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O R I E N TAT I O N

THE REAL MULTI-RELIGIOUS EUROPE
Robert Jackson
STUDY OF RELIGIOUS DIVERSITY: A
CHALLENGE FOR ADULT EDUCATION

After September 11, 2001 there was a
policy shift within international and
European inter-governmental institutions towards advocating the study of
religions in European publicly funded
educational institutions. In translating
policy into practice, issues of representation, interpretation and reflexivity
might be addressed in studying religious diversity within contemporary
societies in ways which both avoid stereotyping and engage students’ interest.
Specialists in adult education and specialists in the study of religions, and
learners themselves could work together to develop new approaches to lifelong learning about religions.
LLinE Profile: Navid Kermani
OTHERS GIVE US LABELS – BUT WE
ARE MORE THAN THAT

Religion is as good or as bad as people
themselves. The German and Iranian
Navid Kermani has for a long time in
many ways and many forums advocated an open look at the relation between
the religions, cultures and people representing them, here in the diversity of
Europe. The attitudes and actions of
the majority in a country seem to determine the reactions of the minorities.
WHAT IS ADULT EDUCATION DOING
Robin Sclafani and Katy Nicholson
JEWISH ORGANISATION DEVELOPS
TOOLS FOR MULTICULTURAL
DIALOGUE

CEJI has extended its activities from
representing the Jewish community to
promoting a democratic, diverse, inclusive and integrated Europe to guarantee the peaceful coexistence of people.
It networks with a broad range of
NGOs to develop tools for educators
of adults and especially young people
whose educators often are peer groups.
Bert Kuipers
LIFELONG LEARNING IN THE
PROTESTANT CHURCHES OF EUROPE

Education is possibly the most fundamental feature of Protestantism in all
202
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its diverse forms. It was from the beginning the way people were made to
think themselves – and choose for
themselves. It has continued in the
Protestant churches with slightly different orientations, but always as one important way of work.
Petra Herre
PROTESTANT ADULT EDUCATION
LOOKS FOR NEW USER GROUPS
THE CATHOLIC FEECA WORKS IN
MANY COUNTRIES

The Protestant adult education work
looks to the future with open eyes and
sees challenges in attracting new target
groups into its provision – it sees that
the methods and topics have to be reorientated towards the younger generations.
The statement of the umbrella organisation of the Catholic adult education gives a covering vision of their
mission in lifelong learning.
Christian Geiselmann
PERSPECTIVES ON LIFELONG
LEARNING AND RELIGION IN BOSNIA
AND HERZEGOVINA

The still difficult situation in Bosnia
and Herzegovina is focused on the religious division, though the real roots
may be elsewhere. This makes cooperation and alleviation of tensions more
difficult. The pronounced independence
of the parts of the country amount to
having separately managed schools in
one building. There is a long road to an
easygoing society. NGOs are creating
tools for people to see a more holistic
picture of their history, both ancient
and recent and their present world.

declare their goals for peace, and an intellectual and open approach respecting
diversity of opinion.
Nina Litvinova and Olga Gordina

FROM MOSCOW TO IRKUTSK
– ADULT LEARNERS’ WEEK ON
TRAIN

The Russian Adult Learners Week took
the group to the railroad side towns
and cities on the way from Moscow to
Irkutsk. In Irkutsk they helped the local
activists find and articulate the different forms of existing adult education
and lifelong learning.
THE EU PRESIDENCY:
SLOVENIAN ADULT EDUCATION

LLinE wishes to introduce the adult education scene in the country which is to
take the Presidency of the European
Union for the next six months.
The Slovenians are proud of the
progress during the past over 15 years,
but see also challenges even in surprising areas like adult literacy. The very
strong tradition in adult education research and the good cooperation between research and practice with active
and creative personalities have given
Slovenia a special place in European
adult education.
Slavica Černoša and Elido Bandelj

SLOVENIAN ADULT EDUCATION
IN THE CONTEXT OF LIFELONG
LEARNING
Nevenka Bogataj

WALTZ IN S MINOR – NONFORMAL LEARNING

Gabriela Ruppin

Sonja Klemenčič and Tanja Možina

JEWISH RELIGIOUS AND SECULAR
EDUCATION IN LEO BAECK COLLEGE

CARE FOR QUALITY IN ADULT
EDUCATION IN SLOVENIA

Ibrahim Darwish-Mohammed
THE MUSLIM COLLEGE IN BRITAIN

The often state-supported Christian
churches have a developed system to
educate their people. The Jews and the
Muslims have created their own. They
both need a college of higher, analytical
and critical education, and for educating the lay leaders and educators (rabbis, mullahs) inside the church. Both
4 | 2007

Ana Ileršič

“I WOULD NEVER HAVE
REALISED WHAT I’M CAPABLE OF
ACHIEVING”. SIAE’S WORK ON
LITERACY
Zvonka Pang1Pahernik

THROUGH CELEBRATION
TOWARDS INCREASED
PARTICIPATION AND NEW
PARTNERSHIPS

T

he statistics show that in
nearly all European countries one of the three big
religious communities is
clearly dominant; yet the religious
diversity brings out defence reactions,
which often emerge from ignorance
and fear. In some countries church and
religion is formally separated from
state but has still a great power in society, in others there is a state church but
it may not have direct power. The
majority religion has more influence in
people’s behaviour than many of us
realise. It is in values and attitudes,
even for those who do not actively
practise it; it affects the legislation, and
the way we see the ‘others’. In many
places the symbols of the majority religion are openly present in public
places, but those of even big minority
religions are not.
Religion is based on our need to
have a trust that there is life extending
beyond this one; a need for safety, protection, connection with other people –
togetherness. I believe that it is one of
the most powerful ways of creating a
feeling of community. There are both
good and frightening examples to refer
to. When we are part of a community
there is a danger of dividing the world
into ‘us’ and ‘them’. It is good to remember what German-Iranian Navid
Kermani says in this issue: It is the public opinion that makes people ‘Muslims’. Yet, as he reminds us: religion is
only one part of our identity – even for
those who actively practise it.
Religion is connected to the history,
and it is also part of the culture. We
have recently seen how abruptly and
tragically reference to religion can
change feelings in a community. Christian Geiselmann tells about the situation in the present-day Bosnia and
Herzegovina in this issue. Without a
conscious approach to understand the
role of religion, ours and others’, we
run a risk of confrontations. Robert
Jackson writes about the efforts that

the international communities like the
EU, the Council of Europe and OSCE
see necessary to provide ways for people to better understanding and ultimately respect ‘the other’. We have to
hear what they say, and listen; even listening is not enough – we have to listen
so that we want to understand.
I believe that adult education has
done a lot, and will still find a number
of tools to promote it. Especially teaching religion bears a great responsibility
which has also been taken by religious
communities as we can read in this and
some previous issues of LLinE. We can
only hope that the efforts and attitudes
presented here spread as widely as possible in their communities. The common ground in these three religions is,
as someone put it: faith, hope, and
charity.
In this world of changing communities,
the community of the LLinE journal is
taking a new step. I am leaving this interesting job. From the beginning we
had the idea of a community that
would encompass the whole field of
adult education – which has now been
realised in the term lifelong learning.
We, then, saw no necessary boundaries
between formal and non-formal education or who the providers were. We
wished to include the learners in the
community, give them the voice which
is now slowly being actually heard here
and there in the seminars and conferences – and every time with a powerful
effect.
What I have most enjoyed in this
work has been the contacts with the
writers. Over these 12 years there have
been way over 600 contributors to
LLinE – from more than 50 countries. I
have been fascinated by the creativity
of people in different countries in organising opportunities for people to
learn; and I have been impressed and
moved to learn about the results in
people’s lives, often the ‘teachers’ have
been affected as much as the ‘learners’.

I will miss all the energy that I have
been getting from the contacts both in
making the journal and organising the
LLinE Conferences.
I have had the luck to work with
two extremely good editors-in-chief,
first with Professor Kauko Hämäläinen, who left the post a year ago, and
this past year with Professor Kristiina
Kumpulainen. They have taken responsibility and given support when needed.
The LLinE editorial board, their expertise, ideas and connections, direct contributions and guest editorship, and the
inspiring discussions have created a
community which, I believe, has not
been quite insignificant to the members
themselves. Even in this issue we are
starting a new series with the introduction of the adult education in Slovenia
as the next country of EU Presidency.
I am happy to have been able to
work for a few months with my successor, Kaisa-Leena Juvonen. She brings in
not only a new generation but also new
energy, new ideas and views, on a fine
sense of lifelong learning.

EEVA SIIRALA
Managing Editor of LLinE
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EDITORIAL

Listen to understand

OTHER THOUGHTS

Dr. Zoran Jelenc, the first Director of Slovenian
Institute for Adult Education, on the question:
Do the EU initiatives (aimed at
strengthening competition in the European economy, promoting active citizens, developing the mobility and quality of coexistence in multicultural communities; every European should have
an equally open path to the development of their capacities, and so forth)
seem to you a sufficiently strong basis
for further development of the profession and the culture of lifelong learning?
We do need to be careful not to allow
the predominance of the vulgar economist concept of developing lifelong
learning (economic success, competitiveness) and to create a balance between that and humanist goals. The
needs of the EU and the money it provides for this from its funds are those
things that have a decisive influence on

the decision-making in the Slovenian
government and on its education policies. And this for me is a reliable sign
that the idea of lifelong learning has
made the transition into a mature stage
of development and has become a subject over which politicians are making
an effort. Here, however, I must say
with pride that in our concept of operation for the SIAE 15 years ago we already based our thinking on such assumptions. For the majority of politicians, however, we were jumping the
gun. Right now in Slovenia – on the initiative of the Ministry of Education
and Sport – we are adopting a Strategy
of Lifelong Learning into which are
built the European goals in the area of
lifelong learning and training in the period 2007–2013.

INTIME ONTIME

North-South Exchange on

Family Literacy
Family literacy bridges formal and nonformal education and seems to be an
effective approach to promote literacy
and an opportunity for adults and children to become lifelong learners. In the
North family literacy is widely perceived as an involving children and
their parents in centre-based programmes. The concept of intergenerational learning exists everywhere in the
world. A North-South exchange on
practice and research in family literacy
will be beneficial for both sides, also
because family literacy programmes in
the North are often designed for immigrants from the South.
In a November seminar in Hamburg
family literacy practitioners and researchers from all world regions met to
discuss multilingualism, community
outreach, teacher training, research and

204
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best practices. They also prepared recommendations/a report on this issue in
preparation for the Sixth International
Seminar on Adult Education (CONFINTEA VI), to be held 2009 in Brazil.
The UNESCO initiative aims at
helping LIFE countries in setting up
family literacy policies and programmes. In this first seminar the participants charted policies, practice and
especially research in the field of family
literacy worldwide; explored the relevance and potential of intergenerational learning within adult education and
lifelong learning; and created a network to build capacities in family and
intergenerational literacy programmes
especially for LIFE countries.
Source: UNESCO UIL Nexus Vol. 2,
No. 3 (October 2007)

4 | 2007

The Slovenian Institute for Adult
Education (SIAE). It was founded in
1991, and started up in January 1992,
so this year it is celebrating its 15th anniversary.
With its early leader figures, SIAE
saw its mission in the synergetic development of research, developmental, educational, consultative, information
and promotion work, and in the critical monitoring of events, the encouragement of innovation and opening up
into the international sphere.
Source: Novičke Spring 2007, http://
siae.acs.si/

Commission calls
for an all-inclusive
digital society
Despite technological progress and enhanced competition, more than one in
three Europeans are still excluded from
fully benefiting from the digital society.
Benefits of EUR 35–85 billion over five
years could be generated if society
would be made more inclusive, websites more accessible and broadband
Internet made available to all EU citizens. On 29 November, the Commission presented its e-Inclusion initiative
to Council, calling on Member States
to support a number of key actions, including an awareness campaign for
2008 “e-Inclusion, be part of it!” e-Accessibility legislation, similar to that of
the USA, is also under consideration.
Source: European Commission, Reference: IP/07/1804. Date: 29/11/2007

One in Four is a new campaign pack
from NIACE for learners with mental
health difficulties, launched at the Annual Mental Health Conference Our
Learning Journey in November. It was
to coincide with a celebration of the
journey that practitioners have made to
improving services to people with mental health difficulties.
The campaign pack One in Four
builds on the learner work published in
the NIACE publication One in Four
but also provides ideas and strategies
to campaign on issues around mental

health, including using art and creativity to raise awareness about mental
health and to challenge discrimination.
One in Four also includes briefing
sheets on applying for funding and
dealing with the media.
Kathryn James, NIACE Development Officer for Learning and Health,
said: ”We hope that One in Four will
be useful to everyone who wants to
draw attention to any particular issues
about mental health, or to campaign
for better services for people with mental health difficulties.”

There are still challenges to overcome if people with mental health difficulties are to have the access, and the
same opportunities, to learning, skills
and employment as other people, to
lead fulfilling lives. James
continues:“This is the journey we still
have to make.”

INTIME ONTIME

One in Four - New campaign pack for
learners with mental health difficulties

Source http://www.niace.org.uk/news/
current.htm

The European Qualifications Framework: major benefits
for citizens and employers throughout Europe
The European Qualifications Framework EQF is meant as a translation device between the Member States’ qualifications systems. It will help employers
and educational establishments across
Europe compare and better understand
people’s the qualifications. The EQF
system contains eight reference levels,
covering the span from basic to the
highest level qualifications. The Recommendation specifies that countries
should relate their national qualifications systems to the EQF by 2010. By
2012, every new qualification issued in
the EU should have a reference to the
appropriate EQF reference level, so the
benefits to mobility and lifelong learning that the EQF brings will be visible
and available to every EU citizen.
EQF is a translation grid for qualifications around Europe. It has two principal purposes: (1) to promote mobility
between countries, and (2) to facilitate
lifelong learning. Both are indispensable for achieving more and better jobs
and growth, as Europe faces the challenges of becoming an advanced,
knowledge-based economy.

The European Commissioner for Education, Training, Culture and Youth,
Mr Ján Figel’, launched the EQF at a
major education conference in November in Lisbon.
Commissioner Figel´ explained its
significance: “People in Europe too often face obstacles when they try to
move from one country to another to
learn or work. They even sometimes
face obstacles when they want to move
from one part of their own country’s
education system to another, e.g. from
vocational education and training to
higher education. The EQF will make
different qualifications more easily
readable between different European
countries, and so promote increased
mobility for learning or working. Within countries, the EQF initiative has already encouraged the development of
National Qualifications Frameworks.
Over the next few years, the EQF will
promote lifelong learning, for example
by making it easier to gain credit for
the learning people have already
achieved.”

The Recommendation that has been
approved by the European Parliament
foresees that Member States relate their
national qualifications systems to the
EQF by 2010, and that individual certificates or diplomas should bear an
EQF reference by 2012. The EQF is expected to be formally adopted in early
2008.
Source: EAEA Newsletter Nov 2007
and http://ec.europa.eu/education/policies/educ/eqf/index_en.htm
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Study of

Religious
Diversity
A Challenge for
Adult Education
Tradition is communicated at the group level, and that
is where social and linguistic interactions occur. But
the study of one’s own ancestral tradition, in religious
or cultural terms, can also give new insights in reexamining one’s sense of identity. Studies of religions
and beliefs, and the adoption of studies of religious
diversity are highly interesting at the moment. There is
a clear drive from international and European intergovernmental institutions for publicly funded
educational institutions to tackle the issue.
Robert Jackson
206
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of current provision in Europe in relation to ‘religious education’ (understood in some rather different ways in
different national systems of education). Then I will consider issues of
pedagogy, using the interpretive approach as an example of an appropriate pedagogy for studying religious diversity in contemporary societies. Although much of the recent discussion
has been related to schooling, there are
obvious implications for developments
in lifelong learning.
THE UNITED NATIONS AND UNESCO
The United Nations (UN) is a global
association of governments whose stated aims are to facilitate co-operation in
international law, international security, economic development, social
progress and human rights issues. In
2001, the International Consultative
Conference on School Education in Relation to Freedom of Religion or Belief,
Tolerance and Non-Discrimination was
held under the auspices of the then
United Nations Special Rapporteur on
Freedom of Religion or Belief, Mr. Abdelfattah Amor. The Final Document of
the Conference took the view that that
education should contribute to promoting tolerance and respect for freedom
of religion or belief. Its recommendations included the strengthening of a
non-discriminatory perspective in education and of knowledge in relation to
freedom of religion or belief. (Amor
2002; see also Larsen & Plesner
2002,12–13)
The United Nations Educational,
Scientific and Cultural Organization
(UNESCO) has been involved in human rights and inter-cultural education
over a long period. The Dakar Framework for Action 2000–2015 is the basis of UNESCO’s current priorities, and
refers directly to the role of educational
institutions in promoting understand-

ing among religious groups, emphasising the importance of governmental
bodies in developing partnerships with
religious groups in educational contexts. (The Dakar Framework for Action 2000, http://unesdoc.unesco.org/
images/0012/001211/121147e.pdf, accessed 2 September 2007) Also,
UNESCO’s Inter-religious Dialogue
Programme aims to promote interaction and understanding between religions or beliefs and supports education
and teaching in the field of inter-religious dialogue through the publication
of pedagogical material.
To return to the UN more broadly,
in 2005 the UN Secretary-General
launched an initiative, co-sponsored by
the Prime Ministers of Spain and Turkey, for an ‘Alliance of Civilizations’ to
respond to Huntington’s idea of a clash
of western and Islamic civilizations. He
established a high level group of distinguished people with the task of producing practical recommendations to
counter the ‘clash of civilizations’ view.
The report includes the recommendation that ‘Education systems…must
provide students with a mutual respect
and understanding for the diverse religious beliefs, practices and cultures in
the world’. (Report of the High Level
Group of the Alliance of Civilizations
2006, available at http://www.unaoc.
org/repository/HLG_Report.pdf, accessed 2 September 2007) The recommendation takes the view that ignorance is often a cause of hostility towards religions, and that educational
materials should be developed reflecting a consensus view.
EUROPEAN UNION (EU) AND
EUROPEAN COMMISSION (EC)
In 2005, the Council of the European
Union (heads of state and the President
of the European Commission) adopted
a resolution on the response of educa-
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T

he study of religions as part
of public education has
become a major issue in
recent times across Europe
and on the wider international scene,
and the debate is as relevant to adult
education as it is to schooling. This
shift in emphasis is partly due to the
global attention given to religion as a
result of the events of September 11,
2001 in the USA, their causes, on-going
consequences and associated incidents
that have affected people in many parts
of the world.
In one inter-governmental institution, the Council of Europe, the move
from argument to policy development
was held back by a reluctance to acknowledge issues concerning religion as
a mode of discourse within the public
sphere. As noted in a Council of Europe document, the attacks on the
World Trade Centre and other targets
in September 2001, acted as a ‘wake up
call’, bringing the issues directly to the
attention of influential international
bodies and precipitating action at the
level of public policy (Council of Europe 2002).
I will note recent initiatives taken by
key inter-governmental bodies, namely
the United Nations (including
UNESCO), the European Union (and
European Commission), the Council of
Europe, and the Organisation for Security and Co-operation in Europe in encouraging the development of studies
about religions (and beliefs) in public
education. The main impetus for these
initiatives lies in a combination of expressing respect for human rights in the
public sphere (through the development of tolerance and respect for freedom of religion or belief, for example)
and in fostering social cohesion
through combating ignorance and developing understanding and tolerance
for difference. Next I will give a sketch
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tional systems to racism and xenophobia which emphasises the value of using teaching materials that reflect Europe’s cultural, ethnic and religious diversity. (Resolution of the Council
1995, available at http://europa.eu/
scadplus/leg/en/cha/c10413.htm, accessed 4 September 2007)
Perhaps the most important recent
initiative offered by the EC is its support for research in the field of religions
and education. Through the Framework 6 programme, the EC has sponsored research into varieties of teaching
about religions or beliefs that promote

The research proposal was
submitted as part of the EU
Framework 6: ‘Citizens and
governance in a knowledge based
society’ research field, under
Research Priority Area 7: ‘New
forms of citizenship and cultural
identities’. The Project was designed
to contribute to section 7.2.1.,
‘Values and religions in Europe’
dialogue and address conflict. The
project is entitled ‘Religion in Education: A contribution to dialogue or a
factor of conflict in transforming societies of European Countries?’. The
project’s main aim is to establish and
compare the potentials and limitations
of religion in the educational fields of
selected European countries and regions. It brings together scholars from
nine universities in Germany, England,
Norway, the Netherlands, France,
Spain, Estonia and the Russian Federation. The project aims to identify approaches and policies that can contribute to making religion in education a
factor promoting dialogue in the context of European development. Its
work includes a series of discrete national studies, European overviews
(Jackson et al. 2007), cross-European
studies (including qualitative and quantitative studies of adolescents’ attitudes
towards the study of religions in
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The Council was founded in 1949
and is based in Strasbourg, France.
It comprises 47 member states
currently and its aims include
protecting human rights, pluralist
democracy and the rule of law and
seeking solutions to problems such
as discrimination against minorities,
xenophobia and intolerance
(Council of Europe 2004a).
schools) and comparative studies. The
project began its work in March 2006
and is scheduled to end in February
2009. (http://www.redco.uni-hamburg.
de/web/3480/3481/index.html, accessed 4 September 2007). Although
dealing mainly with schooling, the
project findings will be relevant to policy development and pedagogy in adult
education.
COUNCIL OF EUROPE (COE)
The values of freedom of religion or
belief and education for tolerance are
embedded in Council of Europe documents, such as article nine of the Convention for the Protection of Human

The European Convention for the
Protection of Human Rights and
Fundamental Freedoms, available at
http://conventions.coe.int/Treaty/en/
Treaties/Html/005.htm (accessed 4
September 2007).

