wor-
rying about definitions and theoretical models. Kindergartens can
provide them the place and time to experiment and collaborate in a
learning environment with teachers who are open-minded and not
reluctant to change.

Author’s note

Data from questionnaires and video recorded observations are avail-
able for review. The authors will retain data for five years as per Uni-
versity guidelines. Permission to access the data can be provided by
emailing the corresponding author. Photos (figures) have been in-
cluded with permission and participants’ faces covered. No conflict
of interest to disclose.
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Appendix

Questionnaire

(a) What was your first impression of the syneducational pro-
gramme; what did you feel about it?

(b) What is your impression after the implementation of the synedu-
cational action; what do you feel now?

(c) How was your child’s participation and behaviour during the
syneducational action?

(d) What did you learn during the implementation of the action in
terms of:
- Your child’s behaviour
- Your childs feelings
- Your child’s participation
- The school’s routine and procedures
- The school’s curriculum

(e) What is your impression of the children’s participation in the
syneducational action you planned and implemented?

(f) Any comments on the structure of the syneducational pro-
gramme and the cooperation with the teacher?

(g) Any future proposals?
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Abstract

E. T. A. Hoffmann’s (1819/1982) “The Mines of Falun” (hereafter
“Mines”) closes with an arresting image of union: the protagonist’s
petrified body turns to dust as his beloved embraces him after a 50-
year separation. Elis, who died in a mine accident on his wedding
day, reunites with his would-have-been wife Ulla. Her love for Elis
seems to symbolize their eternal bond that lasts beyond the fragility
of corporeal existence. But this reading places too much emphasis
on these final, albeit striking, paragraphs. By focusing on Elis’s re-
union with Ulla, one could overlook the youth’s interactions with
other women for the preceding 25 pages of the story. Surprisingly,
few scholars have discussed Elis’s multiple love interests in a compre-
hensive manner. For this reason, none has considered how Elis tries
to regain a family similar to the one he lost, first above ground with
Ulla and her father, Pehrson Dahlsjo, and then below ground with
two almost mythical figures, the so-called Earth Queen and miner
Torbern. Comparing Elis’s longing to enter these two realms reveals
the youth’s hope for reintegration into a familial structure. Indeed,
Elis’s petrification represents his liminal state between the two fami-
lies. Therefore, the closing episode draws attention away from the
fact that Ulla’s desires lie beyond the surface world. The prospect

of family, rather than any one woman, allures him most. This essay
interprets Elis as a character longing for domestic unity. It conducts
a close reading of two scenes of Elis’s ascent and descent from the
mines, showing how the attraction of both families changes his men-
tal state. To conclude, this article will consider Elis’s petrification as
a marriage between the underground and the above, life and death,
the human and the nonhuman.

Keywords: E. T. A. Hoffmann, “The Mines of Falun”, German studies

Beginning with the end

E. T. A. Hoffmann’s (1819/1982) “The Mines of Falun” (hereafter
“Mines”) closes with an arresting image of union: the protagonist
Elis’s petrified body turns to dust as his beloved, Ulla, caresses him.
Notably, this embrace doubles as a reunion because Elis perished
in a mine accident on their wedding day. After a 50-year separation
from her would-have-been husband, Ulla’s heart burns “like a holy
naphtha flame” (p. 187) against his inert flesh. Upon first glance,
this scene signifies that the pair’s bond transcends the fragility of
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1. Torbern straddles between the
living and the dead. Torbern died
in a mining accident 100 years ago,
a collapse that resembles Elis’s,

but still looms around Falun like

a ghost. Elis, in a certain sense,
seems to be Torbern’s son-in-law —
not by blood but by their connec-
tion to the ground. Unsurprisingly,
Elis appears to be the human who
has the most direct contact with
Torbern, an intermediary between
the two worlds, Ulla and the
Queen.

2. Scholars have investigated the
topic of alchemy in this work. To
name one, Angela Ann Chi Chung
(2013) read “Mines” alongside
The Golden Pot and Tiecks Der
Runenberg. Chung (2013) sug-
gested that Hoffmann (1819/1982)
fits within this literary tradition of
the alchemical. In her estimation,
“Elis not only sees but that he fully
understands the most fundamental
maxim and doctrine of the alche-
mists” (p. 130).

84 ZEALOS / Volume 1/ 2023

corporeal existence. But this reading places too much emphasis on
these final, albeit striking, paragraphs. By focusing on this conclu-
sion, one could overlook the youth’s interactions with other women
for the preceding 25 pages of the story. Surprisingly few scholars
have discussed Elis’s multiple romantic interests in a comprehensive
manner. For this reason, none has considered how Elis tries to regain
a family redolent of his own, first above ground with Ulla and her
father, Pehrson Dahlsjo, and then below ground with two near myth-
ical characters, the so-called Earth Queen, an enigmatic yet tempting
figure, and Torbern, a miner.! Indeed, Elis’s petrification represents
his liminal, unresolved position between the two families. Though
preserved for Ulla, Elis is also a stone of sorts, part of the Queen’s
realm. Therefore, even as Elis’s corpse disintegrates, he remains in a
convoluted petrified union.

This essay interprets Elis’s journey as an ongoing search for do-
mestic unity. After supplying background on the legend of Falun
and then Hoffmann’s writing of the tale, I review the literature on
“Mines” and situates myself within wider academic conversations.
Next, this article explores how the passing of Elis’s mother spurs his
yearnings for familial wholeness. Then, I conduct a close reading of
two scenes of Elis’s ascent and descent from the mines, evincing how
he shifts alliances between the families. To conclude, this piece con-
siders Elis’s petrification as a marriage between the above and below
ground, life and death, human and nonhuman.

Surveying the territory: context and a brief literature review

In 1719, a miner’s fossilized body was discovered in Falun, Sweden.
Although buried alive during an explosion, the laborer’s figure did
not decompose; instead, he suspended in a solution much like a
prehistoric creature in amber (Wegraeus, 2001). Making this al-
ready spectacular incident verge closer toward fantasy, an elderly
woman rushed to the spot and claimed him as her long-lost love.
This sensational episode spurred Hoffmann to expand it into fiction
in 1818/1819. Due to its psychological nuance and rich rendering of
the fantastic, Hoffmann’s story has attracted a host of scholarly con-
versations.” Though by no means exhaustive, the following survey
endeavors to chart the ways critics have interpreted this short story.
In overviewing the existing debates, I distinguish my approach to the
motif of family in “Mines”

Katherine Arens and Sandra Ballif Straubhaar (2014) argued that
“Mines” allegorizes the geopolitical panorama of early nineteenth
century Europe. Through an inspection of key historical plot details,
Arens and Straubhaar contended that Elis’s journey doubles as a po-
litical commentary on contemporary events. Admittedly, the authors
acknowledged how “family-like this culture of miners had seemed
to Elis” (p. 336). That being said, they primarily explored how these
personal dynamics symbolized Baltic geopolitical tensions in the
wake of Napoleon’s Russian invasion. Historicizing “Mines” remains
valuable, but Arens and Straubhaar underappreciated the weight of
these family structures in Elis’s psychological maturation.

Moreover, Ronald M. James (1992) labelled Elis as the embodi-
ment of mining spirits present in the folkloric tradition. The author
classified Elis as an “expert miner and uncanny personification of



3. Like Hamilton (2014), Luis Mon-
tiel (2014) recognized the apparent
unity among these three figures in
this oneiric scene but did not go
beyond mentioning it to the reader.
Montiel (2014) just observed that
the characters hold a particular
unity but did not expound upon it.
For instance, Montiel claimed that
“[f]or the moment we have already
discovered in the depth of the
‘mine’ - or rather, in the under-
world of dream - three images of
the feminine: the mother, the girl-
friend and the Queen; the first two
being protective, while all three are
possessive, each in their own way.
Two of them offer the security of
life in the outside, while the other
exhibits the dangerous riches that
hide in the depth” (pp. 171-172).
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the underground” (p. 155). James was correct to interpret that Elis’s
attachment to the mines extends beyond his profession. However,
James did not adequately explain the fluidity of Elis’s bonds to the
surface and subterranean worlds. Thus, James’s analysis overlooked
how Elis’s interlaced impulses above ground and below stem from
his hopes for domestic stability.

In addition, John T. Hamilton (2014) used Elis’s petrification as
a springboard for reflections on the hazy boundary between life
and death (p. 190). At base, Hamilton (2014) contended that Hoff-
mann “resists the fatal reassertion of the difference between the
organic and the inorganic” (p. 189). For Hamilton, the final scenes of
“Mines” epitomize this fusion of the animate and the inanimate (p.
196). Thus, Elis and Ulla “have triumphed over death” (p. 198) even
if they never wed. Notably, Hamilton ruminated further on Elis’s
complex emotional ties. In fact, Hamilton (2014) reached, but did
not develop, an insight that undergirds my paper: “Both the queen,
who offers untold secrets, and Ulla, who offers untold marital bliss,
are replicated in the figure of the once living and now dead mother”
(p. 196). Like other scholars, Hamilton (2014) mentioned Elis’s com-
panionship with his mother and other women in passing. Hamilton,
thus, discounted an alternative way to interpret Elis’s petrification.’

In his article, “The Downward Transcendence: Hoffmann’s ‘Berg-
werke zu Falun”, Lee B. Jennings (1985) examined Elis’s loves
through a psychological lens, reflecting particularly on the associa-
tion between the abnormal psychology of Elis and Hoffmann. Even
though Jennings (1985) centered his essay around the nexus of the
normal and the supernormal, he interrupted this examination with
a fleeting remark on the women in Elis’s life. Jennings took it as a
“fact that the Earth Queen (with whom Elis now tends to identify) is
to some extent paired off against Ulla as a love-object” (p. 287). Un-
fortunately, Jennings did not delve further into the meaning of this
pairing, thus failing to expound upon this astute observation.

To my knowledge, no one has fully explored Elis’s intent to regain
his original family through surrogates in Falun. As this section has
shown, scholars usually take these ties among characters as fact or
neglect them. Thus, instrumental as other academics’ writings have
been to my own approach to “Mines”, lacunae exist in the scholar-
ship. This essay seeks to expand upon the observations others have
made about Elis’s yearning for a new home. But this is not simply an
extended commentary on a point others have taken for granted. In-
stead, by emphasizing the family as a key theme, it promotes a novel
interpretation of Elis and “Mines”.

Losing a mother and finding a mine: Elis’s transition from sea to land
Growing up with a father in the Swedish East India Company, Elis
was near the ocean since his childhood. Once mature, Elis followed
his father into the East Indies. However, tragedy brought them apart;
a storm ravaged a ship the two traveled on and drowned Elis’s father.
Although this calamity left a scarred Elis remorseful for not rescuing
others, he kept his job. Elis continued assisting these remunerative
journeys to support his mother, his last living family member. With
little affinity for his shipmates or the sea, Elis felt an obligation to his
kin above all. Beyond repenting — and repaying - for the loss of his

ZEALOS / Volume 1/ 2023 85



HENRY JACOB

4. Elis seeks not simply a group of
individuals to fill the roles that his
dead family members previously
occupied. The group of sailors, al-
though offer a form of union, offer
not what Elis desires. The sailors
enter a carnivalesque scene of rev-
elry. They share drinks, prostitutes,
and raunchy conversations. But
they are a family of sons, a brother-
hood similar to the Serapion Breth-
ren or even the monks and frater-
nities in Tomcat Murr. Without a
parental figure who brings order
and tranquility, the sailors’ band no
longer appeals to the youth.
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father, Elis developed a complete devotion to his mother through
this work. Interestingly, their interdependence became more and
more reciprocal; Elis received emotional value commensurate with
the checks he gave his mother. In fact, the pair helped each other
find meaning in their work and life through storytelling. Recounting
adventures allowed both to share memories and rekindle the famil-
ial atmosphere they once enjoyed. For this reason, when Elis loses
his mother while out at sea, he, broken again, Elis seeks a similar
relationship on land. As a result, he turns to a prostitute and then a
miner for consolation, taking his initial steps in his quest for a new
replacement family.

Elis’s nostalgic descriptions of his homecomings exhibit that
he enjoyed sailing because it allowed him to relive the experience
with his mother afterward. When on deck, Elis finds solace in the
“thought of the return home and of my good, old mother” (Hoft-
mann, 1819/1982, p. 166), anticipating their exchange of tales. Re-
counting undertakings allows Elis to relive them with his mother
and thus imbue value in them. Elis and his mother trade stories: Elis
from his trips and his mother from her spouse’s, creating the ambi-
ance of a familial gathering. Interestingly, Elis conflates his descrip-
tions of the “marvelous things” and “strange objects from foreign
lands” (p. 167). This fusion demonstrates how the young sailor
required the warm environment that his mother offered to find his
far-flung travels.

Elis’s mother’s death leaves him stranded once again, now alien-
ated and without any family to commiserate with; for this reason, he
seeks a prostitute to help fill the space of his loved ones. Elis enters
this story as a lonely, melancholic outsider because he missed his
mother’s final days. Arriving on land too late, Elis could not greet
his mother as he was accustomed, much less share stories. For this
reason, he feels “alone as if shipwrecked on a desolate reef - helpless,
wretched” (Hoffmann, 1819/1982, p. 166). This language of nautical
disaster juxtaposes the East India Company ship’s safe arrival and
Elis’s internal torment. Moreover, the phrase “shipwrecked on a des-
olate reef” conjures the image of a solitary, floundering sailor aban-
doned by his crew to perish. Interestingly, this portrayal echoes Elis’s
father’s death, displaying how the sea swallowed his family and hap-
piness again. Although not literally stranded on open waters, Elis,
if safely on land, feels as if he were marooned. As festivities abound
after this successful landing, the young man grieves by himself. In a
space of a few paragraphs, adjectives such as “gloomy”, “melancholy’,
and “alone” depict the protagonist (pp. 164-165). Desperate for the
same comfort he found in his former arrival celebrations, he shuns
the boisterous public feast and cavorting around him. Instead, Elis
befriends a young prostitute, entering a quiet, private discussion. As
with his mother, Elis seeks platonic conversation, not carnal plea-
sure. After all, she speaks to Elis not with sensuality, but instead in
“a soft, gentle” (p. 165) voice, providing comfort rather than libidinal
excitement.

Viewed in relief, Elis’s interaction with the prostitute marks his
first attempt to replace his lost family.* Eager to fill the space his
now parted family has left, he speaks with the escort about “the ter-
rible dangers of the treacherous ocean” (Hoffmann, 1819/1982, p.
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165), a truth he has learned all too well. Notably, this phrase revives
Elis’s previous conversations with his mother on the “frightening
sailors’ legends” (p. 167). In bonding over the ocean’s dangers, the
two replay, if not fully recapture, Elis’s talks with his mother. For this
reason, “the girl’s sweet whisperings had found an echo in his heart”
(p. 165). Interestingly, her whisperings take on an agency of their
own in this syntactical construction; the woman’s words, rather than
her being, strike a chord in Elis. Unfortunately, the reader cannot
eavesdrop on those consoling phrases. That being said, one can only
guess that her words offered to Elis a semblance of the joy his mother
brought him before. She offers the possibility of companionship,

a potential that he finds later with more intensity in Ulla and the
Queen. For this reason, Elis gives her a parting gift of two ducats and
an East Indian scarf, reminiscent of his earlier gifts to his mother. If
not maternal, the prostitute seems to fill in Elis’s need for a sister, a
sibling that could soothe him after a long journey.

After recovering a glimmer of his lost family through the pros-
titute, Elis meets Torbern, an old miner who offers himself as a
paternal figure for Elis. Indeed, Torbern listens to Elis’s complaints
like a patient father. Similar to Elis’s biological father, Torbern im-
plores that the young man follows him into his own profession of
mining. According to Torbern, this work would lift his despondent
temperament. Interestingly, words associated with the German verb
“treiben,” drift, appear often in these sections, capturing Elis’s per-
sonality as well as Torbern’s appeal. Before long, Torbern “opened
up to him an unknown world ... revealed to him in his earliest boy-
hood” (Hoffmann, 1819/1982, p. 168). This prospect of ventures
into the Earth’s extremes — much like his trips to the depths of the
ocean - intrigues Elis. In this sense, Torbern’s proposal allures Elis
for its mysteriousness and familiarity. Although not yet articulated
as a union with the Queen, the miner implicitly offers Elis a return
to the familial structure he craves. The Queen, only referred to by
this noble title, offers a return to motherly protection. Notably, she
resides in the dark, damp underground, a setting akin to a womb.
Thus, even if vague, Torbern’s promise of a familial structure tempts
Elis enough to lead him to the mines.

