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Editorial Note

With the dawn of the new year, our journal enters its fourth year. It is a fact that challenges, problems,
and unpleasant situations are increasing instead of decreasing, spreading to more corners on the
planet instead of being limited. Adult Education, in its critical and emancipatory perspective, is
emerging as more necessary than ever. In this issue we find remarkable articles that embrace different
but crucial issues in Adult Education. These articles cover a wide range of topics concerning issues of
educational policy, online education, employment and lifelong learning policies, transformation
theory, occupational practices, all of them examined under the lens of a critical approach.

In their article Kostourou and Papageorgiou examine the educational dimension of midwifery in
professional education programs of this professional field in Greece. Although the educational
dimension of midwifes role is rather rather than profound the question is whether midwifes fully
understand all the dimensions of this role, their importance, and the conditions for its appropriate
exercise. To explore this question twelve in-depth semi-structured interviews with midwifes - trainers
and eight interviews with men and women who had participated in childbirth programs in Greece were
conducted. What emerges as a key conclusion is that midwifes need more support for the educational
part of their role, but also strengthening their practice as trainers by integrating the basic principles of
Adult Education into their programs.

Giannakopoulou's article concerns the role of communication in forming online learning communities.
The research presented is based on a qualitative approach and more specifically on fourteen semi-
structured interviews with undergraduate and postgraduate students of Hellenic Open University.
Based on the main findings of this research Giannakopoulou reaches the conclusion that learning is a
social process of knowledge construction and cannot be effective if it is deprived of the dimension of
communication and interaction within an appropriate social context, such as that created in online
learning communities.

In their article Tsiboukli and Efstratoglou deal with the issue of employment and occupational
prospects in Greece and its connection to lifelong learning policies. Applying the Oxford Global
Economic Model, they estimate that during the period 2022-2030 the total employment rates in
Greece are expected to decrease by 3,4%. This forms a paradox; in a period of economic growth, we
have no new jobs created (jobless growth). They suggest facing more critically lifelong learning policies,
and mapping more carefully the job market calling also to have a deeper view on those who rarely
participate in training programs and are considered also to dropout from formal educational processes.

The issue of Mezirow's perception of the role of emotions in Transformation Theory is one of the most
crucial and interesting debates for more than thirty years among scholars of this field. Karakou and
Karalis examine this issue based on content analysis of the texts of Jack Mezirow. Their findings show
that Mezirow linked emotion to the key elements of his theoretical construction (object and means of
transformation, phases of transformation, and the role of adult educator). According to the research
findings Mezirow managed to develop a comprehensive theory, keeping the boundaries of adult
education distinct from psychotherapy.

In her article Virvidaki states that both public discourses and dialogue between adult learners are in
many cases confined to competitive and assertive claims, leading to a reduce the potential of the
dialogical act. Virvidaki suggests specific strategies for the adult educator, to render learners more
sensitive to elements of uncertainty implicated in the process of collective rational inquiry. In this way
students can activate their ability to handle more intricate and multidimensional discursive processes,
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beginning to transform the restrictive stance towards the dialogical act, that they had manifested at
the beginning.

In his article Vassilopoulos seeks the contemporary role and objectives served by the transfer of
European lifelong learning policies for vocational education and training in Greece, through the
analysis of European policy texts. What emerges is that European Union developed its interest in
lifelong learning after 1990 in the context of an instrumental logic where the emphasis was placed on
(vocational) education and training structures which were considered to be more effectively linked to
serving the needs of the labor market. In the Greek case, on the one hand, we are not aware of the
impact of the transfer of European policies on employment and the economy. On the other hand, the
achievement of the objective of social inclusion and the fight against social exclusion within a system
characterized by low participation and aggravation of social inequalities is in doubt.

The next issue of our journal will be dedicated to future orientations of the Transformative Learning
(TL). The community of TL scholars has highlighted the theoretical exploration as a "theory in
progress", consisting of a continuous development and elaboration of the perspectives it includes.
Although there is a general agreement among the scholars of Transformative Learning that its defining
characteristic is the aim of deep transformation, and that the related theoretical views constitute a
living theory, there has not been a thorough collective discussion about how these concepts are
understood. This issue will form the core of the next issue, in which important scholars of this field will
present their views.

Professor Thanassis Karalis
Professor Katerina Kedraka

Editors of ADULT EDUCATION Critical Issues
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Midwives as Adult Educators: An Investigation of Midwives’
Perceptions about the Educational Dimension of their Profession

Eleni Kostourou?, Ira Papageorgiou®

2Hellenic Open University, std105380@ac.eap.gr

®Hellenic Open University & Labour Institute INE GSEE, papageorgiou.ira@ac.eap.gr

Abstract

This article deals with the educational dimension of Midwifery, as manifested in the context
of perinatal education programmes in Greece. Despite the internationally recognized value of
childbirth education in reducing perinatal mortality and morbidity, and despite the rich activity
of midwives in terms of perinatal education, their role as adult educators has received limited
scientific attention and support. The purpose of this study is to investigate whether and to
what extent midwives teaching in perinatal programmes perceive their role as educators, as
well as whether and in what way they are prepared for this role. It also investigates whether
and what form of training midwives receive to their role in perinatal education. The study
followed the specifications of qualitative design and data was collected through in-depth
semi-structured interviews with twelve (12) midwives - trainers in perinatal education, as well
as with eight (8) women and men who have participated in childbirth classes in Greece. The
findings highlight the need to further support midwives in their educational role and to
enhance their educational practice by integrating the principles of Adult Education.

Keywords: perinatal education, midwives’ educational role, trainers’ training, adult
education, women’s education

1. Introduction

Perinatal education today involves a holistic approach to care and support, which actively
involves the pregnant woman, the partner, and the family. It includes preparing women for
childbirth, counseling/supporting breastfeeding mothers, building up for the transition to
parenthood, and promoting family health (Polomeno, 2000). In essence, perinatal education
has replaced the passing on of knowledge and experience surrounding childbirth and
motherhood from woman to woman within the family-neighbourhood context. In this new
context, the passing on of knowledge is performed by the midwife.

The move of childbirth from home to hospitals and the detachment of labouring women from
their familiar surroundings as well as the transformation of pregnancy and childbirth from
private to public affair, led to the need for informing and guiding women through a normalized
framework. The midwife, already on the woman'’s side since antiquity, undertakes the role of
satisfying the need for support, information and guidance through the educational dimension
of her profession. The role of midwives, despite the intense medicalization of pregnancy and
childbirth, is emerging as crucial in reducing perinatal mortality and morbidity (WHO, 2019).
Appropriate midwifery education, both at the level of clinical practice and at the level of
training as educators in childbirth/maternity programmes is underlined by a variety of
international organizations. For instance, the International Confederation of Midwives (ICM),
the World Health Organization (WHO) and the United Nations (UN) have detailed work plans
for the training of midwives as educators, highlighting the contribution of professional
competence in reducing maternal and neonatal mortality (Barger et al., 2019).
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The integration of the principles of Adult Education is highlighted by the above organizations
as a necessary element for the qualitative upgrading of perinatal education programmes. In
particular, according to the latest guidelines of the WHO (2019), the role of midwives in health
systems is essential and central, given that the informed practice of midwifery is proven to
contribute towards women adopting more positive attitudes regarding health at such a critical
moment in their lives. Emphasis is also laid on the importance of proper training and the
development of midwives into knowledgeable health professionals, who will be able to cater
fully and purposefully to the couples’ needs for support and counselling. The literature review
reveals that the educational role of midwives in the context of perinatal education
programmes has received limited attention. The role of midwives as adult educators is usually
approached indirectly, through the exploration of the various aspects of the programmes.
Rarely are midwives-educators given a voice to talk about their role and how they experience
itin practice. Nolan (2010) is one of the few researchers to highlight these programs as a prime
form of adult education and to point out the deafening silence in the scientific field about the
use and incorporation of the principles of Adult Education. Although the activity of midwives
in perinatal education programs appears intense in Greece and beyond, it has not been
investigated or associated with the field of Adult Education. Midwives in perinatal education
programs, as will be seen below, are called upon to take on a much more substantial role than
that of an informant. And their trainees are much more than mere "audience".

2. Theoretical Framework
The present study draws on Kegan’s (2003) theoretical proposal to investigate the dimensions
of the role of midwives as adult educators in the context of perinatal education. Kegan (2003),
based on the theory of constructivism -according to which reality is not something that
"happens to the individual" but rather is something created by her- in the context of the
developmental theory, described a dynamic view of the evolution of individual’s
consciousness, which evolves through five stages:

. First stage (about 2-6 years old): Imagination plays a leading role in the way the person
perceives reality. The subject, making irrational correlations through the prism of
imagination, fails to produce logical cause-and-effect relationships.

. Second stage (around 7 years old until adolescence): The individual begins to clarify who
she is and what she wants. Desires are perceived as objects with duration. She
expresses an egocentric and short-sighted attitude as she tries to manipulate her
environment to satisfy her needs.

. Third stage (end of adolescence onwards): Development of the individual's perception
of the social whole to which she belongs. This awareness is expressed through the
pursuit of commitment to individuals or ideologies. Egocentrism gives way to
subordination to the group, its interests, and values. The actions and perceptions of the
individual are oriented towards the "meeting" with the community.

. Fourth stage (conquered by few adults): The individual can be accountable and in
control of her internal state. Experiences are now perceived outside the self, as objects
of observation and reflection as the subject has now constructed a Self, which is not
defined by the individual's relations with the people around her but is self-determined.
However, an encounter with elements of an opposite value system poses a challenge
to the subjects’ composure.

. Fifth stage (conquered by a minimum of adults): Weakening of dichotomous thinking.
The individual can combine the opposites but also find the unity that pervades them on
a universal level. This ability allows the adult to deftly navigate between opposing
elements.

Kegan argues that the transition from one level to another presupposes the objectification of

experience, that is, its view beyond and outside of ourselves, not as subject -that is as a state
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of being- but as an object under observation and contemplation. As Kokkos (2019) points out,
what matters in the transition from one stage to another is not the change in what the subject
learns but the change in how she learns. The change of epistemological structures does not
take place suddenly and completely. Instead, the process develops through constant
regressions in which the individual uses elements of the previous and/or next stage in order
to re-frame the new reality and to achieve balance.

This theory is useful in the context of the present study for the following reasons: Pregnancy
and the transition to parenthood are a pivotal moment in life, characterized by gradual
changes in the individual's life -what Mezirow (2000) refers to as “disorienting dilemma” -
which requires the revision of previously accepted viewpoints and presuppositions. In other
words, it is a period of life in which the person seeks tools to reconstruct her reality, as
described by Kegan. Thus, the educator-midwife is called upon to assume a very important
role: To understand the level of development which the adult learner has reached and to
adapt the educational programme accordingly. She is called to create those conditions which
will support the individual in the reconstruction of her consciousness, taking into account the
stage of development which the learner has reached at that moment. The mere provision of
information, therefore, according to Kegan, proves ineffective for the adult learner, as it does
not contribute to their development and transformation. However, Kegan's theory is also
important in terms of the educators’ level of consciousness and the degree to which they can
identify their own dysfunctional perceptions (or elements of the subject according to Kegan)
that are inserted into the educational process.

3. Literature Review

The literature review refers to studies investigating perinatal education courses within the
context of adult education and the role of midwives as educators respectively. Some studies
focus on the perinatal programs’ participants’ educational needs. Such an example is the study
of Norling-Gustafsson et al., 2011). Although oriented towards the investigation of the degree
of satisfaction of couples who have participated in perinatal education programs, in
demonstrating the degree to which the programs respond to the learning needs of the
participants, it also highlights the importance of midwives being informed concerning their
role as educators and reveals the processes that evolve in the context of perinatal courses as
adult education programmes. Other studies demonstrate the need for perinatal education
programmes to be more adapted to the participants’ learning needs, as those needs are
highlighted in the theories of adult learning (Fabian et al., 2005).

Other studies look into the educational methods and the content of perinatal programmes.
What is found in research is the prevalence of a teacher-centred approach. With the aim of
sterile information transmission, the educational methods in perinatal programmes tend to
include lecturing and a limited use of active / participatory learning techniques (Nolan, 2010).
The lack of acquaintance of midwives with participatory learning strategies and teaching
methods, as well as of organizational educational principles (e.g. appropriate number of
participants) are reported as common causes for adopting this approach (O'Sullivan et al.,
2014).

The evaluation of perinatal education programs is another important part of the educational
process, which as pointed out in the literature, has been largely neglected (Stamler, 1998). In
this way, there is often a discrepancy in the degree of satisfaction reported by the participants
in the courses and the midwives’ perceptions (Norling-Gustafsson et al., 2011; Renkert &
Nutbeam, 2011; Stamler, 1998). Theodoridou (2005) is the only author in the Greek literature,
who refers to the importance of self-evaluation of the midwives’ work in perinatal education
through critical reflection, indeed suggesting its integration into the midwives’ training
curriculum.
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O'Sullivan et al. (2014) underlines the limited interest of the scientific community in exploring
the preparation that midwives receive to respond to their educational role in perinatal
education programs. In their study, they note the lack of preparation and support that
midwives receive in preparation for their educational role and emphasize the need to
introduce continuing training in this area. According to Theodoridou (2005), the relevant
training in Greece often takes on an informative character, thus deviating from its purpose,
i.e. the enrichment of the knowledge and skills of the trainees. She points out the non-
correspondence of the content of the training programs with the midwives’ learning needs,
as they perceive and articulate them. In addition, she points out that this discordance suggests
a significant deviation from the principles of Adult Education, where the identification of
content and learning methods according to the needs of the adult learner is central to the
success of education (Papageorgiou, 2022).

4. Methodological Approach
4.1 Purpose - Research Questions

Based on the above, the need to understand how midwives perceive their role in the context
of perinatal education programs is highlighted. Specifically, the following questions are
investigated in the context of this article:

¢ How do midwives understand their role in perinatal education courses?
¢ To what extent do they understand their role as an educator?

¢ Do they receive trainers’ training and what kind to fulfil this role?

For the study, we will focus on midwives and perinatal courses in Greece.
4.2 Methodology

The present research follows a qualitative approach. According to Creswell and Guetterman
(2020), a qualitative approach proves to be extremely useful for the holistic examination of a
phenomenon. The aim is to deeply understand and investigate a phenomenon - the role of
midwives as adult educators and how they experience teaching in perinatal courses. The
chosen methodological approach allows for greater flexibility (Robson, 2011), as it allows the
research tools to be adapted during the research and to include emerging dimensions to be
explored. In Greece, the role of midwives as adult educators remains invisible. Therefore, a
quality design allows the emergence of unknown variables that are included in this dimension
of the obstetric profession.

As a data collection method, the semi-structured interview was chosen. According to Robson
(2010) and Creswell & Guetterman (2020), the semi-structured interview permits more
flexibility in the course of the interview, it encourages the development of participants’
thoughts and feelings and consequently, it allows the emergence and exploration of new
themes and dimensions. Because of the above, the interview guide's questions revolved
around how midwives perceive their role but also encouraged them to explore topics (e.g.
challenges, dilemmas, participation, and exclusion issues).

The research involved twelve (12) midwives with experience in the private sector and
voluntary providers of perinatal education, in the organisation and conduct of perinatal
education programmes. Four (4) of these midwives are also midwife educators. The research
also involved eight (8) participants/trainees in such programs. The interviews of this target
group were designed and implemented after the analysis of the midwives’ interviews.

4.3 Limitations - Reliability of the Research
To ensure the validity and reliability of the research, the method of triangulation was applied,

drawing data from different types of informants (midwives-educators and participants in
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perinatal education courses) (Cohen et al., 2018). The purpose of investigating the dimensions
of the trainees' participation was on the one hand to determine whether the aims of the
perinatal education courses, as described by the midwives, are communicated to the trainees.
On the other hand, the aim was to investigate whether the midwives' perception of the
effectiveness of the programs is verified in the views of the participants. The midwives who
participated in this research come from private and voluntary sector organizations in Athens
and thus, the resulting conclusions cannot be generalized.

5. Findings
5.1 The Purpose of Perinatal Programs and the Role of Midwives

For many midwives in the study, their role in perinatal education is inextricably linked to the
obstetric dimension of their profession. In fact, in many cases, the same midwife who trains a
pregnant woman will assist her in childbirth and during breastfeeding. They are therefore
called to act simultaneously in both dimensions, the educational and the obstetric, which
usually develop in the environment of a maternity centre or hospital. In this light, the role that
almost all midwives identified themselves with was that of "supporter". As Margarita® points
out, “midwifery means being next to the woman, with the woman, that is our role". Also,
empowerment emerged as an important purpose of the courses. "l empower. Empowerment.
This is my role. | strengthen their will to breastfeed", said Eleni.

Most midwives interviewed do not think they are educated. They believe that education is not
directly related to the content of their programs. For Alexandra, the concept of education
seems to be negatively charged, perceived as a process that is permeated by strictness and
alienation. The midwives therefore seem reluctant to uptake the role of the educator, which
they have associated with negative schooling experiences. "l think it is education but not in
the strict sense. It's a relationship with a woman. It is a deep relationship beyond the sterile
knowledge that is made in formal education". It has to be noted here that midwives'
perception of not having an educational role in their perinatal courses stems not only from
their negative experiences in education but also from their perception of education only in its
formal form. The lack of training in Adult Education seems to affect the midwives-educators’
view of their role in the context of perinatal programs, as they are not aware of non-formal
education as part of education.

On the other hand, there are midwives’ interviewees who do realize their educational role.
For example, Stella identifies herself partly as an educator, but cannot fit her work regarding
guidance and empowerment into the image she holds for the educator’s role. "Initially you
are an educator but later, when you establish a closer relationship with the woman, you coach,
empower, and give psychological support." Indeed, when it comes to the interviewed
participants in perinatal programs, they tend to view them indeed as educational. Accordingly,
during the interviews, prospective parents refer to these programs using words related to
learning. Indicatively, Faye states that the "lessons" she attended in a perinatal provider "got
her learning one level higher" while Anna feels that she was "educated in breathing
techniques".

The context in which midwives practice their profession - in all its dimensions - presents
Greece with some important particularities. Specifically, the perinatal period in Greece is
extremely medicalized. This fact is reflected in the excessive number of caesarean sections
(WHO, 2016), as well as in the significantly large number of women who choose to give birth
in private maternity hospitals. The rate of caesarean sections in public maternity hospitals in
Greece is 40% and in private ones 60%, when according to the WHO (2016), the medically
acceptable rate is 15%. This inevitably affects the success of breastfeeding to the extent that

1 The names used in this article are pseudonyms.
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a caesarean section can negatively affect the establishment of breastfeeding (lliodromiti et
al., 2018). Therefore, for most midwives in this study, the context surrounding childbirth in
Greece suggests the first and greatest challenge. As they state, "women leave empowered"
from perinatal courses and then give birth in a maternity hospital where none of what they
have learned is validated" (Dorothea), where "their power is being stolen" (Nota). In light of
this, midwives seemed reluctant to see themselves as "educators", considering themselves to
be "much more" than that: Supporters providing courage and empowerment in a struggle.
From the above, it can be seen that the lack of training in the principles of Adult Education
prevents midwives from recognizing the complex role that they perform as educators of adults
(Jarvis, 2010), which includes teaching, guidance, and empowerment.

5.2 Challenges

Despite the individual differences, all midwives identify "the Greek reality" mentioned above
as a great challenge in their role as educators. As Eri explains, "l feel like | have an invisible
enemy somewhere ... you want to work properly, to support childbirth with safety and respect
and love. But you are called to accomplish this in a country and a system where things are very
very bad, very invasive, without respect ... the opposite ". For some midwives, the Greek
reality "is inextricably linked to the "unclear role of midwives in the health system" (Matina).
In addition, Dora explains that the position of perinatal education in Greek society, and in
particular in the Greek health system, contributes to the limited understanding of its
importance. The result of this, as she states, is the perception of perinatal education by
obstetricians as competitive or even hostile. The above perception also appears in the
interviews of the participants. For example, Anna describes "..the Greek system as far as
pregnant women are concerned is rotten and fragile. This is what | experienced in my first
birth and this is what the midwives gave us to understand: How we will cope with this system
during labour".

Interviewed midwives at the beginning of their professional life, considered the setting of
boundaries with trainees as being particularly challenging for them. Characteristically, Eri
refers to "the limits... that also require training, you have to know how to set limits with love
and generosity, it is difficult and you have to handle this gently because if you fail let’s say to
start the session at 7: 30p.m you’ll end up going back home at 2: 00a.m ... ». And this is another
element that stresses the need to further acquire skills related to adult education.

Another issue that emerged from the analysis of the data relates to the characteristics of the
participants as well as the composition of the groups. Sophia, for example, refers to issues
related to the management of gender differences within the groups: “For me, the challenge is
the dad. Fitting men into the group is a challenge because men ... because we live in this
patriarchal society, have more taboos and should ... Because in the average Greek family, they
have learned, you are a boy, do not cry, you are a boy, you are strong, you are a boy so you
do not change diapers, you do not wash dishes so in general ... | generally feel, or | may be
biased | don’t know, that it is difficult “. Once again, this highlights the need for midwives
undertaking perinatal education programmes to demonstrate the knowledge, skills and
competences pertaining to adult learning, such as knowledge of the characteristics of adults
as learners, participatory teaching techniques and group dynamics (Karalis & Papageorgiou,
2012).

The importance of Kegan’s (2003) theoretical proposition on the developmental stages of
adult consciousness and on the role of the educator in distinguishing the level of
consciousness the adult learner has reached that particular moment and her readiness for
transformation is reflected in Stella's description, who states that "Sometimes | meet people
who are steadfast in their views and they try in every possible way to challenge what | say. So
| find myself doing the job of a browser let's say. | try to prove to them, using this or that
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research, that what they are telling me is not true and this is a challenge for me because | am
trying to prove the obvious, what is self-evident to me but not to the other person. Some of
the participants often react ... ".

