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1. Introduction 

 

This report presents the first Intellectual Output (IO1) of the To Switch project. The objective of this 
Intellectual Output is to analyse, re-elaborate and systematise the theoretical, methodological and 
application framework of reference for senior worker and other adult training in an active or inactive 
learning situation. It will develop a model that can be applied to the training of trainers and other 
learning support figures, also in the context of structured courses. It can then be adopted for the as-
sessment, validation and certification of the acquired skills. 

The main adult education models available in literature still refer to the paradigms of classical peda-
gogy, andragogy and heutagogy. Some of these approaches were formulated in contexts unlike the 
current information society, in which new skills constructs are relevant (e.g. 21st century skills, prob-
lem-solving in technology-rich environments [PS-TRE]) and self-directed and self-determined learning 
approaches are mainstream in adult learning. There is a need to apply the principles of adult education 
to lifelong learning in non-formal and informal situations as well as within current work organisations, 
considering the pervasiveness of digital technologies. This has made it necessary to develop a new 
conceptual model defining the principles to be applied in the learning processes of senior workers 
and, more generally, of adult learning processes. In this direction, the innovative contribution of the 
Intellectual Output is justified. The definition of principles that can be applied in a wide field of learning 
activities aimed at adults justifies its impact in terms of transferability. 

Specifically, Intellectual Output 1 provides:  

a) a review of the literature on adult learning and the distinctive skills needed by adult learners’ 
trainers;  

b) a selection of good practices in these fields;  
c) a proposal of a new hybridised and harmonised paradigm that supports the principles of adult 

learning;  
d) the operational translation of the paradigm into a process that structures digital resources 

and systems that can be adopted in adult training processes, through the development of the 
project’s Intellectual Output 2;  

e) the identification of the key competences profile of the teacher, educator, mentor or coach 
of adult learners. 

This scientific-methodological report presenting Intellectual Output 1 therefore includes: 

• an analysis of the most relevant contextual trends and constraints affecting adult learning 
today (Section 2); 

• the methodology adopted for the literature review and the analysis of good practices (Section 
3); 

• a review of the most recent theoretical and methodological literature on adult learning para-
digms and principles (Section 4); 

• a selection of examples of good practices on the training of active and inactive adults through 
the use of different methodologies, principles, techniques and tools (Section 5); 

• the proposal of a new conceptual andragogical model of adult learning in the era of new digital 
skills and permanent performance evaluation practices (including its scientific justification and 
operational translation for its application in learning processes) (Section 6); 

• the identification of the competence profile that should characterise trainers and other adult 
learning support figures using the new andragogical model (Section 7). 

The elements of innovation of Intellectual Output 1 are intrinsic to its aim of updating the andragogic 
reference paradigm. They cover their application to adult learning in working and non-working con-
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texts, non-formal and informal situations, hetero-directed, self-directed and self-determined, in dis-
tinct cultural contexts. Particular attention is paid to the specification of the new paradigm according 
to the holistic principle of learning in technology-rich environments (theory and models). This will be 
integrated into the digital ecosystem of the resources made available for training to be developed in 
the To Switch Intellectual Output 2 (the repository and contents). This is in addition to the training 
methods (the method) to be developed in the project’s Intellectual Output 3. 
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Executive summary 

 

Aims and methodology 

Demographic change and technological change are among the main trends and challenges that are 
rapidly changing the context in which training and lifelong learning policies operate. This calls for the 
development of new training models targeted to adult and senior learning. A number of factors need 
to be considered to develop such conceptual and methodological models, so they fully support adult 
learning. These include: 

• the ubiquity of the digital technologies; 

• the need to apply the principles of adult education to lifelong and life-wide learning within 
formal, non-formal and informal contexts; 

• taking into account work organisations where different people across occupations have dif-
ferent motivations to learn.  

The objectives of the To Switch Intellectual Output 1 presented in this report are therefore firstly to 
design a framework of reference for senior workers and other adult training. This is to be applied to 
the training of trainers and other learning support figures (e.g. tutors, mentors, coaches), in the new 
digital context and changing working and demographic, social and economic conditions. Secondly, it 
is to define a new professional profile of the trainer (tutor, mentor, coach) of adults or senior workers 
and the framework for the assessment, validation and certification of adult trainers’ skills. 

The design of the new conceptual framework for senior and adult learning has been based on: 

a. the identification and analysis of key trends and challenges affecting the training needs and 
the context of adults and seniors’ lifelong learning policies; 

b. a critical review of the most relevant and most recent scientific literature on adult learning 
and the competence profile and training of adult or senior workers’ trainers; 

c. the collection by the project partners of examples good practices of learning initiatives aimed 
at adults, senior workers and adults’ trainers, to identify the success factors and criticalities in 
their concrete implementation. 

