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ANDRAGOGY VERSUS PEDAGOGY OR
FROM PEDAGOGY TO ANDRAGOGY:
A RE-ASSESSMENT OF KNOWLES'S
DILEMMA WITH THE DEVELOPMENT
OF LEARNING THEORY

Knowles’ formulation of andragogy raised a number of debates — perhaps the
most significant was the question of whether children and adults learn differently.
This paper argues that it is not a matter of age that affects learning, but a ma-
tter of previous experience. Having a novel experience usually means that we are
more aware of the sense experience and it is from this that we learn. Once we
have given meaning to the sense experience, our learning tends to begin in the co-
gnitive domain. This approach to learning theory offers a solution to the dilemma
that Knowles’ formulation posed and which he never resolved in a satisfactory
mannet.

In 1970 Malcolm Knowles wrote The Modern Practice of Adult Educa-
tion and he subtitled it andragogy versus pedagogy but as a result of the discus-
sion that followed he changed the sub-title in the second edition of the book in
1980 to from pedagogy to andragogy: the question is which of these was right,
if either. The argument of this paper is that as we have learned more about
human learning there is a sense in which neither was really right and that it
would have been more sophisticated to have used the more simple sub-title
andragogy and pedagogy. While this paper might be reviving an old debate, it
is not the history of the debate that really interests us here but the advances
in learning theory that have occurred during the past quarter of a century and
the new light they throw on an old debate. In order to do this, we will briefly
review that debate and then show how we think that it can be finally resolved.
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Part 1. The Debate after the 1970 Edition

As early as 1972 Houle (1972, pp.221-223) gently disagreed with Know-
les’ claim in the original sub-title by suggesting that education is a single proc-
ess, but the debate really did not take off until later in the decade. McKenzie
(1977) sought to provide Knowles’ rather pragmatic formulation with a sound-
er philosophical base by arguing that children and adults are existentially dif-
ferent. Elias (1979) disagreed and responded to this by claiming that this is not
necessarily significant since men and women are existentially different but no
one has yet suggested that men and women should be taught differently, to
which McKenzie (1979) replied that while they might be existentially differ-
ent their readiness to learn was not related to their gender. At the same time
Knudson (1979) suggested that humanagogy would be a better term because
it merely suggested that we are teaching human beings whatever their age or
gender and while this idea did not really receive much attention it was perhaps
much more valid. But by 1980 Knowles re-entered the debate with his revised
edition of the original book - with a new sub-title from pedagogy to andrag-
0gy.

While this really killed off the debate about the difference between andr-
agogy and pedagogy, two other issues became important: firstly, many writers
claimed that Knowles had not really understood that nature of andragogy itself
(Hartree, 1984, Tennant, 1986, inter alia) and others pointed out that Knowles
has not understood how the term was used in Yugoslavia and this latter claim
was essentially correct; secondly, andragogy became used much more to sig-
nify an adult teaching technique and there is a sense in which this was true to
Knowles” own thinking — but as a teaching technique it was nothing new since
many adult educators had always accepted that learner-centred education was
the nature of adult education. But Knowles’ ideas about andragogy became
very widely accepted since this was a time of rapid growth in the education of
adults and the term became a symbol for this expanding phenomenon which
differentiated it from traditional education.

One of the most significant things about the debate in the 1970s was the
emphasis on existentialism: some that is again coming to the fore and perhaps
a clue to Knowles’ dilemma lies in this fact. For Knowles (1980.p.43) andragogy
was ‘the art and science of helping adults learn’: for him, it was a teaching tech-
nique rather than a theory of learning based upon adult characteristics which
he called assumptions. But it was a teaching technique that he related to the
learners and their characteristics, pointing to one of the major developments
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in education at the end of the twentieth century — the emphasis on learning
itself. While Knowles was unsure about the characteristics of the learners that
he described — four were described in his initial writings but he later extended
this to six (Knowles, 1989), but it matters not how many he identified, the fact
is that he did not concentrate on the way his learners learned and so he never
managed to solve his dilemma.

Part 2. Developments in the Theory of Learning

In many ways Knowles’ own theory of learning was not well developed
and yet his work contributed greatly to the development of learning theory.
Amongst Knowles’ characteristics was the experience which adults accumulate
over their life time and which they can use in their future learning and about
which adult teachers had to be aware in their teaching of adults. At the time
when he wrote two major approaches to learning were prevalent — behaviour-
ism and cognitive development: both are very weak theories since behaviour-
ism can be characterised as the ‘mindless body’ while cognitivism can be seen
as ‘the bodiless mind’: neither were combined in these two approaches. But
the emphasis on the learners’ experience was coming to the fore — the work of
Dewey and Lewin were again being recognized and in the 1970s Kolb and Fry
(1975) published an experiential learning cycle, which was to become popu-
larised by Kolb’s (1984) book. Learning from experience became quite central
to the development of learning theory and, indeed, it also fitted very nicely
into Knowles’ work, so that we venture to suggest that without it, Kolb’s work
would not have become so popular. Knob focused on the learner’s experience
and then on reflection on that experience which was also in line with Knowles’
own work. Kolb, however, then claimed — wrongly we think — that reflection
led to generalisation and abstraction and from there to experimentation. This
cycle has become as symbolic of experiential learning as Knowles’ concept of
andragogy became of adult education, although both were constructed with-
out sound empirical research.
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Figure 1. Kolb’s Learning Cycle

Indeed, when Jarvis (1987) developed his learning model in 1987 —
which was a development on Kolb — he found very few of the people whom he
researched actually generalised from a single learning experience. However, he
did claim that his research probably covered children’s learning as well as adult
learning although he had not included any children in his sample. In this sense,
he was reflecting the 1970s debate about andragogy and to a very great extent
agreeing with the sentiments expressed by Houle (1972). Over the years that
followed that research, has continued in human learning and Mezirow (1991;
and associates, 2000) has also built of this with his theory of transformative
learning. While Mezirow has pointed a way forward, he has not answered the
question posed by Knowles. Perhaps one of the clues to understanding the
original problem actually lies in the ideas of existentialism that McKenzie and
Elias pointed towards in that original debate but they looked at age and gender
rather than the whole person. Rogers [1994(1969)], however, had highlighted
this issue very early although it had never been brought into the original de-
bate — it is the whole person who learns, not just the mind or the body — and
in this he agreed with Knudson. Once we recognize this, we enter a different
debate about learning because we have to ask the question about the nature
of the person who has the experiences from which learning occurs. Now this
had not been done, although Knowles’ characteristics of the adult learner had
begun to do this, although not in a systematic manner. The person is a combi-
nation of the body and the mind and we cannot separate them this recognition
allows us to advance learning theory.
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Part 3. Towards a Theory of Existential Learning

Learning always begins from human experience, so that we can see how
both Knowles and Kolb were pointing us in this direction — but experience is
neither mindless nor bodiless and so it is important that we begin to explore
the idea of experience before we can proceed — something that Knowles did
not do because he rather assumed it to be the sum of previous experiences
amassed throughout the life time and so he became concerned and the nature
of the adult.

Experience: Michael Oakeshott (1934) suggested that the concept of ex-
perience is one of the most difficult in the philosophical vocabulary — see also
James (Capps and Capps, 2005) - but it has also become predominant in the
vocabulary of learning. Oakeshott was clearly right and one of the problems
with a great deal of the writing on experiential learning is that it does not seek
to explore the nature of experience itself. But we do have experiences when we
as persons interact with the world in which we live and the sum total of these
episodic experiences might be regarded as the life-time experience. Experience
occurs in space and time — space can be any place but time is a more problem-
atic concept. We take time for granted. The philosopher Bergson (1999 [1965])
describes this as durée, the sociologists Schutz and Luckmann (1974,p.7) write
about it in the following way:

I trust that the world as it has been known by me up until now
will continue further and that consequently the stock of knowledge
obtained from my fellow-men and formed from my own experi-
ences will continue to preserve its fundamental validity... From this
assumption follows the further one: that I can repeat my past suc-
cessful acts. So long as the structure of the world can be taken as
constant, as long as my previous experience is valid, my ability to
act upon the world in this and that manner remains in principle
preserved.

While the psychologist Csikszentmihaly (1990) calls it ‘flow’ - ‘the way
people do things when consciousness is harmoniously ordered’ For him being
is always connected to the ontological present.

The point about learning is that this flow is interrupted: we are no long-
er in a harmonious relationship with our world — we now no longer fit into
our world — a disjuncture has occurred and we experience dissonance. We no
longer can take our life world for granted and durée becomes a consciousness
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of time. We are aware of our world, we experience it, and we ask questions like
- Why? How? What does it mean? We have to think about it: we have to learn
about it. Now these situations to which we respond are usually, but not always,
social and they can be either self-initiated or other-initiated. But we as persons
are both body - physical, genetic and biological and mind -knowledge, skills,
attitudes, emotions, values, beliefs, senses and identity. When we experience
the ‘now, we have to recognize that it is all of these dimensions of the person
that are involved in the experience and respond to the situation. Most learn-
ing theorists tend to restrict their analysis of the experience to knowledge and
skills, although a few have more recently ventured into the emotions and at-
titudes, e.g., Goleman (1996), but there are few who have tried to examine the
whole person in this situation. Significantly, we can see that once we discuss
the whole person, disjuncture can occur and cause dissonance in any aspect
— knowledge, skills, sense, emotions, beliefs, and so on (see Jarvis, 2006 for a
discussion on disjunction).
= It can occur as a slight gap between our biography and our percep-
tion of the situation to which we can respond by slight adjustments
in our daily living which we hardly notice since it occurs within the
flow of time;
= It can also occur with larger gaps that demand considerable lear-
ning;
= Inthe meeting of the stranger, the disjuncture might not only occur
in the discourse between them, it might actually occur between
them as persons and their cultures and it takes time for the stranger
to be received and a relationship, or harmony, to be established;
* Inaddition, some disjunctural situations — often emotive in category
- just cause us to wonder at the beauty, pleasure and so forth that
we are experiencing. In these situations, it is sometimes impossible
to incorporate our learning from them into our biography and our
taken-for-granted. These are what we might call ‘magic moments’
for which we look forward in hope to repeat in some way or other
but upon which we might often reflect;
=  Finally, we recognize that we cannot learn from the experience so
that we become non-learners blocking out the opportunity of lear-
ning anything new.

Disjuncture, then, is a varied and complex experience but it is from
within the disjunctural that we have experiences which, amongst other things,
start our learning processes. There is a sense in which learning occurs when-
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ever harmony between us and our world has been broken, so that the rela-
tionship between our present understanding and our experience of the ‘now’
needs to be established, or re-established. The rather interesting speculation is
about when there is no disjuncture and if there was ever a time when human
kind existed in perfect harmony with the world.

While there are a wide variety of ways in which we can discuss experi-
ence, we will focus on two forms here — primary and secondary — which relate
to the whole person as body and mind.

Primary Experience: In this we experience the world through our sens-
es. However, it would be false to say that in the ordinary course of events we
experience phenomena through one sense only. For instance, when we hear
something we might also respond emotionally; when we smell something we
might well have a cognitive response as well, and so on. However, experiences
through our senses are predominantly primary ones; they are, as it were, us
‘touching’ the world directly. In itself each sensation is meaningless. But pri-
mary experiences are more that just the sensations since through reflection
and interaction with others, we give them meaning, so that we know that a
certain odour comes from a flower in the garden or the factory in the town, or
tastes of a certain food, etc. But there are other primary experiences to which
science cannot give meaning — what is the meaning to the cosmos? Our daily
lives consist of primary experiences to which we respond in a wide variety of
ways but through which we seek meaning.

Living, and therefore doing, is a primary experience! We live through
our acts. Consequently, in the course of daily doing (and living) we acquire
many skills and the exercise of skill is always a primary experience. It is not
surprising therefore that in preparing people to enter a new occupation practi-
cal placements have become an increasing necessity and we are re-discovering
the need for apprenticeship and mentoring since the apprentice cannot learn
the skills in the classroom. Learning the skills must be done through the act of
doing and, therefore, experiencing. But, doing something is not just an act, it
has a cognitive dimension as well and the inter-relationship between knowl-
edge and skill emerges.

Secondary Experience: However, there is another form of experience
— secondary or mediated experience - this comes through interaction and
sharing. Foucault (1979, p.26) makes the significant point about sex — that we
transform the experience into discourse and this we have also done with many
other aspects of our lives including learning. This is precisely the way that
culture is shared. It is through interaction that we experience other people and
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this is a primary experience. But it is not just the person whom we experience,
in the interaction we share our narratives and even listen to each other’s dis-
courses. The content of the narrative or discourse is also experienced, but this
is a secondary experience. Indeed, the meaning that we give to primary experi-
ences is secondary once we try to tell it to others. Most of what we learn about
the world comes from secondary experience and much of what we are taught
in college or university, often called theory, is also secondary experience, al-
though we can also have facts mediated to us through teaching. But often it is
the interpreted experiences of others that are transmitted by us or to us and
about which we always need to be critical. Many educators have endeavoured
to provide primary experiences, through role play, simulation, and so on in
order that learners experience cognitively, physically and emotionally so that
they relate the theories that they learn (secondary experiences) to the world of
reality. It is this provision of primary experiences that has come to be known as
experiential teaching and learning. Experiential learning, in this limited sense,
is also existential but all existential learning would not be considered by all ex-
periential learning practitioners as experiential, although we would maintain
that it is. It is from these experiences that we learn.

Human Learning as Transformation: It is important to note that we are
born in relationship — as Buber (1994 [1923]. p.22) says, ‘In the beginning is re-
lationship’ - and that we live the whole of our lives within a social context; the
only time when most of us sever all relationships is at the point of death. Con-
sequently, no understanding of learning can omit the life-world or the wider
social world within which we live since learning is a process of transforming
the experiences that we have and these always occur at the intersection of the
individual and the wider society. Neither can it omit our experience of the
natural world.

Learning from primary experience: As we have noted, experience itself
begins with body sensations, e.g. sound, sight, smell, and so on. This is a hu-
man experience — it is universal. Indeed, we transform these sensations and
learn to make them meaningful to ourselves and this is the first stage in human
learning. We are more aware of it in childhood learning because many of the
sensations are new and we have not learned their meaning, but in adulthood
we have learned sounds, tastes, etc. and so we utilise the meaning as the basis
for either our future learning, or for our taken-for-grantedness, in our daily
living. For example, we know the meaning of a word (a sound) and so we are
less aware of the sound itself and more aware of the meaning, and so on. This
first process is depicted in the following diagram:
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Time The person takes Bt
e person takes
- > life-world for life-world for
granted (1) granted (5)

Practices the
Resolution (4)

Has Sensation/
Disjuncture(2)

Gives meaning to
sensation/resolves
disjuncture/learns to
live with disjuncture (3)

Figure 2. The Transformation of Sensations: initial and non-reflective learning

Significantly, we live a great deal of our lives in situations which we have
learned to take for granted (box 1), that is we assume that the world as we
know it does not change a great deal from one experience to another similar
one as we noted above (Schutz and Luckmann 1974). Over a period of time, we
actually develop categories and classifications that allow this taken-for-grant-
edness to occur. Falzon (1998, p.38) puts this neatly:

Encountering the world... necessarily involves a process of ordering
the world in terms of our categories, organising it and classifying
it, actively bringing it under control in some way. We always bring
some framework to bear of the world in our dealings with it. With-
out this organising activity, we would be unable to make any sense
of the world at all.

We recognize that very young children may not always be in a position
to make such assumptions and they are in a more continuous state of learning
so that for much of their early life they are developing from the stage of box 2.
Learning from primary experiences is life long, although as we gain more ex-
periences, we take them for granted and focus on their meaning. But how we
treat our experience is also vital; the more time we give to it, the more atten-
tive we are about it (Crawford, 2005) the deeper might be our insights, so that
if we meditate on the experiences, we might see even more. We all have these
experiences, we all have new sensations and then we cannot take the world for
granted; we enter a state of disjuncture and immediately we raise questions
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— What do I do now? What does that mean? What is that smell? What is that
sound?, and so on. Many of these queries may not be articulated in the form
of question but there is a sense of unknowing (box 2). However, unknowing is
also a social phenomenon since one person’s knowledge is another’s ignorance,
and so on. There is a double arrow between the second and the third box indi-
cating that we do not necessarily gain a meaning immediately but eventually
we are able to give meaning to the sensation and our disjuncture is resolved.
An answer (not necessarily a correct one, even if there is one) to our ques-
tions may be given by a significant other in childhood, by a teacher, inciden-
tally in the course of everyday living through discovery learning, or through
self-directed learning, and so on (box 3). Significantly, the answers are social
constructs and so immediately we are affected by the social context and our
learning is influenced by it. Once we have acquired an answer to our implied
question, however, we have to practice it in order to commit it to memory
(box 4). The more opportunities we have to practice the answer to our initial
question the better we will commit it to memory. Since we do this in our social
world we get feedback, which confirms that we have got a socially acceptable
resolution or else we have to start the process again, or be different from those
people around us — as the double arrow between the third and fourth boxes
indicates. A socially acceptable answer may be called correct, but here we have
to be aware of the problem of language — conformity is not always ‘correctness.
This process of learning to conform is ‘trial and error’ learning. In addition, we
have to recognize that those people with power can define what is regarded as
socially acceptable but as we become more confident of ourselves we are in a
position to reject this socially accepted answer. But as we become more famil-
iar with our socially acceptable resolution and memorize it we are in a position
to take our world for granted again (box 5), provided that the social world has
not changed in some way or other. Most importantly, however, as we change
and others change as they learn, the social world is always changing and so
our taken-for grantedness in box 5 is of a slightly different situation. The same
water does not flow under the same bridge twice and so even our taken-for-
grantedness is relative.

The significance of this process is that once we have given meaning to
the sensation and committed a meaning to our memories then the significance
of the sensation itself recedes in future experiences as the socially acceptable
answer (meaning) dominates the process, and when disjuncture then occurs
it is more likely because we cannot understand the meaning rather than about
the sensation itself. It is in learning that we incorporate culture into ourselves;
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this we do in most, if not all, of our learning experiences. In this sense, we carry
social meaning within ourselves — whatever social reality is it is incorporated
in us through our learning from the time of our birth onwards. Indeed, this
also reflects the thinking of Bourdieu (1992, p.127) when he describes habitus
as a ‘social made body’ and he goes on in the same page to suggest that:

Social reality exists, so to speak, twice, in things and in minds, in
fields and in habitus, outside and inside of agents.

There is a sense then in which we might, unknowingly, be imprisoned
behind the bars of our own minds' but perhaps there is a reality that is other
than the social which needs further exploration. But it is within us that we
experience the world and it is from within us that we start our every learning
journey — it is a journey into all academic disciplines and all forms of knowl-
edge.

However, if we return to box 2, disjuncture is treated there as if it a single
type of phenomenon whereas there is continuum of disjunctural experiences,
as we pointed out above, e.g. from there being but a small gap between what
we experience and what we already know in our biography so that we merely
adjust our response a little and this often occurs almost unthinkingly in the
process of everyday life — in the flow of time - to there being a massive gap
between the two which we recognize that we cannot bridge and we cannot
get answers to it. We called this latter one ‘meaningless experience’ but there
are other ways of looking at this, such as learning to live in ignorance and
incorporating our ignorance into our biography, and so on. We dismiss our
ignorance by recognising that we live in an extremely complex world and after
all when we do not know something we can also claim that ‘it might not be
my field’ etc. We learn to live in ignorance without disjuncture. This helps us
understand why many people might no longer want to think about unknowns
of daily living, including religious phenomena. But what some people incorpo-
rate into their minds as meaningless and then learn to take their ignorance for
granted might be meaningful or learning experiences for others. There might
be socially acceptable meanings within our culture, or we may have to devise
new understandings and interpretations and this is also a part of the process
of learning. In addition, there might be ‘magic moment’ experiences, religious
experiences, where the sensation is more important than any socially ascribed
meaning.

' This phrase, | think, originated with Peter Berger
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The point about primary experiences is that we want to give them mean-
ing but we might live in a state on constant disjuncture because we cannot
always provide one, nor might our culture provide one that we can accept. This
is significant in itself because a sensation has no meaning in itself and only we
can give a meaning to our own experience, even though the meaning we give
might be one which is socially acceptable. But clearly, we are all affected by
these experiences to which we can or cannot give a meaning, and this brings
me to the second aspect of our theory of learning — in every learning experi-
ence the whole person is changed.

Learning from secondary experience: Significantly, however, we learn
to take our sensations for granted when we have given them meaning and it is
then in the cognitive dimension that we experience disjuncture — this time, the
answer we have to previous experiences might be questioned, the answer that
we have read might not seem correct, and so on. In the same way, the values
and beliefs that we have worked out may be questioned by others, including
teachers, or even by something that we see on the television, and so on. Conse-
quently, we also learn a great deal from mediated, secondary experiences.