5.3 Educational Methods

Several interviewed midwives apply active educational methods (such as role play,
experiential exercises, and storytelling) as a way to support, on the one hand, the building up
of their groups and on the other hand to encourage their active participation. Respectively,
interviewees who were participants in such groups emphasized the importance of active
educational methods and their contribution towards learning through the perinatal course.
As Maria describes: "... we did everything... dancing, singing, experiential activities, everything.
It was an incredible experience; it all got me one level ahead". In contrast, different
interviewees, participants in perinatal courses, pointed out their experience of perinatal
courses where there is a prevalence of lecturing and of accumulating "useless" information
(Vaso). Once again, this confirms the importance of midwives knowing and implementing
adult education participatory methods and, when this is not the case, of the need to train
midwives in the principles of adult learning.

5.4 Education — Training — Professional Development

Although all midwives-interviewees have attended vocational training, no midwife has
received training specifically for her role as an adult educator. Most, however, seem to be
looking for training programs to acquire tools that will help them meet the multidimensional
challenges of their role as adult educators. This latter dimension is by no means at the level of
the conscious. In other words, midwives do not seem to connect the emerging challenges that
they try to meet through training with their role as adult educators. The training concerns the
organization of perinatal education programs, counseling, psychology, pedagogy, group
development and management, yoga, etc.

Those educators-midwives who have participated in training after the completion of their
undergraduate studies in Midwifery on their initiative to expand their scientific knowledge
about their educational role consider the preparation they received at the undergraduate
level for teaching in perinatal courses as non-existent. On the contrary, for those midwives-
interviewees who have not participated in professional development courses, the basic
elements of verbal communication included in the undergraduate Midwifery curriculum are
considered as useful enough for their educational practice. This finding is in agreement with
O'Sullivan et al. (2014), who found that midwifery educators who have pursued further
training offer a more holistic approach to pregnant women and their partners without
focusing on a sterile transfer of information.

6. Discussion
6.1 Midwives' Perceptions of their Role in Perinatal Education

The role of midwives in perinatal education and the way they perceive it is considerably
influenced by two elements: The obstetric and clinical dimensions of their profession as well
as the context in which they are called upon to unfold these dimensions. The unfavourable
medical context in which they are called to practice their profession significantly affects the
way they perceive their role. The participating midwives see themselves mainly as a
«supporter» of the woman, as being "with the woman", or "on the side of the woman". For
most it seems that childbirth is a continuation of the lessons but also the point where their
success is evaluated. After all, as most midwives-interviewees report, the success of
breastfeeding and a good start in parenting presupposes a positive childbirth experience. A
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very similar approach of midwifery educators about lessons and childbirth is also found in
other research (e.g. Nolan & Hicks, 1997, Otogara et al., 2017).

However, in the present study, achieving a "dignified" delivery and success in nursing after the
end of the course is a bold move. Midwives in Greece seem to link the lessons with childbirth
outcomes and nursing much more intensely and with significant anxiety, due to the
unfavourable medical context within which they are called to educate and in which pregnant
women give birth.

Still, the interest and dedication that midwives in this study show to their group participants
is a key asset that, accompanied by the necessary training in adult education, would make
midwives particularly good educators, as this element encourages adult educators to take on
a person-centered approach and to be open to the voice and needs of their learners
(Papageorgiou, 2008).

6.2 Midwives' Perceptions of their Educational Role

From the data analysis emerged the feeling that midwives, despite teaching adults, do not
consider their role in perinatal programs as educational or they seem reluctant to define their
role as such. In addition, it seems that their personal experiences from school life and how
they perceive and define learning themselves constitute an unprocessed element, which as
Kegan (2003) argued remains at the level of the subject, i.e. it is not a critically considered
experience. This ultimately affects the way they perceive their role. In this light, there is an
ambiguous attitude towards how they approach their adult audience, sometimes taking on
the role of "parent" and sometimes "of the peer", trying to "persuade" and sometimes "giving
the stimulus" for the participants to pursue their quest. This contradicts the perception of
participating women and men in the courses, who regard these programs clearly as
educational. They consider that they are being educated. Bron’s and Jarvis ‘s (2008)
theoretical proposal on "multiple identities" and the fact that the adult educator can now
work in different contexts, as long as she has a conscience and dedication to her educational
work, could be helpful at this point.

The need for midwifery educators for training in the field of Adult Education permeates the
collected research data whether explicitly or implicitly. This need is manifested implicitly
through their active participation in professional development. They tend to spend significant
time and money on seminars and programs seeking essentially -although not consciously-
Adult Education tools to meet the demands of their role as educators.

7. Conclusion

Midwifery educators, therefore, are looking for tools that will enable them to meet the
challenges accruing from their role as adult educators. In the absence of a coherent
framework that would provide all the tools an adult educator needs, midwives borrow tools
from the field of Psychology and Pedagogy. It could be argued that the participating midwives
in the present research seek Adult Education without knowing it. They seek to meet with the
wealth of the theoretical and practical tools of the field without this pursuit taking place on a
conscious level. But all their needs and their educational aspirations verify this very
presumption.
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Abstract

Many researchers and educators have emphasized the importance of forming and developing
online learning communities. Moreover, the leading role that the forms and the contents of
communication between learners have in the creation and functioning of these communities
is stressed. In this paper we present and comment on s, the findings of a research project that
studied the aforementioned communication issues between students of undergraduate and
postgraduate courses, at the Hellenic Open University. The analysis of the empirical data of
this research, shows that the role of communication in the educational activities in which the
subjects of our research were involved is extremely weak and consequently the formation of
online learning communities is rudimentary.

Keywords: online learning community, distance learning, communication

1. Introduction
The main inquiry of the research project the findings of which are presented and commented
in this text, concerns the forms of communication that were developed among students
participating in undergraduate and postgraduate courses, offered by the Hellenic Open
University by distance education methods.

The theoretical framework for the investigation of this question was composed of three
perspectives that approach and analyze the factors, which, among other equally important
ones, shape the effectiveness of adult distance education and they have been sufficiently
analyzed in the relevant literature. The first perspective concerns the formation and operation
of online learning communities, the second one the interaction that develops in distance
education between learners as well as between instructors and learners, and the third
perspective concerns the role of communication in distance education and the technological
means that mediate this communication.

2. Conceptual Framework
2.1 Online Learning Communities

Researchers and educators have frequently emphasized the importance of shaping and
developing communities within online learning environments (Du et. al. 2010; Palloff & Pratt,
2007a).

An online learning community can be defined as a group of people who utilize the internet
and suitable applications to communicate and collaborate among themselves with the goal in
constructing and exchanging knowledge (Palloff & Pratt, 2007b).

The most commonly used and popular computer software applications include both
synchronous and asynchronous communication programs, as well as file storage and
distribution programs. However, a prerequisite for harnessing the potential of these
communities in online learning environments is the appreciation of their significance by the
learners themselves since communication and collaboration, both among students and
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between students and their instructors, are essential for the creation of online learning
communities (Kohls & Schiimmer, 2014).

In addition to the previous ones, as it has been set by Du et al. (2010, p. 121) “Compared to
other learning communities, the online learning communities has some special characteristics
in terms of interactivity, collaboration, trusting relationships, and communication media”.

This means that an online learning community is actualized when learners feel a connection
among themselves as well as with their instructor; show signs of communicative behaviors
which aim at reducing social and psychological distance between themselves; share common
interests; trust each other, and willing to support each other; they actively involved in every
available form of two-way communication; and pursue common learning objectives (Rovai,
2002a). In our view, these terms situate the notion of online learning communities within the
sociocultural approach to learning which was developed by Vygotsky (1978) and his
successors.

Three elements are now considered crucial for the creation and development of online
learning communities in related literature: the interaction of participants in a learning process,
the communication among learners and between learners and their instructor, and the
technological communication and educational tools that mediate interaction and
communication (Du et al., 2010).

2.2 Interaction in Distance Education

The concept of interaction in distance education is defined from two theoretical perspectives:
communication theories and learning theories (Woo & Reeves, 2007). Communication
theories define interaction as the process through which individuals and objects mutually
influence each other, and when this process has a positive effect on learning then interaction
becomes meaningful.

Learning theories, on the other hand, define interaction about case-specific learning
environments. Behaviorist theories of learning, for instance, define interaction in terms of
stimuli, responses, and reinforcements provided by the mutual effects of their elements
whereas theories of social constructivism focus on these interaction elements that contribute
to the creation of meaning, such as dialogue and communication within learning communities.
Therefore, the definition of interaction depends on how learning is defined.

Accepting the conceptual multiplicity of the interaction, Thurmond and Wambach (2004),
summarized the relevant literature and identified four types of interaction in distance
education learning activities: (1) interaction between learners and the instructional materials
(2) interaction among learners themselves (3) interaction between learners and their
instructors and (4) interaction between learners and the technological tools employed in the
educational process. The first three forms of interaction are common in both conventional
and distance education, though with different qualitative characteristics in each of these
forms of education. The fourth type of interaction is exceptionally important, especially for
educational programs which include software packages in their instructional materials or
make extensive use of the internet.

The importance of interaction in distance education has been emphasized by many
researchers since it is considered one of the most important processes in the educational
process while at the same time the concept of interaction in distance education has been the
focus of many studies (Muirhead, 2000; Tuovinen, 2000).
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2.3 Communication in Distance Education

Various representations of the communication process may be found in the relevant
literature, each of which based on different assumptions or definitions of the concept of
communication itself (Cobley & Schulz, 2013).

What is clear, however, is that every communication which involves learners, trainers,
technological tools, and fields of learning is an extremely complex process directly dependent
on the context in which it develops. According to all available data, neither simple linear
representation of communication process (transfer of information from a sender to one or
more receivers through a medium) nor representations of the diffusion of communication
(the spread of information and its reception by potential recipients) seem to effectively
represent the communication process that is taking place in distance education activities.
However, we may find representations of the communication process which incorporate
essential characteristics of their framework as well as the social negotiation of meaning in an
effort to better interpret the complexity of this process. For example, Schirato and Yell (2000,
p. 1), adopting Bourdieu’s theoretical analyses of human practices and activities, define
communication as "...the practice of producing meanings and negotiating these meanings
within the cultural framework of those involved in communication..." In other words,
communication practices always develop within a cultural framework and are shaped by it.

From a similar theoretical approach, Kress (1988, p. 4-5) offers the following clarifications
concerning the concept of communication.

First, communication is about meanings rather than about information. By making such
distinction | wish to include matters such as attitudes, social relations, individual feelings,
social positioning of sender and receiver, as wee as those things normally thought of as an
information — statements about the physical and social worlds... Second, communication is
about the production and consumption of meaning in actual processes of communication.
Therefore, attention will need to paid to consumers of meaning and to their activity in this
process as myth as to producers of meaning. Third, the processes of communication take place
in a socially and culturally formed world. Hence communication never involves ‘just
individuals’ expressing ‘their’ meanings. The meanings are produced and consumed by
individuals who are already socially and culturally shaped and who draw on their meanings of
their culture and social groups. Fourth, the processes of communication are much more and
other than the ‘sharing of meaning’, or the ‘mutual construction of meaning’. Societies consist
of multiplicities of social and cultural groupings, and interactions between and across such
groupings are likely to involve contradiction and contestation as they are to involve ‘sharing’...
So, fifth and last, the processes of communication are likely to be based on difference and on
the resolution of difference at one and the same time.

Given that the relevant literature suggests that communication is essential for the
development of a sense of community, the integration of various options of communication
can be seen as an integral component for the establishment of an online learning community
(Dawson, 2006; Rovai, 2002b). At the same time, however, for an effective functioning of an
online learning community, it is necessary among the topics of communication of the
participants issues related to the content of education and their relevant obligations as well
as their peer support availabilities to be included.

Discussing issues related to the content of education and their relevant obligations, learners
exchange information, express thoughts, and ideas, ask and answer questions about the
content of their lessons, share ideas for the organization of their work, asses their efforts or
comment among themselves about the responses to assignment questions and the solutions
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to exercises. Communications among participants in a learning community about their
availabilities to support their peers in whom they express their sympathy for problems,
provide support in difficulties encountered in solving problems, demonstrate solidarity and
emotional support, even discuss issues not directly related to their studies contribute to the
creation of an atmosphere which reinforces collaborative learning.

In any case, Wood and Smith's (2005) assertion that a learning community requires a
minimum number of communicative exchanges among its members is plausible given that
simply accessing online content or reading forum posts does not support the development of
a social presence or identity among fellow members, and as a result, does not contribute to
the building of a learning community.

3. Communication Tools for Distance Education
In the last decades, there has been a rapid evolution in communication technologies and an
intensification of their use with analogous, in extent and intensity, consequences in distance
education (Fevolden & Tgmte, 2015).

While traditional distance education utilized conventional communication technologies such
as the telephone and fax, to facilitate interpersonal communication after the 1980's
technological advancements, among them satellite systems, teleconferencing software,
internet chat applications, asynchronous online discussions (forums), and many more made
the "face-to-face" distance education possible, allowing both auditory and visual contact
between learners as well as between learners and their instructors (Keegan, 2001). The
transition to wireless communication brought about a "wireless revolution" in distance
education, often referred as e-learning, which bridged the geographical gap that separates
students from the educational institutions, the educational teams and the instructors.

Given the fact that all of us are becoming increasingly familiar with the use of various and
different forms of communication, it is reasonable to assume that the choice of the
communication medium is determined not only by our preference for a particular medium
but also by its availability and its effectiveness in each learning situation (Sahasrabudhea &
Kanungo, 2014).

One of the distinctions in the communication media that it has been established is between
synchronous media, which offer opportunities for direct communication and asynchronous
media, in which a period of time elapses between the reception of a message and its response.
It is widely accepted the assumption that through the use of technological means for
communication, whether they are synchronous or asynchronous, some elements of non-
verbal communication are lost to varying degrees. (Anzari & Pratiwi, 2021; Stodel, et. al. 2006).

However, rather than focusing on assumptions that basic elements of human behavior change
when new technologies mediate human relationships, it is preferable to consider how these
change through the mediation of new technologies (Chambers, 2013). In any case, the rapid
development of new information and communication technologies and their combined use
with the development of new technological means requires a constant revision of "human
relations."

On such a ground many studies have been conducted in recent decades, aiming to assess the
effectiveness of information and communication technologies in learning. These studies have
concluded that the primary contribution to learning comes from teaching methodology, while
technology serves as an important but mediating tool. Therefore, in the context of distance
education, the focus should not be solely on the technological tools themselves, but primarily
on the educational content and teaching practices provided that both of them are specified
on the basis of the self-efficacy needs of the adult learner in the processing of cognitive issues
and in the gradual acquisition of knowledge (Lionarakis, 2006).In addition, educators are

19



ADULT EDUCATION Critical Issues Volume 3, Issue 2 (2023)
e-ISSN: 2732-964x

required to possess the necessary knowledge and skills which are needed for the effective use
of information and communication technologies in the teaching process, in combination with
the necessary skills for promoting collaborative learning among learners.

Whatever the case may be, the e-learning technologies have undoubtedly changed the
behaviors of people during the processes of education and learning as well as their attitudes
towards them.

Finally, it should be noted that studies on the advantages and disadvantages of synchronous
and asynchronous communication media in online learning programs do not reveal
substantial differences between them concerning substantial aspects of communication both
among learners as well as between learners and instructors.

Taking all of the above into consideration, we decided instead of focusing our interest on the
most suitable forms of communication in distance learning, to first examine, in the context of
Greek settings, the intentions, views, and forms of communication of participants in online
learning programs, and this has been attempted in the research presented in this paper.

4. Methodology of the Research

As previously mentioned, the research reported here focused on aspects of communication
which was developed both among themselves and with their instructors by students following
a distance education program.

The data were collected from undergraduates and postgraduate students of the Hellenic Open
University who had just completed distance education courses. Fourteen (14) students
participated in our research, which were selected so as to form a representative group that
allowed us to put forward indicative conclusions and to highlight facts from their
communication, as well as to trace the significance they attribute to communication both
among themselves and with their instructors during their studies.

Our sample is a purposive or a judgment sample, formed by selecting individuals on the basis
on their willingness to participate in our research, the number of distance education courses
they had attended and the researcher’s subjective assessment of their eagerness to provide
information, express thoughts, or conveys emotions about the phenomenon under
investigation. In contrast to random samples, which aim at selecting to select individuals who
are representative of various characteristics of a population, a purposive sample focuses on
choosing individuals with characteristics that effectively contribute to the specific research
(Patton, 2015). Therefore, a purposive sample is not random and does not follow a systematic
sampling method or has a specific sample structure; thus, there is no need to specify a
minimum number of subjects. The probabilities of error in each purposive sample cannot be
calculated, and the representativeness of the sample within the target population is not
guaranteed. Consequently, the generalization of our findings to the entire target population
may not be valid, and this represents a limitation to the validity of the present research.

The research data were collected during autumn of 2022 through semi-structured interviews.
The interviews included questions related to communication acts of students both among
themselves and with their instructors, aiming to explore the forms, frequency, discussion
topics, and significance they attribute to communication during their studies. Through the
analysis of the data offered by the answers to these questions, it can be traced the
contribution of communication with the specific characteristics in shaping the conditions
necessary for the creation of an online learning community. The interviews were analyzed
using thematic analysis, a method for analyzing qualitative data, seeking to identify, analyze,
and interpret structures of meaning or "themes" found in research data (Braun & Clarke,
2006). As put by Clarke & Braun (2017, p. 297), “A key feature of the method is its flexibility
in relation to research questions, sample size and composition, data collection method, and
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approaches to identifying meanings” through the analysis of qualitative data. In a few words,
thematic analysis involves the following steps: (1) transcription of the interviews or narratives,
(2) studying and identifying excerpts that provide information related to the research
question, (3) understanding the meaning of these excerpts and assigning conceptual labels
(data coding), and (4) determining themes in which the conceptual labels are grouped (Braun
& Clarke, 2006, p. 87).

5. Research Findings

From the analysis of the interviews with the aforementioned method, interesting findings
emerged. These findings are briefly presented below, accompanied by illustrative excerpts
from the interviews on a case-by-case basis, while providing introductory comments for each
of these findings.

5.1. The Quest of Communication

The students of our sample, despite the fact that they recognize the value of communicating
with each other, made little effort during their studies to establish a consistent
communication with their fellow students utilising the asynchronous communication forum
that they had available from the university.

Participant 4: "...Personally, | used the forum for exchanging opinions and materials very little
because | noticed that only a minority of my class was responsive to this particular means of
communication. ...personally, | have made little use of the forum’s facility to exchange ideas
and material with my fellow students, as after few initial attempts | found out that only a
minority of them was involved in this particular medium of communication. There were some
attempts to exchange teaching materials, but there was no substantial communication, and
most students did not follow up so as to be generated an opportunity for constructive
dialogue..."

Participant 5: "..Yes, | made some attempts to communicate through the forum, but the
students who come in and follow the discussions are not more than five or six from the whole
class of nearly thirty. It would be very useful if there was some way to engage more fellow
students for dialogue and exchange of views..."

Participant 9: "I have not had the chance to collaborate with my fellow students through the
forum participating in a discussion or submitting a group work. Although the University forum
offers opportunities for discussion groups, | have the impression that they are not encouraged,
and their use is not promoted by the instructors. Any form of relationship among learners in
our group through the forums is rather limited, if not non-existent at all..."

5.2. The Need for Communication

According to indications that emerge from the analysis of respondents' answers to
corresponding questions, an objective need for communication is created in the online
programs, which in our case seems not to be covered by the forum offered by their program
of study, and as a result the official forum has been replaced by other social networking
programs and mainly by Facebook. A bias can be assumed here against the institutionalized
forms of communication, the interpretation of which, however, requires further research.

Participant 4: “... | rarely used the forum of our program. Just some posts in the forum. We, in
our class, mostly used a Facebook group we formed where we exchanged information among
ourselves ...”

Participant 7: "... Although | participated a couple of times in a discussion which took place in
the forum of our program of studies, finally, the only thing that served me was the personal
communication | have had with fellow students, either by phone whenever necessary or
through social media, mostly Facebook..."
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“

Participant 10: Yes, we communicated with each other for the absolutely formal
requirements. However, if our forum was working supportively, | and other fellow students
would not have created communication alternatives on social media...”

Participant 2: “...I joined a Facebook group created by fellow students to communicate and
exchange material, and we also communicated frequently via personal emails about all the
issues we are concerned in our studies...”

Participant 3: “../ didn't have a Facebook account, but this year | joined a group created by our
fellow students and from there | learned a lot of information about our studies...”

Participant 5: “.. | occasionally join Facebook groups to communicate and share material with
my fellow students. These groups have formed by students according to the course of studies
we are following. Less frequently, we communicate via emails..."

Participant 8: "... | used emails a lot and, to a large extent, social media...our studies forum is
not convenient for me..."

Participant 11: “...Throughout my studies | tried to have regular communication with my fellow
students. | joined Facebook groups, | followed websites run by fellow graduate students and |
kept an eye on few other websites managed by study groups from other universities...”

Participant 12: “...I am a member of a group on Facebook ... | am constantly on Facebook, and
| often receive messages from our group about our studies... This is very useful...”

5.3. Doubts about Communication

Just like in traditional educational settings, we also come across students in online learning
programs who are hesitant to interact with others in the social milieu that their coursework
creates. As a result, they either decline to communicate in both directions with their teachers
and fellow students or they question the value of communicating in any way when it comes
to their academic pursuits (Dabaj, 2011).

Participant 6: "... No, | didn't communicate with any of my fellow students because | didn't
want to ... | didn't feel comfortable sharing my views publicly. However, | was reading the
questions and answers being shared on the forum of our program of studies...”

Participant 3: "... I didn't have any particular communication with my fellow students... I'm a
little embarrassed to be publicly commented on... this kind of communication through forum
is a bit impersonal... I've happened to be in a discussion of fellow students who were
"slandering" a fellow student about her questions in the forum. | wouldn't want such a thing
for myself...”

5.4. Communication of Students with their Instructors

Asrevealed by our data, the primary forms of communication between students of our sample
and their instructors or their supervisors were telephone discussions and email exchanges
through their personal emails.

Participant 4: “... Only for coursework | use the communication forum of our program studies
... for questions or various inquiries | prefer communication with colleagues or instructors via
email or even by phone...”

Participant 6: "No, | didn't use the communication forum of our program of studies... |
preferred telephone communications and email exchanges..."

