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Joachim H. Knoll!

University of Bochum, Germany

“Lifelong Learning”
— A New Term for an Old Idea?
The Search for Historical Roots

Abstract: The article seeks to correct the assumption that “lifelong learning” was only inven-
ted by educationists in the 1970s. In contrast to the numerous authors who regard E. Faure’s
1972 book “Learning to be” as the origin of “lifelong learning”, we refer back to Cyril O. Ho-
ule, and his remarkable publication of 1961, “The Inquiring Mind,” as the father of “lifelong
learning” in a modern sense. Cyril O. Houle suggested that the roots of “lifelong learning”
lay in ancient Judaism. The article follows this guideline and marks out the main stages of this
genealogy: ancient Judaism as a learning community, lifelong learning in Torah and Talmud,
the Haskala as the link with educational practice in Germany, and finally the function of the
“houses of teaching” (Lehrhduser) in the Weimar Republic (Buber, Rosenzweig, Simon) as
places of lifelong learning in both its religious and its secular sense.

Key words: Cyril O. Houle, lifelong learning, Judaism.

The current attempts to distinguish between the terms “lifelong learning”,
“lifelong education” and “permanent education”, and the rivalry for the jus pri-
mae noctis — who was the first to use them?? — put one in mind of the common-
place saying that “originality is often nothing more than as yet undiscovered pla-
giarism”. If this is applied to the present case?, it means that apparent modernity

! Joachim H. Knoll is Prof. em. Dr. Dr. h. c., University of Bochum (FRG), member of dvv international Advi-
sory Board, outstanding international expert in adult and continuing education.

% The terms are sometimes identified almost schematically with particular international or supranational organi-

sations — lifelong learning with the OECD and, since 2000, especially with the EU, lifelong education with
UNESCO, and permanent education with the Council of Europe. However, the generally accepted terms
“lifelong learning” and “adult learning” (for the adult education element within an overarching concept of
lifelong learning) have now become standard.

3 The newly established internet platform www.elli.com, which was initiated and is sponsored by the Ger-

man Bertelsmann-Foundation, derives the term lifelong education from Jacques Delors” writings and the
publications of the Delors-Commission -, see: Joachim, H. K. (1996). Internationale Weiterbildung und Er-
wachsenenbildung, Darmstadt, p. 74 ff — and thereby is highlighting targets such as flexibility, mobility and
employability.
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and uniqueness are mere pretence and that the debt owed to longer-standing tra-
dition is deliberately ignored through historical slovenliness. At long last, the cus-
tom of using lifelong education or lifelong learning rhetorically as an inaccurate
synonym for adult education has vanished from educational discourse, and more
particularly from the flowery language of formal speeches. Instead, lifelong learn-
ing now stands for “the totality of all formal, non-formal and informal learning
throughout a person’s entire life cycle”, as just one of many definitions puts it.*

Of course, this does not remove all confusion, or answer such questions as
who thought up the idea, whether there is a consensus as to the content and future
nature of lifelong learning, and whether there is still some lingering scepticism over
recent developments and the replacement of the term “education” by “learning”.

Two examples may be given of this relative lack of certainty. Paul Bélanger’,
the former Director of the UNESCO Institute for Education and therefore very
familiar with the recent origins of lifelong learning, particularly in the context of
education policy, has made the following observation about the early stages of
lifelong learning in the 1970s:® “The lifelong education in the early seventies was
a euphoria built on the post-war belief in an endless prosperity. But the petrol
crisis together with the decline of the welfare state brought rapidly the euphoria
to an impasse.” There is an unmistakable note of scepticism here, which results
perhaps from Bélanger’s identifying lifelong education too narrowly with the im-
mediate time frame, thereby tying the concept and its achievability to economic
conditions that were by their nature temporary and did not in the end have a
lasting impact on education.

The essay by John Field entitled “Has ‘lifelong learning’ had its day?™”
caused particular controversy in 1998 when he was the first to be appointed to a
chair in lifelong learning at the University of Sterling in Scotland. But this nag-
ging question was probably not intended to be quite so provocative, since it leads

# Unabhingige Expertenkommission Finanzierung lebenslangen Lernens, in: Der Weg in die Zukunft, Berlin
July 2004.

Bélanger, P. (1997). The Astonishing Return of Lifelong Learning. In: National Institute for Educational
Research/UNESCO Institute for Education (NIER; UIE) (eds.), Comparative Studies on Lifelong Learning
Policies. Tokyo, p. ix.

w

¢ The idea that the origins of lifelong learning can be seen as falling into two stages goes back to Kjell Ruben-

son: Rubenson, K., Livslangt lirande. In: Ellstrém P. et al. (eds.), Livslangt lirande. Lund 1996. According to
Rubenson, the first decade may be named after Edgar Faure’s “Learning to be” (Paris 1972), and is associated
primarily with the early UNESCO term “lifelong education”, while the second stage, led by the EU and the
OECD in the 1990s, and now almost exclusively using the term “lifelong learning”, begins with EU docu-
ments such as the White Paper on Competition and Growth (1993) and the White Paper on Teaching and
Learning (1995), is first set out prominently in print in J. Delors’ “Learning -The Treasure within” (1996),
and is subsequently promulgated in forward-looking EU implementation models such as the “Memorandum
“(2000) and the European Qualification Framework (EQF 2005).

Field, J. (2006). Has ‘lifelong learning’ had its day?. In: Adults Learning, p. 16

~
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on to a clear, well thought-out plea for the concept of lifelong learning, in which
he states at one point that lifelong learning has widespread support and is clearly
in adults’ own interest on economic and social grounds.

In the brief discussion that follows, we shall be guided by the notion that
lifelong learning does embrace “the totality of all formal, non-formal and infor-
mal learning throughout a person’s entire life cycle” and that accordingly, the con-
tent of learning should not be restricted to one segment of human development
or education (such as religious education or vocational training).

In a recent paper on ‘Cy’ Houle’s “The Inquiring Mind™® I have tried to
demonstrate that the very date when his book appeared — 1961 — gives the lie to
the over-hasty assumption that lifelong learning can be traced back to E. Faure
and his 1972 publication “Learning to be”. If we look at the way in which Houle
sets out his argument, at his careful cultural analysis and his detailed answering
of the empirical question of why adults continue learning, and at his consequent
typology of human learning behaviour, it is undoubtedly right to regard Houle
as the father of the present-day theory and practice of lifelong learning. His pub-
lication may indeed be an example of the principle that ideas must appear at
the proper time if they are to be accepted and evoke an appropriate response. In
Germany, ‘Cy’ Houle remains a largely unknown educationist, and his writings
are not found on the shelves of academic libraries, while in America he is among
the classics, and he is still read rather than just being quoted reverentially.

Why do I mention him at this point? Simply because instead of claiming
to be original, he looks back to those predecessors with whom he finds common
ground in the notion of lifelong learning and lifelong education. An awareness of
history is present in all Houle’s publications, including those on lifelong learning.

He makes clear that he is not alone in seeing a link between lifelong learn-
ing and “Judaism as a learning community””, not least because learning does not
relate solely to the religious dimension in that context but is invariably concerned
also with how to shape and manage life in the here and now.

This Jewish origin of lifelong learning, in the “religion of education”, has
yet to be generally accepted. One reason why such a view is not shared by the
majority of members of the “guild of educationists” relates undoubtedly to pre-
sent-day methods of theory formation, which frequently ignore religious and

8 Cyril, O. H. (1961). The Inquiring Mind, A Study of the adult who continues to learn. Madison: The University

of Wisconsin Press.

? 'This is the title of a paper by Ralf Koerrenz, Das Judentum als Lerngemeinschaft. Die Konzeption einer pid-
agogischen Religion bei Leo Baeck, Deutscher Studienverlag, Weinheim 1992
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historical references.'® In the context of adult education at least, it is evident that
the rarity of historical cross-references scarcely encourages such a quest.

Where can we find the evidence to confirm this assertion of the Jewish
origin of lifelong learning? In the first place, in the not inconsiderable number of
Jewish adult educationists in our own time, among whom I shall only mention
Eitan Israeli und Kalman Yaron because they are known here."" If we go back to
the Weimar Republic, we may also think of figures such as Rosenzweig, Buber,
Baeck and Simon, about whom we shall more to say later.

We cannot here go into the various principles put forward in religion,'
but will merely call attention to a few places in the Torah and the Talmud which
may be regarded as pointing to both the religious and the everyday notion of
lifelong learning. Among other places in the Torah, it is chiefly 5 Moses 6, 4-7; 5
Moses 11, 19; Sayings of the Fathers 4, 12; and Joshua 1, 8 which define learning
as a religious duty, not only on holy days but as a continuous process that starts in
early childhood (“Ye shall teach your sons”) and is not intended ever to end (“For
as long as thou hast not attained wisdom and understanding thyself, seek out
men of experience and do not be ashamed to learn and to ask”*?). In the Talmud,
which contains a set of practical religious rules for living in order to “anchor the
Torah among the people by teaching ‘many pupils’, by providing Halakah judg-
ments and rulings on everyday life, and by bringing the Torah up to date and
providing a commentary,”'* the general utterances in the Torah about learning are
spelt out more fully in the context of the ways in which learning is transmitted

1T specifically exclude from this remark the Jena educationist Ralf Koerrenz, who has regularly examined in
depth the educational dimension of Jewish religion and religiosity. A short paper entitled “Human being
— learning being” (“Lebewesen Mensch — Lernwesen Mensch”) contains the almost apodictic statement in
relation to Leo Baeck that: “the core of Jewish religion is concerned with the inescapable quest for one’s own
meaning, with coming to see and to shape one’s life as an open-ended process of learning that can never be
complete.” Ralf Koerrenz. Lebewesen Mensch - Lernwesen Mensch. Perspektiven fiir den jiidisch-christlichen
Dialog im Anschluss an Leo Baeck, in: Leo Baeck - Zwischen Geheimnis und Gebot, Auf dem Weg zu cinem
progressiven Judentum der Moderne. Beitrige von Tagungen der Bertelsmann Buch AG, der Evangelischen
Akademie Baden und der Evangelischen Akademie Berlin-Brandenburg (=Herrenalber Forum, Band 19),
Karlsruhe 1997, p.246 ff.

"1 See their several articles in the International Yearbook of Adult Education (Jahrbuch der Erwachsenenbil-
dung), ed. J. H. Knoll, Cologne, 1967 ff

!2See esp.: Volkhard Krech, Wohin mit der Religionswissenschaft? Skizze zur Lage der Religionsforschung und
zur Méglichkeit ihrer Entwicklung, in: ZRGG 58, 2, 2006, p.97, and p. 100 on the relationship between the
study of religion and that of culture and on the question whether the study of religion should be regarded as
(a part of) the study of culture

Y From: “Musar Haskel” by Gaon Hai ben Scherina — 939-1038, quoted in A. Pfaffenholz, Was macht der
Rabbi?, Das Judentum, Munich 1995, p. 148

' Galley, S. (2006). Das Judentum. Frankfurt am Main, p. 61.
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(“Schooling”®). In the introductory essay on the Talmud by Stemberger we read:
“Every father had the personal duty to teach his sons the basic elements of reli-
gious education (Deut.11, 19). Frequently, however, the father was not up to the
task of being the teacher of his sons,... In Judaism, the religious nature of which
depends so heavily on the Book, the Bible, and in which learning was a direct re-
ligious duty, there rapidly arose the need to establish a public education system.”
Alongside such specific commands, which can be dated to the first century before
Christ, there are also general injunctions, which have resulted in Judaism being
depicted over the ages as a religion in which “intellectual questioning did not
cease when faced with the religious.”® Hence, the general duty to learn is stated
as follows in the Babylonian Talmud, Tractate Shabbath 31 a, “Go and learn,”
and elsewhere in the Babylonian Talmud, Tractate Kiddushin, 40 b, thus: “Rabbi
Tarphon and the Elders were once assembled in the balcony of the Nithza house
in Lod, and the question was raised whether learning or doing were greater. Rabbi
Tarphon said: ‘Doing is greater.” And Rabbi Akiva answered: ‘Learning is greater.’
All agreed that learning was greater, for learning leads to doing.”

Rabbinical stories assume that the ability to learn persists almost without
limit even into old age. The notion that learning in adulthood plays a key role in
the “Jewish paradigm of education” (R.Koerrenz) may therefore be demonstrated
by one of the many variations on the story told about Rabbi Akiba, a 2nd century
AD scholar, whose path through life and learning is summarised by S. Galley in
the title: “From illiterate to exemplary scholar”’: “There are numerous overlap-
ping stories told about the man. He is one of the few rabbinical scholars about
whom the legends amount to an almost complete biography. For the first forty
years of his life he was supposedly completely uneducated. It was his love for his
wife Rachel that changed that. She demanded that he learn to read and write,
which he finally did, together with his son. Rachel provided for the family so that
Akiba could study. He strove for twelve years...”.

Such illustrations, which can only be mentioned in passing here, amount
to a picture of Jewish learning that is not specific to class or social position and
is seen as continuing throughout the whole of life, or life-long. It is therefore not
unreasonable to describe learning in Judaism as the origin of the concept of life-
long learning. There is no need to stress that this learning discourse did not have
the distinct clarity of terminology associated today with lifelong learning, but the

1 See “Das Schulwesen”, in: Giinter Stemberger, Der Talmud, Einfithrung —Texte - Erlduterungen, Munich

1994, p. 21.
'e.g. Religion als Arbeit am Text, Aharon Appelfeld iiber sein Herkommen, in NZZ 22/23. 4. 2006, p. 32.
7 Galley, S. (2000). Judentum, op. cit., p. 67.
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concept itself must be regarded as inherent to Judaism, and this relegates to the
realm of legend present-day assumptions that lifelong learning is a modern trend.

The next question is obviously whether the evidence found in early Juda-
ism leads on a consecutive genealogy. For a long time there was uncertainty over
this, glossed over by recourse to claims that the bourgeois salon culture of the 19*
century,'® for example, must have contained essential elements of Jewish religion
and must therefore have had a bridging function, passing on ideas about learning.
Today, as awareness of the Haskalah spreads, there is no longer any need of such
flimsy arguments. Along with many other detailed investigations of phenomena
and individuals that illuminate for us Jewish learning and Jewish education, we
now have a comprehensive and carefully edited overview which is helping to
close the gaps in our previous knowledge of the history of Jewish learning and
German-Jewish education during and since the Enlightenment: this is the se-
ries “History of Jewish Education in Germany” (“Jiidische Bildungsgeschichte in
Deutschland”), edited by Ingrid Lohmann, Britta L. Behm and Uta Lohmann.
The volumes that have appeared so far provide key insights into school education
during the Enlightenment, show the connections with Campe and Basedow, with
the educational and school reforms of the philanthropists, and with the school
reforms of the pupils of M. Mendelssohn, clarify the tensions within Judaism
between Talmudic learning and Hassidic piety, and generally promote an under-
standing of learning and education illuminated by both religious observance and
emancipatory rationality. In the statement by the Berlin Old Testament scholar J.
W. Wellhausen, mysticism and wisdom, Kabbala and Talmud go together: “Jew-
ish wisdom, although thoroughly religious, contains within itself the universalist
principle inherent in intellectual enquiry.”"” This idea of the symbiosis between
apparent contradictions is then taken up by the Orthodox Rabbi Nehemia A.
Nobel in the claim that the “neo-Orthodox tradition [reinforces] the links be-
tween Torah and Derech Eretz” (the way of the land, secular culture).?

From the series “History of Jewish Education in Germany” I shall only
mention here the following volumes on topics that are of especial relevance in
our context:

'8 Hazel Rosenstrauch, Varnhagen und die Kunst des geselligen Lebens, Eine Jugend um 1800, Berlin 2003. See
my commentary on this in ZRGG 58, 2, 20006, p. 183f; also: Salons der Romantik. Beitrige eines Wiepers-
dorfer Colloquiums, Zur Theorie und Geschichte des Salons ed. Hartwig Schultz, Berlin 1994, esp. Konrad
Veilchenfeldt, Rahel Varnhagens “Geselligkeit”, p. 147 ff

Y], W. Wellhausen, Israclitische und jiidische Geschichte mit einem Vorwort von R. Smend, Berlin 1894,
photographic reproduction of the 10* edition, Berlin 2001, p. 210.

#¢.g. in the introduction by Evelyn Adunka and Albert Brandstitter (eds.), Das jiidische Lehrhaus als Modell
Lebensbegleitenden Lernens, Vienna 1999
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Mordechai Eliav, Jewish Education in Germany in the Age of the Enlight-
enment and Emancipation (Jiidische Erzichung in Deutschland im Zeitalter der
Aufklirung und der Emanzipation)

Britta L. Behm, Moses Mendelssohn and the Transformation of Jewish
Education in Berlin (Moses Mendelssohn und die Transformation der jiidischen
Erziehung in Berlin) and

Ute Lohmann, Ingrid Lohmann (eds.), Learn Reason..., Source Texts
from the Age of the Haskalah (Lerne Vernunft..., Quellentexte aus der Zeit der
Haskala).?!

The source texts in particular highlight the consonant features of Jewish

and Enlightenment education:

* the relationship between religion and reason,

* the teaching of morality, through “which those habits and ways of thin-
king that of themselves lead to actions for the public good are to be
instilled into the people” (p. 18)

* and lastly, as a result of the Haskalah, education that is broad and em-
braces both common sense and academic learning, ethics and morality,
and specifically fosters “the acquisition of reading and writing, fictional
literature, and adoption of and dialogue with contemporary educatio-
nal theory” (p. 18).

Unlike the previous volumes, that on M. Mendelssohn looks specifically
at Mendelssohn’s relationship with the contemporary study of education, princi-
pally with Basedow, and at the lines connecting philanthropic educational theory
and Jewish educational practice in the second half of the 18" century™.

Mendelssohn, who was moved at an early age to study the Talmud (“at six
years of age he was teaching the Talmud and the traditional commentaries using
the pilpulistic method”?), taught his pupils, including the school reformer Naph-
tali Herz Wessely, that the previous method of studying the Talmud needed to

2! Modechai Eliav, ..., Jidische Bildungsgeschichte in Deutschland, Vol. 2, Miinster 2001; S. Behm, Jiidische
Bildungsgeschichte in Deutschland Vol. 4, Miinster 2002; U. Lohmann, I. Lohmann,,...., Jiidische Bildungs-
geschichte Vol. 6, Miinster 2005

#Recent publications detecting the , hidden relation’ between Humboldt und Mendelssohn: Hazel Rosen-
strauch, Wahlverwandt und ebenbiirtig, Caroline und Wilhelm von Humboldt, Frankfurt am Main 2009 and
Manfred Geier: Die Briider Humboldt, Reinbek bei Hamburg 2010;I am referring to Humboldts concept of
Lifelong education (Litauischer Schulplan., Kénigsberger Schulplan, iiber ,die innere und dussere Organisa-
tion..“) in : Neue Wege der Humboldt-Forschung, ZRGG 62, H 4, 2010 pp. 387.Forthcoming see: Julius H.
Schoeps, David Friedlinder, Freund und Schiiler Mendelssohns, Hildesheim 2011.

# Giinter Stemberger, op. cit., p. 311; pilpulistic (pilpul Hebr. pepper), originally a subtle method of Talmud
teaching; in the figurative sense, hair-splitting.
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be adapted to contemporary circumstances, chiefly by looking afresh at the text,
incorporating the natural sciences and using the local language. Wessely offered
a school timetable arranged according to age group and stage of development,
listing new secular teaching content and allowing for the need to progress from
what we would call “school to world of work” or “school to university” in accord-
ance with differing ability and inclination. Wessely saw school, in the sense of a
house of teaching and therefore close to the synagogue, as being open for further
learning in adulthood, so that school and adult education formed a continuous,
closely connected process of education. This is a totally modern approach, which
we only rediscovered in lifelong learning in the 1990s, during its second stage.

At this point, we shall jump ahead, and emphasise once again that we are
today encouraged, particularly by the EU and the OECD, to regard adult educa-
tion as an element of lifelong learning, as a process that continues throughout
individual lives and learning biographies. And this perception should rid us of the
misunderstanding whereby adult education is thought of as something Other and
pedagogy is said to differ from “andragogy”* on account of the distinct nature of
the addressees, methodology and teaching methods.

If I am right, the Jewish understanding of education does not distinguish
in this way between pedagogy and andragogy, stressing contrast and difference
rather than the continuum. This was certainly the view taken in “houses of teach-
ing” in the Weimar Republic, in which particular emphasis was placed on deliver-
ing “adult education with a Jewish spirit”.

During and after the Enlightenment, changes took place in education,
in the context of which adult education established itself as an increasingly in-
dependent part of the education system, albeit at first solely through voluntary
bodies and not yet being seen as a phase of continuing learning and education
that followed on from school.

Here begins a part of its history which may be encapsulated in the terms
national education — popular education — adult education — continuing education™
and ultimately leads to the concept of lifelong learning. This history has been
described competently on a number of occasions in recent years.?

1 observe that the term “andragogy” is gradually disappearing from educational discourse even in SEE coun-
tries (e.g. the draft for an Adult Education Act in Macedonia), and only occurs today in Holland, Slovenia and
parts of Catholic adult education, while the study of adult education is called “ andragology” by ten Haave.
In America, M. Knowles tried to propagate the term years ago, but without much success.

»1 have described this development in an early collection of documents: Von der Nationalerziehung zur Wei-
terbildung, Cologne-Vienna 1980.

*For an essential history of adult education see: Josef Olbrich, Geschichte der Erwachsenenbildung in
Deutschland, Opladen 2001, and his bibliographical references; Wolfgang Seitter, Geschichte der Er-
wachsenenbildung, Bielefeld 2000, offers a phenomenological anti-chronological description of LL, but refers
nonetheless to scarcely relevant international literature on the subject, p. 138f.
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In the all but 200-year history of institutionalised adult education there
has been no shortage of attempts to bind school education more closely to adult
education, and adult education to the state, thereby removing the division of the
education system into “pillars”. It is questionable whether this can be interpreted
as a move towards the principle of lifelong learning, however, despite rhetorical
statements to that effect. I regard Bonstetten, Tschokke and Scherr in 19* cen-
tury Switzerland as genuine examples of such a “spirit” of lifelong education:
building on the ideas on school education put forward by Pestalozzi, Fellenberg
and Stapfer, they voiced the question of what should be done for the education of
adults, since education could never be complete and necessarily continued until
the end of people’s lives; “for as long as there is life and feeling”, as Bonstetten
putitin 1802.7

Such statements were made similarly in the context of German “popu-
lar education” (Volksbildung) and demonstrated the growing attention given to
adult education in the course of the 19" century. Nonetheless, prejudices and di-
visions continued, particularly the separation between adult education, the state
and the public education system.

At the start of the 20" century, however, and in the Weimar Republic,
democratic thinking helped to break down the barriers between the sectors of ed-
ucation and the state. By way of example, we may point to two indicators of the
shift in priorities. On the one hand, a constitution, that of the Weimar Republic,
provided for the first time that: “Support shall be given to the national system
of education, including adult education centres (Volkshochschulen).”?® The na-
tional education conference of 1920* then revealed the independent thinking
and self-perception of adult education, and highlighted the differences between
“independent” and “tied” adult education,” calling for professionalisation and
acknowledgement of the particular peculiarities of adult education.

In the Weimar Republic, in the spirit of Rosenzweig and Buber, the notion
of lifelong learning was further strengthened by the “houses of teaching”; this is
not to suggest that this development was unique in history, it has happened on

¥ Covered thoroughly by Philipp Gonon, Lifelong Learning in the Mirror of Educational History, in: Klaus
Harney et al., Lifelong Learning, One Focus, Different Systems, Frankfurt 2002, p. 45 ff

* Constitution of the Weimar Republic, 1919, Article 148. W. Lande , die Schule in der Reichsverfassung,
Berlin 1929, examines in depth whether this requirement implies an option or an obligation to support adult
education, thereby defining adult education at that early stage as a “public task”. On the deliberations on the
constitution see also Knoll, J. H. Von der Nationalerzichung zur Weiterbildung , op. cit., p. 123 ff

¥ Die Reichsschulkonferenz in ihren Ergebnissen, ed. Zentralinstitut fir Erziehung und Unterricht, Leipzig
n.d. (1921), p. 87 ff
% The misleading terms “independent” and “tied” were discontinued in the report “Zur Situation und Aufgabe

der deutschen Erwachsenenbildung” by the German Education Committee in 1960, and the wording used
thenceforth, reflecting the legal status of sponsors and institutions, is public and non-public adult education.
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many occasions and in many places,” but it should be recognised that the spirit
of Jewish education helped to foster the concept of adult education.

Ernst Akiba Simon,* an associate of Rosenzweig and Buber and a com-
mentator on the political watershed of 1933, continued their perception of life-
long learning in the Jewish spirit. The paper “Development in Decline” (“Aufbau
im Untergang”),” which made the widely respected lecturer at the Hebrew Uni-
versity of Jerusalem known far beyond adult education circles, refers to the func-
tion of adult education in creating political solidarity in the Jewish spirit, and in
his ground-breaking publication “Our European and Jewish Asset of Education”
he links the tradition of lifelong learning to the political and social situation of
the present age. To begin with he makes a confession of faith in the words: “the
Jewish way of living is in the end a way of living that has obligations,” and he
continues elsewhere: “If Torah means shaping all of life, both that of the indi-
vidual and that of the community, from a position of belief, it must give us pause
for thought that it has increasingly retreated in the course of Jewish history into
at most three areas: the home, the school and the synagogue, and that everything
that used to be, commerce, politics and general culture, has remained outside.
The attempt that we are making in Israel,..., culminates in drawing these areas
back in. That is hard.”

The question may therefore be asked whether Simon would have agreed
with the technical and organisational meaning ascribed to lifelong learning; he
would probably have aligned himself with the resistance expressed as follows in
an EKD publication: “If lifelong learning is restricted to the requirement to adapt
throughout life to constantly changing commercial demands and goals, we must
resist.”** Elsewhere, Simon’s biographer sums up as follows: “Jewish life is marked
by a holistic multidimensionality, since it embraces in equal measure both cogni-
tive and pragmatic learning processes, which are permanently intertwined one
with the other. The cognitive dimension of traditional learning lies in the con-
tinuing discussion of religious texts... By combining the cognitive and pragmatic

e.g. in Adunka, E. and Brandstitter, A. (eds.) Das jiidische Lehrhaus als Modell lebenslangen Lernens, op. cit.

2 Jan Woppowa, Widerstand und Toleranz, Grundlinien jiidischer Erwachsenenbildung bei Ernst Akiba Si-
mon (1999-1988), Stuttgart 2005. W. provides an exceptionally perceptive account, in which knowledge
of theological and intellectual history are compellingly combined. Profiles of Simon, Rosenzweig and Buber
are give by the same author elsewhere: Jan Woppowa, Zwischen Integration und Widerstand. Produktive
Spannungen im Bildungsdenken Ernst Simons vor dem Hintergrund jiidischer Erwachsenenbildung nach
1933, in: Gesprich, No. 10/2005, www.buber-gesellschaft.deders; Jan Woppowa, Ernst Simon, Biographisch-
bibliographisches Kirchenlexikon, Vol. XXI, Cols. 1439-1446

3 Ernst Simon, Aufbau im Untergang, Jiidische Erwachsenenbildung im nationalsozialistischen Deutschland
als geistiger Widerstand, Tiibingen 1959

3]. Woppowa, J. (2005). Widerstand und Toleranz. Stuttgart: Kohlhammer Verlag, op. cit., p. 261. I discuss W’s
work in ZRGG 2006, No. 4, “Lebenslanges Lernen —am Ursprung aufgesucht”.
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dimensions of learning, the concept of continuing learning leads to the everyday
practice of religious living on the one hand, and on the other, it is needed to bring
up to date the inherited rules of Halakah so that they respond to present-day
challenges.”

We can conclude in summary that the content of lifelong learning must
relate to current challenges, among which we may undoubtedly count suitability
for employment in the sense of employability. At the same time, however, lifelong
learning in the Jewish spirit also looks invariably to the social and sociocultural
dimension, and to religious behaviours and attitudes. In other words, it combines
formal, non-formal and informal learning content and skills.

We could provide examples to demonstrate that traditional and present-
day perceptions of lifelong learning are not so far removed one from the other.
This refers primarily to the subject-matter and content of lifelong learning, and
to the principle of never being complete. Earlier authors did not of course enjoy
the “refined” definitions that offer a greater degree of abstraction and precision.
The Federal-Laender Education Committee (BLK), for example, offers the fol-
lowing definition: “Lifelong learning embraces all formal, non-formal and infor-
mal learning in different places of learning from early childhood to the phase of
retirement. In this context learning is taken to mean the constructive process-
ing of information and experience into knowledge, insights and skills.”*® In this,
something of the tradition we have discussed still shines through.

The modern discussion of “lifelong learning” begins, and here we close
the circle by returning to the starting point of our reflections, with Cyril O.
Houle, who both defines and describes lifelong learning in precise language and
provides empirical evidence that adults are ready and motivated “to continue to
learn”, and not only for practical purposes.

This impetus is then taken up in the 1970s by international and supra-
national organisations, and a sequence becomes recognisable in which lifelong
education/lifelong learning appears initially as a synonym for adult education,
and then adopts the concept of a continuum of all stages and types of education,
visualised in the image of an educational chain.

» Woppowa, J. (2005). Zwischen Integration und Widerstand. Stuttgart: Kohlhammer Verlag.op. cit., p. 27

*e.g. in: Strategie fiir Lebenslanges Lernen in der Bundesrepublik Deutschland, Materialien zur Bildungs-
planung und Forschungsférderung, No. 115, Bonn 2004. See also the additional material in: DIE, Barbara
Dietsche, Heinz H. Meyer, Literaturauswertung Lebenslanges Lernen, im Auftrage der BLK, Bonn August
2004
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This series of developments has often been described and need not be
expressly repeated here.?”

Yet there is still no agreement among those concerned, or among deci-
sion-makers, notably the Land Ministers of Education, over how the continuum
principle is to be applied in practice — in my view it is not so much a matter of
building bridges between institutions as of being constantly aware of its many
different aspects. As Fontane said, it is “a vast field”.

The purpose here has simply been to remind ourselves of a tradition which
seems to have been forgotten and could have saved us many lengthy digressions
if we had considered it more fully earlier. The words of Winston Churchill apply
by analogy to education “Without tradition, art is like a flock of sheep without a
shepherd.” Our act of remembrance is intended to be more than mere reverence.
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smislu. Cyril O. Houle je smatrao da koreni ,,celoZivotnog ucenja® leze u drevnom juda-
izmu. Ovaj ¢lanak prati pravila i oznacava glavne faze ove genealogije: drevni judaizam
kao zajednica koja u¢i, celoZivotno ucenje u Tori i Talmudu, Haskala kao veza sa obra-
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Abstract: An educational divide has characterized much of Britain’s formal education
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Culture is ordinary: that is the first fact. Every human society has its own
shape, its purposes, its 0wWn Meanings. Ez/ery human society expresses these, in
institutions, and in arts and learning. The making of a society is the finding
of common meanings and directions, and its growth is an active debate and
amendment, under the pressures of experience, contact, and discovery, writing
themselves into the land.

Raymond Williams

Great Britain had in its heyday an education system fit for purpose for a
society with two ‘great’ tasks. The first, evident mainly in the nineteenth century,
was the administration of a large empire with a smattering of civil servants, and
a few military officers backed in the main by locally recruited, or conscripted,
soldiers, and the odd gun boat. The second, in the first half of the 20* century
involved the oversight of Taylorist forms of mass production.

Both tasks involved a small number of people making decisions affecting
very large numbers. For these people, education was expected to produce above
all confident and assured decision takers; people with clarity about strategy; well
read, with a clear sense of values; and people not easily intimidated. For the rest,

! Alan Tuckett, Ph.D, has been Director of the National Institute of Adult Continuing Education (NIACE) in
the UK since 1988. He is a visiting professor at the University of Nottingham and University of Duisburg-
Essen, and treasurer of ICAE.



22 AraN TUCKETT

education needed to instill a work ethic, a sense of discipline, enough skill to
perform the tasks required of them, and not much more. For the few, education
led the way to blue skies, a future where anything might be possible. For the rest,
the prospect of a life of hard work, for, as the philosopher Bertrand Russell put
it: Work is of two kinds: first, altering the position of matter at or near the earth’s
surface relatively to other such matter; second, telling other people to do so. The
first kind is unpleasant and ill paid; the second is pleasant and highly paid.

This thinking shaped the development of learning cultures in Britain over
centuries, but especially in England (since the Scots had a more democratic ap-
proach to education, and devolved responsibility for it, long before there was a
Scottish Parliament). Elites enjoyed private education (public schools) and uni-
versities, where the learning was soaked up in the milieu as much as in the class-
room. By contrast, there was a grudging extension of public education for the
masses, accompanied always by concerns that if the poor should read and write
they might get above themselves.

A further feature of this dichotomy has been the sharp distinction drawn
between academic and vocational study — with the former privileged. It is a dis-
tinction that has not served Britain well. Since the industrial revolution respect
for craft and craftsmanship, central to learning in a pre-industrial era, was now lo-
cated outside the formal education system, as experienced skilled workers passed
on their trades to apprentices. It was a system that sent most people into a narrow
job —related direction, but at the same time awarded low status to vocational
studies.

This educational divide between the few and the many was reflected in
the 1944 Education Act, which shaped the institutional structures of post-war
secondary education. This provided for grammar schools, where one in five of
the population, selected by examination at the age of eleven, would be exposed
to the humanities and sciences in much the same way as the public schools; and
the other eighty percent would be prepared for the labour market, in secondary
modern schools.

From the 1960s, with greater prosperity, the growth of the middle class,
and as the nature of work changed, too, there was a steady move away from this
binary approach to education — to create comprehensive schools. At the same
time, higher education expanded — from just 6 percent of young people attending
university in the late 1960s to 43% today.

Whilst for the products of grammar schools, then, education offered a
route to social mobility for the clever children of the working class, for the main
bulk of the population it confirmed the existing class order of things.
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It is against that background that adult education has developed in the
UK. Of course education is not only shaped by the state or by its most powerful
citizens. At the same time there was a consistent strain of radical opposition to the
prevailing wind, a determination among people to assert that mass education for
all is the way to a just and humane society. This strand of adult education, organ-
ized by freely associating groups of adults, learning together to give dignity and
richness to their lives is perhaps the bedrock of what the Workers” Educational
Association used to call ‘this great movement of ours.’

The heated debates about the future organisation of British society gener-
ated by radical groups such as the Levellers in the seventeenth century, by the cof-
fee house debates of the eighteenth century, and by the temperance movement,
each led to new forms of association, and were developed and used widely to en-
rich people’s learning and their quality of life. Through the mutual improvement
societies and independent lending libraries of the nineteenth century, through
the women’s movement and the green alliances of more recent times, people have
come to new forms of organisation, new subjects for learning and refreshed rela-
tions between learning and democratic action.

Often their energies have led to the establishment of structured organi-
sations. Trades Unions, co-operative societies, women’s institutes and non-con-
formist religious groups were formed first for people to address challenges their
members shared in common, and grew to offer a wide range of opportunities for
learning and development for the communities they served.

The breadth and vibrancy of voluntary and community organisations are
testament to the resilience of that tradition. All play a role in offering practi-
cal learning in democracy, as well as opportunities for people to develop skills,
knowledge understanding and capacity, and to contribute to the wider welfare of
society.

Raymond Williams, the cultural critic and adult educator, wrote that at
times of social change, people came together to learn to understand change, to
adapt to it, and to shape it. This voluntary movement created a culture of learning
where the desire to change the world was inextricably linked to the desire to learn
— exactly the connection in another continent, and more recently, Paulo Freire
meant when he spoke of adult literacy as a tool for reading the world as well as
just reading words, important as that is.

A second strand of provision for the education of adults developed at the
end of the nineteenth century and flowered up to the end of the twentieth in
the university extension movement, created by socially conscious academics who
wanted to bring the fruits of university scholarship, and the rigour of serious
enquiry to working people previously denied access to them. R. H. Tawney, the



24 AraN TUCKETT

economic historian, played a key role in the development and spread of univer-
sity tutorial classes. His approach to teaching working class students, which was
radical in its day, was described by an observer, Mrs. Stocks: He talked to them as
man to man, neither claiming authority nor asking for unquestioned agreement.
But as he talked, the breadth and quality of his mind and the meticulous accuracy
of his scholarship reflected itself in the work of his students and established the
standard of their thought. (Stocks, 39)

Just as well, given the confidence of students, like ]. M. Mactavish, an early
member of the Workers” Educational Association, and a shipwright from Ports-
mouth. At a conference in Oxford in 1907, called to discuss “What Oxford can
do for Workpeople’, Mactavish argued: I am not here as a suppliant for my class.
I decline to sit at the rich man’s gate praying for crumbs. I claim for my class all
the best of all that Oxford has to give. (Mansbridge in Kelly, 227)

A third strand of adult education activity developed along with the expan-
sion of local government. This saw the consolidation of a national system of pub-
lic libraries and museums in many towns and cities. It saw too the development
of classes in dressmaking, boot repair, cookery and physical education as people
sought to stretch tight budgets. In a 1926 report of the Board of Education, ex-
plained that given how little access to learning many people had, the challenge
was to find ‘any common interest which could serve as a basis, or even a starting
point, for any educational effort.” The result was a flowering of courses in physi-
cal education, pigeon fancying, horticulture, amateur wireless (what we now call
radio), and science. This was a strand of provision that grew impressively in the
period following the Second World War, as a more affluent population sought
opportunities for structured leisure time activity, until the resurgence of utilitar-
ian policies cut back sharply on courses where adults might learn for the joy of it.

There was, in addition, night school — where people gained the qualifica-
tions they had missed out on at school. Night school complemented the tradi-
tion of apprenticeship training, where young people gained vocational skills in
the workplace itself. At specialist institutions adults pursued systematic courses
in order to consolidate their opportunities in the world of work. Over the years,
the mainly vocational institutions that began as night schools became, further
education colleges, or, for some, successively, Colleges of Advanced Technology,
polytechnics and now universities, bringing with them a commitment to making
access to learning for adults possible through the organisation of part-time and
modular study.

In a famous essay Raymond Williams identifies three broad groups of edu-
cators in Britain. The first, Old Humanists think education is to do with values
rather than practical applications. Alas they think education of this sort should
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be limited to an elite. Second, the Industrial Trainers ‘believe that the purpose of
education is to fit people to earn their living’; they believe ‘the most persuasive
argument for the extension of education has still to be put in terms not of values
but of competitive economies” and that it is best done young. (Williams, in McIl-
roy/Westwood, 227)

Neither the trainers nor the Old Humanists sees a significant role for adult
learning. His third group, the Public Educators, say ‘with Carlyle, that it is the
first duty of government to see that the people can think’, and thereby shape so-
ciety. (Williams in Mcllroy/Westwood 228)

Two groups believe this, Williams argues. The first believe the task is to
bring culture to the poor; the second, to work alongside learners to shape a pro-
gramme of studies that makes sense to them, starts from their experiences and
addresses their own concerns. There was a strong commitment in the second of
these groups to negotiate the curriculum with learners. This led to richly diverse
learning experiences. All these groups are recognizable today among educators
and policy makers.

By the end of the 1960s, it became clear that the mix of adult education
provision on offer attracted learners who had already had the benefit of extended
initial education. Working class people, and especially working class men, took
little part. But there were significant other minorities excluded from provision —
among them people with poor basic skills, people with disabilities and learning
difficulties, migrants, offenders.

In 1975, a major national campaign to teach adults to read and write was
launched, and given a huge boost by the decision of the BBC to put out 24 weeks
of prime time television programmes in support of the campaign’s aim to teach
literacy and numeracy. The literacy campaign made a determined effort to make
learners’ experiences central to the process. The only materials then available
were aimed at small children, so students dictated and edited powerful stories,
which were published and used as the materials to generate new work. The lit-
eracy campaign linked with a worker writers’ movement, determined to ensure
that working people’s histories and ideas were as freely available as those of the
more frequently published sections of society.

A comparable initiative followed, offering English as a Second Language
(now English for Speakers of Other Languages or ESOL) classes to adults who
had migrated to Britain to take up jobs. In addition to the language components
of these studies, ESOL classes offered the chance to make sense of life in Britain,
how to get benefits, where to go to register with a doctor, and so on. But they also
became the fulcrum for developing an understanding of what it meant for all of
us to live in a multi-cultural, linguistically and culturally diverse society.
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There was a major move to engage with people whose initial experience
of schools made them believe that educational institutions were not for them.
Outreach workers started groups in pubs and clubs, wherever people were com-
fortable to learn.

The rise of second generation feminism had an impact on curriculum and
process alike, challenging both established pedagogy and epistemology, and pro-
viding a graphic example of how easy it is to write human effort and achievement
out of our common narratives. There was an impact, too, with the development
of the Access movement, which offered second chances to pursue higher edu-
cation to people who missed out the first time round. For that movement to
succeed, it was necessary to provide some order among the rich anarchy of adult
learning opportunities in place. The Open College network, which was started by
practitioners, developed a mechanism for learners to gain credit for their studies,
long before there was official interest in credit accumulation and transfer.

Trade unions renewed interest in learning — first through shop steward
and health and safety courses; then through more general educational initiatives.
More recently unions have developed the role of union learning representatives,
(now 20,000 strong), able to act as brokers, offering information and advice to
their colleagues on re-engaging with learning.

Broadcasting has been a major influence on adult learning since the foun-
dation of the BBC in the 1920s. A core part of its mission was to educate — and as
a result educational and educative programming have been able to garner prime
time slots — for programmes as varied as The Blue Planet (a study of ocean-
ography) and The People’s War, which generated an online archive of people’s
memories and reflections of life in the 1940s that engaged tens of thousands of
participants. With the growth of new media, broadcasters have invented new
forms of association and of promotion.

The single most innovative initiative of the post-war years, the creation of
the Open University, which made effective use of television from the beginning.
The Open University’s influence on the learning culture of the country cannot
be over-estimated. Since its inception, more than two million British adults have
studied with the institution. In addition, through its link with broadcasting (and
more recently in the use of the web and mobile technology) — another two mil-
lion people a week were able to eavesdrop on the broadcast programmes integral
to its studies. The Open University pioneered high quality distance learning ma-
terials, produced collectively by teams of experts. It gave a powerful impetus to
the creation of modular, credit based studies, and showed conclusively that adult
part-time study, undertaken at a distance, could be as rigorous and challenging
as any full-time undergraduate programme. Its students are fiercely proud of the
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institution, and when provoked are skilled at making their voices heard in politi-
cal debates.

If much of the development since the 1960s re-asserted the link between
adult education and social justice, the effect of policy, funding and institution-
al changes since the early 1990s have, not always intentionally, often served to
weaken those links, and to create new divides.

The 1992 Further and Higher Education Act separated adult education
into well-funded provision leading to nationally recognised qualifications (or
credits towards them), and much-less well funded, locally organised uncertificat-
ed provision. This led to many providers scrambling to turn French or art classes
into certificated provision, to secure better and more secure funding. This eroded
the possibility of students negotiating the curriculum.

The new funding arrangements were backed by external inspection, to en-
sure that all providers receiving state money operated to a common standard.
This was a welcome enough aim, but had the effect of taking agency away from
teachers and learners, and locating it in the dialogue between institutional man-
agers, inspectors and funders. The net result was a weakening of links between
structured adult education and the less formal learning activities of voluntary
movements. Despite real gains for adults with disabilities, during these years,
and despite significant expansion in investment overall, there was a reduction in
innovation, as providers were steered more and more towards the achievement of
national targets designed to secure a more skilled workforce.

In the late 1990s this process was to an extent reversed with the new La-
bour Government, which launched a breathtaking variety of new initiatives to
kick start a lifelong learning culture. Among them was the creation of a Univer-
sity for Industry (now ‘learndirect), the latest in a number of attempts to parallel
the achievements of the Open University by creating an e-learning based institu-
tion offering less advanced studies. The government funded innovative initiatives
to widen access and participation; and it launched Individual Learning accounts,
which put money into the pockets of learners willing to take up learning, until
fraudulent private providers found a way to exploit the budget, and put an end
to a successful innovation.

However, there is always a pendulum in public policy affecting adult learn-
ers, between a desire to make learning accessible to all, and a utilitarian anxiety,
that with not enough money to go round, there should be clear priority given to
provision that directly benefits the labour market. After 1993, whilst the snow-
storm of initiatives continued, they were all now focused on improving skills in
the workplace, as Skills Strategy after Skills Strategy was published. Money was
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diverted from adult education open to anyone to provision organized with em-
ployers on employers’ premises.

The catch was that such provision needed to lead to a particular nationally
recognised qualification years whether or not it met employers’ or workers” needs.
There were, of course, successes — notably in involving more people over the age
of 45 in learning. But there were widespread weaknesses — public money dis-
placed money employers previously spent themselves; there was too little money
to do a rigorous job in many circumstances.

For providers who saw a role for adult learning beyond that envisaged
by Williams™ Industrial Trainers, these years have involved ingenuity in bending
budgets to more generous purposes. For people outside the education industry
there has been a re-assertion of the role learning can play in autonomous civil
society organisations.

More recently there has been a resurgence of interest in the voluntary and
community sector, and in informal learning, with new confidence in libraries and
museums that they have a key contribution to make to lifelong learning, and the
new government, elected in May believes that ‘philistinism is bad economics’ and
that adult learning of all sorts matters. The pendulum is swinging again — if only
modestly at a time of major cuts in funding.

Where does this leave learning cultures in England? Well, NIACE’s regu-
lar annual surveys of participation show that Helena Kennedy’s 1997 judgment,
‘If at first you don’t succeed, you don’t succeed’, is true still for far too many
people. Almost everyone recognises that learning can make a positive difference
to your life, your job, your children’s chances, and to your health, physical and
mental, but still a quarter of the adult population think it is not for the likes of
me. New technologies enrich the lives of active learners — with 2 million regular
users of material on iTunes U, and a self-help culture on YouTube where you can
learn anything from guitars to gardening. If you work for a large firm, or in a field
involving technological change, you will surely get more chances to learn at work
than your parents had. But public spaces for understanding change, adapting to
it and shaping it have shrunk over this decade. That kind of adult education does
go on, especially informally, for example in the sustainability movement, but in
publicly funded work it feels more like guerrilla activity than a core dimension of
adult education in a democratic and diverse society.

So, whilst the picture is a complex one there are still too many ways in
which for the educationally privileged the sky is the limit, whilst for the educa-
tionally excluded opportunities are too often focused only on employability. It is,
as ever, the task of adult educators to narrow the gap between the two.
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New Ways in Andragogy:
Regional Andragogy

Abstract: The starting point of the study is that andragogy has evolved into an important
and subtle subsystem of pedagogy, education and public culture which can be and must
be examined from a scientific point of view from several aspects and as a consequence,
from a regional one as well. The aim of the study is to point to the presence, importance
and development possibilities of research of regional approach in andragogy. According
to this — in the first place in the scientific special literature of Hungary after the political
restructuring and on the bases of different kinds of researches — it outlines the main direc-
tions of research of regional aspect, it analyses the interdisciplinary and inter-trade linking
points in connection with it. It would like to give an answer if the ways of research and
results could be an adequate basis for the emergence of a regional andragogy which can
be defined as a special field within andragogy.

Key words: regional andragogy, regional educational research, cultural research.

Introduction

According to the scientific trends adult education research developed in
the expanding and interdependent interaction with other scientific fields, too.
Besides the traditional linking fields — pedagogy, psychology, philology, sociology,
economy, labour sciences, artistic discipline, history etc. — there was a natural
need for the inclusion of the aspects, methods and results of spatial sciences into
adult education research. The study interprets education at a mature age from the
point of view of andragogy and does not reduce it to adult education. The rela-
tionship with public education and public culture, the question of the integration
or disintegration of the two fields concerned cause a lot of problems and disorders
in the research of andragogy and in the practice of adult education. It obviously

! The author is a PhD student at Earth Sciences Doctoral School of the Faculty of Science, University of Pécs,
a teacher of the Department of Adult Education of the Faculty of Pedagogy, Kaposvér University.
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comes from the extremely variegated nature of adult education forms and places.
It has been an actual question whether andragogy is of disperse nature or it can
be interpreted, examined and operated as a coherent system. Andragogy clearly
undertakes the examination of formal education, training, in the case of informal
education and learning the situation is less clear-cut. Adult education research
leaves the fields of formal and informal learning connected to public education
institutions, organizations, cultural and community activities in the hands of cul-
tural and educational research. The application of open coordination approach
and method are indispensable in regional research, regional management, plan-
ning and the highly diversified system of andragogy requires this approach as
well. The scope borders do not make possible the examination of the scientific
and professional fields which regional andragogy can build on (regional science,
education geography, regional and settlement development etc.). It touches upon
though those main trends of teaching, culture and education research connected
to andragogy directly in which adult learning and/or regional view are present.

The sources of the forming regional andragogy

The main trends of regional educational research

The regional based examinations have become a characteristic part of ed-
ucation research in Hungary since the 1970s. The typical motivation of these
researches are the analyses of the new regional models of education organiza-
tion, planning, the hoisting of regional approach into education development.
The view, terminology, methods, results of social geography have been built into
education research. The regional differences of the lack of education, education,
qualification, culture have been examined as well as the regional models of the
school system, the reasons of regional inequality. They threw light on problems,
such as inadequacy of the district, regional and settlement data base, which have
been up-to-date problems nowadays as well and they also cast light on how ad-
equate the typology of settlement geography and the indicators serving as bases
for it and the administrative configuration are for educational research. The spa-
tial structure of the different levels of school system, the school zones, the effects
of school zones, the perspectives of the farm and village schools, the ones of the
higher education institutions of the middle-sized towns have also been exam-
ined. An attempt has been made to elaborate a culture based regional typology
(Kozma, 1987). They wanted to reach the reduction of the horizontal — regional
— inequalities of the society with the help of a kind of social oecological view, the
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changing of the environmental (educational) conditions and they drew up the
demand for the complex analysis of education indicators with social-economic
indicators (Forray, 1993). The supply of institutional culture transmission, em-
ployment, regional mobility, demographic behaviour, vocational training and
trade structure, accessibility, job possibilities, the initiation of social and political
indicators are the basic elements of regional research of education today as well.
In spite of the oecological view — because of the unformed nature of the adult
education system — the andragogical approach has not been present characteristi-
cally. The political restructuring, then the joining of the European Union have
placed the research of education into new political, economic, social, regional
dimensions. On one hand the new research topics, approaches, preferences exam-
ined the former points of view in more sensitive ways in the changing space, on
the other hand new research points of view and methods appeared. The exami-
nation of the relatedness of the regional characteristics of education, (regional)
human resorce development and (regional) competitiveness has become more
stressed (Baldzs, 2005). The regional researches beyond the borders of the Car-
patian basin have been intensified. In the 90s Tamds Kozma and his colleagues
drafted the hypothesis in connection with the examination of the regional spread
of third degree trainings that in the future the expansion of the fourth degree
training (adult education) would be the main area of the expansion of education
(Kozma, 2000). The examination of the schools of the small settlements got a
new topicality after the political restructuring. The role of school was examined
as a factor which influenced migration, forms of the local society, organized the
community and helped life-long learning (Imre, 2004). The regional approach
appears in education research concerning the size of the settlements, their wealth
and their connection to educational inequalities from the point of view of com-
mution, regional segregation, access to quality education, ethnic segregation, stu-
dent achievements and several others (Keller & Mairtonfi, 2006). The subsidy
policy of the EU strengthened the decentralization of educational management
and the region-specific planning and resulted in a kind of sectoral and intersecto-
ral cooperation pressure. The examination of public and higher education system
is being done clearly in the way of looking at life-long learning in education
research. The researches going on in the Education Research and Development
Institute in 2010 — like the participation in the examination of adult competence
(OECD PIAAC), the research of adults” independent learning, learning besides
work — also support the more and more characteristic appearance of adult educa-
tion (and adult education out of the school system) within education.
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The regional approach in cultural and educational research

While adult education and mainly adult training are interpreted in the
education/training system, too, andragogy is an integrated part of the cultural
sphere as well, the connection between the two systems is mutual and multidi-
mensional. Until recently andragogical (and pedagogical) theory has paid little
attention to the community and self-study, cultural processes beyond and out of
organized education. Educational and cultural theory have examined and exam-
ine today as well — first of all not in educational theory respect - the educational
aspects of the cultural sphere, the questions of education and culture out of and
beyond education and training (Lada, 2006). The cultural sector is mainly the
field of the adults” informal and formal education, the cultural institutions are
connected to andragogy through their public cultural roles which back the adults’
public education activities.

The main fields of cultural research in the 90s were the examination of the
features and utilization of culture consumption, the evolution of cultural needs,
the traditional cultural activities, reading and TV watching habits, the usage of
the internet, taking part in creative groups, cultural supply — their institutions
and services. The comparison of cultural institutions and services, the cultural
activities according to settlement types connected to them got into the centre of
interest mainly from the point of view of equal chances. According to the exami-
nations those who live in households with lower income and those who are low-
qualified are usually less active in cultural sense, in spite of this in the first decade
after the political restructuring in Hungary mainly the settlement inequalities
influenced a lot the chance of access to cultural services (Berndt, 2005).

The complex research about the cultural state of Hungary done in the first
half of the new millenium (similarly to the former country-wide state surveys)
seems to be an important source of information from theoretical and develop-
mental points of view and outlines important conclusions. During a more dif-
ferentiated examination of cultural consumption it highlights the importance of
educational level and age and emphasizes the increase of education on a social
level, the creation of the needs and possibilities for self-education in the cultural
capacity. Although in a refined way, but it points to settlement determination,
the importance and responsibility of the local level (Dudds & Hunyadi, 2005).

The analysis of the different cultural dimensions reflects the appearance of
the regional points of view in the approach of the relations between the capital,
county seat, other towns (under 10000 inhabitants, between 10000-100000 in-
habitants), village (under 2000 inhabitants, between 2-5000 inhabitants) and tra-
ditionally between Budapest and the country. Among the research points of view
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the age group characteristics have been taken into consideration in the respect of
knowledge, experience, way of living, the change and difference of the need for
learning. The researchers mention among the most important tasks to decrease
the residential environmental disadvantages and to help the development of per-
sonal abilities and skills. As the consequence of the expansion of cultural and
entertainment supply they stress the importance of the personal, selection and
orientation skills, the density and quality of the personal connection network as
decisive chance increasing factors. The results of the research show a correlation
between cultural reception and knowledge possession. In Hungary, where half of
the society consume 90% of cultural supply, where 70-80% of the adult popula-
tion are not able to understand complex texts, adult education must be of vital
importance in the liquidation of cultural discrimination from the point of view
of the subsequent supplement of cultural and network capital, the possession and
development of knowledge capital, the labour market integration. The research
stresses the different functions of adult learning, like community development,
the increase of self-confidence and self-esteem, social (re)integration. They attrib-
ute the same importance to civil organizations, hobby circles, clubs, workshops,
helping communities in adult learning as to formal institutions (Hunyadi, 2005).

From the point of view of social chances, qualification has a more de-
termining role in Hungary — compared to the western countries — besides the
regional and local innovation characteristics, educational, cultural institutional
supply, settlement type, the cultural sensitivity of the self-governments and the
traditions. It derives, besides other factors, from the building up, functional and
effectiveness deficiencies of the self-educational, correctional, remedial nature of
the adult education institution system. In the middle of the 90s the economic
wester-eastern slope could not be projected onto the state of cultural institutions
and public education clearly, the cultural indicators of the Great Hungarian Plain
were better than its economical ones. At the beginning of the 2000s the situation
was more differentiated and the regional, settlement differences increased. Some
big and small towns had better complex development indicators in spite of the
weaknesses of economic indicators. The basis of their competitiveness is their
good innovation, cultural institutional system, their well-qualified elite, cultural
traditions, their sense of identity, their local patriots — and generally their better
human resorce supply. All these support the opinion of the experts of the cultural
sphere that regional and settlement development is cultural development to a
great extent as well (Agdrdi, 2005).

A research terminated in 2009 represents the infiltration of regional ap-
proach into the researches of public culture, which mapped the institutional sys-
tem in settlements with a population under 30000 inhabitants. It wanted to form
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a notion of institutional and functional dismemberment and concentration on
the basis of the institutional and functional supply of the settlements and the
regional cooperation of the institutions, and according to the aim of the research-
ers, it wanted to give scientific foundations of the institutional and functional in-
tegration efforts of the settlements/regions. According to the research, depending
on the characteristic features of the certain regions, settlements (disadvantageous
situation, suburbanization level, urban rank, settlement size, social-demographic
composition etc.) the factors explaining the level of supply can be other ones
(Talata-Dudis, 2009).

The research aiming at the professional foundation of culture-based town
development were extended to the cities (pole towns) as well in the 2000s. Their
starting point is — logically — that the development of intellectual infrastructure
is as important as the development of the physical one. The main topics of the
research — the cultural, educational, creative, modernizing, democratizing, habit-
able town — reflect an integrated view which interprets culture as a development
source of energy, a set of abilities and a framework of cooperation (Hunyadi, Kiss
& Dénes, 2006).

The main directions of adult education regional researches

The andragogical researches developed differentiated and parallel in several
respects with teaching, cultural and educational research from the second half
of the 20th century, naturally a bit in a consecutive position due to the several
hundred years” of ,,drawback”. But at the beginning of the 21st century the adult
education researches compete with pedagogical researches concerning their vol-
ume, sensitivity, quality and innovation role.

