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SPIRITUAL-MORAL AND PSYCHOLOGICAL-PEDAGOGICAL
FOUNDATIONS OF PROFESSIONAL COMPETENCES
IN THE PARADIGM OF CONTINUOUS EDUCATION

TOWARD THE PROBLEM
OF CONTINUOUS SPIRITUAL AND MORAL
SELF-IMPROVEMENT OF MAN

This subject is relevant in several respects. First, it is in line with
psychological and educational research on self-development, self-knowledge, self-
education and self-reflection of man, which is widely conducted around the world.
Although this research often leaves the issue of spiritual and moral self-
improvement somewhat aside, it can only be regarded in the context of these
studies, and this is what we will try to do in this article. Second, the issue of
continuous spiritual and moral self-improvement is deeply and conceptually studied
in works devoted to its religious meanings. These meanings are also of interest to
us, but this article places an emphasis on a combination of general religious and
confessional stances on continuous spiritual and moral self-improvement of one’s
personality.

Moreover, we emphasize the problems instead of being focused on advising
how to improve the system of continuing education (as opposed to the existing
trends in literature), although to some extent, this article uses some advisory
pathos. The title of the article contains the word "problem”. Hence, it initially
emphasizes the infinity, diversity and ever incomplete nature of the self-
improvement process. This process is partly a mystery, because it takes place in
one's soul, which, despite all the success of sciences that study the soul, is to a
certain extent "darkness", both for others and for the individual themselves. There
are a multitude of barriers to self-improvement. According to religious views on
self-improvement, it is a problem that can be solved by an individual, i.e. it is
commensurate with their ability, and requires the corresponding care.

Based on our understanding of the scale of the problem, we have also
introduced the preposition "towards" before the term "problem"” in the title of the
article. This will perhaps make it more modest, yet more specific and substantive.

A religious vision of
continuous spiritual and moral
self-improvement

Let me underline from the outset that albeit I'm not a theologian or a priest,
but a secular professional philosopher and teacher, | quite agree with and take to
heart two known ideas: pitiable is the one who speaks about God but does not
know God; and the living truths of religion cannot be comprehended the same way
as we comprehend, for instance, geometric theorems. Yet, somehow we have to
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move forward and inward... Toward a proper and clear understanding of religious
views on moral and spiritual self-improvement of man.

Actually, it is only in religion that the task of continuous spiritual and moral
self-improvement is set on behalf of God. This task has been outstanding for
millennia, while continuing education became a subject of serious discussion just
over 100 years ago. To a certain extent, we can argue that religion, as a reality of
“relationship with God", began, exists and will continue due to its irreplaceable,
tremendous value as a means and even goal of inevitable spiritual and moral
growth of man from childhood to the end of life. If this growth was not envisaged in
the bosom of religion, religion would not have begun, or would have inevitably
disappeared, leaving people to wallow in their ignorance of why they were
endowed with the great gift of reason, conscience and free will. And this is not just
a gift; it is the most essential characteristic of man as the image and likeness of
God. Therefore, indeed, continuous moral and spiritual self-improvement of man is
inherent in the very nature of man as understood in the religious context. The task
of self-improvement of man was inferred by Clement of Alexandria, John
Chrysostom and other Fathers of the Christian Church from the fact that man is the
image and likeness of God. This circumstance is referred to by modern authors,
too [1, pp. 132-162; 3, pp. 107-131]. Moreover, there are direct commandments to
that effect. For example, Jesus said, "Be perfect as our Father in heaven is
perfect”. The Apostle Peter exhorted, "Grow in the grace and knowledge of our
Lord" (2 Peter 3:18).

We will revisit some of the most important meanings of "growing", but for
now, let us note the following: religious consciousness presupposes the conviction
that the Lord God Himself is overseeing our self-improvement, or even the thought
of it. In this regard, the religiously-minded Chinese philosopher Confucius referred
to the "Heaven from which man cannot conceal his thoughts". The future Buddha,
who had just left his family for the sake of future spiritual feats, reflected, "If only |
did not escape birth and death forever, | would not be going like that". But his
thoughts were heard: "And the spirits of the space and the Devas in the heights
exclaimed, 'Yes! It is so!™ [2, p. 197]. The Bible and the Koran abound with
warnings that God sees everything. "Man looks at outward appearances, but the
Lord looks at the heart" (1 Samuel 16:7). The prophet Jeremiah states: "The heart
is deceitful above all things and desperately wicked: who can know it?" (Jeremiah
17:9). The Koran says: "Allah knows what you do openly and what you hide"
(24:29); "Your Lord knows what their hearts conceal" (28:69). In the Old
Testament, Holy Sirach warns a fornicator: "The man who is unfaithful to his wife
thinks to himself, 'No one will ever know. It's dark in here, and no one sees me. |
have nothing to worry about. As for the Most High, he won't even notice.' This man
is only afraid of other people. He doesn't realize that the eyes of the Lord are
10,000 times brighter than the sun, that he sees everything we do, even when we
try to hide it" (Sirach 23:24-28).

What a powerful emphasis on the all-seeing Eye of the Lord! Of course, this
Eye is incomprehensibly more insightful and important than common human
conscience — "a conscientious act" (I.A. llyin). Nothing like that can be found in
any secular atheistic concept of self-analysis, self-judgment and self-education. All
of them are, one way or another, conventional, i.e. caused by one's dependence
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Hesychasts. All of them wanted the Holy Spirit to come on them. Their goal was
deification.

In his lectures about the Eastern Fathers of the Christian Church in the 5"-
8" centuries, the prominent Orthodox theologian G.V. Florovsky cited the words of
Macarius of Egypt as an example of the monk's spiritual growth. In the Spiritual
Homilies, Macarius pointed to subtle differences in the levels and types of spiritual
contemplation. According to him, there are certain levels of sensations, visions,
insights and revelations. Each of the subsequent levels has an advantage over the
previous one. A "new spiritual man" undergoes all of these levels. Finally, his mind
delights in ecstasy — the tongue becomes numb, the soul is captivated with
something wonderful. At such times, the soul completely renounces the world due
to the overflowing love and contemplation of sacred secrets. At that point, the
person prays and says, "Oh, if my soul could depart together with the prayer”. The
soul is liberated and becomes free from all filth. It is kind of "co-dissolved" with
God. But still, Macarius says, it is only on the day of general Resurrection that the
charismatic transformation of man will be fully complete. Then, the bodies of the
righteous "will be covered with the spirit" and will be taken to heaven, so that the
body itself "reigns together with the soul". Thus, the spiritual resurrection on earth
goes before the future Resurrection of the body. "The celestial fire of the Godhead,
which Christians accept into themselves, into their heart already now in this
century, will also act outside on the day of general Resurrection and will animate
the once dead flesh. However, the future destiny is largely determined by the
person themselves during their life. Therefore, the acquisition of the Holy Spirit on
earth is the acquisition of the future Resurrection.” [12, pp. 161-166]. G.V.
Florovsky notes that the description of the monastic spiritual self-improvement by
Macarius is one of the bright, ideal examples of Christian asceticism. Let us note
that almost at the top of this "ladder" of contemplation is, in essence, the level of
renunciation of the self: "Oh, if my soul could depart ...". A similar level is visible on
the octal path toward nirvana in Buddhism. Despite the fact that few people
achieve nirvana, it is the same deification, the pinnacle of monastic doing.

But what about the "average" layman? Certainly, he should seek to reach
spiritual pinnacles. Begin with at least "getting away from evil", keeping "out of
harm's way", "not imposing on others what you yourself do not want". However,
even these are not so easily achieved by an ordinary person, because, as opposed
to a monk, he is exposed to a lot of worldly temptations. At this point, he is affected
by the historical fall from grace, which is originally somewhat attached to the nature
of man who has become prone to sin. What is man? Does he deserve reproach or
praise and admiration? Or is he a piece of wax that can be shaped into anything
through education? This is not a trifling problem. In the Bible, the prophet Isaiah
says, "Cease ye from man, whose breath is in his nostrils" (Exodus 2:28). In the
late 12" century in medieval Europe, the Pope Innocent Ill wrote a book with a
remarkable title, "On Contempt for the World, or On the Misery of Human
Condition". Symbolic for the blessed renaissance "fall" of medieval Europe is a
book by Giannozzo Manetti with a directly opposite title, "On the Dignity and
Excellence of Man". But try to adopt the position that external education has magic
all-powerful force. Does history teach us that this position is correct and humane?
A problem!
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Seemingly, the righteous are spiritually and morally perfect... But it is they
who are constantly in prayer. They pray for many things, including, certainly, a
request to God "to lead us not into temptation and deliver from evil". Day and night
the righteous care about the purity of their soul, its highest and not sinister
thoughts. King Solomon said in the Bible, "The Lord is far from the wicked, but he
hears the prayer of the righteous" (Solomon 15:12, 29). According to the Bible, the
righteous are not excused from self-improvement work. In the book of the prophet
Ezekiel, God warns, "The righteousness of the righteous person will not save him
on the day of his transgression..." (Ezekiel 33:12). At the same time, a sinner can
hope for life, the grace of God, if he "turn from his sin, and do that which is lawful
and right" (Ezekiel 33:14). Jesus Christ says: "Joy shall be in heaven over one
sinner that repenteth, more than over ninety and nine just persons, which need no
repentance” (Luke 15:7). Given the diversity of views on the ability of man to get
better and better, we can understand the confusion that Omar Khayyam expressed
in his poetry: "When Allah mixed my clay, He knew full well/ My future acts, and
could each one foretell; / Without His will no act of mine was wrought; / Is it then
just punish me in hell? / When they mixed the earth of my shaping-mould, / They
produced a hundred wonders from me; / | cannot be better than | am, / For this is
how | was turned out of the crucible." [13, p. 46].

Still, a person "can be better". And not only in terms of avoidance of evil, but
also in terms of persistent, inspired and joyful doing good, which is expressed,
according to the Gospels, in "doings of love" — first and foremost in love for God
and for people. Some philosophers and heretics claimed that man cannot love
God, for God is an abstraction and no one has seen Him. But they were objected
to: God is seen in His creation and providence, and this is enough for a wise man
to eventually conceive a love for Him. There are also negations of faith in capability
to love your neighbor. They say it is too much for the average man for whom "self
always comes first". And there have long been objections to that: as long as a
person loves only themselves, their own things and people, they mainly notice
shortcomings, flaws and weaknesses in strangers and distant people. But their
earnest appeal to God will inevitably lead them first to patience (or, speaking in
modern terms, tolerance) towards people, to searching merits in each of them, and
then ultimately to the universal feeling of love. It is certainly difficult to love your
neighbor as yourself. According to the Russian religious philosopher I.A. llyin,
Dostoevsky, in his novel “The Idiot”, clearly endowed his main character Prince
Myshkin with traits representing Christian love for one’s neighbor. It is a wonderful,
lovely character with a kind and deep soul. It is no accident, I.A. llyin says, that the
brightest, smartest women who have an eye on true male beauty are in love with
Prince Myshkin in the novel. Unfortunately, the object of their love is not completely
mentally healthy, although the writer only mentions this in passing. So what?
Perhaps, indeed, it is only an "other worldly" person who is capable of loving their
neighbor.

According to the Gospels, the divine commandments suggest a narrow path
of man. Love for one's neighbor is only possible on the narrow path of
righteousness and sacrifice, as the Apostle Paul put it: "Love suffers long and kind;
love does not envy; love does not parade itself, is not puffed up; does not behave
rudely, does not seek its own, is not provoked, thinks no evil; does not rejoice in
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discover their own identity, recognizing themselves as a subject of their own
wishes and abilities. At the level of personalization, people first become aware of
themselves as a potential author of their own biography and undertake personal
responsibility for their future. The culmination point of personal development at this
level (adolescence and youth) is the manifestation of the ability for self-
development; but at this point the person has not yet reached inner freedom and,
regardless of the expressed desire for adulthood, cannot get free from dependence
on other people. Particularly noteworthy is the fifth level, universalization (maturity
and old age). It marks going beyond one's individuality and at the same time
entering the space of common superhuman values as "own different". God-
humanity is involved in building a universal event, whereby a person realizes the
universal nature of spiritual essence regardless of whether or not they are a
believer. This is it! It turns out that a person approaches spirituality relatively rapidly
in old age. However, this is something that grandchildren know from their
grandparents in their own way. "Grandma's pedagogy”, which was once
specifically studied by P.F. Kapterev, is an amazing pedagogy of love, forgiveness,
patience, compassion, and generosity... Some say that today, grandma's
pedagogy is not what it used to be, and is not perceived by children in the same
way as before. This may be the case. This is worth being a subject of specific
research and dissertations. Thus, self-development as an objective process is
pursued throughout one's life. Another question is whether a person always takes
the initiative of self-development into their own hands and becomes a full-fledged
actor of it? Of course, there are large individual differences here.

Now, let us consider self-knowledge. V.G. Maralov [4, pp. 7-12]
distinguishes three meanings of self-knowledge. According to the first, religious
one, self-knowledge is a way of achieving unity with God through the experience of
the Divine in oneself. The second, superficial psychological level, suggests
considering self-knowledge as a means of either the fullest use of one's own
resources for the good, or as a means of managing people and power over them.
The third meaning is a deep psychological level, where self-knowledge is defined
as a way of gaining psychical and psychological health, harmony, maturity,
capability for self-development and self-actualization.

The spiritual and moral dimension of self-knowledge is found, one way or
another, in classical psychoanalysis, Neo-Freudianism, Gestalt therapy and
humanistic psychology. For example, according to S. Freud, aggressive trends
take an important place among desires driven beyond the threshold of
consciousness. The task of a psychoanalyst is to discover them, reveal their
essence and reasons, and through this relieve neurotic tension of the patient to
bring the latter to inner harmony. The concept of C. Rogers on the interaction
between the real self, ideal self and social environment also clearly covers spiritual
and moral problems. A mismatch between the real self and ideal self creates
anxiety, leading to the distortion or denial of experience. Hence, as summarized by
V.G. Maralov, self-knowledge is a means of mastering one's own experience, deep
feelings and ultimately a means of being oneself. Through self-knowledge, a
person acquires an ability for personal growth, self-improvement and self-
actualization, which only make it possible to live a full life, feel the joy of living, and
realize the meaning of life [4, p. 12]. Are there many people who are concerned

13



about their self-knowledge, especially knowledge of their personal spiritual and
moral dimensions? We are not speaking about neurotics who are always digging in
themselves. In one of his books, A. Maslow agrees with the idea put forward by E.
Fromm in his work The Escape from Freedom (1941) that the average person
often does not know what they really are, what they want, what they think, and
what their point of view is [5, p. 23]. But the so called self-actualizing individuals,
whose type in social psychology may be said to have been discovered by A.
Maslow, have "superior awareness of their own impulses, desires, opinions, and
subjective reactions in general" [5, p. 31]. The picture of self-awareness and self-
concept of self-actualizing individuals is very clear, accurate, proper, and multi-
colored, and has subtle nuances. This conception of the self-actualizing personality
seems to be pretty close to the meaning of the "mature person" which was first
introduced by G. Allport.

When referring to the dimensions of personality, which, in principle, should
be targeted by self-knowledge, and therefore citing W. James, who has identified
physical personality, social personality and spiritual personality, and also pointing
to the concept of three-level human nature which dominates in Russian psychology
(in particular, according to V.V. Stolin, man is a biological individual, social
individual and a personality), V.G. Maralov offers the following classification of
personality blocks as objects for self-analysis and self-knowledge: (1) personal
characterological characteristics — personal qualities and character traits which
express attitudes towards other people (benevolence, sociability, courtesy,
flexibility, etc.), towards activities, work and studies (initiative, promptness, industry,
etc.), towards self (self-respect, confidence, diffidence), towards things (thrift,
neatness, tidiness), towards nature, art, science, etc.; (2) motivational and value-
related dimension of personality — self-knowledge of one's own motives, interests,
motivations and values that determine one's activity and behavior; (3) emotional
and volitional dimension of personality — knowledge of one's own emotional
states, predominant feelings, ways of responding in stressful situations, ability to
mobilize oneself, be persistent and persevering, commitment, etc.; (4) the
dimension of abilities and capabilities — analysis of one's abilities in different
spheres of life, assessment of opportunities for the implementation of intentions;
(5) cognitive dimension of personality — awareness and understanding of the
mental processes (perception, memory, thinking, imagination, attention, methods
for solving life and career issues); (6) the dimension of external appearance,
temperamental characteristics (self-analysis of one's own look, appearance, gait,
manner of carrying oneself and talking, and characteristics that altogether define
one's temperament); (7) the dimension of relationships with others and social
environment (an individual analyzes their relationships with other close and not so
close people, patterns of interactions, their own behavior strategies, conflicts and
barriers); (8) the dimension of activity (it is important to know what knowledge,
skills and abilities a person has, how they use them in their life and activities); and
(9) the dimension of one's own life path (everyone to some extent analyzes the
past, summarizes results achieved, makes plans for the future, makes forecasts
and self-predictions for their personality [4, p. 14]. Such a detailed classification of
the inner space of personality which should be targeted by self-knowledge is very
important, especially in methodological terms. This inner space is a place for
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various dialogues between multiple sub-personalities (including conflict dialogues).
It also accommodates the interaction between the conscious, subconscious and
superconscious.

In modern academic psychology, there is a clearly growing trend towards the
conceptual linking of strict scientific rigor with metaphysical, heartful intuitive
comprehension by a personality of their connection and even identity with the
ultimate reality of the universe which has different names — be it Brahman, Tao,
God or Universal Mind. How should individuals learn about themselves, and
increasingly clarify and construct their self-concept
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and moral content, namely the values of universal human significance. There is no
real culture of self-education without universal and positive national axiology.

The will plays an important role in self-education. However, the will itself is
kind of neutral. It needs appropriate goals and motivations that mobilize us to work
on "making ourselves". When someone says that they cannot quit smoking
because they have a weak will, in fact it is not the will that is weak, but the internal
reasoning against the habit. True results of acts of will inevitably manifest
themselves when the quality of a personality searched for through self-education is
no longer perceived as a result of hard work and the process of personal growth
becomes natural and joyful. Can we say the same thing about self-education as we
say about self-awareness, i.e. that self-education is pursued throughout one's life?
No doubt we can — people educate themselves somehow. For example, many go
to church, participate in worship, pray, confess... Is not that self-education? Many
prepare themselves for a certain profession from their childhood, master it and
then work, improving themselves or trying to acquire new professions. Real self-
education and self-learning necessarily suggests moral self-improvement.
Suggests... But there are also quite a few intellectually advanced and even
ingenious villains! A person can be successful throughout their life, reaching a high
position in their career, sports or wealth, but remain neither good nor evil in moral
terms, and even be a moral nonentity, greedy, unmerciful, envious, aggressive,
self-conceited, hollow-hearted, and so on and so forth.

Instead of a
Conclusion

Since some time ago, teaching and upbringing in school education in many
countries, including Russia and the Baltic countries, cover the reflexive
competence among other competencies (hatural sciences, social, mathematics,
communication, etc.). This means that a student is "focused on self-improvement,
self-awareness, self-regulation and self-care; is willing and able to be physically
and mentally healthy...; is aware of some of the traditions and methods of
communication with themselves, develops the ability for self-reflection...”, etc. This
is closely linked to integrative competence, which means that a student "respects
the dignity of another person..., is familiar with rules of conduct and etiquette...; and
takes into account the cultural background of their various companions” [11, p. 20].
Universities and secondary specialized schools also pay increased attention to the
formation and development of a culture of self-reflection in students. For example,
the author has some personal experience giving classes on the course titled "Self-
development and Self-education of Personality in the Educational Process". There
is a large number of works devoted to pedagogical reflection. Many different short-
term training courses are currently found outside the school and university system
to teach participants techniques of personal growth. Some of them involve traveling
abroad to learn practices of self-improvement existing in other national cultures.
Therefore when some authors write that "today, people no longer engage in self-
analysis and self-regulation” [3, p. 232], this statement is too strong. The
forcefulness of the following opinion of B.D. Parygin seems to be just as
unacceptable: "Where is self-reflection as a tool of understanding the self as a
unique individual, as a subject, as a personality? It does not exist; it is thrown out
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of science. Instead, there is behaviorism and other approaches that have shifted
the perception and understanding of an individual from the search for self inside
oneself outward in the context of studying behaviors influenced by environmental
factors" [6, p. 506].

However, there are currently many obstacles to self-improvement. These
barriers are not only found inside of the personality, for instance, in the form of self-
centeredness or the inability to overcome personal psychological defenses which
was discovered by psychoanalysis, but also outside of the personality, in
contemporary social conditions. First of all, there is the unprecedented dynamism
of modern life with its inherent haste, superficial communications and superficial
judgments. Some scholars even refer to a "culture of haste" which has been
established in the post-industrial consumption society. Another modern barrier to
spiritual and moral self-improvement of personality is the increased cultivation of
hedonism. Hedonists who are concerned only about getting "high", getting "extra
adrenaline", having "barbecues and cognac at their leisure", and increasing their
breasts size, etc. have no regard for spiritual reflection. Another factor is our
epoch, the time of a historically unique paradox, the essence of which is the cranky
and crafty coexistence of freedom of expression and a clear trend toward the
manipulation of this freedom. The problem of spiritual and moral self-improvement
of personality is not that abstract. It has the roots of the problem of good and evil.
Success in the fight against crime, especially corruption, also depends on solving it
at all levels of society. In fact, what is corruption if not a visible indicator of
contentment of corrupt officials with themselves? Even where a bribe-taker and a
bribe-giver enter into this interaction with disgust or with a sad motivation, such as
"everybody does this; that is life" and so on, in any case both are in principle
satisfied with themselves and are perhaps not going to have pangs of conscience,
and promise themselves: "from now on, | will live and work honestly and
accomplish feats of fairness". If the human soul lacks commitment to self-
improvement, such as, for example, that as strong as the commitment of Olympic
athletes to their physical development, then it is necessary to promote it in a
socially universal manner. When a person thinks that "God does not see",
"everyone steals", "one law for the rich, and another for the poor", and "I'm
ashamed to live in poverty", then we will not even mange to reduce corruption, not
to mention its eradication. Therefore, we need systematic, earnest social and
pedagogical efforts aimed at ensuring that people develop a strong desire to be
"better". This desire should be large scale and inherent in all social circles and
strata without exception. It should be literally seen to everybody. Then, indeed, we
can talk about spiritual and moral self-improvement of everyone, and not isolate
heroes whose biographies show that it exists. What is logically applicable here is
the well-known idea that the development of every person is conditioned by the
development of all.

Problems are all around. But isn't it so that the solution of these problems
represents an important step towards the truth?
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PSYCHOLOGICAL AND PEDAGOGICAL
STRUCTURE OF COMPETENCES

A. M. Novikov

Competencies and a competency-based approach have recently become
one of the main trends in the development of pedagogy and the entire theory of
education. Let us try and review in detail a psychological and pedagogical structure
of competencies: first, what they are, and second, what formations of personality
comprise them (knowledge, skills, habits, forms of personality orientations, etc.).

First, let us consider competencies themselves. Recently, pedagogical
theory and practice have widely relied on the so-called competency-based
approach. This approach is based on the concept of competencies as a basis for
the development in a learner of abilities to solve important practical challenges and
for personality development in general. It is suggested that competence is an
ability of a leaner to self-sufficiently engage in practical activity and solve life
problems based on their academic and life experience, values and aptitudes. In
fact, competencies are a synonym of abilities. Therefore, in previous publications
we wrote "skills (competencies)”. Let us note that, as usual, "a prophet is not
recognized in his own land" — the theory of abilities development was developed
in Russian pedagogy and psychology long time ago. Starting with works of E.A.
Mileryan (1970s), abilities began to be regarded as "complex structural formations,
including sensual, intellectual, volitional, creative and emotional qualities of a
personality that facilitate the goal of activity in the changing environment" rather
than in a narrow technological sense. Unfortunately, the Russian theory of abilities
development has remained unclaimed. In the English language, there is no analog
to the Russian concept of "ability". When world educational practice faced the
problem of activity-based focus of education, the Anglo-American education
community introduced the term "competence", which was quickly picked up by
Russian authors”.

Let us discuss what is meant by competencies. According to L.M. Mitina, the
concept of "pedagogical competency" includes "knowledge, abilities, skills, and
also methods and techniques of their implementation in activity, communication,
and development (self-development) of a personality". The wording of the Strategy
for Modernization of General Education Content contains the basic provisions of a
competency-based approach to education, with "competency" being its core
concept. It was emphasized that this "concept is broader than the concepts of
knowledge or ability or skill, covering not only cognitive and operational

YIn fact, rapid Americanization of Russian pedagogy — at least of its terminology — is a
surprising phenomenon. For example, in the last years, the concept of "creative activity", which the
Americans began to use only a short time ago, has become a "buzzword". Meanwhile, Russian
pedagogy and psychology have used a complete analogue of this term, "productive activity", for a very
long time. Another example is "cognitive" vs. "perceptive". And so on and so forth. The tendency among
some authors to introduce foreign terminology is quite understandable to the extent of banality: "Since |
cannot (am not able to) discover anything new in Russian pedagogy, let me introduce a new term and
create a new ‘creative’ or ‘productive’ (or any other type of) pedagogy. In essence, it will have nothing
principally new, but it will enable me to get a doctoral degree, write a 'new' textbook and 'become
famous™.
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(technological) components, but also motivational, ethical, social and behavioral
ones". If we compare this definition of competencies with the above definition of
abilities given by E.A. Mileryan, we will see that (after excusing the authors of
"competency" definitions for a confusion of concepts — abilities are developed on
the basis of knowledge and skills, etc.), the contents of the concepts "abilities" and
"competencies" are identical, except for one fundamental aspect: competency
includes a motivational component. Some authors put it straight: competencies
differ from abilities by motives. But this is a dangerous tendency! Here, it would be
relevant to refer to an old parable about the Chartreuse cathedral. A monk
observes people doing the same work — carrying sand on carts — and he asks
them what they are doing. The first person answers: "l pull this damned cart all day
long". The second one says: "l carry sand to earn money and support my family".
And the third person exclaims: "Oh, | am building a beautiful temple!". So we see
that one and the same work may be driven by completely different motives. But if
motives are integrated into competencies — and under the competency-based
approach they will be included in education standards and training programs — then
motives will be programmed by the content of education! This will mean that
motives of learners and, subsequently, graduates from educational institutions
would be the same. And this is an invasion of human freedom! It is not
accidentally that motives are included in competencies in the US (and Europe).
This reflects dangerous tendencies in the development of the Western civilization®.
Therefore, it is hardly worth to recklessly borrow Americanisms. Moreover, many
American authors interpret competencies as behavioral standards (!) for
employees holding certain positions. But this is a direct invasion of personal
freedom, the freedom of will, i.e. the tendency to make everyone "the same" or, in
other words, slaves.

Nevertheless, the competency-based approach (which may be equally
referred to as an "ability-based approach") is progressive. The fact that scientists
and the public accept it means a paradigm shift in education: from the "knowledge-
based" paradigm to the "activity-based" one.

Abilities (competencies). Abilities are mastered techniques for performing
actions that are supported by a set of gained knowledge and skills. Abilities
(competencies) are regarded as complex structural formations of personality,
including sensual, intellectual, volitional, creative and emotional qualities that
facilitate the desired goal of activity in the changing environment. Ability is the
highest human quality, the development of which is the ultimate goal and

! Many scholars predict the development of a new slave society in the long run. Power will be
(and is already being) captured by global networks and corporations who will have control over and
force each person to fulfill their requirements. There is even a new term "netocracy" (deriving from the
word "net"). The concepts, such as "corporate symbols", "corporate identity”, "corporate ethics",
"corporate parties”, "corporate holidays", etc. have already become widespread. Another example is
shopping solely in corporate shops. What is behind all this is corporations' seeking to keep an eye on
(and control over) their employees and their families. Security cameras are being installed everywhere:
in the streets, banks, stores, etc. Nearly every person with all his or her personal details has been
included in dozens of databases and databanks (in Russia as well). On the Internet you can currently
find data about yourself that you never suspected to exist. Isn't it a "comforting" prospect, dear reader?
So do we really have to copy the Western approaches in every respect?!
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accomplishment of the education process. Indeed, all structural components of
personality — knowledge, worldview, interests, thinking, etc. — are sort of "inward
directed", residing inside one's consciousness. Action is the only outward
manifestation of a person — remember Goethe's "In the beginning was the Deed!".
And ability (i.e. competency) is just being able to act successfully and
intelligently. If we ask ourselves what it is to be competent, what it is to master an
activity, in particular, learning, work or professional activity, the answer will be
unambiguous: this means that a person can do what they have to do. Here, it
makes sense to discuss three aspects of activity.

First, depending on personal qualities and circumstances of an individual,
activity may be pursued on different levels of its hierarchy: (a) operational, where
a person performs only individual technological operations (where "technological"
is understood in the broadest sense, including, for instance, learning, curative,
accounting, design techniques, etc.); (b) tactical where a person can perform a
complete technological process by successfully using the entire set of available
means and methods of activity to solve current tasks in the changing environment.
The tactical level, along with mastering a set of technological operations, requires a
number of other components, such as the ability to quickly respond to the changing
situation, knowledge of general algorithms of rational arrangement of acts and their
sequences, ability to plan acts, use reference and other literature, ability
(competency) to distribute functions among a team, etc.; (c) strategic where a
person is conversant with the environment, defines their own place and goals of
their activity. The strategic level of activity, along with mastering operational and
tactical components, requires the development of a number of other personal
gualities, such as highly-developed cognitive abilities, well-developed creative
ability, ability to self-analyze the process and results of activity, broad-based
knowledge, communicative skills, etc. Roughly speaking, the operational level
corresponds to the performer, the tactical to the doer, and the strategic to creator.
Naturally, it is desirable that educational institutions of all levels educate people to
the highest, strategic level of activity development.

Second, let us consider the procedural aspect of activity. What is "to be
able to do something" in the most general sense? This means that driven by
needs, an individual can find their way in a situation on their own, gain necessary
new knowledge, and set a correct goal of action in accordance with objective laws
and existing circumstances that define the feasibility and achievability of the goal;
determine specific methods and means of action based on the situation, goal and
conditions, master and improve them through action and, finally, achieve the goal.
In fact, this is a general, holistic psychological framework of activity. Activity that
incorporates all the above-listed components in their unity is referred to as
integrative. Naturally, many specific types of human activity often include only
some of the listed components. For example, a pure execution activity that only
involves the execution of individual technological operations (for example, pure
execution by an operator) suggests that the goal, means and methods are
determined from the outside by a teacher, supervisor, process flow chart,
instructions, etc. Correspondingly, value-orientation, cognitive and goal-setting
components are curtailed. The "divide" is in the goal. If a person sets goals of
their activity by themselves, the activity is active (in particular, creative) in nature. If
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a goal is set by someone else (by a teacher for a student, by a supervisor for an
employee, etc.), then such activity is passive, executional.

The task of developing learners’ personality is not confined to intellectual,
physical and other development. Ultimately, it is to form a person with a proactive
approach to life, an action-oriented person who is "developed in terms of activity",
i.e. competent. But in order to master all essential aspects of activity and develop
strategic skills, students should gain their own practical working experience
as part of the learning process. This will help them develop the ability to be
oriented, to determine the goal, acts and activity, and to be creative.

Thirdly, it is an aspect of integrative activity in its type structure.
Philosophers and psychologists identify five main types of activity (which can also
be defined as invariant aspects of activity): cognitive, value-orientation,
transformational (practical and designing), communicative and aesthetic. In this
aspect, the all-round development of personality suggests the development of
capabilities to a sufficient level for performance of all types of activity or, in other
words, the development of personal p
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natural, social and human. Such activity is referred to as practical or practice. In
the second case, the object is only changed in imagination — this is a design
(modeling) activity. Its role is to support practical activity with proactive and guiding
projects, plans and course of action. In both cases, transformational activity may
be creative or executional (productive or reproductive). Transformation
potential of personality is determined by acquired and self-developed design and
technological skills and the level of development of creativity;

(d) communicative activity (communication) is conditioned by the social
nature of man. It is a prerequisite of cognition, work and development of a value
system. Communicative potential is determined by the extent and forms of
sociability, the nature, form and sustainability of contacts with others;

(e) aesthetic activity generally includes creation or consumption of pieces of
art (music, painting, etc.). More importantly for us, any activity, including learning
and work, involves improvement of the process and product of human activity, free
expression of cognitive and creative abilities and forces and resulting delight. It is
known that as a science, aesthetics define an objective basis for aesthetical
learning of the world as a creative, practice-oriented human activity which reveals
the social nature and creative forces of man.

Truly human activity is an activity that can reveal all potentialities of man
and will quite fully represent all the above listed types of activity in their unity, with
transformational activity being the leading activity, as determined by human nature.
Ultimately, this is the main objective of developing competencies (a synonym of
abilities).

Generally, a curriculum of both general and vocational school provides for
mastering by students of almost all main types of activity. But the fact is that they
are disjointed into different subjects and learning cycles. Indeed, in general
secondary school: (a) the main type of activity of students — learning
fundamentals of sciences — represents cognitive activity. Learning humanities
(and social sciences) is also, to some extent, a value-orientation activity. The other
components are usually curtailed; (b) handicraft education, which is nowadays
called vaguely "technology domain", represents arranging for the initial experience
of students in practical transformational activity, which is usually mechanical and
reproductive. There is also a technical drawing course that provides some
experience in design transformational activity, which is also reproductive and
completely remote from practice; (c) fine arts, music and, in some schools,
choreography. The leading activity here is aesthetic activity detached from all the
others; (d) communicative activity is almost not represented in the learning
process, except for rhetoric which is taught in some schools. With the monologue-
based teaching process (it is mainly the teacher who speaks, and students
sometimes recite a "memorized lesson"), communication in class is limited.
Students can only communicate with each other during breaks or extra-curricular
activities. A similar situation is found in vocational schools where the educational
process includes cycles of theoretical training (mainly cognitive activity of
students); practical training (industrial training in vocational schools, sessions in
training workshops, and internship in secondary and higher vocational education
institutions) as an experience of transformational activity of students (which is
usually mechanical and reproductive); educational design (mainly in secondary and
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higher vocational institutions) as arranging for the experience of design,
transformational activity of students, which is also in general very narrow and
technological in nature. Term, graduation and other forms of design usually do not
involve the implementation of these designs, i.e. the design transformational
activity is one thing and practical transformational activity is another thing (through
an internship, etc.). Thus, more often than not general secondary and vocational
schools provide no opportunities for young people to show their worth or reveal
their creative potentialities.

As mentioned above, by proclaiming that "school prepares for life" we
declare that pupils and students of general secondary and vocational schools do
not live a full life but instead exist in a kind of incubator waiting for "real life" to
come. But when they come to the "real life" and begin to work, graduates appear to
be unprepared for it: they know something in some fields, can do something in
other fields, can design something in still other areas. They are not accustomed to
doing something in full and being fully responsible for their acts. They have not
been taught to communicate in a team, and cannot enjoy their work. Therefore
they have to do not as it should be, but as it comes out depending on external
circumstances and conditions of their work, according to the well-known principle
"we wanted the best, you know the rest". This is the greatest shortcoming of our
education system at all levels. Finally, it manifests itself in that it takes the majority
of Russian plants and factories years to launch a production change and release a
new product, making the whole world surprised.

In particular, the activity-based approach to education implies that in school,
a child, teenager or a young person should not only play (in early age) and study,
but also do something by themselves. Education cannot be effective without
arranging for personal experience in productive activity. But this requires finding
ways to arrange for experience of students in integrative activity which is defined
by the completeness of its contents in the procedural aspect (goal setting — goal
achieving) and in the type aspect with cognitive, value-orientation,
transformational, communicative and aesthetic activities being represented to a
sufficient degree. It is only then that the currently popular "competency-
based" approach will be implemented. In the educational process, this
requirement can be apparently implemented in two areas:

First, in connection with theoretical training to enhance value-orientation,
transformational, communicative and aesthetic components of the educational
process by supplementing it with oral and written reports and presentations of
students, laboratory research hands-on training instead of primitive laboratory
operations following ready-to-use patterns, by involving students in subject-specific
circles (elective courses, scientific seminars, etc.), using business games, game-
based simulations and other forms of game-based training, cross-disciplinary
research, etc., promoting computer creativity of students which is currently possible
in all training cycles and courses, etc., and by enhancing all forms of training with
emotional components; and

Second, in connection with practical training and educational design (which
in principle should form an integral unit) by arranging for the experience of students
in integrative work and professional activity. To this end, students should perform
practical works (tasks) selected by themselves (preferably) or offered by teachers
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(less preferably) that meet the following requirements: (a) they are valuable to the
community, have market value and certain consumers; (b) they are feasible for a
student but feature a high degree of complexity, and the resulting (material or
spiritual) product should be of high quality and perfection; (c) tasks are formulated
in the most general terms and require that students actively apply their theoretical
knowledge and use scientific, referential and other literature, make economic
calculations, develop a product design and technology, and an action plan for
implementing the subject to available opportunities; and (d) they provide for
possible teamwork of students and their involvement in production or research
teams.

The main thing is that a student should go through a complete production
cycle: from searching for a proper "niche" in the market of goods and services
through conception to the production and distribution of a product (service). Of
course, it is not so easy to organize learning and practice activities of students
satisfying all of these conditions. In vocational education, these forms include
vocational training in production of complex products (the best alternatives) in
vocational schools, activities of experimental instruction farms in rural vocational
schools, the so called real-life term and graduation design in secondary and higher
vocational education institutions when students implement a design in practice,
involvement of students in self-guided research, engineering, design and process
development at departments, in research institutes, applied research firms of hi-
tech parks, etc. The important thing is that on the one hand in activity-oriented
education (competency-based approach), cycles of theoretical training should be
related to personal value orientations and interests of students, and on the other
hand, cycles of practical training should be closely related to, and possibly
integrated with, educational design. Instead of being rather routine and primitive
(albeit compulsory), practical activities of students should become the highest,
integrating, final link in the educational process.

Structure of competencies (abilities). Let us discuss this in more detail.
Abilities may be classified as follows: firstly, by focus: game-based, educational,
work-related, professional, etc.; secondly, by levels of organization of activity: (a)
operational — abilities (competencies) for performing certain technological (in the
broad sense) operations; (b) tactical — abilities (competencies) for organizing and
performing the full technological cycle (in the broad sense; for example,
educational, accounting, construction, etc.) in a changing environment, including in
particular, changes in a team; (c) strategic — abilities (competencies) for self-guided
design and achieving the main, long-term goals of one's activity, fluency in and
applying different technologies in the context of their transfer, ability to match goals
of your activity to those of your team (organization), other organizations and the
environment; thirdly, by level of mastery: (a) initial ability — recognizing the goal of
action and searching for ways to achieve it based on the previous experience, with
pronounced trial-and-error patterns; (b) partially skilled actions — mastering
abilities in performing individual techniques and operations; updating the necessary
system of knowledge, and the level of skills specific to these actions; developing
creative elements of activity; (c) skilled activity — creative use of knowledge and
skills with the realization of not only the goal, but also motivations in selecting
methods and means to achieve it; mastering abilities at the level of tactics of work
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activity; (d) proficiency — mastering abilities at the level of strategy of work activity,
creative development of ability to define goals, creative use of various abilities
(technologies).

A wide variety of other classifications of competencies is found in literature.
For example, O.E. Lebedev argues the significance of the competency-based
approach to teaching in terms of successful adaptation of graduates to life in
society. He identifies the following components of competencies of learners: (a)
general educational competence — high awareness of the main ideas, concepts
and conceptions in subject-specific areas of knowledge; well-developed general
educational (didactic) abilities and skills, intellectual abilities in self-guided
acquisition of new knowledge, means and methods of cognitive activity, etc.; (b)
general cultural competence — preparedness of students to smoothly integrate into
the cultural space of humanity, to enter into dialogue with other people;
communicative, aesthetic and ethical culture of a graduate, etc.; and (c) general
methodological competence — goal setting and ability for independent critical
thinking, skills in analysis of situations and ability to see emerging problems,
design and plan ways of solving them in an effective manner, self manage your
own development and activity in achievement of the desired goals, reflexively
assess your behaviors and events in the surrounding world. Alternatively, the Web-
based Dictionary of Competencies provides the following set of competencies
required by corporate employees: (1) adaptive competencies (flexibility,
adaptability, stress management); (2) personal and corporate performance
(strategic focus, decision making, raising awareness, influence and impact,
networking, = communicability, —goal orientation, learning centeredness,
understanding of the company, self-confidence); (3) innovation (innovative thinking,
creative thinking, change management, creativity); (4) team performance (division
of responsibility, team leadership, teamwork, conflict management, customer
orientation, consistency); (5) social sensitivity (active listening, empathy,
openness); (6) problem-solving (conceptual thinking, analytical thinking, planning,
risk management, self-discipline). We could cite a lot of other classifications found
both in literature and on the Internet, which indicates that approaches to the issue
of competencies still lack consistency.

Let us consider another classification of competencies (abilities) depending
on the level of vocation education. Here we will discuss the levels of competencies
(abilities) according to the English system of National Vocational Qualifications
(NVQs). Qualification frameworks in other countries, including Russia, follow a
similar pattern:

Level 1. Vocational training (vocational training of up to 6 months in general
school, training center, training divisions of employment agencies or on-the-job
training). Competence within a narrow range of routine and stable work functions.
Intellectualization of work is low. Knowledge content is low;

Level 2. Primary vocational education. Competence within a relatively wide
range of various work situations. Complex or multi-functional algorithms of work
activity with rather stereotypical functions. Relatively low intellectualization and
knowledge content of work. A certain degree of individual responsibility and
autonomy. Collaboration and teamwork skills;

26



Level 3. Secondary vocational education. Competence within a wide range
of changing work situations. Complex or multi-functional algorithms of work activity,
usually with non-routine functions. Relatively high knowledge content and
intellectualization of work. Substantial responsibility and autonomy. Skills in
managing shop floor teams;

Level 4. Higher vocational education. Competence within a wide range of
complex professional activities. Complex, multi-functional work activities that
require creative approaches. High degree of personal responsibility and autonomy,
responsibility for others' work. Skills in managing production staff and allocating
resources;

Level 5. Post-graduate education, self-education, etc. Competence involving
the application of a wide range of fundamental principles and complex techniques
with a wide and often unpredictable variety of contents of activity. Very high
personal responsibility and autonomy. High responsibility for others' work and
allocation of substantial resources. Skills in managing large production staffs.
Analysis, diagnostics, planning and assessment skills.

Many authors often proceed from a quite simplified position that
competencies (abilities) are developed on the basis of previously mastered
knowledge and skills of the learner. However, it is more complicated. If we look at
the recent level-based classification of competencies, it is clear that in addition to
knowledge and skills, competencies require a wide variety of other personal
qualities. This will be discussed below. But now let us consider knowledge and
skills that determine the development of competencies (abilities).

Knowledge. In the most general sense, knowledge is defined as a product
of cognition. Pedagogy had long believed that learners develop purely scientific
knowledge. There are objective, historically conditioned reasons behind this
misconception (which we will not discuss here due to spatial restrictions). Let us
only note that first, knowledge reflects the social consciousness of humanity.
Social consciousness is expressed in the following nine forms: language (both
natural languages — native and foreign, and artificial languages — the language of
mathematics, the language of road signs, etc.), everyday consciousness, morality,
law, political ideology, science, art, philosophy and religion (or anti-religion,
atheism). As we see, learners acquire not only scientific but also many other types
of knowledge; second, knowledge should be divided into public knowledge as a
product of social and historical cognition of the entire humanity (public knowledge
exists objectively, regardless of each individual, in books, on the Internet and other
media), and personal knowledge that belongs to each individual. Naturally,
personal knowledge is fundamentally different from public knowledge. On the one
hand, it is different in its scope, since a person cannot know "everything". On the
other hand, the basic difference is that every individual also has knowledge in the
form of sensations, perceptions and specific images that underlie the assimilation
of public knowledge in the form of concepts, theories, etc. On the other hand,
personal knowledge of an individual and its mastering are inseparable from
emotions, motivations, value orientations, etc., and in particular, from self-
determination — what you need and what you don't.
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The differences between public and personal knowledge are worth a more
in-depth discussion due to the influence that the heritage of past traditions of
pedagogy has on its modern development.

First, the main goal of learning was, and still often is, reduced to assimilation
of generalized results of the past experience of humanity. But generalized results
are reflected in public (in particular, scientific) knowledge and the issues of
mastering an activity as such, a process, methods and means of its implementation
were outside the scope of the education process. At the same time, one of the
major components in the development of a person in the course of training is
mastering a process, methods and means of activity, and not only absorption of
knowledge. As a process, learning is not only about absorption of specific
knowledge by a learner but also about mastering an activity. Mastering methods of
thinking is aimed at developing intellectual abilities of a learner. Mastering methods
of a subject-specific activity is directly associated with mastering practical abilities
(competencies), in particular working and professional ones. This very important
aspect of the education process was almost not taken into consideration. The
current rapid development of the competency-based approach is caused by
society's realizing the necessity to give an activity-oriented focus to education.

Second, what it was, and in fact still is, about is the absorption of knowledge
in the form of generalized results. But the generalization process is ideal, as well
as its product. A generalized product of the social and historical development of
society is public knowledge. Since public knowledge has a subject-specific
structure, assimilation of generalized results is equal to mastering knowledge in the
forms of concepts, laws, principles, etc. But along with that, every person has
imaginative knowledge (also known as indirect, sensual knowledge) in the form of
sensations, perceptions and images. Traditionally, didactics placed much focus on
this type of knowledge in accordance with the principle of illustrative teaching. But
sensual knowledge as such is quite important for successful activity (educational,
work, household, etc.). To the extent that sensual knowledge of a learner was
removed from the mainstream of the education process, the problem of relations
between sensual and rational (theoretical) knowledge — which is extremely
important from the perspective of applying theoretical knowledge in practical
activity — has long remained, and unfortunately still is, kept in the background.

Third, in the past and often in the present too, literature on methodology and
theory of teaching has mixed the concepts of knowledge of a collective entity,
public knowledge and knowledge of an individual person (individual, personality).
Whereas public knowledge can exist separately from a person — on information
carriers, such as books, etc. — knowledge of each individual person is inseparably
linked with his or her feelings and a system of personal values. Both aspects —
objective (scientific) and sensual (experienced, value-related) — are combined in
any human activity. They do not exist one without another and origin from the
same source: practical attitude of every person to the surrounding reality.

This statement was, and still is, almost disregarded in selecting and
systematizing learning content. When developing the content of learning subjects,
authors try to reflect public knowledge (which until now has been solely scientific)
in the most modern and well systematized way. They do so from the perspective of
the structure of scientific knowledge itself rather than possibilities for it to be
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absorbed by a learner and, more importantly, not in terms of whether it is
personally required by a learner and necessary for his or her future activities.
Under this approach, learning content was, and still is, structured in such a way as
if knowledge accumulated by society (scientific knowledge) is transmitted to society
(next generation) in general, without an intermediation of an individual
(personality). A learner was sort of regarded as a piggy-bank. It was (and still is)
implied that a school or university graduate could use the accumulated learning
material in his or her future life and activity, if required. Moreover, since scientific
knowledge has a subject-specific structure, the content of general and professional
education under the knowledge-based approach was, and still is, built on the basis
of developing the content of proper learning subjects, such as physics, chemistry,
literature, etc. Training programs in physics were made by professional physicists
in such a way as if all schoolchildren and students had to become professional
physicists. Programs in biology were developed as if everyone was to become
professional biologists, etc. (remember, for instance, textbooks by I.K. Kokoin and
A.N. Kolmogorov). Therefore, on the one hand, a learner does not get a holistic
scientific worldview, but is left with only fragmentary information: something from
mathematics, something from history, etc. On the other hand, without being linked
with personal interests of learners, this fragmentary information is quickly lost and
forgotten. What we get as a result is a common phenomenon where graduates,
when being employed for the first time, were, and today still are, told: "forget
everything you were taught in school (or vocational school or technical college or
university) and do what we tell you to do".

Therefore, there are two groups of issues related to the development of a
system of knowledge in a learner that have become relevant with the reorientation
of the education process from knowledge-based to an activity-based (competency-
based) approach. On the one hand, it is building a system of knowledge which is
necessary and sufficient for learners to master the basics of an activity; improving
the interrelation between sensual and rational (theoretical) knowledge underlying
the process of mastering an activity; improving a system of knowledge about an
activity, its goals, methods, means and conditions; and searching for opportunities
to increase the level of generalization of knowledge about an activity being gained.
On the other hand, it is searching for opportunities to link developing theoretical
knowledge to learner's personal, and in particular practical needs, and value
orientations; and searching for opportunities to apply theoretical knowledge in
practice immediately in the course of training. First of all, this is about creating an
educational environment where learners have to actively apply their theoretical
knowledge to solve practical tasks.

Personal knowledge may be classified. Let us briefly consider each of the
elements of this classification:

First, by amount of assimilation (mastering) (duration of training, the number
of courses learned, their depth and detail level, etc.). So far there are no common
criteria for this classification.

Second, by level of assimilation (mastering) (V.P. Bespal'ko). Levels of
assimilation are regarded in two dimensions: as a result of teaching and a measure
of the quality of absorption of learning content by learners; and as a predetermined
(by a syllabus, textbook, etc.) measure of the depth and detail of learning the
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content. There are four levels of assimilation of knowledge: level 1 — familiarity
knowledge (recognition of objects, phenomena, processes and properties in
repeated perception of previously learned information about them or in actions with
them); level 2 — copy knowledge (reproductive actions through self-guided
reproduction and application of information about the object and actions with it);
level 3 (productive actions to apply the acquired information in certain situations
through self-guided work); level 4 (top level) — transformation knowledge (ability to
apply the acquired knowledge through self-guided design of your own activity on
the basis of knowledge).

Third, by level of generalization (V.P. Bespal'ko, A.M. Novikov): (a)
immediate (sensual, imaginative) knowledge at the level of perceptions and ideas;
(b) phenomenological, descriptive knowledge at the level of ordinary ("everyday")
language; (c) analytical and synthetic knowledge at the level of elementary (most
often qualitative) explanation of phenomena and processes and their properties;
(d) prognostic knowledge — explanation of phenomena and processes using the
guantitative theory, providing an opportunity for predicting their development; and
(e) axiomatic knowledge — explanation of phenomena and processes using high-
level generalization both in terms of the breadth of scope and depth of insight.

Fourth, by relation to the object being studied (l.Y. Lerner, A.M. Novikov):
(a) knowledge about the object; and (b) knowledge about actions with the object
and courses of action. In particular, all methodological and technological
knowledge belongs to this domain.

Skills are components of activity that have developed through multiple
iterations (exercises) and are performed automatically (i.e. without immediate
involvement of consciousness). A skill and abilities relate to each other as a part
relates to the whole: skills are specific (automatic) components of ability. There are
sensory, motor and intellectual skills. Any human activity is always performed
consciously. But certain operations comprising it no longer require conscious
control thanks to multiple iterations in the course of exercising and training. In this
case, consciousness is only focused on general control of the activity. If any
difficulties arise in performing operations, consciousness reinstates control over
them.

Skills are developed and fixed through successful acts and motions, with
proven methods of regulation being gradually selected and fixed.

What else defines a person’s competencies? What are other
components of their structure? Let us consider the concept of "personality
orientation™. Personality orientation is regarded as a combination of sustainable
motivations that guide activity of the personality. It is described by the level of
development, the breadth of development, intensity and effectiveness. In every
person, orientation is established to a certain degree. These degrees differ not only
in the content but also in the great diversity of personal traits, roles, groups and
subordination of features and components. This conditions the diversity of personal
characteristics among different people and uniqueness of each person. Forms of
personality orientation include: inclinations, desires, interests, aptitudes, ideals,
worldview, inspirations, beliefs, values and value orientations. Let us consider
some of these forms that directly pertain to the structure of competencies.
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Personal worldview. Personal (individual) worldview is a system of
person's concepts and perceptions of the world: nature, man, society and
themselves, their place and role in this world. Worldview has a huge vital meaning.
It influences the standards of behavior, attitudes to work, other people, the nature
of life aspirations, everyday life, tastes, interests, etc. Components of worldview
are values. The relationship between values and worldview is that between a part
and the whole. Values are defined as phenomena and objects of material or
spiritual nature that are positively significant, i.e. they are capable of satisfying
some needs of a person (individual values), social groups, classes or society
(social values), serve their interests and goals. People not only learn the properties
of phenomena and objects, but also evaluate them in terms of their utility or harm
to their lives, society, nature, etc. Without man there is no sense in speaking about
the value of anything, of value as such. For example, the atmosphere containing
oxygen existed on the Earth long before man, but it is only with the emergence of
human society that we can speak about the value of the atmosphere for human life
and the inadmissibility of its pollution. Values are divided into natural: a necessary
natural environment of human existence (the warmth of the sun, air, moisture,
etc.); life-related (health, love for close ones, etc.); economic: objects of labor,
means of production, material assets; social, including both material and
ideological relationships (freedom, equality, justice, etc.); ethical (goodness,
integrity, fidelity to duty, etc.); aesthetic (beauty); and scientific (truth).

Value orientations. A value orientation is defined as a selective attitude of a
person to material and spiritual values that are expressed through his or her
behaviors and activities. Value orientations separate things that are essential and
important to a particular person from the non-essential. A system of personal value
orientations is a sort of an axis of consciousness that ensures stability and
consistency of certain behavior and activity patterns. Therefore value orientations
are an important factor of motivation toward actions and activities. The relationship
between value orientations and values is equal to the relationship between a part
and the whole. However, the difference is that a person may regard an object or a
phenomenon as a value but not use or implement it in reality. For example, health
is undoubtedly the most important value for any person — there is hardly anyone
who wants to be sick. But a person may, for instance, smoke, which is not healthy".
Value orientations are the factors that directly motivate a person to act. Each
person has his or her own system of values and value orientations (uniqueness of
a personality). A mature personality is distinguished by the broadness of value
orientations and a clearly defined hierarchy of values. Life philosophy of a person
is a component of value orientations, representing the most explicit value
orientations that define the most enduring motivations for activity. Life philosophy
of a person in particular includes life principles — a system of moral, aesthetical
and other standards of behavior and activity. Life principles of a person both have
social origin (for example, moral principles, such as "do not kill", "do not steal", etc.)
and are elaborated by a person themselves in the course of development in the
form of a system of prohibitions to do something. This includes permissions (for
oneself) on the one hand, and motivations to do something and aspire for

Y Which is by the way the case with the author of this article (editors’ note).
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something on the other. Another derivative of value orientations is the level of
personal aspiration. It is self-esteem of a person which manifests itself in the
degree of complexity of consciously undertaken challenges and goals. Aspirations
are a distinctive form of objectification of the value orientations of a person and a
social group.

Where a person is free to choose the degree of complexity of their next
action, seeking to improve self-esteem results in a conflict between two
tendencies: a tendency to increase the level of aspiration in order to achieve
maximum success and a tendency to decrease it in order to avoid failure. An
experience of success (or failure) from achieving (or a failure to achieve) the level
of aspiration leads to a shift in the level of aspiration toward more (or less) complex
challenges. Reduction of complexity of the desired goal after success or raising it
after a failure (unusual change in the level of aspiration) shows an unrealistic level
of aspiration or improper self-esteem. People with a realistic level of aspiration are
distinguished by self-confidence, persistence in achieving goals, higher
productivity, and being more critical in assessing their achievements. Improper
self-esteem may lead to very unrealistic (too high or too low) aspirations. In
behavior, this manifests itself in selecting too challenging or too easy goals,
increased anxiety, lack of self-confidence, a tendency to avoid competitive
situations, lack of critical judgment in assessing achievements, erroneous
predictions, etc.

Beliefs are the highest form of personality orientation, the structure of which
is comprised of the worldview and aspiration to implement it in their activity. Beliefs
include intellectual, emotional and volitional characteristics of a person. Beliefs are
distinguished by their content and strength of manifestation. In terms of their
content, there are scientific, philosophical, moral, aesthetical, religious and
atheistic beliefs. There are also personal, group, class and party beliefs. In this
case, beliefs are differentiated by the entity which possesses them. In terms of the
strength of manifestation, there are stable and unstable beliefs. It's worth
mentioning the major of role of emotional susceptibility of a person in bringing their
worldview to the extent of beliefs. This susceptibility is characterized with active
activity and a positive attitude toward it.

Thus, competencies include many components of personality orientation.

Let us turn to the concept of "self-conception" which is directly related to
the psychological and pedagogical structure of competencies. Self-conception is
an integral image of one's self. It is relatively stable, more or less conscious and is
experienced as an inimitable system of a person's perceptions of themselves. A
person uses it as a basis for building their interactions with other people and
developing one’s self-attitudes. The philosophy of "selfhood" — the "self-
conception” (albeit it was not referred to this way) — is revealed in works by N.A.
Berdyaev, M.M. Bakhtin, P.A. Floresnky, K. Rogers, A. Maslow and others.
Interestingly, the fact that the natural base in man has an "independent and self-
driving power" was noted by Y.A. Kolomensky. But this area of upbringing
(fostering of self-attitude and self-consciousness) is poorly investigated in
pedagogy as a consequence of the past. Yet this area is the most relevant for
upbringing these days, in particular, from the perspective of the issue of developing
competencies.
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Let us consider the key concepts of self-conception.

First of all, self-conception includes self-consciousness: the image of one's
own qualities, abilities, appearance, social significance, etc. Let us look at the
origin of the word. Consciousness may be interpreted as with knowledge
['soznanie" — "so znaniem"] — realization by each person of their existence and
acts. To be conscious means to act with knowledge of what and how we act, live
with knowledge of the fact that we exist. Then, "self-consciousness" is knowledge
of and about self: what | was, what | am now, what | want, and what | have to be.

In human activity, self-consciousness performs the following functions: (a)
"self" is the point (perspective) from which a person perceives and experiences the
world (every personal knowledge and experience are to a certain extent subjective
in that a person relates this knowledge to their own personality ("self") — i.e. this is
my knowledge, my experience); (b) self-consciousness ("self") acts as a regulator
of life and activity of a person (as opposed to animals, human behaviors are driven
not only by circumstances, but also by the way we perceive and assess ourselves).
A psychic mechanism of forming self-consciousness is reflection, i.e. the ability to
abandon the subjective viewpoint and think about yourself from the standpoint of
other people. By accumulating and integrating experience in perceiving themselves
from different perspectives and in different situations, a person develops their self-
consciousness. It is important to note that self-consciousness is a dynamic entity.
The formation, development and change of self-consciousness are driven by
internal and external factors. Social environment has a very strong impact on the
formation of self-consciousness. In particular, professional self-consciousness of a
person may be real and ideal. The term "real" does not imply that self-
consciousness is realistic. What is important here is the concept of self — "what |
am". In ideal terms, it is the concept of self according to desires — "what | would
like to be". Certainly, it is not just a possibility that real and ideal self-consciousness
mismatch with each other — more often than not they are necessarily different.
The differences may lead to various consequences, both negative and positive. On
the one hand, misaligned real and ideal self-consciousness may be a source of
serious intrapersonal conflicts. On the other hand, it is a source of professional
improvement of personality and an aspiration to develop it.

The next concept of self-conception is self-determination. Let us begin
from the beginning. What is determination? To determine means to "put within
limits" [in Russian, to determine is "opredelit”, and "predel" is limit]. Self-
determination is about determining what you need and what you don't; what is
"yours" and what is not. Self-determination is a choice of your life path, your place
in society, lifestyle, activities and behavioral patterns in problem and conflict
situations based on free will. If we proceed from the ideas of "self-conception”, the
need for self-determination becomes a basic need for creative self-development of
personality. Therefore, one of the major pedagogical problems is to create an
environment for triggering the motivation and need-based mechanism of "selfhood"
of the personality of a growing person, in particular from the perspective of
developing competencies.

According to traditional didactics, teaching a student requires proper
selection of goals, content, methods, organizational forms of training, etc. But
traditional didactics omit the main thing: whether this will be demanded by a
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person, the particular pupil or student who is being taught and developed.
Therefore the armory of didactic means meticulously built by a teacher is often
unproductive, because the student lacks proper realization of high motivations for
learning and in-depth understanding of what and how they should change in
themselves. Therefore efficiency of all these didactical efforts often proves to be
low. Modern didactic theories, such as problem-based learning or discovery
teaching, guide a student towards a sort of "outward" educational and creative
activity. Indeed, educational creativity is aimed at solving creative tasks in teaching
physics, mathematics, etc., which undoubtedly contributes to the development of
creative capabilities of a person, but it does not always address in-depth processes
of "selfhood", meaning that the inner mechanisms of creative self-development are
not always involved.

Another problem known to be unaddressed relates to the fact that one and
the same educational or any other content can be perceived and understood by
different people in absolutely different ways. The author has repeatedly
experienced this when reading reviews (both published and unpublished) on his
books and articles. Every time | had to deal with the following situation: "When |
wrote this | meant something completely different! But the interpretation offered by
the reviewer is appropriate as well". Therefore one of the main didactic problems is
to create an environment for triggering the motivation and need-based mechanism
of "selfhood" of the personality of a learner. Strikingly, the ideas of "self-
conception” have not been long sought after in the development of didactic
systems. Even in teaching "ready-to-use" knowledge, a student has to have the
right to discern the learning content in their own way, interpret it from their own,
authorial perspective, and also have the opportunity to tell about their position to
other people, such as the teacher and classmates. The learning content should
provide for an opportunity for a learner to share their discoveries, thoughts and
feelings by presenting the results of their work with the content to others — just as
it is done by scientists, writers, actors or sportsmen. Any academic conference, art
exhibition, sports competition, etc. is a parade of personal achievements of its
participants, the fruits of their victories over themselves. A student should have the
right to personal (authorial) interpretation of the learning content and to external
translation of this interpretation as a goal of working with the content. The content
should be learned not "for some reason", but in order to talk about it for an
audience, placing accents the way they find appropriate; to make a review on the
subject and using the plan that are made by themselves; to explain the course of
their action from the perspective of logic thought through by themselves, etc. This
is what should be the "engine" of the educational process. Not learning educational
content as an end in itself, but working with it, making play with it in a creative way
using a certain plan can lead to internally motivated, captivating reading, to the
situation where a learner can and wants to delve into the learning content instead
of remembering it mechanically.

Recently, there have been a lot of publications devoted to personality-
oriented education. But this is just one side of the problem, with placing the main
focus on selecting a personal path in the educational space. But in general, the
problem of personal self-determination of a learner in learning activity is much
broader and requires deeper research.
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actually achieve characteristics comprising the ideal self-image should have high
self-esteem. If a person feels a gap between these characteristics and their actual
achievements, then their self-esteem is likely to be low. Second, another important
factor of building self-esteem relates to interiorization of social responses to the
person. In other words, we are prone to assess ourselves the same way as we are,
in our opinion, assessed by others. Third, still another view on the nature and
development of self-esteem is that a person assesses the success of their acts and
manifestations through the prism of their identity. They feel satisfied not because
they do something well, but because they have chosen a particular business and
do it well. In general, people take more efforts to "fit" the structure of society in a
more successful way.

It should be emphasized that self-esteem is always subjective, regardless of
whether it is underpinned by own judgments of self or interpretations of judgments
of others, individual ideals or standards set by culture.

Thus, self-consciousness, self-determination, self-actualization and self-
esteem are the most essential components of competencies.

Other concepts of "self-conception" include: self-education, self-creation,
self-control, self-regulation, self-development, self-cognition, self-design, self-
upbringing, self-correction, self-improvement, self-fulfillment, self-organization, self-
management, self-formation and self-discipline. We cannot discuss them in detail
in this paper. We should only note that so far the self-conception exists as a set of
all of the above concepts. There is quite a large number of publications for each of
them. But until now these concepts are not linked into any consistent framework. At
the same time, components of the self-conception and personality orientation
(worldview, beliefs, etc.) are integral elements of competencies (abilities).

In conclusion, it is important to underline a few essential points:

First, the current approach to competencies and their development is rather
primitive and to a great extent borrowed from Western literature. In a way, it directs
the educational process towards "adapting” human behaviors and activities to
social, economic and other requirements imposed by society, making them match
standards;

Second, it is necessary to provide opportunities for self-development beyond
these requirements, although keeping them in mind, to enable each person to
become and be a unique personality in their life and activities.

Thus we see that the structure of competencies is very complex and covers
nearly all structures of personality. This causes the complexity of a theory of
developing competencies which is still to be created.

Translated from Russian by Znanije Central Translations Bureau
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VALUES OF
LIFELONG EDUCATION:
EXPERIENCE OF PHILOSOPHICAL ANALYSIS

I. V. Volovik

The mission of education has changed over history, leading to change in the
focus of educational values, the emergence of new educational structures, relevant
social institutions, etc. But regardless of these changes, the problematic nature of
education has always been and still remains its main characteristic. At the present
stage of the global economic and social development, the continuity of education
should be regarded as the most challenging global problem. It is deeply
conceptualized by philosophers, sociologists, pedagogues, economists and
representatives of other sciences. We share the opinion of those specialists who
believe in continuous transformation of the main and most likely the only productive
pedagogical idea of the modern stage of the world's development. Lifelong
education is not only about the professional education of adults, but also about the
lifelong aspiration of an individual to learn about themselves and the surrounding
world. As pathetic and archaic as it sounds, the aim of lifelong education in this
case is to achieve the all-round development of a person and their biological, social
and spiritual capabilities as a prerequisite for the preservation and development of
the culture of society. An attempt to subject the values of lifelong education to
philosophical analysis is undoubtedly based on the examination of values of
modern education.

Research and technological progress have caused society to think of the
absolute priority of technological and technical achievements over humanitarian
knowledge, material wealth over spiritual content, leading to a trend toward
alienation of education from man and common fundamental human values.
Education began to be regarded as a means of gaining the knowledge, skills and
abilities necessary to master technology and engineering capability to perform
profession-specific functions. The crisis of modern education involving the collapse
of the single science into individual disciplines (social, engineering, humanities,
etc.) has led to a changed view of the world in general and its prospects in
particular. It has become obvious that the future depends not only on whether
modern man can move from a resource-based to an information-based economy,
but also on whether he can become diverse in terms of his interests, needs and
value system to take into account the deficiencies of the previous dehumanized
system of education and upbringing that lacked human consideration.

When we look deeper into the modern tasks of education, it becomes clear
that the development of spiritual potential of an individual should not be simply
reduced to an interiorization of objective spirituality. It takes place as part of the
human activity aimed at positive changes in self and society according to the
highest socially significant values. A rush for knowledge, information and material
values is in discord with the genetically determined human need to develop
harmoniously. The main goal of education and upbringing is to be correlated with
the natural abilities of a person, to acknowledge and develop them. According to
Plato, good nurture and education implant good constitutions, and these good
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constitutions taking root within good education improve more and more, and this
improvement affects the breed in man®. Currently, society drives man to satisfy his
needs using social, technological and technical means rather than the "human
gualities" of others, giving the sensation of loss of "humanity". The status of
knowledge has changed fundamentally. While earlier knowledge was absolute,
now it is relative, no longer acting as a stabilizing basis for the intellectual life of
society and thus society in general.

In the modern context of social transformations accompanied by change in
cultural values, standards and relations, there is a need for defining the main
values of education. Values of classical education that were based on the trinity of
knowledge, abilities and skills have been devalued and thus appeared a conflict
between the integrity of culture and techniques for its fragmentary reproduction
through the knowledge-based type of learning. This situation exacerbates the
conflicts between the continuously growing amount of knowledge required by man
and limited (in the framework of traditional educational systems) conditions for
mastering it. This conflict can only be resolved by the transition to education that
ensures the integral reproduction of a subject of culture. In the modern world,
lifelong education represents this type of education. Lifelong education is aimed at
the continuous creative renewal, development and improvement of every person
throughout their life. By including an individual into the space of socially recognized
values and developing universal behavioral models and value systems, education
facilitates the absorption of significant human values.

The basic values of education are currently formed by the global community,
becoming global in their nature, but they should first of all take into account the
national interests and traditions of each country. What is typical of modern Russian
education, which has traditionally focused on humanistic values, is the pursuit of
human values and creative development of personality. However, the
contemporary practice has examples that contradict to the existing tradition. For
example, the Constitution of the Russian Federation, the Law of the Russian
Federation "On Education", the Concept of Education Modernization and many
other effective statutes and regulations proclaim "self-determination of personality
as a goal of education”, "variability as a prerequisite for education, freedom and
pluralism”, while actual practices show generality, unification and uniformity
(Unified State Examination, State Final Certification, enlargement of schools, etc.).
In our opinion, the deviations between the goals set and strategic benchmarks are,
in particular, driven by the establishment of a technocratic paradigm. It substitutes
the cultural values-based paradigm, shifting the focus of education from the
immersion in culture, mastering of values and traditions, and development of
creative abilities towards learning of standards, algorithms and pragmatic
benchmarks. A person becomes dominated by pragmatism, spiritual emptiness,
unscientific prejudices, and being educated and scientifically literate in general
becomes less prestigious.

When considering the global processes typical of modern civilization (the
collapse of humanitarian knowledge, dehumanization of society, depersonalization
of personality, etc.), authors of a number of papers attribute them to the crisis of
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values®. This leads to education becoming alienated from culture and fundamental
human values. Contemporary philosophical and social studies have repeatedly
argued for the need to alter the understanding of nature as a target and resource
for the transformation activity, realize our responsibility for nature and existence of
humanity and change our attitude to the sphere of human life on earth. These
ideas were devised in studies undertaken by the Roman Club. There are also
schools of environmental ethics the most radical of which proclaim the
abandonment of the ideal of man's dominion over nature.

