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Editorial Note

The eighth issue of our magazine comes once again at a time when critical approaches to Adult
Education are more necessary than ever for taking informed and impactful action. This issue
brings together seven distinct yet interconnected contributions that critically examine
contemporary educational discourses and practices across Europe. Each article offers a
compelling lens through which we can spot current challenges and opportunities, inviting
readers to reflect on the deeper purposes of education and training in an increasingly complex
world.

The opening article by Lintzeris and Valassi offers a critical analysis of the European
Commission’s recently launched Union of Skills Communication, presenting it as indicative of
a broader shift toward the economization of education policy. The authors examine the
policy’s focus on competitiveness and short-term labor market needs, arguing that this
technocratic approach to skills development risks eclipsing the critical, inclusive, and
democratic purposes of education. They advocate for a more socially just and holistic skills
agenda—one that emphasizes solidarity, inclusiveness, and lifelong human development over
narrow economic utility.

Continuing the discussion on policy and practice, Karakolia and Vasilopoulos explore how
vocational education and training (VET) educators engage with recent legislative frameworks
concerning evaluation and quality assurance in Greece’s public Institutes of Vocational
Education (SAEK). Drawing on qualitative interviews, the study reveals a field grappling with
ambiguities and resistance. Educators voice skepticism toward externally imposed metrics
and emphasize the complexity of fostering authentic quality without adequate institutional
support.

The third contribution by Poulimenou and Panitsidou turns to the educational potential and
challenges of integrating Artificial Intelligence into the classroom. Through a nationwide
guantitative study, the article captures educators’ readiness to employ Al tools in their
teaching, while also surfacing deeper anxieties about the potential dehumanization of the
learning process. While practitioners recognize Al’s value in supporting learning, they call for
balanced, ethically grounded integration that preserves the relational and pedagogical
essence of education.

Chiu re-examines Mezirow’s transformative learning theory through the underexplored lens
of emotionality. By engaging with Franz Brentano’s psychological theories, the author
proposes a reconceptualization of critical reflection as a synthesis of rational and affective
dimensions. This nuanced interpretation not only enriches the theoretical landscape of adult
learning but also suggests practical implications for educators aiming to support
transformative, emotionally aware learning experiences.

Damala in her article explores cinema as a pedagogical medium within Second Chance
Schools, institutions dedicated to adult learners seeking to re-enter education. The authors
make a compelling case for the power of film to foster critical thinking, empathy, and
emotional engagement. Anchored in established adult learning theories and informed by
examples from both Greek and European contexts, the paper demonstrates how audiovisual
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narratives can become transformative tools—provided educators receive proper training and
infrastructural support.

Gender and equity take center stage in the contribution of Tsiboukli and Babalis, which
critically investigates women’s participation in lifelong learning and its impact on labor market
integration. Despite high levels of engagement in learning programs, the data reveals a
persistent disconnect between educational participation and access to leadership roles. The
findings raise important questions about the structural barriers that continue to limit women's
opportunities, urging policymakers to move beyond quantitative participation metrics and
toward equity-driven strategies.

The article of Sidira and Nagopoulos offers a thoughtful inquiry into the process of identifying
educational needs within participatory pedagogical frameworks. Highlighting the multilayered
nature of these needs—explicit, implicit, and hidden—it examines how educational planning
can become a dynamic, iterative, and democratic process. The author emphasizes the role of
participatory assessment tools, institutional contexts, and educator-learner relationships in
shaping meaningful and responsive learning trajectories.

Finally, in Christou's book review, the Greek edition of Alexis Kokkos book is presented —
Exploring Art for Perspective Transformation, published by Brill/Sense (2021). This is a highly
significant monograph by Alexis Kokkos, Professor Emeritus of Adult Education at the Hellenic
Open University, focusing on the role of art in adult education and the promotion of critically
reflective processes.

Together, these contributions challenge us to rethink the role of Adult Education in times of
profound transition. While varied in their methodological and thematic approaches, the
articles collectively advocate for education as a deeply human endeavor—one that must
remain attuned to justice, reflection, emotional engagement, and social transformation.

Professor Katerina Kedraka
Professor Thanassis Karalis

Editors of ADULT EDUCATION Critical Issues
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The EU Communication 'Union of Skills': A Further Step toward
Embedding Skills Policies within a Competiveness-Oriented Economic
Rationality
Paraskevas Lintzeris® & Despina Valassi®

2Executive Director, Small Enterprises’ Institute (IME GSEVEE), Adjunct lecturer University of
Peloponnese, Greece, lintzeris@imegsevee.gr

PResearch Associate, Small Enterprises’ Institute (IME GSEVEE), Greece, valasi@imegsevee.gr

Abstract

The European Commission’s Union of Skills, published on March 5, 2025, is presented as a
strategic response to what is increasingly described as a multidimensional skills crisis, within
a global context marked by growing uncertainty, geopolitical tensions, technological and
environmental transformations, and deepening social inequalities. Within this framework, the
EU appears to prioritize competitiveness by adopting an integrated approach to education,
training, and employment policies, aligning them with economic priorities in an increasingly
competitive international environment. This study critically examines the limitations of such
a strategy, focusing on its strong emphasis on the economic function of education, often at
the expense of its broader roles in fostering critical thinking, promoting social inclusion, and
enhancing democratic participation. The initiative primarily centers on the concept of human
capital development as an investment process, promoting a narrow linkage between skills and
the short term needs of the labor market. In this light, skills policies are integrated into the
EU’s broader strategic narrative for green and digital transition, reinforcing the view that
lifelong learning and continuous skills development are key drivers of productivity and
innovation. However, the technocratic and instrumentalist perspective shaping EU skills policy
-despite its rhetorical commitment to social justice- may risk reinforcing existing social
inequalities, particularly when it fails to account for the differentiated needs and socio-
economic specificities of member states and social groups. The study highlights that the Union
of Skills represents both a continuation and evolution of previous EU strategies, while also
introducing new, increasingly concentrated governance structures. These may further
entrench the link between education and macroeconomic goals and push national policies
toward convergence under a common European trajectory. Against this backdrop, the key
guestion remains whether this policy framework can be re-signified in ways that go beyond
competitiveness to genuinely promote democratic well-being, social cohesion, and personal
self-actualization. The study ultimately argues for a new, holistic and human-centered -as
opposed to business-centered- approach to skills policy—one grounded in the principles of
social justice, solidarity, and democracy. Education should not be confined to a purely
instrumental role; as Paulo Freire once wrote, it must remain a practice of freedom—
nurturing active participation and meaningful social progress.

Key words

skills, inequality, education, lifelong learning, labor market
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Thirsty for national profit, nations, and their systems of
education, are heedlessly discarding skills that are needed to
keep democracies alive. If this trend continues, nations all over
the world will soon be producing generations of useful
machines, rather than complete citizens who can think for
themselves, criticize tradition, and understand the significance
of another person’s sufferings and achievements. The future of
the world’s democracies hangs in the balance. (p. 2)

— Martha Nussbaum, "Not for Profit: Why Democracy Needs the
Humanities

1. Introduction

The complex dynamics of the international political scene, geopolitical tensions, escalating
rivalries, the climate crisis, and deepening social inequalities are generating an environment
of uncertainty that disrupts traditional balances. The European Union (EU) is confronted with
ongoing and significant crises that undermine temporary and fragile economic stability, shift
political power, fracture the illusion of social cohesion, and erode democratic values. In recent
years, skills policies have been regarded as part of the strategic response to these challenges,
aiming to adapt individuals to the demands of an ever-evolving labor market and to prepare
EU citizens for the employment challenges of the future.

The European Commission’s (2025b) Union of Skills Communication claims to address these
challenges by emphasizing the importance of securing a modern and skilled workforce that
will enhance the EU’s competitiveness and economic resilience. In practice, this initiative
seeks to highlight the urgent need for strategic approaches to lifelong learning for adults that
respond to the future demands of an ever-changing labor market. Its objective is to achieve
the greatest possible convergence of education, training, and employment policies across
Member States, with the hope that EU citizens will thereby be able to meet the demands of
an increasingly volatile economic and technological environment.

This initiative, as will be further illustrated, incorporates a business-oriented and technocratic
approach in which knowledge, skills and competences are not primarily viewed as tools for
social inclusion or personal development, but rather as means to enhance productivity,
innovation, and adaptability to the priorities of prevailing macroeconomic policies. Within this
rationale, the concept of “human capital” occupies a central position. Education and training
are primarily perceived as individual investments aimed at securing future employment and
income. Workers’ skills are presented as a fundamental prerequisite for the EU’s
competitiveness, particularly in the context of the “green” and digital transitions. The
emphasis on strengthening the international competitiveness of the European economy is
presented as a key priority, without sufficiently addressing the power imbalances and unequal
dynamics among the various European economies, nor the human-centered and social
dimension of education and training. Inevitably, this raises a fundamental question about the
nature and purpose of education in a democratic society. Martha Nussbaum (2010)
emphasizes that an exclusive focus on skills related to economic growth leads to a deeper
crisis: the erosion of democratic foundations, warning of the danger of neglecting the role of
education in cultivating critical thinking, empathy, and civic participation.

The Union of Skills initiative is closely linked to the European Union’s most recent analyses on
competitiveness, adopting a technocratic lens that emphasizes the importance of aligning
skills policies with the twin transitions: decarbonization and digitalization. However, this
model is not without limitations. The need to substantially strengthen the social dimension in
the development of knowledge and skills remains critical, and the key question that arises is
whether this policy will succeed in addressing the real needs of all European citizens or
whether it risks reinforcing inequalities and regional disparities.
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Within the context of the ongoing dialogue surrounding this policy, its critical and reflective
assessment is essential. There is a significant risk that it may fail to meet the needs of diverse
social groups or lead to institutional and social impasses. The present study aims to analyze
the Union of Skills initiative and critically examine the goals and policies it encompasses. Its
objective is to highlight its key dimensions, decode its underlying rationale, and identify the
potential risks and limitations that may emerge during its implementation.

2. Developing an Analytical Framework for Assessing the Union of Skills
Communication

To fully grasp the spirit of the Union of Skills Communication, one must situate it within the
theoretical tradition from which it originates, study it in parallel with related policy texts, and
take into account the factual circumstances prevailing at the time of its publication.

The European Union is undeniably standing at the threshold of significant challenges. The
escalation of international rivalries and geopolitical tensions poses a threat to global peace.
Intense trade and economic wars over the control of raw materials, energy sources, consumer
markets, and human labor have intensified. Ongoing armed conflicts are causing enormous
human suffering and the destruction of infrastructure essential for human survival. These
conflicts -compounded by fear and insecurity- are driving forced migration and placing
additional strain on public finances through rising military expenditures, often at the expense
of critical sectors such as education, social welfare, and health. Additionally, these conflicts
have lasting consequences for mental health, particularly among young people. They
negatively impact transportation, international trade, and energy security and sufficiency by
fragmenting value chains.

The climate crisis is rapidly deteriorating human living conditions, inflicting irreversible
damage on surrounding natural ecosystems and frequently generating substantial emergency
costs for national budgets. At the same time, rapid technological advancement in our
increasingly networked world -including the accumulation of vast data sets and their
algorithmic management, the digitization of ever more aspects of daily life, and the
proliferation of artificial intelligence applications- is profoundly transforming both the nature
and content of work. These developments result in job displacement and the emergence of
new professions, exacerbate educational and income inequalities, and contribute to the
spread of misinformation and ideological manipulation. Demographic trends in most
European countries are heavily skewed toward an aging population, with serious implications
for the availability of working-age individuals and the sustainability of social security and
healthcare systems. Systems of governance are experiencing a crisis of effectiveness, having
lost a significant degree of public trust. Meanwhile, racism, xenophobia, and neo-fascist far-
right populism -phenomena thought to have been relegated to Europe’s past- have re-
emerged, with their proponents frequently contending for electoral success and positions in
government. Regional disparities continue to widen rather than close. This complex of issues
constitutes the dominant, negative dimension of contemporary reality, which inevitably
shapes public discourse and informs both national and EU-level policy agendas.

The objectives and content of the Union of Skills Communication are closely aligned with the
aforementioned trends and are directly connected to specific official EU documents, as well
as to specialized studies and recent research findings (see OECD, 2024a; 2024b; 2024c; 2025).
Without considering the perspective offered by these texts, the rationale underlying the
Union of Skills Communication cannot be fully understood. The first and most significant
connection to highlight is that the Union of Skills Communication follows -not only
chronologically but, more importantly, in terms of substance- the orientations and guidelines



ADULT EDUCATION Critical Issues Volume 5, Issue 1 (2025)
e-ISSN: 2732-964x

set out in the European Commission’s Competitiveness Compass Communication. This, in turn,
echoes the assessments and recommendations of the Letta and Draghi reports, incorporating
a substantial portion of their insights and proposals.

In 2024, former Italian Prime Minister Enrico Letta published a report titled “Much More Than
a Market”. The Letta Report (2024) focuses on the expansion and deepening of the single
internal market as a means of responding both to emerging international challenges and to
the persistent inefficiencies within European economies. Among other recommendations, it
proposed measures to streamline capital markets, unify and simplify the regulatory
framework for businesses, improve EU regulations to support the digital economy, establish
common cybersecurity standards, and integrate research, education, and innovation as core
pillars of the single market—with a particular emphasis on prioritizing investment in these
sectors.

This was followed by the publication of the report by former President of the European Central
Bank, Mario Draghi, in September 2024, released in two parts under the title The Future of
European Competitiveness (Draghi 2024a, 2024b). The report emphatically describes the
current juncture as an “existential challenge” for the future of the EU. Its primary focus is the
international competitiveness of the European economy as a whole. The report argues that
Europe’s persistently sluggish growth -driven by an unsatisfactory rate of productivity
increase- has caused the European economy to fall significantly behind its global competitors,
particularly in the domain of technological innovation, which is identified as a key engine of
modern economic development. The issues addressed and the initiatives proposed in the
report span a wide range of areas: the issuance of common debt to finance increased
investment particularly in energy, the green economy, and technological innovation; the
integration of capital and financial markets; the continuation and intensification of
decarbonization policies; the transition to a circular economy and self-sufficiency in raw
materials; the reduction of the EU’s dependence on imports; the establishment of a unified
strategic orientation and a common regulatory framework for European industry; the creation
of a common fund for European defense; the further enhancement of human capital through
expanded worker training programs; and the reform of EU decision-making processes to
reduce obstacles and accelerate policy implementation. The Draghi Report also contains
extensive references to the role and importance of human capital skills in the development of
the European economy.

The two reports converge on key issues, concluding that the international geopolitical and
economic environment has undergone radical change, while the EU has so far delayed and
failed to adequately respond to these transformations. As a result, unless immediate action is
taken, the consequences for European economies and societies will soon be highly
detrimental. The conclusions of both reports were swiftly reflected in the New European
Competitiveness Deal (Council of the EU, 2024), and most notably in the Communication
Competitiveness Compass for the European Union.

This specific Communication from the European Commission, issued in January 2025, opens
by acknowledging the EU’s long-standing competitiveness problem in comparison to the
United States and China. According to the Commission, this insufficient competitiveness stems
from the “persistent gap in productivity growth” (European Commission, 2025a, p. 1), the
primary cause of which is identified as a lack of innovation. Thus, increasing productivity is set
as a central objective, while the capacity for innovation, competition, and economic growth is
considered a prerequisite for the digital and green transitions. The Communication ultimately
concludes that Europe requires a new competitiveness model based on productivity driven by
innovation. Consequently, policies must focus on removing obstacles to growth and investing
in innovation and in the skills of the workforce. The Communication fully adopts the

10
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competitiveness enhancement proposals outlined in the Draghi Report and places strong
emphasis on the critical prerequisite of “skills promotion” (European Commission, 20253, p.
3), announcing the forthcoming publication of the Union of Skills Communication. Its aims
include addressing skills gaps and labor shortages, ensuring alignment between skills and
labor market needs, facilitating mobility within the internal market, and attracting more talent
from third countries. As will be demonstrated in the analysis of the Union of Skills
Communication that follows, the Competitiveness Compass serves as the primary reference
point for shaping the goals, orientations, and initiatives related to skills policy.

In addition, the Union of Skills Communication builds upon and further develops previous EU
policy documents on skills. At least, two foundational texts must be considered: The
Communication A New Skills Agenda for Europe. Working together to strengthen human
capital, employability and competitiveness (European Commission, 2016), and the subsequent
version of the same five-year program, published in 2020 under the title European Skills
Agenda for sustainable competitiveness, social fairness and resilience (European Commission,
2020). In the latter -and still active- version of the European Skills Agenda, part of the
implementation of which coincided with the experience and consequences of the pandemic,
the emphasis was placed on supporting the green and digital transitions with the appropriate
skills. At the same time, the principles of sustainability, resilience, and social justice were
upgraded, though primarily at a rhetorical level. The competitiveness dimension has always
been a consistent point of focus in EU skills policies, although the degree of emphasis placed
on it has varied.

3. Pillars and Content of the Union of Skills Communication

This section provides a preliminary overview and analysis of the pillars and proposed actions
outlined in the European Commission’s Union of Skills Communication. This initiative is
intended to serve as a catalyst for coordinating education, training, and employment policies
across the European Union, with the overarching aim of strengthening the EU’s global
competitiveness. More specifically, on March 5, 2025, the European Commission introduced
the Union of Skills initiative in a document structured into six sections (European Commission,
2025b):

i. The problem: the need for more and better skills
ii. The objectives of the Union of Skills
iii. The key pillars of the Union of Skills
iv. Investing in education and skills — mobilizing public and private investment
v. Governance
vi. Conclusions — the way forward
3.1. The “skills crisis” in Europe as the Starting Point of the Communication

The starting point for the Union of Skills Communication is the emerging “skills crisis” in
Europe, which is identified as one of the most significant challenges currently facing the EU,
as rapid technological advances and demographic shifts are profoundly reshaping the labor
market. Moreover, shortages in specialized skills are affecting the EU’s innovation capacity
and competitiveness, necessitating coordinated action at the level of Member States. As
emphasized in the Communication, in recent years the EU has been experiencing a skills
shortage problem, which is linked to technological progress, digitalization, and structural
transformations in the labor market. Businesses across various sectors are struggling to find

11
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personnel with the necessary competencies, especially in fields such as artificial intelligence,
quantum computing, and the green economy.

According to the Communication, serious shortages of highly skilled graduates from both
higher education and vocational training are evident across various levels and subsystems of
education in Europe. While continuous upskilling throughout one’s professional life is
essential, many regions and social groups -such as persons with disabilities or those with a
migrant background - encounter barriers to accessing educational opportunities, leading to
untapped talent across the EU. Europe also lags behind in core competencies, as highlighted
by PISA results and the widespread lack of digital skills among young people. Many
occupations currently experiencing shortages in the EU require vocational qualifications, and
the need to renew the workforce is particularly acute in sectors such as agriculture and
fisheries.

Despite the high projected demand for highly skilled professions by 2035, Europe is not
producing a sufficient number of talented graduates. While continuous adult training is
essential, participation remains low, with fewer than 40% of adults engaged in education or
training, a figure that is even lower among individuals with low skill levels. Although the
demand for digital skills is steadily increasing, nearly half of the adult population still lacks
them. Furthermore, men continue to dominate the fields of science, technology, engineering,
and mathematics (STEM), which influences the structure of the labor market and constrains
the EU’s innovation potential. The lack of financial and entrepreneurial skills limits the
capacity of startups to scale, while the EU remains less attractive to talent from third countries
compared to other OECD countries. Additionally, improved mapping of labor market needs
and vocational training requirements -particularly in critical sectors- is necessary to enhance
preparedness for future disasters and crises. The Communication also highlights the inability
of education systems to keep pace with the speed of technological change (European
Commission, 2025b).

Within this context, the Communication highlights the shortage of professionals in STEM
fields, referring both to the lack of specialized scientific personnel in critical industrial sectors
of the green economy and information technology, and to the shortage of qualified teachers
in mathematics and the natural sciences. Particular emphasis is placed on the issue of
discrepancies among Member States regarding the recognition of skills and the transferability
of qualifications (such as diplomas and degrees), which hampers internal mobility and,
consequently, the optimal utilization of the workforce. These shortages are seen as not only
undermining the competitiveness of the European economy, but also impeding social
inclusion and sustainable development. The assessment of the current state of affairs
concludes with several noteworthy references to the fragmented governance of skills
development systems. Although skills policies are closely interconnected with education,
employment, the economy, and social inclusion, they are often administered by different
ministries or agencies operating with divergent priorities at national and regional levels.

The lack of a coordinated approach among various stakeholders -such as education systems,
industry, public employment services, and civil society- creates barriers to efficient
investment and information flow regarding skills needs. The absence of integration and
cooperation among organizations involved in skills development makes it difficult to align the
supply of skills with labor market demand and further complicates the management of
migration. The Communication stresses the need for action at the EU level, as the challenges
are too significant to be addressed solely by individual Member States. The EU is seen as
capable of accelerating the transformation of skills and education, reducing skills gaps, and
addressing decision-making inefficiencies. As becomes evident, a shift is taking place in the
coordination and implementation of skills strategies, with power increasingly being

12
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transferred from individual member states -which may pursue divergent policy contents and
implementation forms toward central EU institutions. This transition aims to foster a more
unified, "common" approach in terms of objectives, strategic pillars, and intervention
measures.

3.2. The Stated Objectives of the Union of Skills

The Union of Skills Communication states that its primary objective is "for everyone in Europe,
regardless of where they are, to have the opportunity to build solid skill foundations and
participate in lifelong skill upgrading and reskilling, in accordance with the European Pillar of
Social Rights" (European Commission, 2025b, p. 4). Supporting European education systems
to provide equal opportunities for education to citizens, adopting European values such as
democracy and human rights, and ensuring access to quality employment are some of the
specific aims of the first general objective of the Union of Skills. The second key objective is to
support businesses in becoming competitive and resilient. This is accompanied by a call for
employers to increase investment in the skills of their workforce. The third key objective refers
to the urgent need for skills and qualifications, wherever and however they are obtained
within Europe, to be transparent, trustworthy, and recognized across the single market.

3.3. The Key Strategic Pillars of the Communication
The "Union of Skills" initiative is structured around four main pillars of intervention:

i Skill Development for Quality Jobs and Lives: The focus is on enhancing foundational
skills (literacy, mathematics, digital skills) and increasing the participation of women
in STEM professions.

ii. Upgrading Skills and Reskilling: This pillar aims to shape a more flexible workforce,
with a particular emphasis on low- and medium-skilled workers and the use of micro-
credentials to validate new skills. The "Pact for Skills" (European Commission, 2020)
strengthens cooperation between educational institutions and businesses for the
continuous upgrading of workers.

ii. Skills Mobility: This involves the creation of a "Skills Portability”" mechanism to
facilitate the free movement of individuals across the EU and the recognition of
qualifications between Member States.

iv.  Attracting, Developing, and Retaining Talent: Through the "EU Talent Pool," this pillar
aims to attract specialized labor from third countries, facilitating legal migration and
the integration of skilled professionals into the EU labor market.

The Communication further examines each of the four intervention pillars, outlining the main
characteristics of the current situation, defining the corresponding actions, expected
deliverable outcomes, and setting quantitative targets and specificimplementation timelines.
In summary, the proposed interventions are as follows:

e Development of Basic Skills: Implementation of the "Basic Skills Support Scheme" pilot
program to enhance skills in literacy, mathematics, science, and digital media.

e Strengthening STEM Fields: Promotion of skills in science, technology, engineering,
and mathematics (STEM), with the goal of increasing the participation of women in
these fields.

e Vocational Education and Training (VET): Modernization of the vocational education
and training strategy (VET) to increase its attractiveness and quality.
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e Continuous Skills Upgrading: Expansion of the use of micro-credentials for flexible
learning solutions and strengthening the "Pact for Skills" to support workers in
strategic sectors.

e Enhancing Workers' Mobility: Promotion of the "Skills Portability" initiative to
facilitate the recognition of skills and qualifications across the EU.

e Attracting and Retaining Talent: Creation of the "EU Talent Pool" for recruiting
workers from third countries and the development of a visa strategy to attract top
students, workers, and researchers.

The initiative aims to align the skills of European citizens with the needs of the digital and
green transition, ensuring their competitiveness in a global economic space.

Regarding the issue of mobilizing significant financial resources, the Union of Skills
Communication emphasizes that skills development is an investment that delivers multiple
benefits (European Commission, 2025b) and refers to the available resources for the
implementation of the initiative during the period 2021-2027. Specifically, the European Social
Fund (ESF+) allocates €42 billion for skills development, the Recovery Fund allocates €67.7
billion for human capital and infrastructure, the European Regional Development Fund
allocates €8.7 billion, Erasmus+ allocates €26.1 billion, the Just Transition Fund allocates €2.3
billion, and InvestEU allocates over €1 billion. The European Commission is committed to
continuing financial support for skills development actions and urges member states to
increase relevant spending in their national budgets. At the same time, cooperation with the
private sector is being strengthened to promote investments in training and professional
development. To this end, the "EU Invest in Talent" platform will be established in
collaboration with the European Investment Bank, which will combine EU financial resources
with private investments.

Finally, it is argued that the successful implementation of the Union of Skills initiative requires
collective responsibility, investment, and the effective execution of reforms. Consequently,
robust governance is expected to serve as a key instrument, based on insights from the
European Skills Intelligence Observatory, which will provide data and forecasts on skills and
enable the timely identification of shortages in critical sectors. In addition, a European Skills
High-Level Board will be established, bringing together educational institutions, employers,
and social partners, with the aim of offering comprehensive skills-related information to
policymakers. Based on the Observatory’s recommendations, the Board will ensure
coordinated actions to strengthen human capital. These two bodies are expected to guide the
common European skills strategies, fostering cooperation among member states, educational
providers, and industry, with the aim of enhancing the European labor market. Within the
framework of the European Semester, a dedicated recommendation on human capital will be
developed, focusing on structural issues in education and skills, thereby shaping a new agenda
that links skills policies to the competitiveness of the European economy.

4. Preliminary Critical Assessment of the Union of Skills Communication

As previously noted, the Union of Skills Communication is closely aligned with the rationale
and proposals outlined in the Competitiveness Compass Communication. Consequently, it
adopts a strategic orientation whereby skills are presented not as a means for social inclusion
or personal development, but rather as a critical factor in labor productivity. The connection
between skills policy and the digital and green transitions of the economy is framed as an
unqguestionable necessity, while enhancing competitiveness is positioned as the overriding
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imperative. However, this policy intervention is neither neutral nor self-evident. On the
contrary, it clearly reflects a further shift of the EU towards a more technocratic and business-
driven approach. Within this framework, the broader set of concepts—knowledge, skills,
competences, and attitudes—which together constitute key dimensions of human labor
capacity, and which are today subsumed under the dominant notion of “skills,” are
increasingly perceived and evaluated primarily in terms of their utility for the economy. This
raises critical questions regarding how “excellence” in education and training is defined, who
determines which skills are valuable, and ultimately, whom these policies are designed to
serve. The assessment of the Union of Skills Communication that follows attempts a
preliminary critical reading of its ideological and political underpinnings, as well as of the
potential constraints it introduces in the design of public policies for education and
employment in Europe.

4.1 Improving Productivity and Competitiveness Underpins all other Objectives of
Skills Policies

According to the European Commission, “human capital” (Becker, 1994; Schultz, 1961)
constitutes the cornerstone of Europe’s competitiveness and economic resilience. As a result,
skills are emphasized as a critical factor in enhancing these dimensions, thus necessitating a
new approach that integrates education, training, and employment policies within a unified
strategic framework. Within this context, competitiveness is placed at the core of policy
interventions, and the Union of Skills initiative declares that it is based on -and further
advances- five main priorities: fostering innovation, decarbonising the economy,
strengthening preparedness for future challenges, defending democracy, and consolidating
social justice. Within this broad set of objectives, an early footnote in the Union of Skills
Communication states that “skills should be understood throughout this Communication in a
broad sense. They include skills, knowledge and competences for life, far beyond those
required for the labour market” (European Commission, 2025b, p. 1). However, despite this
claim, the vast majority of references in the document link skills almost exclusively to
economic competitiveness.

This connection between skills and productivity - competitiveness is not new, as it can be
found in earlier EU documents on skills (European Commission, 2016; 2020). However, it does
not receive the almost exclusive focus that characterizes the current Communication.
Traditionally, skill development policies are linked both to education and training policies and
to so-called “active labor market policies”. In the Union of Skills document, this association is
extended and shifted. According to the logic of this Communication, skills are primarily linked
to worker productivity and the competitiveness of European economies. It is now clear that,
in the context of escalating economic competition and technological and trade wars of our
time, the priorities regarding the acquisition of knowledge and skills are fully subordinated to
the needs of European capitalist economies and more specifically, the powerful Central
European economies that play a leading role in shaping the economic policy directions of EU
member states.

4.2 Negative Impact on the Entire Education System

This development appears to affect not only vocationally oriented education -such as VET and
continuous vocational training, where such influence might be expected- but the entire
education system. From this perspective, given the limited available resources and means, as
well as the partial redirection of state expenditures towards the European defense industry,
the outlook is not optimistic for general education, especially adult education, as financial
resources will be directed with absolute priority towards skills development "according to the
needs of the economy and the labor market". Furthermore, it is well-established by other
official European documents that while much is said and written about social justice, social

15



ADULT EDUCATION Critical Issues Volume 5, Issue 1 (2025)
e-ISSN: 2732-964x

inclusion, the development of active citizenship, and balanced development between general
and vocational education, little of this is incorporated into definitive plans and, ultimately,
financed and implemented. More broadly, the excessive emphasis on "lifelong learning for
labor market needs" has, to some extent, shifted policy and funding priorities from formal
education towards non-formal vocational training for workers and the unemployed (upskilling
— reskilling). Therefore, the practical downgrading of the importance of initial education and,
more broadly, of the formal educational system, whose negative outcomes are repeatedly
observed today, is not unrelated to this "shift towards lifelong learning" that has characterized
European policies over the last three decades.

4.3. New Governance Model: From Fragmentation to Centralization

Another notable shift observed in the text, when compared to earlier references, is the
assessment that the fragmentation of skill development systems among member states does
not benefit overall European competitiveness. Consequently, the diversity of approaches and
the pluralism of educational systems no longer seem to be perceived as advantages, as EU
institutions argued for decades. According to the current reasoning, there should be an
intensification and acceleration of the convergence of different national education and
training systems, particularly skill development strategies, based on common European
guidelines and urgent priorities, especially in the area of qualifications recognition. The
primary reason for this is to facilitate the seamless mobility of students, researchers, and
employees / workers within the European territory, in order to minimize the barriers for
businesses to utilize, with the greatest ease, human resources within the single internal labor
market.

Additionally, a new and distinct element should be considered that the Communication
assesses the fragmentation of policies and available resources as a problem not only between
the Union’s member states, but also within countries themselves, where the fragmentation
of roles, responsibilities, and competencies between different bodies hinders the effective
implementation and monitoring of skill policies. While this assessment is valid, it could lead
to greater centralization of decision-making. The uncertainty increases due to the decision to
strengthen the governance and coordination mechanism of skill systems through the
establishment of central organizations — reference points such as the Observatory and the
High-Level Council, bodies and institutions expected to play a decisive role in navigating
national skill policies. From this perspective, the space available to member states for
developing skills strategies tailored to their own national specificities appears increasingly
constrained, as both material and intangible resources are concentrated in the service of
centralized, “common” European policy objectives. Thus, within the current European division
of productive activities, this dynamic heightens the risk that countries like Greece will become
further entrenched in a low-to-medium skills economy, focused on service sectors and
specializations with limited added value.

4.4. Selected Critical Reflections on Key Observations and Proposals of the Union of
Skills Communication

4.4.1. Comments on the Section "The Problem: The Need for More and Better Skills."

The Communication opens by identifying three key challenges that define the current state of
skills in the EU: (a) a shortage of skills and the pressing need for more and better skills; (b) a
lag in the pace of transformation between the economy and technology on one hand, and
education on the other; and (c) fragmented governance and insufficient information regarding
skills.

Although the first section of the Communication highlights certain data that reliably present
the state of education and vocational training in EU countries, the causes are neither
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sufficiently investigated nor analyzed, nor are the proposed improvement interventions
adequately substantiated. It appears that the text, in conjunction with other related
documents on skills and competitiveness, accepts certain general assumptions and theoretical
premises as self-evident. Without a doubt, the theoretical support for the ideas and proposals
regarding the role of skills throughout the text is based on the axioms of neoclassical
economics concerning the role of human capital and innovation in economic development.
Furthermore, the presentation of skills-related problems is primarily done in terms of
guantitative assessment of sizes and comparisons of specific indicators between countries.
There is no mention of issues related to the quality of skills development, such as the quality
of teaching and learning. Also, the focus is placed only on a small portion of the spectrum of
knowledge, skills, and competencies required by workers and, more generally, citizens in our
unstable and uncertain era. References to "which skills individuals need" are briefly limited to
the areas of digital, green, transversal/soft, and entrepreneurial skills.

In the subsection presenting the "speed gap between economic/technological transformation
and education", the main cause of the problems is typically identified as the inadequacies of
the educational systems, which lag behind the rapid technological transformations in the
economy and labor market. The inability of the productive system, in countries like Greece,
to make use of the high skills acquired by individuals through participation in higher education
and, more generally, the demand side of the labor market -both in its quantitative and
qualitative dimensions- is left unaddressed. The Communication, with the exception of the
final paragraph, where there is a brief reference, does not seem to acknowledge the need to
turn attention to the demand side of skills (businesses, employers), likely assuming that
anything outside the realm of state education and employment policies falls outside the scope
of public and social interventions.

From this perspective, the very relevant and significant question for Greece -under what
conditions could public and private investments develop dynamic economic sectors by
utilizing the country's scientific potential in high added value- productive activities- is entirely
bypassed. Consequently, policy interventions on skills are limited to the supply side of skills
from individuals, treating education as a dependent variable of the economy. Thus, the
political management of the various issues regarding skills is reduced to the "obligation of
education to adapt to the needs of businesses". In this way, a primarily economic weakness
of many governments and economic units in utilizing the available high-level skills in more
productive entrepreneurial prospects is perceived as a failure of educational systems and
individuals to adapt to the needs of labor markets. Therefore, a primarily political and
economic issue is transformed into an "educational failure" (Lintzeris, 2024).

Another important aspect is that the logic of the Communication seems to completely
overlook the factor of potential differences between the Member States in terms of the
structure and functioning of skills development systems. Focusing on the case of Greece, it
becomes clear that some of the assessments used to describe the EU’s skills challenges either
do not apply or do so to a far lesser extent than in other European contexts. One such example
is the “increasing challenge regarding the demand for specialized talent in STEM fields,
particularly in strategic areas such as clean and circular technologies, digital technologies,
aerospace, and defense” (European Commission, 2025b, p. 4). However, the Greek economy
— as evidenced by reliable statistical data — does not offer a sufficient number of high-skill
job opportunities in technologically advanced productive sectors. The majority of job
vacancies in the labor market, at least from a quantitative standpoint, are concentrated in
occupations that require medium or even low levels of skill. These roles, however, are
essential for sustaining key sectors of the Greek economy, such as tourism, transport, trade,
and the agri-food chain. From this perspective, such skills should neither be undervalued nor
their contribution to the overall economic output minimized. In this sense, the “fetishization
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of high skills” reflected in the Communication is neither accurate nor aligned with the
productive reality of Greece. As a result, it does not support the development of policies that
are responsive to the actual needs and realistic future prospects of the country’s economic
and social structure.

The lack of specialized educators "in mathematics and the natural sciences, which highlights
the urgent need to attract new, high-level educators and trainers, and better support them
through continuous professional development in these critical areas" (European Commission,
2025b, p. 4) is correctly identified as a problem. This applies to Greece as well, but although it
has been pointed out many times, it does not seem to be a priority of government policies.
On the contrary, educators face a lack of incentives for professional growth, persistently low
wages, and limited opportunities for training and adaptation to evolving demands in their
work such as the integration of e-learning tools and artificial intelligence in education.

The subsection of the Communication titled "Fragmented Governance and Information on
Skills" is of particular interest and may lead in the near future to significant changes in the
models of organizing and managing skills policies. This is an issue that also applies to Greece,
and indeed to a significant extent, primarily manifested in the relative ambiguity or overlap of
responsibilities between the Ministries of Education and Labor, particularly regarding the field
of continuing vocational training, where the greatest problems of educational quality and
effectiveness can be identified (Kokkos et al., 2024). Arguably even more critical is the
fragmentation within the “skills chain”, encompassing the initial diagnosis of needs and skill
mismatches, skill acquisition, activation, and matching. Notably, the findings from skills needs
assessments, which are drawn from diverse sources, are insufficiently communicated or
synchronized with the design and operation of educational institutions, such as the timely
development of appropriate programs or the adaptation of educational content.

4.4.2. Comments on the Key Strategic Pillars of the Union of Skills

The Union of Skills is built upon four key pillars: (a) developing skills for quality jobs and lives
through a robust educational foundation with an inclusive lifelong learning approach; (b)
upgrading and reskilling the workforce to support the digital and green transitions; (c)
facilitating the circulation of skills through the free movement of individuals across the EU;
and (d) attracting, developing, and retaining talent (European Commission, 2025b, p. 5). These
pillars are consistent with earlier policies in the skills domain, particularly the European Skills
Agenda 2020-2025 (European Commission, 2020), especially in relation to points (a) and (b).
Although points (c) and (d) have been previously addressed in various forms, albeit with less
emphasis, they now reemerge as prominent priorities. Notably, point (c) the circulation of
skills essentially constitutes an “intra-EU dimension” of point (d), as policies facilitating
workforce mobility also promote the attraction of highly educated individuals, thereby
enabling a more effective distribution of skilled workers across European economies and labor
markets.

However, the issue of the mobility of students, researchers, and workers within the EU
requires particular attention, especially for a country like Greece. It is a fact that measures to
enhance intra-EU mobility of employees are a key aspect of policies aimed at optimally
utilizing human resources to meet labor needs at the overall European level. Owing to the
structure of its economy -which provides limited opportunities for high-skilled, high-wage
employment- Greece tends to “export” its scientific talent to more advanced EU economies
(brain drain), while at the same time “importing” low-skilled workers who nonetheless remain
essential to key sectors such as agriculture, tourism, and construction. Therefore, while
facilitating intra-EU mobility of workers may be beneficial at an individual level, it could pose
a "problem" at the national economy level for societies that cannot productively utilize their
available scientific talent. This reality risks trapping the Greek economy in a state of
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dominance by low and medium-skill productive activities and reproducing the vicious cycle of
brain drain.

In the section titled “Building Skills for Life through a Strong Educational Foundation”, the
Communication asserts that “the sharp decline in basic skills among our youth -including
digital skills- is a ticking time bomb for our educational systems and for Europe's
competitiveness” (p. 6). This statement underscores the consequences of the ongoing
degradation of public education systems: more young people staying in education for longer
periods, but with lower-quality studies and deficient learning outcomes for a large proportion
of the student population. Furthermore, as a consequence of the decline in quality and
effectiveness of studies in formal education, a relative disconnect occurs between the level of
educational qualifications (formal credentials) and the level of skills corresponding to these
qualifications. This erosion of the signaling function of educational credentials with respect to
labor market demands constitutes a negative development that complicates the school-to-
work transition and further destabilizes the position of workers, who are often considered the
weak part in labor contract negotiations.

Greater attention is also required for the increasing socio-economic inequalities, gender and
ethnic diversities, and all other forms of discrimination. Moreover, there is strong research
evidence that lifelong learning -and specifically adult education and training- increases rather
than reduces inequalities, to the extent that it primarily benefits those who need it the least,
while those who need it the most are deprived of it (Karalis, 2020). Therefore, "positive
discrimination" is needed in favor of individuals with low skills and insufficient educational
backgrounds. Additionally, there is a need for the revitalization of active methods in adult
education and training, an element that has been severely impacted by the sudden and
widespread dissemination of distance learning methods using inadequate digital tools
(misleadingly termed "e-learning"), which in no way guarantee adherence to the principles of
participatory adult education (Kokkos et al., 2024). Furthermore, a substantial expansion of
adult education subject areas is required, aiming at the reawakening of general adult
education in areas such as combating digital misinformation, developing critical thinking,
social solidarity, understanding and coexisting with diversity, cultural and artistic renewal, and
fostering historical awareness.

