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Editorial Note

In a period of rapid transformations in work, education, technology and policies, Adult
Education is reemerging not as a “subsystem” but as a critical component of a broader
ecosystem of lifelong learning. This issue brings together seven studies that, from different
starting points, fruitfully “discuss” with each other and map a common orientation: the need
to connect learning with social justice, the qualitative transition to work, and the cultivation
of critical thinking and action.

Karalis, in his article “Is there any place for Adult Education in the era of Lifelong Learning?”,
convincingly documents that “lifelong learning” is not just a policy term, but the slow
emergence of a new paradigm with the central concept of the continuum—the continuity of
both educational institutions (formal, non-formal, informal education) and learning pathways.
The historical “massification” of education, the shift from certification to micro-accreditation,
the emergence of new types of inequalities in access to resources (especially in the digital
sphere) and the Matthew effect in adult participation, constitute a demanding scenario where
Adult Education is called upon to play a dual role: (a) compensatory/complementary towards
inequalities and (b) democratic, with a focus on the cultivation of critical thinking and critical
reflection as a transversal theme. Learning is increasingly described through notions of
flexibility, employability, and continuous adaptation. A fundamental question therefore
emerges: when learning is framed as a lifelong requirement, where does responsibility truly
lie—with the individual or with society? Karalis invites us to understand lifelong learning not
simply as a policy orientation but as a deeper paradigmatic transformation. Within this
context, Adult Education is called to safeguard its social role, so that it does not dissolve into
a narrow logic of constant upskilling and individual accountability. The article offers a
framework of understanding that “unlocks” practical synergies between universities, non-
formal education institutions and informal learning spaces. Thanassis Karalis argues that in
recent years, lifelong learning has expanded and reshaped almost every educational
discussion.

These concerns become particularly visible in work-based learning and apprenticeship, note
in their article Goulas, Karatrasoglou and Papageorgiou highlighting apprenticeship as a
structured form of workplace learning with a clear regulatory, pedagogical and social
dimension. Such pathways can offer meaningful routes from education to employment,
especially for young people navigating unstable labour conditions. Yet these routes remain
reliable only when quality is ensured: through clear frameworks, social partnership,
pedagogical guidance, and fair working conditions. Without these elements, apprenticeship
risks losing its educational character. The analysis of the European approach (EFQEA, EQAVET)
and the Greek schemes (EPAS DYPA, Post-Secondary Year—Apprenticeship Class of EPAL, SAEK)
highlights achievements but also persistent challenges: quality of programmes,
supervision/guidance in the workplace, transparency, relevance to market needs. INE/GSEE
proposes a coherent package of measures—a register of companies that meet minimum
requirements, training of company mentors, apprenticeship contracts with clear learning
outcomes  and rights, fair  remuneration/insurance  protection,  systematic
monitoring/evaluation—so that apprenticeships function as a real bridge from education to
decent work, and not as a job substitution or low-paid employment. As Goulas, Karatrasoglou
and Papageorgiou underline, transition is not a single step but a prolonged process shaped by
institutions, support mechanisms, and lived labour realities. This understanding is equally
relevant for second chance contexts, where learners often move between education,
unemployment, short-term work, and return.

Anagnou, Fragkoulis and Arachovitou illustrate how adult learners, within the Greek context
and during the EPAL Post-Secondary Apprenticeship Year, frequently approach programmes
with concrete expectations—certification, access to employment, economic security—while
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at the same time recognising the value of meaningful practice and curriculum relevance. Such
findings do not diminish the educational process; rather, they illuminate the social conditions
within which learning choices are made. When everyday life is marked by uncertainty,
education becomes a means of stabilisation as much as a space for knowledge. This reality
challenges educators to reflect on how learning can retain depth and purpose within systems
that primarily reward formal outcomes.

For this reason, the critical tradition of Adult Education remains indispensable, as Gioti and
Toka describe in their article. Critical reflection should not be treated as an abstract academic
exercise but as a way of protecting education from being reduced to adaptation alone. Freire,
Mezirow, and Brookfield—each from a different perspective—remind us that adult learning
can support individuals in questioning assumptions, recognising power relations, and linking
personal change with collective responsibility. Critical reflection is not single-dimensional: it
connects individual transformations of meaning with collective democratic action and the
deconstruction of assumptions. The result is an integrative framework where education as
praxis unites meaning-making, ideological critique, and social participation—exactly what is
needed in environments challenged by inequalities, authoritarian tendencies, and the
commodification of learning. Therefor, when learning is framed exclusively through
employability, reflection risks becoming instrumental but when it remains connected to
democratic values, it becomes a practice of awareness and ethical engagement.

Learning also unfolds beyond formal programmes, as Giannakopoulou argues. In her article,
adult learning is approached as a social-relational process that unfolds in the practices of
collective action. Through activist narratives, horizontal flows of knowledge, experiential
problem solving, identity transformations and the development of lived ecological
consciousness are highlighted. The study also documents systemic obstacles (burnout,
institutional indifference, limited recognition of informal knowledge) and proposes to
recognize social movements as living learning ecosystems. In local environmental initiatives,
adults learn through participation, shared effort, disagreement, and care for common spaces.
Such learning is embodied and relational; it shapes civic identities and produces knowledge
that often remains invisible to formal systems. The message is clear: Adult Education is not
limited to the classroom; it happens where citizens act, collaborate and reflect on their shared
reality. This perspective invites a broader understanding of second chance education—not as
a mere return to school, but as an opening toward agency, belonging, and meaningful
participation grounded in lived experience.

At the institutional level, second chance structures require careful design and sustained
support. Kletsas shows how the French Ecoles de la Deuxiéme Chance demonstrate entry
procedures, personalised learning plans, quality assurance, and systematic monitoring to
support processes of reintegration, which at the same time, reveal the demands placed on
both learners and institutions. A second chance is not a simple opportunity granted once; it is
a guided educational journey that requires continuity, patience, and care.

Particularly valuable in the current period is the effort to systematically map the field itself.
The bibliometric mapping of Second Chance Education (2015-2025) by Karakitsou and
Tsiakiri documents very strongly the growing research interest and highlights two central
directions: one focusing on learners’ experiences, motivation, and psychosocial development,
and another addressing social, institutional, and policy dimensions, with emphasis on skills,
employability, and inclusion. This mapping does more than record growth; it reveals how the
field conceptualises its priorities and where its attention is drawn. More importantly, it
reminds us that these two perspectives must remain connected. In second chance education,
personal biographies and structural conditions meet on a daily basis.
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In conclusion

The seven articles hosted in this issue of AECI engage in a dialogue around the same question:
how adult learning becomes a lever for personal and collective change. The converging answer
is that learning is most powerful when it is connected to real practices, is institutionally
recognized without losing its social character, and is holistically supported. As we can see,
Second Chance Education occupies a delicate place within adult learning. It addresses people
whose educational paths have been interrupted, often accompanied by experiences of
exclusion and a lasting sense of failure. In this space, education is not merely a formal
provision. It becomes a social commitment: the possibility that learning can return, that
dignity can be restored, and that participation can be reimagined. An editorial reflection can
therefore only conclude with a careful reminder. Second Chance Education cannot be
evaluated solely through certificates, indicators, or labour-market outcomes. These elements
are important, but they are not sufficient. The deeper question concerns whether education
enables people to regain confidence, voice, and a sense of belonging—and whether society is
prepared to recognise learning as a right rather than a corrective measure for earlier
exclusion. If second chance education is to remain faithful to its name, it must avoid
reproducing old inequalities in new forms. It must create conditions in which adults are not
merely trained to adapt, but supported to stand—equipped with knowledge, with skills, and
with dignity. We hope that this contribution will serve as a bridge between policy, practice,
and research—and as an invitation for collaborative interventions that will make second
chances first choices for a learning society.

Beyond all the articles we have presented and the book review, with this issue we are
launching a new column titled Revisiting the Past. This column will feature short articles
written by the editorial team as well as by other colleagues, highlighting significant events in
the history of our field, often inspired by relevant anniversaries. The first of these articles
focuses on civil rights activist Rosa Parks, who attended workshops at the Highlander Folk
School and who, seventy years ago, on December 1st, 1955, refused to give up her seat to a
white passenger, as was then required by law—an act that became a catalyst for the abolition
of racial segregation.

For this new column, but more importantly for research and theoretical approaches in the
field of Adult Education, we welcome your contributions as we enter the sixth year of our
journal.
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Is there any place for Adult Education in the era of Lifelong Learning?

Thanassis Karalis

Professor, Department of Educational Sciences and Early Childhood Education, University of
Patras, Greece, karalis@upatras.gr

Abstract

Since several years, we are in an era where the lifelong learning approach has colonized
almost all areas of education. Indeed, we are moving from a view of education characterized
by isolated units of organized learning to a different view of learning and education that is
mainly defined in terms of the continuum of both the learning phenomena and the
educational institutions. In this paper, we argue that this is a paradigm shift from an old
paradigm to acquire a new form and content. and in many cases old elements are replaced
by new elements. After attempting to substantiate the above-mentioned paradigm shift, we
would examine these new elements. The methodological approach will be that of diachronic
analysis of policy papers and data concerning key issues of adult education and lifelong
learning. The following questions will be addressed: What do these transitions mean for
societies and the learning citizen? Is education, including Adult Education, still considered an
obligation of the state or is the citizen now obliged to attend programs for reskilling and
upskilling? To what extent is the citizen held responsible for the possible mismatches
between his or her qualifications and the content of labor demand?

Keywords: Lifelong Learning, Adult Education, Paradigm, Continuum

1. Introduction

The perception that the concept of lifelong learning represents a paradigm shift rather than
merely a policy issue is relatively underexplored in the literature of educational policy and
adult education. Even when this perspective is adopted, the dimensions of this paradigm and
the causes of the paradigm shift are rarely explored. Although such viewpoints occasionally
appear (see, for example, Wain, 2002; Ohidy, 2008; Karalis, 2008, 2022; Elfert, 2020), the
concept of lifelong learning is generally examined through three main approaches: The first
approach equates lifelong learning with adult education, precisely because children’s
education is considered a given. Consequently, any reference to the continuity of learning
naturally pertains to adult learning and education. The second, reduces lifelong learning to a
tautology, reaffirming the self-evident idea that human beings learn throughout their lives.
The third perspective, more prevalent in some strands of European literature, views lifelong
learning as either a battering ram or a Trojan horse - as an overt or covert tool for imposing
a neoliberal approach to education.

In previous works (Karalis 2008; 2022), we have explored lifelong learning and lifelong
education as the emergence of a new paradigm for education, with continuity being the key
element that set it apart from the existing paradigm; the notion of continuum. In seeking to
define lifelong learning and lifelong education, we noted that they represent:
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“..a different approach and perspective for perceiving, understanding, and
designing everything related to learning, education, educational institutions, and
the learner-citizen—with continuity as the defining feature. Lifelong learning
encompasses all learning and educational activities, regardless of type, content,
or level, taking place in formal, non-formal, and informal educational contexts.
These activities involve citizens of all ages and educational backgrounds at any
stage of their biological and social life cycle. This represents a fundamentally
different conception of learning and education, grounded in the assumption of
continuum in both the learning process and educational institutions. It rejects the
idea of fixed starting points, endpoints, final destinations, predetermined
pathways, or finalities in the learning journey.” (Karalis, 2008, p.131)

This definition underscores that learning episodes and participation in educational activities
are not isolated instances but rather integral parts of a continuous, uninterrupted journey.
One can argue that this is self-evident, but a closer examination of the existing education
paradigm suggests otherwise. Until about half a century ago, educational levels and types of
education were strictly separated, each serving a distinct and clear purpose. In this paper, we
will attempt to examine the emergence and characteristics of this new paradigm, initially
seeking to identify what Thomas Kuhn (1970) referred to as "anomalies" in the established
paradigm—elements that, from a certain perspective, appear as "violations" of the normal
paradigm, aspects that seem inexplicable when examined from a particular point of view.
Following this analysis, we will explore the role of Adult Education in this new landscape.

2. Lifelong Learning and Lifelong Education: What Is and What Is Not
2.1 The Evolution of a Concept

The idea that humans learn throughout their lives has been recognized for thousands of years
and is deeply rooted in major philosophical traditions that have shaped the world. In Ancient
Greece, the Oracle of Delphi conveyed this idea through the Delphic Maxim “pavedavwv pn
kapve” ("Never grow weary of learning"). Similarly, Solon of Athens famously stated,
“vnpdokw & ael Stbackouevog” ("l grow old always learning"), reinforcing the notion that
learning is a lifelong endeavor. Likewise, Plato’s Allegory of the Cave, in Book VII of The
Republic, along with the pursuit of Virtue - seen as a lifelong process from the Homeric period
to Aristotle - clearly illustrates the idea of learning that extends beyond the early stages of
life (Karalis, 2022, p. 10). Henschke (2014, p. 37) cites similar references in Judaism and
Christianity, such as in the Psalms, Deuteronomy, and Paul’s Second Epistle to Timothy. More
generally, theosis (deification)—meaning likeness to and union with the divine—is seen as a
lifelong learning journey in Christian theology. In Confucian teachings, we encounter the
concepts of the "sage" and the "wise person" (sheng and sheng-ren), which represent the
ideal human state achieved through continuous learning. Additionally, the concept of the
noble person (Jun Zi) is characterized by the constant acquisition of knowledge throughout
life (Basharat, Igbal, & Bibi, 2011; Sun, 2008). In Islamic tradition, education is divided into
two periods: one from birth to adulthood and another from adulthood to the end of life. One
of the Prophet’s sayings (Hadith) states: "Seek knowledge from the cradle to the grave"
(Hasan, 2017, p. 263). This is the very expression that later appears predominantly in English
literature as "from the cradle to the grave". In Buddhism, similar concepts emerge,
particularly regarding the role of experience in learning, through which individuals accept
change and recognize that learning is independent of age (MacPherson, 1996; Johnson,
2002).
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In her seminal work, Elena Ignatovich (2020) examined the presence of lifelong learning
terminology in the Google Books repository from 1839 to 1959. She identified mentions in
161 sources, all from the United States and the United Kingdom. Notably, the term "lifelong
learning" also appears in the 1919 Report of the Committee on Adult Education (Ministry of
Reconstruction, 1919, p. 5). However, in most cases, it is used as a synonym for adult
education, just as it is in Yaxlee’s 1929 book Lifelong Education: A Sketch of the Range and
Significance of the Adult Education Movement. This book marks the first historical instance
where the term lifelong education appears in a book title. However, even here, the term is
still used as a synonym for adult education rather than as a broader concept.

The idea that education lasts a lifetime, though not the exact term "lifelong learning” itself,
is explicitly stated by John Dewey in his classic work Democracy and Education: “...the
inclination to learn form life itself and to make the conditions of life such that all will learn in
the process of living is the finest product of schooling.” (Dewey, 1964, p. 51). The continuity
of learning, which we emphasized in our Introduction, is also discussed explicitly by Dewey
when he examines the two fundamental principles of education: continuity and interaction.
He states:

"Different situations succeed one another. But because of the principle of
continuity, something is carried over from the earlier to the later ones. As an
individual passes from one situation to another, his world, his environment,
expands or contracts... This process goes on as long as life and learning
continue."(Dewey, 1938, p. 44)

A few years earlier, Edward Lindeman (1926)—one of the founding figures of Adult
Education—also extensively mentions the concept of lifelong learning in his book The
Meaning of Adult Education.

2.2 The Spread of a Term

Tsafou & Karalis (2025) conducted a bibliographic study on the use and dissemination of
terms related to lifelong learning and adult education. Their research was based on an
analysis of academic publications in the Google Scholar database, focusing on articles in
which these terms appear in the title. The following two diagrams illustrate the frequency of
four key terms (lifelong learning, lifelong education, adult education, adult learning) and how
their usage evolved over a period of approximately half a century (1970-2022).

As observed, the patterns for lifelong learning and lifelong education confirm what was
previously described: before 1970, mentions of both terms were nearly nonexistent.
Specifically, between 1955 and 1970, there were only 19 mentions of lifelong learning and 11
mentions of lifelong education (a total of 30 mentions for both terms). However, from 1970
onwards, these terms gained notable momentum in scholarly articles. By 2022, the total
number of mentions was 22,127 for lifelong learning and 3,831 for lifelong education (25,958
in total).
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Diagram 1: Frequencies of reference for lifelong learning and lifelong education (Google
Scholar, article title). Source: Tsafou & Karalis, 2025.

In contrast, the terms adult education and adult learning exhibit an opposite pattern in both
their usage before 1970 and their relationship to each other. Until 1970, adult education was
mentioned 2,529 times, while adult learning appeared only 98 times—a total of 2,627
mentions, nearly a thousand times more than the combined occurrences of the other two
terms. However, between 1970 and 2022, adult education was mentioned 32,744 times and
adult learning 11,825 times, bringing the total to 44,569 mentions. As Tsafou and Karalis point
out, lifelong learning and lifelong education are not mere substitutes for adult learning and
adult education. It is therefore reasonable to infer that they are introduced primarily to
articulate a new stream of thought.
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Diagram 2: Frequencies of reference for adult learning and adult education (Google Scholar,
article title). Source: Tsafou & Karalis, 2025.

2.3 Faure Report: A Prophetic Text for a New Paradigm?

The Faure Report is widely recognized in literature as the UNESCO Report on the Future of
Education, published in 1972 under the title Learning to Be: The World of Education Today
and Tomorrow. Named after Edgar Faure, the chairperson of the seven-member expert
committee that compiled it, the report analyzes the state of education worldwide and
advocates for lifelong education as the foundational concept for reorganizing educational
systems. The core concept of lifelong education is grounded in the continuity of various
educational institutions (formal, non-formal, and informal education) and suggests that they
should be viewed as an integrated whole. This introduces the notion of a continuum, which
we mentioned earlier in the Introduction. The report outlines sixteen specific
recommendations (referred to as principles) on how lifelong education should be
implemented. Additionally, it establishes the concept of the "learning society," a term that
had appeared sporadically before but gained widespread recognition through this report. The
Faure Report sparked extensive discussions and is rightly considered one of the most
influential texts on education. Notably, in 2013, forty years after its initial publication,
UNESCO reissued the report. Together with the Delors Report (1996), these documents
provide a visionary framework for education or as Elfert (2020, p. 24) explicitly states: "These
reports open up a space in which it becomes possible to imagine alternatives to the prevailing
instrumental view of education promoted by the current dominant economic and political
order. In that respect, the Faure Report and the Delors Report exemplify both the limitations
and the possibilities of a utopian vision of education."

At the same time, we argue that the Faure Report functioned as a prophetic text, a forerunner
of a paradigm shift, precisely because it identified the “anomalies” of conventional thinking
about learning while simultaneously proposing a radically different way forward -one based
on a completely new understanding of education based on the concept of a continuum. A
small segment of the literature interprets the Faure Report as a precursor to the shift towards
lifelong learning, viewing it as a tool to address the structural crises in the Western
development model during the Cold War era. However, this superficial critique overlooked
an important fact: The seven members of the Faure Committee did not represent only
Western societies but all regions of the world, including Chile, Syria, the Democratic Republic
of Congo, Iran, the United States, France, and the Soviet Union (USSR). Interestingly,
Ignatovich & Walker (2022) argue that the Soviet Union had developed a comprehensive
lifelong education system, elements of which were incorporated into the final text of the
Faure Report at the suggestion of Professor Arthur Petrovsky, a member of the USSR
Academy of Pedagogical Sciences and a member of Faure committee too. Additionally,
another superficial critique of the Faure Report—that it primarily focuses on aligning
education with the needs of the economic sector—is contradicted by the fact that many of
its principles extend beyond the economic sphere. What this critique fails to recognize is that
the concept of a continuum in the Faure Report applies not only to education but also to the
citizen as a whole. The report does not view individuals as fragmented between their roles as
workers and citizens; rather it perceives them as holistic beings, encompassing both
dimensions within a unified framework.

2.4 Shooting at the Term

As illustrated in Diagram 1, the term lifelong learning has become predominant in scholarly
article titles since 1990, surpassing lifelong education. Although the Faure Report (1972)

12
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introduced the term lifelong education, the term lifelong learning gradually replaced it in
academic discourse. For over two decades (1970-1990), both terms were used relatively
equally. However, from the early 1990s onward, we observe a clear detachment of lifelong
learning from lifelong education. This trend carries a significant risk for public policies. As
many researchers have pointed out, it marks a shift from education- which implies and is
associated with structured institutions and state responsibility—to learning, which places the
onus on individuals to seek and utilize learning opportunities independently. However, the
term "opportunity", when used in public policy contexts—especially in the context of
educational opportunities—is clearly inspired by neoliberal ideology, as it emphasizes the
existence of opportunities over citizens' capacity to access them. This concern was raised as
early as 1973 by Ravindra Dave, one of the most influential lifelong learning thinkers and later
Director of the UNESCO Institute for Education: "There are three prerequisites for lifelong
learning: opportunity, motivation, and educability." (Dave, 1973, p. 23)As mentioned in the
Introduction, many scholars viewed lifelong learning as a battering ram or Trojan horse,
facilitating the gradual withering of state intervention in education, whether overtly or
covertly. This critique gradually led to a deconstruction of the term itself, primarily, if not
exclusively in European literature, as if the term were deemed responsible for any neoliberal
attacks on educational institutions.

To address this trend of delegitimizing the term, we highlight the following points: First,
learning is a broader concept than education. A learner can certainly learn outside structured
interventions and environments. In fact, the amount of informal learning may sometimes be
more significant than formal or even formal and non-formal learning combined. This applies
even to learning in the workplace. As Billett (2018, p. 6) notes: "...it is essential for lifelong
learning to be understood as a process that goes beyond what arises through lifelong
education. It is enacted as adults engage in everyday working life... and it is largely mediated
by individuals themselves...". Second, as Jarvis points out, this critique underestimated that
even in the European policy papers, “the aims of lifelong learning had become: personal
fulfillment, active citizenship, social inclusion and employability/adaptability” (Jarvis, 2014,
p. 53). Third, critiques of policymakers' distorted use of a term should not lead to a distorted
conceptualization of that nor result in self-censorship regarding the full scope the term
encompasses. This applies even more strongly in the case of a term like lifelong learning,
which is associated with self-actualization and giving meaning to life. While it is crucial to
continuously remind governments of their responsibility to provide the means for citizens’
education, it is equally misguided to portray citizens as lay figures who merely accept the
educational choices available to them, rather than as active subjects who make choices—
provided those choices exist. The risk of “throwing the baby out with the bathwater” is highly
evident in this case, as has been noted in the literature. Some terms—such as democracy,
freedom, and inclusion—are foundational to humanistic traditions. Lifelong learning belongs
to this category, and its value should not be questioned.

As mentioned earlier, this critique primarily concerns European literature and is largely
confined to lifelong learning. For instance, a similar critique is absent from discussions of e-
learning and e-education. The predominant use of "e-learning" in scholarly discourse does
not imply that theorists in this field ignore the risks we have outlined. Instead, they continue
using the most scientifically valid term while simultaneously developing their critical
perspectives. Furthermore, in the United States, during the same period that witnessed both
the increased use of "lifelong learning" and the rise of neoliberalism, this critical trend did
not emerge—neither in educational policy nor in academic critiques. In the U.S., the term
lifelong learning has primarily been used in the first sense outlined in the Introduction,
namely as synonymous with adult education. For instance, the American Association for
Adult and Continuing Education (AAACE) published the scholarly journal Lifelong Learning:
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An Omnibus of Practice and Research from 1986 to 1989. However, its content focused
exclusively on Adult Education.

3. Towards a New Paradigm?

In this section, we will attempt to substantiate the argument that the term lifelong learning
encompasses the slow emergence of a new paradigm for learning and education, which has
been observable for the past fifty years. This trend is evident not only in capitalist markets
and economies but also in other societies, progressively replacing the conventional approach
to learning and education. First, we will examine the reasons why this shift became necessary,
and then we will explore the dimensions of this new approach.

3.1 The Golden Century of Education

There is little doubt—regardless of the data used to examine this issue—that the previous
century was the Golden Century of Education. Among the many achievements of humankind
in the 20th century, one of the most remarkable was the expansion of access to education—
both in scope than before and on an unprecedented scale. Despite persistent and alarming
inequalities in access to education at all levels, the massification of education in the last
century occurred at an extraordinary pace. A detailed analysis of these changes goes beyond
the scope of this article, but according to data compiled from multiple sources and presented
in Our World in Data (Roser, 2021)): Global illiteracy fell from 87.95% in 1820 to 12.64% in
2023. The percentage of people without formal education declined from 82.8% in 1820 to
13.1% in 2020. Despite the discouraging reality that 8% of children today still lack access to
primary education (rising to 19% in Sub-Saharan Africa), the expansion of access to primary
education over the last century is remarkable. For example, in the United Kingdom, the
percentage of the population with access to primary education was 14.4% in 1820, increasing
to 99.9% today. The two most populous countries in the world have also experienced
significant progress: In India the proportion rose from less than 0.1% in 1820 to 98.5% in 2023
while in China it increased from near-zero in 1820 to 93% by 1997 (Our World in Data, 2015).

A particularly important indicator is global access to tertiary education. As Baker refers (2014,
p.25) “At the turn of nineteenth century less than 1 percent of university-aged youth across
the world attended; now 20 percent, or approximately, one million, attend some kind of
higher education setting”. By 2022, it had increased to 39.1% for men and 44.8% for women.
We highlight this specific data point because we believe it is directly linked to the evolution
of educational institutions, a topic we will explore further in the following sections.

3.2 Why a Paradigm Shift?

As stated in the Introduction, the lifelong learning approach differs significantly from the
conventional one—not only in terms of the traditional division of education into levels but,
more importantly, in the role that educational institutions are expected to fulfill across
different historical phases. As extensively discussed, (Karalis, 2022), the educational
institutions of the industrial era, shaped by modernity, are no longer able to fulfill their role.
This is not due to an internal, vague "crisis" but rather because this crisis is structural and
relates to their ability to meet their goal, primarily due to the massification of education, as
outlined in the previous section. According to Collins (1979), formal education credentials
serve as exclusionary mechanisms, restricting access to higher-status jobs to those who
possess them. This function of the educational system was sustainable only as long as the
number of credential holders remained below the number of available high-level jobs. A
similar argument was made by Bowles and Gintis (1976, p. 4) “For a half of a century or more,
the educational system provided an admirable safety valve for the economic pressure
cooker... But by the late 1950s, the educational system was pressing its limits”. In other
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words, the expansion of access to education—particularly higher education—has gradually
undermined the longstanding function of the educational system, which traditionally played
a key role in the social division of labor. Moreover, it has significantly reduced its
effectiveness as a mechanism for vertical social mobility. This is perhaps the most critical
"anomaly" of the old paradigm—one that pushes the paradigm to its limits and necessitates
the development of new, perhaps radically different approaches. Within this context, we
include the debate on the crisis of education, which becomes particularly prominent after
the mid-1960s, i.e. some years after the expansion of higher education.

One aspect of this discourse clearly concerns the content of education, the internal
characteristics of the educational system, and its organizational parameters, all within the
broader climate of social unrest and contestation in the 1960s. The discourse on the crisis of
education within the old paradigm triggered significant efforts to restore educational
institutions to their original form. However, these efforts do not seem to be effective as the
root causes of the crisis do not originate within the institutions themselves but rather stem
from external factors. For instance, interventions in curricula or teaching methodologies,
while undoubtedly significant, have often been cyclical and repetitive, functioning as "factory
resets", whereas the current context necessitates a fundamentally different kind of change.
The expiration of an old paradigm is typically marked by its inability to explain emerging
phenomena using its existing tools or to be more precise, by the fact that previously effective
tools become increasingly marginal in their impact and produce merely localized effects.

The period also witnessed arguments for a broader critique of the educational system,
exemplified by lllich’s call (1971) for deschooling society. Yet, such views did not take hold,
and education, as a fundamental societal institution—especially in its public form—continued
to be deemed indispensable, albeit in need of significant change. A crucial contribution to
this debate is P. H. Coombs’ book, The World Educational Crisis: A Systems Analysis (1968),
which we see as a precursor to the Faure Report that emerged four years later. In this work,
Coombs lays the groundwork for a typology of educational activities, distinguishing between
formal, non-formal, and informal education. We consider the most significant aspect of this
typology to be the attribution of an educational dimension—not merely a learning one—to
informal education. This refers to the knowledge, skills, and values acquired through various
activities and interactions with learning sources and resources. This perspective lays the
foundation for viewing lifelong learning as a concept that integrates formal, non-formal, and
informal education into a continuum across the lifespan.

Beyond the massification of education, the notion of a paradigmatic shift is also grounded in
other factors, such as globalization, the rise of computing - particularly the internet- and the
rapid transformations in professional fields, which in turn lead to evolving demands for
qualifications, knowledge and skills. These changes do not pertain solely to the economic
sphere but also to citizens' ability to cope with the ever-increasing complexity of life and,
often, the necessity of shaping their own biography and defining their place in the world
without relying on tradition, as was frequently the case until quite recently. A new social
contract, renewing the Faure Report promise now seems more necessary than ever (UNESCO,
2021; Toukan & Tawil (2024); N6voa (2024).

3.3 Delineating the New Paradigm

The concept of a new perspective of learning and education is essential to address the
anomalies we discussed earlier. As noted, this represents the emergence of a paradigm that
places a much stronger emphasis on learning and is grounded in the idea of a continuum
rather than distinct educational stages and settings. The structured, sequential acquisition of
learning through the prescribed levels of formal and, to some extent, non-formal education,
as well as the predictable trajectories toward obtaining qualifications, are increasingly seen
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as elements of a framework that can no longer adequately interpret contemporary
developments. The attempt to caprture these transformations is a key concern in literature,
aiming to delineate the underlying components of this evolving perspective. As previously
stated in the Introduction, the notion of a continuum applies not only to learning itself but
also to educational institutions and the learner themselves. Some of the components of this
paradigm shift are analyzed further below (Karalis, 2008; 2022): (a) citizens are regarded as
lifelong learners rather than segmented entities - students, employees, unemployed
individuals, or retirees, (b) the institutions where learning occurs are no longer distinct and
specific but comprise a variety of learning resources, (c) the clear distinctions between
starting points and endpoints in education, which are characteristic of conventional views,
are no longer applicable, (d) educational achievements are not necessarily equated with the
completion of participation in organized educational activities.

These elements have direct implications for the traditional structure and function of
educational institutions while also raising important policy questions that need to be urgently
addressed. The most critical aspect is the public nature and provision of education, as these
are no longer confined to established educational institutions but extend to a wide range of
educational and learning resources, access to which is evidently not evenly distributed. New
types of inequalities, beyond those long identified in the literature, have almost certainly
emerged and will continue to emerge increasingly. For instance, during the COVID-19
pandemic, inequalities in access to computers and the internet became highly evident, not
only in specific regions of the world but also within Western societies, as a significant portion
of students and learners were unable to benefit from emergency remote teaching.

Another issue is the opening of communication channels between formal, non-formal, and
informal educational activities. Policies such as second chance institutions have been
successfully implemented, yet further connections need to be established, particularly
between formal and non-formal education as well as informal learning. Systems for the
accreditation of prior learning, which were marginal until fifty years ago, have evolved and
are expected to further expand, precisely because we have transitioned to a new conceptual
framework for learning and education.

Relevant to the above issue is the loss of the accreditation power of formal education.
Gradually, this power is shifting increasingly towards non-formal education systems, while
policies such as microcredentials seek to address the challenges posed by the massification
of education and the oversupply of traditional credentials. Given that the educational system
faces challenges like those outlined in the previous section and is unable to effectively
regulate the social division of labor, we argue that we are in a transitional phase where new
mechanisms are emerging to serve this purpose. We can already witness a shift from the
oversupply of hard skills towards soft skills — an attempt to address the very issue we have
just mentioned. At the same time, we notice experimentations with new methods, such as
microcredentials, through which the formation of new selection mechanisms and the
restoration of the equilibrium between supply and demand of labor markets are attempted.
However, such mechanisms, which remain tied to conventional conceptions of education are
expected to create even more challenges, since the proliferation of credentials will lead to an
ambiguity in the signaling function of diplomas making it increasingly difficult for demand-
side actors to assess the actual content of the supply.

Crucial issue also is the future of education as a public good and its implications within the
ongoing paradigm shift. With a significant portion of education now delivered through non-
formal and informal education mechanisms, how can we ensure that these mechanisms
remain accessible to every interested citizen? To approach this differently, since both
educational resources in general and formal education are essential for the education of
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citizens, the challenge for the future is to ensure that these resources are open and available
to all, not just to those who have the means to access them. Production, ownership,
processing, and redistribution of information are more critical than ever.

A careful analysis of the data on the expansion of formal education (see: Barro & Lee, 2015;
Baker, 2014), suggests that this process unfolds in three waves, each corresponding to a level
of formal education. The first wave concerning the expansion of primary education occurred
around the mid-19th century, the second concerning secondary education around 1930, and
the third pertaining to higher education appeared approximately a decade after the Second
World War, becoming particularly prominent in the 1960s and beyond. Following the
publication of the Faure Report, other scholars systematically examined this new proposal
for reorganizing the educational system. They emphasized both the importance of formal
education for achieving the continuum of lifelong education and exploring the scientific fields
from which this new field is irrigated, as well as the areas it affects. For example, Ravindra
Dave, one of the most significant scholars in lifelong education, identifies approximately one
hundred issues related to this new approach across seven different disciplines, namely
philosophy, history, sociology, psychology, anthropology, ecology, and economics (Dave,
1976). A crucial element in the writings of theorists from this initial period is their emphasis
on the vital role of formal education within this new paradigm, specifically to prevent lifelong
education from being perceived as "competing" with schools, and to ensure that the
proposed approach does not undermine formal education institutions, and much more
importantly, formal education as a public good (Dave, 1973).

4. Adult Education: Which way forward?

As the title of this section suggests, adult education both as an institution and as a social
practice has undergone a significant evolution over the past 150 years. The question we seek
to address here is to what extent, and more importantly in what ways, adult education can
remain meaningful within the context of the new paradigm of the lifelong learning
continuum. To phrase the question differently: Is the current form of Adult Education
sufficient to fulfill its mission? As indicated by the preceding discussion, adult education is
not synonymous with lifelong learning and education; it clearly constitutes a distinct domain
within the continuum. This means that, on the one hand, it represents a distinct academic
field with its own theoretical tradition, and on the other hand, a domain of educational
activities characterized by specific design methods and educational approaches. Despite the
osmosis with other types, levels, and forms of education within the framework of the lifelong
learning continuum, adult education remains significant as it represents the area of the
educational continuum that validates the effectiveness and success of lifelong learning
policies. If access to preschool education is considered the most reliable predictive index for
lifelong learning policies (Karalis, 2009), then access to adult education is undoubtedly a
performative index, an index for implementation. We note that in the following sections, we
will attempt to explore some of the key issues concerning the role and importance of adult
education within the lifelong learning continuum, rather than the potential forms and
modalities through which it will be delivered (face-to-face, e-learning, synchronous and
asynchronous modes, etc.).

4.1 A Continuum for Adult Education too?

Traditionally, adult education was considered to consist of two distinct areas: continuing
vocational training and general adult education (sometimes manifesting as liberal adult
education). More generally, it was thought to have two pillars—one connected to the
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economy and profession, and a second associated with the personal sphere. Even though
such a division is not epistemologically valid, it has served as an analytical tool for policy
analysis in several cases. Today, within the framework of the lifelong learning continuum, the
boundaries between these two pillars have become less distinct. For example, when
examining the shift towards soft skills, it becomes evident that both the acquisition and
application of most of these skills (such as communication, teamwork, digital or green skills)
transcend the traditional division between the professional and personal spheres, creating
an integrated framework — a continuum for these activities. Similarly, many of the core
themes of one pillar now overlap with the other and vice versa, creating a continuum for
educational programs of adult education. This trend has been evident since the 1970s, but
its interpretation necessitates a different conceptual framework than the traditional one. The
osmosis of adult education with other forms and types of education has resulted, among
other things, in the exchange of practices with other forms and types of education. Practices
such as accreditation and evaluation, traditionally linked to formal education, have become
more pronounced in adult education programs compared to the pre-1970 period, while
participatory teaching approaches are moving from adult education into formal education.

Another point for examination is the simultaneous participation in various educational
settings, which is now much more common than in the past. An adult learner can
simultaneously attend a graduate program at a university (formal education), a continuing
education program (non-formal education), and acquire new knowledge on a subject from
an online source (informal education). This simultaneous engagement requires different
learning attitudes and behaviors, something that was not very typical in the recent past. The
frequent changes in job content have resulted in work time and space also becoming, to some
extent, educational spaces and times. As Jarvis stated, “lifelong learning became associated
with workplace learning” (2014, p. 53). Therefore, the concept of the continuum extends to
all three types of educational activities within Coombs' typology.

4.2 Participation — in what and how?

As Crowther (2000, p. 479) stated years ago, “perhaps the most ploughed furrow in adult
education research is that of participation.” The exploration of both the rates of adults
engaging in educational activities and the reasons and barriers to participation has been a
systematic focus of study for over eighty years. As Mezirow (1971) noted in his overview of
research on participation by Brunner, Wilder, Kirchner, and Newberry (1959), there were
already over 600 research papers in the United States by the late 1950s addressing the
characteristics, interests, and motivations of adults in educational activities. The long-
standing effort to develop a model that accurately captures or predicts adult participation
has proven fruitless, to the extent that we might characterize this issue as the "Holy Grail" of
adult education research—nobody knows if it exists, and up to now, no one has been able to
predict its form if it were to be found. Merriam and Caffarella, after a comprehensive review
of participation models, emphasize that “The value of these models in explaining and
predicting participation has yet to be determined through research and testing” (1999, p. 71).

For this reason, research has primarily focused on documenting participation rates and
investigating the reasons that encourage participation as well as the barriers that impede it.
This focus has gained momentum especially after the seminal works of Houle (1961) and
Boshier (1971), which established a new foundation for measuring participation. Historically,
studies on participation have emphasized the reasons for participation, where nearly all
research indicates a strong connection to professional development. While job-related
reasons may not always be the primary factor, they are undoubtedly among the strongest
motivations (see indicatively, Merriam, Caffarella, & Baumgartner, 2007; Karalis, 2017);
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however, other types of motivations also rank highly (such as those associated with the
intrinsic value of learning, the formation of social networks, and active citizenship).

Perhaps the most critical finding across all these studies, regardless of context, is that
participation in adult education is not evenly distributed; rather, it is characterized by
pronounced inequalities. Specifically, the most privileged learners and those with educational
qualifications corresponding to higher levels of formal education participate at significantly
higher rates in adult education. Thus, while the stated goal of lifelong learning and adult
education policies in the EU is to reduce inequalities through participation, the actual
outcomes often contradict this aim, as the more educated individuals tend to participate
more, leading adult education to function as an amplifier of existing socio-economic
inequalities. This phenomenon, is referred to by Singh (2024, p. 3) as the Matthew Effect in
adult learning: “The Matthew effect implies when the socially observable phenomenon of an
increasing gap among the advantaged and the disadvantaged in society results from initial
advantages and disadvantages.” In the case of education, “the effect is widely visible when
high-skilled, high-paid learners from advantageous socio-economic backgrounds manage to
avail opportunities and advantages in learning when the low-skilled, low-paid, unemployed
learners coming from disadvantaged (poor, rural, e.t.c.) backgrounds are unable to avail
opportunities and advantages in learning”. This situation essentially creates a vicious circle
for citizens from the poorest socio-economic backgrounds, which neutral adult learning
policies cannot effectively address, thereby perpetuating a lifelong widening of educational
inequalities.

