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Preface

Dear readers,

This e-book contains the proceedings of the inaugural meeting of the ESREA Network
on Adult Educators, Trainers and their Professional Development (ReNAdET).

Educating the adult educator: Quality provision and assessment in Europe

The network’s first conference meeting was held in Thessaloniki, Greece (6-8 November
2009) at the University of Macedonia, and it was entirely devoted on issues of quality on
the education and training of the adult educator in Europe. The meeting was a forum for
exchanging theoretical considerations and empirical evidence, between researchers
studying the different roles and tasks of the adult educator and trainer and the ways that
these are assessed. The meeting also addressed issues relating to the quality of adult
educators’ training (initial and continuing), their professional development as well as
how these parameters could contribute to the overall quality of adult educational
provision in Europe today.

In total 4 keynote presentations, 83 paper presentations and 18 e-poster presentations in
eleven thematic workshops (divided in 5 parallel sessions) took place during the
conference, as well as eight special presentations were made in six (6) plenary sessions.
Based on the thematic workshops and the plenary sessions of the conference, the
structure of this e-book is the following:

¢ Keynote Presentations

e Paper Presentations

Quality assurance: Validating effectiveness for adult educators and trainers.

Professionalisation & professional development: Not anybody’s business.

Confronting quality: Theoretical assumptions and practical challenges.

Quality in educational provision: Redefining basic assumptions.

Becoming an adult educator in Europe: Some biographical perspectives

Quality under review: Policy development issues.

Developing competence and skill: New roles and new challenges for adult educators

today.

8. The role of the University in providing quality education and training: Unfolding the
HE agenda.

9. Initial and continuing training of teachers and teacher trainers: From initial
preparation to in-service training.

10. In-service training of adult trainers: The role of the enterprise and the role of the
individual.

11. ICT and quality provision: Issues of identity and personal knowledge management.

E-Poster Presentations

Educating the adult educator: European perspectives

Plenary Presentations

Highlights of major European initiatives and projects

N oW R

P e P e
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— PASCAL Universities' Regional Engagement project (PURE).

— Self-Evaluation in Adult Life Long Learning (SEALLL).

— Grundtvig International Network of Course Organisers (GINCO).
— Promoting Active Learning and Ageing of Disadvantage Seniors (PALADIN).

— Study on Key Competences for Adult Learning Staff.

We sincerely hope that this e-book containing the proceedings of our first meeting will
stimulate a productive dialogue and contemplation on issues of shared interest.

The editors

Adamantios Papastamatis
University of Macedonia

Georgios K. Zarifis
Aristotle University of Thessaloniki

Educating the Adult Educator: Quality Provision and Assessment in Europe
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Efthymios Valkanos
University of Macedonia

Eugenia Panitsidou
University of Macedonia
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HAKE, Barry
1 EUROLEARN,
The Netherlands

"Talking 'bout my generation”, and Revisiting 'Authentic
Learning’”: Reflections on communicative competences, lifelong
‘biographical learning’ of adult learners, and the professional
development of adult educators

Introduction

As a young graduate, | was trained as a teacher of young people in secondary
general and vocational education, and | have a diploma to prove it. Here it is! Upon
becoming a state-registered teacher in September 1965 at the grand old age of 22, my
first class, to my great surprise, was an “evening class” with a group of adult employees
working for the local authority. During the coffee break one of the participants
approached me, and he asked whether | remembered him. It turned out that he had been
the engine-driver of the train which had taken me to school. He had since been made
redundant following the closure of the line, and he was now being retrained for an office
job. The subsequent conversation, about this critical event in his life, his biographical
transition and the new period of learning in middle age, convinced me that | wanted to
become a teacher of adults. | have done this throughout my career since that evening in
the mid-1960s. In addition to my research on adult learning, | have been involved in the
training of adult educators, mostly part-time evening students, at university level for the
past 30 years! Although | have a PhD in adult education, | do not possess a recognized
qualification to teach adults. What can these biographical notes possibly tell us about
competences and quality of provision?

Revisiting conversation and communicative competences

“Talking ‘bout my generation” is a song by ‘The Who'. You may be asking
yourselves “Who?” There is also a Neil Young song entitled “"Old Man”, with the refrain
“Look at my life; | am a lot like you were”.

Despite the puns, there is an important inter-generational message here with
regard to the nature of the role of “conversation” in adult learning. This is my theme
today. | understand conversation here in terms of “learning as an iterative dialogue with
the world, with artifacts in the world, with oneself, with fellow learners, and with adult
educators”. From John Dewey and Lev Vygotsky onwards, the social constructivist
understanding of learning conversations has also constituted the core conception of
“authentic learning” in formal, non-formal and informal environments. Notions of “thick
authentic learning” are now central to the discussion of conversations in web-based
learning environments.

As adult educators, we do indeed today increasingly work in ICT-based learning
environments. One current issue regarding conversation and authenticity in web-based
learning — and it is presently my personal dilemma - is how to “To twitter or not to
twitter” in blended learning environments. Nostalgia for my own earlier work, as a
teacher in museums and community-based learning in the “old world” of adult learning,
might lead me to doubt whether the “art of conversation” can be part of learning activity
in the world of Twitter and weblogs. But, the current day-to-day realities in formal, non-
formal and informal learning settings suggest to me that authentic conversation
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continues to be a vital debating point with reference to social interaction in the virtual
world of learning. The question then becomes, which inter-personal “communicative
competences” are required by adult educators?

The landscape of conversations in lifelong learning

Adult learners comprise a very mixed bunch of people in terms of their ages, social
backgrounds, their experiences of initial and post-initial learning, relationships and
households, involvement in paid and unpaid work, gender, and ethnicity. Adults have
always engaged in learning when things change in their lives: they feel themselves
unqualified or under-qualified; they become redundant and unemployed; they get
divorced; their partner dies; they encounter health problems; they are increasingly
expected to work beyond retirement; they migrate to a different country; they can
become classified as political or economic refugees. Today, adult learners comprise an
even more diverse public of individuals who are confronted with a whole new range of
transitions and challenges in their increasingly complex lives. Japanese men now
encounter the end of the “company man”, while women worldwide are still confronted
with the ‘glass ceiling” of limited career opportunities. The current global financial crisis
has demonstrated the high level of individual risks and the complex personal transitions
involved which call for competences to “learn to survive”. Adult learners have become
“transitional learners” who seek to respond to the multiple “critical events” in their
biographies.

Teachers, trainers, ‘animateurs’ and counsellors who work with adult learners in diverse
learning environments also comprise a very mixed bunch of people. They carry out their
work in very diverse organizational settings such as: adult (evening) schools, vocational
(re) training centres, continuing education in higher education, open universities, career
guidance, coaching and mentoring, libraries, museums, media centres, community-based
learning and social-cultural animation, public and private enterprises, workplaces
including small companies, trade unions, voluntary associations, sport clubs, music,
dance, literature and art, churches, political parties, and social movements. Given the
richness of these disguises of the adult educator, it is indeed difficult to trace how
individuals become adult educators, to arrive at a definitive job specification, to delineate
the competences they need in order to do their jobs, or to identify any sense of a common
professional identity. One could pragmatically say, let us just call them “practitioners”
and get on with the job of training them. However, given the broader landscape of adult
educators as cultural disseminators, the P for practitioners in informal learning could
include:

“Peers, poets, propagandists, priests, peddlers, politicians, performers, publishers,
pamphleteers, playwrights, publicans, and practitioners of the plastic arts”, to name but a
few! Many of them are part-time, many are unpaid volunteers, and most of them do not
see themselves as adult educators.

The day-to-day reality in adult learning environments is indeed a “patchwork” of
diverse adult learners, and a very heady mixture of adult educators. What adult learners
and adult educators do have in common, however, is their rich life experience. This
suggests the possibility for conversations about their biographies and their learning
trajectories in authentic learning environments. However, in much of adult education,
there is all too little conversation, learners and teachers do not necessarily understand
each other. It is all too clear that many well-intended efforts to engage adults in learning
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do not take account of how their life histories and learning biographies influence their
dispositions towards an engagement in lifelong learning throughout the life course.

This raises important questions about how adult educators are trained and how
they acquire the competences needed in order to be able to respond to the diversity in
the “learning biographies” of adult learners. Adult educators need to be able to
understand the learning biographies of adult learners in order to better understand and
address the personal, interpersonal, situational and cultural factors that promote or
hinder active participation in learning. Above all, this gives rise to fundamental issues
concerning the lifelong learning of adult educators themselves. This is a question of their
own continuing professional development, their personal reflection about their own
learning biographies, and, above all, enhancing their own competences to promote
“biographical learning” by adult learners. How can we enhance the competences of adult
educators to undertake “biographical work” in authentic and conversational learning
environments? | understand “biographical work” as the competency “to attach new
sources of knowledge to biographical sources of meaning in order to recreate oneself
afresh and insert oneself in the world”. | will now address this question in terms of two
specific formats of communicative action: authentic conversations in the form of the
“learning biographies” of adult learners and adult educators, and the relevance of
“learning diaries” in working with adult learners.

Conversation and learning biographies

Knowledge about the learning biographies of adults can help to unravel the reality
of learning activities in diverse learning environments. The reality of adult learning is
indeed a patchwork of learning opportunities made available at work, at home, among
friends, in hobby clubs, voluntary associations, evening classes, churches, etc. As revealed
in Sawchuk’s study of the life histories of working-class men and women, Adult Learning
and Technology in Working-Class Life, adult learners draw upon a multiplicity of non-
formal and informal learning environments in relation to their ICT competences. These
learning environments are more often marked by collective rather then individualistic
learning activity in the production of “useful” knowledge. As learning biographies all too
clearly demonstrate, these learning activities significantly take place at a social distance
from formal learning settings which have not served these adults well in the past. The
accessibility of broad-band internet is perhaps more significant than the availability of
formal learning environments in the promotion of lifelong learning in the lives of adult
learners.

At the other end of the social spectrum, | refer to a PhD dissertation which was
adjudicated “summa cum lauda” at Gottingen University in late 2008. In her dissertation
entitled Musicians as Lifelong Learners: Discovery through Biography, Rineke Smilde
employed biographical research to examine key developments in the lives of professional
musicians, focusing on the relationships between their learning and their lives, their
learning experiences, and their working lives as performing musicians. Her research
involved the collection of 32 “learning biographies” of musicians with varied professional
careers and from different age categories. Critical life events and related learning
experiences are described. The main thread throughout these learning biographies is the
question as to how these musicians learn, how they combine learning in different
settings, and what can be learned from this in the design of relevant learning
environments for lifelong learning in music. Musicians, experienced performers, music
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teachers and their musical apprentices would then have the opportunity to acquire
reflective and reflexive competences in their development as effective ‘lifelong learners’.

Smilde’s research into the learning biographies of musicians provides a fascinating
example of the potential significance of biographical research into the learning
biographies of adult learners and adult educators. Much of the larger body of research has
been developed within the work undertaken by the ESREA network on Life History and
Biographical Research. In exploring learning biographies, biographical research has
tended to focus, on the one hand, on open-ended interviews with adult learners and adult
educators, or, on the other hand, it has encouraged them to write their learning
biographies. However, there has also been growing interest in the pedagogical
application of “learning diaries” in day-to-day learning environments, for example, the
role of biographical materials in contributing to learning portfolios. This introduces the
question of the role of narrative records in understanding reflection about learning
activity.

Learning diaries as narrative learning records
Biographical approaches to the communicative understanding of learning activity
have contributed significantly to the practice of inviting students to compile narrative
records of their learning experiences. Such records are known as “learning diaries”,
learning logs”, and “Lerntagebucher” and “journal d’ apprentisage”. The use of learning
diaries has been developed and researched worldwide in formal, non-formal and informal
learning environments. Areas of application include blended learning, e-learning,
competence-based learning, evaluation of prior learning, learning portfolios or “bilan de
competences”, and research into ‘learning projects” in informal learning settings.
Learning diaries depart from the notion that learners can reflect upon, record and
learn from their experiences of day-to-day learning activities. They enable learners to
explore differences in relation to learning and greater understanding with regard to
questions such as: “why am | here?”, “*how | am here?”, “why | do what | do?”. Learning
diaries offer learners the space to narrate their experiences, to tell their “personal stories”
about their learning experiences, and to reflect upon how these experiences contribute to
their personal development. In terms of learning theory, keeping a learning diary should
contribute to the development of meta-cognitive competences and support “learning-to-
learn” through personal reflection.
In keeping a learning diary, learners can narrate their experiences with regard to
questions such as:
e Whatdid | accomplish today?
e Activities/situations/experiences that went well or were difficult?
e Unexpected problems or issues, such as explaining an idea in a group project
meeting?
e How you feel about the way you are doing things?
e What were the most significant events today?
¢ Inwhat ways was this day unique, different from other learning days?
e Did | have any particularly meaningful conversations?
e How did we work as a group together?
e Who contributed or not to work in the group?
e What were the emotional highs and lows?
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e What were the chief joys of the day?

e Didlfail at anything?

e Whendid | feel most alive?

e How effective am | in using feedback from others?

In the mainstream practice of keeping learning diaries, it is usually assumed that
learners know that their diary is their own personal narrative. In this sense it is a
“conversation with oneself”. Individual diaries are not made available to other learners in
the same learning environment. It is standard practice that the learning diary is only
available to the teacher, who would make use of learning diaries to introduce
improvements in the learning environment. In this sense, a personal learning diary is not a
component of formative or summative individual assessment, and they should only be
submitted after course results are known. However, things are changing in the virtual
world of web-based learning.

Quo Vadis: Conversation on the web and virtual social networking

A whole new debate has emerged with regard to the role of narrative learning
records in the age of the World Wide Web, “weblogs” and “social networking”. In the past
fifteen years — yes, just 15 years! — Internet has opened up a whole new virtual medium of
opportunities for students to discuss, share, and co-operate in relation to their learning
experiences. Weblogs and virtual social networking operate as innovative «sense-making
networks” and make available a new genre of personal diary-like websites. This gives rise
to a range of pedagogical and ethical questions with regard to the role of learning diaries,
narratives and conversation in web-based learning environments. These address
fundamental issues of authenticity and authentic learning.

Pedagogical issues:

Growing numbers of students are now publishing their personal learning diaries as
“weblogs”, and this means that learning diaries become “public” learning journals. Is
publishing weblogs to a closed audience of participants in a specific learning activity still
possible? How can weblogs be integrated into e-learning and blended learning
environments? There is an emerging practice in these learning environments that
requires learners to make their learning journals available to all participants in a specific
course. The communication of learning journals, via technologies such as photos and
videos from mobile phones, pod-casting, and streaming video offer challenging
opportunities for constructing “virtual stories” of learning experiences. Are weblogs no
longer restricted to text-based communications and can they include virtual images? E-
learning experts argue that written text remains a fundamental requirement, and that
writing helps to structure one’s ideas as opposed to the “immediacy” of images. The
sense of a personal voice expressed in a narrative form after all implies authenticity and is
an manifestation of personal uniqueness, that there is a “person” out there, if not “here”.

Ethical issues:

Web-based learning, however, raises a variety of ethical issues with regard to the
authenticity of conversation in web-based learning environments. Critical “bloggers”
argue that the creation of a “space of one’s own"” is a very fragile space in the virtual world
of web-based learning. "Who knows me whom | do not know?” is a key ethical question.
Numerous weblogs now provide guides to establishing criteria for determining “who is
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authentic” and “who is constructing a fiction”. One such criterion, for example, is the
tracking over time of other web-bloggers and participants in social networks in order to
establish their authenticity. Does this introduce virtual espionage which can undermine or
establish authentic conversation? Do web-blogs transform the learner from a reflective
journal-writer into a “publisher”, writing not for him/herself, but for an audience? Can the
existence of an audience corrupt authentic narration, and can virtual social networking
with readers hinder “honest” narratives? Does the audience corrupt authentic
conversation by encouraging narcissistic and exhibitionist performances, and can this
result in the publication of “interesting stories” for readers? Authors of weblogs can be
criticized by others for publishing the “wrong” things, and this may encourage “socially
correct” messaging. “"Do | belong?” and “Am | accepted by others?” can become
existential questions in the virtual world of conversation, not only for learners but also for
adult educators. Such ethical issues are seriously addressed by those responsible for the
construction of spaces for conversation and authentic learning in web-based learning
environments.

Conclusion

With regard to the theme of this conference, | have focused in particular upon the
importance of conversation and authentic learning in the provision of high quality
learning environments. These are not merely issues of the technology of the delivery of
learning, whether in traditional or web-based learning environments. They comprise
fundamental pedagogical and ethical questions about the role of narrative records in
inter-personal communication in the construction of authentic conversational learning
environments. Adult educators need to acquire the communicative competences which
will enable them to undertake the “biographical work” demanded by the use of narrative
learning biographies and learning diaries. This needs to be an essential component of
their training and continuing professional development. Before adult educators will be
able to encourage learners to engage in biographical work, they will themselves have to
engage in biographical reflection about their own positions in the world of adult learning.
They could well start their own narrative learning biographies and learning diaries with
three key questions: “why am | here?”, *how am | here?”, “why | do what | do?”
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The Difficult Realities of Engaging for Universities

Introduction

This paper is about the engagement of higher education institutions (HEIs), in
practice mainly universities, with their local regions. The idea that universities’ mission to
serve society extends beyond teaching young people towards degrees and doing research
is far from new. From service, outreach and extension through continuing education for
lifelong learning to a leading role in innovation for economic development, we have
presently arrived at the favoured term of engagement. Engagement extends from local
community and neighbourhood development through access and wider participation
efforts, work-based learning and student volunteering to collaborative research projects
and the exploitation of applied research via enterprise creation, IP, patents etc. It often
and naturally carries a strong local-regional connotation, but is also stretched to national
and even global levels. Terms often used though also contested today include third
stream (as in funding) and third mission.

Many efforts have been made in the past two decades to understand better and to
accelerate the processes of engagement, internationally and within countries. A number
of these are provided in the references at the end of the paper. This paper itself takes
note of some of these in asking why engagement seems so fraught, contested and often
frustrated. Discussion of barriers usually focuses on financial constraints, the
intensification of work effort, and the ever-widening spread of universities’ mission.
These are certainly important, but this paper reflects, rather, on some of the deeper
cultural forces, values and assumptions that characterise the ‘traditional’ university, and
affect ‘community’ attitudes to universities especially at the level of the local region. It
also reflects on the scope and purposes of ‘engagement’ in the context of the
contemporary wider struggle to rebalance the economic with the social and societal,
which characterises the Reagan-Thatcher reforms and the contemporary world crisis
deriving from neo-liberalism.

The scope of this paper and the terminology of engagement

Language is important in our world. It changes rapidly, not only because of new
phenomena and consequential linguistic requirements, but because of fashion and
marketing. Invent a snappy and quotable new term as an academic and your citations
rise. There are many in this arena, as there are elsewhere — the modern, the engaged,
innovative, entrepreneurial university, and more distinctively and recently Universities for
Modern Renaissance, and the 3GU (Powell and Cairncross 2009, Wissema 2009). Not
many decades ago the use of the term ‘mission’ vis-a-vis universities attracted scorn, and
mockery about adopting a missionary position. Using the right — or smarter, newer —term
helps profile and marketing; not to do so risks being passed by.

Yet words are our main tools. We need to use them with more thought and care
than is common, especially when we are working across as well as within particular
languages - Greek, Russian, or English — and using the distinct languages of different
communities of practice and departments of state.

ESREA, the sponsor of this event, exists to promote the development of research
into and learning about the education of adults. It is still strongly anchored in universities.
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Research however takes many forms. The work that | draw on here is not characteristic
mainstream research into the education of adults. Whether it should be called research is
itself a political and profiling matter: who defines, owns and uses what we choose to call
research? Does it help to speak rather of knowledge-making, or of applied scholarship?

Thinking about ESREA, there is a parallel narrative: of another early European
professional body. EUCEN like ESREA also precedes the EC megabucks era. It is another
innovator which has moved significantly beyond its specific Continuing Professional
Development origins. A main purpose of big EC funds, in our arena as elsewhere, was
achieved early and well via these non-governmental networks. That process of getting to
know and learning from one another is now continuing and changing, as the scope and
meaning of ‘Europe’ and more tangibly of the EU expand. My remarks may represent an
invitation to ESREA members to continue innovating and taking the lead in another kind
of way — in this case in applying your expertise and energy to address new kinds of
challenges, where relevance and utility are valued. Networking and partnering as a way of
both influencing and working effectively have become a widely recognised strategy. But
unless we take care about language, and about diversity of context, we may make a
difficult task harder by adopting superficial remedies.

My own research — or perhaps rather scholarship - as contributed here, is therefore
partly about understanding the changing meanings of the words that we use all the time
—even words like research and Europe. More obviously it is about using our understanding
to change and improve the situation. It sits within an applied, action research,
participatory tradition. It is unashamedly ‘impure’. It requires critiquing the universities
which are employers, working homes and identities for most of us, seeing them from
outside rather than internalising and entirely accepting their language and logic as
academic community insiders. Each of us belongs also to other and wider communities,
local and global, of which the academy is just one influential subset.

This means that you are as likely to be instinctually unsympathetic as receptive to
what | say, despite a long tradition of radical social purpose that characterises the
mainstream of adult education in different European traditions — from people et culture
through folk high schools to workers’ education and the old UK tutorial classes
movement, and on into various incursions into university-led community development. In
the main we have been dedicated to educating — empowering, liberating, liberalising —
individuals rather than engaging with and altering the social and economic structures,
and the organisations and institutions, of society itself. University engagement as
understood in recent years is more but may also be less than this, depending how it is
adopted by different institutions and especially by their leaders. For some, third mission is
a road-to-Damascus direction-changing perspective; for others it starts and stops with
additional income-generation.

Difficulties from a university perspective

Engagement implies two or more partners, in this case an HEI and its ‘community
partners in the local region. From the university side the idea of university engagement
for regional development offer several points for anxiety, and possibilities for ideological
difference. It certainly means working with governments and their administrations at
local-regional level, whereas radical adult education has always and naturally inclined to
be oppositional. It connects us to economic development, and in recent years inevitably
therefore to the neo-liberal agendas of most governments — VET and training, the skills
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agenda. These are closer to the old heartland of EUCEN, but are not the most favoured
territory of most in older adult education, or at least in earlier-times ESREA. The adoption
of regional engagement and the learning region into the agendas of big international
bodies — none more strongly than the EC itself — ties us in with lifelong learning. But it also
makes us suspect to the radical tradition, to the point of being equated with neo-
liberalism, and contrasted with adult education, used to mean the older individualistic and
liberating tradition.

My current work can thus disturb those of us who grew up in and hold to the civic
purposes and equity values of adult education. It is more discomfiting to those immersed
in and possessed by the mainstream tradition of European higher education. This has
goo+ years of university history to legitimate and sustain its confidence, but also to limit
its vision. Walking around Bologna a few weeks ago | could not help thinking —‘no wonder
there is resistance to the modernisation processes of the Bologna process, the Lisbon
agenda and so forth’. Who would want to abandon all this? The European Community
agenda for Europeanising our higher education is also an agenda for its modernisation
largely in an Anglo-Saxon direction. Not every professor, rector and student is in love with
the entrepreneurial university (Burton Clark 1998); not all favour putting these institutions
at the service of a now-failing neo-liberal political economy.

It does not have to be like this. There are other ways of seeing, other directions for
taking the idea of regional engagement; directions much more in harmony with our adult
education traditions of open access for all, equal opportunity, and a strong and active civil
society.

Pascal and the Pascal PURE project

The anchor points of the Pascal International Observatory’s Universities and
Regional Engagement project (PURE) are the management of place, strengthening social
capital, and nurturing the learning region and a broad meaning of lifelong learning. A
central Pascal refrain (taking the title of one of our first published books) is about
rebalancing the social and the economic in public life (www.obs-pascal,com, Duke,
Osborne and Wilson 2005). Coming back to possible discomfort for traditional academics,
as well as forward to the work of PURE, an all-permeating purpose is to enable policy-
makers and administrators on the one hand, to understand, learn from and work with
academics on the other. A vital presumption is that regions and universities both and
each have much to gain by strong, sustained, trust-based, engagement across a wide
spectrum of scholarship and policy practice spanning the environmental, social, civic and
cultural as well as the economic.

Pascal was created in 2002 in the context of an international conference held by
OECD in Melbourne on universities and regional development. It has continued to work
with OECD on some matters, while developing its own networks and programmes. At
present OECD is undertaking a 2" cycle of studies on the lines of those completed and
reported in 2007. PURE was planned in 2008. Its first cohort of 15 regions taking part
across four continents runs throughout 2009-2010, to be followed by a 2™ cohort
beginning in 2010.

A recent note prepared to answer questions about how the OECD and the Pascal
approaches compare is annexed to this paper. It is included to inform readers interested
in the respective methodological approaches, and in the philosophies behind the
approaches of these differing international bodies. In short IMHE seeks to describe,
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analyse and advise, Pascal to act as an active and direct co-worker and change agent,
network-building with and learning alongside partner regions.

Universities and the 3 mission

Returning to the main thread of discussion, there are many reasons why we might
all consider engagement to be self-evident common sense. With few exceptions,
universities inhabit, influence, draw sustenance from, and cannot but contribute to, a
particular place or places. At the very least they cohabit and must co-exist. Life between
institution and extended neighbourhood can be very rewarding, or quite unpleasant. City
centre universities that rip down historic buildings and replace them with massive,
functionally bleak blocks, then fill the inner suburbs with over-boisterous young students
on and off through the year can easily get themselves detested, as can campus
institutions that cajole local authorities into allowing sprawl across much-loved green
fields. On the other hand Richard Florida (Florida 2002) sees universities as vital to the
success of vibrant cities. Their universality is now expressed in their international student
clienteles and the dollars as well as cultural and other indirect benefit that these represent
to the regional economy, connecting the global with the local.

Universities have always been vocational training centres for the elite, governing
or middle classes, although the content of that preparation has altered as societies have
changed. The ‘skills agenda’ is in this sense not new, any more that the ‘third mission’ of
service is new. This was a foundation stone of the American Land Grant universities a
century and a half ago, extending the service agenda from teaching through the other
forms of scholarship which we call research. As Bob Gleeson remarks in a chapter on
Third Mission and the history of reform in US higher education ‘discussions among
academics about the “third mission” are too often described as controversial’. He argues
that ‘social, professional and community engagement have played key supportive roles in
the evolution of most parts of the modern American university’ (Gleeson in Inman and
Schuetze 2010, forthcoming). If these service dimensions extend in some institutions and
disciplines as well as in much institutional rhetoric to a world level, their most natural
arena for expression is the region where the university is located. This usually provides the
main source of student lifeblood as well as resources for research and other development
projects. Alongside the American land-grants we can set the contemporaneous British
19" century civics, now the heartland of that country’s great university tradition (see for
example Scott 1995). In many countries there are also prestigious technological
institutions, renamed as universities and seen as fully their equals.

Some of these universities — like my own first employer, then a London
polytechnic, and my most recent, an Australian institute of technology — were de facto
people’s universities, anticipating by a century the equity agenda that drives widening
access for social as well as economic reasons — and which is also essentially a local-
regional affair. This adds an important otherwise missing link, which is to mass higher
education as potentially a great democratiser. Admittedly ‘massification’ (Tapper and
Palfreyman 2000) is also taken up as a tool in a grim struggle between nations and
regions for ‘competitive advantage’ in the global-Darwinian to-death dance. It is valued
by all the OECD nations for its economic significance in return-on-investment terms
(OECD 2009). This should not deflect us from valuing it no less from the perspective of
equity, and indeed quality of life and civilisation. Admittedly also the main policy
discourse about writing about universities and regional development is economic, having
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to do with innovation systems, inward capital flows and the creation and retention of
human capital.

| have expanded on these political-radical and neo-liberal scenarios to show how
regional engagement can be seen in opposite ways. Depending how it is understood, and
how universities behave, it can show either of its Janus faces, This may also help us to see,
if only from our own academic side, why what on the face of it appears to be simple
common sense can be such devilish hard work.

Intensification and persisting 3" mission, goodwill

| will not dwell long on the indisputable pressures that individual scholars and
academic departments experience in trying to teach more with less, under increasingly
sophisticated audit scrutiny, in sometimes authoritarian and competitive managerialist
environments ( (Tapper and Palfreyman 2000). The commodification of (higher)
education takes unattractive forms. What is presented as greater independence for
universities (hoisting ‘academic freedom’ with its own petard) means bottom-line
calculations, and making income-generation a powerful determinant of what is
permitted. Small wonder, in a country with a tradition of direct action, that French
students have taken to the streets in protest at President Sarkozy’s attempted extension
to them of neo-liberal-style institutional autonomy.

For individuals and institutions alike, prestige and advancement rely heavily on a
particular kind of publication; competitive league tables mesmerise governments as well
as institutional heads. The UK weekly Times Higher Education regularly features items of
news and analysis about the intensification of work, especially the pressure to publish in a
competitive audit culture with world league tables. Oflate these have been joined by
contributions voicing critical resistance against adding ‘impact’ — one might all but say
relevance and utility — to the criteria for assessing research. Inevitably, this reaction also
militates against the whole notion of connecting higher education with its world through
engagement.

