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Abstract

The crisis that began in 2008 was not simply a financial crisis but a multiple and plural crisis. This multiple and plural crisis has contributed not only to the severe exacerbation of social inequalities but also to that of educational inequalities, due to the serious and devastating impact of the crisis on the quality of education and the availability of access. This crisis has had a profound impact on people's well-being and happiness, reaching far beyond the losses of jobs and income, and affecting citizens' satisfaction with their lives. Despite the vast number of studies that focus on the current situation in Greece, little is known about: a) the impact of the crisis on students’ well-being, happiness and life satisfaction levels, b) how students themselves experience this impact, c) the way students perceive happiness and education at this time of crisis. The use of 'and' between happiness and education does not reflect an expectation of a link between the two in students’ speech. The data actually showed that, on some occasions and for some students, there was a mutual exclusion of the two. Some students presented happiness as something that could only be ‘out of school’, both spacially and temporally.
Thus, this research study, which is based on theoretical perspectives drawn from the theory of critical pedagogy, attempts through a bottom-up approach and using focus group interviews to give sixteen secondary school students the opportunity to reflect on their experiences of and insights into the impact of the crisis on Greek society, education and their well-being and happiness, to discuss their views on education and the notion of happiness at the time of the crisis, and to share their thoughts on the role which education can play in student happiness attainment. In this attempt, Boudieu’s theoretical concepts and, in particular, ‘habitus’ are used as the main conceptual and methodological tools to help us explain, analyse and develop a holistic understanding of students’ lived, embodied, affective experiences and views about education and happiness in contemporary Greece – a goal that goes beyond the habitual use of habitus in educational research. 
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The structure of the report

This research report consists of six chapters. In chapter one, the introductory chapter, I refer to the context and the rationale of the study and I try to provide a synthesis of the work which has been done on education and happiness in times of crisis within the last few years. Specifically, I integrate relevant literature and I concentrate on the objectives of the study. In chapter two, I present the theoretical perspectives of the study and the conceptual-theoretical framework within which I work when analysing the data.

In chapter three, I present the research questions of the study, its ontological and epistemological assumptions, and I describe the methodology that I used for the empirical work. I also include sections on methods of data collection, methods of data analysis, sampling and ethical issues. In chapter four and five, I continue by presenting the analysis of the data elicited from the focus group interviews I conducted with the sixteen students. 
In chapter six, I discuss the findings, I provide answers to my research questions, integrating relevant literature and theoretical insights, and I relate them to the findings of other relevant studies (which are presented in previous chapters) and to the methodology used I concisely summarise the contribution of this work to knowledge, methodology, policy and practice, and I draw my own conclusions. I also include the possible implications that the project might have for future professional practice and research, the dissemination of the findings (how, to whom and for what purpose), and several proposals for different tools and frameworks for future research. 

CHAPTER ONE: RATIONALE AND CONTEXT OF THE STUDY
Introduction

In this chapter, I refer to the context and the rationale of the study and I try to provide a synthesis of the work which has been done within the last few years, documenting research activity in the areas of social crisis and educational research. My purpose in this chapter is first to discuss literature which addresses the socio-economic crisis and its relation to and impact on education, on social and educational inequalities, and on students’ happiness, and then to consider recent studies of Greek education. The chapter is organised into six sections. In the first section, I focus on the conceptualisation of crisis and briefly discuss what the term ‘crisis’ suggests. Then, in section 2, I move on to discuss the ongoing crisis that began in 2008. In the third section, I examine in greater detail the ongoing repercussions of the crisis in Greece today, and I focus on the impact of the crisis on Greek education and on social and educational inequalities. In section 4, I discuss the refugee crisis and its impact on Greek education. In section 5, I briefly discuss the impact of the multiple crises taking place in Greece on students’ happiness, and I attempt to explore how happiness is conceptualised and researched in the social sciences. In section 6, I present a brief overview of the relevant research, and I concentrate on my research objectives. I dedicate this chapter to the aforementioned subjects because they set the scene for this study and reflect and support its aims.

1.1 Conceptualisation of crisis
Crisis, as Gamble (2009, p. 38) states, is a social phenomenon, not a natural one and, as such, is ‘socially constructed and highly political’. The naming of a crisis, therefore, is a significant political act. Within the world of critical political economy, there are competing narratives of crisis involving different views (Clarke and Newman 2012). The term ‘crisis’, by itself, suggests that there is a critical situation, a political emergency or a moment of danger, or that an impasse of some kind has been reached. This critical situation comprises more than just an economic or financial problem; it has multifaceted economic, political or social effects. In either case, extraordinary actions may be required to overcome it (Gamble 2009, p. 65). 

Crises, according to Gamble (2009), are inherently political because they force economic and political leaders to think and act in new ways, to follow new visions and to form new narratives. They ‘create the conditions for new forms of politics’ and for the ‘rebalancing of power’ between and/or within states. Only through a painful and usually long process of reconstruction, both ideological and practical, can crises be resolved. Despite their rarity, crises are fundamental to capitalism and form an inherent part of the disciplinary processes of markets (De Angelis 2007). Marx’s extensive works illustrate that entering into crisis is part of the constituent life process of capital, in the same way that moments of breathing in and breathing out are both constituents of the act of breathing for living beings. De Angelis (2007, p. 39) labels crises as ‘disequilibrium’ crises, and suggests that we can understand them as part of the embedded regulatory function of capitalism in relation to social conflict. 

The most recent global economic crisis began in 2008. As Gamble (2009) points out, we can judge this crisis as the product of deep flaws in the global governing philosophy that followed the crisis of the 1970s and underpinned the neo-liberal hegemony of the past 30 years. This crisis, due to the current globalised economy, influenced economies across the world; its impact since has been so strong that it has even superseded the Great Depression of the 1930s in terms of severity (ibid). Ball, Maquire and Goodson (2012) explain that, in autumn 2008, the financial system appeared to be on the point of collapse, threatening potentially huge disruption to the international economy, to public order and to political stability. In Europe today, the financial crisis has evolved into the eurozone crisis, a multi-year debt crisis that has taken place in several eurozone member states since the end of 2009. 

The countries hit by the crisis responded by borrowing under harsh terms (with the backing of the European Central Bank and the European Commission), and by turning to austerity, namely the economic policy of cutting the state’s budget. After years of this crisis, it has become apparent that borrowing under such harsh terms was not a rational policy. The countries in crisis have been and are spending most of their money repaying their creditors instead of supporting their economies and expediting recovery (George 2010). Moreover, the developments of recent years have shown that accepting austerity measures as a route to growth is not a correct response in the aftermath of a financial crisis; such measures do not work in practice, as they rely on the poor to pay for the mistakes of the rich (Blyth 2013). As Blyth (2013) argues, austerity is a dangerous idea, which remains prevalent largely because of ideological and material reasons. 
The crisis that began in 2008 was not simply a financial crisis but a multiple and plural crisis. Beyond the concerns of finance, we should recognise that democracy and equity came under siege and citizens were gradually being impoverished: inequality within and between countries and citizens has now reached unsustainable levels in both developed and developing countries, poverty is spreading and deepening, food and water scarcities are worsening, conflicts thrive in increasingly stressed societies, and catastrophic climate change looms over all.

This multiple and plural crisis has also had a profound impact on people's well-being and happiness
, reaching far beyond the losses of jobs and income, and affecting citizens' satisfaction with their lives. Countries worst hit by the global financial crisis have seen their happiness levels fall as a result. Greece has seen average life satisfaction levels fall by 20%, while Spain has seen a decline of 12%, and Italy 10%. These countries have also seen a rise in suicides and a rise in the prevalence rate of major depression (Shrivastava et al. 2019).

1.2 The impact of the socio-economic crisis on Greek society 
When the global financial crash of 2008 struck, Greece was ill-prepared to deal with it. Years of profligacy, unrestrained spending and cheap lending, combined with the cost of hosting the expensive Olympic Games in 2004, as well as a persistent failure to implement financial reforms, had weakened the country’s economy. By the end of 2009, the Greek economy faced the highest budget deficit and government debt-to-GDP ratio in the European Union, which led to rising borrowing costs. This ultimately resulted in a severe economic crisis, one of the worst in the country’s history (Romanias 2009). The major sources of deficiency were identified as the serious structural weaknesses in the Greek public administration, economy, and society, which lead to bureaucracy, corruption, low quality of services, and high costs (Oikonomou and Tountas 2011).
The government, in order to avoid a downward spiral, requested and agreed to rescue packages from the European Commission, the International Monetary Fund and the European Central Bank. The conditionalities of these rescue packages involved severe austerity measures that aimed to reduce the deficit. As a result, the Greek government applied tough tax evasion regulations, raised the retirement age by two years, imposed public sector pay cuts, and closed schools and public hospitals (Vayanos et al. 2010). 
The draconian austerity measures adopted by the Parliament caused anger among the Greek population and led them to distrust the political system and to show their dissatisfaction through public unrest. Street clashes and protests, as well as mass rallies, took place in central Athens to denounce politicians, bankers and tax dodgers. These protests sometimes became quite violent, fortified by the belief held by many Greeks that the crisis was being manipulated by foreign forces such as European central bankers and other financial speculators (Pappas 2010). The savage measures, combined with severe budget cuts, led Greek workers nationwide to stage strikes, closing airports, government offices and schools (ibid). 

Greece's fiscal and economic problems left the country straining to pay its bills and struggling with high levels of unemployment, job insecurity, income reduction, poverty, and an increase in mental disorders (Ifanti et al. 2013). In 2012, with the economic downturn entering its fifth year, Greece faced an unemployment rate of over 21% – almost triple that of 2008 – with over half of those aged 15-24 unable to find work in the country. In 2013, Greece entered the sixth consecutive year of economic contraction, with its economy shrinking by 20%. Unemployment reached a rate of over 26% for all job-seekers and of 60.4% for those aged 15-24 (ELSTAT 2016). 
It is evident that Greece has been affected more than any other European country by the financial crisis (Zambeta 2014; Kentikelenis et al. 2011). Whereas other countries in Europe, such as France and Germany, show signs of economic recovery, the crisis in Greece continues not only to evolve, but also to grow deeper and deeper. Today, many years into the crisis, Greece is still struggling to handle its fiscal problems, deal with recession, and continue as a social welfare state. The country is still facing new budget cuts which will further impoverish ordinary Greeks. Although economic indicators tend to present an improvement in Greece’s economy, unemployment remains at very high levels of 18% (ELSTAT 2018), and there are no signs of the situation improving for Greek families, individuals and businesses. 
The current social and economic situation in Greece, together with the global refugee crisis, has contributed to the generation of an increasingly complex society, the cultivation of a strong climate of uncertainty among citizens and especially young people (Tsekeris et al. 2015), and a sense of the unpredictability of the future. The neo-liberal policies of enclosure applied since the beginning of this crisis, as well as the serious cuts to public social protection systems adopted as a way of overcoming the economic and social crisis – what we call ‘austerity’ – have generated tensions throughout the population; public services have been reduced, the coverage of the social state has worsened, and levels of poverty, inequality and social cohesion have been profoundly affected. 
The impact of the crisis has been immense, and it has been worse for the lower social classes. It is noticed that the further Greek society descends into the crisis, the more the rift between the privileged and the middle and low social strata deepens. The crisis has led to an increasing gap in income and wealth between rich and poor, and increasing economic insecurity and stress for the latter groups, which have been hit harder by austerity measures, high unemployment rates and dramatic wage cuts. They now face serious economic problems (Zambeta 2014), which have also had a detrimental effect on their mental health.
1.3 The impact of the socio-economic crisis on Greek education
The crisis in Greece has made its mark on every aspect of Greek society, and education is no exception to the rule. In this context of financial crisis, rapid socio-economic change, multiple political restructurings and uncertainty, and severe austerity measures, the education system has been affected, and more problems have been added to its chronic inefficiencies (Paraskevopoulos and Morgan 2011). The socio-economic crisis has had a severe and destructive impact on the access to free quality education for all, and on the quality of education. Moreover, just as in Italy (Innes 2013) or Spain (Canadell 2013), the crisis in Greece has contributed to a serious rise in social and educational inequalities and to a dramatic deterioration in the personal and professional well-being of thousands of teachers and students (Chalari 2016). 
From 2008 to the present day, the crisis has become the dominant component of the political rhetoric of reform in Greece. The government that was in power at that time (2009-2013) has enforced social spending cuts and has scheduled reforms, using the impact of the crisis as justification. In this context, the Greek education system is seen by some as central to solving the resultant situation. Politicians in Greece, in their attempt to ‘treat’ the socio-economic crisis (and using the depth of the difficulties experienced by young people in the labour market as an excuse), have passed emergency measures and educational reforms that were ‘delayed’ for many years prior to the crisis because of both the political hesitation of the two main political parties and the resistance of students, teachers and academics. Most of these reforms were prompted by the troika and the OECD, and aimed to accelerate the rate of neo-liberal change (Traianou 2013). 
Since 2010, there have been changes in regulation and management, and rapid and extreme changes in the working conditions of teachers. Apart from the aforementioned reductions in teachers’ salaries and the rise in the sizes of classes (which now contain up to thirty pupils), the government has ‘frozen’ the appointment of new teachers and closed a number of local primary and secondary education authorities in order to ‘release’ teachers and relocate them to schools where there is a perceived shortage of teaching staff (Traianou 2013). It has also reduced the weekly teaching hours of subjects such as Modern Greek, and it has removed subjects such as Music and Art from the curriculum for students in the second and third years of Gymnasium (lower secondary education). The overall aim of these changes was to create a ‘reserve pool’ of teachers who could be reallocated to other schools or to administrative posts. All of these changes have caused teachers, parents and students to feel anxiety and fear about the future. As Traianou (2013, 109) puts forward: ‘the wave of reforms is endless, unpredictable and uncontrollable. The present is uncertain and the future unpredictable.’ 
In 2010, and according to Law 3833/2010 (‘Protection of Greek economy – urgent measures for the treatment of fiscal crisis’), the government reduced the annual budget of all ministries, including the Ministry of Education, by 10%. From 2011 onwards, this resulted in the closure of more than 1000 schools, forcing teachers out of work, pushing students into overcrowded classrooms and requiring them to travel further to school (Education in crisis 2014). It also created many other problems, including but not restricted to huge cuts in teachers’ salaries, a reduction in the already limited resources of individual schools, and the abatement of intervention programmes for schools with large numbers of students from migrant families (Christodoulakis et al. 2011; Paraskevopoulos and Morgan 2011). By 2013, educational spending had decreased by 33% (Charamis and Kotsifakis 2015). An additional 14% cut was implemented in the years that followed, and predictions for coming years, based on the troika’s indicators, are even more inauspicious. If these predictions come true, there will be no funding available to cover basic costs such as heating educational facilities, restocking libraries, building new technology infrastructure and appointing teaching staff. The impact of the crisis on Greek education poses a serious threat to teachers, students and their families, and to the future of Greek society (Zambeta and Kolofousi 2014). 
1.4 The refugee crisis and its impact on Greek society and education
The refugee crisis that started in 2013 has reached extreme rates, with millions of people being forced to abandon their countries and homes because of war and political violence: it has resulted in journeys of despair to and throughout Europe and around the world. Over the period of 2015 and 2016, 2.68 million refugees arrived in Europe (UNHCR). The vast majority of them, in their attempt to seek a safer life, entered the European Union by land and sea, risking their lives. The year of 2016 was the deadliest for refugees, with 5096 deaths occurring during sea crossings (UNHCR).
The ongoing refugee crisis has forced many countries to deal with the large number of considerable political, economic, social, and health dimensions of this humanitarian crisis (Blitz et al. 2017). However, the distribution of these challenges is highly uneven across the European Union, as the majority of the refugees who arrived in the EU entered from Greece. Greece experienced an unprecedented influx of refugees, with a total of 1,112,332 arriving by sea since the beginning of 2014 (Operational Portal Refugee Situations). The refugees mainly landed on Greek islands, which constitute a border with quick and easy access into Europe (Operational Portal Refugee Situations; UNHCR). Unfortunately, apart from those who managed to land on the Greek islands, between 2014 and 2017, at least 1700 people are recorded by the United Nations High Commissioner for Refugees (UNHCR) as dying on the hazardous crossing from Turkey to Greece (Hodes et al. 2018; Blitz et al. 2017). 
Greece has been struggling to cope with the refugee crisis while being at the same time in the middle of a severe economic crisis – a fact that greatly reduces the possibility of refugees finding opportunities for employment that could promise financial stability and integration into their new country (Pajic et al. 2018). The poor living conditions in Greece as a result of the socio-economic crisis, as well as the consequences of the refugee crisis, have contributed to the vulnerabilities of both natives and migrants. 
Moreover, this situation has created new conditions that call for education to respond to its important role and act as a dominant tool for the smooth integration of migrant and refugee children, as well as a tool for mitigating social inequalities. Access to education is a non-negotiable right of every child, making its defense of vital importance. According to the Greek Ministry of Education and Article 9 PD 220/2007, children aged between 6 and 15, living in dispersed urban settings (such as relocation accommodation, squats, apartments, hotels and reception centres), may go to schools near their place of residence, to enroll in the morning classes alongside Greek children, in schools identified by the Ministry of Education.
Greece has pledged to help all refugee and migrant children in the country attend school; however, the education sector faces pressing problems and challenges with regard to this, and a gap persists in meeting the needs of youngsters who have missed years of schooling due to conflict or displacement. There are roughly 20,300 children of school age in Greece, and less than half are enrolled in formal Greek schools (Amnesty International 2016; UNHCR). The fact that the EU-funded programme has been mired in delays, together with the chronic problems of the Greek education system, has made this problem more intense.
1.5 Researching students’ happiness at time of crisis
The contemporary socio-economic situation in Greece prevents or limits students’ well-being and happiness, as well as their ability to flourish, and strengthens inequalities and conventional class hierarchies. It could be argued that the inequalities that students face at school and in Greek society involve not merely differences in wealth, income and economic security, but ‘differences in access to valued circumstances, practices and way of life’ (Sayer 2005). Drawing on Illouz’s work (1997), it could also be argued that, at this time of crisis in Greece, young people face inequalities in their potential for happiness and in their chances of obtaining access to ordinary forms of well-being. Jenkins (2000) makes the point that all young people experience life differently because resources and penalties are dissimilarly allocated on the basis of shared categorisations of different social groups. The aforementioned statement could be applied to young people in Greece in the age of austerity.