Interesting conclusions have also emerged from a research program measuring participation
in Greece (2011-2019) during the period of economic crisis, conducted by the research
institutes of the Trade Union Confederation and the Confederation of Professional,
Craftsmen, and Merchants of Greece. This research revealed that participation rates reflect
the evolution and intensity of the crisis (Karalis, 2017). In support of Singh’s argument
regarding the Matthew Effect in relation to educational and socio-economic inequalities, the
participation measurements in this study show that job insecurity is another factor affecting
participation. Those employed in more stable and safe work environments are more likely to
participate in adult education programs. In this way, yet another vicious circle emerges
between insiders and outsiders in the labor market, as the unemployed have fewer
opportunities to participate in reskilling and upskilling programs, further exacerbating their
already precarious position in the labor market. To address all the inequality trends
mentioned, the only solution lies in implementing compensatory policies, that is, affirmative
action policies in the provision of adult education programs, aimed at mitigating the impact
of entrenched inequalities throughout the life course.

Beyond the issues highlighted by the “traditional” approach to participation—namely, the
enrollment of adults in programs of non-formal and sometimes formal education—it appears
that participation, both as a concept and as a measurable entity, is entering a fuzzier and
more fluid dimension. The emergence of numerous new educational environments of
informal learning reshapes the concept of participation. For instance, can attending a MOOC
program or experiencing a cultural activity via virtual reality in a museum be considered
participation in adult education? In such cases, are the motives, reasons, and barriers the
same as in the traditional approach to participation, or do they take on a different form?
What factors may influence not only attendance and engagement in such informal
educational activities but also dropout rates? Within the paradigm shift we have analyzed,
another area of investigation concerns what is considered and measured as participation, as
well as the internal structure of this concept. In fact, we may be witnessing a retrospective
vindication of Coombs, who, as early as 1968, attributed educational characteristics to
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informal learning, naming education—and not merely learning—as the third type of his
typology.

4.3 New responsibilities in a changing landscape

The rapid changes in technology and the economy have clearly made lifelong learning
essential for economically active citizens. As we saw in the previous section, employment-
related reasons and motives for participation rank among the top priorities for learners. This,
of course, justifies the emphasis on funding such programs through European policies but
does not justify the underfunding of general/liberal adult education programs. At this point,
it is important to acknowledge that the massification of education—explored earlier—and
the fact that we now have the most educated population in human history have led to rapid
technological progress but not to a corresponding advancement in the moral and political
spheres. In this regard, for several decades, we have witnessed growing disillusionment with
the expectation that broader access to education would lead to better societies. The rapid
and ever-intensifying rise of populism in many parts of the world suggests the presence of an
elephant in the room, which could be assumed to be the failure of education—both formal
and non-formal—to cultivate citizens who participate more actively and engage in rational,
argument-based discourse; in other words, citizens with critical thinking skills. One might
further ask why we are witnessing a continuous rise in populist parties, some of which even
participate in governments, and why a significant portion of the population is drawn to anti-
scientific and even conspiracy-driven interpretations of social phenomena. The discussions in
earlier sections regarding a paradigm shift may help explain this phenomenon. If we view
learning and education as a continuum, then the problem may lie in an axiomatically
optimistic perception of the potential of formal education, accompanied by an
underestimation of the impact of informal forms of education—particularly that provided by
the internet.

However, the issue here likely lies in the absence of critical approaches in education, as well
as in the failure to account for the role of informal education in shaping active citizens. When
examining the impact of informal education, and more specifically that of the internet and
social media, we find ourselves in what could be described as a perfect storm for critical
thinking, shaped by three conditions. The first is the equivalence of opinions, meaning that
scientific and anti-scientific perspectives enjoy the same level of acceptance and
dissemination. The second is the way social media algorithms function, directing individuals
toward content that aligns with their existing preferences, ultimately creating echo chambers
that reinforce a single perspective. The third, and most recent, factor is the advancement of
artificial intelligence, which while facilitating information retrieval, also has the potential to
shape and internalize opinions as if they were one’s own.

Within this context, adult education assumes a crucial role in the framework of lifelong
learning—that of fostering critical thinking and critical reflection. This role undoubtedly
functions in a remedial capacity, addressing potential shortcomings of formal education and
mitigating the influence of informal education, particularly from social media. Critical
reflection can be cultivated through well-designed educational interventions that emphasize
the learning process rather than merely focusing on learning outcomes. Such interventions
should aim to develop what Mezirow (1997, p. 5) describes in transformative learning theory
as a “more inclusive, discriminating, self-reflective, and integrative of experience” frame of
reference—that is, a set of habits of mind and points of view that enable individuals to engage
in a more mature and critical analysis of reality, making them more resilient to the influences
previously discussed and better equipped for civic participation. The cultivation of critical
thinking skills could serve as a longitudinal theme, aligning with the foundational mission and

20



ADULT EDUCATION Critical Issues Volume 5, Issue 2 (2025)
e-ISSN: 2732-964x

core mandate of adult education— which is none other than the continuous education of
citizens so they can first understand and then shape the world.

5. Concluding Remarks

In this article, we have argued that the major and rapid changes in education over the past
few decades can no longer be adequately interpreted using traditional tools. Drawing on key
texts, such as the Faure Report, alongside other theoretical analyses and empirical data, we
arrived at the conclusion that these changes are not merely part of a new understanding of
learning and education— but rather constitute a paradigm shift. To interpret these
developments, both within education itself and in its relationship with society, it is essential
to account for the osmosis between formal education and institutions of non-formal and,
most notably, informal education, which now play an increasingly significant role in shaping
citizens’ education. From this perspective, longstanding demands, such as ensuring education
for all and recognizing education as a public good, now take on a broader and more inclusive
form. Beyond formal education, this imperative extends to the entirety of educational
resources and citizens’ access to them.

Within this new landscape, adult education is entrusted with new responsibilities. Although
it has always played a remedial role in addressing educational deficits among citizens, this
function has now become more pronounced and even more critical than in the past. While
the necessity of updating skills in relation to employment and professional development is
undeniable, it cannot, if pursued in isolation, foster resilient and inclusive societies. Instead,
adult education must focus on empowering citizens, cultivating critical thinking skills, and
promoting the continuous dissemination of human intellectual achievements through critical
literacies across various fields. These do not represent a new institutionalization of adult
education, but rather a return to its roots.
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Abstract

This paper examines the contribution of apprenticeship to the transition from education and
training into employment, with a particular focus on the perspectives and policy proposals of
the Labour Institute of the General Confederation of Greek Workers. In contemporary labour
markets marked by technological change, demographic shifts, and evolving skill demands,
young people face increasing difficulties securing stable and high-quality employment.
Apprenticeship, as a structured form of work-based learning that combines classroom
instruction with workplace experience, has emerged as a key mechanism for supporting
smoother and more equitable school-to-work transitions. The study provides a historical
overview of apprenticeship as a foundational mode of vocational learning and traces its
evolution into modern systems integrated within national vocational education and training
(VET) frameworks. It discusses the growing emphasis placed by European and international
organisations on the development of high-quality apprenticeship systems and highlights the
essential features of such systems, including strong labour-market relevance, clear regulatory
frameworks, social dialogue, and meaningful pedagogical support. Quality assurance is
presented as a continuous cycle requiring coordination, monitoring, and feedback to ensure
that apprenticeship programmes meet learners’ needs and labour-market expectations.
Focusing on Greece, the paper analyses the main apprenticeship schemes currently
implemented in the country, outlining their structure, target groups, learning arrangements,
and certification pathways. Despite significant progress and institutional improvements,
challenges persist regarding programme quality, workplace conditions, supervision, and
alignment with labour-market needs. In response, the Labour Institute proposes a
comprehensive set of policy measures aimed at strengthening the governance, quality, and
attractiveness of apprenticeship. These include establishing a registry of eligible companies,
training workplace supervisors, enhancing social partner involvement, improving curriculum
relevance, ensuring adequate compensation, and implementing robust monitoring and
evaluation mechanisms. The paper concludes that high-quality apprenticeship is not only a
tool for easing the transition to employment but also an essential component of a broader
strategy for skills development, decent work, and inclusive economic growth.

Keywords: Apprenticeship; Work-based learning; School-to-work transition;
Vocational education and training (VET); Skills formation
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1. The Transition from Education and Training into the Contemporary Labour Market

The major economic and social transformations of recent years have affected the overall
stability of workers in the labour market; however, their impact has been much more
pronounced on the employment of young people, whose position in the labour market has
become increasingly vulnerable and their integration into it has grown more difficult and
problematic. The process of fully integrating young people into adult society and the
workforce is no longer automatic, nor is it clearly defined (INE GSEE, 2025). It now appears to
be part of a long journey, which begins after young people graduate from the education
system and certainly does not end with their initial entry into employment. Continuous
upgrading of their skills is now required, aligned with the demands of the economy, society,
and the local labour market.

The economic crisis resulted in a sharp rise in unemployment, especially among young people
in Europe. This reignited the social and scientific debate on how to make the transition to
employment more effective by developing systems aimed at upgrading the skills of the
workforce. At the same time, the health crisis brought about significant changes to the digital
and other skills required of the workforce. Technological developments (digitalisation,
automation, artificial intelligence), climate change, ongoing globalisation, ageing population,
refugee and migratory flows, all shape emerging trends that affect the organisation of work
and the skills required of human resources, with consequences for the transition from
education and training to employment (ILO, 2024).

At the institutional level, the skills required of the workforce are developed through initial and
continuing education as well as through vocational training. The process of moving from initial
education and training to employment, i.e. the initial transition, is only one of many that
individuals may need to make during their working lives. The Eurofound study (2021) does not
limit itself to the school-to-work transition, but includes multiple transition scenarios, which
depend on each young person’s background and circumstances. These include transitions
from unemployment or inactivity to employment, and from temporary to permanent
employment.

All forms of transition into employment are therefore recognised, covering the entire
spectrum between leaving education and achieving stable labour market integration. The
transition can be defined as the set of institutions, structures, procedures and policy tools
linked to this process, such as education policy, education and training systems, career
guidance and counselling mechanisms and the organisation of the apprenticeship systems
(Smyth et al., 2001).

In the past, the transition mechanism represented the traditional pathway from graduation
into the labour market, predominantly into permanent job positions. The skills acquired in the
educational environment were generally sufficient for subsequent employment. Today, the
transition mechanism offers a variety of pathways and alternative routes that facilitate
movement into employment in a more flexible manner, responding to evolving skill
requirements. We refer specifically to periods during which young people move from an
educational environment to a work environment. According to OECD (1998), the transition
period begins in the first year when less than 75% of a given age cohort remains in education
and ends in the first year when 50% of the cohort is employed rather than enrolled in
education. In practice, the transition process starts while individuals are still attending
Vocational Education and Training (VET) and may extend up to the age of 30.

It has been widely documented that the transition is facilitated when students are more
closely linked to workplaces through VET programmes and/or work-based learning
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(apprenticeship, internship/placement, or school-based work simulations). In fact, it has been
observed that in countries where work-based learning constitutes a strong component of their
education policy, their capacity to respond to skill needs and to address rising unemployment
is stronger. The economic crisis highlighted this issue (Cedefop/OECD, 2021), prompting
renewed global attention to work-based learning as a policy instrument for upgrading skills
and facilitating the labour market integration of young people (Axmann & Hoffmann, 2013).

For this reason, in recent years, governments and international organisations (EU, ILO, OECD,
UNESCO, etc.) have formulated policies and invested significant resources in improving the
provision of work-based learning programmes, with the aim of making these forms of
programmes a conscious choice of educational and professional orientation for more
learners—both young and increasingly adult. Particular emphasis has been placed on dual-
system apprenticeship programmes, featuring alternating learning between school-based and
workplace environments (Cedefop, 2024). Given the substantial and ongoing efforts by
international organisations to define, promote, and fund apprenticeship programmes in
diverse contexts, many scholars support the existence of a “global apprenticeship agenda,”
despite varying priorities and approaches (Vanderhoven, 2023).

However, following the initial years of implementing the relevant institutional
frameworks and making financial investments to expand apprenticeship programmes,
social partners and experts have raised concerns regarding issues such as:

e programmes that did not meet expected standards,

e poorly structured programmes, programmes that were inadequate in relation
to identified labour market needs,

e limited access for some apprentices to employment rights and social
protection (Cedefop, 2018).

At the same time, it has frequently been observed that work-based learning is
sometimes used as a pretext for providing low-paid labour or even for substituting
permanent job positions. Added to this are the evolving working conditions, which
have become a focal point of debate concerning the future of work and the ways in
which it is shaped by technological advancements, the twin transition (digital and
green), and the corresponding skill requirements (Cedefop, 2023).

2. A Historical Overview of Workplace Education

Before the Industrial Revolution, the primary mechanism through which skills were passed on
across generations was apprenticeship—a relationship linking a skilled adult craftsman with a
young person who was taught the trade. Apprentices spent most of their day in the workplace,
learning the craft. Working alongside the master craftsman and more experienced
apprentices, they gradually acquired practical skills, often through imitation and guided
learning. In fact, where apprenticeship was regulated and institutionalised, it played a
significant role in the Industrial Revolution, as properly trained craftsmen boosted the
productive potential of their countries. A notable example is the Statute of Artisans of England
(1562), which set out the parameters of apprenticeship and contributed to the production of
highly skilled craftsmen fuelling industrial growth (Wallis, 2008).

During the 19th century, with the emergence of the mass compulsory education systems, a
significant part of vocational skills shifted from workplace learning to school-based learning.
This trend solidified in the 20th century, when specialised skills became key to economic

26



ADULT EDUCATION Critical Issues Volume 5, Issue 2 (2025)
e-ISSN: 2732-964x

development, leading to more structured education and training environments and less
reliance on informal workplace learning (Lintzeris, 2020). Within this context, in parallel with
the development of VET, the labour market evolved into an arena in which workers could offer
their labour—and therefore their skills and qualifications—in exchange for remuneration.

However, this trend is shifting once again, with work-based learning, particularly through the
provision of apprenticeships, attracting the interest of most EU member states. In Greece, the
apprenticeship system has been operating as a distinct form of VET since the 1950s, primarily
through the programmes of the Vocational Schools (EPAS) of the former OAED, now the Public
Employment Service (DYPA). In recent years this provision has expanded. Although the
interest in Greece in apprenticeship can be dated back to the 1950s, it was in the mid-2010s
that renewed interest, both from the state as well as from social partners, can be identified.
At that time, social partners developed initiatives and acquired expertise in the field, shaping
a common approach towards apprenticeship (Karoulas, et al., 2025).

3. Towards a Common European Approach to Apprenticeship

According to the European Centre for the Development of Vocational Training
(Cedefop, 2024), apprenticeship is defined as “systematic, long-term training
alternating periods at the workplace and in an education or training institution.”
Compared to other forms of work-based learning, apprenticeships require a balanced
distribution of responsibilities between workplace and educational environments,
ensuring strong and effective connections. Companies are expected to take on
educational responsibilities and to implement their share of the investment in
apprenticeships (Cedefop, 2015).

Seeking to contribute to the promotion of a common European understanding, in
2018, the Council of the European Union issued a Recommendation on a European
Framework for Quality and Effective Apprenticeships (EFQEA), which clarifies what
constitutes an apprenticeship within formal VET programmes. Such programmes
must:

e combine learning in educational/training institutions with substantial work-
based learning in companies or other workplaces;

e |ead to nationally recognised vocational qualifications;

e be based on an agreement outlining the rights and obligations of the
apprentice, the employer, and, where relevant, the VET institution;

e ensure remuneration or other compensation for the apprentice for the work-
based component.

The above points do not simply summarise technical requirements, but outline the
essential characteristics of genuine apprenticeship systems. Accordingly, Cedefop
(2019) published the Analytical Framework for Apprenticeships, in which it examines
the position of apprenticeship programmes within national VET systems compared to
other forms of work-based learning. It concludes that the positioning of
apprenticeship within the broader VET system largely determines participants’
expectations of what an apprenticeship programme can -and should- achieve. While
a common European approach provides orientation point, stakeholders within each
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national system need to agree within their context on what apprenticeship is and what
it is designed to do.

4. A Critical Perspective on Quality in Apprenticeship

Providing high-quality apprenticeship programmes is essential for achieving the goal of
facilitating young people’s transition from the education system to the labour market. In
particular, the International Labour Organization (ILO, 2017) has promoted the concept of a
quality apprenticeship system to emphasise both the quality and the labour-market relevance
of training. More specifically, quality apprenticeship is a distinct form of VET that combines
workplace-based and off-the-job learning, enabling learners from all social backgrounds to
acquire the knowledge, skills, and competences required for practising a specific occupation.

Quality apprenticeship is regulated and financed through laws, collective agreements and
policy decisions resulting from social dialogue. It requires a written contract that defines the
roles and responsibilities of both the apprentice and the employer, while ensuring for the
apprentice remuneration and social protection. Within this framework, and following a clearly
defined and structured period of training and the successful completion of a formal
assessment, apprentices obtain a recognised qualification.

Although there are many ways in which young people can participate in a combination of
workplace and non-workplace learning, the ILO’s approach to quality apprenticeship systems
is based on six core building blocks:

e meaningful social dialogue

e astable regulatory framework
e clear roles and responsibilities
e fair funding arrangements

e strong labour-market relevance
e inclusion

In this way, quality apprenticeship contributes to promoting the ILO’s “Decent Work Agenda”
(2017, 2024), offering a mechanism for increasing young people’s access to social protection,
strengthening quality employment, and improving workers’ bargaining power and agency in
the labour market (Vanderhoven, 2023).

Apprenticeship can only operate effectively when its quality is ensured throughout all stages.
Quality assurance is not a static procedure but a continuous circle of improvement. The
European Quality Assurance Reference Framework for VET (EQAVET), established by the
European Parliament and Council (2009), introduces a dynamic quality cycle consisting of four
stages: planning, implementation, evaluation, and review. This model enhances feedback
mechanisms and the adaptation of apprenticeship programmes to evolving labour-market
needs and learners’ expectations, thus reinforcing their effectiveness.

EQAVET provides a toolkit with quality criteria and indicative descriptors at both VET system
and provider levels, which each member state may adapt to its needs. The objective is to
support, monitor and improve quality based on shared European references. In Greece, within
the activities of the National Organisation for Certification of Qualifications and Vocational
Guidance (EOPPEP) as the National Reference Point for EQAVET, a model has been developed
for assuring the quality of work-based learning certification (EOPPEP, 2017).
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According to the UNESCO-UNEVOC global network (2020), for the EQAVET quality cycle to
function meaningfully, it must be guided by specific principles. These include ensuring
regulated learning and working conditions co-designed with social partners, relevance of
apprenticeship to labour-market needs and professions, combining real work with training in
an educational institution, provision of nationally recognised certification for apprentices,
systematic monitoring of programmes, promotion of accessibility and non-discrimination,
continuous adaptation to labour-market shifts, and, as a result of the above, attractiveness of
apprenticeship programmes to both learners and employers.

Aligned with these conceptual guidelines, the European Framework for Quality and Effective
Apprenticeships (EFQEA) defines 14 quality criteria that can be used for compliance checks,
self-assessment, and programme improvement. These criteria primarily concern learning and
working conditions, such as a written apprentice-employer contract, the existence of clearly
defined learning outcomes, pedagogical support by adequately trained mentors, learning in
the workplace, adequate remuneration, social protection and health and safety provisions for
apprentices.

Additionally, EFQEA includes criteria concerning the broader context, such as a regulatory
framework resulting from social dialogue, support mechanisms for participating enterprises,
flexible pathways and mobility for apprentices, career-guidance services, transparency in the
availability of apprenticeship placements, reliable assessment of learning outcomes and
tracking of graduates’ progression paths. These criteria provide a basis for shaping
apprenticeship policies across the EU (European Commission, 2018). In an era where labour
markets are being reshaped by the green and digital transitions, as well as the need for
recovery supported by quality jobs, these criteria gain even greater importance (Mella &
Werna, 2023).

In Greece, the concept of quality in apprenticeship has acquired particular significance
following the introduction of the “Post-Secondary Year — Apprenticeship Class” in Vocational
Upper Secondary Schools (EPAL), established by Joint Ministerial Decision 26385/2017 (FEK
491/B/20-02-2017). The relevant quality framework defines the obligations of all involved
stakeholders, the terms and conditions for implementing apprenticeship, as well as the
mechanisms for supervision and evaluation. EOPPEP has been assigned responsibility for
developing monitoring and certification systems, ensuring that learning outcomes are
recognised and aligned with European standards.

However, beyond the institutional framework, the actual quality of apprenticeships
depends on how programmes are implemented in practice. In this regard, analyses by
the Labour Institute of the GSEE (INE GSEE) provide valuable documentation and
critical insights. INE GSEE (2021, 2024) highlights that, although apprenticeship
contributes to young people’s transition to the labour market and despite the positive
steps taken at the governance level, there are still significant challenges regarding the
quality of the programmes provided, the supervision of participating enterprises and
the protection of apprentices.

The Greek experience shows that quality apprenticeship cannot be guaranteed though
institutional regulations alone. A culture of cooperation and trust among schools,
enterprises and social partners is essential. Developing mechanisms for monitoring,
transparency and evaluation, combined with empowering teachers and workplace
mentors, can create a stable and equitable learning environment. Only under these
conditions can apprenticeship function as a real pathway to quality education and
integration into the labour market, rather than as a temporary employment measure.
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5. Apprenticeship Schemes in Greece
Greece currently implements the following apprenticeship schemes:
5.1 Apprenticeship in Vocational Schools (EPAS)

Apprenticeships within the EPAS of DYPA are implemented as a pathway to obtaining a Level
3 specialty certificate under the National Qualifications Framework (NQF). Practical training
takes place alongside study and it is aimed at junior secondary school graduates aged 15-23.
A key feature is the dual system, which combines theoretical and practical education in the
classroom with learning in the workplace. The employment contract is signed by the
apprentice, the employer, and the DYPA (represented by the school principal). It provides full
employment and insurance rights (since 1983, under Law 1346/1983). Apprentices work 6
hours/day, earning 75% of the minimum daily wage of an unskilled worker. Therefore, there
is a full correlation between salary and working hours. Work may take place 4, 5 or 6 days per
week. Annual participation in this apprenticeship scheme averages 7.500-8.000 apprentices.

5.2 Apprenticeship Class of Vocational Upper Secondary Schools (EPAL)

The Post-Secondary Apprenticeship Class of EPAL targets EPAL graduates aged 18 and above.
It is implemented after obtaining the Level 4 specialty certificate of NQF. The apprenticeship
period runs from 1 September to 31 August, covering a minimum of 156 working days.
Apprentices attend classes at the School Laboratory Centre once a week for 7 hours, while the
remaining 4 days of the week are spent in apprenticeship placements in public or private-
sector companies. Upon completion of the programme and following successful certification
exams, apprentices upgrade their qualification to Level 5 of the NQF. Apprentices receive
renumeration that corresponds to 95% of the daily wage of the unskilled worker. This
apprenticeship scheme was launched in the 2016-2017 school year, with participation rates
increasing yearly. According to data from the Ministry of Education, 3.500 students enrolled
in 2017-2018, while 6.945 students enrolled in 2024-2025, showing a steady increase over
time.

5.3 Apprenticeship and Practical Training in Schools of Advanced Vocational Training (SAEK,
former IEK)

SAEK courses consist of four semesters of theoretical instruction and laboratory training in the
educational institution, plus a period of practical training or an apprenticeship programme,
which is a prerequisite for the successful completion of the programme and for obtaining the
Vocational Training Certificate. After acquiring the certificate, trainees undergo further
certification by EOPPEP to obtain a Level 5 NQF specialty certificate. Although SAEK originally
planned apprenticeship to cover at least 50% of total training duration, this was not ultimately
implemented. Instead, practical training/internship scheme was chosen due to its simpler
administrative organisation, easier in-company implementation and reduced bureaucratic
oversight in comparison to the apprenticeship scheme.

Currently, practical training lasts 960 hours, either consecutively or in segments. A contract is
signed between the trainee and employer, and it is validated by the SAEK principal. The
contract specifies the terms of implementation of the workplace learning programme and its
duration. Trainees receive compensation equal to 80% of the daily wage of an unskilled
worker (Law 3938/B/2021).
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6. A Visionary Approach to Apprenticeship: Policy Proposals by the Labour Institute of the
General Confederation of Greek Workers for Developing Apprenticeships as a System for
Enhancing Human Resource Skills

In addition to international organisations and governments, trade unions have also taken a
clear position on the issue of quality apprenticeship. The International Trade Union
Confederation (ITUC, 2015) is committed to the vision of high-quality apprenticeship as a core
element of skills development for both today’s and tomorrow’s workforce, and as a crucial
pillar for building economies that are more inclusive, fair, sustainable, and prosperous.
Recognizing the differences in institutional frameworks across national skills development
systems, trade unions have endorsed learning and training based on specific principles that
must be met to ensure that the vision of high-quality apprenticeship benefits apprentices, the
companies that employ them, and society as a whole.

Similarly, the European Trade Union Confederation (ETUC, 2016) advocates for the
establishment of a European Quality Framework for Apprenticeship and Work-Based
Learning, aimed at enhancing the quality, attractiveness, and effectiveness of apprenticeship
programmes across Europe. The ETUC observes that despite significant political interest in
apprenticeship programmes, practical implementation often falls short, with emphasis placed
more on the number of positions rather than on the quality of training. Consequently, it urges
the EU and its member states to adopt a European quality framework with clear standards
and criteria, to strengthen the use of European quality assurance tools, and to implement an
ambitious mobility programme. This approach aims to ensure that apprenticeships in Europe
provide high-quality education, protection, and future opportunities.

A key requirement in the transition from education to the labour market is the formulation of
policy objectives for apprenticeship. These objectives determine whether apprentices are
treated as a short-term resource, human capital for immediate employment requiring training
tailored only to a specific company’s needs, or as long-term capital, that is future employees
equipped with strong and versatile professional qualifications and skills, capable of
contributing across multiple companies or sectors. To enhance the value of apprenticeship,
reinforce the relationship between employers and apprentices, and preserve the robustness
and competitiveness of national development strategies, adequate resources must be
directed toward governance, legislation, and the standards that applied policy should adopt.

Following bilateral dialogue between Greek and German trade unions (as part of a joint action
carried out through the Future4VET programme, in which the Labour Institute of the General
Confederation of Greek Workers participated), quality apprenticeship has been identified as
a key strategic tool for ensuring a successful transition from education to employment. Quality
apprenticeship has the potential to generate substantial multiplier effects for both trainees
and companies, thereby creating added value for the labour market and the real economy as
a whole.

In the effort to enhance the quality of apprenticeship in Greece and address the
challenges associated with its implementation, the Labour Institute puts forward the
following measures (IFTP et al., 2024):

1. Creation of a Registry of Companies eligible to host apprentices. These
companies must ensure that they possess the minimum level of equipment and
infrastructure required to meet the conditions of the apprenticeship contract. The aim
is not to introduce a formal certification or bureaucratic process, but to ensure an
assessment of the company’s readiness for apprenticeship, for example through a visit
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by a qualified official. For very small enterprises with a limited range of activities, the
possibility of forming a network could be explored, enabling a trainee to complete
their apprenticeship across multiple companies and to acquire expertise in different
aspects of their field from each one.

2. Training of the company-based “Trainer/Supervisor” who will be responsible
for guiding and monitoring the trainee’s apprenticeship. The person designated to
implement the provisions of the apprenticeship contract should, through a brief
training programme, be appropriately informed about the education system, the
apprenticeship framework, the obligations of the company and the apprentices, and
other issues relevant to ensuring effective quality assurance and evaluation.

3. The drafting of the Apprenticeship Contract should be subject to consultation
and agreement with the social partners. The contract should clearly define the
obligations and commitments of all parties, with respect both to the quality and to the
implementation of the apprenticeship, including explicit educational objectives and
responsibilities. It should ensure educational quality by guaranteeing compatibility
between the training content and the position offered within the company.
Furthermore, it should safeguard the rights of apprentices as well as those of existing
employees in companies that undertake to serve as apprenticeship providers. The
apprenticeship contract must be explicitly integrated into the regulatory framework
for apprenticeships.

4, The presence of a trade union observer/representative, where available. The
substitution of existing permanent positions with apprentices, or the use of
apprentices as a low-cost workforce without full employment rights, constitutes a
dysfunction that arises in companies which regard apprenticeship primarily as a cost-
saving mechanism rather than as a productive and developmental process from which
they ultimately benefit. The involvement of a trade union observer—implemented on
the basis of a specific protocol—can help prevent such practices and ensure
compliance with the apprenticeship contract, guaranteeing that apprentices
undertake tasks relevant to their training rather than unrelated auxiliary duties. Such
monitoring also increases the likelihood that apprentices will be retained in the role
for which they have been trained, rather than being replaced by new apprentices.

5. The curricula of apprenticeship programmes should be developed on the basis
of labour market needs, identified through a systematic needs’ assessment. Where an
occupational profile exists for the relevant specialisation, it is essential that the
curriculum be aligned with that profile.

6. A holistic approach to the apprenticeship system—including accompanying
and support services—should be adopted by all institutions that offer work-based
learning as part of the educational process. Educational institutions should also enable
trainees to reorient towards other fields of study, if they so wish, on the basis of the
professional guidance provided.

7. There is a need to enhance the attractiveness of apprenticeship and to foster
a shift in attitudes toward it at both the family and company levels. Families should
not perceive apprenticeship as an inferior educational or professional pathway
suitable only for “less capable” students. A change in family perceptions can, in turn,
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encourage companies to regard apprenticeship as a genuine educational process
rather than a source of labour substitution. To this end, awareness-raising campaigns
could promote apprenticeship as an educational route equal to other pathways,
thereby supporting its quality implementation and raising expectations among both
apprentices and companies.

8. A key element in ensuring the quality of apprenticeship is the implementation
of systematic monitoring and evaluation. Quality assurance requires the consistent
tracking and assessment of learning within apprenticeship schemes, using clearly
defined methodologies and tools. It is recommended that these methodologies assess
learning from multiple perspectives, incorporating the views of both the school-based
instructor or supervisor and the company-based trainer or supervisor.

9. It is essential to ensure—and, where applicable, to continue ensuring—that
apprentices receive fair compensation across all providers implementing work-based
learning as part of the educational process.

10. Effective networking and governance among all stakeholders (DYPA, the
Ministry of Labour, the Ministry of Education, and other bodies that provide education
or training in the form of apprenticeship) is necessary to establish a unified
understanding and approach to apprenticeship-related issues. Moreover, such
coordination can facilitate the dissemination of good practices already implemented
by other stakeholders, particularly in professional sectors with distinct employment
characteristics, such as healthcare, tourism, and shipping.

7. Conclusions

The benefits of implementing the above proposals are far-reaching, contributing to the
reduction of unemployment, the enhancement of labour mobility, the protection of
professional rights, the regulation of labour relations, and the strengthening of national
economic competitiveness. Apprentices will gain access to the knowledge, skills, and
competences necessary to respond effectively to an ever-changing productive environment,
thereby reinforcing their professional identity and maturity, as well as their position in the
labour market. At the same time, companies will gain access to a sufficiently skilled and
capable workforce, enhancing both their productivity and adaptability.

Consequently, the effective implementation of quality apprenticeship programmes
constitutes a key strategic instrument for facilitating the transition from education and
training to employment, as well as for achieving a positive alignment between the supply and
demand for skills in the labour market. However, beyond its role as a strategic tool for labour
market transition, UNESCO’s (2021) report on the new social contract in education
underscores that the right to quality education throughout life is fundamental. This right
applies equally and explicitly to the level of apprenticeship.
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Abstract

This study examines learners’ perceptions of the EPAL Post-Secondary Apprenticeship Year in
Greece, focusing on their motivations for participation and the perceived relevance of the
programme’s curriculum to their interests and local labor-market needs. Using a quantitative
research design, data were collected through a structured questionnaire distributed
electronically to apprentices in the prefecture of Achaia. Convenience sampling was
employed, resulting in a sample of 96 participants from four EPAL schools selected for their
representativeness in terms of apprenticeship class offerings. The questionnaire included
closed-ended items aligned with the research questions, and its reliability was supported
through pilot test—retest procedures. The findings indicate that learners’ motivations are
predominantly credential-oriented, with the acquisition of the Level 5 Diploma emerging as
the primary reason for participation. Additional ranking points for public-sector employment
and financial incentives also constitute significant motivators, whereas employment-related
and intrinsic learning motives appear less central. Regarding curriculum alignment,
apprentices report high levels of correspondence between their personal interests and the
programme’s theoretical, practical, and subject-specific components. Practical training, in
particular, shows the strongest alignment, and the curriculum is widely perceived as
responsive to local labor-market needs. Overall, the results suggest that the Apprenticeship
Year effectively supports learners’ vocational goals and labor-market integration, while
highlighting the importance of continued curriculum refinement, enhanced employer
collaboration, and strengthened career guidance services.

Keywords: Apprenticeship, Vocational Education, Learner Motivation, Work-Based Learning

1. Introduction

A persistent gap between education and the labor market continues to raise concerns about
how young people transition into employment in knowledge-based societies (Hanusheket al.,
2011). In the 21st century, individuals are expected to be adaptable, creative, and capable of
critical thinking, collaboration, and intercultural communication. Apprenticeships have
emerged as an effective policy tool for addressing these demands (Ryan, 2003).

Apprenticeship programmes offer learners real-world experience, opportunities for
teamwork, entrepreneurial skills, and a deeper understanding of workplace requirements
(Cedefop, 2015; Kuczera, 2017). They facilitate a smoother transition into professional life
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(Galvani, 2017) and contribute to personal development and social maturity (Vickerstaff,
2007). Central to their success are teachers and workplace supervisors, who deliver
instruction, mentor apprentices, and ensure the relevance and quality of learning experiences
(Wilson & Pretorius, 2017; Vassiliou & Andor, 2013).

International evidence consistently highlights apprenticeships as a highly effective mechanism
for supporting young people’s entry into the labor market (Vosniakou, 2017). They respond
to the widening gap between employer skill requirements and student competencies, at a
time when youth unemployment is increasing and economic competitiveness is declining
(Fragkoulis & Anagnou, 2018).

Within formal education systems, apprenticeships integrate institutional learning with
structured, workplace-based training. Work-based learning encompasses pedagogical and
assessment practices that bring together theoretical instruction and practical experience
(Bruindiers et al., 2010). Through this synergy, apprenticeships promote skills acquisition,
reduce youth unemployment, support innovation and entrepreneurship, and foster social
inclusion.

The effectiveness of apprenticeship programmes depends largely on the pedagogical,
professional, and supervisory competence of teachers and workplace mentors. High-quality
supervision is considered a core quality-assurance requirement in vocational education
(Wombleet al., 1995). Nevertheless, research on the roles, qualifications, employment
conditions, and professional development of educators involved in apprenticeships remains
fragmented (European Commission, 2017; Greenan et al., 1998).

Historically, apprenticeships date back to medieval European guilds, which regulated
professional training and labor competition (Ogilvie, 2004). Contemporary systems—most
notably the German model—have institutionalised dual vocational structures supported by
governments, employers, and labor unions (ILO, 2012; Vosniakou, 2017).

2. Apprenticeship Models Across Europe

Apprenticeship-type programmes are well-established across European countries. In
several states—including the Czech Republic, Poland, and Spain—apprenticeships
coexist with school-based vocational training schemes, where learners are required to
spend a number of hours or days in real workplaces when school facilities cannot
adequately support the development of specific skills (Farmakis, 2019).

Six countries (Denmark, Estonia, Greece, Romania, Slovakia, and Slovenia) operate
dual apprenticeship systems that combine institutional learning with sustained
workplace training. Furthermore, thirteen European countries have introduced
apprenticeship pathways at tertiary level, demonstrating the expansion of
apprenticeship as a recognized route for advanced professional education. In many
cases, these systems are relatively recent or have undergone reform in order to
increase flexibility and better align vocational education and training with the needs
of modern production systems. Such reforms have taken place in countries including
Cyprus, Estonia, Hungary, Ireland, Lithuania, Portugal, Romania, Slovakia, and Slovenia
(European Commission, 2013; European Union, 2012).

Germany represents one of the most established apprenticeship traditions, where the
labor market is closely integrated with vocational training. The dual system provides
broad foundational training and develops the specialized skills required for specific
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occupations. Apprentices generally train within companies for three to four days per
week and attend vocational school for up to two days, under a formal training
contract. Programmes typically last three years, and the suitability of enterprises and
in-company trainers is monitored by competent authorities.

Denmark’s dual apprenticeship system is regarded as highly effective in facilitating the
transition from education to employment. Apprentices often secure employment
even before completing their training, frequently outperforming university graduates
without practical experience. The system’s success is attributed to strong engagement
from social partners, close cooperation between schools and industry, and rigorous
certification procedures leading to nationally recognized qualifications.

In Austria, apprenticeship aims to equip young people with professional qualifications
and prepare them for employment by integrating them into real work processes.
Programmes last between 24 and 48 months, with approximately 80% of learning
taking place in the workplace and 20% in school settings. Notably, 76% of
apprenticeship graduates find employment within three months of completion.

In Finland, apprenticeship forms part of upper-secondary vocational education and
supports the acquisition of qualifications in both initial and continuing vocational
training. Programmes typically last one to three years.

France has a long tradition of apprenticeship, dating back to the 1920s, with its
modern framework established in 1971. Apprenticeship aims to deliver officially
recognised professional qualifications and typically lasts between 12 and 36 months
depending on the occupation and qualification level (or up to 48 months for
apprentices with disabilities). Approximately 61% of apprentices enter employment
immediately after completing their programme, and more than half secure permanent
positions (European Commission, 2013; European Union, 2012).

3. Apprenticeship in Greece
3.1. Legislative Framework

Apprenticeship has been recently integrated into the Greek vocational education
system, formalizing the dual model that alternates learning between the workplace
and an educational structure. Law 4386/2016 and subsequent regulations define
apprenticeship as a system in which apprentices enter into a formal Apprenticeship
Contract, receive remuneration, and are covered by social insurance.

Ministerial Decision FB7/108652/K3/2021 specifies that apprentices participate in
structured learning activities both in the workplace and at school, and that employers
are required to provide training aligned with the official curriculum. Apprenticeship
programmes are designed to lead to certification of professional knowledge,
competencies, and skills, ensuring alignment with national qualifications and labor-
market demands.

3.2. Structure of the Post-Secondary Apprenticeship Year (EPAL)

The Post-Secondary Apprenticeship Year for graduates of Vocational Upper Secondary
Schools (EPAL) operates for one academic year as a dual learning system. Itincludes:
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e 28 hours per week of workplace-based training over a minimum of four days
e 7 hours per week of school-based laboratory instruction
e 70 hours of preparatory courses for certification examinations

Apprentices receive 75% of the statutory minimum wage and full labor and insurance
rights. Employers must appoint a certified workplace trainer who has completed
specialized pedagogical training adapted to the apprenticeship context.

Assessment takes place both continuously at the workplace—documented weekly in
the learning log—and through a final examination, which may include written tests,
practical demonstrations of skills, or project presentations.

Workplace learning programmes are developed based on approved occupational
standards for each specialty. Ministerial Decision 26412/2017 establishes the Quality
Framework for VET curricula, emphasizing adult-learning principles, active learning,
critical thinking, experiential learning, and learner-centred approaches, recognizing
that apprentices typically bring prior educational and professional experiences to the
learning process.

3.3. Programme Implementation and Governance

Participation in the Apprenticeship Year is optional and open to EPAL graduates who
are not simultaneously engaged in other education, training, or employment.
Management of the programme is carried out by the General Secretariat for
Vocational Education, Training, Lifelong Learning and Youth, in cooperation with
regional education directorates, EPAL schools, and School Laboratory Centres (EK).