A x of two entrances: Elis’s first encounters with falun
When Elis first visits the mine, he encounters a hellish pit that ex-
ceeds the sea in its inhospitality. Language of darkness and decay fill
Elis’s account, conveying his unease in this vacuum of time and life.
Petrified animals, poisonous fumes, and jagged rocks abound, exud-
ing a menacing appearance. At first, this veritable graveyard makes
Elis regret leaving the ocean - the locus of his troubles - and consid-
er returning to Goteburg. Upon peering into the abyss, Elis ascribes
malignant, quasi-supernatural powers to the rocks: “the black miner-
als and the bluish-red metallic slag seemed like revolting monsters
that were stretching out their tentacles toward him” (Hoffmann,
1819/1982, pp. 172-173). However, Elis committed a volte-face upon
discovering that these once diabolical mines offered a potential path-
way to domestic bliss.

Even if the mines first appear infernal to Elis, he ultimately signs
up as an apprentice because he glimpses the possibility of finding fa-
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milial surrogates in Falun. Indeed, Pehrson Dahlsjo, the mine owner,
literally turns Elis’s head. Just as Elis prepared to return to Goteburg,
he ran into Dahlsj6 and found an arresting relief in his blue eyes.
Entranced by his soothing gaze, Elis forgot about his previous ordeal.
Unable to resist this man’s fatherly bearing, Elis even drifted into

a party Dahlsjo was hosting in his home at that time (Hoffmann,
1819/1982, p. 173). Upon stepping inside Dahlsjd’s residence, Elis
also symbolically reentered the patriarch’s other property, the mines.
In doing so, Elis opened himself to finding a family in Falun. Elis’s
expectations grow as he mingles through the congenial domestic
scene. The miners’ refined manners and convivial conversation stand
in stark contrast to the rude Swedish East India Company sailors;
pleasantly surprised, Elis begins to feel more at ease within this mi-
lieu. As a consequence, Elis slips into a form of amnesia; “no longer
able to recall those earthworms at the great entrance” (p. 174), he
viewed the mines in much amenable terms.

So enamored by the event - and especially Dahlsjo’s daughter Ulla
- Elis convinces himself that the mine will provide him a household
and by extension happiness. In an instance of love at first sight, Elis
cannot draw himself away from the radiant Ulla. Mesmerized by
Ulla’s beauty, Elis feels like he has entered “a blissful dream” (Hoff-
mann, 1819/1982, p. 175). Drunk on the euphoric atmosphere, Elis
acts as if he were sleepwalking. He drinks a glass of ale that Ulla
hands him “mechanically” (p. 175) and without a second thought.
Once inebriated/drunk, Elis sheds any lingering sober inhibitions;
in doing so, his subliminal wants for a family to surface even more
directly. Thus, and despite their mechanical diction, Elis’s intoxicated
movements are deliberate. For this reason, Elis exclaims that he will
become a miner for Dahlsjo so he can fulfill this familial fantasy.
Even if this was “just the opposite of everything he had decided to
do a few minutes before, [it] came out quite automatically” (p. 175)
because he had found a new home.

Elis’s characterization of the mines as heavenly indicates his an-
ticipation of entering the Dahlsj6 household. If the mines at first ap-
peared to be an inferno, then the Dahlsj&’s house transformed it into
a paradise. Without doubt, Elis’s ascent from the mines to the party
facilitates his dramatic shift. Rather than the gloom and shadows of
before, Elis sees only brightness and life above ground. In particular,
Elis waxes lyrical about the angelic Ulla. Ulla, “this lovely, innocent
child of heaven” (Hoffmann, 1819/1982, p. 174) is “glowing” (p. 174),
“her charming face [is] aglow with the radiant innocence of heaven”
(p. 174), and she floats “like a shining angel above him” (p. 177).

Ulla is Elis’s celestial savior, his guiding love and light. Words like
“glowing”, “aglow”, “radiant”, and “shining” ascribe to Ulla a heavenly
quality. Although Elis does not describe Pehrson with as angelic lan-
guage, Elis nonetheless ascribes a divine aura to her father as well,
portraying Pehrson as a noble patriarchal protector. He singles out
Pehrson’s inviting demeanor to elevate his noble aspects; his “gentle
smile”, “easy manners”, and “open expression” complement Pehrson’s
“cordial” and “friendly” gestures (p. 173). These compassionate quali-
ties insinuate Pehrson’s suitability as a mentor and father. For this
reason, Elis judges not only the surface, but also the underground
“paradise” (p. 175). Transported into a reverie, Elis dispels his fears



5. It is worth noting the connec-
tion between E. T. A. Hoffmann
and Richard Wagner. In his youth,
Wagner grew fond of Hoffmann’s
literary forays into the fantastic.
As Marc A. Weiner (1982) related,
Wagner felt a particular connec-
tion with “Mines”. Although not
published until the 20th century,
Wagner even wrote a prose sketch
in 1842 that adapted “Mines”. For
Weiner (1982), “Wagner, in writ-
ing the prose sketch, experimented
here with some major ideas — ut-
terly new for him at the time -
which he incorporated in his later
operas” (p. 202). For this reason,
the similarities among the plot of
“Mines” and operas such as the
“Flying Dutchman’, “Parsifal’, and
“Tannhéuser” are not coincidental.
Wagner’s interest in “Mines” sug-
gests its literary-historical impor-
tance in Hoffmann’s oeuvre.

A PETRIFIED UNION: ELIS'S SEARCH FOR FAMILY IN “THE MINES OF FALUN”

of the mines because they will grant him access to his beloved. For-
getting “the horrors of that frightful hellish abyss” (p. 176), Elis now
fuses the two in this rosy lens. The “great entrance” of the mines and

the house have merged into a single entryway to union with Pehrson
and Ulla.

From one house to another: Elis's descent
After becoming a miner to gain favor with the Dahlsjos, Elis grows
accustomed to working underground while courting Ulla in his free
time. All progresses smoothly for the new laborer until he hears that
Pehrson offered Ulla’s hand to another man. In truth, Pehrson only
pretends to give Ulla to another man to test Elis’s devotion. But Elis,
not privy to the scheme, believes that he lost his chance. Not content
to simply be the adopted son in this family, Elis allies himself with
the Queen and Torbern. This shift indicates how Elis’s wish to obtain
a new family overrides his bonds to any individual, even Ulla.
Assuming that Ulla found another bachelor, Elis returns to the
mines; this physical descent represents his reversed mental state
and submission to Torbern and the Queen as his guardians. When
Elis sees Ulla with a supposed suitor, he falls into a fit of madness.
Convinced that he has lost a spot in the Dahlsjo household, Elis feels
depressed, so distraught that he returns to the “huge entrance” (Hoff-
mann, 1819/1982, p. 180), the mine. In a reversal of the earlier scene
where Elis flees from the mine to the house, he now moves from
the surface to the underground. Unlike before, he welcomes the vile
creatures lurking below as well as the perilous drop. Calling out to
Torbern, Elis offers himself to the darkness in a Faustian tenor: “My
treasure, my life, my all lies below” (p. 181). Goes far beyond mon-
etary value. He gives his identity over. This repetition of the adjective
“my” accentuates his devotion to the underground. Interestingly, as
the youth weasels his way down the rocky path, he sees not the neth-
erworld of before but instead “fields of paradise” replete with “maid-
ens’, “gems flashing fire”, and “the lofty face of the majestic Queen” (p.
181). Notably, this language of light and beauty recalls Elis’s descrip-
tions of the party. With the “flashing” colors, the beautiful “maidens’,
and the heavenly Queen, this hell becomes a “paradise” to Elis.® The
Queen meets Elis with a matched passion as he burrows into the
ground. In an erotic moment, she presses against his body, shooting
“through his soul a glowing ray” (p. 181). Phallic in its connotation,
this represents Elis’s entryway into the familial structure of the mines.
If not a formal consummation, it serves as a potent emblem of his
sexual and emotional tie to the underworld. In this sense, the Queen
serves as a replacement mother and lover and Torbern as a father.
Albeit brief, Elis’s rendezvous with the Queen evinces his hope
to find a home regardless of its location. Of course, Elis still loves
Ulla and feels relieved upon learning that Pehrson staged Ulla’s en-
gagement. Yet that realization comes after his underground foray.
Though committed to Ulla, Elis “surrendered himself” (Hoffmann,
1819/1982, p. 183) to the Queen before. Therefore, when Elis gains
Ulla’s hand in marriage he does not extricate himself from the
Queen.
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6. The specifics of Elis’s “union”
remains an ambiguous one. This
essay has framed Elis’s relation-
ships both as an instance of divided
loyalties between two competing
families and also as a love triangle.
This hesitancy to choose between
the two might stem from the
intricacy of the story itself. In one
sense, the Queen serves as a rein-
carnation of Elis’s mother. But she
remains a unique, not quite human
character. After all, she is the Earth
Queen. At times, she seems more
like a force that guides the plot, an
embodiment of immortal Nature
that triumphs over human actors.
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Between families and petrified in one union

Even on his wedding day, Elis wavers between his loyalty to his
bride-to-be and the Queen on his wedding day. In fact, Elis’s nomi-
nally unambiguous expression of devotion to Ulla betrays his am-
bivalence. On one side, his decision to obtain almandine as a token
of his love is sincere. But at the same time, Elis must return to the
mines to retrieve this stone. Therefore, this deed for Ulla brings him
closer to the Queen as well. Whether consciously or unconsciously,
Elis’s action reveals his liminal position between the above ground
and below.

Elis’s fixation on fetching a stone for Ulla implies his difficulty in
choosing between his two possible homes. When Elis reenters the
mines on his wedding day, he straddles between pleasing his two am-
orous interests, the Queen and Ulla. In fact, he even wonders about
binding them all together through the almandine. As Elis remarks,
this object would allow them to be “intertwined with the marvel-
ous branch that is growing from the Queen’s heart” (Hoffmann,
1819/1982, p. 185). As this image connotes, Elis melds his affinities
to the women and the futures they offer. Understood in this manner,
it is almost fitting that Elis ends up petrified, confined in a moment
before definitively choosing either fate. This physical restriction traps
Elis in time and space, embodying his inability to decide between the
two women.

But perhaps Elis finds a form of unity between the two families by
the end.® Granted, Elis never recaptures the same familial environ-
ment he once cherished. That being said, the miner satisfies both
women’s wishes to a certain extent. Through his transformation into
an inanimate object outside of human time, Elis becomes part of the
Queen’s domain, similar to one of her jewels. If ironic, Elis becomes
an artifact alongside the “cherry red sparkling almandine” (Hoff-
mann, 1819/1982, p. 185) that he failed to reach; questing for Ulla’s
gift turned him into one of the Queen’s treasures. But of course, Elis
was not solely under the Queen’s control. After all, the story ends
above ground and with Elis’s reunion with Ulla. Although Elis re-
mains unaware of his return to the site of his aborted marriage, it
signals his return to Ulla. Therefore, Ulla’s embrace with Elis repre-
sents a long-delayed fulfillment of their love as well as a confirmation
of his connection to the Queen. In a tangential way, this instance also
links Elis back to his mother. Once set on providing his mother jew-
els, he became one himself for his beloved. In this sense, he achieves
his aims for a conjoined family, forming a petrified union not of two,
but four.
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TO ®AINOMENO THX ENMAITEAMATIKHX
E=OYOENQXHZX XE EKIAIAEYTIKOYX AEY-
TEPOBAOMIAX EKIMAIAEYXHX

Mia Yuyouetpikr kat Zuykpttikn AvdAuon tou 2uvdpduou «Burnout» og

Eknatbevtikoug AeutepoBdbutac Ekmaidevonc ElOIKWY Kat [evikwy
JyoAelwv kat n Xuvéeon autou pe tov 16 COVID-19

» KOPOMIMEAH AHMHTPA

MaverotAplo Aeukwotag
dikorobeli@gmail.com

Nepinyn

Y2KoTOG TNG HEAETNG eival 1) Stepebvnon TOV QALVOUEVOL TNG ETAY-
yelpatikng eEovfevwong oe exmaudevtikodg AevtepoPadutag ex-
naidevong kat ) mBavi cOvEeon avtod pe Tov SidakTikd poro Twv
ekTaSeLTIKWVY evoyetl TnG avdnuiag COVID-19. Iia v enitevén
avt@v oLAAEXONKav SVo epwTnuatoAdyla amod 186 ekmaldevTicovg
AgvtepoPadpiag exmaidevong yevikwy Kat eldikwv oxoAeiwy NG
IMeprpépetag Attikng. H avalvon dedopévwy mpaypatomotrionke e
TN XP1on Tov oTaToTikoL Takétov SPSS. Ta evpripata édetav Ot

1 emayyeApatikn e€ovBévwon kupavOnke and pétpia €wg XapnAd
emnineda 0Tovg eknaudevtikovg AgvtepoPdbdiuag exmaidevong. Emiong,
Sev vmpEav onpavtikég Slakvpdvoelg 0TI SLUTTATELS TOV OLKEIOV
PALVOHEVOL OGOV APOPA TIG KOLVWVIKOSHOYPaQLKES HeTABANTEG e
ekaipeon tn petaPAnTn «Zxoleior. Téhog, Ppébnke ovoyétion avd-
LECA GTOVG TTAPAYOVTEG IOV altapTilovV TO SISAKTIKO PONO UE TIG
Saotaoelg g enayyeApatikng eEovBévwong.

Aékeig-kdeidid: aOvSpopo emayyelpatikng eEovbévwong, exmaidev-
TIKol YeVIKNG Kat el8IKNG aywyTG, SIOaKTIKOG pONOG eKTTAUSEVTIKOD,
navdnpia COVID-19

Etcaywyn

O Kkoopog NG ekmaidevong voeitat wg éva ovvBeTo mAaiolo, To omoio
amattel Suvapkn SpacTnpLOTNTA A6 TO EKTAUSEVTIKO TIPOCWTIKO.
O ekmaudevTikOG 0TO OX0AEI0 TNG VEG ETTOXNG KAAELTAL VAL AVTATIO-
kptOei o€ pa MAnBwpa LeTAPOAWY, Ot OTIOIEG EMTATOOVY TNV AVAYKN
epappoyng pnékerevbov peBodwv Sidaokatiag kat emiAvong mpo-
BANpdTwy Tov avadvovtat kabnpepvd oto oxoleio (Florian, 2015;
dikapng, 2009). H moAvpoAikr) amooToAr| Tov ekmatdevTikoD g
oLVAPTNOT pe TIG OLVOTKES EpyaTiag, TO eKTAOEVTIKO AmOTEAETHA
KAl TIG OXE0ELG e TOVG oLvadéA@ovg enmpedlet Ta emineda emayyeA-
LATIKAG LKAVOTIOINONG, 1 OTIola KAl AMOTEAEL ATWTEPO OTOXO EVOG
ekmatdevTikov (Osbourne, 2015). H alnAeniSpaon Twv mapamdvew
TapayovIwy e guvdvaouo pe tn diapecoldpnon Snpoypagikwv
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otolxeiwv dnuovpyei éva chvBeto epyactakd mhaioto mov pmopel va
odnynoet Tov ekmatdevTiko o€ Biwaon epyactakoy &yXoug e amoKo-
pOYwpa tnv ekdNAwon enayyepatikng e&vtinong (Antoniou, et
al., 2006).

To KO WVIKO PaVOUEVO TNG emayyeApaTikng eEovBévwang ov-
ykataéyetat petakd Twv mAéov coPapwv mpoPfAnudtwy atn on-
HepLv) emoxn Kat amotehel AEYoOV avTikeievo Stepehvnong oTovg
eMOTNUOVIKOUG KOATIOVG. To owkelo cvvdpopo péoa amod To Qaxod
™G ekmaidevong ovviotd Stebvn emdnpio cOuewva pe v Rankin
(2016) meprypapovTag £va apdAyapo GuVaLTONHUATIKOD Kol CWUATL-
KOV KOPEGHOV 1OV 0dNyel TOV EKTTAUSEVTIKO O€ Hapaopo kat adpd-
vela.