Education is an organic unit, among the subsystems of which — public
education, vocational training, higher education — adult education has become
an important part of the integrated system. Adult education though — concern-
ing its functions, clients, organizations, teachers — differs to a great extent from
the other subsystems of education and that is why it is difficult to integrate it
into the education system (Haldsz, 2001). Besides this, concerning its volume,
the centre of interest of learning activities in Hungary has shifted more and more
onto the adult age out of and beyond the formal school system, learning forms
and places differentiated extraordinarily — they are connected mainly not to the
school but to the schooling-age. Consequently, both the basic characteristic fea-
tures of adult education and the trends of learning helped andragogy to become
a definable system. Life-long learning, the paradigm of education based society
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and economy resulted in the overestimation of adult education research in the
system of organized, regular, formal non-formal and informal learning in our
country, too. The changes gave extraordinarily intensive impetus to the exten-
sion and development of adult education functions, institutional system, places,
contents and forms. The research fields are strongly influenced by the fact that
educational, employment and economy policy prefer the economic role of adult
education and from among its social functions the ones which are connected to
labour market. They support those kinds of adult vocational trainings in and out
of the school system which establish the increase of competitiveness, increase
employment, decrease structural unemployment from the point of view of the
role of economy, and from the point of view of the relief of social tension those
trainings, institutions, educational fields and forms which play a role in the la-
bour martket re-integration of socially disadvantageous and unemployed people.
The andragogical researches are directed towards the regional based approaches
mainly by planning, organizational, successfulness, efficiency — thus practical —
questions and the regional view appears only tangentially and secondarily in the
theoretical researches. The motivations of the applied researches are helped by the
convergence of the institutional, financial and planning systems of educational,
cultural and employment policy with the subsidy support principles and practice
of the European Union, with the establishment of the regional structure of the
Union in Hungary.

There was an attempt to examine the adult education system in a complex
way and to make a map-like survey from the 90s. The involvement of the JPTE
FEEFI (Janus Pannonius University of Pécs, Adult Education Institute), The In-
ternational Educational Institute of the German People’ Academy Alliance, the
Education Research Institute, the Hungarian Cultural Institute and other institu-
tions reflected the andragogical view interpreting broadly the places and forms
of adult learning. According to this, the data and the statements of the cultural
survey of Hungary in 1996 were regarded as important adult education sources.
The research included the survey of the county seats and the districts of the capi-
tal (Bajusz, Hinzen & Bodndr, 1998). They examined the relations between the
size of the town and the supply market, the differences of the schooling — cultural
— adult education map, the ratio of learners/inhabitants, the legal forms of the
educational institutions, the entrepreneurs and the civil people, the qualification
of the teachers, the forms of training and several other factors (Koltai, 2003).
They also set an aim to survey the other towns, counties and small regions later,
too. Although adult education statistics has developed a lot since then, unfortu-
nately andragogy profession has not been able to make a country-wide survey
which would aim at completeness referring at least to the generally applied set-
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tlement and space typology. A few years later a kind of country-wide map was
made, too about a narrower segment of the adult education system using the
tools of space informatics. The correlations between employment data and adult
education supply were examined on a small regional level pointing to county
and regional correlations, too. The aim of the statistical analysis was to show the
white spots of supply, to serve as a basis for the survey of adult education demand
(for this it could have served only as a contribution). The company seat disper-
sion of registered adult education institutions, the OK]J (registered) trainings, the
accredited institutions, the number of vocational training schools were analysed
and compared on small regional level (Szentivinyi & Szentivdnyi, 2000).

Geography based local and regional works also dealt with the connec-
tions of employment, education and adult education. Adult education appears
in these analyses characteristically as an educational, training segment providing
correction for the deficiencies of the educational and vocational training system,
decreasing unemployment and helping employment (Garai, 2007). The strength-
ening of the bottom up attitude of economy development brought about the
examination of the local economy developer role of adult education. The satisfac-
tion of the general and special educational needs of multifunctional employment
embedded into the local society, the attachment of adult learning to concrete
space and time, the development of the local system of adult education could
be important segments of future research trends (T6th, 2007). The realization
choices of the idea of the learning society also motivated the local examination
of the educational and cultural level of adult village population, the willingness
to take part in learning, motivation, activity and values, etc (Zsumbera, 2001).

Characteristically the role of adult education, its functions, forms, its fruit-
fulness and effectiveness questions are examined in the regional analysis of the
educational system of adult education connected to public education and the re-
gional approach (region, county, small region) serves as a kind of developmental
framework. They usually set out from the statistical data, specimen generally used
in regional researches — demography, employment, unemployment, schooling,
settlement structure. The regional approach appears in some researches in the ac-
cessibility of adult education institutions in connection with the question of the
regional structural inadequacy of trade/job/qualification, in the examination of
the adult education school districts and in regional organizational coordination
circles, too (Bajuszt, 2005).

To examine the regional drawbacks within the framework of the examina-
tion of disadvantageous situation is an emphasized direction in adult education
researches. Usually the examined regional borders are the regional operation of
the Regional Training Centres, the districts of the county labour organization
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and its branches in the out-of-school labour market adult education researches.
A country-wide research examined the number of accepted and recommended
trainings, the labour demand of the region and the participation in the training,
the characteristic feature of the effectiveness of the training according to residence
(a settlement at a disadvantage, depressive region) (Halmos, 2005).

The most neglected segment of the adult education institutional system
is the non-profit sphere even from the point of view of research. State adult ed-
ucation operates trainings and institutions providing educational services with
definite content for the reaching of aims preferred by the state for certain target
groups. The for-profit trainers adjust their educational structure to demand/sup-
ply and choose premises, operation district accordingly. The non-profit and par-
ticularly the civil organizations organized from the bottom make the system really
diverse. This sector, which basically does not have entrepreneurial attitude, repre-
sents the values and claims of diverse groups and is not recorded or administered
properly, can be researched with scientific claim with difficulty. The great number
of non-profit specialized literature and researches contradict this only apparently.
The research of the general questions of educational non-profits — and thus their
regional examination — can only be discovered sporadically within the sector,
usually as the ,,appendix” of the analysis of the sector. Nevertheless, a research has
been made in Hungary concerning the adult education civil/non-profit organiza-
tions with a summarizing purpose (Arapovics, 2007). This research, despite its
limits, gave a subtle comprehensive analysis about the organizations. The regional
points of view were also considered when the organizational circle examined was
chosen (capital, town, settlement). The registered adult education organizations,
and within them the number, ratio of non-profits, were analysed according to
regions. Although on a surface level only, but the data were compared with the
economic development of the regions and the regional indexes of learning par-
ticipation were used on the basis of KSH (Central Office of Statistics) data.

As adult education has had its own legal, regulation, guiding, professional,
institutional frameworks by now, the effective, successful and ,just” operation
of this sector, which is complex and covers several branches, demands multi-
dimensional planning. It is particularly more valid for adult education than other
educational branches that it can only be planned well on a regional (district)
basis. The development of the decentralized educational system, the planning of
suitable subsidization and training supply requires deep regional survey. Adult
education planning runs into serious difficulties even on this level. During plan-
ning emphasis is usually laid on the examination of accredited adult education
institutions and trade schools. The most characteristic indexes, which adult edu-
cation literature indicates as the starting factors of planning are the number of



40 J6zser Baka

institutions compared to the number of employed and unemployed people, the
regional characteristics of their premises, the regional adequacy of the educa-
tional structure and the employment structure and the trends of labour market
processes (Szép, & Viamosi, 2007). We can find definitely region-based works in
connection with adult education planning questions. The research of the Nation-
al Adult Education Institute done in the spirit of open coordination examined
the connection and harmonization of the regional and the educational/training
plans focusing on small regions at a disadvantage. They analysed how and to
what extent adult education was present in them, how the regional and sectorial
plans influenced the formation of adult education supply, participation and em-
ployment after training. They pointed to the deficiencies of the planning, those
factors which hindered the realization of the plans. The predominance of the role
of outer factors, the inadequacy of inner human resource, of connection and
social capital, the lack of institution supply, the hindrances of knowledge centre
accessibility, the passivity of the population, their disappointment, their negative
attitude to learning, the predominance of state adult education, institutions over
the private entrepreneurs’ and non-profit training institutions are factors which
force the regions at a disadvantage into a spiral moving continuously downwards.
The regional, small regional plans, in which adult education is present on a gen-
eral level at most, do not give an answer to them. During planning new answer
should be given to new questions according to new points of view, the possibili-
ties of knowledge production should be looked for besides knowledge utilization
(Benke, 2005).

In Hungary the research of the concept of learning region, learning town
built on international experience represents the connection between adult educa-
tion and regional development. By now the learning region concept has been rep-
resenting an extraordinarily complex, collective, dynamic learning process since
its economy developing and competitiveness increasing root. The learning region
is actually an organizational framework confined within spatial limits, which
provides suitable circumstances for continuous learning in the interest of the
economic, social development of the region. It aims at the development of info-
structure besides/instead of infrastructure, includes problem-solving learning, the
development of interpersonal competencies and results in the development of
the representation of interests and of new learning culture in general. It presumes
the organizational and inter-organizational network learning, the development
of innovation systems on settlement and regional levels, where the learning of
the participiants is connected mainly to their regional roles. In this cooperative
network the educational institutions (the universities in the first place), cultural
institutions of the region, as well as the K+F institutions, the enterprises, the
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chambers, the labour organization, the civils, the self-governments take part, so
it displays the political — economic — social network building at the same time
(Németh, 2006). The adaptation and practical realization of the theory of learn-
ing region in Hungary can mean an exceptionally important direction of regional
andragogical researches in the future.

Conclusions — the positioning of regional andragogy in
andragogy

In theoretical andragogical literature we can meet most often today the
scientific-theoretical questions of andragogy, researches which support the justi-
fication of its importance, significance. These are didactic questions, they bring
into focus the characteristic features of adult teaching and learning, their pro-
cess, their participants, the activity of the participants and the factors influenc-
ing them. Besides this several theoretical works mention the importance of the
consideration of regional factors in the development of adult education and we
can meet researches of andragogical attitude (and not ones of adult education
in a narrow sense). In applied researches the definitely region-based approaches
are present usually in the case of regional analyses. The educational, cultural and
andragogical trends outlined in the study, even if they do not verify but confirm
the hypothesis of the reason for the existence of regional andragogy and they call
the attention to the necessity of its elaboration with scientific care. The condition
of scientific-based regional andragogy is to build up the comprehensive regional
examination aspects, methods of the general, sectoral approaches in andragogy.

The place and connection system of regional andragogy in andragogy

The elaboration of regional andragogy requires a complex view and ap-
proach. Its condition is to build the andragogical attitude in a more stressed way
into adult education researches. The examination of the forms, places and pos-
sibilities of organized adult education connected to the cultural sphere put one of
the important segments of educational research in issue in andragogical research
in a more characteristic way. The sensitive examination of the adult population
must be applied from an andragogical point of view utilizing the results and
methods of cultural and educational research besides the traditional connection
with educational research.
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The general research fields of andragogy — the characteristics of adult learn-
ing, its forms, motivations, the teaching of adults, its methods etc. — can be ex-
amined in connection with regional-environmental factors, effects. The research
of sectoral-based andragogy, the system of sectoral andragogy are being formed
today (eg. social andragogy) and it is easy to realize that sectoral andragogies and
sectoral adult education can be examined on a regional base as well. Maybe the
most important social functions of adult education are the dymensions which
reduce inequalities, develop economy and employment. The development, plan-
ning, operation of both fields can be done successfully, effectively and justly in
the context of regional characteristics.

The research field of regional andragogy is extremely complex, the most
important ones of which can be:
* the determination of the used and applied regional data, indicators,
indexes,
* the methodology of regional researches,
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* regional/settlement data collection, data base, statistics,

* the institutional system,

* the training,

* the regional examination of training forms and sectors,

* regional analyses of adult education economy,

* regional planning,

* the system of regional regulation,

* regional need and demand survey,

* complex regional and local researches, surveys — learning regions and
settlements,

* comparative regional adult education researches.

Thus regional andragogy is interpreted not as a sector of andragogy in
this respect but as a new one — in coordination with the general and sectoral
approaches - , as an attitude which can be applied for the whole system and to
which a particular target sytem, methodology can be attached.

Regional andragogy — according to a possible starting proposal — examines
the general factors of adult learning, its questions concerning content, its forms,
institutional system, sectors, places, levels, managerial, planning, organizational
and operational systems in connection with the regional characteristics and pro-
cesses. It deals with the factors of regional characteristics influencing andragogy
and with the role of adult education in the regional allocation of resorces, in
the reduction of regional inequalities. It fortifies the position of andragogy in
scientific public opinion, politics and society, it contributes to the decisions of
the government and sectors. The importance of interdisciplinary and interprofes-
sional cooperations have become stronger and stronger in scientific and social
researches, which involves the overestimation of the borderlines. Regional an-
dragogy can be regarded as a borderline like that, which is naturally connected
to place and settlement research in the first place, it must build on their views,
results, methods. Regional andragogy can play the role of a kind of scientific,
professional ,bridge”. Its applied research connections can be grasped the most
directly in relation to educational, cultural development, planning, management
and regional, settlement and rural development and it can provide ammunition
mainly for human resorce, employment, economic and social political decisions.
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Novi putevi u andragogiji:
regionalna andragogija

Apstrakt: Polazna tacka ove studije je da je andragogija evoluirala u vazan i suptilan pod-
sistem pedagogije, obrazovanja i javne kulture koja moze i mora biti ispitivana sa nau¢ne
tacke gledista i iz razli¢itih aspekata pa kao posledica toga, mora biti ispitivana i iz regio-
nalne perspektive. Cilj ovog rada jeste da ukaZe na prisustvo, znadaj i razvoj moguénosti
za istrazivanje regionalnog pristupa andragogiji. Na prvom mestu u specifi¢noj nau¢noj
literaturi Madarske, posle politickog restrukturiranja i na osnovama razlic¢itih istrazivanja
— ona uokviruje glavne pravce istrazivanja regionalnog aspekta, analizira interdisciplinar-
ne i medutrgovinske dodirne tacke sa kojima je u vezi. Ona Zeli da d4 odgovor na pitanje
da li na¢ini istrazivanja i rezultati mogu biti adekvatna baza za nastanak regionalne andra-
gogije koja se moze definisati kao posebno polje unutar same andragogije.

Kljucne redi: regionalna andragogija, regionalno istrazivanje u obrazovanju, istrazivanje
kulture.
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Politika dozivotnog uc¢enja u Evropi:

EU, Skotska, Danska i Srbija:

Apstrakt: Cilj rada je da prikaze sli¢nosti i razlike ciljeva strategija doZivotnog udenja i
obrazovanja odraslih Skotske, Danske i Srbije u kontekstu Evropske unije. Nova direkcija
komparativnih istrazivanja ide u pravcu viSeslojnih jedinica analize koje ukljucuju global-
ni, internacionalni i mikronivo poredenja te je stoga akcenat stavljen na hronolosku ana-
lizu Evropske unije kao supranacionalnog kreatora obrazovnih politika. Rezultati analize
su pokazali da kada se posmatra politika kao diskurs, a ne kao praksa, ciljevi strategija su
prili¢no ujednaceni i usaglaseni sa dokumentima EU, koji se odnose na dozivotno ucenje.
Znacajne razlike u ciljevima uglavnom proizilaze, pored socio-ckonomskih karakteristika
drzava i njihovog odnosa prema EU, iz razli¢itih modela kreiranja obrazovnih politika i
upravljanja.

Kljuéne reci: strategije dozivotnog ucenja, Evropska unija, modeli kreiranja politika.

Uvod

Dozivotno uéenje je koncept koji poslednjih 15 godina predstavlja osnov-
ni pristup u kreiranju obrazovnih politika evropskih zemalja, a Evropska unija ga
kao poseban entitet promoviSe na razlicite nadine, jer u njemu vidi ostvarivanje
ciljeva artikulisanih 2000. godine na Lisabonskom samitu. Baziraju¢i se na do-
kumentu Education and Traning 2010. nastalom nakon formulisane deklaracije,
zemlje Evropske unije se obavezuju da samostalno kreiraju strategije dozivotnog
ucenja, koje teze da ostvare nacionalne i nadnacionalne ciljeve i kroz koje se po-
stize harmonizacija u ovoj oblasti. Drzave ¢lanice, kao i potencijalni kanditati

! Maja Maksimovi¢, MA je saradnik u nastavi na Filozofskom fakultetu u Beogradu, Odeljenje za pedagogiju i
andragogiju, doktorand na Grupi za andragogiju.

% Rad je nastao u okviru projekta Instituta za pedagogiju i andragogiju (Filozofski fakultet, Beograd) ,Modeli
procenjivanja i strategije unapredivanja kvaliteta obrazovanja“ (179060), koji finansira Ministarstvo nauke i

tehnologije Republike Srbije.
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pokazuju razlike u na¢inima kreiranja politika Sto predstavlja i jedan od osnovnih
razloga izvesne razlicitosti ciljeva strategija. Ipak, pozeljni pravci u kreiranju pro-
stora dozivotnog ucenja pokazuju vise sli¢nosti kada posmatramo retoriku odre-
denih zemalja $to ukazuje na uticaj Evropske unije kao supranacionalnog kreatora
politika. U skladu sa ovakvim videnjem ovaj rad se sastoji iz tri tematske celine
u kome se prva celina odnosi na hronologki prikaz razvoja nadleznosti Evropske
unije u odnosu na obrazovne politike zemalja ¢lanica i mehanizama ostvarivanja
svojih ingerencija. Vaznost analize konteksta nalazimo u tome da se ne moze
viSe govoriti o komparativnoj analizi dve zemlje, a da se one ne stave u Siri okvir
putem koga se razumeju razlicite tendencije. Drugi deo rada odnosi se na prikaz
nacionalnih modela kreiranja obrazovnih politika, analizu ciljeva strategija do-
zivotnog ucenja u kontekstu socio-ekonomske situacije drzava, i na kraju treca
celina, odnosno zakljucak koji predstavlja sintezu okvira Evropske unije i sli¢nosti
i razlika u definisanim ciljevima strategija dozivotnog ucenja.

Polazna ideja istrazivanja

Na samom pocetku vazno je definisati Sta e se podrazumevati pod poj-
mom politika i zbog ¢ega. Ovaj rad se ne bavi praksom, tj. politikom u praksi ve¢
se fokusira na politiku kao diskurs (Green, 2002) polaze¢i od postmodernisticke
perspektive da su istina i znanje mnogostruki, kontekstualni i istorijski proizve-
deni putem razlicitih diskursa. Autor Rui (2007) smatra da pojam politika moze
da pokrije veoma $iroku arenu i da moze da se razume i koristi na razli¢ite nadine,
ukljucujuéi planove, odluke, dokumente i predloge. Ipak, on dalje navodi da
istrazivadi koji se bave ovom oblas¢u najcesée posmatraju politiku kroz razli¢ita
dokumenta, te ¢e se stoga i ovaj rad na to fokusirati. U skladu sa tim, bi¢e ana-
lizirane strategije dozivotnog ucenja od kojih su neke od njih (strategije Velike
Britanije i Danske) nastale kao odgovor na zahtev Evropske komisije 2003. go-
dine da svaka zemlja mora da kreira nacionalnu strategiju koja ¢e biti u skladu sa
principima koje je postavila Evropska unija, kako bi se stvorio prostor doZivotnog
ucenja. S obzirom na pomenuto, analiziraée se slede¢a dokumenta koja su i nave-
dena u nacionalnim izvestajima pomenutih zemalja kao poslednje strategije koje
se odnose na dozivotno udenje, odnosno obrazovanje odraslih kroz perspektivu
ovog koncepta:

1. Denmark’s strategy for lifelong learning — Education and lifelong

skills upgrading for all (Ministarstvo obrazovanja Danske, 2007)
2. 'The Lifelong learning strategy in Scotland — Life through learning
(Skotsko ministarstvo obrazovanja, 2003)
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3. Strategija obrazovanja odraslih (Vlada Republike Srbije, 2006)

Znacajne teskoce javile su se pri izboru dokumenata i odredenju jasnih
kriterijuma tog izbora. Prvi kriterijum, a u skladu sa temom istraZivanja, je bio da
analizirana dokumenta predstavljaju odgovor na repere koje je postavila Evropska
komisija da svaka zemlja ¢lanica treba da kreira nacionalnu strategiju doZivotnog
ucenja. Od tri zemlje Cije se strategije uporeduju Danska i Velika Britanija su
realizovale taj zahtev. Sto se ti¢e Srbije, ona kao zemlja kojoj je u interesu da se
priklju¢i Evropskoj uniji, kreirala je strategiju obrazovanja odraslih koja je kako se
navodi u dokumentu ,manifestacija dozivotnog uc¢enja“ (Vlada Republike Srbije,
2006:4).

Ove otezavajude razlike proizilaze iz ekonomskog i drustvenog konteksta
samih zemalja, njihove osves¢enosti o relevantnosti dozivotnog ucenja, ali i odno-
sa prema nadnacionalnom kreatoru politika. Naime, izgleda da izbor dokumena-
ta ve¢ sam po sebi predstavlja jedinicu analize i ve¢ podsti¢e uvidanje znacajnih
razlika izmedu razmatranih zemalja. Usled nemogu¢nosti da postavimo apsolut-
no jedinstvene kriterijjume pri izboru relevantnih dokumenata smatramo da je
znacajnije da se realnost ne ignoriSe radi naucne preciznosti ve¢ da se ona pri-
hvati, ali da se na nju pokusa odgovoriti. Dakle, ne¢emo pojednostaviti stvarnost
radi ukalupljivanja u odredenu formu ve¢ ¢emo je prigrliti, ali i ista¢i potencijalne
nejasnoce koje se javljaju i koristiti ih kao izvor, a ne kao smetnju.

Drugo vazno pitanje odnosi se na izbor zemalja ¢ije se strategije dozivotnog
ucenja kompariraju. Ono $to je ocigledno je ¢lanstvo Velike Britanije i Danske
u Evropskoj uniji u kojoj dozivotno udenje predstavlja osnovni princip razvoja
evropskih politika obrazovanja i treninga (Hake, 1999). Ipak treba imati u vidu i
realnost da dokumenta komisije imaju , razli¢ito znacenje za razlicite evropske ze-
mlje — u zavisnosti od toga da li su ¢lanice EU, kandidati, ili tek teze tom statusu®
(Medi¢ i Popovi¢, 2007: 129). Modeli kreiranja obrazovnih politika predstavljaju
klju¢an razlog izbora navedenih zemalja ¢ije se strategije uporeduju. Velika Bri-
tanija predstavlja takozvani model zasnovan na potraznji, Danska je predstavnik
modela socijalnog partnerstva, dok Srbija, iako u procesu kreiranja politika po-
stoji teznja za razvojem partnerstva, za sada predstavlja etatisticki, centralizovani
model. Nacin na koji vidimo udeo razli¢itih modela regulacija i kreiranja politika
bi¢e detaljnije prikazan u poglavlju koje se ovim pitanjem i bavi.

Trece pitanje se odnosi na kontekst u kome nastaje koncept dozivotnog
ucenja. Ukljucujudi i organizacije kao sto su OECD i UNESCO, Evropska unija
ima viSe nego znacajan uticaj na razvoj medunarodnog diskursa dozivotnog uce-
nja uopste, a naro¢ito na implementaciju pomenute koncepcije $to je zapoéeto

Ugovorom u Mastrihtu 1992. godine (Lee, Thayer, Madyun, 2008). Stoga je ne-
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ophodno opisati i kriticki posmatrati ,status“ dozivotnog ucenja koje kako kaze
Dehmel (20006) cesto predstavlja ,elastican koncept skrojen da odgovara svim po-
trebama® (str. 49). Evropska unija predstavlja sintezu OECD-ove neoliberalisti¢-
ke perspektive dozivotnog ucenja i UNESCO-vog humanistickog koncepta $to
je i jasno formulisano 1998. godine kada su, nakon Samita u Becu, ustanovljena
4 stuba dozivotnog ucenja Evropske unije — zaposljivost, preduzetni$tvo, adap-
tibilnost i jednake moguénosti. Udeo ovih organizacija u uticanju na kreiranje
strategija dozivotnog ucéenja bi¢e razmatran, ali iskljucivo u okviru hronoloskog
prikaza uloge Evropske unije, odnosno razli¢itih evropskih zajednica u razvijanju
i promovisanju samog koncepta, kao i uticaju na nacionalne obrazovne politike.

Evropska unija kao nadnacionalni kreator obrazovnih politika

U danasnje vreme komparativna analiza nacionalnih politika ne moze se
realizovati na pravi na¢in ukoliko se ignori$u nadnacionalni kreatori politika koji u
slucaju Danske, Velike Britanije i Srbije predstavlja Evropska unija. Uéenje odras-
lih i dozivotno ucenje tokom devedesetih godina prerasta u jedan od najvaznijih
prioriteta zajednice (Field, 1996), da bi 2000. godine nakon formulisanja Lisa-
bonske agende dozivotno ucenje postalo osnovni pristup u kreiranju obrazovnih
politika, defini$u¢i ga kao klju¢ni element strategije za povecanje konkurentnosti
Evrope i kreiranja drustva zasnovanog na znanju (Dehmel, 2006). Putem pro-
gramskog pristupa, otvorenog metoda koordinacije, razlil¢itih mera i dokumena-
ta, EU institucije imaju zna¢ajan upliv u nacionalne politike. Medutim, pocevsi od
Evropske ekonomske zajednice pa do danas postoji tenzija izmedu drzava ¢lanica i
viseg tela, gde drzave imaju pretenziju da osiguraju samostalnost u donosenju od-
luka vezanih za obrazovanje, naro¢ito kada je re¢ o Velikoj Britaniji i nordijskim
zemljama. Uopsteno govoredi, one preferiraju medudrzavnu saradnju umesto
nadnacionalnog nivoa, odnosno integracije (Olesen, prema: Dahl, 2003). Rezul-
tat ove tenzije moze da bude isklju¢ivo formalno pridrzavanje akcionih planova
EU dije izvr$enje rezultira u kreiranju nacionalnih strategija doZivotnog uéenja.
One su obi¢no zasnovane na prethodno realizovanim akcionim planovima ucenja
odraslih, koje u slu¢aju zemlje kao $to je Danska koje ve¢ imaju razvijenu kulturu
dozivotnog udenja postoje ponekad radi podnosenja izvestaja Komisiji, a ne radi
stvarne implementacije, ignoriSuéi takozvanu evropsku retoriku i koncentrisuci
se na nacionalne ciljeve. Takode, potrebno je ista¢i da Cesto postoji nejasnoéa u
terminologiji koja se koristi, tako da se neretko politike koje se odnose na ucenje
odraslih posmatraju kao politike dozivotnog ucenja, sto je i razumljivo s obzirom
na to da je ovo podru¢je dugi niz godina zanemarivano u odnosu na inicijalno
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obrazovanje. Posledica je da se, kao $to je i u Srbiji slucaj, strategije doZivotnog
ucenja artikuliSu kroz strategije obrazovanja odraslih, iako se u pomenutoj jasno
definiSe da se ona odnosi samo na ,obrazovanje namenjeno starijim od 18 go-
dina koji nemaju status u¢enika, odnosno studenta“ (Vlada Republike Srbije,
2006). Medutim, opravdanje za analizu Strategije razvoja obrazovanja odraslih
u Republici Srbiji predstavlja artikulacija da njenu polaznu osnovu ¢ine pored
ostalih slede¢a medunarodna dokumenta: Memorandum o dozivotnom udenju
Evropske komisije, Evropski prostor doZivotnog ucenja i Kopenhaska deklaracija
(Vlada Republike Srbije, 2006). Sve ovo predstavlja argumentaciju analize legi-
timiteta Evropske unije da uti¢e na nacionalne obrazovne politike i na razvijanje
koncepta dozivotnog ucenja kao meta diskursa tih politika (Green, 2002). Razvoj
nadleznosti EU u okviru obrazovanja predstavlja niz koraka od njenog osnivanja
do danas, a spektar njenog interesovanja i aktivnosti se menjao tokom vremena
i povecani uticaj na obrazovni program uglavnom proisti¢e iz interesovanja za
druge oblasti kao sto je smanjivanje nezaposlenosti tokom osamdesetih godina
proslog veka (Ertl, 2003), ¢ime se potencijalno moze i objasniti insistiranje na
ekonomskoj funkciji uéenja. Uzimajuéi u obzir tekudi proces evropskih integraci-
ja i kratkro¢nost odredenih odluka deluje opravdano da se ovom problemu pride
hronoloski i da se na taj nacin analizira istorijska dimenzija (Ertl, 2003). U ovom
radu usvoji¢emo periodizaciju koju navodi Field (prema: Ertl, 2000) a koja se
tice dobijanja sve ve¢e nadleznosti EU u oblasti kreiranja obrazovnih politika: od
1957. do sredine sedamdesetih, od sredine sedamdesetih do sredine osamdesetih,
od sredine osamdesetih do 1992. godine i nakon 1992. godine.

1 period

Pravna zasnovanost prvobitne Evropske zajednice pociva na tri ugovora:
Ugovor u Parizu (1951) kojim je postavljena Evropska zajednica za ugalj i éelik
i dva Rimska ugovora kojima je ustanovljena Evropska ekonomska zajednica i
Euratom. Ertl (2003, 2006) smatra da se nijedan od ovih ugovora ne odnosi na
opste obrazovanje ve¢ da u nadleznost tadasnje EEZ spada iskljucivo stru¢no
obrazovanje, $to je i razumljivo s obzirom na to da je ovim ugovorima formirana
isklju¢ivo ekonomska zajednica, odnosno ,Evropa trgovaca“, termin koji koristi
Rubio (prema: Ertl, 2006) da bi istakao cilj formiranja tadasnje zajednice. Najjas-
nije odredbe koje se ti¢u struénog obrazovanja mogu se na¢i u Rimskom ugovoru
u ¢lanu 128:

Savet Ce, delujuci na predlog Komisije i nakon konsultovanja Ekonomskog i
Socijalnog komiteta, postaviti opste principe za implementaciju zajednickog strucnog
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obrazovanja koji doprinosi harmonicnom razvoju kako nacionalnih ekonomija tako
i razvoju zajednickog trzista (Rimski ugovor, 1957).

U to vreme osnovan je i Evropski socijalni fond kao jedan od fondova za
stru¢no osposobljavanje i prekvalifikaciju koji se intenzivno koristio od strane
drzava ¢lanica (Davies, 2003), a stru¢no obrazovanje je videno kao instrument
razvoja privredne integracije Evropske ekonomske zajednice (Ertl, 2003). Ipak,
ovo je jedan od najteze interpretiranih ¢lanova i Fahle (prema: Ertl, 2006) smatra
da zemlje ¢lanice tumace navedeni ¢lan restriktivno i da je nadleznost Evropske
komisije ograni¢ena i u ovoj oblasti. Takode, kada je Savet ministara 1963. po-
stavio 10 principa za kreiranje zajednicke politike stru¢nog obrazovanja njihov
pravni status je preispitivan i oni se nisu smatrali obavezuju¢im za drzave ¢lanice
(Ertl, 2006). Moze se zaklju¢iti da je uloga Evropske zajednice kao kreatora po-
litika vise u indirektnom postavljanju pravca i ona je jo$ uvek vise medunarodna
nego nadnacionalna.

1I period

Za razliku od Dehmel (2006) koja smatra da se koncept dozivotnog ucenja
poceo razvijati ranih sedamdesetih, autori Lee, Thayer i Madyun (2008) tvrde
da pratedi istorijske dokumente formulacija doZivotnog ucenja, odnosno obrazo-
vanja u internacionalnim krugovima pocinje kasnih sezdesetih. Field (2001) pise
da je ideja ,reklamirana® krajem Sezdesetih i po¢etkom sedamdesetih. UNESCO
1965. godine pocinje da koristi termin dozivotno obrazovanje kako bi opisao
koncept ucenja kroz ceo zivot, i upotrebljava ga paralelno sa terminom perma-
nentno obrazovanje. Dozivotno obrazovanje uvodi i Paul Lengrand (1970), u to
vreme direktor UNESCO instituta za obrazovanje (UIE) i ono $to podrazumeva
pod tim pojmom jeste ,,serija veoma specifi¢nih ideja, eksperimenata i postignuca,
odnosno, obrazovanje u punom smislu te reci, ukljucujuéi sve aspekte i dimen-
zije, neprekinuti razvoj od prvog trenutka zivota do posledneg® (Lengard, 1970:
20). Zanimljivo je da je kontekst u kome se javlja interesovanje za doZivotno
obrazovanje sveopsta kriza $klostva i visokog obrazovanja Sezdesetih, kao i fran-
cuski drustveni pokret 1968. Pod okriljem evropskog socijalnog liberalizma nas-
taje i Faure (1972) izvestaj Ulenje da se bude: Svet obrazovanja danas i sutra koji
predstavlja izrazito humanisti¢ki pogled na obrazovanje i ima Siroke socijalne i
kulturne ciljeve. Pored toga, osnovni cilj dozivotnog obrazovanja je ¢ovekovo
samoostvarenje, odnosno ,fullfilment of man® to se i ogleda i u samom nazivu
izvestaja i korespondira sa tadasnjim drustvenim teznjama i kritikama formalnog
sistema obrazovanja. Paralelno sa delatnos¢éu UNESCO-a, pocetkom sedamdese-
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tih Evropski savet objavljuje dokumente u vezi sa doZivotnim ucenjem, od kojih je
jedan Permanentno obrazovanje (Evropski savet, 1970), dok OECD 1973. godine
stupa na scenu sa publikacijom Povratno obrazovanje: Srtategija doZivotnog ucenja,
u kojoj se doZivotno ucenje vidi vise kao instrument razvoja ljudskog kapitala
sa blagim provejavanjem znacaja socijalne demokratije. Ovim dokumentima je
postavljen temelj doZivotnom ucenju i ona su pocetak kasnijeg dualizma izmedu
posmatranja obrazovanja pretezno kroz njegovu ekonomsku funkciju (OECD)
i obrazovanje za samoostvarenje (UNESCO). Belanger (prema: Dehmel, 20006)
piSe da je dozivotno obrazovanje ranih sedamdesetih bilo euforija izgradena na
posleratnom verovanju u beskrajan prosperitet. Kasnih sedamdesetih i kasnije
tokom osamdesetih interesovanje za dozivotno obrazovanje jenjava (Dehmel,
2000) i to pretezno zbog uticaja novonastale ekonomske krize.

Dakle, vazan dogadaj ili bolje re¢i stanje ranih sedamdesetih u Evropi je
naftna kriza koja nastaje 1973. kada su ¢lanice Organizacije arapskih zemalja
izvoznika nafte kao odgovor na to $to je Amerika odlucila da podrzi Izrael, od-
nosno obezbedi svoju vojsku tokom Jom Kipur rata, proglasile embargo prema
Americi i nekim evropskim drzavama. Ovakva odluka se odrazava na drzave
¢lanice Evropske zajednice i kao posledica nastaje pomenuta ekonomska kriza.
Prepoznavanje cinjenice da je veliki broj mladih ljudi napustio Skolu i usao
nekvalifikovano u svet rada dovodi do ponovnog razmatranja uloge stru¢nog
obrazovanja na nivou Evropske zajednice. Kao posledica ovoga, 1974. godine je
formiran Komitet za obrazovanje koje su ¢inila Ministarstva obrazovanja drzava
¢lanica kao i Evropska komisija (Ertl, 2006). Rubio (prema: Ertl, 2006) smatra
da je nakon ovog dogadaja Evropska zajednica postala i ,,Evropa obrazovanja®.
Formiranju Komiteta je prethodio Janne izvestaj 1973. For a Community Policy
in Education u kome se istie da je razdvajanje opsteg i stru¢nog obrazovanja
glavna prepreka kreiranju zajednicke politike. Ekonomski pritisak u tom periodu
bio je preduslov kreiranja nove veze izmedu opsteg i stru¢nog obrazovanja, kada
se opste obrazovanje stavlja u sluzbu stru¢nog i tada nastaje koncept ,vocalisa-
tion“ kojim se opisuje pristup obrazovanju od strane Evropske komisije. Nadalje,
osim ekonomskih razloga pojacan interes za obrazovanje je i kreiranje ,,evropskog
gradanina budu¢nosti (Leibfried i Pierson, 1996), koji i u kasnijim dokumen-
tima i aktivnostima postoji kao jedan od ciljeva u¢enja. Nastaje koncept Evropske
dimenzije u obrazovanju koji je prvi put pomenut u Janne izvestaju, a za cilj ima
razvoj evropskog identiteta mladih ljudi. Moze se re¢i da su ovim postavljene
osnove buduceg evropskog interesovanja za doZivotno ucdenje koje inkorporira
ekonomske i demokratske ciljeve.
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111 period

lako neki autori smatraju da je ovo period opadanja interesa (Dehmal,
20006), Lee, Thayer i Madyun (2008) daju interesantnu interpretaciju ovog doba.
Kraj sedamdesetih i pocetak osamdesetih oni vide kao period zaintersovanosti
za dozivotno ucenje, ali u novom neoliberalnom ruhu i to narocito od strane
OECD-a. Ovakav novi ekonomski poredak znacajno ¢e uticati na kasnije kre-
iranje obrazovnih politika i na podrazumevaju¢u i preovladavaju¢u ekonomsku
funkciju obrazovanja i skoro potpuni zaborav izvestaja Ucenje da se bude, koje u
svetlu neoliberalizma predstavlja beskorisni trosak i utopijske ideale. U ovom pe-
riodu se nalazi koren kasnije optere¢enosti instrumentalnom vrednos¢u obrazo-
vanja i izrazitog zanemarivanja njegovog znacaja za li¢ni razvoj od strane kreatora
politika, mada seme vidimo i u prethodnim periodima kada se Evropa fokusirala
iskljucivo na stru¢no obrazovanje, a sve radi ekonomskog razvoja. Iako se kasnije
devedestih i dvehiljaditih u razli¢itim dokumentima EU i u nacionalnim strategi-
jama isti¢u kako ekonomski tako i neekonomski ciljevi u¢enja, odnosno socijalna
inkluzija, aktivno gradanstvo i li¢ni razvoj, potrebno je razlikovati retoriku poli-
tika od njihove implementacije. Kako je navedeno u CONFINTEA izvestaju za
Evropu i Ameriku (Keogh, 2009) kada je re¢ o sporovodenju politika ekonomska
agenda je privilegovana kroz veée javno ulaganje u stru¢no orijentisano udenje
odraslih u odnosu na liberalno. Ipak, UNESCO danas, a i osamdesetih, pokusava
da odrzi koncept dozivotnog obrazovanja, a ne ucenja $to je zasnovano na ideji
socijalnog liberalizma kao klju¢noj ideologiji.

Evropska zajednica se u to vreme, a moze se reci i danas, nalazi negde
izmedu neoliberalizma i socijalnog liberalizma pokusavaju¢i da kroz ciljeve doku-
menata i aktivnosti zadovolji i jednu i drugu ,stranu®. Sto se ti¢e konkretnih
aktivnosti u oblasti obrazovanja, nakon odluke Evropskog suda pravde 1976. go-
dine da evropske institucije poseduju pravnu zasnovanost da usvajaju i propisuju
zakone u oblasti stru¢nog obrazovanja zapocete su razlidite inicijative Evropske
zajednice. Izazovi razvoja informacione tehnologije i smanjenje nezaposlenosti su
neki od glavnih razloga pokretanja obrazovnih programa (Ertl, 2003). Nastaju
programi Comett (European Community Action Programme in Education and
Training for Technology), Erasmus (European Action Scheme for the Mobility
of University Students), i PETRA najznacajniji program za oblast stru¢nog ob-
razovanja koji su se tokom vremena menjali i prilagodavali novim izazovima i
idejama.
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1V period

Potpisivanjem Mastrihtskog ugovora i kona¢nim formiranjem Evropske
unije nastaje period koji karakterise najveca zainteresovanost za dozivotno ucenje
i tokom koga EU ostvaruje najvedi uticaj na kreiranje obrazovnih politika zemalja
¢lanica. Za ovo postoji viSe razloga od kojih su neki: pravno zasnovan legitimitet
EU da se bavi kako stru¢nim tako i opstim obrazovanjem, sve veée internaciona-
Ino interesovanje za dozivotno ulenje koje je artikulisano kroz vazne publikacije
medunarodnih organizacija, kona¢na promena paradigme sa obrazovanja na
ucenje, i na kraju ideja artikulisana Lisabonskim sporazumom da evropska eko-
nomija postane najkompetitivnija ekonomija u svetu (Savet, 2000).

Nadleznost EU na polju obrazovanja definisana je Mastrihtskim ugovo-
rom posebno za opste i posebno za stru¢no obrazovanje. Kao $to je i ocekivano,
njena delatnost u okviru opsteg obrazovanja je ograni¢ena na ,razvoj kvalitet-
nog obrazovanja kroz ohrabrivanje saradnje izmedu zemalja ¢lanica® (Mastrihtski
ugovor, 1992, ¢lan 126). Nasuprot tome ,zajednica ¢e implementirati politiku
stru¢nog obrazovanja koja ¢e podrzati i biti dodatak aktivnostima drzava ¢lanica®
(Mastrihtski ugovor, 1992, ¢lan 127). Na ovaj nacin Evropska unija otvara sebi
prostor za ispunjene postavljenih ciljeva kroz razvoj stru¢nog obrazovanja, iako
i dalje ostaje tenzija izmedu zemalja ¢lanica kao samostalnih donosioca odluka i
Evropske unije koja je nadnacionalni kreator politika i ¢ije mere su obavezujuce.
Ertl (2006) smatra da su oba ¢lanka vrlo pazljivo formulisana i da eksplicitno
isklju¢uju bilo kakvu harmonizaciju zakona i regulacija drzava ¢lanica, kao i da
Unija u potpunosti postuje odgovornost zemalja za sadrzaj ucenja i organizaciju
obrazovnog sistema. Kako kaze Philips (2003) formulacija pomenutih ¢lanova
uverava one koji se plase upada Brisela u ona pitanja koja su tradicionalno pri-
padala nacionalnim vladama. Ove klauzule su ogledalo principa supsidijarnosti
formulisanom kroz ¢lan 3 b:

,U oblastima koje ne spadaju u njenu isklju¢ivu nadleznost, Zajednica
¢e preduzimati akcije, u skladu sa principom supsidijarnosti, samo ako se ciljevi
predlozenih akcija ne mogu posti¢i od strane drzava ¢lanica“ (Mastrihtski ugovor,
1992, ¢lan 3b).

lako se moze primetiti konstantno povecavanje nadleznosti Zajednice
od Rimskog ugovora 1957. pa do formiranja EU 1992, pomenutim principom
drzave ¢lanice su odrzale autonomiju u donosenju odluka u vezi sa obrazova-
njem. Devedesete su u vezi i sa dono$enjem prvih dokumenata povezanim sa
dozivotnim ucenjem. Godine 1994. Bela knjiga Rast, konkurentnost i zaposljivost
(Growth, Competitivness and Employment) i nakon toga 1995. White paper
Poucavanje i uéenje: Prema drustvu ucenja (Teaching and Learning: Towards the
Learning Society). Dokument iz 1995. je imao klju¢nu ulogu u daljem razvoju
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i uspostavljanju dozivotnog ucenja kao vodeceg pristupa u kreiranju nadnacio-
nalnih i nacionalnih obrazovnih politika, iako je bio dosta kritikovan od strane
zemalja ¢clanica kao i razlicitih autora (Field, prema: Ertl, 2006, Hake, 1999) koji
smatraju da problem socijalne inkluzije nije bio zastupljen u onoj meri u kojoj je
to bilo potrebno.

Paralelno sa dokumentima Evropske unije, doZivotno ucenje ulazi na veli-
ka vrata i na internacionalnoj sceni. OECD publikacija iz 1996. godine DozZivor-
no ucenje za sve (Lifelong learning for all) i Delorov (1996) izvestaj Ucenje: Skrive-
na rignica (Learning: the treasure within) su dokumenti koji imaju najznacajniji
doprinos na polju dozivotnog ucenja. Hodgson (prema: Dehmel, 20006) vidi ovo
pojacano interesovanje internacionalnih organizacija kao odgovor, ili ¢ak odbra-
nu od promenljive, zastra§uju¢e i nepoznate tehnoloske, ekonomske i politicke
okoline. Dozivotno ucenje predstavlja jedinstveni i univerzalni odgovor na glo-
balizaciju, razvoj nove tehnologije, na drustvo koje stari i na kulturne i drustvene
promene (Green, 2002) i ovde mozemo primetiti ono $to je na pocetku rada ve¢
istaknuto a to je da se dozivotno ucenje posmatra kao ,rastegljiv koncept skrojen
za sve potrebe“ (Dehmel, 2006, str. 49).

Kasnih devedesetih, ta¢nije marta 1999. dolazi do najveée krize Evropske
unije od Rimskog ugovora 1957. Nakon nekoliko meseci kritikovanja Evropske
komisije od strane Evropskog parlamenta da nisu u stanju da preuzmu odgovor-
nost za navodnu korupciju, svih dvadeset komesara, uklju¢ujudi i tadasnjeg pred-
sednika Zaka Santera (Jacques Santer), daju ostavku. Istrazivanja Eurobarometra
koja su sprovedena 1999. pokazuju da 49% Evropljana podrzava ¢lanstvo njiho-
ve zemlje u EU, 14 % je protiv dok 27% stanovnika ima neutralan stav po ovom
pitanju. Za ovaj rad je interesantan podatak da javnost Velike Britanije najmanje
od svih zemalja podrzava ¢lanstvo svoje drzave i da je zainteresovanost da se izade
na evropske izbore bila veoma niska.

U ovakvoj atmosferi 2000. godine dolazi do usavajanja Lisabonske de-
klaracije od strane Lisabonskog saveta $efova vlada zemalja Evropske unije ¢iji
je sveukupni cilj da Evropska unija postane najkonkurentnija i najdinamic¢nija
ekonomija zasnovana na znanju sposobna za odrzivi ekonomski rast sa boljim
radnim mestima i ve¢om socijalnom kohezijom (Savet, 2000). Kao posledica Li-
sabonskih odluka dolazi do povecanja integracije obrazovnih politika u Evropi, a
autori Novoa i DeJong — Lambert (2003) smatraju da dolazi i do njihove unizaci-
je i to najvise kroz dve odluke: jedna je vezana za kreiranje ekonomije zasnovane
na znanju, $to posledi¢no ukljucuje i investiranje u ljude i postavlja obrazovanje
kao prioritet Evrope, druga je u vezi sa otvorenim metodom koordinacije kao
stedstva Sirenja dobre prakse i postizanja veée konvergencije u postizanju glav-
nih ciljeva Evropske unije. Ovakav metod omogucava Uniji da postavi smernice
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za politike zemalja ¢lanica i vremenski okvir za njihovu implementaciju, kao i
utvrdivanje zajednickih indikatora i repera na osnovu kojih se moze pratiti uspeh
drzava clanica u ostvarivanju zajednickog cilja. Na ovaj nacin, slobodno se moze
re¢i da je Evropska unija zaobisla princip supsidijarnosti koji joj ogranic¢ava upliv
u odredene oblasti i ona postaje relativno ,suptilan®, nadnacionalni kreator po-
litika. Reperi koje postavlja svojim ¢lanicama postaju politicke obaveze (Koegh,
2009) i njihov progres je pracen i evaluiran kroz izvestaje svake zemlje koji su
upudeni Komisiji. Dozivotno ucenje sada se vidi kao jedan od osnovnih priori-
teta Evropske unije i ono je u osnovi instrument postizanja ciljeva formulisanih
na Lisabonskom samitu. U skladu sa tim, Evropska komisija je 2000. godine u
oktobru, predstavila Memorandum o dozivotnom ucenju koji jo$ jednom potvrdu-
je da je doZivotno uéenje esencijalni element u tranziciji ka ekonomiji i drustvu
zasnovanom na znanju. DoZivotno udenje je po prvi put ,jasno“ definisano i
ono predstavlja ,sve svrsishodne aktivnosti, preduzete na stalnoj osnovi sa ciljem
usavrSavanja znanja, vestina i kompetencija“ (Evropska komisija, 2000:3). Ka-
snije, 2002. godine ciljevi Lisabonske agende u vezi sa dozivotnim ucenjem ope-
racionalizovani su od strane Komisije u dokumentu Obrazovanje i trening 2010.
(Education and training 2010). Ovim dokumentom je istaknuta neophodnost da
dozivotno ucenje postane realnost putem definisanja nacionalnih sveobuhvatnih
strategija dozivotnog ucenja koje ukljucuju validaciju prethodnog ucenja i krei-
ranja mogu¢nosti za dalje ucenje i ¢ije stvaranje bi bilo zasnovano na socijalnom
partnerstvu. Ovim je postavljena obaveza za drzave ¢lanice da formuli$u nacional-
ne strategije koje ¢e biti u skladu sa situacijom i kompetencijama drzava ¢lanica,
ali prema prioritetima i principima postavljenim od strane EU. Ova obaveza i na-
¢in njenog ostvarivanja predstavlja i objasnjenje razloga zbog ¢ega je u ovom radu
veliki deo posvecen analizi nadnacionalnog tela koje, ¢ini se, imaju vedi uticaj na
kreiranje strategija dozivotnog ucenja od samih drzava. Bilo je potrebno hrono-
loski prikazati pravnu zasnovanost Evropske unije kao nadnacionalnog kreatora
obrazovnih politika, kako bi se ono $to ¢ini nacionalne politike posmatralo kao
mozaik, odnosno kao delovi jedne veée celine. Uprkos ¢injenici da je moderna
EU mnogo drugacija ,zivotinja“ od one u njenim ranim danima, ekonomski
rast i konkurentnost ostaju u srcu ,,projekta Evropska unija®, iako u drugacijem
ekonomskom kontekstu koji karakterisu globalizacija i drustvo znanja pre nego
posleratna rekonstrukcija (Davies, 2003).
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Tri modela kreiranja politika doZivotnog ucenja — Velika Britanija,
Danska i Srbija

Kao $to je napomenuto, Velika Britanija, Danska i Srbija predstavljaju
skoro ,idealne® primere razli¢itih modela kreiranja obrazovnih politika. Regula-
cija i upravljanje obrazovanjem i treningom se vide kao klju¢ni faktor razlika koje
postoje izmedu obrazovnih sistema (Green, 2002) i koji imaju znacajan uticaj
na proces i ishode obrazovanja. Nacin kreiranja obrazovnih politika predstavlja
i jedan od osnovnih razloga specificnosti nacionalnih politika i omogucava nji-
hovo bolje razumevanje. Svakako, regulacija obrazovanja je nastala u kontekstu
odredenih ideologija koje se u slu¢aju ove tri zemlje narocito razlikuju i predstav-
ljaju proizvod istorijskih, ekonomskih i drustvenih okolnosti. Ono $to karakterise
veéinu zemalja Evropske unije jeste povlacenje vlade i sve veca decentralizacija u
ovoj oblasti. U mnogim drzavama uloga ministarstava i drzavnih organa postaje
»upravljanje preko postavljanja ciljeva“ (Green, 2002), $to znaci da nizi nivoi au-
toriteta odlucuju kako e se ti ciljevi posti¢i. Naglasava se princip supsidijarnosti
i tezi se ka tome da se donosioci odluka nalaze tamo gde se desava i u¢enje. Sma-
tra se i da je decentralizovano donosenje odluka efektivnije jer je u tom slucaju
blize realnosti i postoji veca svesnost o potrebama lokalnog stanovnistva. Svakako,
decentralizacija se moze posmatrati kroz jedan kontinuum gde drzava ima manju
ili ve¢u ulogu u donosenju odluka, pa u odnosu na to se mogu pronadi i razliciti
nacini regulacije obrazovanja i ucenja.

Prokou (2008) predlaze tri razlic¢ita modela:

1. Model zasnovan na potraznji u kome su sami ljudi odgovorni za
ucenje, a organizacije imaju interes da kreiraju pogodnu okolinu za
ucenje. Velika Britanija predstavlja tipi¢an primer ovakvog nacina re-
gulisanja obrazovanja i zacetak ovog modela predstavljaju principi ne-
oliberalizma koji su promovisani po¢etkom osamdesetih godina pod
vladom Margaret Tacer koja je tvrdila da je trsiSte najbolji mehanizam
proizvodnje i distribucije resursa. Trziste je videno kao superiorno u
odnosu na drzavu jer moze mnogo brze i fleksibilnije da odgovori
na javne potrebe (Okumoto, 2008) i stoga je bilo vazno da se obez-
bedi slobodna konkurencija i smatralo se da ona automatski dovodi
do razvoja. U skladu sa tim, obrazovanje je prepusteno trziStu pa su
institucije delovale kao male kompanije koje su se takmicile za svoje
musterije. Medutim, trziSte moze brze i fleksibilnije da odgovori na
potrebe, ali pitanje je ¢ije? Isticanjem individualizma i nemesanjem
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drzave nastaje jo$ vedi jaz u obrazovnoj strukeuri jer oni koji imaju
visok nivo obrazovanja se obrazuju sve vise. Kasnih devedestih je dos-
lo do promene u vladajucoj ideologiji, uzrokovano i promenom vla-
de, $to je i dovelo do nove politicke vizije, takozvanog Tre¢eg nacina
(the Third Way) i uzrokovalo da drzava postane ,drzava koja ulaze u
drustvo® (social investment state). DoZivotno uéenje postaje strateska
mera za razvoj inkluzivnog i pravednog drustva koje je konkurentno
na globalnom trzistu (Okumoto, 2008). Hodgoson (prema: Okumo-
to, 2008) pojasnjava novi pristup dozivotnom ucenju koji karaketerise
kontinuiran fokus na stimulisanje individualnih zahteva za ucenje,
fokusiranost na potrebe ucenika pre nego na provajdera i podrska
decentralizaciji budzeta u snaznom okviru planiranja, partnerstva i
saradnje.

2. Model socijalnog partnerstva prepoznaje znacaj individualne odgo-
vornosti i zastupa viSe agensa i interesnih strana (stakeholders). Os-
novna razlika u odnosu na prethodni model je isticanje ogranic¢enja
trzi$ta i znacaja drzavne regulacije. Najforrmalizovaniji oblik socijal-
nog partnerstva nalazi se u nordijskim zemljama. Danska je nakon
reforme u obrazovanju odraslih 2001. godine ustanovila podeljenu
odgovornost izmedu drzavne, regionalne i lokalne uprave, a sami par-
tneri deluju iz okvira razlicitih vrednosti, stavova, o¢ekivanja, ciljeva i
pristupa. Stejkholderi uklju¢uju upravu na svim nivoima drzave, dr-
zavne agencije, javne provajdere, nevladine organizacije ukljucujuéi
civilne organizacije, komercijalne provajdere i potencijalne ucenike i
njihove predstavnike (Keogh, 2009). U samom nacionalnom izvesta-
ju Danske (2009) kao socijalni partneri navode se i poslodavci i unije
zaposlenih, odnosno sindikati, medutim precizira se da se to odnosi
na programe stru¢nog obrazovanja.

3. Tre¢i model se naziva etatisticki model, jer postoji tendencija da drza-
va dominira u regulisanju obrazovnog sistema. Ovakvi centralizovani
modeli se esto sre¢u u juznim evropskim i mediteranskim zemljama
(Greka i Portugal), ali takode i u zemljama Jugoisto¢ne Evrope i sva-
kako Srbije. Ono $to je interesantno je da kada je u pitanju obrazo-
vanje odraslih u Srbiji, kako je navedeno u nacionalnom izvestaju,
postoji drustvena nebriga za ovo podrucje, sto znaci da je daleko od
toga da drzava dominira, pre se moZe re¢i da je njeno nemesanje i
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doskorasnje neprepoznavanje obrazovanja odraslih dominantan pro-
blem. Ipak, kada je re¢ o Strategiji obrazovanja odraslih pozivajudi se
na artikulaciju da je ovaj dokument ,jedan od instrumenata za resa-
vanje klju¢nih socijalnih i ekonomskih problema Republike Srbije*
(Vlada Republike Srbije, 20006, str. 6), moze se rec¢i da navedeni mo-
del ipak odgovara na¢inu donosenja odluka, jer je jasno rec¢eno da su
interesi drzave na prvom mestu. S obzirom na dotadasnje neprizna-
vanje znacaja ucenja odraslih i zanemarivanje tog podrudja, kao i na
visegodi$nju nepovoljnu ekonomsku scenu u Srbiji, jasno je zbog cega
se ovo postavlja kao kljué¢ni cilj. Sto se ti¢e socijalnog partnerstva ono
je prisutno u nekom obliku, ali je i dalje nedovoljno razvijeno, te je
iz tog razloga Srbija ipak na drugoj strani pomenutog kontinuuma.
Pretpostavlja se da partneri treba da imaju jednaku ulogu, odnosno
mo¢ uticaja, na $ta se u slucaju Srbije ne moze dati potvrdan odgovor.
U svakom slucaju, socijalno partnerstvo je predstavljeno kao jedan od
ciljeva Strategije obrazovanja odraslih, a kao bududi socijalni partneri
navedeni su drzava, poslodavci, zaposleni, privredne i stru¢ne asocija-
cije, udruzenja, nau¢noistrazivacke i obrazovne institucije i pojedinci
(Vlada Republike Srbije, 20006). Cini se da, porededi sa socijalnim
partnerstvom u Danskoj, nevladine i civilne organizacije ostaju nepre-
poznate $to je verovatno jo$ jedan od razloga koji dovodi i do razlika
u definisanju ciljeva strategije.