Placement of apprentices in workplaces is organized by EPAL schools and Laboratory
Centres in collaboration with the local Employment Promotion Centres (KPA) of OAED.
Employers enter a formal agreement with apprentices and must comply with
employment regulations.

The programme combines four days of workplace training with one day of specialized
school-based instruction, thereby fulfilling both a professional role—facilitating
graduates’ labor-market integration—and a social role, supporting their transition to
adulthood and active participation in economic and social life.

3.4. Regional Example: Achaia

Achaia hosts 13 EPAL schools (nine daytime, four evening). Participation has grown
steadily, with:

e 240 apprentices

e 16 specialties

e 23 apprenticeship classes

e 160 cooperating employers
e 45 teachers involved

Completion rates exceed 92%, dropout remains below 8%, and certification success
reaches 94-95%, demonstrating strong programme performance and labor-market
relevance (Arachovitou, 2023).
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4. Method
4.1.Purpose and Research Questions

The purpose of this study is to investigate learners’ perceptions of the EPAL
Apprenticeship Program, focusing on their motivations for participation and the
relevance of the program’s curricular content to their interests and the needs of the
local labor market. The study is guided by the following research questions:

1. What are the learners’ perceptions regarding their reasons for participating in
the Apprenticeship Program?

2. What are the learners’ perceptions regarding the alignment between the
apprenticeship curriculum, their personal interests, and labor-market needs?

4.2.Research Methodology

A quantitative research design was adopted, implemented through a structured
guestionnaire. Quantitative survey methodology is widely used for capturing perceptions,
trends, and attitudes in educational research (Cohen et al., 2018). The design allowed for
systematic data collection across a relatively large group of learners and facilitated statistical
comparison of their responses. Convenience sampling was selected due to the accessibility of
the target population, a choice that is common and acceptable in educational field studies
when researcher access is naturally constrained (Creswell, 2014).

4.3.Research Sample

The sample was selected using convenience sampling (Creswell, 2014). From the six (6) EPAL
schools in the Prefecture of Achaia participating in the Post-Secondary Apprenticeship Year,
four (4) were chosen as the most representative, as they offered the largest number of
apprenticeship classes in the current (7th) implementation phase.

A total of 96 learners participated in the study. Of these, 60.4% were maleand39.6% were
female. The majority (66.7%) belonged to the age group 18-22 years old. Learners
represented eleven (11) different specializations out of the sixteen (16) available in Achaia,
ensuring substantial vocational diversity within the sample.

4.4.Research Data Collection Tool

Data were collected through a structured questionnaire, developed via Google Forms to
facilitate distribution, accessibility, and automated data management. The questionnaire
included closed-ended items directly aligned with the research objectives and questions.

To enhance reliability, a pilot test was conducted before final distribution. Each participant in
the pilot study completed the questionnaire twice within a one-week interval. Consistent with
recommendations for stability testing in educational research (Robson & McCartan, 2016),
the correlation of responses across the two administrations was examined to assess test—
retest reliability.

4.5.Data Collection Process

The questionnaire was distributed electronically to learners enrolled in the apprenticeship
classes of the selected EPAL schools. Participation was voluntary, anonymous, and conducted
within a predefined time frame to ensure consistency in administration. Responses were
automatically recorded, exported, and subsequently analyzed using descriptive statistical
techniques.
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4.6.Limitations
Several limitations must be acknowledged.

e The use of convenience sampling restricts the generalizabilityof the findings beyond
the specific region studied (Cohen et al., 2018).

e The sample is limited to apprenticeship learners from a single prefecture (Achaia),
which may not fully capture the diversity of apprenticeship experiences across
Greece.

Nevertheless, such limitations are typical in localized educational research, where contextual
insights can still offer valuable contributions to understanding broader institutional practices
(Robson & McCartan, 2016).

4.7.Reliability and Validity

Reliability was supported through the pilot testing process, which examined the temporal
stability of responses, a widely recommended procedure in quantitative educational research
(Robson & MccCartan, 2016).

Validity was strengthened by ensuring that questionnaire items were explicitly aligned with
the research questions and constructed according to established principles for content and
construct validity (Creswell, 2014). The use of closed-ended questions also promoted
consistency and clarity in participant responses, enhancing internal validity.

5.Results
5.1. Motives for participation in the EPAL Apprenticeship Program

The prioritization of motives for participation in the EPAL Apprenticeship Program reveals a
rich and multilayered motivational structure that reflects both the socio-economic
environment of vocational education in Greece and broader theoretical perspectives on
learner motivation. The ranking data illustrate how learners navigate between credential-
related ambitions, labor market expectations, andpersonal development goals, forming a
complex motivational profile that is both pragmatic and aspirational.

Table 1. Ranking of Motives for Participation in the EPAL Apprenticeship Program

Motive for 1st 2nd 3rd ath 5th 6th 7th Total
Participation
Acquisition 9 6 3 96

0, 0, 0, 0,
of Level 5 43 (44.8%) (400 (6.3%) (3.1%)  A(42%) 5(5.2%) 26(27.1%) )45,
Diploma
Financial 0 0 0 0 o 22 0 96
incentives 12 (12.5%) 33(34.4%) 8(8.3%) 7(7.3%) 6(6.3%) (22.9%) 8 (8.3%) (100%)
Entry into 0 0 o o 19 14 0 96
the labor market 5(5.2%) 13 (13.5%) 26(27.1%) 13 (13.5%) (19.8%)  (14.6%) 6 (6.3%) (100%)
Acquisition 16 96

1 [s) 0, 0, 0, 0, 0,

ofprofessnonal 1(1.0%) 7 (7.3%) 19 (19.8%) 39 (40.6%) 7 (7.3%) (16.7%) 7 (7.3%) (100%)
experience
Acquisition 36 96
of knowledge 3(3.1%) 6(6.3%) 19(19.8%) 22 (22.9%) 6(6.3%) 4(4.2%)
and skills (37.5%) (100%)
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Motive for

s 1st 2nd 3rd 4th 5th 6th 7th Total
Participation

Obtaining

an extended

license to 3(3.1%) 22(22.9%) 10(10.4%) 8 (8.3%)
practice the

profession

18 28 %
(18.8%) (20.2%) 3% (100%)

Additional
ranking

points for public 29 (30.2%) 6(6.3%) 8(8.3%) 4(4.2%) 6(6.3%) 5(5.2%) 38(39.6%) ?1600%
(]
sector

employment

5.1.1. Dominance of Credential-Oriented Motives

There is an overwhelming emphasis placed on securing the Level 5 Diploma, which nearly half
of the participants (44.8%) identified as their primary motive. This suggests that learners
primarily perceive apprenticeship not as an isolated educational experience but as a pathway
to formal recognition and upward mobility within the vocational education framework. In the
context of the Greek education system—where formal qualifications carry significant weight
for professional licensing and structured career advancement—the diploma serves as a clear
symbol of educational progression. The diploma functions as a tangible, institutionally
validated outcome that enhances employability, social standing, and eligibility for regulated
professions. The strong focus on certification supports the argument that vocational learners
actively seek credentials that can differentiate them in a competitive labor market,
particularly in sectors where regulated qualifications are prerequisites.

5.1.2. Public Sector Aspirations and the Appeal of Institutional Security

The second major finding relates to the substantial percentage (30.2%) of learners who view
additional ranking points for public sector employment as their top priority. This highlights the
enduring attractiveness of the public sector as a provider of job security, stable income, and
predictable career progression. In economies characterized by labor market volatility, such
institutional stability can be particularly appealing.

However, the simultaneous observation that 39.6% of participants ranked this motive last
suggests a bifurcation in career aspirations. Some learners pursue the program strategically
to gain advantage in public-sector recruitment, while others appear to reject public-sector
pathways in favor of private-sector employment or entrepreneurial ambitions. This
polarization reflects a broader divergence in how vocational learners conceptualize their
professional futures.

5.1.3. Financial Incentives as Conditional Motivators

Financial incentives emerge prominently as the second priority for more than one-third of
respondents (34.4%). This indicates that although financial support is not typically the decisive
motivator prompting learners to initially enroll, it plays a significant reinforcing role, enabling
participation and persistence. Apprenticeship programs often attract learners from
socioeconomically diverse backgrounds, for whom financial compensation can mitigate
opportunity costs associated with training.

This pattern resonates with the notion of instrumental motivation, where learners balance
educational benefits against material considerations. The prominence of financial incentives
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as mid-level motives suggests that while monetary support is appreciated, it is not perceived
as the core value of the apprenticeship experience.

5.1.4. Employment-Oriented Motives: Practical and Expected, Yet Not Primary

Motives related to entry into the labor marketand the acquisition of professional experience
demonstrate consistent importance, though not typically in the highest-ranked positions. For
instance, “entry into the labor market” appears strongly as a third priority (27.1%), while
“acquiring professional experience” is most often ranked fourth (40.6%).

These tendencies suggest that learners do view the apprenticeship as an effective bridge to
employment, but they weigh employment-related benefits after institutional rewards such as
the diploma or ranking points. This indicates a nuanced perspective: learners expect the
apprenticeship to enhance employability, yet they acknowledge that formal credentials and
institutional recognition may carry more immediate or strategic value.

From a theoretical perspective, these motives reflect integrated regulation, a form of
motivation wherein learners internalize the value of work-based experience as part of their
broader career trajectory.

5.1.5. Knowledge and Skills Acquisition: Important but Not Central

Although intrinsic motives related to learning—such as acquiring new knowledge and
developing skills—are rarely prioritized in the top ranks, they are consistently present across
the middle of the distribution. A large proportion (37.5%) identified this as their fifth priority.
This suggests that learners recognize the educational value of the program but do not view
skill development as the primary purpose of their participation.

This finding is consistent with observations from vocational education research, which often
reports that learners prioritize employability and certification over purely pedagogical
motivations. It also raises questions about how effectively the program communicates its
learning-based benefits relative to its credential-related outcomes.

5.1.6. Professional Licensing as a Regulatory Incentive

The motive “obtaining an extended license to practice the profession” also follows a
characteristic distribution, frequently appearing in the middle ranks. This pattern highlights
the regulatory environment surrounding vocational professions in Greece, where additional
licensing can significantly influence employment opportunities. Learners appear to recognize
this advantage, though they position it below more immediately compelling motives such as
the diploma or ranking points.

5.1.7. A Hybrid Motivational Profile

Taken together, the findings point to a hybrid motivational structure. Learners are neither
exclusively extrinsically motivated nor wholly intrinsically driven. Instead, they balance:

e Credential-driven motivations (diploma, ranking points)

e Economic considerations (financial incentives)

e Career-oriented motivations (labor market entry, licensing)
e Learning-based motivations (skills and knowledge)

This blend reflects a pragmatic approach to vocational education, where personal
development is acknowledged, but strategically subordinate to institutional and labor-market
benefits.
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5.2.Alignment of the apprenticeship curriculum, trainees’ interests, and labor-market needs
5.2.1. Alignment of training subjects with trainees’ interests

The results provide a clear picture of how learners perceive the alignment between the
subjects taught in the apprenticeship program and their personal interests. The distribution is
markedly skewed toward the higher end of the scale, indicating strong relevance and
resonance of the curriculum with learners’ preferences.

Table 2. Alignment of training subjects with trainees’ interests

Degree of Alignment Frequency Percentage %
Not at all 2 2.1%

Very little 2 2.1%

Quite 15 15.6%

Much 20 20.8%

Very much 57 59.4%

Total 96 100%

The most notable finding is that 59.4% of participants report that the training subjects
correspond “very much” to their interests. When combined with those who responded
“much” (20.8%), the cumulative percentage reaches 80.2%, meaning that four out of five
learnersexperience a high degree of personal relevance in the educational content. This level
of alignment suggests that the program succeeds in tailoring its curriculum to learners’
vocational aspirations and preferences.

A smaller but meaningful proportion (15.6%) rated the alignment as “quite”. While this is a
moderate level, it still indicates positive association and does not reflect dissatisfaction. In
contrast, only 4.2%of respondents (those selecting “not at all” or “very little”) perceive
minimal alighment between their interests and the subjects taught.

This strong predominance of positive responses indicates that the apprenticeship curriculum
is perceived as highly relevant and meaningful, serving as an important motivational factor for
learner engagement, persistence, and satisfaction. These outcomes are consistent with
theoretical perspectives emphasizing the importance of interest-driven learning, where
relevance of content significantly enhances intrinsic motivation, self-efficacy, and vocational
identity formation.

The high alignment also serves as indirect validation of the apprenticeship model’s
responsiveness to labor market needs. Since learners in vocational pathways often choose
fields based on clear occupational intentions, the strong correspondence between subject
matter and interests suggests that the program provides training that aligns well with
professional expectations and individual career goals.

5.2.2. Alignment of theoretical instruction with trainees’ interests

The findings illustrate a strong positive relationship between the theoretical component of
the apprenticeship program and the interests of the learners. As with the practical training
subjects, the theoretical curriculum appears to resonate highly with participants,
demonstrating a high degree of perceived relevance.
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Table 3. Alignment of theoretical instruction with trainees’ interests

Degree of Alignment Frequency Percentage %
Not at all 3 3.2%

Very little 2 2.1%

Quite 17 17.9%

Much 25 26.3%

Very much 48 50.5%

Total 95 100%

The most prominent data point is that 50.5% of respondents report that the theoretical
instruction corresponds “very much” to their interests. This represents more than half of the
sample and signals that the theoretical framework of the program effectively supports
learners’ vocational pathways. When combined with those reporting “much” (26.3%), a total
of 76.8% perceive a high level of alignment.

In addition, 17.9% rated the alignment as “quite”. Although this reflects a moderate level of
correspondence, it still indicates generally positive perceptions of the theoretical content. In
total, 94.7% of learners rate the alignment at moderate to very high levels, revealing that only
a small minority experience low relevance in the theoretical component.

The lower categories— “not at all” (3.2%) and “very little” (2.1%)—represent just 5.3% of
respondents. This extremely small proportion suggests that dissatisfaction with theoretical
instruction is rare. Theoretical misalignment likely occurs either due to mismatches between
expectations and subject matter or because a small subset of learners may be more practically
oriented and therefore less engaged with theoretical components.

These trends demonstrate that the theoretical elements of the apprenticeship curriculum are
successfully integrated into the broader learning experience and are generally perceived as
meaningful, relevant, and well-aligned with vocational interests. This is important because
theoretical instruction forms the backbone of conceptual, regulatory, and professional
knowledge that underpins workplace learning.

The strong alignment with learner interests is consistent with educational theory emphasizing
the role of curricular relevance and learner-centered instruction in promoting motivation,
satisfaction, and learning persistence. High alignment also serves as an indicator of the
curriculum’s responsiveness to contemporary labor market demands, ensuring that
theoretical knowledge remains applicable, coherent, and directly related to workplace
realities.

5.2.3. Alignment of practical training with trainees’ interests

The data reveal an overwhelmingly positive perception of the alignment between the practical
training component and learners’ individual interests.

Table 4. Alignment of practical training with trainees’ Interests

Degree of Alignment Frequency Percentage %
Not at all 1 1.0%
Very little 6 6.3%
Quite 9 9.4%
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Degree of Alignment Frequency Percentage %
Much 24 25.0%
Very much 56 58.3%
Total 96 100%

The data reveal an overwhelmingly positive perception of the alignment between the practical
training component and learners’ individual interests. Practical training appears to resonate
even more strongly than theoretical instruction, with 58.3% of participants rating the
alignment as “very much”, the highest level on the scale. Combined with those who selected
“much” (25.0%), 83.3% of learners perceive a strong correspondence between practical
activities and their vocational interests.

This high degree of relevance is characteristic of effective apprenticeship models, where
practical training is expected to be closely connected to learners’ chosen specialties. The fact
that more than four out of five learners report high alignment underscores the success of the
program in offering practical experiences that are meaningful, engaging, and closely tied to
occupational goals.

A moderate proportion (9.4%) selected “quite”, indicating that for some learners, practical
tasks meet their interests reasonably well, though perhaps not fully. Meanwhile, “very little”
(6.3%) and “not at all” (1.0%) jointly account for 7.3%, a relatively small share of participants.
These responses may reflect cases where learners perform tasks unrelated to their preferred
specialization, or where workplace conditions limit the relevance or variety of practical
activities.

Compared to similar tables on theoretical and subject-specific alignment, the practical
component shows the highest level of interest alignment among the three instructional
dimensions. This is consistent with the nature of apprenticeship learning: practical training
often offers immediate, hands-on, contextualized experiences that learners find intrinsically
motivating and professionally valuable.

The findings reflect core principles of experiential learning theory, highlighting how direct
engagement in real tasks enhances motivation, deepens understanding, and fosters strong
vocational identity development.

5.2.4. Alignment of training content with local market needs

The data indicate that learners perceive a strong alignment between the training curriculum
and the needs of the local labor market.

Table 5. Alignment of training content with local market needs

Extent of Consideration Frequency Percentage %
Not at all 1 1.0%

Very little 4 4.2%

Quite 19 19.8%

Much 31 32.3%

Very much 41 42.7%

Total 96 100%
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The data indicate that learners perceive a strong alignment between the training curriculum
and the needs of the local labor market. A combined 75% of respondents believe that labor
market needs are taken into account “much” (32.3%) or “very much” (42.7%) during the design
of training subjects. This suggests that, from the learners’ perspective, curriculum design is
responsive to local employment conditions and industry demands.

Additionally, 19.8% of learners responded “quite”, indicating a moderate perception of
alignment. This medium-level group acknowledges the consideration of market needs but
perhaps views it as less systematic or less consistently implemented.

At the lower end, only 5.2% of respondents (1.0% “not at all” and 4.2% “very little”) believe
that labor market needs are minimally or not at all incorporated into curriculum planning. This
very small percentage may reflect learners in specializations where the link between training
content and local employment is less visible or less direct, or cases where individual learning
placements do not reflect broader market trends.

Overall, the distribution of responses demonstrates that learners generally perceive a high
degree of responsiveness in how training subjects are designed relative to local labor market
conditions. This is a critical indicator of program relevance, especially in vocational and
apprenticeship systems where employability and workplace integration are central goals.

6. Discussion
6.1. Motives for participation in the EPAL Apprenticeship Program

The findings indicate that external, institutional motives dominate, with the acquisition of the
Level 5 Diploma as the primary driver, functioning as a strong indicator of professional
recognition and mobility. Additional ranking points for public-sector employment also play a
significant role, reflecting learners’ socioeconomic priorities, although responses are polarized
between those who find this crucial and those who find it irrelevant. Financial incentives act
as secondary yet important motivators, helping to reduce participation barriers. Employment-
oriented motives (entering the labor market, gaining experience) hold a mid-level position,
while intrinsic motives (knowledge, skills) are present but not predominant. Overall, a mixed
motivational profile emerges, with learners using the program both as an educational
pathway and as a strategic professional choice.

6.2.Alignment of training subjects with trainees’ interests

Learners perceive the training subjects as strongly aligned with their personal interests,
suggesting that the apprenticeship curriculum is meaningful and relevant to their vocational
aspirations. This alignment appears to enhance learners’ engagement and motivation, as
content that resonates with individual interests is more likely to sustain attention and
commitment. More moderate perceptions may reflect variations in expectations or
differences across training specialties, while the limited negative views point to specific areas
where curriculum refinement may be needed. Overall, the findings indicate that the program
effectively addresses learners’ interests, supporting satisfaction and persistence within the
apprenticeship pathway.
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6.3.Alignment of theoretical instruction with trainees’ interests

Most learners consider the theoretical instruction highly aligned with their interests, with
more than half selecting “very much.” The theoretical component is perceived as meaningful
and relevant to their profession, avoiding the common disconnect from practical training. Low
dissatisfaction rates show that the program meets the needs of diverse learner profiles. The
relevance of theoretical content enhances motivation, vocational identity, and deeper
learning, highlighting the importance of continuous updates to maintain its connection to real
professional contexts.

6.4.Alignment of practical training with trainees’ interests

The practical component shows even higher alignment with learners’ interests, with more
than 83% reporting strong or very strong correspondence. Practical training acts as a key
motivational element, offering direct experience, application of knowledge, and professional
confidence. Small groups of learners expressing moderate or low alignment point to the need
for improved placement matching and stronger collaboration with employers. Overall,
practical training is a major strength of the program.

6.5.Alignment of training content with local market needs

Learners perceive the curriculum as highly aligned with local labor market needs, indicating
effective cooperation with employers and informed curriculum planning. Moderate responses
suggest occasional content gaps or differences across specialties, while the small proportion
of negative views can guide targeted improvements. Overall, the program is seen as well
connected to labor market demands, an essential factor for enhancing graduates’
employability.

7. Conclusions

The study demonstrates that the EPAL Apprenticeship Program functions as a multifaceted
mechanism supporting both professional advancement and educational development.
Learner motivation is dominated by credential-oriented and institutional incentives, reflecting
the significance of formal qualifications and public-sector opportunities within the Greek labor
market. While financial and employment-related motives contribute meaningfully, intrinsic
learning motives are less prominent, suggesting that participants view the apprenticeship
primarily as a strategic step toward formal recognition and career progression.

Both the theoretical and practical components of the program exhibit strong alignment with
learners’ interests, reinforcing its pedagogical effectiveness. Practical training emerges as the
most influential factor in sustaining engagement, validating the central role of experiential
learning in vocational pathways. Moreover, learners perceive the curriculum as well aligned
with local labor-market needs, underscoring the program’s relevance and its potential to
enhance employability and smooth transitions into the workforce.

8. Recommendations

Drawing on the results of this study, the following recommendations can be outlined to
improve learner engagement, curriculum relevance, and overall program effectiveness of the
EPAL Post-Secondary Apprenticeship Year:

1. Strengthen the Role and Recognition of the Level 5 Diploma. Policymakers should
ensure that the diploma maintains high labor-market value, with clear pathways to
regulated professions and employment opportunities.
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2. Enhance Career Guidance Services. The polarization regarding public-sector ranking
points suggests the need for individualized career counseling that supports both
public- and private-sector trajectories.

3. Increase Visibility of Learning and Skill Development Benefits. Since intrinsic motives
rank lower, communication strategies and instructional design should emphasize the
program’s educational and competence-building strengths.

4. Maintain and Expand Financial Support Mechanisms. Given the role of financial
incentives in enabling participation, economic support should remain stable and
potentially be expanded for learners facing socioeconomic barriers.

5. Strengthen Employer Partnerships and Placement Quality. Ensuring high-quality
practical placements and improving employer engagement will enhance training
relevance and learner satisfaction.

6. Continuously Update Curriculum Based on Labor-Market Intelligence. Systematic
monitoring of regional labor-market trends is essential for sustaining curriculum
relevance and supporting long-term program credibility.

Adopting these recommendations will support the sustained relevance, qualityand
accessibility of the EPAL Post-Secondary Apprenticeship Year, ultimately enhancing learner
outcomes, employability and alignment with evolving educational and occupational needs
and standards.
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Abstract

This paper adapts a comparative critical theoretical analysis and synthesis of the theories of
Paulo Freire, Jack Mezirow, and Stephen Brookfield, three seminal scholars whose work has
shaped the concept of critical reflection in adult education. Although all three regard
education as a site of human growth and democratic development, they articulate different
pathways toward transformation. Freire advances a radically political pedagogy of critical
consciousness (conscientizacdo), situating reflection within collective struggle and action
against oppression. Mezirow frames transformation as a primarily cognitive and individual
process, through which adults reassess meaning perspectives via rational—critical discourse.
Brookfield occupies an integrative position: drawing on critical theory, he emphasises ideology
critique and the pervasiveness of power, arguing that critical reflection is inherently political
and must expose hegemonic assumptions embedded in practice. By juxtaposing these
perspectives, the paper shows that critical reflection is not a uniform construct, but a
multifaceted practice shaped by distinct ontological, epistemological and ethical
commitments. Synthesizing their insights points toward an integrative framework in which
education as praxis unites meaning-making, ideological critique and collective action. In the
face of growing inequality, authoritarian tendencies and the marketisation of adult learning,
adult educators must cultivate spaces of dissent, reflection and solidarity where individuals
and communities can imagine and enact more just worlds.

Keywords: adult education; critical reflection; critical pedagogy; transformative learning;
emancipation

1.Introduction

Historically, adult education emerged at the intersection of social movements and struggles
for emancipation. From the late 19th century up to the mid-1980s, it was linked with labour,
feminist and community movements within a critical, radical paradigm (Gioti, 2019; Heaney,
1992; Kokkos, 2006). In this context, criticality was not an optional but a constitutive element
of adult education: its aims were empowerment, transformation and emancipation through
reflection on oppression, illumination of power relations and inequalities, and collective
action towards a more just and democratic world (Apple & Au, 2009; Brookfield, 2000a, 2005,
2017; Freire, 1977, 2006; Zarifis, 2009).

While adult education still addresses issues such as adult literacy, youth unemployment,
feminist struggles, migration and citizenship since 2000 it has increasingly been tied to
economic and employability agendas (Gioti, 2019). Adult learning is reconfigured as a market-
oriented, credential-granting service that adapts to labour-market demands, privileges skill
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acquisition and targets already credentialed adults seeking mobility (Briton & Plumb, 1993;
Fejes & Salling Olesen, 2016; Finnegan, 2008). Vocationalism has become a dominant policy
driver and a common European trend (Fejes et al., 2016; Keogh, 2009).

In this landscape, critical reflection becomes a crucial site of struggle over what adult
education is for and whom it ultimately serves. If adult education is reduced to employability,
upskilling and individual career advancement, reflection risks becoming an adaptive tool
rather than a means of questioning structures. Conversely, within a critical perspective,
reflection interrogates how dominant ideologies, social inequalities, and power relations
shape educational aims, curricula and pedagogy. It is precisely at this point that the theories
of Freire, Mezirow and Brookfield diverge: while all three centre reflection in adult learning,
they differ in how deeply they connect reflection to power, collective action, and social
transformation. And they also differ in the way they directly link one's self-empowerment and
emancipation to action for a radical democratic transformation of society.

Against this shifting landscape - from emancipatory roots to market-driven orientations - the
theoretical traditions of critical reflection acquire renewed urgency. Mezirow, Brookfield and
Freire offer distinct yet intersecting frameworks for understanding how adults interrogate
assumptions, power relations, and social structures.

In our study, we adopt a comparative critical theoretical analysis, a methodological approach
that allows for the systematic investigation, comparison, and evaluation of the theoretical
contributions of Freire, Mezirow, and Brookfield in the field of adult education. The analysis
focuses on comparing central concepts such as critical consciousness, transformative learning,
and critical reflection, and their relationship to educational practice and collective action.
Specifically, we examine how each theorist understands the potential of learning to challenge
and subvert oppressive power relations and social structures. At the same time, a critical
assessment of the theoretical assumptions underlying their different approaches is
attempted: from Freire's liberatory pedagogy, which directly connects learning with collective
action and social emancipation, to Mezirow's transformative learning, which focuses on
individual’s will for the scope and extent (individual, cultural, sociopolitical) change of frames
of reference, and Brookfield's critical pedagogy, which bridges personal and social
transformation through the analysis of power relations. The methodology is completed with
a theoretical synthesis that exploits the points of convergence and creative tensions between
the three approaches, thereby forming a coherent conceptual framework for understanding
how transformative learning can function as a lever for both personal and social
transformation.

2. Mezirow: Critical Reflection and Meaning Transformation

Mezirow’s transformative theory is grounded in a wide range of concepts and fields, including
constructivism, developmental and cognitive psychology, psychotherapy, sociology, social
theory and critical social theory and draws on thinkers such as Dewey, Freire, Habermas and
Kuhn (Cranton & Taylor, 2012; Dolioti & Zarifis, 2009; Fleming, 2018; Kitchenham, 2008;
Kokkos, 2022; Zarifis, 2009). Mezirow explicitly acknowledges the influence of constructivism,
arguing that an individual’s meaning system is constructed through socialisation (Mezirow,
1991) and shaped by cultural context (Kokkos, 2005). Within this framework, transformative
learning explains how adult learners make sense of their experiences, how social structures
influence that interpretation, and how meanings undergo change when assumptions are
recognised as dysfunctional (Mezirow, 1991).

At the core of Mezirow’s theory lies the process of meaning making. New experiences are
interpreted through one’s existing meaning schemes (Mezirow, 1990), which reflect psycho-
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cultural assumptions developed through past learning and socialisation. Learning is thus
understood not as the accumulation of knowledge, but as the reconstruction of these
interpretive schemes into more functional ones that can orient future action (Mezirow, 1996;
2000). Critical reflection plays a central role in this process, as it enables adults to examine
and revise both their meaning schemes and, more profoundly, their meaning perspectives.
Transformation occurs when individuals reassess and reinterpret experience in ways that
allow them to act more effectively and autonomously in light of new insights (Dolioti & Zarifis,
2009; Gioti, 2024b; Mezirow, 1981, 1990, 1996, 1991, as cited in Taylor & Cranton, 2013, pp.
34, 35, 40). Such transformation of established frames of reference is central to
transformative learning, as it enables learners to identify dysfunctional assumptions and
reorient their action on the basis of more inclusive, better justified and more autonomous
interpretations.

Types of Reflection

Mezirow (1991, 1993) distinguishes three types of reflection (Cranton, 1994 as cited in Zarifis,
2008, p. 73; Kitchenham, 2008):

1. Content reflection — examining the content of an experience.
2. Process reflection — questioning the reasons and influencing factors for one’s actions.

3. Premise reflection — interrogating the broader assumptions that frame one’s value
system; this is what Mezirow identifies as critical reflection.

Premise reflection draws on critical theory and Habermas (Mezirow, 1981, 2003), as it involves
re-evaluating deeply embedded assumptions to transform one’s meaning perspectives. While
content or process reflection may cause changes in beliefs or opinions, premise reflection
leads to transformations in one’s frame of reference.

According to Mezirow (1990), critical reflection enables individuals to assess and reinterpret
an experience, question the validity of the assumptions underlying prior knowledge, and
examine the justification of the conditions under which problems are defined. It may be
implicit, when internalized values guide behaviour without conscious scrutiny, or explicit,
when individuals deliberately question and evaluate the grounds for their choices.

When the object of reflection is assumptions, Mezirow differentiates between:

e Critical reflection of assumptions (objective reframing) — examining others’
assumptions (Mezirow, 2000, 1998).

e Critical self-reflection on assumptions (subjective reframing) — interrogating one’s
own assumptions for deeper perspective transformation.

Both constitute “the emancipatory dimensions of adult learning, the function of thought and
language that frees the learner from frames of reference, paradigms or cultural canon that
limit or distort communication and understanding” (Mezirow, 1998, pp.191-192).

Forms of Critical Reflection

Critical reflection of assumptions includes:

e Narrative critical reflection, which examines the validity of ideas, feelings, and actions
communicated through speech, writing, or art.

e Action critical reflection, which interrogates the assumptions implicit in how one
defines a problem, aiming at more effective action.
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This type of reflection is closely linked to instrumental learning and problem-solving (Mezirow,
1998). He describes perspective transformation as a process that evolves and is completed in
ten sequential and interconnected stages (Gioti, 2024b).

Critical self-reflection on assumptions (CSRA) concerns the psychological or cultural
assumptions that constrain individuals’ lives. It examines the fundamental conditions shaping
experience and aims at significant perspective transformation (Mezirow, 1998). Mezirow
differentiates CSRA into several subcategories (ibid):

e Narrative critical self-reflection, critically examining one’s ideas and actions by
narrating their lived experience.

e Systemic critical self-reflection, concerning assumptions about economic, political,
educational, religious, linguistic or other cultural systems, often leads to collaborative
or collective action.

e Organizational critical self-reflection, addressing assumptions embedded in
workplace culture and history.

e Moral—ethical critical self-reflection, examining the principles guiding moral decision-
making.

e Therapeutic critical self-reflection, revealing assumptions underlying feelings, moods,
and emotional responses; central in psychotherapy.

e Epistemic critical self-reflection, examining one’s frame of reference, its origins, and
its consequences in shaping learning goals and orientations.

Mezirow’s contribution to the conceptualization of critical reflection is decisive: he places
critical (especially self-) reflection at the heart of transformative learning, as the mechanism
through which adults reassess and reconstruct their meaning perspectives. For Mezirow,
emancipatory learning is primarily achieved at the individual level through the critical
examination of personal assumptions. However, it is up to each individual's will whether, after
becoming aware of the sociocultural imposition on the formation of their assumptions, they
will take action to change and transform this context (Gioti, 2019, 2024a, 2024b).

In adult education, however, critical reflection extends beyond the individual to collective,
social and political dimensions. This is the direction in which Brookfield moves - foregrounding
the critique of hegemony and dominant ideologies, and linking critical reflection to collective
action, pedagogy, and the transformation of power relations both within and beyond
educational practice.

3.Brookfield: Critical Reflection, Ideology and Power

Brookfield is a prominent British scholar in adult education, whose work focuses on critical
thinking, dialogue, critical reflection, leadership, and, particularly, on analysing the dynamics
of power - especially in relation to racial identity and white supremacy.

According to Brookfield (1985, p. 46) “adult education is that activity concerned to assist adults
in their quest for a sense of control in their own lives, within their interpersonal relationships,
and with regard to the social forms and structures within which they live.” Adult educators, he
suggests, support one another in identifying and challenging both the external sources and
the internalized assumptions shaping their behaviour. Adults thus recognize that the systems
of ideas and values guiding their behaviour are culturally constructed rather than natural or
divinely ordained.

From this definition, six principles of critical adult education emerge (Brookfield, 1985):
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voluntary participation;
respect for self-worth;

adult education is collaborative;

L N

praxis at the heart of education - praxis: a continuous cycle of action and reflection as
understood by Freire;

ol

Adult education fosters a spirit of critical reflection; and

6. the aim is nurturing autonomous, empowered adults who initiate change in their
personal, professional and social worlds rather than passively adapting to external
forces.

Brookfield acknowledges that his approach to critical reflection draws on multiple traditions:
pragmatic constructivism, analytic philosophy and logic, psychoanalysis and psychotherapy,
and, most centrally, the critical theory of the Frankfurt School - particularly Adorno,
Horkheimer, Marcuse and Fromm - as well as Freire and, to some extent, Foucault (Brookfield,
2000b, 2005, 2009, 2010, 2016).

Pragmatic constructivism highlights how individuals construct and deconstruct meanings
through analysing experience and seeking new understandings. Analytic philosophy focuses
on detecting logical fallacies and making sound judgments, viewing criticality as the capacity
to analyse arguments. Psychoanalysis/psychotherapy direct attention to childhood inhibitions
and traumas that shape adult behaviour (Brookfield, 2005, 2016).

Freire’s influence is clear: Both scholars situate adult education within a radical, emancipatory
perspective linking reflection with collective action. Freire’s insights - on the role of the
educator’s experience and the importance of understanding how learners interpret teachers’
actions (Freire, 1998) - anticipate Brookfield’s “lens of personal experience” and “lens of
learners’ eyes.” Both place action at the heart of adult education, which Brookfield
approaches from Freire's perspective as a participatory action research which he describes as
an uninterrupted cyclical process of action followed by reflection on the action, collaborative
analysis of the action, transition to new action, reflection again and starting again from the
beginning (Gioti, 2024a, p. 27). Finally, both treat students' emotions as essential and catalytic
in the critical thinking process (Darder, 2020; Freire, 1997, 2022; Gioti, 2024a).

However, it is critical theory that most profoundly shapes Brookfield’s thinking (Brookfield,
2005). From this perspective, reflection aims at uncovering the workings of power: how
hegemony and dominant ideologies permeate everyday practices. Drawing on Adorno,
Horkheimer and Marcuse (Brookfield, 2005), criticality enables individuals to distance
themselves from implicit assumptions and exercise greater conscious control over their lives.
This oppositional distancing and re-engagement with culture constitutes, for the Frankfurt
School, the central learning task of adulthood (Brookfield, 2005).

Extending this tradition into the field of adult education, Brookfield articulates a dual mission
for critical reflection (Brookfield, 2000a, 2010, 2016, 2017, 2023):

1. [llluminating power

Adults must analyse assumptions rooted in dominant ideologies - capitalism,
positivism, democracy, militarism, patriarchy and white supremacy. Giroux (1983, as
cited in Brookfield, 2009, p. 299) similarly argues that critique involves revealing the
historically embedded values shaping knowledge, social relations and material
practices.

2. Uncovering hegemony
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Drawing on Gramsci (Brookfield, 2010, 2016, 2017, 2018; Gioti, 2024a; Leonard, 2002)
and on the later elaboration of the concept of hegemony from Raymond Williams and
Cornel West (Gioti, 2024a), Brookfield emphasizes that hegemony is learned rather
than imposed, as a set of assumptions and practices that appear to work in our favor,
but in reality end up working against our interests (Gioti, ibid). He conceives
hegemony rather as a form of self-surveillance that mirrors Foucault’s disciplinary
power (Fraser, 1981; Kioupkiolis, 2015; Widder, 2004). In the same vein, he stresses
the role of the educator as an intellectual who can highlight an alternative or counter-
hegemony (Gioti, 2024a).

Brookfield therefore argues that all interactions in adult education are structured by power
relations, echoing Freire’s claim that no educational action is neutral and Foucault’s extension
of power into everyday domains (Keramas, 2014). From this standpoint, critical pedagogy
becomes both the analytical lens and the practical framework through which educators and
learners can question assumptions, reveal ideology, and expose hegemony—turning
knowledge into a tool for social transformation toward a more just world (Gioti, 2024a; Toka
& Gioti, 2023). To enact this mission, Brookfield proposes four lenses for developing critically
reflective teaching:

1. learners’ eyes;

2. colleagues’ perceptions;

3. theory;

4. personal experience (Brookfield, 1998, 2002, 2017).

These lenses offer complementary perspectives for interrogating assumptions and power
relations in teaching.

For Brookfield, critical reflection must be collaborative and collective, to avoid the risks of
isolation, cultural suicide or political marginalization (Brookfield, 1994, 2017). Its outcome is
collective transformative action, aimed at dismantling unequal power relations and achieving
radical social change (Brookfield, 2000a, 2016). Even personal reflection, Brookfield argues, is
socially conditioned, shaped by broader political, economic, historical and cultural contexts
(Brookfield, 2000a). Ultimately, transformation means adopting fundamentally different ways
of viewing reality - framed explicitly through an analysis of power, ideology and hegemony,
thereby connecting individual insight with the broader critical-theoretical project of social
transformation.

4.Freire: Critical Consciousness and Emancipatory Praxis

Paulo Freire (1921-1997) was a Brazilian radical educator, philosopher and leading figure of
critical pedagogy. Having experienced hunger and poverty from an early age, he became
acutely aware of the relationship between social class and knowledge (Gadotti, 1994, as cited
in Karalis, 2021, p. 17). Exiled from Brazil by the military junta (1964—1980) because of his
efforts to empower and emancipate the oppressed, he moved to Chile, where he participated
in adult literacy programmes. In his thought he brought together seemingly opposing
perspectives, such as Marxism and Christianity, and was influenced by Marx, Gramsci, Jean-
Paul Sartre, Mounier, Fromm, Althusser, Ortega y Gasset, Mao, Martin Luther King, Che
Guevara, Unamuno, Marcuse, Buber and others (Gioti, 2020; Shaull, 2000).

Freire is described as radical because he sought the transformation of society as a whole at
social, economic and political levels, and as a humanist because the human being and their
reflective capacity are central to this transformation (Kioupeloglou & Zarifis, 2009). A core
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principle for Freire (2000; 1998) is that there is no neutral education and therefore no neutral
educational practice that is indifferent to the reproduction or the contestation of dominant
ideology. Every educational act either reinforces the dominant ideology or challenges and
resists it. “Washing our hands” of the struggle between the powerful and the powerless, he
argues, means siding with the powerful, not remaining neutral. Education is therefore a
political act, and democratic education cannot become reality unless it is an education for
citizenship (Freire, 2018).