Framework Convention for the
Protection of National Minorities,
available at http://www.coe.int/
t/e/human_rights/minorities/2._
framework_convention_
(monitoring)/1._texts/PDF_H(1995
)010%20E%20FCNM%20and%20Ex
planatory%20Report.pdf, accessed 4
September 2007)
Rights and Fundamental Freedoms
and article twelve of the Framework
Convention for the Protection of National Minorities. However, it is only
post 9/11 that the Council of Europe
has become directly involved in developing ideas for handling religion in the
context of public education. One key
initiative relates to Directorate IV (Ed-
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ucation, Culture and Heritage, Youth
and Sport) and its work on intercultural education.
THE RELIGIOUS DIMENSION OF
INTERCULTURAL EDUCATION
Within the Council of Europe, a view
of intercultural education has gradually
emerged, concerned with developing
competences and attitudes enabling individuals to respect the rights of others,
developing skills of critical empathy
and fostering dialogue with others
(Council of Europe 2002). However,
the topic of religion was avoided because of the different relationships between religion and state across Europe,
because of the diversity of current arrangements in member states on the
place of religion in education (reflecting
histories involving religious conflict)
and especially because, as a public
body, the Council has to maintain neutrality with regard to the expression of
views on religions.
However, at the political level, the
atrocities of September 11, 2001 triggered a shift in policy. Through the
Committee of Ministers, the Council of
Europe formulated its response to include safeguarding fundamental values
and investing in democracy. In relation
to the latter, the then Secretary General,
Walter Schwimmer, affirmed that intercultural and interfaith dialogue would
become a key theme for the Council
(Council of Europe 2002). 9/11 thus
can be regarded as a symbol for the entry of the study of religion as a new
priority for European public policy on
education. This priority was, in effect,
an extension of previous efforts to
combat racism and promote democratic citizenship within the Council agreed
at the Vienna Summit in 1993. (http://
www.coe.int/T/e/human_rights/ecri/5Archives/2-Other_texts/2-Vienna_Summit/Declaration/Declaration_Vienna_
Summit.asp, accessed 15 May 2006)
In early 2002, the Council set up a
working party to examine the issues,

tives that teachers and others need to
be aware of in considering the dimension of religious diversity in intercultural education. The second begins to relate the conceptual elements of intercultural education to various approaches to teaching and learning. The third
section considers wider questions of religious diversity in educational institutions, including governance and management, dealing with how to apply intercultural education principles (participation, inclusion and respect for
human rights) in different educational
settings. The final section includes
some examples of current practice (not
necessarily good practice) in some
member states of the Council of Europe.
The Steering Committee for Education also submitted a recommendation
to the Committee of Ministers on the
management of religious diversity in
educational institutions, based on the
project’s approach. The draft Ministerial recommendation’s aim (at the time
of writing, October 2007, the draft recommendation is awaiting approval by
the Committee of Ministers of the
Council of Europe) is to ensure that
governments take into account the religious dimension of intercultural education at the levels of education policy, in
the form of clear education principles
and objectives, institutions, especially
through open learning settings and inclusive policies, and professional development of teaching-staff, through the
provision of adequate training.
The recommendation provides a set
of principles that can be used by all 47
member states. These include the following:
• agreement that religion is at least a
“cultural fact” that contributes,
along with other elements such as
language and historical and cultural
traditions, to social and individual
life;
• information on and knowledge of
religions and philosophies fall with-

in the public sphere and should be
taught in order to develop tolerance
as well as mutual understanding and
trust;
• religious or philosophical conceptions of the world and beliefs develop on the basis of individual learning and experience, and should not
be entirely predefined by one’s family or community;
• an integrated approach to religious, moral and civic values should
be encouraged in education;
• intercultural dialogue and its religious dimension are an essential precondition for the development of
tolerance and a culture of “living together”. (Council of Europe 2007)
The document recommends that the
governments of member states should
draw on the stated principles in their
current or future educational reforms,
in order to promote tolerance and the
development of a culture of “living together”, and should bring these to the
attention of relevant public and private
bodies.
THE ORGANIZATION FOR SECURITY
AND CO-OPERATION IN EUROPE
(OSCE)
The Organization for Security and Cooperation in Europe (OSCE) (formerly
the Helsinki process) has 56 participant
states, including most European states
plus the USA and Canada. It is engaged
in setting standards in fields including
military security, economic and environmental co-operation, conflict reso-

The connection with Toledo comes
from the fact that the first drafting
meeting took place in May 2007 in
Toledo and from that city’s historic
association with religious tolerance.
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prior to the establishment of a project
suggesting methods and approaches for
integrating the study of religion into intercultural education in the public domain. The key condition for including
religion as a pan-European topic in education was that, despite different
views on religion, all could agree that
religion is a ‘cultural fact’ and that
knowledge and understanding of religion is highly relevant to good community and personal relations and is therefore a legitimate concern of public policy. This was not a form of intellectual
reductionism, but a pragmatic recognition that the fact of the presence of religions in society was the lowest common denominator with which all European states could work in an educational context. The 2003 Athens
Conference of the European Ministers
of Education endorsed the project and
also recognised its significance in promoting dialogue beyond Europe. (see
the webpage entitled The Europe of
Cultural Co-operation, available at http://www.coe.int/t/e/cultural_co-operation/education/intercultural_education/
overview.asp, accessed 4 September
2007)
Issues related to the project were discussed at a high-profile conference on
‘The religious dimension of intercultural education’, held in Oslo in June
2004. Participants included educational
decision-makers from most member
states and from observer states, education professionals and representatives
of civil society involved in intercultural
education (papers from the conference
are published in Council of Europe
2004b).
Following the conference, the Council appointed a group of specialists in
religious and intercultural education to
work together to produce a reference
book for teachers, teacher trainers, administrators and policy makers to deal
with the issue of religious diversity in
Europe’s schools (Keast 2007). The first
section deals with theoretical perspec-

The draft policy recommendation
and the project book were discussed
at the first of 3 regional debates
organised by the Council of Europe
(held in Athens, 8–9 October, 2007)
designed to consider the implications
of the project recommendations
for policy development in particular
states.
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lution and human rights issues. In relation to human rights, the OSCE’s Office for Democratic Institutions and
Human Rights (ODIHR) works in the
areas of election observation, democratic development, human rights (including the right to freedom of religion
or belief), tolerance and non-discrimination, and law. The Office for Democratic Institutions and Human Rights is
therefore well placed to play a role in
facilitating dialogue and understanding
between different religions and beliefs
and in making educational policy recommendations.
The group brought together to produce the Toledo Guiding Principles on
Teaching about Religions and Beliefs in
Public Schools (OSCE 2007) includes
members of the ODIHR’s Advisory
Council of Experts on Freedom of Religion or Belief. These include authorities
on international law (with experience
in dealing with legal questions related
to the exercise of religious freedom),
education and the social sciences. Additional experts in the fields of religion,
education and pedagogy were brought
in to assist in the preparation of the
guidelines. The group as a whole reflects a range of different religious and
non-religious positions, helping to ensure that the perspective of different religious and belief communities is taken
into account and that the guiding principles are balanced and inclusive. In addition to a rationale and executive
summary, the Toledo Guiding Principles includes chapters on the human
rights framework and teaching about
religions and beliefs, preparing curricula, teacher education and respecting
rights in the process of implementing
courses in teaching about religions and
beliefs.
RELIGIOUS EDUCATION IN EUROPE –
THE PRESENT PICTURE
We have seen then that there is a very
strong impetus, derived from inter-governmental bodies such as the UN, the
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Council of Europe, the EC and the
OSCE, for European states to initiate
policies introducing ‘teaching about religions (and beliefs)’ in European educational institutions.
In linking possible new policy initiatives to current practice and future developments, we need to review the
range of policies to the study of religions to be found in different European
states. Such a review shows that the
role of religion in education has been
seen rather differently in the various
European states (Kodelja & Bassler
2004; Schreiner 2002; Willaime &
Mathieu 2005).
On the basis of these sources one
might make some points about the diversity of policy in Europe from different perspectives. One might, for example, distinguish between the different
ways in which states accommodate religion within their educational systems
and develop policy which takes these
differences into account.
There are ‘confessional’ systems in
which religious bodies are given responsibility for religious education. For
example, in Germany, the churches
have a supervisory responsibility for religious education, but within a constitutional framework of equal rights and
non-discrimination. The ‘confessional’
system is different in the Netherlands,
where schools have the right to teach
the religion of the sponsor. In some instances, as in Poland, religious education is an optional subject, taught by
insiders, according to the tenets of particular denominations (mainly Roman
Catholicism) (Eurydice 2006).
Then, there are non-confessional
systems where religious bodies have no
role in public education. For example,
in public education in France, there is
no subject devoted specifically to the
study of religion, and any teaching covering religion in subjects such as history, French or philosophy must be purely informational (Estivalezes 2005,
2006). Sweden presents another exam-
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ple of non-confessional religious education. As with France, there is no direct
involvement in education from religious bodies, but in contrast to the
French situation, religious education is
seen very much in relation to the personal development of students (Larsson
2000).
There are also ‘mixed’ systems, as in
England and Wales, where fully publicly funded schools have a form of religious education which aims at impartiality in its treatment of religion, while
mainly state-funded voluntary aided
schools may teach and promote the religion of the sponsoring body (Jackson
2007; Jackson & O’Grady 2007).
What is crucial is that the general
view of the UN, and the policies on
teaching about religions developed by
European institutions, should be
brought into close dialogue with current national policies across the continent. The first regional debate on ‘the
religious dimension of intercultural education’ (organised by the Council of
Europe and held in Athens, 8–9 October, 2007) did exactly this, disseminating the project findings and relating
them to current policies in selected
member states. The conference also
brought together key members of the
Council of Europe project writing team
with drafters of the Toledo Guiding
Principles on Teaching about Religions
and Beliefs in Public Schools and principal researchers from the EC REDCo
Project, creating a synergy between the
different European initiatives.
RELIGIOUS DISCOURSE IN THE
PUBLIC SPHERE
As noted above, one of the reasons for
the Council of Europe’s not dealing directly with religions within public education was a concern that issues of religion do not belong in the sphere of
public institutions. This view is close to
that of laïcité as expressed in French
law and policy, where the State is required to be neutral in religious matters

THE INTERPRETIVE APPROACH
The interpretive approach was developed originally for use in religious education in publicly funded community
schools in England and Wales, where
the subject is primarily concerned with
helping students to gain a critical and
reflective understanding religious diversity. Subsequently, it has been developed further in the UK, and has also
been used internationally (eg. Council
of Europe 2004b; Keast 2007; Weisse
2007).
The development of the interpretive
approach is a story of the influence of
an ethnographic methodology on the
development of an open and impartial
pedagogy for studying religious diversity. The experience of engaging in ethnographic field studies of a way of life
very different from my own changed
the researcher’s views about theory and
method in qualitative research in religion, and in publicly funded religious
education provided for a diverse population.
The book Religious Education: An
Interpretive Approach (Jackson 1997)
summarised ideas developed from the
mid 1980s to the mid 1990s during
several research studies of children
from different religious and ethnic
backgrounds in Britain and applied
them to issues concerning religious education in schools. Participation in ethnographic fieldwork led to questioning
the theoretical position of the phenomenology of religion, its practical usefulness as a research tool, and its efficacy
as a method and approach for religious
education (Jackson 1997, 7–29). The
more philosophical versions of the phe-

nomenology of religion had posited
universal ideal types or ‘essences’, embedded in human consciousness and
known subjectively through intuition
(eg. van der Leeuw 1938). Although
expressed in different cultural and historical contexts, the ‘essence’ of religion was regarded as universal, and its
various ‘ideal types’ – seen almost as
Platonic forms or ideas – were given
expression through particular examples. Thus, the meaning of these essences was held to be constant, regardless
of context, and could be uncovered
through suspending one’s own presuppositions and empathising with the
‘other’. Western (and primarily Christian) terminology tended to be projected on to a wide variety of material in
some very different contexts (Jackson
1997,14–24).
The experience of fieldwork showed
that terminology and symbols used by
adherents rarely had direct equivalents
to the Western terminology used by
phenomenologists of religion. The issue
of interpretation was seen as primarily
linguistic and symbolic, a matter of
grasping how language and symbols
were used, rather than intuitive. Both
the persons being studied and the researcher were living within social and
historical contexts. The researcher
could only start with current language
and understandings and take as much
care as possible not to superimpose
pre-conceived meanings on to new material. Grasping the meaning of terms
and symbols depended on observing
their use in context. Interpretation required, not the suspension of presuppositions (how can one be confident of
knowing one’s own presuppositions?),
but rather comparison and contrast of
unfamiliar terms used by adherents
with one’s own familiar concepts
(Geertz 1983).
Research was recognised as a reflexive and dialogical process. In other
words, the process of trying to understand someone else’s terminology was
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but guarantees the free exercise of religious worship and the organisation of
religious institutions.
Recently, the political theorist Jürgen
Habermas has stated a view that cuts
across the simple public/ private distinction (Habermas 2006). Habermas distinguishes between the formal public/
political sphere, consisting of parliaments, courts, ministries etc, and the informal or public/ political sphere, which
is held to be an appropriate setting for
communication between religious and
non-religious people. Thus, Habermas
maintains that, while political institutions should remain neutral with regard
to religion, at the level of discourse between secular and religious citizens (and
between citizens of different religious
persuasions), religious language and argument can and should be used.
Fundamentally, understanding is developed through communication or dialogue. Habermas’s view is that it is up
to religious people to explain their language, and the values associated with
it, to others through dialogue in appropriate settings within the informal public/ informal political sphere. Through
such communication, ‘secular’ people
can learn something about values from
religious people, while some religious
people might learn to re-express their
language more meaningfully in the context of late modernity. For Habermas,
there is the possibility and desirability
of the development of mutual understanding through communication.
Habermas has his critics, but his
general argument presents a theoretical
case that is consistent with the policy
shifts that have taken place in the intergovernmental institutions discussed
above and it offers some pointers towards the types of procedure and pedagogy that could operationalise their
policy initiatives at the level of adult
education. In terms of pedagogy, I will
introduce the example of the interpretive approach, developed over some
years at the University of Warwick.

Studies of children from Christian,
Jewish, Muslim, Sikh, and Buddhist
backgrounds were linked to the
generation of religious education
theory and the development of
a series of texts for children and
young people – the Warwick RE
Project. The research, entitled
‘Ethnography and Religious
Education’, was funded by the
Economic and Social Research
Council (project reference number
R000232489).
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not simply about grasping their use of
words or symbols, but included a questioning of one’s own understanding and
use of terms, such as ‘religion’, ‘religions’ and ‘Hinduism’ and a critical interest in the historical development of
this terminology, especially since the
eighteenth century.
This history encompasses the development of comparative religion and
phenomenology of religion, including
the emergence of the names of some of
the religions – such as Hinduism (Jackson 1996; Jackson & Killingley 1988;
Jackson & Nesbitt 1993) – in the nineteenth century, and the use in religious
studies of expressions such as ‘religions
of the world’ and ‘world religions’ in
the twentieth century (Jackson
1997:49–60).
The work of Edward Said, in particular, was important in highlighting the
element of power as one factor in the
formation and representation of religions – whether by ‘outsiders’ (including writers of travelogues, histories and
research reports) or ‘insiders’ of different kinds (Said 1978).
The experience of ethnographic research called for a more flexible way of
representing religious material than
found in comparative religion or the
phenomenology of religion. This was
done by creating an interplay between
individuals, the membership groups
they belong to, and the wider religious
tradition. (Jackson 1997,96–104). ‘Religions’ were seem as broad religious
traditions with different ‘structures’,
reference points for individuals and
groups, whose shape and borders are
often contested, but with descriptive
content. ‘Religions’ or ‘religious traditions’ are thus related by family resemblance and have in common some reference to the transcendence of ordinary
human experience.
The following summary of the key
concepts of representation, interpretation and reflexivity emphasises pedagogy, and could be adapted for use by
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adult learners (it is already being used in
the initial training and the continuing
professional development of teachers).
REPRESENTATION
A model for representing religious material was developed which encourages
an exploration of the relationship between individuals in the context of
their religious and cultural groups and
to the wider religious tradition. The religion or religious tradition is seen as a
contested ‘whole’. Individuals relate to
various membership groups. Groups
are of different, sometimes overlapping, types (sub-traditions, ‘streams’,
denominations, ethnic groups, sects
and movements, castes, families, peer
groups etc. [Jackson 1997,64–5]).
Groups are communicative. It is at the
group level that social and linguistic interactions occur, and that tradition is
communicated (Jackson & Nesbitt
1993; Nesbitt 2004).
It also should be noted that processes of ‘transmission’ take place within a
matrix of both traditional and modern
plurality (Jackson 2004). Young people
interacting with parents, community
leaders, peers from the same background, texts, spiritual teachers etc. also interact with other sources of value
outside the tradition, and the types and
degrees of interaction may vary over
time.
Examining the interplay between individuals in the context of their groups
and the wider tradition offers a view of
religions which acknowledges their
complexity and internal diversity, including their varying interactions with
‘culture’. The personal and group-tied
elements of religions are emphasized,
with religion being presented as part of
lived human experience. The approach
is not relativistic in relation to truth,
aiming for a procedural epistemological openness and acknowledging varying and often competing truth claims
(eg. Jackson 1997,122–6).
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INTERPRETATION
Rather than asking researchers or
learners to leave their presuppositions
to one side, the interpretive method requires a comparison and contrast between the researcher’s/ learner’s concepts and those of people being studied.
Sensitivity on the part of the student is
regarded as a necessary condition, with
empathy only being possible once the
terms and symbols of the other’s discourse have been grasped. Interpretation also overlaps with issues of representation in also examining the relationship between individual cases in the
context of groups in relation to a developing idea of the wider religious tradition.
REFLEXIVITY
Reflexivity is understood here as the relationship between the experience of
students and the experience of those
whose way of life they are attempting
to interpret. Three aspects of reflexivity
are identified in relation to the interpretive approach. Firstly, students are encouraged to review their understanding
of their own way of life (edification).
Secondly, they are helped to make a
constructive critique of the material
studied at a distance; and thirdly, they
are involved in reviewing their methods
of study.
It should be made clear that ‘being
edified’ by studying religious material
does not imply adopting the beliefs of
followers of that religion. It does, however, build upon a genuinely positive
attitude towards diversity, seeing the
meeting between people with different
beliefs and practices as enriching for
all, and seeing individual identity as being developed through meeting ‘the
other’.
Edification may not only result from
studying religions or cultures other
than one’s own. The study of one’s own
ancestral tradition, in religious or cultural terms, can also give new insights

in re-examining one’s sense of identity.
In the case of religious education, students might see religions, including the
one of their own history, from a new
perspective. Ethnographic source material, plus data from locally conducted
studies, could provide a basis for this,
as could historical material (whether
from local or wider sources) (Meijer
2004).
Reflexivity also involves engaging
critically with material studied. Managing such critical work is a sensitive pedagogical issue, especially in pluralistic
learning situations. Criticism can also
be applied fruitfully to method. Just as
researchers should spend time reflecting
on the effectiveness and the ethics of
the methods they have used, so a critique of methods should be part of
studies of religions and beliefs. A methodological self-awareness can reveal issues of representation and can also
stimulate creative ideas for improvement, in the presentation of findings to
others, for example.
DEVELOPMENTS
Initially the pedagogical ideas, and the
data from ethnographic studies, were
used in the development of curriculum
texts (the Warwick RE Project) written
for children and young people of different ages (eg. Barratt 1994a, b; Barratt
& Price 1996a, b; Everington 1996a, b;
Jackson, Barratt & Everington 1994;
Mercier 1996; Wayne et al. 1996). The
books aimed to help learners (and
teachers) to use interpretive methods in
engaging with ethnographic data on
children from religious backgrounds,
portrayed in the context of the communities in which they lived and the wider
religious tradition to which they related.
Subsequently, the broad approach
has been (and continues to be) devel-

oped in a number of directions. (eg.
McKenna, Ipgrave & Jackson, forthcoming; O’Grady 2003, 2005; Whittall
2005). The key concepts of the interpretive approach also provide stimulus
for a group of studies being conducted
by members of a ‘community of practice’ as a specific UK contribution to
the wider REDCo Project. These action
research studies (O’Grady 2007a) aim
to develop pedagogies that foster dialogue and address religious conflict,
and include studies with teacher education students and with teachers undertaking continuing professional development (O’Grady 2007b). Jackson (forthcoming) discusses developments to the
interpretive approach in a European
and wider international context.
CONCLUSION
In conclusion, there is a clear drive
from international and European intergovernmental institutions for the adoption of studies of religious diversity, or
studies of religions and beliefs, in publicly funded educational institutions.
Policy recommendations and guiding
principles from such organisations are
being considered by European governments and educators in relation to current provision for ‘religious education’
in its various forms. There is much
scope for developing such studies of religious diversity within adult education.
While mixed pedagogical approaches,
meeting the needs of specific national
systems and local situations, are likely
to be needed, the interpretive approach
is offered as a flexible methodology for
addressing religious diversity in contemporary societies. It is hoped that
specialists in adult education might
work together with specialists in the
study of religions and adult learners to
use the concepts of the interpretive approach creatively in developing new
modes of lifelong learning about religions.
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The concept of a community of
practice refers to the process of
social learning that occurs when
people who have a common
interest in a subject or problem
collaborate over an extended
period to share ideas, find solutions,
and build innovations (Wenger
1998).
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Others

give us

labels
but we are more than that
Navid Kermani is a writer. And a versatile, prominent
and frequent participant in the German discussion on
intercultural dialog and related areas in which he is
an expert such as the situation of immigrants in
Germany or the relationship between the three big
religions. He is interested in the sense and essence of
religion and religions. He is interested in how people
meet in the multicultural, multireligious world.
Eeva Siirala
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IS IT INDIVIDUALS WHO MEET, NOT
CULTURES?
Born in Germany, and a German (and
Iranian) citizen, Navid Kermani is a
second generation immigrant. Member
of several cultures, not only German,
European, Iranian, Middle-Eastern, but
also an academic intellectual, writer,
well-versed in many fields of art. One
of Kermani’s articulated arguments in
the present-day Europe is that people
cannot be restricted to one part of their
life. They are not only Muslims or
Catholics, but they also have many
other significant characteristics and
identities.
Navid Kermani has been involved in
several fascinating programs which aim
at intercultural, inter-religious meetings. One of them is the “Westöstliche
Diwan”, West-Eastern Divan, which
engaged 22 Arab and German authors
in exchange.
The core concept envisaged German
authors travelling to Arab countries,
Turkey or Iran, to meet fellow-writers
there and then those writers were invited back to Germany to a return visit.
On these exchange visits the writers
could get to know each other in their
own environment, see the country to-

NAVID KERMANI was born in Germany to an Iranian family. He studied
Islamic Studies, Philosophy, and Theater in Cologne, Cairo, and Bonn. He
completed his studies as a Dr. Phil. at the Rheinische Friedrich Wilhelms
Universität Bonn with a dissertation on the aesthetic reception of the Koran.
After leaving the Wissenschaftskolleg zu Berlin / Institute for Advanced
Study, he has lived as a writer in Cologne. He has published books, articles
and literary reviews in the German media. He has worked as a director and
“curator for extraordinary events” at the city theatre of Cologne (Schauspiel
Köln). He is a member of the “German Islam Conference”, initiated by the
German interior minister. Navid Kermani was awarded several prices, the
latest being the fellowship of the Villa Massimo in Rome for the year 2008.
A few weeks ago, he was elected into the prestigious “German Academy for
Language and Poetry” (Deutsche Akademie für Sprache und Dichtung), as
the first member from the second generation’s migrants. He is an Iranian
and a German citizen. Navid Kermani is a writer of fiction and non-fiction,
monographies, articles. The latest book is the novel /Kurzmitteilung/ (Ammann
Verlag, February 2007).
gether, meet the public in joint readings, and write about each other’s literature and each other’s world each in
their own language and for their own
public.
Westöstlicher Diwan has produced
several books on the experiences. In
autumn 2007 the project concluded
with a collection of essays and poems
Zwischen Berlin und Beirut. West-östliche Geshichten (Between Berlin and
Beirut. East-West stories) with a preface by Navid Kermani, who also was a
member of the board of the project.
(http://www.west-oestlicherdiwan.de/)
In the preface Kermani tells of a
meeting of the German Michael Kleeberg and the Lebanese Abbas Beydoun.
Beydoun came to Berlin to stay there
for a few months as a guest. Previously
Kleeberg had been in Beirut on a similar visit and now Kleeberg could show
his Berlin to Beydoun as he had done in
Beirut. The dialog was almost too
good, says Kermani.
With Beydoun in the same Berlin
guest house happened to stay also the
Hungarian Nobel Prize winner Imre
Kertész, survivor of the concentration
camps. Beydoun had written a long appreciative article on Kertész in a Beirut
paper, the first Arab intellectual to pub-

licly acknowledge his work and the
prize he received. But Kertész did not
show any interest in meeting the Lebanese author in Berlin. On the contrary,
he expressed his sympathy to the Israeli
tanks moving into the Lebanese soil,
where Beydoun’s home village happened to be. Beydoun was baffled by
the difference he saw in the man’s behaviour and the humane analysis his
books expressed. They had met at a
point where they understood where we
do not understand – but where literature helps to see. Beydoun wrote another, even longer essay in the Beirut
paper.
WHAT IS INTER-RELIGIOUS DIALOG?
Navid Kermani reminds us that it is
nothing new that it is necessary to
know the canon of other cultures and
religions to understand our own. The
Muslim scholars in Baghdad and Basra
knew that because by direct arguments
with Christian and Jewish theologians
they developed the theology of Islam.
The Christian scholastics knew it, their
intellectual horizon extended far beyond the Christianity. The Jewish Maimonides in the 12th century Andalusia
knew it, continues Kermani, Maimonides did not study Islamic philosophy
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eligion is as good or as
bad as people themselves.
Navid Kermani compares
it with life: The existing
religions are simply there, the same
way life is there. Religions do not
respect sense or ethos, but often seem
to defy the ‘good’. They can be intolerant, discriminatory against women,
give expression and cause to violence.
The role of religion is to give meaning
to the life beyond this life. The misuse
of religion can be read in the history of
religions, it is a constant that cannot be
separated from it. So the obvious and
relevant question to Navid Kermani is:
what is a good religion?
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to learn about Islam – but his own Jewish philosophy. Kermani takes an examples of today: a Christian theologian
reads the Koran probably also in order
to learn something about the Bible, and
an Iranian theologian like the Ayatollah
Mohammed Mojtahed Shabestari in
Teheran reflects on contemporary Protestant theology, in order to reform his
own, Shiite theology.
This is what dialog is to Kermani,
concrete work on the texts of other religions, discussions on specific theological issues, “a discovery voyage in the
cosmos of beliefs of another religion,
its rites, its sounds, its poetry, its forms
and scents; it is not holding hands, not
apologies or explaining the self-evident”.
The view of the foreign should not
be left to specialists, but be part of the
self-understanding of each theology,
says Kemani. But in his view, for each
phase of mental and theological creativity such an extension of the field of
vision is fundamental. Today it is indispensable also for social and politicocultural reasons. In our society which is
dominated by the market economy, by
industrially manufactured gods, the religions have essential common requests.
They should stop merely reassuring
each other, and present these requests
together in society. They should directly remind people of the fact that regarding current questions like the gene
research or the fate of refugees there
are certain axioms of our world view
which are respected over the borders of
the individual religions and cultures
and should not be sacrificed.
IMAGE OF MUSLIMS IN EUROPE
Especially today there is a danger of
the image of Muslims, and not only in
Europe, to be concentrated on the religious issues. “The people are Muslim,
but their first reference point is not Is-
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lam, but their own cultural origins and
present-day Germany. Reducing Muslims, or even the whole debate of integration, to Islam, is more than unsound. It is intrinsically fundamentalist”, says Kermani. He believes that the
different groups of Muslims see the
need to change, they have begun to
make themselves heard in the German
society. “It is the German society, the
public opinion that makes people
‘Muslims’.” There is a dialog between
the Muslims and the State. The problem is who are the right people to discuss? Who has the power, the mandate
to make decisions on the part of the
Muslims? The construction of Mosques
and the teaching of Islam at schools
and universities in German are the basic demands of the Muslim community.
In the near future Muslims will have to
see how they can organize themselves,
as members of a non-organised religion, in order to find their institutional
place in a country such as Germany,
alongside the Church and the Jewish
communities.
Speaking about the situation in the
different European countries and their
relation to Muslims, Kermani compares
Germany and France. Iranians, Turks,
Lebanese do not consider themselves as
one group, but rather as Iranians,
Turks or Lebanese, the societies and the
level of education are very heterogeneous between Muslim immigrants. Their
first identity is not Islam, but their own
cultural origins and present-day Germany.
Kermani does not see Germany as a
laic state. It is difficult for other religions, he says. On the other hand,
France has separated religion from the
state – one could say that the French
state does not treat any religion very
well. It is easier in a multireligious society. The German state has traditionally
a special relationship with the Church-
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es, and the Jewish community since
1945. Now there are also prominent
Muslim communities – with their symbols, claiming the same treatment. In
some Länder they are denied, which
leads to a feeling of discrimination, the
most urgent problem for the integration of the Islamic community in Germany.
“Islam requires a space in Europe in
the same way as Judaism once required
this space and continues to do so today.
And this space shouldn’t be a ghetto or
the back courtyards of inner-city apartment blocks” says Navid Kermani.
“ISLAMIC STUDIES” DO NOT SUFFICE
Europeans share with the Middle East
the two basic roots of culture and science: the Greek antiquity and the Hebrew Bible.
Until quite recently, practically all
scholarly work in Germany with the Islamic world was done in the discipline
of Islamic studies. Kermani deems it an
academic monstrosity. It cannot possibly deal with the huge spectrum of
themes, disciplines, methods and historical epochs that it is intended to be
researched and taught. Kermani compares it to a similar issue if Christianity
would be taught as “a single discipline
that would deal with the religion, culture, history, language, old and new literature, philosophy, current political
reality, music, theatre, jurisprudence
and all other aspects not only of European but of all Christian confessions,
continents, nations and ethnic minorities throughout the world deemed relevant to the humanities and social sciences”. It would then be called Christian studies.
The permeation of the religion in the
Islamic studies was a problem which
was a fundamental reason for founding
the Working Group Modernity and Islam in 1996 in Germany. It was recog-

‘we Christians,’ but to ‘we philosophers,’ and it contrasts with the ‘you’
of mysticism or jurisprudence, whether
Islamic or Jewish”, observes Kermani.
Up to the 12th century in the then Arab
Southern Europe it was self-evident to
have teachers of different religions because the Jewish, Christian and Muslim
intelligentsia of the Arab cultural space
were concerned with the same fundamental questions. But they did not necessarily arrive at the same answers or
annul the social and juridical differences between the groups.
At that time it was the Arab culture
that permeated the civilised world, “the
contemporary literary space is shaped
by the Western tradition, in which authors such as Adonis, Orhan Pamuk
and Haruki Murakami participate
without having to deny their own origins and national affiliations or characterize themselves as Western or Westernize. If Europe is to understand itself
adequately, it would seem imperative
that such an understanding integrates a
neighbouring culture with which the
continent has always maintained a
close mutual relationship and which is
now gaining renewed significance within Europe itself”, sees Navid Kermani.