Small wonder also that in this — what we might now hopefully call late neo-liberal
— environment, there is little enthusiasm for engaging with regional development. This is
seen to mean yet more work (greater stretch of mission), diversion from more prestigious
and ‘pure’ scholarship and publication, and dallying with the region. Another debate
concerns the neglect of teaching, relative to research, in this environment; at least there
is no doubting the legitimacy of teaching as one of two primary missions. In reality
engaging is far from attaining that stature.

The region itself is quite commonly seen in a sense of local and parochial, rather
than global and prestigious. The scales are heavily weighted in terms of conventional
short-term interest and obvious resource constraints; it is easier to calculate student fee
and research grant income than the indirect and delayed gains from engagement.
Happily, most people are not simply the economically calculating automata of economic
theory. Much of the brilliant and transformative engagement and community service that
| have seen though a lifetime working in this sector has been and continues to be inspired
and driven by individuals and groups of academic who wish to do good, and to do it well
in a rigorously professional sense; community service is alive and
vibrant.

Difficulties for regions
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| have concentrated on regional engagement in the world as it is experienced by
people like us, working in universities and involved with research and education. Turn this
round and ask about ‘the region’ with which in the name of engagement we are meant to
be partners. Is it any easier here?

The answer is 'no’ - but also that this is too simple a question. Higher educational
institutions are hugely diverse, to the point where it is often better to talk of tertiary
institutions, as the OECD frequently does. Regions are if anything more diverse still. They
are more insecure, lacking the goo-year history of the European university. They are
commonly less well grounded, other than in formal jurisdictional terms. Historical,
cultural, geographical and economic realities do not always align with their boundaries; so
while some are rich in cultural capital and regional loyalty, others lack roots and civic
energy. They are also generally less well networked internationally, without the
traditional ‘universality’ of the university, and probably less well able to lobby, by virtue of
their constitutional and legal position.

Regions are at the whim of sometimes distrusting, often restructure-prone,
national administrations. Probably most of these have deeply centralist tendencies. In
times and places of local restlessness scaling up to independence movements as in
Corsica, parts of Spain, Kurdish Turkey, southern Thailand and the Philippines, and Great
Britain it may be impossible for some regions to have essential powers devolved. Even
without the more extreme situations, few governments are clear what is the right and
best level or levels of regional administration, what powers best reside at which central
and other levels.

Regional authorities even if strong and well trusted, as in some stable federal
systems, have a plethora of duties, responsibilities, and delegations. Working with
universities may not be self-evidently high among their priorities - especially if these in
the past earned, and sometimes still project, the mystique of the ivory tower; and if they
are led by vain and arrogant rather than public-spirited and collaborative heads. Regional
authorities are self-evidently second tier, inferior in power to the national. They are likely
to have less talented and well resourced administrations, and to feel second class, even
when they are excellent. They are at the mercy of local as well as national elections; and
of other political pressures and lobbying, private and third sector as well as public.
Education, if it falls within their jurisdiction at all, is a big budget item, more of a political
and financial headache than a natural resource for developing the region. If higher
education is funded nationally, the regional authority lacks leverage to influence
university behaviour through its reward systems; then it can only plead and persuade.

This is to paint a bleak but often realistic picture, if not of the present then of the
recent past in many countries, of insecurity, and therefore of short vision and low capacity
for long-term sustainable partnership. On the other hand the rhetoric and reality of the
‘knowledge economy’ and ‘knowledge society’, the great intellectual wealth and
knowledge-making capacity that universities possess, their obvious centrality to what we
call human capital formation and renewal: all these mean that a purposeful region cannot
but want to draw universities into its planning, innovation, renewal, and overall
development work.
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Implications

To sum up: universities and regions alike are products and creatures as well as
actors and creators, in their shared culture and environment. Each needs the other. Both
can plead severity of problems - of history, of weak reputation, of resources in all senses,
of urgent short-term pressures - as reasons why fuller engagement cannot yet be
undertaken, or must be initiated elsewhere.

The OECD's recent work in this area properly directed its recommendations for
change to three parties: universities, regions, and the central government (OECD 2007).
Another party (whose address like Father Christmas’s is not so easy to find) is the broader
culture that allows or inhibits these things. Of this culture we are all a part, and for it in a
sense also responsible, also as both products and actors.

This paper does not offer solutions to these complex problems. In England the
Lifelong Learning Networks attempt to connect further and higher education at local-
regional level to better meet regional education-related development needs; they are at
the point of meaningful evaluation, but at risk of an early demise because of familiar
short-term start-up funding (Ward 2009). | have written elsewhere that part of the way to
effective third mission and engagement might be by planning and making policy via
region-based systems of higher (or tertiary) education, rather than as now with each HEI
in isolation (Duke 2008) — not an approach likely to find favour with proudly independent
and very competitive universities.

| have characterised this world of our making as global, neo-liberal, and in a critical
condition. The current fiscal-economic crisis may prevent the assumed early return to
‘business as usual’. As to the now present ecological global warming sustainability crisis,
‘business as usual’ will be impossible. So far, the only visible response from most
managers of higher education to fiscal meltdown and subsequent economic perturbation
is exclusively ‘internal’ — how do we manage with fewer resources to go on doing
essentially what we have been doing hitherto? The idea that a new agenda for action is
called for, throughout the curriculum and throughout the research programme, has yet to
form.

Looked at in this context of double jeopardy, it is | suggest time for universities to
engage in full and reciprocal partnership with the other sectors and stakeholders of their
region, and to make the so-called third mission their all-permeating central or first
mission. Each of us who is connected with a university, and lives in a region, can play a
part in this.

Annex

The Involvement of Higher Education Institutions (HEIs) in Regional Development - characteristics and
benefits of two approaches

This note sets out how two concurrent approaches to the contribution of HEIls to regional development
differ in complementary ways — the Review of Higher Education in Regional and City Development 2008-2010
of Institutional Management in Higher Education (IMHE) OECD, and the Pascal Universities and Regional
Engagement (PURE) project of the Pascal International Observatory.

The organisations

IMHE as part of OECD is an association of subscribing universities within an intergovernmental organisation
(IGO) accountable to and controlled by the OECD Ministers. OECD is highly respected and taken seriously
by governments. OECD’s mission is with economic development, and other policies seen in an economic
perspective. IMHE OECD works to a prescribed biennial Programme of Work. Its mission is with the
management of higher education.
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Pascal is a light-touch international nongovernmental organisation (INGO) led by senior professional
people. These are drawn from the public policy and academic sectors, and committed to enhancing
collaboration and knowledge-sharing between the public policy-making and academic worlds, resulting in
better practice and continuing learning. Pascal’s mission is to enhance the capacity to use knowledge, learn,
and do better, on the part of organisations of all kinds in the public arena, and to foster balanced
development. Social, civic and environmental issues are as central as the economic and educational.

Origins of the two studies

OECD has undertaken several studies of the contribution of higher education to regional development in
and since the nineties, producing reports in 1999 (IMHE) and 2001 (CERI). Pascal was created in the context
of a large OECD Conference based on the CERI study and hosted by the Government of Victoria in Australia
in 2002. Pascal was formed by RMIT University in association with OECD and the State of Victoria. It is now
administered from nodes in three continents.

The most recent OECD work was its reviews in 14 regions, Supporting the Contribution of Higher Education
Institutions to Regional Development, managed by IMHE in collaboration with the OECD Directorate for
Public Governance and Territorial Development and the English Higher Education Funding Council. It
comprised a self-evaluation review (SER) by each region followed by an evaluative visit of an OECD expert
group to produce a ‘peer review report’ (PRR). That work in 2004-06 resulted in the 2007 report Higher
Education and Regions. Globally Competitive, Locally Engaged. Members of Pascal played key roles in this
work.

In 2007 and 2008 IMHE and Pascal discussed future developments through meetings in Valencia, Pecs and
Limerick. There followed a new round of IMHE work to review higher education in regional and city
development in 15 regions, in 2008-10, and a separate Pascal Project on Universities and Regional
Engagement (PURE), with an initial cohort also of 15 regions for the same period.

Objectives of the two studies

Pascal PURE values balanced regional development, and strengthening the 3™ mission of tertiary and
higher education. It operates as a partnership of the two main parties working together, and is concerned
with all aspects of ‘the health of regions’. Pascal’s governing body, like the PURE Advisory Network drawn
from the Regions, comprises members of regions and of higher education institutions. In terms of
participating regions, it is deliberately eclectic, allowing for diversity of regions. This allows it to explore the
potential of different kinds of regions and authorities to work for development. Low-population rural and
remote regions and ‘non-general-authority’ regions are included, as well as large city regions and small
countries, seen as single ‘regions’. PURE also considers ‘tertiary’ issues — how the higher and non-higher
tertiary elements may connect systemically; and it explores ways of measuring progress formatively.

PURE is an action research and development project, flexible and adaptive to the diverse needs and
capacities of different kinds of regions within a common rationale, framework and set of purposes. It
facilitates an ongoing community of learning regions, networked as a single international community,
which includes sub-group Clusters that relate to different particular circumstances and priorities. PURE
operates as an open information-sharing system.

IMHE is centrally interested in the management of universities; its Board of Management consists of
university stakeholders. Since IMHE is also part of the IGO OECD, it considers only recognised regions in the
national/federal governance structures’, that is, ‘recognised in terms of national administration’.

By taking regions that are part of the national and regional government structure, IMHE is able to use
OECD’s full standard economic and related data bases in reviewing regions across a strong set of indicators;
IMHE connects with other OECD data sources in creating a regional profile to inform the two reviews which
are the heart of the work.

For 2008-10 IMHE has continued as its ‘key questions’ the general objectives of the earlier study about
policies, practices and mechanisms that help mobilise higher education for regional development, and
about how to make reforms happen. Like PURE it has added a question about the impact of the economic
crisis, along with the challenging question ‘Which brings greater benefit to cities and regions: a high
performing regionally focused HEI system or a single world class university?”

Methods of working
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The IMHE methodology employs the same evaluative methodology as was used in 2004-06, supplemented
by some additional questions and a facility for electronic interactivity. Its carefully detailed template
requires regions to undertake a rigorous self-analysis, and to produce a lengthy report of up to 8o pages; it
is expected that this will take the region 3-6 months to complete

An IMHE administrator visits the Region to agree a single week-long review visit. An IMHE administrator
and three outside experts (one national, two from elsewhere), acting as a ‘peer review group’, then meet
different parties and judge the relationship and contribution of HE to the Region’s development. The
central outcome is two twinned studies, the self-evaluation review report (SER), and the visiting experts’
report (PRR). These reports feed into an OECD synthesis report at the end of the biennium, which will be
prepared by IMHE. IMHE offers to help with a national event to share the findings within each country of
which a participating region is a part.

IMHE also organises periodic briefing and roundtable type events. Regions send participants to be informed
by other authoritative OECD experience of the issues. These events enable exchange between regional
leaders and representatives, supported by electronic exchange to assist network-building. The main IMHE
dynamic is the evaluative review, managed by IMHE as part of an authoritative intergovernmental
organisation.

PURE is developmental and highly participatory — operating as a web rather than spokes of a wheel. The
main dynamic is not judgemental but developmental. Whereas IMHE requires a detailed and fully
documented self-evaluation review, PURE requires only a much briefer outline Regional Profile. This is
followed by a Regional Briefing Paper preparing for an initial visit by a Consultative Development Group of
four (all international, or one from the same country and three from elsewhere). Following preparatory
discussion the CDG visits for 3-4 days, focusing on the Region’s perception of priority needs and exploring
together what strategies might advance these. CDG members are frequently drawn from other PURE
participating Regions, thereby strengthening inter-regional exchange and learning.

Following the preparation and adoption of an agreed Regional review report (RVR1), each Region then
develops an Action Plan in consultation with a network of senior PURE professionals. Clusters of Regions
within the full cohort enable deeper shared analysis and comparison of the issues most important to them,
as chosen by each Region. Each Region then works on its own Action Plan, connecting to other Regions
with communications support from the PURE office, Cluster interactivity, and mentors for its Action Plan
work as well as for Cluster participation. The Consultative Development Group returns to the Region, again
for 3-4 days, a year after the initial visit.

Pascal is developing unique tools to identify and benchmark progress in the processes and results of
engagement between HEIs and their Regions, sharing initial trialling, with follow-up application a year later.
This work, the work of the several specialised Clusters of Regions, and the experience of each participating
region, including examples of outstanding good practice, are drawn together in an interim synthesis report
combining theoretical analysis with strategies and methods for improving the processes and benefits of
engagement.

It will be clear that the two programmes and approaches offer different benefits and are complementary.
One Region is taking part in both programmes. It is quite likely that other Regions, seeing the different
advantages of the different approaches, will over time do likewise as the two programmes continue, with
new Regions taking part, after 2010. this note is prepared to assist them in making such a decision.
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Adult Learning Professions in Europe: A synopsis of the
study on the current situation, trends and issues’

A number of European Commission papers refer to adult learning staff playing a
key role in making lifelong learning a reality (EC 2006 and 2007). Quite obviously such
individuals are key players in facilitating learners to develop knowledge, competences
and skills.

That being said, little is known about this particular group of practitioners,
particular those involved in Non-Vocational Adult Learning.

By NVAL | am referring to adult learning not directly linked to the labour market.

This definition also encompasses initiatives that are indirectly related to (or supportive of)
vocational development (such as basic skills, languages, ICT and personal competences
that contribute to employability).

Formal NVAL is generally provided in or through the systems of schools, colleges,
universities and other formal education institutions and is attended by adults who often
left uninterrupted initial education without mainstream school or other qualifications and
who now wish to gain these qualifications in later life.

Formal NVAL, particularly at upper secondary levels, is generally publicly funded as a
form of continuing or further education or, to use a deficit model, second chance,
palliative, recovery or compensatory education and training.

Non-formal NVAL is provided in education and training institutions, but more
often takes place outside and alongside mainstream systems of education and training. It
is often linked to social movements of various kinds and educational activity with such
social purposes does not have a direct link to the labour market, generally not requiring
specific qualifications to enter and engaged in by the learner for personal, social, civic and
cultural purposes (Eurydice, 2007).

Of course although a theoretical differentiation is made between non-vocational
and vocational adult learning there are many adult learning providers whose programmes
include courses or training in both categories. Further there are few adult learners who do
not have multiple motivations that straddle the social and vocational.

In the study that | will briefly describe, we therefore decided not to make a strict
distinction between providers of vocational adult learning on the one hand and providers
of NVAL on the other hand but to be pragmatic depending on the programme of the
individual provider.

These areas of activity were identified by the European Research Group on
Competences in the field of Adult and Continuing Education in Europe, which was
initiated by the German Institute for Adult Education in October 2005.

The diversity of adult learning environments is also reflected in the variety of
positions within these adult learning providers. Beside teachers and trainers, they also
include managers, course planners, counsellors and administrative staff. We focused on
teaching, management, counselling and guidance, programme planning, support and
media use positions, and tried to discover the required paths of those holding the

*1am particularly indebted to Simon Broek, Bert-Jan Buiskool, Jaap van Lakerveld, Kate Sankey and George
Zarifis for their contributions to the thinking within this paper.
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positions through initial training and continuing professional development, as well as the
conditions required to ensure that quality is enhanced, maintained and guaranteed.

Despite our awareness of the field and certainly that is the case here amongst this
audience, in reality little systematically across Europe has been known about practitioners
involved in adult learning, particular those involved in Non-Vocational Adult Learning.
The following are questions that might be posed:

e Who are they?

e In which contexts do they work?

e How are they trained?

e How are they recruited/selected?

e How are they contracted, or appointed?

e How do they develop during their careers?

e What is done to help them develop throughout their careers (HRD)?

e How does society perceive these positions (status)?

| say ‘might be posed’, but more accurately | should say ‘was posed since this
information gap was the stimulus for the ALPINE project, a study that was carried out by
an international research group, under guidance of Research voor Beleid and PLATO
under contract of the European Commission (DG Education and Culture) during 2006-
2008. It could be said to have been the stimulus for setting up the ESREA network that is
meeting here in Thessaloniki today, and George Zarifis our organiser, like me was
amongst the experts consulted by RvB/Plato.

This study covered the 27 EU Member States, the EFTA countries which are member
of the European Economic Area (Norway, Iceland, and Liechtenstein), and two of the
three candidate countries (Turkey and Croatia). Data was collected in all these countries
by our network of correspondents / experts. They gathered secondary data on country
level (like e.g. policy documents, previous studies, and other relevant information) and
bundled the outcomes of this data gathering in a country report. In a selection of 15
countries secondary data was amended with additional information from literature,
statistics, and interviews with in total 45 providers, 15 policy makers, and 15 interesting
initiatives. All this data provides a snapshot of current practices, trends and issues of adult
learning staff in Europe. However, the country studies clearly show that data on NVAL
staff is often poorly recorded, stored, organised and accessible. The in-depth studies were
carried out in Belgium, Bulgaria, Denmark, Estonia, Finland, France, Germany, Greece,
Italy, Poland, Romania, Slovenia, Portugal, Sweden, United Kingdom.

The ALPINE project sought to bridge this gap and describes the variety of contexts
in which adult learning staff work. Furthermore, it seeks to reveal the factors that
promote or affect the quality of the work provided by these practitioners. This
presentation is partly based on the outcomes of a study that have been carried out by an
international research group, under the guidance of Research voor Beleid and PLATO
University Leiden. This study covered the 27 EU Member States, the EFTA countries that
are members of the European Economic Area (Norway, Iceland, and Liechtenstein), and
two of the three candidate countries (Turkey and Croatia).

The focus was on adult-learning staff active in the formal and non-formal parts of
adult learning, leaving out informal learning and focused on the study to the field of non-
vocational adult learning (NVAL). The study on adult learning professions was
complemented with two other studies carried out by the Institut fir Technik und Bildung
ITB Bremen and RvB and PLATO on teachers and trainers (or practitioners) in corporate
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education and practitioners active in vocational education beyond regular vocational
school education. Together these three studies may be considered components of a
European overview of teacher and trainer education practices in lifelong learning in
Europe.

The research findings are extensive and in this overview by necessity the coverage is
limited.

There is data on:

*Working contexts and Professional profiles

»Background and Pathways leading to the profession

»Employment situation of NVAL staff

*Quality assurance and quality management

=Attractiveness of the sector

In other presentations colleagues from RvB and Plato, some of whom are here
today, have reported this material in greater depth, and they will be covering some of
these areas in more detail during this conference. | will simply make some brief remarks
on the first of the above areas and am grateful for the use of the diagrams that I'm going
to present shortly.

All over Europe, important changes can be identified Nuissl (2007)

Firstly target groups are changing as a result of demographic change (increasing
migration, greater life expectancy, higher levels of education and a willingness to assume
more of the costs by participants in the learning process).

Secondly, content covered in NVAL is changing. Issues such as the environment and
climate change and health have become more important.

The range of offer becomes even more extensive when language issues are
considered. This is of course extensively a function of greater migration in an enlarged
Europe and of increased numbers of refugees entering Europe.

Roles and fields of activity are also changing with educational counselling,
guidance, supervision and coaching becoming more prominent. Many staff have
administrative and management roles in addition to those directly and indirectly related
to teaching. And those with management roles have to be aware of the great variety of
organisational forms and of the different approaches that can be applied. They have to
deal with changing contexts, like the decline in government spending on adult learning,
and they have to reflect the aims of their organisation in the light of the target groups and
the needs of learners.

In addition to the target groups and course content, teaching methods are also
changing considerably. Educators of adults are challenged to create learning
environments that accord with learners having very heterogeneous needs and
characteristics and with greater or lesser capacity to be self-directed. They have to be
aware that there is not just one way to reach the expected learning outcome. More
learner-oriented methods, new forms of methodological change, and the combination of
different learning locations and learning methods are typically more and more important.
Moreover, e-learning is coming to play a significant role as a methodological tools in the
NVAL field. The same is true for their other types of professional activities.

The complexity of changing working contexts as shown here creates huge
demands on the tasks and activities executed by the NVAL staff. In setting objectives for
the professional development of staff, it is helpful to have an in-depth view of the tasks
and activities that NVAL staff carry out. It is obvious that teachers teach a particular
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subject and that managers control finances and manage the institution. But to obtain
adequate competence profiles of the different positions, it is necessary to distinguish
between the different tasks. The difference in key occupational tasks between the
different NVAL positions can be illustrated by the following figures based on interviews
with 45 providers across Europe, and for each of 6 types of position, these represent the
percentage of staff for whom a particular type of work is either a main or subsidiary task.
In essence what every the formal position most staff are involved in some way in
practically every task

This broad diversity of tasks makes working in NVAL particularly demanding. Too
many contrasting tasks may threaten to overwhelm an individual’s core competence; on
the other hand, too narrow a definition may lead to a lack of multidisciplinary co-
operation, with people being responsible only for their own area. The current situation for
teachers and trainers may, with a little more support, allow teachers and trainers to
better focus on their main task, which, of course, is teaching and training.

The complexity of the adult-education field, the wide variety of adult-education
contexts and tasks of NVAL staff make this field a particularly demanding one for adult-
learning staff. Adult-learning staff need particular competences (skills, knowledge and
attitudes) in order to carry out their (professional) tasks such as teaching, managing,
programme planning, etc. This includes basic requirements, such as the knowledge of
adult lifelong learning and development (theory); social and communications
competences in adult learning (methodology); and the ability to link theory and practice.
In addition, NVAL staff require additional expertise such as work and life experience
(experiential knowledge), subject-specific knowledge (knowledge of particular
disciplines), and applied knowledge (expertise).

More detailed comparison reveals differences in competence profiles that may
need to be developed in the formal and non-formal adult-learning sector. In the formal
sector, competences should be more directed at executing small, varied tasks at a high
level; in the non-formal sector, competences should be directed more at executing
several tasks at a lower level.

Overall the study shows that there is no clear view on the standard competences

or skills needed to fulfil professional tasks in adult learning, partly due to the diversity of
the field.
The report argued that more research is required in the field of NVAL. In particular there is
a strong need for more (comparative) information on NVAL staff at a national as well as a
European level. Also, data is needed on the sectors identified and at regional level so that
particular policies can be developed to meet the requirements of the people concerned.
One way to meet the needs would be to help providers and regions to identify their core
features and compare these with other players in the field. By doing this, they would
know what they could either contribute to, or take from, cooperation. That is to say: more
research on the demand and supply side of the market and on competence profiles.

It was also argued that further research is needed concerning the development of
European competence profiles for NVAL staff and this was recommended to the
European Commission. Such a structure is not meant to be a prescriptive or an obligatory
system. It is meant to serve as a frame of reference that Member States could use to
develop standards for the whole sector. This reference framework could be used by
national, regional, sectoral and institutional organisations to develop staff policy.
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And that is the next project that in fact was funded and now is being undertaken
under the co-ordination of RvB once again, and they are going to test the competence
framework in this conference. | am an adviser to this project, but | am not going to step
too much on my colleagues’ toes and spoil the surprises that they have in store for you.
However | am going to give you a little taste of this work, which will be presented by Bert-
Jan Buiskool on Sunday.

The model attempts to find a balance between those competences needed to
carry out a specific activity and those that apply to the whole sector. There has of course
been extensive debate about the merits and limitations of competence frameworks (see
Ashworth and Saxton 1990), but we view a competence as a holistic entity including
knowledge skill and attitudes. It show in the ability to execute a particular professional
behaviour in a particular setting and with a particular quality. In this work we have aimed
to identify the activities that adult learning professionals engage themselves in, what
competences are required and what kinds of knowledge, skills and attitudes constitute
these competencies.

Once again a European-wide study was conducted, and the findings are based on

¢ |dentification of key activities on the basis of job descriptions

|dentification of common elements in job descriptions with regard to competences
Elaboration of key activities in the field by consultation during an expert meeting

e Identification of competences needed to carry out key activities during that expert
meeting

e Abstracting meta-competences and generic competences

¢ Identifying specific competences to carry out a specific key activity

¢ Modelling and fine-tuning the framework

e Linking back the framework to the competences as described in job descriptieons
e Testing the framework with other expert groups (including here in Thessaloniki)

The study distinguishes between Generic A competences, Generic B competences
and specific competences. Generic A competences are competences that are relevant for
carrying out all activities in the adult learning sector. Every professional working in the
sector ought to possess these competences, whether they carry out teaching, managing,
counselling or administrative activities, since these competences define that is means to
be a professional.

An example would be '‘Competence in systematic reflection on their own practice, learning
and personal development: being a fully autonomous lifelong learner’.

Generic B competences are orientated towards a field of practice, directly or indirectly
related to the learning process. A distinction has been made between the generic
competences directly related to the learning process and the generic competences
indirectly related to the learning process. The first covers the generic competences
needed to carry out teaching activities, counselling and guidance and programme
development. The latter covers the generic competences needed to carry out
organisational activities, such as managing activities, administrative support activities
and media use activities.
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An example directly related to the learning process would be ‘Competence in dealing with
group dynamics and heterogeneity in the background, learning needs, motivation and prior
experience of adult learners: being able to deal with heterogeneity and groups’.

An example indirectly related to the learning process would be 'Competence in
contributing to a stimulating and constructive working environment in which the adult
learning professionals can work and further develop themselves; being able to contribute
to a constructive working environment’. Specific competences are those that are needed
to carry out a specific activity. They complement the meta- and generic competences
towards a certain activity, and like generic competences may be directly related to the
learning process.

An example directly related to the learning process would be ‘Competence in assessment
of prior experience, determination of learning needs, demands, motivations and wishes of
adult learners: being capable of assessment of adult learners’ learning needs’.

An example indirectly related to the learning process would be ‘Competence in marketing,
PR and public outreach: being able to reach the target groups, and promote the institute’

So ALPINE has gone down the hill and is coming up again with some new proposals
And for those who want more detail of some of the work of the ALPINE project, then
there is a special issue of the European Journal of Education (Osborne 2009).
As this is a conference concerned with research, at the end of this presentation | will
divert to one specific area that | think is worthy of particular attention. Having conducted
the particular studies of both the UK and Ireland in ALPINE and the parallel project on
vocational practitioners, it has became evident that our knowledge of the offer made by
the private sector is minimal. It is almost certainly also the case in other European
countries and represents a major gap in knowledge. Most of our research tends to be on
public or quasi-publicly funded providers. Yet one of our advisers from the private sector
(here with us today) has estimated that in the UK, it may be that less than 3% of the
training and development delivered and/or purchased by employers is provided by the
wider funded FE sector.
So there would seem to be a number of very interesting questions to be posed:
- What s the scale of the private training industry, and how is it best defined?
- What are the main markets (corporate, public and individual) for private sector training?
- What are the skills, experiences and capabilities of those working in the private training
industry?
- To what extent is the sector characterised by a degree of shared identity and common
interests?
- How is the sector viewed by the policy community, and how do its members experience
policy implementation?
| would very much welcome a discussion from colleagues in other countries wishing to
explore this domain. To complete this presentation on 5 November | refer you to this slide
referring to a famous event on the same day in 1605. Let’s hope that the Lisbon Treaty is
signed by the Czech president before there are further fireworks in the UK.
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PART 1 | Quality assurance: Validating effectiveness
for adult educators and trainers

BANCHEVA, Elmira
1 IVANOVA, Mariya

New Bulgarian University (NBU),
Bulgaria

Portfolio building assessment of adult tutors for
distance learning.

Introduction

In the 21st century, adult education has gained new attention. In the European
Commission’s action plan on adult learning, "It is always a good time to learn” (2007),
attention is drawn to the important role teachers and trainers play for the quality of the
educational programmes.

In spite of the awareness and among researcher within the field of adult

education, of the importance of qualifying the teachers within adult education, in the
following years, competence development for adult educators continued to be more or
less absent in the overall reforms and political strategies in most European countries and
especially in Bulgaria.
The situation becomes more complex, because the recognition of non-formal and
informal learning is still part of a larger debate about the knowledge society and lifelong
learning. It is also part of political and inter-ministerial discussions at national and
European level. There is no simple agreed definition. It includes a wide range of policies
and practices in different settings, sectors and countries. It also touches social and
institutional values, and challenges professional roles, functions, expertise and
responsibilities. There are also problems including lack of awareness, lack of guidance and
training, lack of funding, lack of provision, and some legal barriers as well.

Current developments and challenges in Bulgaria. The story of the SM -
NBU

The adult education sector has undergone a serious transformation over the last
number of years. More and more adults in Bulgaria are now taking part in lifelong
learning, either in the workplace or on part-time courses, especially in the area of
management. The range of programs/ courses offered by the SM-NBU has increased and
the delivery methods are becoming more varied.

The personnel at the School of Management include a wide range of different
actors with different work, occupational status and educational backgrounds, not only
teachers and trainers. There are managers, course planners, counsellors, and
administrative staff. Only a minority of adult educators are employed full-time. Others
rely on free-lance work in the field of adult education, where employment is insecure, and
for others adult education is just one part of their activities within a defined job.

New skills are required for planning the settings for new learning environments, for
integration in the classroom of learning techniques based on ICT (e-learning, blended
learning — the SM is using VLS "MOODLE"), and to guide adult learners in their personal
learning process. These new requirements are more challenging because most courses
A
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are given not by qualified adult educators but by tutors (experts in the area of general
management and HRM) lacking experience with adult learners, or experts with no
pedagogical background at all.