On this basis, Freire places education at the centre of a critical framework of action in which
critical consciousness (conscientizacdo) is linked to social change, emancipation and liberation
from oppression (Kioupeloglou & Zarifis, 2009). His literacy programmes sought: to empower
Brazilian peasants to escape the “culture of silence”, gain both the capacity and the language
to understand and critically reflect on themselves, their lives, and the political decisions taken
in their absence but affecting their everyday existence; to realize that their daily life is shaped
by a dominant ideology whose aim is to maintain the status quo by keeping them oppressed
and silent; and to transform themselves from objects passively placed within reality and
history into acting subjects who understand their situation and seek to free themselves from
what oppresses them (ibid; Gioti, 2020).

A defining feature of critical consciousness is its collective character: it is an endeavour that
should be undertaken socially rather than individually. Within this endeavour, education must
present people’s situation as a problem. Problem-posing education therefore does not
separate the activity of teacher and learner but encourages the emergence of a new
relationship: that of teacher-students and student-teachers (Freire, 2000).

The basic components of critical consciousness - critical dialogue, critical reflection and praxis
- are inextricably linked. Freire’s approach to critical reflection remains highly influential in
contemporary adult education literature. Problem-posing learning and critical reflection refer
to the process by which people critically examine the way they exist in the world. For the
critically reflective subject, reality is a dynamic, evolving process, which may be shaped
through learning but is not predetermined (ibid). Therefore, individuals should not passively
adapt to reality; rather, by critically evaluating it, they should intervene to transform it. This is
the essence of Freirean (educational) praxis: intervention in the world, the unity of action and
critical reflection, theory and practice. Only when these elements coexist is collective action
and the transformation of oppressive reality possible. Without critical reflection, theory
degenerates into empty rhetoric and practice into mere activism (Freire, 1998, 2000).

For Freire (1998), developing critical reflection requires moving from naive curiosity to
epistemological curiosity, a more rigorous mode of inquiry enacted through critical teaching -
a dynamic, dialectical movement between action and reflection on action (Freire, 1998, 2000).
Knowledge emerging from this interplay must be created by learners in community with the
educator. Knowledge, Freire argues, is a social process that engages the whole conscious self
- memory, senses and emotions - and necessarily entails critical thinking (Freire, 2018).

Critical dialogue, inseparable from reflection, constitutes the second core dimension of critical
consciousness. Dialogue is a reality-mediated encounter through which people discover and
name the world, and it must be carried out with the oppressed, whose conscious involvement
in emancipatory action is essential if they are not to be reduced to objects (Freire, 2000; Gioti,
2020; Leonard & Mclaren, 2002). Dialogue is not genuine if it lacks reflection, which
presupposes action; and action becomes authentic only when its results are subjected to
critical reflection (ibid). Dialogue that demands reflection can also generate it, becoming an
instrument of liberation, since it is through people’s dialogue and action that the world is
transformed (ibid). This dialectical relationship/communication is fundamental to Freire. It
permeates multiple encounters: between consciousness and world, student and teacher,
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writer and reader. Education becomes an act of freedom only when mediated by dialogue and
communication, whose acceptance Freire regards as an act of radicalism (Freire, 1998, 2000;
Gioti, 2019, 2020; Leonard & MclLaren, 2002).

Praxis, in turn, is indispensable to critical consciousness. By praxis Freire (2000) means action
grounded in critical reflection. People do not automatically become subjects simply by
reflecting on their oppressive reality and understanding their situation. Without subsequent
action to transform that reality, they remain “subjects-in-expectancy” (ibid). Moreover,
critical reflection should not be confined to educational structures, since any changes limited
to those structures constrain the transformative potential of critical reflection and the extent
of social transformation it can produce.

The process of critical consciousness, centred on dialogue, reflection and praxis, unfolds in
three stages (Freire, 2000, 2005; Gioti, 2020; Kioupeloglou & Zarifis, 2009):

1. Investigation of the values encoded in dominant ideologies.

2. Codification, which presents an existing situation that learners experience but do not
yet fully understand. Codification is achieved through selecting specific words that
give meaning to the situation and render it more comprehensible to learners.

3. Decoding, which enables deeper penetration into reality and its understanding
through critical reflection. It requires movement from the abstract to the concrete. It
begins with identifying and describing the key elements embedded in the codified
situation, followed by examining how these elements relate to learners’
consciousness and lived experience. As understanding deepens, the situation is
revisited as a constructed whole whose components are interdependent and mutually
shaping. Finally, through heightened critical awareness, learners analyse the situation
in transformative ways that allow them to reinterpret reality and recognise
possibilities for action.

For Freire (2000, 2018), human emancipation through education is a demanding, often painful
process, because freedom entails risk, accountability and decisions with consequences.
People, therefore, frequently prefer to delegate decisions to others to avoid assuming
responsibility. Another difficulty is that the oppressed internalize the oppressor; they are
simultaneously oppressed and oppressors and must first recognize this condition and then
struggle to transform it and free themselves (Freire, 2000, 2018).

All of this must occur in an environment of discipline, not laxity or lawlessness born from fear
of authoritarianism. Democracy and freedom are possible only when discipline is present; and
since education for citizenship presupposes freedom, we must embrace healthy discipline not
only in educational settings but in all domains of life - home, school, traffic, everyday
interactions (Freire, 2018). Lack of discipline, Freire (2018) argues, is not the opposite of
authoritarianism, nor is a certain use of authority synonymous with it; rather, lack of discipline
supports authoritarianism and undermines freedom. However, he cautions that there is a
difference between being an authority and being authoritarian (Gioti, 2020, 2024a). Only
through discipline, critical thinking, critical dialogue, praxis and the rejection of dogmatism
can we consolidate democracy and emancipate ourselves from the oppression and
inequalities of dominant ideologies. For Freire, this is a collective, difficult, unfinished and
ongoing struggle.

In sum, Freire’s account of critical reflection within the broader process of critical
consciousness treats educational practice as a political act. Critical reflection, as a dimension
of critical consciousness, aims to help learners realize that their culture and values have been
imposed by the dominant class and dominant ideologies serving the preservation of the status
quo. Through critical reflection, people come to understand their situation and are led to
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praxis—action grounded in reflection—seeking to transform themselves from objects that
passively receive history into acting subjects who participate in shaping it.

In the next section, the positions of Freire, Mezirow and Brookfield will be juxtaposed,
highlighting their convergences and divergences.

5.Three Paths in Dialogue: Freire, Mezirow and Brookfield

Freire stands as a foundational figure in critical pedagogy and one of the most influential
thinkers in adult education. Historically, he precedes Brookfield and Mezirow, both of whom
draw from aspects of his work, albeit in different ways. At a first level of comparison, the
strongest affinities lie between Freire and Brookfield. Both adopt politically oriented
perspectives linking educational practice to its wider economic, political and social context.
For both thinkers, critical reflection fosters awareness of inequalities produced by dominant
ideologies and initiates collective action to transform oppressive social realities. Action is not
optional, but integral.

Although Brookfield and Mezirow share several theoretical influences (Pragmatism,
Psychology/Psychoanalysis/Psychotherapy, Critical Theory, Liberatory Pedagogy), they
diverge significantly in how they approach critical reflection, transformation and the role of
ideology. Brookfield (2000a) maintains that critical reflection on assumptions is the only
meaningful form of reflection, insisting that it is a conscious, explicit and political practice.
Mezirow, by contrast, views critical reflection as potentially implicit and subdivides it into
multiple categories (Mezirow, 1998). According to Brookfield (2000a), this fragmentation risks
diluting the concept’s radical potential by dividing an inherently unified process. Of Mezirow’s
categories, systemic critical self-reflection on assumptions (Mezirow, 1998) most closely
resembles Brookfield’s understanding, as it interrogates the ideological and socio-cultural
structures shaping meaning perspectives. Yet, while Mezirow emphasises individual cognitive
transformation, Brookfield foregrounds the collective, socio-political and emancipatory
dimensions of reflection. For him, all of Mezirow’s categories involve elements of ideological
critique, albeit less explicitly or consistently (Brookfield, 2000a).

A central differentiation lies in their treatment of power. Brookfield - drawing on Adorno,
Horkheimer, Marcuse, Fromm, Raymond, Cornel and Foucault - treats power analysis,
ideology critique and the uncovering of hegemony as intrinsic to critical reflection (Gioti,
2024a). Brookfield, as he himself has stated (ibid), was influenced by Freire's work, and
similarly like him, he regards education as a political project and the educator as a political
agent committed to human emancipation. He argues that dominant ideologies - capitalism,
patriarchy, positivism, white supremacy - permeate societal institutions, and therefore
education, as well as the everyday life (Brookfield, 2017).

Mezirow, though also influenced by critical theory (notably Habermas), prioritizes the
communicative and dialogical dimensions of reflection. He proposes that education should
serve learning rather than politics (Mezirow, 1991). His aim is to create conditions for
distortion-free communication, encouraging participation and mutual understanding.
However, this view downplays how educational systems function as mechanisms for class
reproduction (Carnoy & Levin, 1985, as cited in Collins, 2009, p. 36), perpetuate social
inequalities (Batruch et al., 2019qg Vesely, 2012), and absorb neoliberal ideology (Macris,
2011).

The three theorists also differ in the orientation of critical reflection. For Freire and Brookfield,
it is explicitly emancipatory and political: critical reflection must interrogate power, destabilize
hegemonic norms, and culminate in collective action. Mezirow’s approach remains largely
individualistic; transformation concerns reconstructing one’s frame of reference, with power
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viewed mainly as a distortion of personal development (Inglis, 1997). Inglis’s distinction
between empowerment (the acquisition of skills that enable adaptation to existing structures)
and emancipation (the critique and transformation of those structures) underscores this
divergence (ibid; Gioti, 2019).

From this perspective, Mezirow’s emphasis on self-improvement risks shifting critical
reflection toward individual adaptation rather than collective action, echoing Foucault’s
disciplinary power and Bourdieu’s concept of accumulating capital to better “fit” within
existing hierarchies (Bourdieu & Wacquant, 1992, as cited in Inglis, 1997, p. 11; Gioti, 2024a).
Brookfield (2003) similarly warns that terms such as empowerment and transformation are
often used so broadly that they lose their critical force.

Accordingly, Brookfield and Freire articulate critical/radical approaches to adult education,
whereas Mezirow’s framework is better described as progressive and individual-centred
(Gioti, 2019). Yet, even within this shared critical orientation, Freire articulates most explicitly
and emphatically the view of education as resistance to oppression and as a project of
transforming the world. In many respects, Brookfield can be seen as extending and adapting
elements of Freirean liberatory pedagogy within Western adult and higher education, drawing
on critical theory, Gramsci, Williams, West, Foucault and other intellectuals and activists to
render Freire’s emancipatory horizon intelligible within contemporary institutional and
cultural settings (Gioti, 2024a). Although Mezirow acknowledges a social dimension in
transformative learning - envisioning more open and democratic societies (Gioti, 2019; Toka
& Gioti, 2021) - the revolutionary horizon present in Freire and Brookfield is largely absent.
Like Foucault, Mezirow focuses primarily on the micro-level and does not fully connect
personal change with broader structures, whereas Brookfield argues that emancipation
requires collective action and systemic transformation. Furthermore, Freire and Brookfield
inextricably link the process of critical reflection and the transformation of dominant
sociopolitical and cultural influences, as well as the mediation of power relations in shaping
our assumptions, with the undertaking of collective action for their radical transformation. On
the other hand, Mezirow believes that the connection of transformation with the undertaking
of collective action is a matter of subjective position and choice (Gioti, 2019, 2024a, pp.44-
45).

Dialogue, central to all three approaches, is also conceptualized differently. While Brookfield
and Mezirow draw on Freire, only Freire and Brookfield anchor dialogue in collective action
and political struggle. For Mezirow, mutual understanding through dialogue is sufficient; For
Freire and Brookfield, dialogue must lead to praxis - action grounded in critical reflection.
Freire’s emphasis on humility, curiosity and mutuality between teacher and learner is echoed
in Brookfield’s lenses of personal experience and learners’ eyes, which stress the relational
and democratic nature of critical teaching.

The process of transformative critical reflection is considered by Freire and Brookfield as a
continuous participatory cyclical process and they further recognize the important role that
emotions play in it, while Mezirow treats it as a more linear and logical process (Gioti, 2024a).

In short, while all three highlight the importance of questioning assumptions, they differ
significantly in the scope and purpose of critical reflection. Freire and Brookfield situate this
guestioning within broader struggles for democracy, justice and social change, framing
reflection as a collective, emancipatory and political endeavour. Mezirow, by contrast, locates
transformation primarily within the individual’'s meaning structures and communicative
processes, without explicitly embedding it in a broader political project or connecting it
systematically to structural critique and collective action.
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6. Conclusion

Taken together, the perspectives of Freire, Mezirow and Brookfield illuminate the richness,
depth and complexity of critical reflection in adult education. Each offers indispensable
insights: Mezirow clarifies the cognitive and interpretive processes through which adults
revise their assumptions; Brookfield exposes the ideological, hegemonic and power-laden
dimensions of those assumptions and reclaims democracy as a learning practice; and Freire
situates reflection within collective struggle, critical dialogue and the broader fight for
emancipation. Their differences - concerning the locus of transformation (individual or
collective), the role of ideology, and the relationship between reflection and action - are
significant, yet they need not be seen as mutually exclusive. Rather, they represent
complementary layers of a fuller conception of transformative adult learning.

Synthesizing their contributions allows us to envision an integrative framework in which
education as praxis unites meaning-making, ideological critique and collective action. Such a
framework affirms that personal transformation is inseparable from social transformation,
that dialogue is inseparable from action, and that adult education must cultivate both critical
awareness and collective agency. In the face of growing inequality, authoritarian tendencies,
and commodified knowledge, the task of adult educators is to cultivate spaces of dissent,
reflection, and solidarity - spaces where individuals and communities can imagine and enact
more just worlds.

7.From Theory to Practice: Implications for Adult Education

This comparative critical theoretical analysis highlights that fostering critical reflection in adult
education requires moving beyond purely individual, cognitive interpretations toward
approaches that integrate ideology critique, collective inquiry, and emancipatory action. For
practitioners, this means designing learning environments where dialogue is not only
exploratory but also action-oriented, where assumptions are interrogated through multiple
lenses, and where learners situate personal transformation within broader social, cultural,
political, and economic realities. Ultimately, the convergence of Freire, Mezirow and
Brookfield challenges educators to reclaim adult education as a democratic, critical and
socially responsive practice.
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Abstract

This study investigates the processes of informal adult learning within a grassroots
environmental movement in Greece. Focusing on a community collective dedicated to
protecting a local creek in a northern Athens suburb, the research is grounded in the
theoretical frameworks of transformative learning, communities of practice, and critical
ecopedagogy. Employing a qualitative case study methodology, the analysis draws on
narratives from six activists gathered through semi-structured interviews. The findings
indicate that engagement in environmental activism fosters multifaceted learning, manifested
through: peer knowledge exchange and experiential problem-solving; identity transformation
and civic empowerment; the development of embodied and affective ecological awareness;
and the emergence of grassroots pedagogies for mentoring and public engagement.
Conversely, participants also cited significant challenges, including activist burnout,
institutional neglect, and a lack of formal recognition for their knowledge. In conclusion, this
study demonstrates that environmental movements serve as dynamic learning ecosystems
where adults cultivate critical, relational, and embodied knowledge.

Keywords: Adult learning, Environmental activism, Transformative learning, Ecopedagogy

1. Introduction

This study investigates the adult learning dimensions that arise from participation in an
environmental initiative situated in Athenian suburb of Chalandri. The research centers on the
Association for the Protection of the Environment and Creek of Penteli—Chalandri, a
community movement founded in 1990 to safeguard a local creek that traverses both
municipalities. The association’s enduring activism aims to preserve the creek’s ecological
integrity, resisting urban development pressures that threaten its function as a natural refuge
within the metropolitan landscape. As a long-standing environmental collective with a
documented history of persistence, this case offers valuable insights into the intersection of
local advocacy, informal adult learning, and socio-ecological resistance (SOS Rematia Blog).

By examining the everyday pedagogical processes embedded in environmental activism, this
study contributes to scholarly discourse on informal learning within social movements. It
demonstrates how adult education unfolds through grassroots, extra-institutional practices
and informs critical debates on ecological citizenship, sustainable development, and the socio-
material production of knowledge through collective action.

Grounded in foundational theories of adult learning, this investigation addresses the following
research question: How does informal learning manifest among adult participants in
grassroots environmental movements in northern Athens? The study adopts a qualitative case
study methodology, employing in-depth participant narratives and thematic analysis to
illuminate these experiential learning processes.
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2. Theoretical Framework

This research is grounded in three complementary conceptual frameworks, each of which
illuminates distinct dimensions of learning. First, Mezirow’s (1991) transformative learning
theory provides a foundational understanding of how adult learners experience cognitive
shifts through critical reflection on disorienting dilemmas encountered in activist contexts.
Second, Lave and Wenger's (1991) community of practice framework elucidates the
sociocultural processes through which knowledge is co-constructed via participation in
collective environmental actions. Third, building on Kahn’s (2010) critical ecopedagogy, the
study examines how environmental learning functions as both a pedagogical practice and a
political act, foregrounding issues of ecological justice and planetary sustainability. By
integrating these complementary theoretical frameworks, this study advances a
multidimensional conceptualization of activist learning that encompasses cognitive,
emotional, social, and embodied processes. This framework supports an exploration of how
environmental activists construct meaning, cultivate knowledge, and transform both
themselves and their communities through direct action.

3. Environmental Movements: A Concise Literature Review

Environmental movements have long been recognized as fertile grounds for learning outside
traditional educational institutions. Scholars such as Hall and Clover (2005) and Kilgore (1999)
argue that social movements function as informal educational spaces, where individuals gain
knowledge through participation, storytelling, conflict, and collective reflection. These
settings enable forms of “learning from below,” characterized by active engagement, shared
values, and lived experience. As exemplified by Crowther et al. (2005, p. 9):

Learning from below refers to those forms of knowledge production and circulation that
emerge organically from oppressed communities’ struggles, constituting a counter-
hegemonic challenge to institutionalized education systems. It is characterized by its
roots in lived experience, collective ownership of learning processes, and explicit
orientation toward social transformation.

The activities of the Protection of the Environment and Creek of Penteli-Chalandri movement
exemplify this notion of “learning from below” through their integration of local ecological
knowledge with activist praxis—a process that, as Crowther et al. (2005) argue, generates
more radical sustainability paradigms than those typically offered by institutional
environmental education. As they note (p. 41), “When communities fuse their vernacular
ecological knowledge with activist resistance—what we might call 'militant localism'—they
produce sustainability paradigms that are both more radical and more contextually grounded
than those offered by institutional environmental education.”

Environmental movements provide unique spaces for learning (Foley, 1999). As Hall and
Clover (2005, p. 586) assert, environmental movements function as “living laboratories” for
adult learning, a claim empirically validated in Walter’s (2005) study of rainforest activism.
Activities such as campaigning or protesting foster knowledge about sustainability, systems
thinking, and collective responsibility (Crowther et al., 2005; Hall & Clover, 2005). These
learning processes are not merely cognitive but also embodied and affective, involving close
relationships with place, nature, and community (Kahn, 2010). The evolution of
environmental movements in Greece has been marked by a multifaceted trajectory, shaped
by socio-political, economic, and cultural dynamics. Although environmental awareness
remained peripheral in Greece for much of the 20th century, the post-1970s era witnessed a
progressive rise in ecological activism. This surge was spurred by both global environmental
discourse and domestic challenges, including rapid urbanization, environmental degradation,
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and unsustainable resource exploitation. Characterized by their grassroots nature and
localized focus, Greek environmental movements frequently intersect with broader socio-
political concerns such as equity, public welfare, and democratic engagement (Sotiropoulos,
2004). Operating at the intersection of formal political structures and informal civic initiatives,
these movements provide valuable insights into citizen mobilization around ecological issues
within a context of institutional uncertainty and economic instability. Although robust
academic literature on this topic remains limited, evidence drawn from newspaper and
magazine articles, pamphlets published by social collectives, and public debates suggests that
environmental movements in Greece have played a pivotal role in fostering ecological
awareness and shaping policy responses, demonstrating both local and transnational
influences (e.g., Tsekos & Mathopoulos, 2008). From grassroots activism against destructive
development projects to broader campaigns for biodiversity preservation and climate justice,
these movements highlight the intersection of environmental, social, and political struggles.
While challenges such as state repression, economic constraints, and fragmented mobilization
persist, Greek environmental movements continue to evolve, adapting to new ecological
crises and leveraging digital activism. Ultimately, the Greek case underscores the importance
of community-driven resistance and the enduring tension between unsustainable growth
models and the pursuit of environmental sustainability. Future research could further explore
the movements’ transnational linkages and their potential to influence green policymaking in
an era of escalating ecological uncertainty.

4. Methodology

Six personal narratives of activists are explored in this research (pseudonyms: Petros, Eleni,
Marina, Makis, Rania, and Voula). Participants were recruited using purposive sampling to
ensure the inclusion of activists representing a spectrum of involvement, ranging from recent
entrants to experienced, long-term organizers (Patton, 2015). This sampling strategy was
deliberately designed to capture a heterogeneous group thereby facilitating a comprehensive
exploration of varying perspectives within the movement (Creswell & Poth, 2018). The
selection criteria were informed by the study’s aim to understand how differing levels of
engagement and demographic factors might influence participants’ experiences and learning
processes (Maxwell, 2013).

The participants’ narratives were collected through semi-structured, in-depth interviews
lasting 60-90 minutes, conducted between March 1 and June 30, 2025. These narratives were
elicited through questions regarding participants’ involvement in the movement, the activities
they engaged in, and their learning processes—both self-directed and socially mediated—as
well as the emotions experienced during these learning encounters. Additional questions
addressed issues that emerged during the course of the interviews. Semi-structured
interviews were selected because they are recognized in the literature for their immediacy,
ability to facilitate communication, encouragement of emotional expression, and capacity to
yield a comprehensive understanding of participants' perspectives, perceptions, and
intentions (Cohen et al., 2007). Interviews were conducted in a welcoming and supportive
environment designed to put participants at ease and foster open, honest dialogue, thereby
encouraging them to share their experiences and viewpoints freely.

The participants, all actively engaged in the Protection of the Environment and Creek of
Penteli-Chalandri movement, shared narratives that encompass both discrete moments and
broader trajectories over time. More generally, these accounts reflect themes of activism,
interpersonal relationships, emotional engagement, and learning. Each narrative provides
insight into a participant’s interpretation of social practice while also illuminating the broader
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network of social relations in which they are embedded, as narratives are inherently shaped
by cultural context (Pamphilon, 1999). As articulated by Ganz (2009, p. 12):

The narrative practices of ‘story of self,” ‘story of us,” and ‘story of now’ provide
movements with a framework to: (1) root collective identity in personal experience, (2)
articulate shared values, and (3) motivate urgent action. This tripartite storytelling
cultivates the agency and solidarity that sustain long-term organizing efforts.

Ultimately, this study contends that storytelling serves not merely a communicative role but
operates as a transformative mechanism through which individuals interpret their lived
experiences, construct identities within broader sociopolitical contexts, and mobilize toward
collective action (Clandinin & Connelly, 2000). Storytelling in social movements has been
shown to foster critical reflection, shape collective memory, and support the emergence of
political agency (Choudry, 2013; Ganz, 2011). Through a structured yet flexible narrative
inquiry process, the study not only illuminates participants’ lived experiences but also
foregrounds the interplay of individual agency and broader socio-cultural forces in shaping
meaning-making.

Finally, it should be noted that informed consent was obtained from all participants prior to
data collection, ensuring they were fully aware of the study’s purpose and procedures.
Confidentiality was rigorously maintained through the use of pseudonyms and secure data
storage practices to protect participants’ identities and personal information. The researcher
upheld the principles of respect, beneficence, and non-malfeasance throughout the study.

Additionally, reflexivity was practiced continuously, with the researcher critically reflecting on
her dual positionality as both observer and participant in certain movement activities to
mitigate potential biases.

5. Findings

The results of our analysis revealed the following recurring themes in the narratives of our
research participants.

5.1 Informal Learning Spaces and Peer Exchange

The findings highlight the importance of non-formal and informal learning spaces, such as
public assemblies, planning meetings, casual discussions during Creek walks, online chats, and
movement events. These findings echo llleris’s (2007, pp. 83—97) emphasis on the social
context of learning and reinforce the value of horizontal knowledge exchange, as seen through
participant collaboration, storytelling, and mutual mentoring. The emotional and affective
dimensions of learning also emerged clearly, resonating with theories of embodied learning
(Merriam, 2008), particularly during moments of public engagement or confrontation. The
following interview excerpts are illustrative.

“We didn’t sit around waiting for someone to train us or give us a manual—we just dove right
in. They always say, ‘You need experience first,” but we didn’t have time for that. The Creek’s
under threat and no one’s coming to save it but us, the locals. So we got to work—organizing
awareness events, putting up posters, chatting with neighbors, reaching out to the
municipality. | can’t even count how many mistakes | made, but honestly, each one taught me
something. Real stuff. The kind of learning no classroom could’ve ever given me.” (Petros)

It may seem incredible to you as you hear it, but | have learned a lot through our activities. The
most important thing is not what | have learned, but how | have learned it. Talking to others,
listening to others and then working it out on my own, in my mind ... you understand ... and if
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| still have questions | try again ... many times | search the internet, books and ask again. |
wonder why teachers in schools don't do the same ... why they insist only on lectures and books
... in a few words, in the movement | learned to learn (Eleni)

“Nobody handed us a manual on how to lobby the municipality—we learned by doing. At first,
we didn’t even know who to talk to. We showed up at the wrong office, filled out forms we
didn’t understand, and got blank stares when we demanded action. The first time we
presented our case in the regional council, we brought messy handwritten notes and no data.
The council members barely looked up. The second time, we came with photos, petitions from
citizens, even a decision draft. ...You make mistakes, of course. You trust the wrong civil
servants, miss a deadline, or forget to bring some credential. But every mistake becomes a
lesson the next time. Now, when new neighbors join our group, | tell them: ‘Don’t wait until
you know everything. Start where you are. Fail forward.” Because the real education isn’t in a
book—it’s in the trying, the stumbling, and the refusing to quit. (Marina)

"When you're up against big money and political power trying to exploit our Creek, it's easy to
feel outmatched. We don't have fancy lawyers or scientific experts on payroll. No one's
handing us research studies or policy briefs. But what we do have is each other - and we've
learned to turn that into our strength. Through our neighborhood networks, we piece together
knowledge like knitwear. The neighbor next door, who studies environmental science, helps us
understand many things for the preservation of the creek...and at our assemblies, someone
always brings a new piece of information - maybe a news article about similar fights
elsewhere... The real education happens in our actions. When we're collecting signatures door-
to-door, every conversation teaches us something new - about people's concerns, about hidden
connections, about who in city hall might actually listen. During protests, we learn from
veteran activists how to get media attention, how to keep people energized. (Rania)

“When we first started fighting to protect the Creek, | couldn't tell a zoning law from a fishing
license! But when you see would-be trespassers of the land and local politicians making shady
deals, you learn fast. | began by pestering every knowledgeable person that | knew — a lady
lawyer, the biology teacher of my son, even the librarian who helped me find the right books.
At first, the legal documents might as well have been in another language. But we formed a
study group, broke it down paragraph by paragraph. We discovered loopholes they didn't think
we would find - like how the bylaw prohibiting building on the banks of the Creek could stop
their construction plans in cold blood. ..What's powerful is that this knowledge doesn't just
protect our Creek - it arms our whole community. Now when | hear about threats to other
green spaces... “(Voula).

Ultimately, the environmental protection movement examined in this study functions as a
learning ecosystem—a dynamic, adaptive context where adults learn through interwoven
personal, social, and political experiences. This finding underscores the need to reconsider
how learning is conceptualized in adult education and highlights social movements as critical,
yet often undervalued sites of lifelong learning.

Moreover, the findings emphasize the centrality of experiential learning (Kolb, 1984) within
social movement engagement. Rather than acquiring knowledge through formal education,
participants described how learning emerged through active involvement—such as organizing
advocacy campaigns, participating in protest actions, and engaging with local governance
structures. Viewed through a complementary lens, these processes align with the concept of
situated learning (Lave & Wenger, 1991), in which knowledge is collaboratively constructed
through participatory social practice.
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5.2 Identity Transformation through Activism

A prominent theme emerging from all participants’ narratives was the transformation of
personal identity resulting from their involvement in community-based environmental
activism. Participants described a shift from viewing themselves in narrowly defined
professional roles to embracing a broader civic identity. This transformation often involved a
heightened sense of agency, empowerment, and connectedness to broader societal issues.

For example, several participants reflected:

“Before becoming involved in the community action group, | primarily identified as a teacher —
someone focused on the classroom and formal education. My role felt limited to curriculum
and pupils. However, through my engagement with this movement, | began to see the broader
societal implications of my work and my capacity to influence change beyond the school
setting. Participating in collective initiatives, organizing meetings, and engaging with local
campaigns transformed my sense of agency. | no longer see myself only as an educator, but as
an active citizen—someone with the voice, tools, and community support to advocate for
justice and challenge the status quo.” (Petros)

"Before | got involved, | honestly thought activism was something extreme—something for
radicals or people on the fringes. It felt distant from my everyday life. | never imagined myself
in that role. But through participating in campaigns, attending meetings, and working with
others in my community for protection of the Creek, I’'ve come to see activism in a completely
new light. It’s not about being loud or disruptive—it’s about caring enough to take action, to
speak up for what matters. I’'ve learned that being an engaged citizen means stepping beyond
the passive role of observer and becoming actively involved in shaping our shared spaces and
policies. It’'s empowering, and now | feel a deeper sense of responsibility and connection to my
neighborhood and the environment. This experience didn’t just change how | act—it changed
how I see myself as part of a community" (Eleni)

"Back before | got involved with the group for the protection of the Creek, I’d panic at the idea
of speaking in front of people. | never thought | had anything special to say. But once | started
helping out at events and campaigns | ended up in situations where | had no choice but to
speak up. Like explaining things to people or chatting with kids during their visits to the Creek.
Slowly, | got used to it. | even spoke once at a meeting of a school's parents' association about
the necessity of protecting the Creek! | was shaking, but | did it. And each time, | felt a bit
braver. Now, when I talk about things | care about, it feels natural. I’'ve changed a lot. | feel
stronger, more involved. Honestly, this whole thing taught me that you don’t learn just by
reading—you learn by jumping in, messing up, and keeping at it because you care. (Marina)

The above narratives illustrate a redefinition of self—not merely as a professional confined to
institutional settings, but as an empowered civic actor capable of influencing structural
change. Such identity shifts align with transformative learning theory (Mezirow, 1991), which
emphasizes perspective transformation through critical reflection and social engagement. The
participants’ experiences suggest that learning through action enabled them to reconstruct
their identities in relation to the political and social dimensions of their environment.

5.3 Embodied Experience — Sensory and Emotional Learning in Field Events

Participants consistently described their learning as an embodied, sensory experience rooted
in collective activities aimed at protecting the Penteli—Chalandri Creek. Rather than abstract
or theoretical, this learning emerged through tactile engagement, emotional resonance, and
heightened environmental awareness. The protection of the green area surrounding the
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Creek—through various public events and actions—created multisensory learning moments
that participants claimed left a lasting impression beyond what conventional education could
offer. This experiential learning aligns with theories of embodied cognition (Varela et al., 2017)
and sensory pedagogy (Ellsworth, 2005), where understanding is constructed through bodily
engagement with the world. These embodied encounters were described as transformative.
Participants reported that physical efforts and sensorial immersion deepened their ecological
consciousness and created emotional connections to the environment that sustained their
continued involvement. These findings suggest that environmental movements provide
unique learning spaces where sensory experience and bodily participation are central
pedagogical forces.

The following interview excerpts support the idea of sensory and emotional learning.

“Sometimes | think my body understood before my mind did. Like, when we walked through
the Creek and saw trash everywhere ... it wasn’t just something | saw, | felt it. My chest
tightened, | felt angry ... | remember to shed tears once after a local kid came and said, ‘Thank
you for making the Creek nice and clean.” That moment stuck with me. It’s not just learning
facts about the environment of the Creek ... it’s learning through your skin, your breath, your
heart. That’s how | know I’'ve changed my mind” (Rania)

“Oh, it’s all in the senses—learning out here isn’t about reading reports. It’s the smell of the
wet soil when we dig, the sound of birds coming back after we cleared a space, the feel of the
sun on your back when you’ve been out planting all morning. | remember touching the bark of
an old tree we saved, and thinking, this matter. | could actually feel how alive the place was.
Those little things stay with you. You begin to notice changes—like how the air smells fresher
after a cleanup. That kind of learning sticks with you because your whole body is involved, not
just your head.” (Makis).

5.4 Pedagogies of Activism: Teaching Others

Activists often took on teaching roles, mentoring newcomers or leading community
workshops. This suggests that social movements are not only sites of learning but also spaces
of peer pedagogy and grassroots education, where knowledge circulates across different
levels of experience. This supports Crowther’s (2013) argument that informal adult education
embedded within social movements plays a critical role in fostering collective capacity-
building, as it enables participants to develop shared knowledge, critical awareness, and the
collaborative skills necessary for sustained activism.

“When | first joined the group, | was just trying to understand how everything worked —what
we were doing, how meetings went, what my role could be. | didn’t feel like | had much to offer
at that point. But as | got more involved, | started to see that new people had the same
questions | used to have. Slowly, | began helping them out—explaining how things work,
introducing them to others, just making sure they didn’t feel lost like | did in the beginning.
Without really noticing, | became the person who supports the newcomers. And you know
what? It feels really good. It’s like I'm giving something back, keeping the circle going. I've
realized that being part of something isn’t just about what you do ...it’s about helping others
find their place too”(Petros)

“One of the things we always try to do is bring new people into the movement. It’s not just
about having more hands to help—it’s also about sharing what we’ve learned and helping
others understand why this matters. A big part of what we do is explaining things: what the
threats to the Creek are, why local action makes a difference, how each person can contribute.
We don’t sit people down in a classroom ... it just happens almost naturally. We talk during
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meetings, over coffee after meetings, or while setting up events. That kind of informal
education is really part of our actions. It’s how people get informed, inspired, and start seeing
themselves as part of something bigger” (Marina)

In conclusion, the pedagogies of activism extend beyond the boundaries of formal education,
emerging organically through action, dialogue, and collective engagement. Activists do not
merely participate—they also teach by mentoring newcomers, sharing lived knowledge, and
modeling practices of resistance and care. These forms of grassroots teaching are deeply
relational and often reciprocal, highlighting the collective nature of learning within social
movements. Ultimately, activism becomes both a site and a method of education, where
knowledge is transmitted not through authority, but through experience, solidarity, and
shared purpose.

5.5 Structural Barriers and Learning Constraints

Despite the positive learning outcomes, several barriers were identified, including time
constraints, burnout, lack of institutional support, and limited access to expert knowledge.
These challenges reflect underlying structural inequalities and underscore the need for
greater recognition of learning that occurs outside formal educational institutions (Hall &
Clover, 2005). Addressing these barriers may enhance the sustainability of both learning
processes and activist engagement.

The following excerpts from interviews highlight the structural obstacles and constraints
encountered by the activists.

“Look, we all care about the creek ... this is why we are engaged in. But the fact remains that
we are all volunteers, with most of us balancing full-time jobs or studies. | remember
experiencing total burnout just a few months after starting...before | even figured out how
things are supposed to work. You try to get answers from the regional authorities, and no one
replies. You ask for help, and everyone’s stretched thin. After a while, it feels like you’re
carrying the weight of the world with no map and no rest. And the worst part is, it’s not
because we don’t care, it’s because the system isn’t built to support ordinary people trying to
make change.”. (Petros)

“Sometimes it feels like we’re reinventing the wheel — no structure, no support. When | first
joined the group, | assumed there would be some kind of guide or training, maybe even just
someone to walk us through how things are supposed to work. But no — we were figuring
things out from scratch. One week we were trying to organize a public debate, the next we
were dealing with municipal bureaucracy without any clear plan. It can get frustrating. You
want to help, but without a system in place, everything takes twice as long. ” (Voula)

“We usually chat about how things went after events or actions. It doesn’t have to be as our
official meeting; sometimes we just hang out with coffee, talking things through. Being honest
and saying what you really think is key. I’'ve realized that just doing an action isn’t the whole
picture; you also need time to rethink it. There were moments when | felt totally overwhelmed
or stressed, and then someone else would say they felt the exact same way. Such moments are
priceless. When you actually stop and listen to how others were feeling or what was going
through their heads, it makes you way more understanding. It brings you closer to the group
and to each other in a deeper way." (Makis)

Activists engaged in social movements often face a range of interconnected barriers that
hinder their ability to participate, learn, and sustain action over time. One of the most
pervasive challenges is burnout and emotional fatigue, as prolonged involvement—
particularly in causes marked by moral urgency or systemic injustice—can lead to
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psychological exhaustion and disillusionment (Gorski & Chen, 2015). This emotional strain is
frequently compounded by a lack of financial and material resources, as many grassroots
initiatives depend on unpaid labor and struggle to secure stable funding or institutional
backing (Hall et al., 2012). Consequently, movements often operate under precarious
conditions that restrict their capacity to organize effectively or develop lasting educational
structures (Foley, 1999).

Another significant obstacle arises from the informality and instability of movement
structures. While decentralized, non-hierarchical organizing can foster participation and
democratic engagement, it may also lead to confusion, uneven workloads, and internal
conflict due to the lack of clearly defined roles, responsibilities, or strategic direction
(Maeckelbergh, 2009). This structural ambiguity can impede the learning process, particularly
for newcomers who may struggle to access mentorship or institutional memory (Crowther et
al., 2005).

Additionally, activists frequently face a lack of public recognition for their knowledge
practices, as the informal and experiential learning within movements is seldom
acknowledged by formal education systems or policy frameworks (Clover & Hall, 2010). This
lack of validation can diminish both their external influence and internal confidence. In some
cases, the situation is further exacerbated by external repression—including policing,
surveillance, or legal threats—which not only deters participation but also undermines trust
and solidarity within the group (Della Porta, 2013).

Structural inequalities based on gender, race, class, or disability can further restrict who feels
welcomed or empowered within activist spaces, leading to the marginalization of certain
voices and the reproduction of dominant power dynamics—even within progressive
movements (Kilgore, 1999). At the same time, everyday constraints such as work obligations,
caregiving responsibilities, and time limitations present significant challenges for adult
learners striving to balance activism with other aspects of life (Finger & Asun, 2001).

Finally, internal tensions and disagreements—whether ideological or interpersonal—can
fragment movements or impede collective learning. Without intentional practices for
dialogue, reflection, and conflict resolution, such challenges may result in disengagement or
splintering (Brookfield & Holst, 2011). Together, these barriers illustrate that while social
movements offer rich opportunities for adult learning and transformation, they are also
shaped by complex limitations that must be actively addressed to sustain meaningful
participation and growth.

6. Discussion

This study explored how participants in a local environmental movement engage in informal
and non-formal learning. Through thematic analysis of narrative data, several interconnected
themes emerged that align with—and expand upon—established adult learning theories.