SOURCES:
http://www.navidkermani.de
Kermani: “Finally my Germany is facing the problem”, The German-Iranian author interviewed by Daniele
Castellani Perelli. 6 Jun 2007
Brauchen wir den interreligiösen Dialog? Rede auf dem Evangelischen
Kirchentag, Juni 2003, Frankfurt
(abgedruckt in der Frankfurter
Rundschau) http://www.navidkermani.de
Navid Kermani: Modernity and Islam.
http://www.wiko-berlin.de/index.
php?id=294&L=1
Islamische und jüdische Hermeneutik
als Kulturkritik. Ein Projekt am Wissenschaftskolleg initiiert von Almut
Bruckstein und Navid Kermani.
Es ist wichtiger, ein guter Mensch zu
sein als ein guter Muslim. Eine
Erörterung der Frage: Was ist eine
gute Religion? 24. August 2006,
Neue Zürcher Zeitung http://www.
nzz.ch/2006/07/05/fe/articleE750M.
html
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nised that the religious character
formed the public image of cultures influenced by Islam.
“The treatment of Islam by early
Oriental studies as an autonomous anthropological quantity, to which Muslims meekly surrendered, and the accompanying view of the religion of
Muslims as the reason for their inferiority and structural incapacity for reform prepared the ground for the utilization of Muslim history as an interpretive framework for the present”,
says Navid Kermani. “The West’s obsession with understanding the Orient
through its religion is still noticeable in
curricula and even in the delineation of
subject areas, with the result that confessional divisions are superimposed on
the investigation of a common cultural
sphere.”
Kermani is worried about the disconnected state of fundamentally connected studies. In Germany, even
though many large universities offer
courses in Islamic studies, Judaic studies and in a few cases Christian Oriental studies, usually they are not connected in any way. The outstanding tradition of Jewish scholarship of the Orient and the study of Judaism
commonly corresponding to it was destroyed. Few students of Islamic theology, philosophy and mysticism are acquainted with the works of Jewish or
Christian authors of the same time, the
same location, even the same street.
And in the crucial question of language, very few students of Judaism
learn the Arabic language even though
fundamental works of Jewish philosophy, poetry and mysticism were written
by authors who wrote and spoke Arabic and who were addressing an Arabic-speaking public.
“The ‘we’ in Arabic philosophy or
Arabic poetry, for instance, often does
not refer to ‘we Muslims,’ ‘we Jews’ or
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Jewish organisation
develops tools for

intercultural
dialogue
Education helps. Young people, adults, teachers are the
key to understanding and respect in our future Europe.
Jewish and Muslim people can be enemies but also
partners with a common religious and historical basis,
and shared experiences of discrimination. Dialogue and
understanding between both communities is therefore
essential. CEJI tries to give tools to an Inclusive Europe.

Robin Sclafani and Katy Nicholson

E

stablished in 1991 as the
Centre Européen Juif
d’Information, CEJI’s
founding aim was to provide a link between Europe’s Jewish
communities and the European institutions, and the organisation remains a
key point of reference for Jewish communities on EU matters, bringing Jewish experiences and concerns to the
attention of EU decision-makers, and
working to empower local organisa220
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tions to become more interculturally
and internationally active.
However, in response to the growing
need to foster respect and understanding between all members of today’s increasingly diverse European societies,
CEJI has since extended its activities to
better promote ‘a democratic, diverse,
inclusive and integrated Europe to
guarantee the peaceful coexistence of
its people.’ In co-operation with a
broad range of NGO partners, the or4 | 2007

ganisation now runs projects in the areas of diversity education, interfaith
and intercultural dialogue and advocacy for EU-wide policies to effectively
combat all forms of discrimination.
CEJI – now known as ‘A Jewish Contribution to an Inclusive Europe’ to
better reflect these broadened objectives – has recently been granted Participatory Status with the Council of Europe in recognition of its work in these
areas.

CEJI has been involved in diversity education for over ten years. Working in
partnership with the U.S.-based AntiDefamation League’s A WORLD OF
DIFFERENCE® Institute, CEJI offers
short and long-term trainings, trainthe-trainer and program development
opportunities created to develop respect for diversity and the skills to succeed in multicultural societies. CEJI has
also developed two subject-specific
training modules to address particular
social needs: religious diversity and
gender/homophobia. All programs are
adapted to various national contexts
and to the needs of the target community. The actual programs are Religious
Diversity and Anti-Discrimination
Training; and Fruitcakes: Tackling
Gender-based Discrimination and
Homophobia.
SCHOOL-BASED AND YOUTH
PROGRAMS
A significant proportion of CEJI’s educational work is carried out in schools
and with young people through the A
CLASSROOM OF DIFFERENCE™
and Peer Training Programs, a diversity
training process and curricular resource
designed for schools to enable them to
be better prepared to meet the challenges of a multicultural school community. The programs, which have
reached more than 25,000 young people in Europe since their introduction
ten years ago, are implemented in
schools in four European countries by
national co-ordinating organisations:
IRFAM and AGORA in Belgium,
ARES in France, Intercultural Alliance
(ICA) in the Netherlands and Oltreilponte in Italy.
Peer education is a great tool for the
young influencing other young people,
but it also has a snowball effect on
adults and social sectors surrounding
the young. Not only that, but the youth
can develop projects that have a direct
impact on wider social conditions – if
only given encouragement and opportunity by adults and institutions supporting them. This is why CEJI planted
the seeds for EPTO – the European
Peer Training Organisation – to grow

into the impressive youth network it is
today, the key to the provision of nonformal education with young people,
established by CEJI in 1996 and now
an independent organisation. EPTO educates youth leaders to discuss issues
related to prejudice and discrimination,
to lead workshops that challenge stereotypes and to become activists against
exclusion within their youth organisations and schools. EPTO has to date
trained more than 500 peer trainers in
21 countries, who have in turn reached
more than 7,000 young people with the
message of diversity, raising awareness
and providing the skills to confront all
forms of discrimination. Other recent
EPTO activities include the development of the Fruitcakes training module
on Gender Discrimination and Homophobia and participation in a European
Youth Forum-supported faith-based expert group which aims to mainstream
interfaith dialogue in European youth
policies and initiatives.
ADULT EDUCATION PROGRAMS
While CEJI is particularly active in
youth-focused diversity education, the
organisation has also played a lead role
in the development of a number of
adult education programs in this field.
Developed by CEJI and six partner
organisations with funding from the
EU’s Grundtvig Program and the Ford
Foundation, the Religious Diversity
and Anti-Discrimination Training for
Adult Educators offers adult educators
tools for situations where religious diversity and discrimination are a concern.
The training program, which takes
place over five days, includes subjectspecific activities on antisemitism and
islamophobia. It is not designed as a
form of interfaith dialogue, nor does it
propose itself as an expert in the variety of religious traditions. Instead it is
designed in the spirit of anti-prejudice
diversity education: to facilitate dialogue and sharing of experiences in the
area of religion and culture; to recognise, respect and understand religious
diversity; to recognise and confront
contemporary manifestations of stereotyping, prejudice and discrimination
related to religion; and to develop indi-

vidual skills and institutional strategies
for creating inclusive intercultural environments. The methodology is highly
interactive and participatory, building
upon participants’ own experiences to
address practical situations, and participants receive manuals containing pedagogical tools for use in their own educational and community contexts.
The module’s intended target groups
include adult educators who could benefit from increased awareness and capacities for working with religiously diverse populations, in addition to pedagogical tools for increasing the awareness and capacities of the adults with
whom they work. Community associations engaged in adult education could
benefit by having concrete programs
that they can offer to improve intercultural relations. Individuals who experience religious discrimination may also
benefit from the program. They can develop increased awareness of the issues
involved in religious discrimination,
new language and skills for confronting
religious discrimination and engaging
in positive intercultural relations, and a
deeper appreciation of a multi-religious
society.
The program was piloted at the
Multi-Faith Centre in Derby, UK in October 2006 and training seminars for
adult educators have since taken place
in Bulgaria and Italy, reaching more
than 40 adult educators from 11 European countries with a broad range of
religious and cultural backgrounds.
Trainings currently planned for 2008
will take place in Toulouse, France in
February and Konya, Turkey in June.
They are open to people of all faiths,
beliefs and senses of religious and nonreligious belonging, and funding is
available from the from national Socrates agencies in the form of Lifelong
Learning Programme grants from the
EU’s Grundtvig and Comenius Programmes to cover travel expenses.
CEJI also offers interested members
of the public an opportunity to participate in 2-day religious diversity and anti-discrimination workshops based on
the training for adult educators. Pilot
English and French-language workshops were held in Brussels in June and
November 2007, attended primarily by
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representatives of European NGOs and
educational institutions.
A second adult-focused training program, Anti-Discrimination Training
Measures in Public Authorities, was developed between 2002 and 2004 by
CEJI and the Northern Ireland Council
for Ethnic Minorities (NICEM) with
the support of the EU’s Community Action Programme to Combat Discrimination. Program participants have included representatives of public authorities and NGOs in Northern Ireland
and Germany.
The aim of the program is to ensure
that public authorities are sensitive to
the needs of all the different sections of
the community they serve and act accordingly. It also aims to encourage equitable treatment towards the men and
women they recruit and employ, who
have similarly diverse ethnic and cultural backgrounds and equally diverse
characteristics in terms of religious belief, age, disability, sexual orientation,
political opinion, or marital status.
The approach encourages co-operation between public agencies as well as
involves those affected by the policies
and practices in question in their design, and to create awareness throughout the institutions concerned of the
need to ensure that attitudes and behaviour are not coloured by prejudice.

ship does not operate in a vacuum, neither is the school environment operating in isolation from the rest of the society. This why during the next two
years CEJI will be piloting a community-based initiative across five EU countries that brings a variety local stakeholders, including from the neighbourhood school as well as local youth,
public authorities, social workers, business owners, and others, together for a
process of diversity training, needs
analysis and action planning. We are
hoping that the exchange of points of
view across a variety of sectors within
a very localised neighbourhood will
help mobilise resources and cooperation to improve conditions for all. This
is another form of intercultural dialogue.

PARTICIPATION IN EDUCATIONAL
NETWORKS

INTERFAITH AND INTERCULTURAL
DIALOGUE

CEJI brings its expertise in this field to
a number of educational networks, including Teaching Religion in multicultural European Societies (TRES), a thematic network of academic institutions
formed with the objective of highlighting, promoting and developing new
strategies for the teaching of religion
and theology in a multicultural European context. CEJI is also involved in the
Network on Intercultural Learning in
Europe (NILE), which promotes lifelong intercultural learning in national
policies and programs, and the A
CLASSROOM OF DIFFERENCE™Diversity Education Network (ACODDEN), established by CEJI in 2000
with the EU support to serve as a European platform in the field of intercultural education.
Just as the teacher-student relation-

Intercultural dialogue means talking,
and listening – to each others’ perspectives, experiences, needs – and responding to them. Cooperating. It often requires addressing inequalities, healing
traumas and tensions, changing institutional structures that may be inherently
discriminatory.
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Comments from participants in the Religious Diversity &
Anti-Discrimination Training Module:
‘I achieved a much greater level of personal awareness not only of my religious
experience, but also about its place among other unique diverse experiences.
To me the course provided a precious opportunity for self-exploration which
was a great added value to the strictly professional aspects of the program.’
‘We all agree about the existence of religious diversity and the problems
which arise from it. In order to tackle these issues, we must first look into our
own diversity. In doing so, we learn a great deal - not only about ourselves but
also about others – what we think, what we believe, what we hope. That is the
mental and spiritual profit of diversity. That for me was an invaluable outcome
of the training.’

EUROPEAN JEWISH-MUSLIM COOPERATION PLATFORM
A further key aspect of CEJI’s work is
its facilitation of a new European Platform for Jewish-Muslim Co-operation.
The Platform, officially launched at an
event at the European Parliament at the
end of November 2007, aims to facilitate co-operation, dialogue and partnership between Jewish and Muslim
communities at local, national and
4 | 2007

trans-national levels within Europe; increase the visibility of and empower existing Jewish Muslim initiatives; and initiate and promote new opportunities
for dialogue and co-operation between
Jewish and Muslim communities.
The dialogue approach is particularly pertinent to relations between Muslim and Jewish communities, which
have been greatly affected by the volatile political situation of recent years.
Jewish and Muslim people find themselves not only as perceived enemies
but also as possible partners with a
common religious and historical base
and shared experiences of discrimination. Fostering dialogue and understanding between both communities is
therefore essential.
The Platform grew from a one-year
Jewish Muslim Dialogue project,
launched by CEJI in late 2005 and supported by the Ford Foundation and the
European Commission. The project
compiled national mapping reports
containing information on partnerships, initiatives and best practice in
the field of Jewish Muslim dialogue
and produced these reports for Belgium, Denmark, France, the Netherlands and the United Kingdom.
The mapping reports were released
at a European Conference on JewishMuslim Dialogue, which took place in
Brussels from 15–17 April 2007. This
event celebrated the many successful
Jewish Muslim dialogue initiatives taking place in local communities and provided an opportunity to share experiences and good practice for over 70
Jewish and Muslim participants from
five European countries. A major outcome of the Conference was a Declara-

ADVOCACY AT A EUROPEAN
LEVEL
CEJI’s project activities are underpinned by European-level advocacy
work aiming to promote a Europe that
is respectful of its diverse citizenship –
both by promoting the positive strategies to create it, such as the inclusion of
diversity education in school curricula
across the EU, and by confronting that
which prevents inclusion such as institutional discrimination and hate
speech. Both aspects are crucial in the
context of a surge of support for extremist right-wing views, bringing racism, islamophobia and antisemitism into mainstream European politics
(Council of Europe’s Commissioner for
Human Rights, November 2006), coupled with a notable rise in antisemitism
on the left of the political spectrum
(UK’s All-Parliamentary Inquiry into
Antisemitism) and the increasing vulnerability of Roma to racist violence
and crime (Chair of the Board of the
European Monitoring Centre on Rac-

ism and Xenophobia (EUMC), November 2006).
The recently published Guidelines
for Policy-Makers on Citizenship Education for Diversity is an example of
CEJI’s activities in the area of education advocacy. Developed through a
year-long project funded by the EU’s
Socrates Accompanying Measures Programme and the Compagnia di San
Paolo, the Guidelines for Policy-Makers on Citizenship Education for Diversity are intended to support the implementation of diversity education in the
school curriculum. Additional key outcomes of the project are an inventory
of existing practices in the field of Citizenship Education for Diversity in formal secondary education and national
reports from five European countries,
(Further information, including down-

Recent advocacy work has included
the publication of a Factsheet on
Religious Discrimination and Legal
Protection in the European Union
in co-operation with the European
Net work Against Racism (ENAR),
which is available from www.ceji.
org.

loads of the various publications associated with the project, can be found at
www.ceji.org/acodden/ced.php).
CONCLUSION
People must be prepared to live successfully within diversity and to engage
in effective intercultural dialogue.
Whether young or old, a local
shopowner, a school teacher or a high
ranking public official, we must have
the will, the attitude, skills and opportunities to make intercultural dialogue
work.
This is the role of Education, lifelong education, the combination of life
experience and training that can and
should take place throughout the various sectors of society.
In this context, CEJI’s aim to provide a ‘Jewish Contribution to an Inclusive Europe’ is more relevant than
ever. Moving ahead, CEJI now aims to
inspire more people and organisations
to actively join us in the pursuit of inclusiveness in all sectors of European
society.

ROBIN SCLAFANI

KATY NICHOLSON

is the Director of CEJI – A Jewish
Contribution to an Inclusive Europe.
Formerly New York City Project Director
and then Director of Programs and Special
Projects at the Anti-Defamation League
A WORLD OF DIFFERENCE® Institute
in New York, she has worked with CEJI
since their first educational program
in 1996. Robin has an MA in Conflict
Resolution and came to Brussels in 1998
as a Fulbright Scholar with the European
Commission.

is the Communications Officer at CEJI – A
Jewish Contribution to an Inclusive Europe.
Previously a researcher and administrator
with the international literary organisation
PEN, Katy has an MA in Russian Politics
from University College London and an
MSc in Forced Migration from Oxford
University. She has worked with CEJI since
January 2007.

CONTACT
Ms. Robin Sclafani
Director
CEJI - A Jewish contribution to an inclusive
Europe
Avenue Brugmann 319, B-1180 Brussels
E-mail: robin.sclafani@ceji.org
Tel: (32 2) 344.34.44 / Fax: (32 2) 344.67.35

CONTACT
Ms Katy Nicholson
Communications Officer
CEJI - A Jewish contribution to an inclusive
Europe
E-mail: Katy@ceji.org

http://www.ceji.org/
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tion of Commitment to Jewish Muslim
Co-operation which agreed to establish
the European Platform for Jewish Muslim Co-operation.

W H AT I S A D U LT E D U C AT I O N D O I N G

Lifelong learning
in the

Protestant
churches of
Europe

Education and learning are essential in Protestant churches – have
been from the beginning. People had to learn to be able to
understand. Learning in connected to entering adulthood in
confirmation. Lifelong learning is provided by church organisations
to the general public as well as their own volunteers.

Bert Kuipers

E

ducation is possibly the
most fundamental feature
of Protestantism in all its
diverse forms. This is
related to its history. Protestants
wanted to distinguish themselves from
a Church, in which, as they found, certain things had become deformed. The
essence of Protestantism was in the
protest against deformed relations, and
to that extent, Protestantism is an
emancipation movement. For a good
reason the history of the Reformation
is written in red ink: the authorities, in
Church and Town Hall were not
pleased about the emancipation of the
common people. Therefore, information, education, explanation belong
principally to the churches of the Reformation. How else than by informing
them could they get people on their
224
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side. That is why Martin Luther,
Zwingli, John Calvin and all other
reformers left behind a big body of
work on education, both for children
and for adults. Possibly one might conclude that what liturgy means to the
Roman Catholics, worship to the
Orthodox people, that is education for
Protestants (Germans speak about Bildung, the French call it formation).
Who are Protestants in Europe? In
Germany, the Scandinavian countries
and in the Baltics they are mainly Lutheran, in France, Belgium, the Netherlands, Hungary, and Hungarian speaking Rumania they are mainly Calvinist,
in England the Anglicans are quite dominant, but Baptist and Free churches can
be found everywhere. Waldensians live
in Italy and Hussites in the Czech Republic, in Bohemia and Moravia.
4 | 2007

CONFIRMATION IS PEDAGOGICAL
INITIATION TO ADULTHOOD
One of the most important forms of
adult-education is carried out on the
threshold of adulthood, in the process
of Confirmation. This is the very moment on which youngsters are counted
as adults. Essentially it is a moment of
initiation, with a broader pedagogical
context. In pre-Reformation times, as it
is still practised in the Roman Catholic
tradition, the confirmation is conferred
by the bishop or his vicar, and was
counted as one of the seven sacraments.
In Protestant circles the sacramental
character has been abandoned, but
nevertheless it is understood in a sacramental way. For young people this moment of Confirmation is the moment
on which you start to belong to the
world of adults, and it is intensely ex-

SEVERAL FORMS, SERVICES AND
DISCUSSION GROUPS
Furthermore, the Protestants have other forms of educational activities, to be
found in nearly every congregation.
Traditional Calvinists had and have
their evening services according to the
pattern of the Heidelberg Confession,
divided in as many Sundays as are
available. These services are mainly didactic, they have a very sober liturgical
order, and they have a monologue
structure. Beside that, sometimes there
were or still are comparable services
during the week, also with a fixed theological topic.
In all congregations, traditional or
liberal, a whole network of educational
issues will be found: bible groups, discussion groups, groups exclusively for
men or women, in which the main pur-

pose was to transfer knowledge. In the
past, these groups were led in a rather
monologous way. One cannot put back
the clock and participants grew more
self-conscious: the purpose of these
courses became an exchange of
thoughts. The participation of parishioners in these courses, apart from
church attendance, became a good criterion to see whether a congregation or
parish is vital.

ly great depth. All in all, it can be stated that lifelong learning is an indispensable phenomenon in Protestant
churches.
The last two decades, Protestants
and Catholics have found each other
across the borders of their parishes in
common learning courses. More recently, the encounter with Muslims is
another addition.
EAEE-NETWORK

VOLUNTEERS NEED INSTRUCTION
In the countries where the volunteers
play an important role in church life
(Belgium, France, Netherlands, the new
EU countries) a great emphasis is laid
upon the training of lay people, members of the congregation to take over
roles in the parishes: in worship, funerals, preparation for baptismal liturgy,
pastoral care, etc. This requires more
formal instruction.
A new phenomenon is the theological study group. This form of education has a Jewish origin. It concerns an
interactive form of learning with usual-

Ecumenical Association for Adult Education in Europe
Evangelische Arbeitsgemeinschaft fuer Erwachsenenbildung in
Europa
Association Protestante de l’Éducation des Adultes en Europe
Organisatie voor Volwassenendeducatie in de Protestantse
Kerken van Europa
The EAEE is an association for people working in Christian adult education in
Europe.
It is a network of workers in ecumenical adult education in Protestant
churches in Europe. It offers a chance to meet colleagues in other countries
and exchange experiences and discuss the work for people who are involved
in adult education as an organiser, a teacher or a voluntary worker with a
Christian church or an agency.
Problems and arguments between people or communities will become more
complicated as soon as they turn out to have a religious background. This
background creates a legalizing from ‘the other side’. In Europe which more
and more is becoming a multi-religious world, this conflict with religious
dimensions is playing a bigger and bigger role.Yet, can those problems still be
tackled? Can the religious aspects be described? And is it possible to develop
programs to counsel people in these situations to prevent them from being
ruined?
On a European level, EAEE develops a study and a development project to deal
with these questions and work out methods. We already built up a network
in several countries and applied for subsidy in Brussels in the framework of a
Grundtvig-project. A first attempt was made in the Netherlands in 2005 and
2006, a new attempt will be made from 2007.
www.eaee.net

The EAEE, in which members from 15
European countries are represented,
tries to coordinate and combine the experiences in the various countries. To
that end, the annual general meeting is
usually extended with a study meeting
in the host country to get an idea of the
educational practice in that country.
That often inspires to new activities in
one’s own environment. The exchange
of learning methods is another meaningful issue here.
One of the latest projects of the
EAEE is to examine whether it is possible to bring together parishioners
from various countries with an appealing practical theological topic.

BERT KUIPERS
is President of EAEE. Minister at the
mainchurch (Saint Laurence) in Rotterdam,
responsible for a city-broad ecumenical
network of ecclestical representation
in the very secularised society of the
second city in the Netherlands. Involved in
European network of city-churches.
CONTACT
Bert Kuipers
Grotekerkplein 27, 3011 GC Rotterdam,
Nederland
Phone: ++31104129243
info@eaee.net
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perienced in the relation with family,
church and school. In Lutheran churches the age of Confirmation is much
younger (approximately 14 years) than
in Calvinist context (18 and older).
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Protestant
adult education
looks for

new
user groups
The present users of the Protestant adult
education are the well-educated elderly
people. With a value-basis rising from
the biblical image of the human being,
the provision is ready to work for
cohesion in the multi-cultural society.