It seems that even in online learning face-to-face communication is the one that enjoys the
preference of the studies employing, however, facilities offered by the internet.
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5.5. Forms of Communication

From the discussions developed during the interviews of our research, it was found that the
students do not consider that asynchronous communication contributes to the creation of any
form of learning community. They expressed in many ways a clear preference for synchronous
forms of communication mostly in video conferencing.

Participant 1: "... It would be much more useful and constructive if, for example, the possibility
of video conferencing via Skype was offered, either for the content of our study or for providing
additional clarification and material and even for exchanging views among students and
instructors..."

Participant 2: "...I believe that the forum of our program of studies does not encourage
initiatives. Communication between students would be preferable through scheduled video
conferencing sessions, where productive exchange of opinions can take place among students
and between students and instructors..."

n

Participant 4: "... | encountered difficulties in making use of our forum especially when
searching something | needed ... let alone to communicate and discuss with the fellow students
in our group..."

5.6. Participation of Instructors in Communication

Many comments of the research participants expressed in their interviews indicated that the
majority of their instructors do not attempt to transform the group of students of their course
into an online learning community giving the necessary importance to communication among
students as well as between students and them.

Participant 2: "... | wouldn't say that our instructors, speaking in general, have encouraged us
to ask for reading materials from other colleagues or request their opinions or even their
assistance on our study-related matters..."

Participant 5: "... Unfortunately, our instructor has never encouraged us to communicate
among ourselves... at least, it has never happened to me. | wish it would happen... | wish they
not only motivate us but also facilitate us in some way....”

“

Participant 7: “..Our instructor neither motivated us nor showed us how to communicate
with each other... | don't think anything like that has ever happened to our study group me ...
I would definitely remember it if it had happened...”

6. Discussion
Two main conclusions can be drawn from the research findings reported above.

A first conclusion is that the role of communication in the educational activities that the
subjects of our research participated was extremely undervalued mainly mediated by social
media, which almost exclusively utilize forms of asynchronous communication. Asynchronous
communication precisely because it does not require the simultaneous online presence of
students provides great flexibility in attending online educational programs. Many students
prefer this form of communication perhaps because they are studying while working, meeting
necessary family duties and fulfilling their various social obligations. Therefore, they have the
opportunity at their convenience to exchange messages with other students or their
instructors and at the same time have as much time as they need to think and work out
qguestions, answers and comments in the dialogues going on between them.

However, it is the modern communication offered by video conferencing and messaging
applications (forums, chat rooms, etc.) provided by specially designed platforms, as in the case
of studies pursued by the students who participated in our research that contributes
dynamically to building and developing online learning communities by creating the necessary
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social environment and shaping the conditions for active discussions. In addition, modern
communication eliminates the sense of isolation in many cases that students feel which is
many times inherent in online learning.

Nevertheless, studies of the advantages and disadvantages of the two forms of
communication, asynchronous and synchronous, in online learning programs do not point to
essential differences between them regarding the issue of communication that mainly
interested us. Therefore, instead of focusing our research efforts on the most appropriate
form of communication, we believe that, particularly in the Greek case, we firstly have to look
at the intentions, opinions, and forms of communication of the participants in online learning
programs and this is what our research attempted at a primary level.

A second conclusion that emerged from our research data is that the formation of online
learning communities by the students who participated in our research was either
rudimentary or virtually nonexistent. This conclusion seems to be a logical consequence of the
previous one.

As many researchers of online learning emphasize, the role of communication in the
formation and development of learning communities is particularly important and
consequently the existence of active learning communities is one of the essential factors that
determine the effectiveness of online education programs.

From a socio-cultural perspective, which theoretically guides our research, knowledge is
socially constructed, and communication is shaped and embedded into a social context.
Therefore, the ways in which knowledge is acquired and exchanged constitute an essential
dimension of any learning context. This is particularly relevant in online learning, where the
nature of knowledge and the approaches to it are under ongoing investigation (Alavi &
Duftner, 2005).

In online learning, the social construction of knowledge is primarily carried out through the
mediation of written texts exchanged online, and learning takes place through various forms
of communication. Knowledge and learning gradually coincide through communication and
the cooperation that communication fosters.

The online discourse produced through asynchronous communication cannot be separated
from the technology itself, but also from the social context it shapes. Broadly speaking, the
technological and social dimensions of online learning are intertwined and inseparable. The
technological dimension emerges in the specific context formed by the technological
possibilities, while the social dimension is constructed through the communication, dialogue,
and cooperation of the participants in a learning community. From this perspective, the
conclusions mentioned above are not at all encouraging for the effectiveness of the online
training programs offered in the context created by the structure and operation of the study
program explored although without requirements of generalizations. But as preliminary
findings, they need further research to confirm, deny, or amend them.

7. Instead of a Final Conclusion: Past and Future

Whenever we consider issues related to distance education, a crucial question arises: What
could be, and actually is, the contribution of the internet to learning? Addressing this question
Bruckman (2002) rephrases the question by replacing the word "internet" with the word
"book". However, the answer to the question, "What can be the contribution of the book to
learning?" seems self-evident, since for all of us "book" is synonymous with "learning."

Nevertheless, the essential answer is not only not self-evident but also not simple and it
dependents on many individual answers. Which book? Read in what social context? Since not
all books are the same, and not all reading contexts are the same either. Learning through the
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use of written texts involves not only the reader and the text but also the social context of the
reading. The text, the book, the learner, the instructor, and the social context within which
they exist and work together constitute a socio-technical system. That is, an amalgamation of
technologies, people, and social practices, which, if well-designed and sufficiently functional,
can support learning. Therefore, the question about the contribution of the internet to
learning does not allow for a simple answer. The internet is an element of a new socio-
technical system that offers excellent learning potentials. Hence, just as we are interested in
which books, through what activities and with which social practices will support the learning
of specific knowledge, we are also interested in which programs, through what activities and
with which social practices, will support online learning.

Learning is a social process of knowledge construction and cannot be effective if it is deprived
of the dimension of communication and interaction within an appropriate social context, such
as that created in online learning communities. It is essential to underline, that
communication is not just a rational and mechanistic process, nor a simple exchange of
information. The feelings, attitudes, behaviours and relationships of the individuals involved
in a communication process also determine its effectiveness (Jaques, 2001).
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Abstract

The present paper addresses employment and occupational prospects in Greece, in the period
2011-2022, highlighting the dynamic, stagnant and declining occupations and it also
addresses employment and occupational prospects in the near future (2022-2030). The role
that Lifelong Learning can play in an environment of abrupt changes is also discussed. The
study reveals that in the period 2011-2022, the total employment rates in Greece increased
by 1.0%, with the creation of 43,002 new jobs. A large number of jobs was created for general
and keyboard clerks, health professionals, and information and communication technology
professionals but on the other hand, a large number of jobs were destroyed. Therefore, the
employment and occupational prospects in Greece shortly require further attention. The
estimates presented in this paper concern the period 2022-2030, in a two-digit occupation
code and they are derived from the application of the Oxford model (Oxford Global Economic
Model - GEM), which is managed by NKUA, in the framework of its eLearning program. In this
period, according to relevant estimates, the total employment rates in Greece are expected
to decrease by 3.4%, with a loss of 143,998 jobs in total. This negative development, which is
expected to take place in an environment of increased production (estimates of the Oxford
model), indicates a paradox that is a period of economic growth that is not followed by the
creation of new jobs (jobless growth). In light of this evidence, employment and occupational
prospects and Lifelong learning are interlinked and often considered a favored topic for
researchers, practitioners, policymakers, and politicians. As occupations, dynamic, stagnant,
or declining, include certain tasks and skills, their evolution (and mainly in the dynamic ones)
provides the necessary information areas in which the long-term strategy of Lifelong Learning
should target. However, there seems to be a distance between policy, strategy, and action.
The paper suggests a more careful mapping of the job market, the lifelong learning programs,
and the trainees’ prospective profiles. It also addresses the need to focus on those who rarely
participate in lifelong learning programs and are considered to also be the dropout rates from
formal educational processes.

Keywords: Employment, Occupations, Lifelong Learning, Prospects

1. Introduction
The present paper addresses employment and occupational prospects in Greece, in the period
2011-2022, highlighting the dynamic, stagnant, and declining occupations of this period. It
also addresses employment and occupational prospects shortly (2022-2030). The role that
Lifelong Learning can play in an environment of abrupt changes at both, the quantitative level
(increase and decrease in demand for certain occupations) and the qualitative level
(differentiation of tasks, knowledge, and skills in occupations), is also discussed. The
restructuring of employment in occupations takes place under the influence of various factors
that can be clustered in three major categories: a) the supply of occupations (educational
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level of the population, immigration?), b) the demand for occupations (demand for goods and
services, technology, globalization, internationalization of trade, sectoral structure of the
economy) and c) institutional factors that affect both the supply and the demand of
occupations (minimum wages, collective bargaining, social benefits). In addition, their relative
effects concerning both individual decisions for seeking a specific occupation and the job
market itself with the emphasis it places on creating new jobs?, are also discussed.

2. Occupational Developments in the Years 2011-2022
In the period 2011-2022, the total employment rates in Greece increased by 1.0%, from
4,124,218 million people in 2011 to 4,167,239 million people in 2022, with the creation of
43,002 new jobs. In this period, in addition to the factors that affect occupational
development, three significant crises also emerged:

a) the financial crisis, that turned into a fiscal and more general economic crisis (2008-2013),
b) the crisis of the COVID-19 pandemic (2019-2020) and
c) the energy crisis, that started in the year 2022 and continues up to date*.

In addition, the limited increase in total employment rates was also accompanied by a
significant restructuring in the occupations (Chart 1), with a large number of them increasing
their potential for employment, others decreasing it, and a limited number showing marginal
changes, that indicate a relative stability for employment.

A large number of jobs was created for general and keyboard clerks (41), health
professionals®(22), drivers and mobile plant operators (83), information and communication
technology professionals (25), business and administration professionals (24), personal
service workers (51), teaching professionals (23), and on a lesser degree to other occupations.
On the other hand, a large number of jobs were destructed. Amongst them building and
related trade workers (71) are included, due to a significant reduction in the construction
sector, market oriented skilled agricultural workers (61), due to the general trend in the last
decades of a constant decline in this sector as well as due to the ageing of this population of
workers (large number of elderly persons). In addition, the need for other clerical support
workers (44) declined, mainly due to restructuring in office work, as well as the need for
cleaners and helpers (91), hospitality workers (14), retail and other service managers and
health associated professionals (32). It is significant to clarify that employment rise in years
2011-2022 was minimal due to the dynamics of economic development. The factors that seem
to have affected the restructuring of the occupations were mainly changes in demand for
goods and services, technology and the improvement of population’s educational level that
might partially explain the arousal of scientific professions. In total employment prospects
expanded in a very low degree with the factors that seem to affect the restructuring of
occupations to be mainly changes in the demand for goods and services (consumer
standards), technology and educational improvement of the population.

2 Among the multitude of papers written on immigration, the interested party can refer to the excellent paper by

Goldin, Cameron and Balarajan (2013), that concerns the history of immigration and its effects on modern economies
and societies.

3 For a more extensive discussion of the factors affecting occupations see Efstratoglou and Kritikidis 2023,
Efstratoglou, 2018 and Oesch, 2013.

4 For a more extensive presentation of the crises and their effects on economy, society and the near future until
2035, see Petrakis (2023).

5 The large increase of (22) health sector professionals and in particular that of (222) nurses and midwives, does not
fully correspond with reality but it is due to data recording issues by ELSTAT as a number of them until 2021 were recorded
as (32) technicians and in particular as (322) technicians in the health sector and for this reason show a significant
reduction in their employment.
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Graph 1. Job creation and destruction of occupations in years 2011-2022
Source: ELSTAT, Labor Force Surveys, edited by us
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3. Occupations, Tasks and Skills

A detailed description of the tasks required in various occupations is provided in the ISCO —
08 classification, while their degree of use (in two-digit occupation code) in Eurofound 2016.
In the Eurofound report (2016) the degree of use of tasks in their general categories (physical,
intellectual, social, methods, tools, and machines used in the work process) and their
analytical categories are presented. These categories correspond with the categories of skills
to determine both the tasks and the skills required for each occupation. Occupations that in
the above period demonstrated a relative dynamic® (in the first positions of Chart 1) in Greece
require mainly intellectual tasks (information processing, solving problems), social tasks
(providing services, selling, teaching, management), and to a lesser extent some physical tasks
(strength, dexterity). At the same time, the majority of these occupations show a high degree
of autonomy in the exercise of their tasks and a relatively high level of teamwork, except
drivers and mobile plant operators (83). In addition, except drivers and mobile plant operators
(83) as well as personal service workers (51), the rest of the occupations that demonstrated a
high dynamic, use of information and communication technologies to a high degree (use of
computers and related programs) which in turn requires high digital skills.

4. Employment and Occupational Prospects in the Period 2022-2030

The employment and occupational prospects in Greece shortly’ require further attention. The
estimates presented in this paper concern the period 2022-2030, in a two-digit occupation
code and they are derived from the application of the Oxford model (Oxford Global Economic
Model - GEM)8, which is managed by NKUA, in the framework of its eLearning program. In this
period, according to relevant estimates, the total employment rates in Greece are expected
to decrease by 3.4%, from 4,167,239 million people in 2022 to 4,023,241 million in 2030, with
a loss of 143,998 jobs in total. This negative development, which is expected to take place in
an environment of increased production (estimates of the Oxford model), indicates a paradox
that is a period of economic growth that is not followed by the creation of new jobs (jobless
growth). The result of these developments should probably be the restructuring of
occupations. The great majority of the occupations are expected to show reductions in
employment possibilities with only a limited number of them expected to demonstrate an
increase (Chart 2). However, even in the case of an increase, this is probably going to happen
on a limited scale. Most new jobs will probably be created in health and associated
professionals (32), in business and associated professionals (33), in metal, machinery, and
trade workers (72), in building and related trade workers(71), the employment of which
appears to be recovering after a long period of decline, in production and specialized service
managers (13) and to a much lesser extent in a small number of other occupations®. On the
contrary, cleaners and helpers (91), general and keyboard clerks (41), personal service
workers (51), teaching professionals (23), agricultural (62), forestry and fishery workers and
to a lesser extent other occupations are more likely to be lost.

In addition to the creation and destruction of certain jobs in occupations in the near future,
the employment opportunities that are expected to be created in certain occupations are of
particular importance. Employment opportunities are the sum of new jobs created in an
occupation, in a period of time (expansion demand), with the relevant positions expected to

6 A more complete dimension of occupational dynamics would include beyond the number of new jobs and the rate
of occupational growth (how fast an occupation is growing), which is beyond the scope of this paper.

7 CEDEFOP (2020) also presents estimates of employment prospects in the general categories of professions
(single-digit code) until 2030.

8 The Oxford model (Oxford Global Economic Model - GEM) is the most widely used international macroeconomic
model. It is structured in a rigorous way to provide consistent predictions and proceed with effective scenario analysis.
Its forecasts cover the years up to 2050 and are updated every month. The calculations made in GEM are very
transparent and fully justified, and it also makes it particularly easy to change the assumptions for key economic
variables resulting in new forecasts of economic scenarios and adding new variables and equations to the model.

® Revised data published in Petrakis (2022).
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emerge mainly due to retirement or a more general departure from the workforce
(replacement demand)°. Thus, employment opportunities are expected in a greater number
of occupations, compared to that of the creation of new jobs (Chart 3). Opportunities are
expected to arise in sales workers (52), teaching professionals (23), drivers and mobile plant
operators (83), market oriented skilled agricultural workers (61), health professionals (22) %,
personal service workers (51), general and keyboard clerks (41) and to a lesser extent in other
occupations. On the contrary, a limited number of occupations are expected to show, even
on a limited scale, negative employment opportunities. A significant decline is expected in
persons not classified (0) and in agricultural, forestry and fishery workers (92). Among
occupations with a very small decline in their employment opportunities are information and
communication technology professionals (25) and technicians (35), occupations that are
closely related to the digitization processes of the country's economic activities, in which
Greece lags behind but it is expected to intensify.
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35 Information and Communications Technicians -2,6 —
26 Legal, Social and Cultural Professionals -2,7 —
75 Food Processing, Woodworking, Garment and... -2,7 —
93 Labourers in Mining, Construction,... -2,8 n—
73 Handicraft and Printing Workers -3,0 —
83 Drivers and Mobile Plant Operators -3,4 e—
53 Personal Care Workers -3,6 e—
25 Information and Communications Technology... 4,1 —
52 Sales Workers 4,1 —
54 Protective Services Workers -4,2 ——
62 Market-oriented Skilled Forestry, Fishery and... 4,7 —
92 Agricultural, Forestry and Fishery Labourers ~ -6,0 no——

23 Teaching Professionals -2 n——

51 Personal Services Workers ~ -6,2 mo—
41 General and Keyboard Clerks  -6,5 n—
91 Cleaners and Helpers -6,3 m——

Chart 2. Job creation and destruction of occupations12 in the period 2022-2030 Source:
Petrakis 2022, edited by us

10 The demand for replacement is estimated through the number of employees in each occupation over the age of
60, who under certain conditions are expected to retire within the next five years.

1t must be mentioned that replacement demand in health professionals (22) might be lower than the one mentioned
here, as many doctors remain in occupation after the age of 65.

12 For presentation reasons in the chart are not included (61) Market-oriented Skilled Agricultural Workers, who showed a

large decline Of 76.145 persons in this period.
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52 Sales Workers e 30 4
23 Teaching Professionals — )5 7
83 Drivers and Mobile Plant Operators ——)) 9
61 Market-oriented Skilled Agricultural Workers e (4
22 Health Professionals e )(),1
51 Personal Services Workers e 19 9
41 General and Keyboard Clerks — 163
71 Building and Related Trades Workers (excluding... — 1) 5
91 Cleaners and Helpers — 1) 4
72 Metal, Machinery and Related Trades Workers — 37
21 Science and Engineering Professionals — g7
14 Hospitality, Retail and Other Services Managers — 85
26 Legal, Social and Cultural Professionals — 37
33 Business and Administration Assaciate Professionals 74
24 Business and Administration Professionals 7
75 Food Processing, Woodworking, Garment and Other... 63
53 Personal Care Workers - 5)
74 Electrical and Electronics Trades Workers - 5)
42 Customer Services Clerks mm 39
31 Science and Engineering Associate Professionals B 35
96 Refuse Workers and Other Elementary Workers mm 34
13 Production and Specialized Services Managers 33
81 Stationary Plant and Machine Operators m )9
93 Labourers in Mining, Construction, Manufacturing and... )3
94 Food Preparation Assistants m 24
11 Chief Executives, Senior Officials and Legislators m 21
43 Numerical and Material Recording Clerks m 2l
73 Handicraft and Printing Workers 111
32 Health Associate Professionals 110
34 Legal, Social, Cultural and Related Associate Professionals 109
44 Other Clerical Support Workers 108
12 Administrative and Commercial Managers 108
95 Street and Related Sales and Services Workers 0,0
82 Assemblers 00
35 Information and Communications Technicians -0,1
54 Protective Services Workers 03 |
25 Information and Communications Technology... 03 |
62 Market-oriented Skilled Forestry, Fishery and Hunting... 051
92 Agricultural, Forestry and Fishery Labourers -3,
0 Perspms not classified -3, =

Graph 3. Employment opportunities in occupation in the period 2022-2030
Source: Petrakis 2022, ELSTAT , Labor Force Surveys, edited by us
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Finally, occupations that show more employment opportunities include service occupations
as well as technical occupations that include a wide range of tasks and skills, requiring various
interventions to cover modern needs. This in itself poses significant challenges to institutions
and mechanisms of Lifelong learning.

5. The Role of Lifelong Learning

The role of Lifelong learning in this turbulent environment is very significant. The new call for
re-skilling and upskilling, especially in the case of Greece, needs to be taken into consideration
to ensure that another opportunity for growth and development will not be missed. To the
extent that some occupations will cease to exist, and others will thrive, a consistent, stable,
and long-term policy and strategy are required. Within this perspective training Adult Trainers
from various fields to be able to deliver direct training to occupations and other workers that
will assist them to achieve re-skilling and/or up-skilling, is a necessity. In addition, given the
fact that this prospective study seems to confirm that a significant number of the population,
especially those from socially vulnerable groups, will continue to remain out of the job market,
lifelong learning and adult education programs remain a necessity. However, the prospects
for lifelong learning and adult education in Greece are not very promising so far. According to
Eurydice (2023), Greece does not have a long-standing tradition of non-formal training. It
mainly focuses on general education for adults, aiming at self-growth, active citizenship, and
the development of soft skills and abilities. Second Chance Schools, 66 in total in Greece plus
12 Second Chance Schools in correctional institutions, that play a significant role in recruiting
as students, members from socially vulnerable groups, have seen a decline in their enrolled
learners in year 2022, almost by 1.000 students (5.352 in 2021 to 4.634 in 2022) (Eurydice,
2023).

However, other opportunities are also present in a) the 50 Vocational Apprenticeship
Schools/EPAS of DYPA where currently 7.645 trainees are enrolled, including the six
experimental EPAS/DYPA on tourism, b) the Day Vocational Upper Secondary Schools (EPAL)
where amongst the students 11.603 adults were attending c) the Evening Vocational Upper
Secondary Schools were 23.853 adults attended and the d) the Special Needs-Vocational
Lower-Upper Secondary education schools where amongst other students, 1.795 adults
attended.

In post-secondary vocational training, the post-secondary apprenticeship programme
financed by national and European resources reached approximately 2.800 trainees. To assist
transition in the labor market, a vocational training voucher was introduced that allows
trainees to receive both theoretical training and a six-month internship in the private sector
but not enough data about the success of the program are still available. In addition, the
success of the program that regards the provision of learning in Public Lifelong Learning
Centers established in 2020, is still not available given that the implementation period is not
yet long enough to extract safe results. Accordingly, 186 municipalities offered 614 programs
for socially vulnerable groups in a time frame of four years, on quality of life, new
technologies, language and communication, social skills, and culture and arts. The programs
continue but there is yet no clear evidence regarding their success and trainees’ satisfaction.

Regarding higher education, the Hellenic Open University, from the beginning of its operation
was called as “second chance university” to address the needs of the older population. In the
academic year 2021-2022 out of the 44.208 students, 6.535 are over the age of 50, that is
14.7% of the total students’ population.

