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H tautétnta tng EEEE Kat Tou véou nepLodikol

H Emwotnuoviky Evwon Ekmaideuong EvnAikwv (EEEE) exbibel véo meplodikd pe titAo
EKMAIAEYSH ENHAIKQN Kpiowa Zntiuata. H EEEE 15pUBnke to 2004 kal n Aettoupyla Tng
Baoiletal otnv €Belovtikn Tpoodopd Twv HEAWV TNG. Ta teAeutala xpovia, n EEEE €xel
avadelxBel og Lwvtavr KOWOTNTO £PEUVAG KOL TIPAKTIKAG TNG EKTAdeUONG eVNAIKWY TOCO
otnv EAMGda 600 kat Sebvwg, yepupwvovtag TG BewpnTIKEG TTPOCEYYIOELS TNG KPLTLKAG
ekmaidevong evnAikwv He TPOKTIKA Sedopéva, £T0L OMWE OUTA TIPOKUMTOUV OO Ta
EKTIALOEUTIKA TIPOYPALHLATA TTOU UAOTIOLEL o€ TARB0C OpyavIoHWV.

H ékboon tou meplodikol eykawidlel pia véa ¢aon ot Spaotnplotnteg tng EEEE. To
TepLoSikd tomoBeteital oto medio tng ekmaideuong evnAikwv. O Opoc-kAeldi Kpiowa
ZNTAUOTA AVTOVAKAGQ TOV OTPATNYLKO LAG OTOXO YLa AVATITUEN KPLTLKOU SLHAOYOU HETOEU TwV
ekmoldeuTwy evnAikwv avadoplkad pe InTApoTo Kpiowa, mou B€touv umo audlofritnon
OTEPEOTUTILKEG AVTIANPELG, KAl EVOEXOUEVWG TIOPAUEVOUV QVOLKTA gpwTnpata, Se80UEVNG
™¢ audipponng, apdAeyopevng, mapapueAnuévng, mopeEnynUEVNG 1 EAATIWE OVETTTUYEVNG
TPOCEYYLONC Toug otn BLpAloypadia. Etol, eAmiloupe OtL 10 eplodikd Ba cUPBAAEL oTnv
npowbnon twv Wewv Kal opXwv TG ekmaidevong evnAikwv pe €udoon oTov KPLTLKO
OTOXOOUO KaL TNV Habnaon e otoxo tnv aAlayn.

AANEENC KOKKOC

Ouotipog Kabnyntrg Eknaideuong EvnAikwyv

Mpoedpog tng EEEE

Editor-in-Chief EKIMAIAEYSH ENHAIKQN Kpiowo Zntiuoto



The identity of HAEA and the new journal

The new journal ADULT EDUCATION Critical Issues is hosted by the Hellenic Adult Education
Association (HAEA). Founded in 2004, HAEA benefits from the voluntary time contributions of
its members. Over the years, HAEA has become an active community of research and practice
in adult education within the Hellenic and the international framework. HAEA acts as a bridge
between the theoretical approaches of critical adult education and the practical outcomes
from the learning programs it performs in various organizational settings.

The launch of the publication of the present journal constitutes a new stage in HAEA'a
activities. The journal is framed within the field of adult education. The key term Critical Issues
reflects our aim to promote critical dialogue among the community of adult educators on
topics that are crucial, challenge taken-for-granted assumptions, and eventually they still
remain open questions because they are ambivalent, controversial, disregarded,
misunderstood or underdeveloped in the literature. Hereby, we hope that the journal will
contribute to the promotion of the ideas and principles of adult education with a keen
emphasis on the perspective of critical reflection and learning for change.

Alexis Kokkos

Emeritus Professor of Adult Education

Chairperson of HAEA

Editor-in-Chief of ADULT EDUCATION Critical Issues



Editorial

ADULT EDUCATION Ciritical Issues is a new project of the Greek Adult Education community.
After 49 issues in the last 15 years, the Hellenic Adult Education Association (HAEA) journal is
becoming bilingual, hosting works in English and Greek, in order to serve not only as a bridge
between the Greek and the international community, but also, as a reflection step on
developments in the field of Adult Education all over the world. Our intention is underlined
by our strategic choice to be an open-access journal, without fees. The identity of the journal
also underlines the orientation of the articles it will host, depicted in the thematic focus of the
journal. Critical issues are connected to research, good practices and proposals on
transformative processes and critical approaches in education, society, governance, policies
and other areas of interest, related to the field of Adult Education; redefinition or
reassessment of problematic perspectives, theoretical views, or social phenomena;
exploration of multiple, different, alternative, ambivalent, controversial perspectives;
challenge of taken-for-granted or unjustified assumptions and practices; analysis of the power
dynamics of a situation and exploration of disregarded or undermined, however interesting
and challenging perspectives. We hope that with this orientation and content the journal will
contribute to the promotion of the ideas and principles of Adult Education with an emphasis
on critical reflection and learning aimed at change.

The launch of the journal comes at a time when humanity is facing a twin crisis: an
environmental crisis due to the climate change and a sanitary crisis caused by the COVID-19
pandemic. The short-term and long-term consequences of these crises are expected to
influence -and even determine- the future of the current and the future generations. Although
the existing landscape can only create feelings of pessimism, it is obvious that we are facing
changes that require not simple management-type changes, but radical transformations -
transformations as the results of collective actions. At such a pivotal moment, Adult Education
can only hand the role which has been historically recorded in several corresponding periods
so far, that is, a critically formative and influential role. What we have referred to as
challenges, urge for human-centered developments regarding personal advances through
one's potential, but also collective initiatives that can ultimately lead to more inclusive and
fair societies.

This first issue of our journal coincides with the 100th anniversary of the birth of one of the
most influential thinkers in our field, Paulo Freire. The thinker who saw the future not as an
enclosed territory for those who have the ability to manipulate trends, innovations and
advancements, but as an open possibility determined by the action of those on the ‘opposite
side’, the thinker who rejected all sorts of one-way streets that the few decide for many, the
thinker who believed that "by reading the word we read the world". The Greek Adult
Education community has always had a special relationship with the ideas of Paulo Freire, who
in the late 1980s had visited Greece, in the context of the activities of the Popular Education.
As a tribute to the 100 years from the birth of Paulo Freire, we quote in this issue an interview
he gave when he was in Greece, which we consider to be of particular interest to those who
are inspired today by his perspective on education and the world.

The launch of the journal also coincides with the founding of the International Transformative
Learning Association (ITLA), of which the Hellenic Adult Education Association is an affiliated
member. It is rather obvious that even today, more than ever, the humanist and critical
theoretical approaches and rich experience from transformative learning applications are
needed to deal with dysfunctional views and assumptions. Our first issue coincides as well
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with two interventions by UNESCO, which justifiably create optimism, emphasizing that the
future is still open, as long as the present is creative and assertive. This is the publication
Reimagining our Futures Together: A New Social Contract for Education, a visionary text for
the future of education. Like its distant ancestor (1972), the Faure Report entitled Learning to
Be: The World of Education Today and Tomorrow is expected to have a major impact on the
future directions of education, formal, non-formal and informal. The second UNESCO
intervention, also known as the Paris Declaration (A Global Call for Investing in the Futures of
Education, November 2021), emphasizes the need for governments to prioritize education
funding through concrete measures (4-6% of GDP and / or at least 15-20% of total public
expenditure).

We take the opportunity through the Editorial of this first issue, to sincerely thank all the
contributors of the Greek-language edition of the journal (2004-2021) and for their valuable
contribution and at the same time to welcome the members of the International Editorial
Board of this new, bilingual edition, distinguished scholars of the field of Adult Education,
whose presence is a guarantee for the quality of the contributions we hope to receive. We
would especially like to thank the members of the Editorial Team who have most contributed
to the realization of the issue you are now reading, namely Alexis Kokkos (Editor-in-Chief),
Dimitris Vergidis (Consulting Editor), Natassa Raikou (Review Editor), and Christos Kaltsidis
(ICT Editor).

We aspire to make this publication a constant challenge for the scientific dialogue on critical
issues of Adult Education, which can lead to the exploration of new approaches to the
significant issues we mentioned, placing Adult Education in the role we all envision, as regards
the advancement of modern societies in a humanitarian and critically reflective direction. We
hope that achieving this goal does not merely concern the Editorial Team, but mainly all
contributors and readers.

With these thoughts we welcome you to this new endeavor of HAEA and we are looking
forward to a creative cooperation.

Professor Thanassis Karalis
Assoc. Professor Katerina Kedraka

Editors of ADULT EDUCATION Critical Issues



From Alternative Facts to Tentative Truths:

Towards a Post-postmodern Dialogic Epistemology
Chad Hoggan ?, Tetyana Hoggan-Kloubert ®

2 North Carolina State University, USA, cdhoggan@ncsu.edu

b University of Augsburg, Germany, tetyana.kloubert@phil.uni-augsburg.de

Abstract

Drawing attention to today’s epistemic crisis, this article seeks to reflect on the role of adult
education in addressing this crisis and thereby fostering our democracies. We argue for the
need of developing a new shared epistemic basis, a post-postmodern dialogic epistemology.
This article presents three core components for this: (1) universalism and particularism, (2)
embracing epistemic humility, and (3) seeking for dialogue and the public use of reason.
Starting with recognizing the value of postmodern critiques on the Enlightenment ideas of
rational thinking and its practices of rigid categorizations, we update key concepts of
Enlightenment thinking, such as the power of judgment, human epistemic fallibility, and
public reasoning. The modern value of the Enlightenment lies for us predominantly in the
democratic educational project that it started. In this light, we see adult education as a
(public) space dedicated to developing epistemic responsibility.

Keywords: reflective judgment, human fallibility, post-postmodernism, dialogue across
differences, agora, civic friendship, dialogic epistemology

1. Introduction

The world is experiencing a crisis of epistemology. In a benign way, evidence for this
predicament can be seen in the growth of conspiracy theory movements such as the Flat Earth
Society, which (as its name implies) adamantly proclaims that the Earth is flat despite the
abundance of evidence to the contrary. More dangerously, it can be seen in the anti-vaxx
movement, wherein large swathes of people refuse the advice of all health organizations and
the vast majority of epidemiologists, prolonging the covid-19 pandemic and re-introducing
viruses which had been mostly eradicated. It became perhaps most visible during and since
the presidency of Donald Trump, as he used Twitter to send daily barrages of messages (over
26,000, an average of 18 per day, during his four years in office), many of which proclaimed
and repeated patently false information, or “alternative facts” (TrumpArchive, 2021), and
then as he continues to spread disinformation about the validity and results of the 2020
election.

A characteristic of today’s crisis of epistemology is that many people treat the knowledge-
creation process backwards. Instead of beginning with a thoughtful framework for how they
will determine what to believe (an epistemology relevant to the given context), they begin
with whom or what they will believe, and then find justification to support corresponding
knowledge claims. These preferences for whom and what determine the sources we look to
for news, data, opinions, friendships, and other elements that collectively form our echo
chambers. A further problem is that complex issues tend to be reduced to simplistic
alternatives from which everyone is seemingly supposed to choose. This trend is especially
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promoted by sensationalist news media, as well as social media consisting of memes and only
limited text. We define this crisis of epistemology as a widespread lack of consensus about
knowledge and how it is acquired. Haidt illustrates this tendency pithily: “Whatever you want
to believe about the causes of global warming or whether a fetus can feel pain, just Google
your belief” (2012, p. 87). In the case of global warming, a choice to either believe or not
believe in human-induced global climate change based on one’s political or religious identity—
or because one believes in science—precludes deeper discussions about points of evidence
for either claim, scientific bias, academic pressure and fashion, and industrial/corporate
hegemony. One aspect of this crisis is the extent to which individuals are unwilling to delve
deeply into the evidentiary claims of both sides of a controversial issue; another aspect has to
do with more fundamental issues of living in a pluralistic society, dealing effectively with
difference, and participating in social practices that contribute to an effective democracy. We
call this a crisis because the lack of such consensus makes it difficult, if not impossible, to have
constructive dialogues across difference. When we have people on various extremes of the
political spectrum making determinations about ‘truth’ based on party affiliation, personal
(perceived) interests, or the effect that such a truth might have (e.g., undermining traditional
knowledge in hopes of combating hegemony, or ‘owning the libs’ in hopes of winning the
culture war), the result is an abandonment of the search for truths that can be agreed upon
as a basis for co-constructing a diverse, pluralistic society.

The rapid and vast availability of information makes it necessary to examine relevant facts and
data about complex issues. Further, coming to a dialectical understanding of complex issues
requires an epistemological approach that is open to diverse perspectives without submitting
to complete relativism. Today’s ‘post-truth’ situation therefore requires a more explicit focus
on epistemology, a critical competency in dealing with vast and varied information about
complex issues. Using Adorno’s term, it requires “education for maturity/[autonomy]”
(1970/2013), which necessitates lifelong learning.

2. Towards a Post-postmodern Dialogic Epistemology

This article addresses the individual and collective stance toward searching for or abandoning
truth, and its interconnection with democracy and education. Our underlying premise is that
for the maintenance of democracy as a form of government and way of life, which in principle
allows participation for all in political and decision-making processes, it is indispensable that
engagement, public discussion, and deliberation, as forms and prerequisites of that
participation, are built on shared epistemic principles or standards. This insight is obviously
not new; however, its importance is heightened by current and growing challenges related to
epistemology and stances toward truth and the search for it.

Adult and lifelong education has a role to play in combating this crisis of epistemology. In order
to effectively do so, however, we need to begin conversations about truth and epistemology—
because the academic fashion of postmodernism leaves scholars and educators unequipped
to offer the necessary solutions. Postmodernism provides a distinctive and helpful focus on
power and language, on the need for a multiplicity of perspectives, and a critique of rigid
categorizations and often dualistic simplifications of Enlightenment-era and modernist
thought (Hemphill, 2001). In this zeal to challenge monolithic, totalizing systems of thought in
the hopes of challenging hegemony, however, postmodernism neglects—and indeed may be
conceptually unable—to offer constructive guidance for creating a shared epistemological
basis from which to combat today’s crisis of epistemology. We need a post-postmodernism, a
move beyond critique and into construction. We need conceptual tools that do more than
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merely say that all truths are local and serve particular interests. We need conceptions of
epistemology that address postmodern critiques and yet offer workable solutions for the
difficult and complex task of developing a shared epistemic base.

To this end, we have written elsewhere about renewed conceptions of rationality, autonomy,
and plurality (Hoggan-Kloubert & Hoggan, in review). In the following sections, we further
explore concepts to help develop a new epistemic basis, which we hope will contribute to
addressing the problems of living in a post-truth world. We present three principles helpful in
creating a shared epistemic basis: (1) universalism and particularism, (2) embracing epistemic
humility, and (3) seeking for dialogue and the public use of reason. Following these
explorations, we provide implications for adult education practice.

3. Universalism and Particularism

Whereas postmodernism critiques concepts of truth and rationality as they have evolved from
the Enlightenment era, our post-postmodern reconstruction of a shared epistemology also
begins with a famous critique of the Enlightenment era. Horkheimer and Adorno begin their
criticism of Enlightenment’s thinking with the fundamental question: “why humanity, instead
of entering a truly human state, is sinking into a new kind of barbarism” (1944/2002, p. xiv).
Although Enlightenment thinking was intended to be inextricably linked with freedom, it
ultimately led in a dialectical process to a lack of freedom, in a thoroughly administered world,
so they argue. They speak about the ‘self-destruction’ of Enlightenment thought (p. xiv), while
still insisting that we need to hold onto the Enlightenment as a project, albeit as a project that
needs to be improved. “We have no doubt—and herein lies our petitio principii—that
freedom in society is inseparable from enlightenment thinking” (1944/2002, p. xvi).

Enlightenment’s version of rationality is authoritarian in its striving for order, clarity, and
predictability. Its logic is that of unification and fusion (of the individual to the collective, of
specifics to their categorizations—'identification’); thus, the unknown (uncategorized,
unlabeled) cannot exist as such. In critiquing the prevalence of and insistence on classification
as the only legitimate form of perceiving the world, Horkheimer and Adorno arrive at the claim
that: “Power and knowledge are synonymous” (1944/2002, p. 2), since every cognition only
follows the logic of determination for the purpose of domination. This ‘calculating’ and
‘ordering’ of things is one of the sharpest critiques in their “Dialectic of Enlightenment”. Things
are perceived only in the sense that they can be subordinated under the rule of logic and signs
and are recorded in units/categories. The unknown, the un-calculated, and the non-
categorized are neither reflected nor perceived in their differences, thus the resulting
knowledge is deficient, partial, hegemonizing. When education utilizes this distorting form of
knowledge-creation, it results in a ‘half-education,” as famously titled by Adorno (Adorno,
1959, see also Kloubert, 2018). Horkheimer and Adorno, in their analysis of the flawed
epistemology that led to the rise of fascism and the horrors of WWII, famously criticize the
oppressive logic of the Enlightenment. “For enlightenment, anything which does not conform
to the standard of calculability and utility must be viewed with suspicion” (1944/2002, p. 3).

Bauman (1991) and other postmodern philosophers reject the Enlightenment ideal of rigid
categories, as such distinctions necessarily exclude certain people, groups, things, or
experiences. Such austerity, Bauman maintains, has been rejected in modern times by citizens
in increasingly open, consumer-driven societies who feel less secure and more fearful of not
fitting into rigid categories after gaining the personal freedoms of the industrialized world.
Bauman emphasizes that such rigidity has resulted in what he calls “liquid modernity,” which
is evident, for example, in people seeking to reduce their insecurities and allay their fears
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through temporal and fleeting experiences such as going to an art museum rather than, say,
taking a course on art history to expand their learning or increase their knowledge (2000).

To address this critique, we return to one of the most prominent philosophers of the
Enlightenment, Immanuel Kant , who wrote arguably the most comprehensive texts (1790)
about the ways humans acquire and process knowledge. We draw on Kant because we see in
his work a useful framework for analyzing today’s epistemic crisis. Kant argues that we need
an individual capacity to find our orientation in the world, which he calls “power of judgment.”
For him, it is “the power to think the particular as contained under the universal” (1790/1987,
p. 18). Kant’s premise is that there is a compelling human need to make meaning, to structure
the world and our experiences; the alternative would be an incoherent, random collection of
disconnected phenomena. Judgment allows people to apply rules and concepts to specific
cases and thus to reflect on whether something can be understood according to a given “rule,”
or if a new or revised rule would be necessary to adequately understand it. He describes two
kinds of judgment that we use to make sense of the world.

Kant defines the determining power of judgment as the ability “to subsume something under
rules”, that is, “if the universal (the rule, principle, law) is given, then judgment, which
subsumes the particular under it, is determinative” (Kant, 1790/1987/p. 18). Here we use
predetermined categories or structures of understanding to make sense of our individual
experiences, and thereby gain a deeper understanding of the world. Whereas Kant treated
this power of judgment as a conscious process, we would argue that it is also, and much more
commonly, a preconscious, automatized process. It would be impossible to function on a
moment-to-moment basis without this conscious or preconscious interpreting of experience.
We find therefore that critiques against the Enlightenment’s focus on creating categories for
understanding are problematic. The creation of categories is not only something that
Enlightenment scholars chose to do as they sought scientific explanations for various
phenomena, it is also an inevitable epistemological process that they made explicit. Instead
of critiquing the capacity of judgement in general, we argue rather to critique the insistence
that one’s current framework for understanding the world is already complete and accurate,
thereby using determinate judgment to force all phenomena into that preexisting structure.

As a necessary complement to the determining power of judgment, Kant describes the
reflective power of judgment as the ability to construct new categories and patterns and form
higher-order representations by paying attention to the existence of outliers that do not fit
into existing categories (p. 19). This key insight is reflected in most every model of learning
and development (e.g., Piaget’s accommodative versus assimilative learning, Engestrom’s
expansive learning, Mezirow’s perspective transformation). Reflective judgement pre-
supposes the human capacity to question existing paradigms and modify them to create new
ones. Thus, in the process of generating knowledge, human beings use existing categories to
understand the context and the interconnectedness of their lived phenomena in a systematic
way; but at the same time people are not restricted solely to the existing rigid structures,
continuing the ‘search for truth’ by recognizing and defining new nuances and
interconnections.

In addition to these two powers of judgement described by Kant, we see the necessity of
recognizing and appreciating the uniqueness of some phenomena, what we might call the
respect for singularity. This respect acknowledges that no matter how refined any given belief
system that we create is, it will never completely match the complexity of reality. Therefore,
there is an essential intermediary step before the process of reflective judgement, where
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phenomena are acknowledged as not fitting into our current framework for understanding
(or better yet, phenomena show that our current framework is not adequate to explain them).
What is essential for responsible epistemic practice is that we allow for and pay attention to
singularities, holding them as outliers to our existing mental frameworks, and yet not
abandoning the difficult work of reflective judgment, of trying to create better, more
expansive frameworks for understanding that can accommodate the current outliers.

Despite its helpful critiques of power and language, postmodernism’s insistence and exclusive
focus on particularity does not provide conceptual tools for developing a shared epistemic
basis. We argue that this is due to its reluctance to create categories for understanding, to
prohibit any generalizations that might seek coherence among the various perceived
phenomena. And yet, not only is the creation of categories an inevitable part of moment-to-
moment human functioning, claiming not to do such simply renders the process invisible and
inhibits our ability to engage in dialogue across difference. Metaphorically, acknowledging
that every flower in the world is particular is one thing, to abandon the concept of flowers in
general is another. This not only makes our worldview fragmentary and inaccurate, it
undermines our ability to engage in a dialogue about the tremendous variety of flowers
around the world.

To explore further the need for reflective judgment, we return to Horkheimer and Adorno’s
critique of the “impoverishment of thought” (1944/2002, p. 28) that comes through thinking
in rigid categories (i.e., determining judgment), when not able to broaden one’s own
perception and recognize nuances and differences. Thinking, caught in this logic, allows
people to overlook phenomena that do not fit into their current organizing mental structures.
Thus, it can convert distinct and nuanced experiences, phenomena, and even people, into
identical conceptions or categories by forcing them into existing, rigid, organizing mental
structures. As they explain, for a claim to be easily accepted as truth by the masses, it “need
only be general, self-assured, universal, and imperative. What people cannot endure is the
attempt to evade the either/or” (1944/2002, p. 198). This shows the modern unwillingness to
do the hard work of attempting reflective judgment. This feature of modern thinking,
therefore, negates open cognitive processes such as Kant’s reflective judgment.

When thinking is limited to the already-given, then people cannot make judgments to
accommodate phenomena that do not coincide with the existing structures of understanding.
Further, when it is constrained by the insistence of a logical formalism that declares the
supremacy of general rules and categories (and the resulting subservience of singularity to
those higher structures), then reductive thinking cannot account for instances of singularity
and particularity. In either case, such thinking is a priori less reflective of reality than what
might be possible when such constraints are not present.

What appears as the triumph of subjectivity, the subjection of all existing things to
logical formalism, is bought with the obedient subordination of reason to what is
immediately at hand (existing categories, the authors). To grasp existing things as such
(i.e., as within existing categories, the authors), ..., but, on the contrary, to think of them
... as mediated conceptual moments which are only fulfilled by revealing their social,
historical, and human meaning—this whole aspiration of knowledge is abandoned.
Knowledge does not consist in mere perception, classification, and calculation.
(Horkheimer & Adorno, 1944/2002, p. 20). [And further:] The regression of the masses
today lies in their inability to hear with their own ears what has not already been heard,
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to touch with their hands what has not previously been grasped; it is the new form of
blindness. (p. 28-29).

The impoverishment of thought thus leads to the impoverishment of the self/human being.
This is manifested in modern society through either isolation, on the one hand, or in self-
identification with the collective on the other. In this process, thinking loses what constitutes
its essence: the capacity for reflection and differentiation. For Horkheimer and Adorno, the
capacity to see differences is in contrast to, what they call, identification, the process of
making different things identical in our perception. If human beings are characterized only
through the prism of categories, the subjective, individual side of his human existence, the
emotional and sensual life, then: “The autocratic intellect [...] detaches itself from sensuous
experience in order to subjugate it” (1944,/2002, p. 28).

The mere ordering, classification, and calculation do not, therefore, acknowledge the
interconnection between the universal (broad, organizing structures) and the particular
(singularity), taking only the perspective of the universal—of the “false absolute” (Horkheimer
& Adorno, 1944/2002, p. 33). This tension between the particular and universal can be at least
partially solved by returning to Kant’s concepts of determining and reflective power of
judgement, as discussed above. In both cases, every human being needs direct experience to
judge, but it is especially the reflective power of judgment that has its necessary starting point
in concrete individual experience.

We highlight the need to generalize particular phenomena, to transcend the limitations of
purely subjective experiences and perspectives, but, in line with Horkheimer and Adorno, we
see here the danger of oversimplification and homogenization (‘identification’). Therefore, we
have suggested that respect for singularity needs to be added to Kant’s determinant and
reflective powers of judgement. In fairness to Kant, he also noted that universal principles,
rules, and laws cannot be applied as if they were the ‘laws of nature’ (Kant, 1970/1987, p. 25);
all systems of belief are human creations and therefore can be modified. We would add to
this that although general categories, grand narratives, and universal laws are helpful in
providing an explanation of the world, we must remain open to the fact that no belief system
can possibly accommodate all phenomena and experiences; within the general there is always
the need to notice singularity. The work of reflective judgment is never complete.

Today’s epistemic crisis can be understood as the neglect of reflective judgment. First, we see
an insistence on determinant judgement, where people in their echo chambers subsume all
phenomena under their particular framework for understanding the world (i.e., their existing
categories), without engaging in reflective judgment based on a recognition of differences,
including arguments from those in other echo chambers. Second, we see a postmodern
insistence on treating all phenomena as particular and therefore as not universally judgeable.
For example, discriminatory practices against women in Western societies are ubiquitously
decried, while at the same time discriminatory (and often brutal) practices against women in
non-Western societies are shielded from critique out of an insistence on the primacy of the
local, rather than hegemonic Western, culture in evaluating those practices (Wheen, 2012).

Many of the critiques under the auspices of postmodernism concern the point that the striving
to find universal principles, rules, and laws was an inherently flawed goal, that much of what
was considered universal was, in truth, merely cultural conditioning. We critique
postmodernism’s proclamation (that includes such claims as that there are no grand
narratives, and that all truth is local and particular) as hypocritical because it is itself treated
as a universal law. Worse yet, it is treated as a law that cannot be brought under scrutiny. To
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make such a universal statement that disallows any further universal statements, is akin to
crossing a bridge and then burning it down behind you. Any attempt to understand reality
always includes assumptions about the universal; even assuming that all truths are local still
assumes that as a universal principle. The key, we believe, is in how the universal is treated
(how it comes to be and how it is held tentatively or dogmatically).

4. Embracing Epistemic Humility

The second concept in our epistemological framework addresses the imperfection of our
cognition and the fallibility of the human mind. We acknowledge the fact that we will always
fail to find ‘universal truth’ as such, because we are imperfect epistemological beings.
Whether we draw upon rational or extra-rational (e.g., intuition, somatic knowing) capacities
to seek understanding, we not only can never be assured of understanding the truth in all its
completeness and complexity, we can only be sure that no matter how hard we try, we will
never be able to do so. However, it is precisely this fallibility that requires us to search for
truth by addressing and evaluating knowledge claims carefully and holding truths tentatively.

The idea that human beliefs, knowledge, and perceptions are fragmented, distorted, and one-
sided is obviously not a new idea. One of the most detailed accounts of fallibility was
developed by Karl Popper, who rejects dogmatism and believes that, contrary to positivists,
that science should not, via experimentation, be required to prove a theory to be true—only
that the theory conceivably be false (in other words, they should simply seek to disprove a
theory). Fallibilism assumes that all human concepts and ideas are incapable of being
completely proven. In general, there is no way to create a perfectly-true theory, to definitively
secure the truth of any given hypothesis. While defending this position, Popper does not slide
into relativism. Even if the security of knowing the truth is not achievable, it is nevertheless
possible to disprove ideas, hypotheses, and concepts, which implies that we should hold our
ideas and systems of beliefs tentatively and approach them from a critical perspective, aware
of the necessity of constant scrutiny (Popper 1945/1966a and b).

This choice, to hold belief systems tentatively, can and should nevertheless be based on
epistemologically justifiable reasons rather than arbitrariness. The search for truth does not
necessarily have to mean the search for certainty, despite a long history of equating the two
in the philosophy literature (Pasnau, 2017). Popper warns against dogmatism and relativism,
both of which prevent us from engaging in a critical examination of our belief systems (Popper
1945/1966a). Within a relativist framework one could not justifiably criticize and reject any
competing assumptions as false. If all beliefs and assumptions are equally right, there is no
point in critical thinking or any other kind of epistemological evaluation.

The idea of fallibilism by Popper is connected to his concepts of democracy. It is an
indispensable requirement for his concept of the ‘open society,” where the possibility of
criticism and discussion is unrestricted by states or authorities. (The opposite is a closed
society, characterized by rigidity, collectivism, and dogmatism and an apparent certainty of
knowing the truth.) This idea of the open society is conceived by Popper explicitly as his
contribution to the fight against totalitarianism, especially National Socialism, but then also
communism. Popper described his concept of an “open society” as one that ensures and
protects such values as freedom, justice, the right to strive for and disseminate knowledge,
but also the right to make a personal choice in favor a particular value system and to strive for
one’s own happiness (Popper, 1945/1966a, chapter 10). Citizens in an open society are
confronted with the need to make choices, to evaluate arguments and evidence, and to
improve their own beliefs and values. This stands in contrast to closed societies wherein
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particular sets of beliefs (mostly tribal or collective) are intentionally framed as being
immutable, and where beliefs should be “transmitted” and “accepted”—by force, if
necessary—but not deliberated upon (Popper, 1945/1966a, p. 100 and 172).