Navodenje tri razli¢ita modela kreiranja politike dozivotnog udenja ima

za cilj da prikaZe razli¢ite pristupe koji neminovno dovode i do klju¢nih razlika
u samoj formulaciji strategija, odnosno definisanju njenih ciljeva. Nakon ovog
poglavlja moze se re¢i da kreiranje politika dolazi sa razlicitih strana i ono je
odgovor na ciljeve Evropske unije, trzista, same drzave, i socijalnih partnera. In-
teresantno je da socijalno partnerstvo ipak predstavlja dominantan i najpozeljniji
oblik, $to je i u skladu sa tendencijom ka decentralizaciji, samo $to ostaje nejasno
ko definise, ko ¢e od stejkholdera donositi odluke, $to posredno i uti¢e na same
dokumente. Pitanje je: ko ima poslednju re¢?
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Pozicije drzava ¢lanica prema EU i implikacije na kreiranje

politika

Analiziraju¢i diskurs, odnosno Evropsku uniju kao kreatora politika po-
lako se kre¢emo ka kontekstu samih zemalja koje predstavljaju jos jedan nivo
analize koji je znacajan za nastajanje dokumenata. Ipak, budu¢i da su one od-
govor na postavljene repere i preporuke definisane od strane Evropske komisije,
akcenat u ovom radu je viSe bio stavljen na Evropu kao kreatora politika nego na
kontekst samih zemalja. Za ovakvo opredeljenje nalazimo opravdanje u tome da
se ipak u ovom radu bavimo politikom kao diskursom, a ne njenom implemen-
tacijom. Naime, navedeni dokumenti predstavljaju hibrid sadinjen od predloga
EU i prioriteta samih drzava. Sto se ti¢e dostizanja ciljeva, odnosno politike u
praksi, pretpostavljamo da bi ona vise odrazavala kontekst samih zemalja i posto-
jale bi mnogo vece razlicitosti nego sli¢nosti. Ipak, kada je re¢ o strategijama za
budu¢nost ,,Evropa ,sutra‘ i njena vizija buduénosti — nesto je $to dele sve zemlje
Evrope i $to im je zajedni¢ko, mnogo vise nego $to su im zajednicki i sliéni prob-
lemi i izazovi danasnjice® (Medi¢ i Popovi¢, 2007: 138). Medutim, ne mozemo
da ne primetimo tenziju izmedu teznje drzava da ostanu autonomne u donosenju
odluka i postavljanju ciljeva, ali i da ,odrade” ono $to Unija nalaze. Interesan-
tan slucaj je Velika Britanija koja je formalno odgovorila na postavljen zahtev
da kreira strategiju dozivotnog udenja $to se moze videti u izvestaju Evropske
komisije iz 2009. Ukoliko zagrebemo povrsinu, startegija je usvojena od strane
$kotskog ministarstva i odnosi se samo na Skotsku, jer su tri drzave u okviru Velike
Britanije autonomne po pitanju obrazovanja (Engleska, Vels i Skotska). Engleska
koja predstavlja nesumnjivo najrazvijeniji deo kraljevstva nastavlja da prati i is-
punjava svoje ciljeve. Razli¢ite stavove prema EU mozemo posmatrati i kroz sta-
tus same drzave, kao i istoriju njenog prikljuc¢ivanja. Velika Britanija je neodlu¢an
partner jos od 1973. kada se formalno priklju¢ila i ona je videla zajednicko eko-
nomsko trziste kao cilj sam po sebi, dok u isto vreme pokazuje zestok otpor u
pitanjima zajednicke socijalne politike, ukljucujudi i obrazovanje (Economou,
2003). Kao $to je ve¢ napomenuto interes nordijskih zemalja uklju¢ujuéi i Dan-
sku za priklju¢ivanje EU je bio pretezno ekonomski interes Sirenja trzista, dok je
politicka intergracija predstavljala vi$e pretnju nego teznju (Dahl, 2003). Mozda
bi se moglo re¢i da drzave ¢lanice nalaze kompromis u tome da isporuce EU ono
sto se od njih zahteva, a da pri tom neometano razvijaju svoje politike i koracaju
u pravcu sopstvene vizije. Izgleda da razli¢it status u EU razlicito i obavezuje, jer
Srbija kao potencijalni kandidat mora da ostvaruje zahteve EU kako bi uspela na
svom planiranom putu prikljucivanja.
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Socio-ekonomski kontekst Skotske, Danske i Srbije i ciljevi

strategija doZivotnog ucenja

Sto se ti¢e konteksta samih zemalja, postoji oéigledna razlika izmedu nji-
hove trenutne socijalne i ekonomske situacije koja zna¢ajno uti¢e na to da li se
uenje posmatra kao sredstvo re$avanja postojeéih problema (Srbija i Skotska)
ili je ono instrument daljeg razvoja (Danska). Kako je istaknuto u Danskoj stra-
tegiji, ona je zemlja sa visokim procentom zaposlenosti stanovni$tva i relativno
ravnopravnom distribucijom dohotka. Karakterise je odrziv razvoj ekonomije od
1997. godine i sektor usluga kao vazan deo privrede, a nezaposlenost je smanjena
za 3% u 2007. godini. Dansko trZiSte rada je veoma fleksibilno i medunarodne
studije ukazuju na ¢injenicu da je Danska zemlja sa najve¢im nivoom konku-
rentnosti i jedna od zemalja koja najvise ulaze u razvoj ljudskih resursa. Kako je
navedeno u strategiji regeneracija ,,drzave blagostanja® (Ministarstvo obrazovanja
Danske, 2007: 5) se postize kroz konkurentnost i socijalnu koheziju $to pred-
stavlja i ukupni cilj strategije koji je artikulisan kroz ,kreiranje drustva znanja“
(Ministarstvo obrazovanja Danske, 2007: 5). U ovako definisanom cilju se vidi
dvojak uticaj, sa jedne strane, snage visokorazvijene danske ekonomije, a s dru-
ge, cilj Evropske unije da postane najkonkurentnija i najdinamic¢nija ekonomi-
ja zasnovana na znanju, sposobna za odrzivi ekonomski rast sa boljim radnim
mestima i ve¢om socijalnom kohezijom (Savet, 2000). Obrazovanje, dozivotno
usavrsavanje, istrazivanje i inovacije se isticu kao klju¢ni instrumenti za postizanje
ovog cilja. Nadalje, kroz strategiju se navodi da je odrzavanje pozicije kao jedne
od najbogatijih drzava sveta moguce samo ukoliko svi imaju dobre moguénosti
i Zelju za usvajanjem novih znanja i korisnih kvalifikacija i kompetencija tokom
zivota. Dokument sluzi ostvarivanju slede¢ih ciljeva: li¢ni razvoj, aktivno gradan-
stvo 1 participaciju u drustvu kroz koje mozemo videti teznju da se nacionalni
ciljevi usaglase sa pravcem razvoja preporucenim od EU. Ipak, glavni cilj ostaje
konkurentnost na trzistu i dalji razvoj ekonomije, a drustveni i li¢ni razvoj ostaje
na nivou retorike i kao ignorisano naslede UNESCO-a kome se ne vidi realna
svrha.

Skotska je jedna od drzava Velike Britanije koja je delimi¢no autonomna,
uglavnom na podrudju obrazovanja i kulture. U odnosu na Englesku kao i razvi-
jene zemlje EU, nju karakterise relativno slab ekonomski razvoj i niska produk-
tivnost $to predstvlja jedan od osnovnih problema na koje skotsko ministratsvo
zeli da odgovori, a ucenje i razvoj vestina predstavljaju nadin za reSavanje navede-
nog. Takode, u strategiji je istaknuto da je dominantan problem i sve vece starenje
stanovni$tva. Interesantno je da se cela Velika Britanija suocava sa pretnjom inter-
nacionalnog terorizma i kao posledica dolazi do znacajne socijalne isklju¢enosti
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odredenih etnickih i religijskih manjina (CONFINTEA UK Nacionalni izvestaj,
2009). Kao rezultat toga javlja se fokusiranost na smanjivanje diskriminacije, i,
moglo bi se re¢i da se u skladu sa tim definisu i ciljevi dozivotnog ucenja. Ovo je
narocito relevantno za period u kome nastaje strategija, a to je pocetak dvehilja-
ditih kada strah od terorizma predstavlja dominantan problem sa kojim se UK
suocava. Jo$ jednom Zelimo da uvedemo zanimljivo zapazanje da je dozivotno
ucenje ,elastican koncept skrojen da odgovara svim potrebama® (Dehmel, 2000)
od razvoja ekonomije, smanjivanja nezaposlenosti, pa do resavanja posledica
terorizma. Kohezija zajednice i obrazovanje za aktivno gradanstvo se vidi kao
pozeljan pravac u odnosu na tekuée probleme, a dozivotno ucenje predstavlja
idealan instrument njihovog resavanja. U strategiji se navodi da ljudi nisu zain-
teresovani iskljucivo za svoju potencijalnu zaradu, ve¢ je istaknuto da ,Zivimo u
svetu u kome postoji velika raznovrsnost kultura, znanja, vestina koji treba da se
vrednuju i neguju. Mi zelimo dru$tvo u kome se ljudi aktivno angazuju u svojim
lokalnim i nacionalnim zajednicama i u¢enje omogucava ljudima da to i urade®
(Ministarstvo obrazovanja Skotske, 2003: 7). U skladu sa tim dozivotno uéenje
doprinosi razvoju drustva kroz ostvarivanje drugih drustvenih ciljeva kao $to su
gradansko ucesée, odrzivi razvoj, poboljsanje zdravlja i blagostanja, smanjivanje
kriminala i vece socijalne kohezije. Dakle, dozivotno ucenje u Skotskoj je usme-
reno na li¢ni razvoj, zaposljavanje i adaptibilnost, aktivno gradanstvo i socijal-
nu inkluziju® (Ministarstvo obrazovanja Skotske, 2003: 7). Ponovo mozemo da
uoc¢imo povezanost sa ciljevima Evropske unije iako postoje razli¢iti konteksti u
kome dozZivotno uéenje sluzi kao element razvoja, u osnovi drzave ¢lanice ,,pricaju
isto® kada je re¢ o definisanju ciljeva. Moglo bi se re¢i da se na ovaj na¢in one ili
priblizavaju i stvaraju jedinstvenu Uniju ili udovoljavaju i nastavljaju da rade po
svome. Drzave ¢lanice su bliske u retorici dozivotnog ucenja, ali se one znac¢ajno
razlikuju kada je re¢ o strategiji implementacije i podeli odgovornosti, $to ima
veze sa nacionalnim kontekstom i navedenim modelima kreiranja politike.
Srbija je na potpuno druga¢ijem mestu od onoga gde se nalaze Danska i
Velika Britanija, kako u odnosu na socio-ekonomski razvoj, tako i u odnosu na
njenu poziciju prema Evropskoj uniji, odnosno bolje re¢i poziciju EU prema Sr-
biji. Dok se Evropa devedesetih ujedinjavala, Srbija je prolazila kroz razarajuée go-
dine u kojima dolazi do razaranja bazi¢ne infrastrukeure drustva i ljudskih resursa
(Medi¢, Popovi¢, Milanovi¢, 2009). Nakon dugogodisnje krize, od 2000. godine
Srbija je otpocela intenzivne socio-ekonomske reforme $to uklju¢uje dramati¢ne
promene u zakonodavstvu, razvoj strategija u mnogim oblastima i prihvatanje
sinhronizacije sa trendovima Evropske unije. Medutim, period nakon 2003. go-
dine je obojen novim krizama kao $to su odvajanje Crne Gore i proglasenje sa-
mostalnosti Kosova, $to je skrenulo fokus sa obrazovanja na goruce probleme koje
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treba resiti. Takode, 2006. godine je doslo do suspenzije pregovora o Sporazumu
o stabilizaciji i pridruZivanju, $to kao posledicu ima izostanak orijentacije prema
evropskim standardima i dostignu¢ima (Medi¢, Popovi¢, Milanovi¢, 2009). Ipak,
u ovom periodu je nastavljen, iako dosta usporen, privredni razvoj zemlje, ali
i dalje postoji znacajno velika nezaposlenost stanovnistva koja je 2005. godine
veoma visoka (kre¢e se od 21% do 30% u zavisnosti od metodologije racunanja).
Narodito frapantan podatak je da je dominantno ucesée starosne grupe od 15 do
25 godina sa stopom nezaposlenosti od 44,83% S$to je tri puta vise od prosecne
stope nezaposlenosti ove starosne grupe u drzavama EU (Medi¢, Popovi¢, Mila-
novi¢, 2009). U ovakvoj klimi nastaje i strategija obrazovanja odraslih u kojoj su
istaknuti slede¢i klju¢ni problemi:
* Nizak nivo ekonomskog razvoja;
* Velike disproporcije u ekonomskoj, demografskoj i obrazovnoj struk-
turi;
* Usporen populacioni rast i smanjenje broja dece i mladih i uvecanje
broja starih u ukupnoj populaciji;
* Siromastvo znacajnog dela stanovnistva;
* Visoko uce$¢e mladih do 30 godina u ukupnoj nezaposlenosti;
* Nepovoljna obrazovna struktura zaposlenog stanovnistva;
* Nepovoljna obrazovna i kvalifikaciona struktura nezaposlenog stanov-
nistva;
* Nedostatak sistemskog pristupa u razvoju obrazovanja i u¢enja odraslih

(Vlada Republike Srbije, 2000).

Obrazovanje odraslih je prepoznato kao osnovni instrument za reSavanje
socio-ekonomske situacije zbog ¢ega je naglasak stavljen na stru¢no obrazovanje
i obuku odraslih. Iako Evropa isti¢e znacaj obrazovanja za ekonomski razvoj s
jedne strane, i obrazovanja za li¢ni razvoj, samoostvarenje i aktivno gradanstvo s
druge strane, u strategiji je dominantno prepoznatljiva ekonomska funkcija obra-
zovanja, a ,humanisti¢ko-gradanska orijetacija sluzi vise kao dekoracija za dnev-
no politicke svrhe® (Medi¢ i Popovi¢, 2007, str. 130). U strategiji je navedeno
da se principi odrzivog razvoja, unapredivanje zaposljavanja, socijalne kohezije i
demokratizacije drustvenih odnosa postuju (Vlada Republike Srbije, 2006) me-
dutim ostaje do kraja nejasno na koji nacin se to postovanje iskazuje. Definisani
osnovni ciljevi strategije su sledeci: obezbedenje dostupnosti sistema obrazovanja
i obuke svim kategorijama odraslog stanovnistva kroz uspostavljanje institucio-
nalnog i programskog pluralizma u sistemu obrazovanja odraslih; decentralizacija
i partnerski pristup u upravljanju, organizaciji i realizaciji obrazovanja odraslih i
obezbedenje kvaliteta obrazovanja i osposobljavanja odraslih kroz zakonsku regu-
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lativu i uspostvljanje standarda obrazovanja. Cini nam se da postoji kontradikcija
u ostvarivanju ciljeva strategije, jer da bi se postiglo unapredenje dostupnosti
obrazovanja odraslih i participacija socijalnih partnera neophodno je obezbediti
predulsov, a to je razvijanje demokratskih odnosa i decentralizacija vlasti. Odi-
gledno je da se za razliku od Danske i Velike Britanije Srbija bavi uspostavljanjem
»sistema“ obrazovanja odraslih, odnosno zapocinje svoje prve korake na putu ka
zeljenoj sinhronizaciji sa EU.

Zaklju¢na razmatranja

Na osnovu navedenog mozemo zakljuciti da Evropska unija i te kako
predstavlja referentni okvir kada je re¢ o postavljanju ciljeva strategija dozivot-
nog ucenja. Sve tri zemlje, Danska, Velika Britanija i Srbija, isticu dve dimenzije
dozivotnog ucenja od kojih se jedna odnosi na ekonomski razvoj i konkuren-
tnost, a druga podrazumeva ,humanisticko-gradanske® (Medi¢ i Popovi¢, 2007)
ciljeve. Moglo bi se pretpostaviti da orijentisanost na jedne ili na druge zavisi od
ekonomskog razvoja zemlje, odnosno da se ulaganje u li¢ni razvoj moze posma-
trati kao luksuz koji je dozvoljen tek kada se postigne odredeni socio-ekonomski
standard. Medutim, ova pretpostavka je neopravdana, jer Srbija i Danska insi-
stiraju na ekomskoj funkciji obrazovanja, $to u slucaju Srbije predstavlja ,rese-
nje klju¢nih socijalnih i ekonomskih problema® (Vlada Republike Srbije, 2006:
6), dok Danska dozivotno ucenje vidi kao instrument ,,odrzavanja svoje pozicije
kao jedne od najbogatijih zemalja na svetu (Ministarstvo obrazovanja Danske,
2007: 6). Zanimljivo je da Skotska insistira na ciljevima li¢nog razvoja i socijalne
kohezije, a jedan od mogucih razloga je i multietnicizam koji je dominantan u
Velikoj Britaniji. Ono $to se moze primetiti je da su u osnovi ovih razlika modeli
kreiranja politika. Kako je navedeno u ranijem poglavlju model Velike Britanije
predstavlja model zasnovan na potraznji (demand led model) i strategije odgova-
raju kako potrebama razli¢itih zainteresovanih strana tako i individualnim potre-
bama pojedinaca. Fokus politike je na omogudavanju pojedinaca i poslodavaca
da donesu odluku o pravcu ucenja, a drzava je usmerena na uklanjanje barijera u
participaciji i podrzavanje, kako je navedeno u strategiji, ,,strasti za u¢enjem®. U
skladu sa tim definisani su i klju¢ni stejkholderi na koje se ova strategija odnosi:
na prvom mestu su ljudi, zatim javno finansirani provajderi i centri za ucenje,
nacionalna javna tela, poslodavci, profesionalne, volonterske i organizacije lokal-
ne zajednice, sindikati i privatne trening kompanije (Ministarstvo obrazovanja
Skotske, 2003). Za razliku od Skotske, Srbija na prvo mesto stavlja drzavu, zatim
navodi poslodavce i zaposlene, privredne i stru¢ne asocijacije, udruzenja, nau¢no-
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istrazivacke i obrazovne institucije i na kraju pojedince (Vlada Republike Srbije,
2006) samo $to nismo sigurni kako i ko zastupa interese pojedinaca. Sto se tice
Danske u strategiji se navodi da su za implementaciju neophodni trojni razgovori
sto uklju¢uje drzavu i socijalne partnere, odnosno drzavu, drzavne agencije, javne
provajdere, nevladine organizacije ukljucujudi civilne organizacije, komercijalne
provajdere i potencijalne u¢enike i njihove predstavnike (Keogh, 2009). Iako se
navode sli¢ni socijalni partneri ne mozemo zanemariti da u Danskoj postoji duga
istorija ovakvog nacina kreiranja politika, dok je u Srbiji socijalno partnerstvo
slabo razvijeno, mogli bismo redi i zato $to su i interesne strane nejednako razvi-
jene. Da li zaista mozemo da tvrdimo da ¢e drzava izadi u susret obrazovnim or-
ganizacijama, a kamoli pojedincima? Pitanje je da li postoje mehanizmi koji ovo
ostvaruju? Cini nam se da je odgovor na ovo pitanje jo$ uvek ne. Interesantno je
da kada se posmatra sistem obrazovanja odraslih, odnosno bolje re¢eno ono $to
se zaista de$ava u realnosti, ¢ini se da postoji raznovrsnost u pristupima, ciljevima
i provajderima. Ipak, deluje da drzava putem razlic¢itih mehanizama teZi da regu-
lide ono $to postoji i na neki nacin drzi pod kontrolom. Ovo se moze primetiti i
u strategiji jer je veci deo odgovornosti u rukama Ministarstva prosvete. Izgleda
da modeli kreiranja politike i status prema Evropskoj uniji viSe oblikuje ciljeve
dozivotnog ucenja od same socio-ekonomske situacije u zemlji.

U svakom slu¢aju, dominantan argument za implementaciju strategija do-
zivotnog ucenja predstavlja razvoj konkurentnosti, odnosno ekonomski razvoj, a
socijalna inkluzija se u slu¢aju Danske i Srbije razreSava zaposljavanjem. Autori
Schuller i Watson (2009) isticu da doZivotno ucenje nije samo po sebi resenje
strukturalne nejednakosti i moze ¢ak da poveca polarizaciju izmedu razlicitih slo-
jeva, jer oni sa visokim obrazovanjem nastavljaju vise da participiraju u obrazova-
nju u odnosu na one sa niskim inicijalnim obrazovanjem. Povratno obrazovanje
se vidi kao mogude resenje, medutim poznato je da postoji problem sa motivaci-
jom i izrazitom tesko¢om u prevazilazenju barijera polaznika. Dilema je, a mozda
i odgovor da je potrebno objediniti tri kapitala: ljudski kapital, socijalni kapi-
tal i licni identitet (Schuller i Watson, 2009), koji predstavljaju vrednost kako
za individuu tako i za dru$tvo. Prema pomenutim autorima ljudski kapital ¢ine
vestine i kvalifikacije, socijalni se odnosi na participaciju u mrezama koje dele
sli¢ne vrednosti, a li¢ni identitet je sposobnost da se odrzi zdravo samopostovanje
i oseaj znacaja i smisla u Zivotu. Jako to nije na taj na¢in istaknuto u danskoj
nacionalnoj strategiji dozivotnog ucenja u Nordijskom think tank nalazimo da
obrazovanje odraslih mora sistemati¢no da kreira uslove u kojima ¢e ljudi mo¢i
da produbljuju samosvesnost i da ojacaju svoje samopostovanje, jer to ¢ini osno-
vu za dalji razvoj kompetencija. Cini nam se da ¢ak i ovde velike rei kao $to su
samosvesnost i samopostovanje predstavljaju samo nacin dolazenja do cilja koji je
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konkurentnost nordijskih zemalja, a mozda je to samo argument za potencijalno
ulaganje? Moglo bi se re¢i da dansko zaboravljanje na li¢ni razvoj i socijalnu in-
kluziju u strategiji proistice iz uticaja Evropske komisije na definisanje prioriteta,
gde je ipak konkurentnost na trzistu “najveca re¢“. Ne smemo zaboraviti da je
Evropska unija prvobitno ekonomska zajednica i mislimo da ne smemo nekriticki
da podrazumevamo dominaciju instrumentalne ekonomske funkcije ucenja, ve¢
je moramo staviti u kontekst i kroz razli¢ite diskurse promisljati. Svakako, i sama
Unija isti¢e znadaj linog razvoja i socijalne inkluzije. Medutim, kao $to je ved
naznaceno to je Cesto na nivou retorike, a ne implementacije. Ipak, ne odustajuci
od optimisti¢nog pogleda ¢ini nam se da postoji sve veée uvazavanje holistickog
pristupa dozivotnom udenju, koje je i ilustrovano u Delorovom izve$taju: ucenje
da se zna, ucenje da se radi, ucenje da se zivi zajedno i u¢enje da se bude, s tim $to
ucenje da se bude nije samo uslov ostvarivanja u¢enja da se bude konkurentan na
trzi$tu ve¢ predstavlja cilj sam za sebe.
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Abstract: The ways in which adults’ education and learning processes have been studied
has changed radically in the last decades. For a long time there has been an idea that learn-
ing and teaching take place formally, in fixed locations and at fixed times. This paper is
based on an intercultural comparative study. It studies the managers” subjective perspec-
tive on learning in their workplaces in Germany, Great Britain and Spain. The research
question of the study is: how does informal learning vary in diverse cultural contexts? The
paper focuses on the contexts in which the informal learning of the managers happens:
which contexts do they value as supportive? Which people, structures, time and ideals do
they value as important for their subjective informal learning? The results of the study
refute the assumption that informal learning happens chaotically and in an unstructured
way. It questions the European approach to informal learning and the way of comparing
adult learning in Europe.
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Introduction

The ways in which adults’ learning and education processes have been
studied has radically changed in the last decades. For a long time the idea has
been that learning primarily takes place formally, in fixed locations and at specific
times. The focus has been on adult learning which happened in the presence of
a teacher. Looking at more subjective oriented concepts of learning, the focus
was on more diverse adult learning offers and possibilities. Learning also happens
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outside educational settings. If we look at European Policy on informal learn-
ing, we find a discussion of what informal learning is not: it seems to be outside
institutions, without a teacher etc. It seems that research is based on a hypothesis
that informal learning ‘just happens’ if there are enough offers and possibilities.
Informal learning seems to be chaotic and unstructured. There is little discussion
about the influence of the cultural context for informal learning.

This paper is based on an intercultural comparative study (Egetenmeyer,
2008). It studies managers’ subjective perspectives on learning in their work-
places. The research question of the study is: how does informal learning differ in
diverse cultural contexts? For this question three case studies in Germany, Great
Britain and Spain were carried out. Through this, internal structures of informal
learning have been identified. They depend on the context in which informal
learning happens.

In this paper I focus on the context in which the informal learning of the
managers happens: which context do they value as supportive? Which people,
structures, time and ideals do they value as positive for their subjective informal
learning? Firstly, I focus on the discourse in adult education around informal learn-
ing. Secondly, I present the research design of the study. Then I show the differences
between the resources for informal learning in the three case studies. Finally, I iden-
tify the characteristics of informal learning in the three contexts studied.

Informal learning

Discussion on informal learning

In the German discussion, informal learning was long characterized by
what it was not, i.e. unplanned, unorganised, or subconscious. Schépfthaler
(1981) coined the term ‘residual category’ for informal learning. Dohmen (1999,
p 25) defines informal learning as * ...unplanned and non institutionalised learn-
ing in all aspects of life...” and as a ‘...natural type of human learning...>. He
formulates the main characteristics of informal learning as, “...immediate in eve-
ryday life...’, “...determined by a reason — incidental — sporadic...’, as well as °...
holistic — problem oriented...”. This understanding of informal learning limits
the awareness of informal learning. The terminology for empirical research is

% Translated by R.E., original: nicht planmifig organisiertes und nicht institutionalisiertes Lernen im Lebens-
vollzug, natiirliches Grundform menschlichen Lebens (Dohmen 1999, p 25)

* Translated by R.E., original: unmittelbar im Lebensalltag, anlassbedingt — zufillig — sporadisch, unbewusst —

beildufig, ganzheitlich — problembewusst (Dohmen 1999, p 25)
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missing. Informal learning that happens in organised or institutionalised educa-
tion is likely to be excluded from the empirical research (see also Dugid, Slade &
Schugurensky 2006; Aberton 2008).

Similar to British authors (Marsick & Watkins 2001), authors in Germany
focus on the context of informal learning. Straka (2000; 2001, p 56) has studied
‘learning in informal environmental conditions’. Through this it is possible to
talk about learning in an informal context.

This contextual understanding of informal learning is the basis of several
current studies. Studies using surveys typically ask for the context as well as the
resources people use for informal learning. The Canadian NALL-Study (Living-
stone 2000) studied informal learning by asking about learning activities in dif-
ferent learning contexts: ‘employment’, ‘community volunteer work’, ‘household
work’ and ‘other general interest’. Schiersmann (2006) has asked in her survey
for ‘work-based learning’, ‘learning in the community and in private’ and ‘learn-
ing through the media’. Kuwan/Schmidt/Tippelt (2009) studied elderly people’s
informal learning and asked about ‘reading activities’, ‘computer and internet
use’, “TV, radio and video use’, ‘family, friends and colleagues’, ‘museums’ as well
as ‘libraries and learning centres’. In most of these studies it seems that informal
learning ‘just happens’ in a chaotic and unstructured way if the context offers
enough options and possibilities.

The Adult Education Survey (European Commission 2005) included in-
formal learning. It studied informal learning by investigating the use of specific
resources for informal learning: ‘Learning from printed materials’, ‘Learning from
computers’, ‘Learning from family members, friends, colleagues’, ‘Learning from
tv/radio/video’, ‘Learning from guided tours of museums, historical/industrial
sites’, and ‘Learning in learning centres (including libraries)’.

In all of these studies there is almost no discussion on how informal learn-
ing differs in different European contexts.

Terminological Basis

The following European Union definition has been the basis for this re-
search:
Informal learning is a natural accompaniment to everyday life. Unlike for-
mal and nonformal learning, informal learning is not necessarily intentional
learning, and so may well not be recognised even by individuals themselves as
contributing to their knowledge and skills. (European Commission 2000, p 8)
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The research presented here has been designed as an interview study. Con-
sequently, the research could only focus on the informal learning experiences that
the interviewees could articulate.

For a terminological basis, positive criteria of informal learning were devel-
oped. In the study this acted as a heuristic model. Informal learning is understood
as a subjective learning activity which is influenced in a specific way by its con-
text. The companies form a specific context for informal learning. They influence
different aspects of informal learning.

company-context

~_control of Learning
“in the company

«— infqrmal -« ::sm"ces
leatning in the company

learning subjects

in the company meta-contexts

reference-contexts

learning motiv;s’/ learning ways
in the company in the company

company-context

Figure 1: Informal learning as ways of learning within a company
Source: according to Egetenmeyer (2008, p 18)

The assumption of the study is that companies operate in different contexts
which influence the informal learning that takes place. Regional and national
contexts create meta-contexts into which the company contexts integrate. There
are other reference-contexts, e.g. customers, into which the company-context is

only partly integrated.

The operationalisation of the term informal learning was focused on the

following five aspects:
* Learning subjects: which subjects and topics do people learn infor-

mally?
* Learning motives: what motivates people to learn informally? Which

situations lead to informal learning?
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*  Ways of learning: how do people learn informally? Which ways and
form of acquirement do they use?

* Resources: which media, people, structures and temporal resources do
people see as helpful for their informal learning?

* Informal learning control: how is informal learning assessed? Is there
any kind of control over the results of the informal learning processes?

Research Design

The research on informal learning in companies looked at their learning
cultures. I therefore did a review of German literature on learning cultures and
developed an analysis-instrument. The following aspects of company’s learning
cultures have been studied: (1) staff learning behaviours (subjects studied, moti-
vation for learning, learning methods, resources, informal learning control), (2)
structures and instruments provided by the company (resources, support), (3)
company’s learning philosophy, (4) perspectives about learning in the company.

To find out about the cultural differences in informal learning, an intercul-
tural comparative study was designed to study the informal learning of managers
in three companies in Germany, Great Britain and Spain (Egetenmeyer 2008). In
2005 19 semi-structured (ethno methodological) interviews were carried out in
German and English in three similar firms. The three firms build and sell drive
systems for the car, ship and train industry, industrial industry. All the firms
belonged to one affiliated group, located in Germany, but each had a lot of inde-
pendence, especially in human resources. As the machines were mainly developed
and produced in Germany, and sold in Spain and Great Britain, I included in the
German sample managers who had comparable tasks and responsibilities to the
managers in Spain and Great Britain.

The interviewees were managers and people responsible for Human Re-
source Management (in the following called Human Resource Managers). Based
on an understanding of learning which is subject specific, the firms’ learning cul-
tures were studied through the description of the subjective learning behaviours
of the managers on one side, and the strategies of the Human Resource Manag-
ers on the other. In each firm four managers and two to three Human Resource
Managers were interviewed.

In the comparative content analysis of all interviews, the differences in
informal learning between the three learning cultures were analysed. The analysis
identified both similarities in the instances of informal learning in each firm as
well as differences between the three firms. These were found in the informal
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learning subjects, the motivation for informal learning, the informal learning
methods, the resources for informal learning and the control of informal learning.

Within the limited space of this paper, the comparison will focus on the
resources which the managers used for informal learning. The study was done by
a single researcher from Germany and therefore the analysis is seen from a Ger-
man perspective. The study focuses on the managers, so it is also helpful to keep
in mind that in the analysis the focus is on a specific group of ‘informal learners’.

Resources for informal learning

In the interview, several resources were found. These were described as
potential for informal learning. Beside the organisational structure of a com-
pany, the managers perceived attitudes towards informal learning as important
resources. In the following I distinguish between personal, structural, temporal
and ideational resources.

Personal Resources

The interviewees mentioned several people who supported informal learn-
ing in their work. People who can give advice, can answer questions or can show
them new ways to learn. In the context of an enterprise, there are several people
who can act as a personal resource, e.g. supervisors, colleagues or experienced
staff.

The German managers named several people they used to support their
informal learning: supervisors act as role models or as supporters, e.g. through
feedback.

..my supervisors have shaped and influenced and promoted me most.
There I have learned most. (D5-FK, 19)*

Predecessors and more experienced colleagues acted as senior experts. Peers
were used for personal interactions. Direct reports gave feedback. The German
interviewees showed that they used various people to give different perspectives
for their informal learning. Different people acted as personal resources depend-
ing on their roles and experience. The interviewees identified differences in the
roles of their supervisor and other colleagues. Whereas supervisors were a resource
because of their position, colleagues were a resource because of their individual
experiences.

# Translated by R.E., original: ...haben mich meine Vorgesetzten am stirksten geprigt und beeinflusst und
gefordert. Und dort habe ich auch am meisten gelernt
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The British managers identified their supervisors as advisors and support-
ers. Their colleagues acted as discussion partners, senior experts or as special ex-
perts.

...if I have a problem with something and I am struggling to find a solu-
tion, I can discuss it with him (supervisor, R.E.), but at the end of it, he will
always say to me: What do you think you should do? He will not force me this
way or that way and will allow me to be in control of that. (GB3-FK, 73)

The interviewees described having an interactive role with their supervi-
sor. This means that their supervisor actively encouraged their informal learning.
They describe peers taking a similarly active role as a personal resource for infor-
mal learning.

In the Spanish company the following personal resources were identified
in the interviews: supervisors acted as promoters, colleagues as responsible people
and peers as senior experts. Typically, in the Spanish company the managers iden-
tified people whose role included acting as a support for colleagues, as personal
resources for informal learning.

But if I don’t know who is the correct person to answer my question, I have
to call the area manager, and if he cannot answer, he will look for the answer in
Germany. (ES3-PE, 116)

you have the boss of the product group and he can try to help you. (ES2-
PE, 51)

This means that people with that specific responsibility are identified as
personal resources. This indicates a responsible-oriented character for personal
resources in the Spanish company studied.

In summary, German interviewees used various colleagues in a heuristic
way as personal resources. They name different people as possibilities for support-
ing informal learning. This indicates that they then use different perspectives on
a subject. That makes it possible to have a diverse perspective on a subject and
supports a knowledge-oriented approach to informal learning. The British inter-
viewees used specific people for their informal learning activities. They mainly
describe sharing experience with supervisors or peers. In the Spanish company
they describe personal contacts with people with specific knowledge or abilities
as resources. The company structures identify people who are responsible for dif-
ferent topics. These people with responsibilities act as personal resources.

Structuml Resources

Structural resources mean the internal organisation of a company which
makes informal learning possible or which constrain informal learning. Interna-
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tional structures as well as organisational aspects, are part of structural resources:
working methods, agreements or instructions.

In the German company the following structural resources support infor-
mal learning: appraisal interviews, a broad literature offer, access to information
technology, networks, organisational aspects and company growth.

The structural resources found in the German company interviews are
distinguished by their enabling characteristics. This means that the interviewees
described resource possibilities for informal learning.

Literature resources are provided, ... library resp. organized distribution
of magazines ... is a library for us. There are resources available ... which are
available individually, if you subscribe to the distribution, if you are interested
in. (D3-PE, 55)°

Access to the intranet which is here designed in direction of a knowledge
database. ... you get of course information through the intranet. (D3-PE, 53)°

The structural resources were described by the interviewees as having a
heuristic character. The description was more focused on the potential of the
resources, how they were used depended on the individual learner.

In the British company the following structural resources could be identi-
fied: appraisal interviews, specific publications, in-house experts, regular team
meetings as well as cooperation with German colleagues.

For example the lady we just employed, I need her to understand the man-
ufacturing side of business quickly. So I said to her: in one or two months, I want
you to go and spend two days with the production people so you learn what they
do. (GB2-PE, 87)

A function-orientation could be identified in the structural resources of
the British company. This means that each structural resource has a specific func-
tion. Structural resources get by this their value through the specific function..

In the interviews with the Spanish managers, the following structural re-
sources were identified: intranet, the organisation of the company, responsible
people, membership of an international concern, regular team meetings as well
as the coffee machine as a central meeting point. The structural resources in the
Spanish company have an orientation-character. They are characterized by spe-
cific responsibilities and an organisational framework which provides guidance.

> Translated by R.E., original: Da werden also Literatur-Ressourcen zur Verfiigung gestell, ... Fachbiicherei
bzw. Umliufe von Zeitschriften, ... die dann durch Umldufe gehen und damit dem Einzelnen zur Verfiigung
stehen und man kann sich auf den Verteiler setzen, wenn einen das interessiert.

¢ Translated by R.E., original: Zugang zu Intranet, was ja hier ein Stiickchen Richtung Wissensdatenbank ...
aufgebaut ist. ...wo ... man dann natiirlich auch die Information bekommt im Intranet.
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You have here ... a General Manager. You have a Rep [Responsible Person,
R. E.] for administration and controlling. The Rep knows the customers, knows
the relation. He can also teach these persons a lot about customers etc, etc. (ES2-
PE, 64)

The structure helps the individual find support for their informal learning
as it is clear who is responsible for each single question. Further characteristics
of structural resources are personal relationships and a good environment for
personal interaction.

Here in Spain, it’s very usual to have only one coffee machine for all the
different departments. (...) Usually the people of the tie (white collars, R.E.)
don’t have contact with the people of the workshop (blue collars, R.E.). (...) all
the people must go to the workshop. And have contact with the people of the
workshop. (ES2-PE, 122-124)

In summary, the German managers interviewed use structural resources to
get several perspectives on a topic. They identified a possibility for informal learn-
ing as learning from colleagues who had different work experiences. Furthermore,
they also described having open access to publications as a support for informal
learning. In contrast, the British managers saw explicitly selected publications
or a specific knowledge exchange as supportive, which points to a goal-oriented
approach. The Spanish managers referred to the organisational structure through
which they could contact people with similar tasks. A specific form of guidance is
available in the Spanish company. This guidance can help employees to integrate
themselves into the company. Furthermore the structure gives them a specific
possibility for informal learning.

Temporal Resources

Informal learning is often integrated in working tasks. Nevertheless, learn-
ing also needs time of its own. Under temporal resources, we include all of the
conditions which the company or individuals create to enable them to have time
for informal learning,.

In the interviews with the German managers we can identify temporal
resources such as, working time on trust, an induction and the availability of
temporal independence.

We need engineers or we need employees, who also, perhaps an over exag-
geration, go over the next horizon and pick out an idea from the next flower. Yes,
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this is possible at [name of the company]. This is possible. Because everybody has
the time and freedom. (D6-FK, 93)7

This indicates that the interviewees used the independence in their day to
day work as a temporal resource for informal learning. This indicates the enabling
character of the learning processes and personal responsibility for learning activi-
ties.

In the British company time for exchange of knowledge as well as the pos-
sibility to set one’s own priorities could be identified as a temporal resource.

We would generally do it through our own facilities of internal training:
who can show you how to do that? Go and spend half a day with them. (GB2-
PE, 87)

In the interviews indications could be found which showed that temporal
resources were created for a specific purpose. This shows goal-orientation as a
characteristic of temporal resources.

In the interviews with the Spanish managers, references which point di-
rectly to the use of temporal resources for informal learning were not found. Sev-
eral references which point indirectly to temporal resources were times provided
for training or workshops. In addition, the coffee machine that was mentioned
also supports informal exchange among colleagues in the company. The open
culture of discussion described in the Spanish company is an example of temporal
resources. Managers can take time to explain issues or answer questions. Through
this, structural and ideational resources in the Spanish company provide tempo-
ral resources for informal learning.

In summary, in the German company we can identify independence as
a temporal resource. This allows for individual methods of learning. In the in-
terviews in the British company, we observed a goal-orientation. In the Spanish
company the aspect of belonging to the organisation plays an important role.

Ideational Resources

Ideational resources are attitudes in the companies concerning the pro-
fessional and personal continuing development of the employees. Ideational re-
sources can be understood as values or cultural aspects in the companies which
support informal learning.

7 Translated by R.E., original: Wir brauchen Ingenieure oder wir brauchen Mitarbeiter, die auch mal, jetzt
krass, iiber eine Wiese gehen und aus der nichsten Blume eine Idee zichen. Ja, und das geht beim N.N.. Das
geht. Weil die Zeit und den Freiraum hat jeder.
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In the German company, the following ideational resources could be iden-
tified: a willingness to delegate broad responsibilities, patience, acceptance that
mistakes happen, and collegiality.

The interviews indicated that ideational resources created a positive envi-
ronment for informal learning. The interviewees describe resources which make
emotional informal learning possible.

...allows you to solve unconventional tasks and to establish independence,
if one just has the courage and the readiness to take on responsibility (D2-PE,
19)¢

There is a lot of patience. ... I still can say: I have not been here long, please
explain it to me, what do you think. Or: What do I have to do? (D6-FK, 33)°

That I allow mistakes, that people can skate on thin ice ... (D5-FK, 81)"

In the British company broad responsibility, filling jobs internally and col-
legiality can be identified as ideational resources for informal learning. The idea-
tional resources described are goal-orientated. The first two ideational resources
are ways of motivating informal learning.

You obviously have a track record that you can achieve, providing you
show a desire and a willingness to move forward. But that door is always available.
I think certainly for me personally, if anybody really, if they have the drive and
commitment to take opportunities and learn new experiences, then [name of the
company] will give you that opportunity, absolutely. (GB3-FK, 65)

The collegiate attitude could be an indication of a common responsibil-
ity for the success of the company. Beside this, managers refer to the fact that it
depends on the employees’ willingness to take part in informal learning activities.

In the interviews with the Spanish managers, the following ideational re-
sources could be identified: trust, which they got by having new responsibilities,
a culture of open discussion, as well as a supportive attitude towards the learning
interests of the staff.

For example, he gives me a new responsibility, the responsibility to control
the marketing in Mauritania. If he gives me this responsibility, this means that

he trusts me, and with this I will be able to improve my commercial capability.
(ES3-FK, 102)

8 Translated by R.E., original: ...unkonventionelle Aufgaben 16sen darf und einen sehr grofen Freiheitsspielraum
sich erarbeiten kann, wenn man eben einfach, den Mut und die Verantwortungsbereitschaft dazu mitbringt.

? Translated by R.E., original: Also da herrscht hier eine sehr grofle Geduld. Ich habe also lange Zeit und das
kann ich zum Teil immer noch machen, sagen: Ich bin noch nicht so lange dabei, erklirt mir, was ihr meint.
Oder: Was muss ich tun?

!*Translated by R.E., original: Dass ich Fehler zulasse, dass die Leute sich auch mal auf diinnes Eis begeben
kénnen ...
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The ideational resources in the Spanish company are about providing for
learning possibilities. It is up to the staff to use them. Beside this, friendly rela-
tionships with colleagues were described as important.

In summary, in the German interviews the importance of having inde-
pendence for individual learning could be found. Internal promotion in the Brit-
ish firm indicates that people are supported to reach an internal goal. In the
Spanish company the culture of open discussion is important and being able to
solve problems by contacting colleagues.

Comparison of Resources for Informal Learning

In comparing the resources for informal learning in the three companies,
we identified differences concerning character, function and context.

German Company

British Company

Spanish Company

Character heuristic function-oriented responsibility-oriented
. enablin supporting a specific - .
Function ; & . pp gasp giving guidance
informal learning target
Context independence company targets collegial relationship

Figure 2: Comparison of resources in informal learning
Source: author’s own (according to Egetenmeyer 2008)

While the resources identified in the German company indicate a heuristic
approach to informal learning, the resources identified in the British company
indicate a function-oriented approach. The resources identified in the Spanish
company are characterized by specific responsibilities which support informal
learning.

We can see these differences if we take a closer look at the personal re-
sources. The German interviewees name various people, each of whom they use
in different ways to support informal learning. This shows that people are avail-
able and enable informal learning. Further, independence as a context condition
is seen as a supportive factor by the managers. It puts the choice of resources into
the hands of the learners.
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The idea of a function-orientated approach to informal learning taken by
the British managers is supported by the choice of supervisors and colleagues as
personal resources. The primary characteristic of these resources is that they con-
tribute to the company’s success. Transparent targets are necessary if a function-
oriented approach to resources is taken. These were seen in the British company
studied.

In the Spanish company people with a specific responsibility are used for
informal learning. Their function is to give guidance to colleagues. A characteris-
tic of the way personal resources are used is a collegial relationship which makes
the resources easier to access..

Conclusion

How can these results be interpreted? There is of course no doubt that
there are strong organisational influences on the informal learning of manag-
ers. Surely differences between informal learning can be found, if three different
companies in one country are studied. The study focuses only on the informal
learning of managers in these companies. It does not intend to present the whole
learning culture of the three companies.

The results show that informal learning depends on concrete resources in
a personal, structural, temporal and ideational manner. Informal learning does
not just happen. It depends on the resources which are available. Furthermore,
the study shows that managers in different companies value different resources,
although overall similar resources are available in the three companies. In the
companies, a similar approach to how and which resources are used could be
identified.

The different approaches to informal learning in the three companies stud-
ied indicates a similarity between the three approaches to learning and the educa-
tional traditions of each national context. In the informal learning of the German
managers, references to German educational philosophy could be found. The
heuristic character of the learning resources, which enable learning, demonstrate
an understanding of open learning shaped by a subjective oriented educational
philosophy of an all-round educated human being. Independence seems to be an
important context for the German managers.

Everyone should have access to education at any time and in any place. By
this, the German interviewees indicate the importance of enabling learning and
having freedom in their learning processes. Furthermore, understanding plays
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an important role. This reflects the ideas of the German educational philosophy
according to Humboldt.

You can also find the presence of British characteristics: goal-orientation,
systematic and functional methods of informal learning. This understanding in-
dicates an educational system directed towards goals and examinations. This re-
flects the British education system with its orientation towards goals and bench-
marking and where a good examination result can be seen as the goal itself.

Reflections of the Spanish education system can also be seen in the Span-
ish characteristics: adult education in Spain developed from creating educational
access for workers and migrants. The focus was on integration. You can also find
this integration approach in the Spanish interviews in the study.

The study refutes the assumption that informal learning is unstructured.
It provides instead indications that informal learning follows hidden rules which
differ according to the context. An inherent structure of informal learning which
is influenced by its cultural context could be seen. Although there are similar
resources for informal learning available in the three companies, the managers
identified different ways of using the resources. These results show hidden rules
in informal learning. It shows that there are differences in informal learning in
companies in different European countries and it also shows that approaches to
informal learning are close to the educational philosophies of the countries. The
results, therefore, give us a reason to ask, is it really the same, if we talk about
informal learning in different contexts. What consequences would it have at an
international level, if we talk about strategies and targets which affect informal
learning, e.g. recognition or accreditation of informal learning? What would
these results mean for a fair formulation of European benchmarks or surveys
which focus on informal learning?
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Razlike koje se javljaju u kulturnim
kontekstima: informalno uéenje u tri
evropske kompanije

Apstrakt: Nadini na koje se istrazivalo obrazovanje i procesi u¢enja radikalno su se pro-
menili u poslednjih deset godina. Dugo vremena je postojala ideja da se u¢enje i poduca-
vanje odvija iskljucivo formalno, na odredenim lokacijama i u odredenom vremenu. Ovaj
rad predstavlja komparativnu interkulturalnu studiju i istrazuje subjektivnu perspektivu
ucenja menadzera na njihovom radnom mestu u Nemackoj, Velikoj Britaniji i Spaniji.
Istrazivacko pitanje studije je kako informalno ucenje varira u razlicitim kulturnim kon-
tekstima. U ovom radu, kontekst u kome se desava informalno udenje menadzera je sle-
dedi: koji kontekst oni procenjuju kao podrsku? Koje osobe, strukture, vremenske okvire
i ideale oni procenjuju kao pozitivne za njihovo subjektivno informalno uc¢enje? Rezultati
ove studije pobijaju pretpostavku da se informalno ucenje odigrava na haotican i nestruk-
turiran nadin. Ona preispituje evropski na¢in odnosa prema informalnom ucenju i nadine
uporedivanja uéenja odraslih u Evropi.

Kljuéne reéi: informalno udenje, komparativno obrazovanje odraslih, u¢enje na radnom
mestu, interkulturalno obrazovanje odraslih.
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Abstract: In order to successfully promote and sustain the magnitude of leadership in
educational organisations and to appreciate the complexity of this role within the organi-
sational structures and its diverse models, the theoretical concepts of this phenomenon
must be fully understood by people who are delegated with this responsibility. However,
given the changing pluralistic disposition of society in which educational institution op-
erates, call for a more radical thinking behind the art of leadership, leadership roles and
how they are implemented and managed in the organisations. This paper concentrates
on the importance and the intricacy of leadership roles within an educational organisa-
tion. It examines the application leadership hypothesis from a theoretical and practical
view point and discusses through a case study the effect of distinctive styles of leadership
performance, strength, weakness and the impact it has on staff development, self esteem
and mental health and wellbeing. The paper concludes with key successful thoughts of an
expert leadership roles within an educational setting.

Key words: leadership, globalisation, transformation, learning environment.

Introduction

Educational Leadership refers to the leadership that provides direction and
expert or development of learning, teaching curriculum, emphasises relevant
to education in Management diagnosis problems and encourage professional
development and teaching improvement. (Bush and Bell, 2002)

Many academics have written extensively on the theme of leadership and
its theoretical and realistic role in educational organisation. The above quota-
tion serves to remind educators that leadership is about identifying and provid-
ing guidance in academic development, conducting establishment portfolio of
educational services and to implement strategies to improve organisation perfor-

! Dr Nevel Vassel is a senior lecturer at Birmingham City University, United Kingdom He has 25 years of
lecturing experience in Further and Higher Education institutions.
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mance in the educational environment. Robertson (2009) expound that educa-
tional leaders are leaders who no matter what level in the institution, focus on
improving learning opportunities as their main function and work to develop
their own educational leadership capacity and that of their institution. In addi-
tion, Dimmock and Walker (2005) see education leadership as a ‘socially bound
process’. These processes are integrated within fluid factors such as culture, poli-
tics, moral, values, ethics and religious or spiritual issues in humanity. The edu-
cational leader should fully comprehend these variables and the impact they have
on the organisational ability to perform and apply them to improve organisation
efficiency and to be an effective educational provider. These changeable themes
are permeated throughout the complete organisational structure, from a strategic,
functional, operational or unit’s perspective.

Within these structures and diversified roles, Tomlinson (2004) noted that
leadership is about inspiring and winning commitment. Also leadership is more
about personal authenticity and at times recognising personal fundamental flaws
which limit leadership capacity. Furthermore, Davies and West-Burnham (2003)
elucidate that leadership is spiritually purposeful and must be value driven in
order to accomplish purposeful learning amongst participants. The authors sug-
gested that the process of leadership must provide and provoke us in to new
actions to challenge old assumptions about who can learn, how and why. Such
provocation is initiated through inquiry, reflection, dialogue and focus on results.
More to the point Bennett (1994) voiced that leadership is a ‘sophisticated con-
cept with as many definitions as people who have attempted to define it as for
example, a focus of group process, personality and its effect, the art of inducing
compliance and exercise in influence, act of behaviour, a form of persuasion,
power relationship, an instrument of goal achievement and a way of defining an
individual role’. On one hand, the above arguments from the writers, bequeath
an unambiguous indication on the authentic nature and complexity of leader-
ship roles in educational organisation. While on the other hand, such byzantine
leadership roles within the educational institution embraces various organisation
activities personified in a social structural sphere of power, authority and moral-
ity, styles of management, bureaucratic or democratic structures, sensitivity, or-
ganisation vision, missions, objectives, products or curriculum, staff and student
population, cultural, socio- behavioural demeanour and accomplishments.

External environment factors such as globalisation, pluralistic society, tech-
nology in teaching and learning has had a significant effect on how the leaders
execute their leadership role within the establishment, achieve organisation goals
and to remain competitive in the educational market environment in which they
operate. An educational leader consequently needs to have the skills, knowledge,
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attitude, habits and competency to absolutely manage, direct, motivate and influ-
ences those individuals and teams who are delegated with various tasks and respon-
sibilities in an educational setting. From this perspective, effective leadership means
being aware of the internal organisation factors that can have an impact on students
and staff performances and how to use plan tactics to overcome issues in the teach-
ing and learning environment. As noted in the diagram (F1) below, internal pres-
sures can have a significant consequence on the performance of the leaders who are
not up to date on the contributory agents that can affect productivity, performance
and moral of staff and students in the teaching and learning milieu.

Organisation
culture

Marketing &
Recruitimet

Globalisation

Partnership
and Project
Leading

Student
attrition

Current
government
policies

Collaboration

Worlk load
management

Awarding
bodies

Diagram F1: Examples of internal organisation factors and their effects
leadership in education

For example, leaders are accountable and responsible for creating the af-
firmative organisational culture. Observation from Kefela (2010) defined or-
ganisational culture as basically a system of shared beliefs that members of the
organisation have, which determines how members in an organisation act when
confronted with decision-making responsibilities. Additionally, Jarvis (2005)
clarifies culture in organisational terms as broadly the social/behavioural manifes-
tation and experiencing of a whole range of issues such as:

a. the way work is organised and experienced

b. how authority is exercised and distributed
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c.  how people are and feel rewarded, organised and controlled

d. the values and work orientation of staff

e. the degree of formalisation, standardisation and control through sys-
tems there are/should be
the value placed on planning, analysis, logic, fairness etc

g. how much initiative, risk-taking, scope for individuality and expres-
sion is given

h.  rules and expectations about such things as informality in interper-
sonal relations, dress, personal eccentricity etc

i.  differential status

j.  emphasis given to rules, procedures, specifications of performance
and results, team or individual working (Jarvis, C, 2005)

Hence, leaders creating an organisational culture need to have a transpar-
ent view of what they want to achieve and the strategies they will implement
to accomplish educational goals. Anderson (2010) explains that leaders make
a diminutive quantity of key decisions about the organisational structure and
it staff, and by persistently and precisely informing their approach to everyday
business activities with the view that all staff are capable of excellent performance
when properly motivated. From this notion being a leader is how one sees their
teams as a combined unit or as individuals with a diversity of skills. Such leader-
ship calls for the development of transparent communication strategies, valuing
each member of the organisation equally, provide opportunity where staff can
engage in development programmes to improve their teaching competences, de-
cision making, evaluating and monitoring skills of student achievements on an
educational programme and projects. These expectations and operations must
be clearly communicated by the leader in the vision and mission statements of
the department or the organisational structure. Factors such as curriculum devel-
opment, student attrition, collaboration and partnership activities, examination
and awarding bodies and their effect on leadership in an education institution
for profitability and productivity, should be clearly understood by the teaching
and administration workforce. The leader is the key individual who has the task
to inform the workforce of the economic importance of these factors within the
institutions.

During the process of leading educational strategies for organisational
performance, diversification and market positioning in curricula activities, some
leaders may experience individual conflicts. Davies and West-Burnham (2003)
documented that conflict is an inevitable part of life and can be a basis for change
and growth which can be draining and painful. Nevertheless, the leader should
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encourage participation, recognise staff efforts, be adaptable and flexible, dem-
onstrate assertiveness, confident and verbally fluent, ambitious, driven and com-
mitted when leading organisational responsibilities. Still, Bush and Bell (2002)
maintains that the leader should apply the domains of leadership which include
affective behaviour, cognition and performance. Expanding on these three fac-
tors, the authors theorise that affective performance relates to personal commit-
ment, attraction or charisma at the individual level, team spirit, social attitudinal
norms and social intimacy at group level and institutional level. Behavioural per-
formance also covers leadership behaviours including; consideration, initiating
structures or management skills practice, for example, planning and supervision
while cognitive performance involves looking at understanding ambiguity, build-
ing values and beliefs about education and management.

Leadership is not about making clever decisions as noted by Fullan (2007)
cited in Miintzberg (2004). It is about energising other people to make good
decisions and do the better things. In other words it is about helping people to
release positive energy that is naturally within people. Moreover, Fullan (2007)
asserts that effective leadership enthuses more that it empowers. It connects more
than it controls and demonstrates more than it decides. It does all this by engag-
ing itself above all and consequently others. Leadership in this sense means build-
ing shared vision for effective leadership styles. Since the educational organisation
is a multi-complex operating environment, leadership roles and styles may vary.
At this moment, Jameson and McNay (2007) reminded us that they are over
forty eight theories of leadership in an organisation of which some are noted in

the table (F2) below.
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Table F2: Styles of Leadership in organisation Adopted from
(Jameson and McNay (2007)

Authentic Leadership
Authoritarian Leadership
Autocratic Leadership
Behavioural Leadership
Charismatic Leadership
Coercive Leadership
Cognitive — resource theory
Collective Leadership
Community Leadership
Consciousness Leadership
Contingency Leadership
Creative Leadership
Democratic Leadership
Distributed Leadership
Creative Leadership
Vroon —Jago yetton Model

Fiedler’s L PC Theor°y Leadership

Four frame work model
Great man theory Leadership
Group Leadership

Heroic Leadership
Institutional Leadership
Intellectual Leadership
Invisible Leadership
Leader member Leadership
Living Leadership
Managerial Leadership
Moral Leadership
Organisation Leadership
Participative Leadership
Trait Leadership

Visionary leadership

Path goal theory Leadership
Pedagogical Leadership
Person- Centred Leadership
Post heroic Leadership
Synergistic Leadership

Self- managed leadership
Servant Leadership

Shared Leadership
Situational Leadership
Spiritual Leadership
Strategic Leadership
Systematic Leadership
Theory X Theory Y Model
Toxic Leadership
Transactional Leadership

Transformational Leadership

It is well worth mentioning that Leaders in education do not depend on a
single style of leadership to be successful or to be an effective leader of people. For
this reason, Anderson (2010) remarked that leadership is an art that demands in-
tensive understanding, development and practice across a wide range of essential-
ly interpersonal activities. It is also about applying the different leadership styles
paradigms which may include values, moral and ethics to support an academic
activity or to solve an organisational problem. Importantly, Adair (1973) further
noted that a leader needs to balance the needs of the task, the team and the indi-
vidual and demonstrate appropriate behaviour and function in line with the need
of the situation to be addressed. Moreover, Jemeson and McNay (2007) expli-
cates that the leader should communicate clearly and be coherent in influencing
others, capable of being people centred and an emotional intelligent leader. Also
Busher (2006) cited Holiday (2005) adds that the leaders need to understand
colleagues, personal and work related needs and help them to understand the par-
ticular culture of their school. A key aspect to this is being emotionally intelligent
which West-Burnham (2009) cited Goleman (2006) defined as the authentic
range of intuitive behaviour derived from sophisticated self awareness and un-
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derstanding of others which facilitate effective social engagement. For instance,
specific emotional intelligent behaviour would include empathy, motivation, ef-
fective communication, emotional self management and authentic engagement
with others. An alternative model of emotional intelligences noted by Goleman
(1998) pertinent to the role of a leader includes self awareness, self resolution,
motivation, empathy and social skills. In addition, an up to date model of emo-
tional intelligence illustrated by Goleman (2006) showed that the leaders should
demonstrate primal empathy, atonement, empathic accuracy, social cognition,
synchrony, self presentation, influence and concern. Likewise Stein and Books
(2000) emotional intelligence model suggested factors for example intrapersonal,
interpersonal, adaptability, stress management and general mood are an impor-
tant attribute of an emotional intelligent leader. The case study below gives a
scenario on a leadership behaviour and performance which has consequence for
effective leadership qualities within a team.