Ot eknaudevtikoi ka®’ oA Tnv emayyelpartikn tovg Stadpoun
gpYovTaL AVTIHETWTIOL pe SLaPOpwV eldwV Kat SIAKVLAVOEWY KPIoELG.
Eotialovtag oty tpéxovoa mpaypatikotnta n ékpnén tng mavon-
piag Tov tov COVID-19 anotéheoe (ia emumpocdetn Kpion mov kAr-
Onkav ot ekmaudevtikoi va avtipetwnicovv. H Eagvikr aAlayr otov
TPOTIO e TOV 0Tol0 EMperte va oXeStaoTel kat va mpaypatomnown el
1 Sidaokalia pe v dpeon aflomoinon texvoloykod e§omAopoD
EQEPE OTNV ETUPAVELA CLUTTOHATA oVvatoOnuaTkng eEvTAnong kat
aoBnpata anoyortevong yla ekeivovg (Weillenfels et al., 2022).

IKOTOG TG EpEVVag
H epgavion dyxovg Aoyw evog kpapatog e§wyevay kat evoyevav
TapayovIwy pnopei va odnynoet oe eEovBévwon yia Tovg ekmatdev-
TIKOUG. Me yvawpova T Stamiotwon avth, TpwTapxtkdg oKomdg NG
épevvag eivau va StepeuvnBoiv ot Seikteg Tov oLVOPOUOL TE eKTIAL-
Sevtikovg Agvtepofabpiag ExnaiSevong mov epydlovtat oe yevikeg
Kat el8tkég aXoAKkéG Sopég. AKOpa, emdtdKeTaL va eEeTATTOVV 0
Babpog enidpaong Snuoypagkwy petapAntwv (¢vAo, nAiia, omov-
8ég, xpovia mpovmnpeaiag, etdikevon) Kat OpLOUEVWY TTapAyOVTWV
TIOV GUYKPOTOUV TOV SISAKTIKO pOAO TOV EKTIAUGEVTIKOV TNV avAdv-
on eovBevwong katd Tt StépKeLa TOL TPWTOL KOUATOG TTAVSNUiag
COVID-19.
Ta epevvnTiKd epWTHAHATA TTOL ATTATKOANTAV TNV EpEVVA HTAV Ta
efnG
1. «Zemoto Babuod Puwvovv ot ekmatdevtikoi Aevtepofaduiag ek-
naidevong to oOVOpopo TG enayyelpatikng eEovBévwong»

2. «Ymapyxel CLOXETION PeTAED TWV TAPAYOVTWY OV anapTilovy To
O18aKTIKO PONO TWV EKTALSEVTIKWV;»

3. «Xemoto Pabuo emnpealet o SIGAKTIKOG poAog Tov avyXpo-
vou ekmaudevtikov (evehibia, dyxog, anddoon) v avddvon
enayyeipatikng eEovfévwong Adyw tng mavdnpiag Tov b
COVID-19;»

4. «Xemoto Pabuod StapopomolovvTal T XAPAKTNPLOTIKA TWV €K-
noudevTikav (pVAo, oxoleio, omoVdES, XpOVia TpolTnpeTiag) e
v enayyehpotikn eEovbévwon;»

5. «Xemoto Pabud eppaviletal To cOvOpopo enayyepatikng eEov-
Bévwong 0TovG EKTTAUSEVTIKOVG YEVIKWY GXOAEIWY GLYKPLTIKA
{e ekelvoug eldikdv oXoAeiwv;»

6. «Ymapyel Stagpopomoinon oTig KAIHakes Tov SIGaKTIKOV poAov
0€ 0XE0T] e TOVUG EKTIALOEVTIKOVG YEVIKNG/ELSIKNG oy wYNG»



To ®dawvopevo tng EmayyeApatikic E€ouBévwong oe EknatdeuTikoic AeutepoBddutac Ekmaidevong

To BswpnTIKO MAaicLo

To patvopevo TnG emayyeAdatikng eovbevwong

H enayyeApatikr eEovBévwon 1 aAllwg burnout xapaktnpifetat
and TOATAOKOTI|TA KAl ETEPOYEVELL OTOV KATOXO Tov efautiag Twv
€KAOTOTE KOLVWVIKWV OLVONKWOVY OV cuvTedovvTaL oe kdDe emox).
Katd katpovg éxovv avantux0ei Stapopa povtéra ya v e€ynon
Tov okeiov cLVOPOUOD, OTIWG awTd Twv Pines kat Aronson (1988)
kat tng Komeyxayng (Kristensen et al., 2005). Qotoco mpotipdrat
and TV TAELOYNPia TNG EMOTNHOVIKNG KOLVOTNTAG 1) XPT0T) TOV
TOANTPOCWTIOL HOVTEAOL TToL avémtuEav ot Maslach kat Jackson
(1986), 10 omoOi0 EVOWHATWVEL TPELG Paotiég SlaoTATEIG: TN OV-
vateOnpartikn e§dvtAnon, TNy anompocwnoinot, Kat To aictnpa
Hetwpévng mpoowmikig enitevéng (Maslach et al., 2001). H ouvat-
oOnpatkn e&dvtAnon wg to TAéov kOpLo kal aTabepd GOUTTWHA TOV
burnout (Schaufeli & Enzmann, 1998) xapaxtnpiletat and évtaon,
nieon, kat EANAelyn cuVALoONUATIKAG EVEPYELAG TTOV OeileTal O
KaBnuepLvég cLYKPoLOEL 0TO epyactako meptpariov (Jamaludin &
You, 2019).

H Sevtepn Siaotaon, n anonpocwnomnoinon (“depersonalization”),
VTOSNAWYVEL TNV APVNTIKY OTACT TWV EKTAUSEVTIKWV ATEVAVTL OE
dtopta oL oxeTi{oVTaL HE TO EMdyyeApa, OTWG HaBNTEG Kot YOVELG
(Keerthy Kumar, 2019) evd pnopei va Aettovpyroet vtoouveidnta
WG £VaG PNXAVIOUOG dpUVAG amévavTL aTn ovvatoOnpatikn e§dvtAn-
on (Kavtag, 1996). H Sebtepn avtr| Staotaon Tov gatvopévou pe-
Tagpdletal ovxva wg ENAeyn evovvaicOnong, ayevr) cuumeplpopd
KAl amooTAoLoToinon T000 and Tovg pabntég 600 Kat Tovg aAhovg
EUTTAEKOUEVOVG TOV GXONEIOV AVTIHETWTILOVTAG TOVG WG «AVTIKEipte-
va. Ao TNV GAAN 1 petwpévn aioctnon emayyeApatikng emtvyiog
anotelei v Tpitn Sdtdotaon tov burnout kat agopd TV apvnTIKN
a&LoAOYNOT TOL EKTTASEVTIKOV YL TOV EQVTO TOV. ATIOTENEL GUVEKELAL
NG anoTPocwnoinong, kabwg 6co aviavetat o Babuodg kuviopov
anévavtt 0Tovg AAAOVG TOGO 0 EKTTAUSEVTIKOG ATOYONTEVETAL ATO TN
TPOOPOPA TOV 0TO GXOAIKO GUYKEIHEVO e amoTéAeopa Ta entimeda
AUTOAVTIANYNG KOl AUTOEKTIUNOTG VO OTIUELWVOLY KATNQOPLKT] KAL-
on (Kaptotog & AwAng, 2016).

Av kat ot Tapanavw Staotdoelg ovvéovtal petald Tovg pe pia
adpatn ahvoida, evrovtolg ot Lee kot Ashforth (1996) édeléav dtin
Tpitn Stdotaon Tov owkeiov cuvdpopov Stadpapatilel amokAivovta
pOAo e GUYKpLOT| e TIG AAAEG SVO SLAOTAOELG IOV ATOTEAOVY TOV
KEVTPIKO KOpHO Tov burnout. Tia tn Stepedvnomn Tov owkelov gatvo-
uévov otov ekmaudevTikd kAddo Snovpyndnke and tnv Maslach
KAt TOVG ouvepydateg tng 1 kAigaka MBI-ES (Maslach et. al., 1996),
1 OTI0lA KATATACOETAL LETAED TWV TPWTWYV ETUKVPWHEVWY 0PYAVWY
HETPNONG TOV OLkelov oLVSPOOL pe VYNAoVG Babpovg eykvpdTnTag
kat agomiotiag (Cronbach’s a 0,858, 0,910 0,890 yia TIG LTTOKAIHAKES
EX, CY kat rPE avtiotoga pe p < 0,001).

Anpoypagikoi/Atoptkoi mapdyovteg

O tpoTI0G e ToV oToio N emayyeApatikr e§ovBévwon mapovalalet
Stakvpdvoelg Paoet SNUOYPAPIKWV TTApAyOVTWY OTIwG TO GLAO, Ta
Xpovia mpobmnpeaiag, n etdikevon kat to eninedo omovdwv éxet yivet
avTikeipevo peAéTng and TNy emotnpovikn kowvotnta (Shaheen &
Mahmood, 2016). Qot600, To ToTio yia To Babud Stagopomnoinong
TOL olkeiov GUVOPOUOL PACEL AVTDOV TWV TTAPAYOVTWYV TIAPAUEVEL
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akopa Boho cvpewva pe Toug Kaptowo kat AwAn (2016), kabwg eka-
kohovBovv va vTiapxovV avTikpovOpEVEG andyelg. TTio avalvTikd,
yta 0 «@VAo» ot Ayuso kot Guillén (2008) £dei&av OTL ot yovaikeg
Buwvovv evrovotepa To otkeio cOVSpopo otn mpoonadeld Tovg va
Bpovuv T XpLoT| TN AVAETA O€ OIKOYEVELX KAl EPYATIA EVW OL
Shaheen kat Mahmood (2016) evtomoav vyn\otepo Babud efov-
Bévwong otov avipikd TANOVOUO. AVTIKPOVOEVEG ATTOWELG OT|LLEL-
wvovTat Kal yla Tnv «etdikevon» pe T Mottn-Zregavidn (2000) va
pavepwvel peTpla enineda burnout oe ekmaSELTIKOVG ELSIKAG ayw-
Y16 evw avtiBeta og €pevveg Twv Soini et al. (2019) kat twv Sun et
al. (2019) BpéOnkav vymAotepa emineda eEavTAnong yia Tovg ekmait-
SevTikobg eldIKNG aywynG e§aLTiag TOV amALTTIKOV YOPTOL EPYATIAG
KAt TwV akaTaAANAWY EpYactakwy ouvOnkoy.

Lot HeTaBANTH «eVIALKIOTNTA» IOV aQopd Ta Xpovia epyaat-
akng epmetpiog kat ouvogeTal dpeca pe Ty nAkia, n PPAoypagikn
avaokonnon édetke 0Tt ot peyakbtepot o€ nAikio ekmaudevtikoi
ONUELDVOLY LYNAOTEPA OKOP GTOV TIAPAYOVTA «ATIOTIPOCWTOIN-
onp efartiag tng molvetovg epyaociag (Kaptotog & Awlng, 2016,
Gil-Monte, 2005). TéA0G, 0 TAPAYOVTOG «ETMOTHHOVIKT KATAPTLON»
1 aAM@G «OTIOVSEG» ouvdéeTan dpeoa pe TV emayyeApatikr e§ov-
0évwon obugwva pe tovg Pines (1993), Maslach et al. (2001), kat
Sezer (2012) kaBw¢ ot ekmatdevtikol oV £x0vv anoktroet e€etdikev-
UEVEG YVWOELG KAL ATTOTVYXAVOLY VoL avTamokpldovv 0TI anattioelg
Tovg viwdovv £vtovo dyxog eAhoxevovtag o kivduvog yla avadvon
burnout.

Epyactakoi mapdyovteg

Me T0ov 6po «O10aKTIKOG PONOG» VOEITAL VA KPAO ATIALTIOEWV TIOV
KaAovvTatL ot eKTadeVTIKOL va QEPOLVV 1§ TTEpag cuumepthapPa-
vouévwy Tov kaboplopov SidakTikwv oToXwY, TNG evehigiag otV
a€lonoinon pebodwv Sidaokaliag kat TG agloAdynong 1660 Tov
idtov 600 kat Twv padntwv. Evw n tAeknaidevon dev Bewpeitat véo
QAVOUEVO, EVTOUTOLG 1] Ea@vikr| petdBaot ae auTov Tov TUTo Sitda-
okaliag wg anotéleopa tov COVID-19 anotéleoe SUGKOAN oLV-
Onkn mov anattovoe eldIkoDG XELPLOUOVE ATO TOVG EKTIAUGEVTIKODG
LLE XPTOT) TEXVOAOYIKWY EPYAAEIWY KAL OTITIKOTIONUEVOL VALKOD.
[TapdAAnAa Pyfikav 6To TPOOKAVLO AVIOLXiEG IOV apopodoay TV
AMOTEAECHATIKOTITA EVOG TETOLOV EYXELPTHATOG KAl TNV TPooTaTia
npoowmikwy dedopévwy (Ma et al., 2021).

Zmnv mapovoa HeAETN 0 SIOAKTIKOG pONOG TV EKTASEVTIKWY
AgvtepoPabpiag exmaidevong evoyet TngG Tpéxovoag mavonpuiog St-
epevviOnke wg mpog Tpelg Staotaocels: v «Eveli&io», To «Ayxog»,
Kat Ty «Anodoon». H emAoyr] autwv Twv mapayoviwy EyLve fe
016X0 va Bpebdei 0 fabuog atov omoio ot ekmadeVTIKOL yeVIKNG Kat
eldikng aywyng édetav evelidia kat amotedeopatikotnTa 1 avtifeta
dyxoG mpog TNV «nAekTpovikn padnon» katd t nepiodo Tov TPWTOL
lockdown otn xwpa pog.

Enayyelpatiko 1 Epyaciako Ayxog. To emayye\potikd dyxog
(“occupational stress”) agopda éva ovvnBeg PavopEVo Tov epyact-
akov TeptBarlovtog mov Aapfdvel T pop@n ogeiag katdoTaong

ue pukpn Sidpketa (Arias et al., 2019). Ot ekmawdevtikoi 6TV MPO-
ondBeld Tovg va avtanokplBovv oe kabnpepvd {nTipata evTog kot
€KTOG OXONIKIG TAENG £pXOVTAL AVTIHETWTIOL [E EPYATLAKO &yX0G. To
0TpEG WOTOOO epgaviletal pe Stapopetikn Loper| oe kabe exmatdev-
TIKO avaAoya Tn Baduida exmaidevong kat TG avaykeg Twv pabntwv
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(TToAvxpovn kat Avtwviov, 2006) evd Spa wg TapdyovTag emkivdv-
VOTNTAG OTNY eUPavion burnout.

Evelidia. H eveli&ia (“adaptability”) Oewpeitat éva and ta mhéov
Baokd cvoTaTKd OTOLKELA YLt TNV ATOTEAECUATIKOTITA TWV EKTICLL-
Sevtikv. O 6pog eveli&io GTOVG KOATIOVG TOL TYOAEiOV peTaPpdle-
Tal WG TPOCAPHOYT) TWV EKTAUSEVTIKWY 0€ VEOUG POAOVG, amodoxT
Twv alaywv kat vrapn epedpikwv pubpicewy oe KATAOTAOELG
éktaktng avaykng (Collie & Martin, 2017). Ev oAiyotg, n mpocapylo-
OTIKOTNTA ELVAL [LLCL OTHAVTIKE IKAVOTNTA YA TOVG EKTIAOEVTIKOVG
mov Tovg fonda va mAonynBovv oty aAlayr, Tn Snulovpyia, Kot
v Katvotopia evtog kat ektdg 1aéng (Collie et al., 2020). Tia Tovg
Zeichner kat Liston (2015) ot eknatdevtikoi opeilovy va epevpi-
OKOLV SLAPKWG TPOTIOVG YLaL TNV ATTOTENECUATIKT AELTOVPYIKOTNTA
NG NG AVTamMOKPIVOUEVOL OE SLAPOPETIKOVG TVTIOVG HABNONG TWY
padntwv (“learning styles”). Zvvoyifovtag, 0To TPOCWTO EVOG €V-
TIPOCAPHOTTOL EKTTAUSEVTIKOD oUpPwva e Tovg Parsons et al. (2016)
Ba mpémel va epmepikAeiovTal EKTETAPEVT YVWOT, Slapkig KaTapTion
oe ekmaudevtikd {ntipata kat eig Babog katavonon g anotele-
opatikn Tadaywykng. Ztn npafn wotooo n eveki§ia cuviotd §0-
okoAo eyXeipnpa pe Tov Parsons (2012) va avagépet OTL TO TOGOOTO
ekmaudevTikwy mov Seixvel evehifia evtog kal ekTOG OXOAIKNG TAENG
Sev amotelel voppa aAld efaipeon.