Popper explains that “the transition from the closed society to the open occurs when social
institutions are first consciously recognized as human-made, and when their conscious
alteration is discussed in terms of their suitability for the achievement of human aims or
purposes (Popper, 1945/1966a, p. 175). In other words, the open society begins with the
recognition of human fallibility and thus the need to reflect and improve, to search for
reasonable alternatives. Popper recognizes that for some, such permanent uncertainty may
be terrifying, and the desire to withdraw from this process of constant epistemic critique is
understandable. However, each of us bears responsibility for our decisions, not only political
leaders. Lastly, he warns that there is always a danger, perhaps even a tendency, for free and
open societies to gradually slip back into closed ones.

Engaging in constant critique is for Popper the only way to improve our societies. An
implication of human fallibility is that we can never know all the consequences of our actions
in advance, much less whether they will result in a worse social and political order than what
currently exists. He therefore rejected “holistic” macrolevel plans and designs (planning on a
grand scale, such as Hegel or Plato suggested), preferring “piecemeal” tactics and step-by-
step improvement. Since we cannot know in advance all the effects of our interventions, he
advises us to work on each social problem individually and piece by piece (Popper, 1945
1966b, p 381, 386). We acknowledge Popper’s caution about the seriousness with which we
must address human fallibility. In this view, it is much more important to be aware and critical
of our belief systems, tackling societal challenges with consideration of their social and
historical context and possibilities for their remedy rather than dogmatically applying a
particular belief system, no matter how well intentioned. In taking this approach, people,
especially in open societies, are morally obliged to take epistemic responsibility, to critically
assess their belief systems because their implications bear risks that could cause harm.

The awareness of human fallibility has consequences for the organization of and interaction
between citizens in our societies (i.e., the ways we live together). If in our private and public
deliberations we genuinely acknowledge the possibility of our own mistakes, then we allow
for the possibility that others’ arguments or perspectives may actually be more valid than our
own. This type of subjective insight mitigates or replaces the dogmatic righteousness that has
been expressed in the mainstream recently, including Trumpism and anti-vaxxers cited earlier.
Acknowledging our fallibility can motivate us to seek better, stronger, more carefully reasoned
evidence from which to form judgments and to be willing to learn from each other by being
mindful of nuances and by correcting our assumptions and beliefs. It emphasizes the
importance of open thinking, pluralism, and imagination in developing new solutions to
problems.

Our knowledge is always only provisional; we should hold our truths tentatively. At any time
we have to expect that supposedly safe assumptions will have to be refuted and replaced by
other views. We can use Popper’s argument to emphasize the danger of the modern closed
communication channels, such as echo chambers, as communicative spheres in which like-
minded people mutually reinforce their certainties. An external corrective is here absent.
Overestimating the strength of one's own epistemic position is a great obstacle on the path
to knowledge. Fallibilism, conversely, can be considered as a responsible epistemic position;
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it recognizes the imperfection of knowledge without abdicating epistemic responsibility with
the relativist conclusion that all beliefs are equally valid.

Popper, while recognizing human fallibility, emphasizes at the same time that he is not in favor
an unavoidable determinism: “Thus we are not (as Kant and also Hume thought) the victims
of our ‘human nature,” of our mental digestive apparatus, of our psychology or physiology.
We are not forever the prisoners of our minds. We can learn to criticize ourselves and so to
transcend ourselves” (Popper, 1983/2005), p. 154). For him, “Rational discussion and critical
thinking are not like the more primitive systems of interpreting the world; they are not a
framework to which we are bound and tied. On the contrary, they are the means of breaking
out of the prisons—of liberating ourselves” (p. 155). For Popper, human beings are creators,
even if fallible ones—we construct our knowledge, our worlds, our societies which are never
perfect, but we take responsibility to constantly improve them through, among other things,
critical reflection. Such a disposition, when taken seriously, leads to critical dialogue, and
potentially the modification or refinement of the existing patterns and ways of thinking and
acting for living together in our plural, incomplete, imperfect, but open societies.

5. Seeking for Dialogue and the Public Use of Reason

Coming from Popper’s belief that “I may be wrong and you may be right, and by an effort, we
may get nearer to the truth” (1945/1966b, p. 225), we come to the third aspect of this article.
We start with the assumption that getting and evaluating knowledge is best accomplished as
a communicative, interactive process because given information almost always invites
multiple interpretations, more than one of which is reasonable. For the effective functioning
of an open, pluralistic, democratic society, people who claim to know and communicate the
“truth” must provide reasons and evidence. This insistence is based on an ethical position of
respect for human’s dignity and autonomy; else, there would be no purpose in genuinely
engaging in interaction over differences. Respecting human dignity and autonomy includes
the recognition of one’s fellow citizens as epistemic agents, as autonomous subjects who are
capable of making up their own minds in a responsible way, and who necessarily should have
a voice in matters that affect them. Engaging in a dialogue as autonomous and (politically)
equal participants, contributes, according to Arendt, to the humanization of the world. To
formulate this more poetically: “For the world is not humane just because it is made by human
beings, and it does not become humane just because the human voice sounds in it, but only
when it has become the object of discourse.” (Arendt, 1968, p. 24).

Whether on internet forums or in town hall meetings, the moral imperative for people who
claim to know the “truth” in open societies is for them to provide logical evidence, and not
just emotional claims or claims of false authority (i.e., “Trump says. . . .) when expressing
opinions as facts; such obligation does not imply that even logical evidence along will lead to
consensus. Even so, this expectation promotes democratic deliberation, whereas those who
make knowledge claims with scant evidence and false authority are preventing such
democratic deliberation.

To make democratic deliberation possible, we need places: public spaces (“agoras”), where
people come together to address issues of mutual concern, to work together in solving
important problems. In this mutuality, we overcome the limits of private perspectives. We
need public spaces that allow and promote dialogue, cooperation, deliberation about
concepts and phenomena, and encouragement of critical thinking among people, even across
ideological divides. In these spaces, it must therefore be socially acceptable to demand that
truth claims are supported by evidence and reasoning that a rational person could rationally
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accept and use as a basis of forming their own judgments. Solving this crisis of epistemology
is about exposing ourselves to a constant dialogue that stimulates thought and reflection
based on others making reasonable arguments for and against others’ claims without
reductive dogmatism.

Rawls emphasized that it is crucial to “specify the nature of the political relation in a
constitutional democratic regime as one of civic friendship” (Rawls, 1999, p. 579). Similarly,
Levine speaks of ‘civic relationships,” which, unlike familial, romantic, or other personal
relationships, is inclusive, prone to diversity, and built on a foundation of addressing mutual
concerns. It does not require civility in terms of politeness and withholding of sharp emotions,
but rather mutual recognition of “the other person as a fellow citizen, seen as someone who
should be encouraged to participate in the common life” (2013, p.56). The public use of reason
has been criticized in the literature because of concerns about the difficulty, if not
impossibility, of full, equal, and fair participation by all parties (see for example, Young, 2000;
Gutmann & Thompson, 1990). Another justification for an epistemology of public discourse—
beyond aiming to improve society through its moral and political dimensions—is that it
contributes to the mutual education of citizens by citizens who learn from each other in the
process of critical discourse. Kant refers to such ways of discourse-inspired knowledge and
learning as “enlightenment,” which he conceives of as the progression from “immaturity,” or
a state of “tutelage,” wherein people are unable to use their powers of reason without the
guidance of someone else, to a state of “maturity,” where autonomous thought becomes
possible. Admitting that many people would rather stay in their state of immaturity, he
emphasized that remaining in this state is neither natural nor unavoidable. Through dialogue
with others (public use of reason), we can liberate ourselves from it.

It is difficult for every single human being to work his way out of his immaturity, that
has almost become second nature to him.... Hence, there are only very few who have
succeeded through their own intellectual toil in emerging from immaturity [...]. It is
much more likely that an entire public should enlighten itself; indeed it is nearly
unavoidable if one allows it the freedom to do it. (Kant, 1784/2006, p. 18).

We see here the special role and obligation of adult education to contribute to people realizing
and enacting the democratic ideal of open societies of supporting and offering places in which
full and equal participation in dialogue is encouraged (which is known in the literature under
different terms, most notably Habermas’ “ideal speech situation”). Adult education can
encourage and enable learners to find and articulate their own voices, to develop
interconnected thinking, and to feel themselves empowered and capable of communication
and action, abiding by and insisting upon standards of reciprocity and mutual respect. Even if
it is impossible to achieve a perfect culture of learning and dialogue in educational contexts,

the ideals and goals stated here are those to which public discourse can and should strive.

This enlightenment project as described above is thus a prerequisite for democracy, with the
caveat that one cannot simply “be enlightened,” but must enlighten themselves. The first
option, to be enlightened, would be too close to indoctrination and propaganda, where a
person is pushed to a (pedagogically predefined) goal. Although education is made possible
by various social structures, the direction and the result of the education processes for adults
cannot be determined beforehand and at the same time be free of indoctrination; such
concepts are mutually exclusive and negate each other. For us, then, rationality is in principle
bound to public discourse, whereby the public is conceived as a space for the kinds of dialogue
in which citizens deliberate about truth claims and the ensuing implications, narratives, and
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conclusions emanating from them without isolating, offending, harming, or excoriating their
fellow citizens.

We would add that the commitment to citizens giving and expecting reasonable evidence and
argument in public spaces does not have to be antagonistic. If approached with the intention
of striving to get closer to the truth (as opposed to trying to win a debate), such discourse has
the potential to create a supra-individual relationship, a feeling of mutual recognition and
solidarity. We juxtapose this interactive function with solitary reasoning that leads to greater
atomization of society; it is a mutual searching rather than an attempt to dominate or to
impose one’s beliefs on others. It holds the potential for the creation of a certain kind of
relationship among the participants of the public sphere.

What love is in its own, narrowly circumscribed sphere, respect is in the larger domain
of human affairs. Respect, not unlike the Aristotelian philia politike, is a kind of
“friendship” without intimacy and without closeness; it is a regard for the person from
the distance which the space of the world puts between us. (Arendt, 1958, p. 243)

Arendt is certainly not so naive as to suggest that public participation (use of reason) will make
all the people love each other and come to a universal consensus. Rather, her point is that
engaging in dialogue with different, unique people in public spaces is a constant process in a
specific space that entails searching for what is known and unknown and requires the capacity
to form and be empowered by social bonds, as well as being open to multiple ways of living
in an open diversified society.

6. Discussion and Implications

Referring to the ideals and principles rooted in the Enlightenment (power of judgment, public
use of reason) and those developed by scholars empathetic with the Enlightenment (Popper,
Rawls, Arendt) does not mean we are blind to the critiques against them. As demonstrated
above, we acknowledge the validity and applicability of many such arguments. We argue that
although the complete Truth can never be fully attained, yet the abandonment of the search
for truth means arbitrariness and epistemic irresponsibility, and it leads to our inability to
function in a pluralistic open society. Further, it does not provide us with the tools necessary
to combat today’s epistemic crisis. We call, therefore, for a new project dedicated to the
development of a post-postmodern dialogic epistemology.

Contrary to many critiques, the ideals and principles of the Enlightenment, committed to the
search for truth, were not the cause of the world’s many evils, including the control and
exploitation so rampant over the last several centuries (as if evil, control, and exploitation
were new phenomena). In fact, we consider those ideals and principles essential for
democratic societies to survive and thrive. Aspirations such as Kant’s “emergence (of human
beings) from self-incurred immaturity” (1784/2006, p. 17), are by definition a never-ending
project, within one’s own lifetime, and certainly from generation to generation.

The education for which we advocate would prepare adults to participate in public dialogic
spaces. This includes teaching for reflecting judgment and fostering civic friendship, helping
learners to pay attention to singularities that are not explainable through current mental
frameworks and to mutually engage in processes of trying to create more expansive
frameworks capable of nuanced, respectful understandings of those singularities. It involves
demonstration and expectation of epistemic humility, even criticality of dominant views, as
well as an openness to marginalized and locally-unpopular perspectives.
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It is based on a democratic vision of society in which people live together in a conversational
process that requires “mature” (in a Kantian sense) citizens who are able to judge evidence
and reason for themselves and still develop a sense of solidarity with one another. Education
is understood here as a permanent attempt to understand the world and ourselves and be
capable of acting in it. In this tradition, one of the main conditions of education is that it occurs
amidst a plurality of voices engaging with each other in critical dialogue. This includes
confronting and dealing with perspectives that are new or opposed to one’s own, but doing
so in a spirit of solidarity and civic friendship.

This education presupposes a willingness of engaged citizens to look behind the metaphorical
scenes of their own thinking and to devote themselves to asking and seeking answers to
difficult questions. It is natural to resist a constant questioning of ourselves, especially our
worldviews, in which we often find comfort and familiarity, and that serve as the basis for
most of our social spheres. Yet, such education requires a willingness to have uncomfortable
conversations while still speaking respectfully with those with whom we disagree. Most of all,
this education requires us to acknowledge our own limitations and fallibility. Such an
education is collaborative, it need not be antagonistic, but rather based on solidarity and
dialogue. It involves speakers and listeners asking their dialogical partners for their reasons
and beliefs and making a case for their own. In this sense, education means being
epistemically responsible with truth claims (Hoggan & Kloubert, 2020; Michelson, 2019). It
cannot strive predominantly for reaching agreement and consensus, as realities of (legitimate)
plurality of views and human fallibility preclude such possibilities. In contrast, it strives to
develop better, more nuanced, more self-critical and -reflective and yet differently-thinking
thinkers who can step into dialogue with others based on a foundation of shared epistemic
principles.

To cling to our views in isolation, or to only evaluate them within the confines of our preferred
echo chambers, free from disagreement, is not only epistemically irresponsible, it also
undermines democratic society. The tendency to disregard opposing views, labelling them as
hateful, hurtful, naive, or otherwise unworthy of serious attention, abdicates personal
responsibility for dealing with the differences which are inevitable in a pluralistic society and
places the responsibility for dealing with differences onto only those who have views and
values different from one’s own. And when everyone holds this attitude, democracy cannot
function.

The modern value of the Enlightenment lies for us predominantly in the democratic
educational project that it requires. We argue that this project must apply to itself what it
criticizes: foremost, reasonable criticism of reason and acknowledging its limitations. It should
become a self-reflecting Enlightenment. And, of necessity also a self-critical Enlightenment
that remains open to the yet unknown and subjectively perceived, to the Other as a “civic
friend” despite differences, always trying to understand the world in its unity and diversity.

Wolfgang Klafki, whose ideas are reflective of our own, argues that the principles of the
Enlightenment are still valid and worth pursuing: they simply need updating, or, as he says,
they “have to be rethought and developed further” (1990, p. 91). He emphasizes the
importance of addressing the “key problems of the present and the supposed future” and
formulates the crucial attitudes and skills to be able to meet the ideals of the Enlightenment
today (1990, p. 98). We believe this attitude echoes our three points developed in the article:
the need for reasoned judgement, the embracing of epistemic humility, and the need for
public use of reason and dialogue across differences in the presence and recognition of
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plurality. Klafki’s four key competencies that need to be addressed in the process of constant
learning are: (1) Critical faculty (including the readiness and ability for self-critique); (2) Ability
and willingness to reason publicly; (3) Empathy (as a genuine readiness to maintain processes
of ‘argumentative elaboration and reasoned consensus, not necessarily treating all
perspectives as equal); and (4) Cross-linked thinking and the ability to contextualize
(recognizing interconnections between different ideas and phenomena (1990, p. 98-99).

In this sense, education cannot be understood as only an individual pursuit, but as a result of
engaging in common discourse about the past, present, and future issues that a community
or society faces. Education throughout life therefore means developing our capacity for
judgment and epistemic responsibility—and adjusting them throughout one’s life in dialogue
with others. Public reasoning and the formation of our own judgments and beliefs thus
become dialogical, and are social rather than individual. Yet, education also means the ability
to make autonomous judgments and, in Adorno's words, “the courage not to participate”
(Adorno, 1970/2013), the ability to withstand the dominant views, principles, and ideas of the
masses, the ability to be non-conformist. In Kantian terms: the central virtue of the mature
individual is courage; the mature agent is one who dares to use their own understanding.

In light of these arguments, we also highlight that learning to live together in a free society is
neither value-free nor relativistic. Rather, it is partisan in the sense of advocating for one’s
views while simultaneously being open to alternative views. It benefits, and perhaps requires,
certain epistemic principles, namely those that are founded on the basis of public reasoning,
solidarity, and recognition of our own fallibility, and this is based on the constant questioning
of that which we hold as truth. Without this, we believe, an open society cannot be built.

7. Conclusion

Differences in opinions, life concepts, and belief systems are not only inevitable in our
heterogeneous societies, they are desirable. The existence of such divergence and diversity,
however, begs the question how we might learn to live together (and, perhaps even “love”
together as Arendt would have us do) across such differences without drifting into
indifference, relativism, atomization, or societal radicalization. How can we create a basis for
dialogue and thereby address the current epistemic crisis that is such a danger for our
democracies? In this article, we argued for a return to, rather than rejection of, the
Enlightenment principles of determining and reflective judgment, combined with an
embracing of epistemological humility, and an emphasis on intersubjective reasoning.
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Abstract

This time is characterised by the policies and practices of Lifelong Learning. Against this
process of dehumanisation, it could be important to ‘revisit’ some authors that enlighten us
on how to recuperate an emancipatory adult education, valuable for developing critical
thinking about the daily life of individuals and/or communities. In this direction, Raymond
Williams and Antonio Gramsci offer us some interesting ideas. Even though they both lived in
different countries and in different historic moments, they hold some common points related
to a definite view of adult education. | am going to focus on three: the role of the educator,
the notion of hegemony and the culture(s). In the conclusions, | will reflect on the contribution
of these two thinkers to break the hegemonic view that seems to have reduced adult
education to a marginalised niche. Reflecting on their contributions, mostly related to the role
of the educator and the notion of culture as the core of adult education, it could be possible
to recuperate the emancipatory power of adult education.

Keywords: adult education, critical awareness, culture, educator, hegemony.

1. Introduction

Lifelong Learning cannot be considered a theory, or a new knowledge; it is a whole corpus of
policies, regulations and practices developed which has homogenised and reduced - in the
framework of the neoliberal agenda - the rich European tradition of a diverse adult education
to a learning focused on providing some skills to an individual only considered as a worker and
consumer. From the Memorandum of Lifelong Learning (EU, 2000), the education to achieve
a rich and productive social life, to become a citizen, for becoming a person, has been lost in
the mainstream of the necessities of manpower for private companies. Perhaps, it could be
interesting to reflect and establish links between these policies and the growing significance
of fascist parties in some countries in Europe, the increase of xenophobia, the negation of the
Holocaust, and the abandon of an education that enables people to confront and understand
the challenges of a changing society.

One of the major characteristics of Lifelong Learning is related to the shift in the main
objectives of the educational policies. In ‘A Memorandum on Lifelong Learning’ (EU, 2000)
one of the goals was defined as “promoting active citizenship and promoting employability
[as] equally important and interrelated aims for lifelong learning” (p. 4). Seven years later, the
document ‘It is always a good time to learn’ affirmed: “A key element of the agenda proposed
in Lisbon [the document previously cited] was the promotion of employability and social
inclusion through investment in citizens’ knowledge and competences at all stages of their
lives” (EU, 2007, p. 2).

1 This article is based on a paper presented to the online conference ‘Adult Education in Global Times’
celebrated in June 2021.
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Language is a form of hegemony, and it is possible to analyse how words such as citizenship,
education or educator — now they are alluded to as practitioners, counsellors, etc. — are not
present in the documents referring to Lifelong Learning. On the contrary, we witness the use
of an entrepreneurial language in the field of education. New words such as investment, skills,
competences, are now present in the discourse. As Lima (2000) states:

In education, managerial speeches have been occupying the position which was
previously assumed by educational theories and pedagogical thinking, building
narratives of managerial type that legitimise a new social order based on the market
and in the private and productive sectors, in the economic competition, and in the client-
centred management. (p. 243)

Two more ideas seem to be important in defining the current state of adult education in
Europe. On the one hand, policies and practices of Lifelong Learning have reduced the
diversity of adult education — that is one of its characteristics (Lima & Guimaraes, 2011, Gelpi,
2004). The last affirmed: “Adult education in Europe seems to have progressively forgotten its
history made of fighting, resistances and creativity, and have transformed it into an
instrument of power only used for individual development and the logic of the market” (Gelpi,
2004, p. 153).

On the other, it is important to stress that the aims of education are now situated in the labour
market. As Dewey ([1916] 1995) pointed out, learning and teaching are not mere resources.
The aims of education must be education itself and not external objectives.

In this scenario, and taking into account an educational model that is shaping the whole
thought on adult education, it could be important to reassess some of the key ideas of these
two intellectuals and reflect on their contributions to (re)consider adult education as a tool
for emancipation.

To approach their contributions, | am going to focus on three concepts: the role of the
educator, the concept of hegemony in helping create a social consensus, and, finally,
culture(s). In some ways, the three — above all the last two — are interconnected. After this, |
will present two experiences that enlighten us on the possibilities of another adult education.
Finally, I will point out some contributions of both to recuperate an adult education
committed to the development of people and communities.

2. Exploring Raymond Williams and Antonio Gramsci

Raymond Williams was born in Pandy, Wales in 1921. He was an adult educator, university
teacher and novelist. In fact, his most famous novel, ‘Border Country’, is a kind of
autobiography. His father was a railway worker - a signalman. He attended classes from
elementary school to university. After he served in the British army during the Second World
War, he became a staff tutor and worked for the Workers’ Educational Association (WEA) until
he joined the University of Cambridge where he became Professor of Modern Drama. He died
in 1988.

Antonio Gramsci was born in Sardinia in 1891. This was a rural environment marked by a high
level of illiteracy and superstition. Gramsci went to Torino to study in the University and he
joined cultural and worker movements. Torino was — in that moment — the most important
industrial city in Italy, and the birthplace of the working-class movement in the country,
because of FIAT. He experienced the Russian Revolution and the defeat of the working class
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in Italy. Reflecting on this defeat, Gramsci edified his political theory. He was incarcerated by
the fascist regime and, after being released from prison, died in 1937.

2.1 The Educator

According to Gramsci, there are two different types of intellectuals. ‘Traditional intellectuals’
— for instance, priests, but also teachers - are intellectuals “employed in the service of the
dominant forces” (Coben, 1995, p. 42). They represent the traditional world of landlords and
rural society. A second category are the ‘organic intellectuals’, considered necessary for
establishing the most favoured conditions for expanding the thinking of their social class. The
‘organic intellectual’ is a master in organising social life and legitimation. Organic intellectual
are builders of thought, either for the bourgeois or for the working class.

However, it is important to clarify that, even for Gramsci, every person is an intellectual, but
only some of them hold this role in society. These people, with the role of intellectuals, are
those who are renovating both the social and physical world and building a new concept of it.

Two powerful ideas emerge. On the one hand, if every person is an intellectual, this means
that everybody can reflect and understand the surrounding world. Second, is the fact that the
‘organic intellectual’, as mentioned above, shapes the world and, in some ways, creates the
meanings through which people perceive their world. Giroux (1990) — among others - has
developed the notion of the educators as ‘transformative intellectuals’ that is linked to
democratic schools. One of the aims of this ‘transformative intellectual’ is to empower the
students to critically interpret the world and change it.

In ‘An Open Letter to WEA Tutors’, Raymond Williams starts by affirming that his work as an
adult educator “has been a good job, but always, as for most tutors, it has been more that a
job” ([1961] 1993, p. 222). This ‘more than a job’ is to maintain “the organisation of social
justice, and the institutions of democracy” (p. 223). To achieve this social justice in the
background of democracy, people “should be highly educated” (p. 223).

In connection to Gramsci’s affirmation that every person is an intellectual, and referring to
WEA, Williams considered that adult education “stands for an educated democracy, not for a
newly mobile and more varied elite” ([1961] 1993, p. 223). In some ways, Williams also
believed that every person is a philosopher, holding knowledge. “I have discussed D.H.
Lawrence with working miners; discussed methods of arguments with building workers;
discussed newspapers with young trade unionist; discussed television with apprentices in
training [...] | have learned as much as | taught” (Williams, [1961] 1993, p. 224).

What could be the methodology used for an educator such as that proposed by either Williams
or Gramsci? Both agree that it should be a method that potentiates critical awareness. To
Williams, focused on the teaching of literature to adult learners, the educator has to be more
concerned with developing “their powers of understanding and discrimination in what they
heard and what they read [to engage the learners in a] richer social participation and
improved a more vigorous popular culture” (Mclllroy, 1993, p. 288). And this can only be done
if “the tutor becomes far more passive and the class more active and study-centred” (lbid.).

To Gramsci, focused on the political education, the educator is a creator of counter-
hegemony. This building can be organised in different sites of social practices that can be
transformed in sites of adult learning: workplace, cultural centres, or even in prison. But
education is always an attempt to organise critical political awareness and to improve basic
education for all (Mayo, 2010).
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2.2 Hegemony

If adult educators are ‘organic intellectuals’ helping to both build and critically analyse the
surrounding environment, it is important to say something about the building of the
representation of the world, and how this construction sculpts the mentality of common
people. This is the role of the hegemony. According to Williams (1977),

Hegemony is then not only the articulate upper level of ‘ideology’, not are its forms of
control only those ordinarily seen as ‘manipulation’ or ‘indoctrination’. It is a whole body
of practices and expectations over the whole of living: our senses and assignments of
energy, our shaping perceptions of ourselves, and our world. (p. 110)

Hegemony is always a process, and this idea of process allows us to add and confront other
processes that also shape our perceptions in a different way: the emergent and alternative
hegemonies, usually called counter-hegemonies.

Important here is the fact that individuals “always take part in a specific social group, precisely
that one where people are sharing a same approach of both thinking and acting” (Gramsci,
1974b, p. 365). Thus, the process of building a hegemonic thought means to create a concept
of life, choose a sphere of activity, and “participate actively in the creation of the history of
the world” (Gramsci, 1974a, p. 62). Gramsci considered that hegemony means a permeation
in society of an entire system of values, attitudes, etc., that have the mission of supporting
the dominant power relations in each historic moment (Burke, 1999, 2005) or facilitating the
changes in a specific society in a particular historical moment.

According to Gramsci, hegemony is a form of cultural direction, “ruling by consent and not
simply through force” (Mayo, 2010, p. 22). Hegemony could be observed in a very clear
manner in the case of language that | already mentioned in the introduction. In this sense, it
can be affirmed that culture(s) and hegemony are closely connected to the building — or not -
of a democratic society. As Williams (1984) affirmed:

If man [sic] is essentially a learning, creating and communicating being, the only social
organization adequate to his nature is a participating democracy in which all of us, as
unique individuals, learn, communicate and control. Any lesser, restrictive system is
simply wasteful of our true resources; in wasting individuals, by shutting them out from
effective participation, it is damaging our true common process (p. 118).

The most important derivation from the idea of hegemony is that, for Gramsci — but also for
Williams — politics is a form of pedagogy: “To take power without violence is only possible
when the proletariat have finished the work of technical preparation and social education that
it would be the revolutionary method” (Gramsci & Bordiga, 1977, p. 111).

2.3 Culture(s)

It could be considered the major concept in either Gramsci’s or Williams’ works, and it is
connected to hegemony. In fact, | think that it is the central concept to an adult education
that aspires emancipation. According to Williams, we have to talk about cultures in plural.
Quoting Herder, he stated: “Is then necessary [...] to speak of ‘cultures’ in the plural: the
specific and variable cultures of different nations and periods, but also the specific and
variable cultures of social and economic groups within a nation” (1985, p. 89).

Gramsci differentiated between low and high culture and considered that low culture could
be a form of domination. As Diaz Salazar (1991) states,
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Folklore, understood as an idea of the world and of the life of common people in society,
is made singular because of its opposition and counter-opposition to the ‘cult’, ‘official’
and hegemonic idea of a specific society, and because of its non-systematic,
contradictory and politically disorganised character (p. 153).

Another concept common to both authors is popular culture. Diaz Salazar (1991), following
Gramsci, considers that “Popular culture is the starting point for the development of a new
political awareness [...]. This process demands an appropriate pedagogy and wants to consider
the progressive elements of the culture, and the creative popular soul” (p. 160). Ultimately,
as Williams affirmed, “Popular culture [...] presenting knowledge in generally accessible ways”
(1985, p. 23).

Gramsci also differentiated between common sense and good sense. ‘Common sense’ holds
contradictory elements. But, in Gramsci’s conception, also contains elements of ‘good sense’
in a distorted and fragmentary view of the world. It is a conception of the world, which is
developed and absorbed uncritically (Borg, Buttigieg & Mayo, 2002).

Finally, it is important to stress that, for Gramsci,

Creating a new culture does not mean one’s individual ‘original’ discoveries. It also, and
most particularly, means the diffusion in a critical form of truths already discovered,
their ‘socialisation’ as it were, and even making them the basis of vital action, an
element of co-ordination and intellectual and moral order (In Mayo, 2010, p. 31).

Are these contributions present in the ‘real’ world? What experiences can enlighten us in this
direction? | am going to describe a historic experience related to culture — The Misiones
Pedagdgicas — and a current micro-experience related to the recovery of the memory of
people in their own neighbourhood.

2.3.1 The ‘Misiones Pedagégicas’

Tiana (2021) defined this experience with the following words:

In Spain, between the years of 1931 to 1936 an original and interesting popular
educational experience was developed. Some people, mainly younger, most of them
connected with teaching activities, together with writers and artists, went across Spain
bringing books, music, copies of paintings, projectors, films, plays, and puppets to places
and villages, some of them still very isolated. In these places, they organised exhibitions,
theatres, teaching keynotes, public sessions of reading, they worked and played with
children and their teachers, and lived together with villagers. After some days, they
returned to their homes after planting the seeds of education and culture, as well as
leaving books and records in the schools. This lasted for a five-year period and in
different seasons of the year (p. 15).

There is no better explanation of this process. The same author refers to the methodology of
the experience that he names ‘recreational school’ to stress that it was opened to a diversity
of cultural events and activities to break the isolation of Spain’s hinterland.