AJ is an attractive 25 year old woman who has recently joined Beck
Education institute as a senior lecturer Health Promotion Studies. Recently
her Manager, Mr W who is a senior authority in the organisation feels that
AJ needs to prove her capability before she can be considered as course leader.
At staff meetings, Mr W would ignore AJ's contributions in discussion. Tasks
would be delegated to her without consultation and providing adequate infor-
mation for assignment completion. In addition, Mr W's justification for allo-
cating Amy the weekend curriculum supervisors role was based on the fact that
she was single with no real family commitment and the institution needs to
develop week end curricular provision for the community. AJ is uncomfortable
with her working environment and expressed she feels stressed, de-motivated
and to went to seek advice from the personnel department.

(Case 1 Study Vassel, 2009)

The above situation highlighted issues for concern regarding the leadership
style in an educational institution. There are serious concerns about the leader-
ship practices and unprofessional conduct of Mr W. For example, concerns are
centred on poor communication, delegating, supporting, guidance and coun-
selling, provision of information and resources, negotiation and opportunities
for training and development. Also there are worries about gender stereotype,
autocratic control, and bullying. These behavioural qualities can have significant
impact on AJ’s self esteem, self confidence, mental health and wellbeing and at-
titude toward her role in the organisation and the task to be carried out.

The scenario presented appeal for more than one leadership style to be
applied. At least three leadership types may be learnt and put into operation
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according Williams (2002) cited Cole (1996) Adoption of suitable leadership
styles are important to ensure that staff are motivated, remain enthusiastic and
committed to task completion and educational business. Based on the above case
study, there is clear evidence that Mr W’s leadership style is one of an autocratic
or directive nature which concentrates on high task and low relationship focus
and the achievement of targets whatever the impact on the person undertaking
the work (Hersey and Blanchard, 1977). Likewise, Anderson (2010) put in plain
words that this person came to believe leadership confers experience across all
disciplines and whose raison d’étre is action to be seen in the driving seat and to
be seen making decisions. Such a leadership is established on ego and will power,
and while it can be extensively effective at the individual decision level, will be-
come increasingly distant from the detailed knowledge required to confront a
multiplicity of issues.

Furthermore, this style of leading has little scope for contribution, hence
the leader in this capacity is the one who plans, organises, directs and allocates
resources with the major objective to control and be efficient. Consequently Ben-
nett etal (1994) articulates that the above style of leadership creates opportuni-
ties for isolationism and constraint in lack of role definition. Moreover, Jemeson
and MacNay (2007) opines that direct or authoritarian styles of leading do not
seek to capitalise on skills of the work force, nor does it seek to engage with all
employees in the organisation and encourage contribution. It is mainly concern
with existing duties, function, and tasks to be done as outlined in the strategic
and operational plans.

An effective leadership style in the above case study, should involve for
example the application of leadership styles such as, transformational, facilita-
tive, democratic or coaching technique to support AJ and the task she has been
delegated. For example, in applying the technique of transformational leadership,
Bennett (1994) argues that perspective enables a leader to find ways to develop
and supervise autonomous individuals rather than depend on exercise cohesion
or hierarchical power in the more tradition way. This approach creates an op-
portunity for revitalising an organisation, defining the need for change, creating
new vision and mobilising commitment to the vision. Moreover, Law and Glov-
er (2000) cited Mitchell and Tucker (1992) commented that transformational
leadership attempts to satisfy immediate needs, assess motives, and satisfy higher
needs through engaging the person with the follower. The latter authors noted
that when leaders are engaged in this style they become concerned about gaining
overall cooperation and energetic participation and this approach tends to change
the feelings, attitude and believes of followers.
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Furthermore, it can be debated that transformation leadership cultivates
a sense of purpose and meaning to get individuals involved in academic pro-
jects for the economic benefit of the institution. It also promotes intellectual
debates, shared values and vision for the team and the organisation. In addition,
Woods (2005) cited Gronn (1998) affirms that transformational leadership has
been most influential in education and seen as comprising four elements which
includes, (a) inspirational influences, consisting of motivating subordinates
through charisma, (b) individualised consideration (treating subordinates accord-
ing to their individual needs), (c) intellectual stimulation (exercising influence
on thinking and imagination of subordinates) and (d) idealised influence (bring-
ing about subordinates identification with the leaders vision). Moving onto the
facilitative leadership technique and applying this approach in the scenario, Mr
W, should work in partnership with AJ ensuring that she understands the nature
of the task that has been allocated to her and to be more democratic during the
delegation process. Facilitative leadership styles can be used to empower AJ with
collective ideas thereby providing scope for building a leader and subordinate
working relationship. Anderson (2010) points out that it also advocates fairness
in decision making, respect, approachability, innovation, personal development
and direction as they work together to achieve organisational goals.

Additionally Kydd, etal (2003) assert that it is important to involve peo-
ple in decision making and as Ambler (2006) put it, (a) facilitative leadership is
about making, connecting and helping others make meaning, (b) provide direc-
tion without totally taking the reins, (c) balance managing content and process,
(d) invite disclosure and feedback to help surface unacknowledged or invisible
belief, thoughts and patterns, (e) focus on building the capacity of individuals
and groups to accomplish more on their own, now and in the future and (f) oper-
ate from a position of restrain. It is very important to note that the facilitator role
is to match the suitability of the task that has been delegated and ensure that the
right person is capable of completing the task and provide staff development and
training, support or resources to complete the task.

In terms of the democratic leadership approach, the aim of the leader is to
collate concern, views or opinions on the most effective way of managing a prob-
lem. This particular style is very useful when there are no transparent strategies
to manage a problem or the course of action is unclear. Wood (2005) cited Grace
(1995) voiced that democratic leadership styles enable leaders to cope better with
‘complexity and work intensification’. Also this style of leading people increases
engagement and self esteem (Cheung and Cheng, 2002), and a willingness to
engage, commit, and give their potential to the organization (Gratton, 2004).
Besides Woods (2005) believed that the democratic leadership method creates
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freedom of expression and exploration through decisional and ethical rationalities
in combination with discursive and therapeutic rationalities, encouraging crea-
tive space embraced as necessary for human creativity.

In concluding this article, internal and external environmental factors such
as worldwide and government policies, community pressures, political, social, en-
vironmental, technological, legal issues and funding guidelines of the educational
organisation can have an enormous impact on the role and definition of leader-
ship. From this viewpoint, leadership roles cannot be directly confined to the in-
ternal business of the educational organisation but to focus directly or indirectly
on the external surrounding of the education establishment. Furthermore an ef-
fective leader should be one who is capable of maintaining a multi-professional
and multifunctional status whereby they are skilled in the art of leadership while
simultaneously supporting colleagues through the application of different para-
digms of leadership to get the best performance from staff and students. More
so, leadership roles call for expertise in collaborative and partnership activities
with the institution, communities, being flexible, innovative and analytical and a
good inter-cultural and intra-cultural communicator of information that can be
used to formulate strategies for teaching, learning and competence building. The
leader should be able to transform individual roles within their own operational
sphere, providing chances for training and development focussing on subject
pedagogy in direct dialogue with potential students, investors and partners. Dur-
ing this process the leader creates opportunities for developing, mentoring and
coaching programmes to improve teaching and learning in the establishment to
meet a diverse and multicultural workforce.

Leadership means working differently to circumstances or challenges that
the institution encounter while attempting to meet the demands of their target
market population. It also means removing the barriers of department territorial
rights, autocratic leadership practices to a more democratic practice and sharing
a vision for good organisational leadership because it provides a focus for co-
operation, accountability and responsibility amongst employers, employees and
students for learning and development. Given the complexity of leadership in
an education organisation, it is vital that leaders stay focused on the business of
leading and guiding people, demonstrate principles and values when dealing with
organisational issues and use collaborative strategies when disseminating infor-
mation, building relationships and negotiating and addressing conflicts with the
team. The above suggestions can help with addressing poor leadership qualities
such as intolerance, selfishness, self-centeredness, manipulation and untrustwor-
thiness amongst colleagues. The educational leaders overall aim is to continue
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to look at innovative ways in facilitating the learning process in the institution’s
population and lead by example in an ever changing educational context.
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Abstract: In most European countries career guidance is in the foreground (especially for
the young); educational guidance and counselling to help adults in their education pro-
cess is often perceived as a ‘superstandard’ activity and should as such be paid either by the
adults themselves or their employers who will benefit from this education. We have ascer-
tained that the offered possibilities for obtaining information or guidance do not ensure
equal access to the various target groups. The overview of the counselling and guidance
activities in adult education shows that this activity is predominantly oriented into in-
forming and career guidance and that it functions hand in hand with the workforce mar-
ket. Even though counselling and guidance activities in adult education are relatively well
developed in Slovenia this still remains a marginalised area of (adult) education within
the educational policy, for it remains systemically and financially unregulated. Numerous
European countries (including Slovenia) have noticed a discrepancy between the political
starting points as stated in various documents and the actual condition.
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Introduction

Within education and learning processes adults have different goals and
decide to start these processes in all life periods, which means that there should
be a diverse offer of various possibilities of guidance and counselling that would
suit them all. In politics - in which institutions (such as for instance OECD,
European Community and others) play an important role - the main attention is
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focused on career guidance. Do we also need ‘independent’ counselling and guid-
ance for adults who need help in their education and learning process, accessible
within their local environment, on a ‘neutral’ terrain (outside of the Job Centre,
school and similar) to operate independently from the career guidance centres?
For comparative reasons we will show how counselling and guidance is developed
in certain European countries (Slovenia, England and Northern Ireland).

The importance of guidance and counselling at ensuring adult education
and learning

Adult education can take place in institutions for adult and youth educa-
tion as well as in many other locations and institutions that are not specifically
oriented towards education, such as work places, voluntary organisations, librar-
ies, associations, hospitals, various homes and elsewhere. This diversity derives
from the various needs adults have in different periods of their lives and is based
on their interests, linked to their everyday life and work, and derived from the
need to solve problems and the way the individual functions within the com-
munity. In accordance to this adult education objectives also do not have a single
meaning, but can be divided into at least four blocks.

1. Adult education should reduce the gap in the educational possibilities
and obtained knowledge between the various generations and social
groups. This can be helped by better access to guidance, prior to the
inclusion into the educational process as well as during the process
itself.

2. Adult education should increase the possibilities for active participa-
tion in the development of the society. This goal is becoming increa-
singly important as the power of the civil society is diminishing. In-
formal adult education, especially community and intergenerational
education as well as any other education that is not linked to work
and employment play an important role in its afhirmation.

3. Adult education and training for work or a profession has currently
found a new way in which it managed to become a key political factor
in the development of the workforce and the economic movements in
society. This process has importantly contributed to the fact that adult
education has gained a significantly more recognisable role and posi-
tion in the social, educational and economic policies (Illeris 2004).
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4. Adult education should also fulfil the individual’s need for knowledge
that can result from a lack of primary education or from personal
interests and curiosity.

Currently adult education is a highly favoured area in politics, which is
reflected by the emphasising of its importance throughout various documents,
strategies and political actions; of course the reality is different, for in most Euro-
pean countries adult education is facing the same problems, i.e. insufficient fund-
ing, abolishing support for research institutions and being forced to behave as a
part of the market economy. With this the most important part within the field,
i.e. informal and community education and empowering individuals and groups,
is losing on importance. In European politics — in relation to the development
of guidance activities — reducing the social exclusion of inhabitants is becoming
an increasingly important goal; in this sense we can define social exclusion as the
‘process of becoming detached from the organisations and communities of which
the society is composed and from the rights and obligations that they embody’
(Watts 2001, pg. 158). The concept is multi-dimensional; in its basis it deals
with issues as to how could social integration, solidarity and social cohesion in
developed industrial societies be influenced through education. These are issues
that occupy the experts today and act as a counterweight to the influence of the
neoliberal ideologies on the adult education objectives due to which the advisory
activities are also becoming important for education, i.e. an important part of
ensuring that the individual gets included into society.

The conflict between the utilitarism advocated by neoliberalism and the
ethics of social justice that was already traditionally present in the welfare state is
reflected also in the development of guidance and counselling for adults, which
favour the development of career and vocational guidance. Today educational
activities are predominantly a tool used by the state in order to achieve more effi-
cient employment, global competition and ‘flexibility’ (Illeris 2004; Olsen 2006).
On the level of the needs of the individual an advantage is held by those who
understand education as a possibility for their personal promotion and develop-
ment. The contemporary states should be just to as many people as possible, i.e.
the society as a whole, and not focus on the effects of any single group of indi-

viduals within the society (Olsen, Codd, O’Neill 2004, pg. 270)*.

2 This view can also be noticed in the development of the guidance activities in which priority is given to youth
who are facing social exclusion.
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Why do we need a varied offer of guidance and counselling in adult

education?

As an important part in adult education guidance and counselling re-
sponds to the various demands and needs of individuals, groups or society as a
whole. Thus guidance and counselling in adult education is not merely oriented
towards a single narrow goal or purpose, but potentially includes and enables a
number of guidance types offered to adults enrolled in an educational process.
When specifying the intention we have to take a number of factors into consid-
eration (Jelenc Krasovec, Jelenc 2003, pg. 73):

1. 1. the various fields in which guidance and counselling in adult educati-

on is offered to the individual:

* education, learning;

* work, career and professional path or the professional career of the in-

dividual;

* personality and the personal life path or the personal career.

2. 2. the goals of guidance and counselling in adult education are linked to
the basic goal, which is to help the individual to successfully bring to
an end his education and learning process.

3. 3. functions that enable efficient achievement of objectives

Guidance and counselling in adult education, which is developing inde-
pendently of the work and employment field, has a number of functions: it helps
the individual learn about his/her personal characteristics, interests, capabilities,
learning habits and motivation; informs him/her as regards the education offer;
helps achieve objectives linked to education as well as personal and professional
path; removes the various obstacles that appear during the education process
(situational, institutional and dispositional obstacles); offers help when using
learning and educational technologies and develops methods and techniques for
efficient learning; helps at recognition of prior learning; follows the success of the
adult as he/she pursues his/her goals.

Adults might need help when they are trying to begin with the education
process, when they are organising their education or when they are already learn-
ing; adults might need help before they enrol into an educational programme,
during the educational process, towards the end of the educational or learning
process or even following its completion. The needs of adults for guidance and
counselling are thus diversified, which means that the target groups are also di-
versified.
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On the other hand, career and educational guidance and counselling is
“profoundly political process” (Watts 1996, pg. 351). As Watts asserts, “it oper-
ates as the interface between individual and society, between self and opportunity,
between aspiration and realism” (ibid, pg. 351) and influences the allocation of
life chances. It means that it can reinforce such inequalities or reduce them. But
socio-political focus of guidance and counselling is still not in the interest of the
professional research and literature; this might be also the consequence of the
fact, that the theoretical basis of professional guidance and counselling practices
is more psychological (individual is in the centre) than sociological in nature.
Watts continues that “guidance can be a form of social reform” but on the other
side it can be “a form of social control” (Watts 1996, pg. 352). This should be
the basis for rethinking guidance and counselling practice and its future develop-
ment.

Legal definitions, concerning guidance and counselling in adult education
in Slovenia

In Slovenia there are no sufficient researches from which we could con-
clude how much and what sort of help would the adults in the education and
learning process need. A research on a representative sample of adults was per-
formed in Slovenia in 1987 (Jelenc Z. 1989), and in it almost two thirds of the
respondents who stated that they plan to participate in the education process in
the future expressed the opinion that they would need help in this process. Most
of them stated that they would need help at organising their education process
(38%); the least stated they would need help at selecting the programme (17%).
In the second Slovene research on the participation of Slovene inhabitants in the
adult education process, which took place in 1998 (Mohor¢i¢ Spolar et al. 2001),
half of the questioned adults expressed the need for help in their education and
learning process (Jelenc Krasovec, Jelenc 2003, pg. 16-17). Mainly it is believed
that guidance is needed by the young when they are planning their career and
professional path; less people believe that adults also need guidance at their learn-
ing and education process, at most informing about learning possibilities.

By adopting various political documents Slovenia is obliged to fulfil cer-
tain measures that will encourage adult education and training for the needs of
work as well as for the needs of personal development and active inclusion into
society. Guidance and counselling in adult education is a field that is — in accord-
ance to the adopted education and lifelong learning strategies — understood as an
opportunity for increasing the possibility to fulfil the needs of adults for various
types of education.
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The Resolution on the National Adult Education Programme, adopted in
2004 (ReNPIO 2004), states that developing guidance and counselling for adults
plays an important role in the process of motivating adults to learn and obtain ed-
ucation that will aid their professional and career development; it explicitly states
that informing and counselling are a part of every educational or learning process.
The attention should be focused on the field of labour and employment as well
as the individual’s personal, social and cultural development. ReNPIO, as passed
by the Slovene government, states that education should become a basic value
and activity - the effects of which would also be shown in the tolerance and un-
derstanding amongst people, the enrichment of tradition and culture, improved
functioning of the family as well as the individual. This would also encourage
various groups to actively participate in the social sense and not merely as an in-
vestment into the economic growth and greater competitiveness in the domestic
and global market (Drofenik et al. 1999, pg. 335). At this the functioning and
development of local communities or neighbourhoods - in which the appropriate
educational offer should develop hand in hand with guidance and counselling
activities in adult education - is of extreme importance. One of the activities
defined in the National Programme as a necessity for the fulfilment of the prior-
ity objectives, is to emphasise the development of the guidance and counselling
network which would link the providers of education, the workforce market and
the representatives of other regional services and public institutions (in the field
of agriculture, culture, health care, etc.) (Drofenik et al. 1999, pg. 341).

Article No. 67 of the Organization and Financing of Education Act (2003)
only defines guidance services in public nursery, primary and secondary schools,
at which their activities are aimed at children, apprentices, pupils, their parents
and teachers; when performing career guidance it works in union with the Em-
ployment Service of Slovenia. Guidance and counselling in adult education is
not mentioned by law and is thus left to the local community and the local leg-
islation which is non-obligatory in these issues. Article No. 21 of the Local Self-
Government Act (1993) merely stipulates that municipalities should encourage
educational activities in their area, which is as specific as the act gets.

In the European Commission report entitled ‘Adult Learning: it is Never
too Late to Learn’ (20006) it was ascertained that within adult education the most
neglected groups are adults with the lowest level of education, the elderly, people
from rural areas and the disabled. The report also states that this is a consequence
of access to good and timely information, as well as social and personal condi-
tions, the influence of which can be reduced through good guidance. EU mem-
bers state that the key challenge is to ensure equal division in the participation
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within adult education, which could be achieved by encouraging and supporting
those adults who are the least likely to play a role in the education process.

The overview of the national and international projects for guidance and
counselling in lifelong learning and career development in Slovenia during the
past ten years shows that the position of guidance and counselling in adult edu-
cation is marginal (a single project took place within this field). Most projects
were performed in the field of guidance and counselling as regards career choice
(mostly aimed at pupils, students and youth in general), helping individuals enter
the education and work processes (mainly the young, but also representatives of
socially deprived groups, for instance refugees) and in the field of innovations in
informational-communicational technology, with tendency to reduce the costs
of informing and guidance through the use of information technology (Polak
20006). This shows a move away from the basic principles of ensuring a high qual-
ity guidance and counselling service for all adults who need help in their learning
and education processes.

The development of guidance and counselling in adult education shown
on the example of England, Northern Ireland and Slovenia

The development of guidance and counselling in adult education is rela-
tively intense in Slovenia, however such belief can rise over zealous optimism and
the feeling of self sufficiency. In order to shed some light on these statements we
will briefly present the development of guidance activities in selected European
countries.

At the turn of the 20* century the first career guidance services appeared in
USA and Europe (Brewer 1942 in Watts, Kidd 2000, pg. 485). In Great Britain
where career and educational guidance were first developed the first guidance ser-
vices were aimed exclusively at the young. Today, Great Britain is host to intensive
debates dealing with the gap between the policies and practice and the opposition
between career guidance and education guidance and counselling. These debates
are obviously dominant all across Europe, for they express the power struggle
between politics and the scientific field that is endeavouring to ensure sufficient
guidance and counselling possibilities for all adults in need of it.

In the United Kingdom no unified scheme for developing career guid-
ance exists; the development of these services depends on diversified factors, also
on the influence of the market within an individual country. The differences
between countries as regards the development of guidance and counselling are
merely deepening (Watts 2006). In England the emphasis lies on a horizontal in-
tegration of guidance services that are divided into those for adults and those for
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youths, while in other countries in the United Kingdom (for instance in North-
ern Ireland and Wales) the emphasis is placed on the vertical integration of guid-
ance services that operate on to the principle of ‘different age groups’.

In England one can notice a constant gap between the guidance offer for
youth and adults; the career guidance policy for the youth and adults is clear-
ly separated. This gap was defined by the 1973 Employment and Training Act
which demanded that the Local Educational Authorities (LEAs) in England and
Wales ensure career guidance for youth. At the same time this Act allowed LEAs
to offer career guidance also to adults, wherever possibilities permitted (but did
not define or finance it). This dualism that distinguished between the obligatory
guidance for the youth and the ‘permitted” guidance for adults is still in exist-
ence today. Mulvey (2006, pg. 14) and Watts & Kidd (2000, pg. 485) estimate
this duality to be merely another wrong move, one of the many that seem to be
present in the English educational policy. Adult career guidance has — as there
was no act that would govern it — developed gradually, with funds intended for
various target groups. If it would have a unified and wholesome financing this
would ensure an efficient offer for all adults. In the period governed by the ‘new
right’ a clearer market discipline tendency was expressed (Watts 1991, pg. 233),
the essence of which was mainly oriented towards efficiency and measurability.
The funds for adult guidance were always short-term and dependent on the needs
of the employers or the government. Mulvey ascertained that due to the lack of
a national policy and the irregular and insecure financing, the structure and net-
work of guidance services is weak; this influences the morals of the counsellors
who work with adults. Counsellors have noticed a general lack of realisation as
regards the importance of guidance and counselling in adult education, includ-
ing the generally spread erroneous idea that guidance is only important for young
people (Mulvey 2006, pg. 25).

In England guidance offers a whole array of oppositions. The first is the
opposition between the young and adults; the second is the question whether the
individual belongs into the selected target group that is currently interesting (this
holds true for youth as well as for adults). The third opposition deals with inclu-
sion — this is the opposition between those who are not included into education,
are not employed and are not in training (regardless of age) and those who are in
the education process, are employed and are in training, however their demands
for guidance might not be known. Finally, there is the opposition between the
politicians and experts (practitioners, researchers) — the first have power, the sec-
ond the responsibility. Experts in England are of the opinion in order for guid-
ance to be efficient it should be a wholesome activity and represent a connected

field.
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In Northern Ireland, which is an example of good practice in the fields
of developing adult education and guidance activities for adults, the first ofhcial
career guidance service was established as early as 1948 (McCarty, Millar 20006)
and was intended only for the youth who completed their education. Later on
these services started to reorganise themselves and were renamed into career cen-
tres. The Educational Guidance Service for Adults (EGSA), which appeared in
1967 as an experimental pilot project, was developing parallel to this. At first it
was intended as an Adult Vocational Guidance Service and as such it was the first
service of the kind (that ensured independent advice and counselling for adults)
in the United Kingdom. Because it was discovered that many adults needed guid-
ance and counselling for education more than vocational guidance these centres
were renamed into Educational Guidance Service for Adults (EGSA). Today the
Educational Guidance Service for Adults (EGSA) is an independent, non-profit
organisation that operates in the voluntary sector. It is financed by the Depart-
ment of Employment and learning as well as the Department of Education in
Northern Ireland. They also get additional funds from the European Union.
The service has recently developed immensely, which was enabled by adoption
of Lifelong Learning strategy document, so that now the network is linked with
various education providers, employers and community organisations.

It operates in various places, for instance in community centres, colleges
and libraries, which enables to fulfil their mission, with the goal of reaching those
adults who would otherwise not seek guidance. EGSA also encourages other or-
ganisations to develop their own guidance activities; thus the free telephone guid-
ance ‘Learndirect’ developed, however this stopped operating after five years of
operation (in 2005) when it was cut off from its finances. In Ireland they are also
of the opinion that the greatest lack in the current offer of guidance and counsel-
ling is the lack of a wholesome policy and a development strategy for the field.

In 2000 Ireland adopted the White Paper on Adult Education in which
the need for guidance and counselling in adult education was clearly exposed
and firmly founded as one of the key support activities for adults who wish to
continue with their education. Apart from career guidance, they also exposed the
need for informing and deeper guidance and counselling for adults who need
help in the personal and educational field as well as in the field of their careers. By
placing the emphasis on the groups of adults who have a marginal position in the
educational process the centres provide personal, educational and career guidance
prior, during and after the education process.
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A great interest in career guidance® is also expressed by the Organisation
for Economic Cooperation and Development (OECD), that has published the
report ‘Career Guidance and Public Policy: Bridging the Gap’ (2004). The pub-
lication confirms that the OECD is dedicated to strengthening the workforce
and capital market; already from the definition of the term ‘career guidance’ it
is clear that it mainly focuses on helping the youth and those adults who might,
due to the needs in their work, pursue further education. The problem is the lack
of unbiased, independent agencies/centres for guidance that would not operate
under the patronage of any interest groups (employers, educational institutions).

The comparison of the development of guidance in Great Britain shows
that even guidance related to education is predominantly influenced by the work-
force market, which also governs the educational policy in these countries. It
seems that the understanding of education as a community and general human
commodity is currently unrealistic and neglected - which is also shown in the de-
velopment of such infrastructural activities as guidance and counselling services.

Situation in Slovenia

In Slovenia the activities at the disposal of adults who want to continue
with their learning or education process are relatively well developed. The field
has developed similarly as in most European countries; the best developed is
guidance for work and employment. Career guidance (or as they call it ‘career
orientation®) takes place at the Employment Service centres and the Career
Guidance Centres (CIPS). From the year 2000 onwards a network of centres for
informative and guidance activities for all adults in the local environment started
developing (the ISIO project)°. Apart from these two — systematically developed
and dispersed and state (co)funded and controlled forms of help — adults can also

% The term ‘career guidance’ defines the activities that ensure that people of all ages and in various life periods
can decide as regards education, training and work as well as plan their careers. On the basis of these activities
they find it easier to understand the connections between the workforce market and the educational systems
and consider their possibilities. Contemporary career guidance tries to teach the individual how to plan and
perform his decisions connected to his work or learning. (Career guidance and ..., 2004, pg. 19).

IS

Currently this term (career orientation/karierna orientacija) is used by the Employment Service and CIPSs as
the key term for defining career guidance. As such it substitutes all previous expressions, for instance career
guidance, professional guidance, professional orientation and others. This terminology is problematic because
it creates the belief that an individual enrols into education programmes solely for the purpose of extending
his career. In the phase career orientation the word ‘orientation’ is also problematic, for it functions as a
directive. When we are dealing with guidance and counselling in adult education, it is important to use non-
directive guidance, for in this way the key principles are taken into account, i.e. the principles of voluntariness,
autonomy, personal activity and other principles that ensure the activities of adults.

> The project carrier is the Slovenian Institute for Adult Learning, the centres are financed by the Ministry of
Education and Sport, partially they are financed from the funds obtained from the European Social Fund.
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obtain information and advice as regards enrolment possibilities and continuing
their education in educational institutions, which they attend or are planning
to attend. Amongst them one can find various institutions for adult education
and other institutions that occasionally or permanently — alongside their main
activity — also perform adult education activities (for instance various private
educational institutions, universities, secondary schools, associations, health or-
ganisations, culture organisations, institutions and homes, etc.). This guidance
and counselling is mainly intended for adults who are entering programmes of-
fered by these institutions and once they have enrolled into trying to keep them
in these programmes. This group lacks most of those adults who would need
education the most and for which we believe that they would consequentially
need different types of help in their learning and education processes.

There is important difference between career guidance in CIPS and edu-
cational guidance and counselling for adults at the ISIO centres. The first is in-
tended almost exclusively to training and education for work and employment,
and includes the discovery of interests, overcoming obstacles and encouraging
motivation in the search for employment as well as concrete skills necessary when
entering the workforce market. Career guidance (‘career orientation’) performed
in the Employment Services and CIPSs is mainly intended for the youth and
the unemployed adults. The model is a combination of guidance and planning
the job path and career of the unemployed, as well as employed individuals. In
Slovenia such guidance can be performed also by the Chamber of Commerce and
Industry, The National Centre for Vocational Educational Training and private
enterprises (Slibar 2006). The national CIPS (NCIPS), the tasks of which are
expert development and merging the activities of CIPS throughout Slovenia, is
a member of the European EUROGUIDANCE network, which operates under
one of the European commissions. Currently a network of 25 CIPSs is estab-
lished in Slovenia. In seven towns CIPS has got only information spots in opera-
tion (more data can be accessed on http://www.ess.gov.si/slo/Ncips/ncips.htm).
The centres for informing and career guidance therefore operate in all area centres
of the Employment Service of the Republic of Slovenia.

The second form of help offered to adults in their learning and education
process takes place at Public Universities®, has much broader goals and is closer
to what we (in this paper) define as ‘independent’ guidance and counselling in
adult education. Because we are mainly interested in this part we will take this
opportunity to explain a few details.

¢ These are Public institutions for education and training, meant for all adults, offering formal and nonformal
education and training.
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The Guidance and Counselling Centres for Adult Education (ISIO) are
intended and equally accessible to all adults in the local environment in which
the centre operates, and especially to those groups of adults who rarely partici-
pate in the education process — the lower educated individuals, those who have
harder access and are in a tougher situation (Dobrovoljc, Vili¢ Klenovsek 2006).
Between the years 2001 and 2005 a network of 14 guidance centres emerged (one
in each educational district) within the Public Universities; those were rationally
selected to carry this task, for according to the set measures they ensure suffi-
cient quality of work within their institutions. However we still think that they
might — regardless of their endeavours to work as objectively as possible — favour
the education possibilities within the institution in which the ISIO centre oper-
ates. In order to avoid this danger it would be ideal if such ‘independent’ centres
would not operate within the frame of educational institutions.

ISIOs are trying to ensure free, quality, expert and wholesome adult guid-
ance and informing. At this they are trying to connect as many providers of
educational and guidance services for adults on the local level as possible (Do-
brovoljc, Vili¢ Klenovsek 2006). The last data on the operation of these centres
(2007/08) shows that almost 18.000 individual services took place within this
year, out of which almost one half were of a counselling nature (43%) and a
slightly smaller share was of an informative nature (36%). Most informing and
counselling (66%) took place prior to the inclusion into the education process,
while a quarter took place during the education. The services mainly dealt with
informing and counselling for raising the level of education and training for work,
spare time and personal development. In relation to this especially dominating
were the issues on financing and educational possibilities (Data on the Opera-
tion of the Network ..., 2008). In this year the centres were visited mainly by
younger advice seekers (46% were under 30 years old, the remaining were older),
who were in most cases employed (47%) and had finished secondary school or
less. From the data we can see that the target group of adults who visit guidance
centres for adult education, is very diverse, however younger adults with lower
education dominate.

The analysis of the structure of people who attend the centres and their
activities shows that greater attention will need to be paid to obtaining the less ac-
tive target groups of adults (e.g. older adults, who currently represent a minority,
immigrants, ethnic minorities, lesser educated inhabitants from rural areas, cer-
tain groups of the employed, etc.). Even thought the emergence and development
of the guidance centres for adult education provides an exceptionally beneficial
possibility that offers a counterweight to career guidance (‘career orientation’) -
which takes place in the Employment Services - the state should play a greater
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role in its development. This is also a consequence of the fact that the guidance
centres are located within the Public Universities, which today represent the lo-
cal centres for adult education, however they are mainly frequented by active
adults. The project is based on partnership cooperation and a local network that
links various key institutions that are important for the adult education process.
As such it enables adults to access information and guidance also from other
locations’. It is extremely important that the informational activity develops also
elsewhere in the local community, for instance in places where education does
not take place. This is a part of the plan with which ISIO wishes to increase acces-
sibility of the vulnerable groups of adults so that they would be subject to guid-
ance and counselling and consequentially also to education. To a certain degree
this is already being carried out with the aid of dislocated units that occasionally
offer the possibility of informing and guidance (for instance libraries). However,
the problem of financing a sufficient number of expert workers remains if the
guidance and counselling centres are to run smoothly.

Conclusion

The overview of the development and offer of guidance and counselling
in adult education in some European countries (including Slovenia) shows that
the main state support is given to the field of information and guidance related
to work and profession. The various development services in Slovenia that deal
with this field® agree that in the future of this field further connections will be
necessary if various types of help are to be offered to adults during their education
and learning process. Adults form a non-homogenous group that differs in age,
social roles, educational, vocational and social status (to name just a few), so their
needs for learning and education are extremely diverse. In accordance to that it
is necessary to offer various possibilities of help that adults could obtain from
various locations. The model offered by V. Rivis (1992) can be a starting point of
the further development of guidance and counselling activities in Slovenia; it is
based on three appearance forms of developing guidance and counselling activi-
ties, which each in their own way fulfil the various needs of adults for guidance:
employment—oriented guidance, education-oriented guidance and ‘independent’
guidance.

7 According to the available data guidance centres had over 100 strategic and over 170 expert partners in 2008
(Data on the Operation of the Network ..., 2008)

8 Mainly the Employment Service of the Republic of Slovenia and NCIPS within its frame and the Slovenian
Institute for Adult Education.
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At the employment—oriented guidance, the economic goals are in the fore-
ground; this guidance can be fees/voucher founded. It is performed by services
for career development, private and other institutions. The economically active
individuals are better supported than groups; there is less connections with other
providers of guidance activities.

Looking at the development of the career guidance field in Slovenia (which
has more state support then the development of ISIO adult educational guidance
centres) we can ascertain that this is a priority field in Slovene politics. It is the
same across Europe, where it mainly focuses on the youth and partially on the
unemployed adults.

Education-oriented guidance is run by educational institutions for their
own needs and is performed by the employees of these institutions. Priority is
given to participants and future participants of the educational programmes;
their achievements are important. The development of a network is less impor-
tant, and less help is offered to groups. The achievements of the guidance work
are evaluated and are subject to marketing, which leads to impartiality. In Slove-
nia such guidance work is performed by various educational institutions for their
own needs. The 1998 research conducted by the Slovenian Institute for Adult
Education (Vili¢ Klenovsek 1999) has shown that such informing and guidance
is performed - for instance - by secondary schools who have a unit for adult edu-
cation as well as private educational institutions.

Parallel to this the so-called independent guidance is supposed to have de-
veloped. This is a part of the activities within the voluntary sector and the local
community. Such guidance should be financed by the local budget (municipal-
ity), as well as from the funds for training in companies or funds from other local
organisations. This guidance activity fulfils various demands of the learners, sup-
ports various networks and cooperates with them. It is intended for the learning
adults of all ages, especially the ones who are educationally marginalised; it active-
ly develops all types of guidance and counselling in adult education. Independent
guidance work is often on the margins of the official systems of education and
training; it is endangered by political changes and the lack of financial means as
well as the inconsistent financing.

For an efficient development of independent guidance and counselling
in adult education we will need to increase the cohesion of the community and
support the development of various communal activities. In order to increase
the social inclusion of the marginal groups it is necessary to develop educational
guidance and counselling that would be as close as possible to the location in
which these adults live and work. The above described model was developed by V.
Rivis already a while ago, however within the overview of the current possibilities
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in various European countries we could ascertain that independent guidance for
learning is still underdeveloped and neglected and that this is the part of the guid-
ance activities for adults that would deserve special attention from the experts and
the general public. In this way we would also come slightly closer to the promises
and predictions that can be seen in various national and European political docu-
ments and strategies.
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Vodenje i savetovanje u obrazovanju
odraslih: primer Slovenije, Engleske i Irske

Apstrakt: U vedini evropskih zemalja karijerno vodenje (posebno za mlade) je u prvom
planu; vodenje u obrazovanju i savetovanje kako pomodi odraslima i njihovim obrazov-
nim procesima Cesto se ne vidi kao ,,standardna” aktivnost i da kao takvu treba da je plate
sami odrasli ili njihovi poslodavci koji imaju korist od njihovog obrazovanja. Utvrdili
smo da ponudene moguénosti za dobijanje informacija ili vodenje ne osiguravaju jednak
pristup razlic¢itim ciljnim grupama. Pregled aktivnosti u oblasti savetovanja i vodenja u
obrazovanju odraslih pokazuje da je ova aktivnost pretezno orijentisana na informisanje i
karijerno vodenje i da funkcionise u skladu sa zahtevima trzista rada. Iako su savetovanje i
vodenje u obrazovanju odraslih relativno dobro razvijeni u Sloveniji, ovo je i dalje margi-
nalna oblast obrazovanja (odraslih) u okviru obrazovne politike jer nije sistemski ni finan-
sijski regulisana. Brojne evropske zemlje (ukljucujudi i Sloveniju) primetile su neslaganje
izmedu politickih polazista koja su navedena u razli¢itim dokumentima i stvarnog stanja.

Kljuéne reci: karijerno vodenje, obrazovno vodenje i savetovanje, odrasli.
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Univerzitet u Ljubljani. Poslednjih godina bavi se istrazivanjem obrazovanja odraslih i intergeneracijksog
ucenja.
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Education Behind Bars:
The Case of Sweden

Abstract: Adult Education has a long tradition in Sweden. Historically its primary task
has been to provide elementary or secondary education to those who lack such qualifi-
cations. The Adult Learning is now aimed to meet the needs of people who as a result of
changes in working life or for their own personal development seek further knowledge
and skills. At European Union level and in the individual European countries, efforts are
being made to ensure that young people and adults obtain the knowledge and skills they
need to face new employment situations in a society in a state of constant change. It is
clear that without these skills and this knowledge, individuals will be excluded from the
ordinary educational system and the labor market. The prison population is a vulnerable
group in this respect. In the Swedish prison system, it is the actual deprivation of liberty
and not the prison operations that make up the punishment. Instead, the time in prison
should be used to reduce the risk of reoffending by creating opportunities for the priso-
ner to abstain from a criminal life once out of prison. The role of prison is to prepare
the prisoners for their return into the society and to counteract any adverse effects of the
imprisonment. The imprisonment should from the outset prepare the prisoners for their
release. The purpose of this paper has been to provide a brief description of education and
training in Swedish prisons. The statistics are primarily from 2007 and 2008.

Key words: prison education, lifelong learning, adult education, client’s education,
correctional education.

Introduction

Adult Education in Sweden has a long tradition. It is provided in many
different forms and under many different auspices, ranging from municipal adult

! The author is a supervisor of the Center of Adult Education in Western Thessaloniki (KEE DYTIKHS THE-
SSALONIKHY), Institute of Constant Adults Education (IDEKE), General Secretariat of Lifelong Learning
(GSLL).
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education to labour market training programmes. One fundamental principle of
the Swedish education system is that everybody must have access to equivalent
education, regardless of sex, ethnic and social background and of place of resi-
dence. (Regeringskansliet, 2006/2007)

Prisoners have rights concerning education and training, and these rights
are regulated in international conventions and recommendations. In prison by
participating in work, education, criminality and abuse related programs, etc. on
working hours, as well as in structured recreational activities, prisoners can satisfy
their individual needs and prepare for their release. (Nordic Council of Minis-
ters, 2009: 508). There are many important reasons for which prisoners should
improve their education. From a socioeconomic point of view, educational short-
comings, resulting in poor opportunities on the labor market, make individuals
who have served time in prison dependent on welfare benefits, thus increasing
the burden on society.

Educational activities are among the instruments at the disposal of society
to increase the chances that prisoners, who have served time under the auspices
of the Prison and Probation Service, will be able to create a life for themselves in
society free from crime and drugs.

The member states of the United Nations and the Council of Europe un-
dertake to implement the conventions and recommendations to which they are
parties, and the Nordic countries have thus incorporated the European Conven-
tion on Human Rights into their legislation. (Nordic Council of Ministers, 2009:
5306)

If prisoners are to receive education and training on the same terms as the
rest of society, then it is a basic prerequisite that their rights are clearly stipulated
in the legislation. While the authorities in all of the Nordic countries actively ad-
vocate lifelong learning and skills enhancement for adults, there are studies who
reveals that prisoners’ rights to education and training are less clearly defined.
Legislation governing prison and probation services must also stipulate, there-
fore, that the only thing of which a prisoner is to be deprived is his or her liberty.
In principle, all other rights must be upheld. (Nordic Council of Ministers, 2009:
536)

Considering the importance attached to lifelong learning and the atten-
tion paid to the need for continuous skills enhancement and to the increasingly
multicultural nature of Nordic society, all these elements need to be acknowl-
edged in prison education and training.

Prison education and training must reflect the ordinary educational sys-
tem. Research shows that many prisoners have had inadequate schooling com-
pared with the rest of the population. In terms, for example, of the right to edu-
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cation and training, the humanitarian perspective, and rehabilitation, education
and training is considered an investment in crime prevention in the sense that it
will increase the number of prisoners who continue their education and find jobs
after release. (Nordic Council of Ministers, 2009: 536)

A prison sentence is one of the ways in which society can react to undesir-
able actions. This reaction builds on the instruments available to the Prison and
Probation Service to promote the reintegration of the prisoner into society. The
educational authority is one of the national agencies meant to ensure that con-
victed prisoners receive the education to which they have a legal right. The prison
and probation services have responsibility for coordinating the measures imple-
mented by the various state authorities so that prisoners have well-organized,
positive options. (Nordic Council of Ministers, 2009: 536)

There are 61 prisons from south to north in Sweden. Inmates are trans-
ferred between different prisons, so it is important to have a national education
organization. The prisoners have to be able to continue their studies wherever
they are. This has been achieved by establishing a Learning Centre at each prison
in the country.

History

Prison education has taken different forms in the Swedish prison system
over time. In the nineteenth century the clergy were very important, particularly
in teaching reading skills. Ambitions in terms of thinking that prisoners should
also learn a trade or vocational skills have also been documented.

In the early twentieth century prisoners were only allowed to write one let-
ter per month, although there were also various privileged exceptions. The right
of the prisoner to read was also generally extremely restricted. All a prisoner was
actually permitted to study were the “cell books”, i.e. the New Testament, the
hymnal and a devotional volume with the English equivalent title: In Solitary
Hours. (Arnelund, 1994)

The general prison system was based on incarceration in individual cells.
Prisoners were not meant to be in contact with each other, because they might
influence one another negatively. Once the Comprehensive School Statue was
put into effect in 1842, all prisoners under the age of 35 had to participate in
educational activities. This made the correctional system quite pioneering in the
area of adult education in Sweden. In accordance with the principle of single cell
prisons, the classrooms were constructed so that prisoners sat and studied in lit-
tle cubicles and were able to see the teacher but not their fellow prisoners. With
the introduction of the 1916 Enforcement of Sentences Act and the reform of
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sentence enforcement regulations in the 1940s, prisoners began to be allowed to
spend time in each other’s company and to have more contact with the outside
world. (Kriminalvirdens Historiska Utstéllning, 2010).

Folk high schools were the main arrangers of prison education from the
1950s through the mid- 1970s. These institutes of adult education were con-
sidered the natural organization to take on the task of providing prisoners with
further adult education. In practice, a folk high school in geographical proximity
to the prison would set up a branch in the prison, using the school’s teaching staff
to run courses corresponding to those offered by the folk high school in Swed-
ish, mathematics, civics, English, and Swedish for immigrants. (Henning Loeb,
20006)

In the mid — 1970s the Prison and Probation Service shifted responsibility
for prison education to the community adult authorities at municipal level. This
was also in accord with the new legislation that came into force after the 1974
reform of the correctional system, based on the principles of normalization and
proximity. Therefore, the Prison and Probation Service began to cooperate with
the National Agency for Education and the National Labor Market Board. Gen-
eral education in prison was to be organized under the auspices of the municipal
adult education authorities and the national adult education establishments, and
vocational education in prison was to be provided on equal terms as in the com-
munity, i.e. in the form of labor market training courses. (Henning Loeb, 2006)

Swedish legislation on the right to basic education for adults (correspond-
ing to the first seven years of comprehensive school) did not distinguish between
prisoners and other citizens.

Extensive decentralization in Sweden during the 1980s resulted in the abo-
lition of funding at central level from the National Labor Market Board for spe-
cial vocational courses in prisons. This responsibility now rested directly with the
county labor market boards which, in turn, delegated it to the local employment
services, so that the employment services nearest each prison took responsibility
for that prison. (Henning Loeb, 2000)

Prison education until the early 1990s was an integral part of Swedish
adult education policy, with its emphasis on special efforts for people who have
had least access to society’s resources and adults with inadequate educational
backgrounds. Until then, prisoners had the same rights to basic education as all
other citizens. After funding was transferred from the Ministry of Education to
the Ministry of Justice, this legal right no longer applied. The Adult Education
Act stipulates that every inhabitant of a municipality who does not have the skills
to be achieved in comprehensive school has the right to participate in basic adult
education from the age of 20. However, it also states that “The stipulations in this
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article do not apply to prisoners”. Thus, since 1992, prison education has been
regulated by the Act on Correctional Treatment in Institutions. (Nordic Council
of Ministers, 2009: 536)

A significant change in prison education took place in 2007, when the
Ministry of Education issued a regulation “on education in correctional care in
prisons” (SES, 2007: 152). Pursuant to this regulation, it became possible for
the Prison and Probation Service to offer educational activities corresponding
to municipal adult education (SKOLEFS, 1994: 2) as well as Swedish language
courses for immigrants (SFS, 1994: 895). According to this legal clarification,
such educational activities are to be directed by the headmaster, and must follow
the relevant curricula for municipal adult education. The Prison and Probation
Service is now authorized to issue grades, and is under the supervision of the
National Agency for Education. The grades are not to reveal that the studies were
pursued at a prison facility. (Henning Loeb, 2006)

Under the new system, prisoners, wherever in Sweden they are placed, are
offered educational activities that are equivalent both from prison to prison and
with municipal adult education as offered in the community. It should not be for-
mally difficult for prisoners to continue studies begun at one facility after transfer
to another facility or release. Studies are graded in the same way as at schools in
the community. This means that prison education is now an integrated aspect of
regular adult education. (Nordic Council of Ministers, 2009:508)

On the basis of the regulation issued by the Ministry of Education, the
Prison and Probation Service has issued special guidelines for prison education.
The guidelines describe the objectives and limitation of these educational activi-
ties and how they are to be run. (Prison and Probation Service, 2010)

There are more than twenty different education organizations working
within the prison service system. Among these, we have adult education admin-
istered by local authorities, a couple of large educational companies, some adult
education associations, some high-schools, some private educational companies
and some “prison service teachers”. (Lindstrdm & Leijonram, 2008)

Description of prison education

The Ministry of Justice is responsible for establishing prison policy, but has
no authority to interfere in the daily work of the prisons and probation service
centrally or regionally. This is, instead, the responsibility of the Swedish Prison
and Probation Service under the supervision of the Swedish National Agency for
Education. (Lindstrém & Leijonram, 2008). The main tasks of the Prison and
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Probation Service are to implement prison and probation sentences, to supervise
conditionally released persons, to implement instructions for community ser-
vice, and to carry out pre-sentence investigations in criminal cases. The Prison
and Probation Service is also responsible for activities at remand prisons and the
transport service. (Prison and Probation Service, 2010)

Education is one piece of a larger puzzle where the various pieces are to be
described in a sentence plan for each prisoner, adapted to his or her needs and
providing a platform on the basis of which the individual will be better equipped
to return to life in the community — “better out”.

Formal adult education under the auspices of the Prison an Probation
Service is subject to the statute on prison education (Utbildningsdepartementet,
2007), and the Swedish National Agency for Education is the supervisory body.
When applicable, prison educational activities follow the national instruments
regulating the corresponding educational activities in the community. (Nordic
Council of Ministers, 2009: 536)

Practically, all institutions have study facilities. The inmate can study sub-
jects from compulsory basic school level and upper secondary school level. The
inmate can also study at university through distance learning. Many inmates
work and study at the same time. (Lindstrom & Leijonram, 2008)

Prison education is available, usually on a part-time basis, either theoreti-
cal or practical. The levels of prison education in Sweden are:

* Basic adult education (grades 1-9, primary and lower secondary levels,

including Swedish for immigrants)

* Upper secondary education,

e Vocational education,

* University and other higher education,

*  Other education (study circles, parenting courses, etc)

All these levels are offered as part of the structured activity programs in
Swedish prisons. Thus “program” is an umbrella term covering various goal-ori-
ented activities including: education (general and practical), work, criminality
and abuse-related programs, library activities, creative activities, physical activi-
ties, and sports and social skills training. (Prison and Probation Service, 2010)

There is an agreement between the Prison and Probation Service and the
Public Employment Service governing both the focus and scope of vocational
training, including labor market skills training. University and higher education
is offered as remote learning by all Swedish institutions of higher education, with
individual tutoring given to the prisoners by the regular prison teachers, and
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other forms of education such as study circles and informal education, such as
courses on parenting. (Prison and Probation Service, 2010)

Because prison education is one aspect of the national educational policy
ambitions concerning adult education, priority is given first and foremost to in-
dividuals who have not completed compulsory school or the equivalent form of
adult education. Next, priority is determined on the basis of the same principles
as for municipal adult education, meaning that individuals who:

*  Wish to complete studies begun in accordance with an individual stu-

dy plan,

* Need further education for at job they already have,

* Need education for planned or future professional choices

All participation in both general and practical education takes place on the
basis of a sentence enforcement (treatment) plan, individual for each prisoner.
Activities that are part of the agreed plan are to be arranged for thirty to forty
hours per week. They are obligatory, and remuneration is paid for them. As this
implies, prisoners must participate in organized activities. However, participation
in educational activities is voluntary. To participate, prisoners must apply, and
must be motivated. Work and educational activities are remunerated in accord-
ance with a fixed hourly salary, although a piece-work/performance rate may be
paid in addition for some types of work. (Prison and Probation Service, 2010)

Education for prisoners

Education is one aspect of what the Swedish Prison and Probation Service
define as “program activities”. All prisoners are required to participate in activi-
ties, defined as work, schooling, “criminality and abuse related treatment pro-
grams” and other structured activities. The regional office and local prisons meet
twice a year to discuss the organization and scope of required activities/activities
offered by each prison. The decision of who participates in education is made in
accordance with a structure through which each prisoner’s study objectives are
clarified and the remote learning options determined when necessary. When this
has been done, a meeting is held, at which the individual’s studies are examined
in a larger context. (Prison and Probation Service, 2010)

In prison by participating in work, education, criminality and abuse relat-
ed programs, etc. on working hours, as well as in structured recreational activities,
prisoners can satisfy their individual needs and prepare for their release.
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Since 2007, general education in prisons is taught by teachers employed
by the Prison and Probation Service. The teachers are directly responsible to the
regional prison education headmasters. Every region headmaster has the overall
responsibility for all prison educational activities. These activities take place at
“Learning Centers” modeled on those used in municipal adult education. This
facilitates the transition to society for prisoners wishing to continue to study after
release, who will feel familiar with both the environment and the organization of
studies. The teachers at the prisons have experience of education and are qualified
to teach at upper secondary level as well as at more basic levels. (Nordic Council
of Ministers, 2009: 536)

The key tool to prison educational activities today is a computerized plat-
form, “Nitcentrum”, (Netcenter), enabling every student, on the basis of his or
her own individual study plan, to study the subjects he or she needs, in order to
achieve the established goals. Remote studies give students access to subjects and
teaching competence beyond what is available in the prison where they are serv-
ing time. The relevant teachers have responsibility for their own subjects and for
giving grades, via the Net Center, telephone and postal contact. At their prison
schools, students also have access to general educational support thanks to the
teacher(s) working there. Students carry out their remote studies from the same
facilities/at the same Learning Center where other studies are pursued. Remote
study is a valuable option in that it increases access to education and contributes
substantially to increased possibilities for individualization. Because it is not tied
to any specific time or place, it is also a type o education that is less vulnerable in
relation to transfers. (Kriminalvarden, 2007)

Vocational training is usually carried out in conjunction with the local
employment service, which also organizes and funds it. It takes the form of labor
market courses, with the same quality demands as for courses in the community.
The cooperation between the Prison and Probation Service and the employment
services follows a central agreement with the Swedish National Public Employ-
ment Service stating that prisoners have the right to services on the same condi-
tions as other users of the employment services. (Nordic Council of Ministers,
2009: 508)

Many prisoners have the problem of having had very little experience of
the labor market. This absence of work experience contributes to their difficulties
in getting and keeping a job, as does their often incomplete schooling. Even in
times of economic boom, prisoners and former prisoners often need extra sup-
port in finding work. Advisory services, job application courses, preparatory and
vocational education are examples of what the employment service can offer.
(Nordic Council of Ministers, 2009: 536)
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Educational activities are among the instruments at the disposal of society
to increase the chances that prisoners, who have served time under the auspices
of the Prison and Probation Service, will be able to create a life for themselves in
society free from crime and drugs. The various objectives for prison education
range from development of prisoner’s competence, to helping them be better
able to go on studying after release or getting a job, as well as developing informal
competence, helping them take responsibility, take part in teamwork, and func-
tion in groups. To put it simply, formal competence can (in the long run) lead to
a job, and informal competence can contribute to being able to keep that job and
otherwise improve one’s quality of life. (Nordic Council of Ministers, 2009: 536)

Studies in the community with day release privileges

One way of improving prisoners’ chances of studying on equal terms is
the use of day release privileges so that prisoners can leave the institution and
participate in studies at a municipal Learning Center outside the Prison and Pro-
bation Service. Opportunities for studying with day release privileges are regu-
lated in the instructions and general guidelines from the Prison and Probation
Service concerning special measures for transition to the community, including
day release, halfway houses, and “close supervision release”. (Nordic Council of
Ministers, 2009: 536)

Prisoners on close supervision release live at home but with electronic
shackle supervision, and participate in studies or work. The aim of close supervi-
sion release is to make it easier for the prisoner to have a job, and thus to develop
a stable lifestyle after release. Prisoners with highest priority for close supervision
release are those who do not have a place on the labor market and therefore re-
quire an introduction to working life. (Nordic Council of Ministers, 2009: 536)

Internet based education — new opportunities

Another way of integrating prisoners into the ordinary educational sys-
tem is through access to modern technology, such as Internet-based education.
More and more adult education in Sweden is offered as remote learning via the
Internet. This makes it possible to tailor both the educational activities and study
schedules to the needs of the individual. It is also well suited to the needs of
prisoners, making them less dependent on being physically present in the right
place at the right time. The use of Learning Centers in Sweden utilizes technology
that makes it possible to provide prison education as remote learning. One of the
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results is that the number of grades issued in a large number of subjects has risen.
(Nordic Council of Ministers, 2009: 536)

All the teachers and local Learning Centers are under the umbrella of the
National Learning Center, thus enabling all prisoners to study, wherever they are.
Both the use of flexible learning and teachers in different prisons teaching dif-
ferent subjects provide support to the students in their learning processes. There
are no classes, no lessons and no terms. The education is all individualized. If
there is one single student somewhere in the country, wanting to study French
or something, it is okay. He or she does not have to wait until there is a group of
five students, for example. The students study at their own place; they can start
at any time of the year and they all have their own individual study plan. When a
student has started a course and then is transferred to another prison, he contin-
ues with the same teacher until the course is finished and the grade is taken. The
teaching is totally individualized concerning, for example, courses, study place,
and starting date, thanks to the Net Center. It is mainly used for communication
between teachers and students when they are not in the same place. A separate
virtual room is created for each student where he or she is connected to a remote
teacher. Only one student and one teacher have access to each room, a forum for
their communication. It is possible to attach a file, such as a Word document, to
a message, as well as a video clip or a sound file. (Nordic Council of Ministers,
2009: 536)

The Net Center is an Intranet for prisoners and teachers. Although prison
teachers have full access to the Internet, students can only use the Internet with
permission and under supervision. They are, however, free to use all the Intranet
services.

Statistics

In 2006, work programs comprised about 31 % of all program acitivities,
education formed 16 %, service and maintenance programs comprised 25 %, spe-
cialized rehabilitation and treatment programs, 5 %, and other activities 21 %.

This section describes the group of prisoners in Swedish prisons who par-
ticipate in prison educational activities while serving their sentences. The major-
ity of the prisoners’ (57%) were not participating in some prison educational ac-
tivities, while 36% stated that they were participating in some prison educational
activity. Seven per cent chose not to answer the question about participation. All
data represented in this section is official statistics from the Swedish Prison and
Probation Service.
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Educational level of prisoners

The general educational level of prisoners is low, eleven per cent had no
completed level of education at all in 2007 (Eriksson — Gustavsson and Samuels-
son, 2007). Just fewer than 40% had completed no more education than com-
pulsory level, while 34 % had completed a two to four year upper secondary
school program. A total of 36 % stated that they were participating in some
educational activity while serving their sentences.

Prison educational activities

The majority of educational activities, 40%, are at upper secondary lev-
el, followed by basic general education corresponding to nine-year compulsory
school, 34%, and vocational training, 22%. Approximately 4% of the studies
pursued are at university or higher education level. The nature of prison educa-
tional activities has changed markedly since the model using Learning Centers
and remote studies was introduced in 2006-2007. Previously, prisoners could
only choose courses the local teachers were qualified to teach, while now they can,
in principle, be in contact with the teachers who have the qualifications that best
suit their own needs, irrespective of where both student and teacher are located.
For an individual student, this means an increase in the course options from,
perhaps, five or six local courses to more than one hundred subjects.

Differences between women and men

It was found when comparing male and female prisoners that slightly more
than half the female prisoners were participating in prison educational activities,
while the corresponding figure for the male prisoners was approximately 30 %.
For both male and female prisoners who decided to participate in prison educa-
tional activities, upper secondary studies were the most common type of study.