The literature review started from the results of previous project actions carried out by the lead part-
ner of the To Switch project. It identified the principles of andragogy as the key elements on which to 
focus the project’s training activity. Assuming ‘andragogy’ as a keyword and using search engine da-
tabases of indexed journals such as Dialnet, Mendely, Science Direct, a first scoping review of recent 
contributions on the evolution of the andragogic model was carried out. The examination of the first 
articles led to identifying the contributions that critically reviewed and updated the andragogic prin-
ciples, and a quite frequent association between andragogy and heutagogy principles. The research 
was therefore repeated through the same search engines using ‘heutagogy’ as a keyword. In addition 
to the selection of specific contributions, scientific contributions of reference on the subject of adult 
education and training were examined. 

The collection and review of good practices first involved the definition of the selection criteria for the 
identification of good practices. Then, the collection and description of the practices according to a 
common template was drawn up. This highlighted the potential contribution to the design of the new 
framework of reference for senior and adult training and trainers’ skills profile. Finally, the transversal 
analysis of the selected practices was carried out. A ‘good practice’ is defined as a practice that, ac-
cording to a set of criteria, has been proved to work well in real life and produce good results, superior 
to those achieved by other means. It can therefore be considered as a concrete example or benchmark 
for the implementation of a policy. The main criteria and dimensions considered to identify and select 
the good practices in the training of senior workers and adult trainers involved the following:  
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• development of new approaches for adults and seniors upskilling and reskilling;  

• the adequacy of the design and implementation of the actions and services developed;  

• the effectiveness of results;  

• innovation;  

• sustainability in the medium to long run;  

• the reproducibility and transferability in other contexts;  

• the possibility to mainstream the practice into adult training and lifelong learning systems.  
 

Following these criteria, sixteen good practices were selected among those collected by the To Switch 
partners. To facilitate the comparative analysis, the collected practices were classified into four groups 
according to the target population of the training activities. The first group includes nine practices on 
training methodologies for adult and senior learners adopted in the training of trainers, teachers, tu-
tors or HR managers. The second group includes four practices to support the upskilling, reskilling and 
motivation of older workers (employees in private companies, machine operators, health care work-
ers, public sector workers for example). The third group includes three training practices to improve 
the employability of seniors out of the labour market (either long-term unemployed or inactive). Fi-
nally, the fourth group includes three projects targeted to senior citizens, based on their voluntary 
involvement as trainers and learners, and attention to the involvement of local communities and peer 
learning approaches. 

This report presenting Intellectual Output 1 is structured into seven sections. Following the first intro-
ductory section, Section 2 provides an analysis of the most relevant contextual trends and constraints 
affecting adult learning today. Section 3 presents the methodology adopted for the literature review 
and the analysis of good practices. The review of the most recent theoretical and methodological lit-
erature on adult learning paradigms and principles is presented in Section 4. Section 5 provides an 
overview of the 16 selected good practices on the training of active and inactive adults through the 
use of different methodologies, principles, techniques and tools. The last two sections present the 
proposed model and adult trainer’s profile. Section 6 examines the proposal of a new conceptual an-
dragogical model of adult learning in the era of new digital skills and permanent performance evalua-
tion practices. It includes the scientific justification and operational translation for its application in 
learning processes. The identification of the competence profile that should characterise trainers and 
other adult learning support figures using the new andragogical model is detailed in Section 7. 

 

Main results of the literature review and collection of good practices 

The review of the academic literature has shown that over the last few years there has been renewed 
attention towards senior and adult learning. Due to the growing importance that lifelong learning is 
assuming in European societies, advances in the conceptual elaboration underlying the existing para-
digms have been proposed.  

Two distinctive paradigms of adult learning emerge in the literature: the andragogic paradigm, which 
has been consolidating for over half a century, and the heutagogic paradigm founded on some of the 
principles of andragogy. However, this underlies the principle of self-direction which in this model 
assumes the characteristics of self-determination. Another distinctive element of heutagogy is its ori-
entation towards the development of capabilities, taking into account the current changing context 
that characterises access to training and the challenges posed by globalisation.  

Besides the prevailing conceptual models for adult learning, two further aspects emerge in the most 
recent literature. The first concerns the application to adult learning of critical and computational 
thinking (CCT) applied to problem-solving in technology-rich environments (PS-TRE). The second con-
cerns the ever-evolving reflection around the motivation to learn of adult or late-career workers, em-
ployers’ attitudes towards adult learning and the development of inclusive learning-based strategies.  
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The literature review provides useful inputs for the design of the model, but also shows the shortcom-
ings of the current academic debate on adult and senior learning. This includes the fragmentation of 
the academic literature, the limited scale of the implemented practices and the lack of information 
based on scientific evidence. Another drawback is the tendency to propose approaches oriented to-
wards adult learning as an alternative and in opposition to those inspired by classical pedagogy, with-
out ever trying to identify the elements in common. Lastly, the literature on the characteristics and 
competence profiles of adult trainers and senior workers is extremely scarce and lacking in specific 
insights. 

