
	 	 	 	 	 	 	

THE EU PRESIDENCY: CZECH ADULT EDUCATION
 
Petr Novotný Learning for work and for workplace. Overt  
   and covert world s of learning and education
   in the Czech Republic

TEACHER EDUCATION IN EUROPE

Diana Berthén, 
Inger Eriksson and  In-service training as cognitive 
Viveca Lindberg apprenticeship  
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REMOTE AREAS AND LIFELONG LEARNING
 

António Fragoso   Remoteness in southern Portugal: Can adult 
   learning make a difference?    

 

LLinE is calling for articles and  
case study presentations 
on the following themes

1/2009: SUSTAINABLE DEVELOPMENT 
AND LIFELONG LEARNING

• Company/civic initiatives and practices
• Climate change, other environmental issues  
 and adult education contents
• Appreciating and learning from the nature
• Lifelong learning, quality of life and    
 ecological footprint

Deadline for materials: 9 February, 2009

Deadline for submitting articles to peer 
review: 5 January, 2009

Publication date: 30 March, 2009

2/2009: LIFELONG LEARNING AS A 
RIGHT? EUROPEAN PERSPECTIVES

• Conference issue – see themes  
 at www.lline.fi
• LLL in Sweden (EU Presidency)

Deadline for materials: 11 May, 2009

Deadline for submitting articles to peer 
review: 6 April, 2009

Publication date: 15 June, 2009

3/2009: DIGITAL TECHNOLOGIES 
SUPPORTING LIFELONG LEARNING

• Social media, digital communities & lifelong  
 learning
• Technologies in working life and 
 in workplace learning
• Management of companies and organisations  
 in the technological age
• Ubiquitous technologies and different age   
 groups
• Mobile technologies and education
• The role of technologies in connecting   
 formal, informal and non-formal learning
• Future technologies
• ICT skills

Deadline for materials: 1 July, 2009

Deadline for submitting articles to peer 
review: 25 May, 2009

Publication date: 28 September, 2009

4/2009: GENERATIONS ACROSS 
LIFELONG LEARNING (working title)

• Digital natives and digital immigrants in adult  
 education and lifelong learning
• Differences in learning opportunities across  
 the lifespan: countries, gender, age groups
• Educating generations X, Y, and Z
• European policy making and foresights in the  
 promotion of lifelong learning

• LLL in Spain (EU Presidency)

Deadline for materials: 12 October, 2009

Deadline for submitting articles to peer 
review: 7 September, 2009

Publication date: 7 December, 2009

Ásrún Matthíasdóttir   Distance education in Iceland: 
   A glimpse into the future

Please visit
www.lline.fi
for further information



Notes for Contributors
LLinE offers practitioners, researchers and 
policy makers in adult education a forum 
for exchanging ideas and experiences. The 
journal introduces practical experiments and 
solutions in adult and continuing education 
disseminating information and knowledge, 
practical and theoretical, useful to policy 
makers and practitioners and presenting cases 
interesting to researchers. 

The editors welcome articles on successful 
undertakings in adult and continuing 
education, future developments and changes 
in the field or values guiding adult and 
continuing education ranging from training 
and development in enterprises to liberal 
adult education in all parts of Europe. The 
style of the text should be clear and easy 
to read and have an anchoring to concrete 
practice.

The readers are practitioners, researchers 
and policy makers in adult and continuing 
education in many countries. 

Papers can be accepted for publication if 
they have not been submitted to other 
publications in the English language but 
Lifelong Learning in Europe. 

ADDRESS
Manuscripts should be sent to Heidi Kivekäs, 
KVS Foundation, Haapaniemenkatu 7–9, 
00530 Helsinki, Finland, email lline@kvs.fi.

LENGTH
All papers submitted should be between 1000 
and 5000 words in length and be prefaced, on 
a separate sheet, by an abstract of no more 
than 200 words. They must be written in 
English. Manuscripts should be typed, double 
spaced, including references.

The title page should carry the title, the 
authors’ names and affiliations and current 
addresses. Authors must supply telephone 
number and email address. The author 
to whom the correspondence should be 
addressed must be clearly indicated.
Manuscripts should be submitted by email, as 
a paper copy only by request.

References: 
Whenever there is a direct quotation, short 
quotations must be placed in single quotation 
marks, but long quotations should form 
separate, indented paragraphs. All quotations 
should be referenced by author, year of 
publication and page reference, e.g. Antikainen 
& al. (1996, 36) write,... or quotation followed 
by (Antikainen & al. 1996, 36) argues,... or 
it has been argued... (Antikainen & al. 1996, 
50-54). 

Bibliographic reference: 
should be listed alphabetically at the end of 
the paper. Publisher and place of publication 
should always be given, and especially for 
conference proceedings where available.

Antikainen, A., Houtsonen, J., Kauppila, J. & 
Huotelin H. (1996) Living in a Learning 
Society. London: Falmer Press.

Brücke der Gefühle. Unterschiede in Aufbau 
und Funktion männlicher und weiblicher 
Gehirne. (1996). Der Spiegel, 19, 122-123.

Higher Education Funding Council for Wales 
(2000) Evaluation Report on Non Award 
Bearing Non Vocational Funding, Cardiff

Singer, W. (2000) Wissensquellen - Wie 
kommt das Wissen in den Kopf? [Sources 
of Knowledge – How does knowledge 
enter the head?] in: Maar, Chr., Obrist, H. 
U., Pöppek, E., Weltwissen Wissenswelt - Das 
globale Netz von Text und Bild, DuMont, 
Köln, 137-145.

Stott, D.H. (1981). The school debate. 
Unpublished manuscript.

Tuckett, A. (2000) Turning Round the Oil 
Tanker: Lifelong learning policy in England, 
Lifelong Learning in Europe, 4(1).

Montgomery, R. (1980, April). Training for the 
vital skills. In C.M. Bhatia (Chair), Education, 
the great debate. Symposium conducted 
at the meeting of the American Science 
Congress Association, Washington.

Reference to Internet sources:
Email: Siirala, Eeva. (eeva.siirala@kvs.fi). 
“New version of instructions”. Private email 
message to XX (email address). date.
Maillist: Fischer, Ben.[bdfischye@mailbox.syr.
edu. “Answer. Multiculturalism.” In Maillist 
H-NET Intellectual History List. (h-ideas@
uicvm.cc.uic.edu). Feb 9, 1996

Notes on contributors: 
Authors should supply brief autobiographical 
details, e.g. background and experience in 
adult and continuing education, position when 
they submit their paper, as well as field of 
research, and a photo.

Photographs:
The journal also publishes illustrated articles. 
If the character of the text allows or requires 
photographs, the author is requested 
to contact the editorial staff for closer 
information.

Referees:
Texts classified as articles are submitted to 
the referee system. The referees for the year 
are listed in the last issue of the year.
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Remote AReAs And LifeLong 
LeARning 

Remoteness can be a challenge for 
education at all levels. In this issue we 
consider what is the impact of distance, 
or remoteness, to adult education and 
lifelong learning. Can adult education 
technologies and community initiatives 
help overcome “remoteness”?

António fragoso
rEmOtEnESS	In	SOuthErn	
POrtugAL:	CAn	ADuLt	LEArnIng	
mAKE	A	DIFFErEnCE?

The paper focuses on the south-end re-
gion of Portugal, the Algarve. The writer 
reflects on the characteristics that make 
this territory a remote one. After describ-
ing the nature of adult learning processes 
initiated during the 1980s, he goes on 
to consider whether adult learning can 
overcome remoteness and the decline of 
rural communities. 

sofoklis sotiriou, Pavlos Koulouris 
and emmanuel Apostolakis 
PrOVISIOn	OF	PrOFESSIOnAL	
DEVELOPmEnt	OPPOrtunItIES	tO	
tEAChErS	WOrKIng	In	SmALL	rurAL	
SChOOLS	

Small multigrade schools in rural Greece 
provide the children of remote areas with 
the access to education that all children in 
Greece are entitled to. Teachers of these 
schools confront significant challenges 
and need to develop personal compe-
tences that extend beyond the initial 
and in-service teacher training curricula. 
The writers report on ongoing research 
on how emerging ubiquitous e-learning 
technologies can enable the building of a 
lifelong learning culture and the develop-
ment of teachers’ advanced professional 
competences.

Ásrún matthíasdóttir 
DIStAnCE	EDuCAtIOn	In	ICELAnD:	
A	gLImPSE	IntO	thE	FuturE

A successful distance education pro-
gramme in higher education for students 
with a vocational background was devel-
oped in Iceland during the last decade. 
The writer describes the development 
of distance education in Iceland dur-
ing the last decade and discusses future 
challenges in adult education in this 
rural country.

tHe eU PResidenCY: CZeCH 
AdULt edUCAtion

In this issue LLinE introduces the adult 
education field in the Czech Republic, 
which holds the EU presidency from 1 
January to 30 June, 2009.

Petr novotný
LEArnIng	FOr	WOrK	AnD	FOr	
WOrKPLACE.	OVErt	AnD	COVErt	
WOrLDS	OF	LEArnIng	AnD	
EDuCAtIOn	In	thE	CZECh	rEPuBLIC

Since 1989, the Czech Republic has ex-
perienced a process of radical social and 
economic change. The transformation of 
the totalitarian political and social struc-
tures and the state controlled national 
economy into a democratic society has led 
to a transformation of the whole domain 
of lifelong learning and adult education. 
The writer considers the overall situation 
and in particular learning for work and 
for the workplace.

Ladislav Rabušic and milada 
Rabušicová
mOtIVAtIOnS	AnD	BArrIErS	
In	ADuLt	EDuCAtIOn	In	thE	
CZECh	rEPuBLIC.	DO	WE	LEArn	
thrOughOut	Our	LIVES?

A mere 9 per cent of Czech adults enter 
formal education and approximately one 
third of the population participate in 
non-formal education. The writers car-
ried out a representative national survey 
in spring 2005 to find out which internal 
and external barriers individuals have to 
adult education. In this paper they focus 
on what adults find or do not find moti-
vating in terms of participating in formal 
and non-formal adult education. 

Jan fiala
FIrSt	StEPS	On	thE	PAth	tO	rurAL	
LIFELOng	LEArnIng	In	thE	CZECh	
rEPuBLIC

Several vocational courses for new pro-
fessions – “rural generalists” and village 
lifelong learning coordinators – have been 
developed and registered in the Czech 
Republic during the last two years. The 
writer describes the general situation of 
rural lifelong learning as well as the de-
velopment of these courses, which were 
largely a result of co-operation between 
two NGOs and local communities within 
programmes supported by the ESF.

teACHeR edUCAtion in 
eURoPe

This year LLinE is publishing a series 
of articles on the latest scenarios for 
development of teacher education in 
Europe. 

diana Berthén, inger eriksson and 
Viveca Lindberg 
In-SErVICE	trAInIng	AS	COgnItIVE	
APPrEntICEShIP	

Political will to increase the proportion 
of people with higher education has 
contributed to teachers encountering new 
groups of students who fail in examina-
tions. An in-service training project in 
the Åland Islands aimed to improve these 
students’ literacy practices while at the 
same time studying teachers’ knowledge 
formation. The writers discuss the results 
of the four year in-service training project 
and the teachers’ knowledge formation, 
especially in terms of their emerging 
insights of the relational and contextual 
aspects of what it means to become liter-
ate within a specific vocational higher 
education programme.

LLine PRofiLe:  AntRA CARLsen

nEtWOrKIng	AnD	IntErnAtIOnAL	
COOPErAtIOn	FOr	PrOmOtIng	
ADuLt	LEArnIng

The new member of the LLinE Editorial 
Board discusses her experiences of inter-
national and cross-sectoral cooperation 
and networking in adult education.

LiteRAtURe	

Antti saari
CrItICAL		VIEWS	On	LIFELOng	
LEArnIng	

Foucault and lifelong learning
Andreas Fejes and Katherine Nicoll 
(Eds.)
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a lthough great efforts have 
been made at the Euro-
pean policy level to 
advance equal access to 

education regardless of physical loca-
tion, there is still a lot to be done in 
practice to bridge the educational gaps 
across areas. Not only do we need to 
implement recommendations and poli-
cies in practice but also to critically 
examine their realization and potential-
ity to offer every individual and cul-
tural group possibilities for meaningful 
education and lifelong learning. At the 
level of individuals, we need to make 
sure that the educational opportunities 
offered acknowledge individual needs 
and desires. At the level of cultural 
groups, it is important that we ensure 
that communal learning taking place 
leads to sustained changes and develop-
ments in the local community promot-
ing its well-being and economic 
growth. This requires that the educa-
tion offered appreciates the local needs 
– both individual and societal – and 
embeds them with the global require-
ments and developments.

As reminded by Ms Antra Carlsen 
who is one of the authors of this issue, 
there is also another angle to remote-
ness than just the physical one. This 
other angle is to do with ‘mental re-
moteness’. Mental remoteness refers to 

the feeling of being a peripheral partici-
pant in a community who sees oneself, 
or in the worst case, is seen by others, 
as an outsider instead of an active 
agent or a respected, contributing 
member of a community. Serious atten-
tion should also be paid to the issue of 
mental remoteness in our attempts to 
promote equal access to high quality 
education and life long learning oppor-
tunities across Europe. What becomes 
significant here is the uncovering of the 
actual causes and reasons resulting in 
the practices and feelings of mental re-
moteness.

In this issue of LLinE our authors 
share their efforts to overcome barriers 
to education in rural European loca-
tions. The articles and the cases they 
describe highlight the promotion of 
adult learning in a rural area in south-
ern Portugal and in the Czech Republic 
as well as the provision of professional 
learning opportunities for teachers 
working in rural schools in Greece. We 
are also able to learn more about the 
affordances of distance education to 
bridge the gap of adult education in 
and across Iceland. 

In this last issue of LLinE for the 
year 2008 we are also celebrating the 
forthcoming EU presidency of the 
Czech Republic by discussing the cur-
rent state of the art of adult education 

in this country. We are also to learn 
more about the external and internal 
barriers individuals have to adult edu-
cation in the Czech Republic.

Finally, I would like to send my best 
season’s greetings to everyone, wishing 
a prosperous and fulfilling year 2009 
for us all in every area of Europe and 
beyond. 

KrIStIInA	KumPuLAInEn	
Editor-in-Chief	of	LLinE
Director	of	CICErO	Learning
university	of	helsinki,	Finland
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So close,
so apart – remote areas

and
the promotion of 
lifelong learning 

opportunities
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I knew that I was in the Himalayas 
when, as the plane was approaching 
Kathmandu Airport, the captain an-
nounced that due to the high winds in 
the Valley we would have to circle for 
ten minutes or so before it was safe to 
land. Talk about waiting at Heathrow! 
Just over two hours later the captain 
announced that we were to make an at-
tempt to land – we watched the indica-
tors showing us our altitude as we de-
scended but at about 6,000 feet they 
started to rise again. The landing was 
aborted! Ten minutes later we tried 
again – this time successfully.

But when we arrived all was not 
normal – there was no electricity and 
the lights were off. India had not liked 
the outcome of the civil war, so we 
were told, and so it was blockading 
Nepal – there was no petrol and so the 
generators were off. Indeed, the taxi 
driver taking us to the hotel had told us 
he got into a petrol queue at 4am that 
morning and he managed to fill up by 
4pm! That was no exaggeration – over 
the next couple of days we saw petrol 
queues that were literally a mile to two 
long along the sides of the road. These 
are stories that do not get into the 
Western press and one has to be there 
to really understand some of the prob-
lems. But these poor people are used to 
deprivation and this was just a little 
more.

I was also introduced to the chaos 
that is Kathmandu’s traffic problem. I 
really do not know what it would be 
like without the petrol shortage – there 
is literally only one rule here – the sur-
vival of the fittest. People walk in the 
streets – there are frequently no pave-
ments and they appear to have right of 
way – perhaps that is because they are 
the most vulnerable! Sometimes I was 
not even sure if there was a correct side 
of the street for the cars and motorcy-
cles to travel along!

On my first full day I lectured at 
Kathmandu University and one of the 
professors told me he intended to start 

Visiting a remote place:  
a week in the life of an adult educator

a Continuing Education Unit at the 
University – it would be the first in the 
country. The second day I lectured at 
the Nepal Institute for Health Sciences 
where they are ready to start a lifelong 
learning programme. They have the 
personnel but needed more knowledge 
and support in order to do so.

Then I met some leading left-wing 
politicians who are involved in plan-
ning a manifesto for the country’s edu-
cational system: it is the first time that I 
have ever been into such a meeting 
where two guards with guns were 
standing outside to protect the politi-
cians. It is to be an egalitarian, experi-
ential manifesto and based upon a con-
cept of lifelong learning – starting with 
schools and communities. It is not to 
reflect the dominance of industry and 
commerce but it is to put the people 
first. There is hope for education in this 
troubled land. I look forward with in-
terest to see that document when it is 
finished, but they were really very in-
terested in not only producing the doc-
ument but in implementing the policies.  

During that meeting I was also talk-
ing to a senior official who had the first 
PhD in Education in the country and 
the person who introduced me – my 
own ex-PhD student – was the first to 
get a doctorate in lifelong learning in 
Nepal.  What a young country! How 
they need to develop lifelong learning. 
Throughout the week I also met many 
other officials of the political parties 
and other academics – all wanted to see 
lifelong learning introduced into their 
country.

What a great need – but they cannot 
afford to send their able students to the 
West to get that education to give them 
the confidence and knowledge to start 
– perhaps they will have to do without 
the education and just start – as Myles 
Horton was reputed to have said after 
having searched everywhere for a mod-
el for what he wanted to do and so he 
then started Highlander. Indeed, they 
can hardly afford the books to have 

their own libraries in the universities. 
Vast numbers of the people are illiter-
ate and the country needs help – but 
not the type of investment that is going 
to put it into debt because it is no good 
lending the poor countries money in 
the expectation that when they take off 
economically the loan can be repaid. 
This is a poor country and there will be 
no economic take-off in the near future 
and so such loans as those from the 
World Bank and the International 
Monetary Fund are not helpful – in-
deed, they are the opposite and it just 
hangs a greater burden of debt around 
the necks of the people. The support of 
UNESCO, on the other hand, is much 
more beneficial because it has started 
Community Learning Centres through-
out the country – around which life-
long learning policies and practices can 
be built.

Some Nepalese colleagues are work-
ing very hard to raise money and to 
bring students to Europe – they are 
even looking for an affiliation with a 
local UK university and this is where I 
hope I can also help. My last day or so 
also incorporated a little sight-seeing in 
this beautiful and rugged land and I 
was left with the hope that their educa-
tion system can reach the heights of 
their mountains.

Peter Jarvis 
is	currently	Professor	of	Continuing	
Education	at	the	university	of	Surrey.	
he	has	published	extensively	and	is	the	
founding	editor	of	The International Journal 
of Lifelong Education,	which	he	has	edited	
for	nearly	thirty	years.	Peter	Jarvis	is	a	
member	of	the	LLinE Editorial	Board.	

COntACt
Professor	Peter	Jarvis
Email:	P.Jarvis@surrey.ac.uk
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The European University Association 
(EUA) has proposed commitments for 
governments to develop universities as 
institutions of lifelong learning. The 
EUA President Georg Winckler pre-
sented the European Universities’ 
Charter on Lifelong Learning at the 
EUA Autumn conference in October. 
The Charter aims to assist Europe’s 
universities in developing their role as 
lifelong learning institutions.

According to the Charter, there is a 
need for strong, autonomous, respon-
sive and inclusive universities that can 
provide research-based education and 
learning enabling European citizens to 
meet the challenges caused by, in par-
ticular, the increasing speed of globali-
zation, the transformation of Europe 
into ageing societies, and the rapid 
pace of technological change. The key 
challenge, according to EUA, is to find 
ways to open up a wider range of edu-
cational services to new learners and to 
returning learners, and to ensure con-
tinuing opportunities for learners 
throughout their lives. For universities 
this means establishing systems of fair 
assessment and validation of all forms 
of prior learning, and providing rele-
vant, creative and innovative educa-
tional programmes.

The Charter articulates 10 commit-
ments for universities, including: ad-
dressing lifelong learning in institution-
al strategies; adapting study pro-
grammes so that they are designed to 
widen participation and attract return-
ing adult learners; recognising prior 
learning; providing appropriate guid-
ance and counselling services; and 
strengthening the relationship between 
research, teaching and innovation as 
well as recognising researchers as a fine 
example of lifelong learners.

New President and 

Board for EaEa

Ms Sue Waddington of NIACE was 
elected President of the European Asso-
ciation for the Education of Adults 
(EAEA) at the organisation’s General 
Assembly in Malahide, Ireland on 20 
October, 2008. The EAEA also got a 
new Board. The new board members 
are Uwe Gartenschlaeger (Germany), 
Per Paludan Hansen (Denmark), Eitan 
Israeli (Israel), Ruth Jermann (Switzer-
land), Levan Kvatchadze (Georgia), 
Britta Lejon (Sweden), Ingrida Mikisko 
(Latvia), Katarina Popovic (Serbia), 
Juan José Salado Sánchez (Spain), and 
Eeva-Inkeri Sirelius (Finland).

In order to fulfil their own commit-
ments, the universities expect govern-
ments to make 10 matching commit-
ments. Specific commitments include 
recognizing prior learning, removing 
specific legal obstacles that prevent po-
tential learners from returning to high-
er education, and informing and en-
couraging citizens to take advantage of 
lifelong learning opportunities offered 
by universities.
Source: European Universities’ Charter 
on Lifelong Learning, an electronic ver-
sion of which is available from http://
www.eua.be.

European universities’ Charter on 
Lifelong Learning

Lifelong Learning Programme: Call 
for Proposals 2009
The European Commission has published the call for proposals for the Lifelong 
Learning Programme in 2009. The first deadlines are in January 2009. The call 
for proposals, guidelines and application forms are available from the LLP web-
site http://ec.europa.eu/llp.

LLinE Conference in January
The 11th international LLinE conference will take place in Helsinki 29–31 Janu-
ary, 2009. The theme of the conference is Lifelong Learning as a Right? European 
Perspectives. The opening speech will be given by the Finnish Minister of Educa-
tion Sari Sarkomaa. Keynote speakers include Professor Peter Mayo from the Uni-
versity of Malta and Professor Ari Antikainen from the University of Joensuu, 
Finland. A selection of the conference proceedings will be published in LLinE 
2/2009. For more details, visit http://www.lline.fi. 

LLinE 4/2008 ‘Sustainable development 
and Lifelong Learning’ will be out 

in march 2009.

referees consulted in 2008
The editors would like to thank our referees who contributed their time and exper-
tise to the peer review process in 2008:

Brid Connelly, National University of Ireland
József Katus, SOFT, The Netherlands
Johanna Lasonen, University of Jyväskylä, Finland
Annalisa Sannino, University of Helsinki, Finland
Alastair Thomson, NIACE, UK
Auli Toom, University of Helsinki, Finland
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In Portugal, the division between the industrialized 

north and the rural south is very clear (this type of 

general pattern can also be seen in Spain or Italy, for 

instance). The major cities are always located in 

populated coastal areas, whereas inland cities are 

smaller and surrounded by rural spaces, which, from 

the beginning of the 1960s, have seen a steady decline 

in the number of inhabitants. 

remoteness
in

southern
Portugal:

Can adult learning 
make a difference?

António Fragoso
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T his paper focuses on the 
region of Algarve, which to 
some extent presents simi-
lar geographic signs of 

remoteness as other regions of Portu-
gal. The Algarve lies in the south end 
of Portugal and is composed of three 
different zones that are parallel to the 
sea: a thin layer of beaches saturated 
with tourist services; a small zone (Bar-
rocal) composed of a few fertile valleys 
covered with calcareous soils and Med-
iterranean vegetation; and the largest 
of the three zones (Serra), which is 
composed of three medium mountain 
ranges that separate the region from 
the rest of the country. The mountains 
have very thin rocky soils and low 
plant density, which, together with high 
temperatures, does not allow for more 
than traditional subsistence agriculture. 
On the other hand, the twisting roads 
and the distance to central urban areas 
inhibit industrial development. 