This diversity of activities can be summarised as follows (Tiana, 2021): i) the study of the
natural environment through keynotes, exhibitions, etc.; ii) the ‘socialisation’ of fine arts with
exhibitions of copies of great paintings; iii) the organisation of public readings and listening to
music — popular and classic, live or on records, iv) the use of the cinema; v) citizenship
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education focused on people’s rights and the principles of the republic; vi) activities to
encourage people to read, mainly by the organisation of public libraries in small villages; and
viii) actions devoted to teacher training.

Participation in the ‘Misiones Pedagdgicas’ was not only of those related to education. We
can highlight individuals such as the poet Luis Cernuda, the philosopher Maria Zambrano or
the playwright Alejandro Casona, among others. Most of them went into exile when the
fascists won the Civil War, and the dictatorship began.

Finally, it can be affirmed that the ‘Misiones Pedagdgicas’ presented a triple dimension. First,
by defining a specific model of education and practice, as | already mentioned; second,
because it was a great effort in terms of cultural action and communication; and third, it
carried a strong political implication to reinforce democracy and the Republic (Tiana, 2021).

2.3.2 The workshop for recovering the historic memory

This is the work done by a group of adult learners that are recovering the memory of the
people retaliated by the dictatorship. It is done in the scope of the history of their own
neighbourhood and the whole country.

The workshop started functioning in 2004 by collecting life stories of repression, incomplete
education, precarious jobs, poverty, or migration. Lépez Luna (2011) considers that the
defining moment for the beginning was an interview with a woman that had lost her father at
the very beginning of the Civil War, when she was only 5 years old. She expressed her
nervousness and difficulties in conveying her memories and feelings related to those years.

The workshop - organised and managed by adult learners - has developed three different
research projects. The first was focused on collecting histories from people living in the time
of the Spanish Civil War, and the early years of the dictatorship. 10 interviews were done and
organised around three main generative themes: a) repression either in the Civil War or during
the dictatorship, b) education, and c) work in the post-war period. Dissemination was done in
public presentations —in some cases it was the first time that some of these persons talked in
public - in diverse places: adult education schools, secondary schools, community centres and
the university. Audio-visual material was organised to systematise these public presentations.

The second research was undertaken by collecting 14 life stories. They are related to the last
years of the dictatorship and the period known as La transicion: the process of recuperating
democracy between 1975 — the death of the dictator — to 1978 — when the democratic
constitution was enacted. The generative themes that arose during a dedicated process of
organising and analysing the interviews were: a) the processes of migration — a consequence
of the previous research, b) the first massive workers’ strikes, c) the birth of democratic trade
unions (even in the age of the dictatorship), d) the social and political militancy either in
clandestine political parties, or in the first neighbourhood associations, and e) the condition
of women. Dissemination of this research started with a public presentation in a community
theatre in the district. Then, it was presented in diverse places, as mentioned above.

At present, the workshop is involved in new research related to one of the most important
textile factories in the city. This factory is also significant to the history of the district and in
the history of the workers’ movement in the city.

According to Lépez Luna (2011) there are a variety of achievements emerging from the
research process. On the one hand, participants in the workshop were enabled to acquire
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some learning on how to conduct research. Another achievement is related to the acquisition
of tools for expressing themselves orally. For instance, their public presentations showed
them how to communicate their research findings. Also, they employed creativity when
preparing the public presentation by including music and poetry.

3. Conclusions

After these experiences, that can be related to the key subjects presented in the article, | will
focus on two major ideas to delineate Williams and Gramsci’s contributions for adult
education.

Culture is the core of adult education. The problem, sometimes, is that popular culture - the
culture that common people hold - could be more an element of alienation than liberation.
This is the case of the magical awareness described by Freire (1970): a system of beliefs that
maintain people in a state of alienation and does not allow them to explain the surrounding
world. Gramsci considered that popular culture is, sometimes, full of superstition and, for
that, does not let people to create an alternative hegemony. It has to be distilled from these
elements of superstition.

In this direction, the concept of criticism drawn on by Williams could be a response to. Starting
from the culture of common people, it improves the understanding of the surrounding reality.
According to Williams, criticism is a conscious reaction “including, as often as necessary,
positive or negative responses, a definitive practice, in active and complex relations with its
whole situation and context” (1985, p. 86). As Welton (1982) states, it is the possibility to think
about things beyond the simple collection of data.

It is important not to forget that culture is a symbolic structure that enables people to
understand and to be situated in the world (Geertz, 1987). According to Cole (2008), the most
important lesson for educators, deriving from Williams’ thought, is their deep and continuous
emphasis that he placed upon culture as both a constitutive element of society as a potential
means for organising social transformation.

Against the hegemonic idea — due to the policies and practices of Lifelong Learning — that the
educator is simply an accompanying person, it is compulsory, and urgent, to recover the
notion of an educator that helps and supports people. Freire (1984) said that we can
differentiate between different type of educators only by the use that they make of a slide
projector. The concept of ‘organic intellectual’ is very useful here. First because, as Williams
affirmed, organic as itself, “indicated certain kinds of relationship” (1985, p. 227). Second,
because he or she is a person that elaborates the ideas of their social group. Intellectuals are
not neutral; they address important issues concerning private and social life and they choose
some options and not others in a process plenty of ethical elements.

Both Williams and Gramsci are committed to the education of the working class. Instead of
the obsession with a training for a job, both consider that an educated working-class is the
guarantee of democracy. The last summarised this idea:

The system of workers democracy... would shape and discipline the masses, would be a
fantastic school of political and administrative experience, would be the framework of
the masses, building in them the habit of tenancy and perseverance, building in the
masses the habit of considering themselves an army in the battlefield, in need of a
strong cohesion if it does not want to be destroyed and reduced to slavery (Gramsci &
Bordiga, 1977, p. 70).
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Abstract

An innovative blended learning non-formal programme was launched in 2018-2019 for
professionals and volunteers, who were encouraged to develop their own social competences
in order to work directly as community animators with vulnerable groups and promote social
inclusion in Greece. The intervention, which lay within an ongoing experimental European
project, COMANITY, was built upon the challenges emerged from harsh economic restraints,
rising demand, restricted supply and diminishing resources in our society. Within this context,
youth services are urged to increase their efficiency and effectiveness, encourage civil society
to fill the gaps in service provision left by ‘mainstream’ supply and try to support young people
to ‘help their peers’ by getting more of them to volunteer. Community Animator’s non-formal
blended learning training programme was carried out online programme delivered to 109
participants out of 947 who applied and through an experiential face to face workshop that
was delivered to 14 unemployed women aiming to raise awareness and critical understanding
of the concepts of democracy, equality, advocacy, human rights and social cohesion. Peer
learning methods and an action research methodology were employed in order to enhance
young participants to act as agents for change and develop a holding environment for those
youth at risk to be marginalized. By working on their own capacities and motives, personal
attitudes and possible dysfunctional assumptions, young participants actively shared and
confronted critically their views and concerns, realized the impact of space and time on their
civic engagement and organized themselves in social action. The present study discusses the
profile and satisfaction level of participants in the online digital programme and the profile
and satisfaction level of participants on the blended learning experiential programme. The
data suggests that blended programmes are necessary for developing action research skills
and enhancing the role of community animators, even though online programmes on their
own can also assist in raising awareness about the role of community animators.

Key words: volunteers, youth, blended learning, social inclusion, action research, digital
education

1. Introduction

Educational institutions, social care and mental health services throughout Europe are lately
experiencing demand to provide support for an increasing number of people when seeking
for new pathways to adapt into the current priorities. These people are presented with
increasingly more complex issues, shaped by rising youth unemployment, increased
educational drop-out rates, the demise of ‘community’ and its replacement by precarious on-
line relationships; loss of faith in mainstream institutions and a large increase in the influx of
young migrants into EU countries. In 2015, there were 8.7 million young Europeans who could
not find work; 13.7 million classified as NEETs and 27 million who were at risk of poverty or
social exclusion (Eurostat, 2015). In 2015, more than a third of the population was at risk of

32


mailto:armaos@kethea.gr
mailto:Jcullen@arcola-research.co.uk
mailto:Jcullen@arcola-research.co.uk
mailto:atsiboukli@primedu.uoa.gr

poverty or social exclusion in three EU Member States: Bulgaria (41.3 %), Romania (37.3 %)
and Greece (35.7 %). Poverty rates are higher for young people than for the overall population
and involuntary part-time work or protracted temporary positions expose this generation to
a risk of long-term poverty. Most services have been cut across the board as governments
have reduced expenditure on education, health, welfare and social services in response to the
economic crisis, the financial ‘crash’ and the subsequent imposition of ‘austerity policies’. For
example, in the UK, recent research found that overall spending on youth services in England
has fallen by £737m (62%) between 2010 and 2018 (YMCA, 2018). Austerity measures have
led to an exodus of trained staff, because both wages and jobs have been cut, leading to a
significant loss in capacity, skills and know-how (Bradford and Cullen, 2014). The third sector
organisations struggle to attract volunteers in those areas where service demand is highest —
in ‘disadvantaged’ communities.

The current youth systems fail disadvantaged and marginalized young people. They stand
quite far from addressing increasingly complex, multi-dimensional issues and problems of
youth. The trouble is, as demand rises, supply of quality of youth services shrinks because of
‘austerity’ or remaining post-austerity measures and cuts to social services. Traditional
interventions with people ‘on the margins’ tend to be designed ‘top-down’, with especially
young people centralised as ‘the problem’ (Williamson, 2007). Interventions are often
constructed from the narratives of researchers, policy-makers and experts, not from the
narratives of the people who participate in them (Parr, 2009). In contrast, the present
programmes use participatory action research (Kemmis, McTaggart & Nixon 2014; Kemmis,
2015; Reason and Bradbury, 2001) to support trainees as ‘co-producers of knowledge’,
actively working in collaboration with the research team in creating ‘developmental’
interventions, rather than applying traditional ‘transmissive’ behaviour change models. The
approach draws on practices from radical pedagogy to support marginalised people to
become architects of their own future (Freire, 1972; Vygotsky, 1978).

Therefore, the need for training a new group of professionals and volunteers and re-training
the one that is already available in order to be able to respond to the new emerging needs,
lead to the design, implementation and evaluation of two training non-formal programmes
that were based on the notion of ‘co-production’ of knowledge, skills and knowhow. A digital
and a blended learning experiential non-formal training programmes were planned and
delivered to youth workers and volunteers, interested in becoming community animators.
Volunteers, psychology or other related discipline students, novice youth workers and anyone
who might have been interested in engaging European youth and creating a better future for
their communities were targeted to participate. The programme, as part of an EU-funded
project was planned and delivered by nine partners from four EU countries and the UK during
the period 2017-2019. The idea lay on the development of an ‘inclusive learning ecosystem’
for marginalised and vulnerable young people through the creation of a “Community
Animateur” role and programme in which ‘hard to reach’ youth can apply their skills, talents
and creativity in participation activities that improve their communities. Hence, the
programmes aimed to engage and empower trainers to act as ‘community animateurs’ with
people on the margins and bridge the existing gap between them and mainstream institutions
in order to achieve social inclusion.

1.1 The COMMANITY project

The ‘Community Animateur’ was thought of as a 'Social Mediator' who makes a bridge
between people on the margins and other community actors and institutions. The Animateur
concept was developed to work where situations of social conflict, including intense conflict,
emerge between young people, residents and other groups for the use of public areas. The
Animateur is typically a young ‘volunteer’ who comes from the community, and is trusted by
his or her marginalized peer group. Animateurs act as a point of mediation between hard to
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reach young people and ‘the system’. They catalyse relationships between disconnected
learning and inclusion entities — for example by organizing cross-sectoral, cross-agency
workshops involving schools, youth organisations, local businesses and civil society actors.
They organize radical — and often disruptive — inclusive learning initiatives. They valorize and
build on the resources of the community to develop, in collaboration with young people, social
innovations aimed at solving problems in the community.

The objectives of the project were basically to create a new youth work and volunteering role
as an innovative point of mediation and integration and provide a competence framework
and training programme to support that role. At the same time, the focus was on getting youth
services to become more engaged with marginalised youth and getting marginalised young
people to become more engaged in youth work while also making volunteering work more
accessible for hard-to-reach youth. All these objectives would be reached using a digital form
of training aspiring to adapt to current technology enhanced learning processes.

COMANITY had a really ambitious aim to reach. Through the four key actions, it was expected
to primarily identify relevant competences and develop a competence framework for the new
role of community animateur, train and provide all necessary methods for those volunteers
to learn about their new role and finally disseminate the results in and out of our region.
COMANITY managed to build a framework of Competences which were clustered in three
broad categories. In specific, these clusters of competences were identified as a) Enabling
Emotional Intelligence Competences related to intra-personal competences (such as
emotional self-awareness, self-confidence, good-enoughness), inter-personal competences
(such as empathy, social responsibility, relationship handling), adaptability (competences such
as resilience, belief and assertiveness, initiative) and affective competences (such as anxiety
management and optimism and happiness), b) community Animateur-specific Competences
related to organizing and managing information and resources, mapping, networking and
mediation, advice, guidance and support, delivering participation programs and empowering
young people and, c) enabling Digital Competences related to networking and mediation,
organizing and managing resources, program and content creation.

The programme comprised three basic components:

e The Community Animateur (Foundation) Online Training Programme, to gain the
necessary skills, knowledge and attitude to become a Community Animateur; The
open online course provided participants with a theoretical background and helped
them to fully understand relevant concepts and develop the necessary skills and
attitude to become a Community Animateur;

e The COMANITY Hub, to enable knowledge and practice sharing and creation among
learners and within the wider community of stakeholders and practitioners interested
in youth and social inclusion themes; This Hub allows them to create and share
knowledge with other European youth workers, volunteers and stakeholders
interested in the youth social inclusion themes and challenges; The COMANITY Hub is
the online space where “knowledge” is shared. The interactive functionalities of the
Hub will give ones the opportunity to get informed about and benefit from online
resources related to empowerment of marginalised youth, social work, social
exclusion and other related topics. Posts and videos uploaded by trainees in 4
different languages allowed them to fully benefit from the collaborative learning
experience while using the knowledge provided in the training modules to create new
content.

e The Blended Learning Experiential Training Programme for developing an Action
Research Experiment, to deploy the acquired skills and promote critical thinking
within a specific methodological approach in the day-to-day work of the Community
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Animateur. The action research allowed them to work collaboratively on a community
project using the knowledge and skills they recently acquired. The Action Research
Experiment has been a very important and interesting aspect of this training
programme. It intended to invite participants to apply the knowledge, competences
and methodological approach acquired through the training course to the day-to-day
work of a Community Animateur. The Action Research Experiment namely has been
viewed as a collaborative project where trainees chose a sensitive topic that affects
youth on the margins of your community/neighbourhood and work with their peers
to achieve a desired goal. This goal was set by them and their peers as they were the
only ones knowing the particularities and difficulties of their community.

In order to complete the Online Community Animateur training programme participants
needed to take the foundation training course whilst for completing the Blended Learning
Experiential Programme, participation in a non-formal training programme including online
and face-to-face learning and knowledge sharing was necessary. Additionally, participants at
the blended learning programme were urged to work and interact with their peers and
mentor, who played a crucial role in the success of the training. Finally, they were encouraged
to create their own learning materials and participate in an action research experiment
(project).

2. Method

An open call across four sites (UK, Greece, Italy, Spain) was held and 14 participants were
registered to attend across each site the Blended Learning Experiential Training Programme.
In Greece alone, 494 applications were received for 14 places in the course. In response to the
outstanding demand by the community, a decision was taken to open up an online training
programme only for an extra 100 participants, to deliver with minimum requirements, as a
blended learning experiential programme needed more time and commitment by trainers and
participants that might affect any issues monitored during this piloting phase of the project.
The number of applications received at the online training programme reached 947. The
number was excessively high and the decision was taken to remain with the initial number of
100 participants at the online programme. Eventually 109 were registered for the online
course on a random selection basis. All participants at both programmes, were first invited to
take a self-assessment test as the initial step of their engagement to the project. Then, the
first 14 of them were selected on the basis of their profile (women unemployed) to register
to the blended learning training programme part of which comprised face-to-face (f2f)
interaction training.

The Blended Learning Experiential training Programme Content

The content focused on critical theory and practice and aimed to assist participants develop
their own action plan for social inclusion. It also drew attention to the need to promote
democratic values and principles, social justice, human rights and participatory democracy.
Critical theory was analysed as a method that serves the purpose of supporting groups and
individuals in acknowledging, understanding and supporting their own rights for health,
education and employment. In a turbulent environment, solidarity and collective actions can
flourish from small groups and communities on the basis of mutual trust, social interaction
and active citizenship. These actions operate as a paradigm of good practice for bottom-up
development and social change.

Experiential learning as a unique source of new learning was deployed whilst active
participation and self-directed learning was encouraged. The f2f programme included a series
of actions and techniques, such as role mapping exercises, networking, group dynamics and
action research while the focus was on resistance to change elements and aspects of
enhancement of the new role to deliver through introducing trainees to the transformative
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learning theory by putting personal dilemmas for their process of change in relation to the
community animateur goals.

Overall, the f2f group meetings comprised a) a kick-off meeting, held in May 2019, where all
participants joined the training programme, introduced themselves and became aware of the
programme objectives and working methodology, b) a follow-up f2f meeting held in July 2019,
based on guided open discussion, exchange of practice, sharing of opinions and experience.
The action research experience conducted in their community was introduced, discussed,
carried out and presented through sharing of know-how, ideas and experiences, and c) a final
meeting at the end of the training programme (September 2019), where three action research
initiatives conducted in their community were presented by young participants, one with
refugees on Leros island (refugee intake camp site), one with drug using adolescents during a
therapeutic community camp period in Western Peloponnese (Skafidia beach) and one
awareness- raising initiative on youth concerns in Patras.

The Online Training Programme Content

The Community Animateur Foundation Course consisted of twelve on-line modules including
theoretical background, foreseen activities and a final quiz. Participants were expected to
complete at least seven out the twelve available modules. Within each training module,
participants found detailed instructions and recommendations (e.g. watching recommended
videos, following links to read material related to the topics they are studying etc.): follow
them step by step to maximize their returns and complete all proposed activities. Each module
contained 2 to 4 activities (depending on the subject and competences) and some of them
required peer work. In order for each module to be considered successfully completed
trainees had to complete all activities and the final quiz. While taking the foundation course
they were free to explore any topic that may interest them, such as the empowerment of
young people on the margins, social inclusion, youth work etc.; to start exploring, head over
to the COMANITY Hub.

Since online training, relies heavily on one’s own motivation and commitment, participants
literally started working on a systematic way after the end of the first month of the training
lifespan. The vast majority of platform visits, and engagement indices, according to platform
analytics, both for blended and online trainees were surprisingly high in July and August 2019,
where traditionally any activities during summer holiday break weakens in Greece.

3. Results
3.1 Online training programme

In relation to the online training programme, out of the 947 applicants, 272 (28,7%) worked
in education, 235 (24,8%) in treatment, 69 (7,3%) in prevention programmes, 37 (3,9%) in
research and the remaining 334 (35,3%) were either unemployed or engaged in activities they
did not wish to report. The majority (N=647, 68,3%) had less than five years of working
experience, 109 (11,5%) had between 6-10 years of working experience, 143 (15,1%) had
between 11-20 years of working experience and 48 (5,1%) had more than 20 years of working
experience. When asked to respond on open-ended questions about the reasons for which
they applied in the programme, most participants talked about the need for increasing their
knowledge and social skills, for personal and professional development and for being better
equipped to work with socially vulnerable groups.

Despite the outstanding demand and interest, the programme had to randomly select from
the above, 109 participants for registration. From those 36% were employed and 64% were
unemployed. 54% were Bachelor’s graduates and 46% were Master’s holders. These were
followed in relation to their preferred programme content and their overall satisfaction from
the online course.
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When asked about their satisfaction level, 68,8% reported being very satisfied or highly
satisfied about the programme., followed by 30,3% reporting moderate or even low
satisfaction from the online course while only 0.9% reported that it was not at all satisfactory.

70,3% found the programme useful or extremely useful for their professional development.
Interestingly enough 66% of the participants found very (33,9%) or even highly significant
(32,1%) the programme for their personal development. When asked to respond whether
they would recommend their programme to others, 71, 6% responded that it was very or even
highly likely to do so, while 13,8% said that they were not likely to recommend the programme
to others.

Participants were asked to respond which topic from the programme content found as more
relative to their own needs. The content that focused on Empathy and counseling and
consultation were according to their responses the most preferred, followed by networking,
empowerment and intrapersonal skills.

The most preferred topic

Empowernment anf

o Team Building
Interpersonal - Intrapersonal skills
’_./

Team building ne Adaptation skills

Management Metworking
Empathy Digital enhancement
Interpersonal skills
Empowerment

Consultation

Graph 1. The most preferred topics

Competences from all 3 clusters were the four mostly visited ones (CA Module 1: Advice,
guidance and support to promote social inclusion of young (49), El Module 1: Intra-personal
competences (45), DI Module 1: Organizing and managing resources for online self-regulated
development (35), CA Module 2: Mapping, networking and mediation (35). Program aid
instructions.

When asked to respond how they would rate their overall experience of the online
programme, most participants (69,7%) agreed that it was very positive. However, when they
were asked what would improve their experience, 43,1% of them suggested that face-to-face
meetings would be very important to maintain.

3.2 Blended learning experiential training programme

All participants selected for the blended Greek training were women, aged between 19-25
years old. All but two were unemployed. Ten had a Bachelor’s degree in psychology, social
work, social anthropology and sociology, one was a biology student, two were high school
graduates and one had a Master’s degree. All were volunteers in various organizations
including drug treatment organizations, refugee camps, organizations for children and
adolescents with autism and organizations for former prisoners. Six of them had a proficient
level of English. Interestingly enough by the end of the programme, three of them gained
employment. They all reported that programme participation was very important for their
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empowerment and further improvement of their social skills. Satisfaction about the blended
training workshop was high (>93%). The most satisfactory elements from this training were:
team spirit creation, building a shared vision, the value of experiential learning, the
opportunities for dialogue and sharing ideas in the group, and networking.

In relation to topics engagement, it was clear that mapping, networking and mediation and
advice, guidance and support to promote social inclusion of young people were their
preferred ones.

A focus group was carried out by an independent, external researcher to figure out what were
the key positive elements by participating in the programme.

In their own words, the programme was successful due to its experiential character and the
emphasis placed on team building. As they characteristically said in their own words:

“I enriched my prospects regarding my professional future... | had a different experience of
how this kind of team operates.”

“..the way the team acted under the guidance of the moderators. Also, the freedom in
expressing ourselves and discover thoughts/ideas that never expected to find in an educational
programme.”

“The experiential character of training and the approach of bottom-up.”

As for the challenges identified in the blended programme, these referred namely to the group
dynamics and opportunities generated within the process, such as interaction with others,
collaboration and openness.

“To be open with the other team members.”

“To cooperate and connect with the team. Maybe | just couldn’t get involved and adapt.”
“To express my feelings and ideas in front of the team”

“The first ice breaking exercises”

Group members collaborated very well and managed to have a substantive relationship whilst
fostering a safe environment that allowed free expression and a ‘home’ to return to when
unsure or puzzled. Mentors were all around superb both as guides and as time went by as a
catalyst for collaboration and constructive meetings and setting boundaries. Consensus that
boundaries were well set, but direction was not forced on the participants resulted in a free
environment that might at times have felt directionless but according to the trainees
encouraged and reinforced personal involvement, initiative and interest. The whole
experience felt much more personal, gratifying and as though it originated from the members
rather than being some external product that was then internalized by each individual.

In terms of the key positives of participation, group engagement, mentoring and, action
research both as a process of learning as well as an activity, were highly appreciated.
Participants considered that to be a networking experience where they had the opportunity
to find peers with similar interests, tendencies and goals.

4. Discussion

The present paper suggests that the blended learning experiential training programme
outweighs online-only formats, even though in relation to learner’s engagement, there have
been rather no significant differences with blended learning participants (in % of time while
online). The face-to-face interaction with peers and mentor remain of key value in establishing
productive collaboration and outcomes. Thus, emphasis on action research methodology is
critical for developing initiatives for community change and therefore face to face training on
action research is more than required as experiential training is key learning methodology for
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the learners to engage. However, it is important to note that even online training on sensitive
areas that concern most adult educators and other trainers and volunteers in non-formal
settings and informal settings, has its own value for the development of social and other skills,
such as empathy and networking. To this extent, transformative learning strategies appear
suitable for challenging one’s assumptions prior to bringing change into the community.
Furthermore, evidence suggests that trainers in the youth and social inclusion fields are not
sufficiently aware of the dynamics that drive youth marginalisation and social exclusion.
‘Lifeworld analysis’ (Cullen & Tsiboukli, 2019) and its work in action research experiments in
highly marginalised communities, is significant for understanding the complex and challenging
situations that socially vulnerable groups live in and experience on a daily basis.

Training programme designers and trainers themselves often tend to be preoccupied with
easy to categorise ‘target groups’ — like NEETs, young immigrants and educational drop-outs.
The reality is that these target groups are blurred —and excluded and marginalised people are
faced with multiple, and mutually-reinforcing issues (like poverty, limited opportunities,
ethnicity, health issues). There is, therefore, a need for trainers to become more aware of
these dynamics, more reflective and more evidence-based. However, there is always a tension
between the imposition of education, training and professional development standards ‘from
above’ and creating a flexible environment in which trainers, youth workers, volunteers and
young people who have no ‘formal’ status but are active in the community can ‘learn by doing’
and acquire non-formal competences which nevertheless could be subsequently recognised
and accredited.

Experiential learning should be recognized if not be given equal status with traditional formal
learning and training. Furthermore, there is a pressing need in general to bring down the
barriers between ‘society’ and the formalised world of educational systems and practices; to
open up formal education and take students out of the school and into civil society. Most
students have little idea of what active citizenship means in practice and about what are the
key issues and problems that need to be addressed through active citizenship. Such a pro-
active educational approach to active citizenship could have a positive effect on people’s
perceptions of the need for, and the value of, volunteering — not least because they could see
practical outcomes — through action research - of volunteering in the real world.

Lately, the recent COVID 19 crisis suggests that a potential way to boost well-being in a time
of crisis may be to increase people’s sense of ‘mattering’, through volunteering. And although
what constitutes volunteering might be wide-ranging, covering a plethora of heterogeneous
activities, a sense of social cohesion can also be grounded bringing particular benefits to all
members of the community, enabling them to establish a strong social role and ties (Wilson,
2000). Being connected with a cause can be a key driver, alongside regarding it as emotionally
cathartic when affected personally, and finding solace from collaborating with others towards
the same goal (Tierney & Mahtani, 2020). Community animators envisioned a social role in
response to ‘giving back’ to community, in doing something at a time of crisis, affirming one’s
social identity, and thus establishing a sense of solidarity through joining others in working
towards a common purpose.
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NepiAnyn

To mapov apbpo amotelel €va cuvOUAOUO KELLEVOU TIOALTIKAG KOL EPEUVNTIKNAG EPYACLOC
KoBwg, pe Pdaon mMpwtoyevr otolkela, avamtuooesl TNV Katdotaon tng EmayyeApatikng
Exnaidevong kot Katdaptiong (ebe€ng EEK) yia tnv Kowwviky kot AAMNAéyyua Owkovouia
(edetng KANO) kat Siepeuva ta cuvadr EKTTALSEUTIKA TIPOYPAUUATA WG BACIKO UNXAVIOUO
unootipng tng KAAO otnv Eupwnaikn Evwon. EmumAgov, auto to apbpo Seixvel OTL n
ouvbeon petafl KANO kal ekmaibsuong evnAikwv 8ev eival tuxaio, aAlda Baciletal oe
OUYKAIvOoUOEG apyEC aUTWV Twv SUo Tediwy, Kal £L8IKA 0TO KOO Toug aflwpo wW¢ IPOG TNV
TIPOOTITIKY  METACYXNUATIONOU TNG Kowwviag. To eumelpikd Sebopéva g €peuvag
mpogpxovtol anod mevte xwpeg (TaAAio, EAAGSa, Italia, Kpoatia kal Toexia) oL omoieg
CUUUETEXOUV O EUPWMOIKO Tpdypoppa Tou cuvtovilel to INE MZEE. To mapdv Keipevo
TIOALTLKAC €pXETAL va KaAUPeL Eva kevo otn BLBAloypadia Tng eupwmnaikig KANO, dedopévou
OTLTIPOKELTOL YL £VOL GUYXPOVO, EAAXLOTA SLePELVNEVO TIESIO YEVIKA, KOL ELBIKOTEPA WG TTPOC
™ ouvdeon tou pe tnv EEK. H onuaocia autol tou dpbpou eivol akopn mo peyain evoet

2 H épesuva aut xpnuatodotriBnke amd to Erasmus+ oto mAaiolo tou épyou «Mpowbnon tng
AnacyxoAnowotntog péow tne Kowwvikng kat AAANAEyyvag Owovopiag» — (2019-1-ELO1-KA202-
062479).

3 To napdv dpBpo anotelel avadnuooicuon tng omd 19/11/2020 ékSoong tou INE SEE, Stabéotunc
oTo https://www.inegsee.gr/ekdosi/epangelmatiki-ekpedefsi-ke-katartisi-sti-sfera-tis-kinonikis-
ikonomias-mia-sygkritiki-analysi-pente-choron-tis-ee/ kat avtAei kowd 6ebouéva pHe TO
Apostolopoulos, N., Goulas, Ch., Kakouris, A. and Papageorgiou, I. (2021). “Vocational Education and
Training as a Support Mechanism and Policy Instrument for the European Social and Solidarity
Economy”, in Apostolopoulos, N., Chalvatzis, K. and Liargovas, P. (eds) Entrepreneurship, Institutional
Framework and Support Mechanisms in the EU, Bingley: Emerald.
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TWV CUVEXLW{OUEVWY KOWVWVIKOOLKOVOULKWY KPLOEWV (TT.X. XPNMUOTOOLKOVOULKH, UYELOVOULKH,
nieptBaAloviikr] kpion), oL omoieg avadelkviouv To Yeyovog OTL oL TPOOTTKES TNG KANO dev
UropoUV AoV va amouoldlouVv amnod Tty MOALTIKY atlévia.