The Union of Skills document is based on evidence derived from tracking specific indicators
and ad hoc studies and research. The primary method for documenting policies is the
collection of quantitative data on selected indicators from EU member states, the extraction
of average values, and the presentation of each country’s position in relation to the others or
in relation to the specific quantitative policy target. Negative deviations from the average -
and even more so, deviations from the performance of the "successful countries" on each
indicator- are automatically considered as "problematic situations” at the national level,
hindering the achievement of "common European goals." Any differences or particularities
contributing to these deviations are not investigated, nor is there room for alternative
interpretations. However, in skills policies and more broadly in educational and social policies,
the principle of "one size fits all" does not apply, nor can simplistic, one-sided answers solve
the complex social puzzles. For example, Greece ranks "high" (i.e., at a satisfactory level) on
the indicator of youth participation in higher education, but this leads to an increase in the
number of so-called "over-educated" individuals (compared to a static view of the needs of
the Greek employment structure), which in turn causes an imbalance between the supply and
demand for skills. This factor -seen as negative- significantly lowers Greece’s ranking on the
Skill Mismatch section of the European Skills Index of Cedefop. Therefore, quantitative data
come with interpretative prerequisites for understanding and require comprehensive critical
consideration and correlation with complex social and educational variables before being
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superficially classified as "negative" or "positive" factors, receiving the desired political
priority or conversely, falling into operational obscurity.

It is worth noting that the Union of Skills document makes no reference to a critical evaluation
of the outcomes of existing policies or their broader impacts. The well-documented cycle of
target-setting, insufficient achievement of objectives, absence of meaningful policy
assessment, and renewed goal-setting -ostensibly under the banner of evidence-based
policymaking- continues largely unchallenged.

In conclusion, the document’s one-dimensional emphasis on linking skills to labor productivity
and, ultimately, to the enhancement of competitiveness, positions the entire framework of
formal, non-formal, and informal learning within the logic of prevailing economic orthodoxy—
or more accurately, within the logic of a capitalist-oriented economic model.

5. Final Reflections

The goals and proposals outlined in the Union of Skills Communication, in addition to being
influenced by the EU’s existing skills strategies, have been significantly shaped by institutional
documents such as the recent Competitiveness Compass Communication. These documents
reflect the EU’s intended large-scale policy shift in response to the declining global position
and prospects of Europe in the context of contemporary international developments. This
transformation cannot be overlooked, as education systems function not only as mechanisms
for the transmission of knowledge but also as arenas of social and political negotiation. In the
current context, education is primarily regarded as a tool for the production of human capital
for the economy, and less as a space for critical thinking and social participation.

In conclusion, let us return to the initial question: Does the Union of Skills Communication
represent a smooth and expected continuation of the same skills policies that have been
implemented for at least the past decade, or rather a major escalation and transition to a new
level? In our view, it is neither and perhaps both. In many respects, the Communication
represents a continuation and further development of already familiar European skills
policies. This becomes evident when comparing the content of the key Communications and
Recommendations of the EU on skills (European Commission, 2026; 2020; 2025b). At the same
time, however, it introduces new focal points for policy priorities, focal points that may lead
to a qualitative shift in the patterns of policies followed thus far. Particularly in areas such as
the new governance model for skills systems, significant changes appear to be emerging.

In any case, a crucial point is that the content of the Communication, as well as the timing of
its publication, is directly linked to the particularly critical juncture for the trajectory of the EU
and, more broadly, for international relations. From this perspective, the axes and policy
priorities set out in the document are by no means guaranteed to remain stable within the
rapidly changing context of escalating economic competition. What is now beyond doubt -
even for the most skeptical observer- is that skills policies are more tightly constrained than
ever before by the goals and priorities of macroeconomic policy. This condition does not bode
well for the future of educational systems.

The Union of Skills initiative embodies the imperative of an effort to reshape European skills
policies by seeking to align and integrate them into a unified strategy for economic growth.
However, the notion of “union” put forward by the Commission raises critical questions about
the actual scope of this integration, the political weight it carries, and the strategies emerging
from this initiative. In the present study, we focused on the near-total linkage being
established between skills and competitiveness. While we do not overlook the challenges the
EU is facing -such as those related to growth and productivity- we argue that the exclusive
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association of education and training policies with the competitiveness of the economy more
broadly entails serious risks and limitations, even within the very framework it seeks to
advance.

The critique of the unilateral conception of education as a tool for the production of human
capital highlights the need to balance skills strategies with the promotion of social policies
aimed at addressing inequalities, fostering collective solidarity, and supporting individual
development and autonomy within a framework of peace and social cooperation. The
restructuring of existing skills policies could, under certain conditions, represent an
opportunity to integrate social and political dimensions into education, an education that,
beyond its technocratic orientation, must also embrace the values of social justice,
cooperation and solidarity.

The need for a new, expanded conception of education and skills policies becomes imperative.
Such an approach must combine the necessary economic development with the
strengthening of social cohesion, environmental protection, addressing social and income
inequalities, and encouraging conscious political participation, offering all citizens the
opportunity to develop personally and contribute to the creation of a fairer society. Balanced
and equitable development within the framework of economic democracy requires not only
the development of economic and entrepreneurial skills but also the enhancement of
democratic values and critical thinking. In contrast, the Union of Skills essentially presents
itself as a tool for economic continuity while overlooking the role of education as a space for
political and value transmission. Thus, as European skills policy shifts toward a technocratic,
instrumental approach, the question posed by Paulo Freire (1970) arises: is education an act
of freedom or a means of adjustment and conformity? In any case, European skills policy must
move beyond narrow economic needs and seriously incorporate the dimension of social well-
being. Skills policy cannot remain merely a tool for economic reproduction but must integrate
the philosophy of education as an act of freedom and political responsibility.
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Abstract

This paper examines the attitudes of VET educators with regard to the contemporary
legislative framework for evaluation. Following an overview of the concept of quality, with
particular reference to its relationship with evaluation and quality assurance, we examine the
ways in which these principles are reflected in the recent legislative framework for public
Institutes of Vocational Education (SAEK in Greek). Additionally, we present the findings of a
qualitative study conducted with the participation of ten SAEK educators. They highlight their
diverse perceptions of quality and emphasise the challenges associated with adopting
different practices, in the context of resisting to change and being suspicious regarding the
processes involved. Overall, quality assurance is perceived as a complex process, with the
educators' reservations focusing on the lack of preparation and its implementation in the field.
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1. Introduction

In recent years, a number of legislative initiatives have been introduced by the Greek Ministry
of Education with the aim of embedding evaluation within the educational structures under
its supervision, including school education, higher education and non-formal education
(Vasilopoulos 2023; Prokou, E. et al., 2023). This development gave rise to the adoption of
new terminology within the Greek education system, including the concepts of 'quality’,
'quality assurance' and 'evaluation'. A series of changes in the processes and functioning of
the national education system, as well as in the roles of all stakeholders, including personnel,
educators, students and relevant parties, was also precipitated. The present paper aims to
investigate the attitudes of educators in public Institutes of Vocational Education® (SAEK in
Greek) towards the content of this current terminology and the contemporary legislative
framework for evaluation. In the context of this discussion, the present paper addresses the
prevailing legal framework pertaining to the assurance of quality within the domain of
vocational educational and training programmes. It thus adds to a series of studies with
relative content that explore critical issues in the field of adult education. Specifically,
Fotopoulos and Zagos (2016) examined the European experience regarding quality assurance,
emphasising the influence of the Greek legislative framework on European trends in
education and vocational training. Goulas et al. (2022) presented the findings of research
conducted on the transition of IEK graduates to employment, thereby demonstrating a linkage
between vocational education and training with the world of work. The qualitative component

! In accordance with Law 5082/2024 (Government Gazette 9/A/19-1-2024), all Vocational Educational Institutes (I.E.K. in Greek)
were re-designated as Schools of Higher Vocational Education (S.A.E.K.). The aforementioned change was accompanied by the
stipulation in the Decree 85/2022 (Government Gazette 232/A/17.12.2022) that the diplomas issued by these institutions
constitute secondary or post-secondary education.
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of their research yielded noteworthy findings, some of which are being addressed by the
introduction of a novel framework of quality assurance for IEK and a more comprehensive
long-term strategy to support it. Finally, it is noteworthy to mention the conclusions of the
study by Kokkos et al. (2021) on quality assurance in adult education institutions. The study
highlights the challenges associated with the implementation of Law 4763/2020 within the
current capacity of the management bodies of the adult education system. It emphasises that
the evaluation of institutions and their programmes should be primarily focused on the
provision of essential knowledge, skills and guidance to trainees, ensuring their employability
in positions that align with their qualifications and needs, as well as the economic demands of
the sector. Furthermore, if the objective of the evaluation is to stimulate the enhancement of
the institutions' overall functioning, it is imperative to ascertain whether the institutions are
employing appropriate knowledge and methodology.

In this paper, the content of the key terms used — evaluation, quality and quality assurance —
will first be briefly discussed. The legislative framework relevant to the SAEK is then presented.
We proceed to the presentation and discussion of the research outcomes following the
delineation of the research methodology.

2. Quality Assurance in the SAEK
2.1 The Concept of Quality...

The concept of quality is often described as 'slippery' (Harvey & Green, 1993), and indeed, as
Vroomijenstijn (1991) observes, defining it is a futile endeavour?. Darra (2005, p. 8) offers a
concise yet comprehensive overview of the contemporary literature on the subject, positing
that the concept of quality in education is multifaceted and operates across multiple levels. It
is further noted that the term's connotations vary among diverse stakeholder groups, being
contingent on their respective political and ethical beliefs concerning the enhancement of
quality. Additionally, it is observed that the term is intricately interwoven with perceptions
and attitudes concerning the nature of human beings, the optimal forms of communication,
and the structuring and institutionalisation of their relationships for the fulfilment of specific
purposes.

Fortunately, the international literature recognises certain qualities under which this concept
may be approached, and these will be discussed below. Firstly, it is imperative to acknowledge
the significance of the concept of quality in relation to the user (teachers, students, interest
groups, etc.), the circumstances (structure, level of education, time frame) and the reference
points (inputs, processes, outputs, mission, objectives, etc.) (Harvey & Newton, 2007; Harvey
& Green, 1993; Darra, 2005; loakeimidou, 2018; Stamelos et al., 2022). It is important to note
that there is no single, conclusive definition of quality. The perception of quality is subjective
and varies among stakeholders. Different perceptions of quality are both inevitable and
legitimate. They are, also, subject to change over time and can be redefined by stakeholders.
Finally, Harvey and Green (1993) in their emblematic article on quality refer to the five
dimensions of the concept: excellence; perfection & consistency; fitness for purpose; value
for money; and transformation (Harvey & Green, 1993). In Greek educational legislation, and
the European political discourse, however, quality is not explicitly defined and is often
identified with evaluation (Darra, 2019; Figueiredo, 2025).

2.2 Quality Assurance...

Quality assurance is defined as the process of collecting policies, systems, and practices within or
outside an organisation that are designed to achieve, maintain, and improve quality (Campbell &

2 The length of this paper precludes a comprehensive discussion over the content of the particular term.
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Rozsnyai, 2002). Actually, given the problematic connotations of the term 'quality', the concept of
quality assurance is employed in a broad sense, encompassing a wide range of activities including
student information and feedback, state oversight of educational institutions, funding allocation,
the enhancement of pedagogical practices, and the development of rankings (Williams, 2011;
Williams, 2016). Harvey and Newton (2007) distinguish four main approaches to quality assurance:
accreditation, audit, evaluation and especially external evaluation. Relatively, quality assurance
can be both an internal and an external process. However, it is true that the reference to this term
is identified with forms of external monitoring, evaluation or review of quality rather than with
activities that originate and are implemented within the organisation.

The Quality Assurance Agency for Higher Education (QAA) in the UK, however, links quality
assurance to the achievement of standards, involving assessment and accreditation processes that
ensure that outcomes meet specific requirements (Dara, 2019; loakeimidou, 2018). These
processes are set by international and/or national bodies (Dara, 2019; Zarifis et al., 2017). The
process of quality assurance fosters transparency, thereby engendering stakeholders’ trust and
ensuring that service delivery meets expectations or minimum predefined requirements (Stamelos
et al., 2022).

The importance of quality assurance in education for the success of educational organisations is a
key objective of every country's education policy? (Fotopoulos & Zagos, 2016).

2.3... and Evaluation

Evaluation is defined as a systematic process of data collection using specific criteria
(loakeimidou, 2018). It aims to investigate quality by highlighting, inter alia, directions for
improvement, interventions, and modifications. It is considered essential for the completion
of any programme or activity that produces results (Athanasoula-Reppa, et al., 1999, p. 14).
The absence of evaluation in quality assurance is unthinkable (loakeimidou, 2018). The
evaluation process is integral to the educational project, as it enables the collection of
pertinent data to inform final decisions and establish a basis for comparison. (loakeimidou,
2018; Karalis & Lintzeris, 2022; Stamelos et al., 2022).

Evaluation may be categorised into different types, including initial or diagnostic evaluation,
which is conducted prior to the initiation of a programme, and formative evaluation, which
aims to enhance the organisation's internal functions (loakeimidou, 2018; Karalis, 2005;
Karalis & Papageorgiou, 2012; Stamelos et al., 2022). Summative evaluation is conducted after
the completion of a project. Furthermore, evaluation may be categorised as either internal or
external. The former occurs when the evaluator is a member of the organisation being
evaluated, while the latter occurs when the evaluator belongs to an external body
(loakeimidou, 2018; Karalis, 2005; Karalis & Papageorgiou, 2012; Stamelos et al., 2022).

The evaluation of educational work is related to the assessment of pedagogical objectives and
the quality of the educational process, and comprises three levels: the educational activity,
the organised activity, and the outcome of the educational act, considering socio-economic,
political, historical and technological factors (loakeimidou, 2018). The evaluation of educators
and students, on the other hand, is a critical part of the education system. The main risks of
educator's evaluation include the (non-)comprehensive investigation of the factors affecting

3 It is interesting, at this point, to make a brief reference to the concept of quality improvement. The contemporary definitions
of the terms 'quality assurance' and 'quality improvement' predominantly suggest that they represent distinctly separate
activities. However, there have been remarkably few studies that have directly explored the relationship between them.
Quality improvement has been defined as 'a process of increase or improvement' (J. Williams, 2016, p. 98). The term is most
often used to refer to a process that brings an activity to the level of a desired standard, although it can also imply the
intensification or magnification of an effort towards a goal. Research, at least in the UK, has shown that despite the huge
growth of quality assurance processes, there remained serious doubts about their effectiveness in achieving continuous quality
improvement (J. Williams, 2016).
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the educational process, the absence of feedback for educators and the overestimation of
final evaluation over formative evaluation.

3. Quality Assurance, Quality and Evaluation in the SAEK: The Legislative Framework

Recent amendments to the legislative framework governing the operation of the SAEK have been
implemented, with the aim of aligning with European guidelines for their quality and sustainability
(http://eurydice.eacea.ec.europa.eu/el, accessed on 10.01.2024).

Law 4763/2020 and the new Regulation on the operation of the SAEK (Decision, K5/160259) have
established novel principles for the evaluation of educators, headmasters and the institutions
themselves, while establishing clear rules for the recruitment and evaluation of staff. The adoption
of these regulations has brought about significant changes in the role and responsibilities of
educators in SAEK.

Specifically, Article 27 of the new SAEK Rules of Operation stipulates that educators are responsible
for the posting of educational material, training and evaluation of trainees, and the supervision of
their practical training. They are also tasked with completing official documents, participating in
study visits, and undergoing an evaluation every six months. Furthermore, the SAEK's new
operating rules delineate specific principles, procedures and quality criteria (Article 22) and utilise
measurable quantitative and qualitative indicators (Article 23) to assess the implementation of
quality principles by the bodies involved. The overarching objective of the framework being
developed is to enhance quality by building on existing and new principles in the three components
of VET (Table 1).

Table 1: The criteria and indicators of the quality framework

A/N  CRITERIA INDICATORS

1 Leadership - Organisation - Level of satisfaction of the educators from the SAEK
Planning management

2 Provision of VET services Level of trainees' satisfaction with the educators

Infrastructure - Equipment -

3 Resources Adequacy of laboratory and technological equipment
4 Innovation - extroversion Use of new information technologies (ICT)
Participation rate and pass rate of SAEK graduates in the
> Results - outputs EOPPEP certification exams
6 Labour market relevance Work rehabilitation

In addition, the proposed framework is based on a continuous improvement process (Article
24) within an implementation cycle of two years. The defined stages of this process are
illustrated below (Figure 1):
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Figure 1: Continuous improvement process (stages)

In summary, the recently introduced evaluation framework for SAEK, as part of a policy
discourse, is intended to promote continuous improvement at various levels (processes,
results). However, the processes outlined in the new Regulation, which focuses on quality
indicators, operational planning and the development of improvement plans (Article 24),
present significant challenges for the management and teaching staff of the SAEK during
implementation. Rather, the quality monitoring process may become a burdensome task that
is dependent on employees' attempts to meet accountability requirements through
bureaucratic practices (Williams, 2016). The central issues in this regard remain the
implementation of the quality framework in the field and the ability to reproduce the
continuous improvement process on a biennial basis (Kokkos et al., 2021).

4. Research Methodology

The present study focuses on the investigation of the attitudes® of educators towards the new
quality assurance framework established by Law 4763/2020 and the new Regulation on the
operation of the SAEK (Decision, K5/160259). The research was carried out by conducting
semi-structured interviews with SAEK educators. Specifically, the following research questions
have been posited:

4 The term 'attitude’ is borrowed from the field of Social Psychology, and attitudes are approached as a 'set of beliefs held in
relation to some object of attitude, which may be a person, thing, event or issue' (Crisp & Turner, 2023, p. 423). In this
particular instance, the investigation of attitudes in relation to the present research effort is of interest, as they provide
direction towards the search for the cognitive, affective and behavioural dimensions from which they are constituted. In other
words, they allow for a more informed approach to the issue under investigation. At the level of the research tool, therefore,
an attempt has been made to delve into all three of these dimensions, which ultimately shape the attitudes of educators
towards the recent legislative framework for quality assurance. However, it must be acknowledged that the limitations of this
project in the context of a qualitative approach, particularly with regard to the emotional dimension, must be recognised.

27



ADULT EDUCATION Critical Issues Volume 5, Issue 1 (2025)
e-ISSN: 2732-964x

(a) What is the perception of quality and quality assurance among educators in public VET?

(b) What is their attitude towards the current legislative framework on quality assurance in
education?

The sample was determined by purposive sampling, selecting educators with similar
characteristics from the SAEK institutions of Epirus, until theoretical saturation was reached
(Babbie, 2018; Bryman, 2016; Isari & Pourkos, 2015). The demographic profile of the
educators interviewed revealed a diverse group of practitioners with a fairly rich educational
and professional background.

Table 2: Sample Profile

Instructor Profile
Experience Certified
A/N | Age | Gender | Area of Expertise Education Adult
Professional | Teaching Ed
. EQF Level 6
1 | 52 | Male 'V'Eid:igff' - 25 NO
& EQF Level 7
. EQF Level 6
2 | 64 | Male 'V'Eid:igff' 11 26 YES
& EQF Level 7
EQF Level 6
3 35 Female Nutritionist 6 5 NO
EQF Level 7
4 | 44 | Male Mechanical EQF Level 7 10 4 YES
Engineer
5 44 Female Decorator EQF Level 6 18 6 NO
6 41 Male Economist EQF Level 7 6 10 YES
7 41 | Female Civil Engineer EQF Level 7 18 2 NO
8 41 Female Teacher EQF Level 7 17 NO
9 | 43 | Female | Kindersarten EQF Level 6 5 1 NO
teacher
10 44 Male Computer Science EQF Level 7 7 YES

A total of 10 semi-structured interviews, each with an average duration of approximately 40
minutes, were undertaken during the spring of 2024°. Semi-structured interviews were

This research initiative, characterised as a pilot project, is part of a comprehensive programme to implement small research
projects within both formal and non-formal educational settings. The fundamental objective of these projects is not to
generalise results, but rather to explore relationships within the field and formulate targeted research questions and
hypotheses regarding the framework of quality assurance and evaluation in the Greek educational context. In this sense, it is
imperative to approach the issue of generalising the results of this research with particular attention. This finding is consistent
with the decision to adopt a qualitative approach (Tsiolis, 2014). Nevertheless, this may be regarded as a limitation of the
present research endeavour.
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favoured due to their capacity to furnish comprehensive descriptions, unveiling details that
are not immediately perceptible (Babbie, 2018; Bryman, 2017; Isari & Pourkos, 2015). The
transcription of each interview was conducted immediately upon its completion, and a
reflective diary was maintained throughout the research process (Bryman, 2016; Isari &
Pourkos, 2015; Pyrgiotakis & Simeou, 2016). This methodological approach yielded a more
comprehensive understanding of the research, facilitating the subsequent analysis and
interpretation of the results. The transcription of the interviews was complemented by careful
analysis and coding of the data, while NVivo14 software was used to organise and classify the
information. Thematic analysis was identified as the optimal approach for the data analysis
(Tsiolis, 2018), with the researchers adopting a flexible stance towards the data to facilitate
an in-depth comprehension of its intricate and multidimensional characteristics.

In addressing the validity and reliability of the present research endeavour, Filstead (1970)
posits that the emphasis is placed on the degree of consistency between the observations
made with the tools utilised. In this regard, the researchers sought confirmation of the
findings by the participants themselves, employing a technique known as participant
validation (Denzin & Lincoln, 1994). In accordance with the participant validation protocol, the
researchers transcribed the interviews and sent them to the participants with the objective of
verifying the validity of the interviews. The researchers encouraged the participants to study
the descriptions, narratives and interpretations in order to confirm the validity of the
researchers' specific research descriptions and interpretations. Finally, the research team
sought a detailed presentation of the findings in order to understand the participants'
experiences, i.e. transferability (Denzin & Lincoln, 1994). In pursuit of both validity and
verifiability, the researchers incorporated the participants' views into the presentation and
discussion of the findings, ensuring that their contributions to the research were thoroughly
documented (Lincoln, 2001).

Finally, during the research process, particular attention was paid to ethical issues and to
ensuring the reliability of the data.

5. Presentation of Results
5.1 Quality and Quality Assurance in the SAEK

The preliminary phase of the research project aimed to ascertain educators' attitudes within
public VET institutions with regard to the notions of quality assurance and to establish the
educators' involvement in this process. In this regard, the participants were requested to offer
their insights on the prevailing state of affairs in the SAEK with regard to quality®, along with
the challenges and impediments they encounter in their endeavours to deliver quality
education.

First, the interviews revealed that the quality of education is perceived mainly through inputs
to the educational process such as 'qualified educators' (P9), infrastructure and curricula.
'Laboratory equipment plays a major role' (P2) as well as 'updated curricula' (P2). Quality
teaching, which 'attracts learners' (P1), effective leadership, assessment and monitoring of
standards, and a strong value system additionally enhance the quality of the educational
process according to interviewees. Finally, the '‘comprehensive and multifaceted development
of trainees' (P6) that 'takes into account their needs and potential' (P7) indicates the success
of the education system in providing knowledge and skills that make them more creative and
effective.

6 In this particular context, the concept 'qualitative’ can be understood as an extension of the respondents' original definition.
Furthermore, the educators' conceptualisation of quality education was identified as a key focus of the investigation.
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The role of the educator in quality education is highlighted as 'the most important' (P2) by the
interviewees and 'crucial in the learning process' (P8). The educator should be able to improve
his/her teaching with 'new methods' (P8) and use 'supervisory means and tools' (P10).
'Pedagogical training' (P1) and the ability to 'encourage critical thinking' (P8) are also
identified as essential. Professional experience and in-depth knowledge of the subject matter
are part of the definition of quality education, as the teacher must have the knowledge
background in the subject matter of his/her teaching in order to be able to effectively transfer
his/her knowledge to the learners. Moreover, it was highlighted by the interviewees that
educators, in the modern context, take on many roles: They act as guides and facilitators,
considering the different 'perceptions and beliefs of learners' (P2). They prepare the material
in order to transmit knowledge effectively and are 'a role model” (P8). They function as an
intermediary between groups by establishing a conducive learning environment, and
subsequently, they guarantee adherence to regulations, assess progress, address issues,
foster independent thinking, encourage active engagement, and cultivate respect among
students.

The above responses highlighted, both indirectly and directly, the role of educators in quality
assurance in SAEK. They, according to the interviews, 'have a great deal of responsibility’ (P6)
on this basis. A key element of their professional remit encompasses the preparation and
evaluation of teaching materials, in addition to the provision of feedback. They are actively
involved in improving the quality of knowledge and their views must be considered by the
management 'because they are part of the process' (P2). Finally, they must 'act in accordance
with the rules' (P4) laid down by the SAEK, ensuring the organisation and efficiency of the
institution.

The participants identified factors that they deemed to be important for the purpose of quality
assurance:

1. Professional development is desirable, while increased qualifications combined with
the required 'professional experience and knowledge' (P8) are the most important
factors in ensuring quality in adult education.

2. The 'teaching methods and the variety of methods and media’ (P3) and the
'application of new technologies' (P8) used in the educational process help learners to
master skills and competences adapted to their own needs.

3. Ongoing evaluation of trainers and learning and 'continuous monitoring of learners’
progress' (P6) is also important. Collaboration with the community and continuous
feedback contributes to improving educational practices.

4. Effective leadership, the right 'distribution of tasks' (P4) and the means used for this
purpose contribute to quality assurance.

The study then looked at educators' attitudes to the implementation of legislation in this area,
which turned out to be mixed. It was revealed that there is a lack of awareness regarding the
significance of adhering to legal statutes and the Study Guide. Conversely, it was noted that
instructors should be granted the autonomy to innovate and adapt the training process to
align with the needs of the trainees. The majority of participants posit that the optimal
approach is a balance between compliance and the active involvement of the educator in
improving the training process, with the learners' welfare always being prioritised.

In relation to the quality’ of education provided in SAEK, the responses obtained from the
study corroborate the findings of the relevant research. The results indicate that this is a
product of personal experience, and consequently, the attitudes of educators vary. A plethora
of respondents have expressed reservations regarding the proposed initiative, citing a paucity

7 See also footnote 6.
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of resources, inadequate infrastructure and evaluation mechanisms, and substandard
preparation and management as their primary concerns. Furthermore, concerns have been
raised regarding the level of preparation of students and their interest in education. It is
acknowledged by some that educator training at the highest levels is of great importance, as
is the endeavour to enhance the educational process.

In their endeavours to deliver an effective educational experience, educators at SAEK confront
numerous challenges and impediments. Notwithstanding the efforts made, a considerable
degree of resistance to change was revealed by the interviews. Indeed, the prevailing mindset
of many participants was revealed to be antagonistic towards the concept of change. The
paucity of time and the excess of workload have been identified as exacerbating factors, while
inadequate professional development has been shown to exhaust trainers. The utilisation of
obsolete training materials has been identified as a significant impediment to the ability of
individuals to 'adapt to the new demands of the labour market' (P7). The dearth of
infrastructure and resources, coupled with the excessive utilisation of new technologies, has
been identified by numerous observers as a significant hindrance to their work. Nevertheless,
there is a degree of optimism that the evaluation and training process will engender
improvement, with a number of individuals expressing a firm conviction in the necessity for
changes to be made to the educational process.

5.2 The Current Legislative Framework for Quality Assurance in the SAEK

In the second part of the research, the attitudes of educators towards the current legislative
framework regarding quality assurance in education were investigated. The educators
interpret the recent legislative framework as a substantial change of the SAEK, and they cite
numerous pivotal aspects of the novel legislation, with a particular emphasis on evaluation
and the influence of personal relationships with evaluators. Revisions and improvements are
also considered important for improving the educational process, and the definition of
responsibilities and partnerships with other bodies has been shown to enhance transparency
and link education to the labour market. The certification of educators has been
demonstrated to enhance quality and prepare trainees for their future careers, as evidenced
by the findings of the interviews. It is the contention of the interviewees that the
aforementioned changes will enable them to modernise their training processes and adapt to
the new demands of the educational landscape.

The participants expressed a positive outlook on the potential redefinition of programmes and
the utilisation of apprenticeships, anticipating notable outcomes. However, concerns have
been raised regarding the absence of adequate infrastructure and the perceived inadequacy
of student preparation. The necessity for a collaborative endeavour among all relevant
stakeholders, as emphasised by one interviewee, and the training and preparation of
educators, are identified as pivotal factors for the effective implementation of these changes.
The existence of these conflicting attitudes gives rise to the necessity of continuous
adaptation and cooperation in order to enhance VET.

Educators, characteristically, cite 'resistance to change and lack of information' (P7), both by
themselves and by trainees, as a critical difficulty in implementing the new legislative
framework. The need for 'adequate logistical infrastructure and financial resources' (P4) and
for 'training of trainers' (P8) is highlighted. Evaluation of the new procedures and 'personal
support for new trainers' (P2) are also important. Finally, the majority of interviews indicate
that the allocation of funding and the enhancement of infrastructure, in conjunction with the
selection of qualified and dedicated educators, are deemed to be imperative for the effective
implementation of the novel framework. The establishment of a Register of Adult Educators
is identified as a significant enhancement within the recently implemented legal framework
for the SAEK. This development is recognised as a crucial advancement, as it fosters an
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environment of meritocracy: 'A huge improvement has been created' (P10). 'The change of the
Guide and its freer application' (P6) is also considered positive. In addition, the need for
'upgrading infrastructure' (P8), 'creating new specialisations' (P6) and 'strengthening
evaluation' (P7) were noted. 'Training of educators is important' (P5), as is the provision of
'better quality learning' (P7). Finally, standardisation of procedures contributes to
improvement: 'ISO 9001 or having standardised procedures helps' (P2).

In conclusion, the educators indicated their concerns regarding the novel legislative
framework for SAEK during the study. They proposed that its quality and effectiveness was
amenable to refinements. They mentioned the most prominent ones such as the need for
better infrastructure and equipment: 'SAEK should have laboratories or cooperation with
other institutions for proper functioning' (P6) and 'revision of specialties according to modern
requirements' (P10). They also stressed the importance of continuous training: 'There should
be training in pedagogy, vocational training and new technologies' (P5). They also suggested
more permanent recruitment and better pay: 'There should be a more permanent status of
the position of educators' (P5). Finally, they propose real (1) evaluation: 'There should be a real
and multidimensional evaluation' (P1) and incentives should be given: 'Incentives should be
given to develop the training process' (P8).

6. Concluding Remarks

The objective of this research was twofold: firstly, to examine how educators in public SAEK
conceptualise the notions of quality and its assurance, and secondly, to explore their role in
this process. Additionally, the study sought to ascertain the participants' attitudes towards
the contemporary legislative framework for quality assurance and, ultimately, evaluation. A
notable finding was that educators in the SAEK approached quality in terms of inputs and
processes. They argue that in order to ensure the quality of education in the SAEK, it is
necessary to adapt and strengthen the infrastructure and create new and modern
specialisations that will ensure the direct employment of SAEK students, as well as to provide
resources and develop flexible mechanisms for the provision of quality education.
Furthermore, they emphasise the number of different roles to fulfil in the educational process.
In this regard, it is asserted that their active participation is required in order to ensure quality
improvement and decision-making processes. In addition, it is asserted that professional
development is important, as is effective communication with the wider community.
Ultimately, it is suggested that continuous evaluation is necessary in order to obtain feedback.
Conversely, the legislative framework prioritises the outputs and outcomes of the educational
process at all levels (see also Figure 1), aligning with a more fitness-for-purpose conception of
quality. Secondly, there is a discrepancy between the expressed attitudes of educators
towards quality and their general responses regarding its practical application in the
educational process. This finding aligns with the persistent absence of a quality culture in the
national education sector, a phenomenon previously highlighted by Stamelos et al. (2012),
thereby underscoring the challenges associated with implementing an evaluation process
within the SAEK. Equally, the interviewees acknowledged numerous positive aspects of the
recently introduced legislative framework for quality assurance in the SAEK. The Register of
Adult Educators, the modifications to the Guide to Studies and the standardisation of
evaluation procedures are among the positive initiatives that the new legislative framework
incorporates. Nevertheless, it appears that resistance to change and a degree of suspicion
regarding the procedures are the key obstacles to the successful implementation of the new
framework.
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Evidently, a concerted effort is required on the part of all stakeholders to cultivate a culture
of quality within the Greek context, thereby facilitating the establishment of robust quality
assessment and assurance procedures.
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Nepidnyn

H Texvnt Nonuoouvn (TN) cuvioTd pia cUyXpovn TPAYHUATIKOTNTO HE TIOAAEC eDAPUOYEG
otnv Kabnuepvy Kal emnayyeApotiky wn twv avBpwnwv. Itnv eknmaibeuon TOAAEG
ekmaldeuTikéG Sladikaoieg ouvtelouvtal MAEoV Pe TN ouvépyela tng TN, KaAlwvtag 6Aoug
TOUC EUTTAEKOUEVOUC Kal KUPLWE EKTOLOEVTEG Kal ekTtalSeuTIKOUG va SpaatnplomolnBolv oe
evteEAWC véa padnolaka mepLBAAAovia. IKOmog tng mapovoag UEAETNG €lval, HEOW WLAG
TIOOOTIKAG €PEUVAG, N OQMOTUNMWON TWV aMOPEWYV EKMALSEUTWY KOl EKTIALOEUTIKWY TNG
EMANVLIKAG ETUKPATELAG 0vadOPLKA UE TNV ETOLLOTNTA TOUG Va evowpatwoouv tnv TN otnv
EKTTALSEVTIKN TOUC TIPOKTLKA KAl TAUTOXpova va avadelxBouv oL onuavTIKOTEPEC IPOKANOELG
mou eyeipovtat. Ol ekmaldeutikol Asttoupyol daivetal va £€4ouv CUVELONTOMOLNOEL TTWC TA
ouvotnuata TN eival Wlaitepa emwdeAn yla Tnv ekmaidguon Kol n ETOOTNTA TOUG Va T
EVOWHOTWOOUV OTNV EKTOLOEUTIKI TOUC IPOKTLKA BplokeTal og oxetikd uPpnAd enineda, evw
0VNOUXOUV TIEPLOCOTEPO VLA TLG OPVNTLKEG ETILUMTWOELG TTOU Utopel va €xeL n TN otn ¢puon kat
™ Sdadikaoia tng pabnong.

NEEeLg- KAelbLA
TEXVNTH VONUOGCUVN, eKMaildeuan, EKTTALSEUTIC, EKTALOEVUTIKOC, ETOLUOTNTA

Abstract

Artificial Intelligence (Al) is a modern reality with many applications in people's daily and
professional life. In education, many educational processes are now taking place with the
synergy of Al, inviting all stakeholders, especially instructors and teachers, to operate in
completely new learning environments. The aim of this study is, through a quantitative survey,
to capture the views of teachers and educators in Greece regarding their readiness to
integrate Al in their educational practice and at the same time to highlight the most important
challenges that arise. Educational practitioners seem to have realised that Al systems are
highly beneficial for education and their readiness to integrate them into their educational
practice is at relatively high levels, while they are more concerned about the negative effects
that Al can have on the nature and process of learning.

Keywords
artificial intelligence, education, training, teacher, educator, teacher readiness
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1. Ewaywyn

H auyn tou 21°° alwva cuvavtnoe Tnv avbpwmndtnTa otnv mMPoomabeld TnG va avakapel
IO U0 OELPA YEYOVOTWVY TIOU CUVTAPAEOV TIG KOWWVIKEG, OLKOVOULKEG KOL TIOALTIKEG TNG
otaBepég, onuatodotwvrag pla véa emoyn. H 4" Blopnyavikr Emavaoctaon (B.E.), n omoia
Bploketal og €¢EAEN kal n mavdnuikn kpion tou Covid-19, tng omoiag TI EMUMTWOELG N
avBpwnotnta Puwvel pEXPL onuepa Bswpolvtal Ol LoYUPOTEPOL HETACKNUATIOTIKOL
TLOPAYOVTEG TWV KOWVWVLIKWY dopwv. AvaudloBntnta, n ekmaidevon wg {wvtavo KUTTapo Tou
EUPUTEPOU KOWVWVIKOU LoToU &g Ba pmopouce va Ueivel avemnpéaotn. H avaykaoTikn
peTaPacn otnv €€ anootdoewg StdaokaAia Kot pabnon wg amoppoLa tng mavSnULKAG Kplong
£depe otnV eMLPAVEL TNV ETUTOKTIKA OVAYKN OAOL OL EUTIAEKOUEVOL OTNV eKTaldeucn va
SpaotnplomotnBolv os véa padnolakad meplBallovta, va MELPAUATIOTOUV UE VEEG LEBOSOUG
KoL TIPOKTIKEG (Karyn et al., 2021) kal va XpnOLWIOTIOL|O0UV VEQ €pyoAEia TIPONYUEVNG
texvoloylag, onwg epappoyEg kat cuotuata TN (Nelson et al., 2021 Srinivasan, 2022). Ta
Sbaypata ou avaduBnkav anod tnv nepiodo tng mavdnuiag deiyvouv OtL n ekmaideuon £xet
€10€ABeL og pla véa emoxn (Unesco, 2023).

MMvetal avtiANmTo OTL PECA OE £VA TETOLO CUYKEIPEVO, 0 POAOC TWV EKTTALSEUTWY KOl TWV
ekmaldeuTikwy €ival kabBoplotikdg. Ol meplocotepol daivetal va elval TeEXVOAOYIKA
gyypapUaTol Kal va gival og B€an va XeLPLOTOUV NAEKTPOVIKOUC UTtoAoyLoTeG (Pedro et al.,
2019: Skhephe et al., 2020), wotdéco autd Sev elval OPKETO. H AmMOTEAECUATLKA XPrON TWV
mponypévwy cuotnuatwy TN amaltel Tnv Uapén véag yvwaong, KaBwc Kal TNV amopaitntn
KoTtaption, mou Ba Stacdaliosl tnv aohalr Toug xpron, n onoia 6 Ba amoPel el pLa yLo
Toug ekmaldevopevoug (EE, 2022). H etolpdtnTa TWV EKMALSEUTIKWY AELTOUPYWV va
evowpatwoouv TNV TN otnv eKMAlSEUTIK TOUG TIPAKTIKN E£XEL ATIOTEAECEL OVTIKELUEVO
TmokiAwv epeuvwy, kKuplwg oe SleBveg eminedo (Ali, 2023+ Agbo et al., 2022- Alnasib, 2023-
Lauplicher et al., 2022- Luckin et al., 2022 Sanusi et al., 2024- Wang et al., 2023), kaBwg
Bewpeital n katdotaon ekelvn TOU TOUC eTUTPENEL va aloBavBolv acdaleig pUe Tov €aUTO
TOUC, WOTE VA ULOBETAOOUV TIG eV AOYW edappoyEG. Map’ OAO TTOU N ETOLUOTATA EKTTALOEUTWV
KOlL EKTTOLOEVTIKWYV avoyvwplleTal wg avaykaio cuvenkn Kal oto SLEBVEC EpELVNTLKO OKNVLIKO
OUVLOTA ETIKALPO EPELVNTLKO TPOoPANUATIONO, oTnv EANGSa Slamiotwvetot EAAeLP N OXETIKWY
EUMELPLKWY UEAETWY, YEYOVOG TIOU SUOYEPALVEL TNV XapToypddnon tou mebiou. Auth tnv
ENeln awolodoel va kaAUeL n mapovoa Epeuva.

2. Evvololoyiko MAaioto
2.1 Texvnt NonpoouUvn othv Eknaidsvon

H TN otnv eknaidsuon adopd cuotipata i AoyLloULKd Ta omnola eival og B€on va avaAlouv
0 ¢uokkd 1 Undakd mnepparov, aflomowwvtag OeSopéva, va  EVEPYOUV  UE
OLUTOUOTOTIOLNUEVO TPOTIO YLa TNV EMITEVEN OTOXWVY TIOU £XOUV EK TWV TIPOTEPWV KaBopLoTel
Qo TOoV AVOPWITO KOl VA TIAPAYOUV OTOLXELD £€060U, UE AMWTEPO OKOTO TOV UETACYXNUATIOUO
¢ TmMapadoolaKAG eKMaideuong o€ plol TO SUVAMLKA Kol e€aToplkeupEvn Sladikaoia
(Breines & Gallagher, 2020). Zuotriuata mponyuEvng TEXVoAoylag, Omwc Ta eudun cuoTAUOTA
SlbaokaAiog, ta cuothpata E€ykalpng TPOPAsPng kol mpoesldomoinong, afloAoynong,
£PapPUOYEG ELKOVIKNG KOL EMAUENUEVNG TIPAYHUATIKOTNTOG, KaBw¢ Kal €lkovikol BonBol n
ouotnuata enetepyaciog GuUOIKAG YAWOOAE XPNOLUOTOLOUVTAL TTAEOV OTNV EKTTALSEUTLIKN
Sladkaoia, mapéxovrag eEATOUIKEUUEVN UTIOOTNPLEN Kal Tipooapuolovtag tn pHabnolakn
Sladkaoia otig LIOLlaiTeEPEG avVAYKEG KAl TO XAPOKTNPLOTIKA TWV ekTaldevopévwy(Srinivasan,
2022- Vincent-Lancrin & van de rVlies, 2020). Tautdxpova, SopOUV GUVEPYATIKA Kol
Sladpaotika pabnotlaka neptBaiovra, evBappuvovtag T EMKOWVwWvia, TNV aAAnAenidpacn
KOL TNV avamtuén KOWWVIKWY Kal ETMKOWWVIAKWY SgfloTTwy, evw €gUAoOUTI(OUV Kal
gvioxUouV TN pabnolakn eumelpia, evepyomolwvtog T daviacia Kal Tn SnUIOUPYLKOTNTA
(6.1.). Amo v AaAAn, n mpocBacn oe éva PeyaAo PEPOC TNG YVWONG, N XPron ovolytou
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Aoylopikol kot e8lkwy edappoywv oxedilaong ouviotoUv LoXupd OmMAa OTa XEPLO TWV
EKMALSEUTWY KOL TWV EKMOLOEVUTIKWY, WOTE va avamtuéouv éva TTAoUGLo, evOLladEpPOV Kol
eTiKOLpo ekmaLldeUTIKO UALKO (Uygan, 2024). TéAog, n Suvatdtnta autouatonoinong moAwyv
£PYAOLWV POUTIVOG CUUBAAAEL 0TNV aOYpadELOKPATIKOTOLNON TOU EKMALSEUTLKOU €PYOU KOl
otnv gfolkovounon Xpovou, avBpwrivwy Kal UALKWY TTOPpwY, aufAvovtoG CHUOVTLKA ToV
TLOPOYWYLKO EKTIALOEUTLKO XPOVO (O.11.).