Time The person takes The changed
e life-world for person takes
granted (1) life-world for >
granted (5)
Practices the Has cognition/
Resolution (4) Disjuncture(2)

Gives meaning to
cognition/resolves
disjuncture/learns to
live with disjuncture (3)

Figure 3. Learning from Secondary Experience

In this cycle, we go through the same processes as we did in our descrip-
tion above about learning from primary experience. Now we are transforming
meanings, values, beliefs, and so on. It is at this point that this argument ap-
proaches Mezirow’s theorising about adult learning. But human learning is
more than just transforming the meaning, it is also about transforming bodily
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sensations into meaning and the meanings that we have into new ones. It is
the process of transforming the whole of our experience though thought, ac-
tion and emotion and, thereby transforming ourselves as we continue to build
perceptions of external reality into our biography. However, we have to com-
bine these two processes and recognize that the whole person has both these
primary and secondary experiences, usually simultaneously, and learns.

The Whole
—> Person— Time >
Body/Mind/Self
Life History (1,)
Experiences
. occurring as a
Lif Id
e wor X result of disjuncture
(2
A
Thought/
Reflection \
(3)
Emotion Action

A

(4) ()

\"/

Resolves disjuncture/
gives meaning/new
meaning to experience/
new skills/practices them

(6)

\ 4 The Changed
The Person in the world Whole Person
Body/Mind/Self) changed Body/Mind/Self
Changes memorised and >
some new practices Life History (1,) x

Person more experienced

@) The life-world

(Next learning cycle)

Figure 4. The Transformation of the Person through Learning

Figures 1 and 2 are incorporated into this diagram which seeks to depict
the processes of learning. In it we have tried to capture its continuous nature
by pointing to the second cycle (box 1,). However, this diagram must always be
understood in relation to the previous figures, but it is only by separating the
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primary and secondary experiences that we can actually understand the learn-
ing processes. Having had an experience (box 2), which might occur as a result
of disjuncture, we can reject it, think about it, respond to it emotionally or do
something about it — or any combination of the three (boxes 3-5). Through-
out this diagram the arrows are in both directions illustrating the interactive
nature of the experience, there is always a feedback mechanism in each aspect
of learning as well as a progressive dynamic. What is important about this
observation is that we actually always learn from our experience not from the
social situation. As a result of the learning (box 6) we become changed persons
(box 7) but, as we see, learning is itself a complex process. Once the person
is changed, it is self-evident that the next social situation into which the indi-
vidual enters is also changed. And so, we can return to experience — we do not
need to have a meaning to learn from the experiences although I might want
to give meaning to it as we reflect upon them (box 3). However, my emotions
might be transformed (box 4), my beliefs affected and so might my attitudes
and values be (box 3), and so on. We might even want to do something about
them (box 5). Finally, we see that as a result of learning (box 6) we become
changed persons and so only in being can we become and in learning we expe-
rience and transform sensations, the person and then the social situation.

These three diagrams together also depict the complex process of expe-
riencing both sensations and meanings simultaneously, it is also a recognition
that both primary and secondary experiences occur simultaneously. Learning,
then, is a complex set of processes and so learning is defined as the combina-
tion of processes throughout a lifetime whereby the whole person — body (genet-
ic, physical and biological) and mind (knowledge, skills, attitudes, values, emo-
tions, beliefs and senses) — experiences social situations, the perceived content of
which is then transformed cognitively, emotively or practically (or through any
combination) and integrated into the individual person’s biography resulting in
a continually changing and more experienced person.

Part 4. Andragogy and Pedagogy

From the previous discussion we can see that in the first instance chil-
dren learn more frequently from primary experiences since they do not know
the meaning of the experiences that they have. Having learned the meaning,
often through trial and error but also from having been taught by others, and
practiced their answer on many occasions and found it to be acceptable to
the social group in which they are members, they can internalize it and take
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it for granted. They then do not have to concentrate on the sensations but on
the meaning of the sensation for future learning and in this sense, their future
cognitive learning depends upon their experiences — in precisely the way that
Knowles recognized. However, it was not age that determined their level of
experience but the learning from their previous experiences, so that young
children are able to deal with cognitive learning when they have internalized
the meaning as a result of many previous experiences.

By contrast, adults who experience a new taste, sound, small etc — who
has a new sensation - does not know its social meaning either and so they
have to learn the meaning attached to their primary experience before they
can take their primary experience for granted and move on to learning from
meanings, or secondary experiences. Obviously, the more experienced we are,
the easier it is to learn through secondary experience, although there are times
when even experienced adults still have to learn from primary experiences.
In addition, we are now well aware that in experiential learning we try to help
adults, usually in work place simulations or work place student experiences,
learn from the primary experiences that we have provided.

Now meanings are only attached to sensations by cultures and societies
— so that to learn a meaning to a sensation, whether it is a word or a feeling, is
only to learn what is socially acceptable and conformist. It is the ability to rec-
reate disjuncture and question the socially accepted meaning through reflec-
tion and criticality that empowers individuals to develop their unique selves.

Consequently, we can see that in teaching people by providing them
with primary experiences demands a different technique to teaching them
through secondary experiences. Knowles was right thus far. He was also right
about focusing teaching upon previous learning, but he was wrong in equating
age and experience, so that he moved in the right direction in the later book
but he could not break away from the adult-child dichotomy. For instance, he
(1970, p.43) wrote that ‘the two models are probably most useful when not
seen as dichotomous but rather as two ends of a spectrum’ He goes on to talk
of a six year old and a forty year old and their levels of dependency rather than
their levels of previous experience, so that for him both pedagogy and andrag-
ogy finish up as teaching methods based upon an incomplete theory of human
learning.
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Conclusion

We are now in a position where we can return to the original question:
was Knowles right to differentiate between andragogy and pedagogy in either
of the ways that he did? As different teaching techniques, he was right to dif-
ferentiate between learner-directed and teacher-directed methods — but in the
wider educational vocabulary neither term is specifically restricted to teaching
methods. In terms of learning theory, he was hinting at a very valid differentia-
tion in the types of experience from which we learn, but he was unable to sub-
stantiate his feelings because they were wrongly conceptualised. He neither
explored how the learners actually learned, nor the nature of the experiences
that they had, which he so rightly regarded as important. Perhaps his book
would have been far more correct had he not tried to compare the education
of adults with that of children, but recognized that as human beings we all
learn in the same way but we do have different experiences at different levels
and we learn from these and that teachers need to respond to the different ex-
periences of their learners, as he recognized, if they are to be good educators.
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ANDRAGOGIJA U POREDENJU S
PEDAGOGIJOM ILI OD PEDAGOGIJE
KA ANDRAGOGIJI:
PREISPITIVANJE NOULSOVE DILEME
SA RAZVOJEM TEORIJE UCENJA

Noulsova formulacija andragogije izazvala je nekoliko rasprava — mozda je
najznacajnije bilo pitanje da li deca i odrasli uce na razlicit nacin. Ovaj rad
dokazuje da ono sto utice na ucenje nisu godine starosti, vec je to prethod-
no iskustvo. Steci novo iskustvo obicno znaci biti svesniji osetilnog iskustva, a
upravo iz toga se uci. Kad jednom protumacimo osetilno iskustvo, nase ucenje
tezi da otpolne u domenu saznanja. Ovaj pristup teoriji ucenja nudi resenje
dileme koju je stvorila Noulsova formulacija i koju on nikada nije razresio na
zadovoljavajuci nacin.
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EDUCATION OF OLDER ADULTS IN
SLOVENIA

The aim of this paper is to closely examine the actual state of affairs and the
possibilities of education for older adults in Slovenia. The article deals with a
secondary analysis of the kvantitative data that were collected in three Slovene
researches dealing with the participation of adults in the education process in
1987, 1998 and 2004. The purpose of the analysis is to examine the changes in
the participation of older adults, their motivation for education and barriers that
have dissuaded the older adults from education. Special attention is devoted to
the thesis that only education based on the principles of critical educational ge-
rontology could reduce the marginality and empower the older adults.

Education of older adults (in the so-called third age) is becoming increasingly
important amongst the different activities for older adults, above all because it
empowers the older adults, while at the same time reducing their social exclusi-
veness.

Key words: motives and barriers for education, educational gerontology, educa-
tion in the third age

Introduction

In a constantly ageing society it is important to change the attitude to-
wards age, ageing and the older adults. Apart from the anthropologic, andra-
gogic and sociologic researches, the medical researches also prove the posi-
tive influence of education on the older adults, which manifests itself on their
health, their social activities and their capability of obtaining and preserving
power and influence (Glendenning, 2000; Cusack and Thompson, 1998; Cu-
sack, 1999; Jarvis 2001). Through education the understanding of old age as
the ‘remaining’ inactive, socially marginal life should change towards a more
positive search for conditions of the so-called ‘successful ageing’

In this contribution we wish to establish the conditions and possibili-
ties of educating the older adults in Slovenia. We will present the conclusions
of three researches dealing with the participation of adults in the education
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process in Slovenia, at which we will especially expose the characteristics of
the education of older adults. On the basis of the secondary analysis of the
data from three researches, which took place within an seventeen year pe-
riod (in 1987, 1998 and 2004), we will try to verify the thesis that in 1998 and
even more in 2004 adults were more often involved in organised education
programmes, that they had less barriers in their way and that they were more
intrinsically motivated as in 1987. These presumptions derive from the fact
that the offer of educational possibilities for the older adults has become more
diverse and can be found in higher quantities since the declaration of Slovene
independence in 1991. We are of the opinion that the educational offer is ori-
ented towards the higher motivated and higher educated older adults. Apart
from this, only education that sticks to the principles of critical educational
gerontology can reduce the marginality and increase the influence and power
of the older adults within the society.

Educational gerontology and gerogogy

Years ago Battersby ascertained that ‘there has always been a reluctance
among adult educators to examine the principles and practices of teaching
and learning as they might apply to the elderly” (Battersby,1987, p. 4). For-
mosa agrees with this statement, for he has concluded that this feeling has not
changed during the recent years (Formosa, 2002). Even though the number of
publications in the field of educational gerontology is on the rise (Glenden-
ning, 2000; Jarvis, 2001), Formosa draws attention to the fact that there is a
lack of literature on the strategies for teaching the older adults.

Educational gerontology, which links the fields of adult education and
social gerontology, explains that education in the older age depends on the in-
dividual’s education throughout his life (Erikson, 1995; Sugerman and Woolfe,
1997; Glendenning, 2000). It emphasises the importance of education at re-
ducing the marginalisation of the older adults, which arises under the influ-
ence of economic, social, political and cultural factors. Gerogogy' deals with
the practical strategies of teaching in the process of the education of the older
adults. In the European academic debates this term has been in use for over
half a century, but it was often used in a rather ‘benevolent’ way. This is espe-
cially noticeable in John’s book entitled ‘Geragogy: a theory for teaching the
elderly’ (John, 1988), where gerogogy is limited to the weaker and more vul-

" In the literature there is no general agreement about this term. We decided to use the term ‘gerogogy’ in this
article.
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nerable older people. Such an understanding of the older adults is on one hand
considered as patronising, and on the other as ignorant to the older adults
within the community (Glendenning, 1992, p. 16).

The reaction to the non-critical and apolitical stance of the generally ac-
cepted ways of thought and operation in the field of educational gerontology
is represented by critical educational gerontology, which emerges from the
radical endeavour to overcome the suppression which places the older adults
into ignorance, poverty and frailty. The beginnings of critical educational ger-
ontology are linked to Allman’s political appeal concerning the education of
the older adults in which he states that the rise of the quality of life of the
older adults will not emerge due to any learning experience, but only through
the liberating education experience (Allman, 1984). One of the paradigms of
the critical educational gerontology is critical gerogogy, which is defined as an
educational practice, the purpose of which is to emancipate and empower the
older adults (Glendenning and Battersby, 1990). In opposition to the function-
alist or psychological paradigm, critical educational gerontology advocates the
‘critical’ gerogogy practice, within the frame of which the older adults control
their thoughts and learning process as well as have the possibility for future
development, rethinking, questioning and reflecting upon the things they al-
ready know or the things they are learning.

As an educational practice of critical educational gerontology critical
gerogogy understands teaching and learning as a collective and negotiable en-
deavour amongst the older adults. Such learning, which takes place on the
basis of the principles of collectivity and dialogue, represents liberation and
changes (Battersby, 1987). The emphasis is placed on education, which is not
a neutral activity, but includes moral and ethic dimensions. The older adults
should obtain greater power and control over all aspects of the educational
activity including the contents, organisation and planing of the course (Glend-
enning, 2000).

Fifteen years ago Glendenning and Battersby (1990) drew attention to
the fact that most educational courses for the older adults are based on wrong-
ful assumptions, such as:

» the dominance of the psychological ‘deficitory’ model as regards the

capabilities of the older adults for learning;

= the assumption that any sort of education contributes to emancipa-

tion and empowerment;
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* non-critical acceptation of goals and purposes of the educational
programmes for the older adults;

* not taking into account the various levels of marginalisation amon-
gst the older adults;

= the assumption that the education of the older adults takes place in
the interest of the older adults.

The perspective of critical educational gerontology includes the broad-
ening of the social consciousness as regards the older adults as a collective
body, which means that they are not there merely to accept help, but they are
rather the subjects of the social transformation process. Currently, the prevail-
ing intervention strategies do not include the notion of the potentially older
adults; they are treated more like a problem, as people who need help. As a
response to such general thoughts and wrongful assumptions Battersby and
Glendenning (1992) proposed four basic principles of critical educational ger-
ontology as regards the education of the older adults:

* establishing the social-political frame of dealing with the older
adults in a certain society within the context of the economy and
state;

* forming educational gerontology within the frame of traditions, li-
terature, experience and discussions, which are present in the criti-
cal theory of the society;

* forminga new discourse, which will include concepts such as eman-
cipation, empowerment, changes as well as social and hegemonic
monitoring;

» founding critical educational gerontology on the understanding of
the practice as a dialactic relation between theory and practice.

Currently, educating the older adults is a marginal activity in the politi-
cal sense. This can be noticed in the field of financing as well as in systemic
organisation of this activity. However, in societies that are constantly ageing a
multi-layered professional and political support for the education of the older
adults should be ensured. Due to this Formosa proposes the introduction of
critical gerogogy principles, which should introduce appropriate policies and
reject the inappropriate standpoints that the older adults can be empowered
and gain influence with any type of education (Formosa, 2002). Formosa warns
that all segments of the older adults should be reached through education,
however the emphasis should be placed on the education accelerators, who
have to be the older adults themselves. Apart from this it would also be neces-
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sary to introduce the self-help culture. Finally, the practice of critical gerogogy
should take the role of a ‘progressive’ movement, which would also include the
contra hegemonic activities.

The educational programmes for older adults in Slovenia

In Slovenia the beginnings of education, intended solely for older adults
reach back to 1984, when the first experimental educational programme for
older adults was introduced (Findeisen, 1999; Krajnc, 1992). In 1986, upon
the initiative of Ana Krajnc, the volunteers from the Slovenian Association
for Adult Education set up the basis for today’s University for the Third Age,
which now operates as an independent association. The development of the
University for the Third Age was accompanied by the public campaign for
changing the attitudes towards education of older adults and their social situ-
ation. The University for the Third Age is an educational movement for the
older adults, which is based on joint learning, shared responsibility, and vol-
untary work of all involved. Today Slovenia has 31 local Universities for the
Third Age into which over 17.000 older adults are enrolled. Since 1984 - when
the first group of older adults started their learning process - the number of
study groups in Ljubljana (the capital of Slovenia) alone has risen to 222 (in the
year 2003/4). The number of study groups and participants is on the increase
every year, which shows an interest of the older adults to educate themselves.
Within the University for the Third Age courses the participants can learn
various subjects, such as for instance: history of art, the classical period of art
and archaeology, music, Slovene and world history, literature, psychology, as-
tronomy, calligraphy, computer science, foreign languages, etc.

Following 1990 a number of new education possibilities, into which the
older adults could enrol, emerged in Slovenia. One of these possibilities is rep-
resented by study circles, which are suitable for the older adults due to their
manner of work and their content flexibility. A number of study circles are
of special interest to the older adults, for the contents are linked to the folk
tradition, habits and rituals that are no longer known to the younger genera-
tion. Thus we can encourage inter-generation co-operation and help with the
transfer of knowledge and experience from the older to the younger genera-
tion. In Slovenia a network of study circles has emerged, that are lead by pub-
lic universities, Universities for the Third Age, public libraries and a number
of other organisations. Because this is one of the most democratic forms of
learning, which due to its nature of operation disables most of the barriers for
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education, it is a form suitable for introducing to various organisations, where
the older adults either live or work. The data as regards the age structure of the
study circle members in Slovenia between 1993 and 2000 shows that the share
of the older adults (60+ age group) participating in such groups was always
around 10% or even a bit higher (Bogataj, 2003).

Most public universities (public organisations for adult learning) do not
have special programmes intended solely for the older adults. Some perform
programmes of the Third Age University and study circles, but in most cases
they offer programmes of a general informal character, into which the older
adults can also enrol.

Older adults in Slovenia can also educate themselves within the frame
of certain organisations and programmes that are not exclusively oriented to-
wards educational activities. At these the Pensioners’ Associations are espe-
cially important - they prepare various sporting, recreational, cultural, edu-
cational, social and other programmes on a local level. Besides, the political
party of the retired and the various fractions of the retired at other political
parties are also extremely active. Education within various associations, clubs
and other voluntary organisations can also be an important addition to the
educational offer. Within the frame of their basic activities the various associa-
tions have a number of educational contents and try to encourage their older
members to participate in the learning process throughout their lives. This
holds especially true in associations that bring together people with chronic
diseases (Diabetes Association, Coronary Heart Diseases Association, etc.),
for the secondary lifelong rehabilitation plays a crucial part in the preserva-
tion of health and a high quality of life, while at the same time presenting an
important source of social activities for their members. In a number of these
associations older adults represent a significant share of all members.

Lately also inter-generation programmes are emerging in Slovenia.
Through such programmes the co-operation and interaction between the gen-
erations is increased and at the same time the social networks of the older
adults are strengthened. Through the inter-generation groups the older adults
can satisfy their non-material social needs, the middle generation is getting
prepared for their own old age, while the younger generation can discover
the wisdom of the older adults. In the inter-generation programmes the older
adults can become an important support for the others, for they encourage
others to learn, as well as develop their personal and social life (Midwinter
et al., 1997). Regardless of the fact that in Slovenia we are lacking behind a
number of countries as regards the offer of inter-generation education pro-



Education of older adults in Slovenia 29

grammes we have a few organisations that are developing such programmes.
In this an important role is played by the Inter-generation Association for a
Qualitative Old Age, Association for Social Gerontology and Geragogy of
Slovenia, The Gerontological Association and especially the Anton Trstenjak
Institute. With various programmes and volunteer education programmes
they are developing a contemporary social network of inter-generation pro-
grammes for a qualitative old age.

Involvement of older adults in education process in Slovenia

For the analysis of the changes in the participation of the older adults in
the education process we have used data from three researches dealing with
the participation of adults in the education process in Slovenia, which took
place at three points in time?, in 1987, 1998 and 2004. There are some dif-
ferences between the researches as regards their methodological approaches,
thus the possibility of comparing the gathered data is reduced to a certain
degree.

The 1987 research included 1.934 adults aged between 18 and 70 years
(only adults were included in this research, i.e. those who were within this age
limit and were no longer pupils or students in the regular education system)>.
The number of respondents in 1998 research (the second research) was 2.558
adults ranging between 16 and 65 years in age* and in 2004 research (the third
research) 2.457 adults between 16 and 65 years in age.

The differences between the first and both later researches also appear
at the data gathering process. In the 1987 research data as regards formal and
non-formal education, selfdirected-learning and independent adult learning
was gathered, while in the year 1998 and 2004 researches only data as regards
the formal and non-formal education of the older adults was gathered (a nar-

The first research entitled Adult education as a strategic factor of encouraging our social and technological
development was performed by the Educational Research Institute in 1987, within the frame of the broader
Slovene Public Opinion project (Jelenc, 1989). The second and the third researches from 1998 and 2004 entitled
The participation of Slovene inhabitants in adult education, which represented a part of the International Adult
Literacy Survey were performed by the Slovenian Institute for Adult Education (Mohor¢i¢ Spolar et al,, 2001;
Mirceva, 2005).

Following a special procedure 420 settlements in Slovenia were chosen and within each settlement 5 persons
within the selected age group were chosen. Thus 2.033 persons were selected and they represented 0,16% of the
Slovene population according to the regional principle, from which pupils and students were excluded, so that
1.934 persons remained, i.e. 95,1% of the entire sample (Jelenc, 1989, p. 14)

“  Theinitial sample from the national register encompassed 4.290 persons or 0,31% of the entire adult population.
Out of these total 2.972 persons were questioned or 69,5% of the selected sample who were no longer pupils or
students or were no longer involved in the formal education system (Mohor¢i¢ Spolar et al,, 2001, p. 20).
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rower sample). Respondents were ranked according to their participation in
the education process into three groups: active, potentially active and inac-
tive®.

Comparison between years 1987, 1998 and 2004

In the 1987 research it was ascertained that 26.8% of all adults within the
sample were active, 10.8% were potentially active and 62.4% of all respondents
were inactive. Amongst all adults who were active in the education process
(26,8% of the entire sample) only 5,3% were aged more than 60 years.