Age differences

In all age groups, the proportion of prisoners who did not participate in
any educational activity was greater than the proportion of prisoners attending
educational activities in the prison. The largest proportions of prisoners attending
educational activities in the prisons were in the age groups 25 — 34 and 35 — 44
to compare with the lower proportions obtained for the age groups 18 — 24 and
45 +. For all age groups except 45 +, upper secondary studies dominated. For the
oldest age group, the most common activity was “other educational activities”,
followed by upper secondary studies.
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Study motivation

The motivation for prisoners to participate in educational activities mainly
concerned the future after release: questions in the study posed to determine
what motivated prisoners to participate in educational activities focused on the
future after release, personal satisfaction in terms of learning and new knowledge,
studies as a way of alleviating boredom, and studies that satisfy the social and
emotional needs of the prisoners (Eriksson-Gustavsson and Samuelson, 2007).
According to the prisoners, it was important to use their time in prison well in or-
der to learn more, improve previous grades, get jobs, and cope better after release.
They also felt that studies in prison might help them feel able to go on to more
education after release, and satisfied their need and desire to learn. Incarceration
is a time of constant waiting for release, and the prisoners also stated that edu-
cational activities were a way of “passing the time”. Neither having friends who
were studying nor encouragement from prison staff seem to have been important
factors in deciding to study.

Reasons for not participating in prison educational activities

The main reasons given for not participating in prison educational ac-
tivities were that the prison did not offer any such activities, or that there were
no activities on offer suited to the needs of the prisoner, for instance vocational
training.More than one quarter of the reasons indicated by prisoners who not
participate in any educational activity belongs to the categories “not interested”,
“not worth the efforts” and that he or she already has enough education.

Conclusions

In the European Union as a whole and in individual European countries,
authorities focus on providing young people and adults with the qualifications
and skills enhancement they require to be able to perform the new tasks in a soci-
ety in constant change. Individuals unable to utilize these opportunities for skills
enhancement will find them marginalized from general educational and the labor
market. In this context, prison populations are vulnerable groups.

It is important to organize the education for each prisoner on the basis of
what he or she knows and has mastered. This is the starting point from which it is
possible to give each prisoner a long-term chance of having his or her educational
needs satisfied. Education is offered for the benefit of the prisoner, for his or her
own personal development, as well being one aspect of the general effort of creat-
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ing a better platform to stand on after release from prison — hopefully to a life free
from criminality and drugs.

Today, the prison population is approx. 500 inmates less than in 1992.
This change is mainly a result of the use of intensive supervision with electronic
monitoring and community service. Those alternatives are possible for persons
who are sentenced to just a few months, when we had this category in prison
some years ago they were almost never eligible for any education because of the
short time.

Today, every prison has a highly diverse population, which must be taken
into account when educational activities are being organized. Every year more
and more young people with a former upper secondary education come into the
prison system. They may have forgotten a lot, some things they may have never
learnt, but with longer and longer sentences they have plenty of time to do some-
thing about it. They may need to refresh their memory and do some parts again,
but they definitely do not belong in the basic education classrooms. If you are
working with classroom teaching in the traditional way, you often start a course
at the beginning of the term and finish it at the end. However, the high turnover
of prisoners in most Swedish prisons affects the prison education. You may well
have ten pupils in a group with the intention to learn, for example Spanish, but
at the end of the term you will probably hot have more than three of four pupils
left — the rest having been transferred to other units or prisons, released of found
something else to do.

It is a matter of concern that so many young prisoners have a need for
compulsory and upper secondary level education. The prison and probation ser-
vices and the educational authorities must make regular surveys of prison popula-
tions, identify needs, and see to it that the educational activities offered are kept
in line with these needs. Many young prisoners serve short sentences and can
easily become a stepping stone to further criminality, which makes it particularly
important to see to it that this kind of short sentence does not imply a disrup-
tion of young prisoners’ education. One possible approach would be to evaluate
the skills of every prisoner serving a short sentence and then draw up a plan that
would also motivate him or her to continue in education after release.

The prison education offered today does not satisfactorily correspond to
prisoners’ educational needs. Good cooperation between the prison and proba-
tion services and other authorities is one of the key starting points for satisfying
prisoners’ educational needs.

Increased investments in prison education would probably be of added
value for society as a whole. From a socioeconomic point of view it would un-
doubtedly be beneficial to invest more in prison education. However, education
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in prison in order to be effective must first of all meet the needs of prisoners and,
secondly, ensure continuity of the learning process and the possibility of partici-
pation of all prisoners. The big challenge of course is to overcome all difficulties
which entails in the place of detention.
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Agapi Kosmidou?
Institut za stalno obrazovanje odraslih (IDEKE), Grc¢ka
Generalni sekretarijat za celoZivotno ucenje (GSLL)

Obrazovanje iza resetaka: svedski primer

Apstrakt: Obrazovanje odraslih ima dugu tradiciju u Svedskoj. Kroz istoriju, primarni
zadatak obrazovanja odraslih bio je da omoguéi osnovno i srednjoskolsko obrazovanje
onima koji tu kvalifikaciju nemaju. Danas, obrazovanje odraslih ima za cilj da odgovori
na potrebe ljudi koji, kao posledicu promena u radnom odnosu ili njihovog li¢nog razvo-
ja, teze daljem sticanju znanja i vestina. Na nivou Evropske unije i pojedina¢nih zemalja
u Evropi, ulozeni su napori kako bi se omogucilo mladim ljudima i odraslima da sti¢u
znanja i vestine koje su im potrebne kako bi se suo¢ili sa novom situacijom u oblasti zapo-
$ljavanja u drustvu koje se stalno menja. Jasno je da ¢e bez ovih vestina i znanja pojedinci
biti iskljuceni iz redovnog sistema obrazovanja i trziSta rada. U ovom smislu, zatvorenici
su posebno ranjiva grupa. U $vedskom kazneno-popravnom sistemu, uskraéivanje slobo-
de je kazna, a ne rad u zatvoru. Umesto toga, vreme provedeno u zatvoru treba iskoristiti
da se smaniji rizik od povratka u zatvor putem stvaranja prilika za zatvorenike kako se
ne bi vratili kriminalu po izlasku iz zatvora. Uloga zatvora je da pripremi zatvorenike
na povratak u drustvo i da ponisti negativne efekte boravka u zatvoru. Zatvor treba da
zatvorenika pripremi za njegovo otpustanje. Svrha ovog rada je da obezbedi kratak opis
obrazovanja i obuke u $vedskim zatvorima. Statisticki podaci su za 2007. i 2008. godinu.

Kljudne redi: obrazovanje u zatvoru, doZzivotno ucenje, obrazovanje odraslih, obuka kli-
jenata, obrazovanje u popravnom domu
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Elementi marketing miksa kao ¢inioci
izbora visokoobrazovne institucije’

Apstrakt: Koris¢enje drustvene marketing orijentacije i ,modela partnerstva® u visokom
obrazovanju predstavlja preduslov opstanka fakulteta u postmodernistickom drustvu, ali
i $ansu za povecanje kvaliteta njihovog funkcionisanja. U ovom radu analizirali smo ulo-
gu i znadaj marketing miksa, kao klju¢nog instrumenta u ostvarivanju Zeljene razmene
izmedu visokoobrazovne institucije i korisnika njenih usluga — studenata. Predstavljeni
su i rezultati empirijskog istrazivanja na osnovu koga smo utvrdili kako korisnici usluga
visokoobrazovne institucije posmatraju znacaj pojedinih elemenata marketing miksa u
donosenju odluke o upisu fakulteta.

Kljuéne reci: marketing miks, visokoobrazovna institucija, obrazovna usluga.

Tokom svog razvoja, institucije visokog obrazovanja predstavljale su gene-
rator razvoja drustva, izvor novih ideja i katalizator drustvenih promena. Medu-
tim, neravnhomeran razvoj drustva, eksplozija znanja, globalizacija, disproporcija
modi (politicke, vojne, ekonomske) na svetskom nivou, kao i brojni drugi faktori
doveli su visoko obrazovanje u stanje krize koja dovodi u pitanje funkciju i ulogu
univerziteta u savremenom drustvu (vise o ovome u Miljkovi¢, 2010). Ovi glo-
balni obrazovni trendovi na domacoj obrazovnoj sceni dodatno se usloznjavaju
njenim autohtonim osobenostima. Najvazniji od njih su: pluralizam u obrazova-
nju koji se kao karakteristika javlja u protekle dve decenije i na koji se tradicio-
nalni fakulteti prilagodavaju ,,u hodu®; ubrzano usloznjavanje ,visokoobrazovnog
trziSta“ osnivanjem brojnih privatnih fakulteta vrlo diverzifikovane orijentacije;
prelazak na bolonjski sistem studiranja na koji se tradicionalni fakulteti prila-
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godavaju takode ,,u hodu® i sa vise ili manje uspeha; prisutnost stranih visoko-
obrazovnih institucija na domacdoj obrazovnoj sceni; uvodenje sistema akredita-
cije fakulteta na nacionalnom nivou, kao mera garancije kvaliteta obrazovanja.
Sve nabrojane karakeeristike uticale su na to da se pred visokoobrazovne
institucije postavlja zahtev za pove¢anjem stepena marketing orijentacije u njiho-
vom poslovanju. Marketinski pristup u visokom obrazovanju doprinosi ne samo
ostvarivanju ciljeva visokoobrazovne institucije i ciljeva njenih korisnika — stu-
denata, ve¢ i $irih drustvenih ciljeva. Ovakva orijentacija podrazumeva teznju ka
kvalitetu u svakom segmentu poslovanja fakulteta, jer je trziste obrazovnih usluga
diverzifikovano i nudi $iroku lepezu obrazovnih institucija, programa i obrazov-
nih oblika, medu kojima budu¢i korisnik obrazovne usluge — student, bira one
koji mu prema svojim karakteristikama najvise odgovaraju. Upravo su karakteri-
stike obrazovne ponude koje bududi student uzima u razmatranje prilikom odluke
o upisu fakulteta, operacionalizovane kroz konstrukt marketing miksa, predmet
naseg interesovanja u ovom radu. Ovo smatramo relevantnim andragoskim pro-
blemom, s obzirom na ¢injenicu da ¢e od sposobnosti fakulteta da odgovore na
potrebe svojih studenata zavisiti njihov dalji opstanak na obrazovnom trzistu.

Primena marketing koncepta u institucijama visokog obrazovanja

Primenom marketinga, shvaéenog kao proces razmene izmedu zaintereso-
vanih strana, institucije visokog obrazovanja mogu znatno poboljsati svoje poslo-
vanje i na taj nacin u veéoj meri ostvariti vlastite i opstedrustvene ciljeve. Primena
marketing koncepta u podrudju obrazovanja treba da doprinese dobrobiti Sireg
segmenta drustva i trziSta rada, uz podizanje svesti o vaznosti dozivotnog obrazo-
vanja. Kotler (Kotler, 2001) naglasava tri osnovna uslova za ostvarenje marketing
koncepta:

1. orijentacija prema potrosacu — ovo znadi da fakulteti, koliko god imali
prilike i potrebe da se bave primenjenim projektnim aktivnostima,
nau¢nim ili drustveno-politickim radom, kao i neizbeznim ,alterna-
tivnim® prikupljanjem sredstava, ne smeju ni za trenutak da zaborave
osnovni razlog svog postojanja — rad sa studentima i usmerenost na
njihov razvoj i dobrobit;

2. dugorotno ostvarivanje dohotka, a ne orijentacija iskljucivo na koli¢inu
prodatih proizvoda, te orijentacija prema ciliu — finansijskom ili nefi-
nansijskom — ovo znadi da je dugoro¢no, stratesko promisljanje jedino
koje je moguce, ukoliko Zelimo da visokoobrazovna institucija opsta-
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ne. Oni koji su osnivali fakultete s namerom da u mutnom vremenu
uzmu novac i nestanu sa obrazovne scene, vrlo brzo ¢e i nestati sa nje.
Ukoliko ne postoji kvalitet obrazovanja i ukoliko institucija visokog
obrazovanja ne zadovoljava potrebe korisnika njenih usluga, stvorice
se negativan imidz koji ¢e zasigurno nadziveti samu visokoobrazov-
nu instituciju. Investiranje u sopstveno visoko obrazovanje je suvise
znacajna zivotna odluka da bi potencijalni studenti rizikovali sa sum-
njivim, neakreditovanim institucijama. Imidz obrazovne institucije je
vrednost koja se dugotrajno i planski gradi, a koja moze biti izgublje-
na za vrlo kratko vreme (npr. nakon samo jedne afere primanja mita,
prodaje diploma i sl.).

3. integrisani marketing obuhvata integraciju svih aktivnosti organizaci-
je — ovo znadi da svi podsistemi visokoobrazovne institucije deluju
sinhronizovano i planski s ciljem ispunjenja njene misije. Aktivnosti
eksternog i internog marketinga, kao i aktivnosti $irenja obrazovne
javnosti su komplementarne i nemaju mnogo smisla ukoliko se po-
smatraju izolovano, izvan svoje funkcije. Oni koji misle da ¢e uspesno
promovisati svoju instituciju isklju¢ivo kroz reklamne kampanje i ma-
terijal, zanemarivsi kvalitet sopstvenih nastavnih kadrova, obrazovnih
oblika i programa, suocice se vrlo brzo sa nezadovoljnim korisnicima
i gubitkom interesovanja potencijalnih kandidata za upis na njihov

fakultet.

Ovu orijentaciju Kotler i Foks (Kotler & Fox, 1995: 11) nazivaju drustve-
na marketing orijentacija, a pod njom podrazumevaju fokusiranje institucije na
identifikovanje potreba, Zelja i interesa svojih korisnika, kao i na nacine koji ée
unaprediti ili sacuvati korisnikovu i drustvenu dobrobit i njihove dugoro¢ne in-
terese. Ovakva orijentacija je u skladu sa ciljevima veéine obrazovnih institucija.

Demografske promene, smanjenje finansiranja fakulteta od strane drzave
kao i rastu¢a konkurencija samo su neki od faktora koji su mnoge visokoobrazov-
ne institucije doveli do upotrebe agresivnije marketing strategije koja podrazu-
meva izjednacavanje studenata sa ,klasiénim® potrosa¢ima u profitnom sektoru.
Ovakva ,,0osvajacka marketing strategija moze imati slede¢e posledice:

* videnje studenta kao kupca moze oduzeti vrednost tradicionalnoj ulozi

fakulteta;

e studenti mogu biti ohrabreni da radije prenesu odgovornost na

ponudaca usluga nego da preuzmu vlastitu odgovornost;
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* neki smatraju da ovaj nacin tretiranja studenata i kori$¢enje ocena pre-
davanja kao primarnog kriterijuma u ocenjivanju fakulteta i osoblja
dovodi do smanjivanja akademskih standarda;

* nastavno osoblje mozZe se smatrati ,protivnicima“ koji stoje na putu
onome $to studenti zele ili kao figura koja je antipati¢na. Kad se pojave
nesuglasice izmedu profesora i studenata, institucija vodena ovom vr-
stom orijentacije logicki se obraca profesoru i ¢esto (ne)opravdano staje
na stranu studenata vodeéi se pomalo profitnom uzrec¢icom: ,, Kupac je
uvek u pravu‘;

* Percepcijom studenta kao kupca koji je platio svoje $kolovanje, nedobi-
janje, neosiguravanje dobrog posla moze biti posmatrano kao krivica
ponudaca usluge;

* Postoji opasnost da neka visokoobrazovna institucija u svojim progra-
mima reaguje na Zelje studenata i da ima atraktivne predmete i sme-
rove, dok su potrebe privrede i drustva sasvim drugacije (Clayson &
Haley, 2005: 1).

Navedeni razlozi opravdavaju zahtev za postavljanjem granica u primeni
marketing koncepta pred visokoobrazovnim institucijama. Presiroko shvac¢ena
potrosacko-prodajna analogija, u kojoj centralno mesto imaju potrebe potrosaca,
dugoro¢no moze biti $tetna za visokoobrazovnu instituciju, jer ,,potreba“ za kvali-
tetnim obrazovanjem nije o¢igledna svim studentima (ili potencijalnim studenti-
ma). Kao adekvatniji model prilagodeniji prirodi i funkciji visokoobrazovnih in-
stitucija, mnogi autori (prema: Mihanovi¢, 2007) predlazu ,model partnerstva®,
koji podrazumeva da se studenti ne posmatraju kao ,klasi¢ni“ potrosadi, a ni kao
proizvod koji treba oblikovati i na koji treba delovati, ve¢ kao jedan od partnera u
pruzanju obrazovne usluge. Ovo i dalje znaci da su studenti sa svojim potrebama
i dalje u centru paznje, ali ne i da su ,studenti uvek u pravu®.

Treba naglasiti da marketing nije prosto reagovanje na okruzenje, ve¢ je
to proaktivan proces koji anticipira i modelira dogadaje. Fakulteti nisu nemo¢ni,
zateceni posmatra¢i na obrazovnoj sceni. Oni svojim aktivnostima, kvalitetom
obrazovnih programa i kvalitetom realizacije nastavnog procesa, kreiraju obra-
zovnu scenu i zadovoljavaju obrazovne potrebe, ¢ime snose deo odgovornosti
za aktuelno stanje na ovom polju. Oni uti¢u i na podsticanje traznje za svojim
uslugama generisanjem novih obrazovnih potreba, ¢ime zadovoljavaju sopstvene
potrebe za inputom, ali u isto vreme vrse i bitnu drustvenu funkciju podizanja
obrazovnog nivoa celokupne populacije. Instrument preko koga visokoobrazov-
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ne institucije aktivno deluju u svom okruzenju i koji ¢e biti predmet nase dalje
painje, jeste marketing miks.

Marketing miks u visokom obrazovanju

Marketing miks predstavlja kombinaciju kontrolisanih elemenata marke-
tinga, kojima se koristi visokoobrazovna institucija da bi postigla ocekivani nivo
kvantiteta i kvaliteta Zeljenog inputa. U literaturi je uobicajeno identifikovanje
Cetiri elementa marketing miksa tzv. 4p: proizvod (Product), prodajna cena (Pri-
ce), distribucija i prodaja (Place) i promocija (Promotion). Alibabiceva (2002)
smatra da osnovnim elementima marketing miksa (proizvod, cena, distribucija,
promocija) na obrazovnom trzistu treba dodati jo$ jedan — nastavne kadrove. Svi
elementi se integri$u i usmeravaju ka korisniku usluge. Praksa je pokazala da bolje
rezultate daje kombinacija elemenata marketing miksa, nego oslanjanje na samo
jedan element. Kombinacija elemenata marketing miksa mora da bude uskladena
sa zahtevima i potrebama korisnika, dok kvalitet kombinacije zavisi od unutras-
njih (kvaliteta kadrova, koli¢ine i kvaliteta opreme i sredstava za rad, finansijskog
marketinga, snaga menadZmenta) i spoljasnjih faktora (zakonodavno-pravne re-
gulative drzave, snage i strategije konkurenata, kupaca, partnera itd.).

Proizvod — obrazovna usluga

Obrazovna usluga je planski organizovana aktivnost visokoobrazovne in-
stitucije kojoj je cilj da zadovolji odredene obrazovne potrebe pojedinca, grupe i
drustva. Proizvod, tj. usluga je osnovni element marketing miksa i glavni instru-
ment preko koga se zadovoljavaju potrebe korisnika. Klasifikuju se s obzirom
na ,opipljivost® ili ,,opredmecenost®, zavisno od toga u kojoj je meri u pruzanju
usluge prisutna i prodaja odgovaraju¢ih materijalnih dobara. ,Kao niski stepen
opipljive usluge smatra se usluga obrazovanja u $kolama... “ (Jovanovi¢, 2003:
332). Usluge, prema misljenju Kotlera (Kotler, 2001), imaju ¢etiri glavne osobine
koje snazno uti¢u na oblikovanje programa marketinga: neopipljivost, nedelji-
vost, nemogucnost ¢uvanja i raznolikost.

S obzirom na to da su obrazovne usluge neopipljive, pa ih potencijalni
korisnik ne moze ,testirati“ pre nego $to donese odluku o ovoj izuzetno vaznoj
zivotnoj investiciji (biranja bududeg zivotnog stila, posla, investiranja ,u sebe®,
kako iz aspekata materijalnih troskova koje treba uloziti u studiranje tako i iz
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aspekta vremena i energije koje ovakva odluka zahteva), jedini sud o njima i nji-
hovom provajderu moze ste¢i putem imidza visokoobrazovne institucije.

Upotreba i pruzanje usluga desavaju se istovremeno. U procesu pruzanja
usluge prisutan je i korisnik usluge i onaj ko je pruza. Upravo njihova interakcija
predstavlja jednu od specifi¢nosti marketinga usluga. Moguce odstupanje u ovom
pravilu mozemo primetiti kod on-line modela obrazovanja, gde je moguca vre-
menska asinhronost u pruzanju usluge, kao i fizi¢ka razdvojenost u¢esnika razme-
ne. Nemogucénost ,,¢uvanja“ usluge je karakteristika koja proizilazi iz prethodne
dve karakteristike. Raznolikost usluge podrazumeva da su usluge vrlo razlicite,
jer zavise od toga ko ih pruza i karakteristika onog ko uslugu koristi. Prisutne su
razlicitosti od institucije koja realizuje visoko obrazovanje, preko nastavnih pro-
grama, metoda, nastavnika, do motiva i sposobnosti samih polaznika.

Cena obrazovne usluge

Cena se najc¢esée defini$e kao novcani izraz vrednosti proizvoda/usluge u
trzi$noj razmeni. Svaka promena cene uti¢e na prihod, obim prodaje i troskove
poslovanja, a preko njih i na dobit. Cena je jedan od instrumenata marketing
miksa koji, kori$¢en samostalno ili u kombinaciji sa ostalim instrumentima mar-
keting miksa, treba da omogucdi realizovanje ciljeva poslovanja. Cena je instrument
(sredstvo), a ne cilj marketing aktivnosti. U teoriji marketinga, cene se izucavaju
kao znacajno sredstvo konkurencije i nezaobilazni instrument marketing aktivno-
sti (Vasiljevi¢, 2004: 298). Osnovno pitanje koje bi se moglo postaviti u vezi sa
ovim elementom marketing miksa je odnos cene i kvaliteta obrazovne usluge.
»Zdravorazumsko rezonovanje®, da bi ve¢a cena trebalo da znadi i vedi kvalitet,
u slu¢aju visokog obrazovanja moglo bi biti dovedeno u pitanje. Za ocekivati je
da ¢e u zemlji u razvoju (kakva je nasa), kao i u uslovima tranzicione ekonomije
i globalne krize, ova stavka biti zna¢ajna prilikom razmatranja potencijalnog fa-
kulteta, koji bi korisnik mogao da upise. Vredno je istaéi da korisnici ¢esto kori-
ste cenu kao vidljivi ,objektivni® element uporedivanja razlicitosti usluga medu
ponudacima.

Promocija fakulteta

,Promociju ¢ini skup razli¢itih komunikacijskih aktivnosti pomo¢u kojih
organizacija, sluzedi se razli¢itim medijima, li¢cnim i op$tim uverenjima, nastoji
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da kupcima svoj proizvod/uslugu udini poznatim i time obezbedi potraznju za
njima“ (Jovanovi¢, 2003: 247).

Uloga, mesto i znacaj promocije u marketingu organizacije se vidi u tome
da proizvoda¢/ponuda¢ na razli¢ite nacine informise kupce/potrosace o proizvo-
du/usluzi koju nudi. Pojedini autori radije upotrebljavaju re¢ komuniciranje nego
promocija, jer smatraju da komuniciranje nije toliko usmereno na prodaju, ve¢
na obavestavanje potrosaca/korisnika.

Promocija podrazumeva da fakultet poseduje informacije o korisnicima
obrazovne usluge, u smislu da je upoznat sa potrebama, oc¢ekivanjima i zeljama
korisnika. Visokoobrazovna institucija uspostavlja komunikaciju sa korisnicima
obrazovnih usluga primenom razlicitih sredstava masovne komunikacije (audi-
tivnog, vizuelnog, audio-vizuelnog i grafickog tipa) i kroz razli¢ite oblike (oglas,
informator, bilten, web stranica, slogan, logo, promotivne manifestacije, itd.).
Promotivne aktivnosti i promotivni materijal imaju dve funkcije: da informisu
potencijalne kandidate i da ih animiraju na obrazovnu akciju, odnosno podsta-
knu da svoje obrazovne potrebe zadovolje bas u instituciji koja se promovise. S
toga kreatori promotivnih strategija treba da obrate paznju kako na informativ-
nost materijala/aktivnosti, tako i na njegovu dopadljivost ciljnoj grupi kojoj je
promocija namenjena. Neke od osobenih javnosti kojima obrazovna institucija
treba da prilagodi sadrzaj i formu promotivnih aktivnosti, prema misljenju Vo¢-
ki¢-Avdagi¢ (Vocki¢-Avdagi¢, 2004: 69) jesu: unutrasnja javnost (aktivnosti in-
ternog marketinga), spoljasnja javnost (potencijalni korisnici obrazovne usluge),
stru¢na javnost i medunarodna javnost (predstavljaju potencijalne saradnike ali
i potencijalnu konkurenciju). Jedan od oblika promocije fakulteta je i saradnja
(nacionalna i medunarodna) visokoobrazovne institucije sa relevantnim organiza-
cijama i univerzitetima. Najtransparentniji i najlakse uocljiv oblik saradnje ovog
tipa su razmene studenata i nastavnog kadra.

Nastavni kadrovi i diplomirani studenti svojom profesionalnos¢u i radom
takode pozitivno ili negativno promovisu visokoobrazovnu instituciju. Neophod-
no je ista¢i da koncepcija reklamne akcije u obrazovnoj ponudi ,,/.../ mora po¢i
od toga da reklama ne nudi samo proizvod ili uslugu, ve¢ mnogo vise, znanje i
umenje, na¢in misljenja, a time stil i nadin Zivota. Tvorci reklamnih kampanja u
ovoj oblasti treba da uti¢u na oblikovanje sistema vrednosti“ (Alibabi¢, 2002: 62).

Distribucija obrazovne usluge

,Distribucija ukljucuje razlicite oblike i aktivnosti preduzeéa koji obez-
beduju da proizvod /usluga bude dostupan na pravom mestu i u pravo vreme*
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(Hani¢, 2008: 68). Lokacija pruzanja usluge dobija na znacaju u konkurentskoj
borbi. Ona moze biti presudna ukoliko potencijalni korisnik proceni da je kva-
litet obrazovne usluge relativno ujednacen kod vise institucija koje ih nude.
Sa ovom stavkom je povezana i ,dodatna vrednost” koju korisnik oc¢ekuje od
zavrSenog fakulteta. Sigurno je da studiranje u prestonici ili centru neke delat-
nosti, omogucava sticanje vise kontakata vaznih za budu¢u profesiju, nudi veci
izbor radnih mesta, odredeni stil zivota i sl. Kotler i Foksova navode da ,lokaciju
obrazovne institucije predstavljaju ne samo prostor, gde ona stoji, nego i okolina
u kojoj deluje, Sire podrucje iz koga dolaze trenutni i potencijalni korisnici obra-
zovne usluge. Za dobar osecaj i uspesan rad studenata i nastavnog osoblja jako je
znacajan kvalitet slusaonica, kabineta, opremljenost biblioteka i laboratorija itd.“
(Kotler & Fox, 1985: 15).

Savremeni razvoj tehnologije danas u velikoj meri olaksava distribuciju
usluga, a omogucava i stvaranje potpuno novih distribucijskih kanala, poput ob-
razovanja na daljinu. Ovo znadi da realizator i korisnik obrazovne usluge vise ne
moraju biti fizi¢ki prisutni u trenutku pruzanja obrazovne usluge. Razvoj teh-
nologije moze predstavljati ili $ansu ili pretnju za visokoobrazovnu instituciju,
u zavisnosti od strategije koju institucija formulise, ali i oblasti iz koje fakultet
pruza obrazovnu uslugu (hirurgija je primer oblasti koju, na trenutnom nivou
razvoja drustva, ne bi bilo optimalno realizovati na ovaj na¢in). Ova stavka relati-
vizuje relevantnost lokacije (svi mogu biti prisutni svuda, sede¢i u svojoj kudi) u
uzem, fizickom smislu, ali njena relevantnost u Sirem smislu, kao okoline u kojoj
fakultet deluje, ostaje podjednako, ako ne i viSe aktuelna (moguénost delovanja
se umrezavanjem povecava).

Direktna isporuka je najpogodnija kada se ne Zele ugroziti o¢ekivani stan-
dardi kvaliteta. Konac¢na odluka o izboru kanala distribucije zavisi od vrste usluga,
stanja na trziStu, preferencija kupaca/korisnika, zakonske regulative, konkurenci-
je, kvaliteta posrednika itd. U okviru ovog elementa marketing miksa visokoobra-
zovne institucije svrstavamo u diverzifikovanost u pogledu organizacionih oblika
obrazovanja u kojim se obrazovni programi nude, kao i moguénosti vanrednog
studiranja ($to je povezano sa prethodnom stavkom).

Nastavni kadrovi

Fakultet predstavlja obrazovnu instituciju u kojoj je obrazovanje funda-
mentalni proces koji, u operacionalnom smislu, ¢ini usluzni proces u kome uce-
stvuju studenti, nastavno i nenastavno osoblje koriste¢i odredena sredstva rada,
energiju, informacije i jo$ neke materijalne i nematerijalne inpute. Kljuénu kom-
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ponentu u realizaciji usluznog procesa ¢ine kadrovi, odnosno nastavnici u viso-
koskolskim institucijama.

Iz perspektive korisnika, razlika izmedu srednjih i odli¢nih usluznih isku-
stava lezi viSe u osobi koja ih usluzuje — u njihovoj direktnoj interakeiji. Ova oso-
ba otelotvoruje uslugu u potrosacevoj percepciji. Alibabi¢ istice da kadrovi zapo-
sleni u obrazovnoj instituciji kvalitetom svoga rada, ali i vlastitim imidZom uti¢u
na ,popularnost” same institucije. Popularnost odredenih nastavnika u nau¢nim
ili stru¢nim krugovima, ili ¢ak u $iroj javnosti, moze rezultirati Zeljom potencijal-
nih studenata da se ba$ posredstvom te li¢nosti upoznaju sa nastavnim sadrzajem.
Stru¢nost, kako u oblasti u kojoj nastavnik drzi predavanje, tako i u oblasti didak-
tike, mora biti predmet stalnog razvoja i usavr$avanja. Ona je toliko bitna za kva-
litet nastavnog procesa, da je regulisana i Zakonom o visokom obrazovanju (ko i
pod kojim uslovima moze da ima nastavnicko zvanje i vrsi funkciju nastavnika na
fakultetima), kao i posebnim statutima visokoobrazovnih institucija.

Marketing miksom do Zeljenog imidza visokoskolske institucije

Imidz je u marketingu emocionalna predstava ili slika koju o nekom ob-
jektu ima subjekt na osnovu svojih dosadasnjih iskustava, predstava, stavova i
misljenja. ImidZ predstavlja mo¢no sredstvo komunikacije s ljudima. Vasiljev i
Salai navode da ,,/.../ kada se u svesti potrosaca formira predstava o jednom pred-
metu s njim se udruzuje jedna viSe-manje zaokruzena zamisao, odredeni imidz
— konglomerat ose¢anja, misljenja, ¢injenica, dozivljaja i stavova® (Vasiljev, Salai,
1993: 39). To znaci da korisnik kupuje viSe od usluge. On kupuje korist, pred-
nost, dozivljaj, odnosno, predstavu koja se odnosi na imena, simbole i dozivljaje
koji, pri dono$enju odluka, mogu imati vecu tezinu od razuma.

Organizacija stvara i oblikuje imidz svojim aktivnostima, kreiranjem adek-
vatnog proizvoda/usluge, aktivnostima eksternog i internog marketinga, kao i
Sirenjem obrazovne javnosti. Dobar imidz omogucava brze i lakse prepoznavanje
i odabir proizvoda/usluga organizacije u ,,moru® sli¢nih. ,,Poznato je u ekonom-
skoj teoriji da se imidZ organizacije za proizvodnju robe Siroke potrosnje, stvara
pomocu instrumenata marketing miksa” (Alibabi¢, 2002: 61). Pored ,imidza kon-
kretne obrazovne institucije postoji i imidZ obrazovnog programa ili oblika, kao
i imidz delatnosti obrazovanja odraslih uopste® (Ibid.). Navedenim ,tipovima”
imidZa treba pridodati i imidz nastavnih kadrova, kao i imidz diplomiranih stu-
denata koji u velikoj meri determini$u celokupan imidz visokoobrazovne insti-
tucije.
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Pozitivan imidz obrazovne institucije moze uticati na nastajanje novih
obrazovnih potreba i pove¢anje motivacije kod potencijalnih korisnika za ko-
ri¢enjem obrazovnih usluga. Ne postoji jedinstvena kombinacija elemenata
marketing miksa kojom se gradi pozitivan imidz visokoobrazovne institucije.
Optimalna kombinacija marketing miksa bitno je uslovljena karakterom delat-
nosti, menadzmentom institucije, ali i trziStem na kojem obavlja svoju poslovnu
aktivnost. U Zelji da odgovorimo na pitanje koji bi medusobni odnos elemenata
marketing miksa bio optimalan na domacéem visokoobrazovnom trzistu, predu-
zeli smo empirijsko istrazivanje.

Opis empirijskog istraZivanja

Cilj naSeg istrazivanja je utvrditi procenu znacaja pojedinih elemenata
marketing miksa kao ¢inilaca izbora fakulteta, procenjenih od strane korisnika
usluga visokoskolske institucije — studenata.

Populaciju ¢ine studenti fakulteta u Srbiji, a uzorak broji 260 studenata i
stratifikovan je po kategoriji vlasnicke strukture fakulteta koji ispitanik pohada
(130 studenata drzavnih fakulteta i 130 studenata privatnih fakulteta u Beogra-
du). Ovakvu stratifikaciju napravili smo polazeci od pretpostavke da su studenti
privatnih i drzavnih fakulteta bili vodeni razli¢itim kriterijumima prilikom dono-
senja odluke o upisu zeljenog fakulteta.

Sto se tice blizih karakreristika uzorka, mozemo re¢i da su ga vedinom
sacinjavale osobe Zenskog pola (61,15%), studenti ¢ije je stalno mesto prebivalista
u gradu (86,54%), kao i oni koji su zavr$ili srednju stru¢nu Skolu (35,38% je
zavrsilo gimnaziju). Roditelji najveéeg broja ispitanika imaju zavr$enu srednju
skolu i struktura uzorka prema obrazovnom nivou oca je relativno ujednacena sa
strukturom uzorka prema obrazovnom nivou majke. U istrazivanju je u¢estvovalo
vise ispitanika ¢ije studije su organizovane po bolonjskom sistemu (82,69%), a
prema statusu finansiranja, veéina ispitanika bili su samofinansiraju¢i studenti
(55,38%). Vedina ispitanika (55,77%) zivi u porodicama koje su, u trenutku
istrazivanja, prihodovale vise od 30.000 dinara po ¢lanu (15,77% porodica is-
pitanika ima manje od 15.000 dinara po ¢lanu, a 28,46% ima izmedu 15.000
i 30.000 dinara). Uzorak je relativno ujednacen po osnovu kriterijuma upisane
godine studija ispitanika (21,15% prva godina; 14,23% druga godina; 23,46%
tre¢a godina; 19,23% cetvrta godina; 21,92 peta i vise godina), a $to se tice duzine
studentskog staza, bilo je najvise ispitanika koji studiraju jednu godinu i éetiri go-
dine (21,54% jedna godina studiranja; 11,54% dve godine studiranja; 19,62%
tri godine studiranja; 19,62% Cetiri godine studiranja; 15,77% pet godina stu-
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diranja; 12,31% Sest i viSe godina studiranja). Poslednja karakteristika uzorka
koja nas je interesovala bio je uspeh koji su studenti postigli u dosadasnjem stu-
diranju. U istrazivanju je u¢estvovalo najvise ispitanika sa dosadasnjim prosekom
ocena izmedu 7,01 i 8,00 (39,23%), za njima slede studenti sa proseckom izmedu
8,01 do 9 (38,08%), na tre¢em mestu su studenti sa prosekom izmedu 9,01 i 10
(16,54%), a najmanje je bilo studenata sa prosekom od 6,01 do 7 (6,15%).

Pod pojmom marketing miksa u ovom istrazivanju ¢emo podrazumevati
prilagodeni (modifikovani) marketing miks za usluge visokog obrazovanja koji ¢e
obuhvatiti sledeée elemente: a) obrazovnu uslugu, b) cenu obrazovne usluge, ¢)
promociju fakulteta, d) distribuciju obrazovne usluge i €) nastavne kadrove. Ispi-
tanici nisu direktno procenjivali znacaj ponudenih elemenata marketing miksa
za izbor fakulteta, ve¢ su to, zbog slozenosti navedenih elemenata, ucinili preko
njihovih indikatora, kori$¢enjem petostepene skale likertovog tipa.

Studenti su procenu znacaja obrazovne usluge pri izboru fakulteta izrazi-
li preko indikatora: 1) procena adekvatnosti nastavnih programa; 2) procena
uskladenosti izmedu nastavnih programa i literature; 3) procena vrednosti i pri-
menljivosti ste¢enih znanja u praksi; i 4) procena vrednosti diplome visokoobra-
zovne institucije na trzistu rada.

Znacaj cene studija za odabir fakulteta istrazili smo preko 3 indikatora: 1)
procene znacaja visine $kolarine za izbor fakulteta; 2) procene znacaja moguéno-
sti budzetskog studiranja za izbor fakulteta; i 3) procene znacaja moguénosti
eventualnih pogodnosti pla¢anja Skolarine za odabir visokoskolske institucije na
kojoj ¢e nastaviti formalno $kolovanje.

Procena znacaja promocije fakulteta za donosenje odluke o izboru fakulteta
ispitana je preko slede¢a 4 indikatora: 1) procena znacaja zastupljenosti fakulteta
u medijima za donosenje odluke o upisu; 2) procena znacaja saradnje fakulteta sa
fakultetima u zemlji i inostranstvu za odludivanje o instituciji u kojoj ¢e nastaviti
obrazovanje; 3) procena znacaja saradnje fakulteta sa relevantnim privrednim i
drustvenim subjektima; i 4) procena znacaja oblika promocije za izbor fakulteta.

Procena znacaja distribucije obrazovne usluge izvrsena je preko 5 indika-
tora: 1) procene znadaja prostornih moguénosti fakulteta; 2) procene znacaja
materijalno-tehnicke opremljenosti fakulteta; 3) procene znacaja prilagodenosti
rasporeda predavanja i vezbi potrebama/moguénostima studenata; 4) procena
znacaja udaljenosti fakulteta od mesta stanovanja; i 5) procena znacaja moguéno-
sti studiranja na daljinu za dono$enje odluke o izboru fakulteta.

Znacaj nastavnih kadrova za odabir bududeg fakulteta je procenjen na
osnovu 2 indikatora: 1) znacaja procene nastavnicke kompetentnosti kadrova za-
poslenih u visokoobrazovnoj instituciji i 2) znacaja imidza nastavnog osoblja za
donosenje odluke o tome koji fakultet studirati.
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Istrazivanje je sprovedeno na drzavnim (Univerzitet u Beogradu) i privat-
nim fakultetima (Megatrend, Singidunum i Beogradska bankarska akademija) na
teritoriji Beograda u periodu mart — april 2010. godine.

Rezultati empirijskog istrazivanja

Rezultati empirijskog istrazivanja nedvosmisleno ukazuju na to da su ak-
tuelni korisnici usluga visokoobrazovne institucije izdvojili obrazovnu uslugu kao
najznacajniji element marketing miksa. Ovaj element marketinskog miksa izdvo-
jio se kao ubedljivo najznacajniji, sa skorom od 2,79 (tabela br. 1). Ubedljivost
ovog rezultata potvrduje podatak da je ¢ak 80% ispitanika iskazalo slaganje sa
tvrdnjama koje ukazuju na znacajnost ovog elementa (tabela br. 2). Za obra-
zovnom uslugom slede obrazovni kadrovi (skor 2,53), koje korisnici obrazovne
usluge procenjuju kao izuzetno bitne za donosenje odluke o instituciji u kojoj ée
ste¢i visoko obrazovanje, ¢ime se opravdava svrstavanje ove kategorije u osobe-
nost marketinskog miksa visokoobrazovne usluge. O znacajnosti ovog elementa
marketinskog miksa govori i podatak da je 57,3% ispitanika potvrdilo znac¢ajnost
ovog elementa prilikom donosenja odluke o izboru fakulteta. Na tre¢em mestu
po znacajnosti za izbor buduéeg fakulteta, nalazi se promocija fakulteta (skor
2,43) i slaganjem viSe od pola ispitanika sa konstatacijom o znacajnosti ovog
elementa (51,5%).

Tabela br.1: Rang-lista znacaja elemenata marketing miksa kao ¢inilaca izbora
fakulteta

Rang Elementi marketing miksa Aritmeti¢ka sredina
1. Obrazovna usluga 2,79
2. Nastavni kadrovi 2,53
3. Promocija fakulteta 2,43
4. Cena obrazovne usluge 2,40
5. Distribucija obrazovne usluge 2,25

Cena obrazovne usluge visokoobrazovne institucije nasla se na ¢etvrtom
mestu sa skorom od 2,40, prema kojem je ova procena vrlo bliska proceni pret-
hodnog elementa (razlika u dobijenim skorovima je 0,03). Ali, ako analiziramo
podatke iz tabele br. 2, vidimo da je najvedi broj ispitanika (47,3%) neodlu¢an po
ovom pitanju, $to ¢ini razliku u skorovima znacajnijom.

Na poslednjem mestu po znacajnosti za izbor fakulteta nalazi se distribuci-
ja obrazovne usluge sa skorom od 2,25 i najveéim brojem ispitanika koji su neod-
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lu¢ni kada razmisljaju o znacajnosti ovog elementa — 43,8% ispitanika. Vredno je
ista¢i da se u odnosu na druge elemente marketinskog miksa, ovde javio najveci
broj ispitanika (15,4%) koji smatraju da ovaj element nije bitan prilikom dono-
senja odluke o tome na kom ¢e fakultetu nastaviti svoje $kolovanje.

Neodlu¢nost najveéeg broja ispitanika po pitanju znacajnosti cene i dis-
tribucije obrazovne usluge za izbor fakulteta nas dovodi u poziciju u kojoj ne
mozemo sa sigurno$¢u tvrditi ni da su ova dva elementa bitna, ni da nisu bitna u
donosenju ove vazne odluke.

Tabela br. 2: Studentska procena stepena znacaja elemenata marketing miksa
kao ¢inilaca izbora fakulteta

Validni procenti
Elementi marketing miksa
Ne slazem se Neodlu¢an/a sam Slazem se
Obrazovna usluga 1,2 % 18,8 % 80,0 %
Nastavni kadrovi 3,8 % 38,8 % 57,3 %
Promocija fakulteta 8,1 % 40,4 % 51,5 %
Cena obrazovne usluge 6,2 % 47,3 % 46,5 %
Distribucija obrazovne usluge 15,4 % 43,8 % 40,8 %

Analiza i interpretacija rezultata

U Zelji da $to dublje proniknemo u sustinu dobijenih rezultata, u daljoj
interpretaciji i analizi rezultata empirijskog istrazivanja detaljnije ¢emo se baviti
rezultatima u vezi sa pojedinim indikatorima elemenata marketing miksa.

Obrazovna usluga se izdvojila kao element marketing miksa koji studenti pro-
cenjuju kao najznacajniji pri izboru fakulteta. Veéina ispitanika se u potpunosti
slaze sa tvrdnjama da stepen korisnosti znanja koja se sti¢u na fakultetu (87,3%
ispitanika) kao i njihova primenljivost u praksi (85,8 % ispitanika), ali i prepo-
znatljivost diplome fakulteta na trziStu rada (84,2% ispitanika) uticu na izbor
fakulteta. Preko 70% ispitanika se u potpunosti slaze da su savremeni, relevantni
i po obimu savladivi nastavni programi znacajni u izboru fakulteta.

Od prvih deset rangova dimenzija elemenata marketing miksa (od ukupno
dvadeset sedam), ¢ak $est pripada razli¢itim dimenzijama obrazovne usluge.
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Tabela br. 3: Ostvareni rangovi dimenzija obrazovne usluge

Rang Dimenzije indikatora procene obrazovne usluge Antmc.tncka
sredina
1. Stepen korisnosti znanja koja se sti¢u na fakultetu 2,82
2. Primenljivost ste¢enih znanja u praksi 2,79
4-5. Prepoznatljivost diplome fakulteta na trzistu rada 2,77
45 Savremenost i uskladenost nastavnih programa sa svetskim 277
’ standardima )
7. Relevantnost nastavnih programa koji se obraduju na fakultetu 2,69
10. Racionalan i savladiv obim nastavnih programa 2,62
12. Pokrivenost obrazovnih sadrzaja adekvatnom literaturom 2,57

Studenti pri izboru fakulteta u prvi plan stavljaju pragmati¢ne Zelje. Apso-
lutno zadovoljenje ovakvih Zelja je prakti¢no nemogude, zbog delikatne situacije
u kojoj se nalazi visoko obrazovanje i kod nas i u svetu (vise o ovome u Miljkovi¢,
2010), uzrokovano turbulentnim promenama koje se odvijaju u njegovom vi-
Sesfernom okruzenju. Ali odredeni pomaci u navedenom pravcu su de facto mo-
gudi, $to ¢e fakultete koji ih budu ucinili sigurno nagraditi optimalnim inputom
(i $to se ti¢e brojnosti i $to se tice kvaliteta). Takode, treba naglasiti da se procenje-
ni i visokorangirani kvaliteti obrazovne usluge ne mogu posmatrati odvojeno od
drugih elemenata marketing miksa, ve¢ iskljucivo u njihovoj meduzavisnosti. Jer,
nastavni programi se ne kreiraju sami, niti se dobijaju gotovi od Ministarstva ob-
razovanja ili trzi$ta rada. Njih kreiraju i realizuju nastavni kadrovi visokoskolske
institucije, a stepen u kojem ¢e polaznici ovladati predvidenim kompetencijama
zavisi pored karakteristika nastavnika i opremljenosti visokoskolske ustanove i
od karakeeristika studenata koji se obrazuju, jer je obrazovanje u svojoj sustini
partnerski proces.

Nastavnim kadrovima kao elementu marketing miksa ispitanici pridaju ve-
liki znacaj. Na visokorangiranom tre¢em mestu indikatora elemenata marketing
miksa nalazi se odnos nastavnih kadrova prema studentima koji odlikuje kolegi-
jalnost i uvazavanje sa skorom od 2,78. Ovo ukazuje na svest, ali i potrebu kori-
snika visokog obrazovanja za ravnopravnim (koliko god je to mogude) i kolegi-
jalnim odnosom koji treba da vlada medu ucesnicima obrazovnog procesa, kako
bi proces dao optimalne ishode. O ovome je ve¢ bilo dosta re¢i u andragoskoj
literaturi. Indikator koji takode mozemo dovesti u vezu sa prethodno recenim, je
visoko kotiran — na 8. mestu, a odnosi se na postovanje dogovorenih rokova pre-
davanja, vezbi, konsultacija od strane nastavnog kadra. Ovo jos jednom ukazuje
na pozeljan partnerski odnos medu ucesnicima obrazovnog procesa. Stru¢nost
nastavnih kadrova je visokorangirana od strane preko 80% ispitanika, $to izmedu
ostalog upuduje i na potrebu konstantnog INSET-a kadrova. Zanimljiv je nalaz
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da se 60 % ispitanika slaze sa tvrdnjom da pozitivna reputacija nastavnih kadrova
u struénim krugovima znacajno uti¢e na izbor fakulteta (17. rang), a da se ¢ak
36,2% ispitanika uopste ne slaze da je poznatost nastavnog osoblja $iroj javnosti
znacajna pri izboru fakulteta — 23. i 24. rang (ali 35,8% ispitanika procenjuje
ovaj aspekt kao znacajan). Ovo znaci da studenti percipiraju stru¢nost nastavnih
kadrova i njihov ugled u profesionalnim krugovima znacajnijim od slike koju oni
imaju u $iroj javnosti.

Tabela br. 4: Ostvareni rangovi dimenzija nastavnih kadrova

Rang Dimenzije indikatora procene nastavnih kadrova Arltme.tlcka
sredina
3 Odnos nastavnih kadrova prema studentima koji odlikuje 278
’ kolegijalnost i uvazavanje ’
6. Relevantna stru¢na znanja nastavnih kadrova 2,76
8 Postovanje dogovorenih rokova predavanja, vezbi, konsultacija od 268
’ strane nastavnog kadra >
17. Poznatost nastavnog osoblja u stru¢nim krugovima 2,43
23-24. Pozitivno misljenje vama bliskih osoba o nastavnom osoblju 2,00
23-24. Poznatost nastavnog osoblja $iroj javnosti 2,00

Ovo se mozZe razumeti posmatrano iz ugla studenta, ali nam se ¢ini ne-
moguéim da potencijalni student (osamnaestogodisnji maturant srednje skole)
ima adekvatan uvid u reputaciju nekog predavaca u profesionalnim krugovima.
Tek tokom studiranja korisnik usluge sti¢e uvid u stepen uvazavanja konkretnog
predavaca od strane njegovih/njenih kolega, kvaliteta objavljenih radova, indeks
citiranosti i sli¢no.

Uticaj promotivnog miksa na izbor fakulteta je procenjivan iz aspekta per-
cepcije zastupljenosti fakulteta u medijima, saradnje fakulteta sa fakultetima u
zemlji i inostranstvu, saradnje fakulteta sa relevantnim privrednim i drustvenim
subjektima, kao i procene informativnosti i dopadljivosti razli¢itih oblika pro-
mocije. Preko 70% ispitanika se u potpunosti slaze sa tvrdnjom da je saradnja
fakulteta sa drugim fakultetima (rang 11), kao i drustvenim i privrednim orga-
nizacijama znacajna pri izboru fakulteta (9. mesto rang-liste — tabela br. 4). Ovo
znaci da se fakulteti moraju umrezavati sa razli¢itim socijalnim partnerima uko-
liko Zele da (p)ostanu atraktivni svojim buduc¢im korisnicima, ali i da na druge
fakultete moraju poceti da gledaju i kao na potencijalne partnere, a ne samo kao
na konkurente (ili ih potpuno ignorisati, $to je najgora moguca opcija).
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Tabela br. 5: Ostvareni rangovi dimenzija promocije

Aritmeticka

Ra Di e indik "

ng imenzije indikatora procene promocije sredina
9 Saradnja fakulteta (studentske prakse, studentske posete, gostujuc¢a predava- 267

’ nja) sa relevantnim privrednim i drustvenim subjektima ’

11 Saradnja fakulteta (razmena studenata, razmena nastavnog osoblja) sa fakul- 257

’ tetima u zemlji i inostranstvu ’
14. Informativnost razli¢itih oblika promocije 2,51
19. Dopadljivost razli¢itih oblika promocije 2,35
21. Pojavljivanje fakulteta u medijima u pozitivnom kontekstu 2,33
26. Prisutnost fakulteta u medijima 1,85

Na 14. mestu rang-liste nalazi se informativnost razli¢itih oblika promo-
cije, dok se na 19. mestu nalazi dopadljivost razlicitih oblika promocije. Ova dva
indikatora ¢ine medusobno komplementarnu celinu koja determinise izbor obli-
ka i sadrzaja promocije. Promocija predstavlja dvosmernu komunikaciju u pro-
cesu razmene (marketingu), pri ¢emu informativnost komunikacije dolazi u prvi
plan, $to potvrduje 61% ispitanika koji procenjuju znacajnom informativnost
razli¢itih oblika promocije (web stranica, informator, bilten, slogan, logo, pro-
motivne manifestacije). Na drugom mestu je dopadljivost ovih oblika promocije.
To ne znadi da ovaj segment promocije treba zapostaviti, o ¢emu govori 51,2%
ispitanika, koji smatraju da oblici promocije moraju biti i dopadljivi.

Na zacelju prioriteta studenata nalazi se pozitivna slika fakulteta u mediji-
ma (21. mesto) i tvrdnja da ona moze oblikovati odluku o izboru (56% ispitanika
se u potpunosti slaze). Ovo je verovatno zato $to se pozitivna slika podrazumeva.
Mozda bi slika o znacdajnosti ovog indikatora za donosenje odluke o izboru bu-
duéeg fakulteta bila drugadija da je pitanje bilo formulisano u odre¢nom obliku
— koliko negativna slika uti¢e na izbor.*

U prilog tome govori i ve¢ pomenuta, visokorangirana Zelja o prepoznat-
ljivosti diplome fakulteta na trziStu rada, $to se ,prodavanjem® diploma moze
dovesti u pitanje.

Pomalo je iznenadujuce da se cena obrazovne usluge javlja kao pretposled-
nja stvar o kojoj studenti razmisljaju kada biraju fakultet, s obzirom na globalnu i
nacionalnu ekonomsku krizu i relativno uéestale proteste studenata po ovom pi-
tanju. Iznos visine skolarine je prema vaznosti zauzeo 22. mesto od moguc¢ih 27,
a ¢ak 26,9 % ispitanika smatra da iznos $kolarine uopste nije znacajan pri izboru
fakulteta, 20% ispitanika je neodlu¢no, dok 53,1% ispitanika smatra da visina
skolarine uti¢e na izbor fakulteta. Najbolje rangirani indikator cene — moguénost
budzetskog studiranja nasao se na 13. mestu rang-liste, a dve tre¢ine (66,2%)

* Dovoljno je setiti se afere ,Indeks“ na Univerzitetu u Kragujevcu (videti: http://www.naslovi.net/tema/35370)



ANDRAGOSKE STUDIJE, 1/2011 151

studenata smatra da je ovaj indikator znacajan pri izboru fakulteta, dok nesto
manji broj njih 50%, procenjuje da su pogodnosti pla¢anja skolarine znacajne
pri izboru buduceg fakulteta.

Tabela br. 6: Ostvareni rangovi dimenzija cene

Rang Dimenzije indikatora procene cene Ar;zr:iei;ijka
13. Mogu¢nost budzetskog studiranja 2,52
20. Pogodnosti u pladanju skolarine 2,34
22. Iznos visine $kolarine 2,26

Ovaj nalaz ima nekoliko mogué¢ih implikacija. Skloni smo verovanju da je
ovakav rezultat posledica stratifikacije uzorka na privatne i drzavne fakultete, tako
da imamo ve¢i broj samofinansiraju¢ih studenata (55,38%) koji su, ocigledno,
u moguc¢nosti da plate $kolovanje i kojima ova stavka ne predstavlja problem.
O ovome svedodi i ¢injenica da veéina studenata (55,77%) potice iz porodica
koje u trenutku istrazivanja, imaju mese¢ni prihod ve¢i od 30.000 dinara po ¢la-
nu. U trenutku istraZivanja prose¢na neto zarada u Republici Srbiji (prema web
sajtu revizorske kude ,DST-Revizija“ d.o.o., http://revizija-dst.co.rs) iznosila je
33.508 dinara u martu, odnosno 34.952 dinara u aprilu 2010. godine (odno-
sno, u mesecima kada je istrazivanje sprovedeno). Ovo znali da nasi ispitanici
ve¢inom poticu iz viseg ekonomskog sloja naseg drustva, sto moze pokrenuti
brojna socioloska, ali i andragoska pitanja. Medu njima se po svojoj vaznosti,
namece pitanje o ravnopravnoj dostupnosti obrazovanja u nasem drustvu, kao i
klasno uslovljenim ciljevima marketinga koji treba da zadovolji te ciljeve, i koji
pored njih ima ¢esto opre¢ne $ire drustvene ciljeve — ravnopravnost, demokratiju,
odrzivi razvoj i sl. To je jo$ jedna od karakeeristika sprecifi¢ne nezavidne pozicije
fakulteta u savremenom drustvu, koji je prinuden da balansira izmedu krajnosti i
da ¢ini kompromise, $to znaci da ne moze do kraja zadovoljiti o¢ekivanja ni jedne
ni druge strane.

Optimisti¢nije tumacenje bilo bi ono u kojem su ispitanici prepoznali zna-
¢aj investiranja u sopstveno visoko obrazovanje, smatrajudi da je ono toliko zna-
¢ajno za njihov bududi Zivot, da se kvalitet stavlja na prvo, a novac tek na cetvrto
mesto prilikom odlu¢ivanja o upisu fakulteta.