Anodoon. H anddoon 1} alidg amotedeopatikdtnTa ovvoieTat
apeoa pe v gveliia, kabwg obpewva pe tovg Kaya, Borgerding,
kat Ferdous (2020) 1 tkavotnta evelidiag ennpedlet Oetikd v ai-
0Onon avto-anoteleoparikotnrag. H avto-amoredeoparikoryra
Bewpeital TPOOTATEVTIKOG TTapdyovTag Tov eumodilet TV epdavion
gpyaotakov ayxovs. H diamiotwon avtr pdAiota emPePaiwbdnke oe
npooatn €pevva twv Karabatak kat Alanoglu (2019) anoxaldmto-
VTAG apVNTIK CLOXETION HeTAD NG aloBnong anoteleopatikoTn-
TOG Kal Tov dyXovg.

Me yvawpova, Aotndv, Tovg Pactkovg oKomog TNG Epeuvag, ot
«ONUOYPAPIKEG HETAPANTEGY Kat 0 «OL0AKTIKOG pOAOG» Guvoyilovv
TouG e§wyeVveig TapAyovTeg OV 08IyOVV GTIV ELPAVIOT &YXOVE, TO
omolio pe TN ogtpd Tov Spa wg Stapecorafntig otny avddvon enay-
yehpatikng e§ovBévwang (e eMMTWOELG GTIV YuxoovvatoOnuotikn
LooppoTIia TOL aTopov. To mAaioto Twv peTaPANTWY TG Epevvag
napovotdletat kat 6to akdAovbo ypaenpua (Ipdenua 1).
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Mpdenua 1

OewpnTikO mAaiato yia Toug
NapayovTeC EMIKIVELVOTNTAC MOV
oényouv oe epyaactako dyxog kat

EmayysApatiko
dayxog

eovBgvwon

EMNATTEAMATIKH EZOYOENQXH
. _____________________

Atopikoi/Anpoypagpikoi
Tapayovteg

+ ®ulo

* ITOVOEC

« Xpévia mpoiinnpeoiag

Epyaciakoi mapdyovteg

* Eveli€ia (Ixedlaopog,
Ate€aywyn, ASlohoynon
Atbaokahiag)

+ Anodoon

Mivakag 1

« Etdikevon (yevikn/ etdikn
Katevbuvon)

Me0oboloyia

Emihoyr pedddov €peuvag

H ¢épevva faciotnke otnv avalvtikn i epnelpikn uéBodo, n omoia
xpnotpomotel tTnv vobetiko-apaywywkn Stadikacia pe tTnv aglo-
ToiNnoN epEVVNTIKWY epyaleiwy yia Tov éheyXo dedopévwy wg Tpog
Tovg Pabpoig eykvpotnrag kat agomiotiag (Zarfapdg, 2020). Ztnv
napovoa ¢pevva aflomotr|Bnke niong To TPUTOMKO-yVwoLakd oXIHa,
OUHPWVA [E TO OTIOL0 Ot SNUOYPAPIKEG KAt EPYACIAKEG UETAPANTEG
\ertovpyovv wg e§wyeveig Tapdyovteg Tov o GLVSVAGUO e TO ep-
YaoLaKO &yX0G EMEPOVY ApVNTIKA GTNV avAGVOT ETAYYEAUATIKNG
eEovBevwong (Tivakag 1).

TO TPIMOAIKO-I'NQZIAKO ZXHMA THZ EPEYNAX
L]

EIZION

AIAMEZOAABH:H EZION

EnayyeApatiki e§ovbévwon
EKTALOEVTIKWV

Tovatednuatikn €avrinon

Arnonpoowrionoinon

Mpoowmikn enitevén

Atopikoi-Epyaciakoi Mapdyovteg

®ONO EvnAikiotnTa

Epyaciako dyxog EKMALOEVTIKWY

Etbikevon InoudEg

ALSAKTIKO Epyo
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Extéheon Epeuvag kat ouANoyn 6edopévwy

H ¢pevva mpaypatonotidnke katd to xetuepvo-gapvo egdunvo
2020-2021. To epwTNHATOAOYLO ATTEGTANN O€ NAEKTPOVIKT LOPPN
péow NG epappoyns Google Forms oe yevikd kat etdtkd oxoAeia
Tov vopov Attikrg. H emhoyr Tov Selypatog £ytve Tuyaio agov
TPONYOLHEVWG avalnThOnKay oL eionues NAEKTPOVIKEG LGTOGEAI-
deg Twv oxoleiwv AgvtepoPabdpuag ekmaidevong mov eviacoovTav
otov vopo Attikrg. H enefepyacia twv anotedeopdtwy npaypato-
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noOnke péow TOL GTATIOTIKOV TtakéTov SPSS. Ztnv meptypaikn
avalvon tov Seiypatog vToAoYioTNKAY OL HEGOL OPOL KAt OL TUTIKEG
amokAioelg yia to ovuvdpopo. [a TNy enaywyIkr OTATIOTIKT TPAYHa-
TomotOnkav mapapetptkoi EAeyxol pe oToxo va Ppedei n yevikotepn
téom tov Seiypatog. Eytve xprion ave§dptntwv Serypdtwy t-Test kat
ovvTeleaTn) ovoyéTiong Pearson r. To KpLTHPLo yla TN OTATIOTIKN
onuavTikoTnTa NTay p-value= 0.05 kal 0g OPLIOUEVES TTEPITTWOELS
0.01 emuPeParwvovtag Ty vrapdn woxvpng oxéong petadd Twv ma-
payovtwv. O éAeyxog eowTeptknG ovvémelag kabe mapdyovta vmo-
\oyiotnke pe to ovvteleotn aflomotiag Cronbachss alpha. Ppebein
yevikoTepn tdon Tov Seiypatog. Eywve xprion avegaptntwy Serypd-
Twv t-Test kat cvvtedeotr) ovoxétiong Pearson r. To kpitrplo yia
OTATIOTIKN ONUavTKOTNTA fTay p-value= 0.05 Kat og OpLOpEVEG Te-
puttwoelg 0.01 emPePardvovtag v dapén wxvPNG oxéong petakd
Twv mapaydviwyv. O éleyxXog ecWTEPIKNG OLVETELAG Kdbe TapdyovTa
vnoloyiotnke pe to cvvteleotr| aglomiotiag Cronbach’s alpha.

TuPPETEXOVTEC Kat delypa

H mAnBvopiakr opdda mov cvppeteixe otnv épevva anoteAeito ano
186 exmatdevTIKOUG YeVIKWY Kat eldikwv oXoAeiwv AgvtepoBadpuiag
Exnaidevong and v nepigépeta ATTIKNG. ZUVOAKA OVUHETEXAV
126 yovaikeg (67,7%) xat 60 Avdpeg (32,3%), Omwg mapovatalovtat
otov Ilivaxa 2.

Mivakag 2
TO ®YAO TQN EKIMAIAEYTIKQN

®YAO NAHOOX 1[0} 310] EFKYPO
(N) Mox0xTO
Avdpag 60 32,3 32,3
lNuvaika 126 67,7 67,7
T0voAo 186 100,0 100,0

Ta epeuvnTIKA epyaleia TNG Epeuvag

To epwtnpatoddylo anoteleito cuvolikd amod 39 epwtnoelg kat Saut-
péOnke oe Tpia uépn PAoEL TWV EPELVNTIKWYV EPWTHHATWYV. XTO TPWTO
uépog 860nkav dnpoypaguég TAnpo@opieg yia to GUAO, TNV eldi-
KELOT| TWV eKTAUSEVTIKOVY (YeVIKT 1] €l81KN), TNV eVIAKLOTNTA, KAl TO
eminedo omovdwV.

Maslach Burnout Inventory-Educators Survey (MBI-ES)

T to SevTepo LEPOG TOV epwTnATONOYIOV XprotpomoiOnke 1
TPOCapHOouUEVT 0TNV EAANVIKA YAwooa ékdoon g MBI-ES and
tov Kokkinos (2006) rtov antevfivetal oe eknmaidevtikovce. Tia Tig
AVAYKEG TNG épevvag £ytve avTikataotaon TG Stafabpopévng kAi-
pakag 7 onueiwv tomov Likert pe kAipoka 5 onpeiwv (1=IToté £wg
5=Kd0e pépa) yla tn HETPNON TWV TPLOV TTAPAYOVTWY TOL burnout.
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Adyw xpovikov meploptopol dev mpaypatomotiOnke TAOTIKN Xpron
o€ ukpotepo mAnBvopako Seiypa yia t Stepedvnon Twv Babuwy
a&lomioTiag kat eyKupdTNTAG TOL avabewpnuévov epwTnUAToloyiov.

Avtooyébio epwtnpatodéyio yia Tov §idaxTiko poro Tov exmaudevTiKov
T To TPiTO KAl TEAEVTALO PUEPOG TOV EPWTNHATOAOYIOV KATATKED-
4O TNKE ATIO TNV EPEVVITPLA £VOL AVTOCXESIO EPWTNHATOAOYLO [E
okoo TN Stepevvnon tov Pabpod emidpaong Tov SidaKTIKoy polov
Tov ekmatdevTikov evoyet Tng mavdnuiog COVID-19 oty epgavion
ey YEAHATIKOV &yXOoVG 1) Kat burnout. XpnowpomnowOnke diafabd-
popévn khipaxa Likert 5 onpeiwv (1=KaBolov ¢wg 5=IIdpa moAv),
evw oL SnAwoelg katnyopromomOnkav oe Tpelg kAipakes («Evehi&iar,
«Ayxo6» Kat «ATO800N»). Adyw TOL XPOVIKOD TIEPLOPLOHOD YLa TN
OLYYPAQT HETAMTUXLAKNG epyaoiog dev mpaypatonowOnke mpon-
YOUpEVWG THAOTIKOG EAEYXOG.

Amoteléopata thG épevvag

Eotid{ovtag 0to Snpoypapikd mpo@il Twv ekmatdevTikdy, 1 TAELO-
yneia Twv ekmadevtikv epyalotay oe yevikd oxoleia (72%), eva
HoAiG To 28% oe e1dikég oxoAkég Sopiég (ITivakag 3).

Mivakag 3
H EIAIKEYZH TQN EKMAIAEYTIKQN

EPTAZEXTE MAHOOX MOzO0zTO EFKYPO
IE (N) MOXO0LTO
leviko 134 72,0 72,0
IxoAeio

Ewdiko 126 28,0 28,0
IxoAeio

YOvolo 186 100,0 100,0

21 ovvéyela, oto [pdenua 2 anotunwveTat 1) katavopn deiypa-
106 TwV ekadevTikWY Pdoet TnG petaPAntig «EvnAikiotntan, pe to
38,7% Twv epwtndéviwy va dSnhwvet 0TL eixe mpovmnpeoia 21-30 £,
70 33,9% 12-20 €11, 10 9,1% 1-3 €11 evw €va 6,5% TwV eKatdeLTL-
KoV dnlwoe OTL €xel epyaoTel 4-6 €T1).

Tt tn petaPAntn «Zmovdég» n mAetoyneio Twv eKTAUSELTIKWVY
Snlwoe 0T katéxel peTantuyiako Titho (54,8%), 10 36,0% Twv epw-
™OévTwv olokApwoe To Pactko TTvxio v povo To 9,1% Snlwoe
ot éxet AaPet didaktopikod titho (Ipagnpa 3).

Aliomotia Twv epyadeiwy ovAdoyrc dedopévwy

Tt TOV VTTOAOYLOPO ECWTEPIKIG OVVETIELAG TWV TTAPAYOVTWY TIOV
anaptiCovv to burnout kat Tov SidakTikd podo aglomotiBnke o ov-
vteleotng Tov Cronbachs alpha (a). Ta amoteléopata €det§av ot
ot deixrteg aflomoriag kupuavOnkav oe oxeTka LYNAG enineda. O
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Mpépnpa 2 ENHAIKIOTHTA EKMAIAEYTIKOY

H EvnAwkiotnta Twv Eknatbeutikwy
12-20 €
33,9%

21-30€m
38,7%

Mpapnpa 3
JSTOVBEC EKMALSEVTIKWY 2[MOYAEZ

60,00%
50,00%
40,00%
30,00%
20,00%

10,00%

0,000/6 -

Bagwo mtuyio METATITUXLAKO ALSaKTOPLKO

ITivakag 4 mapovatdlet Tig SnAwaelg mov anaptifovv Tov mapayovta
«ZvvatoOnuatikr) EEavtinon» kabwg kat tov fabuo aglomiotios.
Me yvawpova 0Tt anmo§ekTo KpLTHPLO Ylat TH GLVOXT £VOG TapdyovTta
eival 1o r= 60 0 ev AOyw mapdyovtag epavilel VYN e0wWTEPLKT| GL-
vémeta (r=.855). Yynhoi faBpoi afomotiag PpéOnkav kat yia Tovg
TapdyovTeg «Anompocswnoinony» kat «[Ipocwmikr enitevén» pe r =
720 kau r = .869 avtiotoia (Ilivakeg 5 ka 6).

AxolovBwg éytve pétpnon tov Pabpov aflomatiag yia Tovg Tpelg
TAPAYoVTEG IOV GUVOYIloUV TOV SIGAKTIKO PONO TOV EKTTAUSEVTIKOV.
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Mivakag 4
AEIKTHX EZQTEPIKHZ XYNEMEIAY - ZYNAIZOHMATIKH EEANTAHZH
-

LYNAIZOHMATIKH EZANTAHXH CRONBACH'S ALPHA

NwwBw Puxika e§avtAnpévog/n amnod tn SovAeLd pov

Nwwbw adelog/a petd anod tn douvAeld pov

NiwBw Koupacp€vog/n 6Tav EumvAw To TPWI Kat £Xw va .855
AVTLUETWTIIOW AAAN pLa pépa SoLAELAg

Eival oAb KovpaoTLKO yLa HéEva va S0UAELW HE avBpwTioug OAn HEPA

NwwBw e€ovbevwpévog/n amo tn S0VAELA Hou

AnAwoelg
NwwBw amnoyontevpévog/n anod tn 6ovAeLd pou.
NiwBw otL epyadopat oAb okAnpa otn SoLAELA pov.
Mou dnuioupyei OAL 0TPEG TO OTL GTN HOVAELA POL £XW APEDN
£MaPn pe avlpwroug
NiwOw oTL Bpiokopal oTa 6pLa TG AVToxng Hov
Mivakag 5

AEIKTHZ EZQTEPIKHZ ZYNENEIAX — A[MOMNPOZAQMOMOIHZH

.________________________________________________________________|
NPOXQMIKH ENITEY=H CRONBACH'S ALPHA

Mmopw g0KoAa va KataAdBw Twg atcbavovtat oL HaénTteg Hov

AvtipeTwmnidw Ta mMpoBARHATA TWV HABNTWY HOU TIOAD ATOTEAECHATIKA

NiwBw OTL pe TNV Epyacia pov eMNPealw BETIKA TIG {WEG TWV AAAWV .869
avepwnwv

Nwwbw yepdrog/n evepynTikoTnTA

Anhwoetg Mrmopw va dnptovpynow pia AveTn atuocpalpa U Toug HabnTteG Hov

Nwbw avawoyovnuévog/n, 6Tav H0VAEDW OE OTEVI ETAPN PE TOLG
HaénTég pou

‘Exw Katapepel ToANA a§loloya ipdypata o avth Tn SovAeld

AVTIHETWTI{W APEPA TIG OLVALOONUATLKEG POPTICELG TIOL TIPOKUTITOLV ATIO
TN 60VAELd pov
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AEIKTHZ EXQTEPIKHX ZYNENEIAX - MPOZQMIKH EMNITEY=ZH
L]

AnAwoelg

AMOMPOXOMOMNOIHZH CRONBACH'S ALPHA
NwwBw O6TL cupmEPLPEPOHAL GTOUG HABNTEG POV amPOcwTtd, oav va givat

avTikeipeva

‘Exw yivel mepLocoTEPO OKANPOG/N HE TOUG AVOPWTIOVE ATO TOTE TIOV .720

apyloa avtn tn douvAeld

Avnouxw PATIWG avTh N S0UAELA PE KAVEL TIEPLOGOTEPO GKANPO/N

TNV MPAYHATIKOTNTA OE PE EVOLAPEPEL TL GUPPALVEL GTOUG HABNTEG HOL

AiwoBdvopat 0TL oL HaBNTEG POV, KATNYOPOULV EPEVA YLd HEPLKA ATO TA
TpoBARUATA TOVG

Mivakag 7

Ta anoteléopata édet&av vYNAEG TIES Yia Tov apdyovta «Evelt-
Elaw pe to r = .832 (Tlivakag 7). Tia Tovg mapayovteg «Ayxos» kat
«Anddoamnp» ot Pabuoi aglomiotiag Ppednkav ela@pwg o KATw and
TO Oplo, pe To 1 = .574 kau r =.597 avtioTtorya (Ilivaxeg 8 kat 9).