From a lifelong learning perspective the adult learners at the SM need support in
analyzing their learning needs and finding appropriate offers. This includes setting up and
updating information systems and data bases, and gquiding learners throughout the
learning process, counseling in the case of learning problems, evaluating learning
achievements, validating individual competencies and the recognition of prior and
experimental learning.

The support activities are very important and it involves technical, administrative
and organizational support of adult learners, and such diverse activities as answering
phone enquiries, administering course registration, and providing classroom equipment.

Crossing such situation, the SM enables subject experts to teach even when they
do not have a background or qualification in teaching. An advantage of this flexibility is
that interested and committed practitioners (experts) are drawn towards part-time
teaching, sometimes in tandem with full-time work, often for the sense of fulfillment
rather than for monetary gain. This flexibility also ensures that individuals, who might not
wish to pursue a full time teaching career, can still share their expertise with learners.

However, the lack of a career structure or obvious career path has disadvantages

in that most of the work is part-time. Little or no security is offered making it difficult to
anticipate and plan work schedules. The lack of career structures also has implications for
teaching standards and quality. As there is currently no requirement to have a specific
teaching qualification, the onus is on tutors to direct their own professional development.
In this context the SM started to require from its members to have a 'license to practice'.
These awards not only acknowledge the achievement and abilities of an individual, but
also confirm evidence of the candidate's compliance with requirements for continuing
professional development. Tutors can take the initiative to demonstrate their
commitment to their ongoing professional development by developing a teaching
portfolio.
Such portfolios are also gaining widespread acceptance as a means of demonstrating
skills and current competences. Tutors who aspire to being a reflective practitioner can
use a professional portfolio as a way of reviewing what they are doing, why they are doing
it, and analyzing what the benefits are for learners. The portfolio also provides a forum for
self-evaluation, and for detailing how a tutor keeps current with developments in his/her
area of expertise and in teaching methodologies.

Portfolio Definitions

Definitions for portfolios focus on different aspects. Hartman (1995) emphasizes
learning aspects. They commit individuals to personal achievement (empowerment) and
encourage them to develop realistic self-evaluative skills. Finally the portfolios illustrate
the students' depth of knowledge and skills.

Hartman also makes the point that portfolio assessment interacts and can be used
to document and evaluate teaching effectiveness. Others, such as Forgette-Giroux
(2000), place more emphasis on the structure, design and process of portfolio
assessment, defining it as a cumulative and ongoing collection of entries that are selected
and commented on, to assess the individual progress in the development of a
competency.
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A portfolio is simply a folder or file for keeping loose documents in some sort of
order. Artists, architects and designers are already familiar with the concept. What is
relatively new is the extension of the idea to other fields — like education, management,
etc. So, the evidence tutors include in the portfolio can be used to demonstrate a number
of aspects of their competence as specialists. In many ways a portfolio is a 'snapshot' of
what tutors were doing at a particular stage in their career and, like a photograph, it
rapidly acquires historic interest. Perhaps more importantly, though, a portfolio is a
record of tutor's development. It shows his/her performance over a period and may
reflect how tutor coped with problems and 'grew' in the job.

What is an e-portfolio?

The e-portfolio is an information management system that uses electronic media
and services. The individual builds and maintains a digital repository of artefacts, which
they can use to demonstrate competence and reflect on their experiential learning.
Having access to their records, feedback and reflection tutors can achieve a greater
understanding of their individual growth, experience and career planning.

The benefits of building a portfolio

As a record of achievement and development, a portfolio can be of continuing
relevance and a source of pride to adult tutors. Compiling a portfolio has other benefits
too.
e The increased awareness of tutor's own competence and how it can be developed
helps in career planning, participating in performance appraisal, and in identifying
personal strengths and weaknesses.
e Well-substantiated evidence of competence increases professional self-confidence.
e The work involved in compiling a portfolio tends to raise tutors profile in the
organization.
e The discipline of reflecting upon what tutors are doing encourages a more thoughtful
and reflective approach to their job in the long term.
There are also benefits to the organization. A heightened awareness within an
organization of just what teaching competence exists, where the gaps are and how they
can be filled, and how current competence can be used most effectively to meet
organizational needs is an essential part of the healthy growth of the organization.

The purpose of the portfolio

The process of reflecting upon performance, capitalizing upon what worked best
and planning to improve what did not work so well is, in itself, a major step towards
developing competence. This process also need:
e astandard against which to assess tutor’s own performance
e confidence that tutors development ties in with their organization's plans
e some kind of recognition for the teaching competence they achieve which tutor can
take with him throughout his career.
e accreditation of prior experience and learning

tad
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The SM - NBU Initiative

In consultation with practicing tutors, experts in a wide range of organizations and
investigating some of the best practices and projects run (especially in the area of
management), SM drew up Standards for tutoring performance which goes a long way
towards defining what adult tutors need to do to teach effectively.
Standards have been defined at a number of mandatory units of competence,
corresponding broadly to major parts of the tutor’s role and provide description of the
performance the tutor is expected to achieve, together with a specification of the
knowledge and understanding required:
Mandatory Units
Unit 1 — Defining the individual needs for learning
Unit 2 —Design of sessions for training and development
Unit 3 - Development of resources to support learning
Unit 4 — Establishing a climate facilitating learning
Unit 5- Support the training in groups by instruction and demonstration and using
appropriate activities
Unit 6 — Evaluation of sessions for training and development
Unit 7 - Evaluation and development of the own practice and some optional units
Figure of some of the optional units
Unit — Facilitating the learning through mentoring and counseling
Unit — Monitoring and review the student progress
Unit — Managing relationships with colleagues
Unit — Facilitating the group learning, etc.

Vocational qualification or continuously improving tutors’ performance
The understanding of SM is that:

e Training and qualifications of tutors should relate to their actual performance at work

e Tutors ought to be able to obtain recognition in the form of qualifications for what

they can do

e Those qualifications should be transferable to and of recognized value in other jobs.

If one tutor can satisfactorily demonstrate competence against a specific standard,

he/she receives a Vocational Qualification (VQ), which states precisely the competences

gained. VQs can be credited towards other qualifications or can be used in their own right

as evidence of competence.

In order to obtain VQ from SM-NBU, tutors have to produce an e-portfolio of evidence

demonstrating their competence against the Standards.

At the same time the whole process is very powerful and connected with the idea of

continuously improving performance and life-long learning. By reflecting on what adult

tutors do, they can identify what is successful and what is not, and adapt their strategies

and behavior to improve their performance in the future.

This is very effective way of learning and has been captured by David Kolb (1975) in what

he calls the experiential learning cycle:
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EXPERIENCE

TESTING REFLECTION

Figure 1:
The Experiential Learning Cycle

Preparing for a VQ provides the opportunity for structured reflection. It will help
the adult tutors to understand their job better and what others expect from them.
Furthermore this helps tutors to identify their training and development needs. On the
occasions when some tutors (going through this process of portfolio building assessment/
accreditation) lack some competencies they can select the type of development activities
provided by the SM and to enter in a program focused on development of adult tutors for
SDL (Blended learning).

The structure of the Standards, developed by the SM - NBU

The Units of the Standard are broken down into elements of competence, which describe
the detailed competences tutors ought to be able to demonstrate. Each element has
associated performance criteria, which indicate the level of performance required.

Here is an example of a unit, one of its elements and the associated performance criteria:
Unit B: Design of sessions for learning, training and development

Element B2. - Design of sessions for learning, training and development

Performance criteria: The tutor must ensure that:

A. The aims and tasks of learning and development have to be clearly defined

B. The opportunities for learning needs satisfaction have to be clearly determined

C. The methods for evaluating the training sessions are clearly defined

D. The resources required for the accomplishment of learning and development are clearly
defined and covered

E. The tutorials have to facilitate effectively the provision of equal opportunities

F. The tutorials have to include a broad range of techniques and activities

The tutors portfolio will need to contain evidence of their competence in each element of
each unit and tutor should make sure that he/she covers all the performance criteria. If
this poses real problems, the tutor will need to talk to his adviser about how he can
generate acceptable evidence of his competence in the context of their job.

The standards for each element also provide:

e Knowledge requirements - what tutor need to know and understand to perform
competently in each element

e Evidence requirements - to demonstrate competence in each element

e Examples of evidence - to give tutor guidance on the type of evidence that
might be acceptable.

e Guide for the assessors of each element

Figure for Unit B, Element B2
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Evidence for Knowledge requirements

Set of methods for learning, training and development

Key factors influencing the implementation

Resource insurance of the different methods

Equal opportunities and anti-discrimination practice

Performance evidence

e Design of session for learning and development

Guide for the assessors

e The Candidate (Tutor) is required to present evidences for the design of at least 2 sessions
for learning and development — for one particular student and for one group as a whole

In addition, the standards for each unit identify the personal competencies that tutors are
likely to display when they are performing competently.

Design issues

Epstein (undated), Danielson (1997), and Barrett; 2001) describes portfolio
assessment as a process of different progressive stages:
1. Collection of artefacts and materials. This stage can also include a needs analysis or
project proposal.
2. Selection -collected materials are reviewed and evaluated for inclusion in the portfolio.
This can involve different evaluation methods including pre-set criteria and parameters,
feedback and peer evaluation. In some cases this and the next stage is documented by
including first drafts, feedback and a revised draft.
3. Reflection and Projection - this stage consists of reflecting on the «why» of which
particular items should be included (rather than the «what» of the selection stage), the
comparison of materials with others, evaluation criteria or performance indicators and
the active interaction with instruction, tutors or peers in discussing meaning, concepts
and good practice.
4. Connection of the portfolio to individual’s needs and/or the outside world to add value
such as employability and transferable skills and to enhance motivation by making the
portfolio relevant to them. This may include a presentation to different audiences.
Many authors, such as Akar (2001); Cooper (1996); Drury and Tweedell (2000), also
emphasize that individuals should be gquided by clear criteria, parameters and
performance indicators in what they are expected to do and how their work will be
marked. These measures are also important in order to increase the inter-rater reliability
of portfolio assessments.

‘Pros’ and ‘cons’ of portfolio assessments

In an education system that embraces life-long learning (Learning to Succeed -
White Paper, June 1999) portfolios with their potential for the development of
transferable skills and self-reflective, autonomous learners have to be a welcome
alternative to the more rigid forms of assessment which do not always require the
persons to indulge in higher order thinking. Nevertheless portfolio assessments come
with a price. Their development, facilitation and evaluation often requires more time
from the assessor (tutor) than conventional assessments and the collection and storing
process can raise a number of logistical questions (Forgette-Giroux 2000).
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Overall portfolios are seen as a positive form of assessment as they develop the person in
a more holistic and integrative way. They enable individuals to become life-long learners
by developing their transferable skills, self-reflection and autonomy. The possibility of
individualising a portfolio and making it relevant and meaningful beyond the narrow
scope of conventional assessments is a highly motivational factor for adult tutors. This
strong intrinsic motivation encourages them to take ownership of their results and to
produce work of a higher calibre than that achieved through traditional, often less-
meaningful forms of assessment.

Building a portfolio - What is a good portfolio, and why are tutors at the
SM doing it?

The portfolio tells a story about the growth of a tutor. It documents the processes
of teaching and learning and creating, and obstacles encountered along the way, each
containing the tutor’'s work from the beginning to the middle and end of his/her
experience. A good portfolio:

e encourages the tutor to see the learner as an individual, with his or her own unique set
of characteristics, needs, and strengths, and emphasizes the role of the tutor in improving
learner achievement through evaluative feedback and self-reflection.

e helps tutors standardize and evaluate their skills, knowledge and understanding that
learners aim to acquire, without limiting creativity in the learning situation

e helps tutors take more control of the work they do.

e enables the tutor to adapt teaching and learning approaches to engage with a wider
range of learners and learning styles.

e involves tutors in the assessment process, thus giving them a more meaningful role in
improving achievement.

e invites tutors to reflect upon their growth and performance.

Facilitating a tutor’s portfolio
The process of facilitating successful portfolios can be broken into four steps
(Figurea):

Collection

Although the first step, collection, is straightforward, it is not always an easy step
to facilitate successfully. It simply requires tutors to collect and store all of their work.
Many tutors — are not accustomed to documenting and saving all their work.
The SM developed guidelines on where and how to keep the work as it is collected. The
key skill in this step is to get the candidates accustomed to collecting and documenting all
stages of their work, and more importantly — their own perceptions.
Selection

In this step, tutors might go through the work they collected and select, for
example: work they want to highlight for themselves; work they want to consider for
accreditation; pieces they want to use for display or publication. This may be done by the
tutor alone or with the advisor. Where tutors have a diverse set of work, such as drafts
and re-worked pieces, tasks completed at different stages with less and less advisor
support, and guidance notes, the portfolio will come to life.
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Reflection

Reflection is perhaps the most important in the portfolio process. It is what
distinguishes portfolios from mere collections. Tutors are asked to explain why they
chose a particular item for inclusion in the portfolio, how it compares with other items,
what particular skills and knowledge were used to produce it, and where he or she can
improve as a tutor. This step is important because the tutor can observe more directly the
quality of their own achievement and internalize more clearly where improvements are
needed.
Connection

The last step, connection, is a direct result of the reflection process. Upon
reflecting on their own achievement and identifying the skills and knowledge they applied
in producing the items, tutors can answer the perennial question ‘Why are we doing this?’
They can see how their work relates to the requirements of particular Units which could
lead to successful accreditation.

P
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Select & ik evidence Y Record evidence ofwhat utor done
)
/
/
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Figurea
The process of facilitating successful portfolios

Managing a portfolio for accreditation

Tutors need to understand the role and importance of the portfolio and the
requirements of the Units. From the full portfolio contents, it should be a relatively
straightforward task to choose those activities that meet the Unit's Evidence
Requirements. As soon as tutors think they might work towards accreditation (after the
diagnostic session with an advisor), they should focus on building the portfolio to meet
the Unit requirements.
e Tutors should be encouraged to use a wide range of contexts that are relevant to their
own personal circumstances, and work and social experience.
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e Tutors should be familiar with the requirements of the relevant Standard Units and,
be able to generate evidence in order to meet the evidence requirements.

e Make sure the evidence can be found easily in the portfolio. It is important to have a
portfolio which has evidence indexing or a method for tracking the evidence. If the tutor’s
evidence is incomplete, or cannot be located, or if there is inaccurate cross-referencing to
the standards, there is a risk that an assessor will be unable to confirm his/her assessment
decisions.

Records
Reports of progress
Research (Self-evaluation)

Observations Professional
Surveys . tin Q standards

Course materials

i,

Tutors’ communication,
suppart & consultation with

Study guides, etc. | |—,|, l—_@_ students

Exam assessment &
Tutor marked N —_ written feedback to
assignments & students
feedback
Adult tutor
Electronic resources @ mﬂ Witness testimonies

==l
Tutor group area ,’ Y T T Tutorials (seminars)
On-line discussion 'j Presentations, conferences
7l E E-mail
Telephone/fax '@' I Letters
Diaries
Audio, video, CD-ROM @
of tutor's activities /
Figure2

Examples of evidence produced by the tutor

Developing evidence of competence

The portfolio must demonstrate an all-round view of tutors competence - that is, it
must contain tutor's own accounts, documentary evidence of his/her work and
independent corroboration of their competence from people involved in or affected by
what tutors do. The evidence must be acceptable. Acceptable evidence is of two kinds -
natural and special evidence.

Evidence is not always required in a specified format — it can come in many types
and from a number of diverse sources. Evidence can be produced directly by the tutor and
may also be supported by witness testimony to confirm the tutor’s judgments. Examples
of evidence produced by the tutor could include (Figure2):

e reports which may be based on, for example, survey, experiment, investigation
e e-mails, notes, letters, diary entries

e tutors’ marked assignments

e course materials, electronic resources

e recorded discussion, interviews, presentations
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e tutorials, consultation with students
e questionnaires and many other paper-based or audio/visual materials, etc.

Authenticity of evidence

It is the responsibility of the tutor to check that the evidence produced is
authentic. The assessors may have observed the activity being undertaken by the tutor
and be in no doubt that it was their work. If, however, the work was done at home, by
using sources on the internet, or while out of the SM, the assessor may need to take steps
to confirm that his/her tutors’ evidence was produced by them. This is often referred to as
‘authentication’. Authentication can be achieved by one or more of these methods:
questioning, personal statements produced by tutors, witness testimony, electronic tools
such as computer based programmes with security function, etc.

The process of portfolio assessment at the SM — NBU - Purposes of
assessment
There are two main purposes of assessment used in SM (Figure3)
e Torecognize and accredit (certificate) tutor achievement
e To support and manage tutors’ process of development and learning

Tutor/ Trainer Builds and Prepares Portfolio for Assessment
Standards ll Self - diagnostic

Diagnostic Meeting
Tutors Forum
Tutor/Trainer Additional resources
attends Portfolio Development Workshop

Chosen Standards

|

Standard Standard Standard Standard
Training need assessment Design of seminars Facilitation of group learning 88 Monitoring of student progress

T

Tutor started builds Continuous Professional

Tutor Portfolio Development Record

includes evidence
materials in e-portfolio Has advisory contacts
with personal advisor

Tutor training seminars

The Advisor suggests changes The Advisor suggests
and additional evidences training of the tutor

Portfolio i
material is agreed & ready for assessment Assessment plan meeting

Tutor’s portfolio area now is available for assessment

Assessment and Accreditation

Figure3
Purposes of assessment used in SM
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Principles of assessment

All the evidence produced is internally assessed, i.e. the assessor is responsible for
assessing tutor’s work in line with the quality assurance procedures at SM-NBU. The
assessor should map the Unit requirements against work produced through activities
which they have negotiated with the tutor.

Validity of assessment

Each assessment should be designed in such a way that it provides tutors with an
opportunity to produce the evidence that shows they have the knowledge and skills to
satisfy the requirements of the Standards. An assessment is valid when it:
e isappropriate to purpose
e allows the production of evidence of tutors’ performance which can be measured
against standards defined
e allows tutors to produce sufficient evidence of all the skills and knowledge required to
satisfy standards
o facilitates the making of reliable assessment decisions by all assessors for all tutors
e isaccessible to all tutors who are potentially able to achieve it

Practicability

For assessments to be practicable (i.e. capable of being carried out both efficiently
and cost effectively) there has to be adequate resources and time. Examples of this are:
e in the context of oral assessments or interviews, balancing the need for assessment
reliability with considerations of staff and tutor time and potential stress
e inthe context of assessing practical skills, bearing in mind any resource implications
e anassessment system with the flexibility to meet the needs of all tutors

Reliability

To be reliable, assessment decisions on tutor’s performance must be consistent
across all tutors and all assessors undertaking the same assessment task. Assessment
decisions are reliable when they are:
e taken on the basis of clearly-defined performance criteria
e consistent across all assessors applying the assessment in different situations,
contexts and with different tutors
e consistent over time

The assessment cycle
The Assessment process follows the typical "PDCA” quality cycle. PDCA stands

for:
I—) Plan P Do P Check P Action =

Applied to Assessment the PDCA cycle means for the assessor to:
e Plan the assessment (Plan)

e Gather and record evidence (Do)

e Check performance against the unit standard. (Check)

e Make and record the assessment decision (Action)

tad

53

Inaugural Conference Proceedings



6-8 November 2009 | University of Macedonia | Thessaloniki | Greece

e Plan future assessment activities (Plan)

Plan the assessment

This involves a pre-assessment meeting with the Tutor (Candidate) and the
groundwork the assessors have to do before they can conduct an assessment. The
assessor and his/her Candidate need to study the unit standards and ensure that they
both know exactly what is going to be assessed.

Is the Tutor ready?

The Tutor (Candidate) should ensure they have obtained assessment readiness
before requesting an assessment be undertaken. l.e. the Candidate believes on
reasonable grounds that the required standards have been reached both in understanding
the theory behind the process and in being able to demonstrate they can undertake the
practical tasks involved as required. Together the assessor and the Candidate decide:
What evidence is required to show competence in the unit standard.

e How much evidence is required.

e How much can be observed while the Tutor is carrying out his normal duties.

e How often assessment will occur.

On the basis of this the assessor and the tutor sign an “agreement” on the assessment
procedure.

Gather and record evidence
Then the assessor gather evidence of the tutor's competence as agreed to in the
pre-assessment meeting. Examples of this could be:
e Record of work signed off.
e Questions from the guides satisfactorily answered.
e Other questions satisfactorily answered.
e Observation over a period of time, etc.

Check performance against the Standards

When the assessors have gathered all the required evidence, they conclude the
assessment by confirming that the assessment has been completed. After that they
complete the documentation and come back to tutors with feedback on performance.
The assessor will be weighing up their performance against the standards as set in the
Assessment Manual. It's very important for the assessor to consider all the evidence when
making his/her judgement.

Make and record the assessment decision

After concluding the assessment, the assessor completes the documentation,
checks the evidence gathered and make his assessment decision of COMPETENT (C) or
NOT YET COMPETENT (NYCQ). If the assessors decide they have not been provided with
sufficient evidence to be able to make a decision, they need to explain to the tutor what
extra evidence they require to be confident of competence and arrange an opportunity
for further evidence to be presented.

After conducting the assessment, the assessor should record the date and
outcome of the assessment (along with any key points about the assessment activity) for
consideration by the Verifier in SM — NBU. On the basis of the successful e-portfolio
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assessment the Tutor (Candidate) receives accreditation for their hard work. Thus, the
PDCA Cycle is completed.

Conclusion

The purpose of an e-portfolio assessment at the SM — NBU is to find out whether a
tutor can do a task to the required standard or not. Applying this to the situation at hand,
assessment is about gathering evidence to prove a tutor has met the specified
performance criteria of the unit standard. In doing so, it enables the adult tutors to
receive formal recognition for their performance against the criteria and gain credits
leading to Professional Qualification.
The benefits can be summarized as follows:
e Recognition and development of competences
e Enhanced experience through: personalization of provision; ownership of process and
continuity of support
e Enhanced assessment experience through: selection of own evidence; rapid feedback;
and security and efficiency
e Capture of achievement process for reflection, review, self-evaluation and assessment
e Monitoring of progress and appropriate feedback/response
e Regular opportunities for planning, review and guidance
e Management of own outcomes and growth
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2 National Training Resources Ltd,
United Kingdom

Quality improvement benefits directly derived from new
approaches to Train the Trainer in training providers in the
UK.

The UK wider further education landscape

‘A highly skilled workforce is more productive, it helps to improve business
performance and boost economic growth'’. Bill Rammell, Education Minister, 2007
' (Lord) Leitch set the target that 40% of our adult population must be qualified to level 4
or above and be committed to continue progression by 2020. To do this, we have to
improve and strengthen the infrastructure of our teachers and trainers’

The required growth we need in HE participation won’t come from getting more
18 year olds with A-Levels to university or college. 70% of the 2020 workforce have
already left compulsory education. We need to target more of those who are now in work
—young and old, rich or poor.’ Bill Rammell, Education Minister, 2007

Until 2007 the UK, wider Further Education (FE) sector was largely unregulated
regarding the requirement of teachers and trainers to have appropriate teaching
qualifications. This was especially true of the vocational or non-academic areas.

The wider FE sector refers to government funded education and training, sitting
between school and higher education (University). The sector covers: apprenticeships;
some adult employee training (Train to Gain); adult education; pre-employment and pre-
apprenticeship programmes; offender learning; VET at various levels; parallel routes to
16-19 school qualifications especially for top-ups and re-takes; pre-university courses and
post-school remedial programmes for functional skills (otherwise named basic, key or
skills for life.) This sector is funded in the region of £10 billion (€12 billion) per year.
Although Teacher and trainer qualifications were specified for some particular
programmes and functions, there was no general requirement. Awarding bodies;
organisations which accredit qualifications and the organisations which deliver them, do
require teaching and assessment staff to have appropriate backgrounds and appropriate
QA systems and procedures. There were over 2000 different teaching and training
qualifications in the system prior to 2006.

Towards 2006, regulations were planned as part of policy for FE sector reform and
professionalism. This was driven by a series of government departments, then designed
and implemented by agency organisations: Lifelong Learning UK; Standard & Verification
UK and the Institute for Learning. The policy resulted in a new overarching standard and a
series of qualifications using parts of the standard. The reform regulations now require
teachers and trainers in the sector to have appropriate qualifications and professional
status depending on their role.

The regulations are applied differently in the various parts of the sector so that
trainers in the Work-Based Learning sub-sector - working on apprenticeship and other
employee programmes - have had less attention paid to them regarding their need to
achieve the new qualifications and status, particularly in terms of acquiring teaching skills.
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Summary and Abstract — LL200g/P

Recent regulation in Government-funded adult learning in the UK, specifically

England, has introduced the requirement for professional qualifications for teaching and
training staff, for the first time. This paper presents some of the direct benefits to
organisational development and quality improvement arising from particular
development of trainers working towards this new professionalism.
The focus of this research is on trainers working in organisations providing a range of
programmes including apprenticeships, adult training in employers, re-engagement of
the unemployed, etc. Prior qualifications and experience of these trainers is mixed; many
of them not having previously received formal development in the theory and good
practice of teaching/training.

Although the target qualifications are the same, the delivery of this particular
trainer training is different from college or university courses in that it is employer driven
and organised to complement the working arrangements of the trainers. The
developmental sessions are delivered at the employer’s premises where teaching/training
practice and its observation are carried out with their normal groups of learners. The term
employer in this sense refers to the employer of the trainers not necessarily the employer
of the learners.

Quality improvement in Government-funded adult training in the UK is driven
mainly by inspection, data and process. Data is used to measure success rates and
retention identifying processes which to be improved. The approach is guided by data
and often takes a chronological or sequential view of the processes on the learner’s
journey. This approach can be focused and effective but, because it treats the actual
teaching or training as processes in the chain, often undervalues the potential
contribution of fully professional trainers. The reflective practice adopted by these
developing professionals can be applied in a wider context than just their teaching or
training methods especially when encouraged and supported by the employer.

The benefits arising from these recent trainer development programmes can be
described both as radical and traditional methods of quality improvement; radical in that
they are trainer-centric - taking responsibility back to the professional trainer and
traditional, in that accepted professionals should always carry some of this responsibility.
This is different because when a better awareness of the processes in the learner journey
is overlaid onto a more professional involvement of the trainer, then improvement is
readily achieved in a way that meets the aims and direction of the organisation.

To date, 217 trainers have followed the programme in a wide variety of training
organisations covering: ICT, construction, hospitality, racehorse stabling, administration
and charities for homeless children. The full paper will catalogue and analyse examples of
quality improvement stimulated by trainers undergoing qualification programmes; it will
detail the processes referred to above and show how the linkage between action
development and reflection has stimulated better practice. Feedback and impact
assessment from both programme participants and their senior managers will be
included.

Background: Train the Trainer in the UK, specifically England

The classification of Training and Vocational Education provision in the UK is not
straightforward with regulation and funding varying between the four national regions.
The research in this paper is all based in England where the provision can be divided into
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five main groups irrespective of subject/occupational area or the level of the qualification
or development. These groups do not include vocational education provided by
universities.

1. Provision from within Employers which is not government-funded.

2. Government-funded provision delivered from within Employers.

3. Non government-funded provision to employed staff contracted by the employer
to outside trainers, training companies or FE Colleges.

4. Government-funded provision delivered to students full time or part-time within
institutions. The students are usually unemployed but may be employed and
attend the FE college on a day or block release arrangement.

5. Government-funded provision delivered by FE Colleges and training companies
where the learners are usually employed and the learning takes place at the
employer’s premises or at the FE Colleges or training company. This group is
called Work-Based Learning (WBL). The training and development covers a wide
range - from low level literacy & numeracy programmes through apprenticeships
to vocational education up to graduate level.

FE Colleges and apprenticeship training companies comprise the step between
Secondary Schools and Universities although there is considerable overlap with both.
This research covers trainers employed by training companies in group 5.

Recent regulation in Government-funded adult learning in the UK, specifically
England, introduced a requirement for professional qualifications for teaching and
training staff. This applies to training and teaching staff within groups 2, 4 and 5 only,
requiring these staff to achieve a level of professional recognition and status. For
institutions in group 4 and their staff this regulation is statutory. For those in groups 2 and
5 the regulation is applied by means of the funding contract.

This paper is based on the experiences of delivering the new qualifications in a

specific way to groups of trainers who work on government-funded programmes in
commercial, not-for-profit or charitable training providers. For the duration of the
research these providers and their trainers were working on the programmes described in
group 5.
The narrative describes some of the direct benefits to organisational development and
quality improvement arising from the particular development of trainers working towards
this new professionalism. National Training Resources Ltd (NTRL) is a company which
provides staff development services to training and teaching practitioners and quality
improvement services to their organisations in all five groups described above. The
company and its services are fully described at www.national-training.com.

New Qualifications

The new (2006) qualifications for FE college teachers and trainers are derived from a
set of standards for Qualified Teacher/Trainer in the Lifelong Learning Sector (QTLLS).
They comprise three levels:

. PTLLS Award | Preparing to Teach/Train in the Lifelong Learning Sector
. CTLLS Certificate | Certificate in Teaching/Training in the LL Sector
. DTLLS Diploma | Diploma in Teaching/Training in the LL Sector

The PTLLS award at level 3 or 4 is unit 1 of the CTLLS certificate and is the first step into
the sector. The CTLLS certificate is at level 3 or 4 and is the equivalent of the certificate in
training practice (CTP) - the basic qualification for trainers. This, when accepted by the
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professional body - the Institute for Learning (IfL) - confers associate teacher/trainer
status (ATLS). The DTLLS diploma is the FE equivalent of the post graduate certificate in
education (PGCE), the minimum qualification required for School Teachers. DTLLS, when
accepted by the IfL. confers full qualified teacher/trainer status (QTLS)

This research covers new and experienced and training staff progressing through
PTLLS and CTLLS. Some of these are contracted to commence DTLLS programmes
during 2009.