Abstract

This article is a combination of policy and research as, based on primary data, it develops the
situation of Vocational Education and Training (VET) for Social Solidarity Economy (SSE) and
explores the relevant educational programmes as a basic support mechanism of SSE in the EU.
Moreover, this article shows that the connection between adult education and SSE is not
accidental, but is based on converging principles of these two fields, and especially on their
common mission regarding society transformation. The empirical data of the research comes
from five countries (France, Greece, ltaly, Croatia and the Czech Republic) which participate
in an Erasmus+ programme coordinated by INE GSEE. This policy text comes to fill a gap in the
literature of European SSE, given its limited exploration in general, and in particular in relation
to VET. The importance of this article is even greater in view of the ongoing socio-economic
crises (e.g. financial, health, environmental crisis), which highlight the fact that the SSE
prospects can no longer be absent from the political agenda.

NEEeLg — KAWL EmayyeApatiki Exknaibeuon kal Kataption, Kpttkn Matdaywytkn, Kowwvikn
‘Evtaén, Kowwvikn kat AAAnAAEyyua Otkovopia

Keywords: Vocational Education and Training, Critical Pedagogy, Social Inclusion, Social
Solidarity Economy

1. Ewaywyn

H Kowvwvikr kot AAAnAéyyua Owkovopia (KAAO) pumopet va BswpnBel pa avamtuélakn e€€AEn
MeTAEL SNUOGCLOU Kot LBLWTIKOU TOUEQ, Ue Toug Popeic TNG va oTOXEVOUV OTNV €EUTINPETNON
KOLVWVLKWV OKOTIWV W¢ TTUPAVA TwV dpactnplotntwy Toug (Amin, 2009° Defourny and Kuan,
2011 Lortie and Cox, 2018). NMapd T LoKPA LOTOPLO TNG KOWWVLKNG OLKOVOULAG, OL KOLVWVIKEG
ETUXEIPNOELS KOL O POAOC TOouG epdaviotnkav Hetd to 2000 -AapBdavovrag eupeia
Snuoootnta e tnv avaAnyn tou NoumeA Ewprivng amod tov Muhammad Yunus (2006)- kat
TIAPAUEVOUV EAAXLOTOL OVETTUYLEVEG KOL EVOWMOTWHEVEG OTA MEXPL TWPO OLKOVOULKA
povtéha (O'Connor, 2013). O avTikTUTOG TWV 0OPYAVIOUWY TNG KOWVWVLKING OLKOVOULaG, Kuplwg
o€ TOTIKO eTtinedo, Sev €xeL akoun StepeuvnBel mAnpwg (Kelly et al., 2019° Muller and Tanguy,
2019). AdlaudlofATnTa, N OWKOVOULKN Kplon avéSelfe Tn onUAcia TWV OPYAVICUWY TNG
KOLWVWVLKNG olkovopiag. Qotooo, £xel kataotel cadEg OTL oL opyaviopol otov Topéa tng KANO
oTEPOUVTAL YWWOoewv Kal TAnpodopuwv (Apostolopoulos et al., 2019) kol wG €k TOUTOU
Xpeldletal va avamtuxBolv MePAITEPW OL OXETIKEG EKTIALOEUTIKEG dpaotnplotnteg (KALO,
2018).

Y10 Keipevo autd umootnpiloupe OTL n ekmaidsuon evnlikwv pmopei va Sladpapartiost
ONUOVTLKO POAO OTNV TEPALTEPW UTIOOTHPLEN TWV CUYKEKPLUEVWV OpYaVIOUWY. Oa prmopoloe
N €MAYYEALLATIKN KATAPTLON oToVv Topéa thg KAAO, edbappudlovtag Tig apxEG TNG EKTaldeuong
evNAIKwV, va TTapEXEL EKTTALSELON OTOV TOMEQ TNC KOLVWVLKIA G OLKOVORLOC KOIL TWV OPYQVLIOUWY
™G Kat va £hobLAoeL pe YWWOoeLS, SeELOTNTEG, OTACELG KAL LKAVOTNTEG TOUG OPYAVIOUOUC TNG
KOLVWVLKNG OLKOVOUIag Kol TouG £pyolOHEVOUC TNG. AUTO KPIVETOL OKOWN TILO GNHAVTIKO,
K0Ow¢ to apylkd cvotnua skmaideuong Kal kataptiong sv mpoodEpel emapkn mpocpoon
oTNV OOKTNGCN TIPOGOVTWY GTOV TOHUEA TNG KOLVWVLKIAC OLKOVOULaG.

2. Awepelvnon g oUvdeong EEK kot KAANO

H ekmaibeuon kol Kotdption twv epyalopévwy UMopel va Kataotel péco yla tnv
gvepyomoinon tng opyavwtikng oaAAayng. Mpokeldévou OpwG va emteuxBel autd, n
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ekmaidevon mpEnel va eival petaoynuatiotikng ¢uong (BA. Kakouris, Voudda and Pavlakis,
2012). Auto mpoUToBETEL TOLOTLKI KoL QTTOTEAECLATLKI EKTTALSEUON, ULOBETWVTAG KATAAANAN
TPOCEyyLon Kal peBodoug ekmaideuong evnAikwy, woTe va TPokANOel peTaoXNUATIOUOC TOGO
O£ QTOULKO 000 Kal o€ GUAAOYLKO emtinedo.

H KOWWVIKA  EMXEPNUATIKOTNTO KAL TILO  OUYKEKPLMEVO N UETAOXNMOTLOTLKA
emyelpnuatikotnta (Maas and Jones, 2019° Ratten and Jones, 2018) —pia uTtokeipevn W&€a
yla TNV KOLWVWVLKN OLKOVOUilao— €lval ota mpwrta tng Brupata Kol Xpelaletal MEPOLTEPW
avamrtuén ywa vo €XEL QTOTEAECUOTO Of MAKPOOLKOVOWLKO emimedo. To mAaiolo auto
Snuoupyel TNV avaykn ylo TEPALTEPW SLEPEUVNON OXETIKA UE TNV amaltoupevn EEK yla ta
UEAN oe TE€TOla eyxelpnpata. Mia avaluon petatl SladopeTikwyv cuotnudatwyv EEK oto ev
AOyw medio Ba umopel va evioUOEL TNV UTIAPXOUOCO VWG OTO OVTIKELUEVO.

Mo tnv mepatépw Slevpuvon tng oxéong EEK kat KAAO, pio kowompatio staipwv mou
TIPOEPYOVTAL TOOO aro To Tedio tng KAAO 600 Kkat TnG ekmaiSeuong evnAikwy cUVEPYAOTNKAV
yla vo. UAoToLlioouv éval SLETEC MPOYPAUUD, 0To TAaiolo xpnuatodotnong Erasmus+ tng
Eupwrnaikng Emtponng (EE), pe titAo «MpowBnon tng amacXoAnoLUoTNTAC HECW TNG
Kowwvikng kat AAAnAéyyuag Owkovouiag —EmploySSE». O kUplOg OTOXOG TOU €pyou
EmploySSE eival va epapuoocsl Kal va powBnoet to mAaiolo tng KAAO otnv EEK. To opapa
glval pLo oOAoKANPWHEVN KATAPTLON KAl ETIAYYEALOTIKI) aVATTTUEN, N omola Ba eVoOWUOTWOEL
OTIG LOEEC KOl OUUTIEPLPOPEG TWV EKTTALOEUOUEVWY TO EVOAAAKTLKO KOLVWVLKOOLKOVOULKO
MOVTEAO TNG KOLWVWVLKNG olkovouiag. Mo ouykekplpéva, umd to cuvtoviopd tou INE T2EE,
etaipot amo tn FaAAia, tv EAAGSa, tnv ItaAio, thv Kpoatia kat tnv Toexia (ADEPES
Mouvement pour I’ Economie Solidaire Occitanie, DOCK Zuvepyatikdg Xwpog KowwvikAg Kot
AMnAéyyuag Owkovopiag, ENAIP Veneto, Green Network of Activist Groups ZMAG,
Ekumenickd Akademie) cuvepydotnkayv adevdg yla va avamtuéouv Evav 06nyo ekmaldeutwy
EEK yia tnv KAAO, o omolog Ba sloayet to emayyeApatiko nedio tng KAAO oto cvotnua EEK,
KOl OLPETEPOU YLa VAL TTAPEXOUV EVOL TIOKETO EKTIALOEUTIKWV EVOTNTWV KATAPTIONG 0 BEpata
KAMO, ta omola Ba SoKLLAoTOUV TUAOTLKA OTLG CUUETEXOUOECG XWPEC. MEOW TOU £pyOU AUTOU
otoxo¢ eival va umootnpBel n ouumneplAnyPn twv ekmatdeutikwy evotntwv KANO ota
npoypappata onoudwv EEK og eupwmnaiko kat eBviko eninedo.

Mo Toug okomoUg Tou Tapovtog apBpou, etetalovral Ta akdAouba peUVNTIKA EPWTHMOTA
yLa TLG U LUETEXOUOEG XWPEC:

e YMlomolouvtal mpoypaupata EEK oto medio tng KAMNO; Edv vai molot tumol
TIPOYPOUUATWY TTOPEXOVTOL;

e [lola maldaywyLkn pooyylon Kat T eidouc uéBodol Si6aokaliag €xouv epoppootel
O£ QUTA TA TPOYPAUUATA;

o [loleg yvwoelg, Se€lOTNTEG, OTACELS KAl LKAVOTNTEG €K HEPOUG TWV EKMALSEUTWY
QIALTOUVTAL YLO TNV KOoTdption oto nedio tng KAAO;

To TTOLOTIKA EUMELPLKA SeSopéva Ta omola oxeTilovtal e ta poavadepBEVTA EPEUVNTIKA
EPWTNHATO CUAEXBNKOV PECW EPWTNUATOAOYIOU QVOLXTWVY EPWTNCEWVY ATO TOUG ETALPOUG
TWV TEVTE XWPWV TIOU CUHUETELXAV OTO £€pY0 KoL AVAAUOVTAL TTAPAKATW.

3. Npoypappata EEK oto nedio tng KAAO

To eninedo 5LA800NG EKMAUSEVUTIKWY TPOYPAUUATWY Kot TipwToBouAlwy yio tTnv KANO oTig
CUUUETEXOUOEG XWPEG TOLKIAAEL. Ta TtoplopaTa YLo OXETIKA TIPOYPAUUATA KATAPTIONG OTO
TUTILKO 1 1N TUTIKO €eKMOLOEUTIKO OUCTNUOL OTIC TEVIE CUUUETEXOUOEG XWPEC tng EE
ocuvoyiZovtal otov Mivaka 1 KoL ovamTUooovVTaL TAPAKATW.
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Nivakag 1: Eknawdeutika Mpoypdppata KANO

Xwpa Napexopevn EEK kot GAAOL EKTTOLSEVUTIKA TTPOYPALLOTOL

Kpoaria 1. EKMALSEUTIKA TPOYPAUUOTO EKTTOVOUVTOL OO ATUTIA
SlKTUA KaL CUVEPYATIKOUC OXNUATIOUOUC POopEwWV.

2. H EEK mapéyetal amno to dnuoacio dopéa AVETAE.

3. Ekmovouvtal OXeTIkEG OpAcelg oto TAAiCO Twv
EUPWTITATKWY TIPOYPAUUATWY Erasmus+.

Toexla 1. H KAAO yivetal avtiAnmt oto pikpo-eminedo (otnv
KOWWVLKN emixeipnon).

2. ExmovouUvtal oxetikd €pya amd MKO kal AAAoug
£TAiPOUC (TI.X. OTN YEWPYLKH TTapaywyn).

3. Evvoleg tng KAAO £xouv cupmeplAndBel, peplkwe, os
TIOVETILOTNLOKA TIPOYPAUOTAL.

4. Eupwrnaika mpoypappata kat diktua (r.x. TESSEA)
EVNUEPWVOUV TOUG eVOLOPEPOUEVOUG KAl aUEAVOUV TNV
gvaloBOntonoinon.

5. H ouvdeon tng KANO pe tnv EEK eival acBevng.

FaAAlo 1. Napéxovtal MAVEMLOTNULOKA SUTAWUATO 0To BEua Kal
Aettoupyel éva Stamaverniotnuiako diktuo (RIUESS).

2. Aettoupyel to mpoypappa PEPITE ylo EKKOAQMTOUEVOUG
ETUXElPNUaTiEC-POLTNTEC.

3. Mkpol opyaviopol mapéxouv atumn ekmaidsuon oto
B<ua.

4. YIIAPXOUV OUYKEKPLUEVEG OUUDWVIEC HETOED KPATOUG
KOLL OPYQVIOUWV.

5. To emionpo mpoypoppa padnteiag Kol TPAKTIKAG
aoknong Tmepl\apPAvel TOUG OPYAVIOHOUC KOl TIG
emuxelpnoetg KANO.

EAAGSQ 1. H KAAO mepllappavetal o mpoypapuota Twv KEvipwv
Ald Biou Mabnonc twv Snpwv.

2. OplopEVA TIOVETILOTNHULOKA TIPOYPAUUATO TIOPEXOUV
HiKporiotomnoinon (microcredentials) oto Béua.

3. EEK oto Béua mapéxetat and to INE kat to KANEM tng
MZEE.

4. Atunn pabnon napéxetatl and MKO Kal and OXETIKEG
BepokoLTi®EC EMLXELPHOEWV.

ItaAia 1. Anouotalel n KANO amo 1o cuotnua EEK.
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2. Mapéxetol TeTpaetéC SimAwpa pe Bépa «Yyeio kal
KOWWVLKNA gpyacia.

3. H KAAO «koMAepyeitat amod tomika &iktuva (T.y.
Kowvwvikn Aypotikn Zuvepyaoia).

4. To Bfépo mpowbeitol HEOw €£OVIKWV SIKTUWV Kol
ekBéoewv (m.x. Falacosagiusta, Quattro passi, Rivestiti,
Tutta un’altra cosa, ASviS, LIBERA).

Ztnv Kpoartia, n KAAO eviAooeTaL UTIO TNV OUTIPEAQ TNG KOWWVLKAG ETIXELPNLATLKOTNTAG, N
omola ocuvdéetal pe InTrApata astdpoplog Kal —we ek TOUTOU— avTLUeTwileTal StaBepatika.
A&lomolouvtal €pya xpnuotodotoupeva anod tnv EE, oto omola CUMPETEXOUV TTAVETILOTH LA
KoL emayyeApaTika AUkela. Atddopa padnuata KAAO cuvtovilovtal anod kowomnpagieg onwg
to ACT Group, to Impact Hub Zagreb, o Mpdowocg Evepyelakdg JUVETOLPLONOG, EVW OAAQ
XpnHoatodotouvtal amo to Erasmus+ Kat el6ikd to Erasmus yia Néoug Emiyelpnuoartiec. Me tnv
TApo S0 Tou XpOvou £xel avamtuxBel S18aKTIKO UALKO. H kUpLa aduvapia elval 0Tl dev umtapxel
Aueon ouvdeon Kol ASITOUPYLKOTNTA METAEU TWV  OLOPOPETIKWY  EKTTALOEUTIKWY
TIPOYPOAUULATWV.

stnv Togyxla n ekmaibguon yla TNV KOWWVLKY EMXELPNUATIKOTNTA EVIACOETOL OTO WIKPO-
eMINeS0 TWV KOWWVIKWY ETIXElproswy. Yridpxouv MKO kat Siktua mou mpoomabouv va
£UALOONTOTOLOOUV TNV KOWWVIO OXeTIKA pe to Tiebio tng KAAO péow tng uAormoinong
OXETIKWV £pYywV. Evvoleg Tou Tediou auTol EVOWUOTWYOVTOL OTO UTIAPXOVTA TIPOYPOUUATO
onoubwv tpltoPfadulog ekmaideuong, oAAd Sev uTtdpyoUV £€elSIKEVUEVA TIPOYPAULOTO
oPpLEpWHEVA OTNV KOLWWVIKN oLlkovopio. Meydho pEPOG TNG KN TUTIKAG ekmaideuong otnv
KANO mpaypatormoleital péow dpaotnplotntwy twv MKO Kat SIKTUwV Tou GTOXEUOUV OThV
EVNUEPWON OXETIKA LLE TO POAO TN KOWWVLKAG ETILXELPNUOTIKOTNTAG OTNV OLKOVOouLia.

Ytn FaAAia mapéyovtol otnv tpltofabuia ekmaidsuon 20 mpomtuxlakd mpoypdupata, 40
UETQMTUXLOKA Tipoypappata Kat 19 ekmotdeutikd padnuato, ta omoio avadEpovial wg
OXETIKA pe TNV KAAO Kot TNV KOoWwVIKN eryelpnuatikotnta. H KAAO otn FaAAia epdaviotnke
™ dekaetia tou ‘90, evw to Navemotnuiako Aiktuo KAAO Aettoupyel amnod to 2000, e otdxo
™V evalodnTomnoincn Tou KowouU Kal T CUMUETOXN OTOV KOWWVIKO SLAAOYO yla To €V Adyw
niedio. To mpoypappa PEPITE yla dpoltntég-emxelpnuatieg eival éva mapddeLy o KOWWVIKA
oUVELONTWY VEOOUOTATWY ETIXELPROeWVY. EMumA£ov, oL pikpol opyaviopol mou Asttoupyolv
oto nedio tng KAAO mapéXouV [N TUTILKN EKTIALOEVOT). ZUVEPYAGCLEG YLA LN TUTIKA KATAPTLON
€xouv ocupneplAndBel otn vopoBeaoia yla tnv KANO amé to 2014 kat €xouv emakoAouBnoet
oupdwvieg pe diktua, onmwg ta CRESS, ESPER kat OCCE. Ano to 2016, To €BVIKO TIpOYypAULa
paBntelog Kal TPAKTIKAG Adoknong ival SlabEoiuo og opyaviopoucg Kal emixelprostg KAANO.

Ztnv EAAGda, n vopoBeoia yia tnv KAAO eival oxetikd mpoodatn (2011, 2016) kai
ovamtuxOnke w¢ amoToKoG TNG OLKOVOULKAC Kpiong. H exkmaibeuon oto medio autod
ipoodEPETAL LEOW LN TUTILKAC eKTtaidevong ota Kévtpa Ald Biou MaBnong (KABM). IXeTIKEG
pe tnv KANO évvoleg Sibaokovtal Kal HECW HLIKPOTILOTWOEWY OF TPOYPAUMOTA OTIOUSWY
TAVETILOTNHIWY, €VW E€MioNC TPOYPAUUATO KOTAPTIONG Yl TNV KOWWVLKA OlKovouia
opyavwvovtal kot ard to INE kot to KANEM tng MEE. OL 1&6égg tng KAANO mpowBOouvtal amnd
MKO kol emixelpnpotikd ekkoharmtrpta (m.x. Impact Hub Athens, Orange Groove, Ashoka
Greece, Higgs, Development Agency of Athens), evw katdption mpoodépetal eniong pEow
OXETIKWV tpwtoPoullwy (m.x. Kalo, Komvos). Evag mpoodotog 06nyog mou SnpoocteUTNKE amo
v Edwkn Mpappateioa KANO (2017), pio Bvikn €kBson tng KAAO otnv ABrva (2018) omwg
KOl o tpookAnon yla épya oo to EAANVIKO 16pupa Epeuvag kat Kawvotopiag (2019) ivat
£VOELKTLKA TNC TTpoooXNG Ttou AapPavel mAfov N KANO amo toug dopeic otnv EAAGSa.

45



Ztnv ItaAia n EEK ouvtoviletal meplpepelakd. e autd TO OpyovwHEVO cuotnuo EEK;
napatnpeitat EAAewn tng évtaéng evvolwv oXetikwy pe tnv KANO. Napopoiwg pe tn FoAAla,
ol évvoleg Tng KAANO kaAALepyoUvTal KUpLlwg oo TAVETLOTH LA KAl TTpowBouvTal amnod TOTUKA
Siktua (m.y. kowwvikol aypotikol cuvetalplopol). Apketa ebvika Siktua kal ekBEoelg
auv&avouv tnv egvalcBntomoinon ywa thv KANO, evw un turikn ekmaidevon oto medio
TIOPEXETOAL OO OXETIKEG eVWOelS (.. Equogarantito, Legacoop, CNCA).

ZUVOALKQ, LITOPOULLE VOL TIOUE OTL N Katdption oto redio tng KAAO napéxetal ite anod popeig
NG KN TUTIKAG ekmaibeuong eite anod akadnuaika nmpoypdppota onoudwy. 2tn MNoAAio kot
v EAAASa n 16€a €xel uloBetnOel amod KUBEPVNTIKOUE OPYOAVIOUOUG KAl UTIAPXEL OXETIKN
vopoBeoia. OL MKO kal oL evwoelg Stadpapatilouv onuavtikd poAo otnv mapoxn tng Kn
TuTkng ekmnaidevong otnv KANO. Auto to elpnua eival Koo e OAEG TIG XWPECG TIOU
g€etalovral oto napov apbpo. H évvola tng KANO €xel peyalutepn mapadoon otn FoAAla,
evw otnv EAAGSa €xel mPOoEAKUOEL TNV MPOCOXN WE ATTAVINGCN OTNV OLKOVOULKN Kplon. Map’
OoAa auta, n eknaibevon otnv KANO avtipetwriletal péoa anod TNV Evvola TG KOWVWVLKAG
ETUXEPNUATIKOTNTOG (6nAadn oto Hikpo-eminedo) kal mpowbeital péow ¢dopéwv Tou
XpeLalovtal mepaltépw KabLEpwan o eBVIKO emtinedo katl umtootnpLEn wg mpog tn cuvdeon e
tnv EEK.

4. EKMOLSEVUTIKEG TPOOEYYioELg Ka pEBodoL oto nedio Tng KANO

Ytov Mivaka 2 mou akoAouBel amotumwyvovTal oL TPoaeyyioelg Kal ol péBodol ekmaibeuong,
ol omoleg kataypadetal va aflomolovvtal oTa poypappata eknaideuong yia tnv KAAO otig
CUUUETEXOUOEC OTNV £PELVOL XWPEC.

Nivakag 2. Ekmatbeutikég MéBobdotl KANO

Xwpa EKTTOLO EVTIKECG TTPOOEYYIOELG KaL LEBoSoL

Kpoaria 1. EruokéPelg peAETng Kol LEAETEG TiepimTwong
2. NpayUatikeg StNYNOELS

3. Epyaoia og PIKPEC OUAdEG

4. BlLwpaTIKA Ttayvidila KoL epyactipla

5. ZUMPBOUAEUTLKA KOL LEVTOPLVYK

Toexla 1. Zuvedpleg oxeTkéG pe TNV avtiAndn tng KAANO (oplopot
Kal oulntnon)

2. ETok€PeLg LEAETNG O€ KOAEG TIPOKTLKEG

3. Texvikr) world café

FaAAia 1. ZUPETOXIKEG PEBOBOL
2. MeBodoloyieg atumng padnong

3. MoikiAeg pEBoSOL MoOU oOTOXEUOUV OTn dnuoupyia
mAatciou kal meplBaiiovtog pabnong

4. MaBnon 6paong (action learning)

EAAGSQ 1. Juppetoxikéc pEBobol, epyacioa o opadec,
TIPOCOLOLWOELG, KATOLYLOUOG LOEWV K.AL.
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. Texvikn world café
. Texvoloyia open space
. MaBnon &paong (action learning)

. ZUUPBOUAEUTLKA KOl LEVTOPLVYK

o 0~ W N

. Mpooopolwoelg

[

ItaAia . Texvikn world café
2. EmokéPelg peAéTng

3. HAektpovikn padnon

MapatnpoUpe OtL ol pEBodol TPooopoldlouv O QUTEC TIOU OTOVIWVIAL CUXVA OTnV
ekmaibeuon yla TNV EMUXEIPNUATIKOTATA, EVW EMiONG CUUMANPWVOVTOL HE OVOLXTA
nepBairovta oculntnong. H Kpoatia euBuypappiletal meploootepo e TG HEBOSOUC TNG
eKTOIBEVONG OTNV ETXELPNUATIKOTNTO, EMIOKEWPELG UEAETNG, LEAETEG TIEPUTTWONG, OMASLKA
gpyaoia, mawvidla kot cupBouleutiky (Hévtoplvyk). OL 8leg puéBobdol aflomololvtal o€
peyalo BaBuod kat otnv EAAaSa. tn FaAAla, mou ¢aivetal va gival n mo amokAivouoo
pebodohoylkd yxwpa amo TNV Tapadoolakn emixewpnpatiky Sibaokaiila, sdapuolovral
KOLVOTOUEG pMEBOSOL, Omwe N padnon péow tng dpaong (action learning) kat n BuwpaTikA
ekmaibevon, oL omolec emikevtpwvovtal otn  Snuwoupyla evog  aubBeviikol Kot
oupnepAnmTkoU mepBArlovtog Habnong. ITIC MEPLOCOTEPEC XWPES avadEpeTal n HEB0SOG
tou world café, pla exmatdeutikn Siepyacia mévie Bnudtwy yla culitnon kot tpoBAnpatiopd
UEYAAWY OPASWY OXETIKA e Ulot CUYKEKPLUEVN LOEaL.

Aedopévou OTL To peyadltepo HEPOC TNG ekmaideuong otnv KANO Boaoiletal otn pn TUmikn
eKTIAiSEUON, OL AVOLXTEG CUUUETOXIKEG oulntoels yio tTnv KAAO edappdlovral o OAeG TIG
XWPEC —£KTOG TnG Kpoatiag. Autd eival olyoupa £va onueio ekkivnong, To ormoio
CUUTANPwveTaL amo emiokéPelg peAétng (Toexia, ItaAia), nAektpoviky padnon (Italia) A
napadoolakee emiokePelg kot cupPouleutikny (Kpoatia, EAAGSa). H pabnon péow tng
Spaong (action learning) pmopel va BewpnBel w¢ BAon yla TPAKTLKN ekmaibeuon g UIKPES
opadeg. To yeyovog MAVIWE TIoU avayvwplleTal oe ONEC TI CUMUETEXOUCEG OTNV €PEUVA
XWPEC €lval n €vtaén TwV OTACEWV KAl TWV LKOVOTATWY MoU amattouvtal yia tnv KAAO otnv
EKTIALSEUTIKN TIPOOEYYLON KAl OTLG MEBOSOUG. O KOWWVIKOG KOl HETACXNMOTLOTIKOG
npocavatoAlopdg tng KANO avtikatomntpiletal katl otnv EEK yia tnv KAAO. Auto elval Kat to
KUpLO onueio Stadopomnoinong pe AAeg popdEG ekMaldeuong oTNV ETIXELPNLATLKOTNTA.

Mapd To yeyovog OTL OL TIEPLOCOTEPEG QMO TIG TIPONYOUUEVEG EKTIOLOEUTIKEG HEBOSOUG
amavIwvtal TOC0 OTnV TUTIKA 000 KoL OTn KN TUTUKN eKmaideuon, Xpelalopoote
TEPLOOOTEPEG TANPOdOPIieG yla v 0ELOAOYHOOUUE TOV OVOUEVOUEVO OVTIKTUTIO OTOUG
ekmaldevopévoug. Mo mapddelypa, He TOlOV TPOMO oL TponyoUpeveg uEBodoL
avtanokpivovtal ot undpyxouoes Bewplec nadnong (Kakouris and Morselli, 2020) f otig
Sladopec phoocodikég mpooeyyioelg (Hannon, 2005); Emiong, n Buwpoatiky pabnon €xet
TOAAEG popdég (Marsick kat O’Neil, 1999); To eminedo avdluong (6nAadn to dAtopo, n
gTXeipnon, n otkovopia) sival e€icou onuavtikd otn Stadlkaoia amoKTNoNg YVWOEWV YLO. TNV
KANO o0& HOKPOOLKOVOULKO emimebo KAl OTIC OXECELC TNG ME TNV KOWWVLKA
ETUXELPNUATIKOTATO. Ta OmoTeEAECHATO Ao ThV edappoyr] oTIC XWPEC mou s€etdlovtal ot
oUTO To ApBpo eival evSelKTIKA yla Tov avtiktumo tn¢ EEK oto medio tng KAAO kat Oa
POCodEPOUV ATIOTEAECUATO YLO. TIEPOLTEPW UEAETN.
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5. Tvwoelg, 6£§L0TNTEG Kot LKAVOTNTEG EKMatdeutwv KAAO

Eva aMo onpaviikd onpeio, Pacikog MUAwvag HLag eKmaldeuTikng dlepyaoiag, slvatl o
eKTALSEUTAC. 2Tov MNivaka 3 avalUeTal To amaltoUpevo UloBabpo Twv ekmMalSeUTWY otnV
KAAO yla TIg CUMPETEXOUOEC XWPEC. To UTORBOBPO AUTO KATNYOPLOTIOLE(TAL OTA ETiMESA TWV
YVWOEWV, TwV opllovilwv Se€loTNTwy Kal Twv KavotNTwy, dnAadn Twv SuvatoTATWY va
QELOTIOLNOEL TO ATOMO TLG YVWOELS Kol SEELOTNTEG TOU yLa va avtamnokplBel otnv ekmaideuon

oto nedio tng KAAO.