Petra Herre
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be accessible to all individuals and
groups in the population, and promoted by the state. It is not financially acceptable to target educational provision
only for church goer groups and the internal purposes of the church, eg. further training of volunteers.
The competence in education is
founded on the Federal structure of the
FRG in the Federal states, which regulate the order and financing in their
further education laws.
THE FIELD OF PROVISION IN THE
PROTESTANT ADULT EDUCATION
Each church in the Länder has its own
system of adult education. The Länder
have different legal forms. There are
educational programs which are legally
not independent, they are to a certain
extent departments of the churches or
their subdivisions, church districts or
church parishes. Some are legally independent associations which are co-financed by church tax money, in addition to national subsidies and project
means.
In the Protestant adult education
there are several types of programs,
which have different profiles and different target groups to respond to. There
are folk high schools (Heimvolkshochschulen), Church Academies of the
churches of the Länder (Kirchliche
Akademien der Landeskirchen), educational activities of the churches of the
Länder, national systems of the Protestant adult education, regional and local
education activities, city academies
(Stadtakademien), family education activities, education activities or providers of federations, eg. the services
church offers in the sphere of work,
provision for women, provision for
men.
The predominant type of activities
(66.8 percent) in regional education organises with 1–10 full-time employees
a broadly diversified spectrum of adult
education in congregations.

The Protestant Academies of the regional churches are kind of ‘lighthouses’ in the field of education. After the
2nd World War they were developed as
places for dialogue between the church
and the world, which ‘the bridge’, the
logo of the Academy in Bad Boll appropriately symbolises. The churches
did not any longer want to stand by after the experiences with the National
Socialist dictatorship, but to participate
in social interests. In the academies the
central public discussions on a high level will take place in the meetings between representatives of the public life,
from science, politics, economics, culture, media, social organisations and
representatives of the churches.
The places for family education are
still to be highlighted as a special educational provision. It followed the maternity courses of the 19th century and the
beginning of the 20th when the main
duty of the women was seen still in the
family, and yet in their families in the
time of industrialisation and increasing
mobility they no longer learned the
needed skills. Today these courses provide skills above all on family and “other ways of life”, questions of family life
and management of everyday life. There
are topics like preparing for birth, competent care of children in all phases of
their development, questions of education, fathers’ role, the topic of pair relationship, separation and divorce, about
health and healthy nutrition, exercise
and relaxation, housekeeping, as well as
creative courses.
PARTICIPANTS AND PLACES
The different systems naturally target
different participation groups and
speak to people of different environments. People with a middle-class education predominate in the meetings,
they are interested in topics concerning
the vision of the world.
All in all one can say that the user
groups of Protestant adult education
are female and they get older. Approxi-
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I

n Germany there are numerous
adult education systems in confessional organisations, ie. in
connection with the Protestant
and Catholic Churches, as well as with
the free churches. Altogether the two
big churches have approximately 1250
educational programs with 4500 fulltime employees. After the folk high
schools, the church organisers are the
second largest provider of general further and non-formal education.
The Protestant Church and the
Evangelische Kirche in Deutschland
EKD and the regional churches provide
approx. 500 units of courses with 1300
full-time employed persons and approximately 30,000 cooperating persons who work as volunteers or for a
fee.
In 2000, the provision of the Protestant adult education reached 3.1 million participants in 132 thousand classes with 1.6 million lessons a year.
The EKD as the union of the Protestant Churches in the Federal Republic
of Germany FRG represents the central
institutions (Comenius-Institut, Hauptstadtakademie in Berlin) and supports
the umbrella organisation and the professional association of the Protestant
adult education (DEAE).
It is characteristic for the range of
the German adult education not to be
totally organised by the state, but according to the subsidiarity principle
subject to national influences which
tend to form it.
There are many providers within
further education, to which also the
large social organisations like the
churches belong. The Protestant education provision is thus part of the fourth
column of the public education structure. This is the product of the education reform of the 1960s, where by the
side of the formal sector there was also
a broad range of non-formal learning.
The Protestant adult education follows the public task, it is a part of public further training. The provision must

W H AT I S A D U LT E D U C AT I O N D O I N G

mately 70 percent (max. 77.8 percent)
of the participation are female, 30 percent (max.36.4 percent) male with minimal deviations, if one regards the individual ranges of topics (figures from
2005, report Berichtssystem Weiterbildung). A higher portion of men are
present in meetings of the church academies.
The older generation is predominant. During a data collection in the
City Academy in Düsseldorf (2004) approximately 75 percent of the participants were over 60 and 2/3 were no
longer in working life. Only few young
people – and this is a problem – are interested in the provision of the Protestant adult education. Essentially all
types of provision, with the exception
of the family education which primarily
targets young families, reflect this age
structure. There all the women are between 20–35 years.
A closer look at the people responding to the provision of the Protestant
adult education reveals that they are
well-educated, often with a university
degree, thematically versatile in their
interests, from the middle-class or higher middle-class. This group belongs to
the type which the sociologists describe
as “the high-culture-traditional-lifestyle
type“. People of this environment are
particularly church-bound, often committed to the congregation. People
open to the provision of the Protestant
adult education are those who have an
informal, tradition-oriented lifestyle
and come from modern, high culture
environments.
The provision of the Protestant adult
education strives in the first place for
stabilisation of the social environment,
as a statement in the social discourse.
For that aim works also the opening up
for dissidents, agnostics or those without a contact to church.
THE PROFILE AND GOALS OF
PROTESTANT ADULT EDUCATION
Protestant adult education is part of
that range of the further education
which does not primarily serve the vocational interests. The slogan
“Strengthen people, clarify matters”
(Hartmut von Hentig), gives the focus
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of the tasks of the Protestant adult education. It is value-oriented education. It
is based on the gospel, where the human being is “an image of God“. The
Protestant adult education is determined by this image of the human being, and the critical, clarifying potential
of the concept of education. Therefore
it aims at self-determination, the ability
for participation in decision making,
feeling responsibility and solidarity, at
dialogical understanding in the view of
defining problems, questions of the
present and diagnoses of the time in
view of the challenges of the future.
People should be subjects of their lives.
Against the background of profound
social transformations the Protestant
adult education offers an undirected
and reflexive free space, supports people’s individual self-esteem, strengthens
their identity, understands itself as a
space “of empowerment“.
The main points in contents, and the
fields which determine the profile and
in which the Protestant adult education
is active are the religious, theological
education and ethical education, family
education, questions of gender and
generations, education on aging and
senior life, political education, global
learning and education for citizen and
civil society activities, cultural education, health promotion and education,
education to develop one’s personality
and identity.
Protestant adult education has a
good public image. Its value will be
evaluated by the response to the increasing diversity and the tendencies
towards incohesion in society, and connected with that, on the response to the
expectation that it could directly come
with an analysis of values, questions of
value charge or value void in society. It
often depends on the ability to show
that it could give an important contribution to social cohesion. Even if these
expectations are too one-sided it is one
of the strengths of the Protestant education to expose itself to difference and
open up to environments of foreign
cultures.
The Evangelical adult education is
on the basis of its Protestant tradition
well prepared to perform the central
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social mission in the future to analyse
and reflect tolerance and respect in the
light of the present cultural and religious plurality.
(translation from Germany by E. Siirala)

PETRA HERRE
is a social scientist and minister
of the Evangelical Church,
scientific referee of the Deutschen
Evangelischen Arbeitsgemeinschaft für
Erwachsenenbildung and publisher of the
journal Forum Erwachsenenbildung.
CONTACT
Petra Herre
Wissenschaftliche Referentin/ Redakteurin
Forum Erwachsenenbildung
Deutsche Evangelische Arbeitsgemeinschaft
für Erwachsenenbildung e.V.
Emil-von-Behringstr.3
60439 Frankfurt
Germany
Phone +49 69 5809 8307
Fax +49 69 5809 8311
Mobil 0172/6170414
E-mail: PetraHerre@T-Online.de

C

atholic adult educators
from European countries
united in 1963 to form the
European Federation for
Catholic Adult Education – FEECA.
They were convinced that the European thought and the international
cooperation between the peoples based
on freedom and a democratic life order
were an urgent task which the Catholic
adult education was to carry out.
The FEECA opts to create a covering Catholic adult education profile
which can readily be recognised as a
quality label in the general mass of educational offerings.
COOPERATION AND INTERESTS
The FEECA connects national unions
of catholic adult education systems to a
European network and acts as its representative in the European educational
landscape. It relies on education based
on dialogue within the culturally and
religiously diverse European society,
the right of existence and value of individuals and communities.
The FEECA connects the various educational and cultural traditions of the
Catholic church in the European and
non-European countries, supports the
national development of church adult
education, and offers an international
forum of mutual learning. It represents
Catholic adult education on European
level in both education policies in relation to politics and society, and church
policies in relation to the Christian
churches. Thereby it makes a substantial contribution to the development of
European education and church politics. It also advances both the content
and methods of the professionalization
of Catholic adult education in Europe
by developing common quality standards, institutional co-operation and exchange of theory and practice, and by
international learning partnerships.
The national institutions form a network to strengthen their voice in European measures and in the globalisation
processes. The FEECA lobbies for edu-

cation and adult education on national
and international level, and discusses
with church leaders and groups as well
as representatives of other denominations, churches and religions.
In political committees the FEECA
promotes education as the fundamental
right of the individual and creates
structures to provide access to education to as many people as possible.
VALUES AND THE BIBLE
The FEECA respects the basic values of
the Biblical image of the human being.
Knowledge, intuition and faith, as well
as denominations, religions and cultures can be made to permeate each
other. In this way, various and even opposite perceptions and solutions come
into play, which develops social competences.
The concrete work of the FEECA is
based on fresh scientific research, on
practice and on historical experience.
To develop visionary forces on the national and European level, the individual biographies, society and religion,
church, science, culture and business
will be called on to stimulate the discussion.
LIFELONG LEARNING FOR ALL
The FEECA supports the concept of
lifelong learning for all, especially for
the socially disadvantaged. To orientate
towards a holistic education it supports
extending adult education into the senior years.
The FEECA also wants to participate, together with schools, universities
and other adult education systems in
Europe, in updating the definition of
education (Bildung). The FEECA brings
in the vital dimensions of a holistic
Christian image of the human being,
and defines itself as against the tendencies towards rationalization and economics. It strives to strengthen the value of general adult education in connection with and in relation to vocational further education.

SERVICE TO THE MEMBERS
Through exchange processes in working groups, projects and conferences,
the FEECA makes the development and
use of common concepts and strategies,
well-founded scientific theories and
rich know-how of adult education accessible to its members. It creates meeting areas, learning places and training
possibilities in order to enable people
responsible for different educational
cultures to think and act, and to promote dialogue, values and innovation
in a diverse religious and cultural society. It is important to the members of
the FEECA to communicate among
themselves and with interest groups.
The members of the FEECA take
part in European teaching programs
and support each other by providing
expertise and contacts. The FEECA organizes conferences and symposiums,
and informs about them by targeted
national and international media work.
The FEECA is open to new methods
in adult education. It tests and spreads
them. It specially prioritises future-oriented projects.
(translation from Germany by E. Siirala)
EUROPEAN FEDERATION FOR
CATHOLIC ADULT EDUCATION
FEECA office Brussels (aksb/IAE)
221, Av. de Tervuren
B-1150 Brussels
Tel.: +32 2 738 0790
Fax: +32 2 738 0795
E-mail: office@feeca.org
www.feeca.org

ERIKA SCHUSTER
President
Klomserstraße 7
3500 Krems
Tel: +43 2732 847 42
E-Mail: erika.schuster@aon.at
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The Catholic FEECA works in many countries.
The European Federation for Catholic Adult Education
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relationships between the ethnic groups, identified with
their religion. In the difficult situation of balancing
between the urge to preserve the national identity and
peaceful coexistence, effective efforts to facilitate
reconciliation and help overcome prejudices are welcome.
Projects collect specialists in adult education, teachers and
other experts with different cultural, ethnic and religious
background from all over South East Europe to meet in
seminars and workshops, and try out tools that have been
developed.

Christian Geiselmann

T

he old bridge in Mostar
with its elegant bow, dating
back to the Ottoman times,
is probably the best-known
symbol of Bosnia and Herzegovina
(BiH). Built in the 16th century, the
bridge stood until 1993 when it was
destroyed in the war.
Ten years later it was reconstructed,
using the old plans from Ottoman archives in Istanbul, and with substantial
aid from the international community,
as a monument of hope that Bosniaks,
Serbs and Croats could live peacefully
together. The white or golden bridge,
depending on sunlight, again connects
the banks of the turquoise and rapid
river Neretva. This famous sight attracts thousands of tourists every year.
But merely a hundred metres from the
lively places of the old town, ruined
buildings and walls spotted with grenade impacts remind visitors of the
horrors of the war. The red warning
signs “Opasnost od rušenja” (Danger

of collapse), in front of many of the ruins, are part of this city’s character today.
During the war, which lasted from
1992–1995, about two million people
– more than half of the population of
the country – fled from their hometowns and villages into other regions of
the former Yugoslavia and to other
countries. As a result, the ethnic map
of the entire country was altered.
Before the war, in virtually none of
the 140 municipalities there was one
ethnic group that absolutely predominated. Immediately after the war, nearly all municipalities were more or less
homogenous in terms of ethnicity. Due
to returnees, this has to some extent
changed since then. According to the
United Nations High Commissioner for
Refugees UNHCR, about half of the
refugees of war from BiH – about one
million people – have returned. Some
460 000 of them are said to be “minority returnees”, meaning they have re-

turned to areas where they are seen as
part of an ethnic minority. For example, the pre-war population of the town
of Bratunac was 64 percent Bosniak. In
1995, it was almost completely Serb. In
2006, after the return of 6500 Bosniaks, about 38 percent of the population were counted as Bosniak.
However, the war has changed the
Bosnian society not only in terms of
population figures. It has changed the
people themselves due to the suffering
from war and violence, and in terms of
how they see themselves rooted in ethnic groups.

Figures from the International
Religious Freedom Report of the US
State Department, 2007, see www.
state.gov/g/drl/rls/irf/2007/90167.htm
Figures however always are difficult
to deal with. A lot of returnee, for
example, are just registered with the
authorities, but continue to live and
work abroad.
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The vital question in Bosnia-Herzegovina is the

W H AT I S A D U LT E D U C AT I O N D O I N G

In Tito’s Yugoslavia, and until the
war of the early 1990’s, Bosnia was often seen as an example of functioning
multiculturalism. Ethnic groups coexisted peacefully with each other, and
mixed without problems. Ethnic allegiance was not as important as it has
become during and after the war. Although in the pre-war Bosnia it had not
garnered much support, religious affiliation has now become one of the most
important markers of ethnicity, without
respect to how profoundly one is a believer. The population is divided mostly
in terms of Bosniaks (Muslims), Serbs
(Orthodox Christians) and Croats (Roman Catholic).
First of all, this division is clear
when looking at the political map of
the country. The Dayton Peace Agreement signed in November 1995 divided
Bosnia and Herzegovina into two entities, the Republika Srpska (RS) and the
Bosniak-Croat Federation, which in
turn consists of ten “cantons”. There is
an overall governmental structure,
however, with an extremely weak position. Additionally, in order to oversee
the implementation of the political
agreements that ended the war, the international community has installed its
ad hoc institution, the Office of the
High Representative (OHR). Up to this
point, Bosnia and Herzegovina has
been, more or less, under the international protectorate, with the international community still having the last
word. This in return has brought much
tension between the two national governments and the presiding international community, as the local politicians
would like to have more power in de-

See the most recent EU progress
report for the potential candidate
country BiH, in November
2007, from http://ec.europa.
eu/enlargement/key_documents/
reports_nov_2007_en.htm.
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ciding on the future of the country
without constantly being constrained
by the international veto. At the moment, Bosnia and Herzegovina seems
to be behind Serbia in the queue for EU
membership, due to some problems in
the reform processes.
The fragmentation of BiH into several political units has had profound effectson education, amongst others, and
by way of education, on the inter-religious relationship in general. Schooling
in BiH is quite fragmented, and with
no national curriculum, entities and
cantons have control of their own syllabuses. To add to this division, the
two entities have their own ministers.
Authority in the Federation is spread
over the ten cantons, each of which has
its own school minister. A ministry at
the state level (but with not much influence) and a ministry for the District of
Brčko, which has a special status,
brings the total to 14 ministers, all of
whom have input into schooling. The
result is segregation and isolationism.
In addition, the present unyielding regulations make it difficult to move from
one school to another. Moreover, there
are schools, in municipalities with
mixed population, where there are, under one roof, actually two completely
separate schools at work.
A strong wish to preserve national
identity is the key obstacle preventing
the introduction of a more uniform system. Although Bosniaks, Croats and
Serbs speak almost identical languages,
their political representatives insist that
students must study separately, even for
such classes as math, physics or chemistry. History studies pose a particular
problem, because of widely differing
views of the past and the causes and
the course of the 1992–1995 war.
Despite the obvious detriments, it
seems that even parents themselves
support this educational division.
Douglas Davidson, head of the Organization for Security and Co-operation in
Europe OSCE mission in Sarajevo,
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which is to a great extent in support of
education reform, said in an interview
in June 2007:
I used to blame the existence of ‘two
in one’ schools solely on nationalist
politicians. Some recent research we
have done, however, suggests that
parents of all ethnicities are willing
to go to pretty extraordinary lengths
[...] to make sure their children go to
school with their own kind and are
educated in their ‘own’ language and
culture. (www.oscebih.org.)
This shows that there is need for
change on many levels. Civil society in
Bosnia, the international community,
and NGOs try to help both on the level
of formal education, and on the level of
adult education and lifelong learning in
its various areas.
One of the institutions involved is
dvv international, an NGO working in
the area of adult education development, attached to the German
Volkshochschulen (adult education centres). Its South Eastern Europe coordination office recently has moved from
Sofia to Sarajevo, in order to strengthen the local project office which has
been working there from 2000. According to Johann Theessen, co-ordinator of this NGO in South Eastern Europe, an important task of adult education in Bosnia and Herzegovina is to
help people overcome the consequences
of war, in a rational way. “People need
assistance in order to think about what
they have seen or experienced.” As he
puts it, adult education can help people
become aware of their life history, their
capacities, and their relationship to
others. Therefore, people should be
given an opportunity to discuss their
experiences with other. Dialogue in itself can greatly contribute to the reconciliation and development in general.
Emir Avdagić, head of the Sarajevo office of dvv international, adds:
The most important thing is to create confidence. People must learn to

One important question to be raised
is how the divided groups in BiH can
find a common view of history. This, of
course, is connected to an overall problem in the Balkans since interpretation
of history is bound to nationalistic
principles, resulting in textbooks with
completely contradicting versions of
history. In the case of BiH contradictive
interpretation occur even in different
administrative units, which is detrimental to understanding of the ethnic
groups in that country. Douglas Davidson of the OSCE says: “Even if you are
in an area that’s all-Serb, all-Croat, allBosniak, there should, I think, be some
part of your curriculum that tells you
you’re living in Bosnia and Herzegovina, you’re growing up to be a citizen of
this country, that even though you’re of
three nationalities you share a history
in common – that sort of thing.”
There are several attempts to reach
this aim. One of them, concerning
school education, has been made, in recent years, by a joint endeavour of the
German Goethe Institute and the OSCE
mission in BiH, and other partners.
Their idea was to provide a concept for
a supplement lessons to the regular
school education on religion and thus
to overcome the problem of exposing
the students only to education concerning their own denomination. The institutions involved, together with the

country’s education officials, set about
to create and implement a course titled
Culture of Religions. This course, it
was hoped, would teach students about
the beliefs and practices of all the major faiths practiced in Bosnia and
Herzegovina (the Christian denominations, Islam, and Judaism), thereby
promoting inter-religious understanding and tolerance. The course was intended to serve as a confidence-building measure, seeking to advance interreligious tolerance and reduce potential
misunderstanding that can arise from a
lack of knowledge of faiths and cultures other than one’s own. It was designed for students attending the last
year of primary school (eight years) or
during the course of the first year of
secondary school (Year 9).
First seminars held for the purposes
of disseminating the programme were
held in 2002, with local teachers, and
the next subsequently in 2003. After
that, the subject was piloted in several
schools throughout the country (the
plan was 21 schools, one in each canton, ten in the RS, and one in Brčko) In
2005, the program encompassed eight
more schools but due to a variety of
circumstances the implementation ran
into many problems. Given the difficulties, as for the final stage of implementation of the “Culture of Religion,” experts are, at the moment, not very optimistic.

Towards Inter-Religious
Understanding in Bosnia and
Herzegovina: A Status Report
on the Pilot Course Culture
of Religions. OSCE Mission to
Bosnia and Herzegovina, Education
Department, August 2007.

Another area, were reconciliation
and mutual understanding can be promoted by means of education, is the area of adult education proper. This area
is somewhat difficult to observe, since

many actors are working in the field.
There have been a number of NGOs
and other institutions working in BiH
since the end of the war, and it is hardly possible to keep track of all of them.
Many of them engage in educating for
peace and democracy, using various
methods.
A smaller number of organisations
are working directly in the field of religion, or inter-religious relationship, although there are several institutes dealing in part with preserving some form
of religious or traditional culture, and
also with conferences, public discussions and other means to support interreligious understanding. One of the
most interesting developments is the
foundation of the new Međurelijgski
institut (Inter-religious Institute) in
Sarajevo, with the help of several institutions from abroad. It seems to be designed following the example of the
“church academies” in Germany which
serve as a forum for intellectual debate
in a comfortable and open atmosphere.
However, since the Međurelijgski institut was founded just this year, it first
has yet to develop its activities.
A good example of what adult education can achieve in the field of interethnic or inter-religious understanding,
are two projects which have been developed and implemented by dvv international in recent years. One of them is
the SMILE project (“Seeding for Multiethnic and Intercultural Learning Experiences”). Its starting point is that cultural and ethnic diversity of South
Eastern Europe continues to challenge
all countries of the region. The SMILE
project focuses on international cooperation for intercultural learning and
human rights education: Specialists in
adult education, teachers and other experts with different cultural, ethnic and
religious background from all over
South East Europe meet at seminars
and workshops. Their dialogue facilitates reconciliation and helps overcome
prejudices. The SMILE seminars also
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trust each other, especially to trust
the other ethnic group. Cultural differences are important – but they
must not divide, instead they can
contribute to diversity. Few countries in the world have such a pluralistic religious tradition. I would even
say, Sarajevo is something like a European Jerusalem. In the city centre
of Sarajevo, in 500 metres distance,
all four traditional denominations
have their holy places: the Orthodox, the Roman Catholic, the Muslims and the Jews, who, although
their number is small, have an important place in the society.
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offer a toolbox of strategies on how to
prevent or settle conflicts. About 250
participants have participated in
SMILE seminars up until 2007. (www.
smile.dvv-international.org)
Another project undertaken by dvv
international in South East Europe is
the “History project” (see LLinE
3/2006), with about 350 participants
during the past few years. History and
its interpretation is a crucial subject in
South Eastern European societies. Nationalist ideas which can lead to serious
problems with neighbouring groups or
countries are often rooted in traditional
notions of “the own” and “the other”.
The History Project tries to foster a
sympathetic understanding of the respective “the other”. With its seminars
where various inter-active methods are
used, the programme helps different
groups and cultures get to know each
other in a new and more open way.
Participants are history teachers, adult
educators and staff from school authorities, including ministries of education.
The programme also provides continuing education for history teachers.
During these meetings, the participants
develop new approaches for history
teaching in schools. (www.historyproject.dvv-internationa.org) At the
most recent meeting, in April 2007 in
Sarajevo, history teachers from all over
South Eastern Europe discussed how to
create a positive working atmosphere
in their schools, especially with their
teacher colleagues. This topic particularly concerned BIH, especially in the
divided schools (“two-in-one-schools”)
where there are often tensions between
the teachers themselves.
Another promising activity in the area of inter-ethnic understanding and
civic education is the D@dalos education server (www.dadalos.org). This
programme, started in 1999, provides
school teachers and other educators in
South East Europe with resources for
education on democracy, human rights
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and citizenship. The teaching aids are
available in all languages that are common in South Eastern Europe. Additionally, the resources have been distributed on 34 000 CD copies so far.
Since they are available free of charge,
it is hardly possible to say how often
the teaching aids are used in practice.
From the seminar and conference programme of D@adalos, special mention
should be made about seminars using
the Betzavta method, an innovative approach for democracy learning, developed originally in Israel, but applicable
in a Balkan context as well. It helps
gain a deeper understanding of the
principles and values upon which democracy is based.
Regardless of which method one uses, one truism remains: Adult education can definitely contribute to reconciliation in Bosnia and Herzegovina,
according to Emir Avdagi of dvv international. The participants of these seminars, who are in most cases teachers,
journalists, and even staff of the ministries responsible for education, take
back to the community what they have
learned and help people overcome their
prejudices towards other ethnic and denominational groups. Avdagić is convinced that there is a long term effect
due to these meetings: “People after
these seminars stay in contact, and together they develop new projects.” In
this way, adult education and lifelong
learning can be looked at as the old
bridge in Mostar: connecting two
banks that are, for the moment, divided
by an otherwise hardly crossable abyss.
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Leo Baeck College
The teaching of Judaism differs from that of Christianity
in that the contours of the subject are far wider. The
reason for that is that Judaism encompasses more than
religion. It is a civilization, a culture and a way of life.