Participants described learning as occurring within specific social, ecological, and political
contexts. This affirms Lave and Wenger’s (1991) notion of situated learning, where knowledge
is embedded in the practices of activist collectives. Rather than being acquired through formal
instruction, knowledge developed through shared action, reflection, and problem-solving
within a real-world ecological struggle. Many also reported, in varying forms and intensities,
experiencing disorienting dilemmas—such as direct encounters with environmental
degradation or institutional neglect—that prompted critical reflection and shifts in worldview.
These accounts resonate with Mezirow’s (1991) theory of transformative learning, suggesting
that activism often catalyzes profound personal and cognitive development.
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Beyond individual transformation, participants highlighted their roles in educating others
through storytelling, public engagement, and advocacy. In this way, they functioned as both
learners and educators, engaging in what Gergen (2009) calls a dialogical process of co-
constructing knowledge: “Knowledge is not a mirror of the world, but a by product of
coordinated action. It is not a reflection of an objective reality but is constructed in
relationships through language and dialogue” (p. 71). In short, participants framed learning
not only as personal growth but also as a political act aimed at mobilizing the local community.

Nevertheless, participants identified significant challenges, including emotional fatigue and
frustration in the context of collective action. These constraints underscore the uneven
dynamics inherent in movement-based learning, highlighting the need for emotional
resilience and critical reflexivity to sustain long-term activist engagement (Hall et al., 2012).

These findings reinforce the understanding of environmental movements as dynamic
learning environments. They invite adult educators and policymakers to recognize the
educational significance of activism and to value informal learning spaces as vital arenas for
ecological and

7. Conclusion

The study reported in this paper examined adult learning within the milieu of environmental
activism, focusing on participants involved in the grassroots movement for the Protection of
the Environment and Creek of Penteli-Chalandri in northern Athens. Framed through the lens
of social movement learning (Hall et al., 2012; Crowther et al., 2005), the research employed
narrative inquiry and thematic analysis to trace how learning unfolded through collective
action. Findings revealed that participants developed experiential and embodied knowledge
(Kolb, 1984), engaged in critical reflection (Mezirow, 1991), experienced shifts in personal and
civic identity (Brookfield, 2005), and participated in informal peer education (Foley, 1999).
These forms of learning were not imposed but emerged relationally and organically through
participation in the movement’s practices and struggles, affirming social movements as
generative spaces for adult learning and civic transformation (Choudry & Kapoor, 2010).
Future research could build on these insights by examining learning across different types of
movements, exploring intergenerational learning within activism, or assessing the long-term
impacts of such learning on individuals and communities.
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Nepidnyn

To ouykekplpévo dpBpo amotelel Wdlaitepa cuvtopeupevo (kat StapopdwUEVO OTIG
QTALTAOELG KOL TO HEYEDOG EVOG EMLOTNOVLKOU ApBpoU) LEPOG CUYKPLTIKAG MEAETNG
Twv XxoAelwv Aegvtepng Eukatpiag EANGSag kal FaAAiag, oto mAaiolo SL8AKTOPLKAG
SlatplBAg Tou peAETA ouykpTKA Ta IAE tng NOTWG Eupwmng. JUYKEKPLUEVQ,
KataypAddel PAOIKEG TTAPAUETPOUG, OXETIKA HE Ta IXOoAeia Asutepng Eukalpilag tng
FaAAiag, og oUyKplon Pe auta tng EANGdac. Apxika, yivetal avadopd otnv ei00d0 Twv
VEWV 0T0 YOAAKO Tmpdypappa (n omoia Oev eival eUkoAn umoBeon, oAAG
niephapBavel ToANEG Kot SLapopeTikEC Stadikaoiecg) kal otnv €060 an’ auto. Eniong,
avaAvovtal ol Adyol yLa Toug omoioug oL urtoPridLlol aokoUEVOL EYKATAAELTTOUV T
YOoAAkA ZAE katd tn daon tng EVIagng Toug oTo MPoypappa. AKoua, avadEpovtal ot
TUTIOL €060V TWV EKMALGEVOUEVWV aTto Ta YoAALKA ZAE kat n oxéon autng tng e€66ou
LE TNV TPAKTLK AOKNON, EVW YIVETAL Kal avagdopd otn oxEon Twv amodoitwy e To
oXOoAelo Kol otn SldpKelo autng tng oxéong. Kataypadovtal, otn CuVEXEla, oL
TLOPAYOVTEG TIOU OIMOTEAOUV Ta EXEYYUA ETITUXNUEVNC £€060L armod ta E2C. AkohouBetl
n olykplon He ta eAAnvika XAE kat avadépovtal Ta onueia urtepoxng Kat Twv dUo
nipoypappdtwy. H peBodoloyikn tekpunpiwon Baociletal tdéco oe mpwtoyevr (cuAloyn
6ebopévwy Kal mAnpodoplwy amneuBbeiag and yalAikd E2C) 6oo kal Seutepoyevi
avaluon.

NEEeg — KAEWBLA: ZxoAelo Asutepnc Eukatplag, Ekmaidevon EvnAikwy, E2C, évtaln,
eloodog, £€odog, kataption.

Abstract

This article is a particularly abbreviated (and structured to the requirements and size
of a scientific article) part of a comparative study of Second Chance Schools in Greece
and France, within the framework of a Ph.D. Thesis that comparatively studies the
Second Chance Schools of Southern Europe. Specifically, it records basic parameters
regarding the Second Chance Schools of France, compared to those of Greece. Initially,
reference is made to the entry of young people into the French program (which is not
an easy task, but includes many and different procedures) and to the exit from it. It
also analyzes the reasons why prospective trainees abandon French Second Chance
Schools during their phase of joining the program. Furthermore, the types of exit of
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trainees from French Second Chance Schools and the relationship of this exit with the
internship are mentioned, while reference is also made to the relationship of
graduates with the school and the duration of this relationship. The factors that
constitute the guarantees of successful exit from the E2C are then recorded. The
comparison with the Greek SDEs follows and the points of excellence of both programs
are mentioned. The methodological documentation is based on both primary
(collection of data and information directly from French E2C) and secondary analysis.

Keywords: Second Chance School, Adult Education, E2C, integration, entry, exit,
training.

1. Ewoaywyn

Ta yaMika ZyxoAeia AsUtepng Eukatlplag eival opyaviopol katdptiong umo To
kKaBeotwg Twv Evwoewv (Association) Baoel tou yaAAikou vopou 1901. Eva oxoAsio
otn MNaAAla, ylo va armoktroet To ofua twv ZAE (E2C), mpénel va eival Stamioteupévo
amno tnv «Evwaon», n onola eyyudtal TNV moldtnTa TNG MOPEXOUEVNG UTINPECLAC EVOC
IAE, edbdoov autd amoktioel tn Stamiotevon. Kabe IAE mou eyypadetal oto Aiktuo
(Reseau) t™¢ Evwong autodikala o€BETOL TA MOLOTIKA EKMALSEVUTIKA TTPOTUTIOL TOU
ruotonountikol sknaidsvong/katdptiong QUALIOPIL. To QUALIOPI -sbappocpévo
arno tov lavoudplo Tou 2022- €ival TO YAAAKO TILOTOTOLNTIKO TOLOTNTAC, TO OTMoio
elval amapaitnto ywa 00oug eival mapoxol ekmaibeuong Kol EMISWKOUV TN
Spaotnplomoinor ToUuG OTOV TOMEQ TNG EMAYYEAMATIKAG Katdptiong otn MaAAia kat
Vv npdéoBaon otn Snuoota xpnuatodotnon (R xpnuatodotnon amnd GUYKEVTPWTLKEG
TiNYEG). Aettoupyel, A€oV, w¢ €vag eviaiog kat aflomiotog SeikTng moLdTNTAG, UE TOV
OTolo Ol OpyQVIOUOL ATOSEIKVUOUV TNV THPNON CUYKEKPLUEVWYV TIPOTUTIWVY TTOLOTNTOC
oe 0,TL adopd tnVv TMapoxn ekmaibevong.Autd ta mpotunta Slopopdwvouv pia
OLOLOYEVELO TIPOKTIKWY Of €&vol €TEPOKANTO TEPIBANAOV  EMAyYEAUATWY TIOU
oXeTilovTal PE TNV KOWWVIKN €vtagn. Anploupyeital HECW TNG OUOLOYEVELAG QUTAG
HLOL «TUTIOTIOLNUEVN UTtnPecia» 0cov adopd TNV MoloTNTA TWV UTNPECLWY TIOU Ta
oxoleia auta npoodépouv. Ta IAE elval UTIOXPEWUEVA, EPOCOV CUUUETEXOUV OTNV
«Evwon», va akoAouBoUv amapéykALta auTd Ta TPOTUTa, Vo TNPOoUV NUEPOAOYLO Kol
va avadépouv otnv edappoyn APC TIG MPAKTIKEG TOuG -gv €lbel eAéyyou- kaBe
OEKAOKTAUNVO. ITIC EAEYXOUEVEC TIOPAUETPOUC CUUTEPIAQBAvVOVTAL N XPHON TNG
€€QTOULKEVPEVNG TIALSOYWYLIKNG, N ouppopdwon tou IAE 6oov adopd TNV
evbebelypévn tomobeoia kal tov €§OMALOUO Tou oXOAglou Kal To monitoring Twv
KOO EVOUEVWVY HECW Baonc SeSopEvwv.

MNa tov €Aeyxo Twv KpLTtnpiwv moldtntag tou miotonolntikou QUALIOPI o dopéag
aflohoynong ANFOR (FaAAkry Evwon ylwa tnv Tumomnoinon) Sievepyel emiBewpnon
KABe tpla xpovia. Otav teAewwoel n embBewpnon, divetal oto aflohoyolevo ZxoAeio
AgUTepnC Eukalplag To Xpoviko MeEPLOwWPLO TWV TPLWV UNVWV, VLA VO OIVTOTTOKPLOEL OTLG
OUOTAOELG TTOU TOU €XOUV YIVEL Kal €ToL va avavewbel A oxL n dtamiotevon.

! Baoiletar e éva avotnpd bvikd mhaicio mowdtntag, amoteAovpevo amd £pté (7) Pooikd kpitipie kot tpiévto dvo (32)
GUYKEKPLUEVOLG OEIKTEG, TTOV 1GYVOLV Y1 TOVG TAPOYOVG EKTTAIBEVONG. ZVOUPMVE LE TO VOUOBETIKO TAaicLlo apopd mapdyovg: 1)
Mooty katdptiong (L.6313-1 — 1°), 2) Exnaidevong péco pobnteiog (L.6313-1 —4°) xou 3) Exnaidevong ylo v entkvpoon
g amoktnbeicag eumerpiog (L.6313-1 —3°).
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2. HAwia Eknaidsuopevwv ota E2C

MNna va eoaxBel kamolog o éva yaAlAko ZxoAeio Aeltepng Eukatlpiag, mpémel va
TAnpol apxikad pia nAKLlakn «mpolnobeon»: va eivat petafy 16 katl 25 eTwy, av Kat
UTIAPXOUV OTTAVLEG TIEPUTTWOELG VEWV PEXPL Ta 30, Kuplwg yla Toug StkatolXoug Tou
eMOOUATOC KOWWVIKAG aAAnAgyyung (RSA). H akdAouBn nAkiokr mupapida Seixvel
TOL TTOOOOTATWY EKMALSEVOUEVWY OTLG NALKIEG 18 pe 25 (KUpLOG NAKLOKOG OTOXOG TWV
yoAAlkwv ZAE). Ot kdtw twv 18 kal dvw twv 25 evtdcoovtal oto E2C og pikpotepol
KAlHoka AOyw GAAWV TPOYPAUUATWY, amo Tto omoia elvat wdeloupevol. Eival
eVOEIKTIKO TO OTATIOTIKO Sedopévo OTL PETA Ta 18 Sleuplvetal To OXAMA TNG
TUPAUISaC. AUTO OMOTUTIWVEL TNV KOWWVLIKN amaitnon tng YaAAKNC KOWwVIiog yla
avaAnyn euBovng amnod pépoug oWV evnAlKLwvovTal, n onola petadpaletal Kupiwg
pue évraén otnv epyacia. (Perez et al.,, 2024). H ouvtputtik) mAsioPnoia twv
ELOEPXOPEVWY eKTIALOELOUEVWY oTa YaAAka ZAE eival dtopa petafld 18 (€tog
evnAlkiwong) kat 23 etwv (HEon nAKia amoxwpeLopoU Twv maldlwy oo Toug YOVE(g)
(Van de Velde, 2008).

genre

30 30

25

age
abe

20

4 000 3 000 2000 1000 o 1 000 2000 3000 4 000

Fréquence

Tpapnua 1. Mupauidba nAikioc

Mnyn: Baon debouévwy twv ekmatdevouevwy ota yaAika ZAE kata tnv nepiodo
2016-2020, rou rapéxetat aro 1o Aiktuo Twv yaAAikwv ZxoAeiwv Asutepnc
Eukaipliac, oto «Le dispositif des écoles de la deuxiéme chance: évaluation et

analyses d’actions pédagogiques novatrices en faveur des jeunes sans qualification»
(Pérez et al., 2024, p. 16)

3. Awadwkaoia Emloyng Aokoupevwy ota MNAAwka E2C

Otav dpxloe va edapuoletal otn MaAAia To MpOypappa Twv ZXOAElwv AgUTEPNC
Eukatplag (E2C), n eyypadn o autd nNtav B€pa TG «TOMIKAG OIMOCTOANC» (mission
locale) kat Twv kKEVTpwv amaoxoAnong. Movo autol ot 500 dopeig ixav To Sikaiwpa
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va otelhouv TI¢ attioelg twv enibofwv aokoluevwyv ota E2C. Amd to 2013 mou
€ekivnoe va epappdletal n avtaywviotikh pog ta E2C «Eyyunon NeoAaiag»?, ta
YOAALKG ZxoAeia AgUtepng Eukatpiag ékavav SEKTEG AT OELG KAl oo AANoug dopEig
KOL HOAALOTA EKTOC TOU KOOOPLOPEVOU XpovikoU TAaloiou, oL AgyOEVEG
«QVETIOUUNTEG ALTAOELG». TO MOPAKATW Ypadnua SeiXVEL O€ TOCOOTA TNV MPOEAEUGN
Twv altnoswv. H mAetoPndia (2 otoug 3, 64,5%) TwWV ALTCEWV ELVOL OTTO TLG K TOTIKEC
QTOOTOAEG», &VvWw TO 22,2% elval  amd TG «avermBUUNTEG  QLTAOELGY
(candidaturesspontanées). Kat ot Suo MANBUCULOKEG OpAdeg €xouv (610 NALKLAKO
npodi), kabwg eivat amo 18 péxpl 22 etwv (Perez et al., 2024).

Ouwg, n umoPBoAn aitnong &e ocuvendyetal autopatn eyypadn. MNPokelpévou va
evtaxbolv oL ackoupevol og €va YoAALKO AE, umoBaAlovtal -peTd thv umoBoAn
aitnong- og pla pokatapktik Stadkaoia emiloyng. Kahovvtal va oAokAnpwaoouv
g akoloubia «Bnuatwv». To MPWTO amod autd elval n aitnon. Itn CUVEXELQ,
Aappavel xwpa pLot apxlk CUAAOYLKH CUYKEVTPWON EVNUEPWONG KoL 0KOAOUBEL n
KOWWVLIKN SlayvwoTLK CUVEVTEUEN. 2T SLAPKELA TNG TO TPOCWITLKO TOU OXOAEiou
Olevepyel €vav Kkplolwo €Aeyxo, €0IKA Ot €uAlOONTEC KATAOTACEL OPLOPEVWV
EKTIOULOEVOUEVWY, TIPOKELMEVOU VA EVIOTILOTOUV KOWWVLIKA gumodia kot va BpeBouv
AUoelg. H apon autwv Twv gunodiwv Bewpeital kabBoplotikn, kabwg Ba emitpePel
OTOUC OlOKOUHEVOUG VA BEATIWOOUV TIG CUVONAKECG TOUG KOl «Va ETLKEVTPpWOOUV oTovV
EMOYYEAUATIKO TOUC TIPOOCAVATOALOMO». Ou Oeikteg mou eAéyyovtal Sivouv Ttn
Suvatotnta otov ZUUPBouAo Kowwvikng Zwhg Tou oXoAelou va eKTIUNOEL O éva
TIPWTO OTASLO TN YEVIKN Katdotaon tou ackoupevou (EkBeon E2C N. oto Perez et al.,
2024).

AUTOG 0 £AeyX0C MEOW TNG SLAYVWOTIKNAG ouvevTeuéng eotlalel emiong: 1) oto av
enmaAnBevovtal Ta KpLTrpLa tou €xouv BeoTtloTel yLa tnv £l0060 TWV ekmaldeuOUeEVWV
ota yoAAlka ZAE kal 2) ota Kivntpa mou oL emidofol ekmaldeUOUEVOL £XOUV KAL TNV
afloAoynon Tou emuESOU TwV KWVATPWVY autwv. AkoAoubwg, n aitnon HeTd Tov
€h\eyxo umopel va anoppldBOei, va tebel og avapovy HEXPLG OTOU va TaKTomolnouv
TO ATALToUHEeva Eyypada Kol apBolV TA KOWVWVIKA EUITOSLA TTOU TUXOV OVTLUETWITILEL
0 ekmaldevopevog (onwe vyeia, mepiBaidn, dpovtida madwwy, K. a.) i va yivel
arnodektr. Epooov yivel anodektr, apxilel n Evtagn oto MPOYPAUUA LE TN AEYOUEVN
«mepiodo évtagnc» mou Slapkel anod 5 €wg 7 eBSouddec. To emduevo otadlo eival n
«mepiodog TomoBETnong» Katd tnv omoia apyilel mapaAlnAa Kat n €vapén tng
QpPXLKAG TIPAKTIKAG AoKNonG o€ etalpeia. H AéEn «tomoBETnon» €xeL TV €vvola Tou
TPOOodLOPLOHOU TNG BE0NC EVOC AVTIKELUEVOU N EVOG OTOUOU (EV TIPOKELUEVW) OE JLa
gupUlTEPN pnxavn/opada. AUuTOG O OPLOMOC CUVEMAYETOL Kal afloAOyncn TPLwV
SeS0UEVWV: TNG OKOTILUOTNTOC TOU EKTIALOEVOUEVOU/ »0TAOEPATNTACH TOU OULTUATOG
TOU, TNG LKAVOTNTAC Tou va dlatnpel tov pubuo epyaciog o S1adopeTLKOUG TOUELS KL
ToU BaBuou S£0UEVONG TOU OTIC ATMALTAOELS EVOG TETOLOU CUOTAHATOG, OTIWG £lval Ta
YoAALKG ZAE (Perez et al., 2024). 3to otadlo Tng «tomoBETnong» AapuBavel xwpa n
afloAoynon twv ackoUpevwv oe Sladopoug Ttopeic. NapdAAnAa, oL doKOUHEVOL
a&loAoyoUv TOCO TNV MPOCWIILKOTNTA TouG (mMpoowrikn afloAdynon) 660 Kal Tnv
ETIAYYEALATIKA TOUG Topeia w¢ €Kelvn TN otyunl. H «mpoowriky afloAdynon»
neptAapBavel pa apxkn afloAoynon avadoplka e Ta Kivntpd toug, Tig dthodoieg

2 https://eur-lex.europa.eu/EL/legal-content/summary/youth-guarantee.html?fromSummary=15.
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ToUuG Kal ta evOLadEPOVTA TOU, TIPOKELUEVOU OL EKTTALOEVUTEC va oKlaypadrioouv Tov
EMBUUNTO OO TOUC EKTIALSEUOUEVOUG ETIAYYEAUOTIKO TTPOCAVATOALOUO. TEAOC, oL
OMOSIKEG TOU SpACTNPLOTNTEG ETILTPEMOUV OTOUC EKMALSEUTEG va afLloAoyr|couv TNV
lkavotnta évtaéng otnv opada (o.m.).

To MPWTO aUTO oTAdLo TeEAElwveL Pe TNV amodaon tng Emttponng KabBodrnynong»
(exkmoudeutég kat CME), n omola EMIKUPWVEL | OMOPPLUTTEL TN CUMUETOXN/8E0uEunn
Tou ekmaldevopevou. H emikUpwon obnyel otnv avamntuén tou «Atoukol Ixediou
Katdptiong» (20 otddio) kat tnv unoypadr cupBaong pe to yaAlikd ZAE kol armoktd
NV 8LOTNTA TOU AOKOUEVOU EMAYYEALATIKAG KATAPTIONG HE Slapkela epta (7) Ewg
evvéa (9) unveg (avaloya to ZAE). Tautoxpova, kabiotatal Sikalouxog Tou unviaiou
EMIOOUATOC KOl UTIOXPEOUTAL O€ Katdption/epyacia 35 wpwv ava eBdopada. Amo tn
OTWYUl TOU O aokoUpevog umoypalel tn oluPaocn, €0EPXETAL OTNV TEpilodo
KOTAPTLONG KAl ekmaideuong, n onola anoteAeital amnod to otadlo «Avantuéng Epyou»
Kal to otadlo «MAonynong Xtadlodpopiag». Kat ta SUo autd otadla €XouvV wg
enikevtpo TNV Soklpaocio Twv emayyeApatikwy $lodoflwv kaBe ookoUUEVOU,
TIPOKELPEVOU Ot €va pecomnpobeopo Babog xpovou va emteuxBel Babuaia n mo
PEQALOTIKI KAl N TiLo €pLKTA emayyeApatikn emloyn. H Stadikaoioa avtr (evéidapeon
a&lohoynon) nepthapBavel BewpnTikod Kot MPAKTLKO eninedo: épeuveg otadlodpouiag
Kol TOPAAANAQ TIPOKTIKEG ooKnoel oe Slddopa OpUUATO, TIPOKELMEVOU VvV
emBeBaALWOOUV TNV EMIAOYN TTOU £KAVOV APXLKA I} OKOMO KOl val Thv amoppiouy, yla
to &ekivnpa pag véag. 2tn Swadkacio meplapfdvovial Kot SLaBEUATIKEG
TIPOOEYYIOEL KOl EVOTNTEG YLO EMOYYEAUATIKO TPOCAVOTOALOMO (Yo TO MW va
avalntouv epyacia ). KaBe aokoupevog pe tn BorBela tou pévtopa amo to ZAE katl
Tou Slayelploth €pyou amod tnv stolpeia e€eTalel TNV emayyeALATIKY Tou Stadpoun.
‘Etol, Ba elval o Béon va emAEEOUV TO HEANOVTLKO EMAYYEAUATLKO TOUG £PYO KAl QUTA
n emhoyn AapBavel xwpa oto TéAog tou nevrapnvou (20 efdouadeg).

Metd 1o mépag Twv eikoot (20) eBdopadwy, oL ackoUpEeVOL ELoEpyovTal 0To 30 oTtadlo
NG ekmaildevuong Toug, To omolo €xel TitAo «paon emkUpwaong Kal mPooBaong otnv
enayyeApatonoinon». Ito otadlo autd oL EUMAEKOMEVOL €8palwVOUV TNV
ETMAYYEAUATIK TOUG €TtAoyr). Tautoxpova, €VIOXUouv TIG Oe€lOTNTEC TOUC OfF
BewpnTIKOUC TOUELS, OTwC YoAAKN YAwooa, MaBnuatikd, NMAnpodopikn, Se€LOTNTES
mou Ba Toug BonBrioouv petd TNV £€066 TOUG Ao TO MPOYPAULAL.

Otav oAokAnpwaoouv To mpoypappo twv E2C oL ackoupevol, v amodeopevovral
autopata anod auto. AvtiBeta, loépyovtal oto 40 oTASL0 , KATA TN SLAPKELX TOU
oroiou kaBe yaAAiko SAE mapakolouBel tnv mopeia Toug cuAAEyovTag mMAnPodopied.
H ouM\oyr mAnpodoplwv adopd TNV €MAyYEAUOTIKA TOUG évtagn Kal yivetal ava
TPLUNVO HEXPL TN CUMMARPWGON €VOG £TOUG ATTO TNV AITOXWENON ATtO TO TTPOYPAULLOL.
MNapdAAnAa, to E2C mapéxel cupuBouleutikn BoriBela o dmolov MpwnV AoKOUUEVO TO
emBUUEl, oxeTlikd pe TPoodopEG epyaoiag, emadry HE KOWWVIKOUG €£Taipoug,
ekmaidevon K. a.), Evw n cuvepyaoia Toug cuveyiletal oe BaBog xpovou (o.1.).

Ta otadia mou npoavadEpOnkayv ivat kowva yla OAa ta yaAAka ZAE kat n dtapBpwon
ToUuG elval epdavng 0TO TAPAKATW SLAYPOUUOL.
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Awaypauua 1. Ta técoepa otadia TnG mopelac Twv eKMALSEVOUEVWY oTa yaAAika SAE

Mnyn: «Le dispositif des écoles de la deuxieme chance: évaluation et analyses
d’actions pédagogiques novatrices en faveur des jeunes sans qualification» (Pérez et
al., 2024, p. 23)

4. EykatdaAsuwpn kata tnv Nepiodo Evragng

H eykataleuwpn katd tnv nepiodo évtagéng Bploketal oe uPnAad enineda. Ixedov évag
OTOUC TECOEPELG AdUVATOUV VA avTAToKPLOoUV OTNV ATALTHOELS TWV UTIOXPEWOEWV
TIOU OUVETAYETOL N OCUMUETOXN OTo mpoypappa Twv E2C. MoMlol amd toug
unoPndloug ackoupevoug dev eival oe BEon va avtene€éABouv oTIG akadNUAIKEG
amaltnoelg evog oxoAtkol meptfaliovtog E2C.

Jupdwva pe tnv €peuva twv Zaffran kot Vollet (2018), katd tnv mpwtn mepiodo
gvtaéng ot umoPrdlol EYKATAAELTTOUV TO TIPOYPAULO OE TTO000TO 27,6%. OL KUpLoL
Adyol eykatdAewpng og autn tn ddaon eivat:

a) ot urmoPnrdlot cuveldntomowolv to OTL dev €xouv TN Suvaun/ikavotnta va
ouppopdwbolv pe éva otabepd TMPOYPAUUA £PYACLAG, TIAPOLOLO PE QAUTO €VOG
gpyalopevou (pmopouv va amouclalouv Kal va opeifovtal povo pe BePaiwon
ylatpou),

B) n mpotpomn yla «autoadrynon» Kot «outo-avadoplkotnta» (va Holpaotouv TNV
TIPOCWTILKN TOUG LOTopla), TPOKELUEVOU va emuteuxBel n To mMeTUXNUEVN
«TomoBETNONY,

v) Stapkeic a€lodoynoslg ] afloAoyLkeG Kploelg otn dpaon autn.

AM\oG AOyog eykatdAewpng TOU MPOYPAUUATOC Elval TO Yeyovog OtTL n popdn Tou
TIPOYPAUUATOG 08NYel o «AekTIKn €kdpaon deflotitwvr. ETol, n aduvapia Toug va
€KPPAOTOUV AEKTIKA AELTOUPYEL ATOTPEMTIKA KAl QMOUAKPUVEL OPLOUEVOUC TIOU O€
UITOPOUV «Va. OVOOTOXOOTOUV TNV TIPOKTLKA Toug». EmutAéov, moAhol 6ev €xouv
OLKOVOMLKA uTtoothpLEN amo tnv MNepldépeta ) umtooTHPLEN ATTO TNV OLKOYEVELA TOUG )
£€XOUV 8LKN TOUC OLKOYEVELX PE UIKPA TtatdLd. TEAOC, N LOKPLVH AmOCTOON TOU TOTIOU
Stapovig toug amd to E2C pmopel va odnynoel oe mpoéwpn eykatdAewpn Ttou
TIPOYPAUUATOG (KOTA TNV MPpwTn Tteplodo évtaéng).
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Ta mapandvw amoTuUMwWVoVTaL oTo ypddnua 2:

papnua 2. Aptduoc atoUwVY IOV EYKATEAELY AV TO MTPOYPUUUN KATA TNV TEPI0SO
evtaénc (mpwrtec 9 eBSouadec) koL xpovoc mou aPLEPWBNKE OTNV TMTPAKTLKY AOKNON
(% ko Turtkn artokAton)

Mnyn: «Le dispositif des écoles de la deuxieme chance: évaluation et analyses
d’actions pédagogiques novatrices en faveur des jeunes sans qualification» (Pérez et
al., 2024, p. 28)

Nedio epappoyng: OAa ta dtopa mou evraxOnkav petav 2016 kat 2019 kot Ta onola
QTOXWPENOOV OO TO MPOYPAULO (OAOKARPpWOCAV TO MPOYPOUUA TOUG KATA TN OTLYUNA
™¢ e€aywyng amo tn Baon dedopévwy armo to diktuo e2C). Inueiwon: O aplOuog Twy
QTOUWV TIOU ATOXWPENOoAV amod TO MpOoypauua tnv mpwtn gfdopdada mpwv amnod tnv
umoypadn tn¢ cupBaong epyaciog sivat 600. Yriapyouv 1.400 katd tn SLAPKELX TNG
néuntng efdopadag. O xpovog mou abLEPWVETAL OTNV TIPAKTLIKI) AOKNON TNV TTEUTTN
eBdouada, avedptnta anod To av aAmoxwpeouv amno To MPOYPAUUa 1) OXL, eival 17,4%.

MeyaAo eival Kal To MOo0oTd 60wV eyKataAeimouv ta yoAAka E2C avaueoa otnv
Tpltn Ko €Kktn eBSopada. Amo tov cuvoALko aplBud oowv &g cuveyilouv, To 44% eival
ard auto To XPovIKO mAaiolo. OLAdyol ival apketol Katl TTOAAEG POPEG O CUVOUOOUO:

-ApvnTikn utodoxn amo Tnv etatlpeia.
-AuokoAia n kat aduvapuia elpeong eTalpeiag.
-0 puBuobG epyaciag otnv eTalpeia, Tov omolo Sev umopouv va akoAouBrcouv.

Avapeoa otnv 6n kot tnv 7n eBSopuada To mooooTto eyKATAAEWP NG LELWVETAL, EVW OTO
opéowe emopevo otadlo n kataotaocn otabepomoleital. Ki autd yuatl €xouv
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amopeivel O0colL avtamokpibnkav OTI( QMALTACELS TNG TPOAKTIKAG AOKNOoNG Kot
BewpnTIKA €XOUV TNV KOVOTNTO va avtamokplBouv ota ekmoawdeutikd (E2C) kat
enayyeApatika (etalpeia ouvepyalopevn pe E2C) mpotunma mou £xel Bécel To
TIPOYPAUUA. 2TO TPiTo 0TAdL0 TNG EPLOSoU £vTaénc, TO TOCOOTO MOV EYKATAAETEL T
E2C elval 25,8%. Ol AoyolL eykatdAewdng og autn t ddaon &€ oxetilovtal oUTE pe TNV
akadnuaiky ¢uon Tou TPOYPAUUATOC OTO KEVIPO OUTE HE TIC QTMOALTAOCELS TNG
TIPAKTIKAG AOKNONG TIOU TIPOCOMOLATEL OE KAVOVLIKEG ouvOnkeg epyaoieg. Elval mio
cofBapol AoyoL Kal POKUTITOUV Ao TAPAYOVIEG EKTOG Tipoypappatog (Perez et al.,
2024). 1o napakatw ypadpnua dpaivetal n eykatalewdn ava pnva Kotd tnv nepiodo
evtaéng:

1€

pa@nua 3. Aptduoc atouwV mou EYKATEAELY AV TO MPOYPAUUN KATA TNV TEPi0SO
evtaéng (mpwteg 9 eBSouadeg) kot xpovog mou apLlepwWBnNKe TNV MTPAKTIKN OKNON
(% kot Turtikn amokAton)

Mnyn: «Le dispositif des écoles de la deuxieme chance: évaluation et analyses
d’actions pédagogiques novatrices en faveur des jeunes sans qualification» (Pérez et
al., 2024, p. 28)

Nedio edpappoyng: OAa ta dtopa mou evtaxdnkav petat 2016 kat 2019 kal Ta onoia
QTOXWPENOOV OO TO TIPOYPAULO (OAOKANPWOAV TO MPOYPOUUA TOUG KOTA TN OTLYUN
™¢ e€aywyng amnod tn Baon dedopévwy amo to Siktuo E2C). Inueiwon: O aplOpodc twv
QTOUWV TIOU amoxwpnoav tnv mpwtn €Bdoupdada mpwv amd tnv umoypadn TNg
oUpuBaong epyaciog eivat 600. Ymapyxouv 1.400 katd TN OSLAPKELX TNG TEUITNG
eBdopadag. O xpovog mou adlepwBnKe oTNV MPAKTIKN AoKNon tnv méumntn eBdouada,
aveEAPTNTA OITO TO OV ATOXWPENOC AV ATtO TO TPOYPA UM 1) OXL, eivat 17,4%.

H replodog évtaénc €xel oxedlaotel ELOIKA yLO VOL TTIPOCAPLOCTOUV OL TTPOOSOKIEG TWV
EUMAEKOUEVWY OTO Tpoypappa (ekmatdeutwy, ekmatdsvopevwy, CME etatpeiag).
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Anotelel SoklpaoTiki Tepiodo yla Tov TPOTo epyaciag oto yarko ZIAE (mepiobdog
npooopoiwaong). Méoa amnod Tig §pactnpLlotnTeg TNG neplodou autng Ba eival os B€on
oL KT EVTEG vaL aLoOAOYHO0UV TN SuvaTOTNTA TOU EKALSEUOHUEVOU VAL

- avtomokplBel oTIG TALSAYWYLKEG QAMALTAOEL TOu Tpoypappatoc (afltoAoynon
S6éopeuong otnv akadnuaikn popdn tou E2C),

- €lvol QmoTEAECUATIKOC KAl omodOoTIKOC o€ UeAAovVTIKA TeplBallovta epyaciag
(a€LoAOynon amoTteEAECUATIKOTNTAG KAl AmOS0TIKOTNTAG).

1o téAog, edpooov Slamiotwbel n déopeuon tou umoyrdplou ota MPOTUTIA TOU
T(POYPAUUATOC, uTtoypadeTaL N cUUBACH, UE TNV OMOL0l O ACKOUUEVOG ETULKUPWVEL TN
S6€opeuo) Tou Kal Tov oEBAOpO TOU 0To TTPOYPApA TwV YaAAlkwy ZAE. Ot Pérez et al.
(2024) oto «Le dispositif des écoles de la deuxieme chance: évaluation et analyses
d’actions pédagogiques novatrices en faveur des jeunessans qualification» &ivouv éva
SLPWTLOTIKO Mapadelypa yia Toug Adyoug mou éva E2C amoppimntel €vav urtoPndlo
aokoUMevVo Kal n Baolkn mpolnoBeon yla tnv armodoxn f tnv anoppuwpn eivat o
0€BOOUOC TWV TPOTUTIWV TIOU BETELTO MPOYPALUA. ZTNV « ATtoAoyLoTIKN EkBeon» evog
yoAALkoU ZxoAeiou AeUtepnc Eukatpilog (E2C) oXeTIKA PE pLa amoppun, 0 CUVTAKTNG
avadépetal Eekabapa otnv apvntiki ocuviBela tou umoPrdlou ALCKOUHEVOU Vo
apyel cuoTnuatika. Kat autn dgv Atav n povn attia. H onuaviikotepn attio Bswpeital
Qo TOUC UTIELOUVOUG TOU TIPOYPALUATOC N ApvNnon Tou va avaAdBel Evav umtevBuvo
POAO KOL VO OQVOYVWPLOEL TOV €0UTO TOU MECO OE QUTOV, Qmoppinmrtovrag tnv
T(PONYOUUEVN apVNTIKN cupnepLdopd Tou. MAALOTA, aKOMA Kal TN Hépa mou Ba tou
avakoivwvayv tnv anodaon tng Emtponnc kat tov Adyo, o uroPrdlog apynoe maAL
Kol OTAV TOU TO EMLOAMAVAY, AUTOC anAd eine otL dev Eunvnoe. H Emutponn Siékpive
TNV OVIKOVOTNTA TOU VO TIPOCAPHOCTEL OTIC CUVONKEG epyaocieg Kal va emdeiel Tnv
nelBapyia mov auTtéG anattolv. A Bewpnoe ToV CUYKEKPLUEVO uTIOPRHLO AVOLKTO OE
BeAtiwon ouunepipopd¢ olte umevBuvo etaipo ywa cuvayn ocuvudwviog Kot
EPYOOLOKNG OXEONG HE TOUG emayyeAuatieg Tou mpoypdppatog. Eniong, 6& Siékplve
TNV LKOWVOTNTO VAL OKOUEL, LE TNV €vvola TNG armodoxnG LG KPLTLKIA G TTOU TOU QlOKELTaL,
arodoxn n omoia duvnTikd amoteAel eyyunon aAAayng, Kabwg odnyel o aAlayr Pog
TO KOAUTEPO LA APVNTLKAG CUTEPLPOPAC.

Me aAla Aoyia n mepiodog Evtagng mpoetolpdlel kal odnyel Toug unoPrdploug oe
UTIAYWYr OTOoUG odaywylkoUg Kol EpYacLakoU Kavovee. EmumAéov, e€aleidel TIg
TIAPEKKALOELG amd auToUG TOuG Kavoveg. Alvetal pia dikawn kot Eekabapn sukatpia
emloyng oe kaBe urntoPridro va toug amodexbel (kaL va umoypa el tn cuUPacn) n va
Touc amoppiPel (xwplg va epwtnBel yia toug Adyoug) Kol va amoxwpnost. Eivat
aloonUelwTo To yeyovog otL n Mepldépeta kat O6Aot oL xpnuatodoteg emiBaAlouvy —
TUPOKELUEVOU VOl GUVEXLOTEL N XpNUATOSOTNON- OPLOUEVO AOYLOTIKA KOL OTOTLOTIKA
npotuma. Auto duvnTikd Ba tpooavatoALle TOUG EMAYYEALATIEG TOU OXOAEloU o€ éva
KOO — oTOX0 Ttou Ba e€aopAaALle TIC amaltoUUeVEC BeTIKEG e€060UG KOl WE EK TOUTOU
TN oUVEXLoN TG XPNHaTodOTNONG. OL eMIAOYEC, OUWG, TTOU YivovTtal Katd Tnv mepiodo
évtaéng, Sev mpaypotomolouvIal, yla vo €mteuxBouv oL TocooTlaiol otdyol
(netpriolpol Seikteg Betikng e€660u). Auto oto omoio Sivetal mpotepaldTnTa lval n
amodoon EVKALPLWV OE OTIOLOV ELVaL AVOLKTOC va 0eBaoTEL TO TPOTUTIA (EKTTALOEUTIKA
KOl EPYAOLOKA) TTOU B€TEL TO TTPOypappa. AUTO puaoLka S€ onuaivel OTL AyvoouV TIG
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QVOUEVOUEVEC BETIKEG €060UC. ZEBoVTaL TA AOYLOTIKA KOL OTATLOTIKA standards, aAAd
kpatoLv tn 6éouca nOLKN anootacn anod autd (o.m.).

5. Tumot E§68ou amnd to Mpoypappa twv E2C

H €€060¢ amod to npoypappa twv E2C neplapPavet tpetg StadopeTikég popdeg: 1)
BeTikEG, 2) Suvapikeg, 3) £€odol xwpic AVon (apvnTIKEG).

