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LIFELONG LEARNING
AS A RIGHT?
EUROPEAN PERSPECTIVES
The rhetoric of many national governments and international organisations
views lifelong learning as a right for everyone. But what is the reality of lifelong
learning – is it a right that is fulfilled in
Europe today? How can lifelong learning
promote inclusion and empowerment?

Magda Trantallidi

Tarja Tikkanen
NEW OPPORTUNITIES AND OLD 
CHALLENGES FOR OLDER WORKERS

‘The Nordic model’ is based on values
of equal opportunity and the policy and
practice of social dialogue. The writer
suggests that this model provides a framework that supports older employees in
remaining active in the worlds of work
and learning and supports their active
ageing at work. Specific attention is paid
to the mediating role of labour unions.

The Chief of Department at the Ministry
of Education and Research envisages
that, in the future, increasing attention
will be given to tailored and flexible
learning provision and the recognition
and validation of prior learning.

Kajsa Pösö, Brita Hedalm and
Arja Skogqvist

Considering the current situation of
Swedish adult education in relation to
its traditions and historical development,
the writer criticises the trend that reduces
adult education, in terms of lifelong learning, to economics and human capital. He
argues that adult education and lifelong
learning have to be completed in a new
way by perspectives of democracy and
humanism.

IS LIFELONG LEARNING A RIGHT?

There is general consensus that lifelong
learning should become the conceptual
basis guiding all future education and
training policy, and that it is at the heart of
labour and social issues. The writer aims
to produce an integrated picture of the
policy and legislative frameworks at both
international and European levels.

Peter Mayo
COMPETENCES AND THE RIGHT TO
LEARNING

The educational discourse that highlights
‘commercially and market-oriented’
type of competences is widespread and
reflects a broader discourse that promotes
entrepreneurship, competitiveness and
the mobility of capital and labour. The
writer analyses the implications of this
discourse and proposes the right to an
alternative and more expansive notion of
lifelong learning, related to the concept
of critical citizenship.

Ari Antikainen
PARTICIPATION, WELFARE REGIME, AND 
LIFE HISTORY

The writer considers the conditions, context, processes and effects of participation
in adult education, with specific focus on
“the case of Finland”.

Slavica Borka Kucler
ROLE MODELS ATTRACT

The Slovenian Institute of Adult Education (SIAE) is attempting to establish
a culture of learning by promoting
examples of good practice. To this end
the SIAE has designed a promotional
campaign based on a collection of filmed
profiles of adult learners to inspire others to learn.

Adult education and Sweden’s
presidency of the EU. Interview
with Geoff Erici 

LIFELONG LEARNING FOR 
IMMIGRANTS AGED 50+

Combining formal and non-formal learning, a project in Sweden aims to integrate
immigrants over the age of 50 in the
society. The writers show how lifelong
learning is promoted by disseminating
knowledge and information, promoting
personal wellbeing, facilitating entry into
the labour market, increasing knowledge
of the Swedish language and helping immigrants participate in social activities.

Bernt Gustavsson
Swedish adult education in a 
critical perspective

COMMENTARY

Renée David Aeschlimann
Lifelong learning: An individual 
right or a consumer good?

Ari Myllyviita and Maija Aksela
VIRTUAL MENTORING FOR NOVICE
TEACHERS

The writers describe a project that focuses
on using ICT tools to create and maintain networks between teacher students,
novice teachers and their mentors in
mathematics and chemistry education.
The overall aim of the project is to support teachers’ professional development
and lifelong learning.
LLinE PROFILE: József Katus
LIFELONG LEARNING FOR INCLUSION

With a background in government communication and higher education, József
Katus’ work in the civil society has aimed
at contributing to European reunification
and furthering the quality of life of people
with disabilities.
ADULT EDUCATION IN SWEDEN

In this issue LLinE introduces the adult
education field in Sweden, which holds
the EU presidency from 1 July to 31
December, 2009.
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LITERATURE

Matthias Finger
From the global zoo of adult 
education books

Global perspectives on adult education
Ali A. Abdi and Dip Kapoor (Eds.)

M

any critical voices have
been expressed in
recent years about
what is wrong with
education and how it might be
changed. This rush of concern from
educators, policymakers, business people, and others is in many respects well
founded. As our world has shifted into
a complex world based largely on
information technologies and knowledge work, the success and wellbeing
of nations and people is now tightly
tied to the individuals’ ability to learn.
In fact, our future depends now, as
never before, on our right and possibility to learn.
Although the right to learn is pivotal
in our present time, educational practices that are truly successful in educating everyone to high levels of intellectual, practical, and social competence
continue to be, in every sense of the
word, exceptional. Although many
such educational efforts have been invented, they have lived at the edge of
the system, rarely embraced or supported by the systems in which they
struggle to exist. Moreover, they have
never become sufficiently widespread
for every learner to have access to
them.
This issue of LLinE is based on our
January conference ‘Lifelong Learning
as a Right? European Perspectives’ and
explores the ways in which we can ensure a right to learn for everyone. We
also ask critically whether our efforts
are only lip-service or can we really
take action and make a difference to
educational policy and practice, and
ensure the right to learn for everyone
across the lifespan?

formal institutions are managed by
procedures that have little chance of
ensuring satisfying learning. It is rare to
encounter the kind of democratic education that is able to provide access to
everyone to think well and independently, to apply what has been learned,
to produce high-quality work, to take
initiative, and to work effectively together. These abilities are central to the
changing demands of society and to the
goals of
‘ current educational reforms.
Hundreds of reports have been issued and thousands of pieces of legislation passed to try to redesign education
so it can prepare a more diverse group
of future citizens who are able to learn
at much higher levels, cope with complexity, use new technologies, and
work cooperatively to frame and solve
problems. Building a system that can
educate people for contemporary society requires:
• Education for understanding. That
is, to educate all students, not just a
few, to understand ideas deeply and
perform proficiently.
• Education for diversity. That is, to
educate in ways that help different
kinds of learners find productive
paths to knowledge as they also
learn to live constructively together.
• Educating for wellbeing and joy of
learning.
These efforts require a new paradigm for education policy - one that
shifts policymakers’ efforts from designing controls to developing capacity
among educational institutions and educational professionals to be responsive
to learners’ and community needs and
concerns.

tance of international and cross-disciplinary educational research to advance
the right to learn for everyone. In particular, the research community should
focus on:
• encouraging the development of a
new research culture and new research partnerships and the creation
of interdisciplinary and international
research projects around the problems of learning;
• finding a way of managing the
challenges of lifelong and life-wide
learning in order to avoid a new
kind of exclusion;
• creating a solid quality interdisciplinary research base for developing
teaching and learning in different
educational and working-life contexts; and
• anticipating future learning needs
from the point of view of society,
culture and the individual.
These are important areas for research which should guide educational
policy and practice for lifelong learning, promoting the right to learn.

Joining forces
The right to learn in action
Although the right to learn is prominent in the rhetoric of lifelong learning
policies, educational practices in many

In addition to emphasizing the importance of the quality of education and
expertise in educating diverse individuals, I would like to stress the impor-

Kristiina Kumpulainen
Editor-in-Chief of LLinE
Director of CICERO Learning
University of Helsinki, Finland
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e d i to r i a l

The right to learn

ot h e r t h o u g h ts

Rights: A glossary of terms
Rights and entitlements

Legal frameworks

A right is a legal or moral entitlement
or permission. If something is a right,
you are morally or legally entitled to do
it or have it.
Human rights refer to the “basic
rights and freedoms to which all humans are entitled”. Examples of rights
and freedoms which have come to be
commonly thought of as human rights
include civil and political rights, such as
the right to life and liberty, freedom of
expression, and equality before the law,
as well as social, cultural and economic
rights, such as the right to participate in
culture, the right to food, the right to
work, and the right to education.
The right to education is recognised
as a human right in the Universal Declaration of Human Rights (UN, 1948,
Art 26), and the International Covenant
on Economic, Social and Cultural
Rights (UN, 1966, Art 14). The right to
education may also include the right to
freedom of education.
Freedom of education incorporates
the right of any person to manage their
own education, start a school, or to
have access to the education of their
choice without constraints. Freedom of
education is meant to eliminate any
monopoly on education. It is a legal
concept that has been included in several national constitutions.
The right to learn includes but goes
beyond the right to education: it represents a shift of emphasis from learners
as recipients to learners as actors. The
right to learn means the right to question and analyse, the right to access information, to reflect and to make informed decisions affecting one’s life and
community.
A statutory right is a right that has
been formally written down in law.
An entitlement to education is the
right to have it. If a law entitles you to
have educational opportunities, it gives
you the right to access them. Entitlement is a guarantee of access to benefits
because of rights. The legal term, however, carries no value judgment: it simply denotes a right granted.

(Public) international law is the term
commonly used for referring to the system of implicit and explicit agreements
that bind together nation-states in adherence to recognized values and standards. It differs from other legal systems
in that it concerns nations rather than
private citizens.
European Community law is the first
and only example of a supranational
legal framework. EC laws can enforce
legal norms against and for member
states and citizens, in a way that public
international law does not. In order to
carry out their task, the European
Council, acting jointly with the European Parliament and the Commission
make regulations and issue directives,
take decisions, make recommendations
or deliver opinions.
A regulation is a legislative act of the
European Union which becomes immediately enforceable as law in all member states. A regulation has general application and it is binding in its entirety. Regulations can be distinguished
from directives which, at least in principle, need to be transposed into national law.
A directive binds each relevant member state to the result to be achieved
but it leaves it to the national authorities to choose the form and methods.
A decision is one of the three binding instruments provided by secondary
EU legislation. A decision is a law
which does not have general application. It only applies to the particular
addressee of the decision (be it member
states, companies or individuals). A decision is binding in its entirety upon
those to whom it is addressed.
A recommendation is one of two
kinds of non-binding acts cited in the
Treaty of Rome. Recommendations are
without legal force but are negotiated
and voted on according to the appropriate procedure. Recommendations
differ from regulations, directives and
decisions in that they do not bind
member states. However, they do have
political weight. A recommendation is
an instrument of indirect action aiming
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at preparation of legislation in member
states, differing from a directive only
by the absence of obligatory power.
The principle of subsidiarity specifies that in areas that are not within its
exclusive powers, the Community shall
only take action when objectives can
best be attained by action at Community rather than at national level. A
policy of harmonisation contravenes
the principle of subsidiarity.
National legislation or statutory law
is law which has been promulgated or
enacted by a legislature or other governing body. The term may refer to a
single law, or the collective body of enacted laws, while ‘statute’ is also used
to refer to a single law. Before an item
of legislation becomes law it may be
known as a ‘bill’. However, it is typically also known as ‘legislation’ while
it remains under active consideration.
Policy frameworks
A policy is a set of activities (programmes, strategies, procedures, laws,
rules) directed towards a single goal or
general objective.
A strategy is a selection of priority
actions selected according to the urgency of needs to be met, the gravity of
problems to be solved, and the chances
of actions envisaged being successful.
In the formulation of a strategy, objectives are selected and graded, and their
levels of ambition determined.
Re f e r ences
United Nations (UN). (1948).
Universal declaration of human
rights. New York: UN. Available
from http://www.un.org/en/
documents/udhr/.
UN. (1996). International covenant of
economic, social and cultural rights.
New York: UN. Available from
http://treaties.un.org/doc/
Publication/MTDSG/Volume%20I/
Chapter%20IV/IV-3.en.pdf.

Magda Trantallidi
magda@gsae.edu.gr
magda.trantallidi@gmail.com

Participation in lifelong learning1 total expenditure on education2 and total population having
completed secondary education in 32 European countries
Data from 2006. p=provisional value; b=break in series; e=estimated value; u=unreliable or uncertain data

Country

Austria
Belgium
Bulgaria
Croatia
Cyprus
Czech Republic
Denmark
Estonia
Finland
France
Germany
Greece
Hungary
Iceland
Ireland
Italy
Latvia
Lithuania
Luxembourg
Malta
Netherlands
Norway
Poland
Portugal
Romania
Slovenia
Slovakia
Spain
Sweden
Switzerland
Turkey
United Kingdom

Total
participation
in lifelong
learning (%)
13.1
7.5
1.3
2.9
7.1
5.6
29.2
6.5
23.1
7.6
6.5
1.9
3.8
27.9
7.3
6.1
6.9
4.9
8.2
5.4
15.6
18.7
4.7
4.2 (p)
1.3
15.0
4.1
10.4
32.0 (e)
22.5
1.8
26.7

Participation
of women in
lifelong learning
(%)
14.0
7.6 (p)
1.3
2.8
7.8
5.9
33.8
8.6
27.0
8.0
7.3
1.8
4.4
33.7
8.7
6.5
9.3
6.6
8.7
5.4
15.9
20.2
5.1
4.4 (p)
1.6
16.3
4.4
11.5
38.3 (e)
23.4
1.4
31.3

Participation
of men in
lifelong
learning (%)
12.2
7.4 (p)
1.3
3.1
6.5
5.4
24.6
4.2 (u)
19.3
7.2
7.8
2.0
3.1
22.4
6.0
5.7
4.1
2.9 (u)
7.6
5.4
15.3
17.2
4.3
4.1 (p)
1.3
13.8
3.8
9.3
26.0 (e)
21.7
2.1
22.2

Total public
expenditure
on education
(percentage of
GDP)
5.44
6.0
4.24
4.11
7.02
4.61
8.32
4.92
6.14
5.58
4.41
4.0 3
5.41
7.55
4.86
4.73
5.07
4.84
3.41
6.76 (b)4
5.46
6.55
5.47 5
5.25
4.28
5.72
3.79
4.28
6.85
5.50
4.05 6
5.44

Total
population
having
completed
secondary
education (%)
80.3
66.9
75.5
74.1
69.5
90.3
81.2
88.5
79.6
67.4
83.2
59.0
78.1
63.3
66.5
51.3
84.5
88.3
66.5
26.1
72.4
78.5 (b)
85.8
27.6
74.2
81.6
88.8
49.4
84.1
85.2
25.3
72.7

S o u r ces
Eurostat. (2009). Life-long learning by gender - Percentage of the adult population aged 25 to 64 participating in education and training. Retrieved 28 May, 2009 from http://epp.eurostat.ec.europa.eu/tgm/table.do?tab=table&init=1&langu
age=en&pcode=tsiem080&plugin=0.
Eurostat. (2009). Public expenditure on education - Percent of GDP. Retrieved 28 May, 2009 from http://epp.eurostat.
ec.europa.eu/tgm/table.do?tab=table&init=1&language=en&pcode=tsdsc510&plugin=0.
Eurostat. (2009). Total population having completed at least upper secondary education - Population aged 25 to 64 (%).
Retrieved 28 May, 2009 from http://epp.eurostat.ec.europa.eu/tgm/table.do?tab=table&init=1&language=en&pcode=t
ps00065&plugin=0.
E n d notes
1
Refers to persons aged 25-64 who stated they received education or training in the four weeks preceding the survey.
2
Includes direct funding of educational institutions, scholarships and public loans for students and their parents as
well as subsidies for educational activities to private firms or non-profit organizations.
3–6 Data from 2005
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i nt i me ont i me

Lifelong learning in numbers

l i f elon g le a r n i n g a s a r i g h t ? e u r o p e a n p e r s p ect i v es

Is

lifelong learning
a

right?
There is general consensus that lifelong learning
should become the conceptual basis guiding all future
education and training policy, and that it is at the
heart of labour and social issues.

Magda Tr a n t a l l i d i
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look at all of these areas in relation to
one another with the hope of producing
a fully integrated picture of the policy
and legislative frameworks at both international and European levels. (For a
glossary of relevant terms, see page 68.)
The international legal 
framework
The right to education is recognized by
four international instruments:
• the Universal Declaration of Human Rights (1948),
• the UNESCO Convention against
Discrimination in Education (1960),
• the International Covenant on
Economic, Social and Cultural
Rights (1966), and
• the Convention on the Rights of
the Child (1989).
Furthermore, the right to education
is recognized as a human right in the
Universal Declaration of Human
Rights. Article 26 underlines that:
Everyone has the right to education.
Education shall be free, at least in
the elementary and fundamental
stages. Elementary education shall
be compulsory. Technical and professional education shall be made
generally available and higher education shall be equally accessible to
all on the basis of merit.
Adult education, in particular, has
been recognized in the context of the
right to vocational training by Article
10 of the European Social Charter
which was signed by the members of
the Council of Europe on 18 October,
1961. Art 10(3) thereof obliges the
contracting parties to provide and promote ‘adequate and readily available
training facilities for adult workers’.
Moreover, the Convention against Discrimination in Education in Art 4(c)
imposes a legal obligation for the states
to promote equality of opportunity in
educational matters by encouraging
and intensifying ‘by appropriate methods the education of persons who have
not received any primary education

course and the continuation of their education on the basis of individual capacity’. In addition, technical and vocational education is recognized as a right
that should be made generally available
(Art 26(1)) and technical and vocational guidance and training programmes
are recognized as one of the means to
securing the full realization of the right
to work (Art 6(2) of the International
Covenant on Economic, Social and
Cultural Rights).
Finally, specific aspects of the right
to education through international
mandatory texts recognize inter-cultural education, multicultural education,
minority language education, linguistic
rights of minorities, parental educational rights and religious education as
well as the educational rights of minorities, indigenous peoples, the disabled,
women and girls and migrants and refugees.
It goes without saying that most
member states have ratified the above
mentioned major international instruments and have established relevant national legislation. Nevertheless, the recognition of education as a right is a
moral, not a legal obligation. It does
not imply an entitlement and financial
commitments for education. It is the responsibility of governments, therefore,
to establish statutory legislation, adequate structures, and provide funding
so that education is made available to
all human beings and that education is
free of charge, at least at primary or
compulsory levels.
The policy framework of the 
international organisations
In the following I consider the differing
visions of UNESCO, OECD and ILO
for a lifelong learning policy.
UNESCO
Education in UNESCO’s view should
last the whole life for all individuals. It
should not just be restricted to schools
or universities for a privileged or spe-
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L

ifelong learning is taken to
mean the comprehensive
provision of purposeful
learning opportunities
throughout every individual’s lifespan.
Learning throughout life fulfils many
social justice and sustainable economic
development objectives, including preparation for democratic citizenship, living together in peace, employment, and
personal and social fulfilment for quality life. Moreover, recent research
(OECD 2004; 2007b) suggests that:
• increasing the average education
level of the population impacts more
on economic growth than focusing
on individuals with high level of
qualific ations and competences;
• the expansion of education opportunities alone does not automatically
reduce differences in participation
rates between socio-economic
groups;
• there are significant systemic elements to some inequities;
• in addition to the emerging risk of
a “digital divide”, a “vicious circle”
operates, as those individuals who
have good foundation education are
also the ones who benefit more from
learning opportunities in later life.
In nearly all European countries the
debate about lifelong learning set off
by the Memorandum on Lifelong
Learning (EC, 2000) and its subsequent Communication (EC, 2001) has
led to something like a universal discussion of the importance of Europeanoriented adult education. Yet the effect
on national education policies, including legislation and funding, is still minimal, and little momentum is being sustained. At present most efforts are restricted to providing administrative and
financial frameworks. Any countries
that go further in law could be called
pioneers (EC, 2008).
However, it is not easy to separate
legal matters from financial and other
policy matters beyond the scope of legislation. The aim of this article is to
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cialized few. In 1990 UNESCO
launched Education for All (EFA), a
worldwide initiative to expand educational opportunities for children, young
people and adults by 2015. EFA goals
(UNESCO, 2000) include early childhood education and care, universal primary education, meeting the learning
needs of young people and adults, developing literacy and literate environments, promoting gender parity and
equality and improving the quality of
teaching and learning.
The global mid-term monitoring report (UNESCO, 2003) however underlined the fact that illiteracy is receiving
minimal political attention and remains
a global disgrace, keeping one in five
adults (and one in four women) in the
margins. The same report underlined
that there are millions of people who
lack opportunities to learn or who have
insufficient skills to assert this right.
The challenge is to enable them to do
so. This also implies the creation of
preconditions for learning through
awareness raising and empowerment.
According to UNESCO’s policy agenda, the provision of learning opportunities for all, including the unreached
and the excluded, is the most urgent
concern.
Moreover, in 1997, the Fifth International Conference for Adult Education (CONFINTEA V) issued the Hamburg Declaration on Adult Learning
(UNESCO, 1997a) and the Agenda for
the Future (UNESCO, 1997b). Both
political documents concluded that:
• Recognition of the right to education and the right to learn throughout life is more than ever a necessity.
It is the right to read and write, the
right to question and analyse, the
right to have access to resources,
and to develop and practise individual and collective skills and competences.
• Literacy, broadly conceived as the
basic knowledge and skills needed
by all in a rapidly changing world, is

a fundamental human right. It is a
necessary skill in itself and one of
the foundations of other life skills.
• Basic education for all means that
people, whatever their age, have an
opportunity, individually and collectively, to realize their potential. It is
not only a right, it is also a duty and
a responsibility both to others and
to society as a whole. It is essential
that the recognition of the right to
education throughout life should be
accompanied by measures to create
the conditions required to exercise
this right.
OECD
The OECD (1996) went somewhat further than UNESCO, taking lifelong
learning to mean: the continuation of
conscious learning throughout the
lifespan, emphasising that this must
embrace learning ‘informally at work,
by talking to others, by watching television and playing games and through
virtually every other form of human activity’.
OECD considers lifelong learning to
have four main features:
• Systemic view.
• Centrality of the learner.
• Motivation to learn.
• Multiple objectives of education
policy.
Moreover, OECD suggests action on
five systemic features:
• Improving access, quality and equity.
• Ensuring foundation skills for all
• Recognising all forms of learning,
not just formal courses of study.
• Mobilising resources, rethinking
resource allocation across all sectors, settings and over the life cycle.
• Ensuring collaboration among a
wide range of partners.
Recent studies (OECD, 2004) suggest that gaps in access to education
are particularly prominent in learning
opportunities for adults. Moreover, the
notion of access includes a concept of
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quality of learning opportunities,
which includes diversity of provision.
More diverse offerings can also help
strengthen the motivation to learn for
the young, which is a key consideration
for lifelong learning.
OECD, in terms of Human Capital
thinking, stresses the need for skilling,
re-skilling and up-skilling the adult
population, the need to give basic competencies to newcomers and the need to
make all skills visible. The OECD considers the national qualification systems
as a policy tool for promoting lifelong
learning. Therefore, it introduces the
notion of two types of mechanisms:
mechanisms with a strong role and
mechanisms with a supporting role.
Mechanisms are change agents to be
used as tools to strengthen policy responses for improving lifelong learning
into positive outcomes (OECD, 2007b).
ILO
The International Labour Organisation
(ILO) has a similar approach. The ILO
Recommendation on Human Resources
Development (ILO, 2004) was adopted
by the International Labour Conference at its 92nd session in June 2004.
This instrument recognizes that education and training are a right for all people and calls on member states to develop and implement education, training and lifelong learning policies that
promote people’s employability
throughout their lives. These policies
are best developed through a process of
social dialogue. For these policies to be
effective, they must form an integral
part of comprehensive economic, social
and labour market policies and programmes for economic and employment growth.
According to ILO, quality education, pre-employment training and
learning throughout life are the three
pillars for building and maintaining individuals’ employability. ILO’s recommendations can be summarized as follows:

European Community
legislative and policy
framework 
Education and training policy are the
responsibility of the EU member states.
Common European action on lifelong
learning is monitored by the European
Commission and is undertaken by governments on a voluntary basis. Therefore, all related legislative acts have the
form of Council Resolutions, Recommendations, Communications and
Opinions. The Community contributes
to the development of quality education by encouraging cooperation between member states and, if necessary,
by supporting and supplementing their
action, excluding any harmonization of
laws and regulations of the member
states. A policy of harmonisation contravenes the principle of subsidiarity.
Education and lifelong learning has
been identified as a core element in
EU’s growth and jobs strategy, also
known as the Lisbon Agenda. The establishment of a European area of life-

long learning (EC, 2001) is based on
important elements of existing European level processes, strategies and plans
concerning youth, employment, social
inclusion, and research policy. The
Commission identified the main issues
and areas of work as follows:
• Valuing formal diplomas and certificates and non-formal and informal learning in all sectors.
• Investing time and money in learning along with mechanisms for increasing private investment.
• Encouraging and supporting learning at the work place, including in
SMEs.
• Guidance and counselling.
• Providing opportunities to acquire
and/or update basic skills.
Since 2004, the Council and the
Commission adopt, yearly, joint interim reports on progress towards the Lisbon goals for education and training.
To measure progress, member states
agreed on concrete benchmarks to be
achieved by 2010. Additionally, given
the variety of initiatives and the fact
that some countries appear to be welladvanced, exchanges of good practice
are considered to be a useful instrument to improve the efficiency of the
adult learning sector. Since 2007, particular action has been undertaken to
address the particular issues of adults.
Therefore, key areas of the European
Action Plan for Adult Learning (EC,
2007) are to:
• analyse the effects of reforms in all
sectors of education and training in
member states on adult learning;
• improve the quality of provisions
in the adult learning sector;
• increase the possibilities for adults
to go ‘one step up’ - to achieve a
qualification at least one level higher
than before;
• speed up the process of assessment
of skills and social competences and
have them validated and recognised
in terms of learning outcomes;
• improve the monitoring of the
adult learning sector.

Current EU trends and
practice
European adult learning participation
rates, whether in higher education,
adult education or continuing vocational training and participation in lifelong learning activities varies considerably from one country to another.
Where there is mention of lifelong
learning in legislation, it adopts the
widespread notion of an educational
chain, the links being the institutions of
the education system including adult
education. This reflects the twofold
view of adult education as a part of the
educational continuum and also a link
or an entity in itself.
In a recent study, EAEA (2006) suggests that in all adult education systems, and in the regulations governing
them, there is no dispute about the
competence of the state to play a part
in shaping adult education, although
regulatory competence is frequently restricted to the creation of legislative,
administrative and financial frameworks, and the facilitation of cooperation and accreditation.
As a general rule, the part that is
given to general (non-formal/informal)
adult education within these strategies
also differs. In many countries there is
a marked focus on formal (school and
higher) education on the one hand, and
on vocational education and training
on the other. Nordic countries have a
strong tradition of general (liberal)
adult education but even so such a vocational shift is noticeable for instance
in the Danish educational reforms of
recent years. General education is formulated as a priority, predominantly in
the form of second-chance education
for or the acquisition of basic skills by
adults.
Forms of adult learning that are
more related to personal growth and
the values for active citizenship are
rarely defined as explicit priorities, although policy papers seldom fail to at
least mention them. There is also the
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• Skills and knowledge are the engines of economic growth and social
development. Education and training investments should be closely
linked to economic and employment
growth strategies and programmes.
Responsibility should be shared between the government (primary responsibility), enterprises, the social
partners, and the individual.
• To make lifelong learning for all a
reality, countries will need to make
major reforms in their vocational
education and training systems.
School-to-work schemes for young
people should integrate education
with workplace learning.
• Training systems need to become
more flexible and responsive to rapidly changing skill requirements. Reforms should also focus on how
learning can be facilitated, not just
on training for specific occupational
categories.
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principle of a learner-centred as opposed to a supply-based approach
which should be at the heart of adult
learning. Many documents put the
main emphasis on the skills need of the
society and the labour market. These
two perspectives are not mutually exclusive, but the learner side tends to be
submerged.
Legislative measures
Much legislation in the EU member
states takes into account lifelong learning considerations and priorities, but
there appears to be little or no legislation specifically on lifelong learning as
such. Only some countries, or states
within a federal country, have laws that
include a statutory right to:
• adult basic education;
• adult upper secondary education
to achieve post secondary qualifications in a publicly supported network of dedicated institutions;
• validation of non-formal and informal learning for access exemption
or gaining a part or full qualification.
Yet, national regulations on informal/non-formal adult education do exist. They tend to fall into the following
four categories:
• Regulations offering public financial support to providers of adult education.
• Regulations establishing individual
entitlements to educational leave.
• Regulations offering financial incentives to learners to take part in
education.
• Regulations establishing frameworks for the recognition of prior,
non-formal and informal learning.
In the majority of European countries’ education policies relating to
adult education, there was already
agreement that provision in law was
needed for financial security, and that
the state had to make a commitment to
provide support rather than merely declaring willingness to do so. The argu-

ment that doing without legal regulation ensures greater spontaneity is implausible.
A whole arsenal of similarities
across different countries express basic
agreement on structure and content,
forms of cooperation, professionalisation and provision of basic facilities.
These similarities in turn generate the
content of the adult education legislation currently being drafted (EAEA,
2006).
What is more, we cannot assume
that enshrining principles and requirements in law necessarily achieves the
intended results. Sustained political will
and effective partnership are needed to
realise intentions in practice.
On the whole, laws that have a bearing on adult learning tend to be part of
other policy areas. In the southern and
eastern countries various different bodies and social structures tend to supply
the impetus, and adult learning often
takes place in work or other social settings rather than in specific institutions.
These facts lead to a major problem,
namely that adult education (especially
informal and non-formal) lacks a visible face and is often perceived as being
part of another field.
Even a brief look at statistical databases reveals that, in many European
countries, political responsibility for
adult learning is fragmented in different government departments. The partial exception may be England where
all responsibility for education and
training formally rests with one ministry and the Nordic countries where the
co-ordination between the different aspects of adult learning seems to be well
settled. In other countries different
types of adult education provision such
as second-chance education, socio-cultural work with adults, and universities
of the Third Age, fall under different
legislative regulations. In countries
with federal structures the situation is
even more complex.
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Strategies to reduce 
educational inequality
The nature of the strategies listed below corresponds with the different nature of the various causes of educational exclusion.
• Equal opportunity strategies include learning duties and learning
rights, financial and material assistance for low-income pupils, integrated services for disadvantaged
young people and early childhood
education.
• Equal treatment strategies include
curricular reforms, pedagogical innovations and teacher training, parent-school-community relationships
and provision, integration and inclusion for children with special educational needs.
• Equal outcomes strategies include
educational priority policies, learning support and alternative curricula, transition systems and second
chance provisions.
Financing measures for adult 
learning
Recent country initiatives for sharing
the financing of adult learning aimed
at: reducing direct costs of learning to
individuals, compensating for earnings
lost while learning and sharing risk of
poor returns from learning. Successful
examples (OECD, 2003) include the
following measures:
Savings accounts and individual
learning accounts. Individuals’ financial
and/or in-kind contributions to cover
costs of learning are matched by financial contributions by a third party
(Netherlands, Wales, Scotland, Spain,
Belgium, Sweden).
Time accounts. A share of overtime
compensation is taken as training leave
(Germany and France have collective
agreements).
Tax deductions and tax credits. Individuals and employers are allowed to
deduct education and training costs
from taxable income, or take a share of

Is there a gap between rhetoric
and reality?
EU member states are making progress,
even if at different speeds and from different starting positions. Strategies vary
in their coherence and their comprehensiveness. The education and training policies of the member states, in
general terms, increasingly reflect a
concern for lifelong learning and interpret lifelong learning in a broad context covering all types of learning, in all
types of places, with all types of instruments and pedagogical approaches.
They see lifelong learning as being addressed to the whole population, while
generally placing a particular emphasis
on the special needs of specific target
groups.
However, while the principle of lifelong and life-wide learning is accepted
in all member states, there is considerable variation in the extent to which it
is integrated in practice in some or all
components of the learning system.
Nevertheless, member states’ progress
towards the Lisbon Strategy’s goals on
education and training is too slow for
them to be reached by 2010 and highlights growing illiteracy rates as a major problem.
According to the last report of the
Commission (EC, 2008), the general
current picture is as follows:
• Most countries have made
progress in defining unified and
overarching strategies.
• Within such lifelong learning
frameworks, progress is evident in
pre-primary education, qualification
frameworks and the validation of
non-formal and informal learning.

• However, innovative learning partnerships and sustainable funding for
high quality, efficient and equitable
education and training still elude
many countries, the more so as the
growth of investment appears to
have slowed.
• Particular attention must also be
given to lifelong guidance.
• Ensuring that reforms are effectively implemented is an important
challenge to all.
Learning from good practice
According to the 2008 progress report
(EC, 2008), five countries have very
high levels of participation in lifelong
learning: Sweden, UK, Denmark, Norway and Iceland. Lifelong learning is
becoming a reality for their citizens.
Slovenia, France, Finland, Austria,
Spain and the Netherlands are following closely behind.
Sixteen European countries have developed national lifelong learning strategies, with a comprehensive vision covering all types and levels of education
and training throughout life. In particular, there are best practice examples
from Sweden, UK, Denmark, Norway
and Iceland and good practice examples from Slovenia, Finland, Austria,
Belgium and Spain.
However, overall less than 10 per
cent of adults in the EU participate in
lifelong learning. There is continuous
progress but adult participation in lifelong learning is not increasing fast
enough to achieve the EU benchmark
of 12.5 per cent participation by 2010.
Greater efforts are still required to raise
skill levels in the population and to
achieve flexibility and security across
the labour market. In particular, the
progress report (EC, 2008) points out
that:
• Adults with a high level of education are more than six times more
likely to participate in lifelong learning than the low-skilled.
• Low participation in lifelong

learning among older workers and
the low-skilled is a particular problem in countries where participation
rates are already low for the overall
population. Further, there is a particular concentration of low skills
among migrants.
• Demographic and labour market
trends will lead to increased demand
for high skills and fewer opportunities for the low-skilled. More attention will have to be given to training
these groups.
• Partnership at European, national,
regional and local levels is required
to improve the efficiency of the adult
learning sector, to widen and facilitating access and proper funding.
To conclude, four measures in particular stand out as necessary:
• Enhancing the visibility of adult
education by producing policy papers on the development of this specific field. Possibly preparing a legislative framework governing the field
at national level.
• Promoting more strongly measures
to facilitate the expression of learners’ needs.
• Paying more attention to regulations that promote participation in
learning, such as financial incentives,
not limited to a vocational focus but
addressing also such purposes as social cohesion, active citizenship, and
personal development.
• Developing concern for older
adults within the current working
age population. There is also a need
to cater educationally for the evergrowing population above the age of
60-65. General adult education is
needed once professional updating is
no longer a main focus.
The key issues
Inequities in education and training
systems resulting in outcomes such as
low levels of achievement, school dropout and early school leaving, engender
heavy hidden social costs for the future
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costs as a tax credit (Austria, Netherlands, Sweden).
Transferable training loans. A debt
that is linked to an individual, covering
the cost of training. It is amortised
gradually over time. The debt is transferred to the new employer when an individual changes jobs (UK).
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which can far outweigh the investments
made. The development of efficient and
equitable high quality education and
training systems contributes significantly towards reducing the risks of unemployment, social exclusion and wasted
human potential in a modern knowledge-based economy.
Quality is a common objective for
all forms of education and training in
the European Union and should be regularly monitored and evaluated. As a
matter of fact, quality is not only a
matter of learning outcomes or delivery
of tuition, but also of how well education and training systems cater for individual, social and economic needs, as
well as of strengthen equity and improve wellbeing. Some of the major issues, therefore, on which policy debates
currently focus are as follows:

Funding
Funding is one of the most integral,
and one of the most contentious, areas
in policy formation on lifelong learning. If public subsidies to individual
learners are restricted to formal education or vocational training, there is a
danger that general adult education
will be considerably weakened. Adult
education needs a wide range of different types of mixed funding in all states
exercising their regulatory competence.

Stimulating demand
Another issue is stimulating demand,
especially to increase the demand for
adult learning among groups most at
risk, such as immigrants, older people,
deprived younger people, the disabled,
and those with low levels of education.
This is achieved through different types
of policy measures, mainly financial incentives, awareness raising initiatives,
development of better information and
counselling services, and also the recognition of prior learning

Flexible supply
The flipside of stimulating demand is
flexible supply which places the learner
at the centre of educational offers. This
involves catering for the individual
needs of learners and making education
easily accessible especially for disadvantaged groups. Tools for achieving
these include low threshold offers, flexible means of delivery such as distance
education and modularised provision,
and offers for special groups such as
prison inmates.

Disadvantaged groups
Finally, disadvantaged groups and focusing on their inclusion in the process
of adult learning is a major issue. There
are two main issues connected to each
other: raising the participation in adult
learning of groups at risk through
measures that stimulate demand and
motivation, facilitating access to learning or providing tailored supply; and
raising the skill level of low-qualified
adults to ensure at least a given minimum level of knowledge and skills.
Concluding remarks
On balance, the structural changes our
societies and economies are undergoing
require the permanent renewal and use
of knowledge, skills and learning abilities. Shaping and managing change
mandates lifelong learning. It is essential to everyone, and must be available
to all. It is a vital issue for social cohesion and sustainable development of
human societies.
The goal of lifelong learning for all
denotes giving priority to equitable distribution of learning opportunities. Enabling legislation to facilitate engagement in lifelong learning is a prerequisite for a seamless continuum of educational opportunities. Legislation needs
to take into account the individual predisposition of participants, the state of
available facilities and providers, the fi-
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nancial resources of the state, and overall socio-economic and market conditions.
To achieve universal lifelong learning, a range of financing mechanisms
will be necessary. At the level of basic
education, learning should be provided
in compulsory, free, publicly funded
schools. The range of learning opportunities at other levels, and for adults
generally, will require more innovative
approaches to facilitate investment decisions according to individuals’ needs.
Formulation of learning policy, and
any subsequent legislation regarding its
organization and financing, should be
based on social dialogue rooted in respect for the rights and responsibilities
of all parties. Finally, lifelong learning,
the application of knowledge, competences and skills acquired, and their
transmission through the teaching and
learning process, are basic human
needs, integral components of the human right to education.
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Competences
and the right
to learning
1

The discourse that highlights a ‘commercially and marketoriented’ type of competences (Gadotti, 2008, 43), often
measured through a positivist approach and according to
outcomes, is among the most widespread in education today.

Peter Ma y o

I

t partly reflects a broader discourse that promotes entrepreneurship, competitiveness and
the mobility of capital and
labour in a world characterized by the
intensification of globalization. In this
article, I shall analyse the implications
of this discourse with respect to the
right to lifelong learning. What counts
as lifelong learning according to this
discourse? Which important notions of
lifelong learning are left out of this discourse? Drawing on Paulo Freire and
Lorenzo Milani, I propose the right to
an alternative and more expansive
notion of lifelong learning, related to
the concept of critical citizenship. As a
person committed to a holistic and

social justice oriented education, and as
a Head of department recently bombarded with all sorts of templates to fill
regarding measurable outcomes, I am
duly concerned about the prevalent discourse concerning a reductionist view
of competences in education.
In several places, the discourse regarding this type of competences made
its presence strongly felt in the area of
vocational education. As the Australian
adult educator Andrew Gonczi wrote
in 2004:
When I and my colleagues undertook work on developing a framework for competency-based education in Australia some 13 years ago,
we were drawn into a fierce policy
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debate. The Australian government
had decided that all vocational education should become competency
based, without any real idea of what
that might mean – except that education needed to be based on outcomes rather than inputs. What
evolved was a highly reductionist
and behaviourist concept of competence . . . The essence of each task, it
was believed, would be revealed as it
was broken down into its various
components. (Gonczi, 2004, pp. 19–
20)
This criticism is not unique to Australia. What is worrying is that this discourse is not restricted to vocational
education. It is a hegemonic discourse

mensional person where production
and consumption are considered together.
Employability
The emphasis throughout the EU discourse is on ‘employability’: everything
is targeted towards rendering the European economy the most competitive
‘knowledge economy’ in the world.
One should recall, here, Ettore Gelpi’s
(2002) remark that ‘employability’
does not necessarily signify ‘employment’. This remark makes sense given
the level of economic precariousness
experienced in various contexts. The
emphasis on ‘employability’ characterises the field of EU funded adult education, especially that which draws on
the European Social Fund (ESF). Many
adult education organisations are ESF
dependant.
The kind of competences given importance in the dominant discourse are
those that should, in theory, enable persons to become more in demand in the
labour market, more ‘marketable’. This
is all in keeping with the commodification of education. Education is conceived of not as a public good but as a
consumer product. In this context,
‘Lifelong Learning’ signifies the updating of competences in a vocational
sense, in view of the mobility of capital
and the opportunities and hazards this
mobility provides for employment.
Apart from controlling the inward flow
of labour through stiff immigration
policies and rigid detention procedures,
which give it the appearance of a ‘police’ or ‘carceral’ state (Giroux, 2001),
the Neoliberal state takes on the responsibility of developing the infrastructure for the mobility of capital.
Education, and especially post-compulsory education, serves to develop the
so-called ‘human resources.’ Developing human resources signifies, in this
context, the attainment of those competences that attract investment and
that permit the labour force to render
industry more competitive.