Happiness has been conceptualised very differently over time and can be understood and defined in several ways. The many definitions are controversial and their conceptions wide-ranging (Ben-Arieh 2005). Ahmed (2010), for example, in her book The Promise of Happiness, describes happiness as the object of human desire – as being what we aim for, what gives purpose, meaning and order to our life – and she is interested in how happiness is associated with some life choices and not with others. According to Ahmed, happiness involves affect, intentionality, and evaluation or judgment; in order to understand it, we should return to classical ideas of happiness such as ‘eudaimonia’ – the concept of living a good, meaningful, or virtuous life (ibid). 
Frey and Stutzer (2002) argue that everybody wants to be happy and that there is likely no other goal in life that commands such a high degree of consensus. Mihály Csíkszentmihályi argues that happiness is not something that happens as the result of good fortune or random choice, nor something that money can buy or power command (Ahmed 2010). It does not depend on exterior events, but rather on how we interpret these exterior events. Happiness, in fact, is a condition that each person must be prepared for, cultivated and defended (ibid).
Moreover, for Collet-Sabé and Tort (2015), happiness can be understood in several ways. These include: children achieving the goals they set themselves; the obtainment of the greatest possible freedom, independence and autonomy; the ability to have fun and be at ease with oneself; and the achievement of professional success. Collet-Sabé and Tort (2015) demonstrate that what guarantees a good life or ‘being happy’ is no longer simply having a well-chosen job, education, partner or home, but rather being in a state of always having the option of making a (fresh) choice. 
According to Fattore (2016), in order to define happiness, we can usefully employ the work of Axel Honneth. In brief, Honneth (1995, 2010) argues that happiness depends on a positive relation to the self, including a sense of self-respect, self-trust and the capacity to embark upon and successfully pursue life plans – and that these are made possible only through patterns of social recognition. Recognition is made up of love, rights and solidarity. Love is related to self-confidence resulting from the experience of love and concern; its denial is associated with abuse. The concept of rights supplies a sense of being a bearer of equal rights and also a person capable of equal moral accountability; its denial is related to being unworthy of claiming rights. Solidarity provides a sense of self-esteem through the recognition by others of one’s capacities and achievements, the denial of which can be construed as an attack on quality of life. 
Research on happiness is usually left to psychology. As a result, there is an immense number of theories and research studies on happiness in the field of psychology (mostly with an emphasis on the individual level) (Illouz 1997), but the social dimension of happiness has been neglected. Nevertheless, in recent years there has been a surge in interest in the subject of happiness in the humanities and social sciences (see, for example, Michalos 2017, 2008, Michalos and Orlando 2006). Thus, the social dimension of happiness has started to appear more clearly in the literature (though not extensively), and to be emphasised by many innovative and productive theoretical ideas. These theoretical ideas have brought together psychoanalytically informed theories of subjectivity and subjection, theories of the body and embodiment, and political theories and critical analysis of affect and emotion (Zembylas 2014; Clough 2007). 
Illouz (1997) suggests that sociology should concern itself with what has been too easily left to psychology – namely, with well-being, happiness, selfhood and with languages used to define and talk about those socially situated forms of eudaimonia. In sociology, these concepts have not gained such prominence, despite the fact that the discipline is rich in theories relevant to them and would have a lot to offer to their study. Vice versa, through exploring what makes people satisfied with their lives, these concepts could deliver much-needed new perspectives on long-standing sociological theories and consequently contribute to sociology (Kroll 2011). 
In recent years there has been an obsession in public speech, at least in Western societies, with happiness. Countless products promise a path to happiness; books, seminars, and other self-improvement products and services make up an industry, ‘the industry of happiness’. Within this industry, there is a new breed of so-called happiness experts, with positive psychologists, happiness economists and self-development gurus at the forefront, who argue that happiness is the supreme good that all of us should pursue. With the support of influential institutions and multinational corporations, these self-proclaimed experts now tell people what governmental policies to apply, what educational interventions to make and what changes to undertake in order to lead more successful, more meaningful and healthier lives (Cabanas and Illouz 2019). 

According to several theorists, this imperative for happiness dictates the conduct and direction of our lives. In this study, I take distance from the compulsive and unambiguous recruitment of happiness, as defined by the aforementioned ‘experts’, and I agree with Cabanas and Illouz’s argument that the neo-liberal alliance between the so-called happiness experts has given rise to a new and oppressive form of government and control in which happiness has been woven into the very fabric of power (Cabanas and Illouz 2019). 
1.6 Relevant studies and research objectives 
Despite the vast number of studies that focus on the current social and economic situation in Greece (see, for example, Zambarloukou and Kousi 2014, Economou et al. 2014, Kentikelenis et al. 2014, Mallianou and Sarafis 2012, Ifanti et al. 2013, Lionis and Petelos 2013, Baranouski 2014, Kondilis et al. 2013, Frangos et al. 2012, Miller 2012, Economou et al. 2013, Maltezou and Pomerou 2011, Matsaganis 2011, Matsaganis and Leventi 2011, etc.), little is known about the impact of the crisis on students’ well-being, happiness and life satisfaction levels, and about how students themselves experience this impact (see, however, Doliopoulou 2013, Daskalakis 2014, Prekate 2014, Tsekeris et al. 2015, Kalerante 2016, Spiliopoulou et al. 2016, Papastefanou and Oikonomidis 2018). 
There are some studies that explore the above issues, but they focus mostly on middle-aged and older people rather than younger people and children. Moreover, little is known about the subjective definition of happiness, or about the way students perceive happiness and education at this time of crisis, as well as the possible role of education in student happiness attainment. Educational and sociology theorists have not adequately addressed these issues through a qualitative sociological lens.
For this reason, this research project endeavours to give several secondary school students in Greece the opportunity to discuss their experiences and share insights into the impact of the crisis on their society, on education and especially on their own everyday lives, and to share their thoughts and views on happiness and education and on the role which education can play in their happiness attainment.
My main intention in this study is to enhance understanding of what might be done (and what must not be done) if we are to be able to re-think education, and to explore how we can create an education system that will promote equity and student happiness.
Thus, the aim of my research project is to ask what education might look like in these new times and also to actively seek out possibilities, particularly those articulated by students, for the creation of an education system that is not only a place where students acquire academic skills, but a) a place where they are happy, b) where they feel that they belong to a community, c) where they enjoy supportive relations with their peers, teachers and parents, and d) where they become more resilient in the face of adversity. My project is based on the assumption that students have a worthwhile contribution that may provide valuable empirical insight, and which should be heard.
CHAPTER TWO: THEORETICAL PERSPECTIVES

Introduction
In this chapter, I explore the theoretical perspectives on which this study is based. The chapter is organised into two sections. In the first section, I present the academic movement of critical pedagogy, its definition, foundations, main concepts, and some of the theoretical and analytical strands of thought that it relies on. In the second section, I discuss the conceptual-theoretical framework informed by the work of Pierre Bourdieu, which is used in this study as the main conceptual and methodological tool to analyse students’ views on education and happiness and develop a holistic understanding of students’ lived, embodied, affective experiences of inequalities in contemporary Greece. Specifically, this section focuses on the theoretical concepts of cultural capital, cultural reproduction and habitus and their use in educational research, as well as on an attempt towards a psychosocial understanding of habitus that may allow for a better and richer perspective on affective aspects of living in an unequal society.
2.1 Critical pedagogy 
As mentioned in the previous chapter, recent studies reveal that, due to the crisis, social and educational inequalities have increased in Greece and social exclusion has grown. These occur in a society which, due to its social and economic situation, needs to address the issue of human rights more closely, and to ensure that, unlike today, the education system aims for the equal participation of all in economic, social and cultural life (Sianou 2014; Askouni 2013). From the 1970s until today, many attempts have been made to analyse and interpret education, as well as to examine its relation to social stratification and social inequalities. These attempts have led to the formulation of many theories with different epistemological and semantic assumptions.

This study is based on theoretical perspectives drawn from the academic movement of critical pedagogy, embodied by such names as Freire, Giroux, Apple and MacLaren. Critical pedagogy sees education as central to overcoming dogmatism and to thinking critically about the social transformations of human society and has been widely characterised as a crucial construct in challenging the inequalities that have evolved in the context of schooling (Jennings and Lynn 2005).
The origins of critical pedagogy are within critical theory. Critical pedagogy is widely defined as a ‘critical theory of education’. It has emerged in the last forty years as a radical theory of education that aims to play an important role in creating opportunities for social mobility and, since then, although its movement constitutes only a small minority within the academic community and public school teaching as a whole, it has maintained an important component of educational research and inquiry and it presents a growing and challenging presence in both arenas (MacLaren 2016). Critical educational theory owes a profound debt to European intellectual traditions, but also draws on a uniquely American tradition. Many critical educational theorists continue to draw inspiration from the work of the Frankfurt School of critical theory (ibid). 

Critical pedagogy is a cross-disciplinary field that frames the school as both a site of an oppressive force that preserves inequality, and as an institution for self and social empowerment and of social change, and regards education as a political practice that should be used to accelerate democratic ideals and to end oppression (Giroux 2011a). Critical pedagogy does not constitute a homogeneous set of ideas, but it is as diverse as its many adherents. It represents an approach to schooling that shares some central characteristics, common themes, constructs and objectives that unite its theorists. Critical educational theorists are concerned with the centrality of politics and power in the understanding of how schools work and they have produced critiques of the political economy of schooling, the state and education, the representation of texts, and the construction of student subjectivity (MacLaren 2016).

The main characteristics of critical pedagogy are the following: it is committed to the empowering of the powerless (e.g. the students) and to the transforming of existing social inequalities and injustices (MacLaren 2016), it is grounded on a social and educational vision of justice and equality (Kincheloe 2008), and it is dedicated to the mitigation of human suffering and to addressing and embodying the affective, emotional, and lived dimensions of everyday life (ibid). In this context, the theorists of critical pedagogy are especially concerned with those groups and individuals who are suffering, and whose lives are affected by discrimination, inequalities and poverty. Acting on this concern, they seek out the causes of such suffering in their understandings of power with its ideological, hegemonic, disciplinary, and regulatory dimensions (Smyth 2011), look at how the purpose and function of education is shaped by oppressive external forces, such as neo-liberalism, and regard their work as a first step towards forms of political action that can redress the injustices found in the field site or constructed in the very act of research itself (MacLaren 2016).
Considering the theoretical foundations of critical pedagogy, we see that it heavily draws upon Karl Marx’s economic theory and Pierre Bourdieu’s theory of cultural capital, emphasising the roles class and culture play in the schooling process. As a discourse on schooling and inequality, critical pedagogy lies on the philosophical premise that schools are more than just institutions of academic learning; they are socialising mechanisms that reflect the current cultural values of the middle and upper classes. It explores this idea through the following theoretical and analytical strands of thought: (1) Social Reproduction Theory, (2) Cultural Reproduction Theory, and (3) Theories of Resistance (Jennings and Lynn 2005). 

Social Reproduction Theory, which demonstrates how schools can systematically reproduce inequalities, as well as the values and privileges of existing elites through administrative and instructional practices, is an important starting point for critical pedagogy. It serves, perhaps, as the foundation upon which many critical pedagogy theorists draw their commitment to doing progressive work that attempts to change the nature of teaching and learning. Cultural Reproduction Theory, on the other hand, serves as an illustration of the important ways in which schools reproduce the privileged cultures in the larger education system (Bourdieu and Passeron 1990). In contrast, Theories of Resistance provide insight into how students actively fight against forms of dehumanisation that are inherent to systems. More importantly, Theories of Resistance provide an important space for discussions about critical work that aim to transform social relations in some fundamental way (Jennings and Lynn 2005).
In this study, I adopt an understanding of school drawn from critical pedagogy, a critical pedagogy that goes beyond the rational limits of critical social theory and pedagogy and includes the complex affective implications of transformation and doesn’t simply attempt to change students’ rational understandings through replacing faith with reason and belief with knowledge (Jansen 2009). Thus, I see schooling as a form of cultural politics in that it always represents an introduction to, preparation for, and the legitimation of particular forms of social life that rationalise the knowledge industry into class-divided tiers that reproduce inequality, racism, sexism and homophobia, and that fragment democratic social relations through an emphasis on competitiveness and cultural ethnocentrism (MacLaren 2016). I argue that education is both a political and cultural affair, and that its role, as well as the current power dynamics that control its process, should be disclosed and challenged. 

In the current study, my central task is to address the impact of the socio-economic crisis on Greek society, education, students’ well-being and happiness and on social and educational inequalities by analysing their sources and causes; to deepen understanding of the obstacles to emancipation from the social class restrictions and to provide teachers and researchers with a better way of understanding the role that schools play within a class-divided society; to develop a language through which educators and others can unravel and comprehend the relationship between schooling, the wider capitalist social relations that inform it and the historically constructed needs and competencies that students bring to school; to seek to give voice to the voiceless and power to the powerless and the most vulnerable in classrooms and in society; and to challenge long-held assumptions, ask new questions and identify future possibilities to remedy social wrongs, overcome obstacles and struggle for a new society. 