- Oegtkég Bewpouvtal 00eg 06nNyolV O AMOKTNON MPOCOVIWVY 1 SUTAWMATOG, OF
ouuPaoelg epyaoiag-peAéTng, o cuppaocn epyaciog (LOVIUN 1) OPLOUEVOU XPOVOU-
arnod 600 UAVEG Kal TAvVw), o€ startups Kal og embotoUpeveg cupPBacelg epyaciag. Ot
Betikég €060l aufavovtal oTatloTikd 000 auavovtal ol BEouddeg mapapovng oTo
TIPOYPOL AL

- Auvapikég Bewpouvtal ot €€odol mou 0dnyouv o€ CUUPBACEL OPLOUEVOU XPOVOU
KATW Twv 800 (2) unVwv, 0 «aVortpooavVATOALOUO O CUYKEKPLUEVEG SOUEC EvTaEnCy,
o€ KowwadeAn epyacia Kal oe mpocPacn o€ mpo-enipuopPwTtikn ekmaidevon. KL autég
oL £€¢odol aufavovtal oTaTLoTIKA 000 aufavovtal ot efdopadeg mMapaUovC OTO
T(POYPOL L.

- E€0b0L xwpig AUCELG, oL oToleC avadEPovTal O TEPUTTWOELS AMOXWPNONG XWwPLg
évtaén oe meplBailov epyaciag i umoypadn omoloudnmote eidoug cupPBaonc.
Eniong, adopolv 600UC eyKaTAAEMOUV TO TPOYPAUUA KOTA Tn SLAPKELA TOU N
arnokAeiovtal anod autd katd tn Slapkeld tou. OL €€060L AUTEC elval avTloTpOdwE
QVAAOYEG LLE TOUG MNVEG TTAPAUOVHE OTO TPOypaUpa (Hewwvovtal oe otabepn Baon
000 aufavovTal oL PUAVEC TTOPAMOVAG. YItapxel va uPnAd mMooooto eykataleiPewv
QVAUECO OTOV 20 KAl 70 pUNVa, 0To TEAOG TOU 70U HEXPLTO TEAOG TOU ou KopudwveTal
KOLL 0TI OUVEXELO LELWVETAL SPAUATIKA.

108 &

papnua 4. AptBudc eEodwv ava tumo kat ava eBdouada eEddou amnod to
Tipoypauua
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MAnSuoudc: Ekmaibevouevol yaAdikwv ZxoAeiwv Aeutepnc Evkatplioac. Ouadeg amo
10 2016 £wc¢ TO 2018 1TOU EYOUV 0AOKANPWOEL TO IMPOoypauua (e€atpeital o
nAnduouoc 2019-2020)

Mnyn: «Le dispositif des écoles de la deuxieme chance: évaluation et analyses
d’actions pédagogiques novatrices en faveur des jeunes sans qualification» (Pérez et
al., 2024, p. 31)

6. EUpoc Npaktikng Aoknong

Ol aokoUpevol tapakoAouBouv to mpoypappa twv E2C yla éva Xpoviko dlaotnua
TEVTE (5) UNVWV Katd LEco 0po. MoAlot amod autoug kahouvTal va uTtEpBoUV TOV HECO
OLUTO XPOVO TOU TIEVTOLIVOU KOlL VO TTAPAKOAOUBN 00UV TO TTPOYPA A « wONnong». Xtn
daon autn dev éxouv T pacTNPLOTNTEG 0TO 0XOAEio (Kévipo). Me Sedopévo OTL N
HEyLoTn SLAPKELA TOU TIPOYPAUUATOG lval amo edpta (7) £wg evvia (9) purveg, 6o ot
O0OKOUMEVOL TIPOXWPOUV TPOC TOV 80 MNAVA, Ol WPEG TNG TPAKTIKAG AOKNONG
avéavovtal. Ta MPOTUTA TTOU TOUG TtposToLlpalouy yia tTnv £€€080 yivovtal mo éviova
KL opolopopda. H Séopeuon toug yla trpnon mpobeopiwv eivat uPnAn kot ot
Sladpopeg 6oov adopad tnv MpocPacn oTnNV MPAKTLKA ACKNoN €lval Katd to Suvatov
UETPLOOPEVEG. META Tov 80 UV Ol WPEC OUTEG HELWVOVTAL EVW N egpyoocia
efatopikevetal. O Adyog eival mpodavig: o MANOBUOUOG TIOU TOPOMEVEL OTO
TIPOYPAUA BLWVEL TTEPUTAOKEG KATAOTACELG KOL AVTLUETWTTI{eL SUOKOAA {NTHMOTA KOl
KOT' QUTOV TOV TPOTO N MPOcBacn otnv MPAKTIKNA doknon kabiotatatl SUokoAn (o.1.)
21O MapaKATW ypadnua kataypadetal n avodikr taon (kat n kabodikn HeTd Tov 8o
puAva) Tou xpovou Tou adLEPWVETAL OTNV TPAKTIKA Adoknon ava efdopada (ot
TLOOOOTO €71 TOLG % KOl TUTTLKH amtokALon).
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MAnSuoudg: AokoUuevol o€ paktikn aoknon ota E2C. Ouadec amo to 2016 €wg T0

2018 mou oAokAnpwaoay to rpoypauud touc (eéatpeitar o mAnGuouog 2019-2020).

2Znueiwon: Ta atoua ou anoywpnoav tnv 38n eBdouada (9,5 urvec) népacav to
38,4% ToU MPOYPAUUATOC TOUG OE TIPAKTIKI] (lOKNON

Mnyn: «Le dispositif des écoles de la deuxieme chance: évaluation et analyses
d’actions pédagogiques novatrices en faveur des jeunes sans qualification» (Pérez el
al., 2024, p. 33)

0co0 oL ackoupevol MAnoLldlouv Tpog tnv €£060, €va LEPOG AUTWV OVTLUETWTITEL
TEPLO0OTEPEG SUOKOALEG WG TTPOG TNV KATAPTLON ) TNV EUPEDN epyaciag. M autd Kal
Ol ETMOYYEAMATIEG TOU TIPOYPAUHATOG KAAOUVTOL VO TIPOCAPUOCOUV TNV UTIOoTAPLEA
TOUC, TIPOKELUEVOU VO TOUC KPATHOOUV 00O YIVETOL TIEPLOCOTEPO. Kol He T ouumpatn
tou CME (umevBuvou e€TalPKWY OXECEWV) oL aokoUUevoL adlepwvovTal
aneplomaotol otnv avalntnon Kal TNV EUPECH TPAKTIKAC Aoknong ocuvadoug UE Ta
evlladEPovtd TOUG, TIPOKELUEVOU va E€mITUXYOUV TNV €vtagl Toug otnv ayopd
gpyaoiog. ZUpPwva PE EPEVVEC, OTO TIPOYPAUMO «wWBNoNg» | «evioxuong» (parcours
«boost») gvundpyouv SU0 KOTNYOPLEG OKOUUEVWVY: O) OL AOKOUHEVOL TIOU €XOUV
anodaocioel tnv emayyeApatiki otadlodpouia mou embBupoulv, n omola E€xel
«ETKUPWOEL» amo 1o oxoAeio pe avaloyeg S16aoKaAleg Kal B) oL AOKOUEVOL, YL TOU
omolou¢ uTtapxel POBOC AMWAELAC KIVATPOU. Z€ QUTAV TNV MEPLTTTWON, N alTieg eival
gite n «umepPoAikr) KOTMwaon» AOyw TNG emavalappavopevng mapakoAoubnong twv
dlwv epyaotnpiwv (Perez et al., 2024) A n Sucapéokeld Toug yla tnv ENeldn eEAEyxou
TOU TPOCWTILKOU XPOVOU TIOU OPLEPWVOUV OTNV KOLWVWVIKOTOINGoN . Z€ authv TNV
katnyopia (poBog ya anwAela KLvATPoU) AAAOL AOKOUEVOL ELVOL TILO EVEPYNTLKOL (0L
(610l oL EKMALSEUTEC TOUG AMOKAAOUV «SUVAULKOUGY N «TTPowdnTkous») Kot AAAoL
Alyotepo €wg ehdylota evepyntikol (autol amokaAouvtal «apyoi»). OL umevBuvol
T000 Tou E2C 600 Kat Twv eTatpikwyv oxéoswv (CME) dppovtilouv va avaplyviouv Toug
«TPOWBONTIKOUGCY LE TOUG «apyouc», kKabBwg eAmtilouv OTL oL pwTtoL Ba amoteAécouv
TtNyn €UmMveuong yla toug SeUTEPOUC. ITO TAPOKATW ypddnua KAtadelkvUETAL N
oxX€on «BeTIKWV»/«SUVAULKWV» E08WV Kal SLAPKELOC TIPOYPAMUOTOG.
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Ipa@nua 6. Aptduoc «Getikwv» kat «Suvaulkwv» eE0dwv, avaloya ue tn SLAPKELX
TOU TTPOYPAUUATOC

MAnSuoudc: Ekmaibevouevol E2C. Ouadec 2016 éwg 2018 mou €youv 0AoKANpwaoeL
T0 padnua touc (eéatpeitat o mAnduouog 2019-2020)

Mnyn: «Le dispositif des écoles de la deuxieme chance: évaluation et analyses
d’actions pédagogiques novatrices en faveur des jeunes sans qualification» (Perez et
al., 2024, p. 35)

7. HIxéon E2C kot AoKoUpEVWVY HEeTA TNV E€060 amnd to Npoypappa

‘Otav oAOKANPWVETAL TO TIPOYPOUUA TWV AOKOUUEVWY, To E2C &gV aImOKOMTEL TOUG
8e0MOUC TOU Pe auToUG. AvtiBeta, EMLOLWKEL EMAdN Yl EVal £TOG HETA TO TEPAG TOU
TIPOYPAUUATOG. Ava Tpipunvo €vag umtAAANAOG amd TO MPOCWIILKO UTIOOTNPLENG TOU
E2C elval og emikowvwvia pe KAOE AOKOULEVO, TIPOKELUEVOU VO EVNUEPWOEL ylat TNV
T(PO0SO TOU KAl VA TOU TIAPACXEL EMAYYEAUATIKEG CUMPBOUAEG -av KPLOEL xprioLuo.
levikA, O0OL TIAPEUELVAV OTO TIPOYPAUHA TIEPO Ao TOUC TEooepLS (4) UAVEG, TTOAU
onavia StEkoPav kaBe emadr e to oxoAeio. Kata kavova, emiBupouv tn dtatrpnon
Seopwv e To oXoAelo, KaBwc £xouv SLaOPPWOEL OXECELG LECW TNG CUVEPYACLAC LE
ekmodeutég kat CME. Kot 600 peyaAUtepog €ival o XpOVOG TOPAPOVAG OTO
TIPOYPA A, TOOO HeyaAUTEPN €lval N cUVEECT TOUG e To oXoAelo. Autr n ouvdeon -
mépa aro PuXoAoylKoUE UNXOVLIOUOUG- e6paleTal Kal oTnv IenoiBnaon otL to oxoAeio
OUTO AMOTEAEL TOV EVOLAPETO KPIKO N TO EPOAATAPLO yLa TNV EVPECH €pyaciag HEOW
TNG MPOKTLIKAG AOKNONG.

Oocov adopd tov Pabud adoociwong oto oxoAeio, OLAKPIVOUUE TPELS TUTIOUC
0.OKOUEVWV:
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-TOuG QOKOUWPEVOUG TIOU €XOUV €eyKATOAE(PEL TO MPOYpOUUA KATA TNV Ttepiodo
€vtaéng Toug Kal n powpn £€0606¢ Toug amo To POYPAUHA Elval Xwpig AVOELS. Ixedov
€VOG OTOUG TECOEPLC Ao autoug &g Statnpel emadég e To oxoAeio (22,6%).

-Toug 0lOKOUHEVOUG TTOU €xouv Suvaplkn €€080, amo Toug omoioug povo 1o 12,2% be
Slatnpel emadn pe to E2C.

-Toug aokoUpEVOUC Tou eixav Betikn £€060, amd Toug omoioug povo 1o 8,9% b¢
SE€xeTal va mapAoyeL TANPOPOPLEG yLa TNV KATACTOOH TOU UETA TNV QIOXwpPnNon Tou.

Ta mopamdvw amotumwvovtal oto ypddnua 7: o Babuog adopoiwong aAAdlel
avaAoya e Tov TUTIo £€060U Kot auEAVETAL 000 AUEAVETAL N SLAPKELA TNG TTOPAUOVAG
oTo mpoypauua (Perez et al., 2024).

pa@nua 7. Baduoc apooiwong avaloya Ue TN SIOPKELA TOU TTIPOYPAUUNTOC
MAnSuoudg: ekmardevouevol twv E2C. Ouadec ano to 2016 €wc to 2018 rtou €xouv
oAdokAnpwoel to mpoypauuda touc (e€atpeitat o mAnBuouog 2019-2020)

Mnyn: «Le dispositif des écoles de la deuxieme chance: évaluation et analyses
d’actions pédagogiques novatrices en faveur des jeunes sans qualification» (Perez et
al., 2024, p. 38)

8. levikd XapaktnploTtikd twv MoAAkwv ZAE mou cupfaAlouv otn Oetiki
‘E€060 6owv Exouv Avaykn pia Asutepn Eukatpia

Ta yoMika IAE (E2C) evappovilovtal pe TG £€ayyeAle¢ TwV EUMVEUCTWVY TOU
TIPOYPAUUATOG TWV ZXoAelwv AgUtepng Eukalpiag (autd cupBaivel pe nAKLako 6plo
VEWV Ta 25 €1n), ylati Stakpivovtal yia ta €RG XOPAKTNPLOTIKA:
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e Tmpoodépouv O1a Blou pabnon kat deltepn eukalpla Pe pLat EVAAAAKTLKA
Hopdn ekmaildevong og VEoug Ttou xpeLalovtal pla deUTepn sukalpla, emeldn
eykatéAewpav mpoéwpa To ekmaldeuTiko cuotnpa (Meo & Tarabini, 2020).

e [lapéxouv MPOCPACH YLO KOWWVIKA EUAAWTEC OUASEC KOl VEOUC XWPLG
TPOOOVTA KOl XWPLG QmOAUTNAPLO N TILOTOTOLNOELS, KUPLwG Avepyoug N
EUAAWTOUC KOLVWVIKA.

e Avamtuoocouv Baoclkeg kat Pnodlakég Oeflotnteg (YAwooa, Habnuatika,
UTTOAOYLOTEG) Hall e KATAPTLON, TTOU OTOXEVEL OTNV amacxoAnon, divovrag
€udaon koL otn podnteia/mpaKTikh, KAAUTTOVIAE TNV AVAYKN TWV VEWV yld
gUpL paopa de€lotHTwy.

e AwBétouv svelifia otnv ekmnaidbevon & MPOCAPUOCUEVA OTI OVAYKEG TWV
VEWV povomatia padnong. Kabe exkmaideuodpevog €xel €EOTOULKEUUEVO
TPOYPA UM, UE EVEALKTN Soun (OXL TUTIOTIOLNEVO).

e Juvbéouv TNV ekmaidevon/katdption HE TNV ayopd epyaciag (pabnteia,
stages, emayyeALATIKN €vTagn) Kal EVOWUATWYOUV TIPAKTLKA Aoknon, enadn
HE epy0SOTEC £(TE HEOW TNG TTPAKTLKAG ELTE ETA TO MEPOLG TOUC TTPOYPALLUATOC.

e XpPNOLUOMOLOUV KOLVOTOWEG Kal Un mapadoolakeg pebodoug SidaokaAiag kat
KOULVOTOUEG EKTIALOEVUTIKEG TIPOOEYYLOELG.

Emiong, n Aewtoupyia toug Paociletal oe BewpnTikéG Tpooeyyioelg kopudaiwv
BewpnTkWV TG ekmaidevong evnAikwv. Me Bdaon éoa mapatrpnoa in situ oe padnua
oto IAE MaooaAiag kal 6ca culAtnoa e eKMALOEUTEG O OAn tn SLAPKELD TWV
emokePewv pou (ta omola emiBePfatwvovtal anod tn BBAloypadia):

e 0 opBoloylkdg SLahoyog Sev eival amAd Lol EVEPYNTLKI EKTTALSEUTIKI TEXVIKNA
yla tov ekmatdeutr twv E2C, oA Bewpeitat Baoikr mapadoyn Tou £pyou Tou.
Ma autd Kol ouveldntn mpobeon Tou ival va Stapopdwoel TG KATAANAEG
npoiUmoBéoelg ya tn die€aywyn tou, aUTEC ou 0 Mezirow XOpPOKTHPLOE
«bavikec ouvOnkeg dtahoyou» (Mezirow, 2007): Umapén ocuvaloONUOTIKAG
TOUTLONG, OVOLKTO TIVEU A, EMLOEELOTNTA OTN SLoxElpLon OXECEWV (KOLVWVLKWV
Kol Slompoowrnikwy), evouvaiodnon, avalntnon onueiwv ouvudwviog.
Tautoxpova, o pOAOG TOU €lval UTIOOTNPLKTIKOG, KaBw¢ dev mpoomabouv va
enBAMoUY TIC amoPelg Touc. O KPLTKOC OTOXAOoHOC3 Atav emion epdavic
ot Paokég Oeflotnteg. e kAmowo pABNUa Tou  TapakoAouBnoa
(MaBnpatikd), KAnBnkav va okedptoUlv Kal va Kpivouv mwg Ba kKAeioouv To TiLo
OUUPEPOV OLKOVOULKA ELOLTAPLO VLA HLOL TIOAN TOU €€WTEPLKOU (TLUNG EVEKEV,
Atav n ABrAva). AkoAoubwg, mepléypadav Ta Brpata mou akoAoudnaoay, yla
va avtene€ENBouv o éva TafldL xapunAou unatlet, urtoloyilovtag Le akpipela
KABe KOOTOC HEOW XPNONG LVTEPVET (OUVOEDN LE AEPOTIOPLKEC ETALPELEC KAl IE
gevodoyeia). Opwg, dev Ntav Wlaitepa pdavig ota Hadrniuato KatapTLon .

e YIAPXELEVEPYNTLKN CUUHETOXH 0TNV eKmtaldeuTikn Stadikaaoia, n omoia odnyet
pHecompoBeopa otnv xelpadEtnon Kal TV autovouio (autonomy) twv
ekmodevopévwy, Baowkad Intolpeva ota yaAkika E2C. H xelpadétnon twv

3 O xp1tikdC 6TOY0GHOS Kat 0 0pOAOYIKAG S1GAOYOG OmOTELODY TIC «GUVEPYOULOUEVEG GUVIGTMGED TG
Mertaoynparitovcag Madnong tov Mezirow.
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eKTTOLOEVOUEVWY  aIMOTEAOUOE  Kuplopxo TATNUO  Tpwwv  Kopudaiwv
BewpnTtikwv tng ekmaibeuong evnAikwv tou Mezirow, tou Freire kat tou Jarvis
(Kokkog, 2005).

e Emiong, ota yoAikd E2C eival eUSLAKPLTEC OL «TPELC SLACTACELS TNS HABnonc»?
tou llleris: To meplexduevo, n «urmokivnon» kat to neptBarlov (llleris 2016). To
TLEPLEXOUEVO adOpA TO OVTIKELUEVO TNG HABNnong, OAeg, SnAadn, TIG YWWOELG,
TG He€LOTNTEC KAl TIG OoTAOELG/agle TTOU QAMOKTWVTAL HECW TNG MOBONOLAKNAC
Siepyaoiag. H «umokivnon» adopd to evdladépov, To KivnTpo KoL TNV
EUMAOKI TWV KL EVOUEVWV (KUPLWE CUVALCONUATLKA, N OTtola CUVETTAYETAL
kot tn Oéopeuon tou). To mepBaAlov avadEpPeTal OTOV EKMALSEUTIKO
OPYOVLOUO KOl TO EUPUTEPO KOLVWVLKO TTAQLOLO, LE TO Omoio umtapyeL Stadpacn
HEow TNG efwotpédelag¢ tou E2CKalL NG ouvepyaoiog HE TOV TOTLKO
ETIXELPNUATIKO KAGSO.

Me Baon ta mopamndvw, ta E2C og moAU peydAo Pabud avrtamokpivovtol oOTLg
BEWPNTIKEG TPOOEYYIOEL TwWV TPWIEPYATWV TNG eKkmaidevong evnAikwv Kol
TPAYLATWVOUV TO Opapa Kot Ta Wewdn mou Satuntwbnkav otn Acukn BifAo yla
eknaidevon kal kataption otnv Evpwnn. Kol 6co umnootnpilovtal cwotd (eivat
OXETIKA HEYAAN N €€APTNOT TOUG Ao LOLWTIKOUG GOPELG), KAVOUV TIPAYUATIKOTNTA TO
«OVELPO» TNG KOWVWVLOC TNG LABNoNng kot TnNG SeUTEPNC EVKALPLAG YL TOUG VEOUC.

9. Avadopa otnv EAAnvikn Npaypatikotnta

J€ YEVIKEG YPOUMEG, Ta ZxoAeia AsUtepnc Eukalplag otnv EAMada €xouv mpoocapUooeL
To Mpoypappa Imoudwv Toug OTIC apXEC ekmaibeuong evnAikwv. Auto eival epdaveg
QmO TO TEPLEXOUEVO TOU OUYKEVIPWTLKOU TOHOoU «[poypoppa Imoudwv ylo ta
IxoAeia AsUtepng Eukaipiag». Téoo otnv mpwtn 600 kal otnv Seltepn €kdoon
TiBevtal oL otépeeg BACELC TOU OLKOSOUNMOTOC TWV OXOAELWV QUTWV HECO ATIO TN
Bewpnon twv kopudaiwv BewpnTikwy TAVW TNV ekmtaibeuon evnAikwv kot T Ald
Blou Mabnon. OL avadopEg Tou mponyoupevou kepalaiou tou mapovrog apbpou
(ked. 8) OXETIKA e TNV EVOPUOVLION TWV YaAALKWVY ZAE pe TIg Bewpieg TnG ekmaidbeuong
evnAlkwv oxUouv oe peyaho BabBud kat ota IAE tng xwpog. H CUPUETOXN OTLC
Siepyaoieg tng MEAIZAE® Sivel tnv sukalpia -€81k& otouc SleuBuvtég Twv IAE- va
Stamiotwooupe 8ilolg Oppact Tov Babpd evapuovions Twv oXOAELWV LG LE TIC OPXES
Kol TIg Bewpleg ekmaidevong evnAikwvy.

Eldwkotepa, o€ ouykplon We tn FoAALa, ta eAANVIKA ZAE KvoUvTaL 0€ €Val OXETIKA
Sladopetikd potifo eloaywyng oto mpoypaupa: n aitnon evog umoyrdlou
akoAouBeital amd pia ouvévteuén kal adoU TPOCKOULOTOUV T QTALTOUMEVA
Sikatoloyntika (mAéov Inteitat povo to ATOAUTHPLO ANUOTLKOU KAl TO TAUTOTOLNTLKO
gyypado, pall pe tnv adela Stapovig yia toug alhodarmnoug), o unoPrdlog Bewpeital
ekmodeuopevog tou ZAE (ota eAAnvika XAE Sev uTtApxEeL NALKLAKOC TIEPLOPLOOG TIPOC
TO MAVW, EVW TO KOTWTATO O0pLo €ival ta 18 £tn -17 kal 9unveg tov ZentéUBpLo tng

4 BA. mep1666TEPO. «TPELC S1A0GTATEL TNG HAONONG 0T0 E100yYIKO onueiopo Tov AL, Kokkov 610
BBAio tov Knud Illeris “O tpodmog mov poabaivovpe: Ot moAlamhéc dtaotdoels g pabnong oty
TUTIKT KoL ATUT EKmaidgvo”.

3 Tloverivia Evoon Atevfuvidv Zyokeiov Agvtepng Evkonpiag.
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Xpovidg eyypadng). Asv eival, Aoutov, amapaitntn n t600 AUOTNPN TOKTIKA OTNV
€TAOYN, ELOLKA OTOV EVIOTILOMO KIVATPWYV, KABWCE TO KIVNTPO TWV EKMOLOEVOUEVWYV 0T
eAMnViKa ZAE gival oAU peyaAUTEPO: amoAutplog Ttithog LodTuog Tou Mupvaciou
(Nopog 2525/1997). e avtiBeon pe ta yolka IAE, mou mapéxouv pia Bepaiwon
(oUTE KAV MLOTOMOLNTIKO) KOl AELTOUPYOUV GUVHBWE WG TO EGAATAPLO YLA TO EMOUEVO
Bua: mapakolouBnon o e€elSIKEVUEVNG KATAPTIONG O GAAOV OpPYyavIOUO 1 -
davika- evpeon epyaciag.

Ooov adopd tnv €€0d0 amod to mMPoypaUpa, LoxUoUV Kot otnv EAAASa oL meploplopotl
Kol oL SuokoAiec tNg evAAlkng Iwng Ttwv ekmaldevopevwy. Apketol dev Ta
KatadEPVouv, KUPLWG yla AOYoUG TIPOCWITLKOUG, OLKOYEVELAKOUG KOl €PYOACLOKOUG.
AMA akOpa Kol HETA TNV emtuxn €060 amd 1o €AANVIKO TPOypappa Sev
akoAouBeital kAamoLla TakTk monitoring, avadopLkd pe TNV VPECN Epyaciog amo
oooug €Aafav amolutniplo Titho. H omola enadn evamokeltal otn 6€Anon tou
eKaLdEVOUEVOU VO TIEPACEL Ao To OXOAELO, yla va SeL 0€ KOWWVLKO eMinedo Toug
TLAALOUG EKTTALOEVUTEC TOU.

Aladopég evromilovtal Kal oToug emayyeApatieg Twv ZAE (emupopdwon, emapkela,
pOAog). O ZupBoulog Ztadlodpopiag Twv eAAnvikwy ZAE gival B€on oxeTika avaioyn
tou CME (umtevBuvou epyaciakwy oxEoewv) Twv E2C, aAAd €xeL e TILO XaAapO pOAo:
BonBa tov kABe ekmaldeuOuevo ot CUPTMANPWON Ploypadlkol, EVNUEPWVEL -aV
yvwpilel- yla kamoleg Oéoelg epyaociog, aAd ocuvnBwg Sev Kavovilel eMIOKEPELS UE
EKTIALOEVUOEVOUG, TIPOKELUEVOU VO SOUV MO KOVTA ETXELPAOELS KOL TOV TPOTO
Aewtoupylag Toug. Asv €xelL opyoavwuévo Tiepldepelakd Siktuo Slacuvdeong kot
OUVEPYOOLOG E TOV TOTILKO ETLXELPNHUATLKO KAGSO, N SoUAELA TOU oTO OXOAEio eival
QTITOYEUHATLVN (KOTA Kavova, N KUpLa SOUAELA TOU Elval TPpwWLVH KoL EVIEAWC EEVN TTPOC
TO OVTIKE{PHEVO €vOg ZupBoulou Ztadlobdpouiag) kat yla pila e TPELS UEPEG TN
BSopada (avaioya pe TOV OPLOUO TWV TUNUATWY TOU OXOAELO, OTTOTE OE EVAl K ULKPO»
IAE €pyxetal pévo pia dopa tnv efdouada). Etol, To oxoAeio otepeital tn otevotepn
enadr HUE TOV EMXELPNHUATIKO KOOUO Kal T ocUVOEON HUE TOUC TOMLKOUG £PYOSOTEG,
YEYOVOC TTOU HELWVEL TIG EVKALPLEG OTNV ayopd epyaaciag.

Ooov adopd Toug ekmaldeuTteg, moAoi tornobeTolvTal w¢ wpouicbilot, xwplig va €xouv
TNV MOPARLKPN EMHOpdwaon otig Apxeg Ekmaideuong EvnAikwy kat tTnv AvdpaywyLkn
oUTe €xouv miotomnoinon amod tov EOMMEMN. Etol, kat pe dedopévn tnv mMpooiyylon
HOVO TPOG TIG BaOIKEG Kal Pndlakeg Se€LOTNTEG (KoL OXL TNV KATAPTLON), OE OPKETEC
TLEPLITWOELG TO HABNUA KATAVTA SAOKAAOKEVTPLKO KOl N EVEPYNTLKO. Katavtd pa
ekmodeutikn dtadikaaoia, OMwe auTh ou toug SuokoAe e Kal Toug anéppup e kamola
Xpovia TpLv. AUTEG oL eTAoyEG eival Twv Buvovtwy oto Yroupyeio Matdelag kal pe
Baon autég kabopiletal KAl n MPooEyylon mou €xouv ta eAAnvika IAE (BeAtiwon
Baowkwv kat Pnolakwv Se€lotitwy Kat XL Tpoodopd KATAPTLONG).

Ye £va yeVvIKOTEPO MAALlCLlO, n mMpooéyylon Twv eAnvikwv IAE evappoviletal os
HeyAAo BaBuo e Ta eupwnaikd poTuTa Kot tn Asukn BiBAo, aAAd 6xL og GAoUG TOUG
afoveg N TG apxEG tng Agukng BifAou. Napéxouv Ald Biou Madbnon yia 6Aoug
(6€UTEpPN gUKaLpila 0TOUG AVwW TwV 18) KAl TPOCBACH O ATOUO EUAAWTWY KOWVWVIKWY
opadwv. Emiong, avamtuooouv TIC PBaokég, TIC PNDLAKEG KOl TIC KOLVWVIKEC
6e€10TNTEG TWV eKMaALdeVOUEVWY, evw SlaBétouv euelilia otn pabnon (amouocia
efetdoewy, atoulky oupPouleutikr), project-based OibaokaAia). EmumpooBeta,
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epapudlovtal  kawotopeg  péEBodolr  SidaockoAiag  (Bwwpatiky  padnon,
opadoouvepyatikr, €€ATOULKEUPEVN KaTA To Sduvatov umootnplén, KTA). Ou Véeg
texvoloyie¢ kat ot TME aflomolovvtal, OPWG OL UTOAOYLOTEG (ELSIKA  TwV
ouoteyalopevwy oxoAeiwv) gival apketd maAwol. Emiong, onwg npoavadepOnke, n
ouv8ean We TNV ayopd epyaciag eival xalopr) Kal mepLloplopévn. Ooo yLa TNV moLoTIKN
eknaidevon, ta teAeutaia xpovia Sev urtdpxouv eANELPELG O TTPOOWTTILKO, TTOPOUC KalL
EYKATOOTAOELG (av KOl TO MPoowTkd ocuvnBwg dev eival e€elbikeuévo). EmumAéoy,
ooov adopd TNV evioxuon TNG KLNTIKOTNTAG KAl TNG ouvepyaciog, TOAAA ZAE
OUMUETEXOUV OE Tpoypappato Erasmus+, OUWE oL CURUETOXEC adopolV KUplwg To
EKTIALOEVUTIKO TIPOOWTILKO Kol TOAU oOmavia Toug ekmaldeuopevoug, Kabwg ot
televtaiol cuvnBwg Sev pmopouv 1 6 BEAOUV AOYyW UTIOXPEWOEWV (Kupilwg OooL
£€XOUV OLKOYEVELQ /Kot SOUAELA) Kat tpokataAPewv (m.X. ot Poud) va AdBouv PEpPOG
ota tagidla mpog To eEWTEPLKO. AKOUO KAl OTAV CUUUETEXOUV glval Alyol og aplOuo.

10. Iupnepdopata

To référentiel tTwv yaAikwv IAE €xel opyavwoel TG Se€LOTNTEC O KATNYOPLEC,
neptAapBavovtag tooo TI¢ Baoctkeg katl Tig Pndlakeg 600 Kal Tig soft skills, Tig Texvikég
KOl TI( METAYVWOTIKEG. Tautoxpova, mpoodépovtal ¢opnta portfolios, mou
oupBaAlouv otnv avayvwplon twv deflotitwy, otav o véog Ba otpadel otnv ayopd
epyaoiag (katL mou dev umapyet otnv EANGda). Autd katadelkviel otpodn twv E2C
KUplw¢ TpPoGg TNV TPoodopd  KOTAPTIONG KoL OEUTEPEVOVIWG TIPOC  TIC
Baoweg/Pndlakeée  Sefotntec (n otpodry aut emPefalwveTal omod TOUC
urnteuBuvouc Tou «Alktiou Twv E2C»).

Ooov adopd ta eAANVIKA ZAE, autd cuUBAAOUV ONUAVTLKA oTnV erituxh €€060 amo
TO TtPOYPap . YIIAPXOoUV, OLwG, TIOAAG eplBwpla BeAtiwong. Ze éva mpwTto eninedo,
gilval emBePAnpUévn N €K TWV TTPOTEPWV EMIUOPpPWON 60wV dnAwvouv yla tn Béon
wpopicBbov Kkal povipou amoomnacpévou ekmaldeutr ota ZAE. Emipopdwon otig
Apxéc Ekmaidevong EvnAikwv kat tnv Avépaywylkn péow EOMMEN. H emudpdwon
auTr Ba TpEmeL va ival mpoamattol LEVO Kal OXL LopLodoToUevo tpocov. Emtiong, n
petadopd otolyeiwv Tou yoAAlkoU povtédou Ba emidpépel uPnAo 6delog. Baotkég
BeATIWTIKEG TtapapETpoug Ba amoteAécouv n dnuoupyia mepldpepeloKwWY SIKTUWV
OUVEPYOOLOG UE ETILXELPNOELG TNE TOTILKAG KOWWVLAG KAl f evOUVAUWGON Tou pOAOU TOU
JupBouAou Itadlodpopiag. Etol, o poAog tou &g Ba efavtAeital otn ouvtaén
Bloypadikwyv kat tnv mapakoAouBnon ayyeAlwv ylo SOUAELEG Kal eKSNAWOELG, OAAA
HEOW TNG SIKTUWONG TOU LE TOTIKEG E€MLXELPNOEL; Ba pmopouos va PEPEL TOUG
EKTIOLOEVOEVOUG TILO KOVTA 0TNV ayopadg epyaciac. EmumpooBbeta, Ba pnopovoe va
avaAdaBel kat tn Stadikacia Tou monitoring, Tnv mapakoAouOnon, SnAadn, Tou Kabe
EKTIOLOEVOEVOU YLA €V £TOG LETA TO TIEPAC TNG POITNONG TOU, OXETLKA UE TNV EVPEDN
epyaoiog. Auti n dtadikaoia pmopet va mpoBAénetal ota kabrjkovta Tou JupBouAou
Itadlodpopiag, aAAd Sev tnpeital ) tnpeital moAU xalapd Aoyw EAAeL NG EAEYKTIKOU
HUNXOVLIOMOU Kal cuxvAG aAAayr¢ Tpoownwy otn 6éon autn.

Y€ éva Babutepo eninedo aAAaywv, n mpocEyylon Twv IAE Ba pnopoloe va mepAafel
Kol Tnv Katdption. Etol, Ba Atav evapuoviopévn Je Ta eupwrnaika AE, Twv omoilwv n
Baolkn MPoogyyLon Toug eival n mpoodopd KATAPTLONG. AUTO o€ £val MPWTO OTASL0
lowg Ba Atav avédikto yla ta eAANVIKA ZAE AOyw UALKOTEXVIKWV UTIOSOUWY Kal
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udnAol kbéoTOUG TWV eMayyeAHATIWY TIou Ba Tapeixav Tnv Katdption. Oa Atav
ePIKTO, OUWG, va ouvepyaoTel To kKaBe IAE pe ta Snuooia TAEK (mpwnv 1.E.K.) tTng
TLOANG TOU KOl VO KOBLEPWOEL K NUEPEG TIPOKTLKAG (TL.X. KABe MEUmTN 1 omola AAAn
uépa TNC eBSopadag). H akdpa kat va uttdpxel KABe punva «eBSopdada Kataptiong,
Sladopetikn yla kabBe KukAo, SnAadn alAn eBdopada yla tov A’ KukAo (A’ Tagn) kat
AAAN yla tov B’ KUkAo (B’ Tagn), katt mou Ba cuvenayotav moAU UKpn HElwon Twy
WPWV OTOUG TPLWPOUC PAUUATIOHOUG. TNV MeplmTwon Tou amodac{otav n
npoodopd katdptiong, Ba pmopouce va UTIAPXEL Kal nAektpoviko portfolio (e-
portfolio), oto omoio Ba evumrpyxav ot Se€LOTNTEG KOl TA TTPOCOVTA TIOU QTTEKTNOE O
EKTIALOEUOUEVOG LETA TNV KATAPTLON TIOU TTAPAKOAoUONCE.

BéBawa, og éva yevikOTEPO TAQLGLO, N oTpodr TwV eAANVIKWY IAE mpog tnv mopoxn
Kataptong sivatl Bépa Buvoviwy tou YMAIOA Kol TOALTIKAG YevikA emiloyng. H
xopnynon AmoAutnpiou 1oOTIHOU pPE autd Ttou lupvoaoiou  Asttoupyel
QVTLOTOOULOTIKA, HE TNV Evvola OTL EPodLATEL TOUG EKTTALOEUOUEVOUG TWV EAANVIKWV
IAE pe éva mpooov anapaitnto mAEov otnv eAAnVIKn ayopad epyaciac. Ta yaAAwa ZAE
(E2C) 6ev mpoodépouv TETOLOV AMOAUTHPLO TITAO OUTE KAV MLOTOMOLNGN TIPOCOVIWY,
mapa povo pa BeBaiwon. To E2C sival anAd to epaATiplo yLa v EMOUEVO eninedo
empopdwong 1 -Ldavika- yla eVPeon gpyaciag. 2 6,TL adopd MAVIWE TNV Xoprnynon
aroAutnpiou titdou, ta eAAnvikd ZAE umtepéxouv. Kat éva SeUtepo onpeio UTIEPOXNG
uropei va BewpnOel to OTL Sev UTMAPXEL AVWTEPO NALKLAKO Oplo. AUTO MPOOoPEpEL
TIPAYHATIKY SEVUTEPN EUKALPia 0TOUG Avw TwV 25 otnv EAAASa, n onola &€ Sivetal amod
ta E2C otn MaAAila. Ekel To avwtepo nAKLako Oplo eival ta 25 €tn -oe €€alpeTIKA
OTAVIEG TEPUTTWOELG Ta 30 yla Toug OLKALOUXOUG TOU ETULOOUATOC KOWWVLKAG
aAAnAeyyunc (RSA). Tpito onpeio umepoxng Twv eAnVikwy IAE eival n anpookomntn
xpnpoatodotnon: 75% ano eupwrnaikd kovouALa (ta omoia ptdvouv ota ZAE HECw TOU
YNAIOA) kat 25% amd to eAAnviko tapeio. Ta yoAAikd E2C s€aptwvtol 0 apKeETA
pHeyaAo Babuo kal amod Wuwtkad kebdAata, evw n dnuoéota xpnuatoddtnon eival
KOTOKEPUOTIOHEVN (o€ SO, VOUO, TTEPLDEPELD, KPATOG) UE O,TL AUTO CUVETAYETOL
ypadELOKPATIKA.

OL mopamavw PETAPPUOULOTIKEG TTPOTACELG Ba umopoloav va SOKLUAOTOUV o€ €va
TIEVTAETEG TUAOTIKO Tipoypappa (6nAadn, yia SU0 OuveXOUEVEG «(DOUPVLEGH
ekmaldbevopuevwy, -pe dedopévo oOtL n doitnon ota ZAE oAokAnpwvetal PETA amo 2
£€TN- ouv €va £€T0C monitoring Kol avAAUoNG TWV QIMOTEAECUATWY, 000V adopad TNV
geupeon epyaciag. Ze autd To Xpoviko TAaiclo Ba ywotav n afloAdynon tou
TIPOYPAUUATOG KOL TWV TECOAPWY ETWV HE WIKTEC peBOdoug, dnAadr pétpnon Kal
avAaAuon MoooTIKWV SelKTwV (SELKTEC CUMUHUETOXNG, OAOKANPWONG KOL ETTAYYEAUATIKNAG
€vtaénc) katl molotikwv (HEow ouvevtelEewv Kot focus groups). EmumAéov, oe éva
mAavo Sekaetiag Ba pnopovoav va HeEAETNOOUV T LOKPOTIPOBECUO AMOTEAEC AT
TWV TOPEUPACEWV-UETAPPUOUIcEWY PECW TNC TIOLOTIKAG avaluong twv tracer
studies.