Qotooo, népa anod ta odEAN, eysipovral Kot TOAAA {NTAHUATA TIOU CUVLOTOUV GNLLOVTLKEG
TIPOKANCELG Yyl TN ouyxpovn ekmaibeuon. H 6&uvon TwV KOWWVIKWY OVIOOTATWY Kal O
QTMOKAELOUOC KUPLWE TWV KOWWVIKA gUTtaBwv opadwv 1 akopa MeEPLOGOTEPO OAOKANPwWY
XWPWV TOU QVANTUCCOUEVOU KOOUOU OO TNV TexVoAoylka Slapecolafnuévn eknaibsuon
(EE, 2022 Pedro et al., 2019 ) cuviota £va Kpiolpo {ATnua Kal cupnepindBet and tov OHE
otnv Atlévta tou ywa tn Buwwowun Avamrtuén (UN, 2018). Eva akoun onpovtikd INntnuo
QTMOPPEEL A6 TNV avaykn umapéng peyahou Oykou Sedopévwv yla va AELTOUpPYnoouv
amoteAeopatikd ta cuotnuata TN, Sedopéva to omoia mepAauBAVOUV TIPOCWTIILKEG
mAnpodopieg TOOO TWV EKMALOEUOUEVWY, OCO0 KOL TWV EKMALOEUTIKWY AELTOUPYWV
Kuodopwvtag to {ATnUa TnG acdAAELAC TOUG KOL TN TpooTtaaiag Tng tblwtikotntag (Vincent-
Lancrin & van der Vlies, 2020- Zawacki-Richter et al., 2019). Akoun oL evpUTATEG SUVATOTNTEG
™¢ TN €xouv MPOKAAEDEL Ul EVTOVN culTNON YL TO av Ba UTTOKATOOTIOEL TOUG avOpwIoug
oe S1adopoug emayyeAUATIKOUC TOPEIG pe Kivbuvo tnv amwlela Béoeswv epyaciag, pla
oulntnon nou €xet petadepbel kal otnv eknaidevon (Attwell et al., 2020 Zawacki-Richter et
al., 2019).

MMvetal avtlAnmto OTL HEoa O €va TETOLO OUYKELUEVO O POAOC TWV EKMOLSEUTWY KAl TWV
EKTTALSEVTIKWV Elval KABOPLOTIKAG oNUaciog, KaBwe KAAOUVTAL VO EVOPLOVIGOUV TLG ETILTOYEC
NG €MOXNE Kal vol UAOTIOLiGoUV To Opapa TnG BLwaolpng ekmaidsuong.

2.2 H Etoipotnta tou Eknadsuth Kat tou Ekntatdsutikol yia tnv TN (Al- Readiness)

H etowpotnta gival pla eupeia kat cuvBetn €vvola (Ali, 2023- Agbo et al., 2022 Alnasib, 2023-
Wang et al., 2023). Qg etolpotnta ylatnv TN (Al- Readiness) opiletal o faBuoc katd tov omnoio
TO ATOHO ALOBAVETAL Olyoupo yLO TOV EAUTO TOU VA EVOWLATWOEL CUOTAUATA Kl EGAPLOYES
TN otnv ekmalSeuTIK Tou MpoKTLKA (Ayanwale et al., 2022). I éva nmpwrto eninedo, adopa
TOV EYYPAUUATIONO, TNV Lkavotnta SnAadn TOU ATOUOU VO KOTAVOEL, va XpnOLUOTOLEL, va
€AEYXEL KOL VA avaOoTOXALETAL KPLTIKA yia TIG epappoyéG TN (Lauplicher et al., 2022). Ano tnv
GAAN, N ETOLOTNTA EUTIEPLEXEL KOL L0 ouvVALOONUOTIKA Sldotaon, n omoia €ykeltal oTo
aloBnua TG AUTOOMOTEAECUATIKOTNTOC, WG TNV EUTLOTOCUVN TIOU £XEL TO ATOWO OTOV €AUTO
Tou OtL OlaBEtel éva ouUvolo kavotnTwv (Bandura,1989), wote va emtuxel tnv
QMOTEAEOUATIKY EVOWUATWON TwV €V Adyw epappoywy oTnv eknaldeutiki Stadikaaoia.

Elval mpodaveég mwe n €TOLUOTNTA UTTOKELTAL O LOXUPEG aAANAETLOpAcELG Kal Slapopdwvel
SUVAULKEG OUOXETIOELC. Ta peuVNTIKA SeSopéva amo HeAETEG TTOU Ao fav Ywpo To TEAEUTALD
xpovia og SladopeTika yewypadikd kat moAltiopikd mAaiota (Acta: Chiu & Chiu, 2020- Hasas
et al., 2024- Wang et al., 2023- Uygan, 2024, HMA: Woodruff et al., 2023, Adpikr: Ayanwale
et al., 2022- Sanusi et al., 2024) £xouv avadeifel MANBwpa TapayOVTWVY IOV eMNPeAloOLV TNV
ETOLUOTNTA EKMALSEVUTWY KAl EKTTALOEUTIKWY VO EVOWLATWOOUV CUCTAUATA KOl EPOPUOYEC
Texvntng Nonpoouvng oto SL8aKTLKO Toug £pyo.

ElbikOTEpQ, N €TOLUOTATA dalveTal va eNPeAleTOL A0 MOPAYOVIEG KOTOOTAOLAKOUG, OTWG
yla TapASEeLya N UALKOTEXVIKN UTTOSOWN) TTIOU €X0UV OTn SLABe0T TOUG oL EKTOLOEUTEG Kall Ol
ekmatdevutikol (Unesco, 2023), o XpOvog evaoxOAnong UE TO GUOTNUATA KOl TG EPOPUOYEG
(Woodruff et al.,, 2023), n Umapén €BVIKWV TOATIKWY KAl OTPATNYLKWY TIOU &gyeipouv
QITOLTAOELG KOl TOPEXOUV KaTeuBUuvoelg (0.1.), o0 TpEXwv KABe ¢dopd KOWWVIKOG Kol
ekmaldeuTIkOG dtahoyog (Lindner & Romeike, 2019), kaBwg Kal N GXETIKI YVWON TTOU £XOUV
QUITOKTHOEL KATA TN SLAPKELX TNG LaBnoLakng Kol EMayyeAUATIKAC Toug topeiag (Celik, 2023-
Wang et al., 2023).
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Ao TNV AAAN, XOPOKTNPLOTIKA TNG TIPOCWTILKOTNTAG TOU EKTIALSEUTH] KAl TOU EKTOLSEUTIKOU
Stadpapatilouv onuaivovta pohlo. OL Gupta kat Baskar (2023) avadépouv mwg n
efwotpédela Tou ekmadeuTr/ekmatSeuTIKOU, N CUVELSNTOTNTA TOoUu, AAAG KoL N SLavonTikn
TOU TEPLEPYELA ATIOTEAOUV CUVIOTWOEC TNG LBLOCUYKpaciag Tou mou Suvavtal va emdpacouV
OTNV ETOLUOTNTA TOU. AKOUN, TO Ayxog yia tnv TN, w¢ Blwua apvnTKWV cuvalobnuatwy Kot
aloBnua HELWUEVNG QUTOMEMOIBNONG CUVIOTA TMTPOCKOULO OTNV TIPOCTIABOELA TOU VOl VIWOEL
£TOLUOC va eVOWHOTWOEL TNV TN, akopn kat va anodextel tnv umapén tng (Ayanwale et al.,
2022), emnpedlovtog TAUTOXPOVA KaL TNV OLUTOATIOTEAEGUATIKOTNTA TOU.

‘OAotL oL mopamnavw mopayovieg poadlopilouv o€ GNUAVTIKO BaBuo Tig avtAqPELS KAl TIG
OTAOELG IOV Slapopdwvouv oL eKTIALOEUTEC Kal oL ekmaldeuTikol avadopikd pe tv TN (Ali,
2023- Ayanwale et al., 2022- Chounta et al., 2023- Gupta &Baskar, 2023- Kaplan-Rakowski et
al.,, 2023- Uygan, 2024), ave€dptnTta amo TO MOALTIOULIKO KoL KOWWVIKO TAAICLO OTO omoio
Spaotnplomotlovvtal. H amodoxi A KN HLOC KAWVOTOMOU Texvoloyilag efaptdtal amod Tov
BaBuo otov omoilo To ATOHO TLOTEVEL OTL N Xpnon tng Ba evioyUOEL TNV EPYACLOKI TOU
amodoTikotTNTa, KaBwc KL amod tov Babuod otov omoio To ATopo ToTeVEL OTL N XpHon Tou
ouoTnUatog Prnopel va yivel xwpig oiaitepn mpoomdBdela (Davis, 1989). MapdAAnAa, n
ovtiAndn twv ekmadeuTWV/eKmMalSeuTIKwY Yoo tn oupPBoA thg TN oTNV ATOMLKA KoL
KOWWVLIKN €gunuepia, kol otnv moykooula PBuwowpotnta (Unesco, 2019, 2023), pe tnv
UTtOKElEVN Tapadoyn tou ogfacpol Twv avBpwnivwy SIKALWUATWY KoL TG avBpwrivng
0€LOTIPEMELAG, OUVIOTA ONUOVTIKO TIPOYVWOTIKO MOpAyovTa Tng mpoBeong uloB£tnong Kot
evowpatwong tng TN otnv eknaldeutikn mpaktikn (Alnasib, 2023- Ayanwale et al., 2022 Roy
et al., 2022 Sanusi et al., 2024).

Anpoypadikol mapayovteg, onwg to ¢puAo (Alnasib, 2023- McGrath et al., 2023- Wang et al.,
2023 Woodruff et al., 2023), n nAwia (Alnasib, 2023- Gupta & Baskar, 2023- McGrath et al.,
2023), to xpovia Ttou ot ekmatbeutég/eknatdeutikol untnpetolv otnv eknaidsvon (Ali, 2023-
Alnasib, 2023 McGrath et al., 2023), kaBw¢ kal To eninedo ocnoudwv toug (6.11.) emnpedlouv
TO €MiNeSO TNG ETOLUOTNTAG TOUG, OV KAl Ol EPEUVEG €XOUV KATAANEeEL o SlLopopeTIKA
ouunepacpota. 2e épeuva twv Woodruffetal et al. (2023) otig HMA, ol yuvaikeg eudaviovrat
€\AXLOTA TILO AVETEC QMO TOUG AVIPEG, EVW OTNnV €peuva tou Alnasib (2023) otn Zaoudikn
Apapia ol avtpeg epdavilovral meplocotepo £totpol. Ot Gupta kat Baskar (2023) avédeltav
OTL oL vedtepol ot nAKiot eKMALOEUTEC/eKMALSEVUTIKOL €lval TIO EVNUEPWHEVOL KO
TIEPLOCOTEPO TPOOUPOL VO TIELPAUATIOTOUV UE TIPONYUEVEG TEXVOAOYLEC, evw ekelvol He
AlyoTepa XpOovia EKTTALSEUTLKAG UTINPETiag Elval TEPLOCOTEPO SEKTIKOL VAL EVOWUATWOOUV TNV
TN otnv npaktikn Ttoug (Alnasib, 2023).

3. H'Epsuva

H napoloa €peuva €0TIALEL OE TEOOEPLE CUVIOTWOEC TNG ETOLLOTNTOG TOU EKTIALOEUTH KAl TOU
ekmaldeuTikol Kot AapBavel umoyn ouykekplpévoug dnuoypadikol mopadyovies (duAo,
NALKLO, XPOVIOL EKTIALOEUTIKNG UTtnpeoiag, Babuida ekmaideuong, emimedo omoudwv).
JUYKEKPLUEVQL:

a) oTnV evnuepoTnTa, N omola adopd 1o cUVOAO TWV YWWoewv avadoplkd pe tnv TN Kal TLg
epapuoyEG TNG otnv ekmaideuon, SnAadr) Tov EyyPOUHOTIOUO EKTTALOEUTN KOl EKTTALOEUTIKOU
otnv TN(Ally, 2023- Celik, 2023- EE, 2022- Lauplicher et al., 2022- Luckin et al., 2022- Agbo et
al., 2022)

B) otnv avtidauBavouevn xpnowotnta t¢ TN, av Kal Pe molo Tpomo dnAadn ula ebapuoyn
N éva ovotnua TN TIPOKELTAL va UTIOOTNPILEEL TO eKMALSEUTIKO £pyo, va €VIOXUOEL TNV
QMOSOTIKOTNTA KOL TNV OMOTEAECUATIKOTNTA Kal TEAIKA va cUPBAAEL otn PBeAtiwon Twv
padnolakwv anoteAeopatwy (Alnasib, 2023- Ayanwale et al., 2022- Agbo et al., 2022: Chounta
et al,, 2021- Wang et al., 2023), avtiAnyn n omnola emdpd oTI OTACELG KAl OTLC TPOCTOOKIES
(Ayanwale et al.,, 2022- Sanusi et al., 2023) kot pmnopei va npoPAédel tnv nmpoBeon otn
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cupmeplpopd TOU eKMALSEUTH/EKTIAOEVUTIKOU Vo amodextel, va ULOBETAOEL KOl va
evowpatwoel tnv TN otnv ekmadeutikn paén (Alnasib, 2023- Ayanwale et al., 2022 Agbo et
al., 2022- EC, 2019- Zulkarnain & Yunus, 2023).

v) TN yia 1o kotvo kaAd, n omoia adopd tnv nOkn kot Seovtodoyikn dtdotaon tng TN, T
OUMBOAN TN oTNV TPowBNoN TNG ATOWLKAG KAL KOWVWVLIKAG EUNUEPLAC, TIG SUVATOTNTEC TNG VOl
ETAUEL KOWWVIKA TPOBAAUOTA KAl VO CUMBAAEL OTNV MOYKOOULA BlwolpotnTa, wg
TIPOYVWOTLKOC KOl UTIOKLVNTLKOG TIOpAyovTag otnv pdOeon Twv EKMALSeUTWV/eKMOLOEUTIKWY
va evowpatwoouv TNV TN atnv eknaideuon (Alnasib, 2023- Ayanwale et al., 2022 Sanusi et
al., 2024).

8) mpokAnoeig, oL omoieg adopouv TIG avnouXieg Kal Toug $pOPBoug Tou eysipovtal anod tnv
evowpatwon tn¢ TN otnv eknaidsuaon (Unesco, 2023).

Me Baon Ta TaPATAVW KAl TN CUCTNUOTIKA UEAETN TNG OXETIKNG BLBAloypadiag, n mapovoa
UEAETN oTnplleTal otnV MapaKATw epeuvntiky Soun (ox.1):

r ETOIMOTHTATIATHN TN j

- . EZaprara
TmpeageTal Evnuepomra _
ané ané
g | )
3 AvriAapBavopevn b3
3 XpnowoTnra >
S =
k= x
= =
g | 5
x P
Es ]
8 Npowbnon Tou >
3 KOIVIVIKOU KGAOU =
3 a
= -
<]

NpoxAnoeig

) 4

ANOAOXH
YIOOETHIH &
ENIOMATQZIH

TN ZTHN
EKNAIAEYZIH

Ixnua 1: H epeuvntikn doun

4. 3Ikomog kot MeBodoloyia tngEpsuvag

TKOTIOG TN aPoloaG EPEVVOG Elval N AMOTUTIWON TWV ATIOYPEWVY TWV EKTIALSEUTWYV KAl TWV
KL EVTIKWV OAWV TwV Babuidwv (MpwtoBabula, AsutepoBabula, Tpitofaduia) kat TUTIWY
(TuTkn, KN TuTikn) eknaidevong avadoplkd Pe TNV evowpatwon tng TN otnv eknaibevon. H
Baoikn umdBeon mou SLEmeL TNV mapoloa Epeuva elval OTL OL AMOWPELG TWV EKTIALSEUTWV Kall
TWV EKTTALSEUTIKWY 0vadOopLKA UE TNV ETOLUOTNTA TOUC EMNPeAloOUV TNV ULOBETNON Kal TNV
evowpatwon tng TN otnv ekmatdeutikn Stadkaoia. Mpog emaAnbsuon 1 amoppdn TG
Baolkng epeuvNTIKAC UTIOBEONC KaL EMITEVENC TOU TTAPOTIAVW GKOTIOU TEBNKAV Tl akoAouBa
EPEUVNTIKA EPWTNAHATAL
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e T[loleg elval oL amoOPELG TWV EKMALOEUTWY KOL TWV EKTTALSEUTIKWY avadopLlKA PE TNV
ETOLUOTNTA TOUG VAL EVOWHATWOoOoUV TNV Texvntr) Nonuoouvn otnv eKMaLSEUTLKA TOUG
T(PAKTLKN;

e [loloL MapAyovTeg eMnNPeAlouV TIC ATOWELS TWV EKTIALOEUTWY KOl TWV EKTTOLOEVUTIKWV
avadopLKA LE TNV ETOLLOTNTA TOUC VO EVOWUATWOOUV TNV TN oTnV EKMaLSEUTIKI TOUG
T(PAKTLKN;

e [loleg MPOKANOELG EYELPOVTAL YLO TOUG EKTTIOLOEUTEG KOL TOUG EKTTALOEUTLKOUC aTtd TNV
evowpatwon tn¢ TN otnv eknaidevon;

Q¢ mpo¢ tn pebodoloyikr TpooEyylon uloBetBnke n moootikr €psuva (Robson, 2010-
Creswell, 2011) kot oaflomolibnke TO E€PEUVNTIKO €£pyaAeio TOU NAEKTPOVIKOU
£pwINUOTOAOYiOU, TIPOKELUEVOU VO GUAAEXBOUV TPWTOYEVH OTOLXEL ATTO LEYAAO OTATLOTIKO
Seiyua (Cohen & Manion, 1994). H un Omtapén evog epwtnpotoloyiou mou va e€unnpetel Tov
OKOTIO KOl TOUG OTOXOUG TNG TMapoUooC £PEUVOC KOL VO EVOPUOVIIETAL PE TIG TPEXOUOEC
ouvOnKeC TNC €EAANVIKAG TIPAYMOTIKOTNTAC O08NYNCE OTNV  KOTOOKEUN &vOG VEOU
gpwtnuotoloyiou, Ta oTolxela Tou omolou aviAnBnkav amno tn Stebvr BLBAoypadia (Alnasib,
2023: Sanusi et al., 2024- Wang et al., 2023) kot TPoocapUOOTNKAV OTO EAANVIKO CUYKELUEVO,
otn otoxoBeoia Kol OTOUC TEPLOPLOUOUG TNG Tapoloog UEAETNG. To €pwTNUOTOAOYLO
neplAappavel 38 epwtrpaTa KAELOTOU TUTTOU Tou SlatuntwBnkayv Pe popdr avtoavadopwv-
SNAWOEWV, OTLG OTTOLEC OL CUMMETEXOVTEG KANBNKav va SnAwacouv tov Babud cuudwviog Toug
pe Baon tnv mevraBaduia kAipaka Likert kat éva epwtnua avolktol TUTIOU OTO OMOLo oL
OUUMETEXOVTEG UmopoloaV va Kataypdouv oXoALd, andyeLg, mapatnproeLs Kal OTLdAIOTE
Bewpouoav onNUAVTIKO Kal dev eixe meplAndOel 0TI EpWTNOELG TOU EpwTnOTOAOYiOU.
Mpokelévou va oploTel 0 MANBUOUOC - 0TOXOG TNG TtapoloaG Epeuvag aglomolnbnke n pn
rmBavortikn pEBodog detypatoAnPiag tng xrovootifadag. Ita mAaiola TG mapouoac LEAETNG
TANBUGLO- OTOXO TNG £PELVAG CUVLOTOUV OAOL OL EKTTALSEUTEG, OAWV TWV BaBuidwv Kat TUTWV
ekmaibeuong TG €ANVIKNG EMIKPATELAG, &vw Oelypa tng €peuvag amotelouv 508
ekmadeutec/tpleg kat ekmotdeutikol. H £pesuva 8Le€nxOn Katd to Xpoviko Sidotnpa
OeBpouapiov — Maptiov 2024.

5. To AnotsAéopata tngEpeuvag
5.1 To MpodiA tou Asiypatog

Ytov mivaka 1 mapouctalovral Ta SnuoypadLkd XapoKTNPLOTIKA Tou Seiypartog, Ta omoia
Stapopdwvouv to MPodiA TWV CUUUETEXOVTWV:

Mivakag 1: To mpodiA tou deiypatog

Anpoypadikoi N (=508) %

TLOLPALYOVTEG

®uAo Avipag 157 30,9%
Fuvaika 349 68,7%
Aev emiBupw va 2 0,4%
OMOVIRoOW

HAwia 22-29 29 5,7%
30-44 167 32,8%
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45-64 308 60,6%
65 KoL AVwW 4 0,8%
Xpovia eknmodsvtikic  0-10 137 27,0%
umnpeoiog
10-15 70 13,8%
>15 301 59,3%
BaOpida/eg ko Npwtofada 339 66,7%
tunog/oL eknaibevong Eknaidsuon-
Omou €xete epyaotel Asgutepofadpa
Eknaidsuon
TpitoBaduia 85 16,7%
Eknaidsuon
Mn TuTki) 84 19,5%
eknaiidsvon
Entirtedo ocmouvdwv Mtuyio AEI 162 31,9%
MeTtamtuyLoKo 261 51,4%
ASaKTOopLKO 59 11,6%
MetadL6aKTopIKO 26 5,1%

H mAglovotnTa TwV CUUUETEXOVIWY OTNV EPELVA NTOV YUVOIKEC, AVAKE OTNV NALKLOKN opdda
45-64, petpoloe mavw amo 15 £tn otnv eknaidsvon, anacyoloutav otnv Mpwtofabuia Kat
Aeutepofabuia Eknaideuon kat Kateixe petantuyloko Simwpa eeldikevonc.

2€ M0000TO 95,7% OL CURPETEXOVTEG OSNAwoay OTL yvwplilouv Tt eivat n TN.

Mpokeluévou va  eheyxBel n €OWTEPLIK OUVEMELD TwV KALLAKWY UETPNONG TOU
gpwtnuotoloyiou kat n afloAdynon TNG OLOLOYEVELOG TWV EPWINCEWV UTOAOYIOTNKE O
ouvteleotnc Alpha katd Cronbach, o onolog yla Tig unto pelétn Slaotacelg EAaBe TIUEC amo
0,777 éwg 0,911, evw oto cUVoAo Tou gpwtnpatoAoyiou €haBe tun 0,872, yeyovog mou
ETUTPEMEL TN SLamioTwon OTL TOCGO Ol UTIO UEAETN SLAOTAOCELG OO0 KAl TO EPEUVNTIKO EpYaAeio
OTO GUVOAO TOU TIAPOUGCLATOUV LKOVOTIOLNTLKI) ECWTEPLKI) CUVETELQL.

5.2 Eupnipata Eppnveiag ko ZuppetafAntotntag EvvoloAoyikwv Aopwv

To oxnua 2 mapouctalel Toug GUVOALKOUG HETOUG Opouc (M.O.) Kal TIC TUTIKEG ATTOKALCELG
(T.A.) yla kaBe evvololoyikn dopn, kaBwc Kat TG aAANAEMLS pATEL TOUG:
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ETOIMOTHTA INMA THN TN

euemmuen Qe
TA=053) (M0=2,96,
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SR, .+

Zxnua 2: M.O & T.A. evvotodoyikwv Souwv

O BaBuOC evNUEPOTNTAG TWV CUHHETEXOVTWY OTNV £peuva KpilveTal Wolaitepa uPnAog (M.O.=
3,88, T.A.=0,53). Ot ekntadeutég/ekmaldeutikol avayvwpilouv oe dlaitepa uPpnAo Babuod ot
to ouotnuata TN enegepyalovral peyalo oyko dedopévwy (M.0.= 4,45 T.A.=0,66), Bpiokouv
epapuoyég otnv eknaidevon (M.0.= 4,17, T.A.=0,78), €xouv tn duvatotnta va eeAlocovtal
Kot va poaBaivouv (M.O.= 3,98, T.A.=0,83), evw Bewpolv OTL €xouv tn Suvatodtnta va
npoPaivouv o mpoPAéPelg (M.O.= 3,77, T.A.=0,97) kot va enefepyalovral Tn oKEPN Kal T
ouunepldpopd Katd tnv aAAnAenidpacn Ttoug e tov avBpwmo (M.O.= 3,50, T.A.=0,97) o¢
ULKPOTEPO Babuo.

OL amdPelc twv ekMadeUTWV/eKMALSEUTIKWY UTIOSELKVUOUY OTL avtlihappdvovtal tv
XpPNowotTnTa Twv cuotnuatwyv TN otnv eknaidevon wg uPnAn (M.0.= 3,77, T.A.=0,63), kaBwg
Bewpouv OTL T CUCTAUATA TEXVNTAC VONUooUVNG £xouv Tn Suvatdtnta va eUmAouTi{ouv TN
padnotlakn eumnetpia (M.O. = 4,14, T.A.=0,71), va touc umootnpilouv otn dlapopomnoinon tng
Sibaokahiog toug (M.O. = 4,07, T.A.=0,78), aAAd Kal otnv eKMALSEUTIKN SLAdLKACI0 GUVOALKA
(M.O. = 4,06, T.A.=0,81), evw loxupilovtaL OTL og WPETPLO BaBUo Xpnolpelouv ylo va
npoPAEPouv TNV eniboon Twv eknatdevopévwy (M.O. = 3,17, T.A.=0,97).

Tavutoxpova, Bewpolv OtL oL epappoyEg TN TTou Toug emutpenouy va Slaxelpilovral peyaio
oyko dedopévwy (M.O.= 3,87, T.A.=0,79) kal va avamtuoooUV eKMALSEUTIKO UALKO (M.O.=
3,86, T.A.=0,79) ival BeTikEC yLa TNV eknaidevon. OL edaAPUOYES LNXAVIKAG pabnong (M.O.=
3,55, T.A.=0,84), avtopatng afloAoynong kat avotpododotnong (M.O.= 3,53, T.A.=0,91),
koBwg kat avantuéng deflotntwv (M.O.= 3,43, T.A.=0,96) avtiuetwnilovtal eicou BeTika
Qo TOUC EpWTNOEVTEC.

Avadopika pe tn ouppoin ¢ TN otnv mpowBnon tou KowoU KAaAoU, Ol CUUUETEXOVTEC
daivetal va ekdpalouv okentiklopod (M.O.= 2,96, T.A.=0,58), adol Bewpouv OTL T AVOLKTA
ouvotnuata TN av Kol Uttokewvtal otnv avBpwrivn enifAedn (M.O.= 3,43, T.A.=0,86), Sev
mpokaAoUv okormipa kako (M.O.= 3,35, T.A.=0,80) kat gival Bliwotpo Kat GALKA TTPog To
neplBarrov (M.O.= 3,20, T.A.=0,82), evtoutolg ekppalouv emipuUAAEell av TA €V AOYW
ouotnuata pubuilovtal emMOpPKWG QMO VOULKA Kol KAvovioTikd mAaiowa (M.O.= 2,58,
T.A.=0,84) kaL av syyuwvtal TNV Tipootacia TnG SLWTIKOTNTAC KOl TWV TIPOCWITLKWY
6ebopévwy (M.O.= 2,46, T.A.=0,88). MapdAAnAa, SLATUNTWVOUV OUBETEPEC ATIOYELG OXETIKA
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JE Tov BaBuo oefacpol otnv autovopia tou atopou (M.O.= 2,95, T.A.=0,86) kat tn cupBoAn
TOUC oTNV AUPALVON TWV EKTTALSEUTIKWY KOL KOWVWVLIKWV avicotntwy (M.0.= 3,00, T.A.=0,86).
H evowpatwon t¢ TN otnv eknaibeuon daivetal va eyeipel doBoug kal avnouyieg otoug
gpwtnBévreg (M.O.= 3,43, T.A.=0,75), kaBw¢ daivetal va avnouyxolV MEPLOGOTEPO YLA TNV
TPOOTACLO TWV TPOCWTIKWVY Toug dedopévwy (M.O.= 3,84, T.A.=0,84) kot tnv umepPOALKN
EVaoXOANon TWV XpNoTtwv Pe tnv texvoloyia (M.O.= 3,66, T.A.=0,99). e Seltepo eninedo
ekppalouv avnouyieg otL n evowpdatwon t¢ TN otnv eknaidsvon Ba nmapepmnodiosl tnv
OVATTUEN SLOMPOCWIILKWY OXECEWV METAEL ekmoldeuTr)/ekmaldeuTIkKoU- ekmoldeudUeVOU
(M.O.= 3,49, T.A.=0,95) kat Ba embpdcel apvnTIKA OTnV autovopia toug (M.O.= 3,45,
T.A.=0,91). Z& YapnAotepo eninedo KvoUVTaL OL AVNOUXIEG TOUG OXETIKA LLE TNV EMISPACN TNG
TN otn dnuloupyia eKMALSEUTIKWY KAl KOWWVIKWV avicotntwy (M.0.= 3,34, T.A.=0,85), otnv
TOLOTNTA TNG MOPEXOUEVNC ekTtaideuong (M.O.= 3,29, T.A.=1,06) Kal TNV QVTLKATAOTACT TOUC
ano pnxaveg (M.O.= 3,20 pe turmikni amokAlon 1,14).

ATO TOV OTATIOTIKO £AEYXO0 TNG CUUUETAPBANTOTNTAG, MPOEKUE OTL N EVNEPOTNTO OXETI(ETAL
BeTIKA PE TNV XPNOLUOTNTO TwWV cuoTnudatwy TN otnv eknaidevon (r=0,680, p=0,001<0,005)
KOl PE TG amOPelg Tepl TWV OTACEWVY TWV EKTIALOEUTWV/EKTTALSEUTIKWY VLo TIC ETULOPAOELG
Twv ouotnuatwy (r=0,572, p=0,000<0,005), kaBwg kat pe tn cupBoAn tng TN otnv mpowdnon
Tou KowoU kaAou (r=0,167, p=0,000<0,005). AvtIBETWG, OXeTIlETAL APVNTIKA HE TIG
npokAnoels (r=-0,135, p=0,002<0,005).

Mapopoiwg, N avtlapBavopevn XpnoLULOTNTO TTAPOUGCLALEL BETIKI) CUOXETLON LE TIG AOWPELG
TWV EKMALSEUTWV/EKTIAUSEUTIKWV YLa TIG eMOPAOeLg Twv cuotnudtwyv TN otnv skmaibeuon
(r=0,801, p=0,000<0,005) kat pe TN cupBoAn tng TN ato koo kaho (r=0,406, p=0,000<0,005),
EVW OXETLETAL OpVNTLKA WE TIG MPOKANOELS (r= -0,252, p=0,000<0,005). Tnv i6ta cuoxEtion
Ttapouctalouv oL AmOPELC TWV EKTIALOEUTWV/EKTTALOEUTIKWY YLa TIC OTIKEG EMEPATELS TWV
ovotnuatwv TN kat thv mpowBnon tou kKool kaioU (r=0,517, p=0,000<0,005), svw
oxetilovtal apvnTika Ue T PokANoeLS (r= - 0,311, p=0,000<0,005). TEAOG, N €VVOLOAOYLKN
Soun ¢ TN yia o Koo KaAd oxetiletal apvnTkad Pe T Soun Twv mpokAnoswv (r= -0,265,
p=0,000<0,005).

5.3 Euprpata EAéyxou Aladopomnolioswv

E€etalovtag Toug mapayovieg mou SladopomololV TG AnOYELS TWV CUUUETEXOVTWY PAVNKE
OpXlKA OTL n yvwon Tou mAalclou TNG TEXVNTAG vVonUooUvNG TAPOUCLATEL OTATIOTLKA
ONUAVTIKN Sladopa HE TIC TPELG TIPWTEG EVVOLOAOYIKEG SOUEC, VW SV TTAPOUCLALEL Kapia
OTATLOTIKA onpavtikn Stadopd pe tn Sour TG mpowbnaong Tou Kowvou KaAoU Kal EKELVNG TwV
T(POKANCEWV.

Avadopika pe to ¢UAO Tapatnpeital ot ol avdpeg mapouctalouv upnAdtepo Babuo
EVNUEPOTNTOG OE OXEON HE TIC YUVOIKEG, EVW Ol yuvaikeg avayvwpilouv uPniotepo Babuod
oupBoAng tng TN otnv mpowBnon tou kolvoU kahoU kal Stakatéyovtal amo uvPnAotepa
enineda poBwv Kol avnouxLwy

To eninedo onoudwv daivetal va emnpedlel TLG amoOYPELS TOUG TOCO YL TNV EVAUEPOTNTA TOUG
KoL TNV Xpnowotntda tng TN 600 kat tn onuacia mou amodibouv oTIC MPOKANOEL TTOU
gyeipovtal Kal Kalouvtal va SLaxelplotoUV. EKmaldeuTEG Kol EKTTALOEUTIKOL UE AVWTATEG
omoudég ekbpalouv AyoTepeG avnouyleq.

Téhog, avadoplkd@ e Tov TUTO ekmaideuong, n avaiuon £6elfe SLadOpPOMOLAOEL OTLG
Ao ELG TwV EKMALSEUTWY KUPLWE avadoplkd e TNV avtlhapfavopevn xpnowotnta tng TN
otnv ekmaibeuon Kol TIC TIPOKANOCELG TIOU E€yeipovial amod TNV EVOWUATWOoN Tng.
JUYKEKPLUEVQ, OL EKTTALSEUTEC TNG N TUTILKAG eKTtaidevong avayvwpilouv peyoAltepo Babuo
xpnowotntag tng TN o oxéon HE Toug cuvAdeAPOUC TOUG TNG TUTIIKNG ekmaideuong, ol
omoiol ekdpalouv tautoxpova VLPNAG eninedo GoPBwv KoL AVNOUXLWY OE OXEON LE TOUG
TPWTOUC.
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O napayovrag NALKia KoL £Tn eKMALSEUTIKAG UTtNpeoiag Sev epdavilouv OTATIOTIKA ONUOVTLKH
Sladopa e kapia evvololoyikn dopn).

5.4 Eupnpata Epwtipatog Avoltktou TUmou

To «QVOLKTOU TUTOU» €PWTNUA QATMOCKOMOUGE OTNV TapoXn Tng Suvatotntog OTOoUG
OUUMETEXOVTEG va IPOoBEgouv Kamola GAAN MOPAUETPO TIou Bewpouv OTL emnpedlel TNV
EVOWHATWON TNG avolktng Texvntig Nonpuoouvng otnv eKMOLSEUTIKN TIPAKTLKN, N omola Sgv
EUTEPLEXETOL OTA KAELOTOU TUTOU £PWTNAHOTA TOU EPEUVNTIKOU g€pyaleiou, kaBwg Kal va
OXOALACOUV TIG ATIAVIAOCEL TOUG N amAd va SLATUTIWOOUV TIG amOYPELS TOUG, OMAVTWVTAG
auBopunta kot oe Babog. Emonpaivetal OTL OL QMAVINOCEL( TWV CUUMUETEXOVTWV Ogv
MpooéBeocav Kapio VEQ TTOPAPETPO OXETIKA TNV eVOWHATWON TG TN oTNV eKMOLSEUTIKN
TIPAKTIKI), YEYOVOC TIOU TEKUNPLWVEL TNV MANPOTNTA TOU €PEUVNTIKOU €pyaleiou, KaBwg
Sladaivetal ot kGAuPe kABs mBavr TMAPAUETPO Kal BepaTikr TtepLoXn. 2TIG 48 GUVOALKA
QITOVTNOELG, TIOU OUYKevTpwOnkav, Slapopdpwdnkav Bepatikég katnyopie¢ pe Pacn tnv
avaluon meplexopévou (Cohen & Manion, 1994) kal avodeixBnkav TPELG ONUOVTIKEG
Slaotaoslg avadoplka Pe TNV evowpdtwon tTng TN otnv eknaidsuon.

H mpwtn adopd Ta MpoamaltoUEVa, TIG AVAYKALEG Kal anapaitnTteg, SnAadr cuvbnkeg mou
Ba Sltaocdalicouv tnv emnituyn evowpdatwon tng TN otnv eknaidsvon kot mepAapBavet:

to edopéva mou elcdyovtal kat Tibevral uno enefepyaoia ano ta cuotnuata TN, 6cov
adopd TNV aocdAAEld KL TNV EYKUPOTNTA TOUG. «H xprion texvoAoylog Kot TEXVNTAC
VonNUooUVNG TIPEMEL va Yivetal UE 0eBaOUO OTNV AOQAAELA KAl THV TPOOTACiO TwWV
npoowrikWv Sedouévwy Twv padntwv.» (A-14%)

TNV _avBOpwnokeviplkn Tpocgyylon tng TN, n omola enadietal otnv nOWKN tN¢ XPnon, otn
SlaodaAlon NG LOOTIUNG TPOaPacng yla OAOUC Kal oTnNV aglomLoTia TWV CUCTNUATWV. «[ta
va xpnowuornoindei n TN otnv eknmaubevtikny Swadikaoia, Fa npénet va eéaopaliotei n
npoaBaon oe dAoucr (M-38°)

Vv evacyoAnon pe tnv TN, n omola €yKeltol oTtnv evnuEPWaOn Kal eMpopdwaon touc, Kabwg
KOlL OTNV TIPOCWTILKI TOUG evaoxoAnaon pe tnv TN. «H evowudtwaon the TEXVHTNG VONUooUVNG
oTNV eKTAiSEVON MPEMEL VA YIVEL CUVTOVIOUEVD, aipoU rtponynTei n eVNUEPWOAN, EMILOPPWON
Kat eknaibevon twv ekmotdeutwvy (M-42).

H Seutepn Slaotacn adopd TIG EMUMTWOELG OTNV ekmaideuon amnod tnv evowpatwon tng TN,
ol omoleg Slakpivovral oe:

Octikég: O skmatbeutég/eknmatdeutikol avayvwpilouv otL n TN sival éva Xproluo Kot
enwdadeAég epyaleio yla tnv ekmaideuaon, To omolo £xeL Tn SuvatoTNTA va SLOXELPLOTEL KAl val
OVTIUETWTTIOEL TIG EEQTOULKEUPEVEG OVAYKEG TWV EKMALOEUOUEVWY, VO CUPBAAEL oOTn
Sladopormnoinon ¢ St8aokaAlog Kal vo SNULOUPYHOEL KOLVOTOUO EKMOLOEUTIKO UALKO.
«Exkmaidevutikn kowvotouia: H spappoyn teyvoloyiag kal TEYVNTHC VONUOOUVNG UTOPEL va
evBappUVeL TNV Kaivotoulia kot Th SnULOUPYIKOTHTA oTo MESio TG eknmaideuonc, mpowBwvrag
véeg uedodouc kat npooeyyiosic dtbaokaliac.» (M-32)

ApvnTikeég: Adopouv Kupilwg TNV avamtuén Se€LoTATWVY TWV EKTTALSEUOUEVWY, OTIWE N KPLTIKN,
OVOAUTLKA Kol oUVOETIKA OKEPN, N SNULOUPYLKOTNTA KAl N CUVEPYOTIKOTNTA. Tautdxpova,
Bewpouv otL n TN nmapeumnobdiletl tnv avamntuén SLAMpocwWIKWY CXETEWVY, epLopilovTag TNV
oAnAemibpaon Kol PELWWVEL TNV QUTEVEPYELD TOU EKMALOEUOUEVOU, KABLOTWVTAG TOV
nalntikd 6éktn. (H TN ennpedlel) «Ti¢c SLAMPOOWITIKEC OYEOCEIC Kal OAANAemiSpdoEelS
UadINTwVv UETAEU TOUG KAl LUE TOUC KaBnynTeC Touc.» (A-47).