One ought to recognize the need for
a good vocational education set up. This
is not problematic. What is problematic
however is the reduction of what ought
to be a broad range of human competences in education to narrowly defined
competences, those that fit the labour
market and the perceived demands of
the economy. Equally worrying is the
tendency to promote the idea of education as an individual and not a social responsibility. I also regard this tendency
as Neoliberal, or at best a concession (a
painful one?), by influential but, as always, non-monolithic institutions (e.g.
the EU), to the global neoliberal scenario. According to this perspective, individuals are called on to finance wholly
or partially their own access to education, as though they are purchasing a
consumer product rather than availing
themselves of a public service to which
they are entitled as citizens.
Once again, we are here referring to
a rather reductive notion of competences imposed by the world of work. A
publication documenting ‘best practice’
in lifelong learning among EU member
states (Cedefop & Eurydice, 2001)
contains information and comments regarding projects in Denmark, the Netherlands, Finland and Germany highlighting those that facilitate the transfer
of a series of competences from the
economic to the social sector (Borg &
Mayo, 2006, p. 23). Raymond Morrow and Carlos Alberto Torres (2000,
p. 47) state that:
To drastically overhaul educational
systems on the basis of such problematic assumptions about the postFordist workplace may be in the immediate interests of many types of
employers, but it is not clear that it
will effectively serve the broader interests of society, let alone workers
in general. The overall effect is to
shift education toward competencebased skills at the expense of the
more fundamental forms of critical
competence required for autonomous learning and active citizenship.
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that reflects an attempt to render such
areas as the education of adults, and
the broader all embracing process of
lifelong learning, competence and outcomes based. One can detect here the
influence of the OECD (1996; 2007)
and the European Union, as manifest in
the various documents concerning lifelong learning. The Memorandum on
Lifelong Learning is a case in point
(CEC, 2000). For a variety of reasons,
including that of facilitating the harmonisation of various national educational systems, everything has to produce
results that can be measured (Wain,
2004b; Surian, 2006; Harris, 2007) in
terms of effective outcomes, a process
referred to by Jean Francois Lyotard
(1989, pp. 47–53) as “performativity”.
This militates against in-depth interpretative qualitative research processes as
everything needs to translate to a quantitative measurement. This is all part
and parcel of what has come to be regarded as the “evaluator state” (Gentili, 2005) that exerts control over educational processes through various
evaluation schemes, standardisation
procedures classifications, outcomesbased funding mechanisms and league
tables (Gentili, 2005, p. 141; CHEPS,
2007, section II).
As Carmel Borg and I (2006) and
other authors (Brine, 1999; Williamson, 1998; Wain, 2004a; Bauman,
2005) have shown, the dominant discourse on lifelong learning focuses on
vocational education and ICT. The old
UNESCO discourse on lifelong education, to which Ettore Gelpi, Bogdan Suchodolski, Paul Lengrand and others
made contributions, and which was
based on an expansive and humanist
concept of education and human capacities, is reduced to a discourse of
learning that gestures in the direction
of projecting a two-dimensional image
of human beings: human beings conceived of as producers/consumers. This
notion was decried by the Frankfurt
School theorists, especially Herbert
Marcuse in his writings on the one di-
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Holistic models
If we are serious about a person’s right
to education, then we must develop a
broader notion of ‘competences.’ Europe has a tradition on which to draw
here. Winterton et al (2005), as indicated by Sultana (2009), reveal that there
is a difference in the use of competence
based training and education in different countries: behaviourist in the USA,
functionalistic in Britain and multidimensional and holistic in Austria,
France, and Germany (Sultana, 2009,
pp. 21–22). The holistic use of competence based education, in the case of
Austria and Germany, is probably in
keeping with the concept of Bildung. In
this respect, as Sultana (2009) argues,
the integrative/holistic models draw on
a variety of approaches and redress the
criticisms leveled at the earlier models,
the type of criticism provided by Gonczi in Australia. The holistic model
would allow us to develop, in the
words of the Italian scholar Federico
Batini, a repertoire of competences that
are open and flexible enough and
which allow persons to develop as subjects exerting an active control over
themselves, their existence and their
choices in life (Batini, 2008, p. 37). Unfortunately, there is a widening gap between holistic views of education and
the needs of the labour market. Formerly (until the 1970s) companies
could absorb well educated youths and
adults and would take care of their
training and professional development
(at least those which enjoyed the economies of scale to do so). Owing to the
present day fierce competition over labour costs, a holistic type of education
is no longer being deemed sufficient to
enter the job market.2 But then should
education be tailored solely to the
needs of the labour market? Is this a return to the once maligned Human Capital theory in education? Surely there is
more to education than simply employability. Competences required for the
economy can be subsumed within a

broader range which also includes the
competences for genuinely active democratic citizenship.
Broadening the notion of ‘competences’ in this vein, we can speak of
competences that enable persons to become, in the words of Lorenzo Milani,
‘cittadini sovrani’ (sovereign citizens).
These competences are meant to equip
persons not only individually but also
collectively, as advocated by Paulo
Freire. Persons would thus be equipped
with a range of competences that
would allow them to contribute to the
development of a genuinely democratic
environment. A reductionist discourse
concerning competences and education
would lead to a democratic deficit. It is
important to hearken back to the still
relevant discourse concerning education, democracy and the public sphere
developed by John Dewey, Jürgen Habermas, Aldo Capitini, Maxine Greene
and others.
Reading the world
It would be interesting to take a brief
look at the list of competences and basic skills included by the EU in the first
of its six key messages on the Memorandum on Lifelong Learning. There is
talk of new basic skills and we find,
among them, skills related to ICT – becoming ICT literate. There is nothing
wrong with this as attempts are constantly being made to bridge the digital
divide. There seems to be no room,
however, in this EU discourse, for the
Freirean concept of critical literacy.
This entails developing the competence,
if you will, of being able to engage in a
critical reading of the world – reading
not only the word but also the world. I
am here referring to the type of reading
in which the students of Don Milani
were engaged at Barbiana when they
read newspapers and discussed articles
to which they responded by means of a
collective approach to writing. I would
maintain that a critical reading of the
world should constitute the principal
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competence to develop within an educational process intended to strengthen
and regenerate the public sphere – the
agora. This can contribute to the development of a kind of democracy often
referred to as ‘thick democracy’ that is
characterized by direct social participation. I would refer here to non-governmental organizations or the citizenship
schools such as, in the latter case, those
in Porto Alegre that allow persons to
acquire the baggage of competences
necessary for them to participate directly in the debates concerning the
participatory budget (PB), a project
which is nowadays also being adopted
and possibly reinvented in Portugal,
Spain, France, Italy and Germany,
while the UK is going to implement PB
in every municipality starting in 20123.
PB is a democratic process in which
community members directly decide
how to spend part of a public budget
(see Sergio Baierle in Borg and Mayo,
2007)4. With respect to the Participatory Budget, Daniel Schugurensky
states that while many ‘local planners,
city officials, community organizers
and participants do not perceive the
pedagogical potential of participatory
democracy’, a number of “active participants” in the Porto Alegre project
‘understand the Participatory Budget as
an educational space’, often referring
to it as a “citizenship school” (Schugurensky, 2002, p. 72). He goes on to say,
with respect to the Participatory Budget, that by ‘engaging actively in deliberation and decision making processes,
individuals and communities learn and
adopt basic democratic competences
and values’ (ibid).
One should also think here of social
movements engaged in promoting social justice. These movements create
the kind of environment which is conducive to the acquisition and learning
of various competences. Apart from the
various movements that left their mark
on the Western world, I would mention
such movements as the landless peasant

proach to education developed by
Lorenzo Milani and Paulo Freire to
which I made reference earlier: the ability to read critically all that is transmitted via the mass media, including the
very same communication and information technologies that are often uncritically lauded in the dominant discourse.
The competence to be acquired in this
context is that of critical media literacy.
The challenge here is to read not only
the word and the world but also the
construction of the world through the
mass media which help shape subjectivities and condition consent for a state of
affairs that can prevent people from realising that another world, a more socially just world, is possible.
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exchanges6.
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in the dominant discourse, for example
the use of internet, computers etc. In
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structures7, carried out via electronic
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welfare regime
and

life history

‘I am inclined to see lifelong learning not as a new
phenomenon. Rather, the representatives of each
generation we studied have acquired learning
experiences throughout their lives. What is new is the
context and situation in which lifelong learning is
currently constructed . . . In this kind of a society
preparedness for lifelong learning may well become a
constraining challenge’.1 (Antikainen 1996; 1998)

A r i A n t i k a i nen
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I

n adult education research, participation is a traditional, not to
say worn-out, topic. Is there
something new or different
about my approach to it, then? I would
like to think that I am trying to use the
kind of sociological imagination advocated by C. Wright Mills (1959) in my
analysis; in other words, I address and
combine different levels and points of
view, from the comparative to the
structural, and on to life histories. As a
critic might put it, I am eclectic.
My original research question was
this: What are the benefits of participation in adult education and lifelong
learning to a society and its individual
members? In the course of writing this
article, however, I have come to notice
that identifying clear and unambiguous
effects of participation is not an easy
task. Therefore I have extended my deliberations to concern the conditions,
contexts, and processes of participation
more generally as well. From the perspective of policy, my research question
could thus be reformulated as follows:
Can adult education policy help us
reach the goals set for us and thus contribute to building the desired kind of
future?
For research data, I use the International Adult Literacy Survey (IALS),
the Finnish Adult Education Survey
(FAES), and Finnish life histories (Antikainen & Huotelin, 1996; Antikainen, 2007). In several respects, then,
my research topic can be specified as
“the case of Finland”.
To participate or not to 
participate
Desjardins, Rubenson and Milena
(2006, p. 89) present a long list of social benefits that may be associated
with adult education:
less violence and abuse; fewer accidents; fewer diseases; increased public health; political stability; social
cohesion; social inclusion; better so-

cial action and democratic participation; better institutions; effective
communication; transfer and dissemination of knowledge; less crime
and injustice, and accordingly a well
functioning economy with high tax
revenues; sustainable and quality
economic growth; and possible public savings on health, security, law
enforcement and the judicial system.
They go on to state that evidence for
or against these potential benefits is
scarce because they are difficult to
measure in a valid and reliable way.
Adult education is connected at least
with the civil society, the state, and the
economy. Thus the list of its potential
goals and benefits includes contributions to cultural liberation, political democracy, social cohesion, and economical efficiency and productivity. Are
there any signs or examples of the materialization of these benefits?
The advancement of literacy can be
considered to contribute to cultural liberation. Globally, the rate of literacy is,
at last, growing faster than the population. The level of functional literacy is
the highest in countries that have the
highest rates of participation in adult
education (OECD & Statistics Canada,
2000).
Participation in adult education is
the highest in democracies and the lowest in dictatorships or countries recently freed from dictatorship. On the other
hand, liberal and popular adult education that is most closely connected with
democracy is on the decrease. Doesn’t
this development also mean a distorted
situation regarding social integration or
– as one is supposed to say these days –
social cohesion? Cohesion may increase
but mainly on the terms of the economy.
It seems to be through analysing the
economy, then, that we can find the key
to the effects of adult education in
modern society. The last few decades
have been times of growth in adult education and simultaneous growth in in-
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formation economy and the globalization of economy, whether we choose to
call it information society from the
point of view of technology or global
capitalism from the point of view of
power and social structure. Change
and uncertainty have enhanced the significance of adult education as a resource for both learning new competencies and coping with the transitions
and breaks in one’s life course.
I argue, however, that we tend to see
the situation as too one-dimensional
and offering no alternatives. The current social change should be studied
from three perspectives based on the
speed of the change: from a policy perspective (the fastest change), from an
institutional perspective, and from a
socio-cultural perspective (the slowest
change) (Braudel, 1982; Goodson,
2005; Antikainen, 2008).
Global and local (or
national)
We can open the institutional perspective by examining the relationship of
adult education to the state. Are there
differences in participation according
to the type or model of state? Table 1
shows that there are systematic differences (Desjardins, Rubenson & Milana, 2006, pp. 35–73). The highest rate
of participation in adult education,
with about 50 per cent of the adult
population having taken part within a
year, is in the Nordic countries. The
lowest rate, under 20 per cent, is found
in the East European countries freed
from the Soviet system and the Mediterranean countries freed from dictatorship. Participation in work related
adult education is at the same level
mainly in countries representing the
liberal model, such as Great Britain,
but the share of hobby related adult education raises the Nordic countries to a
clearly higher level of participation.
In his highly influential book, The
Three Worlds of Welfare Capitalism
(1990), Gösta Esping-Andersen pro-

(IALS; population aged 16–51)
Level of
participation

Rate of
participation %

Hours per
adult

HIGH:
Denmark

57

125

Finland

58

121

Sweden

51

..

Norway

47

89

Switzerland

42

57

United Kingdom

41

53

Netherlands

38

91

Austria

36

65

Slovenia

34

68

Czech Republic

26

6

Ireland

24

66

Italy

23

44

Belgium

21

26

Hungary

20

35

Poland

15

22

Portugal

14

..

AVERAGE:

LOW:

.. = unknown

poses a classification of ideal types of
welfare state. His point of departure is
the concept of “decommodification”,
that is, ‘the degree to which they (= the
welfare states) permit people to make
their living standards independent of
pure market forces. It is in this sense
that social rights diminish citizens’ status as ‘commodities’.’ (Ibid., p. 3.) He
distinguishes three types of welfare regime: liberal, conservative or corpora-

tivist, and Nordic or social-democratic.
The United States, Australia, and lately
also Great Britain would be examples
of liberal welfare states, and the European Catholic-dominated states such Italy, France, Germany, and Austria
would exemplify conservative or corporativist welfare states. Liberal welfare capitalism emphasizes individualism and the market. In the conservative
welfare model the key elements are the

The Nordic model
The Nordic model is most often associated with the social security system and
social policy, but it actually concerns
the mode of operation of all public institutions, such as education, the labour market, and cultural services. Indeed, researchers of the macro-determinants of adult education and lifelong
learning posit that comprehensive edu-
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employment-based system of social security and the role of the family as a
source of security. In both of these
models, social rights are restricted and
the rate of decommodification is low.
The third regime cluster, the Nordic
model, includes ’those countries in
which the principles of universalism
and decommodification of social rights
were extended also to the new middle
classes.’ They are called “social-democratic” regime types, in which
rather than tolerate a dualism between state and market, between
working class and middle class, the
social democrats pursued a welfare
state that would promote an equality of the highest standards, not an
equality of minimal needs as pursued elsewhere (Ibid., pp. 26–29).
All three types of welfare state presented by Esping-Andersen are ideal
types describing how each regime divides the responsibility for providing
welfare among the state, the market,
and the household/family. Real, concrete welfare states blend features of all
three types. In fact, Esping-Andersen
(1990, p. 74) categorized 18 industrialized countries according to the strength
of the features adopted from each welfare regime. In Finland, for example,
the degree of liberalism was low, that
of conservatism was average, and that
of social democracy – or socialism, as
he called it – was high. In the United
Kingdom at the time before Margaret
Thatcher, the degree of both liberalism
and socialism was average and that of
conservatism low.

Table 1. Participation in adult education and
training in some European countries
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cation systems are bringing about a
higher rate of participation (Desmedt
& Groenez, 2008). Educational interventions by the state and the strength
of the vocational education system may
be further educational determinants of
participation.
Furthermore, at least the strive towards full employment, the high degree
of organization among both employees
and employers, and the cooperation between the state and the labour market
organizations – a certain kind of labour
market model – are organic parts of the
Nordic model. Researchers also point
out that an active labour market policy
belongs to the macro-determinants of
participation in adult education (Desmedt & Groenez, 2008).
Art and culture services are strongly
subsidized by the state, which helps to
explain the high level, in international
comparison, of publishing and reading
books, newspapers and magazines, for
example, and using cultural services.
It is a central element of the Nordic
model, then, that the share and level of
public funding are high in international
comparison. The IALS results indicate,
however, that even in the Nordic countries only a small minority of participants in adult education have received
direct subsidies from the state; many
more have been subsidised by their employers, with highly educated employees getting a lion’s share (Desjardins,
Rubenson & Malina, 2006, 84–87).
Accordingly, a Nordic comparative
study revealed after an in-depth analysis that the level of public funding did
not predict the level of participation
(Tuijnman & Hellström, 2001, pp. 57–
67, 124–125; Rubenson, 2007, pp. 60–
61). Instead, public funding had an important effect on the participation of
those groups which participate in adult
education the least, that is, those with a
low socioeconomic position and a low
education.
In recent years, the accelerating globalization has been accompanied by a

Table 2. Participation in adult education and
training in Finland (population aged 18–64)
Year

1980

1990

1995

2000

2006

%

32

47

48

54

52

gradual movement towards neo-liberalism and neo-conservatism. Simultaneously, the growth of the middle class
and individualization has made the differentiation of education functional.
The doctrines of the New Public Management, steering and budgeting by results, evaluation of schools, and growing privatization and commercialization have changed educational policies
to such an extent that I am inclined to
describe the time from the early 1990s
on as the age of restructuring. One can
still argue, though, that the basic structure of the Nordic welfare state has
survived and has strong popular support. Besides the unflinching popular
support, the success of the Nordic
countries, and Finland in particular, in
international comparative studies has
contributed to the retention of the features of the Nordic model. We can regard it as a particularly clear example
of dialectics between the global and the
local that the success of Finnish pupils
in the PISA studies has guaranteed the
retention of the comprehensive school
in Finland in its Nordic, originally
Swedish, form but that the other Nordic countries have been trying to patch
up their poorer success in PISA by
means of neo-liberal acts. Although
success in PISA and IALS has protected
our comprehensive school from the
fashionable global winds, it has not
done so to the same extent for other
levels and types of school.
Beside the strategy of the welfare
state, then, a strategy of the competition state has risen. In Finland, that
happened during the economic rise,
mainly due to the success of the ICT in-
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dustry (NOKIA in particular), after the
deep depression of the 1990s. A high
rate of innovation is regarded as a determinant of participation in adult education, and so is the rate of employment (Desmedt & Groenez, 2008). So
the participation rate of 18–64-yearolds in adult education rose to the
record high of 54 per cent in 2000, only to decrease, surprisingly, to 52 per
cent in 2006 (see Table 2).
In real terms, the participation rate
stayed the same, but the government
had set the goal at 60 per cent. At the
same time, the perceived need of education of all groups, as evidenced in surveys, was much lower in 2006 than in
2000. The interpretation that has enjoyed the widest support among researchers is that the relationship between learning and working life, perhaps between learning and everyday
life in general as well, has changed.
Learning and work have integrated
with each other, and informal learning
has become more common.
Continuity and change 
In Bourdieu’s view, social life is a continuous game or struggle for economic,
social and cultural goods, which results
in accumulation of both material and
symbolic resources (Bourdieu, 1997).
In modern society, education has acquired a more and more central role in
that struggle. To cite Kjell Rubenson
(2007), “the long arm of the family” as
well as “the long arm of work” reaches
to adult education, too.
The thoughts of Pierre Bourdieu,
James Coleman, and other researchers
of capital have changed the predomi-

ground are used as independent variables first, factors related to education at
a young age second, and factors related
to work career at the adult age third
before the frequency of computer use
(Gorard & Selwyn, 2005). In the Finnish data (IALS and FAES), that is, in
the context of the Nordic model, there
is little explanatory power left for computer use.

Source: Dijkstra & Peschar, 2003, 60–61, reproduced by the
authors’ kind permission.