Me Baon ta mapandavw, 6a YUmopouaoe va MEL KAVELG OTL TO EAANVLKO HoVTEAO Twv ZAE
-apad TNV avaudlofAtnTn UTEPOXI TOU OTA OnUELa TToU poavadEpBnkav- Unopel
va wdpeAnbel anod to avtiotowyo yaAAko. EWSIka, n toxupotepn Staocuvdeon twv IAE
L€ TOV TOTILKO ETUXELPNMOTLKO KOOHO, Ba anodépel uPnAd avaloylkd 0deANOG Kal O
ouvduaouo HE TNV Tapoxn omoAutnplou WOOTIHOU PE autd tou lupvaciou, Ba
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petatpePel Ta EAANVIKA ZAE o€ TapOXoUG TPAYUATIKWY SEUTEPWVY EVKALPLWY Kol Ba
SLKALWOEL TOUC EUTIVEUCTEC TOUC.
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NepiAnyn

H exmaibeuon evnAikwv kot €18ikotepa n ekmaidevon SeUtepng gukalpiag amoteAouv
kplowoug muAwveg NG S1d Plou pABnong, oL omoiol cuvdéovial HE TNV KOWWVIKN
evbuvapwon, TNV apon ekMOLSEUTIKWY AVIOOTHTWY Kal TN BeAtiwon Twv emMoyyeAUOTIKWY
npoontikwy. Mapd t Slapkw¢ auvEavopevn Slebvr gpsuvntikn Spaoctnplotnta ota nedia
autd, 6ev UTAPXEL oUOTNUATIKA Xaptoypddnon tng BiBAloypadikng mapaywyng Tng
televtaiog Sekaetiag. komog tng mapovoag HeAETNG elval n Slepelivnon Twv Kuplapywv
BEPATIKWY TAOEWV, TWV SOUIKWY XOPOKTNPLOTIKWY Kol TNG SUVAULKAC TOU €PELVNTIKOU
nedlov tng ekmaidevong evnAikwy, Tng eknaideuong SeUtepnC eukalpiag Kal tng Sia Biou
Hnabnong ya tnv mepiodo 2015-2025 péow BBALOUETPLKAG avaAuong. To UALKO TnG HEAETNG
amnoteAeital and 223 apbpoa ou avaktBnkay ano tn BAcn Scopus e CUYKEKPLUEVO KpLTHPLO
avalAtnonc. H avdluon mpaypatomnol)onke Héow BLBALOUETPLKWY TEXVIKWY AmoOdoong Kot
xaptoypadnong tng EMOTAUNG, aflomowwviag to Aoylopko VOSviewer. Edapuootnkav
avaAUoeL ouvepdaviong ouyypad£wyv Kal Ae€swv-kAsSLwy, BLBAloypadikng ouleuéng Kal
ouV-avVaPOPwWV, UE OTOXO TNV AVASELEN TNC BEUATLKAC SOUNC KOL TWV EPEVVNTIKWY CUCTASWV.
Ta anoteAéopata Selyvouv onUavtikn avénon Tng EPEUVNTLKAC ApAYwWYNS TNV Teheutaia
SekaeTtia kat evromilouv dU0 Kupilapyoug Bepatikolg agoveg: (a) Tn pabnolakn eumelpia Kat
NV PUXOKOLVWVIKI QVATTTUEN TwV EVNALKWY EKTIALSEUOUEVWV Kal (B) TIC KOWVWVLKEG, OECUILKEC
KOLL TIOALTIKEG SLaOTAOELS TNG ekTtaideuong, Le Eudaon otn S£€LOTNTA, TNV OMACXOANCLUOTNTA
KOLL TNV KOWWVLKA évtaén. EmumAéov, n avaluon avadelkvUeL TIG XWPES, TOUG OPYAVIGUOUG KoL
Toug ouyypadelc pe tn HeyoAUTEPN EmLOTNUOVIKN emppon. H peAétn ocupBaAAel otnv
katavonon tng e€EAEnc kat tng Soung tou nediou, mpoodEpovtag Eva XprioLuo Aaiclo yla
HUEANOVTIKEG EPEVVNTIKEG KOIL TIOALTIKEG TTOLPEUPACELC.

NEEeLG-KAEWOLA: Ekmaildevon evnAikwv pe YOUNnAd TuTikd mpooovta, Ald Biou Mabnon,
BiBAopeTpiky AvdAuon, Kowwvikn Evtagn

Abstract

Adult education, and particularly second chance education, constitute critical pillars of lifelong
learning, closely linked to social empowerment, the reduction of educational inequalities, and
the improvement of employment prospects. Despite the steadily increasing international
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research activity in these fields, there is a lack of systematic mapping of the bibliographic
output of the last decade. The aim of the present study is to explore the dominant thematic
trends, structural characteristics, and dynamics of the research field of adult education,
second chance education, and lifelong learning for the period 2015-2025 through bibliometric
analysis. The study material consists of 223 articles retrieved from the Scopus database using
specific search criteria. The analysis was conducted using bibliometric performance and
science mapping techniques, employing the VOSviewer software. Analyses of co-authorship
and keyword co-occurrence, bibliographic coupling, and co-citation were applied in order to
identify the thematic structure and research clusters of the field. The results indicate a
significant increase in research output over the last decade and identify two dominant
thematic axes: (a) the learning experience and psychosocial development of adult learners,
and (b) the social, institutional, and policy dimensions of education, with an emphasis on skills,
employability, and social inclusion. In addition, the analysis highlights the countries,
organizations, and authors with the greatest scientific impact. The study contributes to
understanding the evolution and structure of the field, offering a useful framework for future
research and policy interventions.

Keywords: Adult education for low-qualified adults, Lifelong Learning, Bibliometric Analysis,
Social Inclusion

1. Elcaywyn

H exnaibeuon 8eltepng sukatpiag amnoteAel évav Baoiko muAwva tng Sud Blou pabnong otnv
Eupwrnaikni Evwon, kabwg dnpoupyndnke yla va aviLETWTioEL Tov avaidaBnTiopnd, t
oXoAlkr] Slappor Kol TOV KOWWVIKO amokAslopo svnAikwv (lliopoulou, 2019). Ta IxoAeia
AeUtepng Eukatplog otnv EAMGSa emiBeBatwvouv autov tov poAo, KabBwg oL ekmalbeuopevol
avayvwpilouv tn onpaocia tg 8ia Biou pabnong kat t cupBoAn tng otn BeAtiwon tng Lwng
TOUC, TTaPA T EUMOSLIA CUUUETOXNG TIou ouxvad avtiuetwmnilouvv (Digaletou & Moustakas,
2019). NapaAAnAa, n AnMOTEAEOUATIKOTNTA TwV YAE cUVSEETOL PE TTOULSAYWYLKEC TIPOKTLKEG
T(POCOPUOCHEVEG OTLC AVAYKEG TwV €VNALKWY, OL OTOlEC eVIoXUOUV TN CUMUETOXN KoL TN
HeTOoXNUaTLoTIKA nadnon (Kdkkog, 2011- Koutlas & Papakitsos, 2025).

H moAumAokotnTa Tou Tediou AMOTUTIWVETAL O £€PEUVEG TIOU £€€TALOUV TO BECULKO TAQLOLO,
TN Asttoupyia Kot TNV KOUAToUpa Twv IXoAeiwv Agltepng Eukalplog Kot Tov TPOmo HE ToV
omolo oL Beopikéc aAAayEC emnpedlouv TNV QMOTEAECUOTIKOTNTA Toug (Bepyibou k.4,
2018).Toviletal OTL MApAyovTeC OMWE TO AVAOAUTIKO TIPOYPOULA, N OPYAVWTLKH UTIOOTAPLEN
Kal ol SuvaToTNTEC KOWWVLIKAG evowpdtwong Stadpapatilouv kaboplotikd polo otnv
TIOLOTNTA TWV TPOYPAUUATWY SeUTEPNG euKaLlplag. EmmAgov, ot eknatdeutikol avayvwpilouv
N onuacia evOG TPOOCEYHEVOU EKMALSEUTIKOU OXESLOOMOU KOL €VOG UTIOOTNPLKTLKOU
pobnolakol TmepLPAANOVTOC, TO OMOLO ETMUTPEMEL OTOUC EVNAIKEC VO QTTOKTOOUV
automnenoifnon kat va emavadlapopdwoouV Tn oXEch Toug Ue TN Habnon (Bitsakos, 2021).

NapaAAnAa, n &teBvrc oulntnon eotlalel oto KAtd Oco ol Sopég Seltepnc sukalplag
ETUTUYXAVOUV TOV OPXLKO KOLWVWVIKO TOUG okomo. H peAétn twv Blank and Bar-Haim (2025)
avadelkvUEL OTL oL punxaviopol autol dev aglomolovvtal AVTA and Ta ATOUA TIoU £XOUV
HeYaAUTEPN avaykn. AvtiBeta, oplopéveg dopég mpoosAklouv dtopa mou Adn Stabétouv
KOLVWVLKA TIPOVOLLO, YEYOVOC TIou BETel {NTAMOTA OXETIKA HE TOV TPOTO £APHUOYAG Kal
OTOXEUONG TETOLWV TPOYPAUUATWY. H mpoPAnuatik autrh avadslkviel otL n 6eltepn
gukatpia dev amoteAel avtdpata eyyunon KOWWVIKAG Sikatoolvng: mpoiUmoBétel katdaAAnAo
oxeblaouo, Soukn umootnpLén kat cuvexn aflohoynon.

2€ L0 OVOPWTTOKEVTPLKEG TIPOOEYYLOELG, EPELVNTIKA £pya avadelkvOouV Tn SeUTepn eukatpia
W¢ XWPo petooxnuatiopol. Ta supnpata Seixvouv OTL oL EVAAIKEG EKTALSEVOUEVOL CUXVA
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ovtlpeTwrilouv Suokolieg ou oxeTi{ovtal Pe TNV KABNUEPLVOTNTA TOUC, TA KOWVWVIKA TOUG
Slktual KoL Ta TMPOOWTIKA TOUuG BlwUATA, WOTOCO HECA Ao TN CUUUETOXA TOUG oOTa
mpoypappata KatadEpvouv va avamtuéouv auTonenoifnaon, va evioyUoouv TI¢ LoONOLOKEG
TOUG TAUTOTNTEG Kal va avaSlapopdwoouv TIG ETOYYEAUOTIKEG N TIPOOWTIKEG TOUC
nipoonTikéG (Gonzalez, 2020; Karakitsiou et al., 2024). Ot umelpleg aUTEG KOTASELKVUOUVY OTL
n 6eutepn eukalpia Aettoupyel OXL LOVO WG UNXavIopog ekmaibsuong, aAAd Kal wg medilo
gevbuvapwong.

H oultnon yupw amo tnv evOUVALWGN CGUYKEKPLUEVWY KOWWVIKWY OPASWVY edmAouTileTatl
Kol oo PEAETEC OMWE auTh Twv Igwe et al. (2020) oL omolot €eTAlouV TIWE N CUUUETOXN OE
npoypappata SeUTEPNG gukalpiag UMmopel va evioxUoel Se€LOTNTEC KOl KOWWVLKA €vtaén
YUVOLKWV LE TIEPLOPLOUEVEG TIPONYOULEVEC EKTIOLOEUTIKEC euKaLpieg. MapdAnAa, n £psuva
Twv Keita and Lee (2022) empePoailwvel OTL Ol €VAALKEG TIOU CUMUETEXOUV Ot TETOLO
ipoypappata avadEpouv alobntég BEATWWOELS OTn Yvwaon, TV QUTOMENOLBNoN Kal TLg
SLAMPOCWTILKEG TOUG OXETELG, TIAPA TOL CNUAVTIKA EUMOSLA TTIOU CUXVA GUVAVTOUV.

TENOC, AANEC EPEUVNTIKEC TIPOOEYYIOELC aAVaSEIKVUOUV OTL N amoUGCiot OAOKANPWHUEVWY KO
OUVEKTIKWY EKTOLSEVUTIKWY TIOALTIKWY UMOPEL va TEPLOPIOEL CNUAVTIKA TNV Tpodofoon
eVNAIKWY O£ TPOYPAUUATO EMAVEKTIAOEUONG KOL VO EVTEIVEL EKTIULOEUTIKEC KL KOLVWVLKEG
avLootnTeC. AkOpn, n éAAewhn Sopwv TOU OVTOITOKPIVOVTAL OTIG AVAYKEC TwV EVNALKWY
ekmaldevopévwy Tovilel akoun TePLOoOTEPO ThV afia TWV CUCTNUOTIKWY EPEUVWYV TIOU
xaptoypadouv to nedio kal avadelkviouv ta nedia ota onola amatteitoal Beopikr evioxuon
(Lukac & Lukacova, 2024).

210 TMAaiolo autd, n mapoloa UEAETN EMIOLWKEL VO QUTOTUTIWOEL CUOTNUOTIKA TN Slebvn
EMLOTNHUOVLKN Tapaywyn yupw amo tnv ekmaidsuon evnAikwv, tnv eknaibsuon deltepng
gukatpiag kat tn dwd Blou padnon katd tnv tedevutaio dekoetia. Asdopévou OTL Sev £xel
evtoniotel mponyoUpevn PBLBAlOUETPIK avdluon mou va e€etdlel OAOKANpwpévo TO
ouykekpLpévo Tedio, n €psuva dAodoel va KaAUPeL autd TO KEVO, XAPTOYpOodWVTAC TLG
KUPLOPXEC BEUATIKEG TAOELG, TOUG BaolkoUg dEoveg epeuvnTikol evlladEpovtog Kal T doun
TOU EMLOTNHOVIKOU ToTmtiou. MapdAAnAa, OSLlepeuvA TIC OXEOELG KOl TIC EVVOLOAOYLKEG
Sloouvdéoelg petafl Twv BepeAlwdwy EVVOLWY TIOU GUYKPOTOUV TOV XWPO, GUUBAAAoVTOC
otn SLapdpdwWon EVOG CUVEKTIKOU TIAALGLOU KATAVONONG LKAWOU va UTooTNPiEeL LEAAOVTLKEG
EPEVVNTIKEG, OO QY WYLKEG KOLL TIOALTIKES TTAPEUPACELC.

2. YAKO kot M£€6odog¢

Ta éyypada mou xpnolponolnBnkav otnv mapoloo HEAETN avaktibnkoav amod tn Paocn
Sebopévwv Scopus otic 15 NospPpiou 2025, xpnotpomowwvtag thv €ng BOOLEAN ékdpaon:

Second Chance Schools AND Adult Education AND Lifelong Learning AND PUBYEAR > 2014
AND PUBYEAR < 2026 AND (LIMIT-TO ( DOCTYPE,"ar") AND (LIMIT-TO ( LANGUAGE,"English")
AND (LIMIT-TO (SUBJAREA,"SOCI") OR LIMIT-TO ( UBJAREA,"PSYC").

H avalntnon mpayupatonotibnke otov Titho Twv apbpwv, otic mepANPEeLg Kal oTL AE€elg-
KAELOLA. H apyLkn avalntnon evtorios 278 éyypada Kal, LETA TNV e€£TA0N TWV TITAWV KoL TWV
neplAnPewv, amokAsiotnkav 55 éyypada enedn dev Arav cuvadn e to BEPa, onote otnv
teAlkd Bdaon 6edopévwv mapépsvav 223 dpBpa. AmokAsiotnkav emiong apbpa Onwg
€TIOTOAEG, TepANPelg ouvebplwv, kedpdlota PBLRAlWY, ONUELWOEL] KoL TPWTOKOAA.
ErumAéov, amokAelotnkav apBpo Tou dev ATOV ypappéva ota ayyAlkd | Tmou Sev
oupneplAaupavav avOpwrlvoug GCUUUETEXOVTEC OTNV €psuva. Alatnpnbnkav OAa To
uTtohouta apBpa, EPpOCOV TO AVTLKEILEVO TOUG OXETI{OTAV AUECA N EUUECA LE TNV EKTIASEUGN
evnAikwv, TNV eknaidevon eutepng eukatpiag kat tnv dwa Biov pabnon.
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MNa tnv mpaypatonoinon tng PBLBAOUETPIKAC avAAuonG XPNOLUOTIOIRONKAY TEXVLKEC
avaiuong anodoong kal xaptoypdadnong tng emotnung. H avaiuon andédoong neplhappave
TOV UTIOAOYLOMO TOU €TNOLOU aplBpol SNUOCLEUCEWY KOl TOV EVIOTIOUO TWV TILO CUXVA
avadepopevwy ouyypadéwv kot Tinywv. Ol TEXVIKEC Xaptoypddnong Ttng EMOTAMNG
nep\appavav thv avalucon cuveudaviong cuyypadEwy, n onoia Slepelivnoe CUVEPYAOIES
HUECW OUVUTIOYEYPOUUEVWY SNUOOLEVCEWY HE povada avaluong TG xwpes. H BLBAloypadikn
ouleuén pétpnoe tov Pabuo otov omoio MoANATAEG NYEG Mapanéunouv ota idla gyypada,
HE Hovada avaAluong TLg TNy£EC, AVTAVOKAWVTOC KOWVA EPEVVNTIKA evlladEpovTa 1 BeaTIKN
gyyutnta. EmutAéov, n avaluon cuV-TIAPATIOUTIWY, XPNOLLOTIOLWVTOC W Hovada avaluong
TIG mopatLBEpeveg avadopég, e€€taoce MOoo cuxva SU0 1 TEPLOCOTEPEG TINYEC mapatiBevtal
uali og aAAa €yypada, UTTOSELKVUOVTAG TNV EVWOLOAOYLKH TOUG GUVADELQ 1] TNV ETILPPOIN TOUC
otn oxetikn BLBAloypadia. Mpayupatonotibnke avaluon TOPATIOUTIWY HE LoVASa avaAUoNG
TOUG ouyypadeic, cuvodsudpevn amd AMELKOVION TIUKVOTNTAC yla TV avAdelEn twv Lo
EMOPACTIKWY EPEUVNTIKWVY cuvelopopwv. TEAOG, N avaAucn ouv-epudaviong Slepelvnoe
ouxvotnta pe tnv omoia dUo 1 meploodtepeg Aé€elc-kAeldld epdavilovral pall ota dla
£yypada, XpNOLUOTMOLWVTAG WG Hovada avaluong TiG AEEELG-KAELWOLA TwV ouyypadEwy,
cUPBAAAovVTAG oTNV AvASELEN TWV KUPLWV BepdTwy Kat Ttng Bepatikng Soung tou uTo e€étaon
£peuvNTIKOL Tediovu.

To apxeio CSV mou avaktBnke amd to Scopus elonxdn oto VOSviewer yla tnv
npayuatomnoinon tng BLBALOPETPLKAC avaluonc. To VOSviewer, ou avamtuxBnke amo Toug
Nees Jan van Eck kat Ludo Waltman oto Mavemniotiuto tou Leiden (Van Eck & Waltman, 2010),
glval éva epyaleio €161ka oXeSLAOUEVO yla TNV KATAOKEUN Kal e€epelivnon xaptwyv Baoel
Sebopévwv Skt wv. EEeTalel SLadopoug TUTIOUC OXECEWY, OTIWG CUVEUPAVLON cUYYpPADEWY,
ouv-gudavion Aé€ewv-kAeldlwy, mapamopnég, PLPAloypadiky cUTeUEnN Kol CUY-TIAPATIOUTIES
(Arruda et al., 2022). EmutAéov, ta dedopéva omtikomoliOnkav pEow ypadrnpatog mou
SnuoupynBnke evtog Tou mpoypappatog Microsoft Word yiwa Mac.

3. AnoteAéoparta
3.1. BiBAwoustpikny avaivon
3.1.1. AvdAuon antédoong

O OUVOAIKOG aplBUOC Twv SNUOCLEVCEWV OXETIKA ME TNV ekmaidevon evnAikwv, tnv
ekmaildevon deltepng eukatpiag kat tnv dta Blou padnon ntav 223. To IxAua 1 mapouotalst
ToV £TAOLO aplBUsG dnuocleloswv Tou oxetilovtal pe tn Sla Blou padnon, tnv eknaidsuon
Seutepng eukalplag kal tnv ekmaibevon evnAikwv yla tnv mepiodo 2015-2025. Ano ta
Sebopéva mpokUMTeL pla ocadnG avodikr) TACN OTn OXETLKN €PeuvNTIKA Spaotnpldtnta,
UTIOSNAWVOVTAG TNV QUEAVOUEVN onpaoia Kol EMLOTNUOVLKY EVOOXOANGCN LE autd Ta nedia.

Katd tnv apyikn mepiodo (2015-2016), o aptBpog Twv SNUOCLEUCEWY KUUALVETAL OE OXETIKA
xapnAa enineda, petafd 8 kat 10 apBpwv. Qotdoo, and to 2017 Kol EMELTA MApATNPELTAL pLa
otadlakr evioxuon TG EPEUVNTIKAG TAPOYWYNG, ME afloonUEIWTEC AUENOELS OE OpPLOUEVA
£1n, O0nw¢ to 2017 kat to 2019. H otabepn auth avodog avtkatontpilel TNV auvfavouevn
avayvwplon Tng onuaciog tng dta Blov pabnong kat tng eknaidbevong evnAikwy, Wolaitepa os
£va KOWWVLIKO Kal epyactako meptBaAlov ou petaBarAetal pe taxeic pubuoug.

Ao 1o 2020 €wg to 2023, n mapaywyr dnupooleloswv epdavilel pLo oxeTikd otabepn aAlG
avodLkn mopeia, yeyovog mou umopei va oXeTIlETAL LE TNV EVIATLKOTIOLNGN TWV EKMOLOEUTIKWV
peTappuBuicewy Kal tn Slevpuvon Twv MOALTIKWY S1d Bilou pabnong. To 2024 kataypdadetal
N peyaAutepn avodog, pe Tov aplBpo Twv dnuocteloswy va ¢Tavel Tic 35, umodnAwvovtag
KopUdwan tou epeuvnTikou evdladépovtoc. To 2025 Mapouatdlel Lo pkpn Helwon, xwplg
OUWG Vo avalpel TN ouvoAlkn avodikn Taon Tng SekoEeTlag.
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JUVOALKQ, TO SLAYPOUHA OTTOTUTIWVEL HLa £vTovn Kol otaBepr) avénon Tou EMLOTNUOVLKOU
evbladépovtog yla tn Sla Blou pabnon, tnv eknaidevon SeUTepnG sukaLplag KoL TNV
eknaibevon evnAikwy, emiBefalwvovtog OTL To MeSlo AmoKTA OAoEVA KOL TILO KEVIPLKO POAO
oTn oLYXPOVN EKTTALSEVTIKN TIOALTIKN KAl £pEUVAL.
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Zxpua 1. Etriola katavour twv dnUoolevoswy oxetika ue tn dta Biov uadnon, tnv
eknaibevon SeUtepnc eukatpiac kat tnv eknaidevon evnAikwy yia tnv nepiodo 2015-2025

O Nivakag 1 mapouotalel toug 14 ouyypadel¢ TOU €XOUV TOUAAXLOTOV TPELG OXETLKEC
SnpoolevoeLg, TaflVoNUEVOUG e BAON TOV apLBO TWV TOPATTOUITWY TIOU €X0uV AABEL. TNV
kopudn tng Alotag Pploketat n Webb, Sue Christine, n omola €xel cuyypdgel TpeLg
SnuooleloELG KAl CUYKEVTpWVEL 60 Ttapamnoumnec. AkoAouBouUv ot Boeren, Ellen, Busher, Hugh
kat James, Nalita, oL omolol, mapd T TEPLOCOTEPEG Onuooleloslc (4-5 €kaoTog),
Kataypadouv 58 mapanounég o kabévac.

Ytn ouvéxela, o Holford, John A.K. kataypddetl 35 napanounég, evw n Schuchart, Claudia
akoAouBel pe 29 mapamnounég os névre dnuootevoslc. Emiong, ol Harrison, Ursula kat Ollis,
Tracey Anne mapouocidlouv amd 22 mopamounéc. H Ryan, Cheryl ouykevipwvel 21
Tapamnounég, evw n Blhler-Niederberger, Doris kataypddel 19. OL emodpevol cuyypadeic
mapouactdlouv xapnAdtepeg TiéC mopanounwy: o Kalenda, Jan pe 18, o Kiprianos, Pandélis
pue 16 kat n llieva-Trichkova, Petya I. pe 10 mapamnounéc. TéAog, n Boyadjieva, Pepka
Alexandrova kataypddel 9 mopamounég, oAokAnpwvovtag t Alota Twv ouyypadewv He
TouAdylotov dUo cuvadeic Snuooleloelg.

Ta eupipota autd emiBefalwvovtol Kal amd TV amelkovion nukvotntag (Figure 2) mou
SnuwoupynBnke pe to VOSviewer, n omola avadelkvUel tnv mpoefdpxouvco B£on Twv
OUYKEKPLUEVWY OUYYPADEWVY EVTOG TOU EPEUVNTLIKOU SIKTUOU, UE TIG GWTELVOTEPES TIEPLOXEG
va urtodnAwvouv uPnAdtepo eminedo eMLOTNUOVIKAG EMILPPONG.
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Nivakag 1. Suyypadeic pe TouAdyLotov U0 OXETIKEC SNUOCLEVOELG KOl 0 aplOUOG TwV
TIAPATIOUTIWY TOUC, Taflvopnuévol katd ¢Bivouoa oslpd citations

Author Documents | Citations
Webb, Sue Christine 3 60
Boeren, Ellen 4 58
Busher, Hugh 5 58
James, Nalita 5 58
Holford, John A.K. 3 35
Schuchart, Claudia 5 29
Harrison, Ursula 4 22
Ollis, Tracey Anne 4 22
Ryan, Cheryl 3 21
Blihler-Niederberger, Doris 4 19
Kalenda, Jan 3 18
Kiprianos, Pandélis 3 16
Ilieva-Trichkova, Petya I. 3 10
Boyadjieva, Pepka Alexandrova 3 9

busher, hugh

boeren, ellen
6‘}5 VOSviewer

Ixnua 2. ATEIKOVION TUKVOTHTOC TWV CUYYPAPEWY, OTTWE TPOEKUE ato to VOSviewer,
avadelkvUOVTaG TNV EVTAON TG EPEUVNTIKNG SpAOoTNPLOTNTAC Kot ToV Bado EMLPPONC TOUG
OTO ETLOTNUOVIKO SIKTUO
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O Mivakag 2 mapouoLalel TOUG OKTW OPYOVLOUOUG TTOU £XOUV SNUOCLEVCEL TOUAGXLOTOV Tpla
OXETIKA €yypada, taflvounuévoug pe PBacn tov aplBud twv etepoavadopwv. MNpwto
eudaviletal To Department of Behavioural Sciences and Learning, Linkopings Universitet (4
dnuoolevoelg, 52 etepoavadopég), akolouBolpevo amd to University of Patras (4
dnuootevoelg, 40 etepoavadopég), To omolo amoteAel TOV LOXUPOTEPO EKMPOCWIIO TNG
€MANVLIKAG akadNUAiKAG KOvOTNTAC Kal Tapouoctalet afloonueiwtn SteBvr annxnon.

ISlaitepa onuavtikn eivat kot n mapoucia tng Kumpou péow tou School of Humanities and
Social Sciences, Open University of Cyprus (3 dnuooteloslg, 30 etepoavadopEg), To omnoio
avadelkvueTal w¢ €vag and toug mMAEov dpactriploug Gopei TNG MEPLOXAG, ME ONUOVTLKA
OUMPBOA OTO EPEUVNTIKO TESIO Kal €Viovhn Ovoyvwploluotnta. 2to dlo emimedo
kataypadovtal kat Siebveic opyaviopol 6nwe to University of Leicester (3 Snuootevoelg, 29
etepoavadopég) kat to Department of Education, Turun Yliopisto (3 &nuooteloelg, 27
etepoavadop£g), ol omoiol cupBAAAOUV oucLaoTiKA otn Stapopdwaon tng BLBAloypadiag.

Ot umdAounot opyaviopol, onwg to Institute of Philosophy and Sociology, Bulgarian Academy
of Sciences (4 &nuooleloelg, 12 etepoavadopsg), to School of Education, Bergische
Universitat Wuppertal (3 6npooletoslg, 6 etepoavadopéc) katl to Department of Training and
Education Sciences, Universiteit Antwerpen (3 Snuootevoelg, 3 etepoavadopic), epdavitouv
xapnAotepoug beikteg etepoavadopwyv ala e€akolouBolv va amoteAoUv UEPOC TOU
GUVOALKOU £pgUVNTIKOU SLKTUOU.

H katavour tou gpsuvnTKOU QVTIKTUTIOU QUTWV TWV OPYAVICUWVY OIOTUTIWVETAL Kal OTO
IXNUa 3, LECW TNG ATTELKOVLONG TIUKVOTNTAG TIOU TaprxOn e to VOSviewer, avadeLlkvuovTag
TO KEVTPO UPNANG ETILOTNHUOVIKIC ETILPPONG KOl UTIOYPOLi{ovTag TOOO TOV KaBopLoTIKO pOAo
tou MNavemotnuiov Natpwv 6o Kat T Suvapkn Tapoucia Tou AvolktoU Mavemniotnuiou
Kumpou oto S1eBvég epeuvnTIKO TOoTtO.

Nivakag 2: OL opyaviopoL e TOUAAXLOTOV TPELG SNUOCLEVOELG OTO UTIO £€£TAON BEUATIKO
niebio, tafvounpévol pe Baon tov aplBud twv etepoavadopwv

Organization Documents | Citations

Department of Behavioural Sciences and Learning, Linképings 4 52
Universitet, Linkoping, Ostergotland, Sweden

University of Patras, Rio, Achaia, Greece 4 40

School of Humanities and Social Sciences, Open University of 3 30
Cyprus, Nicosia, Cyprus

University of Leicester, Leicester, Leicestershire, United Kingdom 3 29

Department of Education, Turun Yliopisto, Turku, Southwest 3 27
Finland, Finland

Institute of Philosophy and Sociology, the Bulgarian Academy of 4 12
Sciences, Sofia, Bulgaria

School of Education, Bergische Universitat Wuppertal, Wuppertal, 3 6
Nordrhein-Westfalen, Germany

Department of Training and Education Sciences, Universiteit 3 3
Antwerpen, Antwerpen, van, Belgium
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§& vosviewer

Zxnua 3. ATTELKOVION MUKVOTNTAC TWV OPYAVIOUWY, OTWE TPOEKUYE arto o VOSviewer,
avadeIKVUOVTAC TN CUYKEVTPWON TOU EPEUVNTIKOU QVTIKTUTTOU Kot Tov Baduo enppong toug
OTO EMLOTNUOVIKO SiKTUO

3.1.2. Xaptoypa@non tn¢ eNLoTAUNG

To IxAua 4 mapouaotalel éva Siktuo ocuvepdaviong ocuyypodewv os eminedo xwpwv, oTo
omolo cupneplapBavovral OAa T KpATH Mou g avilouv TOUAAXLOTOV TPELG SNUOCLEVOELG.
To péyebog Twv KOPBWY avTtavakAd Tov OyKo TwV SNUOCLEVCEWY, EVW OL CUVEECELG PETOED
toug umtodnAwvouv cuveyypadikég oxéoelc. Na tnv gppnveia tou Siktvou aflomotOnkav
emutAéov ta Sedopéva Twv avadopwy, TIPOKELUEVOU VO EVIOMLOTOUV Ol XWPEG UE TN
MEYOAUTEPN EMLOTNOVLKN QTtAXNON.

Me Bdaon Tov ouVvoALKO aplBuod avadopwv, To Hvwpévo Baoihelo katalappAavel Thv mpwtn
B£on (590 avadopic), amoteAwvtag tov Aoy emdpaotiko KOUPo tou Siktvou. AkoAouBolv
ol Hvwpéveg MNoliteieg (441 avadopeg), n Auvotpalia (299 avadopsc), n Zoundia (243
avadopég), n fepuavia (217 avadopeg), n OMavdia (203 avadopeg) kal n lonavia (166
avadopég), Xwpeg mou Tapouctdlouv Slaltepa UPNAR  EPELVNTIKA  OMAXNON Kol
ouvelodEPOUV onUavVTLKA otn SLeBvr) mapaywyn yvwong.

Ze evllapeoo eminedo avadopwv evromilovtal xwpes onws n Kiva (123 avadopég), n
NopBnyia (86 avadopsg), n DwAavdia (77 avadopég), n EAAASa (70 avadopeg), n Aavia (56
avadopég), o Kavadag (45 avadopeg) kat n Notia Adpikn (41 avadopég). Ol XWPES AUTEG
Slo0étouv  afloonueiwtn epeuvnuiky  Spaoctnplotnta Kot  epdavifouv  otabepolg
ouveyypadkolg Seopolg Le AN KpaTn, evioxuovtag tn Slebv cuvepyaoaia.

TNV Katnyopia Twv Xwpwv He XapnAotepo aplbud avadopwv Bpiokovtal n Iphavsdia (34
avadopég), n Kumpog (31 avadopec), n Toupkia (29 avadopéc), to lopanA (29 avadopég), n
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Pwotk Opoomovdia (21 avadopéc), n Toexia (18 avadopég), n Boudyapia (12 avadopec) kat
To BéAylo (6 avadopécg). Mapott ol Xwpeg OUTEC eudavilouv HIKPOTEPN amnxnon,
gfakohouBolv va OSiadpapatilouv poAo otn ocuvoAlkry Staclvéeon Ttou SikTUOU,
cUPBAaAAovTag otn Slelpuvon Twv SLEBVWV CUVEPYAOLWV.

TéMNog, n MoptoyaAia, pe 2 avadopég, epdavilel tTn XOUNAOTEPN EMLOTNUOVLIKA ATIXNON OTO
Selypa, wotdoo e€akolouBel va amoteAel pEpog Tou SIKTUOU, UTTOSNAWVOVTAG OTL AKOWN KOt
XWPEC UE TIEPLOPLOEVN aVaAYVWPLOLUOTNTA cuUBAaAAouy otn Slapopdwaon Tou EpEUVNTIKOU
Tomiou.

JUVOALKA, N avaAuon katadelkvUel OtL n SleBvng epeuvntikn dpactnplotnta kabodnyeitat
KUPLWG amod xwpeg pe uPnAEC avadopES KoL CNUAVTLKI LOTOPLKN Ttapouasia otnv mapaywyn
yvwong, e to Hvwpévo BaaiAelo, tic Hvwpéveg MoAwteieg, Tnv Auotpalia kot tn Toundia va
armoteAoUV TOUG TILO ETILEPACTIKOUG KOUBOUC TOU SIKTUOU.

belgium

netheplands

china  spain czech republic

ireland

united kingdom

russian federation

gerfmany

nofay australia el

finlgnd 2 o

bulgaria denmark

cagada
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*& VOSviewer

Zxnua 4. AiKTUO CUVELQAVLIONG CUYYPAPEWY O EMIMESO YWPWYV, UE EAAXLOTO OPLO TIG TPELC
SNUOOCLEVOELS ava Ywpa

To IxAua 5 mapouoialel tnv avaiuon bibliographic coupling xpnolpomowwvtag wg povada
avaAuong Tig mny£g Snuocieuong. To eAdxLOTO OpLO yla TNV €vtagn piag mnyng oto Siktuo
Atav n Umapén touldylotov SU0 eyypddwv, evw CUUTIEPIANDONKAV AMOKAELOTIKA OL TINYEC
mou epdavilav petal touc BLBAloypadikéc cuvbeaelg. H omtikomnoinon Katadelkvuel pia
Soun Tplwv Slakpltwy cuctadwy, ol omoieg Stapopdwvovtal e Bacn tn Ospatikn eyyvtnta
KOl TOL KOLVA TIPOTUTIA TIOPOUTTOMMWY UETAEY TwV TEPLOSIKWY. KABe kOpBoC avtutpoownelel
QLo mtnyn, Ue To péyeBOC Tou va avilkatontpilel tn oXeTIKA cUMPBOAN TG 0TO GUVOAO TOU
Siktvou.

H prAe cuotada amoteAel TOV KEVTPLKO KOL TILO TTUKVO Ttuprva Tou Siktuou. MepthapBavel
TEPLOSLKA TIOU eTIIKeVTpwWvVovTaL otn 8td Biov pabnon, Ty eknaideuvon evnAikwv Kal TLg
EKTIALOEUTIKEG TIOALTIKEG TIOU oxetilovtal pe tn cuvexlopevn ekmaidsuon. To International
Journal of Lifelong Education avadeikvietal wg o peyaAltepog kat o cuvdedepévog KOUBoG,
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AELTOUPYWVTOC WG KEVIPLKOG dovag yUpw armod TOV OMoLlo 0pyavwvovTaL NyEG Onwce Studies
in the Education of Adults, Journal of Adult and Continuing Education, Cogent Education kat
European Journal of Education. H cuotada autr cuviotd €va L.oxupo BeLATIKO CUUTTAEY LA TO
Omolo avtavakAd ToV KEVIPLKO XapakTipa Tou nediou twv omoudwv 61 Blou pabnong.

H kokkwn ocuotada mepthapfavel meploSikd mou eotldlouv os {NTAUATA EKTIOULEEUTLKAC
TIOALTIKAG, CUUMEPANTITIKAG ekmaibeuong Kal SLlEBVwV TPOCEYYIoEWV OTNV EKMALSEUTLKNA
£peuva. Avapeoa ota Bactkd TEPLOSLKA TNG opadag authG cuykataAéyovtal Ta International
Review of Education, International Journal of Inclusive Education, Journal of Education and
Work, Australian Journal of Adult Learning kat Australian Educational Researcher. H
OUVKEKPLUEVN ouotado daivetal va eKMpoowrnel €va oUVOAO Tinywv HE  LoXupod
TIPOCGAVOTOALOUO OF TIOALTIKEC KOIL GUYKPLTIKEG SLAOTACELG TNC ekmaibeuong, Stapopdpwvovtag
tia Stakpttr) aAAG apeco cUVEESENEV UTIOKOLVOTNTA OTO GUVOALKO SikTuo.

H npdoivn cuotdda cUYKEVIPWVEL TTEPLOSIKA TTOU cUVE£ovVTalL BEHATIKA LE TNV KOWwVLIOAoyia
¢ ekmaibeuong, v avwtepn ekmnaidevaon, Tnv ekmaldeutiky afloAdynon kat {ntiupata
VEOTNTOC KOl KOWWVIKAG TOATIKNG. 2e authv mepllappavovral meplodikd omwg British
Journal of Sociology of Education, Journal of Further and Higher Education, Sustainability
(Switzerland), Children and Youth Services Review. H cuotdda autf sudavilel peyalutepn
Bepatikn Slaomopd, wotdoo cuykAivel oe mebla mou efetdlouv ekmaibeuon, KOWWVLKA
oupdpaldpeva Kol OsoULKEG SOUEG.