Element koji je najlosije rangiran na rang-listi znacaja dimenzija indika-
tora elemenata marketing miksa je distribucija obrazovne usluge. Najbolje rangiran
indikator ovog elementa marketing miksa nalazi se na 15. mestu i odnosi se na
procenu znacajnosti adekvatnih prostornih moguénosti za uspesno realizovanje
nastave. Preko 60% ispitanika smatra da je materijalno-tehnicka opremljenost
slusaonica, kabineta, laboratorija, biblioteka znacajna pri izboru fakulteta. Mo-
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gu¢nost prilagodavanja predavanja i vezbi potrebama/moguénostima studenata je
odmah iza prethodnog indikatora na rang-listi i uti¢e na odluku o izboru fakul-
teta (63,1% ispitanika se u potpunosti slaze sa tvrdnjom). Ovo znadi da studenti
sopstveno vreme posmatraju kao dragoceni resurs sa kojim ocekuju da se visoko-
obrazovna institucija odnosi sa postovanjem i obzirom. Zato donekle ¢udi da se
mogu¢nost studija na daljinu (kao vremenski najfleksibilniji oblik) nasla tek na
25. mestu rang-liste, medu najmanje znacajnim ¢iniocima odluke. Iako, 38,8 %
ispitanika procenjuje moguénost studija na daljinu neznac¢ajnom, 35% ispitanika
se u potpunosti slaze da bi ova opcija mogla da utice na izbor korisnika obrazov-
nih usluga. Ova ¢injenica moze imati veliki andragoski znacaj. Smatramo da ona
govori viSe o nepoverenju studenata tradicionalno koncipiranih fakulteta u ovaj
oblik obrazovanja, ili u vrednost ovako ste¢ene diplome, ili u trenutnu sposob-
nost nasih fakulteta da na odgovarajudi naéin realizuju ovako koncipirane studije.
Vrlo je mogude da sve tri moguénosti uticu na to da studenti trenutno ne razmi-
$ljaju masovno o ovoj opciji, ali smo misljenja da nece jos dugo biti tako i da bi
fakulteti mogli ovu opciju ozbiljnije da razmotre, s obzirom na to koliki potenci-
jal nudi u uspostavljanju nacionalne i internacionalne saradnje u svim oblastima.
U eri opste pokretljivosti, ovo nam se ¢ini kao realna konkurentska prednost (pod
uslovom da su preduslovi ostvarivanja optimalnog kvaliteta zadovoljeni). Vredi
na ovom mestu istaci jo$ jednu ogradu: ne raspolazemo informacijom koliki broj
studenata u Srbiji trenutno studira na domacim i stranim fakultetima koristeci
on-line put. Ovo je izuzetno bitno, jer su na$ uzorak ¢inili studenti tradicional-
nih fakulteta, kojima oéigledno ovakva moguénost nije bila narocito privla¢na i
bitna, a da su oni kojima je ovo bila vrlo vazna stavka prilikom izbora fakulteta
ostali skriveni od nasih pogleda.

Tabela br. 7: Ostvareni rangovi dimenzija distribucije

Rang Dimenzije indikatora procene distribucije Ar;;rer‘liei;ii:ka
15. Adekvatne prostorne moguénosti za uspesno realizovanje nastave 2,49
16. Prilagodenost rasporeda predavanja i vezbi moguénostima/potrebama 2,44
18. Tehni¢ko-materijalna opremljenost kabineta 2,42
25. Mogué¢nost studija na daljinu 1,96
27. Blizina fakulteta mestu stanovanja 1,80

Blizina fakulteta je indikator koji se na poslednjem mestu uzima u razma-
tranje prilikom donosenja odluke. Ovo znaci da fakulteti bez obzira na lokaciju
i geografski polozaj, ukoliko nude vrhunski kavalitet obrazovne usluge uz izvan-
redne obrazovne kadrove, dobru promociju i relativno pristupacnu cenu, mogu
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rac¢unati na korisnike. Losa lokacija je u ovom slu¢aju samo lo$ izgovor za lose
poslovanje.

Zakljucak

Turbulentnost, umrezenost i globalizacija postali su konstantno obelez-
je viSesfernog okruzenja visokoobrazovne institucije. Pluralizacija (visokog) ob-
razovanja nuzno dovodi do povecanja broja institucija koje se primarno bave
obrazovanjem, kao i diverzifikovanosti obrazovnih programa koji se nude, $to
neumitno vodi ka njihovom naglasenom konkurentskom odnosu. Efekti plura-
lizacije su povecanje moguénosti izbora potencijalnog korisnika obrazovne uslu-
ge i mogu¢nosti zadovoljavanja Sireg spektra obrazovnih potreba, ali i povecanje
kvaliteta obrazovanja, koji bi trebalo da se javi kao posledica ,prirodne selekcije®
u ovoj oblasti. S obzirom na to da je obrazovanje neopipljiva usluga o ¢ijem
se kvalitetu ne moze suditi na osnovu preliminarnog testiranja (konzumiranja),
zanimalo nas je koji elementi marketinskog miksa vode potencijalnog korisnika
prilikom donosenja odluke o upisu konkretnog fakulteta. O¢igledno je da imidz
visokobrazovne institucije predstavlja element koji igra bitnu ulogu u donosenju
ovako vazne odluke, a elementi marketing miksa upravo ¢ine sredstva kojima se
imidz formira. Rezultati empirijskog istrazivanja ukazuju da studenti na prvo
mesto stavljaju kvalitet obrazovne usluge, pri ¢emu oc¢ekuju da je obrazovanje
pragmatic¢no i utilitarno, odnosno, stepen korisnosti znanja i primenljivost ste-
¢enih znanja u praksi su najbolje rangirani u njihovim o¢ima. Za izbor fakulteta
vilo znacajnim su se pokazali i nastavni kadrovi, koji su opravdali sopstveno svr-
stavanje u elemente marketinskog miksa. Nastavni kadrovi fakulteta su klju¢ni
visokorangirani element koji se nalazi u funkcionalnim i proaktivnim odnosima
sa ostalim elementima marketinskog miksa. Studenti u prvi plan ovog elementa
marketing miksa stavljaju odnos nastavnih kadrova prema studentima (koji treba
da odlikuje kolegijalnost i uvazavanje), ¢ak ispred stru¢nosti nastavnih kadrova,
$to je takode bitan prostor u kome fakulteti i njihovi kadrovi mogu da ostvare
napredak. Studenti imaju svest da im je od male koristi visokostru¢ni, mozda
¢ak i genijalni nastavnik, koji je nedostupan, gord, autarkican i dalek. Upravo je
odnos nastavnik — polaznik klju¢an za uspeh nastavnog procesa, $to je jedan od
osnovnih andragoskih postulata.

Promocija, kao oblik komunikacije izmedu visokoobrazovne institucije i
potencijalnih korisnika njene usluge, nalazi se na tre¢em mestu prema vaznosti
koju ima u donosenju odluke o instituciji na kojoj ¢e se ste¢i fakultetska diplo-
ma. U okviru ovog elementa kao najbitniji su procenjeni saradnja fakulteta sa
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relevantnim privrednim i drustvenim subjektima, kao i sa drugim fakultetima
u zemlji i inostranstvu. Moramo naglasiti da ove karakteristike jednim svojim
delom spadaju i u karakteristiku obrazovne usluge, i da kao takvi, potencijalnom
studentu predstavljaju odredenu garanciju kvaliteta — relevantni partneri (pre-
stizni privredni i druStveni subjekti i drugi fakulteti optimalnih karakeeristika
i reputacije) nece stupiti u partnerski odnos sa fakultetom koji to ne zasluzuje.

Na zacelju prioriteta koji se razmatraju prilikom odabira konkretnog fa-
kulteta nalaze se novac koji treba izdvojiti za $kolarinu, kao i indikatori u vezi sa
distribucijom obrazovne usluge. Ne sumnjajudi u ispravnost dobijenih rezultata,
smatramo pozeljnim da na ovom mestu stavimo ogradu i kazemo da su mozda
odredene karakteristike uzorka istrazivanja determinisale ovakve rezultate. Kao
prvi razlog izrazavanja odredene rezerve prema ,apsolutnosti“ ovakvih rezultata
istakli bismo to $to su nam uzorak bili studenti — aktuelni korisnici usluge, koji
uslugu koriste razli¢iti vremenski period (neki i preko 6 godina), te je to mogao
biti razlog odredene distorzije u njihovom misljenju i se¢anju. Postavlja se pitanje
da li bi potencijalni korisnici usluge na isti nadin rangirali elemente marketing
miksa kao oni koji ve¢ koriste obrazovnu uslugu. Drugi, ne manje bitan razlog
rezerve ove viste imamo u nereprezentativnosti uzorka po pitanju finansijskog
stanja porodice ispitanika, koji ima ve¢a primanja u odnosu na prosek Srbije. Tre-
¢i razlog je to $to su korisnici on-line na¢ina studiranja ostali van naseg horizonta
posmatranja, takode zbog karakteristika uzorka.

Uprkos navedenim ogradama, smatramo da se dobijeni rezultati mogu ko-
ristiti u uspes$nijem kreiranju marketinskog miksa nasih fakulteta, pri ¢emu briga
o kvalitetu obrazovne usluge ipak mora biti na prvom mestu. Ostali elementi
marketing miksa moraju biti prvenstveno u funkciji poboljsanja ovog najbolje
rangiranog elementa.

Takode, zelimo da naglasimo da u ovoj oblasti nema jednog uspesnog,
»konzerviranog“ recepta koji se moze primenjivati u svim situacijama. Optimalna
kombinacija elemenata marketing miksa bitno je uslovljena karakterom delatno-
sti, menadzmentom institucije, ali i trzi$tem na kome visokoobrazovna institucija
obavlja svoju aktivnost. Konstantnost promena okruzenja ¢ini istrazivanja ovog
tipa ne samo pozeljnim, ve¢ i nuznim.
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Elements of the Marketing Mix as Factors
for Higher Education Institution Choice’

Abstract: Using social marketing orientation and the ,,partnership model“ in higher edu-
cation is a prerequisite for the survival of faculties in postmodern society, but also an
opportunity to increase the quality of their functioning. In this paper, we analyze the
role and importance of the marketing mix, as a key instrument in achieving the desired
exchange between faculties and users of their services - students. We also had presented
the empirical research results. On basis of results, we identify how users of higher educa-
tion institutions services consider the importance of certain marketing mix elements, in
making choice of their future faculty.

Key words: marketing mix, higher education institution, educational service.
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Razvoj institucije stalnog stru¢nog nadzora
nad osnovnim $kolama u Srbiji u XIX veku?

Apstrakt: U ovom radu predstavili smo razvoj institucije $kolskog nadzora nad osnovnim
$kolama u Srbiji u XIX veku. Na osnovu analize normativnog okvira skolskog nadzora
(8kolskih zakona, uputstava i propisa), izvestaja $kolskih nadzornika i belezaka ucitelja o
karakteru $kolskog nadzora, nastojali smo da rasvetlimo i objasnimo promene u koncep-
ciji nadzora nad osnovnim $kolama. Nasa analiza je pokazala da je $kolska revizija u Srbiji
zapocela kao upravni nadzor, koji je bio u funkciji kontrole rada skola i uditelja, a da je
devedesetih godina XIX veka preovladao koncept stalnog stru¢nog nadzora sa naglaseno
instruktivnom funkcijom — ovaj nadzor imao je za cilj da unapredi kvalitet nastavnog
rada i osposobljenost uditelja. Promene u koncepciji skolskog nadzora odslikavaju se i u
razli¢itim nazivima ove institucije: najpre su nadzor vrsili upravitelji, direkeori, inspektori,
revizori i staratelji, da bi se krajem XIX veka ustalio izraz $kolski nadzornici.

Kljuéne reci: istorija Skolstva, Skolski nadzor, osnovne skole.

Uvod

U protekloj deceniji u¢injen je zna¢ajan pomak u teorijskom pristupu isto-
riji obrazovanja u Srbiji XIX i prve polovine XX veka, koja se, pre svega u rado-
vima Lj. Trgovcevi¢ i A. Duroviéa (Trgovcevié, 2003; Durovi¢, 2004), sagledava
u kontekstu dru$tvene modernizacije. Proces diferencijacije sistema obrazovanja
kao modernog drustvenog sistema, kao $to je poznato iz fundamentalnog rada
na ovu temu nemackog sociologa Niklasa Lumana, uvek je pra¢en formiranjem
»obrazovnog establiSmenta”. (Luhmann, 1998) Neposredna istrazivanja nastanka
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i funkcionisanja prosvetne administracije u Srbiji nisu vrsena, mada postoje broj-
ni nalazi koji ukazuju na njenu neefikasnost.

Nadzor nad skolama, takode, nije privukao ve¢u paznju istori¢ara obrazo-
vanja, iako se izvestaji Skolskih nadzornika obilato koriste u njihovim radovima.
Tako je knjizevna slika skolske revizije u pripovetkama Milovana Glisi¢a i Radoja
Domanovi¢a ostala najupecatljivije svedocanstvo o procesu koji je doveo do kon-
stituisanja modernih (,istrazivacko-konsultativnih®) profesija u obrazovanju.

U ovom radu nastojali smo da rasvetlimo i objasnimo promene u karakteru
nadzora nad osnovnim $kolama u Srbiji u XIX veku na osnovu analize normativ-
nog okvira $kolskog nadzora (zakona i uputstava), izvestaja skolskih nadzornika i
uciteljskih kritika na ra¢un prakse nadzora. Posebno smo istakli blizak odnos koji
je postojao izmedu potrebe drzave da obezbedi kontrolu kvaliteta obrazovnog
procesa i li¢nih i profesionalnih ambicija u¢itelja. Upravo je napetost izmedu ovih
aktera obelezavala debatu o pitanju skolskog nadzora u srpskom drustvu i uticala
na donosenje politickih odluka.

Skolski nadzor u Srbiji u periodu od 1832. do 1870. godine

Pocetak skolskog nadzora u Srbiji vezuje se za Atanasija Teodoroviéa, upra-
vitelja normalnih Skola u Beogradu, koga je knez Milo$ na ovu funkciju postavio
21. aprila 1832. godine.> Krajem $kolske 1831/32. godine A. Teodorovi¢ odr-
zao je godisnji ispit u beogradskoj osnovnoj skoli. U izvestaju iz ove revizije, od
31. avgusta 1832. godine, upravitelj je kriti¢an prema ,detetonastavniku” Tomi
Solaru: belezi da se katehezis ne uci u potrebnom obimu, da su deca slaba u ne-
mackom jeziku, da su mladi uéenici iz ratuna nauili jedino da razlikuju cifre... *

Godine 1836. (21. marta) ustanovljena je funkcija direktora sviju skola na
koju je postavljen Petar Radovanovié. Za direktora je doneto posebno Nastavlenije
kojim je definisano da je on ,,/.../ staresina sviju uditelja u Srbiji, on motri nad
ispunjenijem njini duznosti, da umejuée i pogresavajuce ispravlja i voobste nasto-
ji, da skole normalne budu u redu, i da se junost u njima celishodno vaspitava”.’
Nastavlenijem je uvedena funkcija mesnih nadziratelja koje je postavljao direktor

3 Postavljenje Atanasija Teodorovi¢a za profesora Velike $kole i nadziratelja normalnih skola (21. april 1832.
god.). U: T. Dragicevi¢ i S. Timotijevi¢ (u red.) (2009). Skolstvo i prosveta u Srbiji 1817-1838. Beograd: Arhiv
Srbije, str. 16-18.

¢ Izvedtaj Atanasija Teodorovi¢a, upravitelja normalnih $kola u Beogradu o uspehu ucenika (31. avgust 1832.
god.). U: T. Dragicevi¢ i S. Timotijevi¢ (u red.) (2009). Skolstvo i prosveta u Srbiji 1817-1838. Beograd: Arhiv
Srbije, str. 16-18.

> Nastavlenie Direlftoru sviju $kola u KnjaZevstvu Srbije (21. mart 1836. god.). U: T. Dragicevi¢ i S. Timotijevi¢
(u red.) (2009). Skolstvo i prosveta u Srbiji 1817-1838. Beograd: Arhiv Srbije, str. 134-137.
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iz redova svestenstva i uglednijih gradana. Njihov je zadatak bio da prate rad
skole i ucitelja i to bez ikakve nadoknade. Direktor sviju $kola, P. Radovanovi¢,
izvisio je prvu reviziju $kola krajem $kolske 1835/36. godine — obisao je 68 skola
u kojima je bilo 2.273 ucenika.® Njegov izvestaj sadrzi podatke o $kolama koje
je obisao (mesto i srez u kome se $kola nalazi, da li je $kola drzavna ili opstinska,
da li ima mladu i stariju klasu), o starosti ucitelja, njihovom poreklu i bratnom
statusu i o tome koliko dugo rade kao uéitelji. Takode, P. Radovanovic¢ je zabele-
zio svoju procenu ,sposobnosti i vladanja uditelja” i kratko zapazanje o njihovom
obrazovanju, odnosu sa mestanima, eventualnim krivicama i kaznama. Direktor
je procenio da je od 68 ucitelja samo njih 16 sposobno da radi u starijoj klasi nor-
malne (osnovne) skole, a da bi se od preostalih 52 ucitelja tek nekolicina mogla
usavrSavanjem osposobiti za taj rad.

Nakon donosenja Turskog ustava 1838. godine ustanovljena je Visoka
kancelarija prosvestenija i saniteta kojom je rukovodio Stefan Stefanovi¢ Tenka
u funkciji popecitelja prosvestenija i vrhovnog nadziratelja karantina. Za narednu
skolsku godinu, u cilju efikasnije uprave i nadzora nad $kolama, Srbija je po-
deljenja na dva okruga, isto¢ni od Beograda ka Timoku i zapadni od Beograda
ka Drini, a skolski nadzor u skolskoj 1837/38. godini obavili su S. Stefanovi¢ i
Konstantin Brankovi¢, profesor filozofije na Liceju.

Znacajnije izmene u organizaciju $kolskog nadzora unete su Ustrojenijem
Jjavnog ulilisnog nastavlenija iz 1844. godine. Ovim opstim Skolskim zakonom
nadzor nad osnovnim $kolama regulisan je na slede¢i na¢in: postoji mesni upravi-
telj na nivou opstine, u ¢ijem je delokrugu da se stara o $kolskim potrebama i dva
glavna upravitelja koji vr$e upravni nadzor — staraju se o tome da se postuju skol-
ski zakoni i propisi, prisustvuju godi$njim ispitima i ocenjuju rad ucitelja.” Potom
je 1853. godine ustanovljeno zvanje glavni inspektor ucilista. Na ovo mesto po-
stavljen je Platon Simonovi¢ za koga je izaslo posebno ,,nastavlenije”. Uputstvom
za glavnog inspektora odredeno je da on svake godine treba da poseti nekolicinu
osnovnih $kola i tako za pet godina obide sve skole u Srbiji.

Preustrojenijem viseg nadzirateljstva i uprave Skolske od 22. avgusta 1857.
godine ucinjeni su prvi koraci u pravcu centralizacije $kolskog nadzora. Ovim
zakonom ukinute su funkcije glavnog inspektora ulilista i glavnuh upravitelja, a
Popeciteljstvo prosvestenija preuzelo je da preko cetiri sekretara vrsi neposredan

¢ Spisak sviju, u pravitelstvenim i obSetestvenim $kolama Knjazevstva Srbije naodedi se ucitelja (20. juli 1836.
god.). U: T. Dragicevi¢ i S. Timotijevi¢ (u red.) (2009). Skolstvo i prosveta u Srbiji 1817-1838. Beograd: Arhiv
Srbije, str. 134-137.

7 Ustrojenije javnog ulilisnog nastavlenija, 1844, str. 325-328.
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nadzor nad $kolama.? O ovim izmenama dr Nikola ]. Petrovi¢ pise: ,,Koliko sam
saznao, ukidanje glavnih upravitelja skola bila je stvar li¢nih obzira. Radovanovi¢
bese umro. Samo je bio g. Milovan Spasi¢ kao jedini glavni upravitelj. U ono
doba on nekako avanzova za nacelnika popeciteljstva prosvestenija i tako je nesta-
lo ljudi za glavne upravitelje. Zakon je kazao samo ono $to je ve¢ bilo postojalo”.’

Centralizacija $kolskog nadzora koja je uvedena zakonom iz 1857. godine
potvrdena je Zakonom ustrojstva osnovi skola iz 1863. godine kojim su nadzor nad
osnovnim $kolama preuzela dva sekretara Ministarstva prosvete i crkvenih dela.
Sekretari su obilazili Skole po Srbiji na kraju skolske godine ili su pozivali ucitelje
da dodu u vece mesto i donesu protokole iz kojih se moglo videti $ta su radili.
Njihov osnovni zadatak bio je da ocene rad uditelja. S druge strane, i drzava i
opstine bile su zainteresovane jedino za to da ucitelj dobije pozitivhu ocenu i da
skola nastavi sa radom. Malo ko je obra¢ao paznju na to kako izgleda nastavni
rad ucitelja. Kada je u Srbiju 1868. godine dosao Porde Natosevié, posle obila-
ska Skola u beogradskom okrugu podneo je izvestaj u kome je stanje u $kolama
ocenio kao veoma lose: ,I opet moram da izjavim da ni u onim najboljim uslo-
vima nikakve koristi ne vidim. Celo je ovo znanje samo prividno, samo spolja
za decu prilepljeno. Deca ni malo svesti nemaju o onome $to znaju, zato su ve¢
sada gotovo sve zaboravila §to su prvog te¢aja sa onoliko naprezanja nauéila. Sta
god da se ovako samo mehanicki na izust uci i zna, mora se za malo vremena sve
zaboraviti.” !

Mozemo da zaklju¢imo da je nadzor nad osnovnim Skolama u Srbiji u
periodu 1832-1870. godine zapoceo kroz funkciju upravitelja normalnib skola i
direktora sviju Skola koji su bili direktno odgovorni knezu, da bi pedesetih godina
presao u ruke Popeciteljstva prosvestenija i da je revizija dominantno imala ka-
rakter upravnog nadzora — cilj je bio da se obezbedi postovanje skolskih zakona i
propisa i oceni rad ucitelja. Skolski revizori imali su zadatak da na kraju $kolske
godine ispitaju i ocene znanje ucenika. Budu¢i da jos uvek nije bila razvijena svest
o znacaju nacina na koji ucitelj dolazi do rezultata, revizori se nisu bavili nastav-
nim radom uditelja. Verovalo se da je znanje koje ucenici pokazu na ispitu jedini
dobar pokazatelj kvaliteta rada ucitelja.

8 Preustrojenije viSeg nadzirateljstva i uprave $kolske. U: Zbornik zakona i uredbi i uredbeni propisa u KnjaZevstvu

Serbskom, Beograd, 1957.
9 Petrovié, J. N. (1880). ,Skolski nadzor”. Prosvetni glasnik, sv. IV, str. 167.
1 Cunkovié. S. (1971). Skolsktvo i prosveta u Srbiji u XIX veku. Beograd: Pedagoski muzej, str. 85.
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Karakter nadzora nad osnovnim $kolama u periodu

od 1870. do 1890. godine

Kriticka zapazanja D. Natosevica o $kolama koje je obisao, iako su naisla
na osudu prosvetnih vlasti, doprinela su intenziviranju napora na reformi osnov-
noskolske nastave. Prvi korak u tom pravcu bilo je osnivanje Utiteljske skole u
Kragujevcu 1871. godine. Za $kolovane ucitelje bili su potrebni jednako spremni
nadzornici. U skolskoj 1871/72. godini ministar prosvete S. Novakovi¢ odustao
je od prakse da reviziju vise isklju¢ivo ¢inovnici ministarstva. U nadzor je kao
svoje izaslanike, pored sekretara ministarstva prosvete i crkvenih dela, Milorada
Popovica Sapcanina i Milana D. Mili¢evi¢a, poslao profesore srednjih $kola, a
ovaj model nadzora zadrzali su i docniji ministri."

Godine 1880. ministar S. Boskovi¢ potpisao je prvo uputstvo za Skolske
nadzornike. Uputstvom g.g. izaslanicima ministarstva prosvete i crkvenih poslova
koji ce pregledati skole u Srbiji 1880. godine od izaslanika se trazilo da u osnov-
nim Skolama prate ,,op$te stanje” u nastavi, uspeh ucenika i postovanje skolskih
zakona i propisa. Preporucuje se da izaslanik prisustvuje godiSnjem ispitu svih
ucenika u osnovnoj $koli da bi na taj nadin utvrdio $ta je ulitelj predavao i da li
se pridrzavao nastavnog plana, da prati na koji na¢in uéitelj ispituje i objasnjava
na ispitu, da pregleda da li $kola ima potrebna nastavna sredstva i da li su ucenici
redovno pohadali nastavu. Takode, izaslanik je imao zadatak da pregleda dnevnik
predavanja i prozivki, spisak kazni, inventar stvari i knjiga, Skolsku zgradu (skol-
ski namestaj, higijenu skolske zgrade i dvorista) i da razdeli knjige najuspesnijim
ucenicima.'?

Dalje izmene karaktera nadzora nad osnovnim $kolama, i to u pravcu za-
snivanja stalnog struénog nadzora, uéinjene su na inicijativu ministra prosvete i
crkvenih dela S. Novakovi¢a koji je 21. marta 1881. godine doneo Zakon o nad-
ziranju $kola."> Ovim zakonom odredeno je da nadzor u osnovnim $kolama vrse
Llica iz prosvetne struke”, pre svega profesori uditeljske i srednjih $kola. Nadzor je
i dalje imao funkciju ocenjivanja uditelja i zato je bilo uredeno da nadzornik obi-
lazi $kole na kraju skolske godine i prisustvuje godisnjim ispitima (predvidene su
ocene od 1 do 5 — rdav, slab, dobar, vrlo dobar i odli¢an). Zakonom o nadziranju
Skola definisano je da nadzornike postavlja ministar prosvete i crkvenih dela na
predlog Glavnog prosvetnog saveta (koji je ustanovljen 1880. godine), a njihov

1, Skolski revizori za 1872. godinu*, Skola, 1872, god. V, br. 13, str. 208.

12, Uputstvo g.g. izaslanicima ministarstva prosvete i crkvenih poslova koji ¢e pregledati Skole u Srbiji 1880.
godine”, Prosvetni glasnik, 1880, god. 1, sv. 2, str. 40-41.

13 Zakon o nadziranju $kola”, Prosvetni glasnik, 1881, god. II, sv. 7, str. 235-236.
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broj da se odreduje prema potrebi. Za $kolsku 1880/81. godinu imenovano je 24
nadzornika.'

Budu¢i da je zakonom bilo odredeno da se za nadzornike biraju lica iz
prosvetne struke postavilo se pitanje da li su ucitelji kompetentni da preuzmu ovu
funkciju. Iz uciteljstva su stizali zahtevi da se nadziranje osnovnih $kola prepusti
iskusnim uditeljima, ali je u Glavnom prosvetnom savetu preovladavao stav da
duznost nadzornika treba da obavljaju srednjoskolski profesori sa visokim obrazo-
vanjem. Na listi nadzornika za skolsku 1880/81. godinu nije bio ni jedan ucitelj,
a Skolske 1881/81. postavljen je za nadzornika samo jedan, uditelj iz Loznice,
Milan Nastovi¢.”

Godine 1881. uitelji u Srbiji osnovali su Uditeljsko udruzenje koje je
1882. godine pokrenulo staleski list ,,Ucitelj”. Preko ovog casopisa ucitelji poci-
nju aktivno da uéestvuju u raspravi o uredenju $kolskog nadzora. Ve¢ u drugom
broju , Uitelja” izasao je ¢lanak o skolskom nadzoru koji je potpisan inicijalima
D.T.M., u kome se trazi uvodenje stalnog stru¢nog nadzora koji bi obavljali uci-
telji sa zavr$enom uditeljskom Skolom.' Iste godine izasao je ¢lanak anonimnog
autora u kome se u prilog stalnom struénom nadzoru navodi: ,Prestalo bi se sa
krparenjem pouke nad nespremnim nastavnicima koja se sa onako losim rezul-
tatima vr$i za vreme velikog skolskog odmora, ta bi pouka postala redovan posao
stalnih $kolskih nadzornika /.../ Nastala bi prava revizija u svako doba godine
u kojoj bi se uditelji ocenjivali na svom poslu; znali bi se pouzdano svi uzroci
nepostignutog uspeha u $kolskom radu pojedinih nastavnika, otklanjale bi se sve
mogucde smetnje za vremena; /.../ otklonilo bi se i ovo svakidasnje biranje revizo-
ra, pri kome hotimi¢no ili nehoti¢no upadne i prilican broj ljudi za koje su rad
u osnovnoj skoli i sve teskoée koje su sa tim radom skopcane, kao i psiholoski
procesi de¢jeg razvitka, da ne re¢emo $to vise, veoma malo poznati; /.../ ojacala bi
u narodu svest o vaznosti Skolovanja”."”

Kada je 1881. godine institucija nadzora nad osnovnim $kolama dobila
zakonski okvir (donoSenjem Zakona o nadzoranju skola) u prosvetnim krugovima
se ocekivalo da je to prvi korak ka ustanovljenju stalnog stru¢nog nadzora koji bi
bio vise u funkciji unapredivanja rada uditelja, a ne samo njihovog ocenjivanja.
Medutim, Zakon o osnovnim skolama od 31. decembra 1882. godine nije zadirao
u karakter nadzora. Skolska revizija je po ovom zakonu ostala u rukama profesora
uciteljske i srednjih $kola, a zadaci nadzornika ostali su isti: da oceni rad ucitelja
ocenom od 1 do 5, da nadgleda redovnost pohadanja nastave, da prati u kakvom

14, Postavljenja skolskih nadzornika za godinu 1880-81”, Prosvetni glasnik, 1881, god. II, sv. 9, str. 316.

>, Nadzornici za osnovne $kole za 1881-82. skolsku godinu®, Prosverni glasnik, 1882, god. I11, sv. 9, str. 269.
'*D.T.M. (1882). ,Nadzor u osnovnoj skoli”, Uéitelj, god. I, br. 2, str. 37-39.

17 ,,Pred reviziju”, Utitelj, 1882, god. 1, br. 15, str. 233.
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su stanju Skolske zgrade i $kolska dvorista, snabdevenost $kole nastavnim sredstvi-
ma...'® Izvesne izmene u karakter nadzora unete su preko Upusstva za nadzornike
osnovnih Skola od 6. maja 1883. godine. U ovom uputstvu prvi put se govori o
tome da nadzornik treba da prati da li je uditelj rezultate postigao oslanjajuéi se
na savremena saznanja iz pedagogije i drugih nauka, razvijaju¢i samoradnju i mi-
$ljenje ucenika ili se u metodama rada previse oslanjao na ,,mehanicizam i upam-
¢ivanje gradiva”."” Uputstva za Skolske nadzornike koja su donosena u narednom
periodu zadrzala su ovaj stru¢no-pedagoski zahtev. Statisticki pregled za period
1880-1884. godine pokazuje da se broj nadzornika kretao izmedu 24 i 28 i da su
nadzornici u reviziji u proseku provodili od 25 do 33 dana, da je svaki nadzornik
u proseku imao da pregleda oko 27 $kola i oceni oko 38 ucitelja.* U ovakvim
uslovima bilo je tesko da nadzornik stekne objektivan uvid u nadin rada ucitelja
i da se pozabavi stru¢nim upudivanjem uditelja u bolje metode nastavnog rada.
Iako su ucitelji isticali zahtev da se Skolski nadzornici biraju iz uciteljskih
redova u periodu 1883-1886. godine broj ucitelja $kolskih nadzornika kretao se
od jedan do cetiri po skolskoj godini. U¢itelji su znali da je u pozadini ovakvog
stanja stajala politicka volja. Kao simpatizeri i podrzavaoci radikalne stranke u
obrac¢unu kralja Milana sa radikalima, koji je usledio nakon Timocke bune, udi-
telji su bili u nemilosti, a zbog svojih politickih stavova premestani su iz mesta u
mesto, pa ¢ak i otpustani iz sluzbe. O karakteru skolske revizije u ovom periodu
govore dva priloga Jovana Miodragovica, prvi iz 1883. i drugi iz 1887. godine.
U prvom je dao sliku godisnjih ispita u Lajpcigu, u koji je kao drzavni blagode-
janac poslat na studije pedagogije, a u drugom je opisao li¢no iskustvo iz uloge
skolskog nadzornika u Srbiji. O sSkolskoj reviziji u Lajpcigu J. Miodragovi¢ pise
sledece: ispiti se odvijaju u velikim salama i imaju karakter svecanosti, ,,/.../ ¢i-
sto¢a najvec¢a svuda! /.../ Uenici ne drhéu /.../ Milina vam je prosto gledati onu
mirnocu, smiljenost i slobodu s kojom deca sede, slusaju pitanja i odgovaraju
na njih”.?! Uditelji sede u zacelju sale, to je prilika da uce jedni od drugih, a ne
da se uzajamno kontroli$u, nadzornik ne ispituje jednog po jednog ucenika, ve¢
postavlja pitanje svima, a ucenici se slobodno javljaju i ako neko pogresi drugi
ga ispravljaju. Slika skolske revizije u Srbiji bila je potpuno drugacija. Kao nad-
zornik za $kole u mlavskom i moravskom srezu za $kolsku 1886/87. godinu, J.
Miodragovi¢ pise o svom nadzornic¢kom iskustvu sledece: naglasava da je obilazio
skole koje se nalaze u selima kojih najées¢e nema na geografskim kartama i da se

'8 Zakon o osnovnim $kolama”, Prosvetni glasnik, 1883, god. 1V, sv. 4, str. 41-51.
1 Uputstvo za nadzornike osnovnih skola”, Prosvetni glasnik, 1883, god. IV, sv. 9, str. 337-342.

» Jovanovi¢, B. (1889). ,Statistika nastave u Kraljevini Srbiji od 1880-81. do 1883-84. skolske godine”.
Prosvetni glasnik, god. X, sv. 9. i 10, str. 288.

> Miodragovi¢, J. (1883). ,,S nemackog ispita”. Utitelj, god. II, br. 14, str. 209.
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o tome kako da do njih dode obavestavao od ljudi koji su o tome imali bilo kakav
podatak; da je jedan broj skola obisao u pratnji lokalnog svestenika sa kojim je
putovao na konju jer putevi nisu bili raskréeni; o skolama koje je posetio pise da
su blatnjave, da su deca neuredna i da je higijena na niskom nivou, da su u¢ionice
zagusljive i da se ne provetravaju, da su ucenici vise zaokupljeni zapaméivanjem
nego razmisljanjem, da ucitelji naj¢es¢e drze predavanja, a i kada postave neko
pitanje da sami na njega odgovaraju.”

Ucitelji su bili nezadovoljni $kolskim nadzorom, delom zbog ¢injenice da
je njihov izbor za skolske nadzornike stalno bio pod znakom pitanja, delom zbog
karaktera nadzora i ponasanja nadzornika koji su sebe videli kao inspektore i kon-
trolore. Takode, zakon je predvidao da se platni razredi uditelja odreduju prema
godinama sluzbe i ocenama koje su dobijali od nadzornika i ovo je bila tacka zbog
koje je bilo tesko uspostaviti odnos poverenja. Dodajmo i to da je broj nadzornika
bio mali i da su nadzornici u jednoj $koli boravili samo po nekoliko ¢asova i ispi-
tivali svakog ucenika tek po nekoliko minuta. Ovakva organizacija nadzora imala
je za posledicu da ministarstvo zapravo i nije moglo da dobije pravi uvid u stanje
skola i rad ucitelja, ali je imalo pravo da na osnovu, rekli bismo, subjektivne i za
kratko vreme pribavljene procene nadzornika, unapreduje, premesta, kaznjava
i otpusta ucitelje. Opisujuéi ulogu $kolskog nadzora u osnovnim $kolama, a na
temelju analize izvestaja skolskih nadzornika u prvoj polovini osamdesetih godina
XIX veka V. Kari¢ pise: ,Iz tih izve$taja, a narodito iz uputstava koja se daju nad-
zornicima osnovnih $kola posmatralac dobija utisak kao da je u svom poslu oko
skole i u samoj $koli, uéitelj glavni a skola samo sporedno sredstvo; uditelj koliko
radi da radi u $koli, on radi samo za ispit, za nagradu, a posle ispita kako bude.”*

U javnosti se osamdesetih godina XIX veka vodila intenzivna polemika
o $kolskom nadzoru. Predlozi uredenja Skolske revizije bili su razliciti: jedni su
trazili ukidanje svakog nadzora, drugi su se zalagali za uvodenje stalnog stru¢nog
nadzora koji bi obavljali ¢inovnici zaposleni pri Ministarstvu prosvete i crkvenih
dela, tre¢i da se niSta ne menja u konceptu nadzora, ve¢ da se on samo bolje
organizuje i uredi. Koncept stalnog stru¢nog nadzora, koji je ve¢ bio usvojen u
Nemackoj, Francuskoj i Austriji, kod nas je zagovarao dr V. Baki¢. Medutim, u¢i-
telji su imali lose iskustvo i pokazivali su snazan otpor prema reviziji, a narocito
prema stalnom nadzoru koji bi se vrsio tokom cele Skolske godine. Na uciteljskoj
skupstini, koja je odrzana u Beogradu avgusta 1887. godine, Jovan D. Jovanovi¢
podneo je referat u kome je kao argumente protiv stalnog stru¢nog nadzora na-
veo da bi stalni nadzornici bili finansirani iz ionako malog prosvetnog budzeta i

**Miodragovi¢, J. (1887). ,Nadzor”, Utitelj, god. VI, sv. 24, str. 374-376; sv. 25, str. 389-391; sv. 26, str.
410-412, sv. 27, str. 422—424; sv. 28, str. 458—461.

2 Kari¢, V. (1886). Skolovanje u Srbiji i njegovi resultati, Beograd, str. 22-23.
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da je bolje da se ta sredstva utrose na skolovanje uditelja i da bi stalni nadzornici
bili vi$e agenti vladajude stranke, nego prosvete, te da bi se viSe bavili politickim
ubedenjima uditelja, a manje njihovim $kolskim radom.?

Postalo je izvesno da je potrebno menjati karakter $kolskog nadzora koji je
iskljuc¢ivo imao funkciju ocenjivanja uditelja i koji se razvio u instrument kontrole
nad uditeljima, ali ne kontrole njihovog pedagoskog rada, ve¢ kontrole politickih
stavova i odnosa prema vlastima. Desavalo se i da nadzornik oceni uéitelja loSom
ocenom na nagovor seoskog kmeta kome iz kakvog li¢nog razloga nije odgovarao,
ili zbog privatnog sukoba ucitelja sa upraviteljem $kole. Na koji nacin su se uci-
telji nosili sa ovim problemima? Malobrojni i jo$ uvek bez pravog osecanja profe-
sionalnog zajedni$tva uditelji su se dovijali od prilike do prilike: da bi pripremili
ucenike za godisnji ispit drzali su privatne ¢asove ucenicima iz bogatijih porodica,
pri kraju skolske godine opterecivali su u¢enike uéenjem za ispit zadavajudi im ,za
svaki dan po dve tri stane da nauce napamet”, dozvoljavali su da se slabiji u¢enici
ispisuju iz skole. »

Redakcija ,,Ucitelja” ustalila je praksu objavljivanja ¢lanaka u kojima su ana-
lizirani izvestaji Skolskih nadzornika koji su izlazili u ,Prosvetnom glasniku”. U
kritici je prednjacio beogradski uditelj Dorde Koji¢. Njegova analiza izvestaja nad-
zornika za Skolsku 1887/88. godinu pokazala je da nadzornicki izvestaji imaju ka-
rakter opisa stanja u skolama i da u njima nema predloga kako da se stanje popravi.
Na primer, nadzornici su kritikovali ucitelje da drze ¢asove gimnastike samo uoci
godi$njeg ispita, ali nisu belezili da su uslovi u u¢ionicama toliko losi da je mnogo
bolje da se gimnastika i ne radi u prasini i zagusljivom vazduhu; nadzornici su ée-
sto konstatovali da mnogi ucenici nisu naucili da pisu, ali nisu belezili podatak da
ucitelji rade u nepodeljenim odeljenjima sa oko Sezdeset ucenika u jednoj ucionici;
ili, nadzornici su kritikovali u¢itelje da ne pomazu razvoj narodne privrede ali nisu
pisali o tome da zbog ¢estih premestaja uditelji nisu bili motivisani da se ozbiljnije
angazuju oko skolske gradine. . Koji¢ pise: ,,/.../ ucitelju je dato po Cetiri razreda
i Sezdeset daka i ovoliki program, premestaju nas svake godine, a po negde i po vise
puta u godini, pa opet oée da budemo pletlari, svilari, voéari i gradinari, a da ¢ovek
ovo radi treba unapred da zna da je to njegovo /.../.“%

Na listi nadzornika za $kolsku 1887/88. i 1888/89. godinu nije bilo udite-
lja*, ali ve¢ Skolske 1889/90. godine odlukom radikalskog ministra prosvete i cr-

*Jovanovi¢, D. J. (1887). ,Nadzor”, Uéitelj, god. VI, sv. 22, str. 357-363.
»Istani¢ (1888), ,Najbolji uditelji u Srbiji”, Utizelj, god. VI, br. 7, str. 108-109.

*Koji¢, D. (1888). ,Kratak pregled izvestaja sviju nadzornika osn. $kola za 1887/88. skolsku godinu”. Utitelj,
god. VII, br. 33, str. 528.

27 ,,Skolski nadzornici za 1887-88, skolsku godinu”, Prosveni glasnik, 1888, god. IX, sv. 5-6, str. 353-354;
,Skolski nadzornici za 1888-89. kolsku godinu”, Prosvetni glasnik, 1889, god. X, sv. 9-10, str. 268-269.
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kvenih dela, A. Nikoli¢a, postavljen je 51 nadzornik medu kojima je bilo 9 ucite-
lja, a skolske 1890/91. godine on je postavio 59 nadzornika, od kojih 9 ucitelja.?®

Zainteresovani da se $kolski nadzor uredi na drugaciji na¢in ucitelji se pre-
ko svog udruzenja organizovano uklju¢uju u raspravu o karakteru skolskog nad-
zora. Tako je Glavni odbor Utiteljskog udruzenja u 1889. godini sastavio pred-
log nove koncepcije skolskog nadzora.”” Odbor je kritikovao dotadasnju praksu
nadziranja, procenjujudi da je revizija uglavnom negativno uticala na autoritet
ucitelja i kod dece i kod gradana, da se pokazalo da ocenu dobar (ocena 3) nad-
zornici smatraju za nisku, da nadzornici nisu stru¢ni i da uglavnom ne poznaju
skolu. Utiteljsko udruzenje je predlazilo da se za nadzornike postavljaju lica koja
imaju pedagosko obrazovanje i iskustvo u skolskom radu i nastavi, odnosno da
se za nadzornike biraju lica koja imaju zavrsenu uciteljsku $kolu sa najmanje vr-
lodobrim uspehom, sa najmanje osam godina uditeljskog iskustva i ocenom naj-
manje vrlodobar za rad i sa polozenim nadzornickim ispitom iz pedagoske grupe
predmeta i stranog jezika. U vezi sa duznos¢u nadzornika predlozeno je sledece:
zadatak nadzornika bio bi da obilazi $kole na pocetku skolske godine, da nareduje
nabavku stvari koje su potrebne i reavanje problema koji su aktuelni, da savetuje
ucitelje u radu i kasnije prema zate¢enom stanju ocenjuje njihov rad, da u toku
godine najmanje tri puta obilazi Skole, da najmanje tri puta godisnje okuplja
ucitelje na sastanke na kojima bi se raspravljala skolska pitanja, izrice opomene
nesavesnim uditeljima, prisustvuje godi$njem ispitu i prevodi uéenike u starije ra-
zrede u dogovoru sa uciteljem, da izve$tava ministarstvo o uditeljima koji ne rade
po zakonu, te da se oni kazne, da se stara o podizanju novih skolskih zgrada, da
daje kra¢a odsustva uciteljima i vodi prepisku izmedu $kole i ministarstva.

Godine 1890. dr V. Baki¢ napisao je novi predlog zakona o uredenju $kol-
skog nadzora kojim je trazio uvodenje strucnog nadzora — koji bi obavljali , prak-
tiéni pedagozi i nau¢no obrazovani nastavnici” i stalnog nadzora — &ime bi se
obezbedilo da nadzornik upozna sve skole i ucitelje i da im pruzi pomo¢ u radu.
Medutim, ovaj nacrt zakona o uredenju skolskog nadzora nije primljen.*’

Ako pratimo uputstva za $kolske nadzornike koji su doneti u periodu
1879-1890. godine vidimo da se njihov karakter postepeno menjao, ali i da su
ministri prosvete i crkvenih dela na razlicite nadine definisali ulogu $kolskog nad-
zora. Takode, mozemo da zaklju¢imo da se, iako je nadzor sve vreme imao na-
glaseno kontrolnu funkciju, postepeno razvija ideja o instruktivnom karakteru

28 Skolski nadzornici za 1889-90 $kolsku godinu”, Prosvemni glasnik, 1890, god. XI, sv. 9-12, str. 234-235;
,Nadzornici osnovne skole za 1890-91. god.”, Prosvetni glasnik, 1891, god. XII, sv. 6, str. 282-284.

»Predlozi VI uciteljskoj skupstini®, Ucitelj, 1889, god. VIII, sveska za juni, str. 391-395.

3 Sastanak 626, 627. i 628. (13, 22. i 27. mart 1896. god.)", Prosvetni glasnik, 1895, god.. XVI, sv. 6, str.
283-288.
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skolskog nadzora. U uputstvima za nadzornike pojavljuju se pedagoski zahtevi
— insistira se na tome da nadzornik treba da prati ne samo ukupan rezultat u
nastavi, ve¢ i na¢in na koji je do njega ucitelj dosao. Takode, nadzornici su dobili
jos jednu vaznu ulogu — da pribiraju statisticke podatke o brojnom stanju skola,
ucitelja i u¢enika, ¢ime se postepeno uoblicavala statistika javne nastave. Problem
izbora $kolskih nadzornika, medutim, u ovom periodu nije bio re$en — nadzornici
su uglavnom postavljani iz redova profesora gimnazija (visoka stru¢na sprema je
bila osnovni uslov izbora nadzornika), ,fakultetlije”, kako su ih nazivali ucitelji,
Cesto nisu bile zainteresovane, a ni stru¢no osposobljene da preuzmu ulogu savet-
nika i pomognu u¢iteljima da unaprede kvalitet nastavnog rada.

Promene u koncepciji $kolskog nadzora u periodu

od 1890. do 1898. godine

U narednom periodu, sve do dono$enja Zakona o narodnim Skolama od
26. jula 1898. godine, karakter $kolskog nadzora nije se bitnije menjao, osim $to
su ministri prosvete u uputstvima akcentovali razlicite zadatke skolske revizije:
dok su jedni insistirali na sakupljanju podataka o brojnom stanju skola, u¢enika
i uditelja, drugi su u prvi plan stavljali godisnje ispite ucenika i ocenjivanje uéi-
telja. Otpor ucitelja prema nadzoru i nadzornicima bio je stalno prisutan. Zbog
neregularnih uslova rada koji su nastali u godini izbora za Skupstinu (Skolska
1892/93. godina), kada su ucitelji masovno otpustani i premestani zbog politic-
kog angazovanja, doneta je odluka da se ne realizuje revizija i da godisnje ispite i
prevodenje ucenika u vise razrede izvr$e sami ucitelji.”!

U skolskoj 1893/94, 1894/95. i 1895/96. godini nijedan ucitelj nije po-
stavljen za nadzornika (broj nadzornika kretao se izmedu 50 i 70).%? Odluku da se
ucitelji ne kandiduju za nadzornike J. Miodragovi¢ je u ime Glavnog prosvetnog
saveta obrazlagao ¢injenicom da bi izbor uéitelja za nadzornike stvorio organizaci-
one poteskode — skole bi u poslednjem mesecu skolske godine morale da nadu za-
menu uditelju koji zbog revizije ne bi mogao da drzi nastavu, procenom da ucite-
lji nisu dovoljno kompetentni — ¢esto drze nastavu samo u odredenim razredima
i nemaju dovoljno iskustva u radu u svim razredima osnovne $kole i stavom da je
»heumesno da ravan ravnog ocenjuje”.* Zbog odluke Glavnog prosvetnog saveta

31 Ispiti u osnovnim $kolama ove godine®, Udizelj, 1893, god. XII, br. 10, str. 874.

32 Sastanak 591. (27. april)®, Prosvetni glasnik, 1894, god. XV, sv. 7.1 8, str. 332-334; ,Skolski nadzor u
1894-95. godini®, Prosvetni glasnik, 1895, god. XVI, sv. 6, str. 316-317; ,,Skolski nadzor u 1895-96. sk.
god., Prosvetni glasnik, 1896, god. XVII, sv. 6, str. 269-272.

33 Miodragovi¢, J. (1896). ,,O kandidaciji ucitelja za nadzornike, Uditelj, god. XV, br. 19-20, str. 998-1005.
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da se uditelji ne postavljaju za nadzornike ucitelji S. Maksimovi¢ i M. Stojano-
vi¢ dali su ostavku na ¢lanstvo u Glavnom prosvetnom savetu.** Pod pristiskom
ucitelja i ministra prosvete i crkvenih dela u naredne dve skolske godine Glavni
prosvetni savet predlozio je liste $kolskih nadzornika na kojima je bilo ucitelja,
od kojih je u 1896/97. postavljeno pet, a u skolskoj 1897/98. godini njih deset.’®

Neodlucnost prosvetne vlasti da uvede stalni stru¢ni nadzor imala je kore-
ne u nepoverenju prema nadzoru kao instrumentu unapredivanja kvaliteta rada
skola i ucitelja, u podozrivosti prema ustanovljavanju nove prosvetne institucije
koju je, procenjivalo se, trebalo dodatno drzati pod kontrolom i u proceni da je
novac iz prosvetnog budzeta bolje upotrebiti na podizanje skolskih zgrada i plate
ucitelja, a delom je bila posledica ¢injenice da su svaku promenu $kolskog nadzo-
ra ucitelji primali sa rezervom i da je nadzor bila tema oko koje su Ministarstvo
prosvete, Glavni prosvetni savet i ucitelji imali ¢esto sasvim razli¢ita gledista. Na-
kon isprobavanja razli¢itih modela revizije, krajem XIX veka, uslo se u korenitu
reformu u ovoj oblasti, srpska prosveta dobila je stalni stru¢ni skolski nadzor, po
ugledu na nadzor koji je ve¢ bio razvijen u evropskim zemljama.

Uvodenje stalnog stru¢nog nadzora nad osnovnim $kolama

Rad na reformi skolskog nadzora u Kraljevini Srbiji nastavaljen je u 1898.
godini. Utiteljsko udruzenje i Glavni prosvetni savet sastavili su svoje predloge
zakona o uredenju skolskog nadzora, predloge kojima se u sustini trazilo uvode-
nje stalnog stru¢nog nadzora.*

Stalni stru¢ni nadzor u osnovnim $kolama uveden je Zakonom o narodnim
Skolama od 26. jula 1898. godine.”” Ovim zakonom predvideno je da nadzor vrse
glavni nadzornik (referent za osnovnu nastavu u Ministarstvu prosvete i crkvenih
dela) i okruzni Skolski nadzornici. Sprema nadzornika definisana je na sledeci
nacin: za nadzornike su mogli biti postavljeni profesori u¢iteljskih i srednjih $ko-
la koji su polozili profesorski ispit iz pedagosko-filozofske grupe nauka i imaju
najmanje deset godina nastavnickog staza, a u oskudici ovih kandidata za nadzor-
nike mogu biti birani i u¢itelji sa najmanje 15 godina radnog iskustva i odlicnom
ocenom za rad. Pored duznosti da prikupljaju statisticke i druge podatke o sko-

3 Protiv uditelja®, Utitelj, 1896, god. XV, br. 16, str. 826.

» Nadzornici za $kolsku 1896/97. god., Prosvetni glasnik, 1897, god. XVIII, sv. 6. str. 318-319; ,Skolski
nadzor u 1897-98. $k. god. , Prosvetni glasnik, 1898, god. XIX, sv. 6. str. 289-291.

% Pruska je uvela stalni Skolski nadzor jo§ 1872. godine (,Napomene o platama uditeljskim i nadzoru osnovnih
$kola u nekim evropskim zemljama®, Prosvetni glasnik, 1898, god. XIX, sv. 5. str. 249).

%7, Zakon o narodnim Skolama®, Prosvetni glasnik, 1898, god. XIX, sv. 9. str. 442-453.
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lama, uciteljima i u¢enicima, okruzni nadzornici dobili su zadatak da najmanje
tri puta godiSnje obilaze Skole u svom okrugu (poslednji pregled skola vrsi se
krajem $kolske godine kada se ocenjuju uditelji i ucenici prevode u viSe razre-
de), da postavljaju skolske upravitelje i nadgledaju njihov rad, kao i rad skolskih
odbora, da se staraju o otvaranju novih skola i razreda, resavaju sporove izmedu
ucitelja, upravitelja i $kolskog odbora, isleduju manje krivice uditelja, odlu¢uju
o upisivanju i ispisivanju ucenika, sazivaju mesna, sreska i okruzna veéa ucitelja
i upravitelja, brinu o popunjavanju upraznjenih uditeljskih mesta, vode prepisku
izmedu uditelja i Ministarstva prosvete, podnose tromesecne izvestaje o $kolama
u okrugu i daju predloge $ta treba da se uradi.

Prvi stalni $kolski nadzornici postavljeni su 11. septembra 1898. godine,
bilo ih je 17 i ve¢inom su bili izabrani iz redova profesora gimnazija i uciteljske
skole.”® O novom konceptu $kolskog nadzora ucitelji su raspravljali na skupstini
Uciteljskog udruzenja koja je odrzana avgusta 1899. godine u Kragujevcu. U
uvodnom referatu J. Maksimovi¢ izneo je ocekivanja ucitelja.*” Zbog iskustva sa
skolskom revizijom iz prethodnog perioda, ucitelji su bili posebno osetljivi na
narusavanje njihove autonomije i J. Makismovi¢ je u referatu akcenat stavio na
odnos nadzornika prema uciteljima — od nadzornika trazi da u prvom redu vode
ra¢una o ugledu uditelja, da odrzavaju jedinstvo i harmoniju u odnosima, da ima-
ju razvijenu svest o tome da ucitelji imaju svoja prava i da im nisu potéinjeni, da
postuju slobodu uéiteljeve misli koja je uslov i nau¢nog i $kolskog rada.

Uputstvo nadzornicima za Skolsku 1899/1900. godinu, doneto 24. de-
cembra 1899. godine, veoma je op$irno.* Njime je definisano da nadzonik vrsi
administrativni nadzor u cilju otklanjanja problema u radu skole i instruktivni
nadzor u cilju unapredivanja rada uditelja. U devetnaest tacaka detaljno su razra-
deni zadaci nadzornika. Da bi se obezbedio kontinuitet u nadzoru odredeno je
da nadzornik obilazi skole tri puta godisnje, iznenada i bez najave. Na pocetku
godine nadzornik treba da se upozna sa $kolama — da sagleda u kakvom su stanju
skolske zgrade, ucionice, skolski namestaj, nastavna sredstva, s$kolska dvorista,
skolske knjiznice, skolske kase, plate i smestaj ucitelja. Drugi pregled $kole nad-
zornik treba da vrsi sredinom godine, kada proverava da li su reseni problemi
konstatovani u prvom pregledu. Tre¢i pregled odnosi se na godi$nje ispite u¢eni-
ka i ocenjivanje rada uitelja. Posebnim poglavljem, ,Ponasanje nadzornikovo®,
nadzornici se upucuju na koji nadin da se ophode prema uliteljima. Izemedu
ostalog je naglaseno: ,Nadzornik nikada ne sme smetnuti s uma da je sluzba

3% Ukazi njegovog veli¢anstva kralja“, Prosvetni glasnik, 1898, god. XIX, sv. 11. str. 490.

¥ Maksimovi¢, J. (1899). ,Kakav treba da je skolski nadzornik prema skoli i prema uditelju®. Uéizelj, god. XIX,
br. 2, str. 98-100.

% Uputstvo nadzornicima osnovnih skola“, Prosvetni glasnik, 1900, god. XXI, sv. 1. str. 14-31.
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uciteljska muéna i zamorna i da je njemu zadatak da je u¢iteljima olaksa savetom,
uputom i nabavkom svih potreba na vreme. Stoga ¢e on njih vise poucavati i upu-
¢ivati nego prekoravati i kaznjavati i samo onda ako pouke i uputi ne pomognu,
pribegavaée kaznama kao krajnjim sredstvom”.*!

Kada je 1898. godine uveden stalan stru¢ni nadzor za nadzornika za Beo-
grad postavljen je dr Stevan Okanovié. Iz njegovog izvestaja o narodnim $kolama
u Beogradu u $kolskoj 1900/1901. godini saznajemo da je u pogledu instruktiv-
nog, stru¢nog nadzora, preduzeo sledede: sa uditeljima je nakon posmatranja na-
stavnih ¢asova organizovao ve¢a na kojima je raspravljao o nastavnim pitanjima,
u nekolicini skola angazovao je sposobnije uditelje da drze pedagoska predavanja,
osnovao je uditeljski hor, preporucivao uciteljima koju stru¢nu literaturu da ¢i-
taju, a planirao je i da organizuje obuku ucitelja u stranim jezicima da bi mogli
da koriste pedagosku literaturu. Sli¢nu praksu uveli su i drugi okruzni $kolski
nadzornici.

Da bi u praksi zazivela koncepcija stalnog stru¢nog nadzora koja je uve-
dena zakonom iz 1898. godine, bilo je neophodno da se obezbedi dovoljan broj
stru¢nih nadzornika. Na inicijativu profesora Velike skole, dr V. Bakica, 1900.
godine ustanovljena je na Velikoj skoli 11. filozofsko-pedagoska grupa koja je,
izmedu ostalog, trebalo da sprema Skolske nadzornike i na koju su od 1901. godi-
ne uditelji primani za redovne slusaoce.” Ali, novom reformom $kolskog nadzora
koja je zapocela donoSenjem Zakona o narodnim Skolama od 19. aprila 1904.
godine, izmenjeni su zahtevi u vezi sa stru¢nom spremom nadzornika. Naime,
odredeno je da se za nadzornike mogu postavljati profesori gimnazija i uditeljskih
skola sa polozenim ispitom zrelosti, zavr$enim Filozofskim fakultetom i poloze-
nim profesorskim ispitom iz pedagoske grupe predmeta. Novim zakonom trazi-
lo se da nadzornik ima poloZen ispit zrelosti, a ucitelji koji su u meduvremenu
upisali studije pedagogije na Velikoj $koli nisu imali polozen ovaj ispit. Time je
ponovo otvoreno pitanje izbora skolskih nadzornika iz uciteljskih redova.

Zakljucak

U periodu 1898-1904. godine, u Srbiji je zaveden stalan stru¢ni nadzor
osnovnih $kola. Za razliku od skolske revizije koja je uvedena tridesetih godina

41Tsto, str. 29.

2 Okanovi¢, S. (1901). ,Izvestaj o narodnim $kolama za grad Beograd®, Prosvetni glasnik, god. XXII, sv. 2. str.
173-188; sv. 7, str. 813-830.