A number of scholars note that an important role in the development of
postindustrial civilization will be played by a spiritual revolution that requires the
replacing of existing basic values of modern culture. The succession of systems of
values should be based on certain constants, such as the ideals of personal
freedom and scientific rationalism. In the modern world, scientific cognition is part
of human cognition that incorporates different forms. While earlier the core
category of cognition was concept, now it can also include emotions, feelings,
ideas, images and other abilities and manifestations of an individual. Contemporary
philosophy presents the process of cognition as the unity of reason and intuition,
the objective and the subjective. As part of culture, education is bound to respond
to the existing problems. Moreover, education guided by a cognitive pattern is most
likely in the past now. Education of the future should not follow any predetermined
pattern. Perhaps, the solution is for education to develop a meaningful value-based
paradigm for perceiving the world as being alive and continuously developing,
while continuing to be guided by generally recognized models in theoretical and
practical understanding of the world, in order to combine tradition and innovation to
complement each other in the context required by a particular person. In such a
case, education will become continuously centered around the changing individual
as a personality capable of becoming a unique source of creativity and productive
activity.

Given the current huge amount of knowledge and with an arsenal of
technical tools that considerably expand the opportunities for learning, a person
should be aware that it is not cognition as such that is essential. It is important to
show a learner that they should be able to determine a divide between the
significant and the insignificant, develop intuition, ability for compassion, and be
able to get their bearings in the multicultural space. Modern education should
enable individuals to reach a state of mind in which they can by their own effort get
insights into the essence of learned knowledge and rethink it from a new
perspective. It is only then that education could also serve as upbringing, making a
person take responsibility for their acts. This perspective of the problem leads to
the question of a humanitarian paradigm that should take its rightful place in the
system of education. What complicates things is that, according to scholars, the
system of education still has a lot of signs of classical enlightenment rationalism.
However, this is in conflict with the modern level of culture and cognition, which are
characterized by (a) integration of sciences, arts and mixture of lifestyles; (b) which
have a new type of thinking with "philosophy of instability" taking the foreground;
(c) where "reversible, sustainable processes that recur in the fullness of being are
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regarded as a special case against the background of conceptually thought out
problems of birth, development and disappearance of new forms™; (d) where
associativity becomes the dominant feature of thinking (C. Levi-Strauss) and
chance becomes of paramount importance, as well as ability to see and
understand the new in spite of stereotypes. What becomes especially essential
now is not so much the movement to a fundamental definition or concept as the
movement of thought itself. This philosophy helps converge the internal and
external worlds associated with creation and creativity where "humanity find
themselves in the very heart of laws of the universe™. Scholars note that modern
education appeals to the relative nature of value-based criteria without providing a
stable basis for future behaviors and activities, including professional activity. Thus,
it guides each new generation to variability of and reflection on the life process, the
short-term nature of its situational collisions, methods and criteria for resolving
them, and hence to an ability to respond to them in a proper way. Unlike in the
past, modern education aims at the development of one's own criteria instead of
the reproduction of traditional value mechanisms. The idea of succession of value
components of culture between generations is at least challenged, although in
reality it certainly exists and is implemented in practice. Modern education has not
yet shaped its attitude toward the value component of training and education.

There is an opinion that a solution can be found if we return to the values of
traditional civilizations. Still, we share the opinion that "humanity's entering a new
cycle of civilization development and a search for ways to solve global challenges
should be associated with change in the type of scientific rationalism and the
emergence of new functions and forms of interactions between science and other
areas of culture that give rise to new strategies of education rather than with the
abandonment of science and its technological applications"3. Modern education
based on mastering special scientific knowledge should be not just supplemented
with humanitarian education oriented toward worldview-related knowledge, but the
priority of humanitarian education should be realized. A specific characteristic of
humanization of education is to form a reflective attitude of a person toward
themselves and the world, to engrain the ideas of the existence of diverse cultures
and cultural traditions, and develop a respectful attitude towards other cultures.
Multicultural education creates a basis for a proper polylogue between cultures in
the educational process, the development of tolerance aiming at preserving
national, religious and personal identity in the context of globalization and
humanitarization of social processes. Developing values of education is the most
challenging and important problem which is not always well conceived; therefore, it
is important to properly set it, which requires that usual and proven approaches be
subjected to critical analysis. The creation of new values may take into account
specific features of not only the West, but also the East where not only knowledge
but also moral principles serve as guides and values of which are close to us as
well.
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Considering that the type of scientific rationalism is currently changing, while
rationalism is still necessary for understanding of, and maintaining a dialogue
between, different cultures which is impossible without reflective attitudes toward
their basic values, V.S. Styopin reminds us that rational understanding opens up an
opportunity for the equality of all basic values and openness of different cultural
worlds for a dialogue. The ideal of true knowledge without ethical aspects is a
Western value where ideas of special values of scientific rationalism are still a
major support in the search for new worldview guides, but rationalism has new
characteristics. In the modern world, rationalism can no longer be opposed to ideas
of traditional cultures. There are new points of growth that provide a basis for a
dialogue between Western and other cultures. In order to find a way out of global
crises, we should pass through an era of spiritual reformation and develop a new
system of values. V.S. Styopin believes that we should "combine traditions that are
based on teaching fundamental sciences with the expansion of the field of
worldview-related applications of science that create prerequisites for the
development of new values and transition to a new type of civilization development
that opens up new opportunities for synthesis of knowledge in natural sciences and
humanities... Value orientations for the creation of a modern model of education
are based on new views on the world. These can include free value-related self-
determination, tolerance, competence, professionalism, focus on the regulated
world development, an ability to analyze the socio-cultural landscape, the
development of a new type of rationalism, and introduction of a principle of problem
orientation into the educational process".

Thus, modern education should take into account the possibility of a radical
change for the development of new worldview orientations. It is probably necessary
to radically change the method of building academic disciplines where mastering
them should be at the same time the development of capabilities for true thinking.
Only such a structure of the educational process will ensure that students are able
to get acquainted with modern culture during the period of learning. Ethical
(spiritual) orientation of the personal development is another prerequisite of
modern education. An educated person is a "person of culture”, a person with fine
breeding, whose perception of the world is such that his or her life activity facilitates
the preservation and enhancement of culture. An educated person is a person and
not just a specialist or personality. This is a cultured person who is prepared not
only for normal life and streamlined production, but also for hardships, different
lifestyles and changes. Equally important is to take into account a requirement
stemming from the spirit of our times, that starting from a certain period, impacts
should be individualized, i.e. they should provide a freedom of choice, and an
individual educational path for a personality. V.M. Rozin suggests a way for further
development of education where humanity will be able to reconstruct an integral
system of education by shaping a consistent system of requirements and defining
effective techniques and mechanisms for the implementation of these
requirements. This will require an integrative systematization of ideas. One of them
is to shift the center of significance from training to upbringing. Some time ago,
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religious and traditional moral upbringing gave up the center of significance to
training in natural sciences, mathematics, engineering and professional skills. It is
high time for education to put knowledge into the context of social and cultural
responsibility without abandoning teaching it. We believe that this is exactly what
lifelong education is about.

In connection with this, the teaching process should be subjected to
profound changes, because a rapid increase in knowledge and change in scientific
pictures of the world require the enhancing of abstract, theoretical and predictive
components of knowledge. This intellectual arsenal will enable an individual not to
be afraid of the "shock of the future". Secondly, knowledge should be presented as
an arsenal of possible theories, schemes and techniques necessary for value-
oriented professional activity and civic engagement rather than as the final truth or
a method for achieving maximum effect. Knowledge is necessary not only, and not
so much for success and profit, as for the implementation of worldview-related
values. Global environmental, social, cultural and ethical criteria should be
introduced into the inside of training, and into the essence of disciplines of natural
sciences, mathematics, engineering and management. In this context, a holistic
social practice may consist of individual subcultures, being "multipolar*. In
addition, the multipolar and pluralistic nature of different cultures and different
systems of education are already being supplemented with new types of
communication: a dialogue (between cultures and different "schools" of education),
axiological reflection aimed at identifying fundamental values and attitudes in each
culture involved in the communication, new forms of communication, etc.

Building an educational system based on traditional national values is the
key to successful training, with special importance being given to the succession in
education which is intended to preserve the organic unity of culture, lifestyles, the
past and the future. Russian education has typical characteristics such as
spirituality, openness and conventionalism. Defined as the inner state of a person,
his or her relations with the world and other people, spirituality allows for the
establishing of a precise correlation of spirituality with our history and modernity
and getting an insight into the interaction and exclusion that can be observed in our
society. Openness is understood as an ability of Russian culture and education to
open to external influences, absorb foreign values, be spiritually enriched and
transform them while preserving its uniqueness. Conventionalism is reliance on
Russian philosophy, culture and the existing system of education. Many prominent
theorists and practitioners of education created a nationally-oriented system,
resulting not only in its being original and distinctive, but also having universal
meaning (K.D. Ushinsky, L.N. Tolstoy, P.F. Kapterev, S.T. Shatskiy, V.A.
Sukhomlinsky).

The unity of tradition and innovation is a universal characteristic of any
culture. Education is a method for man's entering into the integral being of culture.
It is a sophisticated social organism "whose main functions are to reproduce
experience accumulated in culture and create conditions for its purposeful change.
As an organ of society, education should be flexibly adaptable to change in the
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social environment and, hence, change itself"*. The search for mental educational
models becomes especially important when defining new values of the national
education system. History shows that educational ideas and conceptions taking
into account mentality are always more organically fitted to educational practices,
because they reflect the ideal image of an individual of a certain nation. Mentality is
part of tradition, a set of conscious and unconscious attitudes related to the ethnic
tradition. Ethnic mentality is based on an idea constituting a spiritual ideal which
cements the people into a single unit, permeating the entire system of value
orienations®. Mentality captures a stable disposition of the inner world, brings
people into cohesive groups and historical communities. It also serves as a means
of analysis and explanation in humanities, and also a means of dynamic historical
measurement. The natural and the cultural, the rational and the emotional, the
conscious and the unconscious, the individual and the social — all these
oppositions "intersect” at the level of mentality, being dissolved in its structures.
Therefore mentality in its interdisciplinary understanding should be introduced into
the structure of humanitarian knowledge.

The Russian national educational system has always been built on the basis
of a special mentality which is nation-oriented and in many respects explains the
irrational aspects of the Russian consciousness. Mental values are a sort of
protective mechanism and means of interaction between national and world
cultures, an individual and society. A national educational system is determined by
a national mentality which demonstrates its values to "others": to the world as a
whole, to other peoples, or to another person. Mentality is a unique spiritual
treasury of knowledge and faith in their organic unity and mutually enriching
influence, which is the top goal of educational activity and the main challenge in the
field of education®. The main function of education is to provide an individual with a
sufficient level of mental values and prepare him or her for perceiving them.
According to B.S. Gershunsky, it is education and only education that is capable of
maintaining mental values of society at the proper level and making sure that they
are enhanced and developed.

Being located between the East and the West, Russia is historically ready
for a dialogue with other civilizations, and it is this readiness and practices of
uniting peoples that constitutes the historical mission of Russia. The determinative
features of Russian mentality such as openness and receptivity to international
trends and achievements, being free from national selfishness and sense of
exclusiveness, longing for unity, fairness and peace, high resistance and patience
in times of danger and hardships should contribute to the development of national
values in culture and education with which it is inextricably intertwined. Participants
of years-long debates about the axiological basics of philosophy of education
agreeably identify two of the most developed and productive dimensions in
Russian philosophy of education: cultural and globally historical. The culturological
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paradigm is based on the concept of culture, a phenomenon that "permeates ... all
decisive events in life and consciousness of people of our century". The concept
of values constitutes the basis of the global historical dimension.

The idea of culture-congruent education prevails in modern Russian
philosophical thought, defining culture as a meaningful factor of education. When
studying the specifics of an individual's way of life as a set of problem situations
that are solved by him or her and consistently get into the domain of educational
institutions, culture is regarded as an environment that extends opportunities for
solving these problem situations. Thus, education is understood not only as a
mechanism of inheriting and transferring the past and existing cultures to new
generations, but also preparation for the future states of culture. Therefore the
purpose of lifelong education is to prepare a person for resolving problem
situations in the context of developing an information-based civilization. After all,
"... an educated person is not just a specialist and not just a personality, but a
cultured person who is prepared for life, not only for normal life and streamlined
production, but also for hardships, different lifestyles and changes. ... Just like the
educational demand associated with the ability to be trained and retrained has
become natural, the demand for an educated person to be prepared for hardships
and multiple changes in his or her ideas, worldview and perception of the world
should also become natural"®. The main ideas of the culturological paradigm of
education may be regarded from the perspective of any of the contemporary
theories of culture. The fundamental theory that can be used as a basis for
analyzing modern trends in the development of education and in particular values,
is the concept of dialogue of cultures. The previous idea of a dialogue of cultures
was devised by M.M. Bakhtin and V.S. Bibler. Discoursing upon the dialogue of
cultures, M.S. Kagan did not agree with K. Jaspers who believed that in the new
"suprapolitical" thinking, politics can be overcome by culture with its spiritual
"mechanism", morality. He believed that the concept of "dialogue" appeared to be
more appropriate given the modern socio-cultural context and grew into a key
concept in the modern philosophical-anthropological, socio-philosophical,
culturological, pedagogical and aesthetic concepts3. Dialogue helps resolve
contradictions and acts as an alternative to violence, because in a dialogue the
opponent is treated as equal. The dialogical position in the strict sense of the term
implies full rights of the interlocutor (V.l. Vernadsky) and searching for a contact
that would give rise to the clear spiritual unity — the "unity of diversity" as the
ancient Greeks put it — without eliminating independence, identity, sovereignty,
freedom or, shortly speaking, subjectivity of either party*. Rephrasing a quote from
Sartre that man is "condemned to freedom”, M.S. Kagan arrived at the following
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stance: "Today, the humankind is '‘condemned to dialogue'. It is up to all of us to
execute this condemnation™.

Interaction between different forms of understanding represents an
aspiration for the universality which is one of the characteristics of humanitarian
thinking defined as dialogue. On top of the fact that humanitarian thinking is
dialogic in its nature, it targets man as a subject of culture and is ultimately focused
on the meaning. From this perspective, there could be no engineering or scientific
thinking — any thinking is humanitarian, because when considering any object or
thing, a person is looking for meanings toward man and dialogue. Humanitarian
thinking is based on understanding as a dialogue; therefore we can say that
humanitarian thinking is to a certain extent equal to dialogic thinking. These ideas
are not just relevant. We believe that they should help build values of modern
education on the basis of the idea of cultural diversity that is determined by value
neutrzality of each culture, in which one can always find both the good and the
bad"™.

The global historical dimension of Russian philosophical thought is related to
ideas of anthropocosmism, understanding of global issues of modern times,
analysis of a new picture of the world and its influence on the development of new
approaches to education. Representatives of this school believe that philosophy of
education is based on a new picture of the world which is in general not used by
modern education: a mechanistic and deterministic picture of the world is replaced
with a synergistic and evolutionary one where the world is presented as a whole.
Many values of the industrialized civilization relating to attitudes to nature, man,
understanding of activity, etc. that previously seemed to be an inviolable
prerequisite of progress and improved quality of life, are challenged today3.
Anthropocentrism according to which the world appears as a rigid system of
progressive development directed by powerful man gives way to
anthropocosmism, ideas of which have emerged largely from the original culture of
Russia and are currently elaborated on the basis of achievements in cybernetics,
synergetics, the development of the probabilistic approach, the concept of
complementarity that discover elements of self-organization and self-development
not only in man but also in the world itself. "Apparently, dialogue is a better means
of communication with a self-organizing system than a directive monologue of a
reformer who does not need feedback (and receives a boomerang effect)"."
Nevertheless, modern education is still closely linked with values of the industrial
civilization and implies the development of knowledge and skills that ensure
effective acts and operations with fixed anthropocentric value orientations.
Overcoming anthropocentrism in the content of education requires a detailed new
synthetic evolutionary anthropocosmic picture of the world that excludes the hostile
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opposition between man and nature and gives a rationale for the need for
interaction between them. This is reflected in modern culture, which more clearly
presents the ideas of biosphere, noosphere, coevolution, dialogue and co-creation
of man and nature, the idea of interconnection and harmonious relations between
people, man and nature.

Values that describe a new picture of the world are developed and examined
in various spheres of culture — these include searching for a new religion, new
morality, and new ethics. Relevant here is the concept of reverence for life as the
basis for the ethical world and life assertion, for which it is important to abandon
the technocratic culture and move towards higher forms of development. A.
Schweitzer put forward the principle of reverence for life as a fundamental concept
for a new universal, planetary culture. It is a principle of the ecology of spirit, and
maintenance of mutual respect in culture that means a transition from the
technocratic model of development to a new one that is really centered around
universal human values. Mutual influences between worldview ideas of modern
science and ideas developed in other fields of cultural creativity speed up the
process of building new universalities of culture and, hence, a new system of value
orientations that suggest a way to other, non-conventional strategies of human
activity’. The ethical idea of responsibility of man to nature is a major value
orientation dictated by the new picture of the world. Another important value
orientation is an opportunity to choose a path of human development. "The process
of education should probably develop the ability and preparedness for an optimal
choice of goals and means in the changing environment, for the assessment of real
opportunities and maximum activity in the pursuit of the choice made"?. Therefore
new education should guide a person toward making a personal choice and
undertaking responsibility which are closely linked with concepts of morality and
ethics.

History offers multiple models of an ethical person that were to one extent or
another used as a benchmark by people in different times. Today, there is also an
urge for a recognized dominant model of an ethical person, but it is still being
shaped. This "increases the tension of responsibility, which may lead to a deviation
toward ideology and delegation of personal responsibility to social institutes. The
task of education is seen as overcoming this deviation, the revelation of the status
of morality, its value and its history"®. Since a new picture of the world is introduced
into the content of education, there is a need to revise the ethics of values of
industrial civilization and select values and principles that are necessary for
everyone's survival and free development. The major values and principles include
ethics and strategy of non-violence that involves the transformation of the entire
structure of values of industrial civilization®.

The core principles necessary for everyone's survival and free development
can include the idea of tolerance toward others' and alien positions, values,
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cultures, the idea of dialogue and mutual understanding, the idea of searching for
mutually acceptable compromises that constitute values, too. The majority of
scholars believe that a synergistic, "non-linear" attitude toward the method of
resolving universal problems of civilization is more promising, because it makes the
transition from the "industrial" model of modernization that opposes man to the
world of machinery to the coevolutionary model of interactions between them®. The
project of humanistic globalism implies the existence of a society of mutual
interests, acceptance of values on the basis of building a new ethnos, world order,
and a universal dialogue. A universal dialogue is a way to organize the
cohabitation of people on the globe, since dialogicity is "a range of various forms of
encounters, interactions and correlations between the past and the future in the
present which was typical of all transition periods™. In fact, this is about a profound
change in the way of thinking and behaviors of people, and in the orientation
toward the search for unifying values.

New values of education should reflect not only the ideas of preparing a
growing person for the maturity, which involves mastering of knowledge, but also
ideas of involving an individual in an active, continuous process of discovery and
learning of the world. Values of modern lifelong education should take into account
(a) the succession of humanistic traditions of international and national education;
(b) combine high technology, differentiation and variability with originality,
uniqueness and self-belief; and (c) use achievements of different cultures and
traditions to develop not so much a specialist, as a compassionate and empathetic
person. Despite all the complexity of the modern situation, the Russian system of
education remains viable due to the humanistic values incorporated in its content.

Translated from Russian by Znanije Central Translations Bureau
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UNIVERSITIES AS SCIENTIFIC CENTRES OF INNOVATIONS
AND CONTINUOUS EDUCATION

CREATION OF AN INNOVATION ENVIRONMENT
IN RUSSIAN UNIVERSITIES AS A PREREQUISITE
FOR CONTINUOUS DEVELOPMENT

OF PROFESSIONAL COMPETENCIES

OF SPECIALISTS

V. N. Skvortsov

Introduction

The relevance of studying the system of lifelong education is driven by a search
for new opportunities for training highly skilled professionals. A sufficient number of
modern, highly-skilled and competent specialists in the Russian economy is one of the
major prerequisites for overcoming the consequences of the recent socio-economic
crisis. Creative individuality, innovative potential of people and the development of their
professional competences and skills in making "out of the box" heuristic decisions in
different areas of work determine their modern work behavior patterns and economic
consciousness. Professionals focused on the innovative development of their
professional activity can only be trained if there is a strong scientific and intellectual
potential and a sound scientific and technological base. In other words, the
development of the innovation environment of universities is driven by real demands of
the modern economy for multi-faceted and multi-level professional skills and constantly
changing qualification requirements imposed on specialists. This is based on
mechanisms of recovery of the balanced and structurally sound industrial potential of
this country and consistent movement towards creation of an innovation economy of a
new type”.

During the first decade of the new century, the country and the national
education system have become more integrated into the basic trends of the global
development of economic and educational institutions. This has broadened
opportunities for the development of a system of lifelong professional education.
However, these processes are still not sufficiently effective and not always consistent.
This has its own reasons which are largely rooted in our history. Without going too
deep into these problems, let us note that one of the reasons is an undervaluation of
the option to organically combine the 20-year experience in the market economy with
many technical and social achievements of the socialist economy. This is also true
about the system of education. All these determine the relevance of the problem raised
by the author — the creation of an innovation environment of universities as a
fundamental prerequisite for the development and operation of the regional system of
lifelong education of highly skilled specialists.
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Given the profound and multi-faceted nature of the problem, we do not intend to
reveal all the aspects of the development of an innovation environment of universities.
Instead, we will focus on the key issues and questions that are, in our opinion, not
sufficiently investigated. These include: (a) the essence and components of the
innovation environment; (b) the functions of the innovation environment of universities
as an important component of the system of lifelong education and development of
professional competencies of specialists; and (c) key aspects of innovative activity of
university faculty, staff and students which contribute to the development of a system
of lifelong professional education in the region.

Innovation environment of universities:
Essence and components

The innovation environment of a university is a component of its wider
educational environment which is described by a range of characteristics’. When
seeing the innovation environment of a university as a special section of its educational
environment, we should remember a number of elements that influence both teachers
and students in the course of their education (higher, postgraduate, additional
education, etc.). In this case, the innovation environment of a university is a
prerequisite for designing by teachers and students of their life meanings in the course
of their interactions with objects, people, events, and values available to society, etc.
The innovative nature of the educational environment in a university suggests that
there are conditions for the development of teachers and students and their ability to
design their own environment of educational action. The latter facilitates
individualization of the innovation environment of university in terms of defining its
place and time.

The innovation environment of a university includes a range of spatial and
substantive factors, social components and interpersonal relationships. All these
factors are interrelated, complementing and enriching each other and influencing each
of the actors of the innovation environment of university. The innovation environment
can be classified based on the type of the educational institution where it exists: the
innovation environment of the school, gymnasium, lyceum, college, higher education
institution, etc. The innovation environment within a higher education institution can be
classified both by the level of influence (meaning its structural units) and by the
membership and number of students and teachers involved: the environment of higher
education institution, faculty, course, department, or study group. As suggested by
N.V. Bordovskaya in her above mentioned article, the subject of ontological analysis
and design of the educational (as well as innovative) environment in an educational
institution covers specific features which characterize both the subject (a teacher or
student, university faculty or a study course, study group, etc.), and the educational
environment as such, as well as their interactions on the basis of the three-component
structure, which includes the spatial and substantive, information and technology, and
socio-communicative components. The innovation environment of a university has
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qualitative and substantive characteristics. They can be seen from the perspective of a
subject, object, activity process and as a social phenomenon that develops in time and
space, enabling the university to reach a new level of scientific and pedagogical
development. This creates a new emotional atmosphere in the management of the
educational process, which is directly related to the high significance of the innovation
environment for all actors of the educational process, to the activity and expansion of
their creative potential, enabling the university to creatively engage in other areas of life
of the region(s), sectors of the economy and the country as a whole. Improvement of
the innovation environment of a university is immediately related to the development of
creative capabilities of its teachers and students. It is where its staff and students exist,
live and implement their professional competencies. This environment not only
surrounds them but also shapes and develops them as creative personalities.

Being connected with research and educational activities of the university staff
and students, the innovation environment of university is dynamic, but at the same time
stable and non-relative. It uses innovative activities of teachers and researchers to
develop a new type of students who, in turn, influence the faculty by operation of the
feedback laws. This mechanism creates opportunities for expanded reproduction of the
creative innovation environment of university as a component of a wider system of
lifelong education in the region. The dynamic nature of the innovation environment
manifests itself in the system of alternating innovations, market promotion and support
of new educational and research products which are used by consumers and actors of
lifelong education for the development of their professional competencies. Here,
innovations which are the substance of any creative environment of university should
go through a number of conditions: from a newly conceived idea through its
experimental testing to the deployment of the innovative result in the educational
process or actual production. Teachers and researchers of a university serve as a
center, a creative nerve of its innovation environment. As actors of the innovation
environment of university, they create, promote and use innovations in academic
activities, being actively involved in the development of professional competencies in
their students and highly skilled specialists of the region involved in the system of
lifelong education. Taking a certain place in the complex system of relationships in the
educational process, they use their creative academic and scientific work and teaching
activities to develop and reproduce creative characteristics of their students and
attendees on a larger scale, as well as innovative characteristics of not only their own
university, but also of businesses, firms and organizations in the region.

When it is said that the innovative potential of a university is related to a special
type of personality of its staff and students, this means that they have those personal
and professional qualities that are required for the development of modern society.
Innovation requires the university faculty, students and attendees of postgraduate
courses to constantly develop an unambiguously defined set of personal
characteristics, such as the want for change driven by time; the ability to get away from
the power of tradition; creative thinking; the ability to find ideas and bring them to life;
skills and competencies in the development and application of proper social
mechanisms for achieving new results; skills in approaching the selection and
management of the deployment and promotion of specific innovations in a systemic,
prognostic way; the ability to find bearings under uncertainty and understand the
acceptable degree of risk; willingness to overcome constant obstacles; well developed
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ability for reflection and self-analysis. Without developing these professional
competencies, teachers and students of the university and attendees of postgraduate
courses cannot be regarded as actors of the innovative activity. They help build
temporary creative teams, departments, faculties, research and scientific laboratories
and other divisions of the university where creative innovative activity is carried out.
These divisions may be both formal, as they are created in accordance with the
existing administrative and staff structure of the university, and informal, as they appear
on the basis of creative scientific interests, personal feelings and attachments of
teachers and researchers.

The educational space of a university filled with quite a real substance is an
important component of its innovation environment. However, the innovation
environment and educational space of the university are not identical. In the
educational space, it is easier to reveal the substantive essence of trends and
individual dimensions of the innovation environment, track changes in the process of
education, and upbringing in terms of the integrity of interactions between things and its
actors, and analyze a particular substantive situation in the innovation environment
either as something which is freely shaped and assigned by teachers, researchers and
students of the university, or as a functionally predetermined and essentially alienated
system of things. As social and cultural determinants of the innovation environment of
university, these components accumulate human energy, being created and
continuously reproduced by actors of the educational process. The substantive
situation in the innovation environment on the one hand promotes creative work of
teachers, researchers and students of the university, and on the other hand, once
emerged, it becomes an essential element in their academic and educational activity
and creative work, for it not only "reflects" them, but also "imposes" certain
requirements on them".

Relationships and interactions between actors of the educational process —
teachers, students and attendees of postgraduate courses — are an essential
component of the innovation environment of university. The system of these
relationships operates on the role-related, professional and personal levels. The
system of relationships is an extremely important component of the innovation
environment of a university, as it expresses the collective, mutually causal nature of
pedagogical and scientific activites of its staff and students. The system of
relationships between actors of the innovation environment is based on interactions
and integration of outcomes of their creative activities. Ideally, these relationships put
individual actors of the educational, and innovation environment together into a special
holistic research and teaching ensemble. In this case, the innovation environment of
the university becomes an integral phenomenon, as its actors are acting in a
multidimensional and universal way. The “multidimensional” is about the manifestation
of all pedagogical processes and functions in the course of the development of the
innovation environment of university — education and self-education; learning and self-
learning; upbringing and self-upbringing, of both teachers and students. The “universal’
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is about the reflection of all aspects of the development of their personality —
economic, political, aesthetic, moral, psychological and physical®.

Innovations complete the innovation environment of the university as a system.
Since we are speaking about higher education, these usually include change in its
public status, nature and level of financing; in the structure of the national education
system; and in the content of education in general. Innovative activity of the university
faculty is immediately linked with their professional competencies and with the
implementation of academic and scientific innovations in the field of lifelong
professional education of highly skilled specialists. As emphasized by A.l. Prigozhin,
innovation, in the proper sense of the term, "is a purposeful change which introduces
new, relatively stable elements into the implementation environment (organization,
settlement, community, etc.). These can be either purely material or social, but each of
them is just a novelty, the substance of the innovation, for example, a machine,
equipment, technology, new social or professional rite, statistical or accounting form,
new raw material, etc. Innovation is a process in which a system transforms from one
state into another'?. A.l. Prigozhin believes that innovations can be material and
technical or social. Social innovations are divided into economic; managerial (with
organizational and social dominants); legal; and pedagogical including methods of
teaching and upbringing. Social innovations differ from material and technical
innovations by the following important characteristics: (a) they are more closely
connected with specific social relationships and business culture; (b) a wider scope of
application; (c) a stronger dependence of the innovation application on collective and
personal qualities of users; (d) unobvious and poorly verifiable benefits, as opposed to
technical innovations; and (e) their effectiveness is more difficult to keep record of. The
novelty of social innovations, including in education, most frequently does not occur in
a laboratory, but instead stems from best practices and findings of practitioner
teachers. This is why in the majority of cases, the real basis of the emergence of social
initiatives is much broader and diverse than that of technical innovations, including
outside the scope of special professional developments. In terms of scope, innovations
are classified as comprehensive in novelty and comprehensive in implementation. In
terms of material and functional embodiment, there are supportive and product
innovations. In terms of innovative potential, innovations can be radical or basic,
reverse and opening. In terms of the procedure of implementation, innovations are
divided into a several groups: one-time, completed and uncompleted, successful and
unsuccessful. In terms of specific features of the innovation process, innovations are
usually classified as intraorganizational and interorganizational.

The innovation potential of university staff immediately manifests itself in the
novel nature of outcomes of their professional scientific and educational activities and
in the scale of the implementation of their developments in practice. In terms of novelty,
innovation can be definitely described by a number of characteristics: (a) the level of
generalization achieved by the innovation; (b) the ability of the innovation to give life to
a family of other innovations; (c) sustainability and repeatability under different
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leisure environment of the region; (c) supporting and reproducing the required number
of highly skilled specialists; (d) providing balanced interaction with the technical and
social sub-systems at the regional and federal levels; (e) balancing interests and goals
of organizations interested in continuous development of professional competencies of
their employees’.

In order for a university to be able to perform the above functions, its staff has to
proceed from an outlook, strategy and phases of the transition of the national economy
to the innovative type of development. These target doctrinal components first of all
include social, economic and technological policies of the country. Their establishment
encompasses the following milestones. In the first stage (2005-2010), it was planned to
create effective mechanisms for promoting science and innovation and enhance their
role in the economic policy. In the second (current) stage (2011-2015), there is a need
for creating conditions for large-scale application of scientific ideas and advanced
technologies that can help modernize and technically upgrade industry, agriculture and
other sectors of the economy, as well as renew and expand the base for reproduction
of innovation cycles, enhance financial, technical and human resources of science and
education by accumulating highly intellectual human capital and advancing high
technologies. The third stage (2016-2030) involves the creation of mechanisms to
enable Russian higher education institutions and other sub-systems of the national
innovative research system to be properly integrated into the system of creation and
reproduction of a knowledge-intensive structure of industry based not only on the
accumulation of fixed assets, but also on investments in the expanded reproduction of
intellectual human capital. In order to be included in the public reproduction system, the
university will have to define strategic areas of its activities, strengthen ties with
business and industrial entities in the region and with capital markets (opportunities of
businesses for innovative investment in the improvement of university education), with
links to regional administrative system, with its innovation infrastructure, etc. In other
words, it should become a full-fledged player in the competitive market of innovations
at the level of a particular region and the country as a whole.

When building elements of the innovation environment, each university should
be a community, a team of professionally competent specialists who are capable of
developing and updating a strategy for the development of the lifelong education
system on an ongoing and extended basis. It includes tools for informatization,
humanitarization, international cooperation, and pre-university and postgraduate
training of its students and graduates. Without such a strategy, the dynamic
development of its innovation environment is hardly possible. Being aware of these
aspects from, so to speak, the outside of the innovation environment of a university
allows for assessing the innovation climate in the region and society in which it exists
now and will exist after a few decades. This helps identify the dynamic characteristics
of the innovation position that is, or will be, held by the university in the given territory
(after all, in some cases, it is the only educational institution of this level in the region
that is capable of providing postgraduate education of highly skilled specialists). In this
case, the innovation environment (and position) of a university reflects the content of a
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certain logic in building the entire hierarchy of educational institutions in general and
lifelong education in particular on the regional level — it has a direct influence on
problem-solving mechanisms for improving the quality of education in terms of a
systemic approach to the development of all levels of education, including
postgraduate development of professional competencies. It is here that the role of the
innovation environment of the university as a center of the regional system of lifelong
education of highly-skilled specialists should be visible. In other words, as such a
center, it should not only train and educate students and provide postgraduate training
to specialists involved in the regional system of lifelong education, but also produce
educational, scientific and information technology innovations on a continuous and
regular basis.

Drawing on these components allows for the proper definition of the functions
that should be performed by universities, acting as a major innovation sub-system in
the contemporary Russian society. These functions are based on objective economic,
social and cultural foundations which determine the content of these functions, as well
as the development of a modern regional system of lifelong education and
development of professional competencies of highly-skilled specialists.

In particular, the above mentioned socio-economic function of the development
of the innovation environment of the university is related, in our opinion, to the building,
development and maintenance of human resources, professional competencies,
scientific, technical and intellectual potential of the society and its particular regions.
When performed by universities, this function helps improve the efficiency of
reproduction of complex dynamic changes in the market of highly qualified specialists
and in production, both in the society as a whole and in its particular regions. The basic
nature of this function in the development of lifelong education in regions is objectively
determined by the demands of market entities for employees of the appropriate high
qualification and professional quality, which facilitates their more efficient use at
production facilities, in organizations, firms, etc. This relates to the goals of lifelong
education of specialists who are interested in acquiring a wider and more fundamental
range of knowledge, skills and professional competencies in self-guided creative
search and seek to learn to relatively quickly adapt in the current production
environment and tough labor market.

Transforming new scientific information received by university staff into an
economic resource for the development of regional production is another important
function of the innovation environment of university. In economic terms, obtaining new,
previously unknown information by businesses, organizations and firms from a
university is an important innovation element of their market behavior and
development. Here, information serves as a product of innovative technology and
professional competence potential of the university. It becomes a component of activity
in a particular sector, an asset, resource and commodity of the business environment.
It becomes a factor of production and competition. As an economic object and
commodity, information is distinguished by essential characteristics: the value of
information is not directly related to the cost of its creation, storage or processing, but
instead depends on the place, time and method of its use; possession of information
does not secure an absolute right to its use; the value of information at the time of its
creation or sale is in many cases unknown and is usually determined only after its use.
In other words, in the modern context, a major feature of information, especially new
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information, is that it is organically linked with competitive mechanisms and becomes
an active component of the development of public production. In this case, we face
different aspects of the problem which are still to be addressed algorithmically and
legally. In some cases, the value of new information for potential users is different,
because they proceed from (objectively depend on) their scientific, technical and
production capabilities, and as such either cannot use it completely or have outgrown
its potential. In other cases, there are problems because information is of a military
technical nature (in which case, it is hon-economic, national security considerations
that matter). In yet other cases, after being specially processed and presented in
relevant media, the new received information, which is objectively required by regional
manufacturers as a commodity and resource, cannot be used because it is difficult to
apply traditional economic mechanisms to it. For example, it may be very difficult to sell
information, because the seller continues to be the owner, and if not sold, this
information may be used by the owner to create a more advanced development and
then offered to other buyers, bypassing the first consumer. This leads to a situation
where none of the manufacturers are able to become its sole and exclusive owner
(these aspects require a deeper and all-round investigation). Finally, we can speak
about a special "economy" of innovation, because building and analyzing economic
models which include new scientific information (new, previously unknown regularities,
trends, effects, materials, management techniques, etc.) can be regarded as an
independent innovation factor of economic growth for market players, along with the
conventional factors, such as regular labor and capital. In other words, in addition to
wider opportunities, after the development and achievement of specific results from its
innovative activities, a university may start facing real difficulties. These difficulties are
related to evaluating the value of information it possesses, the lack of clear criteria of
economic evaluation for such exercises, the impossibility of evaluating information in
general (not to mention new, unigue scientific information) without reviewing complex
dynamics of the entire system "information — information environment". This is due to
the fact that any economically useful information is often not strictly related to the costs
of its acquisition. Therefore, there are a lot of examples where historically significant
innovations did not require much investment, but had a real and long-term impact on
the life of the entire society. Let us look at one of these examples. It is well known that
in the beginning of his career Bill Gates invested only $5.000 in his new business. In
ten years, his capital reached about 50 billion dollars, and his net income increased 10
million times in a relatively short period of time.

Creating or promoting integration of the technical and organizational
environment of regional production. This is another function of building the innovation
environment by a university. It can be effectively implemented by developing the
professional qualities of university staff and students who are involved in the
improvement of the information technology system of the region by upgrading and
expanding it on an ongoing basis. To do so, the research and development activities
undertaken by professionally competent employees of universities should be
intensified, shifting their focus toward applied research and directing them toward
making regional production radically more knowledge-intensive by reorganizing its
industrial and technological structure. This will allow for the intellectualization of the
economy by accumulating modern scientific and organizational knowledge.
Opportunities for this lie in the creation of mechanisms for continuous improvement of
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technologies that serve the economy and society. To achieve this, the university
becomes an actor of the intensification of the reproduction process in the region by
means of its innovative developments, proposals and projects (however, it is not
enough to have highly innovative know-how. It's also required that its partners and
customers should have an appropriate technical environment — a relevant system of
machines and technological processes, new organizational and management entities
— and they should be economically driven and motivated). University teachers and
students involved in creative innovative activity should be not merely professionally
competent and not only offer new solutions, but also actively contribute to the creation
of appropriate components of fixed and variable capital of regional manufacturers.
Innovative results produced by the university and offered to its regional partners and
customers should not be regarded as an attachment to the existing outdated technical
facilities, and the latter should not prevent innovation as an alien environment, but
should continuously change and improve (in an objective, professional and competent
way). This gives rise to mutual production and economic interests of the university staff
and market entities of the region. This manifests itself in the form of a new production
infrastructure on the one hand, and in their cooperation with the university through
institutions of lifelong education and retraining staff on the other. Here, we should take
into account the connection of professional and educational standards with demands of
real professional activity which is customary in an organization, company, firm or
business. In this case, the development of the innovation environment of a university
should be aimed at finding points in which the capabilities intersect with real demands
of production for the development of professional competencies of specialists. The
latter should substantively reflect interaction between results achieved at a certain level
of lifelong education of specialists and demands of real production. These
requirements are usually variable and sometimes individual as immediate
requirements of the employer for the quality of training of its employees, which makes it
possible to make a flexible change in the number of trainees and the quality of their
training. These barriers in lifelong education management can be overcome by using
mechanisms of direct financial co-investment by businesses, organizations and firms
into the system of lifelong education of their specialists in the university, by involving
employers in the creation of its modern training facilities, etc. In particular, interactions
between the university and market entities can be based on the principles of social
partnership. They imply that the system of lifelong education and development of
professional competencies of specialists involves regional executive authorities,
employment centers, public organizations, businesses of different forms of ownership,
professional education management bodies of different levels, regional media, etc. In
this case, it is essential to develop a well thought-out system of indicators of the
development of these processes in order to more clearly define responsibility (even if
only one's own responsibility) for the implementation of particular items of the program
for the deployment and development of lifelong education of specialists for a specific
actor of the educational process in the region. Having received such training, a
specialist will be very quickly used in different professional activities that are advanced
in terms of their complexity. This educational practice of a university objectively
promotes parity between the capabilities of the lifelong education system and the
respective requirements of businesses, organizations, firms and individual highly
skilled specialists. This, in turn, means that they should be equal at achieving a
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common educational goal — training specialists with certain social and professional
competencies by arranging for effective direct communication and feedback between
the university as an actor and organizer of lifelong education of specialists and its
partners and customers (businesses, organizations, etc.).

Developing the intellectual potential of public production in the region is,
perhaps, the most important and essentially integral function of the innovation
environment of the university as a center of the regional system of lifelong education of
specialists in a certain territory. The development of individuality and professional
competence of a creative individual currently becomes the major area in the
development of any forms of education, since only this type of the target model of a
specialist that can lead to the development of the high intellectual potential of a region,
including its economy, science, culture, etc. This function of the university is primarily
related to the development of research and postgraduate training of scientific
manpower. Certainly, what really determines the efficiency of universities in the
implementation of this function for lifelong education of specialists (both "insiders" and
"outsiders") is the condition of their scientific and pedagogical professional competence
potential, interest and motivation of their staff for innovation, and finally, efficiency in
using available innovations. We believe that in this case universities have a special role
and importance. A university is a cultural, methodological and methodical center for
higher and postgraduate continuing education of highly-skilled specialists. The
accumulation of scientific, technical, cultural and humanitarian potential of the society
as a whole and its individual regions in particular is objectively associated with
universities. In this context, it is worth noting that the purposeful development of the
innovation environment of the university effectively influences the development of
social lifts between social strata and groups of modern civil society. By performing
these functions, universities, acting as actors of lifelong education, contribute to
increasing the scale of social movements, raising the cultural and technical level of all
the specialists in the region, and ultimately to improved performance and efficiency of
social and spiritual dynamics in the Russian society of today. Naturally, these functions
for lifelong education of highly-skilled specialists performed by a university as a
regional center are driven by objective fundamental trends (reflecting social, economic
and cultural aspects) in the development of modern civic society in Russia. Directly or
indirectly, they influence the development of the regional organization of lifelong
education of skilled specialists.

When it comes to the development of the intellectual potential of public
production in the region, this means that the innovation environment of the university
contributes to the expansion and enrichment of the social experience of teachers and
students in the course of: (a) their collaborative and/or self-guided learning activity in
solving various scientific and academic tasks; (b) their communication with teachers
and peers in classes and different extracurricular activities in various areas; (c) their
self-cognition, self-regulation, self-control and self-organization. In this case, the
innovation environment of the university facilitates professional socialization of a future
specialist, enabling him or her to enter the professional environment where thinking
and professional behavior will largely depend on the particular professional activity.
This is about the implementation of the university's function of professional adaptation
and shaping values. This takes place through educating and professional training of
students and postgraduate attendees.
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The above-listed functions of universities are rather unstable, which in many
respects facilitates their adaptation to the changing social and economic environment.
But these environments also adapt to the changing needs and interests of universities,
being driven by scientific innovation. Competitiveness is achieved by those universities
that have the strongest position in the selected markets and can maintain it for quite a
long period of time. All these processes are related to increasing flexibility in the
development of the innovation environment of universities by means of qualitative
improvement, transformation and growth of their internal resources. In this evolution,
higher education institutions crystallize their interests, defining their place in the region
and seeking for the creation of an innovative educational product that is necessary for
the implementation of the goal and strategy of the development of lifelong education of
specialists designed for a competitive market, etc.

Economic and organizational
mechanisms for the development of
the innovation environment of universities

Each university has its own independent interests which are driven not only by
the region in which it is located, but also by its historical traditions. At the same time,
their evolution is determined by changes in the entire system of economic interests in
the region and the country. The methodological basis for the intelligent creation of
economic and organizational mechanisms for the development of the innovation
environment of a university is laid by studying conditions for the transformation of the
economic system as a whole. Here, it is necessary to clearly distinguish between the
external and internal context of the development of the innovation environment of the
university. From the perspective of external factors, it seems promising to explore the
mechanics of the innovation environment of a university as a component of a regional
innovation and research sector. Usually, this includes a range of economically
interrelated innovation elements that belong to scientific knowledge and research
practices of institutional entities in the socio-economic system that support business
development and improvement of the quality of living in the region by means of lifelong
education and development of professional competencies on the basis of knowledge
and various innovations. As a possible outcome, specialized divisions of the university
can develop and distribute their innovative know-how in the market of educational
services. All this contributes to the development of innovation activity in the region,
more effective utilization of the professional competence potential of the university, the
creation of an environment to support and promote innovation activity, the
implementation of its scientific product in practice and thus increases the regional
significance of efficient scientific work. When built this way, the external innovation
environment of a university can become a component of a mechanism for dynamic and
self-sufficient development of the entire regional economic system and, in particular, of
continuous development of professional competencies of highly-skilled specialists in
the university.

In the context of the existing economic tension, the above described
phenomenon of lifelong education and its cumulative efficiency are not always properly
understood not only by ordinary Russians, but also by many business leaders. You can
even hear that lifelong education does not bring high profits. As a result, business
entities and institutions in a given territory reduce financial support for the development
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of the regional system of lifelong education. This was clearly seen during the recent
economic downturn. In particular, this statement can be supported by the following
data. In mid-February of 2012, the research center of the recruitment portal
Superjob.ru interviewed 1,600 respondents from all federal districts of Russia to find
out their opinion on the question of what if a specialist is recognized as someone who
has worked in his or her field for a certain period of time, and has extensive
experience, but does not have higher education in the respective field. It turned out that
this idea was liked by 51% of contemporary economically active people in Russia. In
particular, they note as follows: "Currently, higher education in Russia is a profanation.
If a person performs his or her duties efficiently, then he or she has enough
knowledge"; "Practice is more than theory. Theory can be learned through practice, by
further improving yourself*; "I cannot find a proper application for my education — it's
nothing more than honorable certificates". Another 27% of the respondents support the
idea, but note that in some fields, specialists must have higher education. These
include medical workers, teachers, educators, engineers, lawyers, builders, astronauts,
managers and economists. Only 15% of Russians believe that many years of
experience cannot replace the theoretical knowledge received in university. The
statement was more frequently criticized by respondents older than 45 years of age
(21%) and those with monthly income above 45,000 rubles (23%). To illustrate similar
"anti-behaviors" of market entties in the field of continuous development of
professional competences of their employees, let us consider data obtained by Ancor
recruitment company in the beginning of the 2008 crisis. It was found out that due to
the economic downturn, managers of more than two thirds (71%) of Russian
businesses, organizations and firms first of all intended to discontinue financing of
training and professional development of their staff in 2009, i.e. their lifelong
education®. This way they in fact reduced the domain of lifelong professional education
in their regions.

Apart from external entities, the efficient development of the innovation
environment of a university should also be economically and organizationally funded
by mechanisms of shaping motivations for creative activity of teachers and researchers
in the university itself. For this purpose, the university should develop healthy,
competitive relationships between actors of the innovation process which should reflect
the essence of the current goals and objectives of development not only for the
university but also for the wider business community — the region and the country. In
substantive terms, they should be in line with the essence of the value of modern
economic relations, promote a search for innovations and their promotion in the
regional industry, ensure good performance of the system of business and creative
partnerships of the university with businesses and organizations in the region (by
motivating their specialists and workers toward achieving high innovative results not
only in the educational process, but also in operations). This mechanism should reflect
factors that help improve and develop performance of the core strategic management
team of the university, its financial resources, innovation- and business-related views
and values in the university community, quality management of education and
research in the university, corporate philosophy of its teachers and students (the
significance of the university as a regional educational institution), the periphery of
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educational services, in particular, expansion of distance learning and continuing
education. Certainly, these factors can be further concretized and elaborated, for they
represent an open system and are aimed at interaction with other higher order systems
in the region and the country as a whole.

We think that economic and organizational mechanisms for the
implementation of functions of the university's innovation environment should not be
in conflict with the contemporary paradigm of the market economy, since they are
based on competition between its players. Developing the innovation environment of
university using such economic and organizational mechanisms involves paying
more consideration to the real interests and motives of actors of innovative activity at
different levels of their operation. The innovation environment of a university can be
developed if contribution of each professional in the innovation created by a research
team, department, etc. is individualized and taken into account to the greatest extent
possible with the help of the economic-organizational and psychological-pedagogical
mechanisms developed and used. It is essential to record the most effective and
unique results of innovative research and disseminate them among as many users
as possible. Innovative activities of university teachers (as well as students and
attendees of postgraduate courses) should be promoted by a positive change in their
motivations, goal-setting and business acumen. A system of such mechanisms
should prompt university teachers and researchers to continuously search for new
and master the existing innovative ideas, to develop new educational solutions and
implement them in a creative manner. From the perspective of personal development
of university teachers and researchers, this system should guide them toward the
development of their professional competencies for creative search, the ability to
work in a flexible research team, etc. An essential aspect of these economic and
organizational mechanisms is that the final results of work of all research, academic
and functional divisions of the university should be evaluated on a methodically
uniform basis. These characteristics should be, for example, included in the
collective bargaining agreement. In our opinion, this approach should become a
usual practice in the innovation environment of a university as a prerequisite for
continuous development of education of highly-skilled specialists in the region.

At the same time, the outlined pattern of competitive relationships between
actors of the innovation environment of a university should not be blindly copied,
relying on unregulated market forces. What is required is a differentiated multi-
directional and multi-level (from ordinary teachers to the university rector) mechanism
for the organization and promotion of innovative activities. By using a system of
coherent and easily verifiable indicators, this should encourage competitive working
and creative relationships between actors of the educational process, and in particular
develop their interest in innovative cross-disciplinary and cross-departmental academic
and research activities. This mechanism should substantially take into account the
dynamic, flexible and multi-factor social nature of the reproduction of modern creative
capabilities and professional competencies of higher education teachers, ranging from
the complexity of their work to the quality of their usual daily life. We believe that such a
competitive environment that takes into account the major primary and secondary
social aspects of educational and scientific activities of university workers help come to
grips with the creation of an economic mechanism of the innovation environment which
has promising potential.
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Innovation environment of universities
as a prerequisite for training
professionally competent specialists

The innovation environment of the university has little value in and of itself
unless it involves continuing training and development of professional competences of
modern, highly-skilled specialists. From this perspective, the development of an
innovation environment of a university should be in line with the goal of a manifold
increase in industrial efficiency of the economy and launching new products by
businesses. The development of the innovation environment of a university is intended
to help businesses and manufacturers to become leaders in their fields and understand
the new coordinates for the development of human capital, from top managers to
ordinary employees, which requires a new model of economic development. This, first
of all, involves the restoration of scientific and technological leadership of Russia in
globally recognized sectors of science and economy, and also careful selection of
priorities for national revival. The traditionally leading industries in which we still enjoy
technological advantages are nuclear and aeronautical sectors. The list is open — it
depends on the global market environment and in no small measure on the initiative of
businessmen and workers of these industries. In terms of development of higher and
lifelong professional education, this involves the development of new professional
competencies not only in specialists, but also in ordinary people. In other words, the
multi-directional modernization in the country requires a new type of actor of the
educational process who will have modern intellectual resources, state-of-the-art
technology, good knowledge of national and international laws, and algorithms of
innovative activity. This has been realized by the leading European scholars and
businessmen: We, in the West, have finally realized that the main source of
competitive advantage is people and nothing more. People make the difference. For
too long we believed or wanted to believe that there were other, more important things,
putting our hopes on machines, conventional and information technology.
Nevertheless, the fact remains that we return to man, to his personality and creative
potential®.

The qualities that are currently at the forefront of training of highly-skilled
specialists in the national system of lifelong professional education include creative
potential, entrepreneurial skills, broad-based knowledge, responsibility, willingness to
make decisions, etc. This is driven by the fact that in recent decades, professional
knowledge of any specialists is very quickly becoming obsolete in terms of its content
and relevance. Therefore, the ability for retraining and drive for change in one’s
occupation become notably more important and economically necessary. This, in turn,
creates new requirements for the innovation environment of the university. which builds
the contemporary human capital. In particular, by managing lifelong education of
specialists, the university should contribute to their integration in the new emerging
production culture of competitive industrial entities which meet the highest national and
supranational requirements. By creating an innovation environment as a prerequisite
for the development of lifelong education in the region, the university can and should
have an effective impact on the improvement of modern professional activity of
specialists and their formation as a new type of professionals who meet the demands

! CanmoH P. Byaywee meHemkmenTa / nog peg. E.B. MuHeeBoii. Cl16.: Mutep, 2004. C. 273.
62



of the new century. Surveys of the Public Opinion Foundation show that such
professionals are capable of designing their future, consciously accumulating and
mobilizing social and material resources, being independent and socially stable, and
having positive attitudes toward the implementation of innovation. They are highly
responsive to changes in the economic, social, political and cultural development of the
country, region and their business. In the conditions of high volatility of the external
environment, these specialists apply a proactive, action-based approach, seeking to
master new competencies and "capitalize" on the available economic and educational
resources.” Given this, the innovation environment of the university should promote the
cultural and educational development of specialists who will allot a significant part of
their free time for active innovative practices, such as additional education, sports,
fitness and traveling. In this respect, by organizing lifelong education of highly-skilled
specialists, the university can teach them to treat their free time as a special resource
(and this requires special skills in managing and using it in an efficient manner). Their
involvement in contemporary cultural practices will be proactive and initiative and their
free time will provide a space for the reproduction of their socio-cultural identity.
Consequently, the development of the innovation environment of a university as
a component of the system of lifelong education is objectively aimed at the
development of special professional competencies of specialists. These are
leadership, commitment, self-reliance, responsibility, the ability to make decisions and
evaluate the moral meaning of their actions, the willingness to learn and relearn
throughout their lives, and be responsive for socio-economic changes in the particular
region. The faculty of a university can not only help specialists to express themselves
in their work, but also reflect promising developments in the social, economic and
cultural life of the particular region in the educational process. In particular, its scientific
and educational innovations should seek to consistently improve productivity and
efficiency of individual and collective performance, to radically change informational,
technological, intellectual, value and conceptual content of professional activities of
multiple entities of civic society, including the lifelong education sector. In other words,
in the development of the regional system of lifelong education of professionally
competent specialists, the university has to rely on a fundamental change in the
professiological dynamics of modern production and civic society, and on the new
configuration of their professions, knowledge, skills, abilites and competencies. It
should also take into account objective trends in the development of a new status of
many specialists, assess the influence of the lifelong education on its dynamics, etc.
Let us repeat that the goal of the innovative development of lifelong education should

! Kak nokasanm nccnefoBaHs doHaa 06LLEeCTBEHHOTO MHEHWs, MpoBefdeHHbie vm B 2009 r.,
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BWOB «KanuUTa0B» U JINYHOCTHBIX YCTAHOBOK Ha AeATeNlbHOCTHOE OTHOLLEHWE K OpraHv3aLymn CBOel XU3HW.
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be to create a professionally competent specialist who has a well-established
understanding of the fundamental principles of constant change in his or her profession
and demonstrates a high level of performance in his or her productive activity. The
above things, in our opinion, create systemic challenges to universities as regional
centers for the management of lifelong long education of highly qualified specialists.
These mean that through lifelong professional education a specialist should synthesize
his or her general, social, economic and professional culture, real labor and creativity.
This can only be achieved by using tools and mechanisms of the development of the
innovation environment in the modern higher education system. Such an approach to
developing the innovation environment of the university clarifies the real coordinates
and key points in the development and upbringing of a professionally competent
worker — a professional as a new personality, a subject of a new philosophy for the
organization, management, modernization and development of real production.

The development of such a professional should objectively rely on the current
situation and be linked with the major aspects of contemporary development of public
production. In particular, a study of the value system of managers undertaken by
E.V. Bushkova-Shiklina has revealed the following characteristics. Among professional
values of managers, the fist preferences were given to professionalism, cooperation,
integrity, attention to people, development, success, legitimacy, as well as education
and work at the bottom of the list. The least preferred, according to the respondents,
are quietude, mercy, hope, meaning of life and equality. The results were almost
similar between line, middle and top managers, and small and medium-sized
businessmen. The author believes that this may show the integrity of the value system
of managers and businessmen and similarity in their personal beliefs and attitudes in
the professional environment. This indirectly suggests that it is necessary to develop a
new methodology for lifelong education and incorporate into it substantial cultural
components for professional competencies. They should create a certain scientific
reserve to gradually advance actors of a new corporate culture and organizational
democracy emerging in the post-industrial economy into production. Professional
attitudes and competencies of such specialists as actors of the new organizational
culture of production reflect their tendency to focus on interests of their colleagues and
build their relationships with subordinates on the basis of trust. True contemporary
professionals are interested in long-term prospects of their business, firm and team;
therefore they introduce positive and effective change into production on an ongoing
basis. In other words, continuing university education should produce professionally
competent specialists who can rely on the vital values of their colleagues, act not only
for their own benefit but also for the benefit of their team, and have knowledge of
mechanisms for achieving the major development goals of their business, organization
or firm. The innovation environment of a university should be created to improve the
efficiency of training of specialists who are able to build employment relationships in
line with the philosophy of modern production teams. The basic qualities and values of
a modern professional should be personal and professional competencies that will help
him or her to develop strategies for improving consistency and efficiency of a
collaborative inter-team and intra-team professional activity.
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Organizations, businesses or corporations that are permeated by activities of
such professionals are more likely to avoid many adverse situations in their
development, especially during the times of crises in the development of society. They
will have no unduly strict discipline, rough treatment of and hiding information from
subordinates, hidden decision making, resistance to new ideas, hesitation among the
staff, etc. If a university can develop such professionally competent specialists through
lifelong education institutions and provide a favorable psychological atmosphere, it will
surely overcome many negative habits and attitudes.

The experience of Russian universities and my personal experience show that
young people of the type required by the Russian economy are already among us.
This is supported by results of international intellectual competitions and by foreign
patents being issued to young Russian researchers for their inventions. It is no secret
that for many decades, the leading universities of the world and major foreign
companies have been hunting for our best graduates and professionals, especially in
the field of information technology. It is absolutely clear that the "smarter" and more
efficient the economy is, the higher people’ welfare will be: modernization of the
Russian economy and democracy in society are only possible if we use some of the
intellectual resources of the modern Western post-industrial society in an open,
pragmatic and well thought-out way.

Reflections and conclusions

All the above said enables us to make a few summary statements to conclude
this chapter.

First. Discussion of the problems of the development of the innovation
environment of universities is driven by contradictory trends observed in the
development of the system of education of all levels, between its ideologeme which still
bears many of the social orientations of the past, but has already built a holistic vision
of the current goals, forms and methods of modern education on the basis of the
lifelong education concept. This can to a large extent be explained by the conditions
and requirements of the transition of the Russian economy to a brand new stage of
development. At some point, this model was clearly demonstrated by industrially
developed countries of the West. Throughout the second half of the last century, the
greatest percentage of the increase in population employed in public production was
accounted for by occupations with prevailing intellectual work (85% in the U.S., 89% in
Germany, 90% in Japan and 95% in the UK). The experience of these countries shows
that high demand for skilled and a highly-skilled workforce in "post-industrial countries”
serves as a real basis for accelerating growth of investment in people (first of all, in
education and improvement of their life conditions and health), as compared to
investment in material elements of production.

Second. In the modern context, our country, first of all, needs to recreate its
innovative industrial potential and solve the most urgent social problems. It is only then
that we will be able to become a post-industrial economy. Many positive parameters of
the Russian economic system are still associated with its past industrial successes,
while negative ones are centered around the lack of post-industrial experience in
sustainable reproduction of innovations. At present, the country should again seek to
become an industrially developed power, albeit the opportunities for finding ourselves
among the leading post-industrial powers quickly and instantaneously are still limited.
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But this is not an argument for despair: a lot of countries in the world follow the path of
post-industrial progress and achieve much success. Our primary goal is to lay the
foundation for the restoration of industrial potential with a more well thought-out and
effective structure, secure the position in this group of countries and then gradually
move toward the creation of a modern innovation economy.

Third. This movement involves quick change of technology and development of
social, economic and political life. These factors (as positive stimuli) drive continuous
renewal of education based on the fundamental trends in the establishment of modern
Russia. These conditions do (or do not) encourage contemporary specialists to
improve their educational attainment and professional competencies on an ongoing
basis in order to feel confident in the labor market. Real creative involvement of a
university in the development of lifelong education of specialists in the region enables it
to realize its place in the system of regional and basic interests of the entire society in a
more precise and proper way and to offer a range of professional and innovative
models of learning and behaviors of specialists in line with vital needs for the
development of market entities in a certain territory. This effectively creates the need
for devising and building an innovation environment of the university and working on
the issues related to ongoing change in the content of continuous development of
professional competencies of specialists with a focus on innovation. All this leads to
mechanisms for resolving the conflict between the need to provide the dynamic labor
market with highly-skilled specialists and the inability of the current education system in
many regions to meet this challenge, which, in particular, manifests itself in the conflict
between requirements of the new competence-based standards and unwillingness of
the teaching community in many high education institutions to comply to them.

Fourth. The system of measures for the development of the innovation
environment of universities as a prerequisite for the development of a regional system
of lifelong education of professionally competent specialists should, in our opinion, be
based on the need for developing a new pedagogical and scientific ethos. A modern
university should be capable of continuous reproduction of innovation on the one hand,
and keep our deep national interests and centuries-long spiritual aspirations on the
other. It should be kept in mind that efficient implementation of these capabilities by
universities will require mature regional institutes of civic society (including a regional
system of lifelong professional education for university staff). Obviously, some of these
capabilities are outside the scope of national education (in particular through
participation in the Bologna Process). However, the fundamental conditions are
associated with our needs and interest in the evolution of the modern market economy
of Russia and the capabilities of the regions to build effective social and economic
policies for the development of lifelong education at different levels.

Fifth. Overcoming barriers faced by lifelong education of specialists requires that
a relevant system of activities of regional entities responsible for this dimension of
education be devised and established. Its creation should be based on the real
capabilities of the region for its gradual implementation in practice. Special focus
should be placed on organizational, economic and legal mechanisms for liaisons
between educational institutions and regional education authorities and other actors of
lifelong education in the region. A system of continuous development of professional
competencies of highly skilled specialists should become a target function of
interaction between regional education authorities and educational institutions. The
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improvement of efficiency of managing these processes in the region should be linked
to the improvement of the system for assessing management quality, which will
prevent formalization and bureaucratization and feature highly transparent and clear
mechanisms. Building the management system of lifelong education of specialists
involves proper forms of promoting the quality of its results. It is no less important that
university teachers should receive necessary knowledge of market culture and
introduce it not only into "non-market disciplines" but also into social interactions with
students and attendees of additional and postgraduate education courses.

All these should provide necessary and sufficient conditions for a systemic
transition to lifelong professional education at a regional scale. Scientific and
educational support will become the responsibility of universities. This is, in our opinion,
their historical mission which they have been pursuing for many centuries.

Translated from Russian by Znanije Central Translations Bureau
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CONCEPTUAL AND PARADIGMAL ASPECTS OF PROFESSIONAL
COMPETENCE IN THE CONTEXT OF CONTINUOUS EDUCATION

CHANGES IN THE DEVELOPMENT OF
PLURILINGUAL COMPETENCE OF
THE 215" CENTURY CITIZEN

N. Macianskiene

Introduction

This article’s objective is to show, on the basis of an analysis and discussion
of the state’s language policy, the importance of developing plurilingual
competence as a necessity of the 21% century citizen. To achieve this objective, we
have the following tasks: firstly, to display the relevance of language skills
constantly emphasized in scientific research; secondly, to introduce ideas for
language policy development elaborated by the European Council and the
European Commission; thirdly, to explain the concepts of plurilingualism and
multilingualism; fourthly, to define tasks for language policy development in
Lithuania; fifthly, to demonstrate a positive practice of surveying plurilingual
competence in higher educational institutions. The methods used in this research
are a comparative analysis of documents and academic literature, content- and
meta-analysis, and event research.

The increasing communication and interaction between people of different
nationalities, races, cultural, historical and religious origins, mentalities and
traditions, languages, economic and social strata, continents, etc. force people to
be linguistically and culturally prepared for the challenges of multilinguistic and
multicultural communication, and also make countries invest in the development of
linguistic competence as a mandatory skill for the 21% century citizen. The
relevance of foreign language competence within the framework of lifelong
education has been globally recognized in recent decades; English-speaking
countries in particular have realized that speaking just English is not enough. The
21 Century Skills Map (2011) designed through joint efforts of general national
organizations led by the American Council for Teaching Foreign Languages,
illustrates the integration of world languages in 21% century skills. Learning
languages is considered to be an opportunity to increase cultural awareness and
prepare students for a successful life in the global environment.

According to statistics, American students rarely choose languages other
than English as a school subject. The concern of teachers is understandable: in
2007—2008, only 18.5% of the students in American public schools have been
enrolled in foreign languages studies. As has been stated in the report “Education
for Global Leadership: The Importance of International Studies and Foreign
Language Education for the U.S.A. Economic and National Security." (2006),
“...continuation of U. S. world leadership will depend on the ability of our students
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to communicate with the global community inside and outside our borders”. It has
been reported that for the purpose of “we must improve the learning programmes
in our educational system equally well as we do in our colleges, universities and
vocational schools in order for the population to master knowledge about world
regions, global aims, foreign cultures and languages.” Students are encouraged to
develop language skills and acquire a communicative competence “similar to real-
life communication”. In the report, the importance of learning in the following
languages has been identified: Arabic, Chinese, Hindi, Japanese, Korean, Persian
/ Farsi, Russian and Turkish.

These ideas resemble the Standards for Learning Foreign Languages in the
21 century, which stipulate that “language and communication are the core of
human practice.” In the Standards, five objectives (priority directions) for the
learning of languages are marked (see Table 1).

Table 1
Five objectives (priority directions) for learning languages
Objective direction Objective subject
Communication Ability to pass and receive messages at 3 levels of communication

representing the real-life interaction between people: interpersonal
(bilateral interaction); interpretational (ability to understand and interpret
unilateral oral or written text); presentational (ability to present
information in oral and written format)

Culture Students learn to understand the cultures of nations speaking certain
languages by studying the cultural products, practices and relation to the
prospect of those nation

Connections Students can evaluate their knowledge of other subjects through a
language and reinforce the concepts they've already learned in language
classe

Comparison Students learning new languages and cultures also deepen the

understanding of one’s own in terms of how a language works, how and
cultures reflect future prospects, practices and products of people
speaking a certain language

Community Language studies become more purposeful when students see the
language’s real-life application. Through modern communication
technologies, language classes can deliver the whole world for both
student and teacher and allow the students to use a language outside
the school

Source: National Standards for Learning Foreign Languages, 2006.

These same objectives should be named in a small country like Lithuania
(perhaps, excluding the idea of global leadership) for the purposes of persistence
in the global market environment, improvement of intercultural and
communicational skills of our citizens, teaching people communicative abilities,
transferring knowledge from one subject to another, making comparisons,
representing own culture in a studied language, and becoming an expert
conversational partner in the multilinguistic and multicultural communities of this
century.

69



Encouraging plurilingual competence
in Europe

Languages have always been a general question in the European Union’s
agenda since its establishment. According to the European Language Council
(2003) and the sustainable and independent Association of the European Council,
linguistic diversity is one of the cornerstones of the EU. The European Commission
and the European Council act consistently (or, at least, do not contradict one
another). Despite the difference of origin and functions of these two European
institutions, they both share the same views on the relevance of multilingualism
due to its functions (mutual understanding, communication) and the democratic
citizenship principle of the European Council or European entity and EU diversity.
The European Council, established in 1949, now joining 800 million people in
47 countries, encourages states to create conditions for their citizens to learn
languages for the purposes of communication skills in 2 or 3 languages and, thus,
to improve mobility, improve employment options, personal information
comprehension, develop tolerance, and understand other cultures (see Table 2).

Table 2
Language learning policy of the European Council
Policy direction Language learning policy subject
Plurilingualism Level of skills for communication in several languages throughout life
when needed
Linguistic diversity Europe is multilingual and all languages are equal for communication

and identity expression; the right of use of any language(s) is protected
by the EU Conventions

Mutual understanding Having the possibility to learn languages is the main condition for
intercultural communication and understanding of other cultures

Democratic citizenship Participation in democratic and social processes within multilingual
communities is facilitated by the plurilingual competence of people

Social entity Equal opportunities for personal development, education, employment,

information comprehension and cultural awareness depend on the
availability of lifelong language learning
Source: Plurilinguistic education in Europe, 2006.

The European Council gives top priority to plurilingual competence
development, i. e. enrichment of a person’s plurilingual pattern, various proficiency
levels for various languages, and different competence types.

Plurilingualism or multilingualism. The concepts of pluri- and
multilingualism require special explanation. The European Council suggests the
preferential use of the term “plurilingualism”, meaning “potential and/or relevant
use of several languages at different proficiency levels and for different purposes”
(Guide for the Development of Language Education Policies in Europe, 2007).
Development of plurilingual competence is considered a major objective and
fundamental principle for the language education policy of the European Council.
The European Commission’s objective is an “efficient multilinguistic society in
which individual multilingualism (plurilingualism in the European Council)
constantly increases until each European citizen becomes proficient in at least 2
languages, besides a native one.” As stated in “Language Competence Review”
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(2007), “multilingualism is a major European value which constructs European
unigueness and contributes to its culture and society.” Obviously, the importance of
competence in different languages represent the ultimate goal for each citizen and
the state, however, the terms used for expression of this idea are different. As
defined in the “Common European Framework of Reference for Languages”
(CEFRL), the regulations used for a description of language proficiency,
plurilingualism is the ability “to apply languages for different communication
purposes and participate in various intercultural activities in which a person
considered as a social actor is skilled in communication in several languages and
experienced in several cultures.” This is “an internal ability of all speakers to use
and learn more than one language at different levels for certain purposes” (P.168).
CEFLR differentiates plurilingualism as a speaker’'s competence (ability to use
more than one language) and multilingualism as language diversity in a certain
geographic region: consequently, it is a speaker-oriented language transfer (a state
can be either mono- or multilingual).

Regardless of the differences in the terms used, the essential things are: (a)
languages are a pre-requisite factor for communication and mobility; (b) urge for
multilingualism development through the creation of conditions encouraging
citizens to acquire greater language competence (i. e. native language plus 2); (c)
recognition of equality for all European languages; (d) assurance in developing
mutual understanding through language learning and understanding other cultures;
(e) belief in greater competence is followed by greater competitiveness and
improvement of employment conditions and welfare (King et al., 2006). In one of
the recently adopted documents, the Graz Declaration on Language Education
2010, “Quality education for plurilingual people living in multi lingual societies”,
developed by leaders of 10 famous international associations, the significance of
new educational objectives and language policy adoption are shown as the
essential factors in a challenging modern life for the global multilateral, multilingual
and multicultural environment, enactment of which is impossible for people with no
proficiency in several languages and experience of various cultures.