Basic model of educational opportunity
competencies

The Finnish Noste programme

academic achievement    

family background

Basic resource model of educational opportunity
competencies

resources

family background

nant conception of the determination
or construction of educational opportunities.
Earlier on, family background was
assumed to influence academic achievements both directly and through competencies. Nowadays it is thought that
economic, cultural, and social resources
are an intervening factor in both the direct influence of family background
and the influence of competencies on
academic achievements.
My own research and experimental
work pertains to two projects. In a
small research project we examined
whether the use of ICT (computers) has
a levelling effect on the differences in
participation in adult education (Antikainen & Huusko, 2008). According

academic achievement    

to the IALS survey, the frequency of
computer use correlates strongly with
participation in adult education. According to a British study, however, the
effect of computer use disappears completely when one adopts a model based
on the life cycle where inherited and
family features such as age, gender, the
parents’ social class, and ethnic back-

My experimental work was done in the
Noste (‘Buoyancy’) programme, a
training programme for low-skilled 30–
59-year-olds. In the recruitment of students and the advancement of their
studies, the programme used outreach
activities, individualization/tailoring,
and student support measures among
others. The administration and steering
were done, both nationally and locally,
in a cooperative network with representation of educationalists and working life. As many as 25 000 adults participated in the programme; this equals
about 7 per cent of the target group of
low-skilled adults, which I regard as
quite a big success.
On the basis of my observations,
reading the documents and follow-up
studies I have formed my own hypothesis about the preconditions of the success of the Noste programme for lowskilled adults. The hypothesis posits
that the success was based on the programme’s material and symbolic resources. The training was arranged
with earmarked funding, was free of
charge for the students, and completing
it was likely to lead to securing a job, a

Table 3. Predictive power of variables at each life phase
(Accuracy percentages; IALS data)
Data in parentheses are the amount of previously unexplained
variance now explained.
Chance Birth
Model (overall
percentage)

58

66 (0.19)

Schooling Adulthood ICT use
69 (0.25)

74 (0.37)

76 (0.43)
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Figure 1. Models of educational opportunity
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promotion, or a raise (Blomqvist, Ruuskanen, Niemi, & Nyyssönen 2002,
pp. 76–80). At the level of values, the
involvement of the state government
and national labour market organizations gave symbolic recognition to the
participants. At the level of practices,
the communities that the trainee belonged to, that is, the work community,
the training community, and the family,
gave him/her symbolic recognition.
Our studies indicate in fact that, for the
trainees, seeking their way to the training was rather a negotiation-like process. The importance of the family or
spouse/partner showed up, for example, in our finding that the wife might
be willing to tell the person doing outreach activities which training courses
her spouse could pass if he just completed a skills test, and which courses
would require additional studies. Is
that not a sign of love? Similarly, going
for the training often requires negotiations with workmates and getting recognition from the training community
at least to the extent that the student’s
strengths are appreciated and made use
of as tools for learning.
My interpretation is based on the
theories Nancy Fraser and Axel Honneth present in their book Redistribution and Recognition (Fraser & Honneth, 2004; Huttunen, 2007). Recognition is seen as a vital human need on
which our personal identity depends. In
social interaction people strive to
achieve recognition. In civilized societies the struggle for recognition occurs,
according to Honneth, at the levels of
the family, civil society, and state. In
the family the basic form of recognition
is love, in civil society it is the rights of
a mature person, and at work, solidarity and satisfaction. These forms of recognition are matched by the practical
self-relations of self-confidence, self-respect, and self-esteem. Fraser proposes
a two-dimensional conception of justice instead of Honneth’s ‘normative
monism of recognition’, in which the

claims of redistribution and recognition
coexist (Huttunen, 2007, p. 428). Huttunen and Heikkinen (2004) apply
Honneth’s theory to teaching quite convincingly. I do not claim to use Honneth’s theory of recognition in my work
directly, but it does provide a basis for
my hypothesis equally well as the
worn-out, commodified concept of empowerment.
In Finland there are clear social differences and inequality in participation
in adult education. In fact, the 2002
OECD country survey revealed that
differences in participation by socioeconomic status, initial education, and
age were greater in Finland than in
OECD countries on average and much
greater than in the other Nordic countries (Ministry of Education, 2002).
The historical background of these
great differences in participation was
the fast but late expansion of education
on the one hand and the shift to market steering of adult education on the
other. Even so, there have been positive
developments as well: the differences
by social class and initial education
have levelled off somewhat in the
1990s and in the early 21st century.
That has happened, however, partly

through decreased participation of upper white collar employees and highly
educated people (see Table 4).
Women’s participation in education
in general and in adult education in
particular has been clearly higher than
men’s from the early 1980s on (see Table 5). Why do women participate
more actively? The explanation is a
complex one. First, it is a paradox of
the Nordic welfare state that professions are quite sharply divided into
women’s and men’s ones. Women often
work in the public sector, in health
care, social work, and education. Those
professions require continual further
training. Second, feminism is among
the most vigorous social movements in
the Finnish society. Third, women enter
education for other interests than their
careers or material benefits more often
than men do. Women have more social
capital.
Institutional and creative
In our life history project, Jarmo Houtsonen (1996; Antikainen et al. 1999)
has studied the cultural construction of
educational identity. His research clarifies the ways in which people use their
education over their life course for con-

Table 4. Participation in adult education and training by socioeconomic status (population aged 18–64; in percentages)
Socioeconomic status:

1980

1990

1995

2000

2006

Upper white-collar employees

56

83

78

84

76

Lower white-collar employees

50

68

66

68

69

Blue-collar workers

23

34

37

45

43

Agricultural entrepreneurs

20

30

44

45

42

Other entrepreneurs

19

40

37

42

40

Students

33

45

51

57

52

Pensioners

11

17

20

21

16

Others or unknown

23

23

27

34

40
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1980

1990

1995

2000

2006

Women

37

52

53

59

58

Men

27

43

43

49

45

structing their identity. According to his
results, the educational choices of most
interviewees happened almost automatically according to the frame of reference they had internalized in the cultural environment and the experiences
they had had. Exceptions to this cultural manuscript – or institutional life
course – were the easiest to note with
adults. An inner challenge, such as a
desire to have a more meaningful job,
or an external necessity, such as losing
a partner or falling ill, sometimes created a new awareness and made the individual think things over. As a result, s/
he changed her/his plans for life and
education. In situations like this, people
become more aware of the cultural resources that are available to them, such
as information, skills, images, or equipment, that they can use for solving
problems or developing different ways
of acting. Learning processes occur
when people come across a problematic
situation in life, which they try to solve
with new resources, and these resources
then become part of their identity.
I have described this process as a
‘significant learning experience’ (Antikainen, 1996; 1998; cf. Merriam,
1991). In an individual learning biography these experiences form the turning
points of the life story: ‘Significant
learning experiences are those which
appeared to guide the interviewee’s lifecourse or to have changed or strengthened his or her identity’ (Antikainen,
1998, p. 218).
Many significant learning experiences led to subjectivization, or even empowerment. For young people, subjec-

tivization experiences often came from
hobbies. This remark is analogous to
Himanen’s (2001) remark about hacker
ethic as the spirit of the information
age. In analyzing the narratives, I also
found some special socio-structural
contexts in which education seemed to
have an empowering impact. They varied widely, as one can see from the following list:
• For women, surviving widowhood
or divorce.
• Strengthening of Sámi (Lappish)
ethnic identity of Sámi activists
through success in the educational
system of the mainstream culture
and then returning to their own culture as its defenders and activists.
• Migration from the countryside to
a city and from manual work to
white-collar professions by means of
education, especially for men with
health problems.
• For representatives of various social movements or corresponding
lifestyles, especially young people,
realization of social and personal
dreams (Antikainen, 1996, pp. 274–
291).
For each significant learning experience, it was easy to find personal and
social relations that supported learning.
Even in a technological society, learning can be studied in terms of personal
relations. Borrowing the language of
symbolic interactionism, I have called
these relations significant others of
learning. They can be local or distant
ones. Local significant others are always concrete human beings, but distant ones are often symbolic images

such as values or ideals (see also Aittola, 1998).
The relations between the learner
and his/her local significant others were
in nature communities (Gemeinschaft)
rather than associations (Gesellschaft).
Of course, each organization has both
sides to it, but in these cases of learning
experience, the association side, the
formal organization, gave way to a
sense of community.
It is clear from these findings that to
make learning happen in the learner’s
everyday consciousness, not only in
her/his discursive consciousness, both
non-formal and informal learning is
needed and that the functional resources of communities such as the family,
school, workplace, and association are
vital for that endeavour. The hero in
the life stories of learning that we studied was not only an individual person
but a community-like group of peer activists.
Conclusions
On the basis of the above, I would like
to present the following conclusions:
1. The provision of adult education
and participation in it continue to
depend also on national and local
factors. Even though the strategy of
the competition state now exists beside the strategy of the welfare state,
adult education policy is still significant and in demand.
2. By means of material and symbolic
resources we can create opportunities to participate in adult education.
Thus it is possible to level differences. We can procure material resources by means of an education insurance system (educational accounts),
for example. The creation of symbolic resources can be aided by cooperation and networking.
3. For adults, their life experience, their
orientation based on it, and the
stage of their life course affect their
opportunities for subjectivization
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Table 5. Participation in adult education and training
by gender (population aged 18–64; in percentages)
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and empowerment. Thus people use
education and learning in different
ways depending on their life situation and the socio-historical context.
4. The future always holds many alternatives. The alternatives in adult education consist of reconciling utility
with Bildung and the formal with
the informal. Most likely, the future
will continue to be an age of learning, for in this regard there are no
alternatives if humanity is to stay
alive and society to remain civilized.
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Role
models
attract
Learning is an adventure that can significantly change
anyone’s life. The Slovenian Institute of Adult Education
(SIAE) is attempting to establish a culture of learning by
promoting examples of good practice.

Slavica B o r k a K u c l e r

A

n important part of the
popularisation of knowledge and learning is
played by SIAE development projects, that is, learning, educational and other activities adapted to
people’s needs. The network of projects
is spread across Slovenia, and is especially welcomed outside major education centres. In designing new types of
projects it is important that we begin
with the specific needs of adults and
with the requirements of their social
and natural environments. This way
the people for whom these programmes
are intended can more easily link the
education and learning on offer to their
personal life paths, and, above all, to
the values that give purpose to their
lives. We at the SIAE believe that the
strongest promotion is indeed achieved
by:

• providing easier access for people
to education and providing them
with high-quality information;
• supporting rationality and a sense
of ability through learning and education programmes;
• where possible, linking the creativity of individuals in different settings
(learning, work and imagination)
with common efforts to raise the
quality of life in the community.
SIAE projects for the promotion
of lifelong learning
By designing a network of learning centres and a range of possibilities for informal learning in the 1990s we made
an important contribution to fulfilling
the principles and tasks recorded in the
documents of the Fifth International
Conference on Adult Education in
Hamburg in 1997. I am thinking primarily of point 9 of the Agenda for the
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Future (UNESCO, 1997) which calls
for ‘overcoming the traditional distinction between initial and continuing education’ through the concept of lifelong
learning or the ‘concept of the learning
society, where everything offers an opportunity for learning and where everyone fulfils their potential’.
Among the most outstanding SIAE
projects (started in the 1990s) that promote the culture of learning are: study
circles, the ‘Reading with Manca Košir’
study circles, Learning for Enhanced
Life Efficiency, Project Learning for
Young Adults, Learning Exchange,
Centres for Self-directed Learning,
Counselling Centres and the Annual
Learning Festival (Lifelong Learning
Week, LLW). In recent years we have
intensified our work within the national network of lifelong learning centres
and developing the project Offering
Quality Education to Adults together.

(UNESCO, 2007) and its Slovenian
version With Festival Sounds for Major
Attention by the SIAE (2007).
Video promotion of lifelong
learning
Our time is marked by the huge increase of electronic media products, especially on television, on the internet,
and as audio-visual materials. These
media form a unique and possibly very
distant attitude towards reality. Special
media education is needed in order to
keep a healthy, critical distance towards messages the media transmit (Erjavec & Volčič, 1999). On the other
hand, the responsible use of these media can enrich learning, informative,
animated and other contents, and bring
these contents closer to the users or the
addressees (not only adults).
If we as educators or promoters of
the culture of lifelong learning want to
get the attention of the people then we
have to get closer to holistic learning.
Realisations about brain functioning
actually prove that in the learning
process we have to act on as many
senses as possible. We have to stimulate all learning types (abstract, verbal, visual, sensual and practical), influence wholesome brain functioning,
and activate as much intelligence as
possible. (Morano, 1994, p. 8)
According to Morano, it is the audiovisual media which has the most impact on our senses, feelings and imagination.
Video transmits messages at the
same time in three different ways;
auditorily, visually and stimulating

feelings. Feelings are extremely important when learning. When receiving stimuli both brain hemispheres
cooperate. As an illustration we can
think how watching a film on TV or
at the cinema has an effect on us. It
often raises very strong emotional
responses. (Morano, 1994, p. 12)
If we, in addition to the content of
the video messages, present life experience and achievements of a person with
whom we can identify, then we will almost certainly accomplish the goal of
our promotions, that is, spreading
good practices and in this way empowering adults.
At SIAE, we have been aware of the
importance of education through audiovisual media such as videos. We have
therefore published a manual for video
education. We have used video materials in educational and promotional
events and presentations, and designed
multimedia learning materials. These
materials have enabled self-directed
learning and distance learning (by computer and online applications). Our
first multimedia learning package
(Černoša et al, 1999) and our first online application (published in 2006)
were designed for qualifying mentors
of study circles.
In 2005 we arranged a series of
broadcasts - ‘With play to literacy’ - in
cooperation with the television channel
Pika and made first steps on the path to
establishing educational TV. While developing broadcasting, we supplemented the audiovisual materials with printed materials and created a useful multimedia didactic package for parents,

The Role Models Attract campaign in numbers
The number of video and multimedia publications: 9 (2 of them with English
subtitles)
The number of multimedia or didactic editions: 4
The number of TV channels in the network broadcasting the videos: 17 (14
cable TV channels, 3 regional TV channels)
The number of broadcasts of videos on TV in 2008: 25
The number of registered video presentations at (domestic and international)
educational and other events in 2008: over 30 (3 workshops, 2 national events,
6 international events; over 20 as part of the LLW)
Printed materials: 21.000 leaflets; 620 booklets (inserted in multimedia
publications)

LIFELONG LEA RN ING I N EUROPE   2 | 2009           93

l i f elon g le a r n i n g a s a r i g h t ? e u r o p e a n p e r s p ect i v es

This work has a promotional aspect as
we aim to promote centres and good
practices of lifelong learning in the media.
In a period of public debate on the
Memorandum on Lifelong Learning
(EC, 2000), an important document for
the societies of the European Union,
and especially during the proceedings
resulting in Adult learning: It is never
too late to learn (EC, 2006) and the national strategy on lifelong learning in
Slovenia (Jelenc, 2007), we became
aware of the need for intensifying promotional activities especially in order
to attract the attention of special target
groups such as those with low levels of
education and literacy, inactive learners, immigrants, unemployed persons
and people with special needs. We decided to find new ways for addressing
them.
New strategies for the promotion of
lifelong learning were developed in the
International Adult Learners Week in
Europe (IntALWinE) project (2003–
2006). Funded by the Socrates and
Grundtvig programmes, the project
was coordinated by the UNESCO Institute for Lifelong Learning (UIL) and
had partners from Austria, Belgium/
Flanders, Bulgaria, Cyprus, Estonia,
Finland, Hungary, Iceland, Italy,
Lithuania, Norway, Romania, Slovenia,
Spain, Switzerland and the UK. The
project (http://www.alwineurope.net)
stressed the importance of listening to
adult learners and their needs. The individual – the adult learner – is the one
who has the right to make decisions
about his or her own personal development. As a result of the project, the
first meeting of the Slovenian adult
learners’ forum was organised in 2005.
The IntALWinE project also resulted in
the establishment of the international
adult learners’ forum and the publication I did it my way (UNESCO, 2005),
a collection of life stories of award
winners from partner countries. The
publication included a collection of examples of good practice. The project
results further included designing a
strategy for lobbying and advocacy at
international and national level. The final publication Beating the Drums for
Attention was published by the UIL
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grandparents, teachers, pedagogues,
guardians, and others who try hard to
include books in the lives of children
under the age of nine and encourage
them to become familiar with the
world of words and numbers (Javrh,
2006).
The Lifelong Learning Week
The Lifelong Learning Week (LLW) is a
national promotional festival that is coordinated by the SIAE and implemented in cooperation with hundreds of institutions, groups and individuals
across the country as well as beyond
Slovenia’s borders. The mission of the
LLW is to promote the importance and
role of learning and education in all
stages of life and for all roles one can
take in any social or personal situation.
We decided to use video talks for
promotional purposes. First, from
1999 to 2001, videos were used only
for presenting SIAE’s award winners at
the award ceremony. Since 2002 we
have also reached the wider Slovenian
public at home and abroad with video
portraits of award winners as examples
of good practice in lifelong learning
through broadcasts on cable TV channels. With presentations at international workshops and professional meetings, we have stepped into a wider European space.
In the past years we have become to
realise what an important treasure of
exemplary life-stories our archives of
video portraits are. We have therefore
decided to use these portraits in the
promotional campaign Role Models
Attract.
The Role Models Attract 
campaign
In 2006 we designed a promotional
campaign based on the video collection
and multimedia publications supplemented with didactic materials. Based
on personal examples of award winners, the collection was named ‘Role
Models Attract’ (see insert for the list
of video publications).
During the eleven years of giving
awards and nine years of recording video portraits within the umbrella project
Lifelong Learning Week, we had gath-

ered a valuable collection of examples
of good practices. When we were going
through the archive we realized that
many messages, although produced
years ago, are truly valuable and still
up-to-date. Since we knew of the motivational potential of personal examples, we decided to select those strongest in content, group them together thematically and upgrade them (by making professional comments, adding
didactic instructions, abstracts and
quotations), to supplement them with
useful printed materials and offer it to
the organizers of Learning Festivals,
LLW and others.

The campaign is based on the realization that even a wide and quality offer of educational programmes supported by national and international
documents does not help if we have not
drawn people’s attention, and if the individuals cannot access educational
programmes (because of former bad
experiences, lack of self-esteem, being
uninformed or frightened of obstacles,
and so on). The purpose of the campaign is to use the examples of successful individuals and to inspire to lifelong
learning those people who feel less successful or excluded or hindered. We
need to address them, especially in sur-

‘Role Models Attract’ publications
By learning to Equal Opportunities for All
(Kucler, 2007)
The publication was arranged to coincide with the European Year of Equal
Opportunities (EYES 2007). The video presents examples of good practices
among learners with disabilities, the chronically ill, persons with learning difficulties, older adults, foster families and others who through learning have
found the path to a better quality of life.

Towards our goals
(Javrh, 2007; 2008)
This series of three videos was planned as a didactic aid for adult counsellors,
mentors, educators and others who can help adults plan their vocational or career path at different points of their careers. We present the personal stories of
successful individuals who through their will, constant learning and original
solutions have developed their careers despite numerous unfavourable circumstances. These videos, which have an animational and educational character,
seek to inform and address as well as to encourage people to act. They are presented, linked together and commented on by a career development expert.

Richness in diversity
(Kucler, 2008a; 2008b)
This video coincided with the European Year of Intercultural Dialogue (EYID
2008). The aim of the video is to promote certain key competences that are essential for quality intercultural communication, as well as openness, respect of
difference and a positive self-image as the cornerstones of quality coexistence in
a modern, multicultural world. The material is subtitled in English.

Learning – the door to a world of new opportunities
(Novak, 2008)
For domestic and international promotion we have selected 12 video portraits
featuring examples of good practices among adult learners. The stories are subtitled in English. Five video portraits of young adults from this collection were
presented at the international conference Jobs for Youth – Prosperity for All,
organised by the Ministry of Labour, Family and Social Affairs as part of Slovenia’s Presidency of the European Union in April 2008.
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roundings where they feel safe. We
need to enter their homes through TV
screens with good quality, promotionally designed video messages and encourage them to take new steps in life.
The insert shows the coverage of our
publications.
These videos of award winners are
meant especially for counsellors at Institutes for Employment, Advisory
Centres, Self-directed Learning Centres
and Lifelong Learning Centres as well
as for teachers of sociology, psychology
and ethics, and other potential users
through whom we can reach those not
participating in learning and members
of marginalized target groups (disabled
persons, patients, young ‘drop-out’
adults, elderly people, minorities). The
aim is to show the recipients how,
through learning, they can do so much
good for themselves, their closest ones
and the wider community. When
choosing target groups we listened to
the needs of relevant ministries (the
Ministry for Labour, Family and Social
Affairs, and the Ministry of Education)
and especially to messages of the 2007
European Year of Equal Opportunities
for All and the 2008 European Year of
Intercultural Dialogue.
Within the framework of ‘Role models attract’ we also designed independent promotional leaflets which promote
individual award winners as examples
of good practice. The leaflets are meant
for the wider distribution during the
Lifelong Learning Week. With reference to European documents, we have
chosen successful people with learning
difficulties or learning disabilities, and
those who in their youth did not have
access to education or dropped out as
well as successful examples of self-directed learners and lifelong informal
education for rare professions (textile
restorer, for example).
The collection of video publications
and printed materials was published by
the SIAE with the financial support of
the Ministry of Labour, Family and Social Affairs.
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New

opportunities
and

old challenges
for

older employees
‘The Nordic model’ is based on strong values of equal
opportunity and the policy and practice of social dialogue.
The key question is: to what extent is lifelong learning in
the Nordic countries providing new opportunities for older
employees (45+) under this model, especially for the at-risk
group?