Enaywyixn otatiotixy

2t ovvéyela payparonoOnkay mapapetpikoi EAeyyot yto ke
EPEVVNTIKO epWTNHA (e 0TOXO va Ppebei 1) yevikdTepn tdon Tov Sety-
HaTog.

AEIKTHZ EXQTEPIKHX ZYNEMEIAX - EYEAIZIA
L]

EYEAIZIA CRONBACH'S ALPHA

Emavamnpoodloploa pe eukoAia Toug H18AKTLKOUG GTOXOUG yid va .832
avtanokpivovtal ota diadiktuaka padnuata

‘E6eL€a gveli€ia otnv avampooappoyn tng didbackaiiag

AnAwoerg Eixa e€oikeiwon pe Ta teXvoAoyIKa péoa
Avtamnokpibnka otnv aflomoinon TeXVoloylkwyv epyaleiwv (T.X. Power-
Point/Google Hangouts Meet/ Microsoft Office/ MS Teams/ Movie Maker)
yla tn S16aK TIKN MPAKTIKA
Mivakag 8

AEIKTHZ EXQTEPIKHXZ ZYNEMEIAX — ArX0x
L]

AnAwoelg

ArXox CRONBACH'S ALPHA

‘Hpouv eMPUAAKTIKOG/N AMEVAVTL GTNV AMOTEAECUATIKOTNTA TWV .574
SLadLlkTVaK WY padnudatwy

Agv éviwBa €tolpog/n Katd TNV Evapgn 61adlkTuakwy pabnudtwy

Ta TeXvVOAOYLKA {NTAKATA TIOU TIPOEKLYPAV HOL dnptobpyncav ayxog

H €AAewpn teXVOAOYLIKOU £EOTIALGHOV TWV HABNTWV Hou dnulovpynoe
£TUNPOCHETO AyX0G
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Mivakag 9
AEIKTHX EXQTEPIKHXZ XYNEIEIAX - A[TOAOZH

L]
AMOAOZH CRONBACH'S ALPHA

‘EviwOa O0TL SV PUTtopoLsa Va GUVELSPEPW OTLG HABNGCLAKEG AVAYKEG .597
HaBNTwV/-TPLWV HE ELOIKEG EKTIALOEVTIKEG AVAYKEG PHEOW TNG
TnAekmaidevong

Agv umopouoa va avtanokpléw oTo cOVOAO TWV HabnTwyv

AnAwoelg
‘EviwBa O0TL eixa petwpevn anddoon wg mpog To £pY0 HOU HECA Ao TV
TnAekmnaidevon

H tnAekmaidevon pouv dnuLovpynoe alobnpata avemdpKeLag wg Tpog To
SL6aKTLKO pov €pyo

1o epevvyTid epwthpa: «Ze oto Pabuo Puwvovy ot ekmaudevtikol
Agvtepofadpuag ekmaidevong To GUVOPOO TNG EMAYYEAHLATIKNG
eEovBévwong»

T 1 Stepevivon avtov Tov epwTHUATOG aglomofnke To epw-
patohoyto «Maslach Burnout Inventory» (MBI). Zopgwva pe to
KAedi pabuoroynong (Maslach et al., 1996) o fabpog tov burnout
TPOKVTITEL ATO TOV VITOAOYLopO TNG kabe SidoTtaong xwplota (Iiva-
Kag 10). Ooo vyn\otepeg eivat ot Babuoloyieg otn «ZvvaloBnuartixn
eEAVTANON KAl «ATIOTIPOCWTIOTIOINOT» TOGO VYNAOTEPOG lval Kal O
Seiktng emayyehpatikng egovBévwong. Avtifeta n «Ilpoowmikn emi-
Tev€np eppnvedetal avtiotpo@a, dnAadn éva okop amd 37 kat dvw
Snhwvel petwpévo Pabud mpoowmnikng enitevEng evd and 0-30 vYMAd
Babpo.

Ta anoteléopata épevvag, 6TwG mapovatalovtal otov Iivaka
11, é8et€av 011 N «ZvvaucOnpatikr eEdvtAnon» kat i «Anonpoow-
noinon» kKupdvOnkav oe pétpla enineda, pe péco opo 24,23 (T.A.=
6,20) kat 11,73 (T.A,= 2,32) avtiototxa. Avtifeta o mapdyovrtag
«IIpoowTikn enitevén» onpeiwoe VYNAEG TIEG, Le péoo dpo 28,78
(T.A.=5,01), yeyovog mov €detEe 6Tt 0TOV EAANVIKO EKTTAUOEVTIKO
Xwpo e§akolovBovv va apatnpovvTal HETpLa TIPOG xaunAd enineda
emayyeApatikig eEovbévwong.

20 epevviTIKG epadTHpA: «YTIApYEL GLOXETION peTakd Twv TTapa-
yovtwv 1ov anaptifovv Tov SISaKTIKO pOAo TwV EKTALSEVTIKWOV;»

Mivakag 10
KAEIAIBAOMOAOTHXIHZTOY ®AINOMENOY THZEMATTEAMATIKHZEZOYOENQZHZXYM®QONAME
TOYZ MASLACH K.A. (1996)

YWHAH METPIA XAMHAH
TuvaieOnpatikn e§avtinon 27 kat avw 17-26 0-16
Amompocwmonoinon 14 kat dvw 9-13 0-8
MpoowTkn enitevén 0-30 31-36 37 kat avw
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Mivakag 11

To ®dawvopevo tng EmayyeApatikic E€ouBévwong oe EknatdeuTikoic AeutepoBddutac Ekmaidevong

AIEPEYNHXZH BAOGMOY EMAITEAMATIKHZ EZOYOENQXHX

MAHOOX (N) EAAXIZTH METIXTH MEXOX TYNIKH
TIMH TIMH 0POX AMOKAIZH
Zuvatodnpatiki 181 9,00 40,00 24,23 6,20
€§avtinon
ATmtotpoowTomoinon 175 8,00 21,00 11,73 2,32
MNpoowtiKn emitevEn 179 15,00 40,00 28,78 5,01

Mivakag 12

ITpoketpévov va SiepevvnBei mbavi) ovoxEtion HeTagd Twv TPLOV
TAPAYOVTWY TOL antapTi{ouV TOV SI8AKTIKO pONO TOV EKTTAUSEVTIKOV
alomou|Bnke n otatiotiky texvikr Pearson Correlation r. (ITivaxag
12). O otatiotikdg éheyxog édetke 0TL 600 avfavdtav i «Eveli&io»
TOOO LEWVOTAY TO «AyX0G», e TO I'= -,364 (aVTIOTPOPWS avaloyn
oxéon). O mapayovtag «Amddoon» epgdvioe evbéwg avaloyn kat
OTATIOTIKA ONUAVTIKT CVOXETLON e TOV TTapdyovTa «Ayxoo» (r=,365
/ p <0,01).
30 epevvnTInG epaTHpa: «Ze Tolo Pabpod emnpedlet o SidaxTikdg
pOLog Tov oUYXpovou ekmatdevTikol (eveAi&ia, dyxog, anddoon) Tnv
avadvon enayyepatikng eEovBévwong Aoyw g mavdnpiag tov 1oy
COVID-19;»

T TOV VTTOAOYLOUO CUVAPELAG TWV TAPAYOVTWY TIOL amaptilouvy
Tov 818aKTIKO poro aftomomOnke 1 oTaTIOTIKY TEXVIKY Pearson
Correlation r (ITivaxag 13).

ZYZXETIZH METAZY TON TPIQN MAPATONTQN TOY AIAAKTIKOY POAOY

EYEAIZIA Arxox AMNOAOZH

EYEAIZIA Pearson Correlation 1 -,364** -120

Sig. (2-tailed) ,000 116

N 183 179 173
Arxox Pearson Correlation -,364 1 ,365**

Sig. (2-tailed) ,000 ,000

N 179 180 170
AMOAOXH Pearson Correlation -120 ,365** 1

Sig. (2-tailed) 116 ,000

N 173 170 174

**Correlation is significant at the 0.07 level (2-tailed)
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Mivakag 13
2YZIXETIZH AIAAKTIKOY POAOY ME TO BURNOUT

ZYNAIZOH- AMNOMPOZQ- MPOXQMIKH EYEAIZIA ArXox AINOAOZH
MATIKH MONOIHZH EMITEY=H

EZANTAHZH
ZYNAIZOH- Pearson Correlation 1 ,A83** -,376** -,240%  383** 131
MATIKH
ESANTAHZH Sig. (2-tailed) ,000 ,000 ,001 ,000 ,091
N 181 172 175 178 175 169
AMNOMPOXQO- Pearson Correlation ,483** 1 -,209%* -,155*% ,144 ,054
MOIHZH
Sig. (2-tailed) ,000 ,006 ,042 ,060 493
N 172 175 169 172 170 163
MPOXQMIKH Pearson Correlation -,376** -,209%* 1 ATT** -,209** -063
EMITEYZH
Sig. (2-tailed) ,000 ,006 ,000 ,000 415
N 175 169 179 176 173 169
EYEAIZIA Pearson Correlation -,240%* -, 155* AT71** 1 -364* -120
Sig. (2-tailed) ,001 ,042 ,000 ,000 ,116
N 178 172 176 183 179 173
AIXox Pearson Correlation ,383** ,144 -,209%* -364** 1 ,365**
Sig. (2-tailed) ,000 ,060 ,006 ,000 ,000
N 175 170 173 179 180 170
AMOAQXH Pearson Correlation ,131 ,054 -,063 120 ,365%* 1
Sig. (2-tailed) ,091 ,493 415 ,1116 ,000
N 169 163 169 173 170 174

**Correlation is significant at the 0.07 level (2-tailed)
*Correlation is significant at the 0.05 level (2-tailed)
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Mivakag 14
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Zopgwva pe tov Iivaka 13, n «ZvvatoOnpotikn eEavtAnon» éxet
eV0£wG avaloyn oxéon Kat LOXVPWE OTATIOTIKA GTUAVTIKT HE TNV
«Amonpoownoinon» Kat o «Ayxoe» (r =.483/.383, p < 0,01). Avtife-
T AVTIOTPOPWG AVANOYT CLOXETLON KAl LOXVPWG OTATIOTIKA OTa-
vk tapovotdlet pe v «Ilpoowmikn emitevén» kat «Evel&ior (r =
-.376/ -.240, p < 0,01). H «Amonpocwmoinon» eugavilet petpiov fad-
HOU avTIOTPOQWG avaloyn oxéon pe tnv «IIpocwmikr emitevn» kot
v «Eveli&io» (r = -.209/ -.155). H «IIpoowmkr enitevén» mapovot-
alet petpiov Paduov avtiotpdPwg avaloyn oxéon pe to «Ayxog» (r=
-.209, p= 0,06), kat eVBEwWG AVAAOYT CTATIOTIKA OTHAVTIKE] OXEOT HE
v «Eveli&io» (r =.471, p < 0,01).

40 epevvyTIKG EpWTHHA: «Ze TIOl0 Babpd SlapopomolodvTal Ta Xa-
PAKTNPLOTIKA TWV ekTadeVTIKWYV (QUAO, oXOAei0, 6TTIOVSEG, XpOVvia
npobnnpeciag) pe Ty enayyeApatikr eEovfévwon;»

1og tapayovrtag: TvvaroOnpartikn e§avtinon

Zopgwva pe tov Iivaka 14, and tnv avélvon Staomopés (ANOVA)
wg 1pog dVo mapdyovTeg Oev Tpogkuye onpavTIKr) aAANAemidpaon
HETAEY TV HETAPANTWV «@VAO» Kat «TXONEIO» Yia TOV TTapdyovTa
«ZuvaroOnuatikr eEavtinon» (F= 0,060, p= .806). Qotdoo otn
petaBAnTn «Zxoleio» onuelwOnkay StapopomomoELs WG TPOG TIG
vrokatnyopieg tng (yevikd/eidikd oxoleia), pue F=10,264, p=.002.

ANAAYZH AIAXMNOPAX Q3 MPOX AYO METABAHTEX (®YAO, 2XOAEIO) A THN
«ZYNAIZOHMATIKH EZANTAHZH»

SOURCE TYPE Il df MEAN F SIG.
SUM OF SQUARE
SQUARES
Corrected Model 393,763 3 131,254 3,557 ,016
Intercept 84243,180 1 84243,180 2283,296 ,000
IxoAeio 378,703 1 378,703 10,264 ,002
®oNo 5,675 1 5,675 ,154 ,695
IxoAeio* dUAO 2,231 1 2,231 ,060 ,806
Error 6530,491 177 36,895
Total 113206,000 181
Corrected Total 6924,254 180

a. R Squared =,057 (Adjusted R Squared =,041)
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Avtifeta yia tn petaPAnti «dOvAo» dev mapatnpnOnkay Stagopég
ot vrokatnyopieg g (F=,154, p=.695) Ta anoteAéopata anotv-
TWVOVTAL Kat 08 SLotypapatiky popr oto Ipdenpa 4.

T 16 Snpoypaikég petaPAntég «EvihkioTnton Kat «Zmouvdégy
dev mpoéxvye kapia aAAnAenidpaon (F= 0,921, p=.492), 6nwg
avtioTtoya Kat 0TI§ avTioTolxeg vrokatnyopieg avtwv (F=1,091, p
=.363/ F = 0,432, p = 650). Ta anoteAéopaTa AMOTUTIWVOVTAL KO OF
Saypappatikr) popn péoa and to Ipagnua 5.

. Zuvaiclnuarnkn efaviAnon
. rpqq)npu 4 30,00 Epyaleote
2TaTIOTIKN ZNPavTiKOTNTA W¢ ot
npo¢ 600 MetapAntég (duAo, B o Zyoheo

JxoAgio) yta tv «ZuvaioBnuatiki -
’ c
E€avtAnon» g

E 20,00
2
o
3
=
o
2
o

'-g- 10,00
il

00

Avdpag Muvaika
DUAo
, rpﬂ(Pr]'ua 5 ZuvaigBnuankn e§avrinon
2TATIOTIKI ONUavTIKOTNTa 4000 Irroudic
w¢ npog 600 peTaPANTES e
(evnAikidtnTa ekmatbeuTiKOU, B Ardarropis

I3 ’ «

omoudEc) yia Ty «XuvatoBnpartikn § w0
e€avtAnon» =

g 20,00
3
£
2
w

10,00

1-3 4-6 7-11 12-20 21-30

EvnhikKioTnTa ekttaiSeuTikoU
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Mivakag 15
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206 TApAyovTag: ATOTPOCWTOTOINGT)

Tty eaptnpevn petafAntr) «Amompoownomnoinon» Sev mpoékvye
aAnemntidpaon petagd Twv Svo petaBAntv «POAo» kat «XxoAeio»,
pe tiég F = 0,793 kat p = .374 (Ilivakag 15). E&etalovtag evde-
XOpEVEG SLapopoToTELg 0TI LTTOKATNYOpieg TwV ave§dpTnTwv
petapAntav ta anoteléopota Sev édelfav kdmota onpavtikr Sta-
popomoinomn yla tig petaBAntég «doho» (F =1,169 kat p = .281) kat
«ZxoAeio» (F = 1,612 kat p = .206).