H teleutaia diaotaon adopd TLG TPOKANCELG, OL OTIOLEC EYKELVTOL:
otov_ekmatdsuth/eknaldeutikd, Tou omoiou o polog Bswpeital onpavtikog. H eAATAg
evnUEPWON Kal EMIHOPGWON Toug, KaBwg Kal n kayxurmoyia ekAappavovral wg Pactkol
OVOOTOATLIKOL TTAPAYOVTEC, EVW N edopuoyn otnv mpaén Kpivetal w¢ to KAtaAAnAo péco

8 A= Avdpog
° T=T"vvaixo
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afloAdynong twv cuotnuatwv. «H Teyvnty Nonuoouvn gival epyaleio moAAd UTTOGYOLEVO YL
TNV eKMaideUON. STOV EKTTALOEUTIKO EMaieTal n katdAAnAn aélomoinon tou.» (A-24)

oTnV £peuva, HEow TG omoiag Ba avamntuxBouv epyaleia afloAoynong tng TN Kol ETPNONG
TWV QAMOTEAEOUATWY TNG oTNV ekmalbeuTikn Sadikaoia. «..Apa mPEneL va avantuydouv
epyaleia aéloAdynonc-uETpnonc tng xpnong tn¢ otnv ekmaldeutikn Stadikacio» (A-8).

6. ZZulAtnon

H avaAuon twv 6edopévwy £6eLfe W oL 18LoL oL eKTTALSEUTEC Kal OL EKTTALOEUTIKOL EKTLOUV
OTL 0 BaBuOG TNG evNUEPOTNTAS Toug avadoplkd pe tnv TN eival Wblaitepa vPnAog, Kabwg
BewpoUuv OTL KATEXOUV TNV ATALTOULEVN YVWON OXETIKA UE TN Baotkr Soun Kal tn Asttoupyla
Twv cuotnuatwyv TN (Vincent-Lancrin & van der Vlies, 2020- Zawacki-Richter et al., 2019). 3¢
avtiBeon pe Ta gupnuaTa TPOTEPWV EPEUVWY, TO omola €6el&av OTL n MAELOVOTNTA TWV
EpWINOEVIWY €lxe TePLOPLOUEVEG YVwOelS Tou mediou (Chounta et al., 2021) kot 6t n
efowkelwon toug He TG avaduopeveg texvohoyiec TN kweltal oe YopnAda emineda
(Mavaywrtomoulog, 2021), Ta esvpnuata TnG mapovoog €peuvag oupBadilouv e TIG
TpEXouaeq SleBveic Taoelg Tou umtootnpilouv OTL oL cUYXpovoL ekmtalSeuTIKol AslToupyol gival
evnuepwuévol yia tnv TN (Uygan, 2024) kat yvwpilouv mepi tivog mpokettal (Ali, 2023-
Anastasiades, 2023).

Jta (6la uPnAa emninmedo Kweltal kol n avayvwplon Tng xpnowwotntag tng TN otnv
eknaibevon, OMwWG AMOTUTIWVETAL OTLG ANMOPEL] TwV EPWTINOEVIWY KAL OTLG OTACELS TIOU
daivetal va €xouv dtapopdwosl amévavtl og auth. Ot ekmaldeutég/ekmoatdeutikol Bewpolv
OTL Ta €V AOyw cuotiuata eival tdlaitepa emwdeAn yla tnv eknaideuon kal vonuatodouvtat
Betikd. Ol EAANVEG eKMALOEUTEG KoL eKMALSEUTIKOL daiveTol vo cUUTOPEVOVTAL UE TOUG
ouvadéldoug Toug tou Spactnplomololvtal o SLadopPETIKA TTOALTIOULKA TTAQLoLO , OL oTtoioL
urnootnpilouv otL n TN SlaBétel T Suvaulky va umootnpilel T padnolakn Stadikaoia
(Uygan, 2024), va autopatomolel emavaAapBovopeveg OSwadikaoieg (Ali, 2023), va
gvepyornolel tnv matbaywylky yvwon (Celik, 2023) kat vo cupBaAel otn BeAtiwon g
TIOLOTNTOG TOU TTAPEXOUEVOU ekmaldeuTikoU €pyou (Kaplan- Rakowski et al., 2023: Sanusi et
al., 2024).

Avadopika pe T cupBoAn Tng TN otnv mpowBnaon Tou Kowou KaAoU, OL GUUETEXOVIEG OTNV
napovaoa £peuva daivetal va ekppalouv OKEMTIKIOUO, eMLPUAAKTIKOTNTO Kal ¢OBoug ou
ouvadouv pe o6ca avadEpovtal otn oxetikn PiPAloypadia (Zawacki-Richter et al., 2019-
Unesco, 2023). H oubetepotntd Tou¢ avadoplkd LE TNV QUTOVOUIO TOU ATOHOoU KoL TV
AuBAuvon Twv eKMALSEUTIKWY KAl KOWWVIKWY aVIOOTATWV Unmopel va BewpnBel pla akoun
OUVLOTWOA TNG EMLPUAAKTIKOTNTAG TOoUuG. ALolodoo ival To yeyovog OTL oL eKTTALOEUTEG KOl
oL ekmalbeutikol 6 Bewpouv OTL N TN mpokaAel OKOTUO KAKO KOl OTL TO CUCTHUATO
UTIOKEWVTAL otnv avBpwrivn emifAedn, evpnua mou oupdwvel PE TIGC EMOLWEELG TNG
Eupwrnaikng Emitpomnng (EE, 2022) kat tng eAANVLIKAG TTOALTELQG TTPOG LA AVOPWITOKEVTPLKN
nipoogyylon tng TN (DEK 2894/B/5-7-2021).

OL napadyovteg mou daivetal vo ennpealouVv TNV €TOLUOTNTA TWV EKMOLSEUTWY KOL TWV
ekmalSeUTIKWY €lval o Pabudg tNg evnueEPOTNTAG TOUG, oL avtlANPELS TOug yla TV
xpnowotnta tng TN otnv ekmaidsuon Katl otnv mpowbnaon Tou Kowou KaAoU, eVw GnUAvTLKOol
napayovteg Sladopomnoinong avadeikvuovtal To $pUAO, To minedo omoudwv Kol 0 TUTOC
eknaibeuong. Ooo 1o evnUEPWEVOL Elval OL EKTTALOEUTEC Kall OL EKTTALOEUTIKOL OXETLKA LLE TA
ouotnuata Kot TI¢ €dapuoyeg TN TN TOOO TEPLOCOTEPO avayvwpilouv o autd TN
XPNOLOTNTA TOUC, YEYOVOG ToU emnpealel kKot tn Stapdopdpwon Twv OTACEWV ATEVAVIL O
auta (Kohnke et al., 2023- Wang et al., 2023- Woodruff et al., 2023).

Alilel va onuewwBel mweg supnuata gpsuvwyv Tou €xouv UAomolnBel oe Sladopetika
TOALTIOULKA TTAaiola, onwg ot HAA (Woodruff et al., 2023), n Kiva (Wang et al., 2023), n
Niwynpla (Sanusi et al.,, 2024), n Toupkia (Uygan, 2024) cuvadouv HE TA EUPHUATA TNG
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napovaag Epeuvag avadpoplkd Pe T Suvapikr) mou dtabétel n TN va cuBAAEL TNV ATOULKN
KOlL KOWVWVIKI EUNUEPLA, TNV OLKOVOLKNA avamtuén, KaBwe Kol oTn BLwaoloTNTA TOU TAQVATN.
Otav ot eknawdeutikol Aettoupyol ekAaupavouv Ta cuotipata TN wg xprolpa Kol BeTKa,
avayvwpilouv o€ aUTA TNV KOWWVLKA Toug afia Kal Slatnpouv pla 1o BTk oTdaon yLo ta
NBKA {NTAHUATA TTOU TIPOKUTITOUV aro tnv Xpron toug. O Celik (2023) untootnpilel 6tL auth n
Betiky vonuatodotnon NG TN OUVIOTA LOXUPO UTIOKIVNTIKO TOPAyovIa ylad TOUG
ekmadeutec/ekmatSeuTikoUG, evw N supeia épsuva twv Woodruff et al. (2023) urtoypappilet
KOL TN onuooia tng avtiotpodng oxéong, OTL N avamtuén £Bvikwv TOAMTIKWY Tou Ba
npowBoUv TNV NBIKN Kot uTeLBUVN xprion tng TN Suvatal va eVioXUOoEL TIG BETIKEG aVTIAAYELS
KOLL OTAOELG TWV EKTOLEEUTWV/EKTTALSEUTIKWY KOIL VOL UTIOKIVAOEL TNV ULOBETNON TNG.
Avadoplkd He Toug dnuoypadlkolg MaPAYOVTEG TTOU EEETOCE N OPOUCA EPEUVA EKELVOL TTOU
Sladoporololty TG andPelg Twv ekmoldeUTWV/EKmaLSeuTIKWY gival to ¢UANo, To eninedo
omoudwv Kal o TUToG ekmaideuong, evw N nAKia Kal ta €tn eKMALSEUTIKAG umnpeaoiag
daivetal va pnv ennpealouv. I avtiBeon Ue eupnuaATA EPEUVWYV TIOU €XOUV UAoToLNBEL ot
SladopeTika moAttlopka mAaiota (rt.x. HNA, Aota, Adpikn), N nAKio Twv epwtnBEvVTwY Kal Ta
Xpovia mou umnpetolV otnv eknaibevon &g daivetal va Stadopomololv TI¢ amoPELg TOUG.
Qotooo, kaBwg n texvkn ¢ delypatoAnpiag mou aflomoiOnke dev e€aodalilel tnv
OVTUTPOOWTEVUTLKOTNTA TOU SelylaTtog, Kplvetal okomuo va StepeuvnBel mepattépw, Kabwg
otn oxetkn BBAloypadia avadpépetal OTL eKALSEUTEC/eKMALSEUTIKOL UE Ta teEpLocOTEPQ (15
KoL Avw) xpovia untnpeoiag ixav uPnAotepo eninedo evnuepotntag (McGrath et al., 2023).
Ouoiwg, o mapayovtag tng NALKiag avadelkvUueTol w¢ o SEUTEPOC TILO ONUOVTLIKOG LETA TOV
EYYpAUUATIONO Toug otnv TN amd toug (8loug Toug cuppeTéxovteg os €pesuva (Ali, 2023),
SnAwvovtag OTL 600 aUEAVETAL N NAKIQ TOUG, TOCO MEPLOCOTEPO £TOLUOL aLloBAvovTaL va
amodeytouv kal uloBetrioouv tnv TN otnv eknaideuon.

MNapayovtag Sladopomnoinong oxedov oTo cUVOAO Twv OXETIKWY gpsuvwv (Alnasib, 2023-
Gupta & Baskar, 2023 McGrath et al., 2023-Woodruff et al., 2023), 6nwg Kat otnv mapovoa,
ovadelkvUEeTal To GUAO TWV EKMOLEEUTWV/EKTTALSEUTIKWY, LE TOUG AvEpEC va Ttapouactalouv
vPnAoTeEpO BaBUO eVNUEPOTNTAC O€ OXECN HE TLG YUVALKEC, EVW OL YUVAIKES va avayvwpilouv
vPnAdtepo Babuo cupPoAng tng TN otnv mpowBnon tTou kowvou kKaAoU kot uPnAdtepa
enineda avnouxlwy Kot GpoBwv anod TNV EVOWPATWOT) TNG OTNV EKAiSeUOn 0 G0N UE TOUG
avtpeg. Epeuveg (Alnasib, 2023- McGrath et al., 2023) spdavilouv Toug avtpeg va Bewpouv
TOV £QUTO TOUG TIEPLOCOTEPO EVILEPOUG OE OXECHN HE TIG OUTOAVAPOPESG TWV YUVALKWY, OE
avtiBeon pe tnv épeuva twv Woodruff et al. (2023), 6mou ol yuvaikeg dnAwoav OtTL
aloBavovtal To GVETEG Vo XPNOLUOTIOW|O0UV KOLVOTOUEG Texvoloyiec. Qotdoo, Kpilvetal
OKOTILUO TO GUAO VO GUVEKTLUATOL KAL € TA UTIOAOUTOL XOPAKTNPLOTIKA TNG TIPOCWITLKOTNTAC,
KaBwg onwg £€6¢eLe n €peuva Twv Gupta kat Baskar (2023), mMpoowTIKA XAPAKTNPLOTIKA, OTIWG
n e€wotpedela, N CUVELSNTOTNTA, N €UeALEla KAl N OUTOATOTEAEGUATIKOTNTO TOU OTOMOU
OUVLOTOUV CONUOVTIKOUG TTPOYVWOTIKOUC apayovieg uloB€tnong tng TN kat dev emnpealovrot
ortd 1o GUAO TWV EKMOLEEUTWV/EKTTALSEUTIKWV.

O nmapdayovtog mou daivetal va Sladopomolel  ONUAVIIKA TIC aAmOYPEl Twv
EKTIALSEVTWV/EKTALSEUTIKWY Elval To eminmedo omoudwv toug, Kabwe, onwg Sladdvnke ot
eKMOLOEUTEG KOL Ol €EKMOLSEUTIKOL TOU £XOUV  OAOKANPWOEL HETASLOOKTOPLKEG KOl
UETATTUXLOKEG OoTOUSEC eudavilovtal TTEPLOCOTEPO evnUEPWUEVOL avadoplkd He TV TN,
WOoTO00 avayvwpeilouv oTa OXETIKA CUCTHOTO ULIKPOTEPN XPNOLUOTNTA oTNnV ekmaibsuon,
€UpNUO TO OTIOLO £pXETAL OE avtiBeon Ye euprpaTa oxXeTIKwY epeuvwy (Arpilleda et al., 2023).
Ouoiwg, To eninedo omoudwv daivetal va eMbPA GNUAVTLKA OTLG ATOYPELS TOUG OXETIKA UE
TIG TIPOKANOELC TTOU KoAoUvTaL va SLaXELPLOTOUV. EKMTALSEUTEC KOl EKTTALOEUTLKOL IE AVWTATEG
omoudég ekdpalouv ALYOTEPEC AvVNOUXIeG amo tnv evowpatwon tne TN otnv ekmaibevon. Ta
maponavw supnpota xpnlouv mepAITépw Slepelvnong, KABwE YEVVATOL TO EPWTNUA yla
TIOLOUC AOYOUC OL EKTTOLOEUTEG KL OL EKTTOLOEUTIKOL UE AVWTATEG OTOUSEC, evw epdavilovtal
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TLEPLOCOTEPO evrpepoL yla TNV TN, ekAapBAvVouV TO CUCTAMOTA KAl TG EQAPHOYEC TNG WE
ALyOTEPO XPNOLUEG yLla TNV eKTtaideuaon.

T€Aog, o TUTOG TNG ekmaidevong daivetal va Sdlapopomolel oNUAVTIKA TIG anoYPEeL Twv
EKALOEUTWY KOl TWV EKMOLOEVTIKWY KUplwg 6gov adopd tnv xpnowpotnta tng TN Kal Tig
TIPOKANCELG TIOU €YElpoVTAL ATd TNV EVOWHATWON TNG. Ta gupnuata tng €peuvag deixyvouv
WG Ol EKTIALOEUTEG TNG UN TUTIKAG ekmaidevong ekAapPBdavouv tnv TN wG MEPLOCOTEPO
xpnown kot ekdpalouv AlyOTEPEC AVNOUXLEC O OXECN E TOUC EKTIALOEVUTIKOUG TNG TUTILKAG.
H avalntnon otn oxetikn BiBAloypadia dev anédwaoe aAmOTEAECUATA CUYKPLTIKWY EPEUVWV
OVAUECO OTOUG TUTOUC TNG ekmaideuonc. Katd cuvémela, mPog To Mapov To elpnUa TNG
napovoag €peuvag 8ev Pmopel va ouoxeTloTel pe AMa, Umopel OPWG va AMOTEAECEL
OVTLKELLEVO HEANOVTLKNAG Slepelvnong.

Avadoplkd HE TIG TIPOKANOELS, OL CUMMETEXOVTIEG OTNV £peuva ¢oilveTal va TI( €XOUuV
ouveldnTomnolnoel, KATLTIou Stadavnke KL arnod aAeg épeuveg (KapavikoAa k.a., 2022- Lindner
& Romeike, 2019- Woodruff et al., 2023) kal cuvictavtol Kupiwg oe tpla emineda: otnv
efaodalion twv amaltolpevwy TPoUmoBEcswy Kal cuvOnkwv, wote va emteuxBbel n
ETUTUXNG EvOowpaTwon tnG TN otnv eknaildeucon, 0TnV LOXUPOTIOLNGN TWV MAEOVEKTNLATWY TNG
LE TNV TOUTOXPOVN €AQXLOTOMOLNON TWV OPVNTIKWV EMUMTWOEWV TNG KoL oTov (610 Tov
eKTTALOEVTIKO AELTOUPYO.

Q¢ anapaitntn npolnoBeon enituyoug evowpatwong tng TN TiBetal n nOKn TG xprion Kot
n StaodaAion tng LoOTIUNG TPooBaong, {ATNUa Tou GailveTaL va amaoXoAEl TOYKOOUIWG TOUG
eumAekopevoug otnv eknaidevon (EE, 2022- Unesco, 2023), énwg otn lepupavia (Linder &
Romeike, 2019), otn Zaoudikn ApaBia (Meccawy, 2023), otic HMA (Woodruff et al., 2023),
avaSelkvloVTaC TN oNUaoio TG avOPWITOKEVTPLKNG TNE TPOCEYYLONG.

Avadoplkd pe TIC BeTikéC emOpAOEl;, oL AMOYPEIC TWV EKMALSEUTWV/EKTOLOEUTIKWV
ouykAivouv pe ta avadepopeva otn oxetiki BiBAloypadia, KaBwWE Ol CUUUETEXOVTEG OTLG
TIEPLOCOTEPEG  EPEUVEG dailveTal va €Xouv OUVELONTOTOLAOEL TN SuvauLkh, oAAA Kal TIC
Suvatdtnteg tng TN mpog tn BeAtiwon TNG MOLOTNTAG TOU TAPEXOPEVOU EKTTALSEUTIKOU €pYOU
(Kaplan — Rakowski et al., 2023- Uygan, 2023).

QoTO00, Ol ApVNTLKEC EMIMTWOELG €lval ekelveg Tou eyeipouv T HeyaAUtepn avnouyia
Bewpwvtag¢ WC ONUAVTIKOTEPEG TNV TMopeunodilon avamrtuéng oeflotitwy  Twv
EKTTOLOEVOUEVWV KaL SLATIPOCWTIKWY OXECEWY, EUPNUATA TTOU GUVASOUV LIE TIPONYOUUEVES
€peuveg (Chounta et al., 2021- Kaplan-Rakowski et al., 2023+ Uygan, 2024- Woodruff et al.,
2023).

T€AoG, avadelkvUETAL N onUacia TNG CUVEXOUC EVNUEPWONG KAl EMLLOPGWAONC WG LECO TOCO
QMOTEAEOUATIKNG SLOXELPLONG TWV MPOKANCEWV 000 KOl ETIITUXOUC EVOWUATWOoNS TtnG TN otnv
ekmaibevon. H (Sla avaykn Kkal omoitnon amoTUTIWVETOL KOl OTO CUUTEPACUATO
nponyoLevwy dleBvwv epeuvwy (Alnasib, 2023- Chiu & Chai, 2020+ ZwyomouAog & lNwtn,
2022 Woodruff et al., 2023).

7. Zuumepdcporto

H napoloa €peuva eMXElpnOE Vo ATTOTUTTWOEL TIG ATOYPELG TWV EKMALOEUTIKWY TUTILKAG KLl
eKMALOEUTWY [N TUTILKAG €eKMaideuong ¢ €AANVIKAG EMIKPATELAG avadOpLlKA HE TNV
ETOLUOTNTA TOUG VA EVOWHATWOOUV TNV TN oTnV eKTTALSEUTLKA TOUG TPAKTLKN KoL VoL avadeiget
TOUC TOPAYOVTEG TIOU TNV ENMNPeAlouv, KABWE Kal TG EYELPOUEVEC TTPokKANRoeLs. H TN cuviotd
TAEOV U0l TIPAYHOTLKOTATA, TNV omola dev pmopel va apdloBntrios, aAd oUTe Kal va
OyVvonoEeL KOVELC. OL amOPELG TWV EKMALSEUTWYV KAl TWV EKMOLSEUTIKWY, OTIWG ATOTUTTIWONKOV
otnv mapoloa £peuva KATESELEQV MW N TTPAYUATIKOTNTA AUTH €XEL YIVEL QVTIANTITH OO TOUG
(610U, Pe To HEYAAUTEPO MOCOOTO €€ QUTWV VA YVWPLLEL Ttepl Tivog MpOKeLTOL Kal va Bewpel
TOV £0IUTO TOU OPKETA evnUepwHEVO oto Tiedio. O ekmatdeutég/eknaldeutikoi dpaivetol va
£€Youv ouveldntonolnosl twe ta cuotiuata TN eival tblaitepa emwdeAn Kal XpRoLUO Yo TNV
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eknaibevaon, pe toug idloug va eivat Betika dlakeipevol mpog avtad. Elval onuavtikd mwg ot
(6101 cuVEEOUV TO EMIMESO TNG EVNUEPOTNTAC TOUG KAl TIC BETIKEG TOUC OTAOELG ATEVAVTL OTLG
epappoyéc TN pe 1O eminedo TNG ETOWUOTNTAG TOUG, KOOWG TO YyEYOVOG QUTO WUMOpEl va
AELTOUPYNOEL UTIOKLVNTIKA yLo TV avaAnyn Spdong mou Ba amooKomEeL 0TV EMAYYEAUOTIKAG
Toug €€EALEN KaL TNV QITOKTNON TNG AMALTOULEVNC YVWoNG, 0AAG Kal wg Lo KA ouvenkn-
epaAtnplo yla TNV ULOBETNON KOl EVOWUATWON TPONYUEVWVY Texvoloyiwv TN otnv
eknaibevon. Avapudifola, kATl TETOoLo KUodopel Kat TTOANEG TIPOKANOELG, TIC omoleg daiveTal
OXL MOVO VO €XOUV OUVELONTOTIOLNCEL OL EKTMALOEUTEG Kal Ol eKTIALOEUTIKOL, aAAA Kol va
KPOTOUV HLO KPLTIKI) OTACH. OEWwpWVTAG TNV QIMOKTNON YVWONG KAl TN OXETIKA EMUOpdwWan
TOUC 0O€ ouvluaouO HE TNV XApafn KATAAANAWV £0VIKWV OTPATNYIKWY WC OVOYKALEG
TPOoUMOBETELG TNE EMUTUXOUC EVOWUATWONG, OTEAVOUV TO aLoLlo80€o prnvupa otLn ekmaibeuon
propet va avtaneéEABeL oTI¢ oUYXPOVEC TIPOKANTELG.

8. MNMeplopiopoi tngEpeuvoag

Onwg kABe epeuvnTikn Sladikacia, £ToL KAl N MOPOUOCA UTIOKELTOL OE TIEPLOPLOPOUC. H TEXVLKNA
™¢ SewypatoAndioag mou emAEXONKe (TEXViK TNC XLOVOOTIPASOG) ETUTPEMEL HEV TNV
npooPacn oe €va PeyaAo PEpog Tou MAnBuopou tng £peuvag, &g Slaodalilel OpwG TNV
OVTUTPOOWTEUTIKOTATA ToU Oelypatog (XaAkiag, k.d., 2015). To yeyovdg oUTO CUVIOTA
TPOOKOU LA OTNV yKLUPOTNTA Kal TV aflomiotia tng. Ot Cohen kat Manion (1994) avadépouv
OTL N EYKUPOTNTA HLOG EPEUVAC EYKELTOL OTO AV €lval akpLBng, aAnduvr) Kat yeEVIKEUGLUN, EVW
n aflomotia tng ekdppaletal and tov Babuod otov onoio To epeuvnTIKO epyaleio pmopel va
enavaAndOei kal va €xel otaBepég Babuoloyieg yia tig idleg opadeg mou to amavioLv. MNa
TNV napovoa £psuva 8 Ba Pmopoloe KOVEIG va LOXUPLOTEL OTL LoxUouv oL SU0o Tapamavw
ouVONKEeC, KaBwC To EpeuVNTIKO epyaAeio TNG elval TPWTOTUTIO Kal Sev €xeL emavaindBel kot
TOL OMOTEAECUATA TNG SEV UTTOPOUV VA YEVIKEUTOUV, EAAELPEL OVTLTPOCWTMEUTIKOU Seiyparoc.
T€AOG, T AMOTEAEOMATO TNG TTAPOUCAG £PEUVAG TIOPOUCLACTNKAV KL EPUNVEVUTNKAV HE
TANpPN ouveldnon OtL pe TNV MApodo €0Tw Kal €AAXLOTOU XpOvou, owg va Bswpouvtal
TapWYNUEVA, AOYyw TG €KOETIKAG avAMTUENG TWV VEWV TEXVOAOYLWY KOl TWV TAXUTATWV
efelllewv.
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Abstract

Mezirow’s transformative learning (TL) theory highlights the importance of critically
examining frames of reference and their origins. While critical reflection is central to TL, its
connection with emotions remains insufficiently addressed. This paper asserts that critical
reflection encompasses rationality and emotionality, forming a unified consciousness that
integrates mind and heart. By revisiting foundational psychological concepts, particularly
Franz Brentano’s theories of intentionality and mental phenomena, which closely connect
with Mezirow’s concept of critical reflection, this article offers a fresh perspective on the
rational-emotional interplay. The article reviews Mezirow’s TL theory, introduces Brentano’s
key concepts, and critiques the underrepresentation of emotionality in Mezirow’s framework,
emphasising its integral role in critical reflection. It explores the unity of consciousness and
demonstrates how meaning-making and reflection are inherently shaped by emotional
experiences. A Brentano-inspired lens clarifies the ambiguities of transformation, challenges
the necessity of a disorienting dilemma, and proposes alternative pathways. The paper
concludes with practical recommendations for educators and directions for future research.

Keywords

critical reflection, emotions, Franz Brentano, intentionality, transformative learning theory,
unity of consciousness

1. Who is Franz Brentano?

Franz Brentano is a renowned German philosopher celebrated for his pioneering
contributions to the philosophy of mind, particularly for coining the concept of intentionality.
Intentionality refers to the mind’s inherent capacity to direct itself toward a specific object
and towards itself in critical reflection. The object of reflection is the process of thinking itself
—and by the end of the article it is towards the process of feeling also, idea, or state of affairs
(Brentano, 2012). As the first scholar to bridge philosophy and psychology, Brentano explored
the structure and function of mental phenomena, offering a comprehensive understanding of
thought, perception, experience, and emotions. Central to his work is the notion that mental
phenomena are always directed toward something—this characteristic, termed intentionality,
underpins every act of consciousness, linking thinking, perceiving, and imagining to an object
or idea (Brentano, 2009; Kriegel, 2017). Critical reflection involves intentionality, it requires a
deliberate and conscious effort to question assumptions, analyse experiences. It involves a
directed mental act where individuals actively focus on their underlying assumptions,
examining not just their thoughts but the meaning and purpose behind them.

Brentano’s exploration of intentionality has become the bedrock in debates about the mind
and the nature of reality within philosophy. In fact, intentionality has become a key concept
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in debates about the mind and the nature of reality in the field of philosophy; his work also
laid the groundwork for phenomenology and has had influences on many of his notable
students, such as Edmund Husserl, Sigmund Freud, and Alexis Meinong. In this article,
Brentano’s theories of intentionality, mental phenomena, and emotions (Montague, 2016)
are central to exploring their intersection with Mezirow’s transformative learning theory,
particularly in critical reflection. By integrating Brentano’s insights, this discussion provides a
deeper understanding of the rational-emotional dynamic in transformative learning and has
significant implications for TL in areas that are increasingly needed for study. It highlights the
profound role of intentionality in fostering critical reflection and meaningful change.

2. Mezirow’s Transformative Learning Theory

Transformative learning (TL) theory describes how individuals critically examine their beliefs,
assumptions, values, and worldviews, leading to profound shifts in perspective (Mezirow,
1978). Critical reflection is central to TL, a process that deepens an individual’s awareness and
understanding through thoughtful and intentional examination. TL is often initiated by a
disorienting dilemma—an event or experience that disrupts existing frames of reference and
challenges one’s understanding of the world (Mezirow, 1991). He outlined a 10-phase
framework to illustrate the stages individuals typically navigate during transformative
experiences (Mezirow, 2003). These stages include: 1) encountering a disorienting dilemma,
2) engaging in self-examination accompanied by emotions such as fear, anger, guilt, or shame,
3) critically assessing assumptions, 4) recognising discontent and sharing transformative
experiences socially, 5) exploring new roles, relationships, or actions, 6) developing a plan of
action, 7) acquiring the knowledge and skills necessary for implementation, 8) trying out new
roles on a provisional basis, 9) building competence and confidence in these roles and
relationships, and 10) reintegrating into one’s life with a renewed perspective (Mezirow, 1991,
p.168-169). This structured approach underscores the dynamic and multi-faceted nature of
transformative learning. While Mezirow’s 10 phases are foundational to transformative
learning (TL), he emphasised that individuals need not necessarily linearly progress through
these phases, reflecting the complex and dynamic nature of moving from disorientation to
reintegration. In phases 1 and 2, self-examination is emphasised, and the discomfort following
a disorienting dilemma is recognised. Malkki’s theory of edge emotions offers a deeper
understanding of this discomfort, describing it as intense emotional states that arise when
individuals confront shifts in their foundational meaning schemes—pushing them out of their
comfort zones (Malkki, 2011, 2019). These edge emotions are pivotal, as they accompany and
drive profound changes in perspective and understanding within TL.

Phase 3, critical assessment of assumptions, is a cornerstone of TL, where individuals
scrutinise the validity of their beliefs, assumptions, and worldviews. This phase is essential for
recognising the limitations of existing frames of reference, opening pathways for growth,
open-mindedness, and improved understanding (Mezirow, 1999, 2000). Phase 4, sharing
discontent and engaging in transformation, is rooted in Habermas’ communicative learning
theory. Here, dialogue (or discourse in Habermas language) becomes a vital tool, enabling
individuals to negotiate meaning, engage with diverse perspectives, and achieve shared
understanding (Fleming, 2000; 2016; 2018; Habermas, 2015; Mezirow, 1999). Dialogic
engagement with peers who have faced similar challenges further amplifies the potential for
TL. Phase 5 marks the transition from reflection to action, exploring new roles and behaviours
aligned with an individual’s emerging understanding of themselves and the world (Mezirow,
1999, 2000). Phases 6 through 8 address the practical application of these new frames of
reference through action planning, skill development, and the provisional trial of new roles.
These phases require courage and adaptability as learners navigate the uncertainties of
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change and test their ability to embrace new perspectives and behaviours. Phase 9 involves
building confidence in new roles through practice and reinforcement, culminating in phase
10, where the transformation becomes fully integrated into daily life. This final phase secures
lasting change in identity, behaviours, and worldviews (Fleming, 2018; Mezirow, 1999).
Together, these phases provide a comprehensive framework for understanding the
multifaceted journey of transformative learning. Mezirow connected personal challenges to
broader social issues, highlighting the interplay between individual experiences and societal
contexts (Mezirow, 1978).

These phases underscore that transformative learning (TL) is a deeply personal and socially
embedded process grounded in critical reflection, active engagement, and iterative trial-and-
error, with positive changes unfolding over time. Not all individuals necessarily experience
every phase to achieve TL, and delays or interruptions may occur. Critical reflection remains
the cornerstone of TL (Fleming, 2018; Malkki, 2011; Mezirow, 2000; Taylor & Cranton, 2021),
driving the profound shifts in perspective that often follow a critical examination of beliefs.
While Mezirow emphasised the role of disorienting dilemmas in triggering transformation,
research has shown that TL can also emerge incrementally without a singular dramatic event.
Taylor’s review of TL literature (2007) highlighted that transformation may result from
cumulative experiences and ongoing engagement with ideas, suggesting that TL can occur
through continuous interaction, dialogue, and reflection. Cranton (2006) further
demonstrated that learners often achieve transformation through sustained reflective
practices and gradual exposure to new perspectives, highlighting that a single life-altering
event is just one potential pathway. Dirkx’s approach (1997; 2001) extends this view by
focusing on TL's emotional and spiritual dimensions, emphasising how small but meaningful
everyday experiences, such as moments of personal insight or artistic expression, can
gradually lead to transformation. These experiences enable learners to profoundly engage
with their inner selves, fostering change rooted in emotional and spiritual connections rather
than one critical event. Similarly, Watkins and Marsick (2015) explored how TL can occur in
daily life and workplace settings through informal, non-crisis-driven processes, emphasising
the role of incidental and cumulative learning (Marsick & Yorks, 2001). The temporality of TL
has also been well-explored by Alhadeff-Jones (2016), who emphasised the evolving, non-
linear nature of transformative processes, allowing transformation to unfold across varied
contexts and timelines. This broader understanding of TL highlights its dynamic, multifaceted
pathways, extending far beyond the initial focus on disorienting dilemmas (Mezirow, 1978).

Using Franz Brentano’s framework (Brentano, 2012), the presence or absence of a disorienting
dilemma may not be decisive in transformative learning. It is not the scale or traumatic nature
of an event that directs an individual’s intentionality toward it; instead, it is the underlying
values triggered by the incident, situation, or person that cause the individual to fixate on the
event or object, occupying their mental phenomenon (Brentano, 2009; Kriegel, 2017).
Examining Mezirow’s TL framework through Brentano’s lens offers a more holistic and
integrated perspective on transformative learning. This perspective underscores the
conscious and active pursuit of a perspective shift—essentially the improvement or elevation
of one’s existing frames of reference—as the key to redirecting intentionality toward a new
object. Only by achieving this shift can the mind be freed from its fixation, allowing for genuine
transformation.

3. Critical Reflection & Emotionality

Mezirow’s interpretation of critical reflection emphasises its rational nature, viewing it as a
process through which individuals critically assess their pre-existing frames of reference,
shaped by external and structural social and cultural influences. In his words, “all reflection
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involves a critique, a critique of the premises or presuppositions upon which habits of
expectation are predicated” (Mezirow, 1991, p. 15). This encapsulates the essence of ‘critical’
reflection—questioning the underlying assumptions that govern one’s beliefs, actions and
world views. Mezirow contrasted critical reflection with introspection, noting that while
introspection involves becoming aware of one's thoughts and feelings, it does not involve
critiquing the premises behind them. Critical reflection in Mezirow's framework aligns closely
with the concept of "critical awareness," often likened to Paulo Freire's notion of critical
consciousness (conscientizagdo) (Freire, 1972, 1998). Both frameworks stress the importance
of understanding how societal structures and power dynamics shape personal assumptions
and worldviews. While Mezirow’s transformative learning primarily focuses on individual
shifts in perspective, he also emphasises the potential for these transformations to drive social
change (Mezirow, 1999). This is central to human development and societal progress. As
Mezirow articulates, “Transformation theory’s focus on how we learn to negotiate and act on
our purposes, values, feelings, and meanings rather than those we have uncritically
assimilated from others fosters the goal of autonomous thinking. Such autonomy is
fundamental to human development and the evolution of a more just, rational, and
democratic society” (Mezirow, 1999, p. 169). This vision underscores the transformative
power of critical reflection in both individual growth and broader societal progress.

Although emotions do not play a central role in Mezirow’s published work on transformative
learning (TL) theory, he acknowledges their integral role in the transformation process. He
asserts, “Emotions, as well as intellect, are involved in the transformation process because
they are part of the frameworks of meaning that guide how we interpret our world” (Mezirow,
2000, p. 10). Emotions influence how individuals interpret experiences and undergo
transformation. Regarding the emotional dimension of critical reflection, Mezirow notes that
emotions are essential, as the process involves not only the rational examination of
assumptions but also emotional and psychological changes that arise from encountering and
resolving disorienting dilemmas (Mezirow, 2000, p. 22).

However, Mezirow leaves the role of emotions under theorised and does not fully explore the
interaction between emotions and cognition. Critical reflection remains predominantly
rational in his description. This has been critiqued by scholars who argue for a more balanced
integration of emotionality within the reflective process. Malkki, for instance, introduced the
concept of edge-emotions, which emerge when individuals face situations that challenge their
established assumptions or worldviews (Malkki, 2010; 2011, 2014). She posits that navigating
these edge emotions effectively can help individuals transcend disequilibrium and fostering
profound personal growth. Similarly, Dirkx (1997) contends that emotions are central to
critical reflection in TL, suggesting that learning is deeply intertwined with emotional
experiences. Cranton (2006) also highlights how feelings of discomfort and emotional
resistance are inherent in the reflective process, and learners must confront these emotions
in order to engage in deeper learning.

Drawing on these critiques and the ongoing debate surrounding the emotional dimension of
critical reflection, this article proposes that Brentano’s psychological framework (Montague,
2016) offers a valuable perspective for understanding the otherwise undertheorised and
intertwined nature of emotion and cognition in TL. By framing critical reflection as a mental
phenomenon, Brentano’s theory suggests that critical reflection cannot be separated from
emotions; they are inseparable components of our consciousness. This approach reframes the
duality of critical reflection and emotions, presenting it not as an either-or process—rational
or emotional—but as a unified process in which both dimensions are complementary and
essential to transforming meaning. This encourages us to go beyond the need to see emotions
as an add-on to critical reflection or a parallel process- it is integral.
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4. Intentionality, Unity of Consciousness and Critical Reflection

Brentano's theory of intentionality posits that all mental phenomena are directed toward an
object—that is, every thought, emotion, or perception is always about something beyond
itself. This foundational idea has shaped philosophical and psychological discussions on
consciousness, meaning-making, and cognition (Brentano, 2012). Intentionality is closely
aligned with critical reflection, as both involve the intentional direction of an individual’s
thoughts toward examining and questioning their existing beliefs, assumptions, and
interpretations of past experiences (Brentano, 2012; Marsick & Yorks, 2001). When individuals
engage in critical reflection, they enter a state of self-examination, where their intentionality
is consciously directed toward evaluating their existing values and presuppositions. In this
sense, while Mezirow emphasises enabling subjective transformation through critical
reflection, Brentano’s concept of ‘internality’ offers a mental framework for understanding
the process. It illustrates how individuals’ mental phenomena are intentionally directed
toward re-evaluating their frames of reference.

Critical reflection can begin with a disorienting dilemma, which, in Brentano’s terms, means
that the individual’s intentionality is directed toward the critical incident or state of affairs,
(whether the object of judgment corresponds to an external reality). This focus shapes
people’s thoughts, judgments, and feelings (Brentano, 2009, 2012; Montague, 2016). This
connection is significant because Brentano’s theory of intentionality is inherently tied to the
unity of consciousness (Brentano, 2012). According to this theory, consciousness is a singular,
complex phenomenon that is experienced as a whole by the individual. Mental phenomena,
such as thoughts, feelings, and experiences, are part of a unified stream of consciousness,
helping individuals navigate their current situations and circumstances. Unity of
consciousness is an integration of thinking and feeling within consciousness as a holistic view
of the mind is one that contrasts with the traditionally fragmented perspective prevalent in
Western thought. Rather than treating cognition and emotion as separate domains, this
approach emphasises their interdependence, recognising that conscious experience is
inherently unified, with thoughts and feelings shaping and influencing one another.

An individual undergoing critical reflection may simultaneously consider several ‘things’, yet
one mental phenomenon—critical reflection—dominates their consciousness until new
frames of reference are developed. At this point, the individual can move on to the next
mental phenomenon in the unified stream of consciousness (Taylor, 2007). This concept of
the unity of consciousness provides a third way to understand critical reflection: it is not a
matter of rationality versus emotionality. Instead, both can co-occur and are integral to the
reflective process. They are not separate or opposing forces but complementary components
of a unified, holistic experience within the individual’s stream of consciousness. One might
argue, as Carol Gilligan does, that the separation of thought from emotion is a trauma in its
own way (Eschenbacher & Fleming, 2022; Gilligan, 1993, 2014). According to Gilligan, this
fragmentation reflects a deeper societal tendency to devalue emotions, particularly in
contexts that emphasize rationality, logic, and objectivity. In this sense, the bifurcation
between thought and emotion is not merely a theoretical distinction but a harmful cultural
construct that restricts authentic self-expression and emotional well-being, ultimately
contributing to a sense of disconnection within individuals.

5. Meaning-Making as a Mental Phenomenon

Mental phenomena are inherently subjective (Brentano, 2012), shaped by an individual’s
perceptions and influenced by their sociocultural background and previous experiences.
Viewing transformative learning (TL) through the lens of mental phenomena allows us to
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understand meaning-making as an active process of engaging with and altering cognitive
phenomena. In this context, transformation signifies a shift in an individual’s consciousness
orientation. Meaning making, therefore, is the process through which individuals reflect on
and reinterpret their experiences, ultimately leading to a shift in perspective or worldview.
The ability to change is central to TL (Mezirow, 1991).