There are opinions held in some parts of the sector that trainers do not need
teaching skills either at or beyond CTLLS with very few if any staff in training
organisations needing to achieve the DTLLS level or full FE teaching status. It is
suggested by the evidence from this study that there is a case for concluding that some, if
not all training staff, benefit strongly from understanding and using teaching skills and
knowledge to the improvement of themselves, their learners and their organisations.
There is a view that trainers should follow a different set of standards.

Programme Methodology

Delivery
Programmes for all three levels of the qualifications were and are delivered in ways

which are substantially different from those usually adopted by FE colleges and

Universities. Because the programme participants are all employed and their employers

(training companies) are interested in minimum disruption to their working

arrangements, the programmes are designed to be flexible. However, there are some

fundamental aspects to the delivery.

= Participants learn in consistent groups from the same employer. This includes some
distance/e-learning work

= Group sessions take place on a regular planned basis at dates to suit the employer
and the participants

= Learning activities take place at the employer’s premises, except some distance/e-
learning activities

= Group sessions are intense, interactive and, where appropriate, focus on the current
training work of the participants

= Some feedback, reflection and personal development is performed on a group basis

= Real examples of current and good practice are used in the learning

= A substantial participant handbook is provided to minimise the time spent designing
a portfolio, reflective logs etc. For those working “paper-free” these documents are
provided electronically.

= Textbook, on-line learning and research materials and potential sources are all
provided

= Assignments are divided into smaller parts so that less academic participants are not
intimidated.

= The programme, in some ways, resembles an Action Development approach.

=  Within reasonable time limits there is ongoing support on-line, by telephone and e-
mail until a participant completes.
The programme timetable will vary from an initial 2 days plus distance learning to 5

days face-to-face for the PTTLS award. This may take place in a one week block or one

day per week or fortnight. An example is 5 consecutive Fridays because that is the “quiet
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day” for the particular group of trainers. One group re-arranged their summer holidays to
have a 5-day residential block.

Many programmes offered by FE colleges and Universities fit a semester structure
whereby students attend full time or more likely, on a day release basis if they are
employed. Programmes may be full-day, half-day or one evening per week for a complete
semester with travel implications; or even up to two years depending on the level of the
qualification. Participants are likely to be from diverse organisations with changes to the
group over the period of learning. These arrangements may be suitable for initial teacher
training but not necessarily so for experienced staff.

Assessment

Formative assessment is enacted informally and formally. Action group learning
includes informal continuous peer group discussion, challenge and informal feedback by
the tutor. This includes observation of peer group teaching practice in the early stages of
the programme.

Formal assessment is used for written assignments and observation of

teaching/training practice. Assignment assessment is mainly summative but will include
ongoing formative feedback, both verbal and written by the tutor. A minimum number of
hours of observation of teaching/training practice is required for each level of the
qualification. At the CTLLS and DTLLS levels this has to be observation of actual
teaching/training sessions and, therefore, has a significant impact on the logistics of
programme delivery.
As part of the inspection regime by the Office for Standards in Education (Ofsted) this
sector in England is required to undertake regular observations of teaching and learning
practice (OTL), record the results and maintain an action plan as part of their quality
assurance policy.

The programmes for CTLLS and DTLLS use an innovative approach to formal
observation. By specific training, existing staff of the training company have their
observation skills developed and standardised with particular reference to the assessment
criteria of the qualifications. They are likely to be already carrying out QA observations
and have existing roles in: QA management; senior teaching/training; line management
or HR/HRD.

Some of the programme observations are then carried out by the employer under the
control of the tutor with occasional dual observations taking place, giving several
benefits:

» Reduced costs and logistical problems for the outside tutor/assessors

= Observations can serve two purposes for the employer

= Skills of the observers are significantly improved

= Observers develop naturally into a "mentoring” role.

= Observers are able to support future programmes better, especially those with a
distance/e-learning content.

Existing measures of quality & quality improvement
Overview

Quality measurement in the Wider FE sector is based on a regime of Inspection,
Compliance, Data and Quality Approvals. What follows is a simplified version of a
complicated system. There is a significant emphasis on data related to the “learner
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journey” which drives many aspects of the system. The main components of government
driven quality assessment are:
= Regular data returns on all learners, monthly in most WBL provision
» Periodic detailed inspection by Ofsted including observation of teaching (OTL)
* Annual success rates, learner retention and achievement calculated against
benchmarks
= Survey data from employers and learners
= Some quality approvals such as the Training Quality Standard (TQS)
= Aview on the financial stability of the training provider organisation
Quality improvement services and related staff development are provided by a
Government-funded service - the Learning & Skills Improvement Service (LSIS) and
several independent organisations. In general these interventional services are driven by
the need to satisfy the first 5 of the above compliance criteria. This can lead to a data
driven examination of processes in the learner journey and their impact on scores for
Success Rates; the Ofsted view on Leadership and Management will be heavily influenced
by this data.
The outcomes of the 6 compliance criteria are summarised into a “scorecard”
entitled “The Framework for Excellence” the grades of which influence government
contracting and re-contracting.

The Current Approach to Quality Assurance & Improvement

Compliance for the wider funded FE sector starts with the requirement for each
provider to complete an annual Self Assessment Report (SAR). This is encouraged to be in
the same general format as used by Ofsted to cover the guidelines in their "Common
Inspection Framework”. The SAR refers to the different parts of the organisation, the
areas of learning and the processes related to the “Learner Journey”.

The SAR is encouraged to be the key document, containing the performance data
to drive continuous improvement in quality, performance and service. It requires
judgmental scoring of each area and process; a comparison of the SAR to the
observations and judgments of the Ofsted inspection team, forms a key part of the
overall judgment of leadership and management of the provider.

This process can lead to an effective longitudinal examination of the processes in
the learner journey and allows resources and improvement to be addressed to areas
judged to be weak whilst identifying good practice where this exists.

However, it can and does lead to a bureaucratic approach requiring teaching and
training practitioners to focus their attention solely on the precision of what they are
doing now, rather than development of professional practice for the future. When the
teaching or training is considered to be just one of the processes on the learner journey,
the potential for professional development can be diluted.

Trainer or Teacher-centric quality improvement

The difference and potential of a trainer-centric approach is emphasised by the results
and observations in the case study of this programme. It is straightforward and is the
direct result of 5 principles:

» The participants are from 1 organisation and learn in a group

*= Communication, discussion and peer challenge lead to investigative thinking

= Well directed discussions lead to a focus on improvement
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= Strong reflective practice leads a natural development cycle especially when shared
and supported

= Employer support allows the implementation of change to make teaching, training
and related processes more effective.

Outcomes — Organisational & Personal Quality Improvements

The following describes the impact of the programmes on both participating
practitioners and their organisations. Because these outcomes emerged progressively
through the programmes and were the stimulus for the study, they are not listed in order
of importance nor given any statistical weighting. They are the opinions of the
participants, tutors and mentors/managers.

Organisational Change in general

One of the main benefits to course participants came through the delivery of «on-
site» or regionally accessible, single employer type of course. This employer-based
“action development group”, with wide reflective activities, has stimulated benefits such
as the potential for strengthened links between departmental and regional
representatives. It was subsequently able to develop strong working relationships
through team-based activities and research projects with the organisational codes of
practice featuring strongly in discussions and influencing decisions.

The Planning of Teaching Sessions

As a result of the CTLLS programme staff have developed teaching plans and
complicated schemes of work which can be coordinated with those of other departments.
This is due, in great part, to the cross-curricular representation within the sessions. At one
provider, it has proved be a unique, positive environment for the development of
coherent organisational paperwork. This development was stimulated following
opportunities to see the ‘wider picture’ and shows how this type of planning impacts upon
learners as they travel through the system. This encourages recognition of the
similarities, repetitive processes and contradictions that may occur — resulting in wasted
resources, time and learner confusion. It allows good practice to be disseminated very
efficiently

Establishing ground rules that underpin appropriate behaviour and respect for others

Increased confidence in setting appropriate ground rules has evolved as a result of
this criterion. Being able to link the practice to the theory has created a wider
understanding of the beneficial nature of the use of ground rules but this has boosted
confidence in the ability of participants to reflect upon their practice and to action plan for
future sessions on management issues. Feedback from the management team endorsed
the strengthened approach.

Selecting appropriate materials from the range available

Regular discussions took place concerning the existence, flexibility and location of
resources which resulted in a greater degree of awareness, saving time and repetition.
Through the interactive sessions, resources could be seen in a more flexible light. Access
was discussed as well as the potential to use the resources away from their intended use,
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creating an increase in access/use of technology in non-IT classrooms and the use of a
wider range of options to aid personalisation and differentiation.

In sharing resources, with management approval, the organisation was able to benefit
and improve the welfare of their staff through enabling a more realistic work-life
balance.Suggestions were also made that participants might seek further authority to
develop, update and contextualise existing resources, documents and systems in order to
widen their use across the organisation.

Contributing to organisational quality procedures

There was positive feedback from all CTLLS participants with regard to
organisational quality assurance activities. There was full involvement in activities in
which participants were able question the origins of a particular practice or process,
clarifying why something is done - or even establishing that fact that some processes
could not, currently, be fully substantiated. Ensuring the full integration of all staff will
help to maximise development potential, complementing the induction process and
standardising practice across the organisation.

Engaging in continuing professional development

CPD is required by the new regulations; it being deemed critical that reflection and
evaluation is embedded in the practice of all teachers and trainers but these skills can be
beyond the reach of new trainers or established trainers with little experience of the
techniques. Having access to a professional teacher training tutor has provided an
opportunity for clarification of some issues related to critical reflection and evaluation.

Communication

One of the main benefits to course participants came through the delivery method
of this programme. The “action development group” style with wide reflective activities
has stimulated some unexpected benefits such as; the potential for strengthened links
between departmental/regional representatives — participants within the organisation
often knew each other only by name and were subsequently able to develop strong
working relationships through team-based activities and research projects; with the
organisational codes of practice featuring strongly in discussions and influencing
decisions.
The results of improved communication between departments meant that resources,
commonly used within one department, were discussed, compared and exchanged. It
was suggested that future resources would be collated and ‘peer assessed’, whereby
effective and detailed feedback will be given by tutors. This would widen the available
resources and improve cross-organisation communication
The improvement in communication impacts upon response times - from ‘grass roots’
level, to strategic plans. Discussions, comparisons and a wider spectrum of experience
help to embed newly implemented processes, and key plans.

Initial Assessment Skills

A better understanding of how initial assessment is carried out with learners to
inform planning, has shown some immediate benefits. Participants now fully appreciate
their part in the whole process; they have the confidence to question the ability and level
of a learner as well as being able to refer to peers and support staff for more specific
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advice and guidance. This responds appropriately to the Ofsted 'Study Visit Feedback’,
which aims to identify reqular gaps in providing learners with adequate progress reviews.

Confidence

One key factor that arose was the development of more confidence in teaching &
training amongst the CTLLS participants. This impacted in two ways: not only were they
more confident in their own teaching and training abilities, as would be expected in any
good ITT programme but the style of the sessions helped develop confidence in
questioning and challenging organisational practices. They had ‘inherited’ activities and
scheme plans from previous staff and needed to realise their own potential to improve
their delivery. Improving trainer confidence will impact upon planning for future delivery
and provides the opportunity to discuss the ideology behind the implementation of
previous policies. Increased confidence and a greater involvement in planning will help
trainers to justify procedures during inspection.

Other minor areas of development and improvement

Increased awareness in functional skills and learning preferences has given an
understanding to trainers whereby they have been able to assist administrative staff
when faced with learners who lacked basic communication skills.
Discussions have identified cross-organisational opportunities for supporting learners
with skills gaps
Activities included in the equality and diversity unit stimulated the group to approach the
equality and diversity leaders and suggest ways of improving processes.

The unforeseen impact on trainers developing teaching skills and knowledge

This impact has been a regular occurrence throughout both the courses yet is not
easily identified as a specific outcome. It has been regularly acknowledged that newly-
acquired, generic teaching and learning skills can give a level of confidence that allows
participants to progress better through CPD. Some responses have occured as a result of
planned activities and are included within the overarching standards. Examples of
unexpected personal development gained through informal feedback were recorded for
this case study. Some of the comments were investigated further to clarify the positive
response of the participants in recognising the benefits to their work and acknowledging
the enrichment that these experiences brought to their professional life.

Specific questions were introduced during one-to-one sessions, during which staff
members were asked to identify key learning issues and the wider impact of participation.
Repeatedly, teaching skills and knowledge which had not been considered necessary or
useful before the course, were highly valued after they had been acquired and
understood.

Organisations and trainers in the study

The training organisations in the study comprised all but one of those involved in
the programme and all but two of those groups listed in Appendix C.
They were all regional or national WBL providers delivering a range of funded
programmes and working with leading employers. They offer a wide array of
programmes including; Apprenticeships, Advanced Apprenticeships, NVQ’s, Train to Gain
and Entry to Employment covering some 20 employment sectors.
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The programme participants covered a wide range from new trainers to those
with many years of experience. None had formal teaching qualifications although a small
percentage had some basic training qualifications. A high percentage had the minimum
UK qualification for assessing vocational qualifications.

Continuing research and case study work

We plan to extend the research to all programme participants and 'new starts', in
order to cover a wider range of organisations who provide programmes including
apprenticeships, adult training in employers, re-engagement of the unemployed etc.
Questionnaires for: participants, course tutors and senior staff in the trainers’ employer
will be refined and extended to provide a more extensive and objective view of quality
improvement benefits.

Notes:

1. The Table 1ncludes participants in PTLLS and CTLLS at levels 3 & 4.

2. The Table 1ncludes only those participants who were or should have been on the programme at
the expected completion or external moderation date.

3. “Did not finish” includes those who moved job or left their employer.

4. “Ongoing” are those who had not completed their assignments at the last external moderation
visit.

5. Registrations since 22/06/2009 are not included

APPENDICES

APPENDIX A
QUESTIONS ASKED OF PARTICIPANTS ON CTLLS COURSE

" What added benefits do you think you gained from attendance on the CTLLS programme?
Responses included: Increased professional confidence; the knowledge that current or accepted practices
might be challenged or changed; the awareness that not all resources are appropriate for all learners

" How were your expectations met/exceeded by what you have learnt on the CTLLS course?
Responses included: Surprise at the relevance of teaching theory in relation to all areas of professional
practice; the amount of psychology used in classroom management and group development exceeded
expectations and helped a great deal in day-to-day teaching situations

" What changes in personal approaches to teaching have you experienced?

Responses included: Increased acknowledgement of the benefits of establishing ground rules on a number
of levels; a more pragmatic approach to planning courses, allowing integration and substitution rather than
repetition

APPENDIX B

GROUP DISCUSSION TOPICS

A whole organisation approach to supporting learners — both in centre and in the workplace

Developing and updating Equal Opportunities approaches - questioning the use of information and
clarifying issues of responsibility

Resources development — sharing and reviewing available resources and contextualising to own vocational
area

Planning schemes of work which integrate other subject areas and cross vocational boundaries

Issues of functional skill development in individuals and groups of learners — covering literacy and
numeracy etc.
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Self-assessment of organisations and professionals
as a road towards quality.

Introduction

In the Excellence model of the European Foundation for Quality Management the

word quality is not mentioned at all. The reason is as simple as this: Quality is universal
and omnipresent; everything has quality, quality is everything. So the normal question
would be: What quality? Whose quality? And: Quality for whom? It makes much more
sense to talk about concrete aims referring to specific stakeholders, strategies for
achieving them, people, partners, resources and relationships to implement them,
processes serving to support them, results, impacts. Why talk about quality?
Talking about quality normally intends to agree on methods or a whole system of how to
measure and monitor the conditions of its production as well as the results of this
production process. Service also is a production process. Person-related services like
teaching and curing or caring for people are special processes, because their core activity
consists in a co-production between the provider and the customer of the service. For
learning, this means that the learner is the actual producer of the result, hopefully an
enhanced capacity of controlling his or her reality of work or life, in one word,
competence. The teacher can only offer his or her knowledge and try to facilitate learning
by creating favourable conditions of learning. And the management of an educational or
training organisation (ETO) can only comply with its most elementary task of creating
favourable teaching and learning conditions. Measuring impact, i.e. the effect of a
learning process in a practical environment, is very difficult as establishing causal
relationships between a concrete learning process and specific action in a particular
context frequently is very complicated.

Since its beginnings in the 1940s, systematic quality management has gone
through, roughly speaking, three phases: a first phase of quality testing after production,
a second phase of controlling the production process of quality from design and
development to delivery or shipping, finally the third and present phase, where the
attention is focussing on the quality of the whole organisation or, said differently, the
step from quality management to the quality of management. In education, during the
second phase, along with interpretations of quality management (ISO 9o001), evaluating
processes and results became the state of the art converging eventually in the third phase
with holistic approaches like EFQM or branch-specific interpretations of it. One could also
interpret this third and ongoing phase as the process of professionalisation of
management in educational or training organisations. This paper will present two ways of
supporting and reinforcing this process on the organisational level and on the level of the
core process of ETOs, i.e. teaching and learning.

Quality of organisations

As a researcher and consultant in evaluation and quality processes, | hardly ever
ask for quality. We always talk about: What do you want to achieve? How do you want to
achieve it? What have you achieved? When | support an educational or training
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organisation (ETO) in the implementation of a quality system, we always start with a
stakeholder analysis.

The 5 Satisfactions

External
customers

Investors |

~y Partners Workforce >

Societal/natural
environment

Figure1
The 'five’ satisfactions

Each organisation has five stakeholders: investors, customers, employees,
partners and the natural and social environment. Investors are those persons or
institutions who initially or continually provide support in terms of capital, time, influence,
ideas, etc. External customers (as opposed to the internal chain of suppliers and
customers) are in the first place the learners, especially for further education there are
often companies or institutions who pay for the students; there might also be the regional
labour market or the public in general as a third possible ‘customer’. All those who have a
labour contract with the organisation form the workforce. Partners are all those who
deliver something which becomes part of the product or service of the organisation; in
ETOs contracted teachers, trainers, instructors may be the most important group, but
also all those who supply appliances and materials. The environment finally provides the
institute with laws, regulations, public expectations, values, etc.; it includes also the
values the organisation itself may want to be respected (vision).

A stakeholder analysis consists in three steps; in a first step, the responsible
people of an ETO identify who these five groups are for them, with names to them; the
second step leads to a ranking of importance within each group of stakeholders; the third
step then asks what each of the most important stakeholders in each group expects from
the organisation, or, in other words, what the organisation would have to do for satisfying
the expectations of each of these stakeholders, taking into account the specific
relationships among these stakeholders (mission, policy and strategy). Another tool
(customer supplier analysis, see Franz/Sarcina 2009: 206) linking directly to the
stakeholder analysis, supports a more thorough analysis of tasks and of degrees of
fulfilment. But it is not always used in the first approach.
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In sociological terms, quality is a construct, a contract and a process. After this first
analytical approach which has constructed the organisation’s own view of its
responsibility for fulfilling the written and unwritten contracts with its stakeholders, the
question is whether all conditions and processes are in place to achieve the aims and
purposes attached to each of the relevant stakeholders, i.e. the people and skills, the
technical and material resources and the partners who with their products and services
contribute to the institute’s performance.

The following step reviews the processes and asks whether all required processes of an
ETO are duly identified and structured, the fundamental and central processes of an ETO
being the teaching and learning process and the handling of the learners and their data
from their first contact to their final certificate or attendance confirmation. Here is where
professional experience and the corresponding state of the art become part of the
picture.

With these three steps we have introduced the relevant people of an ETO in a very
practical way into the Excellence model of the European Foundation for Quality
Management (cf. the model graph) without ever talking about quality in general.

e BN L ER S s R RS BT

h People h People Results

" Key
Leadership . Policy & Processes .Cusromer Results @l Performance
Strategy Results

Partnerships :
F & Resources _ F Society Results h

INNOVATION AND LEARNING

Figure 2
Quality criteria for organisations

The first five criteria (from left to right), the so-called enabling elements,
constitute the set of aims, methods and instruments which a professional management
and workforce of an ETO have at hand in order to influence their performance level. The
four following criteria are the results and the way of measuring them, external and/or self-
established indicators of success specifying the degree of goal attainment.

The whole model shows very well that it represents a permanently installed
evaluation and self-evaluation cycle leading to a revolving system of learning and
improvement (or innovation), in other words, towards the development of a learning
organisation. More than this, it provides systematic support for a more professional
management of whatever type of organisation. This is of utmost relevance for the great
majority of educational and training institutions just as well as for the great majority of
other small enterprises in particular, as their management normally does not consist of
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people who have gone through corresponding management studies or trainee phases but
mostly have come to their responsibility as entrepreneurs or technical experts and
recognised performers of their technical functions, i.e. mostly teaching in an ETO.
However, organising and leading, i.e. managing an organisation requires much more than
being a good expert and being recognised for it. If they also want to be successful as
managers of an ETO they need a more comprehensive idea of how an organisation works.
The EFQM Excellence model is such a comprehensive concept providing a catalogue of
questions asking for the organisation’s own capacity of agreeing on aims, strategies,
people, partners, resources and processes as well as for the self-assessment of all results
achieved. It does not prescribe what exactly has to be done, it asks for the way how an
organisation has defined and implemented it own raison d’étre. And, what is even more
important, it does not expect you to be perfect but is expressively designed as a model of
learning and improvement.

Self-assessment and improvement

The central developmental medium and motor of this management model is self-
assessment in regular intervals. Why and how will be described in more detail. Self-
assessment can be applied on two levels,

e firstly on the level of the organisation, the whole organisation or parts of it regarding
certain aspects,

e secondly on the level of the individual or collective performance concerning the
design and planning, realisation and results of specific courses, training measures or
learning events.

For both levels, the following chapters will offer tools and experiences.

Self-assessment, as opposed to external assessment, has a number of decisive
advantages.

e Since self-assessment does not immediately expose an organisation and its people to
the pressure of success as it is built up by external testing or auditing for certification, it is
much easier for an organisation to be honest regarding its own state of affairs and to
admit critical results, because the immediate aim of self-assessment is improvement, not
winning a label.

e Self-assessment usually encourages broader participation, actually asks for it, while
external assessment often, from a success-oriented management point of view, asks for
controlling the production of assessment results and, thus, incites to exclusion processes.

e Self-assessment plus improvement help to build self-consciousness and self-trust in
an organisation which eventually also may lead to the decision to expose the organisation
to an external assessment and to obtain a certification or some label.

e Self-assessment is an active way of developing communities of practice in an
organisation towards becoming a community of performance (cf. Franz/Sarcina 2009:
49).

e Self-assessment is a way of building social capital (Franz/Sarcina 2009: 71)

Of course, self-assessment is not yet the improvement but only its basis, the
identification and detection of learning and improvement potential. A lot of critical issues
turning up in the course of a self-assessment process can be tackled immediately; others
need a more thorough analysis and may lead to improvement suggestions and projects or
other actions. In fact, the most important characteristic of self-assessment is the more
intense and focussed communication and joint occupation of more, if not all people in an
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organisation concerning their work and conditions of work. In doing so, they exchange
their views and come to terms of what they define as their commonly agreed standards of
doing things. In this process, they develop a common language of co-operation with
shared mental models. As self-assessment is repeated in regular intervals, even those
who do not want to share agreed solutions or procedures will co-operate more willingly as
the occasion of empirical, evidence-based assessment will arrive and allow for correction
and improvement. Anyway, improvement projects will always fix terms of validity of an
agreement regarding its duration and the measurement of success. Thus, much futile
conflict can be avoided as common experience will create evidence of what is the better
or best solution. Consequently, such processes not only create a common language of co-
operation but also a common language of conflict which is usually much more respectful
than in a culture of rumours and distrust. As a result, the forces of self-organisation are
strengthened and a more professional way of looking at and dealing with managerial
issues is growing over time. In other words, the quality of the organisation will be
enhanced; it will be developing towards becoming a community of performance.

SAETO - Self-Assessment for Educational and Training Organisations

This process of self-assessment with regard to the whole organisation and its
management can be greatly facilitated by dedicated software-based tools. | have been an
active partner in several projects funded by the EU Life-long Learning programme
Leonardo da Vinci, where such tools have been developed and adapted to the specific
needs of educational and training organisations in a number of countries.

Based on a questionnaire generator and statistical analysis engine called GOA
WorkBench, the SAETO self-assessment tools provide question catalogues based on the
EFQM Excellence model on three levels of complexity.

e The basic tool asks some 8o questions and offers a simple and greatly reduced view of
an organisation. It can be answered in one day and covers the needs of small education
and training providers, about 70 to 8o per cent of all providers. It is free of cost.

e The advanced tool consists of a catalogue of around 150 questions offering a more
detailed mirror of the organisational reality. Here self-assessment may take up to a day
per enabler criterion. It can be used in a computer network, i.e. spread the questions,
collect answers anonymously and provide a centralised analysis of the gathered data.

e The full assessment tool reproduces the complete EFQM model of some 230
questions and requires a longer and more complex process depending very much on the
concrete organisation and its structure and culture of communication.

All questions are already adapted in a general way to the conditions of ETOs
Dalluege/Franz). In a certain way, we have produced a branch version of EFQM for
education. Nevertheless, from the advanced tool upwards the users receive the full
administration rights and can change the formulation of all questions. In this way, each
organisation can adapt the self-assessment to its own wording and specifications
remaining, of course, linked to the original order foreseen by the EFQM Excellence
model.

This advanced version (and higher) also indicates for all questions to which
criterion or sub-criterion of the ISO 9goo1 model it is corresponding. Thus, users who quote
certain documents for proving that they comply with the EFQM criteria, at the same time
build a quality management manual which is fit for being used in ISO gooz certification
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audits and processes. Large training providers who work for international markets will
need this “translation” function.

Several support tools enhance the practical applicability of the self-assessment
software. They facilitate the implementation of the improvement suggestions made
during the self-assessment and gathered with the SAETO tools. They support customer
and employee satisfaction surveys. A special tool supports a satisfaction survey among
the companies who send their apprentices to the public vocational schools.

Currently, two further EU-funded Leonardo projects are developing and
transferring the product. Trans SAETO improves the learning modules accompanying the
self-assessment tools and will offer them via the web, along with implementing self-
assessment for the whole education system of Liechtenstein. It also transfers the results
to Austria and Slovenia. TI-SAETO, the second project, transfers the results to Turkey,
Latvia and Belgium. The whole project family is accessible via www.saeto.eu.

Quiality of teaching and learning

The quality of teaching and learning has two masters, the teacher and the learner.
The decisive result is depending on the learner as he or she, his or her brain, is the system
which selects, adopts and accepts (or not) according to its own interest, psychical and
physical situation what the teacher offers. Logically, the quality of learning is the result of
a co-production process. The teacher can only offer his or her knowledge and try to create
a situation of learning in which the learner can easily adopt what is offered to him or her.
Providing a concise formula, one could say: Good teaching consists in making learning
easy. This formula is not an absolution to bad teachers, it is by no means an acquittal,
quite on the contrary, it describes the responsibility of the teacher and, hence, of the
teaching organisation.

Above we have described one possible way of how a teaching organisation can
become a learning organisation. Any organisation can become a learning organisation.
This is the general aim of the EFQM Excellence model. But the deeper purpose of our
considerations is to find out how a learning organisation offering teaching can make
learning easier to its clients. This must be the overarching organisational objective of any
ETO.

Creating the personal, organisational and material conditions for achieving this
objective is the main and characteristic purpose of organisations dealing with education
and training and logically of their management, management understood in its double
meaning, as direction and as the common responsibility of all those who responsibly
contribute to this purpose. It is the object of several EFQM criteria:

e The criterion People asks for identifying in detail how this aim can be reached by
employing the right people in the right conditions (recruitment, employment,
development, team spirit etc.). Here also ethical criteria may apply such as gender, age,
ethnicity, handicaps, etc.

e The criterion Partners and Resources is of crucial importance for ETOs as many, if not
most of them have a relatively small staff in terms of employment but a large halo of
contracted teaching “staff”. Criteria for selecting this teaching personnel, reasonable
selection procedures, creating good and pleasant conditions of co-operation with them,
offering them the best possible support in terms of information, administration,
procedural routines, rooms, equipment and materials, is of utmost significance for the
overall aim of making teaching easy for making learning as easy as possible.
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e The criterion Processes, finally, asks for the identification and definition of all relevant
processes, of which the teaching process is the most important one, according to
measurement criteria of effectiveness and efficiency.

If it is true that the teaching process is the most important one in an educational or
training organisation, it is necessary to mention that within this responsibility of the
organisation there is the inalienable, personal and professional responsibility of the
teachers of making learning as easy as possible. The two main customers of an ETO are
the learners and, if they are not the payers of the course, the state, the labour agency, the
company or whoever else may pay for it. The paying customer has a contract with the
organisation; the learner, in any case, has a double contract, a formal or informal one with
the organisation and an informal one with the teacher/s. Therefore, we have a triangle
contract situation, and the success of its outcome is immediately depending on the
productive co-operation of all three of them. The organisation must provide a service to
the learner and to the teacher; the teacher must keep the promise of the formal contract
as well as the personal promise of being professionally able to be a good teacher.
Nevertheless, the overall formal responsibility is with the organisation.