ANAAYZH AIAZMOPAX QX MPOX AYO METABAHTEZ (®YAO, £XOAEIO) A THN
«AMOMPOZQMOMNOIHZH»

SOURCE TYPE I df MEAN F SIG.
SUM OF SQUARE
SQUARES
Corrected Model 15,321 3 5,107 ,945 ,420
Intercept 18973,806 1 18973,806 3509,155 ,000
®oAo 6,322 1 6,322 1,169 ,281
IxoAeio 8,714 1 8,714 1,612 ,206
®OAo* IxoAeio 4,287 1 4,287 ,793 374
Error 924,588 171 5,407
Total 25048,000 175
Corrected Total 939,909 174

[MapdAAnAa, otn Stepedvnon tov Babpov adAnAenidpaong petagy
v avefdptnTtov petaPAntv «EviAkidTnta ekmadeutikod» Kat
«Xmovdég» WG Pog TNV e&aptnpévn peTaPAnTr| «ATOTPOCWTOINGN»
Ta anotehéopata Sev £deifav emiong onuavtikn Stagopd, pe to F
= 1,221 kot p = .294 (ITivakag 16). Atagopomoinon dev onpetwOnke
oUTE Yla TIG vrrokatnyopieg Twv dvo avtawv petapfintwv (F= 1,131,
p=.344. xat F = 0,074, p = .929 avTtiotowya).

306 napayovrag: [lpocwmiki) enitevén

Lo 16 avelaptnreg petafAntég «®@Oho» kat «ZxoAeio» Sev mpoékvye
kamota aAAnAenidpaon (F= 0,793, p=.374) otn didotaon tng «IIpo-
owmikr|g enitevEngr. Qotdoo Ppednke Stapopomoinon petadd Twv
VTOKATIYOPLOV TNG HETAPANTNG «ZX0Aeio», pe Tiuég F= 5,394 kat
p=.021 (TTivaxag 17 kat Ipagnua 6).

T tig avelaptnreg petafAntés «Evnluaotntar kat «Zmovdéc»
Ta anoteléopata dev édelav onuavtikn alknienidpaon (F= 1,386,
p=.214). Alagopomotroelg BpeBnkav HOVO GTIG VTOKATNYOPIEG TNG
petapAntig «Evniiotnto» (F= 2,952, p=.022), 6Twg gaivetal Kat
oto Ipagnua 7.
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Mivakag 16
ANAAYZH AIAZNOPAX Q3 NMPOX AYO METABAHTEX (ENHAIKIOTHTA, ZMOYAEZ) A THN
«AMOMNPOZAQMOMOIHZH»

SOURCE TYPE Il df MEAN F SIG.
SUM OF SQUARE
SQUARES
Corrected Model 91,368 13 7,028 1,334 ,198
Intercept 6044,674 1 6044,674 1146,902 ,000
EvhAlkiotnta 23,847 4 5,962 1,131 344
ITovdEG ,781 2 ,391 ,074 ,929
EvhAwiotnta* 45,034 7 6,433 1,221 ,294
InovdEg
Error 848,540 161 5,270
Total 25048,000 175174
Corrected Total 939,909

a. R Squared =,097 (Adjusted R Squared =,024)

, qu(pr]pa 6 MpoowTmkn eTTiTEVEN
2TaTIOTIKN ZNPavTIKOTNTA W¢ *
30,00 Uho

npo¢ 6Uo MetaBAntég (dulo, Waspa
XyoAeio) yta tnv «flpoowmikn Eruaica
Enitevén»

10,00

Estimated Marginal Means

Mevikd ZyoAeio Ei18iIko oyxoAgio

Epydaieote o€
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Mivakag 17
ANAAYZH AIAZMOPAZ QX MPOX AYO METABAHTEZ (®YAO, ZXOAEIO) A THN «MPOZQMIKH
EMITEY=H»

SOURCE TYPE 1l df MEAN F SIG.
SUM OF SQUARE
SQUARES
Corrected Model 172,333 3 57,444 2,336 ,076
Intercept 105494,028 1 105494,028 4289,202 ,000
®0No 11,986 1 11,986 ,487 ,486
IxoAeio 132,658 1 132,658 5,394 ,021
®UANO* TX0AEi0 ,042 1 ,042 ,002 ,967
Error 4304,170 175 24,595
Total 152762,000 179
Corrected Total 4476,503 178
Mpapnua 7 MPoCWITIKA £TTiTEVEN
JTatotikn ZnpavtikotnTa 40,00 :E“n'L’}'é‘éﬁI.“.'Jé‘a
w¢ mpog 600 MetaBAnTteg Wis
(EvnAkidtnTa Ekmatdeutikod, Wi
Inovdég) ya tnv «lpoowmnikij =?21120
Enitevén» 2130

Estimated Marginal Means

Baoiko tmuyio MeTarmuyiako LI0AKTOPIKO

ZTTOUBES
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Mpagpnpa 8
AnoteAéopata Twv EKMatdEVTIKWY
YEVIKAC aywyn¢ — Xuvaiobnuatikn
e&avrAnon»

112 ZEALOS / Volume 1/ 2023

Percent

40

30

50 epeVVHTIKG EpATHHA: «X€ TIolo Pabud eppaviletat To cOvSpopo
emayyeApatikng eEovfEvwong 0Tovg eKTadEVTIKOVG YEVIKWY G)O-
Aeiwv GLYKPLTIKA e EKEIVOVG ELOIKWV OXONeiwV;»

Lo ) Stepevvnon evexopevng Stagopomoinong petadd twv
EKTIOUSEVTIKWY YEVIKNG Kal eISIKNG aywyn|g €yLve éleyxog t-Test yia
avegaptnta Seiypata (Independent Samples t-Test).

Zop@wva pe tov IMivaka 18 ot mapdyovteg «ZvvaioOnuatikn e§d-
VTANGN», «ATOTpOoWTOINoT» Kat «Ayxog» KLHavOnkav oe vYnAoTe-
pa emineda yia Tovg ekmatdevtikovg eldikng aywyng (M.O.= 26,5192/
12,0588/ 12,3800, T.A.= 5,36689/ 2,09200/ 2,32897). AvtiBeta ot
Tég yla v «Ipocwmikn emitevény» kau «Evehi&io» nrav vynlote-
PEG 0TOVG eKTTAUSEVTIKOVG YeVIKNG aywyng (M.O.= 29,3750/ 14,1278,
T.A.=5,14208/ 3,25766). Ztov mapdyovta «Anddoon» dev mapotn-
priBnkav onuavtikés Stagopés petakd twv SHo avTwv opadwy.

2t ovvéxela mpaypatomnot|nke avdivon avegdptntwy Setypd-
Twv t-Test e 0Tox0 va eeyxOei katd 600 ot Stapopég petakd Twv
EKTIOUSEVTIKWY YEVIKNG Kat ELSIKNAG aywYN§ EivVal GTATIOTIKA TV TL-
kég (ITivaxag 19). Iia tov mapayovta «ZvvatoOnpotikn e§dvtinon»
Bpednkav Stapopés petakd Twv ekTaldevTIKOV YEVIKAG Kat ELSIKNG
aywyng, ue F (179) = 2,110 kau p = .001. Tia Tovg mapayovteg «Amo-
npocwmnoinony, «IIpocwmnikn enitevén», «Evehi§io» kat «Anodoon»
Ta anoteléopata Sev édetav onpavTikn otatoTiky Stapopd HeTakd
Twv Vo avtwv opddwy, e o F (173) = 1,835 /p = .241, F (177) =
1,994 /p = .012, F (181) = 10,382/ p = .009 kat F (172) = 6,641/p =

614 avtiotoiya. Avtifeta oTov mapdyovta «AyXoc» Ta amoteAéopa-

Ta édegav Ot To p = .000, Snhadn, LikpdTepo and To p-value =.005,
YEYOVOG IOV OTHALVEL OTL OTOV OLYKEKPLUEVO TIAPAYOVTA TTAPATT)-
povvtat Slaopég HeTall ekTaUSEVTIKWY YEVIKNG Kat ELOIKTG aywYTG.
Eotid{ovTtag oTI§ 0TATIOTIKEG SLaQOpEG TTOV EVTOTOTNKAY OTOV
napayovta «XvvatoOnuatikn egdvtinon» ta Ipagruata 8, 9, 10 kat
11 napovotdfovv Staypappatikd Tig Slapopés petadd exmadevTikwy
yevikng kat eldkng aywyng otig Snhwoelg «Nuwbw yoyikd e§ovtin-
Hévog/n and t Sovletd pov» kat «Nuwbw kovpaopévog/n otav u-
VAW TO TIPWI KAt £XW VAL AVTIHETWTIOW AAAN pia pépa SOVAeLdg».

NiwBw wuxika efavrAnuévoe/n ammé tn SouAeid pou
Epyadeore oe: [evike Ixohtio

Moté MEpPIKEC POPEC TO  MEPIKES POPECTO  MEPIKES YOPEC TNV Kabe pépa
XpOvo riva epdopada

NiwBw wuyika e§avrAnuevogin armré ) Souheid pou
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Mivakag 18
AMOTEAEZMATA MNEPITPA®IKHI ZTATIZTIKHZ ANA EZEIAIKEYZH

EPFAZEXTEXE TAHOOX (N) MEXO0X TYNIKH TYNIKO
0POx ANOKAIXH IOAAMA
Tuvalodnuatikn levikO oxoAeio 129 23,3101 6,29583 ,55432
€€avtinon
E181k0 oxoAeio 52 26,5192 5,36689 ,74425
Anonpocwmomnoinon leviko oxoAeio 124 11,6048 2,40872 21631
E181k0 oxoAeio 51 12,0588 2,09200 ,29294
MpocwTtiKN eMiteLEN Teviko oxoAeio 128 29,3750 5,14208 ,45450
Ewd1k6 oxoAeio 51 27,2941 4,38312 ,61376
Eveli&ia Feviko oxoAeio 133 14,1278 3,25766 ,28247
E181k0 oxoAeio 50 12,8000 2,30350 ,32576
Ayxog Teviko oxoAeio 130 13,2846 2,71440 ,23807
Ewd1k6 oxoAeio 50 15,3800 2,32897 ,32937
Amnodoon leviKO oxoAeio 127 16,9764 2,35859 ,20929
E181k0 oxoAeio 47 16,7872 1,64100 ,23936
rpaq)nua 9 MNiwbw wuyika efaviAnuévogin armé n Souleia pou

Epyaliore on: Exdixd oxohsio

AnoteAéopata Twv EKTAIOEVTIKWY
eldikiic aywync - Zvvatednuatikn
e€dvtAnon

Percent

MEPIKEG QOpEC TO Xxpovo MepikEg gopég 1o priva Mcpmtg POpEC TNV Kade pepa
efdopada

Niwbw wuyxika efaviAnuévogin arré T Souheid pou
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Mivakag 19
ATMOTEAEZMATA TOY TEXT LEVENETIA THN IZOTHTA TQN AIAZNMOPQN

F Sig. t df

TuvatcOnuatikn Ymobeaon 2,110 ,148 -3,231 179

e§avtinon :g:nopwv

YnoOeon -3,458 109,811
aviowv
Sdlaomopwv

AmoTtpocwromnoinon Ynobeon 1,835 177 -1,176 173
iowv
Slaomopwyv

YnoOeon -1,247 106,517
aviowv
Slaomopwv

Mpocwrikn Yné0eon 1,994 ,160 2,544 177

€TiTELEN iowv ’
Slaomopwyv

YnoOeon 2,725 107,183
aviowv
Slaomopwv

Eveli&ia YnoBeon 10,382 ,002 2,642 181
iowv
Sdlaomopwv

Ymobeaon 3,080 124,301
aviowv
Slaomopwv

Ayxog 'Ym')eecr] 1,898 ,170 -4,817 178
iowv
Sdlaomopwv

YnoOeon -5,156 102,906
aviowv
Slaomopwyv

Arnodoon YnoOeon 6,641 ,011 ,506 172
iowv
Sdlaomopwv

YmoBeaon ,595 118,034
aviowv
Slaomopwv
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Sig. Méon Toruké AIA®OPA EMIIXTH KATA 95%
(2-tailed) Awpopd Zpdipa

Awapopdg XapnAdtepn Yypnhotepn
,001 -3,20915 ,99309 -5,16883 -1,24947
,001 -3,20915 ,92800 -5,04826 -1,37004
241 -,45398 ,38620 -1,21626 ,30829
,215 -,45398 ,36415 -1,17590 ,26793
,012 2,08088 ,81794 46672 3,69505
,008 2,08088 ,76372 ,56692 3,59484
,009 1,32782 ,50250 ,33630 2,31933
,003 1,32782 ,43118 47442 2,18122
,000 -2,09538 ,43499 -2,95379 -1,23698
,000 -2,09538 ,40640 -2,90139 -1,28938
,614 ,18914 ,37388 -,54884 ,92713
,553 ,18914 31796 -,44050 ,81879

ZEALOS / Volume 1 /2023 115



AHMHTPA KOPOMTEAH

Mpdepnua 10

AnoteAéopata Twv EKMaIOEVTIKWY
YEVIKAC aywync - Xvuvatobnuatikn
e€dvtAnon

Mpdenua 11

AnoTeAéopata Twy EKMAIOEVTIKWY
etbikn¢ aywync - uvatodnuartikn
eéavtAnon
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Percent

Percent

NiwBw koupaopévog/n éTav EUTTVAW TO TTPWI Kal EXW VA aVTIHETWITIOW GAAN Hia pEpa SouAeidg
Epyddeote oe: Tevikg Ixohsio
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NiwBw koupaopevog/n otav SUTTvAw To TTPWI KAl EXW VA AVTIHETWITIOW GAAn Hia HEépa Souleidg



Mivakag 20

To ®dawvopevo tng EmayyeApatikic E€ouBévwong oe EknatdeuTikoic AeutepoBddutac Ekmaidevong

60 epevvyTIKO EpwTHHA: «YTIAPYEL SlapopoToinon OTIG TPELG KAipa-
KeG oV anapTilovy Tov SidakTikd poLo oe oXE0N Ue TOVG eKTaLdeL-
TIKOUG IOV epydlovTal o yeVvikd/eldikd oXoheios»

Soupova pe tov Ilivaka 20 ot ekmatdevtikol yeVIKNG aywyng
ATV TIEPLOTOTEPO EVENKTOL OTIV AVATIPOCAPHOYT TOL pabnpatog
ue tn xprion tnAekmaidevong evoyet tng mavdnuiog COVID-19 pe
uéoo 0po 14,1278 (T.A.= 3,25766), evw avtifeta ot ekmatdevtikoi
e181kNG aywyng Piwoav meploodTEPO AyX0G Kal HTAV TIEPLOCOTEPO
em@uAakTikoi ot v aflomoinon StadikTvakwy epyaleiwy fe péco
6po 15,3800 (T.A.= 2,32897). Zrov napdyovta «Anddoomn» dev on-
petwBnkav onpavtikés Stagopés petald twv dVo opddwv exmatdev-
TIKWV, [e HEoovg 0povg 16,9764 (T.A.= 2,35859) kat 16,7872 (T.A.=
1,64100). AkohovOnaoe avalvon avelaptntwy Setypdtwy t-Test yia
™ Stepebvnomn TLXOV StaopoTmotoewy oTIG KAifakeg Tov StdakTt-
KoV polov Paoet e§edixevong (Iivaxag 21).

Sougwva pe tov Iivaka 21, Ta amoTeAEOHATA AVAPOPIKA UE TOV
TPWTO Tapayovta mov anaptiCet Tov Sidaktiko poro («Eveli&io»)
édefav oT1 Sev mpokdTTeL onpavtiky Stapopomoinon petald Twv
EKTIOUSEVTIKWY YEVIKNG Kat EL0IKNG aywyns, pe F (167) = 16,436, p =

117, AvtiBeta yia Toug mapayovteg «Ayxog» kat «AToSoon» @avnke

V0L VTTAPXEL ONUAVTIK OTATIOTIKT Sta@opd peTadd Twv ekmatdevte-
KWV YeVIKNG Kat el8IKNG aywyn, pe o F (167) = 8,038, p = .005 ka F
(167) = .299, p = .004 avtioTorya.