Therefore, in Lifelong learning and adult education programs, according to Eurydice (2023),
the population that receives non-formal training (excluding the Hellenic Open University
training voucher and the Public Lifelong Learning Centers in Municipalities), is less than 55.000
(Table 1):
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Table 1. Attendees in Lifelong Long Learning and Adult Education Programs

Institution Adult Trainees
Second Chance Schools 4.634
EPAS/DYPA 7.645
EPAL/DYPA 11.603
Evening VUSS 23.853
Special Needs VLUSS 1.795
Post-Secondary VTAppr. 2.800
Total 52.330

According to the Adult Education Survey in Greece (ELSTAT, 2023) the participation rate in
non-formal education reached 14.73% in year 2022. However, a closer look at the statistics
reveals that participation in non-formal education mainly concerns women, employed up to
34 years old whom have already completed tertiary education.

The lowest rate (2.3%) is again amongst the unemployed over 55 years old. Participation
seems to be larger in non-formal educational systems from 9.6% to 14.7% (ELSTAT, 2023)
when comparing year 2011 with 2022 but when focusing to those outside the labor force,
there is in fact a stagnation or decrease in participation. This finding may indicate the
hardships in reaching socially vulnerable populations through training in Greece.
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Graph 4: Participation rates in educational activities 2011, 2016, 2022
Source: ELSTAT, 2023.
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Furthermore, those who attend non-formal training programs for job-related purposes, are
mainly those with higher educational attainment and younger in age (up to 34 years old). It is
worth noting however that those with lower educational levels seem to choose programs
related to arts (19.6%) whilst those with higher educational levels, tend to choose programs
more related to computer use (23.3%), finance and management (22.8%) (ELSTAT, 2023).

Total I 9.7
Females I /5.2
Males [ 84.3
High Educational attainment (ISCED 5-8) I 6.5
Medium Educational attainment (ISCED 3-4) [ /3.2
Low educational attainment (ISCED 0-2) NN 55.3
55-69 yearsold N 77.0
35-54 yearsold I 84.0
25-34 yearsold NN 38.0
18-24 yearsold NN 53.8

200 300 400 500 600 700 8.0 900 1000

Craph 5: Job-related non-formal educational activities

Source: ELSTAT, 2023

6. Discussion

Employment and occupational prospects and Lifelong learning are interlinked and often
considered a favored topic for researchers, practitioners, policymakers, and politicians. As
occupations, dynamic, stagnant, or declining, include certain tasks and skills, their evolution
(and mainly in the dynamic ones) provides the necessary information areas in which the long-
term strategy of Lifelong Learning should target. However, there seems to be a distance
between policy, strategy, and action. Even though the number of people who participate in
Lifelong learning in Greece seems to increase, a more careful data observation reveals that
those who take advantage of the available opportunities continue to be those with higher
skills and educational attainment levels. In addition, even though re-skilling and up-skilling
seem to be required as the job market in Greece changes its structure without necessarily
producing new jobs, much work needs to be done in bringing together educational
institutions, universities, employers, and policymakers to achieve positive results. Even
though employers (SEV, GSEVEE), Labour unions (GSEE), public universities, and municipalities
through their Lifelong Learning Centers continue to invest in upskilling and reskilling, there is
still work to be done especially for the unemployed. The Greek Public Employment Services
(DYPA) in this direction implements an upskilling program for large numbers of unemployed
people mainly in green and digital skills but as the programme is still in progress the results
are not yet available.

Thus, structural inequalities still exist and hinder access to learning for those with lower
educational attainment, older age, and higher unemployment, creating a further need for
social justice. More surveys and in-depth research are needed in Greece to form a concise
map of the adults attending non-formal educational systems and of those who do not attend,
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considering that these are the main dropouts of formal education. Relevant studies in this
area are few and concern mainly Second Chance Schools (Kiprianos & Mpourgos, 2022). The
reasons for non-attendance are significant and have already been pointed out by relevant
research (Karalis, 2017). The non-attendance reasons need to be taken into considerable
consideration in future planning educational activities, strategies, and policies for a more
inclusive Lifelong Learning and Adult Education that will assist job and social integration.
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Abstract

This article attempts to contribute -with bibliographic data- to the constructive dialogue that
continues to evolve around the emotional dimension of learning, within the framework of
Transformation Theory (TT). It presents the findings of a literature review - as part of a
doctoral thesis - regarding the significance that Mezirow himself attaches to the role of
emotion in a transformative process. The research was conducted using the content analysis
technique of primary sources, namely the texts of J. Mezirow. The research findings indicated
that Mezirow linked emotion to the key elements of his framework: the object of
transformation, the means, the phases of the process, the taking of action, and the role of the
adult educator. These constitute the "strong" points of the emotional dimension of his theory.
On the other hand, points were identified that Mezirow chose to touch upon only superficially
or not to analyze further, such as a more detailed examination of the relationship between
the emotion of critical reflection in each phase of the process, the recognition and utilization
of positive emotions, and proposals for specific techniques for the emergence and
management of emotions in practice. Ultimately, the research highlighted that Mezirow,
despite any omissions, managed to synthesize a comprehensive theory with a relative balance
of rational and emotional elements. In his effort to keep the boundaries of adult education
distinct from psychotherapy, he didn't go any deeper into issues in which he had not delved,
leaving them open to more specialized theorists in the field.

Keywords: transformative process, rationality, emotions

1. Introduction

The Transformation Theory by J. Mezirow currently gathers the most attention today in the
international field of Adult Education (Hoggan, 2016; Kokkos, 2022; Nicolaides &
Eschenbacher, 2022; Cranton & Taylor, 2012; Raikou & Karalis, 2016). Furthermore, the robust
dialogue surrounding it, demonstrates that it is an open and evolving theory (Mezirow, 2000a;
Fleming, 2022). In this context, several texts by Mezirow have been critically discussed. Many
theorists mention that one of the central points of criticism has been the excessive emphasis
on the rational element at the expense of emotion (Cranton & Taylor, 2013; Kokkos, 2022;
Nicolaides & Eschenbacher, 2022). Based on this viewpoint, significant scholars of
transformative learning have attempted to construct a new perspective, in which the
emotional and inner world of learners play a significant role. However, some of the
approaches that were developed, introduced elements that are often discordant and foreign
to the foundation laid by the originator of TT (Cranton & Kacukaydin, 2012; Kokkos, 2022;
Malkki, et al., 2017; Newman, 2012; Taylor & Snyder, 2011). Cranton and Taylor (2012) share
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the same view, emphasizing that the low awareness of the components of TT leads to the
development of practices incompatible with this specific theoretical orientation.

For these reasons, an in-depth exploration of Mezirow's perception, based on what he
explicitly and implicitly states, as well as what he omits, regarding the role of emotion in TT -
which is neglected from the literature- was considered purposeful. Subsequently, this article
aims to fill this gap, contributing in this way to what was also the goal of the thinker himself
(Mezirow, 2000b), the search for a common ground. This occurs when one takes into deep
consideration the perspective of another, critically examines it, expands it, transforms it, and
thus organically incorporates it into their approach, that is what Mezirow calls reflective
dialogue. The article has the following structure: first, the methodology chosen is presented
to clarify the reasons for the validity of the findings. Next, the research findings are presented
regarding the research question: "What significance does the concept of emotion have in J.
Mezirow's TT, and how it evolves?" The article concludes with final thoughts and discussion.

2. Method

The research presented is bibliographic research (Karakou, 2023), which was conducted using
the technique of content analysis. In this context, 26 texts of the American thinker were
examined, i.e. 85% of his total work, to achieve the investigation, understanding,
presentation, and documentation of the long-term evolution of his thinking about the
importance of emotions in TT. These texts were analyzed semantically focusing on concepts
and meanings that contained emotions (Glesne, 2015). Regarding the way of measuring the
semantic elements, it was chosen to do a combination of qualitative and quantitative types of
analysis, to emphasize not only the presence or absence of an opinion but also its intensity
and frequency of occurrence (Vamvoukas, 2010). In particular, our interest focused both on
the frequency of occurrence of the sections that were considered revealing clues to Mezirow's
understanding of emotion, as well as the weight he attributed to it, and the degree to which
he delved into the issue.

Subsequently, based on the themes that emerged from the preliminary study of the material,
the categories of analysis were selected. In this review, an attempt was made for the choice
of categories to cover both the criterion of non-ambiguity since Mezirow's opinion on emotion
was not stable throughout his entire work, and the criterion of significance. To ensure the
second criterion, the degree of correlation between emotion and the key structural elements
of TT was examined, which, according to important scholars of Mezirow (Baumgartner, 2012;
Cranton & Taylor, 2012; Kokkos, 2022; Fleming et al., 2022), as well as the theorist himself
(Mezirow, 2007), includes the object of transformation, the means of transformation, the
phases of the transformative process, the assumption of action, and the role of the adult
educator. According to the above, five categories of analysis were chosen:

1. Correlation of emotions with the object of transformation

2. Correlation of emotions with the means of transformation, i.e., critical reflection and
reflective discourse

3. Correlation of emotions with the phases of transformation
4. Correlation of emotions with the assumption of action

5. Correlation of emotions with the role of the adult educator, concerning the exploration
of emotions and the techniques that can be applied to utilize them in educational
practice

For the findings related to the above categories, the process of analytical data processing
(Have, 2007) was followed, going beyond the explicit level of data to an "interpretive" level,
asking the following questions:
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. What does Mezirow mention or not mention regarding emotions?
. How many sections in each text relate to this topic, and what period do they cover?

. How much importance does he attribute to it (with which issues does he connect it,
how clear is the connection he makes)?

. How deeply has he delved into the topic (how much does he delve, what influences
has he had, what sources does he utilize)?

We believe that the chosen methodology and the aforementioned criteria contribute
to clearly depicting Mezirow's perception of the role of emotion.

3. Findings

Next, the findings of the research regarding the correlation of emotion with the basic
elements of TT are presented.

3.1 Correlation of Emotions with the Object of Transformation

From his early texts, the philosopher had already settled on the idea that the object of
transformation is linked to psychological factors on multiple levels. On one level, he
acknowledged that emotions are inherent in the very nature of the assumptions that make up
cognitive structures, such as mental habits and perspectives (Indicatively Mezirow, 19783,
1991a). On a second level, he identified certain deep psychological factors that set priorities,
determine relevance, and focus attention while ultimately distorting cognitive structures. We
are referring to childhood traumas (Mezirow, 1990a; 1991a) and defense mechanisms
(Mezirow, 1981, 1990a, 1991a). Mezirow, drawing from Gould for childhood traumas and
from Goleman for defense mechanisms, provided substantial explanations for how these two
processes correlate with negative and threatening emotions, how they can lead to self-
deception and fixation, and ultimately how they can function as obstructive barriers to
transformation. Finally, on a third level, he emphasized the significance of the influence of the
sociocultural framework in shaping cognitive structures through the appropriation of symbolic
patterns. These patterns encompass the questioning of an individual's most significant and
emotionally charged relationships in life (Mezirow, 1990a, 1991a).

From the above, it becomes evident that the philosopher attributed great importance to
emotions related to the object of transformation. He revisited this theme several times,
especially during the early stages of his journey, until 1991 when he published his seminal
work. His perception was that the exploration and management of emotions should precede
transformative learning chronologically to activate it. However, he mainly confined himself to
observations and did not delve into a deeper exploration of the subject, explaining, for
example, how the acceptance and/or management of negative emotions that distort reality
can be achieved, what methods can be used to address fixation and self-deception, or how an
individual can cope with the internal struggle and be aided in the process of inner exploration
aimed at understanding the difference between emotions rooted in childhood traumas and
those related to the daily pressures of life.

3.2 Correlation of Emotions with the Means of Transformation

Regarding the two pillars of Transformative Learning, critical reflection, and reflective
dialogue, the research revealed that Mezirow's thinking has undergone overtime shifts that
link these two processes with emotions. About critical reflection, there is an evolution in his
thinking. Until 2000, his perception was that it was intricately linked with emotions
bidirectionally. On one hand, critical reflection generates a threatening and intensely
emotional state (Indicatively Mezirow, 1978b, 1981, 1998a). On the other hand, emerging
emotions require critical reflection for the recognition of specific beliefs, perspectives,
meanings, ideas, or even habits that accompany the way of observation, thought, or action.
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(Mezirow, 1981, 1990a, 1995, 1998a). All these ideas resurface and enrich the concept of
critical reflection in his work in the 2000s, especially in the chapter he contributed to the
collective volume “Learning as Transformation”. Furthermore, Mezirow adopted new
elements, such as the concept of emotional intelligence, which led to a broader perspective
on critical reflection. In this context, Mezirow (2000a) argues that the threatening emotional
experiences that accompany critical reflection upon cherished beliefs (a leap into the
unknown, as he characterizes this process to emphasize the intensity of the threat) can only
be managed if the qualitative characteristics of emotional intelligence have developed. These
characteristics include the ability to recognize, manage, or redirect emotions, the ability to
control pressure for adaptation to changing situations, and the development of feelings of
courage. Therefore, we understand that, from 2000 onwards, he started to see emotion as an
integral part of the reflective process, considering emotional intelligence as a prerequisite.

Regarding reflective discourse, it was found that until 2000, the references mainly focused on
the rational dimension of the concept. There are only a few exceptions, such as the reference
to therapeutic dialogue, the object of which is the recognition and management of emotions
(Mezirow, 1991a), as well as some brief mentions of the role of relationships (Mezirow, 1989b)
and empathy (Mezirow, 1996, 1997, 1998b). Between 2000 and 2003, after about twenty
years of creative ferment, Mezirow makes a turning point and presents a more enriched
perspective on reflective discourse. He primarily draws elements from Goleman's concept of
emotional intelligence (Mezirow, 2003, 2000a). Based on this, he highlighted emotional
maturity as a prerequisite for participation in reflective discourse, recognizing the need for
the development of two important emotional skills: self-regulation and empathy.

All of the above are significant steps toward mitigating the rational character of the means of
transformation. However, a deeper exploration of the interactive relationship between
emotions, critical reflection, and reflective discourse is missing.

3.3 Correlation of Emotions with the Phases of the Transformative Process

Regarding the phases of the transformative process, the content analysis findings reflect that
Mezirow primarily focused on the emotional constraints in the early phases, the disorienting
dilemma, and the self-examination phase.

Mezirow's perception of the disorienting dilemma over time is that it is accompanied by
intense and threatening emotions, as it is usually linked with either a dramatic event or a
sense of disharmony (Mezirow, 1978a, 1978b, 1981, 1985, 1990a, 1991a). Especially in the
first case, Mezirow (1978a, 1978b) recognized that the dilemma caused externally is typically
less negotiable, more intense, and emotionally charged. Consequently, it is more likely to lead
to a perspective transformation. He even believes that the emotional pressure accompanying
the disorienting dilemma is crucial for the entire process's outcome (Mezirow, 1978a).

Therefore, Mezirow, on the one hand, recognizes the emotional nature of the disorienting
dilemma and, on the other hand, considers it necessary for transformation. For this reason,
he deemed the self-examination phase as essential, given that in this phase following the
realization of loss, the individual ceases to be the same and is called upon to experience an
intense and emotionally charged phase of life. To support the role of emotions in this phase
with research data, he drew on elements from his research and related research from the field
of Mezirow's Theory of Transformative Learning (Morgan, 1987; Williams, 1986; Hunter, 1980,
in Mezirow, 1991a), which he observed converged in highlighting the intense emotional
intensity in the early stages, described as shock and disorientation, pain, and rejection.
Furthermore, he identified common behaviors in the above research, mainly in terms of a kind
of immobilization resulting from the failure to manage negative emotions in the second phase,
which obstructs learners from committing to and progressing in the transformative process
because it appears particularly demanding and threatening to them. Subsequently, he
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recognized that special emotional strength is required for learners to overcome their fears
and advance in the transformative process (Mezirow, 1991a).

So, for the first two phases, a strong connection with emotions is identified, perceived as
"intruders" that disrupt the learning processes. We, therefore, arrive at a similar point to what
we saw in the section on critical reflection: Mezirow mainly referred to negative emotions and
considered their processing as a prerequisite for transitioning to the remaining phases of the
transformative process. What is missing is the reference to possible positive emotions. On the
other hand, even in the case of limiting ourselves to negative emotions, we lack a more
nuanced approach to interpreting and analyze emotional processes and how they function in-
depth, and especially to provide specific suggestions for management and, why not, their
utilization for the benefit of transformation.

3.4 Emotion Correlation with Taking Action

For Mezirow, taking action is closely linked to Transformative Learning. This idea serves as a
constant reference point for the scholar (Indicatively Mezirow, 1978a, 1991, 1994a, 2000a).
He believed that taking action largely depends on what an individual's emotional state
dictates. He realized that to guide a person to the final stage of transformation, one needs to
activate not only their cognitive abilities but also their emotional energy to overcome the
negative emotions that tend to hinder progress (Mezirow, 1991a, 1998a). In the end, he
concluded that emotional maturity is a prerequisite for taking action. The characteristics of
emotional intelligence, such as recognizing and managing emotions, creating self-motivation,
understanding the emotions of others, self-regulation, and self-control, are deemed essential
conditions for transformative learning (Mezirow, 2000a).

To sum up, Mezirow recognized that the ultimate goal of transformation, taking action based
on new, revised perspectives, depends largely on the successful management of negative
emotions that tend to hinder progress. On the one hand, we see that the scholar adequately
developed this issue, perhaps because it is a familiar topic in the field of adult education. On
the other hand, we see a repetition of the same reasoning: only negative emotions are
acknowledged, and positive ones are completely omitted.

3.5 The Role of the Adult Educator in Emotion Management in Transformative Learning

Mezirow repeatedly refers to the role of the adult educator in his writings (Indicatively
Mezirow, 1978a, 1990b, 1991a, 1995, 2000a, 2009), attributing to this role multiple
dimensions. About the explored topic, Mezirow often refers to the educator-facilitator of
relationship development and other times to the educator—counselor—encourager, which is in
our opinion, two dimensions interconnected and difficult to distinct. The first dimension is
indirectly related to emotions, as Mezirow consistently considered the role of supportive
relationships significant in developing self-confidence, empathy, and emotional
understanding of learners (ostensive see Mezirow, 1981, 1990b, 2000a). The second
dimension is explicitly linked to emotions and encompasses several different levels. Firstly, it
involves helping learners understand the reasons for their distorted assumptions and
fostering critical reflection (Mezirow, 1978b, 1990a, 2006, 2009). It also relates to supporting
learners in participating smoothly in reflective dialogue (Mezirow, 1981, 1991a, 2000, 2009).
Furthermore, it involves empowering learners to take action (Mezirow, 1985, 1994a, 1995).
Lastly, it concerns empowering learners to understand the emotional state they are in
(Mezirow, 1981, 1995, 2000).

Based on the above, we understand that Mezirow sees the adult educator as the person who
will strengthen learners on multiple levels. Especially regarding emotions, the scholar believed
that adult educators can help primarily healthy learners feel that the educational process
meets their personal needs and preferences, develop self-confidence, feel secure in building
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trust relationships, express themselves emotionally freely, and receive counseling support for
life transition issues. On the other hand, Mezirow was firm that the role of adult educators
should not cross into the domain of psychotherapy as long as it concerns handling the
emotions (perhaps one of the rare instances where Mezirow appears absolute on an issue).
He, having delved into Gould's work, considered it an ethical issue for educators to intervene
in emotions that emerge from psychological trauma, without the appropriate scientific
background (Mezirow, 1991a).

4. Discussion

Through the content analysis of Mezirow's texts, an attempt was made to outline the
philosopher's perception of the role of emotion in the key elements of Transformative Theory.
Initially, it was an effort to capture this perception based on different periods. However, it was
observed that this approach was not feasible for all categories as Mezirow focused on and
analyzed each issue in different temporal moments, and his reasoning did not follow a linear
path. We saw that in the early years of his creative journey, he was preoccupied with the
connection of emotion with the subject of transformation, the phases of the transformative
process, taking action, and the role of the educator in emotion management. Some of these
issues, such as the psychological dimension of meaning structures and the interruption of
taking action due to emotional barriers, were so settled in his perception that they
consistently appeared in his latest writings. We consider this to have happened because the
philosopher had established a solid foundation to support his positions, drawing elements
from both neurobiology and fundamental psychological approaches such as cognitive and
psychoanalytic theories. As it was also observed, there were two primary influences on him
regarding these issues, Gould and Goleman.

On the other hand, the interconnection of emotion with the two main pillars of his theory,
critical reflection, and reflective discourse, was established much later, around the year 2000.
At that point, a significant shift in Mezirow's approach occurred, aimed at mitigating the
rational character of his transformative tools. This change could be explained by two factors.
The first factor might be the substantial criticism he faced regarding the emphasis on the
rational nature of his transformative means. The second factor is that the volume from the
year 2000 encompasses all the reflections developed for various issues - including emotion -
in the First American Conference on Transformative Learning (1998), in which Mezirow
opened the dialogue and allowed other theorists in the field to present their ideas. Mezirow
knew and was unafraid to confront different viewpoints, and, as always open to dialogue, he
acknowledged the areas he had not sufficiently developed in his theory. We could argue that
these two factors played the role of disorienting dilemma, in his shift away from his
orientation towards rationality. Therefore, the philosopher himself, while revisiting his theory,
engaged in a transformative process regarding the role of emotion.

The elements we identified as having transformed to some extent in his thinking were his
commitment to the concept of rationality as the exclusive factor in transforming dysfunctional
assumptions and the gradual adoption of the viewpoint that non-rational factors, such as
emotion, can play a significant role in the transformation of perspective. On the contrary,
elements that were shaped very early on remained stable and/or were consistently
reinforced. These elements included the recognition of emotional barriers related to the
psychological dimension of cognitive structures, the development of defense mechanisms,
childhood traumas, symbolic patterns, emotionally charged obstructive dilemmas, taking
action due to emotional barriers, and the recognition of the need to manage intense negative
emotions in the second phase of transformation.