Tarja Ti k k a n e n 1
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Box 1. How old is an older
worker?
45+ Since the early pension policies
and consequent  discrimination in
the 1990s, workers aged 45 and over
have been defined as ‘older’ (45+),
particularly in the Nordic countries.
Statistics often consider 45 as the
demarcation between younger (aged
24-44) or older workers (aged 4564).
50+ The increased attention and
reforms targeted at the ageing
population seem to be raising the
age limit, as suggested by the use of
age 50 by the OECD (2006). The
EU benchmark for older workers’
employment rate by 2010 (50 per
cent) defines workers aged 55-64 as
older. However, in some countries
this age limit is different for men and
women. (Tikkanen, 2006)
The Nordic framework 
The Nordic framework for the discussion on employability of older workers
(see Box 1) and the opportunities available for them is defined by strong common values and traditions (What lies
ahead for the Nordic model?, 2007). In
the context of working life these values
are manifested in a sustainable practice, consisting of

a responsible use of resources
through maintenance and development of human resources, avoiding
of environmental problems – working for health and safety, promoting
diversity through inclusion, securing
good conditions to reproduction
through investments in supporting
measures throughout the life-course,
so that people can continue working
to the statutory retirement age and
that the youth can look forward to
their vocation (Sørensen & Wathne,
2007, p. 11 – author’s translation
from Norwegian).
Recent historical development has
been based on and promoted values
from emancipatory movements. The
values and socio-political goals of the
unions and the values of environmental
and feminist movements have contributed to thinking where equality and
equal opportunities form the basis of
the quality of life (Sørensen & Wathne,
2007).

The ‘Nordic standard’ in adult
education
A large part of the common Nordic
value base is the strong political commitment to creating conditions for
equal opportunities and outcomes in
education, also for adults (Tuijnman,
2003). Cross-national analyses have
shown that there is not a single overarching “Nordic model” to adult education since the countries show notable
variation across a range of indicators
(Tuijnman & Hellström, 2001). However, as demonstrated in Box 2, Nordic
‘patterns’ of adult education and training can be clearly distinguished (Tuijnman, 2003). Particularly three goals for
adult education seem to be shared between the Nordic countries (Tuijnman,
2003, pp. 286–7):
(i) participation in wider society
with related notions of democracy,
civil society and citizenship;
(ii) adult education and training
called upon to help improve the
match between educational qualifications and skills as well as a broad
participation in the labour market;
and
(iii) desire to create an ‘inclusive’
learning society in which participa-

Box 2.The distinctive Nordic
‘patterns’ in adult education:
•  High participation rate
•  High volume per capita
•  High public share in financing
•  High share of public providers
•  High share of personal interest
education (Tuijnman, 2003, p. 290)
tion is truly ‘for all’ (Tuijnman &
Hellström, 2001).
Indicators for high participation levels are the high proportion of women,
high levels of public investment, and
numerous educational activities provided by the popular movements (study
circles, folk high schools, etc.) (Tuijnman, 2003). The Nordic approach underlines societal conditions, particularly
public support and equal access, as
stimulating high rates of participation
in adult education, particularly for the
low-skilled, high-risk disadvantaged
groups (Tuijnman, 2003).
New opportunities and old
challenges
People want to have choices in their
lives and older employees are no exception. The Nordic welfare model and
our cultural heritage of enlightenment
(Ure, 2007) provide perhaps one of the
best settings for self-actualisation
through lifelong learning on an individual level, whilst at the same time contributing to the collective prosperity in
local communities and the wider society. To what extent does the Nordic
model then allow for lifelong learning
to be both a means and a goal to extended opportunities in the latter half
of individuals’ lives?
The revitalising of lifelong learning,
increased flexibility at work and the reshaping of the pension systems and
mandatory retirement ages, among others, have all added to individuals’
choices in organising work-home-learning patterns and the decision when to
retire (Tikkanen et al., 2008). Indeed,
recent research has shown that offering
early retirement has a significant impact on older workers’ training participation: generous early retirement
schemes discourage older workers from
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T

his article suggests that the
Nordic model provides a
framework that also supports older employees in
remaining active in the worlds of work
and learning and supports their active
ageing at work. Evidence to this are the
significantly higher participation rates
in the Nordic countries than in the rest
of Europe. However, those who seem
to reap most benefits from lifelong
learning are those with already strong
resources (accumulation theory).
Opportunities alone do not seem to be
enough to motivate the hard-to-reach
older employees to seek further training to strengthen their employability.
Specific attention is paid to the mediating role of labour unions. The labour
unions have a key role in promoting
lifelong learning for older employees.
Good examples are presented from
Denmark, Finland, Norway and Sweden.

l i f elon g le a r n i n g a s a r i g h t ? e u r o p e a n p e r s p ect i v es

participating in training, whereas flexible early retirement schemes encourage
it (Fouarge & Schils, 2009).
Yet, there are powerful myths about
older employees and learning in later
life (Airila, 2007; Ilmarinen, 2006).
The myths are rooted in the medical
view of old age (as sickness) and in the
heavy industrial work. Long established mindsets tend to have a strong
effect on our perception of and expectations from older employees. These
perceptions and social expectations, in
turn, shape the older employees’ perception of the landscape of opportunities for learning and working.
The rapid transformation into a
knowledge society has challenged views
about older employees and their job
competence. On the one hand, concerns about their obsolete and lacking
capabilities have been repeatedly
voiced. On the other hand, the strong,
revitalised focus on lifelong learning in
the Nordic countries – together with
emerging labour shortage and the
knowledge that cognitive abilities are
maintained up to older ages – have
marked a shift towards more positive
attitudes towards older employees.
This shift is partly a result of relentless,
long-term work by some agents of ‘targeted change’, such as the Centre for
Senior Policy in Norway. Large-scale
governmental programmes, such as the
National Age Programme in Finland
and Life Competence 50+ in Sweden
(also supported by the EU) have also
contributed to this change in attitudes.
These programmes have in particular
underlined the strengths of experienced
workers and called for new learning
opportunities for them. Changes in legislation (relating to e.g. non-discrimination, ‘inclusive working life’) and contemporary developments affecting individual lives (e.g. technology) and lifecourses (e.g. new family and
work-leisure patterns) across age
groups have also influenced this shift.
However, increased opportunities and
choices are still coloured by ambiguity
at workplaces, particularly during an
economic downturn.
Indeed, the opportunities for lifelong
learning in the Nordic countries have

Figure 1. Participation in lifelong learning (in %) in the Nordic
countries and the EU average in 1996–2007
The participation of population aged 24–64 over the four week period prior to
the survey. Source: Eurostat, 2009.
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resulted in very high participation rates
in all forms of learning in international
comparison (European Commission,
2008). The five Nordic countries are
among the six countries with highest
participation rates among adults aged
24–65 (Figure 1) and in particular in
the oldest group (adults aged 55–64)
with 44 per cent in Sweden, 40 per cent
in Iceland, 38 per cent in Denmark, 29
per cent in Finland and 25 per cent in
Norway (Jonasson, 2007). The only
countries where participation rates for
continuing vocational training are
higher for workers aged 55 years and
older than for those under the age of
25 are Denmark, Finland and Norway
(European Commission, 2008).
Regardless of these relatively high
participation rates, the learner status of
older workers, particularly the low-educated and those without any vocational qualifications, is far from established. On the one hand, not all older
employees are provided with learning
opportunities, particularly on the level
of workplace. On the other hand, not
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all are interested in using available
learning opportunities to promote their
careers and/or employability. Nevertheless, inasmuch as older workers’ lacking or obsolete skills are part of their
disadvantage in the labour market
(Mayhew & Rijkers, 2004), the evidence is clear: training can help to keep
older workers longer in the labour
market (Fouarge & Schils, 2009).
However, studies from Finland (Ilmarinen, 2006) have shown that employers’ and older employees’ (aged
45–64) views are rather different when
it comes to the importance of increasing possibilities for training and skills
development as a means to prolong careers. While 40 per cent of employers
believed training to be important to
this end, only 13 per cent of the older
workers did so. More generally, the Eurobarometer 2004 showed that one
third of 55+ workers do not know
what would encourage them to take up
more training (Lipinska, Schmidt &
Tessaring, 2007). Nevertheless, employers have been suggested to have a

Trade union policies and
lifelong learning
Union membership has always been
high in the Nordic countries, although
there are differences between countries
and, like elsewhere in Europe, the trend
is declining. Union membership is very
high in Denmark (83 per cent of workers), Sweden (89%) and Finland
(81%), being still higher in Iceland,
and the lowest in Norway (50%) (Sørensen & Wathne, 2007). According to
Sørensen & Wathne, the cornerstone of
the Nordic working life model is the
tripartite cooperation between employers, unions and the government and
there is a strong emphasis on social dialogue which may partly explain why
Nordic countries apply learning-oriented forms of work organisation to a
greater extent that the rest of Europe.
Indeed, learning and the need for
meaningful work have been included in
the agreements between the working
life parties, first in Sweden and Norway
and later in Denmark and Finland
(ibid). A common characteristic is also
a strong focus on the working environment and overall wellbeing at work
(Tikkanen, 2005).
The role trade unions play in promoting lifelong learning and career development among their oldest members
varies between unions and countries. In
northern Europe social partners have
supported the development of lifelong
learning and continuing vocational
training (CVT), and collective bargaining has been shown to have a positive
impact on participation in CVT (Eurofound, 2009). It has been argued that
lifelong learning has become the new
employment security objective on trade
unions’ agenda as ‘lifelong learning is
becoming as important an entitlement
for today’s employee as the right for a
pension became in the past’ (ILO,
2003, p. 11). Yet, when it comes to
senior employees, the role of social
partners has appeared to be ambiguous
(Ageing and employment, 2006). On

the policy level they support new opportunities for learning and flexible careers. On the enterprise level, however,
even strong relations between the social
partners do not seem to influence the
enterprises’ efforts to retain older
workers. In Denmark and Norway
small enterprises (up to 20 employees)
are less likely to be socially responsible
than larger enterprises (over 300 employees). Furthermore, enterprises with
many older employees (aged 57 and
over) have not initiated senior employee policies more often than enterprises
with fewer older employees. Nor have
industry and enterprises which primarily employ blue collar workers shown
much interest in policies targeted at retaining older employees. (Midtsundstad, forthcoming)
Trade unions have fought relentlessly for shorter working hours and early
retirement benefits. Even if the intentions have been good, they have at the
same time indirectly supported the
myths of old age and the truths of yesteryears. Working life has changed radically since the industrial age but unions have been slow in changing their
attitude towards their oldest members
(Tikkanen, 2008). This is unfortunate
as the unions are often in the best position to take up the issue of learning
and competence development of loweducated older workers. The EU
project Working life changes and training of older workers showed that companies’ management do not consider it
their task to initiate discussion about
the competence of their older employees. They are, however, supportive if an
older employee takes the initiative to
train (Tikkanen et al., 2002). However,
for various reasons, older employees
may be reluctant to bring up their
learning needs, or they may not even be
aware of such needs in the first place.
Also, formal training providers rarely
have direct access to older learners to
promote their participation. Even if the
unions are increasingly realising the
need for promoting lifelong learning also among older workers, until recently
prolonging older workers’ working careers has not been on their agenda
(Tikkanen, 2008).

Good practices
Nevertheless, there are some good examples of union initiative and involvement in promoting lifelong learning for
older employees. In Denmark the
project Older workers in focus was
carried out among low-skilled male
workers of the Renoflex-Gruppen
(refuse collection) and the state owned
DSB S-tog (cleaning the Danish State
railways). The study showed that it is
possible to identify models for maintaining and integrating older workers
by means of bottom-up approaches
and with the support of the unions
(Hansen & Nielsen, 2006).
Unions in Iceland appear to be more
active in providing continuing education and training than those in other
Nordic countries (Jónasson, 2007). In
Iceland, the Education and Training
Service Centre for the employment sector was established by the Icelandic
Federation of Labour (ASI) and the
Confederation of Icelandic Employers
(SA). It operates according to a service
contract with the Ministry of Education. The Centre assists the Ministry in
increasing education opportunities for
employees who have little formal education as well as in the Ministry’s work
on informal learning, including accreditation of prior learning.
In Finland the governmental NOSTE
programme (2003–2006) was launched
to encourage training participation
among adults who lack basic vocational education. The programme initiative
was made by the unions. The job competence of older employees has increased and the employers assess the effects of the programme and from the
training as positive: besides increased
competence, learning has led to the
strengthening of vocational identities
among older workers, to stronger selfconfidence and increased work motivation, thereby also bringing positive effects to the organisational level (Hulkari, Kosonen, Luukkainen & Pakaste,
2009). The project also posed a challenge to the existing practice and theory of adult education. Reaching low-resourced adults as non-traditional learners took much more effort and resources than anticipated, as did helping these
workers to gain learning-to-learn skills
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key role in promoting work-related
learning among older workers (ibid).
When it comes to low-educated older
workers, trade unions are indispensable
cooperation partners.
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and self-confidence (Hulkari et al.,
2009).
In Norway the company-driven innovation project Ageing and health on
the continental shelf (2003–2006) was
initiated by the petroleum sector. Major unions were strongly involved in
the project implementation (Lie,
Tikkanen & Kjestveit, 2007). The
project showed that company management typically consider older employees as competent (enough) for their
work tasks. Also, overall, companies
did not have very well developed learning cultures. As a result of the project,
companies started to change their highly stereotypic attitudes to a more nuanced image of their older employees,
and consequently develop more comprehensive measures. The engagement
of older workers already in the early
planning phases appeared to be crucial
for the success of interventions (Lie,
Tikkanen & Kjestveit, 2007). More
generally, in Norway the unions’ concern for older employees is channelled
to and through the Centre for Senior
Policy (CSP), the national resource centre for employers and decision makers
as well as practitioners and researchers.
The CSP has managed to reach very
good results in all but one area: competence and learning promotion for older
workers!
In north Sweden the MULM (Middle-aged Unemployed Low-educated
Men) labour market project was successfully carried out in collaboration
with (steel and metal) trade unions, local authorities, county commissioner
and health sector employers (Randle et
al, 2008). The target group was older
workers, made redundant after closing
a large mine in a rural area. The project
showed that unions can be a powerful
co-player in increasing employability
among low-resourced older workers.
The most impressive outcome was related to training some of the older
workers to become nurses (Randle et
al, 2008). Like the NOSTE programme
in Finland, this project showed that
working first with older workers’ attitudes, long-established mindsets and
learning skills was crucial for the success of the project.
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Lifelong
learning
for
immigrants
aged

50+

In Sweden, a collaborative project is aiming to integrate
immigrants over the age of 50 in the society through
disseminating knowledge and information, promoting
personal wellbeing, facilitating an entry into the labour
market, increasing knowledge of the Swedish language and
helping immigrants participate in social activities.

Kajsa Pö s ö , B r i t a H e d a l m a n d A r j a S k o g q v i s t
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Older immigrants in northern
Sweden
Swedish for immigrants (Sfi) is a study
programme providing an introduction
to the Swedish language and society.
The programme is designed for non-native speakers. The purpose of the Sfi
course is to give students sufficient language skills and necessary civic information to manage in the Swedish society and working life.
Often a group of participants belonging to the target group are identified as expressing strong feelings of segregation. These people feel that they
have no possibility of integrating into
the society and they worry about being
left outside social life and the labour
market (SIOS, 2003). They also experience problems when the younger generation becomes integrated, while they
remain outside the society. For many
immigrants this can create double segregation.
Older immigrants in Sweden have a
higher risk of health problems than native Swedes, such as sleep disturbance
and anxiety (Altvall, 2000, pp. 1401–
5129). Experiences in Luleå follow the
general trend in Sweden. The Swedish
Ministry of Health and Social Affairs
has investigated the factors that influ-

ence health and the results show that,
especially among older immigrants,
loneliness and isolation are dominating
reasons for health problems (Folkhälsoinstitutet, 1998).
Unemployment among older immigrants in Sweden is high and in the current economic climate the situation is
not improving. According to the City
of Luleå Social Department, there are
approximately 45 households with
non-Nordic background where one or
both members of the household are
aged 50–65 and depend solely on financial support from the Social Department (G. Bergman, personal communication, September 22, 2006).
These individuals have, according to
the Public Employment Service (T. Reinholdt, personal communication, November 10, 2006), difficulties in finding
a job and have problems integrating in
the Swedish society. Subsequently their
language skills are poor.
There are few opportunities to address the abovementioned problems
within regular Sfi courses and the need
for another approach is obvious. During a study visit to Cuba, teachers from
the Luleå Adult Education Institution
came into contact with a model used at
the university in Cienfuegos to promote
the inclusion of older inhabitants in society. The “Senior University” model
has been successful in increasing the
wellbeing of elderly people in Cuba
(Hedalm et al., 2006). The study visit
gave ideas to the project described in
this paper.
Cooperation to reduce social 
exclusion
The European Lifelong learning programme action plan (EC, 2007) identifies adult learning as a tool for reducing poverty and social exclusion among
marginalised groups. It states that adult
learning can both improve people’s
skills and help them move towards active citizenship and personal autonomy.
In many cases cooperation between
different authorities is needed in order
to effectively reduce social exclusion
among older immigrants. In this
project, cooperation is essential for the
participants to receive financial support
from the Social Department while stud-

ying. As a pilot project in the area, the
project has also received external funding from the European Social Fund. The
potential benefits of cooperating with
non-profit associations can hardly be
overestimated. The project goals are to:
• develop a study course tailor-made
for the needs of the target groups in
cooperation with the Social Department, the Public Employment Service and the County Council;
• establish a network of non-profit
associations for immigrants’ integration in the Swedish society;
• increase the target groups’ knowledge of how they can influence their
health and enjoy life;
• increase the target groups’ knowledge of working life;
• increase the participants’ knowledge of Swedish society;
• decrease social exclusion.
Model for inclusion of
immigrants
To achieve these goals, the project has
developed a model for the inclusion of
immigrants. The different stages of the
model are listed below:
• planning a 36 week study course
in cooperation with local partners;
• recruiting participants;
• mapping students’ expectations,
language skills, background and
drawing up an individual study plan
for each participant, ideally with a
study counsellor and a teacher;
• running the course on two days a
week;
• study counselling and selection of
practical training placements;
• midterm evaluation;
• continuing the study course and
practical training, in total on four
days a week;
• end of course evaluation, mapping
of language skills and planning future work, or studies, with a study
counsellor.
Course content and
participants
The programme consists of the following course elements: Swedish history
and Luleå history, Law, Non-profit associations, Working life in Sweden, Diet and Health, Equality, Youth in Swe-
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T

he City of Luleå Labour
Market Department is
responsible for subsidized
work schemes, integration
and adult education. Within the
Labour Market Department, the Adult
Education Administration and Learning Centre offers training programmes
and courses at different levels, as well
as training services for companies and
organizations within the area of formal
education.
In cooperation with the municipality, county council, employment services and associations, a new project was
started in June 2008 to counteract segregation and to integrate immigrants
into the Swedish community. The
project will run until August 2009. The
target group consists of students aged
50–64 (50+) with an immigrant background. This lifelong learning project
combines formal and non-formal education.
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den, Elderly in Sweden, Information
technology, and Leisure time activities
in Luleå.
Participants were recruited in cooperation with the Social Department
since it is the provider of the financial
support. The project can accept 20 participants on one course and the aim has
been to ensure a gender balance. The
mother tongues of the students in the
pilot project study course are Arabic,
Dari, Kurdish, Burmese, Spanish, Russian and Chinese.
Evaluation
Evaluation is conducted through interviews and regular conversations with
participants throughout the duration of
the study course. The students are
asked to reflect on the study course
content and results after each course element. The linguistic aspects as well
the contents of the element are evaluated by the students and the teacher. The
results from the interviews are compared with the students’ expectations
as mapped before the start of the
course. This evaluation is also carried
out with project partners. The evaluation measures the improvement of language skills as well as knowledge about
the Swedish society and about how one
can affect health by lifestyle. An external evaluator follows the project and
will make a final evaluation to measure
whether integration and introduction
to working life has been accomplished.
Midterm results
Midterm results indicate that cooperation with local authorities and nonprofit associations is working well, and
their engagement and flexibility is high.
Partners and students plan together the
course contents as well as how to organize the different elements.
Evaluations after each course milestone show that the students are receptive both to the structure of the course
as well as their own academic achievements. Students also experienced an
improvement in their language skills
when they had the opportunity to train
together with others in a meaningful
environment. Some students think it is
good to be away from home, where
they feel isolated and ill. Currently the

course is organised on two days every
week and the students are asking for
more time. This need will be addressed
through training placements in companies when students practise outside the
educational facility. Practical training
will be combined with studies. Three
students have discontinued their studies
due to changes in place of residence
and/or employment.
The participants feel they have a better knowledge of how to apply for a
job by writing CVs and personal letters. They feel that they have gained
knowledge about the rules of the labour market and about vocational
training possibilities. They have realized that they must be more active in
applying for jobs and that increasing
their language skills and vocabulary is
important.
People from the county council specializing in dietary requirements are
satisfied they can reach the target group
with their information. This programme has greatly increased the opportunities to distribute such information. Some project partners found it
difficult to make themselves understood
since they had expected the students’
language skills to be better.
Future development
Clearly it is important for representatives of the local authorities to speak
plain Swedish when they meet immigrants. Otherwise the students feel inferior.
Links to non-profit associations
could be emphasized more during the
course since this is important for the
future. If students do not immediately
obtain employment, the integration
process is promoted through participation and social activities in a non-profit
association. The course should therefore provide more knowledge as to
how one works in a non-profit association, how they are structured, what are
their aims and which associations are
available in the local area. It might also
be possible to integrate this in the Sfi
programme in Luleå.
How to engage workplaces to provide training positions will be an important area of development for the future. In times of high unemployment
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and economic recession it is understandably more difficult to obtain
training positions.
Conclusions
The model described above offers a
possible way toward the inclusion of
older immigrants into society. Preliminary results show an increased sense of
wellbeing, improved language skills
and a better understanding of the labour market.
The project also shows that cooperation is possible within the local area
and that resources can be pooled to
achieve a step towards active citizenship and personal autonomy. Participation in the planning of the project by
local partners such as employment
services, the county council and social
services is important for the success of
the project. Ultimately they are the
ones who deal with the problems of
this particular target group such as inadequate language skills, difficulties in
finding employment and health problems. The students’ ability to tailor
their education and to choose their
practical training placements engages
them more strongly.
Initially the project has proven successful as a means of increasing communication between municipality,
county council, employment services
and society. The final evaluation in the
summer of 2009 will give us more information about the effects of such a
project for the individuals who participated in it.
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Virtual
mentoring
for

novice
teachers
There is a lack of coherence and continuity between teachers’
initial professional education and subsequent induction, inservice training and professional development. In Finland, a
portal is being created for the support of teachers’
professional development and lifelong learning.