Historically the Algarve was always 
seen as an appendix to Portugal. The 
Arabs considered the Al-Garbe as a 
separate kingdom (Canelas, 1996), and 
the Portuguese kings who invaded the 
territory in the 13th century called 
themselves “Kings of Portugal and of 
the Algarves”, a title which was kept 
by the Portuguese kings until the 18th 
century. After the invasion, little 
changed as the region had no riches to 
offer to nobility or the Catholic 
Church. The social composition of Al-
garve and its intense geographical iso-
lation reinforced the perception of it as 
a satellite area. The factors that con-
tributed to the isolation of the region 
included (Fonseca, 1999): i) a heteroge-
neous social composition of Arabs, 
Christians and Jews (the Jewish com-
munity was very important in the re-
gion and particularly in Faro, where 
Pentateuco, the first book written in 
Hebrew to be printed in Portugal, was 

published); ii) a significant dichotomy 
between the coastal and inland zones – 
the population was concentrated in 
coastal areas, but whenever a need 
arose (wars, forced military recruit-
ments, pirate invasions, etc.), the 
mountains served as a refuge; iii) eco-
nomic debility; and finally iv) very lim-
ited and difficult land transportation to 
the north. 

SIgnS	OF	rEmOtEnESS	
In	thE	nOrthErn	ALgArVE

Some of these features remain today. 
Up until the 1950s, Algarve was one of 
the poorest regions of Portugal. The 
problem of transportation was not 
solved until the construction of Faro 
Airport in 1965, which marked a sig-
nificant transition in the development 
of the region. The inexpensive access to 
the sea, beaches and sun led to an ex-
plosion of mass tourism. In the 1990s, 
more than 2 million tourists came an-
nually to Algarve, while in 2000 the 
number of nights spent by tourists in 
the region totalled 17 million, with a 
large proportion concentrated in the 
summer time (INE, 2001). These fig-
ures are the same today. One could ex-
pect that this vast transformation, 
which included important changes to 
the urban landscape, culture, economy, 
and the environment, brought to an 
end the sharp south-north dichotomy 
of the Algarve region. However, reality 
contradicts this assumption. Popula-
tions from the mountainous areas mi-
grated to the growing urban centres in 
coastal cities, deepening the isolation of 
rural areas. The factors that from 1950 
onward have seemed to deepen the de-
sertion of northern Algarve are (Fra-
goso, 2003): 

1. The impact of modernization as a 
development paradigm, with its de-
mands to create a third economic sec-
tor based on services, increased mecha-

nization in agriculture, international 
trade, competition, and so on. Subsist-
ence agriculture in the Algarve, which 
was performed on small properties by 
small owners and organized around 
traditional family structures, simply did 
not allow for the modernization of an 
entire sector. Rather, the rural economy 
entered a fast process of decay and 
bankruptcy, thus impoverishing the 
population. Consequently, from the 
1960s onwards, populations faced ma-
jor problems in reproducing their usual 
economical patterns. Economic dimen-
sions of life appeared to be dominant, 
and soon populations encountered sim-
ilar difficulties in reproducing their 
usual social and cultural patterns. 

2. The second factor needs to be un-
derstood in relation to the specific po-
litical situation of the country, which 
suffered from dictatorship under the 
Salazar/Caetano regimes (1926–1974), 
and from the 1960s onward was faced 
with a very traumatic war with African 
countries attempting to liberate them-
selves from Portuguese colonial rule. 
Under these conditions, a large wave of 
migration arose, mainly to European 
countries like Germany and France, but 
also to Brazil or Venezuela. The Portu-
guese Army sold their databases to Eu-
ropean companies that offered work 
contracts directly to ex-soldiers who 
were returning from Africa. It is not an 
exaggeration to say that in the 1960s, a 
whole generation emigrated, most of 
them with a dream to earn enough to 
come back, build a house and have a 
more secure life. 

3. The explosion of tourism in Al-
garve between the 1970s and the 1980s 
brought about the second wave of mi-
gration – mainly an internal movement 
this time. The tourist industry created a 
considerable amount of jobs. Popula-
tions from mountainous regions once 
more left their homes and migrated 
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mainly to urban coastal cities. Even 
though a considerable amount of time 
has passed after these two major waves 
of migration, statistical data show that 
the population in inland zones is still 
decreasing – young adults have to leave 
if they want to find a job and start their 
lives. 

4. Modernization as a development 
paradigm had its final crisis at the end 
of the 1970s. However, neo-liberalism 
and the swiftness of globalization did 
not modify the patterns of change that 
were identified earlier. In today’s global 
economy, there is no possibility for the 
regeneration of areas such as northern 
Algarve. The new social relationships 
created by globalization brought about 
new asymmetries (Bauman, 1998) be-
tween those who were able to free 
themselves from space and those who 
were not. For local communities, where 
place means opportunity to build com-
munity norms and values, the impacts 
of globalization are noticeable. 

5. The destruction of traditional ru-
ral life means much more than the dis-
appearance of a job, or economic and 
social difficulties. The central problem, 
in my opinion, lies in the tensions that 
arise from a place that is characterized 
by the typical culture of rural spaces, 
which more or less suddenly loses the 
usefulness of the values and norms 
built over time. In other words, it is a 
rural world that has lost the corre-
sponding function. People become 
aware that their culture is no longer 
valid in modern times and deeply ques-
tion the principles on which their lives 
have been based. “Lost in translation”, 
the most important task of collective 
life becomes raising the educational 
level of their children and convincing 
them that there is no future in their 
birthplace: they embrace every oppor-
tunity to get away and never come 
back. 

6. Characteristics of the physical 
space in northern Algarve also play an 
important role in the increasing aban-
donment of the region. Two central 
characteristics should be analysed: first, 
isolation, understood not only as eco-
nomic, social and cultural differences 
from southern populations, but also as 
a geographic issue of typical forms of 
space occupation. A significant percent-
age of houses (15–30 per cent in most 
rural areas) stand utterly isolated, sur-
rounded only by fields – there are no 
neighbours, no roads (just paths 
through fields), no public transporta-
tion, difficult access to structures and 
services of all kinds. Secondly, we must 
consider the concept of fragmentation. 
An illustrative example can be seen in 
the case of the smallest administrative 
area of Portugal, freguesia; the size of 
the mountainous freguesia of Cachopo 
is 200 km2. The centre of this area is 
located in a small village with 200 in-
habitants who have access to some 
services (the only services available in 
the freguesia). Yet most inhabitants of 
this region live in small spread-out 
clusters of houses – there are 56 of 
these clusters in Cachopo, including 
two or three that are totally aban-
doned. There are no more than 10 peo-
ple living in some clusters, and the big-
gest cluster is inhabited by no more 
than 40 people. From the 1,000 per-
sons who live in Cachopo, 200 live in 
the village, 250 live in isolation, and 
550 live in small clusters, thus suffering 
from relative isolation. This example 
applies to most northern inland areas 
of the region. In short, isolation and 
fragmentation of viable space draw a 
geographical and social scenario that is 
inadequate for fighting population loss 
and are only part of the features that 
make this territory remote. 

Although there are other characteris-
tics that contribute to this phenome-

non, these main characteristics are suf-
ficient to portray a fair picture of the 
existing social reality. The typical sta-
tistical indicators for a rural area of the 
northern Algarve region would there-
fore be1 : 

• The continuous loss of population 
from the 1960s onward. Some zones 
loose between 20–30 per cent of the 
population each decade. 
• Very low birth rates and relatively 
high mortality rates. An ageing pop-
ulation, with ageing indexes that in 
the more northern areas reach 400 
or even 500 per cent (in Portugal, 
this means 4 to 5 times more people 
over the age of 65 than children un-
der the age of 14). Consequently, 
one would expect high dependency 
rates, since the working age popula-
tion has diminished compared to 
non-economically active sectors of 
the population. 
• Low economic activity rates and 
high unemployment rates as com-
pared to national averages (unem-
ployment rate today is about 7 per 
cent). It is also informative to 
present this data according to gen-
der. Economic activity rates are al-
ways lower and unemployment rates 
always higher for women. These 
rates get even worse every time an 
economic or financial crisis emerges. 
• The access to basic services, like 
kindergartens, schools, health cen-
tres, pharmacies, post offices, librar-
ies, and hospitals, is a big problem, 
especially in the case of older citi-
zens who frequently live alone with-
out family support. 
• Classical illiteracy rates (citizens 
over the age of 10 old who cannot 
read or write) are high, frequently 
ranging from 20–38 per cent. Fur-
thermore, the majority of the popu-
lation has only 4–6 years of school-
ing. It is therefore common for more 
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than 80 per cent of the population 
of northern communities to be illit-
erate. 
This general scenario sketches a so-

cial situation where the more fragile 
groups of the population suffer from 
severe disadvantages in several dimen-
sions of their lives. Hence, it is impor-
tant to stress the situation of children, 
women and the elderly. Children often 
have socialization problems due to the 
lack of kindergartens and opportunities 
to socialize with other children and 
adults outside their family (Fragoso, 
2005). Their transition into primary 
school is usually traumatic. Later on, 
as they progress in the formal educa-
tional system and the travel distance to 
classes in urban settings increases, it is 
very common that they experience 
problems with integration and low aca-
demic success. The inequality of wom-
en in the labour market is made worse 
by the stringent traditional gender roles 
characteristic to the area. As we argued 
in Fragoso and Lucio-Villegas (2004a), 
traditional gender roles in rural areas 
seem to be closely associated, in their 
origins, with space: women concern 
themselves strictly with their house-
holds and with the rural property of 
the family. Their efforts are devoted to 
sustaining family unity. Women are 
generally limited in their social rela-
tionships and are subject to immediate 
criticism if they try to break gender 
norms. Geographical isolation, there-
fore, transforms rapidly into severe 
types of social isolation. For example, 
in a project designed to improve the ed-
ucational skills of mothers with chil-
dren up to 6 years old (Project “Be-
tween-Mothers”), the weekly sessions 
of the project represented, for some 
women, the only opportunity to speak 
with someone outside of their family. 
Lastly, the situation of elderly people is 
sometimes dramatic. Quite often they 

live alone and face difficulties in access-
ing all types of services, particularly 
health services. Loneliness is a huge 
problem. 

In summary, northern Algarve cer-
tainly is a remote area, built on two se-
quential levels of peripheral exclusion. 
On the one hand, the region of the Al-
garve, by itself, has been a satellite of 
Portugal. On the other hand, the 
mountainous Algarve is clearly periph-
eral when compared to the urban 
coastal areas. So what kinds of factors 
are involved in the creation of this par-
ticular type of remoteness? We can 
roughly address some macro and mi-
cro/local level factors. Macro-level fac-
tors include the driving tendencies of 
development paradigms, globalization 
or even domestic policies that push 
away peripheral zones to marginal 
ghettos, abandoning them to the conse-
quences of the modern economy. Mi-
cro-level factors include the specific 
characteristics of place and space, the 
historical, social and cultural dimen-
sions of a population, physical struc-
tures and available services, gender 
roles, and so on. In a general analysis, 
remoteness will lead to harsher conse-
quences when the global and local fac-
tors come together. Hence, one must 
pose an important question: can adult 
learning, in its multitude of forms and 
models, bring about significant change 
in remote regions? The remaining part 
of this article addresses this issue.

ADuLt	LEArnIng	AnD	SOCIAL	
ChAngE

In the mid-1980s, several processes of 
adult learning were launched in Al-
garve. In 1984, a study was conducted 
over the duration of a year in order to 
identify the problems and needs related 
to the development of Algarve. Follow-
ing this study, RADIAL2 (the Network 
of Support for the Integrated Develop-
ment of the Algarve) launched a 

project, which, in the period 1985–
1988, implemented several adult edu-
cation projects in four different zones 
of the northern Algarve. The projects 
covered three different axes: social and 
educational intervention with children; 
employment promotion based on train-
ing programmes and aiming to build 
micro-enterprises in sectors of cultural 
interest; and support to local associa-
tions and informal groups so that the 
implemented projects could be man-
aged by local inhabitants. 

In 1989, this project gave birth to a 
civil association called In Loco, which 
continued and expanded upon previous 
work. The European programme 
LEADER I, which began in 1991, gave 
local groups3 in the Algarve region new 
possibilities for social intervention. In 
Loco abandoned the intensive perspec-
tive of intervention in four zones in or-
der to pursue network-based work in 
27 different areas in Algarve’s moun-
tainous regions. Furthermore, it wid-
ened the dimensions of its projects, 
covering a significant scope of adult ed-
ucation activities. In Loco employed 
around 40 people and cooperated with 
a network of local activists who, in 
their own communities, in addition to 
helping people in situ, acted as liaisons 
of the association. Lastly, it is impor-
tant to note that In Loco or Vicentina 
were not and are not the only agents 
providing opportunities for adult learn-
ing. 

The theoretical inspiration of the 
adult learning projects that were initi-
ated in the 1980s and the 1990s had 
two main origins. The first was partici-
patory research, as characterized by au-
thors such as Hall (1981; 2001), Tan-
don (1988) or Fals-Borda (1980), 
among others. External researchers 
worked with people at all project phas-
es, from community meetings where 
problems were identified and collective 
solutions proposed to the actual imple-
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mentation of those solutions. Through-
out their involvement, the external re-
searchers bore in mind that the inhabit-
ants should eventually take full control 
of all projects. The second element of 
the theoretical framework was that of 
local development, the implementation 
of which was very popular in Portugal 
at the time, mainly as a form of resist-
ance against the growing trends of glo-
balization, the growing international 
character of economy and the domina-
tion of economy over other human ac-
tivities (cf. Melo, 1999). The specific 
models of local development (including 
elements of participatory research) that 
were tried in Algarve included several 
characteristics, the most important of 
which are listed below (Fragoso & Lu-
cio-Villegas, 2008): 

• A strong territorial and time-inten-
sive focus with considerable 
amounts of resources concentrated 
in deep and holistic interventions; 
• Strong activism, implying that all 
social actors who were involved had 
a clear understanding of the political 
dimensions of their educational pro-
grammes. Personal and collective in-
vestments were huge. 
• This activism produced discourses 
and practices intended to fight 
against a set of expanding global/
macro level tendencies. Inland rural 
zones characterized by emigration, 
an ageing population and desertion 
were selected as natural laboratories 
for adult learning. Utopian perspec-
tives led people to defend the notion 
that the implemented projects were 
capable of stopping these global 
processes. Therefore, projects were 
targeted at young adults. The idea 
was that increased education and 
project participation would create 
jobs and lead to cultural changes, 
which would allow young adults to 
stay in their villages and help avoid 
the dynamics of population loss as 

well as lead to community regenera-
tion. 
• Adult learning – including literacy, 
informal learning, training pro-
grammes, etc. – was at the core of 
these programmes. Projects and re-
search were to encourage diverse 
learning, so that the necessary proc-
esses of social change could be at-
tained. 
• The models on which the pro-
grammes were based intended to 
build bridges between tradition and 
modernization. This perspective was 
very clear especially in some training 
programmes that departed from ele-
ments of local culture, which was 
used as a basis to innovate, both 
technically and aesthetically, and to 
produce products that are more ad-
equate to modern times. These 
bridges were also built on the rejec-
tion of rigid conceptions of culture 
and cultural identity – rather, they 
perceived the possibility of cultural 
regeneration, born out of openness 
and the weaving together of diverse 
cultural elements. 
• Participation was an indispensable 
part of all phases of the process 
(shared identification of community 
problems; planning and manage-
ment; financial control of the 
projects, etc.), regardless of the level 
of organization in a specific commu-
nity. It was also important to avoid 
paternalism and to encourage full 
autonomy and emancipation of the 
local social actors involved. 
More than 20 years have passed 

since these projects were launched. 
Thus, it is reasonable to say that a cer-
tain evaluation of what was accom-
plished can enlighten the central ques-
tion we posed at the beginning of this 
paper regarding the ability of adult 
learning projects to overcome the spe-
cific type of remoteness. The cases that 
we have examined allow us to highlight 

the following conclusions (Fragoso & 
Lucio-Villegas, 2008; 2004b; Fragoso, 
2004; 2001): 

A significant part of the activists’ 
perspective and discourses was based 
on the ability of the projects to create 
jobs that would avoid the migration of 
young adults. This issue was addressed 
by three main types of initiatives: i) the 
creation of micro-enterprises resulting 
from intensive training programmes; ii) 
the creation of four different centres 
for infancy education; iii) the creation 
of civil society organizations aimed at 
delivering public social services with 
the indirect support from the state. 
Around 10 micro-enterprises were cre-
ated between 1986 and 1991. Of these, 
only two exist today. While one has a 
limited scope of activity, the other is a 
success story. Two of the infancy cen-
tres are already closed (the third one is 
endangered), simply due to the demog-
raphy of the region – there are not 
enough children. Lastly, the only civil 
society institutions that were created 
and that continue to employ a signifi-
cant portion of the population are the 
ones that provide services to older citi-
zens, which is in line with the extreme 
ageing of these communities. 

The same patterns are visible when 
it comes to other dimensions of work 
carried out. For some time, the number 
of different types of associations (com-
munitarian, cultural, young adults’ as-
sociations, etc.) increased immensely. 
However, it would be misleading to at-
tribute this increase to the positive re-
sults of implemented projects. In real-
ity, some of these new groups arose 
from fragmentation that was caused by 
problematic social relationships that 
hindered cooperation. Furthermore, 
some of the new associations were dis-
solved or were not active. 

Further, a break occurred between 
two consecutive generations. Those 
who were young adults in the 1980s 
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participated in the adult learning 
projects. However, there is no follow-
ing generation to which the earlier par-
ticipants can be compared. Despite sev-
eral more recent attempts to involve 
young adults, the solutions of the past 
can no longer be applied. This is prob-
ably natural in zones suffering from 
fast transition processes, where the 
very fast pace of cultural change is cre-
ating an important cultural discontinu-
ity between two successive generations. 
Today the lure of the city for young 
adults seems by far stronger and more 
intense. This increasing dichotomy and 
the absolute domination of the city 
over rural areas appear to have revived 
debates about the opposition of urban 
and rural areas, or even urban sociolo-
gy and rural sociology. In this context 
it is hard to consider that the future of 
rural areas lies in their framing as res-
ervoirs of environmental qualities, as 
tourist destinations for urban dwellers 
trying to escape their daily stresses, or 
simply as a moribund landscape. 

However, there are also very positive 
effects associated with the implemented 
education programmes. In some cases, 
the lives of the participants changed 
immensely; some families’ economic 
means improved and some jobs were 
really created. In some communities, 
whenever there is a funding programme 
of some kind, a significant number of 
project proposals are submitted in or-
der to receive funding. There are also a 
large number of persons who continue 
to participate in educational pro-
grammes, and who believe that perma-
nent education is important, both indi-
vidually and collectively. 

In summary, adult learning processes 
were not capable of preventing emigra-
tion from rural areas, but they were 
able to improve the lives of those who 
remained in their communities. Thus, 
we return to the earlier discussion of 
the division between the micro and 

macro level factors that cause remote-
ness. Adult learning mainly acts on the 
micro-social level. But it cannot have 
an effect on macro-social levels: it can-
not control globalization processes, or 
international or even national policy. It 
cannot alter the rules of economic par-
adigms or international finances. These 
macro-level effects, combined with all 
the characteristics that make northern 
Algarve a remote region, ultimately 
have been responsible for more than 50 
years of migration from rural areas. 
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Provision of

professional 
development 
opportunities
to teachers working 
in small rural schools

Sofoklis  Sotir iou,  Pavlos Koulouris  and 

Emmanuel Apostolakis

Teachers of small rural schools confront significant 

challenges and need to develop personal competences 

that extend beyond the initial and in-service teacher 

training curricula. Emerging ubiquitous e-learning 

technologies can enable the building of a lifelong 

learning culture and the development of teachers’ 

advanced professional competences.
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i n many primary schools of the 
Greek provinces there is not a 
teacher available for each of the 
six grades: the low number of 

students statutorily allows the employ-
ment of less than six teachers – even of 
one or two – who nevertheless are 
expected to cover the needs of the 
whole school. These schools, known 
internationally as multigrade schools 
(cf. Little, 2006), fulfil a function of 
national importance as they provide 
the children of remote and less acces-
sible areas with the access to educa-
tion that all children in Greece are 
entitled to. 

tEAChErS’	nEED	FOr	COntInuOuS	
LEArnIng	

Teachers of multigrade schools are con-
fronted with significant challenges, as 
they have to teach simultaneously two 
or more age groups and possibly more 
than one curriculum subject in the 
same class. Teachers’ initial profession-
al training does not suffice and the 
need for competence development is 
evident – especially in the light of the 
fact that typically inexperienced, new-
ly-appointed teachers are posted to re-
mote schools for a relatively short 
term. Thus, the average teacher work-
ing in a small rural school needs to ac-
quire new knowledge and skills and 
continually improve their expertise in 
teaching in the demanding context of 
the multigrade classroom. They need to 
develop personal competences extend-
ing beyond the established initial and 
in-service teacher training curricula, 
which are oriented towards conven-
tional monograde teaching, in order to 
develop and maintain the ability to re-
spond to the challenging circumstances 
of their professional position. However, 
there exist a number challenges in con-
nection to remote rural teachers’ need 
for competence development. On the 
one hand, offering teachers from re-
mote areas conventional professional 
development, such as in-service train-

ing seminars, is not easy. Journeys be-
tween teachers’ remote schools and ur-
ban training centres tend to be costly, if 
not virtually impracticable, given that 
there may not be a colleague available 
to replace them during their absence. 
On the other hand, the very concept of 
competence in the context of multi-
grade teaching may not be as straight-
forward as it appears. In the field of 
Human Resources Management, com-
petence is usually defined as a stand-
ardized requirement for an individual 
to properly perform a specific job, en-
compassing a combination of knowl-
edge, skills and behaviour which is uti-
lised to improve performance. Howev-
er, whether a teacher is adequately or 
well qualified so as to have the ability 
to perform successfully in the multi-
grade classroom is a question with no 
official, standardised answer. The edu-
cational system – in Greece at least – 
through its choices for the preparation 
of teachers-to-be, does not clearly de-
fine what good multigrade teaching is. 
Teachers are more or less left alone to 
explore and learn multigrade teaching 
on their own, through their solitary ex-
periences in remote rural schools. What 
is worse, teachers at remote schools al-
so suffer the consequences of a widen-
ing socioeconomic and digital divide, 
which separates the rural from the ur-
ban areas in most parts of the world. 
The above described difficulties of mul-
tigrade teachers working in remote ar-
eas are not unique to Greece. Interna-
tionally, the shortage of teachers in ru-
ral and remote areas, and the weak-
nesses of the education systems in the 
provision of training and professional 
support to these teachers, have been 
well documented (Ankrah-Dove, 1982; 
Benveniste & McEwan, 2000; Coldevin 
& Naidu, 1989; Forbush & Morgan, 
2004; Helge & Marrs, 1982; Ludlow, 
1998; Miller & Sidebottom, 1985). 
However, these problems appear to be 
in sharp contrast with a growing recog-
nition of multigrade schools as not on-

ly a necessary, but indeed a good qual-
ity option for education systems, be-
lieved even to have some advantages 
over single level classes (cf. Cook, 
2000; Boss 2000; Lloyd, 2002).

rESPOnDIng	WIth	ICt

As a response to the obstacles described 
earlier, the use of different forms of 
technology-supported learning and dis-
tance education models have been ad-
vocated for the enhancement of quality 
and accessibility of teacher training 
programmes in rural areas (Ludlow, 
2001; Squires, 1996). There have been 
attempts that have followed the tech-
nological trends in the field of compu-
ter-supported learning, while the con-
tent of training delivered via different 
technologies varies greatly, from con-
ventional seminar-type lessons to class-
room observations from a distance 
(Forbush & Morgan, 2004; Kendal, 
1992; Falconer & Lignugaris-Kraft, 
2002; Ludlow & Duff, 2002; McDe-
vitt, 1996). What is more, in recent 
years a lot of attention has been paid to 
the role satellite telecommunications 
can play in the bridging of the digital 
divide (Cartheron, 2003; Cohendet, 
2003; European Commission, 2003), 
and distance education is seen as a ma-
jor field of application in this area, as 
this technology provides a delivery op-
tion facilitating access to new student 
populations in distant locations (Litt-
man, 2000). Significant experience has 
already been gained internationally, 
particularly in the United States and in 
Australia (e.g. Boverie et al, 2000; Boy-
lan, Wallace, & Richmond 2000), as 
well as in other, less developed coun-
tries with populations distributed 
across large geographical areas (e.g. Al-
Sharhan, 2000; Cohen, 2002; Lorenzo, 
2002). 