We could argue that all of the above are the "strong points" of the philosopher concerning
the recognition of emotions in TT. The goals set by Mezirow, such as self-awareness, self-
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integration, self-directed thinking, and ultimately the fundamental change in the way we
perceive ourselves and the world around us, require deeper processes. The American
philosopher acknowledges this. His work is permeated with the belief that learning is a process
full of emotions: they are hidden in the cognitive habits that have become ingrained in our
perception, they may stem from symbols and traumas internalized during childhood, and they
emerge insistently when we feel threatened, hindering progress and action. Mezirow
satisfactorily explained all of the above, highlighting points of convergence between TT and
the theories of Goleman and Gould. Therefore, the philosopher's contribution lies mainly in
the recognition of emotional barriers, without the management of which it is difficult to
engage in a transformative process. His contribution lies also in the fact that despite the
pressures he faced, he made sure to maintain clear boundaries between psychotherapists and
adult educator so that the boundaries of educators would be clear. This serves as a protective
barrier for both educators and learners, as uncontrolled emotional invocation could leave
them vulnerable and unprotected. Similar positions have also been expressed by other
philosophers, such as Gould (1988), llleris (2014), and Kegan (2000).

On the contrary, points that we believe require a more detailed analysis and are therefore
weaker are greater integration of emotional elements in the process of critical reflection and,
above all, the recognition and utilization of positive emotions for the benefit of the
transformative process. Additionally, it would have been useful if the philosopher had
provided specific suggestions for the practical expression and management of emotions in all
phases of the transformative process, such as the use of art or group dynamics. Mezirow had
the appropriate influences. Regarding the issue of art, he knew and he could draw from
Greene’s work (Greene, 2000). He should also have had a solid foundation for group dynamics,
as an adult educator. On the other hand, the fact that he did not do so, means that he had not
delved deeply into these issues. Subsequently, this fact strengthens his theory more than it
weakens it, from the perspective that the philosopher had the ethics and integrity to analyze
only the issues he had thoroughly explored. For this reason, he referred issues that did not fall
within his field to other, more specialized theorists, with the expectation that they would
attempt to bridge their perspectives to seek a more comprehensive theory for change, but in
the context that this is motivated by a unifying disposition rather than a disposition to
promote individual ideas (Aalsburg & Mezirow, 2000).

Furthermore, we would add that any addition or extension of TT should be made with a high
level of awareness and a deep understanding of what the American philosopher has stated
regarding the components of his theory. This requires a sobriety, a deep analysis and a long-
term monitoring of his work, instead of piecemeal references, in order to lead to justified
criticism instead of dichotomies. This is essential to develop practices that are compatible with
this particular theoretical orientation.
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Abstract

The following article begins with the observation that both public discourses, as well as
dialogue between adult learners within certain educational contexts, is frequently confined to
competitive and strongly assertive claims, a characteristic which significantly diminishes the
epistemological potential of the dialogical act. Drawing on the description of the current
‘epistemological crisis’ by Hoggan and Hoggan — Kloubert (2021), the article first attempts to
show how this crisis is reflected in the understanding of the dialogical act among particular
groups of adult learners. The article then tries to explore ways through which this
understanding can be enriched and transformed into a more complex and multidimensional
process. The central orientation of such a transition, is elaborated through the lens of Jack
Mezirow’s Transformation Theory (1991, 2000), thus growing out of an examination, as well
as an effort to transform, the epistemological ‘habits of mind’ which characterize the learners’
distorted perception of the dialogical act. The discussion of the learners’ epistemological
habits of mind, is followed by the attempt to set up a framework of discursive activities, which
help learners actualize the above transformation, specifically to the way they articulate
guestions of value (that is, their value priorities and value assumptions). The suggested
activities are geared towards cultivating the learners’ awareness of evaluative and conceptual
‘complexity’, with the ultimate aim of allowing this awareness to strengthen their epistemic
and discursive agency. The gradual cultivation of this agency is demonstrated through a range
of practical examples, which are analysed in terms of their transformative, philosophical, and
ethical dimensions. The learners’ renewed understanding of the dialogical act, is finally related
to their capacity to activate their ‘reflective judgment’ (see also Kant, 1790 / 1987 in Hoggan
and Hoggan — Kloubert, 2021).

Keywords: epistemological crisis, dialogue and adult education, Transformation Theory,
complexity, reflective judgment

1. Introduction

The widespread lack of consensus about what constitutes valid knowledge, as well as about
the ways that are considered appropriate to acquire such knowledge, has been highlighted by
Hoggan and Hoggan-Kloubert (2021) as the dominant epistemological ‘crisis’ of our times. As
the writers note, there is a significant segment of citizens who discuss key issues of global
importance, based only on what or who they believe, while disregarding the crucial aspect of
examining and evaluating the methods and processes through which they end up having these
beliefs (2021, p. 9). This particular imbalance becomes more apparent in two striking
examples: the emergence of the anti-vaccine movement, as well as the binary, ‘dualistic’ view
regarding climate change (2021, p. 9-10). It is characteristic that, about the latter, a choice to
either ‘believe or not believe’ in human-induced global climate change, seems to be based —
according to the writers — ‘on one’s political or religious identity’, or because one ‘believes in
science’ (2021, p.10).
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What is impressive here is that discussions around the validity of a certain factual claim (i.e
what is factually true about climate change) appear to be heavily obstructed by the influence
of specific normative and evaluative orientations (i.e. one ‘should adhere to science’, or one
‘should prioritize the sayings of religion’). Surely, the relationship between the factual and the
evaluative, plays a significant role in the emergence of the crisis designated above, however
in this paper | would like to focus mostly on the evaluative dimension of this crisis, given that
discussions around value, are themselves frequently characterized by a ‘dualistic’ and
polemical form of competing statements, that is, statements that preclude any deeper
conversations about how normative convictions are formed. As an adult educator, | have often
observed that some learners tend to underestimate, or fail to realize, the importance of
collaborative dialogue, as a highly useful means for shaping a mutually agreed upon
acknowledgment of the value conflicts and value priorities, which are at stake in any given
discussion about social policy or decision-making.

In what follows, | will attempt to substantiate the above observation, by presenting my
experience with a range of adult learners within a particular educational context. Drawing on
this experience, | will attempt to demonstrate my effort to analyse and transform the learners’
distorted understanding of the dialogical act, by utilizing specific practices and concepts from
the field of Adult Education. The methodological axis of this effort will be based on Jack’s
Mezirow’s Transformation Theory (1991, 2000), which constitutes the most comprehensive
theoretical attempt to systematize aspects of the field. At the same time, | will also draw on
insights from the field of psychology (Kitchener in Mezirow 1991, Rogers in Rogers & Farson
1957, 2015, and Kegan in Mezirow 2000), as well as philosophy (Rachels, 2003, Kant, 1970
/1987 in Hoggan and Hoggan-Kloubert, 2021), to illuminate the logic of certain analytical and
practical aspects of the project.

2. Presentation and Analysis of the Problem

For the past three years, | have been teaching a module on ‘Critical Thinking’, in the General
Education Program, at a private college in Athens. The course is obligatory for all students —
who are mostly aged between 18 and 24 — and a significant part of our work consists of
discussions revolving around issues of moral and socio-political interest. These discussions
usually require an in-depth examination of the value assumptions of the participants (see
examples below), however, this examination is seriously hampered, because students
frequently just end up having debates, taking “for” or “against” sides, about a given issue
under consideration. This binary, polarised form of dialogue seems to reproduce in the
classroom, the restrictive understanding of public discourse designated above, since opposing
statements of evaluative preferences appear to take precedence over any alternative
understanding of the dialogical act.

Taking into consideration the students’ particular stance towards the dialogical act, | tried to
analyze their attitude by referring to the concepts of Jack Mezirow’s Transformative Learning
Theory. More specifically, | tried to make use of the analytical distinction between
(dysfunctional) ‘points of view’ and ‘habits of mind’, which this theory introduces (Mezirow,
2000, 2007, pp. 43-71), to make sense of the problem. According to Mezirow, there would be
a possibility to transform both the students’ wider mental predispositions (their ‘habits of
mind’), as well as the individual expressions®® of these predispositions (the students’ ‘points
of view’), as long as these were identified, critically reassessed and reframed, through
alternative modes of action and understanding.

The simplistic understanding of dialogue as a form of debate between two opposing and
finalized positions seemed to constitute a dysfunctional point of view that underestimated the
exploratory and, therefore, reflective possibilities offered by a more comprehensive

13 Expressions of value, emotion, and behaviour — See Mezirow, 2000, 2007, p. 57.
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understanding of the dialogical interaction. This dysfunctional point of view appeared to
constitute a particular form of cognitive behavior, which confined the process of exploring
knowledge, to an exclusive form of competing viewpoints. This kind of cognitive behavior
could be further attributed to an epistemological ‘habit of mind’, concerning the way
knowledge is formed, as well as the way the process of learning is understood: the students
failed to realize that a more comprehensive understanding of the dialogical act, could enrich
the ways through which they could learn how to think about a given issue. And, this
epistemological habit of mind, could be also related to another one, of the same kind, which
limited the students’ understanding of ‘learning’ to its traditional forms: several students were
often absent during the hours scheduled for discussion, reappearing only for my lectures, a
fact which indicated that they considered the process of learning to spring mainly from the
vertical transmission of knowledge from educator to learner, and not from their own research
and inter-subjective interaction.

Both of the above epistemological habits of mind recalled significant aspects of what
psychologist K.S. Kitchener refers to as ‘epistemic premise distortions’ (1983, 1990 and in
Mezirow, 1991, pp.123-128), namely, the difficulties learners may have with coming to grips
with the process of ‘rational inquiry’, as a presupposition for cultivating their reflective
judgment (1983, 1990). My students, either in the form of assuming that they already possess
a correct ‘for or against’ answer to a particular question, or in the form of referring to an
authority (their teacher), as the bearer of a correct answer, seemed to resist and recoil from
the complexity of the process of rational inquiry. As | understood it, this resistance could be
attributed to the fact that, when it came to the question of what was ‘true’ about a certain
issue under consideration, the students were frequently clinging to their direct subjective
understanding, or that of an authority, because of their need to hold on to some kind of
cognitive certainty. However, for a learner to realize that uncertainty is an integral part of the
process of inquiry and that this process is itself fallible (although still useful), constitutes an
important epistemological step.* To help my students take this step, the challenge which |
decided to confront, was to try to familiarize them with elements of uncertainty, which their
collaborative inquiry could entail. At the same time, | would have to set up the conditions for
a kind of dialogical interaction that would be truly collaborative, to mitigate the students’ need
to cling to the certainty of their position, a need which usually led to the binary understanding
of an issue mentioned above.

In this way, the objective of the activities that follow is two-fold: first, to establish a more
cooperative framework for the dialogical act, and, second, to allow this framework to become
a catalyst for the students’ coming to terms with certain difficulties of the process of rational
inquiry.

3. Building a Relevant Framework of Activities

The book recommended by the private college at which | am employed for teaching Critical
Thinking is Diestler’s Becoming a Critical Thinker: A User Friendly Manual (2012), and the 9t
chapter of the particular book, which is entitled “Fair-mindedness”, includes an active listening
exercise, created by psychotherapist Carl Rogers (p. 419 onwards). The participants are divided
into pairs, with one member of each pair expressing their opinion about an issue, and the
other expressing their own, after first having reformulated in their own words, the opinion

14 See also Kitchener on the seven stages of development of reflective judgment (1983, 1990). Moreover, see Mezirow,
J. (1991). Transformative Dimensions of Adult Learning. San Francisco CA: Jossey -Bass, for Mezirow’s consideration
of Kitchener’s approach (pp. 123-128). Although Kitchener does not distinguish between reflection within different
domains of learning (i.e. ‘instrumental’ and ‘communicative’ learning, in Mezirow 2000), and Mezirow points to this
divergence from his own understanding, he considers the issues which Kitchener tackles in her analysis above (namely,
questions of public policy), as comparable to the problems that pertain to his conceptualization of the domain of
‘communicative’ learning.
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expressed by the former. Once both members have agreed on how they understand the issue
at hand, the discussion between the participants moves forward, through continuous mutual
efforts of rephrasing, so that each student’s viewpoint, as well as the issue under
consideration, becomes clearer to the other. What emerges through this exercise is a
meticulous process of ‘paraphrasing’, to form a common ground of communication. As |
explained to the students, each paraphrase could also be expressed in the form of a question.

The exercise took place in cases where opposing views were expressed during a discussion
(with the discussion naturally being interrupted and postponed, in order for the exercise to be
conducted), or the pairs were asked from the beginning to find a topic on which their views
differed and discuss it.

When there were difficulties in conducting this exercise, examples analysed in the book
recommended in the curriculum were first read in the classroom, so that the students would
get an image or a model of the rhythm and the aims of the exercise.

An example of an issue that was raised and successfully developed, can be presented here
indicatively. The issue was based on the students’ personal experiences with the high-school
subject of ancient Greek, and the question was whether the subject was a “useful” or “useless”
academic course. The paraphrasing exercises led to a gradual mitigation of the binary
evaluative positions around the issue, through the students’ repeated efforts to focus and
specify the general statements regarding the usefulness of the particular subject: what exactly
do we mean by “useful” and “useless”? Is “useful” knowledge to be understood through a
mostly instrumentalist perspective (understood, for instance, as professionally ‘exploitable’
later in life), or could it also refer to a wider linguistic development, and the cultivation of
cultural sensitivity? Moreover, could these two concepts of ‘usefulness’ be in fact linked to one
another, and how?

All of the questions above, formed a collective basis of problematization, on which the
students started to build a deeper comprehension of each other’s perspectives. Building on
such a basis, constitutes a prerequisite for the achievement of mutual understanding, a
principle which constitutes a key aspect of what Mezirow calls rational ‘discourse’, in the
context of his Transformation Theory (2000, 2007, pp. 50-55). The aim of mutual
understanding, also represents a key aspect of Jurgen Habermas’ conceptualisation of
‘discourse’ (1984), a conceptualisation Mezirow draws upon, in order to elaborate his own
approach (see also Mezirow 1991). It should be noted that one of the conditions posited by
Habermas (1984), as necessary for the achievement of mutual understanding, refers
specifically to the condition of the comprehensibility of the expressed viewpoints in the
context of the dialogical act, and this condition was able to be actualized through the
paraphrasing exercises analysed above. The effort for more careful, precise and thorough
articulations, emerged as an important presupposition of the effective function of discourse.

By cultivating the intention of comprehensibility, the students were also confronted with one
more important epistemic challenge, namely, that of adopting a critical stance towards the
certainty of their own views. More specifically, the paraphrasing exercises allowed the
students to practice what Mezirow calls ‘epoché’ (2000, 2007 p. 52), a term which the scholar
borrows from the ancient Greek Sceptics, referring to a temporary suspension of judgment,
effected in the context of discourse, in order to achieve a clearer understanding of the issue
at hand. Characteristically, the above interrogation of the different meanings of the concept
of ‘usefulness’, allowed the students to practise ‘epoché’, by refraining from rushing to a
judgment about the issue, and instead enter a process of analyzing and elucidating the
ambiguity of the concepts in play. By being confronted with an interpretive ambiguity, the
students began to realize their own active role in formulating the meaning of a subject under
consideration, while becoming more aware of the fact that apparent digressions, pauses, as
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well as complications of meaning, can actually play a significant part in the process of dialogical
interaction, as well as in the process of learning and understanding.

Once the aforementioned exercise had taken place, the students were called to present the
viewpoints of their partners, first to a group of their fellow students, and then before the entire
class (snowballing strategy). As | had emphasized at the start of the exercise, the purpose of
this effort would be to elucidate and document the various perspectives, and not reach
conclusions.

4. Further Focusing the Framework of Activities: Thematizing the Understanding of
‘Complexity’

As noted above, the broader purpose of the dialogical exercises outlined here would be to
mitigate the binary and conclusive treatment of an issue, in favour of familiarizing students
with the breadth and depth of the process of reflective inquiry. In line with this purpose, the
students were then asked to conduct group projects with the specific aim of mapping out the
complexity of an issue, in a more systematic way. Separated into groups of 5-6, the students
were first asked to apply the process just analysed, to a topic of interest. This time, however,
the groups were also provided with particular conceptual tools that could assist them in
delineating and framing the process more methodically.

The conceptual tools | provided them with, were drawn from:

a. Mezirow’s Theory of Transformation, where the three dimensions of the concept of
critical reflection are analysed — that is, the content of a point of view, the criteria and
process used for formulating the particular point of view, and, finally, the generalized
assumptions, on which a given point of view is based (see premise reflection and habits
of mind in Mezirow, 2000, 2007 p. 59).

b. Certain texts in the course’s curriculum that connect the content of specific criteria, to
the schools of moral and political philosophy that produced them (Rachels, 2003).
Indicatively, we discussed criteria drawn from Emmanuel Kant’s deontological ethics
(judging a practice according to certain principles), Utilitarianism (judging a practice by
referring to its consequences and utility), and also Aristotle’s philosophy of the virtues
(judging a character, rather than an isolated action).

Both the concept of a ‘criterion’ and that of an ‘assumption’ proved to serve as productive
analytical tools.

About the function of ‘assumption’, an example that was examined was the idea of the
“sanctity” of human life, as the basis for certain opinions expressed against the practices of
abortion and euthanasia. It is worth noting here, that in this case, the students referred back
to the process of ‘epoché’ which they had utilized before, trying to determine whether one
could trace an interpretive ambiguity in our understanding of what makes life ‘sacred’: does
the idea spring from an unconditional protection of life in its biological sense, or could it also
spring from an unconditional respect for the inherent value and dignity of a human being?
And, if the latter is the case, could there be a possibility for the idea to be also used in favour
of the right to abortion or euthanasia, since an essential aspect of human dignity refers to the
right to self-determination?

By interrogating these issues, the students became more critical towards the polemical
construal of the pro-life/pro-choice debate around abortion and euthanasia, realizing the need
to further clarify and justify the assumptions of each position. Once more, the indeterminacy
of a concept (‘sanctity’), worked as an incentive which allowed learners to deepen their
capacity for reasonable inquiry.
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A methodologically similar approach was adopted in relation to the function of ‘criterion’. The
first example discussed, referred us back to the idea of ‘usefulness’, examined in relation to an
academic subject such as ancient Greek above. The students attempted this time to
understand the idea under the light of the philosophical criterion of ‘utility’, as this has been
elaborated by the philosophical school of Utilitarianism, referring to the consequences of a
particular practice. Again, the interpretation of ‘utility’ did not seem to be straightforward to
the students: they wondered how can actually ‘utility’ be measured, given that not everyone
agrees on what is best for everyone.

Disagreements around different types of utility were then recorded and attributed to different
contexts of consideration. What the students seemed to observe was the necessity to
simultaneously open up the discussion around these disagreements and try to work through
them. | deemed this observation to be crucial, since it showed that the students were starting
to integrate both an awareness of uncertainty and a need for intersubjective negotiation, in
their understanding of how dialogue works.

This need for intersubjective interrogation was characteristically expressed in relation to
another significant issue. Going back to the examination of how an ‘assumption’ works, the
students were at some point confronted with the belief in the idea of ‘freedom of expression’,
in the context of a discussion around the question of whether there are legitimate limits to
this idea. The idea of ‘freedom of expression’ seemed to constitute another ‘assumption’ in
need of further clarification.

Some students maintained the position that the concept of ‘freedom’ here, should be
understood as widely as possible, given that it constitutes an individual right which has to be
safeguarded against any arbitrary restrictions — for instance, safeguarding the freedom of press
from any interventions by the state authority.

Another portion of students however, maintained the position that this ‘freedom’ should be
understood in a more restricted, and conditional manner, taking into account the
consideration that certain limits to this ‘freedom’ should be deemed legitimate, such as in
cases of hate speech, where a person’s cultural identity is attacked and denigrated.

Both the more ‘liberal’, and the more ‘moderate’ view, expressed above, presented an aspect
of argumentative refinement, since they used the conceptual indeterminacy of ‘freedom’, not
simply as an obstacle, but rather as a springboard, for a more nuanced elaboration of the
problem. This nuanced elaboration of the problem, allowed the students to move away from
the absolutism of agreement/disagreement, and move towards a more malleable form of
collective reflection, since both views that were expressed, exhibited strong points that could
be utilized on different occasions.

5. Extending the Epistemic and Ethical Dimensions of the Process

At this point, | considered it useful to anchor the process of the students’ intersubjective
interrogation of the issue in the idea of what Mary Field Belenky and Ann V. Stanton call
‘connected knowing’ (Belenky & Stanton, in Mezirow, 2000, 2007, pp. 107-136). According to
Belenky and Stanton, participants in a dialogue are encouraged to highlight the strong points
of each expressed view, instead of antagonistically trying to spot the weak points of a differing
position. In the case just discussed, the principle of ‘connected knowing’ could serve as a
means to trace the various interpretive and evaluative implications of what ‘freedom of
expression’ might mean, underlining the students’ willingness to fine-tune their common
ground of understanding.

By working towards this direction, the principle of ‘connected knowing’ could enhance the
student’s capacity to demonstrate the complexity of a given issue, a capacity aligned with the
initial aim of the discursive exercises adumbrated above. The ability to recognize and analyze
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complexity amounts to an effort to articulate value (as well as evaluative assumptions) that is
attentive to the possibility of further distinctions, as well as open to the possibility of further
scrutiny. It is worth mentioning here that it is under this light that one could return to the
vagueness of the expressions of a ‘belief in science’ or a ‘priority of religion’, referred to at the
beginning of this paper to public discourse, to see how one could further specify, contextualize,
and more concretely explain these expressions. For now, however, it seems important to
emphasize that cultivating an awareness of complexity, could be conducive to formulating a
more inclusive and crucially ‘permeable’ frame of reference for the students, a term Mezirow
uses (2000, 2007, p. 57), to describe a reliable structure of mental dispositions that
characterizes an agent who is capable of understanding, evaluating and integrating, diversified
and hitherto unfamiliar perspectives.

The purpose of cultivating the permeability of the students’ frame of reference, would not be
to establish a relativistic approach to the truth but to undermine competitive dogmatism, by
encouraging students to seriously consider the legitimacy of differentiated perspectives. This
kind of serious consideration has both an ethical and an epistemological dimension. Apart
from actualizing the respect towards the voice and autonomy of any participant in a dialogue
(ethical dimension), it simultaneously manages to create a more expansive and flexible
framework of thinking, that allows epistemic agents to test and thoughtfully criticize the
rigidity of general ‘for or against’ claims (epistemological dimension).