If we compare these findings to the participation of older adults, we dis-
cover that 15.6% of the 60+ age group were active in the education process,
2.6% were potentially active and a staggering 81% of all older adults were inac-
tive in 1987. Amongst all other age groups (under 60 years) it was typical that
the share of the active in the education process is just slightly lower than the
share of inactive ones; that shows that by getting older people are less and less
inclined to participate in the learning process.

The research data from 1987 shows that most of the 60+ group decided
to learn with the aid of a radio or television (amongst all who have opted for
such a form of education there were 7,8% in the 60+ group) and for education
in associations and clubs (6,7% of all respondents who were being educated in
associations and clubs were older then 60). This confirms the belief that the
older adults most commonly opt for education that is either linked to their
hobbies or improves their quality of life. Formal education and education for
further employment is more appealing to the young, while the older adults are
more involved in the non-formal education and more general programmes
(Jelenc, 1989, p. 57). This can also be explained with the fact that before the
transition there were very few education programmes (especially for non-for-
mal education), which were intended and would satisfy the needs of the older
adults. The main focus at the time was placed on the social care of the older
adults.

In the entire sample in the year 1998 31,1% of adults were active in the
education process, 27,5% were potentially active and 41,4% of all respondents

®  Those adults, who were in the education process during the time of questioning or the previous twelve months
(in various education programmes, regardless of whether it took place in educational institutions or other or-
ganisations), were considered to be active participants. Those who responded that they are currently not in-
volved in any educational activity and were not involved in such an activity during the past twelve months, but
showed an interest to participate in an educational programme in the future, were considered to be potentially
active. Inactive were those who did not participate in any educational programme and stated that they will not
participate in any such programmes in the future (Jelenc, 1989; Mohor¢i¢ Spolar et al, 2001; Mirceva, 2005).
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were inactive. Amongst the active only 1% were from the 60+ age group. If we
look at the data from a different viewpoint we can observe that amongst the
60+ group there were only 3,6% of the respondents who were active, 21,7% who
were potentially active and 74,7% who were inactive in the education process.

The data from the 2004 research show that amongst all adults 37% were
active, 20,3% were potentially active and 42,7% were inactive. For the purpose
of this article it is more important that 12,1% of the 60+ age group were active
in the education process, 21,4% were potentially active and 66,5% were inac-
tive in the education process.

Table 1. 60+ age group, regarding their activity, potential activity or inactivity
in the adult education programmes in 1987, 1998 and 2004

Active PotenF fally Inactive Total

Active
1987 15.6% 2.6% 81.8% 100%
1998 3.6% 21.7% 74.7% 100%
2004 12.1% 21.4% 66.5% 100%

Sources:

Jelenc, Z. (1989): Odrasli prebivalci Slovenije v izobrazevanju (Adult Inhabitants in Education Programmes in Slove-
nia). Ljubljana: Pedagoski institut.

Mohor¢i¢ Spolar, V. et al. (2001): Udelezba prebivalcev Slovenije v izobrazevanju. (Participation of Slovene Inhabi-
tants in the Education Process) Ljubljana: Andragoski center Slovenije.

Mirceva, J. (2005): Vkljuc¢enost odraslih v izobrazevanje (Adult Participation in the Education Process), Andragoska
spoznanja, 4, 10-21.

If we compare the results from the 1987, 1998 and 2004 researches we
can ascertain that the share of the older adults (60+ age group), who were at-
tending some form of education during the time of questioning or the previ-
ous 12 months has significantly fallen between the first two studies and risen
again from the year 1998 to 2004. In 1987 15% of the older adults participated
in some sort of an education process, in 1998 this was reduced to a mere 3,6%
of the older adults and in 2004 it increased to 12,1%, what is still lower than in
the year 1987. In the seventeen years between all three researches the share of
the inactive adults in this age group has fallen slightly, while the share of the
potentially active has increased in 1998 and stayed mostly the same till the
year 2004. This could mean that the barriers that stand in the way of the older
adults and their education have become more important during this period,
or maybe there are other reasons for this. Regardless of the increased offer of
education for the older adults, participation in the 60+ age group has declined
in various programmes.
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The 1998 data on the educational structure of the older adults enrolled
into the education programmes in Slovenia show that over 50% of the re-
spondents in the 60+ age group have completed only primary school or less.
One third (29,8%) of them have only 5 or 6 grades of primary school, which
represents the group with the largest share from all age groups. One fourth
(24,3%) of the over 60 age group has a two or three year secondary school
course finished . In the 60+ age group 15,6% of the respondents completed
a four-year secondary school education, while 7,3% have one form of higher
education or another. In the year 2004 the share of the older adults with pri-
mary school or less has diminished if compared to the previous years and was
35,2% of the older adults. Approximately one fourth (27,2%) of the over 60 age
group have finished vocational school (1, 2, or 3 years). In the 60+ age group
22,1% of the respondents completed a four year secondary school and 15,5%
of the older adults have finished higher education or more. The data for both
researches (1998 and 2004) thus show that the share of the older adults, who
have completed merely primary school or less is significantly larger from the
share of adults with the same education in other age groups.

The research data from 1987 shows that most of the 60+ group opted
to learn in associations and clubs. This confirms the belief that older adults
most commonly decide to choose an education that is either linked to their
hobbies or improves their quality of life. Prior to the transition there were very
few education programmes (especially for non-formal education) that were
intended for older adults and would satisfy their needs. At the time, the main
focus was placed on the social care for older adults.

In the 1998 and 2004 researches most of the active older adults respond-
ed that the main reason behind their education was their personal interest and
not their professional career or work. In both researches nobody in the select-
ed age group stated that they were in the education process in order to obtain
any sort of formal education certificate, which of course, comes as no surprise.
At their education or training they enrolled into activities that were offered by
schools or faculties, associations, unions, chambers and private education or-
ganisations. In the questionnaires the respondents could not differentiate be-
tween programmes and organisations that catered specifically for older adult
education, for the questionnaires did not include this option.

The data thus shows that more general non-formal education pro-
grammes need to be developed; most commonly they do not take place in edu-
cation organisations, but rather in other organisations within the community.
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Why older adults participate in education process and why not?

Research shows that the older adults who participate in various educa-
tion programmes enrol into such programmes mainly due to their intrinsic
motivation. Enrolling into such activities offers them the fulfilment of their
intellectual curiosity, self-realisation and control over their lives as well as
the possibility for reestablishing a new bonds of friendship and mutual help
(Fisher and Woolf, 1998; Gaskell, 1999; Findeisen, 1999). The motivation for
learning at this age is often weak and is greatly dependent on the appropriate
stimulation within their environment.

In the 1987 and 1998 researches over half of the respondents in the 60+
age group stated that their basic motivation for education was linked to their
final motivation to ‘increase their success’ This includes responses such as
‘gain knowledge, enable self-development, ‘improving my situation; ‘success at
work, profession, expertise; ‘handling relations at work; etc. In both research-
es other motivational reasons were also important, reasons that could not be
listed in any of the categories — for instance ‘reach a goal, ‘have an organised
environment, ‘take pleasure in nature;, ‘need for certain knowledge; etc. An
important reason for the older adults enrolling into an education processes
was their ‘joy for learning; at which the 60+ age group was ahead of all other
age groups in both researches. 10% in 1987 and 17% in 1998 of all older adults
stated that this was an important motive. This does not come as a surprise, for
with age — especially with the higher educated individuals — the motivation
connected to work and employment start to decrease and older adults take
time for self-realisation and improving their quality of life.

Research from the year 2004 was methodologicaly different from pre-
vious two researches; respondents were assesing motives for education by
importance (no importance, medium importance, high importance), while in
previous two researches (1987 and 1998) they had to choose the most impor-
tant from among given motives.

In the year 2004 the 60+ age group gave the high importance to this mo-
tives for learning: joy of learning (61% of the respondents); learning because of
companionship (64%), learning for being more successful (32%); other reasons
were not important motivational factors for the older adults in the year 2004,
which is not surpising since all other reasons are connected to work, employ-
ment.
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In all three Slovene researches respondents were asked to choose be-
tween several barriers that would (or did) prevent them from attending educa-
tional programmes. The most important reasons are stated below.

The results of the 1987 research show that age significantly influence
the participation in the education process. For all of the eleven barriers that
the participants stated in the past it has shown that already from the age of 40
onwards people had a significantly greater number of barriers to overcome in
their quest for learning then the younger adults (Jelenc, 1989, p. 164). When
the respondents thought about the barriers as regards their future education
it emerged that the younger mainly stated situational barriers (being too busy;,
family commitments, costs and location of education), while the older adults
mainly stated dispositional barriers (age, previous education). At the institu-
tional barriers (programmes, organisation of education) the differences be-
tween the younger and older with regard to the education are not statistically
significant.

In 1987 the two most common barriers for the 60+ age group on the
route to their education® appeared to be that they were too busy (36,4% of
the older adults) and had family commitments (36,4%). This was followed by
the high costs (31,2%), location — the study place was too far (25,1%) and the
problems that they had due to inappropriate previous education (19%). The
same group (60+ age group) saw their age as their greatest barrier at their
education in the future (this was stated by 61,9% of the respondents) and they
were also worried that their previous education would make it hard for them
(19,5%). As an important barrier at their future education they also stated a
demanding education programme (16,9%), high costs (13%) and their fear of
exams (12,1%).

In the 1998 and 2004 researches only the active and potentially active
respondents were asked as regards the reasons that would put them off educa-
tion (in 1987 this question was posed also to the inactive adults). The 60+ age
group in 1998 stated that the most important barrier was that they were too
busy (35%). A much smaller share of the older adults stated that insufficient
education programmes (16%) and family commitments (14%) posed an bar-
rier. High costs (11% of the respondents) also deterred the older adults from
further education, while their previous education no longer seemed to repre-
sent an barrier.

¢ At this question the respondents could chose amongst a number of barriers, thus the total share of adults who

have defined the individual barriers is over 100%. At this research the percentages are correct to one decimal
point and this has been used at the presentation; at the 1998 research we have used merely the percentage data,
rounded up to whole numbers.
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In the 2004 research’ the 60+ age group assigned the high importance
to the following barriers for learning: being too busy (45% of the respondents);
family commitments (28%), health problems (26,7%) and high costs of educa-
tion (20,5%).

If we compare data from all three researches we can observe that the
older adults were ‘too busy’ was the greatest barrier for furthering their edu-
cation in 1987, 1998 as well as in 2004. Family commitments, high costs and
previous education did not seem to be such great barriers in 1998 as they were
in 1987, however the poor offer for this target group seemed to represent a
greater barrier in 1998 then in 1987. In 2004 the different methodology which
was used aggravate direct comparison.

Conclusions

In the conclusion of this contribution we try to ascertain the implica-
tions for the policies and research in the field of education for the older adults,
by using the conclusions reached by the previous Slovene researches as re-
gards the participation of the older adults in the education process. The data
from three researches on the participation of adults in the education process
(researches from 1987, 1998 and 2004) that we have used for ascertaining the
changes in the participation of the older adults show that their participation
has declined and increased again during the seventeen years. The decline of
the participation in 1998 is surprising, for taking into account the diversified
and expanded offer of the educational possibilities for the older adults that has
emerged since 1991; it would be expected that the older adults would be en-
couraged to educate themselves. The new possibilities for education are mainly
offered by the expanding programmes at the Third Age University and the di-
versified network of study circles. These two options are also supplemented by
the inter-generation programmes and the self-help groups that are performed
by certain organisations (e.g. Anton Trstenjak Institute, Association of Social
Gerontology and Geragogy of Slovenia, Gerontology Society, Inter-generation
Associations for a Qualitative Old Age).

The older adults can also enrol in the formal and non-formal educa-
tion programmes in various education institutions, which are intended for all
adults. The data from all three researches on the participation in the education

7 The methodology of ranking the barriers was different in 2004 as in the previous two researches (1987 and

1998). As with motives also with barriers respondents were assessing barriers for education by importance (no
importance, medium importance, high importance), while in previous two researches (1987 and 1998) they had
to choose the most important from among given barriers.
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process in Slovenia show that the older adults mainly enrol into non-formal
education programmes that are organised by various, sometimes even non-
educational organisations.

The data from abroad also show that the share of the older adults (60+
age group), who participate in the formal education processes is low — Mid-
winter (1997) mentions 2% of the older adults. There are socio-economic and
cultural explanations for such a situation, which show that there are a number
of factors that influence the participation of the older adults in the education
process. Amongst them we can find particularly economic, demographic, so-
ciologic and psychological factors (Van der Kamp, 1996); a strong influence is
also presented by the education and the socio-economic situation of their par-
ents and by the education during their childhood and youth (Dronkers, 1997,
p. 373). The results of the vast international study show that most of the older
adults who find themselves in the education process have a higher level of edu-
cation, a relatively good income and a relatively high level of functional literacy
(Bélanger and Tuijnman, 1997). The data also show that the older adults who
are in the education process are relatively intensively included in the other
spheres of social, cultural and political life.

In this relation the results of the Slovene research® on prose, document
and quantitative literacy draw attention to the necessity of a higher partici-
pation of adults in the education process (Mohor¢i¢ Spolar, 2001). The data
from the research has shown that from the view of literacy some segments of
the population are more endangered then the other. The measures for raising
the level of adult literacy in Slovenia would be more effective if they were tar-
get oriented and would take into account the characteristics and needs of the
marginalised groups. Amongst the endangered groups belong also the older
adults (Hanzek and Gregoric¢, 2001, p. 117), who are becoming an increasingly
socially isolated group due to their low level of literacy. The data also show
that there are great differences in Slovenia between the younger and the older
generation as regards their written achievements in all literacy fields; amongst
the older adults there are at least three times as many adults on the lowest
literacy levels when compared to the younger adults. Amongst the age groups
the worst literacy level is recorded in the age group between 55 and 65; their
average achievements are at the lowest levels on all three literacy fields: prose,
document and quantitative literacy (Pecar, 2000). If we compare the results in
Slovenia with the results in other countries that were involved in this survey,

8 The research Participation of Slovenes in the adult education process is a part of the international Adult Literacy
Survey.
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we can observe that from all of the countries Slovenia has the highest share of
adults in the age group 56 to 65 on the first and second level of literacy, which
also means that the difference in the quality of prose literacy (average written
achievements) between the oldest and the youngest generation is amongst the
largest. In Slovenia (when compared to other countries included in the survey)
it holds even truer that the older adults with a completed secondary school
did not manage to preserve their written skills that would be comparable to
the written skills in the younger age groups. This points towards the fact that
adults are not prepared for continuous lifelong learning and that there is lit-
tle encouragement and poor possibilities for education in the environment in
which the older adults live.

Older people are a group, that are more likely to start learning due to
their ‘joy of learning’ compared to other age groups; it is surprising that their
participation is so low. It seems that the possibilities for education, which
would lure in the older adults are still insufficient, because the older adults do
not participate in education regardless of the intrinsic motivation. In continu-
ation, our research of the participation of older adults in the education process
is focused on qualitative research in order to study the characteristics of the
education of the older adults and the deeper reasons for their poor participa-
tion in the education process. The data are already gathered and findings are
forthcoming.

In the light of critical educational gerontology it would also be necessary
to reconsider the possibilities that are offered by the education in the sense
of establishing social networks for the older adults and the possibilities for a
more active integration of the older adults into their environment. Through
education the number of social support sources would increase and at the
same time education would encourage all four dimensions of social support,
for it offers the older adults social companionship, emotional, instrumental
and informational support.

Even though there are great cultural, political and legislation differences
in relation to the older adults in the various countries there are certain endeav-
ours in the EU, which are also important for the development of the education
for the older adults in Slovenia. These are predominantly endeavours in of-
fering the older adults to remain active even after they retire; the older adults
should be encouraged to think about their individual development, personal
growth and co-operation within the community. On the other hand chang-
ing the values of the general public is of extreme importance, at which every
person should be accepted as an individual and not a member of a certain
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age group. Within society we should be moving the gravity from the age dif-
ferentiated towards an age integrated society and at the same time draw at-
tention that the older adults will have to ensure an appropriate social status
by themselves. This is a move from an understanding of the older adults as
non-productive and economically dependent towards the understanding that
the older adults could also become an economically active group. In this rela-
tion Moody proposes that in existing stratified society there should be a move
towards an age integrated society in which people of all ages would have the
possibility for education, work and leisure time (Moody, 1998). Some experts
predict changed forms of social behaviour of the older adults, which will be
recognised in pressure groups. These groups will endeavour to change policies
— they will operate in syndicates or other forms of joint operation within local
communities, in extreme cases they might even operate within the frame of
social movements, which will try to re-establish a new understanding of age-
ing (Thurow in Pecjak, 1998).

The role of education of the older adults would thus be focused on
changing the attitude of the entire society and especially the older adults to-
wards old age, activating the funds of knowledge and experience of the older
adults, obtaining new knowledge and skills so the older adults would find it
easier to adjust to the new circumstances and encouraging individual devel-
opment and personal growth. At this it is extremely important that the older
adults are the prime movers and originators of the content and execution of
the educational activities.
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OBRAZOVANJE STARIH U SLOVENIJI

Predmet ovog saopstenja je participacija starih u procesima obrazovanja i
ucenja. Osnovni cilj odnosio se na proucavanje aktuelnog stanja i mogucnosti
obrazovanja starijih odraslih u Sloveniji. Zeleli smo ispitati promene u par-
ticipaciji starijih odraslih, njihovu motivaciju za obrazovanje i prepreke koje
starijim odraslim osobama sprecavaju ucesce u obrazovanju. Nasi zakljucci i
teorijska uopstavanja zasnivaju se na sekundarnoj analizi kvantitativnih po-
dataka, koje smo sakupili u tri istraZivanja o participaciji odraslih u procesi-
ma obrazovanja tokom 1987, 1998. i 2004. godine. U ukupnim aktivnostima
starijih odraslih obrazovanje zauzima sve vise mesta i postaje sve znacajnije.
Ono je snazan mehanizam njihovog osnazivanja i smanjenja njihove socijalne
iskljucenosti. U radu je posebno elaborirana teza da samo ono obrazovanje
koje se bazira na kriticnoj obrazovnoj gerontologiji moze smanjiti marginal-
nost starijih odraslih i stimulisati ih u socijalno-psiholoskom smislu.

Kljuéne reci: motivi i prepreke za obrazovanje; obrazovna gerontologija,
obrazovanje u trecem Zivotnom periodu.




42 Snezana Medi¢ & Katarina Popovi¢

Snezana Medi¢ & Katarina Popovic¢ 37.014.53(497.11)
University of Belgrade, Faculty of Philosophy

EDUCATION FOR ALL IN SERBIA
— DEVELOPMENT, PROGRESS AND
ACTIVITIES

The paper is a brief study into the results in achieving the international goals
of the Education for All Programme in Serbia — development, strategic docu-
ments, relevant statistical data, activities, agencies, priority areas and the results
obtained by the end of 2005. The projects and measures designed to achieve the
EFA goal in the adult education area are at the centre of the author’s interest.

Key words: adult education, EFA, Education for All, UNESCO, Ministry of Educa-
tion

As one of the first steps for development of EFA plans and implementa-
tion in Serbia, EFA National Forum was established in February 2002, when
an all-encompasing attempt was made to reform education in Serbia — all
levels and all areas. Serbian Government made a commitment to EFA goals
achievement and made some serious steps towards development of national
EFA strategy. Forum members represented various partners (representatives
from state authorities, educational institutions, nongovernmental and civic
organizations, expert bodies and organizations, publishers and so on) and EFA
goals and Forum members were promoted in public. EFA Forum started co-
operation with National Council for Education reform, thus trying to link EFA
striving with overall reforms in the field of education, but also with transitional
processes in other areas of society.

The Forum developed National Strategy for achievement of EFA goals,
directing the efforts toward:

=  Awakening public concern for EFA goals fulfillment,

= Mobilization of international, national and local partners in pro-
grams networking

= Integration of EFA Goals into the National strategy of develop-
ment

* Linking all actors and organization that could foster achievement of
quality education for all
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The EFA National Plan was also developed, marking two main streams
toward EFA objectives realization:
“Main” stream intended to enable achievement of EFA goals by
overall education system reconstruction and reform, making EFA
goals achievable by the all-embracing, deep changes in the educa-
tional path, structure and content. This was done within the several
main pillars of educational reform:

Democratization, where several measures were taken in order
to democratize the whole educational system, institutions and
educational praxis; on the other hand in 2002 the school subject
“Civic Education” was introduced into curricula for elementary
and secondary schools;

Decentralization was connected to previous issue and was es-
pecially focused on measures related to finances, to delegate re-
sponsibilities to local authorities and local schools; More space
and flexibility was allowed in curricula development in order to
meet needs of local communities;

Developing new curricula at all educational and school levels, es-
pecially in secondary vocational education, in order to overcome
the gap between school provision and labor market needs;
Quality assurance and development of standards and out-
comes, which was mainly in charge of newly established Center
for Evaluation,

Reconstruction of schools, especially in poor areas and areas
damaged by war and bombing campaign, provision of educa-
tional facilities and learning materials,

Training of teachers, one of the main issues of educational re-
forms, where hundreds of courses were organized and several
thousand of teachers were trained.