If this is true, it is within the responsibility of the organisations to offer the
teachers a procedure of how to control and warrant their personal professional promise
keeping, i.e. their unwritten contract with the learner and their written contract with the
organisation. Offering such a procedure includes an initial decision on checking or
enabling, control or trust. As in the case of the organisation, our vote goes for the option
of enabling or trust. And again self-assessment is the first choice as it combines enabling
in the first place without excluding checking. The English word control in its double
meaning of steering and checking is the clue for a self-assessment solution.

Therefore, we have created a tool for the self-assessment of teachers who design and/or
plan and/or carry out any type of teaching and who want to or should check the results of
this process.

PlanEval

The tool called PlanEval combines the steering with the checking. It provides a full
catalogue of questions regarding four phases:
e strategy, with a number of questions concerning the market, potential partners,
conditions and evaluation methods to be employed
e planning and design, with questions asking for the contents and methods of teaching,
the resources needed and available, the evaluation procedures and the marketing
e implementation, i.e. the teaching and learning process, and monitoring, with
questions regarding the ongoing adaptation of the process to known and newly turned up
conditions and situations of the learning process
e results and impacts, with questions asking for the effectiveness of the learning with
respect to the context conditions, the starting conditions of the learners, the contents,
the methods, the pace, all this from the teacher’s point of view as well as from the
learners’ perspective (based on satisfaction surveys reflecting all these issues), for the
impact if observed or observable in some way, and for the efficiency of the respective
course or event in financial terms. The result of learning is an enhanced control of reality
(work, task, function) in the context for which the learning has been provided, i.e.
improved competence.
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Such an instrument will support teacher beginners in learning to plan a complete
cycle and control all relevant framework conditions including their own personal ones. It
will equally help the experienced teacher to overcome deficient routines under new or
changing framework conditions. And it will finally support the management or groups of
teachers to plan and develop new training offers or study courses and to monitor the first
realisations till they have become a normal recognised routine. Also here the self-
assessment scale goes from o to 4 (zero for not relevant), and the tool equally asks for
qualitative notes on shortcomings, improvement possibilities and learning as well as
documenting the process. A statistical function allows for immediate checks of the values
reached at any time in the process. Of course, the tool also can provide full reporting on
all qualitative notes entered during the process. So, over time, the tool as a whole will
provide an empirical basis for a critical professional self-esteem which will find its
expression in the esteem of the others, by the learners as well as by the peers.

Conclusions

Education and training are specific processes of service and production at the
same time. This production process of learning is characterised by independent and
naturally differing constructs of quality of the learner, the teacher and the ‘teaching
organisation’. These three partners are in a triangle contract situation in which the
organisation has a formal service contract with the learner or the entity delegating him or
her to learning and paying for it, and a formal service contract or a service-oriented
employment contract with the teacher. The teacher has an informal service and
production contract with the learner, service in terms of creating a learner-friendly
learning situation and using learning-friendly methods, a production process in terms of
offering his knowledge and expertise for the joint process of learning. But learning is an
exclusive activity of the learner and functions only with his or her active consent and co-
operation. Therefore, the success of this teaching and learning process in terms of the
production of new knowledge and competence in the learner depends on the active co-
operation of teacher and learner in a context created by the organisation and the teacher.
The customer is the co-producer of the result and its quality. As in caring and curing (and
other person-related services like wellness etc.), this is the specific characteristic of
teaching and learning processes and situations.

The EFQM Excellence model is the most comprehensive and holistic system
providing a management system for a learning organisation rather than a quality
management system. In this model regular self-assessment and improvement are the
main systemic mechanisms requiring the participation of all parts of the organisation. If it
is true that learning is a co-production process, also a learning organisation and
innovation system as the Excellence model postulates to be, needs the consent and active
participation of the learners, i.e. management and employees in the context of their
stakeholder construct, for its own development. In practicing this system they develop
from mere communities of practice to a community of performance. Learning itself
is/lbecomes a process of improvement and self-improvement.

This developmental process could also be described and analysed as a process of
competence development of an organisation as well as of each of its members, that is to
say, as the self-sustained development of an organisation towards a higher degree of
managerial competence and responsibility with regard to satisfying the needs of the
organisation’s stakeholders and as the development of professionalization for good
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teaching as well as for good management. Learners are the core stakeholder of a
teaching organisation, and teaching is the core process of an educational and training
organisation. We have presented two tools which are able to support and facilitate this
process, to make learning and improvement easier, one on the organisational level, the
other one on the personal and interpersonal levels. As always, it all depends on what use
is made of them, whether they are perceived as an opportunity for improvement and self-
improvement or just another administrative control mechanism. The difference is made
by trust.

References

Dalluege, C.A./Franz, H.W. 2008, IQM. Integriertes Qualitatsmanagement in der aus- und
Weiterbildung. Selbstbewertung fur EFQM, DIN EN ISO goo1 und andere QM-
Systeme, Bielefeld:wbv

Franz, H.W./Sarcina, R. 2009, Building Leadership in Project and Network Management —
A Facilitator’s Tool Set, Berlin/Heidelberg/New York:Springer

Inaugural Conference Proceedings



Fesenh

ESREA =53

Eurapean Saciety for Research on the Education of Adulis 6-8 November 2009 | University of Macedonia | Thessaloniki | Greece

Educating the Adult Educator: Quality Provision and Assessment in Europe

78



ESREA .

European Society for Research on the Education of Adults

6-8 November 2009 | University of Macedonia | Thessaloniki | Greece

KOKKOS, Alexis

4 Hellenic Open University,
Greece

KARALIS, Thanassis

University of Patras,
Greece

Educating the Adult Educators: Implementation and
Evaluation of the first National Adult Educators Education
Program in Greece.

The development of adult education and educators’ education in Greece

A periodical analysis to study the development of adult education in Greece has
been attempted in several studies (Karalis & Kokkos 2008; Karalis 2005) based on the
periodic levels of development and special characteristics of the field. We will shortly
refer to those periods emphasizing adult educators’ education.

The appearance of first activities: End of 19" century — end of 1950s

We could briefly state that until the end of the fifties there are no records about
the need for educating adult educators as adult education itself is considered
substantially as a mere extension of primary education aiming to combat illiteracy.
During the sixties and seventies a number of activities were developed by a small number
of institutions, and therefore some first references on the role of adult educators can be
traced. But there are still no systematic references to the need of a structured education
of educators.

The evolution of Adult Education in Greece: Beginning of the 1980s — end of the 1990s
During this period many changes taking place contributed both in the
quantitative, but also, in a certain degree, in the qualitative growth of the field of adult
education in Greece. Those developments are to a great degree due to the important
surge of Community funds, but also in the support of the State to several institutions and
organizations, mainly via legislative regulations. The milestones of this process in relation
to the issue of the education of adult educators are the following:
1. The reorganization of the Network of Popular Education (that has been upgraded to
General Secretariat in 1983) and the reorientation of its activities (mainly towards the
structured learning groups). This led Popular Education to become the most extensive
network of adult education in the country. In this frame several, mainly short term
programs are organized for educating the educators, while for the first time the need for
educating the educators is clearly expressed, in the evaluation study of Demounter,
Varnava — Skoura & Vergidis (1984) and in the study of A. Kokkos (1987).
2. In the same period other institutions, such as the Hellenic Centre for Productivity
(ELKEPA), the National Bank, the National Centre for Public Administration and Local
Government, the Hellenic Banking Institute, the Hellenic Association for Administration
of Enterprises, the University of Patras, the Labour Institute of Trade Union of Greece, as
well as a small number of Vocational Training Centres (KEK), implement Training of
Trainers programmes.
3. We should as well mention here, the growth and academic recognition of Adult
Education in our country that took place at the beginning of the gos, but also the
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foundation and operation of the Hellenic Open University that contributed in the
recognition of distance learning as an appropriate, valid and effective form of education.
4. The need for a systematic education of educators is addressed in the European
Commission decisions for all the three Community Support Frameworks (CSF). In 1997
the National Accreditation Centre for Continuing Vocational Training (EKEPIS) was
founded. The qualitative upgrade of the continuing vocational training system revealed
the next necessary intervention; the Education of Educators.

In brief, during this period the demands for the educators’ education matured as
different sources (executives of institutions, researchers, national and Community bodies)
stressed the need for upgrading the qualifications, education and accreditation of adult
educators. In this time frame, the first training for trainers programs mentioned above are
organised, however, these interventions were fragmentary and limited in the
implementing institutions. The demand of an intervention in national scale is still
imperative in the end of this period, being now more important and mature than ever.

The development of the first National Adult Educators’ Education

Program
The call for proposals

Given the above mentioned circumstances, namely lack of an education and
accreditation system for the Training of the Trainers of Vocational Training and the
relative previsions of the National Action Plan, the Ministry of Labour and Social
Insurance launched the call for proposals in 2002 for the “"Development of a methodology
and training material for the education of educators” (call 2/2002). The completion of two
preparatory studies that EKEPIS assigned to an external expert preceded the call. The two
studies developed by D. Vergidis (2002a; 2002b) are: "Study on the content specifications
for the program of education of educators” and “Study on the determination of the
profile of the initial team that will train the trainers of trainers and the profiles of the
trainers per category”.

In the call for proposals two major difficulties of this intervention were
highlighted: the extremely high number of educators (estimated to 10.000) and the
difficulty the educators had to overcome in order to participate in a conventional 300
hours program, as the majority of them were employed. For these reasons, the
specifications of the program anticipated that the education of the first 250 adult
educators, as well as the education of the remaining of them, should be based on a mixed
method of delivery (face to face, assignments and distant learning). The distribution of
training hours was planned accordingly (225 training hours distant and the remaining 75
in meetings).

The project included:

(a) a study for the exploration of trainees’ level of knowledge and skills

(b) the development of the methodology and the specifications of the training for
trainers programs,

(c) the development of educational material for the training of trainers,

(d) the training and accreditation of the first 250 educators, who would later undertake
the education of all educators included at the EKEPIS register.

An International Open Call for Tenders has been announced and the project has been
awarded to a partnership constituted by the following institutions:
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o Hellenic Open University (leader), with Professor of Adult Education A. Kokkos in the
role of scientific responsible,
o Labour Institute of Trade Union of Greece,
o Greek Banking Institute
o "“Mentor Training”- Vocational Training Centre

The objectives of the Program, as already mentioned, were to upgrade the profile,
knowledge and skills of the Vocational Training Trainers, based on the principles of Adult
Education and on practices that can increase the efficiency of the modern adult trainer in
his exigent mission accordingly. Active participation and respect of adult educators,
educators’ commitment for the achievement of the objectives set by the participants,
cooperative and critical spirit, substantial communication and spirit of initiative were the
leading principles for the Education of Educators and they have determined the
implementation strategy that was based mainly on experiential approaches and on the
fulfilment of participants’ needs.

The educational material
As it has been pre-mentioned, the Program was implemented with a mixed
method and the educational material used was not simply assisting the work done in
classroom, but was a constituent element of the learning process itself. In order to
develop a highly interactive training material, the experience for the development of the
Hellenic Open University material and the principles of adult education were exploited.
Factors supporting the interaction between trainees and training material, apart from the
writing style that should be clear, friendly, simple but not simplistic, are those creating a
‘dialogue” between material and trainee, for example:
e Use of shapes, diagrams, examples.
e Use of orientation notes (aim, expected results, key-words, introductive comments).
e Exercises and practical applications, for the majority of which answers are given in the
end of each chapter and feedback to the trainees.
e Use of abstracts and additional notes (synopsis, reference to other books, annexes
with additional material).
The chapters of the printed educational material were:
1. Socio-economic and cultural dimensions of adult education
2. Theories of learning and adults learning
3. Characteristics of adult learners and conditions for an effective learning
4. The inaugural meeting
5. Educational techniques
6. Educational techniques per thematic field
7. Educational techniques for vulnerable social groups
8. Educational equipment and space
9. Planning of an educational unit
10. The practical exercise
11. The role of the educator for the connection of vocational training and employment
12. Utilising the group dynamics in the educational process
13. Evaluation of the educational work
14. The role of the “new” adult educator
The importance given to the individual chapters resulted from the trainee’s needs,
as those were recorded in the relative study.
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It was as well foreseen to provide trainees with three extra books, from the
international bibliography, translated in Greek. These books were however incorporated
to the overall educational material throughout quotations in the individual units. The
printed material was accompanied by videotapes and DVD'’s, that were not only related
to the general educational material but constituted part of the practical exercises as well.
Microteaching sessions and material related to other topics such as group dynamics were
included in the audiovisual tools.

Thus, with the term educational material in the Program we mean the following:

= Specially created original and interactive printed material (1.000 pages).

» Three specifically selected books (750 pages).

» Study guidelines and manuals for the trainers and the trainees (100 pages).

= Avudiovisual material (more than two hours).

» Additional CD-ROM with reference materials and all the educational material in
electronic form.

* Practical exercises material for the educators (400 pages).

We would like to point out that the study of all these material was not compulsory
for all the trainees. It was foreseen that each adult educator should study the chapters
relevant to him according to his experience and level of and specialisation. In this way,
every hour of distant training corresponded to the study of almost three pages. 29 writers
and 3 critical readers participated in the development of the training material, while the
scientific responsible of the program edited the final outcome.

Written exercises

During the implementation of the Program and in defined times, the trainees had
to produce three written exercises. These exercises were a vital part of the Program as
their subjects were directly connected with each phase of the program. The exercises
served concrete objectives of the Program such as the development of critical reflection
in relation to trainers’ practice and the preparation of the microteaching sessions.
Analytically:

@ The first exercise was related to the reflection on some of the microteaching sessions
included in the audiovisual material. The trainees after studying the chapters about the
educational techniques were asked to evaluate the videotaped microteaching
sessions.

o For the second exercise, trainees were asked to reflect upon their first exercise and the
comments of their educator, but at the same time to diagnose their lacks, developing
their personal plan for the continuity of the Program. At the same time the aim was to
develop participants’ critical reflection on their assumptions, based on which they had
shaped their first exercise.

o The third exercise essentially concerned the design of a microteaching session, which
they would perform during the last meeting.

This way the exercises were not isolated from the development of the Program,
neither were theoretical or abstract; they aimed at the development of critical reflection
skills and attitudes and at the constant repositioning of the educated educators in relation
to the new program elements. It should be highlighted that an important function of the
exercises was the written feedback sent by the educator to the trainees and the
discussion in working groups on the different topics, during the face to face meetings.
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Finally, we should mention that even if the completion of the exercises was an evaluation
asset, emphasis was set mainly upon their pedagogical value.

Face to face meetings

One of the structural elements of the Program were the four face to face meetings
(75 training hours) during which emphasis was given at the elaboration of various parts of
the educational material and at the development of skills, and the cultivation of attitudes
related to the role and practice of the adult educator. The content of all the meetings was
developed in relation to the Program aims and it was included in the educator’s manual.
The meetings were carried out every about 1,5 month during weekends and lasted for 15-
20 hours. The first meeting aimed basically at the setting of the group, knowing each
other, establish the educational contract, introduce the logic of the Program. The next
two meetings were focused in the conduct of pilot microteaching sessions by the
trainees, while the last meeting was dedicated in the performance of the final
microteaching session. It should also be mentioned that every meeting had pre-arranged
time for:
- Study the themes of the exercises.
- Discussions for both the Program and the trainees’ progress.
- Analysis of critical points of the educational material.
- Comment on the microteaching examples in working groups.

Microteaching

Microteaching is among the most efficient tools for educating educators and is
used in various training for trainers frames, accordingly adapted to the aims of the
different programs. Microteaching is one of the basic elements for the training and
accreditation of trainers in most of the European countries. In this particular program the
final microteaching (20 '), was substantially a micrograph of an educational unit, and was
also the basic element for the evaluation and the accreditation of the trainees. The
trainers were considered to have successfully completed the Program when they could
manage a record of at least C, in an A to D scale. The evaluation was done by the educator
of the group based on an evaluation grid and afterwards the videotaped microteachings
were given to another Educator for a “blind evaluation” in order to ensure the
transparency of the process.

However even when microteaching was used as an evaluation asset, emphasis was
still put on its educational value: in the final meeting, trainees in working groups analyzed
all microteaching sessions, and in collaboration with the educators, identified the points
in which they could improve. The objective was to decrease - the justified - stress of the
trainees in view of their accreditation process and to use all the meetings for the
improvement of their practices. However, this element of the Program was only valid for
the first 250 educators of adult educators. Even if the adjustments made later by the
State disturbed this function of the microteaching, they accentuated its evaluation
dimension. It must however be pointed out that thanks to the efforts of the 250 educators
, as well as the trainees themselves, microteachings functioned to a great degree
positively, giving the opportunity to the educators to use participative educational
techniques and develop their interventions taking into consideration the needs and the
interests of their trainees.
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Role and contribution of the Educators of Educators

The educators of educators were the most important and crucial factor for the
achievement of the objectives and the smooth flow of the Program, and finally the basic
lever for the transformation of the trainees attitudes. We will attempt to mention the
basic elements of the educators’ role:

For the distant training program, the role of the educators was similar to those
of the tutors of the Hellenic Open University, focusing mainly at giving feedback to the
trainees during the implementation of their exercises, encouraging them to complete the
program and support them for a fruitful study of the training material. However, their role
was of a critical importance during the face to face meetings. In these meetings the
educator had the role of facilitator and mentor so that the trainees could develop a
positive attitude towards the program and at the same time to create a safe environment
where active participation could flourish.

Through the educators, referring here both to the initial 213 and the following 250,

it was possible to change the initially negative attitudes and predispositions of the
educated educators. Given that we do not refer here to inexperienced educators, but to
trainers having in some cases, vast and long experience, it was expected to meet with
objections and prejudices concerning the reasons of their participation to the program
and the benefit that they could acquire from this. Overcoming this, justified in a certain
extent, negative attitude was one of the basic concerns in the planning of the program.
The initial team of 13 educators worked systematically on this question, in order that the
objections of the educated educators were taken into consideration in a creative
approach for the achievement of the objectives both of the program itself and the
educators.
The first phase of the program, education of the first 250 adult educators, was completed
by the end of June 2003. Even if the time frame was extremely tight the evaluation results
were very encouraging both for this first phase but also for the second expanded phase.
As it results from relative data (Karalis, 2003) the educators of adult educators came up
with an average score, raising between 3,4 — 3,8 (in scale 0-4), in the individual elements
of the first phase of the program (sufficiency of meetings, evaluation of the 13 educators,
educational material).

The implementation and evaluation of the program

The second phase of the program, implementation at national level, started in
June 2006. Following a call for tenders Vocational Training Centers were awarded with
500 programs for the training of 8.000 adult educators. The substantial delay of the
responsible State agencies, between the completion of the first phase (2003) and the
generalized implementation of the program (2006) was an unfavourable development for
the smooth implementation of this innovative action. Also the lack of concern and plan
for the evaluation of this particularly innovative project from the side of the responsible
government services, led the Program development team to organise without any
governmental contribution or support, the evaluation of the National implementation of
the program.

The evaluation was based on CIPP (Context, Input, Process, Product) evaluation
model, that is worldwide recognised as one of the most suitable for the evaluation of
educational programs (Stufflebeam & Shinkfield, 2007). A questionnaire, that was
answered by a random sample of 386 educated educators was selected as a research
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technique. The results of the evaluation were published in a special volume of the Hellenic
Adult Education Association (Kokkos & collaborators, 2008). Brief, basic outputs of the
evaluation of the implementation of the program at National level are presented.

Some questions were aimed to investigate the degree of satisfaction of the
trainees in relation to various elements of the program. In all these questions the average
score was 3,5 (in scale 0-4). Particularly positive is their opinion for the program (3,7), their
opinion for the interest that it caused them (3,7), as well as for the usefulness that they
consider it had for the exercise of their educational work. They were as well positive for
the educational material (3,7) and theoretical content (3,7). Positive opinions were also
expressed for the services of VTC training (secretarial-organisational support 3,8 and
equipment 3,6). The chronological terms of the implementation of the program appeared
to have created difficulties for the trainees, however not in an excessive degree (3,5). The
final evaluation and the accreditation system that was institutionalized by the
governmental institutions, had the lower average score (3,1), while the higher value (3,9)
has the satisfaction from the work of the Educators of the Educators. This fact confirms
what has been already mentioned, that the educators made great efforts and developed
creative relations with the trainees.

In order to investigate the attitudes of the trainees, one and only question was
selected: “"How important is it (in the beginning of the program) or was (in the end of the
program), for you, your attendance in the program of education of educators? “. The
answers were given in a Likert type scale (“very important”, “enough”, “fairly”, “little”,
“not important”). As it results from the answers given, in the beginning of the program
those that considered “very important” their attendance were less than half (44,8%),
however together with those that considered it “important enough”, constituted the big
majority of the trainees (86,8%). In the end of the program, there had been a big increase
in those that considered their attendance “very important” (57,8%), while in total those
that declared “important enough ” and “very important” reached a percentage of 88,1%.

Finally, combining the above mentioned data, with the know-how that the trained
adult educators acquired (as this resulted from the scores of microteaching sessions and
exercises), their classification in four levels was attempted. In the first level (“very
satisfactory level”) is classified the 30,8%, in the next (“satisfactory level”) the 38,9%,
while in the “satisfactory enough level” are found the 21,8%. Only an 8,5% is considered
to be in a “not satisfactory level” towards the requirements of the role of adult educator .

Concluding remarks

In this paper, the main points of design and evaluation of the National Program of
Education of Adult Educators were presented. This Program constitutes a mile stone in
the historical development of Adult Education in Greece, as it was the first time that an
intervention took place for the education of educators in national level.

Nevertheless, after the completion of the Program, various governmental
institutions created their own registers of adult educators, for the register of which once
again the follow-up of programs of education of educators is demanded. Instead of
valorising the important experience of the National Program and use it as the basic form
for the education and accreditation of adult educators in various frames, an endless
repetition of it in various versions is attempted — which results in the waste of resources
and the down rate of these energies. Consequently, what should be done is the utilisation
of this Program as the core program not only for the educators of Continuous Vocational
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Training but in general for the education of Adult educators active in different institutions
and types of programs.
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Introduction

The difference between network distance education technology and traditional in-
class one is that a subject of teaching (referred to as a student in the following) has access
to only network electronic teaching materials and network means of communication with
an object of teaching (referred to as a teacher in the following) [1,2]. The role of the
teacher in the given educational system changes considerably in comparison with a
traditional style of teaching. In the distance pedagogical system the teacher aims to
create such electronic information-educational environment, which together with
information communication means could provide opportunities for direction and self-
direction of students’ learning-cognitive activity. It means that students, being objects of
training effect, must transform to subjects with developed abilities for self-learning, who
are willing to direct learning process themselves. In other words when using distance
technologies the new paradigm of education is used: namely, the teacher does not
transfer knowledge, but stimulate students to develop their own learning-cognitive
activity [3, 4].

In contrast to a traditional educational institution (a college, university), where
young people study in the main, adult training has to deal with people, whose social
portrait drastically differs from the one of traditional students. Adult learners have
different preceding educational background and different initial thesaurus. These
differences of educational levels have to be considered when developing syllabuses,
content of training and when choosing means and methods of network training.

Every adult student possesses individual personal values cultivated during the life;
he/she has a certain professional and life experience. Adult students often have families
to take care of, go in for hobbies and hold full-time jobs while continuing their education.
Therefore motivating system and training methods for adult students need to be
developed taking into account their individual particularities. Also it is necessary to
consider the fact that every adult learner has gone back to “school” for own purpose
(career, better jobs, improvement of work performance and etc.)

Many adults have the opinion that a theory is not necessary to know since the
theory is one thing and the practice is quite another thing. This category of learners has
no interest to the theory at all or episodic interest for mercantile reasons. An incorrectly
developed training course, which abounds with theoretical questions without linking to
the practice, can bring all educational efforts to nothing.

At the same time adult students are willing to test their knowledge in practice.
They have an inclination to create their own learning models which authors and teachers
of training courses need to take into account. An adult student is a practitioner who lives
and works in the common information space, which can not be divided into learning and
professional spheres.

o~

Inaugural Conference Proceedings



6-8 November 2009 | University of Macedonia | Thessaloniki | Greece

Adults feel doubts in their strengths more often than young people. According to
the result of our survey the number of students, who do not believe in their strengths,
attains to 60 percents of questioned students. Mainly it corresponds to those people who
obtained preceding education many years ago. They got out of the habit of learning
according to time-schedule and taking classes. Frequently the best routine of training for
them is an individual routine.

Traditional forms and methods of training (for example, university lectures) seem
ineffective to adult students. Owning great practical experience adult learners do not
want to go to lectures as passive students. They want to be involved in discussions, to
analyze different practical aspects of their business, learn opinions of colleagues and the
teacher.

Unlike traditional university pedagogic aimed at teaching young generation of
students, pedagogic of teaching adults, termed andragogic, has specific character and
introduces the following paradigm: “education not for all life, but through all life”,
applying specific forms, methods of teaching and individual trajectory of training.

Despite the fact that distance learning is self-learning with a possibility for
students to manage their own learning activities, the teacher does not lose leading
positions in the learning process. His or her pedagogical functions acquire perfectly new
forms and content. The teacher has to work in the educational environment, which is
fundamentally different from the environment he or she is used to work in traditional in-
class education.

In new conditions the teacher acts as a high qualified manager of the learning
process, an organizer and an intermediary between new pedagogical environment and
learners. The teacher’s professional activity acquires peculiar features and changes
essentially in information-educational environment of distance learning. The teacher
does not merely use already prepared information-educational environment but creates it
developing particular educational sectors and introduces them into a common training
field. It transforms functions of the teacher and changes the role and place of the teacher
in the learning process.

Of course, in distance learning as well as in traditional in-class learning the teacher
must
demonstrate thorough knowledge of the subject, he or she teaches, and knowledge of
structural and logic connections of the taught subject with adjacent area of knowledge.
Besides in order to facilitate self-directed learning in the best way the teacher must:

- Have broad outlook on issues of application of information and communication
technologies in education; have a clear idea of technologies, methods and organization
forms of distance learning; know and apply pedagogical and psychological basics of
distance learning.

- Be able to design and develop electronic textbooks on the basis of didactic and
methodic requirements set to teaching materials designed for using in the Internet; know
and apply technologies for developing network laboratory work and be able to use
already existed works.

- Be able to apply various forms of interactive communication with students: virtual
workshops, and videoconferences; conduct individual and group tutorials using network
services.
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- Be able to apply distance assessment techniques of knowledge and skills; organize
assessment of learners' practical performances; develop tests and use special systems for
computer testing.

- Know the methods of quality and efficiency assessment of network learning
process and use them systematically in order to diagnose and improve own activities.
Electronic information-educational environment created by the teacher in the distance
pedagogical system provides opportunities for students to direct their own learning-
cognitive activity, determines principals of formation and development of students’
thesaurus and intellect that for its turn, determines a specialist’s ability to be in
professional activity.

There is enough close link between professional competences of the teacher, who deals
with adults in the distance learning environment, and the process of thesaurus phylogeny
(i.e. the process of building cognitive skills, circulating in concrete community or its part,
for example in a group of students) [5, 6]. Indeed, research on the thesaurus in ontogeny
(i.e. in a person) allows determining a learner’s individual abilities, while research on the
thesaurus in phylogeny (i.e. in a group) demonstrates pedagogical abilities of the teacher:
the higher professional competences of the teacher in adult distance learning, the better
indexes of collective thesaurus formation in the group of students.

The majority of authors of pedagogical publications are unanimous that various tests and
assignments can be used as basic tools for evaluation of the collective thesaurus of the
group of students [7, 8]. Quantity indicators for evaluation of the group’s thesaurus and
methods of indicators’ measurement are offered bellow.

Relative frequencies of correct solutions can be used as indices to learners’ individual
thesauruses:

m,,

Peor =—=-100%
m(l}m

1

where m.,,— the number of correct solutions,
Mcom - the common number of assignments.

Calculating the average value of Peor of these parameters by the formula:

N

Pen

1

where Peori - the relative frequency of correct solutions of i-th student;

N — the number of students in the group, we obtain the indicator of the state of the
collective thesaurus for the learning group. On the basis of the received data it is possible
to build a diagram showing what number of students has reached this or that level of the
indicator. Figure 1 shoes the curves built for two groups with different teachers.
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Figurea
Curves of the level of group learning.
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It would be appropriate to name these curves as the curves of the level of group
learning. It is reasonable to assume that the teacher, whose group has a higher curve,
provides better quality of education, i.e. he or she possesses is a more professional
competence.