NMivakag 3: MNpodih Ekmaideut KANO

Xwpa MNpodiA exkmadevtwy (I Tvwoelg, OA: Oplovrleg
Ag€10TNTEC, |1 IKOWVOTNTEC)
Kpoatia r 1. Alaotaoelg kot aiegc tng KAAO
2. AlktOwon KoL cuvepyaoleg
3. Alaelplon Kol OLKOVOULKA Blwolpotnta
OA 1. Anuoupylo. CUMMUETOXLKOU KOl GUUMEPIANTITIKOU
nieplPaAAovtog
2. Anpoupytkn okéPn Kot emtiAuon mpoBAnUATWY
3. Anutoupyia OVOLXTWV oulntnoswv Kol
avtnopabécewv
4. sulAtnon Bpaxu-/HaKpOTPOBECUWY aVOYKWY KoL
oTtoxwv TG KAAO
I 1. AvtiAndn evvolwv Kol OpyavwWoLOKWY HopPwv TG
KAANO
2. Ikavotnta SnULoupyiag CUMMETOXLIKWY TIPOYPOUUATWY
3. KoAALEpyeLa mpaktikwy thg KAAO
4. Napoyxn ekmatdeuTtikol UALKOU Kal SpaoTnpLOTATWY
Toeyla r 1. Alootdoelg kal agleg tng KANO
2. TVWOELG KOLVOTOUWV EKTTALSEUTIKWY PLEBOSWV
OA | 1. Y10B£TNON CUUUETOXIKWY TIPOCEYYICEWY

2. Anpoupyia ox€oewv PeTafY TWV EUMTAEKOUEVWVY
3. Anuoupyia kowvdtntag

4. E€looppomnon METOEU EUMOPLKWY KOl KOLVWVIKWY
TIAELPWV KoL {NTAUATWV

5. ETUKOLVWVLOKEG 8e€L1OTNTEG

1. IKavoTNTA KOWWVIKOU HAPKETIVYK

48



2. lkavoTtnta AVTAnong SNUOCLWV MOPWV

3. Anpokpatiki Andn anoddcewv wpig anokAELoHoUG

FaAAia

1. Alootdoslg Kal agiec tng KANO

2. ETUXELPNUATLKA YVWOT OXETKN He TV KAAO

0A

1. Zuvbeon NG TomKNG Lotopiag pe tnv KAAO kot to
dNuoco cupdEpov

2. Zuvéeon tng KAAO pe tn HETAPBaoN KoL TNV TayKOOULA
T(POOTITIKN

3. Atouikn toroB£tnon amévavttl otnv KANO

4. AvAdluon TNG OTOMIKAG KOl TNG OUANOYLKNAC
ouvelodopdg OTNV OLWKOAoyla, TNV oOlKovouia, TN
Snuokpatia Kal tnv Kowwvia

5. Xpnon OToplKWV YVWOEWV Yylot TV Tipowbnon
SL0POPETIKWV OTITIKWV KOlL TIPOCEYYIoEWVY

6. Amtodoxn Twv avtibetwv anoPewyv

1. Ikavotnta €€nynong Twv BaCIKWY OTOLXEIWV KOl TWV
nipokAnoswv tng KAAO armod LoTopLKAG TAEUPAC

2. AmokdAun Ttorukwv n SleBvwv olkoouoTNUATWY
(raiktee/biktua)

3. OploB£tnon tou Topéa tng KAAO

4. Eme€Aynon tng Aswtoupylog, Ttou okomoU Kal TNg
6pAong TOTUKWV  KOWWVIKWV Kol  aAAnAéyyuwv
ETUXELPNOEWV (8LNYNOELS)

5. ZUvéeon tng KAAO pe TNV TOTILKN avamtuén

6. Baolkég Se€lotnteg Sloiknong emyeLpnoswy

EAAGSa

1. H emuyelpnuatikotnta otnv KANO
2. H &toiknon otnv KAAO

3. OLKOVOLKEG YVWOELG

4. Kowwvioloyia

5. Eknaidevuon evnAikwy

0A

1. Kowwvikn evalodntomnoinon

2. EvouvaiocBnon

3. Anuoupykn okéPn
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4. Eniluon mpofAnuatwy

I 1. Katavonon Baclkwy EVVOLWV KOLVWVLIKNG OLKOVOULaG
2. AvaAnyn ekmotdeutikwv avaykwyv otnv KANO
3. IxeSloou6¢ KavoTOpou Kataptiong otnv KAAO

4. Metadoon TANPOPOPLWY OXETIKWY HE TIPOKTLKEG
edoppoyng
5. MpowBnon PLWHUATIKAG KOTAPTIONG OUOTIHWV oTnV

KAAO

6. Kpltiky afloAoynon Olo8lKaowwy O opyaviopoUG
KAANO

7. Kpttikn katavonon tou polou tng KANO otnv emiducn
KOLWVWVLKWV TIPoBANUATWY

ItoAia r 1. EOviko/861eBvEg vouLko mAaioto tng KAAO
2. Baolkég popdpég KANO

OA | 1. AvtiAnyn tng aflakng Baong tng KANO

2. NpowBnaon tTNC EpyacLakng dnuUokpatiag, CUUUETOXNC,
Lootntag, aAAnAeyyung, oautokaboplouou

3. NpowBnon tne Stadavelag otn AP n anodpacswv

4. MpowBnon tng ouvepyaciog, tNg pABnong péow
OUOTIHWY KOL TNG LOOTLUNG CUHUETOXNG

5. EmiBAedn kal SieukOAuvon ATOULKWV N OUASIKWY
EPywv

I 1. Anuoupyia  eKTIASEUTIKWY  TIPOYPOUUATWY,
TIEPLEXOEVOU Kol LeBOSwv SLdaokaAiag

2. KoBoplopog eKMaldeUTIKWV avaykwy ¢oltnTwy Kal
epyalopévwy Kal Slapecoldfnon pe opyaviopoug KAAO

3. EniPAedn gpyacLwV TwV EKMALOEVOUEVWV

4. IxeSL00UOG KALVOTOMOU BLWHUOTIKAG KOTAPTLONG OTNY
KAANO

Ytnv Kpootia to umoBabpo yiwa toug ekmalbeutég evappoviletol pe tn pebodoloyia
Kataptiong mou Baociletal otnv ekmaideucn otnv emxepnuatikotnta. Eudacn Sivetal otig
Baolkeg yvwoelg oto medio, KabBwg KAl oTNV LKAVOTNTA TWV EKMOLGEUTWY Vo KOTeuBUVOUV TNV
T(POCO)XI TWV CUUHUETEXOVIWV OTNV MPAKTIKY TS KANO Kot otnv eniAuon mpofAnudtwy. 3tn
Toexio oL ekmolOEUTEG IPEMEL ETIONC VO £XOUV EKTIOLOEUTIKECG YVWOELG, evw Sivetal Epudaon
OTLG ATiLeg 6e€LOTNTEG, oL omoieg eival kavég vo cupBalouv otn Snuoupyia evog euvoikou
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pobnotakol meptBAAovTog. ITnv ItaAia oL amMAITACELS ETKEVIPWVOVTAL 0TI HOPDEC TNG
KANO, koBw¢ Kal og OXETIKA VOULKA InTApata. Qotoco, avayvwpiletal otL xpelaletal va
avantuxBel kawvotopog ekmaldeutikn pebodoloyia yia tnv KAAO Kol autrh n avaykn
£0TLAETAL OTLG QMALTOUUEVEG NTUEG SEELOTNTEG TWV ekMALdeUTWV. 2T FaAAla kat Thv EAAGSa
TO QTIOUTOUUEVA YVWOTIKA OVTIKE(HEVA TIEPINAUBAVOUV TNV EMLXELPNUATIKOTNTO KOl TO
pavatuevt. Ztnv EAAASQ, TepLocoTeEpOo amd GAAEG XWPEG, TA OXETIKA Tpoypappata EEK
QTALTOUV Ao TOUG eKTOLOEUTEG YVWOELG, SELOTNTEG KAl LKAVOTNTEG 0T Sloiknon Kal ota
OlKOVOULKA. Qotooo, og avtiBeon pe tnv Kpoatia, emionuaivovtol oKOUN KOWWVIOAOYIKA
INTAMATA KaL N ovayKoLOTNTA YL KPLTLKI TIPOCEYYLON WOTE Va €lval Lkavol vor EKKLVOUV Evav
SnuokpaTiko SlaAoyo xwpi¢ amokAelopouc. H kowvwvikny dltaotaon eival Mo sudavng otn
FaAAia. Ekel n KAAO ouvdécTal AUECO UE TNV TOTIKN KOWwvia Kal TNV Lotopia, e oTOXo N
KAANO va mpowBel tnv tomkn avamtuén. Ou amaltoUpheves SeELOTNTEG TWV EKTIOLSEUTWV
TMEPNAPBAVOUV KPLTIKA £EETOION EVAANAKTIKWY AmOPEWY KoL avoLytr oultnon ylo To poAo
KOl TLG AELTOUpyieg Twv opyaviopwv KALO.

Juykpivovtag To amaltoUpevo unmoBabpo Twv EKMALGEUTWY OTIC CUMUETEXOUOEC XWPEC,
napatnpeital pa pkpn Stadopomnoinon. Ol xwpeg otig omoleg eudaviotnke n KAAO 1o
npoodata, Onwe ival n mepimtwon tng EAMGSag, Teivouv va EMIKEVTPWVOVTOL OTO HULKPO-
EMIMES0 KAl OTNV TPAKTIKA TNG KOWWVIKNAG ETUXELPNUATIKOTNTOC. AvTAappavovtal Tig
KOLVWVLKEC ETILXELPNOELG WC LECO Lo TNV EMIAUGN KOWWVIKWY TIPOBANUATWY TTOU Aettoupyolv
avaloya pe ta Stafgotpa kedbahala Kot TG KPATIKEG ETILYOPNYNOELS. Z€ QUTH TNV Tepimtwon,
t0 Eupwnaiké MAaiclo EmayyeApatikne Ikavotntag [lpocavatoAlopévo  otnv
Eruxelpnuatikotnta (EntreComp) xpetaletal va aflomoinbei, adol mpwta avalubel mio
S1e€odika (Bacigalupo et al., 2016). Ol kopudaiol oto nedio, Onwg n nepimtwon tng FaAAlog,
ETUKEVTPWVOVTOL 0TO peoo-eninedo, SnAadr To olkoocUoTnUa, KABWE KAl 6To LoKpo-eminedo,
gvtacoovtag thv KAAO w¢ Stadilkacia otnv olkovopia Kot Thv kowwvia.

Qg €K TOUTOU, OL YWPEC AUTEG QMOLOXOAOUV EKTIALOEUTEG LKAVOUC va avarmtuéouy to {nTnuo
KOLVWVLOAOYLKA KOL OLKOVOULKA E BAON KOLVOTOMEG EKTIALOEUTIKEG UeBOSOUC. AUTO Umopet
va anodeyBel petaoynpatiotikd (BA. Kakouris and Liargovas, 2020), 6e6ouévou OTL oToxeVEL
va avadeiel TG kKowwvikEG atleg tng KAAO Kal, EMOUEVWCE, VO EMNPEACEL TN OTACNH TWV
EKTIALOEUOUEVWV avaPOpLKA HE TG €VVOleG Kol TIG dladikaoieg tng. BéPata, n allayn
QVAPEVETAL VA EMEADEL LEOW TNE AVATTTUENG TWV KOWWVLKWVY ETLXELPHOEWV, TNG AUENONG TOUG
KOLL TNG «0pATOTNTAG» TOUG OE LLOKPOOLKOVOULKO eTinedo.

6. ZUUMEPOCHOTIKEG MOPATNPNOELS — MPOTACELG TLOALTIKAG

ATO TNV MOPAMAVW AVAAUCH UMOPOUE VA CUUMEPAVOUUE OTL O Topéag tng KAAO otnv
Eupwnn xpnotwomnolel tnv EEK, oe StadopeTikd enimeda, w¢ pnxaviopo yla Thv umootnplén
g B€ong Tou otnv eupwnaikn kowwvio kot owovopia (Apostolopoulos, et al, 2021).
Aappdvovtog urtoyn To oTPATNYLKO TNG OPAUa, EXEL KaTaoTel oad£Ec oTov Topéa tng KANO otL
N amootoAn Tng umopel vo emiteuyBel povo pEow TNG eKMAiSEUONC TWV KOWOTATWY yLlo
KOLVWVLKOOLKOVO LKA avartuén (Quiroz-Nifio and Murga-Menoyo, 2017). Autr n mpoondBela
telvel vo mopéxetal amd Snuodcloug ¢opeilg, Omwg Onuoolo KEvipa pAdnong kot
TIAWVETILOTAKLO, OAAQ KOl EVTOG ToU Topéa TNG KAAO péow TwV SIKTUWV KoL TWV EVWOEWY TOU
TIOU TIPOOdEPOUV OXETLKA Tipoypappata EEK.

Onwc LoxVel yla tnv mpaypatikotnta tng KAAO, £T0L Kal n ekmoibguon yla oUTAV TPETEL va
gival pla dtadkaoia cuvepyaoiag Pe SNUOKPATLKA TTPOCEYYLON KAl pia Ko avtiAndn ya
TO OUMNOYLIKO SUVAULIKO peTaoxnUaTlopoU. AAeG apxég kal wSiotnteg tng KANO eival n
KOWWVLKN évtagn, n opadikn epyacia, n ouvepyacia, n evduvapwon, n autodlaxeipion, n
ouMhoyikn dpaon, n Snuloupyia cuvBnKwv yLa tn BeAtiwon Tng molotnTag (WG KoL N BLWoLn
ToTK avamtuén kowotntwv (Quiroz-Nifio and Murga-Menoyo, 2017). Autd OAa eivat
otolxela ta omoia —otnv EEK ywa tv KAAO- ypeldletal va petadpactouv Kal va
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evowpatwBoUv oe peBodoloyla, KATLTTOU pmopel val UAoTtoLNBEel LOVO HECW TNG TPOCEYYLONG
KOLWVWVLKOU okomoU tng eknaidsuong evnAikwv. To 1810 LoXUEL yLa TIG YVWOELS, TIC §e€10TNTEG
KOLL TLG LKAVOTNTEC TIOU QTTOLTOUVTAL A0 TOV EKTTALSEUTH.

Oa punopoloe Kaveig va umtootnpiéel Ot Ldavika n EEK yia to medio tng KANO elval n cuyyxpovn
gpunvela kal epappoyn g mapadoong ¢ ekmaidevong evnAikwy KowwvikoU okomou. H
ekmaidevon evnAikwv €xeL €vav LOTOPIKO SEOUO LE TNV KOWWVIO, EMNPEONCUEVN ATIO TLG
KOLVWVIKOTIOALTIKEG OUVONKEG KABOE €MOXNG, EVW TAUTOXPOVA TPOOTOOEl va TIG EMNPEACEL
(Papageorgiou, 2012). Auto LoyUEeL LBLaitepa OTNV MPOCEYYLON TNG EKMAiSeUONC EVNAIKWVY UE
KOWWVIKO oOKoTd, n omola avtllapBavetal tnv eknaidsvon evnAikwv w¢ mnedio
audloBnTNong, EMEKTAONG KAl EMAVEEETAONC TWV EVVOLWV TNE MOALTELOTNTAG, LE TN dLhodofia
Va TIPOXWPNOELTIPOC Uia Lo Sikain kowvwvia (Martin, 2000 2003). H cuykekplpévn avtiAnn
Sev ayvoel toug mMePLOPLOPOUG TNG eKmaidevong evnAikwv wg mpog tnv emiteuén tng
KOWWVIKNG aMayng. Qotdoo, Sev umapxet apdlBoAia ywo tn pabnoiaki ¢éuvon Ing
Sladkaoiag pEow tnC omoiag ol aAvBpwrol yivovtal urtokeipeva aAlayng (Thompson, 2000
Torres and Freire, 1993). Katd cUVEMELD, AUTA N TPOCEYYLOn otnv ekmaibsuon evnAikwy
Slotnpel pa SLAAEKTIKN KoL OPYOVIKH OXECHN HE TA KOLWWVIKA KLVALOTA KAl TIC OPYOVWOELC
(Martin, 2000), 6mw¢ otV TepMTWaon Tou KvApatog yla tnv KAAO.

TéAog, Ba umopoUoe KAVEIG VO GUUITEPAVEL OTL N CUYKEKPLUEVN EKTIALOEUTLKI TIPOCEYYLON —N
ornola otoxelel va utootnpil&el TV eAmtida Kot va KOAALEPYNOEL TNV KOLWVWVLIOAOYIKH davtaoia
ME XEPOPETNTIKO SUVOUIKO TIOU KLveital TEpa omd TIC OLKOVOULKEC aOLPECELC TNG
«veod\ehelBepng» okéPng (Finnegan, 2008) Kal n omoila GUVENMAYETAL TO HETAOXNUATIONO
TWV KOWOTNTWV HECW TNG CUUUETOXNAG TWV HEAWV TOUG Ot petacynuatilovoa pabnon
(Markidis and Papageorgiou, 2017) pmopel va amodeybel wg o anapaitnto HEco yla Thv
npowBnon tng KAANO kat Tnv aAlayr] ToU KOWVWVLKOOLKOVOULKOU TeptBdAlovtog. Me autd tov
TPOTO, N ekmaideucon yevika, kal el81ka n EEK, umopei va cupmepAndBeil 0TOUG HNXAVIGUOUG
UTIOOTNPLENG TWV OPYAVIOUWV Kol popéwv tng KAAO.
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NepiAnyn

H gpyaoia cuviotd, amo tnv idta tng T dUon, T XWPOXPOVLKN AElToupyia Kol Tov pOAO TNG
otnv Kowwvikn Iwn, éva medlo avBpwrnivng aAAnAemibpaocng mou Asttoupyel wg mnyn
EUMELPLWY OL OTIOleC eMNPEAlOUV EEEAIKTIKA KOl UETAUOPPWTLIKA TO CWHA TWV YVWOEWV,
S£€LOTATWV KL LKAWVOTATWYV TTOU KABE AToo SLOOETEL KOl EVEPYOTIOLEL KOTA TNV ACKNGH TNC.
To kelpevo e€etalel tpelg Bewpleg mou avadEépovial oToug TPOMOUC TIOU CGUVTEAELTAL N
amoktnon &e€lotNTwy ylo TN PETABACn amo TNV KATACTOON TOU opXApPLoU OE QUTAV ToU
£161koV: tn Bswpnon twv S.E. Dreyfus & H.L. Dreyfus, tnv avaluon tou Richard Sennett kat
Vv npooéyylon twv Chris Argyris kot Donald Schon. Yroypappiletal n onuooia tng mpoKTKNG
EPYOOLAKNG EUTElpiag Kol €l8kOTEpa TNG emiluong TpoPAnUATWY wWOoTe va UTtapéel
UTTOKELUEVIKT TIPOoANYN, ecwtepikeuon Kal epnedwon tng BewpnTikAg yvwong. MNoapdAAnia
OUWC TOVIZETAL N KPLOLOTNTO TNE BEWPNTLKNG, EMLOTNOVLKNG YVWONC YL TNV KAtavonan, Tov
£\ey)X0 KO TN YEVIKEUON TNC TTPAKTLKAC EUMELPLOC.

Abstract

Work is, by its very nature, its spatio-temporal function and its role in social life, a field of
human interaction. As such is a constant source of experiences that evolutionarily and
sometimes transformatively affect the body of knowledge, skills and competences that each
individual possesses and activates during the practice of his/her profession. The paper
examines three theories regarding the ways in which professional / vocational skills are
acquired through work aiming to succeed the transition from the state of the novice to that
of the expert: the theory of S.E. Dreyfus & H.L. Dreyfus, the analysis of Richard Sennett and
the approach of Chris Argyris and Donald Schon. The importance of working experience and
in particular problem solving is emphasized in order the learner to have a subjective
acquisition, internalization and consolidation of theoretical knowledge. At the same time, the
importance of theoretical, scientific knowledge for the understanding, control and
generalization of practical experience is underlined.

NEEELG — KAELSLA: amokTnon Se€loThTwyY, epyaciakr) eumelpia, padnon pe facn tnv epyaocia,
EUTELPLKN LABnon, Bewpieg pabnong, Labnon Héow Mpagng

Keywords: skill acquisition, working experience, work-based learning, experiential learning,
learning theories, learning by doing

1. Ewoaywyn

OL OTPATNYLKEG KOl OL TIOALTIKEG TTAPEUPAOELG yLa TIG §e€LOTNTEG TTOU adopolV oTnVv epyacia
KOL TNV AOKNON TWV EMAYYEAUATWY emipepilovtal cuvABwe Kat avtiotolyio pe TG GAcelg
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VPOUULKNG €EEALENG TOU KUKAOU Twn¢ Twv deflotntwy: Stdyvwon, avantuén (i amoktnon),
avtiotoiyton ( oblevn Ue TIC AVAYKEG TNG epyaoiag), evepyomoinon (epapuoyn Katd tnv
epyaoia), otadiakn anaéiwon (A anosldikevon / deskilling) 1 -avtbétwe- avaBaduion twv
vplotauesvwy [upskilling] N andktnon véwv eélotntwy / emav-cidikevon [reskilling].

OL Bewpieg pabnong kot MPOoWIKAG avamtuéng eotlalouv TV MPOCOoXN TOUG OTO TIWE
avantuooovral (olkodopouvtal) kot petadidovrar ol SefLOTNTEC KUPLWG OTOUG XWPOUG
ekmaidevonc. To epwtnua auto ival ev moAloic LooSUVAUO HE TO epwTnUa mTwe uadaivouv
ot avipwrot. Ao autr tnv amoyn, mMopotL n amnoktnon defotitwy, Wilwg Katd TtV
gvnAlkiotnta, Sev e€avtAeital otig Slepyacieg opyavwpévng ekmaideuong r Kataptiong, aAld
OUVOEETAL KAl E GAAEG TITUXEG TNG KOWWVLKAG {WNG OTWG N €MAYYEALATIKY EUTeLpia, oL
ETULOTNMEG TNG EKTIALOEVONG EXOUV XELPLOTEL TNV €vvola TNG SEELOTNTAG CUVSEOVTAG TNV ME TLG
EKTIALOEUTIKEG SLEpyaCieg OTLG GATELS TNG VEAPNG NALKIAG KoL TNG APXLIKAG KTtadeuong.

MapdAAnAa, n cUyxpovn €PEUVA OTOV XWPO TN EEALKTIKAC Kot avamtuélakng Wuyxohoyiag
£xel Oeifel mMOOO onuavika eival Ta mpwta Xpovia tng {wng Tou avBpwmou wg mPog tThv
£6paiwon TwV MPOCWTIKWY XAPAKTNPLOTIKWY KoL TNV omoktnon Packwv Seflotitwy ol
omolec elte amotedolv avaykaia péca emadng kot alAnAemibpacng pe Tov GUOLKO Kol
SLovoNTKO KOOUO ToU pag MePLBAAAEL (OMWE N Xprion TNG KNTPLKAC YAWooag 1 oL TOLKIAEC
OWUOTIKEG 6e€l0TNTEC Slaxelplong UALKWV QVTIKEWWEVWY), elte amoteAolv mpolmobeon
omoktnong yvwoswv kKal deflotntwy  ovwtépou erumédou  (Omwg N uloBEtnon
CUUTEPLPOPLKWY TIPOTUTIWV CUCXETLONG HE AAAOUC avBpwmoug 1 n KoWwvIKomoinon Kot
gfatopikeuon péow Tou TMOLYVLSLOU). ITNV apXLKn aut GACH, CUVTEAOUVTAL EVIATIKEG KoL
moAUTAoke¢ Slepyaoieg ota enineda tng pucoloroyiog kal tng Yuyxoloyiog, To anotéAecpa
TWV omolwv e€apTATaL O ONUAVTIKO BaBUO amo TIG yeVIKEG ouvOnkeg SlaBiwong, To eminedo
vyelag kol aodpalelag, Tnv MOLOTNTO TNG YOVLKNG PpovTidag, TV EMAPKELD KoL TToLOTNTA
TPOdNG KOl OTEYAONC, TO TOALTLOMLKO TTAQLGLO.

Jtnv enopevn nAwklokn ¢acn, tnv meplodo TG «oXOALKAG NALKIAG» Tou oxetileTal Ue TNV
QPXLKN QTTOKTNON YVWOEWV Kol S€ELOTATWY OTO MAALOLO TNG LATIKAG OUUUETOXNG TWV VEWV OTO
EKTIALOEUTIKO OUOTNUA LoXUOUV Ol EKTIOLOEUTIKEG Bewpleg €v yEével, OMWE KalL oL
£PAPUOTOUEVEC EKTIOLSEUTIKEG TIOALTIKEG KalL N TIOKIAOOPdN KPLTIKA auTwv?,

Onwcg €xeL emonuovOel n kaBoploTikr onuacio TG BPedIKAC KAl vNTILAKNAG AVATITUENG, £TOL
€xeL avadelyBel kal N KPLOWOTNTA TNG EMAPKELAG KOL TNG TOLOTNTAG TNG APXLKAG eKaibeuong
oTNV AVATTUEN TNG EMBUUING KL TNG LKAVOTNTAC TOU ATOMOU VA EMILSLWKEL KALL VOL ETILTUYXAVEL
TMEPALTEPW HABNOoN Katd tn Stapkela tnG {wng tou (OECD-Centre for Educational Research
and Innovation, 2010). H BLoAoyLKA/CWHUATIKE, CUVOLOONUOTIKA KoL KOWVWVLKA UYLAC Bpedikn
- vnmaKkR nAWKIo Kol n EMOPKAC opxLkn ekmaidsuon amoteAolv Tta avumépBAnTng
KPLOLWWOTNTAG BEUEALA TNE TIEPAUTEPW YVWOTIKAG avarmtuéng. Tautdxpova, Kepdilel SLopKWG
£60.p0oG N KPLTLKI OV YiveTal oTa TapadooLaKd EKTTALSEVTIKA CUOTAUATO avadOpLKA LE TNV
OUXVA HoVoUEPH Toug éudoaon otn yvwoTtikn / Stavontikn (cognitive) Stdotoon tng padnong,
og ouvbudopO HE TN OXETIKN UTOTIUNGON NG ouVALCBNUOTIKAC Kol OAANAETLOPAOTLKAG
(kowwvikA¢ Kal cuoxeTloTikic) Staotaong (Illeris, 2007, 2009b).

Aedopévwv dowv poavad£pBnkay, oTn CUVEXELD, OXL N avnALKLOTNTA, 0AAA N teplodog TG
evAAKNG Lwn¢ Kal L8IKOTEPO OL SEELOTNTEG TTOU OTOXEVOUV OTOV ETIAYYEALATLKO TOUEX KL OL

4 $XeTIKA pe TIG Bewpieg pddnong umdpyet Gpuotkd TANBwpa BLRALWY Kat dpBpwv. Mot pia GUVTOWN KA TEPLEKTIKN
ETLOKOMNCN 0 avayvwotng Unopel va cupPouleutel to apBpo tou Knud llleris An overview of the history of
learning theory (2018b) kalt yta pto. GUAAOYH QVTUTPOCWTEVTIKWY BewpnTIKWV Kelpévwy To llleris, K. (ed.) (2018a).
Contemporary Theories of Learning: Learning Theorists ... In Their Own Words, second edition. EmumAéov, mapd tig
QVTLPPNOELG TIOU propsl vo SLOTUTIWOEL KAMOLOG L8iwg ylol T Hovopepr €udacn OTLG KOVOTPOUPBLOTIKEG
TPOOEYYIOELS TNG MABNONG, BewpPNTIKA EMAPKELA KAL TPAKTLKO evSLadEPoV yla Ttn oXOAKN ekmaibeucn Kal TG
pXEG TOU (TpEmeL va) tn SLémouv £XeL To Kelpevo tou OECD - Centre for Educational Research and Innovation
(2010) The Nature of Learning: Using Research to Inspire Practice.
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Slepyaoieg pabnong (amokTnong Se€lotitwy) ou cuvteAoUVTAL KOTA TV epyacia anoteAolv
ta nebla 1blaitepng eotiaong Tou MapOVTOC KELLEVOU.

2. Ostwpieg yLa TNV anoktnon deflottwv oto mMAaiolo TN epyaociog

ESwW Kot SUo TOUAAXLOTOV SeKOETIEG £XEL UTLAPEEL PLa KALLAKOUUEVN alENCN TwV EPEUVWV KOl
TWV SNUOCLEVUATWY YLa TN uadnon Baoet tne epyacioc (work based learning) kot tn padnon
otov ywpo gpyaoioc (workplace learning) (BA. evSeiktika Garrick, 1998° Billett, 2001 Ellstrom
& Kock, 2009- llleris, 2011" European Commission, 2013 Avis, 2014 Cedefop, 2015 Awtlépng,
2020a). MAALoTa, OTIC MEPEG MAG, TO EPEUVNTIKO evOLAPEPOV, OTIWE KOL OL TIOALTLKEG
T(PWTOROUALEG YLA TNV KATOVONGON TWV XOPAKTNPLOTLKWY KOL YLOL TNV EVioxuon TnG Baotouevng
otnv gpyaocia puadnong, éxouv auvéndel katakopuda Kupiwg SLOTL EKTLHATAL OTL N TaXUTNTA
KOlL N EKTOON TWV AAAOY WV TTOU GUVTEAOUVTOL OTA EMAYYEALATA ATIALTOUV IO SpacThipLa Kal
gudun evepyormnoinon twv dadpopwv popdwv pabnong Katd tnv gpyacia, adol TALoV oL
OPXIKEC OTIOUSEC Sev emapkoLV yLa va KAAUPOUV TIG SLapKwE LETABAAAOUEVEG OVAYKES Ka B’
OAn tn Slapkela Tou epyaciakou Biou.