Various factors of a modern life in the 21* century challenge citizens to have
plurilingual skills for success in the competitive global labor market (see Table 3).

Table 3
Development challenges of plurilingual competence
(based on ideas of the Graz Declaration, 2010)
Innovations in
communication technologies

Availability of a quality lifelong Compatibility of educational
education systems and qualifications
Rise of mobility Development challenges Economic welfare
Increase of cultural diversity in Globalization growth in social
modern European societies and economic processes

Social unity, intercultural

dialogue
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Growth in globalization of social and economic processes, social and
intercultural changes, and increasing language diversity, which all promote a rise in
mobility and development of information technologies, require perfect
communication in several languages if a person wants to have a good education
and superior qualifications to be successful in the competitive labor market, which
provide his/her and welfare and that of the country.

How are countries prepared to accept such challenges and provide
their citizens the conditions for the acquisition of plurilingual skills? If we
consider language learning objectives, it becomes obvious that all political
resolutions are based on the following mindset: one should observe not only
general principles such as social equality, personal liberties, and a positive attitude
to diversity, but also general social conditions such as society model, collective
priorities, etc. (Guide for the Development of Language Education Policies in
Europe, 2007). The new research “Languages in Europe Towards 2020” (King et
al, 2011), presented in the LETPP project (Languages in Europe: Theory, Policy,
Practice), establishes the framework for future mindsets of the language policy in
Europe and reviews the modern policy at the European and state levels, analyzes
changes, and makes suggestions for future events in plurilingual competence
development. The authors of the document (King et al, 2011) speak of a detailed
(formally adopted and implemented) and implicit (practically performed) language
policy. Explaining the concept of a language policy, we often consider the formal
document defining and describing the events initiated by governments and
institutions for the improvement of language education and learning. We can think
of language policy as of factors influencing the choice within the language
education and behavior of people, social groups and nations. Meanwhile, these
objectives are too constrained. We should distinguish this type of language policy
from the effects of economic, social and political forces, which impact on the
language choice and ecology.

In some EU documents on languages and language policy drafted by the
European Commission, language policy development is supported on the national
level of member countries. We mark the major documents and connected research
results:

1. Communication annexes to the action plan of the commission “Promoting
language education and linguistic diversity of European language competence”
(2005);

2. “New frameworks of multilingualism strategy” adopted in November, 2005.
This document brings forward 3 general objectives of the European language
policy: (a) provide citizens access to EU legislation, procedures and information in
native languages; (b) develop the major role of languages and multilingualism in
the European economics; (c) support the citizens in learning and speaking
languages, improve mutual understanding and communication;

3. Widely known ELAN research “European economics results due to
insufficient foreign language skills in business” conducted by the General
Directorate for Education and Culture of the European Commission in December,
2005, which obliges CILT, a national language centre in Great Britain, to cooperate
with an international research team to review almost 2000 received messages from
29 European countries. Particularly, it was noted that a significant number of
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businessmen had experienced losses due to insufficient language skills. Around
2,000 businessmen (11% respondents, 195 messages) lost contracts for this
reason. Many of them had not been able or wanted to specify the number of lost
contracts, however, 37 businessmen had lost contracts for a total of £8—13.5
million. The next group of 54 businessmen had lost contracts for a total of £16.5—
25.3 million. Finally, 10 businessmen had lost contracts for over £1 million;

4.84% of Lithuanian respondents participated in ELAN research and
employed as translators stated that 50% of the employed have plans to start trade
in any country; 32% have been offered to teach their staff a foreign language. 44%
of Lithuanian respondents have agreed that there are still language barriers, and
companies tending to growth, trade expansion, and market development shall
additionally hire language experts in the next 3 years. Thus, obviously, due to the
insignificant share of Lithuanian companies in small and medium business, bosses
are concerned with the foreign language competence level of their employees;

5. Multiple reports to the European Commission such as “Frameworks of
European Language Competence Research” (2007), “Multilingualism: Advantage
for Europe and Shared Commitment” (2008), “European Multilingualism Strategy”
(2008), “Strategic Frameworks of European Cooperation in Education and
Practice” (ET 2020) (2009) encourage language learning and linguistic diversity
and set the goal for Europe where each person can speak 2 languages other than
their native language.

How do countries respond to challenges of the modern life and
requirements of plurilinguistic/individual multilinguistic =~ competence
development? The European Commission research “Implementation of
multilingualism into the lifelong education program in 31 countries” (2008) reviews
the events for language implementation in 31 countries participating in the lifelong
education program with application of 3 research methods — broad written team
survey, emails of own review, 125 interviews with experts in different languages.
340 events have been identified as perfect initiatives and methods and grouped
according to the following major objectives: (a) distribution of positive
teaching/learning experience for a special language; (b) distribution of positive
teaching/learning experience for a general language; (c) increase of quality in
teaching a general language; (d) support of diversity for the suggested languages;
(e) support of language learning or career development; (f) exchange with positive
experience in language teaching; exchange; (g) support of innovative methods for
language learning. Various events have been identified: linguistic competitions;
conferences on language learning or multilingualism; seminars on linguistic
subjects; events for promotion of language learning and use.

Development policy for
language education in Lithuania

“Policy directions for teaching Lithuanian language” (further Directions)
prepared by the European Council and Ministry for Science and Education of
Lithuania in 2004—2006 emphasized the integrated language policy model
showing the independence of various languages — official language, language of
ethnic minority and foreign languages. Such relations are considered as a useful
potential contribution to accumulation and augmentation of plurilingual
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competence. Language learning is understood as a development of various
interrelated aspects serving to personal development as well as for social changes
(see Table 4). In the part 2 of Directions, Strategy of Learning Foreign Languages,
it is stipulated that learning foreign languages and proficiency in them is essential
for personal maturity, communication with the environment, learning other cultures
and a comparison with native culture, sharing information and social and cultural
values, development of communicative competence and cultural identity, learning
relations with other nations and their cultures. Language learning facilitates better
understanding of existential issues and reinforces our personal system of values
and general skills.

Table 4
Additional values of language learning
(“Lithuania: Policy Directions for Language Learning, 2004—2006")
Communication with environment
Establishment  of  collective Personal maturity
loyalty inside an integrated
society
Esthetic art and recognition Structuring and transfer of
knowledge
Growth and development of Search and  sharing  of
diversity and individual identity information

Intercultural awareness

In Directions (2004—2006), it was defined that the integrated language
policy developed in Lithuania is a policy in which all languages are represented as
educational process components, a policy in which relations suggested between
languages are equal.

Trends for choice
of foreign languages in Lithuania

The situation of teaching foreign languages in the educational system of
Lithuania shows that English is the 1> foreign language studied as a compulsory
subject at general high and secondary schools (see Table 5).
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Table 5

Language choice at general high schools

] J_St, 2nd' 3rd
Type_of (_adu_catlonal Compulsory or selective foreign Selected languages
institution |
anguages
General high schools Compulsory learning from | 1% foreign | English — 77.6% (from
the 4" grade; possible | language 2001), 83.2% (from
intros from the 2" grade. 2003—2004).
Compulsory learning from German — 14.1% to
the 2nd grade since 2012. 18.5%.
French — 2.7% to
3.9%
General high schools Compulsory learning 2" foreign | Russian — between
language 74.8% in 2001 and
81% in 2010.
from the 6" to 10™ grades, German
in 2009—2010 from the 5"
grade

According to the data of Department of Statistics, at the beginning of the
2010—2011 school year, 92% of Lithuanian students at general high schools and
over a half of students of vocational schools (60%) learned one foreign language.
The number of students choosing English and Russian is growing (see Table 6),
whereas the number of students selecting German and French is going down (the
decrease in the choice of German is significant). A small number of students
(0,3%) at general high schools learn other languages like Italian, Spanish, etc.

Table 6

Students at general high schools of Lithuania studying foreign languages, %

Languages School year
2005 2009 2010
English 80,2 88,8 89,4
Russian 39 40.9 13
German 17,5 10.9 55
French 32 2.8 >'5

Within the aspect of selecting a 2" compulsory foreign language, the
distribution seems to be unbalanced yet more stable. The main concern of
choosing a 2" foreign language is that it is studied in the 5" to 10" grades of
general high schools but is not further in demand, only becoming a selective
course for humanities students who continue studying it during the last 2 years
(11th and 12" grades). Besides, there is no final grade for the 2" foreign languages
and, therefore, it is impossible to evaluate the acquired competence. The 3
foreign language is a selective course at general high schools. Its figures are low
and mostly indicate the choice of humanities students for their further education.
According to Eurostart News Cronos (May, 2004), the average number of foreign
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languages studied per 1 student at general high schools of Lithuania in 2001—
2002 was 1.7 for primary schools (ISCED 2) and 1.6 for secondary schools (ISCED 3).

The data presented by Eurostart display that in 2010 the average number of
foreign languages studied at general high schools of Lithuania (ISCED 2) has
grown to 1.8, while the same index for secondary schools (ISCED 3) has reduced
to 1.5. In comparison with indices by Eurostart, the average number of foreign
languages studied at general high schools of Estonia and Latvia is much higher,
with 2.3 and 1.9 as compared to 1.6 in the EU. However, these statistical data
represent the situation in the institutions of official education.

Languages are not demanded in all educational spheres and, therefore, the
situation depends on a common schooling policy of institutions. Most universities
offer English courses. According to the students’ choice, English strongly holds the
1* place at colleges and universities while German outnumbers Russian. At
colleges, French and Russian are at the same level (8%—9%) and at universities
French is selected more often than Russian (Profile, 2006).

Language teaching policy
in higher education institutions

Higher education institutions are challenged by the Bologna process, the
implementation of which requires the conditions for language learning and
intercultural competence acquisition. Language policy is a new phenomenon and
shall be developed strictly at those universities which value general student
preparation for overcoming challenges in global society. The objective of the
research conducted by the author of this article in 2009 is to analyze the
development of language policy in higher education institutions with the experience
of European higher education institutions, ENLU and MOLAN projects data, and
methods of comparative and content analysis. Two parameters suggested by
Tudor (2004) have been applied to the description of institutional language policies:
strategic changes and opportunities in the present conditions. Although higher
education institutions in Lithuania pursue many diverse goals, the role of higher
education in the development of linguistic and intercultural competences as well as
clear language teaching and learning policy is embodied yet not always defined in
official documents.

In Lithuania, implementation of the European language policy is performed
at the tertiary level, just as it has been planned in the “National Education Strategy
for 2003—2012" in which the objective of higher education institutions has been set
for the provision of conditions for students to acquire a good competence in 2-3
languages. In their attempts to suggest various foreign languages for students and
provide the acquisition of plurilingual competence, higher education institutions
shall observe the requirements of academic programs based on the decisions
adopted by the Ministry for Education and Science, most of which include foreign
language competence development.

Content analysis has been applied to the research of 27 decisions adopted
by the Ministry for Education and Science, and 20 standards for expert practice at
5 ISCED level concerning the requirements for foreign language learning. In
conclusions, it has been noted that the development of plurilingualism in Lithuania
is declarative, as in the analyzed documents only indices for competence in foreign
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languages and regulations for teachers have been presented, while students are
only required to be proficient in one foreign language and, in many cases, for
special purposes. For instance, standards for chemistry (2004), geology (2004),
psychology (2004), biochemistry (2005), physics (2007), biology (2008), etc.
contain no requirements for foreign language proficiency of graduates. No foreign
language is mentioned in the part of general education as well as in the description
of competences. Some standards envisage for university graduates a proficiency in
one foreign language only (for professional use), e. g.: Standards for technology
sciences (construction), 2005, etc. Therefore, we can conclude that the official
documents which regulate drafting and evaluation of the academic programs and
their further implementation (research of decisions and standards) are insufficient
in terms of accordance to the labor market requirements and represent poor
preparation of graduates for a competitive labor market. At many higher education
institutions, there are only several credits intended for the language competence
development, thus the number of academic hours allocated for language learning
have been reduced due to the increasing number of academic hours meant for
special study courses.

Consequences of inadequate attention to the development of a proficiency in
foreign languages at higher education institutions have been discovered among
enrollees within an analysis of their preparation in English for the 2" cycle
programs (graduates of the 1% cycle programs in Lithuanian and foreign higher
education institutions, Macianskiené, Tuomaité, 2010). Global internalization of
education affecting Lithuania increasingly values the provision of a greater number
of programs taught fully or partly in English. Consequently, students are interested
in education abroad, and constant guest visits of foreign academic staff lecturing
for students of a master degree are needed, as well as mobility and other terms
according to which students of higher education institutions shall be proficient in
English. Scientific research has discovered insufficient language competence of
the graduates as well as different levels of their language competence. Therefore,
the research proves the relevance of greater attention to foreign language teaching
at higher education institutions through the introduction of a special foreign
language course, higher claims for the requirements for a proficiency in foreign
languages, as well as the need for a standardized evaluation to support the
efficient student mobility at higher education institutions of Lithuania to make their
language competences comparable for the quality assurance at the further
education level.

By reference to the above-mentioned, it would be a mistake to claim that
foreign languages could be studied only at general high schools. Obviously, foreign
language learning shall be considered as a part of lifelong education. Therefore,
higher education institutions must focus on further development of foreign
language teaching and learning on the basis of knowledge and skills obtained at
schools. If students hope to be prepared to use of their language skills at the labor
market, they must graduate from a general high school being proficient in a foreign
language.. Failing this, students shall develop their language skills and gradually
reach the required level of language competence independently. Acquisition of
plurilingual competence is a process of lifelong education.
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The following instance of a positive experience in the plurilingual
competence development will be presented in the description of practical
structuring of foreign language teaching and learning at the University of Vytautas
the Great (VMU).

Instance of VMU: efficiency of university initiatives
in plurilingual competence development

Since the establishment of VMU (1989), the goal has been set to provide the
opportunities for students to acquire plurilingual competence, which is one of many
unique features of the classical university established on liberal principles. As a
result, the terms for development of language competences at this university are
exceptionally favorable, if compared to other higher education institutions of
Lithuania. Subsequently, we will define a background for the institution’s language
policy formation, provide statistical data and analysis of the practical foreign
language teaching and learning carried out at VMU.

Provision of compulsory language courses. All 1* cycle students study a
“Language Culture” course (Lithuanian) (5 ECTS). The other compulsory subject is
a foreign language (12 ECTS). The level of teaching English depends on the
competence of enrollees. 1* year full-time students shall reach B2 level of CEFR in
English during the 1* semester. The study plan for English as a foreign language
depends on the following criteria: university diagnostic test (50% of grade) and a
school grade for English (state exam, final school grade, oral school credits).
Students obtaining 80 of 100 points at the state exam or having a certificate of
language proficiency justify their competence and, thus, are exempted from the
compulsory English course.

The research conducted at VMU has revealed, despite the proficiency in
English at the school level, that graduates tend to improve their knowledge. Not all
students entering the university are fully proficient in English at the required level of
competence (see Table 7) allowing them to successfully perform their academic
duties (access to sources, opportunity to attend the lectures of guest professors,
involvement in programs with students of other countries, active participation in
mobility programs, etc.).

Table 7

Proficiency in English of enrollees at B2 level (CEFRL)
and higher (percentage, to total number of enrollees at VMU this year)

2007 2008 2009 2010 2011
4,6% 9,3% 15,0% 24,4% 34,7%

Numbers display, in 2011 only one third of students has had the required
level of English proficiency. This means, they should have continued their studies
of English.

Provision of selective courses and associated courses in culture. In
2007—2011, the strategy of Center for Foreign Languages (CFL) identified the
following tasks for the university: liberalize the choice of foreign languages
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connected to the needs of students’ employment and the requirements of
international communication; diversify the list of suggested languages; regularly
update the content of language programs according to new social and expert
needs; offer distance training language courses; prepare the language courses for
the faculty staff, etc. (2007). The statistical data received by CFL of VMU show that
in 2010 only one third of the enrolled studied a language other than English at F2
level. Therefore, for the provision of favorable conditions for the development of
plurilingual competence and the ability of graduates to efficiently function in the
modern world, the university pays great attention to the suggestion of courses in
languages other than English. In 2002—2011, the list of offered and studied
languages has doubled: from 13 in 2002 to 26 in 2011. This marks that VMU
students are provided perfect conditions to develop plurilingual competence and
create their own language profiles. VMU students are offered courses for 26
languages taught on a permanent basis in the linguistic and non-linguistic
programs. All language courses are subject to the credit system (most commonly 6
credits are granted) and teaching is performed in a combined mode (4 in-class
hours + 2 hours of interactive work according to the Moodle system per week). CFL
offers 25 languages: Arabian, Chinese, Danish, English, Estonian, French,
German, ancient Greek, New Testament Greek, modern Greek, Italian, Japanese,
Korean, Latin, Latvian, Lithuanian as a foreign language, Lithuanian sign language,
Norwegian, Polish, Portuguese, Russian, Serbian, Spanish, Swedish, Turkish,
Czech and Old Norse; the mentioned languages have been historically taught.
Lithuanian as a foreign language has been offered at the Faculty of Humanities.

Except for courses of Lithuanian language and culture, teachers also offer
students selective language courses. 14 language courses connected to culture
courses and offered by CFL provide a broader cultural mutual understanding
(Cities of Antiquity, Nascence of Modern Literature, Classical Mythology, Chinese
Culture and Society, Arabian Culture, Culture of Turkish countries, Hellenic Culture
and Christianity, History of Antique Culture, Islam and Modern World, Japanese
Culture and Society, Latin Literature, Culture of Grand Duchy of Lithuania,
Religious Symbolism, Turkish World).

Extracurricular activities. Plurilingual education is associated with in-class
and extracurricular activities increasing and developing the language competence
and expanding an individual language pattern of learners. For purposes of
plurilingualism, education is connected to plurilingual education (e. g. Teaching of
national, foreign and regional languages) for the development of plurilingualism as
a competence. Notably, plurilingual education can be performed through activities
oriented at growth of the linguistic diversity awareness yet not focused on language
learning and, thus, not stating it compulsory (Guide for the Development of
Language Education Policies in Europe, 2007).

Extracurricular activities offered at the university are diverse and should be
divided into the following categories: club activities, conventional events and
spontaneous campaigns. Below, we will shortly tell about each of them.

Clubs. The following clubs have been created at the university: DIWAN, Club
of Eastern cultures in CFL was established in 2008 initiated by Turkish students
from Azerbaijan; South Asian Club (Iran, Afghanistan); Central Asian Club
(Kazakhstan, Uzbekistan, Kyrgyzstan, Turkmenistan, Tajikistan); Japanese Club
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“Hashi” and Korean Club “Hallyu” organize their activity at the University Centre of
Asian Research. The Japanese Club “Hashi” was established in 1998, and 2007 is
considered to be the year of reestablishment. Instead of regular evening events,
karaoke, hanami (flower viewing), and Japanese cuisine lessons are carried out. A
new tradition when after the event all guests are invited to stay and talk at the
Japanese tea-party was started. Such a form of communication is supported by the
club members. “Hashi” is based on the model of Japanese clubs and its activity is
only conducted with the efforts of students. The events are organized by students,
and the club is open to wide audience: http://asc.vdu.lt/clubs/club-hashi/. “Hallyu”
(Korean wave), founded in 2010, spreads South Korean culture. The founders and
admirers share their knowledge of Korean culture, history, films and music.
Furthermore, they try to create opportunities for live communication with Koreans
studying and living in Lithuania: http://asc.vdu.lt/clubs/club-hallyu. The Spanish
Language and Culture Club named after Miguel de Cervantes organize events
encouraging an interest in Spanish culture and language. The Centre of
Portuguese Language and Culture unites students interested in Portuguese culture
and language.

There are three conventional events: European Language Day celebrated
since 2002 (a year later than European EDL) and called at the university
“European Language Week” since it lasts a week and involves a wide range of
events. Each year the holiday has a special name (“Awaiting the Queen”, “Words
Among People”, “People Among Words”, “Languages, Nations and Cultures”, etc.).
In the recent few years, students of schools in Kaunas and other Lithuanian cities
have actively participated in the EDL events. The university students visit schools
and organize interesting programs (language tests, contests with proverbs, etc.)
together with the ERASMUS exchange students and teachers, etc. Other
conventional events are Language Days for 1% year students celebrated during the
guidance days for freshmen at the start of a semester and “Language Oasis”
organized for the students in the university open days each winter. Students
learning different languages share information about the university and possibilities
for plurilingual competence development at VMU.

Spontaneous campaigns are often carried out together with conventional
events such as plurilingual language contests, poster days, and language test
events initiated by CFL teachers. Various campaigns are organized jointly with the
cultural institutions of Lithuania (Polish Culture Institute, French Language Institute,
etc.) Presently, a plurilingual student contest is held annually. Yulia Vasilyenko, the
contest winner, speaks 12 languages, 9 of which she studies at the university (she
learned 5 languages at B2 level for 4 semesters). Other prize-winners learn 5 to 8
languages at different levels and in different time periods. Various extracurricular
activities provide the students with opportunities to use a language in real-life
communication but, more importantly, they enrich their intercultural competence,
and reinforce the interest for languages, tolerance, and various world views.

Conclusions
In order to prepare students in accordance with the labor market and for
further education, they must be provided possibilities for language competence
development, i. e. opportunities for acquisition of communication skills, intercultural
mutual understanding, conditions in which a language can be used for the real
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content analysis, comparison of native language and culture, and use of language
in extracurricular activities.

Development of plurilingual competence must be started at an early age,
continued at high school and further, while young people must be prepared to
develop an independent language and intercultural competence throughout life, i.
e. increase compulsory skills in lifelong education. Scientific research identifies the
trends for language selection at general high and secondary schools: a demand for
English has increased extremely, while other languages are also appreciated.
Development of plurilingual competence is an attempt at lifelong education.
Consequently, higher education institutions must provide students the opportunities
to obtain language and intercultural competences. Even with unclear requirements
in the official documents, higher education institutions include language policy in
the agenda, if the objective is to train students to be able to join a competitive
global labor market and succeed in the multicultural and multilingual life of the 21
century. The University of Vytautas the Great is a positive instance of how initiative
and care for students are sufficient for the creation of a multilingual teaching
environment offering new possibilities for acquisition of the plurilingual competence
and its development.
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FORMING THE MODERN CONCEPT
OF EDUCATION TRAJECTORY —
LIFELONG EDUCATION

T. Yu. Lomakina

Lifelong education is the only means

for a man to adapt to a changing
environment, and the only way to preserve
a man's identity.

P. Jarvis

The basis for the elaboration of the "Concept of Educational Trajectory
Forming — Lifelong Education" are the peculiar features of the modern stage
(continuity, stability, precipitancy and informativeness) and the generally known
trends of global development®: a) accelerated pace of the development of society
and, consequently, the necessity to prepare men for living under swiftly changing
conditions; (b) the transition to a postindustrial information-oriented society and a
significant expansion of cross-cultural interaction, presupposing the formation of
such features as communicability and tolerance; (c) the emergence and growth of
global problem that can only be solved as a result of cooperation within the
framework of the international community, necessitating the formation of modern
thinking in the younger generation; (c) the democratization of society, expansion of
political and social choices and opportunities, making it necessary to make citizens
more prepared for such a choice; (d) dynamic development of the economy,
competitive expansion, a decrease in the unskilled and low-skilled labor sector,
deep structural changes in the sphere of employment determining a constant need
for professional skills, improvement and employee retraining and thus
enhancement of their occupational mobility; (e) increasing significance of human
capital assets forming 70-80% of national wealth, causing the intense priority
development of both youth and adult education. These changes influence the
occupational skills structure among professional personnel, demanding that they
be structurally mobile and requiring an improvement in their knowledge on a
permanent basis. That is why lifelong learning for the purposes of personal and
professional development, changing of trades, and mastering wide-ranging skills in
compliance with the supply and demand for highly skilled personnel is a matter of
great importance.

Lifelong education is viewed in modern pedagogical science as, firstly, a
system of opinions about educational practice that proclaims a man's learning
activities as an integral and natural part of his or her way of life at any age. Lifelong
enhancement of personal creative potential is viewed as the main purpose of
permanent education’. Secondly, as a wholesome process ensuring the
progressive advance of a person's creative potential and comprehensive

! T.10. NomaknHa CoBpeMEHHbIi MPUHLMM Pa3BUTUS HEMPEPLIBHOrO 06pasoBaHus. M.: Hayka,
2006.
2 ApxaHrenbckuii C. M. YueGHbIii MpoLecc B BbiCLUEN LUKOME, €r0 3aKOHOMEPHbIE OCHOBbI W
meTogpl. M., 1980. C. 9-10.
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enrichment of their mental world; this process is essentially specially organized
step-by-step learning, resulting in favorable changes of the social status of a
person.

Permanent education must make it possible for a person to advance in a
multidimensional educational space, and create optimum conditions for such
advancement. The purpose of such conditions is to help a person to advance with
confidence and to find his or her bearings in the field of professional activities.
Whereupon the core factor of continuous education is its integrity, i.e. not the
mechanical addition of elements, but a deep integration of all the subsystems and
processes of education”.

At present, the continuous education system is one of the priorities of
Russia's State policy of development. The policy papers: "National Doctrine of
Education in the Russian Federation for the Period up to the Year 2025", National
educational initiative "Our New School", Federal Law "On Education in the Russian
Federation® — put emphasis on the necessity of a transition to a competence-
oriented paradigm of education, and to closer attention to working with talented
and motivated children.  Attaining these aims is directly connected with the
educational process’s customization. The following customization models are
proposed as having good potential, because both Russian and international
experiences of working with them have been positive: (1) organizing the studies of
Il stage school students on the basis of custom curricula and educational
programs; (2) custom educational routes in educational networks; (3) a cumulative
crediting and rating system based on modular education technology; remote
learning based on computer technologies.

An Individual Educational Trajectory (IET) can be viewed as: (a) a method of
customization in the context of a new paradigm pertaining first and foremost to the
activities of a student as a subject of his or her own education. This concept is
based on the student's own role and responsibility in the process of cognitive
activities defining his or her personal potential; (b) the individual method of every
student's personal potential realization; (c) a purpose oriented process of designing
an educational curriculum in which a student acts as a subject or choice, designing
and realizing his or her path in education with the teacher's pedagogical support;
(d) a conventional continuous line along which a person moves in educational
space in accordance with training levels (educational qualification) and in view of
succession with the knowledge obtained earlier.

Whereupon, the continuous education system must fulfill the following three
main conditions: firstly, continuity of educational standards and programs at
various general and professional education levels; secondly, the possibility of the
suspension and subsequent renewal of education, changing its form, choosing an
individual educational trajectory, skills improvement, retraining, etc. with the
purpose of maintaining both a high general education level and professional
competitiveness, and meeting the labor market’s requirements; thirdly, an absence
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of "dead-end" educational curricula, educational institutions, trends and types that
do not permit one to continue both general and professional education.

The concepts of forming an "educational trajectory - lifelong education” must
be built on the basis of the following principles: (a) basic education — the
educational "launching base" for a person's further successful advance in the
educational space'; (b) multilevel nature of education - the availability of many
education levels and stages permits a person to satisfy his or her demands and to
realize his or her potential, ensuring a more rational filling of professional niches in
the labor market; (c) diversification - a predictable expansion of educational system
activities and the acquisition of new forms and functions that were not inherent in it
before, allowing the enhancement of a social demand for a higher level of
professional education and the necessity of satisfying the needs of much more
diverse population strata’; (d) economic competence as a compulsory element of
learning, since at present everyone is involuntarily included into economic
relationships, being either an active participant (starting his or her own business
and earning his or her living by business activities) or a passive one (being just a
consumer of goods and services offered at the market); (e) complementarity of the
basic and postgraduate education, providing a person with the necessary
conditions for improving his or her professional skills within the educational space;
(f) maneuverability and continuity of educational curricula, permitting a person to
change his or her profession at any stage of his of her life journey; (g) integration of
educational structures, being in line with educational system restructuring
processes and permitting the creation of multi-profile, multilevel and multistage
educational institutions on the basis of social partnerships, etc.

The essence of choosing an individual educational trajectory is the student's
making a decision based on the system of individual values and personal
meanings, general orientation in the world of education and labor, treating top-
priority short-term and long-term prospects as stages and ways to achieving one's
goals, and knowing one's strengths and weaknesses and personality traits. The
choice of an individual educational trajectory is determined by a set of factors:
(1) the particularities, interests and demands of the student him/herself and his/her
parents in attaining the necessary educational result; (2) the professionalism of the
teachers' collective; (3) the professional educational institution's potential to meet
the students' educational requirements; (4) the material and technical potential of
the educational institution.

The choice of a personal educational trajectory is realized in the object field,
including the variety of the enhanced and enriched content of education, the kinds
and forms of subject matter, rational methods of educational activities, the forms of
education results control, the forms self-directed learning, as well as the levels and
ways of getting an education. The choice and plotting of an individual educational
trajectory are based on the following personal characteristics: (a) the aptitude for
certain kinds of activities: for technical creativity and innovation activities in
methods and technology (a creatively innovative personality), for scientific
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creativity (an innovatively creative personality), for public social activities (a publicly
innovative personality), students with strongly marked leadership potential (an
organizationally innovative person); (b) the need for professional self-
determination: forming professional intentions, professional training and education,
professionalization and professional adaptation, partial or complete self-realization
in professional activities; (c) preparedness for professional self-determination: the
motivation inducing a person to strive to attain a set goal and promoting his or her
personal development.

The development of a person's educational trajectory is influenced by
external and internal factors. The external factors are as follows: education
affordability (there are three types of barrier preventing educational chances from
leveling: institutional, socio-cultural, economic, motivational and informational); the
creation of an educational environment (institutional, cultural, economic) that will
provide educational activity conditions comparable to general European ones. The
internal factors are as follows: setting the goals of the processes of a person's
projection, organization and realization of his/her individual educational activities
(possibly, with pedagogical support); motivation for the realization and self-
realization of built-in personal potential.

The following things can be used as the criteria for assessing the quality of
an individual educational trajectory plotting: the subjectivity of its plotting, the logic
of its plotting and the width of this trajectory. The mechanism of drawing up
students' individual educational trajectories presupposes the following stages: (1)
the goals setting stage presupposes a competent setting of goals and diagnosing
basic personal qualities (axiological, motivational, normative, positional,
organizational and informational, control and assessment ones) needed to "launch”
an educational trajectory and characterizing two subjects of educational activities,
the teacher and the student; (2) the technological stage presupposes the creation
of an individual educational program as a means of the realization of an
educational trajectory in accordance with the given guidelines.

The efficiency of developing an individual educational trajectory is
determined by a number of pedagogical conditions: (a) the student's understanding
of the necessity and significance of building an individual educational trajectory as
a method of self-determination, self-realization and checking the correctness of the
choice of the education form, content, model and level; (b) the educational process
participants' carrying out goal-oriented activities in order to form a sustainable
interest in the process of developing an individual educational trajectory;
(c) carrying out psychological and pedagogical support of students and
informational support of the IET development; (d) involving students in the activities
aimed at the creation of an individual educational route (as subjects of selecting
the way of getting education and as education clients); (d) organizing self-
consciousness as the basis for the IET correction.

In the process of an IET development, a high-ranking place is given to the
pedagogical support being essentially not only preventive training of a student how
to plan his/her life journey and individual educational trajectory on his/her own, to
solve a problematic situation, but the adult's permanent preparedness to react
adequately to the student's physical and emotional discomfort and/or that of the
people around him/her, to his/her request for interaction. The fields of pedagogical
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support of the IET development and realization are as follows: (a) analytics and
designing, including the analysis of students' personality and educational demands,
and the dynamics of their development; (b) consulting, within the framework of
which, students are consulted on an individual or micro-group basis;
(c) coordination of the work of teachers in the educational and supplementary
educational institutions, psychologists, social workers with the goal of aiding the
creation of constructive positive relationships between all the subjects of open
educational space, social support of students; (d)organization of the educational
process.

IET realization presupposes the utilization of various kinds of support:
content and informational, modular and matrix and administrative and
technological. It is feasible to use the resources of other educational organizations
with the purpose of expanding the range of educational services and enhancing the
potential of the IET pedagogical support. One of the methods of attaining the
above goal is to organize a network interaction system. Various models of
educational networks have begun to appear in different regions of the country
during the last decade: "Society in Participation" (Krasnhoyarsk Territory), "The
Community of Personalized Schools" (Penza Region), "Trajectory and Network
Organization of Education in the Country" (Altai Territory), "Modular Organization of
Education in the District", various educational associations, "the Network
University", plus regional and interregional innovative networks, etc'.

The main advantages of plotting a person's individual educational trajectory
in the context of continuous education are as follows: (a) for a person - the
possibility of choosing individually the content, level, method of obtaining and the
resulting completion of education at every level, meeting the intellectual, social and
economic needs of the person in question; (b) for the society - the possibility of
getting a specialist possessing the required skill parameters within various training
terms, protecting the rights of consumers who pay the costs of training the
employees they need; (c) for the teachers — the possibility of realizing their
scientific and pedagogical potential to the full, since this system offers greater
independence in determining the content and technologies of teaching and
protects the teacher's right to work with the students who are prepared for learning
at such a level and interested in receiving the educational services they have
chosen.

Thus, the utilization of individual educational trajectories makes the
education system flexible and diverse, reacting sensitively to changes in social
demands and meeting every person's educational needs.

Translated from Russian by Znanije Central Translations Bureau

! Intellectual Development Workshop. 2011. welcome@intellectmir.ru.
87



THE PROBLEM OF DESUBJECTION
AND POSSIBILITIES OF NEGATIVE
DIALECTICS IN THE LIFE LONG LEARNING

G. Mazeikis

Introduction

Pedagogy of Life Long Learning often follows the archetypes of secondary
and higher education regarding correction, change or development of skills,
knowledge, civic and moral attitudes of employees. Also, it often serves for
reproduction of social addictions, orders and discipline. In this case, pedagogy
mostly occurs not as critical, setting free but rather educating and forcing system of
knowledge and behaviour. On the contrary, Pedagogy of the Oppressed by
P. Freire (Freire 1972), Critical Pedagogy by P. McLaren (McLaren2006; Best,
Nocella, McLaren 2006), I. Shor (Shor 1992), I. lllich (lllich 1970) etc., or Critique of
Social Education P. Bourdeau (Bourdieu, PasSeron 1977) and his followers
attempt to reform education developing attitudes and will to self-determination and
process of personal changing. Critical pedagogy devaluates acquired prejudices,
limiting models of consciousness, conforming schemes of thinking, “transparent
walls and ceilings”. Liberating education strives to investigate and criticise class,
racial, segregative, religious, narrow ideological, corporative nature of systemic
education. However, Critical Pedagogy’s revelations are often limited because of
the linear character of criticism itself, suggestions of the only one — left —
alternative. The article proposes development of critical pedagogy by using
experience of Negative Dialectics which makes the criticism more profound as well
as Poststructuralism which overcomes linearity. In school education, due to
predominance of the processes of socialisation and early individuation, due to the
search for primary ideals, it is difficult to implement the system of education based
on dialectical critique of affections, on different levels of critique of critics.
Disclosure, development and reasonable choice of conforming alternatives and
creative liberation are left for the period of adult education, as a part of Life Long
Learning. During this period of education, skills of desubjection (de-conforming)
significantly correspond to the Poststructural theories of Rizoma (G. Deleuze) and
claims of Negative Dialectics on heterogeneity of subject (T. Adorno).

The origination of subjection
and the role of Desubjection in the system
of adult education

Desubjection is the overcoming of the submission to the dominating
discourse or ideology. J. Buttler in her piece The Psychic Life of Power — Theories
in Subjection defined the concept of subjection as the becoming of the subject, in
the analogous way to the concept of socialisation or individuation. Subjection is the
process of submission to the ideological interpellation or discursive, normative
calling. “Subjection” signifies the process of becoming subordinated by power as
well as the process of becoming a subject. Whether by interpellation, in Althusser’s
sense, or by discursive productivity. In Foucault’s, the subject is initiated through a
primary submission to power. Although Foucault identifies the ambivalence in this
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formulation, he does not elaborate on the specific mechanisms of the subject is
formed in submission. (Buttler 1977: 2) Buttler puts it that the discourse (ideology)
itself as well as machines and organisations that introduce it (e.g. creative
industries or the system of education itself) do not subordinate but rather stimulate
for subordination. The discourse, differently from the power apparatus, police,
prisons, any kinds of inspections, clinics, courts, medical control over the society
does not possess any power but to stimulate seduction, fear and, as a
consequence, subordination of self.

The term ‘subject’ derives from Latin subjectum and has been the translation
from Greek Hypokeimenon ( Tmokeipevov), what means the underlying thing,
framework, grounding. The term ‘subject’ was used for the juridical purposes and
also in rhetoric, logic and pointed to the order of interrelations and subordination.
E.g., in law, a respondent to the claim is considered to be the subject of duty. In
predicate logic, the subject was explained as part of attributes, or categorical,
judgement consisting of a subject, predicate and link. Thus, subject-predicate
relationship in the system of a sentence is translated as the relation among a
subject, predicate and object. For a long time, until Leibniz's philosophy, the
subject was considered from predicative logic point of view. Spinoza and later
Leibniz noticed need of unity of knowledge is sufficient reason to discuss about
unity between being and thinking. Consequently it presupposes the relation
between a subject and its predicate characterized not only assertoric judgments
but also the Reality. Therefore, as a man, first of all, is treated as the reason, as
the ability to decide, thus, one becomes the major subject and respondent to
knowledge. Besides, the concept ‘subject’ was soon started being identified with
the concept ‘individual’. In fact, they became synonyms. That is why contemporary
criticism, including pedagogical criticism, of subjection, narrative and ideological
dependencies also means criticism of the concept of individuality. The philosophy
of poststructuralism renders this topic a great significance as it is the project of
setting a personality free from inner institutionalism and archetypes of behaviour
and communication. The term ‘individual’ is the translation of a Greek word ‘atom’
(‘'undivided’). Cosmos consists of undivided atoms. Consequently, the concepts of
atom and individual were considered using the concept of ‘monad’ (in translation
from Latin ‘units’). It was assumed that a monad was the basis of existence and it
encompassed the potential whole of creation of the world and the divine. That is
why every man, as a monad or individual, must be executed in the proper manner.
And pedagogy was acknowledged as the ability to facilitate such kind of execution.
Hence, the rules for implementation, or the discourse, ideology, were predicted in
advance. The spirit of pedagogy corresponded with these authoritarian predictions
for a long time as those essential execution of the fate, the divine calling. All these
theories of the subject, individual, monad, execution, givenness of the potential
became the basis for philosophical and ideological essentialism. In many aspects
this essentialism remains alive in contemporary philosophy and pedagogy too.
Critical pedagogy of the theory of essentialism is dealt with as justification of the
existing order, social relationships, various attachments and prejudices that
obstruct adults’ development and changes, are the obstacles for development of
pedagogy that sets free.
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The logical and, consequently, dialectical interpretation of a subject meant
that the subject not only was the basis for any discourse, but also the discourse
and subject were interdetermined. A subject as an individuum is being fulfilled,
revealed by the predicative logic and the discovered discourse point out to the
essence of a subject. Spinoza’s Dialectics natura naturans and natura naturata
points out to the intercausality of a subject and discourse or dialogues, and, finally,
ideology. That is why considerations of L. Althusser on the issue that a subject
always undergoes interpellation, i.e. inquiry, questioning, only means the
increasing demands for ideological attachment of a subject. Presumably, following
Althusser’s considerations, Adorno writes as follows:

A fact supporting the objectivistic resuscitation of ontology would indeed be
the least compatible with its idea: the fact that to a great extent the subject came to
be an ideology, a screen for society’s objective functional context and a palliative
for the subjects’ suffering under society.” (Adorno 2004: 67) As Hegel and Marx
treated the unity of thinking and existence as historical and dialectically systematic,
therefore any diversity and development, including children and adults, the
becoming of the reason and ideological subject had to be subordinated by unified
laws of development and interrelations. That is why the inquiry or interpellation and
also hailing of a subject became the essential method for diagnosis of ideological
and mental state of a man. Inclusion of a subject into the system of ideological
decisions as well as the requirement for correspondence between thinking and
being meant that the carrier of ideology had to implement the concepts of ideology
into the life and to live according to them. For this purpose, the ideological
apparatus of power needs to control the altered state of consciousness and to
implement or to destroy the substitute consciousness.

Between altered consciousness
and substitute consciousness

The substitution proceeds in the course of the unequal dialogue, e.g.
between personal, family consciousness of experience and massive, public,
ideological interpretation of the same event. In scientific pedagogical literature, the
altered state of consciousness of learners is dealt with more often (Bratich, Packer,
McCarthy 2003) as a result of diseases, the use alcohol, drugs, also due to
depression, hyperactivity. The publicly unwanted deformations of thinking, the
necessity for a discipline, publicly accepted behaviour or chemical impact on
hysteria, depression, lack of attention, hyperactivity etc. are pointed out. l.e. in the
framework of the school system and lifelong education, the methods of “discipline
and punishment” (M. Foucault), control and adaptation to the changing states of
consciousness are being worked out. All these practices are put into the system of
social engineering which can be harmless only in the case of constant monitoring
over negative results, criticism of pedagogy and education. As it was mentioned,
besides the altered states of consciousness, the substitute consciousness exists
as well. E.g. this happens when the local religious-mythological consciousness of
children and adolescents is substituted by educational forms based on the popular
presentation of scientific data. Promotion of negation of one experience and non-
critical delivery of the other occur to be every-day school practices, content of
numerous textbooks and methods. However, as scientifically proved, one or
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another ideological worldview is suggested that predominates throughout learning
different school subjects: literature, history, in formulations of tasks on geography,
mathematics, in teaching foreign languages. When educating adults, this
ideological basis of knowledge is made stronger for several times in both the
volume of information and quality of delivery. In this scheme, teaching criticism, or
even critique of criticism, of negative dialectics becomes important in development
of new skills, motivation. Especially, such criticism is significant in re-training of the
unemployed or in changing specialities, or during adaptation to the new
environment that presuppose severe changes in subject relations.

The substitute consciousness in Marxist literature is more often
characterised as the false consciousness as if it presupposes that the only
scientific, the true ideology and consciousness exist. Analysis of the “false
consciousness”, disseminated after the latter works by F. Engels (Eyerman 1981),
opens the possibility to talk about the substitute consciousness and attitudes
instead of the altered states consciousness (Mazeikis 2010). The Marxist analysis
sufficiently facilitates the evidence of removal of certain attitudes towards periphery
and neglect and acceptance of other narratives as being important from the
conjunctive point of view. The Marxist criticism reveals the interrelation of
predominant attitudes and forms of production relations and ownership. However,
as K. Popper has demonstrated in his book The Open Society and Its Enemies
(Popper 1950), the Marxist striving to see the only true picture of the world behind
the criticism and not the critical possibility for comparison and choice among
alternatives becomes totalitarian and misleading as well. The effect of the
substitute consciousness is observed under severe breaking of hegemonic
ideologies and the pressure of propaganda and the repressive apparatus. This
proceeds in prisons, like in the GULAG, and partly in the army. It spread under the
breaking of the system of attitudes of the socialistic order in the free market, from
the authoritarian to the democratic regime, from the clan system to the open rule of
law society. The pedagogical problem of criticism over the substitute forms of
consciousness is faced when re-training persons after long-term work in countries
with completely different ideological order, after severe changes in the religious
faith, after destroyed authoritarian regimes, after long-term imprisonment etc.

L. Althusser puts it that the ideology and discourse blame or interpellate the
subject and, thus, recruit or prove it. Therefore, in the present article, | will not
discuss Althusser’'s personal Marxist, left-wing points of view. | will rather refer to
considerations of E. Cassirer who singled out mythological, religious, aesthetical,
ideological, linguistic and scientific forms of thinking. Every form of thinking
competes and substitutes or deforms each other. A man not always is capable to
ground on personal experience and, therefore, correspondence and approval of
the true course of one’s thoughts and communication is important; whereas the
dominating discourse and ideology are focused on that: they check, correct or
approve. A part of the system of education is built exactly upon these principles.
On the contrary, ruination of the ideological attachment can be developed through
teaching criticism, awareness of different forms of consciousness and possible
alternatives and transitions from one form of experience to the other. E.g. religious,
artistic, consumer, political and other ways of living as well as their balance in
enterprise, state institutions etc. are the alternatives. Althusser, trying to avoid
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highly voluntary explanation of the relationship between the ideology and the
subject, aimed at radical criticism of any anthropomorphism, humanism. The
subject is the element of structures of self-production of existing public systems or
institutionalised networks. Althusser’'s de-anthropologisation or, to my mind, de-
anthropomorphisation, of systems of reproduction of ideologies reveals essential
features of dominating machines and industries. The school and education are also
involved into the aggregates that form the system and bear the purpose to
minimise anthropological features of learners by standardisation of knowledge,
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desires, attention, facilitate appropriate style of thinking as well as abilities and
attitudes. Also, pharmaceutics, medicine investigate and practice what is meant in
Kant's philosophy as the thing in itself, also the unity of thinking and existence what
was considered to be the sphere of dialectics for a long time.

Criticism of the conception
of practice

The Marxist-Leninist dialectics of the unity of thinking and existence, relation
of the subject and ideology became the background for the pedagogy fighting for
“progressive” ideological subordination of the subject. Besides, the soviet
pedagogy ceaselessly underlined the role of practice in education of particular
subjects of the society. On the contrary, criticism of processes of subjection in the
framework of critical pedagogy means not only analysis of educational practices of
the subordinated individual but also freeing practices that we relate to the choice
and mastery of alternatives, deconstructions and are aware of the differences. The
Marxist-Leninist pedagogy not only referred to dogmatic statements of the theory of
practice and dialectics that rejected man’s prejudices, developed discipline and
working capacity. Everything that did not correspond to the educational regulations
and the idea of building socialism was called prejudices or false knowledge. On the
contrary, M. Horkheimer and T. Adorno were checkability and poetry. In
correspondence, from the point of view of Horkheimer's and Adorno’s philosophy,
also, in M. Foucault’'s opinion, such practice performed not the freeing function but
the subordinating one. The Marxist-Leninist pedagogy aimed at limiting any world
and fantasy by rational social engineering, thus turning the myth into the false. On
the contrary, Horkheimer and Adorno noticed that when the myth lost its power,
when it was removed from the place of world-building, education itself and science-
related constructed dialectics turned into something irrational, magic and the
practice turned into a repressive or exploitation machine. Rationality,
enlightenment, critique, creation, new ideas and the inner disposition to implement
them are possible only in relation with the myth, free fantasy, poetry, belief. No
doubt, building of socialism and communism were imbued with belief and utopia;
however, the utopian spirit was rejected by dogmas of the scientific communism
and the concept of belief was changed by the knowledge of laws of society
development. Therefore, the role of the myth was not perceived, it was crossed out
in pedagogy and practices.

The rational, alive awareness of the world, the conception that bears the
meaning grows out of the soil of a dream and utopia. But when all prejudices as if
are removed from the world, education or dialectics itself begin producing the
irrational. The Marxist dialectics is directly related to the explanation of changes in
thinking through the producing powers and related practices. However, as
Althusser puts it, Marx in his work Das Kapital withdraws from the classical
dialectics explaining the understanding. The process of circulation, multiplication
and accumulation of the capital is not directly linked to the man’s understanding,
especially through the labour practice. The move of the capital is always facilitated
by many structures: demand and offer, technological capacities, accessibility of
materials, regulations for performance of different institutions, law, religion, taste
etc. Contemporary representatives of the political economy describe the move of
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the capital synergetically, as depending on many complex interrelations where the
role of understanding is ambiguous and sometimes it is completely absent.
Regarding the autonomy, multi-directional character of the move of the capital, the
increase and development of industries, Althusser attempts to consider the
concept of understanding anew as participation in facilitated structures and
systems of production, consumption and ideological pressure. Awareness of
practices, subordinating and freeing, reproducing and creating the new, is the basis
for coping with force subjections, both ideological and common structural.
Althusser criticises the classical Hegel'’s, left-wing Hegelian dialectics as unable to
explain the growth of high-quality diversity, heterogeneity, alienation and
manipulation. The Althusser's critique of dialectics in many aspects impacted
J.-P. Sartre’s Critique of Dialectical Reason and partly Adorno’s Negative Dialectic.
M. Foucault focused on and investigated the change in the role of practice in the
becoming of a historical subject. The conception of practice of changing
subjectivities through history has been also considered by J. Derrida in
development of the concept of deconstruction. Derrida pointed out that
deconstruction was not simply the system of deconstruction and construction as
awareness and understanding but it also was the reason for a mistake, deviation,
awareness of the lacking or difference (Différance). Exactly inevitability of mistakes
and disagreements in practical deconstruction and construction of the given is the
basis for freeing from forced subjections and the place of emergency of dominating
ideologies. The worry about the identity makes the ideological apparatus of the
power to constantly check correctness of utterances, correspondence to the
requirements etc. The system of deconstruction is directly related to the process
reproduction and understanding. Therefore, the more participation of adults is
involved into the construction of the given, the higher critical thinking and deviation
is possible. On the contrary, the system of industrial relations is interested in the
standardised subject-function; therefore it supports not the deconstruction as
hermeneutic practice but quite accurate, anticipating practices of reproduction of
subjects-functions. In many aspects, re-training of the unemployed at labour
exchanges is essentially directed towards meeting the needs of industries without
implementation of deconstruction practices, critique, without awareness of the role
of deviation or difference (Différance).

Critique of the conception
of industries

The changes in understanding of the picture of the world being created by
the industries had to be reflected in both pedagogy and critical pedagogy.
However, the critique of pedagogical theories remained aside from analysis of
creation of thinking itself, the lust and attention for a long time; it simply attempted
to reveal the existing as the insufficiently true. On the contrary, the negative
dialectics reveals the obvious, the givenness, the existing only as seemingness, as
a result of deeper processes of reproduction. Moreover, industries themselves, the
capital accumulated by them and regenerated relations also are insufficient bases
for defining regularities of the historical, social and cultural. Complex relations with
non-linear multiple, contradicting economical or social processes, multi-faced
character of the sphere which we attribute to the thing in itself as well as to

94



undefined though important artistic abilities and to the process of nihilist freeing
from attachments are of no less importance. Therefore, the mistrust-based relation
of pedagogy as well as the critical discourse analysis to the reality is insufficient.
The contemporary industries not just simply produce realities but
increasingly go deeper into the hyperreal what removes symbolical mediation and
they occur to be more destroying in relation to civilisation and culture. J. Baudrillard
states that the institutional structure, any possible media and biological industries
not so much seduce but rather attempt to subordinate the man's desire by
imaginative and bodily means. Baudrillard employs examples including
pornography and other biological hyperrealities: A fantastic reduction of seduction.
This sexuality transformed by the revolution of desire, this mode of bodily
production and circulation has acquired its present character, has come to be
spoken of in terms of “sexual relations”, only by forgetting all forms of seduction —
just as one can speak of the social in terms of “relations” or “social relations”, only
after it has lost all symbolic substance. (Baudrillard 1990: 39) The presented
quotation is related to education of adults for whom the trust in hyperrealities
substitutes the scientific investigation. Moreover, exactly the science striving
towards undisputable evidence of a given, developing the myth of the given has
created preconditions for the spread of the hyperreal. Acknowledgement of the
dominance over the reality clearly appears to be as if granted. And on the contrary,
learning the historical experience of dignity of a man, rhetoric, diversity of
seduction are considered as either redundant or important for special learning. The
uncritical trust in hyperrealities, i.e. the new myth of givenness, destroys many-
centuries-long work of the society on creation of mediating symbolic organisations
where complicated ethic-aesthetic relations of the society exist. In such a world,
pharmaceutical governance, biopolitics, production of organs without body,
domination of hyperrealities mean the simplification or destruction of the symbolic
worlds, the reduction of them to elementary images and their consumption. The
effect of substitution of symbolic social relations by mass-produced simulacra and
“more than just real” objects manifests by severe decrease of the interest to
classical fiction and poetry, by the crisis of hermeneutics and iconology, the art of
flirting and the cult of the pride of a personality. For instance, complex hierarchical
relations between a lord and servant after the radical their bourgeois and left-wing
criticism were substituted by the illusion of the leadership accessible to everyone
and uncountable simulacra of leaders. They are produced in schools, colleges,
universities, creative industries (television, cinema, new media) on the mass basis.
Everyday simulacra of leaders seem as much realistic as any other television-
based hyperrealities. Of course, seduction as a rhetorical figure, e.g. flirting, spoof,
poetic imagination, is not completely removed but is retained and repeated in all
possible forms of advertising, melodrama and romance novels. Moreover, the
issue of the achievement of the unity of thinking and existence obtains an ominous
shade after the philosophy of Baudrillard. The myth of unity of existence and
thinking mostly correspond to the myth of the given and production of biological
and political hyperrealities. Biological or pornographic hyperreality having removed
symbolic meanings, differences. And the political hyperreality is expressed through
the destruction of symbolic distances and presentment of the events and leaders
as if all these were close, as a kind of an artificial and harmless game (Mazeikis
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2012). The destruction of symbolic distances, valuable mediations, dominance of
simulacra and hyperrealities appear to the challenge to both critical pedagogy and
philosophical  anthropology. Therefore, philosophical anthropology  of
postmodernism raises the questions on the interrelation between a thought and
bestiality, the biological and the imaginative, simulation and hyperreality, civilisation
and the new barbarity. Depending on the answers to these questions, both aims of
critical pedagogy and the relation to lifelong learning undergo changes. For
instance, in developed societies the natural aging of a man is linked to one’s
intensive involvement into the industrial system of production of the biological,
lacking all the features of dignity, honour, courage, pride. The contemporary world
attempts to turn elderly people into the long-lived organs. Resistance against
destruction of the humankind in bio-industrial systems, negative relation to
contempora
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from the point of view of the Marxist-Leninist dialectics. It should be admitted that
other considerations on the role of tradition in the becoming of a personality, e.g.
that of M. Heidegger, were not less conservative and ideologically limited.
Heidegger invited not only to follow the pagan and mythological roots of the breed,
but also to acknowledge for individuals the existential significance of serving the
totalitarian ideology. Adorno in his Negative Dialectic highly ironically emphasises
repressiveness of the philosophical ontology: He who refuses to follow suit is
suspect, a fellow without a spiritual fatherland, without a home in Being — not so
much different from the “baseness” for which the idealists Fichte and Schelling
used to excoriate resisters to their metaphysics. (Adorno 2004: 61)

Fichte and Schelling severly criticised and called as not deserving attention
from earlier idealists. Only logically verified and philosophically grounded line of
development of the concept and spirit (the Hegelian tradition), the true Marxist-
Leninist tradition, or the tradition of the roots and historical linguistic house of
Heidegger — these are the spheres where the historical subject has thrust oneself
into. And pedagogy as a humble servant of ideologies and philosophy exercises as
if scientific preparation of child’s and adult's consciousness. Moreover, along with
the time of Kant, a different tradition develops: overcoming of the predetermined,
historical what has been already included into the concepts as their intertextuality,
giving sense and taking the future and creation at once. Adorno: Concepts whose
substrate is historically at an end have always been duly criticized as dogmatic
hypostases, even in the specifically philosophical realm — as Kant, for example,
criticized the transcendence of the empirical soul, the aura of the word Dasein, in
his chapter on paralogisms, and the immediate recourse to Being in his chapter on
the amphiboly of reflexive concepts. (Adorno 2004: 65)

What is the obstacle for historical and notional determination of the subject?
It is heterogeneity of the existing, non-linearity of the historical, indefinable spheres
of human experience, pre-reflective attitudes, social-political alternatives.
Heterogeneity and non-linearity of the historical are the sufficient basis for criticism
of pre-determination of historical roots and decision-making. However, the freeing
of textuality from linearity, revelation of multitude of intertextualities and alternatives
only prepare the subject for the freeing but do not free one from the discursive or
ideological attachment. Indefinable experience of man directs us to the
anthropological origins of man, reveals the relation with animalism, bestiality.
Analysis of the subconscious reveals the intersections with instinctive desires,
awareness of autonomous carnality. Poststructuralist anthropology shows that the
look and touch are as much things in themselves as the schemes of intellect,
membranes of the conceptual and biological. It should be admitted that the
dialectical critique of phylogenesis and ontogenesis are the basis for revealing the
dialectics of socialisation and individuation.

Critique
of socialisation
On the ground of the theory of evolution and the role of practice in the
process of the becoming a man, referring to the ideology-driven interpretation of
the relation between philogenesis and ontogenesis, contemporary pedagogy pays
much attention to problems of development of a family and socialisation of a child,
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adolescent, adults and elderly people. However, the concept of socialisation is
usually considered outside discussions on different data and considerations of
contemporary social and philosophical anthropology. Therefore, the very
beginnings of the theory of socialisation are penetrated with the dominating
ideologies and the demands of educating industries. What is the nature of a human
(non-seduction, innocence, tabula rasa) — it is a philosophical anthropological
guestion. This question even in the post-industrial time when the cultural package
becomes an important object of search for developed countries, leaving the
conveyor-based labour for developing countries. Different sciences can present
diametrically opposite explanations of what is primary for a man. l.e. philosophical
anthropology includes aporias or paradoxes in the sense of Critique of Pure
Reason by Kant. Classical philosophy considers aporias as the beginning of
dialectics, and contemporary knowledge is highly multi-polar, multi-faceted and
contradictory. The Kant's question “what is a man?” in the contemporary time
intersects with a problem of what is the difference between an individual and a
contemporary subject who is being produced by all kinds of industries.
Contemporary analysis of sciences often contrasts aporias: creation and socio-
Darwinism, economical and symbolical man, attachment of a man to logical
decisions and rage, one’s intelligence and bestial lacking, inclination to civilisation
and inclination to be bestial, dependency from production or self-discovery. All
these ambiguities penetrate the system of education, and the avoidance to
consider the paradoxes leads to dogmatism of the education science.

Throughout all life, a man is being covered with ideological layers and
chemistry, other determined industrial states. Therefore, the matching of norms
and ideologies, traditions and innovations, various alternatives and not only the
overcoming each of them alone become the essential task in the frame of lifelong
learning. And on the contrary, such critical matching of alternatives, from the
dialectical point of view, bears the sense after the delimitation, non-conformity,
critique of criticism only. This is the essence of socialization. It is a complex
process of social learning through which individuals acquire inner controls that
permit them to participate in group life and come to accept as their own the
patterns of their culture and subcultures. Socialization, as we will see, continues
throughout life as the individual enters new groups and new life stages. (DeFleur
M. L., D'’Antonio, DeFleur L. B. 1984: 18). Socialisation is acknowledged as
reasonable group-based conformism, the matching of interests, adjustment to the
surrounding environment, acceptance of cultural or sub-cultural basics. Moreover,
investigations on socialization bypass the theme of conflict of many socialisations
that take place in the time of dividedness of sub-culturations and ideologisations in
the adolescence period. More often, the attention is paid to conflicts inside the very
process of socialisation. l.e. the linear structure of the process of inculturation is
being dealt with and not the heterogeneous choice of alternatives and multitude of
directions. The teaching of the linear socialisation corresponds to causal schemes
of thinking and traditional pedagogy, however, it hides the problems of the increase
of fragmentation of adults’ life. Linear theories of socialisation in lesser degree
emphasise what stimulate individualism and weak cooperative groups capable for
greater dynamism and change than groups that are highly attached and solidary.
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Therefore, the critique of forms of socialisation (inculturation in groups, sub-
culturation, ideologisation), collectivism, inter-subordination became an important
trend in the post-Nietzschean philosophy, critical pedagogy, pedagogy related to
the principles of negative dialectics and poststructuralist philosophy.

Contemporary philosophy suggests a wide range of possibilities for
overcoming of limitations related to strong socialisations: attachments to a
collective, group, joined way of life. Most often, the overcoming of socialisations
directly depends on the overcoming of ideologies and, consequently, the subjection
and the building of new worldview planes of life as well as behaviour rules. In this
case, teaching desubjection or its justification become especially important in the
system of lifelong learning. However, the overcoming of subjections is related to
the risk for a personality including the possibility for increased asociality. The
contemporary dialectic deals with the development of a personality as a gradual
overcoming of the former socialities, as continuous competition of the poles of
individuation and socialisation. Problems of the overcoming of socialisations as
sublation (das Aufheben) of traditions or as a mechanism of the negation of
negation were discussed in the frame of the Hegelian and Marxist dialectics.
However, linearity of the concept of development, even if it was depicted in a form
of a spiral, in advance subordinated all the changes to the one, dominating doctrine
of education and, thus, falsified, limited both the negation and sublation. For
instance, the character of the repetition of the same on different levels of
development had to explain the similarity of forms of the primal communism and
the new, “scientific communism”. The idea of helicity, that was later suggested by
Engels, as if scientifically solved the problem of the relation between phylogenesis
and ontogenesis (Engels 1954), non-critically followed the parameters and
directions for development set in advance. It did not influence the multi-linearity,
rizoma, self direction of a human being and groups, cultures and civilisations, it
prescribed the order of new socialisations. For instance, linear schemes of
development were drawn: from a nursery-school, school, working group to senile
“childhood”, or from Little Octobrists, pioneers, Komsomol to party members
(already outside the idea of a spiral).

On the contrary, contemporary social anthropological data on evolution of
cultures under existing structural repetitions does not notice the traces of natural
linearity of development, sameness and identity, and it shows various binding
orders of socialisation as not being natural but as rules created inside groups. Also,
the relativity of practices of socialisation under the transition from one kind of
society to the other and the absence of universal rules and directions of
socialisation are underlined. However, presently, identity and sameness of social
groups is not the result of a cultural impact, freedom of communication but rather
the result of actions of competing industries and power, processes of
standardisation and the growth of requirements for functionality of subjects. A
different model of the overcoming of subjection was proposed by J.-P. Sartre in his
Critique of Dialectical Reason (Sartre 2004) and T. Adorno in his Negative
Dialectics (Adorno 2004). These two philosophers tried to overcome pre-givenness
and teleological character of Hegel's dialectics, criticised the concept of the totality

(Sartre), identity (Adorno), subordination of a particular to the common, mythology
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of givenness and immediacy. Sartre and Adorno were striving to show
heterogeneity of the subject, the possibility to take part in many social groups,
polymorphic and multi-directional character of socialisation, dependency on
different myths, creation, ideology and science.

Critique
of individuation

In the beginning of the article it was noted on the parallel in the theory of the
subject and individual, subjection and individuation. | will differentiate the terms of
individualism which points to the valuable ideology of individualism and
individuation which underlines only an exceptional process of the becoming a
personality. Philosopher P. Rorty maintains that university education facilitates the
development of individuation rather than socialisation (Rorty 1989). Moreover, he
relates the process of individuation with the increase of skills of criticism: common
knowledge, ideologies, binding socialisation, subordination, collectivism. Besides,
he does not investigate the limits of criticism or negation of negation as a
necessary moment of being aware of the limits and dynamism of individuation. He
also turns critique into one-sided, though based on arguments, negation. It should
be admitted that in both works by Marx and contemporary ideological practice or
critique of propaganda, the triple or quadruple negation is employed. For instance,
Marx and Engels wrote the work entitled The Holy Family or Critique of Critical
criticism (Marx, Engels 1956) where they point out to the weaknesses of the left-
wing Hegelian critique, e.g. B. Bauer and M. Stirner, directed against Hegelian
dialectical critique. Critique by Marx and Engels was striving to make the second
negation transparent at the maximum. Similarly, J. Baudrillard was striving to
reveal and show through particular examples the four stages of simulation where
one simulation imitates, forges the other (Baudrillard 2006). Essentially, all this can
be considered as development of the negative dialectics.

Grounding on different philosophical, culturological, anthropological
investigations, it can be noted that individuation manifests through development of
the ability of alienation, critical thinking, reflection and irony. Moreover,
individuation also directly depends on the process of socialisation which proceeds
until the age of 18-20, as the lack of skills of socialisation makes the negation of
the group identity, nihilism, critique of attachments difficult. Loneliness of man
shows just the striving to the identity with the governing narrative, discourse,
ideology, religion or myth. E. Levinas (Levinas 1982) in his many articles criticises
the new European doctrine of the becoming an individual as the system of
identification, collectivism, Nazification, ideologisation under the absence of the
possibility of a radical choice in the sense of “either/or” by S. Kierkegaard. The
becoming of youth groups and the process of subculturation are more intensive at
he age of 12-18. Exactly in that period, the problems of socialisation get mature:
independence from family, conflicts in juvenile and you adult  He3aBucumocTu oT
ceMbW, KOH(DINKTBI B NOAPOCTKOBLIX M young adult groups. However, individuation
is related not to the choice of friendship and participation by groups but rather to
the increase of the critique of the everyday and group roles. Investigators of sub-
cultures S. Hall and T. Jefferson underline the interrelation of the sub-cultural life
and resistance forms, e.g. through the style (Hall, Jefferson 2004). Moreover, they
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talk on the group behaviour which only at the beginning simulates critique but not
the critique of criticism and not the independent-from-group individuation.

The issue of socialisation becomes relevant anew in the period of aging,
especially in the elderly years of pension. Exactly this is the period when a severe
problem of repeated socialisation and the overcoming of the stiff clichés facilitating
the increase of alienation but not socialisation and creative individuation occurs.
Moreover, the problem of individuation exists in the elderly age when a man can
become free and active outside family. However, this issue directly depends on the
quality of life of elderly people just about the same as for people with limited
physical abilities. Individuation and socialisation in this state is mostly defined by
the endowing with physical abilities.

The displayed classification of the periods of increase of individuation or
socialisation although satisfies many researchers, including Rorty, but still it is
peculiar with a number of drawbacks related to the non-critical approach to the
concept of the subject, individuality and personality as well as the surrounding
world. Rorty follows the opinion on the possibility for direct critique of reality:
linguistic games and their lexis, creative mistakes, dogmatic and unique solutions.
For this purpose, according to him, pragmatic analysis or hermeneutics are
sufficient. On the contrary, dialectical and poststructuralist philosophy has doubts
about the immediacy of experience and related pedagogical practices. Revelation
of hidden production, psychological, natural, social and other relations as well as
the analysis of their interrelations are part of the dialectical adult pedagogy.

Negative dialectics
and educational conclusions

The dialectics of Fichte that still follows the philosophical language of the
Critigue of Pure Reason by Kant considers the thesis or proposal, antithesis or
counterproposal and synthesis or conclusion as the man dialectical steps. Exactly
the scheme of considerations of such a kind has been disseminated in the Soviet
pedagogy following the interpretations of Marxism in works by Stalin and his
followers. Hegel and Marx, as well as many Soviet investigators of Marx, criticised
this simplified approach and proposed a completely different first cycle of
dialectical thinking: from the abstract to the negation of negation and, finally, to the
concrete. What is more, the abstract occurs neither false nor true, and the negation
of negation does not occur as a simple critique of reality as it has been noted
earlier. Moreover, Hegel and Marx considered of the concrete as subordinated to
the universally concrete, i.e. totalitarian. And even though the concrete meant
multiplicity, still it was the amount of the same, identical. Sartre and Adorno
severely criticised such conclusion on the concrete, totalisation of the concrete and
strictly controlled subjection as a consequence: ideologisation, socialisation,
individuation. The totality of subjection, strictly limited identification of an individual
became the ground for not only false teleology, historical givenness but also the
justification of political totalitarian and authoritarian orders. On the contrary,
Adorno, completely accepting the basic scheme of Hegelian dialectics, on the
ground of empirical sociological and aesthetical investigations, demonstrates
heterogeneity of the concrete. Therefore, any following abstraction of the concrete
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occurs neither true not false, but rather criticised by judgement which is the subject
to the negation of negation.

Dialectics of the heterogeneous subject means the disengagement of all
directions of its development, communication. The teleological givennes in this
case is substituted by teaching the overcoming of ideological and social
dependences, their sublation and revelation of new unique forms of socialisation,
individuation, creative self-realisation. The future is not given in the concept as its
secret load, it is not included into the repeated ideology mechanically reproducing
subordinate subjects, but in fact servants of the discourse. The future should also
be created by the creative impulse and uniqueness which is impossible without the
critical overcoming of the imposed, consciously or not, rules, contents, the
universal what means standards, repetitions. For instance, atonal music by A.
Schoenberg appears to be a unique overcoming of all the layers of tonal pieces.
Teaching self-criticism of ideological and discursive attachment or subjections is
the means of reproduction of the multitude of unique human consciousness. This
allows the educated to understand that the multitude of discourses — legal and
arbitrary, labour and domestic, ideological and pop-cultural, any possible their
twines — are the environment for critique, alternatives, choice, change, dynamism.
These are the features of a contemporary man under developed democracies.
Therefore, what in lifelong learning subjection is not only being constructed,
reproduced but also deconstructed are alienated and changed, appear to be
important.

Creation of what produce the new ex nihilo always is either a mistake in
relation to the given or difference (Différance), conscious impulse, revelation of a
new horizon of thinking, discovery of a new living world (Lebensvelt) and its unique
symbolical organisations. What is more, creation and the new appear not only from
the concept but also from the concept-free relation to oneself, nature, sphere of
technology and art. Teaching critique of criticism, development of skills of
recognition of different discourses and ideologies (critical discourse analysis),
analysis pf processes of subjection, teaching creation and education of tolerance to
gualitative differences, sociological or anthropological sensitiveness — these are
the principles that are acceptable in the system of lifelong learning and especially
in adult pedagogy.
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DEVELOPMENT OF GENERAL SKILLS
IN CASE OF ACTIVE AGEING:
VOLUNTEERING

G. Gedviliene
S. Karaseviciute

Introduction

The World Health Organization (hereinafter WHO) is concerned with the
increasing number of senior citizens, and therefore puts various gquestions to
national politicians: “How can we help all senior citizens to remain self-dependent
and active?”, “How can we enhance the functional health and disease prevention
of elderly people?”, “How can the life quality of elderly people be improved?”, “Will
the heavily growing number of senior citizens in society ruin the economic capacity
of health and social protection systems?”, “How do we balance the role of family
and state in the provision of services of social care and health monitoring for
elderly people who need these services?”'. The WHO addresses the above
mentioned questions to governmental politicians of all levels responsible for the
formation and preparation of ageing policy programs and for their implementation.
To this end, the WHO proposes the concept of “active ageing” based on the
recognition of people’s rights with respect to senior citizens and on the UN
principles of self-dependence, proactive approach to life, dignity, care and life
satisfaction of elderly people. Using this concept, the WHO creates all conditions
for guiding the states’ social policy to implement equal opportunities for the elderly
and to ensure their needs are fulfilled?.