Gabriela Ruppin

L

eo Baeck College is an
example of a Jewish religious College. Located in
the heart of North London
Jewry it serves the needs of the Progressive Jewish communities in the UK as
well as in Europe. Founded over 50
years ago it sees itself as a successor of
the Hochshule fur die Wissenschaft des
Judentums (The School for the Scientific Study of Judaism) in Berlin which
was destroyed by Nazism.
The purpose of Leo Baeck College is
“the promotion and furtherance of
Jewish religious and educational instruction and fostering and advancing
the study of Judaism and of Jewish education, history, art, literature, music

and way of life in all its aspects, both
religious and secular” (quoted from the
Memorandum of Association). This is
carried out through a variety of programmes and services such as the:
• Training of rabbis for the Liberal
and Reform Movements for the UK
and Europe;
• Academic degrees such as a BA
and MA in Hebrew and Jewish
Studies, an Advanced Diploma and
MA in Jewish Education;
• Training of educators and teachers
for all ages (early years, Supplementary – Sunday – school teachers,
adult education);
• Providing in-service and other
training for Jewish professional staff

and volunteers such as Jewish communal professionals and Jewish
youth professionals;
• Supporting Jewish adult education
and lifelong learning in Reform and
Liberal synagogues;
• Supporting teachers working in
Jewish Progressive Primary Schools;
and
• Promoting interfaith dialogue.
What is different about the way we
teach and learn and the subject areas
we focus on?
The teaching of Judaism differs from
that of Christianity in that the contours
of the subject are far wider. The reason
for that is that Judaism encompasses
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Jewish religious and
secular education
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more than religion. It is a civilization, a
culture and a way of life. Jews see
themselves as a people as well as a religious group with shared ancestors, history, literature, Hebrew language, traditions, social and spiritual ideas and
values. In other words, we do not draw
such a sharp distinction between the religious and the secular. Furthermore,
the disciplines we include in our curriculum are more varied and much of our
teaching is inter-disciplinary.
We teach and undertake research
from two different perspectives. We
teach the different disciplines both
from within the perspective of the faith
community but also as academic and
scientific disciplines. In other words
critical, evaluative and analytical skills
are brought to bear on canonical texts.
Current intellectual frameworks are applied to the different subjects. At the
same time we teach with a view of promoting Jewish values, attitudes, aspirations and dispositions. Furthermore,
Jewish thought and approaches are
brought to bear on value centred subjects such as medical issues, the environment, business ethics, education,
etc. There is a continuing dialogue be-

tween Jewish traditional texts and the
discourses of modernity and post-modernity.
The ethos, atmosphere and cultural
environment of the College is one
which promotes Jewish values and
ways of living a full Jewish life in the
modern world while promoting an intellectual and open approach respecting
diversity of opinion. This means that
we accept students of other faiths, ethnic backgrounds, gender, sexuality and
disability to the College and have been
involved over many years in interfaith
work and dialogue with Muslim and
Christian groups.
In addition to the education and
training of rabbis, teachers and other
professional and lay leaders we also
support the educators and rabbis who
work in primary schools and congregations. This we do by offering a consultation service to the teachers and Head
teachers of primary schools on the
teaching of Hebrew and other curriculum issues. We also send tutors and offer video conferencing to non-Jewish
primary schools interested in learning
about Judaism. We consult to synagogues and develop resources and pro-

grammes for synagogues in the fields of
family/ intergenerational education,
teen education, early years and adult
education. By educating, training and
supporting the educators and lay leadership we help sustain lifelong learning
from early years to adults. At present
we have 150 rabbinic and 50 educators
working in Europe and the UK.

GABRIELA RUPPIN,
MSc
Consultant in Adult and Lifelong Learning
Leo Baeck College
For any enquiries please contact on:
gaby.ruppin@lbc.ac.uk
Tel 0044 02 8349 5624
http://www.lbc.ac.uk/

LLinE asked:
What does it mean to you that you are teaching / researching in a Catholic university?
What do the students expect / what are they provided with other than in a secular university?
Does it influence standpoints in value-ridden questions in subjects like law / justice, medicine, social
science, history, education?
I don’t know answers to these questions. Maybe it is because I have only been for two years in this
university and I have concentrated on my work writing articles and teaching.
And no, what I teach in my courses is not influenced by the fact that I’m working in a Catholic university.
But yes, I sometimes experience the influence in the standpoints of some colleagues, also in the types
of buildings we are working in. So I think you are raising a very complex issue because it is about the
socio-cultural context of the workplace and the way the individuals engage with it. I experience enough
space for negotiation and above all I’m glad to teach and do research in a university with a long history.
Professor Joke Vandenabeele
Centre for Research on Lifelong Learning and Participation, Katholieke Universiteit Leuven
http://www.kuleuven.be/english/
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Muslim College in Britain
The Muslim communities need colleges to provide high level
education and research in Europe. One of them is in London.
Students are expected to develop a critical approach to
traditional and contemporary issues of religion, and to
combine theoretical, vocational and practical experiences in
their evaluation of the religiously plural situation.

Ibrahim Darwish-Mohammed

T

he idea of establishing a
Muslim College in Britain
was first proposed at a
conference of Muslim leaders held at the Islamic Cultural Centre,
London, in 1978. A plan was then
drawn up and presented to the Muslim
ambassadors in the UK in their capacity as Trustees of the Islamic Cultural
Centre and the London Central
Mosque. The Council of Ambassadors
though welcoming the idea could not
make the necessary funds available.
And since the London Mosque and the
Islamic Cultural Centre were unable to
provide the funds, the Centre could not
undertake new projects.
In 1984, after several approaches to
Muslim governments and organisations
by Dr M. A. Zaki Badawi, the World
Islamic Call Society took up the challenge. Dr. Muhammad Ahmed Sherif,
the Secretary-General of the Society,
met with Dr M. A. Z. Badawi and an
agreement was signed for the establishment of the College. Shortly afterwards, the building, where the College
is now based, was purchased.
The Muslim College began functioning as an educational institution of
graduate studies in 1987, and the first
MA students graduated in 1990. In addition to its own independent programme of MA in Islamic studies, the
College developed a series of annual

public lectures with Birkbeck College,
University of London, covering various
aspects of Islam and Islamic affairs.
This programme evolved into Certificates in Islamic Studies and Arabic
Language offered by Birkbeck College
and taught at the Muslim College, beginning with the academic year 199293. With this short, but valuable experience the Muslim College is in a continuous search for development and
improvement.
The Muslim College aims to offer a
programme of study that is of an academic standard comparable to that of
other institutions of higher education
in Europe and the UK, and to ensure
that the programme of study is coherent and provides a stage-related learning experience.
The College aims also to provide opportunities to engage in research for
both students and members of faculty.
The College views the Muslim heritage as a common treasure and encourages the cause of mutual respect and
understanding between various Muslim
communities. The College also seeks to
inform Muslims about other faiths in
the hope that understanding will lead
to harmony.
Students of the Muslim College are
expected to develop a critical approach
to traditional and contemporary issues
of religion, and to combine theoretical,

vocational and practical experiences in
their evaluation of the religiously plural
situation. They are to develop an appreciation of the challenges that modern life poses to Islam and religion in
general, and the impact that the interaction between Islam and modernity
leaves on the patterns of culture, belief
and social behaviour.
On a more specific level, the programme of study at the Muslim College
aims at enabling the students to undertake independent research by dealing
with both primary and secondary
sources. The programme endeavours to
enable the students to make impartial
and informed judgments on issues related to Islam, and to develop a sense
of responsibility toward their community and the welfare of society at large.
The Muslim College is a committed
Muslim institution, which though employing modern methods of learning
and research is faithful to the message
of Islam.
IBRAHIM DARWISH-MOHAMMED
Lecturer of Theology and Arabic
The Muslim College, London
20-22 Creffield Road
Ealing Common
London W5 3RP
United Kingdom
http://www.muslimcollege.ac.uk/
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From

Moscow
Irkutsk

to

Adult Learners’

Week on train
The existence of adult education in Irkutsk was
evident for the organizing committee of Adult
Learners Week in Irkutsk but the core and the scale
were vague. They found out that adult education in
the Irkutsk region consists mainly of three forms:
courses for raising the level of teachers’ skills,
corporate training, and the rich non-formal adult
education.
Nina Litvinova and Olga Gordina
238
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THE FIRST ALW (JANUARY 2000)
On the initiative of the House of Europe in St. Petersburg and the European Forum for Freedom in Education
the project Adult Learners Week in
Russia was worked out within the
framework of the Beautiful School
movement. The aim of the project was
to get to know different forms of adult
education, to contribute to up-to-date
learning knowledge among adult population of the country, to strengthen and
develop its integral educational territory and to integrate domestic and foreign teaching experience. The goal was
going to be reached by using the huge
cultural potential of Russian regions.
As the space factor plays a very important role in Russia, the form of the
event was chosen to be Mobile International Institute – a train from St. Petersburg to Vladivostok. Since the social and economic crisis made contacts
between regions more difficult to organize, it mere appeared the necessity
to recreate the united educational territory of the country. The train had a
special schedule and made stops in 15
towns in Russia: St. Petersburg, Veliki
Novgorod, Moscow, Vladimir, Suzdal,
Kirov (Viatka), Nizhni Novgorod, Ekaterinburg, Kamensk-Uralsky, Krasnoyarsk, Irkutsk, Khabarovsk, Vladivostok. Every town on the way showed its
best and most interesting achievements.
THE EIGHTH ALW IN SEPTEMBER,
2007
Adult Learners’ Week – 2007 developed traditions of the UNESCO Action
in Russia such as:
• The action as an International Mobile Institute within Russian cities
and villages.

• A specific topic of every action to
generalize the adult learning experience resulting in more than 30
books published since 1999.
• Uniting formal and non-formal education, which provides state university licensed certificates, and lets
the action to be regarded as educational leave paid by organizations
and enterprises.
• The main “organizational technology” of the action is social partnerships.
• Paying attention to the development of education in the countryside
under the slogan “From the beautiful school to the beautiful village”.
• Establishing new relations and networks were such as Folk High
Schools, Learning Regions and Cities, etc.
• Each action resulting in opening a
rich space of adult education in the
host region
In September 2007 the Eighth ALW
started with The International Mobile
Institute on the theme “World Culture
and Nature Heritage: the Dialog of
Generations” in the train from Moscow to Irkutsk.
In 2000 we had a special train from
Saint Petersburg to Vladivostok, but in
2007 we attempted to do the same in
an ordinary train. During the 77 hours
ten radio programs about world heritage were broadcasted for the passengers, and methodical materials on the
theme were carried out to all who
wished it. Also three special editions
were published. In the end, the most
active passengers received certificates
on studying the introduction course
“World Culture and Nature Heritage”.
In our opinion, our railways have a
rich but not used potential in the
sphere of adult education.
The action continued with the presentation of the adult education system
in Irkutsk and visiting Lake Baikal,
where we opened the Irkutsk Adult
Learners Week. The action ended with
a marvelous and inspiring expedition
to the lifelong learning system of China, beginning from kindergartens and
ending with the university of third age
in Dalyan.

On the 15th of November 2007, a
press conference took place in Saint-Petersburg Institute of Humanitarian Education on which the results of this educational expedition and the material
for a new interesting book on adult education was made public.
THE IRKUTSK STORY
Participation in such a significant multifunctional project as Adult Learners
Week is, no doubt, an experience for
everybody: for those who have just
come across the action in one of its
phases, and especially for those who
have completely immersedthemselves in
the events and impressions.
The small group of lecturers from
Irkutsk State Pedagogical University
and the autonomous non-profit organization Siberian Partnership were responsible for the preparation of the
UNESCO action in Irkutsk. Perhaps
the organizing committee didn’t realize
in which difficult and fascinating way
they would spend the following months
of preparation. In any case, all of them
felt that they became actors of a new,
generally useful and certainly interesting activity. The main focus of the organizing committee was that the action
didn’t present an end in itself.
The action laid the foundation for
making the authorities and the community of Irkutsk and Irkutsk region to
pay attention to the issue of adult education development and give an impulse to its promotion. That is the beginning for “The Irkutsk Story”, an action in the form of Adult Learners
Week in Russia.
The theme of the action “The World
Culture and Nature Heritage: the Dialogue of Generations” has certainly determined the major directions. Lake
Baikal and cultural places of imperishable historical and educational value
were to be at the center of the action.
The three-day program of the action
included a visit to the Limnological Institute, a ten-hour travel by railroad
around Baikal, excursions, fairy-tale
folk plays and dances in the historical
and ethnographic open-air museum
Taltsy; and the high quality music in
the Volkonskie House Museum.
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T

he project Adult Learners
Week in Russia was developed by the NGO House
of Europe in St. Petersburg.
ALW was introduced at the International conference Adults Education – a
step for Russia into the 21st century,
which took place in Nizhni Novgorod
in 1999. The idea of ALW was met
with general approval shown in the Final Report and Recommendations.
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If the direction of the action was
within the framework, and denoted by
the theme, it was obvious that the area
of adult education in the city was a
mixed-up mosaic or even a rebus. The
existence of adult education in Irkutsk
was evident but the core and the scale
were vague and unrecognized.
The local government system didn’t
include units able to introduce the
adult education area in Irkutsk. It
proved to be difficult to determine who
the participants of the action should
be, since the theme lifelong education
was of research character, not well
known to the wide public, but very attractive to the teachers. However, it
made the organizing work more fascinating. It became clear that the educational area of Irkutsk consists of several
articulated spheres. The most traditional ones for Russia are the courses for
raising the level of teachers’ skills.
These courses occupy a stable and successful niche in adult education and
they are engaged and supported by the
state and specialists who cannot climb
the career ladder without these programs. While they pay for education,
such courses will continue to exist –
and they are necessary.
Another sphere of adult education is
corporative education. The idea of the
learning organization is promoted in
institutions where the value of human
capital is shared, and there is an understanding that training the staff is a potential resource for further development and well-being. Because of mobility, corporative education is open to external contacts. The first organization
invited to the action was The Educational Center at East-Siberian RailRoads Company. The Center readily
responded to the invitation and actively
collaborated in the action. The participants exhibited models and training
apparatus at the activity.
Non-formal adult education in
Irkutsk appeared to have spread in numerous directions and seemed to be
worth further investigation and report.
It could probably be a theme for separate research and new organizational
work.
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ACTORS IN NON-FORMAL ADULT
EDUCATION IN IRKUTSK
On the territory of Irkutsk Region
there are 1840 NGOs with a legally
recognized status. Our purpose was to
find out which NGOs were engaged in
educational activity. We were relieved
once we found out that part of them
existed only on paper. Nevertheless,
closed doors, missed telephone calls
and e-mails didn’t discourage the team.
The research provided the initiator
group with important and happy discoveries along with disappointments.
There were altruistic activities by
NGOs, which shaped the original area
of adult education in Irkutsk. In this
variety it was possible to notice organizations directing educational activities
to the preservation and development of
ethnic consciousness. For the mentioned goal The Buryat Regional, National and Cultural Autonomy
ERKHUU and The Center for Intellectual and Language Development
SURAN joined efforts. Participants visited the classes in the Center and were
introduced educational activities aimed
at preservation and promotion of ethnic consciousness, for example that of
the Buryats. There were presentations
of the traditional and the modern national costumes, Buryat poetic and musica culture and traditional cookery.
The Association of Folk Art and
Handicraft Masters Onix keeps, revives
and imparts the traditions of Russian
folk culture to young people. The organization unites 156 persons, of which
58 hold master-classes in their studios.
High creative potential of the Onix
masters is indispensable in the development of the association. The association
participates actively in exhibitions, fairs
and festivals not only in Russia but also
abroad (China, Mongolia, Japan, the
USA, France, Germany). Onix doesn’t
own its office; it rents rooms with the
permanent fear to be turned out. United
in the association, the masters try with
difficulty to survive.
In the complicated educational area
of Irkutsk, NGOs and foundations oriented on supporting people find themselves in severe living conditions, actively declaring their own actions. The
Baikal regional women’s organization
4 | 2007

Angara is engaged in educational work
with women of different ages and social positions. The educational work
aims to prevent women’s diseases and
to rehabilitate women who have suffered from violence. Participants of the
action joined in the process of preparing trainers and experts on social design Every participant designed and introduced their own proposition for a
social project. It might even be possible
to implement some of these educational
programs.
In the light of this direction it’s necessary to pay attention to the organizations conducting rehabilitation courses
and educational programs for people
with disabilities. One of the charitable
foundations in Irkutsk, the Tikhomirovs Foundation, has established a regional methodical center for training
specialists in medical horseback riding.
During the past seven years the Foundation has raised people’s awareness on
the wholesome influence of riding and
contacts with horses on human health.
The foundation is supported by a regional government body which has
funded the construction of the Rest
Complex for children with disabilities –
the only special complex of social orientation in Russia. The participants of
Adult Learners Week were impressed
by the harmonious atmosphere between people and animals, and between
persons at the Tikhomirovs Foundation.
Mothers of children with disabilities
established the Baikal Talisman, an
Adapting-Pedagogical Center, with an
atmosphere which can replace school
environment. The visit to the center
roused emotions. Contrary to all the
diagnoses, the children living in Baikal
Talisman have developed well and
gained experience of social interaction
during the past 17 years.
With the efforts of Baikal Talisman
and under the support of Irkutsk regional governor, a special settlement Istok was created seven years ago. The
participants of the action had the opportunity to visit Istok. There are 16
people from the age of 19 to 50. Istok
offers workshops, creative projects, arttherapy, and a farm with vegetable garden to these people with different expe-

model of post-graduate informal education. CNSIO has created a wide network of researchers in the Siberian region and promotes various models of
social education. One of the program
results was publishing calendars, for
example, the calendar “Baikal Siberia:
Fragments of a Socio-Cultural Map”
(2002), and the 2005–2007 calendar
“Baikal Siberia: Foreword of the 21st
Century”. CNSIO maintains close links
with the Ford Foundation and the
Center for Sociological Education at
Sociology Institute at Russian Academy
of Science.
The wide range of NGOs in Irkutsk
engaged in adult education also includes organizations specializing on the
work with elderly people. For instance,
Irkutsk branch of Russian Union of
Women Living in Rural Areas carries
out the project Cultural Heritage: form
Grandmothers to Granddaughters. 500
grandmothers and 50 granddaughters
from villages in the region participate
in the program. The events of the
project present ancient hand-made objects, and family legends. The most
amazing objects are the relics from the
grandmother’s trunks: objects of great
value that have been kept and handed
down from one generation to another.
Educational and spare time programs

for the elderly people are held at the
Center of Social Services for People in
the Irkutsk Region. The day-time Center was opened; senior people can there
get medical treatment, psychological
consultation, and take part in creative
classes and preparation for holidays.
The folk high schools, and the rich
experience of adult education and its
current problems were discussed at the
round table chaired by our Danish colleagues Finn Andersen, General Secretary of Danish Institute of Culture, and
Rikki Helms, Director of the Danish
Institute of Culture in St. Petersburg.
As we can conclude, adult education
in Irkutsk provides bright, original, socially oriented educational programs
which are implemented by devoted activists, enlighteners, extremely altruistic
and competent people. The span of
adult education organizations discovered during the action Adult Learners
Week doesn’t cover this phenomenon
as it is. We probably saw only the tip of
the iceberg. It means that further discoveries will be even more interesting.
The action united us for a while and
laid the foundation for a continuing dialogue and new forms of cooperation
to be found out. The Irkutsk Story will
continue…
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riences self-support. Life near nature,
and farming have a healing impact on
their mental condition and develops social skills for all the Istok inhabitants.
The experience points to the fact that
social settlement is a promising form of
life for young and adult people with
limited abilities.
In the sphere of ecology and environment education there are active organizations conducting educational
programs. Baikal Ecological Wave, the
leader in this sphere of the Irkutsk educational area, aims at ecological enlightenment and has put into practice
30 projects in 15 years. The organization has established Ecological Informational and Educational Center, and
regularly publishes the magazine Wave
(edition 3000 copies) as well as textbooks and materials for ecological education. Baikal Wave has made 9 films,
many of them have been rewarded at
Russian and foreign documentary film
festivals. Recent years the organization
has concentrated on the explanation of
the concept of sustainable development.
The autonomous nonprofit organization Center for Independent Social
Research and Education CNSIO undertakes educational and research programs which in fact present a new
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The winner of 2007
Grundtvig Award:

Deaf are not deaf

E

AEA announced the winner
of 2007 Grundtvig Award
DEAF ARE NOT DEAF in
the Equal Opportunities
for All Conference held in Riga, Latvia,
on December 3–4, 2007.
The jury of the Grundtvig Award
were looking at adult education
projects with evidence of content or
methods aimed at improving and increasing participants’ equality of opportunity to the benefits and rewards
of full active citizenship and critical democracy. They found this in the project
DEAF ARE NOT DEAF. This project
brought members of the deaf community from Latvia, Estonia, Lithuania,
Poland, Slovakia and Ireland together
with the intention of sharing national
experience, and learning from each
other.
DEAF ARE NOT DEAF aims to raise
the awareness of the hearing world
about the myriad issues affecting the
deaf community, with their specific so-

cial needs. About ten percent of the
world’s population are people with disabilities needing community support.
The needs of the deaf community and of
hearing-impaired people are similar
throughout Europe. Specifically, as the
sign language is the first language of the
deaf, it makes communication and integration complicated and problematic.
This project addresses this difficulty.
The long-term objectives of the
project DEAF ARE NOT DEAF are to
improve the position of the deaf and
hearing-impaired in the community, to
help them to break out of social isolation and develop their social skills. The
project aims to improve their basic
competences for better quality participation in society, and better dialogue
with the hearing world. It also aims to
enable the deaf to take full advantage
of the benefits that new information
technology can offer, as a factor of social integration and improvement of

The choir of deaf people performed
Latvian songs in the celebration.
Photo Janis Mednis
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their quality of life, including mobile
phones, Internet, text messages, text
phones, Minicoms, and so on.
Ultimately, the project increased opportunities to engage in good praxis.
For example, after the study visit to
Ireland, the Latvian partner began
work with social policy makers in order to change legal regulations, relating
to the deaf community, improving their
employment, social and civic opportunities. The products of the partnership
included leaflets, videos, information
booklets, and internet resources.
DEAF ARE NOT DEAF project study visit
to Ireland. Partners from six countries,
both deaf and hearing people together.
More information about the project:
Ms Guntra Cirule
Director Olaf Buss
Salo Baltic International
Sadovnikova 39,
Riga, LV-1003, Latvia.
Email: guntracirule@salo-baltic.lv

in the context of

lifelong learning
Despite the rapid development in the Slovenian field of
adult education, there still are many challenges ahead
such as adaption of lifelong learning strategy, and
achievement of real social partnership. Yet, adult
education is present in the workplace, at home and in
the local community, in all the places where people at
all levels shape their lives.
Slavica Černoša and Elido Bandelj

T

he last decade of the twentieth century was a turning
point for Slovenia because
of its independence, its integration into the EU and because of
significant changes in social, economic,
political, cultural and other areas.
These are definitely landmarks in the
history of Slovenia. This is the first
time in modern history that our community has paved its independent way
into the developed world with the
knowledge and capacity the country
has at its disposal. This also poses a
great responsibility. Forming and laying

the foundations for a social system are
in full swing, and thus it is crucial that
this groundwork be established professionally and properly for further development and enhancement. One of the
cornerstones of social existence is education, which is derived from a basic
human right and must, therefore, be
appropriately updated, of good quality
and in accord with the world, and especially with European standards, at
the same time retaining national characteristics. This is a very demanding
task, which our society will have to
carry out in a very short time.