It is possible to set a threshold value of the relative frequency of correct solutions, for

=T70%

example, Peoriir as it is demonstrated on Figure 1, and define the number of the

students Veorir who coped with the assignment at this level. Then one more indicator of
the state of the collective thesaurus could be formulated - coefficient of the group learning

N
K — cor.thr 100%
N

In
The higher the coefficient of the group learning, the better professional competence the
teacher has.
Pedagogical literature distinguishes three basic learning goals. The learning goal of the
first, the lowest level, is to give knowledge to students; the learning goal of the second
level is to teach students to apply this knowledge, i.e. transform the knowledge gained
into abilities; finally the top step or the learning goal of the third level is to provide
students with professional skills. According to this classification it is possible to make
evaluation of how efficiently the learning group has achieved learning goals. For this
purpose assignments for evaluation of three specified levels have to be developed. The
number of assignments for each level should be sufficient for its estimation.
Indicators of learning goals achievement could serve:
- coefficient of knowledge

K, =—1.100%
coml .
- coefficient of ability
n
K, =—2-100%
ncom2 .
- coefficient of skills
K, =5 .100%
n

com3
/

where n,, n,, n; - number of assignments solved correctly by a student of the 1st,
2nd and 3rd levels, correspondingly;

Ncoma; Neoma; Neomz - COMMon number of assignments of the 1st, 2nd and 3rd levels.

In order to obtain the parameter of the group’s learning goals achievement one can
define the average values

_ ) K, _ K,
R-kn — z kni R-ab — Z abi R-Sk — Z ski
N N N
where Kkn;, Kab;, Ksk; - coefficient of knowledge, abilities and skills of i-th student.

To compare competences of various teachers, the diagrams, showing what number of
students from the group reached this or that level of knowledge, abilities or skills, can be
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built. For an example, the diagrams for indicator of Ky, for two groups with different
teachers are shown in Figure 2.

N A

30- 1st group

2nd group

T4 7 . -

10 20 30 40 50 60170 80 90 100 Kier 70

|
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Figure 2
Curves of the level of group knowledge

These curves can be named the curves of the level of group knowledge. Similarly curves of
the level of group abilities and curves of the level of group skills can be built.
Defining in accordance with the diagrams the number of students who reached threshold

K K K " : . .
levels *" knihr “rabihr gnd “tskdr it js possible to evaluate the achievement of learning

goals by the whole group at any of their three levels by means of the following
coefficients:
coefficient of the level of group knowledge
N n.mnr
Kkn.gr = % ' 100% '

/

coefficient of the level of group ability

N
Koy =—22100%

1

coefficient of the level of group skills

sk.gr

N
— sk.thr_ 1 00%
N

where Nin.thr, Nab.thr and N inr - number of the students who reached respective threshold
|EVE|S Kkn.thr/ Kab.thr and Ksk.thr.
Higher group indicators Kin.gr. Kab.gr and K g testify to a better achievement of learning

goals by students of the group and, hence, to higher professionalism of the group’s
teacher.
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At the department of Multichannel Telecommunications and Optical Systems of the
Siberian State University of Telecommunications and Information Sciences two teachers
designed electronic teaching materials for the course «Multichannel Transmission
Systems», meant for adult distance learning. Every set of electronic teaching materials
consisted of an electronic textbook, virtual laboratory works, assignments published on
the Website of the distance learning server.

The purpose of this research was to define qualifications of the given teachers and their
readiness to work with the new electronic educational environment in the distance
learning system for adults. Two groups of students were involved in the research. The
groups used electronic teaching materials only of one teacher in each group. The primary
goal of the research was to measure quantity indicators of groups’ collective thesaurus by
means of the above proposed method.

The students from both groups were given the same test assignments evaluating two
levels of learning goals achievement: knowledge and abilities.

Tables 1 and 2 demonstrate results and percents of test correct solutions.

Table 1. Results of test assignments’ solutions of the 1™ group

Number of correct Number of Relative frequencies of
N Surname . . .
solutions incorrect solutions correct solutions Peor

1 |Lukojanov 7 1 87,5%

2 [Shumilina 7 1 87,5%

3 [Saifutdinov 6 2 75,0%

4 [vanov 6 2 75,0%

5 |[Pereskokov 6 2 75,0%

6 [Meshkov 6 2 75,0%

7 |[Zotov 6 2 75,0%

8 |Boreiko 6 2 75,0%

9 [Abdullina 6 2 75,0%

10 |Galyamov 7 1 87,5%

11 [Shkitenkova 7 1 87,5%

12 [Tarhova 5 3 62,5%

13 [Netesova 8 o} 100,0%
Average relative frequencies l_7mr =79,8%

Table 2. Results of test assignments’ solutions of the 2™ group

Number of correct Number of Relative frequencies of
N Surname . . .
solutions incorrect solutions e celluee Peor
1 |Antropov 5 3 62,5%
> Bardadym 7 1 87,5%
3 [Snapkova 5 3 62,5%
4, Sokolova 6 2 75,0%
5 |Levchenko 6 2 75,0%
6 |Gorchenkova 3 5 37,5%
7 Molohova 4 4 50,0%
8 |Myasnikova 6 2 75,0%
9 |AAgarina 6 2 75,0%
10 |Opanasenko 3 5 37,5%
11 [Sterehova 7 1 87,5%
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12 (Gancharova 6 2 75,0%
13 [Matveeva 4 4 50,0%
Average relative frequencies Peor -65,3%

Average relative frequencies of correct solutions P« for students from the first
group was Peor =79,8 %, at the same time, for students from the second group this value

was equal to Peor =65,3 %. According to tables 1 and 2, dependences of the number of N
students from relative frequencies of correct solutions for two groups were built (Figure3).
The teaching materials with the corresponding curve placed above on Figure3, i.e. the
teaching materials developed by the teacher of the first group, proved to be more
efficient.

N
14

12

10 ——1st..

-=-2nd..

2

0 .
37,50% 50,00% 62,50% 75,00% 87,50% 100,00% Pcor

Figure 3
Distribution of students in groups depending on relative frequencies of correct solutions

It is possible to set a threshold value of the relative frequency of correct solutions,
for example, peortn=75 % and determine for this threshold value the number of N
students, whose relative frequencies of correct answers were not less than pcor.thr, from
Figure 3. In this case one can calculate the value of the group learning coefficient

N
K — cor.thr 100%
N

In

1

where N - the common number of students in the group.

For the first group of students the given coefficient was Kj,=92,3 %, and for the second
group Kj,=53,8 %.

Therefore, obtained results show that students from the first group showed a higher level
of the collective thesaurus that testifies to higher professional qualification of the teacher
from the first group.

tad

Inaugural Conference Proceedings



Rbr

6-8 November 2009 | University of Macedonia | Thessaloniki | Greece

The further goal of the research was to find out of which of examined groups
demonstrated the best knowledge and abilities. For this purpose each group was
provided with two types of assignments. One assignment contained the tasks, allowing to
evaluate knowledge of students, another — the tasks evaluating abilities.

Tables 3 and 4 show solutions of the tasks done by students from each group. These
tables demonstrate coefficients evaluating knowledge gained by each single student and
by the group as a whole and abilities. Average value of the gained knowledge coefficient

in the first group K- 87,5 % was considerably higher than in the second one (K’m =62,5
%). The average coefficient of abilities gained by the first group (Kab =67,3 %) was also

higher than in the second group (Ka” =44,2 %).

Table 3. Results of test task solutions in order to evaluate knowledge and abilities gained by students

from the first group
Tasks for knowledge Tasks for abilities
Number of| Coefficient of Number of| Coefficient of
N Surname Number correct knowledge Number correct abilities
of tasks . of tasks .
solutions K,, solutions K,

1 |Lukojanov 8 6 75,0%0 4 2 50,0%
2 [Shumilina 8 8 100,0% 4 4 100,0%
3 [Saifutdinov 8 8 100,0% 4 2 50,0%
4 [vanov 8 8 100,0% 4 3 75,0%
5 [Pereskokov 8 8 100,0% 4 2 50,0%
6 [Meshkov 8 8 100,0% 4 3 75,0%
7 [Zotov 8 8 100,0% 4 3 75,0%
8 Boreiko 8 8 100,0% 4 3 75,0%
9 |Abdullina 8 3 37,5% A 2 50,0%
10 |Galyamov 8 4 50,0% 4 2 50,0%
11 [Shkitenkova 8 8 100,0% A 3 75,0%
12 [Tarhova 8 6 75,0% 4 2 50,0%
13 Netesova 8 8 100,0% 4 4 100,0%
Average coefficient K,, ~87,5% K, ~67,3%

Table 4. Results of test task solutions in order to evaluate knowledge and abilities gained by students
from the second group

Tasks for knowledge Tasks for abilities

N Surname Number | Coefficient of Number |Coefficient of
AT I of correct| knowledge NOaIoEr @ of correct| abilities
tasks . tasks .
solutions K,, solutions K,

1 Antropov 8 8 100,0% A ul 25,0%
2 Bardadym 8 8 100,0% A 3 75,0%
3 Snapkova 8 8 100,0% A al 25,0%
A Sokolova 8 3 37,5% A 2 50,0%
5 Levchenko 8 2 25,0% A 2 50,0%
6 Gorchenkova 8 ul 12,0% A o 0,0%
7 Volohova 8 0 0,0% A 3 75,0%
8 Myasnikova 8 8 100,0% A o 0,0%
9 AAgarina 8 3 37,5% 4 2 50,0%
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10 [Opanasenko 8 8 100,0% A g] 75,0%
11 Sterehova 8 8 100,0% 4 3 75,0%
12 |Gancharova 8 8 100,0% 4 2 50,0%
13 [Matveeva 8 o 0,0% 4 1 25,0%
Average coefficient K —62 5% ab —44 2%

According to tables 3 and 4, dependences of the number of students from the coefficient
of the gained knowledge were built (Figure 4).

14 |
12 \ -~ 1st group

33,30% 66,67% 75,00% 100,00% Kkn

Figure 4
Distribution of students in groups depending on coefficient of knowledge

From this figure one can see that electronic teaching materials, developed by the teacher
of the first group, proved to be more effective as well. Taking the threshold value of the
coefficient of the gained knowledge Ki,, for example 75 %, one can determine the
number of students N, whose coefficient of knowledge was not below this threshold
value, and calculate the coefficient of learning goals achievement at the level of
knowledge

N
— In.thr 1 00%
N

kn.gr

For the first group this coefficient was Kin.4-=76,9 %, aﬁd for the second one — Ky 4 =53,8
%,

In figure 5, distribution of number of students of both N groups depending on coefficient
of abilities is built. Coefficients of learning goals achievement at the level of knowledge
for the threshold value Kgp1hr =75 % were 53,8 % for the first group and 30,7 % for second
one.
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N
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25,00% 50,00% 75,00% 100,00% Kab

Figure 5
Distribution of students in groups depending on coefficient of abilities

Thus, the results of this research indicated that measurement of quantity
indicators of collective thesaurus in adult groups, which are taught in distance by means
of electronic teaching materials developed by different teachers, allows comparison and
evaluation of the teachers’ professional levels.
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University of Macedonia,
Greece

Implementation of a National Register of Adult Educators:
Ariadne's thread or Pandora's box?

Introduction

Contemporary economic, technological, social, demographic and cultural
transformations highlight new educational demands, while establishing a complex social
and professional context within which human resources are required to continuously
update attitudes, skills and knowledge to keep pace with constant change and
uncertainty (Cross, 1981; Edwards et al. 1998; Jarvis, 2001). In such context of major
challenges, lifelong learning has been increasingly integrating into all spheres of social
and private life, turning crucially dominant to ensure the quality of elapsing programmes
in the field of adult education and training. Recent studies though, have concluded that
the performance of learners is highly related to the professionalism of instructors,
highlighting the adult educator as the most important factor in the educational process
(Bransford, Darling-Hammond & LePage, 2005, Commission of the European
Communities, 2007b).

The outstanding role of lifelong learning has immensely been outlined by the
European Union (EU) discourse as an essential tool for fostering advancement of
knowledge and skills at all stages of life and promoting overall development. The future
of the European economy is deemed to depend on the skills of its resources, prioritising
thus, their continuous updating on the grounds of increasing general levels of
competence, both to meet the needs of the labour market and to enable citizens to
remain functional within the knowledge societies (European Council, 2003). Emerging
demands in the field of Lifelong Education (LLE) therefore, have assigned adult educators
a critical role, whereas their education, training and development are reported as key
determinants of quality in the LLE sector.

Aim of the study

The present study seeks to provide policy analysis of the legal framework
concerning the implementation of a National Register of Adult Educators in Greece, to
respond to the European mandates and rising challenges for quality in education and
training systems. In the light of the evolving Lisbon agenda, it takes account of the
contemporary context, overarching principles and policy priorities with respect to LLE, to
critically review the establishment of a coherent framework of inclusion criteria for the
teaching resources employed in the field.

To this end, the study draws on critical examination of the political discourse, with
intend to interpret and understand political actions, trace further implications of the
policies implemented and identify ambiguities and possible consequences.

The key role of adult educators: professionalism in LLE

Quality assurance in LLE calls for well qualified professionals disposing scientific
knowledge, as well as basic and generic skills and attitudes to follow a successful career in
adult teaching. Moreover, technological advancement, social change, knowledge
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expansion and methodology transformation, accentuate the necessity of quality initial
training and continuous professional development (Craft, 2000; Fullan, 2001).

To stand up to the key role they have been assigned to within the “knowledge
society”, educators ought to have concrete knowledge of the psychological traits of
adults, being able to adjust teaching to the uniqueness of each learner while integrating it
into the wider social context (Jarvis, 2004; Rogers, 1996). With teaching based on
scientific principles, objectives and targets arising from the needs of both the individual
and the social context can be pursued and effective methods for their attainment be
applied (Brookfield, 1988; Brown, 1995).

Moreover, to effectively cope with the complex and multifaceted task of teaching,
requires generic skills to foster cooperative and experiential learning and support both
cognitive and emotional development of learners, promoting self-reliance,
independence, and critical reflection. In this context, teaching professionals should be
able to take up the «facilitator” role, accepting with respect the diversity of learners,
building mutual understanding and trust and shifting away from traditional models and
approaches which for centuries entrenched formal education (Jarvis, 2004; Knowles,
Holton & Swanson, 1998; Mezirow, 1990; Noyé & Piveteau, 1999; Rogers, 1996; Rogers,
2002).

Quality initial training however, should be combined with a process of ongoing
development, in order to enable constant acquisition of necessary skills and competences
to respond to overall demand for excellence and quality educational services. Efficacy
assurance of elapsing LLE programmes is highly dependent on knowledge and skills
updating of the teaching resources, prioritising the issue of continuous professional
development.

The European context

In the context of economic internationalisation, demographic reallocation and
social destabilisation, the evolving European political agenda identified as the Lisbon
strategy, focuses on promotion of economic competitiveness, highlighting efficacy in
education and training, as one of key policy areas (European Council, 2000). In particular,
the Lisbon agenda provides for a strategic framework for European cooperation in
education and training, supporting member states to accelerate the pace of educational
reforms, with emphasis on lifelong learning and education. Thus, common shapes in
educational policy have been emerging among member states, establishing quality
assurance in education and training as central component of policy implementation.

The quality of the educational programmes however, is highly dependent on the
skills and scientific training of adult educators. As reported by the Commission, the
quality of provision is affected by policy, resources, infrastructure and a number of other
factors. However, the key factor is the quality of the staff involved, which is crucial to
encouraging the participation of adult learners. The training and skills of adult educators
affect teaching methods, which must take into account the specific needs and learning
approaches of adults (Commission of the European Communities 2007b:9).

In commitment to the EU “concrete future objectives of education and training
systems” and through the open method of cooperation, member states have endorsed
national action plans to meet specific strategic objectives by 2010, among which
“improving the quality and effectiveness of education and training systems in the EU”
(European Council 2001). In 2006 the European Parliament and Council jointly decided on
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the establishment of a programme for Community action in the field of Lifelong Learning
(LLL), referred to as “the Lifelong Learning Programme”, aiming to foster interchange,
cooperation and mobility between education and training systems within the Community
so that they become a world quality reference (Official Journal of the European Union,
2006: art. 5).

Since 2006, Communications from the European Commission have taken special
interest in “promoting efficiency” and “ensuring the quality of adult learning”, through
“fostering a culture of quality of provision” (Commission of the European Communities
2006, 20073, 2007b). To this end, “the quality of the staff involved in delivery”, is set out
as a key factor. However, as outlined, “so far in many Member States little attention has
been paid to the training (initial and continuing), the status and the payment of adult
learning staff”, even though “the quality of staff is crucial in motivating adult learners to
participate” (Commission of the European Communities 2007b: g).

Raising the standard of educational programmes and ensuring quality of teaching
resources, has therefore, become a policy priority for member states to enable
recruitment of quality teaching staff and facilitate them to contribute to their fullest in a
well-organised, performance-driven culture.

The Greek case

It has been made obvious that, in order to respond effectively to the teaching task,
adult educators should be well trained and qualified, possessing concrete scientific
knowledge, skills and attitudes. However, in Greece up today, no specific studies or
qualifications have been required to follow the career in adult teaching. In most cases,
educators have been teachers or technicians and skilled professionals, lacking the
scientific training to respond successfully to the educational process.

Thus, the teaching process has often been characterised by persistence in
traditional teaching models, a practice which has proven inconsistent and unscientific
with learning conditions, principles and characteristics of adult learners. In addition, by
2002 there had not been any organised professional development programmes for those
employed in the field of adult education, with the exception of scattered attempts made
by some organisations such as banks, companies, etc (Papastamatis & Panitsidou, 2008).

The absence therefore, of specialised qualification prerequisites and systematic
training programmes, along with the fact that most educators have mostly been
practicing adult teaching in addition to their main occupation, highlight the insufficiency
of the resources employed to effectively respond to the key role they have been
appointed to, a limiting factor itself for the promotion of LLE in Greece.

In this context, to cater for deficiencies in LLE and comply with EU requirements
for quality promotion, the Greek Ministry of Education (YPEPTH) endorsed under Law
3687/2008 art.10, the implementation of a National Register of Adult Educators, judging
the initiative important to facilitate provision assurance of overall quality in the delivery of
LLE programmes.

Within two months time a Ministerial Decision (n.4444//7-10-2008), was issued to
specify issues over the implementation and operation of the register. As reported,
establishment of an official register of adult educators on a national level, from which all
organizations and bodies, public or private providers in the sector of adult education are
obliged to recruit their teaching resources is supposed to contribute to:

o continuous upgrading of the quality of adult educators
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o ongoing training and education

o transparent and merit-based management

° continuous enrichment with new educators, and

o effective procedures to address education, training and management of adult

educators. (Official Gazette, Decision 4444/2008: art.2)

Table 1. Credits for inclusion in the Adult Educators’ Register

A. Formal Training: 25 credits C. Teaching & Professional Experience: 28 credits
University degree 8 | Ca.Teaching Experience 14
Master’s degree in a relevant field 3 Formal Education (0.5/50 hours with a maximum | 4
Master’s degree in a non-relevant field 2 Llfelpng Education (0'5/.50 hours — with 3 4
maximum number of 4 credits)

Ph.D. in a relevant field 6 Lifelong Tralnlng. (0.5/50 hours with a maximum 4
number of 4 credits)

Ph.D. in a non-relevant field . Other E_ducann;I organlzatlon_s (0.5/150 days of 5
work with a maximum of 2 credits)

Second University degree 2 | C2.Professional Experience 14

Second Master's degree , Related to I..LL (0.2.5/month of . full-time ;
employment with a maximum of 7 credits)
Non-related to LLL work experience (0.2/month

B. Lifelong Learning: 12 credits of full-time employment with a maximum of 7 | 7

credits)
Bi. Adult Educ. Initial & Contin.
Vocational Training (0.2/25 hours witha | 4 D. Publications: 15 credits
max of 4 credits)
Participation in Saentlﬂc ;onferences Books or Educational material on Lifelong Learning
(o.1/conference with a maximum of 1| 1 . ) . 8
) of 25 hours (2/book with a maximum of 8 credits)

credit)
Ba. Certification in foreian lanauages Publications in journals or conference proceedings

) 9 gvag 4 (2/publication with a maximum of 4 credits) 4
1% language - good knowledge 1 | Lectures at Scientific Conferences (1/paper with a
1% language - excellent knowledge 2 | maximum of 3 credits) 3
2" language - good knowledge 1
2" language - excellent knowledge 2
B3. Certificationin ICT 3

Total 8o credits

The Register is divided into two sub-registers, the introductory sub-register of
adult educators and the main sub-register of adult educators (art.3). According to art. 4,
the inclusion criteria into the Introductory sub-register comprise:
a. University graduates with a postgraduate degree (Master or PhD) in the field of LLL
(adult education, basic vocational training and continuing vocational training).
b. University graduates holding a training certificate from a public body, of at least 25
hours attendance in the field of LLL.
c. University graduates with teaching experience in the field of LLL of at least one
hundred (100) hours or professional experience of at least eighteen (18) months in the
public or private sector in the field of LLL.
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d. Technicians with a training certificate from a public body, of at least 25 hours

attendance in the field of LLL.

e. Technicians with teaching experience in the field of LLL of at least hundred (100) hours

or work experience of eighteen (28) months in public or private sector in the field of LLL.

The inclusion criteria into the Main sub-register comprise:

1. University graduates holding a PhD in the field of LLL and teaching experience of at
least 5o hours in the LLL sector.

2. University graduates holding a Master’'s degree in the field of LLL, and teaching
experience of at least 150 hours in the LLL sector who hold a training certificate in
adult education of duration at least twenty (25) hours.

3. University Graduates holding a PhD or master’s degree and a Certificate of at least 100
hours attendance in a programme provided by a public body in the field of LLL.

4. Educators registered in the introductory sub-registry with teaching experience of at
least 300 hours in the LLL or with counseling professional experience in the field of LLL
of at least one year full time or two years part time.

5. Educators registered in the introductory sub-registry holding a Certificate of at least
100 hours attendance in a programme provided by a public body in the field of LLL.

Discussion

In the light of the Lisbon mandates for quality in LLE, it has become national
priority for member states to facilitate recruitment, deployment and development of
capable teaching resources, while enabling them to contribute to their fullest in a well-
organised, performance-driven culture. In countries with a tradition in LLE (e,g. Sweden,
Germany), there are provided specialised graduate and postgraduate courses in LLE,
being most often required that newly appointed adult educators are holders of
Certificates, Diplomas, or Graduate and Postgraduate Degrees in LLE. Suitability for
employment is also dependent on teaching experience along with training programmes
attended.

However in the Greek case, the newly endorsed crediting system appears to
ignore or underestimate university studies or teaching experience in the field of LLE.
What is more, the legal framework does neither make clear the reason for the existence
of the two sub-registers, nor the difference in their use. Looking thoroughly into the legal
text and studying carefully the crediting system the following ambiguities and
deficiencies were identified:

J University graduates with degrees in LLE (e.g. Department of Social & Educational
Policy, University of Macedonia) get the same credits as all other graduates with non-
relevant to the field degrees. Moreover, in case they have not attended any training
programmes, they are excluded from the register, ignoring the fact that they have been
attending university courses on adult education for four years, while assuming that
somebody with non-relevant studies but with a 25 hour programme attendance is better
qualified and thus, included in the register.

o Postgraduate degrees in LLE are undervalued compared to training certificates. In
detail, attendance of training programmes is credited up to 4 points while a Masters’
degree in the field is only appointed 3 credits.

o Postgraduate degrees in LLE are not substantially appreciated, since a Master’s
degree or a PhD in the field of LLE are credited with only 1 or 2 points respectively, more
than a Master’s degree or a PhD in a non-relevant field.
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o Teaching experience in LLE, one of the most critical parameters to affect
efficiency of adult educators, is underestimated. More specifically, teaching experience in
LLE is only credited with up to 4 points, as much as experience acquired in formal
education. Moreover, there appears to have been made a pointless, and confusing
distinction between lifelong education and lifelong training, meaning that if somebody
has taught e.g. 1,000 hours in LLE is entitled only to 4 credits, whereas somebody with
400 hours in LLE and 400 hours in lifelong training is entitled to 8 credits.

o On the contrary, professional experience is overestimated, as it is accredited
almost double than teaching experience. Somebody might get up to 7 credits for
professional experience in the field of LLE, regardless if he/she had only been a secretary,
a task completely irrelevant to the teaching process. Even worse though, professional
experience in a non-relevant field is valued with 7 credits as well, leading to the paradox a
holder of a master degree in LLE and with 1,000 hours teaching experience in LLE to be
credited the same points as somebody who has just worked for 3 years, no matter in what
field. Are they equally qualified to work as adult educators?

o According to art. 2, all educators employed by a) The General Secretariat for
Lifelong Learning (GGDVM) and the Institute of Continuing Adult Education (IDEKE), b)
The Organization for Vocational Education and Training (OEEK), and c) all public or
private providers of LLE and initial vocational training supervised by the Ministry of
Education, and any other providers of such services, should be recruited from the register.
Yet, this contradicts the existence of another register operating under the National
Centre of Certification (EKEPIS) and which Centres of Education and Training (KEK)
recruit their teaching resources from. There is no comment on whether “other providers
of such services” include KEKs or whether they are excluded. In that case, there seems to
be an overlap, since two parallel registers will be operating, one under EKEPIS and one
under YPEPTH.

In the name of transparency and merit-based management, the Greek state has
been entrapped into a bureaucratic structure of the public sector, a tendency which
undisputably restrains flexibility. As far as the establishment of a nationally controlled
framework for necessary qualifications to follow the career in adult teaching is concerned,
it should be mentioned that similar frameworks have been developed in other member
states in line with the Lisbon mandates. In the UK for example, a new framework of
qualifications for teachers employed in the further education sector was introduced in
September 2007. The new professional standards define, generically, the expectations in
terms of the overarching skills, knowledge and attributes required of adult educators
(Eurybase, 2008a). In Spain as well, Ley Organica de Educacion, (Act on Education) was
endorsed in 2006, stating that teachers working in adult education must have the
relevant qualifications. In addition, it also establishes that education authorities should
provide educators with suitable training so that they can meet the needs of adult learners
(Eurybase, 2008b).

Whether though, the implementation of the National Adult Educators’ Register in
Greece is capable to promote transparency and efficacy, and favour the development of
quality services, remains controversial, since the centrally controlled register proves not
flawless, being based on qualifications and competences doubtful to ensure quality, while
limiting the potential of the bodies and institutions to employ competent educators
unless they are included in the register (Panitsidou & Papastamatis 2009).
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Finally, there is complete absence of provision in the legal framework for quality
initial and in-service training for the staff interested in being involved in and those already
practising the profession of the adult educator. To ensure continuous upgrading of the
quality of services provided in LLE, it is of eminent importance to cater for systematic
quality professional development programmes. To this end, in most European countries
there has been established close cooperation with Universities, since possessing the
appropriate expertise and experience to ensure provision of effective training
programmes, a policy though, not popular in Greece.

Conclusions

Concluding, what remains to be answered is whether the implementation of a
National Adult Register of Adult Educators will prove “Ariadne's thread” out of the
labyrinth of deficiencies and delays in the field of LLE in Greece (extremely low
percentage of participation of adult population in LLL, only 2.1% in 2007, according to
Eurostat), or turn out to be “Pandora's box”, unleashing new problems and imposing
further difficulties in the promotion of effectiveness of the teaching staff and overall
quality provision in the field of LLE. The present study does not seek to provide concrete
answers but rather to indicate directions which could further facilitate quality assurance
of the services provided in the LLE sector.

To this end, we judge important the implementation of a coherent framework to
define necessary qualifications and basic skills for those interested in following a teaching
career in the LLE sector. Nevertheless, the inclusion criteria and crediting system defined
by Ministerial Decision n.4444//7-10-2008, present important ambiguities and
deficiencies, in order to ensure the “continuous upgrading of the quality of teaching
resources, their continuous training and education, transparent and merit-based
management, continuous enrichment with new educators, and effective procedures to
address education, training and management of adult educators, as stated in the legal
framework (Ministerial Decision n.4444/7-10-2008: art. 2).

To facilitate quality assurance of LLE services, the establishment of a legal
framework with regard to adult educators, ought to make provision of:

a) Necessary qualifications, skills and competences, validating graduate and post-
graduate degreesin LLE.
b) Induction and in-service quality training programmes. To this end, cooperation

with universities offering studies in the field is of critical importance.

C) Upgrading of professional status and payment of the adult teaching staff. To
recruit the best resources to follow a career in LLE, the profession of the adult educator
should become more attractive.
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STRAUCH, Anne
7 German Institute for Adult Education (DIE) — Leibniz Centre for Lifelong Learning,
Germany

Validpack: A Way to Assure Quality by Validating
Adult Educators’ Competences

Introduction

The discourse about professionalisation in adult education can be followed in
different contexts and in several European research approaches. The aim is to figure out
ways towards quality provision in the field of adult education and to assure quality by
educating and assessing the adult educators.

One approach towards quality assurance is to take adult educators’ competences
as a benchmark. The assumption in this context is that persons working in the field of
adult education perform a broad range of tasks and activities. According to these tasks
and activities there are specific adult educators’ competences which are necessary to fulfil
the job on a high quality level.

If we take the field of "training" as an example, a trainer has to be able to provide
some specific training related competences. There is a specific competence profile that
seems to be important to guarantee quality for trainers.

As these important competences mostly are not directly linked to qualifications
but have been acquired in non-formal or informal learning contexts and have not been
proven by qualifications or certificates, validation of competences and prior learning
becomes important and can be seen as a way to assure quality.