Meaning-making can be broken down into five essential elements of TL: critical reflection,
rational discourse, perspective transformation, action, and emotional involvement (Mezirow,
1997). These elements encompass the process of critical reflection, engagement in dialogue,
acquisition of new perspectives, actions taken to integrate these perspectives, and the
emotional dimensions of learning, which are often tied to one’s identity (Mezirow, 1991,
1997, 2000). Through this process, individuals undergo profound, structural changes that
reshape their perceptions, beliefs, and behaviours, leading to the development of new values
that help them redefine their roles and actions in the world. This transformation includes both
intellectual and emotional shifts (Taylor, 2007; Marsick & Watkins, 2015).

When we view this process as an individual’s central mental phenomenon, it implies that
individuals ultimately experience perspective transformation, allowing them to transition to
the next mental phenomenon. Like frames of reference, mental phenomena are not static;
each can be altered through active engagement in internal examination and reflection.

6. The Ambiguity of Transformation

Mezirow’s 10 phases of transformative learning (TL) (Mezirow, 1991) have been widely
critiqued, particularly for their linear structure, which does not always align with the complex
and non-linear experiences/nature of transformation. While the phases provide a valuable
preliminary framework for understanding the abstract concept of transformation, they are
not intended to be universally applied to every individual. The intricacies of each person’s
transformative journey make it impossible to reduce transformation to a rigid sequence. The
real value of these phases lies in their ability to shed light on how transformation occurs at
both the psychological and behavioural levels.

From a Brentano-inspired perspective, transformation can be viewed as the phenomenology
of personal change, where altering one’s experience structures (the acquisition of new frames
of reference) is only possible through critical examination and reflection. Learners’ frames of
reference are influenced by various factors, including social structures, socioeconomic and
cultural backgrounds, emotional navigation, and past experiences (Fleming, 2016, 2018).
These factors contribute to the unity of consciousness, which is central to Brentano’s
framework (Marchesi, 2021). A disorienting dilemma can trigger edge emotions, where the
discomfort experienced compels individuals to focus their mental phenomena on the incident,
initiating the active process of meaning-making and critical reflection.

Critical awareness and reflection remain central mental phenomena, guiding the
transformation process. Ultimately, perspective changes occur as new frames of reference are
acquired, directing the individual’s mental phenomena toward new avenues of thought and
action (Brentano, 2009; Marsick & Yorks, 2001). This approach emphasises the fluid, dynamic,
and deeply personal nature of transformative learning, where critical reflection serves as both
a catalyst and a continuous process of meaning-making. But this expression or articulation of
the process, though accurate, is only partial, leaving effect on the side-line of the TL process.

57



ADULT EDUCATION Critical Issues Volume 5, Issue 1 (2025)
e-ISSN: 2732-964x

7. Emotions, Mental Phenomena & Transformative Learning

Mezirow’s transformative learning (TL) theory underemphasises the role of emotions,
particularly in process of critical reflection. While not explicitly focused on emotions,
Brentano's philosophical framework provides insights into their significance by framing them
as indispensable mental phenomena. According to Brentano, emotions are not merely
physiological or neurological responses but are integral parts of our consciousness. They
reflect the intentionality of the mind—its directedness toward an object, situation, or person
(Antonelli, 2021; Brentano, 2009). This concept situates emotions within the larger context of
how individuals interpret and react to their experiences. Emotions are integrated in the
hermeneutic drive for understanding.

Brentano's theory of emotions is based on three central claims:

1. Emotions as sui generis intentional phenomena: Emotions inherently possess
intentionality; they are always about something

2. Emotions as evaluative phenomena: They involve value judgments, enabling
individuals to assess situations or objects as good, bad, just, or unjust

3. Emotions as the basis of an epistemology of objective value: Emotions help individuals
perceive and evaluate values in their environment, thereby influencing their
understanding and behaviour (Montague, 2016).

How can the inter-relationship between thought and emotion be explained? Consider
a student who is about to present a project in front of the class. The student's thoughts might
include beliefs like, "I might mess up" or "Everyone will judge me." These thoughts generate
emotions such as anxiety, nervousness, or fear. The emotional response can then further
influence the student's thoughts, making them more self-critical or increasing their focus on
potential failure. This feedback loop could lead to a decrease in the student's performance
due to heightened anxiety and a lack of focus. In Brentano's work, these emotions, termed
"feelings", are part of the individual's affective consciousness—a state where emotions and
value judgments are entangled (Kriegel, 2021). Affective consciousness is significant because
it shapes how individuals experience and respond to the world. Emotions influence
behaviours and leave traces in — or even define - an individual's frames of reference. For
instance, the anxiety experienced from the student might cause the student to stutter and
speak unconfidently, leading to association with embarrassment whenever s/he needs to
speak in public. Over time, this response becomes a part of the individual's frame of reference.
If a different outcome occurs, such as instead of being laughed at by peers, s/he gets
encouraged and praised for his/her courage, it might provoke feelings of hope and curiosity.
These lingering emotions can lead to prolonged reflection, forming a new mental
phenomenon, potentially becoming the key for the student to overcome his/her fear of public
speaking.

The cyclical interaction between emotions, judgments, and experiences ensures that
emotions play a foundational role in shaping and reshaping frames of reference. For example,
an individual's repeated emotional reactions to a specific situation and differing outcomes can
lead to shifts in perspective over time. This aligns with the transformative process, where the
disorienting dilemmas central to Mezirow's theory provoke emotional responses that, when
reflected upon, catalyse meaningful change. Brentano’s perspective highlights the
inseparability of emotional and cognitive processes. Emotions are not ancillary but integral to
the reflective processes underlying TL. By framing emotions as evaluative and intentional,
Brentano’s work enriches our understanding of their role in TL, offering a more holistic
perspective on critical reflection that integrates rationality and emotionality. Emotions are
fundamental to mental phenomena, shaping individuals' consciousness and guiding learners
toward more profound self-examination, ultimately fostering a more thorough and integrated
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critical awareness. In this sense, emotions actively contribute to how one thinks, interprets
situations and engages with experiences. They are not passive responses but active
engagements, emerging from the interplay of rationality (thought) and emotionality
(feelings). Emotions play a pivotal role by influencing both the content and direction of an
individual’s mental phenomena and intentionality, particularly in moments of disruption, such
as after a disorienting dilemma.

Kaisu Malkki’s concept of edge emotions emphasises the micro-traumas of daily life—minor
disruptions that challenge an individual’s meaning perspectives. These “everyday threats to
the functions of our meaning perspectives” can become learning opportunities if navigated
effectively (Malkki, 2011, p. 62). Edge-emotions, as recurring aspects of everyday life are part
of anindividual's consciousness and serve as tools for navigating their perspectives and values.
Drawing from Brentano’s theory of emotions, these edge-emotions signify a dynamic
interaction between perception, judgment, and emotional response. They are indicators of
where one’s consciousness is directed and provide the momentum for reflection and
meaning-making. Edge-emotions, arising from the tension between existing perspectives and
challenging experiences, compel individuals to confront their assumptions. As Malkki (2011,
2019) and Marsick and Yorks (2001) suggest, deeper emotional engagement increases the
likelihood of perspective transformation. Feelings of discomfort triggered by edge-emotions
force individuals to reflect on the triggering event or state of affairs. This reflective process
makes critical examination of one’s frames of reference possible, facilitating new insights and
eventual transformation. When edge-emotions are understood through a Brentano-inspired
lens, they become integral to mental phenomena and intentionality. Brentano’s framework
posits that emotions arise from perceptions and judgments, embodying the intentional nature
of consciousness. In this view, edge-emotions represent a focused form of affective
consciousness. They emerge when an individual’s meaning perspectives are questioned
(Brentano, 2012; Malkki, 2019). These emotions direct intentionality toward the triggering
event, forming a central mental phenomenon encompassing thoughts, feelings, and
judgements.

Discomfort associated with edge emotions catalyses critical reflection. It forces individuals to
revisit the events that triggered the emotion, analyze its implications, and re-evaluate their
assumptions and values. Over time, this process may lead to perspective transformation,
whereby individuals adopt new meaning perspectives that align better with their revised
understanding of the world. By integrating Malkki’s edge-emotion theory with Brentano’s
philosophy of emotions, a nuanced understanding of the role of emotions in transformative
learning emerges. Edge-emotions are not merely reactions but active participants in shaping
mental phenomena and directing intentionality. They act as both triggers and guides in the
reflective process, bridging the gap between rationality and emotionality. This perspective
underscores the inseparable relationship between emotions and critical reflection,
emphasising their collective role in fostering a more inclusive TL.

8. Grasping TL without a Disorienting Dilemma with Mental Phenomena

In Mezirow’s TL (1978) a disorienting dilemma is proposed as a catalyst for critical reflection;
however, scholars such as Kaisu Malkki, Edward Taylor (2002), Chad Hoggan, and Patricia
Cranton (2014) etc., have demonstrated in their work that TL can occur without a disorienting
dilemma. Malkki introduced incremental learning through reflection, emphasising the
importance of everyday reflective moments that occur at a smaller scale rather than
disruptive and traumatic crises (Mezirow, 1978). Transformation can be reached through
regular and routine reflective practices that temporally challenge learners’ assumptions
(Malkki & Green, 2016). Using Brentano’s framework, as mental phenomena have no time
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limit, this type of incremental learning would mean that those events and moments occupy
an individual’s mental phenomena. Still, the shift of intentionality gradually occurs as new
frames are formulated in that person’s mind (Mezirow, 1991).

On the other hand, Taylor et al., (2012) discussed the dialogic aspect of TL, in which social
interaction and collaborative learning are believed to be vital to fostering gradual shifts in
one’s perspectives. It is noteworthy that although Mezirow’s TL does not discuss the dialogic
aspect, his theory does not reject the idea. In Brentano’s framework, mental phenomena are
individual and inward (Brentano, 2012); communication of one’s mental phenomena is
possible, but according to him, examining others’ mental phenomena is not (Mezirow, 1991).
Therefore, communicating one’s internationality requires the individual to identify where
his/her mental phenomenon is directed, and the process requires reflective and reflexive
thinking. Engaging in dialogues based on such reflections might alter the person's perspective,
achieving TL and, once again, proving that TL can occur without a disorienting dilemma [see:
(Fleming, 2000). Even Her Nudes Were Lovely: Toward Connected Self-reliance at the Irish
Museum of Modern Art: A Research report on the Museum's Programme for Older Adults.
Irish Museum of Modern Art ISBN: 1-873654-85-5] Hoggan and Cranton (2014) found that
fiction, metaphors, and symbolic narratives in education can evoke emotions and critical
reflection, leading to transformative learning (TL), which moves beyond Mezirow’s focus on
disorienting dilemmas. Using Brentano’s framework, emotions are mental phenomena tied to
thoughts and judgments. They connect with specific ideas, shaping an individual’s affective
consciousness and intentionality. This aligns with Hoggan and Cranton’s findings, showing that
emotions, triggered by classroom materials, can foster critical reflection and transformation.

9. Critical Reflection Intersects with Brentano’s Intentionality

Critical reflection is a fundamental component of transformative learning (TL), involving a
deep introspection into one’s beliefs, assumptions, and values. It allows learners to identify
and challenge existing biases by questioning the validity of their perspectives (Mezirow, 1991).
Through reflectivity and reflexivity, individuals can shift from habitual thinking to a more
flexible and informed mindset (Mezirow, 1978). Reflectivity is critically examining personal
thoughts, actions, and experiences, fostering a more profound understanding to improve
future behaviours. Reflexivity, on the other hand, extends beyond the individual to encompass
an ongoing awareness of how one’s beliefs, values, and actions are both shaped by and
influence broader social, cultural, and structural contexts. Reflexivity incorporates an analysis
of power dynamics and social structures, offering a relational and systemic perspective
(Schon, 1983). Critical reflection goes beyond deep reflective thinking, as it evaluates the
structural factors underlying an individual’s beliefs (Mezirow, 2012). It identifies the
boundaries that shape these beliefs, fostering critical awareness that ideally leads to
emancipation from original constraints. This process enables reconstructing perspectives that
align with more inclusive and comprehensive understandings (Mezirow, 1991). However,
critical reflection is inherently emotional, as it often evokes a range of feelings, including
discomfort, curiosity, hope, and motivation (Marsick & Yorks, 2001; Malkki, 2012, 2019;
Taylor, 2007). These emotions play a crucial role in the reflective process, shaping its
outcomes and fostering qualities such as empathy, resilience, and personal growth.

Growth is a concept central to John Dewey’s philosophy, which occurs when reflection enables
individuals to connect past experiences with new insights, equipping them to respond to
future challenges more effectively (1933). Dewey’s notion of growth transcends the mere
accumulation of knowledge, emphasising the ability to think critically and apply knowledge
meaningfully. Another key element of TL, influenced by Dewey, is the continuity of
experience. Each experience builds upon previous ones, shaping future understanding and
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development. This concept highlights the importance of interaction and active engagement
with the environment and others in co-constructing knowledge (Dewey, 1933). Together,
critical reflection and the continuity of experiences underscore the transformative potential
of learning as a deeply emotional, relational, and growth-oriented process.

Mezirow’s theory identifies three types of reflection integral to transformative learning (TL):
content reflection, process reflection, and premise reflection. Content reflection involves
examining the facts and immediate details of an experience (what); process reflection focuses
on the methods and strategies used to understand the experience (how), and premise
reflection critically questions the underlying beliefs about the experience. Premise reflection
is the most transformative, challenging fundamental worldviews and perceptions. Critical
reflection, therefore, enables individuals to process experiences beyond surface-level
learning, leading to profound shifts in their frames of reference. Scholars like Brookfield (2017)
emphasise critical reflection as a skill that uncovers hidden assumptions, deepens
understanding, and enhances the likelihood of TL. Cranton (2006) highlights that the depth of
reflection correlates with the magnitude of perspective changes, while Taylor’s meta-analyses
(2007) confirm the importance of reflection depth as a key indicator of TL. Critical reflection
can also be understood through a Brentanian lens as a mental act in which intentionality and
reflexive critical awareness create the potential for transformation. Brentano’s theory of
intentionality posits that mental acts, including thinking, believing, feeling, and judging, are
always directed toward an object, embodying a sense of "aboutness" (Brentano, 2009, 2012).
When engaging in critical reflection, individuals direct their thoughts toward self-examination
and the repeated consideration of the incident or state of affairs. This intentional focus forms
a mental phenomenon.

According to Brentano, mental acts involve implicit self-awareness, which aligns with
Mezirow’s emphasis on critical awareness in TL. Both theories recognise the importance of
examining pre-existing beliefs, values, and assumptions. In critical reflection, the mind
deliberately interrogates internal thoughts, content, and cognitive-emotional responses to
experiences. Brentano’s concept of judgment, which involves the evaluation of the validity of
assumptions, resonates with Mezirow’s description of uncovering the boundaries and
limitations of one’s frames of reference. This evaluative process is crucial for enabling
transformation. Brentano’s perspective enriches our understanding of critical reflection by
integrating the relational and complementary roles of emotionality and rationality. By framing
critical reflection as a mental phenomenon, the focus shifts from the duality of rational and
emotional responses to their interconnected nature, illustrating how both contribute to the
transformative process. This integral view offers a deeper appreciation of critical reflection as
the foundation for personal and cognitive transformation.

10. Applications in the Classroom

Critical reflection plays a pivotal role in deconstructing power dynamics within the classroom
and extending this critical awareness to broader societal contexts. This process benefits both
teachers and students, who, in this setting, are considered co-learners. By fostering a
heightened sense of critical awareness, classroom experiences become more meaningful,
prompting positive changes and improved frames of reference. Classrooms are inherently
emotionally rich environments, with constant emotional exchanges among students
(emotional transactions) and between teachers and students (emotional contagion) (Pekrun,
2006, 2012). A Brentano-inspired framework of transformative learning (TL) encourages
teachers and students to understand diverse perspectives while embracing inclusivity and
diversity. This approach has become increasingly significant in today’s classrooms,
characterised by students of varying abilities and cultural backgrounds. Through transcending
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and expanding their frames of reference, teachers and students cultivate open-mindedness
and empathy, two essential qualities in contemporary educational settings. Compassion and
empathy are vital to fostering a harmonious classroom environment and addressing the
complexities of our interconnected world.

Moreover, this framework encourages learners to apply insights gained from TL to address
complex problems. Pedagogical strategies such as problem-based learning and flexible
grouping can nurture the mindset needed for TL by encouraging collaboration, critical
thinking, and adaptability (Mezirow, 1978). As students develop a robust sense of critical
awareness, they grow into adults capable of tackling multifaceted real-world challenges.
Ultimately, this fosters societal betterment by creating a more just, rational, and democratic
society. To apply this Brentano-inspired perspective on transformative learning, educators can
take several practical steps to integrate the theory of mental phenomena into their teaching
practices. For instance, fostering an environment where critical reflection is encouraged is
essential. Teachers can design activities that prompt learners to engage in deep self-
examination, such as reflective journals, group discussions, or case study analyses, to question
underlying beliefs and assumptions.

Moreover, by focusing on the interplay between emotions and cognition, educators can
create spaces where learners are invited to explore how their emotional responses shape their
cognitive processes. For example, when students encounter a disorienting dilemma or a
challenge in their learning, teachers can guide them to reflect on the emotional reactions
these situations evoke—such as frustration or confusion—and how these emotions might
inform their deeper understanding or reshape their perspectives. Additionally, by embracing
a more inclusive, context-sensitive approach to TL, teachers can acknowledge the diverse
sociocultural backgrounds of their learners and create learning activities that reflect these
varied experiences, making the transformation process more relevant and personalised.
Educators can encourage students to share and analyse their personal stories by incorporating
narrative analysis into the curriculum, helping them make sense of their transformative
experiences. Ultimately, this approach emphasises a holistic view of learning, where the
mental, emotional, and social dimensions of the learners’ transformation are recognised as
interconnected and vital for growth.

11. Research Implications

Brentano’s psychological theory, which serves as a foundation for phenomenology,
underscores the importance of exploring subjective experiences. As an inherently individual
and subjective process, transformative learning has long been critiqued for needing a more
inclusive, holistic, and context-sensitive framework (Fleming, 2016, 2018; Taylor, 2007).
Scholars have increasingly highlighted the necessity of addressing aspects such as the
emotional dimension (Cranton, 2006; Dirkx, 1997, 2001; Marsick & Watkins, 2015; Marsick &
Yorks, 2001), sociocultural influences (Fleming, 2013, 2022), and power dynamics (Brookfield,
2005; Marsick & Watkins, 2015). When meaning-making is viewed as the central mental
phenomenon, a Brentano-inspired perspective addresses the ambiguity surrounding
transformation by emphasising its nuanced and deeply personal nature. This perspective
encourages researchers to adopt phenomenological approaches to explore individuals'
transformative journeys. Narrative analysis, which focuses on understanding how people
construct meaning through their stories, deserves more attention as it aligns closely with the
core intentions of transformative learning (Bruner, 1991; Polkinghorne, 2010). Through this
lens, transformative learning can be situated within a broader discourse that emphasises the
intricate interplay between cognition, emotion, and sociocultural contexts.
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Linking Mezirow’s theory of transformative learning to Brentano’s philosophy allows for a
deeper conceptualisation of critical reflection as a central mental phenomenon. This
connection integrates cognitive and philosophical dimensions, situating transformative
learning within a more comprehensive framework. Moreover, this approach addresses
critiques of transformative learning’s limited engagement with emotions by presenting
mental phenomena as inherently tied to complex emotional processes. By recognising the
intertwined nature of emotion and cognition, this perspective offers an enriched
understanding of transformation at both emotional and behavioural levels. Critical reflection,
the cornerstone of transformative learning, is reconceptualised through a Brentano-inspired
lens as a process deeply rooted in emotions and rationality. The journey from edge-emotions
and discomfort to the self-examination of existing values reveals that reflection is not purely
cognitive but also profoundly shaped by affective dimensions.
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Abstract

This study explores the use of cinema as an educational tool in Second Chance Schools (SCS),
focusing on both the potential and challenges associated with its integration into adult
education. SCS provide adult learners with the opportunity to acquire essential knowledge
and skills, addressing social and educational inequalities. Cinema, through its combined visual
and auditory experience, offers an innovative teaching approach that enhances emotional
engagement, understanding of complex concepts, and critical thinking. The main advantages
of using film in education include the creation of an engaging learning environment, the
development of collaboration and communication skills, and the strengthening of learners'
emotional and cognitive connection to educational content. At the same time, foundational
theories in adult education—such as experiential learning (Kolb), sociocultural theory
(Vygotsky), critical pedagogy (Freire), transformative learning (Mezirow), emotional
engagement (Dirkx), and reflective practice (Cranton, Brookfield)—highlight the importance
of aesthetic experience and reflective meaning-making through cinematic storytelling. The
paper refers to examples from both Greek and international practice, such as the educational
platform CineDu, the European project ARTiT, and applications in Greek SCS, showcasing the
role of cinema as a means of empowerment, social awareness, and empathy. Despite
challenges, such as limited technological resources and the lack of systematic training for
educators, several strategies are proposed: careful film selection, the integration of
experiential activities, and the creation of short films by learners themselves. Overall, the use
of cinema in Second Chance Schools constitutes a promising tool for improving the learning
experience, fostering personal development, and cultivating a more participatory, reflective,
and socially sensitive educational environment.

Keywords

Cinema in education, Adult education, Second Chance Schools, Experiential learning, Critical
thinking

1. Introduction

Cinema is a multifaceted form of art and communication that can be creatively integrated into
the educational process. This is particularly relevant in adult education, where learners’ needs
and experiences differ significantly from those in traditional teaching contexts. The use of
audiovisual media—such as film—can meaningfully enhance active participation, emotional
engagement, and reflective learning (Mayer, 2009; McClain, 2019).

Within the framework of Second Chance Schools (SCS), which cater to adult learners who have
not completed basic education, the integration of cinema into teaching practice can act as a
catalyst for deeper learning. Cinematic storytelling facilitates the connection between
knowledge and learners’ personal experiences, fosters the development of critical thinking,
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and enables the exploration of complex social issues in an experiential manner (Freire, 1970;
Hankir et al., 2015).

The international literature acknowledges the significance of cinema as an educational tool,
particularly when framed within theories such as experiential learning (Kolb, 1984),
sociocultural theory (Vygotsky, 1978), the theory of multiple intelligences (Gardner, 1983),
and critical pedagogy (Freire, 1970). These theories emphasize the role of experience,
interaction, and reflective processes in adult learning.

This article explores the opportunities and challenges associated with the use of cinema as a
teaching tool in Second Chance Schools. Through a review of the literature and an analysis of
real-world practices, it seeks to highlight the pedagogical value of cinematic art in adult
education and to examine ways of enhancing its effectiveness.

The study is structured into sections that first present the theoretical framework, then discuss
the advantages and challenges of the cinematic method, followed by implementation
strategies and practical examples, and finally conclude with a summary of findings and
recommendations for future research and instructional practice.

2. Theoretical Framework

2.1. Second Chance Schools: Definition and Objectives

Second Chance Schools (SCS) were established to meet the educational needs of adults who
did not have the opportunity to complete basic education during childhood or adolescence.
The primary aim of SCS is to offer a second opportunity to acquire essential knowledge and
skills required in contemporary society, such as literacy, numeracy, science, and life skills,
including problem-solving and critical thinking. Adult learners in SCS often face a range of
educational, psychological, and social barriers, which necessitate differentiated teaching
methods and tailored educational tools to enhance participation and promote learning
(Goulas & Fotopoulos, 2024).

The significance of Second Chance Schools is twofold: first, they provide learners with the
opportunity to acquire the knowledge and skills necessary for more active participation in
society and the labor market. Second, these schools promote social inclusion and personal
development by enabling learners to regain their self-esteem and cultivate the capacity for
lifelong learning (Goulas & Fotopoulos, 2024). These characteristics make SCS particularly
well-suited for the integration of innovative teaching methods, such as the use of cinema.

2.2. Cinema and Adult Learning

Cinema, as a multimodal medium that combines visuals, sound, narrative, and emotional
content, can serve as a highly effective pedagogical tool in adult education. Unlike traditional
instructional materials, the cinematic experience engages learners holistically—cognitively,
emotionally, and socially—providing a foundation for experiential learning and critical
reflection.

Cinematic storytelling offers a safe space for expression and identification, allowing learners
to recognize elements of their personal and social lives. Imagery, action, and dialogue,
enhance emotional engagement, which in turn fosters critical thinking and self-awareness
(Cranton, 2023; Dirkx, 2001). Moreover, cinema allows for the exploration of complex or
abstract concepts—such as social inequality, racism, or solidarity—through narrative
examples that resonate with the viewer’s experience (McClain, 2019).
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According to Kokkos (2009), the aesthetic experience can act as a catalyst for transformative
learning, as it engages the learner in a process of personal inquiry and social awareness.
Observing and reflectively analyzing a work of art—such as a film—contributes to the
development of new ways of thinking, the deconstruction of stereotypes, and the formation
of new identities.

Practical applications confirm the effectiveness of this approach. In a related study by Abidi et
al.,, (2017), the use of films in adult education programs was found to enhance active
participation, foster the development of social skills, and empower learners. Similarly, a
recent study in Greece found that both educators and learners perceive cinematic education
as an opportunity for creative learning and critical engagement with reality (Agorastoudi-
Vlachou & Bimbou-Nakou, 2021).

Overall, cinema can make a substantial contribution to the advancement of adult learning,
offering not only motivation for participation but also tools for the cultivation of personal and
social identity.

2.3. Pedagogical Theories and Cinema

The educational use of cinema is grounded in a set of learning theories that emphasize the
experiential, social, and reflective dimensions of education, particularly in the context of adult
learners.

Mezirow’s theory of transformative learning (1991, 1997) is one of the most established
theoretical frameworks in adult education. Mezirow argues that meaningful learning occurs
when individuals challenge their existing assumptions and revise their frames of reference
through the process of critical reflection. Cinema, with its narrative power and capacity to
confront viewers with complex social and existential issues, can serve as a catalyst for such
transformative experiences.

At the same time, Dirkx’s (2001) theory emphasizes that emotion and imagination play a
central role in meaning-making within adult learning. Through the symbolic and sensory
experience that cinema offers, learners can process internal concerns, recognize personal
experiences, and develop deeper understanding of themselves and others.

In a similar vein, Kolb’s (1984) experiential learning theory suggests that learning occurs
through a cycle of experience, reflection, conceptualization, and active experimentation.
Cinema provides a form of "virtual experience" that can be critically reflected upon through
discussion and analysis, thereby enhancing the learning process.

Brookfield (1995) adds that the role of the educator is to cultivate an environment in which
adult learners feel safe to recognize and reflect upon their assumptions. Cinema can serve as
a starting point for such dialogue, functioning as a “mirror” that provokes thought, emotion,
and discussion.

Vygotsky’s (1978) sociocultural learning theory highlights the importance of social interaction
and cultural context in learning development. As cinema often embeds cultural and social
meanings, it can enhance collaborative learning and dialogue among learners.

Gardner’s (1983) theory of multiple intelligences supports the use of multimodal media such
as film, as it allows instruction to be tailored to the diverse needs of learners. Cinema activates
not only verbal-linguistic and interpersonal intelligences but also visual-spatial intelligence,
enabling broader engagement in the learning process.

Finally, Freire’s (1970) critical pedagogy encourages learners to interpret the world and take
action to transform it. Cinematic art, with its power to highlight social inequalities and provoke

69



ADULT EDUCATION Critical Issues Volume 5, Issue 1 (2025)
e-ISSN: 2732-964x

critical reflection, fosters transformative dialogue and strengthens learners’ participation in
the public sphere.

3. The Use of Cinema in Second Chance Schools

The integration of cinema into the educational process of Second Chance Schools (SCS) offers
a range of dynamic and multidimensional opportunities to enhance adult learners’
educational experiences. As a form of both art and entertainment, cinema has the capacity to
engage and captivate learners, thereby increasing their participation in the learning process
(Myers et al., 2008). In addition, it can equip learners with tools to develop emotional and
social skills, which are equally important for their personal growth (Hankir et al., 2015). In this
section, we explore the use of cinema as a tool for fostering learning motivation and
integrating social and emotional themes into education, and we present practical examples
drawn from educational practice.

3.1. Creating Motivation for Learning

Generating motivation is a fundamental prerequisite for activating the learning process,
especially in the context of adult education. Cinema offers a learning experience that
combines cognitive, emotional, and experiential elements, enhancing not only content
comprehension but also the internal processing of experience. This represents a form of
multidimensional learning in which knowledge is not simply transmitted but is personally and
socially reconstructed. Gardner’s (1983) theory of multiple intelligences and Kolb’s (1984)
experiential learning approach both support the importance of engaging learners through
diverse learning channels.

The cinematic experience enables learners to engage emotionally with the content, to identify
with characters or situations, and to reflect on their own life experiences. Through this
process, new perspectives emerge, and self-awareness, empathy, and active participation are
strengthened.

Repeated exposure to selected excerpts of audiovisual material can reinforce learners’
reflective and critical capacities—particularly when activities include guided questions,
comparison of multiple perspectives, and group discussion. For example, viewing the same
scene within different narrative contexts or with alternative subtitles can highlight the
ideological dimensions embedded in cinema and encourage the decoding of its messages
(Dirkx, 2001; Mayer, 2009).

Moreover, cinematic storytelling serves as a powerful tool for addressing complex or abstract
concepts that are often difficult to grasp through theoretical instruction alone. Topics such as
power, discrimination, mental health, or social exclusion become more accessible through the
emotional engagement, identification, and personal interpretation that a film can evoke.
Freire (1970) and Cranton (2023) emphasize the role of aesthetic experience in emancipatory
education and in the development of social consciousness.

Cinema, therefore, is not merely a pleasant interlude in the learning process, but a dynamic
pedagogical tool capable of activating adults’ intrinsic motivation, enhancing their
engagement, and providing meaningful opportunities for personal and social development.

3.2. Integrating Social and Emotional Learning Themes

Cinema has the potential to address sensitive issues related to learners’ social and emotional
development. Second Chance Schools, which serve learners with diverse social and
psychological backgrounds, provide a fertile context for the inclusion of films that tackle
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important social concerns or mental health topics. Through cinematic narratives, learners can
engage with personal and societal issues relevant to their own lives, gain insight into human
behavior and emotional responses, and learn to navigate social and emotional situations in a
more mature and reflective manner (Hankir et al., 2015).

For example, films that address social issues such as poverty, inequality, racism, or violence
can help learners understand the causes and consequences of these phenomena
(Agorastoudi-Vlachou & Bimbou-Nakou, 2021). At the same time, such films encourage
discussion and critical thinking about how society deals with these problems and how learners
themselves can contribute to change.

In addition, films that focus on psychological or emotional themes can enhance learners’
empathy and help them recognize and manage their own emotions (McClain, 2019). This is
particularly valuable for adult learners, who often require tools for more effective
communication and emotional expression. By strengthening their understanding of others’
emotional states, learners can develop stronger social skills and improve their interpersonal
relationships (Langer, 2000).

3.3. Examples of Implementation

The use of cinema in adult education—and specifically in Second Chance Schools—is gaining
increasing attention, as it combines aesthetic experience with the development of reflective
thinking, emotional engagement, and social awareness. At the international level, structured
programs such as Into Film in the United Kingdom have successfully fostered active
participation among students and educators by employing cinema as a tool for dialogue and
empowerment (Papadopoulos, 2020). Similarly, Alain Bergala’s theoretical approach in France
highlights cinema as an art form that cultivates aesthetic judgment and creates space for
pedagogical depth beyond its instrumental use (Papadopoulos, 2020).

In the Greek context, although cinematic education has not been institutionally integrated
into the national curriculum, noteworthy initiatives have emerged both in informal learning
settings and within Second Chance Schools. Particularly significant is Kokkos’s model of
transformative learning through aesthetic experience, which posits that art—and cinema in
particular—can act as a catalyst for reflection, personal expression, and social consciousness
(Kokkos, 2014).

Within the context of my personal experience at the Second Chance School of Nafplio, the
film Dead Poets Society (1989) was used in the Social Education course to introduce topics
such as self-determination, critical thinking, and the pedagogical relationship. Learners were
encouraged to compare their own educational experiences with the philosophical stance of
Professor Keating, highlighting, through dialogue, the role of encouragement, emotion, and
interaction in the learning journey. The cinematic narrative served as a medium for empathy
and reflection, creating a safe space for personal storytelling and expression (Brookfield, 1995;
Dirkx, 2001).

In his undergraduate thesis, Kalathas (2018) explores the perspectives of educators in Second
Chance Schools regarding the application of transformative learning through aesthetic
experience. Although specific films are not referenced, the study confirms educators’ positive
attitudes toward the use of artworks—including cinema—as tools for reflection and personal
development among learners.

Similarly, the European project ARTiT, implemented with the support of the University of
Patras, provides methodological tools and instructional scenarios for the integration of art—
particularly cinema—into adult education, with the aim of fostering empowerment, social
inclusion, and meaning-making (ARTIT, 2022).
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In the context of digital support for film education, it is worth mentioning the Cinedu platform
of the Greek Film Centre (https://www.cinedu-gfc.gr), which provides access to selected films
and educational material. Although originally designed for school-based education, it can be
creatively adapted for use in Second Chance Schools, fostering emotional development,
empathy, and critical reflection. For example, the short film Boys in the Shower (2018),
included in the platform’s catalog, can be used to explore topics such as gender identity, social
acceptance, and personal freedom, enhancing openness and collaboration within the
classroom.

These examples demonstrate that cinema can be meaningfully and critically integrated into
the learning process, offering stimuli that combine lived experience, aesthetic appreciation,
and collective meaning-making. However, its effective use requires theoretical grounding, a
reflective stance, and intentional pedagogical planning on the part of the educator.

4. Advantages of Using Cinema in Second Chance Schools

The use of cinema in Second Chance Schools (SCS) offers numerous advantages, both
pedagogical and emotional. Integrating cinema into the educational program of SCS can
significantly enhance the learning process by fostering motivation, supporting skills
development, and strengthening learners’ personal connection to the educational content.
This section explores the key benefits of using cinema in SCS, including the promotion of
critical thinking, the recognition and reinforcement of learners’ personal experiences, and the
power of audiovisual media in supporting learning.

4.1. Developing Critical Thinking and Discussion

The analysis of films within the context of Second Chance Schools provides learners with
opportunities to develop and strengthen their critical thinking skills. Cinema fosters a range
of competencies, such as the ability to identify and analyze a film’s central ideas, understand
characters and their motivations, and recognize the social and ethical issues that emerge
through the narrative (Baratta, 2019).

The process of film analysis encourages learners to think deeply about the concepts addressed
in the film and to discuss their views with others. Post-screening discussions provide
opportunities for learners to express personal opinions, hear diverse perspectives, and
strengthen their ability to support and justify their positions with arguments (Langer, 2000).
This type of interaction fosters collaboration and dialogue, developing learners’
communication skills as well as their capacity to think critically and articulate ideas clearly.

Moreover, the critical analysis of films prompts learners to examine the political, social, and
ethical dimensions of the issues depicted, thereby enhancing their understanding of the world
around them (Agorastoudi-Vlachou & Bimbou-Nakou, 2021). The ability to connect film-
related issues with their own lives and broader society promotes self-awareness and
encourages the development of new perspectives and values.

4.2. Recognition and Reinforcement of Personal Experiences

One of the most significant advantages of using cinema in Second Chance Schools is the
opportunity to connect films with learners’ personal experiences. Learners in SCS often carry
diverse—and, in many cases, challenging—personal histories linked to social, psychological,
and economic difficulties. Cinema, through the power of storytelling and emotional impact,
offers a platform for processing these experiences and creating meaning through experiential
connection with the characters and situations portrayed on screen.
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Films that explore socially and emotionally charged themes—such as poverty, inequality,
domestic violence, or social marginalization—can enhance learners’ empathy and help them
recognize shared experiences or challenges they face in their daily lives (Hankir et al., 2015).
This process supports learners in better understanding their own emotional responses and in
connecting their feelings and personal struggles to the issues addressed in the film.

Through this recognition, learners gain the opportunity to re-evaluate their personal
perceptions and develop a more open and positive attitude toward the social conditions that
affect them (McClain, 2019). Cinema can act as a mirror of their lived experiences, offering a
space for reflection and the redefinition of their views about the world and themselves.

4.3. Audiovisual Learning: The Power of Audiovisual Media

Cinema, as a medium of audiovisual learning, has proven to be highly effective in supporting
learners with diverse learning styles. Learners in Second Chance Schools—like adult learners
more broadly—often prefer the use of practical and audiovisual materials for acquiring new
information, rather than traditional books and texts. According to Mayer (2009), the
simultaneous presentation of visuals and verbal information can enhance cognitive processing
and facilitate knowledge transfer, particularly when adapted to multimodal learning
environments.

Audiovisual learning promotes comprehension and retention, as images and sounds create
stronger and more lasting connections in learners’ minds (Mayer, 2009). Films often
incorporate a variety of visual elements—such as settings, facial expressions, body language,
and music—that help reinforce concepts and deepen understanding of situations. This is
particularly beneficial for learners who may struggle with traditional forms of instruction, as
it allows them to learn in ways that integrate cognitive, emotional, and experiential
dimensions. That is, they engage not only with the information itself, but also with their
personal processing and interpretation of the experience—an approach supported by
Gardner’s (1983) theory of multiple intelligences and Kolb’s (1984) experiential learning
theory.

Moreover, repeated exposure to selected excerpts of audiovisual material—such as films,
documentaries, or short videos—can enhance critical thinking when combined with reflective
qguestions and guided discussion. For instance, using the same scene within different narrative
contexts can reveal issues of multiple interpretations and hidden biases (Dirkx, 2001; Mayer,
2009). Through this process, learners develop observation and recognition skills that can be
applied not only in educational settings but also in their everyday lives.

5. Challenges and Limitations

The integration of cinema into teaching practices in Second Chance Schools (SCS) may
encounter several challenges and limitations, which stem from both structural aspects of the
schools and a degree of resistance to the use of audiovisual media in education. Although
cinema has the potential to enhance learning and offer experiential opportunities for learners,
it is not always easy to incorporate it effectively into the school environment. Various factors
can hinder its successful implementation.

5.1. Challenges of Integration

One of the main obstacles to integrating cinema into teaching in Second Chance Schools is the
issue of limited resources. Educators and administrators in SCS often lack sufficient funding to
purchase or rent educational films and to upgrade technological infrastructure such as screens
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and projectors. The need for specialized equipment and the cost of film screening licenses
restrict the schools’ ability to utilize cinema as an educational tool (Abidi et al., 2017). Studies
have shown that SCS frequently face shortages in infrastructure and equipment, which may
hinder the effective implementation of innovative teaching methods (Goulas & Fotopoulos,
2024).

In addition, the time available for incorporating cinema into teaching is limited. In SCS
programs—where the curriculum is dense and focused on practical skills and essential
knowledge—the inclusion of an additional medium such as film requires time for preparation,
analysis, and discussion, which may not be feasible under these constraints (Wang, Sainz,
Rose, & Alfred, 2024). Moreover, integrating cinema may necessitate schedule adjustments,
posing further challenges for educators already working under time limitations and increased
demands.

5.2. Resistance to the Use of Audiovisual Media

Another significant barrier to integrating cinema into teaching is resistance from certain
educators and learners. Some educators may not be familiar with using audiovisual media in
educational contexts or may believe that cinema lacks the pedagogical value of more
traditional teaching methods. Difficulties in adapting to new technologies and methodologies
may lead to hesitation and a more conservative stance toward the use of film (Nicolaou &
Kalliris, 2020).

In addition, learners may not be accustomed to cinema as a learning tool. For some, the shift
from viewing cinema as entertainment to using it as an educational medium may present
adaptation challenges, and it may not be immediately clear how cinema can support the
learning process (Rosenblatt, 2018). This is particularly relevant for learners from socially
vulnerable groups or with limited exposure to cultural and educational resources, who may
perceive the use of cinema as unfamiliar or ineffective in achieving learning objectives (Wang
et al., 2024).

5.3. Limited Educational Material

Another significant limitation in the effective use of cinema in Second Chance Schools is the
scarcity of educational films that are appropriate for the age and learning levels of SCS
learners. Films available for educational use often do not meet the needs of adult learners, as
many are designed for children or adolescents. Learners in SCS have distinct life experiences,
cultural references, and levels of understanding, and selected films must be suitable for their
age group and life context. This requires educators to carefully search for appropriate
materials, which may not be readily available or may require the purchase of specialized
films—adding further cost and pressure on already limited SCS resources.

Additionally, the lack of educational programs and guidance on how to effectively use cinema
in adult education can lead to underutilization of its pedagogical potential. The need for
specialized training for educators, enabling them to select and implement suitable films for
instructional purposes, is also a critical factor (Abidi et al., 2017).

6. Methodology and Strategies for Implementing Cinema

The integration of cinema into the educational process of Second Chance Schools (SCS) can
serve as a powerful tool for enhancing adult learning, provided that it is guided by a well-
structured methodology and strategic planning. This process involves the careful selection of
appropriate films, the development of teaching strategies aimed at fostering critical thinking
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and participation, and the creation of participatory projects that enable learners to engage
actively in the educational experience.