ABOUT SLOVENIA
In 1991, Slovenia gained its independence for the first time in history. In
2004 the country became a full member of the EU and in 2007 adopted the
euro as its own currency. The Republic
of Slovenia is a parliamentary democracy implementing the rule of law. It is
a social state. The State is separated
from the Church. The population of
Slovenia is 1,964,036 (as of the 2002
Census). The official language is Slovenian. In its bilingual areas, that is, in
municipalities where Italian and Hungarian ethnic minorities reside, Italian
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Slovenian
adult education
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and Hungarian, respectively, are also
official languages.
The Slovenian Constitution guarantees free education to Slovenian nationals. Basic education is mandatory and
funded from budgetary resources. Basic
education (primary and lower secondary education) has been extended from
eight to nine years. The State is required to enable its citizens to obtain
appropriate education. State universities and professional colleges are autonomous. Members of ethnic minorities have the right to receive education
and further instruction in their mother
tongue. Roma are likewise granted special educational rights. In recent years,
approximately six percent of GDP has
been spent on education. In 2002, 67
percent of population had at least upper secondary education.
THE SYSTEM OF EDUCATION IN
SLOVENIA
Global changes in Slovenia dictated rigorous changes in upbringing and education, which are pillars of the existence and development of society. The
awareness of the importance of good
education is reaching all the strata of
society, though slowly. Due to the rapid
development of technology, people
have started changing their attitudes
towards education. Education has numerous effects on the global community as well as on individual segments in
the social and economic sense.
Due to these factors, the need for
distinction and comparability of educational standards with other education
systems and the accreditation of education have hastened the change of the
education system, which from an organisational and content point of view
has to be designed to be compatible
with European and other systems. Here
we have to take into consideration the
growing awareness of the global community of the meaning and role of fulfilling human rights, and above all children’s rights, as well as the legal stand244
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ards of the country and the modern
conception of democracy, tolerance and
solidarity.
The new constitution, which was
based on a series of changes, also dictated changes in legislation in all aspects of life, including education and
schools. The previous legislation was
based on the constitution from the seventies. Basic and necessary changes in
the legislation took place gradually and
were in agreement with the professional and other publics, which is a prerequisite for building a system which will
ensure the incorporation of modern,
social, legal, organisational and other
measures and standards. The state’s
role here is to ensure the same conditions for opening private and public
kindergartens and schools.
In 1991 we started laying the foundations for a new system, which developed gradually and is still developing
in terms of organisation and subject
matter. In organising and building this
new system, it was necessary to observe
positive experiences, systems and
achievements from past years, along
with experiences from foreign countries. We had to incorporate them into
our system considering all the characteristics typical of our community.
These changes have to be gradual and
tested on small groups, so that we can
avoid errors. By doing so, the state and
local community take the lion’s share in
ensuring material and human resource
requirements in organising the overall
system of education. Others can also
take part with financial means, which
cover a certain share in the implementation of various programmes of formal
and non-formal education.
In 1995 the Ministry of Education
and Sport of the Republic of Slovenia
issued a White Paper in which a global
conception of problem solving, devising and executing systemic solutions in
the field of education was introduced,
which had mainly to do with organisational structure and form. Modernisa-
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tion of topics was going on simultaneously through curricular revision of the
educational system, a process involving
a broad circle of experts. The legislation was only supposed to determine
the structural framework for changes
but by no means to prescribe them in
detail. In 1996, after a longer discussion among the expert public and after
three readings, Parliament passed six
basic acts in the field of education: the
Organisation and Financing of Education Act; Kindergarten Act; Primary
School Act; High School Act; Vocational and Professional Education Act and
Adult Education Act.
In this way the basis for a thirteenyear-long education up to university
was set. Since the Higher Education
Act had already been passed, it meant
that the whole educational system from
preschool education to university was
established and that the previous Education and Free Labour Exchange Acts,
which formerly regulated the financing
of education, became invalid. These
laws are accompanied by sub-legal documents (regulations, ordinances, decrees), which regulate and define the legal provisions in detail.
Slovenia has been actively participating in the implementation of the Lisbon
Strategy since November 2002, when it
appointed its representatives to participate in all working groups responsible
for the individual objectives within the
Education and Training 2010 work
programme. Since 2004, when Slovenia
became a member of the EU, the country has also assumed responsibility for
the implementation of these objectives.
ADULT EDUCATION IN SLOVENIA
After quite a few years, adult education
has finally entered the educational system as an independent field. This field
had long been excluded from the system of public financing, although it had
to function according to the measures
applied to educational institutions.
Adult education and the concept of

The organisation of education is defined in the annual plan of organisations which carry out adult education
according to publicly valid educational
programmes. Adults participate in the
individual programmes on the basis of
a public tender, which must be published at least one month prior to the
beginning of the educational programme.
Financing of adult education is carried out from the following sources:
state budget, budgets of local communities and participants. Since Slovenia
joined the EU (in 2004), it has also
been possible to use sources from the
European Social Fund. The state can
also establish a fund for financing the
annual adult education program.
The passing of these highly important legislative bases was and still is accompanied by the change of topical,
organisational and normative foundations in adult education, and as such,
the topical modernisation of education
is in the final phase, where adult education is also included as part of the educational system. The state began to actively support adult education, although still not to the extent which
would be needed and comparable to
other developed countries. The current
situation shows that it would be advisable to continue developing and supporting adult education in all fields and
forms of education, as well as supporting development in expert fields in fundamental as well as applied research.
ADULT EDUCATION AND LIFELONG
LEARNING
The development of the lifelong learning concept and practice in Slovenia is
closely associated with the endeavours
of the adult education field, as well as
with social, political, economic, cultural and technological changes that have
taken place in the country over the last
sixteen years. Although in the previous
political configuration of Yugoslavia
there was a commitment to “perma-

nent” and “functional” education,
both concepts were aimed at the adult
population, the latter even more to the
employed population.
Lifelong learning was equated with
adult education, and in many cases still
is, though the situation is slowly changing. The introduction of the concept in
reality in Slovenia is therefore due to
the endeavours of the adult education
field. After 2004, when the phrase became commonly used in all policy papers, it was because Slovenia had joined
the European Union. It is connected to
the requirements and expectations of
the Union concerning its members and
ultimately to the Lisbon Strategy and
“Education and Training 2010: diverse
systems, shared goals” (2002), and an
action plan with goals and benchmarks
prepared to realise the Lisbon goals. In
the last three years the meaning of lifelong learning has much more been connected to the development of human
rather than social capital.
The outcomes after the commitment
to adult education and adoption of legislation are impressive. In 1991 Slovenia had an inadequate educational
structure of the population over 15
years of age. About 17 percent of the
population had incomplete or nonexistent compulsory (8 years) primary education, 30 percent of the population
had completed only primary education,
42.5 percent of the population had finished upper secondary education
(ISCED 4) while 8.8 percent had higher
education degrees (ISCED 5 and 6).
Adult education as a field was underdeveloped.
The 2005 results were favourable.
Educational attainment of the population over 15 years of age showed improvement. The percentage of those
without or with unfinished compulsory
primary school diminished from 17
percent to 5.2 percent, as well as the
percentage of those finishing only primary education (from 42.5 percent to
23.7 percent). The share of the popula-
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lifelong learning, which is the only solution for the rapid development of science and technology, lead to the introduction of adult education into the educational system. The Adult Education
Act is the overall law which regulates
the common characteristics of adult education. Special features of adult education are included in every law in the
field of education as a complementary
part.
According to this overall law, adults
who enter an adult educational program are considered participants in
adult education. Adult education includes the education, advanced study
courses, training and learning of persons who have fulfilled their obligatory
primary education and do not have the
status of pupil or student. They can also acquire primary school and other
regular education under conditions
specified by other laws.
A public document validates knowledge and skills acquired in adult educational programmes not provided according to the educational regulations,
if the competent council has stated an
educational standard adequate. Publicly valid adult programs contain a general and a special part. The extent, topics and conditions regarding personnel
for the execution of adult education
programmes are regulated by laws
which regulate the individual fields for
acquiring a publicly valid education.
Public organisations for adult education are established by local communities of the state.
The public interest in adult education is defined by a national plan
passed by Parliament at the suggestion
of the Government of the Republic of
Slovenia. The national plan defines
goals, priority fields, activities and the
global extent of public funds for adult
education. The execution of the national plan is determined by an annual programme passed by the Government,
previously coordinated with the Adult
Education Expert Council of the Republic of Slovenia.
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tion with upper secondary school
(ISCED 4) increased and reached 55.6
percent, while the percentage of the
population with higher education degrees reached 15.6 percent. The patterns of participation (measured as taking part in any organised learning activity twelve months prior to the interview) in adult education changed as
well. While participation in 1987 was
27.6 percent, this figure reached 37
percent in 2004. The Lisbon benchmark, 12.5 percent participation of the
population between 25 and 64 years of
age, was reached and exceeded in 2003
(15.3 percent in 2005), which puts
Slovenia in the 6th place among the EU25, after Sweden, the UK, Denmark,
Finland and the Netherlands.

Source: Lifelong learning (adult
participation in education and
training) – total percentage
of the adult population 25 to
64 participating in education
and training, measured by the
Labour Force Survey and taking
into account any organised
learning activity four weeks
prior to the interview; from 27
October 2006 – based on an
annual average of quarterly data
instead of one unique reference
quarter in spring. http://epp.
eurostat.ec.europa.eu/portal/
page?_pageid=1996,39140985&_
dad=portal&_schema=POR
TAL&screen=detailref&langu
age=en&product=STRIND_
EMPLOI&root=STRIND_EMPLOI/
emploi/em051, 21.08.2007.
DEFINITION OF LIFELONG
LEARNING AND ADULT EDUCATION
IN SLOVENIA
As a concept, lifelong learning was introduced in Slovenia after the European
Lifelong Learning Initiative conference
(ELLI) held in Rome in 1995. At the
beginning, lifelong learning was defined
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by ELLI as: “a continuously supportive
process which stimulates and empowers individuals to acquire all the knowledge, values, skills and understanding
they will require throughout their lifetimes and to apply them with confidence, creativity and enjoyment in all
roles, circumstances, and environments”. After the EU Memorandum on
Lifelong Learning, Slovenia understood
lifelong learning as “a continuous activity taking place from cradle to grave,
lifelong and life wide, embracing formal, non-formal and informal learning”. In the draft Strategy on Lifelong
Learning in Slovenia, lifelong learning
is described as
“… an activity and process encompassing all forms of learning either formal, non-formal or informal which
takes place in various learning settings
and goes on from birth through early
childhood to adulthood and to the end
of life with the aim of improving
knowledge, skills and competences.
Through learning we also gain interests, character, values, relation to ourselves and others and other personal
characteristics” (item 4.1).
In general one could say that policy
documents in Slovenia interpret lifelong learning as learning for everyone
in different forms and settings, and
with content enriching the individual’s
intellectual, emotional, spiritual, aesthetic and physical abilities, thus contributing to employability, personal development, ability for further learning
and active citizenship.
As for the definition of adult education, the first article of the Adult Education Act describes it as “… education, improvement, training and learning of persons who have finished compulsory schooling and wish to gain,
update, widen and deepen their knowledge, and do not, at the same time,
have the status of pupil or student in
education”.
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Areas recognised under the definition
of LLL and adult education
As noted earlier, lifelong learning in
Slovenia includes formal, non-formal
and informal learning. Though experts
refer to lifelong learning as a process
“from cradle to grave”, its understanding in the overall policy is still varied.
The draft strategy on lifelong learning
speaks of “early life period” and includes pre-primary, primary and upper
secondary education, followed by “the
period of adulthood – continuing education” in which all adult education is
situated and is concluded with the
“higher education” section. Actually,
though policy papers do speak of lifelong learning, some also of lifelong education, it is obvious that they primarily link it to adult learning.

Provision
Slovenia is among those countries
which, after the fall of the Berlin Wall,
did not leave adult education entirely
to the market forces. During socialist
times, the education of workers was in
the interest of the government and the
policy was that an institution of adult
education should exist in every municipality. There were 60 municipalities
and as many folk high schools. After
one of the educational reforms, the education of youth, children and adults
came under one law. This meant the
“schooling” of the field and its gradual
decline with regard to the overall development of the field.
Nowadays, adult education encompasses formal and non-formal education. There are special institutions for
adult education (people’s universities,
fewer than in socialist times, but there
are other institutions as well, eg. private entities) which offer programmes
of formal and non-formal education.
There are also special units at upper
secondary schools which offer programmes of formal education. The
same principle applies within higher

System of administration
The Ministry of Education and Sport is
responsible for the policy on lifelong
learning. Within the ministerial structure there is a sector for adult education which is responsible for the implementation of the National Plan of
Adult Education. The bulk of tasks is
also carried out by the Ministry of Labour, Family and Social Affairs. It is responsible for the unemployed and invests quite heavily in National Vocational Qualifications by the certificate
system as well as in the National Plan
of Adult Education. In 2007 it will
contribute 73.1 percent of all public
funds earmarked in the budget for the
annual Adult Education Plan.
The Slovenian Institute for Adult
Education was established in 1991 to
research, develop and promote adult
education at the national level. The institute is entrusted with the development of adult education in accordance
with the strategy and principles of lifelong learning; preparation of expertise
for the development of a system of
adult education; development and
maintenance of an information system
for the needs of adult education; organisation and realisation of continuing
education and training for adult education staff; research and development
work; development of expertise for
programming and organisation of adult
education; and for the preparation of a
national plan of adult education, and
international cooperation.
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education. Institutions are public or
private. Primary education for adults is
free of charge, while the rest has to be
paid by companies, individuals or others. Research from 2004 shows that the
majority of adult formal education is
paid by individuals or their families,
sometimes by employment offices and
the Ministry of Education within the
provision of the National Plan of Adult
Education, while companies usually
pay for courses of short duration related to the workplace.

At the local level, municipalities are
responsible for lifelong learning and
adult education. They should contribute to the implementation of the National Plan of Adult Education. In reality, the majority contribute to primary
adult education, since it is a legal obligation, although they also fulfil their
founders’ responsibilities (to varying
degrees) towards folk high schools, financing or co-financing the staff,
premises and maintenance.

Table 1: Adults in formal and non-formal education
– end of school year.
2004/05
Total
2,127
18,942
5,982
12,960

women
643
9,538
2,974
6,564

%
30.23
50.35
49.72
50.65

8,525

4,292

50.35

Primary education
Upper secondary
of this: 2–3-year vocational ed.
4–5-year upper secondary
Higher vocational ed. (1-2years), nonuniversity
Higher professional ed., nonuniversity
University ed.
Post graduate – specialisation (1
year)
Master
Doctorate
TOTAL - formal
Non-formal

41,235
49,994

23,276
30,887

56.45
61.78

1,249
6,165
946
129,183
151,610

677
3,472
444
73,229
74,380

54.20
56.32
46.93
56.69
49.1

TOTAL formal and non-formal

428,918

230,376

53.72

Source: Statistical Office of the Republic of Slovenia, various reports.
Total public expenditure on education as a percentage of GDP in Slovenia
was, according to Eurostat, 6.02 percent in 2003 and 5.96 percent in 2004
(Progress Towards the Lisbon Objectives in Education and Training, 2007).
There is no reliable data as to what the
percentage is for adult education in
terms of GDP. The last data from 1995
indicate 0.08 percent of GDP, and the
estimation is that by 2007 it has not
reached one percent (Expertise on the
National Programme on Adult Education 1, 1998).

Statistics
Taking into account the participation
of generations in adult education in
2005, adult education as defined initially, there were on average five percent of adults in the 15–49 age group
attending programmes of formal education, and 13 percent in programmes
of non-formal education. This percentage does not include the 15–24-yearold generation that continued their
studies immediately after finishing primary or adequate upper secondary education.
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Three surveys were carried out in
Slovenia on a representative sample of
the population (1987, 1999 and 2004)
researching participation in adult education twelve months prior to the interview. The results of 2004 survey show
21 percent participation of adults between 15 and 65 years of age in formal
education and 37 percent in non-formal
education (Report 2005, 37), while participation in 1987 was 27 percent and in
1998, 31 percent (Report 2005, 29).
PARTNERSHIP

Stakeholders
In formal adult education the major
stakeholders are two ministries at the
national level – the Ministry of Education and Sport and Ministry of Higher
Education and Science. At the local level, the partners are public (people’s universities, schools, institutions of higher
education) and private (with concession) educational institutions.
In non-formal education, and in education and training the situation is
different. There are various and diverse
stakeholders: the Ministry of Labour,
Family and Social Affairs in the case of
the unemployed population, the Chamber of Commerce, Chamber of Crafts,
trade unions, various public and private (profit and non-profit) providers,
as well as NGOs and training centres
in companies and enterprises.

Responsibilities and funding
The main providers of adult learning
are two ministries: the Ministry of Education and Sport, and the Ministry of
Labour, Family and Social Affairs. The
Ministry of Education and Sport finances primary education for adults,
study circles, literacy courses, centres
of self-directed learning, information
and educational guidance, programmes
of active citizenship and programmes
for the Roma population. These programmes are free of charge for the participants. Through the annual plan of
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adult education the ministry defines the
extent of funds earmarked for these activities. Furthermore it co-finances
completion of studies defined in the
National Plan and Annual Programme
of Adult Education, learning exchanges, Project Learning for Young Adults
and in-service teacher training. Again,
the extent of funds is defined in the annual adult education plan.
The Ministry of Education and
Sport is responsible for the whole sector of education and proposes laws to
Parliament. It is also in charge of preparing adult education policy and implementing it in the field. According to
the Adult Education Act, it will have to
prepare a new National Plan of Adult
Education when the current one expires.
The Ministry of Labour, Family and
Social Affairs finance training of the
unemployed according to the programme of active employment policy,
and the National Plan of Adult Education. In accordance with the arrangement with the Ministry of Education
and Sport, it finances the annual national survey of adult education provision, the national coordination of the
Lifelong Learning Week, as well as ten
issues a year of bulletin Novičke (The
News), which brings up-to-date and
concise information on adult education
in Slovenian and three issues of the
same bulletin in English.
This ministry bears responsibility for
the preparation of the methodology for
the standards of knowledge and skills
in the certificate system through which
National Vocational Qualifications
(NVQs) are recognised. Assessment
and recognition of NVQs are also the
responsibilities of the Ministry of Labour.
Both chambers (Commerce and
Crafts), as representatives of employers, are entrusted with the preparation
of the standards of skills and knowledge for the certificate system. They also offer training programmes to their
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members in their respective fields concerning management, legislation, quality, etc.
Centres in companies and enterprises are mainly responsible for in-service
training of their workers and employees. NGOs and trade unions take care
of education of their membership in
their respective fields.

Coordination
There are several ways in which partnerships are coordinated among stakeholders. In accordance with the legislation on the organisation and financing
of education, there is a Council of Experts for Adult Education at the national level (there are three of them)
which, among other tasks, recommends
the adoption of programmes to the
minister. The members of the council
are nominated by the Government (14
plus the president) on suggestions from
the field. Suggestions are collected from
the stakeholders – four members are
nominated by the ministries (usually
Education, Labour, Research and Culture), three are nominated by relevant
chambers, three by trade unions (representative ones), two by the Association
of Public Institutions for Adult Education and two by other institutions of
adult education or their associations.
Another way of coordination is
through the governing boards of institutions for adult education. In public
institutions, according to the law on
public institutions, the members of the
governing boards are the representatives of the founders, employees and
users, and interested public.

Best practice
Two practices are worth mentioning.
The first relates to the establishment of
four councils at the national level, giving opinions to the Minister of Education and Sport and to the Minister of
Science and Higher Education in matters defined by respective laws. These
are the Council of Experts for Adult

LEARNING ENVIRONMENT

Support
Since 1996 when Slovenia organised its
first Lifelong Learning Week, this event
has been organised under the Slogan –
“Slovenia, a learning country”. Lifelong Learning Week is one of the endeavours to sensitise the population
and partners from the non-educational
fields of the necessity of learning. But
so far the concepts of “learning citizens”, “learning cities” and “learning
communities” as such have not been
introduced in the whole territory of
Slovenia. Therefore the existing networks of new forms, content and programmes in adult education (study circles, reading circles, centres for autonomous learning, learning exchanges,
Project Learning for Young Adults,
etc.) are steps towards implementation
of the above concepts.
The National Plan of Adult Education aims at increasing investment in all
aspects of lifelong learning (individual,
community, enterprise and state). For
achieving the concept of “learning cities/regions”, for example, the emergence of regional development agencies
is important. The Government also
seeks to ensure effective cooperation
and coordination among providers of
guidance at national, regional, local
levels in the provision of guidance serv-

ices in order to widen access and to ensure the coherence of provision, especially to groups at risk (Mirceva 2006).
The same efforts are being made concerning the provision of educational
programmes. As for “learning organisation”, the idea and implementation
of the concept is promoted by the Institute for Learning Organisations, established in 2000 by 18 successful Slovenian companies. It gives the name “learning organisation” according to previously adopted criteria.

Approach
The most systematic approach to linking a range of actors in order to shape
an effective environment at a national
level is the National Plan of Adult Education. There are also various other national plans (health, environment, higher education, social development, culture, informatics, etc.) which are already adopted or in the process of
adoption. The local level is far too
fragmented to be effective in linking
different factors together. This was the
basic idea of regional developmental
offices, and some are doing quite well.

Recognition
Within the introduction of the concept
of lifelong learning, the accreditation of
prior experience, learning or work has
been present in Slovenia. In the mid90s, the idea was to establish centres
for recognition, validation and accreditation in every statistical region of
Slovenia. It seems the idea was too radical, and such centres were not introduced. There was more or less unanimous opposition from the formal education system. Nevertheless, work went
on (accreditation, validation, certification, national vocational qualifications)
and its results were tested in programmes of non-formal learning. In the
process of Slovenia’s accession to the
European Union, the results of the
projects were used in the EU Programme Phare Modernisation of Curricula, Certifications and Assessment in

Vocational Education of Youth and
Adults MOCCA project, which was a
joint programme of the Ministry of Education and Sport and the Ministry of
Labour, Family and Social Affairs. The
conclusion of the Phare MOCCA programme meant the introduction of national vocational qualifications by the
certificate system. A law on NVQs was
passed in 2000, amended in 2003 and
again in 2006.
At the moment, national vocational
qualifications constitute a framework,
not a system. Qualifications are only
valid in the labour market and in almost all cases financial recognition of a
qualification is left to the will of the
employer. In two cases, the collective
agreement of social care and the road
transport sector, national vocational
qualifications are in 3rd (moderately demanding work) and 4th (demanding
work) place on the pay-roll list, and are
financially equivalent to salaries given
to those who gain qualification through
education.
As pointed out earlier, NVQs are not
a system but a framework. When a person obtains national vocational qualification it is not equal to the level of education or qualification obtained
through the education system. With respect to accreditation and validation,
Slovenia intends to work along the
lines of the European Qualification
Framework.
CONCLUSION
After 1991 and the plebiscite when
Slovenia became an independent state
with a political system of proportional
representation, the education system
faced and still faces rigorous change in
terms of organisation as well as content. Not only are these changes the result of political and economic changes,
but also the result of changes in professional and scientific views and paradigms. This is a logical continuation of
development and further changes, and
not only their end result.
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Education, Council of Experts for Vocational and Professional Education
and Training, Council of Experts for
General Formal Education, and Council of Experts for University Education.
All councils, with the exception of the
one for general formal education, are
structured according to the principle of
social partnership.
The second example is the annual
conferences of adult education, which
draw together providers from all over
Slovenia and both ministries (Ministry
of Education and Sport, Ministry of
Labour, Family and Social Affairs) to
discuss issues arising in the field.

T H E E U P R E S I D E N C Y: S L O V E N I A N A D U LT E D U C AT I O N

Adult education represents a broad
and complex field where formalised
and very structured forms of education,
leading to certificates and degrees, are
included, as well as non-structured and
non-formal forms, in which adults enrol because of their wish to acquire
various kinds of knowledge for their
personal and professional growth and
development. This complexity and dispersion of the adult education field is
mirrored in the diverse network of educational institutions dealing with adult
education, as well as in various types
and forms of educational programmes
in which adults participate.
As for adult education, the most significant achievement in the field in the
last ten years was the adoption of the
Adult Education Act (1996) and later
the adoption of the Resolution on the
National Plan of Adult Education until
2010 by the Parliament of Slovenia
(June 2004). The Resolution systematically governs adult education in the
country. The document is implemented
through annual programmes of adult
education. Realisation of the plan is reported annually to the Government
and biannually to Parliament.
The policy has accepted the term
and uses it in various policy papers as
“lifelong learning” and “lifelong education”. But looking at what the phrases refer to, it can be seen that lifelong
learning mostly refers to adult education.
Therefore, there are many challenges
ahead, the first of which is the adoption of a lifelong learning strategy.
Stemming from the strategy will be an
operational plan where the foreseen activities and partnerships will be elaborated. Within this strategy there is also
the question of recognition, validation,
certification and equality of qualifications gained through the school programme. There is also the question of
coordination of various lifelong learning activities to achieve greater synergy.
All these endeavours will certainly be
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carried out in line with the latest strategic documents at the EU level, i.e. the
communication “Adult Learning: It is
never too late to learn” (COM(2006)
614 final) and the “Action Plan on
Adult Learning: It is always a good
time to learn” (COM(2007) 558 final).
Secondly, there is a need to achieve
real social partnerships in education as
such. Without these partnerships, lifelong learning will remain an educational matter. Concerning adult education,
the biggest challenge is how to retain
the level of provision (legal, financial,
programmatic) which has been
achieved so far. All the results that
Slovenia can point to arose from the
mid-90s onwards.
However, the fact is that adult education is growing irrepressibly in depth
and breadth. It is present in the workplace, at home and in the local community, in all the places where people at all
levels shape their lives. But it is of vital
importance to all of us that lifelong
learning will become the real need of
every individual and that the learning
society will become a reality. This is truly the greatest challenge to our society.
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Waltz
in

S minor
non-formal
learning
Especially with the urbanisation, people
lose the feeling for the natural environment.
They also often lose the natural social
communication and responsibility of the
mostly rural past. Like in waltz, expressing
the celebration, when we now travel easily,
we can in study circles rediscover the
communication, common interests in
nature and in sustainable life.
Nevenka Bogataj
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when our identity is recognised, when
individual or collective successes are
celebrated, when we travel easily,
which was not the case years ago – in
the meantime borders have disappeared
and the currency has been changed for
the fourth time – when we can choose
and there are things to choose from,
when we can speak without being punished for it. The gently undulating
rhythm brings harmony and a positive
mood. Therefore negative memories
slowly disappear, and the poverty of
our ancestors is forgotten, along with
accounts of injustices and limited freedom. Nagging remains, and distrust
sometimes as well. Explanations are
seldom found in these non-material
reasons.
“Non-formal” was for at least two
decades a synonym of “hidden”. After
that, this term took on the meaning of
a shortcut, avoiding formal rules, using
simpler means. Today, “non-formal”
signifies a dimension of the “real”, unburdened with the ballast of form on
the account of essence. It becomes a
synonym of free, balanced, long-term
and positive. The old meanings still exist, while new meanings emerge; however, their relative importance is changing.
The roots of Slovenian non-formal
learning are poorly known. After 1993
we can find rich literature about the
models imported – organized self-directed learning, knowledge-exchange
centres, study circles. The last mentioned are the best documented and an-

alysed (detailed bibliography for the
period between 1993 and 2004 in
Bogataj 2005). Their orientation towards common knowledge, as well as
their local impact and long-term goals
prove their relevance even in new and
changing circumstances.
FUTURE BRINGS NEW CHALLENGES
In general, learning today is oriented
towards survival tomorrow. One of the
prevailing future challenges is “to sustain the level of welfare” (to survive?)
in an endangered environment. Every
single individual’s relation to the environment is therefore crucial. In Slovenia the countryside is traditionally well
preserved. Our culture highly values
nature, which is somehow in conflict
with the practices and trends of the urban lifestyle. Therefore we focused our
latest research on study circles on this
relationship. One of the hypotheses in
the research was that the attitude of the
study circle participants towards nature/ environment (namely the forest)
can be structured.
METHOD AND RESULTS
The objects studied were study circles
and their participants. The difference
between the Scandinavian and Slovenian models of such a learning setting is
slight – in Slovenia learning must end
with some tangible result. We used diverse data sources (personal observation, yearly report analysis, and a detailed questionnaire in 2003 with 354
respondents). The structure of respond-