The other, “correlative” stream gave priority to the most vulnerable
groups:

Children and adults in special needs, who were targeted in The
Strategy for Inclusive Education which was developed,
Displaced persons and refugees, social group increased espe-
cially during the war and bombing campaign, being also in the
previous period an important target group for many interna-
tional and non-governmental organizations,



44 Snezana Medi¢ & Katarina Popovi¢

e Adults in lack of basic and functional education, who were the
concern of one of the expert groups of Ministry of Education
and Sports,

* Early childhood care and education were central issues of the
series of new developed programs for preschool education,

*  Youth policy concentrated on several main topics: social issues,
availability of information, mobility, peer education, primary
prevention and inclusion in decision making processes.

Since social and economic situation in the period after 2000 was rather
difficult, it was obvious that demands and needs in many areas were huge and
not all the EFA goals could have the same priority, but some of them have to
be pointed out at least at the very beginning. For that reason preschool educa-
tion and adult education was given highest rank — former because of vulner-
ability and speacial importance of this target group, later because of its direkt
relevance for economic reform and for democratisation of political life and
whole society.

Adult education and training became so a matter of permanent interest
and central issues of several governmental and non-governemantal, local and
international projects and programs. Ministry of Education and Sports gave
a mandat to the expert group to develope a national strategy for adult educa-
tion. Some of the expert’s main proposal were directly linked to the EFA goals,
such as:

* To enable real accessibility to literacy and basic education for adult

population,

= To enhance the level and percentage of the adults with 2-A ISCED

level,

* To bring into line adult education with quality standards for all,

= To create the system of functional basic adult education by com-

bining and associating literacy and primary education with basic
professional education and training.

At the UNESCO conference “Lifelong Learning in Europe: Moving to-
wards EFA Goals and the CONFITEA V Agenda” held in Sofia, Bulgaria, in
November 2002, the expert group presented Priority fields in adult education
in Serbia as follows:

*  Functional basic adult education

*  Vocational education and training

* developing models for active employment
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* developing centres for continuing vocational education and
training
= Education for democratic participation
*  Education for elderly people

The draft of implementation plan was also made, as well as proposal of
priority projects — short term and long term.

Political changes in 2004 have brought about several changes area of
education. Educational policy was shifted to school system, children and
youth and several newly established institutions and organizations in charged
for different aspects of adult education were either closed or merged on one.
Teacher training, which was one of the main preferences of previous Ministry
of education was drasticaly reduced and new umbrella law on education was
passed, thus merging laws and legal regulations concerning separate educa-
tional levels.

Dynamik of reform was slowed down, its extent was reduced and para-
digm shift led to neglectedness of idea of lifelong learning and whole adult
education system.

Adult education nowadays still represents an area where many players,
local and international, are engaged, although it does not have priority rank in
educational policy of Ministry of education. But it is an inevitable part of re-
forms, projects and programs in many other fields. Intensive regional and in-
ternational cooperation fosters attempts to bring adult education and training
up to date with European and international trends. For that reason, some play-
ers at national level are highly interested in reforming this sphere and “inter-
nationalization” of the problem, such as Ministry of Work and Employment,
Ministry for Human Rights and Minorities etc. Their efforts are supported by
numerous international organizations and projects, such as:

=  CARDS (Community Assistance for Reconstruction, Development

and Stabilization

= EAR (European Agency for Reconstruction)

*  World Bank

= Council of Europe

= JIZ/DVV (Institute for International Cooperation of the German

Adult Education Association)

* GTZ (German Technical Cooperation)

= ETF (European Training Foundation)
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Projects and programs developed within this cooperation deal with the
estimated priorities, that are clearly derived from some demographical data.
At the same time, those data show that adult education is still critical point,
where further measures are needed, not just for the purpose of achieving re-
lated EFA goal.

There are several groups of such data:

* Serbia is one of the oldest countries in Europe. Percentage of
involvement of those aged over 60 in the total population in-
creased significantly in recent time and the number of chil-
dren and youth is decreasing. According to 2002 census Ser-
bia, without Kosovo and Metohia, had 7,498.0001 inhabitants
with the following age structure:
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Source: Census 2002, Review per settlements, (Republic Statistic Bureau of
Serbia) Republicki zavod za statistiku Srbije, Beograd, pp.14-15.

*  Educational structure of the population aged 15 and over shows
rather bed educational structure. It is obvious and relevant for EFA
goal that some 50% of population have education at elementary
school level and less of that.
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1991 2002
N % N %
Total in census 7007422 100 6321231 100
Without education 666819 9,5 357522 5,6
1-3 grades of elementary 205744 2,9 126127 2,0
4-7 grades of elementary 1439087 20,5 896847 14,2
Elementary education 1752672 25,0 1509462 23,9
Secondary education 2255782 32,2 2596348 41,1
Higher education 267226 3,8 285056 4,5
University education 354610 5,5 411944 6,5
Unknown 65482 0,9 137895 2,2

Source: Stastitical Yearbook of Yugoslavia 2000, Federal Statistic Bureau,

Belgrade, 2000, p. 61 and Unpublished data of the Federal Statistic Bureau

Millenium Development goals report on Serbia 2002 gives an in-
sight into proportion of population living with less than $1 a day:
“The share of poor population in total in 1990 was only 7,3%. But
during 1990s the share of poor population increased dramatically
and reached 40,9% in 1999. In 2000 the situation improved slightly.
Still, in 2000 approximately one third of population of Serbia (2,8
million) was poor (with average monthly income lower than 30
USD). Among them, more than 18% (1,4 million) lived in extreme
poverty with less than 20 USD per month. The situation is even
worse as almost 700.000 refugees and IDPs are not included in these
data. The poverty index increased from 14,1% to 36,5% in 2000. In
the same period the poverty gap ration increased from 1,0% to 3,1%
in 2000 (The Millenium Development Goals - How Much is Serbia
on Track, 2002)
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The number of unemployed is dramatically rising, but their qualifi-
cation structure (levels I - the lowest, level VII - the highest) shows
also that their chances at labor market are extremely low and they
are seriously in the risk of increasing poverty if their educational
and qualification level stays the same.

AV VI vl
1% 3% 3%

111
26%

Even the educational structure of employed persons shows that
proportion of qualified and non-qualified persons among employed
people is significantly different of those in total population, which
suggests that there are less chances for those workers to keep their
jobs and positions in the world of work.

High [Higher|Secon |Lower | Highly |Qualifi | Semi-

197.86(112.52|390.07|75.196|95.725(306.05[99.888122.88

143 | 80 | 278 | 537 | 6.83 | 21.8 | 7.1 8.8

Source: Employees per education level 2003, Saopstenje ZP 12, Republicki za-
vod za statistiku, Beograd, 2003, str.21.
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Having those data in mind, social and economic reality of Serbia too,
authorities and experts developed several important documents, which are
all directly or indirectly related and relevant for achievement of EFA goal con-
cerning reduction of illiteracy:

The encompassing Educational law (Ministry of education and
sports, 2004), that includes adult education, specifying more the
problem of basic adult education,

Law on work and Low on employment (Ministry of labor, employ-
ment and social policy, 2003),

National employment strategy (Ministry of labor, employment and
social policy, 2004), where 10 guidelines of EU from 2003 are ac-
cepted,

Policy of development of adult education in the Republic of Serbia
(Ministry of Education and Sports Republic of Serbia, EAR-Voca-
tional Education and Training Reform Programme of EU, 2004),
Needs and Possibilities of Adult Education in Serbia (European
Training Foundation),

Policy and strategy of accreditation and certification in the second-
ary vocational education and the continious education of the adults
in Serbia (Ministry of Education and Sports Republic of Serbia,
EAR-Vocational Education and Training Reform Programme of EU,
2004),

Concept of vocational education and training in Serbia (Ministry of
education and sport, 2004),

Policy and Strategy Development for VET in Serbia (Ministry of
Education and Sports Republic of Serbia, EAR-Vocational Educa-
tion and Training Reform Programme of EU, 2005),

Strategy for poverty reduction (Government of Serbia, 2002), where
the third main strategic groups of activity includes measures to as-
sure access to education of the most vulnerable and poor groups in
the society, and investments in education are suggested as one of
the main measures in poverty reduction — it should be increased
from 3,6 %of GDP in 2003 to 4,5 % GDP in 2010

The Report “The Millennium Development Goals — How much is
Serbia on Track”, 2002 estimates that Serbia is on track or has al-
ready achieved approximately half of defined goals.

Except those important documents, some concrete steps have been made
in single areas, related to adult education in various forms and contents.
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Education for elderly

Since older people represent a very large group in the society, there were
always attempts to meet their needs not just in area of social care and health,
but also in education and learning. The first so called University for the Third
Age was founded in 1989 at the People’s University “Braca Stamenkovic”” Since
2002 the project was broadened and further 6 Universities for Third Age were
established at already existing adult education institutions. From 2002 to 2004
more than 2.000 older persons visited long term courses of very different con-
tent. Furthermore, they participated in numerous regional and international
exchanges, meetings, conferences and fairs. Several publications and participa-
tion in European project on education for elderly (PEFETE) is additional proof
that this target group needs to be further subject of educational measures.

Education for democratic citizenship

The complexity of post-war society, its intercultural and interreligious
character demands educational strategies and measures aiming to:

= supporting democratisation of the society and active citizen-

ship,

= awareness-raising, tolerance,

= supporting interculturalism and peace,

= prevailing prejudices and stereotypes,

= conflict prevention, fostering cooperation.

Recent period was marked by efficient implementation of existing pro-
grams and creation of new programs, measures and activities directly targeting
the poorest and socially most vulnerable groups (children, the elderly, disabled
persons, refugees and internally displaced persons, the Roma, the rural popu-
lation and the uneducated), particularly in the least developed regions. Several
programs of that kind were developed, strategic documents of the Govern-
ment of Serbia and concrete projects, many of them in non-governmental
sector, with significant support of Council of Europe and other international
organizations. The list of main activities includes:

=  Strategies and policy papers (such as: Strategy for Integration of

Roma, National Strategy for Refugees and Displaced Persons,
Documents about the Process of Stabilisation and Association with
EU and others concerning European partnership),
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Developed curriculum for Citizenship education, which was includ-
ed into the elementary school program for the first time. More than
5.000 teachers were trained for implementation of this program,
Network of regional projects and cooperation, especially among
countries of Southeaster Europe and some EU countries,
Accreditation of several NGO educational programs in the field of
Education for democratic citizenship, peace and intercultural edu-
cation, mediation etc.,

Activities with different target groups: minorities, refugees, women,
disabled, Roma,

Events devoted to mentioned target groups and topics, such as big
International conference ,Education and Peace“in 2004.

Vocational education and training

As almost all reports, strategic papers and plans suggest, achieving of

EFA goals, Millenium goals, Poverty reducation strategy are directly connect-
ed not just with education, but with market need based educational provision,
access to relevant vocational education, requalification, further education and

training. Since reforms in economic sector were very dynamic, educational
measures played an important role within all efforts, projects and programs.
Some of the most important are:

Several above mentioned national strategies and policy papers con-

cerning the world of work, employment, market;

Countless activities of international agencies and projects such as

CARDS program, GTZ, ETF;

Attempts made in order to support formal systems for adult educa-

tion:

* Developed network of 5 regional training centres,

*  Developed methodology for competency based curricula deve-
lopment and modular approach and ca 125 developed training
modules,

* Developed series of new labour market oriented vocational
profiles
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Achieving EFA goals - Best practice example - Project "Functional basic
adult education for Roma”

Two years project Functional Basic Education for Roma, as one of the
project of the Roma Decade, started in Serbia and Montenegro at the end of
2006. The project will be funded by Roma Education Fund, with Governments
commitment for co-financing.

The main idea of functional basic education implies simultaneous ac-
quisition of elementary education and the initial vocational instruction and
training, that is, obtaining the first qualification. Project aims to develop both
programs for elementary comprehensive education and for vocational train-
ing, both leading to recognized certificates, whereby the main principle is to
develop target group and labor market oriented curricula.

Main partners on the project, which is going to be implemented as the
pilot program within the legal regulations for elementary schools, are:

= Institute for Pedagogy and Andragogy

* National Council of the Roma

*  Ministry of Education and Sport

*  Adult Education Society

Strong cooperation is planed with following partners:
*  Ministry of Work and Social Policy

= Ministry of Human and Minority Rights

* National Employment Services

*  Poverty Reduction Office

=  Elementary schools

= Regional training centers

* Local NGOs with experiences in Roma projects
=  Local community

Problems the project wishes to address :

= Low level of literacy, general and profesional education of Roma
*  Variety of barieras for the their inclusion

=  High dropout

= Low enrolment into secundary education

*  Huge gap between Roma needs and education systems offer

*  Poor quality second —chance education

* Low Roma’s motivation for education
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Further aims of the project are to create and develop system of func-
tional basic education of adults which will provide them better access to basic
education and represent the second chance for Roma people, but even more
enable them inclusion into the system of education and above that social in-
clusion and integration. Project tries also to increase their motivation for ac-
quiring elementary and professional education, to reduce dropout rate in basic
education and to increase employability among Roma. The project will thus
contribute significantly to the poverty reduction and to achieving EFA goals in
Serbia. Based on the projects results, it might be possible to suggest the model
of functional basic education for further group of adults, especially for various
marginalized groups, with the new legislative framework.

As the main activities developing two new curricula (for general and for
vocational education) at the level of VII and VIII grade are planned, further on
their piloting in 10 schools in several cities in Serbia, where there is significant
Roma population, with ca 250 second-chance young adult students without
completed basic education. Throughout project implementation a network of
Roma coordinators will facilitate communication between Roma community
and education institutions and motivate second-chance youth for education,
trainings for teacher in implementation new curricula and in modern teaching
methods adapted to the specific target group.

Expected outcomes should benefit achieving EFA goals in following way:

* By developing flexibel, qualitative, recognized and sustainable
model of functional basic education for Roma, reducing their drop-
out percentage and incresing their level of literacy and education,
as well as their access to education and learning, improving at the
same time their employability and chances on the labor market,

* By developing such model of functional basic education that could
be easily adapted for other vulnerable, marginalized, neglected or
depriviliged groups, such as other national minorities, women,

* By developing mehanisms and ways for institutionalization of func-
tional basic education, improving the whole system of classical el-
ementary schools for adults, giving thus chance to all population of
adults without completed basic education and without any or rel-
evant vocational qulification.

The implementation of EFA strategy, both as ,main stream ,, and ,cor-
relative stream” face various obstacles. For instance, changes, e.g. slowing
down of overall reforms and especially of the dynamik of reforms in educa-
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tional policy makes the possibility of achieving EFA goals in foreseen time
very quesstionable. There are some measures and projects striving to that aim,
but there is no systematic approach. The fact that EFA goals were included in
several various strategies in different areas seemed as very positive at the be-
ginning, since it could have made contribution of almost all actors to the EFA
goals possible. But at the same time it was a danger, because slowdown in some
ares did jepardise the achieving of EFA goals.

The dynamik and character of transitional changes (economic, political,
social) will directly influence achieving of EFA goals, and that development is
not easy to be foressened.

Sources:

= Despotovic, M., Popovi¢, K and Pejatovic, A, Vocational Educa-
tion Reform in Serbia, in: Terzis, N., Quality of Education in Balkan
Countries, Balkan Society for Pedagogy and Education and Aristo-
tle University of Thessaloniki, Kyriakidis Brothers s.a., Thessalo-
niki, 2005.

* Documents of: Ministry of Education and Sports Republic of Ser-
bia, Vocational Education and Training Reform Programme, An
EU-Funded project managed by the European Agency for Recon-
struction.

*  Education for all: Global Monitoring report: http://portal.unesco.
org/education/en/ev.php-URL_ID=43009&URL_DO=DO_
TOPIC&URL_SECTION=201.html

* Medi¢, S., Poverty Reduction and Expectation from Adult Education
in Serbia, conference paper at: “Adult Education and Poverty Re-
duction” conference, Gaborone, 2004, http://www.gla.ac.uk/cen-
tres/cradall/pr_botswana.shtml.

=  Medi¢, S and Popovic, K., Adult Education in Serbia — Challenges
of Reform, in: Medel-Annonuevo, C.: Lifelong Learning Discourses
in Europe, UNESCO, II1Z/DVV, Hamburg, 2003.

=  Medi¢, S., Despotovi¢, M., Popovi¢, K and Milanovi¢, M., Strateski
pravci razvoja obrazovanja odraslih, in: Kvalitetno obrazovanje za
sve — put ka razvijenom drustvu, Ministarstvo prosvete i sporta Re-
publike Srbije, Beograd, 2002.

* DPoverty Reducation Strategy of Serbian Government: http://www.
prsp.sr.gov.yu/engleski/tri pravca/index.jsp.
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= Statistical Annual of Yugoslavia, Federal Statistical Bureau, Bel-
grade, 2001, p.96; Statistical Yearbook of Serbia 1997, Republic Sta-
tistic Bureau, Belgrade, 1998, p/82; Annual Statistical Report 2000,
Annual Statistical Report 2000 and 2001; Monthly Statistic Report
for 2002, Republic Labour Market Bureau, Belgrade.

*  Strategic documents of the Republic of Serbia:
http://www.prsp.sr.gov.yu/engleski/dokumenta.jsp

= The Millenium Development Goals - How Much is Serbia on Track:
http://www.prsp.sr.gov.yu/download/Izvestaj_o_ispunjenju_MDG_
u_Srbiji_2002.pdf

= Zindovic-Vukadinovic, G., Les politiques du personnel enseignant
dans les Balkans, Teaching Staff Policies, National Institute of Edu-
cation, Sofia, Bulgaria, 2003.
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Rad predstavlja kratku studiju rezultata u ostvarivanju medunarodnih ciljeva
programa ,Obrazovanje za sve” u Srbiji — razvoj, strateska dokumenta, vazne
statisticke podatke, aktivnosti, nosioce, prioritetna podrucja i postignute rezul-
tate do kraja 2005. godine. U centru interesovanja autora nalaze se projekti i
mere posvecene ostvarivanju EFA cilja u podrucju obrazovanju odraslih.
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REVIEWING EXISTING
COLLABORATIVE SCRIPTS:
A SELF-REGULATED LEARNING
PERSPECTIVE

Self-regulated learning is a concept not well developed, yet. Simultaneously, this
is the eventual target of every attempt to integrate technologies into the whole
grades of education since a learner being able to manage the diffusion of enor-
mous volume of information in information society knowing seems to be of top
priority. The purpose of this study is to classify some of the mostly known lear-
ning scenarios according to their capacity to contribute to deliberately developed
self-regulation. In order to augment this thought we preceded to a comparative
study according to the main features of CSCL (Computer Supported Collaborati-
ve Learning) scenarios. The results of our study show that despite the fact that the
existing scenarios respond to one or another component of the self-regulated le-
arning cycle, they are still far from attaining the goal of transforming learners into
independent beings, able to overcome the existing barriers for the attainment of
the knowledge.

Keywords: self-regulatory skill, educational scenarios, computer-supported co-
llaborative learning, advanced learning technologies

Introduction

21% century has imposed the necessity of overcoming the traditional
view of education and using advanced learning technologies and especially
applications of information and communication technologies and media
(ICT&M) in education field (Ford, et al., 1996) to teach students the new skills
and knowledge they need in order to respond to new challenges and become
lifelong learners. The 1998 UNESCO World Education Report describes the
radical implications the new information and communication technologies
have for conventional teaching and learning. According to the same Report,
the opportunity exists to harness this force and use it positively, consciously,
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and with design in order to contribute to meeting defined learning needs. In
order to cover this demand, what is needed is the knowledge of what an effec-
tive learner is and how they are equipped with to become lifelong learners.

Becoming an effective learner means that once you take the responsibil-
ity for your own learning you view your teachers more as resources and less
as threatening figures. Teachers may transform the school classroom into a
learning academy in which students struggle for attaining their own goals and
individualize the instructed strategies in order to personalize the goals of the
Curriculum. According to Zimmerman et al. (2003) “students who attend such
a learning academy will gain more valuable than merely an appreciation of
the importance of content matter; they will take with them a broad repertoire
of study strategies, the self-regulatory capacity to apply and refine the strate-
gies on their own, and the sense of self-efficacy to accept academic work as a
personal challenge” (pg 137). The question which arises here is “how can we
provide those learners with the skills to function effectively in a dynamic, in-
formation-rich and continuously changing environment?”

New learning environments need to be created in order for the students
to be engaged learners, able to take greater responsibility for their own learn-
ing and constructing their own knowledge. In this new learning environment
the student interacts with the teacher, the other students-peers, information
resources and technology, engages in authentic tasks and is assessed through
authentic performance. The environment provides the learner with chances of
collaboration and opportunities to reflect on his own learning. In other words
the supported environment is formulated in such a way that secures the self-
regulated learning.