The analysis of the 16 selected good practices proposed by the project partners has enriched the lit-
erature review with the definition of a typology of learning experiences aimed at adults and senior 
workers. This encompasses the identification of common transversal elements ranging from collabo-
rative approaches to blended methods, up to the assessment of needs and certification of skills. The 
specification of the learning paths starting from the characteristics of their recipients is also included.  

The collected training practices present elements that can be ascribed to the andragogic paradigm 
and in some cases are also evident elements of the heutagogy approach (self-determination). The 
main inputs arising from the collected practices can be summarised as follows:  

• attention to age-specific learning needs and patterns and adoption of group dynamics, active 
participation and interactions between learners and trainers, peer learning, and emotional 
and resilience-building techniques in the conduction of training classes; 

• use of a collaborative planning and experience-based approach, integrating class training with 
work experience and use of digital technologies, in the design of training activities for senior 
learners; 

• support to learners’ capacity to act and interact, valorising real-life experience and skills or 
potentials, building motivation and self-confidence, promoting peer learning, critical thinking 
and problem-solving;  

• creation of informal learning environments based on small groups involving tutors, mentors 
or coaches to support both the activation of the seniors and the teachers; 

• production of training material, toolkits, handbooks, guidelines, learning platforms or portals 
that can be included in the digital platform (IO2) to be developed in the next stage of the To 
Switch project.  

Despite the many inputs for the development of a new framework of reference for senior workers’ 
training, the collected practices also show some of the drawbacks and gaps in the current state of 
seniors’ training. The main issue is the high fragmentation of practices, tools, and concepts or termi-
nology used. These need to be systematised in a common conceptual paradigm, and used in main-
stream lifelong learning policies. The lack of a common conceptual paradigm for seniors’ training is 
also resulting from the still little attention to the development of: i) a life cycle approach in training 
models for adult and senior workers, addressing workers and individuals along all their lives with age-
specific training approaches; and ii) a clear definition of the competence and professional profile of 
trainers to be involved in adult and senior education and training, and methods for the skills validation 
and certification of trainers. 

 

The proposed new andragogic model of adult learning 

Based on the collected empirical evidence and good practices, we do not consider the two prevailing 
paradigms of adult learning (andragogy and heutagogy) as mutually exclusive. The proposed new an-
dragogic model of adult learning is based on the enhancement of the converging elements of the two 
paradigms, and the hybridisation and harmonisation of the principles extrapolated from these para-
digms. The inclusion of these principles in learning contracts is a basis for the development of training 
proposals, and the enhancement of self-direction and self-determination of adult learners. 
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To link Intellectual Output 1 with the subsequent Intellectual Outputs of the To Switch project, the 
proposal of the new conceptual model is formulated to support a development in operational terms. 
It starts from the explanation of the key principles and their translation into a modular, flexible and 
adaptable process sequence, inspired by an updated version of the PS-TRE. This is organised in sub-
phases and dynamised by means of the principle of double-loop learning. This operational translation 
of the new conceptual paradigm favours the transition from the basic principles identified in the 
model towards their implementation in learning activities targeted to adults. It will be supported by a 
digital platform to be developed as part of Intellectual Output 2 of the To Switch project. 

Concerning the concrete implementation of adult learning processes a first critical aspect concerns 
the definition of the learning contract, indicated as one of the potentially unifying elements of peda-
gogy, andragogy and heutagogy. As the first best solution the definition of personalised learning con-
tracts is not always feasible on the ground, when learning contexts involve large groups of learners. 
An approach could be the definition of areas, methods and learning objectives common to learners’ 
groups and accompanied by personalised tutoring and feedback activities. Another effective solution 
is the use of the project work method, individually or in small groups, associated with supervision and 
monitoring by the trainer. 

Another critical aspect relates to the design of the learning process itself, in particular concerning the 
articulation of learning modules oriented to distinct principles related to pedagogy, andragogy and 
heutagogy. The criticality lies in the ability and experience of the trainer to effectively guide and direct 
learners, with reference to each training module, towards the choice of the most appropriate princi-
ples. In addition, the learners should possess a priori a reflexive competence in teaching methods, that 
cannot be taken for granted in all adult learners. One way to overcome this critical aspect is to use the 
double-loop principle. While this requires experience from the teacher and reflexivity in the learner, 
it allows the identification of specific learning gaps in the different phases of the activity. This can be 
more easily identified and resolved by going backwards to define objectives and resources to be used 
in the learning process. The organisation of learning as a sequence of modules and subphases is a 
prerequisite for the success of this strategy. 