Itis exactly this capacity to probe the generality of such claims, which amounts to what Hoggan
and Hoggan-Kloubert describe in their paper (2021, p.12) as the capacity to develop the
‘reflective power’ of judgment. According to the writers —who draw their understanding from
the philosopher Emmanuel Kant (1790/1987, p. 19) — what characterizes a particular form of
judgment as reflective, is the latter’s capacity to ‘construct new categories and patterns and
form higher-order representations’, able to accommodate the existence of ‘outliers’ that do
not seem to initially fit into existing categories. Tapping into the conceptual ramifications of
‘utility’, ‘sanctity’, or ‘freedom of expression” — which were analyzed above — exemplifies a way
of constructing these concepts as ‘higher-order representations’ that can accommodate
difference and variability, thus contributing to a more reflective understanding of the initial
general concepts.?®

Interrogating the plasticity of various terms and ideas, may not always come as natural to
learners, since it requires the work of pushing against their impulse towards the sense that
meaning can be fixed and unproblematic. This particular impulse, is especially relevant to
young adults, like my Critical Thinking students, who tend to cling to the certainty of their
views, also because of their need to personally express and distinguish themselves. According
to psychologist Robert Kegan (in Mezirow, 2000, 2007, pp. 73-105), this tendency could have
been a lingering consequence of adolescence, that is, a time during which individuals develop
a characteristically egocentric psychological habit of mind.'® Nevertheless, as Hoggan and
Hoggan—Kloubert show in their paper (2021, p.13), the impulse described above, seems to
also constitute a larger phenomenon, observed in the context of public discourse more
generally. ‘What people cannot endure is the attempt to evade the either /or’, write
Horkheimer and Adorno in their Dialectic of Enlightenment (1944 / 2002, p. 198). Hoggan and
Hoggan-Kloubert poignantly refer to this quote from the philosophers, to underline the

15 One can observe here the specific signification of the concept of ‘reflective judgement’ according to Kant.
Psychologist Kitchener’s understanding of the concept, mentioned at the beginning of this paper, seems to refer more
broadly to an agent’s rational capacity to account for, test and assess the validity of various perspectives (see also in
Mezirow, 1991, pp. 123-128). However, both seem to capture the aspect of testing and probing particular assumptions.
For the relation between Kitchener's ‘reflective judgement’ and philosopher John Dewey’s ‘reflective thinking’, see
Mezirow, 1991, as above.

16 Psychologist Kitchener also refers to age (as well as education), as factors influencing learners’ tendency to move
towards or away from the psychological need for certainty (see in Mezirow, 1991, as above).
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discomfort brought about by the effort to deviate from the imperative of definitive binary
claims. However, it is precisely this discomfort that brings us back to another ethical, or rather
existential aspect of this effort, an aspect which goes beyond the respect of our interlocutors,
and towards the relationship with ourselves: by undermining our psychological need for
certainty, being reflective, requires courage. And it requires courage, as well as deliberation,
in the face of the realization that neither the truth nor the meaning of a topic under
consideration, is pre-given and immediately available. Realizing this fact and acting upon this
realization, may bring about a sense of risk and precariousness, which nevertheless constitute
inevitable and essential components of our remaining receptive and willingly committed to
the process of dialogical learning. As Mezirow notes, the elaboration of reflective judgment is
probationary and tentative (2000, 2007, pp. 51-52),%” and if we are not willing to test our way
of thinking and experience, we will not be able to access the emancipatory potential rational
discourse.

6. Conclusion

What | have attempted to demonstrate through the discussion in this paper, are certain
strategies an adult educator can utilize, to render learners more sensitive and alert to elements
of uncertainty implicated in the process of collective rational inquiry. More specifically, | have
attempted to show ways that allowed my students to activate their ability to handle more
intricate and multidimensional discursive processes, thus beginning to transform the
restrictive stance towards the dialogical act, that they had manifested at the beginning. The
gradual transformation of the students’ stance towards the dialogical act, grew out of exercises
revolving around efforts to ‘paraphrase’ (Rogers, 2012) and qualify general evaluative
assertions, suspend final judgments regarding a certain issue (see the skeptical practice of
‘epoché’ in Mezirow, 2000, 2007), discern and unfold conceptual and evaluative possibilities
(see ‘complexity’), as well as elaborating forms of ‘connected knowing’ (Belenky & Stanton,
2007), as aspects of a more inclusive and ‘permeable’ way of thinking (Mezirow, 2000, 2007).

The exercises presented above seemed to significantly strengthen the students’ discursive and
epistemic agency by allowing them to:

a. to identify the criteria and assumptions that guide their evaluations, as well as the
consequences of these criteria and assumptions,

b. to raise productive critical questions, and
c. to not shy away from the inevitable interpretive difficulties of the discursive process.

These competencies helped students formulate a common basis of mutual understanding
while cultivating some important presuppositions for the formation of a conscious reflective
judgment.
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NepiAnyn

To ouykekplpévo apBpo avalntd tov cUyXpovo POAO Kol TOUG OTOXOUG TIOU €EUTINPETEL N
peTadopd TwV eupwnaikwy TOALTkwy ABM yia tnv (emayyeApatikn) ekmaibevon kot
Kataption otnv EAAGSa. TeAkd, auto mou Stadaivetal elval mwc, oTo EAANVIKO CUYKEIUEVO,
6ev yvwpilloupe To amoTtUMWUA TNG HETAPOPAG TWV EUPWIAIKWY TOALTIKWY ABM yla tnv
amooxoAnon Kal Tnv olkovopla evw, avtiotowya, Stadaivetal mwg €xouv ofuvBel ol
KOLWVWVIKEG QVLIOOTNTEG WG TPOG TNV TPOoPach Kol TN CUUUETOXH OTnV (EMayyeApOTIKN)
ekmaibeuon Kal KATAPTLON OTN XWPEA HAG KA, TEALKA, EMAVASIOUOPPWVETAL N OXECH LETAED
KOLWVWVLKNG KoL EKTTALOEUTIKIG TIOALTLKNG.

Né€elg KAewdud: Ald Biou MaBnon (ABM), Kowwvikr) MoAwtikn, (Eupwmaikn) EkmatdeuTikn
MoAttikr, Metadopd MoALTIKAG

Abstract

The present paper seeks to explore the contemporary role and the objectives served by the
transfer of European LLL policies for (vocational) education and training in Greece. Ultimately,
what emerges is that, in the Greek context, we do not know the imprint of European LLL
policies on the economy and employment, while, correspondingly, it appears that social
inequalities in terms of access to and participation in (vocational) education and training have
been exacerbated and, in the end, the relationship between social and education policies is
being reshaped.

Key words: Lifelong Learning (LLL), Social Policy, (European) Education Policy, Policy Transfer

1. Ewaywyn
levikd, o 6pog S1d Biou padnon (ABM) avadépetal oe kaBe pabnolakn SpactnplotnTa Mou
avaAapPavetal kaBoAn tn didpkela tng Lwng -from cradle to grave- kai, mpopavwg, dev
QUTOKTATAL LOVO OTO MAALOLO TNG TUTIKAG ekmaideuong aAAd Kot péoa amo AAAeg Sladikacieg
MN-TUTIKA G ekmaibeuong Kat dtunng pabnoncg (Kokkog k.a., 2021).

H UNESCO to 1976 Slauopdwoe, (owe, Tov Mo UBANUATIKO OPLOUO avOPOPLKA HE TV
eknaideuon otnv eviAikn ¢aon tng {wnc:

KaBe ekmaudeutikn OSlepyoocia, kaBe meplexopévou, emumédou 1 pebodou, eite
T(POKELTAL VLA TUTUKN eKTtaideuon eite Oy, gite yla Slepyaoia mou MeKTEIVEL XPOVIKA N
ovtikoOlota tnv apxikn ekmaibeuon ota oxoAsia, KOAEYLA KoL TTAVETLOTA LA, KABWG Kot
yla poontela, péow Twv omoiwv dtopo mou Bswpoulvtal evAAlKa armd TNV Kowwvia
OTNV OTIOLAL AVIKOUV OVATTTUGGOUV TG LKOVOTNTECG TOUC, EUTAOUTI{OUV TLG YVWOELG TOUG,
BeATLWVOUV TO TEXVIKA KOLL ETIOYYEALOTLKA TOUC TTPOCOVTA 1 TA TTPOCAVATOAL{oUV TIPOG
AGAAN kateLBuvon Kal emidpépouv aANAyEC OTIC OTAOELS 1 TN cUpIePLdOPA TOUG UE TN
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SUTAN TPOOTITIKY TNG TANPOUG TPOCWITLKNG AVATTUENG KAl TNG CULETOXNG O Hia
EVOPUOVIOUEVN KAl aUTOSUVAWN KOLWWVIKI, OLKOVOULKN KOl TIOALTIOTIKY QVATTUEn
(Rogers, 2002, o€A. 56).

To mapov apbpo, pe Baon tn oulnTnon TOU TPONYNONKE, ATOTUNMWVEL TV EUPWTAIKA
otoxoBeoia avadopikd pe tn ABM Kat emdlwkel va avadeiel Tig dtaotdoelg mou €Aafe n
vAomoinor TNG oto EAANVLKO CUYKEIUEVO. IXETIKA, TO BACIKO EPWTNLA OTO OTIOLO EMLXELPEL val
QIMAVTAOEL Elval av KoL o€ oo BaBUO oL OTOXOL TWV EUPWTAIKWY TIOALTIKWY Yyl T ABM
vlorouiBnkav otn xwpa pag. Yo authv Tty évwola, n mapoloa mpoondbela Sev elodEépel
véa yvwaon otny, ev egelifel, oulntnon yla TI¢ umapyxouoeg SOUEG Kal Tn AslTtoupyia tng
(emayyeApatikng) ekmaibevong kot koataptiong otnv EAAGSa. MdaMAov, xpnoldomolel tn
OXETIKN Tpoodatn BLPAoypadikn mapaywyn (Aoupykouvag, 2019 -KapaAng, 2020+ Kokkog
K.Q., 2021+ Nektaplog K.d., 2022 Mpokou, 2020+ Pevtidng, 2019 Qwtdmoulog & Zaykog,
2016) uno pia SlapopETIKN) TPOOTTLKY, AUTA TNG HETAdOPAC TOALTIKAG, W epyoAeio
T(POKELUEVOU VA OTIOVTOEL OTO TIPONYoUEVO £pwTnua. ETOL, 0Tn CUVEXELD TOU TTapOvTog,
adob neplypaoupe adpd, TOUG OTOXOUG KAL TLG TIPOTEPALOTNTES TWV EUPWTTAIKWY TIOALTLKWV
yla tn ABM, kotd tnv nepiodo amo to 2000 £wg onuepa, Ba entkevtpwBoupe oto olyxpovo
Tormio mapoxnq (emayyeAHATIKAC) EKTIALSELONG KOL KATAPTLON OTN XWPQ LG,

2. Eupwrnaikég moAtikég ABM yia TnV (EmayyeApHATIKA) EKMtaiSevon Kal KATapTion

H oulntnon ywa tn ABM ekivnoe va Sie€dyetal, cuoTNUATIKA, otnv Eupwrtn T Sekaetia Tou
’90. Inuovtikotepol otabpol autng g mopelag unnpéav, adlaudlofAtnta, n MoyKOoULA
SlaokePn yla tnv «Ekmaibevon yia OAoug» tng UNESCO, to 1990, ta tpla YIopvAUATa TG
Eupwmnaikng Emitpomnng yia tnv Tpitofaduia Exknmaideuon, tnv EmayysApatiki Ekmaidevon kot
v Eknaidevon amo Anootaon (TnAskmaidevon) to 1991, n Béon os woxv, To 1992, NG
Juvlnkne tou Madaotpixt - ta dpBpa 149 kat 150 adopoucav tnv matdeia Kol TNV
gnayyeApatiky ekmaidsvon- 1o Prdlopa tov JUPPoUAloU OXETIKA LE TNV TIOLOTNTA KOL TNV
EAKUOTIKOTNTO TNG ETTAYYEAUATIKAG EKMALSEVONC KAl KATAPTIONG TNV 5N AekepuBpiou 1994 Kkal,
BéBata, o oplopog and tnv Evpwrnaikn Evwon (EE) tou 1996 w¢ Eupwrnaikol Etoug ABM. Tnv
6La xpovia kukAodopnoav toco n €kBeon tng UNESCO Learning: The treasure within 660 kat
n avtiotoyn tou OOZA Lifelong Learning for all. H kown Z0pBaon tou ZupPBoudiou tng
Eupwnng kat tng UNESCO yia tnv Avayvwplon twv TitTAwv Znoudwv Avwtatng Eknaideuong
otnv nepLoxn tng Eupwning (Lisbon Recognition Convention) to 1997 anotéAeoce, Té€Aog, €va
oképa opoonuo (Kapumidou, 2012+ Pepin, 2007 Itapélog K.a., 2015).

OL 6paoelg mou aveAndbnoav, opwe, otg 23 kat 24 Maptiou tou 2000 oto Eupwmnaiko
JupPBoUAlo tng Awooafovag, onuatodotnoav, MeTaty AdAAwv, TNV oAAayrn amoé Tnv
npoondfela OeopoBETNONG HlOC EUPWMAIKAG TIOALTIKAG ylo TNV €eKMaideuon, apxng
yevouévng amo ta Suo apBpa tng Tuvenkng Tou Maaotpixt (to 1992), otn Stapopdwon,
npowBnon Kat epappoyn ota kpdtn HEAN TnG Evwonc, Kowa cUUGWVNUEVWVY TIOALTIKWY yLa
™V (emayyeApatikn) eknaibevon & katdaption (ZtapéAog & Baowlomoulog, 2010, 2013). H
Itpatnykn TG AlocaPovag £€6e0e WG KEVIPLKOUG OTOXOUG TNV OLKOVOULKN HETappUBULON, TNV
gvioyuon tng amaocyxoAnong kot Tn SlaodAAlon TNG KOWWVIKNAG CGUVOXNG OTo TAAioLo TNG
Kolwwviog Tng yvwone. H avaAnyn Spdoswv yia tnv ulomoinon thg ABM t€0nkav oTto KEVTpo
NG MPOooTAOELAG YLO TNV EMITEVEN TWV TIOEPEVWY oTOXWV (XTapélog & Baoilomoulog, 2013).
Eldikotepa (BA. kal mivaka 1), to kpdtn péAn tng EE Ssopedtnkav, petafd GAAwv, OtTL TO
TIOOOOTO TWV ATOUWV 25-64 £Twv mou Ba cuppeteiyav os omotadnmote popdn ekmaidevong
Kall Kataptiong Ba ayyile to 12,5% tou mAnBuopol Twv evhAikwv £wg kal to 2010 (Council
Resolution on Equal Opportunities for Pupils and Students with Disabilities in Education and
Training, 2003).
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Nivakag 1. OL MoALTIkEG TNG EVWwong 0Toug ToUElG TG (emayyeApatikng) ekmaibevong &
Kataptiong: To mpoypappa E-K 2010

ZTpATNYLKOL OTOXOL Kputripla avadopag (2010)

0. T0 HECO EVPWTTALKO TTOCOCTO ATOUWY TIOU EYKATAAEITIOUV TIPOWPX TO OXOAE(D

BeAtiwon tng mowdtnTog va givat katw tou 10%,

B. va aufnBel katd 15% o ocuvoAwdg aplduog Twv amodoitwv cxoAwv
HaBNUATIKWY, BETIKWY EMLOTNHWVY Kot TeExvoAoyiag kat mapdAAnAa va petwBei n
avigopportia Petald Twv GUAWV O QUTEG TLG OTIOUSEG,

AieukOAuvon g mpooBacng OAwv
oTNV EKNAiSELON KOl TNV KATAPTION
Y. Touldxlotov 85% twv atdopwv nAkiog 22 etwv va €xeL OAOKANPWOEL TNV

avwtepn Babuida tng deutepoPabuiag eknaibevong,

5. TO TO0O0OTO QToOpwv nAwkiag 15 etwv  He  XAUNAéG  €mBO0ELG
Avowpa T exmaiSeuon Kkat T rot(\;;\é\(l)zonq/mmvoncnq va €XeL LeLwBel TouldyLoTov katd 20% oe oUyKpLoN HE

KOTAPTLON OTOV KOGHO

€. T0 Pé€oo eninedo ouppetoxng otn ABM va $pBdavel touAdylotov to 12,5% tou
TANBUGOKOU Twv evnAikwv og nALKia epyaciog

MNapdAAnAa, to eUpWIAIKA KpATn, oto MAaiolo tng Atadikaciag tTng MmoAwviag Kal £wg th
ouvavtnon tng AouBév to 2009, mpoxwpnoav amod tn Bewpntikr umoothpLEn tng LOEac tTnNg
ABM otnv avadelé Tng w¢ OavOmOOTIHOTOU HEPOUG TNG TIOVETLOTNULAKAC AELTOUpyLOg
(Leuven/Louvain Communiqué, 2009). Tnv ila mepiodo, to TupPoulio (Mawdelag), katdmv
npotaocng tng Emttpomnng (Kown EkBeon Npoddou Tou TupPBouliov Kat Tng Emtpomnig MNa To
2008 xxetikd Me Tnv Edappoyr) Tou Mpoypaupatog Epyaciac Eknmaibevon Kat Katdption
2010 — Mapoxn Awa Biou Mabnong MNa Nvwaon, Anuoupykétnta Kot Kawvotopia, 2008) kot
adou eixe Nén StamotwBel n avaykn va apyicouv oL epyacieg Sltapopdwong evog, OXETLKOU,
EVNUEPWHEVOU OTPATNYIKOU TTAOLoiou, €0e0e To yeVIKO TAQLOLO TNG EUPWTIAIKIG CUVEPYAGLOG
yla tnv nepiodo 2010-2020 otoug TOUELS TNG (emayyEAUATIKAC) EKTTAISEVONG KAl KATAPTLONG.
H ABM tomoBetnOnke, Kol TAAL, «0To KEVTPO TNG Sladikaoiog anoteAwvtog tn Bepehiwdn
opxn mavw otnv omnoia Ba Baciletal oAokANnpo To MAaiolo kaAumTovtag Kabe eidoug pabnon
— TUTLLKI, KN TUTILKA KOl ATUTIN- 0 OAa Ta emtineda: amd tnv mPooXoALKn Kal Thv mpwtoBaduia
EKTIAISEVON WG TNV AVWTOTN EKTTAISEVOTN, TNV EMAYYEALATIKI EKTIALOEVON KOl KOTAPTLON KOl
v eknaideuon evnAikwv» (Zuunepdopata Tou Zuppouliou, Tng 12ng Mailou 2009, IXeTIKA
Me Eva Ztpatnywko MAaiowo Ma Tnv Eupwnaikn Zuvepyaoia 2tov Topéa Tng Eknaideuong Kot
Tng Katdptiong, 2009). Ta kpdtn, amd Tn MEPLA TOUG, deopeVTNKAV WOTE UEXPL To 2020,
ToUAGyLoToV To 15%, KaTA HECO OPO, TWV EVNAIKWY VA CUHLETEXOUV O€ Tipoypappota ABM
(BA. mivaka 2).

Nivakag 2. OL ToALTIKEG TNG EVwong 0Toug TOUELS TNG (emayyeApatikng) eknaibevong &
Katdptiong: To mpoypappa E-K 2020

ZTPATNYLKOL OTOXOL Kpttripla avadopdg (2020)

Evioxuon tng ABM kat tng

KWhTIKGTATOG a. T0 15% TOUAdXLOTOV TwV EVNALKWY KATA HECO OPO Bl TTPETIEL VOL CUUHETEXEL

oe ABM,

BeAtiwon tng moLdtNTaG KoL TG
AMOSOTIKOTNTAG TWV CUCTNUATWY
eknaibeuong kaL katapTiong

B. T0 MOCOOTO TWV ATOUWV UE XAUNAEG ETILEOOELG OTNV avAyvwaon, Ta
MaBnuatikd Kot TLg BeTIkES emoTAUES Ba Tipémel va eivat xapunAotepo amnd 15%,

Y. TO TOCOOTO TWV ATOUWY 30-34 eTwV pe TPLToPAOUL0 popdwTKO eminedo Oa
TipEMeL va lval Touldxiotov 40%,

MpowOnon tng LoodTNTaAg, TG

KOLWVWVLKAG OUVOXNG KaL TNG EVEPYOU
L8LotnTOG Tou ToAiTn

Evioxuon tng Snpoupykdtnrag Ko
NG KavoTopiag og OAa Ta enineda
™G EKNAidEVONG KA KATAPTLONG.