This growing mass of international 
experience clearly demonstrates that 
emerging technologies offer promising 
solutions to the challenges of providing 
appropriate training and support to ru-
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ral educators. Adopting this as a prop-
osition in our work in the framework 
of a number of pioneering European 
and national research projects, our 
team has in recent years made efforts 
to alleviate the isolation of teachers 
working in remote schools through the 
provision of distance training, support  
and networking, making full use of the 
possibilities offered by new technolo-
gies. The main questions we have ad-
dressed in the course of almost six 
years of consecutive projects, have re-
ferred to: a) the appropriate content of 
the relevant professional development 
and support activities; b) the appropri-
ateness of the various available and 
emerging delivery technologies, given 
the remote and digitally disadvanta-
geous location of the beneficiaries; and 
c) the possible extensions to conven-
tional e-learning technologies and prac-
tices, which could help the geographi-
cally disadvantaged rural educators to 
learn as individuals and to learn from 
each other, participating in informal 
learning experiences within a sustaina-
ble lifelong learning network.

This course of work coincided to a 
great extent with the emergence and 
swift uptake by the research and tech-
nological communities of the concept 
of ubiquitous learning, as an offspring 
of the advent and proliferation of wire-
less networking solutions. Following 
emerging research in this field, we have 
made consistent efforts to provide rich 
e-learning environments with the typi-
cal features of ubiquitous learning 
(Chen et al., 2002; Curtis et al., 2002; 
Ogata & Yano, 2003). Teacher trainees 
in these e-learning environments have 
permanent immediate access to safely 
stored learning content, including their 
own data. They can introduce and con-
tinually shape their learning and needs 
profile so as to be offered tailor-made, 
adaptable learning experiences, and 
can interact with experts and peers 
both synchronously and asynchronous-
ly, participating in social knowledge 

building and sharing. All this happens 
in teachers’ everyday work environ-
ment, i.e. in the small rural school in 
which they work, while special efforts 
are made to design the instruction in 
ways that allow the embedding of 
trainees’ learning in daily real life situa-
tions. These efforts started with a 
greater emphasis on teachers’ compe-
tence development through training 
content delivered over the web (MUSE 
project, see insert); gradually moving 
into testing more advanced technolo-
gies for broadband delivery over satel-
lite, while continuing to further develop 
the content (ZEUS and RURAL 
WINGS projects). The ‘maturity’ 
brought about through the training ex-
periences and the increasing involve-
ment of remote rural teachers led to the 
development of a network (NEMED) 
and an increased interest in concepts 
and tools related to lifelong learning 
networks (NEMED, RURAL WINGS). 
In this context the ZEUS project timely 
recognized the crucial role of satellite 
telecommunications for securing broad-
band for geographically disadvantaged 
populations. This project offered re-
mote teachers a rich distance learning 

environment for participating in syn-
chronous and asynchronous training 
via satellite networks. The training pro-
gramme was attended by teachers at 10 
sites in the peripheries of Greece, via 
satellite installations made by the 
project in their schools. The research in 
ZEUS focused mainly on the appropri-
ateness of the training content (which 
built on the MUSE content, extending 
and enriching it), the development of a 
distance training organisation and de-
livery method, and the testing of con-
nectivity through DVB (Digital Video 
Broadcasting) one-way satellite links as 
a channel for distance training delivery 
to teachers. The outcomes of this 
project in terms of training content and 
methodology are described in detail 
further below. As far as the technology 
is concerned, the DVB satellite link, de-
manding the use of non-broadband ter-
restrial infrastructures (broadband 
downloading from the satellite, upload-
ing through ISDN telephone line), 
caused some technical problems and 
relevant user dissatisfaction, which 
clearly indicated the way forward. 

These efforts were integrated in the 
RURAL WINGS project (2006–2009), 

mUse (multigrade school education)
http://www.ellinogermaniki.gr/ep/muse/

the	muSE	project	developed	an	in-service	training	programme	that	was	
designed	to	meet	the	needs	of	multigrade	school	teachers	in	order	to	improve	
their	educational	performance	in	the	multigrade	school	environment.	the	
muSE	project	was	carried	out	by	a	partnership	of	11	institutions	from	greece,	
Spain,	Finland	and	the	united	Kingdom.	the	project	ran	from	2002–2004.

nemed (network of multigrade education)
http://www.nemed-network.org/

the	network	of	multigrade	Education	was	a	transnational	network	that	
brought	together	educationalists	and	researchers	sharing	an	interest	in	
researching,	enhancing	and	supporting	multigrade	education.	the	activities	of	
nEmED	included	an	extended	survey	of	multigrade	needs	and	best	multigrade	
practices	in	the	10	participating	countries.	the	network	also	provided	support	
to	multigrade	teachers	working	in	the	schools	connected	with	the	network.	
nEmED	developed	a	‘report	on	multigrade	Education	which	includes	specific	
suggestions	for	upgrading	multigrade	education	at	the	European	level.
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an ambitious, large-scale international 
research project supported by the Euro-
pean Commission (Thematic Priority 
‘Aeronautics and Space’ of the 6th 
Framework Programme). This project 
takes several decisive steps ahead, not 
only in the field of technology, but, im-
portantly, also by carefully addressing 
the real learning needs of all citizens 
living in remote rural areas, and by fos-
tering the development of lively learn-
ing communities in remote schools and 
the villages hosting them. What is 
more, RURAL WINGS builds on the 
successful approach of the ZEUS 
project to develop an advanced techno-
logical environment supporting lifelong 
learning activities in the school, at 
work, as well as at home. In this way, 
familiarization of all citizens with the 
new technologies is promoted, resulting 
in a reduction of resistance towards the 
use of state-of-the-art opportunities for 
local development. Teachers working in 
remote rural schools – the main target 
group of the pilot applications in 
Greece – undertake a crucial role in 
this process. Through further support, 
professional development and network-
ing, they are encouraged to evolve into 
catalysts of change and development, 
not only within their schools, but more 
widely in their local communities.

A	DIStAnCE	trAInIng	DELIVErY	
mODEL

It has been a firm belief of the team 
that, although technical specifications 
do play a crucial role in a distance edu-
cation scenario, the success (or failure) 
of the effort mainly depends on the un-
derlying pedagogical design (cf. Lim, 
2002). In line with this, the training 
programmes aim to cater for both flex-
ibility and guidance, and include both 
interaction with others and self-paced 
learning. To this end, a comprehensive 
model for training delivery has been 
developed and tested in the framework 
of the above-mentioned projects. In 
this model, the central event for each 

lesson is a live videoconferencing ses-
sion, using a synchronous e-learning 
tool, thus covering the need of isolated 
teachers for communication and real-
time interaction with colleagues and in-
structors (cf. Shrestha & Sutphin, 
2000, who stress the importance of in-
teraction in similar settings). On aver-
age, this synchronous e-learning por-
tion of a lesson takes up about 30 per 
cent of the overall lesson duration. 
Both before and after the live session 
there is learning activity taking place 
independently in the working environ-
ment of the trainee. Through the use of 
web-based instruction techniques 
course participants are offered on-the-
job training opportunities through 
tasks and materials that allow them to 
work at their own pace, interact with 
the instructor and other practitioners 
as needed, and receive individual feed-
back as they apply information to their 
classroom settings. For each lesson, 
there is introductory information on 
the topic covered, and preparatory ac-
tivities, the outcome of which are then 
reported by participants in the web en-
vironment and during the live session, 
as well as post-session consolidation 
and conclusion activities. This training 
delivery model has generally been well 
received by trainers and trainees. 

EVALuAtIOn

A major aspect of all the above projects 
has been the multi-faceted evaluation 
of the piloted e-training solutions. The 
aim of evaluation in these projects has 
been to assess the appropriateness of 
the choices made during the design 
stage, and the overall effectiveness of 
the solution, at least on three levels: the 
technology used, the content of train-
ing offered, and the procedures fol-
lowed. The views of users (teacher 
trainees and instructors) on these as-
pects have been collected using a vari-
ety of tools, including online question-
naires, interviews, as well as field ob-
servations and video recordings in the 

schools and classrooms of the partici-
pating teachers, in an overarching case-
study oriented approach, following the 
development of informants’ views, be-
haviours and stances. Questionnaire re-
sponses are analysed quantitatively, 
and data from interviews and observa-
tions qualitatively, making use, among 
other tools, of specialised software for 
the demarcation and analysis of video 
data. For evaluation purposes, as well 
as for the introduction of improve-
ments at the middle stage of the imple-
mentation, the courses offered are usu-
ally organised in two consecutive cy-
cles. 

As a result, evaluation activities clus-
ter around three main stages in the 
project timeline: before the beginning 
of the course, after the completion of 
the first cycle, and after the completion 
of the whole course at the end of the 
second cycle. In this way, the evalua-
tion methodology seeks to pay atten-
tion to the conditions prevailing in the 
participating schools before the pro-
gramme, after its first cycle, and after 
its eventual completion, so that any 
changes effected by the training can be 
identified and hopefully interpreted. In 
particular, the outcomes of evaluation 
at the end of the first cycle are useful 
for the introduction of any necessary 
improvements in the second cycle. In 
the following, some outstanding find-
ings and conclusions from the recently 
concluded ZEUS project are presented. 
They are indicative of the broader ten-
dencies that we have recorded in vari-
ous samples.
 The effort invested by the ZEUS part-
nership in the evaluation of the project, 
and the training programme in particu-
lar, yielded outputs of considerable val-
ue. The quantitative and qualitative da-
ta gathered and analysed revealed posi-
tive as well as weak points in the design 
and implementation of the project, be-
queathing rich experiences and good 
practices for future efforts in the field. 
Overall, the trainees evaluated very 
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positively the training content and pro-
cedures. A few technical problems and 
faults did slightly decrease teachers’ en-
thusiasm, but on the whole they did 
not lead to a much lower overall appre-
ciation of the deployed technological 
solution. The ZEUS experience clearly 
showed that satellite data telecommu-
nications can effectively support the 
provision of training and professional 
development at a distance, particularly 
to professionals such as teachers who 
work in remote and isolated areas. 
Nevertheless, ZEUS also clearly indi-
cated that significant technical difficul-
ties, which in some (limited) cases 
caused obstacles to the smooth running 
of training, would have been avoided if 
a more advanced model of two-way 
satellite internet provision (DVB-RCS) 
had been available, not demanding the 
use of non-broadband terrestrial infra-
structures. This technology is now be-
ing deployed within the RURAL 
WINGS project, and the results are sat-
isfactory.

In general, the attitudes of the par-
ticipating teachers towards the training 
programme were very positive. A ma-
jority of them were dedicated to the 
course, and prepared to withstand dif-
ficulties arising from technical or other 
problems. This interest in ZEUS was 
due to factors such as decreased feel-
ings of isolation and increased oppor-
tunities for communication with col-
leagues, new opportunities for access to 
up-to-date information, as well as the 
good relations and rapport developed 
between the trainees and the staff sup-
porting them. In addition, given the sit-
uation in schools as recorded before 
the beginning of training, multigrade 
school teachers in Greece seem to have 
a real need for training in the use of 
ICTs, as well as in new, less conven-
tional pedagogical approaches, which 
could help them better respond to the 
particularly high demands and chal-
lenges posed by multigrade classrooms. 
Observations made in schools at the 
pre-course stage revealed a very low 

level of use of ICTs. Also, the use of 
traditional methods of teaching and 
classroom management did not appear 
to offer the best possible solutions for 
the particularities of the multigrade 
classroom.

Another very clear outcome of 
ZEUS was the confirmation that an ap-
propriate pedagogical design predomi-
nates over mere availability of new e-
training technologies via satellite con-
nections. The different media, tools, 
and contents need to be orchestrated, 
according to clear pedagogical plan-
ning principles, into frameworks that 
enable substantial learning experiences 
and maintain learners’ interest unabat-
ed, so that specific training goals and 
objectives are achieved. The findings of 
the evaluation confirmed the appropri-
ateness of the procedure proposed by 
ZEUS for the preparation, realization 
and support of e-training, which struc-
tures a series of asynchronous prepara-
tory and follow-up activities around a 
central live session. An equally interest-
ing and useful conclusion of the project 
refers to the unique opportunities close 
observation and in-depth analysis of 

the video recordings can offer for bet-
ter understanding multigrade educa-
tion. Figure 1 is based on the analysis 
of the video data from the classrooms 
that were part of the case studies and 
shows the lesson time allocated to dif-
ferent types of activity. As can be seen 
in the graph, the distribution of class-
room time in the five activity categories 
was found to have changed after the 
training. Participation in the training 
programme may have lead teachers to 
experiment with more student-centred 
approaches, moving away from a 
strongly teacher-centred, lecture and 
assessment-oriented approach, which is 
typical to most schools in Greece, in-
cluding multigrade schools. On the 
whole, running ZEUS was a rewarding 
experience, which on the one hand 
confirmed the usefulness of satellite tel-
ecommunication systems for the provi-
sion of support to remote and isolated 
communities, starting from teachers 
working in such communities; and on 
the other hand suggested ways for in-
troducing improvements and furthering 
our work in this field.

figure 1. Profile of classroom activity
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EmErgIng	ISSuES:	LIFELOng	
LEArnIng	nEtWOrKS	AnD	
COmPEtEnCE	DEVELOPmEnt

In the work described above, our ef-
forts have provided teachers working 
in remote small rural schools with op-
portunities for continuous professional 
development, through a number of 
training initiatives, which foster the im-
provement of rural teachers’ personal 
competences. In parallel, we have been 
experimenting with methods aiming to 
develop and foster a learning network 
of teachers, which will hopefully pro-
vide a framework for the acquisition 
and sharing of knowledge in an infor-
mal communication process (informal 
learning) extending beyond and supple-
menting teachers’ formal professional 
education. Realising the arising issues 
and challenges, our team has started in-
vestigating further the characteristics of 
tools and methodologies which can fos-
ter the improvement of rural teachers’ 
personal competences (competence de-
velopment), and encourage and facili-
tate teachers’ contribution to the devel-
opment of other teachers (lifelong 
learning network). In this context, we 
are currently revisiting the training de-
livery model mentioned above at the 
micro level, aiming to identify, adopt 
and/or adapt methods and tools which 
could be incorporated in this general 
model in order to facilitate and support 
informal learning through peer interac-
tion. In other words, we are currently 
investigating ways of effectively com-
bining the priorities and initiatives of 
competence development and lifelong 
learning networks. 

At the level of technology, too, our 
team has come to realise the limitations 
of the conventional e-learning technol-
ogies and models, when the issue at 
stake turns into how to promote and 
facilitate competence development 
through networking with peers – a life-
long learning experience that is multi-
site and episodic in nature. What is 
crucial at this stage is to identify the 
features and clarify the main issues 

connected with the technology/-ies 
which can support rural teachers, both 
as individuals and as members of teams 
within the educational system (an ‘or-
ganisation’ in itself), and to further de-
velop their competences through the 
use of the distributed knowledge and 
learning resources available. Our cur-
rent attempt in this direction is the 
NEMED portal, which has so far man-
aged to develop into a repository of 
teaching and learning resources con-
nected to multigrade education, jointly 
created and updated by the teacher 
members. It clearly needs to be further 
developed in the light of contemporary 
advances in social software and in 
fields such as knowledge organisation, 
collaborative authoring and learning, 
discovery and exchange of knowledge 
resources, personal profiling and ePort-
folios, competence assessment and 
monitoring of change, etc. What is 
more, the RURAL WINGS project, 
with its portal that enables learning, 
provides ample opportunity and chal-
lenge to organising the numerous learn-
ing resources and diverse learners in ru-
ral communities worldwide into mean-
ingful, working networks that foster 
lifelong learning and competence devel-
opment.

In the endeavour to better under-
stand and enable our vision of lifelong 
learning networks of rural teachers, we 
have found the notion of communities 
of practice (Wenger, 1998) to provide a 
powerful conceptual platform. Accord-
ing to Wenger, communities of practice 
are groups of people who share a con-
cern or a passion for something they do 
and learn how to do it better as they 
interact regularly. We are therefore 
aiming to enable the development of a 
community of practice of rural teach-
ers, which is defined by a shared do-
main of interest, that of the develop-
ment of multigrade teaching compe-
tences. We need to establish members’ 
commitment to the domain, and facili-
tate community development by assist-
ing them to engage in joint activities 

and discussions, help each other, share 
information and learn from each other, 
while pursuing their interest in their 
domain. This will be indeed a commu-
nity of practice rather than a mere 
community of interest, as members of 
the community will be rural teaching 
practitioners developing a shared reper-
toire of resources and a shared prac-
tice: experiences, stories, tools, ways of 
addressing recurring problems in their 
small rural school, etc. This kind of 
learning of course takes time and re-
quires sustained interaction, which are 
some of the things that the technologies 
we are envisaging have to offer. Like-
wise, the technologies will need to sup-
port and facilitate a variety of activities 
through which communities develop 
their practice, such as problem solving, 
requests for information, experience 
seeking, re-using of assets, coordina-
tion and synergy, discussion of develop-
ments, mapping of knowledge and 
identification of gaps, etc. (Wenger, 
1998). How this can be designed and 
realised given current technological de-
velopments remains an open challenge 
for us.
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distance
education

in iceland:

a glimpse  
into the 
future

Ásrún Matthíasdótt ir

A successful distance education programme in higher 

education for students with a vocational background 

was developed in Iceland during the last decade. But 

what are the future challenges in adult education in this 

rural country?



r
E

m
O

T
E

 a
r

E
a

S
 a

N
d

 L
i

f
E

L
O

N
g

 L
E

a
r

N
i

N
g

238										L IFELOng	LEArnIng	In	EurOPE		 	4	 | 	2008

T he Icelandic educational 
system is somewhat differ-
ent from other western 
European countries. It con-

sists of four stages of education: the 
first stage is pre-primary school 
(leikskóli) for children between the ages 
of 1 and 5. Almost all children aged 2–
5 attend a leikskóli: in 2007 about 91 
per cent of 2-year-olds and 95 per cent 
of all children aged 3 or 4 attended 
pre-primary school (Statistics Iceland, 
2008). The second stage is compulsory 
education (grunnskóli) for students 
from 6–15, after which students can 
choose between different types of up-
per secondary schools (framhaldsskóli) 
or no school at all. Around 93 per cent 
of children aged 16 started upper sec-
ondary school in 2007 (Statistics Ice-
land, 2008). Most upper secondary 
school programmes last four years so 
students are at least 20 years old when 
they take their matriculation exam 
(stúdentspróf) or receive other diplo-
mas, such as vocational certifications. 
The last stage of education in Iceland is 
higher education. There are currently 
seven universities of which three are 
privately run with state support (Statis-
tics Iceland, 2008; Ministry of Educa-
tion, Science and Culture, 2002).

There is a long tradition of adult ed-
ucation within the system of formal ed-
ucation, especially at the upper second-
ary level with evening classes for 
adults, generally referred to in Iceland 
as “Adult Education Division” 
(öldungadeild). The first division of this 
type was established in 1972 at Ham-
rahlid College (Menntaskólinn við 
Hamrahlíd) in Reykjavik. On the other 
hand, various universities offer lifelong 
learning courses and shorter pro-
grammes and diplomas for non-aca-
demic purposes. There is also a long 
tradition of informal adult education. 
For example, a number of municipali-
ties organise evening schools for adults 
and there are a number of lifelong 
learning centres and private schools. 

Various companies and associations al-
so offer vocational training for their 
employees or members.

DIStAnCE	EDuCAtIOn	At	thE	
uPPEr	SECOnDArY	AnD	unIVErSItY	
LEVELS

Over the last decade, the number of 
distance students at the upper second-
ary level, aged 16–20, has increased 
enormously (see Figure 1). 

Most upper secondary schools offer 
distance courses. The structures of 
these courses may be different but what 
is in common is that usually teachers 
and students do not meet at all. Learn-
ing Management Systems (LMS) are 
widely used for distribution and com-
munication purposes, but other tools 
are also used for online communica-
tion, for example, e-mail, MSN and 
Skype. Teachers send students material, 
projects and exercises at least once a 
week in the form of Microsoft Word 
documents and PDF files. In addition, 
they record both audio and visual ma-
terial, and create interactive exercises. 

A survey on distance learning indi-
cated that distance programmes with 
weekly assignments resulted in higher 
participation rates and reduced drop-
out rates. Students in upper secondary 
schools can choose face-to-face courses 
at their respective schools as well as 
distance courses either at the same 
school or a different school. The survey 
indicated that there are mainly three 
groups of distance students at this lev-
el. Firstly, there are students who have 
no other alternative but to take dis-
tance courses. Small schools in rural ar-
eas may not be able to offer all the 
courses students need in order to finish 
a certain qualification and many 
schools cannot offer the same courses 
every semester. Therefore, students may 
have to take some distance courses in 
order to meet the requirements for 
graduation. Secondly, there are stu-
dents who have failed a course and 
choose to retake it as a distance course. 
Thirdly, there are older or adult stu-
dents, including drop-outs, who try to 
combine finishing school with work or 
family life. Some of these students take 

figure 1. distance and campus based education at secondary 
level from 1997–2007
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a whole study programme from the be-
ginning while some take one or two 
courses for personal and/or profession-
al development. (Matthíasdóttir & 
Hermannsson, 2003a; 2003b).

The compulsory school system al-
lows final year students to opt for up-
per secondary school courses. Distance 
education is often the only alternative 
because of timetable conflicts. Howev-
er, many students view it as trendy to 
take upper secondary courses as dis-
tance courses. 

The increase of participants in dis-
tance education has influenced campus 
based teaching. In addition, new forms 
of education have been developing as 
schools have started to offer a variety 
of blended and distributed learning 
programmes where they mix campus 
based methods and online distance 
teaching methods. There is no common 
structure among these new models as 
each school offers its own version; 
however, distributed learning and dis-
tance learning are the words mainly 

used for those programmes, although 
structural differences exist. 

The number of students opting for 
distance education at the university lev-
el has also been increasing at a fast rate 
in Iceland (see Figure 2). Universities in 
Iceland also offer various methods and 
structures for distance education. How-
ever, in this paper only one example of 
a distance programme at Reykjavik 
University will be discussed. 

Reykjavik University offers a 
number of distance programmes and 
one of them is a 90 ECTS programme 
for students holding a vocational de-
gree, called ‘technical diploma’ 
(Iðnfræði). This programme is especial-
ly designed for students with qualifica-
tions in carpentry, electronics and ma-
chinery. Originally the programme was 
offered as a campus based programme 
but as a result of a decrease in the 
number of students, it was decided to 
offer it as a fully fledged distance pro-
gramme. Most of the students are male 
between the ages of 30 and 50 and they 

live across the country. The programme 
encourages them to keep working 
while they study, and they are invited 
to make use of learning centres in their 
area. However, they are also offered  
the opportunity to attend campus 
based teaching at the University two 
weekends (3 days) each semester which 
allows them to work and communicate 
with fellow students and teachers.