Also, the assessment of the learning activities with the involvement of the learners may be critical. It 
also requires a fair level of awareness and reflexivity by the learners, which cannot always be taken 
for granted. The provision of clear information to learners on how this assessment is to be carried out 
is key to overcoming this. 

Another critical aspect concerns the wide heterogeneity of adults in relation to their motivation to 
learn. The training approach must be flexible enough to adapt to the diversity of concrete personal 
situations of adult learners. This includes their age and gender, labour market, previous experiences, 
learning needs and preferences regarding learning methods. 

The applicability of the new paradigm to the different contexts of adult learning is another criticality. 
Learning contexts and learning targets, with the motivation to learn, are the main areas that influence 
the limits of learning that can be achieved. 

To this end, it is particularly important to redefine adult learning starting from a human-centric, hu-
manist and holistic posture. Oriented to the development of capabilities and with transformative po-
tential, it is disconnected from functionalist aims and economic efficiency. 

The analysis of the literature and good practices also helped to identify key elements of the profiles 
of the adult trainer, tutor, mentor and coach, according to the principles of the new andragogic model.  

The aspects to be considered in this area mainly concern two issues. The first is the pedagogical-meth-
odological skills of the trainer, particularly with regard to the techniques to be applied to stimulate 
critical and computational thinking. The development of learning activities needs to be compatible 
with the PS-TRE process and the adaptation of the training proposal to the revisited andragogic para-
digm, as proposed in this Intellectual Output. The second is ICT skills; skills relating to the design of 
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tools – typical of social research – for carrying out surveys and evaluation and self-evaluation activities. 
Skills are also needed to access sources of information in specific fields of interest, to ensure this is 
reliable and based on empirical evidence.  

In addition, the good practices and the partners’ experience point out the need to also consider the 
skills related to the ability to understand and take into account learners’ motivation to learn. The de-
sign and implementation of learning activities should encourage constant involvement and reduce the 
drop-out risks. Soft skills relate to the attitude towards learners, for example acting as a learning part-
ner, a counsellor and a facilitator more than a traditional teacher. They can also encompass being an 
information and knowledge broker rather than a simple knowledge transmitter, as well as having the 
capacity to stimulate reflective and dialogic learning skills among learners. 

To this end, ten core competences are identified that constitute the professional profile of adults’ 
trainers. These represent an unprecedented attempt to arrive at a certifiable formalisation of the 
competences that the adult educator must have in the present era.  

The new andragogic conceptual model, and the process and the tools that support its implementation, 
represent resources that can also be used in the training of adult educators themselves. 
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2. Contextualisation 

 

The context within which the To Switch project is framed is characterised by two huge challenges, 
closely connected and, in turn, related to a multiplicity of contributing causes and consequences. First, 
the challenges generated by demographic change: a complex, multifaceted and long-lasting phenom-
enon whose impacts are becoming increasingly evident in the European context. On the other hand, 
we are faced with technological changes, marked by automation and artificial intelligence that are 
giving unprecedented acceleration to the organisational forms of production, consumption, commu-
nications and social life (Bauer et al., 2015). In this part, we discuss some of the consequences and 
implications of these challenges for the To Switch project. 

Within this context, a specific dimension concerns the evolution of ways of learning. In particular, how 
the adult and older (worker) learner is considered in the context of the more general learning strate-
gies promoted by work organisations. As Fenwick (2013) pointed out: 

Worker’s learning cannot be simply understood in human capital terms as increasing in-
dividuals’ acquisition of skills, but must be linked to workplace culture and its embedded 
learning opportunities (Fuller & Unwin, 2005), and analyzed in the context of capitalist 
relations that produce and value particular kinds of knowledge and work (Moore, 2009; 
Porcellato et al., 2010; Roberts, 2006). In general, Tikkanen and Nyham (2006) conclude 
that older workers’ learning is poorly understood, contributing to its low recognition and 
support in work organizations (Fenwick, 2013, p. 301). 

This statement defends a distancing from the theories of human capital that justify learning starting 
from efficiency and functionalist principles, a position that we will include in this Intellectual Output. 

 

2.1 Contextual constraints: demographic change, technological shift and the challenge 
of training older workers 

Population ageing is one of the most evident aspects of demographic change, but not the only one. 
The rise in the median age of the population1 in most European countries is the product of increased 
longevity, and a drop in the birth rate that does not maintain a positive natural demographic balance. 

Stemming from this, some important consequences redefined the demographic composition of the 
population at the territorial level, creating unprecedented mixes. It started with the depopulation of 
rural areas, up to the coexistence between an ageing native population and a younger immigrant 
population coming from third countries in urban areas characterised by a greater economic appeal.  