6.1. Introducing Films in the Classroom

Selecting appropriate films is crucial for the effective use of cinema in teaching. Films should
be relevant to the topics being taught, aligned with learners’ needs and proficiency levels, and
incorporate social and cultural issues that stimulate critical thinking. In choosing a suitable
film, educators must consider factors such as learners’ age, cultural background, and their
level of linguistic and social comprehension (Wang et al., 2024). It is important to select films
that promote values such as social justice, empathy, and critical thinking.

Furthermore, choosing films that are available for educational use—either copyright-free or
licensed—is essential to ensure legal compliance and avoid potential issues. As Nicolaou and
Kalliris (2020) point out, the use of cinematic works in educational settings requires awareness
of copyright restrictions, particularly when materials are shown in public or non-formal
learning environments. Educators may need to adapt the material by using excerpts,
accompanying worksheets, or complementary media to meet learners’ needs while remaining
within the bounds of legality.

6.2. Teaching Strategies

Teaching strategies for integrating cinema should focus on promoting critical thinking and
active learner engagement. The use of cinema should not be limited to passive film viewing
but should include analysis and discussion activities that encourage learners to examine the
meanings, social issues, and emotional elements of the films (Abidi et al., 2017). Discussions
can help learners develop critical thinking skills, articulate their views, and exchange ideas
with peers, thereby enhancing the process of social learning.

Educators can also design film analysis activities that incorporate guiding questions and
prompts to evaluate the film’s content. For example, learners can analyze the plot, characters,
and the film’s social or political messages, and discuss the relevance or impact of these
elements on their daily lives. Critical analysis should emphasize the identification of issues
such as social inequality, identity, human relationships, and personal growth—topics closely
linked to the lived experiences of learners in Second Chance Schools (Baratta, 2019).

6.3. Creating Participatory Projects

Another strategy for enhancing learner engagement is the development of participatory
projects. Through the use of cinema, learners can create their own short films or engage in
film analysis activities that foster creativity and collaboration. They may work in groups to
analyze and reenact scenes from a film, explore the social issues depicted, or write their own
alternative versions of the plot.

The creation of short films by learners can help develop skills in communication, teamwork,
and production. Moreover, such activities promote active participation, as learners are invited
to identify and convey the messages they draw from the film through a creative process. In
doing so, they also strengthen their problem-solving, critical thinking, and analytical skills
(Rosenblatt, 2018).

Film analysis can also focus on identifying and examining social issues such as poverty,
education, identity, and gender equality. Learners can recognize these issues and discuss how
they relate to social conditions and their own lived experiences, reinforcing the connection
between cinema and reality. This process contributes to the development of social awareness
and empowers learners to recognize social inequalities and propose solutions (Freire, 1970).
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7. Conclusions and Recommendations

This study has highlighted cinema as a powerful pedagogical tool in adult education, with a
particular focus on Second Chance Schools. Through a review of the literature and reference
to practical examples, the multifaceted contribution of cinema to the learning process—both
cognitively and emotionally—has been substantiated.

The first part presented the theoretical framework of adult learning and the role of Second
Chance Schools within the educational system. It emphasized the need for pedagogical
approaches that respond to learners’ needs and foster active participation and motivation.

Subsequently, the use of cinema was examined as a form of multimodal and experiential
learning. Cinema, through aesthetic experience, narrative, and emotional engagement,
significantly contributes to the development of critical thinking and reflection, in alignment
with key adult learning theories. Kolb’s (1984) experiential learning theory, Brookfield’s (1995)
approach to reflective learning, Mezirow’s (1991) theory of transformative learning, and
Dirkx’s (2001) emphasis on the role of emotion and imagination in adult learning together
form a strong theoretical foundation for the educational application of cinematic art. Cranton
(2023) further stresses the importance of inner meaning-making and personal transformation
that can emerge from such experiences.

The section on social and emotional learning demonstrated the power of cinema to facilitate
the processing of complex issues such as racism, poverty, and discrimination, as well as
personal experiences related to learners’ emotional identities. Through examples from both
Greek and international educational practice, the pedagogical value of cinematic storytelling
in fostering empathy and social skills was substantiated.

In the section on practical applications, the integration of personal experience from the
Second Chance School of Nafplio enriched the literature-based discussion with experiential
data and confirmed the educational potential of cinema as a tool for reflective learning.

Overall, this study reinforces the view that cinematic art can serve as a catalyst for personal
and social transformation in adult education. Its effective educational use requires
pedagogical sensitivity, careful planning, and a reflective stance on the part of educators.

Further research is recommended to assess the effectiveness of specific cinematic approaches
in SCS, using qualitative or mixed research methods. Of particular interest would be the
evaluation of the impact of cinematic storytelling on the empowerment of vulnerable social
groups, as well as the exploration of the educator’s role as a mediator between art and
learning.
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Abstract

Europe has been investing increasingly in Lifelong Learning in recent years, possibly due to the
emergence of new challenges that include population mobility and aging, as well as the
transformation of the labor market due to the 4th industrial revolution. The purpose of the
current paper is to address the need to employ lifelong learning policies and strategies to
ensure equal access for women to the workplace and leadership in order to achieve labor
integration. This paper discusses the presenting problem on data provided by independent
research organisations being either public or private entities. Investing in Lifelong Learning
programs in the workplace in Greece, to ensure women’s equal participation and
transformation in leadership roles is also discussed in relation to segregation phenomena such
as mobbing and sexual harassment. The present paper suggests that even though women may
participate in Lifelong learning programmes, policies and strategies need to focus more on
enhancing their soft and digital skills, in battling sexual harassment in the workplace and
promoting equal access to leadership roles.

Key words

Lifelong learning, adult education, women, employment, labor

1. Introduction

The current paper attempts a theoretical interpretation in relation to women’s participation
in lifelong learning programmes as a means for achieving equal access to the job market and
leadership roles. The hypotheses are that even though women participate to the same if not
greater extent than men in lifelong learning programmes, this does not necessarily imply that
they have equal access to the labour market or leadership roles. The argument presented in
based on large studies carried out by independent research bodies. The European Survey on
Adult Education (Adult Education Survey) and Human Resources studies key indicators of
participation in formal and non-formal education, training and informal learning and policy
indicators regarding the participation of the adult population in Lifelong learning experiences
(European Skills Index ). Regarding the general population, the data clearly demonstrates that
already employed highly educated younger people (aged 25-34 years old) make the most out
of the opportunities presented through participation to Lifelong Learning programmes. On
the contrary, people who are mostly in need for participation in Lifelong Learning
programmes, for either reintegrating to the job market or sustaining their job, and those are
namely older people of a lower educational level, make the least use of it (Eurostat, 2024).

2. Participation in Lifelong Learning Programmes in Greece

In the EU, participation in Lifelong Learning programs has risen by almost five percentage
points in a decade, i.e. from 9.8% to 14.1%. The overall participation rates in Lifelong Learning
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programs in Greece remains relatively low (Tsiboukli & Efstratoglou, 2022) when compared to
EU countries or even third countries such as Turkey and Serbia. This is especially the case when
considering the socially vulnerable groups of the population, such as the unemployed where
participation to Lifelong learning programmes has risen only by 1% from, 3.1% to 4.2% (Table
1).

Table 1: Participation of the unemployed in Lifelong Learning (2013-2023) (Source: Eurostat)
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Participation in non-formal job-related programmes in Greece amongst those who report
participation is as high as 54,5% when in EU is 45,4% and in Finland 72% (Table 2).

Table 2: Participation in non-formal job-related learning programmes (Source: Eurostat,
2024)
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The above data suggests that in Greece participation in lifelong learning programmes remains
relatively low especially amongst the unemployed. Participation is linked with job-related
functions. A question remains what the participation rate is according to gender.
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3. Participation in Lifelong Learning Progammes and Gender

Women'’s participation in Lifelong learning programs, according to the European Adult
Education Survey, appears relatively higher than that of men. The population of women
presents an interesting case as their integration in the labor market has recently received
increasing attention. Lifelong learning programs are used as important means for integration
in the job market and/or empowerment for attaining leadership roles, either by focusing on
female entrepreneurship or in other areas of work. Over time (2013-2023) the percentage of
women (13.9%) participating in Lifelong learning programs is two percent higher than the
corresponding percentage of men’s participation (11.5%) (Table 3). However, the increased
participation of women does not necessarily imply equal integration into the job market in
Greece.

Table 3: Adult education and gender (2013-2023) (Source: Eurostat , 2024)
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Furthermore, regarding gender differences participation of women (25.4%) in Lifelong
learning programmes in Greece remains relatively low when compared to other EU countries
(64.2%%).

Table 4: Participation in non-formal learning by gender (Source: Eurostat , 2024).
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In Sweden, women’s participation in Lifelong learning programmes is twenty times higher
than in Greece, reaching 73.9%. When women’s participation rates in lifelong learning

81



ADULT EDUCATION Critical Issues Volume 5, Issue 1 (2025)
e-ISSN: 2732-964x

programmes in Greece are compared with those in third countries (non-EU), such as Turkey
and Serbia, the data (18.8% and 24.2% respectively) shows clear evidence that in Greece
participation rates are lower. Therefore, it becomes apparent that significant efforts need to
be made at state level, from social partners, educational institutions and other organizations
to increase women'’s participation in Lifelong Learning to reduce any gaps observed.

Other findings that are central to human resource development and the role of Lifelong
Learning concern the development of digital skills and the role of women in technology related
jobs. Specifically, 4 in 10 adults and one in 3 workers in Europe lack basic digital skills, even
though at least 28 different occupational groups, from construction to health and IT, need
both low- and high-skilled digital workers. Furthermore, women continue to be
underrepresented in technology education and allied careers. Only one in six (6) IT specialists
and one in three (3) STEM graduates are women ( Dicke et al., 2019).

According to the above data, the priorities of the European Skills Agenda include a) upgrading
and strengthening the digital skills of human resources, b) matching personal goals with labor
market opportunities and c) strengthening the integration of women, as well as young people
not in education, employment and training ( NEETS ), in the workplace. However, even for
women who are already integrated into the working environment, the data is not particularly
optimistic, as shown by a recent McKinsey (2022) study on the equal inclusion of women in
the workplace, which involved 750 companies and 250,000 employees in the period 2020-
2021 and 423 organizations and 65,000 employees from companies with approximately 12
million employees in the reference year 2022. The study, which was also based on interviews
with women of different identities (e.g. race, LGBTQI+, various forms of disability (McKinsey
& Company, 2022), showed that the equal inclusion of women is slow. The delay is due to the
fact that while 47% of the total working population are women, only 24% of them hold key
positions in the leadership of organizations with the glass ceiling phenomenon still existing
(Bechtoldt et al., 2019; Martin, 2019).

In this context, a key pillar for achieving women’s integration into the workforce is the
increase in their digital skills. The same seems to be true for socially vulnerable groups. With
the aim of at least 78% of adults aged 20-64 years old working by 2030, emphasis has been
placed on the participation of at least 60% of adults in a Lifelong Learning program for the
same period. The acquisition of basic digital skills is considered essential for 80% of the adult
population, as is the integration of 20 million people, including women, as experts in new
technologies. Through this process, it is expected that, among other things, the number of
people at risk of poverty and social exclusion will be significantly reduced by at least 15 million,
of whom 5 million will be children. However, achieving both work integration and retention
and advancement in the work environment through Lifelong Learning requires, among other
things, the cultivation of social skills in which the workplace has begun to invest in the last
decade (Harvey, 2010; Suarta et al ., 2017).

4. Social Skills, Lifelong Learning, and the Workplace

Digital and social skills are currently considered necessary for integration into the working
environment (Tsiboukli & Babalis, 2022). However, there is often a “gap” between the
knowledge and skills acquired within the framework of the formal education system and those
ultimately sought by the workplace. This “gap” can potentially be bridged, with synergies and
equal collaborations between education, training, employment and social partners. However,
the workplace also needs to invest in In-company education and training programs that focus
on the integration of new employees into the working environment as well as in continuous
vocational education and training programs for existing employees. In this way, the
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acquisition of new skills (re — skilling) and the upgrading of existing skills up — skilling) of
human resources will be ensured, to the extent possible, at least with regard to digital skills
or the so-called hard skills. The case of social skills is different .

Social skills are often confused with elements of each individual’s personality, such as
extroversion, conscientiousness, willingness to cooperate and acquire new experiences in the
work environment (Babalis & Tsiboukli , 2024). Their measurement is based either on the
observation of human behavior (Lundberg , 2017) or on self-administered questionnaires,
from which it is difficult to draw safe conclusions. Modern studies show that social skills are
increasingly rare in the workplace (Schislyaeva & Saychenko, 2022) despite being considered
essential for integration and retention in the work environment (Andrews & Higson, 2008).
Possibly, there are certain industrial sectors (e.g. energy) where social skills may not be
considered particularly essential (Lyu & Liu, 2021). However, there are other work sectors (e.g.
tourism, education, health) that expect employees to have mastered a level of social skills,
such as empathy, communication, but also the willingness and flexibility for teamwork,
conflict avoidance and participation in solving work problems (Belchior-Rocha et al., 2022;
Heller & Kessler, 2022; Qizi, 2020).

Social skills are significant for improving work climate. The quality and productivity of work
are not independent of a positive working environment, but their relationship is not easily
measurable. Measuring the performance of social skills in the work environment is also
difficult. Work stress, bullying, harassment and burnout contribute to a negative work climate
and affect the quantity and quality of work (Dall’Ora et al., 2020; Zapf et al ., 2020). Avoiding
harassment in the workplace is associated with reduced stress and consequently increased
employee and service recipient satisfaction as well as work quality and productivity. A recent
study by the European Agency for Safety and Health at Work for Greece, shows that both men
(69%) but especially women (81%), regardless of age, consider bullying and harassment, which
occurs within the work environment, to be a significant source of stress ( Hoel & Vartia, 2018).
As significant as the consequences are for the individual in terms of loss of mental and/or
physical health and/or work itself, they are equally significant for society, with the burden on
the health and criminal justice system (police, courts, etc.) but also for the workplace itself.

A Deloitte study (2019) shows that short-term repeated absences, (e.g., emergency leave, sick
leave, unpaid leave), which an individual resorts to in order to deal with the harassment
problem alone, result in the loss of significant hours of work and productivity (36 hours/on
average). They are also associated with the phenomenon of “physical presence-mental
absence” (presenteeism) which leads to a decrease in productivity for an average of 2.4 weeks.
The staff loss rates ( staff turnover ), whether they are victims or perpetrators or accomplices,
due to resignations (2/3 of cases) or dismissals (1/3 of cases), they also have a significant cost
for the workplace. The work environment needs to invest in the search and training of new
staff who will perform in the long term, while at the same time it may lose staff with significant
expertise. When such phenomena are present in the working environment reduction in
productivity is observed. Productivity reduction affects mainly employers (70%) and state tax
revenues (23% ) and result in the loss of income for some individuals (7%) ( Deloitte , 2019).
Lifelong learning programmes can help to develop a positive work environment by promoting
social skills, learning how to tackle mobbing at work, raising awareness on sexual harassment
and suggesting stress relief activities.

Therefore, the formation of a new model of transformational leadership in the workplace that
could respond both, to the demands of a modern organization and the formation of a positive
work climate is required. The empowerment of human resources can occur in the work
context through Lifelong Learning programs. The design of Lifelong Learning programs needs
to match individual and work needs . Matching is necessary to achieve learning transferability
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in the workplace. There are work environments whose culture of fragmentation and inertia
prevents decision-making and in which the transfer of know-how and newly acquired learning
is almost impossible or at least extremely time-consuming (Tsiboukli & Efstratoglou , 2017).
The organizational matrix, job descriptions, and the operation of Human Resources Training
and Skills Development Department that will not be limited to simple procedures but it will
rather develop to implement targeted Lifelong Learning programs to strengthen human
resources at the workplace is important.

Lifelong Learning programs need to be implemented to ensure equality at work and avoid
discrimination (Intersectionality), i.e. the fair treatment of women in particular in the work
environment. Organizations can only benefit from diverse perspectives that assist informed
decision-making, and inclusion, i.e. the positive assessment of the contribution of each
individual so that they feel mentally safe and encouraged to submit new proposals and ideas
for intervention.

In house education and training programs that focus on the integration of new employees, as
well as on the continuous professional development for existing employees, need to focus
beyond re — skilling and up — skilling on preventing phenomena such as harassment and
bullying. Major challenges at the workplace concern mainly interpersonal skills rather than
the nature of the work itself. Lifelong learning programs, based on action research and
experiential learning groups, such as T-groups, are used since 1945 at Harwood Industry in the
USA (Burnes, 2019, 2007, 2004; Burnes & Cooke, 2013; Zarifis & Tsiboukli, 2022) up to date
from Stanford Business Graduate School, as basic training tools (Thorsteinson & Highhouse,
2020).

Lifelong learning programmes are significant in the workplace for cultivating social skills,
participation in decision-making processes, for taking initiatives and assigning responsibilities,
for increasing commitment and empathy at the workplace. Staff and leadership need to work
together towards perspective transformation and the transformation of organizations into
learning organizations. In this context work related mistakes will constitute learning and
development opportunities, cooperation in groups will be promoted and individuals will be
empowered in the creation of a common collective vision.

5. Conclusions

Lifelong learning programmes are significant in the workplace. Their implementation requires
a new contract between the person at work and an innovative workplace that considers
modern legislation for the prevention and treatment of harassment, the elimination of
bullying and stress and the equal development of all genders. The constant investment in in-
house training programs, the ability to transfer know-how to the workplace and the
transformation of Organizations into Learning Organizations (Watkins & Marsick, 2003)
remains a requirement (Tsiboukli & Efstratoglou, 2024). In this context, where teams are
encouraged to develop a creative way of thinking, cooperation is rewarded and leadership
uses experiential learning strategies, the strengthening of human resources skills is possible.
The benefits are multiple for both the individual and the work environment that wishes to
increase its efficiency. However, increased participation in lifelong learning programmes in
Greece, remains a requirement for both men and women. Especially for women, participation
needs to be followed by an actual improvement in the work environment and the ability to
reach leadership.
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H 8Layvwon eKMoSEUTIKWY avayKwv oto Aaioto tng pthocodiog tng
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BB K. Z218npa®, Nikog I. NayomouAog?

¢ Emiotnovikog Tuvepyatng INE MZEE, Exknawdeutpla EvnAikwy bsidir@inegsee.gr

B KaBnyntrig Naveniotnuiov Awyaiou, Mpoedpog Turpatog Kowwviohoyiog Mavemotnuiov
Awyailou N.Nagopoulos@soc.aegean.gr

NepiAnyn

To apBpo eotidlel otn SLAYVWON TWV EKMOLGEVUTIKWY QVAYKWY OTNV EKMALOEUTIKN Slepyaoia
oto mAaiolo TG ¢lhocodiag TNG CUMUPETOXAG. H Slayvwon eKMALSEUTIKWY OVAYKWY
OVOTITUOCETOL O OTOMLKO KoL opadikod emimedo kal amoteAel pia and Tt dtadikaoieg mou
ouvBétouv tnVv ekmnawdeutiky Olepyaoia. Ixedialetal, ulomoleital, ofloloyesital Kot
avatpododoteital pe Paocn TG efelifelc Twv ekmAdEUTIKWY ovaykwv. H pabnon
EVOWHOTWVEL TNV aAlayn pe osBacpo otn Sladopetikotnta, eite adopd to OAo, €ite TO
MEPOC. OL EKTIALOEVUTLKEG QVAYKEG EUTIEPLEXOUV TIG PNTA KAL PN PNTA EKTIALOEUTIKEG AVAYKEG,
TI¢ AavBavouoeg Kal Ti¢ kpudeg avaykeg (Amu Centre Komeyxayng, 1992). Ta cuotatika
oTolxelo Ta omoila TIC ouvBETouv adopoUVv XOPAKTNPLOTIKA, YVWOELS, O€LOTNTEC Kol
LkavotnTeg, aduvopieg, poodokieg, Teploplopol Kal embupiec. MeBodoAoylkd yla Tt
Slayvwon eKMalSEUTIKWY QVOYKWY aELOTIOLOUVTOL: N CUHMETOXIKN Topatipnon, n UeAETn
TepLMTWOonNG, To matxvidt poAwv, To project work, n cuvévteuén, to future workshop, k.Am. Ot
EKTTOLOEVTIKEG AVAYKEC SLEPEUVWVTAL KOL KATA TNV a§LoAOYNGN, OTIOU amoTEAOUV OVTLKEIEVA,
afovec N kat kpLtipla afloAoynong. Ta eupnpata tng afloAdynong avatpododotouv He VE
N uolotapeva O6edopéva TG OLAYVWOUEVEG EKTIALOEUTIKEC avaykeC. lMapdyovteg mou
ennpealouv TN SLAyVWon EKMALSEUTIKWY OVAYKWY £ival o SLaBECIUOG XpOVOG, N ECWTEPLKN
ekmalSeuTIK TOATIKY Twv Opyaviouwv Ekmaibevong kot Kotdaptiong EvnAikwv, TO
KOTOAAANAO KOTOPTIOUEVO avBpwTilvo SUVAULKO, N UGLOTAUEVN TEXVOYVWOLA, N CUUUETOXLKNA
afloAdynon, ot ekmalSeuTikol poAoL Kol OXECELG, N SUVAULKA TNG ouadag, To Loxuov BeoLkd
TAQL{OLO K.ATL.

NEEerg kKAeWbLA: Ekmaideuon EvnAikwy, avaluon Se€lotitwy, CUMUETOXLKN afloAdynan.

Abstract

This article focuses on the identification of educational needs in the educational process
within participatory philosophy. It is one of the processes that make up the educational
process at individual and group level. It is designed, implemented, evaluated and updated
based on the development of educational needs. Learning incorporates change while
respecting diversity, whether it concerns the whole or a part of it. Educational needs include
explicit educational needs, but also underlying and hidden educational needs that are not
clearly expressed (Amu Centre Copenhagen, 1992). The components that constitute such
needs relate to characteristics, knowledge, skills and abilities, weaknesses and expectations,
limitations and desires. At methodological level participatory observation, case studies, role-
play, project work, interviews, workshops, etc. are used. Educational needs are also
investigated during the assessment as they may be subjects, priority areas or even criteria of
evaluation. The findings of the evaluation feed new or existing data back into the identified
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educational needs. Factors influencing the identification of educational needs are the time
available, the internal educational policy of VET organizations, the appropriately qualified
workforce, the existing know-how, participatory assessment, educational roles and relations,
the group dynamics, the current institutional framework, etc.

Key words: Adult education, skills analysis, participatory evaluation.

1. Ewaywyn

H Aldyvwon twv Exknawdevtikwv Avaykwv (AEA) avamtiooetol uno To mplopa Tng
dlocodiag tng cuppetoxng oto nedio tng Ekmaidsuong kat Katdaptiong EvnAikwy (Zbnpa &
Nayomoulog, 2024- Bepyibng & Kokkog, 2010- Kokkog, et al, 2021- KapaAng & Awtlepng,
2022). Yo autdo to npiopa n EKE evtaocoestal o evioio oTpaTnylko, BewpnTiko Kal
pebodoroyikd mAaiolo, oto omoio Suvartal va mpowbolvral: O vEou TUTIOU GUVEPYATLKOG
OVATTUELOKOC OXESLAOUOC/ TTPOYPOUUATIONOC Ot aAANAEVSETES, AAANAOGUUTTANPOUHEVEG A
eVaANQKTIKEC SEopeg Opaoewv, evepyelwy, Sladkaolwy, Asltoupylwv: Ol CUCTNUOTIKEC,
avaTpopoSOTOUEVEG, OTOXEUUEVEG OAOKANPWHEVEC TapeUPAceL: OL VEOU TUTIOU 1) KoL OL
vodlotapeveg avopabuiopéveg -6lta Lwong N Kal €€ AMOOTACEWG- UTINPECIEG, OTLG OTIOLEG
pmopel va utoBetolvTal 1 Kat vo SnUoupyolVTaL KOLVOTOULIEG: Ta TOAUopd A, GUCTNUATIKA
avatpodpodotoUpeva, SUVOLLKA KOl CUUUETOXLIKA, EEEALOCOUEVA EKTIALOEUTIKA UALKA LE TN
xpnon tng téxvng (Kokkog, 2012), twv VEwv TeEXVOAoywwv N Kol Twv Méowv Mallkig
Evnuépwong (MME)- Ol Slepyaocie¢ CUUMUETOXIKAG afloAdynaong Tou eKmoldeuTIKoL £pyou
(2énpa, 2015), k.Am.

To BewpnTIko Kal peBodoloyiko mAaioto tng AEA avamtUoosTal avaAUovTog MPWTOYEVES Kal
Seutepoyeveg UALKO, Blwparta, pmelpleg Kal KAAEG TTPAKTIKEC (TowwAng, 2014 FaAata, et al,
2017). O £0TLOOUEVOC KPLTIKOG OTOXOOUOG KOl QVO.OTOXOOUOG TIPAYUATIKWY EKTTALSEUTIKWY
YEYOVOTWVY, £pYWV, TIPOYPOLUATWY CUVETEAECE OTN SUVAMLKA QVATITUEN TNG CUYKEKPLUEVNC
npoToonG- BewpnTiko kat peBodohoyikd mAaiolo AEA. Aglomoleital n KPLTIKH, N XELPOPETIKN
KoL N ueTaoxnuatilovoa pabnaon umo to npiopa tng dpthocodiag TNG CUUPETOXNS (AlvTlépng,
2020: Freire & Shor, 2011). Epdaon Sivetal otig apxeg pabnong evnAikwy Kal o€ oTolxeia anod
TIC APXEC KAl TIC OTPATNYLKEG ekmtaibeuong evnAikwy (Bepyidng & KapaAng, 2008).

H AEA evioyU€L TNV OMOTEAECUATIKOTNTA, TNV TOLOTNTO KO TN SLATPAYUATEUTIKA LKOVOTNTO
Twv Opyaviopwyv Exkmaibeuong kat Kataptiong EvnAikwy. Eldika otn ovvdeon tng EKE pe tnv
amooyoAnon, aAAd Kal EUPUTEPO HE TNV Kovwvia Kal TNV ayopd gpyaciag (Kokkog, 2020)
EVOWHOTWVOVTAL OTPATNYIKEG SIKTUWONG. MEPOC TWV EKTTALOEUTIKWY OVAYKWY UMOPEL va
TP0d0S0TOUV CUUTIANPWHOTLKEG CUVOSEUTIKEG UTNPECIEG OTAPLENG LE DETIKEC CUVETELEG
OTNV  EVNUEPWON, OTOV EMAYYEAUOTIKO TPOCAVATOALOUO, otnv  epUxwaon, otn
oupBouleutiky, aAAd Kol otnv Tpowbnon TNG amacyoAnong Kol TG auToamacyoAnong
(2dnpa, Nayomoulhog, & lewpyiou, 2005). Avahloya avatpododoteital Pe TIG KAatadAAnAa
SLapOPOWHEVEG TIPOTAOCEL N OTOXEUMEVN TAPEUBAON yla TNV EMPPON  TOALTIKWY
(oplZévtio/kaBeto mainstreaming). OsTIKECG EMLPPOEC evtomilovtal otnyv eupUTeEPN edbapuoyn
KoL otnv MpooTiBépevn aia tng AEA otnv Exnaidsuon kat Kataption EvnAikwv kal otn Al
Blou Mabnon, otnv ayopad epyaciag kat otnv kowwvia (Ziénpa & NayomouAog, 2007ap).

2Tn oUVEXELA TTOPOUCLATETOL CUVOMTIKA To BewpnTikd Kat To peBodohoyikd mhaiolo tng AEA,
TO omolo avamtuxbnke uloBetwvtag, epapuolovrag kot mpowbwvrtag ™ Pprlocodia tng
OUMMETOXNG OTNV ekmaideuan evnAikwv.
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2. Oswpntké mAaiolo thg AEA uné to npicpa tng dhocodiag TNG CUUHUETOXAS
2.1. Znuaoia, kpiowa onueia kat oéAn tng AEA otnv eknaitdevtikn Siepyaocia

H emhoyn eotiaong otn AEA oxetiletal pe SLAMIOTWOELS TToU apopoUV TN onuacia Kot to poAo
NG, AAAQ KOL TIG OVETIAPKELEC, TIG OTPEPBAWOELG, TO TIPOBARATA KAl TLG AVAYKEC EVIOXUONC TNG
otLG SLadopeg ekmalSeuTikeG epapuoyES (Kapalng & Mamayswpyiou, 2012). H Sievépyeta Tng
AEA mpoimoBétet tn OSlapdpdpwon Tou KatdAAnAou ekmaldeutikoU TmepLBaliovroc:
g€eAloobpevou, SuvaplkoU, avoLKTOU, EUEALKTOU KO TIPOCOPUOCHEVOU OTIC EKPOEC Ao TN
OUVEXH OUUUETOXLKN TapakoAouBnaon, afloAdynon kat avatpododotnon -mpoPAEPIUWY Kot
UN- EKMALSEVTIKWVY avaykwv (21énpa, 2015- Bepyidng, 2008).

H e€elbikevon kal n gpBabuvon tou MAEypatog Twv Sladlkaolwy mou cuvBEtouv tn AEA
ouvbualetal pe TNV €uPULTNTA, TNV TOAUTAEUPLKOTNTO Kol T Suvaplkny emefepyoaoiag,
avaluong kot olvBeong otnv opada, Omou Tto Atopa aAAnAoemidpolv petafl TOUG
anaAeidovrag, dladopormowwviag n Kol SnuUoupywvtag VEEG avaykes. H onuacia tng
oupBoAng tng AEA oxetiletal kKol ouvTiBeTaL, UE OTOLXELQ, TA OOl cuVTEAOUV Og INTHUATA
OMwG: H amoTeEAECUATIKOTNTA KOl N TOLOTNTO TwV dpdoswv Kol mapepPacewv EKE- H
uTooTNPLEN ™me ouvdeong ™me eknaibevong-katapTionG-amaoyoAnong: H
uvloBétnon/avantuén  KOLWVOTOUKWY  HeOOSOAOYIKWY  OTOLKEIWV  OTIC  EKTTALOEUTIKEG
epapuoyéc: H tpododotnon kat n avatpodpodotnon tN¢ OSLApOPOWTIKAC KAl TNG
TeEAKAC/OUVOALKNAG CUHUETOXKNAG 0§LOAOYNONG Tou eKmalSeuTIKoU €pyou- H evioxuon Kkat n
OTOXEUUEVN -BEATIKA MTPOCAVATOALOUEVN- aélomtoinon tng Siktuwong (216npad, NayomouAog
& lewpyiou, 2005).

H avtamnokplon Twy mapexopevwy Untnpeolwv Twv OEKE oTig pnTd Kal pn pntd SLATUMWIEVEG
EKTTOLOEUTIKEG QVOAYKEC ETUTUYXAVETOL HE TNV ULOBETNON €eviaiou, €UEALIKTOU, OVOLKTOU
BewpnTikou Kat pebodoloyikou mAalciou AEA. Kplolpa onpeia tou amoteAouv:

- H oAlotikn kal amd T Bdon avamtuén pe mpooeyyioelg amo 1o £l6IKO OTO YEVIKO Kal
avtiotpoda.

- To eviaio kal cadég mAaiolo apyxwy, OTOXwV, KpLtneiwv Kot tpodlaypodwv.

- OL aAAnAévdeteg, aAANAETOPAOCTIKEG, CUUMANPWUATIKEG 1 EVAANAKTIKEC ETLUEPOUG
Slepyaoiec, Sladlkaoieg kot Asttoupyieg.

- H KPLTIKA TPOOCEYYLoN XOPAKTNPLOTIKWY, Oplwv, TEPLOPLOUWY KAl SUVATOTATWY Twv
Sladopwv peBodwy Kat texvikwyv AEA.

- H a€lomoinon tn¢ SIKTOWoNG 0To e0WTEPLKO Kal €WTEPLKO TEPLBAANOV TNG EKTMALSEUTIKAG
Slepyaociag K.Am.

H Sievépyeld tng AEA oto mAaiolo tng ¢dlthocodiag TNG CUPHETOXNG KABLoTA avaykoia tn
Slapopdwaon ULOG aVoLKTNG, SUVOLILKAC, EUEALKTNG EKTIALOEUTIKNAG Slepyaciag, n omola pnopet
va mpooapuoletal ot e€eAifelc Twy SLATILOTWHEVWY, PNTA KAl KN PNTA SLATUTIWUEVWY,
EKTTOLOEUTIKWY QVAYKWY, OTIWG OUTEG TIPOKUTITOUV E TNV OQUECN Kol EUUECN EVEPYNTLKN
CUUMETOXN TwV EKMALSEVOUEVWY KaL TwV EKTTALSEUTWY. YIIO aUTO TO Tipiopa npoadlopilovrtatl
KoL SLapopdwvovtal KivnTpa, avaykeg kal otoxol: Epapuolovral evaAAaKTIKA 1) GUVEUAOTIKA
pEBodoL, TeXVIKEC Kal péoo AEA- EvioxUovtal Kol oploBetouvtal poAol Kol OXECELG:
AlomolouvTal cuVEpPYELEG HETaEU TNg AEA kat Ttng Stapopdwtikig aflohoynonc: YioBetouvrtal
Kot Staxéovral kovotopieg (Kapaing, 2020) k.Am.

Me mpooéyylon amo tn «Bdon mpog ta mavw» n AEA amotelel To Kuplopxo CUCTATIKO TNG
Baong. Yo auto to mpiopa avadépetal ot n AEA:

- JupBaAAeLl oto va mpowBeital MOAUMAEUPA O TPOCAVATOALOMOC TNG EKMALSEUTIKNG
Slepyaoiag otoug ekmalSEUOUEVOUG KaL OTNV EKTTALOEUTIKN OXEON.
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- Tpododortel kal tpododoteital amd tnv ekmaldeutikr Slepyacia Kal To EKMALOEUTIKO
£pyo.

- ZupBaAAeL otov TPOOSLOPLOUO KaL OTNV ETUTEVEN TWV EKMALSEUTIKWY OTOXWV O Minedo
YVWOEWV, LKAVOTNTWY, S£ELOTATWYV KOl OTACEWV.

- MNpooavatoAilet tnv emloyn kal tn edappoyn TNG KATAAANANG GULUETOXLKNC
ekmaldevuTiknG peBodoloyiag.

- OploBetei, e€elSLkeEL KaL AvVOTTPOCAPUOTEL TO EKTIALOEVUTLKO TIEPLEXOLEVO.

- AMnAoerudpad U TN CUUUETOXLKA aELOAOYNON LE BETIKEC CUVETELEG AVAAOYEC LE TO £(60¢
KOLL TN HoPdN TWV EUPNUATWY TNG K.ATL

levikotepa, n AEA oto mAaiolo tng dthocodiag TG cUPUETOXNG CUMPBAAEL og GAo TO daoua
TWV UTINPECLWY EKTIAISEUONG-KATAPTLONG KAl EL8LKA 0T oUVOEDN KATAPTLONG-ATIAOXOANONG
KoL eknaidevong-ayopag epyaciag (FovAag, et al.,, 2013- FaAatad, et al., 2021). Me tn AEA
gvioxvovtal ot Sladopeg cuvEpPyeLeC AslToupYLWY, SLaSIKACLWY, EPYACLWV OE Kol Baon
OVOYKWV-0TOXWV KoL O€ gviaio mAaiolo apyxwv. Tautoxpova npowBeital KoL N GUCTNUATIKY,
OUVEXNG ouvepyaoia Twv BooKWY TOUAAXLOTOV QUECO EUNMAEKOUEVWY CUVTEAECTWV TNG
EKTIALSEVTIKAC TPAENG: twv oxedlootwv/otedexwv twv Opyaviopwv Ekmaidsuong kot
Kataptiong EvnAikwv, Twv ekmaldeuTwy, Twv EKTIOLOEVOUEVWY, Twv
SLOLKNTIKWV/ETMLOTNHOVIKWY OTEAEXWV KOTAPTLONG, TWV afLOAOYNTWY, TWV ETLXELPHOEWY KOl
TWV UMEUBUVWVY TPOKTIKAG AOKNONG. ZUHbwvA HE TIC OELOAOYIKEC EKPOEC OE OPKETEG
TIEPUTTWOELG ETUTUYXAVETAL N GUCTNUATIKI) CUHHETOXH OAWV TWV MOPATIAVW CUVTEAECTWV OTN
AEA, AapPavovtog umoyn TIG €UEALKTEG, OPLOBETNUEVEG KOl TIPOCOVATOAICUEVEG OTN
docodia tng ouppetoxng, Paocelg  oxediaouou, vAomoinong,  afloAoynong,
avatpododoTnong TNG Mopeilag KAl TwV AMOTEAECUATWY TNG.

H avamntuén tng AEA og ouppeto)lko meplBAAlov ekmaibeuong evioXUEL OPLOUEVA ATIO TO
noMamAd Slamotwpéva odpéAn tng, ouvaBpoilovtdag ta ota odEAn uwobBEtnong tng
docodiag tng cuppetoxng otnv EKE (216npa & Nayomoulog, 2024). EQv €0TIACOUUE OTLG
TIOAUETIESEG BETIKEC OUVETIELEC OTO TIPOYPAUUATA KATAPTIONG KoL 0Tou¢ Opyaviopoug
Exknaideuong kat Kataptiong EvnAikwv Stamiotwvoupe otL uloBetwvtog tn dthocodia tng
OUMMETOXNAG KATA To oxedlaopod, Tnv uAomoinon, tTnv afloAdynaon Kal tnv avatpododotnaon
NG AEA umtootnpiletal — w¢ UéPog Tou GAou- To avBpwrnivo Suvapiko, To onoio eival os Béon
va: aAnAogmidpa o moAamAd enineda kot nmedia, ULOBETEL Aueoa Kal EUUECO OPXEC TTOU
npowBoUvV TNV LooTNTA, MPoWBEel avTANPELG TNG SNUOKPATIKAG EKTIALOEUONG, CULUETEXEL OTLC
O6paoelg otnpLENC Tou Kal Sev amoteAel Tov MABNTIKO AMOSEKTN TOUG K.ATL INUELWVETAL OTL
npowbBeltal n ouotnuatiky aflomoinon ekpowv-amoteAeoudtwyv tng AEA, Tou
Xapaktnpilovial amo EMIOTNUOVIKN EMAPKELA, KATAAANAOTNTA, aflomiotia, Katd: o) To
oxeblaopo, tnv mapakoAouBnon, tn dtapopdwtikn afloAdynon Kal tnv avatpodosdotnaon tng
ekmaldevutikng Stepyaaiag, B) tnv evduvauwaon kat tn cupBouleutikn otnplén, aAAnAévéeta
1 mapAdAAnAa Pe TNV eKMALSEUTIKN SlEpyaoia, y) TV TPOCAPLOYN KOL AVOTTPOCapUoYH TNG
TIPOKTLKAC doknong avaAoya pe Tig e€ehifelc/aANayEc otig ekpoég tne AEA (Mamaddyauppog,
et all, 2006), &) Tnv ecwteplkn Kal eEWTEPKN SIKTUWON UE TNV MOPAAANAN evepyomoinon
CUOTNHATOC MOPATIOUTIWY (€ OKOTIO TNV KAAUYN EKMOLOEVUTIKWY AVOYKWV) 0Ta KATAAANAQ
atopa, oteAéXn, dopeic, emxelpnoels (Zapitoavou & bnpa, 1999- Z16npd & NayomouAog,
20070-) K.ATL.

Me tnv enefepyaoia, tTnv avaiuon, thv euBabuvon Kol TNV KPLTIKH TIPOCEYYLON OTOLXELWV
OTWG Ta tpoavadpepOUeva SlamioTwvetal n Wolaitepn cupBoAn tng AEA:

A. Jtnv avamtuén skmaltdsuTikwy oevapiwv pabnoncg/didaockaliag, oxedlwv podnudtwy,
Spacewv, mapepBacewv KaL UTtnpeolwyv oto nedio tn¢ Eknaideuong kal Kataptiong EvnAikwy
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APPNKTO OUVOESEUEVWV HE TIC EKMOLOEUTIKEG QAVAYKEC Kal TNV €€EALEN autwv, KabBwg
OUVEKTILLWVTAL EKPOEC ATIO TN CUVEXH TtapakoAouBnon, afloAdynon, avatpododotnan Toug.

B. Ztnv avtamokplon NG eKMALSEUTIKAG SLEPYAOLOC OTIC PNTA KAl KN PNTA SLATUTIWUEVEG
eKTOLOEUTIKEG avAYKEG He dlaitepn PBoputnta otnv &vioxuon TwV TIPOCWIIKWY KOl
Kowwvikwv beflotntwy (soft skills), otn &nuwoupyia kwAtpwv, otnv aflomoinon Ttou
ouvalobnuatog katl Tng SUVaLKNG TNG opadag, K.Am. (Bepyidng, & KapaAng, 2008: KapaAng,
2018: Kokkog & TolumoukAn, 2011).

l. Ztov mpoodloplopd Kal otV oploBETNON YVWOEWY, LKAVOTATWY, SEELOTATWY, CTACEWVY Kall
ouuneplpopwyv TWV EKMALOEVUOUEVWY TIOU Hmopel va avamtuxBoulv, UETOOXNUOTIOTOUV,
StadopormnoinBolv ) analelpBouv.