6. T0 T0COOTO TWV ATOUWY TIOU EYKATAAEITOUV TTPOWPA TV EKTiSeLON Kat
Kataption va givat xapunAotepo tou 10%,

€. 10 95% ToUAdXLOTOV TWV TALSLWY NALKIG £vapéng TNG UTIOXPEWTLKAG
npwtoPabuLog ekmaideuong Oa MPEMEL VA CUUIETEXEL OE TIPOOXOALKN
eknaidevon.
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IXETIKA, To Eupwmaiko TuppouAlo, duo xpovia apyotepa, to 2011, kdAeoes Ta PEAN TOU va
ETUKEVTPWOOUV oTnVv TpowBnon gUEAKTWY padnolakwy Sladpopwy yla Ttoug evnAikoug,
cupnepAaBAVOHEVNG TNG gUPUTEPNG TPOOBACNG OTNY TPLTOPABULO eKMAldEUON KAl Ot
Sladopormnoinon Tou GACHOTOC TWV EVUKALPLWY LABNoNC evNALKWY TIoU tpoadEpovTay amo Ta
Wpupata tprtofadutag eknaidevong (Council of the European Union, 2011) . Avtictolxa, oto
YepePfav to 2015, ot urmoupyol ¢ MnoAwviag €dwaoav €udacn otn cupnepiAndn otnv
avwtatn sknaibevon SlapopeTIKWY TUMWY EKTIOLOEUOUEVWY HECW TNG AVOYVWPLONG TNG
iponyoUEeVNG Ladnong kat otn Stebpuvaon Tne MPoOoBacnc LECW TNG SNULOUPYLOG EVEAIKTWY
paBnotakwyv Stadpouwv (Yeravan Communiqué, 2015) . Zto mAaiowo tng Awadikaoiag tng
Komeyxdyng ta eupwnaikd kpatn mpowbnoav tov oToXo TnG dSnuoupyiog evog Eupwmaikou
Xwpou (emayyeApatikig) Exnaidevong kat Katdptiong, cupmAnpwuatikol Tou Eupwmnaikou
Xwpou Avwrtatng Exkmaidsuong (EXAE), yia tnv evioxuon tng KWNTKOTNTOG TWV VEWV KaL,
Kuplwg, Twv evnAikwv, Omou ta Tpocdvta Tou Ba amoktlouvtal O [l xwpa Ba
avayvwpilovtal o 6An TNV Eupwrn, pe Tn xprion Kowwv mAaloiwv, EpyaAsiwy motonoinong
oANG Kal cuykplotpwy dedopévwy ( Aadepakn, 2009 Acbepdkn & TowioléAng, 2008 Pepin,
2006+ Vassilopoulos et al., 2020). H Awadikacio tng Komeyxayng kabBopLos TIC TOALTIKEG
TIPOTEPALOTNTEG YLa TNV EMITEVEN TOU OLKOVOULKOU, KOl SEUTEPEUOVIWG TOU KOWWVLKOU
OTOXOU TNG OTPATNYLKNG TG AlooaBOvag oTov TOPEN TNG (EMayyeAUOTIKAG) kmtaideuong Kat
KOTAPTLONG: «H avAmTUEN HLag TPAYHUATIKAG EUPWTAIKAG ayopd EpYACiag - TTOU amoTeAel
OUCLOOTLKO CUUTARPWHA TNG eviaiag ayopds ayabBwv Kol UNMNPECLWV Kal TOU eviaiou
vopiopatoc - Paoiletat oe peydho Pabud otnv Omopén evog  e€elSKeEUUEVOU,
TIPOCOPUOOTIKOU KAl KLVNTLKOU €pyaTtikoU SuvaplkoU Tou Ba pmopsl va Xpnolpomolel ta
TIPOOOVTA KOl TLG LKOVOTNTEG TOU WG €va £i60¢ «kolwvou vopiopatoc» og OAn tnv Eupwmn»
(https://ec.europa.eu/commission/presscorner/detail/en/MEMO_04 293).

OL BOOIKEG OTPATNYIKEG TIPOTEPALOTNTEG TNG Aladikacoiag tng Komeyxayng ywa tnv mepiodo
2015-2020, ntav ol €€n¢: a) mpowbnaon tng Baolopévng otnv epyacia pabnong, B) éudoaon
oTa MaBNOoLaKA QMOTEAECUATA KOl OTOUG HNnXaviopoUl¢ Staodaliong tng moldtnTag TS
ETAYYEALATIKNG EKMAideuong Kal Katdptong, y) evioxuon 1ng mpoéofacng otnv
ETIAYYEALATLKN eKTIALSEUON KOL KATAPTION PECO OO EUEALKTO CUCTAATOA CUMPBOUAEUTLKNAG
KOl TTILoTOoTI0lNOoNG MPOCOVIWY, 8) MepaLTépw evioxuon Twv Bactkwv SeELOTHTWV KalL €) TOpOXH
EUKALPLWY EMOYYEAUOTIKNG AVATTTUENG TOU EKTIOLOEUTIKOU TIPOCWTTILKOU TNG EMAYYEALATIKAG
ekmaidevong Kol KOTAPTLONG
(https://ec.europa.eu/commission/presscorner/detail/en/MEMO_04 293).

OL KeVvTpLKOL oTOXOL TIOALTIKAG yLo TNV Ttepiodo mou Stavuoupe (2019-2024) amotunwvovTal
o 06pEC YpaUPEG OTo TMAQLCLO TNG oTpatnyLKNG agenda tng EE kat sival ot akdhouBol: a)
T(POOTACLO TWV TIOALTWV KoL TwV EAeLBEPLWY, B) avAaTTUEN LOXUPNG KAL SUVOLKAG OLKOVOULKAG
Bdaong, y) olkodopunon KAHATIKA ouSETEPNG, PACLVNG, Sikang Kol KOWWVLKAC Eupwrng, Kot
8) mpoaywyn TWV gUPWNAKWY ocupdepdvTwy Kot aflwv otn Stebvry oknvn (BA. kot
https://www.consilium.europa.eu/en/policies/strategic-agenda-2024-2029/). e auti 1n
Baon, ta ouyxpova OtakuPBedpota Tou adopolv TIG TOATIKEC ABM odeilouvv va
ovalntnBolv otn ANRAwon Ttou Osnabriick tou 2020 OXETIKA HE TNV EMOAYYEAUOTIKNA
EKTIAIOEUON KAl KATAPTLON WE KATAAUTH avakopdng kal dikaing petapaong otnv Yndlakn
KoL TpAaoivn owkovouia kat, BERata otig mpoodates mpwTtoPfoulieg tng EE. Tuykekpluéva, oL
AVOKOWVWOELG TNG ETMLTPOT G OXETIKA HE TN ZTHPLEN TNG armaoXOAnong Twv vEwv «MEdupa mpog
v  amaocxoAnon yw TtV emopevn  yevia»  (https://eur-lex.europa.eu/legal-
content/EL/TXT/PDF/?uri=CELEX:52020DC0276), KaL OXETKA UE TO «Eupwmaikd Oguatoloylo
AgflotiTwv» (https://eur-lex.europa.eu/legal-
content/EL/TXT/PDF/?uri=CELEX:52020DC0274&from=EN) kat n fUotaon tou IupBouliou
OXETIKA HME TNV «eMayyeApatikn ekmaibeuon kot koataption (EEK) yw  Buwoiun
OVTAYWVLOTIKOTNTA,  KOWWVIKAR  Slkawooluvn  kat  avBektukdtna»  (https://eur-
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lex.europa.eu/legal-content/EL/TXT/PDF/?uri=CELEX:32020H1202(01)),  amoteAolv  TO
Baolkd keipeva avadopdg ylo Tnv MOALTIKN TNG Evwong yla tnv (emayyeApoTikn) eknaidevon
KOL KOTAPTLON yla TNV mepiodo mou Slavloupe eMISLWKOVTIAG VA avTamokplBouv oTLg
oUYXPOVEG TIPOKANOELG TIOU QVTLUETWITL{OUV oL XWPEC MEAN TNC EE: UMapén avépywy e XapnAn
e€e1blkevuon Kal XOUNAN CUMUETOXN OE TPOYPAUUATA (EMAYYEAUOTIKNG) ekmaideuong Kal
Kataptong. Xwpic apdiBoria télog, n dtapopdwon tou Eupwmnaikol Xwpou Exkmaideuong,
10 2025, amnoteAei iowg TNV e€EALEN pe TN peyaAutepn enibpaon ota Tektavopeva oto nedio.
Aev Ba emekTtaBoU e OUWG OTO GUYKEKPLUEVO {HTNUA OTO MAQGLO TOU TTAPOVTOG.

KAeivovtag tnv evotnta, kal pe Baon oca avadepOnkav mPonyoUUEVO, UMOPOUUE vol
KOTOANEOUUE OTIG AKOAOUDEC SLOMIOTWOELG O OXECN UE TO TIEPLEXOUEVO TWV EUPWITAIKWY
TIOALTIKWV yla Tt ABM. H ABM &gv amnotelovoe mpotepalotnta tng EE péxpl tn Sekaetia tou
1990. Antd to 1990 kot peta n ABM apyilel va avayvwpiletal wg éva Baolkd HEGO yLa TNV
eMiteELEN TNG OLKOVOWLKNG avToywvLloTIKOTNTAG TNG EE kat T SlaodAdAion TG KOWWVLKAG
ouvoxnc —6ebopévo TOU PEPVEL TA EKTIALOEUTIKA OUOCTHMOTO OTO KEVIPO TNG
METappUOULOTIKAG Tpoooxng. Emikevtpwvel &g 1o evbladépov TG OTIC SOUEC TNC
(emayyeApatikic) ekmaidevong kat kotdptiong adol outég Bewpolvtal MwE cuvséovtal
OMOTEAEOUATIKOTEPA UE TIC AVAYKEG TNG ayopdgs epyacioag. H pabnon katd tn SLdpkela Tng
{wng yivetal avtiAnmt) we ekmaidevon katd tn Sldpkela Tt epyaotakng {wng (Mpokou,
2020). O1 paotnplotnteg, dnhadn, oto mAaioclo tng ABM Sev adopolv OAOUG TOUG TTOALTEC,
oAAQ Toug gpyalopevoug 1 ev Suvapel epyalopevoug Kot dev adopolv OAEC TIC SLOOTACELS
NG MPOOWILKOTNTAC Tou TOoAlTn, aAAd Teplopilovtal oe eKelveG TTOU €XOUV LA AUOTNPA
£PYOAELOKN) OXEON HE TIC AVAYKEG TNG emayyeApatikng tou {wng (KapaAng, 2010). H
Slopopdwon gvéAktwy pabnolakwv Sladpopwyv, n Slevpuvon tnNg Tpocfaong otnv
tprtoPabuta ekmaidevon, n evioxuon twv deflotntwy, n €udoon otn podntela Kal TNV
TIPAKTIKN AoKnon aAAG Kal n avantuén epyalsiwy motonoinong Twv mpocoviwy otn Bacn
TWV HaBNoLaKWV AMOTEAECUATWY AMOTEAOUV OTOXOUG TIOU KUPLOPXOUV OTOV EMionpo AOyo
¢ EE umoypappilovtag tnv owovoulkn Aswtoupyia t¢ ABM. MapdAAnha, n eotiaon
peTatomiletal mpo¢ Tov €pyalOMEVO KAl TNV OMACXOANOWMOTNTA Tou (Acdepdkn &
TowoWéAng, 2008 Mamadakng, 2006 Mpokou, 2020) kaBr KOV yLa TO OTOLO T ATOUA TIPETTEL
Va TTAPOUV TNV UBUVN TOOO TNE ETMIIAOYNC 000 KAl TNC XPNUATOSATNONG TNG. 2TIC UTIOXPEWOELG
TWV KPATWV, ard TNV GAAN Hepld, tibetal n amaitnon va Bpiokovtat oL TOALTEG TOUG, CUVEXWC,
otn pabnotakn dtadikaaoia (Mpokou, 2020). 2 éva TETOLo MAALOLO, TEPAV TWV AWV TILOAVWV
CUVETTELWV, OL OVLOOTNTEC, 0 BAPOC TWV KOWWVIKA EVAAWTWY, Stotwvilovtal evw aufavel o
Kivéuvog kowwvikoU amokAelopoUl (Papadakis, 2022)!

Mia GUVOALKA ATTOTIKNGON TWV ATTOTEAECUATWY TWV TMOALTIKWYV TG EE yLa tnv (emayyeApatikn)
ekmaideuon kal kataption Oelyvel Mmw¢ katdotacn oto medio, ywa tnv mepiodo mou
Slavuoupe, xapaktnpiletal ano tnv UTapén avépywv e xapnAn e€eldikevon kat xopnAn
CUUETOXN OE TPOYPAULATO EMAYYEALATIKNG ekaibeuong Kat katdptiong (Papadakis, 2022).
Mavtwg, n emtuxia Twv MOATIKWY EKMALSEVUTIKNG METApPpUOUIONG tng EE daivetal mwg
efaprdral, petafld aMwv, amd 0o PBacilkoUg MOPAYOVIEG: TNV etoluotnta (f/koL tnv
POBEoN) TWV EUNMAEKOUEVWY VA EGOPUOTOUV TIG OXETIKEG TIOALTIKEG KalL T OXE0T UETOEY TWV
TIOALTLKWVY OTOV TOHEQ TNG ekmaideuong kot GAAWV TOLEWY, OTIWG eival autol TNG olkovopiag
KaL TnG amacxoAnonc.

Mo autd to Adyo oto onueio autd eival onpavtiko va otpodolpe oto olyxpovo TOoTiio
TIAPOXNC UTINPECLWV (EmayyeAHaTIKAC) ekmaibeuonc Kol KatdpTtiong otnv EANASa -TUTILKAC KoL

HUN-TUTILKAC.
3. To oUyxpovo TOMiO TMAPOXNG UMNPECLWV (EMOyYEAMOTIKAG) eKmaidsuong Kol
Katdptiong othv EAAGSa
O Beopog g ekmaideuong evnAlkwy otn Xwpo pag, mapd TG aAeMAANAEG VOUOOETLKEC
npwtoPoulieg mou eixyav avaldPel ol eAnvikég kuPBepvioelg, A6n amd to 1929, sixe
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TiEPLOPLOMEVN avamtuén kal pkpr epBéAela (KapaAng, 2010). To cUyXpovo TOTO TAPOXnS
UTINPECLWV (EMAyYEAUATLKAC) eKmaiSeuong Kal KATAPTIONG, MAVIWG, Slapopdwbnke Kot
OUVEXLOE va Aettoupyel otn BdAon TNG KOWOTWKAG XpnHatodotnong petda to 1980.
Xapaktnplotika, o lwavvidng (2017) avadépetal og, oxedov, oAoKANpWTLK €£APTNCN TOU
KAQSOU amd Ta CUYXPNUOTOSOTOUPEVA TIPOYPALMOTO TWV EUPWIAIKWY SLapBpwTlkwy
Tapelwy ota mAaiola twv Stadoyxikwyv KNZ -to A" KMZ (1989-1993), to B’ KNZ (1994-1999) kot
" KNZ (2000-2006)- kot tou EXNA. H aAnBeLa eival mwg n eicodog tng EAAASag otnv EOK, t0
1981, kalL n cuvakoAouBn KOWwoTKN XPNHAToSOTNON MPOKAAECE EUVOIKEG CUVONKEG yLa TNV
avamntuén tou Beopol NG Aaikng empuopdwaonc otn Baon tng evepyomnoinong Twv Gpopéwv
TOU gupuTtEpOU Onuocilou topéa (Aaikn Empopdwaon, EAKEMNA, OAEA, EETAA, EOMMEX).
Katd tn 6ekaetio tou ‘90 dpwe, cLUWVA PE TG ETUTAYEG TNG EUPWTTIALKNG TTOALTIKAG YL TN
ABM, TO yVWOTIKA QVTLKEIPLEVA TWV SLOBECLUWY TIPOYPAUUATWY TIEPLOPLOTNKAV OTOV TOUED
NG oUVEXLWIOMEVNG EMOYYEALATIKAG KATAPTIONG KOL N XPNHOTOS0TNON UELwONnKe aitobnta
(Pevtidng, 2019). To ocuoTNUA TOPOXNC UTINPECLWV OTO E£mimMedo TNG OGUVEXLIOUEVNG
ETIAYYEAUATLKAG KATAPTIONG avadlopyavwBnke plllkd pe tn dpaotnplomoinon twv KEK kat
WOuwTtkorno|Bnke ektevwg (IOBE, 2021+ KaBaoakaAng, 2018+ KapaAng, 2010+ QwtomouAog
& Zaykog, 2016). I& €va XaOTIKO ToTlo Ttapoxng umnpeowwv ABM, amod to 2000 Kol UETQ,
KataPANOnKav mPoomabeLeC yia TOV OECUIKO EKCUYXPOVIOUO TOU CUGCTHOTOC UE OTOXO TNV
opBoloywkn aflomoinon Twv uTO &LABson MOPWV OAAG KOL TOV TILO OUTOTEAECUATIKO
OUVTOVIOUO Twv dpactnplotitwy oto medio, Kuplwg, tng oUVEXIOUEVNG ETOYYEAUATIKIG
kataptiong (lwawvidng, 2017+ Kapaoakaing, 2018 KapaAng, 2010 QwtdnouAog & ZayKog,
2016). To eAANVIKO KPATOC ouyKekpLUEva, e To N. 3191/2003 B£omios To EBVIKO ZUoTtnpa
Juvdeonc tng EmayyeApartikng Exkmaidevong kat Kataptiong pe tnv AnacyoAnon (EXIEEKA),
TO omolo enelpnoe tn oLVEECN TNC APXLIKNG UE TN CUVEXLIOUEVN EMAYYEALATIKY KATAPTLON
KOlL TN OUVOEDK TOUC HE TIG OVAYKEG TNG ayopdg epyaciag. TeAkA, evepyomolnonke pe tpla
xpovia kabuotépnon (2006) kal otn cuveéxela UMOAslToUpynoe €wg to 2009 kal Uotepa
adpavornoibnke (Kokkog k.d., 2021). To €tog 2005, o N. 3369/2005 £¢dwoe £udoon otnv
TILOTOMOLNGN TWV TPOYPAUUATWY CUVEXIIOUEVNG EMAYYEALATIKAG KATAPTIONG OTn Baon
ETIAYYEALATIKWV TEPLYPAUUATWY. QoTtdo0o, N oTPEPAN SOUNON TOU CUCTAUATOC KATA TNV
nponyouuevn mepiodo, n €AAeuwbn koulAtoUpag Ekmaidsuong EvnAlkwv Kol oL OUXVEG
TMAAWVWSIEG TNG KPATIKAG TIOALTIKAG SUOYXEPALVAY CNUAVTLKA TNV EMLTUXLO TOU EYXELPHMATOG
(Kokkog k.a., 2021).

H Yndon tou N. 3879/2010, emxeipnoe va Stapopdpwoel, yla mpwtn ¢opd, TG eOVIKEG
TPOTEPALOTNTEG OTOV TopEa tng ABM otnv EAAGSa kovtd ota supwraikd mpotuna (IOBE,
2021; OwtomnouAog & Zaykog, 2016). Osopobétnoe to EBvikd MAaiolo Npooovtwy (EMM) kot
To EBVIKO Aiktuo ABM esvw €Bece oplopéveg mpoblaypadeg pe okomo tn Slooddlion
molotnTag ot Sopég (emayyeApatikng) ekmaibsuong kal katdptiong. H emayysApatikn
KOTAPTLON Kal N Yevikn ekmaidevon evniikwv mpoPAnbnkav, os auto to mAaiolo, wg dvo
LOOTIHOL TIUAWVEG KoLl urtdyovtav (e to M.A. 24/2010) oto Yroupyeio Natdeiag (Pevtidng,
2019). Ta BaolKd XOPOAKTNPLOTIKA TOU CUYKEKPLUEVOU vopoBetikol TAalciou, os suBeia
oUVEEDN UE TIC EUPWTTALKEG TIOALTIKEG TIPWTOPROUALEG, OTTWE TAPOUCLACTNKAV TIPONYOUHEVQ,
StapopdwOnkav we £€n¢: 61aBeon cuvdeonG TWV EMUOPDWTIKWY QVAYKWVY TWV EVNALKWVY LE
TLG AVAYKEC TNG QyOPAG EPYACLOG, AVOYVWPELON TOU POAOU TwV LoONOLAKWY ATOTEAECUATWY,
avayvwpLon Kal LoTtonoinon eVOAAOKTIKWY EKTIOLOEUTIKWY SLASPOLWY, QTOKEVIPWON TWV
Opdoswv ABM otoug Sriuoug Kol oTLG TepldEPELeg, evioyuon TwV KOWWVLKA gumabwv
opadwv, dlaodpdlion tng moldTNTAC TWV ekMAdeUTIKWY Spdoswv (IOBE, 2021+ lwavvidng,
2017+ Kokkog K.a., 2021- Mpokou, 2020+ QwtomouAog & Zaykog, 2016). Tnv Pridion tou
OUYKEKPLUEVOU VOHOoU akoAouBnoe n Ynolon dAAwv 10 vopwv Kal Sekadwv GAAWV Vopo-
BeTikwv Mpatewv we to 2020 -XapaKTNPLOTIKO HLag UTEPSPOOTNPLOTNTAG TTIOU QTTOTUTIWVEL
TNV €VTOoN TWV QVTIKPOUOUEVWY CUUDEPOVIWY TIOU EMIXEPRONKE voa LkavorolnBolv oto
OUYKEKPLUEVO TOUEQ KOL TNG TIOAUVOLLLOC TTOU XOpOKTNPLleL EupUTEPA TN XWPA.
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To nedio, ouvoilovtag, £6lyve va xapaktnpiletal and dtadopec maboyéveleg. Katapxag,
™ ouxv evoAAayr) TIOATIKWY umeuBuvwy, mou, ouvnBwg ouvodeudtav amd aAlayn
TIOALTIKAC KOTeLBUVONG Kal, TeAKA, emupavelakéG aAlayEg ou amodaacilovtav and mavw
MPO¢ T KAtw -top down (Nektdplog K.d., 2022). AsUtepov, TNV ENeWpn oTPATNYLKOU
oxedlaopoU mou avtikabiotato amo pia kuplapyn MOALTIKY amoppodnong KOWOTLKWY
KOVOUALWV Kot SlavOUNG TOUG, OUXVA, LE PN OELOKPOTIKO TPOTO. X€ OXECON LE TO TPWTO,
XOPAKTNPLOTIKA, MeTd Tto 2015, émape va kataptiletal 1o EBvikd Mpoypappo ABM.
Avadoplka pe Tto SeUTEPO €, TIC XPNOLLOBNPLKEG TIPOKTIKEG Katadikaoav pe €udacn ol
SleuBUVOVTEG TWV gpeUVNTIKWVY KEVTPWVY Tou IME-FZEBEE kot INE-TZEE Ttou umtootripléav otLn
ETIAYYEALATIKA KOTAPTION TwWvV &VvnAikwv oto mAaiolo (ouy-)xpnHoatodoToUpeEVWY Ao
KOLVOTLKOUG MOPOUC SpACEWV AELTOUPYNOE WG

HECO ouvinpnong Hiog veomayoUlC PBlopnxaviag Kataptiong, PoucheTOAOYIKOG
UNXQVIOUOG, TPOmo¢ cuAloyng Undwv, PECO TEXVNTAG HEIWONG TwV TIOCOOTWV
avepyiag, dlauAog yla tn dtadoon kal thv edpaiwon VEAKTWY HopdwV amacyoAnong
[...], atpounxavh amoppodnong KOWOTIKWY TOPWY, HUNXOVIOUOG aVOTapaywyng Kot
LOXUPOTIOLNONG TIOALTIKWY KOl OLKOVOULKWY CUUGEPOVTIWY OE TOTIKO eminedo, HEoO
OOEUITWY CUVOANOKTIKWY TIPAKTIKWY HETOED ¢GOopEwV TAPOXNAG KATAPTLONG Kol
SikatoUxwv (umoPndlwv mpoc kataption) kot ToAAA dAAa (Awtlépng & MovAag, 2017,
oeA. 15).