JUVOALKA, N KOTAVOUN TwV MNywv oto SiKTuo avadelkvUeL pila TpLuepr dtapBpwon mou
ovTavVakAQ TPelG POOIKEG €peuVNTIKEG KateuBUvoelg: (a) tn &ud Blou pabnon kat tnv
ekmaidevon evnAikwy (WtAe), (B) TNV eKMALSEUTIKN TIOALTIKN KAl TNV €viagn (KOKKvn), kat (y)
TNV KOWWVIOAOYLKA Kol Beoplky avaluon tng ekmaidevonc (mpaoivn). H umAe cuotada
SLOHOPDWVEL TOV KEVIPLKO TIUPNVA TNG EMLOTNUOVIKNAG aAANAETS paong, EVW OL KOKKLVECG Kol
TPACLVEG CUOTASEC AELTOUPYOUV WG CUUMANPWHATIKA SIKTUA TIOU EMEKTEIVOUV TO EPEUVNTLKO
nedlo péow Bepatikwy dladopomotioewyv. H Sopuni autr umodnAwveL €va CUVEKTIKO aAAd
noAveminedo oclOTNUA TINYwWV, OTO Omolo n ouvdeolpudtnTa Kat n Ospotiky gyyvtnta
Slapopdwvouy cadeig EpEUVNTIKEG KOLVOTNTEG.

australian educaional researcher

w <
aus(rallarﬂQymﬁpV adult learning

international reffiew of education
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revista de@ducacion
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H avaiuon cuv-avadopwv mou mapouclaleTal 6TO OXAO OMOTUTIWVEL TO SIKTUO TWV TINywv
mou avadEpovtal ouXVOTEPA amd Kowou oto Tedlo Tng ekmaideuvong evnAikwy, tng
ekmaidevong Sevtepng eukatpiag katl tng 61d Piou pabnong. H avdluon Baociotnke otig
avadopég mou meplapBavovtal ot SnUocleloelg Tou Selypatog, Btovtag wg eAdyLoto
OpLO TIC TPELG EUPAVIOELS, KAL CUUTEPLEAAPE LOVO TIC TINYEG TTIOU TTOPOUGLATOUV HETAEY TOUG
ouvbéoelg. KaBe KOUBOC TOU OXAMOTOG OVTIOTOLXEL 08 pLa avadePOEVN TNV, LE TO HEYEDOG
TOU va OovtavakAQ Tn ouxvotnta avadpopd TNnG, VW Ol YPOUUEG HETAEU Twv KOUPwV
unodnAwvouv to oo cuxva SUo £pya cuv-avodEpovtal oto (5Lo EMLOTNHOVIKO KEipEVO.

ATO TNV OTTIKNA AmoTUTIWGON IPOKUTITOUV TPELC CUCTASEC, OL OTIOLEG oUYKpOTOUVTaL UE Baon
TIC OX£0ElG ouvadelag TwV avapepouevwy Epywv. H TpwTn ouotdda, QMOTUTTWHEVN HE
KOKKLVO XpwHa, TepAapBAVEL TINYEC ToU, Pe PBAon Toug TITAOUC Kal Tn BgpATLKA TOUG
otoxevon, daivetal va cuvbéovtal pe INTHUOTA CUPHUETOXAG evnAlkwv otn pabnon, pe
BEWpPNTLKA KOL EUTIELPIKA LOVTEAQ GULLUETOXNG, HE TIG anodOoels kal ta opEAn tng Sia Biou
HAaBnong, KaBwg Kal HE TIC TOALITIKEG SLOOTAOELS TNG ekmaldeuong Seltepnc sukalpiag. Ta
£pya QUTA, Ta oMol ouxvd €€eTA(OUV KOLVWVLKOOLKOVOULKOUG TIPAYOVTEG Kol BeOULKA
mAaiola, amotelolv £vav Keviplkd dfova tng Stebvolc PBiPAloypadioc ylpw amod Tt
OUMMETOXN KAl TIC EVKALPLEG TWV eVNAIKWYV otnv ekmaidsuon.

H 8eUtepn ouotada, mou epdaviletal He MPACIVO XPWHA, CUYKEVIPWVEL BepeAlwdn
BewpnTikd £pya TNG Kolvwviohoyilag tng ekmaidevong. H mapoucia BipAloypadiag mou
ovadepetal oe Bewpleg KOWWVIKNG AVATIOHPOYWYNG, OE EVVOLEG OTIWG TO TOALTIOULKO Kol
KOWWVIKO KEDAAALO KOl OTLG EKTTALOEUTIKEG OVIOOTNTEG UTIOSNAWVEL OTL OUTA N cuoTada
OUVOEETAL HE HOKPO-BEWPNTIKEG TIPOOEYYIoELS. H Bspatoloyia tTwv £€pywv auUTWY, OMWE
QUTOTUTIWVETAL Ao Toug TitAoug ou epdavilovtal oto ypadnua, avadelkvieL Tov LoXupod
BewpnTIKO TUPN VA TTIOU UTIOOTNPLlEL TNV EpUNVELN TWV EKMALSEVTIKWY SLASPOUWY eVNALKWY
KOl TNV Kotavonon twv SlapBpwTlkwy TapayovIiwy Tou emnpedlouv Tnv mpocfaocn Kal
ouppeToxn otn &ua Blov pabnon.

H tpitn cuotada, mou eviomieTal 0TV KATW TIEPLOXH TOU OXNUATOC, TTEPLAAUBAVEL TINYEC TTOU
dalvetal vo €0TlalouV OTIG EKMALSEUTIKEG EUTMELPIEC KOWWVIKA EUGAWTWY OUASWY, OTLC
Sladkaoieg Slopopdwong TouTOTNTAG EVNAIKWY eKMOLOEUOUEVWY KAl OTL SLOSPOUEG
npocoBacnc otnv ekmaibeuon OeUTEPNG EUKALPLOC KOL OE TIPOYPAUUOTO TELTOBABULAG
npocPaong evnAikwy. OL TITAOL TWV £PYWV QUTWYV MAPATIEUTIOUV OE EUTELPLKEG TIPOOEYYLOELS
mou £€etalouv MWG oL eVAAKEG avadLopopdWVOUV TIC EKTIOLEEUTLKEG KL TIPOCWTILKEG TOUG
TIPOOTITIKEG LECA ATIO CULUETOXIKEG, OUXVO LETOOXNMOTIOTIKEG, LaBnolakég Sltadikaoled.

JUVOAIKA, TO O&IKTUO TwV ouv-avadopwyv ovadSelKVUEL pla TOAUETinedn Sour, oOmou
CUVUTIAPXOUV BewpnTIKA £€pya Pe HeYAAn eTiSpaon, EUTEIPLIKEG UEAETEG VLA TN CUMUETOXNA
evnAikwv otn pabnon kal avaAuoel mou adopoUV TI( KOWWVIKEG, BECUIKEG Kal
UTTOKELUEVIKEG SLOOTACELG TNG ekmaLldeuTKNG Sladikaciag. Av Kal n eppnveia Twv cuotadwy
Baoiletal Kuplwg oTNV OMTLKN opadomoinon KAl 6ToUG TITAOUG TWV YWV, TA TPOTUTIA TIOU
oxnuotilovral avtavakAoUV GUVETELS Kol avayvVwpLloleg Oepatikeég kateuBuvoelg oto nedio
¢ ekmaideuong evnAikwy, tng ekmaideuong SeUtepng eukatpiag kat Tng did Biou pabnong,
urtodelkviovtag Tn ouvumapén Bswpntikol Baboug, KowwvVIoAoyIKNG Sldotaong Kal
EUTELPLKAG EPEUVNTLKAC TTOLKIAOLopdiac.
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Zxnua 6. Avaduan cuv-ava@opwy LE TI¢ TNYEC w¢ uovada avaAuong

H yxaptoypddnon mou mapoucldletal oto oxfpa mpoékue and avaluon ouv-eudaviong,
XPNOLUOTIOLWVTAC WC povada avaiuong Tig Aé€sic-kAeldLA Twv cuyypadEwy, EVW TO EAAXLOTO
0pLo gudaviong Twv Aé€ewv oplotnke otn povada 3. Ma TNV AmeLKOVION XpnoLlomoL)enkay
HOVO oL Aé€etg-kAeldLd ou cuvdéovtav petafl Toug oto Siktuo, wote va StapopdwOel pia
kaBapr Bepatiki opadomnoinon. O mivakag mou cuvoSeUeL TO GXNO TTOLPOUGCLATEL TIG AEEELG-
KAsLOLA ToU evtdooovtal ot KaBepia amd Tg SUo cuotddeg Tou mpogkuPav amd TNV
avaluon. H Swadikaocia avédelée Suo kUpla Bepatika media, Ta omoia aAviavokAouv
SLokpLtou g aAld aAANAOGUUITANPOUEVOUG EPELVNTIKOUG TOUELC.

H nmpwtn cuotada, n onola oto oxfiua anodidetal Ue MPAcLvVo xpwia, TepAauBavel 6poug
Tou oxetilovtal Pe TN HaBnolakn Sladkaoia, TIG eKMAOEUTIKEC €TIOOO0EL KAl TIC
PUXOKOWVWVIKEG 1| avVamTUELOKEG SLAOTAOELS TNG ekmaidevong. EvOelktikd, otn cuotada
gudavilovral 6pol mou adopolV TouC LOBNTES KAL TOUC EKALSEUTIKOUG, {NTAUATO YVWOTLKAG
KOl oUVALOBNUOTIKAG avATTuEng, aAAd Kol TTAPAYOVTEG TIOU €MNPEAIOUV TNV EKTIALSEUTIKN
nopeia, onwg to dpUAo, n PuxlkA vyeia, n ekMASeUTIKN emiboon Kal oL HopPEC oXOALKAG
OUMMETOXNG. To CUMIMAEYHO QUTO QVTAVOKAQ HLOL EPEUVNTLKN TEPLOXN TOU €0TLAlEL OTNh
puadnon w¢ moAudidotatn Sladlkacio, EVOWUATWVOVTAG TTALSAYWYIKEG, WUXOAOYLKEG Kol
Kowwvikodnuoypadlkeg petaBAntéc. Me Bdacn ta mapamdavw, n ouotada OVOUAOTNKE
«MaBnon kat Avarmntuén oto NAaiolo tng Ekmaidsvong EvnAikwv».

H 8eUtepn cuotada, AMOTUTTWHEVN E KOKKLVO XpwHa, TtepAapBavel 6poug ou cuvdéovtal
HE TNV ekmaideuon evnAKwY, TG PACIKEG Kol eMAYYEAUATIKEG SEELOTNTEG KAL TN OXECN TNG
ekmaibeuong Ye TNV AmaoXOAnon Kol TNV KOWWVIKNA €vtagn. ITn ouotado cuvaviwvtal
£VVOLEG TTou adpopolv TN S1d Blou pabnon, TV emayyeAUATIKI) KOTAPTLON, TIG SOUEG SeUTEPNS
gukalpiag, aAAd Kal Tn PeTABacn otnv ayopd €pyaciog, TNV amoo)oAncluoTnTa Kal Ta
XOPOKTNPLOTLKA TOU gpyatikol Suvaptkou. MapdAnla, spdavilovtal 6pot ou oxetilovrot
LE KOWVWVLKEG AVIOOTNTEG, CUUHETOXN OTnV ekmaideuon kot éviagn mAnOUoULOKWY OUASWV.
To oUpmAeyua autd avtlotolxel oe €vav gpeuvnTKO afova Tou £€eTAGlel TOV POAO TNG
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ekmaildevong otnv avapadbuion SefloTATWY, TNV EMAYYEAUATIKA KWWNTLKOTNTA KOl TLG
Sladkaoleg KOWWVIKAG evowpdatwong. MNa tov Adyo auto, n ouotdadda OVOUAOTNKE
«Ekmaidevon EvnAikwy, Agflotntecg kat Kowwvikr Evtagn».

OL 6U0 ocuotadeg mou avadeixbBnkav cuVBETOUV EVa GUVEKTLKO BeUATIKO ToTio, péoa amod To
omoio Sladaivetal adevog n madaywylkn Kat ovamtuélakny Sidotoaocn tg padnong kot
adetépou n onuaoia tng ekmaibevuong evnAikwv, TNG KATAPTIONG KOl Twv Sladlkaolwy
KOWWVIKAG Kal €MOyyeEALATIKAG £vtaéng. OL Bepatikég autég suBuypappilovtol pe Ta
{NTAMATA TTOU aVAOAUOVTAL 0T CUVEXELD TNG LEAETNG, PoadEpovTag ia kabapr LkOva Tou
TpoOmou pe Tov omoio n oxetikn PLpAloypadio opyavwvetal yupw amd SVo Bactkoug,
OAANAOCUUTIANPOULEVOUG AEOVEG,.

Nivakag 3. Ot Aé€eLc-KAELSLA TTOU GUYKPOTOUV TIC U0 oUOoTASEC TNEG AVAAUGNG CUV-
geudaviong, Le eEAAXLOTO OPLO TPELG Epdavioelg

CLUSTER 1- Md6non ko Avamntuén oto
MAaiolo tng Eknaidsuong EvhAikwv

CLUSTER 2- Eknaidsvon EvhAikwv,
Ag&LotnTeg ko Kowvwvikf ‘Evtaén
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europe identity
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germany labor market
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human neoliberalism
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school-to-work transitions

inequality

second chance education
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xnua 7. AvaAuaon ouv-eU@avionc UE Ti¢ AEEEIC-KAELSL TwWV TUYYPAPEWY W Uovada
avaduvong kat ouadomnoinon oe SUo Feuatikec ouotadeg
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4. SulAtnon

H oulitnon twv gupnuatwyv avadelkvuel OtL N BBAlopeTplky avaAuon ouv-gudaviong
Ae€ewV-KAELOLWV SLapopdwvel SU0 KEVIPLKOUC BepatikoUg AEoveg, oL omoioL avtavakAolV Tn
ouYKpOTNOoN Tou TeSiou TNG ekmaildeuong evnAikwy og PLKPO- Kal pakpo-emineso. O MpwTtog
afovag adopd tn pabnolakn epmelpia Tou evAALka Ko tepAaBAvEL EVVOLEG TOU CXETL{ovTal
Ue ta Kivntpa, tnv autoavtiAnyn, T ocuvalobnuotiki evouvapwon Kot T SUVAULKN Tou
eKTALOEUTIKOU  Teptfaldovtog. O OSeutepog aGfovog eotTldlel ot OeOMIKEG KOl
KOLVWVLKOTIOALTIKEG TIOPOUETPOUG, OTIWGE N EMAYYEAUATIKA KATAPTLON, N ayopd £pyaciog, n
KOWWVLKN €vtaén Kal ot moAltikég eflotitwy. H cuvimapén autwv twv dUo cuctddwv dev
uTtoSnAWVEL SU0 ATOUOVWHEVA EPEVLVNTLKA Ttedia avtiBeta, katadelkvUEeL OTL N ekmaibeuon
evnAikwv Tpooeyyiletal TaUTOXpova WG MPOCWTTKN Sladlkacio LETAOXNHATIOMOU Kol WG
£pyoAelo KOWWVIKAG KoL €MAYYEAUATIKAG KvnTKoTtnTaC. Etol, ta PLPALOPETPpIKE poTipa
QMOKOAUTITOUV L0l EPEUVNTIKN TIEPLOX) OTNV OTMOLOL N UTIOKELUEVIKI EUTELPLA TWV
ekmaldevouEVWY KoL oL OOUIKEG Ouvlnkeg ToOU  TAALOWVOUV  Th  pAaBnon
oAAnAotpododotolvial, CUYKPOTWVTAC £va eviaio aAAd oAuSidotato nedio avaAuong.

O npwtog Bepatikog afovag eotlalel otn padnotakn dtadlkaoia Kol TNV atoptkn eEEALEN Twv
evnAikwy ekmatdevopévwy, poaoeyyilovtag tn pabnon wg eUmneLpia mov cUVSEEETOL OTEVA UE
TIC BloypadIKEC Kal KOWVWVIKEG TOUG SLadpopég. H pehétn twy Busher et al. (2015) Seixvel ott
oL WpPLOoL HaBnTég agloAoyouv Tn Labnaon Héoa oo TO KOWVWVIKOOLKOVOULKO Toug urtoBabpo,
TIC T(PONYOUUEVEG EKTMALSEUTIKEG TOUG EUTELPIEG KOL KUPLWG T OXECN TOUC ME TOUG
ekmaldeuTéG, oL omoiol odellouv va Snuioupyolv KAipa oceBacuoy, cadnvelog Kot
gvbuvapwong. Ot Konopasky and Reybold (2015) umoypappilouv otL n Slampaypdateuon
TOMATAWY  EMAYYEAUATIKWV TAUTOTATWY QIO TOUC €KMALSEUTEG evnAikwv emnpedlel
OUGLOOTLKA TOV TPOTIO TIoU vonpatodoteital n pabnon kal dtapopdwvovtal oL OXECEL 0TV
taén. MNapdAAnAa, n cuPUETOXN TWV evnAikwv amodelkvietal moAudiaotatn. Ot Tukundane
et al. (2015) avadelkviouv TNV AVAYKN OALOTIKWVY TIAPEUPRACEWV YLO. ATOMO HE XOUNAN
OUTOEKTINON 1) LOTOPLKO GXOALKOU amokAslopoU. EmunpocBeta, ol Christodoulou et al. (2018)
CUUTANPWVOUV OTL OL HaBNnTEG Twv 2xoAeiwv AsUtepng Eukatpiog Stapopdwvouy véa kivntpa
HAaBnong mou oXeTilovTal He Apaon OTIYUATOC, TTPOOWTILKA OVOCUYKPOTNGN KL ETOYYEAUATIKN
BeAtiwon.

H autonemnoiBnon Kat n evioxuon tng autoavtiAnng mpokUTITOUV WG KEVIPLKA OToLXela Tou
npwtou &fova. H pelétn twv Tender and Aspgy (2017) 6Seixvel Ot n amokinon
EMAYYEAUATIKWY TIPOOOVTWY HECW EUEAKTWY Oladpopwyv pabnong Asltoupyel wg pla
OUCLOOTIKN «SeUTEPN EUKALPLO» TIOU OVAVEWVEL TNV ELKOVA TWV EVNAIKWY YL TIG LKAVOTNTEG
toug. MapdAAnAa, ol Kiprianos and Mpourgos (2022) emionpaivouv OtL n emavodog ota
YxoAeia AsUtepnc Eukalplog evepyomolel eowTepkd KivnTpa Kal cUPPAAAEL ot otadlokn
avadopnon g ox€ong Ke TN pabnon. JupmAnpwuoatika, ot Kollas and Halkia (2020) deixvouv
TIWG N TTPOCAPHOYH TWV AVAAUTLKWY TIPOYPOLUATWY OTLC OVAYKEG TwV eVNAIKWY evioxVEL TV
EUITAOKN TOUC KAl UTIOOTNPLEL TNV TPOCWTILKA TOUG EVOUVALWOT).

Kevtplkd otolxeio Tou mpwtou Gfova amnoTteAEl TO UMTOOTNPIKTIKO pHaBnolakd meptBAaiAov Kat
N LKAVOTNTA TOU VO QVTATIOKPIVETAL OTIG LOLAITEPEC OVAYKEG TWV eVNAIKwV. H €pguva twv
Kontogianni and Tatsis (2019) &eiyvel OtL oL evAIKEG paBNTEC PmopoUv val avamtuEouv
OTMALTNTIKEG YVWOTIKEG Oe€lO0TNTEC OTAV OUUUETEXOUV O  KATAANAQ OXESLOOUEVEG
Spaotnplotnteg, mapdtl SuokoAelovtal oe oUVOeTeg popdEG okEPnc. AkOun, ot Kiprianos
and Mpourgos (2025) emonpaivouv OTL N EUMELpia TG OXOALKN G amotuyiag adrvel Badla
onuadla otn pabnolakrn TauToTNTa, YEYOVOG TToU KaBLoTd amapaitntn th dnuloupyla evog
mAaloiou aodpdAelag kol amodoxng ota mpoypappata SeUTePNG eukalpiog. X avtiotol o
TVEU A, SLOTILOTWVETOL OTL OTOXEUHEVEG TIAPEUPBACELG, OTIWE TA TTPOYPAULOTA EVIOXUTIKNG
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uadnong, WmopoUV va  EVIOXUOOUV ONUAVIIKA TOOO TIC YVWOTIKEG OCO0 Kol TLC
KOLVWVIKOOUVOLOBNUATIKEG S£ELOTNTEC HABNTWV KoL evNAIKWY, LOLOITEPO OE UELOVEKTIKA
nieptBariovta (Grigoroiu et al., 2024). EmumAéov, amo aAAn £psuva avodelkvUETOL OTL OL VEOL
€VNALKEG SLapopdwWVOUV Ta KIVNTPA CUHHUETOXNG TOUG HEoa amo Tig tpoodokieg alayrg otn
{wn TOUC KAl HECO amo TNV TOLOTNTA TNG EKMALSEUTIKAG €umelpiag mou Plwvouv
(Papadimitriou, 2024). TéAog, oL Mbatha and Khohliso (2025) S&ixvouv OTL yla Ta dTopa Tou
£xouv PBlwoel OmMOKAElONO, N ekmaldeutiky Sladlkaoio pmopel vo  AEITOUPYHOEL
OMOTEAEOUATIKA MOVO Otav Uumepkepalovial BOeopikd eumoddia kal  Stapopdwvovtol
UTIOOTN PLKTIKEG OTAOELG ATIO TO eKMOLOEUTLKO TtepLBAANOV.

O 8eUtepog Bepatikog Gfovag eEetalel TNV ekmaideuon evnAIKWY amo KOWWVLIOAOYLKH Kol
Beoukn oKkoTiLd, e EUdaon OTn OXECN TNG KE TNV KOWWVLKN £VTOEn, TNV amacoAnoLuotnto
KoL TIC SNUOOLEG TIOALTIKEG. H cuoTnpatikr avaokonnon twv Abad et al. (2025) katadelkvuet
OTL Ta mpoypdupota SsUtepng sukalpiag Asttoupyolv w¢ ToAudldototol pnxaviopol
KOWVWVIKAG emavévtagng, mpowbwvtag §€LoTNTEG, autoyvwola Kal mpocfacn otnv ayopad
gpyaoiog ywo atopa amo svdAwta meplBdAlovta. MapdAAnAo, avadelkvUeTAl TwWG TO
Tipoypappata ekmaideuong evnAikwy Umopouv va evioXUOOUV OUGCLOOTIKA TLG KOLWVWVLKEG,
OLKOVOMIKEG KOl  TEXVOAOYIKEG SUVOTOTNTEG TWV — CUMMETEXOVIWY, OV KoL N
QIMOTEAECUATIKOTNTA Toug e€apTtdtal amo tn Beopikn umootiplén, Tov oXeSLACUO KAl TOUG
SlaBéolpoug mopouc (Ambaw et al., 2025).

Ao KowwviKn amoyn, n ekmaideuvon evnAikwv OUPBAAMEL ONUAVTIKA OTh Helwon
amokAewopwv. O Biackman (2017) beixvel ot n emotpodr otnv ekmoaibsuon HeTd amd
pHaBntikn Slappon HELWVEL Tov Kivduvo peAAOVTIKAG TtapafatikotnTag, emBepalwvoviag Tov
pOAO NG MAONONG wC HOXAOU KOWWVIKAG oTtaBepotntog. e mopouolo TmAaiolo,
TEKUNPLWVETAL OTL N Seltepn gukalplat evOUVAUWVEL EUAAWTOUC EVAALKEG LECO OO TNV
ovadoUNon TWV EUTIELPLWYV TOUG, TNV EVIOXUCH TOU KOWWVIKOU KeGaAaiou Kal Thv avamtuén
Seflotitwv ypappatiopol (Papaioannou & Gravani, 2018). Ot Ramsdal and Wynn (2021)
PocBETouyY OTL N emavévTaln otnv ekmaibeuon odnyei Babuiaia os evioxuon TG ECWTEPLKAG
KLVNTOmolnong Kal avormAaLeiwon TwV EMAayYEAUATIKWY OTOXWV.

H &1a Blou pabnon cuvdéetal emiong pe SoptkoU tapdyovTeG KOWVWVLIKAG EvTagnc. 2 £épeuval
gmonuaivetal 6tL o PndLlokog AMOKAELOMOG CUVLOTA {NTNHA KOWWVLIKWY SIKALWUATWY, HUE
QUECEC EMUTTWOELC OTNV pooPBaacn os eknaldsuon kal epyacia (Sanders & Scanlon, 2021).
Akoun, ¢aivetal OTL N CUPUETOX eVNALKWY PeTavVaoTwY othv ekmaibeuon eaptdtal amno
OEOULKEC EUKALPIEG, VOWULKOUC TEPLOPLOHOUG Kol TIC Sladpopés {wng TPV Kol PETA TN
uetavaoteuon (Sohn, 2016). Téhog, Kataypddetal OTL n avaykn yla SdeUtepn eukalpia
Slopopdwvetal TO0O Onmd TMPOCWTIKA Kivntpa OC0 Kol Omd KOWWVLIKEG GCUVONKEC,
ovadelkviovTag Tov POAO TNC EKMALOEUONG WG HECOU QTOKATAOTAONG KOl KOWWVIKNG
enavévtaéng (Taka, 2023).

Eva amd ta Baclkd TAEOVEKTAUOTO TNG OUYKEKPLMEVNG MEAETNG elval n aflomoinon
TIOAOTAWY BLBALOUETPIKWY EPYAAELWV KOl TEXVIKWY, TO OTOLOL ETILTPETIOUV TNV OMOTUTTWON
Bepatikwy POTUTWY ToU SUCoKOAX avadelkvlovTal HECW CUHPATIKWY avookomnoswyv. H
xpnon tng availuong cuv-epdaviong AEewv-kAeLSLwY mapExel mpooBacn otn AoyKn HE TV
omoia n &tebvnc BiBAloypadia opyavwvel TIC EVVOLEC KOl TIG TIPOTEPALOTNTEG TNG, EVW N
xoptoypadnon Tou Eylve EMETPePe TNV QVOYVWPLON TWV KUPLOPXWV EPEUVNTIKWV
KateuBuvoewv oto medio NG ekmaildeuvong deltepng sukatpiag. Qotdco, Sev Asimouv ol
neploplopol. H xpron piag povo Baong dedopévwy (Scopus), KaBwG KoL N AMOKAELOTIKA
gotiaon otnv  ayyhodwvn BiBAloypadia, evOEXETOL va  €XOUV  TEPLOPIOEL TNV
OVTLTTPOCWITEUTLKOTNTA TWV EUPNUATWV. MNapd To yEYOVOGS OTL n ovopacia Kal n epunveia Twv
ocuvotadwy evéxel avomodeukta £vav PBabud umokelpevikotntag, kabwg PBaciletal otn
BewpnTikn Kplon Kal OTI( EPUNVEUTIKEC ETAOYEC Twv egpeuvnIwyv, n peBodoloyikn
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nipocéyylon e€akolouBel va anotelel alonioto epyaleio yia TNV avadelén LaKpOOKOTILKWY
BEUATIKWVY TACEWV.

5. Zuunepdaopara

JUUMEPOOUATLKA, Ta amoteAéopata TG BLBALOUETPLKAG avaAuong Seixvouv OTL N €peuva yLa
v ekmaibevon OeUTEPNC eukalpilag cuykpoteital yUpw amd SUO GUUMANPWHATIKOUC
Bepatikol¢ AEOVEG: TNV ATOMIKN MABNOLOK EUTIELPIO KL TIG KOWWVIKEC KoL OEOULKES
Slootdoelg Tng ekmaideuong. H cuvegétaon auvtwy twv V0 ontkwv avadelkviel Tn Babld
TOAUTIAOKOTNTO TOU TieSiou, OMOU N TPOCWTILKN AVANTUEN TOUu eVAALKA €KTTALOEUOUEVOU
OUVOEETAL AUECA LIE TIG TIOALTLIKEG SEELOTNTWV, TIC EUKALPLEG EMAYYEAUATIKN G EEEALENG KAL TOUG
UNXaVIoHoUC KOWWVIKAG évtaEnc. H xaptoypddnon twv cuotadwyv kablotd ocadeg OtL n
ekmaidevon evnAikwv dev pmopeil va vonbel povodidotata: amoteAel TautOXpova XwpPo
HUETAOXNUATIONOU Kal Epyaleio dpong avicotnTwyv. H peAETn, emouévwg, cuPBAAAEL oTnv
KATAVONOoN TwV Kuplapwv €peuvnTikWV KoteuBUvVoswv NG teAeutaiag Sekaetiag Kkat
TIPOOHEPEL £VA OUVEKTIKO TAALOLO avadopdg yla LeEANOVTLKEG EPEUVEG TIOU ETILSLWKOUV Va
VEDUPWOOUV TIG ULKPO-EUMELPIEC TNG HAOBNONG HE TIC UOKPO-KOWWVIKEG SOUEG TOU TN
Slapopdwvouy.
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REVISITING THE PAST

Rosa Parks: A life in a day
Thanassis Karalis, Professor, University of Patras

It was 70 years ago, on December 1st, 1955, when a seamstress returning home from work,
decided to change the world. Rosa Parks — or Rosa Louise McCauley Parks, as was her full
name, an African American seamstress, refused to give up her seat on a bus to a white man,
as was then required by law in Montgomery, Alabama. This act marked the beginning of a
major mobilization within the Black community of the area against the policy of racial
segregation.

Once the bus taking her home from work filled up — with black passengers seated and white
passengers left standing — Parks was expected to comply with the driver’s instruction and give
up her seat to a white person, in accordance with segregation laws. Rosa Parks refused. The
driver subsequently called the police, who arrested her. A few days later she was sentenced
to pay a fine, which she never did. This event led to the founding of the Montgomery
Improvement Association (MIA) on December 5th, 1955, by Black ministers and community
members, with Martin Luther King Jr. as its leader — who would later become the symbol of
the civil rights movement. The MIA decided to organize a bus boycott —a campaign that lasted
nearly a year, until the Supreme Court ruled segregation laws unconstitutional. On December
20th, 1956, by court order, bus seating was integrated.

Rosa Parks’ contribution is considered profoundly significant, and today she stands as a
symbol of the civil rights movement. Bus no. 2857 is preserved at the Henry Ford Museum,
with the fifth seat on the left side permanently commemorating that pivotal moment in the
struggle for equality for Black citizens in the U.S. The rest, as they say, is history — but a history
that ties the civil rights movement to adult education. As she later stated: “People always say
that | didn't give up my seat because | was tired, but that isn't true. | was not tired physically...
No, the only tired | was, was tired of giving in.”

The connection to adult education comes through the Highlander Folk School.
As later became known, Rosa Parks — following the encouragement of civil rights advocate
Virginia Durr — had attended, just a few months earlier, in August 1955, a two-week workshop
on civil and labor rights at the Highlander Folk School. Highlander is part of a broader legacy
on both sides of the Atlantic — through which adult education theorists and activists have
sought to promote civic learning and contribute to people’s empowerment. This wider
movement can be traced back to the late nineteenth century, when universities began to open
themselves to society primarily through extension courses and extramural activities. A little
later, activists — often with a theological background — such as Albert Mansbridge (co-founder
in 1903 of the Workers' Educational Association - WEA), Basil Yeaxlee, and other key figures
of the Great Tradition in the UK, alongside Eduard Lindeman and Myles Horton in the U.S.,
carved out pathways linking theology to labor and social rights. In subsequent decades,
political movements would ground their action on civic education — particularly for those who
had not had the opportunity to be educated at the socially prescribed age. Adult education
became the channel for citizen empowerment. Education, in this sense, is the understanding
of society and its structures —the development of critical consciousness about the forces that
have shaped people to settle for less than what human dignity demands — and, ultimately, the
empowerment that leads to informed and reflective action. This is exactly what a seamstress
in Montgomery did when she claimed her rights.

The Highlander Folk School was founded in 1932 by activist Myles Horton, educator Don West,
and Methodist minister James Dombrowski. Myles Horton is considered one of the most
iconic figures in adult education. He is widely known for his dialogical book with Paulo Freire,
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We Make the Road by Walking: Conversations on Education and Social Change, as well as his
autobiographical book with Judith and Herbert Kohl, The Long Haul: An Autobiography. It's
worth noting that Horton was deeply influenced by his studies at the Union Theological
Seminary in New York and by the Scandinavian tradition of adult education, following his visit
to Denmark with Don West to study the Folk High Schools model.

It is also worth noting that, in 1961, the Highlander Folk School was shut down by the State of
Tennessee due to its strong involvement in the Civil Rights Movement.
It was immediately re-established and continues to operate today as the Highlander Research
and Education Center. To this day, it is regarded as one of the most emblematic adult
education institutions globally — an institution that has brought to life the words often
attributed to Paulo Freire: “Education does not change the world. Education changes people.
People change the world.”

And when people choose to take responsibility for transforming their own lives — and the lives
of those around them — perhaps the troubled and turbulent times we are living through may,
in time, be left behind.
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Robert Kegan & Lisa Laskow (2025). Avocia otnv AAAayn (Emipélela: Avva
TownoukAn, Owpag MnapundaAng). Ekéooslg: Awadpaon.

To BBAlo «Avooia atnv AMayn» twv Robert Kegan kat Lisa Laskow Lahey
TIou emipeAnOnkav ywa tnv EAAnvikn €kdoon, ot Avva TOLUTTOUKAR Kol OwuAg
MmopunaAng, amno to MNTAE tou EKMA, épxetat va kaAUPeL Eva kevo oto medio TG
Eknaidevong EvnAikwv otnv EAAGSa amd tnv omtik Tn¢ YuyoAoylog twv
eVAALKwY atopwv. OL ouyypadeig, Exkmaideutég EvnAikwv kat WuxoAoyol, oto
Mavemnwotiuio Tou Harvard, emiBeBatwvouv pe tn Bewpia Toug pia Baoikn Béon
¢ Bewplag petaoxnuatiopwv tou Jack Mezirow. O avBpwmog £xeL tnv
tkavotnta va aAAalel og OAn tn ddpkela tng {wng tou. H avamtuén dev otapata
otnv edpnPeia.

OL ouyypadeig eLodayouv yla tpwtn ¢opd TNV Evwola «avooio otnv aAlayn» yla
va avadeifouv OTL n avaykn yla aAlayr cuvavtd eowTtepka epnodia. Ou pileg
TwV epnodiwv pmopouv va avalntnBoulv os mapadoxEg Tou mapeABovtog, aAAd
N avayvwplon Kat povo twv otpeBAwv avtwv napadoyxwv dev apkel. Xpetaletat
€va emumAéov Bripa avayvwplong TwV oUXVA OVTLKPOUOUEVWV EMIBULLWVY Kol
ouvaloBnuatwyv mou Bétouv gunmodia otnv aAllayni. H diayvwon, n puéBodog
OVTLUETWITLONG KO Ta EMITUXNUEVA Ttapadelypata aldayng mapouactdlovtol oTo
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BBAlo oe tpla pEPN Kal Evteka KedAAala. ITO MPWTO HEPOG Tou PBiBAilou, ol
ouyypadeig eotialouv otn SuvatoTNTA IOV £X0UV oL AvBpwrtoL va pabaivouv kal
va efeliooovtatl Sla PBiou umootnplloviog w¢ MPWTIO OTASI0 TNV avaykn
KOTOVONONG TWV YVWOTIKWY KOl cuvaloOnuoatikwv Slepyaciwv mou B€touv
gUmodia aAaync. 2to SeUTEPO HUEPOG, MAPOUCLAIOVTOL LEAETEC TIEPUTTWOELG KOl
anta napadeiypata, ano tnv ebappoyn piag dounuévng pebodou tecodpwv
otadiwv petaoynpatiopol Twy napadoxwyv, oe dtadopa opyavwolakd mAaiola
Ta omola mep\apfavouv amnd GUPUAKEUTIKEG ETALPEIEG KAL VOOOKOUEL £WG
akadnuaika tdpupoata kot Snuoctoug dpopeic. 2to Tpito pépog tou BiBAiou, péoa
QIO OUYKEKPLUEVEC SpaoTNPLOTNTEG Kal mapadeiypata mou aflomolovvial oTo
neblo ¢ Ekmaidevong EvnAikwv mpotpémouv oe SOk otnv mpan Ue
adetnpia mapadoxég, cuvalcOnuata Kal v emtbupia yia aAlayq mou kaBe
atopo dpEpeL.

To BBAio Twv Kegan kat Lahey mpoodépel, cuvenwg, pia véa « uéBodo pabnong»
TIou umooTtnpilel OtL n aAlayr umopel va cupPel péoa amod tnv mapdaAinAn
enegepyacia TWV VONTIKWV OXNUATWY KoL TWV CUVOLOONUATWY TIOU TTPOKOAOUV
TOOO OTO OTOULKO 600 KOl 0TO OHadLKO Kal opyavwaolako eninedo. Itn dldpkela
autng Tng emefepyaociag, €lte MPOKELTAL Yl ATOMQ, E€(TE yla OMASEC Kal
OPYQAVIOHUOUG, TO ACUVELSNTO YiveETOL OUVELSNTO, Ol SUCAELTOUPYLKEG TTAPASOXEC
avadluovtal wg MOXAOL HETACXNHUOTIOUOU KoL ONUOVTIKEG AAAQYEG UITOPOUV Va
oupBouv oe dladopoug topeic TnG Lwnc. OL Kegan kat Lahey umootnpilouv otL
UTTAPXEL L0l ECWTEPLKN SUVOLILKNA TIOU KPATAEL TOUC avBpwroug KaBnAwUéVouC.
MapdAAnAa, Opwg, oL AvBpwroL Umopouv va avakaAuouv Ta acuveidnta
Kivntpa kat Ti¢ Babutepeg memolBnoelg Tou Toug eumodilouv va KAVOUV TIG
emOUUNTEG oMAayEC. QoTO0O, ylo TOUG TEPLOCOTEPOUG avOpwWIouG, N
ouveldntomnoinon tng avayknc ywo aAAayr anod povn tng dev sival apketr yLa va
eTLDEPEL LOVIUEC aAAOYEG. XpelalovTal UTtooTAPLEN Yo va avakaAUpouv Eva VEo
cuotnua vonuoatodotnong tng {wng Toug aAAG Kol va ultepBouv Ta «EUMOSLA
HETAOYXNUOTIOHOU». XTNV MOpPEeia aUTAG TNG MeTABaong mpog tnv aAlayn, oL
ouyypadeig, wg Eunelpol Ekmaldeutég EvnAikwy, avayvwpilouv otL pabaivouv
Kall ot (6loL amod Toug eKMALSEVUOUEVOUG TOUG Kal TV ekmatdeutiky Stadikaocia.
E€aM\ou, o Robert Kegan kat n Lisa Laskow Lahey &gv £€xouv otapatrosL TOTE TN
SouAeld toug oto mebio tng Ekmaibeuong EvnAikwv kot tng Avamrtuéng
AvBpwriivou Auvapikou. O Robert Kegan, WuxoAoyog, KaBnyntric Ekmaideuvong
EvnAikwv kat EmayyeApatikig Avantuéng oto Navemiotuto tou Harvard kat n
Lisa Laskow Lahey, Avamtuélakry WuxoAoyog, Maitdbaywyog kat AEKTopag otnv
MNawdaywywky XxoA tou Mavemotnuiou Ttou Harvard, ouvepyalovtal
TepLocoOTEPO Ao 30 XpoOvia 0TV AVATITUEN ATOUWY, OLASWVY KoL OPYAVICUWY HE
oTOX0 TNV eniteuén tng alayng kat to BLBAio Toug «Avoaoia otnv AANayn» gival
QMOTEAECHUA AUTAC TNG ouvexoUC OAAnAemidpaocng HeE ATOUA, OUASEC Kol
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OPYQVLOUOUG arod 0Ao tov koopo. H ékdoon tou BBAiou ota EAAnvika eAmtidou e
otL Ba avoifel éva véo KUKAO oulntnong OmMou n OmTkn tng Exkmaidevong
EvnAikwv Ba mpooeyyloTel Kot amd TNV omTikn TG YPuxoAoylog TwV aTOpwY, TWV
OMASWV KoL TWV OPYAVICUWV.
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