A. 3tnv evioyuon, eufabuvon, Stevpuvon Twv Sladlkaclwv SlEpeUvNONG CTOLXELWV TOU
ennpealouv Toug eKMALSEUTIKOUE OTOXOUG KL TIG EKTIOLOEUTIKEG AVAYKEG O€ OAO TO dpaoua
NG EKTMALSEVUTIKAC SleEpynoiag, TO Omola €VIACOOVTOL OTO OUVOLOONUATIKO TOPEd Kol
poUnoBETouv OTOULIKEVUUEVEG TIPOOEYYIOELS, TOAAATTAOTNTO 1 EVaAAayr EKTTOLOEUTIKWV
POAWV, EVOANOKTLKA EKTTALOEUTIKA 0eVAPLA UE TIOAAQTTAEC ETUAOYEG OXETLKA UE TOV KATAAANAO
XWPOXPOVO KOl EUEANIKTEG, QVOLXTEG, OUVAUIKEG, avaTPOPOSOTOUUEVEG EKTTALOEUTLKEG
neBOSoug, TeXVIKEG Kal péoa (ANUOUAGS, 216npa & Mahatd, 1995- Rogers, 1999- Jarvis, 2004).

E. 2tn dlamiotwon aduvapiwy, eMeipewy, pabnolokwyv eunodiwv, oTEPEOTUNWY, K.A. TTIOU
BaAAouv TIG eMIBUUNTEG ETUOLWKOUEVEG YVWOELG, LKAVOTNTEG, HEELOTNTEG KAl OTACELS TWV
eKMOLOEVOUEVWY KOl €VOEXETAL va TaApeUmodilouv TIC SuvatoTNTEG Eemiteuéng Twv
EKTALOEVUTIKWY OTOXWV Tou B€tovtal ava ekmaldeutikn edpappoyn (Mezirrow et al, 2007-
Kokkog, 2017, 2019).

2.2 Ot eKTIAULOEVUTIKES OVAYKEG OTO MAQIOLO TNG PLAOCOWIOG TG CUULETOXNG.

H aflomoinon twv ekpowv TG AEA Kal €l0LKA N aVTAOKPLON TNG EKMALOEUTIKNG Slepyaoiog
OTLG SLATUOTWHEVEG -pNTA KOL LN PNTA SLOTUTIWUEVEG- EKTTALOEUTLIKEG OVAYKEG OE OTOMLKO KOl
OMadLKO eminedo exTipaTal OTL: ) amoteAel mpoUMOBeon yLo TNV EMITEVEN TWV EKTTALOEUTIKWY
otoxwv, B) aflomoleital otn StapdpPpwon Twv TOLOTIKWY KoL TTOCOTIKWY Tipodiaypadwy,
KpLTnpilwv, delktwy, y) otolxeloBbetel cUvOeTo/0UC SeikTn/EC yIa TNV AMOTEAEGUATIKOTNTO KO
TNV MoLOTNTA TNG EKMALOEVTIKNG Slepyaciag, Tou eKMALSEUTIKOU €PYOU KAl TWV TTOPEXOUEVWV
UTINPECLWYV, TIPOYPAUUATWY, TpwTtoBouAlwyv Eknaideuong kat Kataptiong EvnAikwy, kK.Am. H
AEA, pe Stadopetikn Baputnta ava mepintwon, anotelel Baclko cuoTtatiko, npoilnodeon,
EMUEPOUG ETUSIWEN, Afova 1 KoL KPLTAPLO A§LOAGYNONG TNG AMOTEAECUATIKOTNTAS KOL TG
TIOLOTNTOG TNC EKTIALOEVUTLKAG SLEPYOOLOC KOL TOU EKTIALOEUTIKOU £pyoU.

O ekmalSeUTIKEG avaykeg ipoodlopilovtal He BACN TN CUYKEVTPWON, TNV eneepyacia, Tnv
ovAAUGoN KAl TN CUVOETLKA KPLTLKA TIPOOEYYLON OTOXELWV/Sebopévwy dnwc:

- Ta W8laitepa, TPOOWTILKA KL KOLVWVIKA XOPOKTNPLOTIKA TWV EKTIALOEUOUEVWV.

- OL yVWOELG, oL gumelpieg, ta Blwpata, ol dpactnplotnteg, to evlladEpovta, oL TUXOV
£0EAOVTIKEG/KOWVWVIKEG OPACELC TOUG. INUELWVETAL OTL Ta TipoavadepOUEVA OTOLXE
evbexouEvwe umapxouv o N&N TMPOCOLOPLOUEVO EKTIALOEUTIKO KOl ETIAYYEAUOTIKO TIPOGIA
TouG.

- Ta TUTILKA Kol TOL ATUTIOL TTPOCOVTA TOUC OVOAUMEVA OF YVWOELG, LKAVOTNTEG, SEELOTNTEC,
OTAOELG.

- OLaduvaypieg, oL eAeielg, ol TPpOoPBANUATIOUOL, OL CUYXUOELG KOl OL AVETIAPKELEG TOUG.
- OL emSlwéeLg, oL mpoaSOoKIeS, OL SUVATOTNTEC KL OL TIPOOTITLKEG TOUG.

H AEA wg dlepyaoia dUvatal va UAOTOLELTAL O €va evViaio TAALOLO TIOLOTNTAG, TO Omolo
tpododoteital kal avatpododoTeital CUCTNUATIKA HE TIC EKPOEC, T EUPHUATA, Ta
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anoteAéoparta TnG mapakoAouBbnong tng epapuoyng tng (2tdnpa, NayonouAog & Mewpyiou,
2005). I6waitepn €udaon Sivetal otnv €§EMEN TWV EKMOUSEUTIKWY QVAYKWV. ZTNV TIPALN
puropel va moapakolouBeital n ulomoinon/sdappoyr) kal va ofloAoyeital, WOTE va
avatpodoSoToUVTaL CUOTNUATIKA N TIOPElO KOL TA OMOTEAECUATA TNG EKMOLOEUTIKAG
Slepyaociag kat tng AEA.

Ol eKMALOEUTIKEG QVAYKEG KATNYOPLOTIOLOUVTOL OTL( PNTA KOL MR PNTA SLOTUNWHEVES
EKTIOLOEVUTIKEG QVAYKEG, OTLC AavOAVOUOEG QVAYKEG I Kol OTLG KPUEG OVAYKEG TwV
EKTOLOEVOUEVWY OE QATOUIKO Kol opadikd eminmedo (Bepyidng, 2008 AnuouAdg, Zidnpa,
FoAatd, 1992- 216npa, Nayomouldog & Mewpyiou, 2005).

OL pNTA SLATUTWHEVEG EKTTOLSEUTIKEG OVAYKEG ATTOTEAOUV TIG aVAYKEG TIoUu ekdppdalovral,
npoodlopilovtal, OSlatunmwvovial amd Toug L8loug Toug ekmaldeudpEvoUCg, AuEca
EUMAEKOEVOUG, CUUMETEXOVTEG oTNV ekmaldeutikn Slepyacia kot otn AEA (Bepyidng, 2008).
OL pun pNTa SLOTUTWUEVEG EKMIOLSEUTIKEG OVAYKEG amoteAoUv otolxelo, ta omoia Sev
ekppalovtal APeca PE CUVETELD va Kpilvetal avaykaia n oe BaBog Siepevvnor Toug
avaAlovtag | oUVBETOVTAG TTEPUTTWOELG, YEYOVOTA, OXECELG, POAOUC Kal €pya. YTo to (Slo
nipiopa oLt AavOAavouoeg avaykeg sival oL avayKeg tou ekppalovtal oe AavBdavouaoa popdn
Kal oL KpUEG QVAYKEG elval aUTEG o okomipa Sev ekdpalovtal, Sev avayvwpilovral Kal
uTtokpumntovtal otig Stadikaoiegc Stahdyou (Amu Centre Copenhagen, 1992). 3tnv opada n
oAnAenibpaon UeTAfD TwV HEAWV TNG OTIC TIEPLOCOTEPEC TEPUTTWOELG Sladopomolel TIg
eKTTOLOEVTIKEG aVAYKEC, TIG amaAeidel, Tig e€eAlooel 1 kaL dnuloupyel vEeg avaykeg (Z1dnpa,
Nayomnoulog & Fewpyiou, 2005).

OL exmalSeUTIKEG avAYKeG Tpoadlopilovtal kKat péoa amnod tn dlepelivnon, TNV avaluon r Kot
TNV avVOyvVWPELoN OTOLKELWY OXETIKA HME TO TUTILKA KOL TA GTUTIAL TTPOooOvTa, KOBWG Kal TIg
UTtAPXOUGEG YVWOELG, SEELOTNTEG, LKOWVOTNTEG KOl OTACEL TWV ekmaldevopsvwy. H AEA
tpododorteital katL avatpododoteital dv eival eEMBUUNTO A6 TNV AVAAUGCN TWV POCOVIWY
(Anuouldg, 2dnpd & Talatda, 1995- BAaocomouAog, 2005). Zuykekpluéva n avaAuon
MPOCOVTWY eVEEXETAL VO EUTIEPLEXETAL OTN AEA 1) va glval aUTOTEARG, CUUMANPWUATIKY A
evalaktikn Slepyacia mou TtPododoTel Kal TOV MPOCSIOPLOUO TOU EMAYYEAUOTIKOU Kol
ekmaldeutikol mPodiA (Ue EKPOEG amod TN SLAYVWON YVWOEWV, LKOVOTNTWY, SeLOTATWVY KoL
OTACEWV).

2.3 Napdayovteg nov ennpeadovv tn AEA ue Eupaon otn didotaon Tou xpovou

OL embpAcELS Ao T KOWWVLKOOLKOVOULKEG e€elielg Srapopomolovv, kabopilouv 1 kol
enavakaBopilouv TI¢ EKTTALSEUTIKEG AVAYKEG TWV EKTTOLOEUOUEVWY AVEPYWV, EpyalopéVwVY i
KOlL KOWVWVLIKA eumtaBwv opdadwy, kabwc (emava) mpocavatoAilouv To epyactoko neptBailov,
TI{ OXEOELG, TA KAONKOVTA, TO ATALTOUUEVA TIPOCOVTA, TIG EMAYYEAUATIKEG TIPOOTITIKEG TOUG
K.ATL. OLTIPOCWITLKEC, OLKOYEVELAKEC, KOWVWVIKEG SUOUEVELG aAAaYEG TNV KaBNnpepLvh {wh Twv
OUUUETEXOVTWY eTiLEPOUV TIOANATIAEG CUVETELEG oTnV £dapuoyn Ttng AEA, kabwg duvatat
vV OUVIOTOUV QVOOTOATIKOUC TTAPAYOVTEC OTNV EUMESWON TNG CUMUETOXLKAG KOUATOUPOG.
Evbelktika avadépovtal ol emBopupéveg PUXOKOLWVWVLKEG oUVONKeC, KaBwG Kal ol SuokoAleg
EVAPUOVIONG EKTIALSEUTIKNG, EMAYYEAUOTLKAG, TIPOCWITILKAC KoL KOWWVLKNG {Wwr¢, Ol OTOLEG
ennpealouv TN CUUUETOXN, ToV SLaBECLUO XPOVOo, TIG SUVATOTNTEG TWV EKTIALOEVOUEVWY, TLG
PNTA Kal PN pNta SLATUMWUEVEG EKTTALOEUTIKEG AVAYKEG TOUG.

ElbIkOtepa, oto mMAaiolo tng AEA Sivetal éudoaon:

Ito £oWTEPKO mepBallov tng Siepyaciag, oOmou Slamiotwvoups SLadopOMOLNCELS,
ETUMTWOELG, TPOBAROTA, VEEC Kal UPLOTAUEVEG QVAYKEG, TIOU emnpealovtal and poAoug,
OXE0ELG, £€pya, KABWC Kal apapETpouc/mapdyovtec, Omwe n nAwio, to ¢pUAo, n avarmnpio, to
EKTTOLOEUTIKO, TIOALTLOTIKO, ETAYYEAUATIKO, KOWWVIKO TIPodiA, n pebodoAoyia K.Am.
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1o £§wteplkd mepBAAlov tng Siepyaciag, OmMou SLAMIOTWVOUUE TIG ouveXelg e€elitelg -
aAayEg, TG aduvapieg, eAelelg, oTpeBAWOELG TNG AMOPPUBULOUEVNC ayopag Epyaciag, Tig
TIOATTAEG CUVETIELEG OTO EPYATLKO SUVAULKO, o€ dopeig, SOUEG, OpAdEG K.ATT.

Itn ouvéxela avodEépovtal Sladopol TAPAYOVIEG TOU EO0WTEPIKOU Kal £fwTepLKOU
nepLBAaAAovTog Twy Tou ennpealouv tn AEA:

- TO LoYLoV BeoUIKO Ao,

- oL SuVaTOTNTEG KalL OL TtEpLopLopol UloBEtnaong kat mpowBnong TG AEA og TTOALTIKEG,
METPA, EKTIALOEVUTIKEG MOPEUPATELS KAl EQAPLUOYEC, K.ATL.,

- Ol OTPATNYLIKEC TIPOTEPALOTNTEG KAl TA QVTIANTTIKA oxnuata 6cov adopd tnv
TOLOTNTA KAl TNV anoTeEAEoUATIKOTNTA TG Ekmaideuonc kat Katdptiong EvnAikwy,

- N E0WTEPLKN eKMALSEUTIKN TOALTIKA Twv Opyavicpwy EkmaiSeuong kat Katdaptiong
EvnAlkwy kot Kupiwg avadoplkd Pe Tov eKMALSEUTIKO oXeSLAOUO KAl TOV OTPATNYLKO Kal
AELTOUPYIKO TTpoypappuaTiopo (BA. Koutoulng, 1999),

- 0 XPOVOC KOl O TPOTOG £YKPLONG TWV MPOYPOUUAaTwY Eknaideuong kal Kataptiong
EvnAlkwv,

- To TPOodIA Twv Aueoca eumAekopévwy otn AEA kal ol SuvatotnTeG CUPUETOXNG Kol
ETPPONG 0€ OAEC TIG dAoeLg oxedlaopol, uhomoinong, afloAdynong kot avatpododotnong
™mge,

- Ol OVETIOPKELEG OE OXETIKEC HE TN AEA empopdwoelg otedexwv/ ekmoldeutwv
ouvSUAOTLKA UE TOUC TTEPLOPLOOUG TOU £pYOU TOUG OTNV IPAEN,

- n Umopén TUOTOTOLNUEVWY ETTAYYEAUOTIKWY TEPLYPAUUATWY, 08nNywv, TAALCLWV
ekmaldeutikwy tpodlaypadwv (KapaAng et al., 2021) k.Am.

Mo tnv amnoteAeopatikn Slevépyela g AEA KaBoploTikd EKTLUAUE TOV Tapdyovta XPOovo.
A&lohoyoU e To XpOVo, eite ToV Tpooeyylooupe wg Sltabgatpo yia tn AEA umo to npioua tng
opBoloyikng Kat BEATLOTNG EDLKTAC SLAXELPLONE TWV OPWYV, £(TE TNG SuvaToTnTaC ULOBETNONG
Kot edappoync tng pulocodiog TNG CUUUETOXNG. I€ APKETEG MEPLTTWOELS N aduvopia
61aBeon¢ Tou KATAAANAOU KAl EMAPKK XPOVOU UTOPEL Vol armoSUVaWVEL Kal vo tapepmodilet
tn AEA oto mAaiolo i un tng dprthocodiag Tng CUPUETOXNC.

JuvBeTikd n AEA emnpedletal anod TG EKAOTOTE GUVONKEG, TIC SLOPOPETIKEG TTPOTEPALOTNTEG,
TI¢ SUVATOTNTEG KOL TOUC TTEPLOPLOUOUG EDapUoyNnC TNG BewpnTikig Kot peBodoAoyLkng TG
TPOOEYYLONG, TOUG POAOUC KAl TI( OXECELG TWV EUNMAEKOUEVWY OUVIEAECTWV, TUXOV
OUVEPYOAOLeG Pe €L6LIKOUG OMWE OTNV MEPIMTWON TwV 8kwv otn pebodoloyia NG £peuvag
6paong (action research methodology) k.Am.

JUUMANPWHOTIKG, OflOTOLWVTOC TNV UQPLOTAUEVN EUMELPIA,  TIPOKPIVOUUE EVEPYELEC,
Sladkaoieg kal kplowpa onueta tng AEA onwc:

A. NpocéAkuon, MPoogyylon, evnuépwaon, amodoxn-cuudwvia kolwvou TAALGlou oTOXWV,
apxwv, O6ladlkaclwy, epyaclwv PBAaocsl Twv opXIKA SLATIOTWHUEVWY  SLATUNTWUEVWY
EKTTOLOEVUTIKWV QVAYKWV.

B. Alapopowaon koataAAndou kAipotoc-meplBaAloviog aflomolwvtag OAeG TIG SUVATEG
popdEG emikowvwviag cupdwva HE Ta OLAlTEPA XAPAKTNPLOTIKA, TA TIPOCOVTA, TG AVAYKEG
KOLL TLG SUVATOTNTEG TWV EKTTOLOEVOUEVWV.

l. Emdoyn Twv KataAANAwv cuvduaouwY PEBOSWY, TEXVIKWY Kal LECWV AEA GUVEKTLLWVTAG
TO XQPOKTNELOTIKA, Ta Opla, TIC Suvatotnteg, Ta Sduvatd kat aduvatra onueio Toug ava
TEPIMTWON €APHUOYNE OE ATOULKO 1 Kal OpadIKO eminedo.
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A. Avamtuén Bepatikwy afdvwy mpooavatoAlopoul tng diepyaoiag tng AEA avaloya pe TLC
ETUPEPOUC EMISLWEELG, WOTE VA AVAAUOVTOL OTN CUVEXELX OE EPWTHMATO, Kplola onueia n
kAeldeg avaiuongc.

E. Edappoyn, mapakoAolBnon, cUPUETOXLKA agloAoynaon Kal avatpopodotnon tng AEA, wote
va ETITUYXAVOVTOL OL KOTAAANAEG PBEATIWTIKEG KLWVNOELG Kol SLOpOWTIKEG TapeUPACELS,
OUVEKTILWVTAG EMLOPACELG a0 TO €E0WTEPLKO KAl TO €EWTEPLKO, TO AUECO KOL TO EUPECO
neplBAaAov TnG.

Z. Kowomnoinon twv anoteAeopdatwv tng AEA oTouG GUECO EUMAEKOUEVOUG OTO EKTIOLOEUTIKO
£€pyo Kol Kuplwg OTOUC EeKMOLOEVOUEVOUG, WOTE VA Umopouv va aflomolnBouv ta
amoteAéopata TOAUTIAEUPQ, EVTOC KOl EKTOC TNG EKMOLOEUTIKNG Slepyaociog, mapdiAnia,
OAAQ KAl PETA TNV OAOKANPWON TNG KOTAPTLONG.

3. Zuvomtkn avadopd oto pebodoloywkd mAaiclo tng AEA umd TO Mpiopa TNG
dhoocodiag TG CUNMETOXNAS.

To peBodohoyikd mAaiolo tng AEA avanmtuooeTal 08 oUVAPTNON HE TO BEWPNTIKO, WOTE va
Olémete amo oupPaTEC apXEC, TPOUTOBECELG, KPLTAPLA KOL VO EUTEPLEXEL EVEPYELEC,
SLadkaotieg, LeBOSOUG, TEXVIKEG KOl ETO TIOU SV TPOKAAOUV «avTLPAOoELG» HETAEL Bewplag
kot paénc. H AEA oto mAaiolo tng dpthocodiag TG CUUUETOXNC TPOOEYYIIETAL WG EPEVVNTLKNA
Slepyaoia, otnv onola aglonolovvtal otoweia and tn pe@odoAoyia EKMALSEVTIKNAG EPELVAG
(Tohata, 2017- TowAng, 2014- Cohen, Manion & Morisson,2008: Baupoukac,2006).
Eldikotepa €udaon Sivetal otnv €peuva §pdaon Adyw Kol TNG oUPPBATOTNTAG TNG HE TN
docodila TNG OUUMHETOXNG. ZUudwva pe Tov Bepyidn, (2008) OTIC OUUUETOXLKEG
SLOPOPPWTIKEG AELOAOYNOEL EKTIOLOEUTIKWV TIPOYPOUUATWY XPNOLUOTOLEital n €peuva
S6paon oto BaBOuUd Mou EMUSWWKETOL N CUMUETOXH TWV EUMAEKOUEVWY OTNV £PEUVA KAl OTN
Slatunmwon aflohoylkwv KPIOEWV Kol TIPOTACEWV Yylo TN OUAAOYIKH EmiAucn Twv
nipoBAnuAaTwy mou evtomnifovral. AAMNAEVEETA Ue TRV EKMALSEVTIKN a§LOAOYNON UMopEl va
Slevepyeital kat n AEA, wote va aflomoloUvTal Ol EKPOEC OXETIKA UE OAEG TIC AVAYKEC yla
OAaYEG, PBEATIWTIKEG KIVAOELC Kol OLOPOWTIKEG TMAPeUPACEL KaTtd TNV €EEALEN TNG
eKTIOLOEVUTIKNAG Slepyaciag. ELSIKA LE TN CURUETOXIKN a§loAOynon EKMALSEVTIKOU £pyou N
ekmaldeutikn Slepyacia avatpodoSoTelTaL CUCTNUATIKA LLE TA EUPHOTO, TOL OMOTEAECUATA,
TOL CUUMEPACHOTO TNG 0§LOAGYNONG, LEPOC TWV omolwv adopouv Tn AEA. InuelwveTal OTL WG
OUMMETOXIKN afloAdynon Ttou ekmalbeutikol €pyou opiletal n afloAdynon otnv omola
vloBeteital kat edapudletal n apxn TNG EVEPYNTIKNG CULUETOXNG TWV AUECO KOl EUUECO
EUTAEKOUEVWY OTO EKTTALOEUTIKO €pY0 0 OAO TO GACUA TWV SLASIKOOLWY KOL EPYACLWY TNG,
6nhadn oto oxeblaocpd tng aflohdynong, otnv ulomoinon, otnv afloAdynon, otnv
avatpododotnon Kal otnv aflomoinon twv gupnuatwv tng (Zdnpa, 2015- Cousins &
Whitmore, 1998).

H oAwotikr), mOAUTAEUpn Kal TMOAUPOPGN OVTATIOKPLON OTLG EKTIOLOEUTIKEG QVAYKEC TWV
ekmalbevouévwy npoiimoBétel

» TN ocupBatotnta tng emleyuévng pebBodoloyiag e tn Pprlocodia TnG CUPUETOXNG, TNV
BEATiotn ediktn aflomoinon Twv dtadpopwv LeBOSwy, TEXVIKWY, HEowV Slayvwong Le Eudacn
OTLG CUVEPYELEC LETALY TOUG,

» TNV KaTtaAANAOTNTA TwV SLadOpwy EKMALSEUTIKWY LEBOSWV/TEXVIKWVY TIOU EMIAEyOVTaAL YL
TNV KGAU PN QUTWV TWV OVAYKWY,

» TNV QMOTEAECUOTIKOTNTA TNG OUMPBOARG TOug yla tnv KAAUWN Ttwv £€eAlOCOUEVWY
EKTTALOEUTIKWY QVOYKWV K.ATL.
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Onwg nén €xeL avadepbel WOlaitepn onuacia yla v amoteAeocpatikotnta tTng AEA €xeL n
epappoyr aAANAOGUUTIANPOUUEVWY 1] KOl EVOANAKTIKWY HEBOSWV, TEXVIKWV Kal HEowvV AEA
avAaloya HE: a) Ta ISlaltepa YopaKTNPLOTIKA, TG AVAYKEG, TO TUTILKA KOlL ATUTTAL TTPOCOVTA TWV
ekmaldevopévwy, B) Ta LOLalTEpA XAUPAKTNPLOTIKA TOU QECOU Kol EUUECOU EPLBAANOVTOG
NG eKTALSEVUTIKNC Slepyaoiag Kal y) TIC OUVONKEG, KATOOTAOELS, AVAYKEG, SuvaTOTNTEG Kal
g€elifelc/aANayEC TOU eUPUTEPOU TTOALTLKOU, KOWVWVLKOU, OlKoVouLlkoU TteptpdAlovtog atnv
EKAOTOTE ayopad epyaciag kol kowwvia, Ye €udacn otnv TOMIKOTNTA KAl OTn SUVAULKA
avamntuéng tn¢. Emonuaivetat otL n cwoth enthoyn HeBOdou, TEXVIKAG Kal pécou kaBopilet
Vv aflomiotia Twv amoteAeopdtwy TG AEA, Le CUVETELEG OTNV afLOTIOLNGCN TWV EUPNUATWY
¢ o moA\amAa emnineda. EmumAéov, OTL Ol EPEUVNTIKOL OTOXOL AMOTEAOUV TOV Kuplopyo
mapayovta emhoyng HeEBOSwWV, TExVIKWYV Kal péowv AEA, eite epappdlovtol autotelwg, ite
CUUTMANPWHATIKA, £(TE EVAANAKTLIKA. 2TO TTAALCLO QUTO, avopEpovTal EVOEIKTIKA SUVATOTNTEG
KOlL TLEPLOPLOUOL, TIAEOVEKTHLATA KOL LELOVEKTHHOTO OPLOPEVWY PEBOSWVY Kal TEXVIKWY AEA,
ol onoieg umopel va aflomotnBouv, cuoxeTLoTOUV, GUVEKTLUNBOUV Katd TNV €MIAOYA 1 KAL TNV
avadiapopdwon pag pebodoloyiag AEA oto mAaioto tng dprthocodiog Tng CUUETOXNC.

Me okoTo TNV UTOOTHPLEN TWV KATAANAWVY cuvduacuwV avadEpovtal EVOELKTIKA TO KATWOL:

Opadikl oulAtnon/ cuvavtnon eknaldsutTwy — ekmoudsvopévwy: OL polol, oL oXECELS, TO
TePLBAAAOV Kal ol SUVATOTNTEC CUUMANPWHATIKNAG aflomoinong SLadopeTIKWY TEXVIKWY OTO
mAaiolo plag opadikng oulAtnong /ouvavinong kadlotolv Kpiolun tnv emhoyn Kol thv
edpappoyn TG ueBodou. AvadEpovtal EVOELKTIKA Ta KATWOL:

Avvartotnteg-NAsovekTipoTa:
» TOAUTIAEUPEC CUOXETLOELG,

» SUVATOTNTEC OVAYVWPLONG AVOyKWV Tou ekdppalovtal o AavBavouoa popdn, HEca
ano tnv eupaduvaon, TNV KPLTKA Kal tnv oAAnAeniSpaon),

» gvduvapwaon kat aflomoinon tng Suvaulkng tng opadag otn dlayvwon pn pnta
SLATUTTWHEVWY EKTTOLOEUTIKWY AVOYKWV,

» artd kowvoU emiluon mpoPAnudtwy/ KAGAu PN avaykwy,

» guBabuvon oe smpépoug {nTRpata péoa amo tn Sldxuon yvwong/ eumelpiag twy
OUUUETEXOVTWV K.A.

Neploplopoi- Melovektpota:

D QPVNTLKNA ETLPPON UEAWV TNG OPASAC amo Ao LEAN TNG,

P NYETIKEC OTAOELG Tou eumodilouv tnv €AelBepn ékdpacn Kal TNV LOOTLUN
ouppETOXA,

P QITOTPOCAVATOAIOMOC Omd TO OTOX0 AoOyw TANBoug amopewv, avayKkwv,
TPOOSOKLWVY,

» gvioyuon avaodAAELAC O TIEPUTTWOELG ATOULKWY N PNTA SLOTUTIWHUEVWVY AVOYKWY,
» ieplOwplomoinon HeAwV K.dA.

Tuvévteuén (CUPMETOXLK aTOMKA A opadiky, Sopnuévn, nuidopnuévn, avoikty): H
gotTioon Me BAON OTOXOUG KOl TPOETIAEYUEVOUG BepaTIKOUC TPOCAVATOALOMOUC O€
KOTAAANAO eTIKOLVWVLAKO TIEPLBAANOV LE OPOUC Kal TtPoUTIOBE0ELS, KaBLOTA KABoPLOTLKN TNV
gmAOYN Kol TNV £papuoyr, OUTOTEAWC, EVAAANAKTIKA I CUVOUOOTIKA TNG GUYKEKPLUEVNG
uebo6dou AEA. EvSelkTIKA avadEpovTal Ta KATwOL:
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Avvartotnteg-NMAgeovektrporta:
» goTlOon BAOCEL OTOXWV,
» SNULOUPYLKN KPLTLKH)/ QUTOKPLTIKN,

» e£WTEPLKELON TIPOCWTILKWY OVAYKWVY (ELOIKA OTNV OVOLKTH ATOULKI) CUVEVTEUEN) UE
SladopomolioeLg avaAoya LE TO ATOUO,

» SLOMPOCWTILKA EMLKOVWVIA KoL apecOTNTA (ELOIKA OTN CUUETOXLKI) OUVEVTEUEN),

» g\elBepn €kdpaon amoPng O ONUOVILKA OVOLKTA H Kol TIPOOXESLOCUEVA
NULSopNUéva epwthpata (NUSounUéEVn & aVOLKTH GUVEVTEUEN),

» aflomoinon ¢ Suvaptkng Tng opadag (opadikn cuvévteutn),

» guoxétion amoPewv, euPfabuvon kol MOAUTAEUpeG Tpooeyyloelg {NTNUATWY
(opadikn ouvévteuén) k.d..

Neploplopoi-Melovektpata:

» aduvapleg katd tnv moootikn emnefepyacia Sedopévwy (ELSIKA OTNV OVOLKTH
OUVEVTEUEDN),

» avaykn payvntodwvnong Kol amouayvnrodwvnong ya tnv avaluon pe mbavn
CUVETTELA TN OUOTOAN /dOBO Kal TNV EUPECOTNTA TWV ATAVIHOEWY,

 QVAYKOALOTNTO XPOVOU yla TNV EKTIOVNON KOl 0VAAUCH OUVEVTEUEEWY,

» QVAYKN TIPOETOLUACLOG KAl EMUOPPWONG CUVEVTEUKTH K.4.

Bapopetpa, KAHAKEG XpwHATWY, ypadApata, pwtoypadies K.A.: H GUYKEKPLUEVN TEXVLKA
edapuoleTol HOVO CUUMANPWHOTIKA pe AMec kot avodlapopdwvetal /ovaoxedlaletol
ovaAoya e Tov 0TOX0, TOUC/TIC CUUUETEXOVTEG/OUOEG, TO XPOVO £PapUoynG, K.&. EVOEIKTIKA
avadépovtal Ta KATwoL:

Avvartotnteg- MAsovektpata:

» AUECEC AUOOPUNTEG ATTAVTHOELC,

D QVTOTTOKPLON OELOTIOLWVTOG CUVALCONUATIKA, KOWWWVIKA, BLWUATIKA oToLKELQ,
» SUVATOTNTA £0TLOONG OE OTAOELG KOl CUUTIEPLPOPEC,

» epapUoyn TEXVLKAC O EAAXLOTO XpOVO,

» SUVATOTNTA AUECNG EMeEepyaoiog 1 Kal afLomoinong amavtnoswy,
» QUECN EKTLUNGN «TIEPIMTWONG» ELOLIKA O OUASIKEG EPaPUOYEG K.A.
Neploplopoi- Melovektpota:

» avenapkng eppabuvaon/ kpion,

» QVTLKPOUOLEVEG ETILPPOEG,

» SUVNTLKEG aVTLDAOELG,

® QTTOCTIOOOTLKOTNTA TWV EKTIUNCEWV KOl OUXVEC AAAAYEC, AOYW aAAAYWV OTACEWV,
ouuneplpopwy, StaBécewv Kal andPewy,

b UTIOKELUEVIKEC, N EMOPKWG EMEEEPYUCUEVEG KOL TEKUNPLWIEVEG QTTAVTHOELG,
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» aduvapia EEATOUIKEUONG I KOL YEVIKEUONG EKTLUACEWV K.d.

Zuppetoxkn Mapatipnon: Me mpoUnoBeon tn cUUGWVN YVWUN TWV CUMUETEXOVTWY N
TeXVIKN aflomolel tn ouvepyacia oe cadEg mAaiolo apyxwv (amd Kowou SLaTUNWUEVWVY).
EvSelktika avadEpovrol Ta KaTtwoL:

Avvartotnteg- MAsovektpata:

» EVEPYNTLKA CUHPETOXN otn Slepeuvntikni Slepyaocia,

» QVATITUEN EKTTOLOEVTIKWY pOAWYV,

» KAAALEPYELO KOUATOUPOG OLUTOAVATITUENG Kol auToaloAdynaong,

» evioyuon Suvapikng opadag,

» Slepevivnon avaykwv kpudwv f ou ekppalovtal os AavBavouaoa popodn,
» gAAnAeniSpaon,

» UTIOOTNPLEN BLWUATIKWY IPOCEYYIOEWV K.d.
Neploplopoi-Melovektpata:

b QIOTIPOCAVATOALGUOG OTTO TO OTOXO0 AOYW SLAPOPETIKOTNTAC AVAYKWVY,
» GUOTOAN PeEAwV opadag,

 QVTLKPOUOUEVEG EKPPACELG [N PNTA SLATUTIWUEVWY AVOYKWY,

» aduvapia opBoAoyikng aflomoinong xpovou,

» TIBAVEC OTAOELG AUUVAC, Apvnong Aoyw olyxuong K.d.

Melétn Nepintwong: H mpocéyylon amno to €81k oTo yevikod Kat i Suvatdtnta ulobétnong
KoL EGAPUOYNC TWV apXWV LABnong kat ekmaideuong evnAiKwv cuVOUACTIKA LLE TA KALVOTOUO
XQPOKTNPLOTIKA TNC LeEBOSOoU Kata TNV epoappoyn TnG otn AEA avadelkvUeL Tn onuactia Kal
oUUPBOAn tng, eite edapuodletol o aTOULKO, €lte o OpadIKO emimebo.  EVOELKTIKA
avadépovtal Ta KATwoL:

Avvartotnteg- MAsovektpata:

» TIPOCEYYLON AT TO €L6IKO OTO YEVIKO Kal armod Tn fAcn mpog Ta mavw,

» guBaBuvon kot alomoinon Blwpdtwv/yeyovotwy amd tnv mpaypatiki {wn,
» ueTAPAON TNG EKTALSEUTIKAG SLEPYAOLOC OTNV EKACTOTE MPAYHOTIKOTNTA,

» qvASeLEn avaykwy Kol SUVOTOTATWY o€ eMMeSO LKAVOTATWY, SELOTNTWY, OTACEWY
KOlL CUUTIEPLPOPWY,

» SUVATOTNTA YEVIKEUOEWV PETW KATAAANAWY CUOXETIOEWY,
> KOLVOTOULKN LeBoSoAoyLkn TpoaEyyLon,

» avartuén tkavotitwy/ dsflotitwy eniAvong mpofAnudtwy kot Anpng anodpdcswv,
» QUTEVEPYELO KOIL AUTOQVATITUEN,

» evioyuon ouvépyelag,
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» aflomoinon Sduvapulkng opadag (otnv mepintwon twv case studies oe opadikd
eninedo), K.A.

Neploplopoi-Melovektrpara:

» IPOUTTOBETEL BACIKEG LKAVOTNTEC TWV CUUUETEXOVTWV 1 Kal £EELOIKEVPEVN YyVwon
KoL eumeLpla,

o amaltel e€elSIKEVUEVN TTALSAYWYLKN TIPOCEYYLON Kal SuVNTIKN EMUOPdwWON Twv
EUMAEKOUEVWV EKTTALSEUTWV/CUUBOVUAWY OTO OXESLAOUO TWV TIEPUTTWOEWY TIOU
amoTteAOUV TO OVTLKELUEVO HEAETNG, OAAG Kal otV edpappoyn TG pebodou,

p QVAYKALOTNTA KATAAANAOU XpoOvou,

o SuvnTik UovodlAoTaTn TPOCEYYLoOn TNG UEAETNG «TMepimtwong»  Aoyw
OVTIKPOUOUEVWVY TIPOCWTTKWVY BLWUATWY K.Q.

Mauyvidt POAwv: O duvatotnteg aAAnAenidpacng péoa amod toug poAoug oe TeplBallov
mpooopoiwong KaBlotd Kplolun TN OUYKEKPLUEVN TEXVIKN ELSIKA OTIG TEPUTTWOELG
Slepelvnong avaykwv Kpudpwv 1 avaykwv mou ekppalovtol oe AavBavouca popdn.
EvSelktika avadEpovrol Ta KaTtwoL:

Avvartotnteg-NMAsovektrporta:

» Slapopdwon neplBAANOVTOC TPOCOUOIWONG UE CUVENELX TNV €vtaén Tng Slepyaociag
™¢ AEA otnv mpaypotiki {wn A KoL T oUvéean-0AANAOCU UTTANPWUATIKOTNTA TG UE
™V npaypotikn {wn,

o gvadayn pOoAwv pe €udaon otnv  avoyvwplon kol oto ogPfacud otn
SladopeTkOTNTA, AAAA KOl OTNV KATAVONGCN KLECA Ao T BLWOTLKA TIPOCEYYLON,

» qutoafloAdynon HEow KaTtaAANAa oxedlaopévwy poAWY, TOU avTLOTPEDOVTAL,
» avayvwplon, oAANAeniSpaon Kal CUGKETIOUOC AVAyKWVY,

» KOLVOTOULKN peBodohoyikn ipocgyylon tng AEA,

» avadeLEn avaykwv og eNMeSo IKAVOTTWY, OTACEWY, SELOTATWV K.4.
Neploplopoi-Melovektpata:

» IBavr dpvnon cUPUETOXNE AOYw GUOTOANG otV €kBeon,

» QITOTIPOCAVOTOALOUOG A0 TO OTOX0 CUVSUOOTIKA HE TNV £0Tio0N TG LeEBOSOU oTOo
KTLOLLXVIOLY,

» QVAYKOALOTNTA TIEPLOPLOUEVOU TTPOKABOoPLOUEVOU XPOVOU,
» SuvnTLK cuyxuon Aoyw aAAnAemidpaong pOAwV HETAEY CUUUETEXOVTWY,

» quBavr) olyxuon poAlou, AOyw €0TIOONG OE AVAYKEGC TIOU OuvOEovTal WE
ouVALoONUOTLKO KO KOWVWVLKO TOUEQ,

» TILBOAVOTNTA YEVIKEUONG TUXOV CUYXUOEWY OTNV TOPEia 0TO oUVOAO TNG OHAdaC pe
OPVNTLKEG ETUMTWOEL OTOUC OTOXOUC KOl OTa amoteAéouata, ° Suvntikn €kpnén
ouVaALoONUATWY KOTA TNV SLOMIOTWAON KAl avayvwpLon avaykwy Kpudwv r avaykwy
o AavBavouoa popdn, K.d.
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Project Work: H uébodog autn Staodalilel moAUmAeupeg/oAoKANPWUEVEG TIPOCEYYIOELS TNG
AEA koL mpolmoBetel to oxeblaopd tou project work pe cadwg SlATUTTWUEVA TO
OVTLKELMEVLIKO KOL TO UTIOKELMEVIKO KPLTAPLO. TO OVTIKELMEVIKO KpLtiplo odopd Toug
OVTLKELUEVIKA TIPOOXESLAOUEVOUG OTOXOUG Tou project work kal o mpooSloplopog Ttou
TIPAYLATOTIOLE(TAL KATA TO OXESLOOUO TNC PEBOSOU Og ATOUKO 1 Kol opadikod eminedo. To
UTIOKELUEVIKO KpLTrplo Mpoadlopilletal Katd To oXeSLACUO OTIWCE KL TO QVTLKELUEVIKO, OAAG N
ETAOY] TOU TPAYUATOTOLETAL OO TOUC EKMALSEUOUEVOUC. JUYKpLUEva SlatiBetol pe
gueli€ia otoug ekmaldevopevoug va eTAEEoUV wG Ba e€el&IKELGOUV KATA TNV UAOTIOLNGN UE
SladopomolioeLg avaloya e TI¢ SUVOTOTNTEC, TIC TPOOSOKIEC, TIC EMIBULEC KL TLG AVAYKEG
TOUG. Emiong, kaBwota avaykaio Ttov Tpoodloplopd Tou opadikol Tmpodih Twv
EKTIALOEVOUEVWV/EUTAEKOUEVWV KOl EVOEXOUEVWG TNV KATOVOUN POAWV Kol aploSLoTATWY
amo toug ibloug. Mpoodépel MANBog wohelelwv og OAeC TI¢ dAceLg oxeSlacpou, uAomoinong
KoL afloAOynong HE UETPNOLUEG EKPOEC KATA TNV TOpeia, OAAG KoL KOTA TO TEALKO
anotéAeopa/mpoilov tou project work. EvOelkTika avadEpovtat Ta KATwoL:

Avvartotnteg- MAsovektparta:

» gUVOETOTNTA, TTOAUTIAEUPLKOTNTA KL TIOAAOTTAOTNTA EUPNUATWY,
» KOLVOTOULKN LeBoSoAoyLkn TpoCEyyLon,

» avarttuélakn Seoun/mAéypua Sltepyaociwy,

» SuvatoTnTa avadeLlEng avayKwy os EMIMESO YVWOEWY, LKAVOTHTWY Kal Se€loTtATwy,
» qUECN oUVOEDN UE TNV MPOYHOTIKOTNTA,

» GUUMANPWHATIKOTNTA EKTTALOEUTIKWY GTOXWV,

» TOAUTIAEUPN OUVOETIKN PeBodoAoyLkn TPOCEyYyLON,
» Snuoupyia épyou/wv,

» e€e0peon AUCGEWVY KAl AVATTUEN TPOTACEWY,

» KOAALEPYELO OTACEWV KOl CUUTEPLGOPWV PE SUVOTOTNTO UETACKNUATIOUOU TUXOV
KEUTOOLWVY,

» QUTOMABNON KAl AUTOAVATTUEN PEoA amd TNV TPAEN Kal TNV Mpaypotikig {wn,

» SUVATOTNTA EVIOXUONG TWV TIPOCWITILKWY KAl KOWwVIKwy deflothtwv (soft skills m.x.
AqUn  amodaong, OSnUOUPYLKOTNTA, KPLTIKN LKOVOTNTA, LKAVOTNTA €miAuong
poPANUATWY, EVEALEIQ, CUVEPYOTLKOTNTA, EVIOXUGN GUAAOYLKOU TTIVEVULATOC K.ATL.),

» SuvaToTNTA 0ELOTIOINONG EK TWV TIPOTEPWY, KOTA TN SLAPKELD, OTO TEAOG KO LETA
™V oAokApwaon tTN¢ ekmatSeuTIkn¢/oupBouleuTikng Siepyaoiag, K.4.