“Tesi¢, V. (1967). ,Pedagogija na Liceju, Velikoj skoli i na Univerzitetu u Beogradu do 1914. godine“. U N.
Potkonjak i dr. (u red.) Sedamdeset pet godina Katedre za pedagogijn, Beograd: Filozofski fakultet, str. 7-39.
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XIX veka i imala funkciju upravnog nadzora, stalan stru¢ni nadzor imao je u ve-
¢em stepenu instruktivni karakter i bio je u funkciji unapredivanja rada ucitelja.

Da bi se promenila tradicija $kolskog nadzora, koja se formirala kroz ¢itav
XIX vek, nije bilo dovoljno da se donese zakon o stalnom struénom nadzoru. Bili
su potrebni $kolovani nadzornici. S druge strane, stalni $kolski nadzor nije bio
dovoljan da se rese brojni problemi osnovne $kole. Neredovnost uditeljskih pla-
ta, nedovljno izdvajanje iz opstinskog budzeta za $kolske zgrade i opremu skole,
nedostatak udzbenika, veliki broj uc¢enika u odeljenjima, neredovnost pohadanja
nastave, svi ovi problemi ¢ekali su nadzornika kao eksponenta drzavne vlasti,
mada on nije mogao da ih resi.

Debata o karakteru nadzora nad osnovnim $kolama nije dovela do Zeljenih
rezultata, ali je ukazala na razvoj profesionalne svesti ucitelja u Srbiji i njihovu
potrebu da se nauc¢no i drustveno afirmisu.
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Savet je doneo sledeée zakljucke:

SAVET EVROPSKE UNIJE PONOVO SE VRACA NA

odobrenje iz marta 2002. godine kada je u Barseloni Evropski savet za
radni program ,Obrazovanje i obuka 2010.“ koji je u kontekstu Lisabonske stra-
tegije po prvi put uspostavio stabilan okvir za evropsku saradnju na polju obra-
zovanja i obuka a koji se zasniva na zajednickim ciljevima i primarno je usmeren
na unapredenje nacionalnog sistema obrazovanja i obuka putem razvoja komple-
mentarnih alatki na nivou Evropske unije, zajednickog ucenja i razmene dobre
prakse putem otvorenog metoda koordinacije;

PREPOZNAJE

da su saradnja u gorepomenutom radnom programu, ukljucujuéi i procese
iz Kopenhagena i inicijative u okviru Bolonjskog procesa dovele do znacajnog
napretka, najviSe u podrsci nacionalnim reformama celozZivotnog ucenja, mo-
dernizaciji visokog obrazovanja i razvoju zajednickih evropskih instrumenata za
promociju kvaliteta, transparentnosti i mobilnosti. Medutim, znadajni izazovi i
dalje postoje ukoliko Evropa zeli da dostigne svoju ambiciju i postane najkonku-
rentnija i najdinami¢nija ekonomija sveta zasnovanja na znanju;

NAGLASAVA da:

1. obrazovanje i obuka imaju klju¢nu ulogu u prevazilazenju mnogih
socio-ekonomskih, demografskih, ekoloskih i tehnoloskih izazova sa
kojima se suo¢ava Evropa i njeni gradani danas i sa kojima ¢e se suo-
¢avati u godinama koje dolaze.

2. su efikasne investicije u ljudski kapital putem sistema obrazovanja i
obuke klju¢ni deo evropske strategije za odrzanje visokog nivoa odrzi-
vog rasta zasnovanog na znanju i poslova koji se nalaze u srzi Lisabon-
ske strategije a koji u isto vreme promovisu li¢no ispunjenje, socijalnu
koheziju i aktivno gradanstvo.

PREPOZNAJE da:

1. unapreden strateski okvir za evropsku saradnju u oblasti obrazovanja i
obuke koji se nadovezuje na napredak postignut u radnom programu
»Obrazovanje i obuka 2010.“ moze jo$ vise povecati efikasnost ove
saradnje i obezbediti kontinuiranu dobit i podrsku za sistem obrazo-
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vanja i obuke u drzavama ¢lanicama do 2020. godine, imajuéi u vidu
razli¢itost koja se javlja u Evropi i jedinstvene moguénosti koje ono
donosi uz puno postovanje odgovornosti drzava ¢lanica za svoj sistem
obrazovanja.

su obrazovanje i obuka napravili znacajan doprinos ka postizanju du-
goro¢nih ciljeva Lisabonske strategije za rast i razvoj poslova. U oce-
kivanju buduéeg razvoja ovog procesa, napori moraju biti usmereni
na to da obrazovanje i obuka budu ¢vrsto utemeljeni u $iroj strategi-
ji. Neophodno je takode da okvir evropske saradnje bude fleksibilan
kako bi odgovorio na trenutne i buduce izazove, ukljucujuéi i one koji
mogu da se pojave u nekoj novoj strategiji posle 2020. godine.

SA POSEBNIM INTERESOVANJEM BELEZI

komunikaciju izmedu Komisije i Evropskog parlamenta, Saveta i Komisije
za ekonomski i drustveni razvoj kao i Komisije regiona o unapredenom strates-
kom okviru za evropsku saradnju u oblasti obrazovanja i obuke.

SLAZE SE da:

1.

U periodu do 2020. godine primarni cilj evropske saradnje treba da

bude podrska daljem razvoju sistema obrazovanja i obuke u drzavama

¢lanicama koji treba da osigura:

a. li¢no, drustveno i profesionalno ispunjenje svih gradana

b. odrzivi ekonomski prosperitet i zaposljivost pri tome promovi-
$uéi demokratske vrednosti, drustvenu koheziju, aktivno gradan-
stvo i inerkulturalni dijalog.

Ove ciljeve treba prosmatrati iz svetske perspektive. Drzave ¢lanice

prepoznaju znacaj otvorenosti prema celom svetu kao preduslov za

globalni razvoj i prosperitet koji ¢e, putem pruzanja odli¢nog i atrak-

tivnog obrazovanja, obuke i moguénosti za istrazivacki rad pomodi

Evropskoj uniji da dostigne zadate ciljeve i postane vode¢a ekonomija

na svetu zasnovana na znanju.

Evropska saradnja u oblasti obrazovanja i obuke za period do 2020.

godine treba da bude uspostavljena u kontekstu strateskog okvira koji

obuhvata sistem obrazovanja i obuke kao celine u perspektivi celozi-

votnog ucenja. Zaista, celozivotno ucenje treba posmatrati kao osnov-

ni princip koji je temelj ¢itavog okvira i osmisljen da pokrije ucenje
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u svakom kontekstu — formalnom, neformalnom i informalnom i na
svim nivoima: od ranog obrazovanja i $kolovanja do visokog obrazo-
vanja, stru¢nog obrazovanja i obuke i obrazovanja odraslih.

Okvir posebno treba da odgovori na sledeca Cetiri strateska cilja (koja
su detaljnije objasnjena u tekstu ispod):
* Rad na tome da celozivotno ucenje i mobilnost postanu realnost,
* unapredenje kvaliteta i efikasnosti obrazovanja i obuke,
* promocija jednakosti, drustvene kohezije i aktivnog gradanstva,
* unapredenje kreativnosti i inovacije, uklju¢ujuéi i preduzetnis-
tvo, na svim nivoima obrazovanja i obuke.

4.  periodi¢no pracenje napretka u odnosu na postavljeni cilj kao klju¢-
ni doprinos kreiranju politike zasnovane na dokazima. Za strateske
ciljeve koji su gorenavedeni u periodu od 2010. do 2020. godine
treba razviti indikatore i preporuke za Prose¢no evropsko dostignude
(,Evrospke referentne tacke®), koji su pomenuti u Dodatku I ovog
dokumenta.

Strateski cilj 1: Uliniti da celoZivotno ucenje i mobilnost postanu
stvarnost

Izazovi koji su posledica demografskih promena i stalna potreba da se
unapreduju i razvijaju vestine u skladu sa promenama ekonomskih i drustvenih
okolnosti zahtevaju pristup celoZivotnom udenju i sistemu obrazovanja i obuke
u oblasti celoZivotnog ucenja razvijane tako da odgovaraju na izazove budué-
nosti, dalji napredak teku¢ih inicijativa jo§ uvek je neophodan, posebno kada
je u pitanju implementacija uskladenih i sveobuhvatnih strategija celozivotnog
ucenja. Posebno je vazno osigurati razvoj nacionalnih okvira kvalifikacija koji se
zasnivaju na realnim ishodima ucenja i njihova povezanost sa Evropskim okvirom
kvalifikacija, kao i uspostavljanje fleksibilnijih putanja za ucenje, ukljucujuéi i
bolju tranziciju izmedu razli¢itih sektora u obrazovanju i obuci, ve¢u otvorenost
za neformalno i informalno udenje i bolju transparentnost i prepoznavanje isho-
da ucenja. Neophodni su dalji napori kako bi se promovisalo ucenje odraslih,
unapredio kvalitet sistema vodenja i privla¢nost u¢enja uopste, ukljucujudi razvoj
novih formi uéenja i kori$¢enje novih tehnika nastave i tehnologija za uéenje.

Klju¢ni element celozivotnog ucenja i vazno sredstvo za povecéanje zapo-
sljivosti ljudi i njihove adaptilnosti — mobilnost za u¢enike, nastavnike i one koji
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obucavaju nastavnike treba postepeno unapredivati, imajuéi u vidu da ucenje u
inostranstvu, u Evropi i svetu treba pre da bude pravilo nego izuzetak. U ovom
procesu treba primeniti principe koji su navedeni u Evropskoj povelji kvaliteta
za mobilnost. Dostizanje ovih ciljeva zahteva obnavljanje napora svih koji su u
proces ukljuceni, na primer radi obezbedivanja adekvatnih fondova.

Strateski cilj 2: Unapredenje kvaliteta i efikasnosti obrazovanja i obuke

Visok nivo sistema obrazovanja i obuke koji su i efikasni i nepristrasni
klju¢ni su za uspeh Evrope i povecanje zaposljivosti. Najvedi izazov jeste osigu-
rati mogucnost da svako moze da stekne kompetencije i razvijanje privlacnosti
i izvrsnosti na svim nivoima u obrazovanju koji ¢e Evropi dozvoliti da zadrzi
vaznu globalnu ulogu koju ima. Da bi postigli odrZivost ovih akcija neophodno
je vie usmeriti paznju na podizanje nivoa bazi¢nih vestina kao Sto su pismenost
i operacije sa brojevima, udiniti matematiku, nauku i tehnologiju privla¢nijim i
poboljsati lingvisticke kompetencije. U isto vreme neophodno je osigurati kvali-
tet nastave, obezbediti adekvatno obrazovanje nastavnika, kontinuirano profesio-
nalno usavr$avanje nastavnika i trenera i povecati privlacnost profesije nastavnika.
Neophodno je unaprediti upravljanje i liderstvo u institucijama za obrazovanje i
obuku i razviti sisteme za osiguranje kvaliteta. Visok kvalitet moze se posti¢i samo
kroz razvoj efikasnog i odrzivog koris¢enja privatnih i javnih resursa i putem pro-
mocije politike zasnovane na dokazima i prakse u obrazovanju i obuci.

Strateski cilj 3: Promocija jednakosti, drustvene kohbezije i aktivnog
gradanstva

Politika u obrazovanju i obuci treba da pruzi moguénost svim gradanima
da bez obzira na njihove li¢ne, ekonomske i drustvene okolnosti steknu, unaprede
ili razviju u toku svog Zivotnog veka vestine specificne za njihov posao i klju¢ne
kompetencije koje su neophodne za njihovu zaposljivost kako bi negovali na-
stavak ucenja, aktivno gradanstvo i interkulturalni dijalog. Obrazovni nedostaci
moraju se nadomestiti preko obezbedivanja predskolskog obrazovanja i podrske
za specifiéne grupe i promociju inkluzivnog obrazovanja. Sistemi obrazovanja i
obuke teze da pruze moguénost svim ucenicima, ukljuujudi i one iz osetljivih
grupa, uc¢enike sa posebnim potrebama i imigrante, da zavrse skolu, ukljucujudi,
gde je neophodno, obrazovanje za drugu Sansu i moguénost individualnog pri-
stupa uceniku. Obrazovanje treba da promovise interkulturalne kompetencije,
demokratske vrednosti i postovanje fundamentalnih prava i zivotne sredine kao
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borbu protiv svih vrsta diskriminacije, pruzajuéi svim mladima vestine da razvija-
ju pozitivan odnos sa svojim vr$njacima iz razli¢itih sredina.

Strateski cilj 4: Unapredenje kreativnosti i inovacija, ukljucujuéi
preduzetnistvo na svim nivoima obrazovanja i obuke

Osim $to omogucava li¢no ispunjenje, kreativnost je primarni izvor ino-
vacije, koja je prepoznata kao jedan od klju¢nih pokretaca odrzivog ekonomskog
razvoja. Kreativnost i inovacije su klju¢ne za razvoj preduzetni$tva i za evropsku
konkuretnost sa svetom. Prvi izazov je promocija sticanja klju¢nih kompetencija
za sve gradane kao $to su kompjuterska pismenost, uéiti kako se udi, oseéaj za
inicijativu i preduzetnistvo i svest o razli¢itim kulturama.

Drugi izazov je obezbediti adekvatno funkcionisanje u trouglu obrazova-
nje — istrazivanje — inovacije. Partnerstvo izmedu sveta preduzetnistva i razlicitih
nivoa i sektora u obrazovanju, obuci i istrazivanju moze pomo¢i da se poboljsa
usmerenje na vestine i kompetencije koje su neophodne za trziste rada i negova-
nje inovacija i preduzetnistva u svim oblicima uéenja.

Sire zajednice znanja koje uklju¢uju predstavnike civilnog drustva i duge
aktere treba promovisati radi stvaranja klime koja vodi ka kreativnosti i boljem
odgovoru na profesionalne i drustvene potrebe kao i dobrobit pojedinca.

DALJE SE SLAZE da:

1. uz napore da se dostignu gorenavedeni strateski ciljevi i na taj nacin osigura
efikasan doprinos nacionalnim reformama u periodu do 2020. godine slede-
¢e principe treba uzeti u obzir:

a. evropsku saradnju u oblasti obrazovanja i obuke treba implementirati
iz perspektive celozivotnog ucenja koriste¢i na efikasan na¢in metodu
koordinacije (OMC) i razvijajuéi sinergiju izmedu razlicitih sektora
u oblasti obrazovanja i obuke. Uz puno postovanje ¢injenice da su
drzave ¢lanice odgovorne za svoje sisteme obrazovanja i dobrovoljnost
kada je u pitanju evropska saradnju o oblasti obrazovanja i obuke,
OMC treba da se osloni na:

* navedena Cetiri strateska cilja za evropsku saradnju

* zajednicke referentne alatke i pristupe

* vr$njacko ucenje i razmenu dobre prakse ukljuc¢ujuéi i disemina-
ciju ishoda

* periodi¢no pradenje i izve$tavanje
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* dokaze i podatke iz svih evropskih agencija , evropske mreze i
medunarodnih organizacija

* potpuno kori$¢enje moguénosti koje su dostupne u programima
zajednice, posebno u oblasti celozivotnog uc¢enja

b.  Evropska saradnja u oblasti obrazovanja i obuke mora biti relevantna i
konkretna. Mora pruziti jasne i vidljive ishode koje treba kontinuira-
no prezentovati, preispitivati i $iriti na smislen nacin i tako uspostaviti
bazu za kontinuiranu evaluaciju i razvoj.

c.  Proces u Kopenhagenu na polju stru¢nog obrazovanja i obuke vazan
je aspekt evropske saradnje u okviru otvorenog metoda koordinacije.
Njegov cilj i prioriteti koje treba dosti¢i kao deo ovog procesa treba da
doprinesu dostizanju ciljeva ovog okvira.

d. Radi podrske naporima drzava ¢lanica da modernizuju visoko obrazo-
vanje i razviju oblast visokog obrazovanja u Evropi (European Higher
Education Area), treba teziti bliskoj sinergiji sa Bolonjskim procesom,
posebno u smislu instrumenata za ocuvanje kvaliteta, priznavanja,
mobilnosti i transparentnosti.

e. Inicijative EU u oblasti obrazovanja i obuke kao i one u oblasti sli¢cnih
politika treba da odlikuje relevantna medusektorska saradnja, poseb-
no u oblasti zapo$ljavanja, preduzetnistva, socijalne politike, politike
u vezi sa mladima i kulturom. Posebno treba uzeti u obzir trougao
znanja, obra¢ajudi posebnu paznju na sinergiju izmedu obrazovanja,
istrazivanja i inovacija kao i na komplementarnost sa ciljevima Evrop-
ske oblasti za istrazivanje.

f. Dobro funkcionisanje ove saradnje koriste¢i nove transparentne naci-
ne umrezavanja neophodno je izmedu svih relevantnih institucija EU
ali i sa relevantnim akterima koji imaju znacajan doprinos u razvoju
politika, implementaciji i evaluaciji.

g. Potrebno je osnaziti politicki dijalog sa zemljama tre¢eg sveta i sarad-
nju sa medunarodnim organizacijama i na taj na¢in obezbediti izvor
svezih ideja i konkurenciju.

h.  Gde je moguce, finansijska sredstva iz Evropskih strukturnih fondova
mogu biti iskori$¢ena za unapredenje sistema obrazovanja i obuke u
skladu sa glavnim strateskim ciljevima i prioritetima drzava ¢lanica.

2. Uspeh otvorene metode komunikacije u oblasti obrazovanja i obuke zavisi
od politicke posvecenosti drzava ¢lanica i efikasnih metoda rada na evrop-
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skom nivou. Iz ove perspektive i iz ugla vec¢e fleksibilnosti, metode rada koje

se koriste u evropskoj saradnji treba da budu zasnovane na:

a.

Radnim ciklusima: period do 2020. ¢ée biti podeljen na seriju ciklusa
a prvi ciklus pokriva period od tri godine, od 2009. do 2011. godine.
Prioritetne oblasti: za svaki ciklus, broj prioritetnih oblasti za evrop-
sku saradnju zasnovan na strateskim ciljevima bi¢e usvojen od strane
Saveta a na osnovu predloga Komisije. Evropske prioritetne oblasti ¢e
biti kreirane tako da dozvole ili Siroku saradnju izmedu svih drzava
¢lanica ili bliskiju saradnju izmedu ograni¢enog broja ¢lanica u skladu
sa nacionalnim prioritetima. Prioritetne oblasti za prvi ciklus u ovom
okviru navedene su u Dodatku II.

Zajednicko ucenje: evropska saradnja u gorepomenutim prioritetnim
oblastima moze biti ostvarena kroz vr$njacko ucenje, konferencije i se-
minare, visok nivo ekspertskih grupa, panela, studija i analiza i sarad-
nje preko interneta i gde je moguée, uklju¢ivanje klju¢nih aktera. Sve
ove inicijative treba razvijati na osnovu jasnih mandata, vremenskih
rasporeda i planiranih rezultata koje je predlozila Komisija u saradnji
sa drzavama ¢lanicama (pogledati odeljak f.).

Diseminacija rezultata: kako bi poveéali vidljivost i uticaj na nacio-
nalnom i evropskom nivou, rezultate saradnje treba Siriti medu svim
relevantnim akterima i gde je moguce, razgovarati na nivou Direkto-
rata ili ministara.

Izvestaj o napretku: Na kraju svakog ciklusa i u slucaju prvog ciklusa
u ovom okviru, a ne pre 2012. godine Savet i Komisija treba da sa-
stave novi izvestaj. Ovaj izvestaj treba da da procenu opsteg napretka
u dostizanju ciljeva ovog ovkira u poslednjem ciklusu i/ili posebnoj
tematskoj oblasti koju treba da definise Komisija u saradnji sa zemlja-
ma ¢lanicama (pogledati odeljak f.). Zajednicki izvestaj treba da bude
zasnovan na nacionalnim izvestajima od strane drzava ¢lanica kao i na
postoje¢im informacijama i statistickim podacima. Ovaj zajednicki
izve$taj moze biti sastavljen tako da ukljucuje analizu ¢injenica u ra-
zli¢itim situacijama za pojedine zemlje ¢lanice uz njihovu punu sarad-
nju. Zajednicki izvestaj treba da posluzi kao osnova za uspostavljanje
novog niza prioriteta za slede¢i ciklus.

Proces pracenja: Radi promocije rezultata putem otvorenog metoda
koordinacije kao i vlasni$tva nad ovim metodom i na nacionalnom
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i na evropskom nivou, drzave ¢lanice i Komisija ¢e zajedno raditi na
upravljanju, unapredivanju i evaluiranju ovog procesa i njegovih is-

hoda.

3. Savet, u svetlu bilo koje velike promene u Evropi moze pregledati i prepraviti

strateski okvir, ukljucujudi i referentne tacke i metode rada, a posebno ima-

juéi u vidu Strategiju EU za rast i razvoj poslova posle 2010. godine.

IMAJUCI OVO U VIDU POZIVA DRZAVE CLANICE da:

1.

rade zajedno, uz podrsku Komisije i koriste¢i metodu otvorene koor-
dinacije navedenu u ovim zaklju¢cima unaprede evropsku saradnju u
oblasti obrazovanja i obuke za period do 2020. godine na osnovu eti-
ri strateska cilja i principa i metoda rada koji su gorenavedeni i oblasti
prioriteta definisanih za svaki ciklus (one za prvi ciklus 2009 — 2011.
godine nalaze se u Dodatku II)

razmotre, na osnovu nacionalnih prioriteta, usvajanje mera na nacio-
nalnom nivou koje imaju za cilj da zadatke koji su navedeni u strates-
kom okviru i doprinose zajednickom uspehu Evropskih referentnih
tacki koje su navedene u Dodatku I. Dalje treba da razmotre da li
inspiracija moze do¢i iz zajednickog ucenja na evropskom nivou kada
se budu kreirale nacionalne politike u oblasti obrazovanja i obuke.

POZIVA KOMISIJU da:

1.

radi sa drzavama c¢lanicama i pruzi im podr$ku za period do 2010.
godine za saradnju koja se zasniva na Cetiri strateska cilja, principima
i metodama rada koji su goreopisani kao i referentnim ta¢kama i pri-
oritetima koji su navedeni u Dodatku I i II.

razmotre putem izve$taja o napretku stepen u kome su ciljevi ovog
okvira ostvareni. U dodatku, da sprovedu evaluaciju napretka u toku
2010. godine za dostizanje referentnih tacki koje su definisane u rad-
nom programu ,Obrazovanje i obuka 2010..

rade na pripremi predloga mogucih referentih tacki u oblasti mobil-
nosti, zapo$ljivosti i u¢enja jezika kao $to je navedeno u Dodatku I.
radi sa drzavama ¢lanicama na tome kako da unaprede postojece indi-
katore, ukljucujudi i one koje se odnose na osobe koje rano napustaju
obrazovanje i obuku, da naprave izvestaj Savetu do kraja 2010. godine
o tome do koje mere je neophodno prilagoditi uskladen okvir indi-
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katora i referentnih tacki koje je Savet usvojio u maju 2007. kako bi
osigurali slaganje sa strateskim ciljevima ovog okvira. U ovom okviru,
posebnu paznju treba obratiti na oblast kreativnosti, inovacije i pre-
duzetnistva.

Dodatak I
Evropski referentni nivoi postignuda

(,,Evropske referentne tacke®)

Kao sredstvo za pracenje napretka i uoc¢avanje izazova i doprinos politici
zasnovanoj na dokazima, niz referentnih nivoa prose¢nih evropskih performansi
(,Evropske referentne tacke®) treba da podrze strateske ciljeve koji su navedeni u
zaklju¢cima u tekstu iznad za period 2010-2020.

Opve referentne tacke nadovezuju se na veé postojeée’ koje su usvojene u
okviru radnog programa ,,Obrazovanje i obuka 2010%. Ove tacke treba iskljucivo
zasnivati na uporedivim podacima i uzeti u obzir razli¢ite situacije u pojedinim
zemljama ¢lanicama. Na njih ne treba gledati kao na konkretne ciljeve koje po-
jedine zemlje treba da dostignu do 2020. godine. Zemlje ¢lanice treba da razmi-
sle, na osnovu nacionalnih prioriteta i uzimajuéi u obzir promene ekonomskih
okolnosti, kako i na koji na¢in one mogu da doprinesu zajednickom dostizanju
Evropskih referentnih tacki kroz akcije na nacionalnom nivou.

Na osnovu ovoga, drzave ¢lanice su dogovorile da ¢e raditi na dostizanju
slede¢ih referentnih tacki:

Participacija odraslih u celoZivotnom udenju

Radi povecanja participacije odraslih u obrazovanju odraslih i celozivot-
nom ucenju, posebno za odrasle sa nedovoljno razvijenim vestinama:
* Do 2020. godine u proseku bar 15% odraslih treba da ucestvuje u
obrazovanju odraslih®.

! Zakljucci Saveta od 5-6. maja 2003. godine i Evropski referentni nivoi postignu¢a u obrazovanju i obuci

(refrentne tacke) (dok. 8981/03).
2 Tj. procenat populacije starosti od 25 do 64 godine koja je ucestvovala u obrazovanju u obuci ¢etiri nedelje pre

istrazivanja (Istrazivanje EUROSTAT-a/Radne Snage). Dobit imamo i od informacija o participaciji odraslih
u celozivotnom ucenju koje su prikupljene u istrazivanju o obrazovanju odraslih.
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Nisko postignuée u bazicnim vestinama

Radi omogucavanja svim uéesnicima u obrazovanju da steknu adekvatan
nivo bazi¢nih vestina, posebno kada je u pitanju ¢itanje, matematika i prirodne
nauke:

* Do 2020. godine procenat petnaestogodisnjaka koji su imaju nisko po-

stignuée u ¢itanju, matematici i prirodnim naukama® treba da bude
manji od 15%.

Treéi obrazovni nivo

Imajuéi u vidu poveéanu traznju za vi$im nivoima obrazovanja, uz sve
uvazavanje stru¢nog obrazovanja i obuke:

* Do 2020. godine procenat populacije starosti od 30 do 34 godine koja

je zavrsila srednje obrazovanje (trogodisnje ili ¢etvorogodisnje)* treba

da bude bar 40%.

Utenici koji rano napustaju sistem obrazovanja i obuke

Kao doprinos naporima da maksimalan broj uc¢enika zavrsi zapoceto ob-
razovanje i obuku:
* Do 2020. godine procenat ucenika koji rano napustaju sistem obrazo-
vanja i obuke’ treba da bude manji od 10%.

Predskolsko obrazovanje

Imajuéi u vidu povecanje broja dece koja pohadaju predskolsko obrazova-
nje koje je osnova za kasnije obrazovne uspehe, a posebno dece iz marginalizova-
nih grupa:

* Do 2020. godine najmanje 95% dece stare 4 godine i viSe treba da

pohadaju predskolsko obrazovanje pre upisa u obavezno osnovno ob-
razovanje.

3 Izvor: OECD/PISA. (pravo na participaciju svih zemalja ¢lanica mora biti osigurano. Relevantni indikatori se
moraju posebno pratiti.

4 Prim. prev.

> Tj. procenat populacije starosti od 18 do 24 godine koji samo imaju srednju $kolu ili manje a koji vise nisu u

sistemu obrazovanja i obuke. (Istrazivanje EUROSTAT/Radna snaga). Treba udiniti napore kako bi se pove-
¢ao kvalitet podataka, ukljucujudi i ispitivanje izvodljivosti korid¢enje dodatnih izvora podataka.
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* X x

U dodatku, Savet poziva Komisiju da dalje radi na slede¢im oblastima:

Mobilnost

Imajudi u vidu $iroko priznate koristi od mobilnosti i radi njenog poveca-
nja, Komisija je pozvana da Savetu da predlog za referentnu ta¢ku u ovoj oblasti
do kraja 2020. godine, najpre se usmeravaju¢i na fizicku mobilnost izmedu ze-
malja u oblasti visokog obrazovanja, imajudi u vidu i kvantitativni i kvalitativni
aspekt kao i napore i ciljeve dogovorene u okviru Bolonjskog procesa, a koji su
ponovo naglaseni na Konferenciji Leuven i Louvain-la-Neuve®. U isto vreme, po-
ziva se Komisija da prouci moguénost takve referentne tacke kako bi ona ukljucila
i struéno obrazovanje i obuku i mobilnost nastavnika.

Zaposljivost

Imajuéi u vidu znadaj povecanja zaposljivosti kroz obrazovanje i obuku
kako bi se odgovorilo na trenutne i buduée izazove na trziStu rada, poziva se
Komisija da Savetu prilozi predlog za moguéu referentnu tacku u ovoj oblasti do
kraja 2020. godine.

Utenje jezika

Imajuéi u vidu znacaj ucenja dva strana jezika od malih nogu, kao $to
je naglaseno u zaklju¢cima Evropskog saveta iz Barselone, marta 2002. godine,
poziva se Komisija da Savetu do kraja 2012. godine preda predlog za mogude
referentne tacke u ovoj oblasti koje se zasnivaju na trenutnom radu na razvoju
jezi¢kih kompetencija.”

Dodatak II
Prioritetne oblasti za evropsku saradnju i obrazovanje u okviru
prvog ciklusa: 2009 — 2011.

Radi dostizanja ¢etiri strateska cilja iz okvira (ET 2020), identifikovanje
prioritetnih oblasti za svaki radni ciklus treba da unapredi efikasnost Evrospke

¢ Saopstenje sa Konferencije evropskih ministara koji su odgovorni za visoko obrazovanje.

7 Zakljudci Saveta o evropskom indikatoru za jezi¢tke kompetencije (O] C 172, 25.7.2006, str. 1).
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saradnje u obrazovanju i obuci kao i da odgovori na individualne potrebe zemalja
¢lanica u svetlu novih okolnosti i izazova.
Prioritetne oblasti, kako je navedeno u odeljku 2 (b) i 2 (¢) i delu ,,dalje se
slaze da“ i u tekstu ispod pokazuje potrebu da:
* se nastavi saradnja u oblastima klju¢nih izazova
* se razvije saradnja u oblastima koje se smatraju posebno vaznim za vre-
me ovog radnog ciklusa.

Drzave ¢lanice ¢ée, u skladu sa nacionalnim prioritetima izabrati one oblasti
rada i saradnje u kojima zele da ucestvuju u nastavku rada. Ukoliko drzave ¢lanice
smatraju da treba, rad na specificnim oblastima moze da se nastavi u narednim
radnim ciklusima.

Strateski cilj 1: CeloZivotno ucenje i mobilnost kao realnost

Nastavak rada na:

* Razvoju strategija za celoZivotno udenje: zavrsetak procesa imple-
mentacije nacionalnih strategija za celozivotno ucenje, poklanjajuci
posebnu paznju validaciji neformalnog i informalnog ucenja i vodenja.

* Evropskom okviru kvalifikacija (EQF): u skladu sa preporukama
Evropskog parlamenta i Saveta® u aprilu 2008. godine, rade na pove-
zivanju svih nacionalnih kvalifikacionih sistema sa EQF-om do 2010.
godine i podrze kori$¢enje pristupa koji se zasniva na ishodima uce-
nja za standarde i kvalifikacije, procedure za validaciju i procenjivanje,
transfer bodova, nastavni plan i osiguranje kvaliteta.

Razvijanje saradnje:
* Sirenje mobilnosti u obrazovanju: radimo zajedno kako bismo po-
stepeno eliminisali barijere i uvecali mogu¢nosti za mobilnost kada je
u pitanju obrazovanje u Evropi i svetu, na nivou visokog i ostalim ni-
voima obrazovanja, ukljucujudi nove ciljeve i finansijske instrumente i
uzimajuéi u obzir posebne potrebe marginalizovanih grupa.

$ O] C 111, 6.5.2008.
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Strateski cilj 2: Unapredenje kvaliteta i efikasnosti obrazovanja i obuke

Nastavak rada na:

* Ucenju jezika: omogucavanje gradanima da komuniciraju na dva je-
zika pored svog maternjeg jezika, promovisanje ucenja jezika, gde je
potrebno, u srednjim stru¢nim $kolama i za odrasle i pruzanje mogué-
nosti imigrantima da nauce jezik zemlje u koju su se doselili.

* Profesionalnom razvoju nastavnika i trenera: fokusiranje na kvali-
tet osnovnog obrazovanja i podrska nastavnicima na pocetku karijere,
fokusiranje na podizanje nivoa kvaliteta moguénosti za kontinuirano
profesionalno usavr$avanje nastavnika, trenera i ostalog osoblja (tj. oso-
blja koje je deo upravljackih struktira ili deo tima za savetovanje).

* Upravljanju i finansiranju: promocija programa za modernizaciju vi-
sokog obrazovanja (uklju¢ujuéi i nastavne planove) i okvira za osigu-
ranje kvaliteta u srednjim stru¢nim $kolama, razvoj kvaliteta pruzaoca
usluga ukljucujudi i osoblje u oblasti obrazovanja odraslih. Promovi-
sanje politike i prakse zasnovane na znanju sa posebnim naglaskom
na uspostavljanju odrzivosti za javne i, gde je to primenljivo, privatne
investicije.

Razvijanje saradnje kada su u pitanju:

* Bazicne vestine ¢itanja, matematike i prirodnih nauka: istraZivanje i
sirenje dobre prakse i rezultati istrazivanja o sposobnosti ¢itanja medu
ucenicima i izvlacenje zaklju¢aka o poboljsanju nivoa pismenosti u celoj
Evropskoj uniji. Intenziviranje postojeée saradnje kako bi se unapredila
znanja iz matematike i prirodnih nauka na vi§im nivoima obrazovanja
i obuke i poboljsao na¢in predavanja priodnih nauka. Konkretne akcije
neophodne su kako bi se unapredio nivo bazi¢nih vestina, ukljucujudi
i odrasle.

* ,,Nove vestine za nove poslove: procena zahteva za novim vestinama
i njihovo uklapanje sa potrebama trziSta rada treba da na adekvatan
nacin bude deo procesa planiranja obrazovanja i obuke.



ANDRAGOSKE STUDIJE, 1/2011 189

Strateski cilj 3: Promocija jednakosti, drustvene kobezije i aktivnog
gradanstva

Nastavak rada na :

* Smanjivanju ranog napustanja sistema obrazovanja i obuke: radi-
ti na preventivhom pristupu, razvijati bolju saradnju izmedu opsteg
i struénog obrazovanja i uklanjanje barijera za povratak onih koji su
izasli iz sistema obrazovanja i obuke da se u njega vrate.

Razvijanje saradnje u oblasti:

* Predskolskog obrazovanja: promovisanje op$teg pristupa zasnovanog
na jednakosti i dalji nastavak podizanja kvaliteta pruzaoca usluga u
obrazovanju i podrska nastavnicima.

e Imigranata: razvijanje medusobnog ucenja na osnovu najboljih praksi
u obrazovanju ucenika koji su imigranti.

* Ucenika sa posebnim potrebama: promocija inkluzivnog obrazova-
nja i individualnog pristupa u¢eniku putem uvremenjene podrske, rane
identifikacije posebnih potreba i dobro koordinisane usluge. Integrisa-
nje usluga u redovnim $kolama i omogucavanje nacina za dalje obra-
zovanje i obuku.

Strateski cilj 4: Povelanje inovacija i kreativnosti, ukljucujuéi i
preduzetnistvo na svim nivoima obrazovanja i obuke:

Nastavak rada na:

* Razvoju transverzalnih klju¢nih kompetencija: u skladu sa preporu-
kama Evropskog parlamenta i Saveta iz decembra 2006’, viSe obracanje
paznje na transverzalne klju¢ne kompetencije u nastavnim planovima,
procenama i kvalifikacijama.

Razvijanje saradnje u oblasti:

* Razvoja institucija koje neguju inovativnost: promocija kreativnosti
i inovacije putem razvijanja specifi¢cnih metodologija nastave i u¢enja

> OJ L 394, 30.12.2000, str. 10.
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(ukljucujudi korid¢enje novih informacionih tehnologija i obuku na-
stavnika).

Razvoja partnerstva: razvijanje partnerstva izmedu pruzaoca usluga u
oblasti obrazovanja i obuke i biznis sektora, istrazivackih institucija,
organizacijama koje se bave kulturom i kreativno$¢u i promovisanje
trougla znanja koji dobro funkcionise

Prevela Marijana Todorovi¢
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Konferencija:
Svako vreme je dobro za udenje

— pregled rezultata Akcionog plana EU

Od devedesetih godina proslog veka, kada su zemlje Evropske unije prepo-
znale mo¢ obrazovanja i u¢enja odraslih u ostvarivanju dugoro¢nih ciljeva svoje
ekonomske i socijalne politike, usledio je ceo niz akcija, projekata i programa iz
ove oblasti. Dokumenti i preporuke Evropske komisije sluzile su kao orijentir i
usmeravale aktivnosti u oblasti obrazovanja odraslih.

Jedan od takvih dokumenata je i Akcioni plan Evropske komisije Svako
vreme je dobro za ucenje, donet za period 2008-2010. Na kraju trogodisnjeg peri-
oda implementacije odrzana je zavr$na konferencija na kojoj je trebalo napraviti
pregled rezultata postignutih tokom implementacije, identifikovati glavne iza-
zove sa kojima Ce se obrazovanje i ucenje odraslih suocavati u Evropi do 2020. i
dobiti povratnu informaciju od ucesnika o buduéim aktivnostima, potrebama i
problemima.

U skladu sa tradicijom uspostavljenom ranih devedesetih, svaka zemlja
tokom svog predsedavanja Evropskom unijom organizuje makar jedan skup po-
svecen obrazovanju i u¢enju odraslih. Datum zavrsne konferencije koincidirao je
sa predsedavanjem Madarske, pa je konferencija odrzana od 7. do 9. marta 2011.
u Budimpesti, u saradnji sa madarskim Ministarstvom za zapo$ljavanje. Na njoj
je ucestvovalo 35 zemalja — preko 250 predstavnika, ukljucujuéi Savet Evrope,
OECD, Ekonomski i socijalni komitet EU, predstavnike vlada, civilnog drustva
i privatnog sektora.

Konferenciji je prethodila sesija posve¢ena obrazovanju i u¢enju odraslih
u Madarskoj, sa nizom primera dobre prakse. Glavni deo konferencije organi-
zovan je kroz uvodne govore, intenzivne diskusije u panelu i rad u radnim gru-
pama. Uvodne govore odrzali su Deputy Director-General Xavier Prats Monné
(Generalni direktorat za zapo$ljavanje, socijalna pitanja i jednakost $ansi), Sdn-
dor Czomba (madarsko Ministarstvo za zaposljavanje), prof. Maria Jodo Rodri-
gues (specijalni savetnik Evropske komisije), prof. Gdbor Haldsz (Univerzitet
E6tvds Lordnd u Madarskoj) i Bernard Hugonnier (Direktorat za obrazovanje u
OECD-u). Radna grupa je predstavila izvestaj o trogodi$njoj intenzivnoj saradnji
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zemalja ¢lanica EU u obrazovanju odraslih, a prezentovano je i nekoliko klju¢nih
studija iz ove oblasti.

Ucesnici su bili saglasni u oceni da je Akcioni plan imao veoma znacaj-
nu ulogu u promovisanju ucenja i obrazovanja odraslih, uprkos velikim razlika-
ma koje postoje medu pojedinim zemljama o tome kako se shvata obrazovanje
i uéenje odraslih. Potvrdena je velika prednost posedovanja ovakvog zajednickog
okvira kao $to je Akcioni plan, koji istovremeno nudi smernice, predstavlja instru-
ment za pradenje, poredenje i planiranje, ali moze imati efekte i u diskusijama
sa nacionalnim ministarstvima i socijalnim partnerima. Kori$¢enje zajednickog
okvira pokazalo se kao potvrda da deviza Uéimo jedni od drugih ima ogromno
polje prakti¢ne primene u kreiranju politike i u unapredenju prakse. Istaknuta je
i spremnost da se sa ovakvim pristupom nastavi.

Na ovom impozantnom skupu, koji je okupio glavne aktere evropskog
obrazovanja odraslih, mesali su se pozitivan duh i optimizam sa ose¢ajem zabri-
nutosti za buduénost obrazovanja odraslih u Evropi. S jedne strane dominiralo
je uverenje da su ucenje i obrazovanje odraslih jedan od glavnih nacina da se po-
jedinci i drustva suoce sa razli¢itim izazovima, medu kojima se isticu ekonomska
kriza, demografske promene (narocito starenje stanovnistva i migracije), nova po-
liticka previranja, interkulturni problemi, ekoloske krize, nova uloga gradanskog
aktivizma i drugi. S druge strane sa zabrinuto$¢u se prati moguénost smanjenja
budzeta Integrisanog programa za celoZivotno ucenje i mesto Grundvig programa u
njemu, kao i neizvestan termin novog Akcionog plana Evropske komisije.

Konferencija se osvrnula na neke od krupnih problema koji ¢ine realnost
Evropske unije: broj onih koji ne participiraju u obrazovanju odraslih je za 50
miliona veci nego pre 10 godina, 76 miliona ljudi nije dovoljno obrazovano niti
stru¢no obuéeno, dok skoro tred¢ina radne snage ne poseduje u zadovoljavajucoj
meri klju¢ne kompetencije. Pri tom se obrazovanje i uéenje odraslih i dalje suoca-
vaju sa problemima nedovoljnog finansiranja, nepostojanja integrisanog pristupa
u kreiranju politike, nedovoljnih podataka, nepostojanja balansa izmedu formal-
nog i neformalnog obrazovanja, niske motivacije i slabog u¢es¢a, nedovoljno obu-
¢enog kadra, nefleksibilnih metoda poucavanja, nedovoljno razvijenog sistema
validacije prethodnog ucenja, slabo razvijenog sistema vodenja i savetovanja itd.

I na ovoj konferenciji vidljiv je bio napor da se odrZi ravnoteza izmedu dva
pristupa obrazovanju i u¢enju odraslih u Evropskoj uniji — prvog, koji promovise
obrazovanje za zapodljivost, insistiraju¢i na konkurentnosti i kompetitivnosti, i
drugog, koji obrazovanje vidi u funkciji socijalne inkluzije, podsti¢u¢i gradan-
ski aktivizam, interkulturalizam i integraciju. Ucenje odraslih pomaze da ljudi
izvuku maksimum iz svog Zivota i rada — moto je koji treba da ukratko odrazi
ovaj kontinuirani evropski napor da se ne zapadne u ekonomizam i ne podlegne
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neoliberalnoj koncepciji obrazovanja. Zaposljivost i inkluzija treba da idu ruku
pod ruku, istaknuto je na konferenciji, a dat je i niz konkretnih primera dobre
prakse i iskustava koja ilustruju kako je to moguce. Od naroditog je znacaja, ne
samo u ovom kontekstu ve¢ i Sire, insistiranje na komplementranosti opsteg i
stru¢nog obrazovanja. Jedan od nacina da se to ostvari je i razvijanje transverzal-
nih klju¢nih kompetencija, zatim saradnja $kola, sistema stru¢nog obrazovanja i
obuke i institucija visokog obrazovanja. Validacija ishoda ucenja preporucena je
kao moguc¢nost efikasnog povezivanja ovih sistema.

Konferencija je kao glavni problem istakla nedovoljnu participaciju u uce-
nju i obrazovanju odraslih i kao klju¢ni zadatak za 21. vek odredila njeno podi-
zanje.

Zavr$ni izvestaj konferencije sumirao je prioritete koje su ucesnici izdvojili
tokom plenarnih sesija i radnih grupa, radi razvoja jakog i odgovornog sektora
obrazovanja odraslih:

* Pomodi odraslima koji imaju nizak nivo obrazovanja i stru¢nih vestina
da steknu klju¢ne kompetencije za Zivot i rad, narodito pisanje, racuna-
nje i digitalnu pismenost;

* Ragzviti kvalitetan sistem savetovanja i vodenja, koji ¢e pomo¢i odrasli-
ma da naprave prave izbore i saline sopstvene planove za celoZivotno
ucenje;

* Razviti nadin da se zadovolje individualne potrebe svakog ko uci, $to
treba da bude podrzano nizom metoda i upotrebom ICT,; kao i viso-
kokompetentnim nastavnicima koji ¢e im pomo¢i u nalazenju puta u
drustvo znanja, i to tako $to ¢e na najbolji nacin iskoristiti svoje spo-
sobnosti;

* Uspostaviti centre za ucenje u lokalnoj zajednici, povezane sa okru-
zenjem, ¢ime bi se i u¢enju odraslih dalo znacajnije mesto u njoj, uz
vaznu ulogu drzavnog sektora i snazno partnerstvo na svim nivoima;

* Znacajan doprinos institucija visokog obrazovanja, koje imaju dvostru-
ku ulogu — da se viSe otvore za odrasle studente i da obezbede istraziva-
nja i nau¢nu analizu ove oblasti;

* Znacajno povedati sumu znanja o sektoru obrazovanja i uéenja odra-
slih;

* Unaprediti stru¢no usavrsavanje kadra koji radi u ovoj oblasti u kon-
tekstu brige o odrzanju i unapredenju kvaliteta;

* Razvijati dinamican sektor uéenja za dug Zivot — za aktivno, autonomno
i zdravo starenje, $to ukljucuje intergeneracijsko ucenje i solidarnost
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medu generacijama, kao i $to bolje kori$¢enje socijalnih, kulturnih i
li¢nih resursa.

Senka koja se posle izbijanja ekonomske krize nadvila nad obrazovanje
odraslih bila je primetna i na ovoj konferenciji. Jasno je da se za ovako ambicio-
zno postavljene ciljeve ne moze racunati na povecanje budzeta — naprotiv, postoji
tendencija njegovog smanjivanja. Zato se insistiralo na $to boljem, efektivnijem
i kreativnijem kori$¢enju postojecih kapaciteta, uz preporuke za meduministar-
sku saradnju (naroc¢ito ministarstva obrazovanja, rada i zaposljavanja, zdravlja,
pravde), na $ta navode i istrazivanja o pozitivnim efektima obrazovanja u smislu
usteda u oblasti zdravstva, smanjenja delinkvencije i kriminala itd.

Isticanje uloge civilnog drustva je jo$ jedan izraz potrebe za balansiranjem
u politici i pristupu EU problemima obrazovanja odraslih. U ovom sluéaju se
insistiralo na ravnopravnom uces¢u raznovrsnih partnera, pri ¢emu organizacije
civilnog drustva imaju veoma vaznu ulogu u oblasti neformalnog i informalnog
ucenja. Veoma je $irok spektar mesta i nacina za odvijanje ove vrste u¢enja — od
samog radnog mesta, pa do novih socijalnih mreza, a pri tome se i uloga nastav-
nika znatno menja — on je sve viSe onaj koji koordinira proces u¢enja i vodi onog
ko uci ka procesu pune autonomije.

Osim postignutih rezultata u trogodi$njem periodu i postoje¢ih problema,
konferencija je registrovala i niz slabosti i propusta u implementaciji Akcionog pla-
na. Izvestaj koji sve ovo obuhvata bi¢e predmet razgovora ministara obrazovanja
zemalja EU, a Evropska komisija ¢e poceti pripreme za pisanje novog Akcionog
plana, koji bi trebalo da doprinese punom prepoznavanju znacaja obrazovanja i
ucenja odraslih u ostvarivanju niza benefita za evropska drustva.

Katarina Popovi¢
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Tredi susret andragoga Srbije:

~Andragoski dan 3“

Klub studenata andragogije, Katedra za andragogiju Filozofskog fakulteta
u Beogradu, Institut za pedagogiju i andragogiju i Drustvo za obrazovanje odra-
slih organizovali su 25. i 26. decembra 2010. godine na Filozofskom fakultetu u
Beogradu Tredi susret andragoga Srbije ,,Andragoski dan 3.

Osnovna tema Treceg susreta andragoga bilo je funkcionisanje Drustva
andragoga Srbije, novoosnovane profesionalne asocijacije andragoga. Koliko je
tema vazna i koliko je andragozi smatraju bitnom za jacanje profesije andragoga,
pokazuje i ¢injenica da je ovogodisnji susret okupio preko 150 andragoga Srbije.
Ucesnike Andragoskog dana najpre je pozdravila prof. dr Nada Kacavenda-Ra-
di¢, Sef Katedre za andragogiju Filozofskog fakulteta u Beogradu, zatim prof. dr
Dusan Savicevi¢, osniva¢ i utemeljiva¢ Katedre za andragogiju, i doc. dr Aleksan-
dra Pejatovié, upravnik Instituta za pedagogiju i andragogiju. Rad Treceg susreta
andragoga Srbije moderirala je Jelena Jakovljevi¢, savetnik-koordinator u Centru
za stru¢no obrazovanje i obrazovanje odraslih Zavoda za unapredivanje obrazo-
vanja i vaspitanja, koja je svojim nenametljivim profesionalizmom uticala kako
na efikasnost rada u toku ovog dvodnevnog susreta, tako i na razvijanje svesti
o zajednic¢kom pripadanju profesiji i Zelji da na poboljsanju statusa andragoske
profesije u drustvu zajednicki radimo.

Posebnu draz ovogodi$njeg susreta predstavlja i ¢injenica da su se po prvi
put na jednom mestu u tako velikom broju okupili andragozi, profesionalci iz
razlic¢itih krajeva Srbije, sa razli¢itim profesionalnim iskustvom u obrazovanju
odraslih, i studenti svih godina andragogije. Otuda ne iznenaduje $to se na pocet-
ku susreta razvio pravi ,Andragoski intergeneracijski dijalog“u kom su studenti, sa
jedne strane, nastojali da saznaju sto vise od svojih kolega andragoga o osobeno-
stima, prednostima, nedostacima profesionalnog bavljenja obrazovanjem odra-
slih u Srbiji, a profesionalci, s druge strane, o nastavnim planovima i programima
na studijskoj grupi za andragogiju, promenama koje se nastoje uvesti u proces
studiranja... Utisak svih prisutnih je da je ovaj intergeneracijski dijalog nedostajao
»1 jednoj i drugoj strani®, da je mogao da potraje i znatno duze, $to je mozda ideja
o kojoj treba razmisliti, pa susrete diplomiranih andragoga i studenata andragogi-
je organizovati kada god to prilike dozvole.
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Drugi deo prepodnevnog rada obuhvatao je rad u paralelnim grupama.
Ucesnici Andragoskog dana su se prema svojim preferencijama opredeljivali za
rad u jednoj od ¢etiri ponudene grupe. U okviru svake radne grupe, ucesnici su
bili u prilici da saznaju ne$to o andragoskim novinama u praksi. Naime, cetiri
teme koje su obradivane u ovom delu rada, predstavljaju, na neki naéin, nove
oblasti u kojima je profesija andragog za kratko vreme pronasla svoje mesto. Pre-
zentatori i teme koje su obradivane u ovom delu rada su: Svetlana Zivanié, Akre-
ditacija programa obuke u oblasti socijalne zastite — iskustva i perspektive; Marijana
Radulovi¢, Mesta susretanja psihodrame i edukacije; Du$an Jovanovi¢, Talent me-
nadzment; Dragoljub Mati¢, NLP — Komunikaciona tehnologija za XXI vek. Jo$
jednom se pokazalo da su andragozi zeljni upoznavanja sa novim tendencijama i
iskustvima iz prakse ucenja i obrazovanja odraslih.

Popodnevni rad bio je usmeren na stvaranje koncepta Kodeksa etike andra-
goga Srbije. Bila je to prilika da se zapoc¢ne kako razgovor o ovoj temi vaznoj za
unapredenje statusa andragoske profesije, tako i rad na njoj — formirana je radna
grupa koja ¢e razmotriti predloge u vezi sa izradom Kodeksa iznete u toku po-
podnevnog rada i nastaviti da se bavi ovim vaznim pitanjem, kako bismo uskoro
imali razvijen kodeks profesionalne etike.

Radni deo prvog dana Tredeg susreta andragoga Srbije zavr$en je prezento-
vanjem ,Andragoskog dnevnika“— studentskog videnja i razumevanja vaznih do-
gadaja i aktivnosti koje su obelezile razvoj teorije i prakse obrazovanja odraslih u
prethodnoj godini. Za veliki trud i jo$ ve¢i talenat koji su ispoljili u tih 30 minuta
izve$tavanja, bili su nagradeni ogromnim aplauzom. U takvom raspolozenju, na-
stavljen je neformalni deo Andragoskog dana, na veceri i druzenju.

Drugi dan andragoskog susreta zapocet je prezentacijama doc. dr Kristinke
Ovesni ,Andragoski kadrovi — profesija i profesionalizacija“i doc. dr Aleksandre
Pejatovié ,,Razvoj znanja i vestina buducih andragoga — a pomalo i o diplomira-
nima"“, kojima su ucesnici uvedeni u rad na temi-okosnici ovogodi$njeg susreta.
Nakon toga, u¢esnicima su prezentovani rezultati mini istrazivanja o profesional-
nom statusu andragoga danas u nasoj zemlji. Naime, sami ucesnici su zamoljeni
da za svaku od navedenih karateristika profesije prikazanih u tabeli 1. oznace
koliko je, prema njihovom misljenju, razvijena kada je re¢ o andragoskoj profesiji.
Prikazani rezultati ukazuju na sledece:

* Visokoskolsko obrazovanje (dug ulazak u profesiju), teznja za savrSen-
stvom (stalna teznja za daljim razvojem profesije), sistemski teorijski
fond znanja (razvijen pojmovni aparat, teorijska zasnovanost, meto-
dologija rada, zakonska osnova) se procenjuju kao najbolje razvijene
karakteristike andragoske profesije.
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*  Monopol na struénu ekspertizu (stru¢na ekspertiza od strane drzave
prepustena profesionalcima u odredenoj oblasti), drustvena kontro-
la i drustvene sankcije (drzavna kontrola, drustvene sankcije za lose
obavljanje profesije), stepen spoljasnje prepoznatljivosti (prepoznatlji-
vost profesije od strane klijenata; znaju kome mogu da se obrate radi
zadovoljavanja odredene potrebe) se prepoznaju kao najnerazvijenije
karakteristike kada je re¢ o profesiji andragog.

Tabela 1: Profesionalni status andragoga

Karakteristike profesije Minimum Maksimum Sr. vrednost
Monopol na stru¢nu ekspertizu 1 2 1.12
Drustvena kontrola i drustvene sankcije 1 2 1.16
Stepen spoljasnje prepoznatljivosti 1 2 1.18
Kodeks profesionalne etike 1 3 1.36
Autonomija i autoritet 1 3 1.36
Profesionalno udruzivanje 1 3 1.46
Trajno bavljenje zanimanjem 1 3 1.54
Profesionalna supkultura 1 3 1.56
Usluzna orijentacija 1 3 1.76
Sistemski teorijski fond znanja 1 3 1.94
Teznja za savr$enstvom 1 3 2.08
Visokogkolsko obrazovanje 1 3 2.18

Nenametljivo se postavilo pitanje: koliko bi Drustvo andragoga Srbije mo-
glo da uti¢e na razvijenost svih navedenih karateristika koje profesiju ¢ine profe-
sijom. Odgovori na to pitanje, provlacili su se kroz dalji rad, koji je do sada bio
organizovan u paralelnim grupama.

UCesnici su se najpre bavili utvrdivanjem szanja i potreba andragoske pro-
fesije. Rad je bio organizovan oko slede¢ih pitanja: moguénosti i problemi pri
zapo$ljavanju andragoga; zakoni i podzakonski akti na koje se andragozi oslanjaju
u svom radu i problemi sa kojima se susre¢u u njihovoj primeni; znanja i vestine
koja andragozima nedostaju u radu, a koja se traze na trzistu rada; organizacije/
institucije sa kojima andragozi saraduju; informacije koje im nedostaju.

Drugi deo rada odnosio se na utvrdivanje mogucnosti i reSenja za unapre-
denje andragoske profesije, a pitanja oko kojih je rad bio organizovan obuhvatala
su sledece: na koji nac¢in Drustvo andragoga Srbije (DAS) moze da doprinese
reSavanju problema pri zaposljavanju andragoga; koje su nadleine institucije i
prioriteti za izmenu zakonske regulative; da li nedostajuca znanja i vestine treba
da udu u fakultetski program ili su to pojedina¢ni programi obrazovanja/obuke/
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seminara itd.; koje su teme za obrazovne programe, skupove, projekte; na koji
nacin komunicirati, odnosno davati i dobijati informacije od DAS-a.

Rezultati dobijeni u ovom radu predstavljaju dragocen materijal za dalje
planiranje aktivnosti na kojima ¢e Drustvo andragoga Srbije raditi.

Ovogodisnji susreti andragoga zavr$eni su ,,Andragoskom prognozom*, jed-
nom od tzv. festivalskih aktivnosti kojom su studenti andragogije ispratili ovaj
Andragoski dan. ,Andragoska prognoza“ predstavlja odgovore nasih sugradana
na pitanje: Sta biste voleli da naudite u sledecoj godini, a koje su dopisivali na
panoima postavljenim na ulaznim vratima Filozofskog fakulteta. Tako ,istrazene®
obrazovne potrebe, pokazuju da bi nasi sugradani voleli da nauce razne aktivnosti
— od Sivenja, pletenja, letenja paraglajderom do toga da nauce kako da uce.