Ari Myll y v i i t a a n d M a i j a A k s e l a
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Achieving subject knowledge
The aim of chemistry teacher education
in Finland is to support the student’s
development into a chemistry teacher
researcher, and their lifelong learning.
All future chemistry teachers study indepth

(i) the information structure of
chemistry concepts and phenomena
chosen for the course, as well as understanding and teaching them;
(ii) how to understand chemistry
and support related thinking skills,
as well as assignments supporting
this understanding;
(iii) chemical formulae, understanding and teaching them; and
(iv) research literature pertaining to
chemistry and its teaching as well as
publication sources (http://www.helsinki.fi/kemia/opettaja/english/master.shtml).
Picture 1 illustrates the framework
of this study. Subject knowledge is the
target and focus of our research. All
teacher education programmes nowadays concentrate, of course, on giving
novice teachers enough abilities to survive in their first years as teachers. In
KEMMA teacher education we want to
build a virtual network for teacher students, novice teachers and older teachers. Among them there are also postgraduate teacher students. They can also act as mentors and collaborate with
and help field teachers. At the same
time they can carry out research that
can help understand learning better
and teach concepts and phenomena
better.

During their initial education, future
chemistry teachers study four years in
the subject departments and one year
in the Department of Applied Sciences
of Education, including teacher training. Within the Department of Chemistry, the Unit for Chemistry Education
has subject-matter responsibility in preparing teachers of chemistry. In the future the network building starts during
pedagogical studies when teacher students need support especially in the
subject knowledge.
Nowadays novice teachers are lacking possibilities for further education
and support from older colleagues. In
the future, the induction phase will feature active collaboration with newly
graduated teachers (e.g. seminars,
workshops, e-news, e-mails and other
ICT tools). Our new research-based
mentoring programme features various
ICT challenges.
Nowadays the Centre for Chemistry
Teacher Education, KEMMA, as a part
of the LUMA Centre for natural sciences and mathematics (see http://www.
helsinki.fi/luma/english) collaborates
with teachers and other societal partners (e.g. the industry). KEMMA offers training courses and opportunities
for laboratory courses for chemistry
teachers. In the future we combine

Picture 1. Teacher education nowadays and the ideal future
(for further education)

subject knowledge
to understand and to teach
chemistry concepts and
phenomena

Professional development or
postgraduate studies
Further studies
Induction phase - Novice teacher

Teacher
Initial education - Master degree
Pedagogical studies

Operational environment
Computer and web supported
collaboration
Virtual mentoring Peer mentoring
Teacher
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Research
subject
Pedagogical knowledge
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T

here is, according to the
European Commission
(2007), too little systematic
coordination between different phases of teacher education in
Europe, leading to a lack of coherence
and continuity, especially between initial professional education and subsequent induction, in-service training and
professional development. The perspective of lifelong learning is missing and
these processes are often not linked to
school development and improvement,
or to educational research (European
Commission, 2007). Studies have
shown that the career of “novice teachers”, the induction phase, has been
regarded as the weakest link in teacher
education and professional development (e.g. Blomberg, 2008).
In response to these challenges, we
have initiated a three year (2009–2012)
research project which is part of Ari
Myllyviita’s PhD thesis. Maija Aksela is
the PhD supervisor. The project is
based on open source ICT tools that
are scalable for different kinds of
groups and networks. During the
project we will create a virtual activity
network and process that updates itself. The process consists of three elements: 1) network building during
teacher training, 2) active collaboration
with novice teachers and 3) mentoring,
peer-mentoring and normal further education offered by teacher educators,
doctoral students and novice teachers.
The project focuses on using ICT
tools to create and maintain networks
between teacher students, novice teachers and their mentors in mathematics
and chemistry education. It is made
possible via a special portal with several Web 2.0 tools. This portal includes a
discussion board, a file sharing tool, a
pool of trainers available for members
of the network, a group calendar, wiki
based tools and a messaging system.
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these courses with the virtual network
which is a circle of teacher students,
novice teachers, active teachers, and
post-graduate teacher students.

Picture 2. Modules of the
Information Society Worker
(TIETY) course
Work in the information society

Previous studies and practice 
There are quite a few studies on combining mentoring, virtual community,
virtual library and knowledge sharing
(Kuronen, 2000; Tuominen, 2001). As
far as we know, in practice there is only
one working model in Finland (and in
Europe). Kouluttajafoorumi.net (see
www.kouluttajafoorumi.net) is a portal
for ICT teachers who are licensed to
teach and grant an ICT skills qualification called the Information Society
Worker diploma. This so called TIETY
diploma is a result of a development
project which was a joint venture between the Finnish Information Society
Development Centre TIEKE and different educational and labour market organizations and governmental bodies.
The diploma (see picture 2 for course
modules) is based on the idea of deepening generic ICT skills and utilising
these in your work, work community
or working environment.
For the teachers, the TIETY educators, the Kouluttajafoorumi portal becomes familiar during special teacher
training courses. Pedagogy of these
training courses is based on ideas of
contextual learning, sharing experiences and knowledge. After the course the
portal works as a forum for discussion
and material sharing, creation and development.

Information literacy
Administration and project
management
Presentation and publishing of
knowledge
Regulations and data security
Communication and collaboration
new kind of educational knowledge of
future praxis. So the primary goal is to
analyze the working environment and
professional needs of novice teachers
and generate a meaningful web artefact, a portal.
This study is not about teaching but
research for teaching. It creates new
tools for further education, and a webbased community supporting novice
teachers. At the same time it works as a
tool for all teachers and post-graduate
teacher students. Lifelong education is
given a new perspective additional to
traditional further education consisting
of seminars and face-to-face courses.
This is also an opportunity to understand further education as life-wide education. The new portal will support
novice teachers’ lifelong learning on a
new level. We see the portal as a new
part in the professional development
and networking of future teachers,
novice teachers and other teachers.

Action research for teaching
The method we use in our research
project is action research where the researcher is also an actor in the process,
first a mentor but later more like a
moderator and a facilitator. Creating a
working model as part of doctoral
studies makes our approach a designbased action research (Juuti & Lavonen, 2006). This approach consists of
(1) a design process with analysis of
working environments and professional
needs of novice teachers, (2) a usable
artefact, i.e. a computer and web supported collaboration portal for teacher
studies and the induction phase and (3)

Concepts
The first couple of years (the induction
phase) as a teacher involve different
kinds of problems, opportunities and
possibilities. In response to these challenges and opportunities, this research
project covers several topics and concepts, like theories about knowledge,
knowledge sharing, subject knowledge,
virtual libraries, virtual community,
learning in different forms, mentoring
and peer mentoring. The following
concepts are therefore crucial for this
study.
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The induction phase
The induction phase refers to the period directly after teacher education, the
first two or three years as a novice
teacher. Induction phase education is
normally delivered through mentoring
(Blomberg, 2008). According to Achinstein and Athanases (2006), induction
means, when you talk about the teacher profession, the unique phase during
which a person is becoming a teacher
as well as the phase during which an
individual socializes herself to the profession and to the system which is built
to support the individual and her professional development.

Knowledge sharing
Knowledge formation can be understood as knowledge construction and
knowledge sharing together (Tuominen, 2001). This study tries to demonstrate in practice that creating and
sharing are part of the same process. In
the virtual environment, there are no
borders or limits for delivering different kinds of materials and artefacts (or
learning objects as we call them in the
ICT world). Knowledge sharing is the
first step toward opening the gates to
so-called tacit knowledge where lifelong learning is in an invisible and untouchable form.
An important part of sharing is the
question of licenses. The new portal
created as part of this study is based on
Creative Commons principles: the Attribution Share Alike license lets others
remix, tweak, and build upon your
work even for commercial reasons, as
long as they credit you and license their
new creations under identical terms
(read more http://creativecommons.org/
about/licenses).

Subject knowledge
As explained above, this research is
based on interventions that support
better and deeper understanding about
subject knowledge. In Shulman’s
(1986) typology, subject knowledge
comes in different forms: content
knowledge, curricular knowledge and
pedagogic subject knowledge.

Virtual communities are normally
based on shared interest. The aim of
this study is to explore how knowledge
sharing is enabled in virtual communities, not what a virtual community is itself. Because knowledge sharing is the
primary function of the virtual environment, the key element of the future
portal is a functional file manager or a
discussion based area where files are
presented and the use of learning objects is explained and evaluated.

Virtual library
This study is partly dealing with theories about libraries. In common with libraries, gathering and delivering information is essential to ideas about sharing knowledge. Ranganathan (1931) is
famous for his five laws in this field:
1. Books are for use.
2. Every reader his book.
3. Every book its reader.
4. Save the time of the reader.
5. Library is a growing organism.
In his doctoral thesis, Kuronen
(2000) constructed two more laws:
‘Every reader his library’ and ‘Every
writer his contribution to the library’.
When you adapt these laws to the
discussion about modern virtual networks, you can find some new laws or
principles:
1. Divided (delegated) knowledge
creation is a process.
2. Knowledge sharing is about
shared professionalism or shared
knowledge.
3. Creative commons principles. Developed versions of materials are
shared according to the same licence
as earlier versions.
Knowledge creation is a process
where you need a team to create more.
A sparring partner, different angles to
the same issue and divided tasks are
crucial to knowledge creation. Everyone has something to contribute to the
process. To be willing to share knowledge you need a feeling that you also
gain something. This could become
concrete when you use a material, develop it and then give it back to forum
(with the value you have added to the

material) for further use. This study is
going to define the following new laws:
1. Knowledge creation is a neverending process.
2. A virtual library is a forum for
all, everyone is a professional.
3. What I have is for you and, further, I want to share my knowledge.

Formal and non-formal education,
and informal learning
The educational system can be divided
into three components (which we are
not going to argue against): formal education, non-formal education and informal (education or) learning. Traditional teacher education can be categorized as formal education. It is a system
where you have study credits, degrees
and diplomas. Non-formal education
goes beyond that. It is not based on
any kind of official system; it might be
subsidized by the government but not
regulated. Informal education or learning is closely related to tacit knowledge
creation. This study creates a platform
where older teachers (mentors, peer
mentors) can make their tacit knowledge visible and share it. Novice teachers can learn from these mentors and
be part of the new knowledge creation
process.

Mentoring and peer mentoring
Jokinen and Sarja (2006) write about a
project called “Mentoring as a resource
in teachers’ professional development”
where they collect ideas about mentoring, especially group mentoring. They
concentrate on the teacher while our
aim is to support the subject knowledge through mentoring. In addition,
we talk about virtual mentoring – mentoring which is independent of time
and place.
Virtual mentoring is a modern approach for dealing with peer interactions. When there is only one chemistry
teacher at your school, normal support
is lacking. When you need support in
the subject knowledge you need to
have connections to chemistry teachers
from other schools. This project is
about creating a peer to peer network
already during the initial pedagogical

studies in teacher education schools.
The relationship between the teacher
student and the teacher educator (the
“first mentor”) and the period of the
initial pedagogical studies are crucial
for the success of mentoring.
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LLinE profile of József Katus

O

bviously, one’s profile
refers to one’s identity.
Like everybody, from time
to time I reflect on my
identity by asking myself questions
such as ‘who am I’, ‘where did I come
from’ and ‘where am I going to’. However, I must reflect on my identity probably more often than most people I
know because I happen to be a migrant
and migrants are expected by others, as
Zygmunt Bauman (2006) rightly points
out, to self-define, to have a considered,
carefully balanced, keenly argued view
of their identity. When exercises in selfdefining become a habit, they result in
self-identity. Self-identity is, as Anthony
Giddens (1995) puts it, a person’s
capacity to keep a particular narrative
going, continually integrating events

With a background in government
communication and higher
education, the ongoing focus of
József Katus’ work in the civil
society has been contributing
to European reunification and
furthering the quality of life of
people with disabilities.
which occur in the external world, and
to sort them into the ongoing ‘story’
about the self.
The challenge to tell such a ‘story’
this time comes from the editors of
Lifelong Learning in Europe whose
fourteenth annual volume is coming
out this year. I was involved with this
unique periodical from the first meeting
of its embryonic editorial board, held
in Brussels in 1996, until January 2009

when I left it. I witnessed LLinE’s birth
and maturation as a member of the editorial board whose composition has
changed over the years but whose atmosphere has always been characterised by expertise, commitment and
friendship. As I have perceived it, the
members of the editorial board cherish
adult education and learning because
of their intrinsic value in terms of ‘a
treasure within’, self-realization as well
as their emancipatory potential. This
attitude has certainly contributed to
LLinE’s uniqueness, as has the combination of theory, practice and policy. It
has always been the editorial board’s
ambition to make sure there is a balance in LLinE contents between these
three dimensions and also between different regions of Europe as well as be-
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tween formal and informal education.
In my opinion, there is still room for
improvement in balancing the practices
of formal actors and the cognitive practices of the civil society.
Culture, learning, education
and work
Coming back to my profile, I think that
it has several dimensions which are related to culture, learning and education, work, and so on. As far as culture
is concerned, my identity is an alloy of
two cultures. I was born Hungarian
and my mother language is Hungarian
so there is no doubt that I am Hungarian. However, after the Soviet oppression of the Hungarian revolution of
1956, as a refugee of sixteen I left my
native country and landed in the Netherlands where I became Dutch by
learning and by education. It was
learning by doing because alone in the
world I had to find my way in the society by trial and error, by self-defining
repeatedly, and by education because in
the Netherlands I received the same
formal and informal education as native Dutch do.
I was lucky because in addition to
everyday experiences I had the opportunity to explore the Dutch society as a
journalist. While earning my living in
this way, I studied Political Sciences at
the University of Amsterdam. After
graduation I was employed as government communication officer in The
Hague, first by the Ministry of Economic Affairs and later by the Ministry
of Education and Sciences at the service
of the Netherlands Universities’ Council. Both were great learning environments where I became familiar with issues of, respectively, the Dutch economy and higher education. I also became
familiar with the functioning of the
Dutch administration and political system.
Although in those years government
communication in the Netherlands was
already relatively developed, its profes-

sionalization left much to be desired.
Neither my colleagues nor I were
trained for the job we were doing.
While learning it in the practice, I became increasingly fascinated by government communication partly because of
its communicative and educational dimensions, partly because of its functions for governments and citizens in a
modern, democratic society. This motivated me to switch to research and
teaching at the department of adult education at Leiden University. In doing
so I could lean upon two relatively new
and growing bodies of knowledge,
namely andragology and agricultural
extension. The latter might seem
strange, so let me mention that education and information played an important role in the development of the
highly advanced Dutch agriculture. Further, there was a chair in agricultural
extension at Wageningen Agricultural
University. The body of knowledge developed there proved to be useful not
only in agriculture, but also in health
education, government communication
and so on.
Switching from government service
to teaching and research subsequently
often stimulated reflections on my identity and I became an adult educator in
the sense of the Hamburg Declaration
(1997): someone fulfilling responsible
roles in formal and non-formal adult
education by designing, implementing
or facilitating processes of adult learning. My work in government communication, in higher education and in civil
society largely came down to adult education. I will come back to civil society.
For the time being suffice it to say that
besides earning my living I was doing
unpaid voluntary work. I am still involved in it, although I retired already
over five years ago.
Higher education
In higher education I was responsible
for formal processes of adult learning.
At the beginning my students in Leiden
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used to be exclusively young and white.
In the course of time, however, my classes became increasingly heterogeneous in
terms of age and ethnicity. This was
partly due to the fact that changes in society generated demand for lifelong
learning. Next to high school graduates
I got more and more postgraduate as
well as undergraduate students belonging to older generations and having considerable professional experience. Learning journeys with them were instructive
and called for innovations in curricula
and for adequate learning environments.
Another explanation for the increasing heterogeneity of my students was
migration due to globalization. The accompaniment of non-native students
was a challenge. I had, however, the advantage of myself being a migrant and –
as such – I had some understanding of
the problems that migrant students were
facing. Nevertheless I had to acquire
competences myself to respond to these
problems more or less satisfactorily.
My experiences in Leiden turned out
to be useful in Hungary as well. As visiting professor at the Faculty of Adult
Education and Human Resources Development of Pécs University, and within the framework of Dutch-Hungarian
co-operation in the field of government
communication, I contributed to the
development and implementation of a
Government Communication and Social Inclusion curriculum for high ranking government officials. In a country
wrestling with the legacy of communist
dictatorship this was an innovation.
That my efforts were appreciated appears from my subsequent appointment
as honorary professor by the senate of
Pécs University.
Government communication
Government communication has important learning dimensions related to
individual and collective problem solving and autonomous citizenship. As
government communication officer I
was involved in education of the pub-

Civil society
The ESVA originated from Dutch-Hungarian co-operation in the field of adult

education that begun in mid-1970s
when the Cold War was still rampant
and the Iron Curtain divided Europe,
preventing communication and co-operation between people. In spite of this,
with Leiden University as organizational background, and as Dutch citizen, I
succeeded in co-operating with Hungarian colleagues, in the first place with
János Tóth, then deputy director of the
Institute for People’s Education. After
the collapse of the communist system
he became president of the Hungarian
Folk High School Society and, subsequently, also president of the EAEA
(European Association for the Education of Adults).
We became friends and the focal
point of our co-operation was the role
of voluntary associations in the field of
culture. Notwithstanding the Cold
War, communist authorities did not
hinder us because our activities took
place within the framework of the Cultural Agreement between the Kingdom
of the Netherlands and the People’s
Republic of Hungary, and probably also because in their perception voluntary associations were choirs, folkloristic groups and the alike. However, we
were talking of ‘culture’ in a sociological sense, referring to the whole society. While discussing the role of voluntary associations we considered why
there was such a rich associational life
in the Netherlands, comprising not only choirs, and so forth, but advocacy
and problem solving networks as well,
whereas such associations in Hungary
were lacking. Reflecting on this difference it became clear that the establishment of communist dictatorship went
with the elimination of voluntary organizations because they were bastions
and schools of democracy. Voluntary
associations represent an environment
where people can freely exchange information and learn how to be autonomous citizens. In this way we discovered the importance of civil society for
individual and collective wellbeing.