The main consequences of demographic change are evident in terms of quantifying the ageing popu-
lation and calculating the mix and balance between demographic cohorts. But they are also evident in 
terms of the quality of this ageing process, both individually and collectively. 

The growing emphasis placed on active and healthy ageing (Riva et al., 2014; Sánchez & Hatton-Yeo, 
2012) is a priority or objective pointed out by supranational institutions for at least the last four dec-
ades. It started from the celebration of the European Years for Active Ageing and Solidarity Between 

 

1 The median is a statistical measure of central tendency that is more reliable than the mean in describing the 
average age of a population. It consists of ordering all the members of a population group under observation 
according to the increasing value of the characteristic (variable) being analysed (in this case, chronological age). 
It identifies the value that the variable assumes in relation to the case that occupies the central position, splitting 
the hypothetical row at exactly 50:50. 
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Generations in 1982 and in 2012. It founded one of its milestones in the very definition of active ageing 
formulated by the World Health Organization at the beginning of the new millennium (2002). 

Longevity, a decline in the birth rate, immigration, individual and social responsibility towards the goal 
of active and healthy ageing, therefore represent coordinates that define the challenges of demo-
graphic change. These intersect with important further changes that characterise current society and 
impact on the quality of the ageing process itself. The reference, in particular, is to the technological 
change of the fourth industrial revolution (Brynjolfsson & McAfee, 2014; Vaidya et al., 2018), with 
the growing importance that artificial intelligence and automation play in it (Pereira & Romero, 2017). 
The intersection of these coordinates also explains the taking shape of a new structure of society 
which, in the experiences that are taking place, has been named Society 5.0 (Hitachi-UTokyo 
Laboratory, 2020). Super intelligent and people-centric, it was founded on the merging of cyberspace 
and physical space, whose main example is nowadays represented by Japan. 

A fundamental point with respect to the challenges described regards the sustainability of the ageing 
process underway. The decline in the birth rate in combination with the increase in longevity has pro-
duced, in all the countries affected by these phenomena, a narrowing of the total share of the popu-
lation of working age. This determines evident and inevitable difficulties on the front of the workforce 
generational turnover. In this regard, it should be noted that it is not only a question of resolving the 
quantitative imbalances between the retiring workforce and the potentially available incoming work-
force. It is also a question of managing the qualitative imbalances between outgoing and obsolescent 
occupations (skills), and incoming or retrained occupations (skills), also through the use of artificial 
intelligence and automation. 

The problem of workforce ageing is therefore an equally complex replication of the more general issue 
generated by the population ageing. It has justified the growing call for the extension of working life, 
linked to the objective of maintaining the sustainability of pension spending, and reduce imbalances 
on the side of generational relay. Alongside the reference to the need to promote solidarity between 
generations because of the pension sustainability, the issue related to how to ensure a ‘solidarity be-
tween occupations’ arises. The exit of the workforce due to retirement should not lead to serious 
occupational imbalances in terms of skills and competences required by industry and the public ad-
ministration systems. 

In this direction, the investment aimed at facilitating the quantitative and qualitative matching be-
tween outgoing and incoming labour force is played out in the medium to long term. It is achieved 
according to skills forecasts (Cedefop, 2019), investing the educational systems with this responsibil-
ity, and also in terms of lifelong learning and workforce upskilling and reskilling (European Network 
of Public Employment Services, 2020). Again, it should be noted that not only is it necessary to analyse 
this problem from a quantitative, as well as qualitative point of view, not only focusing on the rigid 
characteristics of the older workforce (Blau & Shvydko, 2007). It is also fundamental to consider the 
labour market segmentation (Piore, 1983), i.e. the complex dynamics of interaction between the 
functioning of organisations’ internal labour markets and external markets. Hence, the ultimate role 
of education and training throughout the life course, which is carried out in formal, non-formal and 
informal ways, to guarantee the exchange of skills within individual organisations (internal markets) 
and labour markets (external markets). Once again, in functionalist terms, it should be noted that no 
viable alternatives appear to exist. ‘… according to the OECD (2017), lifelong learning opportunities 
and inclusive labour markets will be essential to ensure that workers of all educational backgrounds 
are able to extend their working lives’ (Midtsundstad, 2019, p. 14). 