ATIOTEAEZMATA MNEPIFPA®IKHZ ZTATIZTIKHZ ANA EZEIAIKEYZH

EPTrAZEXTE ZE APIOMOX MEXOX TYNIKH TYNIKO
0POX ANOKAIZH IOAAMA
EveAi&ia leviko oxoAeio 133 14,1278 3,25766 ,28247
Ewd1ko6 oxoAeio 50 12,8000 2,30350 ,32576
Ayxog leviko oxoleio 130 13,2846 2,71440 ,23807
E1d1k6 oxoleio 50 15,3800 2,32897 ,32937
Anodoon [eviKO oxoAeio 127 16,9764 2,35859 ,20929
Eld1k6 oxoleio 47 16,7872 1,64100 ,23936
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MNivakag 21
AMNMOTEAEZMATA TOY TEXT LEVENETIA THN IZOTHTA TQN AIAZNMOPQN

F Sig. t df
Eveli&ia Yné0eon iowv 16,436 ,000 -1,575 167
Slaomopwv
YnoOeon -1,970 140,733
aviowv
Sdlaomopwv
Ayxog YnoBeon iowv 8,038 ,005 2,822 167
Slaomopwv
YnoOeon 3,236 113,950
aviowv
Slaomopwv
AT[6600r| YnéOeon iowv ,299 ,585 -2,930 167
Slaomopwv
YnoOeon -2,844 78,831
aviowv
Sdlaomopwv

Tu{iTnon Kaiw guumepdopara

Ta anoteAéopata and Tn oTatTloTKn avalvor Sedopévwv édefav
OTL TO PALVOpEVO TNG emayyeApatikng eEovBevwang eEakolovbei va
Kupaivetat oe pétpia emimeda yia toug EAAnveg ekmatdevtikovg Agv-
tepoPaduiag exmaidevong. Avtifeta to aioOnua tpoowmnikrg emitev-
&ng Ppébnie og vYNAG emtineda mapd TG alayég mov onuetwdnkay
otnv ekmaidevon Ty nepiodo Tov mpwtov lockdown otn xWpa pag.
Ta amoteAéopaTa AUTE £PXOVTAL O€ CUHPWVIA [ TIPOYEVETTEPES
épevveg (Spiromitros & Iordanidis, 2017; Ztéayta kat IopSavidng,
2014). Xe avtifetn Stamiotwon katéAngav ot Kaptolog kat AwAng
(2016) pe Ta anoteréopata va Seiyvovv vynAég Babpoloyieg otig
Staotdoelg «Xvvatobnuatikr e§dvtAnon» kat «Amonpocwnoinony.
Q0710600, elval ONHAVTIKO VA TOVIOTEL ] ONUAVTIKOTHTA TNG TAPOL-
oag épevvag Kabwg To Gavopevo TG enayyeipatikng eEovbévwong
diepevvrOnke oe mepiodo apxng tng mavdnpiog mov Sev eixav mpay-
patomotnOei akOpa EPEVVEG UTIO TIG CUYKEKPIUEVEG KOLVWVIKEG GUV-
Onkeg oe 0XOAKO TMAaiato.

E&etdlovtag tov Pabuéd mov n evehiia, To dyxog kat n andédoon
Twv ekmadevTikwy evoyet s mavdnpiag COVID-19 cvoyetilovtat
petald Tovg, 1iaitepo evlagépov TG Epeuvag anoTélede To yeyo-
VoG 6TL ot exmatdevTikoi katagepav va avtaneEeldovv oTig amartn-
TIkéG ouvOnKeg onuelwvovTag vYnAda okop oty «Amddoon» apd
TO AyXog Tov éviwBav oTn apyr NG TnAeknaidevong. Avagopikd
UE TO 3° epwTna TNG épevvag oL agopovoe To Padpd emidpaong
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Sig. Méon Tumko opdApa AIA®OPA EMITIXTH KATA 95%
(2-tailed) Awapopd dapopdg

XapnAotepn Yypnhotepn
117 -,26928801 ,17092565 -,60674155 ,06816553
,051 -,26928801 ,13669307 -,53952529 ,00094927
,005 ,47476470 ,16822632 ,14264036 80688903
,002 ,47476470 ,14670387 ,18414408 ,76538531
,004 -,49197186 ,16793000 -,82351118 -,16043253
,006 -,49197186 ,17300870 -,83634852 -, 14759519

Tov S1daKTIKo pohov oty avadvon burnout, Ta anoteAéopata

TIOV TPOEKVY AV CUUPWVOLV e SteBvr) épevva Twv Peeters kat Rutte

(2005), emPefarwvovtag 6Tt ot EKTAUSEVTIKOL TTOV AVTATIOKPIVOVTAY
OTIG ATALTAOELG pLag 0XOAKNG Tafng onpeiwvay xapnAotepa enineda
ovvatoOnpatikig eEavtAnong.

Atgpgvvavtag Tov Baduo emidpaong Twv aTopK®Y Tapaydoviwy
oty ep@avion burnout n avdlvon dedopévwv £deie OTL TPoKL-
TTovY Stagoponotoelg aTov apdyovta «IIpoowmikn enitevén» wg
TPOG TNV EPYACLAKT eumelpia kat TV edikevorn. Avtifeta yia Tov
napdyovta «XvvaioOnuatikr eEavtAnon» mpoékvye 0TL T0 burnout
umopei va epaviotei oe ekmatdevtikovg avelaptnta and ta xpovia
epyaoctakng epmetpiag, onwg emPefaidverat kat oe €pevva twv Capri
kat Guler (2018). Ocov agopd T petapAnth «Ovlo» dev Ppébnrav
SLapOPOTIO|TELG GTNV EUPAVIOT] TOV OLKEIOV TVVEPOOL, TTaPd TO
YEYOVOG OTL €pevveg €XOUV KaTaAnEeL 08 avTikpovdpeva gvpripata
(IToAvxpovn kat Avtwviov, 2006; Sastre-Morcillo, et al., 2018; Arias,
etal., 2019; Jamaludin & You, 2019). ITilBavoi Adyot mov eEnyodv to
gvpnua TG mapovoag épevvag Ba pmopovoav va arodobodv ot
@VOT) TOV EMAYYEAUATOG, TNV AMOTENEGUATLKT) OXOALKT NYeoia ) TIg
appovikég oxéoelg petald twv ekmadevtikwy (Keerthy Kumar, 2019).

Eotidlovtag otn o0ykpLon ekmatSevTikdV YEVIKNG KAt LOIKNG
aywyne, n avavon Sedopévwv emiPePaiwoe Tnv apykn pag vode-
o, 6Tt Snhadn ot ekmaudevtikoi oL epydlovTtav oe eldikég ayoAKég
Hovadeg onueiwoav vyMAOTePOLG deikTeg cuvalaBnpaTikng e&d-
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VTANONG 0€ GVUYKPLOT pe eKTaUSeVTIKOVG Yevikng aywyne. H mapa-
Soxr| avtn ovpgwvei pe épevveg twv Kiigiiksilleymanoglu (2011),
Nuri et al. (2017), kat Soini et al. (2019) cVp@wva Le TOVG OTTOIOVG OL
ekTatdeLTIKOL 18IKNG aywyng Plwvouy LETpla Tpog LYNAG emineda
burnout egaitiag meptBarlovtikwv mapaydviwv (opTog epyasiag,
ENAELYT) EPYATLOKIG VALY VWPLOT|G TOV €PYOV TIOV ETILTEAOVY, OLVEP-
yaoia pe eKTatdeVTIKOVG YEVIKNG aywYnG, YOVeiG Habntav e eldikég
EKTIAUOEVTIKEG AVAYKEG).

Télog, SiepevvnBnke n mbavotnta Stagopomoinong oTig KAiLaKeS
oL O1aKTIKOD PpOAOL O OXEOT e TOVG EKTIAUOEVTIKOVG YEVIKNG/€L-
Swng aywyne. To ebpnua 6Tt ot ekmaudevTikoi el8IKNG aywyng onpel-
woav LYNAOTEPA OKOP AYXOUG GLYKPLTIKA |LE TOUG EKTIALOEVTIKOVG
YEVIKNG AyWYTG €PXETAL O€ OCVHUPWVIa [LE TPOYEVETTEPEG EPEVVEG
(Platsidou & Agaliotis, 2008, Antoniou et al., 2009), kaBwg n éXAewyn
Baotkov ekmatdevtikov eEomAiopov oe e8ikég oxoAkég Sopég Snpu-
OVPYEL 0TOVG eKTALSEVTIKOVG AyXOG Kat aioBnpa avendpketag 6cov
agopa 1o SidakTiko Toug épyo (Lazuras, 2006; Kiigiiksiileymanoglu,
2011).

T tov apayovta «Evehi&io» ta anmoteléopata édeigav otL ot
eKTIAUOELTIKOL YEVIKAG aywynG onpeiwoav vynAdtepes Pabuoloyieg
o€ 0xéon e Tovg ekmatdevTikovg etdikng aywyng. H mhelovotnta
TWV EPELVWV £XOVV EGTIATEL KVPIWG OTI OXEOT) AVTO-ATOTENETUATL-
kotnTag twv eknadevtikwy (“self-efficacy”) pe to burnout. Zvvenawg,
onwg avagépovv kat ot Kokkinos kat Davazoglou (2009) mapotn-
peitat BiPAoypagiiko kevo otn Stepevvnon tov Pabuov eveli&iog/
TPOCAPUOCTIKOTNTAG O€ EKTOUSEVTIKOVG YEVIKNG/elOIKNG ekmaidev-
onge. ISwaitepa yia Toug ekmatdevtikovg el8IKNG aywyrng Tapolo Tov
Sadpapatifovv kpiotpo polo otnv vrootrpiEn evog meptPailovtog
udBnong xwpig amokAelopovg oto oxoAeio, vdpyet EAAenyn BipAio-
ypagiag oxeTikd pe to Pabduod evekigiag mov emdelkvdovy 61O GXOAL-
KO mAaioto.

Ta tov mapayovta «Anodoon» mpogkuye 6Tt kat ot Vo opddeg
eknaudevtikwv édetav mpobupia yia aglomoinon evalhaktikov ex-
TAUSEVTIKOV LALKOV, YEYOVOG TIOV EPYXETAL O CUUPWVIA [E EPEVVEG
Twv Sarigam kot Sakiz (2014) kat Coladarci kat Breton (1997).

Meplopiopoi Epevvag

Zta mAaiota NG £PELVAG TIPOEKLYAV OPLOUEVOL TIEPLOPLOUOL WG TTPOG
o TAnBuoptako Seiypa. ITo avalvtikd, T0o epWTNHATONOYLO TIEPL-
opiotnke 0To Nopo ATTikNG pe Tov aplOpd Twv CUUHETEXOVTWY Va
Kupaivetat oe eEha@pwg xapnAotepa emineda anod to embountod (186
ekmoudevTikoi), vTodnNAwvovTag 0Tt Ta AmoTEAETHATA EVOEXOUEVWG
va unv BewpnBovv apketd avrimpoowmnevtika. Evag akoun mept-
0pLOHOG apopovoe To XAUNAO aptOd OVHUETOXNG EKTTAOEVTIKWY
e181KNG AywynG pe amoTéENETHA VAL DTIAPXEL OAPTIG VTIEPOXT TWV EK-
naudevTikwY oL epydlovtav o€ yevikd oxoheia. Téhog, Sev mpaypa-
TomotOnke TPONYOLHEVWG TIAOTIKT| XPT|OT) TOV EPWTNUATOAOYIOV O
uikpOTEPO Setypa ekmaudevTIKWY pe 0TOX0 va StepevvnBovv ot Pabd-
poi a&lomiotiog kat eykvpdTNTAG EEALTiOG TOV XPOVIKOD TIEPLOPLOPOD
yta TV kataBeon Simhwpatikng epyaciag.

Mpotdoelg yia mepatrtépw diepeihvion
H napovoa pehétn emtxeipnoe va «pwTioe 0pLopéveg TTUXEG TOV
Qatvopévov g enayyelpatikng eEovfévwong katd t nepiodo Tov
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npwtov lockdown otnv EAA&Sa e tnv e@appoyn tng tnhekmaidev-
one. H oxetikn éAewyn odyxpovwy epeuvwv yla to burnout 6tov
eAadiko xwpo kabloTd avaykaia TV TepaLTépw StepedVoN TOL
(QALVOEVOL e OTOXO TNV evaloOnTomoinon, TNV TPOANYN Kal WG eK
TOUTOV TNV AVTLUETWTILOT] AVTOD.

Av kat otov eEAadikd xwpo o Babuog cofapdtntag Tov olkeiov
ovvdpopov egakolovBei va kupaivetal oe pétpia emineda eivat onpa-
VTIKO va SnuovpynBodv ot katdAAnAeg ouvOnKeg ylo TV KATATIONE-
unom Tov, KaBwg oL CLVETELEG TTOV TIPOKANETE 1] TWPLVT Ttavdnpia oe
eninedo oyoAeiov Sev eival dpeca opatég. Etol, o eminedo oxolkwv
Hovadwy Bewpeitat amapaitntn n mapoxn YuxoovvatoOnpaTikng
otrpi&ng oe ekmatdevtikovs kab OAn T Stapkela TG emayyeApari-
KNG TOVLG TTopEiag.

[Map&AAnha n tnAeknaidevon dvotge To SpOHo yia Ve HopPég
exmaidevong. Xprilet, Aotmdv, avaykng n mapoxr EMHOPPWTIKWY
TPOYPAUHATWV o€ BépaTa Ynelakoh KOOHOL WO Te ot ekMaudevTiKol
va viwoovy avtonenoifnon kat va dei§ovv evelidia kat tpocappio-
OTIKOTNTA 0T XPON YNPLakwy epyaleiwv oe eplodovg TnAekmai-
devong.

Ye eminedo £pevvag TPOTEIVETAL 1] EMAVAANYT TNG TTAPOVOAG EPEV-
vag o€ peyalvtepo deiypa pe 0TOX0 va yivel EAeyXog Twv SelkTtv
emayyeApatikig eEovfévwong alld kat twv Pabuwv evehifiag, dy-
XOUG Kat anddoong Twv eKTAUSEVTIKWOVY KaTd To Se0TEPO KOHA TTav-
Snpiag oty EAAGSa. MaAiota yla Ty épevva avtr Ba pmopovoe
va aftomonBei emimpdobeta i petaPfAnth «MeTaTpaLHATIKG OTPES
EKTIUSEVTIKWY», TO OTOLO QaiveTal va cuvOEeTal Aleoa e TO epya-
olaKo Ayxog kot TNy emayyeApatikr eEovdévwon.
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Abstract

The purpose of this study is to investigate the phenomenon of
burnout syndrome in secondary school teachers and a possible link
between the demanding role of teachers and the syndrome in the
face of COVID-19 pandemic. In order to accomplish these, two
questionnaires were collected from 186 secondary school teachers
from general and special schools of the region of Attica. The analysis
was carried out using the statistical package SPSS. The findings
showed that the burnout syndrome ranged from moderate to low
levels in secondary school teachers. There were also no variations
in burnout dimensions regarding the sociodemographic variables
except for the variable “School”. Finally, a correlation was found
between the factors that constitute the role of the teacher and the
dimensions of burnout syndrome.

Keywords: burnout syndrome, general and special education teachers,
role of the teacher, COVID-19 pandemic.
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Famously, Allen Ginsberg’s “Howl” opens with an
angry lament: “I saw the best minds of my genera-
tion destroyed by madness, starving hysterical na-
ked” (2015, p. 28) More pertinently when consider-
ing Mackay’s Beat Feminisms is a later, no less angry
lament for those lost to the domestic consumerism
of mid-fifties America:

who lost their loveboys to the three old shrews of

fate the one eyed shrew of the heterosexual dollar

the one eyed shrew that winks out of the womb
and the one eyed shrew that does nothing but sit
on her ass and snip the intellectual golden threads

of the craftsman’s loom (Ginsberg, 2015, p. 30)

Here, the inert, domestic female threatens the
creativity of the non-normative male. Yet the pas-
sage is also replete with misogynistic tropes focused
on an appropriation of the Classical Fates. In Greek
mythology, Clotho, Lachesis and Atropos were
a female trio of considerable power yet they are
reduced by Ginsberg to being mere ‘shrews, and
rather than having the ability to form and dispense
destiny, they are hopelessly restricted by their one-
eyed vision. Even the metaphorical associations of
the Fates are appropriated as acts of spinning, weav-
ing and cutting human destiny are subsumed into
the image of the craftsman controlling his own pro-
duction if he can only escape the deadening inertia
of his female partner.