Features of self-regulated learning while teaching

Self-regulation lies at the core of successful and lifelong learning. Self-
regulated learners tend to be active, reflective and productive in their own
thinking and learning (Zimmerman & Kitsantas, 1996). Despite the fact that
the self-regulation learning components seem to be clarified (such as goal set-
ting, strategic planning, self-efficacy, outcome expectations, intrinsic inter-
est/value, goal-orientation, self-instruction, imagery, attention focusing, task
strategies, self-evaluation, causal attribution, self-satisfaction/affect and finally
adaptive/defensive inferences) it has not been proven yet how the self-regula-
tory learning competence is grown deliberately for instance in a scholarly con-
text.
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Randi and Corno (2000) set the five features of teaching that afford op-
portunities for self-regulated learning while they found that they are the most
useful components as having being identified previously by other instructional
strategy or self-regulated learning theory and research.:

= The first feature is related to encouraging students to meet chal-

lenges (e.g. students choose the kind of assignment to be engaged
or students match their skills with the opportunities they have and
then choose one).

= The second feature concerns the way that the community is built

(it is focused on collaboration and the manners of its implication
e.g. explicit/implicit instructions for learning skills-roles, reaching
consensus, respect for others ideas and work etc.).

= The third feature is referred to scaffolded strategy instruction (the

learner starts as an observer of the teacher’s model and ends up as
an independent learner who applies the instructed strategy in his
own way making an adaptive use).

= The fourth feature is related to diagnostic performance evaluation

(such as peer evaluation or self-evaluation according to some known
criteria; emphasis is spread on qualitative feedback).

= The last feature is referred to the Curriculum-embedded assess-

ments (in order the teacher to assess what students can do and
stretch them to their full potential through ongoing teacher assess-

ment).
CSCL scenario
/
[ |
‘ ‘ Diagnostic Scaffolded ‘ Curriculum-
Meet | Build Performance | | Strategies | Embedded

Challenges / Community |/ Evaluation / . Instruction . Assessment

Figure 1. The features of teaching according to Randi & Corno (2000) in an at-
tempt to provide self-regulated learning for students

As implied above, the development of the self-regulating skill demands
a collaborative environment (virtual or not) in which learners interact with
others and multiply their own models representations. Thus, their repertoire
is broadened and they see the learning event from a differentiated perspec-
tive. Yet, they adapt their observed models’ strategies to their affordances and
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capacities in order to attain their goals. Besides, the constructivist perspective
implies exactly this: learning is a double process happening firstly on the social
level and later on the individual level. All the higher functions originate as ac-
tual relationships between individuals (Vygotsky, 1978).

Computer-supported collaborative learning scenarios

Proponents of collaborative learning hold that this method of learning
can help students achieve higher-order and longer information retention than
those who work independently. The collaborative learning offers students the
chance to engage in discussion and debate, take responsibility for their own
learning and hence obtain a critical thinking ability. According to Johnson and
Johnson (1993) the volume of accumulated researches on collaborative learn-
ing strategies has made this pedagogical method not only the most popular
teaching practice but also acquire a validity and generalisability rarely found in
the education literature.

Koschmann (1996) defined computer-supported collaborative learning
as an emerging paradigm for research in advanced learning technology that
focuses on the use of information and communications technology and media
as a mediational tool within collaborative methods of learning. Research until
now has offered a series of computer-supported collaborative learning sce-
narios which are planned to be used in school classrooms utilizing and maxi-
mizing the benefits through using ICT&Ms tools. Essentially, they are coop-
eration scripts —usually formed for traditional classrooms- which have simply
been transferred to computer settings (Rummer et al., 2003; Weinberger et
al., 2004). However they are not so much effective as they seem to be inad-
equate in computer environments (Dillon and Gabbard, 1998). But what is a
collaborative scenario? A collaborative scenario (or script) is a set of instruc-
tions regarding to how the group members should interact, how they should
collaborate and how they should solve the problem (O’Donnell & Dansereau,
1992). They are designed to function effectively in advanced learning technol-
ogy oriented environments. These educational scenarios are divided into two
categories: the Computer Supported Collaborative Learning (CSCL) scenarios
and the Computer Supported Collaborative Work (CSCW). CSCL and CSCW
are both based on the premise that computer supported systems can support
and facilitate group process and group dynamics in ways that are not achiev-
able by face-to-face, but they are not designed to replace face-to-face com-
munication. Their differences are fundamental for the sustained philosophy
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and the support they provide for different domains: CSCW tends to focus on
communication tactics while CSCL gives emphasis on the content of commu-
nication; yet the purpose of CSCW is to facilitate group communication while
the purpose of CSCL is to support or scaffold students in learning together
effectively and maximize the gained benefits. As it can be derived from the
theoretical and practical approaches, CSCL is appropriate for the educational
settings and the CSCW mainly for business settings. Consequently, the focus
of our review is on CSCL scenarios as they are used in educational settings.
Moreover, a CSCL scenario without an upper goal provides trivial importance
to the educational practices. This means that applying a CSCL scenario in edu-
cational settings needs a theoretical basis on which it is based on and a present
perspective for the future learner or employee.

This review arose from a main question pertinent to designing, develop-
ing and teaching self-regulatory skill through computer supported courses: In
what way should the CSCL scenarios be developed in order to facilitate the
proximal self-regulated learners? How much closed are the existed CSCL sce-
narios from developing a learner like this? What can we learn from this review
for future CSCL scenarios building? This is asked from the point of view of
researchers who have studied the computer supported collaborative scenarios
and offered new perspectives in educational view. Yet, it is a question needed
to be answered from designing point in order to fit theoretical perspectives
with educational needs. Ultimately, it is asked from the teachers who despite
the fact that they are informed about the necessity of transforming their stu-
dents from passive to active and responsible learners, they do not know practi-
cally how to proceed.

Method of the Review

The relevant literature for this review is found in many disciplines: in
journals, in www, in communications, all grades of education, educational
technology, as well as in the subject disciplines. Many articles advocate in fa-
vor of advanced learning technology in all grades of education via educational
scenarios.

The primary sources of literature were followed by ERIC (a search en-
gine) searches using keywords from the articles identified in the journals ar-
ticles and in previous literature reviews. Yet, the theoretical foundations and
researches on self-regulated learning were included in the studied literature.
This review also includes research from the developing CSCL research com-
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munity despite the fact that this kind of research has only recently turned to
online learning.

This is not a complete review of all CSCL scenarios which are designed
or applied in real classrooms and research centers around the world. This
seems impossible taking into account that hundreds or thousands of teachers,
researchers and theoreticians test a new learning scenario in every didactic
hour. What was examined in this review is how much closed or not from es-
tablishing the self-regulated learning the best known practices of learning sce-
narios are. CSCL scenarios reviewed here will be discussed in five main fields
according to Randi’s and Corno’s research (2000) on the main components
of teaching for self-regulated Learning. The selection of the following CSCL
scenarios has been done according to the CSCL-related research references.
All of them are proposed for co-operation in educational settings. Since the
co-operative criterion is considered to be the main facilitator between the ex-
pert’s model display and the adaptive use of learned skill, it is understood why
we chose co-operative scripts (Zimmerman, 2003).

Description of four distinguished CSCL scenarios

The “CaMILE” (Collaborative and Multimedia Interactive Learning En-
vironment) scenario, developed by Guzdial and Turns (2000) is a scenario for
supporting learners working in a discussion forum. Firstly, learners have to
define the type of message they want to send by selecting among five alterna-
tives:

* newidea,

= rebuttal,

=  revision,

* comment and

= question

Also, they can paste new prompts into their note as a support of their
alternative. If the participation is low then a new discussion is started but the
teacher who attends on the discussion may provide learners with an “anchor”
which links them with a web-page from where learners may start their dis-
cussion. The web-page may be created by the teacher and includes a topic
for discussion. This capability is referred to as “anchored collaboration” This
scenario is designed rather for the knowledge acquisition than for problem
solving. The first feature of encouraging learners to meet challenges is fulfilled
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through their free choice of the type of message they want to send for discus-
sion. Concerning the second feature, namely how the community is built, it
is not clear from the description of the scenario. Learners insert into the fo-
rum but as a whole mass and not in groups. The distribution of roles occurs
through the learner’s choice of the type of message as it is characterized by the
learner (e.g. if he selects the “comment” button automatically he is defined as
the commentator by the system). The scaffolded learning may be implied but
not stated clear. Challenging learners to discuss a topic, theyre engaged in
playing multiple roles and thus are indirectly led to the learning. Nevertheless,
there is no exhibited model to imitate its function. The fourth feature of diag-
nostic performance evaluation may be implied in a second level of analysis.
Starting a new discussion after an observed and recorded low participation is
a sign of some kind of evaluation. This evaluation is mostly referred to as quan-
titative and not qualitative data. The anchor may be a component of qualitative
feedback of the evolving discussion since it provides learners with information
necessary to be included in the topic. But the main point is to enrich the dia-
logue and not contribute to individual knowledge acquisition taking into ac-
count the particular features of everyone’s learning capability. The fifth feature
of Curriculum-embedded assessment is not referred to as a main element of
this scenario and not implied.

The Universante is a CSCL scenario which was used to teach health to
the Universities’ community in four countries (Berger et al., 2001). The stu-
dents were divided into five thematic groups of 16 participators (four from
each country):

= AIDS,

= cancer,

= infectious diseases,

= cardiovascular diseases and

= trauma related to accidents.

Firstly, the group was divided in two sub-groups in which a different
clinical case of the same theme was distributed. Each sub-group discussed
about a topic related to the public health in a different forum space. The role of
the tutor was to observe and stimulate the sub-group to discuss other related
aspects of the topic. A face-to-face debriefing meeting with all participants of
the same topic from the same country took place in order to synthesize the
different findings they found for their country facts. Then they entered this list
in a database through an online form. All fact lists were then discussed trying
to recognize the common elements and the differences among countries facts.
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The teacher drew the attention on the methodological aspects of the collected
data and lastly the students of each group proposed a solution to the prob-
lem they coped with. This scenario presents an important difference in com-
parison with other scenarios since it includes face-to-face activities. The first
feature of encouraging students to meet challenges through the free choice
of the assignment they would commit to not responded to due to the fact
that the theme was given to the participators with no negotiating possibility.
Concerning the building of the community there is strong evidence that the
community is built on an assignment basis which is focused on collaborative
activities. Albeit there are no strict instructions about the different roles of the
contributors in the sub-group, there is a conspicuous difference between the
roles of each sub-group. The result of each sub-group work is strongly related
and influenced by other’s work. Reaching consensus is a main feature in that
work in order to perform shared work results. The third feature of scaffolded-
learning is not corresponded except from the methodological hints coming
from the observer-teacher who attends the development of the work. The last
two features of diagnostic performance evaluation and Curriculum-embedded
assignments are not captured in this scenario. It seems that the upper goal of
this scenario is to have the students engaged in collaborative activities from all
over the world participators and not the evaluation of their project results.

The “learning protocol” scenario by Pfister and Muhlpfordt (2002) is a
chat-based scenario (it is designed for a synchronous learning environment)
in which three to five learners and one tutor participate in higher-order activi-
ties. The purpose of this scenario is to improve learning outcomes by imposing
structure on the learning discourse and this is done by a referencing func-
tion, a typing function and a predefined sequence of contributions. The learn-
er’s task is to discuss topics from geology and philosophy. The learner firstly
chooses the type of message he wants to refer to and then he characterizes the
type of message —question, comment, explanation-he sends to the shared chat
window. Each learner’s participation is defined by the system and thus if one
learner wants to contribute he can not if it is not his turn. Only the tutor may
participate answering to one’s question while chat windows are blocked. The
first feature of encouraging students to meet challenges is fulfilled through the
freedom that the learner has to select the type of message he wants to refer
to. However, it is not explicit how a learning community is built. It is rather
externally imposed by the system and it is not changed. The learner functions
independently and the tutor’s model is obvious only when a question arises.
However, the learner is exposed to the peers’ models and is asked to make a
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comment to their given explanations. The system does not provide any further
support for the individualization of the committed knowledge. According to
the fourth criterion of the diagnostic performance evaluation there is no such
evidence. Peer’s evaluation seems to happen more internally —through the
comments on other’s contribution- than externally. There is a further ambi-
guity concerning the measurement of learning effects by means of a standard
knowledge test.

The Arguegraph scenario (Jermann and Dillenbourg, 2003) was imple-
mented as a part of TECFA (Technologies de Formation et Apprentissage)
Virtual Campus, a learning and communication platform used by students on
a daily basis. It focuses on the knowledge or conceptual change as a result
from the argumentation attempts. The scenario starts with a multiple-choice
questionnaire to be answered from which students are classified by a category
of opponent values, principles, and beliefs etc in a graph. According to this
graph students are paired so that the average distance between them to be
maximized. After that they sit together in front of the computer and answer
the same questionnaire again having to agree on a single answer and accom-
panying their final choice with an argument to support it. Both of them have
access to other’s previous answers. All arguments are collected by the system
and displayed in a web-page. This is used by the teacher in order to make a syn-
opsis. Lastly, the students are asked to answer a question taking into account
the total arguments that were made by the classmates. In this scenario the first
feature of encouraging students to meet challenges through their choice of
the kind of assignments they will be engaged in, is not described. In contrast,
it is imposed by a predetermined questionnaire including specific items. This
is observed during the first phases of the scenario but radically changes in the
last phase: a particular question must be designated to be answered taking into
account the rest of the community members’ arguments. However, it does not
capture the spirit of the responsibility on students’ own learning. The second
feature concerning the way the community is built is perfectly described here
since the students have to collaborate in pairs in order to reach a consensus
and this includes an essential respect for other’s ideas. The scaffolded strategy
instruction feature is described in a way that a student starts their effort indi-
vidually, continuously having to take into account others’ arguments and lastly
makes an adaptive use of the recorded arguments. No matter how the con-
ceptual change comes (either through the peer’s or the teacher’s model) what
matters is the student’s exposition to an instructed concept. The fourth feature
of diagnostic performance evaluation is indirectly described while a student
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has access to their peer’s previous answers in order to evaluate their outlook
on a topic. The last feature of curriculum-embedded assessment is not clearly
described since the role of the teacher is supporting for the formulation of the
groups and facilitating the précis.

Conclusions

Looking at the presented CSCL scenarios and the results of our compar-
ative study we come to the following conclusions: What can be regarded as the
most noticeable commonality of the studied scenarios is that they facilitate the
building of the community and the students’ taking responsibility of their own
learning. Given the importance of building a community in a computer-sup-
ported learning environment one may realize the predominance of this matter.
According to Harasim (2000): “The principle of collaborative learning may be
the single most important concept for online networked learning, since this
principle addresses the strong socio-affective and cognitive power of learn-
ing on the Web Collaboration provides the social glue of a community that
engages learners and motivates them to participate” (pg. 53). The evaluation
and the assessment aspects of learning have not been particularly emphasized.
Keeping in mind the difficulties arising from the development of such a envi-
ronment which supports the formative evaluation (neither a holistic approach
was recorded) of a process of learning one does reason the absence of this
section. The most impressive of all is that no assessment is estimated in the
description of the scenarios. Despite the fact that every separated scenario is
based on a Curriculum course, there was no scenario found that might include
some kind of assessment. At least, it is not referred to the description of a sce-
nario. It may stem from the definition of the term as it describes how learners
should collaborate in order to attain a goal. However, it is considered as a nec-
essary part of the process of collaboration since the attribution of collabora-
tion must be estimated and stimulate future collaborations. Consequently, one
of the most important phases of the self-regulated learning (the evaluation and
the assessment of the whole process) is not covered at all even if this attributes
causal significance to the results. It seems that the starting-point is so much
absorbent that it leaves no space for development for other parts of learning.
Supporting a reflective process is so much vital as the same concept of effective
learning. A few attempts without a feedback or without being aware of your
progress give rise to meaningless learning. Concerning the strategy instruc-
tion, which is placed in the middle of the process, only the Arguegraph scenar-
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io does contribute to an adaptive use of the instructed knowledge through the
capability a learner has to implement the implicit knowledge they obtained.
Thus diagnosis is one of the key issues in CSCL scenarios. A peer would be
interested in being informed about their or others’ progress through an assign-

ment. As a result, much more emphasis should be given to this point.

Table 1. The comparative synopsis of the studied CSCL scenarios

. . Scaffolded- Diagnostic | Curriculum-
Meeting Building
> Strategy Performance | Embedded
Challenges | Community > .
Instruction Evaluation Assessment
CaMILE v
Universante \
Learning
Protocol v
Arguegraph N N N
Discussion

The upper goal of this study was to review some of the most known sce-
narios in computer-supported collaborative learning with reference to devel-
oping self-regulating skills. The growing development of the advanced learn-
ing technologies over the last two decades cajoles into developing a new kind
of learner —future citizen- able to overcome the huge amount of the conceded
information and consciously focus on a target. Moreover, the rapid change of
the financial state in most countries —due to the later phenomenon of globali-
zation- demands new skills for citizens that are characterized by flexibility, ad-
aptation and mobility. This kind of citizen must be grown through analogous
educational settings from the first years of their scholarship. Equipping learn-
ers with self-regulated strategies will provide them with necessary techniques
for becoming independent thinkers and lifelong learners.

The development of such a new learner seems to pass through the in-
tegration of communication and information technologies and media into
the educational system in a schema of educational scenarios. These scenarios
should be based on some principles related to encouraging learners to meet
the challenges, building a community with common/shared goals, scaffolded
strategy instruction, diagnostic performance evaluation and curriculum-em-
bedded assessment. In order to illustrate how the CSCL should be structured
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—from a self-regulating perspective- we studied a few dominant CSCL sce-
narios and it was ascertained that there is a long way till we reached the goal
of developing a self-regulated learner. Main topics such as evaluation and as-
sessment seem to be excluded from the CSCL scenarios while others such as
building community and scaffolded strategy instruction are vague. Having on
our mind the main principles that a CSCL scenario should fulfill in order to
contribute to self-regulated learning outcomes, we —as researchers, teachers
or designers- will be able to write/design more effective and powerful learning
scenarios to facilitate the group and individual learning. Given the fact that
the relevant literature reveals a decided lack of an explicit theoretical founda-
tion and that research about distance education is in its infancy, there is much
research to be done to better understand the capacity of distance teaching and
learning (of which the main core is CSCL scenarios). There are numerous is-
sues and areas of current research with important outstanding questions.
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RAZMATRANJE POSTOJECIH
SCENARIJA SARADNJE:

PERSPEKTIVA SAMOUSMERENOG

UCENJA

Samousmereno ucenje jos je nedovoljno razvijen koncept. Istovremeno, to je
krajnji cilj svakog pokusaja integrisanja novih tehnologija u sve stepene obra-
zovanija, jer da bi onaj koji uc¢i mogao da izade na kraj sa rasprostranjenoscu
ogromne koli¢ine informacija u informatickom drustvu, Cini se da je najvazni-
je znanje. Svrha ove studije je klasifikovanje nekih od najpoznatijih scenarija
ucenja po tome koliko mogu da doprinesu postepeno razvijenom samousme-
ravanju. Da bismo razradili ovu misao, pristupili smo komparativnoj studiji u
skladu sa osnovnim karakteristikama scenarija ucenja kroz saradnju pomocu
racunara (CSCL). Rezultati nase studije pokazuju kako uprkos Cinjenici da po-
stojeci scenariji reaguju na neku od komponenti ciklusa samousmerenog uce-
nja, jos uvek su daleko od postizanja cilja, a to je pretvaranje onih koji uce u
nezavisna bica koja mogu da prevazidu postojece barijere u sticanju znanja.

Kljucne reci: sposobnost samousmeravanja, scenariji nastave, ucenje kroz
saradnju pomocu racunara, napredne obrazovne tehnologije
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EVROPSKE DIMENZIJE
OBRAZOVAN]JA STARIH:
HOLANDIJA - SLOVENIJA - ITALIJA

U radu su prikazani rezultati komparativnog istrazivanja obrazovanja starih u
Holandiji, Sloveniji i Italiji. Istrazivanjem se nastojalo doci do slicnosti i razlika, a
na osnovu njih i do opstih zakonitosti koje postoje u obrazovanju starih u odnosu
na koncepciju i cilj, zatim, nosioce obrazovanja starih, programe i ciljnu grupu ko-
joj su namenijeni, kao i u odnosu na ulogu koju ima drzava i nacine finansiranja
ovog podruéja obrazovanja.

Rezultati pokazuju da se susrecemo sa narastajucim potrebama starije genera-
cije, ali i potrebama drustva u kojima Ce stari ljudi Ciniti sve veci deo populacije.
Te potrebe uticale su na oblikovanje raznih institucionalnih i programskih rese-
nja, ali koja su se uglavnom razvijala spontano i sporadicno u okviru obrazov-
ne prakse. Ona su uticala na pokusaje oblikovanja koncepcije, ciljeva i principa
na kojima bi se razvijalo ovo podrulje. Ipak, njih jos uvek ne prate u dovoljnoj
meri advekvatna sistemska reSenja, obrazovne inicijative namenjene starima ne
nailaze na dovoljnu javnu i drzavnu podrsku, sto se narocito ogleda u neposto-
janju zakonske regulative i finansijske potpore. Razvoj ovog podrudja ogranicen
je upravo ovim poteskocama i njihovo resavanje predstavlja buduci okvir obra-
zovanja starih u Evropi.