The strenuous development of age management as an organisational discipline (Boehm et al., 2013; 
Naegele & Walker, 2011),  was born as a response to these challenges. It can also be a series of actions 
and tools aimed at training management so it can develop age-sensitive approaches to human re-
source management (Ilmarinen, 2011; Leisink & Knies, 2011). It considers elements such as health and 
safety at work (Farrow & Reynolds, 2012; Kim et al., 2016), work ability (Hilsen & Ennals, 2005; 
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Ilmarinen, 2006; Nygard et al., 2011; Skoglund & Skoglund, 2005), successful ageing at work (Kooij, 
2015; Kooij et al., 2020; Zacher, 2015) and the quality of ageing at work (Garavaglia et al., 2020; 
Marcaletti, 2014; Marcaletti & Garavaglia, 2016). Age management incorporates within its framework 
dimensions referring to well-being at work (Siegrist et al., 2007), job quality (European Foundation 
for the Improvement of Living and Working Conditions, 2015b; Gallie, 2007, 2017) and career sustain-
ability over the life course (de Lange et al., 2015; European Foundation for the Improvement of Living 
and Working Conditions, 2015a; Schalk et al., 2015). 

Finally, bearing in mind the context in which the To Switch project operates, it is necessary to empha-
sise again how the dynamics described impact differently on the territories. This contributes to design 
contexts that are profoundly unequal in terms of demographic composition and population density, 
ageing, infrastructural equipment, economic dynamics, development potential and exposure to risk 
factors. Not least is that deriving from climate change or other human behaviours, which has become 
evident in the case of the Covid-19 pandemic (European Foundation for the Improvement of Living 
and Working Conditions, 2020, 2021). 

Within all these approaches and taking into account all the contextual factors, training, retraining, 
specialisation, strengthening and reorientation of skills represent a fundamental factor in improving 
and empowering workers. This does not only apply to the mature workers, but to those of all ages. In 
considering the centrality of lifelong learning for workers and citizens, it is necessary to take into ac-
count the evolution of the skills and competences brought about by the fourth industrial revolution. 

Furthermore, the ageing process engenders different impacts on people. Therefore the information 
on the age of workers can only be considered as a weak predictor of their overall working condition 
and their work-related outcomes (Bohlmann et al., 2018). In this line, research ‘highlight[s] the im-
portance of conducting separate analyses for different types of adult learners and considering how 
outcomes could vary between groups of older employees according to gender, age, initial education 
level, labour market status, etc. […] The outcomes will in most cases also vary between countries be-
cause of different institutional and labour market contexts’ (Midtsundstad, 2019, p. 26). 

Although all these contextual factors reinforce the need to promote lifelong learning at any age, the 
category of older workers is still identified as an unsuitable group to receive education. 

There are many negative stereotypes regarding the ‘trainability’ of older workers, which 
may reduce the training access effectiveness of older workers. Compared to younger 
workers, older workers are perceived to have lower potential for development (Rosen & 
Jerdee, 1976), to learn less quickly, to be less able to grasp new ideas (Perry & Varney, 
1978), and to be less flexible and more likely to become weary than their younger col-
leagues (Stagner, 1985; Warr, 1994a). Employers are often reluctant to train older em-
ployees because they are simply too valuable in their current job to warrant the lost 
productivity associated with their training or development (Andrisani & Daymont, 1987; 
Straka, 1992) (Hsu, 2013, p. 284). 

As Sterns (1986) points out, however, it should be noted that economic and technological changes can 
generate new attitudes regarding investment in human capital, including older workers. In other 
words, ‘learning has been identified as an important potential lever to counter the declining skill rel-
evance of older workers’ (Fenwick, 2013, p. 300). Faced with processes of obsolescence and employ-
ment instability, an increasing number of older workers could be pushed towards requalification and 
investment in human capital. 

In all these cases, as Hsu (2013) points out, it is necessary to adapt and model the learning proposals 
with respect to the characteristics, experience and preferences of adult learners: 

Even when training opportunities are available to older employees, there is a need to tai-
lor the training design and methods to allow for the learning styles and experience of older 
employees (2013, p. 292). 
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In other words: 

Older workers can learn as well as younger workers as long as the training methods are 
tailored to compensate for the physical and cognitive changes that come with age (2013, 
p. 294). 

This must be done, however, taking into account that the very content of competences is undergoing 
profound transformation. As we have pointed out, the advent of the fourth industrial revolution brings 
with it in the twenty-first century the need to train specific technological skills, especially referring to 
the field of digital skills. We will explore this in Section 2.2. 

 

2.2 New skills challenges in the twenty-first century 

There is no doubt that the skills currently required from workers, including adult and senior workers, 
are evolving at the pace of technological innovation. This undeniable observation reflects two emerg-
ing criticalities. 

The first refers to the fact that it is no longer possible to interpret the relationship between skills 
required to workers and their aptitude to learn as a linear relationship. All training processes that take 
place within working contexts must assume the complexity of organisational and professional cul-
tures, as well as community of practices specific cultures. This will allow the correct interpretation of 
the multiplicity of forms through which adult workers learn in the workplace. 