The school’s LMS system, “My-
School”, is used for online distribution 
of material and communication. Teach-
ers record lectures and other material 
for students. They can record every-
thing that appears on their computer 
screen, e.g. PowerPoint presentations, 
websites, Word, PDF or Excel files, as 
well as their presentation and explana-
tions. These recorded lectures are ex-
tremely popular as students can down-
load them and listen to them again and 
again. Students submit their projects 
electronically and receive electronic re-
sponses from teachers. Discussion fo-
rums are used for questions and com-
ments. The final exams are almost al-
ways in paper format, taken at the uni-
versity or at a learning centre.

This distance programme is current-
ly very popular – there were 160 appli-
cants this year. The students seem to be 
pleased as they are able to study with-
out changing their lifestyle too much 
and they can control their own time. 
They claim that they do not generally 
miss the teachers but they miss face-to-
face communication with other stu-
dents. At the beginning of this distance 
programme, teachers were insecure 
about how to organize distance educa-
tion and how to prepare teaching and 
learning materials. As a result, they 
were offered short courses on the na-
ture and methods of distance teaching 
and they received technical and educa-
tional support. Once they got used to 
the new technology and the nature of 
distance teaching, they were quite 
pleased; however, some of them miss 
face-to-face contact with students.

figure 2. University level distance and campus based 
education from 1997–2007
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thE	PrIVAtE	SECtOr

There are very few facts and figures on 
adult distance education in the private 
sector and very little research has been 
carried out in that area. During 2008, a 
few companies and associations were 
contacted informally to obtain infor-
mation about distance education. Ac-
cording to the sources, most of the big-
ger companies and associations seem to 
be well equipped with distance teach-
ing facilities like video conferencing 
rooms and tools to record lectures, and 
most of them have LMS for the distri-
bution of material and communication. 
Many mention English as a popular 
online subject that is offered by private 
companies. The Life Long Learning 
Centre for the Public Sector, like many 
other lifelong learning centres, provides 
programmes for different groups of 
employees. However, this Centre only 
acts as a service provider for education. 
The Centre evaluates the need for edu-
cation and training, organizes new 
courses and programmes, and finds ex-
isting ones according to the need. The 
Centre has been offering distance pro-
grammes, but their experience is that 
many employees are not ready to be 
distance students, they are not used to 
studying autonomously and too much 
technology seems to scare away some 
of them (mainly persons over the age of 
35). For this reason, they have given up 
using their LMS system and are now 
offering more face-to-face teaching. 
There are nine learning centres around 
Iceland working in a similar way and 
offering distance students learning 
space where they can meet, learn and 
connect to the Internet. 

WhO	ArE	Our	FuturE	DIStAnCE	
StuDEntS?

When looking a few years ahead at dis-
tance education in Iceland, one can 
predict that there will be two groups of 
students: people born after 1980, re-
ferred to as the Net Generation (also 
called the Digital Generation, Genera-

tion Y, Multitasking Generation, Goog-
le Generation, Homo Zappiens) and 
people aged 35 years and older, called 
the older generation. The question aris-
es whether there is a difference between 
these two groups with regard to dis-
tance education? The Net Generation 
has grown up in an environment of 
computer technology, at least in the 
western world, and they are experi-
enced in using computer technology for 
communication and recreation (compu-
ter games). Moreover, they have experi-
ence in using online systems such as 
blogs, Skype, MySpace, Facebook and 
Wiki. They adapt easily to new possi-
bilities that appear every week or even 
every day, and start using them imme-
diately. They have positive attitudes to 
the use of technology in learning as vir-
tual information and communication 
(ICT) is a part of their life. The Net 
Generation is a challenge to the way 
we provide teaching and learning. In-
structors should be aware of their 
skills, experiences and positive atti-
tudes towards technology and make 
use of these aspects in their course de-
velopment and design. 

The older generation has spent most 
of their adult life chasing and adjusting 
to technology and new opportunities. 
Some are eager, some are not, and they 
often feel that they have seen it all only 
to realise there is a continuous need to 
adapt to new technology. Subsequently, 
questions arise, such as: ‘When do we 
stop bothering about new innova-
tions?’ or ‘Are we pleased and confi-
dent with the tools we have at the mo-
ment or do we still pursue new oppor-
tunities and new ideas?’.

Learning is a lifelong process and it 
is necessary for instructors to incorpo-
rate the new opportunities offered by 
technology into courses and pro-
grammes, especially considering the 
Net Generation. Many courses geared 
at adult education already incorporate 
sophisticated technology; however, in-
structors need to be aware of the differ-

ent experiences and attitudes these two 
generations have. A balance should be 
struck by applying the appropriate 
technological features and methods to 
distance courses that are offered to 
both of these groups.

tEAChErS	AnD	tEChnOLOgY

During the last decade, the focus has 
often been on technology and some 
teachers are always looking for better 
tools and are eager to try out new 
methods. The range of tools is almost 
endless, especially the Web 2.0 tools, 
and it can be frustrating for teachers to 
keep tabs on what is out there. Some 
teachers never seem to find technology 
that suits them, they always want to do 
things a little bit differently; however, 
some teachers are completely resistant 
to using technology in education at all. 
Many do not recognize the possibilities 
at hand. But distance teachers in partic-
ular must be open to the opportunities 
that are already there. My experience is 
that most teachers, even distance teach-
ers, use only a small proportion of 
what is available and they can do a 
good job without using it all. However, 
they need to search for new possibili-
ties and new methods in order to make 
further use of the technology they al-
ready have. Teachers need to be open-
minded and search for opportunities to 
increase the quality of technology sup-
ported learning, but at the same time 
they need to be exposed to good op-
portunities to updating their knowl-
edge.

The main characteristics of good dis-
tance learning courses are good sup-
port and active input from teachers/tu-
tors. Designers and developers of on-
line education have to take many issues 
into account when preparing new on-
line courses for lifelong learning pur-
poses. One of the most important is-
sues to be taken into account is the fact 
that many adult learners over the age 
of 35 belong to the older generation. 
The aim of the distance courses is also 
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an important issue that must be taken 
into account. We should embrace tech-
nology and try to adjust to new envi-
ronments, update teachers on a con-
stant basis and encourage critical 
thinking and creativity. Questions that 
instructors will be faced with include 
‘How do instructors prepare for future 
students of the adult education sector?’ 
and ‘Can instructors use technology as 
the main motivation tool for attracting 
lifelong learners?’.

Can we guess how technology will 
develop and what methods we should 
use to ensure good quality and best 
practice in education with technology 
on our side? From 1994 to 2004, the 
bandwidth went from 9.600 kb to 2 
MB and in 2008 as much as 16 MB is 
common. With this rate of develop-
ment, we will see bandwidth of 100 
MB in 2014. What can we do with 
such enormous bandwidth? Will it be 
Beam me up, student?
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Learning
for work and

for workplace.

Overt and covert
worlds of learning
and education

in the

Czech republic

Petr Novotný

Since 1989, the Czech Republic has experienced a process of 

radical social and economic change. The transformation of 

the totalitarian political and social structures and the state-

controlled national economy into a democratic society has 

led to a transformation of the whole domain of lifelong 

learning and adult education. 
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T he fact that this happened 
at the very peak of the 
transformation from indus-
trial society to knowledge 

society in Europe, and in a period of 
intensifying globalisation, has added to 
the complexity and difficulty of the 
transformation.

Like other economically advanced 
countries, the Czech Republic is facing 
challenges associated with becoming 
knowledge society and has reached a 
stage when ‘knowledge becomes the 
key factor of production’ (Potůček et 
al., 2003, 84), or, in other words, when 
‘cognitive and analytic elements in 
manufacturing processes add more val-
ue to the products than the manipula-
tion of the material itself’ (Skovsgaard, 
2006, 131). This economic transforma-
tion requires new approaches to em-
ployee training, but even more than 
that, it strengthens the importance of 
human resources at the cost of material 
and financial ones. Sustainable devel-
opment of human resources is not fea-
sible without lifelong learning for the 
workplace, while on the other hand 
learning in a vocational context is an 
important component and stimulus for 
lifelong learning.

If prosperity of the knowledge soci-
ety is a matter of human resources (i.e. 
abilities, knowledge, skills and atti-
tudes of the people) rather than mate-
rial resources, then, due to the dyna-
mism of this development, human re-
sources, among other things, cannot be 
perceived as a static category. In a 
world that is characterised by the as-
pects of the knowledge society, contin-
uous development and regeneration of 
human resources is essential. The prin-
cipal path leading to human resources 
development is naturally learning and 
education. This is also why specialized 
literature on human resources almost 
invariably embraces the concept of life-
long learning, even if different aspects 
of lifelong learning may be emphasized.

In a sense, the situation of the Czech 
Republic is exceptional, especially by 

virtue of its focus on industrial produc-
tion, a relatively large proportion of 
big companies (often with foreign capi-
tal participation) and a high concentra-
tion of ‘production and services with 
low demand for knowledge and a low 
level of technological sophistication’, as 
claimed by The Strategy of Lifelong 
Learning in the Czech Republic (Minis-
try of Education, Youth and Sports 
2007, 28). There are independent stud-
ies which go even further, stating that 
‘the economy of the Czech Republic . . . 
has been based on cheap but little qual-
ified work and inefficient use of ex-
haustible natural resources’ (Potůček et 
al., 2003, 84). 

There are, on the one hand, factors 
likely to be favourable to occupational 
adult education: the private sector is 
dominated by larger employers more 
ready to invest in education, or branch-
es of international companies that 
bring proven models to the Czech Re-
public (cf. Pol et al. 2006, 73). On the 
other hand, the Czech Republic is an 
economic environment with a major 
share of “old economy” (i.e. one based 
on industrial production with low add-
ed value). In consequence, there is a 
suppressed need to invest in human re-
sources. Both factors strengthen the 
role of company training within the 
field of vocational training of adults in 
the Czech Republic. 

In order to explore the whole area of 
learning for workplace, we must first 
go to the beginnings of the current era 
of adult education in the Czech Repub-
lic, which can be traced back to the 
revolutionary year of 1989. In the fol-
lowing, the rather uncontrolled devel-
opment in the 1990s is briefly summed 
up. Since the start of the new millenni-
um, the national system of adult educa-
tion has been marked by the first signs 
of order, partly thanks to the first re-
sults of convergent forces within the 
European Community, and partly to 
the legislative measures introduced by 
the government. This was also a time 

when new company training systems 
were stabilized. A period of new devel-
opment and a wider and “more liberal” 
concept of adult learning at work and 
in the workplace has emerged. This 
phenomenon can be considered under 
the umbrella of “workplace learning” 
although the Anglo-Saxon concept is 
not used in the Czech lands. 

thE	ImPACt	OF	thE	SOCIAL	AnD	
ECOnOmIC	trAnSFOrmAtIOn	
SInCE	1989

The change of the political and eco-
nomic system after 1989 unsettled the 
whole system of adult education and 
changed it dramatically in all respects. 
Education and training had to be depo-
liticized and the old structures did not 
always survive. Non-vocational adult 
education lost a significant portion of 
its infrastructure as politically ground-
ed adult education institutions closed 
down. The system of adult education 
had to be built on a new economic ba-
sis. This meant that there was, for in-
stance, a significant reduction in the ac-
tivities of schools at the secondary, 
post-secondary and tertiary levels of 
adult education due to a lack of financ-
es.

The economic transformation virtu-
ally destroyed the traditionally strong 
system of company training, which was 
perceived as an important component 
of the national economy in the era of 
communist political control. It more or 
less fell apart during the period of eco-
nomic restructuring: companies gave 
up, one by one, their in-house training 
centres as a part of the process of mak-
ing their operation more cost-efficient. 
People who had been involved in com-
pany training until then helped to set 
up new educational institutions and 
contributed to the development of the 
new institutional basis for adult educa-
tion, which was characterized – espe-
cially in the beginning – by considera-
ble imbalance between supply and de-
mand. The system of non-formal edu-
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cational institutions that arose from 
this chaos however proved to be sur-
prisingly flexible, able to respond to the 
needs of the society undergoing trans-
formation. They were able to offer new 
solutions to issues such as the increas-
ing demand for specialists in certain ar-
eas (mainly economy) or the growing 
demand for foreign language compe-
tencies. The opportunity to “purchase” 
education in the free market was quick-
ly accepted by individuals and compa-
nies, as well as state institutions. 

The principle that courses can be 
bought from private institutions was 
accepted among others by the Ministry 
of Labour and Social Affairs and these 
courses were utilised for the benefit of 
the system of requalification courses. 
The Czech Republic has thus become 
one of the countries which – apart 
from schools and exceptions such as 
civil servant or teacher training – do 
not provide educational services 
through their own educational institu-
tions. The state has attempted to set 
limits to the chaotic free education 
market by legislation – and failed. In 
the first half of the 1990s, the Ministry 
of Education prepared an Adult Educa-
tion Act but its efforts received a nega-
tive response from employers and other 
ministries. 

The current state of affairs in adult 
education in the Czech Republic has 
thus been defined by two key factors. 
The first is the establishment of an 
open market for adult education in the 
era of economic transformation since 
1989. Another factor is the hazy and 
slowly changing role of the institutions 
within the state system of education 
with respect to adult education. The 
role of the state in adult education in 
the 1990s was close to none.

thE	nEW	ErA	–	EurOPEAnIZAtIOn

It is evident that the whole field of 
adult education has undergone an im-
portant transformation since the turn 
of the century: adult education has be-

gun to be perceived as a part of lifelong 
learning in national documents as well 
as in specialized discourse. Drawing 
new strength from arguments presented 
in international documents issued as a 
part of convergent European policies 
and elsewhere (OECD, UNESCO), the 
state became deeply involved in efforts 
aimed at the promotion of lifelong 
learning. 

Since the spread of the concept of 
lifelong learning across documents of 
international institutions since the mid-
dle of the 1990s, lifelong learning has 
provided an axis to Czech educational 
policies and has become an important 
element in reports and programme doc-
uments in the Czech Republic after a 
short delay since the end of 1990s. 
Strategic documents such as the Na-
tional Programme for the Development 
of Education in the Czech Republic 
(Ministry of Education, Youth and 
Sports, 2001) and Human Resources in 
the Czech Republic (National Training 
Fund, 2003a) are in principal in agree-
ment with the Memorandum on Life-
long Learning and connected docu-
ments, and put substantial emphasis on 
learning motivation and guaranteeing 
quality in education. The last among 
the documents that paved the way to 
strengthening the role of lifelong learn-
ing was The Strategy of Lifelong 
Learning in the Czech Republic (Minis-
try of Education, Youth and Sports, 
2007). As for the area of adult voca-
tional education, this document calls 
for dealing with the following issues in 
a systematic way:

- low participation of adults in for-
mal education;
- insufficient use of the potential of 
non-formal education – few courses 
in which adults participate;
- not really functional requalification 
system;
- low participation of adults in in-
formal learning;
- relatively low educational expendi-
ture of  companies;

- fragmented interventions and 
flawed control of the system of vo-
cational training.
The significance European and 

Czech policy documents ascribe to 
adult vocational training, such as the 
role of adult education as a tool for so-
cial inclusion, is also evident in The 
Strategy of Lifelong Learning in the 
Czech Republic.

There has been a major shift for-
ward in legislation, too: selected issues 
of adult vocational training were ad-
dressed by the Educational Act of 
2004. And it was as late as in 2006 
that legislative bills on continuing edu-
cation were adopted through the Act 
on Verification and Validation of Re-
sults of Continuing Education. The Act 
reflects the need for integration of for-
mal and non-formal education and in-
formal learning based on horizontal 
and vertical mobility within the system, 
targeting primarily vocational educa-
tion of adults.

Today, there is a set of legislative 
Acts that partly cover adult vocational 
training in the Czech Republic. Howev-
er, no law deals with the system of 
adult education on a more general ba-
sis, including issues such as the distri-
bution of competencies, funding of 
adult education and related activities 
from the state budget, and so on. The 
picture of the Czech legislation is fur-
ther illustrated by the fact that the ex-
isting norms differ in terminology and 
concept definition, which leads to a 
certain confusion about the interpreta-
tion of these norms for both legal and 
professional purposes.

CAPACItY	OF	VOCAtIOnAL	
EDuCAtIOn	AnD	trAInIng	
SYStEmS

The basic prerequisite for functional 
adult vocational education and training 
is the existence of a sufficient capacity of 
the system of institutions that provide 
this kind of education and training or 
offer space for learning. They are educa-
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tional institutions of all kinds, from in-
stitutions of formal education, educa-
tional agencies and non-profit organiza-
tions to company education and train-
ing systems. What is positive about the 
system in the Czech Republic is that 
adult vocational education and training 
has firm roots – firstly in the sophisticat-
ed system of continuing vocational 
training and secondly in in-house train-
ing, the latter having a strong tradition 
in the Czech Republic.  

Czech schools of all levels can offer 
formal and non-formal education for 
the adult population, from whole study 
programmes to one-off examinations. 
Only a small proportion of schools (ap-
proximately 20 per cent) take advan-
tage of this opportunity. The number of 
private institutions, agencies and com-
panies providing education and train-
ing in the Czech Republic is estimated 
at 3,000, but some of them refer to the 
services they provide as counselling or 
consultancy rather than education and 
training. Some of these agencies have 
acquired accreditation for their educa-
tional activities from relevant ministries 
while others have not and do not wish 
to do so since there is no need for it in 
their sector of the educational market. 
One negative aspect of the big number 
of education and training providers is 
that most of the institutions, agencies 
and companies are very small and offer 
only a limited range of services – 45 
per cent offer up to five courses (Na-
tional Training Fund 2003a, 102). 
These structures can hardly cope with 
support activities such as the identifica-
tion and analysis of educational needs, 
information services and counselling, 
accreditation, etc. The existing institu-
tional basis offers a relatively wide 
range of opportunities in adult educa-
tion. Zounek et al. (2006) estimate that 
there are overall nearly 40,000 educa-
tional and training activities offered in 
the adult education market in the 
Czech Republic. They also say that al-
though information on the education 

on offer is widely available thanks to 
computer technologies, it is not easy 
for potential participants to browse 
and select courses in an informed way 
as there is no comprehensive database 
of courses and much of the information 
is incomplete, or missing altogether, 
such as assessments of the quality of 
the educational contents.

Another important group of actors 
in adult vocational education and 
training are employers. Research shows 
that in 2005, sixty-one per cent of 
companies provided continuing educa-
tion for their employees (Czech Statisti-
cal Office, 2008, 10). Companies use a 
combination of internal and external 
providers and there seems to be a trend 
towards strengthening internal control 
of company education and training. 
According to surveys, over 80 per cent 
of companies in the Czech Republic co-
operate with a private institution in the 
area of education and training and 
most companies (60 per cent) ‘opt pref-
erentially for offering their employees 
training by external providers’, while 
only 30 per cent of this education and 
training is covered by their own human 
resources departments (National Train-
ing Fund, 2003b). Only 9 per cent of 
companies have their own training cen-
tre or share one with someone else 
(Czech Statistical Office, 2008). These 
data clearly show that company educa-
tion and training in the Czech Republic 
is dominated by outsourcing. These 
findings are however in contrast with 
the fact that the share of working time 
taken up by training is higher for edu-
cation and training provided by inter-
nal systems: fifty-six per cent of work-
ing time as opposed to 44 per cent of 
working time for outsourced company 
training (Czech Statistical Office, 2008, 
8). This paradox is nevertheless easy to 
explain by the different temporal 
frames of educational activities – com-
pany education and training is likely to 
involve more time.

It can thus be said that the Czech 
Republic has an extensive and dynamic 
vocational education market which can 
satisfy most of the demand. Neverthe-
less, existing studies show that adult 
vocational education and training is 
distributed very unevenly, varying de-
pending on the occupational segment 
and organization size. Significant dif-
ferences in the share on education and 
training are repeatedly found among 
the economically active population de-
pending on their level of education and 
work position. Participation in adult 
vocational education and training is 
strongly conditioned by specific indi-
vidual characteristics, which are related 
to the individual’s job position and so-
cial status.

thE	hIDDEn	WOrLD	OF	
WOrKPLACE	LEArnIng

The situation as described above gives 
an overall picture of the field of learn-
ing for workplace. There is however 
much more to what is happening in 
workplaces, which consist of a com-
plexity of interests. The goal of the in-
dividual is to maintain and refresh their 
qualifications in order to ensure contin-
ued employment with their current em-
ployer. It is also legitimate for individu-
als to aspire to acquiring knowledge 
and skills that enable them to switch to 
another employer. Concern over em-
ployee learning on the part of the com-
pany or organization is underlain by 
the need to adjust the employee to the 
needs of the company and to increase 
work productivity. The human resourc-
es perspective can, for instance, be di-
vided on the basis of interests of those 
who have a stake in the operation of 
the company and those who have a 
stake in the company performance. Or-
ganizations and companies thus typi-
cally harmonize the interests of differ-
ent groups of stakeholders. This also 
concerns learning, education and train-
ing for workplace.
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Unfortunately, processes in the 
workplace have not been sufficiently 
covered by Czech theoretical discourse, 
and the empirical evidence is even 
scarcer. These issues are beyond the 
concern of the important national insti-
tutions dealing with issues of lifelong 
learning and human resources develop-
ment and they are not covered in any 
significant way in important studies or 
programme documents. Only one 
study, Continuing Vocational Educa-
tion of Employed Persons (Czech Sta-
tistical Office, 2008), considered com-
pany employees’ attitudes to develop-
ment in connection with the workplace 
in a systematic way (job rotation, par-
ticipation in training groups or quality 
groups, self-study etc.). These scarce 
data allows us to say that the impor-
tance of these approaches is strengthen-
ing and they are starting to be per-
ceived as full-fledged components of 
adult vocational education and train-
ing. However, information on these 
trends must be sought from other 
sources than those mentioned above.

Attempts to explore the situation of 
workplace learning in the Czech Re-
public have been made by Pol et al. 
(2006), Novotný (2008) and Šimberová 
(2008) using sources (mainly journals, 
online sources, and volumes of work-
shop and conference proceedings) that 
target managers and human resources 
managers. The discourse in these sourc-
es concentrates on presenting the vari-
ous options for perceiving human re-
sources development from other per-
spectives that that of mainstream com-
pany education and training outside 
the workplace. On the one hand, man-
agerial discussions tend to focus on 
programmatic and norm-setting state-
ments. But on the other hand, the need 
to support these statements by exam-
ples of good practice and benefits of 
multiple forms of workplace learning 
in successful business is felt, too.

The picture of workplace learning 
based on what can be found in these 

sources somewhat differs from that 
based on statistics and more general re-
search findings. Workplace learning is 
an extremely promising tool for sup-
porting organizational innovation and 
change, and it is one of the prerequi-
sites for innovation and transformation 
strategies as well as a tool for support-
ing the flexibility and adaptability of 
both employees and company struc-
tures. Learning organization is the ideal 
and workplace learning is a part of it. 
This is why workplace learning has to 
be supported, using methods such as 
counselling, couching, mentoring, su-
pervision, field assistance, action plan-
ning and action learning as well as on-
line learning, and so on. These process-
es have been changing work content 
for managerial staff and increasing the 
responsibility of HR managers as far as 
management of learning for workplace 
is concerned. Workplace learning thus 
seems to be increasingly perceived and 
discussed, especially from the manage-
rial perspective. It is however hard to 
overlook the fact that the extent to 
which issues of workplace learning are 
covered by current research in the 
Czech Republic is very limited.

Firstly, an overwhelming majority of 
sources covering workplace learning is 
devoted to presentation of methods of 
implementation and management of 
learning processes (usually in the con-
text of company policies and involving 
the employee in company operation). 
Evidence on stimulating learning proc-
esses as such, whether creating environ-
ment for safe learning or making learn-
ing one of the conditions of career de-
velopment or integrating it into the sys-
tem of company benefits, is much 
scarcer. What is however most alarm-
ing is that there is hardly any empirical 
evidence on the evaluation, verification 
or certification of workplace learning 
outputs. Only when we can see that 
these three processes (learning manage-
ment, learning motivation, learning 
evaluation) are covered, the concept of 

workplace learning can be regarded as 
firmly grounded in Czech reality.