ErunpdoBeta, to clotnpa oto eninmedo TG (EMAYYEALOATIKNAG) EKTTALOEVONG KOl KATAPTLONG
e€akoAouBnoe va Aettoupyel UTIO Eval «KPOTIKLOTLKO» LovTENo SLakuBEépvnong (Mpokou, 2009,
2020) mapd tnv oduvaplo avtamokplong TNG KeVIPKAG Oloiknong evw  ehdylota
aflomolndnke n cUUPOAR KOl TEXVOYVWOLO TWV KOWWVIKWY etaipwy (Qwtomouvlog, 2013)
n/kat Gopéwv KOAWY TPAKTIKWY ota YopnAotepa enineda efovaoiag - Mepidépeleg, Anpot
(Kokkog k.a., 2021).

O N. 4763/2020, og auto to mAaiolo, Osopobétnos apkeTeg alayEg pe 1o BaotkE, lowg, T
ouvtagn Ztpatnywol 2Zxediou yla tnv (emayyeApatikn) ekmaibeuon Kol KOTAPTION ME
T(POOTITLKI TPLETLAG, AOYW TNG SUVOLKOTNTAG TWV ETULUEPOUG TTeESiwV, KaL TNV KaBLEpWan evog
EBvikou Zuothuatog EmayyeApatikng Ekmaibeuong kat Kataptiong (EEK) ywa tnv amoduyn
ETUKAAUPEWY SOUWV KOL UTNPECLWY. IXETIKA, LOpUONKav VEEC OOUEC (EMOYYEAMATIKAG)
eknaidevong kat katdptiong -EnayyeApatikég xoAég Kataptiong, Mpotuna EmayyeApatikda
AUkela, Mepapotikd kat Ospotika IEK, 1EK €l81kAg¢ aywyng K.ATL.- QVAMTUCOOUEVEG OTA
enineda 3, 4 & 5 tou EMNN evw umnpéav pubuicelg kat ya T Stadikaoieg motomnoinong Touc.
MapdAAnAa, n cuykpotnon tou KevtpikoU ZupBouliou EEK pe TN GUUUETOXN EKTIPOCWTTWY
oo UTTOUPYELQ, KOWVWVLKOUG £TAPOUC (0OpyavwoeLl epyodoTtwy Kal epyalouévwy) Kat Ta
empeAnTipla, ta KAadwkad Juppoulia AsflotAtwyv Kal n Bsopobétnon twv ZupBouAiwv
Yuvbeonc pe tnv Napaywyn kaLthv Ayopd Epyaciag os mepidepelokd eninmedo otoOXELAV OTNV
OUECOTEPN KOL OTTOTEAECUATIKOTEPN SLACUVOESN TNG EMOYYEAMOTIKNAG ekmaibsuong Kot
KOTAPTLONG HE TG TPAYUATLKEC AVAYKEG TNG ayopag epyaciag. Ard tnv AAANn pepld BEPala, n
KPLTIKA TIOU OOKE(TOL Of QUTEG TIG puBuicslg sotialel oto yeyovog Twe oto KIEEK Sev
CUUUETEXOUV EKTIPOOWTIOL POPEWV TIOU TIOPEXOUV YEVIKN ekTtaidevon evnAikwyv. AsUtepovy,
Sev ouppetéyouv ekmpdowrol Twv KEAIBIM, oUte oplopévwy Yroupysiwv (A.X. Awkotoouvng,
E€wtepikwy, TMOATIopOU), TOU TPAYHATONMOWOUV yld TO TPOCWTIKO TOUuG OpACEL
(emayyeApatikic) ekmaldeuong KoL KOUTAPTLONC VEUPAAYLKAC ohUaciog.

Ze KGOt meplntwon, n (EMayyeAaTIKN) KTAldEVON KAl KATAPTLoNn otnv EAAGSa, evidg Tou
OUYKEKPLUEVOU VOLOBEeTIKOU TAaLciou, mpooéAafe SUo popdEG. Ao tn pia pepLd, n apxikn
ETIAYYEALATLKY KATAPTION OTOXEUEL OTNV TMOPOXN BACLKWY EMAYYEALOTIKWY YVWOEWV Kall
Se€lotntwy, He otdxo tnv évtaén n enavévraén tou avBpwrivou Suvaukol otnv ayopd
epyooia kal mapexetal anod ta IEK oto mAaiolo Tou TumikoU €KMALSEUTIKOU GUOTHHATOC
(eminebo 5 tou EMM). H ocuvexllOpevn €MayyeALOTIKN) KATAPTLON, oo TNV GAAN HEPLA,
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CUMTTANPWVEL, €Kouyxpovilel 1N kot avoPabuilel T yvwoelg kal Se€lOTNTEC TOU €XOuV
amoktnBel oe ouotiuata OSeutepofabulag n tpLtofabulag ekmaideuong n oPXLKAC
ETIAYYEALATLKAG KOATAPTIONG 1] QO TNV EMOYYEAUATIKY gUMelpla, pe otoxo tnv évraén n
gnavévraén otnv ayopd epyaciog. MapéXeTal EKTOG TOU TUTILKOU EKTIALOEUTIKOU CUCTAATOG
KoL uAomotettat amo ta Kévipa Awd Biou Mabnong (KABM), ta Kévipa Empudpdwong kat Ald
Blou Mabnong (KEAIBIM) twv AEI, To EBviko Kévtpo Anuooiag Aloiknong kat Autodiloiknong
(EKAAA) kot molkidoug @AAoug Snudcoloug Kat WoLwtikoug dopeig (IOBE, 2021+ Kokkog K.4.,
2021 MNpdkou, 2020+ Pevtidng, 2019).

Meyaho evlladépov mapouaotalel, o auth tn Paon, To yeyovog nwg ol ¢opeic mou Ba
QVAPEVORE OTL QMOTEAOUV TOV KOPUO TWV TAPOXWV (EMAyYEARATIKAG) ekmaideuong ka
kataptiong (KABM, IEK, ZAE, EKAAA, kaBw¢ kat ta AEl kot ta koAéyla) amoppodolv, GUVOALKA,
MOALG TO 31% TWV CUUMETEXOVTWY KAl TTOPEXOUV TO 35% TwV SLOAKTIKWY WPWV -UE TOUG
AaAAou¢ TapOxou¢ va polpalovtal PETafl EUMOPLKWY OPYOVIOUWY Kol €MEANTnpiwy,
ETUXELPNOEWY, CUANOYLKWV €PYOSOTIKWY OPYAVICUWY, UN-KEPSOOKOTILKWY OPYAVICUWY Kol
Wuwtwv (Commission of the European Communites & DG Education, 2018). Ot teAeutaiol S¢,
oL Wwteg - dpovilotipla EEvwv yYAwoowv, TANPodoplkng, Kol kaBe dMou eiboug
empopdwon emayyeApatiwy, GoltnTwy K.ATL.- £pXOVTAL TIPWTOL WE MPOG TNV amoppodnon
CUMUETEXOVTWY (19%). Z€ AUTO TO TAAICLO, N CUMMETOXH, CUYKEKPLUEVQ, OTN OUVEXLIOMEVN
ETIAYYEALATLKY KATAPTLON TIAPEUELVE, KATA TNV TTEPLodo avadopdg, os oAU xaunAd emnineda
Kot Slapopdwdbnke oe onuavtikd Pabud pe Bacn TNV KATAoTACn omacoAnong, To
ekmaldeuTikd eminedo, tnv nAikia, To dUAo Kal tov Tomo Sapovic (Aoupykolvag, 2021).
MdaAwota, petaty 2013 kot 2019 SleupuvBnke To YAouo ovadoplkd He Toug Oeikteg
OUMUETOXNG AVAUECO OE ATOUA LE ETTAPKEG/AVETIAPKEG Loodnpa (ard 1,5 mpog 1 1o 2013 o
1,63 iipog 1 1o 2019) kat avapeoa o epyalopsvouc/avepyouc (Kapadng, 2020). Feyovdg, tou
KOTaOELKVUEL, v N TL @ANO, OTL N (emayyeApatiky) ekmaideuon Kal KATAPTLon Aeltoupynaoe
WE EVIOYXUTIKOG TIOPAYOVTAC TWV UPLOTAUEVWY KOLWVWVIKWVY AVICOTNTWVY. € AUTA, UMOPOUUE
va TPocB£coupE Kal To EAAELHA SeELOTATWY O0TO avBpwWILVO SUVALKO TNG XWPAC KaBwg N
EA\aSa Bploketal otnv mpoteAeutaia B€on otov eupwnaikd desiktn Seflottwv ESI tou
CEDEFOP (IOBE, 2021) pe kUpLO XOPOKTNPLOTIKA TO MELWHEVA EMIMESA QAVATTUENG Kol
gvepyornoinong deflotntwv aAAd Kal, kupilwg, tn XaunAn avtiotoiyion Se€lOoTATWVY HE TLG
QavAyKeg TG ayopdg epyaociag (IOBE, 2021; Kokkog K.d., 2021). MapdAAnAa, tnv nepiodo 2012-
2019, onuelwONKe cupPPIiKVWON TOU TOHE TNG VEVIKNG ekmaibeuoncg evnAikwv. STaUATNOE N
Aewtoupyla Twv IxoAwv Tovéwv Kal Twv Kévipwv ZUVOSEUTIKWVY Kol YMOOTNPLKTIKWY
Yrninpeolwv kat umoAettolpynaoayv ta XAE kot ta KABM twv Afpwv. Eivat evdelktiko, otL othv
neplodo 2014-2019, Siatédnkav amno toug mopouc tou EMANAA poA 1,8% ya ta ZAE, 1,7%
yla ta KABM twv Afpwy, kat 0,6% yla mpoypappata eknaideuong evniikwy mou adpopolv
KOLWVWVLKA gUTIAOEIG opadeg épav Twv avépywv. OL dnuooleg Samaveg avtiotolya, yla tTnv
ekmaidevon evnAikwv -PEPOC TNC UTIOXPEWTIKNG EOVIKAG CUUUETOXNG OE TIPOYPALLOTA TTOU
Xpnuatodotolviav omd gUPWNAIKOUC TIOPOUG- CUUPWVA HE HEAETN TNG Eupwmaikng
Ertponig, petwdnkav petafy 2010-2016 (Kokkog K.d., 2021).

Nivakag 3. OLmpoPAEYELG TOU VooBEeTIKOU MAaLoiou Kat n (mpoBAnpatikn)
Katdotaon oto nedio

NpoBAéerc N. 3879/2010 NpoBAéerc N. 4763/2020 H (rpoBAnpatuci) kardotacn oo

nedio
Alapdpdwon eBvikwy ‘EMewpn otpatnykol oxedlaouou -
TIPOTEPALOTATWY OTOV TOMEQ TG ABM Juvtagn Ztpatnykol Ixediou ya tnv €udaon otnv anoppodnon kKovSuAiwv
otnv EAAGSa Kovtd ota eupwaikd EEK & ABM (TPLETAG TPOOTTTIKA) ™G EE - Tuxvry aAayr) TOALTIKAG
npoTUTIA katevBuvong

Oeopobétnon €BvikoL Atktiou ABM ©eopobétnon EZEEK to onoio

avanrtvooetal ota enineda 3, 4 & 5 AMnAoeTKaADELS peTa) dopwv
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Tou EMMN

ndBnong

SUveon EMUOPPWTLKWV OVAYKWY TWV
VNAIKWY HE TLG AVAYKES TNG ayopag
epyaoiag

AlocUvbeon TG EEK & ABM pe thv
QyopA EPYOCLAC, LE TNV OUCLAOTLKN
GUHUETOXN TWV KOWWVIKWV ETApWY
otov oxedlaouo

MpoBAnuatikn Staoclvdeaon He TG
QAVAYKEG TNG ayopag epyaciag —
EMepa de€lotitwy (emhoyn
€LOIKOTATWYV UE BAON CUVTEXVIOKA
oupdépovta, «oxoAelonoinon»)

AwooddAion tng mowdtnTag Twv
eKMALSEVUTIKWYV SpdoEwv

MNpowBnon tng aploteiag, TG €peuvag
KaL TNG Kawvotopiag otn Stbaokahio
otnv EEK

MAApPNG amnouaoia KoOUAToUpPAG
monitoring & evaluation -
TPOBANHOTLK TIOLOTNTA

Arnokévtpwon twv Spdoswv ABM
0TOUG SAUOUG Kal OTLG TIEPLDEPELEC

Evioxuon tou Babuol autovouiag twv
puovadwv EEK, pe evepyo poAo twv
EKTIPOOWTIWY TNG TOTIKNAG
autodLoiknong KaL Tng TOTKAG

MIKPH) CUMUETOXH KOWWVIKWV
etaipwv, Afjpwv kot Nepidepelwv oto
OXESLAOUO TOU CUOTAMATOG

Kowwviag

AppuBpieg otnv opydvwon tou
OUOTAKATOG - Ttayiwon eL8KOTATWY,
AMOELWHEVOC EPYACTNPLOKOG
€§OMALOMOG

JuvoAKn avapopdwon Twv
TIPOYPOUUATWY OTIOUS WV TwV GopEwv
EEK

AvayvwpLon Tou poAoU TWV
HOONOLOKWY UTOTEAECUATWY

AvaBaduion kat EMEKTOCN TOU
Beopol TG PAKTLKAG AOKNONG KAl
™¢ padbnteiag

AvayvwpLon Kat Totonoinon twv
EVAANAKTIKWY EKTTALSEUTIKWV
Stadpopwv — Ogopobétnon ENN

EMewpn aglomotiog otnv miotonoinon
TWV EMAYYEALATIKWY TIPOCOVTIWY

XaUNAA CUUUETOX — KOWWVIKEG
avLo0TNTES

Mnyn: (I0BE, 2021* lwavvidng, 2017 KapaArg, 2020* Kokkog k.d., 2021+ Pevtidpng, 2019* YMNENG, 2022* QwtonouAog &
Zaykog, 2016)

KAelvoupe Tic avadopEég pog uroypappifovtag to yeyovog nwg, otnv EAANGda, ev umapyouv
£PEVUVNTIKA OTOLXElQ TIOU VA TEKUNPLWVOUV TOV POAO TNC CUUUETOXNAG OTN oUVeEXL{OPEVN
ETIAYYEALATLKY KOTAPTION OTO KOMUATL TNG EVToEnG TWwWV OVEPYWV OTNV amacyOoAnon
(Aoupykouvag, 2021+ I0BE, 2021). AAAoL cuyypadeic avadépovtal otnv TPoRANUATIKA
ouoXETLon Tou Tediou Pe TNV amacXOAnon Kot TLg aVAYyKEG TNG OLKOVOULAG Kal TNV amouaia
€UpUTEPWV SLOPBPWTIKWY AAAAYWV O AUTOUC Toug Topelg (lwavvidng, 2017- Npodkou, 2022
ZouAlwtng K.d., 2023). H peAétn twv Nektdplou K.d. (2022), yLo TNV OMOTEAEGUATIKOTNTA TNG
(emayyeApatikic) ekmaibevong kat katdptiong otnv EAAGda €nyouv OTL, amo tn pio peplad,
oTOo eminedo tou vopoBeTikol mAatoiou, TiBevtal moloTikol oTdXoL Kal, amo TV GAAn, Sev
UTIAPXOUV OTATLOTIKA SeSopéva yia OPKETEG MAPAUETPOUC KOBOPLOUOU TNG AmodoTIKOTNTAS
TOU cuoTAUATOC. OL ELOPOEC, OL SLASLKACIEG KAl OL EKPOEC TOU CUOTAHATOC Sev afloAoyolvTal
KO, TO KUpLOTEPO, bev €xel BeopoBetnOel tétola untoypéwon (Nektaplog k.d., 2022).

4. Ivunepacporo
YTO CUYKeEKPLUEVO ApBpo avalntnOnke o cluyxpovog pOAog Kol oL oTOXOL TTou £EUTNPETEL N
petadopd TWV UpWMOikwy TOATIKWY ABM yia tnv (emoyyehpatikr) ekmoibsuon kot
kataption otnv EAMGda. Edkotepa, ouvolioape tnv mpoodatn, oxetiky, BBAloypadiki
mapaywyn otn xwpo adpol MPWTa ONMOTUTIWOAUE, 08 a8PEC YPOUUEG, TOUC OTOXOUG TWV
EUPWIAIKWY TIOATIKWYV yta T ABM kotd tnv nepiodo, eldika, petd to 2000.

AuTO mou Sleddvn amo tn culATNon OTLS TPONYOUEVEG EVOTNTEG elval wG n EE avémtue to
evbladépov tng yla T ABM petd to 1990 oto mAaiclo piag epyaAelakng AoyLKng Omou n
Eudaon anodobnke oTic SOUES TNG (EMAYYEAUATLKAC) EKTTALSEVONG KL KATAPTLONG OL OTIOLEG
BewpnBnke MWG cUVOEOVTAL ATIOTEAECHATIKOTEPA LE TNV EEUTNPETNON TWV AVAYKWV TNG
ayopag epyaciag. H otpatnywkn tng Alcoafovag, otnv apxLkn f Kal otnv avabewpnuévn
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popdn Tng - Itpatnywkn Eupwrnn 2020 - Baciotnke otnv mpowbnon Kkat edappoyn
petappubuicswy pe o, katd BAch, oTOXoUG o oXeTilovtay, EUUESA ] KOL AUECA HE TA
cuothuata ABM ota Kpdtn HEAN: a) £€vav, OULywS, OLKOVOULKO yla TNV oAoKANpwaon Tng
E0WTEPLKAC OYOPAG KAl TNV TPOETOLHACIia TNG UETAPBAONG OE HLOL OLKOVOUIa Kal o pia
Kowwvia Boolopéveg otn yvwon - MECw TNG evioxuong tng diadikaciag SlapbpwTtikwy
UETOPPUBUICEWY YL TNV AVTAYWVLIOTIKOTNTA KOl TNV KALWVOTOWLO, Kol B) évav KOWWVIKO
avadOopLKA LE TOV EKOUYXPOVLOUO TOU EUPWTTAIKOU KOWWVIKOU [OVTEAOU, TNV enévduon otov
AvOpWTO KAL TNV KOTATIOAEUNGON TOU KOWVWVLKOU OTTOKAELGUOU.

Tnv i6la mepiodo, petd to 1990, otn yxwpa pag Eekivnoav va uloBetouvTal TIOALTIKEG KOVTA
ota supwrailkd mPotuTia. To oUoTnua (EMOyYEALOTIKAG) ekmaideuong Kol KOTAPTLoNG
SlopopdwOnke, oXeSOV AMOKAELOTIKA, e BAON TLG KOWOTLKEC Xpnuatodotnoslg (I0BE, 2021+
lwawvidng, 2017+ Kokkog K.a., 2021) evw Kol Ol VOUOBETIKEC TTAPEUPACELG TOU EAANVIKOU
Kkpdtouc, Slaxpovikd, €hafav umoyn toug Tov Kuplapxo eupwraiko Adyo (Aoupykolvag,
2021). Meta€l adAAwv, al&non TG CUMETOXNG LE TNV ULOBETNON SVEAIKTWY UHoOnoLaKwY
Sladpouwv, Slevpuvon NG MpdoPacng o Spacelg (emayyeApatikig) ekmaibeuong Kat
KoTaptiong, avamtuén epyaleiwv TMLOTOMOINONG, TOLOTNTA TWV TIOPEXOUEVWV UTINPECLWVY,
£udaon otig 5e€10TNTEG Kal, KUpiwg, oUVEEDN UE TIC OVAYKEC TNG Ayopag epyaociag. TeAKA,
Alyo Ayotepo amd pod alwvo Petd, odeilovpe va mpoBANUaT{ONACTE avoPOopLKA LLE TOUG
OTOXOUC TIOU £EUTNPETNOE N LETADOPA TWV EUPWTAIKWY TOALTIKWY ABM otn xwpa pag (BA.
Kol mivaka 3).

TNV eAANVIKN miepimtwon, adevog, §gv pag eival yvwoto To amotunwpa TG LETadopag Twv
EUPWMAIKWY TIOALTIKWY ABM otnv amaoyoAncn kal tnv olkovopia. Adetépou, tibetal v
audBOAW n emiteuén TOu OTOXOU TNC KOWWVIKNG EVTAENG Kal TNG QVILUETWILONG TOU
KOWVWVIKOU QITOKAELOHOU EVTOG EVOC CUCTHOTOC TTOU TO XOPaKTNPi{ouv N XxaunAn cUUUETOXA
KOL N 0EUVON TWV KOWWVIKWY OVIOOTATWY, £181KA, 0 O,TL adopd TNV MpocPacn Kal Tn
OUUETOXN OTO €Minedo tnNg ouveX{OUEVNG EMAYYEALATIKNG KATAPTLONG.

Y€ éva GAAo eninedo, oL eUpWTAIKEG MOALTIKEG ABM yLa TV evioyuon TnG anaoXoAnoLLOTNTOG
UTIO TNV €UBUVN TOU OaTOMOU SLATNPOUV TOANATAEG CUVETELEC KOL YLOL QUTO TIOU €XOUE
ouvnBioel va amokaAOUNE KOWWVLKI TIOALTIKY Kal KpATog mpovolag Kal, BERala, tn oxéon
TOUG PE TNV ekmadeuTikn TOALTIKA (Beviépng, 2006+ Mamaddkng, 2003 akeAAapOmouAog,
2001, 2018+ stapélog, 2009 stapélog & BaohdmouAog, 2004+ Depwvog & AaAwwtn, 2021).
ZATNUO TIOU QMOTEAECE Kol TNV OPOPHn YL TNV apxLlKi evaoxoAnon pe tn Oepatiky Tou
OUYKEKPLUEVOU GpBpou.
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