Learning is represented often uncritically as a requirement for all workers in a fast-chang-
ing technologized knowledge economy emphasizing innovation, entrepreneurism and re-
silience (OECD, 2006). […] Rational assumptions of human capital accumulation often fail 
to account for the non-linear, participative process that are now understood to character-
ize workers’ learning (inter alia, Billett, 2002; Bratton et al., 2003; Hager, 2004; Hodkinson 
et al., 2008). […] Fuller and Unwin (2005) found that older workers’ attitudes to learning 
and uptake the opportunities for meaningful workplace learning depended very much on 
the ways these opportunities where embedded, supported and managed within a wider 
culture of workforce development, […] establishing what knowledge count more 
(Fenwick, 2013, pp. 302–303). 

We now move away once again from a functionalist paradigm of learning based on the theories of 
human capital. It is possible to exemplify the main factors in interpreting the challenges to adult and 
older workers’ attitudes to learning in the twenty-first century through the keywords summarised in 
Table 1. 

In other words, when thinking of adult employed learners, it is necessary to take into account that no 
type of learning initiative takes shape in a vacuum. On the contrary, learning is always embedded with 
respect to factors specific to the different sectors of economic activity, organisational cultures and 
professional communities of practice. These are the communities of practice that form the profes-
sional identities and enter into a relationship with the cultures of vocational training. This is hand-in-
hand with the corporate cultural systems for the development of human resources and with the sys-
tems that reward the most appreciated merits at the sector level. At the intersection between profes-
sional identities and systemic cultures, the need to enhance the professional knowledge and skills 
acquired by workers, as well as their specific approach to learning, must also be recognised in the 
learning actions. 
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Table 1: Older workers’ attitude to learning according to Fenwick (2013) 

Embedment at sector, activity or organisational level 
Work practices 
Identities 
Culture of workforce development 
Vocational cultures 
What knowledge counts more 
Utilising the skills that older workers already developed 
Valuing their approach to learning 

Own processing 

On the other hand, the second emerging criticality, addressed in Section 2.2.1, specifically concerns 
the type of skills required in the context of the technological and production dynamics. 

 

2.2.1 Twenty-first century skills 

The term ‘21st century skills’ refers to a broad set of knowledge, skills, work habits and character 
traits. Educators, school reformers, professors, employers and other agents claim these are vitally im-
portant to success in the current world, particularly in contemporary college and career programmes 
and workplaces (Care, 2018; Care et al., 2018; Griffin et al., 2012; P21-Partnership for 21st Century 
Learning, 2017). In summary, they are indispensable skills ‘to prepare children, youth and adults com-
prehensively for twenty-first century citizenship and life’ (Care, 2018, p. 4). 

Broadly speaking, the 21st century skills concept is that teaching students the most relevant, useful, 
in-demand and universally applicable skills should be prioritised in today's schools. It is believed that 
many schools may not prioritise such skills enough, or teach them effectively to students. In general 
terms, 21st century skills can be applied in all academic areas and in all educational, professional and 
civic settings throughout a student’s life, including adult education (Iñiguez Berrozpe & Boeren, 2019).  

The concept of 21st century skills encompass a broad and sometimes abstract set of knowledge and 
transversal skills that is not easy to define, not being officially categorised. However, while the specific 
21st century skills can vary according to the diverse sources, the ‘Framework for 21st Century Learn-
ing’ (P21-Partnership for 21st Century Learning, 2017) is the most commonly used conceptual back-
ground to define and categorise these skills (Figure 1). 
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Partnership for 21st Century Learning (2017) 

Figure 1: Conceptual framework for 21st century skills 

According to this source, there are four main areas: key subjects and 21st-century themes; learning 
and innovation skills; information, media and technology skills; life and career skills. Within these, the 
21st century skills can be systematised and developed through educational standards and assess-
ments, curriculum and instruction, professional development and learning environments. The com-
plete list of these skills is listed in Table 2 following the Partnership for 21st Century Learning (2017). 

 

Table 2: The 21st century skills 

1. Key subjects and 21st century themes 

• global awareness 

• financial, economic, business and entrepreneurial literacy 

• civic literacy 

• health literacy 

• environmental literacy 
2. Learning and innovation skills 

• creativity and innovation 

• critical thinking and problem-solving 

• communication 

• collaboration 
3. Information, media and technology skills 

• information literacy 

• media literacy 

• ICT (information, communications and technology) literacy 
4. Life and career skills 

• flexibility and adaptability 

• initiative and self-direction 

• social and cross-cultural skills 

• productivity and accountability 

• leadership and responsibility 
 

However, according to Vanek (2017), these relevant skills for active participation in citizenship, work 
and beyond have not yet strongly featured in adult education strategies, including workplace training. 
This is quite paradoxical, since technological environments are already part of the entire economic 
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and social spheres, including the need to solve everyday problems within these environments. As high-
lighted by Vanek (2017) and Iñiguez Berrozpe et al. (2020), lacking 21st century skills can exclude 
adults from the labour market and active participation in society. 