Kljucne reci: obrazovanje starih, koncepcija, cilj, nosioci, programi, ciljne grupe,
uloga drzave, finansiranje

Uvod

Nasuprot tradicionalnim shvatanjima koja su obrazovanje smatrala
pripremom za Zivot, koncepcija permanentnog obrazovanja naglasava nje-
gov znacaj u odnosu na citav zivotni vek. Nastojanjima da se ova koncepcija
u potpunosti ostvari istice se i potreba obrazovanja u poznim godinama. Iako
prvobitno razmatrano u funkciji pripreme za penzionisanje, a zatim u funkciji
ispunjavanja viska slobodnog vremena, brojne promene u modernom drustvu
uticale su na to da se obrazovanje danas posmatra kao sredstvo za konstruk-



Evropske dimenzije obrazovanja starih: Holandija — Slovenija - Italija 71

tivno i kompetentno resavanje zivotnih problema starih ljudi (detaljnije videti:
S. Medi¢, 1991, str. 64). Pored toga, demografske promene u zemljama razvi-
jenog sveta, pa samim tim i u vecini zemalja Evrope, koje idu u pravcu pove-
i sve veci drustveni znacaj. Bez obrazovanja starih, evropske zemlje rizikuju
da se suoce sa povecanim brojem zavisnih, nezadovoljnih i iskljuc¢enih osta-
relih gradana. Samim tim, nasle su se pred novim zadatkom koji se odnosi na
iznalaZenje nacina da se iskoriste ljudski resursi poznog Zivotnog doba, da bi
stariji gradani ne samo mogli da vode ispunjen zivot, ve¢ i da nastave da igraju
aktivnu ulogu u socijalnom i ekonomskom razvoju svoje zemlje.

U Evropi je u toku proteklih decenija razvijen odredeni broj razli¢itih
inicijativa u obrazovanju starih, od kojih su neki uspesniji, a neki manje uspes-
ni od drugih. U nekim zemljama, uglavnhom onim u zapadnoj Evropi, obrazo-
vanje starih je Siroko rasprostranjeno, dok je u drugim zemljama, narocito u
juznom i isto¢nom delu Evrope, na niskom nivou razvoja i prepoznaje se kao
realativno nov koncept. Upravo ta raznolikost uslovila je da se prilikom odre-
divanja osnovnih jedinica istrazivanja opredelimo za tri zemlje iz tri razlicita
evropska podrucja: severozapada: Holandija, istoka: Slovenija i juga: Italija.
Cilj istrazivanja je ispitivanje sli¢nosti i razlika koje se javljaju u obrazovanju
starih u tim zemljama, dok se posebni zadaci odnose na utvrdivanje slicnosti
i razlika koje su vezane za pojedine indikatore predmeta istrazivanja: koncep-
ciju, cilj, nosioce, ciljne grupe, programe obrazovanja starih, ulogu drzave i
finansiranje ovog podrucja obrazovanja. Osnovni metodoloski pristup u ovoj
studiji je komparativni, budu¢i da su glavni istrazivacki napori usmereni na
uporedivanje sustinskih karakteristika obrazovanja starih u odabranim evrop-
skim zemljama. Osnovni izvor podataka ¢inili su nacionalni izvestaji o obra-
zovanuju starih pisani za potrebe projekta EU o obrazovanju starih (Pan-Euro-
pean Project for Education of the Elderly) koji su predstavljeni na web stranici
http//www.pefete.wz.cz. U daljem tekstu ne¢emo posebno napominjati ovaj
izvor, podrazumevajudi da ukoliko nije naznaceno drugacije, navedeni podaci
dolaze upravo iz ovih nacionalnih izvestaja.

Kratak osvrt na pocetke obrazovanje starih u Holandiji,
Sloveniji i Italiji
Moze se redi da je obrazovanje starih u Holandiji otpocelo krajem se-

damdesetih pojavom diskusionih grupa (discussion groups), kojima su usledili
kruzoci (study circles) i treninzi pamcenja (memory trainings), koji su se poja-
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vili osamdesetih godina. Devedesetih godina participacija seniora narasla je
u svim oblastima obrazovanja. Najpopulaniji postali su kursevi kompjutera,
interneta i kursevi stranih jezika. Pored ovoga, Holandija ima jaku tradiciju
u obrazovanju buducih penzionera tj. kurseva pretpenzionisanja (preretire-
ment courses) koji su se pojavili Sezdesetih godina, a i dalje su veoma aktuelni.
Poselednjih nekoliko godina narasla je i popularnost treninga za volonterski
rad, posebno aktiviranje ku¢nih poseta u koje se takode uklju¢uju stari gradani
(kao $to je na primer program ,elderly for the elderly”). Aktuelni su i ucenje
putem biografija (biographically learning), putem prica (story telling), projekti
medugeneracijskog obrazovanja (intergenerational projects) i aktivnosti koje
se odnose na ucenje putem secanja (reminiscence activities).

Obrazovanje starih u Sloveniji ne predstavlja nov koncept, ve¢ naprotiv,
neke obrazovne organizacije i institucije pojavile su se mnogo ranije nego u
mnogim drugim zemljama Evrope. Inicijator obrazovnih aktivnosti za stare
u Sloveniji predstavlja Univerzitet za trece doba (Univerza za tretje Zivijensko
obdobje), koji je u Centru za strane jezike u Ljubljani 1984. godine izrastao
iz kruzoka za starije ljude koji su zeleli da uce francuski jezik. Posle toga, po
ugledu na ovaj, nastali su i kruzoci za proucavanje drugih sadrzaja, a nakon
toga ideja se prosirila $to je dovelo do osnivanja univerziteta za tre¢e doba i u
drugim slovenackim gradovima (D. Savicevi¢, 2004, str. 110). Osnivanje ovih
univerziteta, a zatim i slicnih oragnizacija koje se bave obrazovanjem starih,
dalo je i znacajan doprinos didktickom promisljanju ucenja starih, posebno sa-
znanjima vezanim za ispitivanje obrazovnih potreba, participaciju i motivacju
starijih polaznika, uloge mentora i animatora u ucenju i sl. (Ibidem, str. 111).

U Italiji, obrazovanje starih se vezuje za osnivanje Univerziteta za trece
doba ili mozda tacnije Univerziteta za starije doba (Old Age Universities). Do
njihovog osnivanja doslo je oko 1980. godine, inspirisanog filozofijom Popu-
larnih univerziteta koji u Italiji postoje od 19. veka.

Na osnovu ovog kratkog pregleda o tome kako je otpocelo i kako se od-
vijalo obrazovanje starih u Holandiji, Sloveniji i Italiji mozemo zakljuciti da je
obrazovanje starih relativno nova oblast interesovanja. Takode se moglo videti
da se poceci obrazovanja starih vezuju za pojedinacne inicijative odredenih
programa, koji su verovatno posledica ispoljenih interesovanja odredene gru-
pe starijih ljudi, okupljenih oko odredenog sadrzaja. Ovome su usledili organi-
zovani i institucionalizovani oblici obrazovanja namenjeni starima koji poci-
nju da se razvijaju najpre u okviru neformalnog sektora.
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Demografski podaci

Na osnovu podataka o broju starih u ukupnoj populaciji (tabela br. 1)
moze se reci da je procenat starog stanovnistva u prikazanim zemljama do-
voljno visok da ukaze na potrebu preispitivanja globalnog drustvenog odnosa
prema starima. Svakako, u tom procesu ne sme se zanemariti obrazovanje sta-
rih koje, s jedne strane, predstavlja cilj po sebi, zadovoljavajuci rastuce potrebe
nove generacije starih ljudi, a sa druge, predstavlja znacajan i nezaobilazan
instrument u postizanju $irih drustvenih ciljeva.

Tabela br. 1: Procenat stanovnistva sa 65 i vise godina starostiu ukupnoj populaciji

Zemlja % populacije 65+
Holandija 13.9%
Slovenija 14,7%
Italija 18,8%

Uzimajudi u obzir i demografska predvidanja koja u pomenutim zemlja-
ma pokazuju slican trend, naime, idu u pravcu sve veceg povecanja broja starih
i produzetka ljudskog veka, obrazovanje starih prosiruje svoju ulogu i zauzima
znacajno mesto u projekcijama buduceg razvoja evropskih zemalja. Promene
su toliko brze i velike da ¢e obrazovanje starih najverovatnije morati i da pro-
meni svoj karakter.

Koncepcija obrazovanja starih

Obrazovanje odraslih u Holandiji oslanja se na koncepciju permanen-
tnog obrazovanja. Jedno od glavnih stremljenja u Holandiji jeste da opste
obrazovanje odraslih postane dostupno starijim odraslim gradanima. Samo
iz specifi¢nih razloga organizuju se specificne obrazovne aktivnosti za stare.
S obzirom na ova saznanja, iako se u izvorima eksplicitno ne navodi, moze se
pretpostaviti da obrazovanje starih ¢ini deo obrazovanja odraslih u koncepcij-
skom smislu. Savetodavno telo pri vladi pod nazivom , The Dutch Council for
Education” u skorije vreme objavilo je izvestaj pod nazivom ,Making work out
of lifelong learning” u kome se zalaze za dozivotno tj. permanentno (lifelong)
i siroko zasnovano (life wide) obrazovanje. ,Lifelong learning” ima zadatak da
doprinese socijalnoj i gradanskoj kompetentnosti na svim uzrastima, dok ,/ife
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wide“ podrazumeva formalno, neformalno i informalno ucenje i obrazovanje u
njihovoj meduzavisnosti. lako obrazovanje odraslih proklamuje parola ,,obra-
zovanje za sve na svim nivoima“, obrazovanje starih u Holandiji je kako se na-
vodi u izvestaju, pretezno neformalno.

Kao i u Holandiji, osnovna obrazovna filozofija i osnovni princip na
kome se zasniva obrazovna praksa u Sloveniji jeste koncepcija permanetnog
obrazovanja i ucenja. Autori izvestaja navode da slovenacko drustvo polako
postaje drustvo ucenja i saznavanja (learning and knowledge society). 1z ova-
kvih postavki proizlazi da su korisnici obrazovanja deca od predskolskog uzra-
sta pa sve do ljudi u tre¢em zivotnom dobu. Prema statistickim podacima (iz:
Statistical Yearbook Republic of Slovenia, p. 622) udeo odraslih u formalnom
obrazovanju izgleda ovako: 22,9% je onih od 20-29 godina starosti, 3,5% onih
od 30-39 i samo 0,4% onih koji imaju 40 i vise godina. Oc¢igledno, stari u ve¢oj
meri participiraju u neformalnim oblicima obrazovanja. Autori izvestaja cak
navode da se stari izgleda ,bolje osecaju kao ucesnici obrazovnih aktivnosti
organizovanim isklju¢ivo za njih, gde svi ¢lanovi imaju godina koliko i oni“. U
vezi sa ovim, oni izrazavaju prilicnu zabrinutost jer smatraju da se obrazovanje
starih konstantno i uporno ali pogresno smatra aktivnoscu starih bez ikakvih
posledica po druge socijalne grupe i generacije. Trenutno obrazovanje starih
i stari sami ne smatraju se ili se smatraju u maloj meri subjektima socijalnog,
kulturnog i ekonomskog napretka drustva. Tako, obrazovanje starih ne ¢ini
deo razvojne politike zemlje. Ono je uvrsteno u nacionalnu i lokalne obrazov-
ne strategije, kao i nacionalnu strategiju socijalne zastite, ali ne i u druge.

Obrazovanje odraslih u Italiji oslanja se na Memorandum o dozivot-
nom ucenju (,The Memorandum of Lifelong Learning”) koji je donela Evropska
komisija za obrazovanje. Memorandum prepoznaje formalno, neformalno i
informalno ucenje kao moguce nacine i puteve obrazovanja i u¢enja. Formal-
no obrazovanje u Italiji prepoznaje se kao veoma bitan segment obrazovanja,
ali je uglavnom namenjeno radno sposobnom stanovnistvu, koje trazi legal-
no priznate sertifikate i kvalifikacije upotrebljive na trzistu rada. Tako, kada
govorimo o obrazovanju starih, neformalno obrazovanje dobija veci znacaj,
pogotovu $to u okviru ovog sektora u Italiji postoje ustanove koje su iskljuc¢ivo
namenjene obrazovanju odraslih i obrazovanju starih.

Objasnjavanje sustine i prirode obrazovanja starih, kao s§to smo mogli
da uocimo u sve tri zemlje, pocinje pozivanjem na koncepciju permanentnog
obrazovanja i u¢enja. Prirodno, klju¢ni argument isticanja znacaja obrazovanja
starih svakako jeste onaj koji kaze da dozivotnog ili permanentnog ucenja, pa
i obrazovanja nema bez obrazovanja starih. Da bismo govorili o dozivotnom
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procesu onda u taj proces moraju biti ukljucene sve generacije, od najmladih
pa do onih najstarijih. U daljim objasnjenjima vidljivo je i pozivanje na odrede-
ni dokument ili memorandum posvecen permanentnom ucenju. Problem koji
u tome vidimo jeste to $to ostaje nejasno da li se u njima eksplicitno navodi
obrazovanje starih ili se ono samo podrazumeva, jer ako je tako, ne mozemo
da ne primetimo, da je od prostog podrazumevanja veoma tanka nit do njego-
vog zanemarivanja. U skladu sa koncepcijom permanentnog obrazovanja, kao
osnovni putevi obrazovanja starih navode se formalno, neformalno i informal-
no obrazovanje i ucenje. Ipak, u svakoj od ovih zemalja navode se jasni podaci
da su stari pretezno korisnici neformalnog obrazovanja, a ujedno u veoma ma-
lom procentu koriste formalno obrazovanje kao nacin sticanja znanja.

Obrazovanje starih ni u jednoj zemlji na predstavlja zaseban sistem, ve¢
¢ini deo sistema obrazovanja odraslih. Stavise, u Holandiji je prisutna teznja
da se obrazovanje starih integriSe u obrazovanje odraslih, u Italiji su institu-
cije namenjene obrazovanju starih ujedno namenjene i obrazovanju odraslih i
obrnuto, a u Sloveniji je izrazena zabrinutost u vezi prisutnog izdvajanja obra-
zovanja starih u instutucionalnom smislu, smatrajuci da to udaljava sistemska
re$enja od koncepcijskih zamisli i proklamovanih ciljeva obrazovanja starih.
U vezi sa ovim, trebalo bi pomenuti misljenja nasih autora, autoriteta u ovoj
oblasti, koji smatraju da pravo starih na obrazovanje moze da dobije sistemat-
sku i institucionalnu podrsku samo ako postoji dvojak sistem obrazovanja. Je-
dan se odnosi na moguc¢nost ukljucivanja trece generacije u institucije i oblike
formalnog i neformalnog obrazovanja mladih i odraslih, a drugi podrazumeva
izgradivanje specificnog sistema za obrazovanje starih (S. Medi¢, 1991, str. 65).
Prema ovim shvatanjima, jednostranost sa kojom smo se susreli u koncepcija-
ma i sistemskim reSenjima obrazovanja starih, uskracuje starima moguc¢nost
zadovoljavanja obrazovnih potreba i vodi ka njihovoj marginalizaciji.

Cilj obrazovanja starih

U Holandiji se govori o principima obrazovanja starih, dok je nase mi-
$ljenje da se u stvari govoreci o njima moze govoriti o ciljevima. Koncept obra-
zovanja starih u Holandiji ¢vrsto je baziran na principima snazenja, razvoja
kompetencija, socijalne participacije i integracije. Kada govorimo o snazenju
(empowerment), to znaci da obrazovanje ima za cilj da omogudi starijim odra-
slim osobama da uzivaju u ucenju, da budu zadovoljni sopstvenim postignu-
¢em i da dostignu odredeni nivo samopouzdanja u odnosu na njega. Razvoj
kompetencija (competence development) podrazumeva da putem obrazovanja
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stari mogu razviti (§to verovatno podrazumeva sticati i nova i poboljsati posto-
jeca) znanja i vestine. Socijalna participacija (social participation) se odnosi na
socijalne kontakte koji se ostvaruju u procesu obrazovanja. Na obrazovanje se
u tom smislu gleda kao na motivacionu snagu i sredstvo socijalne participacije,
jer stupajudi u obrazovni proces pojedinac upoznaje nove ljude i stvara nova
prijateljstva, sto za pojedine starije osobe moze znaciti i specavanje socijalne
izolacije i smanjenje osecanja usamljenosti. Integracija (integration) u ovom
kontekstu oznacava prihvatanje pojedinca ili grupe ljudi u $iru drustvenu za-
jednicu u kojoj oni mogu da odigraju znacajnu ulogu. Obrazovanje se vidi kao
uslov aktivnog gradanstva (active citizenship) u danasnjem drustvu. Kada se
sve ovo sabere, obrazovanje starih bi trebalo da podrzi proces promena koje se
javljaju kao posledica starenja, da osnazi stare osobe da koriste i razviju svoje
kompetencije, kao i da uzmu ucesce i participiraju u drustvu $to je duze mo-
guce (C. Mercken, 2004, str. 53).

Sto se Slovenije ti¢e, obrazovanje starih se povezuje sa kvalitetom Zivota
(D. Savicevi¢, 2004, str. 110). To se moze videti kroz principe. U izvestaju se na-
vodi kako je glavni princip obrazovanja li¢ni razvoj (personal growth). Obrazo-
vanjem stari ljudi treba da dobiju na samopouzdanju, da postanu svesni svoga
znanja, svesni da imaju $ta da kazu i da imaju pravo da ucestvuju u drustvenom
zivotu. Kao rezultat licnog razvoja uobli¢ava se njihov identitet, oni su u stanju
bolje da razumeju sebe i ono $to se desava oko njih, lakse mogu da izraze svoja
osecanja i misli. Kao slede¢i princip navodi se aktivno starenje. Obrazovanje
predstavlja meru koja moze da osigura kontinuitet u socijalnom smislu zivota
starih osoba. I na kraju, istice se i princip snazenja (empowerment) i socijalne
odgovornosti (social responsibility) kao prisutan u obrazovanju starih.

U Italiji se govori o ciljevima formalnog i ciljevima neformalnog obra-
zovanja. Cilj formalnog obrazovanja je da upotpuni postojece bazi¢no obra-
zovanje, dok je cilj neformalnog obrazovanja da popravi ili da poboljsa Zivotni
standard starih osoba i dovede do tzv. aktivnog starenja.

Nedostatak podataka i ¢injenica da se ciljevi ne definisu eksplicitno i da
se mesaju sa principima obrazovanja, uslovljava nedostatak pravog kriterijuma
za komparaciju. Iz tog razloga, mogli smo da izvu¢emo samo nekoliko uop-
stenih zakljucaka. Pre svega, ciljevima obrazovanja starih u ovim evropskim
zemljama istaknuta ideja da obrazovanje treba da bude uslov aktivnog starenja
i da razvijajuc¢i kompetencije, uticu¢i na samopouzdanje i omogucavajuci so-
cijalnu participaciju, dovede do integracije starih u drustvene tokove. Dakle,
obrazovanje starih prevazilazi neposredni efekat — sticanje znanja, cak $tavise,
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kroz formulisane ciljeve, jasno je da obrazovanje starih ima kako individualni,
tako i drustveni znacaj i da se mora sagledavati u kontekstu razvoja drustva.

Nosioci obrazovanja starih

Kao $to je pomenuto, stanje u obrazovanju odraslih u Holandiji ne moze
se oznaciti kao povoljno kada su u pitanju stariji gradani i njihove specific-
ne potrebe i interesovanja. Iz tog razloga su se razli¢ite organizacije koje se
bave starima 1997. godine udruzile i osnovale Forum za obrazovanje starih
ili skraceno FOE. Forum ima za cilj da doprinese razvoju ideji permanentnog
obrazovanja tako sto stimuliSe i razvija obrazovne potrebe kroz razli¢itu po-
nudu obrazovnih aktivnosti. Pored toga FOE se trudi da skrene paznju vladi-
nih organizacija, lokalnih vlasti, saveta pri vladi i drugih organizacija na zna-
¢aj obrazovanje starih. Clanovi FOE-a su: organizacije za stare (Unie KBO,
katolicka organizacija, PCOB, protestantska i ANBO koja nije vezana za ve-
roispovest), Holandska asocijacija narodnih univerziteta (Folk Universities)
— BNVU, Udruzenje dnevnih obrazovnih centara za odrasle (Residental Adult
Education Centres) — VTA, Asocijacija holandskih Univerziteta za trece doba
— HOVO i Asocijacija starih gradana na internetu — Seniorweb.

U Sloveniji postoje u okviru neprofitnog sektora dve izuzetne obrazovne
mreze koje su isklju¢ivo namenjene starima. Jednu ¢ine Univerziteti za trece
doba ujedinjeni u mrezu tj. ,obrazovni pokret starih i za stare®, a drugu grupe
samopomoci osnovane od strane Instituta Anton Trstenjak. Obe ove mreze su
manje ili vise ravnomerno rasprostranjene na podrucju cele Slovenije, odgova-
rajuci na razlicite obrazovne potrebe starije populacije. Osim toga, one se bave
intenzivnim istrazivackim radom, konstantnim poboljsavanjem sopstvene
obrazovne prakse i razvijanjem osobitog konceptualnog modela rada. Pored
ovih obrazovanjem starih bave se i Asocijacija penzionera, Filatropija Sloveni-
je, Asocijacija penzionisanih profesionalaca, Gerontolosko drustvo Slovenije i
Linije za pomo¢.