Our activities attracted not only colleagues from Hungary but also from
other countries and our co-operation
was transformed into the multilateral
ESVA network. We organized many
conferences and mutual visits. The first
ESVA conference was held in Hungary
in 1998. The second took place two
years later in the Netherlands. I was impressed when in the closing session of
this conference Talvi Märja from Estonia, then still a Soviet republic, presented me with a candle made in Tallinn,
saying that we should go on with our
work of enlightenment. It was great to
see her three years later during the 1993
ESVA conference in Estonia which in
the meantime had become independent.
Prior to this, in 1991, we organized a
conference in Moscow shortly before
the fall of the Soviet Union. It was quite
an experience to meet friends and colleagues from Russia and other countries
in Moscow and witness the last days of
an empire.
To express its appreciation for outstanding performance in adult education, the ESVA board established an
award named after the great Moravian
educational reformer Comenius. Its
first recipient was Peter Jarvis, an inspiring teacher also active in Eastern
Europe, who had earned the recognition and friendship of many colleagues
from Tallinn to Belgrade. Paul Bélanger, then director of the UNESCO Institute for Education in Hamburg, was
the next recipient. In his Comenius lecture (Bélanger, 1998) he pointed out
that in all regions of the world millions
of women and men are meeting in
small groups to discuss, to learn from
each other, to understand better, to intervene and strengthen the capacity to
act individually and collectively. The
ESVA fitted this description. Bélanger
and others even saw it as a unique network because it encompassed East as
well as West European adult educators
and researchers. Ahmed Aboutaleb
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lic, facilitating processes of adult learning related to many social issues. Let
me give as an example the unparalleled
public debate regarding the census in
the Netherlands at the end of the 1960s
and the beginning of the 1970s. Public
debates encompass complex processes
of problem definition and the creation
as well as distribution of social knowledge. In this case actors were, in addition to the government itself, politicians, individual citizens, political parties and other organizations as well as
the mass media. The census under discussion was the 14th census held in the
Netherlands and at the same time the
last one because as an outcome of the
public debate the people decided to reject censuses.
I was privileged to witness the public
debate and after moving to Leiden I did
research into it, concluding that the
Netherlands stopped taking censuses
because the people had learned to understand the significance of privacy and
the threats posed by the application of
modern information and communication technology (Katus, 1992). I still
consider the census case as a good example of cognitive practice in civil society, leading to the precipitation of new
values.
Later on I became involved in civil
society where I got plenty of opportunities to gather experience in adult education and learning. Particularly three
NGOs are worth mentioning in this
context: the European Symposium on
Voluntary Associations (ESVA), the
Dutch SOFT Tulip Foundation and the
International SOFT Federation. I used
to be the president of the first and I am
still chairing the two others. As an appreciation of my work in civil society,
Queen Beatrix of the Netherlands appointed me Knight of the Royal Order
of Orange-Nassau.
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should also be mentioned in this context. He is a migrant of Moroccan origin who, like me, became Dutch by education. Aboutaleb received the
Comenius award during a successful
ESVA meeting that took place in Helsinki in 2005. At that time he was alderman of Amsterdam, shortly afterwards he became a State Secretary, and
in January 2009 he was appointed the
mayor of Rotterdam. A prominent
Dutch politician, he is also a volunteer
adult educator, teaching people how to
be citizens in a multicultural society (cf.
Aboutaleb, 2005).
Since the reunification of Europe,
the distinction between East and West
has lost its political significance. Adult
education organizations controlled by
the communists have given way to free
associations of adult educators who
communicate and co-operate in a Europe without internal frontiers. At the
same time, ESVA has gradually lost not
only its uniqueness but also its raison
d’être.
The Dutch SOFT Tulip Foundation
plays an important role in ‘my story’. I
have had the privilege to be its president since its establishment in 1991.
‘SOFT’ has nothing to do with softy or
software. It is an acronym for ‘Save
Our Future Talents’, the then motto of
SOFT Tulip and its Hungarian sister
foundation who started to work together eighteen years ago on the improvement of the medical care and
wellbeing of multiple disabled children
in the relatively underdeveloped eastern
part of Hungary. Our target group consisted of children but we got increasingly involved in adult education because children in general and children
with a disability in particular, are wholly dependent on adults. Therefore, in
pursuing our aims we have to address
parents, medical and other rehabilitation professionals, volunteers working
for or on behalf of children, politicians,
officials as well as the general public. It
is still necessary to address the general

public because due to historical circumstances the societal acceptance of different others, particularly mentally disabled persons, is low in Central and
Eastern Europe.
Since its establishment, SOFT Tulip’s
scope has changed in terms of target
groups, geography and the content of
assistance. Its target group is no longer
exclusively children, its activities are no
longer limited to one country and its
assistance is no longer material relief
work. Presently, SOFT Tulip is a
knowledge network of Dutch care providers. It aims at furthering the quality
of life – comprising social inclusion – of
persons with a disability in accordance
with the United Nations’ Convention
on the Rights of Persons with Disabilities. Rooted in basic values characteristic of Dutch culture such as freedom,
equality and solidarity, SOFT Tulip assists its partners abroad to further in
their own country the quality of life of
persons with a disability. In doing so it
draws upon insight, knowledge and experience accumulated within a strong
and vibrant civil society, encompassing
the development of helping networks,
the advocacy of the interests of persons
with disabilities as well as the fostering
of policy changes necessary to develop
an inclusive society. It also draws upon
insight, knowledge and experience
gathered within its network of care
providing organizations in the Netherlands who employ altogether about ten
thousand people and have an annual
budget of approximately € 700 million.
We are now implementing, for instance, with financial support from the
Dutch government, a three year project
in Ukraine aiming at the improvement
of the lives and service standards for
children with disabilities through capacity building and strengthening of
civil society. The ultimate target group
is children with disabilities in state run
boarding schools but, here again, the
intermediary target groups are adults
working in the care sector as well as
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politicians and authorities on local and
national levels. This is due to the fact
that the realization of our goals presupposes effective co-operation between
governments and civil society whereas
a more adequate regulatory and legal
framework is needed in order to effectively realize the rights of children with
disabilities.
In 2000–2001, a Dutch-HungarianRomanian SOFT project was implemented with the financial support of
the European Union. The project involved about 450 professionals, parents and volunteers in Hungary and
Romania. At the closing conference
representatives of 28 NGOs decided to
continue their co-operation and they
elected me as the president of the newly
established International SOFT Federation (ISF). It has nowadays about 35
member organizations in several countries. Its mission is similar to that of
SOFT Tulip and its work also comes
down to adult education and learning.
For example, the sixth ISF conference
with approximately 170 participants
from several countries held two years
ago in Chişinǎu, the capital of the Republic of Moldavia, focussed on European standards for the social inclusion
of people with disabilities. This year
the conference will concentrate on autism and social inclusion and it will be
held in Timişoara, Romania.
According to Giddens, a person with
a reasonably stable sense of self-identity has a feeling of biographical continuity which he is to a greater or lesser
degree able to communicate. The outcome is almost necessarily a patchy
profile, which in this case is influenced
by a number of questions formulated
by the editors of LLinE. One of the
questions addresses the biggest challenges adult education is in my opinion
facing. There are grave problems related to environmental, economic and demographic developments which represent separately – and combined – many
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challenges. Lindberg (2009) is probably
right when he points out that education
for sustainable development is paramount, but I have not yet succeeded in
figuring out which challenge is the biggest one. I know, however, that I am
keeping my ‘story’ on-going as longs as
it is lasting by investing my limited energy, time and expertise in efforts to
improve the quality of life – encompassing social inclusion – of people
with disabilities.
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Adult education and
Sweden’s presidency
of the EU.
Interview with

Geoff Erici

Geoff Erici talks about tendencies in Swedish adult education from the
perspective of the Ministry of Education and Research. In the future,
increasing attention will be given to tailored learning provision and
recognition and validation of prior learning.
What are the priorities of Sweden’s
EU presidency? Are there any
particular goals related to adult
education or education in general?
Any specific goals for the presidency period have not yet been finalised1 but the
Presidency Trio of France, the Czech
Republic and Sweden has a joint 18
month programme which came into
force on 1 July, 2008. The five overarching themes presented for Sweden are:
• Climate, energy and environment.
• Jobs, growth and competitiveness.
• A safer and more transparent Europe.
• The Baltic Sea strategy and relations with the near vicinity.
• The EU as a global actor and continued enlargement.
It is most likely that any incoming
President will have to give priority to
issues relating to the economic and financial crises. Within the education

field one main focus will be the role of
teachers.
During the presidency, several relevant meetings and conferences will be
arranged in Sweden. The mobility and
continuous training of teachers and
school principals will be the topic for
the informal meeting of Ministers of
Education. Another main focus will be
the Knowledge Triangle of research, innovation and education. During their
informal meeting, the Research Ministers will discuss the European Research
Area, its governance and how research
can be better linked to higher education and innovation. A conference will
focus on the important interplay between research, innovation and education in the Knowledge Triangle, with
specific focus on the role of education
and research. Within the field of VET,
another conference will discuss challenges in VET for adults with regard to
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the ongoing economic and financial crises and focus on measures taken, or
planned, in the member countries. Another conference will be addressing the
issue of exclusion from the labour market and how to increase accessibility
through political measures in order to
increase labour supply and inclusion.

What is Sweden’s position regarding
the Copenhagen and Bologna
processes, and the European
Qualifications Framework?
The systems for education and training
are quite different within Europe. This
diversified supply is a strength that provides many opportunities. In order to
take advantage of these possibilities
though, we need some common agreements, structures and tools that will
help us navigate between the national
systems and to understand them better.
This is what cooperation at the Euro-

31 August–2 September
Conference: The Knowledge Triangle Shaping the Future of Europe, Gothenburg
29–30 September
Conference: Active Citizenship in Europe, Gothenburg
10–13 October
Meeting of the Directors General on VET,  Västerås
14–16 October
Informal meeting of the Research Ministers, Umeå
12–13 November
Conference: The Role of VET in Meeting the Challenges of Today and Tomorrow,
Stockholm
15–16 November
Meeting of the European Network on Teacher Education Policies, Uppsala
17–18 November
Conference: Gender Differences in Educational Achievement, Uppsala
16–17 December
Closing conference of the 2009 European Year of Creativity and Innovation,
Stockholm
pean level provides. Common tools will
make it easier for people to move between different learning and working
contexts within Europe.

What are the future challenges for
adult education in Sweden?
The great challenge ahead is to implement flexible and individualised adult
education and training that is available
for all adults and based on the actual
needs and prerequisites of each person.
Making validation and recognition of
prior learning a natural part of the system of adult education is an important
part of this. Another challenge is to
create access for all adults regardless of
where they live, making the best use of
learning centres and modern technology. Building education and training systems that allow supply to vary with the
demand on the labour market is another important challenge.
The goals for adult learning in Sweden are set by Government and Parliament. The current Municipal Adult Education Ordinance came into force on

January 1, 2003. It lays down goals
and strategies for the further development of adult learning and its infrastructure. Outreach activities, guidance,
validation, accessibility and study support may be said to constitute the cornerstones of the infrastructure for lifelong learning. In Sweden the responsibility for ensuring that all the elements
of this structure are in place – with the
exception of study support – rests with
the municipal councils. The focus has
been shifted from teaching in schoollike settings to more flexible ways of
providing support for individuals’
learning. The content of municipal
adult education is to be based on the
needs and abilities of the individual.
Education activities must be designed
to take account of the knowledge and
skills acquired by the adult and validation of such knowledge and skills is a
starting point. Each learner is to be given an individual study plan based on
his or her abilities and life situation.
Education activities must be accessible
and flexible in terms of time and loca-

tion. The specific challenge for Sweden
is to practically realize this national
ambition at local level where the actual
provision is given.

Europe could learn a lot from the way
Sweden has dealt with immigration.
What do you think Sweden itself has
learned?
I believe the most important point is to
have a holistic perspective and to meet
each and every individual according to
their specific needs, prerequisites and
wishes. To offer language education of
high quality is an important part of the
integration process but it is far from
enough. It needs to be combined with
other measures such as learning about
the society and integration into the labour market through active measures
where the individual gains practical experience in the Swedish labour market.
Each immigrant carries with him or
her a lot of knowledge, skills and competences that we need to make good
use of. It is essential that this is taken
into account initially in the integration
process through validation and recognition of prior learning. An individual
plan should be worked out with prior
learning as a starting point for further
measures. Such initial investments as
validation and recognition of prior
learning are crucial if we are to make
the integration process effective and efficient for both the society and the immigrant. Another important point is
that specific measures for the immigration process need to be put in place
quickly and during the initial period in
the country. The integration process
needs to be limited in time so that the
immigrant becomes “integrated” and a
part of the mainstream public systems
as opposed to systems that are directed
specifically for immigrants.
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Selected events during the Swedish presidency (1 July – 31
December, 2009)
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From the perspective of state
administration, what can we learn
about cross-ministry collaboration for
lifelong learning?
To start with, it is important that the
state gives the right prerequisites for
cooperation in the different steering
documents it produces to all levels of
authorities. Even with this in place it is
necessary to incorporate a culture of
cooperation and to look upon it as the
natural way for using scarce resources
in an effective way. A possible way forward could be to look in greater extent
upon financing as a common resource
to be used in a cooperative manner decided in a joint forum for consultation.

How do you see the relationship
between non-formal adult education
and vocational adult education and
training from the perspective of
developing the system of adult
education?
All forms of learning are important. We
need to have a holistic model where an
individual can learn in different ways,
be it formal, informal or non-formal,
and use all the knowledge, skills and
competence achieved as stepping stones
for further learning. It is important to
build education systems where qualifications are divided into units or courses that are provided in a flexible way so
that adults can learn within the formal
system continuously at their convenience. For this to work the formal education system must take the actual level
of knowledge, skills and competence as
the starting point through the use of
validation and recognition of prior
learning. Building competencies must
start from individuals’ current level. We
need to avoid all dead ends for the individual. Therefore both formal and
non-formal competences must be recognised.

What is the future of democracy and
active citizenship education in
Sweden?

When looking back in 2020, what do
you think were the mega trends of
our time?

Democracy and active citizenship are
two explicit goals for adult education
in Sweden and will have an important
role in the future as well. Liberal adult
education also plays a significant role
in this aspect.
The Swedish education system is
based on a foundation of common values and they should permeate all activities. The aim is for everybody to gain
insight about the equal value of each
and every individual and to counteract
insulting treatment, such as discrimination, bullying, sexual harassment, racism and homophobia.

I believe the mega trends that might
stand out in 2020 will be the change in
perspective with regard to a more individualized and flexible provision of
learning for adults, based on the needs
and prerequisites of each person. The
acceptance and broad use of validation
and recognition of prior learning
would be another important trend that
really has been made possible through
the shift towards learning outcomes in
Europe. Increased mobility within the
European education system is a third
trend made more accessible through
the common tools agreed at European
level.

Is there a Nordic perspective to adult
education and lifelong learning?
There is clearly a Nordic perspective to
adult education and lifelong learning.
The overall cooperation in the Nordic
area is based on common values, culture and history as well as a common
view on democracy and issues related to
education. Lifelong learning (including
adult learning) is prioritized in Nordic
cooperation. There is an Advisory
Group for Nordic Cooperation on
Adult Learning (SVL) operating under
the Nordic Council of Ministers and
working with common policy issues. In
order to further enhance cooperation,
the Nordic Network for Adult Learning
(NVL) was put in place in 2004. The
overall aims of the network include
providing a Nordic meeting place for
actors involved in adult learning, producing added Nordic value through information activities, developing projects
and networks and preparing new policy
suggestions in adult learning.
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ENDNOTE

1 The specific presidency goals were
not finalised at the time of the interview but they are now available from the Swedish presidency
website http://www.se2009.eu.
F u r t h e r i n f o r m a t i on
Sweden’s Presidency website:

http://www.se2009.eu/
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is the Director General of the Division
for Student Financial Support and Adult
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Education and Research.
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Tel: +46 8 405 4110
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Fax: +46 8 723 1734
Email: geoff.erici@education.ministry.se

adult
education
in a critical
perspective
Adult education can be considered and analyzed in
terms of institutions, in terms of different concepts
and policies, and in terms of practice. The difference
always lies between formulated policies and realized
practice, sometimes called, respectively, the arena of
formulation and the arena of realization.
B e r n t G u s t a v s son
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I

n Sweden the relationship
between these two arenas was
in the period of the classical
welfare state and governing by
rules (1930–1985) different from the
current period of governing by objectives. This transition took place in Sweden in the beginning of the 1990s.
There has been a closer connection
between policies and the development
of institutions during the last two decades. The main problem I consider here
is the relation between formulated policies and realized practice. The core of
the problem is that the concepts and
the language of the dominating policy
do not say anything essential about the
aim, meaning, pedagogy or methods of
adult education, or education in general. This situation leaves a vacuum
where the most basic and fruitful concepts of all forms of education are
absent. These concepts are knowledge,
bildung and democracy.
In this article I intend to consider the
state of Swedish adult education from a
historical perspective and from a critical perspective. I will first consider the
current situation in relation to the traditions and historical development of
adult education in Sweden, and second,
briefly try to show the significance of
the absent concepts mentioned above.
Adult education has historically had
three functions: economical, democratic and humanistic. The last two are in
danger of being marginalized because
of government and EU policies. I will
analyze the reason and the theoretical
background behind this threat. The
policies produced by the EU and the
OECD, instead of serving to clarify the
meaning of and real issues in education, focus attention on administrative
and economical questions which are remote from the pedagogical and social
problems teachers struggle with in
practice. My criticism is directed in
particular at the trend that reduces

adult education, in terms of lifelong
learning, to economics and human capital. My argument is that adult education and lifelong learning have to be
completed in a new way by perspectives of democracy and humanism.
A short history
The field of adult education in Sweden
includes popular adult education, consisting of folk high schools and study
associations; municipal adult education, where people can complete their
formal education up to upper secondary level; and adult education that is
more directed to the labour market.
These three elements have different historical roots but they have been more
coordinated in the 1990s which is
when centres for learning were established, allowing people to look for their
own ways of learning.
The first institutions of Swedish
adult education were folk high schools
(the first were established in 1868),
study circles (1902) and study associations (1912). Today there are still 147
folk high schools and 9 study associations, organized under The Council for
Popular Education. These institutions
are considered to have distinct profiles
and be different from formal adult education. At the same time, one of their
missions is to educate people in the formal education system. The other is to
realize popular education, free and voluntary. The breadth of activities in
these institutions stretches from free
study circles in for example the esthetical fields, to paving the way into higher
education. These institutions are based
on humanistic and democratic values
and aim to realize processes of personal
development, realizing people’s capabilities, and educating democratic citizens (bildung).
Another historical link to formal
adult education is the opportunity to
take part in distance education. In
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1898, in the early days of distance education, Hans Svensson Hermod established a special institute allowing studies at home with the help of instructive
letters. In the early 1950s the state established upper secondary schools for
adults and distance education (Hermod’s letters) and conventional teaching were combined for the first time. In
1967 municipal upper secondary education was established (Wass, 2004, p.
5ff) and the term lifelong education
was used with a mainly humanistic and
democratic content, originating mainly
from UNESCO’s documents. During
the enormous expansion of education
in the 1960s the Swedish radio started
educational radio programming. Here
for the first time there is documentation of the motivation for adult education expressed in terms of human capital. Educational theory regarding human capital was imported from the US
by the famous Swedish researcher
Torsten Husén. The motivation for
adult education in the humanistic and
democratic sense was at this time combined with investment in human capital
and the use of technology. In 1967,
when the municipal schools for adult
education were created, the term lifelong education was mainly used in
UNESCOs sense while recurrent education, introduced by the OECD, was anchored in the ideology of education as
investment in human capital. It can be
argued that Swedish adult education is
based on and motivated by humanistic
and democratic values, whilst maintaining an economical function.
Adult education transformed
In the mid-1980s there was a shift in
the use of the words “lifelong education” and “lifelong learning” from being humanistic and democratic concepts, into a human capital concept.
This transition was connected to the international change in educational rhet-

Lifelong learning in different 
contexts
Personally, my roots are in Swedish
popular education and I am educated
in its traditions and values. I wrote my
dissertation on the ideas of traditional
Swedish popular education (Gustavsson, 1991). I began work as a teacher
and researcher in South Africa in 1993,
at the time of liberation from the apart-

heid system. The concept of lifelong
learning was introduced by the South
African trade union COSATU and it
was used as a tool to integrate training
and education as two equal paths. After returning to Sweden I started a
book project in which the concept lifelong learning was studied from different perspectives. I wrote an article
about the transformation of the concept in the European context in contrast to the South African interpretation (Gustavsson, 1997). This was already a few years after the idea of human capital as a way of regarding adult
education was adopted even in South
Africa. In 1998 the idea of lifelong
learning in this sense was introduced.
At a conference room full of policy
makers from different countries who
intended to introduce lifelong learning
in the human capital sense, the South
African education minister was asked
about human capital, to which he answered: ‘no, we haven’t yet been
reached by this cold wind from the
north’.
Lifelong learning can be used in different ways in different contexts. In
Sweden, the peak of the transition towards human capital thinking was in
1997 when the Great Knowledge Lift
reform took place. One OECD policy
maker said: ‘Now, when we are going
to make this reform, we have to get rid
of all unnecessary and affluent knowledge’ (Gustavsson, 2000). My own reaction to this expression was to write a
book (ibid.) to show how rich the concept of knowledge is and how different
forms of knowledge can be used in different professions and forms of education. It was also a protest against the
tendency to reduce knowledge and education into economics. My ambition
was to show the humanistic and democratic dimensions of these concepts.