Neploplopoi- MelovekTpaTo:

pQvayKaloTNTa enapkol¢ SlabBéoiuou Xpovou oe OAeG TG Paoelg oxedlaouou,
vAomoinong, mapakoAouBnong, aloAdynong,

» SUVNTIKEC OVAYKEG WETAKIVNONG EKTOC TOU €eKmMAlSeUTIKOU TepLBAAAOvVTOC TNG
aiBouoag,

» QVAYKN KATAAANAQ KATAPTIOUEVOU OTEAEXLAKOU SUVAULKOU KATA To oXeSLACUO TOU
project work, aAAd kat katd tnv mopeia uAomoinong kat afloAdynaong tou,

» BavotnTa peTadopds suBuvwy, MPWTOROUALWY, EpYOCLWV CE AGANA HEAN TNG
OMAd0C UE OUVEMELN TIC OVLOOTNTEC UETOEL TOUG Kol TG TOAAQTTAEC OPVNTLKEG
ETUMTWOELG AUTWV, K.A.
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MeAAovtiko Epyaoctipt: H aAAnAouyio Twv GAGEWVY KPLTLKAG, OUTOTILAG KAL TIPOYLOTLKOTNTOG
KOL N KaloToua TpooeEyylon tng UeBodou oe KatdAAnAo Xwpoxpovo ouvieAel otnv
moAUTAeUpN epPabuvon 1 kat otnv evioyuon kat dtevpuvon tng AEA (kat Twv Suvatotntwv).
Q¢ pébBodog pmopet va edappootel pe cuvbuaophd GAAWY CUUMANPWHATIKWY HEBOSWV Kol
TEXVIKWV ava ¢aon. H petaBoaon kat n oadng xpoviki aAAnlouyia twv pacswv cUPBANAEL
TIPOCOOETIKA OTA ATMOTEAECUOTA: UETPNOLUA Kal Un. Tautoxpova aglomolel T Suvaplkr Tou
ouvaloBnUATOC O0To GUVOAO TwVv Slepyaoclwv e TOAAATAEC whEAELEG Kal SuvaTOTNTEG
TPOOTLOEUEVNC aglag TwV ekpowv. EVOEIKTIKA avadEpovTal Ta KATWOL:

Avvartotnteg- MAsovektpata:

» guBabuvon og GUVOALKA KOL EMUEPOUG {NTAUATA L€ CUVETIELQ KAL TNV OALOTIKN
T(POCEYYLON TIPOETUAEYUEVWY {NTNUATWVY,

» gKTiUNON TAPAYOVTWVY N Kol CUVTEAECTWY PECA amd eMAAANAEG 1| OTAUPOELSEIG
OUOYETiOELG cUVEPYAIOUEVWY OXNUATWVY,

» autoaloAdynon pe evioxupéveg Stadikaoieg/spyaoiec avtoavamntuéng,
 QVATITUELAKT SNULOUPYLKI TIPOGEYYLON TWV OTOXWV,

» TTOAUTIAEUPEC GUVOETIKEC EKTLUNOELG,

» EKTOVWON Apvnong,

» aflomoinon Suvapikng opadag,

pgvioxuon mpwrtoPouAiag, autoektipnong, tkavotntag AnYng anodaong,

» evaAAayEg okEPng kal Spaong Ue oAokAnpwaon eMAAANAWY KUKAwWV pabnong,

»SUVAULKN aflomoinon Tou cuvaLloBUATOC OTNV TIOPELX KOL OTO ATTOTEAECATA TNG
uebodou k.a.

Neploplopoi- Melovektpota:
b QIOLTE(TOL TTEPLOCOTEPOC XPOVOG (TOUAAXLOTOV 2WPEG),
» IPOUTTOBETEL EIALKPIVELD KOL AUECOTNTA PETAEY TWV CUUUETEXOVIWY,

» o ekmodeutng/olpBoulog Ba mpémel va £XeL KAVOTNTEG mpowbnong tng
eAelBepnc Ekdpaong, TNG AUTEVEPYELAG KAL TNG AOKNONG KPLTIKNAG,

» KATAAANAQ KOTOPTIOUEVO OTEAEXLAKO SUVOLLLKO,

» SUOKOALEC peTaBaong amod TN $acn KPLTKNG Kal tn ¢dacn outomioag otn dacn
TPAYUATIKOTNTAC O£ 0adEG TAALOLO OTOXWVY KAl LE OO KOlvoU PocSLopLlopéva opla
METAEL TWV PACEWV.

4. Juunepacpata-Eniloyog

H AEA avantuoostal oto mAaiolo tng pLlocodiag TG CUUUETOXNC WG Lot OAOKANPpWUEVN Kall
OTOXEUUEVN BewpnTikn Kal peBoSoloyikn edoppoyn Kol KaAn TPAKTKA tNG. H ouvexng
mapokoAouBOnon NG €EEAENG Twv EKMOLOEUTIKWY avaykwv avatpododotouv TNV
ekmaldevutikr) Slepyacia evioxUovtag TNV TOLWOTNTA KOL TNV OTOTEAECUATIKOTNTA TNG.
MoA\amAég Betikég emdpacelg tng AEA Slamiotwvovtol otn ouvdeon Katdptong —
anaoxoAnong, kabwg aAnA£voeta i mapAAANAQ LE TNV KATAPTLON UIMOPEL va avamtuooovtal
EUPUTEPEC OTOXEUUEVEG TOPEUBACELS OTNPLENG TNG ATMACYXOANONG TWV EKMOLSEUOUEVWY -
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QVEPYWV, EPYAOPEVWY KOL KOWVWVIKA EUTIABWV OUASWY-, CUVEKTILWVTAG SLOCTACELG OTIWG:
T0 PpUAO, N NALKLO, TO EKTIALSEUTLKO 1 KOL TO ETAYYEAUATIKO TTPOdIA, N MOALTLOULKN TAUTOTNTA,
I OLKOYEVELOKH KATAOTACH, N MEPLOSOC TAPALOVIG OTNV OVEPYLO K.ATT.

H uwoBétnon tng ¢plocodiag tng ocupuetoxng Ba mpémel va avayvwpliletol kal otnv
E0WTEPLKN EKTALSEUTIKN TIOALTIKI), OTNV KOUATOUpPA Ko otnv anootoAn twv OEKE. Emiong,
poUmoBETel MAEyUa Kpttnplwy, Tpodlaypadwy, TOLOTIKWY KOl TTOCOTIKWY XOPOAKTNPLOTIKWY
KoL SEIKTWVY, WOTe va Prnopel va uloBeteital, evioyUetal, mpowbeital Kal L.oYupomoleital o€
noAveninedn Pacn koL oe OAeg TIG GACELG AVATTUENG TOU EKTALSEUTIKOU €pyou, TNG
Exkmaibevong kat Kataptiong EvnAikwv kot tng Alwa Biou MaBnong. H uwoBétnon tng
OUMMETOXNG WG dphocodia emnpealel otpatnylka tnv Eknaidevon kat Kataption EvnAikwy
kot tn Ala Biou Mabnon, kaBwg ektipdtal 6tL cupBaAAeL oto va powBeital n Snuokpatia
otnVv ekmaidevon kal otn oUvleon TNG HUE TNV ayopd E£pyaciog Kol TNV Kowwvia.
MNpolUmoBéoelg ywa tnv mpowbnon tng ¢dlhocodiag NG ouppetoxng amotehovuv: OL
OTOXEUUEVEG OALOTIKEG mapepBAcelg H avamtuén KouAtoUpag Kot ToLOTNTAC CUUETOXNG, WG
WOlaitepnc aflag otnv eknaidevon: H cUOTNUATIKY) CUVEXNG OXETIKN EMUOPDWON TWV AUEC
KOl EUPECO EUTMAEKOPEVWY OTNV eKMOLSeUTIKY Slepyaoia Kal oto ekmaldeuTikd €pyo: H
aflomoinon tTwv SuvVaToTATWY TNG KPLTLKNC, TNG HETOOXNUOTI{ouCcaG KAl TNG XELPADETNTIKAG
pabnong: H cuotnUatiky CUPUETOXLKA 0€LOAOYNON TOU EKTTALSEUTIKOU €PYOU K.ATL.

Me mupnva v ekmaldeuTikn oxéon n AEA mpoimnoBétel tnv aAAnAocuunAnpwon HeTaEy
OlEpYAOLWV -ECWTEPLKWV KL EEWTEPLKWV- TNG EKTOLOEVTIKN G Slepyaoiag. Me auTov Tov TpOTo
gmtuyxdvetol moAuSidotata Kot oAokAnpwpéva éva  oUCTNUA  ELCPOWVS EKpowV
oAAnAévdeta pe éva Aéypa/to oxéocwy attiag/wvSanoteAéopatog/wv. H ekmatSeuTikA
avAyKn Umopel va oxetiletal Ye TNV attia 1 Kot To anotéAeopa. Itnv npaén tpododoteital
kot avatpododorteital n AEA pe otolyeio—mtAnpodopieg mou avalvovtal ] Kal cuvtiBevrtal yia
VQ ATIOTEAECOUV TIC EKTIALOEUTIKEG AVAYKEC. XTO eEWTEPLKO TEPLBAANOV £XEL KploLlun onuaocia
n oflornoinon 1wng Olepyaciag mMPoofyylong, TMPOCEAKUONG KAl UMOSOXNAG TWwV
EKTOLSEVOMEVWY. ITO €0WTEPLKO TeplBaMov  Kkplown ektiudtal kabs ouviotwoa,
napayovtag, Slepyacia, Stadikaaoia, TOU EUMEPLEXETOL TUTILKA H KOL ATUTIOL OTNV EKTTOLOEUTIKN
Slepyaoia.

210 m\aiolo auTo Kplolpo onueio otoxeuong TnG SLAyVWaong OVayKwy yLo T OUCLAOTIKA, KoL
OXL anmAwG SLEKTIEPALWTIKA, ATIOTEAECUOTA TNC EKMOLOEUTIKNG SlEpYAOLOG TTOU TIpoodhEPETAL
0€ €VNALKEG OUVLOTA N CUUMEPIANTITIKY YVWON TNEG KOWWVLIKOOLKOVOULKAG KATACGTACNC TWV
enwdelolpevwy, KABwWEG KAl N evnuépwaon avadoplka e To eKalSeUTIKO Toug UTOPBabpo,
TNV EMAYYEAUATIKA TOUC EUTIELPLA, TNV TIPOOWTTLKNA KAL TNV OLKOYEVELAKN TOUC KATAOTAGH, TLG
TIPOYEVECTEPEC CUVEPYOOLEC TOUG HUE GAAOUG DOPELG KaL TNV KOLVWVLKN Toug SpactnpldtnTa.

A&loAoywvTag To yVWoTIKO uTtoBabpo kal aflomolwvtag TNV KAt@AAnAn Siktuwaon pe aAAoug
dopeig kal yvwpllovtag TIC QMALTAOELG TNG ayopag epyaciag, oL ekmaldeuTikol oTtdyoL
oxeblalovtal kal VAomoloUVTaL PE PEYOAUTEPN CADNVELD KOL ONMOTEAECUATIKOTNTA OTOV
npoodlopilovtal o€ ouvadelo HE TNV TPAYHATWON TWV apXIKWV embwéewv Twv
enwdeloVuEVWV.

210 eninedo tn¢ AEA Kal TNG CUMUPETOXNG TwV eMWdEAOUUEVWY, YEVIKOTEPOG GTOXOG £lval va
ouykpotNnBel €va €UEAIKTO OSLayvWOTIKO gpyaAgio moAuoxLdol¢ avaAuong eKMALSEUTIKWY
OVOYKWV LLE TO OTOL0 UTTOPOUV VA EVIOTILOTOUV, va cUAAEXBOoUV Kal va KataypadoUVv OYETIKA
6ebopéva KOl EUPAUATO TIOU VA OVTOIOKPIVOVTOL OE TIOLOTIKEG Tpodlaypadec Twv
EKTTALOEUTIKWY SlEpYAOLWV Kal va adopolV TEXVIKEG TIPOCAPUOYEG, OPYOVWTIKAG TAEEWC
TIPOETOLHAOIEG, KABWCE KoL CWHATLKEG KAl PUXOAOYLKEG ATALTAOELG SNLOUPYLKNG CUUUETOXNS
OTO EKTIALOEVUTLKA TIPOYPAMUATA TTOU VA CUMTIEPIAQUBAVOUV TNV ONTIKN, TV TPooAnyn, ta
OVTIANTITIKA. OXAMOTA KOl TIG EPUNVEUTIKEC TITUXEC Tou avoduovtal amd Tn HEPLA TwV
OUMMETEXOVTWY. TEAOG, oTo TAQIOLO OAOKANpWONG TOU Tapanmavw TmAalciou SLayvwong
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EKTALSEUTIKWY avoyKwv Teplypadetal Kal 1o medio yia tn APn anodacswv w¢ mpog ta
ETUPEPOUC Kal LOLAITEPA TIOLOTIKAL XOAPOKTNPLOTIKA TNC TIPOTEWVOUEVNC EKTIOLOEUTIKNG
Slepyaoiag.
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Napouciaon tou BLBAiou tou AAEEN KOKKOU

H Advapn g Téxvng
ki A «H Avvapn tng Téxvng otn Mabnon

exnaideuon evalixev oxoheio
il e 4 Awdoktiki pebBodoloyia yia tnv eknaidsuon evnAikwv Ko To
oXOoAeilo»

7

Ap. Mapia Xpriotou

Exkmatdeutikog MN.E., KaBnyntpla-2oppBoulog oto EAANVIKO AVOLKTO
MaveniothuLo, xristou273@gmail.com

To BBAlo tou AAEEN Kokkou, Opdtiwou Kabnyntr Exkmaideuong EvnAikwv oto
EAANVIKO Avolkto Mavemwotnuilo, H Avvaun tng Téxvne otn Madnon, amotelel
uetadppaon tng ayyAwkng €kdoong Kokkos Alexis, Exploring Art for Perspective
Transformation twv gkddoewv Brill/Sense (2021). 1o mpwto pépog tou BiPAiou (1°
€wg 7° kedAAaLo) TAPOUCLATETAL UE LECTO TPOMO £va VPV BewpnTikod MAaiolo yla
TOV TPOTO LE ToV omoio n emadn e TNV TExvn SUvaTal Vo UTIOKIVACEL TN Lddnon. Zto
beutepo HEpPOG (8° éwg 11° keddAawo), mapouctaletal €va Ldlaitepa XproLUo
neBodoAoyikd mhaiolo aflomoinong tng Téxvng otnv ekmadeutikn Siepyacia, pe tnv
napouvciaon tng Stdaktikng pebodouv «Metaoynuatilovoa Mdabnon péca amod tnv
AwoBnTIkA Epmelpla» Ko tov Tpomo mou €xeL ePpapooTEL o€ SLAPOPETIKA eKMALSEUTIKA
neplBaiiovra.

210 1° kedalalo tou BiPAiou yivetal Sidkplon PETAlU TwWV OTOXOAOTWV ToOU Bewpolv TN
MAOnon wg «egUmepLoTATWHEVN Slavontiky Siepyacio» (0. 26) Kol Twv OTOXOOTWV TOU
aoyxohoUvTal pe tn padnon wg «dlepyaocia mou audloBntel mpoBAnUATIKEC TapadoxEC, oL
omolieg Bewpouvtal dedopéveg kat SLEmouv TIG avtiAnpelg pog» (o. 27). H avadeitn twv
KEVTPLKWV LOEWV HEAETNTWY, OL OTtOLOL AcOAOUVTAL UE TN LABNGCN IToU OTOXEVEL oTNV aAhayn
avtiAfpewv (Piaget, Kegan, llleris, Argyris, Schon, Gramsci, Freire, Mezirow, eKmpocwTOL TNG
Metaoxnuatilovoag Mabnong kat tng Kpttikn g Matdaywylkng) eivat éva mpwto oTolXeio mou
KAveL To BLBAlo auTO TOAUTLUO Kal emikalpo. Kol auto ylati, otig HEPEG LG, oL paydaleg
OAAQYEC OTO KOLVWVLKO-OLKOVOLLKO, TIOALTIKO KoL TTOALTIOUKO TTAQiolo €xouv Snuloupynoest
VEEC QTALTAOELC Yl TOV CUYXpOvo avBpwro, o omolog KaAeital va avtametEABeL oToug
ToAAamAoUG pOAOUC TOU OE TIPOOWTILKO KOl ETTAYYEAUOTLKO eminedo. H pabnon nou Baoiletal
OThH CUCCWPEUGCN YVWOEWV OTOSELKVUETAL AVEMOPKAG, KaBw¢ To dtopo dev edodlaletal
KOTOAAANAQ YL VO OVTLUETWTILOEL Ta 0TEAWG Sopnpéva TpoBAROTO TG KAONUEPLVOTNTAC TWV
oUYXPOVWVY Kowwviwyv, SnAadn ta {ntpata mou emidexovrol mMoAAnAEG AUCELG KAl TTOU, O€
KATTOLEC TIEPUTTWOELG, N TOAUTIAOKOTNTA TOUC £ival Tétola Tou Kapia Abon &ev Bewpeital
enapkn¢ (King & Kitchener, 2004). Afilel emiong va avadepBel ot1, amo 1o 1° kioAag kedhdaAalo,
Sivovtal mapadeiypato aflonoinong Epywv TEXVNG TIPOKELUEVOU va eTutevyBel n g Babdog
KOTOVONON OUYKEKPLUEVWY Bewplwv pabnong. MNa mapddelypa, oTo UTIOKEDAAQLO TIOU
vivetal avadopd oto £pyo tou Kegan, avadépovtal ta Epya Nopa ) To KoukAoartito tou Tev
KoL N Klvnuatoypadikr tawvia tou Mnépykuav SknVvee amo Evay yauo we LESA TIPOCEYYLONG
¢ Bewpnong tou Kegan yla ta otadla cuveldnronoinonc.

210 2° kepAAalo YIVETAL AVOOKOTNGN TNC YWWOTLKAG Bewplag Tng TEXVNG, N omoia Tovilel Tn
onuaocia TIou EXEL n Slepelvnon £pywv TEXVNG LE oTO)X0 ™mv
QVATITUEN YVWOTIKWV LKOVOTHTWY, EMKEVIPWVOVTOG 0TO £pyo Twv S. H. Broudy, H. Gardner, N.
Goodman, D. Perkins kat R. Silverman, onwcg emniong otig ekmaldeuTIKEG TpakTikEC Visible
Thinking kat Artful Thinking Tou Project Zero tou Harvard. Znuavtiko otolxeio tou kedpalaiou
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glval otL mapouaotalovtal CUYKEKPLUEVA HOVTEAQ TOpATAPNONG Kal emefepyooiag Epywv
TEXVNG, OMWCG To poviélo Broudy kat Silverman (Making an Informed Aesthetic Response), n
TEXVIKA Ttapatnpnong épywv téxvne tou D. Perkins, ta mpoypaupata Opatn IkéPn (Visible
Thinking) kat KoAAtexviky Zképn (Artful Thinking) tou Project Zero. H avadopa oe
OUYKEKPLUEVA Mapadeiypata enefepyaoiag Epywv TEXVNG, OTIWG TO ELKAOTIKO Evaotpn Nuyta
Tou Vincent van Gogh w¢ nmapdadelypo ebappoyng tng TexVikng tou Perkins, n omepa tou
Mozart O lduog tou Qlykapo w¢ MAPASELYUA AVATTUENG TWV HMOPGWVY KATAVONONG TIOU
gnonpaivovtal amno tov Gardner, oAAG Kal n HEAETN TepiMTWONG OV avadEPETOL O Eva
Bivteo pe ™ {wn tou XitAep oto mAaiolo tou Artful Thinking, kwvouv to evlladépov Twy
ovayvwotwv/otplwv Kat Bondolv otnv Katavonon tou Bewpntikol mAalciov. Qotdoo, amnd
TNV apxn Tou Kedbalalou EMIONUALVETAL OO TOV CUYYPADEQ OTL, EKTOG OO TN GUYKEKPLUEVN
BewpnTikn Tpooéyylon aflomoinong tng TEXVNC w¢ PEoou pabnong, otn BLBAloypadia
evrtomniletal kal plo Sevtepn Bewpnon, n omoia avadelkvUel TV aglomoinon TNG TEXVNG WG
MECOU avaBewpnong TMEPLOPLOTIKWY ) KATATLECTIKWY LOEWV Kol cupnepltdbopwy. Map’ oAa
auta, o cuyypadéag evromnilel SUo Bacikd onueia cUykALong twv dUo Bewproswv. To TPWTO
glval n onupacia eumAokng twv eknaldevopevwy os eEeAlyuéveg Slepyaoieg okEPNG Kal To
SeUTEPO €lval N onpavtikr Suvapikn tng tExvng otn dlepyacia tng Labnong. Aev mapaleimnet
OMWCG VO EMIoNUAVEL Kal pa Baoikn Stadopd, n omolo €ykeltal oTo OTL ol Bewpntikol TG
M'VwoTikAg ZxoANg tng Téxvng Sev aoxoholvrtal €1 BaBog pe To {ATNHA TNG CUVELONTAG
audlofitnong duocAettoupylkwy avtIAAPEWVY Twv eKMALOEUOUEVWY LECW TNG TEXVNG. TO
INTNUO AUTO OIMOTEAEL AVTLKEIEVO PEAETNG TWV EMOUEVWVY TECOAPWYV KEDAAALWV.

210 3° kedpahalo yivetal ektevi¢ avadopad otnv MMownTikn Tou AploToTtéAn. Ao tnv Elcaywyn
Tou Kedpahaiou emionuaivetal otL n fownTikn AMOTEAEL TO TTPWTO £PYy0 TIOU aAcXOAROnKe
OVOAUTIKA HE T OX€on TEXVNG KOl HABNoNG mou omoPAEMEL OTOV HETACXNUATIOUO
npoPAnuatikwy avtiAnbewv. EE apxng toviletal OtL peAetwvtag Tn oxetikn BLBAloypadia,
evtorniletal éva eupl GACHUA EPUNVELWV TOU TIEPLEXOUEVOU TNG 1OLNTIKAC, TTOU AEITOUPYEL TO
1610 w¢ éva €pyo TEXVNG TO omoio emibéxetol MOAATAEG epunveieg Ywpi¢ va pmopel va
oUANDOel auBevtikd To vel a Tou Snuioupyol. Q¢ ek TOUTOU, 0 oLYYpPAPEAG ETXELPEL val
npooeyyioel TNV MotnNTiky) UTO TO TIPIOUA TOU KOTA TTOCO QUTH UIMOPEL VA CUCYETIOTEL E TN
pnadnon mou anookomnel otnv aAlayn avtAqPewv. ITo KEGAAALO AUTO, EKTOG OO TO YEYOVOG
otL napouotalovtol BaclkéC €vvoleg Kal oTolxela tng Tpaywdiag, avadsikviovtal Kal ot
EKAEKTIKEC ouvadeleg TNG [TonTikAC LE oLUYXPOVEC BewpPNTIKEG TPOOEYYIOELS TNG LABnong
TIOU QTOBAETOUV OTOV LETACKNUATIONO TOU TTAALoiou avadopdg pag, onwe Le tn Bewpnon
twv Yorks kot Kasl oxetlkd pe TOV OUYKLVNOLAKO, opBoloylkd kol $aviaclako TPOMo
katavonong mou cuvdualovtal otn xelpadetovoa pabnon' pe tn Bewpnon tou Kegan,
OXETIKA UE TNV OUTO-0TOXAOTIKA Slepyacia w¢ mpolmndbeon ywa tn petdfacn oto wWPLUO
otadlo cuveldnromnoinong: pe tn Bswpnon tou Mezirow, GXETIKA € TN onuacia Tou KpLTikoU
OTOXOOUOU WOTE VO CUVTEAEDTEL N Xelpadétnon, aAAd kol pe tn Bewpla TNG pabNnoloKng
aflonoinon¢ Twv okpaiwv ouvalebnuatwv tng Malkki. Emiong, emionuaivovrtat
OUYKEKPLUEVOL AOYOL ylo TOUG OTIOloUC TO €pyo auTd umopel va avadeifel tn onuacia
alomoinong onUAVTLKWY £pywV TEXVNG 0T pabnaolakn diepyaocia.

To 4° kedalalo adlepwvetal otig anoelg tou John Dewey kat tng Maxine Greene oXETIKA
Ue tnv aflomoinon Tng T€XVNG. 2To HEPOG IOV avadEpeTal ot anoelg Tou Dewey, atilel va
otaBoupe otnv mapatipnon tou MapBevwva MPoKeLWEVOU va yivel avTiAnmen n Siepyaoia
AVTANONG VONUATOC LECW EVOC £PYOU TEXVNG, €va tapddelypa ou avadépsl o Dewey oTo
£€pyo tou H Téyxvn w¢ Eumeipior (1934/1980). Emiong, ota mapadsiypata £€pywv TEXVNG
OUVYKEKPLUEVWY KaAAltexvwy, Tta omoilo Bewpel o Dewey KoTtAAANAa va TPOKOAEGOUV
ONUOVTLKA aoOnTkn eumelpia, onwg n Méumtn Zuupwvia tou Beethoven, n Osia Kwuwdia
tou Dante, o Hamlet kaL o Mackbeth tou Shakespeare, To Mayiké Bouvo tou Mann, o
Muwuaori¢ tou Michelangelo, kaBw¢ kat mivakeg twv Botticelli, Cézanne, Courbet, Degas, El
Greco, Goya, Manet, Matisse, Monet, Rembrandt, Renoir, Titian, kat Velazquez. Méoa amno
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TOL CUYKEKPLUEVA TIAPASELYOTA YIVETOL EUKOAOTEPA AVTIANTITH 0rtd Tov avayvwaotn/otpla n
Bewpnon tou Dewey.

Avadopika pe tn Bewpnon tng Greene, afilel va otabolpe Kkal MAAL OTNV Tapouciaon
OUYKEKPLUEVWYV Ttapadelypdtwy aflomoinong £épywv Té€Xvng Katd tn pobnolokn Siepyaocia,
To omola avadEépel n idla oto cuyypadiko TN £pyo we evavopata okéPng, evouvaicbnong
KoL evepyomoinong tng pavraciag, 0nwg n tawvia tou Spike Lee Do the Right Thing, aA\d kall
To publotopnpata twv Marquéz (Exato ypovia povaéia), Melville (Moby Dick), Kundera (H
aBaotaytn eAappotnta tou eivait), Wolf (Cassandra), Camus (H MavoukAa), Walker (The
Color Purple), Fitzgerald (O Meyaldog Gatsby), Dostoevsky (Ot adeApoi Kapaualwe), Twain
(Ot mepinéteieg tou Huckleberry Finn), Morrison (Ayamnuévn), mivakeg twv Braque, Cézanne,
Goya, Hopper, Monet, Picasso, van Gogh kal Velazquez, talvieg twv Kurosawa, Lee, Welles,
noinon twv Bishop, Blake, Eliot, Stevens, Beatpikd épya Twv Brecht, Evpunidn, Shakespeare,
KoL ouvBEoelg Twv Beethoven, Chopin, Mahler, Mozart, Stravinsky.

1o 5° kedpahalo avadelkviovial oL Baolkég LOEEC TwV OTOXAOTWV TNG XXOANG TNG
Opavkdouptng, avadoplkd He T XelpadeTovoa Kal Xelpaywyoloa Texvn. MNpwta yivetal
gotioon ot anoPelg twv Adorno, Horkheimer kal Marcuse OXeTIKA e TN AELTOUpPYia TNG
MOlIKNG KOUATOUPOG KOL TWV TIPOIOVTWY «TTOALTLOTIKAG Blopnxaviagy. Atilel va otaBolpe
oTNV avAAUGCN QMOCTINCUATWY TOU Klvnuatoypadikol €pyou QuUladéApesia amd Ttov
ouyypadéa, w¢ HEAETNC TEPIMTWONG Yyl TNV TPOCEYYLON OCUOCTATIKWY OTOLXEIWV TNG
Bewpnong twv Adorno kat Horkheimer avadoplkd pe TNV €UNMOPEULOTOTIOLNUEVN TEXVN,
Slvovtag otov/otnv avayvwotn/otpla T SuvatotnTa VO OVOOTOXOOTEL €MAVW OTO
OUVKEKPLUEVO TNTNUa, olaitepa edv €xel &L TNV Towvia. ITn OUVEXELD TOUu KedpoAaiou
niapouotdfovtal ot Béoelg tng IxoAng tng MpavkdolpTng OXETKA UE TN XELPADETNTIKA
SUVAULKA TIOU EUMEpPLEXOUV Ta omoudaia €pya TExvNG. AELOTPOCEKTO Elval TO CNUELO TOU
kedpalaiov oto omolo o cuyypadéag emAEYEL va eKDPAOCEL TNV TTPOCWTILKN TOU aAvTiBeon
OTNV KPLTIKA TIou €xel aoknBel ot amoPelg twv Adorno, Horkheimer kaiL Marcuse,
KOTOOETOVTOC UL TIPOCWTILKN TOU UMELpia pe avadopd oTo Beatplko €pyo [lepiuévovrac
Tov kovto tou Beckett, €pyo oto omoio avadépetal kat o Adorno w¢ Mapadelypo €pyou
TEXVNG KE TOAUSLACTATN KOl PEVUCTH VONUATLIKA S0Un, TO OToilo TPpoodEPETal WG EVAUOTUA
0UTOCTOXOOHOU.

To 6° kedaAalo sival adlepwpévo oTig amoPelg Twv Freire kol Gramsci OXETIKA LE TOV POAO
NG TéXVNG otn Habnon. O cuyypad£ag Kot o€ auTO To KEGAAALO ETUAEYEL VA TIPOCEYYLOEL TNV
€KTTOLOEVUTIKN TIPOKTLKH TOU Freire péoa omo CUYKEKPLUEVO TOPASELYUA, TIOU avadEpPETOL
otov KukAo tn¢ KouAtoupag, mapoucialovtog Kol Tpla okitoo mou XpnoLponolouoe o idlog o
Freire. Zto (610 mAaiolo, mapouatalovtal ol anoPelg Tou Gramsci OYETIKA UE TNV TPLUEPN
Katnyoplomoinon Twv Snpodpllwv €pywv TEXVNG. TNV Tpltn Katnyopia avodépovral
napoadelypata €pywv TEXVNE mou, cUpdwva PeE Tov Gramsci, TpoodEpouv evauopaTa yla
Xelpadetovoa uabnon, onwg n BOcia Kwuwdia tou Dante, €pya tou Goldoni, tou
Shakespeare, tou Zola, apyaieg eA\nvikég tpaywdieg, £pya tou Pirandello, n Nopa n to
KoukAdorito tou TPev.

To npwto pépog tou BiBAlou oAokAnpwvetal pe to 7° kedpdalalo, 6mou mapouactalovral
EVAANQKTIKEC TIPOOEYYIOELG OXETLKA LIE TOV TPOTIO TTOU UTIOPEL N HABnon HEow TG TEXVNG VOl
OUMUBAAEL otV aAAayr TOU TPOTIOU TIOU KATAVOOUUE TNV MPAYUATIKOTNTO, UE avadopEG oTn
Mouoelakr Ekmaideuaon, otig MoATIoUKES ITTOUSEC, oTtov KpLtikd Mpappationo, kobwg Kat
otnv Kputikn MNatdaywylkn, UE eKTEVESTEPN avodopd otn Bewpnon tou Giroux yla TIG
SnUodelg KivnUaToypadLKEG TALVIEG, HECW TOU GXOALOGHUOU TTOU KAVEL O (510G oTNV Tawia
Pretty Woman. e 6,tL adopd otn Mouoelakn Ekmaideuon, o cuyypadeag mapobEtet
mapoSelylaTa EUTELPIKWY UEAETWY TIou SLe€nxbnoav os pouoeia OXETIKA UE TIC ATOYELS
TWV ETILOKETITWV ylo TO eKTIOEpeva €pya TEXVNG, aAAA KoL HOUCELOKWY €kBECEWV Kal
EKTIALOEUTIKWY  TIPOYPOUUATWY  pouosiwv, To omoia  SteukoAlvouv  tov/tnv

107



ovayvwotn/otpla va mapoakohouBnosl tnv mopeia €€EAENG Twv pouosiwv TEXVNG Ao
Xwpoug amAng dhofeviag Epywv, o€ XWPOUC TTOU UTTOPEL val GUUBAAAOUV OTNV KOWVWVIKN
KPLTIKN, TN pLloomaoctiky ekmaidevon evnAikwv Kol TNV Kowwvik oAhayn. TEAogG,
TOPOUCLATETAL, WE L0 AKOUO HEAETN TIEPIMTWONG £pYOU TNG TOALTLOTIKNAG Blopnxaviog, n
towia Sex and the City, péow TNG omoiag o ocuyypodEag KATAOETEL TNV MPOCWTILKY TOU
amon oXeTIKA e Ta TTPOoPAN AT TTOU UIMOPEL va eyeipel n aflomoinor tng o€ LaBbnoLaKEG
Slepyaoiec.

To Oeutepo pé€po¢ tou PBiBAlou elval adlepwpévo otnv mopoudiacn TG HeBodou
«Metaoynuatilovoa Madnon péoa and tnv Alebntikn Eumneipia».

210 8° kepahalo mapouatalovral Ta BewpnTikd BepéAla Kat ol BaolkéG apxEG tng ueboddou.
AtileL va otaBolpe oto yeyovog otL n uébodog autn umopetl va aflomolnbel téoo otnv
ekmaibevon evnAikwv 600 KaL OTNV TUTILKN EKTTALSEUON, 0€ OAO TA YWWOTLKA QVTIKELHLEVA KOl
ortd supl GACUA EKMALSEUTWV/TPLWY KOL EKTMALSEUTIKWY, UTIO OUYKEKPLUEVEC OHWC
poUMoBETELC OL OTOLEG EMIONUaivovTaL PNTA.

To 9° kedaAalo sivol adlepwpévo otV avaAUTIKN Teplypadn Twv entd otadlwv tng
uebodou, omou yla kabe otddlo yivetal olUvOeon HE TO OXETIKO BewpnTiko mAaicto. To
napadelypa epapuoyng Twv otadiwv g pebddou o MPayUATIKEG EKTIALOEUTIKEG CUVONKEG,
onw¢ mopatiBetal, umokivel To evlladEpov Twv avayvwotwv/otpuwv Kat Sivel blaitepn
{wvtavia oto keipevo. Emiong, &wapalovtag TO oUyKekpluEvo  KedAAalo ot
oVayVWOoTeC/oTpLeg £xouv TNV aicBnon otL cuvoptholv pe tov i8lo tov cuyypadea, kabwg
TIOevTal OUYKEKPLUEVO EPWTAMATO TIOU OMACXOAOUV TOUG/TIC eKMOUSEUTEG/TPLEC KOl
ekmaldeuTikoU¢, IoLaitepa Otav emXeLpoLv va edpappocouy tn LEBodo yla mpwtn ¢opa, Kat
Sivovtal avaloyeg amavtnoeLg.

Jto 10° kedpahaito mapoucialovtol tpla mapadeiypata edapuoyng tng pebodou oe
SladopeTika ekmaldeutika TAaiola: oe GUAOKEG, O ANUOTIKO OXOAsio kaL oe Tunpo
Nnmaywywv og AEL To cuykekpluévo kedpalalo ival tdlaitepa XproLo yla eKmalSEUTEG Kall
ekmaldeutikolC oL omoiol mpotiBevtal va edapudcouv tn HEB0do, kKabBwe mMépa amnd To
PO aVEG — TNV AVOAUTLKH TTapoucioon Twv otadiwv tTng HeBOSoU o€ MPAYUATIKEG CUVONKES
eknaibevong — avadelkviovtal oL SUoKOAleg Tou evdéxetal va avaduBouv katd tnv
edpappoyn TN, OMWCE Ol AVILOTACELC TWV EKTTALSEUOUEVWY N TA SINAUUOTO TTOU KaAeltal va
ovTleTwrtiosl o/n ekmaldeuTAc/TpLa i EKTASEUTIKOC KATA TNV edappoyr] Twv oTadiwy.

To 11° kedalalo ovadelkvUel Ta Paclkd cupmepAaopata mou €xouv efaxBel amd tnv
epappoyn tng HeEBOSOU Og TMIPAYUATIKEG CUVONKEG ekmaldeuong, evw meplAapBavovtal Kot
OPLOUEVEC TIPOTACELG YLOL TNV TIEPALTEPW EdAPUOYN TNC LEBOSOU TOGO ATO PEUOVWUEVOUG
EKTIALOEVUTEC/ EKTTALSEUTIKOUG OO0 Kl Ao €KMALSEUTIKOUE OPYaVIOHOUC.

To BLBAlO OAOKANPWVETAL HE TIG CUUMEPACHOTIKEG OKEWELC TOU ouyypadEa Kol PE €va
olattepa XprOLUO TTAPAPTNO LUE TIPOTACELG afLlomoinong AOYOTEXVIKWY, KIVNLOTOYPOPLKWY
KOL HOUOLKWV €pywv oto TAaiolo tng uebodou. OL MPOTACELS AUTEC ouvodevovTal amnod
OUYKEKPLUEVA TTapadeiypata eneepyaciog EpywV TEXVNG.

Juvoyilovtag, to PBBAlo H Avvaun tng Texvne otn Madnon avadelkvUel TNV MOAUTLUN
ouvelodopa tng aflomoinong tng TEXvNG yla pabnolakoug okomoug, Sivovtag mAnbwpa
TOPOSELYUATWY TIPOKTIKWY EPOPUOYWY OE EKTOLOEUTIKOUC XWPOUC, OE OUASEG, O ATOUA,
O£ KOWVOTNTEG, Kol TeplypAdovtag avaluTtika pia dtdaktiki pLEBodo mou otoxelEL otnv
KPLTIKN €mavagloAoynon Kowwvikwy, NnBikwv, ¢locodikwy Kal AAAwV £SpALWUEVWY
TMEMOLONOEWV TWV eKmMoldeVOUeVWY. Agdopévou OtL otn oXetikn &tedvn PBiBAloypadia
evrtonilovtal sAdaylota mapepdepn nmapadeiypoata Sdaktikwv pebBodwv aflomoinong tng
aodntkng eumetpiag (Kokkos & Fleming, 2024), aAAd KalL TOU OTL OTNV E€AANVLKA
EKTOLOEUTIKN TPAYUATIKOTNTA N S18akTik aflomoinon tng TEXVNG KAl N AELTOUPYLKA
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EVOWMATWON TNG 0TO OXOALKO cuoTnua amoteAsl akdpa {ntovupevo (Kokkog k.d., 2024), to
BBAio autd umopel va amoteAéosl pla muEida yla 6o0ou¢ Kal 00eg svdladEpovtal va
guBabuvouv oto katd moco n aflomoinon tng TEXvNG otnv eknaideuon £€xetL Tn Suvapn va
ouvelodEPEL OTn Pabnon pe otdxo TV aAlayn).
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