Ao to euputepo medio tng Paclopévng otnv gpyaocia pabnong To KUPLO QVILIKELUEVO
£€€t00NC 0TO MANLOLO TOU TTAPOVTOC KELUEVOU ElVOL O ELSIKEUUEVOG epyalOLEVOC, BATEL TNC
napadoxng OtL n amoktnon O&egflotntwv Tpocdidel otov avBpwro xpnolpa e£¢dpodla
emayyeApatikng €€el8lkeuong Kol TOUTOXPOVWG MULa SLOKPLTH KOLVWVLKO-EMAYYEALOTIKA
tovtotnta. NapevOetika sival lowg xpnowo va avodepBei 6tL n £vvola -kKal akoAouBwe n
popdn- tou eldikeuuévou epydtn/epyalousvou dgv UTINPXE EekABapa TipLV TNV £AEUCH TOU
BropnxavikoU kamitaAlopou. Eivatl akplBwe n £vvola Tou aVvelSIKEUTOU 1) «YEVIKOU €pYATN»
TIou ouVEBaAe -£€ avtlSLOOTOANG- OTNV UTIOYPAUULON TNG €VVoLag TOU £LSLKEUEVOU £pyATn,
NG €L6LKNEC WG TPOC TN «YEVIKA» gpyacia. H el8ikeupévn (| «ouvBetn») epyacia katd Tn
VEWTEPLKOTNTA CUVIOTATOL OTO £pY0 TWV EEELSLKEUUEVWV TEXVLITWY TIOU TIPOEPXOVTAL ATO TOUG
UECALWVIKOUG MAOTOPEG KOL TLG CUVIEXVIEC TOUG, evw N avelSiKeUTn, «amAn» gpyaocio
amoteAsel GUECO SnUIOUPYNUA TOU EKUNXOVIOUEVOU Blopnxavikol KormitaAlopol (Sia tng
QMOELSIKEUONG TNG €pyaciag Kol TNG evowpdATwong oavopwrnivwv SefloTATwY  OTLg
EPYOOTACLAKEG UNXAVEG), TNG €aPTNUEVNG MIOBWTAG gpyaciog aAAd Kal TNG anMwAELAS TNG,
SnAadn tou dawopévou TNG SloykwUEVNg avepylag wg «ededplkol otpatol epyaciag»
(Streeck, 2011).

Baoel autwyv Twv 0pLoBetrioewv Oa eEETACOUE L0 CUYKEKPLUEVN KOLKOYEVELO BEWPNTIKWY
npooeyyiloewv ou avadEpovial oTo MwE ANoKTWVTAL (i MW avantuooovtal) oL §e€LOTNTEG
OoTO MAQLOLO TNG EVNALKLOTNTAG KAl £L0LKOTEPA oTo TePLBAAlov tNnG epyaociag péoa amo
ouvluaopO BewpnTKAG HABNONG Kol TPOKTKNG eumelpiag (ne mpodavn €udoaon oto
6eUTepo). H éoun Bewplwv mou efetaloupe eoTLAleTAL OTNV €BIKEUPEVN Epyaoia KAl 0TO
TIWC QUTH EMLTUYXAVETAL & autiv mieplhappavetal (a) n Bswpnon twv S.E. Dreyfus & H.L.
Dreyfus (1986) yla ta otadia petaBacng amno to eninedo Tou apyapLou o€ UTO Tou £LSLKoU,
(B) n avaAuon tou Richard Sennett (Zévvetr, 2011) yia tn Slepyooia avamtuéng pLag
Se€lotnTog oto mAaiolo Tng epyaciag tou texvitn kat (y) n mpooéyyion twv Chris Argyris kat
Donald Schon (1974, 1978, 1996) yia tn p&Onon Katd tnv &oknon thg €pyactakng /
ETIOYYEAUATIKNG TIPOKTIKAG HECA OTIG ETUXELPHOELS KAl TOUG opyaviouoUg (organizational
learning).

H e€étaon Twv ouyKekplpuévwy Bewplwv oe kapio mepintwon dev e€avtAel Tov epeuvnTikd
XWpo mou e€etdlel TN cuvadela Twv Bewplwyv HAdnong pe thv amoktnon uPniol eninedou
EMAyYEALATIKWV SefloTATwy. Ixe60vV KABe Bewpia pabnong Ba pnmopoloes va cupBAAeL oTtnv
Katavonon Twv OlEpYaclwV amokTtnong epyactakwy / emayyeApotikwy  Seflotrtwv.

57


https://en.wikipedia.org/wiki/Stuart_Dreyfus
https://en.wikipedia.org/wiki/Stuart_Dreyfus

EvtouTtolg, kat mapd thv Urapén moAMwv AMwV KatdAAnAwv Tipo¢ mapouaciaon Bswplwv’,
eTUAEXONKaAV TIpoG e€€Taon oL poavadePOUEVES TIPOCEYYLoELS SLOTL MpwTov, BewpnBnkav
o ouvadeig Ke TNV LKavOTNTO TApoXNG oUVOETNG / eldIKeUEVNC epyaaiag, n omola anoteAel
TOV KOTEEOXNV OTOXO TNG QATMOKINONG emayyeApatikwv Seflottwy kot SeUtepov, €xXouv
MEAETAOEL TNV amoktnon Se€lotATwy / KAVOTATWY 0 BEWPNTIKO KOL TIPAKTIKO EMIMESO UE
ETUKEVTPWON OTNV gUNELpia TNG epyactakng {wng. OL uno e€étaon Bewpieg aoyolovvtal e
TOV EVTOTIIOMO TwV oTadiwv Kal Twv SlEpyaciwv Tou odnyouv otadloKd ToV apxdplo
£pyalOUEVO OTNV KATAOTACHN TOU ELSIKOU, EMOUEVWG €EETATOUV WG OKEDTETAL KOL EVEPYEL O
Katoxog e€elSikevuévwy Kal upnAou emunmédou SeflotATwv.

3. Hmnpotaon twv S.E. Dreyfus & H.L. Dreyfus

H npotaon twv adeddwv Dreyfus (Dreyfus & Dreyfus, 1980, 1986 kot Dreyfus, 2004) cuviota
£va TUTIOTTOLNEVO LOVTEAO TEVTE OTASIWV TTOU ETIXELPEL va €€NyNOEL TO WG CUVTEAE(TOL N
anoktnon 6e€loTNTwy PECWw EKTAISEVONG KAL TTPAKTIKAG. H TipoTacn €xeL €évav SUTAG otodxo,
adevog va afLOAOYNOEL KAl VO UTTIOOTNPLEEL TNV AVATTTUEN TWV LKOWVOTTWY VO epyalOUEVOU,
opeTEPOU VA TAPEXEL OPLOUOUG Kal Stacadnvicelg mou vo SleukoAUVOUV TV amotipnon Kabe
otadiou NG peTdfacng amd TNV KOTACTACN TOU 0pXAPLOU GE QUTHV ToU £LSLKOU. ITNV MPWTN
gkboyn tng Bswpiag (Dreyfus & Dreyfus, 1980) ta mévte otdadia andktnong Se€lotnTwy NTav
Ta €€nG: apxLko otadlo / apxaplog (novice), emdpketa/ikavotnta (competence), elénuocuvn
(proficiency), e€eldikeuon (expertise) kal aplototexvia (mastery), evw otn cuvéxela (Dreyfus,
2004) tpomnomnotnbnkav w¢ akoAoUBwe: apxdpLog (novice), TPOXWPNUEVOG VEOELOEPYOLLEVOG
(advanced beginner), ikavocg/emapkng (competent), eldriuovag (proficient), eldkog (expert).

210 eMinedo Tou apydplou UMOpPEL KATIOLOG/ 0l LOVO VO 0KOAOUBNOEL GUYKEKPLUEVOUG KOVOVEG
YlOL VO QVTIUETWITIOEL CUYKEKPLUEVEG KOTAOTAOELS. Agv SlaBétel mMARPn Kotavonon twv
TMAPAUETPWY TNG €pyaciag tou Kal xpelaletal kaBodnynon yia va ¢Epel o MéEpag Ta
KoOfRKovtd Tou/tng. ITO EMIMESO TOU TPOYWPNUEVOU VEOEIOEPYOUEVOU OpXilel va
avtihapPBavetal tn dpuon TG epyaciag Tou Kal va SnULOUPYEL KAVOVEG TOU LoXUouV UTo
OUYKEKPLUEVOUG 0poug edappoyn (conditional rules). Zekwvd va avayvwpilel tnv epyaocia
TOU WG HLa akoAouBia evepyelwy Kol Uopel vor EKTEAECEL TOL OXETIKA amAd Kabrkovta xwpig
enontela, wotdoo dev elval akoun os BEon va eMIBEIKVUEL TAR PN TIPOCWTILKA UTIELBUVOTNTA.
310 eninedo ToU kavou/ertapkoUc epyalopsvou SLABETEL TIAEOV Lo KOAR Katavonon tng
epyaoiag, adopolwvel Kot alomolel BAOIKEG OPYAVWTLKEG APXEC TNG EPYACLOC TOU KaBwC Kal
TO eUpUTEPO TAALOLO Asttoupylag tTng, ekdnAwveL peyahUtepn autovopia, évtag os B€on va
oxeblalel ouVELSNTA ETUPEPOUG TUNAMATA TNG EPyaoiag Kol OUVENWE avadueTal TTAEOV N
ailobnon tng mMpoowmikng eubuvng, Wilwg péow tng ANYPng amoddcswy. Ito eninedo tou
eldnuova 8labetel pla os PAaBog katavonon TnG epyoociag Kol UMOPEL vol XpnOLUOTOLEL
TPOTUTIA. KOl KOWVOVEG YLO VA TIPOOEYYIOEL aKkOpn Kal oUvBeteg MAsUpPEG TNG. H auénuévn
gUMEeLpia eMITPEMEL TTAEOV TNV EKSHAWON LeYaAUTEPNC UTIEUOUVATNTOC OTIWE KOLL TNV ETTEVEN
anotedeopatwy vPnAol emunédou. Téhog, oto eminedo Tou &€1dikoU, KENAWVEL OALOTIKN
KOTAVONGON TNG YEVIKAC pUONG KOL TWV ETMLUEPOUG MAEUPWV TNG £pyaciag Tou, Stabétel Babdid
owwmnpn yvwon (tacit knowledge) mou tou emnitpénel S1o10ONTKA va pmopet va e€ghiooel TV
(6la TN yvwon Kal TtV gumelpio touv umepPaivovtag UPLOTAPEVEG EPUNVELEG KAl TIPOKTIKEG

> T nopdSelypa, BLoitepne onHactac Kol aUEAVOHEVNC EMPPORC OUYXPOVEC TipOoeyyioels Oa Popoloay va
BewpnBolv oL Aeyoueveg «OMOTIKEG» Bewpieg amoktnong yvwoewv kat deflotitwy (A LKAVOTATWY), Omou
neptAapBavovtal n mpoogyyLon tou Peter Jarvis (2009B) yia tn naBnon tou «6Aou autol», N Bewpnon tou Knud
Illeris (2008, 2009a, 2009b, 2009c¢) yia TV avamtuén Twv tkavothtwy (competence development), oL Bewproslg
NG KOWWVLKAG HaBnong (social learning) kat tg eykabidpupévng / tomoBetnuévng nabnong (situated learning)
OMw¢ avartuxBnkav amno tnv Jane Lave (2009) kat tov Etienne Wenger (2009), n npocéyylon tou Yrjo Engestrom
yla T «StacteANOpevn pabnon», n Bewpia tng moANamAnG vonuoaouvng tov Howard Gardner, 6nwg kat n dopo-
avarmtuélakr mpooéyylon tou Robert Kegan.

58


https://en.wikipedia.org/wiki/Stuart_Dreyfus
https://en.wikipedia.org/wiki/Stuart_Dreyfus

otav autég Sev eival amodotikéC. Emiong, SLABE£TEL TNV IKAVOTNTA KoL T Suvatotnta
OAOKANPWUEVOU OXESLAOUOU TNE EPYAOLOC TOU KAl UMOPEL e EUKOALA va emttuyxavel unAol
erunédou anoteAéopata. H -kplowun yla tnv e€elSIkeupévn TOLOTIKN gpyacia- aiobnon tng
umeuBuvotntog umepBaivel Tov €aUTO TOU Kal EMEKTEIVETOL OTOUG OUVEPYALOUEVOUG GAAOUG
KOlL 0TO VPUTEPO TIEPLPAANOV.

Onw¢ ¢aivetal amod ta npoavadepBevta otadia e€EAENG, Paolkd kpLTipLla TG avodou amod
TO eminmedo TOU apXAPLOU O aUTO Tou £16IKOU, SnAadn kpLtrpla afloAdynong Tou eMUMESOU
KOLL TNG TTOLOTNTAG TWV amoktnBslowv de€lotritwy, eivat:

- O BaBuodcg yvwong Kol KAatavonong TOU YEVIKOU XOPOKTHPA KoL TwV Baclkwv
EMUUEPOUC MTUXWV TNG epyaciag. O BabBuodg autog Slakupaivetal and TNy EANEUTTKN
KOL HEPLKNA KATOVONON ETUUEPOUC BNUATWY PEXPL TNV OAOTTAEUPN KATAVONGN TOU
OUVOAOU TNC epyaciag cupmnepAapBavopévou Tou epyactakol MAaLsiou.

- To enimedo NG emomteiog kol kaBodnynong €k HEpoug GAAwv otn Paon
KOOOPLOPEVWY KOVOVWV 1] -aVTIBETWE- TNS AVEEAPTNTNG, AUTOVOUNG EPYAOLOG, OTIWG
ETUKUPWVETAL OO TNV LKAVOTNTA oxedlacuou, avaindng subuvng Kal autoteAoug
AN anodpacewv.

- H ouvBetdtnTta Kal TOAUTIAOKOTNTA TWV €PYACLOKWV Kadnkoviwv, &nAadn n
otadlakn YeTdBacn amno tnv amnin otn cUVOeTn epyaocia.

- H wavotnta f/kat Suvatotnta cuvSuacpol Tou oxeSlaopol Kol TNG EKTEAEONG TNG
epyaoiag.

- O BaBuodc ohokAnpwong tou emayyeApatikol £pyou I, Ue GAAOL AGyLa, N TIOLOTIKN
oTtadun tou gpyaciakol anoteAéouatog kabautou.

JUUMEPACUOTIKA, ot Dreyfus mapouaotalouv éva HoviEAo Slokpltwy otadiwyv Katavonong tou
TPOTOU HE Tov omoio avamtiooovtal ol §e€LOTNTEG MPOTEIVOVTAG KALLAKWTA peTaBaANOpeVa
SirmoAa avapeoa oe eAAXLOTEG 1} TIANPELG YVWOELG KAL EPYOCLOKEG EUMELPLEG, ETEpOVOUia
auTtovopia tng epyaociag, PePKN | TARPN emiyvwon Kal cupnepiAnyn Tou epyaclakol
mAatolou, amAni  oUvBetn epyacio Kot CUUPBATIKO 1] OAOKANPWUEVO TIOLOTIKO EPYOCLOKO
anotéAeopa.

4. H oupPoAn tou Richard Sennett

Ze éva TapanAnolo mAaiclo o Apeplkavog KowwvioAoyog Richard Sennett (2évvet), mapott
Sev dlatunwoe kamola dlakpLtn Bewpla padnong, epelivnoe kal avéluoe to nw¢ uadaivetat
n epyaocia Tou TeyVITn. BAOEL TNG EVVOLOAOYLKAG OUVADELAG LETALY TWV OPWV TOU TEYVITN Kl
Tou eLdikevugvou epyalopevou, SnAadn TOu KATOXOU EEELOIKEUUEVWV ETAYYEALATIKWY
Se€loTATwyY, N OUYKEKPLUEVN oavaAucon €xel olaitepo evlladEPOV KOl ONUOVTLKEG
CUVETAYWYES yla TN ¢uon twv de€lottwy. JuyKekpLlpéva, o TEvvet (2011) ektiud OtTL, ota
mpwta otddla, pabaivel kamolog vo extedel pla epyacio. Oco akdun sival apxaplog Kat
Bploketal oe MPOWPO OTASL0 EKUAONONG, XPELALETAL VO OKEDTETOL TIG EVEPYELEG TIOU KAVEL KOLL
va ektelel MOAMEC emavalqPelc. Xtn ¢aon autr, n yvwon Tou sival pnty (oaenc, eueavric)
(explicit). Otav mAéov kamolog pAbeL va sktelel TNV gpyaocia, n yvwon yivetal umdéppntn
(owrnnpn) (implicit, tacit). O cuvtovIoHMOG HUAAOU KOl CWHATOC CUVTEAEITAL «aUTOMATAY,
Xwpic okeWn. H eunébwon amotelel ouolwdn dtadikaoia tng S£€LOTNTAC TTOU UETATPETIEL TIG
TIANPodopIieg KAl TIC TPOKTIKEG 0 UTOPPNTN / ownnpn yvwon (Zévvet, 2011: 50). Otav,
WoTO00, TPOKUPEL pLo VEQ TIPOKANGH, UE CUVETIELD L0 EPYQCLOL VAL NV UTTOPEL va eKTeEAEOTEL
LE Tov ouvAOn TpoTo, ToTE N yvwon favayivetol pntr, SnAadn xpelaletal vo evepyorotnOei
pLa Stadikaoio «emiAuong mpoBARATOC», KATLTIOU ETUBAAAEL TO VA «SLAXWPLOTEL» CUVELSNTA
n okéPn (o uMoBETIKOG oToXOoUOC Yo TN PUON TOU MPOPBANMOTOC) AMO TN «CWLATIKA»
EKTEAECDT TOU £pyou (mpakTik avalntnon AUoswv péow SoKIUAG - AdBoug) kal n epyacia va
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enavaAndBel Eava kal ava PEXPL va «ECWTEPLKEUOED» Kal va PNV amaltel Tn pecoAdafnon
NG eUMPOBEeTNC vontikng Tpoomnddelag. H mpwtotumia kol n SuckoAia emiluong evog
npoBARuartog ival to otolyelo mou kwvntomolel tn duvapikn ekuadnong plag Seflotntac.
ErutAéov, pla tétola Sadikaoia emiAuong mpoPAnuartog, mou Sev eival mpokaBoplopevn,
UTtopEel va mapaydyel TOWKIALO amoteAeopATWY, SE60UEVOU OTL GUXVA UTtApXOUV TtoAAol
TPOTIOL VA EKTEAECEL KATTOLOG Lo paoTnpldTnTa yia va pTAcEL 0TO EMOBUUNTO ATIOTEAECUL.
H Olepebvnon kot eumédwon akplBwe TETOWwV OLadOpPETKWY, EVOAANAKTIKWY TPOTWV
T(POCEYYLONG KOl QVILLETWILONG TPOPBANUATWY OTNV TOPElA TIPOG €va ETMLSLWKOUEVO
£PYAOLOKO QTOTEAETUA ATIOTEAEL CUOTATIKO OTOLXELO KalL, EVTEAEL, amOdEeLEn kaL emBeBaiwon
NG OAOKANPWUEVNG KATOXNG HLag Se€loTnTOg.

ZUVOTTTLK@, O TIUPAVAG TNG T(POCEYYLONG TOU Sennett cuvictatal o€ Tpla onuela:

i H anéktnon tng §€§LOTNTAC, OTNV TEPUMTWON TOU TEYVITN -KOalL, SLACTAATIKA LAWVTOG,
otnV mepimtwon tou KABe eldikeupévou epyalOUEVOU- CGUVTEAEITAL PECW WLOG
akoAoubBlag pntn¢ — umoppPNTNG — PNTHE YVWONC, OE Lo TPOXLA cuveXOUC e€EALENG TNG
Haénong.

ii. H expabnon plag 6£€loTNTOC SNULOUPYEL TNV TPOOTTIKN TEPALTEPW MABnonC,
avolyovtag éva medilo yvwong mou 8ev UTNPXE TPLWV. TNV PAEn, emeldn akppwc
propoUpe (f €xoupe TAEOV TNV LKAVOTNTA) va €KTEALCOUUE Ul epyaoia, sivol
Suvatov va avtiAndBoU e Kal va aVTILETWITIoOUE GAAQ, emunmpdoBeta avandvinta
npoBAnuata. Etay, n Avon evég mpoBAnuatoc ohokAnpwvel £vav KUKAO Tou Baociletal
ocuvnBw¢ oe MPOTEPN YVWON Kal n eUpean (Slamiotwon) evog véou mpoBARuaToC
avolyel évav KawvoUpylo KUKAO pabnong. Me tov tpdmo autd n eUpean, Kot OxL N
AUon, evoc mpoBAAuatog sivat n ootk «avarttuéLlakfi» Kivnon ou eneKTEivel ToV
opilovta tng padnonc®.

iii. H oAokAnpwuévn ekpabnon pag Se£LOTNTOG KAL N TTOLOTIKY EKTEAECN TNG avTioToLXNG
ME aUTAV epyaciog xpeldletal Tov apyooupto xpovo (slow time), SnAadn évav pubuo
oTo mAaiolo Tou omoiou n cUVELSNGON Kal oL AVTIANTITIKEG SUVATOTNTEG TOU avOpwIou
va uropolv adevog va Slakpivouv ta eMPEPOUG PAKATA TTOU GUVLOTOUV TNV OAn
epyoacia otnv onola avtlotolXel pLa Se€lotnTa, adeTEPOU VA OTOXAOTOUV OXETIKA LE
N onuaocia Toug. Movo £tol yilvetal aviAnmTo To MWG . SpaoTnploTnTa XL
ocuotaBel, dpa Kol va yivouv KaTavontéG ol YVWOTIKEG TpolnoBéaelg, dnAadn n
avayvwpLon Twv EMUEPOUC EVEPYELWV KOL O OTOXOOUOC EML AUTWY, YL TNV TIOLOTIKN
EKTENEDN TNG.

5. Ounpooeyyioelg twv C. Argyris kot D. Schén

Ta Bépata tNg PNTAC - UOPPNTNG LABNONC KOL TOU OTOXOOHUOU KOTO TNV €KTEAECH ULAG
e€elblkeupévng epyaociag pA¢ odnyolv OTnv eMOUEVN TIPOCEYYLON, N omoia mponyeitat
XPOVIKA QUTAC TOU Sennett kol TpogpxeTal amod to Kowo €pyo twv C. Argyris kot D. Schon
(1974, 1978, 1996), aAAd KkaL amd TNV LSlaitepn mpooéyylon tou Schon (1983) yiwa tov
otoyalousvo enayyeAuatio (reflective practitioner). OL KOLVOTOUEC QUTEC OCUMPBOAEC
gotialovtal oto mw¢ padaivel Spwvtac o elSIKEUPEVOG €pYAlOUEVOG EVW OTOXEUEL OTNV
OVTLUETWILON  KAmowou  mpoPARuatog 1 otn  PBeAtiwon tN¢ TmOLOTNTAG KOL TNG
OMOTEAECHATIKOTNTOC TOU EMAYYEALATIKOU £pyou. ETIOUEVWC, OL TTPOOEYYLOELC QUTEG, EdOCOV
£PEVVOUV TOV TPOTIO TIOU EVEPYEL O ELSLKEUMEVOG KaL EUTMELPOG EMAYYEALATIOC, UTTOpoUV va

®H 5éa auTh £XeL TOAAG Kowvd oTtolxela Le TV tpoaéyylan tou Peter Jarvis (2006, 2009a) yia tn Sucapuovio wg
adetnpia TG EUMELplag OUCLAOTIKAG LABNONG KABWCE KAl UE TNV TPOCEYYLON TNG SLEUPUVOUEVNG LABNoNG Tou Yrjo
Engestrom mou Bewpel v avtipaon wg kwntipla SUvaun yla Tty €nEKTacn Tng padnotakng diepyaciag (BA.
Engestrém, 2009° Awtlépng, 20208B).
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BewpnBolv Gueoa oxeT{OMEVES e TO BEPA TNG avamTuéng, wplpavong Kot HeTaBoAnG Twv
SeflotTwv.

Ta Baolka oTolyeia mou Yapaktnel{ouv TNV MPooEyyLon Twv Argyris kot Schon sivat:

H 16€a 6TL n (oUVBEeTN) epyaocia Tou el8IkeUUEVOU emayyeApatio TAonyeital oL Tooo
QO TIC OTIOLEC PNTA SlATUNTWUEVEG BEWPLEG yLOL TNV AOKNGON TG ELBLKOTNTACG TOU, OGO
arno (npo)dlapopdwuévous vontikoug xaptes (mental maps) mou kaBopilouv To Mwg
va uAormolnoel (oxeSlAoel, aoknoeL Kol OELOAOYNOEL) TNV TPAKTIKA KAl WG Vol
EVEPYNOEL OE GUYKEKPLUEVEC KATAOTACELG. XTO TAQLOLO auUTO, ol Argyris kot Schon
(1974) mpotewvav tnv Umapén duo eWbwv Jewptwv dpaonc (theories of action), autwv
TIou €lval UITovoouUueveG ovadoplka HE TNV €pyacia TwvV EMOYYEAUATIWY Kol
ocuvioTavtal o€ EUMELPIKWG BLWUEVA KOL TIPOKTIKWG £POPUOCTEA VONTIKA TAaioLa
(«autd mMou N Eunmpaktn cupunepLdopd TwWV avOpwWIWV SEIXVEL OTLKAVOUV, EVEPYWVTOC
KOTQ TNV E£pyacio TOUG») KOL OUTWV TIOU EVOL EKTTEQPACUEVEG OF PNTEC
Jewpntikomolnoel («autd oto omoio ol avBpwrol motelouv Kat dnAwvouv otL
KAVOUV KOTA TNV pyacio Toug»). Ovopaoay TIG mpwrec, Jewpisg-ae-yprion (theories-
in-use), evw TIg deUtepeg evatepviouévec Jewpisc (espoused theories). OL 800 auUTEC
Bewpleg Spaong pumopel va tautilovral, pmopet kat OxL. TNV Mepilmtwon mou undpéest
napatnpnolun acvpdwvia petald tng Bewplog-oe-xprRon Kal TNG EVOTEPVIOUEVNG
Bewplag (6nA. petafl tng avtiAnPncg pag yla TNy eumpaypotn 6pdon Hog Kal Tou
BewpnTikoL UTIOSElyLATOG TTOU eVOTEPVIIOUOOTE VLA TN CUYKEKPLUEVN Epyacia) TOTE,
ME TN HeocoAdaBnon Tou otoxaocpou, mpoomabolus va amocadnvicoups Ta
umovooU peva otolxeia tng Bewplag-oe-xprion wote va dpoupe thv acupdwvio (BA.
MavAakng, 2019).

H 8¢a otL n pabnon -emopévwe Kol n amoktnon deflotntwv- meplhappavel tv
avixveuon kat 516pbwaon Aabwv mou cupPBaivouv KATA TNV AoKNCN TNG Epyaciag wg
aoUUBaTOTNTEC UETOEU OKOTTOU Kol artoTEA£ouatoc. ESW glodyovtal ol £VWOLEG TNG
uadnonc amdou kat SutAov Bpdyou. H évvola tng uadnonc dutAou Bpoyou (double-
loop learning) (Argyris & Schén, 1978) ocuvteAeltar otav katd tn Sadkacia
S16pBwong Aabwv dev akoAouBolvtal amAwg oTpatnyLkeg Spaacnc (action strategies)
OT0 TAQIOL0 UGLOTAPEVWY KOVOVWY KOl KABLEPWHEVWY TIPWTOKOAWY, OMwG
oupBaivel otn padnon povou Bpodxou (single-loop learning), aA\d audlopntouvral
KPLTIKA Kol peTaBAAAovtol ol oUVNOLOPEVEG TIPOKTLKEG, OKOMUN Kol oL idleg ot
KOVOVIOTIKEG UETABANTEC (governing variables) Tou mpoBARUATOC, TPOKELUEVOU VA
QVTLUETWTLOTEL N 6UVOETN MPOPBANUATLKN KATAoTOoN Kal va emiteuxBel to {ntoupevo
amotéAeopa. H Siepyooia autr mpolmoBEtel dpon Twv MPOTEPWY TOpodoXwV
ovadoplkd pe to mola eivat n BéAtiotn Stadlkacia yla vo tpooeyyiooupe Kol va
Kotavonooupe tn ¢duon evog mpoBAnpatoc. Me 6poug avamtuéng Seflotntwy, n
pnabnon amhol Bpoxou sunmedwvel TN XPHON TWV SE80UEVWV YWWOTIKWY MOPWV HECA
ota Opla TwV KABOPLOUEVWY KAVOVLIOTLKWV TAALGLwY, evw n padnon utAol Bpoyou,
TIPOKELHEVOU VA avTIUeTWIiosL SucAeltoupyieg, evepyomolel mpdoBeto pabnolako
SUVOULKO, OVATTUOOEL VEEC YWWOELC Kol SeELOTNTEC, KoL XPNOLOTOLEL TNV KPLTLKNA
0€LoAOYNON TNC KATAOTAONG WOTE VA aVATAALOWWOEL TV OANn AoyLKn TG epyaociog,
ornd tn otoxoBesoia KAl TG OTPATNYLIKEC SPACELC UEXPL TO QIMOTEAECHA KOL TLC
OUVETELEG auToU. H pabnon Suthol Bpdxou eival katd tov Argyris Kpiowun kot
OIMOTEAECHATIKA YLO TOUG OPYaVIOHOUC Kal Ta dtopa 6lwg otav Bpiokovtal o€
Sladkaoleg ypriyopng aAAayng Kot o KOTaoTAoELG afeBatdotnTag (Ztaupakomouou,
2005: 49).