Volunteering has now become important in the national and international
context since it is associated with social self-actualization of people and their active
civic consciousness, which is the core of democracy. Volunteering allows
everyone, regardless of gender, race, nationality, religion, political beliefs, age and
health, to use their skills and experience to get new knowledge, make friends, get
involved in work and change the social life of a state. Volunteering encourages
self-improvement and develops a feeling of social helpfulness. Volunteering is one
of the ways in which people of different religions, social and economic
environment, and all ages can join together for positive changes. In a developing
society, general skills become particularly essential for a person. There are more
opportunities to adapt to a new environment and successfully participate in various
activities, thus developing oneself throughout life. On the one hand, non-
governmental organizations provide great opportunities for people of all ages to get
involved in education while volunteering, to realize their potential, share ideas,
values, and communicate. On the other hand, a variety of projects offered by ES
Grundtvig encourages adults to participate and enhance international cooperation
networks. Through various forms of participation in volunteering, adults discover
new opportunities to experience better life quality.

! Active ageing: a policy  framework. URL: http://whglibdoc.who.int/hg/2002/
WHO_NMH_NPH_02.8.pdf.
? BO3, 2002.
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The research goal pursued by the authors of this article is to prove the
importance of general skills for life development of the adult population by
considering the issue through the example of volunteering.

The research object is the possibilities of volunteering in the development of
general skills during active ageing.

The research objectives are as follows: (a) identify challenges and trends for
active ageing among adults; (b) consider the role of general skills in life
development of adults; (c) describe the concept of “volunteering” as well as
volunteering functions and possibilities; (d) explain motives of participation in
volunteering; (e) identify general skills of adults participating in activities of non-
governmental organizations; (f) describe the expectations of adults willing to
volunteer.

The following methods have been used for the theoretical and empirical
study: analysis of data and documents, written and oral survey (questionnaire and
interview respectively).

Demographic trends of ageing

The social position of elderly people and the attitude toward them has
changed in the west. Nowadays, materialist society appreciates young and
proactive people able to work, because only through work can one earn money.
Retirement as the peak point of career is not rated highly. Retirees as well as non-
workers stand aside. Retirement is often considered to be the beginning of life
decline and old age and with that retirees feel themselves redundant, unproductive
and depreciated. Many retirees go through depression or crisis’.

From a demographic point of view, senior and elderly citizens are defined as
adults beyond the reproductive age. However, in reality in many countries the
status of senior citizens is most commonly compared to the economic factor, i. e.
the recession and termination of economic activity and retirement (the primary
demographic determinant for the ageing process is the rate of elderly people in
society). By decision of the World Assembly on Ageing (the Second World
Assembly on Ageing, 2002), a social stratum of senior citizens experiencing active
ageing is referred to as people over 60 years old?.

According to the WHO classification, people under 44 years are considered
young, from 45 to 59 years — middle aged, from 60 to 74 years — elderly aged,
from 75 to 90 years — senile aged, and those over 90 years are long-lived.
American gerontologists divide elderly age into three periods: middle age (45-65
years), late middle age (65-74 years), and elderly age (75 and older)3.

The socially defined ageing of the population is the proportionally decreasing
number of children and young people and the correspondingly increasing rate of
60-years old and older adults. It is the inevitable stage of the demographic change
of a society associated with its transition from a traditional type to a modern one. In
Lithuania as in other EU countries, the elderly, i. e. the Lithuanians of 60 years old
and older, are increasing annually as a part of the population. In the beginning of

! Mikulioniené S., 2003.
2 www.un.org/esa/socdev/ageing/waa.
¥ Baum M., 1980.
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2012, the number of citizens of 60 years and older equaled 697,1 thousand, i. e.
every fifth resident (20,9%) was a senior citizen. According to the Department of
Statistics, over the recent 10 years, the number of elderly people has increased by
28.8 thousand (by 4,3%), although the total population has decreased by 181,1
thousand (5,2%). At the beginning of 2030, almost one third of Lithuanian residents
were expected to be elderly (according to EU data: 27-30,4%). Eventually, there
will be one senior resident per two of working age (currently — 3). In Lithuania, the
number of elderly people is gradually increasing".

In 2002, the WHO stated that an increase in the population of middle and
elderly age (over 60 years) is the greatest victory of mankind, while coincidently
producing high economic and social challenges and requirements for the 21st
century countries in which for the next 25 years the elderly age will increase by
10% (from 20,5%—24,5% in 2001 to 27,9-35,1% in 2025). Within the period from
1975 to 2025, there will be about 694 million people who are senior citizens. By
2025, the number of people over 60 years old may be about 1.2 billion people. By
2050, it will be 2 billion people, 80% of which will be the residents of developing
countries (see Fig. 1)%.

Age group
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70-74
60—-64
50-54
40—-44

30-34
20-24
10-14
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350000

150000 0 150000
Population in thousands

350000

Fig. 1. Population growth in 2002-2025

Based on international statistics, the oldest countries in the European Union
in 2005 were Germany and Italy with 19%, and Greece with 18%°. Less senior
residents were registered in Ireland, Cyprus and Slovakia (11-12%). In 2050, most
seniors are expected to live in Spain and Italy (35-36%), Germany, Greece and
Portugal (about 32%), and slightly less in Luxembourg, the Netherlands, and

"Data of the Department of Statistics. URL: http://www.stat.gov.lt/lttnews/view?id=
7994&PHPSESSID=93011d75eeae3b61b241ac07b4aba978.
2 Active ageing: a policy framework, http://whglibdoc.who.int/hg/2002/who_nmh_nph_02.8.pdf
® Residents of 65 years old and older.
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Sweden (22-24%)". Thus, the population forecast for the period from 2011 to 2060
shows that population ageing will affect all EU countries.” The EU population will
be slightly greater in 2060, and its residents will be older than currently (see Fig. 2).
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Source: Eurostat (online data codes: detno_pjanind and proj_10c21500)

Fig. 2. Population in 1990-2060

What is ageing?

In recent years, employment of the elderly has been increasing more rapidly,
and yet the general goals of the Lisbon employment strategy are being reached too
slowly. The EU labor market is not democratic, and socially vulnerable groups of
the society suffer from discrimination. Furthermore, the labor market is dominated
by gender inequality. In the knowledge economy, competence and creativity
increasingly influence the results of progress, and education is the key factor for
productivity and economic growth. Changing technologies require continuous
improvement of skills from people. Presently, work and assets cause the spread of
economic knowledge to a lesser extent than ideas and innovations. One can take
advantage of globalization and innovations only by changing the established forms
of labor and residence, although the changes often require efforts. Introduced
innovations and competences do not correspond to the changed social and
working conditions, and eventually new waves of unemployment and social
exclusion rise.

Active ageing has become a concern for worldwide politics. State
governments as well as international organizations approve the importance of the
active ageing idea, and set to its propagation. The variety of active ageing
concepts and implications deriving from them changes the sense of active ageing
itself: it is understood as a phenomenon comprising a life or life period coinciding

L EU25, 2006.
Zpopulation structure and ageing. http:/epp.eurostat.ec.europa.eu/statistics_explained/
index.php/Population_structure_and_ageing#Future_trends_in_population_ageing
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with the change from employment to retirement. One or another concept of active
ageing determines the other parameter — the scale of its manifestation: from a
broader perspective, we shall note, it is associated with the other areas of social
policy. However, attention is only paid to some specific areas of the policy such as
the labor market and retirement policy.

The phenomenon of active ageing in the concept of the World Health
Organization is represented as a system of the social policy enabling the
optimization of the physical and functional health of senior citizens, their
participation in various areas of public activities, as well as their safety, providing
them with equal rights, required high-quality social services, and contributing the
creation of equal opportunities for their self-actualization in the society. The culture
existing in a country (system of values, traditions and beliefs) is quite essential for
the active ageing policy, i. e. the ideological attitudes and the active factors of
policy implementation aimed at: (a) guaranteeing equal rights for the elderly in their
ageing; (b) encouragement for their sustainable and self-dependent life;
(c) recognition of physical, mental and social well-being as a factor of personal
health; (d) promotion of physical activity and a healthy lifestyle as significant factors
enhancing physical and functional health; (e) provision of equal opportunities for
participation in public life (labor market, education, culture, politics, self-
actualization) depending on the needs, desires and abilities of the elderly; (f) social
and economic guarantees of physical security for the elderly and disabled people
who cannot support, care for, and protect themselves'.

Encouraging active ageing is a core strategy for employment in Europe6
coordinating the employment policy of EU members. The integral growth of
European economics and job creation in 2005—2008 specified the tendency to
employ and keep at work as many senior citizens as possible with respect to the
life expectancy in this social group. A set of measures was focused on the creation
of better working conditions, lifelong education, a healthier working environment,
and appropriate means of working motivation as well as prevention of possible
early retirement. Attention has been drawn for the first time to the need for
modernization of social security systems in order to increase the active working
agez. The demand for active ageing in Europe can be considered from two
aspects: as an objective and inevitable vital necessity caused by demographic and
economic factors, and as new options are discovered for the older generation, as a
result of the essential possibilities for the general development of personal choice.
One of these possibilities for choice is to live longer and keep a healthier lifestyle
which is already real for many people in Europe where the life expectancy of
people older than 60 years has been significantly extended by the effectively
functioning healthcare system. Making life after 60 years more meaningful and
wealthier is one of the options available for the present older generation in Europe.
In this regard, society faces the problem of how to eliminate all barriers hindering
the elderly to actively participate in modern life, and encourage and motivate them
to stay in the labor market as long as they want. The reasons which can prevent

L WHO, 2002.
2Europos uZimtumo strategija (European Employment Strategy), http://ec.europa.eu
/social/main.jsp?catld=101&langld=It
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them from working are primarily those of a financial origin, i. e. pension reduction
for the working retirees. In addition to financial obstacles, further negative impact
on the integration of senior citizens into the labor market comes from employers’
stereotypical view that the elderly are not effective workers. Such stereotypes
greatly disrupt society from adopting the valuable experience and knowledge of
senior citizens to good purpose, thus depriving the elderly of the significant choice
of the possibility to work.

General skills during active ageing

In the recommendation “About General Skills for Lifelong Education” dated
December 18th, 2006, issued by the European Parliament and the European
Council, skills are defined as the eventual set of knowledge, competences and
attitudes. General skills are the competences required for personal fulfilment and
development, active civic consciousness, social integration and employment’. It is
essential to constantly improve one’s skills to match the labor market demands®.

The EU is increasingly facing the challenges of globalization, and every
citizen wishing to adapt to a rapidly changing and versatile world should develop a
lot of general skills and abilities. In this respect, in both social and economic
aspects, education should be of key importance for ensuring general skills and
knowledge required for adaptation to rapidly changing living and working conditions
for all European citizens as previously discussed®. Education and training are an
essential part of the Lisbon agenda for economic growth and job creation, and one
of the most significant elements for further practice. While aspiring to stimulate
economic growth and job creation, equity and social inclusion, it is particularly
important to create a so-called “triangle of knowledge” comprising education,
scientific research and innovations, and to help all citizens improve their skills. Due
to economic decline, these long-term problems have become even more influential.
Public and private budgets encounter great difficulties, since jobs are cut, and new
jobs often require higher qualifications. Therefore, the system of education and
training should be more open to meet the needs of citizens, the labor market and
the general public®.

General knowledge and skills in the frame of lifelong education are the target
of European projects identifying and defining the eight common requirements, or
knowledge indispensable for personal fulfilment, active civic consciousness, social
inclusion and employment: 1. communication in native language; 2. communication
in foreign languages; 3. mathematical abilities and skills in science and technology;
4. computer literacy, 5. learning abilities; 6. general civic education and skills; 7.
leadership and entrepreneurship; 8) cultural identity and expression. Thus, basic

Official Journal L 394 of 30.12.2006. URL: http://eur-lex.europa.eu/LexUriServ/
LexUriServ.do?uri=0J:L:2006:394:0010:0018:en:PDF.

% Europe strategy 2020.

® Recommendation of the European Parliament and of the Council of 18 December 2006 on key
competences for lifelong learning. URL: http://eur-lex.europa.eu/LexUriServ/LexUriServ.do?uri=
CELEX:32006H0962:EN:NOT.

4 Joint Progress Report of the Council and the Commission on the implementation of the
“Education & Training 2010" work programme. Adoption of the report. URL:
http://register.consilium.europa.eu/pdf/en/10/st05/st05394.en10.pdf.
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and professional training should support the development of general knowledge
and skills for all young people, including those who are socially disadvantaged, so
that they can use them in their education and work. Education and training for
adults should provide everyone the possibility to obtain and update their knowledge
and skills throughout life.

Presently, we encounter many important and complex tasks such as rapid
social changes, technological, economic and cultural globalization, increasing
social differentiation, and reconsideration of many values and environmental
problems. Lifelong education has become a necessity for all of us. People should
constantly improve their knowledge and skills not only for their personal fulfilment
and active community involvement, but also for successful participation in the
changing world. The increasing internationalization and new technologies remind
us that the Europeans should not only update their existing skills, but also have
general skills to adapt to the changes in the process. It is particularly essential that
both social and economic education serve the purpose of giving European citizens
with general skills required for rapid accommodation to the changes stated above.

Each individual and society, as well as some social, economic and political
concepts, have an affect on any conceptual and theoretical bases in the selection
of core general skills. Thus, it should be always borne in mind that:

Firstly, general skills are consistent with human rights and democratic
values. Multiple international legal acts and agreements form a solid basis for
definition of the universal principles governing a modern democratic society. By
this we emphasize the importance of democratic values, i. e. respect for laws and
rights, knowledge, skills and competencies as well as lifelong education. The core
skills shall be defined so as to conform to these principles, and that is a political
and ethical challenge to both country and society;

Secondly, general skills should contribute to what makes a happy and
successful life, and meet the basic personal needs. By this we mean the moral
theory which stipulates the interconnection between a happy and successful life
and relationships with other people, self-actualization, and creation of a physical
and social environment and sense of accomplishment;

Thirdly, general skills are not always consistent with individual differences.
The concept of “skill” requires the implication marking that a person and a
community can have different social interests, attitudes and opinions, while social
groups differ by their lifestyles and traditions”.

In order for a person to be able to make own life and participate in the
development of society, the competencies recommended by the European
Commission shall be mobilized (see 8 general requirements on pp. 9—10).
Competences are the common base for changing all national and European
education initiatives, since they are designed for all involved in the development of
education, i. e. students, employers, education providers and politicians. The
competencies ensuring lifelong education are especially significant in the

! Dominique S. Rychen and Laura H. Salganik, 2000.
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knowledge society, since they provide more flexibility for people in the labor market
and make it easier to adapt to social and economic changes. Personal competence
increases the motivation of a student, views on education, and the student’s
exclusive character. According to’, all citizens should improve their skills and
knowledge by actively participating in public life and successfully playing in the
changing labor market and business world.

Features of voluntary help are identified in various non-governmental
organizations. According to |. Lelilgiené, a non-governmental organization is
independent, and operates without financial aid from the Government and in
accordance with applicable law. The main attributes are: voluntary participation,
absence of government allowances and subsidies, democratic management and
active participation in solving public issues®. While discussing volunteering
activities of NGOs in the article, we consider it necessary to distinguish informal
education from informal training. The informal education in a voluntary NGO
includes courses, seminars, and conferences held, organized and performed in or
by a NGO. However, it shall be noted that training is performed even within the
volunteering process. The courses and seminars are an opportunity for volunteers
to better know themselves, improve their skills of “participation” (cooperation) and
acquire social skills. Social skills are an activity aiming at positive impacts; however
in certain social situations they can provoke negative effects (for a person, social
environment and society). The concept of “social” means “associated with public
life” while a social man is a public activist. The term “skill” indicates the developed
relevant ability, i. e. some action, activity or behavior. R. LauZackas qualifies social
skills as general skills, or competencies regarded as “broad-scope competencies”.
Social skills are “the abilities enabling a citizen to live in the community and
efficiently participate in the social and economic life of the state™. K. Lewin states
that a person’s behavior depends on the current situation. Behavior is a unique
change of life space. Each group member has his / her own life space which is
coherent with the other group members’ spaces. The group member’'s behavior
can be understood by figuring his/ her life space. Social skills, i. e. conflict
management, public speaking, the ability to listen to the others’ opinions, and
clearly express one’s own position and resolve the arising conflicts in a
constructive manner, etc. are improved throughout life*.

Within the educational standards, social skills are characterized by three
aspects: to get along with other people and their groups, establish and maintain
interpersonal relations, balance and compromise, resolve conflicts in a constructive
manner, learn and work with others, help them in order to reach a common goal,
and participate in cultural, civil and political life of the state and society”.

! Key competences for lifelong learning. Recommendation of the European Parliament and of
the Council, 2006.
% Leliagiene I.,1997.
% Lauzackas R., 2005.
4 Lewin K., 2007.
® Bendrojo issilavinimo standartai (CTaHaapThl 06LLero o6pazosaHust). 1997.
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What are social skills? These are skills facilitating the social dialogue in the
intercultural environment. This is a set of behaviors which can be called “the
introduction to a person”: balance of self-expression and social adaptation with
appropriate social technologies (accepting roles and views, empathy, etc.); self-
assurance, assertiveness, positive self-esteem, freedom of social care, etc. Good
relationships can be stated to be one of the key factors stipulating social efficiency.
In general, it is essential for a person to have such qualities as empathy, ability “to
be in the others’ shoes” and get the feel of a situation. Trying to achieve successful
social communication, we shall talk to each other more sincerely. When a person
tries to understand the other, a natural and spontaneous respect is expressed. This
way, the attention is shown to others. All the elements of social skills are
developed throughout life (formally, informally or spontaneously) within the
comprehensive education (planned and eventual). With education through
volunteering, people more often gain social skills which, according to the
memorandum of “Lifelong Education”, are one of the most essential skills in the
knowledge society.

Definition of volunteer activity

At all times, volunteer activity had a specific place in society. It is defined as
non-for-profit, free non-expert activity which is performed by people for the benefit
of neighbors, the community or society. Volunteer activity takes various forms and
includes traditional mutual assistance in the event of a crisis, as well as conflict
resolution and poverty alleviation. Volunteer activity comprises local and national
efforts as well as bilateral and international programs performed regardless of
borders®. Volunteers do work that is urgent for society at the time. This work is
done by free will and is not paid in cash equivalentz.

There are three criteria defining volunteer activity: (1) it is never performed
for material benefit. However, all expenses of a volunteer related to the voluntary
activity shall be covered; (2) it is performed by free will. Free will is the basis of
volunteering, yet volunteers rarely do this on absolute free will: usually, they feel
pressure from others and volunteer due to a commitment or sense of social duty.
Still, this criterion helps to identify a genuine voluntary activity from activities
performed within associations which make people volunteer for effect; (3)
volunteers as well as 3" parties benefit from voluntary activity. This criterion helps
to distinguish volunteer activity from activities during leisure time® (see Fig. 3)
These criteria define the voluntary activity in its capacity at large.

! Voluntary activity in Europe and Lithuania ([o6poBosbyeckas [esTenbHOCTb CErofHs B
EBpone un /lutee), http://www.bendraamziai.lt/?Page=148&Vp=155&lang.

Europos savanoriy tarnybos asociacija,Saltes*: Kas yra savanorystée (Accounauus
eBponenckoro fo6poBobYECKOro copeta: UTo takoe gobpoBonbyecTBo?), URL: http://www.saltes.net
/content/apie_savanoryste/kas_yra_savanoryste.html.

® Who is the volunteer? (KTo Takoii pfo6posoney?), URL: http://www.savanoris.
[t/IYwho_volunteer.php)
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Three criteria defining volunteering

L Volunteering is beneficia

. Volunteering is completel

Volunteering makes ‘ done outgof goodr\)/vill Y for volunteers and 3"
no financial profit parties

Fig. 3. Three criteria defining volunteering

Thus, we should note that volunteers join industrialization and national
development as well as the humanitarian and technical assistance by the UN,
propagation of human rights, and fulfiiment of peace and democracy programmes.

Discussing volunteering activity, it should be remembered that the activity is
most commonly performed in various social and ecological organizations and those
of informal development. There should be an appropriate social and legal
environment for volunteering activity to be performed, which can provide safe and
versatile volunteering favorable both for volunteers and recipients. The Czech
Republic, being the first country in Central and Eastern Europe to adopt the Law on
Volunteering on January 1st, 2003, can be mentioned as an instance. In the law, it
is defined who the volunteer and what the voluntary activity is, what the areas of
activities are and what agreements are concluded with volunteers, etc. The law
stipulates volunteering to be voluntary work meant for helping other people’.

Through analyzing fields of volunteer activities described by various authors,
Jonutyté (2007) marks and identifies the following areas of volunteering social
activities: organizational work, social work with children, training of volunteers,
social work with adolescents, anonymous phone counseling, social work with the
elderly, etc. These areas are grouped by purpose into three types of volunteering
(see Fig. 4): (a) mutual aid (people help each other try to survive or make their life
more convenient; this type is basic for voluntary activity); (b) service provision
(volunteers spend their time and energy to provide services; this type is the most
common in Lithuania); (c) public activity (volunteering is regarded as an active
participation of citizens in various social and political organizations)® (Fig. 4).

! Volunteer Law' of Czech Republic, http://www.inexsda.cz/cze/zakon-o-dobrovolnictvi.
2 Nonprofit and Voluntary Sector Quarterly, September 2004; vol. 33.
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Three types of volunteering J

Mutual aid ’ “{ Provision of services ‘ L_‘ Public activity

Fig. 4. Three types of volunteering

NGOs often encounter problems since volunteers have a vague idea of their
responsibilities and limits on their powers. Therefore, rights and responsibilities
should be defined so that volunteers have a clear understanding of their work and
privileges available for an organization member as well as for avoiding the
misunderstanding between employees of the organizations. The first step to this
may be the regulation of a volunteer's work which is a short description of what a
volunteer is able to do within the organization and off-duty hours'. Another
measure is to clearly indicate and specify what the volunteer, member and
coordinator of volunteers in a NGO are. A volunteer can be identified as a person
supporting the organization by his / her activity (work), i. e. spending time for social
concerns. The volunteer is a person doing socially significant work by free will
without money reward, having no membership or interns’. Usually, it is a person
recognized as a member of NGO regularly participating in its activities and/or
paying some fees. The membership can be formal, i. e. a person familiar with the
organization charter shall file an application for joining. Sometimes, the
membership can only be voluntary and is not legally registered; in this case, oral
agreement is applicable3. The coordinator of volunteers administers their training,
helps them solving the issues related to volunteer activity and always become the
counselors, i. e. tutors for volunteers.

Thus, volunteering can be defined to be a conscious personal identity and
choice to join activity aimed at helping others and as a time for public work.

Motivation for volunteer activity

Unless certain citizens aren’'t ready to do everything depending on them,
unless they join their creative forces, and as long as they don't develop their own
initiative, they have no right to expect help from others, since universal welfare can
only be achieved through the progress of individuals and nations as well as
through encouraging universal solidarity”.

! Brabazon T., Matisoff D., Razaitis G. Kaip bdti geru savanoriu (Kak GbiTb XOpPOLUMM

no6posonbLem), http://www.labdara-parama.lt/docs/savanoriai.doc).
2 cm.: Jordan P., Ochman M., 1998.
®Cm.: Praktinis vadovas Lietuvos nevyriausybinéms organizacijoms, 1998 (MpakTuueckuii
CNpaBOYHMK HENPaBUTENLCTBEHHbIX OpraHu3aumii /inTebl, 1998).
4 Cm.: Kazlauskas V. 1993.
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According to the European Economic and Social Committee, solidarity, a
sense of responsibility for others, and a willingness to be helpful are the key
motivations for volunteer activity’. In the study “Volunteering in the social
development system”, I. Jonutyté specifies the general motives: firstly, voluntary
activity is intended for satisfaction of own needs, i. e. self-appreciation, acquiring
new skills, personal improvement, ensuring future prospects, experiencing
loneliness; secondly, voluntary activit%/ meets such needs as caring for the
community / society, and helping others®.

Motives for volunteer activity are extremely essential at the beginning of
NGO work. They often depend on the personal aspiration to gain volunteering
competencies or find a professional path. Many volunteers search for the values
that are rare in daily life (warm relationships, aid to community / society) in
volunteering. Still, young people most commonlg believe that volunteer activity
allows satisfying professional and special needs”. Voluntary activity in NGOs is
different and depends on the work areas, yet the general properties can be
identified: (a) growth of self-esteem of the volunteering participants; (b) satisfaction
of personal needs and interests, improvement of personal and social life, increase
of environmental protection and political activity, etc.; (c) evidence of genuine
involvement in the volunteer activity; (d) softer personal and social problem solving;
(e) creation of groups where people find their niches in the society themselves; (f)
learning and adopting experiences from others, etc”.

A person performing work always desires to know if this activity is helpful for
others, so while analyzing volunteer activity, we shall estimate the volunteering
profit for a volunteer and society (in Table 1 principles of mutual profits are shown).

Table 1
Characteristics of motivation for volunteering
Significance of volunteering for volunteers Significance of volunteering for society
- Provides a feeling of self-helpfulness; - Volunteering is conducted by a person or a

- Creates the conditions for acquiring a desired | team to draw attention to personal, social and
experience, improving personal skills for personal | environmental issues;

advantage, e.g. in career, etc.; - Fills the gaps in spheres of education,
- Enables expanding a circle of acquaintances | environment, social work, economics, etc.

and finding new friends; - Enables maintenance of social values

- New experience is acquired in various situations | - Enhances civic consciousness;

which help to self-actualize; - Awakes human values and develops
- Develops teamwork and social skills, | tolerance;

encourages communication; - Contributes to economic and political well-
- Provides opportunities for casual and informal | being;

learning; - Indispensably assists in various real-life
- Demonstrates emergency management | situations

capabilities;

- Develops organizational skills;
- Provides opportunities to see the world in a new
light

! Cm.: Opinion of the European Economic and Social Committee on Voluntary activity: its role in
European society and its impact. URL: http://www.cev.be/data/File/EESC.
OpinionVoluntActivities06C325.3.pdf.

% Cm.: Jonutyté 1., 2007.

® Brabazon T., Matisoff D., RaZaitis G. Kaip biti geru savanoriu (Kak cTarb XOpoOLIMM
no6posonbuem) URL: http://www.labdara-parama.lt/docs/savanoriai.doc.

* See: Bax W., Moens J. R., 1997.
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Within voluntary activity, a person’s self-esteem grows and one of the
superior needs specified in the Maslow pyramid, which is the need for respect, is
satisfied. A person develops such qualities as respect for others, willingness to
express one’s own ideas and emotions, and the possibility of being a responsible
and active community member; these properties also show that the other needs
identified by A. Maslow are satisfied in volunteer activity, i. e. social and security
needs, and self-actualization’. The NGO objective is to motivate volunteers for
voluntary activity so that it won't be boring and cause them to work in the
organization for its profit as long as possible. In our analysis, we rely on one of the
most known staff motivation theories. i. e. the motivation theory of two factors by
Frederick Herzberg, which stipulates that job satisfaction is influenced by
satisfaction and dissatisfaction factors. Satisfaction factors are the satisfaction of
such needs as accomplishment, response to new life and business challenges,
career growth, etc. Dissatisfaction factors imply the absence of correlation between
money reward and labor motivation?.

If the working conditions are good and the environment is appreciative but
the work is boring, people work listlessly and less creatively. In most cases,
volunteer activity is similar to paid jobs. Therefore, chiefs of NGOs and
coordinators of volunteers should explain to their juniors the importance and
responsibility of their activity and consider their capabilities®. To conclude,
volunteers coming to NGOs aspire to gain useful skills for their future or current
occupation as well as skills at helping others and communicating with people of
similar views and attitudes. Through participation in volunteer activity, people make
efforts to satisfy their needs in a broad living environment.

Empirical study arrangement

A gquantitative study was carried out in 2010. Totally, 94 respondents from
NGOs in Kaunas participated in the questionnaire survey. The activity of NGOs is
based on volunteering. Most respondents (47,5%) were of 21-25 years old, and the
least (6.4%) — of 41 to 60 years. The survey showed that generally young people
work as volunteers, and currently NGOs are most active in Lithuania in matters of
volunteering. SPSS programming equipment has been used for the survey data
analysis.

A qualitative study was carried out in 2011. In our research, we tended to
represent the opinions on volunteering of senior volunteers participating in the
Grundtvig project. Due to the interview method, we explicitly illustrated the opinions
of respondents of senior age (6 senior volunteers of 54 to 70 years). The
respondents have had the following occupations: doctor, nurse, museum
attendant, teacher, cultural worker, and veterinarian. The respondents have
demonstrated the following level of education: higher education — 3 persons,
vocational elementary education — 2 persons, vocational secondary education —
1 person. The participants have responded to 11 questions. Each interview has
been performed as a personal talk. The results have been divided into five
categories and several subcategories.

! See: Pluzek Z., 1996.
2 See: Jucevitiené P., 1996.
% See: Jordan P., Ochman M.,1998.
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Empirical study results

All non-profit organizations can accept volunteers for voluntary activity.
Therefore, to determine the needs for participation in volunteering among the
elderly, the respondents were asked the question: “If you would like to get involved
in volunteering, what organization would you choose?” The answers were: 25
respondents would participate in the activity of religious centers and communities;
23 respondents would work for charity and welfare funds; 9 persons would join
budget institutions; 7 respondents would choose associations; 4 persons —
international public organizations; while only 3 respondents would choose public
institutions (see Fig. 5). From the results, it can be concluded that most
respondents would volunteer in religious centers and communities.

International public
organizations centers

Religious centers
and communities activity

Public institutions

Associations

Budget institutions

Charity
and welfare funds
0 5 10 15 20 25 30
Charity and [ Religious International
arity an Budget - Public centers and public
welfare funds | institutions Associations | hitutions communities | organizations
activity centers
HRow 1 23 9 7 3 25 4

Fig. 5. Types of organizations in which respondents would like to participate in volunteering

The distribution of respondents by gender is as follows: 27 males (29%) and
67 females (71%). It can be suggested that women take a more active participation
in volunteering. To a question “What else do you do?” 16 persons (15%) have
responded “Study and work”. The total number of working volunteers is 33 (35%)
while 69 persons (73%) are students. Those neither working nor studying are 8
persons (8%) since they are retirees. Most respondents have been involved in
volunteering in NGOs for a long time. The survey revealed 69% of respondents
have been working for NGOs for over a year.

Fig. 6 shows the percentage of respondents believing they acquired some
skills and competencies through volunteering in NGOs.
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Fig. 6. Skills gained by respondents participating in volunteering

Most respondents agree they gained skills in communication (90%),
cooperation (81%), and learning from others (80%). At the same time, part of the
respondents disagree that they obtained skills in drafting projects (22%),
management (9%) and stress resistance (9%). As stated earlier, the distribution by
gender shows that more females participated in the survey, therefore, we shall
observe the answers of males and females on the skills obtained. Most of all males
(90%) acquired skills in planning, while least of all (48%) they managed to develop
stress resistance and skills in drafting projects (Fig. 7). The survey also discovered
that females most learned (81%) to understand emotions of others, while the least
percent (59%) learned higher stress resistance. Thus, from the data represented,
we can conclude that the least gained skill both by men and women is stress
resistance.
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Fig. 7. Percentage of males and females willing to gain skills

The survey included the question “How much values, social skills and
knowledge were developed by the respondents?” The answers were divided into
four possible categories: lots of, much / many, neither little (few) nor much (many),
little / few. By generalizing the results, we obtained the following distributions
shown in Fig. 8.

Knowledge

M Little / few

m Neither little (few)
nor much (many)

B Much / many

Values

M Lots of

Social skills

0% 10% 20% 30% 40% 50% 60%

Fig. 8. Distribution of skills gained by responders through volunteering

Analyzing the survey results, we obtained the following distributions of
answers: conditions existing in Lithuania do not allow the elderly to be actively
involved in social life (31% agree); in Lithuania, the elderly are considered the most
discriminated social group (28% disagree); the elderly can rarely enjoy their high
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prestige or status (32% strongly agree); volunteering can be equally benign for
emotional and physical health (40% agree) (for details see Table 2).

Table 2
Opportunities for the elderly to participate in volunteering
Statement Strongly Agree Do not Disagree S_trongly
agree know disagree
In Lithuania the elderly are not
provided _the c_)pportu_nltlt_es to be 25% 31% 17% 20% 7%
engaged in active social life
In Lithuania the elderly are
considered to be the most 24% 23% 20% 28% 5%
discriminated social category
In our society the elderly can
rarely enjoy high prestige and 32% 25 11% 25% 7%
social status
Retirees are generally forgotten
by everyone, they expect or 25% 28% 13% 3206 206
demand nothing from anyone and
are of low interest for others
Volunteering is an op_portunlt_y for 23% 45% 2206 7% 2%
the elderly to stay socially active
Enga_ged_ in qhanty, the elderly 37% 48% 10% 0% 506
can find like-minded people
Engaged in charity, _the elderly 28% 37% 30% 206 3%
can learn how to work in a team
Managlng emergency S|tuat‘|ons is 20% 37% 38% 506 0%
highly essential in volunteering
Understanding and tolerance for
those in need is highly essential in 25% 41% 32% 2% 0%
volunteering
Volunteering can be equally
benign for emotional as well as 25% 40% 28% 7% 0%

physical health

In the survey, the respondents were asked what reasons could encourage
them to volunteer. Analyzing the data, we discovered that the motivation for most
respondents (58%) is new acquaintances; 57% of respondents are stimulated by
the urge to come out of their homes and their willingness to share their experience;
50% of respondents are motivated by willingness to participate in public activities;
43% — to escape from daily routine; greater confidence motivated 33%; 28%
chose a willingness to use their full potential, and the least percentage of
respondents (20%) specified respect from others as a reason (see Table 3).
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Table 4

Qualitative study results

No. Categories Subcategories Case studies
1. Lifelong Participation in | - Never (A, D, F),Often (B), Rarely (C), Often (E)
education educational
work
Educational In professional activity (A, B, D, E)
work in the | Self-improved (C)
professional Never self-improved (F)
and  personal
sphere
Concept of | - This is personal self-development and inner
lifelong improvement of a person. There is a possibility to learn
education how to resolve problems relying on the faithfulness of
new knowledge, and learn about innovations, the world,
its people, traditions and culture. It is a renewal of
knowledge. (A, E)
- Constant self-improvement, renewal of knowledge and
acquiring new professional and personal skills. (B)
- It is self-development and aspiration to learn something
new. There is no person who knows everything about all
things because it is impossible. No matter what life
period, each of us wants to discover something new by
ourselves or with the aid of others. So, we can learn
through our whole life since there will never be much
knowledge. (C)
- The world is constantly changing, developing, improving
and humans are a part of the world, so people should
improve themselves mentally and physically as well.
Improvement comes through learning. (D)
- It is constant learning, making our knowledge more
profound, acquiring new skills and abilities important for
daily life. (F)
2. Volunteering Having - As a student at school, | visited single elderly people or
experience volunteering ill classmates and helped them with homework. At the
experience university, | worked in summer camps and volunteer

cleanups. Working as a doctor, | helped single and ill
people a lot. | also donated for charity (clothes, food,
books, medicaments) as well as provided psychological
aid. (A)

- | am not directly involved in any volunteer organization
but often participate in church work helping the elderly.
(B

- | am not directly involved in any volunteer organization
but often participate in church work helping the elderly.
©)

- As a student, | had to participate in farm work during
holidays. (D)

- | participate
organizations. (E)
- For many years | have been a volunteer of “Caritas”
organization where you always have someone to help.

(@]

in various campaigns of volunteer
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Hope to acquire
experience in
volunteering

- | hope to discover new countries, their traditions and
culture. Maybe | will learn something new and be able to
communicate better with other volunteers. | also hope to
gain more experience, new skills at the national and
international levels and improve my language skills. (A,
B)

- Acquire and improve my communication skills. (B, D, F)
- Gain some useful experience and share it with people
living and communicating with me. | hope to learn
something new and unusual. It is always easier to give
than to take. But everything you gained will surely return
back to you. Thanks to all those giving. (C, E, F)

- | hope to meet people from other countries and learn
about their environment, culture and national
peculiarities. (D, E)

Volunteering
skills

Skills essential
for volunteering

- I seem to know a lot but | would rather review the scope
of volunteer activity. (A, B)

- How | can help people, what activities related to
eldercare | can participate in, develop self-sacrifying
attitude and learn more on the volunteer work. (B, D)

- How | can care and whom | should take care of. (E)

- Teamwork communication, cooperation and mutual
understanding. (B, C, F)

General skills

- Language skills, computer literacy, intercultural
communication and collaboration skills. (A, B, C, D, E, F)

Volunteering
benefits

For personal
life

- | will tell my family and friends. | try to overcome
difficulties looking at other people’s examples. | will try to
prove one should live joyfully today rather than waiting for
something good in the future. (A)

- This experince will help me gaining self-confidence
which reduces as years pass. That would have a positive
impact on my life. (B)

- | like socializing with people and try to be polite, kind
and understanding and would like to help others to be the
same as me. (C)

- | will tell my friends and co-workers about my volunteer
work. | use my experience in personal life. (D)

- | will share my experience with colleagues and fellow
co-workers. (E)

- First, | will help my friends to care in a right way, and
then | will pass on the knowledge to children. (F)

For
professional life

- More patience and try to accept hard daily life thinking
of someone enduring even more. One should remember
that life cannot be changed but you can always change
yourself. (A)

- | hope to improve my communication skills working with
people of different age. (B, C)

- | will meet new people and share my experience with
colleagues. | willimprove myself as an expert. (D, E)

- There will an opportunity for communication and
cooperation with people of different culture and for
learning their identity and sharing my experience. (F)
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5. Volunteering In Lithuania - People often treat the good suspiciously. Probably, it is
expectations because of their experience gained in childhood, when,
while growing, they socialized with friends and
acquaintances. Their worst enemy is narrow thinking and
unwillingness to self-improve. (A)

- | really hope | will be able to listen to someone and feel
helpful.

(B,F)

- Volunteering will strengthen my self-confidence, and
encourage the rational handling of various issues and
problems. | believe there will be a lot to learn and skills to
improve. (E, D)

- | would like to have mutual understanding between
people, some food for reflection and not only to give
something to others but also to take from them. | hope,
Lithuania is spiritual, benevolent and volunteering, if not
at the moment, then in the future. (C)

Abroad - | hope communication with foreigners will be easy since
people are more joyful and kind, self-confident, being
able to cooperate and help each other more. Let's learn
and gain experience from them. (A, B, D)

- | hope | will find an opportunity suitable for my abilities
to help in physical work. | hope to meet people abroad
and their culture and communicate with them as much as
my language skills make it possible. (C)

- | will find like-minded people. (E)

- | want to know more about how volunteer work is
performed there and what means are used for its
realization. (F)

Within the category Lifelong education, three subcategories have been
defined (participation in education, education in professional and personal spheres,
concept of lifelong education). Different experiences of volunteers have been
registered. Many of them developed only as experts making career achievements
or improving their key competencies. Even though the volunteers had no
motivation for a lifelong education, their knowledge on the subject is quite
profound. In the discussion on the understanding of lifelong education, the
respondents interpreted it as a possibility not to digress from life events and the
conditions to adapt to a rapidly changing world and new technologies, and as
intellectual and personal development. In other words, lifelong learning (LLL)
means constantly updating one’s general skills.

Within the category Volunteering experience, two subcategories were
defined: 1. Existing experience in volunteer activity and 2. Achievable experience
in volunteer activity. In the discussion on the existing volunteering experience, the
respondents actively shared memories of where, when and how they helped their
lonely elderly and ill relatives. Some respondents were permanent assistants in
churches or worked for a long time in the Caritas organization focusing on helping
others. The participants of sociological research engaged in a volunteering project
to aspire to obtain helpful experience which they will be able to pass on to others.
One of the respondents mentioned: “It is always easier to give than to take but
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what was given will be returned back a hundred times greater. Thanks to those
who are giving...” Generalizing from the facts, the internal motivation for doing
something pleasing for others can be stated as the most important.

Within the category Volunteering skills, two subcategories were defined:
skills essential for volunteering; general skills. In the opinion of respondents,
knowledge is never enough. Every acquired experience improves a person.
Absolutely all respondents believe the key competencies are a basis for
communication, relationships and cooperation. Language skills required for
communication with citizens of other nations are important. In the knowledge
society, computer skills are essential for the development of a communication
network and search for required information. Even though the respondents
participating in the research are senior adults, they show great interest in social
contacts and self-improvement.

Within the category Volunteering benefits, two subcategories have been
defined: personal; professional. Many respondents claimed they will share their
experience with family, friends and colleagues. Some respondents believe they
develop as experts through volunteering, meaning they get possibilities for
communication and cooperation with people of various occupations.

Within the category Volunteering expectations, two subcategories have been
defined: in Lithuania, abroad. Many respondents participate in the Grundtvig
project developing volunteering in Lithuania and abroad. Their expectations
demonstrate a rising enthusiasm and strong motivation for participation in
volunteering. They expect to find friends, learn about other cultures and traditions,
and match the similarities and differences compared to volunteering in Lithuania.

Conclusion

The facts stated above allow us to draw some conclusions:

- volunteer activity is defined as non-for-profit, free non-expert activity
performed by volunteers for the benefit of neighbors, community and society.
Volunteering has many forms and relies on traditional mutual aid in a crisis as well
as the resolution of conflicts and alleviation of poverty;

- motives of volunteering often depend on the aspirations of a person to
discover new skills and / or find a professional path. According to the European
Social and Economic Committee, solidarity, sense of responsibility for others and
willingness to be helpful are the essential motivation for volunteering;

- volunteering is one way in which people of different nationalities, religions
and social and economic status can join to make positive changes. Volunteering
activity encourages personal improvement and develops a feeling of social
helpfulness; general skills of a person are the time given for a useful activity for the
benefit of others and the possibilities to develop social and professional
competencies;

- the quantitative empirical study revealed the fact that volunteering is mostly
chosen by young people studying at universities or other educational institutions, i.
e. by young adults of 21-25 years old. Young people find it more important to
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obtain practical knowledge for their professional activities and communication with
like-minded people. They focus more on a dynamic, creative activity. Skills
acquired the most through volunteering refer to communication, cooperation and
learning from others while among the least obtained are skills in drafting projects
and stress resistance. Most respondents participating in the voluntary activity of
NGOs claim they obtained “much / many” or “a lot” of relevant values, social skills,
abilities and knowledge.

The interview carried out within the qualitative study discovered the
experience and expectations of adults ready to volunteer. The study also showed
the senior citizens are especially needed for tasks requiring trust, life experience
and empathy.

Translated from Russian by Znanije Central Translations Bureau

126



EDUCATION IN NON-GOVERNMENTAL INSTITUTIONS
AND VOCATIONAL EDUCATION AT AFACTORY IN THE SYSTEM
OF CONTINUOUS VOCATIONAL EDUCATION

NON-STATE EDUCATIONAL
INSTITUTIONS IN THE SYSTEM OF
CONTINUOUS VOCATIONAL EDUCATION:
PROBLEMS OF COMPETENCIES

N. A. Lobanov
T. V. Prok

Introduction

If we ask ourselves a question: "What was the greatest social phenomenon
in the Russian educational system that resulted from the change of state system
types?". In our view, the answer must be evident enough: the emergence of
educational institutions that do not belong to the state. As a result, the state
educational monopoly was destroyed, and the population of Russia was allowed to
choose between getting education at state or non-state educational institutions. It
is well known that the destruction of social institutions, i.e. the revolutionary way of
their restructuring always has both positive and negative sides'. The Russian
educational system could not avoid those transformations as well. We will not
touch upon the problem of transformation of development of the state education
sector: not only because we shall exceed the scope of our study, but because a lot
of work was already dedicated to this problem, while the matters of the non-state
educational sector formation and development still remain on the periphery of
scientific analysis. The formation and development of non-state education in the
modern history of Russia as a relatively independent subsystem of the Russian
educational system, having the same rights as the other subsystems started over
twenty years ago. During the last decade of the previous century, sufficient legal,
economic and social conditions took shape in our country for the creation and
development of non-state education, while on the other hand, the need for
overcoming the restrictive framework of state higher education quotas arose. At the
very start of democratic development in the Russian Federation, after the collapse
of the USSR, it became evident that the former state educational system did not
meet the emerging requirements of market economy to the full, and the state
educational system did not have enough potential to satisfy even a fraction of the
population's needs on an individual level. Table 1 can give you some idea of the
first decade of the non-state educational sector formation and development (1903-
2003).

! However, we should remember that no social institution can be destroyed completely.
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According to the authors, non-state education in the Russian Federation
evolved so successfully because, among other things, this social process took
place simultaneously with the process of continuous education formation, because
the creation of non-state educational institutions compensated for the "educational
lacunae" that arose then. The emergence of a non-state sector in the educational
system (above all higher educational institutions) was aimed at activities within the
framework of continuous education concept realization from the very beginning.
This article is dedicated to some of the results of the non-state educational
institutions’ formation and development, and the place they hold in the national
educational system in the context of continuous education. The authors will also
attempt to confute the opinion according to which the level of teaching staff
competence in non-state educational institutions is much lower than in the state
ones, and therefore, the competence level of the alumni of those educational
institutions is lower as well.

Some history

It is necessary to remind the readers that there were higher educational
institutions that did not belong to the state in the USSR. Party schools (higher
educational institutions) that belonged to the CPSU, trade union schools (higher
educational institutions) that belonged to the All-Union Central Council of Trade
Unions; ecclesiastical academies (higher educational institutions) and seminaries
(educational institutions roughly corresponding to the secondary vocational
education level) that belonged to the Russian Orthodox Church. We should remind
ourselves about this, because in numerous publications about the problems of non-
state educational institutions formation and development in the Russian
Federation, those matters are ignored. Only ecclesiastical academies and
seminaries were actually non-state higher educational institutions, because under
the Constitution of the USSR the Church was separated from the state and the
ecclesiastical academies and seminaries were financed from the funds of the
Russian Orthodox Church. But their independence was only nominal, because the
state, represented by the top Communist Party organs, was entitled to make
decisions to open or close ecclesiastical educational institutions. As for the Party
and trade union higher educational institutions, they were actually state boarding
educational institutions where students were delegated by quotas of Communist
Party and trade union organs. These educational institutions did not compete with
the general civil higher educational institutions and, speaking in terms of the
market economy, they monopolized the training of Communist Party and trade
union functionaries in the market of educational services. Formally, these
educational institutions were funded by public organizations, namely the CPSU and
the trade unions. But the concepts of the "Communist Party property" and "trade
union property" were vague, because the CPSU was actually the only proprietor in
the state. Therefore, the Soviet educational institutions that belonged to the CPSU,
the All-Union Council of Trade Union and the Russian Orthodox Church should be
viewed as quazi non-state ones. Nevertheless, this sector of vocational education
bore the closest resemblance of the continuous vocational education because of its
Party, trade union or confessional links.
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The Main Characteristics
of Non-State

Educational

Institutions

Non-state educational institutions carry out their activities at all educational
levels within the continuous education system: preschool and school education, all
levels of vocational education, skill development and retraining and supplementary
education, satisfying the Russian population's various needs for continuous
education.

The common, generic, identifying characteristic of all non-state (private,
public, religious, etc.) educational institutions is non-state ownership. A common
definition for non-state educational institutions in the system of continuous
education could be formulated as follows: a non-state educational institution is an
educational institution that does not belong to the state (belonging to a private
person, a public or religious organization) within the national system of continuous
education created in accordance with the active legislation of the Russian
Federation and acting on its grounds as a self-regulated and self-financing
business organization for the purposes of rendering paid educational services on a
contractual basis; such services are directly aimed at the enhancement of
individual general educational and/or professional competence, and indirectly, at
increasing national human capital. The essence and nature of educational services
rendered by non-state educational institution must not oppose and contradict public
ethical standards.

Our analysis elicited about 30 main features of Russian non-state sector
higher school in the era of market reforms. We should name the principal ones: (a)
the form of ownership (in this case, non-state) is one of the determining features of
non-state sector higher schools; (b) the absence of funding from the state budget.
Non-state higher schools are completely self-financed. Their sources of funds are
tuition fees, rendering various educational services apart from the educational
process, etc., as well as business contacts with sponsors and international funds;
(c) greater mobility or greater market mobility, i.e. the non-state higher schools'
ability to react swiftly to changes in the white-collar job market and to offer new
educational services, new content of education and new educational technologies
to students; (d) greater responsiveness to the population's needs. Non-state higher
schools react more flexibly to changes in the social and personal needs of the
population; (e) greater dependence on the applicants' and students' family income
level, because non-state higher educational institutions are mainly funded by tuition
fees paid by private individuals; (e) a high degree of the proprietor's capital risk,
because in the free market people in charge of non-state higher educational
institutions risk their own capital first of all; (f) forming a proprietary educational
space. A characteristic feature of non-state higher educational institutions is the
creation of their own networks of branches and representative offices that are often
situated outside the borders of the federal educational districts where they are
situated. Non-state higher educational institutions carry out active career guidance
work with school students, create continuous education centers, school and higher
school complexes, organize upper secondary school and vocational school
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classes, etc. Thereby, non-state higher educational institutions prepare their own
future applicants and students, and form their own educational space.

The factors protracting the formation of non-state educational sectors are as
follows: (a) instability of the structure of higher school non-state sector;
(b) underdevelopment of scientific research activities; (c) a limited list of specialties;
(d) underdeveloped material and technical infrastructure, (€) numerous part-time
teaching staff, etc.

One of the features facilitating the demand for educational services rendered
by non-state educational institutions in spite of the consequences of economic and
demographic crises and competition with the state education subsystem is the fact
that the non-state education practices an activity-oriented and competence-
oriented approach in education and upbringing. Initially, the distinguishing features
of teaching activities at non-state educational institutions were their streamlined
nature and the utilization of non-conventional educational programs, methods and
technologies (business and role games, training courses, electronic teaching aids,
slide lectures, etc.) aimed at providing students with knowledge, skills and personal
gualities (competences) required by modern society for subsequent success.

Two tendencies can be traced in the activities of non-state educational
institutions within the continuous education system: The first one is as follows: the
non-state institutions developed along the lines of specialization in some level of
education (non-state pre-school institutions, non-state schools, non-state higher
educational institutions, supplementary education centers, etc.); the second one is
the creation of comprehensive educational centers carrying out their activities on
the basis of multifunctionality, diversification and a multistage structure. Such
centers create a multistage organizational structure of sequential continuous
education: from the preschool stage, where children are accepted at a very early
age, they then get general secondary education (possibly, in combination with
elementary and secondary vocational education) and then, higher education, and
various forms of adult education (supplementary education, retraining and skills
improvement).

From the point of view of the concentration of types of educational activities,
non-state educational institutions can be conventionally divided into those aimed at
getting (1) only professional knowledge and (2) multifunctional centers. Non-state
educational institutions belonging to the first group have various forms of education
organization (full-time instruction, evening courses, extramural instruction,
externship, remote instruction). From the point of view of the continuous education
concept, they are interesting in respect of building models and technologies of
continuous specialized education (economic, legal, linguistic, etc.) and shaping
professional competences that are required in a specific area. Financial
independence allows non-state educational institutions belonging to this group to
employ more practitioners and experts, permitting students to borrow competences
directly from the professional environment.

The second group, multifunctional centers, have an organizational structure
permitting them to encompass all sides of both the educational and upbringing
processes. Such types of educational institutions create conditions based on the
principle of comprehensive boarding schools for getting education in a certain
specialty and residence, engaging in sports, various kinds of creativity, cultural
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leisure, etc. A characteristic feature of their activities is that, apart from the required
standard competences, they help their students to develop so-called non-standard
competencies (mastering business and written speech, rhetoric, fluency in foreign
languages, time management, self-analysis skills, etc.).

We can single out three educational sectors where the demand for services
rendered by non-state educational institutions is the highest.

The elite sector: the educational standards/competencies offered are much
higher than those provided by state educational institutions (e.g., for talented
children or the education of rich parents' children). The kindergartens, schools and
higher educational institutions belonging to these types of educational institutions
have small numbers of children in kindergarten groups, schoolchildren in classes
and students in higher school groups; as a rule, this improves the quality of the
education process. However, the cost of education in such institutions is extremely
high.

The Mass sector: education of the students whose abilities are below
average and therefore in ordinary schools, they, as a rule, are en masse behind in
their studies and "ride the short bus". Many non-state schools (especially their
lower forms) are ready to work with problem children, including those who are
chronically underachieving. If families can afford to pay for custom teaching of such
children, in most cases their educational level is finally somewhat improved;
however, it still lags behind the statistical average. Non-state higher educational
institutions often accept students who have been expelled from state higher
educational institutions. Such non-state educational institutions can work at
substandard levels of the educational process, a thing that cannot be tolerated by
state educational institutions.

The special sector, that offers training outside ordinary curricula. The
curricula of such non-state educational institutions include such options as
engagement in expensive sports, learning music, in-depth study of two or three
foreign languages or mathematics, the humanities, economics or subjects chosen
by the students. In a number of cases, the factors that count for parents choosing
such educational institutions are enhanced security for the students and
comfortable conditions, as well as near-home conditions, small classes (the
average number of students in a class is 9 to 11), state of the art teaching aids,
high-quality catering at the school cafeteria, the availability of a school bus,
vacation and holiday programs, individual attention to each student, etc. Many non-
state schools have kindergartens and pre-school groups for their future students.

Possibly, non-state preschool institutions and schools take advantage of the
plusses offered to the educational system by the market economy to the maximum,
while in the higher education segment of the non-state education sectors, these
opportunities are leveled out to a considerable extent. This is connected with the
fact that parents' influence on the activities of non-state preschool institutions and
schools is rather high: they take an active part in the discussion and determination
of the order for education and upbringing, in the evaluation of education and
upbringing quality, in shaping the desirable competences. Many non-state schools
actively use person-oriented and customized teaching technologies in small
classes/groups for the attainment of a high level of motivation in learning and
positive dynamics of forming key competencies in students. At the same time, a
model of a school graduate is successfully formed on the basis of social mandates
of the job market and the parents, promoting the shaping of competencies that are
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"tailored to order". Special attention in the educational processes is given to the
shaping of qualifications necessary for social success, helping students to plot their
own educational trajectories, determining the future spheres of their activities more
precisely and preparing themselves for this. E.g., non-state educational institutions
graduate are more oriented at going into business.

The Place of the Non-State Education
Sector in the Development of Russian
Education and Shaping

of Students' Professional
Competence

The matters of professional competence: their parameters, methods of
analysis and legal status, still remain a subject for discussion in the educators'
community. There are no credible statistical indicators yet that might offer insight
into the competence level/grade of teaching staff or graduates of a particular
educational institution. Of course, the quality level of an educational institution as
its conformity to certain established quantity and quality criteria is analyzed and
determined within the framework of an educational institution’s appraisal and
accreditation. The competence level seems to exist on its own, as some academic
concept that was not yet expressed in operational and legal terms. That is why we
have to approach the understanding of competence through growth data, in this
case the growth data of the numbers of non-state educational institutions and the
numbers of students studying there.

In spite of the fact that millions of students are engaged in non-state
education, the ratio between non-state and state educational institution at various
levels of the Russian educational system differs considerabl]y. Data about non-
state educational institutions (1995-2009) are shown in Table 2.

Table 2
Main indices of the subsystem
of the non-governmental education in Russia
Indices Measures Years

1995 | 2000 | 2005 | 2006 | 2007 | 2008 | 2009
Number of non- units 525 635 726 719 697 691 680
governmental secondary
educational institutions
Number of students of Thousands 46 61 72 71 71 73 71
non-governmental of people
secondary educational
institutions
Number of non- units 22 114 217 216 233 249 302
governmental educational
institutions of secondary
vocational education

! Except non-state preschool educational institutions and elementary vocational educational
institutions, because official statistical data about them are not available. Such a time period was
chosen because licensing of non-state educational institutions started in 1991, but their supervision by
statistical bodies was introduced only since 1994.
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Number of students of Thousands 7 52 118 125 120 108 90
non-governmental of people
educational institutions of
secondary vocational

education
Number of accepted Thousands 4 25 43 43 40 33 28
students in non- of people

governmental educational
institutions of secondary
vocational education
Number of non- units 193 358 413 430 450 474 452
governmental educational
institutions of higher
professional education
Number of students of Thousands 136 471 1079 | 1177 | 1253 | 1298 | 1283
non-governmental of people
educational institutions of
higher professional

education
Number of accepted Thousands 52 152 268 281 298 279 215
students of non- of people

governmental educational
institutions of higher
professional education

Table is based on the materials of Russian statistical yearbook, 2010: Ctar. c6. / Pocctar. M.
2010. C. 220-221.

There were 680 non-state general education institutions, and their share in
the total number of schools in Russia amounted to 1,3%. The number of persons
studying at non-state general educational institutions is 71,000; their share in the
total number of secondary school students is 0,5%. The largest number of non-
state schools is situated in the Central Federal District — 295, i.e. 43,3% of the total
number of non-state schools in Russia; these are mainly non-state schools situated
in Moscow (146, 21,5%) and the Moscow Region (70, 10,3). The Southern Federal
District takes the second place on this scale (84 schools, 12,3%); the leaders in the
number of non-state schools are the Krasnodar territory (24), and the Rostov (18)
and Volgograd (17) Regions. The North-Western Federal District takes third place
(78, 11,4%). Saint Petersburg undoubtedly holds the "medal place" here (55, 8%).

The number of non-state educational institutions established in the system of
secondary vocational education is 302, their share in the total number of secondary
vocational educational institution amounted to 10,5%. The number of students
studying in the non-state sector of secondary vocational institutions is 90,000, their
share in the total number of students in this professional education subsystem
amounts to 4,2%. The territorial distribution of non-state secondary vocational
educational institutions differs greatly from the territorial distribution of non-state
schools. The Volga Federal District comes in first (89, i.e. 29,4% of the total
number of this type non-state educational institutions’; the Central Federal District

! The Republic of Bashkortostan (26) and the Nizhny Novgorod Region (21) are the leaders in
this Federal District.
134



takes second place (77, 25,4%)"; third place belongs to the Southern Federal
District (58, 19,2%)°.

452 non-state higher educational institutions worked during the period under
review in the higher professional education system; their share in the total number
of Russian higher educational institutions is 40,5%. However, the numbers of
students studying in the non-state sector of higher education is manifestly
inadequate relative to the number of educational institutions: 1,283,300 persons
studied at non-state higher educational institutions, their share in the total number
of the country's higher education institutions students amounted to 17,2%.
However, in view of the fact that those higher educational institutions specialize in
humanities, one can make the following conclusion: non-state sector higher
educational institutions put a considerable competitive pressure on the state-
owned ones in the humanities segment. One can make another conclusion as well:
non-state higher professional institutions have (or at least, had until recently) a
greater market potential than the other kinds of higher schools belonging to the
non-state sector. The territorial distribution of the non-state higher schools
coincides to a considerable extent with the distribution of non-state schools
considered above: the Central Federal District is in the lead (213. 47,1% of the
total number of Russia's non-state higher educational institutions)®; the Southern
Federal District comes in second — 71, 15,7%"; the North-Western Federal District
holds third place (52, 11,5%)°. The facts stated above allow us to make a third
conclusion as well: the bulk of non-state higher educational institutions is situated
in large cities, including Moscow and Saint Petersburg (195 of 452), i.e. in the cities
that traditionally had a high research and educational potential of higher schools. A
considerable part of that potential "moved” from the state segment of the higher
school to the non-state segment, ensuring as a whole a fairly high competency
level of these institutions’ graduates.

Let us consider some aspects of the non-state education development at the
turn of the 21st century, drawing upon the dynamics of the key statistical figures of
the non-state education subsystem as compared to those of the state education
subsystem.

During the period of time from 1995/1996 to 2009/2010, the number of
general educational institutions in the Russian Federation decreased from 67,063
to 51,657: the number of general education schools decreased by 15,406, i.e. by
23%°. During the same period, the number of state-owned schools decreased as
well: from 68,445 to 50,977, i.e. by 17,468 educational institutions or by 25,7%.
However, during that period the number of non-state schools grew from 525 to
680, i.e. the non-state general educational sector grew by 155 educational

! The leader is Moscow, having 30 secondary vocational educational institutions.

% The Krasnodar Territory, having 30 secondary vocational educational institutions, takes the
lead.

% Nearly one-third of non-state higher educational institutions are located in Moscow (155).
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institutions, or by 22,7%. During the period under review, the total number of
general educational school students in Russia decreased from 21,567,000 to
13,330,000 - i.e. the number of students decreased by 8,237,000, or by 38%.
During the same period, the number of state school students decreased from
21,521,000 to 13,258,000 - i.e. by 8,263,000 or by 38.3%, and the number of non-
state school students grew from 46,000 to 71,000 - i.e. the number of students in
those schools increased by 25,000. Their quantity grew 2,8 times. Thus, against
the background of demographic decline, one can observe a definite increase in the
number of students in non-state general education schools and the reverse
process in state sector schools. These figures must dispel (at least partially) the
skepticism of the opponents of non-state forms of education, including school
education, who hold views according to which non-state schools cannot provide
the level of education offered by the schools belonging to the state sector. But no
one forces parents to send their children to non-state schools, moreover that the
education at those schools is paid. More importantly": in the case where these
parents would not prefer to send their children to non-state schools, the state
would be unable to curtail state school enrolment”.

During the period under review (the years 1995/1996 — 2009/2010) the
number of educational institutions in the secondary vocational education system in
the Russian Federation as a whole increased by 232 (from 2,634 to 2,866) or by
8%. However, the state sector "thinned down" by 48 educational institutions (from
2,632 to 2,564) or by 1,8%% and the non-state sector of secondary vocational
education grew by 280 educational institutions (from 22 to 302) or 13.7 times. As
for the quantity of students in the secondary vocational education system during
the period under review, the number of students grew by 212,000 (from 1,930,000
to 2,142,000) or by 9,8%. The number of students at state secondary vocational
educational institutions grew by 129,000 (from 1,923,000 to 2,052,000) or by 6,2%,
and that in non-state institutions, 13 times (from 7,000 to 90,000). As we can see,
secondary vocational education mainly developed on account of the non-state
sector. It should be noted that the number of students in the non-state sector of
secondary vocational education grew unevenly. The maximum growth of the
number of students was recorded in 2006, and during the subsequent years this
index figure decreased. This factor cannot be considered satisfactory, because the
job market everywhere is in need of professionals with a secondary vocational
education.

Speaking of non-state higher professional education, it should be noted that
during the period under review, higher school was the most dynamically developing
subsystem in Russian education. To a large extent, it was caused by demographic
factors, increased status value of higher education and the development of paid
education that has practically abolished entrance examinations to the for-profit
department of state higher education institutions. E.g., during the period under
review (from 1995/1996 to 2009/2010) the number of higher educational

! Under CI. 2, Article 43 of the Constitution of the Russian Federation "Universal access on free
of charge basic to pre-school and basic general... education at state or municipal educational
institutions and at enterprises shall be guaranteed".

2 The number of educational institutions decreased, among other things because of merging of
state secondary vocational educational institutions.

136



institutions grew by 352 (from 762 to 1,114)". Whereupon the number of higher
educational institutions mainly grew on account of newly created non-state higher
educational institutions: the non-state higher school sector grew by 252 institutions
(from 193 to 452) or 2,3 times, while the state sector, by 93 institutions (from 569 to
662). During the same period the total number of higher school students grew by
4,628,000 (from 2,791,000 to 7,419,000) or 2,6 times. The number of students
studying at state higher educational institutions increased by 3,481,000, or
2,3 times, while the number of students studying at non-state ones, by 1,147,000
or 9,4 times.

It should be noted that although the peak of non-state sector higher schools
has become a thing of the past, during the subsequent years, students’ enrolment
to non-state higher educational institutions decreased as well, putting some non-
state higher educational institutions on the brink of self-liquidation. Rapid growth of
the number of non-state higher educational institutions could not but have an
adverse impact on the quality of research and educational potential of some
educational institutions, and in particular their branches. The authors think that the
statistically average number of "weak" higher educational institutions is
approximately the same both for state and non-state ones. Nevertheless, the
positive impact on the growth of human capital and of professional competencies
on a countrywide scale thanks to the development of non-state higher school
sector is manifestly obvious.

Some tendencies can be seen in the development of non-state education
since the start of the 2008 crisis: (a) effective demand for the services rendered by
non-state educational institutions decreased significantly, not only causing a
decrease in their growth rate, but bringing about the winding up of some
institutions; (b) in spite of the crisis and decreasing family incomes, increased
demand for non-state preschool education services can be observed; this
phenomenon is caused by a growing birthrate (2002-2008) and a shortage of
places at state/municipal preschool educational institutions; (c) “interschool
migration of students” taking place in the non-state sector of secondary education:
students are transferred from elite and expensive educational institutions to more
affordable ones (those can be both state schools and less expensive non-state
ones). At the same time, as our analysis has shown, the absolute number of
private school students does not decrease and continues to grow. This can be
explained by both continuing income growth and a noticeable birthrate growth
(2002-2008). Besides, non-state schools offer more flexible schemes of tuition fee
payment, and some of them introduce a system of discounts or payment by
installments. New services for schoolchildren are introduced as well: in most cases
they include vacation programs, afterschool services, boarding school terms,
various hobby groups, as well as remote and home education.

There is real potential in the development of non-state secondary vocational
education institutions as well. Their development is a priority task.

The non-state higher school sector has the greatest problems. They are
caused by an aggravated demographic situation, whereby the numbers of
secondary school graduates are falling annually. The demographic situation

! See footnote 8.
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increased competition between state and non-state higher educational institutions
in the market for educational services. At the same time, the market for educational
services was saturated by offers from non-state higher educational institutions, etc.
Non-state higher educational institutions react to the current situation by searching
for ways of solving its problems: they merge with other non-state and state higher
educational institutions; there are examples of their joining the state system after
changing their form of ownership. In recent years, the state started paying more
attention to non-state higher educational institutions: the best of them are
supported by the federal and regional authorities within the framework of the
national project "Education”. Other forms of state support came into being as well,
in particular the allocation of state-paid places for the students at the best non-
state higher educational institutions.

Thus, non-state educational institutions are an integral part of the continuous
education system and compete with state education at all levels. Thanks to their
existence, it is becoming possible to satisfy a multitude of various personal
educational needs for the acquisition of professional competencies and lifelong
education in Russian society.

Instead of a Conclusion

We think that during the next ten years the greatest changes will take place
in the higher education segment. At present, the non-state higher school sector
encompasses a limited number of specialties, mainly from the humanities sphere.
Natural sciences remain an exclusive prerogative of the state. It is not because it is
forbidden by the law, but because private investors are as yet wary of investing
money into the technical education sphere because initial costs are extremely high,
while their payback period is much longer than that in the sphere of humanities.
Nevertheless, there are grounds to think that this situation will change, but not
earlier than the second half of the 2020s. At present, non-state humanities higher
education institutions compete on equal terms with the state ones at all levels of
continuous professional education. Possibly, the greatest expansion of the non-
state higher school should be expected in the sphere of supplementary
professional education. In our opinion, this is connected with the fact that
supplementary postgraduate professional education will be predominantly fee-
based. Therefore, the higher educational institution that will render specialized
services focused on a specific production sphere, at a specific consumer, will be
preferred. In this situation, the non-state sector has a distinct advantage: it is more
mobile. This very feature, together with the others we have pointed out above, will
allow the non-state higher school sector to take a hold in the system of continuous
professional education. Possibly, during the next few years, animated competition
between non-state and state higher school sectors will take place in the pricing
policy, because half of the state sector has become fee-based already. Cutting
education costs together with preserving the required professional training quality
will depend on the competence of high school managers. For the time being, the
non-state higher school sector offers better opportunities for that.

Translated from Russian by Znanije Central Translations Bureau
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TRAINING IN COMPANIES

AS A CONDITION FOR CONTINUOUS
IMPROVEMENT OF PERSONNEL
COMPETENCIES

L. D. Tyulicheva

Introduction

Employee competency is the most important result of the educational
process for any employer at any time, and, as a rule, when an employer bears
expense for training of personnel, it expects to receive that particular result.
Different aspects of the personnel education processes are not that simple; their
efficiency depends of several factors, some of which will be considered below.

Specific Features for Implementation of
Lifelong Education Principles in the Course of
Personnel Training Organized in Companies

The purposes of personnel training organized in the companies are an
integral part of the lifelong education concept (which, as you may recall, are
interpreted as compensation for lack of ability by the basic education system to
prepare a person for fulfillment of his/her different lifelong functions). Corporate
training fills in the “gaps” left by the professional education system. The trajectory
of development of the lifelong educational system — expansion and diversification
of the educational services in addition to the basic education — also coincides with
the trajectory of development of the systems for personnel training organized in the
companies. However, corporate training has its own specific character as it
pertains to the tasks and opportunities of the educational activities. This specific
character, to a large extent, can be explained by dominance of the corporate needs
in education over personal interests of the employees. There are many
interpretations of company interest in investing into development of the human
capital assets of its employees. In our opinion, these interests may be put in good
order with the help of a conceptual field consisting of three pairs of categories.
Either the “labor force” of the employees or their “labor potential” become the
object of study, the “wish to avoid losses” and “desire to receive additional benefits”
may serve as a motivation for organization of education as applied to two states of
a company — “current activities of a company” and “innovative development of a
company”.