The criticism
My criticism of EU and OECD policy
documents on lifelong learning and
adult education addresses many aspects. Reducing knowledge to a commodity in the market economy, and education to an investment in human
capital, results in the marginalization
of the humanistic and democratic dimensions of education. It reduces the
richness of what knowledge contains,
of all potentialities built in different
forms of knowledge. In reducing education to human capital we lose many
opportunities for the development of
human capabilities. If we consider human beings as homo economicus whose
behavioural patterns relate to economic
structures, the social, democratic and
humanistic values are lost. The alternative is to value knowledge and education in terms of their potential. Knowledge in different forms can be used in
the most fruitful way in specific forms
of education and professions.
Utility can be studied in terms of social capital, health capital, technological capital and symbolic capital. The
utilitarian use of utility can be extended to include human capabilities, taking all abilities into consideration. Social capital is built on the trust between
human beings and leads to richer societies, even in the economic sense.
Healthcare is one of the main issues,
even in modern societies, as it involves
the highest costs for the state. The socalled capability approach, created by
the economist and Nobel prize winner
Amartya Sen (1999), has been adopted
in many poor countries. The main idea
is to increase people’s capabilities, so
that they not only have the right to
participate, but also the ability to do
so. This is also inscribed in the US constitution.
In a global perspective, education
has to be reconsidered. To limit oneself
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oric, and also appeared in EU documents on lifelong learning. These documents guided policy in the Swedish
adult education reforms of the 1990s.
The Great Knowledge Lift (kunskapslyftet) reform was introduced in Sweden in 1996. In this reform, the concept
of knowledge was reduced to a commodity and adult education was adapted to suit market conditions. A new authority, the Center for Flexible Learning, was created to transform adult education from being supply oriented to
being demand oriented. The human being was transformed from a participant
to a customer, selecting his or her own
“learning paths”.
The combination of information
technology and human capital was the
basis for the policy connected to kunskapslyftet and the attempts to transform Swedish adult education. The humanistic and democratic dimensions of
education were to a great extent lost in
this transition. In policy documents of
the late 1990s Swedish adult education
was discussed only in terms of its economic effects. In some areas institutions were closed down due to the market driven approach. In Gothenburg,
the municipal adult educational institution (komvux) was closed down. Institutions competed over participants by
offering courses at the lowest possible
prices. Low costs were achieved by, for
instance, using computers instead of
teachers.

a d u lt e d u c a t i on i n s w e d en

to one nation or to Europe at a time
when all parts of the world are becoming more and more connected and interdependent, is a mistake. In relation
to that problem I have written a book
(Gustavsson, forthcoming) where I try
to analyze the possibility to rethink the
three basic concepts of all education:
knowledge, bildung and democracy.
These concepts can be analyzed with
the help of the universal and the particular, which are basic concepts in social
sciences. The universal can be expressed in terms of human rights and
justice, the right. The particular can be
expressed in terms of different communities and identities, the ethical and the
good. As a historian of ideas I have the
European traditions of the basic concepts in mind, but the main question is
how to relate them to other cultures
and parts of the world. The only global
organization involved in this work is
the Global University Network for Innovation (GUNI). It is closely connected to the UN and its policies contrast
greatly with those of the EU and the
OECD. For GUNI, humanism, human
rights, social justice and democracy are
self-evident dimensions of education.
Practice and bildung
Thus far I have focussed on institutions, policies and concepts. But what
about their relationship to practices
within Swedish adult education institutions? Traditional methods, or forms of
study, previously used in popular education are dialogue and a pedagogy
stressing the experiences and activities
of the participants. There is a stream of
progressivism in the idea of a study circle, where the starting point for studies
are the personal experiences of the participants, used as a way to relate to the
common experiences of the humankind. But also traditional teaching or
transmission of knowledge is used in
folk high schools.

When the municipal upper secondary schools were established in the sixties, ‘andragogy’, a special pedagogy
for adults, was introduced. The central
idea was formulated by the Canadian
educator Malcolm Knowles (1970).
The main idea is that studies start with
adults’ own experiences, and learning
is problem-centred. Andragogy is anchored in American pragmatism, and
there are also traces of progressivism in
the sense that the interests, motivations
and experiences of the participants are
in focus. This can be seen as a challenge to the transmissional form of
teaching. This is the most classical contradiction we can find in the history of
education, from as early as Rousseau’s
Emile up to the present. Progressivism
can take on different forms, such as
those in the early periods of popular
education, in Malcolm Knowles’ andragogy, by Paulo Freire in the 1970s and
related to information technology in
the 1990s. The teacher in these contexts is mainly a supervisor/coach. It is
interesting to recognize this in relation
to adult education, and also in terms of
policy. Sometimes this kind of pedagogy is expressed as progressivism, connected to information technology,
sometimes as transmissional pedagogy,
which is closely related to the PISA investigations and different countries’ educational attainment levels in centralised testing.
This pedagogical problem is also related to how we look at knowledge and
bildung. To simplify: is knowledge a
package, a commodity, transmitted
from a teacher’s mind into a student’s?
Or, is knowledge something we look
up, for example from catalogues or databases? Is learning about being taught,
or is it about learning to search for
knowledge? The former focuses on the
objective side of knowledge, the latter
on the subjective side. The dominant
view in Swedish educational policy to-
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day is that of knowledge as a package.
This view is connected to transmissional pedagogy and related to PISA measurements. But this contradicts with the
use of information technology and the
motivation of the students.
The concept of bildung consists of
both the objective and subjective sides
of knowledge which, when combined
effectively, can offer a third alternative.
Learning processes start in the subjective, in what we already know or are
acquainted with. No development is
achieved by remaining in this state. To
open up to the unknown, the unacquainted and new perspectives, is a
pedagogical task. Accessing information is not the same as having acquired
knowledge. For the process to have
meaning the human being needs to
transform information into knowledge
by making interpretations, by understanding and then relating the knowledge to a context. This is why we need
the concept of bildung. It is about how
we relate to knowledge and how we
personalize it.
The practices in different institutions
change over time due to the development of new technologies, different
trends influencing discussions and research on learning and pedagogy. Let
us take the practices of the Swedish
folk high schools as an example. They
are profiled as an alternative form of
schooling where the students’ experiences and backgrounds and the humanistic and democratic dimensions of education are highly valued. At the same
time, folk high schools are under pressure to be a part of the general adult
educational system, contained in the
term lifelong learning. In terms of policy it means that folk high schools
adapt to lifelong learning as investment
in human capital. In our studies (Gustavsson, forthcoming) we have discovered a contradiction: some teachers
easily adapt to “the new” (flexible

Enriching knowledge and
education
Viewed from a wider perspective, the
discourse on education has lost its connection to the most significant and basic concepts – knowledge, bildung and
democracy.
Knowledge is reduced to a commodity in economic terms or to one discipline in scientific terms. Knowledge can
be enriched by taking into account all
forms of knowledge currently available
in different fields of research, professions and activities. My own proposal
is to classify knowledge in a broader
sense in terms of scientific knowledge
(episteme), practical-productive knowl-

edge (techne) and practical wisdom
(phronesis). This classification takes a
point of departure in different activities
and places the focus on what we are
doing. Scientific knowledge can be used
in different ways, depending on the scientific discipline, the problem and the
aim of research. To say, for instance,
that just “evident” scientific knowledge
(evidence being an OECD policy concept) can be used in human healthcare
is a sure way to reduce the beneficial
ways of achieving healthy lives for human beings.
The main question is: what is most
fruitful in relation to our aims and
problems? The aim of scientific activities is to investigate how the world is
built and how it functions. The aim of
creating something indicates a different
focus which is associated with action as
making; this is applied in many professions, particularly within the arts. The
aim of acting as a citizen or a human
being in relation to other human beings
has ethical and political dimensions.
These aims are connected to episteme,
techne and phronesis. My proposal is
to use this richness in practice as an alternative to undefined, arbitrary policy
concepts such as quality, employability
or evidence.

The transformation of bildung
Bildung is a classical concept, used in
educational discourse mainly in the
neo-humanistic sense. In this sense it is
something that succeeds or is beyond
conventional education. This division
between education and bildung is today transcended. All education has
some components of bildung and pure
bildung does not exist outside education. The classical concept of bildung is
still used in both research and in different forms of education. The Swedish
Council for Higher Education has a
group working with the concept. In

their activities and publishing on bildung, and in a wider discussion on bildung, we can find at least three different understandings of the concept: The
classical bildung, bildung as liberal education and bildung as interpretation
and understanding.
The classical understanding of the
concept has been reconsidered and
transformed due to information technology and the internet. It has also
been reinterpreted in relation to a postcolonial understanding. But it has at
least two components which are still
useful: bildung as a free process where
even the result is a part of the process
and bildung as orientation and finding
the context behind the flow of information. The Council for Higher Education
was initially inspired by liberal education imported from the American context. The classical liberal education has
also been transformed in relation to diversity and a multicultural society. In
Cultivating humanity Martha Nussbaum (1997) articulates the necessity
of studying other cultures as a condition to understanding our own. This is
the point of departure for Peter Kemp
(2001) who writes about how to educate world citizens. He starts with the
hermeneutic thought of bildung as an
excursion and return, described by myself in the book Bildung in our time
(Gustavsson, 1996). Here the human
being is described as a storytelling creature and the focus is on the narrative.
The concept mimesis is used in the
sense that mimesis 1 is the prefigured
or pre-narrated life, mimesis 2 is the
narrative or the figure and mimesis 3 is
life refigured or reinterpreted.
Bildung is today one of the most
productive and useful of concepts, particularly in relation to the education of
world citizens who are members of
both a local society or a nation, and
the global community. One could also
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learning) and some defend “the tradition” (the humanistic and democratic
values). The former stresses efficiency
and utility, the latter integrated learning and personal growth. The “new”
stresses what you are going to be; the
“tradition” who you are going to be.
The “new” is more adapted to the labour market, the “tradition” focuses
more on personal aspects as well as the
idea of citizenship. An example of contradictions that can appear was found
in a course especially designed for the
unemployed. The teachers of the course
attempted to build trust, both self-trust
as well as trust in relation to others and
the society. The authorities had an economic focus in mind and put pressure
on the school to design the course with
an emphasis on participants’ quick entry to the labour market. This pressure
caused friction and problems to the extent that the course was discontinued.
We can therefore ask: what is investment? Is it investment in human beings
or in human capital? What is the extent
of our abilities to think, and our capabilities to consider all courses of action
if our ambition is to build a sustainable
society?
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say Europe, but not in a Eurocentric
way as formulated in the policy documents produced by the EU. The alternative to the reduction of knowledge
and education is to treat the richness of
knowledge and education in terms of
what they have to offer.
Democracy: how we live 
together
The concept of democracy can be studied from many different perspectives.
We can talk about different forms of
democracy. Schooling democratic citizens was one of the main aims of
Swedish adult education up to the mid1980s. How this aim is realized remains one of the most important educational questions. We can consider
this question in terms of dialogue, communication, social capital and participatory or radical democracy, just to
name a few aspects of current debate
and research. In an article (Gustavsson,
2008) I wrote for GUNI I tried to show
the connection between knowledge,
ethics and democracy. Knowledge as
phronesis (practical wisdom) is connected to ethics: how to do the best for
human beings and communities in specific situations. The essential question
concerns good life and it is up to different cultures and identities to decide its
meaning: it is particular in nature. But
we need to also consider the question
of rights, in terms of human rights and
criteria for social justice. Rights are
mostly formulated in universal terms.
The good and the right can be combined in a fruitful way by looking at
their relationship. A democratic vision
can be formulated thus: ‘A good life,
with and for others, in just institutions’
(Ricoeur, 1992). This could be the alternative to the formulated policy in
EU in terms of lifelong learning. This
means that a discussion on knowledge,
bildung and democracy could be in fo-

cus in the development of adult education within the EU.
Back to the grassroots
When looking at the development of
Swedish adult education we can recognize the big policy shift in 1985 which
had huge consequences for institutional
conditions. The human being and the
citizen was reduced to homo economicus, education into mere investment in
human capital and knowledge into a
commodity. Andersson (forthcoming),
an economic historian, analyzes the difference between Swedish popular education and EU policy in which not just
knowledge is capitalized, but even the
talents and creativity of a human being.
The alternative is to enrich what people
are doing in their respective fields by
using concepts common to all education, and create a discussion from this
level: Back to the grassroots, or back to
the rough ground of adult education.
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comment a r y

Lifelong learning:
An

individual
right
or

a consumer good?

S

ince lifelong learning was
launched as a European policy by the Commission in
the Memorandum on Lifelong Learning in October 2000, a wide
consensus spread all over the EU on its
social and economic necessity. But
what is lifelong learning based on?
Some inalienable individual right like
the freedom of the individual, or a
more trivial concept nearing a consumer’s right to education and qualifications as products?
The LLinE conference in Helsinki in
January 2009 raised many issues
around the notion of lifelong learning
as a right for lifelong learning is increasingly considered, if not a product,
then a set of skills immediately applicable to labour market’s needs and demands.
The papers presented in this issue of
LLinE on and around this theme show
a steady tendency to direct adult education towards ‘performativity’ as Peter
Mayo asserts in his article (pp. 78–82).
Yet, this tendency to link adult education to labour market needs is not

new. As Magda Trantallidi shows in
her article (pp. 70–77), the Universal
declaration of Human Rights (1948)
stresses the need for continuous vocational education as is also the case with
the European Social Charter issued by
the Council of Europe (1961). Different from UNESCO’s holistic vision of
education, the OECD and ILO, according to Trantallidi, also concentrate on
competences at work and the need for
public policies – laws and sufficient
funding – to make them become reality.
This would mean creating more links
between education and work situations
in the curricula and making adult vocational training more responsive to the
labour market’s needs.
Although educational issues fall under the European subsidiarity rule and
therefore stand as a national competence, European educational harmonisation (the Bologna Process, launched
in 1999) is underway through the pressure of international competition in the
field of higher education. Progress on
the Lisbon Agenda (launched in 2000)
is regularly monitored through the
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Commission’s reports. The Lisbon
agenda aims at bringing several categories of persons to a better level of education and qualification so as to increase the employment rate in Europe.
These categories are under-qualified
senior workers, women and youngsters, whose proportion of the work
force is much higher in the EU than in
the United States.
Creative pedagogy, an improved system of certification, validation of informal and non-formal education, better
professional counselling and tutoring
are advocated by experts and appear in
national public policies.
It seems that only major northern
European states – with the exception of
Denmark – resist this movement that is
transforming holistic adult education
which has been concentrated on general knowledge, personal development
and active citizenship, as Magda Trantallidi points out. Other EU countries
tend to concentrate their efforts on improving school and university education and develop validation of prior
knowledge – formal or informal – for a

comment a r y

better professional future. Differences
in historical backgrounds, levels of social welfare, quality of social dialogue
(cf. Ari Antikainen) and low levels of
unemployment seem to account for the
persistence of this vision of adult education which, elsewhere and especially
in France, is dispersed into different
policies managed by different ministries: Second chance education for
young adults, universities of the Third
Age, socio-cultural work aiming at social and professional inclusion (cf.
Magda Trantallidi).
But faced with social unrest and the
resurgence of extremist and xenophobic movement all over Europe, and
coupled with widespread political indifference, adult education is more
than ever needed to find and exert new
ways of social and economic governance, all fuelled by what Peter Mayo
calls critical literacy. Yet, the financial
efforts are not directed towards this
kind of education. Adult education,
hints Mayo, is virtually ‘contaminated’
by the globalization vision of education
as a means of acquiring competences
that fit a rapidly changing market,
competences valued for their efficiency
more than for their content. This need
for marketable knowledge that transforms a personal right into an obligation to consume the right educative
product appears to be a non-reversible
liberal turn.
Yet, these ‘educational products’ are
not in everyone’s reach. Therefore,
public policies – at EU and national
level – are now mainly aimed at the
“weaker members” of the educational
scene, namely under-qualified women,
immigrants and older workers who
have to spend roughly another five
years on the labour market in order to
get a full retirement pension.
As Tarja Tikkanen shows in her article (pp. 96–101), Europe has to do

away with the old relationship between
age and work that is the legacy of the
industrial age. The new paradigm is
now lifelong learning: maintaining older workers’ cognitive abilities, changing
attitudes towards them, acknowledging
their stability at work and lesser absenteeism. However, programmes (e.g. the
National Age Programme in Finland
and Life Competence 50+ in Sweden)
designed to maintain an active life
which make it a point to provide better
working conditions, less working
hours, and appropriate continuing vocational training, are still rare in Europe and mainly concentrated in the
less populated Nordic countries. Neither are training providers much involved in developing new pedagogies fit
for senior workers.
On the other hand, one must acknowledge that in this period of fierce
competition in the labour market, senior workers are heavily handicapped as
employers tend to recruit males in their
thirties to avoid a presupposed lack of
motivation and therefore productivity
at work. Even so, employers and workers’ unions are little interested in widespread programmes designed for the inclusion of older workers through training. Initiatives such as NOSTE in Finland, MULM (Middle Aged
Unemployed Low educated Men) in
Sweden and the Centre for Senior Policy in Norway seem to be exceptions to
the European rule: only 24 per cent of
those aged 55 and over had access to
training programmes in 2005 (Eurostat, 2009). When one knows that a
dynamic labour market is fuelled by a
highly qualified population (cf. Magda
Trantallidi), training of under-qualified
Europeans aged 55 and over, with at
least ten years ahead of them on the labour market, should be a hot priority.
This new priority – if not a right - might
take some time to be implemented.
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From the global zoo
of adult education
books
Ali A. Abdi and Dip Kapoor (Eds.)
Global perspectives on adult education
Palgrave Macmillan (2008)
ISBN: 0-230-60795-0
263 pp.
The title Global Perspectives on Adult
Education could suggest different
things and respond to different needs:
First, there is indeed a need to understand and conceptualize the phenomenon of globalization of adult education: is there something like a global
adult education? If yes, how does it
look like? Who are its main actors?
What are its dominant practices? How
does it relate to the phenomenon of
globalization, especially its economic
and technological features (e.g. the
growing role of the ICTs for example
in distance education)?
Second, there is a need to document
and understand better what is going on
in adult education elsewhere than in
North America and Europe: which are
the interesting practices and concepts
of adult education in other parts of the
world, especially in the so-called “global South”? How do they look like?
What can the North learn from them,
that is, how could our adult education
practices and theories benefit from
what is currently being developed in
the South?
Third, one could also imagine a critical look at adult education practices
all over the world, especially against
the background of economic and cultural globalization and its main defining features, such as individualism,
consumerism and short-term profitability: are we witnessing some sort of global homogenization of adult education
theories and practices, basically aping

our Northern/Western concepts? Or are
we rather observing resistance practices
and theories to such globalization?
The book clearly does not respond
to the first need as it does not describe
or analyze the emerging and actually
already quite widespread phenomenon
of global adult education. Instead, it
contributes to the second two needs, albeit in a rather disappointing way.
There are indeed some interesting case
studies of adult education practices in
the South and the book is overall critical of globalization and its consequences on education in general and adult
education practices in particular.
The 15 chapters are of quite varied
quality, the only unifying characteristics being that they have been written
by scholars who ‘have been born and
nourished in the ‘global South’’, as stated by Phyllis Cunningham in her preface, and majority of whom currently
teach in Canadian universities, not exactly what I would qualify as the “global South”.
All authors write from a critical perspective, meaning that they are critical
about globalization, at least about the
globalization as they see it, characterized by the destruction of local livelihoods, local communities, cultural diversity, and overall indigenous quality
of life. Indeed, according to the editors,
the type of adult education currently
favoured or even promoted by globalization leads to the opposite of ‘inclusive social development’, thus the need
for this book, namely ‘to promote effective international adult education
that will enhance global human wellbeing’ (p. 4). While I mostly share the
editors’ and most authors’ analyses of
the negative effects of globalization on
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the planet, human wellbeing, and adult
education, I find that their statements
are sweeping and mostly characterized
by ideological commonplaces. At least
one sharp chapter describing and analyzing the implications of globalization
on adult education practices and concepts would, in my opinion, have been
in order. Based on such a chapter, the
other chapters could then have highlighted the various alternatives as they
currently emerge worldwide.
There are however a few interesting chapters in this book worth
reading, namely chapter 7 on popular
education in Indonesia, chapter 11 on
popular education and organized response to gold mining in Ghana, and
chapter 13 on citizens educating themselves in Argentina in the post-economic collapse era. These chapters account
precisely for original adult education
practices from the bottom up.
Unfortunately, neither from these
chapters nor from the others does a coherent conceptualization of adult education from the “global South” emerge.
The main theoretical reference remains
Paolo Freire, whose thinking is by the
way well presented and even criticized
in chapter 6. Thus, the book remains
conceptually, theoretically and intellectually weak and disappointing. I personally would have expected more
from a book with such a lofty title than
some interesting case studies exhibited
in the global zoo of the adult education
book market.
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