2.2 Conceptual-theoretical framework
My study is informed by the work of Pierre Bourdieu and, specifically, by the theoretical concepts of cultural capital, cultural reproduction and habitus. Bourdieu’s work emphasises how social classes, especially the ruling and intellectual classes, reproduce themselves even under the pretence that society fosters social mobility. Specifically, the theory of cultural capital and cultural reproduction refers to the invisible mechanisms through which the reproduction of social inequality occurs in schools and studies the existence of inequalities in education as a reflection but also as the starting point of corresponding social inequalities (Bourdieu and Passeron 1990). Some of the key elements of the theory of cultural capital and cultural reproduction are that it emphasises the importance of cultural processes and is interested both in discovering why structures tend to self-reproduce and in considering education as a system of transmission of ideas and knowledge (Shusterman 1999). 
Students’ performance in school, as well as their choices, is determined by their social origin. School translates students’ social origin and social and cultural capital into a natural qualification, perpetuating in this way a belief in inherent drive for education, and thus transferring the privileges of school excellence to the already privileged. As a result, children from non-privileged social backgrounds experience educational failure as personal failure and as the result of some inherent incompetence, and believe that their school is correct in grading them poorly and in excluding them from the higher educational levels (Bourdieu and Passeron 1990).
The concept of habitus, although it is less well known, lies at the heart of Bourdieu’s theoretical framework. Habitus is a complex and enigmatic concept that Bourdieu developed to demonstrate the ways in which ‘not only is the body in the social world, but also the ways in which the social world is in the body’ (Reay 2004, 432). Habitus could be defined as a gendered, simultaneously rigid and dynamic resource that individuals possess and use as they engage in emotional practice, and as a system of durable, transposable dispositions, bodily beliefs, passions and drives (Bourdieu 1990). According to Bourdieu, habitus is a socialised body; a structured body, ‘a body which has incorporated the immanent structures of a world or of a particular sector of that world – a field - and which structures the perception of that world as well as action in that world’ (Bourdieu 1998, 81). Thus, habitus is historical, a product of all biographical experience (Steinmetz 2006), embodied and expressed through durable ways of standing, speaking, walking, and thereby of feeling and thinking. 

Habitus is mainly a method for analysing the dominance of dominant groups in society and the domination of subordinate groups. It can be used to focus on the ways in which the socially advantaged and disadvantaged play out, through daily interactions, attitudes of cultural superiority and inferiority established in their habitus. While it is important to view individuals as actively engaged in creating their social world, Bourdieu’s method of habitus emphasises the ways in which ‘the structure of those worlds is already predefined by broader racial, gender and class relations’ (Bourdieu and Wacquant 1992, 144). Habitus, then, is a means of viewing structure as occurring within small-scale interactions and activity within large-scale settings. 

Usually, habitus in educational research is used as an explanation of the data rather than a way of working with it. In this study, I attempt to use this concept as a way of questioning the data in order to show how habitus can still be embodied in ambivalently located individuals within the field of education, generating uncertainty, ambiguity, anxiety and a sense of deprivation (Reay 2004). 

To sum up, within this study, I focus on students’ views on education and happiness in the age of austerity and the possible role of education in happiness attainment – concepts that have been relatively neglected by educational theorists. In this attempt, I use the aforementioned theoretical and conceptual framework as a basis and I employ habitus as a theoretical concept that will help me analyse the data generated by the focus group interviews. I employ habitus because it holds promise for exploring the affective aspects of living in an unequal society, and may help us develop a holistic understanding of the lived, embodied, affective experiences of inequalities in contemporary society and build more complex models of social stratification (Reay 2015). A psychosocial understanding of students’ habitus (created within the educational institution) may allow for a better and richer appreciation of how the exterior – wider social structures such as the socio-economic crisis in Greece – is experienced and mediated by the interior, the psyche (ibid), and creates the proper conditions for a happy or unhappy life. It may also introduce other variables that may explain and predict social inequality (Illouz 1997). 
CHAPTER THREE: RESEARCH DESIGN

Introduction 

In this chapter, I present the methods of empirical enquiry that I employed in order to shed light upon the way students experience the impact of the crisis on their everyday life and education, as well as their views on education and happiness during austerity. This chapter is divided into seven sections. In section one, I present the main research questions. In section two, I discuss the ontological and epistemological assumptions of the study. In section three, I describe the research approach of the study. In section four, I focus on the methods of data collection. In section five, I discuss the sampling, my access to the field of research and the procedures of the fieldwork itself. In section six, I briefly describe the methods of data analysis. Lastly, in section seven, I give consideration to the ethical issues that arose during this study.
3.1 Research questions 

My research project focuses on the following research questions and sub-questions:
A. What views concerning education are established through students’ habitus?

- How do students view and describe education in the era of multiple crises in Greece?
- To what extent do they recognise inequalities in education? How do they understand them?
- What changes in Greek education do they suggest?
B. According to students, what constitutes happiness?

- Do students situate happiness into the current socio-historical context of multiple crises? In what ways?
- How do students’ conceptualisations of happiness resonate with their everyday practices?
- According to students, to what extent and in what ways is happiness related to education?

3.2 Ontological and epistemological assumptions 

The core ontological assumption of my work is that social meaning is not fixed but fluid, and is involved in an ongoing process of creation and recreation, either to maintain or change it. As Mead (1936) said, ‘Meaning does not inhere in things; nor is it ordained by God; rather it is a cultural product of historically situated individuals’ (Shalin 1991). My epistemological position is that we can only see the world through a specific lens, formed and developed in society. There are no facts about the world which are not, in some way, socially produced or dependent upon social conventions (Merriam and Tisdell 2016). 

Theoretically, the hermeneutic/interpretive perspective informs the methodology and the research process of my study. The hermeneutic/interpretive perspective in social and educational research places the focus on social practices, on interpreting the meanings and perspectives of cultural members, and on how these meanings are negotiated. This perspective assumes that all human action is meaningful and should hence be interpreted and understood within the context of social practices (Charmaz 2006). 
Moreover, the methodology and the research process of my study is informed by critical epistemological underpinnings that derive from a ‘transformative paradigm’ (Riyami 2015) and refer to reality as a social construction. From this aspect, I intentionally adopt an ethical, moral, political standard by which to judge the situation I study, and practise my research with consideration of the social, economic, political and cultural context of my specific research’s objects and events (Hammersely, 2013). In other words, following critical epistemological underpinnings, my research study attempts to explore contemporary issues of today’s social contexts in Greece, to develop connections among the economic, political, social and cultural standards of contemporary Greek society, to look for ways in which participants create new visions for Greek society, and to think of an action agenda for education reform that might change the lives of participants. 

The aforementioned epistemological understandings of the world, as well as my own ontological position, shape my view about the possibility of attaining respondents’ experiences or ‘voices’ through a research study. For me, subjective accounts are not completely transparent. They are reflexively constituted between the researcher and the researched and, although they are always somewhat unknown, it is possible to grasp from them something about the respondents’ articulated experiences and subjectivity (Hollway and Jefferson 2000). 
3.3 Research approach
My intention in undertaking my research was not to make generalisations but to attempt to shed light upon the perceptions and beliefs of some students and to produce possible explanations and arguments. The nature of my research problem and my purpose suggests an emphasis on the investigation of ways in which individuals interpret their social world – a purpose that led me to select the methodology of qualitative research (Gillborn 2010).  
Quality refers to the what, how, when, and where of an entity, its essence and ambience. Qualitative research, therefore, refers to meanings, concepts, definitions, characteristics, metaphors, symbols and descriptions, and also to patterns of behaviour (Mason 2002; Berg 2001; Denscombe 2000). It is a system of enquiry which seeks to build a holistic, primarily narrative, description, which informs the researcher’s understanding of a social or cultural phenomenon. It usually comes from constructivist epistemological understandings of the world, where knowledge is created using an interpretivist ontological position. 
Within the framework of the qualitative approach, a two-stage research project was carried out. Firstly, I conducted the pilot phase of the study. The aim of the pilot phase was to help me evaluate the data collection techniques selected and the way they were going to be used. When I completed the pilot phase, I attempted to analyse its data and to review the methods of data collection and analysis in order to prepare and design the main phase of the research in the best way. After this, I carried out the main phase of the study and then moved on to the analysis of its data. 
3.4 Methods for data collection
At the strategic level of my research design – in conformity with my epistemological and ontological perspectives – I chose to conduct focus groups with a small number of students so as to approach my area in an open way. The decision to use focus groups was made partly due to the fact that this method seemed most viable and appropriate for my project, as it offers a means of exploring the ways in which students interpret the world and their place within it. These interpretations are often extremely complex, and it would be difficult to access them through less open and flexible methods of data collection. Moreover, this method seemed most appropriate for the age, the level of understanding and the cultural characteristics of the target group. It was also considered suitable because of what it can reveal about how students experience the impact of the social and economic crisis in Greece. According to many researchers, focus groups are very helpful in collecting data that have complex and extremely difficult meanings to approach (Krueger and Casey 2000), and offer access to the ways people think about a defined research theme.

The focus group method generates rich data through a process of interaction between the participants of a group. In social research, the focus group method fits into studies that attempt to understand social processes in a relatively virgin research area, because it enables the researcher to approach the field in a very open way. In addition, data generated within focus groups allow researchers to explore the multi-level and dynamic nature of human perception, as well as the fluidity, contradiction and plurality of participants' views, feelings and experiences (Breen 2007). Moreover, the interaction between group members lessens the influence of the researcher on the process and gives greater weight to participants' responses (Krueger and Casey 2000).
The focus group method is very demanding, not only as far as design is concerned, but also regarding implementation and, afterwards, data analysis (Breen 2007). In addition, it has several limitations that need to be taken into account in order to make use of it in the best possible way. Some of the limitations of this method have to do with the difficulty of the coordination of a focus group; the coordinator should be aware of issues related to team dynamics, and have experience and significant communication skills. Another limitation is related to power issues that may arise during the group process and to the fact that the participants may be affected by each other. Confidentiality can also be an issue (Parker and Tritter 2006).
The focus groups, both the pilot and the main ones that took place in the research study, were based on open-ended, simple and clear-cut questions, which permitted amplification and expansion by students, in order to better explore their world views. The types of questions included: opening questions designed to make students feel comfortable with each other, introductory questions that introduced the subject of the discussion, transitional questions that moved the discussion towards the main questions and helped participants understand how they perceived the other members of the group as well as the subject under investigation, key questions that focused on the essence of the research topic, and concluding questions (Breen 2007). Upon completion of this procedure, I made a brief summary of the ideas that had emerged from the discussion and I invited the participating students to give their opinion on the adequacy of this summary. Finally, I gave the participants the opportunity to add anything they considered important that might have been missed during the discussion.
This data collection strategy promoted a comfortable atmosphere of disclosure. Students felt free to share their experiences, beliefs, attitudes and emotional reactions in relation to the impact of the socio-economic crisis in Greece. This method also provided an opportunity to tap into the multiple realities of students' perceptions and feelings, and generated rich data on the role of the Greek education system in the reconstruction of social and political life in post-crisis Greece, as well as new ideas about the changes that Greek education needs. 
3.5 Sampling – access and procedures 
My intention in the current research study was not to develop a statistically generalisable sample, but one that would capture diversity of experience and would help me explore my research questions and classify key issues for future development. Thus, in order to ensure access to a sufficient number of interviewees, I employed the ‘purposeful sample’ technique (Patton 2002). 
I started the fieldwork of the main phase of the study by locating two secondary schools in Athens which constituted suitable venues for my research. The schools I chose were typical inner-city schools; my choice was based on student composition. The first school was located in an area very close to the city centre and contained large percentages of students from immigrant and working-class Greek families. The second school was located in a southern suburb of Athens, and catered mostly to students from middle-class Greek families, with a small percentage of immigrant students.
I first made contact with their respective head teachers who, in turn, identified for me potential participants for my study from among their students (See Appendices A, B and C). They also provided me with names and contact details. I purposively sampled students from these schools on bases of gender and age, and I finally chose sixteen participants (eight girls and eight boys), comprising eight students from each school. My participants were students between 13-15 years old (the 2nd and 3rd years of lower secondary school). To proceed with my research, I continued with the informed consent procedures (see section 3.6).
Both focus groups were conducted at the schools, after lessons had finished for the day, by mutual agreement. Each focus group lasted around 90 minutes. There was some extra dialogue beforehand and afterwards, which I did not transcribe, but of which written notes have been made. The focus groups were conducted in Greek, as it was the native language of most of the students that took part and the language that they mostly use in school. I took great care over the selection and phrasing of the questions, to ensure that their meaning was both purposeful and clear to the students and did not entail any leading or bias (see Appendix F).
At the beginning of the focus groups, I welcomed the students and presented myself as a post-doctoral researcher. Then, I thanked them for agreeing to participate. I continued by presenting an overview of the topic, the aims and the process of the research study and the ground rules of the focus group. Then I carried on with some activities which aimed to help me get to know the participants and to ‘break the ice’ between us. 

I then put forward a set of general and indicative discussion questions (beginning with general questions and progressing to more specific) that had been guided by a review of the literature. Specifically, I gave students the opportunity to reflect on their experiences of and insights into the impact of the crisis on Greek society, education and on their own lives. Next, in order to explore students’ experiences regarding the educational and social inequalities at the time of the crisis, as well as their thoughts and views on the role that education could play in tackling these inequalities, I used some extracts from a book
. These extracts provided a starting point for the discussion. The book I used focused on Roma students’ education, on stereotypes and prejudices, and it could easily be linked to social exclusion and economic crisis. After we read the abstracts of the book, we discussed questions (see Appendix F) such as: Can you imagine how this child feels? If you were in her position, how would you feel? Have you experienced a similar incident in your class?
In my attempt to explore students’ views on education and happiness, I presented a video
. After we watched the video, we discussed questions (See Appendix F) such as: How do you imagine yourself in 10 years’ time? What are your dreams and your aspirations for the future? What is happiness for you? Thereafter, we discussed the Greek education system and the role of education through questions such as: Do you think the Greek education system should change in order to meet the new challenges that have been created by the current political and economic changes in Greece? [If so] In what ways? What is education for? etc. Lastly, we summarised the main issues that came up in the discussion and we evaluated the focus group procedure.

Throughout the focus group, I tried to create a friendly and relaxed atmosphere between the students and myself, built on mutual trust and support. At the same time, I attempted to be alert and to observe as many things as I could. I made an effort to reinforce signals of rapport, such as increased eye contact, attentive body posture, smiling, nodding in agreement, etc.
3.6 Ethical considerations 
My research study complies with European and national Greek legislation and fundamental ethical principles, including those reflected in the Charter for Fundamental Rights of the European Union, the European Convention on Human Rights and its Supplementary Protocols, Articles 3 and 12 of the Convention on the Rights of the Child, and the principles of regulation on the protection of natural persons with regard to the processing of personal data and on the free movement of such data (GDPR). 
Moreover, the study is guided by the Ethics Guidelines of the Institute of Educational Policy of the Greek Ministry of Education, Research and Religious Affairs, the Association of Greek Sociologists, BERA – The Revised Ethical Guidelines for Educational Research (2011), and The Statement of Ethical Practice of the British Sociological Association (2002). I chose these particular ethical guidelines because they seem best suited to enabling me to weigh up all aspects of the process of conducting educational research and to reach an ethically acceptable position in which my actions will be considered valid and reliable.
With regard to the research objectives of my project, the research methodology and the potential impact of the research, I addressed the ethical aspects of my research project, taking into account the three main issues that are frequently raised in any discourse on the topic of ethical research: ‘codes and consent’, ‘confidentiality’ and ‘trust’ (Ryen 2004). ‘Codes and consent’ has to do with the research subjects’ right to know that they are being researched, their right to be informed about the nature of the research, and their right to withdraw from the project if they want. ‘Confidentiality’ refers to the researcher’s obligation to protect the participants’ identities. ‘Trust’ concerns the relationship between the researcher and the participants (Bryman 2004). These topics apply to research with adults but also, equally, to research with children.
In my project, I did not proceed with any research that had ethical implications before obtaining the necessary authorisations and opinions and any other ethics documents required under Greek and European law. I took the necessary steps to ensure that all participants understood the purposes and the process of the research study in which they were engaged, including why their participation was necessary, how the study would be used, and how and to whom it would be reported. 
I gained voluntary informed consent from each individual student involved and from their parents or guardians / legal representatives, and I informed them of their right to withdraw at any stage of the process, for any reason, at any time (See Appendices D and E).
I identified the potential ethical issues of the proposed research project and provided information on how I would handle them. I ensured that no coercion would be used on participants. I also ensured the welfare of the children by conducting the fieldwork of the study at their schools - places where they felt safe. Furthermore, I explained to them how I would protect their confidentiality when writing the research report by offering them pseudonyms for their identities and keeping the exact locations of the schools undisclosed. I also informed them that the interviews would be tape-recorded, and I assured them that I would be the only person to hear the recording.