Another fact to be considered is that 
optimistic reports regarding the benefits 
of workplace learning may tend to ex-
press the attitude of a minority of pro-
gressive innovation companies where 
HR development is more or less a natu-
ral priority. Companies operating in 
less dynamic fields tend to use learning, 
education and training of employees 
mainly as a tool for increasing their 
performance. In the operations man-
agement of such companies, innova-
tions, work organization and HRD are 
in reality competing priorities.

COnCLuSIOnS	

Adult vocational training is a very im-
portant, quantitatively growing compo-
nent of lifelong learning. The occupa-
tional and vocational context is a key 
factor determining the motivation for 
and participation in adult education in 
the Czech Republic. It is unfortunately 
the case that the written discussion on 
these issues often suffers from a lack of 
information, which limits the potential 
for interpretation. Much important in-
formation is missing, such as informa-
tion on the nature and amount of in-
vested resources. The areas of work-
place learning and self-education in a 
vocational context have hardly been 
covered in studies.

Analysis of relevant documents, 
publically available statistical data as 
well as findings of an empirical study 
undertaken by the author and his col-
leagues demonstrate the existing ten-
sions and paradoxes in the field of 
adult vocational training. Some ten-
sions are obviously generated at the 
level of educational policies of the 
Czech Republic, where problems in the 
system are dealt with slowly and some-
times in a rather random fashion de-
pending on EU policies or potential fi-
nancing possibilities. 

How functional the very flexible but 
hard-to-survey market for adult voca-
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tional education and training is, re-
mains an open issue. It is not clear to 
which extent the education on offer ad-
dresses the needs of individuals, organi-
zations and the state. The degree to 
which the needs of the potential clients 
and the offer by educational institu-
tions coincide is not well documented 
and only rarely are these records based 
on comprehensive evaluation of educa-
tional needs of individuals, organiza-
tions or companies, and social and eco-
nomic trends. 

The unresolved questions concerning 
legislation and guaranteeing a function-
al system of adult vocational training 
are still numerous. As soon as these is-
sues are resolved, potential support to 
adult vocational education and training 
is more likely to lead to desirable and 
recognizable short-term, medium-term 
and long-term effects for individuals, 
organizations and the state.
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motivations and
barriers

in adult 
education
in the Czech republic.

do we learn throughout 
our lives?

Milada Rabušicová and Ladislav Rabušic

A mere 9 per cent of Czech adults enter formal 

education and approximately one third of the 

population participate in non-formal education. A 

survey undertaken in the Czech Republic in spring 

2005 found out which internal and external barriers 

individuals have to adult education.
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L ifelong learning and adult 
education as its part are 
becoming key factors for 
success in current advanced 

societies, which are characterized by 
dynamic development, increasingly 
complex social structures and growing 
life expectancy; lifelong education is 
considered an element that potentiates 
economic development, supports 
employment, contributes to democrati-
sation and enhances social cohesion. 
Discussions about the purpose of life-
long education emphasize different 
aspects, two of which are mentioned 
most frequently. According to Ruben-
son (2001), the first aspect is the con-
cept of active citizenship, which 
includes the ability to participate in all 
areas of social and economic life, the 
right to participate in decision-making 
and belonging to the society in which 
one lives. The other aspect is economic, 
relating to international competition 
and employability. Considering the cen-
tral role lifelong learning plays in the 
lives of individuals, communities and 
societies, the readiness of adults to 
enter education is crucial. 

It is therefore a fundamental ques-
tion to which extent adults are ready to 
continue with their education even long 
after they have graduated from formal 
educational institutions and entered 
other stages in their lives. If adult edu-
cation is to be implemented, adults not 
only have to have an opportunity to 
improve their education, but there 
must be a system of – both formal and 
non-formal – educational opportunities 
available. However, adults also have to 
care about further education.

The system of modern adult educa-
tion in the Czech Republic has been in 
its infancy and it has not been explored 
in terms of research. This is why we 
carried out a thorough sociological sur-
vey on a representative sample of 1,418 
Czech adults aged 20–65 in the spring 
of 2005 to obtain some basic data 
about adult education in the Czech Re-

public. Our findings (see e.g. 
Rabušicová & Rabušic, 2006) show 
that (1) participation in formal adult 
education in the Czech Republic has 
been very low: a mere 9 per cent of 
adults return to the system of formal 
education after they have completed 
their formal education and left the sys-
tem; (2) a mere 12 per cent of adult re-
spondents (excluding students) intend-
ed to go back to school in the near fu-
ture to get another, or a higher diplo-
ma; those who did intend to do so 
tended to be younger and better edu-
cated; (3) thirty-four per cent of re-
spondents participated in a course of 
non-formal education during the 12 
months preceding the survey; (4) thirty-
six per cent of respondents expressed 
an intention to participate in a course 
of non-formal education in the next 12 
months; they were mostly those who 
had participated in a course during the 
previous 12 months (the correlation be-
tween past participation and the inten-
tion to participate in the near future 
was 0.61. On a scale from 0-1 this 
means that past participation is a 
strong factor influencing future partici-
pation).

Our study on adult education in the 
Czech Republic was subtitled ‘Who 
participate in it and why’ and it is time 
to start analyzing the circumstances in-
fluencing non-participation in adult ed-
ucation. We first consider who does not 
participate in formal education in adult 
age, whether Czech adults plan to add 
up to their formal education and why 
they have these plans or what prevents 
them from having such plans. In the 
second part of the paper barriers to 
non-formal education are discussed. 

nOn-PArtICIPAtIOn	OF	CZECh	
ADuLtS	In	FOrmAL	EDuCAtIOn	

We have shown elsewhere (Rabušicová 
& Rabušic, 2006) that obtaining their 
diplomas, Czechs follow a traditional 
model, which means that they complete 
an uninterrupted educational path at a 

young age. They mostly give up any 
further studies when they receive their 
diploma. Only a few (9 per cent) go 
back to school after some time – these 
are mostly people with grammar school 
or university diplomas.

The main impetus for continuing 
with formal studies in these cases is the 
desire to improve the range of occupa-
tional opportunities available (53 per 
cent of those who went on to study af-
ter a delay). For 21 per cent of the re-
spondents personal development was 
the reason for continuing with formal 
education while 18 per cent of re-
spondents re-entered formal education 
on the request of their employer. Other 
reasons were negligible. All in all, 
work-related reasons represented a full 
71 per cent of reasons behind decisions 
to go on with studies. We may thus 
conclude that formal education of 
adults in the Czech Republic is driven 
especially by work-related reasons.

Why had Czech respondents not 
achieved a higher level of education? 
Their answers to this question reveal 
an interesting fact. Twenty-eight per 
cent of respondents claimed that they 
did not go on with their studies since 
they had achieved a sufficient level of 
education. This is not too many. Does 
this indicate that as many as 72 per 
cent of respondents had not achieved 
the level of education they had wanted 
or expected to achieve? Should this be 
so, why did only 9 per cent go back to 
study after a delay? Unfortunately, our 
data do not provide the answer, but the 
reasons listed in Table 1 show that ap-
proximately 14 per cent did not go on 
because they disliked school or were 
not successful at school. About 23 per 
cent did not go on to study further be-
cause they wanted to start working. 
The expectation that education would 
be low on the scale of priorities of 
these respondents was confirmed: they 
often did not regard education as very 
important for success in life. Sixteen 
per cent of respondents could not go 
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Reasons %
I had reached a sufficient level of education 27.5
I wanted to get a job 22.9
I had to start working (for financial reasons) 16.3
Family reasons   7.4
I did not like school   7.0
I was not successful at school   6.5
I did not succeed getting to a school of my 
choice

  5.4

Other reasons   3.2
I went to serve in the army   2.9
Health reasons   1.1

table 1. Reasons for not continuing with 
formal education

Note: People currently studying were excluded from the analysis.

on with their studies for financial rea-
sons1 – they were mostly elderly re-
spondents over the age of 50; this rea-
son was only rarely given by younger 
respondents. It may perhaps be regard-
ed as a positive finding that only 5 per 
cent of the respondents did not contin-
ue because they were not able to enrol 
to the school of their choice.

The extent to which the adult popu-
lation is characterized by a desire for 
further education is an important as-
pect of a knowledge society. As far as 
formal education is concerned, this de-
sire has not been too great in the Czech 
Republic. When asked whether they in-
tend to start studies in the near future, 
as many as 88 per cent of respondents 
said that they had not planned to study 
further. To find out something about 
these respondents, we applied the 
method of binary logistic regression, 
which, similarly to standard regression 
analysis, measures the effect of an inde-
pendent variable to a dependent varia-
ble while the effects of other independ-
ent variables affecting the calculation 
are controlled. 

In logistic regression model we com-
pared respondents who belong to one 
group (e.g. those aged 60–65 who par-

intend not
to study

odds 
ratios

total 88	% X

gender
male 90	% 0.00	(ref.)

Female 90	% 0.99	n.s.

Level of education
Below	secondary 95	% 0.00	(ref.)
Vocational 93	% 0.87	n.s.
Secondary	completed 85	% 0.43*			
tertiary 83	% 0.18	**

Age groups
20–29 74	% 0.00	(ref.)
30–39 85	% 1.82	*	
40–49 92	% 3.90	**
50–59 96	% 7.59	**
60-65 99	% 22.40	**

occupation
Employee 88	% 0.00	(ref.)
Self-employed 90	% 1.11	n.s.
unemployed 82	% 0.57	n.s.
retired 98	% 1.72	n.s.
Parental	leave 81	% 1.20	n.s.

municipality size
									–	4.9	thousand 95	% 0.00	(ref.)
			5.0	–	19.9	thousand 86	% 0.41	**
	20.0	–	99.9	thousand 86	% 0.32	**
100.0	+	thousand 89	% 0.59	n.s.

importance of education
Low	importance 91	% 0.00	(ref.)
high	importance 88	% 0.84	n.s.

income
Low	(below	average) 91	% 1.15	n.s.
medium	(at	the	average) 88	% 2.06	n.s
higher	(above	average) 91	% 1.33	n.s.
high	(much	above	average) 86	% 0.84	n.s.

Constant X 8.24	**

table 2. intention not to study in the near 
future in an institution of formal education 

Adjusted odds ratios. Note: ‘n.s.’ = not significant; * p < 0.05; ** 
p < 0.01 = statistically significant. Model variables explain 25 
per cent of the participation in formal education (Nagelkerke R 
square = 0.25) which is not very much. Therefore, there are also 
other characteristics that affect the participation in formal 
education.
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ticipate in adult education) with a spe-
cific reference group (e.g. those aged 
20–29) indicated as ‘(ref.)’ in Table 2. 
Differences between the groups are ex-
pressed by an odds ratio which, in this 
example, is the ratio of the probability 
of participation by the oldest age group 
to that of the youngest group. An odds 
ratio of 1 represents equal odds be-
tween respondents to participate, or 
not to participate in adult education. 
Coefficients with values below 1 indi-
cate less chance of participating in edu-
cation, whereas coefficients greater 
than 1 represent an increased chance – 
however, only statistically significant 
results are taken into consideration and 
are interpreted. Adjusted odds ratios 
are controlled for difference in varia-
bles included in the model. In our case 
those variables are gender, education, 
occupation, municipality size, income 
and value of education. The calcula-
tions are presented in Table 2. 

The table shows that intentions to 
participate in further formal education 
do not vary according to gender – the 
odds ratios are not significantly differ-
ent. The likelihood for people with 
high-school diplomas not to intend to 
study in the near future was 57 per 
cent lower2 than for people with basic 
education and it was 82 per cent lower 
among university-educated people. Put 
in other words, the reluctance to im-
prove one’s education decreases with 
higher education. An age gradient is ev-
ident, too. With growing age, the odds 
that people will not want to go on 
studying increase significantly. While 
this probability is 1.82 times higher in 
the 30–39 age group in comparison 
with the youngest age category (20–
29), it is 22.4 times higher for seniors 
aged 60–65. Type of occupation plays 
no role in refraining from studies. The 
likelihood for not intending to study 
grows as the size of the respondent’s 
municipality grows, but the place of 
residence in a city plays no additional 
role. The importance attributed by re-

spondents to education for success in 
life does not play any role either. No 
other type of analysis confirmed the as-
sumption that respondents’ achieved 
level of education influences the impor-
tance they ascribe to education as a 
tool of success in life and that it influ-
ences their intentions of further study.

All in all, it may be said that the an-
swers of our respondents show that po-
tential participants of formal adult edu-
cation in the Czech Republic include 
especially young people with a high 
level of education. All others experi-
ence some barriers to further studies. It 
seems that the principal barrier is the 
adults’ attitude towards further educa-
tion: there is nothing that would signif-
icantly motivate Czech adults to change 
their way of life and go back to school. 

Such conclusion is supported by 
some indicators documented in our re-
search. We found that among economi-
cally active respondents, 94 per cent re-
gard their skills as sufficient for their 
work (44 per cent ‘definitely yes’, 50 
per cent ‘rather yes’). Only 6 per cent 
see their skills as insufficient in this re-
spect. What do these numbers tell us? 
If almost everybody in the Czech Re-
public is satisfied with their level of 
skills, why should they bother increas-
ing their level of education? Similarly, 
when asked how their occupational sit-
uation would have changed had they 
improved their level of education, a 
mere 13 per cent of economically active 
respondents replied it would have defi-
nitely changed and 18 per cent believed 
it would have probably changed. As 
many as 69 per cent of the respondents 
thought that an increased level of edu-
cation would make no difference at 
their work (this opinion was shared by 
as many as 80 per cent of entrepre-
neurs). To complete the picture, 92 per 
cent of respondents believed that they 
were at little or medium risk of losing 
their job or business. This is a very pos-
itive finding, but on the other hand, 
such relative job security may further 

contribute to the petrification of the in-
dividual’s level of education. All these 
findings indicate that the Czechs per-
ceive the Czech labour market as some-
thing that does not value education im-
provement in any major way. Such an 
attitude has to be regarded as another 
major barrier to participation in formal 
adult education. It is actually a distort-
ed perception – Czech labour market 
statistics reveal that the level of educa-
tion is strongly correlated with unem-
ployment (the lower the education, the 
higher chances to be unemployed or 
long-term unemployed).

Summarizing Czech “barriers” to 
formal education, we can make a list of 
the following phenomena that de-moti-
vate Czech adults from participating in 
formal education: 

• acceptance of the traditional mod-
el of education, which implies con-
tinuous education at a young age;
• individual conviction of possessing 
sufficient knowledge and skills for 
the work position (analogous to 
findings about functional literacy 
when people regard their literacy 
skills as sufficient, too);
• little interest in personal develop-
ment through formal education;
• de-motivating school experiences 
(‘I was not successful at school’ and 
‘I did not like school’); 
• increasing one’s level of education 
is not necessary for improving one’s 
position at work;
• increasing one’s level of education 
is not necessary for keeping one’s 
job;
• studying is not necessary for ob-
taining a job.

BArrIErS	tO	PArtICIPAtIOn	In	
nOn-FOrmAL	EDuCAtIOn

Our representative survey of adult edu-
cation carried out in the spring of 2005 
found that 34 per cent of the respond-
ents had participated in some kind of 
non-formal education over the past 12 
months. It has to be noted, however, 
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that although the figures are relatively 
low, they are not too bad when com-
pared with the situation e. g. in Cana-
da (where 28 per cent participated in 
non-formal educational activities in 
1997), but lags behind the situation in 
Finland (54 per cent in 2000) and the 
USA (46 per cent in 2001). Thirty-six 
per cent of the Czech respondents were 
planning to participate in non-formal 
education in the next 12 months. In the 

dividual level, people who do not sup-
plement and innovate their knowledge 
and skills are exposed to a greater risk 
of unemployment, poverty and exclu-
sion. At the societal level, only continu-
ous improvement of human resources 
contributes to a successful position in 
the global economic markets. The 
Czech reality, however, does not meet 
these ideas at present.

From the opposite point of view, 
two thirds of Czech adults did not par-
ticipate in courses of adult education 
and a group of approximately the same 
size did not intend to do so in the near 
future. The basic characteristics of this 
two-third majority are shown in Table 
3. It was mostly people with lower edu-
cation, elderly people, blue-collar 
workers, retired people, unemployed 
people and people on parental leave 
who did not participate (or intend to 
participate) in adult education courses. 
People who ascribe a great value to ed-
ucation participated in these courses 
somewhat more often – but it is espe-
cially those who have achieved a high 
level of education that also value the 
education.

We originally assumed a connection 
between whether respondents regard 
their knowledge and skills as adequate 
or sufficient for work in their current 
position and whether they had partici-
pated in a course of training or intend-
ed to participate in courses of non-for-
mal adult education. As the rather uni-
form responses expressed a great deal 
of self-satisfaction (see above), the hy-
pothesis did not prove to be correct; 
coefficients of association were close to 
zero. 

We also expected that there would 
be a connection between the feeling 
that respondent’s situation at work 
would change if they improved their 
level of education and participation or 
intended to participate in courses. 
Here, too, our assumption proved in-
correct; coefficients of association were 
low (–.07 and –.09). Therefore, what 

table 3. overall non-participation in non-formal 
education over the past 12 months and intention not 
to participate in such activities in the next 12 months 
(in %)  

non-participation
in	AE	

Intention
not	to	participate

total 66 64
gender
male 66 66
Female 66 63
Level of education
Below	secondary 88 88
Vocational 77 71
Secondary	completed 51 51
tertiary 32 34
Age groups
20–29 58 53
30–39 57 52
40–49 61 61
50–59 68 68
60–65 88 87
occupation
Employee 53 55
unemployed 81 69
retired 93 88
Parental	leave 75 69
Job status
Blue	collar,	unqualified 73 71
Blue	collar,	qualified 69 71
Clerical,	sales,	service 47 43
Professional,	managerial 23 36
Self-employed 63 66
importance of education
Low	importance 69 67
high	importance 57 54

context of the learning society, the data 
are, in our view, not very satisfactory, 
mainly for two reasons: (1) firstly be-
cause Czech programme documents on 
education repeatedly stress the role of 
lifelong learning and promise full sup-
port for its development, which does 
not correspond with the reality; and (2) 
secondly because adult education is be-
coming crucial for the development of 
both individuals and societies. At an in-
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more often by unemployed people, re-
tired people (disabled people most fre-
quently among them) and people on 
parental leave; it was chosen signifi-
cantly more often by women than 
men; and all in all, the barrier strongly 
correlated with subjective financial sit-
uation – the worse it was, the more of-
ten respondents chose this barrier (in-
tensity of such correlation is indicated 
by coefficients of association – the 
closer it is to 1, the more intensive the 
relation between the variables is. In 
our case the association measured by 
Spearman’s ordinal coefficient was 0.44 
which, in a social world, is a rather 
strong one). Another strong situational 
barrier was the statement ‘I am too 
busy at work’ (48 per cent). We record-
ed it especially with entrepreneurs, re-
tired people who still work, fully em-
ployed people and people on maternal 
leave, and more frequently among men 
than among women.

was said about participation in formal 
education holds true for participation 
in non-formal education, too. The eco-
nomically active respondents were 
quite self-confident – their belief that 
their knowledge and skills are sufficient 
for their occupational position natural-
ly does not motivate them to partici-
pate in further education. The subjec-
tive perception of the working environ-
ment and oneself as part of it is very 
positive among Czechs and is not a fac-
tor which would create pressure for 
qualification enhancement, or for par-
ticipation in adult education.

Is occupational environment the on-
ly factor that fails to motivate for fur-
ther education? Why are people who 
are not economically active, such as 
senior people, people on maternal 
leave, people not going to work or 
handicapped people so immune to fur-
ther education? Which barriers or ob-
stacles3 do Czech adults mention when 

explaining their non-participation in 
non-formal education? According to 
Cross (1981), perceived barriers to ed-
ucation may be divided into 3 groups: 
(a) situational barriers following from 
the individual’s situation at the time 
(e.g. lack of money, lack of time, poor 
transportation to the place of educa-
tion); (b) institutional barriers (e.g. bad 
timetable, lack of adequate pro-
grammes); (c) dispositional barriers 
concerning attitudes and self-image of 
the individual as a learner or student 
(e.g. ‘I am too old to learn’, ‘I am tired 
of school’, ‘I do not have enough confi-
dence’).

The results of the survey on the bar-
riers in non-formal education are pre-
sented in Table 4. As far as situational 
barriers to participation in non-formal 
education are concerned, the most fre-
quently selected reason was ‘I have not 
got enough funds at the moment’ (53 
per cent of respondents). It was selected 

table 4. Barriers to participation in non-formal education 

The question was: Disregarding whether you have participated in adult education or not, specify with each of 
the potential reasons how great a barrier each of them can be (or is) to your participation in educational 
courses. Express your opinion by agreeing or disagreeing with the reason offered. Answers “Agree” and 
”Rather agree” were combined, as were “Rather disagree” and “Disagree”. Note: People currently studying 
were excluded from the analysis.

Barrier Agree 
(%)

situational barriers
I	have	not	got	enough	funds	at	the	moment.	 53
I	am	too	busy	at	work. 48
I	have	many	hobbies	and	therefore	no	time	for	further	educational	activities.	 39
I	have	no	time	for	further	education	because	I	have	to	take	care	of	my	children/family.	 33
I	cannot	participate	for	health	reasons.	 17
institutional barriers
there	is	not	enough	information	available	on	suitable	courses. 31
there	are	not	enough	courses.		 28
the	quality	of	the	courses	is	relatively	low.	 24
dispositional barriers
there	is	no	point	for	me	participating	in	courses	or	training.	 49
I	fear	I	would	not	manage.	 36
I	think	I	am	not	educated	enough	to	participate	in	further	education.	 32
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As far as institutional barriers are 
concerned, all those offered were se-
lected relatively rarely and thus do not 
seem to play a major role. Among dis-
positional barriers it was the item 
‘There is no point for me to participate 
in courses or training’ that was selected 
most often (49 per cent), mainly by re-
tired people and also – quite surprising-
ly – by unemployed people and by peo-
ple with lowest levels of education.

Considering all the responses, finan-
cial reasons played the strongest role 
among the expressed set of potential 
barriers. Financial reasons were, quite 
naturally, often mentioned by persons 
with lower income and dominated 
among respondents whose income is 
less than approximately two-thirds of 
the average gross income in the Czech 
Republic. Low income does not, how-

ever, need to discriminate potential par-
ticipants, especially if they intend to 
participate in courses connected to ca-
reer development. Respondents who 
had recently participated in non-formal 
education said that their employer (59 
per cent), the state (9 per cent), trade 
unions (3 per cent) or someone else (5 
per cent) had paid for the courses or 
contributed towards the cost, with sev-
eral donors contributing in some cases. 
Willingness of employers to reimburse 
fees paid for education seems to en-
hance interest to participate in adult 
education courses. Employers’ support 
for education is an important incentive: 
it turned out that 47 per cent of re-
spondents who had recently participat-
ed in adult education participated in 
the course in response to their employ-
er’s recommendation, which is the sec-

ond most important reason after one’s 
own decision (60 per cent of respond-
ents). Financial grants and support to 
participation in courses seem to be one 
of the ways (though not the only one) 
that can stimulate participation of 
those employed adults who are most 
frequently put off by the (perceived) 
cost of education, i.e. blue-collar work-
ers and unqualified labour force.

As further analysis has shown, re-
spondents’ previous experience of an 
educational course influenced their per-
ceptions of barriers. The introduction 
of this criterion brings new light to the 
perceptions of barriers to education 
(see Figure 1).