It is important to start with this poet and this
poem - even in a review of a book devoted to fe-
male Beats — precisely because of the male-centred
mythology (in the Barthesian sense) that surrounds
the movement. Indeed, that mythology encom-
passes the moment that ‘Howl’ was first performed,
at the Six Gallery in San Francisco in 1955, in
what was “a festival of cross-continental and cross-
cultural pollination” (Raskin, 2004, p. 9). However,
such apparent diversity did not include any female
voices.

The opening chapter of Mackay’s analysis rightly

focus on the development of the Beat Generation
mythology and its implications; rightly, because, as
Barthes points out, “the very principle of myth [is
that] it transforms history into nature” (2000, 129)
and ‘naturalness’ is itself at the heart of the Beat
mythology. One such myth circles about the violent
death of a woman. Joan Vollmer-Burroughs was
fatally shot by her husband, William Burroughs, at a
party in Mexico City on September 6, 1951. Mackay
focuses on what the textual treatment of this violent
event reveals about the representation and place of
the female within male Beat writing, for it “is pre-
cisely as a sensationalist piece of Beat history that
Vollmer’s brief life and tragic death would be passed
on to other Beats and later generations of writers”
(p. 12). Burroughs’ broadly autobiographical novel,
Queer, written between 1951 and 1953, does not
allude to Vollmer’s killing, despite the historical
proximity, and, in the introduction to the novel
(first published in 1985), he writes: “I am forced to
the appalling conclusion that I would never have
become a writer but for Joan’s death” (Burroughs,
1986, p.18). It is hard not to agree with Mackay’s
conclusion, therefore, that “Burroughs’ work strives
to erase female subjectivity in order to make room
for the emergence of an exclusively male authorial
self” (p. 13). As the death of Vollmer is one of the
foundational myths of the male Beats, the question
becomes not only how women can insert them-
selves into this aesthetic domain but also how the
notion of the authorial self might need to be revised
to accommodate the female voice.

The writers focused on — Diane di Prima, ruth
weiss, Kathy Acker and Anne Waldman (accompa-
nied by an intriguing section on the performance
artists such as Pattie Smith and Laurie Anderson)

— are arranged in broadly chronological order and
this appropriately suggests Kristeva’s three phases
of feminism as set out in her essay “Women’s Time”
(1981). Moreover, it effectively demonstrates a fe-
male lineage operating despite of, or in reaction to,
the initial exclusion of the female within Beat aes-
thetics. The book’s method is broadly intertextual,
with a light Bloomian inflection, as the authors seek
to clear their own creative space within a predomi-
nantly male canon.

Mackay’s nuanced reading of the intertextual
relation between di Prima and Keats forms a com-
pelling paradigm of how a female poet at once iden-
tifies with and reacts against a male precursor.). So,
there is a discriminatory Keats for whom the female
cannot hope to gain aesthetic and spiritual tran-
scendence; then, a kindred Keats who believes that
“imagination has the power to create new worlds”
(p. 36) and who “links the poet’s [negative] capabili-
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ty to take in uncertainty to their sense of beauty and
truth” (p. 36). For di Prima what Keats “is calling a
sense of beauty, what obliterates all consideration or
all thinking process, is that same experience that we
have whenever it all drops away. A kind of satori”
(1979, p. 19). By linking Keats’ capability with a

Zen Buddhist form of enlightenment, di Prima al-
lies herself with the Beat sensibility of spiritual and
artistic awakening.

Given this double nature of the relation with
Keats, Mackay argues that di Prima cannot only
indulge in a form of feminist revision as that would
be to reject the positive attributes of Keats that di
Prima wishes to claim in her own emergence as a
female poetic voice. Instead, di Prima makes Keats
himself a subject of poetry, and therefore subject
to herself as an emerging poet. Di Prima explores
this Keatsian dynamic in her first book of poetry,
This Kind of Bird Flies Backward, but the collection
moves “from poems that appear as Keatsian-like
meditations on beauty and truth to pieces that
openly ask questions around the notion of female
Beat poetics” (pp. 49-50). As Mackay recognises,
the Beat vernacular employed by some of these
pieces might lead one to miss the “nuanced points
the author advances in the poems about ontologi-
cal questions” (p. 50). Mackay certainly misses little
with a series of exemplary close readings that reveal
di Prima attempting to “merge the maternal with
the poetic feminine” (p. 53), and modern, urban life
and mores with the Romantic possibilities of aes-
thetic transcendence.

Mackay’s strength as a close reader, combined
with her broad intertextual grasp, serve her well
when considering ruth weiss’ Desert Journal; a text
that “adds a spiritual dimension to the notion of the
female Beat poetic consciousness” (p. 62). Mackay
focuses on the image of the desert itself and draws
on Biblical, Romantic and even contemporary post-
Iraq war texts to elucidate the shifting possibilities
that weiss exploits. For example, the imagery as-
sociated with the journeying in the desert of Moses
and the Israelites allows weiss to find a personal
angle within the theological at the same time as
making Exodus seem contemporary to a late 20™
Century readership. Whilst her use of Exodus sug-
gests a certain sense of communal effort as it strives
towards identity, her use of Christ’s forty days and
nights of temptation in the desert pivots towards
the figure of the sole desert-wanderer as they walk
a trail of “slow and reflective self-discovery” (p. 66).
Again, we find that the British Romantics - espe-
cially Wordsworth and Shelley - play a key role in
tashioning a discourse of personal and poetic com-
pletion through a relation with the natural world.
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However, Mackay’s broader intertextual analysis
- encompassing Stephen Crane, Robert Frost, Yeats
and others - recognises that a countervailing dis-
course that focuses on the desolation and threat
posed by desert spaces. As such, weiss is inheriting
a multifaceted and shifting poetic imagining of
these wastelands, and this serves her well as Mackay
argues that the “center of weiss’ poetic vision of a
journey through the desert is the idea of transfor-
mation through fluidity” (p. 71). This might also
account for the apparent gender fluidity within the
earlier sections of the book, leading one to wonder
“why weiss transforms the poetic voice in Desert
Journal from ungendered to a voice that emerges as
having a female identity” (p. 73). In answer, Mackay
argues that weiss finally emerges from the fluidity of
gender and the desert as a clear, lucid and visionary
female voice that still manages “to accommodate
ambiguity and unknowingness in the identity of a
speaker” thus retaining the negative capability that
di Prima so prized in her reading of Keats (p. 73).

Discourses of fluidity and fixity, especially in
terms of gender and associated imagery, become
key to Mackay’s reading of di Prima’s later work,
Loba, to which a whole chapter is devoted. Inter-
textually, the British Romanticism of Keats has
now been joined by the female modernism of
H.D. whose long poem, Helen in Egypt, provides
di Prima with the impetus to attempt “a conscious
visionary project that addressed female authorship
directly” (p. 81).

Loba is a work containing approximately 200
poems coalescing around the figure of the loba,
a quasi-mythological she-wolf “who is formed
throughout the poems, first as an animistic woman
and then as a being who contains the soul and con-
sciousness of all women” (81). Women from Greek,
Egyptian and Judeo-Christian mythology are seen
as “lost moon sisters” who, along with women of
flesh and blood, form a communal whole which
the loba assembles. But di Prima is aware that there
is a danger in forming such a community on an
essentialist concept of femaleness. Therefore, she
is careful to include the material conditions of a
variety of women within different socio-political,
cultural and economic environments lest she fall
foul of the idea that white middle-class women can
speak for all women. However, she still wishes to
find “a common language for women in order to
express female agency” (p. 83), as Mackay argues,
so this inevitably leads to a delicately nuanced poet-
ics. Initially, the volume emphasises the communal
aspects of the female and, through a variety of
tropes and re-imagined individuals, works to effec-
tively merge the figures of the mother and daughter,



as if those two figures formed the bedrock of female
experience. This is achieved at the end of the book
as Persephone is imagined in a Hades which is

now “the realm of the feminine where mother and
daughter come together in one essence to share
what makes them female and human” (p. 85) and
the loba proclaims: “there is no knife can sever me
from her/where I go down to bleed, to birth, to

die” (Di Prima, 1998, p. 314). Mackay is very care-
ful when she glosses this final stanza: “Di Prima
decides, then, to end the book with an image of
union, presumably held together by the core female-
ness which all women are supposed to share” (p. 85.
My emphasis added.) The caveats are necessary,
because “alongside the pieces that strive towards
constructing an essentialist female voice, there are
those who challenge it” (p. 86). Partly this achieved
through including hostile voices within the work, as
in the section ‘“The Critic Reviews Loba, but mainly
through undermining traditional tropes of essential
femaleness, most notably the figure of the mother,
and by allying the loba with female authorship; in
effect, “a poet who sets out to write her own myths”
(p. 87). This suggests positing “female authorship
not through consistent antipatriarchal messaging
but in textuality as consisting of disparate parts, as
in the diverse female identities the poet attempts to
depict in the collection” (p. 89). Subtly, but convinc-
ingly, Mackay suggests that rather than identifying
an essence of womanhood, the discourse of the loba
reveals the “histories of the production and organi-
zation of this essence” (p. 90).

On the strength of Mackay’s analysis, Loba
makes an important contribution to female and
feminist poetics of the late 20™ century. It also
makes an important contribution to a specifi-
cally Beat female poetics. Mackay makes the case
that one section of Loba - “The Loba Recovers the
Memory of a Mare - is a response to Ginsberg’s
‘Howl. Di Prima knowingly adopts the long breath-
line and repetition patterns of ‘Howl” and gives
“the perspective of a female Beat [who] integrates
the woman’s experience of discontent into the Beat
message of anti-conformity” (p. 99). However, this
posits “female beatitude” as being “just out of reach”
(1998, p. 125), as Di Prima puts it. Mackay makes
the positive case that this might mean that there
are more narratives of the loba yet to be written,
but there is less positive possibility; that of falling
into yet another series of pre-existing discourses
surrounding the female. The female as the unknow-
able, the absent, the marginal, or that which is de-
fined by lack rather than plenitude.

“Beat feminisms are [...] visible in the most
unlikely places” (p. 101), writes Mackay, as she
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analyses an academic and artistic celebration of
William Burroughs; the man who shot his wife and
once wrote an article for Playgirl entitled “women: a
biological mistake?” Despite his apparent misogyny
comments (which Mackay claims were often satiri-
cal or deliberately sensational [Mackay, 101]), the
Nova Convention in New York in 1978 saw perfor-
mances by such female artists as Laurie Anderson,
Kathy Acker, Patti Smith and Anne Waldman.
Mackay points out that 1978 came at the height of
punk (which owed a debt to Burroughs), but also

at the height of awareness of womenss literature as
being linked to sexual politics within patriarchal
hegemony. Common ground was apparent, though,
between Burroughs and the performance artists
Laurie Anderson and Julie Heyward in their shared
interest in technologically mediated experiments

in voice, image and text. In effect, this challenges
the notion of a stable, unified self and recognises
that notions of self are already always mediated in
some form. So, “Anderson and Heyward’s electronic
voices on the Nova stage express the idea of the
possibility of freeing oneself from the constraints”
of a consistent self (p. 106) which anticipates such
issues within high post-modernism. Mackay argues
that Anderson’s subsequent career would re-pur-
pose Burroughs’ techniques and emphasis on the
mediated self “to write a discourse of experimental,
multimedia narratives of ungendering” (p. 115).

This chapter - entitled “Radical Interventions” -
is particularly strong on the interventions of Anne
Waldman and Kathy Acker. Waldman performed
her poem “Skin Meat Bones” which, in contrast to
the ungendering of Anderson, anchors both self
and gender within the corporeal. Acker, argues
Mackay, deploys Burroughs’ cut-up techniques in a
“clearly parodic” manner (p. 117) as can be seen in
her novel Don Quixote which turns La Mancha into
New York and the Don himself into a punk woman
in the early seventies. However, Burroughs’ conten-
tion that the self is already mediated is reflected by
Acker as her novel confronts the male texts that
have placed women within a passive role, including,
amongst others, the works of Shaw and Wedekind.
(Again, Mackay’s range is impressive.) Mackay is
astute, though, to recognise that the parodic use of
male texts (which extends even to plagiarism) still
gives credence, and a certain power, to those texts
and that “Acker’s actual alternative to male texts
may lie outside this novel, outside language and
narrative” (p. 124).

Many of the theoretical threads and arguments
of Mackay’s book coalesce in the final chapter, de-
voted to Anne Waldman. So, Waldman’s Fast Speak-
ing Woman offers a series of sometimes contradic-
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tory representations of the female which shares di
Prima’s mistrust of essentialism. Yet, there is also

a clear visionary aspect to the work which shares
some of the hope of renewal and purpose that
marked weiss’ Desert Journal. However, Mackay de-
tects a more “direct correlation with feminist strate-
gies of female authorship as the book is arguably an
elaborate demonstration for the need of cleansing
through poetry before the female voice can begin to
take shape” (p. 129).

This cathartic role of poetry was linked by Wald-

man to the shamanistic practices of Maria Sabina,

a Mazatec woman who used magic mushrooms

in her indigenous healing rituals which were then
appropriated by the ethnomycologist and former
banker R. Gordon Wasson and popularised by his
article for Life magazine of 1957. A steady stream
of Americans and Europeans then descended upon
Sabina’s remote village in search of a transcendental
experience. Recently, this has been criticised as “a
story of extraction, cultural appropriation, bio-
prospecting, and colonization” (Geber, Flores, Ruiz,
et. Al. 2021, p. 573). For Waldman, the debt to Sabi-
na is acknowledged but some of the more troubling
implications and consequences are not. This is more
pressing, perhaps, as Mackay also highlights Wald-
man’s “overt references to groups of women who are
seen as oppressed, abused or generally disempow-
ered” (p. 133). Perhaps this book was not the place
to tease out some of these issues, but it remains a
task very much worth undertaking.

After outlining Waldman’s ability to place herself
with a Beat genealogy of her own choosing, Mackay
focuses on the Iovis Trilogy, a work which com-
bines gender fluidity, alternative canon-making and
poetic activism into the socio-political realm. The
fixity/fluidity dichotomy is resolved through Wald-
man’s commitment to transformation as the core
principle of identity and poetic form. Again, H.D’s
Helen in Egypt provides a key intertext, joined now
by the works of Sappho, which are at once fragmen-
tary, entirely textual and yet imply some form of
initial community. Waldman envisaged the Trilogy
as making “cultural intervention into public space”
(2011, p. xi) and therefore “propose[d] a transsexual
literature, a transgendered literature, a hermaphro-
ditic literature, a transvestite literature, and finally a
poetics of transformation beyond gender (2001, p.
24). Mackay’s task is to trace the literary strategies
that are employed to this end, and she does so with
some skill. So, H.Ds impressionistic method in Hel-
en in Egypt is re-purposed in Waldman as the indi-
vidual poetic voice is seen as an amalgam of previ-
ous female voices. However, the voice is also often
presented as being hermaphrodite in nature, as
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“both male and female or masculine and feminine
energies may exist within the writer” (p. 144). This
fluidity and indeterminacy are also found in Wald-
man’s Trickster Feminism which adopts discourses
of mirroring, deception and inconsistency in order
the challenge the fixed, and therefore restrictive and
reductive, historical narratives of gender. Instead, in
a telling phrase, Waldman offers “this body of dif-
ference” (2018, p. 26), which merges the corporeal,
lived experience - so redolent of the Beats — with a
postmodern play of transformative possibility.

Beat Feminisms: Aesthetics, Literature, Gender,
Activism is an important work. It has the claim
of the being the first book-length study of female
Beats within a feminist perspective and, through
its scope of three generations of writers, it provides
a clear genealogy — one might say a canon - of fe-
male Beats who re-imagined female poetics and,
thereby, Beat aesthetics. At the same time, it en-
gages with the theoretical difficulties and debates
within feminism and charts how each writer de-
veloped aesthetic approaches to those difficulties.
Too often, an academic author is tempted to tackle
the theoretical issues and then proceed to apply the
conclusion to the texts that are ostensibly the main
focus. Mackay never falls foul of this. Throughout
the book, it is the literary text that provides the
base through which theoretical concerns are tested
and, in some cases, found wanting. It is through her
skill as a close reader that Mackay achieves this as
she unfurls the nuances of the texts and how they
intersect, appropriate and challenge the weave of
previous texts from which they emerge. No doubt
there are some issues which are elided, but Mackay’s
book offers a clear starting point from which these
issues can be addressed. Above all, Mackay’s coher-
ent, clear-eyed account makes one want to go back
to the authors themselves with a new sense of the
importance of their work.
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