During my research study I collected some data which could, under the definition of the Data Protection Act 1998, be considered ‘sensitive’. I assured my participants that only data, sensitive or otherwise, which was essential to the research would be used, and that they themselves would be anonymous. I also assured my participants and their parents/guardians that data intended for processing would be relevant and limited to the purposes of the research project (in accordance with the 'data minimisation' principle).          

However, I kept in mind that it was difficult to obtain fully informed consent because I was not able to anticipate the events that would emerge in the field and fully inform the participants of these. For this reason, I tried to take a critical look at the processes through which I sought the informed consent of the subjects and the forces that would work against their being able to give it (Malone 2003).

Moreover, I tried to achieve a reflexive approach to my study. This involved stepping back from time to time, thinking critically about the purpose, intention, stance and claims, and reflecting on what I was doing, what kinds of knowledge were being produced, which concepts were too rigid and which frameworks hid more than they revealed (Delanty 2005; Bourdieu 2004; Gray 2003). 
3.7 Methods of data analysis
Qualitative data analysis is related to the tasks of coding, indexing, sorting and retrieving data, as well as to the creative work of interpretation (Coffey and Atkinson 1996). Qualitative data analysis is not simply a matter of classifying, categorising, coding, or collating data, nor is it a question of identifying forms of speech or regularities of action. It is about the representation or reconstruction of social phenomena (ibid). Qualitative data, if followed by sensitive and insightful analysis, are capable of providing insights and glimpses of reality available in no other way. 

In this study, I employed the technique of qualitative content analysis in order to focus on the characteristics of students’ communicative language, with attention to the content or the contextual meaning of the text. Qualitative content analysis is one of the most common methods of analysing qualitative data. It is used to analyse documented information in the form of texts, media, or even physical items (Neuendrof 2017). My choice of this method was based on my research aims and my research questions. The analysis began early in the research process and it was subject to continuous review and revision. The process of analysis was reflective and cyclical in that it was directed to reveal particular themes as they emerged from the original research questions (Rapley 2001).
Specifically, while working with the data, I carried out three levels of analysis. In the first level of analysis, the descriptive one, I organised my data into themes which derived from both the literature I reviewed as well as from the narratives of the participants. I started by transcribing the data and reading the transcripts several times. I continued by locating ‘meaningful units’ – small bits of text which were independently able to convey meaning (Leedy 1997). After further background reading, I searched for themes and patterns by logically linking these ‘meaningful units’. These themes were then categorised and grouped together into major and subordinate themes for each set of transcripts, using a tree diagram. Next, I sought for examples of these key themes in the transcript data, and I highlighted them using different coloured pens. I continued by selecting the core themes and systematically relating them to the secondary themes, validating the relationships between them (Bryman 2004). In other words, in this level of analysis, data were organised topically using an inductive approach (Merriam and Tisdell 2016)
The second level of analysis, the interpretive one, took place in parallel with the first one, and it involved the presentation of the categories in a narrative form (Merriam and Tisdell 2016). Then, I moved from the first and second levels to the third level of analysis: the conceptual and theoretical one. This level of analysis is the phase in which the researcher moves from the mere description of data to a more conceptual overview (Miles et al. 2014). Thus, in this level, I used theory to delve into the data for a more detailed and conceptual analysis. Using the theoretical perspectives on which this study is based to analyse my data allowed me to go beyond a mere description of the interviewees and enabled me to engage in a theoretical interpretation. Both critical pedagogy, as well as the theoretical concepts of cultural capital, cultural reproduction and habitus, provided me with a theoretical framework to interpret my data and shed light on the ways in which students view education and happiness in the era of multiple crises in Greece. My coding system was divided into two main sections. The first section was entitled ‘Students’ thoughts and views on education’ and the second section was entitled ‘Students’ thoughts and views on happiness’. 
In the next two chapters, I present the analysis of the data elicited from the focus group interviews I conducted with the sixteen students. Specifically, I try to present the findings in their rawest possible state (Holliday 2007), in order for them to be closest to the reality of their setting. However, as I have analysed, interpreted and arranged the data under thematic headings according to my research questions, it is already different from the social reality from which it was taken. Of course, the data in question does not allow us to make claims about the majority of students, since the project findings only relate to a very small sample; nonetheless, the findings do offer important insights and provide some interesting indications of secondary school students’ views. 
CHAPTER FOUR: STUDENTS’ THOUGHTS AND VIEWS ON EDUCATION IN THE ERA OF MULTIPLE CRISES IN GREECE

Introduction
This chapter focuses on students’ thoughts and views on education in the era of multiple crises in Greece. It is organised in three sections. The first section (4.1) presents students’ views on the impact of the multiple crises in Greece on education. The second section (4.2) explores students’ views on ethnic diversity and on the incidents of racial violence against refugees and immigrants in the era of multiple crises. The third section (4.3) focuses on students’ thoughts on the role of education, and their suggestions for desirable changes in the Greek education system in this era. 
4.1 Students’ views on the impact of the multiple crises in Greece on education 

4.1.1 Devastating implications for Greek schools
Since the socio-economic crisis broke out in Greece, and since the implementation of the policies of the memorandum, there have been drastic cuts in the public sector and the entire education system. In the view of the students interviewed, Greek schools have been hit hard by these cuts. Using examples from their own experience, students described a material crisis with implications for their schools, and detailed some of the challenges they faced because of it. 

         ‘Teachers are fewer and the school doesn’t function properly…’

(Marileni)
‘…fewer teachers, fewer books, less equipment… we don’t have balls and other materials for the PE, we don’t have high-tech stuff like projectors, computers...’

(Gerasimos)
 ‘...our classrooms do not have the basics: fans, chairs, lamps, heating...’

(Paul)
 ‘…we do not even have enough paper for the photocopier...’

(Efi)

According to the students, the socio-economic crisis has had a severe and destructive impact on the access to free quality education for all, and on the quality of that education. For example, many students, they said, were not able to participate in school activities because they could not afford to pay for tickets for sports events, school excursions, visits to museums, or extra-curricular activities such as music. In these cases, they had to be helped out by the school. 

 ‘…sometimes, when we go on excursions, many children cannot come because their families have financial problems and cannot pay for the tickets.’ 
(Maria)

It is important to understand that the impact of the crisis on schooling that students describe is not simply one of perspective and perception. The crisis has indeed had a devastating impact on school funding at all levels and in all sectors. The current education budget is insufficient and, as a result, there is not only a serious shortage of teaching materials, but also a lack of funding available for basic requirements such as heating educational facilities, maintaining libraries, or even hiring teachers. Under these circumstances, as students reported, many schools have become scarcely able to function properly.
4.2 Students’ views on ethnic diversity in schools 

4.2.1 Politically correct replies regarding xenophobia and racism in schools
In order to explore students’ experiences, thoughts and views regarding ethnic diversity at this time of multiple crises in Greece, I used several extracts from a book as a starting point for discussion. The book I used could easily be linked to social exclusion and economic crisis. At the beginning of the discussion, most of the students stated that they did not witness xenophobia or racism in the teachers in their schools. The extracts from the book reminded them of stories about schools from the past rather than from today.

‘…this kind of teacher reminds me of teachers of the past; she doesn’t remind me of any teacher of the present… those were the stereotypes of the past: teachers were supposed to act like this...’
 (Efi) 

‘…the school that hits its students, shouts… ended in the 80s, 90s…’

(Vassilis)
Some students reported that Greek teachers’ behaviour towards immigrant and refugee students had changed a lot. Teachers no longer spoke derogatively of immigrant students as they used to in the past.

‘I remember a few years ago a girl from Albania came to our school. She couldn’t speak Greek, and our teacher talked to her in a very bad way... the girl felt very bad because she had just arrived in Greece – how could she know how to speak in Greek?’
(Litsa) 

 ‘…the good thing is that teachers nowadays do not act racist.’ 

(Paul)
Although most of the students put forward that there were no racist teachers anymore in their schools, two students (one from Albania) stated that racist behaviour from teachers did still exist.
‘…it depends on the teacher… because there are still teachers who act racist.'
(Mateo) 

‘…racist teachers still exist.’

(Maria) 
The majority of the students argued that there were few, if any, incidents of racist behaviour between students in their school. Initially, only the student from Albania stated that he had experienced racist incidents at school. However, as the discussion moved forward, more students seemed to move away from the politically correct speech about diversity and described racist incidents between students. 
4.2.2 Racist incidents between students

In the views of many students, Greek students sometimes communicated negative opinions about immigrant students in the classroom and the schoolyard - they might, for example, call an immigrant student by their nationality and tell them to go back to their country - but this was mostly an occurrence among younger students. 

‘…only in primary school, where the children are tougher without realising it …this incident didn’t happen to me but to another student who is from another country… they were saying to him ‘you are from another country’, ‘go to your country’ …but they were very young and they couldn’t understand what they were saying.’
(Gerasimos)
‘…in another school that I went to for a chess competition, there was a student from Turkey… and another student who was also taking part in the competition shouted at him ‘dirty Turkish guy, go back to your country’, something like this…’

(Gerasimos)
‘...there was an issue at a school... they wanted to offer evening classes to refugee students but Greek students’ parents didn’t let them.’

(Gerasimos)
Moreover, the students stated that, in this era of multiple crises, racist incidents towards refugees and immigrants in general had increased, both because of the rise in their numbers in Greece and because of the rise in the number of immigrant and refugee students in schools.
‘Usually, when there is some kind of a crisis, feelings such as these [xenophobia, racism] become stronger…’
(Gerasimos)
‘There are more refugees in the country, more refugees in the schools, so the racist incidents have increased…’

(Marileni)

‘There is for sure more racism due to the crisis.’

(Helen) 

‘…and many prejudices because of the crisis.’
(Maria)

4.2.3 Immigrants and refugees as scapegoats

In their attempts to discuss the incidents of racial violence against immigrants and refugees, some students put forward that, during this period of social, political and economic crisis, immigrants and refugees had unfortunately served as scapegoats, and had provided a distraction from the real causes of the crisis; they presented easy targets for fighting and bullying. As reported by the students, there were some people who believed that immigrants and refugees had reduced opportunities for school places, jobs and housing. According to such people, if immigrants and refugees were sent away, these problems would be solved and things would be much better for everyone. 
‘…they blame the refugees for the crisis, but this is not the case.’

(Efi)

‘Some people believe that the refugees have taken all the jobs… but this is not true, the refugees do jobs that the Greeks do not want to do, such as cleaners…’ 
(Mateo)

‘I have noticed that there is a negative attitude towards immigrants who come to Greece to find a job, basically because Greeks believe that because of the immigrants there are fewer jobs for them…’ 
(Lucia)  

‘If they wanted, they would go to take their place; they simply do not want these   

 kinds of jobs, so we should not blame them.’
(Efi)
In periods of multiple crises the ‘others’ serve as a scapegoat and as a means for reasserting the positive identity of the nation against the odds (Triantafyllidou 2010). If we look at the past we will see that the revival of extremist movements in periods of crisis was a desperation reaction of ‘the disgruntled and the psychologically homeless, the personal failures, the socially isolated, the economically insecure, the uneducated, unsophisticated, and authoritarian persons at every level of the society’ (Lipset 1960, 175). The same probably is happening in Greece today. 
4.2.4 Greek society, a non-inclusive and racist society

Some students suggested that the increase in racist incidents was a result of the way that people from other countries are treated by Greek society as a whole. They stated that, although Greek society is regarded as being fairly open to diversity, in reality it is a non-inclusive, racist society. They expressed the opinion that Greeks were racist before the economic crisis but had no reason to express it; now that they have lost their jobs and their quality of life, they have many reasons to do so. 
‘…we are racists towards the people who come from other countries, and this happens because we think that we are better than them and that they are inferior to us. But this doesn’t happen because of the crisis but, in general, we think that Greece is the best country because of the history we have learnt…’

(Vassilis)
‘…and we forget that, many years ago, the Greeks were refugees too and they were in the same difficult situation… now that we are in a better situation, we forget…’

(Efi)

‘When some people from other countries come to Greece as refugees, we treat them as if they are inferior to us, and it doesn’t affect our behaviour whether they have good jobs or not, we behave that way towards them just because they are refugees.’

(Vassilis)   

Indeed, the economic crisis has given rise to a dangerous new form of nationalism. The Golden Dawn, the once-marginal extremist party, won 18 parliamentary seats in Greece’s general elections of 2012 by campaigning against austerity measures and immigration and by blaming undocumented migrants for the economic crisis. The above have contributed to the serious increase in violence and intimidation directed at Greece’s immigrants. In a recent report, Human Rights Watch (2018) warned that xenophobic violence in Greece has reached ‘alarming proportions’, and accused Greek authorities of doing nothing to stop the attacks.
4.2.5 New forms of solidarity

At the end of the discussion about ethnic diversity in Greece, students reported that they believed the country had a responsibility to help immigrants and refugees as much as possible. They believed that, having come such a long way, and having lost everything, refugees needed help in order to stand on their feet again. 
‘…we should reward them for the fact that they managed to leave their country and start their lives in a new country.’
(Vassilis)

‘They try to survive… they are in a new country.’

(Mateo)

‘They make a whole new beginning, new home, new job, everything is new to them... they start from the beginning; they have lost everything.’
(Maria) 
Students’ replies suggest that, to some extent and for some people, new forms of solidarity have begun to emerge. As Zambeta and Kolofousi (2014) argue, this crisis may have some creative effect towards the development of new solidarities and ‘new spaces of hybrid social practices’ (2014, 69). 
4.3 Students’ suggestions for changes in the Greek education system 
4.3.1 Changes to the management, financing and function of schools
The students under study suggested that there should be changes to the ways Greek schools function, in order to meet the new challenges brought about by this time of multiple crises in the country. Greek schools, according to the students, need better buildings, libraries and books, new technology infrastructure, and more teaching staff – although, given the current economic policies of austerity, these are unlikely to be priorities for the government. 
‘Schools should be more organised... they should have the money to get the classrooms repaired, to get them painted, to buy fans... to clean them.’

(Maria)

‘Schools should have more materials such as projectors, computers and more organised facilities.’

(Litsa)
Public education expenditure in Greece has always been particularly low compared to other EU countries (between 3-3.6% of GDP in the last two decades), but in the last few years, spending on education has been reduced even more, placing Greece third from bottom in education spending in the European Union (OECD 2019). The many cuts to public education funding, according to the students, have caused serious problems and gravely hindered the ability of the Greek education system to function. 
4.3.2 Changes to school learning systems and objectives
An overall change to the learning system is also required; a new system should, the students suggested, be more flexible and responsive to students’ capabilities and interests, and active and meaningful learning should take the place of rote learning. Schools should be open for fewer hours, especially during the warm months, and they should provide vocational guidance and counselling for students. 
‘...teachers should try to understand their students and they should try to treat them in the most proper way for their age.’

(Paul)

 ‘Teachers should not discriminate against their students and they should not put labels on them.’

(Mateo)

 ‘...teachers should care about what is happening in their students’ families... maybe a student is hungry and his
 family has financial problems – that is why he cannot study...’

(Aris)

‘Support teaching will in any case be needed for many students, and also better facilities and more materials in general.’

(Efi)
Moreover, teachers and parents, in the view of some students, should not focus on marks but should reward each student’s efforts to learn.

‘I want to say that teachers should not focus only on exams and marks but they should motivate students to learn.’

(Marileni)
‘[Getting] high marks is the wrong motivation... students should not try to learn just to get high marks, they should do it for themselves.’ 

(Efi)

‘This is also the parents’ fault, when they say to their children, “If you get under 18, I will not get you a mobile...’