Table 1
Interdependence of comparative characteristics of the labor force
and labor potential of innovative production
Parameters of comparison Labor force Labor potential
Composition Recognized labor Recognized and hidden labor
capabilities capabilities
Stability of content of labor High. Content of labor rarely | Low. Changing content of labor
changes
Correspondence of work to Correspondence of Continuous increase of complexity of
the recognized capabilities qualification of works to labor is a standard, a labor task,
of an employee qualification of an employee which is a challenge to the employee
is a standard
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Level of personification Very insignificant. The labor
force shall meet certain

professional standards

High. Hidden capabilities as an
unknown variable, which cannot be
brought to a standard or fully depend
on specific characteristics of a
person/owner of the labor potential
Ability to cope with well-known labor
processes and solve new tasks
arising as a result of changes in
production

Expected capabilities of an
employee in the field of
solving of labor tasks

Ability to cope with certain
labor tasks in relation to
which the employee received
previous training

Firstly, let us compare such categories as “labor force” and “labor potential”
by the set of criteria associated with the innovative changeability of production (see
Table 1). This new requirement of employees in the context of innovative
production — ability to solve new tasks arising as a result of changes in the
production — was named a “competency”. Emergence of competencies as an
element of professional skills predetermined the difference between the labor force
and labor potential from the point of view of the specific character of their
development (see Table 2).

Table 2

Comparative characteristics of the labor force and labor potential from the point
of view of their development

Parameters of

Labor force

Labor potential

comparison
Composition Recognized labor capabilities Recognized and hidden labor
capabilities

Time of Youth as an advantage Lifelong

development

Positive Inconsiderable (in the form of | Considerable (in the form of smooth or

dynamics professionalism — development of | spasmodic increase of an ability to
skills in the course of long-standing | fulfill more difficult labor functions)
work)

Possibility of Exists (mainly in the form of loss of | Exists. Possibilities of decrease of the

negative qualifications) labor potential in the form of loss of

dynamics qualification, decrease of the creative

element, decrease of labor mobility.

Need for the
notion of
“competency” to
characterize an
employee

Such notions as “skills”", and
“knowledge” are  sufficient to
characterize the required state of an
employee

Competency as “an ability to act in the

non-typical production situation
considering the existing
circumstances” turns  into  the

necessary additional characteristics of
an employee

Ways of acquiring
knowledge

Memorizing the necessary amount of
information

Development of creative abilities
according to principle “to learn how to
get knowledge”

Acquisition of

Acquisition of knowledge by means of

Acquisition of general skills (skills of

make a forecast
of future need in
the context of
innovative
production

characterized by uncertainty and
considerable risk, it is difficult to
make an accurate forecast of future
needs in the labor force as an
aggregate of specialists with strictly
detailed skills and knowledge

skills repetition of a certain set of actions | setting a problem, skills of suggesting
typical for a specific profession or | alternatives, etc.) that allow to acquire
specialty competencies

Possibility to In the innovative activity, which is | Evaluation of correspondence of labor

capabilities of the existing employees
from the point of view of their
adaptation to the stochastic
processes, ability to maintain the level
of one’s qualification in accordance
with the changing content of the
innovative activity
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We proceed from the assumption that the wish to avoid losses is associated
with maintenance of the labor force (obvious labor opportunities of employees) in a
state that corresponds to the job place requirements, and the desire to receive
additional benefits through education of personnel manifests itself, first of all, as
attempts to engage hidden labor opportunities of the employees recognized and
developed in the process of education, i.e., to use their labor potential to the fullest
extent.

It is possible to detect the non-conformity of the labor force to the
requirements of the work places, which causes losses to the company, in the
course of the company’s current activities both in relation to the newly employed
workers and in relation to those who have been working for a long time. The
innovative development of a company conditions the large-scale non-conformity of
previous knowledge and skills of the employees to the requirements of new (or
updated) work places. The wish to avoid losses due to the failure of personnel to
work efficiently in the new conditions (due to the personnel’s lack of the new
required competencies) makes an employer organize education in the form of
training in order to perform labor functions with new content. In the course of the
innovative development of a company it becomes very important to solve new and
continuously arising problems, as part of the labor activity of the personnel, so it is
a case of an employer’s wish to use the innovative potential of the employees
continuously and purposefully developed in the course of education for the benefit
of a company. Due to the fact that the company pays for education of the
personnel fully or partially, this process is perceived and planned by the company
management as a means to make the personnel behave in a certain way, i.e.,
acquire knowledge and develop skills necessary for fulfillment of work. And finally,
when we are talking about training of personnel, as part of the lifelong education
system, it is necessary to remember that not all organizations have a culture of
training, because educational activities are not the core activities for them. So, it is
not surprising that the majority of companies that train their personnel in disciplines
that do not correspond to their core activities are faced with difficulties associated
with continuous and full implementation of principles of lifelong education.

Let us look at the efficiency of implementation of the main principles of
lifelong education. First of all, companies cannot and are not willing to implement
the principle of integrity of the lifelong educational process, because they are
interested in development of a person in the fields which generate value for the
company, and only during the period of a person’s labor activity. Due to the same
reason, companies do not implement in its entirety the principle of accounting for
the specific features of the structure and content of the educational needs of a
person at different stages of his or her life cycle. At the same time, when
employees receive training in their company, the company can implement the
principle of integration of the educational and practical activities better than the
educational institutions, because the practical activity of a person is an incentive of
his/her involvement in the training activities. Due to the fact that the process of
personnel training, as a rule, is closely connected with the practice of personnel
rotation and career development, there are preconditions for implementation of the
principle of the conceptual succession of ascending steps of the stairs of education
in a company. As far as the personnel of a company have motivation to develop
their labor potential, the principle of self-education is implemented during the
period in between the stages of the organized educational activities.
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Main Features of Personnel Education
in Russian Organizations
and Tendencies of Changes

The research carried out within the scope of the Education Economy
Monitoring (EEM) by the National Research University “Higher School of
Economics,” as well as other research, made it possible to reveal the main features
of personnel education and tendencies of changes. The share of the Russian
companies that organize retraining of their personnel is lower than in the majority
of countries of Central Europe and the Baltic States, lagging behind the well-
developed countries maybe even more considerably (see Table 3)".

Table 3
Countries that provide formal training to skilled workers (in 2005)
Country Companies, % Involved employees, %
Russia 33 18
Ukraine 42 22
Poland 47 35
Hungary 39 27
Czech Republic 62 52
Slovakia 80 72
Croatia 57 23
Romania 28 12
Latvia 51 29
Lithuania 46 19
Estonia 65 41
Turkey 23 18

Cited by: B. E. I'mMnenbcoH. HyxHbl Ay Hawell NPOMBbILIEHHOCT KBaIM(MLMPOBAHHbIE
paboTHMKN? cTopus nocnegHero gecsatunetus. B x.: 3koHom. coumonorusi. T. 11. Ne 4. CeHT. 2010.
P. 46.

Already in the pre-crisis period we could notice the appearance and
preservation of a tendency for reduction or stagnation of the share of enterprises
that organize training of their employees. Thus, in the course of EEM the following
positive answers were given to the question of whether the companies organized
retraining, advanced training, or work placement for their employees over the last
year: in 2004 — 72%, in 2005 — 68%, in 2006 — 69%, in 2007 — 68%, in 2008 —
61%, and in 2009 — 63% of employers °. In practice, retraining is organized for a
very small part of the employees, because only a small part of the personnel is
involved in the process of training. More than half (55.8%) of companies that
organized training for their personnel in 2008 trained from 1% up to 5% of their
employees, more than one-fifth (21.6%) of companies from 6% up to 10% of
employees, and a little bit more than one-tenth (10,9 %) of companies from 11 up
to 20% of employees. Only 9.4% of companies organized retraining for more than

! rumnenbcoH B. E. Hy)Hbl S Halleil MPOMBILLIEHHOCTU KBAMULMPOBAHHbIE PABOTHUKN?
McTopus nocnegHero gecatunetusa. AkoHomuyeckas couymonorns. T. 11. 2010. Ne 4. CeHrt. C. 46.
2 Source: website: project website: “MOHWUTOPUHT 3KOHOMUKM 0GpasoBaHus”. [Electronic
resource] — Access: http://www.hse.ru/org/hse/mee/ind/2010_010 Access date 17.06.2012
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one-fifth of their personnel’. The low percentage of employee involvement is
combined with the limited timeframe of the training programs. If we are talking
about the period of training, the share of companies that organized off-job training
of personnel in 2008 was: not more than one week — 37,3%, 2 weeks — 23,1%; 3
weeks — 6,3%; 4 weeks — 12,4%, 5 and more weeks — 15,5% of companies.
Average duration of retraining (in companies, where it was organized in reality)
was 3.5 weeks; however, the median value equaled 2 weeks. This is also shown in
Table No. 4, which demonstrates that the short-term courses are the most
demanded form of off-site training. The hare of employees undergoing such
training courses among managers and specialists that were sent to the off-job
training courses is more than 50%, and among the qualified employees is 40%°.

Table 4

Forms of professional training and retraining used by the company (2009)

. Man men L killed worker

Forms of training pe?sc?r?r?el 4(3%t) Specialists (%) S ecz% )o ers
Business schools 14,5 4,8 -
Higher educational
establishments, institutions of 34,0 28,1 -
further training
Special secondary training
establishments, technical 3,6 55 6,9

schools
Vocational training
establishments
Short-term courses 51,0 59,5 39,8
(up to 3 months)
Advanced training courses

more than 3 months 44 4.6 2.1
Work practice at other 6.3 71 82
enterprises

W ork practice abroad 5,0 4,6 2,5
Other 11,1 6,3 12,6
Lack of actions 12,8 15,7 36,9

M'vmnenbcoH B. E. HyXHbl M Haleid NPOMbILWIEHHOCTN KBaIMULMPOBAHHbIE PabOTHUKN?
WcTopus nocnegHero gecsatunetus // 3koHom. coymonorms. T. 11, 2010. Ne 4. CeHrT. C. 52.

The short-term forms of training are the dominant forms of training for all
groups of the personnel (see Table 4). The short-term period of programs is
indirect evidence of insufficient depth of the training programs.

In the majority of cases education is organized in the form of improvement of
one’s professional qualifications. The share of employees that improved their
professional level among all students within the last 12 months was in 65,9% in
2001, in 2002 — 66,0%, in 2003 — 70,3%, in 2005 — 73,0%, in 2006 — 68,4%, in

! Fumnenbcod B.E. HyxXHbl N1 Halleli MPOMBILIEHHOCTU KBAMDULMPOBAHHbIE PaGOTHUKNA?
McTopusa nocnegHero gecatnnetus. KkoHoM. coumonorua. T. 11. 2010. Ne 4. CeHr. C. 51.
% Ibid.
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2007 — 70,0%, and in 2008 — 70,6%'. The personnel policy of different
organizations with regard to training of personnel is characterized by considerable
diversity, taking into account that in the majority of Russian companies a well-
developed system of education and personnel development, as such, is missing.

The scale of business is an important factor of educational development in a
company — the larger and more profitable the company is, the higher the probability
that it organizes training for its personnel (see Table 5).

Table 5

Variation in the amount of retraining, advanced training, work placements at large,
medium-sized and small-sized businesses (2007 and 2009)

Small-sized Medium-sized .
. ; . Large business
Indices business business
2007 2009 2007 2009 2007 2009

Share of companies that
orga_nlzed retraining, advanced 51 48 74 65 86 86
training and work placements
for their personnel
Share of companies that
organized retraining for the
following categories of
personnel
Managers 23 22 50 43 67 60
Specialists 33 30 50 48 70 70
Employees 12 13 29 25 38 34
Skilled workers 27 21 47 34 65 58

Source: CTpaterun pabotogarteneii: kagpbl n obpasoBaHue: MHcopm. 6ion. M.: HAY BLUDJ,
2011. C. 26.

Choice of the methods used for training depends not only on the
characteristics of an enterprise (size, industry, etc.), but also on an employee
belonging to a certain category of personnel (specialist, worker, etc.)z. The most
popular methods of training for all categories of personnel include courses of
advanced training and assignment of a trained and experienced employee to a
new comer, who then fulfills the role of tutor. The scope of non-formal corporate
education (accumulation of experience in the course of work, adoption of the
experience, tutorship) several times exceeds the amount of formal training
(corporate training programs, training sessions, briefing — using the company’s own
resources or by engaging external instructors). Small-size enterprises more often
finance external training, whereas the large organizations have the internal training
structures for training and development of personnel. Companies allocate
resources for external training regardless their financial standing, whereas only
financially successful companies can afford to finance the internal training courses.
The amount of training for different categories of personnel differs. The most

L URL: http://www.hse.ru/data/2010/10/14/1223124077/14102010-Lazareva.pdf
2 powwmHa $.M., Pycckux U.C. CTpaternm pa6otogateneil B cepe 06yyeHUss nepcoHana B
2007, 2009 n 2010 rr.: Hcbopm. 6ton. M.: HAY BLU3, 2011. Ne 1 (48). Ne 7 (54). P. 26.
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trained groups are employees with a higher level of skill and managers; the highly
skilled workers and office staff do not receive education to such an extent, and the

less trained category includes non-qualified workers (See Table No. 6).

Table 6
Professional training of employees at enterprises
(as a percentage of the number of respondents)
Personnel category 2007 2009 2010 Average

Managers of different levels 45,9 37,7 37,4 40,3
Emp_lqyegs with the highest degree of 53,3 44,7 45,7 47,9
qualification
Employees, office workers, etc. 26,1 21,8 22,6 23,5
Skilled workers 35,4 33,5 31,1 33,3
Non-skilled workers 7,3 4,7 5,2 5,7
One of the above categories 71,8 64,6 62,0 66,1

Source: A.M. PowwuHa, WN.C. Pycckux.
nepcoHasia B 2007, 2009 1 2010 rr. ViHchopm. GlonneteHs). M., HNY BLU3, 2011. P. 13.

Training of New Personnel

Crtpaternn pabotopatesneii B cchepe 006yveHus

For the new personnel training directly follows the procedure of its selection,
in the course of which new employees’ need for training is discovered (so-called
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As a rule, new personnel, according to the opinion of the employers,
demonstratesa lack of competencies and needs training. This is true in relation to
all groups of personnel (see Table 8).

Table 8

Need for additional training of new employees

Category of personnel [ 2007 | 2009 | 2010 [ Total
Share of companies that mentioned the need for additional training

Specialists of the functional division 44,8 41,6 37,4 41,4
Specialists working in the line division 57,8 54,5 48,2 53,7
Employees, office workers, technical staff 48,5 41,1 42,6 44,1
Skilled workers 53,7 52,5 49,7 52,0

Average share of the new employees that need training:
Specialists of the functional division 64,7 58,3 74,1 65,3
Specialists working in the line division 64,0 59,5 68,9 64,0
Employees, office workers, technical staff 59,4 63,1 86,0 69,4
Skilled workers 56,8 57,1 72,5 61,8

Source: A.M. PowwuHa, WN.C. Pycckux. Ctpaternnm pabotogaterneii B ccepe 06yyeHus
nepcoHasa B 2007, 2009 1 2010 rr. NHchopm. BronneteHs). M., HAY BLU3, 2011. P. 12.

Approximately, half of the new employees undergo quite a short training,
whereas more than one-third of such employees undergo such training during a
period exceeding several months. In Table 9 different forms of the internal and
external training of employed staff are shown. The same table demonstrates that
further training of new specialists is more expensive for companies, which have to
pay for such education either to the external organizations that organize training, or
pay for the consulting services of more experienced employees working at the
same enterprise.

Table 9

Main forms of additional training/retraining of new employees (% of the number
of employers that organized training for the new employees), 2010

. Functional Line Non- Skilled
Indices e L productive
specialists specialists workers
personnel
Independent training of newcomers 4 8 5 7
Assignment of an experienced
worker to train the newcomer 23 17 30 27
(without payment)
Assignment of an experienced
worker to train the newcomer (with 5 6 10 27
payment)
“Internal” training (without payment) 6 13 13 6
“Internal” training (with payment) 18 19 12 6
“External” courses of advanced
training 42 35 28 23

Source: Ctpaternn pabotogaTeneit: kagpbl U obpasoBaHue. H(OPMaLNOHHbIN 6HN1eTEHD.
M.: HAY BW?3, 2011. P. 11.
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Specific Features and Evolution of
the Russian Market for
Short-term Training

Russian companies very actively attract external companies to train their
employees and prefer the short-term forms of education. The market for short-term
training is actively used in the processes of lifelong education in the Russian
companies, and the offer in this market has a strong impact upon organization of
personnel. Due to this reason, it is expedient to analyze the state and evolution of
this market, which is sometimes called a training market, despite the fact that other
forms of education are also represented in this market. Training sessions
themselves, as a form of training, are related precisely to development of
competencies, the acquisition of ability to solve typical problems in one’s
professional activity. It is recognized that the market of training services has
accepted functions of previous centralized departmental systems of retraining and
upgrade of qualification for staff. This is not quite the case. In the departmental
systems of retraining and upgrade of qualification, staff education was built on
principles similar to the system of professional training at the higher educational
institutions, engineering schools, vocational training institutions (depending on the
level of preparation of the trained personnel). Training sessions represent a
cardinally new method of education. In the 80s training sessions were already used
in the state system for upgrade of qualifications, especially in the high-technology
branches of the economy. Their organization was not large-scale, because much
attention was paid to thorough preliminary work — adaptation of each training
session to the needs of a certain industry and their smooth imbedding into the
existing system of the advanced training. There was not enough time for the
training sessions to become an integral part of the former system of the advanced
training, because that system itself disappeared.

However, specialists that participated in this practical work within the
framework of the planned economy could render significant influence upon the
market of business training and upon development of the training sessions as a
form of training during the post-Soviet period. The market of training services was
initially developed as a market with considerable presence of foreign capital and
foreign technologies. Moreover, at the beginning, the first buyers that regularly
ordered training sessions included the large foreign corporations that placed their
businesses in Russia and implemented their practices for training of personnel.
The suppliers followed the consumers — famous foreign training companies
(CBSD, SHL, TIM Training, etc.). At the end of 80s and beginning of 90s Russian
citizens had to find their place in the new social and economic environment.
Training sessions were gradually organized in the Russian labor market for the
purpose of transfer of knowledge that the Russian citizens could have received if
they lived and studied in the market economy countries. The same period is
marked with appearance of individuals who opened their own businesses and who
wished to understand the basics of entrepreneurship, to receive the short-term
business education that could somewhat compensate for the lack of their own
experience. They indeed were the main Russian consumers of the training
services and preferred to give education not to their personnel but to themselves.
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In the 1990s, in the context of general orientation toward accelerated
assimilation of the experience of well-developed countries the market of training
services was focused on the existing practice of foreign markets. International
instructor-consultants were invited. Lessons given by the foreign consultants not
only enlightened the population, but also resulted in the appearance of a large
number of Russian tutors, who understood (or thought that they understood) how
training sessions should be organized. Many domestic training business
representatives who became famous afterwards started their career as interpreters
of the world-famous celebrities. However, inevitably, many incompetent trainers
appeared who visited several successful training sessions of foreign or domestic
experts and started to copy them. The offer of the simplest training sessions and
training programs dominated, and the demand for them was also considerable.
Starting from the 80s and until the mid-90s the market was filled mainly by
freelancers with different levels of qualification. In the world of freelancers there
was a small number of training companies. By the end of the 90s more training
companies appeared, which had more credibility with managers of large
organizations than freelancers. Many domestic training companies were organized
with direct participation of international capital (within the scope of a general
tendency of creation of joint venture companies), as well as on the basis of the
international experience. Russian specialists, after gaining work experience in
Europe and USA, transferred their work experience with Western companies to the
Russian companies. Up until now many companies — leaders in the market — have
been training their coaches at the best international schools and companies.

The crisis of 1998 was remarkable not only from the point of view of
destruction of a considerable number of training companies. In these difficult
conditions, when many organizations lost status, training sessions were supposed
to give practical advice, and everything that did not meet the requirements of real
Russian life was rejected by the consumer, which was part of the general process
of switching to consumption of Russian goods. This process also took place in the
market of training services. Already in 1999 maximum activity was noticed in the
sectors, where domestic producers could push aside the foreign producers and
occupy their niches in the market. By early 2005 there were three main groups in
Russia recognized based on the extent of use of international methodologies:
(1) branches of the foreign companies that offered training programs developed by
the founders of this field of activity (for example, CBSD, Price-Waterhouse
Coopers; Ernst and Young, Professional Educational Centre); (2) domestic
companies working with the adapted licensed international programs (for example,
MTI, A.R.M.S. Training House; Business and Corporate Management Support
Center); (3) Russian companies with their own domestically developed
methodologies (PRADO R&T, ARK Business Group, ARS VITAE, ARK Business
Group, etc.). During the years in between the crises Russian companies used to
buy personnel training services more and more (besides, the regional market of
business training grew considerably quicker at a faster pace than the market in the
capital). The growth rate of the Russian market for business education was very
large, and in 2007 equaled approximately 30%". Rotation of buyers took place.

! URL: http://marketing.rbc.ru/research/562949953437970.shtml)
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Fewer large-scale buyers used the external educational services (mainly simple
and basic seminars), and tended to open in-house corporate universities and
training centers. On the other hand, in the context of increasing economic wealth,
recently founded companies that previously had not been concerned with the need
to train their personnel became active consumers of the training sessions. The
amount of business had an impact upon the intensity of cooperation with the
training companies — small-sized companies used services of the training
companies more rarely than medium-sized and large companies. The bigger the
company-customer the more partners in the training services market it has. Small
companies usually cooperate with one training company, medium-sized
businesses work with 1-2 companies, and large businesses, on average, use the
services of 5 companies that provide training services.

Many companies think that it is better to replace the policy of “buying staff”
with the policy of “training staff” as it pertains to the medium-level managers. This
group of personnel is among the most intensively trained staff. Thus, in accordance
with the research on “Education and Development of Personnel Through the Eyes
of Corporate Customers” carried out by CBSD in 2003, the ratio of time spent at
the training courses by managers and their subordinates looked as follows: top tier
managers accounted for 25% of the training time bought by the company. Second
position was occupied by the sales department specialists (21%) and medium tier
managers (21%). The above categories were followed by other categories: line
managers (16%), specialists/engineers (11%) and low-level employees (7%)". This
results in an increase of the popularity of training of basic management skills. This
tendency was preserved during the whole period between crises. Only one-fifth of
all companies organized training in equal proportions for all employees. More
frequently the external corporate training was organized for top managers and
middle tier managers, and more rarely companies organized training for the
focused specialists and new employees.

There was a tendency (as evidence of maturity of the market) towards
specialization. Specialists recall that in 2001-2002 the normal practice was that
one coach could moderate training sessions in up to 20 different training topics.
This “universality” of teachers resulted in the lack of their positioning in the market
of training services. Later, this problem of lack of positioning became obvious at a
level of training organizations. Training centers offered roughly one and the same
set of programs and seminars. All the above made the choice of training services a
difficult task for the customer, who could not select a company capable of
satisfying its needs in training of personnel to the fullest extent. Lack of the unified
base of coaches and publicly available assessment of their activities also made the
choice difficult. During the next several years there was a process of development
of niches of activity for professionals that pretended to occupy a certain niche.
Positioning started development not only by topics but also by the tools used by
coaches (tools and techniques of facilitation, “education through action,” etc.)®.

! AHanuTnuecknii 0630p «OG6yueHMe UM pasBUTUE MepcoHana [71asaMu  KOPropaTUBHbIX

3aka3umkoB» URL: http://www.e-xecutive.ru/education/adviser/339318/
2 See: Pa3BUTME POCCUIACKOrO PbiHKA TPEHUHTOBBIX YC/YT 1 CTAaHOB/IEHUE GU3HEC-TpeHepa.
Interview with M. Kukushkin. URL: http://www.ini21.ru/?id=322.
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Provision of the short-term training services in a corporate format was
developing. The research made by the efforts of “Amplua-Broker” in August
through September of 2008 made it possible to get an idea about the structure of
services of an average provider (see Table 10).

Table 10

Short-term training services in the corporate format
(Intensity and availability of services in the portfolio of providers in 2007)

Share of providers that
Service have this service in their Average value
portfolio (%)

Training sessions/seminars in an open
format

Training sessions/seminars in a
corporate format

Development and/or deep adaptation of
the training sessions in a corporate 67 23 completed projects
format as an individual service
Transfer of the training programs and

70 16 training sessions

83 259 training sessions

methodologies of their use to the 53 2.6 transferred programs
customer

Organization of ready-made training

sessions developed by the customer 14 12 training sessions
itself or its partners

Training for the customer’s in-house 46 4 training sessions
coaches

Business simulation 27 33.5 games

Services of trainers as motivational 20 9 presentations in
speakers companies

Facilitation of developing events, 60 26 training sessions
workshops

Teambuilding events 61 18 straining sessions
Evaluation of personnel 360 degrees, 40 Data not available
assessment centers

HR — consulting 27 11 completed projects
Development and conduction of a

program together with another training 20 Data not available
company

Coaching of customer’s employees 60 89 coach sessions

Source: COCTOsIHME W TEHAEHUMU pbiHKa Yciyr o6yvyeHus U pasBuTKs nepcoHana B Poccun.
WccneposaHmne nposaiigepos. Web address: http://www.trainings.ru/library/reviews/?id=10958

In accordance with the same research, the fastest growing services in 2008
were: (a) services of trainers as motivational speakers; (b) conduction of ready-
made training sessions developed by the customer itself and its partners;
(c) education of the customer’s internal trainers; (d) coaching of the customer’s
employees; and (e) business simulation. When training companies were satisfying
the demand of companies in training their own in-house corporate trainers, they
were concerned that dispatchers of the training programs could turn into usurpers
that wished to read all courses and conduct all training sessions independently.
They understood that to a certain extent they were preparing their competitors,

150



because the knowledge might be used not only for the purpose of correct choice of
the supplier of educational services, but also for the purpose of incompetent
replacement of external education with internal education.

Smooth strengthening of the majority of the above tendencies was
interrupted by the financial crisis. Data received in the course of the periodical
reviews carried out by the research center of SuperJob.ru, allowed a conclusion to
be made about the dynamics of employer expenses for training of personnel (see
Table 11).

Table 11

Dynamics of employer expenses for training personnel

Indices Q1 2009

Q12011

Did not change expenses for training personnel

25%

33%

Increased expenses for training personnel

7%

16%

Cut down the expenses for training personnel

26%

7%

Save money on training by employing previously trained
personnel

12%

17%

Have own training centers

20%

14%

Prepared based on data: http://www.superjob.ru/community/otdel_kadrov/30686/

As for the content of the training programs, it is possible to say that training
became absolutely pragmatic. The training market is characterized by the intensive
search for new forms and methods of training capable of solving a specific task in
the context of budget savings.

The research carried out by employees of RECONT in the summer of 2008
showed the following tendencies in the educational service offers: (a) increase in
the number of programs for managers, which can be explained by the fact that the
companies reviewed their development strategies, and changed their business
structures and strategies for product advertisement; (b) programs for HR
management were focused on the work with personnel in crisis conditions (in terms
of the number of offers, these programs ranked number two after training sessions
for managers); (c) due to the market conditions, the percentage of training
sessions for the sales personnel decreased and became lower than for managers;
(d) the speculative programs appeared that were intended to teach quick recovery
after crisis’. At the same time the need in the compressed format of education
became more crucial.

If we are talking about the “exemplary” companies with regard to
organization of training for employees researched by the Association of Managers
within the scope of the project “PEOPLE INVESTOR: companies investing into
people,” in 2010, despite the crisis, 43% of the companies studied increased
expenses for additional training programs and development of their employees,
and 23% preserved the numbers at the same level. As for the forms of
development of personnel, it was stated that: (a) the majority of these companies
(91%) implemented work placement and programs of advanced training for their
employees; (b) in many companies (81%) the inter-functional meetings or projects

Y URL: http://www.hrexpert.ru/news/2008/11/30/issledovanie-tendencii-rynka-obucheniya/
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were used to focus on the exchange of knowledge between subdivisions; (c) 79%
of companies implemented the information systems that made it possible to
exchange knowledge between subdivisions; (d) 74% of companies created the
information bases (of documents, projects) that made it possible to reinforce the
intellectual potential and preserve knowledge of personnel that quit the company;
(e) 72% of companies implemented programs of development for reserve staff;
(f) 66% of companies organized training centers and centers for training of
personnel in a company'. After the crisis of 1998 many Russian companies
refocused their attention on the Russian training companies, whereas after the
crisis of 2008 foreign companies that had already been working in Russia started
attracting Russian training companies more often, as suppliers of teaching
methodologies more adapted to the local conditions. By the beginning of 2011
there appeared a tendency towards an increase of employer expenses for
education of personnel (see Table 12).

Table 12

Ratio of Internal and External Training of Personnel in Russian Companies (2012)

Share of companies that chose a certain way (%)
Types of activities related to training 100% in- Partial in-house
of personnel Comple_te house training, partial
outsourcing " .
training purchase of services
Evaluation of efficiency of training - 79 21
Development of assessment center 21 47 32
technology
Coaching 19 35 46
Facilitation 9 55 36
Implementation of training tools 13 50 37
Webinars 29 56 15
Development of electronic courses 28 40 32
Training of specialists 11 41 48
Training of line personnel 5 64 31
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personnel training expenses; (b) expansion of the practice of organizing tenders for
corporate training; (c) maximum use of the company’s internal resources in the
course of organization of education; (d) restoration of the amount of outsourcing in
the field of the training projects; (e) transformation of corporate programs (short-
term event) into such form of work as educational consulting®.

Quality of Services in the Market
for Short-term Training
and Efficiency of the External Training of Personnel

We have already mentioned that the Russian market of training services
during the whole period of its development has been characterized by the rather
unequal quality of such services. The main drawbacks that were widely seen were:
firstly, the educational process of the training services fully copied the educational
processes of the educational establishments; secondly, the specifics of the training
services was represented very poorly; thirdly, methods of interactive group
education were used, but with an insufficient level of excellence; fourthly, dilution of
training content (a little of this a little of that); fifthly, inability of teachers to combine
teacher activities with consulting activities, etc. For a long time customers had to
be guided not by the established standards and systems of certification, but by
personal recommendations and the name of the teacher. The crises of 1998 and
2008 created some purging (however, at the same time they ruined many suppliers
of high-quality training services); however, the market continues to be very non-
homogeneous in terms of quality, which makes the problem of development of a
quality verification institution very important. The “advanced” segment of the
training market has been continuously trying to create mechanisms to fight low-
quality products. Thus, considerable hopes were placed on introduction of
business trainer certification in Russia and the possibility of Internet resources to
have an impact upon public opinion (for example, by means of practice
disregarding prestigious professional websites of weak training companies). Hopes
were also placed on the international accreditation of companies.

However, the need of Russian buyers of training services regarding
availability of formal quality attributes was developing very slowly. Thus, research
on “Detection of additional criteria for a training session as a marketing product”
carried out in January—February 2002 by the marketing department of the National
Center of the Human Resources demonstrated that consumers did not pay so
much attention to attributes proving the quality of a product. During the research it
was discovered that the topic of the future training session was the most important
criteria, which managers of the company took as a basis in the course of choice of
a company (scores of 3,9 according to a 5-point grading scale). Such important
indices as the cost of the program (scores of 3,7) and personality of a trainer
(scores of 3,6) were mentioned as the next important criteria. Less important
criteria included image and reputation of a company, issue of an international

YURL: http://www.slideshare.net/Mariya_Zolotareva/trainings-index-2011  http://www.ubo.ru/
articles/?cat=92&pub=3411and other sources
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certificate after the program and international accreditation of companies. Interest
of consumers in official confirmation of quality of a training program was different in
different regions. Thus, for example, in the pre-crisis period (2006) it was stated
that in Moscow availability of the license of a famous provider of educational
services sometimes gave certain competitive advantages, whereas in
St. Petersburg the system of licensing in the training market did not do well. Partly,
this skeptical attitude with regard to absence of the formal “quality marks” was
understandable — quality of training was determined not only by quality of the
materials and the methodology, but also by knowledge of a person of the broader
context of a problem and on his or her personal skills in using the methodology.
This meets the expectations of the Russian audience (considering that a training
session in its nature is closer to entertainment than all other forms of training): a
bad artist will certainly ruin a good play, whereas a good artist will be able to save
even a bad show by filling it with his or her own content. Suppliers of educational
services that strained after level of proficiency of their members sadly observed the
indifferent attitude of consumers to availability of licenses and acknowledged that
providers were more concerned with plagiarism than the customers themselves.

The different opinion of consumers and suppliers of educational services in
interpretation of the efficiency of the above services is noticeable even today,
despite the existence of the reasonably widely recognized model of Donald
Kirkpatrick (used in the international practice of corporate training since 1959).
Data on expert research made by Professional Online Research in “Evaluation of
the Efficiency of Corporate Training” carried out in September 2001 show that
customers and providers of training services demonstrated different approaches
and used different groups of the efficiency indices. At the same time, we can trace
a tendency that has been already mentioned: suppliers of educational services
have a more active and reasoned position in the issue of efficiency of training than
consumers. It turned out that the assessment tools of several HR managers
(considering that HR managers played the role of buyers) is far from the Kirkpatrick
model and represents a mix of incongruous components, in particular, cost-based
indices (for example, specific cost for training of one employee)z.

The responsible attitude of the professional society for training service
suppliers to the efficiency of such services for a consumer was reflected in the
structure of trainer competencies. For example, in order to receive a certificate
issued by the Russian Association of Business Education (RABE) a trainer shall
have such a competency as “evaluation of the efficiency and support of results of
training,” which means that the trainer should be able to: (a) evaluate the efficiency
of a training session at different levels; (b) give recommendations with regard to
use of skills considering the specific character of a company and its business
situation; (c) suggest ways and means of further development of the received skills
(reading special literature, practical exercises, additional training programs, etc.),
(d) trace influence of training upon behavioral change in participants; (e) if
necessary, organize post-training events in order to solidify knowledge received at

! Korpa coTpyaHVKN HenoBOMbHbI 06yueHreM, Axes Management // KafpoBblii MeHemKMEHT,
2005. 14 ceHT. Electronic resource: http://www.ya-plus.ru/info.php?news=11
% OueHKa 3hheKTUBHOCTN KOPMOPATUBHOTO 0GyueHusi; DKcnepTHOoe uccnenoBanme. Electronic
resource. Web address: http://www.hr-portal.ru/article/ocenka-effektivnosti-korporativnogo-obucheniya-
ekspertnoe-issledovanie.
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a training (coaching sessions, experience exchange meetings, etc.); (f) if
necessary, offer new training programs in addition to the already conducted
programs that facilitate further development of skills'.

An institute for certification of business trainers in the Russian training
market has been actively developing recently. At the present time, there are three
forms of this institute in the Russian market:

Form number one — qualification shall be proved after training at a school of
trainers (or coaches); training means a cycle of workshop sessions, seminars and
training sessions held by manager of a training or a consulting company of total
duration not less than 50 hours. In such a case a certificate means an advanced
training certificate. The price of this certificate depends on the popularity of the
coaching school. In Russia such schools include the School of Corporate Training
of Vyacheslav Letunovsky, the School of Business Coaches of Joan Zavyalova,
the Open University of Coaches of Mark Kukushkin, etc.;

Form number two — qualification is proved (outside the scope of the school
of coaches) by training (or consulting) companies either for their employees or for
the external specialists. As for the in-house employees, certification is made in the
course of periodical assessment of employees in order to determine the grade of
each coach, consultant, and trainer mraté erkE nt!, company. Xls= certification of

agementéev lopmentd t aili d ope4 certiication of business trainers;
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Problems of Personnel Training in
Russian Companies
as Management Problems

For the purpose of organization of the training process it is very important to
understand how company management looks at the training process — as part of
the strategy for company development or exclusively in the context of current
problems. In Russian companies line managers (see Table 13) bear the main
responsibility for work with personnel, including education and development (based
on the results of the comparative international research of practices of personnel
management CRANET carried out in 2008-2009). A similar attitude to the line
managers in the issues of training and development of personnel was fixed in
countries that do not fall into the category of economically developed countries (for
example, in Slovakia, Tunisia, and Nepal).

Table 13

Division of responsibility for training and development of personnel in Russian
companies (% of respondents)

Personnel training and development subjects % of respondents
Personnel management divisions 9
Personnel management divisions and line managers 43
Line managers and personnel management divisions 13
Line managers 38

Prepared based on: I.B. Gurkov, O.l. Zelenova, A.S. Goldberg, Z.B. Saidov. The personnel
management world in Russian companies compared to the international experience. World of Russia.
Volume XVI. 2007. No. 4 [Electronic resource] Access mode http://www.hse.ru/data/758/375/
1225/Mir_Rossii.pdf Date of access: 17.06.2012/

An inquiry carried out among employees of Moscow and Saint Petersburg
organizations by the Open School of Business and comparison with results of
similar research carried out by the British Chartered Institute of Personnel
Development (CIPD) in 2007 and 2006 proved the fact that managers that are not
line managers bear less responsibility than in European organizations. This
becomes clear if we look at the stage of determination of company needs in
training and development of personnel (see Table 14).

Table 14

Division of responsibility between different categories of employees for
determination of the company need in training and development of its personnel

% of respondents that agreed with statement

Answer options Russian companies Companies of Great Britain

(research of OBS, 2007) | (research of CIPD, 2007)
Top managers

Not involved 13 3
Responsible to some extent 36 7
Responsible to a considerable extent 32 31
Main responsibility 20 59
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Table 15

Description of the state of training in Russian and British companies

% of respondents that agreed with

of training.

statement
Characteristics of the state of training in the company Russian Companies of
companies Great Britain
(research of OBS, (research of
2007) CIPD, 2006)

Training of personnel directly relates to the tasks of the 81 54
company
Several positions imply lifelong professional 78 48
development
Employees are given labor hours for training 56 53
Training of employees is related to the system for

L 55 71
assessment of activities
Efforts were made so that employees could have a clear
understanding of the company purposes and their 55 54
dependence on training and development
Managers received training and acquired skills
necessary for support of training and development of 51 35
their subordinates
Different forms of training are organized that correspond
to different styles of education preferred by the 44 54
employees
Corporate culture is designed and is being improved as
an element of support for the processes of education 42 59
and training
Employees that proactively develop their skills and
abilities receive acknowledgement and bonuses from the 39 41
company
Training of specialists is included into the plan of 37 65
personal development and career development plan
Employees are given the recommendations concerning
the ways of developing their skills and ability to build 33 58
their career
Lifelong professional education is obligatory for all 27 7
employees
Efforts were made for the purpose of recognition of 26 2
factors that motivate the employees to receive education
The working environment is designed as an accelerator 18 2

Source: OTtueT 06 wuccnegosaHum «O6yueHne u passutme — 2007», p. 11; http://www.

obs.ru’/hrm/survey).

In order to organize efficient training it is important not only to divide
functions between managers, but also to organize clear coordination between
different levels of company management. The inquiry carried out by the
HeadHunter research service among 300 HR directors in the spring of 2011
showed that problems of personnel training are among the most frequently
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discussed problems by general directors of Russian companies and managers of
personnel management departments’.

During this inquiry respondents were asked a question, “What kind of
support each of them, as a manager of an HR Department, expects from a general
director of their company?” The respondents were supposed to mention not more
than three forms of support. It turned out that personnel management specialists
had various types of needs in resources: (a) need for the information concerning
current affairs and plans of the company; (b) they need more time to discuss
personnel management problems with management; (c) budget deficit; (d) they
need clearer setting of goals and more authority. All the above is evidence of
certain neglect of the senior management in relation to the HR director’'s opinion
with regard to personnel management, as well as activities of the HR department.
The opinion of personnel management departments regarding the specific support,
which they expect from the chief executive of their company are shown in
Table 16.

Table 16

Forms of support of personnel management activities rendered by the company
managers and required by managers of HR departments

_ Share of
Expected forms of support of HR department activities on behalf of the CEO respondents (%)
More complete information about affairs of the company and its strategy 55
More time for discussion of personnel management issues 38
Larger budget for implementation of all interesting HR ideas 38
More trust of ideas and offers of the HR department 38
Setting clearer goals 36
Increase of HR department staff 29
More authority 26

Prepared based on: Mouyemy HR-AMPEKTOP HE MOXET [0roBOPUTLCSI C reHepasibHbIM. Web
address: http://www.trainings.ua/article/2673.html

Conclusion

Thus, we may assume that more complete implementation of the lifelong
education principles in the practice of personnel education in the Russian
companies requires: firstly, improvement of the management system in the field of
division of personnel development management functions; secondly, improvement
of competency by employees that bear this responsibility; and thirdly, more efficient
interaction of managers of different levels and specialization concerning issues of
personnel training. In order to convert the process of personnel training into the
process of improvement of employee competency, employers need to have a clear
understanding of the demanded competencies of their personnel. Employer
associations should participate in the development of departmental professional

Mouyemy HR-gUpeKTOp He MOXEeT [OoroBoputbCcs € reHepasibHbiM. Web address:
http://www.trainings.ua/article/2673.html
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standards at the federal level, and at the regional level in the development of a
regionally important variable-based component of main professional educational
programs within the scope of the Federal State Educational Standards of the new
generation. Employers should have an understanding about the competent
employee in the context of their business in order to formalize their requirements to
the collective employee in the form of the organizational model of competencies
and to each employee individually in the form of competency profiles. It is
necessary both for increasing the efficiency of the internal training of employees
and for more detailed interaction with the suppliers of the educational services in
case of the external training of personnel.

Translated from Russian by Znanije Central Translations Bureau

160






aim of the research is to identify the pre-requisites for (international) technology
enhanced study organization to enhanced lifelong learning in the context of
European higher education modernisation strategic guidelines. The objectives of
the research are: (1) to discuss European higher education modernisation strategic
guidelines in the context of study quality and lifelong learning; (2) to define the
impact of virtual mobility upon international university studies; (3) to describe the
phenomenon and problem issues of Open Educational Resources.

Strategic guidelines for
European higher education modernization

European commission supporting higher education reforms and aiming at
higher education modernization presented recommendations to European Union
member states and invited to develop higher education high quality arena for more
than a decade ago. European commission announced a communique ,Supporting
growth and jobs — An agenda for the modernization of Europe‘s higher education
systems” (2011). Also, in the document ,Modernization of Higher Education in
Europe: Funding and the Social Dimension* (2011), European commission
announced that big attention and funding should be dedicated to knowledge
investment, modernization of higher education, based on social responsibility and
creative ways to attract diverse lifelong learning and under-reprented social
groups, in order to empower lifelong learning and to create Europe 2020. European
commission communique (2011) indicates that in order to improve study
curriculum, it is necessary to create flexible, innovative learning and teaching
methods: there is the need to improve quality and curriculum relevance, at the
same time increasing the number of learners, involving elderly society group
members into learning process, decreasing the number of school drops-outs. One
of the ways to reach this aim, foreseen in EU Digital agenda, is to make the use of
information communication technologies and other new technologies and to
improve teaching process, to improve learning process, and to support
personalised teaching, to provide distance learning and virtual mobility possibilities
(European commission communique, 2011, p. 5). Such prerequisites indicated by
the Comission encourage collaboration among higher education institutions,
companies and enterprises who pay attention to quality assurance of activities
performed within the organization, internationalization, employability and attractive
employer status creation via lifelong learning implementation in the strategic and
action guidelines.

The pre-requisites for technology application in studies and technology
enhanced study organization were researched at Vytautas Magnus University via
technology enhanced teaching and learning curriculum quality evaluation factors,
via virtual mobility organization in university studies, assessing virtual mobility
impact, and via the phenomenon of open educational resources, their applicability
in Lithuania and affect to study modernization at various levels of education. As
European Commission invites member states to develop and implement education
quality management schemes, when science and study institutions undertake the
responsibility for study the quality of studies, applying ICT, preparing research
design the key pre-requisite for technology enhanced study organization was taken
into consideration — the need to prepare technology enhanced learning and
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teaching curriculum and to be able for an institution to assess and improve its
quality, ensuring accessibility of curriculum to various social groups. Technology
enhanced learning (TEL) and teaching curriculum (TELTC) as the broadest object
of the research will be defined at the final chapter of the paper. TELTC is highly
affected by new international study forms, such as virtual mobility, which is
evidently supported by European Commission. Virtual mobility (VM) impact upon
university studies will be discussed in the second chapter of this paper. The
phenomenon of open educational resources is rapidly progressing, however it still
raises challenges, as higher education institutions need proper preparation,
including study participants' competences, restructuring TELTC, study organization
and other issues. This prerequisite will be discussed in the third chapter.

Virtual mobility in university studies

European Commission education policy documents dedicated to Bologna
process, as well as communique ,Youth on the Move" (2010) announced on
September 15, 2010, focuses on the importance of youth mobility. Mobility and
internationalization issues were promoted as most important part of epicentre of
European higher education policy discussions, emphasizing overall responsibility
to remove all obstacles for free mobility among countries, paying significant
attention to increasing accessibility to studies and practical learning. Various
European programs encourage and finance different mobility forms: exchange
programs, Erasmus placements and academic mobility in Erasmus Mundus
program, which provides the participants with the possibilities for a joint degree.
European communique (2011) dedicated for higher education modernization also
foresees virtual mobility (VM) as one of the most important means to increase
higher education internationalization and to develop innovative learning forms, as
well as to implement social cohesion policy inviting various lifelong learning target
groups to promote knowledge and innovation. In this way, VM increases
“accessibility of higher education to all society groups via realization of lifelong
learning ideas” (Lydeka, 2007, 133 p.). Legalization of VM through recognition of
learning results gained during VM and creation of organization and administrative
structures would prove that universities became open and functional, because then
it would be acknowledged that learning is a value not only when it happens in
physical academic environment, and that universities fulfil the mission not only for
knowledge creation, but also for development of synergies between various
cultures and diverse academic world. At the moment, universities, aiming to
respond to global economic changes, make their first steps and do not have
experience in organization and implementation of VM. VM is needed by students
who are not able due to various reasons to leave their home country, work place,
or home university physically. Moreover, there are still questions pending on how
to design VM curriculum and programs, which learning scenarios and technological
tools to choose to organize VM sessions.

Vytautas Magnus University was the first university in Lithuania to start
research and practice in VM, with the help of European Lifelong learning program
Erasmus virtual campus Project ,TeaCam. Teacher Virtual Campus: Research,
Practice, Apply“. University researchers collaborated with the international
research team and published a study in Lithuanian and English ,Virtual mobility in
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university studies” (Tereseviciene et al., 2011). The aim of the research was to
prove that VM is a technology enhanced student learning activity based on
communication and collaboration, which, along with harmonized didactical
components among teachers and higher education institutions, can improve and
supplement physical mobility to encourage implementation of Bologna process in
European higher education arena. During the research, which was based on
theoretical scientific literature analysis, an international and multi-university study
subject ,Virtual mobility in higher education” was designed. This study subject
served as a case example how study outcomes, technology enhanced learning
and teaching curriculum, technological tools and study outcome assessment
methods can be designed for international, multi-university study organization
model. During the research, teacher preparation and necessary competences for
VM implementation were identified, and student attitude to VM case was analysed.
Students who participated in the survey contributed to the definition of necessary
VM competences, identification of VM study organization characteristics, analysis
of the possibilities and needs to recognise study results in academic institutions
participating in VM.

Having implemented research on how VM can be applied in higher
education, it should be clearly stated that VM creates perfect conditions for
cooperation among higher education institutions, as well as enterprises and
companies, in the national and international contexts. Moreover, VM patrticipants
include all lifelong learning target groups. Properly designed learning and teaching
curriculum for VM organization is the key prie-requisite for successful VM
implementation. The concept of VM was also internationally researched. The
definition suggested describes VM as a collaboration among people from different
countries and cultures, who work and study at the same time. They do not need to
leave their country to improve and experience this type of collaboration. Such
phenomenon can be called multi-university studies. VM in multi-university studies
highly supports Bologna process and technology enhanced study action plans, as
the ain of Bologna process is to create a unique European higher education arena,
and one of its task is to strengthen multi-university mobility and collaboration
among universities. The ideas to use VM as supplement to physical mobility are
often referred to, e.g. in VM definition provided at e-learning Europe website: ,to
implement VM via the use of information communication technologies to reach the
same aims, as in physical mobility case, without the need to travel“. (elearning
Europe). M. Vriens, M. Achten, I. Op de Beeck, W. Van Petegem (2010, p. 12,
cited by TereseviCiené et al., 2011) state that ,“a valuable alternative for physical
mobility as it enables students to take part in courses at other universities without
having to leave their home university and hence without the financial implications”.
The authors emphasize that VM is realized using information communication
technologies to perform learning activities, which are designed to increase
collaboration and sharing of experience among different countries in learning and
teaching.

To summarize VM definitions analysed during the research, it can be
presumed that VM is the object of study organization (the science of education)
with the following characteristics: university collaboration, teacher and learner
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collaboration, international studies, cultural rich environment, various activities that
are implemented virtually in technology enhanced learning environment.

B. Vilhelmson, E. Thulin (2008, p. 477-487) describe VM as the ongoing
socio-spatial implications of increasing ICT use. They specify virtual mobility as one
of the 3 types of human socio-spatial behaviour, together with physical (or
corporeal) mobility and media-related communication, and define it as a contact
and two-way interpersonal interaction made possible by the computer, the internet,
mobile phones, etc. It was determined during the research that the majority of
scientists emphasize the interrelation between VM and technology enhanced
learning and teaching, describing VM as a part of technology enhanced studies.
Bijnens and Beeck (2006, cited by Tereseviciené, et al., 2011) indicate four types
of VM: (a) courses at a foreign university while staying at home and vice-versa; (b)
complementing the existing physical Erasmus exchange programmes with virtual
elements in the preparation and return phase (student selection, language
preparation, assessment from a distance, etc.); (c) virtual internships in companies
abroad; (d) guest lecturers from foreign universities virtually presenting their
lessons to students in other universities.

The virtual mobility impact upon higher education institutions can also be
addressed stressing different challenges that are met, such as fostering specific
new learning opportunities and intercultural and/or joint curricula design at higher
education institutions (European Commissions study, 2010): (a) teacher and
student linguistic, intercultural and didactical competences are developed; (b) joint
study program curriculum is designed, when more than two institutions participate;
(c) study offer is increased for students; (d) study program quality is being
improved; (e) study didactical models are improved (Bijnens, H.; Op de Beeck, I.,
2006, cited by TereseviCiené, et al., 2011); (f) VM increases intercultural
experience among students and staff; (g) VM enables students to individualize and
specify their portfolio (C. Brey, 2007, cited by Teresevicieng, et al., 2011); (h) VM
contribtues to higher eduaction internationalization; (i) VM supports
competitiveness of higher education institutions, contributing to education services,
their attractiveness (Bijnens, H.; Op de Beeck, 1., 2006, cited by TereseviCiené, et
al., 2011); (k) VM is defined as a tool to encourage e-learning and development of
virutual universities in Europo (Pursuea, M.; Warsta, M.; Laaksonen, 1., 2005, cited
by TereseviCiené, et al., 2011); (I) VM ensures social inclusion, as it decreases
social and economical barriers (Bijnens, H.; Op de Beeck, I., 2006, cited by
Teresevicieng, et al., 2011), and it enables different socially disadvantaged groups
and different representatives from various organizations to particiapte in study
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Diagnostic research results showed that students were mostly eager to
participate in VM studies due to academic reasons: interest in study topics and
virtual mobility itself. The same motivation factors influencing participation in
physical mobility program were indicated as relevant for students for VM, as well.
Surveys were implemented before and after VM sessions. Before the sessions,
students indicated that they are able to assess information and to use the tools
needed for team work in a distance way. Students indicated strong confidence in
the use of information and communication technologies to collaborate on the
internet, and they indicated that they are able to compare learning strategies. After
the end of VM sessions, students indicated that they had too little time for
successful collaboration results, but they evaluated international group
collaborative activities very positively. All groups had strong group leaders, and
other members were active enough. Respondents indicated that there were
enough communication and collaboration tools, and that collaborative methods and
technological tools, as well as feedback forms were very important for virtual
mobility realization. Most preferable communication and collaboration methods and
tools were indicated, such as discussion forums, e-mail, consultations virtually and
virtual learning environment. Students stated that all study organization methods
were well selected and were important, though some respondents indicated the
need for better feedback from all participating university teachers. Students were
also expressing their opinions concerning clear presentation of VM scenario. Some
respondents indicated their wish for a clearer presentation of study planning.
Overall, the module was evaluated with high positive evaluation results, describing
it as concise, well designed -curriculum and properly selected tools for
collaboration. Students emphasised effective VM competence development:
international communication, the use of English, personal and social competence
development and ICT competences development, as well. Participation in VM
module changed the attitude of the majority of students to VM, and they indicated
more positive opinion after the studies than before. Respondents also expressed
their wish to participate in another VM studies upon possibilities. The majority of
students think that VM sessions can be recognised as supplementary mobility to
Erasmus physical mobility activities.

Diagnostic teacher research results revealed the opinion of the respondents
that in order to prepare a unified VM study subject needs various individual and
collaborative group work combinations, didactical and administrative, and
technological support for teachers. Teachers indicated that defining intended
learning outcomes in multi-institutional teacher group was mostly challenging, as
there was the need to agree upon the common principle of measurement of
learning results. Teacher opinion towards VM improved to a more positive one
after VM sessions, as well.

Open educational resources

Open Educational Resources (OER) is a new research object in Lithuania,
and Vytautas Magnus University has the biggest experience in the field. Research
dedicated for OER were aimed at defining the concept of OER in Lithuania, to
analyse the phenomenon, its state of art and prospects for development, to identify
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problem areas and to provide recommendations for application of OER in higher
education institutions and other organizations.

OER were first defined during UNESCO conference (2002) as freely
accessible educational resources. There are several definitions of OER, but
UNESCO definition is mostly accepted and describes OER as teaching, learning
and research resources that reside in the public domain or have been released
under an intellectual property license that permits their free use or re-purposing by
others. Open educational resources include full courses, course materials,
modules, textbooks, streaming videos, tests, software, and any other tools,
materials or techniques used to support access to knowledge (Atkins, Brown,
Hammond, 2007). At present, the classification of OER suggests three main types
of OER: (1) learning and teaching content: Full courses, courseware, content
modules, learning objects, collections and journals; (2) Tools: Software to support
the development, use, reuse and delivery of learning content, including searching
and organisation of content, content and learning management systems, content
development tools, and online learning communities; (3) Implementation
resources: Intellectual property licenses to promote the open publishing of
materials, design principles of best practice and localise content. The definition of
OER is both broad and vague. A wide variety of objects and online materials can
be classified as educational resources, from courses and course components, to
library or museum collections or, to open access journals and reference works.
Over time the term has come to cover not only content, but also learning and
content management software and content development tools, and standards and
licensing tools for publishing digital resources. This allowed to users to adapt
resources in accordance with their cultural, curricular and pedagogical
requirements.

OER are made freely available over the web or the internet. OER are
basically used by teachers and educational institutions to support course
development, but they can also be used directly by students in informal learning or
at the work placement by the employees and business providers. OER include
learning objects such as lecture material, references and readings, simulations,
experiments and demonstrations, as well as syllabi, curricula and teachers’ guides.
OER allows application of various learning organization methods: information
transference, experimentation, modelling, constructive learning, illustration of
various concepts, experimentation and simulation. Johnstone (2005, cited by
Toumi, 2006) characterizes OER as: (a) Learning resources — courseware, content
modules, learning objects, learner-support and assessment tools, and online
learning communities; (b) Resources to support teachers — tools for teachers and
support materials to enable them to create, adapt, and use open educational
resources, as well as training materials for teachers and other teaching tools;
(c) Resources to assure the quality of education and educational practices. Toumi
(2006) presents alternative views on OER as both, individual and social
development. As the author says, learning is not a simple knowledge transfer and
reeption, but also development of possibilities to think. This way learning creates
the knowledge which did not exist before the moment of learning. Toumi (2006)
presents several types of OER: (a) freely accessible assets and services that
support competence development and individual growth (learner’s view); (b) freely
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accessible assets and services that support teaching and professional
development (teacher’s view); (c) non-rival and non-exclusive assets that generate
services for learners and teachers (economic view); (d) modifiable and
interoperable systems for learning (technical view); (e) free services for learning
(institutional view).

To summarize OER conception, one can say that OER is a free sharing of
knowledge. OER can be characterised by the following features: (1) OER is
accessible on the internet; (2) OER are for the use, sharing and re-use; (3) OER
influences the relationship between producer and the user; (4) OER encourages
cooperation; (5) OER are presented in a public domain and are freely used with the
minimal limitations to use and share (licences).

Scientific research often discusses open and commercial resources,
however, deeper analysis clarifies the situation when the majority of resources, like
publications suggested at academic institutions, are not openly accessible or they
are licensed commercially. For example, Lithuanian digital library is based on the
same principle. There are alternative offers in the world, also among commercial
companies. For example, Google scholar services are very popular among
scientists and practitioners, providing citation index and further free services. More
and more scientists use OER for their research, including Google search and
scholar systems. Toumi (2006) describes OER as convenient, effective, meeting
use conditions, having added value and accessible for learners and teachers.
D’Antoni speaks of “The 4 A’s — accessible, appropriate, accredited, affordable”
(Downes, 2006). Downes (2006) argues that the concept of ‘open’ entails, it
seems, at a minimum, no cost to the consumer or user of the resource. Even when
the cost is low — or ‘affordable’ — the payment represents some sort of opportunity
cost on the part of the user, an exchange rather than sharing. Speaking about
OER, all scientists agree that financial conditions for their use and any limitations
attributed with the resources should be clearly identified. OER, as scientists say,
can be licensed for a limited use (e.g. intellectual property rights, free licence
forms, etc.).

The concept of “openness” is based on the idea that knowledge should be
disseminated and shared freely on the internet for the benefit of society as a whole.
Two of the most important aspects of openness have to do with free availability
and as few restrictions as possible on the use of the resource, whether they be
technical, legal or price barriers. Toumi (2006) indicates three areas that are not
interrelated and have impact for the ,openness®: (a) technical characteristics of
OER, (b) social characteristics, (c) the type of a resource. For example, in the
technical domain is characterised by access to source code and/or access to
interoperability standards or the standards process. Openness in the social domain
it is fundamentally motivated by the expected social benefits and by ethical
considerations related to the freedom to use, contribute and share. The more
people use the service, the more valuable it is to have access to it. These so-called
“open fountains of goods” form yet another kind of open resources. In this social
domain, one may distinguish three different hierarchical levels of “openness”.

This type of research involves researchers from Vytautas Magnus University
in eContent Plus program project "OpenScout: Skill based scouting of open user-
generated and community-improved content for management education and
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training". OpenScout is a project co-funded by the European Commission within
the eContentplus Programme as a Targeted Project in the area of Educational
Content (Grant ECP 2008 EDU 428016). During the project, OER research and
use system was designed for higher education institutions, teachers and students,
as well as for small and medium enterprises, business companies, consultants and
their staff. Other services, like tool library enabling editing and publishing OER.
High quality, competence — based open content is harvested in OpenScout portal
from international companies and (INSEAD, EFMD, SPK and others) and
universities (OUUK, UNED, BRUN, OUNL and others).

OER is aimed to encourage teaching and learning process and its
organization, to help to develop individual and social skills of the learners,
providing a possibility to understand, to decide and to act. OER are often used
during non-formal and informal learning, as well as to design formal and non-formal
TELC designing. TELC designing happens in virtual user communities online, often
using social and professional networking web 2.0 tools. There are numerous
ongoing discussions on how OER affects the quality of TELC. There are no doubts
that the use of OER is an obligatory condition to ensure the qualitative TELC and
learning accessibility for various lifelong learning groups, with socially and
economically suitable conditions for socially disadvantaged groups, individuals and
organizations. In Lithuania, OER phenomenon is still under definition in the
majority of institutions, and OER practical use is on its way. VMU researchers
aimed to identify how OER are used during TELC designing. Practical
recommendations for OER development in the country are presented in the
publication ,Open Educational Resources in Lithuania: state of art and prospects
for development” (Volungeviciene, 2011), and practical recommendations for OER
use in TELC designing are presented in the monograph “Technology enhanced
learning and teaching curriculum quality evaluation” (VolungeviCieng,
TereseviCiené, 2011).

Technology enhanced learning and
teaching curriculum quality evaluation

Lifelong learning in Europe became a necessity due to rapid changes in
social, technology development and economic conditions. Society's getting of age
more and more emphasized the need to constantly update knowledge, skills and
abilities among society members. Education significantly estimates the need to
develop specific and general competences. Learning and teaching curriculum
designing and learning result evaluation strategies are based on the achievement
of intended learning outcomes. Intended learning outcomes are being harmonized
in different education institutions in European countries. Competence development
is a segmented process, during which a learner is being prepared for academic
and professional activities. In other words, single elements of learning and teaching
curriculum cannot ensure qualitative educational services, because qualitative
learning and teaching is a multifunctional system covering consistent single
learning and teaching curriculum elements. Technology enhanced learning and
teaching (which has the broadest sense, including other types of learning based on
the use of information and communication technologies, like distance, virtual and
e-learning and e-teaching) supports implementation of strategic guidelines of
education policy, i.e. to create lifelong learning possibilities for all society members,
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Further research of TELTC quality evaluation factors, it would be necessary
to assess indirect results achieved during the research. Namely, it was identified
during the research that teachers do not perceive clearly the importance of TELTC
quality evaluation factors. It can be supposed that there is interrelation between the
teacher perception of quality evaluation and application of curriculum designing
theories while accepting TELTC didactical decisions. During the research, the
opinions of learners and TELTC authors were compared. The results showed
interrelation between the reason and the results. Learners’ dissatisfaction with the
study curriculum and learning and teaching organization process was related with
the teacher chosen decisions and quality criteria verification statements. In order to
explain this interrelationship, the importance of social contact for study effective
organization and the choice of technologies were emphasized, to ensure most
effective social interaction. However, social interaction is the object of further
research.

There was a lack of attention paid during research for technology enhanced
study organization quality assurance, interaction and student support aspects.
During verification of quality criteria empirical survey, student attitude to TELTC
design and learning and teaching organization was analysed, from the point of
view of lack of management and didactical support tools. Research results
correlate with virtual mobility case analysis results, when students also express the
need for more frequent and qualitative interaction, didactical tools and support. The
creation and use of OER, as well as their re-use in studies and efficient
applicability research is related with study re-organization aspect, which should be
also the object of further scientific research. OER are in use in foreign universities,
organizations and companies. However, in Lithuania, this is still a new area
requesting further analysis of managerial and didactical scenarios. Teacher and
student activity scenarios and recommendations for study organization using OER
should be prepared.

Conclusions

Research in the area of technology enhanced study organization
implemented at Vytautas Magnus university addressed the needs for priority areas
in European education policy and the world, highlighting study modernization
priorities and creation of lifelong learning conditions in university for socially under-
represented groups, for companies and organizations. VM solves European
socio — economic problem issues, accessibility to education for lifelong learning
groups; OER solves study organization and learning and teaching efficiency
issues. Both research objects directly influence study quality improvement, while
TELTC quality evaluation research provides university with the guidelines on how
to design, organize and evaluate technology enhanced studies in the context of
European higher education modernization, creating prie-requisites for lifelong
learning.

During the research, the following pre-requisites technology enhanced
learning organization in the context of European higher education modernization
strategic guidelines: (1) European higher education modernization guidelines have
been discussed: study quality issues, virtual mobility, open educational resources,
and the interrelation of these priority guidelines with socially responsible education
policy in Europe; (2) The impact of virtual mobility to international university studies
and lifelong learning groups have been defined. Virtual mobility has direct impact to
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study quality, study internationalization, development of international study
programs and transparency of study curriculum, implementation of Bologna
process, study offer and higher education modernization, study accessibility to all
lifelong learning target groups. Virtual mobility also contributes to socially
responsible education policy implementation, and to implementation of lifelong
learning in companies and organizations; (3) The phenomenon of open educational
resources is broadly discussed in Europe. Open educational practices are created
in European, while in Lithuania, it is still a new area for research with a specific
problem issues. There is no open educational resource culture developed in the
country, and open education practices is not a common issue in study curriculum
designing and study organization. There is the need to assess possibilities
provided by open educational resources to improve efficiency of study process,
and to contribute to the application of open education al practices in university
studies, enterprises and companies.

References
1. Atkins D. E., Brown J. S., Hammond A. L. A review of the open educational resources (OER)
movement: Achievements, challenges, and new opportunities. 2007. Retreived from:
http://www.hewlett.org/uploads/files/ReviewoftheOERMovement.pdf. in March, 2011.
2. Downes S. Models for Sustainable Open Educational Resources. National Research Council
Canada. 2006. Retreived from: www.oecd.org/document/32/0,2340,en_
2649 33723 36224352 1 1 1 1,00.html. In March, 2011.
3. Elearningeuropa.info, 2009
4. European Commission document. ,Modernization of Higher Education in Europe: Funding
and the Social Dimension. 2011“. Retreived from: http://eacea.ec.europa.eu/education/
eurydice/documents/thematic_reports/131EN.pdf. in 2012-01-23.
5. Supporting growth and jobs — An agenda for the modernisation of Europe’s higher education
systems. European Commission Communuque . Retreived from:
http://ec.europa.eu/education/pub/pdf/higher/modernisation_en.pdf. in 2012-01-23.
6. Youth on the Move. European Commission, Study. Retreived from:
http://ec.europa.eu/education/yom/com_en..pdf. in 2012-01-23
7. The Impact of Erasmus on European Higher Education: Quality, Openness and
Internationalisation. European commission, Study. Retreived from:
http://ec.europa.eu/education/erasmus/doc922_en.htm. in 2012-01-23.
8. Lydeka, Z. (2007). Lithuanian higher education targeted dimensions. In V.Kundrotas,
R. LauZackas, Z.Lydeka, A.Pundziené (Eds.) Designing quality parameters for Lithuanian
higher education quality, monograph, 2007. Kaunas: ISM publishing house.
Vaiva, Rutkiené, AuSra, Targamadze, Aleksandras. Possibilities to apply e-learning to support
the development of continuous and vocational training, study. Kaunas: Vytautas Magnus
University, 2008.
10. The Scottish Centre for research into On-Line Mokymasis & Assessment, 2007.
11. Toumi |. Open Educational Resources: What they are and why do they matter. Report
prepared for the OECD. 2006. Retreived from: http://www.meaningprocessing.com/
personalPages/tuomi/articles/OpenEducationalResources_ OECDreport.pdf. in 2011-04-20
12. Vilhelmson, B.; Thulin, E. (2005). Virtual Mobility of Urban Youth: ICT-based Communication
in Sweden. Tijdschrift voor Economische en Sociale Geografie (Journal of Economic & Social
Geography), 96 (5), p.p. 477-487.

172



SOCIO-CULTURAL TRENDS IN
CONTINUOUS DEVELOPMENT OF
PROFESSIONAL COMPETENCIES OF
TEACHERS

V. . Klyushkin
A. S. Mischenko

Introduction

The continuous development of professional competencies of teachers is
associated, firstly, with changes in the economy, culture and education; secondly, with
the establishment of the multi-paradigm nature of methodological principles for
selecting the content and building the entire process of continuing education of
teachers; and thirdly, with an increased number of various educational concepts (from
person-centered through to humanistic to practice-oriented to competence-based
concepts etc.). We believe that there is a need for making a socio-cultural concept of
continuing education. It should stem from the recognition that the process of continuing
education of teachers is determined by a system of social, economic, political and
production relations, which are values and standards of culture inherent in society.

Main determinant trends
of the continuous development of
the professional competencies of teachers

The modern continuing professional education of teachers occurs in a wide
social context associated with: (a) the major trends in the development of our country;
(b) economic and educational globalization; (c) the modernization of education aimed
at educating modern specialists as subjects of European production, technological and
labor culture; (d) the transitional processes inherent in the transformation of values of a
market economy and a social and rule-of-law state from a sub-cultural condition into
the overall condition of modern Russian society; (e) the preparation of teachers for
teaching their students to become highly skilled, competitive specialists possessing a
new civic, professional and labor culture, etc. These and other trends are determined
by fundamental social and economic factors on the one hand, and by resulting
worldview-related causes on the other. The first group of trends certainly includes the
economic and educational globalization of modern civil society. The traditional value
system of Russians is increasingly influenced by the country's being intensively
involved in the global social, economic, technological, informational and educational
fields. All these development trends are contradictory. This is especially notable when it
comes to the development of a transnational, transcultural and transversal space
which is causally tied to the needs of global business, to common strategies of
modernization of educational activities according to market laws, and to the need to
develop a new cultural identity of young people through their training and upbringing.
Continuous development of professional competencies in teachers should to some
extent resolve this inconsistency by developing mechanisms for transcultural
transmission of the value system and reproduction of a new social fabric in Russian
society. However, the main trend in the development of education in general and
continuing professional education of teachers in particular is still most fully expressed in
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that it is simply pulled into a network of unequal global economic relationships. The
Bologna Declaration is, in our opinion, a striking example of such a dialogue of the
Russian system of continuing education of teachers in the global context. It suggests
that the issues of content and methodology of educational programs for continuous
development of professional competencies of teachers should be solved in strict
compliance with Western standards and clichés. This is due to the fact that despite
high intellectual capacity of Russian teachers, we are notably inferior to the developed
world in terms of finance, equipment and remuneration of education workers. Russia
still lacks competitiveness in the global market of educational services and thus is
forced to follow the rules dictated by its stronger western competitors (it is fair to say
though that the expansion of the information space for the continuing professional
education of teachers creates important prerequisites for the intensification and
improvement of its quality). However, the teaching and development capacities of
borrowed educational techniques are still low because they are poorly adapted to the
Russian context (these techniques are not always, so to say, "very fresh"). On top of
that, they are markedly of a mosaic nature: lack of theoretical training often brings them
to the unification of pseudoscientific ideas and theories. This significantly complicates
the task of civic, moral and aesthetic education of young people.