The European project "Validation of Informal and Non-Formal Psycho-
Pedagogical Competences of Adult Educators" (VINEPAC)* has been dealing with this
issue. In the project has been developed a validation instrument meant to validate adult
educators’ competences — named Validpack - in a European research group where
representatives from five European countries have been involved.

Validpack is a concrete tool for the documentation and recognition of adult
educators’ — here defined as trainers’ — competences. It is a detailed instrument that
includes a handbook that guides adult educators through the validation process. This
process is divided into three steps: self-evaluation, external evaluation and the
consolidation of the evaluation results. The validation process is based on a concrete
competency framework (competences, standards and indicators) that has been
developed within the project.

In this contribution should be dealt with the question of how quality can be
assured by validating adult educators’ competences. Therefore | would like to describe
the validation instrument Validpack more detailed concerning its aims, validation steps
and based competence profile to meet some challenges in the end. One main challenge
that can be seen and shall be discussed is the need of several agreements concerning
quality and standards of adult educators’ — and for this example specific trainers’ —
competences.

* More information about the project VINEPAC can be found at www.vinepac.eu
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Background: Validation Approach

The field of adult education is highly differentiated. It is just partly systematized
and adult educators, trainers in particular, perform a broad range of tasks and activities.
In most of the European countries there is no obligatory entrance qualification, which an
adult educator needs to have in order to enter the field. The issue of educating the adult
educator is becoming an urgent one to assure quality in this field.

Currently many research projects are dealing with questions of professionalization
and quality assurance in the field of adult education.? Different studies are being carried
out concerning adult learning professions in Europe. These studies and initiatives once
more indicate the need for professional development to assure quality in the field of adult
education. Also in the framework of the Copenhagen Process* and the Education and
Training 2010 Work Programmes®, professional development and improving the quality
of adult education staff has been recognised as priorities on an European level.

Many adult educators do not hold qualifications for the activities they carry out as
part of their work. Their competencies frequently go unrecognised as they are acquired at
work, by informal exchange of experience, by reading etc.® and not in formal learning
settings that lead to a qualification. The fact that a lot of the staff working in the field of
adult education does not have any pedagogical qualification does because of this not
automatically implicate that they are not holding the relevant competences to fulfil the
job on a high quality level.

One approach towards quality assurance is to take not qualification but adult
educators’ competences as a benchmark. The assumption here is that persons working in
the field of adult education perform a broad range of tasks and activities. According to
these tasks and activities there are specific adult educators’ competences which are
important to be performed on a high quality level. Due to the variety of adult educators’
competency profiles and qualifications, validation of competencies and prior learning
becomes important and can be a way to assure quality - regardless of the contexts in
which these competences have been acquired.

The approach of validating competences also is according to communications
made by the European Commission (2001, 2004). The recognition of informal and non-
formal learning outcomes here is mentioned as one of the lifelong learning strategies.
The validation of competencies thereby is not restricted to specific occupations. Informal
and non-formal learning contexts are increasingly relevant in nearly all occupations,
including the field of adult education.

The VINEPAC-project: Aims and Objectives

The project VINEPAC in which the afterwards described instrument Validpack has
been developed has been funded by the European Union Leonardo da Vinci programme.
The project has run from October 2006 to September 2008. The project team consisted of
several partner institutions from different European countries. The Romanian Institute for

® For example “Qualifying the Actors in the Field of Adult and Continuing Education. Trends and
Perspectives” (Nuiss| & Lattke, 2008).

* http://ec.europa.eu/education/policies/2010/vocational_en.html (last access at 21.12.2009).

> http://ec.europa.eu/education/policies/2010/et 2010 en.html (last access 21.12.2009).

% See the contribution “Acquirement and use of knowledge by adult education professionals — How do
adult educators use technical information for their professional development” (Miller) in this publication.
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Adult Education (IREA) has been project coordinator. Other project partners were the
Centre for Research in Theories and Practices for Overcoming Inequalities (CREA) in
Spain, the National Adult Training Board (CNFPA) in Romania, the German Institute for
Adult Education (DIE) in Germany, the National School of Higher Agronomy Studies
(EDUTER Institute) in France, the General Worker's Union (GWU) in Malta, and the
University of Bucharest (UB, Faculty of Psychology and Educational Sciences) in Romania.
The overall aim of the project has been to develop a validation instrument, that

o assesses important adult educators’ competencies,

o facilitates the documentation of experiences,

. builds a basis for certification based on the validation results,

o is broad enough to be established on European level,

o documents a minimum standard of competencies of adult educators,
o facilitates adult educators’ mobility in Europe and

o is applicable in different contexts.

The VINEPAC-project, in the framework of which the Validpack has been
developed, aims to provide tools for appreciating prior experimental learning (APEL) in
the field of adult education. It is an important attempt towards professionalisation and
quality assurance in adult education as it provides the opportunity to validate and prove
specific adult education competencies which can lead to higher standards and towards
increased quality.

The distinctive feature of the VINEPAC validation instrument Validpack is that it is
not only a national but an international approach that takes into account the
internationalisation of the adult education sector within the last years. Validpack
therefore responds to European needs by initiating and developing an instrument that
can be used in all European countries and that is addressed to adult educators at the
European level.

The outcome of the project is a concrete validation instrument package that
provides the opportunity to evaluate and document adult educators’ competencies,
whether acquired in formal, non-formal or informal learning contexts. It includes an adult
educators’ competency framework with standards and indicators for evaluation, as well
as a user handbook that guides adult educators through the validation process. The final
product is a user-friendly validation instrument for the validation of individual adult
educators’ competencies.

The Validation Tool "Validpack" - Description of the Instrument

Validpack is a detailed process that includes a handbook that guides adult
educators through the validation process. The VINEPAC project team focused on the
trainers’ competency profile as this is the main and most frequent role performed by adult
educators. A trainer is a person with teaching activities.

Validpack can be used by all adult educators who have more than one year or 150
hours of trainer experience with adults.

To start the whole process, an adult educator wishing to achieve validation has to
go to an authorized validating institution to receive the handbook and other relevant
materials, and to arrange a date for external evaluation. The institution should provide
support and recommend an external evaluator.
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Validation Steps

The validation process is divided into three steps: self-evaluation, external
evaluation and the consolidation of the evaluation results. The steps are described in
more detail in the Validpack handbook. The validation process is based on a concrete
competency framework which is described below.

Adult educators have to provide evidence of the prescribed adult educators’
competencies. This can either happen through self-evaluation or external evaluation.
Some of the most important adult education competencies are not directly observable
but can be evidenced through self-evaluation. Likewise, some competencies cannot
easily be self-assessed but can rather be observed by an external evaluator. Both steps
are anticipated to take place in the validation process, with the additional consolidation
step to increase objectiveness.

“ Self evaluation

First step (reflection of biography)
Second step (reflection of learning

processes/learning outcomes)
Third step (reflection of
competences)

Attachment (for example
qualifications papers; documents)

\

* The results have to be ‘ *
consolidated and Val aCk
taken into a

portfolio/validation
sheet

First step (observation)

m Consolidation Second step (evaluation with
help of a competency based
observation checklist):

0 External evaluation

Figurea
Validation Steps

The first step in the validation process is a self-evaluation (or self-assessment).
This step offers adult educators the opportunity to reflect upon competencies that have
been achieved outside formal learning settings. Relevant documents can be included as
evidence of specific competencies or qualifications. The Validpack handbook includes a
chapter on relevant documents (such as certificates, qualification papers, competency
profiles, proves of relevant related activities, documents to prove membership of
professional networks/associations) which can be included as evidence of specific
competencies.

Because there is no specific professional development pathway for trainers in the
majority of European countries, trainers have to manage their own professional and
personal development which mostly is the result of learning in non-formal and informal
settings. The purpose of the self-evaluation step is to encourage adult educators to build
a clear picture of the extent and range of their competencies and their performance. This

by

_,—l Educating the Adult Educator: Quality Provision and Assessment in Europe
112




ESREA =i

European Society for Research on the Education of Adults

6-8 November 2009 | University of Macedonia | Thessaloniki | Greece

should help adult educators for example if they enrol in a study programme or apply for a
new job. The self-evaluation step includes:

+ reflecting on biography, including learning contexts and learning outcomes,

+ reflecting on competencies,

» drawing a personal mind-map and

* relevant documents (for example qualifications and certificates).

The second validation step, external evaluation (or external assessment),
increases the objectivity of the validation results. The external evaluation involves an
external expert who observes two units of one-and-a-half hour training sessions and
assesses the adult educator’'s competencies with the help of a Validpack observation
checklist and an interview grid.

The third and last step in the validation process is consolidation, which involves
summarising all validation results into a single validation outcome. This step is
undertaken by authorized validating institutions, which still have to be instituted. The
results from self-evaluation and external evaluation have to be balanced and
consolidated.

The validation process is accomplished once the adult educator has completed all
three steps. If the adult educator fulfils the minimum standard in the required
competencies, he or she will receive the Validpack validation sheet which proves his or
her adult educator’s competencies to external authorities, for example employers or adult
education institutions. The process builds a basis for certification based on the validation
results.

For certification that would be accepted by for example employers, the validated
competences would need to be compared to competency standards on the European
level (for example European Qualification Framework, EQF). Furthermore, the Validpack
validation sheet would need to be accepted at national levels as a valid basis for
certification. Therefore, the Validpack tool needs to be disseminated across Europe and
institutions need to be encouraged to apply for permission to use the instrument for
validation and as a basis for certification.

The instrument is based on a within the project developed competence
framework. One can make a note on that the discourse on competences of adult
educators is an important one. Without a concrete understanding of the competences
that are relevant for adult educators it would be impossible to decide whether or not an
adult educator is competent to carry out his tasks and if he or she is professional in what
he/she is doing or not. Therefore, the definition of relevant competences has been an
important step towards quality assurance by validating adult educator’s competences.

Following the debates about adult educators’ competences on the one hand one
can find efforts to identify core competences that are related to all tasks and activities.
Kraft (2006) for example points out that competences of adult educators are strongly
connected with the fields of tasks and activities. She mentions that organisational and
management staff does need different competences from a teacher because the
activities are completely different. On the other hand one can find approaches that only
stick to one specific activity and try to define relevant competences regarding this specific
field of activity.

As already the definition of the term "competence" itself is not easy, it is obvious
that the definition of relevant competences of adult educators is difficult and that it is
nearly impossible to point out common competences that fit in all respects. A common
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international understanding of the term "competence" follows the definition promoted
by the OECD in the DeSeCo (Definition and Selection of Competencies: Theoretical and
Conceptual Foundation) project. The project defines competence as 'the ability to
successfully meet complex demands in a particular context. Competent performance or
effective action implies the mobilization of knowledge, cognitive and practical skills, as
well as social behaviour components such as attitudes, emotions, and values and
motivations (OECD 2003, 2).

In the project there has been set up a competence-profile for adult educators in
the field of activity "teaching" that provides a basis for the validation of adult education
competences. In this context, the importance of reflecting on the role and the
characteristics of the teaching context and training tasks was taken into consideration.
Table 1 shows how the adult education competence profile of a teacher is divided into
competence clusters and standards.

Table 1. Competence Profile of Trainers

Competence Competence cluster Competence standard
group
Knowledge Initial knowledge of adult Is able to use adult learners’ characteristics in the educational
learners’ psycho-social profile programme management. — :
Is aware of and sensitive to adults’ responsibilities as workers, family
members, citizens and community members.
Applies knowledge of teacher-directed and learner-centred
instruction.

Knowledge of group Creates a physical and interpersonal climate that is conducive to

characteristics learning by drawing on adult learning theory, knowledge of learners’
cultures, and interpersonal dynamics.

Is sensitive to and accommodates diverse learning styles, abilities,
cultures, and experiences, including learners who have disabilities
and other special needs.

Know[edge Ofown Subject area Is familiar with the subject area.

Educational Preparing the educational Identifies and responds to learners’ individual and group needs,
Management | programme interests, and goals when developing instructional plans.
Plans instruction that is consistent with the programme mission and
goals.
Is consistent with the programme management.

Designing the educational Employs individual, group and team learning.

programme Mod.els co.mmumcatlon, negotiation, decision-making and problem-
solving skills for learners.

Sequences and paces lessons appropriately.

Provides frequent and varied opportunities for students to apply
their learning.

Monitors and adjusts teaching strategies based upon student needs
and performance.

Use of technology and Effectively integrates current and appropriate media and technology

resources (time, material, 3s tools for instruction. , ,

Selects and uses a variety of resources for the learning environment
space, people) (print, human, and technological).
Acquires, accesses, and uses technology for effective adult learning.
Assessment Identification of individual Works with learners to identify their needs, strengths and goals, and
and needs .advises or refers them to appropriate programmes and levels of
- instruction.
valorisation of Use of results of assessment Uses results of (diagnostic and needs) assessment data on a regular
|earning data basis to plan lessons, develop curricula, monitor progress towards
objectives and goals, and to verify learning.

Monitoring of[eam,'ng Monitors learning beyond simple recall of information using a
variety of assessment strategies.

Evaluation andfeedback Structures and facilitates ways for learners and peers to evaluate
and give feedback on their learning and performance, through
reflection and self-assessment.

Guiding of learners (regarding Guides learners in the development and ongoing review of their

their development) educational plans.
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Valorisation of learners’ Uses qualitative methods to valorise learners’ progress.
progress
Motivation and | Sharing of information with Shares information with learners and colleagues about additional

learning resources, educational opportunities, and options for

counselling learners and colleagues ; .
accessing support services.
Referation to appropriate Makes referrals to appropriate resources when guidance and
resources counselling needs are beyond own expertise.
Personal and Analysation professional Analyses professional development needs and opportunities.
professional | development needs
development Interest for self-development Demonstrates interest for self-development.

(Source: Sava et al. 2008)

In order to evaluate competences, this competence list has been complemented
with standards and indicators for each competence. Table 2 shows an example of the way
each cluster of competences is broken down to single competences, standards and
performance indicators for each competence.

Table 2. Standards and Indicators — an Example

Indicators

Clusters of | Competences Standards
competence
Knowledge | Initial knowledge | Is able to use adult learners’
of adult learners’ characteristics in the
psycho-social management of the

educational programme.

profile

Plans and delivers learning activities which suit adult
learning characteristics: problem-based activities etc.
Justifies his/her didactic choices by evoking
characteristics of the adult learner.

Knows and is sensitive to
adults’ responsibilities as
workers, family members,
citizens and community
members.

Develops a flexible learning framework in terms of
time, place, content etc.

Gives reasonable/negotiated deadlines for study tasks
and assessment.

Recognises the prior experience of learners and
accords appropriate exemption from (a part or the
whole) programme

Connects learning situations to learners’ every day
duties/responsibilities/tasks and different roles.
Invites learners to present experiences linked to the
subject area.

Applies knowledge of teacher-
directed and learner-centred
instruction.

Justifies his/her didactic choices by elements of
theory.

(Source: Sava et al. 2008)

Limitations and Challenges
On the one hand side such a developed validation instrument could be a chance to
increase quality and allow European mobility in the field of adult education across Europe.
On the other hand on the way to assure quality by validating adult educators’
competences we have to face several challenges:
. The diversity of adult education professionals makes it impossible to develop one
validation instrument that can be used for all adult educators. The competence profile is
restricted to a specific activity — in the case of Validpack to the trainer activity.
. Another difficulty can be seen in the elaboration of a common standard or
referential. Existing competence profiles vary enormously from country to country and it
is difficult to integrate them into one European standard.
. The Validpack approach is just one between several other validation approaches in
Europe that are in competition. The integration of different approaches is needed to
establish one instrument on a European wide level. Institutions that will implement the
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validation instrument have to be found and to be authorized to increase comparability
across Europe.

. The existence of a legal framework for the validation of competencies that have
been acquired in non-formal and informal learning settings could make it easier to
authorize institutions to use the validation instrument Validpack and to increase the
acceptance of the procedure.

. One main challenge that can be seen and shall be discussed is the need of several
agreements concerning quality and standards of adult educators’ — and for this example
specific trainers’ — competences. To make sure that staff is qualified to support adults in
their learning more efforts are needed to establish professional standards in adult
education. So there is the question, who should create these standards in the context of
the European Qualification Framework (EQF).

. The validation approach ends up in a kind of validation sheet that does not provide
any officially confirmed right. If it should be used in order to facilitate the access to and
progress in the career and also the mobility of adult educators on the European labour
market it would be need for further developments. The validation outcome then has to be
adapted to standards on different levels — for example of the EQF — to lead to a
certification (see Picture 2).
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Figure 2

From Validation to Certification
[Own picture]

One further development step is the currently running EU-project "Flexible
Pathways for Adult Educators Between the 6" and 7" Level of the EQF" (Flexi-Path)’. It is
a Leonardo da Vinci, Transfer of Innovation project that is adapting the validation
instrument Validpack to the profile of the master adult educator on 7" level of the EQF
and to the master entrance level on 6 level of the EQF.

7 See www.flexi-path.eu
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STOLEN, Gerd

8 University of Tromseg,
Norway

The struggle for quality in educating adult educators -
An example from Norway.

Introduction

On the 22nd of September 2003, the University of Tromsg inaugurated the first
master’s programme in adult education in Norway. The ceremony took place in the
largest auditorium, with prominent guests and media present. The rector held the
opening speech, followed by more speeches, entertainment, and refreshments. For me,
this was a very exciting day. | was one of the faculty members responsible for planning
and establishing the study programme and for teaching of it. | was humbled by the task of
developing competent adult educators. What are the stakes? Will the programme satisfy
the expectations? What quality requirements are needed in adult education? How can we
educate good adult educators? What are the challenges facing the teacher? Questions
such as these filled my head when | looked across the room. The issue of quality felt like a
heavy burden of responsibility. The concern | felt at that moment has followed me
through the years. For this reason, | find the topic of quality and education at this ESREA
conference is very engaging.

Adult education has not received much attention in Norway (Grepperud/Renning
2009; Stelen 2007). Consequently, there has also been a lack of requirements for teachers
teaching adults. The new programme at the University of Tromse made it possible to
change this. If many students dropped out, it would be a sign that the quality was not
good. Quality implies that something has a high level. In our programme, we had to
develop the skills and competences necessary for the adult educator, so as to provide a
high quality end product. The quality of the teachers is often seen as a key factor in
effecting the quality in adult education.

This paper will discuss some aspects of the struggle for quality in the first
Norwegian master’s programme in adult education. My discussion will be based on
interviews with colleagues and my own experiences. Viewing adult education from the
perspective of the teacher, | will stress the following areas: (1) the aims of the course; (2)
the contents and structure of the course; (3) the challenges of teaching; (4) the challenges
of mentoring; (5) the challenges of emotional engagement.

The aim of the course

A considerable number of decisions had to be taken at the beginning of the
course. First we had to analyse what competencies were needed by people working in the
field of life long learning. Then we had to develop a good learning process for them. The
students in my case worked with adults learning in different situations. They were in
various ways responsible for education, guidance, and counselling at their workplace.
Some of the students were responsible for management development, others for the
education of union representatives. There were also teachers from lower and upper
secondary level schools, as well as lecturers from colleges of higher education.

All our students wanted more knowledge on the education of adults. The master’s
programme expressed a view of teaching and learning as a life long process and focused
on how social, cultural, and individual factors influence the learning of adults. Particular
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emphasis was given to issues pertaining to adults, and how formal and informal education
can be made compatible for this group.

The idea of lifelong learning implies in part that new groups are given pedagogical
leadership and responsibility for mentoring and advising adults in transition. Our
programme sought to help students define what is special about adult learners. The aim
was that the individual student would gain insight, understanding, and skills needed in
working with adult learning, and be capable of developing, plan, organise, and execute
flexible training and workshops for adults. Included in the curriculum were such topics as
flexible facilitation, the use of computer technology, and how to modify course offerings
for smaller groups. We were an interdisciplinary team consisting of several pedagogues,
an anthropologist, and a sociologist. We also had a close cooperation with similar adult
education programmes in other Nordic countries.

Malcolm Knowles (1980) characterises adults as a very mature, motivated, and self
directed group of students. This also applied to our students. We assumed that they
would be very motivated to learn more about their work, as well as to gain an academic
degree. We made sure that their experiences got a prominent place throughout the
programme. By means of discussion, reflection, and theoretical stimulation they were
able to get perspectives on their day-to-day work.

The contents and structure of the course

A first criterion of quality was to give the course adequate contents. Our challenge
in this respect was which didactic angle we should adopt in order to keep the students
motivated for the duration of three years. We chose a flexible study model compatible
with adult students with a job and a family. The class structure included classes on
location and online courses, both at a variety of intervals, as follows:

e First year: Two meeting sessions, a video conference, and a computer conference
e Second year: Two meeting sessions, a method course offered via the internet
e Third year: One meeting session, an internet meeting, written and oral exams

There were a total of only five physical meetings over three years. This structure
reduced the travel expenses of the students and leave from work. We advertised the
programme as nation-wide, but all the meetings took place in Tromse. A combination of
in-person meetings and internet tasks gave the students skills in new forms of teaching
resulting from new technology. These new teaching methods have become increasingly
important in the training of adults in work life. We considered it important that our
students acquired this didactic knowledge.

Organising the programme with so few meetings over three years presented us
with new challenges with regard to maintaining student motivation. Our flexible set-up of
the course gave the students an opportunity to alternate between closeness and distance
to their own work field. They broadened their horizons by reflecting on their own practice
and gaining theoretical knowledge. | think we can best describe our master’s programme
as a pedagogical meeting spot where experiences could be systematised, organised, and
articulated. We had two arenas of learning: physical meetings and online activities. The
internet ensured continuity in the learning process by being a link between the university
and the students scattered around the country. Our aim was to make sure the students
felt a part of a community of learners. We wanted to make them full-time distance
students. Seen from the university campus, they could be characterised as a group of
“hidden” full-time students.
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It was crucial that the team at the university took an overarching responsibility for
facilitating and ensuring progression. The students were to receive close follow-up
throughout the three years. This was made possible by organising the course in thematic
phases that included both the meetings on location in Tromse and the meetings online.
The thematic phases started some weeks before the physical meetings and went on for
several weeks afterwards. At the beginning of each phase, we posted online a welcome
letter, a programme for the meeting, and assignments to be completed before and after
the meetings. It was clear to us that adult and flexible students had a strong desire for
predictability, and we had to plan well ahead. The thematic phases were also organised in
a way such that there would be time off. The students were not to feel under pressure all
the time. At the same time, we wanted to make sure they steadily accumulated
knowledge and that they were equipped with the necessary building bricks by the time
for writing the master’s thesis.

The challenges of teaching

What are the challenges of adult educators in flexible higher education? The
situation of the student defines the role of the teacher. It was characteristic for our
master students that they were between 29 and 61 years of age, that they had high levels
of competence, and that they had a wide range of experience from working life, which
they were eager to share with others. This created a learning situation that allowed the
students to relate their own experiences to the lectures. Experience illustrated theory.
Most of the students were very engaged by what their experiences had taught them.
Many of them were excited to be among likeminded people and sought a lot of attention,
which made it challenging for the teacher to make sure there was room for everyone. As
is typical in flexible education, there was a lot of variety within our group of students.
Some knew a lot of theory, others none. It was challenging for us to help them consider
their experience from a theoretical perspective. It may be considered a sign of quality of
the programme that the students have been through a transformation that makes it
possible for them to get new perspectives on past experiences (Mezirow 1991). This can
lead to new practices.

Adults who themselves have a long experience with teaching may expect
exemplary conduct from their teachers. Drawing on Draves, Brookfield points to the
following as necessary requirements of adult educators: They should love their subject, be
desirous to share the intellectual joys that the subject can bring, and be knowledgeable.
He identifies general skills and talents that are necessary for good teaching and are
replaceable in different contexts. Good teachers should be good listeners, they should
instil confidence in unsure learners, they should avoid punitive actions, they should
establish a supporting learning climate, and they should use humour (Brookfield 1986:
134).

If the role of being a teacher in a traditional setting was challenging, the role of the
teacher online was not less demanding. Here, the teacher had to facilitate the framework,
not just teach. Study technique had to be made an integral part of the set-up. Good
organisation of information was important for us to distinguish between the different
themes. Furthermore, both engagement and professionalism was important in online
communication. The teacher had to be academically responsible as well as engaged on a
more personal level when keeping in touch with the individual students located far away
from the university. During the second year, the students were to take a course in method
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that consisted solely of lectures, discussions, and assignments taking place online. Two of
my colleagues mapped how the students evaluated this organisation. When asked about
the successes or failures of the online course in method, the students wanted more
academic and social interaction with each other. We concluded that there should have
been more academic cooperation online while the physical meetings should have ensured
the development of more social ties between the students (Fossland/Laugerud 2008).

The feedback from the students was useful for us in getting to grips with how to
create a good learning environment. The most pressing problem was finding ways to
avoid the loneliness of the distant learner. Wahlgren (2004) gives us some clues for how
to proceed. He makes us aware of the social processes that take place in a student group
and how important is that everyone in the group functions well together. He maintains
that an adult teacher should be able to establish and develop a good learning
environment. Furthermore, as a mentor, the adult teacher must guide and kindle the
learning process. In this situation it is a challenge to find the working methods that will
take advantage of the potential and experience that each student in the group possesses.

We regarded the difference in background and experience as a resource for the
professional and social climate in the group. A good feeling of fellowship made it possible
to function as a community where the individual students can develop both professionally
as well as personally. With so few physical meetings, it was even more of a challenge to
create a situation that gave the participants a feeling of security and fellowship. A sense
of humour did not do us harm. A learning process such as this could not happen by itself —
it had to be created. As teachers, we were responsible for creating an atmosphere
acceptable to all, or at least an overwhelming majority, of the students.

In general, most teachers are aware of the professional differences among
students, but not all of them take the challenge of social diversity into account. Not all of
them are aware that it is necessary to work towards creating a good learning environment
among students. Judging by the programme at the University of Tromsg, it is crucial to
create an acceptable learning environment in which the students feel that they can trust
each other. This is particularly important when the students only meet five times in the
course of three years. It is also necessary to make sure the students do not feel left alone
when working at home. Many students only feel like students when they are at the
university campus, while feeling very lonely as students when at home
(Grepperud/Renning/Stekken 2004). According to Robin Mason (2003), online education
and online interaction makes it possible to overcome “the long distance learner
syndrome”. This takes us to the next topic | want to address.

The challenges of mentoring

When adult students enter, or re-enter, academia, they are often faced with a new
and challenging arena of learning, perhaps mostly with respect to academic writing.
Being able to express oneself adequately and professionally is a necessary requirement
within higher education. Our students had mixed experiences before they came to us.
Some had had contact with different kinds of further education courses and programmes,
and were therefore used to this way of working. In fact, it became evident that those who
had finished their vocational education only a few years earlier had greater problems than
those who had been working for many years. Being able to write academically demands a
clear language and ability to reason and make connections between theory and practice.
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Written work also has to have a structure. Developing the skills to do so is a rather
challenging task for the adult educator as mentor.

The first year members of the team responsible mentored the students in our
programme. The second year, they were given a personal mentor who had to follow them
throughout the remainder of the process. In addition to the team with which the students
were already familiar, we had to hire mentors not working within the programme
specifically, but who had experience in mentoring. Where possible geographically, the
mentoring took place face to face, but in many cases email, internet, and phone were the
only possible means.

One of the teachers in our team has showed the difficulties some students had
when assigned a mentor more or less unknown to them (Klingenberg 2008). The students
in question hesitated to approach their mentors. They did not feel comfortable
submitting their texts, and felt uneasy about contacting the mentors to get advice and
input. The internet and the phone did not make things easier, but more complicated.
Some of the students seem to have been very self-condemning and lacked self-
confidence. They did not dare to get in touch with their mentors without having first
handed in a written piece of work. The students did not want to bother the mentors with
problems. Klingenberg points out four main reasons for a difficult relationship between
students and mentors in our case: Firstly, the students did not know the mentors
sufficiently as persons. Secondly, it was not always easy to get a hold of the mentors.
Thirdly, adults are often uncertain about the meaning of mentoring and academic writing.
Fourthly, the students had problems getting started writing.

We see here that mentoring is understood in a rather personal way. This is hard to
ensure within distant learning. Referring to experiences at the Open University, Mason
(2003) believes that online communication with mentors can provide more and better
contact than even students on campus usually enjoy. This seems to correspond with the
experience of our students. Some thought it absolutely necessary to have a face-to-face
relation with their mentors and would travel far to meet in person. One of them even
travelled a thousand kilometres to see her mentor. She was able to combine the sessions
with her tutor with family visits. Others chose to be mentored over the phone even
though the mentor was in the same town. Their reasons for doing so, was that it made
the mentoring situation more structured, organised, and effective.

As mentioned, it was demanding for the students to combine studies with work
and family. This was in particular felt when they had to change jobs or their families were
burdened with illness (children, spouses, or old parents). It was difficult to find the time
needed. This became a challenge also for my team. Even though we understood the
difficulties it was often hard to mentor the students. One member of the team put it like
this:

For me, mentoring is the biggest challenge. Some students do not keep our appointments, but continue to ask
for extension of deadlines. They say they are sorry and give a lot of good reasons for why they need more time.
In several cases we experience that they submit the same text again without taking into account my comments
from last time. They forget what we talked about four months earlier. A lot of talent evaporates in this way.
They pose many interesting questions and have a lot of experience. The master projects are exciting but also
very demanding academic work. The students underestimate the use of time. Many do not understand how
much time is needed, that you have to work continuously for days or weeks. They have to be willing to use
holidays and “send away” their children for extended weekends. You have to take charge. You also need to get
some structure in your reading — it does not work out by itself. What competence do they acquire when they do
not read?
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We here see that the teacher compares our adult students with what is expected
from “normal” full-time students. | do think it was important for us to approach them in a
different way and accept that they are faced with difficulties particular for adult students.
This was important for their self-respect. It is important to remember that they do not live
academic lives.