The reason for non-participation 
most frequently (by 65 per cent of re-
spondents) mentioned among those 
who had not participated in any course 
during the previous 12 months was 
that there was no point for them to 
participate in educational activities. 
The reason was given by only 16 per 
cent of those who had participated in a 
course in the 12 months preceding the 
survey. The second most frequent rea-
son given by non-participating re-
spondents was lack of money (58 per 
cent; the figure was 40 per cent among 
participating respondents). The third 
reason given most often was being to 
busy at work (48 per cent). Among re-
spondents who had participated in a 
course during the previous 12 months 
the strongest barrier was busyness at 
work, the second was the lack of mon-
ey and the third one was lack of time 
due to numerous hobbies (28 per cent).

We thus see that perception of the 
world of non-formal education in the 
adult population differs depending on 
the extent to which the person has had 
experience of this kind of education. 
Those who did not have previous expe-
rience chose an average 4 barriers out 
of 11. (A battery of 11 items describing 
the individual barriers was used to cre-
ate a summary index whose value was 
0-11. The higher the value of the index 

figure 1. Barriers to participation in non-formal adult 
education in the preceding 12 months
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for an individual respondent, the more 
barriers s/he chose.) On the other hand, 
those who had participated in educa-
tion in the 12 months preceding the 
survey chose an average 2.5 barriers. 
The difference between these two mean 
values is highly significant. The differ-
ent perceptions of these two groups is 
best illustrated by their responses to the 
statement that there is no point for the 
respondent to participate in further ed-
ucation (see Figure 1).

Our research has confirmed the pre-
viously established fact that it is vital 
for the further education of adults that 
a person takes part in this kind of edu-
cation at least once. Previous participa-
tion increases the likelihood of future 
participation and reduces the number 
of perceived barriers to non-formal ed-
ucational activities.

The data suggest a relatively clear 
connection between the perceived bar-
riers and the intention to participate in 

non-formal education within the next 
12 months and to which extent they 
can hinder the intention to participate 
in adult education courses. The greater 
the number of barriers a person has se-
lected, the lower the chances that s/he 
will participate in this kind of educa-
tion in the future (the strength of this 
association was  0.31– such magnitude 
is regarded in social science as a strong 
one). Connections between individual 
barriers and the intention not to partic-
ipate are shown in Figure 2.

It turns out that the strongest barrier 
(indicated by the strongest correlation) 
to intended participation in educational 
courses in the near future is the disposi-
tional barrier represented by the state-
ment ‘There is no point for me to par-
ticipate in courses or training’ (correla-
tion 0.54). Ninety-three per cent of 
those who agreed with this statement 
did not intend to participate in any 
course of non-formal education in the 
next year. This finding is easy to inter-
pret in the context of our results and it 
is consistent with our previous findings. 
Education in adult age has simply not 
been part of the lives of Czech adults; 
people do not regard this activity as 
important.

The next two relatively strong barri-
ers to the intention to participate in 
adult education are also dispositional 
barriers: ‘I fear I would not manage’ 
(correlation 0.34) and ‘I think I am not 
educated enough to participate in fur-
ther education’ (correlation 0.32). The 
fear of going back to school due to 
one’s insufficient knowledge or skills is 
an important educational finding, 
which could be a challenge to adult ed-
ucators. The finding seems to indicate 
that courses of adult education could 
be – didactically speaking – organized 
in an entirely different way from what 
adults were used to in their school age 
– and this should also be advertised. 

Interestingly, although the financial 
barrier was most frequently the reason 
that prevented participation, it was a 

figure 2. individual barriers and the intention not to 
participate in education

Association between the degree of agreement with barriers to participation in 
educational courses and intention not to participate in courses in the next 12 months 
(measured by Spearman’s not ordinal coefficients).

Note: Respondents currently participating in formal education were excluded.
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relatively unimportant factor in the in-
tentions to participate in educational 
activity in the next 12 months. Courses 
that people regard as especially impor-
tant for their personal development are 
usually available even to low-income 
groups of the population (11 per cent 
of respondents even had experience 
with courses offered free of charge) and 
to adults in difficult life situations (un-
employment etc.). 

COnCLuSIOnS

We have analysed the barriers to adult 
education in the Czech Republic, fol-
lowing our former findings 
(Rabušicová & Rabušic, 2006) suggest-
ing who participates in adult education 
and who does not. These findings 
showed that only 9 per cent of adults 
in the Czech Republic went back to 
school (12 per cent intended to do this 
in the near future). We also know that 
34 per cent of adults participated in 
non-formal education within the 12 
months preceding the survey and 36 
per cent of adults planned to do so in 
the next year. Also, the basic character-
istics of the participants (including the 
potential participants) in formal and 
non-formal education are a relatively 
young age and a relatively high level of 
education.

It was therefore logical to ask why 
do 91 per cent and 66 per cent of peo-
ple not take part in formal and non-
formal education respectively.

We found several types of psycho-
logical barriers to formal education, 
and especially the perception towards 
the Czech labour market should be em-
phasized. The Czechs tend to perceive 
their education as an unimportant fac-
tor for their participation in the labour 
market. They think that ‘It does not 
matter whether you improve your edu-
cation or not, your working position 
(and your employment) is going to be 
the same anyway.’ Other barriers are 
important with respect to personal de-
velopment and, more generally, to so-

cial and civic involvement. They 
amount to preference for the tradition-
al model of education, contentedness 
with one’s knowledge and skills, little 
interest in self-development through 
education and not very positive experi-
ence from one’s school age. The ques-
tion is: how can we change these deeply 
rooted opinions and attitudes? 

Our analysis of barriers to participa-
tion in non-formal education was 
based on three types of barriers: situa-
tional, institutional and dispositional. 
We found that some factors from each 
of the three domains play a role. As to 
situational barriers, financial barriers 
are most significant, followed by time-
related barriers; as to dispositional bar-
riers, people fear that there is no point 
for them to participate in such courses, 
that they would not manage or that 
they are not educated enough. Institu-
tional barriers did not play a major 
role, which is one good finding – it 
seems that the respondents do not use 
something over which they have little 
influence as an excuse (little informa-
tion, bad quality of courses etc.).

It is perhaps better – and other au-
thors, e.g. Rubenson (2001), agree 
about this, too – to discuss the topic in 
terms of what education brings to 
adults or what they expect it to bring 
to them rather than in terms of barri-
ers. If these expectations are high, peo-
ple can re-allocate their financial as 
well as time resources. Our finding that 
people who have participated in a 
course of non-formal education at least 
once find considerably fewer barriers to 
future participation seems to support 
this assumption. In other words, these 
people do find participation in adult 
education meaningful, so much so that 
they are willing to invest in it again.

Since the level of formal education is 
the factor which most influences adults’ 
decisions to return to formal education 
or participate in non-formal education, 
we may conclude that if we want Czech 
people to participate in adult education 

more extensively in order to be able to 
lead successful lives in the increasingly 
complicated and dynamic knowledge 
society, we need to provide them with 
opportunities to achieve a higher level 
of formal education. If the Czech popu-
lation is sufficiently educated, it will 
participate in further education active-
ly, and make the knowledge society a 
reality. We therefore need to keep the 
young Czech population at school as 
long as possible and make the highest 
possible education available for every-
body who can and wants to achieve it. 
And it also means that we need to 
teach everybody that in a modern, dy-
namic society school education that has 
been obtained once is not sufficient on 
its own for the rest of your life.
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E N d N O T E S
1 The data available for comparison 

are from a representative IALS survey 
(1997) of functional literacy among 
adults in the Czech Republic. Twen-
ty-five per cent of respondents said 
that they did not go on with their 
studies for financial reasons.

2 The calculation: (1 – odds ratio) 
*100, i.e. (1 – 0.43)*100 = 57%.

3 In English language literature on 
adult education the concept barrier is 
starting to be replaced by the concept 
deterrent. Valentine and Darkenwald 
(1990, 30) explain the shift as fol-
lows: ‘The term barrier connotes an 
absolute block, a static and insur-
mountable obstacle preventing an 
otherwise well motivated adult from 
participation in adult education – 
which is an attractive, but simplifying 
concept. Deterrent, on the other 
hand, suggests a more dynamic and 
less irrevocable force, operating espe-
cially in combination with other forc-
es, whether positive and negative, to 
influence participant’s decisions’. 
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first
steps

on the path to rural

lifelong learning
in the

Czech republic

Jan Fiala

Several vocational courses for new professions – “rural 

generalists” and village lifelong learning coordinators – have 

been developed and registered in the Czech Republic during 

the last two years. These courses have been created mainly by 

two NGOs in co-operation with local communities within 

programmes supported by the ESF. Co-operation with 

government bodies has started during the last year. 
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E ducation in the Czech 
Republic has a long history. 
Prague’s Charles University, 
founded in the 14th cen-

tury, is one of the first universities in 
Europe. Jan Amos Komensky (Comen-
ius, the “Teacher of the Nations”) was 
born near Uhersky Brod in Moravia - 
the eastern part of the Czech Republic 
at the end of the 16th century. 

With a population of 10 million, the 
Czech Republic has several big cities, 
such as Prague (population 1.1 million) 
and Brno (population about 400,000). 
There are 14 Regions with populations 
ranging from 0.5–1 million citizens. 
Rural areas are perceived by politicians 
as areas for agricultural production. 
Specific countryside issues and prob-
lems are not respected and the defini-
tion of the countryside as a place to 
live has never been formulated at the 
government level. However, 4.5 million 
people live in the countryside, only 
170,000 of whom (less than 5 per cent) 
are farmers or employed in agriculture. 
There are around 190 rural towns with 
populations ranging from 4,000 to 
10,000. They are often the regional 
centres of the state administration. 
However, around 70 per cent of the 
country consists of more than 5,900 
small rural municipalities or villages 
with populations ranging from less 
than 50 to 4,000.

Altogether 3 million people live in 
these small rural municipalities. Villag-
ers are disadvantaged in several ways. 
The ratio of tax income per inhabitant 
distributed from government to munic-
ipalities can be up to six times higher in 
big cities than in small villages, thus 
limiting sustainable growth in rural ar-
eas. And there are more obstacles: poor 
transportation, services, health and so-
cial care and very few jobs especially 
for those with higher education. 

Rural people are also disavantaged 
in their access to education and lifelong 
learning opportunities. A lot of schools 

have been closed in small villages as 
municipal councils have decided they 
can no longer afford to finance them. If 
rural residents want to attend a voca-
tional, language, arts or informal edu-
cation course, they must usually travel 
approximately 20–50km by car to the 
nearest town and back. This is a clear 
economic disparity between rural and 
urban areas. On the other hand, educa-
tion is not perceived as a value by most 
of the rural population. Further, the 
civil society and NGOs are weak in the 
Czech Republic, especially in rural ar-
eas. The government does not perceive 
them as partners, although the situa-
tion is improving.

FIrSt	StEPS:	1999–2004

Around the year 2000, the first steps 
towards rural lifelong learning were 
taken in the Czech Republic. First rural 
educational institutions after the politi-
cal changes of the Velvet Revolution 
were the “schools of rural renewal and 
development”. Set up by municipalities 
or non-governmental bodies, they fo-
cussed on the need to train rural may-
ors and public administration staff. 
Typically, they organised one-day semi-
nars that focussed on new grant pro-
grammes for municipalities, rural de-
velopment, or later from 2003, on the 
EU LEADER initiative for rural devel-
opment. The LEADER method involves 
the public and private sectors and the 
civil society using a bottom-up ap-
proach. The main weakness of these 
schools of rural renewal was that they 
only covered those in public adminis-
tration. Private sector - the rural com-
panies and farmers - and the civil soci-
ety were not provided for.

Rural lifelong learning does not 
mean vocational training for agricul-
ture, but building lifelong learning sys-
tems for the 45 per cent of the Czech 
population who live in the countryside. 
Lifelong learning provided by rural 

community schools – schools open for 
the whole day for the whole rural com-
munity – is focussed on each individual 
in the rural society (Bartak, 2007). 
Changing their personal motivation for 
lifelong education and improving their 
employability is going to be achieved 
by building basic competencies in com-
munication, decision making, learning 
skills, IT, and languages. It will also 
provide, through liberal informal edu-
cation, support for rural identity and 
quality of life. It uses a bottom-up ap-
proach supported by local communities 
and this process is organised mainly by 
two NGOs (see below) operating 
throughout the Czech Republic. 

2005:	nEW	IDEAS	–	nEW	
StruCturES

In 2005, Mr Jiri Papež, a Member of 
Parliament with the support of several 
Czech MEPs, organised an event enti-
tled A discussion on the future of coun-
tryside in Regions 2005 (Papež & 
Pospíšil, 2005). The discussion fo-
cussed on the new EU programme pe-
riod which provided new funding op-
portunities through the European Agri-
cultural Fund for Rural Development 
(EAFRD). The dominant theme in the 
14 workshops which involved 700 par-
ticipants from around the Czech Re-
public was the rural quality of life. Ide-
as for lifelong learning were promoted 
as part of the theme.

At the same time, the PREPARE 
Network and Mott Foundation for 
Czech rural professionals organised, 
for the first time, a course for ten rural 
managers (for more information on the 
Prepare Network, see http://www.
preparenetwork.org). At the end of the 
course they created an open platform 
called Rainbow for the Countryside 
2005, starting with a declaration of the 
Basic Rights of the Countryside. This 
document included the right of equal 
access to lifelong learning for rural 
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people (Duha pro venkov, 2005). In 
September 2005 the platform organised 
an open meeting which brought togeth-
er politicians, rural stakeholders and 
experts to discuss the promotion of ed-
ucation and lifelong learning in rural 
areas. These issues were further devel-
oped in a subsequent European confer-
ence on rural development (cf. http://
www.leaderplus.cz; http://www.brana-
provenkov.cz).

tWO	nEW	EDuCAtIOnAL	ngOs:	
nnrCS	AnD	nrO

In order to promote lifelong learning in 
the grass roots level, the National Net-
work of Rural Community Schools 
(NNRCS) was set up in November 
2005 at a meeting about the new role 
of village schools as rural community 
schools for lifelong learning. The meet-
ing was organised in the municipality 
of Bory (population about 800) which 
became a new type of village – “village 
for the community“ at this time. A mu-
nicipal strategy was prepared in collab-
oration with the village community. 
The result of the teamwork included 
the establishment of a community 
school. (Elias, 2006)

The National Rural Observatory 
(NRO) was founded in August 2005, 
following the ideas of the Rainbow for 
the Countryside 2005 platform. The 
NRO supports local action groups 
(LAGs), balancing the power of the 
farmers’ lobby, and focussing on the 
quality of life in rural regions. The 
NRO supports new (intersectoral) part-
nerhips, develops and organises train-
ing for rural professionals, and pro-
vides a service for LAG networks. The 
NRO is also a member of the PRE-
PARE network (a partnership of lead-
ing national associations for rural de-
velopment in Europe). (Fiala, 2006a)

Both NGOs were legally registered 
in spring 2006. During the same year 
they applied for EU funding. The 
NNRCS, co-operating with the munici-
pality of Bory, successfully applied for 
funding from the Ministry of Regional 
Development Rural Renewal pro-
gramme for organising a “European 
week of rural community education”. 
(Elias & Fiala, 2006) Around 60 par-
ticipants from the Czech Republic, Fin-
land, Poland, Slovakia, Sweden, Turkey 
and Wales took a part in altogether 
three seminars which resulted in the 
setting up of the committee for Rural 
Community Schools in Europe. (Ibid.)

The NRO on the other hand re-
ceived funding (mainly from PREPARE 
and private resources) for organising 
the international PREPARE Gathering 
in Velehrad in 2006. About 70 people 
from 23 European countries took part 
in five 3-day travelling workshops and 
a conference in the Czech countryside. 
The theme of the workshops and the 
conference was rural development us-
ing a bottom-up approach and the 
LEADER method in local action 
groups. Subsequently, both associations 
presented Czech rural development and 
lifelong learning in the European 
LEADER conference in Hungary in 
November 2006 as well as in France, 
Greece and other European rural devel-
opment events. (Ibid.) 

In 2006, regional grant schemes 
within the Human Resources Develop-
ment programme were established in 
all 14 Czech regions. Both the NNRCS 
and the NRO and their partners suc-
cesfully applied for funding and 7 
projects were run during the following 
two years. Two project cases are pre-
sented below. The case presentations 
are based on three project reports and 
a programme report (see Riha, 2008; 
Krajný, 2008; Fiala, 2008a; 2008b).

CASE:		VILLAgE	LIFELOng	LEArnIng	
COOrDInAtOrS	

The municipality of Bory together with 
two partners received funding from the 
ESF operational programme “The de-
velopment of human resources” to cre-
ate a new programme consisting of 
modules for the vocational training of 
village lifelong learning coordinators. 
The programme was later registered as 
a retraining programme by the Minis-
try of Education, Youth and Sports. 

Village lifelong learning coordina-
tors can help to involve new target 
groups in community life and lifelong 
learning, and should have the compe-
tency to plan, organise and manage 
lifelong learning as well as to design 
and manage rural projects and lead 
strategic processes in a village. The co-
ordinators can be employed in several 
ways (and their salaries can come from 
several sources): by the municipality 
for community activities, within 
projects as project managers or by 
community schools as organisers and 
managers of rural lifelong learning. 
The NNRCS can organise courses for 
village coordinators anywhere in the 
Czech Republic, as retraining courses 
for the unemployed, or people threat-
ened with job loss. One part of the pro-
gramme is an E-learning course. 

The main activities of this project in-
cluded an introductory study, the devel-
opment of a vocational training pro-
gramme, piloting the courses, evalua-
tion and complementary studies. 

The introductory study
A study mapping the environment for 
lifelong learning in villages of the 
Vysočina Region consisted of inter-
views with the mayor, a headmaster 
and residents of 20 randomly selected 
villages (from municipalities with a vil-
lage school, and a population of 200–
1000, at least one village from each 
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district). The results of the interviews 
indicated that the preparedness of vil-
lages to accept village lifelong learning 
coordinators varied between 30–85 per 
cent. The variation was slightly de-
pendent on the size of municipality, but 
much more on the atmosphere and re-
lationships in the village. The results of 
the study confirmed the hypothesis that 
the effectiveness of the village lifelong 
learning coordinator depends on the 
quality of the relationship between the 
mayor and the headmaster, and on 
common trust and constructive com-
munication within the village and the 
will of the municipality to finance 
“soft” (human resources, educational) 
projects. Community schools and life-
long learning cannot be separate enti-
ties; they must be linked to the commu-
nity, and there needs to be signifiant in-
teraction between the needs of inhabit-
ants, lifelong learning and key 
individuals (headmaster, mayor and co-
ordinator) as well as the good will to 
work together for public benefit. 

Developing the vocational training 
programme
The development of the vocational 
training programme included develop-
ing the syllabus, learning methods, 
presentations, case studies, a work-
book, exercises (including the acquisi-
tion of skills for building basic compe-
tencies), tests and homework. Altogeth-
er 20 modules were developed. The du-
ration of the modules varied from half 
a day to 3 days. Overall, the pro-
gramme consisted of 215–230 training 
hours. Some of the modules were ori-
ented towards individual skills and key 
competencies, including interpersonal 
skills mobilization and animation. New 
methods were used, such as teamwork, 
reflection, experience-based learning 
(using games, the outdoors, and team 
feedback), as well as methods for 
project design, strategic planning, fund-

raising, and managing lifelong learning 
and community schools. The course 
content also included general skills for 
the countryside. 

An extra module was an E-learning 
course on setting up a rural community 
school, prepared by the NNRCS, and 
available online (at http://www.brana-
provenkov.cz). The module was built as 
an online course with a tutor‘s support, 
online tests and a final certificate. The 
material also includes a lot of links to 
online sources. The average time for 
completing the module is 30 days and 
students completing the course are 
competent to set up and sustain a rural 
community school either as an NGO, 
or as basic school activity. 

Pilot course
As part of the project, the course was 
piloted with ten students who were rec-
ommended by their villages. All the 
students finished the course which was 
organised in two-day study sessions 
combining different methods with 
training and practice. The students 
were keen on the teaching methods and 
worked with commitment. Final tests 

further information about the projects

Village lifelong learning coordinators

Municipality of Bory
Marcela Blazkova, project manager and 
village lifelong learning coordinator
Tel: +420 737 300 085
Email: blazkova.marcela@tiscali.cz
Website: http://www.bory.cz

Vocational programmes for rural generalists

National Rural Observatory
Vit Krajny, project manager and managing director
Tel: +420 602 714 739
Email: vkrajny@seznam.cz
Websites: http://www.leaderplus.cz, http://www.ecvenkov.cz

and presentations confirmed our expec-
tations about the high motivation of 
students and evaluation feedback from 
participants was very positive. Seven 
out of the ten students started work as 
coordinators in their villages. 

CASE:	PrOgrAmmES	FOr	rurAL	
gEnErALIStS	

The NRO, on its own and together 
with partners, started six projects with 
similar main goals: to create vocational 
programmes for new rural professions 
– managers of local action groups, fa-
cilitators and organisers of rural devel-
opment and rural project managers. 
The projects were undertaken in six 
large Czech Regions (Jihocesky, Kralo-
vehradecky, Stredocesky, Vysočina, 
Moravskoslezsky, and Liberecky), cov-
ering about half of the country. 

All the projects started with a study 
on the educational needs of local action 
groups. The programme was designed 
by leading rural development lecturers 
and experts in the Czech Republic. The 
developed modules provide general 
skills and competencies necessary for 
rural development and consist of man-
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agement, teamwork, human resources, 
public administration, agriculture, fi-
nancing, communication skills, strate-
gies, law, fundraising and project ad-
ministration (including administrative 
processes, education, evaluation proc-
esses and capacity building). The com-
petencies of the rural generalists in-
clude not only skills, but links and rela-
tionships between different subjects. 
Lecturers from all over the Czech Re-
public with expertise in rural develop-
ment, communication skills, law or 
fundraising have been involved in the 
training programmes. The programmes 
consist of 6–25 modules. Five eLearn-
ing courses were also created on topics 
such as Sustainable lanscape care, Cre-
ating good rural projects, Rural devel-
opment with a bottom-up approach 
and Common themes for agriculture 
and the countryside.

The modules were piloted in each re-
gion and each pilot course was attend-
ed by up to 25 participants from local 
action groups and microregions as well 
as other rural professionals on a re-
gional and village level. Different meth-
ods were used in all the pilot courses, 
some of them new, and most of them 
suitable for adult education through 
sharing experience and involving stu-
dents in activities. More than a 100 
participants finished the pilot courses, 
and more than 300 took a part in indi-
vidual modules. All these courses were 
registered as retraining programmes by 
the Ministry of Education, Youth and 
Sports in 2008. 

COOPErAtIOn	BEtWEEn	
mInIStrIES	AnD	ngOs

As these new initiatives were taken in 
the field of rural lifelong learning dur-
ing the past two years, the legal frame-
work of lifelong learning in the Czech 
Republic improved, too. In force from 
July 2007, the Act on the Recognition 

of Further Education Results (Ministry 
of Education, Youth and Sport, 2006) 
encourages professional competence 
not by formal education in schools, but 
in a completely new way, based on EU 
principles. It opens the possibility of 
setting up new professions and job po-
sitions in rural areas for highly educat-
ed people, such as managers and staff 
of LAGs and NGOs, village coordina-
tors, facilitators, animateurs and rural 
project managers. The Act can bring 
new opportunities for educational com-
panies, agencies, NGOs and communi-
ty schools, as well as rural development 
associations. However, a significant ob-
stacle to the implementation of the law 
is the delay in building new structures 
and expert commissions for the evalua-
tion of professionals’ skills defined in 
the Act, and a lack of will on the part 
of the ministries to consider non-for-
mal education as something to be rec-
ognised. Unfortunately this depends on 
a number of ministries, as rural devel-
opment is not a matter of a single min-
istry and the ministries have very strict 
competence barriers between them.