Sto se formalnog obrazovanja ti¢e u Italiji glavni nosioci obrazovanja
odraslih jesu tzv. Ctp (Permanent teritiorial centres), teritorijalni centri za
permanentno obrazovanje. Neformalno obrazovanje u Italiji koje u ve¢oj meri
koriste starije osobe ponudeno je od strane mnogih neprofitnih organizacija,
uglavnom od strane Univerziteta za tre¢e doba i nekih organizacija koje rade
i funkcioni$u na volonterskoj osnovi. Veéina takvih univerziteta i organizaci-
ja osnovana je na nacionalnom nivou, pa se tako javljaju sledece asocijacije:
Unitre — Associazione Nazionale delle Terza Eta (Nacionalna asocijacija uni-
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verziteta za tre¢e doba), Federuni — Federazione Italiana tra le Universita della
Terza Eta (Federacija univerziteta za trece doba u Italiji), AUSER , Le universi-
ta della terza eta“ fra le Universita Popolari - (Popularni univerziteti), CNUPI
— Confederazione Nazionale delle Universita Popolari Italiane (Nacionalna
konfederacija popularnih univerziteta u Italiji) i FIPEC — Federazione Italiana
per 1 ’Educazione Continua (Nacionalna federacija za kontinuirano obrazova-
nje).

Na osnovu navedenog moze se zakljuciti da je obrazovanje starih u pro-
teklim decenijama dobilo svoju institucionalnu osnovu i razvilo se u sistem
povezanih ustanova namenjenih starijoj generaciji. I ne samo to, veoma je
izrazen i prisutan trend udruzivanja i umrezavanja. U zemljama koje razma-
tramo uocena je potreba i korist povezivanja u asocijacije, koje omogucava-
ju realizaciju razlicitih ciljeva obrazovanja starih na raznim nivoima. Kao sto
se primecuje postoje razne institucije koje su okviru svoje delatnosti uvrstile
obrazovanje starih, ali u svakoj od ovih zemalja postoje i institucije iskljucivo
namenjene obrazovanju starih. To su naravno Univerziteti za tre¢e doba koji
se javljaju pod razli¢itim nazivima i koji u svakoj od ovih zemalja razvijaju
specifi¢nu orijentaciju.

Ciljne grupe

Govoreci o ciljnoj grupi kojoj je ova oblast obrazovanja namenjena, pre
svega se susrecemo sa teskocom preciziranja starosne granice koja oznacava
ovo doba. Razlike medu zemljama, kao i unutar samih zemalja su izrazene u
velikoj meri i krecu se u rasponu od 45 do 100 godina starosti.

U Holandiji ne postoji neki formalno utvrden kritierijum po kome bismo
mogli odrediti ko spada u trec¢e doba tj. ko cini kategoriju starih. Generalno,
ljudi dobijaju pravo na penziju kada napune 65 godina starosti, medutim, neki
radni ugovori predvidaju ranije penzionisanje i to od 57,5 godina. Ve¢ina vla-
dinih odredbi koje se ticu starih osoba fokusira se na godine iznad 55, dok se
naucne studije uglavnom odnose na one koji imaju 65 i vise godina. Obrazova-
nje starih u Holandiji okuplja nekoliko generacija starijih ljudi, bilo da oni jos$
uvek rade ili ne, vitalne penzionere, one koji su manje ili vise aktivni, do onih
najstarijih. Zastupljene su i Zene i muskarci, ljudi razli¢itog nivoa obrazovanja
i razlicitog socijalnog miljea. Posebane ciljne grupe cine starije zene, mladi
penzioneri i seniori volonteri, a sve viSe se radi i na sacinjavanju programa za
starije gradane pripadnike etnickih manjina. Novi izazov takode predstavljaju
i stari koji zive u domovima za stare i gerontoloskim centrima. Iako se oni
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oslanjaju na brigu o njima, u poslednje vreme javila su se i shavtanja koja uka-
zuju i na postojanje obrazovnih potreba. Programi se mogu lako adaptirati, ali
postoji potreba i za razvijanjem novih.

U slovenackim Univerzitetima za tre¢e doba ucesnici imaju izmedu 45
i 90 godina starosti. U poslednje vreme menjaju se i polne karakteristike u ko-
rist sve veceg broja muskaraca na kursevima nego do sada. Naime, po pravilu
oko 90% Zena uzima uce$ce u obrazovanju na univerzitetima za trece doba,
iako se pri tom ne radi o posebnim ili specifi¢cno organizovanim programima
za Zene. Posebne grupe starijih ljudi su prilicno zanemarene kada je u pitanju
obrazovanje. To se posebno odnosi na tzv. ,Cetvrto doba® pod kojim se podra-
zumevaju nemodni ili bolesni i koji najcesce zive ili sami u svojim kuc¢ama ili u
domovima za stare i gerontoloskim centrima.

Statisticki podaci ukazuju da univerziteti za trec¢e doba u Italiji (Old age
universities) takode upisuju ljude razlicitih starosnih kategorija. Procenat onih
starijih od 65 godina starosti iznosio je u 2003. godini 32.5%.

Na osnovu iznetog, uocena je izvesna sarolikost u odredivanju starosne
granice koja oznacava trece doba i to ne samo medu razmatranim zemljama,
vec¢ i u okviru svake od njih. To u stvari ukazuje da obrazovanje starih mora
polaziti od obrazovnih potreba svake posebne starosne kategorije. I ne samo
to. Potrebno je, naime, uvazavati i razlicCite kategorije starih ljudi bez obzira
na njihovu starost i polazec¢i od obrazovnih potreba svake grupe organizovati
specifi¢ne obrazovne oblike. U tom pogledu javljaju se znacajne razlike medu
zemljama koje prouc¢avamo. U Holandiji raste interesovanje za razli¢ite obra-
zovne aktivnosti i oblike i programe sa specificnom namenom, koje bi zado-
voljvale potrebe razli¢itih socijalnih grupa medu kojima se pominju, pre svega,
zZene, zatim etnicke manjine, mlade generacije penzionera, oni koji Zive sami,
oni koji zive u okviru domova i gerontoloskim centrima, oni koji se osposoblja-
vaju za volonterski rad. U Sloveniji ukazuje se na znacaj ovih razlika, ali ujedno
i na nepostojanje specifi¢cnih obrazovnih aktivnosti koje bi uvazavale te razlike,
dok se u Italiji tako nesto i ne pominje.

Programi

U Holandiji, organizacije za stare promovis$u programe kao sto su vode-
nje domacinstva, ostvarivanje sitnih prihoda, o¢uvanje zdravlja, nove tehnolo-
gije, slobodno vreme i rekreacija. Za razliku od njih koje ciljaju da doprinesu
razvoju znanja i vestina potrebnih u svakodnevnom zivotu, narodni univerzi-
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teti koji su uglavnom trzisno orijentisani organizuju kurseve iz raznih oblasti,
ali su najzastupljeniji strani jezici i znanja i vestine vezane za kori$¢enje kom-
pjutera. Kao $to je ve¢ utvrdeno, u Holandiji stare osobe u mnogo vecoj meri
participiraju u neformalnom obrazovanju u odnosu na formalno, u okviru ko-
jeg programi variraju od ucenja stranih jezika, kompjutera, socijalnih vestina
(social skills), preko oblasti koje se ticu slobodnog vremena i hobi aktivnosti,
pa sve do obuka i treninga za volonterski rad. Poslednjih godina rast u popu-
larnosti dozivljavaju kursevi joge, fitnesa, tai-Cija i plesa. Za bududi sadrzaj
obrazovanja javljaju se kao veoma znacajni kursevi pretpenzionisanja. Oni koji
ih pohadaju, cesto pronadu orijentaciju za buduce obrazovne aktivnosti.

U ovom trenutku, u Sloveniji stari najc¢es¢e pohadaju kurseve stranih
jezika i vestina rada na racunaru. Pored toga veliko interesovanje vlada i za
otkrivanjem lokalnog identiteta, raznih oblasti umetnosti i kulture uopste. Za
razliku od toga, vlada malo interesovanje za volonterski rad, osnivanje malih
preduzeca i neprofitnih organizacija i sl.

U Italiji je, kao $to smo ve¢ mogli da uo¢imo, veoma mali broj ljudi sta-
rijih od 65 godina uklju¢en u formlano obrazovanje. Oni koje se ipak ukljucuju
najcesce se opredeljuju za kurseve koji se odnose na znanja vezana za kulturu
(general culture), a njihov udeo u odnosu na ukupan broj korisnika iznosi u
Ctp 9,2%, a u skolama 3,8%. U okviru Univerziteta za tre¢e doba kao najpopu-
larniji kursevi izdvajaju se kursevi opismenjavanja, stranih jezika i dodatnog
obrazovanja nakon zavrsetka kursa opismenjavanja. Iza njih slede kursevi ve-
zani za kulturu i umetnost, kao $to su keramika, restauracija, slikarstvo, va-
jarstvo, mozaik, rad na staklu, grafika, knjizevnost, film, fotografija i muzicko
obrazovanje. U sustini, ovde se ne sme zanemariti ¢injenica da su Univerziteti
za trece doba (Old Age Universities) u Italiji otvoreni za sve generacije i uzraste
i pre se moze reci da prestavljaju ustanove za obrazovanje odraslih nego sto su
ustanove za obrazovaje starih gradana. Kada se, naime, analizira udeo starijih
od 64 godine u razli¢itim kursevima, moze se zakljuciti da njih ipak interesu-
ju drugaciji sadrzaji. Najvedi procenati starijih od 64 godina je na kursevima
vrtlarstva (50%), obrazovanja za volonterski rad (48,5%), obuke za rad na kom-
pjuteru i web-dizajn (47,4%), obrazovanje o pravima gradana (43,2%), muzic-
ko obrazovanje (42,7%), kultura uopste (41,2%) i ekologija i ocuvanje okoline
(41%).

Kao sto se da uociti, navode se razliciti programi koji nalaze svoje okrilje
u okviru razlicitih institucija. To svakako poredenje Cini otezanim, ali bi se ipak
moglo zakljuciti da su u svim zemljama zastupljeni programi koji se odnose
na, nazovimo to, op$tom kulturom, kao $to su osposobljavanja za korisc¢enje
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racunara, interneta i strani jezici, verovatno u najvecoj meri engleski. Sledeci
programi, zastupljeni u svim zemljama jesu oni vezani za kulturu i umetnost i
uopste kvalitetnije koris¢enje slobodnog vremena. Ono §to izvesno predstavlja
pozitivan trend jesu kursevi pretpenzionisanja i obuke za volonterski rad, koje
su ve¢oj meri zastupljene u Holandiji u odnosu na ostale dve zemlje.

Ukoliko se osvrnemo na shvatanja S. Medi¢ koja smatra da ciljeve obra-
zovanja starih treba realizovati na tri nivoa: obrazovanjem u funkciji pripreme
za penzionisanje, obrazovanjem kao pripremom za trece doba i obrazovanjem
kao sadrzajem aktivnosti u tre¢em dobu (S. Medi¢, 1989, str. 58), onda mo-
zemo zakljuciti da je analiza obrazovnih programa za stare u ove tri zemlje
pokazala favorizovanje treceg nivoa tj. funkcije obrazovanja u odnosu na pret-
hodne dve. Iako pretezno u funkciji sadrzaja aktivnosti u tre¢em dobu, razno-
likost programa organizovanih za stare ukazuje na prisutnost sirokog polja in-
teresovanja ove generacije za razliCite oblasti saznavanja. Napomenuli bismo
samo da obrazovanje starih ne treba da se zadrzi samo na postojec¢im, vec je
potrebno razvijati i nova interesovanja i nove obrazovne potrebe, na sta naro-
¢ito ukazuju i odredeni sadrzaji prisutni samo u ponekoj od zemalja, jer bi to
moglo oznaciti i mogucénost njihove implementacije u druge sredine u skladu
sa stepenom ostvarenosti drugih potrebnih uslova.

Uloga drzave

U Holandiji, lokalna vlast igra klju¢nu ulogu kada su u pitanju stari sto
je slucaj i sa njihovim obrazovanjem. Od njih se ocekuje da upravljaju, stimuli-
$u lokalne institucije i organizacije i da konslutuju reprezentativna tela starih.
Naime, u Holandiji je potupno uobi¢ajeno da se bilo koja vrsta aktivnosti ne
organizuje bez prethodnog konsultovanja predstavnika starijih ljudi. U nekim
sluc¢ajevima takva saradnja formalno je odredena zakonskim merama i regu-
lativama, pogotovu kada se radi o penzionim fondovima, regionalnom plani-
ranju zdravstvene i socijalne zastite i mnogim drugim pitanjima koji se ticu
starih gradana.

Iako se u teorijskom smislu obrazovanje starih u Sloveniji prepoznaje
kao neizostavan deo permanetnog obrazovanja i koncepta ,drustva koje uci®,
u prakticnom smislu ono nema dovoljnu podrsku od strane drzave i tako ne
podleze nikakvim zakonskim regulativama. Posledica toga je da osim nekih
programa koje vode Centri za socijalni rad, ne postoje obrazovni programi
namenjeni starima osnovani od strane drzave. Ipak, lokalne vlasti podrzavaju
rad organizacija koje se time bave. Njihova podrska je veca i snaznija u manjim
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sredinama gde su veze medu ¢lanovima zajednice i organizacijama koje u njoj
deluju ¢vrsce.

Sto se Italije tice, Ctp (Permanent teritorial centres), kao ustanove za tre-
ning i obrazovanje odraslih, osnovani su od strane Ministarstva za obrazova-
nje. Kada je re¢ o Univerzitetima za trece doba ne postoje nikakve normativne
regulative na nacionalnom nivou, ali su zato na regionlaom nivou ustanovljene
odredene norme koje sluze za odredivanje kriterijuma za dodeljivanje sred-
stava iz regionalnih fondova razliCitim centrima. Sredstva se obi¢no dodelju-
ju na bazi odredene fiksirane sume i promenljive sume obzirom na broj ljudi
ukljucenih u kurseve. Obzirom na nejednakost nacionalnih sredstava koja se
dodeljuju nosiocima formalnog s jedne, i nosiocima neformalnog obrazovanja
s druge strane, Ministarstvo za obrazovanje i Forum za ,tre¢i sektor” potpisali
su dogovorni protokol u kome se obavezuju da pronadu nacine za medusobnu
saradnju. Tom prilikom Ministarstvo je prihvatilo stav da obrazovni sistem
mora delovati u saradnji sa profesionalnim obrazovanjem i neformalnim obra-
zovnim sistemom.

S obzirom da ne postoje obrazovne institucije ili programi namenje-
ni obrazovanju starih koji su osnovani ili inicirani od strane drzave i njenih
organa, pripadnici vlasti, bilo na nacionalnom, regionalnom, opstinskom ili
lokalnom nivou, kao i Sira javnost sasvim izvesno nailaze na poteskoce u ra-
zumevanju znacaja obrazovanja starih, kako za tu starosnu kategoriju, tako i
za drustvo u celini. U tom smislu, potrebne su intenzivnije javne kampanje i
povezivanje sa lokalnim autoritetima u svakoj od navedenih zemalja. Situacija
nije bolja ni ako razmatramo samo osnovne i najjednostavnije vidove pomodi i
uloge drzave u ovoj oblasti. Iako ovaj problem nije podjednako izrazen u svim
ovim zemljama, on je ipak prisutan. Za razliku od Slovenije i Italije, u Holan-
diji lokalne vlasti zaista preuzimaju odgovornost u odnosu na stare gradane,
medutim izgleda da obrazovanje ide u paketu koji podrazumeva razne aspekte
brige za stare. Cini se da bi u svakoj od ove tri zemlje drzava trebalo da pre-
uzme adekvatniju ulogu, pre svega u smislu stvaranja zakonskih, materijalnih,
finansijskih i kadrovskih uslova za realizovanje ciljeva obrazovanja starih.

Finansiranje

Formalno obrazovanje odraslih u Holandiji finansira se od strane Mi-
nistarstva obrazovanja, kulture i nauke. Neformalni sektor takode delimi¢no
potpada pod budzet ovog ministarstva, ali i Ministarstva zdravlja, socijalnih
pitanja i sporta. Drzava dakle, delimi¢no finansira obrazovanje odraslih, bilo
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na regionalnom, bilo na lokalnom nivou, ali ve¢im delom obrazovanje u ne-
formalnom smislu ima komercijalnu pozadinu. Kada je re¢ o starima, kako
u oblasti odlucivanja, tako i u oblasti finansiranja, glavnu ulogu u Holandiji
po pitanju obrazovanja starih igraju lokalne vlasti. Medutim, mnoga pitanja
vezana za stare imaju prioritet u odnosu na obrazovanje, kao sto su, na primer,
odredene mere socijalne i zdravstvene zastite.

U Sloveniji, institucije i organizacije koje su nosioci obrazovanja starih
uglavnom pripadaju neprofitnom sektoru, $to znaci da ne potpadaju pod dr-
zavne ili opstinske budzete. Ipak, u izvesnom smislu, lokalne vlasti pruzaju
finansijska sredstva za rad ovih organizacija, ali na osnovu kratkoroc¢nih ugo-
vora ili kao odgovor na tendere. Ovakvo resenje, medutim, u raspodeli ovih
sredstava nepravedno izjednaCava organizacije koje kontinuirano pruzaju
obrazovne usluge sa onima koje samo povremeno nude takve obrazovne ak-
tivnosti. Obim obrazovnih aktivnosti, dakle, ne igra nikakvu ulogu u odnosu
na visinu finansijske podrske od strane lokalnih vlasti.

U Italiji se od strane nacionalnih fondova u mnogo vec¢oj meri finansira
formalno obrazovanje u odnosu na neformalno. Budzet za formalno obrazova-
nje iznosi 60 do 70%, dok za neformalno ne prelazi 0.6%. Univerziteti za trece
doba ve¢ godinama vode bitku da zadrze pravo na sredstva iz drzavnog budze-
ta. Uopste, veoma jasno je uocljiva razlika u finansiranju formalnog i neformal-
nog obrazovanja. Tako npr. Ctp se vec¢inom finansiraju od strane nacionalnih
(63.9%) i evropskih fondova (12.5%), a tek onda od preplata i ¢clanarina korisni-
ka (8.5%), licnog fonda samih centara (4%), lokalnih (4%), regionalnih (3.9%)
i provincijalnih fondova (1.7%), i na kraju privatnih fondova (0.7%) i fondova
banaka (0.2%). S druge strane, Univerziteti za stare se uglavnom finansiraju
od naplate skolarina i ¢lanarina svojih korisnika (79.6%), a dodatna sredstva u
znatno manjoj meri dolaze od strane regionalnih (9.6%), li¢nih (3.9%), lokalnih
(3.8%), privatnih fondova (2.1%) i fondova koji obezbeduju banke (0.7%), dok
su sredstva od nacionalnih fondova izuzetno mala (svega 0.6%).

Dobrim delom, od toga kakva je uloga drzave u obrazovanju starih, za-
visi i finansiranje ovog podrucja. Ovde se vrlo jasno pokazuje da tretiranje
obrazovanja starih u okvirima socijalne zastite, socijalne politike, zdravstva
i zdravstvene zastite, gerontoloske prakse, i tako dalje, ne predstavlja dobro
resenje. Ako obrazovanje starih razmatramo u okviru ovih kategorija, susre-
¢emo se sa problemom postojanja brojnih drugih prioriteta u zadovoljavanju
razlicitih potreba starije generacije, koji dobijaju prednost u tretmanu, pa tako
i finansiranju. U sve tri zemlje suoceni smo sa izvesnim zanemarivanjem ovog
podrucja od strane drzave, te tako obrazovanje starih trpi posledice toga kada



84 Tamara Nikoli¢ Maksic¢

je re¢ o finansiranju. Finansiranje je prepusteno nevladinim organizacijama,
povremenim dotiranjima na bazi projekata ili donacija ili samofinansiranju.
Buduc¢i da nema odredenog, propisanog ili utvrdenog priliva finansijskih sred-
stava, moze se zakljuciti da ovakva situacija znatno usporava razvoj ovog po-
drudja. S jedne strane, povremena ili nedovoljna sredstva mogu oznaciti samo
zadovoljavanje pojednih potreba ogranic¢enog broja starih ljudi u nedefinisa-
nom vremenskom okviru, dok sa druge strane, samofinansiranje vodi ka, iako
kontinuiranom, zadovoljavanju samo nekih, pretezno individulanih potreba
starije generacije. Do sada smo ukazali da kreiranje ciljeva obrazovanja starih
ne treba da kre¢e samo od potreba koje stari ljudi prepoznaju kao takve, ve¢iu
skladu sa $irim drustvenim potrebama. Drzavni, kao i privatni sektor jos uvek
ne prepoznaju znacaj ovako kreiranih i postavljenih ciljeva, te se u mnogo ve-
¢oj meri podrzava i finansira formalno obrazovanje u odnosu na neformalno,
u centar svog interesovanja stavljaju profesionalno obrazovanje za koje vezuju
isklju¢ivo mlade generacije, dok za one starije vezuju nepotrebnost i neispla-
tivost. Finansiranje obrazovanja starih treba da predstavlja podlogu funkcio-
nisanja ovog podrucja u praksi, te je iz tog razloga potrebna mnogostrukost
izvora finansiranja: od budzetskih sredstava, preko zainteresovanih ustanova,
institucija, privatnog biznisa, donatora, sve do li¢nih sredstava, i to u skladu sa
prethodnim pravnim regulisanjem sfere finansiranja obrazovanja starih.