The second major group of trends that influence the continuous development of
professional competencies of teachers is associated, in our opinion, with the collapse
of the socialist-oriented formation and the emergence of a capitalist way of life from its
ruins, involving directly or indirectly, nearly all the citizens of this country. This has led
to the development of contradictory processes, such as the development of private
property and its social institutes; a radical change in the social structure of Russian
society; the development of almost all social strata typical of a market society; and the
intensification of competition in the labor market and production. In the last two
decades, the country has repeatedly faced economic crises, with falling levels of the
Russian population, unemployment, lack of social protection of children and students,
and other problems having become usual things. These changes in the socio-
economic sphere inevitably bring dramatic changes in the socio-cultural and spiritual
life of society, in particular affecting the retraining of modern teachers, with a new
economic order determining their mental outlook and way of thinking. The ability to
build a rewarding career, succeed in business and so on at any cost has become a
standard practice for many Russians (with teachers not being an exception). This is
closely related to another important trend: education of young people gradually
becomes a special economic area of private entrepreneurship. A private sector of
educational services has been built and is constantly growing in Russia.

Thus, changes in the Russian economy, culture and education in general and
the education of teachers in particular are of contradictory nature, embracing both
positive and negative trends of the modernization of modern continuing teacher
education. In this context, in our opinion, the improvement in its quality is directly
related to the intensification of positive and neutralization of negative aspects of the
current socio-cultural trends and conditions of educational activity. This can only be
done by radically changing the entire content of modern postgraduate continuous
development of professional competencies of teachers. This requires that we rely on
the current trends in the development of the content of continuing education of
teachers, the basic provisions of the state educational policy, innovative ideas,
concepts and techniques found in contemporary educational theory and practice.
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Multi-paradigm development of
professional competencies of teachers
as a prerequisite for modernization of the content of
their continuing education

Changes in the theoretical and methodological content of continuing
professional education of teachers are objectively related to the following trends: (a)
the establishment of multi-paradigm methodology principles for selecting the content
and building the entire process of continuous development of professional
competencies of teachers; (b) an increased number of various educational concepts
(from person-centered through humanistic to practice-oriented to competency-based,
etc.); (c) from superficially cloned western educational concepts and techniques to the
removal of historically proven achievements of theory and practices from the content of
continuing education of teachers. All this is spliced by spontaneously filling the content
of continuing professional education of teachers with poorly tested information and
communication technologies without always being well thought out and motivated by
values. A variety of educational concepts offering their own innovative approaches to
the modernization of education is the most obvious trend in modern Russian
pedagogy, as well as the continuous development of professional competencies of
teachers. In our opinion, this trend, which has actually developed over the last two
decades, is due to the fact that the multi-paradigm nature of the basics of pedagogical
practice with the variety of theoretical concepts and key points is welcome. While
somewhat justifiable in politics, this approach is, in our opinion, unacceptable in
science and education. This is why we clearly consider an increase in the number of
equal educational concepts used by the same educational institution or by the same
teacher, which has been observed in the last decades, as a negative thing in modern
education. While initially this was to some extent positive, because it suggested a
search for new (relative to the Soviet school paradigm) educational ideas, approaches
and concepts to match the changed socio-cultural landscape in post-Soviet Russia,
this now hampers the development of Russian pedagogical theory. As
N.V. Bordovskaya put it, modern education has transformed into "a fair of pedagogical
concepts” with an immense number of competing educational concepts’. All this
contributes to the disintegration of pedagogical theory, and the emasculation of the
genuine content of pedagogy by different conceptual and terminological
“innovations”, such as "humanistic pedagogy", "person-centered pedagogy",
"cooperative pedagogy”, "pedagogy of creativity", "competency-based pedagogy",
etc. All these litter the framework of pedagogical categories, weakening the role of
pedagogical theory as a clear guide for continuous development of professional
competencies of teachers. This trend is seen as negative not only by education
scholars (V.S. Bezrukova, N.V. Bordovskaya, N.M. Novikov, etc.), but also by a large
number of our interlocutors among education practitioners (39,1%). We believe that
this trend no longer has any positive potential with respect to the content of
continuing teacher education. This is something important to understand because
the reliance on the multi-paradigm foundations in selecting content for continuous
development of professional competencies of teachers considerably diminishes the
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role of experience-proven principles such as scientific rigor, consistency, optimum
amount and practical significance of components of its content. For example, modern
researchers consider innovative pedagogical concepts as a backbone component of
the content of the continuing professional education of teachers. What stands out
here (claiming to be innovative) are person-centered concepts, such as "humanistic
pedagogy", "person-centered pedagogy", "pedagogy of freedom", "pedagogy of non-
violence", "pedagogy of creativity", etc. (A.A.Bodalev, E.V.Bondarevskaya,
0.S. Gazman, V.A. Karakovsky, S.V. Kulnevich, Z.A. Mal'kova, I.S. Yakimanskaya,
etc.). At the same time, we think there is no good rationale for the wide spread of
these concepts (according to the adepts of these educational concepts and
approaches themselves, they lack genuine theoretical depth and innovative nature).
For example, E.B. Bondarevskaya and S.V. Kulnevich argue that person-centered
concepts are just "... attempts to be in line with the pedagogical "fashion", a result of
a superficial view on the new needs of education, and in some cases even deliberate
use of humanistic rhetoric aiming to hide the values of developing education behind
its terms"".

Analysis of such concepts of continuous development of professional
competencies of teachers does not reveal that they are essentially novel as
compared to the concepts of "free and humanistic education" that are common in
Western pedagogy. Unfortunately, person-centered concepts are a product of
uncritical borrowing of Western educational theories along with obvious
disparagement of achievements of Russian pedagogy (it is important to note that
modern course books recommended for reading in postgraduate teacher training
courses contain fewer names of prominent Russian teachers and psychologists than
those of Western teachers and psychologists). What distinguishes the methodology
of person-centered educational concepts is that they are based on psychological,
subjectively individual factors rather than an objective social, economic and cultural
context. Hence, they consider the educational process not as socialization and
culturation (introduction of an individual to rich national and global culture), but as
individualization of personality of students that is in many respects self-contained. In
other words, person-centered concepts absolutize the processes of atomization of
personality established in modern civil society. Therefore, they wrongfully oppose the
interests of a personality and society, since the dynamic, unalienated development of
civil society is obviously a prerequisite for the realization of the most urgent interests
of a developing personality, in particular, that of teachers. Opposing personal and
public interests leads to the individualistic orientation of individuals, cultivation and
conservation of social estrangement by means of education. In the modern context,
many teachers are attracted by the proclamation of an individual approach to
learners as the main educational principle. They interpret this principle as
pedagogical support of spontaneous, unique individual desires, motives and interests
of their students, which objectively leads to the underestimation of socio-cultural
conditioning of education, limitation of capabilities of students, family and other real
factors of personal development of both young people and teachers. In these
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conditions, the development of professional competencies of teachers that help
maximize the freedom of choice of the content and forms of educational activity by
students, in fact, slackens the goal-oriented, systemic, synergistic and ensemble
nature of education as components of professional competencies of teachers.
Moreover, this requirement is in conflict with the teacher's responsibility to ensure
strict compliance with the state educational standards. Therefore it is no accident that
54.8% of teachers interviewed by us who support the idea of free choice of individual
educational paths by students were not sure that it was viable in public schools due to
lack of academic time, and 26.1% of the respondents expressed negative feelings
citing that the idea was absolutely unrealistic, and also that this impaired the systemic
nature and quality of knowledge of students.

Another key point of the person-centered educational concepts in continuous
development of professional competencies of teachers suggests that student and
teacher are equally important actors of the educational process; moreover, the student
is the central player in the educational process. The former statement is supported by
53.0% of teachers, and the latter by 31.3%. Only 15.7% of teachers believe that the
leading player the educational process is the teacher. Correspondingly, a rather
obvious fact that is overlooked in the system of continuing education and in the
educational environment is that it is the teacher and not the student who has an actual
economic and legal responsibility to society for the quality of training and upbringing of
young people. Diminishing the importance of the teacher as a professionally competent
player in the educational process inevitably damages their credibility in the eyes of
students and parents, considerably complicating the teaching activity and affecting its
results in an adverse way. Therefore, person-centered educational concepts clearly
underestimate the significance of culture as a factor of personal development of
students. However, they tend to be uncritically reproduced in continuing teacher
education for retrained teachers to use these concepts in teaching modern young
people.

Certain dissatisfaction with person-centered educational concepts as a
theoretical basis for modernization of Russian continuing teacher education caused the
dissemination of concepts building on the competency-based approach to education
(O.V. Akulov, M.P.Voyushina, Y.V.Myachin, A.M. Novikov, N.M. Platonova,
N.F. Radionova, M.A. Shatalov, L. Yakobson, etc.). The meaning of this approach is
apparent from its key term. Terms such as "competency" and "competencies" are used
interchangeably with the concepts of "knowledge", "ability", "skill* and "experience" that
are proven by theory and practice. The term "competence” means a set of authorities
(rights and duties) of a body or official established by law, charter or other regulations.
Meaning the ability of an individual to perform their functions, the term "competence”
was mainly used in the socio-legal regulation of professional activity. Until recently, the
term "competence" was not used in pedagogy. The terms "competence" and
"competency" are neither found in the Pedagogical Encyclopedia of 1965, nor in the
Russian Pedagogical Encyclopedia of 1993". In foreign publications and documents on
education, the terms "competence" and "competency" appeared in the 1990s, but they
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functions: (a) the social function aiming at developing an appropriate social type of
personality; (b) the culturological function aiming at introducing a personality to values
and norms of national (panhuman) culture; and (c) the function of individualization of
the development of teachers’ personalities. Based on these starting points, the basic
categories of continuous development of professional competencies of teachers should
be defined in a new way. Continuing teacher education should aim at developing a
general and professional culture of teachers, their ability to creatively reproduce
spiritual values of society, and aspirations for constant development of their socio-
cultural potential. In other words, it is a system of the highest achievements of
panhuman and national culture in the field of morals, science, arts, professional
activity, and attitudes to other people, society and nature. The application of this
concept of continuous development of professional competencies of teachers
actualizes the dialogue-based nature of their culture. The term "socio-cultural
development of teacher personality" begins to be widely used in continuing education
practices. In addition to traditional social, economic, psychological and pedagogical
factors, it also encompasses culturological components, such as ideas of cultural and
historical traditions, a system of spiritual values and norms of relationships typical of a
given society or nation and implemented in the training and upbringing process.
Correspondingly, the primary cells of the process are positional and semantic
characteristics of the content of teaching activity on the one hand, and the entire
pedagogical context of the socio-cultural development of teachers on the other.

Our socio-cultural concept of managing continuing teacher education offers an
essential addition to the system of generally recognized pedagogical principles. In
particular, it asserts an essential principle of the culturological nature of education, i.e.
alignment of objectives, goals, content, forms and methods of education with the
historical and modern achievements in the Russian and panhuman culture. It also
asserts the principles of the historical and axiological nature of education as
pedagogical postulates. In particular, the principle of the historical nature of education
means that it should be focused on developing in students historical thinking — an
ability to approach every phenomenon from a historical perspective, i.e. treat it as
something changing and developing over time. This principle is applicable to all
spheres of objective reality: nature, society, and thinking. This postulate is extremely
important for self-education where a person has to distinguish truly scientific
information from an enormous amount of pseudoscientific information. The principle of
axiological nature of education identifies the value-based attitude of its players
(teachers and students) toward socio-cultural factors, life circumstances, goals, content
and process of educational and learning activity as a prerequisite of effective
education. The implementation of this principle involves teachers' mastering a method
of developing value orientations in students; therefore our socio-cultural concept of
continuing teacher education actualizes approaches that facilitate imparting skills in
using training principles of education and upbringing in and through a group by means
of additional postgraduate training of teachers. In other words, the socio-cultural
concept of continuing teacher education meets the main general scientific
requirements imposed on any scientific concept — a single basis, integrity, consistency
of all its components, and successive connection between innovative elements of the
concept and generally recognized theory. It is a synthesis of sociological, activity-
based, humanistic and personality-centered approaches, providing versatility, integrity
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and continuity of teacher education as a basis for versatile socio-cultural and hence
personal development of teachers and, through them, of students.

Based on the above, we have developed socio-cultural criteria of the continuous
development of professional competencies of teachers — their qualities (with quality
being understood as a special system characteristic ontologically inherent in a real
phenomenon or process, a category that expresses their essential unity). We see the
continuous development of professional competencies of teachers as a phenomenon
focused on enhancement of not only qualification, but also socio-cultural productivity of
their educational activities. In order for continuous development of professional
competencies of teachers to ontologically meet this criterion, it should involve the
following: filing competencies, theoretical and practical knowledge of teachers with
culture; and triggering aspiration and willingness of teachers for continuing, multi-step
education and self-education.

In order to empirically fix the socio-cultural nature of the continuous
development of professional competencies of teachers, we operationalized
theoretical ideas of the quality, criteria, measures and indicators of postgraduate
training of teachers. In particular, we suggest understanding the quality of
continuous development of professional competencies of teachers as a degree to
which they implement their functions in accordance with socio-cultural needs of
society, as well as with their own cognitive and practical interests. Development
criteria should be understood as attributive (inseparably inherent) features that
empirically express the quantitative measure of development of its socially
significant characteristics and functions. Measures should be regarded as
guantitative characteristics of individual socio-cultural features of continuous
development of professional competencies of teachers and indicators as lower
level (as compared to measures) characteristics of the development. Naturally,
socio-cultural criteria, measures and indicators of continuous development of
professional competencies of teachers should meet the requirements of objectivity,
reliability, accuracy, necessity and sufficiency. When developing a set of criteria
and measures of continuous development of professional competencies of
teachers, we proceeded from the fact that many methods used for assessing it
include 30 to 40 and even more (up to 56) measures. We selected measures for
our experiment based on the principle of necessity and sufficiency and identified
six groups (of the first and second order). In our opinion, these six groups can be
regarded as a basic, invariant module of such measures. Socio-cultural criteria of
continuous development of professional competencies of teachers are criteria of
the first order. Its measures are criteria of the second order (that include lower level
qualimetric units, indicators).

A study has identified two basic characteristics as criteria of the first order. They
reflected dynamics of teachers' involvement in continuous development of their
professional competencies and change in productivity of their professional activity after
completion of a certain skills upgrading level. We proceeded from the fact that these
characteristics are objective, praxiological, necessary but insufficient, since they are of
general nature and do not allow for assessing the quality of individual components of
continuing education of teachers; and they can only be fixed after a while (usually after
one year). According to our concept, measures of continuous development of
professional competencies of teachers (criteria of the second order) should include four
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groups. The first group is about satisfaction of teachers with the content of continuing
education, including its theoretical and practical components. The second group is
evaluations by teachers of the quality of the content and scientific nature of continuing
education, its connection with life of society, educational practice and Russian cultural,
historical, teaching and upbringing traditions. The third group includes measures of
satisfaction of teachers with results of their training and interactions with students after
completion of a stage in postgraduate education. Finally, the fourth group includes
measures of aspiration and willingness of teachers for learning that reflect different
forms of their involvement in continuing education and self-education. Since continuing
education of teachers, like any object being assessed, has a lot of properties, other
measures of development of professional competences in students of postgraduate
training courses may be required for operational purposes. Therefore, we
supplemented our method with an additional variable module of such measures to help
adjust values of the basic module. The variable module includes the following
measures: alignment of concepts and technologies offered in the system of continuing
education with socio-professional views and attitudes of teachers; broadening and
deepening (through continuing education) of teachers' competencies in the subject
being taught, modern pedagogical theory, methods of teaching and upbringing of
young people, methods of working with gifted children, etc. The variable module also
embraces measures of effectiveness of different forms of teaching: lectures, seminars,
trainings, model lessons, business games, etc., and assessment of impact of individual
components of the content of continuing education, pedagogical concepts and
techniques offered by postgraduate training courses on activity of teachers. The
variable module can be reduced or extended depending on the goals of analysis of a
training level.

Our survey has led us to a certain conclusion that the socio-cultural assessment
of continuing teacher education should be based on the following framework of
categories: culture — socio-educational environment — axiological and semantic content
of teacher's activities — value system of teachers — multi-purpose nature of activity of
teachers in a vocational lyceum. They help consider the improvement of continuing
education of teachers from the perspective of its relationships with the development of
integrative target components of modern activities of teachers. They define all the
elements of professional activity of teachers and should, first of all, be improved
through their continuing education (the more so that they implicitly comprise its
axiological and semantic structural units).

Our analysis of the impact of continuing education of teachers on the
improvement of components of their professional activity is based on its multi-purpose
nature. In fact, modern teaching activity and its goals are objectively related to the
socio-cultural formation of young people, provision of their socialization and, ultimately,
their development as players in productive labor, their competitiveness, creative and
innovation capabilities relevant to the modern economy. Theoretical and practical
aspects of continuing education of teachers should be focused on the categorization of
these target socio-cultural components of the content of modern teaching and
upbringing activities in their minds. Let us briefly discuss these basic characteristics of
educational activity. By means of continuing education, teachers should learn to
achieve the goal of socio-cultural development of students in an efficient way. In our
opinion, this is substantially expressed in several aspects: firstly, through the ability of
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teachers to handle cultural (both materially and ideally prescribed) models, in their
orientation toward continuous development of their personal potential and abilities to
act in the modern social context in accordance with the human measure of social
being; secondly, the ability of teachers to enter the system of social requirements,
rights and duties which are imposed on them by modern sectors of civil society (these
characteristics include three increasingly complex social criteria of personal growth of
teachers: indicators of their social responsibility; indicators of the development of
culture of interpersonal relationships between teachers and learners; measures of their
creative motivation, entrepreneurial spirit, initiative and self-reliance); and thirdly,
through the system of values and moral dispositions of teachers that express their
essential personal qualities, communicative culture and civic orientation.

In our opinion, as part of the continuous development of their professional
competencies, teachers should introduce techniques of developing basic socio-cultural
functions of personality in their students into the target component of teaching and
upbringing activity. From the perspective of this target component, teachers face a
challenge of developing themselves as a personality capable of performing all social
and civic functions by means of an integral process of their life. It embraces family, way
of life, leisure, being part of different social systems (groups and communities of civil
society) on a permanent basis or from time to time. This will help develop a teacher as
a personality of special social-integrative type through postgraduate education. The
implementation of this objective is based on the principle of integration of activity, social
relationships and consciousness of teachers. The essence of this principle is that
human activity is seen as a primary, basic integrative driver of all physical, psychic and
social qualities of a person. Another important aspect of this principle can be put as
follows: The more differentiated and diverse functions of communities in which
teachers are actively involved, the more distinctive, outstanding and complex is the
process of developing the internal world of each of them, the more manifold and
harmonious is the development of their abilities for teaching and upbringing activities.
When managing continuous development of professional competencies of teachers,
we find it necessary to identify at least five social and civic functions of personal self-
determination that they should develop as a goal of their activity. These include the
function of self-reproduction, professional and labor function, socio-political function,
communicative and self-regulation functions. Each of these functions matches one or
several of the basic social and civic needs of teachers: the first one corresponds to the
need for reproducing self as a personality; the second to the need for work; the third to
the need of a teacher for fulfilling themselves as an actor of civil society; the fourth to
the need for communication; and the fifth to the need for building balanced interactions
with society and nature. The measure of implementation of these functions by teachers
is the measure of development of their respective personal qualities and professional
competencies. In other words, this follows the following logic: the more active,
conscious and goal-oriented the involvement of teachers through the educational
process in creative performance of their social and civic functions, the more universal
range of their abilities is developed, and the more balanced and effective is the
development of their interactions with students, the surrounding reality, society and
nature. However, the nature of this logic depends not only on the position taken by
teachers in society, but also on the development of the entire system of social factors
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that have an equally significant impact on their activities in upbringing and teaching of
modern young people.

The achievement by teachers of the goal of developing students as future
specialists is based on socialization and professionalization of personality. These
processes express interactions between teenagers and social communities,
teenagers and institutional structures of the state. Through these interactions
students either accept or do not accept (in full or in part) the existing system of
knowledge, norms and values. This either enables or does not enable them to
participate in the life of a particular civil society. Consequently, where as part of
continuous development of their professional competencies teachers prepare
themselves for effective socialization of students, making it one of the goals of their
activities, they learn to incorporate into the educational process not only conscious,
purposeful interactions between students and society but also spontaneous
phenomena that also have an impact on the development of social qualities in young
people. A certain outcome of socialization of students is their life philosophy
developed by them through assimilation of a new, multi-faceted social experience (in
particular with the help of their teachers). Against this background, the effectiveness
of continuing education of teachers is also related to their ability to mitigate social
tension among young people (through the creation and testing of effective
mechanisms for enhancing the performance of the educational process and through
the improvement of culturological modules of state educational standards for teacher
education).

We believe that socio-cultural outcomes of continuing education of teachers is
directly related to their ability to bring about new values and life meanings and clearly
reveal to young people a new, single system of symbol names of the modern Russian
society. Socio-cultural development of continuing education requires that a system of
knowledge, abilities and skills (competencies) of teachers be meaningfully specified as
to what concerns their willingness, responsibility and ability to restore (and in case of
some students, to initially establish) a lost link of times, to recreate (and in many cases
create for the first time) the axiological and semantic integrity of their life world. In
culturological terms, the success of teachers will depend on the extent to which they
will be able to provide practical assistance to modern Russian young people, first, in
rethinking the past "symbol names" that embodied the history of Russia and second, in
developing a new cultural and historical space of symbol names of the millennium long
Russian statehood. The state standards that direct educational institutions to improve
the quality of education in the system of continuing education should reflect a new,
important ideological task of teachers to continuously nurture the multidimensional
cultural and historical consciousness of young people in Russia.

What is even more difficult to do in the course of continuing education of
teachers is to teach them to incorporate professionalization of personality as a goal of
their activity. This has a cross-disciplinary nature. The essence of this phenomenon
can be revealed to teachers if their continuing education is at the junction of
philosophy, sociology, demography, psychology and professional pedagogy.
Professionalization (in the case of students of lyceums and colleges) and professional
orientation (in the case of senior school children) integratively represent interactions of
social and professional formation of personality that are permeated with pedagogical
influence from teachers. The cross-disciplinary nature of these things is determined by
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the following three groups of attributes: reflection of the transition of individuals from
external norm-based regulation to internal self-regulation of their professional
behaviors, to the development of internally driven value and culture orientations;
interaction between activity-based and meaningful motivations of students, mastering
of knowledge, values of work and practice experience through their civic formation,
achievement of personal socio-professional maturity, etc. Thus, the professional
socialization of a personality as a goal of teachers' activities is an integral phenomenon
(and category). It expresses the basic feature of educational activity of teachers in
schools, lyceums and colleges related to training and upbringing of their students as
future specialist workers. Continuing education of teachers should build their
willingness for and interest in developing creative, innovation capabilities in their
students. This characteristic helps building the entire process of upbringing of modern
young people in a more distinct and systemic way. By implementing this objective in
their activity, teachers reveal real capabilites of their students to develop and
subsequently creatively transform the process of absorption of professional knowledge,
abiliies and skills and their future labor activity in an appropriate manner (in
accordance with requirements of civil society). This concept helps teaching staff to
create a culture of their professional activity consistent with this goal and to respond to
challenges of modern life in an effective and efficient way.

Some conclusions

Based on the above, we can argue that from the socio-cultural perspective the
efficiency of continuous development of professional competencies of teachers of
schools, lyceums and colleges should include a set of measures to allow for real
promotion of their new social and professional image on municipal, regional and
federal levels. A special role in continuing education of teachers should be played by a
system for the development of a new pedagogical culture of an education institution. It
should reflect the level of development of the organization and self-organization of
teaching staff, and their productivity in the performance of their basic ideological,
culturological, professional, teaching and upbringing functions. What should be given
special attention here is that the continuing education of teachers should embrace a
system of measures to facilitate the preparation of attendees of courses, workshops
and other forms of training for change in their socio-professional status; personal and
professional development; broadening of their aesthetic and artistic outlook; the
development of transcultural communication skills and abilities to communicate with
parents of their students, etc. The latter is the main prerequisite for the emergence of a
successful modern teacher. Continuous professional growth of a teacher should
include the implementation of effective forms and relations with parents in the course of
education of students on the one hand, and the ability and skills to achieve practical
implementation of the modern culturological model of student personality development
on the other. In order for education institutions to achieve these goals, they should
ensure forward-looking civic and moral development of their teachers by introducing
them to Russian and world culture.

Implementing socio-cultural functions of continuing teacher education requires
that forms of practical coupling of institutional (educational) innovations and a new
quality of the educational process with an integral system of spiritual and moral
development of teachers and education (including upbringing) of modern young people
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be found, and mechanisms for using modern state educational standards be validated
and tested for more efficient self-determination and value-based development of
modern teachers as a basic condition for improved spiritual and moral education of
young people. This will contribute to the improvement of continuing education of
teachers by solving challenges related to building a system of values and meanings,
enhancing prestige of the profession of teaching and raising the social status of
Russian teachers. The most important and essential factors and axiological and
semantic dominants that promote the result, efficiency and quality of professional
activity of teachers should be revealed to national and regional authorities responsible
for education management, including continuing teacher education. Thus, the socio-
cultural imperatives of continuous development of professional competencies of
teachers should be linked with the development of their new subjectivity in the broadest
sense of the term. In particular, according to our surveys, teachers set the following
educational priorities: knowledge of computer technology suitable for education; broad
knowledge of the academic subject being taught; competencies in methods of teaching
and educating young people; knowledge of adolescent and young adult psychology;
foreign language skills; legal knowledge; knowledge of modern pedagogical theory and
speech skills; knowledge of modern methods of teaching management and
educational policy of the state; a deep understanding of the market economy.

However, when it comes to the new subjectivity of teachers as a prerequisite for
and a product of continuous development of their professional competencies, we
should proceed from the fact that it should be clearly expressed through profound
change in dispositions of modern young students. There is data concerning teachers of
vocational lyceums and colleges that supports our idea. The development of their new
subjectivity is indirectly indicated by the following positive changes in personal
characteristics of students of vocational lyceums and colleges over a rather lengthy
period of time (1994-2010): (a) in the period in question, tolerance of students toward
more successful social groups increased by 54%; (b) aspirations of students for a
socially responsible society increased by 37%; (c) willingness for social mobility
increased by 29%; (d) tendency to express themselves in professional activities
increased by 19%; (e) professionalism as a valuable thing for students increased by
19%; (f) willingness of students to innovate increased by 14%. This means that in the
period of difficult transformations in Russia, teachers of vocational lyceums and
colleges were able to ensure effective socialization and professionalization of their
wards. Analysis of the poll results shows that in this period, teachers tried to educate
their students in such a way so that (ideally) they rely on the "to be" principle in their
lives, are ready to add novelty to their lives, aspire to a socially responsible democratic
society, are highly qualified as meta-professionals, professionally and socially mobile,
tolerant toward other social and national groups, ready to face competition in the labor
market and have other positive qualities.

We believe that the continuous professional development of a teacher should be
linked with the development of theoretical and methodological foundations for building
their modern culture by implementing principles of their creative behavior in the
educational process, with algorithms of their development as a special player in the
educational environment (with certain rights, duties, freedom and responsibility), the
development of which is not limited from above by the system of material and social
achievements. Thanks to this, the continuous development of professional
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competencies of teachers will drive their focus on the future, on fulfilling their creativity
together with students, on collectivity, truly human interactions and mutual
understanding. By incorporating these aspects into the process of continuing teacher
education, we provide opportunities for teachers to effectively search for different ways
to positively resolve the paradoxical and multi-directional nature of development not
only of the educational environment of education institutions, but also of the key
players of the educational process, to implement mechanisms that ensure the
development of a creative (and thus successful) disposition of actors of the educational
process in the context of developing democratic institutes of civil society. In our opinion,
this is necessary if we take into account maximum social and social possibility for the
development of educational activity in the following areas:. (a) teach teachers to
develop creative leisure activities of modern young people in a comprehensive way; (b)
train teachers in making students interested in classical art; (c) impart to teachers skills
in promoting interest and enthusiasm for reading, especially for fiction; (d) develop
teachers as actors capable of driving young people's interest and enthusiasm for
nature. This will require implementing the goals of institutional, axiological and
semantic (culturological) modernization of continuing teacher education, analyzing not
only potential opportunities, but also potential risks in activities of modern educational
institutions in assuring high quality of education of young people, identifying ontological
foundations for the implementation of the principle of harmony and synergy of actions
of all actors of the educational process, and preparing teachers for spiritual and moral
education of young people living in a transcultural civil society.

Thus, we see that changes in pedagogical theory and practice and the content
of continuing education of teachers are driven by objective contradictions in modern
socio-cultural processes typical of the infant democracy stage of development of
Russian society and pedagogy. In this context, it is necessary to thoroughly think up a
system of measures that will allow for reliance on real trends in the development and
gradual stabilization of socio-cultural factors of the modernization of education in
general and continuing teacher education in particular. We believe that in the long run,
this will enable us to enhance the positive trends in the development of the essential
forms and content of continuing teacher education in Russia.

Translated by Znanije Central Translations Bureau
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THEORY AND PRACTICE OF
VALIDATION OF NON-FORMAL AND INFORMAL EDUCATION
IN EU COUNTRIES

M. Tereseviciene
A. Rutkiene

In European countries, the interest as well the need for knowledge, skills and
competences acquired at schools, universities and other educational institutions
can be marked. Therefore, recognition of all forms of education is of top priority. In
recent years, government and public organizations have encouraged the validation
of non-formal and informal education. Validation and recognition of its results is
important for several reasons (Lauzackas, 2005): firstly, it raises certain tasks for a
person, in particular, to improve his / her competences, and define their career
position and its conformity with labor market requirements; secondly, it improves
human resource management; thirdly, it encourages the development of personal
and expert abilities in various fields (science, academic work, performance, leisure,
home, etc.). More European countries note the need for the elaboration of
representative and suitable values for education in non-formal educational
institutions.

Referring to a study carried out in 2010, Bjornavold supports the idea of non-
formal and informal education becoming more relevant. 1,200 employers have
been asked “How did you acquire the knowledge and skills for your current or last
job?” The distribution of the responses is as follows: 61% — “through performing
set tasks”; 56% — “through self-manageable education (self-education)”; 52% —
“through following the example of others at work”; 52% — “through working
practice”; 48% — “through gaining life experience”; 32% — “through professional
frameworks and customer relations”.

Feutrie (2008) states that the main problem is that “non-formal and informal
education is not formal, and less systematic than in its traditional form, it is not
organized as the passing of traditional knowledge into educational subjects, but is
unconscious, latent, connected to a specific environment, and built from the
elements more or less specifically connected to a person. However, such
experimental education can be defined and recognized as the equivalent of a
traditional education.” Reasons for development and validation of the non-formal
and informal education in European countries shall be marked as (Bjornavold,
2009): (a) the availability and efficiency of the formal education system; (b) the
need for the economics of knowledge stated in individual entrepreneurship which
demands a constant knowledge upgrade; (c) the provision of opportunities for the
part of the population not satisfied with the acquired education or not able to get a
sufficient education in due time; (d) the ageing of the population and high rates of
migration, which often challenge the formal education process; (e) new
technologies and requirements for a level of competence associated with them;
(g) employers understanding the need for support of competences at the required
level which specifies their inclusiveness in educational systems.

The CEDEFOP glossary, and the communications established in lifelong
education (2000), define non-formal and informal education as “the process of
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validation of a broader list of skills and competences which have been acquired by
people throughout life and through various activities such as formal education,
work, self-education, etc”. In lifelong education, “recognition” of knowledge, skills
and competences is the most essential institutional element relevant to any period
of life, which guarantees the recognition of openness and acceptance of
significance of education, regardless of the form of its acquisition.

Many educational strategies have been adopted to encourage changes in
the educational sphere, including validation of non-formal and informal lifelong
education. Thus, the article’s objective is to describe the matters of implementation
of non-formal and informal education into real environments, and recognition of the
results from these forms of learning.

Validity of learning results
among other means and principles
in terms of lifelong education

Since a rapid change of requirements of the level of expert knowledge tends
to outperform the skills of mature labor force, European countries develop in the
direction of a knowledge society. The EU, and other European countries and social
partners, work together to establish frameworks for the modernization of education,
and its use in practice. For vocational education and training (VET), the EU has
elaborated a platform for free cooperation and coordination between the member
countries of the so-called Copenhagen process. According to its requirements, the
member countries with their social partners have identified common European
terms for joint activities: (1) European Qualifications Framework (EQF);
(2) European Credit System for VET (ECVET); (3) European Credit Transfer
System (ECTS); (4) Europass; (5) European Quality Assurance Reference
Framework in VET (EQAVET); (6) principles and instructions for identification and
validation of non-formal and informal education; (7) management and consulting in
the lifelong education system; (8) European Association for Quality Assurance in
Higher Education (ENQA). These forms and methods make stable frameworks, the
reliability of which depends on their consistency and interactions. Their
implementation will make qualifications clearer, support mobility and advantages
for citizens in the case of the possibility to validate and document their knowledge,
skills and competences. These European methods and principles were developed
from 2004—2009. All of them meet the objectives, directions and schedule
established at the European level by the member countries, provide recognition of
the learning results, and make both non-formal and informal education open. We
will briefly consider the content of these directions and terms of development for
education.

1. European Qualifications Framework (EQF). With EQF, lifelong
education and mobility are supported according to the qualifications framework.
They contain eight levels, allowing the national qualifications (general, higher and
vocational education and training) to be comparable with each other and
correspond to similar ones in other countries. The establishment of EQF has
slowed down the development of the National Qualifications Framework (NQFs),
as it showed the best way to EQF.
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2. European Credit System for Vocational Education and Training
(ECVET). ECVET facilitates geographical and professional mobility as well as the
recognition of knowledge and skills obtained during stays in other countries, thus,
encouraging the acquisition of expert qualifications.

3. European Credit Transfer System (ECTS). Currently, this is a credit
system, based on the number of working hours spent by students to accomplish
academic programs in higher education. ECTS is used in the higher and lifelong
education system to facilitate the planning of academic programs, management of
the learning process, and evaluation and validation of the learning results’
reliability. Presently, there is a clear need for the academic programs to be
connected to the labor market's requirements. In the development of higher
education, the increased importance of a bachelor's degree is noted due to its
compliance with the labor market requirements which sustain the employability of
graduates. The growth of responsibility of the higher education institutions jointly
working with employers to create new academic programs and improve the
existing ones, which develop the interest of students for the competences
demanded in the labor market, also support this (Sursock, Smidt, 2010). Within this
course, the flexibility of academic programs and efficiency of education are
especially emphasized. It is also important to provide the opportunity for students
to temporarily suspend their education regardless of the academic program. During
temporarily postponed education, students can actively study in other non-
academic institutions and then continue their higher education on a certain
program. After the continuation of their studies, such students can also acquire the
same competences as their colleagues. In this case, the academic programs
should be personalized and adapted to the needs of “non-standard” students,
which is of crucial importance. The programs based on competences and expected
learning outcomes and represented in ECTS credits are more flexible, attractive
and suitable for a modern student than the old modes of education. Three aspects
are considered to be especially relevant.

Firstly, the learning results of all students are documented in ECTS credits
and can be transferred to any other higher education institution regardless of the
country of its location. The European Credit Transfer System (ECTS) is universally
adopted by all countries; thus, the obstacles blocking its usage have been
eliminated. It allows the exchange of information on the amount of work completed
by a student in a certain learning field and country.

Secondly, if certain courses or modules of an academic program are
selected by students themselves for the improvement of their qualifications, then
credits are summed up and learning results show their level of competence. The
presence of a common environment for higher education, and efforts of national
higher education systems aimed at improvement of the education quality and
advance in the recognition, openness and availability of results for all members of
academic community (teachers, students, their parents, social partners), are a
huge concern for the administrations at all levels, and authors of academic
programs. Academic mobility (participation in ERASMUS or other programs),
student exchange, and studying abroad (for a semester or a year) enlarge the
students’ horizons and provide an interesting cultural experience, and terms for the
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development of special / expert and general competences as well as for the
accumulation of ECTS credits without extended learning time (except for cases in
which a student decides to prolong it);

Thirdly, people often acquire competences outside the academic
environment. They work, play sports, participate in volunteering activities, become
members of various organizations, travel abroad, progress in their hobbies or just
study objects of their interest. Validation of results in the non-formal and informal
education is becoming more relevant. Individual educational paths shall be
envisaged for all non-traditional students at higher education institutions and,
therefore, we shall search for forms of validation for competences and credits
acquired non-formally and informally. Implementation of the European Credit
Transfer System can aid the regulation of their validation as learning results.
Recognition of acquired and accumulated competences provides the opportunity
for obtaining higher education which can also save time and efforts spent getting a
diploma. In all that is mentioned above, we see the support of a person seeking a
lifelong education.

The same methods of credit transfer and accumulation are present in the
joint international programs usually developed by several universities in different
countries. European ECTS is a perfect assistance, whereby the academic
programs are developed and implemented and study plans and administrative
tasks are justified. Obviously, ECTS is able to efficiently act as the credit
accumulation and transfer system, only if the higher education is open, sound and
consistent. It can successfully function with extended learning time in the education
systems of certain countries. In the documents of the European Commission on
higher education development (Declarations of Bologna and Glasgow,
Communiqués of Berlin and Bergen, etc.), the importance of close cooperation
between universities based on common academic and social values and the
creation of a joint network is marked. Stressing the focus of higher education on
the labor market needs at European and national levels makes European
education more attractive, connects the learning process to education, and
provides a European level of education. Students certainly benefit from this
interrelation in the selection of their educational paths. For example, experience
and learning in industries and daily life can provide them with the opportunity to get
a formal qualification. Persons focused on lifelong education are expedient, and
dedicated in the selection of teaching forms and methods. ECTS based on
European principles helps the students to receive recognition of their new
knowledge, skills and competences.

Possibly, even validated non-formal and informal education cannot always
provide full or partial recognition of a certain qualification, but for many job seekers
or those awaiting promotion, this growth of adequacy can be enough (as long as
their experience is documented). Since European methods and principles interact
efficiently, their development and implementation will be consistent. In many cases,
this will require the integration of existing methods.

4. Europass encourages mobility, helping people to discover their
knowledge, skills and competences acquired through the learning or working
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process in a formal as well as an informal environment. Europass includes five
documents: a resume (biography) and Europass language ID filled out by a citizen
personally; a supplement to a degree certificate; an official academic transcript
representing the additional information on education in other European countries
related to VET qualification and diplomas of higher education; Europass mobility.
Europass's objective is to increase mobility and the access of citizens to education,
improve management, and create a consistent strategy for the openness of
qualifications and competences.

5. European Quality Assurance Reference Framework in VET (EQAVET)
consider their objective to enhance openness, comply to the labor market, and
make a consistent and appropriate transfer of VET qualifications into European
countries. EQAVET are compatible with general quality models.

6. European principles and instructions for the identification and
validation of non-formal and informal education. In last recent 20 years, a
support for European policy has been found and a specification validating a certain
level of education has been included in the institutional frameworks of many
countries. Despite this, Bjornavold remarks, that with regard to many people, the
validation of educational levels is still applied poorly. Member countries implement
both non-formal and informal education validation according to European principles
(2004). Approaches to the validation of acquired education shall be based on
openness and comply with QA procedures to even a greater extent than in VET.
Since 2004, European principles and instructions for the identification and
validation of non-formal and informal education, the following objectives have been
specified: (a) validation shall be voluntary; (b) the privacy of information and its
owner shall be respected; (c) certificates documenting education shall be treated
consistently; (d) employers shall establish the validation systems; (e) process,
procedures and criteria of validation shall be fair; (f) systems shall respect the
employers’ legal interests and commit to a balanced participation of all parties
concerned, etc.

7. Management and consulting in the lifelong education system. An
important objective of lifelong education management is to increase the quality and
availability of education institutions and forms, and the opportunity for the full
participation of citizens in the labor market regardless of their educational status
(resolutions of EU Council in 2004 and 2008). Present forms and methods of
European management and consulting facilitate the understanding of qualifications
and support lifelong education, making the educational systems more flexible in
terms of work and geographical mobility. In Fig. 1, it is shown how European
institutional forms and methods interact, to create terms for the lifelong education
of a person. They are fundamental for the learning process and help a person to:
(a) discover their own knowledge, skills and competences openly, and improve the
access to education and work in one’s own country and abroad; (b) be informed on
the possibilities of education; (c) draft a plan for lifelong education, allowing for
study alongside employment; (d) eliminate obstacles hindering education, and
improve career prospects.
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Interaction of European institutional forms and methods
in the lifelong education

8. The European Association for Quality Assurance in Higher
Education (ENQA) shares information, experience and positive impacts in QA in
higher education for European agencies, public figures, and higher education
institutions. ENQA greatly contributes to the maintenance and improvement of the
quality of European higher education, and is the key factor in QA development.

As far as the results of non-formal and informal education are validated and
recognized, the role of universities is changing, and more possibilities for the
creation of consistent informal teaching are appearing.

Validation and recognition of the non-formal and informal education results
at universities reveal that it is becoming more open and flexible. Universities not
only create knowledge, but also act as a link between students and the labor
market. The problem is that universities are not sufficiently experienced in
validation and recognition of non-formal and informal education. Validation, and a
recognition system and training system for consultants and experts in the field, are
not unified. These unsettled issues are quite relevant, since validation and
recognition of the non-formal and informal education results is connected to the
university graduates’ competences. A lack of appropriate solution will decrease the
efficiency of many achievements of non-formal and informal education.
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Key factors for the development of
validation systems in EU

In European countries, ten key factors for qualification validation are
identified within the lifelong education system."

1. Humans are the system center. If a system is developed and
implemented, then students shall be the center of the process. Validation cannot
be based on the unbalanced “student — teacher” relations, and all entities shall be
included in the identification and evaluation. Non-formal and informal education
suggests the need and opportunity for involving students in active dialogue, self-
evaluation, regular reflection, and portfolio experience.

2. Methods and systems shall be focused on the integrated registration and
non-standard type of the non-formal and informal education. In European principles
of the education results validation (2004), it is stated that education shall be the
property of a person.

3. Transfer of the education results is vital for the non-formal and informal
education validation to become full and adequate within the qualifications system.
Focus on the results alongside the development of the European education and
training institutions is related to ECTS and EQF. Thus, validation will contribute to
the elimination of barriers in employability and mobility across countries. National
levels and education results are principal for the modernization of the qualifications
system and renewal of VET and HE (Coradi at all, 2006) for the stimulation of
economic development and promotion of social cohesion. Objectives of the
educational evaluation are given in Table 1.

Table 1
Objectives of evaluated education (Duvekot et al, 2007)
Evaluating entities Performance

Person Stimulation of own contributions to education; presentation of learning
results; further education biography or portfolio

Organization Buildup of competence management and refinement of qualifications;
creation of lifelong education in HR management

VET/HE Comparison of education with real education needs; suggestion of custom
education; promotion of the lifelong education strategy

Civil society Mobilization of citizens; openness of learning results in civil society; close
relations with other perspectives (qualifications, career)

Macro level Governmental policies, social partners and their responsibility for the creation
of favorable terms for lifelong education through laws and regulations

Duvekot (2009) has identified the important terms for the creation of an
educated society: (a) open knowledge infrastructure focused on knowledge
acquisition; (b) confident atmosphere with a focus on the existing quality systems
used in schools, colleges and universities; (c) close relations between education
institutions and business, government institutions, and organizations engaged in
the (re)integration of learning results into the labor market; (d) opportunities for
individual education paths; (e) flexible finances for those searching for the paths of
individual education; (f) explanation of organizational and financial schemes for

! In this article we will only consider some of them.
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getting education and “evaluated learning” for citizens; (g) aid for students in their
rights to portfolio evaluation and career consultations.

3. Role of standards. Validation always implies standards. Their character is
principal for the evaluation if results are to be validated or not. If the standards are
local, this can negatively impact on the results transfer. To support validation, the
standards shall be sophisticated, generally open, and contain a description of
learning results and competences. Sometimes, recommendations for validation are
taken skeptically and with caution for a possible decrease in the qualifications’
quality, due to non-formal and informal education validation. The only way to
overcome this, and other concerns, is to ensure that qualifications received through
non-formal and informal education meet the same strict quality criteria as in the
formal system. Agreement on clear standards applied to all forms of education will
be the key element for this strategy.

4. Validation shall keep the balance between current and final results.
Analysis of validation illustrates an important set of current and final results.
Although the final result is essential, the current aspects shall be seriously
considered. Validation of current results of the non-formal and informal education
can be considered as an independent part of the common process, while its
identification and recognition is an important social and legal act. Final results and
their formal validation are distinctly connected with each other.

5. Transfer of education results is required and mandatory. Validation shall
facilitate the transfer of education results. If the standards are local and limited,
certain difficulties affect the results validation. Although local standards can be
valuable for current tasks, e. g. for the identification of competences acquired in the
industries, their further application can be restricted. If validation satisfies the
growing changes and mobility, attention shall be paid to the methods of transfer,
consideration of employers’ opinions and commitments to them.

6. Elaboration of approach for a combination of formal and non-formal
education. The essential objective of validation is an opportunity to transfer
learning results. As far as validation is gradually becoming real in the European
countries, more practice is accumulated. In particular, this pertains to the portfolio,
self-evaluation and dialogue-based achievements. This practice shall be regularly
recommended for sharing that will facilitate the transfer of learning results and their
validation adoption. This requires the active participation of all entities of non-
formal and informal education in the education process.

7. Validation shall consider ethical standards. It shall be noted that the
increasing usage of validation is related to many ethical aspects. Although the
validation is partially connected with the European principles of 2004, in some
cases it can involve the protection of private interests. Sometimes, this validation
affects one’s private life and can cause harm to a student. In this case, it is
important to observe individual rights and control the usage of validation results.

8. Expense and benefit strategy. Non-formal and informal education shall be
cautiously and regularly considered with regard to the balance between economic
profits and social benefits. Constant attention shall be paid to the costs and
benefits, since their perception can differ among the educational entities, most
notably, the expected result for employers cannot just be expressed as a monetary
equivalent.
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Various development levels of
validation in EU countries

Development of validation across the EU is at different levels of practical
implementation and common adoption. It should be noted, that the situation is
constantly changing and NQFs development is accompanied with a growing
attention to validation. The situation may possibly change within 1-2 years.
Incorporation can contribute to the process and enhance the development of
coherent standards based on learning results. This can facilitate the drafting of a
broader list of results including those which can be acquired through non-formal
and informal education. The objectives accepted by many NQFs include the
elimination of barriers between the education institutions, present procedures and
systems of evaluation, and transfer and accumulation of learning results. Many can
be defined as leaning towards the integration of various subsystems and
procedures of certain countries (integration framework). In the case of
incorporation of a common qualifications system, validation will provide an
opportunity for the recognition of qualifications for a greater number of users.
Validation can also be considered as an important means in the qualifications
system for immigrants and also aid people with low formal qualifications to get
involved in education and work. Generally, there are three development levels of
validation (Bjornavold, 2009), with countries in which: (1) validation development is
functional for people; (2) it is only in the process of becoming a common
procedure; (3) it is at the elementary level of development (see Table 2).

Table 2
Development levels of validation
Level of development Countries
1. Functioning Belgium, Denmark, Estonia, Finland, France, Ireland,

Netherlands, Norway, Portugal, Slovenia, Romania,
Spain and Great Britain.

2. Just becoming usual Austria, Czech Republic, Iceland, Italy, Germany,
Hungary, Lithuania, Luxembourg, Malta, Poland and
Sweden.

3. Elementary Bulgaria, Croatia, Cyprus, Greece, Latvia,

Liechtenstein, Slovak Republic and Turkey.

First level — countries in which validation functions for people. Countries in
this group have the validation system and procedures allowing people to have
identified validated education results. In these countries, the validation is adopted
at high level as a means supporting lifelong education. Most countries have legal
structures for support of the validation methods alongside strict qualification
frameworks. The social and personal sectors have methods designed and used for
validation of competences highly demanded outside the formal education system.
A high level of adoption of the validation methods can also be illustrated by a high
rate of demand for these employees.

Second level — countries in which validation is only just becoming a
common procedure. Countries in this group have quite recently defined their
validation policies and frameworks. They have started the implementation of and

196



experimenting with the management methods for various conceptions on the basis
of national approaches. Usage of validation is still generally lower than in the
previous group. Validation of non-formal and informal education in many countries
in this group is expected to become more important in the near future.

Third level — countries with an elementary level of development. According
to the catalogue of 2007, countries in this group usually describe validation as a
new subject on their agendas for education, procedures and employment.
Validation is a controversial issue in many of these countries and often encounters
resistance from local employers. In these countries, the learning identifications,
evaluations and recognitions acquired apart from formal education can be admitted
by employers, yet only minor success is achieved in the implementation policy and
validation procedures. Distribution of the initiative can be observed if the approved
European projects are used.

Work on national qualifications frameworks according to EQF can change
the situation. Many countries consider validation as a part of integration into the
future of NQF.

Thus, validation is a regular process of recognition of the learning results
acquired outside the formal education institutions through: working experience;
professional trainings; various courses and seminars organized by private
organizations; self-education; volunteering activities. The validation objective is to
identify the sufficiency of the acquired competences for obtaining credits based on
comparison of the learning results and standards/competences within the
academic programs. European education means and procedures, Europass, EQFs
and NQFs, ECTS and EQAVET aid citizens in making their education lifelong, and
gaining skills and knowledge recognized in Europe. The elaboration of many
European methods and principles requires openness, dialogue, patience and
determination. Monitoring, further research, and evaluation require certain
budgetary and social investments in the future. Efficient interaction of European
methods and principles will fundamentally contribute to the modern European
education and training system and provide great opportunities for European
citizens in their education and career.
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LINKING STUDY PROGRAMMES
AND THE JOB MARKET:
TRANSVERSAL COMPETENCES

N. Maskaliuniene
L. Kaminskiene

Introduction

The emergence of the common European cultural, social, economic and
education area will be treated by science historians as a phenomenon of exclusive
importance. In its background, there stood social and political upheaval of the
eighties, which brought significant changes to Europe and the world, alongside with
the general post-modernist context with its revised concepts of teaching and
learning, aims and challenges of education, as well as the rise of the power of
multinational companies which stepped over the boarders — and budgets — of
national states. Alongside with the rise of multinationals in the world economy there
emerged brand new concepts of adult education and lifelong learning, which were
not limited to either formal education, or specific categories of institutions of
education and science, or to a specific space or time frame. Lifelong learning policy
and its implementation was actively supported by the administrative institutions of
the European Union and national agencies in member states.

In March 2000 in Lisbon the European Council (see Internet Sources: (1))
held a special meeting to agree on a new strategic goal for the Union in order to
strengthen employment, economic reform and social cohesion as part of a
knowledge-based economy. The Lisbon European Council concluded that a
European framework should be established to define new basic skills to be
provided through lifelong learning as a key measure in Europe's response to
globalisation and the shift to knowledge-based economies, and emphasised that
people are Europe's main asset. Since then, those conclusions have been
regularly restated. The European Councils of Stockholm (2001) and Barcelona
(March 2002) endorsed concrete future objectives of European education and
training systems (see Internet Sources: (2)) and Work Programme 2010 (see
Internet Sources: (3)) to achieve the objectives by 2010. The Work Programme
2010 were designed to define the key competences and the ways how, alongside
with the professional skills, to integrate them into study programmes and to
develop them through life. On the basis of that political mandate, a working group
was established to create a reference framework (see Internet Sources: (4)) and to
develop a number of recommendations how those competences should be
achieved. The key competences were defined and listed as a combination of
knowledge, skills and attitudes appropriate to the context. Key competences are
those which all individuals need for personal fulfiiment and development, active
citizenship, social inclusion and employment. At that time, in 2005, the Framework
identified and defined 8 key competences necessary for personal fulfilment, active
citizenship, social inclusion and employability in a knowledge society:
(1) Communication in the mother tongue; (2) Communication in foreign languages;
(3) Mathematical competence and basic competences in science and technology;
(4) Digital competence; (5) Learning to learn; (6) Social and civic competences;
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(7) Sense of initiative and entrepreneurship; (8) Cultural awareness and
expression. Such a spectrum of competences was built on the conviction that each
of them can contribute to successful life in knowledge society and that they can be
developed, supported and renewed through lifelong learning. The framework of
personal key competences became a matter of broad discussion in the society. It
can be illustrated by a quote from an Opinion of the Committee on Industry,
Research and Energy (see Internet Sources: [5]):

“The word 'skills' occurs repeatedly and appears under each of the other
seven points. Skills therefore seem to be the vital elements through which an
individual learns, communicates, understands, applies, uses and manipulates
instruments, searches, gathers, discriminates, learns to learn, negotiates, forms
relations, plans, or manages proactively. Skills are thus the main recurring feature
of the Commission's recommendation. Yet we are not told how to acquire these
skills. Surreptitious references are made to the natural abilities of individuals, but
this is not enough.‘Only one thing | know, and that is that | know nothing' was the
brilliant insight of Socrates, which the Romans, with their extraordinary capacity for
synthesis, translated by the famous phrase 'Scio nihil scire'. It is a notion to which
we should give some thought. Nevertheless, the recommendation is particularly
lacking in one area, namely the conditions necessary for acquiring key
competences. The recommendation speaks in general terms of basic competences
and attempts to define them. [...] building a knowledge based society does not
mean creating individuals with a mastery of a thousand branches of learning, still
less with eight key competences. Competence really means specific knowledge of
a particular thing. To possess a stock of skills is useful for an individual and
therefore for society as a whole. But if individuals are to be able to know and
understand society, they must be provided with the basis for knowledge and not
just basic skills”.

The quoted text has raised and is still lingering on a point on which keen
attention of educators and researchers is concentrated: what are the conditions
that should be created for efficient development of general competences? Since
the time skills and competences have come into the focus, due to extensive
research in terminology, a number of conceptual shifts have taken place, and the
term ‘general skills’ became closer related to basic education, while general (also:
generic, transferable, transversal) competences, or, simply, competences are
related to adult education and a free choice of learning patterns (Lauzackas, 2005
a). A skill, according to Lauzackas, is “ability to perform a certain operation or a
task in a real or imitated work situation. A competence is defined as a sum total of
knowledge, ability, attitudes and values” (Lauzackas, 2005 b), or, in a nutshell, the
concept of a competence includes, among other parameters, attitudes and values.
Thus further in the text the term general competences will be used, as the article
proposes a discussion about an enhancement of the quality of study programmes
with special focus on entrepreneurial skills as a way of empowering university
graduates for the job market.

It is worth mentioning that in the process of the establishment of the
European Higher Education Area (EHEA), often referred to as the Bologna
process, a significant consolidation of higher education took place, to ensure more
comparable, compatible and coherent systems of higher education in Europe. The
seminal documents of the process are known as Dublin Descriptors (see Internet
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Sources: (6)), which have established cycles of higher education on the basis of
achieved study results and qualifications; The Framework of qualifications for the
European Higher Education Area (2005) (see Internet Sources: (7)), which is part
of The European Qualifications Framework for Lifelong Learning (2008) (see
Internet Sources: (8)) and the ‘Tuning’ project for the descriptors of degree
programmes (A Tuning Guide to Formulating Degree Programme Profiles, 2000-
2005) (see Internet Sources: (9)). The ‘Tuning’ project has made one of the most
significant impacts on the European Higher Education Area by selecting best
practice methodologies at the level of higher education institutions for the
implementation of the Bologna process. The ‘Tuning’ project has developed
guidelines for the revision, designing, implementation and assessment of study
programmes; besides, it worked out control parameters which enable to compare
study programmes and to ensure their transparency. The control parameters are,
in essence, a measurable framework of study outcomes and competences that
leads to a qualification. Study outcomes are characterised by what a student
should know, understand and be able to do when graduating from a programme.
The descriptors of professional qualifications are conditioned by the needs of
society, they are changing all the time. Consultations with social groups (an
example of a consultation will be presented later) reveal that programme
development is a continuous process, while lists of competences are never
permanent or finite, they reflect social needs at macro levels. Study outcomes
demonstrate an expected / an achieved level of competences. At university level,
competences are a dynamic fusion of cognitive and metacognitive skills,
knowledge and conceptions, ethical values, and interpersonal, intellectual and
practical skills.

The problem of terms.
A definition of competence

Some terms are used as synonyms, their meanings almost overlapping.
Those are, first of all, capacity, attribute, ability, skill and competence. All these
terms qualify an individual and what he/her can achieve. However, these terms
have misleading shades of meaning, for instance ability (from Lat. habilis) may
mean (1) the quality or state of being able <ability of the soil to hold water>;
especially : physical, mental, or legal power to perform; or competence in doing;
and (2) natural aptitude or acquired proficiency.

Probably the most heavily exploited term is ‘skill’, meaning: subtle or
imaginative ability in inventing, devising, or executing something (see Internet
Sources: (10) Merriam-Webster Dictionary). In many cases the term is used in
plural (skills) and acquires a much narrower meaning than ‘competences’. This
probably explains why the term ‘competences’ is more often used than ‘skills’.
Competences represent a combination of attributes (with respect to knowledge and
its application, attitudes, skills and responsibilities) that describe a degree to which
a person is capable of performing them (see Internet Sources: (11)Gonzalez,
Wagenaar, 2008). It must be noted that in this paper the meanings of two terms,
namely, ‘transferable skills’ and ‘generic / transferable / transversal competences
are similar: they describe general competences which can be assessed in study
programmes of a certain learning cycle.
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General competences
in higher education

If a modern university is recognized as an institution which, as its ultimate
goal, seeks to ensure high quality education, better employment opportunities and
active citizenship, then HE study programmes should be assessed from the point
of view of study outcomes (study results) and academic and professional
qualifications awarded. Moreover, the comparison of study programmes of different
study cycles should be focused on the progress of an individual’'s growth which in
its turn can be assessed from the point of view of general competences. Thus a
programme paradigm can be defined by at least two control parameters: academic,
or subject-specific, and general competences. It must be noted, however, that at
the university level it is hardly possible to distinguish between purely academic or
professional competences; they are closely related depending on the learning
cycle: the higher the cycle, the more professional qualifications are expressed as a
combination of academic excellence and professional mastery.

One may ask, very reasonably, what competences should be emphasized
and pursued at the university level. If we take a look at the Dublin Descriptors, we
shall see that the first cycle (Bachelor’s) qualification includes ability to acquire
broad knowledge and understanding based on advanced textbooks which
represent the forefront of the field of study. Bachelor's qualification enables the
individual to take a professional approach to his/her work or study and solve
problems using their own judgement. The qualification includes professional
communication skills and, last but not least, the ability of individual and
autonomous learning, i.e. a developed metacognitive competence. The knowledge
and skills acquired at the second (Master’s) study cycle underpin problem solving
abilities in new or unfamiliar environments. The cycle serves as a platform for new
ideas and their application, often within a research context. The Master's degree
gualification envisages ethical responsibilities linked to the application of the
individual's knowledge and judgement, thus he/she can predict the social and
ethical consequences of their decisions. To satisfy the community’s expectations
and to adapt to the changing environment and requirements, an individual has the
awareness and need of continuous learning, alone or in a team.

Table 1

Descriptors of the first and second study cycles
according to Dublin Descriptors

Descriptors of the first study cycle

Descriptors of the second study cycle

Qualifications that signify completion of the first
cycle are awarded to students who:

Qualifications that signify completion of the
second cycle are awarded to students who:

have demonstrated knowledge and
understanding in a field of study that builds upon
and their general secondary education, and is
typically at a level that, whilst supported by
advanced textbooks, includes some aspects
that will be informed by knowledge of the
forefront of their field of study;

have demonstrated knowledge and
understanding that is founded upon and extends
and/or enhances that typically associated with
Bachelor's level, and that provides a basis or
opportunity for originality in developing and/or
applying ideas, often within a research context;
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can apply their knowledge and understanding in
a manner that indicates a professional
approach to their work or vocation, and have
competences typically demonstrated through
devising and sustaining arguments and solving
problems within their field of study;

can apply their knowledge and understanding,
and problem solving abilities in new or unfamiliar
environments within broader (or multidisciplinary)
contexts related to their field of study;

have the ability to gather and interpret relevant
data (usually within their field of study) to inform
judgements that include reflection on relevant
social, scientific or ethical issues;

have the ability to integrate knowledge and
handle complexity, and formulate judgements
with incomplete or limited information, but that
include reflecting on social and ethical
responsibilities linked to the application of their
knowledge and judgements;

can communicate information, ideas, problems
and solutions to both specialist and non-
specialist audiences;

can communicate their conclusions, and the
knowledge and rationale underpinning these, to
specialist and non-specialist audiences clearly
and unambiguously;

have developed those learning skills that are
necessary for them to continue to undertake
further study with a high degree of autonomy.

have the learning skills to allow them to continue
to study in a manner that may be largely self-
directed or autonomous

As demonstrated in the Table of descriptors of the first and second study
cycles according to Dublin Descriptors (see Internet Sources: (12)), an individual
who has been awarded the qualification of the second cycle must have
competences which would underpin individual activities and studies. Thus, general
competences are given special attention in the policy documents of higher
education in the European Union.

General (transversal) competences
and the learning society

Fifteen years ago, in 1997, the University of Exeter launched a project under
the title “The Learning Society. International perspectives on Core Skills in Higher
Education”, which brought together researchers from England, Scotland, Wales,
Denmark, the USA, Australia, Slovenia, Sweden and Lithuania. The aim of the
project was to provide a series of perspectives on what underpins the vision of a
democratic, educated and functional society, and how this is translated into
expectations for learning and teaching in higher education. This, in its turn,
included conceptualisation and interpretation of the notion of general competences
(or core skills, as they were called then) and their relationship to a learning society.
The project provided a set of interviews and perspectives that interweave, support
and extend each other, as well as provide a series of challenges premised on
philosophical, psychological and pedagogical grounds. The work was carried out
with an aim of emphasizing certain universal features of general competences. The
features may remain of importance even in totally independent contexts of
academic teaching and learning.

First attempts to draw inventories of competences as they should be from
the point of view of academia and a comparison with competences as they are
applied in practice revealed significant differences in priorities in academic
teaching and beyond it. The differences called for responses to questions: what it
means, in practice, to learn in modern society? What kinds of learning? What
content and which skills? How do we foster learning? How can we enable students
to become “better learners” now and for the future? In such a way general (or
generic, or core, or transferable, or transversal — the terms were still shifting at that
time) competences came into the limelight. It was very important to know how
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students should be prepared for productive activities in modern society, how they
should be prepared for a successful professional career and lifelong learning and
how to ensure that the students are, and will always be, members of an actively
learning society.

The results of the research were published in a book named after the
project: Dunne, E. et al. (1999). The Learning Society. International Perspectives
on Core Skills in Higher Education. On the basis of research carried out in four
years a conclusion was drawn that “the importance of the capacity to make
decisions and solve problems, the capacity to learn new skills and procedures, the
ability to apply knowledge to the workplace and the capacity to work with minimum
supervision are all rated highly both [in academic programmes and in companies]”
(Dunne 1999, 33), yet some significant differences also emerged. It is interesting
that, while recognizing the importance of developing communication skills as an
objective of university education, lecturers indicate that only a moderate amount of
emphasis is given to it in professional courses. For business, in contrast,
communication skills are clearly the number one criterion of those listed
characteristics in selecting staff (ibid., 34) . The research revealed, for instance,
that in Australian universities only 40.5 % of lecturers pay attention to the
development of ability to effectively express one’s own thoughts, while as many as
92.8 % of recruiters for companies claim that communication skills are the most
desirable ones.

Ample evidence supported the following list of competences desired, and
required, from alumni in the workplace (rated according to importance):
(1) Thinking/decision-making skills (2) Communication skills (e.g. writing and
speaking); (3) Professional skills — practical studies; (4) Professional skills —
theoretical studies; (5) Skills of cooperation and teamwork; (6) Developing
standards of personal and business conduct; (7) Learning about work and career
choice; (8) A broad range of general academic knowledge; (9) Receiving on-the-
job work experience, etc. Thus a comparison of ranking of emphasis to selected
characteristics of university graduates by business and university respondents
came as a very significant indicator that universities should revamp their attitudes
to what skills and competences they develop if they wish to be highly competitive in
the job market (ibid., 34).

Table 2

Ranking of emphasis given to selected characteristics
of university graduates — business and university respondents

Business (rank) University (rank)
Communication skills (e.g. writing, speaking) 1 7
Capacity to learn new skills and procedures 2 5
Capacity for cooperation and teamwork 3 8
Capacity to make decisions and solve problems 4 3
Ability to apply knowledge to the workplace 5 4
Capacity to work with minimum supervision 6 6
Theoretical knowledge in professional field 7 1
Capacity to use computer technology 8 2
Understanding of business ethics 9 12
General business knowledge 10 11
Specific work skills 11 9
A broad background of general knowledge 11 10
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Note: University respondents were asked: “In educating undergraduates in
your faculty...what emphasis is given to developing each of the following
characteristics? Business respondents were asked: "In selecting newly graduated
professionals to work in your company... what emphasis do you consider should
be given to each of the following characteristics of applicants?”

This research reveals different positions of universities and businesses
towards the importance of competences. It is obvious that businesses emphasize
the capacity to communicate, the capacity to learn fast and work in a team, the
capacity to make decisions, to apply knowledge to a new workplace, to work with
minimum supervision, while universities are concentrated on knowledge transfer,
on new technology applications, capacity to make decisions and solve problems,
etc. Thus the clash between competences desired in the workplace and the real
competences developed at universities allows to draw a conclusion that, in order
university graduates were more attractive and empowered in the job market,
university study programmes should be revised or upgraded in such a way that
special attention were paid to the development of general competences, as
illustrated above, so that modern study programmes would respond to the needs of
the job market.

The question is, however, which competences should be brought to the
centre of attention. Those competences which were of significance a decade ago
may lose their domineering position, especially in those cases when they had been
focused on and developed for a while, or if lack of a competence had drawn all
educational effort to adequately develop the competence. It may be assumed, for
instance, that lack of communication skills today is less observed than ten years
ago, but to prove the assumption we should collect regular statistic data on the
scale of university or the state; and the data should reflect listing and rating of
competences from the point of view of universities and the job market. Or, again, it
can be assumed that in our country language competence is of high importance,
yet which languages are implied under it, at what level of acquisition and in what
fields of usage is not altogether clear. Depending on circumstances the content of
the language competence is shifting, thus it should be analysed in direct contact
with social partners locally and on an international scale. In general, it is enough to
look through lists of competences drawn at universities some years ago and it
becomes clear that they are outdated and dysfunctional, as the changing social
environment prompts new requirements and thus new lists of competences. To
avoid extensive qualitative and quantitative analysis of each and every
competence it is reasonable to make a step towards abstraction and to assume
that the most desired outcome of any learning event is an educated individual and
human qualities acquired with education: one’s personal skills, values, knowledge
and worldview, while the basis of all the competences is learning and knowing how
to learn. If speaking about competences this simple paradigm can be recognised
as the fundamental one, then it is quite clear that priority should be given to
competences which encourage personal learning skills and direct the individual
towards learning priorities which are mutually useful to the individual as well as the
society.

Very conditionally, four competences can be singled out, which can be
recognized as transferable or transversal competences: they are related to an
individual rather than his/her academic or job environment; they can be
“transferred” from one setting to another, they are “transversal” as their application
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does not depend on a particular task. Besides, the transversal competences create
conditions for other competences to be developed. In favourable conditions (for
instance, in an academic setting) the four transversal competences build a basis
for optimal learning strategies. The transversal competences are as follows: (a)
management of self (personal qualities, critical thinking, ability to express feelings,
etc.); (b) management of others (social skills, management skills, linguistic
competence, ethics and commitments, etc.); () management of information
(information selection skills, technical skills, etc.); (d) management of task (using
and developing appropriate strategies, etc.). These competences correlate through
the development of management skills, while the outcome of the development is
optimisation of learning strategies (learning to learn) formative and summative
assessment (of self, others and the environment), and, eventually, empowerment
of the individual’'s personal skills, his/her versatility in a learning or work
environment and — which is most important — employability.

Below, following E. Dunne’s description in her article “Higher Education: core
skills and the promotion of lifelong learning” (1997), a breakdown of the
competences is presented.

The management of self implies an individual’s commitment to: (a) manage
time effectively; (b) set objectives, priorities and standards; (c) take responsibility
for own learning; (d) listen actively and with purpose; (e) use a range of academic
skills (analysis, synthesis, argument, etc.); (f) develop and adapt learning
strategies; (g) On achieving the competence of the management of self, an
individual will be able to; (h) show intellectual flexibility; (i) using learning in hew or
different situations / contexts; (j) plan /work towards long-term aims and goals; (k)
purposefully reflect on own learning and progress (l) clarify personal values; (m)
deal with constructive criticism; (n) cope with stress.

This competence is developed all life and finds its expression in studies and
at work. Closely related to the management of self is the competence of
management of others, which implies that an individual has learnt to: (a) carry out
agreed tasks (b) respect the views and values of others; (c) work productively in a
cooperative context; (d) adapt to the needs of the group; (e) defend / justify views
or actions; (f) take initiative and lead others.

The competence of management of information implies the skills to: (a) use
appropriate sources of information (library, retrieval systems, people, etc.); (b) use
appropriate technology, including IT; (c) use appropriate media; (d) handle large
amounts of information / data effectively; (e) gather information from appropriate
sources; (f) use appropriate language and form in a range of activities.

On achieving the competence of the management of information, an
individual will be able to: (a) interpret a variety of information forms; (b) present
information / ideas competently (orally, in written form, visually); (c) respond to
different purposes / contexts / audiences; (d) use information critically; (e) use
information in innovative and creative ways; (f) persuade rationally.

The management of task implies that the individual should be able to:
(a) identify key features; (b) conceptualise issues; (c) set and maintain priorities;
(d) identify strategic options; (e) plan and implement a course of action; (f) organise
sub-tasks. On achieving the competence of the management of task the individual
will (1) use and develop appropriate strategies; (2) assess outcomes.