(Lucia)

The Greek education system has a steadfast commitment to testing and grading. This commitment persists despite research and theory revealing the caustic consequences of both testing and grading in an education system designed to support human agency and democratic principles (Bolton and Elmore 2013). While the stated aim of the for testing and grading in schools is to raise the achievement of all students, these procedures have, in fact, had powerful emotional consequences - e.g. anxiety and discomfort - for all students, but especially for students from the lower classes (Reay 2005). Research uncovers the failure of the assessment procedures, and so do students.
Some students reckoned that, in the present rapidly changing society, it was very important for students to learn skills, attitudes and values. They noted that school should encourage critical thinking, creativity and imagination. They also asserted that more attention should be given to learning how to learn. Students also suggested that the education system should allocate more time for them to discuss school and social issues with their teachers. They recommended teachers letting them take more initiative, further encouraging teamwork and promoting different values. Students described school as though it were outside society, as though it were a workshop they had to attend before they entered real society and real life.
‘I think the role of education is to prepare us to go out into society, to become able to act in difficult situations. Right now, education concentrates only on knowledge, on particular subjects, exams, marks, but not on real life…’
(Afroditi)
‘I believe that our school provides us with the knowledge we need, but it would be great if we could talk and discuss things at school like the things that we’re discussing now with you. The school should give us more things… for example, we are told that things out there are difficult, but no one explains to us what this means… No one tells us how life outside school is… and we may think weird things. Schools should prepare us for real life.’
(Litsa)
‘I think that the role of school is not to teach us only maths, history, etc. The role of school is to prepare us to go out… into society. Things out there will be more difficult than we can imagine, so school must help us somehow to realise that it will not be easy out there.’
(Efi)

‘...the aim of the school should be to teach students some values.’ 

(Maria)

Furthermore, students recommended that they should have more free time for their hobbies and their interests. For this to happen, they should not spend all their time at school, at ‘frontistiria’, or at language schools. ‘Frontistiria’ are private preparatory schools, designed especially for those students who plan on taking the national higher education entrance examinations (Traianou 2013), but also for students who want to learn a foreign language or practise arts and other extra-curricular activities.
‘… it would be nice not to have to go to frontistiria after school; it would be nice to have the day free after school...’

(Nikos)

‘It would be nice to do activities at school in the afternoon – theatre, hobbies, etc. – like many schools abroad, and after the activities to be free to do what I want…’ 

 (Efi)
According to the students, ‘frontistiria’ should be abolished; while students lose their precious free time to them, their families lose large amounts of money. Private spending in the sector of shadow education (‘frontistiria’, lessons in foreign languages, art education and extra-curricular activities) is unusually high in Greece (3.3% of the average household budget) compared to in other EU countries (Zambeta 2014). As Zambeta (2014) argues, the main reason that Greek families turn to ‘frontistiria’ is that they do not trust formal education to equip students with the crucial skills needed for university entrance examinations. 
Students continued by suggesting that school should aim to broaden students’ horizons, help them build well-rounded personalities and characters, and learn how to behave. Knowledge should come second after personality and character. Schools should teach students how to learn, how to love and seek knowledge, how to behave, cooperate, and debate.

 ‘...school should teach us more useful things, such as how to save money; things that we will need in our life, not arts, music, things that we will never use.’

(Vassilis)

‘In kindergarten and in the elementary classes, school should teach students good manners... and then, in secondary school, students should be prepared for their professional future.’ 
(Gerasimos)

‘The aims of the education system should be to make students want to seek knowledge and not to feel that they are compelled to learn.’

(Michalis)
In the view of several students, teachers should be subject to a system of evaluation and assessment. This evaluation would help them improve their work and this would have positive results for students.

‘Teachers should be evaluated. Not all the teachers are good at teaching... but I think it is very important to have good teachers, [who are] young, with joy and liveliness.’

 (Aris)

According to one student, copying programmes from abroad, from countries that have nothing to do with Greece, should stop.
‘...yes, they will have to change the education system because they try to copy education systems from abroad but they do not succeed...’
(Michalis)
Most of the students believed that they should have the right at their age or a little later (around 13-14 years old) to make important decisions, such as choosing to study the subjects that will be relevant to the professions they want to practise in the future.
‘In the first grade of secondary school, we could follow and take part in all the subjects, and then we could decide which subjects we want to follow and concentrate on those that we are interested in.’

(Mateo)
‘...when a student sets a goal to study chemistry or biology, then he should be able to study this and only this. Why should he study the rest of the subjects, since he will not need them and use them in his life?’

(Vassilis)

It is evident in several students’ replies that they give importance to specialisation. Many students spoke in terms of education and preparation for the labour market, rather than in terms of pedagogy. It seems as though students have sacrificed the value of education (what students study is supposed to be useful for their lives) for the goal of employability (Williams 2011). Interestingly, they suggested e.g. not being taught music or art because they would not need them in the future.
‘…Instead of doing music or art – subjects that we are not interested in – we should do, for example, social and political education, languages, mathematics, subjects that we will need more in the future.’
(Christos)
‘…Some subjects, such as music and technology, should be optional.’

(Nikos)
One student suggested that he would like for students in secondary education to be able, through their schools and with the help of their teachers, to seek out work experience through internships relevant to their occupational interests. He believed that early work experience would enable students to have a much better understanding of the different available careers, to understand the breadth of job opportunities across the economy, and to potentially identify realistic career aspirations and make better informed choices.  
‘...I would like our school to be more practical... we visited another school and there, from the age of 14, students could do some kind of internship; they could work in various jobs for a few months… like working in a supermarket, for example, or in another job, and they could learn how it is to work and get paid…’
(Gerasimos)

All of these suggestions could be possible, in the view of several students, if Greek people decided to change. Change is always difficult, because people are caught up in their habits and are reluctant to change them and aim for something different, even if what is different is much better. 

‘I think that these changes can happen in Greece, but people do not really want to change, I believe. Everyone wants changes, but they do not want to change the way of life they are used to.’ 

(Litsa)
4.4 Conclusions

To conclude, the multiple crises in Greece have, in the view of the students, contributed to a dramatic deterioration in the quality of education and to a serious rise in educational inequalities. The aforementioned impact of the multiple crises on Greek education poses a serious threat to students, teachers and their families, and to the future of Greek society (Zambeta and Kolofousi 2014). The multiple crises in Greece have been catalysed or exacerbated by the same coherent ideology – that of neo-liberalism. Neo-liberalism has striven to transform education into a commodity and, when we read students’ thoughts on education, we can clearly see this happening in Greece nowadays. It seems that the Greek education system does not cultivate in its students the courage to be different or to seek to change their living conditions. However, it can be argued that in students’ replies we can also discern traces of critical thinking and autonomy, which could be used as a fertile basis in a critical pedagogical intervention which will aim at re-imagining and working towards a new path for future education. 
CHAPTER FIVE: STUDENTS’ VIEWS ON HAPPINESS IN THE ERA OF MULTIPLE CRISES IN GREECE

Introduction

This chapter brings forward students’ views on happiness in the era of multiple crises in Greece. The chapter is organized in three sections. The first section (5.1) briefly presents how students themselves experience the impact of the socio-economic crisis on their everyday lives, their wellbeing, practice, dreams and aspirations for the future. The second section (5.2) moves on to discuss students’ conceptualisations of happiness in relation to their everyday practices in the era of multiple crises. Lastly, section (5.3) explores students’ views on the relation of education and happiness.
5.1 The impact of the Greek socio-economic crisis on students' well-being, practice, dreams and aspirations for the future 
5.1.1 Economic difficulties and material deprivation

Greece is currently in a deep recession, and the impact of the crisis and the government’s austerity measures, as students perceived it, have materialised as economic difficulties, changes to individual lifestyles, and a fall in living standards. In particular, students highlighted unemployment, job insecurity, income reduction, and increased poverty as results of the crisis. Several students reported families suffering from material deprivation, as well as a partial or total inability to meet emergency expenses or payments for rent and bills. As a consequence, they noted, many families had become disorganised and experienced high levels of stress. 
‘I know students whose parents have lost their jobs and they don’t know how they will manage to survive.’
(Aris)

 ‘I think that everyone, more or less, has been influenced by the crisis... I know many families who are constantly looking only at offers in the supermarkets and they go to the cheapest places because they can’t afford anything else.’ 

 (Lucia)

‘I do not think that the change is so great for everyone... but of course there are some families that have been hit hard by the economic crisis.’

(Paul) 

‘There are some families that have many problems... they need clothes for their children, food...’

(Nikos) 

‘Every year we have fewer and fewer holidays in the summer. I remember in the past we would go somewhere almost every weekend, while now we only go away for a few days.’

(Efi)

‘And now we cannot afford to go to many places in the summer... we mostly go to our villages where we don’t have to pay for accommodation...’

(Paul)

5.1.2 Negative psychological effects

In addition to the issues mentioned above, most students argued that the multiple crises in Greece had affected their everyday lives and well-being in many ways. The majority of the students pointed out that the socio-economic crisis brought not only economic problems but also their concomitant negative psychological effects. The entire structure of society has changed, and people feel insecure and see themselves as casualties of the situation and its difficulties. Insecurity became commonplace. They described the social space today as being infused with misery, fear, tension and an increasing sense of insecurity, created in part by the psychological terrorism of fear-focused news broadcasting. 
‘...the economic crisis has changed the psychology of many people and their daily lives: how they spend their money, what they do in their spare time every day. They are not so open and social anymore... they are afraid of what the future will bring them.’

(Nikos)

‘I remember when I was little, things were very different... we did not think so much about the financial crisis... now in recent years we hear about the crisis everywhere, in the news, in school, and it is generally a topic that everyone discusses...’ 

(Litsa)

‘I believe that the majority of people have stopped going out, they have become closed in their homes… and they feel very insecure.’ 

(Marileni)
What students describe here is a condition of existence without predictability or security– a condition of existence which is full of fears and which affects people’s material and psychological wellbeing. People in Greece, according to the students interviewed, feel a sense of constant change and its concomitant anxiety, insecurity and increasing precarity – what Lazarrato (2009) calls the ‘micro-politics of little fears’ (Ball 2015, 11). According to Lazarrato (2009), our emotions are linked to the economy through our anxieties (Ball 2015). In recent years, people in Greece have become fearful, and precarity has become their fundamental condition. 
5.1.3 The growing gap between the rich and the poor

Moreover, in the view of several students, since the beginning of the crisis, the rift in Greek society between the privileged rich and the working and middle classes has grown deeper and deeper. The latter groups face serious economic problems since the recession; of all sections of society, they were most affected by the austerity measures, the high unemployment rates and the dramatic salary reductions.
‘…the rich have become richer and the working- and middle-class families have become poorer and are not able to meet their needs.’

(Vassilis)
Today, the average working or middle-class family is not able to fulfil its traditional role in welfare provision, a fact that deeply demolishes social cohesion as a whole (Zambeta 2014). 
5.1.4 Positive and negative possibilities coming from the multiple crises 
As stated by some students, there are both negative and positive possibilities coming from this multiple crisis. Many students reported that the difficulties of the crisis had made them more serious and more mature; they ‘reorganised’ themselves and their lives and they learnt how to cut down on expenses and how to live with less. 
‘…a positive thing, as I said before, is that we have become mature earlier. We don’t waste our money anymore on things that we don’t need. I cannot imagine something negative about this...’ 

(Gerasimos)
 ‘…now we buy only the things that are necessary, the things that we really need. In the past, for example, my family would buy refrigerators, televisions, every two years; now [we buy] only if we need them and before we buy, we look for the best price…’

(Aris)

‘In the past, people didn’t think to put any money aside for the future, they would spend everything. This has changed. The patterns that existed in the past did not help people.’

(Vassilis)

‘We learnt to live with less money.’

(Lucia)
Some students argued that this era of crisis could become a time of reform and opportunity for the whole country. 

 ‘...sometimes a crisis is needed in order to change things.’

(Efi) 

The responses of these students suggest that, regardless of the severe distress this crisis has caused, there is something good emerging: students have become more conscious, and are able to realise the difficulty of the situation. These views are consistent with Christodoulou’s (2010) view of crises as situations of difficulty that, despite causing chaos and constraints, also offer opportunities for criticism, reflection, new narratives and change.
However, the drawback of this earlier maturity, as some students declared, is that they have also become very worried and find it difficult to enjoy their childhood. They have become much more aware of the situation in Greece; many students mentioned that they frequently discussed the economic crisis and the financial problems of their families with their parents, their teachers and their classmates, they worried about the future, and they watched the news. As a result, students explained that they sometimes felt they had been forced to grow up faster through exposure to their parents’ problems and that, as a consequence, they were losing a large part of their childhood. 
‘...maybe we have matured earlier than we should, we care more now about what is happening in our family, but as a result we are not so carefree and happy…’ 

(Gerasimos)

‘I think that it is negative because we are still children… we should think about all these issues later.’ 

(Nikos)

‘I think it is both positive and negative… we are more mature but we are still very young and sometimes I think that we should be more carefree.’
(Marileni)

Students’ replies revealed a strong and multifaceted relationship between the impact of the multiple crises in Greece and a crisis in childhood. This fact is consistent with the relevant literature (see, for example, UNICEF Office of Research 2014).
5.1.5 Implications for students’ dreams and aspirations for the future
Regarding dreams and aspirations for the future, the majority of the students stated that they had a vision of what they wanted to become in the future and of how their life would be. Most of the students had set goals, had embraced them, and were directing their efforts towards them. Only two students did not feel ready to set goals for the future and they could not visualise where they would be in ten years’ time.

‘I will have finished my studies with very good marks and I will work with a group of people that I like and we will not be only partners but also friends, and we will work towards a new gadget, something pioneering, or a whole new idea about technology – and, yes, I would like it to include travelling abroad e.g. for exhibitions… and I will be indepedent, I will not live with my parents anymore, I will have my own home, by myself or with friends, and I will have enough money for my hobbies and free time in general.’

(Gerasimos)
‘I would like to study paleontology and work here in Greece. Greece is the best place for paleontology. And Greece needs our support in order to come out of the crisis and face the problems that the crisis has created. I would like to have my own home… that it will be around 100-120 square meters and it will be mine, to do my hobbies...’

(Michalis)
The majority of students’ aspirations for the future appeared to be shaped by gender-specific ideas about certain jobs. Boys overwhelmingly aspired to take on roles in traditionally male-dominated sectors and favoured professions such as engineering (civil, mechanical, electrical), while girls gravitated towards female-dominated sectors and professions such as teaching (kindergarten, primary and secondary school).
‘…in ten years’ time, I will be in a kindergarten chasing little kids or I will still be at the university.’

(Maria)
‘I would like to be a physical education teacher and to live on my own.’

(Afroditi)
 ‘…at university, maybe studying biochemistry, biology... and at the same time continuing my dancing classes because I like dancing very much and [it makes me] feel better about myself.’

(Efi)
Students’ different professional paths could derive from individual preferences, but mostly they seem to derive from cultural factors that define gender roles. It seems that girls prefer occupations that allow them to reconcile work and family, and choose occupations with job security, employment benefits, and low penalties for career interruptions, (Görlich and de Grip 2009; Croson and Gneezy 2009).
Moreover, all of the students’ dreams for the future included studies at university, their own family, a large and pleasant home of their own, a nice car, etc. It could be said that students’ ambitions, dreams and aspirations for the future are influenced by their hope for the future and their habitus. Hope, according to Grant (2017), can be regarded as a form of social capital which shapes students’ habitus – namely, the ‘set of acquired characteristics which are the products of social conditions’, such as socialisation with family members and others outside of the family unit (Bourdieu 2005). Students’ aspirations are also probably related to their socio-economic situation and to the difficulties they faced in their families in this age of austerity​​ – and they are, perhaps, defined by their objective life conditions. 
5.2 Students’ conceptualisations of happiness in relation to their everyday practices 

5.2.1 Individualistic and materialistic conceptions of happiness 
Happiness, in the view of the students interviewed, is related mostly to personal achievements and professional success. Students viewed and defined happiness in individualistic terms; according to them, self-improvement and personal development are their main goals in order to be happy, and this sometimes came at the expense of the collective improvement. Moreover, they presented their future family, as well as the acquisition of material goods, as achievements necessary for happiness attainment.