€ OUVEXELD TWV KOWWV TOUG Tapeupacswv, o Schon (1983), OnMwg oOnUELWVEL N
KaAaitlomoUAou (2001), peAétnoe tn Seloteyvia mou SLAKPIVEL OPLOPEVEG EPYOCLOKEG
TIPOKTLKEC KOLL TNV EMAYYEALATIKA yVwon n omola cuvSEetal pe auth tn de€lotexvia. Auto mou
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XapaktTnpllel cUXVA TNV EMOYYEALOTLIK YVWON OTOV TIPOOKPOUEL OE AOUVHOLOTEG KATAOTAOELSG
1 otav petaBAAAeTaL Evag BeeALWSNG OKOTIOG TOU EMAYYEALATIKOU £PYOU ELVOL O OTOYAOUOC
kata tn Spaon (reflection in action) (Méya, 2007). 2 TETOLEC MEPUTTWOELG, Ol AvBpwroL
adevog otnpilovral otnv eumelpla Toug pe éva kaBapd SlaleBntikd Tpomo, adetépou
avtLdpoUV EiTE MAPAKAUTITOVTAC TO TIPOPANUA (€AV UIOPOUV), EITE OKEMTOUEVOL KPLTLKA TTAVW
OTNV MPAKTLKH TOUG. H Slepyacio Tou oToXaooU ML TNG MPAKTIKAG QLPEL KATA KATTIOLOV TPOTIO
™ S1akplon petall Bewpliag (BepeAlwdoug €peuvag ya T UON TWV KATAOTACEWV) Kal
ETIAYYEALATIKAG TIPOKTLKAG, EMOMEVWG OSuvatal va  emnektelvel kot va  epfabuivel
OUYKEKPLUEVEG O€ELOTNTEC TOU OTOUOU KOL YEVIKOTEPA TG LKOWVOTNTEG OMOTEAECUATIKAG
gpyaociag. O otoxaopog umopel va AABeL xwpa UETA THY 0AokAnpwaon pLog 6pAaong N Katd t™
Ste€aywyn tng. MPOKELTAL Yol Ula eVEPYELa KatapXag Stavontikn (okEWYelc yupw amd pla
KOTAOTOON, «ECWTEPLKOG» SLAAOYOC HE TO QVIIKELMEVO TOU TIPOBANUATIONOU), guveldnti)
(evouveidbnta to UTTOKEIHEVO—AVOPWTTOG OKEDTETAL TO AVTIKELUEVO—KATAOTACN) KOL KOLTIKN
(e€eTadlovral kpLtikd kat apdplofntouvtal ol mpodavelg KOl TTAPWYNUEVEG EPUNVELEG TOU
dawvopévou) Kal £TaoL 06nyel og avatpopodotnan tng dpdaong (VEEG SOKIUEC, TIELPAUATIOUOC
Kol emavektipnon tng katdaotaonc) (BA. emiong Kokkog, 2017)

6. ZIXOALa KOlL EMLONUAVOELG VLA TH LAONoN LECW TNG EPYOLCLAKIG TIPOAKTLKAG

Ol mpooeyyioelg Twv Sennett kat Schon cuvdéovtal dpeca pe to pAocodlkd pevpa Tou
TPAYUATIOUOU, KAl WE TETOLEG CUVNXOUV HE TIC 16£eg Tou Dewey avadoplkd HE T OXEON
petaty emiluonc kat elPeong MPOBANUATWY, TOV CNUOVTLKO POAO TNG EUMELplac, TN onpacia
NG eotiaong oto MPOBANUa Kol tov Telpapatiopd (NtouL [Dewey], 2016° KapaAng & Pdikou,
2019).

OL TpeLg TTpooeyyioElC Tou Ttapouoldotnkay, twv Dreyfus & Dreyfus, Sennet kot Argyris &
Schon e€etalouv tn Slepyaocio paBnong Kat anokTnong emayyeARatikwy de€lottwy SLd tng
peTABaong amo tnv «amAfi» otn «oUvOstn» epyaocia kKot katd tn ¢$don emiluvong
TPOPBANUATWY 1 QAVILLETWITLONG TTOAUTTAOKWY EPYUCLOKWY KATACTACEWVY. ITIG TIEPUTTWOELG
QUTEG, N dUON TWV €PYACLOKWYV KOONKOVIWY epdaviletal wg pla KAlpako avfouoag
moAurhokotntag f/kat wg dladikaoia Slaxeiplong Kol avIUETWILONG SUCAELTOUPYLWY, N
omola embuwKel (Kol €tol dnuloupyel Tig mpolnoBéoelg yla) tnv avamtuén Se€lotritwy,
SnAadn Tn yvwotiki eméktacn kat e¢eldikeuon.

Ao o Stadopetikn adetnpia, o Peter Jarvis (2009a: 100) emKUPWVEL TN ohpacia TG
MPAENG yLa TV enitevén aAndvrg yvwong ek UEPOUC Tou uavidavovta, ChELWVOVTOG OTL N
peTadopd Se60UEVWVY Kol TANPOGOPLWY TIOU UTOPEL VAL AMOTEAECEL AVTIKELLEVO EKTTALISEUCNG
1 €MAYYEAUATIKAG KATAPTIONG SEV UVLOTA (Tpayuatiki) yvwon kat codia (knowledge and
wisdom). l'a vo. GUVTEAECTEL N YVWON O€ MPOCWTTLKO eMinedo, yla vl YIVEL pvwon yla Uéva,
TPEMEL va pecolaProsl plo Slepyaoia UMOKEIUEVIKNG TIPOCANYNG TEPLEXOUEVWY TIOU
ouvteleital kupiwg e v mpaén (by doing) kat oxL pe tn okéPn. Auto Sev énae mote va
LoXUEL, aKOUN KO OTL OUYXPOVEG KOWWWVIEG Ue Ta eKMOLOEUTIKA cuoTAUaTA TTou Sivouv
£udaon otn yvwotikn Sidotoon tng nadnong. EEaAou, otig pépec pag, Sev £xouv OAeG oL
YVWoelLC TV dla «afioy. O ywvwoelg Kot SgELOTNTEC MOV CAKEPA KATA Kavova Bswpoulvtol
«XPNOLUEG», APA KOl avarTtUooOVTOL E TIPOVOMLOKO TPOTO amo TtV ekmaideuon Kal tnv
KOTAPTLON, €lvaL Ol ETILOTNHOVLKEG KoL TEXVIKEG YVWOELG TIOU KPivovTal amopaitnTeg ya tnv
OTTOTEAECUATIKA TIPOCAPHOYH TWV ATOUWV OTOV KOOUO TNG «OLKOVOULAC TNG Oyopacy.
Mpokettal yla Tic S£€lOTNTEC MOV Apeca (ELOLKEC TEXVIKEC emayyeAHATIKEG Se€lotnTeg) N
E€UMEOA (EYKAPOLEG, KOWWVIKO-OUVOLOONUATIKEG S£ELOTNTEG) OXETI{OVTAL E TNV EPYACLAKN
KOL OLKOVOULKN omddoon Twv aTOUwY, KAl Ol OTOLEG EMLOLWKETAL TOCO Vo EUMOTI{OUV ToV
TPoOMOo okéPNG (memolBnoelg, atieg, avtiANPEeLS KOl CULBATIKEG EMAYYEALATIKEG YWWOELG), O00
KOlL VoL UrtopoUV va epapuolovtal amodoTiKA otV Ipdkn.
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H wdehuiotikr Sldotaon tng emayyeAHATIKAG eknaideuong Kal n €éudacn oTo MPAKTIKO
MEPOG TNC YVWONG TTOU CUVEEETOL e TNV gpyacia €xel emidépel TNV avénon Twv Sladopwy
popdwvV TNG Baolouevng otnv epyacio uadnaong Omwe n padnteia Kot n mpoKTLkr aoknon. «H
TIPAKTLKA YVWon €XeL YIVEL N Kuplapxn Hopdh yvwong 6ToUG XWPoUG EpYaciog Kol amoteAsl
KOLTL TTOU TO ATOMO TIPETIEL KUPLWG va LaBel tapd va S18axBel» (Jarvis, 2009a: 102).

Baoel autwv MPokUMTouV SU0 CNUAVTLKEG yla TNV amoktnon deflotntwy dtakpioels: (a) n
Slakplon petay tou «uadaivw ot» (knowing that) kat tou «uadaivw nwe» (knowing how)
Kat (B) n dtakplon tou «uadaivw nwe» (knowing how) kat tou «eiuat og J¢on vay (being able
to). H Stadopd petall twv tpLwv BEcswv ou opilouv ol Suo Slakploelg sivatl epdavig Kat
CUVETIAYETAL OTL AKON KOLL EQV KATIOLOG UTTOPEL VOL ATIOKTHOEL LEPOG TNG KYVWONG TOU OTL» KAl
NG KYVWaon¢ Tou mwe» LEOW TNG eKTtaidevuong, dev Unopel va ulomotroeLl oOAoKAnpwuUEVa Eval
EMAYYEALATIKO £pYO XWPIC TPAKTIKA gUTELpla. ¥Tn Bdon autwv Twv dlakpioswv, tovilel o
Jarvis (2004: 315), mpémel va avapwtnBoU e «Tola Elval N OXECNH AVAUETH TNV TTPOYUATIKN
EKTEAEON TNC TMpaénc Kol OTH yvwon Tou UTApyeL otov vou». To eUAoyo autol Tou
EPWTNUATOC TPOKUTTEL OKOUN KAl amd TNV Kown eumelpia n omola umodelkvuel, yla
Mapadelypa, OtL To va EEPeL KAMOLOG va KAvel TodnAato Sev cuvemadyetal OtTL Unopel va
SLOTUTIWOEL TOUG VOUOUG TwV GUCIKWY SUVALEWV TIOU TOV KpatoUlV o B€an Loopportiag, oute
-QVTLOETWG- TO YEYOVOCS MWCE KATOLOG YVWPLlel auToUG TOUG VOUOUG CUVETIAYETOL OTL UImopet
va kavel modnhato. H Sldkplon mou opllel n SLaTUMWON TOU EPWTHMOTOC HOLALEL, amo [
amon, He TOV OSloywploud oavapeco ot UVewpiec-oe-yprion (theories-in-use) ko
evoTepviouéves Bewplieg (espoused theories) Twv Argyris kat Schon.

H mpaktikn yvwon amno tn ¢uon the mpolmobétel tnv efotkeiwan, péow emavalappavopevwy
SOKLUWY, HE €Va PETIEPTOPLO TIPAKTLKWY EVEPYELWVY TIOU EVTUTIWVETAL OTN LVAKN, QVATTUOOEL
£L6LIKEC OWHATLKEG BeELOTNTEC (AV XPELALETOL) KOl OTASLAKA TIUPEXEL TNV LKAVOTNTA KAl TV
automnenoibnon tng opbng ektéAeong Tou €pyou. Me ToV TPOTIO AUTO, OTWG £8ELEE O JEVVET
[Sennett] (2011), n TMPOKTIKI UETATPEMETAL O UTOPPNTN yvwon (tacit knowledge) kat o
epyalOUevoC evepyel «auTOHATOY, XWPLE va oKEDTETAL I Vo TIPOOXESLATEL TNV KABE evépyela,
MEXPL EVa VEO TIPOBANUA VO TIPOKAAETEL EUMPOBETN voNTLKN evépyela (okEYN, OTOXAOMO) yla
NV eniAuon Tou. AuTOG 0 CUVSUAOUOG TIPOKTLKI G YVWONG LECW TNG EUMELPLAC KAL EUTTPOBETNG
oKEPNC yla TNV evepyomolnon Ttng eupetikng OSlepyaociag emiluong mpoPAnuUdTwy
xapaktnpilel tov «eldikd». Katd ocuveénela, Sev pmopel va UTAPXEL TANPNG aTOKTNON
Se€loTATwy XWpPILG TNV MPAKTIKY YVWonN HECW TNG EUMELplag Kal Sev Ymopel n Katoxn Twv
Se€lotntwy va glval oAoKANpwUEVN XwPLg TV kavotnta aflomoinong tng Bewpntikig
yvwong.

7. Mua dtadopetiki ontikn yia th puon TG EUNELPLKAG LABNnoNG

H mpoavadepduevn culoylotik) Ba pmopolos iowg va wdeAnbBel amd pla olvToun
CUUITANPWHUATLKA ovahOopd 0TOV EMLOTNLOVIKO SLAAOYO yLo TO B TNG «ATMOKTNONG YVWONG
omo TNV eUneLlpia» mpoepXopevn amno Sladopetiky adetnpia. Avadopikd pe thv Wéa mept
TOU OGNUAVTIKOU pOAOU TNG gUmeLpiog otn pabnon Kol l8IKA otnv amoktnon dsflotntwy,
TapoOTL Kavévag BewpnTikdc g pabnong dev SlaTUMWVEL, €l TNG apxnc, avtiBetn amoin,
oplopévol onpavtikol gpeuvntég (BA. Young, 2015 Wheelahan, 2015) smonuoaivouv tov
KivBUVO, 0 UTIEPTOVIOUOC, 1 OKOUN TIEPLOCOTEPO N OTTOKAELOTIKA ETILKEVTPWON OTN ohuooia
™G eunelplag, va odnyrnoeL otnv MapapuéAnon tng aflag tng «BEwWPNTIKAC» -UE TNV EVWOLA TNG
Baotouévng otnv tpéyouoa emtotnuovikn Jepediwon- yvwong. 20pudwva pe tov Young (2015),
N Ladnon Sev eival éva yeviko (generic) davopevo aAAd mavta cuVSEETAL E TO Tt Eival qUTO
TTOU KArrolo¢ padaivel Kal mwe To Hadaivel uéoa o€ SLa@opetikd mAaiota. Ano Tnv anoyn
auTn N Mabnon elval mpwtiotwg pia emotnuiky dpaotnplotnta «otkodounong yvwaonc». H
pnaBnon dev eival amotédeopa HeTAdOPAC YVWOEWVY A0 TOV «KATOX0» (eKMadeuTrng) otov
«un katoxo» (exkmatdeuvopevog) (BA. Freire, 1977), aAAQ N avaouykpoTNON TNG yvwaong oo
ToV (610 ToV ekmatbeuouevo. NwG ouvteAeltal auth n «olkodOUnon yvwaong»; ATOTeAEL N
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gumelpla pa popdn yvwong Ouotkd amotedet! 16iwg dg n epyacia, oe OAEG TIG KOWWVIEG,
TEPLEXEL UeYAAo PopTio eUMELPIKAG HABnonc. Evtoutolg, n uadnon amo thv eunelpia sivol
TOUTOXPOVWC avaykaia Kol TEpLoplopévn. H peydln wotopikr) aAhayr) mou odnynos oth
paydala cucowpeuon yvwong, omwe tovilel o Young (2015), cuvteAéoTnKe OTav KAmoLa £i6n
£pYQOLOG ApXLOaV VO amALTOUV YWWOELS (apa kal Stadikaoieg pabnong) mou Sev pmopolcav
va Baclotolv uovo otnv gpmelpia. Ot meploplopol Tng Habnong armo tnv eumeLlpio odrnynoay,
METAEL AAwv mapayoviwy, otnv dpuon eEelSLIKEUUEVWY BECUWY CUOTNUOTLKAG TILPOXNS
ekmaidevong, OMwe ta oxoAela. Ie TL cuviotatal, OUWG, O TEPLOPLOUEVOC opilovtag Tng
EUTELPLKAG LABNONG;

- H padbnon and tnv sunelpia elval mavtote eEaptnuévn amod to mMAaiclo (context-
dependent) péoa oto omoio epoapudleTal, KATL TOU CNUAIVEL OTL KATA Kavova Sev
umopet n edappoyn TG va YeVIKEUTEL Kal va petadepBel ekTtO¢ Tou TAALGiou
amokTNonG. Apa, EXEL CUXVA TIEPLOPLOUEVN YEVIKEUOLOTNTA.

- Heunepla, and povn tng, omavia MOPEXEL OTOUG LAVOAVOVTEG TN SUVATOTNTA YVWOo NG
TWV EVVOLWY, TWV apXWV KOL TWV KAVOVWV LLE TN XPron Twv onolwv Ba prmopoloav va
umepBoulv (va Tave «MEpa amo») TNV EUMELpia KoL va yivouv kavol va avamtuéouv
EVOANOKTLKEC BEwWPNOELG.

- Heumelpki pabnon eivat avBopuntn amno tnv anodn otL avitAapyBAvVeTOL TOV KOGUO
LE TOUC OpOoUG ToU KaBnpeplvol TpakTiko-Blwpatikol Adyou (Kouléhng, 2005) Kot
OXL He Baon ta dedopéva TG EMOTNUOVIKAC yvwaonc. H pabnon otov Xwpo epyaciog
Baoiletal otn uipnon kot tnv emavoAapPBovOpeVn CUUUETOXN Ot £6PALWUEVEC
TIPOKTLKEC XWPLG AUEOn MPooduyr OTO YVWOTIKO KAl EMIOTNUOVIKO TAQICLO TIOU
poUToTIBeTAL TNG MPAKTIKAG. Apa, aUTO Mou pabaivel kamolog ival va ebapudlet
pLot aAnAouyia KVoEwv N KATaoTAoewV (§LadLKaoTIK yvwon) xwplg va yvwpilel o
Babog tn Aoyikn mou Tig SiEmel. Etol, Sev SlapopdWVETAL EMOPKWG TO VONTIKO
uTtoBabpo BaBUTEPNG KL EUPUTEPNC KATAVONGONC EVOG QVTIKELLEVOU, OTOLYXELO TIOU OF
ouvlUaOoNO HE TNV eumelpia Ba pmopoloe va odnynoeL o auENUEVN LKAVOTNTA
T(POCOPUOYNG O HMEAAOVIIKEG, HETABAAAOUEVEG KOL AYVWOTEG CMUEPO OUVONKEC
edappoyng (Awtlépng, 2020a: 25).

ATO TNV AAAN LEPLA, XWPLG TN YVWon TwV Se80UEVWV TNG EMLOTAUNG UIMOPEL EUKOAOTEPA TO
Aatopo mou pabaivel va «efamatnBei» amd T «EMIPAVELOKES» EVIUTIWOELG TNG EUMELPLag N
orola eivatl ekteBelpévn oe AABN KAl UTTOKELUEVIKEG CUVAOELEG. AVTIOETWG, OTWC ONUELWVEL N
Wheelahan (2015), n Bewpntikn (EMLOTNLOVIKA) YyVWwon elval toyupn yvwon SLOTL mpoodEpel
ETULOTNMOAOYIKN TIPOOPBACH OTA AVTIKELEVA TIOU SLEPEUVOULIE, OKOUN KOl TIAPA TO YEYOVOG
OTL N LoxVouoa KABOE TOXI ETLOTNOVLKN YVWON amoTeAel SLapKWG AVTIKELLEVO EAEYXOU TTPOG
emuPBeBaiwon R dtadeuon kot S16pOwaon amd véa EMOTNUOVIKA SeSopéva.

Katd tnv armoyin tou Young (2015) oL 6UyXPOVEG EKTIALOEUTIKEG TIOALTIKEG, LE TNV TIOAU cUXVA
akpLtn €udoaon toug ot Se€loTNTEC Kal Wilwg otn onuacia TG AmoOKTNOoNAG TOUG HECW TNG
TIPAKTLKAC eUmeLplag, dalvetal va avtilapBdvovtal Tn yvweon Kuplwe we yeyovota Kal OxL wg
éwvoleg. H uttepBoALKNA ETIKEVTPWON 0TV «eE0pTNEVN Ao TO TTAAiolo» padnon, omwc sivat
N TPEAKTIKA EmayyeApatiky eumelpia, Anopovel OtTL Ta yeyovota (tng eumelpiag)
petaBallovral o ypriyopa (€xouv moAl pikpOTepn otafepotnta Kat e€nyntikn Suvatotnta)
oo TLG (EMOTNUOVLIKEG) EVVoLeg Kol Ttapayvwpilel tnv afla tng «aveaptntng and to mAaiolo»
pabnong, Omwc n opyovwpévn ekmaideuon mou Paociletal os €NAoya KAl OKOTLUQ
OXEOLOOUEVO EKTTALSEUTIKO TIPOYPALUQL.

7. Emiloyog

Oeswpwvtag we Baaotkr MPoinobeon KABE OUCLACTIKAG KL OTMOTEAECUATIKAG LABNONG Katd
™V evnAkn {wn TNV €NAPKN AmoKInon Twv BepeAlwdwy yvwoewv Kal §€ELOTNTWV KATA TN
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Bpedikn, matdikn, epnpBiLkn Kal veapr nAlkia BEcALE TO EpWTNHA TOU TTWE ATIOKTA 0 EVAALKOG
epyalOUevoc emMayyYeEAUATIKEG SEELOTNTEG OTO MAALOLO TNG EPYACLOKAC EUMELPLOC.

AedopUEVou OTL TO CUVTPUTTIKA UEYAAUTEPO UEPOC TNG ATIOKTNONG MPOCWITLKWY, KOWVWVLIKWY
KOl ETOYYEALATIKWY YVWOEWV Kal Se€loTATwY Katd tnv evAkn {wr ouvieAsital £€w amo
TAQLOLO. OpYAVWUEVNG EKMOLOEVONG KOl KOTAPTLONG, SLATILOTWVOULE OTL O XWPOS £pyaciag
OUVLOTA, amod tnv dla Tou TNV unodotaon Kal Aswtoupyia, aAAd kalL amd To yeyovog OTL
amoppPod A TO PEYAAUTEPO XPOVLKA TN A TNG KABNUEPLVAC avBpwTvng paoctnplotntag, Eva
nedio avBpwrivng aAANAEmidpaaong, HLO TNy EUTIELPLWY TIOU EMNPEAIOUV PETAUOPPWTLIKA
TO CWHO TWV YVWOEWV, SELOTATWY, LKOVOTTWV KoL TOAEVTWYV TIoU KABe atopo SLaBETeL Kal
EVEPYOTIOLEL KOTA TNV AOKNON TNG Epyaoiag.

Ze aUTO To TMAaiolo n emibpaon TNG SLAXPOVIKNG EPYOCLAKNG EUMELPLOG EEETAOTNKE WG HLAL
pUeTafacn anod TNV «armAn» otn «GUVOETN» £pyaoia, WG L TPOXLA «avOSou» Ao To eminedo
TOU VEOELOEPYXOLEVOU, TOU ATIELPOU, TOU OPXAPLOU TIPOG TO ETIMESO TOU EUMELPOU, TOU
£€e161KEUEVOU KOl TOU OAOKANPWUEVOU EL8LKOU, Xwplc va mapayvwplleTal To yeyovog OTL N
nopeia autn dev eival ek Twv TPOTEPWY SlacdaAlopévn, TePLEXEL TTOAG spmddila Kol
avTkivnTpa pabnonc kat e€EAENG Kal puoLkad §gv OAOKANPWVETAL EMIITUXWCE VLA OAOUC TOUG
epyalopevouc. Emiong, dev amotelel tooo pla «otoptk Stadpour)», 600 pia SLAAEKTIKA,
opdidpoun kat TOAUTTAOKN CUCYETLON TOU OITOMOU e AAAQ ATOUA, LE TO LECA EPYACLOC KOl
to meptBarlov (mMAaiolo, Beopol, cuVONKeg, XWPOC Kal Xpovog).

Eniong, n anoktnon SeflotAtwy Sla TNG EPYACLAKN G EUMELPLOC EEETAOTNKE WC L akoAouBia
olwmnnNpPnN¢ - pNTr¢ yvwong pe Paocn tnv avtiotolyn akoloubia cuvrdoucg emayysAuartikric
TIPAKTIKAG - 1N ouvndoug EMyyeEAUATIKAG TTPAKTIKAC (OTIOU TPOKUTITEL avaykn miAuong
npoBAfuatog), aAd kol w¢ Pl SlopKr CUuoXETon HeTofl Jewplwv-oe-xpron Kot
EVOTEPVIOUEVWV TEWPLWV.

H emitevén tou ocuvduaopol MPOKTIKAG yVWONG Omd TNV EUTELPLO UE TNV KAvOTNTA
Kwvntomoinong tng BewpnTikAg yvwong Kat okEPng yla TNV €miAucn Twv MPoBANUATWY TNG
EPYOOLAKNG TIPAKTIKAG daivetal va elval To PETPO TNG EMAPKELAC KAL OAOKANPWONG TOU
€l6koU. AvtiBETwe, n dLdppnén g Wwoppomiag avaueoa otn Bewpntikn (emLoTnUOVIKN)
YVWON KOL TNV TIPAKTIKN €UMEelpio pmopel va emidpépel €AAEUTTIKEG 1| TIPOPANUATIKES
MOONOLaKES EUMELPLEG KOl UTIOBABULON TNG TTOLOTNTAG TOU EMAYYEAULATIKOU £pYOU.
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Abstract

This paper refers to the importance of social interconnection between a Second Chance
School (S.C.S.) in a detention center and the local community. The research was based on the
qualitative approach and on the tool of the semi-structured interview for the collection of
research data. Six trainers, eight trainees and the Director of the 2nd S.C.S. of Patras, were the
sample of the research, while the technique of content analysis was chosen for the analysis of
the data. The results of the survey show that there is a positive effect of the school's openness
in achieving its educational objectives. In particular, social interconnection actions contribute
to personal development, professional and educational vigilance, the acquisition of social
skills, the change of attitudes and, to a lesser extent, to post-internment re-socialization. In
addition, in order to improve the effectiveness of these actions, it is proposed that they are
organized on a more stable and regular basis, as well as to focus mainly on vocational
guidance.

Keywords: prison education, social interconnection actions, school-society relationship,
Second Chance Schools in prisons

1. Introduction

The central role of social interconnection of S.C.S.s is increasingly being discussed nowadays
due to its great importance. The statutory goal of S.C.S.s is the development of students’
personal and social competences, as well as improving their employment opportunities
(Article 1.2, Presidential Decree No. 2373/2003). This issue acquires special importance in
S.C.S.s in detention centers taking into account that prison education is considered as one of
the means that promote re-socialization during confinement, while increasing the possibility
for social and professional reintegration after release.

In order to examine the significance of social interconnection between S.C.S.s in detention
centers and the local community, this article provides a conceptual clarification and,
additionally, an overview of theoretical approaches related to this subject, while using a
research example in order to draw conclusions on this subject.

In particular, this paper initially situates the concept of social interconnection of schools within
a wider concept. Especially, it stands on social interconnection of S.C.S.s, as well as the
connection with local community through educational programs in detention centers and also
considers the conditions for effective education for prisoners. Following these introductory
sections, a case study of the 2" S.C.S. of Patras is presented. The purpose and the
methodology of the study are described, followed by an analysis of the findings from
interviews. Drawing on these results, it concludes with a summary of findings and a discussion
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of possible implications in conjunction with theoretical approaches and the relevant literature
review.

1.1 Key terms and theoretical framework

Since the inmates are in an environment that by its nature does not offer opportunities and
further options, school staff is actively engaged in developing networks of partnerships with
local community. To better understand social interconnection of S.C.S.s in detention centers
and what fosters their development, it is crucial to study the forms of community partnerships
chosen (such as visits by community members, agencies, organizations), but also their impact
on the effectiveness of the school unit.

In the present study, social interconnection is defined as any meaningful cooperation with
community bodies, that focuses on students, and supports the cognitive, social, emotional,
and intellectual well-being of them, directly or indirectly (Willems & Gonzalez-DeHass, 2012).
This connection incorporates partnerships with educational and research bodies, businesses,
NGOs, health care organizations, cultural and entertainment bodies, volunteer groups or
individuals that promote development and social well-being. Specific examples of such actions
include (but are not limited to) recreational activities related to the school, visits in the context
of projects, scientific workshops, experiential actions, speeches and presentations during
school festivities and voluntary actions undertaken by the school.

The theoretical focus on the issue of social interconnection between S. C. S.s in detention
centers and the local community, is still in the early stages of development. Most of the
research that has been done in our country and abroad, mainly investigates the social
interconnection of schools in general without focusing on S.C.S.s and especially those schools
that are located inside a detention center. Consequently, even the issue of effectiveness of
these actions has not so far produced significant research, with researchers generally
highlighting the key components for the more effective organization of educational programs
in detention centers.

1.1.1. Principles of effective prison education

In order to be effective, prison educational programs require special attention to be given to
their planning, implementation and evaluation of their operation. Existing literature on the
effectiveness of prison educational programs does not provide information on program
characteristics—such as curricula, dosage, and staffing—that is necessary to determine best
practices (MacKenzie, 2008).

Dimitrouli & Rigoutsou (2017), claim that on the basis of the characteristics of the trainees in
prison, the conditions prevailing and what education for prisoners symbolizes, prison
education can be effectively organized, if the educational program is well structured and
arranged, educational goals are clear and linked to the needs of prisoners, and highlights the
special qualifications required by trainers.

Similarly, MacKenzie (2008), referring to correctional training in general and not specific to
education, emphasizes additional efficacy parameters such as the qualifications and the
training of the staff involved, the importance of program dosage and the appropriate staff-to-
student ratios. She concludes that the most effective programs emphasize individual
rehabilitation through skills building, cognitive development, and behavioral change. These
program models should be based on a clear theoretical framework, as well as the program
elements and methods should be grounded in research.
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Other researchers, such as Cullen and Gendreau (2000), underline factors that focus mainly
on the benefits learners receive after release. In their outline of effective educational program
design, they note, in addition to the above, the importance of acquiring skills that enhance
employability, as well as monitoring and evaluating the educational process and its results.
They consider that without careful planning, implementation and evaluation, it is impossible
to know whether and how the programs are effective in order to maintain or improve its
effectiveness.

1.2.1. Social interconnection of S.C.S.s

In our country, the primary direction of the openness of S.C.S.s is highlighted in the statutory
framework for their organization and operation: “S.C.S.s collaborate and seek to collaborate
with all relevant social bodies, both to raise awareness of the social groups to which the school
program is addressed, and to implement the curriculum” (Article 3, Presidential Decree No.
2373/2003, issue of Greek Government Gazette [FEK] B' 1003/22-7-2003). The same provision
is also found in Article 3 of Presidential Decree No. 260/2008 on the organization and
operation of S.C.S.s (issue of Greek Government Gazette [FEK] B 34/16-1-2008). In addition,
it is pointed out in Article 9 that the creation of cooperation networks between local
authorities and social bodies to support the operation of schools is necessary in order to
achieve the objective of S.C.S.s.

Vergidou (2016), in her survey, emphasizes that in the majority of S.C.S.s significant
educational actions were carried out. Especially in schools operating in detention centers, the
Directors developed collaborations with institutions such as high schools, universities,
colleges and partnerships with various institutions such as the Eugenides Foundation etc.
Antoniadou (2014) outlines that trainers and trainees are involved in programs that favor the
opening of their school to society, bringing the trainers in contact with activities that allow
the school to collaborate with organizations outside its boundaries.