Grepperud/Renning/Stekken (2004) find that adults define the relationship
between teacher and student as equal and symmetric. They see it as a meeting of two
different but equal types of knowledge, a practical and an academic one. On this view,
the teacher is considered as a partner in the learning process. This is especially felt in
connection with mentoring during writing processes (p. 87).

The challenges of emotional engagement

Through teaching and mentoring our students, | felt an ethical responsibility in
addition to my academic obligations. It was necessary to have good communication with
the students. The teachers had to be more available and open than usual so that the
students could sense that they were taken seriously and that they were taken care of as
persons. It was crucial that the students could see that we cared. It was not an option for
us to hide away or find excuses for not being there for them. We felt that we to make an
effort.

Even students who | was not mentoring approached me with personal problems
that made it possible for them to continue their studies. We all became engaged in
various aspects of the lives of our students. This was both time consuming and
frustrating, but nonetheless unavoidable. Let me give the following excerpt from an email
written to a student after she told me that she might have to drop out:

Thank you for sharing and for your trust. | understand very well that your situation is very challenging due to
what has happened in your family. Is there anything we can do to make it easier for you to complete your
studies? | think there must be something. You and your mentor both think that little remains. Would it be
helpful to make a realistic plan with your mentor so that you can take your final exam in the spring of 20102 |
believe strongly in the obligating effect of plans. In your case, of course, we need to give you some room and
take into account the challenges you are facing. Is it possible for you to get away from home and work for some
time (a weekend, a week) so that you can concentrate? My point is that you should try to find some space for
yourself, but | am of course not in your shoes. Only you can know best. But in a difficult situation it can be hard
to get the energy needed to see new possibilities.

This student had almost finished the master’s thesis, but was faced with problems
at home. | here tried to encourage the student to complete the thesis by pointing out how
little remained and to stimulate alternative thinking about where and when to do so.

In the third year, there was only one meeting early in the autumn. For this reason, |
sent a personal email to all the students in November. This was in order to encourage
them. They were now left to themselves and their own text, although they had contact
with their mentors. My strategy of sending personalised emails started by getting in
touch with only those who | thought were in danger of not completing their degree. It
proved to be very effective and popular. Some of the students replied by telling me how
grateful they were for the encouragement, others gave me detailed information about
their life situation. Some had enormous problems finding a balance between work,
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family, and studies. | decided to make a tradition of sending a personal email in
November.

We also reached out to the students on a weekly basis on our online network
through the so-called “Friday greeting”, a message including information about
upcoming topics, recommended literature, interesting conferences, and other relevant
material. Sometimes all we only sent a hello with wishes of a nice weekend. Given that
there were 52 Fridays in a year, 104 in two years, and 156 in three years, it could be
difficult to send an academically stimulating message each time, but this channel of
communication between university and student proved to be crucial. We considered
Fridays to be the best time so that the students could feel motivated to get some work
done during the weekend.

Creating a community among the students was very important. At the first
meeting of the first year, we stressed teamwork so that they could build relations. There
would be different teams in each session so that everyone could get to know each other.
In this way, the students could get an impression of who would be the best to work with.
This was important to establish ahead of the more demanding second and third years,
with only two and one meetings respectively.

In my experience, it was not easy to create a community. It was very helpful that
the students connected with each other and found study partners they could stay in touch
with. Friends they had made early on pulled in students who considered dropping out. In
fact, most of those who did drop out had not made connections with others. It became
increasingly difficult for them to keep up all by themselves. Some of the most successful
students met independently of the university. One year there was a group in Oslo
meeting regularly. Others stay in touch electronically. Three students met every week via
MMS. These student initiatives can be said to indicate that we were not as successful as
we had hoped in creating a community. Maybe more could have been done. But it is not
an easy task to make adults work together; a lot depends on how they get along
personally. We had so few meetings over three years that it was near impossible to do
more to encourage interpersonal relations. A lot hinged on the students themselves. We
could not instruct people to make friends; they had to work things out on their own. All
we could do was to initiate and facilitate

Conclusion

When the master’s programme in adult education first started up, | was in doubt
about the adequacy of its contents and structure. | was not sure that we, as a group,
would be able to handle the academic and social challenges in adult education. However,
in the end we all felt that it had been a success. It is a sign of quality that only very few our
students had to quit. Another indication that the programme had high quality was that
the students were very positive in retrospect. They have found it useful in their daily work.
Last but not least, | think we can speak of some quality when we take into consideration
that our students felt indignation when they heard that the programme was to be closed
down. They felt that others would have had a lot to learn as well. But the programme
remains closed to this day.
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Educating the adult educator: A tool of self-assessment of
quality of their educational work and detection of their
instructive skills.

Introduction

According to Rogers, A. (1999): «The instructor is the most important factor of an
educational program and, consequently, the evaluation of his instructive effectiveness
constitutes a vital element for the improvement of proceedings and programmes that
he/she follows and participates in. As it is pointed out characteristically (Mpagakis, G.
2003): «Systematic rethinking in the testimonies of practice is one of the best ways of
professional growth of an adult educator.»

A training model should therefore consider the professional development of the
trainees as a process of critical reflection and transformation. The characteristics of such a
model should be that all trainers are continuously motivated towards a transformation
process, along with trainees. This critical reflection should lead the educators to a
reconstruction and renewal of their knowledge and concepts, thus leading to the
upgrading of their teaching practices (Kassimatis, A. 2005: 90-102).

In our country there is luck of such a tool for assessing teaching effectiveness of an
educator based on Greek research data. For this reason, we decided to proceed with
designing and implementing the research instrument presented in this conference.

The research presented in this conference aims at the presenting a tool of
systematic rethinking and authentic evaluation (Kasimati, K. 2005) of the effectiveness,
regarding the level of knowledge, attitudes and skills. This instrument was applied in a
series of in-service training seminars, conducted by the same trainer, on the same
subject, in 60 groups. The seminars were attended more than 2000 educational and
administrative public executives, both in primary and secondary education, all over
Greece.

The significance of this research lies in the knowledge which the adult educator’s acquires
concerning the outcomes of his/her teaching, especially when he/she has to design the
next session, in an effort for a continuous improvement.

Aim

The research aims at studying the validity and reliability of a self administered
questionnaire in order to measure the effectiveness of an adult educator.

As effectiveness we consider the evaluation against 4 basic criteria, suggested by
the relevant literature, plus the changes at the level of knowledge, attitudes and skills of
the participants.

In order to examine the context validity of the questionnaire we kept constant the
parameters “educator” and ‘subject”, thus evaluating the same educator who is teaching
the same subject in 60 groups, attended by more than 2000 senior executives,
counsellors, teachers and adult trainers in the Greek public sector, during five educational
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programs. We asked the trainees to express their opinion about the validity of the
questionnaire.

The educational method used followed the principles of the transformative
learning (Mezirow, J. 1990, 2007), according to which learning is not a simple
accumulation of knowledge but a process in which basic values and assumptions change.
The title of the issue presented was: “Involving the concepts of the individual learning
style and self-esteem in adult education”. The concept of the individual learning style
and, in particular, the dominant perceptual type have only recently begun to be studied in
Greece, both in initial education (Kanavouras, N. et al. 2009; Tsiros, H. 2008) and in adult
education (Katartzis, 2009; Drymoura, 2009).

The teaching technique used was enriched with questions, brainstorming
techniques, directed note-taking and case study.

The questionnaire was distributed to about 60 groups of teachers and adult
trainers, in 12 areas geographically dispersed all over Greece from January to September
2008.

Methodology

The questionnaire

The researching tool (Inventory of Self Evaluation in Adult Education) was planned on the
basis of the adult education principles (Grain, A. 2005). It consists of 4 criteria made up of
21 close-ended and 6 open-ended questions in the direction of both a quantitative and a
qualitative research.

The above mentioned criteria were:

a) Planning module (clarity, completeness and association of the learning targets to the
needs of the trainees),

b) Educational methods and techniques (methodology, process of implementing the
objectives, educational means, feedback to the trainees),

c) Learning environment and relationships with team members (authenticity,
unconditional acceptance, empathy, relationship with trainees, trust, scientific adequacy
of the educator),

d) Learning results (change of knowledge, attitudes and skills).

A positive response in three of the close-ended questions (those relating to the
learning outcomes in knowledge, attitudes and skills) opens six new open-ended ones
regarding the situation before and after the session. In the case of an inaugural meeting
three new questions were added.

The close-ended questions were answered using a five-point Likert scale and the
open ones using a similar two-point scale. (Whether or not answered).

The statistical analysis of the close-ended questions is presented below.The
analysis of the answers to the open-ended questions resulted in the profile of the
“preferred adult educator”.

Table 1. Criteria
Criterion 21 Questions
(sub criteria)

a. Planning module o clarity

e completeness

e association of the learning targets to
the needs of the trainees
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b1. Methodology

e active involvement of the trainees
® versus passiveness
o suitability for the particular trainees

b2. Process of implementing the
objectives

e Discrete stages
o Natural process from one stage to the
next

b3. Educational means

e usefulness

b4. Feedback to the trainees

e association with the targets
o validity and reliability
e acceptance from the trainees

c. Learning environment and
relationship with team members

e authenticity

¢ unconditional acceptance

e empathy

e relationship with trainees

e trust

o scientific adequacy of the educator

d. Learning results

* new knowledge,
e change of attitudes
e new skills

Sample

The tables that follow describe the population as far as the educational program,
the place and the job position is concerned. All the trainees work in the Greek public
sector and they were educated by the Greek Ministry of Education (Pedagogical Institute
and General Secretariat of Life long Education). O.A.E.D. is the state organization

responsible for the employment in Greece.

Table 2. Educational program

Educational program N | Frequency | Cumulative
% frequency
%
"“Class Management” 180 44.1 44.2
“In service training of the 123 30.1 744
senior executives of the
Ministry of education”
“Initial training of 76 18.6 93.1
educators at Primary and
Secondary education”
“Education of adult 22 5.4 98.5
educators”
“Education of adult 6 1.5 100.0
educators of O.A.E.D".
Total 407 99.8
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Table 3. Educational center

Place N Frequency | Cumulative
% Frequency
%
Rhodes 27 6.6 6.6
Piraeus 85 20.8 27.5
Naxos 34 8.3 35.9
Xanthi 20 4.9 40.8
Chios 14 3.4 44.2
Athens 34 8.3 52.6
Thessaloniki 75 18.4 71.0
Chania 14 3.4 y A
Sparta 42 10.3 84.8
Nayplio 21 5.1 89.9
Corinth 13 3.2 93.1
Tripoli 28 6.9 100.0
Total 407 99.8

Table 4. Job position

Job position N Frequency | Cumulative
% Frequency
%
Primary 65 15.9 15.9
education
Secondary 106 26.0 41.9
education
Mixed 85 20.8 62.7
District 36 8.8 71.6
manager
Counselor 73 17.9 89.5
School master 14 3.4 92.9
Adult educator 29 7.1 100.0
Total 408 100.0
Outcomes
Quantitative research

In the results which follow we consider as “majority” the percentage 60- 85% and
“absolute majority” the percentage above 85%.

Table 5. a. Planning module (clarity, completeness and association of the learning targets to the needs
of the trainees)

Attitude N | Frequency | Cumulative
% Frequency
%
Positive attitude 372 91.2 91.2
Neutral attitude 33 8.1 99.3
Negative attitude 3 7 100.0
Total 408 100.0

From the table above we could see that the absolute majority (>91 %) has a
positive attitude regarding the Planning module.
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The differences between the levels are statistically significant (F (6)=.95, p=.002).

Table 6. a. Planning module (one way anova)

Job position N | Average F Sig
Primary 65 1.12
Secondary 106 1.27 .953 | .002
Mixed 85 1.14
District
36 1.11
manager
Counselor 73 1.21
School master | 14 1.00
Adult
educator 29 124
Total 408 1.18

Table 7. ba. Methodology

Attitude N | Frequency | Cumulative
% Frequency
%

Positive attitude | 354 86.8 88.3
Neutral attitude 40 9.8 98.3
Negative
attitude / -7 1000
Sub total 401 98.3
No answer 7 1.7
Total 408 100.0

From the table above we could see that the absolute majority (>88 %) has a
positive attitude regarding the Methodology.

Table 8. b1. Methodology (one way anova)

Job position N Average F Sig
Primary 64 1.22
Secondary 104 1.25 2.022 | 0.06
Mixed 83 1.10
District manager 36 1.39
Counselor 71 1.35
School master 14 1.00
Adult educator 29 1.48
Total 401 1.25

The differences between the levels are not statistically significant (F (6)=2.0,

p=.06).
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Table g. b2. Process of implementing the objectives

Attitude N Frequency | Cumulative
% Frequency
%

Positive attitude 351 86.0 89.8
Neutral attitude 27 6.6 96.7
Negative attitude 13 3.2 100.0
Sub total 391 95.8
No answer 17 4.2
Total 408 100.0

From the table above we could see that the absolute majority (>90 %) has a
positive attitude regarding the Process of implementing the objectives.

Table 10. b2. Process of implementing the objectives (one way anova)

Job position N Average F Sig
Primary 61 1.26
Secondary 101 1.23 .966 .004
Mixed 81 1.37
District manager 35 1.26
Counselor 71 1.15
School master 14 1.00
Adult educator 28 1.14
Total 391 1.24

The differences between the levels are statistically significant (F (6)=.96, p=.004).

Table 11. b3. Educational means

132

Attitude N Frequency | Cumulative
% Frequency
%
Positive attitude 250 61.3 90.3
Neutral attitude 10 2.5 93.9
Negative attitude 17 4.2 100.0
Sub total 277 67.9
No answer 131 32.1
Total 408 100.0

From the table above we could see that the absolute majority (>90 %) has a
positive attitude regarding the Educational means.

Table 12. b3. Educational means (one way anova)

Job position N Average F Sig
Primary 60 1.13
Secondary 59 1.27 1.917 .007
Mixed 72 1.49
District manager 24 1.00
Counselor 39 1.18
School master 8 1.00
Adult educator 15 1.33
Total 277 1.26
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The differences between the levels are statistically significant (F (6)=1.92, p=.007).

Table 13. by. Feedback to the trainees (Validity of the researching tool)

Attitude N Frequency | Cumulative
% Frequency
%

Positive attitude 380 93.1 95.7
Neutral attitude 12 2.9 98.7
Negative attitude 5 1.2 100.0
Sub total 397 97.3
No answer 11 2.7
Total 408 100.0

From the table above we could see that the absolute majority (>96 %) has a
positive attitude regarding the Feedback to the trainees (Validity of the researching tool).

Table 14. bg4. Feedback to the trainees (one way anova) (Validity of the researching tool)

Job position N Average F Sig
Primary 65 1.00
Secondary 101 1.16 2.190 | .003
Mixed 85 1.04
District manager 33 1.00
Counselor 72 1.18
School master 13 1.00
Adult educator 28 1.25
Total 397 1.10

The differences between the levels are statistically significant (F (6)=2.2, p=.003).

The conclusion deriving from the tables above is that the researching instrument
has context validity because the absolute majority (> 96%) of the sample has a positive
attitude in all the three sub-criteria (association with the targets, validity and reliability,
acceptance from the trainees) and because there are significant differences between the
different levels as far as job position is concerned ( F=2,190, P=0,003).

Table 15. c. Learning environment and relationship with team members.

Attitude N Frequency | Cumulative
% Frequency
%

Positive attitude 382 93.6 95.0
Neutral attitude 13 3.2 98.3
Negative attitude 7 1.7 100.0
Sub total 402 98.5
No answer 6 1.5
Total 408 100.0

From the table above we could see that the absolute majority (>95 %) has a
positive attitude regarding the Learning environment and relationship with team
members.
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Table 16. c. Learning environment and relationship with team members (one way anova)

Job position N Average F Sig
Primary 65 1.06
Secondary 104 1.16 .798 .002
Mixed 85 1.08
District 36 108
manager
Counselor 71 1.13
School master 14 1.00
Adult educator 27 1.26
Total 402 1.12

The differences between the levels are statistically significant (F (6)=.8, p=.002).

Table 17 . da. Learning results: new knowledge

New knowledge N Frequency | Cumulative

% Frequency
%

Yes 359 88.0 89.1

No YA 10.8 100.0

Sub total 403 98.8

No answer 5 1.2

Total 408 100.0

Table 18. d2. Learning results: change of attitudes

Change of N Frequency | Cumulative
attitudes % Frequency
%
Yes 259 63.5 67.3
No 126 30.9 100.0
Sub total 385 94.4
No answer 23 5.6
Total 408 100.0

Table 19. d3. Learning results: new skills

New skills N Frequency | Cumulative
% Frequency
%
Yes 293 71.8 81.6
No 66 16.2 100.0
Sub total 359 88.0
No answer 49 12.0
Total 408 00.0
Yes
Total evaluation
Table 20. Total positive attitudes in each criterion
Positive Attitude N Frequency
%
a. Planning module 372 91.2
ba. Methodology 354 88.3
b2. Process of implementing the objectives 351 89.8

Rbr
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b3. Educational means 250 90.3
bs. Feedback to the trainees 380 95.7
c. Learning environment and relationship 8

with team members 392 950

The absolute majority (>85%) of the trainees has a positive attitude according to all

criteria.

Table 21. Learning outcomes

Change N Frequency
%
new knowledge 359 89,1
change of attitudes 259 67,3
new skills 293 81,6

From the table above we could see that 89% of the sample declares the acquisition of
new knowledge, 67% change of attitudes and 82% the acquisition of new skills.

Reliability at each of six axes and total (Alfa Cronbach's)

Table 22. Reliability at each criterion and total (Alfa Cronbach's)

Criterion Questions N Alfa
(21 sub criteria) Cronbach's
a
a. Planning module clarity, completeness and 393 0,6357
association of the learning targets
to the needs of the trainees
b1. Methodology Active involvement of the trainees 349 -0,6465
Versus passiveness,
Suitability
b2. Process of Discrete stages, 379 0,787
implementing the Natural process from one stage to
objectives the next
b3. Educational means | One factor - -
b4. Feedback to the Association with the targets, 380 0,8269
trainees Validity and reliability,
Acceptance from the trainees
c. Learning authenticity, unconditional 353 0,8508
environment and acceptance, empathy, relationship
relationship with team | with trainees,
members trust,
scientific adequacy of the educator
Total Reliability 21 UTIOKOTNYOPIES 166 0,7964

The researching tool has an internal reliability because the quantitative findings
which resulted from the statistical analysis of the answers, in a five point Likert scale for
the closed questions and in two point scale for the open ones, showed indicators of

internal reliability in all sub factors (Cronbach'’s a) above 0,6
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Conclusion and suggestions
1. Quantitative analysis showed that the researching tool (Inventory of Self
Evaluation in Adult Education):

e Has a context validity because the absolute majority (> 96%) of the sample has a
positive attitude in all the three sub-criteria (association with the targets, validity
and reliability, acceptance from the trainees) and because there are significant
differences between the different sub criteria (F, P<,001).

e has an internal reliability because the quantitative findings which resulted from
the statistical analysis of the answers, in a five point Likert scale for the closed
questions and in two point scale for the open ones, showed indicators of internal
reliability in all sub factors (Cronbach’s a) above o,6.

2. The qualitative findings, based word for word on individuals’ comments and
proposals are useful for planning future educational programs in adult education with
reference to the learning interests of the participants and the role and teaching skills of
the profile of their ‘desired’ adult educator.

e In particular, intense interest was shown on behalf of the participants for the
continuation of their education in the fields of the self —esteem, the learning style
and the communication skills resulting in teaching and learning effectiveness and
the confrontation of the teachers’ burn out.

3. Therefore the above described self assessment tool deserves a role in the
discussion of redefining quality in adult education in Greece.
It would be interested to further study the tool in different background.
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PART 2 | Professionalisation & professional
development: Not anybody’s business

ARATEMUR CIMEN, Canan
1 Bogazici University,
Turkey

Development of professional expertise in corporate training
through learning experiences in the workplace.

Introduction

Corporate training is an interdisciplinary area of practice in adult education and
human resources with its important role to provide diverse learning opportunities for
employees in the workplace. Although its roots can be traced back to the Industrial
Revolution, it was specifically during the 1940s that corporate training was recognized as
a specific field (Marsick and Watkins, 1999, Walter, 2002). However, it has gained a
greater significance in the last three decades mainly because of the emergence of global
knowledge-based economy, information revolution and developments in technology
where a new meaning and value has been attributed to corporate training (Bouchard,
1998). Because the nature of work has changed from that of production to knowledge
work (Levin, 2005), corporate training has started being used as a way of equipping
employees with the latest business requirements to increase productivity of the
organization and remain competitive in the market (Fenwick, 2000). To serve this
purpose, huge sums have started to be spent on training of the workforce (Daley, 1999,
Walter, 2002). The American Society for Training and Development (ASTD) estimated
that organizations spent nearly $134,39 billion on employee learning and development
activities in 2007 (State of the Industry Report, 2008). Yet, this number was $ 30 billion in
1986 (Akyildiz, 1991).

In Turkey, corporate training activities were started in the mid 1950s where the
private sector began to be involved in the process of industrialization of the country
(Akyildiz, 1991). However, as Aycan (2001) noted, the private sector has mainly developed
after the 1980s with the establishment of new business organizations and their
integration to global economy. This has also led to the development of corporate training
in Turkey with increasing attention of business organizations for corporate training as one
of the most important functions of human resources development practices.

While training has gained a strategic role within business organizations, the
number of practitioners working in corporate training has also increased considerably. For
instance, when the ASTD was established as the first association of corporate training
professionals in 1942, there were fifteen individual members; this number increased to
24,500 at the end of the 1980s and to 34,000 in the beginning of 1990s (Walter, 1994).
Currently it has more than 44,000 members worldwide (ASTD, 2009). Although there are
substantial numbers of practitioners working in corporate training in different public and
private sector business organizations, as Gauld and Miller (2004) proposed, corporate
training has continued to be seen as a field of profession that anyone can perform if have
some knowledge and interest in the field regardless of their educational backgrounds.
Besides, due to lack of formal education opportunities, professional development in
corporate training has still remained undefined for people who want to work in the
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profession (Daly, 1967, Akyildiz, 1991, O'Connor, 2004). Typically, practitioners have
come from diverse educational backgrounds and their professional development has
been formed with participation in short training courses and informally learned practices
in the workplace. In that respect, professional expertise in corporate training is mostly
expected to be developed through individual learning efforts and experiences. These
factors are the most driving forces behind conducting this study where corporate training
practitioners generally “are called upon to perform tasks for which they have not been
educated” (Schon, 1983, p.14). Therefore, exploring how and in which ways practitioners
construct their professional expertise has become important and this paper aims to
investigate learning experiences of corporate training practitioners in the workplace while
acquiring necessary knowledge and skills for their professional development.

Workplace Learning

According to Malcolm, Hodkinson and Colley (2003), all learning situations in the
workplace contains both formal and informal characteristics and they are interrelated in
different ways in different learning situations. According to Svenson and Ellstrém (2004),
neither formal learning nor informal learning do not alone guarantee acquisition of
knowledge. There is a need for integration of formal and informal learning in the
workplace while developing sufficient knowledge.

Formal learning refers to learning activities where the goal and process of learning
is defined by the organization (Education Development Center, 1998). It occurs in the
work context and is organized by the business organizations for the purpose of training
the workforce -develop a skill or knowledge related with the jobs and personal
development-. In that sense, as Schon (1983) proposes, formal learning generally
provides what he calls “technical rationality” for necessary knowledge to practice within a
profession. In formal learning, learners follow a structured program or a series of
experiences planned and directed by a trainer (Livingstone, 2001). They are engaged in
lectures, discussions, simulations, role plays and other instructional activities outside of
their work context (Enos, Kehrhahn, and Bell, 2003). However, this is the main reason for
raising criticisms against formal learning because it occurs outside of the context of daily
practices (Brown and Duguid, 1996, cited in Hara, 2001).

On the other hand, informal learning is the most prevalent form of learning in the
workplace because it takes both the learner and the life experiences of the learner in the
center of the learning process (Marsick and Watkins, 2005). For Eraut (2004), informal
learning in the workplace is important, because it not only recognizes social side of
learning by focusing on learning from other people, but also leaves a space for individual
agency. In its broadest sense, “informal learning is a process of learning that occurs in
everyday experience” (Cofer, 2000, p.1). According to Lohman, informal learning refers to
activities of learning which are “initiated by people in work settings that result in the
development of their professional knowledge and skills” (2000, p.84). According to
Marsick and Volpe (1999), informal learning in the workplace is integrated with work and
daily routines, triggered by an internal or external jolt, not highly conscious, haphazard
and influenced by chance, an inductive process of reflection and action and linked to
learning with others. As opposed to common definitions, Garrick (1998) critically
examines the definition of informal learning and identifies informal learning as a type of
learning which is mostly influenced by the social positioning of the person at work. He
makes a distinction between informal learning and learning informally. He prefers to use
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learning informally while referring to individual’s spontaneous experiences in everyday
life.

Whether formal or informal, because learning is a socially constructed activity in
the workplace, investigating contextual factors is important to understand how learning
is shaped in the workplace context. Education Development Center (1998) defined
contextual factors which “are not directly connected with informal learning but rather
they are part of the environment in which informal learning occurs” (p.97). At the same
time, individual factors which focus on the way in which people behave, make decisions
and communicate are also important for their engagement in informal learning (Gregorec,
1982, Hirsch and Kummerow, 1990, cited in Berg and Chyung, 2008). These factors had
an impact on the amount and quality of learning in the workplace.

Methodology

This is a descriptive qualitative study which was carried out with thirteen
corporate training practitioners within three different private business organizations
operating in banking, retail and telecommunication sectors in Turkey. On the basis of
convenient sampling, the study was conducted within the organizations that have specific
corporate training departments and provide considerable amount of training
opportunities for its employees. For the purpose of confidentiality, organizations were
referred with fictitious names. Organization in the banking sector was referred to as
Company X, organization in the retail sector was referred to as Company Y and
organization in the telecommunication sector was referred to as Company Z.

Company X: The first research setting selected for the study was the headquarters
of a private bank. It has almost 16,000 employees and 850 branches all over Turkey. The
bank has a good reputation in terms of providing a considerable amount of training of its
employees. Training activities are organized under the corporate banking academy.
There are four areas of training within the academy as banking, personal development,
leadership and social responsibility. In 2008, the training department provided 55 man-
hours training per employee. The training department operates under the human
resources group and is headed by a training director together with twenty three
employees working with her.

Company Y: The second research setting selected for the study was the
headquarters of a private business organization operating in the retail sector. It has
almost 1,030 employees and 118 stores all over Turkey. Training department operates
under the human resources group and organizes different training activities under the
categories of personal development, basic training, technical training and managerial
training. In 2008, the training department provided 61 man-hours training per employee.
The training department is headed by a training and development director with five
employees working with her.

Company Z: The third research setting selected for the study was the
headquarters of a private business organization that operates in the telecommunication
sector. It has almost 2,500 employees all over Turkey. The training department operates
under the human resources group and organizes different training activities in three main
areas. There are basic trainings including orientation and organizational development
programs; functional trainings which provide technical knowledge in line with the needs
of each business unit and managerial trainings. In 2008, the training department provided

tad

Inaugural Conference Proceedings



6-8 November 2009 | University of Macedonia | Thessaloniki | Greece

59 man-hours training per employee. The training department is headed by a talent
management and training manager with six employees working with her.

Semi-structured interviews were made with participants during February and
March 2009. The critical incident technique was also benefited in the interviews. Six
participants from Company X, three participants from Company Y, and four participants
from Company Z were interviewed. The main criteria for selection were that participants
were currently working as a corporate training practitioner, responsible for training
development activities within business organizations, and willing to be interviewed.
Those who were mainly responsible only for operational work in the training department
were not included in the study. Participants varied in their age, gender, educational
backgrounds, and experience and position levels.

The data gathered in this study was analyzed using the content analysis method.
The responses of the participants about the critical incidents were also analyzed together
with the responses of other questions. It provided a way to get more accurate record of
the participants’ perceptions by comparing general opinions of the participants with
critical incident responses. The first phase of analysis consisted of building a set of
dimensions according to research questions. And then, interview data was coded under
each dimension to construct a categorization framework. There emerged sixty codes
within nine dimensions. In the second phase of data analysis, all transcribed data were
read and analyzed according to emerging codes. For each code, the frequency was
calculated by counting the number of practitioners who mentioned the code in their
responses. And, in the final phase of data analysis, the codes and dimensions were
converged into three major themes.

Findings

Major findings resulted from data analysis were presented under three emerging
themes in the study as becoming a corporate training practitioner, the extent of
professional expertise in corporate training and the ways of professional development in
corporate training. Before that, brief demographic information of the participants was
provided.

Those who partic