‘I will be happy when I have my family, my dream job, and I am able to have fun with my family and friends.’
(Vassilis)
‘…happy is someone who has his family, his job, his home: he meets all his needs.’

(Christos)
In the socio-economic context of crisis and globalisation, industrial western societies increasingly promote competition, individualism and liberalism (Stacey 2011). In this context, the educational system fosters competition and individual improvement at the expense of the collective, of group effort, solidarity and participation. Students’ one-dimensional and individualistic views of happiness, as can be seen in their replies, are consistent with the values that are ​​traditionally cultivated in the Greek education system. 
Many students defined happiness in terms of financial success and did not situate it in the current socio-historical context of multiple crises. 

‘Happy is someone who has got a job... a place to stay and enough money to spend each month… someone who has got a family and sees his children grow up.’
(Aris)

‘Happy is someone who has managed to realise most of his dreams of having a good job, a family, making money, hanging out, [having] hobbies and enjoying them with no stress... and he is also happy with his children, with the dreams of his children...'
(Mateo)
‘Happy is someone who has made most of his dreams come true… a good job, family, money, hobbies… happy is also someone who sees his children succeed in their lives.’
(Nikos)

According to the students, there seems to be no doubt that having money is an important aspect of being happy. Students’ experiences of deprivation and their lack of access to quality education and to leisure relationships within the family, appear to determine their notions of happiness (Andresen and Ben-Arieh 2016). We could argue that their conceptualisations of happiness are based on the needs and deficiencies that have emerged during the crisis and around that which cannot easily be achieved in such difficult times. 

Students’ conceptualisations of happiness in terms of financial success contradict the thoughts that they expressed in the discussion that followed after watching the video (See 3.5 for more details on this). In this discussion, most of the students agreed with the video’s message: that money is not necessary in order to have a good and happy life.

‘...we don’t need money in order to have a nice life.’

 (Efi)

‘…the video actually showed that we do not really need money, that we can be happy without it.’

(Litsa)

‘…the message they wanted to share was nice: that money doesn’t matter, it's more important to feel nice, to not be serious all the time and to feel free.’

(Marileni)
5.2.2 Differentiated conceptions of happiness 
One student stated that happiness is something ephemeral and uncontrollable, such as a situational pleasure. 
‘...there are times that I feel nice, but there are times that I don’t. This is how it goes.’
(Amalia)
Another student pointed out that happiness is an addiction because it provides relief for short periods of time and then fails us over and over again; we are hooked, and we want to have more and more all the time.
‘You cannot be happy all the time. It's a feeling that comes instantly but, in that moment, you cannot enjoy it because you want more and more...’

(Efi) 
It seems that after years in troubled educational institutions and through exposure to mass media, people have ended up confusing ‘the pursuit of happiness’ with the pursuit of power, money and prestige (Giroux 2006). ‘To have or to be’ is a questionable dilemma, which Greek society has yet to address in pedagogy, curricula, and school practices. Students need to learn that happiness is not necessarily only an intrinsic consequence of material possessions. 
For some students, happiness depended on others. They believed that only through others people’s happiness can one feel happy.

‘…you may not be happy, but seeing your children being happy, growing up, studying, then you become happy because you feel pleased with yourself because you gave them the right bases.’

(Mateo) 
‘I think you are happy when you see your children grow up, realise their dreams, when you wake up every day.’

(Lucia)
‘You are happy mostly through others, not through yourself – that is, you are happy only through seeing others being happy.’
(Amalia)

 ‘Happy is someone who makes his parents' dreams come true...’
 (Lucia)

According to some students, happiness can mean different things to different people but there is a conceptualisation that fits almost everyone: that of achieving your dreams and of being with people who love you.

‘People are different, so everyone can think of happiness differently, but I think that there is something that covers everyone... happy is someone who has done what he has dreamt of.’

(Marileni) 

‘I think someone is happy if he has achieved his goals and if he is with people who love him.’

(Efi)

In the view of several students, people can be happy in one domain of their lives and unhappy in another. For example, one may be happy in his/her working life and unhappy in his/her family life – or vice versa.

‘One can have accomplished all his goals, his job, have done what he wanted, but he may have lost someone from his family, a brother, a child, so he will not be happy.’  
(Christos)
‘Someone may have achieved his goals, as we said before, but he may have lost a friend or a relative, someone whom he loves, and then he will not be happy... or maybe he has gained a lot of money by working all the time but he hasn’t done something adventurous that he would like to do like going to the jungle or doing some extreme sports...’

(Gerasimos)
5.2.3 Happiness in students’ everyday lives 

Happiness does not appear to be related to students’ everyday experiences. Students seem to put their hope for happiness into the future. Happiness will begin when they finish school and their studies and ‘go out’ into society. They think that, if they study hard now as children, they will be assured happiness later in their adult lives. This hope for happiness, according to the students, helps them find purpose in school, accept the misery that they feel there and maintain their courage to continue. 

‘I think we are at an age where we should be happy, but we have so much homework, classes and all the things we have to do but don’t want to... just in order to be happy in the future.’

(Christos)
‘…from 1-10 [satisfaction level] I imagine 10 is the ideal... then I would say 5, because I still have a lot to do in the future because I am very ambitious...’

(Gerasimos)
Happiness appears to come as a side effect of students’ hardworking childhood; for the students interviewed, happiness depends on other forms of capital, as well as on acquiring capital. Students will make themselves happy, as an acquisition of capital that will allow them to be or to do this or that, or even to get this or that (Ahmed 2010).
Only a few students put forward that they were happy in the present because they had everything they needed: their parents, friends and health. 
‘I think I'm happy. I have my parents, I have my friends, I am healthy… I believe that, up to that point, I am happy.’

(Helen)
‘…there are other people who feel much worse than me… so when I compare myself to them, I feel fine I have everything I need.’

(Lucia)
Not living in the moment, not enjoying simple things in the present is a great obstacle to happiness. Living in a present state of contentment and joy could influence students’ levels of happiness (Spring, 2007) and, unfortunately, only a few students appeared to do this. 
Students’ childhoods appeared to have become less enjoyable due to the pressure of the school. As students go into higher grades, the workload drastically increases which gives them less time to spend with friends and increased stress (Barlow 2003). 
 ‘I think I'm quite happy, but I've been quite nervous and stressed about secondary school and its obligations...’

(Gerasimos)
‘I believe that, at this age, we have no reason to be unhappy. As far as my health is concerned, I am fine, there is nothing to worry me, but also there is nothing special to please me.’

(Afroditi)

‘I'm generally very tired of school and homework... but I do some things that please me, like my hobbies or going out with my friends and my family – but I would like to have more time for those.’

(Christos)

‘I would say that I am quite OK, but I could of course be better... right now, I do not even have a hobby except going out with my friends sometimes, so I believe I could be much happier.’

(Amalia)

‘…with the prospect of the summer that is coming, yes, we are [happy]... we will not have to study all day, and I will have time to do my hobbies.’

(Gerasimos)
The majority of the students appeared to be willing to spend an enormous amount of their lives and time and energy trying to make happiness happen in the future, and they often remained unhappy and discontented with their life situation in the present. They seemed to suffer from a lack of resources that constitute objective happiness, such as free time for rest, hobbies, friends, etc. This arguably results in significant loss of life satisfaction, well-being and hope, as well as creating a spectre of growing uncertainty, precariousness and anxiety. They appeared to have limited sociability and an increased sense of duty and obligations.
5.3 Students’ views on the relation of education and happiness
5.3.1 The effect of education on happiness

In the view of several students, education
 contributes to happiness by being a vehicle that takes them closer to their future dreams. As we saw in the previous section, students define happiness mostly in terms of financial success and they put their hope for happiness into the future. Thus, they accept the ‘misery’ of their school years as a ‘bad chapter’ in the story of their lives, and as a ‘torture’ that they need to suffer through if they want to succeed and attain happiness in the future. Therefore, it can be said that, for the majority of the students, happiness is something that could only be experienced ‘out of school’, both spatially and temporally.
‘I believe that Gymnasium gives us the basis we need in order to move forward because, without it we would not be able to go even to the Lyceum.’

(Paul)
‘They just prepare us for the Lyceum. First we go through the torture here so that the Lyceum will not seem difficult to us.’

(Efi)
‘My dream is that there is no school in general.’

(Mateo)

Specifically, according to several students, education has both a direct and indirect effect on happiness. Firstly, in their answers, we find the effect of education on happiness through employment, income, labour status and other socio-economic variables. In other words, according to the students, people with a higher level of education have a higher probability of being employed and reaching higher income levels, and are thus more likely to report higher levels of happiness. Secondly, we find that education and the acquisition of knowledge has the effect of creating ‘self-confidence’ or ‘self-esteem’.

 ‘…I think, yes, education will help us achieve our goals in the future. It will help us progress in the future and become important...’

(Christos)
‘I think education makes us more mature, more confident. Namely, one who is highly educated does not speak in the same way as another who has not gone to school at all.’

(Christos)
Education, for some students, did not seem to touch their current interests. 

‘I think that for the profession I want to follow, education is not relevant at all. In a very few areas, education helps me.’

(Afroditi)

5.3.2 Students’ views of education

Several students described education mostly as a means to get credentials and to reach economic or career advancement. These students spoke of focusing their attention mostly on their occupational (economic) life; they wanted to succeed and this, according to them, as discussed in the previous section, required a university education. Although these students thought that education was necessary, their view of education concerned the rather narrow dimension of preparation for professional life in terms of knowledge.
 ‘OK, it has to do with what you want to become when you grow up... well, it might not be relevant to what you're doing, you might want to do something pioneering maybe, or something generic that does not need any education – or that needs very little. On the other hand, education is a very important tool that should [...] not only give you the various credentials... the official papers with which you build your CV. But it can also give you the experience and the knowledge that will help you realise your dreams… even in the situation that education is in today, it helps a lot.’

(Gerasimos)
For these students, education is linked with happiness only as long as it helps them find a job and have a substantial income. This excess materialism that appears in students’ replies may eventually have negative consequences for the psyche and contribute to unhappiness (Giroux 2011b).
There were, however, some students that regarded education and, specifically, schools, as places where students developed strong interpersonal relationships, expanded their capabilities, built their characters and acquired moral principles – all factors that seem to be most closely associated with personal improvement, productivity and happiness. 
‘Education can help the whole country move forward... when education was not compulsory, people could not help the country to develop.’
(Marileni)
‘…moral principles, friends…’

(Mateo)
‘I would say that all the subjects that we do at school are necessary and important. They make us see the world from different perspectives, so you can better understand the things that might be of interest to you in the future.’

(Michalis)
‘I believe that education is very important because, apart from knowledge, it gives us moral principles which are very important if we want to build a character that will help us in our social and professional life.’ 
(Marileni)
The students’ views above could be used to describe, in a nutshell, an education system that aims at fostering student happiness. According to Noddings (2015), if education would focus on developing strong interpersonal relationships and on building characters and conveying moral principles, then it could have the potential to be a key pathway to happiness.
5.4 Conclusions

To sum up, the impact of the crisis and the government’s austerity measures on students' well-being, practice, dreams and aspirations for the future, as students perceived it, has been immense, and has materialised as economic difficulties, changes to individual lifestyles, and a fall in living standards. In students’ replies, we can clearly see the tension between the material deprivation of the lower- and middle-class and the consumer logic in which they were nurtured until the crisis. This tension could probably explain the identification of happiness with the acquisition of certain material goods.
While it is important to view students as actively engaged in creating their social worlds, we should realise the way in which the structure of those worlds is already predefined by broader racial, gender and class relations. Habitus, then, is a means of viewing structure as occurring within small-scale interactions and activity within large-scale settings (Reay 2004). Habitus is not a self-sufficient mechanism for the generation of action: like a spring, it needs an external trigger, and so it cannot be considered in isolation from the definite social worlds (and eventually fields) within which it operates (Wacquant 2016). Thus, in the context of multiple crises in Greece, a context which is infused with misery, fear, tension and an increasing sense of insecurity, students’ habitus does not seem to be coherent and unified. It seems to be broken or splintered between a super-specialised instrumental rationality that has been cultivated in the education system and an inner need for cultivation, acquisition of personal interests and self-realisation. 
CHAPTER SIX: DISCUSSION AND CONCLUSIONS
Introduction
In this concluding chapter, I concisely summarise the findings presented in the previous chapters, I provide answers to my research questions, integrating relevant literature and theoretical insights, and I present the contribution to knowledge, methodology, policy and practice of my study. Specifically, I reflect on the theoretical framework deployed in this study and on the situation in contemporary Greece, and I provide a summary of the main conclusions. This chapter is organised into four sections. In the first section, I attempt to discuss several other aspects of the analysis undertaken in chapter four and five, and to relate the findings to the relevant studies reviewed in chapter one and the methodology of the study. Moreover, in this section, I include the possible implications that this study might have for education policy and future professional practice and research, and I outline the rationale behind my proposals for particular policy alternatives, potential solutions or courses of policy action for education. In the second section, I reflect on the analysis and the main findings of the research study presented, and I discuss the scope and some of the limitations of my study. I also attempt to explore how these limitations could be developed in new scholarship, perhaps by the readers of this report, and I include proposals for different tools and frameworks for future research. In the third section, I present the dissemination measures for my findings (how, to whom and for what purposes). In the final section, I bring the report to a close with several concluding remarks. 
6.1 Discussion