The skills lists provided here do not preclude attention to more conventional
lists including, for example, ‘communication’, problem-solving’, ‘independent
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learning’, ‘team / group work’, ‘self-reliance’, etc, but may be used in conjunction
with them (Dunne 1997, 183). When developed together, these key transversal
competences facilitate the so called “metacognitive” competence. This seems to be
the top rank competence which links together all the four competences and is
expressed in one’s ability, and desire, to learn under any circumstances.

Though the last decade saw significant changes in the classification of
transversal competences: it became more elaborate, as well as more detailed, with
an inclination towards unjustifiably closed systems, yet the essence remains the
same — transferable competences cross the limits of one context, be it an
academic setting or a job place, and have a broad scope of application. They are
sought in academia as well as in the job market, they are changing fast, depending
on the requirements set by the job market, and reflect the needs of the society by
their qualitative parameters. In the academic setting the most important
competences are those which stimulate learning to learn skills, i.e. the individual’s
metacognitive powers. The same applies to the job place. For example, Honey and
Mumford (1986) describe a successful manager as an individual who has learnt
how to learn. They describe such a manager as the one who has conceptualised
the stages of learning and who is able to choose the most suitable ways of
progress. Such a manager is able to anticipate obstacles in the learning process
and has skills to relate the results of learning to a specific job context.

Competences in translation
study programmes

The Department of Translation and Interpretation Studies at Vilnius
University, Lithuania, would like to share its practical experience how theoretical
principles on competence development are implemented in practice, by upgrading
the Department’s Master in Translation study programme. For fifteen years of its
existence the Department of Translation and Interpretation Studies has sought to
become one of translation study centres in Eastern Europe which can ensure a
high quality standard in translator training. Needless to say the development of the
programme was moulded and shaped by all the macro-educational processes
mentioned before: the rise of EHEA, the referencing to Dublin Descriptors and an
incessant growth of academic quality (see Internet Sources: (13)). Not once the
Department has reviewed its key competences, as the development of the study
programme is being constantly influenced by requirements of the job market.
Albeit one of the most important factors in the development of the curriculum
became the European Master's in Translation (EMT) project (see Internet Sources
(14)). It was born in a period of dramatic changes for the translator's profession:
rapidly growing need for high-level linguistic services, fuelled by such factors as
globalisation, technological progress and demographic movements, and dramatic
increase in the number of official EU languages from 11 to 23 between 2004 and
2007, which brought to light the short supply of qualified professionals in some
languages and language combinations. In this context, the European
Commission's (EC) Directorate-General for Translation (DGT) developed the EMT
project as an initiative to stimulate the increase of quality and availability of
translators in the market throughout the European Union. The EMT expert group
was set up by the DGT in April 2007. Its main task was to make specific proposals
with a view of implementing a European Reference Framework for a Master's in
Translation throughout the European Union. The EMT project aimed to help raise
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the standard of translator training in the EU and foster cooperation and exchanges
between higher-education institutions offering translation courses.

The EMT translator competence profile — drawn up with a group of
prominent European experts — detailed the competences translators need to
compete successfully for translation jobs in EU institutions and to work in the
rapidly evolving field of multilingual and multimedia communication. The list of
competences was presented in a graphic mode and supplemented with a
competence list. Higher education institutions were invited to take up the challenge
and treat the competences as a benchmark for quality training. Both the graphic
presentation and the list were made following the ‘know-how’ principle, i.e. the
competences were not divided into general and professional competences. For
instance, the competence fields were presented in the following way:

Language

Translation
service
provision

Technological

Picture 1. EMT translator's competences

As it is indicated in the picture, the competences: language, intercultural,
information mining, technological and thematic competences can correlate and
produce the central, translation service provision competence. Just like the
development of transversal competences becomes a prerogative for the
development of the metacognitive competence, so do the five competence fields
become a prerogative for the key professional competence: translation service
provision. In both cases we are dealing with competence synergy, when the whole
is larger and more important than the sum total of the parts. Is it possible to relate
the metacognitive competence with the translation service competence? The
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former competence deals with individual development, with the ability to learn in
any context, no matter whether it is related to learning or work. The Iatter,
translation service provision competence is related to know-how, to professional
skills of producing something. From the point of view of the EMT experts learning
to learn comprise the core of each of the five competence fields, as demonstrated
below:

Translation service
provision competence

Interpersonal dimension presupposes (a) being aware of the social role of
the translator; (b) knowing how to follow market requirements and job profiles
(knowing how to remain aware of developments in demand); (c) knowing how to
organise approaches to clients/potential clients (marketing); (d) knowing how to
negotiate with the client (to define deadlines, tariffs/invoicing, working conditions,
access to information, contract, rights, responsibilities, translation specifications,
tender specifications, etc.); (e) knowing how to clarify the requirements, objectives
and purposes of the client, recipients of the translation and other stakeholders; (f)
knowing how to plan and manage one's time, stress, work, budget and ongoing
training (upgrading various competences); (g) knowing how to specify and
calculate the services offered and their added value; (h) knowing how to comply
with instructions, deadlines, commitments, interpersonal competences, team
organisation; (i) knowing the standards applicable to the provision of a translation
service; (j) knowing how to comply with professional ethics; (k) knowing how to
work under pressure and with other experts, with a project head (capabilities for
making contacts, for cooperation and collaboration), including in a multilingual
situation; (I) knowing how to work in a team, including a virtual team; (m) knowing
how to self-evaluate (questioning one's habits; being open to innovations; (n) being
concerned with quality; (0) being ready to adapt to new situations/conditions) and
take responsibility;

Production dimension presupposes (a) knowing how to create and offer a
translation appropriate to the client's request, i.e. to the aim / skopos and to the
translation situation; (b) knowing how to define stages and strategies for the
translation of a document; (c) knowing how to define and evaluate translation
problems and find appropriate solutions; (d) knowing how to justify one's translation
choices and decisions; (e) mastering the appropriate metalanguage (to talk about
one's work, strategies and decisions); (f) knowing how to proofread and revise a
translation (mastering techniques and strategies for proofreading and revision); (g)
Knowing how to establish and monitor quality standards; (h) the translation service
provision competence draws its strength from five

Language
competence

Language competence presupposes (a) knowing how to understand
grammatical, lexical and idiomatic structures as well as the graphic and
typographic conventions of language A and one's other working languages (B, C);
(b) knowing how to use these same structures and conventions in A and B; (c)
developing sensitivity to changes in language and developments in languages
(useful for exercising creativity).

209



Intercultural
competence:

Sociolinguistic dimension presupposes (a) knowing how to recognise funtion
and meaning in language variations (social, geographical, historical, stylistic); (b)
knowing how to identify the rules for interaction relating to a specific community,
including non-verbal elements (useful knowledge for negotiation); (c) knowing how
to produce a register appropriate to a given situation, for a particular document
(written) or speech (oral);

Textual dimension presupposes (a) knowing how to understand and analyse
the macrostructure of a document and its overall coherence (including where it
consists of visual and sound elements); (b) knowing how to grasp the
presuppositions, the implicit, allusions, stereotypes and intertextual nature of a
document; (c) knowing how to describe and evaluate one's problems with
comprehension and define strategies for resolving those problems; (d) knowing
how to extract and summarise the essential information in a document (ability to
summarise); (e) knowing how to recognise and identify elements, values and
references proper to the cultures represented; (f) knowing how to bring together
and compare cultural elements and methods of composition; (g) knowing how to
compose a document in accordance with the conventions of the genre and
rhetorical standards; (h) knowing how to draft, rephrase, restructure, condense,
and post-edit rapidly and well (in languages A and B);

Information mining
competence

(&8 Knowing how to identify one's information and documentation
requirements; (b) Developing strategies for documentary and terminological
research (including approaching experts); (c) Knowing how to extract and process
relevant information for a given task (documentary, terminological, phraseological
information); (d) Developing criteria for evaluation vis-a-vis documents accessible
on the internet or any other medium, i.e. knowing how to evaluate the reliability of
documentary sources (critical mind); (e) Knowing how to use tools and search
engines effectively (e.g. terminology software, electronic corpora, electronic
dictionaries); (f) Mastering the archiving of one's own documents;

Thematic competence

(a) Knowing how to search for appropriate information to gain a better grasp
of the thematic aspects of a document (cf. Information mining competence); (b)
Learning to develop one's knowledge in specialist fields and applications
(mastering systems of concepts, methods of reasoning, presentation, controlled
language, terminology, etc.), (learning to learn); (c) Developing a spirit of curiosity,
analysis and summary;

Technological competence
(mastery of tools)

(a) Knowing how to use effectively and rapidly and to integrate a range of
software to assist in correction, translation, terminology, layout, documentary
research (for example text processing, spell and grammar check, the internet,
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translation memory, terminology database, voice recognition software); (b)
Knowing how to create and manage a database and files; (c) Knowing how to
adapt to and familiarise oneself with new tools, particularly for the translation of
multimedia and audiovisual material; (d) Knowing how to prepare and produce a
translation in different formats and for different technical media; (e) Knowing the
possibilities and limits of MT. (See Internet Sources: (15) p. 4 - 7).

If compared, the translation service provision competence and the
metacognitive competence seem to have a lot in common. In each competence
social skills, management, information mining, technological skills, as well as
individual qualities, time management, critical thinking, systemic competences are
emphasized. Thus in both cases we are dealing with transversal competences and
their key role in study programmes, as through the development of transversal
competences study results are linked more closely to the requirements of the job
market: an individual who has well developed transversal competences is more
marketable than the one who has professional competences but lacks skills to
communicate them or pass them onto others.

Transversal competences in a Translation
and Interpretation Study Programme

So far, academic tradition has paid little attention to transversal
competences: their development is not included into curricula, while at the core of
a study programme there are professional competences. Thus what would be the
process of integration of general competences into, for instance, a Master’s
programme? The Department of Translation and Interpretation Studies at Vilnius
University has chosen a number of steps to achieve the goal.

First of all, a decision was made to use the descriptors of the EMT
programme and to select transversal competences from the list. The second step
was, on the basis of the selected transversal competences, to design a
guestionnaire which would address four types of respondents: students, teachers,
employers and first-job-place employees (recent alumni) at translation service
companies and the EU institutions. The purpose of the questionnaire was to bring
forth those transversal competences which each of the respondent groups points
out as the most important ones and, in such a way, to have a plausible reason to
integrate them into the study programme. The third step was to develop a
guestionnaire about professional competences and, just as in the case of
transferable competences, to highlight which professional competences need more
attention. The fourth step was to establish correlation between the four groups of
respondents and to check the reliability of results achieved; this could be done by
applying the SPSS statistical analysis software. Step five was to select
competences which need special attention. Step six was to present the research
data to all stakeholders and to discuss ways of the development of needed
competences. Step seven was to integrate the selected competences into the
study programme. Step eight was to train members of the academic staff for a
broad conceptual approach towards the development of study programmes and to
tackle problems related to the changes. Step nine is to revise the programme
regularly, on the basis of job market research, taking into consideration changing
needs of the market and, eventually, its changing focus on competences.
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The implementation of these steps has taken a lot of time and effort, yet it
has brought teachers and students, as well as employers and alumni closer
together. The results of the questionnaire were interesting and in some cases
unexpected. For instance, it was unanimously recognized that the translation
service provision competence, especially knowing how to communicate with the
client, how to define invoicing and draw a contract, etc. should become part and
parcel of the study programme. In terms of professional excellence, the alumni
claimed they needed more intercultural skills; their employers confirmed the claim.
As a result three ECTS credits were allotted for the development of the intercultural
competence.

Besides the success, there were certain disappointments. It occurred that
some of the competences overlap, i.e. the same competences can be interpreted
as transferable and/or professional; because of a small number of respondents (in
Lithuania, translation market is rather small) questionnaire results might have been
distorted.

Conclusion

In this article we have sought to discuss the importance of general /
transversal competences, to demonstrate how with the changing European Area of
Higher Education general competences were brought forward as a desired
outcome of education and training. Today general skills in vocational education
and training and transversal competences in higher education are considered to be
one of the most important factors enabling an alumnus to become more
competitive in the job market.

European academic initiatives, such as Dublin Descriptors, “Tuning” project,
European Master’s in Translation and others have brought forward measurable
study quality parameters, which, in their turn, have enabled to describe transversal
competences in higher education. Among those, the metacognitive (learning to
learn) competence has been analysed in detail and its development in practice was
demonstrated; the metacognitive competence has been compared with translation
service provision competence and it was stated that transversal competences lie at
the core of both key competences.

The practical aspect of the development of transversal competences at the
Translation and Interpretation Study Programme at Vilnius University has
illustrated not only a success of the pilot project, but also a few problematic
aspects. However, the obvious advantage of integration of transversal
competences into study programmes is that the transversal competences create a
vital link between the university and the real job market.
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CONTINUOUS EDUCATION AS A SUBJECT
AND OBJECT OF RESEARCH

BIOGRAPHICAL PERSPECTIVE
ON LIFELONG LEARNING AND
DEVELOPMENT OF PROFESSIONAL IDENTITY

N. Mazeikiene
A. Dorelaitiene

This article aims to reveal the role of biographical research in studying
processes of lifelong learning. We discuss a shift towards biographical perspective
in sociology and education sciences. Biographical perspective of a particular
professional field and social context is described with reference to research of
educational and life biographies of male social workers in Lithuania. Biographic
narrative research methodology is gaining particular role in studying processes of
lifelong learning. Lifelong learning and development of professional identity are
fairly long-lasting processes and require specific strategies and epistemological
approaches of research.

The role of biography in understanding changes
and transformations of an individual
and social structures

Biographical research finds its object in lives of individuals, as well as their
life trajectories and subjective experiences. According to a Lithuanian sociologist S.
Kraniauskiene who focuses on the analysis of identities of different generations
from the perspective of life trajectories (Kraniauskiené, 2000), two traditions of
biographical research could be distinguished: generalization based on positivist
tradition and phenomenological-hermeneutic approach from individualized
perspective. The first tradition is advocated by authors (E.Burgess, C.Shaw,
I.Helling, M.Kohli, F.Schutze, D.Bertaux, P.Thompson, J.P.Roos) of rather differing
theoretical positions (symbolic interactionism theory, structuralism, conflict theory
etc.). They see biographical method as means of learning social structures and
processes rather than a direct aim. Given that biography is seen as a window into
the world of external social structures, it important to evaluate research data by
employing elements traditional methodology i.e. determine research
representativeness, reliability. Additional data collected during quantitative
research (surveys, data analysis etc.) complement the biographical method.
Nevertheless, S.Kraniauskiene notes that the objective to understand structures
that are external to an individual by employing his biography has been gradually
receding to the background for the last couple of decades.

Another tradition of biographical research emphasizes an idea that
consciousness of an individual is not only a reflection of the objective social reality
and discourses, but is itself a reality and must be studied as such. With this view,
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sociology and other social sciences, including education sciences, have been
complemented by psychoanalysis, phenomenology, and hermeneutics. The object
of biographical research has been shifting from external social structures to
subjective, intrapsychic reality, intentionality of consciousness, structures of
meaning having their own logic and dynamics. It is the narrative, the narration of
life history that appears in focus. Biography is created from self-observation and
interpretation of own life, structurization of own life experience before and after
certain event. It is narrative that gathers together separate pieces of moments,
experiences and emotions into a single, yet complex and sometimes random
mosaic. At a certain point in life, critical incidents such as external circumstances
(social transformations, changes, illness, acquired disabilities, loss of close people,
job etc.), an individual's behaviour and decisions appear as shifts and turning-
points that shape the individual’s life trajectory. These events are reflected on the
level of consciousness and subjective reasoning by an individual through conflicts,
dilemmas, controversial judgements and arguments experienced and expressed in
the narrative. External social transformations (economic crisis, changes in
economic and social structure, social cataclysm) as subjective reality emerge as
feelings of loss, guilt about inability to overcome hardships and control own life,
uncertainty, anxiety (Doray & Belanger, 2002). The feeling of guilt may manifest
itself as self-judgment, self-defense and self-justification, with the narrator taking in
turns the positions of a self-accuser or a self-defender (Murard, 2002). The
narrative may reveal hardship and conflict experienced internally and with other
people, unexpressed and concealed feelings (Rustin and Chamberlayne, 2002). A
lot of researchers have noticed that individuals tend to perceive social
transformations and crises, dramatic changes in social structures as their own fault,
failure and worthlessness.

Anthony Giddens has made significant contribution to seeing biography as a
specific type of subjectivity, a reflexive project (Giddens, 1991). Giddens has
marked the shift of biographical research towards reflexivity. Biography has been
started to be treated not only as description of life facts, but also as construction
and understanding of one's self and identity. Each individual creates his/her identity
by narrating about oneself and about how he/she has become what he/she is now.
This self-construction is particularly distinct in biographical narrative. An individual
reconsiders and interprets his /her past through the prism of the future that he/she
projects and constructs in the present. According to this concept, ontology of
biographical narrative covers not only recollections and reproduction of facts and
events of the past, but also two-fold horizon of future and of past. By narrating their
life histories, subjects create themselves, construct and see themselves in the
process of development. By treating life trajectory as a sequence of turning,
breaking points, loss and new opportunities rather than a straight line of events and
facts, Giddens stresses the importance of reflexivity and consciousness on this
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both the core of an individual’s self and an individual’s interpretation of his personal
history.

Giddens’ theory of reflexivity is also significant as it helps understand
relations between an individual and social structures. Giddens offers the theory of
structuration in attempt to explain capability of individuals to act and reflect on their
actions. The reflexive project of development of the self as capability to choose,
plan one’s life, make decisions and act is possible under conditions of
modernization and growing influence of market, where traditional social
communities and value systems (family, social class, local community etc.) become
notably weaker, while processes of individualization grow stronger. Individuals face
a wide horizon of opportunities and choices and may have significant freedom in
choosing roles and determining their identities. While in case of absence of strict
social predeterminations and presence of options of individual choice, variations
exist and result in a number of life journeys, programmes and trajectories. Rapid
changes in economy and labour market require that an individual is capable of
changing and adapting and imply the individual's capability to understand functions
of social and economic structures and directions of their change and, based on this
capability and understanding, to choose, form and create own living conditions,
model life trajectory by oneself. It is worth noting that this concept draws criticism
for rather simplified explanation of the nature of power and social regulation and
too liberal choice attributed to an individual in choosing his/her life. Nevertheless,
the theory establishes an idea of biography as a project of life planning and
empowerment, change of one’s self, one’s emotionality and competences.

According to L. West (West, 2011), advocates of critical paradigm, in
particular feminist authors, play special role in establishing biographical research
as an approach of social sciences. Biographical perspective, just as the social
feminist project of empowerment, reveals the situation of oppressed marginal and
socially excluded groups working class, black people, migrants, homosexuals etc.)
and enables them to express their subjectivity. Biographical research makes it
possible to reveal the situation and hear authentic voices of oppressed groups.
Nonetheless it is also necessary to point out that traditional biographical research
that used to prevail in literature and historiography focused primarily on famous
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straightens out and how new life and social environment, further life project and
new positive identity are created.

The example of use of the biographical method is women’s awareness
raising groups (Comerford & Fambrough, 2002). By telling her life history to a
group, a woman begins to understand not only the uniqueness of her life history
and trajectory, but also the commonness and similarity of her experience with the
experience of others. Collective awareness raising leads to common action,
change of situation by uniting efforts both psychologically and politically. This
understanding of the role of biographical narrative is close to the position
advocated by Giddens, where biography is a reflexive project that may help an
individual change his life, realize his risk and choice in a better way. Nevertheless,
Giddens emphasizes the aspect of individuality of a reflexive act. Critical theory, on
the other hand, does not discard phenomenological approach to analysis of
collective subjectivity and leads us closer to understanding and realizing unequal
distribution of power in society and unfavourable situation of certain social groups.
Phenomenological traditions pay particular attention to subjectivity, lived worlds
and meanings, contextual and local knowledge, histories of these groups, allows
hearing their authentic voices. Subjectivity in biographical narrative is not only an
individual and unique attempt of self-consciousness and self-determination. In fact,
an individual does not create absolutely unique and original models of building self-
consciousness and identification from the social perspective in his biographical
narrative. Individuals just ascribe existing social categories in their unique ways,
thus perceiving themselves in social environment.

In analyzing biographical narrative about oneself and one’s development, it
is important to determine the relation between individual and collective
consciousness and experience. Subjectivity of narrative possesses certain
collective characteristics. Individual experience is never separate from experiences
of other individuals. Authors analyzing oral history and biographical method for
analysis of past (MewepkuHa, 2004) notice reproduction of collective memory and
reproduction of the past in an individual history, where groups with common
horizon of memory, practises and discourse strategies structure the process of
reproduction in their own ways. In his/her autobiography, each individual reveals
the worldview of a certain time in history and collectively shared experience that
defines collective identity i.e. collectivity formed during social interaction. At this
point, narrative becomes important as collective experience and commonness
experienced by each individual. This experience becomes common and shared in
a certain way. Constructed meanings are created in the realm of intersubjectivity of
the common horizon of meanings. Understanding commonness of experience is
particularly important in analyzing situation of socially excluded groups subject to
oppression (e.g. women, the unemployed, representatives of ethnic, racial, sexual
minorities, people with disabilities etc.). By analyzing life experiences of separate
groups and communities with biographical method, it is possible to identify
recurring life scenarios, certain similarity, collectivity of experience and subjectivity,
interrelating, intersecting and similar lived worlds (Lebenswelt). Narrative also
reveals objective social structures that are outside the life of an individual. Each
narrative allows identify more common shared social, value structures and their
processes in each individual biography. Therefore, one of the most important
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issues of application of biographical method is how to explain the interrelation and
transition between individual consciousness and cognition of social structures,
between micro and macro levels and vice versa.

However, as researchers of the biographical method have noted (Merrill &
West, 2009), narrative is not only an existential concern about one’s self, but it may
also be the result of influence of external factors (social structures) in our
consciousness, in line with poststructuralist approach. According to M. Foucault,
narrative becomes the act of rule and domination of discourses and practices. This
concept suggests that individual subjectivity is not only embedded into collective
consciousness, but is also intertwined into the structures of power and knowledge.
Language defines our consciousness in a way we are not capable of
understanding and realizing. Power defines and controls our subjectivity,
knowledge, and narrative. Thus, power relations and distribution determine the
ways of narration and biographical description of life. Accordingly, this is the issue
of not only a narrator's subjectivity, but also of a researcher’'s position in
interpreting the narrative: whether he/she is free from power structures and is able
to identify and criticize dominating discourses behind the biographical narrative.
This is why the aim of the latest biographical research works on women and
marginal groups has been not only to reveal the experience of being oppressed
and suffering, but also to identify and criticize prevailing discourses that appear in a
biographical narrative (e.g. Schitze 2003; Riemann, 2003; Gultekin, et. al., 2003).

Based on the ideas of two traditions of biographical research covered above,
it is obvious that biography enables a researcher to understand both objective
social structures, and subjectivity of individuals and intentionality of their individual
consciousness that is related to collective consciousness and possesses
characteristics of common shared experience. Biographical method is an
interpretative genre of personal description that presents the life of an individual as
a sequence of events and describes the individual’s entry into social institutes. On
one hand, biographical narrative expresses one’s self, life experience, subjective
meanings, lines up day-to-day experience of the individual and, on the other hand,
reveals subjectivity in the context of more extensive socio economic structures and
forms of collective consciousness. Individual subjective meanings are studied in
cultural and social context of events, collective consciousness and experience.

Study of life trajectories
and biographies for understanding processes
of lifelong learning and continuing education

Study of life histories and trajectories has become important not only for
sociology, but also for research of processes of lifelong learning and continuing
education. The shift towards biographical perspective in social sciences is also
observed in education sciences along with the shift in understanding the nature of
learning. Researchers (West, 2011) emphasize the idea that learning takes place
not only on the level of formal education, but also as non-formal and informal
learning. The boundaries of education sciences expand and begin to include
processes that have not been attributed to this sphere of research earlier.
Numerous and various intertwining and overlapping contexts of learning must also
be taken into account. Besides the processes of targeted, directed and

218



acknowledged formation in institutionalized context of formal education, processes
of socialization and habituation exist, cannot be controlled and may possess latent
and implicit nature. According to Linden West (West, 2011), another important
learning environment besides formal education institutions (general education,
vocational schools and higher education institutions) are family, community,
enterprise, informal networks, various unions, virtual world of social networking).
Learning in these contexts is specific as it happens during social interaction and
under conditions of transformation of social structures. Informal learning,
participation of adults in learning cannot be fully understood unless their places
and roles in social structures in the context of social processes are considered.
This brings the study of education and learning closer to sociology and other social
sciences. Such factors of analysis as distribution of power and resources in
society, social stratification, structural economic and labour market processes,
social and economic transformations and changes, social identities and social
characteristics of learners, relation between various spheres of social life (public
and private, relation between work, family and learning, etc.) begin to matter. The
object of research in the area of learning expands not only in terms of “territorial”
environment of learning, but also in terms of time continuum. By refusing to limit
the idea of education only with processes that are organised by an educator and
learning specialist, the subject and object of analysis are expanded to learning for
a longer period e.g. an entire life or periods of life. Such space of time cannot be
encompassed by research of targeted and organised formation under conditions of
modernism (market, pluralism, individualisation) (for example, as in the case of
experiment and action research). Much longer processes, sometimes even
decades-long, become the object of biographical research and an inseparable part
of social relations. It is exactly at this point where approaches of sociologists,
economists, political scientists, anthropologists, social workers etc. start to be
applied for education sciences.

Educational trajectory, learning biography that are absolutely inseparable
from life trajectory, are considered to be one of the most important subjects of
research in continuing education (Alheit, 1992). By applying the same principles of
biographical research as in sociology, researchers of education and learning seek
to understand characteristic aspects of educational biography and trajectory, the
way they intertwine with life trajectory, as well as interaction between learning
processes in different contexts of formal, non-formal and informal learning and
social processes. An attempt by individuals to combine learning, work, personal
life, formal and informal education eventually tends to acquire the form of conflict,
pressure, feeling of uncertainty and lack of confidence. In this context, it is
important to understand how events and situations in life (social and geographic
mobility, acquired skills and competences, interruption of work activity due to
illness, maternity, unemployment etc.) intersect with various social and economic
processes, structural changes.

Biographical research reveals how individuals build their lives and social
identities, design their life plans and life projects around learning, employment and
careers. Analysis of biographies helps explain how such factors as social
characteristics and social identity (for example, gender identity), social and
economic capital, family predetermine decisions and life plans, choices of
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educational journey. Main constituent part of life journey of a modern individual is
formation of social identity throughout entire life, which manifests as interaction
between the factors of social class, family life, gender, work activity, learning.
Complex and non-linear relation between social characteristics of individuals,
changing conditions of work activity and practice of formal, non-formal and informal
learning becomes an important factor in analysing learning trajectories and
learning biographies (Doray & Arrowsmith, 1997). Process of professionalization,
choice of profession and construction of professional identity, improvement of
professional competencies that depend on certain educational capabilities is also
recognized as an important object of study. Biographical research becomes a
uniqgue methodology that allows understand professional development and
acquisition of professional identity in the process of life journey by identifying
various factors related to professionalization. Examples of such research are
identity formation studies focused on prospective andragogues in Sweden
(Andersson & Kopsén, 2009) and Estonia (Jogi & Gross, 2009). The mentioned
authors consider that learning, formation of professional identity happen within the
framework of both work and life experience, when professional activity is
performed by applying knowledge, experience, reconsidering personal experience
and professional practice, reconstructing interpretation of the self. Biographical
research leads us closer to understanding development of motivation towards
activity and learning, formation of competencies and professional identity. Life
events and professional development in biographical narrative are closely related
to socio cultural context, personal development and life experience. Social,
professional, educational and personal contexts intersect in biographical narrative.
Research usually comes to conclusion that structure of professional identity and
professional choice is predetermined by changes in personal life, education system
and processes in society.

Biographical research enables adult learners to tell about their work
situation, demands and needs, personal problems, expectations. According to
researchers who apply this biographical perspective (Maier-Gutheil & Hof, 2011),
learning is analyzed from biographical perspective within the context of social
opportunities created by institutions, social movements, pedagogical discourses of
a certain period in time. The mentioned authors analyze biographies of
pedagogues by focusing on how they improve their competences within the context
of situations of their biography and by determining the role of learning process with
reference to experience. It must be noted that in this case, experience is
understood not only as professional, but also as life experience, as a result of
complex interaction between individuals, influence of institutions, and in the context
of social and economic transformations.

There is an evolving tendency to consider structure and outline of
educational biography within the context and framework of life trajectory as a
separate object of research. Analysis of structure of life and educational
trajectories starts focusing on critical incidents, influence of important figures —
critical persons, and turning points. In fact, this idea has been adopted from
sociological research of biographies. By analyzing separate life trajectories,
authors distinguish common (repeating) models and patterns. Relation between an
individual’'s decision and social structures from the perspective of turning points
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has become an important subject of research. One of such models is the decision
of employed specialists to engage in a new profession. This decision is what we
would consider the turning point. For example, in their research of
professionalization of andragogues (Andersson & Képsén, 2009), the authors have
found out that a part of participants of research have abandoned their previous
non-pedagogical professions to dedicate themselves to the profession of
andragogues. Such a decision is a turning point in starting new career of an
education worker. Besides this scenario, other educational and life patters emerge,
when people step in the profession of andragogues from the same professional
field, but an unqualified job in education. Biographical histories of
professionalization reveal not only journeys and ways to a certain professional
field, but also certain interrelation between family, work and learning. For example,
a situation at work or family may become the determining factor in choosing a form
of learning. This determines the actual form of learning that will be chosen — either
full-time or part-time.

Analysis of role of learners’ social characteristics, their place in social field
(the term coined by P. Bourdieu) in educational trajectory and relation with the
process of lifelong learning plays yet another important role in biographical
research. In this case, gender is one of the most important factors. Gender
research has made biographical method possible to apply to the processes of
lifelong learning. Interestingly, study of biographies in sociological research has
also been established by the virtue of works of feminist authors. As L. West has
noted (West, 2011), it is gender research that has formed the understanding that
learning experience is gender specific and that women’s learning experience
should become the subject of research, just as other research of women’'s
subjectivity. Besides women, particular attention is given to lifelong learning of
representatives of various social groups, as well as to specific situation of socially
excluded groups. Analysis of educational and life trajectories allows identify
relation between various types of identity (gender, age, class, racial, ethnic,
regional etc.) and particular models of lifelong learning, learning characteristics of
non-traditional groups with particular experience and identity. For example, in their
research of learning in the system of formal education, B. Merrill and J.G.
Monteagudo (Merrill & Monteagudo, 2010) have identified characteristics of adult
students with life experience. In the process of lifelong learning, students cross the
limits of formal education and come back eventually. However, the return into the
system of formal education is accompanied by life experience, social identity,
cultural and life experience, particular habitus, as defined by Bourdieu, by mental
and behavioural dispositions acquired in the process of continuing socialization.
Entry into the system of education changes customary culture of learning.

As Merrill and Montegudo have found (Merrill & Monteagudo, 2010), though
all students are provided with the same learning conditions, their learning
trajectories are not the same. Research of biographies of older students with life
experience has shown that these particular and non-traditional students find their
own motives to learn and continue learning proceeding to higher learning levels by
referring to their experience. At the same time, younger students without life
experience tend to abandon learning more often. Motives to continue learning and

stability of learning activity depend of various factors, such as socioeconomic
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class, gender, family status etc. As the mentioned authors have noted, universities
and other institutions of formal education still fail to fully consider social and cultural
characteristics of adult students that help or, on the opposite, disturb them from
successful learning.

Social class and social identity to a great extent determine learning results,
career development, and continuation of learning. Social class in a broader sense
may include women and people with special gender experiences, elderly people,
migrants, representatives of the working class, students with small income,
representatives of ethnic minorities, students with disabilities etc. as specific
groups whose life and learning history should be studied. In this context, critical
theory makes particular contribution by revealing unequal and unfair distribution of
power and resources in society on one side, and, on the other side, stressing the
necessity of changes in society. Education becomes one of the most important
factors towards this aim.

Ideas of Anthony Giddens about biography as a reflexive project have
become influential in the research of educational biographies and professional
identity development. Research of lifelong learning is, in most cases, carried out
from the position that biographical narratives and biographies are particular
experiences of consciousness, particular subjective realities. The objectivist
approach implying that biography is a tool to understanding external structures of
society and social transformations has not attracted any significant support of
modern biography researchers. Modern understanding of biography is different
from the former, which used to see biography as reflection of influence of social
processes on the life of a separate individual. At present, the prevailing concepts
are the ones of biography as a reflexive project (Giddens, 1991) and learning
biography (Alheit, 1992) that emphasize an individual's capacity to choose his/her
own life, to give meaning to it, make choices and decisions. It is important to
understand life journey as a subjective reality, a meaning attributed by an individual
to learning practices by looking in retrospect at events in his/her past, realizing
significant and determining changes and turning points in his/her life rather than a
matter of social physics (i.e. objective facts). In attempt to learn structural changes
of labour market and economy, it is important to understand the way these
changes happen in lived worlds (Lebenswelt) of separate individuals, how new
work conditions, learning opportunities and choices are experienced and perceived
by individuals in the context of their actual situations.

According to L. Jogi and M. Gross (Jogi & Gross, 2009), biographical
interview helps interpret professional identity by reconstructing and, at the same
time, constructing oneself. Narrative reflects 1) reconstruction of former identity
when contemplations about oneself cover the questions of correctness of choice of
profession, necessity of changing the profession, turn towards another direction, 2)
construction as representation of oneself in terms of profession. By telling about
oneself, his/her choice of profession and professional development, an individual
lines up events and contemplations in a threefold perspective — he/she returns to
the past from the position of the present with the view to his future. This is a
threefold time perspective mentioned by Giddens in describing biography as a

reflexive project. By applying Giddens' ideas to professional identity as a
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biographically changing process, contradictions, conflicts, obstacles, turning points
experienced by an individual on his professional journey mentioned by this author
emerge. This is a fairly unique, individual and diverse process. The notion of
turning point allows understand how changes in life and professional history
happen. As L. Jogi and M. Gross note (Jogi & Gross, 2009), another profession is
quite often chosen while working in other sector and professional area, as if
coming through the back door — entry into a certain profession becomes the
second or the third chance.

Besides Giddens’ ideas about threefold time perspective in professional and
educational biography as biography and self-reflection, another idea about
continuous conscious choice, decision making about changing one’s life by
implementing a “biographical work”, narrating one’s biography stands out. At this
point, a new tendency emerges in biographical research of critical theory (as
presented by feminist authors): narration, realization of life and professional
journey, reconstruction of personal experience allow the narrator change the
situation and one’s personal life, prepare oneself for liberation, minimize
professional and social vulnerability, set out new strategies of learning as a result
of such realization. This prompts the idea that professional life is the process of
continuous search and, at the same time, lifelong learning and self-improvement
that requires doing biographical work, continue reinterpreting personal life by
evaluating former and present opportunities. It is important to emphasize that
narration of professional and educational biography in this case does not carry any
epistemological meaning in the process of cognition and research, but ontological,
as narration becomes the process of change of the individual, a tool to help
him/her. This is similar to the experience of advocates of critical paradigm
described above, where it helps socially excluded groups realize their situation by
raising awareness, stimulating and supporting reflexive practice. Certain authors
distinguish biographical learning as reflexive learning about life experience, about
how knowledge and actions of an individual change in the course of life history
(Alheit & Dausins, 2002). Self-analysis, self-reflexion become important factors in
the process of professionalization. Narration of life history becomes important in
the process of learning. Therefore, professional learning may be implemented in
the context of process of personal biography. The perspective of life and
professional journey allows adult learners reconstruct their decisions and choices,
reconsider their social capabilities during different periods of their lives throughout
their lives. It is therefore important to help adult learners understand what they
know about their capabilities and how they have come to such knowledge. Certain
authors (Maier-Gutheil & Hof, 2011) state that reflexive practice merged with
narration of biography may influence the context of work activity, change it,
influence the understanding of what happens, what new competences must be
acquired, what direction must be taken in the process of learning.

Individualization and destandardization of life journey happens during the
process of life. An individual may look for alternative ways to make his/her activity
meaningful, to find personal response to certain social situations with the help of
his/her life journey on his/her own. However, numerous individual life practices

appearing in biographies are not that successful and deviate from normative,
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standardized, institutionally regulated biographies. V. Strootbants and
D. Wildemeersch (Strootbants & Wildemeersch, 2000) note that women’s
biographies tend to deviate from the normative biography. Creation of standard
career trajectories and educational biographies does not consider real life practices
of women and other groups with special experience. Moreover, normative
biographies are still supportive of patriarchal society and labour market. The notion
of normative biography draws attention to our understanding of the nature of
education when dominating mechanisms and structures are reproduced through
education and marginalize separate social groups. Standardized journey, life and
work trajectory established through education and by society become fairly difficult
to apply to women and other groups and serve as a basis of their denormalization.
Contemplations about an individual’s behaviour and position during changes
in society, economy and labour market, in the process of individual’'s adaptation to
new circumstances and requirements, are another important Giddens’ idea about
biographical research in studying the phenomenon of lifelong learning. New
processes of modern economy play major role in determining career and learning
directions of individuals. However, acquisition of new competences, knowledge,
values and behavioural models under conditions of social transformations is rather
slow and not as dynamic as circumstances may require. Changes in society are a
big challenge for an individual, as life experience, relations, skills acquired at
former stages of life begin to lose their value under new conditions. Blocked
journeys and biographical blockages appear (Hungerbuehler et al., 2002). In this
context, by refusing to victimize individuals and entire social groups, it is possible
to see not only how individuals play their part and hopelessly lose their way in the
labyrinth of life, but also how they find strength and opportunities inside themselves
and in their environment to overcome problems, find the way out. When applying
this approach to continuing education and lifelong learning, it is imperative to
understand the role of learning in the process of liberation and creation of new
opportunities on the life journey. Biographical research helps understand how
individuals overcome uncertainty, how they distribute the practices of learning and,
most importantly, what meaning they attribute to their experience in their personal
life project. At this point, it is important to stress the abilities and capabilities of
individuals to repair and fix their biographies, to consciously redirect their lives.
Repair of biography means that an individual can fix what has been damaged in
the course of his life journey, distorted in comparison with the primary project of life
created years ago. Lifelong learning and education open doors offering the way out
of the blockage of life journey throughout one’s life, and becomes an opportunity to
acquire new competences and achieve the best position on the labour market.
Research of biography and life journey is an attempt to delineate how
individual creates new meanings that will help find new opportunities. It is important
to understand what helps begin a completely new professional life, what
opportunities will be able to restore the disturbed and disrupted normal cycle, why
individuals have failed, how turning points of professional journey and new learning
opportunities should be looked for. Biographical research works focusing on adult
learners (e.g. Jogi & Gross, 2009) show how turning points happen, how personal

and subjective learning theories evolve, how professional identity forms under the
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influence of such subjective aspects as interests, pursuit of improvement and
desire to learn, personal characteristics and life journey, as well as under the
influence of objective factors such as development of society, new situations,
family, personalities that are important to the learner.

Stand against normative biography —
biographical perspective of professional
identity development in male social workers

Having reviewed the options of biographical approach for the analysis
development of professional identity and role of gender practices in the process of
learning and professionalization, we have been able to formulate the problem of
formation of professional trajectories of individuals who have chosen work activity
that is not traditional for their gender. Another interesting subject of analysis is the
issue of experiences occurring in the course of deviation from standardized,
predetermined and preset life journey, i.e. normative biography. Participants of our
research are male social workers in Lithuania. One of characteristics of social work
is its gender characteristics — most of people engaged in this sphere are women.
Males usually participate in this profession at managing positions. Current situation
in this sector reveals a typical gender division of labour that is determined by a
range of historical, cultural, social and economic factors. Traditional division of
spheres of activity into public and personal that has rooted in the culture, bonds
males to social activity in public sphere, and women — to home environment and
household, housekeeping, care and educative functions.

Process of institutionalization of care functions and evolution of social work
as a profession has not changed the traditional gender division of labour.
Traditional stereotypical predetermination of professional activity on the grounds of
gender primarily results from the process of socialization and education, and
further manifests in the process of choice of profession and professionalization. A
number of other factors and influence of various social structures (economy, law,
representation, tradition, language etc.) also come into play. Professional identity is
inseparable from gender identity in certain professions. At the same time, by
looking at identity as construction and reconstruction of the self in narrative
throughout the life, we have made an attempt to reveal the ways of entry into the
profession of social work. According to the Giddens' idea about identity as a
reflexive project, biographical narrative about professional life combines an
individual’s internal word with the external, subjectivity with objectivity, historic
reality with personal life history, social structures and discourses with the
individual's subjectivity. Gender socialization and gender education create
premises for gender division of labour. Family, society, system of education are the
institutes of socialization that directly or indirecty form normative gender
characteristics, as well as other social identities. Role of women is related to
maintaining relations, caring of others, concern about needs of others, cooperation,
dependence and emotional sensitivity. Identity of women is determined in relation
to others, usually by relations in a personal sphere. At the same time, the
processes of socialization and education guide males towards self-realization in
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public sphere, domination, competition, freedom and independence, emotionally
cold relations and rational and logical reasoning.

Entry of males into non-traditional professional sphere that is usually
stereotypically considered to be normative activity of women becomes a
particularly relevant object of research. Study of life trajectories of profession and
education of certain males may help determine how the challenge of normative
biography of life and education of a male happens and what the prerequisites of
this challenge are. During our research in 2010 in various cities of Lithuania, we
held 7 biographical interviews with male social workers between 26 and 59 years
old. Collection and analysis of data were implemented by the means of both
biographical and interpretative phenomenological method, which helped analyse
events not only as objective facts, but also as subjective interpretation of
professional biography and subjective reconstruction of personal professional
development and education. Participants of our research were asked to answer the
following question: Could you tell us please from the beginning what happened in
your life that you have decided to become a social worker and how it happened?

We emphasize that identity is the process of the whole life and possesses
both certain unique characteristics and similarities with other people. Based on the
idea that there is a constant interplay between individual and collective identity,
and relation between individual life experience and shared collective experience,
we consider individual biography of a male social worker to reflect common
trajectory of male’s biography that shows specific (in this case, non-normative)
situation the male faces in choosing profession, education and learning journey.
Moreover, a number of other elements of social identity (gender, profession and
work activity, generation etc.) intertwine with each other. Based on Giddens and
other authors and following the tradition of analysis of subjectivity in biography, we
consider narration by male social workers to be a reflexive project. This narrative
about the choice of profession and entry into the sphere of social work includes
both social and personal events and circumstances, values and attitudes present in
society, as well as internal experiences, choice, attitudes, contemplations.
Development of a person as a separate actor, his subjective life position and, at
the same time, objective social structures play important role in this process.

According to normative biography, choice of profession is done in the
following predetermined educational way: general education school, professional
education institution and, finally, professional activity as a universally accepted
completion of educational way and beginning of professional activity. Narratives of
the participants of our research have revealed and marked the second and the
third stage of professionalization. Social work is not their first profession they have
chosen. This is their other profession, their second and third chances in lives.
Almost all participants of the research started their careers in another sphere of
education and activity (see Table 1). The data about the participants are presented
under assigned fictional names. This would help us minimize negative influence of
research on personal and professional lives of the participants that might be
caused by description and publication of events and experiences of their lives.
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Educational and career trajectory

First education

Name (age) and Work/_ Other/n_ew Work/_
A occupation education occupation
specialization
Russian Private business J School pedagogy Psychologist at
language and owner university school for
literature (school studies. students with
of higher Part-time special needs
Jonas education). university studies
(59 years old) Postgraduate (graduate degree
studies in social work)

Karolis
(50 years old)

History (institute)

Senior scientific
worker. Teacher.
Principal

Skilled social
workers training
programme

Senior specialist
at public service

Personal
Theology : Graduate degree .
Tadas (university business. in social work Social youth
(26 years old) studies) Voluntary work (university) worker
with children Y-
4 social work
Animal Work at collective | course modules.
Marius husbandry farm. Care work Non-university Substance abuse
specialist at a care home social work ;
(45 years old) (technical school | for people with education social worker
studies) disabilities (undergraduate
degree)
Music education Per_sonal . . .
Tauras in conservatory business. Music Managing social
(52 years old) (violin) performances in worker
restaurants
Undergraduate Clergyman of a
degree in social religious
Nojus Carpenter at a ped_agogy argaglzatlfon.
(52 years old) company (university). _ ea of non-
Graduate studies | governmental

in social work
organization

centre of social
rehabilitation

Zilvinas (41 year
old)

Institute of
education
(pedagogue  for
people with
special needs )

Work related to
degree. Private
(non-
governmental
sector)

Graduate studies
in social work

Head of state
budget enterprise
of social services
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Based on data collected during the interview, a conclusion can be made that
entry into new profession, formation of new professional identity and further
education are related to such factors as socialization, first education, social
changes, absence of career perspectives at former (the first) profession, career
opportunities noticed in a new profession (social work as the second chance
profession), life experience and circumstances. Participants of our research had
acquired their first education, had been engaged occupation related to their first
degree, but later turned towards the sphere of social work. It must be noted that
the first professions of most of the participants were of humanitarian and spiritual
nature, which implied certain subtlety of feelings, kindness and mercifulness
(theology, language and literature, music, history, animal husbandry as care of
animals). Nojus’ profession (carpenter) is an exception as it is merely male labour.
Despite differences between our informants, their characteristics and individuality,
certain common and similar collective experience may be noticed. On one hand,
the participants of the research had made the decision to work and establish
themselves in the professional sphere they had chosen at the beginning of their
professional journey and they had acquired education for. On the other hand, by
choosing the sphere of social work, they entered the sphere of learning as the
second chance, they became the participants of the process of continuing
education.

Their life trajectories are all marked by dramatic circumstances, critical
incidents in personal life that prompted their transition to the professional area of
social work. Turning points that changed professional lives of our informants and
directed them into the sphere of social work were found in their narratives. These
were critical incidents of significant importance, particular life circumstances. The
sequence of events of life, learning and professional journey can be connected into
a single scheme and model of trajectory with intertwining lines of life, education
and profession intersect (see Picture 1).
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First

education

A period in

@ history
Work, | i T
occupation

Influence of
other people

Critical incident / Circumstances/
<:‘> crisis <::> factors

Sphere of social work

Education related to
social work

Picture 1. Trajectory of life events of the participants of the research

Almost each participant of the research faced critical turns in his life in the
form of crises and influence of other people. Crisis was one of the most important
factors. Three participants, Jonas (59 years old), Tauras (52 years old), Nojus (52
years old), faced crisis as a result of alcohol and drug abuse. Jonas and Karolis

(52 years old) faced family and life crisis referred to by Karolis as “personal

problems”.

addiction (Nojus).

And there | was, drowned in the ocean of drugs. Yes, | felt euphoric at first, but then all
bridges between me and my loved ones were burnt. | lost my family, my job, my health,
dignity, connections (Tauras).
I lost my family, my wife divorced me taking away my two children because of my alcohol

229




The youngest participant Tadas (26 years old) described crisis and critical
incidents in a different way and stated that he chose the path of a social worker
because of economic crisis in the country. Alcohol and drug addiction led to the
loss of family, connections, relations, job and activity. Crisis became the dead-end
of former life and professional journey they had taken from the very beginning. On
the other hand, this was also an experience that made them reconsider their lives
and rediscover themselves. However, in order to do that, they needed help of other
people who inspired them to start new lives, helped overcome the crisis. For one of
them this was his wife, for others — religious community and brothers of faith or a
supervisor. For example, a priest’s invitation was a determining factor in Tadas’ (26
years old) decision to study theology.

Faith and religion became an important factor in finding new meaning of life
different from alcohol and drugs. At this point, an important element of social work
emerges — relation with faith.

Social work has started with religion, everything starts with religion and all values of social
work are Christian values coming from the Bible <...> This work is a calling, and there is
just no sense in learning [to become a social worker] if there is no calling. This work is
extremely hard, it requires self-sacrifice and particular patience. You just cannot start if
you have no calling. There are people who are soft-hearted, kind-hearted, people who
can do this work. If a person is not sensitive to the pain of others, he cannot do this work.
He would be blind and deaf, because here, the tool is not your eyes or ears, but your
heart. (Nojus, a clergyman of religious community, a director of non-governmental
organization related to rehabilitation of people with drug addiction).

Empathy, self-sacrifice at work, calling — the informants considered these
qualities to be the most important in social work. However, calling emerged only
after personal crisis, after personal experience of suffering accompanied by very
stressful and dramatic existential contemplations about the meaning of life. Entry
into social work originated from appearance of faith in their lives, from the strive to
find stability and new meaning.

Research of professional choice of male social workers carried out by A.
Christie (Christie, 2006) has determined that apart from women to whom the
sphere of care is traditional and natural, males distinguish and stress particular
causes of entry into this female profession that is not traditional to males. These
are the so-called strategic and, at the same time, exceptional reasons — influence
of other people, failure, absence of career perspectives at the first profession, life
crisis. Entry into profession that is non-traditional to their gender was the result of
their crises of hegemonic masculinity: failure to comply with requirements and
expectations of society caused males run into crisis that could be overcome by
escaping a certain realm of ideal hegemonic masculinity and entering an
“unfamiliar” territory. Escape from traditional field and entry into new and unfamiliar
territory that was banned by norms doubtlessly caused certain pressure and
conflicts. In other articles (MazZeikiené and Dorelaitiené, 2011), we discuss the
internal dynamics of development of both professional and gender identity of our
participants, complexity and controversy of internal practices and subjectivity of
masculinity, their confusion between tradition masculine habitus and womanly
care, kindness and mercy, between internal aspirations and discourses and
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stereotypes prevailing in society. According to Giddens, turning points in life bring
not only opportunities, but also certain losses, and cause risk. As a result, such
controversies, internal dialogues, doubts, trade-offs emerge in biographical
narratives.

In their biographical narratives, participants of our research have discovered
conscious wish to take risks, hold dialogue about determining changes in their
lives, look for new opportunities in overcoming personal crisis. Biographies of our
participants demonstrate the example of empowerment, how biographies can be
fixed, how the participants dealt with and overcame crisis, how men could find
strength to undergo treatment, establish new social relations, enter new
professions, acquire new education after losing job, family, friends, good name and
alcohol and drug addiction. Continuing education in this particular context could be
understood as an important element of a new life, repair of biography. Professional
calling, sympathy, mercy are not only professional qualities and elements of
professional competence and result of learning, but also consequences of deep
existential transformation through suffering and choice.

Biographies with intertwining life, professional and educational journeys told
by our informants ontologically enable them to get an insight into their past and
answer the question about their identity. Such narrated life histories help
researchers epistemologically understand subjectivity of individuals who narrate
their lives, complex nature of lifelong learning and education processes, their
organic and, occasionally, conflicting relation with social structures and discourses.
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LINKING LIFELONG LEARNING
AND PARTICIPATORY ACTION RESEARCH
FOR EMPOWERMENT OF THE VULNERABLE

J. Ruskus

Introduction

Lifelong learning discourse becomes more and more relevant to the market-
oriented society challenges and different social issues. As Anderson (1999) affirms
lifelong learning is now viewed as both a social prerogative and economic
necessity. Hyland and Musson (2001) point out the commitment of policy-makers
to engage learner participation in learning opportunities throughout life. Leader
stresses that within further education the context for social inclusion is set by
government policy, which in turn informs inclusive learning strategies. It is
imperative that the underlying principles for meeting this agenda ensure equality of
opportunity through improved access to a curriculum that is socially inclusive. <...>
Accessible learning is a key policy for addressing the experiences of
disadvantaged individuals and communities (2003). The disadvantaged or
disempowered individuals and communities refer to the sustained experiences of
oppression and marginalization. Vinson (2006) describing different faces of
oppression refers to Young’'s (1992) definition of oppression, which means the
designation of the disadvantage and injustice some people suffer not because a
tyrannical power intends to keep them down, but because of the everyday
practices of the well-intentioned liberal society. According to Young, oppression
refers to structural phenomena that immobilize or reduce the group. For Vinson
such meanings present clear and significant ramifications for contemporary
citizenship education. The marginalization, taking Young's definition and Vinson's
interpretation, is the creation of people that the system labour markets cannot or
will not employ; it's the most dangerous form of oppression in which a whole
category of people is expelled from useful participation in social life, that potentially
subjected to severe material deprivation and even extermination; it deprives
dependent persons of rights and freedoms that others have and blocks such
opportunity to exercise capacities in socially defined and recognized ways. In this
sense, the emancipation and empowerment of persons who are at a higher risk
and have reduced ability to cope with negative impacts becomes one of the main
target of adult learning interventions and experiences.

Lifelong learning is more and more seen as means combating the
marginalization and oppression in the society also the social vulnerability and
disadvantage of people and their populations. Kruger-Ross (2011) stresses that
the intersection of oppression and adult education is vast, multiple and complex.
According to Kruger-Ross, combating oppression simultaneously informs goals
and values of adult learning, a philosophy of adult learning, and points towards
visions of social change and transformation. In this sense, the emancipatory and
transformative learning theory and practice appear as a highly and powerful
educational framework for empowerment of vulnerable and disadvantaged people
and social justice development. Moreover, in the past two decades a particular
research methodology which promotes the participation and emancipation of the so
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called oppressed, marginalized and vulnerable people has been developed.
Participatory action research seeks for the conscientization and in this way to
promote social change and transformation in all - individuals, social groups,
community and policy-levels. The participative, emancipatory and inclusive
character binds a participatory action research with adult learning.

The aim of the present analysis is to situate the participatory action research
in the vulnerable and disadvantaged adult learning objectives, contexts and
processes. The following questions for the analysis are raised: How do the
participatory action research and learning strategies intertwine in the inclusive and
emancipatory practice? How to manage the strengths and resources of the
oppressed people for changes in their lives? How does participation become an
emancipatory and transformative action? What values and objectives are guiding
the vulnerable and disadvantaged adult learning?

The article presents the framework of the emancipatory and transformative
adult learning, as well as the definition of the participatory action research
relevancy. The research in focus also covers the results of the two research
projects with the disadvantaged and vulnerable people in Lithuania.

Literature review.
Defining vulnerable and
disadvantaged people
and populations

Vulnerable people are those who are at a greater than normal risk of abuse.
In this article the definition of “vulnerable” proposed by Lancaster university
research ethics is used'. The vulnerable includes people who are in need of
community care services by reason of mental or other disability, age or illness, and
who is or may be unable to take care of him or herself, or unable to protect him or
herself against significant harm or exploration. Vulnerable adults can also include
such people as victims of domestic violence, homeless people, drug addicts,
victims of human trafficking as well as those who may be vulnerable due to their
sexual orientation. People who have undergone traumatic or adverse emotional
events are also vulnerable. People can be vulnerable simply by virtue of the group
to which they belong (or to which others consider them to belong), especially if that
group is socially stigmatized or marginalized. Examples include ethnic and
religious minorities, asylum seekers. Individuals may also be vulnerable through
being part of an institution. This is complex: institutional membership may carry
social stigma; moreover being institutionalized can diminish autonomy, thereby
making people vulnerable; and both of these aspects can interact with the personal
‘vulnerabilities’ that brought the individual into the institution in the first place.
Prisoners, for instance, may be ‘triply vulnerable’, experiencing the stigma of being
in prison, the loss of freedom and strong demands for compliance inherent in the
prison system, together with any personal vulnerabilities (e.g. prisons have high
prevalence of mental health problems, substance abuse, learning disabilities,

! There is recurred to the understanding of people ‘s vulnerability applied in Lancaster's
university social science research ethics (http://www.lancs.ac.uk/researchethics/4-2-
understandings.html)
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literacy problems and language problems). All the dimensions interact with each
other in complex ways. According to Mechanic and Tanner (2007) vulnerability
involves several interrelated dimensions: individual capacities and actions; the
availability or lack of intimate and instrumental support; and neighbourhood and
community resources that may facilitate or hinder personal coping and
interpersonal relationships. The trendy term “social capital” has commonly been
used to characterize the networks that link people together in useful ways (bridging
capital) and build reciprocity and social solidarity through shared norms and
loyalties (bonding capital). Mechanic and Tanner affirm that in the past decade or
two we have come to understand better that vulnerability is cumulative over the life
course. Early-life difficulties and their adverse effects interact with later events in
ways that increase the likelihood of poor adult outcomes. The welfare of
adolescents, young adults, and the elderly depends greatly on trajectories of
personal development, social and economic experiences of one’s family and
community, and stressors that may be unique to various age groups or to
communities at a particular time (2007).

Literature review.
Defining strengths perspective

Saleebey says that practicing from a strengths perspective means that
everything you do as a helper will be based on facilitating the discovery and
embellishment, exploration, and use of clients’ strengths and resources in the
service of helping them achieve their goals and realize their dreams (2002). This
approach is built on a salutogenetic model of health (Antonovsky, 1987) which
moves the conception of health from a pathological model that is focused on the
etiology of disease, to a global orientation that expresses the extent to which one
has a pervasive, enduring though dynamic feeling of confidence that (1) the stimuli
deriving from one's internal and external environments in the course of living are
structured, predictable, and explicable; (2) the resources are available to one to
meet the demands posed by these stimuli; and (3) these demands are challenges
worthy of investment and engagement. In this way, the salutogenetic approach and
strengths perspective proclaims that people should be treated as human beings,
not as problems to be solved. The strengths perspective is in clear line with the
humanist approach that humans have the capacity for growth and change.

The Saleebey’s (2002) strengths perspective defines some principles, which
are resumed by Strengths institute in School of Social Welfare in University of
Kansas (Strengths perspective): (1) Every individual, group, family, and community
has strengths. The Strengths Perspective focuses essentially on identifying,
mobilizing, and respecting the resources, assets, wisdom, and knowledge that
every person, family, group, or community has, as well as their potential for
transforming their experiences and lives; (2) Trauma and abuse, illness and
struggle, may be injurious but they may also be sources of challenge and
opportunity. The Strengths Perspective acknowledges that frequently people who
are facing adversity are resilient and resourceful and we should explore and learn
from their strategies to overcome adversity; (3) Assume that you do not know the
upper limits of the capacity to grow and change. People frequently are bound by an
assessment, diagnosis, or profile that has become a verdict or a sentence in their
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lives. By holding high expectations of clients and keeping an alliance with their
hopes, values, aspirations, and visions, we make an obvious deal with their
promise and possibility; (4) We best serve clients by collaborating with them. When
we approach clients as a helper or collaborator we work with clients rather than on
their cases. In the Strengths Perspective, clients’ voices are heard and valued at all
levels of intervention, including micro, mezzo, and macro levels, such as in practice
with individuals, families, and groups, communities, and in policy advocacy; (5)
Every environment is full of resources. Every environment is full of individuals,
families, informal groups, associations, and institutions willing to help others. There
are resources, partnerships, and strengths available in the community that are
ready to be used, while we engage in policy advocacy and social action in pursuit
of social justice and structural transformation; (6) Caring, caretaking, and context.
Human well-being is essentially related to caring. We should facilitate and assist
families, groups, and communities to care for their members. The Strengths
Perspective focuses, in a sense, also in caretaking, since this is related to hope.

Literature review.
Defining empowerment

Cornell Empowerment Group (1989) defined power as the capacity of some
persons and organizations to produce intended, foreseen and unforeseen effects
on others. At the individual level, powerlessness can be seen as the expectation of
the person that his/her own actions will be ineffective in influencing the outcome of
life events (Keiffer, 1984). According to Sadan (1984) empowerment is a process
whereby individuals achieve increasing control of various aspects of their lives and
participate in the community with dignity. Cruikshank (1993) argues that we make
ourselves governable by taking up the social goal of self-esteem. She says that a
link is established between the individual's goal of achieving self-esteem and social
goal of eliminating crime and welfare dependence. We are lead to believe that we
are self-determining, however, Pease (2002) affirms that we are being constituted
as political subjects. Michel Foucault (1979, in Sadan, 1984) proposes a grid that
should be laid over the site being researched, with the aid of which it will be
possible to analyze the relations in their specific local form. This grid has several
dimensions: (a) differentiation (what distinctions are made between workers and
clients, between healthy people and sick people, between rich and poor);
(b) objectives (power is always purposeful, so it is needed to examine its goals;
(c) realization (what is the technology and what are the mechanisms by means of
which authority is expressed and obedience achieved? Are the rules explicit and
clear, or vague, hinted at, and variable?) (d) Degrees of institutionalization
(individuation of private space; coding, routinization and synchronization of
activities); (e) Rationalization (what is the effectiveness of the tools available to
power? Do the mechanisms contribute to the achievement of the objectives of
power?).

Such definition of power implies the recognition of the different layers of
empowerment. According to Lord and Hutchison, the transition towards personal
empowerment is a uniquely individual and ongoing process. Attention should be
paid to each person's story, as well as to common themes across all participants.
The transition to empowerment did not produce a fixed end point; few people
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"became empowered" and never looked back (1993). Sadan (2004) stresses the
group as an important mean of empowerment. A group is the great vehicle for the
mutual help and critical consciousness education. Donaldson (2004) affirms that
such groups offer therapeutic benefits to participants such as increased levels of
self esteem, self-efficacy, and improved personal skills. Additionally, social action
groups have a transformative purpose focused on the systemic barriers affecting
group participants. In the groups the help of others is received and the help for
other is given. In the group the individual can experience the mutual influence;
there is transition from me to we. Lord and Hutchison (1993) affirm that personal
support is vital in expanding personal empowerment. Sometimes support from
people was the catalyst that enabled participants to begin the journey towards
more personal control. Lord and Hutchison's research results show that three main
types of support are particularly significant: (1) practical support (help that other
people provided during their struggle to become more empowered; the practical
support enables people to solve problems; (2) moral support (an ability to listen
was the quality that was most often identified as the basis of moral support); (3)
mentoring (mentors who are of the same sex and who have similar experiences).

Sadan describes community empowerment as an organized effort by people
who being poor in resources and social advantages from the starting-point, attempt
to influence the human environment, to achieve more control of their situation in
order to improve their lives (2004). Social service organization is one of the
opportunity and form of a community. For Donaldson, several categories contribute
to a social service agency being an ideal context for forming empowerment-
oriented social action groups. First of all, social workers commonly practice in non-
profit social service agencies addressing the needs of disadvantaged populations,
and have a professional mandate to combine interventions targeted to both
individuals and systems. Secondly, the existence of many social service agencies
arguably arises out of conditions generated by historical and institutional structural
oppression that need to be redressed through social action. So therefore, there is a
need for collective action. Third, social service agencies have access to the
experts on the effects of the structural oppression. Fourth, social service agencies
have organizational resources to help raise consciousness and/or frame issues
among agency clients, to provide education on action strategies and tactics, and to
facilitate organizing and mobilizing for collective action (2004).

At a political or macro level the development of critical consciousness of the
oppressed people is supposed. Sakamoto and Pitner stresses, with anti-
oppressive perspective, the structure of oppression and discrimination have
become the centre of analysis. Anti-oppressive perspective draws attention to the
more focused objective of challenging structural power dynamics in order to
eradicate various forms of oppression. <...> Anti oppressive perspective offers a
better conceptual model for understanding the multiplicity of oppression, privilege
and power dynamics at a structural level (2005). Anti-oppressive perspective
presumes a real change which enables a person to take part in the making of
decisions that affect his life. The convergence of transformative learning and action
research creates a highly favourable epistemological framework for developing
critical consciousness and real changes in the lives of individuals and social
groups.
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Literature review.
Defining adult learning

Transformative learning theory continues to be a growing area of study of
adult learning and has significant implications for the practice of teaching adults
(Taylor, 2008). The research and theory of transformative learning clearly
illuminates the rich, multi-focal, multi-layered nature of adult learning. For Dirkx
(1998), learning can contribute to fundamentally new ways of seeing and
understanding our experiences. Through educative experiences learners engage
and confront novel situations which question their existing assumptions, beliefs,
values or images of themselves or the world. Through the environments that are
both supportive and challenging, learners work together with each other and with
the educator to construct visions that are more meaningful and holistic, that leads
them to deeper engagements with themselves and the world. Through
connectedness with community transformative learning leads paradoxically to
deeper sense of one’s self as person, affirms Dirkx. Purcell (2006, p. 207) stresses
the fact that lifelong learning takes place in the community through a variety of
locations and processes. It can be delivered through formal learning programmes
on an outreach basis covering academic, vocational or recreational courses. It can
be through the knowledge and skills developed from voluntary service, community,
sporting and leisure activities; <...> community—based lifelong learning can also
take place through reflection of everyday tasks. Dirkx (1998, p. 1-2) points to the
fact that adult learning is understood largely as a means of adapting to the needs
and demands of the broader, socio-cultural context. According to him, whether it is
new information that the adults seek, new skills for a different job or ways of doing
their current jobs, relating to their children, self-improvement or greater involvement
in their community, these goals often represent desires on the part of individuals or
groups to adapt more effectively to demands they perceive within this context.
They represent an articulation with the past and enhancement of present
knowledge, skills, or abilities.

According to Purcell, social action learning takes place in the community
with the expressed purpose of promoting change. Alvares (1990, mentioned in
Purcel, 2006) sees social action as exploring of inter-connection between macro-
economic and micro political factors. She argues that learning in struggle links
educational interventions, learning, discursive practices, ideologies, micro politics
and political economy, with the process of emancipation at the centre. The key
point is that the social action is defined and led by members of the local community
and the learning is derived from what is necessary to know in order to transform
one’s own quality of life. Purcell (2006) affirms that in the focused discussion
groups moving from reflection to vision an understanding of social and cultural
processes will be gained. That is people see how hegemony operates and what
this has meant to terms in terms of creating their own boundary situations, <...> a
critical understanding develops, a thoughtful and more complete worldview
develops. Purcel defines learning and community activity as a social action, which
has links to emancipator and transformative education.
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Literature review.
Defining emancipatory and transformative learning

Paolo Freire (1970) articulated a theory of transformative learning which he
referred to as conscientizacao - conscientization or consciousness-raising.
Conscientization means breaking through prevailing mythologies to reach new
levels of awareness—in particular, awareness of oppression, being an "object" of
others’ will rather than a self-determining "subject.” The process of conscientization
involves recognizing contradictions through dialogue and becoming part of the
process of changing the world. Conscientization means the raising of
consciousness, an ongoing process by which a learner moves toward critical
consciousness. Paolo Freire’s ideas have had a significant impact on the adult
education, and especially a critical perspective in it. Freire’s pedagogy represents a
deepening awareness of both the sociocultural reality which shapes learners’ lives
and ... their capacity to transform that reality through action upon it (1970, p. 27).
Dirkx (1998, p. 3), resuming Paolo Freire’s contribution to adult education
development, states that his work is guided by a desire for political liberation and
freedom from oppression. Critical consciousness refers to a process in which
learners develop the ability analyze, pose questions, and take action on the social,
political, cultural, and economic contexts that influence and shape their lives.
Through dialog and problem-posing, learners develop awareness of structures
within their society that maybe contributing to inequality and oppression. Learning
helps adults develop a deeper understanding of the ways in which these social
structures shape and influence the ways they think about them themselves and the
world. The process consists of action and reflection in transactional or dialectical
relationship with each other. Freire says: “There is no true word that is not at the
same time a praxis. Thus, to speak a true word is to transform the world”. The word
and dialogue are the means of coping with silence and oppression, so the word
and dialogue become the part of the liberating educational culture. Freire argues
that education, through praxis, should foster freedom among the learners by
enabling them to reflect on their world and thereby, change it. For Freire,
transformative learning is emancipator and liberating at both personal and social
level. It provides us with voice, with the ability to name the world and, in so doing,
construct for ourselves the meaning of the world. The goal of emancipatory
learning is to free learners from the forces that limit their options and control over
their lives and to move them to take action to bring about social and political
change (Cranton 1994).

Jack Mezirow follows Paolo Freire and develops a distinct understanding of
what transformation means within the actions of adult learning. Mezirow's
transformative learning theory (1991) assists individuals in overcoming oppressive
beliefs and personal, primary assumptions through critical reflection (Kruger-Ross,
2011). Dirkx (1998), describing Mezirow's ideas, stresses the process of making
meaning from our experiences through reflection, critical reflection and critical self-
reflection. Mezirow named these processes as a perspective transformation to
reflect change within the core or central meaning structures (meaning
perspectives) through which we make sense of the day-to-dayness of our

experiences. Perspectives are made up of sets of beliefs, values and assumptions
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that we have acquired through our life experiences. These perspectives serve as a
lens through which we come to perceive and understand ourselves and the world
we inhabit. Through critical reflection we come to identify, assess, and possibly
reformulate key assumptions on which our perspectives are constructed. Like
Freire, Mezirow views knowledge as something that is constructed by the individual
in relation with others.

In Liberation through Consciousness Raising, Hart (1990, mentioned in
Purcel, 2006) identifies five principles that outline what she calls “enabling
conditions” for this consciousness raising work to succeed. These are: 1) the
learning groups needs to be representative of an oppressed or marginalized group;
2) The social experience of the groups needs to be relatively similar; 3) The
learning groups needs to develop on the basis on subjective experience; 4) There
must be motivation to critically reflect on subjective experience; 5) The learners
have to be able to create some distance between developing theory and personal
experience.

Literature review.
Defining participatory action research

Kurt Lewin (1948) first mentioned action research as bridging theory and
practice, incorporating planning, action and investigating the results of actions.
Boog argues action research as an emancipatory research which is designed to
improve the researched subjects’ capacities to solve problems, develop skills
(including professional skills), increase their chances of self-determination, and to
have more influence on the functioning and decision-making processes of
organizations and institutions from the context in which they act. Emancipation,
according Boog, implies that the generated results of action research are two-
sided. On the one hand are the specific improved action competencies of the
researched subjects in the local situation in the specific research project. On the
other hand are the general enhanced action competencies in other comparable
problematic situations in the future, sometimes even in broader contexts (2004).