Study circle
A small group of people meet regularly for a period of time, most often
one night per week, to study a certain subject or theme or to take part in a
cultural activity. The circle consists of five to twelve participants, of whom one
is the leader.
The study circles are characterized by democratic values and are based upon
the participants’ taking responsibility for the work. Together they plan their
studies, based on their own needs and interests. An important part of study
circle methodology is the exachange of experiences and ideas between the
participants and their own analysis of the subject studied.
http://www.folkbildning.se/page/492/english.htm
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F

rom the impressions of
short visits to Slovenia,
browsing the Internet and
statistical information,
studying numbers and reading articles,
one usually finds only brief descriptions
of processes and feelings of living in the
place. As the latter is important for
non-formal settings, I would like to introduce at least a few impressions.
The Slovenian landscape is more or
less green forests, filled with – still prevailing – rural elements and people
who slowly but surely are turning towards an urban lifestyle. We can speak
about a wave of material welfare
alongside the growing dependency on
media and public opinion. You can
meet latent happiness full of new possibilities based on the existence of our
own state. The farming traditions and
values seem old-fashioned and less normal than being “short of time” and
bent on accepting instant solutions.
Living peacefully at home seems boring
against the prospects of international
activities which were limited up to the
nineties. True stories about the violence
in the past and the consequences of
“clear-cutting” intellectuals under the
communist regime attract less interest
than earnings from entrepreneurship
and tourist mobility. The social
strength of communities is contested,
their population suffering all kinds of
dependencies, and not least from lack
of time for common activities.
These processes are important for
adult education. It stands as a mediator
between past experience and future
challenges. We understand learning as
a constant individual conflict (McGivney 2004, 73) balanced in social
settings.
The mood described might be compared with the mood of a waltz. We
usually dance it at New Year’s time.
Less nobly, it occurs at traditional local
summer festivals, organised by local
voluntary fire brigades. Its modest or
loud exuberance expresses our feelings
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ents for the questionnaire and the yearly reports was perfectly comparable;
however, they were not representative
for the whole country. The context was
studied, and the structure and processes were described. A two-step cluster
analysis of questionnaire answers enabled us to set up a model for the relationship of study circle participants to
the natural environment.
The attitude of study circle participants towards the environment ranged
from no interest at all to very high valuation of the subject. This attitude is
strongly skewed towards the latter. We
were satisfied with the possibility of
structuring the sample; however, we
found more groups than expected. Instead of a dichotomy between the usual
pro and contra groups, we found a
third one in between. We called the
largest group “participants with characteristics of a nature-friendly lifestyle”. “Participants without characteristics of a nature-friendly lifestyle” was
somewhat smaller. The smallest group
was the intermediate one, which was
also quite diverse. The groups are characterised by their demographics, attitude towards their local settlement, understanding of its development, experience with forests and expectations of
its role. These indicators are new both
for adult education and forestry.
“Participants with characteristics of
a nature-friendly lifestyle” represent
41.4 percent of the respondents. They
are very active in NGOs, know most of
the people in their local environment,
engage in voluntary activities and aid
to others on at least a monthly basis,
and feel deprived in comparison to inhabitants of other environments. Ties
between people are rated on average
2.8 (on a scale of 1 to 5). This segment
of the sample is characterised by men
more than the other two groups. Their
daily life is regularly assessed from the
point of view of “common benefits”,
“long-term consequences” and “consequences for the natural environment”.
They produce food by themselves,
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avoid use of chemicals, and know how
to make products from natural materials. They are very interested in local development plans. In their own opinion,
they are acknowledged by development
plans. They are concerned about the
future mainly for social reasons. They
have ideas, and are willing to change
some living patterns even in their own
households (better communication in
the local environment, less material
consumption, more organised social
life and cooperation, more access to
knowledge). Usually they admire the
forest, its beauty and complexity; they
follow conflicts about the forest and
expect its role to be primarily ecological. They suggest more care for the environment (forest), as well as raising its
role in development plans, which is
supported by several proposals. The
role of the study circles is, according to
their opinion, at the same level as the
group or local community.
By turning these answers into their
opposites, we get a picture of “participants without characteristics of a nature-friendly lifestyle”, who more or
less represent urban environments. The
in-between group is quite difficult to
characterise, being comparable to the
first group in answering some questions
and to the second group in answering
others.
STUDY CIRCLE WORKS ON THE
LOCAL LEVEL
Inner regulative mechanisms (non-formal relations, social capital) become
more and more important when vertical communication is weakened and
welfare is endangered. This was the
case at the very beginning of study circles (Bratsett, 1982). Could we compare the general principles of that time
and place with those today (although
at different level for – at least – welfare)?
Adult educators connect the past
with the present. In times of tough situations, only more complex knowledge
and innovation can help break through
4 | 2007

the bottleneck. Do we learn as we encourage others to? The flows of nonformal settings, knowledge, skills and
values have proved to be optimal as
these are regulated from the inside,
have low transaction costs and high validity of participants (Ostrom, 1990).
The research partially and briefly
presented above has proven that experiential learning in small groups is useful and wanted. Its focus on the relation between a person or their community and nature is not accidental. The
local level has been neglected for a long
time, and issues of the environment are
often negative and thus unwanted.
However, we are constantly bombarded
by messages, which unfortunately echo
more in strategic documents than on
the level of practical measures. Adult
educators seldom take an active role in
overcoming such a situation. Their
contribution in overcoming the erosion
of common values, among which environmental issues are crucial, might go
by means of:
1. acceptance and support to diversity (Berger, Luckmann, 1966); and
2. establishing social structures on
the basis of “real communities” (Bahovec, 2004). Institutions such as
church, state, movements or regular
neighbourhood meetings, websites, occasional friends or local interest groups
have not proven as functioning. Real
communities overcome the concept of
division between public and private
(Berger, Luckmann 1966) and change
the mode of thinking into care for the
common good (eg. future, interest, environment, goals, etc.).
Many study circles in Slovenia are
real communities, as they need no outsourced authority to gain long-term results.
CONCLUSIONS: BACK TO
APPRECIATING THE COMMON
GOOD
The experiences of (older) Slovenian
adults are rich with fear – both objective and subjective. The reasons are di-

mon good”. This is not only crucial
from the pedagogical-andragogical
point of view, but also from the point
of view of strategic development.
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verse – living along the iron curtain,
living at the crossroads between Germanic, Latin and Slavic cultures. Additional regime pressures constituted duties, unknown to the average citizen of
western states, and forbidden things,
which youngsters today hardly believe
true. The present freedom and material
well-being are rooted in this heritage.
However, they are empowered by
learning from international contacts
and other experiences, resulting in a return of pride and self-consciousness. It
is nice to breathe at this time, even if
the form sometimes prevails over the
message, even if the division between
“we” and “you” still exists, even if
competition for personal gains brings
negative side effects to communities,
even if interest in the useful experience
of old lifestyles is low.
Educational programmes for adults
in Slovenia at the moment are not interested in issues of our dependence on
natural resources – probably the tradition is just too close, the non-local supply too easy and modern, and the sustainable paradigm too radical (although it was practised by our grandparents). At least the prices of energy
and food prove that knowledge and
skills in this field are not unimportant.
The waltz is an invitation to Slovenia. It is the challenge of a different
point of view – one which restores the
role of ties between us, our attitude towards nature and our future orientation on the basis of our (common)
roots. The accent on “minor” is there
for the existence of any negative experience. It also represents the surprisingly low interest of adult educators in social capital and experiential knowledge
about environment/ nature issues.
Study circles are able to contribute in
this respect by continuing their role of
small steps at the local level and the
complementary role of individually oriented practices. Its process of constant
adjustment and upgrading the individual and group identity is in line with establishing and developing the “com-
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Two major changes in the recent history of Slovenian
society were regaining the independence and preparation
and accession to the European Union. Both called for an
evaluation of the need, direction and quality of adult
education. With introducing tools and incentives, Slovenia
expects to rise to the challenge of achieving the desired
standards of quality in education.
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to the quality of adult education. It became crucial for the future development of Slovenia that our citizens have
the knowledge to enable Slovenian industry, service industry and culture to
coexist successfully with other European countries. Questions about the real
quality of the educational system and
quality of adult education were reopened. The question of whether we
have adequate tools, procedures and
knowledge to help us acquire quality
data and information on how well we
were doing insofar as the level of the
educational system was concerned was
also posed. And, as an equally important question, what was the quality of
the work of adult education providers
– educational organisations?
SELF-EVALUATION IN ADULT
EDUCATION
One new measure was the planned implementation of self-evaluation in the
network of adult education providers,
which we carried out in cooperation
with the Ministry of Education and
Sport and the Slovenian Institute for
Adult Education SIAE, and in recent
years also with financial support from
the European Social Fund. This was
based on professional findings which at
the time (and now) had strong support
in academic circles in Europe: that selfevaluation, complemented by adequate
systems of external quality monitoring,
is one of the most appropriate approaches to achieving the desired
standards of quality in education. We
judge that activities supporting increased implementation of self-evaluation in adult education in Slovenia need
to go in two directions:

Copenhagen Declaration – 2002,
A Report by the Copenhagen
Coordination Group for
effectuating the Copenhagen
Declaration – 2003, various
materials of the Technical Quality
Group in Vocational Education and
Training, CEDEFOP – 2003 etc.

• Quantitative aspect. By means of
training and guidance support, to
train a number of adult education
organisations to be able to carry out
self-evaluation independently.
• Qualitative aspect. To develop a
culture of self-evaluation with different motivational, professional and
other systemic measures; and also to
develop new quality management
strategies which can be observed in
an adequate climate of quality and
learning, a team approach to monitoring one's own work, and reasoned cooperative decision making
about the development of adult education.
SIAE believes that the most effective
way to better implement self-evaluation
in the network of adult education providers is to develop a specific approach,
a model adjusted to Slovenian circumstances and needs. We thus developed
the OQEA (Offering Quality Education
to Adults, http://poki.acs.si/en/) model
of self-evaluation and supported it with
extensive training and guidance work.
It was first put into practice in 2001; to
date (end of 2007) the model is or has
been used by 73 percent of folk high
schools with verified adult education
programmes, 26 percent of secondary
schools and 10 percent of private educational institutions. In all, they make
up 29.51 percent of all educational organisations presently offering verified
programmes for adult education, as
well as many informal ones.
The OQEA model includes six areas
which try to fully encompass the various entry, process, outcome and contextual factors we have to take care of
when evaluating and developing the
quality of work in the field of adult education at the provider level. Part of
the model structure is the quality indicators, which determine basic activities,
procedures and processes; these show
us quality in a particular area or subarea (http://poki.acs.si/en/process/areas/).
The way the model is implemented
in an educational organisation is as follows: the Ministry of Education and
Sport chooses a certain number of educational organisations from among
those who respond to a public tender;
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ebates about quality in education are not a new
phenomenon, not in Europe and the rest of the
world, nor in Slovenia. However, we
may notice when we follow the development of these issues that such debates and activities have been particularly intensive lately because it is extremely important for adult education
– one of the crucial areas of lifelong
learning – to be aware of what standard of quality it reaches, and with what
results and effects. After all, the newest
European Commission communication
from 2006, Adult Education: It Is Never Too Late to Learn, addresses this
and calls on the Member States to increase their efforts to improve teaching
methods and materials adjusted to
adult learners in the educational process, and to establish supplementary and
continuing measures for professional
development which will train and additionally educate those working in adult
education. The Member States must establish mechanisms for ensuring quality
and improving the transfer of knowledge.
When the new state of Slovenia was
created in 1991, its citizens faced numerous changes brought about by the
new socio-political context. These
changes were also significant in the
field of education, because they were
responsible for a comprehensive reform
of the entire educational system. The
starting point of this reform was an allround modernisation of the system and
ensuring the highest possible level of
education to as many people as possible. In the area of adult education, we
were faced mostly with a large percentage of the population without basic
and/ or vocational education, a lack of
different programmes and approaches
aimed at adult learners, and an almost
defunct network of adult education
providers. At the same time, a need
was evidenced to support all the activities and measures conceived on the national level in order to change this situation, through systematic care for quality adult education.
In the late 1990s, the intensified
processes of Slovenian accession to the
EU triggered new questions connected
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these organisations join the project and
work within its framework for approximately two years. In the first year, employees in the educational organisation
focus on quality assessment activities;
the focus in the second year is on approaches to quality development (http://poki.acs.si/en/process/).
We daresay that before implementation of the OQEA model, the majority
of self-evaluation processes were not
carried out, or were only present in individual cases. In the participating
working collectives, the attention paid
to questions of quality in adult education was significantly increased, and in
many organisations this was the first
time ever to address these questions
systematically, despite their long tradition in adult education. In different areas a series of professional initiatives
were carried out to improve the situation of adult education.
It would, of course, be quite uncritical and unprofessional to claim that all
these processes ran smoothly and that
the situation now is satisfactory. What
we can claim, based on observations
thus far, is that the organisations have
at their disposal neither the quantity
nor quality of knowledge that would
allow them to independently carry out
self-evaluation. The problem is evident
on various levels:
The management of some educational organisations nominally supports the
quest for quality, but when changes in
policy and strategy are to be made, and
when inveterate ways of work need to
be changed, they pull away and delegate the work to people with much less
authority, which calls the effectiveness
of the stated measures for quality development into question or even disables them.
As questions of quality are often not
a part of a holistic business policy, one
can sometimes observe significant oscillations in motivation for carrying out
processes of self-evaluation.
A more significant problem seems to
be the lack of knowledge of the principles and methodology of self-evaluation implementation and development,
as well as insufficient expertise in qualitative and quantitative methods for
quality assessment. Problems are also
258
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noticeable in the interpretation of different collected data and findings.
In educational organisations, one
can often find lack of expertise about
how to plan and implement measures
to improve quality in the areas that
were subject to self-evaluation (based
on the results of the said self-evaluation).
PROMOTION OF QUALITY IN ADULT
EDUCATION
We believe that in order to establish a
culture of quality, different types of
stimulation which reward those with
the best results are very important. In
addition to being a reward for those
who achieve good results, such stimuli
promote quality work, which is an incentive to others as well.
For this reason SIAE has developed
two incentives intended to motivate
and reward educational organisations
and experts who care about their work
and are therefore prepared to learn, try
new things, systematically assess the effects of their work, and implement
measures to develop quality:
• The green OQEA logo can be obtained by an educational organisation which takes part in the OQEA
project and has evaluated its own
quality in accordance with the determined methodology for two years,
and further implements improvements based on its results. The green
logo means that an educational organisation systematically cares for
its quality and the quality of its services in adult education. Organisations have shown great interest in
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obtaining the logo (http://poki.acs.si/
en/logo/).
• Awards for outstanding work in
developing quality in adult education may be given to organisations
or individuals that can demonstrate
they reach the standards set by SIAE
as indicators of systematic care for
adult education quality development. The first educational organisations were recognised in 2007 (http://poki.acs.si/en/awards/).
WHAT ABOUT EXTERNAL
EVALUATION?
We have already mentioned that experts believe the best results are
achieved when self-evaluation is combined with various external evaluations. It must be said that, while in
Slovenia several forms of external evaluation are practised, more drastic steps
need to be taken in this direction.
With the intent of stimulating expert
discussions and implementing more
systematic approaches towards external evaluation, SIAE is currently carrying out an extensive study by which we
wish to determine a series of quality indicators for adult education, which
would be systematically monitored and
later also suggest in what way.
TO CONCLUDE
We may say that in the past fifteen
years, professional and financial investments by state and expert institutions
(and lately also the European Union)
into approaches and methods that
would enable more systematic care for
the quality of adult education have
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very positively influenced the development of this area and produced many
good results.
Those of us who are professionally
involved in this area are, of course,
aware that any positive effects might
quickly disappear unless we manage to
guarantee at least the same – if not
higher – level of professional and financial support for such activities also in
the new European financial perspective
for the period 2008–2013, the plans
for which are at the time of writing being intensively prepared and adopted in
Slovenia. Knowing that in today’s globalised world, evaluating one’s own development shifts merely within the
Slovenian context is not enough, we intend to focus on further development
of external evaluations in the future;
these evaluations should make the
adult education system clearer and
more systematic.
However, we do not wish to neglect
continuing work on planned development activities of care for quality in
adult education. By further developing
appropriate tools for quality assessment and development (which should
be based on reflective learning about
self and others, connections, development and innovation), we wish to contribute to the important and active role
of adult education in society.
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“I would never
have realised
what I’m capable
of achieving”

SIAE’s work
on literacy
After discovering the need of literacy training among the
adult population, the Slovenian Institute for Adult
Education took the adults life context, their own needs
and wishes as their guideline and prepared training that
was focused on them – and was gratifying and
enjoyable.

A n a I l e r š ič
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NATIONAL LITERACY PROGRAM
AND TEACHER TRAINING
Slovenian Institute for Adult Education
(SIAE) started with research and development in the field of literacy for
adults. First some small-scale research
on literacy skills among young unemployed adults was carried out and on
that basis the first national literacy
scheme was launched, supported by
Ministry of Education and Ministry of
Labour. Within this scheme, the first
literacy program was designed for loweducated unemployed adults, with the
goal to equip them with basic skills and
to raise their participation on the labour market and their social inclusion.
A literacy teacher training program
was also designed and implemented
within this scheme. The government
support ended in 2000 for various reasons, a predominant one was the fact
that there was no reliable estimation of
the scale of the literacy problems
among adults on a national level, bearing in mind the rather favourable level
of education of the population.
IALS CHANGED THE PICTURE
In 1998 Slovenia joined the International Adult Literacy Survey (IALS).
The results came out in 2000 and they
showed that 77 percent of Slovene pop-

ulation was below average with their
literacy skills. A more in-depth research
showed that four main factors influenced the participants’ performance in
the survey: level of education (the higher the participants’ level of education,
the higher the literacy level achieved,
age (the older the participant, the lower
literacy level achieved), level of parents’
education (the higher the participants’
parents’ level of education, the higher
the literacy level achieved) and employment status (employed participants
achieved higher literacy levels than the
unemployed). The survey also showed
that people living in rural areas had
poorer results than people living in cities.
The whole Slovene society was
shocked by these results and everyone
agreed that something needed to be
done. SIAE rose up to the challenge.
THE RENOVATION: PROGRAMS FOR
ADULTS’ LIFE CONTEXTS
Based on the IALS results and the experiences we had with literacy provision
in the 90’s, we developed five different
literacy programs, for five different target groups. Rather than developing
“just” literacy or “just” numeracy or
“just” ICT course and set it at different
levels, we decided to prepare programs
that would incorporate different aspects of literacy (reading, writing,
speaking, calculating, ICT) and combine them with participants’ life contexts. Adults learn in order to solve a
certain problem – to keep or get a job,
for professional development, to follow
a personal ambition, to develop as a
person. They do not enrol in an educational program because someone tells
them they have a low level of literacy
skills and they should improve it. We
felt that finding a life context – a situation in participants’ life they want to
resolve or change, was the key to get
them to join the programs, find the
learning relevant and also get a positive
learning experience.

All literacy programs are aimed at
increasing participants’ basic skills (literacy, numeracy, ICT), social skills,
promoting lifelong learning and developing skills to becoming an active citizen. In addition, every program has
specific topics which reflect the needs
of the target group.
We developed a family literacy program which is a program for parents
who are motivated to help their children with their schoolwork but don’t
know how. The program is 50 hours
long and both parents and their children attend it.
The literacy program for adults returning to formal education is a 120hours-long program aimed at adults
who want to continue their formal education. The main goal is to equip participants with adequate learning techniques to help them cope with educational demands, and as a result, be
more successful at schooling.
In the rural literacy program teachers help people living in rural areas find
and take advantage of opportunities
provided by the environment they live
in. Through the program they are also
trying to help participants improve
their social position and economic living status. The program is 120 hours
long. Literacy program for people with
special needs wants to help the participants improve their quality of life. The
main goal of the program is to show
the participants how to be more independent and resourceful in everyday
life situations.
The workplace literacy program is
aimed at adults working in low-skilled
jobs who have difficulties dealing with
the fast changes in industry. The teachers in the program equip the participants with knowledge to help them
keep up with the demands of the workplace. This is a 300-hour-long program.
What all participants have in common, is less than 10 years of schooling
which results in poor literacy skills
(levels 1 or 2 based on the IALS sur-
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ociety today is becoming an
uncomfortable place to live
in for low-educated people.
Demands of the workplace
and family life are ever changing and
ever more complex. Trying to juggle
between different roles (as an active citizen, consumer etc.), trying to ensure a
healthy way of living, to find quality
time for yourself is becoming more and
more difficult to achieve. To be successful in life and to help equip our children to the same, we need to keep up
with all of these fast changes. The (only?) way to achieve this is through
learning. One way to start is to enrol in
a literacy program.
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vey). The curriculum in these programs
is open. There are standards that the
participants are supposed to achieve
and it is the teacher’s job to ensure this
is done. The standards are achieved
through project work as a method of
teaching. By project work we ensure
that the participants are motivated to
learn, they stay active throughout the
program and their memory works better. They also improve their self-perception by contributing to the contents of
the program, they decide how to approach the problem and they get the
opportunity to show others (and themselves) what they are capable of doing.
The teacher’s role is more of a mentor – he or she helps the participants to
identify a problem they have and then
guides, supports and counsels the participants to find a solution. There are
some projects that are repeated with
every group of participants and there
are some projects that are specific to a
certain realisation of the program;
some participants need to focus more
on developing mathematical skills, others communicational skills and so on.
TEACHER TRAINING – NEW
PROGRAM
Teachers who want to teach in literacy
programs have to have a University degree, have to undergo adult education
training and should have passed the
professional exam. Before enrolling in
the training, the teacher also has to
come for an interview at the SIAE.
Through the interview we try to establish whether a person is suitable to be a
literacy teacher. We look for people
that have or want to gain experience in
teaching, counselling and other sociocultural work with less educated adults.

The professional exam is a national
exam which a person takes after
one year of working. It is made
up from three different topics:
Slovenian language, Slovenian
constitution and Slovenian law
regarding adult education.
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The teachers should support the philosophy and the concept of lifelong learning and take it as a path to self-fulfilment. But most of all they have to look
at the learning process as a joyful experience.
The whole training lasts from 112 to
132 hours – depending on which literacy program the teacher wants to work
in. The training provides teachers with
an understanding of the concept of literacy, literacy related problems, characteristics and needs of the target groups,
they realise the significance of psychological and social background for the
development of basic skills etc.
After the teachers finish the training
they start carrying out the programs
but we don’t “let them off the hook”.
A few times a year we organise workshops on topics related to working in
literacy programs. We choose topics
out of the teachers’ suggestions. Once a
year we organise a workshop which is
dedicated to organisational issues and
evaluation. This is an opportunity for
teachers to share examples of good
practice, explain about the difficulties
they experience with realisation of the
programs, and anything else they feel is
important to share and discuss with
other teachers and literacy experts.
ASSISTANCE FOR ADULT EDUCATORS
AND COUNCELLORS
We prepared workshops for adult education teachers who teach in formal educational programs. At these workshops they get in-depth knowledge of
the problems poor literacy skills generate and learn about efficient strategies
to help participants who might be
struggling because of these problems.
There are also workshops for other
professionals who, because of the nature of their work, come into contact
with people with poor literacy skills.
These workshops are therefore targeted
at social workers, counsellors (employment counsellors, education counsellors etc.), HR workers … Last year, in
cooperation with a private TV station,
we filmed four educational TV pro4 | 2007

grams. Each episode was dedicated to a
different aspect of literacy; the importance of developing family literacy,
reading, writing, calculating. The programs were repeated twice on the TV
and we also published them on DVDs
which people can get for free.
CURRENT WORK
SIAE participates in European projects
in order to exchange experiences and
based on that improve our work. We
are piloting two new programs; a literacy program for parents of preschool
children and a literacy program for retired people. The first one is trying to
support the development of emerging
literacy and the other is trying to ensure
an active way of life for older people.
We are also concluding the preparation of a dialogical reading program.
We are constantly cooperating with
literacy teachers. We provide support,
counselling and training in order to ensure quality in realisations of the programs.
We also cooperate with the Ministry
for education in developing the area of
adult education and in preparing national documents – last year, the National Literacy Strategy (NLS) was prepared and approved by the ministry.
NLS is a strategic document setting priorities and goals of educational policies
in the field of literacy. It aims to help
create opportunities for all residents of
Slovenia to find new, creative and efficient strategies to cope with the on-going global, technological, social and
cultural developments.
We feel that without cooperation,
we cannot achieve something we are all
steering to – a positive learning experience for the participants and raising
motivation of adults for learning.
FUTURE
Next year we will start with the evaluation of the five developed literacy programs. Two of them have now been
carried out for six years, and it is time
to evaluate them and see if they need

PARTICIPANTS’ INTEREST IS THE
GUIDE
Education in itself has always been a
way of empowering people. When
asked what they gained from the program, the participants of the family
and rural literacy programs answered:
“I could show that I do know a few
things.” “I always got answers to my
questions.” “The teachers were always
very nice and friendly and patient.
They were always smiling.” “I’m more
confident.” “I learnt a lot. Also about
myself.” Our work has always been
prepared with the participants’ interests in mind. We realise we still have a
lot of work to do before we can say
that the majority of Slovenes are
equipped with the information, knowl-
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any adjustments or changes. We will
develop quality standards for literacy
programs and diagnostic instruments
to learn about the participants’ literacy
practises. We are also thinking of participating in an international literacy
survey – it has been almost ten years
since the IALS.
We prepared outlines for development of motivational workshops, the
English would call them “tasters”.
They are aimed at people who have
negative experiences of education, and
as a result do not enrol in educational
programs. These workshops would
show them that learning can be goaloriented, focused and at the same time
fun and enjoyable.
We will continue with preparing educational TV programs and hopefully
get the national television to cooperate.
One of the big challenges will be creating programs for low-educated migrants and other marginal groups with
low level of education (prisoners, etc).
Currently there are no programs for
this target group, but Slovenia is getting more and more migrants, and we
need to turn our attention to integration, helping migrants to take an active
part in Slovene society, and educating
Slovenes about different cultures and
ways of living.

edge and strategies to be able to adapt
to the fast-changing society we all live
in. That said, we do believe we can
achieve that by creating equal opportunities, providing support, enlarging educational provision and respecting each
other.
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Through celebration
towards

increased
participation
and

new partnerships
twelve years of the Slovenian
Lifelong Learning Week
Successful even now, having caught the interest
and support of a diversity of adult learners and a
diversity of partners, Slovenian Lifelong Learners
Week focuses on improvement, catching the eye of
those who are not yet in – and encouraging the
hesitant with stories of those have overcome their
doubts, and succeeded. Those who have found the
pleasure of learning.