In the view of the students interviewed, the multiple crises in Greece have had a severe and destructive impact on the access to free quality education for all. Students described a material crisis with implications for their schools, and detailed some of the challenges they faced because of it – such as a serious shortage of teaching materials, and also a lack of funding available for basic requirements such as heating educational facilities, maintaining libraries, or even hiring teachers. Under these circumstances, students reported, many schools have become scarcely able to function properly. Students’ views on the impact of the multiple crises on education are congruent with the findings of much of the relevant research and literature on the impact of the Greek socio-economic crisis. Thus, I could say that my research extends knowledge by reinforcing current thinking and that which is already known. 
Regarding ethnic diversity, racist incidents between students as well as between teachers, students and parents, and regarding inequalities in education, the majority of students initially used politically correct language. However, as the discussion moved forward, more students seemed to move away from this to discuss diversity in a more open way. The students stated that, in this era of multiple crises, racist incidents towards refugees and immigrants in general had increased, both because of the rise in their numbers in Greece and because of the rise in the number of immigrant and refugee students in schools. In their attempts to discuss the incidents of racial violence, some students put forward that, during this period of social, political and economic crisis, immigrants and refugees had unfortunately served as scapegoats, and had provided a distraction from the real causes of the crisis; they presented easy targets for fighting and bullying. If we look at the past, we see the revival of extremist movements in periods of crisis. It is likely that we are witnessing the same phenomenon in Greece today. 
Throughout this study, most of the students suggested that there should be changes to the ways Greek schools function, in order to meet the new challenges brought about by this time of multiple crises in the country. Greek schools, according to them, need better buildings, libraries and books, new technology infrastructure, and more teaching staff – although, given the current economic policies of austerity, these are unlikely to be priorities for the government. It can be argued that the students dreamt of a better education within a self-evident limiting framework; they highlighted material shortcomings, they suggested changes to infrastructure and equipment, and spoke in terms of training and preparation for the labour market rather than in terms of pedagogy. By ‘changes’, these students seemed to mean looking at schools through a different lens, as well as changes merely to the organisation of schools, to the professional development of teachers, or to the curriculum – changes which mainstream approaches in policy and practice set out to implement. In my opinion, reforms and reorganisations in these domains would only succeed in refreshing and refining the processes of alienation and subjection that led to the current multiple crises in Greece.     
However, there were some students who had the insight that education is not simply about knowledge, and these suggested an overall change to the learning system and to the purpose of education. From my personal standpoint, only if we change the purpose of education will we allow everything else to change (Montgomery et al. 2016). Any radical change to education should start from the very roots of the education system, from its basic meaning and purpose (ibid; De Lissovoy 2010). 
According to the aforementioned students, a new education system should be more flexible and responsive to students’ capabilities and interests, it should bring out the potential in every student, it should try to support students in finding their talent and making it bloom, it should aim to broaden students’ horizons, help them build well-rounded personalities and characters, and teach them how to behave, how to learn, how to love and seek knowledge, how to cooperate and debate. Moreover, in a new education system, active and meaningful learning should take the place of rote learning. 
These students’ views about what needs to be done in Greek schools align with what Fielding and Moss call ‘the common school and the school of diversity’ – that is: schools committed to ‘a recognition of singularity, a resistance to working with pre-defined categories and outcomes, support for the construction of identities and solidarities, and a desire to experiment in learning and other projects’ (Ball 2013, 29). Such schools would be committed to finding new ways of valuing diversity and building inspirational and reflective identities within a pedagogic community (Smyth and Wrigley 2013).                                                                            
It is encouragingly optimistic and hopeful that there are students in Greece who still have the urge to consider and suggest possibilities for a different and better education system, despite the fact that they themselves face a very difficult material crisis, with implications in both practical and moral terms. We could argue that, in these students’ replies, we can find some traces of thinking against the forms of dehumanisation that are inherent to the Greek education system – traces that the theories of resistance that critical pedagogy lies on would describe as an important space for discussions about critical work that aim to transform education and society in some fundamental way (Jennings and Lynn 2005). 
For example, some students stated that Greek schools need to change the way they assess their students. These views are consistent with a multitude of theoretical and philosophical arguments against testing and grading. A century of education and education reform, along with more than three decades of high-stakes testing and accountability, has led to a historical failure of testing and grading. The existing assessment procedure negatively influences social justice, race, class, and gender, and consolidates and legitimises the reproductive function of the school mechanism as reflected in the characteristics of the school careers of the offspring of the exploited and dominated classes (Reynolds and Trehan 2010). 
For critical pedagogues, the struggle for a change in assessment is a critical point for intervention and action in favour of less socially advantaged students and school democratisation in order to, in practice: (a) resist dominant social relations that shape class features in the school, (b) negate the negative school verdicts that act as self-fulfilling prophecies, generate social stigma, but also result in reinforcing the establishment, and (c) create prospects for the application of progressive liberation practices at school (Liambas 2019). 
Perhaps moments of misalignment and tension in students’ lives may give rise to critical thinking about education and social change. As can be noted in Bourdieu’s work and, in particular, in The Weight of the World (1999), there is a great deal of striving, resistance and action aimed at changing current circumstances as many of the poor and dispossessed, such as those interviewed by Bourdieu and his colleagues, search around for ways of changing and transforming their lives. Often, as Bourdieu (1999) argues, the movement of habitus across a new, unfamiliar field may lead to resistance and action. The same, we could argue, may be happening in Greece in this era of multiple crises. 
Τhe impact of the multiple crises in Greece, as students perceived it, has materialised as economic difficulties, changes to individual lifestyles, and a fall in living standards. In particular, students highlighted families suffering from material deprivation, as well as a partial or total inability to meet emergency expenses or payments for rent and bills. As a consequence, they noted, many families had become disorganised and experienced high levels of stress. In addition to the issues mentioned above, most students argued that the multiple crises in Greece had affected their everyday lives and well-being in many ways. The majority of the students pointed out that the socio-economic crisis brought not only economic problems but also their concomitant negative psychological effects. Insecurity had become commonplace. They described the social space today as being infused with misery, fear, tension and an increasing sense of insecurity. 
Several students reported that this impact has been immense, particularly for the lower and middle classes. Thus, it may well be argued that the multiple crises have aggravated the effects of inequality (Blyth 2013). In students’ replies, we can discern the affective aspects of living in an unequal society in the era of austerity. In this era, the students under study, most of whom are middle class, experience uncertainty, ambiguity, insecurity, anxiety and a sense of deprivation; these affective experiences have been embodied in their habitus and it could be said that they act as a reflection not only of the existence of social inequalities in contemporary Greek society but also as the starting point of social inequalities (Reay 2015). In her work Reay, is not claiming that specific affective experiences are aspects of particular individual or class habitus, but rather that the impact of these affective and psychological transactions becomes sedimented in a certain habitus (Reay 2015).
As stated by some students, there are both negative and positive possibilities coming from these multiple crises. These students reported that the difficulties of the crisis have made them more serious and more mature; they have ‘reorganised’ themselves and their lives and they have learnt how to live with less. However, the drawback of this earlier maturity, as they declared, is that they have also become more worried and find it difficult to enjoy their childhood. 
Some students argued that this era of crisis could become a time of reform and opportunity for the whole country. The responses of these students suggest that, regardless of the severe distress this crisis has caused, something good is emerging. As George (2010) and Gamble (2009) argue, the crises could be considered an opening towards alternative scenarios or remedies, a major turning point which could lead to new institutions, new alignments, new policies, new initiatives and new ideologies. 
Regarding dreams and aspirations for the future, the majority of students’ aspirations appeared to be shaped by gender-specific ideas about certain jobs. Boys aspired to take on roles in traditionally male-dominated sectors, while girls gravitated towards female-dominated sectors and professions. It could be said that students’ ambitions, dreams and aspirations for the future seem to be influenced by their socio-economic background (Reay 2015), and are related to their socio-economic situation and to their objective life conditions and the difficulties they face in their families in this age of austerity​​. 
Understanding students’ aspirations and how they are shaped by their habitus is vital in gaining an understanding of the decision-making processes which young people experience. As Dumais (2002) argues, students’ aspirations and educational expectations are part of their habitus because they represent a person’s perception of his/her place within the social structure and reflect what is considered possible and desirable for them to achieve. ‘Habitus is this ‘can-be’ which tends to produce practices objectively adjusted to the possibilities’ (Bourdieu 2000, 217). Children internalise perceptions and develop evaluations of themselves relative to other people within multiple contexts. Consistent with Bourdieu’s theory (ibid), these perceptions are developed early in life and are to a great extent influenced by family context and by school and friends. 
Parental practices, as well as parental educational expectations, which are class-based and driven by parental habitus – ‘given who we are, what is possible for my child to achieve?’ (Lareau 2003; Roksa and Potter 2011) – contribute to emerging habitus in children. Thus, students’ educational expectations and aspirations for the future represent, to a certain extent, students’ interpretation of Bourdieu’s habitus as a set of dispositions, or a ‘feel for the game’ (Bodovski 2014). Children in privileged families usually grow up having the need for studying and for developing higher educational expectations instilled into them by their parents (Reay 2015). These dispositions are important for both higher academic achievement and attainment, but also for life success in general. It could be argued that, through parental practices and then students’ practices, expectations and aspirations are one of the ways the social reproduction is enacted in schools.
In this era of multiple crises, it appears that, for students, happiness is related mostly to personal achievements, professional and financial success. Students viewed and defined happiness in individualistic terms; in their view, self-improvement and personal development are their main goals in order to be happy. Moreover, they presented their future families, as well as the acquisition of material goods, as achievements necessary for happiness attainment. Students’ view of happiness seemed to be one-dimensional – a fact that is consistent with the values that are ​​traditionally cultivated in the Greek education system (Kalerante 2016). 
It could be argued that students’ conceptualisations of happiness are based on the needs and deficiencies that have emerged during the crisis, and centre around that which cannot easily be achieved in such difficult times, they form a ‘habitus of necessity’ that operates as a defense mechanism against necessity (Bourdieu, 2000). These middle-class students find themselves in an unfamiliar field, and they have developed dispositions and powerful emotional responses in response to this exposure. Students’ accounts reveal a great deal of anxiety about being contaminated by poverty and privation. Their fear of getting too close to need leads to a repudiation of need in order to maintain a sense of independence and achievement (Reay 2004).
In the view of the students, happiness is unattainable in the present, and is something that can only be experienced ‘out of school’, both spacially and temporally. This may have to do with the hard reality that young people and especially young people from lower classes undeniably experience in Greece (Chalari 2014). Students seemed often to remain unhappy and discontented with their life situation in the present and to put their hope for happiness into the future. Happiness will begin when they finish school and their studies and ‘go out’ into society. Students gave the impression that they were suffering from a lack of resources that constitute objective happiness, such as free time for rest, hobbies, friends, etc. They also appeared to have limited sociability and an increased sense of duty and obligation. This arguably may have resulted in significant loss of life satisfaction, well-being and hope, as well as creating a spectre of growing uncertainty, precariousness and anxiety. 
Here we can see clearly how the exterior – wider social structures such as the socio-economic crisis in Greece – is experienced and mediated by the interior, the psyche, and how it creates the proper conditions for a happy or unhappy life (Illouz 1997). We can also see how social class is actually lived, how it informs our inner worlds and shapes our life chances in the outer world (Reay 2005). As Ahmed (2010), Frey and Stutzer (2002) argue, social indicators can predict how happy persons with different social backgrounds can be. Spring (2007) alludes to the fact that those who are privileged enough to receive quality education benefit in multiple ways, from better health and better job prospects, to more chances for happiness. As such, relieving poverty is important to ensure the attainment of a certain level of happiness. 
According to several students, education contributes to happiness by being a vehicle that takes them closer to their future dreams. Education, for these students, did not seem to touch their current interests; they described it mostly as a means to get credentials and to reach economic or career advancement. There were, however, some students that regarded education and, specifically, schools, as places where students developed strong interpersonal relationships, expanded their capabilities, built their characters and acquired moral principles – all factors that seem to be most closely associated with personal improvement, productivity and happiness. 
As stated by the educational theorist Nel Noddings (2015), happiness and education are, properly, intimately connected. Happiness should serve as an important educational aim on several grounds. A good education system should contribute significantly to personal and collective happiness by supporting emotional development; it should help students feel good about who they are and where they come from, as well as helping them feel comfortable with others that are either similar to or different from themselves. Emotional development and happiness may ultimately disturb conventional class hierarchies (Illouz 1997). Noddings, starting from the belief that good educational practices can help bring happiness to all, argues that schools should take upon themselves roles which have been traditionally assigned to the family, and promote the ways of living that promote happiness (2015).
Today, in Greece, we live and work in a historic moment of intense and rapid social change, which offers many possibilities; a crisis is a historic moment of contestation, ‘in which the reordering of social arrangements becomes a possibility’ (Jones 2010, 793). Crises, apart from amplifying disorientation and increasing the sense of flux, force people into a bewildering array of new contexts that release creativity, energy and new possibilities (Bussey 2012). 
Our challenge in this era is to re-imagine our role as educators and researchers and find ways to create opportunities for students to build meaningful understandings of the world. Education is not about showing life to people, but about bringing them to life. The aim is not to get students to listen to convincing lectures by experts, but to get them to search for new fruitful configurations regarding their lives, to re-connect with the social sphere and its support mechanisms, to speak for themselves in order to achieve, or at least to strive for, an equal degree of participation and a more democratic, equitable, and just future (Ross 2019).

Drawing on critical pedagogy, I propose an inquiry into education that will not simply move in a reformist direction, but will oppose subjectivity and the individualistic approach to empowerment and, finally, will recognise the active role of human beings in making their own history. The theoretical tools do exist, but need to be reworked in light of evidence and theory generated during the multiple crises in Greece (Gounari and Grollios 2012). 
6.2 Further development: possibilities and limitations
My intention in undertaking this research study was to redress the lack of existing research, to contribute new knowledge, to add a new body of empirical evidence, and to address gaps for policy-making. My objective was to effectively discuss and provide a closer insight into possible ways of thinking about education, different from those that have been presented before, and to provide food for thought for any attempts to deconstruct or initiate radical change in the education system. My study concentrated on exploring secondary school students’ views on education and happiness, as well as on discussing the possible roles of schools in the process of promoting students’ happiness and creating democratic societies. Although this study was an initial endeavour, I believe that, throughout its course, I have managed to contribute to and uncover new knowledge, to address some of the issues identified in the literature review and to fill in a few of the aforementioned research gaps. 
I venture that the findings of this study may contribute to the improvement of educational policy by informing pedagogic, curricular and other educational judgments and decisions, and they may be utilised by advocacy groups to advocate for policy change at local and state levels. Furthermore, I submit that they will serve as an indication of the need for further research. Every research project has its flaws, and most research projects provide impetus to do more work; the same applies to my project.

The work that I undertook for the literature review of my study highlighted several areas where information and understanding of students’ views was lacking. Whilst some of these areas were addressed by the research detailed in this report, others did not receive enough attention and remain unexplored; these areas would benefit from further research. I am of the opinion that a great deal of research needs to be done in order to map some of the broader social, political and specifically the emotional dimensions of what is taking place nowadays in Greece. A start has been made, but additional investigation is needed; perhaps the following suggestions could form a basis for further research.
Within Europe, there is currently a rising interest in the impact of economic policies on education. Recent EU policy developments – but also broader sociological and cultural studies – show a noticeable trend towards efforts to develop and highlight a discourse on well-being, health and happiness, by putting the health and well-being of young people at the core of the social investment agenda. I am of the opinion that a future systematic and comprehensive study which could focus on an in-depth look at students’ lives, would provide new ways for exploring the practices and discourses through which well-being and happiness are constituted in order to understand patterns of inequality that affect happiness attainment in children. 
Additionally, a future research study could be conducted using a mixture of sociological and psycho-sociological frameworks applied to questions about the impact of the crisis on students’ happiness. Such approaches would perhaps allow researchers to explore the oft-hidden processes that shape the situation in the Greek education system and the possible inequality of students regarding potential happiness, to assess different experiences, and to consider the understandings developed by students in relation to the roles of education in an era of economic and humanitarian crisis.
to consider in the analysis of the possible inequality

of children regarding potential well-being,

In a future research study the focus group interviews could be followed by a national representative survey. In such a survey, researchers could use innovative techniques for data collection (such as online tools) that would appeal to young participants and could aim for a representative sample.
One issue which was raised in this study – that of the dimension of gender – was discussed briefly, and was not explored in full. In my view, this issue requires additional clarification and it should be an integral part of a future research study. Perhaps a new study, with research questions focusing on gender and following an intersectional approach, would be constructive. An intersectional approach in a research study would treat inequalities as multiply determined and intertwined, and gender as one of the various forms of social stratification (Choo and Ferree 2010).  

Thus, following an intersectional approach, a future research study could use gender as an analytic category to examine social and educational inequalities, as well as power relationships and practices in the psychosocial capabilities that students need to live a happy life. It could aim not only to highlight visible similarities and differences in the potential for well-being and happiness between girls and boys, but also to recognise how the diversity that stems from other categories affects this potential in different ways. Namely, during the analysis of sources and causes of differences between girls and boys, as well as of ways for overcoming these differences, it should be highlighted that it is not enough to identify what the situation is for girls and boys in general; it is also necessary to know how their race, class, age or any other category affects this situation. 