In line with the above the results of the research of Anagnou and Vergidis (2008) suggest that
at the initiative of the Directors, the S.C.S.s develop multi-faceted cooperation with local
community bodies. However, according to the same researchers, the development of a
network of cooperation with the local community, dictated by the institutional framework
mentioned above, manifests itself unilaterally, having as a starting point the S.C.S.s.
Interconnection initiatives come mainly from the Directors of the S.C.S.s and are being
implemented either to a greater or lesser extent, bearing witness to the lack of a wider plan
on the part of the local community, which would combine appropriate educational, cultural,
productive and political activities.

1.2.2 Social interconnection with local community through educational programs in
detection centers

The active role of local society is considered to be decisive in education. It is generally
accepted that this interconnection is particularly useful and necessary, since it aims to fulfill
multiple needs of prisoners such as employment, education, physical and mental health,
family reconnection and social reintegration in general.

Improving and, therefore, expanding educational programs is a policy issue that requires
strategic planning and is built through the formation of partnerships with a variety of bodies
(Lawrence et al., 2002). Various partners, with different orientation, related to employment,
education, health, culture and social welfare, businesses, NGOs, etc., can agree on a common
goal, that of addressing the needs of prisoners, offering them motivation through designed
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educational actions. Literature can identify types of programs that provide full coverage of the
needs of prisoners (such as S.C.S.s), as well as programs designed solely to serve some specific
needs of prisoners such as education, employment, counseling, etc. (Presidential Decree No.
2357, issue of Greek Government Gazette [FEK] B’ 327/8.2.2019).

In our country, the first, as well as the sole, official agency providing ex-prisoners with “after-
care” services to be established in Greece is kEPANODOS», a non-profit legal entity of private
law supervised by the Greek Ministry for Citizen Protection. According to its founding act
(Presidential Decree No. 300/2003), it aims at prisoners and ex-prisoners vocational support,
as well as at the preparation and promotion of their social reintegration in a broad sense.

Furthermore, given that the content of education includes sporting and cultural activities, the
Strategic Plan for the Penitentiary System in our country, points out as a key action of the 4th
strategic goal, cultural activities, in cooperation with local cultural institutions. For example,
collaborations have been developed with the National Theater for the creation of a theater
group, with the National Opera for the implementation of educational programs of music and
dance, as well as with the Ministry of Culture for the construction of a permanent museum
exhibition. Apart from the cultural axis, sports programs in cooperation with the General
Secretariat of Sports are already being implemented and are expected to expand to more
detection centers.

In addition to the practices mentioned above, researchers such as Tsilikis and Gakou (2018)
propose the design of a coherent reintegration framework, which utilizes existing programs
and tools, and combines collaborative entrepreneurship, with social and employment
reactivation of prisoners. In this direction, the interconnection of prison and local society is
established, as the prisoners prepare themselves to take on roles other than those required
by the incarcerated environment.

In conclusion, it is obvious that social reintegration is a question of "collective effectiveness"
of the community that welcomes people released from prison (Visher & Travis, 2003). They
need — in addition to their personal effort — facilitation and supporting by local community
towards their effort. Preparation for this purpose is clearly starting from the incarcerated life
and the S.C.S., which can play a primary role in the implementation of that objective.

2. Method

The purpose of this survey is to explore the views of trainers, trainees and the Director of the
2nd S.C.S. of Patras within the detention center of Agios Stefanos, on the effectiveness of
social interconnection with local community. More specifically, it is a case study, that analyzes
how the interconnection between school and society satisfies the pedagogical, educational
and social role of the school and the corresponding needs of the trainers.

In terms of the methodology used, the qualitative approach was chosen, which allows a
detailed and in-depth approximation of the subject. Quality researchers focus on processes
and results, as they seek to build a holistic and comprehensive picture of a subject, conducting
the study in its physical context (Creswell, 2011). Additionally, as Creswell argues (2011, p.17),
qualitative research is best suited to addressing an issue for which the available literature
provides little information and needs participants’ views to be demonstrated through
investigation.

Through semi-structured interviews with trainees, trainers and the school Director, attempts
are made to highlight the views of all participants of the school unit regarding the issue. The
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semi-structured interview is a form of interview that moves between a strictly structured
interview and a free discussion. It allows to modify the content and the order of the questions
depending on the respondent, as well as further penetration on some issues with participants
that are considered well-qualified (Isari & Pourkos, 2015).

The sample of this survey consists of six (6) trainers (of which 3 are school trainers in the year
2019-2020, while the remaining three worked in the school year 2018-2019), eight (8) trainees
(7 in the school year 2019-2022 and 1 in the school year 2018-2019) and the Director of the
school in the school year 2019-2020. This is a set, which constitutes a sample of convenience
for the present investigation, which almost certainly does not represent the trainees, trainers
and directors of the S.C.S.s in detection centers in their entirety. However, this research is a
first approach to the issue in our country, which, in no way, aims to generalize the results.
Therefore, the data resulting from the selection of a convenience sample can provide the basis
for further research or allow for correlations with already existing findings in the field
(Bryman, 2017).

In order to derive meaning from the data collected from the semi-structured interviews and
answer the research questions, content analysis was used. It is a method of systematic
evidence study that focuses mainly on the expressed ideas and the obvious content of texts
and less on their expression. Belerson (as cited in Bryman, 2017) argues that, content analysis
is a research technique for objective, systematic and quantitative description of the manifest
content of communication.

3. Findings

The results of the survey highlighted information and the participants’ views on the social
interconnection actions implemented in the specific S.C.S. In particular, with regard to the
social interconnection actions offered in the 2nd S.C.S., the following categories emerged after
the analysis of the data according to the thematic area of interest:

Education and research bodies

Cultural and entertainment bodies

1
2
3. Health, safety and social reintegration bodies
4. Employment agencies and professionals

5

Volunteering and environment
6. Individuals

The findings of the survey show that the initiative of their organization is collectively taken by
the Director and the school's trainers in cooperation with the Social Service of the detention
centre, in order to issue the necessary permits, as characteristically stated by the School
Director in the following passage, while it is also noted that the degree of initiatives that each
school can take vary, depending on its management and the teachers' association:

"Social interconnection actions are organized other times collectively by the Director, who is
responsible for the pedagogical course of the school unit, and the Teachers' Association, and
other times by the trainers, with prior information from the Director and the Association, and
are included in the subject they teach." (Director)

As regards views on the forms of social interconnection already implemented and considered
effective, cultural actions are distinguished. A common perception, mentioned by four of the
six trainers, the Director and three of the eight trainees, is that they distinguish actions that
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their thematic area focuses on culture. The content of this type of actions included dance,
music, constructions (digits, ceramics, etc.), cinema. During their implementation, as
mentioned, they had the opportunity to work creatively - forgetting for a while the plight of
internment, to be entertained, to participate actively and to develop new skills or to cultivate
what they already know. It should also be noted that two of the trainers’ report actions in the
context of cultural activities but emphasize that through them the trainees had the
opportunity to give their impression to the outside society, which enabled their re-
socialization and extroversion.

The Director considers that of the actions already offered to the school, particularly effective
are those that offer some certification of the knowledge they provide, which can be used as a
qualification both during their confinement and after their release. He characteristically
states:

"The actions that have the greatest impact and acceptance on our students are those from
which they will be granted some certification, which may be useful to them when serving their
sentence or dafter their release."

This view is not expressed by the trainers but is in line with what four of the eight trainees
have said, who distinguish actions that focus on health and safety issues. The trainees consider
that by participating in actions of this type, such as those organized with the participation of
the Red Cross (which offered certification) and the Fire Brigade, they contributed to
developing skills, gaining knowledge, expanding their skills and being able to offer assistance,
which will have an impact both within the detention centre and in the "outside" society.

Interestingly, none of the trainees mentioned actions in which they participated and focus on
vocational guidance. Two of the six trainers and the school Principal stand out in such actions.
As they point out, they are suitable for the creative use of their time, but mainly for the
cultivation and development of skills that will be useful after their release, in order to maintain
their contact with the needs of the labour market.

Regarding the benefits of social interconnection actions, the findings of the research show
that through those actions the teaching of cognitive subjects is complemented, new
knowledge is acquired in various subjects and especially in those of particular concern to
learners such as culture, health, professions. In addition, experienced scientists contribute to
updating the knowledge already acquired before internment, especially in scientific and
professional matters.

With regard to the skills acquired through practical openness and participation in it, the
respondents gave weight to the development and cultivation of skills already acquired, to the
discovery of new aptitudes and areas of interest, but above all to the acquisition of social skills.
As regards the latter, both trainees and trainers stress the development of cooperation,
organizing, targeting, decision-making and social intelligence capacities within the framework
of action plans and activities involving local community bodies.

Nevertheless, the most important benefits of the social interconnection of S.C.S.s are found
in the part of the attitudes cultivated. It should be noted that the actions support the re-
socialization of prisoners attending school, because within them, they come into contact with
people who socialize with them equally. It is estimated that learners derive psychological
benefits from participating in enjoyable activities, thus becoming more communicative and
extroverted. They are easier to open up to those around them, creating relationships of trust.
They also acquire a collective consciousness and function as a group. Trainees also detect
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changes at the individual level, drawing on self-confidence and self-esteem through actions.
They reflect, remove stereotypes and accept school more as a social institution.

As regards the benefits to the relationships developed between the trainees and trainers
engaged in actions involving social interconnection, these are visible on both sides. Both
consider that the relations between them are tightened and become more equal, thus
developing confidence and creating a pleasant and creative climate. The impact of the actions
on the relationships between the trainees is also visible. This lies in principle with the better
acquaintance of each other but above all in the possibility of cooperation and the creation of
groups that promote, on the one hand, the exchange of knowledge and experience and, on
the other hand, the motivation and encouragement of each other in the creative process.

Focusing on the potential benefits of post-release actions, the research findings show that it
is difficult to know precisely how and to what extent the benefits of education in a Detention
Centre affect the long-term, often, life outcomes of prisoners after confinement. This difficulty
is even more evident in this study, which attempts to approach more specialized research
fields. As research progresses in educational structures within detention centers, more safe
conclusions are likely to be drawn linking the openness of education to a better life after
incarceration.

On proposals to enhance the effectiveness of actions, all participants refer to issues relating
to improving the organizing of actions. Joint proposals that can contribute to improving the
effectiveness of actions are relevant to the duration, number of meetings and role of logistics.
Trainers and trainees are also proposing a stable network of partnerships with the local
community, with trainers pointing out in particular that this could operate within an
established framework, so that social interconnection initiatives come from the institutions
themselves and are not entirely dependent on the Director and the school's teaching staff.

Another common assessment to improve the effectiveness of the actions is to target them on
issues that will concern the trainees after their release. It is reported that an action can be
more effective when focusing on professional rehabilitation. In addition to the targeting of
actions in the professional reintegration of prisoners, the issue of social reintegration is also
mentioned. Trainers and trainees suggest that this could be prepared through actions, during
their internment, if the actions offered can allow learners to make their mark on outside
society. Trainers say this could arise in the context of actions, from the participation of
trainees in cooperative schemes of productive purpose, such as social enterprises, which
could last after their confinement. Characteristic is the following excerpt from an interview
with a school trainer:

"The outflows I think are very important and could be done in the context of a social enterprise
perhaps not only with an ultimate professional purpose but a social purpose. Again, when
students feel they are producing something and offering and producing it for the outside,
which means that when they come out, they will have something ready, there will be some
imprint of them outside. From what we have read there are several such moves in some other
countries."

4. Conclusions

This research highlights the effectiveness of social interconnection in the 2nd S.C.S. of Patras,
which operates within the detention centre of Agios Stefanos. It is noted, as in the surveys of
Anagnou & Vergidis (2008) and Vergidou (2016), that in schools operating in a detention
centre, the Directors develop manifold collaborations and carry out remarkable actions with
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local community bodies. The findings of the survey show the positive impact of the school's
openness on the achievement of its educational objectives and seem to confirm what has
been mentioned in the existing surveys on the benefits of education in a Detention Centre in
general, but also especially on the benefits of the openness of educational structures.

Social interconnection actions contribute more to the personal development, as well as the
professional and educational vigilance of learners within them (Dimitrouli & Rigoutsou, 2017).
Moreover, the very nature of openness that bridges the "outside" with the "inside" lends a
transformative character to educational function on a psychological and especially social level.
As far as the psychological part is concerned, the sense of carefreeness from participating in
pleasant activities is stressed by all the respondents. Accordingly, referring more generally to
the training provided in S.C.S.s, many researchers (Dimitrouli & Rigoutsou, 2017; Vergidis, etc.,
2007; Tewksbury & Stengel, 2006), note that education motivates the prisoner to creatively
utilize his free time, significantly reducing his psychological burden from confinement.

On a social level, almost all interviewees referred to the strengthening of socialization and
extroversion within prisons as well as re-socialization through contact with the outside world
(Dimitrouli & Rigoutsou, 2017; Brazzell et al., 2009). A common finding of the majority of
trainers and trainees is that they open up, build relationships of trust and feel that they can
be useful to those around them (Michelle et al., 2001; Brazzell et al., 2009).

However, with regard to the potential benefits of post-release actions, the general
conclusions from the responses given in the interviews are in agreement with those of the
existing studies on the results of education in general in a Detention Centre after release, in
that these benefits exist but are not easily visible and detectable (Bushway & Reuter, 1997;
Lawrence et al., 2002).

In order to improve the effectiveness of actions, it is proposed that they should be organized
on a more stable and regular basis, as well as their focus should mainly be on vocational
guidance, issues raised by other researchers who generally refer to the educational programs
offered in prisons (MacKenzie, 2008; Dimitrioulis & Rigoutsou, 2017). In addition, it is stated
that trainees can prepare their professional rehabilitation during their confinement if they are
involved in actions through which they will be able to go out on their own through an outflow
system (Tsilikis & Gakou, 2018).

Finally, trainers and trainees consider that the actions would have been more effective if their
implementation had been formally planned, organized and established, following research
and diagnosis of the needs of the trainees. In a broader context of education in a Detention
Centre, Lawrence et al. (2002) consider that the improvement and expansion of education
programs is built by establishing relationships with a variety of actors and is a policy issue
requiring strategic planning. More specifically, surveys concerning prison S.C.S.s show the lack
of a broader plan on the part of the local community (Anagnou & Vergidis, 2008), while it is
necessary for the state to take more initiatives in relation to the interconnection of the school
(Kofini, 2017).

As regards the limitations of research, the research approach, the research strategy and the
sampling method chosen constitute a restrictive element with regard to the generalization of
its findings, since an attempt was made to understand various aspects of the effectiveness of
the actions in a context that concerns only the specific school. However, as has already been
mentioned, the field under consideration has been little explored in our country, so the
research carried out is essentially a first approach to the subject.
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Case studies like this in other schools, as well as a larger range of surveys with a richer and
random sample, in more than one prison school, could confirm or disprove the findings of this
research. In any case, however, they would enable its conclusions to be broadened and
enriched. So future researchers seeking to address the issue of social interconnection and its
effectiveness in the education of prisoners, have a wide range of research fields that gather
all the evidence that has emerged from the results of the work.

In particular, there is a need to understand more deeply the concept of social interconnection
both in terms of its content and in terms of its implementation. One of the research requests
arising as a result of this study could be the identification of those elements of outside society
that need to be connected to the prison society. What would be their direction and for what
purpose in particular? The consequence of this issue is to further study the effectiveness of
social interconnection actions in order to investigate which of them are effective and how. An
integrated approach could identify whether the limits of this effectiveness stop within the
school or extend beyond prison or even after release. Another level of study concerns the
expressions of effectiveness in human relations, personal development, vocational guidance
and social reintegration of learners. From then on, a wide range of variables involved in this
research can be explored so that future researchers can formulate more clear correlations.

References

Anagnou, E., & Vergidis, D. (2008). Second Chance Schools' action strategies. The institutional
framework and the contribution of Directors. Adult Education, 13, 11-18. [in Greek]

Antoniadou, Th. (2014). The education of prisoners in Greece: the example of the operation of
prison S.C.S. and the leadership style of these schools. Master thesis, University of Thessaly.
[in Greek]

Vergidis, D., Asimaki, A., & Jintzidis, A. (2007). The training of prisoners. The Second Chance
School at Korydallos Prison. Arethas, I1V,61-89. [in Greek]

Vergidou, A. (2016). The Directors of Second-Chance Schools. Their contribution to the
effectiveness and culture of the school unit. Master thesis, University of Patras. [in Greek]

Brazzell, D., Crayton, A., Mukamal, D. A., Solomon, A. L., & Lindahl, N. (2009). From the
Classroom to the Community: Exploring the Role of Education during Incarceration and
Reentry. The Urban Institute, Justice Policy Center. Retrieved January 20, 2020 from:
https://files.eric.ed.gov/fulltext/ED508246.pdf

Bryman, A. (2017). Methods of social research. (transl. P. Sakellariou, ed. A. Aidine). Athens:
Gutenberg. [in Greek]

Bushway, S. D., & Reuter, P. (2003). Labor markets and crime risk factors. In L. W. Sherman,
D. P. Farrington, B. C. Welsh, & D. L. MacKenzie (Eds.). Evidence-based crime
prevention (pp. 212-254). New York: Routledge.

Creswell, J.W. (2011). Research in education. Design, conduct and evaluation of quantitative
and qualitative research (transl. N. Kouvarakou, ed. H. Jorbatzoudis). [in Greek]

Cullen, F. T., & Gendreau, P. (2000). Assessing correctional rehabilitation: Policy, practice, and
prospects. Criminal Justice, 3(1), 299-370.

Dimitrouli, K., & Rigoutsou, E. (2017). Guide for Second Chance Schools Educators in Detention
Centres. Athens: Ministry of National Education Research and Religious Affairs, General
Secretariat for Lifelong Learning and Youth. [in Greek]

76


https://files.eric.ed.gov/fulltext/ED508246.pdf

Michelle, F., Torre, M. E., Boudin, K., Bowen, I., Clark, J., Hylton, D., Martinez, M. M., Roberts,
R. A., Smart, P., & Upegui, D. (2001). Changing: The Impact of College in a Maximum-
Security Prison. New York: The Graduate Research Center of the City University of New
York.

Isari, F., & Rourke, M. (2015). Qualitative Research Methodology. Athens: Association of Greek
Academic Libraries. [in Greek]

Kofini, E. (2017). Addressing the social exclusion of prisoners through their participation in
Second Chance Schools. Master thesis, Hellenic Open University. [in Greek]

Lawrence, S., Mears, D. P., Dubin, G., & Travis, J. (2002). The practice and promise of prison
programming. Washington: Urban Institute, Justice Policy Center.

MacKenzie, D. L. (2008). Structure and components of successful educational
programs. Reentry Roundtable on Education, John Jay College of Criminal Justice, New
York, March,31. Avaktnbnke otic 20 NoeuBpiou 2019 oamd tnVv LoTOooEASA:
http://iohnjay.jjay.cuny.edu/files/DorisMackenzie Final.pdf

Tewksbury, R., & Stengel, K. M. (2006). Assessing correctional education programs: The
students' perspective. Journal of Correctional Education, 13-25.

Tsilikis, H., & Gakou, E. M. (2018). Social entrepreneurship and correctional. Proposed model
for the reintegration of prisoners and released persons in Greece. Social Policy, 9, 88-110.
[in Greek]

Visher, C. A., & Travis, J. (2003). Transitions from prison to community: Understanding
individual pathways. Annual review of sociology, 29(1), 89-113.

Willems, P., & Gonzales-DeHass, A. (2012). School-community partnerships: Using authentic
context to academically motivate students. School Community Journal, 22(2), 9-30.

Corresponding author:

Amalia Stoumpou, Hellenic Open University, amalia.stoumpou@gmail.com

77


http://johnjay.jjay.cuny.edu/files/DorisMackenzie_Final.pdf
mailto:amalia.stoumpou@gmail.com

Educational needs
(Educational Needs Assessment)
Dimitris Vergidis

University of Patras, vergidis@upatras.gr

Freire’s view that the content of education cannot be based on what educators think is best
to be taught to the learners, gets to the heart of the matter of adults’ needs assessment in a
very concise way.

The baseline for organizing the programmatic content of adult education, according to Freire,
should be the existing concrete situation, which is problematized, i.e. it is posed as a problem.
In order to define the thematic content of the adult education programs within an area,
specific investigation is required. The assessment team, at first, exploits secondary sources to
register and analyze the current situation in the area. Afterwards, the team cooperates with
volunteer informants, gathering more facts on the important data of the area. Participatory
research continues with on-the-spot visits of the investigators, in order to approach the
population’s reality, through discussions with the habitants and observation. The research
material is gathered and analyzed by the investigators, the informants and representatives of
the habitants, aiming to organize the programmatic content of the educational action.

During the second stage of the investigation, the team codifies the problems and
contradictions that have been chosen. These codifications (schemes, photographs, posters,
short texts, sketches, etc.) should present situations that are familiar to the population of the
area (existential situations), given that, according to Freire, the habitants engage actively
when codifications are directly relevant to their needs. However, as he points out, it is
common that the participating local habitants do not realize the relation between their needs
and the direct and indirect causes of those needs.

During the third stage of the investigation, thematic cycles of investigation are scheduled. In
every cycle of investigation, a maximum of twenty people may participate from the local
habitants, apart from the coordinator, along with a psychologist and a sociologist. According
to Freire, 10% of the local population should participate in the “cycles of investigation”.

In the last stage of the investigation, the themes that have emerged from the discussions with
the participants (generative themes) are classified by the investigators into the various social
sciences, by conducting a cross-sector/ interdisciplinary study. After the codification of the
issues and their classification into chapters has been completed, the educational material
should be prepared (photographs, posters, slides, movies, texts, etc.).

When the necessary resources to carry out the thematic investigation are not available, Freire
specifies that educators may, based on the available secondary sources, choose certain core
issues for the first educational meetings. Moreover, they structure any further thematic
investigation together with the participants, so that the content of education reflects their
needs.

Diametrically opposed to Freire’s approach on educational needs is Parsons’ Structural
Functionalist approach. According to Parsons, what is socially expected becomes individually
required. Culture (common values, rules, knowledge and beliefs) define social structure: social
positions (status) and social roles performed by individuals. The individuals during their
socialization acquire implicit needs that require them to fulfill the expectations and demands
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of the reference groups, which constitute their role. Consequently, the individuals’
educational needs are socially predetermined and consist of the expected knowledge,
competencies and attitudes they role bearers should have in order to effectively perform it.
The needs expressed as the people’s explicit requests derive from the social structures — they
are a subjective expression of the objective needs — and it is thought that they should
converge with the functional prerequisites of social structure. Any dysfunctions and structural
tensions within a social organization create new educational needs.

The concept of “need”, according to the above, should not be confused with any related
concepts, such as:

= Necessity, which leads to the uncritical acceptance of any educational program which
is presented as a “necessity”. Necessities by definition are not subject to collective
investigation, dialogue and negotiation.

= Wish, which points to subjectivism without any criteria.

= Demand, which points to automatisms of the market and the sum of individual or
collective requests.

= Preferences, which are based on the assumption of people’s rational choice.

In the area of continuing vocational training, in order to define the educational needs we may
exploit the available professional profiles or perhaps carry out task analysis or skill needs
analysis for the specific occupations and working positions. The aim is to determine the
knowledge and skills — competencies which are required to pursue a specific occupation or a
working position and, more generally, to effectively perform a role. The deficit of adults in
relation to the demands of the occupation, working position or role is represented
schematically below.

Scheme 1
required knowledge, skills— knowledge, skills
competencies / tasks which correspond — competencies
to a working position (reference groups’ already acquired
Educational expectations / demands from the by the individuals
needs = individual performing the specific role) and their
- behavioural
distance from the
role

According to the deficit theory, the difference between the actual and the satisfactory is
required in order to pursue a profession, an occupation or a role. The educational program
should make up for this deficit.

This approach downplays or even negates the contribution of the participants (individual
and/or collective) to defining, signifying and highlighting their educational needs, within their
own space and time and in their lived reality.
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The educational needs may have a subjective dimension, which is illustrated by the
experiences, any personal and professional problems, any changes in the participants’ lives,
their signification, their differentiation in performing a role and assuming new roles
(individuals interacting with the natural and social world and bestowing meaning to them).
Moreover, they may have an objective dimension which is illustrated by the developments
and changes in the labour market, the technological advances, social and/or working
problems (structural tensions), changes in culture (problematization of the current situation).

The web and spectrum of the roles that participants are asked to assume, often involve
contrasts and contradictions concerning the expectations and demands of the reference
groups, and as a result, conflicting needs emerge. In these cases, negotiation of the
participants’ group needs is required. In addition, even when participants have realized their
educational needs, they may not express them explicitly. Based on the above, the needs may
be categorized as follows:

a. conscious and expressed, which are expressed either as demands or as requests,

b. conscious but not expressed, which are not expressed either due to the silence culture, or
due to other reasons,

c. latent, implicit or emerged, which are illustrated by the problematization of the situation of
the participants (their lived reality), the assessment of their experiences and the
contradictions of their field or area.
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Some indicative, interesting books in the field of Adult Education recently published

WAV Expanding  Transformation  Theory offers a  deeper
understanding of the philosophy, principles and major
* components of Transformation Theory, which was developed by
Jack Mezirow. It provides a thorough comprehension of the
affinities of the theory with other emancipatory theoretical views

) N/ *-‘&?AVA&N &

EXPANDING and provides the readers with an expanded insight of the core
TRANSFORMATION THEORY  theoretical framework that will support their research and
AFFINITIES BETWEEN JACK MEZIROW AND . .
EMANCIPATORY EDUCATIONALISTS educational practice.
s Ko The book juxtaposes Mezirow’s perspective with those of ten

VAAVA VAN VA V- . . . . .
AA AAAV‘A%U major emancipatory educationalists — Dewey, Freire, Gould,

N A /N Marsick, Socrates, Kegan, Greene, Argyris, llleris, and Jarvis,
?VA A WAAY respectively, who all share the idea of learning with the aim of
§ /’v WVA

ey s AR changing problematic perceptions and behaviours. Such issues as
convergences and dlvergences among the theoretical perspectives, as well as the impact of
the theoretical ideas that Mezirow incorporated in his work, are addressed. The work of
Mezirow is further reviewed in order to pinpoint the dimensions which appear to have been
confirmed and endure over time, and, in turn, those that seem to need expansion or even
revision.

This book will be of great interest to researchers, academics, students, and adult educators
who are interested in transformative learning theory and emancipatory education.

The book is available from Routledge at:

https://www.taylorfrancis.com/books/edit/10.4324/9781138489226/expanding-
transformation-theory-alexis-kokkos
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2020 Cyril O. Houle Award for Outstanding Literature in Adult Education (AAACE)

profound social and emotional change that nontraditional

= " and historically underserved students undergo when they
Transformational Learning = enter community college. Drawing on case study material and
in Community Colleges student observations, the book outlines the systematic

\ Transformational Learning in Community Colleges details the
S e A -

CHARTING A COURSE FOR ACADEMIC supports that two-year institutions must put in place to help

AND PERSONAL SUCCESS

students achieve their educational and professional goals.

Chad D. Hoggan and Bill Browning articulate the
transformative changes that many community college
" students experience—or need to experience—in order to
' successfully navigate post-secondary education and launch

professional careers. The authors provide a window into the

student experience of transformation by drawing on research,
theory, and the voices of students. They offer practical guidance on how a renewed focus on
student transformational learning can complement the skills curriculum, accelerate current
community college reforms, and help lead to higher student success rates in college and
careers.

Chad D. Hoggan | Bill Browning

Foreword by Robert G. Templin, Jr.

The book offers recommendations, classroom practices, and action points that can be
integrated systemwide across departments and programs, and tapped by faculty,
administrators, staff, and leadership eager to champion student success. These institutional
changes, the authors contend, will render the community college a more robust, nimble
entity, one capable of supporting students at each critical stage of their academic and
emotional development.

At a time when community colleges are being called to account for the measurable success of
their students—in college and in the workforce—this book is a call to change how they
approach their work so that they can fulfil their mission to promote social and economic
equity for all of their students.
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Fergal Finnegan and
Bernie Grummell (Eds.)

Power and Possibility: Adult Education in a Diverse and
Complex World

Editors: Fergal Finnegan and Bernie Grummell

Power has been a defining and constitutive theme of adult
education scholarship for over a century and is a central
concern of many of the most famous and influential
thinkers in the field. Adult education has been particularly
interested in how an analysis of power can be used to

| support transformative learning and democratic

participation. In a fragile and interdependent world these
guestions are more important than ever. The aim of this
collection is to offer an analysis of power and possibility in
adult education which acknowledges, analyzes and
responds to the complexity and diversity that
characterizes contemporary education and society.

Power and Possibility: Adult Education in a Diverse and Complex World explores the topic of
power and possibility theoretically, historically and practically through a range of perspectives
andin relation to varied areas of interest within contemporary adult education. Itis concerned
with addressing how power works in and through adult education today by exploring what
has changed in recent years and what is shaping and driving policy. Alongside this the book
explores ways of theorizing learning, power and transformation that builds and extends adult
education philosophy. In particular it takes up the themes of diversity and solidarity and
explores barriers and possibilities for change in relation to these themes.
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The book Pedagogy of Evaluation was published in
Greek by the Labor Institute of the Trade Union
Confederation of Greece (INE GSEE) to commemorate
Paulo Freire’s centennial. In fact, the book is a
translation into Greek of the 155 issue of New
Directions for Evaluation, where distinguished scholars
from the field of Evaluation as well as colleagues of
Paulo Freire investigate the impact of Paulo Freire’s
ideas to the theory and practice of Evaluation. The
original version of the book is edited by Michael Quinn
Patton, while the Greek one is edited by Thanassis
Karalis.

The chapters of this book could be divided into two
broad categories. The first one includes articles with a
mainly theoretical orientation, dealing with the
interconnections of Freire’s ideas to the theoretical
approaches and models concerning Evaluation. The

other category is about implementation of Freirean inspired evaluations in diverse socio-
economic settings. All chapters contribute to a critical dialogue between certain evaluation
approaches and the ideas of Paulo Freire.
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