Since 2007 there has also been great-
er cooperation between ministries and 
the two leading NGOs, the NNRCS 
and the NRO. A new committee for ru-
ral community schools has been estab-
lished and includes two members of the 
NNRCS Board. The Ministry of Edu-
cation, Youth and Sport would like to 
start projects in 2009, initially to sup-
port vocational training of coordina-
tors of community schools, including 
village lifelong learning coordinators. 
In summer 2008, supported by the 
Ministry of Agriculture, the NRO or-
ganised the first semi-formal courses 
which focussed on professionals from 
local action groups who were prepar-
ing funding applications for the Pro-
gramme of Rural Development. Real-
ized at four locations, these projects 

aim to support lifelong learning 
through vocational training for rural 
professionals.

A	StrAtEgY	FOr	LIFELOng	
LEArnIng

The Czech Government authorised the 
The Strategy of Lifelong Learning in 
the Czech Republic in August 2008. 
The national strategy was prepared by 
the Ministry of Education, Youth and 
Sport (2007) and its implementation is 
supposed to involve other ministries 
(Ministry of the Environment, Ministry 
of Agriculture, Ministry of Labour and 
Social Affairs, Ministry of Interior, and 
the Ministry of Industry and Trade), as 
well as professional associations, non-
formal educators and NGOs which can 
bring added value to this new strategy.

The strategy identifies problems and 
(in SWOT analysis) weaknesses and 
threats in the area of further education, 
including the following:

• Further education is currently a less-
developed area within the concept of 
lifelong learning.
• The Czech Republic is in last position 
in the group of European countries, 
with 1.4 per cent of the adult popula-
tion participating in formal education at 
schools.
• Approximately 13 per cent of the 
population of the CR participates in 
non-formal learning, which consists in 
participation in various courses at the 
workplace or elsewhere. Here, the CR 
does not fall as far behind the EU aver-
age (17per cent) as in the other forms of 
education; differences in participation 
between the individual qualification and 
occupational groups are lesser in the 
CR than in the EU countries. However, 
the number of hours spent in courses of 
non-formal learning is substantially 
lower in the CR (50 hours annually) 
than in the EU countries (84 hours an-
nually).
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It is unclear whether this includes 
courses required from the employees by 
law, such as health and safety courses.

• Low level of development of key com-
petences (incl. language and ICT).
• Low participation of social partners in 
development of lifelong learning.
• Lack of a systemic environment (sys-
temic and financial barriers) for further 
education limits its development – on 
the side of supply, there is a lack of a 
system for ensuring the quality of edu-
cational programs and of educators; on 
the side of demand, there is a lack of 
stimuli for participation.
• Low participation of adults in all 
forms of further education.
• Inequalities in access to education 
lead to social exclusion and can endan-
ger social cohesion.
The last threat is valid not only for 

sectoral and age groups, for physically 
and mentally disabled, but also for 3 
million disadvantaged rural people in 
the villages. 

However, the strategy identifies the 
following opportunities: 

• Creation of an open area for LLL (the 
National Occupations System, the Na-
tional qualifications framework and rec-
ognition of non-formal and informal 
learning pursuant to Act No. 179/2006 
Coll., on verification and recognition of 
the results of further education, a mod-
ule and credit system in connection with 
ECVET, etc.).
• The capacities of basic and secondary 
schools can be utilized for further edu-
cation – schools as the educational cen-
tres of municipalities.
This principle has already been used 

by rural community schools.

EStABLIShIng	LIFELOng	LEArnIng	
mODELS	AnD	IntErnAtIOnAL	
CO-OPErAtIOn

Since 2006, new lifelong learning mod-
els have been promoted by the NNRCS 
in three annual seminars on rural life-

long learning involving communities. 
The 2007 seminar focussed on mobili-
zation and motivation of people in vil-
lages in order to involve them in local 
community development and lifelong 
learning. New methods and ideas pre-
sented by Finnish and Swedish speakers 
added to the Czech experience. (Elias 
& Fiala, 2007) The latest seminar, Ru-
ral Community Schools as the Tool for 
Building Rural Identity and Quality of 
Life in Villages, took place in October 
2008. About 70 people from 12 Czech 
Regions and abroad (England, Estonia, 
Poland, Slovakia, Wales), a majority of 
them from small rural municipalities, 
participated in spite of the Czech Re-
gional elections that were organised at 
the same time. (A report of the seminar 
will be available online at www.brana-
provenkov.cz, www.gateofcountryside.
eu at the end of 2008).

As involving village communities is 
essential, rural community schools pro-
vide a good base for promoting rural 
lifelong learning. Rural development 
and lifelong learning should be 
“Siamese twins” at the grass roots lev-
el. E-learning is a good tool for spread-
ing knowledge across the countryside. 

The NNRCS is the Czech partner in 
the European Rural Alliance (ERA) 
Rural voice project which aims to col-
lect, analyze and present the opinions 
of people living in the villages on how 
to achieve sustainable growth in rural 
villages. The views of villagers will be 
collected using the OPERA method for 
facilitated teamwork. Workshops will 
be held in three villages in each of the 
seven partner countries (the Czech Re-
public, Estonia, Finland, Latvia, 
Lithuania, Poland and Slovakia). The 
results will be presented to EU officials 
in March 2009 at a conference in Brus-
sels. The project hopes to promote life-
long learning as a tool for sustainable 
growth of rural communities through-
out the EU. 

COnCLuSIOn

Thanks to the work and commitment 
of the National Network of Rural 
Community Schools and the National 
Rural Observatory, the first NGO 
structures for rural lifelong learning 
have been established in the Czech Re-
public. 

Conditions in rural areas are greatly 
different to those in towns and cities. 
Significant disadvantages include eco-
nomic disparity, lower tax incomes, 
weak public transport, migration, lack 
of jobs and higher unemployment 
rates. This is not a small matter. Thirty 
per cent of the Czech population live in 
small rural municipalities and face 
these major disadvantages.

Organising rural lifelong learning 
can be effective only if the local com-
munity is involved not only as a recipi-
ent but also as co-organiser and pro-
moter of educational activities. Howev-
er, this effectiveness also depends on re-
lationships and trust within the 
communities. Therefore, the mobiliza-
tion and motivation of citizens is re-
quired, and the first task is to change 
their perception of and commitment to 
lifelong learning. Personal education 
should be perceived as a basic human 
value that enhances individuals’ oppor-
tunities to live a better life. Rural peo-
ple must understand and feel that com-
munity cooperation is the way for vil-
lage development as well as for their 
social and personal growth. This activ-
ity cannot be organised top-down from 
Regional or governmental level. Rather, 
a bottom-up approach is necessary. 

Lifelong learning is targetted at 
many groups from pre-school children 
and teenagers to, increasingly, seniors. 
Rural community schools are one of 
the ways for bringing lifelong learning 
near adults using new participative 
methods at the grass roots level.

Village lifelong learning coordina-
tors can help to involve new target 
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groups. Properly trained, they have the 
skills and expertise to plan, organise 
and manage lifelong learning that is in-
tegrated with local rural development. 

Support for local leaders, NGOs and 
multisectoral partnership in rural re-
gions as well as professional training 
can be achieved with the contribution 
of the National Rural Observatory and 
its partners through the vocational 
courses for new rural professionals – 
managers, facilitators, animateurs and 
rural project managers. 

The official framework for lifelong 
learning – covering rural and urban ar-
eas – has been formulated in the gov-
ernmental level. However, sectoral 
commissions for the assesment and 

evaluation of competencies of rural 
professions that have been obtained in 
non-formal and informal education re-
main to be established. Much still 
needs to be done to spread lifelong 
learning in rural areas. It is the only 
way to increase the wider role of the 
civil society and community involve-
ment in governance. Lifelong learning 
in rural regions has one more aim – 
maintaining the rural quality of life and 
the countryside as a place to live. 
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in-service
training

as

cognitive
apprenticeship

Diana Berthén, Inger Eriksson and Viveca Lindberg

Political will to increase the proportion of people 

with higher education has contributed to teachers 

encountering new groups of students who fail in 

examinations. An in-service training project in the 

Åland islands aimed to improve these students’ 

literacy practices while at the same time studying 

teachers’ knowledge formation.
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T he project design was based 
on socio-cultural perspec-
tives on learning, and it 
drew on the concepts dis-

tributed expertise and cognitive 
apprenticeship. The results of the four 
year in-service training project at Åland 
Polytechnic (Berthén, Eriksson & Lind-
berg, 2006a; 2006b) are discussed in 
relation to teachers’ knowledge forma-
tion, that is, the struggle between their 
strong conception of their students as 
suffering from dyslexia and the emerg-
ing insights of the relational and con-
textual aspects of what it means to 
become literate within a specific voca-
tional higher education programme.

BACKgrOunD

The aim of the Finnish educational pol-
icy is that 60 per cent of each age 
group receive a higher education degree 
(Ministry of Education, 1993). As a 
means to realizing part of this aim, a 
new institution for higher education 
was implemented during the early 
1990s – vocational higher education 
(VHE) (cf. Auvinen, 2004; Herranen, 
2003) – inspired by the British poly-
technics. In order to achieve this politi-
cal ambition, students were to be re-
cruited from other social groups than 
those that had traditionally sought ad-
mittance. As a consequence, teachers in 
higher education encountered not only 
individuals with non-academic back-
grounds but increasingly larger groups 
of students with other experiences than 
those the teachers were used to. 

Many countries report that an in-
creasing proportion of students in high-
er education fail in examinations 
(Magalhães & Machado, 2001; Mulli-
gan & Kirkpatrick, 2000; Vuorinen & 
Valkonen, 2001). The Åland Polytech-
nic, a small VHE institution (400 stu-
dents), has struggled with similar prob-
lems since it was established in 1995. 
Especially language teachers were con-
cerned about the situation. In their un-
derstanding, an increasing number of 
their students had dyslexia. The teach-
ers had therefore tried to expand their 
competences by attending various 
courses and lectures on dyslexia. How-
ever, during initial discussions, the 

teachers concluded that these courses 
gave them information about dyslexia 
but did not provide them with the tools 
they needed for helping students suc-
ceed in their studies.

An expert was enrolled to work with 
the students. Instead of working with 
traditional remedial programmes, her 
work focused on students’ reading and 
writing actions in relation to the educa-
tional demands. The result of this work 
was successful in terms of students 
passing their exams. As a consequence, 
the school wanted her to work with an 
increasing number of students. An al-
ternative solution was suggested: in-
stead of the expert taking care of indi-
vidual students she was willing to be 
part of an in-service programme where 
the teachers and the expert could, in 
accordance with an distributed exper-
tise model, jointly explore the expertise 
that helps students to become familiar 
with academic reading and writing 
(Palinscar & Brown, 1984). An in-serv-
ice training R&D project was therefore 
initiated.

thEOrEtICAL	FrAmEWOrK

The design of the in-service training 
project was designed based on socio-
cultural perspectives on learning (Säljö, 
2000) and it drew upon the concepts of 
literacy practices (Gee, Hull & Lanks-
hear 1996; Lea & Street, 1998; Street, 
1984; 2003), cognitive apprenticeship 
(Rogoff, 1990) and distributed exper-
tise (Palinscar & Brown, 1984).

Literacy practices
Higher education can be seen as a prac-
tice dominated by specific literacy tra-
ditions, standards and expectations. To 
become a competent reader and writer 
within this type of practice requires a 
capability to understand and cope with 
texts in various but relevant ways, de-
pending on situations at hand (Bazer-
man, 1995; Blåsjö, 2004; Dias et al, 
1999; Gee, 1992; Haggis, 2003; Hag-
ström, 2005; Street 1984; 2003). Each 
educational programme is (more or 
less) characterised by specific literacy 
practices – texts are to be read, dis-
cussed, reproduced or produced in spe-
cific ways in order to be accepted. The 

texts and the textual work that is typi-
cal for a specific programme forms a 
specific literacy practice that frames ex-
aminations, reports, laboratory work, 
calculations, and so on. In order to be-
come successful in such a practice, stu-
dents need to appropriate the dominat-
ing ways of reading and writing. Tradi-
tionally, students are expected to have 
learned the “basics” in upper second-
ary education, enabling them to cope 
with higher education studies. Howev-
er, little attention has been paid to the 
varying demands of different pro-
grammes. 

An assumption that guided our 
project design was therefore that these 
new groups of students most likely did 
not master the required reading and 
writing competencies. Another assump-
tion was that the students, due to con-
temporary societal conceptions of liter-
acy and literacy related problems, were 
not aware of variations in literacy prac-
tices and therefore could have difficul-
ties in identifying the characteristics of 
dominating literacy practices in their 
respective programmes. Unfamiliarity 
and inexperience with the required lit-
eracy practices, combined with the de-
mands to learn new educational con-
tent can contribute to the tasks in total 
becoming overwhelming for the stu-
dent.

Cognitive apprenticeship
According to Lave and Wenger (1991, 
29), apprenticeship is a process that for 
the apprentice is characterised by “le-
gitimate peripheral participation”. In 
order to become competent, the ap-
prentice needs to appropriate the rules 
and tools that are at the core for man-
aging the practice in an acceptable way 
(Rogoff, 1990). This includes master-
ing the dominating language discourse 
(Säljö, 2000), that is, how you commu-
nicate with others while doing (com-
ments, questions, explanations etc. be-
tween people in a specific practice – 
what they say and how they say it) and 
about what you are doing. During the 
apprenticeship period, the apprentice 
becomes increasingly competent as a 
participator in a specific practice. For 
mastering the practice, the apprentice 
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also needs to appropriate the motive of 
the practice. In manual work, appren-
ticeship is organised in relation to pro-
duction that involves material, tools, 
and techniques. Many aspects of manu-
al work are transparent and therefore 
possible to appropriate, first through 
imitation (Kvale, 1997; Lave & 
Wenger, 1991).

When it comes to cognitive work, 
the knowledge is imbedded in material, 
tools and techniques that are more of-
ten opaque than transparent. There-
fore, the design of cognitive apprentice-
ship must involve possibilities for mak-
ing the competence underlying plan-
ning, decision-making and reflection 
more transparent (Rogoff, 1990). The 
concept cognitive apprenticeship indi-
cates that it is also possible to appro-
priate cognitive competencies such as 
ways of thinking, identifying and solv-
ing problems. In these cases, the expert 
is expected to distribute his/her cogni-
tively, culturally, and collectively devel-
oped competence to an apprentice. 
However, the concept cognitive appren-
ticeship, as used by Rogoff, can be lim-
iting as it understands intellectual and 
manual actions as separate aspects of 
knowing, like, for instance, the dichot-
omies theory and practice, or knowl-
edge and skills. Instead, we argue that 
just like every manual practice has its 
cognitive tools (models, concepts, rules, 
etc.) that have been developed over 
time in relation to local/regional mate-
rial, physical tools, and experiences, so 
has every cognitive practice tools for 
producing texts, theories and models 
(cf. Moxey, 1994). As in manual work, 
what and how you do is related to lo-
cal interpretations of a broader prac-
tice, and to the material and physical 
tools and experiences at hand. There-
fore, cognitive as well as manual work 
is related to and influenced by socio-
cultural, historical and educational ex-
perience and they contribute to the for-
mation of the individual as a member 
of a specific professional community. 
The concept distributed expertise, de-
veloped by Brown and Ash (1993), is 
here used to describe the in-service 
project as an example of an interpreta-
tion of cognitive apprenticeship that 
distributes expertise, that is, makes ex-

plicit the expert’s arguments for various 
choices in planning, action and reflec-
tion (for examples of applications see 
Collins, Brown & Newman, 1989; 
Dorn, French & Jones, 1998).

thE	In-SErVICE	trAInIng	PrOJECt

The aim of the in-service training was 
to make it possible for the teachers to 
appropriate the expert’s competencies. 
In other words, the expert’s under-
standing of reading and writing as spe-
cific literacy competencies within high-
er education was to be “distributed” to 
the teachers through a cooperative in-
service project. The main aims were 
therefore related to the teachers’ con-
ceptions of reading and writing compe-
tencies, appropriating new ways of see-
ing what it takes to master reading and 
writing in higher education, and what 
kind of help they could offer students 
who experience problems in their stud-
ies. In short, the teachers were expected 
to appropriate the expert’s theoretically 
justified choices of actions when guid-
ing students to mastering a specific lit-
eracy practice.

The project started with only two 
teachers; a year later they were expect-
ed to take over some of the work – and 
part of the responsibility – and new 
teachers were accepted to the project as 
newcomers. After another year more 
teachers were invited. In all, 57 of a to-
tal 306 students were offered the pos-
sibility to participate in the project as 
part of the first year of their VHE pro-
gramme. Forty-one students joined the 
project and 29 finished it. 

According to the analysis of initial 
interviews, teachers were not used to 
viewing reading and writing as specific 
practices that have to be appropriated 
(Eriksson, 2003). Rather, they experi-
enced reading and writing as generic 
skills that some people have and others 
do not have. Therefore, dyslexia was 
an explanation for the students’ prob-
lems that was easy for the teachers to 
relate to. However, this was not in line 
with the expert’s understanding.

In the project, the concept literacy 
practices was used both to explain stu-
dents’ difficulties and to form the con-
tent of the in-service training. Viewing 
reading and writing competences as a 

result of mastering a specific practice 
contributed to designing the project as 
one distributing the expert’s expertise. 
The teachers were regarded as appren-
tices to the expert who introduced the 
students to literacy practices that are 
typical for VHE programmes in general 
as well as those specific to each individ-
ual programme (e.g. electrical and me-
chanical engineering, information tech-
nology, navigation). 

Teachers as apprentices
The teachers in the in-service project 
participated in the sessions between the 
expert and the students. Further, the 
teachers met the expert before and af-
ter each session. The meetings prior to 
the student sessions focused on what 
kinds of literacy actions the expert, 
based on her previous experience, ex-
pected the students to describe they 
were using. She also described her in-
tentions for each session, e.g. helping 
the students’ literacy actions to become 
more adequate (see examples below). 
In the meetings after these sessions, the 
main focus was on reflecting on the in-
teraction between the expert and the 
student. This gave the teachers a 
chance to ask questions about each ses-
sion: about the expert’s interpretation 
of what was going on; what decisions 
she had made during the session; what 
her arguments were for choosing one 
guiding action instead of another, etc. 
It was an opportunity for the teachers 
to compare their interpretation of the 
session with that of the expert, and to 
discuss these differences. Further, the 
focus was on how the expert interpret-
ed and explained the problems she had 
identified. In these discussions, a recur-
ring theme was the expert’s under-
standing of reading and writing as 
crafts that have to be mastered, and of 
different practices as demanding differ-
ent literacy actions. From the expert’s 
theoretical perspective, literacy prob-
lems are to be considered relational 
and practice-bound (Clay, 1991) as op-
posed to the currently dominating ways 
of understanding problems as some-
thing within the student or within the 
context. 

As the content of this in-service 
training project was that students ap-
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propriate reading and writing actions, 
it is necessary to shortly describe the 
part of the project that concerns the 
students.

Student project – content of the in-
service training
In a way, the students where also ap-
prentices – they were each to appropri-
ate a literacy practice that was new to 
them. The expert analysed their per-
ceived understanding of the demands 
on reading and writing actions com-
pared to what was required of them in 
their respective programmes and illu-
minated the differences to them. She al-
so suggested alternative actions that 
were in line with the requirements of 
the respective programmes. The expert 
was engaged with identifying the stu-
dents’ actual reading and writing ac-
tions, and guiding them towards a lit-
eracy relevant for mastering the re-
quired practice (Back, Berthén, Eriks-
son, Hemming & Lindberg, 2005). 
Further, the project aimed to identify 
what kind of reading and writing was 
expected within the VHE programmes 
included in the project.

The point of departure for much of 
the expert’s work with the students was 
how the students usually coped with 
textual work. They understood reading 
as a task that basically means memoriz-
ing the content – meaning that you 
should know everything in the book by 
heart: the thicker the book, the more 
difficult to cope with it. The students 
experienced writing as the same: as re-
writing a given text – using one’s own 
words – meaning that they changed the 
“difficult words” (those related to their 
future profession) into everyday words 
that did not carry the specific profes-
sional meaning. 

In order to guide the students to 
choosing alternative literacy actions, 
the expert gave examples of types of 
literacy actions used by successful stu-
dents (competent participators). Exam-
ples of appropriate actions were found-
ed in their ideas of reading. These com-
prised of strategies for finding cues to 
author’s intentions, e.g. using the text 
on the back cover, author’s foreword, 
table of contents, introduction etc. Suc-
cessful reading actions also comprise of 

using headings, sub-headings, summa-
ries etc. as guidance into the text.

The differences between the actions 
used by the two groups of students 
were one of the aspects that the expert 
tried to illuminate in the in-service 
process. By illuminating these differ-
ences it was possible to shift from see-
ing students as having problems to see-
ing textual work as something that you 
need to master. And of course learning 
to master textual work in a new way 
may be difficult if you don’t have any 
guidance.

In the following we present the re-
sults of the interviews conducted once 
a year with the participating teachers. 
Altogether 4 teachers where inter-
viewed 3 or 4 times during the project.

A	PhEnOmEnOgrAPhICAL	
AnALYSIS

In-service training programmes often 
fail due to the fact that they only lead 
to new techniques. When the project 
started the teachers asked for a method 
(actions) they could use in order to 
help the students. However, the expert’s 
answer was based on an alternative 
conception of the problem as well as 
the actions to take. Therefore we found 
it relevant to analyse in what respect 
the teachers changed their conceptions, 
that is, how they talked about these is-
sues in the interviews.

The thematic questions for the inter-
views were basically same each year. 
They were related to how the teachers 
related to reading and writing difficul-
ties on the one hand and dyslexia on 
the other hand; whether or not the 
teachers differentiated between these 
phenomena; what they did when they 
encountered students with these kinds 
of problems in their everyday work; 
how they understood the work of the 
expert; and what they had learned in 
the course of the project.

Each interview was transcribed and 
analysed phenomenographically in or-
der to explore a potential change. The 
analysis focused on how the participat-
ing teachers experienced (conceived of) 
their work with students who were la-
belled as poor readers. In what respect 
(if any) did their conceptions (i.e. how 
they talked about the students) change 

over time? Another focus of the analy-
sis was the teachers’ conception of 
what problems to handle, i.e. what 
needs to be done.

Phenomenographical conceptions 
are usually not related to the individual 
interviewee – it is the variation of con-
ceptions that is the result (Eriksson, 
1999). It is also consistent with this 
theoretical perspective that individuals 
may hold several, even contradictory, 
conceptions. In this analysis, however, 
we have related the categories to the in-
dividual level because we looked for 
changes occurring over time.

In the following, the results of each 
analysis are firstly presented with re-
gard to the total outcome space (all the 
identified conceptions and the relations 
between them). Then the results are 
discussed in relation to individual 
teachers. The concepts presented in the 
boxes (see Figure 1) can be read from 
left to right. The left represents concep-
tions in the early stages of the project 
and the right the later stages of the 
project.

Conceptions of problems
The results contain three qualitatively 
different categories, e.g. ways of con-
ceiving what is problematic. Within the 
first category, the problem is seen as re-
siding within the student; within the sec-
ond category the problems are seen as 
an illusion; and within the third catego-
ry the problems are seen as relational.

The problems reside within the stu-
dent. This category represents a con-
ception that it is the student that has/is 
the owner of the problems. However, 
there are two aspects to this main cat-
egory. According to one aspect, the 
problems are conceived as permanent 
whereas the other conceives them as re-
pairable. Utterances of the problems as 
permanent are related to the concept of 
dyslexia – something that is inherent 
and perhaps genetically hereditary. 
Viewing the problem as repairable is 
related to the understanding that read-
ing and writing have not been correctly 
learned. 

The problems are an illusion. This 
category includes utterances that give 
an impression of students that have 
previously been considered as having 
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problems. Student are conceived as be-
ing ‘lazy’ or ‘unmotivated’, which is 
why they avoid assignments related to 
reading and writing.

The problems are relational. The 
third category consists of utterances 
that describe the students as experienc-
ing problems due to their new educa-
tional situation. This category also has 
two aspects. According to one, the 
emergence of the problems is explained 
as a result of students’ negative attitude 
towards education whereas the other 
explains them through students’ lack of 
routine and experience.