Studenti andragogije koji su ucestvovali u organizaciji ovog Andragoskog
dana pokazali su da je buduénost andragogije svetlija no $to se na momente ¢ini.
Naime, svojim talentom, kreativno$éu, neiscrpnom energijom i ,novim pri-
stupom® obrazovanju odraslih, uspeli su da celokupnom susretu dodaju jednu
novu, posebnu dimenziju, koju je mozda moguce nazvati ,festivalsko-drustveno
odgovornom dimenzijom®. Osmisljene tzv. propratne aktivnosti Tre¢eg susreta
andragoga, otvorile su vrata Filozofskog fakulteta svim zainteresovanima koje su
privukli kako postavljeni Standovi u holu fakulteta na kojima su se odrzavale
eko-radionice (pravljenje ukrasnih predmeta i nakita od recikliranog materija-
la), origami-radionice, prodaja rukotvorina nasih starijih sugradana iz Dnevnog
centra i kluba za starije opstine Vozdovac, tako i akcija razmene znanja i vestina,
organizovana preko razmene recepata ili saveta o ne¢emu sto znaju i zele da pode-
le sa drugima. U holu fakulteta ,,¢ekao® ih je i Kolb, ta¢nije njegov instrument za
utvrdivanje stila u¢enja, koji su mnogi rado popunjavali uz ponuden ¢aj. Predno-
vogodisnja atmosfera bila je oboga¢ena i poklonima koje su studenti delili sugra-
danima: bilo je tu i novogodisnjih ukrasa, i cokoladnih kuglica, ali je za svaku od
njih bila prikacena jedna izreka o ucenju i potrebi u¢enja tokom celog Zivota. Ide-
jom da ,ulaznica® za ovogodi$nji Andragoski dan bude jedna knjiga koju bi nasi
andragozi poklonili svojim starijim sugradanima, korisnicima Dnevnog centra i
kluba za starije opstine Vozdovac, studenti su pokazali da za drustveno odgovorno
ponasanje nije potrebno mnogo, ve¢ sasvim malo volje. Sakupljeno je preko 120
knjiga koje su poklonjene Dnevnom centru i klubu za starije opstine Vozdovac.

Da je Andragoski dan 3 ispunio olekivanja svih, i organizatora i ucesni-
ka susreta, mozda najjednostavnije a najslikovitije pokazuje komentar jednog od
ucesnika koji je ostao zapisan u evaluacionom listu susreta: ,Kao ponovo roden u
profesionalnom smislu, ve¢ podinjem da ose¢am pripadnost strukovnom udruze-
nju, $to mi jaca samopouzdanje®.

Zorica Miloevi¢
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Intervju:
Osnivanje Drustva andragoga Srbije

- jo$ jedna podrska profesiji

(Intervju sa Violetom Orlovi¢, predsednicom Drustva andragoga Srbije)

N. Koruga: Davne 1964. godine sve je pocelo na Letnjoj skoli u Porecu. Gde
se danas radaju ideje o razvoju nase profesije?

V. Orlovié: Danas smo okruzeni razli¢itim idejama i procesima koji uti¢u
na razvoj nase profesije. Sigurno da se ideje o razvoju najpre javljaju u umovima
mladih andragoga, kao i u umovima onih koji vole ovu oblast. Zapravo, svesni
smo toga da se danas sve vise pri¢a o znac¢aju obrazovanja odraslih. Sva meduna-
rodna dokumenta koja se ti¢u nase oblasti kako na evropskom, tako i na svetskom
nivou, zatim nedavno odrzana Konfintea VI govore o tome da bez obrazovanja
nema ni odrzivog razvoja, nema ispunjenja milenijumskih ciljeva. Mozda u Srbiji
ponekad i nema dovoljno razloga za optimizam, ali upravo se zbog toga borimo
za status nase profesije. Sve to kreira potrebu i prostor za nas bolji profesionalni
status. Mislim da je danas obrazovna scena sigurno Zivlja nego $to je bila devede-
setih i pocetkom dvehiljaditih, a opet s jedne strane drugacija u odnosu na ono
sto je bilo $ezdesetih, sedamdesetih kada se dogodio izvesni procvat obrazovanja
odraslih, ali zaista u drugim okolnostima. Mislim da nase vreme tek dolazi.

N. Koruga: Koje su to promene ifili potrebe dovele do osnivanja Drustva
andragoga Srbije?

V. Orlovié: Upravo su to promene na globalnom nivou koje sam pomenu-
la, a kod nas su se stekli raznorazni uslovi. Postali su nam dostupni neki evropski
i medunarodni projekti koji su okupili andragoske snage oko moguénosti da se
primene znanja koja smo godinama sakupljali. Zaista je bilo tesko devedesetih
godina ostvariti neki andragoski projekat, prodreti viSe u praksu i do¢i do dona-
tora. Medutim, na svu srecu to se dvehiljaditih menja. Znacajna je uloga Drus-
tva za obrazovanje odraslih koje je donelo upravo te nove moguénosti i koje je
podstaklo sam rad i nastanak Drustva andragoga Srbije. Takode, na trziStu rada

! Intervju vodio Nikola Koruga, Klub studenata andragogije, Beograd, 10. 03. 2011.
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se javljaju nove potrebe u razli¢itim oblastima. Svesni smo da se u oblasti ljud-
skih resursa $iri mogucnost za andragoge, a opet oni su nedovoljno prisutni s
obzirom na moguénosti. Mnogo je projekata, mnogo pozicija koje se odnose na
organizovanje obuke, na obezbedivanje kvaliteta obuke gde opet nema dovoljno
andragoga. O¢igledno je da je prostor veliki, ali i da nasa profesija mora da jaca
kako bi nas prepoznali kao potrebne ljude koji ¢e na najbolji nac¢in zauzimati te
pozicije. Mislim da su to neke od glavnih potreba koje su dovele do osnivanja
Drustva andragoga Srbije.

N. Koruga: Kada ste poceli sa radom na konstituisanju DaS-a i kako je tekao
taj proces?

V. Orlovié: Prosle godine. Zapravo u poslednje tri godine. Kada su poceli
da se organizuju andragoski dani i ta inicijativa je rasla. Pored Drustva za obra-
zovanje odraslih, katedra je godinama podsticala rad i prethodnog Andragoskog
drustva Srbije, ali u drugim uslovima. Mislim da su ti napori katedre i onih koji
su se najviSe angazovali na pripremi Strategije obrazovanja odraslih i akcionog
plana i zakona zaista jaki, ali s druge strane bili bismo sigurno jos$ jac¢i da smo
imali organizovano profesionalno udruzenje. Upravo su to bili razlozi $to je to-
kom Drugog andragoskog dana pokrenuta inicijativa i formiran odbor od desetak
ljudi koji su se volonterski angazovali sa puno ljubavi i raspoloZivim mogo¢no-
stima uobli¢ili ideju o tom novom udruzenju. Dakle, izmedu dva andragoska
dana, tj. izmedu 2009. i 2010. godine napravljen je taj formalni korak osnivanja i
registrovanja Drustva andragoga Srbije. Dosta smo vremena ulozili pokusavajuci
da ostvarimo kontinuitet sa Savezom andragoskih drustava Jugoslavije, pa sa An-
dragoskim drustvom Srbije Zele¢i da na taj nacin sauvamo tradiciju. Medutim,
to je administrativno bilo jako komplikovano, a s druge strane sada smo Dru-
Stvo andragoga Srbije definisali zaista kao profesionalno udruZenje andragoga, $to
ranije nije bio slucaj. Ranije su, jednostavno, ¢lanovi mogli biti oni koji se bave
obrazovanjem odraslih, a da nisu porfesionalni andragozi.

N. Koruga: Dakle, oni koji se samo osecaju andragozima ne mogu da postanu
&lanovi Drustva?

V. Orlovié: Redovni ¢lanovi mogu da budu samo andragozi. Medutim,
postoje jo$ dve kategorije pridruzenih i pocasnih ¢lanova. Pridruzeni su ¢lanovi
oni koji se bave ovom oblas¢u bilo da su iz nase ili iz drugih drzava, odnosno i
andragozi koji ne Zive na teritoriji Srbije. Pod poc¢asnim ¢lanovima misli se na
ljude koji nisu neophodno andragozi, ali su dosta doprineli ovoj oblasti. Ono
sto Drustvo namerava da ponudi svojim ¢lanovima je pre svega promovisanje
profesije andragog, potom sistematizovanje i organizovanje informacija o tome
ko su andragozi i gde se nalaze. Dakle, pre svega ¢emo poéi od baze podataka.
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Poboljsa¢emo komunikaciju medu ¢lanovima i ponudi¢emo informacije u vezi
sa publikacijama, izdanjima, skupovima, mogu¢nostima volontiranja za studen-
te itd. Razvijaéemo pocetne vidove umrezavanja, tekuée projekte, mogucnosti
ukljuc¢ivanja u projekte... Sve to sto sada pricam je i deo programa rada Drustva
andragoga Srbije za ovu godinu. Takode, sve ¢e to biti deo sadrzaja sajta koji je
u izradi. Dakle, pruzice se jedna moguénost interaktivnog komuniciranja putem
sajta — kako se priprema akcioni plan, zavrSetak rada i javna rasprava o Zakonu o
obrazovanju odraslih. Nameravamo da postavimo forum na sajt kako bi stvorili
sansu za andragoge da se zaista aktivno ukljuce u vazne procese.

N. Koruga: Polako uvodimo aktivnosti Drustva u pricu. Recite mi, koji su
ciljevi ove organizacije?

V. Orlovié: Dakle, prvi cilj je ono o ¢emu sam pricala, a to je promocija
profesije andragog. Naravno, na vrhu lestvice je promocija koncepcije dozivotnog
ucenja i promocija andragogije kao nauke, potom povezivanje andragoga i Sirenje
prostora za profesionalne angazmane, lobiranje i delovanje prema drzavi u smislu
poboljsanja statusa profesije, bolje primene zakona, uskladivanja sa drugim zako-
nima koji su aktuelni i dodiruju nasu oblast i naravno moguénost plasiranja zna-
nja opet na dvosmernom nivou, kao i veéeg uces¢a andragoga u razmeni znanja
bilo u okviru obuka, skupova, konferencija, publikovanja i s druge strane ¢injenje
dostupnim objavljenih radova, knjiga i slino. S tim u vezi Drustvo planira da
radi na otkupljivanju jednog broja medunarodnih publikacija koje mozda nisu
dostupne u celini i postavljade ih na sajt pod Sifrom koju ¢e imati ¢lanovi.

N. Koruga: Sta pripadnike DaS-a izdvaja u odnosu na druga profesionalna
udruzenja?

V. Orlovié: Mislim da smo jo$ uvek mladi kao profesija. Tek pre dvadese-
tak godina andragogija se osamostalila kao grupa i mislim da ljudi poseduju jo$
uvek dozu entuzijazma i vezanosti za profesiju svesni toga da smo jo$ pioniri, te se
treba boriti za status. Mislim da imamo potrebu za podrskom i da se samim tim
javlja i veca potreba za udruzivanjem. Upravo to nas nekako odreduje s jedne stra-
ne, dok s druge strane mozda imamo najjac¢u snagu da promovisemo to $to zapra-
vo mnogi drugi pormovisu, a to je dozivotno ucenje i potreba za obrazovanjem.

N. Koruga: Moze li i na koji natin DaS dovesti u ravnotezu terazije na cijem
se suprotnom tasu nalazi drzava?

V. Orlovié: Da, to zavisi od svih nas. Sada kada se pomene drzava moja
prva asocijacija je zakon koji je u pripremi. I to ¢e sigurno biti prilika, odnosno
javna rasprava o njemu, da andragozi daju svoj glas i svoj doprinos resavanju ovog
zacajnog pitanja. Postojanje udruzenja, kao $to se ve¢ pokazuje, moze stvarno da
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obezbedi jacanje tog glasa. Nasi predstavnici su ve¢ u komisijama koje se bave
unapredenjem stru¢nog obrazovanja, kao i u grupama koje su okupljene oko ra-
zlicitih projekata. Izuzetno je znacajno kada se pojedinacno neko angazuje i kada
se kaze da je to predstavnik Udruzenja andragoga, jer ipak iza toga stoje stotine
glasova. Bez nekih velikih obec¢anja, mislim da ¢emo sada imati pravu priliku da
uticemo da zakon, koji je pred nama, bude usvojen onakav kakav bi trebalo da

bude.

N. Koruga: Granice profesionalnih udruzenja i asocijacija su jasne u socijal-
nom, ali ne i u geografskom smislu. Ko ce sve biti bududi strateski partneri DaS-a?

V. Orlovié: Bice to sigurno sli¢na udruzenja iz regiona, kao i sli¢na i mno-
go jaca udruZenja na evropskom nivou. Tokom poslednjeg andragoskog dana
identifikovali smo partnere sa kojima nase potencijalno ¢lanstvo, odnosno nase
kolege saraduju. Spisak je zaista ogroman. Ona se ti¢e i domacih organizacija,
tice se i umnogome medunarodnih organizacija. Dakle, mi ¢emo se truditi da
se usmerimo ka srodnim udruzenjima, a onda i medunarodnim organizacijama
koje nemaju samo direktno obrazovanje odraslih u programu i samo ¢lanstvo
ovog tipa, ve¢ i ka onima koji programima doti¢u nasu oblast ili doprinose kako
razvoju istrazivanja, tako i razvoju profesije.

N. Koruga: Jedna od zavrsnib faza profesionalizacije jeste donosenje etickog
kodeksa profesije. DasS je vec poceo da resava to pitanje. Na cemu jos trenutno radite?

V. Orlovié: Zaista smo resavali mnoga pitanja od poslednjeg Andragoskog
dana do danas i bilo je dosta posla. Sto se ti¢e rada na kodeksu tada smo definisali
grupe, odnosno timove ljudi koji bi se po poglavljima bavili tom tematikom.
Kodeks ¢e verovatno biti spreman za slede¢i Andragoski dan, ali ne smem to da
obe¢am, posto se svi volonterski angazujemo. Pored toga bih istakla da ¢e DaS
u junu biti koorganizator Konferencije o evaluaciji o obrazovanju u balkanskim
zemljama, zatim ¢emo organizovati slede¢i Andragoski dan u novembru 2011.
godine. Osim toga svi radimo, mislim na Upravni odbor, na prepoznavanju mo-
guénosti koji projekti i izvori sredstava bi mogli da pomognu rad udruzenja u
narednoj godini. Dakle, ispitujemo i mogu¢nosti $to se tice Ministarstva nauke i
gde se sve treba registrovati i prijaviti kako bismo otvorili prostor za pribavljanje
sredstava u buduénosti.

N. Koruga: Mozete li mi opisati strukturu DaS-a?

V. Orlovié: Dakle, clanovi ¢e preko skupstine moéi da odlu¢uju, odnosno
da daju svoje misljenje o programu rada, mo¢i ¢e da potvrde ili biraju novi uprav-
ni odbor. To su tela koja su znadajna za rad DaS-a. Clanovi ¢e takode moéi da
ucestvuju u oblikovanju samog programa i tokom godine, mo¢i ¢e da uéestvuju u
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razmeni informacija i svemu onome $to Drustvo bude razvijalo. Inace, poslednjeg
Andragoskog dana formiran je upravni odbor koji ¢e delovati makar do skupstine
krajem godine. Ako ga skupstina potvrdi nastavi¢e sa radom. Trenutno je nas
sedam u upravnom odboru i moram da kazem da je sastav takav da su ljudi iz ra-
zlicitih oblasti rada i da imamo zastupljen i privatni i nevladin sektor i akademiju
i sindikat i mislim da je to dobra osnova za rad i da svi sa velikim entuzijazmom
i profesionalno¢u pristupamo tom poslu. Clanovi ¢e modi direktno da uti¢u na
program i izaberu oblasti u kojima ¢e se najvise raditi.

N. Koruga: Ako posmatrate DaS kao simbol, $ta za vas on znadi?

V. Orlovié: Moja prva asocijacija se odnosi na logo koji smo probali da
izaberemo ovih dana. Ve¢im delom smo dosli do ideje koja u svakom slucaju
ukljucuje pojedinca podrzanog znanjima. Mislim da je podrska ta glavna re¢ koja
simbolizuje DaS. Dakle, podrska ¢lanovima da se bolje medusobno povezuju, da
se bolje bore za svoj status i podrska andragogiji kao nauci da nam jos bolje pruzi
osnovu za tu dalju borbu i prakti¢no definisanje.

N. Koruga: Kako biste opisali DaS za dvadeset godina?

V. Orlovié: Kao jako profesionalno udruzenje koje je doprinelo da kada se
kaze andragog u ovoj zemlji sve bude jasno, kao nekoga ko je uspeo da doprinese
implementaciji zakona, kao nekoga ko je doprineo verovatno i osnivanju novih
andragoskih institucija, mozda ¢ak i andragoskog centra i kona¢no nekoga ko je
prosirio svoje ¢lanstvo i ko ima razvijenu medunarodnu saradnju.
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Prikaz knjige:
Miomir Despotovi¢, Razvoj kurikuluma u
stru¢nom obrazovanju: pristup usmeren na
kompetencije

U izdanju Instituta za pedagogiju i andragogiju Filozofskog fakulteta u
Beogradu objavljena je monografija prof. dr Miomira Despotovi¢a Razvoj kuriku-
luma u strucnom obrazovanju: pristup usmeren na kompetencije. Monografija sadrzi
266 strana osnovnog teksta i 34 strane priloga u obliku relevantne literature (sa
250 bibliografskih jedinica), indeksa pojmova, indeksa imena i rezimea na engle-
skom jeziku. Autor se u ovoj nadasve kompetentnoj i odli¢no argumentovanoj
studiji bavi aktuelnim problemom uskladivanja zahteva rada i efekata obrazova-
nja i ucenja (u $irem smislu); odnosno pitanjem o ulozi i znacaju kurikuluma,
posebno o razvoju kurikuluma u struénom obrazovanju (u uzem smislu). Na ovaj
nacin monografija pruza ¢itaocima sveobuhvatni uvid u klju¢na reorijska znanja
u vezi sa kurikulumom, ali i veoma precizne prakticne smernice za oblikovanje
kurikuluma u stru¢nom obrazovanju, koje su od izuzetnog znacaja svima koji se
neposredno ili posredno bave nau¢nim i profesionalnim pitanjima obrazovanja
i ucenja.

Aktuelnost teme kojom se Despotovi¢ bavi proisti¢e iz savremenih po-
treba sveta rada i zahteva koji se stavljaju pred sistem (stru¢nog) obrazovanja, a
ticu se dominantne potrebe za njihovim uskladivanjem. To znaci da obrazovanje
treba da pruzi takva znanja, vestine i kompetencije koje ¢e omoguditi mobilnu,
fleksibilnu, visoko-produktivnu i zaposljivu radnu snagu (naglasak nije vise na
pronalazenju jednog zaposlenja, ve¢ na razvoju zaposljivosti — odnosno stalnoj
konkurentnosti pojedinca na trzitu rada) kao politickog, ekonomskog i obra-
zovnog imperativa danasnjice. Ove ciljeve moguce je posti¢i upravo pristupom u
razvoju kurikuluma koji je usmeren na sticanje kompetencija.

U ovoj visokostru¢noj i retko temeljnoj monografiji sa detaljno obradenim
svim bitnim aspektima koji se neposredno ticu glavne teme, nalazi se i re¢nik
osnovnih pojmova koji je od neprocenjivog znacaja za ¢itaoca — bez obzira da li
gradi pristupa kao andragog ili kao stru¢njak iz neke od drugih nau¢nih oblasti,
kao teoreticar ili prakticar, kao profesor ili student.
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Sama struktura monografije u potpunosti odgovara postavljenom cilju ili
svisi koju ova studija ima — a to je da, kao prvo, obezbedi neophodan uvid u
razli¢ita teorijska razmatranja koja se ticu kurikuluma; zatim da, kao drugo, obja-
sni sam koncept kompetencija, kao sustinskog pojma koji je u osnovi problema
kojim se studija bavi; i kao tre¢e da obezbedi sve relevantne podatke u vezi sa
prakti¢cnom primenom stecenih znanja o kurikulumu, odnosno da odgovori na
veoma konkretno pitanje znacajno za praksu obrazovanja i u¢enja, a to je: kako se
odvija proces razvoja kurikuluma u stru¢nom obrazovanju?

Studija Razvoj kurikuluma u strucnom obrazovanju: pristup usmeren na
kompetencije sadrzi tri obimne i logicki strukturirane tematske celine: 1) teorijska
poimanja kurikuluma, 2) koncept kompetencija u stru¢nom obrazovanju i 3)
procesi razvoja kurikuluma u stru¢nom obrazovanju.

U prvom, prvenstveno teorijskom delu studije, razmatraju se razli¢ita zna-
¢enja kurikuluma, predstavljaju se pristupi u konceptualizaciji kurikuluma, ana-
liziraju odredeni odabrani modeli u razvoju kurikuluma i objasnjava se odnos
i meduzavisnost kurikuluma i nastave. Pocevsi od etimologije re¢i kurikulum,
Despotovi¢ nam ve¢ na samom pocetku ukazuje na nepobitnu ¢injenicu da je
pred nama celovita andragoska studija u kojoj se odgovorno i argumentovano
analiziraju svi bitni ¢inioci u razvoju kurikuluma. Sam termin kurikulum izvor-
no se odnosio na tr¢anje, trku, trkaliSte; znacenje ovog termina bilo je odredeno
parametrima kao $to su vreme, putanja, pravila, norme i kriterijumi. Prenesen na
podruéje obrazovanja i ucenja, termin kurikulum je u svom prvobitnom obliku
oznacavao tok i redosled ucenja, seriju prepreka i prepona (predmeta) u ucenju
koje treba savladati u toku odredenog vremena. Kroz istoriju se pojmu kurikulu-
ma sadrzaj pro$irivao, a znacenje menjalo. Sli¢na situacija prisutna je i na polju
pokusaja njegovog definisanja. Despotovi¢ navodi da se ove razlike u razumeva-
nju i definisanju kurikuluma (posebno u toku 20. veka) ispoljavaju kao razlike
u filozofskim pristupima i shvatanju karaktera i funkcije obrazovanja i ucenja.
Analizom relevantne literature izdvajaju se Cetiri najées$¢e grupe shvatanja ku-
rikuluma. Prema ovim koncepcijama kurikulum se shvata kao: sadrzaj uéenja,
produkt ucenja, plan ucenja i iskustvo ucenja.

Neposredno nakon opseznog i teorijski odli¢no potkrepljenog razmatranja
u vezi sa razli¢itim shvatanjem kurikuluma, Despotovi¢ nas veoma ve$to uvodi u
oblast koja se ti¢e pregleda razlic¢itih modela razvoja kurikuluma. Svoje izlaganje
zapocinje obja$njenjem samog pojma modela i nagovestava citaocu da ¢ée se ovde
susresti sa modelima koji su po svojoj prirodi teorijske konstrukcije i projekcije
(i u ve¢oj meri preskriptivni), ali i sa drugom vrstom modela koji su po prirodi
projekene konstrukcije i akcije (deskriptivni). Sa andragoskog stanovista, znacaj
analize datih modela razvoja kurikuluma je visestruk — ovi modeli omoguéuju
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istorijski uvid u razvoj teorije kurikuluma, ¢ine kompleksne, relativno celovite
predloge za obrazovnu praksu (odnosno njenog dela koji se ti¢e uspostavljanja
osnovne strukture kurikuluma) i uopste gledano nude stavove i ideje univerzalne
teorijske, ali i prakti¢ne vrednosti za razvoj kurikuluma u stru¢nom obrazovanju
i obuci razli¢itih uzrasnih kategorija stanovnistva.

Sintezom relevantnih teorija i modela, autor odreduje kurikulum kao siste-
matski i strukturiran okvir kojim se defini$u: svrha i ciljevi u¢enja, ishodi ucenja,
sadrzaji ucenja, organizacija, aktivnosti i sredstva ucenja i kriterijumi i nacini
vrednovanja postignu¢a. Ovo odredenje, ali i eksplicitno iskazan stav da je kuri-
kulum output sistema i procesa razvoja kurikuluma i 7zput u sistem nastave, autor
detaljnije obrazlaze u kritickom pogledu na odnos nastave i kurikuluma. Iz ugla
andragoga, posebno je vredno zapazanje da se u ucenju odraslih izmedu planira-
nih i ostvarenih efekata ucenja ne moze staviti znak jednakosti.

Drugi tematski blok studije ¢ini iz nau¢nog ugla bogata i plodonosna
rasprava o konceptu kompetencija u stru¢nom obrazovanju. S obzirom na ve¢
demonstriranu temeljnost u pristupu problemima kojima se bavi, Despotovi¢ u
ovom delu nastoji da ¢itaocu pruzi potpuni uvid i razumevanje stru¢nog obra-
zovanja i koncepta kompetencija koji je u njegovom sredistu. Funkcije i ciljevi
stru¢nog obrazovanja posmatraju se iz istorijske, teorijske i prakti¢ne perspektive.
Usled kontinuiranih socijalno-ekonomskih i tehnoloskih promena opsti ciljevi,
ali i odredenja stru¢nog obrazovanja vide se kao promenljiva kategorija. Tradi-
cionalno, stru¢no obrazovanje podrazumevalo je osposobljavanje pojedinca za
obavljanje odredenog posla ili zanimanja. Postepeno se u definisanju ovog vida
obrazovanja akcenat pomerao na moguénost upotrebe stecenih znanja i vestina,
odnosno na moguénost zaposlenja (employment), videnog kroz prizmu socijalnih
i individualnih posledica stru¢nog obrazovanja i obuke. Savremena organizaci-
ja rada koju karakteriSe smanjenje broja stalno zaposlenih i proporcionalni rast
osoba sa fleksibilnim zaposlenjem nametnula je novi cilj struénom obrazovanju
— a to je zaposljivost (employability). Despotovi¢ objasnjava koncept zaposljivosti
defini$udi ga kao stalnu konkurentnost pojedinca na trzistu rada.

Komparacijom savremenih sistema struénog obrazovanja autor isti¢e ne-
koliko osnovnih karakteristika ovih sistema: a) zasnovanost na potrebama trzi-
sta rada, b) uvodenje sistema (nacionalne) stru¢ne kvalifikacije, ¢) formiranje
sirih profila zanimanja, d) partnerski odnos, ) integrisanost generickih vestina
u strukturu kurikuluma, f) kriterijum uspesnosti je radna efikasnost, g) usmere-
nost na perspektivne potrebe, h) usmerenost na ishode u vidu kompetencija i i)
modularna programska struktura. Svaka od navedenih karakteristika detaljnije
je objasnjena i potkrepljena relevantnim podacima iz teorije i prakse stru¢nog
obrazovanja i obuke u razlic¢itim zemljama, jer samo kroz sagledavanje modernih
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stremljenja u stru¢nom obrazovanju i obuci mozemo donekle predvideti njihov
dalji razvoj.

Nakon odli¢nog uvida u savremenu potrebu za uskladivanjem rada i obra-
zovanja, Despotovi¢ ¢itaoca sigurnim koracima vodi nazad kroz istoriju i upozna-
je sa bazi¢nim pretpostavkama razvoja obrazovanja usmerenog na razvoj kompe-
tencija (competency based aducation). Obrazovanje zasnovano na kompetencijama
neposredni je proizvod industrijske revolucije, ta¢nije potrebe za maksimaliza-
cijom radnog ucinka i povecanja nivoa produktivnosti zaposlenih cije korene
nalazimo kod E V. Tejlora. Neoliberalna ekonomija, posebno spajanje trzi$nih
reformi sa teorijom ljudskog kapitala, ¢ini drugi znacajni konstituent koncepta
obrazovanja usmerenog na sticanje kompetencija. Tre¢i ¢inilac jeste bihejviori-
sticki pokret i njegove implikacije na podruéje obrazovanja i ucenja, a koji je
delovao istovremeno kao odgovor i podsticaj ovog vida obrazovanja. Ovime autor
u potpunosti uspeva u svom nesebi¢nom naporu da citaocu obezbedi potpuno
razumevanje savremenog stanja i istorijskog razvoja obrazovanja usmerenog na
kompetencije, $to kasnije u studiji prosiruje stru¢nom i odli¢no potkrepljenom
raspravom o njegovom znacenju i karakteristikama.

Deo monografije posvecen konceptu kompetencija i stru¢nom obrazo-
vanju Despotovi¢ zaokruzuje analizom znacenja pojmova kompetencije i kom-
petentnosti, komparacijom razli¢itih pristupa u njihovom definisanju i uvidom
u integralni pristup problematici kompetencija i procesom njihove konverzije
u standarde i kvalifikacije. Posmatrajudi ih iz perspektive razvoja kurikuluma u
stru¢nom obrazovanju, autor odreduje pojam stru¢ne kompetencije kao sposob-
nost da se prema prethodno definisanom standardu ili o¢ekivanju obave kom-
pleksne radne uloge, funkcije i duznosti u ¢ijoj se osnovi nalaze specifiéna znanja
i vestine, stavovi i vrednosti. Standarde kompetencija ¢ije se postignuce verifikuje
kroz rigorozan sistem provere i ocenjivanja, autor odreduje kao kvalifikaciju. Ima-
judi u vidu stru¢ni konsenzus i sistem provere i ocenjivanja kao kljuéne mehaniz-
me konverzije kompetencija u standarde i kvalifikacije, Despotovi¢ isti¢e da za
razvoj kurikuluma u struénom obrazovanju odgovornost nije samo na obrazov-
nim institucijama, ve¢ je neophodno obezbediti podrsku sveta rada u ¢ijem je i
interesu produkcija kadrova koji ne samo $to znaju $ta treba da se radi, ve¢ su u
stanju da to zaista i urade.

U tre¢em i najobimnijem tematskom bloku autor je svoje istrazivacke na-
pore fokusirao na razmatranje osnovnih procesa razvoja kurikuluma u struénom
obrazovanju. Isti¢e da se identifikovanje i definisanje osnovnih strukturalnih ele-
menata kurikuluma u stru¢nom obrazovanju odvijaju u okviru Cetiri paralelna i
meduzavisna procesa: specifikacija rada (podrazumeva identifikaciju konteksta
rada i zahtevanih kompetencija), specifikacija ucenja (znanje, vestine i stavovi
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potrebni za obavljanje posla, odnosno ciljevi, ishodi, sadrzaji i strategije u¢enja),
specifikacija uslova u¢enja (materijalno-tehnicki uslovi), specifikacija evaluacije i
ocenjivanja postignuca (odnosi se na preciziranje kriterijuma i procesa vredno-
vanja). Kurikulum je u okviru ove Seme krajnji produkt i specifikacija ucenja,
odnosno on predstavlja svojevrsni plan uéenja. Centralnu poziciju u ovako shva-
¢enom kurikulumu imaju ishodi uéenja. Upravo ovde mozemo da razumemo i
za$to Despotovi¢ zastupa vode¢u tezu da je koncept obrazovanja zasnovanog na
ishodima najadekvatniji oblik teorijske elaboracije i prakti¢ne realizacije pome-
nute specifikacije ucenja.

Prilikom polemike o uslovima razvoja obrazovanja zasnovanog na ishodi-
ma posebna paznja posvedena je razumevanju doprinosa bihejvioristicke psiho-
logije, u ¢ijem je okviru nastala njegova pocetna teorijska elaboracija. Pregledom
stru¢ne literature i kritickom osvrtu na mnostvo razlicitih interpretacija obrazo-
vanja zasnovanog na ishodima, Despotovi¢u nije promaklo da se ono ¢esto defi-
nie kao filozofija, teorija i/ili princip organizacije obrazovanja, model, strategija i
metod nastave i ucenja, zatim kao pristup planiranju i razvoju kurikuluma, ili kao
specifi¢na institucionalna organizacija i praksa obrazovanja. Pod obrazovanjem
zasnovanim na ishodima u ovoj studiji podrazumeva se sveobuhvatan pristup
organizaciji obrazovanja ¢ija je osnovna karakteristika: a) potpuna usmerenost
svih komponenata procesa obrazovanja na krajnje razvojne kvalitete (ishode) koje
treba posti¢i i u kome b) krajnji razvojni kvaliteti usmeravaju i kontrolisu celo-
kupnu strukturu organizovanog procesa ucenja — planiranje i razvoj kurikuluma,
organizaciju i realizaciju nastave, evaluaciju i ocenjivanje.

Gledaju¢i na ishode uéenja kao eksplicitne iskaze o rezultatu ucenja, autor
veoma spretno pojasnjava da ishodi u tom smislu opisuju osobu koja uci posle
definisanog perioda ucenja i kazuju nam $ta osoba zna (razume), sta je u stanju
da uradi pod odredenim okolnostima i kako se ponasa u odnosu na ono $to radi
(iskaz o stavovima, vrednostima i orijentacijama). Temeljno razmatranje ishoda
obrazovanja i u¢enja prosireno je polemikom o njihovoj strukturi, pojmu, vrsta-
ma i formulacijama, te zaokruzeno veoma zahtevnom ali i te kako potrebnom i
korisnom ukazivanju na razlike izmedu ishoda, ciljeva i zadataka.

Imajudi u vidu sadrzajnost i obim informacija u vezi sa svakim od procesa
u razvoju kurikuluma, ¢italac moze s pravom da oéekuje i detaljniji uvid u oblast
koja se ti¢e procene u obrazovanju. Svakako nece biti razo¢aran — jer ¢ée ovde naci
sve podatke u vezi sa razli¢itim odredenjima, vrstama i osobenostima evaluacije
u obrazovanju, zatim znacajne informacije koje se ti¢u njenog pojma, strukture
i podru¢ja i dimenzija njene realizacije. Posebno se razmatraju modeli evaluacije
kurikuluma i standardi ocenjivanja postignuca. Specifikaciju evaluacije i ocenji-
vanja autor odreduje kao proces identifikovanja ciljeva, procedura i kriterijuma
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vrednovanja aktivnosti i rezultata aktivnosti u procesu nastave i ucenja, a njen
krajnji produkt jeste standard evaluacije i ocenjivanja.

Ukoliko se i desi da ponekom od nepazljivih ¢italaca promakne neko od
odredenja glavnih termina u okviru studije ili ima potrebu za njihovim ponovnim
pregledom i analizom, na samom kraju knjige nalazi se izvrstan re¢nik u kom su
eksplicitno definisani svi vazniji pojmovi obuhvadeni studijom Razvoj kurikulu-
ma u strucnom obrazovanju: pristup usmeren na kompetencije.

Ovim radom Despotovi¢ je potvrdio svoj osobeni pristup problemima koji
podrazumeva temeljnost pri istrazivanju grade, stru¢nu potkovanost u analizi i
razumevanju pojmova, sposobnost kriti¢kog sagledavanja razli¢itih pristupa i ve-
stinu jasnog i preciznog ras¢lanjenja svake od pojmovnih kategorija kojih se u
svom radu dotakne. Najnovija knjiga Despotovi¢a predstavlja jedinstvenu i kohe-
rentnu studiju posveéenu osnovnim problemima razvoja kurikuluma u struénom
obrazovanju, a bogato iskustvo autora koji temi prilazi temeljno i znalacki ¢ine
ovu studiju nezaobilaznim izvorom znanja za svakog nau¢nika koji se bavi ovom
oblas¢u.

Kristina Pekec¢
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Information on Adult Education in Europe:
InfoLetter'

Christina Gerlach, InfoLetter, No 6, 2010
FINANCING ADULT EDUCATION IN TIMES OF CRISIS
AND THE NEED FOR INNOVATIVE CONCEPTS

All over Europe, almost all sectors are very strongly affected by the economic
crisis and are still trying to regain stability. The field of education depends mostly on
national funding that often has been cut due to the crisis. Against this background
alternative sources of finance have to be found.

This problem was dealt with in an expert workshop in Brussels organised
by the Directorate General Education and Culture. The workshop took place
from 18th to 19th October and discussed ways of financing adult education in
times of crisis — a topic that is relevant for the education sector in every Member
State. The event brought together experts from the education sector, represen-
tatives of national governments responsible for education and experts from the
financial sector.

In order to discuss ways of financing adult education underlying problems
soon became clear: First of all the empirical evidence for costs and benefits of
adult education is limited though financing adult education as a political question
has to be based on reliable data and statistics on the outcomes of adult education
in the different Member States. While the necessity of financing early education
is hardly discussed, the benefits of adult education remain nebulous. Which are
the costs for different levels of education, especially adult education? Which are
the rates of return for financing adult education and could short-term benefits
from adult education contribute to the long-term investment in early education?

! Information on Adult Education in Europe — InfoLetter je elektronski informativni servis evropske mreze
,European InfoNet in Adult Education” koja je nastala u okviru Grundvig Programa za celoZivotno obra-
zovanje Evropske komisije. InfoLetter izlazi dva puta mese¢no i pruza informacije o obrazovanju odraslih u
zemljama Evropske unije.
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Beside the individual effect of adult education further positive results such as fis-
cal returns or social insurance contributions could be reviewed. Not to mention
the risks of serious political problems resulting from failed formal education and
training.

The central question of the discussion was who pays or should pay for
adult education? Different national ways of dealing with this question were pre-
sented and analysed among them possibilities of self-financing, publicly financed
and employer financed adult education. Currently training vouchers and learning
account are the most applied instruments, in addition training loans, tax subsi-
dies, savings plans or learning time accounts are used to finance adult education
in different EU member states.

The discussion focussed on giving background data concerning European
trends in adult education and tried to analyse their implication. Experts from
different Member States described their experiences with financing instruments
for adult education and make a contribution to the developments of concrete
recommendations for policy and research. Little reliable information is available
on effective financing of education on different administrative levels and by dif-
ferent sectors. In addition, the outcomes and efficiency of the sector remain hard
to quantify.

The question of financing adult education was also discussed in the context
of the Action Plan on Adult Learning: The DG is currently working on the way
forward for the Action Plan on Adult Education that has been launched in 2008.
The action plans aims at improving the quality and the efficiency of the adult edu-
cation sector and ensuring an adequate investment in the adult learning sector. If
the follow-up of the action plan shall comprise a concrete roadmap it has to be
based on reliable data and statistics on adult education in Europe.

Marta Ferreira, Head of Unit for adult education stressed the importance
of discussing financing opportunities for education as many governments tend
to cut funding from the education sector facing the pressure of the financial
crisis without considering the negative impacts and additional costs that will be
caused by this. She pointed out that a coherent strategy for lifelong learning
has to comprise the whole system from early to adult education. Although the
results after ten years of Grundtvig are basically positive, the financial crisis and
the difficulties of public funds imply negative impacts for the future of Grundt-
vig. Marta Ferreira asked to consider the involvement of private funds and other
resources and to put forces together to ensure the future of adult education in
Europe. However, more innovative concepts for financing adult education have

to be established.
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1he EU Parliament
— Politics, Policy and People Magazine

Meri Hanibol, The Parliament, No 323, 2011
OBRAZOVAN]JE, OBRAZOVAN]JE, OBRAZOVAN]JE

Od drustvenih promena do rodne ravnopravnosti, od svesti o razlicitim kul-
turama do licnog ispunjenja, Meri Hanibol smatra da celoZivotno ucenje moze da
doprinese dugorocnoj dobiti drustva

Pojam celozivotnog ucenja na prvi pogled moze zvucati ¢udno. Daljim
bavljenjem njime postaje jasno na koji na¢in ono moze obogatiti ljudske Zivote
ili im pomodi da dostignu ambicije vezane za karijeru o kojima su oduvek sanjali
ali za koje su mislili da ne¢e mo¢i da ih ostvare. Postoji potreba za investicijama u
resurse i strukture koje podrzavaju koncept celoZivotnog uéenja. Evropska unija
je u¢inila dosta napora da podstakne ovaj koncept kroz Grundtvig program koji
je opisan kao ,,prakti¢no ucenje za odrasle®.

Grundtvig program koji je otvoren od 2000. godine bavi se potrebama za
poducavanjem i u¢enjem onih koji pohadaju kurseve za odrasle i kurseve ,alter-
nativnog® obrazovanja. Njegov cilj je razvijanje sektora za obrazovanje odraslih
kao i da omogudi da $to vise ljudi prode kroz iskustvo ucenja posebno u drugim
evropskim zemljama. One zemlje koje prihvataju ideju celozivotnog ucenja imaju
vecu participaciju u obrazovanju. Studija koju je radio Tom Siler (Tom Schiller)
i Dejvid Votson (David Watson) pokazuje da Velika Britanija ima dobru poziciju
kada je u pitanju usvajanje programa celozivotnog uéenja u odnosu na druge ze-
mlje zato $to su njeni programi u formalnom obrazovanju fleksibilni.

U sustini, celoZivotno uéenje je dobro za one koji zele da steknu nove ve-
stine. Medutim, ono ima i dalekosezniji uticaj koji takode uklju¢uje srecu, opstu
drustvenu koheziju i inkluziju. Ovo ne znadi da nema problema sa time koga
celozivotno ucenje ukljucuje. Najvedi od svih izazova je pitanje demografije i rav-
nopravnih moguc¢nosti za sve. Celozivotno ucenje se najvise fokusira i najvise
novca trosi na nastavak obrazovanja osoba od 18 do 25 godina. Ovo je nesto ¢ime
se moramo baviti.
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Medutim, ne obogaduju nase zivote samo programi u formalnom obrazo-
vanju — programi u neformalnom sistemu takode imaju vaznu ulogu. Istrazivanje
koje su sproveli finski nau¢nici koji su proucavali ideju neformalnog ucenja u
Finskoj dosli su do nestalnih rezultata.

Ovo istrazivanje pokazalo je da je oko 50% odraslih u Finskoj na neki
nacin ucestvovalo u obrazovanju odraslih u 2006. godini. Istrazivanje je pokazalo
da Zelja za uc¢enjem nije toliko bila vezana za moguénosti razvoja karijere ve¢ da je
mnogo veéa motivacija bila entuzijazam i zelja za nastavkom uéenja.

Evropska komisija pominje celozivotno ucenje u strategiji EU 2020, a sta-
tistike pokazuju da oko 80 miliona ljudi imaju slabe ili bazi¢ne vestine ali da
dobrobit od celozivotnog uc¢enja uglavnom imaju oni sa vi§im nivoom obrazova-
nja. Komisija veruje da ¢e do 2020. godine 16 miliona poslova zahtevati visoke
kvalifikacije dok ¢e potraznja za slabim vestinama opasti za 12 miliona radnih
mesta. Dostizanje duzeg radnog veka takode zahteva moguénost za sticanje i ra-
zvoj novih vestina tokom celog Zivota.

Tacno je da je celozivotno ucenje dobro za li¢no ispunjenje, ali ono takode
moze imati dugoro¢niji efekat na drustvo i moze da dovede do drustvene prome-
ne i aktivnog gradanstva, rodne ravnopravnosti i svesti o razli¢itim kulturama.
Ovo su sve pozitivni ishodi koje Komisija za kulturu veoma podrzava.

Prevela Marijana Todorovi¢
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Odabrane andragoske konferencije

u 2011. godini

1.

The Adult Education Research Conference (AERC), Ontario Insti-
tute for Studies in Education (Toronto, Ontario Canada), June 10-
12* 2011.

9th ELTA Conference Teaching-Learning-Assessing: Strengthening
the Links (Novi Sad, Serbia), April 8-9%, 2011.

European Conference for Academic Disciplines (Gottenheim, Ger-
many), April 10-15%, 2011.

The 8th International Gender and Education Association Conference
(Exeter, United Kingdom), April 27-30%, 201

The 2011 conference of the ESREA research network on adult educa-
tors, trainers and their professional development (Tallinn, Estonia),
November 9-11%, 2011.

The 2011 conference of the ESREA research network on Access,
Learning Careers and Identities (University of Aveiro, Portugal), No-
vember, 24-26%, 2011.

The 2012 conference of the ESREA research network on Policy stud-
ies in adult education (University of Nottingham, UK), February
10-12%, 2011.

14th International Conference. Evaluation in education in the Balkan
countries (Belgrade, Serbia), June 16-18%, 2011.

9™ International Transformative Learning Conference in Athens,
Greece, May 28-29%, 2011.
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Pregled andragoskih ¢asopisa

Adult Basic Education & Literacy Journal, Fall 2010, Vol. 4 Issue 3

Negotiating Literacy Identity in the Face of Perceived Illiteracy: What
Counts as Being Literate as an Adult and Who Decides? By: Benson, Sheila;
Domestic Trauma and Adult Education on the United States-Mexico Border.
By: Muro, Andres; Mein, Erika; Profiles of Internet Use Among ALBE Instruc-
tors. By: Berger, Jim I.. The Ideological Production of Learner Identities in the
World Outside/Inside the Classroom: Language Learning, Consumption, and
National Belonging. By: Ullman, Char; Engaging Teachers as Learners: Mode-
ling Professional Development for Adult Literacy Providers. By: Hanna, Mary
Barbara; Salzman, James A.; Reynolds, Sharon L.; Fergus, Katherine B.; Mo-
ving From Gracious Space to Gracious Conversations: Creating an Intercultu-
ral Welcoming Panel. By: McEachran, Nancy; Oleson, Katherine E.;Vocational
Counseling Web Sites. By: Rosen, David J.; Crossing the Bridge: GED Creden-
tials and Postsecondary Educational Outcomes. By: Smith, Cristine; Childho-
od Language Skills and Adult Literacy: A 29-Year Follow-Up Study. By: Smith,
Cristine; Shifting Gears: State Innovation to Advance Workers and the Eco-
nomy in the Midwest. By: Smith, Cristine; Changing the Odds: Informing
Policy With Research on How Adult Learners Succeed. By: Smith, Cristine;
Tracking Adult Literacy and Numeracy Skills: Findings From Longitudinal.
By: Mikulecky, Larry.

Adult Education Quarterly, Feb 2011, Vol. 61 Issue 1
Autobiography and Selfhood in the Practice of Adult Learning. By: Michel-

son, Elana; Bereaved Elders: Transformative Learning in Late Life. By: Moon,
Paul J.; Activists Within the Academy: The Role of Prior Experience in Adult
Learners’ Acquisition of Postgraduate Literacies in a Postapartheid South African
University. By: Cooper, Linda; Lifelong Learning as Being: The Heideggerian
Perspective. By: Ya-hui Su; A Methodological Review of Research on Leadership
Development and Social Capital: Is There a Cause and Effect Relationship? By:
Van De Valk, Lawrence J.; Constas, Mark A.; Free Lunch: How the Wealthiest
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Americans Enrich Themselves at Government Expense (and StickYou With the
Bill)./The Shock Doctrine: The Rise of Disaster Capitalism (1st ed.)/The Consci-
ence of a Liberal (1st ed.). By: Guy, Talmadge C.; Challenging the Professionali-
zation of Adult Education: John Ohliger and Contradictions in Modern Practice.
By: Mandell, Alan; Coulter, Xenia.

Adult Learning, Winter 2011, Vol. 22 Issue 1

Labor's Involvement in Workplace Education. By: Smith, Robert L.;
Rose, Amy D.; Lifelong Learning through Labor/Management Cooperation:
Building the Workforce of the Future. By: Alexander, Constance; Goldberg,
Marshall; Providing Worker Education and Building the Labor Movement: The
Joseph S. Murphy Institute of City University of New York. By: D’Amico,
Deborah; Front-Line Facilitating: Negotiating Adventurous Learning wit-
hin Workplace Programs. By: Smith, Robert L.; Pre-Apprenticeship Urban
Workforce Training Programs. By: Martin, Larry C.; Smith, Regina O.; Fin-
ding the Worker: Adult Education and Workers’ Education. By: Rose, Amy
D.; Jeris, Laurel H.; Creative Expression in Transformative Learning: Tools and
Techniques for Educators and Adults. By: Wimmer, Brenton; Immunity to
Change: How to Overcome it and Unlock Potential in Yourself and Your Or-
ganization. By: Damewood Andrea; Considerations Regarding the Future of

Andragogy. By: Henschke, John A.

Journal of Adult Development, Mar 2011, Vol. 18 Issue 1

Fan Behavior and Lifespan Development Theory: Explaining Para-social
and Social Attachment to Celebrities. By: Stever, Gayle; Thinking Styles and the
Eriksonian Stages. By: Zhang, Li; He, Yun; A Study of Real Dilemmas in Adult-
hood. By: Aierbe, Ana; Cortés, Alejandra; Medrano, Concepcidn; Self, Culture,
and Anxious Experiences.Detail By: Rattan, S.; A Study of the Perceptions and
Worldviews of Mature Age Pre-Service Teachers Aged Between 31 and 53. By:
Etherington, Matthew; Ego Development, Ethical Decision-Making, and Legal
and Ethical Knowledge in School Counselors. By: Lambie, Glenn; Ieva, Kara;
Mullen, Patrick; Hayes, B.

Higher Education Research & Development, Apr2011, Vol. 30 Issue 2

Leading and managing learning and teaching in higher education. By:
Marshall, Stephen J.; Orrell, Janice; Cameron, Alison; Bosanquet, Agnes; Tho-
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mas, Sue; Social learning spaces and student engagement. By: Matthews, Kelly
E.; Andrews, Victoria; Adams, Peter; Embedding resilience within the tertiary
curriculum: a feasibility study. By: Stallman, Helen M.; The direct and indirect
effect of motivation for learning on students’ approaches to learning through
the perceptions of workload and task complexity. By: Kyndt, Eva; Dochy, Filip;
Struyven, Katrien; Cascallar, Eduardo; Monitoring the pathways and outcomes
of people from disadvantaged backgrounds and graduate groups. By: Edwards,
Daniel; Coates, Hamish; Student non-completion of an undergraduate degree:
wrong program selection or part of a career plan? By: O’Keefe, M.; Laven, G;
Burgess, T.; Detail Only Available By: Ming Cheng; Engaging students in lear-
ning: a review of a conceptual organiser. By: Leach, Linda; Zepke, Nick; Cho-
osing whether to resist or reinforce the new managerialism: the impact of per-
formance-based research funding on academic identity. By: Waitere, Hine Jane;
Wright, Jeannie; Tremaine, Marianne; Brown, Seth; Pause, Cat Jeffrey; Higher
degree research supervision: from practice toward theory. By: Maxwell, T. W.;

Smyth, Robyn.

Higher Education Policy, Mar 2011, Vol. 24 Issue 1

Student Satisfaction with Undergraduate Teaching in China — A Compa-
rison between Research-intensive and Other Universities. By: Zhang, Hongshia;
Foskett, Nick; Wang, Dianmin; Qu, Mingfeng; Higher-Education Policies and
Welfare Regimes: International Comparative Perspectives. By: Pechar, Hans; An-
dres, Lesley; Educational Policy Diffusion and Transfer: The Case of Armenia.
By: Karakhanyan, Susanna; Veen, Klaas van; Bergen, Theo; Higher Education,
Policy Networks, and Policy Entrepreneurship in Africa: The Case of the Associa-
tion of African Universities. By: Johnson, Ane Turner; Hirt, Joan B; Hoba, Pascal;
Recommendations for Promoting E-learning in Higher Education Institutions:
A Case Study of Iran. By: Hanafizadeh, Payam; Khodabakhshi, Mohsen; Hana-
fizadeh, Mohammad Reza; Japanese University Reform — Hybridity in Gover-
nance and Management. By: Christensen, Tom.

Educational Media International, Mar 2011, Vol. 48 Issue 1

Towards a disruptive pedagogy: changing classroom practice with techno-
logies and digital content. By: Hedberg, John G.; Cognitive affordances of the
cyberinfrastructure for science and math learning. By: Martinez, Michael E.; Pe-
ters Burton, Erin E.; The effect of computer-based multimedia instruction with
Chinese character recognition. By: Chuang, Hui-Ya; Ku, Heng-Yu; A statewide
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university system (16 campuses) creates collaborative learning communities in
Second Life. By: Eaton, Lynn Jones; Guerra, Mario; Corliss, Stephanie; Jarmon,
Leslie; An evaluation-led virtual action learning programme - was the theory put
into practice? By: Giambona, G.; Birchall, D. W.; Emerging technologies in dis-
tance education. By: Olmanson, Justin.
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Uputstvo za autore priloga

Dostavljanje radova

Radovi se dostavljaju redakciji isklju¢ivo u elektronskoj formi, na e-adrese: ipa@f.bg.ac.rs i acs@sbb.rs ili na:
Institut za pedagogiju i andragogiju Univerziteta u Beogradu, Filozofski fakultet, Ciia—Ljubina 18-20, 11000
Beograd.

Format teksta

Tekstovi se dostavljaju u Word formatu, u obimu od 25.000 do 60.000 slovnih znakova, latini¢nim pismom. Uz
to je neophodno c{lostaviti i apstrakt rada u obimu do 1000 slovnih znakova, 3-5 klju¢nih re¢i, kao i najvaznije
podatke o autoru/ki rada, u obimu do 250 slovnih znakova. Neophodno je navesti trenutnu poziciju na kojoj
se autor/ka nalazi, ¢j. instituciju ili organizaciju u kojoj je zaposlen/a, godinu rodenja (koja se ne objavljuje, ve¢
sluzi u svrhe katalogizacije), kao i e-adresu. Ukoliko rad ima viSe autora, za svakog pojedina¢nog autora/ku treba
navesti sve prethodno navedene podatke.

Sem naslova, rad moze sadrzati i dva nivoa podnaslova, koji se ne numeri$u. Za sva isticanja i naglasavanja u
tekstu koristiti kurziv (italic), ne koristiti podvla¢enja i druge forme naglasavanja. Slike, tabele i raf%éke prikaze
oznaditi odgovarajué¢im brojem (arapskim) i naslovom koji ih jasno objasnjava i dostaviti ih u F%rmatu pogod-
nom za Stampanje.

Jezik

Radovi se dostavljaju na srpskom, engleskom, nemackom, hrvatskom, bosanskom i crnogorskom jeziku, a jezici
objavljivanja su srpski (kao i hrvatski, bosanski, crnogorski) i engleski. Uredni$tvo obezbeduje prevod tekstova.
Za tekstove na srpskom obezbeduje se prevod apstrakata na engleski, a za tekstove na engleskom prevod apstra-
kata na srpski jezik.

Citiranje i literatura

Pozive na literaturu treba davati u tekstu, u zagradama, a fusnote koristiti samo kada je neophodno, npr. za
komentare i dopunski tekst. Pri citiranju izvora (Stampanih i elektronskih) i u bibliografiji koristiti iskljucivo
APA stil (APA Citation Style - American Psychological Association). Detaljnije u: Publication manual of the Ameri-
can Psychological Association (Association (5® edition). (2001) ili (6" ed.). (2009). Washington, DC: American
Psychological Association. Takode vidi na: http://www.apastyle.org/. Primere videti na:
http://owl.english.purdue.edu/owl/resource/560/01/

hetp://www.douglas.bc.ca/library/apa.html

heep://www.liu.edu/cwis/cwp/library/workshop/citapa.htm

http://www.sdst.org/shs/library/apa.html

Kod tekstova na srpskom jeziku imena stranih autoralki u tekstu navode se u transkripciji prilikom prvog poziva
na autora/ku ili izvor, uz navodenje prezimena u originalu u zagradi (u slede¢im pozivima na istog autora/ku
dovoljno je navesti samo transkripciju) ili u originalu u celom teistu.

Na kraju rada navodi se spisak koriséene literature. Maksimalan broj radova koji se navode u literaturi je 20.
Radovi se navode abecednim redom.

Za talnost citata i referenci odgovorni su autori.

Recenziranje

Rad recenziraju dva recezenta. Recenzije se u propisanom formatu dostavljaju uredni$tvu. Na osnovu pozitivne
recenzije urednici donose odluku o objavljivanju rada i o tome obavestavaju autora/ku.

O redosledu ¢lanaka u ¢asopisu odlu¢uju urednici.

Clanci se razvrstavaju u sledece kategorije: izvorni nauéni radovi, pregledni radovi, struéni radovi. Casopis objav-
ljuje i: prevode znacajnih dokumenata (i, izuzetno, prevode ¢lanaka objavljenih na nekom drugom mestu),
hronike, prikaze i kritike, intervjue i polemike, bibliografije i informacije o aktuelnim dogadanjima (skupovima,
projektima, publikacijama) iz zemlje, regiona, Evrope i sveta.

Autorska prava: Sva prava zadrzava ©lnstitut za pedagogiju i andragogiju, Univerzitet u Beogradu, Filozofski
fakultet. Redakcija zadrZava pravo izmena u tekstu. Prevod ili naknadno objavljivanje tekstova iz ¢asopisa u
drugim izvorima je besplatno, uz obaveznu prethodnu saglasnost urednistva. Saglasnost nije potrebna za ko-
ri$¢enje casopisa u istrazivacke i nastavne svrhe, za citiranje, prikaze, kritike i u privatne svrhe. Kod citiranja i
objavljivanja delova ¢asopisa pozeljno je obavestiti urednistvo.

Kontakti vezani za autorska prava i uredivacku politiku: Institut za pedagogiju i andragogiju, Univerzitet u
Beogradu, Filozofski fakultet, Cika-Ljubina 18-20, 11000 Beograd i e-posta: mdespoto@ﬁ%g.ac.rs i aes@sbb.
rs; telefon: 00381-11-3282-985.
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Notes for Contributors

Paper Submission

Editorial receives only MS Word type electronic submissions sent to e-mail: ipa@f.bg.ac.rs or aes@sbb.rs, or to
the Institute for Pedagogy and Andragogy, University of Belgrade, Faculty of Philosophy, Cika-Ljubina 18-20,
11000 Beograd.

Notes on style

All papers submitted should be between 25.000 and 60.000 characters (with spaces), in Latin letter. Abstract
should also be submitted of no more than 1000 characters (with spaces), the title of the manuscript, as well as
3-5 keywords. Submissions should include: full name, institutional affiliation and position of the author; basic
data on author (up to 250 characters with spaces) and the contact information, as well as the date of birth (will
not be published, serve just for the catalogue). If there is more than one author, the information should be
provided for each author.

Articles should be structured using up to two levels of headings. Numbering should not be used in headings.
Italic formatting is allowed for emphasizing. Bolding, underlining and other such formatting are not allowed.
Figures, pictures and tables should be named and numbered by Arabic numerals, and supplied in a form suit-
able for reproduction.

Language

Serbian, English, German, Croatian, Bosnian and Montenegrinian languages are acceptable languages. Papers
will be published in Serbian (as well as Croatian, Bosnian and Montenegrinian) and in English. Editorial Board
is responsible for translation and proofreading. For papers published in English additional abstract in Serbian

will be provided, while for papers published in Serbian additional abstract in English will be provided.

Quotations and References

References to literature should be placed in the text, within parentheses. It iss acceptable to use footnotes,
however, it is recommended to use them only if necessary e.g. for comments and additional text. All quotations
should be referenced using APA Ciration Style (American nyfhalo‘giml Association). See: Publication manual of
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