Zvonka Pangerc Pahernik
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LLW AIMS AND GOALS
Partners in this complex performance
have taken the challenge of raising
public awareness of the omnipresence
and importance of learning – in all lifeperiods and for all roles one assumes as
an individual or member of a family,
workplace or society as a whole. Moreover, they are attempting to surmount
the stereotypical notion of learning and
education as a narrow process regarding its duration and content, and are
keen to put forward a vision of lifelong
learning providing the individual and
society as a whole with information,
knowledge and understanding – all
three of them indispensable for survival
and development in the present world.
The inseparable companions of such a
vision are joy, creativity, equality, mutual understanding and respect, as well
as conditions under which the border
between teacher and student vanishes
and their benefits are mutual.
LLW aims also to present the diversity of educational and learning supply,
its varied and innovative contents,
forms and sources. As a result, curiosity is being awakened and new demand
for learning is being created. Last but

not least, cooperation among learning
providers within or across geographic
or thematic areas, as well as their lively
interactions with learners and other
LLW partners, creates grounds for mutual acceptance, understanding and
synergy of sometimes conflicting parties: the formal and non-formal sectors
of education, governmental and nongovernmental institutions, various generations, religions, cultures, nationalities, etc. Thus, all partners engaged in
the creation of the LLW project contribute to the realisation of the slogan
Slovenia, a learning country.
LLW IS A JOINT VENTURE
Throughout the years, a relatively
sound partnership has been established
among institutions at different levels.
Annually, SIAE as the national coordinator and manager of the LLW project
provides the professional grounds for
and developmental aspects of its implementation. In this process SIAE cooperates with a broad range of LLW providers and coordinators, media as well
as financers (especially the Ministry of
Labour, Family and Social Affairs, and
the Ministry of Education and Sport),
donors, sponsors, etc. Since 1997, the
government of Slovenia has accepted
general patronage of the week and has
ascribed it national importance. In addition there is the National LLW Committee, which acts primarily as a mediator between LLW partners and the
Slovenian government.
Considering the pyramidal structure
of the LLW network, we can conclude
that its broad base is of utmost importance, ie. the number and above all, the
quality of providers of events. They are
the ones who pool their enthusiasm, efforts, knowledge and experience, their
creativity and other resources, with the
intention of contributing their share to
implementing the goals of the LLW, of
achieving high attendance levels at
their events and encouraging greater
participation in their education pro-

grammes and learning projects. The list
of LLW providers has become surprisingly long, encompassing private educational organisations, folk high
schools, societies, associations of societies, clubs, municipalities, local communities, day care centres, primary and
secondary schools, colleges and universities, universities of the third age,
NGOs, libraries, museums, study circles, learning exchanges, development
centres, agriculture advisory offices,
employment offices, medical institutions, media and many others.
Whereas in 1996 most LLW providers organised their events individually,
in subsequent years spontaneous forms
of cooperation and coordination have
developed, thereby overcoming geographical, generational, statutory and
other barriers, and bringing together
extremely diverse contents. In this
process of linking, so-called LLW coordinators have emerged, meaning that
larger educational, administrative and
other organisations at the local level
have taken on the role of initiators and/
or coordinators of LLW providers and
events. Consequently, the number and
variety of providers has grown, as has
the diversity and quality of events; the
week has become more attractive for
the media and the larger public, and
partnerships have been created which
last long after the week is over.
LLW EVENTS ADDRESS ALL WALKS
OF LIFE
One of the most attractive LLW events
at the national level has been the presentation of SIAE awards, which have
been given since 1997 to individuals,
groups and organisations for outstanding achievements in adult learning.
With their efforts award winners (individuals, groups and organisations) have
changed themselves, grown personally,
improved their status and been a positive influence on their environment –
family, neighbourhood, community and
society as a whole.
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he Lifelong Learning Week
(LLW) is the most prominent
promotional campaign in the
field of education and learning in Slovenia. For twelve years now it has been
paving the way for a profound understanding and implementation of the culture of lifelong learning by attracting
public attention to inspiring educational, promotional, social and cultural
events, as well as information and guidance. What started in 1996 as a rather
idealistic initiative by the Slovenian Institute for Adult Education (SIAE),
which gained the response of about 70
(mainly adult) education providers, has
progressively become a movement
which annually involves up to 500 institutions, NGOs, interest groups and other stakeholders throughout the country.
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LLW

1996

1997

1998

1999

2000

2001

2002

2003

2004

2005

2006

74

137

267

374

500

545

563

488

482

381

474

Events

500

1,000

1,500

1,900

1,900

3,400

3,072

3,052

4,040

3,685

4,050

Media items

163

623

457

600

820

1,400

1,230

1,284

1,441

1,033

1,439

10,000

22,320

30,000

35,000

40,000

40,000

50,600

76,343

57,606

44,898

107,317

Providers

Participants*

*Many more people are addressed by media items, especially by broadcasts of life histories of award winners.

Over the last six years a total of 141
awards have been presented – 67 for
achievements in enriching one’s own
knowledge and 74 for professional and
promotional success in enriching the
knowledge of others. The presentation
of awards takes place at the grand
LLW opening ceremony, thus attracting
public attention to life histories of successful learners and committed and
thoughtful teachers, who are the best
examples and advocates of lifelong
learning in Slovenia. In the last two
years the LLW opening has been organised at the local level, which brought
the learning festival even closer to the
people.
Since learners’ stories are the most
effective tools for raising the profile of
education and learning, video presentations of SIAE award winners have been
prepared since 2001 for broadcasting
at local and private TV stations, in
schools, libraries and other educational
and cultural institutions. At many LLW
venues the video and ensuing debate
were staged as LLW events, whereas
several TV stations repeated the broadcast many times even after LLW was
closed. This multimedia approach was
enhanced in 2007 with the production
of a thematic compilation, Equal opportunities for all through lifelong
learning, addressing selected target
groups such as disabled and elderly
people, members of ethnical minorities,
war victims etc.
At the local level, no limits have
been set on imaginative and inventive
approaches to LLW; in fact, all ideas
that fit into the broad definition of lifelong and life-wide learning are welcome, whether the latter takes place in
formal institutions or in the everyday
life of all generations.
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LLW quantity indicators for the period 1996–2006 (data for 2007 have
not been analysed yet) depend on the
annual response rate, which varies over
the years. Nevertheless, values are more
or less rising, especially in the first six
years. On the other hand, a decline or a
plateau calls our attention to the importance of assuring sound financing
for LLW at the state level. Foundations
for this were laid in the National Plan
of Adult Education and are being implemented via Annual Programme of
Adult Education.

achievements, and also needs and opinions to their local community, and to
move out of anonymity to the centre
stage of public interest, thus attracting
even media attention. Successful learners’ stories evoke enthusiasm and thirst
for learning in other people.
In short, LLW is increasingly expected to become a uniting force and not
merely an affirmation of individual institutions, groups and individuals.

SOME LLW QUALITY INDICATORS

With the first edition of LLW in September 1996, Slovenia joined a group
of six countries which at that time had
organised at least one learning festival.
The Adult Learners’ Week model, since
1992 implemented and developed by
National Institute of Adult Continuing
Education, England and Wales NIACE,
served as a starting point for the expansion of learning festivals throughout the world.
A vital stimulus was rendered to this
development by the Fifth International
UNESCO Conference on Adult Education in Hamburg (CONFINTEA V,
1997). In its strategic documents (The
Hamburg declaration on the future of
adult education and the related Action
Plan), the topic of promoting a culture
of learning was addressed for the first
time, and UN member states were given
the recommendation to organise Adult
Learners’ Weeks. Gradually, the international learning festival movement
known as International Adult Learners’
Week (IALW) came into being as a network of institutions and national coordinators which presently represent more
than 40 countries throughout the world,
about half of them European.

Signs of the participants’ positive attitude towards LLW are lively and involved discussions both during and after events, expressions of satisfaction
and gratitude to event organisers, subsequent telephone enquiries, curiosity
and desire for similar events throughout the year. Some LLW providers have
used the opportunity to ask their LLW
visitors about their educational needs
so as to adapt their programmes and
activities to actual demand. As a result,
many education providers have reported increased enrolment in their programmes. Long-lasting partnerships, as
well as mutual acceptance and understanding, have also resulted from LLW
events.
Providers attempt to pay more attention to the needs of their local environments, to the quality of events, and to
ways of attracting as wide a spectrum
of the public as possible and as many
diverse target groups, particularly those
which have previously been neglected
in formulating their range of services.
For many people, especially the
learners, LLW is a rare or even unique
opportunity to present their activities,
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LLW AND THE INTERNATIONAL
LEARNING FESTIVAL MOVEMENT
(IALW)

1. International Adult Learners Week
in Europe – IntALWinE (2003–2006)
Website: http://www.ALWinEurope.
net
Coordinator: UNESCO Institute for
Lifelong Learning (UIL), Hamburg
Partners: national coordinators from
15 European countries
Results: International adult learners’
forum, publication of life stories of
award winners from partner countries:
I did it my way. Journeys of learning in
Europe; collection and Web presentation of examples of good practice; lobbying and advocacy at the international
and national level; joint promotional
material and website; final publication:
Beating the Drums for Attention.

2. Widening and Strengthening the
European Dimension of the LLW/LF
Movement (2002–2004)
Website: http://www.llw5.org
Coordinator: Slovenian Institute for
Adult Education

Partners: Bulgaria, Germany, Romania,
Spain, Switzerland, Slovenia
Results: first learning festival in Spain
(November 2003); overview of stateof-the-art practices concerning lifelong
learning in partner countries; manual
for LLW/LF coordination; national
LLW/LF framework: model, annual
plan, promotion and dissemination
plan; evaluation tools; Web-based
information system for registration,
overview (Internet calendar) and evaluation of learning festivals; website and
promotional material.

3. Lifelong Learning Week in South
Eastern Europe (2000–2003)
Website: www.inebis.com
Coordinator: IIZ/DVV Bonn (now dvv
International)
Partners: Albania, Bulgaria, BosniaHerzegovina, Croatia, Macedonia,
Romania, Slovenia, Serbia and Montenegro
Results: transfer of Slovenian experiences and know-how to South Eastern
European countries; exchange of experiences; learning festivals in all partner
countries; first regional learning festival
in Skopje, Macedonia (2003); publication with presentations of learning
festivals in partner countries; followup: second regional learning festival in
Sarajevo, Bosnia-Herzegovina (2006).

the government of Slovenia, NGOs and
other institutions which have not identified with the LLW movement yet.
New promotional measures will be taken and the network of LLW friends will
be expanded. Alliances with various
stakeholders will be made to ensure
sound financing of the campaign at all
levels.
SIAE, in co-operation with other
LLW partners, will further strengthen
the monitoring and evaluation part of
the project in order to conceptualise
and generate a comprehensive set of
quantity and quality LLW indicators.
Finally, as part of the international
Adult Learners Week ALW – Learning
Festivals LF movement, the Slovenian
LLW movement is expected not only to
further advocate and promote the strategy of lifelong learning in the country,
but also to contribute to the expansion
and reinforcement of learning festivals
world wide.

FUTURE PERSPECTIVES
Slovenia will certainly continue to celebrate its festival of lifelong learning by
building upon good practices that have
won recognition at the international,
national and local levels to date, and
by enhancing it with new approaches.
However, in 2008, in support of the
Slovenian EU presidency, LLW will
take place in May and stay in May in
the following years.
Additional efforts will be devoted to
gaining wider and more active participation on the part of learners, as well
as of municipalities, various ministries,
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In 1999, the UNESCO Institute for
Lifelong Learning UIL (until 2006,
UNESCO Institute for Education UIE),
Hamburg assumed coordination of this
movement by setting up a joint website, (http://www.unesco.org/education/
uie/InternationalALW), encouraging
the exchange of experiences, information and ideas, organising periodical
meetings of national coordinators, and
– in cooperation with them – expanding and strengthening the movement by
creating opportunities for advocacy,
lobbying and other kinds of support
for the implementation and promotion
of adult education and life-long learning at all levels.
Due not only to its long tradition,
but also to systematic and innovative
approaches, the Slovenian LLW has
taken an active role in the international
learning festival movement from its
very start. More specifically, LLW has
been involved in three international
projects:
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The Lifelong Learning Week (LLW) is
the most prominent promotional campaign in the field of education and
learning in Slovenia. For twelve years
now it has been paving the way for a
profound understanding and implementation of the culture of lifelong
learning by attracting public attention
to hundreds of inspiring educational,
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SLOVENIAN LIFELONG LEARNING
WEEK IN BRIEF

promotional, social and cultural events,
as well as information and guidance.
What started in 1996 as a rather idealistic initiative by the Slovenian Institute
for Adult Education (SIAE) and gained
the response of about 70 (mainly adult)
education providers, has progressively
become a movement which annually
involves up to 500 institutions, NGOs,
interest groups and other stakeholders
throughout the country.

LLW Identity Card
Title

English: Lifelong Learning Week (LLW)
Slovenian: Teden vseživljenjskega u enja (TVU)

First implementation
Number of occurrences

1996
12th in 2007

Slogan

English: Slovenia – a learning country
Slovenian: Slovenija – učeča se dežela

Website

http://tvu.acs.si (Slovenian), http://llw.acs.si (English)

Basic aim

Promoting, advocating and supporting the strategy of ‘lifelong learning for all’

Time frame

third week in October; also some weeks before and after;
from 2008 onwards: third week in May
7 days

Duration
LLW venues

Throughout the country: in cities, towns, villages, rural areas
Cross-border activities with neighbouring countries
Regional and international co-operation

Levels of coordination

Two: national, regional / thematic

Levels of events

Two: national (festive opening and presentation of awards), local

Type of events

Variety of educational, promotional, informative, social and cultural events

Beneficiaries

Widest public of all generations: learners, would-be-learners, non-learners
Professionals
Politicians
Social partners
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A guide to essential skills today
Holger Bienzle, Esther Gelabert, Wolfgang Jütte, Katerina Kolyva,
Nick Meyer and Guy Tilkin:
The Art of Networking „die Berater“ Unternehmensberatungsgesellschaft
mbH
ISBN 978-3-9502335-0-6
128 p.

The tendency to reduce human interaction to functional components is pervasive and insidious, with the attendant
danger of overlooking how creative human beings really are. The authors of
The Art of Networking choose to recognise this creativity from the beginning, by naming the process of networking as an art. The use of the word
art carries with it a cache of meanings.
It is indisputably a human activity, incapable of being replicated by instruments or machines. Art expresses emotions, sensibilities, ideas, concepts, values, perceptions and on and on. By the
judicious choice of this title, the authors (borrowing from Christa Bauer)
imbue this book with high expectations
for human endeavour.
The book provides a very useful
background to networking in European
education networks, in the context of
lifelong learning. It provides a brief literature review on networks and networking, followed by extensive descriptions on setting up, managing,
evaluating networks in the context of
European education networks. It concludes with a section on making networks sustainable.
The book is not just about networking; it is an outcome of networking as
well. It draws on data collected from
members of networks and other experts. This brings an immediacy of real
experience to the overall text. One very
engaging set of quotations centre on
the qualities of the coordinator of a
network, probably superhuman…:
charismatic; capable of developing a
shared vision; to be able to act as the
engine of the network; to be democratic but with authority. This freshness

270

L I F E L O N G L E A R N I N G I N E U RO P E

carries through with innovative graphics, well designed to depict quite complex data and interconnections. Overall, the book is aesthetically pleasing,
well set out and highly readable.
The strengths of the book include
the careful analysis of the types of networks currently operating within the
framework of European funding programmes. It shows the fragile organisational bases of these, as they are temporary partnerships, generally, formed
to apply for funding. At a time of decreasing expenditure in public spending, these networks often rely on EU
funding, which is rather low in comparison to the work involved. The
strengths of these networks include
their flexibility, high levels of motivation and commitment, their horizontal
structures and the shared decisionmaking. The weakness centres on their
powerlessness: they are not legally entitled to enter contracts and they are under-resourced to the extent that they do
not have the resources and scope for
sustainable development, including the
employment of full-time staffing. Further, the innovation of these networks
and the products of their work are not
well known, nor can they influence policy-making at national or European
levels (pp. 24–25).
The book continues with a systematic description of the processes involved in networking, detailing the
stages involved in setting up networks,
management and evaluation. It includes
really useful matrixes which set out dimensions, elements and levels of work
within networking, and it provides very
clear guidelines which could help any
prospective networker – or indeed, not-
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so-successful ones – about the preparatory groundwork. It supplies feedback
from network members, always a good
resource, and, in the context of lifelong
learning, an excellent learning tool.
One particularly insightful contribution
is about how networks bring people together, they bring institutions together,
and they bring the European perspective to professional practice.
The text discusses the common
ground between community/ communities, co-operative set up and partnerships. It also confirms the benefits of
diversity, the different roles that members can take, and the levels of commitment to the purpose of the network.
COMMUNICATION IS ESSENTIAL
Five cultural dimensions of values in
the workplace include those of power,
gender, individualism versus collectivism, uncertainty, and uncertainty
avoidance, and long- and short-term
orientation (p. 67). This analysis is very
useful, not just for understanding the
processes in networking, but also in
our daily work lives. It also furnishes a
range of communication tools, which,
of course, is the glue that keeps the network together. These include the obvious tools, like face-to-face meetings,
and email, to Wikis and blogs. They also distinguish between the synchronous
(to-and-fro simultaneous communication) and asynchronous (longer time intervals), not only increasing my vocabulary, but also facilitating the critical
reflection on this most basic of human
interaction: communication. This exemplifies the book: it brings a range of
interesting concepts into the picture,
concepts that can be transferred and
applied to other contexts. In this area
the picture is changing so fast that no
printed material can keep up with the
latest developments – indeed, it is a fact
that every new generation lives in a different electronic world, and every generation has to learn to grasp as fast as
possible the latest applications.

MEMBERS CAN BE EXPLOITED
If networking is to address or solve
structural problems, which the authors
contend, there is a danger that network
members are exploited unfairly, rather
than addressing the causes of structural
problems. It surely must not be left to
the relatively powerless to learn to cope
with the decisions of the powerful. In
addition, social capital is not equally

L I T E R AT U R E

Further, it discusses group dynamics
in networks, and shows how physical
meetings improve human relations fundamentally. However, again, it shows
that, no matter how beneficial the networks are to the members and their
work, the impact of networks at policymaking levels is limited.
The theoretical review is concise. It
draws on thinking about social capital,
a crucial element for democratic engagement civic dividends. It provides a
brief history of the concept of networking, outlining the characteristics, including the reciprocity, relationship
ties, commitments and communication
channels.
The authors discuss the way in
which networks can meet the needs of
individual professionals in education,
but also answer institutional deficits,
particularly around the lack of resources. Relationships between individuals
can help overcome precarious or missing institutional resources.
The authors make the distinctions
between strong and weak ties between
the members of the network. Strong
ties include temporal expenditure, emotional intensity, intimacy and alternating assistance, while weak ties are less
intense (p. 12). These qualities are firmly within the interpersonal spectrum of
human intelligences, and it is amazing
to consider the place they have in overcoming deep institutional deficits.
However, I consider that this inevitably
raises the question about the lack of
material resources, and the part that
people must play in overcoming them.

distributed, and the benefits may accrue unfairly to those already highly resourced, rather than re-distributing the
benefits to those less well off.
Further, an increasing issue in education is the feminisation of the field,
and, in spite of privileging the so-called
weak ties and soft skills, qualities and
skills that are highly gendered, no mention is made of the structural implications of gendered divisions in society.
This is perhaps one of the issues instrumental in undermining the impact of
networks, notwithstanding their innovation, creativity and capacity building.
This is a narrow point, though it is important, if we refresh our minds about
what lifelong learning is ultimately for.
In the words of the EU parliament itself, lifelong learning aims to foster social cohesion, which necessarily addresses inequality and oppression. And
this is probably the most basic of the
elements of the shared vision for educationalists in all levels of lifelong learning. But of course, no book can do everything.
Overall, in conclusion, in spite of
these minor considerations, I predict
that the lifelong learning community in
the EU will warmly welcome this book.
I have no doubt that this text will
prove to be an invaluable resource to
this most adaptive and inventive sector.
The authors have created – to use one
of their own completely apt images – a
state-of-the-art text that will surely enhance the capacity of this field to bring
about sustained and profound change.
BRÍD CONNOLLY
National University of Ireland, Maynooth
AONTAS, Executive Committee
LLinE Editorial Board

L I F E L O N G L E A R N I N G I N E U RO P E

4 | 2007

271

Religious Affiliation in percentage
Country

Christian

Christian

Christian

Other

Jewish

Catholic

Orthodox

Protestant

Christian

0.1

73.6

Albania

10

Austria
Belarus

68

Belgium

0.3

Bosnia-Herzegovina

20

Muslim

Other

No specific

Religions

religion

70
4.7

42

5.4

60

32

80

3.4

15

31

Bulgaria

1.7

85.7

Croatia

87.8

4.4

12

40

13

3.3

14

0.3

13.1

0.2

1.3

6.2

Cyprus
Czech Republic
Denmark

0.1

26.7

14.3

0.6

94

Estonia

59
4.3

1

N/A

Finland

1.1

85.1

France

1.1

78.8

0.3

1.6

Germany

0.1

32.4

1.1

32

Greece

2.8

0.7

97
2

2
8.4
3.9
1.3

23.8

9
9.8

29.8
1.7

Hungary

61.1

13.1

Iceland

1.7

91.2

3.8

1.9

Ireland

77

Anglican 9.1

10.7

3.9

1.4

Israel
Italy

0.1

0.6

Latvia

0.1

83.2
24

10

55

11

Lithuania

79

4

2

Luxembourg

87

Macedonia

6
10

67

Malta

96

Moldavia

0.5

Netherlands

0.2

1

Norway

0.9

86.6

3

Poland

90.1

0.4

0.2

0.1

94.5

0.1

4.7

1

1

Russian Federation
Serbia

1.4

4.4

0.6
87.6

3.2

80

1

Slovakia

72

0.9

7.9

Slovenia

70.8

4.2

1

0.2

1.9

1.1

88.2

Switzerland

0.2

41.8

1.8

35.3

Turkey
Ukraine
United Kingdom

1

11

0.5

11

37
8.2
7.9

0.1

0.9

3.8

3.6
14

3

19

16

Evangelical 8.9
1

98.3

Sweden

1.3

0.8

65

Spain

3

4
98.5
25.2

Romania

9
3

30

33.2

Portugal

16.2

0.6

9.7

19

4

0.7

1

2.7

1

4.9

3

4.3

2.6

0.2

99

11
0.8

88
14; Anglican 29

2.6

1.9

41

Source: Christian Solidarity International. http://www.csi-int.org/world_map_europa_religion.php# 16.10.2007

Religious affiliation in Europe
Christian Solidarity International CSI is a
Christian human rights organization for religious liberty helping victims of religious
repression, victimized children and victims
of disaster. As a non-profit, independent
organization, CSI cooperates with Christians of all denominations as well as with
churches, human rights organizations and

272

L I F E L O N G L E A R N I N G I N E U RO P E

the public. CSI’s primary objective is
worldwide respect for the right of every
human being to choose his or her faith and
to practise it. CSI does not support violence.
CSI was founded in 1977 in Switzerland
by Reverend Hans Stückelberger, following
peaceful demonstrations in support of per-
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secuted Christians. CSI has affiliates in
Czech Republic, France, Germany, Hungary, Italy, the Netherlands, South Korea,
Switzerland and the USA.
Source: Christian Solidarity International
www.csi-int.org