Conceptions of what needs to be 
done
When analysing the categories of what 
the teachers conceive as proper ways of 
handling the problems – what needs to 
be done – we found five conceptions 
(see Figure 2) which are clearly related 
to the different aspects of the concep-
tions described above. When the prob-
lems are seen as residing within the stu-
dents, the help should be compensatory 
or remedial. When the problem is re-
garded an illusion, it is the underlying – 
“real” – problem that has to be dealt 
with. Finally, when the problem is con-

textual, proper help involves either mo-
tivational work or student guidance.

tEAChErS’	COnCEPtIOnS	–	
InDICAtIOnS	OF	ChAngE

The results of the project are now dis-
cussed in relation to teachers’ knowl-
edge formation, that is, the struggle be-
tween their strong original conception 
of their students as suffering from dys-
lexia on the one hand and the emerging 
insights of the relational and contextu-
al aspects of what it means to become 
literate within a specific VHE pro-
gramme on the other. 

In the course of the project, the 
teachers gradually abandoned the con-
ception that the problem resides within 
the students, which was also the con-
ception that was expected at the begin-
ning of the project. In the later inter-
views the teachers more frequently 
talked about the problems as relation-
al.

Appropriating new competencies in-
volves linguistic aspects: you change 
your language, your way of talking 
about situations and about what you 
do or should do, what you assume. In 

figure 2. Conceptions of what needs to be done

What needs 
to be done

inexperienced
___

guiding

negative	attitude
___

motivating

The true problem 
has to be identified

repairable
___

remedial

permanent
___

compensatory

residing	within	
the	student

an	illusion relational

Problems 
viewed as 

Problems 
viewed as

residing	within	
the	student

an	illusion relational

figure 1. Conceptions of problems
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the process of appropriating the lan-
guage related to new competencies, you 
may miss the meaning of concepts or 
give a concept meanings that are not 
adequate. These linguistic aspects also 
informed our analysis and conclusions.

Depending on which theoretical per-
spective a person (as an expert) actively 
chooses – or, as was the case for the 
teachers, dominates the current societal 
discourse – the understanding of what 
is a problem and which actions are 
conceived as adequate, is different. 
Within a socio-cultural perspective you 
need to conduct an analysis of the 
practice – what successful students do 
when they deal with the textual work 
typical to higher education and how 
they do it – in order to be able to 
choose the appropriate interventions. 
More precisely, this involves describing 
what characterises the literacy practices 
of a specific educational programme. 
Further, it needs to be analysed what 
kind of literacy practice(s) the teachers 
realise in their teaching: what they ex-
plicitly or implicitly require of their 
students, and how they contribute to 
the students’ understanding of what 
and how to do. In this project, the in-
formation of what teachers require was 
based on secondary sources – assign-
ments, tests, materials given to the stu-
dents, and students’ notes. 

It is in the encounter between stu-
dents’ actual literacy actions and the 
educational demands that problems 
may occur. It was expected that the 
teachers would move towards explain-
ing the problems in relation to stu-
dents’ inexperience of the literacy prac-
tices of higher education, to which 
teachers’ guidance would be the ade-
quate solution. Our analysis of the in-
terviews indicates that two teachers 
transformed their conception in a more 
profound way. They broadened their 
knowledge of the educational pro-
grammes and their requirements; they 
know more about literacy cultures and 
literacy practices in general; they know 
how to identify students at risk at an 
early stage; and they know it is possible 
for the students to succeed (Berthén, 
Eriksson & Lindberg, 2006b). These 
teachers also established a new teach-
ing-learning practice with their stu-
dents. 

Learning the visible aspects of an ac-
tion does not, however, automatically 
change the conception of the problem 
at hand. Even imitating the way to talk 
about the problems can’t be taken as a 
confirmation of changed conceptions. 
We surmise that the decisions the two 
made with regard to changing their 
way of teaching contributed to their 
more solid conceptions. Conceptions 
basically develop in relation to practice 
(societal and/or professional). Only 
talking about or observing practices 
seldom provides enough experience for 
changes of conceptions. It is through 
actions – and in interaction with peo-
ple, tools and material – that concep-
tions can be altered.

The two other teachers integrated 
their early conceptions with the con-
ception that evolved during the project. 
Further, and interestingly enough, the 
early conceptions also appeared at the 
end of the project but in these cases 
they were related to teachers’ talking 
about younger students. This implies 
that these teachers actually had not 
abandoned their previous conceptions. 
The change of conception is limited to 
adults: they cannot be categorized as 
having dyslexia. In summary, if stu-
dents are recruited from new social 
groups, we need to understand that 
students encounter academic literacy in 
new ways. On the one hand, students 
need to be introduced to the specific 
practice that characterises each educa-
tional programme. On the other hand, 
the teachers and the educational insti-
tution need to alter their understanding 
of students who encounter problems 
with reading and writing. This requires 
in-depth analysis of the literacy practic-
es related to specific educational pro-
grammes as well as analysis of the stu-
dents’ perceived understanding of read-
ing and writing. These are challenges 
not only for individual teachers but for 
teachers’ collaborative work within 
programmes. Further, the results indi-
cate that teachers’ conceptions of rea-
sons for why students fail are not easily 
abandoned.
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Networking, teamwork and cross-sectoral 

cooperation can promote lifelong learning and adult 

education. But they can also serve as ways to 

overcome remoteness.

Networking
and 

international
cooperation
for promoting

adult learning.

LLinE profile of antra Carlsen
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a s the Head Coordinator 
of the Nordic Network 
for Adult Learning (NVL) 
I lead the work of 

national coordinators in Denmark, 
Finland, Iceland, Norway and Swe-
den, and contact persons in the three 
autonomous regions Greenland, Faroe 
Islands and Åland. Our webmaster 
works in Finland. Nordic cooperation 
covers a big geographical area; and 
certainly also our team is affected by 
remoteness. At the same time the area 
has many cultural, historical and 
political similarities which bring us 
closer. To a large extent the region 
shares the same values, which makes 
understanding each other and work-
ing together easier.

nEtWOrKIng

Remoteness can be created by geo-
graphical distance but it can also be 
created by the feeling of “non-in-
volvement”, “not belonging”, or not 
sharing a common vision. In spite of 
not working in the same location, 
there is a high level of trust, very good 
cooperation and a team spirit among 
the NVL coordinators.

During the first year of NVL we 
spent a lot of time discussing the task 
assigned to us by the Nordic Council 
of Ministers (NCM), interpreting the 
strategic goals and setting up objec-
tives for our work. We also spent time 
mapping the competences of NVL 
staff and discussing their interest in 
working with specific thematic areas 
of Nordic cooperation. The opportu-
nity to work with issues one is compe-
tent and interested in certainly in-
creases individuals’ motivation. This 
long but very essential starting phase 
of NVL has created today’s open, 
trustful, cooperative and constructive-
ly critical work culture and a collec-
tive vision. We work with the help of 
a Virtual Office, have an online meet-
ing place and a common document ar-
chive but of course we also meet each 
other in person several times a year to 
discuss, advise each other and reas-
sure ourselves about keeping on the 
right track. We are privileged to work 
in a team that has a common goal and 
a high sense of responsibility for re-
sults. 

I enjoy working with networks and 
flat organisation structures. Promot-
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ing the learning in networks, from 
networks and beyond networks is the 
key task of NVL and my experience is 
that it really works and provides a 
great sense of reward when all partici-
pants contribute actively and also 
gain a lot. Further, networking is real-
ly a key element when meeting the 
challenge of remoteness. Networking 
can not only enhance the exchange of 
experience and know-how but also 
promote development. But in order to 
be the motor for development the net-
work has to unite equal members, it 
has to have a clear goal and action 
plan. It must also be ready to assess 
its own work and outputs continuous-
ly and be ready to expand or special-
ise if necessary.

IntErnAtIOnAL	COOPErAtIOn

Being open to cooperation is a way of 
diminishing remoteness. It is impor-
tant to see your own practice in a 
broader context. Cooperation also en-
hances the sense of “belonging” to a 
certain professional community, be-
yond one’s own organisation.

There have been many changes and 
interesting developments since the 
1990s when I started working in the 
field. Working in the field of Nordic-
Baltic cooperation, then in the North-
west Russia and now being responsi-
ble for Nordic cooperation in adult 
learning has meant a lot of learning 
for me.

There are certain possibilities and 
preconditions of good and meaningful 
international cooperation. The thresh-
old for international cooperation can 
be quite high and smaller organisa-
tions may find it difficult to make the 
necessary commitments because of 
language issues, insecurity about com-
munication, amount of investment 

necessary (both in terms of time and 
money), required managerial and 
planning skills, and so on. This is why 
it is crucial that international cooper-
ation is really relevant for our daily 
work and can be turned into a win-
win situation. When cooperating on 
really equal basis there should be a 
feeling of being able to contribute 
with something as well as gaining 
something.

The neighbouring Nordic and Bal-
tic regions have already more than 15 
years of collaboration experience. To-
day this cooperation is as important 
as it was before the Baltic states en-
tered the EU; or even more important. 
The regional cooperation is an inter-
mediate link between the national lev-
el and the EU level. And for small 
countries and nations it is a good way 
for strengthening their voice and im-
pact and also feeling less remote than 
when acting each country separately.

The Nordic region aims at remain-
ing a welfare region that is developing 
in a sustainable way. At the same 
time, it aims to be a highly competi-
tive region with a competent labour 
force and active citizens. As far as my 
experience goes even Baltic countries 
share similar values and aspirations. 
This region has great potential and 
these countries should really think 
about how to achieve the best results 
together. Cooperation and finding a 
strong profile as a region in Europe 
and even the world is important. Al-
though Northwest Russia is geograph-
ically close, it may seem remote due 
to different cultural and historical de-
velopment. However, for the sake of 
strengthening the whole Northern re-
gion, Northwest Russia can be seen as 
a natural and important third partner 

in the Nordic–Baltic cooperation.
We already have a lot of technolog-

ical tools and cooperation methods 
for diminishing remoteness. We also 
have very good preconditions for de-
veloping cooperation further; on the 
one hand there is political support for 
regional development initiatives. On 
the other hand there is a strong public 
sector in the Nordic countries and 
good support to development initia-
tives. The third pre-condition is may-
be the wish to upgrade level of com-
petences or/and acquire new ones. If 
these preconditions remain valid and 
both individuals and organisations are 
actively engaged then the potential for 
innovation and diminishing remote-
ness is very strong. I believe that it 
very important to use the existing 
possibilities (technology, strategic 
means, cooperation programmes, etc.) 
actively, creatively and selectively so 
that concrete needs are addressed and 
best solutions found.

Mobility is an important tool for 
increasing understanding and promot-
ing learning from each other. When 
we learn more about the diverse roles, 
codes and values in other societies or 
cultures, they seem closer to us be-
cause we know them better. And it 
does not matter how far geographical-
ly the areas might be from one anoth-
er. Cooperation also increases security 
and better mutual understanding. It 
also allows differences to be made in-
to assets for innovation and discus-
sion instead of conflict. It is easier to 
compare and analyse similarities, but 
good discussion, which might lead to 
development, is often created by dif-
ferences. Differences should be noted 
and used in a constructive way.

It might be helpful for different ac-
tors of lifelong learning, when enter-
ing a cooperation project, to be 
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strongly aware of what their strengths 
and “best products” are. This is cer-
tainly good grounds for developing 
new offers or improving the existing 
ones with quite new and inspiring ide-
as acquired from other fields of adult 
learning, different from one’s own.

CrOSS-SECtOrAL	COOPErAtIOn

Currently there is strong emphasis on 
cross-sectoral cooperation in the Nor-
dic cooperation for the benefit of the 
society, labour market and the indi-
vidual learner. Cross-sectoral coopera-
tion does not mean blurred boarders 
and losing profile. On the contrary, 
specific characteristics, traditions and 
values developed through many years 
in the different fields of adult learning 
should be respected and preserved. 
And what is especially important, 
they should be made clear to other 
sectors. Transparency and clear com-
munication of learning outcomes 
should help the learner select the 
learning path that matches their con-
crete needs in personal life or work. It 
is important that learners, employers 
or education planners can clearly see 
what are the competences that can be 
acquired in the concrete field of adult 
learning, what are the values commu-
nicated through this type of learning 
and how the individuals and the local 
society can benefit from them. 

A well functioning regional or local 
lifelong learning centre is an example 
of the multiple benefits of cross-secto-
ral cooperation in adult learning. On 
the one hand the centre maps the edu-
cational needs in local enterprises or 
individual learning needs; and on the 
other hand clear and transparent in-
formation about pathways of learning 
(organisations offering education, 
study length, etc.) is available at the 

centre. The learner or the enterprise 
can then be professionally guided 
among different actors in order to ac-
quire the necessary competence or 
validate prior learning in the shortest 
time and the most suitable and eco-
nomical way. The challenges for the 
adult education institutions are the 
new pedagogical competences needed 
and the new roles of educators; they 
need to work together with the repre-
sentatives and education planners 
from workplaces, maybe leave the 
classroom and enter offices or ware-
houses.

I strongly believe in the innovation 
and development potential of cross-
sectoral cooperation. A Nordic re-
search team has analysed successful 
personnel training programmes and 
drawn up concrete guidelines for 
workplaces and educational institu-
tions (the report is available online 
from http://www.norden.org/pub/sk/
showpub.asp?pubnr=2007:576). The 
analysis shows that a successful com-
petence development process requires, 
above all, thorough planning and 
close cooperation between the educa-
tional institution and the workplace.

Keeping up with the latest develop-
ments of research and entering into a 
closer cooperation with the field of re-
search is also important (Hoyrup & 
Elström, 2007). There is strong devel-
opment potential in the cooperation 
with research. The Nordic region is 
geographically big and socially and 
economically diverse. If research re-
sults are relevant and can be used by 
the local education providers or entre-
preneurs it certainly increases their 
competitiveness but also strengthens 
the whole Nordic region.

FuturE	ChALLEngES

Next year is the European year of cre-
ativity and innovation and I think we 
need to look for and analyse cases 
and good examples of adult education 
practice in order to be concrete and 
really clarify what innovation means 
for adult education and lifelong learn-
ing. NVL has a working group that 
has searched for innovative praxis in 
adult learning in terms of methodolo-
gy, organisation, evaluation, etc. One 
finding that the group has come up 
with is that innovation is created 
when different traditions of learning 
meet and can be used as mutually 
complementing practices. It is also im-
portant to try out something that feels 
innovative and then be able to test it 
again and again in one’s own practice 
in order to make it really one’s own.  
The use of arts, drama, alternative 
physical space (buildings, classroom 
arrangement), and use of virtual space 
are factors that contribute to innova-
tion of adult education praxis. Crea-
tivity and innovation can also be part 
of adult educators’ competence devel-
opment. Studying and practicing new 
roles can be innovation – an adult ed-
ucator can also be a coach, a facilita-
tor, and a guidance counsellor.

I believe the challenge is to start 
thinking and acting with focus on 
learning outcomes. It is important 
that education organisations can 
clearly define what are the competenc-
es the learner would achieve. And it 
also puts the responsibility on the 
learner to search and choose the right 
type, form and pace of education. 
This demands a great deal of flexibil-
ity, opening up and cooperating be-
tween the types and levels of adult 
learning (e.g. formal and non-formal; 
vocational and higher education). It 
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also implies that competences ac-
quired in different sectors should be 
valued somewhat equally and seen as 
puzzle bits composing a whole.

Consequently, adult guidance is re-
ally important, guidance that does not 
gear either to work or to education, 
but helps to clarify the best path for 
further development at this concrete 
situation for the learner, employee or 
citizen. Finally, I would also like to 
mention recognition and validation of 
competences acquired through prior 
learning, work or daily life. Building 
on the already acquired knowledge 
and competences is very important. 
Nordic countries have worked a lot 
with this and achieved good results 
but still I think a lot remains to be 
done. More effort should be put into 
outreach work, “spreading the word” 
about the possibilities of validation as 
well as explaining the ways an indi-
vidual or the labour market can ben-
efit from this. More should also be 
done for getting the different stake-
holders involved in validation to talk 
together, to reach agreements that 
would make the whole process as 
easy, accessible and transparent as 
possible.
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Critical views  
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i n the past few decades Michel 
Foucault (1926-1984), French 
historian, sociologist and phi-
losopher, has become a promi-

nent figure in the social sciences pan-
theon. Foucault is best known for his 
historical works on sexuality, the 
prison system and the human sciences, 
and often referred to when discussing 
issues of social power. Foucauldian 
ideas have slowly gained momentum in 
adult education as well, and Andreas 
Fejes and Katherine Nicoll have now 
edited a welcome and timely volume on 
various uses of Foucault in the study of 
lifelong learning.

The book is divided into three parts. 
In the first one, prominent educational 
theorists, such as Thomas S. Popke-
witz, Richard Edwards and Mark 
Olssen, introduce some general 
Foucauldian perspectives on lifelong 
learning. The second part takes a closer 
look at these ideas in case analyses of 
job training, motivation theories and e-
learning, among others. The book then 
finishes with Gert Biesta’s critical reflec-
tion on the possibilities and limits of a 
Foucauldian critique of lifelong learn-
ing. 

The starting point of just about any 
Foucauldian analysis is the notion that 
knowledge and power are not mutually 

exclusive, but go hand in hand. Power 
shapes and makes use of knowledge, 
and knowledge opens up new fields for 
power to operate. Even scientific truths 
and discourses are tangled up in social 
power relations. For Foucault, power is 
not merely negative, violent or prohib-
iting, but essentially a productive force. 
Especially in modern liberal societies 
social power often takes the form of 
promoting the autonomy and well-be-
ing of the citizen. Moreover, it should 
be noted that power is not owned by 
anyone, or distributed from any single 
point, but rather dispersed throughout 
the society. Thus it can be said that 
power, in the Foucauldian sense, is a 
relational concept. Any discourse or so-
cial practice can be analyzed as an as-
semblage of dynamic power relations 
and forms of knowledge. 

In the book the power/knowledge 
nexus is apparent in the ways that the 
discourse of lifelong learning regulates 
ways of knowing and acting; enabling 
and sustaining some, while inhibiting 
and excluding others. According to 
Mark Olssen, today’s discourses of life-
long learning often revolve around eco-
nomic interests whereby educational 
practices are connected with the work-
ings of the labour market. Lifelong 
learning is thus conceptualized as the 
constant acquirement of skills and 
competences for the governmental aims 
of increasing ‘workforce versatility’ 
and the mobility of capital (p. 39).

In addition to power and knowl-
edge, the primary focus in Foucault’s 
own oeuvre has been the historical con-
stitution of the human subject. Again, 

Foucauldian analysis offers a counter-
intuitive starting point. The subject, 
contrary to the prevailing liberalist 
view, is not seen as rational, autono-
mous and self-controlled by default, 
but rather analyzed as an effect of his-
torical power relations. This has signifi-
cant repercussions for a Foucauldian 
critique of lifelong learning. It urges us 
to ask how subjects are made to think 
and work upon themselves as lifelong 
learners, and what kinds of techniques 
of self-reflection and motivation are be-
ing used.

The central concept circulated in the 
articles is the Foucauldian neologism 
‘governmentality’. It refers to practises 
(‘government’) and ideas (‘mentality’) 
of governing human behaviour in liber-
al societies. Contemporary governmen-
tality strives toward promoting individ-
ual freedom of the citizen as well as 
harnessing and disciplining the useful 
and productive powers of the popula-
tion. In addition to Foucault, the book 
draws on prominent Foucauldian gov-
ernmentality scholars such as Nikolas 
Rose and Mitchell Dean. They have an-
alyzed the ways in which governmental 
technologies in the age of advanced lib-
eralism focus on fabricating a subject 
who is entrepreneurial, responsible and 
flexible. This mode of governing is mo-
tivated by the widespread neoliberal 
thrust of taking down coercive and in-
efficient state structures in order to 
promote individual freedom and eco-
nomic productivity. The new practices 
are thus usually seen as ‘supporting’ 
and ‘enabling’ rather than ’disciplining’ 
or ‘patronizing’, while forging a strong 
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bond between the autonomy of the 
subject and economic competitiveness.  

The evident strength of the book is 
in the way it discloses various levels of 
educational practice where these tech-
niques of governing the lifelong learner 
are played out. Governmentality oper-
ates in the official texts and policies of 
the OECD and the EU, as well as at the 
micro-social and psychological levels of 
teaching, learning and self-reflection. 
This plethora of techniques and strate-
gies is aimed at constructing the afore-
mentioned neoliberal subject who is 
flexible and entrepreneurial. While all 
of this may sound like a laudable and 
empowering project, the unsettling no-
tion that the articles highlight is the 
subtle way in which  this governmen-
tality normalizes the behaviour of the 
lifelong learner. 

This is quite well illustrated in Mari-
nette Fodge’s article on job seeking be-
haviour and the management of ‘em-
ployability’ in Sweden. Whereas in the 
1950s and 1970s the governance of job 
seeking behaviour was directed to-
wards a critical awareness of one’s 
rights and conditions of employment, 
today an individual in the labour mar-
ket should learn to take personal re-
sponsibility for being employable and 
to acquire skills to ‘sell’ oneself. This 
means learning to act like a coopera-
tive, effective and flexible applicant, 
while at the same time trying to be an 
authentic and singular person in order 
to distinguish oneself from other job 
seekers. Should one then fail to find a 
job, the problem is not located in the 
structures and policies of the labour 
market, but rather in the insufficient 
skills and competences of the individu-
al job seeker. A lifelong learner cannot 
help but be ‘responsible’ and ‘autono-
mous’; that is, obliged to deal with all 
the pitfalls of the contemporary labour 
market on one’s own. This responsibili-

zation of the subject, masked in the 
subtle guise of liberal values and slo-
gans, seems to be the most draconian 
trait of lifelong learning policies re-
vealed by Foucauldian analysis. 

However, the articles stress that 
power relations can always have unex-
pected consequences. Subjectivities are 
never thoroughly determined by power 
relations which are always events of 
confrontation that can yield defiant 
subjectivities and forms of knowledge. 
Katarina Sipos Zackrisson and Liselott 
Assarsson make this very concrete in 
their analysis of a verbal exchange be-
tween an adult educator and an unwill-
ing student at a Social Science lesson 
(pp. 119–120). This minor conflict 
shows that there are implicit notions of 
what counts as legitimate knowledge 
and normal behaviour which are taken 
for granted by adult educators, yet not 
unanimously shared by students. 

Moreover, the writers of the book 
themselves illustrate strategies for 
destabilizing the truths and power rela-
tions of lifelong learning. One way to 
do this is to historicize the dominant 
form of governmentality, so that the 
seemingly inevitable truths of lifelong 
learning are revealed to be in constant 
historical flux. For Thomas Popkewitz, 
Foucauldian historicizing offers a way 
of opening up a critical space for alter-
native ways of thinking about educa-
tion, whereas Maarten Simons and Jan 
Masschelein seek liberation from life-
long learning altogether. In the con-
cluding article, Gert Biesta sees that the 
most concrete value of Foucauldian 
analysis lies in the way it makes us ‘no 
longer know what we do’ (p. 220), 
rather than in creating vistas of eman-
cipation from power relations. Thus, as 
Biesta sees it, Foucault is not for those 
who wish to free education from prac-
tices and ideas that exclude and nor-
malize. Rather, the whole point of 

Foucauldian critique is to make us feel 
ill at ease with what we are doing as re-
searchers, administrators and educa-
tors. This is thought to make it possible 
for new and different critical practices 
to emerge. 

The structure and the overall argu-
mentation of the book are very coher-
ent, and it makes satisfactory and in-
spiring reading for those interested in 
critical views on lifelong learning. Even 
though the late French thinker has had 
a reputation of being somewhat ob-
scure and difficult to understand, this 
book can be quite easily approached 
without any prior acquaintance with 
the works of Michel Foucault himself.  
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