Zakljucak

Na osnovu komparacija stanja u obrazovanju starih u Holandiji, Sloveniji
i Italiji mozemo, pre svega, zakljuciti da koncepcijski obrazovanje starih svoje
mesto nalazi u okviru obrazovanja odraslih, pod okriljem kojeg je i razvijano
tokom nekoliko proteklih decenija. Svoje uporiste obrazovanje starih nalazi u
koncepciji dozivotnog ucenja i obrazovanja, a kao osnovni putevi obrazovanja
starih navode se formalno, neformalno i informalno obrazovanje. Ipak, u svim
ovim zemljama prisutna je nedovoljna ostvarenost koncepcije obrazovanja sta-
rih, koja se ogleda u nesistematicnosti u pristupima, nepostojanju planskih re-
$enja za njenu impolementaciju i adekvatne obrazovne strategije i nedovoljnoj
zastupljenosti njenih postavki u obrazovnoj politici. Sistem obrazovanja starih
je uprkos brojnim institucijama i organizacijama koje se bave organizacijom i
realizacijom obrazovnih aktivhostima namenjenim starijoj generaciji, konfu-
zan, dalek i distanciran od svojih korisnika, i u odnosu na ciljeve nedovoljno
izdiferenciran. Postoji i opasnost da se sistem obrazovanja starih izjednaci sa
sistemom obrazovanja odraslih. Pozitivan trend primetan je u proklamovanim
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ciljevima, i narocito isticanje stava da zadovoljavanjem pojenacnih ciljeva sva-
ke individue, treba posredno zadovoljavati i sire cilljeve savremenog drustva.
Njih, medutim, treba dalje operacionalizovati i iznalaziti adekvatnija reSenja
za njihovo ostvarivanje.

Medu nosiocima obrazovanja starih, u svakoj od zemalja prisutne su in-
stitucije koje su namenjene isklju¢ivo obrazovanju starih, ali su brojne i one
koje preduzimaju obrazovne aktivnosti, iako to nije njihovo primarno oprede-
ljenje, bilo da se bave obrazovanjem odraslih ili brigom za stare uopste. I jedne
i druge razvijaju izuzetno veliku programsku ponudu i $iroki dijapazon sadrza-
ja koje zadovoljvaju razli¢ite obrazovne potrebe. Ovakve napore svakako tre-
ba podrzati, ali i objediniti pod okriljem jedinstvene koncepcije obrazovanja
starih. Poteskoce sa kojima se obrazovanje starih suocava ogledaju se i u ulozi
drzave i finansiranju ovog podrucja obrazovanja. Drzava jo$ uvek nije dovoljno
uocila znacaj obrazovanja starih, te se sve ove zemje susrecu sa nedovoljnom
pravnom, materijalnom, institucionalnom, kadrovskom i finansijskom podrs-
kom obrazovanju starih.
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EUROPEAN ASPECTS OF
ELDERLY EDUCATION:
THE NETHERLANDS - SLOVENIA -
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The paper shows the results of the comparative research into the elderly
education in the Netherlands, Slovenia, and Italy. The research has strived
to come up with the similarities and differences, and on that basis also the
general rules of the elderly education in relation to its concept and goal, to
the elderly eduction agencies, their programmes and intended target groups,
as well as in relation to the role of the state and the methods of financing in
this area of education.

The results indicate that we are facing growing needs of older generations, as
well as the needs of a society where the elderly will make up an ever-larger
part of the population. These needs have affected the formation of various in-
stitutional and programming solutions, but they have been developing mostly
in a spontaneous and sporadic manner within the scope of the educational
practice. They have affected the attempts to form concepts, goals and prin-
ciples upon which this area would develop. However, they are still not suf-
ficiently accompanied by the adequate systemic solutions, the educational
initiatives intended for the elderly do not meet with a sufficient public and
state support, which is particularly evident in the lack of legal regulations and
financial support. The development of this area has been limited by these
very difficulties and they are to be resolved within the future framework of the
elderly education in Europe.

Key words: elderly education, concept, goal, agencies, target groups, role of
the state, financing
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Dusan Zdravkovié

MENADZMENT OBRAZOVANJA
= SOCIO-EKONOMSKI ASPEKTI
RAZVOJA | MODELI FINANSIRANJA
OBRAZOVAN]JA

Slavko Karavidi¢

Knjiga Slavka Karavidi¢a “Menadzment obrazovanja — socio-ekonomski
aspekti razvoja i modeli finansiranja obrazovanja“ predstavlja za pronicljive
Citaoce pravi intelektualni izazov i podsticaj za dalja istrazivanja. Odmah na
pocetku, treba ista¢i jednu znacajnu Cinjenicu, a to je da je literatura na nasem
jeziku iz ove slozene oblasti veoma deficitarna. Skoro da i nema radova koji sa
svih aspekata analiziraju, osvetljavaju i daju smernice u kom pravcu treba i¢i u
re$avanju slozenih problema obrazovanja. Dr Slavko Karavidi¢ je uspeo da iz
vizure socio-ekonomske matrice da znacajan doprinos; i ne samo to, ve¢, sto
je najvaznije, da nam ukaze i gde se nalaze reSenja problema ove oblasti, koja
decenijama nije tako podrobno istrazivana.

Drugim rec¢ima, ova knjiga predstavlja temeljnu analizu socio-ekonom-
skih aspekata razvoja svih segmenata obrazovnog sistema: od osnovnog, preko
srednjoskolskog i visokoskolskog, do obrazovanja dece sa posebnim potreba-
ma i obrazovanja odraslih, kao i analizu i projekciju mogudih i realnih resenja,
i daje perspektivu razvoja. Poseban doprinos ove zanimljive knjige ogleda se
u razmatranju pitanja kvaliteta obrazovanja u nas, kao i u trazenju adekvat-
nih modela finansiranja i nacina strateskog i svrsishodnog uticaja na njegov
razvoj.

Knjiga zaista predstavlja izuzetan doprinos unapredivanju teorije i prak-
se finansiranja obrazovanja i modelovanja putem finansiranja gotovo svih pita-
nja vezanih za sistem vaspitanja i obrazovanja u nasoj zemlji. Knjiga je rezultat
visegodisnjih Zelja i napora autora da svoja empirijska i stru¢na znanja iz ove
kompleksne oblasti (autor je pomoc¢nik ministra za prosvetu i sport) pretoci
u knjigu koja moze posluziti svima koji se bave ovom materijom: studentima
odgovarajucih fakulteta, ekonomistima, sociolozima, pedagozima — jednom
recju, svima onima koji se interesuju za obrazovanje iz raznih uglova: soci-
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oloskog, politikoloskog, ekonomskog, andragoskog, kulturoloskog, tradicio-
nalnog, savremenog, istorijskog itd. Poseban kvalitet je dat u delu knjige koji
se odnosi na modele finansiranja obrazovanja i vaspitanja. Pored teorijskog
promisljanja i bogatog empirijskog materijala, autor nas upucuje na klju¢ne
segmente koji ¢ine fundament obrazovanja u svakoj zemlji, kao $to su znacaj i
rastuca uloga obrazovanja u svakom drustvu (kao najvazniji resurs privrednog
razvoja) i znacaj adekvatnog finansiranja i trazenja optimalnih modela u tom
pravcu. Takode nam ukazuje na relativnu neistrazenost pojedinih ekonomskih
kategorija u okviru ekonomike i menadzmenta obrazovanja kao naucne disci-
pline i na postojanje izrazito velike potrebe same prakse za egzaktnim utvrdi-
vanjem kategorije troskova i cene obrazovanja. Imaju¢i u vidu da ekonomska
dimenzija obrazovanja ima svoje posebno mesto i znacaj u kompleksu svih
ovih pitanja, kako u pogledu ekonomskih efekata koji nastaju kao rezultat vas-
pitno-obrazovne funkcije, tako i u pogledu troskova drustva za ovu delatnost,
autor nedvosmisleno izvodi zakljucak da izmedu obrazovanja i ekonomskog
razvoja postoji visoka korelacija uslovljenosti i povezanosti.

U knjizi su svi delovi jasno i koherentno povezani i prikazani na pre-
gledan i pristupacan nacin, a za onaj deo populacije koji se ne bavi ovom ma-
terijom kao profesijom, pisana je u maniru zanimljive i izazovne literature.
Posebnu draz i kvalitet daju tabele, grafikoni i drugi numericki podaci, $to nam
jos$ bolje i vise ukazuje da je autor izvanredan poznavalac ove slozene materi-
je.

Na kraju, Zeleo bih da jos jedanput istaknem da knjiga “Menadzment
obrazovanja” predstavlja znacajan doprinos nas$oj socioloskoj i ekonomskoj
nauci, s obzirom na veliki deficit literature u ovoj oblasti. Takode bih toplo
preporucio svima onima kojima je obrazovanje posao — i ne samo njima, ve¢ i
$iroj nauc¢noj i stru¢noj javnosti — da je procitaju, jer nam nudi reSenja i upu-
¢uje na probleme koje mi kao zemlja tek treba da resavamo.
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»~OBRAZOVANJE | KVALITET ZIVOTA”

Aleksandra Pejatovi¢
Institut za pedagogiju i andragogiju Filozofskog fakulteta u Beogradu,
Beograd, 2005. godine, str. 296

U okviru Biblioteke ,Andragoske studije’, kao dvadeseta po redu, pojavi-
la se nova knjiga Aleksandre Pejatovi¢ o meduodnosima obrazovanja i kvaliteta
zivota u odraslom dobu. U razmatranja slozenog sistema medusobnih odnosa
izmedu dva obuhvacena konstrukta zaslo se, kako sam autor istice, preko tri
izdvojena vida — relacije: uloge obrazovanja u formiranju odredenog kvaliteta
zZivota; obrazovanja kao ishodista kvaliteta zivota i kvaliteta u obrazovanju.

Slozenoscu, ispitivani fenomeni i njihove medurelacije doprineli su tome
da se u sadrzaj pretezno teorijskog dela rada uvrste: analize i uporedivanja ra-
zli¢itih shvatanja pojma ,kvalitet Zivota”; potom njemu srodnih pojmova, nuz-
nih za pojasnjavanje onog osnovnog koji se u radu razmatra (blagostanje, stil
zivota, nacin zivota, zivotni standard, zivotna situacija, filozofija zivota, kon-
cepcija zivota i zivotna orijentacija na kvalitet); dok je poseban deo posvecen
razli¢itim pokazateljima i konceptima kvaliteta zivota (od pocetaka drustve-
nog i nau¢nog interesovanja za sagledavanje kvaliteta zivota, ka, kao rezultat
toga, proisteklim drustvenim indikatorima i indeksima kvaliteta zivota). Svo-
jevrsnu zivotnost teorijskim polazi$tima istrazivanja pruzila su poglavlja knji-
ge posvecena karateristikama savremenog sveta kao pokazateljima kvaliteta
zivota ¢oveka danas, kao i formirana ,skica za sliku” kvaliteta zZivota (u vreme
razmatranja jo$ uvek) jugoslovenskog drustva. U svim poglavljima koja ¢ine
ovaj deo knjige obilje je primera uspostavljenih odnosa izmedu obrazovanja
(odraslih) i kvaliteta zivota.

Polazec¢i od etimoloskog znacenja pojma ,kvalitet” i prateci elemente
odredenja ,kvaliteta zivota” na kojima vise autora zasniva svoja shvatanja ove
sintagme, Aleksandra Pejatovi¢ se opredelila da pod ,kvalitetom Zivota” po-
drazumeva ,zbirni pojam, odnosno zbirno stanje (slozaj), u jednom odrede-
nom segmentu vremena, dosegnutih polozaja na dimenzijama razlicitih svoj-
stava koje licnost, pojedinci, drustvene grupe i/ili drustvo vezuju za predmete,
pojave, sebe, druge osobe, odnose, uloge, aktivnosti i stanja, postavljajuci ih u
razlicite relacije, a na osnovu vrednosnih standarda i zadovoljavanja potreba.



94 Dr Katarina Popovic

Smestajuci ovakvo shvatanje pretezno na individualni nivo, pri ¢emu se ojaca-
va naglasak na dozivljaj zbirnog stanja od strane pojedinca, otvara se prostor
za njegovo izrazavanje odredenim stepenom zadovoljstva pojedinim aspek-
tima zivota ili njime u celini” (str. 15). Na navedeni nacin shvacen ,kvalitet
zivota” obuhvatio je i kvalitet kao svojstvo i kvalitet kao dosegnuti nivo nekog
svojstva.

Uc¢injene analize brojnih izvora omogucdile su autoru da formira konture
»prostora za razmatranje medusobnih relacija obrazovanja (odraslih) i kvali-
teta zivota” U njemu se obrazovanje pojavljuje u trostrukoj ulozi: kreatora,
jednog od aspekata, kao i rezultata delovanja kvaliteta zivota. Ukoliko se kao
polaziste odabere kvalitet (zivota), i on se pojavljuje na tri mesta u odnosima
sa obrazovanjem. ,U tom slucaju potenciramo delovanje dosegnutog kvaliteta
zivota na obrazovanje (odraslih), zatim pokre¢emo celokupnu problematiku
kvaliteta obrazovanja, i ishode obrazovanja trazimo u kvalitetu Zivota” (str.
259).

Pojasnjavanju opisanog prostora posvecena su tri poglavlja u knjizi:
Obrazovanje kao ishodiste odredenih kvaliteta, Uloga obrazovanja u formira-
nju kvaliteta zivota i Kvalitet u obrazovanju.

Nakon pregleda i analize srodnih emprijskih istrazivanja, koja: obiluju
koris¢enjem razlic¢itih istrazivackih modela i stvaraju potpuno razlicite slike o
»moc¢ima obrazovanja” (od mo¢i do nemo¢i) u odnosu na kvalitet zivota, Alek-
sandra Pejatovi¢ pristupa pojasnjavanju sopstvenog empirijskog pristupa istra-
zivanom odnosu. U funkciju su stavljeni slede¢i setovi varijabli: kvaliteti vezivi
za ispitanike u svojstvu njihovih bio-socijalnih karakteristika; preduzimanje
obrazovnih aktivnosti u odraslom dobu; licni obrazovni model pojedinca sa
procenom uloge obrazovanja u zivotu; procena kvaliteta zivota zasnovana na
objektivnijim pokazateljima; zadovoljstvo pojedinim Zivotnim oblastima, do-
menima, relacijama, ulogama i aktivnostima, u tri vremenske dimenzije (pret-
hodno, aktuelno i ocekivano u buduénosti), sa videnjem uloge znanja i vestina
u sadasnjem i ocekivanom zadovoljstvu; procena prisustva vrednosti u zivotu;
i procene vezane za zivot u celini (najveci kvalitet sopstvenog zivota, shvatanje
kvaliteta zivota, godine najkvalitetnijeg i najmanje kvalitetnog zivota i zado-
voljstvo ukupnim Zivotom).

Priroda i $irina obradivane teme u kombinaciji sa obuhvatno$¢u istra-
zivanja doprinele su obilju interesantnih istrazivackih nalaza, na osnovu is-
pitivanja sprovedenog u Beogradu na uzorku od 402 ispitanika od 18 i vise
godina.
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Pomenué¢emo samo mali deo njih:

Nivo obrazovanja je u vezi sa kvalitetima vezivim za dalje obrazova-
nje, kao posebnog aspekta kvaliteta zivota. Na taj nacin bi se moglo
rec¢i da odredeni aspekti obrazovanja imaju udela u samorazvijanju
sopstvenih kvaliteta.

Izmedu ostalih svojstava i nivoa, Zivot ispitanika karakterise i finan-
sijsko-materijalna oskudica do nivoa siromastva, sa vidljivim lisava-
njima u zadovoljavanju odredenih vrsta potreba.

Najvece zadovoljstvo u odnosu na zivotne domene, aspekte, uloge,
aktivnosti itd, ispitanici iskazuju prema razlictitim aspektima sop-
stvene li¢nosti (moralnost), porodici i prijateljima.

Veci udeo znanjima i ve§tinama u zadovoljstvu pojedinim Zivotnim
komponenta pridaje se kada je ono izrazenije.

Obrazovaje je zauzelo Cetvrto mesto na rang listi najvecih kvaliteta
sopstevnog zivota, i sedmo na listi, prema kvalitetu, idealno zami-
Sljenog zivota.

Medu bio-socijalnim kvalitetima ispitanika nivo i priroda obrazo-
vanja najcesce stupaju u statisticki znacajne relacije sa razlicitim
aspektima kvaliteta Zivota, pritom su u najvecoj meri povezani sa
procenama kvaliteta Zivota zasnovanim na objektivnijim pokazate-
ljima, a u najmanjoj sa procenama i shvatanjima koji se odnose na
zivot u celini.

Jedino se s obzirom na procene kvaliteta zivota ispitanika na osno-
vu pokazatelja objektivnije prirode moze reci ko zivi kvalitetnije od
koga. Kada je re¢ o nivoima obrazovanja, najkvalitetnije Zive ispita-
nici sa visokom stru¢nim spremom, a najmanje kvalitetno, i najce-
$¢e veoma razlicito od svih drugih, oni sa nepotpunom i potpunom
osnovnom s$kolom. Medutim, kada se imaju u vidu svi ispitivani
aspekti kvaliteta Zivota onda je vidno da sa povecanjem broja go-
dina provedenih u formalnom skolovanju nuzno ne raste kvalitet
Zivota, ve¢ pre pripadnike, prema nivou, razlicitih grupa vezuju slic-
ni kvaliteti zivota, medusobno priblizavaju¢i one koji po nivoima
nisu dodorini (na primer: sli¢cni kvaliteti kod onih sa (ne)potpunom
osnovnom $kolom i onih sa nau¢nim stepenima).

Zivot osoba sa (ne)potpunom osnovnom $kolom u veéem stepenu
karakterisu: bogatstvo, istina i radost, dok magistara i doktora nau-
ka slava i stvaralastvo.
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= Samoobrazovne aktivnosti, od ukupno tri pokazatelja preduzimanja
obrazovnih aktivnosti u odraslom dobu, su najtesnje povezane sa
pojedinim aspektima kvaliteta zivota. Izmedu ostalog, ovi ispitanici
su zadovoljniji zivotom u celini, kao i oni koje mozemo okaraterisati
kao ,sveobuhvatne ucenike”.

* Inicijalno formalno obrazovanje je u ve¢oj meri povezano sa zivot-
nim standardom pojedinca, a samostalno usavrsavanje tokom Zivo-
ta sa subjektivnim dozivljajem kvaliteta sopstvenog zivota.

= Razlictite vodece orijentacije prema obrazovanju odraslih kores-
pondiraju sa razlicitim aspektima kvaliteta zivota...

Nakon ovih, i jo$ brojnijih drugih, ovde nenavedenih, rezultata, Alek-
sandra Pejatovi¢, na samom kraju knjige postavlja pitanje: ,Kako bi se najpre-
ciznije i najsazetije mogao opisati meduodnos obrazovanja (odraslih) i kvalite-
ta zivota, na osnovu svih nalaza i njihovog razmatranja?” (str. 267). Na ovako
slozeno pitanje, izgleda se jedino moze dati nista manje slozen odgovor da
mozda ,...razliciti pojavni oblici obrazovanja pre no sa visim ili nizim kvalite-
tom zivota idu sa razlicitim svojstvima (nastalih izmedu ostalog i usled razli-
¢itih nivoa), njihovim medusobnim kombinacijama, pa ¢ak i nosiocima. Tako
deluje da je obrazovanje praceno, da prati, odnosno produkuje, i da je unutar
razli¢itih kombinacija kvaliteta u Zivotu, do nivoa da je re¢ o veoma razlicitim
zivotima koji se odlikuju, usled bogatstva mogucih slozaja, speificnim kvalite-
tima.” (Ibidem).

U ovoj knjizi, kao autori shvatanja kvaliteta Zivota pojavljuje se i manji
broj ispitanika, ¢ija razmevanja ovog konstrukta nisu nimalo manje sloZzena od
onih do kojih nas je ova knjiga dovela. Ona su u prilogu navedena u originalnoj
formi, kao odgovori na pitanje: Ko zivi kvalitetno? Kroz prizmu obrazovanja, i
to je bilo jedno od pitanja za ¢ijim odgovorom se kroz ovu knjigu traga.