Penuel and Freeman, summarizing different researchers, affirm that as the
name of this research strategy suggests, participatory action research has two
defining characteristics that make it different from other approaches to research.
First, participatory action research emphasizes that it is important that people (and
organizations) being "researched" be more than just "subjects" in a study. They
must participate actively in the definition of research problems, in collecting and
analyzing data, and in producing research reports. Secondly emphasis is on action,
or on producing knowledge that can be translated into “actionable steps” to
improve existing programs or organizational practices. The central idea, then, is to
produce knowledge that will be used to solve problems identified by both
researchers of programs and the people who run and participate in them (1997)

Baum, MacDougall, Smith (2006) stress that at the hearth of participatory
action research is collective, self reflective inquiry that researchers and participants
undertake, so they can understand and improve upon the practices in which they
participate and the situations in which they find themselves; the reflective process

is directly linked to action, influenced by understanding of history, culture, and local
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context and embedded in social relationships. According Kindon, Pain and Kesby
(2007), participatory action research is an umbrella term covering a variety of
participatory approaches to action-oriented research. In general, participatory
action research involves researchers and participants working together to examine
a problematic situation or action to change it for the better (Wadsworth, 1989, in
Kindon, Pain and Kesby (2007). Researchers and participants, as Kindon, Pain
and Keshy (2007) stress, identify an issue or situation in need of change, they then
initiate research that draws on capabilities and assets to precipitate action; both
researchers and participants reflect on, and learn from, this action and proceed to
a new cycle of research/action/reflection; together they develop context-specific
methods to facilitate these cycles. Participatory action research is therefore defined
as a combination of social investigation, educational work and action (Holman,
1987). Kindon, Pain and Kesby (2007), resuming different authors, describe
participatory action research as a collaborative process of research, education and
action oriented towards social transformation.

Mclintyre (2008) stresses the fact that there are underlying tenets that are
specific to the field of participatory action research and that inform the majority of
research projects: (a) a collective commitment to investigate an issue or problem,
(b) a desire to engage in self- and collective reflection to gain clarity about the
issue under investigation, (c) a joint decision to engage in individual and/or
collective action that leads to a useful solution that benefits the people involved,
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Two cases of

participatory action research

in Lithuania:

building new knowledge together

Case one. Revelation of key factors of lifelong learning for vulnerable
groups. The study on the need for lifelong learning for vulnerable people has been
performed under a research project “Activating citizen's participation in creating
knowledge and learning city by developing innovative culture” supported by the
Lithuanian State Science and Studies Foundation and supervised by Institute of
Education in Kaunas university of Technology. This study originally has been
published in the journal Socialiniai mokslai (Rudkus, Stuopyté, 2004). How people
representing different vulnerable populations represent their situation and need for
lifelong learning? — the researcher was guided by this question.

Representatives of the groups of people with mental and physical
disabilities, unemployed people, former convicts, families with multiple children,
families at risk, elderly people, homeless, former alcoholics, and immigrants were
invited to participate in the focus group in order to discover the insider's
perspective. The insider’'s perspective means that people can in the most relevant
way reflect their own lives and have subjective responses to life situations and
development. One full day 17 people from vulnerable populations participated in a
meaning-making process discovering the key factors of lifelong learning and
discussing the needs for learning. All statements have been recorded and
evaluated in the individual way by each participant. In the second stage
participants made an effort to group all statements into meaningful categories,
when categories reflect the key factors of lifelong learning for vulnerable people.

The representatives of the vulnerable social groups described several most
important factors conditioning their educational participation and lifelong learning. A
lack of social policy that would stimulate a person’s activeness, economical stress
that doesn’t leave time for interpersonal communication, and too high requirements
raised by the employers were considered to be the essential categories of lifelong
learning. Objective social structural factors became the reality of social
marginalization. When identifying the category ‘lifelong learning and participation in
a learning group is a response to the non-flexible formal system of learning’, the
participants confirm the principles and the essence of adult learning. Adult learning
is meaningful when people who strive for common goals of learning and who
already have a certain life experience gather and independently organize the
learning process. The need for lifelong learning was confirmed by the constructed
category ‘To teach what is (is going to be) useful in life’. It coheres with the
essential principle of andragogy of the pragmatic understanding of knowledge.
Another essential factor of lifelong learning of vulnerable people is communication.
When searching for possibilities in the environment and the labor market, social
seclusion groups become situated beyond the information network, they do not
participate in the information streams, they are simply separated from the
information about the opportunities situated in their life context. What is more,
vulnerable people feel also rejected by state institutions — they feel misunderstood
there, their problems are not only left unsolved, but even increase in number.
Being beyond the information network and facing the inaccessibility and hostility of
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state institutions, in turn, generate new social exclusion situations and practice.
Another revealed category of lifelong learning ‘Negative stereotypes shut the
passage to learning and employment’ demonstrates that such kind of people are
labelled, and therefore their educational participation becomes more problematic
compared to those who are not labelled as personally troubled. The essential
objective of lifelong learning of vulnerable people groups thus would be the de-
stigmatization of such people through revealing their human and educational
strengths and possibilities for education, work and citizen participation. These
disclosed categories of lifelong learning are subjective and reflect the
representations of the social exclusion groups. However, it is also obvious that
without the insider's view knowing the experiences and expectations of the
vulnerable people, the development of lifelong learning processes in the
community would remain speculative. Therefore the main input of the focus group
has been raising the awareness and consciousness of the vulnerable people
representing different oppressed and vulnerable population. The participants felt
active, involved, valued, creative and collaborative. At the end of meeting the
participants reflected on their contribution to the discovery of the key factors of
lifelong learning. The participants expressed their impression that it was nearly the
first time they felt listened to and heard. In addition, they themselves evaluated the
focus group as an explicit event of both social and educational participation also of
lifelong learning happening.

Case two. Designing strategies for reemployment of former convicts:
building new knowledge together. The research has been made under the
European community initiative EQUAL “Equal — Towards the Open Door.” What
strategies design together in the discussion - former convicts, employers, social
works and career consultants - for the reemployment of former convicts? The
research was performed in two stages. The exhaustive list of items and categories
representing different dimensions of reemployment of former convicts was the
result of the study. In the first stage former convicts, employers, social workers and
career consultants (N=30) together shared their experiences, perceptions and
expectations and designed reemployment strategies when brainstorming. In the
second stage on the basis of reflection in the first stage, the questionnaire was
constructed together with former convicts and the written survey was performed
(N=260).

In the first stage the focus group method was applied using the principles of
PAT-Miroir technique (Le Cardinal, Guyonnet, Pouzoullic, 1997). The main idea of
the method is that participants of the group interchange their roles and express
their possible fears, temptations and motivations for cooperation in the sense of
strengths perspective and then they develop the resources for cooperation with the
view to the main purpose of reemployment. The participants together named
different experiences and presentiments, after they in the thematic analyze way
constructed categories (factors) of reemployment in the way of thematic analysis.
In this way all participants are considered as experts in the equal status because
all the experiences and expectations are considered as important precondition for
the success of the purpose. Everything taken together creates a common
understanding. During the reflection in the group some important issues were
realized. It was discovered in the group how different presentiments of participants
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are having a lot of fears and temptations and little motivation for cooperation
between the actors of the reemployment process. The group agreed to emphasize
the strengths and possibilities and not fears and temptations, when increasing the
strengths means decreasing itself fears and temptations. In order for a former
convict to get employed, it is not sufficient to target at only former convicts
themselves, their personalities and abilities, but it is also vital to work with his/her
contexts, which can be the determinant factor of success or failure related to the
employment and social participation of former convicts. The main factors of
reemployment of former convicts have been designed. Family was defined as the
main and necessary emotional resource, thanks to which a former convict can
develop resilience, have motivation for changes, control him/her self and make
decisions. On the other hand, the family itself needs support. The support of a
former convict means the support in restoring and maintaining the relationship with
family member former convict, also the education of his/her family to provide
emotional assistance, strengthening their motivation and resilience.

Therefore, many things depend on the employer’'s attitude and his/her
determination to invest resources there. The possible employer's support could
that he/she in the beginning may take a new employee at least for the trial period,
supporting a former convict, while teaching him/her to follow disciplinary
requirements, to strive for new knowledge and to learn new skills. The support is
viewed more not like an individual or institutional initiative, but like coordinated
network. Information, consultation and networking mean sharing diverse resources.
Non-governmental organizations representing interests and rights of former
convicts would be a particular coordinator which would link various state and
private organizations to training, consultation and employment. The examples of
good experiences of reemployment should be disseminated there. The support
system would not only help? to avoid, but also to overcome complex situations, so
that the people involved do not lose their motivation and gain even better
communication, professional and other competences. So factors of preconceived
reliance and vulnerability of the involved persons and experienced situations were
emphasized in the group. Large possibility of failure, another factor, can be
overcome by clearly defined rules - another factor of employment success that was
named. One of the most vulnerable areas is the flexibility in assessing individual
case of a former convict. It is necessary, the participants stressed, to look for
methods which would better allow considering the individual situation and with help
not to become the hostage of rules and negative stereotypes. Labeling is a pitfall
which can be overcome acknowledging the prejudices, recognizing the past of the
former convict and targeting the environment’'s support, training, informing and
giving advice.

The dialogue of all stakeholders shall be treated as the key factor of a former
convict's empowerment development, his/her independence and reemployment.
First of all, the dialogue implies reciprocal relationship. To former convicts, who
have often experienced unequal relationships of powers, where they were either in
a clearly dominated or clearly dominating position, to learn to communicate
equally, without dominations is the essential condition of successful reemployment.
Secondly, the dialog implies an active action not only of the specialists but also of
the convicts themselves in determining their objectives for the future. The dialogue
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convicts; (c) self-regulation of former convicts envisages that the initiatives of
former convicts to integrate, study, work are supported, encouraged and realized,
their skills of independent life are encouraged; (d) supervision envisages that the
inspectors continue to implement measures assigned to them by the state and the
consultants perform further the functions defined in their job descriptions. The
inspectors and the consultants shall become psychological, social, especially
organizational resources due to their competencies.

Designing strategies, the opportunities and the trends of reemployment of
former convicts, the following objectives and measures can be identified by this
participatory action research and related to the theory of empowerment.

Firstly, to involve former convicts in the building of the reemployment
projects. The building of projects shall be treated as the measure and the objective.
Former convicts should be involved into preparation of projects as equal and active
stakeholders (project building as the measure). The building of projects will allow
former convicts to obtain the competencies of communication, cooperation, project
preparation, organization, which are often very new, will help the former convicts to
disintegrate from former unacceptable experiences and acquaintanceships and to
integrate into new experiences, new relationships. Work in project building and
implementation would help former convicts to know better public expectations,
opportunities and aspirations (project building as the objective). The projects of
reemployment could be various, starting from support on employment, acquisition
of new competencies to psychological help and self-assistance, establishment of
non-governmental organizations.

Secondly, to develop establishment and expansion of the non-governmental
organizations of former convicts. It is important to establish and develop the non-
governmental organizations of former convicts together with their fellow people and
professionals. The non-governmental organizations shall prepare the projects of
reemployment, shall render them to various institutions from sub-district level,
municipality to the government. The non-governmental organizations shall develop
the activities of self-assistance, which would anticipate the support of the former
convicts and their close people, who have experienced such reemployment and
have acquired new competencies, to other former convicts or their fellow people.

Thirdly, to develop education of general and professional competencies of
former convicts. It is important to affiliate with vocational and adult schools, in order
to integrate them in one or another form into the programs of general or vocational
education. The implementation of the temporary programs of professional skills
and practical work under the projects at the non-governmental organizations is
possible as well as the programs of general competencies and education of true-
life skills.

Forthly, to develop the network of information and consultation. The real
need is to collect continually updated data about the resources of psychological,
social, organizational assistance (specialists, institutions, projects), where people
could apply seeking for support. The information centre with collections of
information about training, education and employment opportunities could be a
good instrument for support.
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Conclusions

The linking of lifelong learning and participatory action research for
empowerment of the vulnerable is a fascinating and challenging initiative for the
researcher, as well as for other involved people. After some experiences of
participatory action research project together with vulnerable people, | assume
there are some substantial transformations which are happening within the
research group but also having some conceptual insights.

Methodological assumptions and attitudes held by the researcher are
transforming also while practicing participatory action research with vulnerable
people. There are ethical considerations when the researcher has to reflect and
probably to change his/her prejudices, because the researcher can traditionally act
on the pathological (or of personal troubles) attitudes, when participatory action
research demands for salutogenetic (or of personal strengths) attitudes. For the
vulnerable people there is often also a new experience of dialogical meeting with
the researcher when their experiences, arguments and proposals are considered
as valid and valuable. The insider's perspective uncloses a new - lived,
experienced, subjective and shared - background for knowledge.

The traditional way of knowledge creation is also transforming when
knowledge creation is the privilege attributed to the researchers and others and
especially vulnerable people are considered as a laymen (in the sense of
subjective and so invalid knowledge) or in the best way as an informants. Within
participatory action research the traditional hegemony in knowledge creation
disappears because knowledge doesn’t any longer belong only to the researchers.
In the case of participatory action research each participant is considered as
knowledge holder and generator when in the discussion and reflection the lived
experience and different understandings are shared and the common
understanding is created. The created knowledge has local nature but it represents
the complex reality where people live.

The objectives of the adult education are also transforming the participatory
action research process when the focus of education is transferred from learning
professional skills and attitudes towards rising consciousness. The participatory
action research promotes reflection on people’s experiences, awareness of the
power relation which influence people’s lives, critical understanding of the political,
economical and social conditions and the make sense of the personal experience.
Moreover, participatory action research encloses such objectives of adult
education as building of common understanding, valuation of the strength
perspective and finally construction of action for changes. Because of the reflection
in the group and changes, people acquire the increasing feeling of control and the
hope for changes and that is the core of the empowerment.

The traditional conception of the pedagogical interaction also changes
linking lifelong learning and participatory action research. There should be no more
education when the teacher has the privilege of knowledge and so he/she transfers
the objective knowledge to the a priori ignorant students. The traditional dialectic of
teacher-student is transformed by the dialectic of learners, where all participants
learn from each other when acquiring different perspectives of experiences and
solutions and designing action for changes. Each participant, including the
researcher, is teacher and learner, no one has hegemony of knowledge,
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knowledge is constructed together and that creates a new experience of
empowerment.
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METHODOLOGICAL CONSIDERATIONS
FOR QUALITY ASSURANCE IN LLL

V. Zydziunaite
N. Pileicikiene

Introduction. The LLL (LLL) is continuing education, which is never
complete as in today’'s global environment, any worthwhile (self)education is an
(self)education for uncertainty — (self)preparing people who are flexible, adaptable,
and multiskilled (Louisy, 2010). LLL is based on idea that individuals with more
experience are generally believed to have accumulated knowledge and skills
during years in practice and therefore to deliver high-quality activities and actions.
However, research evidence suggests that there is an inverse relationship between
number of years that a specialist / professional have been in practice and quality of
activity that the specialists provide (Choudhry et al., 2005). LLL first of all is
understood as non-formal education, which is stipulated first of all by the learner
him/herself. From this point onwards the individual’'s most important life-skill is
commitment as individuals must maintain their employability in an open mobile
world that is changing rapidly around them, and their primary source of new
knowledge and new competencies is no longer only formal instruction by experts;
professionals rather learn through their activity in and beyond the workplace (Dill,
2000; Maffioli & Augusti, 2003). LLL is closely related to issues, namely the
integration of the quality dimension in internationalization policies n and the
adaptation of quality assurance (QA) policies and practices to an increasingly
international environment. It is sill questionable and challenging methodological
issue in internationalization and QA ‘How LLL outcomes and achievements
especially acquired in non-formal way could be recognized in international arena
on the basic of valid and reliable QA methodology? How could be integrated
internationalization and QA in LLL through methodologically valid decisions?’
Internationalization policies and practices of LLL are lacking a QA dimension and
QA approaches are too much confined to national contexts (Van Damme, 2000).

QA is a process with communication activities in LLL that are problematic as
they do not have common dimensions and are related also to quality
enhancement. QA and quality enhancement are often contradictory dimensions
(Ratcliff, 2003). The quality processes as personal and social constructs should be
better understood in order actors in higher education such as faculty members,
academic leaders, and accreditators do not find themselves in roles that are either
logically or functionally contradictory when they are involved into QA of LLL and do
not have deep understanding about its importance in institutional QA. The
formative and summative purposes of QA assessment are confusing in LLL
practice and as a consequence assessment fails to have a truly formative role in
LLL, and especially in relation to deep learning strategy. The requirements of
assessment for formative and summative purposes differ in reliability, the reference
base of judgments and the focus of the information used. This challenges the
assumption that summative judgments can be formed by simple summation of
formative ones (Harlem & James, 1997; Milliken & Colohan, 2007). Perhaps a
system of formal qualifications cannot provide the general infrastructure of
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common language and practice in LLL across Europe especially with the focus on
QA methodology. Nevertheless a flexible system to record learning, which can be
interpreted quantitatively by higher education institutions for the award of credit
towards additional qualifications, has potential as motivator (Maffioli & Augusti,
2003).

Most of published research resources concerning QA are tended to be
focusing on formal education whatever it is context of secondary and post-
secondary education, and higher education (e.g., Aldridge & Rowley, 1998; Cheng,
1999; Sahney & Karunes, 2004; Tight, 2004; Kivistd, 2005; Saarinen, 2005;
Turner, 2006; Morley & Aynsley, 2007; Cardoso et al., 2008; Muilenburg & Berge,
2009; Shin & Harman, 2009; Law, 2010; Pratasavitskaya & Stensaker, 2010). Not
rare the question of QA is related to processes or functions such as teaching,
managing or monitoring and in most research studies QA is a subject of
guantitative survey with participation of students, teachers / academic personnel.
Also from analyzed research resources is evident that QA is still not the
methodological focus in education in general and in LLL specific. This article is an
attempt to describe theoretically two dimensions — European / international and
national / local as two general modes to start the discussion on methodology of QA
in LLL. In every dimension are provided the possible criterions that are important to
rethink by establishing the QA methodology for LLL; the possible issues of QA
methodology for LLL are provided in ‘Discussion’ part.

Aim of the descriptive study is to characterize the methodological
considerations concerning QA for LLL with the core focus on Bologna Declaration
(1999), European (EU) and Lithuanian contexts.

Methods in conceptual study are applied two, such as theoretical analysis
(Havnes, 2004; Robbins et al., 2004) and document analysis (Anfara et al., 2002).

Imperatives for quality assurance
in lifelong learning in the EU

Council of the European Union in its document of conclusions on the role of
education and training in the implementation of the ‘Europe 2020’ strategy (Council
of the European Union, 2011) has underlined that a fundamental role in achieving
the ‘Europe 2020' objectives (i.e., equipping citizens with the skills and
competences required for European economy and society in order to assure
inclusive growth, remain competitive and innovative, develop social cohesion and
inclusion) is devoted for education and training. It is forecasted that by 2020, 35%
of all jobs in the European Union (EU) labor market will require staff with high-level
gualifications; at the moment only 26% of the EU workforce has a particular
qualification (European Commission, 2011). In this perspective higher education
institutions are seen as crucial partners in developing the strategy of the EU.
Starting with Bologna Declaration (1999), the EU develops a strategy to meet
Europe's higher education challenges with regard of LLL; it goes beyond national
borders of the countries and is placed in the framework of internationalization. The
policy at European level — at common European Higher Education Area — is
directed to meet above mentioned goals of ‘Europe 2020. The need for
development is obvious: higher education attainment of adult population (25-64
years old) in the EU is much lower than in the US and Japan: 24 % in Europe and
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40 % in both the US and Japan (Council of the European Union, European
Commission, 2010).

The picture of strategic components of European Higher Education Area,
among others, includes common system of QA and development of LLL. The need
of LLL development was stressed in Prague Communiqué (2001) as well as
Leuven Communiqué (2009). The striving for high quality education process as
well as its outcomes and outputs is the main target of Bologna process, underlined
since Bergen Communiqué (2003). Despite the progress made so far, both issues
remain strategic for the development of European Higher Education Area beyond
2010 (BFUG, 2009). European Commission in the agenda of Europe higher
education modernization (2011) declares the need of reforms in two key areas —
LLL and QA: “to increase the quantity of higher education graduates at all levels; to
enhance the quality and relevance of human capital development in higher
education* (European Commission, 2011: 3). Seeking to be effective in the
development of LLL European higher education institutions provided a European
Universities’ Charter on Lifelong Learning (EUA, 2008) (Charter) in addressing the
development of LLL agenda. The commitments of the Charter are addressed to
universities and governments which ensure to provide suitable environment for
universities in development of their input to LLL. The Charter expresses the idea
that the main challenge for higher education institutions is to wider educational
services to the learners of all age and throughout their lives. The extend range of
learners drives the quality of education to become the key strategic issue, which is
regarded through the establishment of systems for fair assessment and validation
of all forms of prior learning, and providing relevant, creative and innovative
educational programs. Such determination of the quality is available after the initial
elements of the European Higher Education Area are set out, which allow to ease
the recognition and comparison of higher education systems and degrees of
European states. Thus, one point is that LLL and QA of higher education cannot be
treated as separate elements — they are to be developed in a unity. LLL provided
by high quality education and training are essential to enable all individuals to
acquire the skills that are relevant to the labor market, social inclusion and active
citizenship (Council of the European Union, European Commission, 2010). Another
point is that quality in LLL can be viewed in many different ways: it can be
considered at not only at policy, but also at institutional, program or personal
learning level and can examine management or educational processes; besides it
can be viewed internally or externally.

Dimension 1:
European context

In this subchapter the QA in LLL at policy level is examined since the policy
imperatives are the first prerequisites for action development. Taking this idea into
account the structural reforms of the Bologna process are a treated as a crucial in
order to organize the complex diversity of European countries into a common
system of European Higher Education Area. It aims to establish a real
transparency among European higher education institutions, which is seen as the
primary condition for the quality in both initial and continuous education. The
quality and appropriate its assurance mechanisms are the main precondition for
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European higher education institutions’ competitiveness across the world and
higher welfare of the citizens, i.e. for the achievement of above mentioned strategic
goals. The term quality has number definitions (Harvey & Green, 1993; Newton,
2007; Blattler et al., 2011). Most common for the quality of LLL provided at higher
education institutions are the fitness for purpose and the fitness of purpose
(Newton, 2007; Blattler et al., 2011). It is important to underline the distinction here
— the quality is to be distinguished from quality assurance which is the process to
assure certain standard of quality. In the study of European University Association
quality assurance and its European system is viewed as an instrument for
reinforcement of European Higher Education Area: it “is a tool for addressing the
complexities of European higher education. Europe has defined a set of shared
principles but there is no shared definition of quality whether across Europe or
even within a single institution. This diversity of definitions must be maintained
within a European set of common principles and a common framework for quality
assurance.” (Blater et al., 2011 : 21).

Seeking to assure the quality through the unity, the Bologna process aims at
clear means and instruments for systematization educational processes and
outputs of various European countries’ systems. The main Bologna reform
elements — criteria — that build the European Higher Education Area are such as:
degree structure, European Credit Transfer and Accumulation System (ECTS),
system of qualification frameworks, guidelines for QA, recognition, tools for
students and staff mobility. According to the Bologna Process implementation
assessment report (CHEPS, 2010) most of the 46 countries that ministers have
signed Bologna declaration (1999), have adopted new higher education legislation
to regulate elements of the Bologna Process that drives different European Higher
Education Area countries to the united concept of QA of higher education and
there developed LLL.

Criterion 1: Three-cycle Degree Structure. Degree structure, namely
Bachelor, Master, and Doctoral, shape higher education studies into a structure of
commonly described degrees in terms of duration and student workload
(expresses in ECTS credits). The degree structure is applied for formalization of
LLL. Despite different national Bologna countries interpretations related to the
nature and purposes of the three cycles, the success for the degree system is
reached. With light variations all Bologna countries have adopted the system of
two/ three cycle degree, (Cheps, 2010; Eurydice, 2010).

Criterion 2: European Credit Transfer and Accumulation System.
European Credit Transfer and Accumulation System (ECTS) is a codex used for
recognition of studies. It is based on curriculum transparency and rules of progress
assessment in different European countries as well as different higher education
sectors and education institutions. The ECTS provides the rules to measure
student’s workload in terms of study time required to achieve learning outcomes
(ECTS Users’ Guide, 2009). Thus, the ECTS can be interpreted as an instrument
to “quantify” the student’s workload to make comparisons of the students’ activities
across different higher education institutions in the European Higher Education
Area easier. The ECTS can also be conceived of as a tool to qualify studies. It
attempts to redefine curriculum in terms of competencies in line with national
European countries qualification frameworks, which goes along with the European
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Qualification Framework for Lifelong Learning (European Parliament, 2008). With
Bologna reforms the European countries have started to introduce the ECTS in
their higher education systems, but they are on the different stage of its
development: some of the counties fully develop the ECTS; the others are in
transition, and the rest use national, but ECTS-compatible systems. According to
the Bologna reforms implementation assessment reports (Rauhvargers et al.,
2009; Cheps, 2010) the usage of ECTS is mainly developed in the formal —
regulatory — level, but the use of ECTS in higher education institutions and their
study programs (i.e. the links of ECTS credits with student workload and learning
outcomes) is not sufficient (it has been fully attained in only 12 counties). The
correct use of the ECTS is still an important issue; as incorrect or superficial use of
ECTS hinders the re-structuring of curriculum, the development of flexible learning
paths for students, make both mobility and recognition more difficult and QA in LLL
more complicated (Crosier et al., 2007). The above mentioned elements of
European Higher Education Area of QA in LLL — three-cycle degree structure and
the ECTS — are tightly linked with each other. The Bologna counties agreed on the
determination of degree cycles by the ECTS: the first cycle (Bachelor) contains of
the range of 180-240 credits in ECTS and the second (Master) — contains of 60—
120 credits.

Criterion 3: Diploma Supplement. The other European Higher Education
Area’s tool for facilitating mobility, flexibility and recognition of studies is a Diploma
Supplement. The Berlin Communiqué (2003) stated that all students should be
issued a Diploma Supplement free of charge by 2005, since the efficiency of
Diploma Supplement was evident: it is a tool for LLL and qualification recognition
policies and practice. The Diploma Supplement is tightly linked with the ECTS. The
Supplement contains information about nature, level and content of studies (names
of courses, forms of courses, marks) as well as additional information about
specializations, internships and achievements. The Diploma Supplement is being
implemented but not as widely as would have been expected (Rauhvargers et al.,
2009). The Diploma Supplement is issued automatically and free of charge in most
higher education institutions in 30 out of 46 Bologna countries. Nevertheless, this
practice needs further attention since it is tightly linked with other elements of
European Higher Education Area such as quality assurance (Cheps, 2010).

Criterion 4: European Qualifications Framework for Lifelong Learning.
The European qualification framework (EQF), approved in 2008, is a consensus on
ECTS credits, levels, learning outcomes, generic types of qualifications and
education systems. The EQF consists of three main elements: 1) eight levels
structure described by common reference points — learning outcomes; 2) a range
of tools that address the needs of a person (ECTS for LLL, Europass, Ploteus
database) that support the levels; 3) a set of common principles and procedures
that provide guidelines for cooperation between stakeholders at different levels
(European Parliament, 2008). Qualifications at each level of the EQF are described
by three types of learning outcomes: knowledge; skills; personal and professional
outcomes. Learning outcomes of each level are to be related to qualifications in
national qualification frameworks of European countries, therefore they are not
detailed in specific, as these are national responsibilities. The EQF is designed as
a meta-framework aiming to facilitate the connections between national
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gualifications frameworks and leading to transparency of qualifications and awards.
National qualification frameworks (NQF) of the European countries were intended
to be developed by 2010. “Eight higher education systems have self-certified
national qualification frameworks; the others should be finished by 2012. The
extension of the deadline shows that more effort than planned is required (Cheps,
2010). The EQF and NQF build European LLL system that encompasses all
sectors, levels and types of education and provides a background for QA. Thus the
link between LLL and qualifications systems is evident from the perspective of two
features: its systemic nature and emphasis on all forms of learning (formal, non-
formal, and in-formal). A qualifications system “articulates which forms of learning
form part of the qualifications systems and how they are standardized, recognized
and valued by individuals, the economy and society. A qualifications system can
facilitate the individual in navigating along these pathways or can be a deterrent,
depending on what incentives or disincentives it provides (OECD, 2007 : 10).

Criterion 5: Level Descriptors of Higher Education for Lifelong
Learning. The Joint Quality Initiative has developed sets of general descriptors —
Dublin Descriptors (2005) — for each of three cycles of higher education —
Bachelor, Master and Doctoral. The initiative strived for QA of study programs
making a distinction between levels for a cycle as well as within a cycle. Each level
of higher education is described by level descriptors. The Dublin descriptors
present five criteria of differentiating between cycles of higher education:
knowledge and understanding, applying knowledge and understanding, making
judgments, communication, learning skills. The descriptors do not include any
national particularities since it carries the same function as EQF of being meta-
framework. Important to note, that the use of the Dublin descriptors do not hinder
any national, regional or local requirements. It should be used additionally, cross-
referenced to more detailed program profiles or specifications in order to help
standardization and QA in LLL of Bologna countries higher education systems. The
Joint Quality Initiative assumed a wide variety of study programs of different
Bologna countries leading to awards, differing in learning outcomes, content,
delivery and nomenclature. For this reason it is assumed that Dublin descriptors
are to be treated as reference points for identification of skills, abilities and qualities
possessed by Bachelor, Master and Doctoral degree holders who have been
formally awarded them within the European Higher Education Area share the
sense of LLL.

Criterion 6: Standardization of Quality Assurance in Lifelong Learning.
European Standards and Guidelines for Quality Assurance in Higher Education
(ESG) in the European Higher Education Area have been adopted by the
European Ministers for Education in Bergen in 2005 (ENQA, 2009). The ESG are
based on a number of basic principles about QA for both initial and continuous
higher education in the European Higher Education Area. According to Report on
Bologna Process Implementation Assessment (Cheps, 2010) all countries except
one apply internal and external QA on a system-wide scale. The extent to which
these QA systems as well as higher education institutions substantially comply with
the ESG is not clear and further evaluations are needed. Trends 2010 Report
(Sursock & Smidt, 2010) note eight Bologna countries, which debate on ESG in
development of the national QA system. Obviously, the application of compatible
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QA systems does not guarantee the delivery of compatible quality of education in
European Higher Education Area; it is the first step. The latter must result from
combining meaningful learning outcomes of study programs linked with ECTS and
qualifications frameworks both EQF and NQF (Cheps, 2010). Such coherence
drives the QA and transparency of formalization of non-formal and informal
learning for LLL.

The standardization of QA at European level is of key importance. The E4,
which includes ENQA (European Association for Quality Assurance in Higher
Education), ESU (European Students Union), EUA (Association of European
Institutions of Higher Education) and EURASHE (European Association of
Institutions in Higher Education), is the example of the fruitful cooperation in higher
education QA at European level. E4 initiated and founded the European Quality
Assurance Register for Higher Education (EQAR), which publishes and manages
“A register of quality assurance agencies that substantially comply with the
European Standards and Guidelines for Quality Assurance to provide the public
with clear and reliable information on quality assurance agencies operating in
Europe” (EQAR, 2012). The EQAR is established (in 2008) and operatives in order
to reduce opportunities for “accreditation mills” to gain credibility, provide a basis
for governments and higher education institutions to choose any agency from the
Register, if that is compatible with national arrangements; promote student mobility
(EQAR, 2012). As of January, 2012, EQAR lists twenty-eight QA agencies, active
in twelve European countries.

The Bologna process and in its ‘quality assurance policy’ aims to harmonize
the systems in national higher education. The European dimension offers the
benefits of larger scale operation, greater diversity and intellectual richness of
resources, also opportunities for cooperation and competition between institutions
in various countries when developing QA in LLL. Nevertheless “One of the
characteristics of the Bologna process is that it simultaneously emphasizes the
local and the trans-national dimension of higher education QA. The task of the
national level is to match the demands of comparability with the translational level
and the individual QA systems of local universities and other institutions” (Saarinen
2005 : 200).

Dimension 2:
National — Lithuanian context

National systems of higher education within the European Higher Education
Area differ in number of parameters (size, types, structure of organisation, fields of
research, etc). Different European cultural heritage defined by historical,
philosophical and cultural perspectives is another important reason for the diversity
of the Bologna countries. On the other hand, European higher education
institutions share common traditional academic and “new” values (institutional
autonomy, freedom in teaching and research, meeting society needs, and equity,
inclusiveness, interdisciplinary, intercultural and inter-religious dialogue,
partnership, etc.) (Zgaga, 2006). Thus standardization of European countries
higher education systems is a challenging since national and institutional oneness
are to be preserved.
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In this subchapter the QA in LLL at national Bolognha policy implementation
level is presented. In order to be precise, the picture of Lithuanian QA in LLL the
context is to be drawn. Policy making bodies in Lithuanian higher education with
respect for both initial and continuous education are such as the Parliament, the
Cabinet of the Government and the Ministry of Education and Science. The role of
national policy advisory bodies is dedicated for the Science Council of Lithuania
the Academy of Science, and the intermediary (between state and higher
education institution) functions are provided to the Centre for Quality Evaluation in
Higher Education. The representative body of university type institutions is the
Rectors’ conference, and of non-university type institutions is the Directors’
conference. The Centre for Quality Evaluation in Higher Education implements the
external QA policy in research and higher education in Lithuania. This institution
aims at implementation of accreditation, evaluation of quality at institutional and
program level, as well as on approval of new programs in higher education
institutions and establishment of new higher education institutions. The Centre for
Quality Evaluation in Higher Education is not registered in the European Quality
Assurance Register for Higher Education (EQAR), but it is a member of the
European Network of Quality Assurance (ENQA) and fulfils the role of ENIC/NARIC
in Lithuania.

Criterion 1: Three Cycle Structure. Lithuania has a binary structure of
higher education, which consists of two different types of institutions: university and
non-university so called the colleges (both of them are public and private). Three-
cycle degree structure, which was presented above by names of Bachelor, Master,
and Doctorate, had been successfully implemented under the Bologna process
(under Higher Education Law of 2000) in Lithuania. Non-university higher
education institutions develop first cycle studies (Professional Bachelor Degree),
while the university type institutions — all three cycle studies. First cycle studies
lead to a Bachelor degree and/or professional qualification; it composes of 180—
240 ECTS credits and is requested of 3-4 years of attainment. Just university
Bachelor degree give access to the second cycle studies. Second cycle studies
lead to a Master degree or to professional qualification and provides an access to
the third cycle studies; it composes of 90-120 ECTS credits and is requested of
1.5-2 years of attainment. Third cycle studies encompasses three different types:
1) doctoral (PhD) studies that lead to a research degree; 2) residency (Medicine,
Odontology, and Veterinary Medicine) that lead to a professional qualification; 3)
arts residency studies — that devoted for the training and specialization of artists
and leading to a art licentiate degree.

Criterion 2: European Credit Transfer and Accumulation System at
National Level. According to the Law on Studies and Research (2009) ECTS is
developed as a compulsory credit accumulation and transfer system in Lithuania.
Since the academic year 2011/12 all the programs of higher education are
described in the credits of ECTS.

Criterion 3: Diploma Supplement. In Lithuania from academic years of
2005/06 a Diploma Supplement is attached to each first, second and third cycle
diploma and issued automatically free of charge in national and in one of the
official languages of the European Union (most often English, German or French).
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Lithuanian graduates who completed studies earlier than 2005 may apply for a
similar document called “Information about the course of studies”.

Criterion 4: Lithuanian National Qualification Framework. The National
Qualification Framework (NQF) is considered as the totality of qualifications
corresponding to the country’s labor market needs, based on the national
qualifications structure, developed and supported by planning, provision and
assessment of formal, non-formal and informal learning/ study achievements,
recognition of qualifications, as well as educational management and quality
assurance processes. The concept of the NQF emphasizes that the framework is
to be regarded as a strategic tool suitable for supporting individual LLL and career
planning on the one hand, and as a reference for helping education providers in
developing learning and study programs on the other. The NQF is to be related to
the EQF and serves for assessing achievements and comparing qualifications
provided for the employees at the national and / or European level. Lithuanian
Qualification Framework (LTQF) (approved by the Government of the Republic of
Lithuania, 2010) indicates qualifications ranked to the levels that are identified
according the complexity and nature of activity. Following the principles of NQF
development it has been considered that eight qualifications levels is an
appropriate number for LTQF. The choice of number has been based on findings
of labor market research, analysis of work processes, educational practice and
results of reflective analysis. Besides, eight qualifications levels of LTQF bring
Lithuanian structure of qualifications into a compatible system of qualifications in
the EQF.

The qualification levels of LTQF are allocated hierarchically and cover the
entire range of qualifications from the qualifications acquired at secondary schools,
secondary vocational training and labor market training institutions up to the higher
education qualifications. The levels were developed in order to distinguish different
sectors in which qualification could be gained (Kaminskiené, 2011): level 1 reflect
general readiness for activities, not lower than that which is provided in the
curricula of primary and lower secondary education, without special vocational
training; level 2 — level 4 make provisions for special vocational training within the
system of vocational education and training or in the workplace; level 5 is an
interim level between vocational and higher education qualifications; level 6 — level
8 include qualifications attributed to higher education system. The levels include
the qualifications acquired both through non-formal and informal learning as well as
through the use of other LLL opportunities. As it is mentioned in analysis document
.Referencing Lithuanian Qualifications System to the European Qualifications
Framework for LLL” (Kaminskiené, 2011) LTQF is not sufficiently enough oriented
towards LLL. In the EQF lifelong learning opportune are assured significantly since
in all the EQF descriptors (with exception of level 1), it is indicated that a certain
gualification may be applied not only at a job place, but also for further learning.
This is the reason of it's officially name — the European Qualifications Framework
for LLL. In the LTQF case levels descriptors are directed towards vocational
activities. The other challenge for LTQF and qualification awards will be to link all
the graduates awarded the degrees that acquired them before regulation of LTQF,
i.e. refer the Lithuanian qualifications system to the EQF and make it clear how the
LQF relates to the existing Lithuanian Qualification System.
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Criterion 5: Level Descriptors of Higher Education for Lifelong
Learning. Lithuanian Higher Education Level Descriptors were approved by the
order of the Minister of Education and Science recently, in 2011. Lithuanian level
descriptors have the same aim as Dublin descriptors of European level just include
national particularities. Also, Lithuanian level descriptors as the Dublin descriptors
describe levels in five criteria that distinguish the cycles (the types of criteria differ):
knowledge and their application, skills of research implementation, special skills,
social skills and personal skills.

The analysis of the coherence of level descriptors and EQF as well as LTQF
show that education in higher education institutions is provided from the sixth to the
eighth level of EQF as well as LTQF: the first cycle programs (at university and
college type higher education institutions) are designed for the sixth level, the
second cycle programs — for the seventh, doctoral programs — for the eighth level
of qualification framework. The analysis of LTQF and Dublin Descriptors as well as
Lithuanian level descriptors demonstrates that requirements for LTQF levels sixth,
seventh and eight match the descriptors of the first, second and third cycle. This
gives a proof that Lithuanian higher education system has made steps for the
development of LLL Framework for Lithuanian in European Higher Education Area.

Criterion 6: Standardization of Quality Assurance in Lifelong Learning.
The aim of the Strategy for Assuring LLL in Lithuania (2008) is to define
development directions and implementation measures of LLL. The strategy
presents the guidelines for the development of comprehensive, coherent and
efficient LLL system in correspondence with the national priorities and individual
needs that creates opportunities to acquire, update or change qualification as well
as certain competences for better employment, integration into the society and
improvement of life quality. The other document of strategic importance for QA in
LLL is the National Education Strategy 2003-2012 (2003), which underlines that
the mission of education is to “create conditions enabling LLL, which encompasses
continuous satisfaction of cognitive needs, seeking to acquire new competences
and qualifications that are necessary for the professional career and meaningful
life“. The state level regulation of LLL policy is determined by several national legal
acts: Law on Non-formal Education (1998), Law on Education (2003), Law on
vocational education and training (2007), Law on Support for Employment (2006),
Law on Higher Education (2000), Law on Studies and Research (2009). Thus legal
basis the Republic of Lithuania provides the conditions assuring quality in LLL in
vocational and higher education systems in a number of ways: by creation of an
integrated lifelong education area, expanding financial LLL opportunities, providing
favorable conditions for learning and studying throughout all educational cycles
and etc.

In Lithuanian country report on the action plan on adult learning (GHK,
Research voor Beleid, 2011) five priorities for action plan on development of LLL
guality assurance are presented: 1) analyse effects of reforms in other educational
sectors on adult learning; 2) improve the quality of provision and staffing; 3)
improve the quality of provision “second chance” education and staffing; 4) develop
the assessment and recognition of non-formal and informal learning for
disadvantaged groups; 5) improve the monitoring of the adult learning sector.

The role of higher education in LLL quality assurance is crucial.
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The “role of the university lies in its ability to open access to knowledge and
its benefits to a wider a range of individuals as much as possible. The university
would also be the institution that seeks to be the first to identify and define future
developments and problems and to offer solutions to complex societal concerns. In
this model the university tries to engage in a dialogue with regional actors in order
to identify their needs and respond to them (Reichert, 2009: 22). Higher education
institution and its external partners form “strategic alliance” for the main actions of
quality assurance in LLL: collaboration in research, mentoring/ recruiting, and
continuing professional development. In its turn, QA of higher education institution
is in its hands. European Standards and Guidelines for Quality Assurance in
Higher Education (ESG), mentioned in previous chapter, indicates that higher
education institutions have the primary responsibility for the quality of their
provision and its assurance” (European Association for Quality Assurance in
Higher Education, 2009: 24). Lithuanian laws on higher education (Law on Studies
and Research, 2009; Law on Higher Education, 2000) echoes this provision.

The Centre for Quality Evaluation in Higher Education of Lithuania is
responsible for QA procedures (including periodic accreditation of higher education
institutions and their study programs) as well as for supporting higher education
institutions in development of their internal QA mechanisms. External QA
procedures are implemented taking into account processes of the internal QA. The
same legal regulations are applied for both the state and non-state institutions
which have to meet the same quality standards during external quality evaluation.
Various means are employed to meet international as well as harmonization
requirements. However, European Commission indicates (2011 : 2) “there is no
single excellence model: Europe needs a wide diversity of higher education
institutions, and each must pursue excellence in line with its mission and strategic
priorities.

Discussion:
methodological issues
in quality assurance
for lifelong learning

Accountability, compliance and, in some countries, control are much more
frequent rationales for external monitoring than improvement. Research on the
impact of QA monitoring is difficult because it is impossible to control all relevant
factors to be able to map causal relationships. Such a positivist-based endeavor is
a device that ignores the complexity and the wider socio-political context of the QA.
QA is about compliance and accountability and has, in itself, contributed little to
any effective transformation of the learning experience, which is valued in LLL.
Where changes to the learner's experience have taken place, this has arguably
been the result of factors other than the external QA monitoring: at best the
existence of the latter provides a legitimating for internally-driven innovation. If QA
evaluation is to be transformed to make it transforming it is time to reclaim QA
evaluation with the focus on internal processes and motivators (Harvey & Newton,
2004). QA evaluation needs to adopt appropriate research methodologies in which
general (EU / international) and specific (national) dimensions should be integrated
on EU-driven criterions, which are based on recognition of prior learning
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(experienced through self-directed / self-managed / self-regulated learning and
self-studies / self-teaching / independent learning) through some main objectives of
Bologna Declaration (1999 in Bologna Declaration on the European Space on
Higher Education: an explanation, 2000) such as: (1) adoption of a common
framework of readable and comparable degrees; (2) implementation of the
European Credit Transfer System (ECTS); (3) elimination of obstacles to free
movement of students and teachers; (4) inclusion of a European dimension into the
QA of higher education. These mentioned objectives could not be mechanically
shifted into LLL as a process and should be modeled and transformed in order
would be useful for methodology of QA in LLL.

In this context here could be mentioned several issues.

First issue is that the common framework with EU dimensions could be
established and adopted for accepting prior learning in LLL. But QA methodology
of this framework and attempts to relate prior learning to degrees would be
complicated as validity and reliability of assessments and evaluations used in QA
for LLL has no the EU or general denominator and every country uses evaluations
under history-, policy-, tradition- based routines and these processes are not about
simple technical and / or mechanical procedures (Bath et al., 2004).

Second issue is related to learners’ possibility to fulfill the Bologna
Declaration (1999) point concerning readable and comparable degrees through
LLL. It is logic that adult learners through their working and life careers get
knowledge, skills, abilities, attitudes and values, as we say competencies. This is
an idea of work- and reflection-based non-formal self-directed / regulated learning.
Then endeavors to make it visible and recognized formally is right idea from
educational standpoint as it opens possibilities to implement the idea of liberal
learning and its recognition, and anticipates equal opportunities through LLL
(Morley, 2005). But people learn through work and life in various work / activity and
country / state contexts with variety of standards for work / activity then
acceptability of prior learning from one country and its formal evaluation and
acceptance in other country is rather than complicated because of lack QA
methodology with comparable dimensions, criterions. This aspect doubts
concerning possibility to implement QA with valid and reliable comparability.

Third issue is related to the second issue (see above) as ‘readable and
comparable degrees’ (Bologna Declaration, 1999) refer to formal recognition of
learning achievements as prior learning refers to formal recognition of received
competencies through LLL and includes the possibility of a learner to collect sets of
competencies that are recognized, and finally to get the formal recognition of
particular study subjects in particular study programs as well as in study levels
(Wright & O’Neil, 2002), e.g. Bachelor or Master, as the Bologna Declaration
(1999) refers to ‘degrees’. We could find a variety of sets of specific and general /
core competencies in professional standards and professional activities that are
presented in various countries through the guidelines for competencies and
gualification frameworks are presented by EU, e.g. Key competences for LLL:
European Reference Framework (2007), European e-Competence Framework 2.0
(2010), The European Qualifications Framework for LLL (2011) and etc. These
documents are important for methodological decisions as it could be used for
establishment of general internationally-based parameters for QA in LLL for
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recognition of prior learning (Coates, 2005). But in this context is still remains the
guestion without methodology-based valid answer such as ‘How to make validity
and reliability-based methodology for readability and comparability of acquired
competencies in prior learning with the focus on general standard through all EU
countries in order to fulfill the idea of a European dimension?’

Fourth issue is related to nation in Bologna Declaration (1999) with the focus
on ‘implementation of the European Credit Transfer System (ECTS)’. The ability of
higher education to deal with credit and assessment issues by recognizing prior
learning will affect their success within the global knowledge economy and the
information society. If higher education institutions do not offer units with widely
accepted credit values, they will be unable to attract adult students from home and
overseas markets, who will not enter programs if the resultant qualifications have
limited recognition elsewhere (Jay, 1992; Karran, 2004). Then QA methodology is
challenged by local and international contexts in recognizing ECTS by breaking the
state borders and making internationally valid the assessment and recognition of
ECTS in EU countries.

Maffioli & Augusti (2003) suggest that acceptable and effective ECTS
system in the context of LLL should be characterized with the following features:
flexibility, as professional lives are subject to rapid unpredictable change;
openness, with no suggestion that learning has been completed as any
gualification may require continuous renewal; responsiveness to the real nature of
professional learning that is largely achieved through experience in and through
work; ability to meet the needs of the various key stakeholders. Then the challenge
is to incorporate the above mentioned features into QA methodology for LLL.

Fifth issue is attached to the idea in Bologna Declaration (1999) concerning
‘elimination of obstacles to free movement of students and teachers’ as movement
in LLL is understood in (non)formal way. Most challenges people meet when they
need to be recognized their competencies and qualification, which were acquired
at work through self-'/managed-learning (Winter, 1994). QA methodology in this
context needs to be established with the focus on specific (national) and general
(EV) dimensions in order this methodology would be applicable and useful tool to
break obstacles for free movement (Rhoades & Sporn, 2002). Concerning
teachers also is topical point in QA as the mentorship and tutorship as well as
work-based coaching is relevant are in LLL especially with the focus on its quality
evaluation and assessment.

Sixth issue relates to ‘inclusion of a European dimension into the quality
assurance of higher education’ (see in Bologna Declaration, 1999) by shifting EU
dimension in QA in LLL as it is focused first of all on informal education and
acceptance of prior learning achievements and outcomes. Methodology of QA in
this context could be based on which Karran (2004) idea that any assessment and
grading system utilized across the EU must address the needs of hierarchy of
stakeholders and potential users — and EU. Currently, it is questionable whether
EU dimension is based on QA methodology by meeting the diverse needs of
stakeholders in all EU countries in order to enable progression and identification of
excellence, allow accurate monitoring of learning progress among learners by
themselves in LLL, provide a differentiated ranking of formally recognized grades
what are transformed on the basic of prior learning outcomes and achievements to
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reflect different abilities against agreed standards of competencies and be
universally applicable across a range of disciplines and nations in transparent and
equitable fashion (Knight, 2004).

The QA methodology does not automatically produce quality in LLL and the
industrial modes of QA with central management control are inappropriate for LLL.
The link QA methodology and LLL is in the kinds of mechanisms, which support
quality. Academics already know how to support quality in their research, where
standards are already high (Gibbs, 1995). But for every process which supports
guality in research there is a parallel process which can be used to support QA
methodology in LLL. Then higher education should adopt these processes in order
to support learning achievements of learners in LLL and establish valid QA
methodology in LLL.

Conclusions

1.The role of higher education in establishing the QA methodology for LLL
should be understood through European dimension. It is clear that there are global
issues and challenges that cannot be addressed at the national level only.
International collaboration is key to solving methodological issues of QA for LLL
and higher education institutions together with institutions, which represent the
world of activity and work, and national governments also should be involved in
establishment of QA methodology and making its international dimension for LLL.
Then the regional QA systems for LLL grounded in the local context, informed as
much by local knowledge as by global imperatives, must be receptive to the idea of
change.

2.Variety and differences between awarding higher education institutions and
countries will rule out a common credit system in EU for LLL until will be
established, validated and accepted QA methodology for evaluation and
assessment of the learning outcomes by describing learning and means by which it
has been acquired in LLL.

3.A premise of QA for LLL across Europe is the methodology concerning
accreditation of the prior learning and acquired competencies in LLL. It is
unrealistic to suggest any form of overall European methodology of QA for LLL as
the best way forward is promotion of increasing contacts and agreements between
national bodies in order to build up gradually consensus. One of the first steps
could be starting with mutual recognition of accreditation of QA of prior learning in
LLL bodies and agreements between countries of similar systems and cultural
background.
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CONTINUOUS EDUCATION IN THE SPHERE OF CULTURE AND ART:
FEATURES OF FORMATION OF PROFESSIONAL COMPETENCES

THE INITIAL STAGE OF CONTINUOUS
ART EDUCATION:
SOCIAL RESEARCH EXPERIENCE

M. B. Glotov

Art education is a dimension of socialization as a logical, continuous process
of qualitative and quantitative change in the artistic capital of an individual by
means of mastering a relevant art culture of society based on the continuity of
artistic experiences of the past, and the creation of new artistic values. It is
reasonable to define the processes of a conscious, goal-oriented, organized and
manageable creation of the artistic capital of an individual as art education which
includes artistic awareness, artistic upbringing and artistic training.

Avrtistic capital as the basis of
professional competence

We understand the artistic capital of an individual as a combination of artistic
needs and interests, knowledge and tastes, and abilities and skills for the time
being that help carry out artistic activities in a proper way, enabling the person to
perform their social roles in the course of art consumption and art creation. The
term "artistic capital” allows for characterizing the experience in artistic learning of
reality, which is accumulated through socialization over a certain period of time on
the one hand, and for determining the starting point for a new phase in the person's
artistic development on the other. The term "artistic capital" applies not only to an
individual, but also to a social community (group). However, it should be kept in
mind that the artistic capital of a social community is not a sum of the artistic capital
of its individual members. In terms of its content, it is an integration of typical
characteristics that are inherent in the artistic capitals of members of the social
community.

Analysis of the existing artistic needs and interests, abilities and skills in the
artistic perception and creativity, artistic knowledge and tastes of an individual,
allows us to characterize the content and level of the individual's artistic
development for the time being. By comparing artistic capital in different periods of
life, we get an idea of the dynamics of the person's artistic development. The
artistic capital of an individual begins to be formed as early as the initial stages of
his or her socialization. Some of the foundations of artistic capital are already
present in the genes of a child, such as an ear for music, the ability for abstract and
imaginative thinking, and the sense of color and spatial perception. However, their
realization requires relevant conditions of manifestation and mainly takes place in
the course of the artistic socialization of a child. We can either agree or argue with
those scholars who prove the genetic predetermination of the artistic type of
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person or believe that the artistic development of a person begins in the antenatal
period, but we have to admit that without an artistic education, even an "artistically
developed" baby, with a “genetically predetermined” artistic type, cannot become a
consumer and creator of artistic values. Besides, according to N.A. Vetlugina, the
idealization of the "inborn source in the development of a child dramatically
reduces the importance of a specialized artistic upbringing" [2].

Artistic socialization of a child is a process in which he or she acquires (with
the help of social agents) characteristics, norms, rules, knowledge, skills and
abilities that will be necessary for his or her artistic activities and the performance
of different artistic roles. Social agents in the artistic socialization of a child can be
as follows: (a) his or her immediate environment; (b) representatives of various
social groups with whom he or she interacts; (c) social institutions in the system of
education and art culture. The establishment of the artistic capital of a child is
determined by many different factors, the most important of which include, firstly art
knowledge and the artistic orientations of his or her parents; secondly, the
condition of art education in the place where the child lives; thirdly, the ability of art
culture institutions to influence the socialization of the younger generation. Factors
that are currently quite important in this country include the economic situation of
society, financial security of parents, and their focus on the artistic development of
their children.

We can nominally identify two forms in the artistic socialization of a child in
the preschool period — preparatory and basic. The essence of the preparatory
form relates to the adaptation to the artistic world of society and social groups that
immediately surround the child and to the acquisition of artistic knowledge and
respective skills through interactions, mainly with close family members.
Unfortunately, while the physical and psychical condition and the development of
an infant are usually monitored by professionals, his or her artistic adaptation
occurs spontaneously, beyond the focus and influence of art pedagogy. At present,
the initial artistic socialization of a child is almost completely dependent on the
experience and willingness of his or her relatives, the majority of whom often lack
an appropriate level of artistic development. Psychological research shows that the
most complex and responsive time in the development of a child, in particular for
the basic form of artistic socialization, is the age between 3 and 7 years old. It is
this period when artistic interiorization begins, i.e. voluntary learning of artistic roles
selected by the child. He or she begins to sing, cite poems, draw or sculpt.
Observations show that the majority of children in this age group more clearly
manifest their artistic abilities and talents, personal leanings and orientations in art.
However, as before, the artistic socialization of a child is supervised by adults who
most frequently are not specialists in art pedagogy, even if they work in nurseries
and kindergartens. Sometimes, when adults strictly control a child or fail to pay
attention to his or her artistic development, this can lead to regressive changes in
the development of the artistic individuality and constrain artistic interiorization of
children.

The school period, especially high school, is an appropriate time for gaining
the knowledge which school leavers will need in their future life. At the same time,
the school years are a period of perhaps the most intensive art education of
teenagers, and the development of a future model of their artistic world. In the

269



future, for some of school leavers, the artistic knowledge and opinions,
stereotypical tastes, and ideals in art that are absorbed during this period, will
become the foundation for the rest of their lives. For others, art education in school
can become the starting point for the future development and improvement of their
artistic capital. In our opinion, the artistic socialization of a schoolchild can be
nominally divided into three organized areas of art education: (1) compulsory
(teaching art subjects); (2) optional (extracurricular activities in artistic awareness
and upbringing); and (3) initiative (taking courses in specialized art education
institutions or studios, or classes in art hobby groups initiated by students
themselves or by their parents and teachers).

Compulsory artistic socialization is usually limited to the years of elementary
and junior schooling when the students are taught art subjects, such as native
language and literature, music, singing, drawing, sculpting, rhythm and dance.
During these years, many schoolchildren begin to study in specialized children's art
education institutions (usually on the insistence of parents), are actively involved in
art hobby groups and studios, and participate in group visits to art museums and
theatres. The current distress in the system of education and art culture in Russia
forces many schools to choose not to engage art education professionals and not
to organize extracurricular activities in artistic awareness, upbringing and training
for their students. The number of free of charge art studios and hobby groups has
significantly decreased, and those new offered on a paid-for basis fail to
compensate for the need of society in the development of the artistic abilities of
schoolchildren and are only affordable to children from well-off families. Due to
rising prices, not all parents can afford the services of art culture institutions, even
with discounts available to schoolchildren.

The optional form of artistic socialization of schoolchildren plays the leading
role during studying in high school. Although it is to some extent regulated by
teachers and parents, in general, it is spontaneous, being determined by the
artistic needs and interests of teenagers, and implemented through art self-
education which is driven by the previous forms of artistic socialization and the
available experience in the artistic learning of reality. The main types of optional art
education of high school students include extracurricular activities in art
awareness. However, according to the estimates of sociologists, these types
encompass approximately one fifth of all high school students. Art self-education of
high school students is usually related to the consumption of the most accessible
of the artistic values offered by the community and the immediate environment.
Less commonly, in order to develop their artistic capabilities, high school students
engage in art work and learn about art history. Sociological research shows that
the artistic interests of high school students are mainly focused on the consumption
of popular and easily perceivable genres of art, such as television, cinema,
detective, adventure and fantasy fiction, modern rhythmic music and pop music [1].
Arts that are more complicated for unguided learning, such as architecture and fine
arts, remain outside the scope of the artistic needs and interest of schoolchildren.
For example, only 40 out of 1,000 interviewed high school students living in large
cities cited an interest in fine arts, with three of them being interested in modern
fine arts. 44% of the high school respondents were unable to answer the question
about their favorite artist or sculptor.
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capabilities. This can be explained not only by its significance and accessibility
relative to the other arts, but also by the fact that it was taught throughout the
school years, and the examination in literature is compulsory for the majority of
those intending to enter a university.

We have identified a specific pattern: the earlier an art subject ceases to be
taught in school, the fewer the number of respondents who are conscious about its
impact on their artistic development. For example, rhythm and dance, which are
usually taught in elementary school, were cited by less than 20% of the
respondents. Almost one third of the respondents mentioned the impact of
drawing, music and signing, which is probably explained by the fact that teaching
these subjects is completed in the sixth and seventh grades. We can assume that
if all the art subjects were taught from the first to the last grades, there would have
been no such a sharp disparity in the assessment of their significance for the
artistic development of students, and artistic socialization would have been
smoother and not literature-centered. A similar pattern was identified when
clarifying the influence of art subjects taught in school on the development of
interest in respective arts among students. According to the received data,
studying literature has generated an interest in it as an art among the majority of
the respondents. Interest in fine arts and music driven by drawing, sculpting, music
and singing classes was less than half as much. Less than one fifth of the
respondents cited an interest in choreography as a result of studying rhythm and
dance in school.

Comparison of the findings on the recognition of the impact of art subjects
on the development of artistic capital and indications of the influence of these
subjects on the development of interest in certain arts enables us to conclude the
following: (a) there is a direct correlation between the amount and quality of
teaching of art subjects and its impact on the creation of the artistic capital of
graduates during their school studies; (b) the longer and more effective the impact
of a certain art subject on students is, the larger the number of school leavers who
show and maintain interest in the respective art; and (c) the consistency of artistic
socialization of schoolchildren is in many respects dependent on the steadiness
and balance in teaching of art subjects.

The results of surveys on the impact of art education in schools lead us to
the same conclusion as made by the authors of the survey of artistic interests of
schoolchildren. According to them, in the sixth to eighth grades, when students
"experience a decisive shift in their attitude to arts and in the development of their
artistic interests", "the number of art subjects is reduced", instead of intensifying
activities in specialized art education [3]. Our survey has shown that among the
organized areas of art education, the most significant impact on the development
of the artistic capital in the school period has been made by compulsory art
subjects. It was cited by 96% of the respondents, and 91% of the respondents
found it important for the development of interest in the respective art.

The answers of the respondents to the question about extracurricular
activities that helped them develop their artistic capital enable us to judge the
importance of elective art education. Noteworthy is the fact that the majority of the

respondents (56.8%) mentioned visits to art museums and theatres organized by
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schools. They believe that art consumption has made a larger and better
contribution to their art education than artistic awareness and training. Such visits
do not require much effort from the school, as students prefer going to a museum
or theatre instead of staying in the classroom. Without denying the importance of
cultural outings that give an opportunity to directly interact with pieces of art, we
should keep in mind that without artistic awareness and specific knowledge in art
history, the effect of artistic socialization is much lower.

The majority of the respondents (87,4%) expressed negative attitudes
towards home study sessions as a form of raising art awareness in school. This
can be explained by several factors. Firstly, a home session devoted to an artist or
his or her work is in fact a lesson, and therefore is perceived by students as an
additional academic workload. Secondly, a home session is conducted by the
home teacher or, in high school, by a student. Since these people are not
specialists in art or art promotion, their presentations do not attract proper interest
from the attendees. Thirdly, the efficiency of influence of home study sessions on
students is reduced by a lack of necessary subject-specific illustrations (such as
reproductions, audio and video materials) and the monotony of presentation
(monologue). While home sessions are compulsory, elective courses are attended
on a voluntary basis. Moreover, schools offer elective courses in aesthetics and
arts if they can engage professionals to teach them. Less than 10% of the
respondents cited the impact of elective courses in aesthetics and arts offered in
school on the development of their artistic capital. Students rarely choose to take
an elective course in aesthetics and arts, because they are overloaded with other
academic activities, have to take additional classes and electives in the subjects
that are covered by the uniform state exam or are of interest to them from the
perspective of learning their future profession, and the attendance at such elective
courses is not compulsory. According to our data, 11,6% of all of the respondents
took electives in aesthetics, 17,4% in the history of world culture, and 7,1% in
certain arts. Our surveys sought to find out the main reason behind the fact that the
overwhelming majority of the respondents did not attend electives in aesthetics and
arts in school. This reason was suggested by the respondents themselves. 87.5%
of them noted in their questionnaires that they "did not attend any because none
was offered by the school".

Like elective courses in aesthetics and arts, studying in specialized art
education institutions and studios and attending art hobby groups belongs to the
initiative dimension of art education. According to our surveys, 31% of the
respondents studied in specialized art education institutions and studios during
their school years, with one half of them having attended music schools. 18% of
the respondents who attended specialized studios developed their skills in fine
arts, 11% in choreography, and 6% in acting. Answers to the question of whether
they have any artistic abilities show that quite a lot of the respondents are
artistically gifted. In particular, the availability of artistic abilities was cited by 80% of
the respondents. Many of them listed several artistic abilities and indicated that
they were developed during the school period. Different artistic abilities of the
respondents and their development during school years are shown in the table

below.
273






twice the level of the need for science, and three and a half times higher than the
need for social work.

Functional needs for art manifest themselves in motivations for turning to
artistic values on the one hand, and reflect the possibilities that are inherent in art
as a specific phenomenon on the other. The multifunctional nature and ability of art
to satisfy different personal and public needs is well known. Given motivations for
turning to arts that are typical of students, in our survey the respondents could
choose from a variety of possible functional purposes of art.

It can be considered logical that the majority of the respondents, first of all,
have a need for art as a means of learning about the surrounding world and
themselves (cited by more than one half of the respondents). This is the highest
indicator of the functional need for art. The lowest one was recorded for the
heuristic function of art. Only 15% of the respondents believe that art prompts their
creativity. The compensatory and hedonistic functions rank second and third
among the functional needs for art. 41% of the respondents are of the opinion that
the main motivation for turning to art is the desire to escape from everyday
concerns, and for 37,3% it is about seeking for aesthetic pleasure. At the same
time, almost one third of the respondents noted the need for the value orientation
function of art and its importance for self-cognition. Pragmatic needs for art vary
depending on social background or current social roles. By asking the respondents
how their knowledge in art helped them in their studies and personal life, we
sought to find out whether they had a need for art as a means for supporting their
learning activities and solving personal problems. 36,9% of the respondents were
of the opinion that art helped them both in studies and personal life. 10% left the
question unanswered.

The surveys show that the most popular leisure activity among the
respondents is listening to the music. This was cited by every third respondent.
More than one half of the respondents noted their interest in watching TV and
reading fiction. Discotheques and dance parties rank fifth among leisure
preferences. The most popular among leisure activities involving visits to art culture
institutions are theatre performances and concerts (cited by 27,2% of the
respondents). A low percentage of those expressing willingness to go to the
cinema (15,1%) can be, first of all, explained by the increased cost of this
entertainment. However, it should be noted that interest in pieces of cinema art has
not decreased. Lack of satisfaction of this interest was compensated for by an
increase in watching movies on TV, video and Internet at home. It can be
assumed, based on the intensity of actual visits to art institutions and events, that
the respondents have more developed abilities and skills in the perception of
cinema art and pop music. Frequent visits to art museums and exhibitions are not
enough to state that the respondents have well developed abilities and skills in the
perception of fine arts. In fact, when answering the question about visiting
museums and exhibitions, they meant not just fine arts, but the entire diverse
range of museums and exhibitions available in the city and suburbs. Besides, in
their answers about knowledge of fine arts, the respondents failed to provide sound
argu
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A significant percentage of those respondents who occasionally visit art
institutions and events either have no opportunities, or interest in certain arts but
would like to interact with arts more often. This means that their artistic needs and
interests are not satisfied. The task is to promote the development of the need for
and interest in different arts during the school years. Of particular concern is the
fact that almost one third of those who do not visit art institutions and events
indicate their wish to visit these places less often. Our estimates show that 26,6%
of the total number of respondents, are not interested in philharmonic concerts,
23,4% are not interested in visiting drama theaters, and 22,7% are not interested in
musical theatres. Without an important motivation such as a need for these arts, in
the future school leavers are unlikely to seek to increase their interactions with
these arts and develop their artistic abilities and skills in their perception. Statistics
show that today, every second school leaver enters a university. Expert opinions
differ on the level of development of their artistic knowledge and tastes. Assessing
the level of development of artistic knowledge and tastes of an individual is time
consuming. The greatest productivity in this exercise can be expected from panel
testing and expert judgment. Unfortunately, we were unable to use these methods
due to limited opportunities.

When identifying the focus of artistic interests of the respondents in different
arts and their knowledge of artists they prefer, we have found out some common
characteristics of artistic knowledge and tastes. According to the answers, the
respondents were more eager to indicate their preferences in those arts with which
they interact more frequently and those representatives of art whose creative work
is better known to them. Therefore, the majority of the respondents found it easiest
to name known representatives of Russian classical literature (69,6% of the
respondents), Russian and foreign pop music (66,6%) and Russian painting
(59,2%). Among the named writers and painters, preferences were given to those
authors of Russian classical literature and fine arts about whom they learned from
art subjects taught in school. The choice of favorite modern literary authors and
musicians was mainly driven by the knowledge of their work acquired in
extracurricular time, information received from peers or printed media, radio and
television, and by current artistic fashion. Analysis of answers enables us to
conclude that the respondents predominantly give preference to publicly
recognized top ranking figures in art culture on the one hand, and to those popular
among young people on the other. When answering the question about their
favorite authors of Russian classical literature, the majority of the respondents
usually draw on their knowledge of school syllabus in literature, citing, first of all,
the well known names of Alexander Pushkin and Leo Tolstoy. Similarly, when
asked about their favorite painters, the respondents name lIlya Repin, Ivan
Shishkin, Leonardo da Vinci and Raphael, who have become known to them in
school. Some of the respondents try to overcome conservatism of art knowledge
acquired in school, in particular when it comes to the creative work of modern
masters of art. As a result, they more frequently cite names such as Dostoevsky,
Bulgakov, Solzhenitsyn, Rembrandt and Dali. Artistic knowledge and tastes of the
respondents demonstrate quite a lot of similar patterns, which is explained by the
monotony of art education during the school years.

There is an unbreakable connection between artistic knowledge and the
artistic tastes of an individual in his or her artistic capital. Artistic tastes of an
individual are shaped by artistic knowledge, the amount, focus and content of
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which is determined by his or her artistic needs and tastes. Artistic tastes describe
the extent of artistic socialization of an individual and his or her ability to make
judgments about artistic values. However, sociological analysis of artistic tastes
should take into account not only a personal experience in art consumption, but
also external factors that influence artistic judgments expressed by the respondent.
In this respect, we should agree with the opinion that when assessing a piece of
art, a person is motivated not so much by his or her own ideas and emotional
responses as by the generally recognized standards prevailing in his or her
environment.

Among the diverse artistic orientations of the respondents, we have
identified those, the expression of which is less susceptible to the influence from
the social environment. These include preferences based on genre and themes of
pieces of art and criteria for their assessment. The survey shows that art genre and
theme preferences and art assessment criteria are so similar among the
respondents that we can regard their artistic orientations as identical. This is due to
their equality in age, common socio-psychic characteristics and the monotony of
artistic socialization in the school period. Differences in artistic tastes are driven by
the influence on their artistic orientations from the social environment.

The artistic abilities and skills of an individual are important components of
his or her artistic capital. 78,2% of the respondents have indicated that they have
artistic abilities, with 30,3% having one artistic ability, 25,1% two, 12,7% three, and
10,1% four and more artistic abilities. Answers to the question about whether they
can play music instruments and whether they studied in specialized art education
institutions show that almost every third respondent not only has abilities but also
skills in music. 78,8% of those who characterized themselves as having ability in
music can play a music instrument, with 15,2% playing the piano and 12,2%
playing the guitar. 7,9% of the respondents took special courses in fine arts, 2,6%
in choreography and 1,7% in acting. According to the answers, in total, 63,5% of
the respondents developed their artistic abilities and skills during the school period.
In order to assess the level of development of their artistic capital, the respondents
were asked to rate it on a five-point scale. The answers were as follows: 2,9% of
the respondents rated the level of development of their artistic capital as
"excellent", 26,7% as "good", 58,9% as "satisfactory" and 11,5% as "poor". Despite
the subjectivity of responses, in our opinion, they provide a more realistic picture of
the level of development of artistic capital among school leavers than that offered
by the authors who, based on their observations, have a very negative impression
of the art education of students.
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