This study focused mostly on what has happened during the socio-economic crisis in Greece and Europe. It would be very interesting for further research to apply the content of this study to similar political, economic and civil issues occurring beyond Europe. The financial crisis started in the United States and involved financial institutions in many OECD countries. Thus, most analyses of the socio-economic crisis, including those by leading international institutions such as the International Monetary Fund, have focused mostly on OECD countries. This might give the mistaken impression that the developing world, even sub-Saharan Africa, has been less severely affected by the crisis and is recovering relatively quickly. The truth is that, when the crisis turned into a global economic recession, many developing and emerging market economies were affected, and these effects were as severe as the effects on developed countries (Green et al. 2010).
Therefore, it could be very interesting if, in another research study, comparative perspectives with countries beyond Europe were added. For example, it would be engaging to put education systems from countries from the South on centre stage and examine how these education systems were affected by the global economic and financial crisis and how they responded. A comparative approach could pave the way for tracing the causes behind the different ways different countries have coped with the crisis. The investigation of the differences and similarities in the experiences and strategies of communities from different socio-cultural contexts trying to alleviate the impact of austerity measures on social and educational inequalities and on students’ well-being and happiness might help us understand and propose strategies that aim at challenging and transforming societies and schools. The unique value of further research with comparative perspectives lies in its possible capacity to bring out the complexity of cultural influences that might otherwise pass unremarked; just as a fish is unaware that it is swimming in the water, people may not appreciate the contextual influences on their own conditions unless they are given insights into another context (Adamson 2012).
Finally, it would be very interesting for further research to focus on investigating in more depth the potential usefulness of students’ habitus in coping with the negative effects of the crisis, how well-adapted students are to the context of socio-economic crisis in which they find themselves, how a student’s personal history shapes their responses to the contemporary setting, how differences in habitus across communities within Greece are linked to levels of happiness, whether these differences in habitus have moderated the happiness effects of recent economic shocks, whether different students’ habitus has improved subjective well-being during the period of economic crisis, how the well-being of people can be enhanced overall, how the relative roles of habitus serve as determinants of happiness, and how habitus could improve resiliency in the face of crisis.
6.3 Dissemination
The main objective of this research study was to explore students’ views on education and happiness in Greece in times of crisis. My main intention was to enhance understanding of the need for education systems tochange in order to respond to the challenging and ever-changing circumstances of the socio-economic crisis in Greece. Schools have an active role in facilitating the social, physical and emotional well-being of students, and this is a role I aimed to illuminate through the findings of this study. 
The dissemination measures will be aimed at (1) academics/scholars, (2) the education sector, (3) stakeholders (e.g. teachers’ organisations), (4) policy-makers (5) NGOs and (6) the general public. The communication strategies, messages, means and language will be designed in the most efficient way for each group. The dissemination plan will include exchange of results through academic conferences, seminars, etc. to share gained knowledge and generate the feedback needed to enhance publishing opportunities in high-ranking international journals. 
Specifically, the goal of my dissemination effort will be to provide those people most affected by and most interested in this research with a summary of the key findings. Thus, firstly, I am planning to return my results to my research participants, as well as to other individuals in the schools where I conducted my research. Hence, I will send letters to all study participants (see Appendix H), thanking them for their involvement and giving them my contact details. I will then organise a dissemination event at each school, at which I will present the main findings of the study. 
Next, with the assistance of the National and Kapodistrian University of Athens, I will organise a workshop in which I will disseminate the project results, raise awareness and facilitate collaboration and the exchange of knowledge between scholars of similar research interests, policy-makers, other stakeholders, NGOs and teachers. I will also seek to present my findings in the form of a policy brief, focusing on the possible implications of my results for education policy, and outlining the rationale behind my proposals for particular policy alternatives, potential solutions or courses of policy action for education. 
Finally, I will make an effort to share my findings with an audience wider than that of teachers, researchers and policy-makers. I consider my topic to be one of interest to the broader community, and may reach out to this audience by writing an article for a general journal or even a national newspaper. I will make sure that my research activities will be disseminated in society through accessible language and means, thereby improving popular understanding of the social sciences. Direct engagement with the public will help me better understand public interest and popular concerns and will serve to identify issues for further research. My dissemination plan will occur after the submission of the final report, and I myself will be responsible for all dissemination activities.
6.4 Concluding remarks
This report begins with a discussion of the rationale and context of the study, and continues with a presentation of its theoretical perspectives. Subsequently, I have integrated relevant literature and theoretical insights, and I have tried to provide a synthesis of the work which has already been done on education and happiness in times of crisis within the last few years. Following this, I have presented my main research questions and I have briefly discussed the ontological and epistemological assumptions of my study, and the methodology that I used for my empirical work. I continued with an analysis of the data and a discussion of the main findings. This concluding section brings the report to an end offering not conclusions or solutions but possibilities. My study did not provide clear outcomes but described new problems, tensions and insights and provided food for thought for any attempts to deconstruct and initiate radical change in the education system. Thus it can be argued that it is not a final account but rather a set of starting points and openings, a set of partial views and temporary possibilities for thought and action.
Greece has entered a long period of challenging transition, during which the economic, the humanitarian and the refugee crises are reshaping the way people think about their society and themselves. One thing is certain: the current situation is untenable, and change is a necessity. In periods of great transition, when times are stormy and uncertain, and the well-being and happiness of children and young people is threatened, the role of education could not be more pivotal. Education systems need to develop robust and urgent responses to prepare students to think more critically and creatively about the future (Johnson and Hallgarten 2002; Kenway and Bullen 2000). Schools need to be sites for and participants in substantive social change, public spaces where projects are undertaken in response to the needs and the desires of the community, and places where young people grow to become more adaptable to change and learn to be proactive, developing skills that will help them face challenges, cultivate mutual respect and cooperation and build emotional happiness. They need to become places that give students the support they need to blossom in life (Fielding and Moss 2011).
Unfortunately, at this time of multiple crises in Greece, education cannot fulfill its role because it is under siege by neo-liberal capitalism. It is shrinking, it is losing its status as a social right, and is projected as a mere commodity for sale while, at the same time, it is becoming less democratic, de-theorised, and de-critiqued. At such a time, critical pedagogy, as a theory, as a movement, and as praxis, is clearly relevant and more than necessary. Critical pedagogy is the field of education that does not align with neo-liberalism, but seeks to overcome its obstacles – those posed by exaggerated technicality and the competitive and individualistic model. Thus, the critical pedagogy movement has a responsibility to rethink its views and practices in light of the crisis, to build active resistance to the aforementioned processes and engage in fostering an educational and social change that could lead to a more just, equal and fair society. 
We, as teachers, educators and researchers, are the captains of the ship that drives critical pedagogy forward. Through our work, we are tasked to relieve ‘the weight of the world’ (Bourdieu et al. 1999), which oppresses young people and causes them to suffer in numerous ways, and to ‘disclose the possibility of living together differently, with less misery or no misery: the possibility daily withheld, overlooked or unbelieved’ (Bauman 2000, 215).
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APPENDICES

Appendix A 

Invitation Email

Dear ……………. (Head teacher)

I have been notified by ………………….. that you have agreed for your school to participate in my research study, which is about the current social and economic situation in Greece and its impact on the patterns and forms that social and educational inequalities currently take, and on students’ well-being, happiness and life satisfaction levels. Please remember that any data pertaining to your school will be kept confidential. 
Therefore, I am taking this opportunity to send you further details. Please find attached an invitation to participate in the study with all relevant information, as well as the form of consent (proforma) to fill in and return to me electronically. I will be starting fieldwork during the first week of May (from the 3rd onwards). Please suggest any dates that would suit your school schedule in order to set up the focus group interview with the students of your school.

Thanking you in advance for your cooperation,

Best

Maria Chalari

Appendix B 

Invitation Attached to the Email
Dear Colleague,

As part of my postdoc fellowship at the National and Kapodistrian University of Athens, I am planning to conduct a research study in order to explore issues about the current social and economic situation in Greece and its impact on the patterns and forms that social and educational inequalities currently take, and on students’ well-being, happiness and life satisfaction levels. Therefore, I am seeking to interview secondary school students in Greece. 

Specifically, I would like to interview 8 students from your school between 13-15 years old (the 2nd and 3rd years of secondary school). All the interviews will be confidential, and they will be recorded and transcribed by me. Only I will have sight of the raw data. All data will be anonymised so that any identifying features (yourself, the students, the school, etc.) will be removed before the data is used in the written report. Participation is, of course, voluntary, and any information will be kept confidential, as it will be used only for the purposes of this particular research study.

The focus group interview will last around 90 minutes. I would greatly appreciate your willingness for your school to participate in my study. Your students’ input will be invaluable for this research study. Please indicate whether you are interested in participating by filling in the proforma and returning it to me via email. 

If you need further information, please do not hesitate to contact me.

Kind regards,

Maria Chalari

Appendix C 
Proforma – Form of Consent (Head teacher)
Dear Maria,

Yes, I would like my school to participate in your project. My students will be available to be interviewed on the following date at the following time:

Date: ________________

Time: ________________

Name: _________________

Telephone: _____________

Signature: ______________

Appendix D 
Parent/Guardian Informed Consent for Children’s Participation in Research

and Information Sheet

Title of the project: Τhe impact of the socio-economic crisis on social and educational inequalities and on students’ well-being and happiness in Greece.
Main investigator and contact details: Maria Chalari, Postdoctoral Research Fellow, National and Kapodistrian University of Athens
email: maria.chalari.14@alumni.ucl.ac.uk, phone number: 210- 8945831, 637607782

This research study will focus on the impact of the socio-economic crisis on Greek education. Specifically, it will attempt to explore, through focus group interviews, issues about the current social and economic situation in Greece and its impact on the patterns and forms that social and educational inequalities currently take and on students’ well-being, happiness and life satisfaction levels. 

Thus, I am planning to interview sixteen secondary school students between 13-15 years old (the 2nd and 3rd years of secondary school). All the interviews will be confidential, and they will be recorded and transcribed by me. Only I will have sight of the raw data. All data will be anonymised so that any identifying features (students’ names, school, etc.) will be removed before the data is used in the written report. Participation is, of course, voluntary, and any information will be kept confidential as it will be used only for the purposes of this particular research study. The focus group interviews will last around 90 minutes.
I would greatly appreciate your willingness for your child to participate in my study. Your child’s input will be invaluable for this research study. 

If you need further information, please do not hesitate to contact me.
I have read and understood the points and statements of this form. I have had all my questions answered to my satisfaction, and I voluntarily agree for my child to participate in this study. 
Date: __/__/__
 Researcher’s Name and Signature               Parent’s/Guardian’s Name and Signature 
Appendix E 
Participant Consent Form and Information Sheet 
Title of the project: Τhe impact of the socio-economic crisis on social and educational inequalities and on students’ well-being and happiness in Greece.
Main investigator and contact details: Maria Chalari, Postdoctoral Research Fellow at the National and Kapodistrian University of Athens
email: maria.chalari.14@alumni.ucl.ac.uk, phone number: 210- 8945831, 637607782

Purpose of the study

This research study will focus on the impact of the socio-economic crisis on Greek education. In particular, it will explore, through group discussions, the problems that students face in their everyday lives (in their families and their schools) due to the social and economic crisis, as well as their thoughts on the role that education can play in addressing these problems.
Research procedure
You will take part in a group discussion without the presence of your teachers that will be coordinated by the researcher. The whole procedure will last around two (2) hours. In the first hour, the researcher will present the objectives of the research study. In the second hour, the group discussion will take place. The focus group will be recorded exclusively for the needs of this research study, and the sound file will be destroyed at the end of the study.
Dissemination of results 
Your participation in this study implies that you agree with the dissemination of its results, provided that the information published is anonymous and that your names are not disclosed.
Information

If you need further information about the purpose or the procedures of the study, or if you have any questions or doubts, please do not hesitate to contact me. 
Participation and withdrawal
Your participation in the study is voluntary. You have the right not to answer questions and, if you feel uncomfortable in any way during the interview session, you have the right to withdraw from the interview. 
Consent for participation 
I have read and understood the points and statements of this form. I have had all my questions answered to my satisfaction, and I voluntarily agree to participate in this study. 
Date: __/__/__

 Researcher’s Name and Signature                         Participant’s Name and Signature 

……………………………………..                        ….............................……………….

Appendix F  

The main part of the study

A) Presentation of the aims and the procedure of the research study - 

Getting to know the participants (10-15 minutes)
Presentation of the researcher

Presentation of the research study
Icebreaker game 
B) Focus group interview
General and indicative discussion topics for focus groups

The consequences of the socio-economic crisis
- How has Greek society changed in recent years because of the socio-economic crisis?

- Are there any consequences of the socio-economic crisis for schooling and young people? [If so] What kind of consequences?

- Using examples from your school and your own experience, describe some of the challenges that you face in your everyday life (in your family and your school) because of the socio-economic crisis.
Educational and social inequalities
Some of the questions to follow after reading the book extracts:
- Can you imagine how this child feels?

- If you were in her position, how would you feel?

- Have you experienced a similar incident in your class?

- Do you think that such incidents have increased due to the crisis? 

Well-being and happiness 
Some of the questions to follow the video presentation:
- Did you like the video?
- What did you like most?
- How do you imagine yourself in 10 years’ time?

- What are your dreams and your aspirations for the future?

- Does education help you in realising your dreams? 

- What is happiness for you?

- Do you think success makes people happy?
- Do you feel happy?

- What is your level of satisfaction with your life, on a scale of 1 to 10? 

Hope for a different education system

- Do you think the Greek education system should change in order to meet the new challenges that have been created by the current political and economic changes in Greece? [If so] In what ways? 
- What is education for?

- I would like you to imagine and describe your ideal school (goals, subjects, building, activities, skills, attitudes and values being taught, etc.).

C) Debriefing and evaluation (5 minutes)
Try to think of a word or phrase that sums up your feelings at the end of this discussion.

What will you especially remember from today’s discussion?
Is there anything else you would like to add?

Appendix G 
Profile of interviewees
	 1st school:
	 Located close to the city centre with a large percentage of students   from immigrant and working-class Greek families.

	 Pseudonyms 
	 Year of secondary school
	Age
	Gender
	 Nationality

	 1. Vassilis
	2nd
	13
	M
	 Greek

	 2. Mateo
	3rd
	14
	M
	 Albanian

	 3. Aris
	2nd
	13
	M
	 Greek

	 4. Paul
	3rd
	15
	M
	 Greek

	 5. Helen
	3rd
	14
	F
	 Greek

	 6. Maria
	3rd
	14
	F
	 Egyptian

	 7. Efi
	2nd
	13
	F
	 Greek

	 8. Lucia
	2nd
	13
	F
	 Greek


	 2nd school:
	 Located in a southern suburb of Athens with students from middle-class Greek families, with a small percentage of immigrant  students.

	 Pseudonyms 
	Year of secondary school
	Age
	Gender
	Nationality

	 1. Marileni
	3rd 
	14
	F
	 Greek

	 2. Amalia
	3rd
	15
	F
	 Greek

	 3. Nikos
	2nd
	13
	M
	 Greek

	 4. Christos
	2nd 
	13
	M
	 Greek

	 5. Litsa
	2nd 
	13
	F
	 Greek

	 6. Afroditi
	2nd
	13
	F
	 Greek

	 7. Gerasimos
	3rd
	14
	M
	 Greek

	 8. Michalis
	3rd
	14
	M
	 Greek


	 Key to transcripts

	 Italics
	 Fragments of data

	 (…)
	 Data edited out


Appendix H 

Thank-you letter
	Dear (name of the participant), 
I would like to thank you for your participation in my research study. The information you shared with me will contribute to a better understanding of the current social and economic situation in Greece and its impact on the patterns and forms that social and educational inequalities currently take, and on students’ well-being, happiness and life satisfaction levels. Please remember that any data pertaining to you as an individual participant will be kept confidential. 
Once all the data for this project has been collected and analysed, I plan to share this information through journal articles, seminars, conferences, and presentations. If you are interested in receiving more information regarding the results of this study, or if you have any questions or concerns, please feel free to contact me at maria.chalari.14@ucl.ac.uk. In particular, if you would like a summary of the results, please let me know.
Sincerely,
Maria Chalari


� I will address the different definitions of happiness and their ambiguities in section 1.5 and subsequently, I will attempt to define happiness ‘bottom-up’, through students’ views.





� Kliafa, M. (2014). People can’t be bothered to read sad stories. Athens: Kedros. (in Greek)


� 13th Dimotiko School of Serres (2015). 1st Award winning video: The other side. Available at: �HYPERLINK "https://www.youtube.com/watch?v=hpGKv0n6whA"�https://www.youtube.com/watch?v=hpGKv0n6whA�. [Last accessed March 2019.] (in Greek)


� Ι have translated all quotes word by word and Ι have not glossed it over with non-sexist language.


� By ‘education’ here, students mostly refer to formal education that takes place at school and not the informal education that might involve outside learning e.g. from doing coursework, assimilating news media or works of art and culture, taking part in work-related training and experiences, or from social interaction and routine as well as extra-ordinary life experiences.
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