On the other hand, the scientific literature shows that adults also have a greater difficulty in acquiring 
the skills of the twenty-first century. Some of them depend on the optimal access and use of new 
technologies. The primary (access) and secondary (technologies use, and, therefore, derived from the 
lack of skills) digital barriers would be limiting the acquisition of these skills by adults (Iñiguez Berrozpe 
& Boeren, 2019). In this sense, it is important to also specifically address what these essential digital 
skills are in the twenty-first century. 

 

2.2.2 Twenty-one digital competences 

Related to these 21st century skills, the European Commission (2019), through the DigComp 2.0 pro-
ject systematised 21 digital competences, split into five areas (Information and data literacy; commu-
nication and collaboration: digital content creation; safety; problem-solving). The specific compe-
tences are listed in Figure 2 and Table 3. 

 

 

European Commission (2019) 

Figure 2: 21 digital competences 

 

Table 3: The 21 digital competences 

1. Information and data literacy 

1.1 Browsing, searching and filtering data, information and digital content 
To articulate information needs, to search for data, information and content in digital environments, to 
access them and to navigate between them. To create and update personal search strategies. 
1.2 Evaluating data, information and digital content 
To analyse, compare and critically evaluate the credibility and reliability of sources of data, information 
and digital content. To analyse, interpret and critically evaluate the data, information and digital con-
tent. 
1.3 Managing data, information and digital content 
To organise, store and retrieve data, information and content in digital environments. To organise and 
process them in a structured environment. 
2. Communication and collaboration 
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2.1 Interacting through digital technologies 
To interact through a variety of digital technologies and to understand appropriate digital communica-
tion means for a given context. 
2.2 Sharing through digital technologies 
To share data, information and digital content with others through appropriate digital technologies. To 
act as an intermediary, to know about referencing and attribution practices. 
2.3 Engaging in citizenship through digital technologies 
To participate in society through the use of public and private digital services. To seek opportunities 
for self-empowerment and for participatory citizenship through appropriate digital technologies. 
2.4 Collaborating through digital technologies 
To use digital tools and technologies for collaborative processes, and for co-construction and co-crea-
tion of resources and knowledge. 
2.5 Netiquette 
To be aware of behavioural norms and know-how while using digital technologies and interacting in 
digital environments. To adapt communication strategies to the specific audience and to be aware of 
cultural and generational diversity in digital environments. 
2.6 Managing digital identity 
To create and manage one or multiple digital identities, to be able to protect one’s own reputation, to 
deal with the data that one produces through several digital tools, environments and services. 
3. Digital content creation 
 

3.1 Developing digital content 
To create and edit digital content in different formats, to express oneself through digital means. 
3.2 Integrating and re-elaborating digital content 
To modify, refine, improve and integrate information and content into an existing body of knowledge 
to create new, original and relevant content and knowledge. 
3.3 Copyright and licences 
To understand how copyright and licences apply to data, information and digital content. 
3. 4 Programming 
To plan and develop a sequence of understandable instructions for a computing system to solve a 
given problem or perform a specific task. 
4. Safety 
 

4.1 Protecting devices 
To protect devices and digital content, and to understand risks and threats in digital environments. To 
know about safety and security measures and to have due regard to reliability and privacy. 
4.2 Protecting personal data and privacy 
To protect personal data and privacy in digital environments. To understand how to use and share per-
sonally identifiable information while being able to protect oneself and others from damages. To un-
derstand that digital services use a privacy policy to inform how personal data is used. 
4.3 Protecting health and well-being 
To be able to avoid health-risks and threats to physical and psychological well-being while using digital 
technologies. To be able to protect oneself and others from possible dangers in digital environments 
(e.g. cyber bullying). To be aware of digital technologies for social well-being and social inclusion. 
4.4 Protecting the environment 
To be aware of the environmental impact of digital technologies and their use. 
5. Problem-solving 
 

5.1 Solving technical problems 
To identify technical problems when operating devices and using digital environments, and to solve 
them (from trouble-shooting to solving more complex problems). 
5.2 Identifying needs and technological responses 
To assess needs and to identify, evaluate, select and use digital tools and possible technological re-
sponses to solve them. To adjust and customise digital environments to personal needs (e.g. accessibil-
ity). 
5.3 Creatively using digital technologies 
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To use digital tools and technologies to create knowledge and to innovate processes and products. To 
engage individually and collectively in cognitive processing to understand and resolve conceptual prob-
lems and problem situations in digital environments. 
5.4 Identifying digital competence gaps 
To understand where one’s own digital competence needs to be improved or updated. To be able to 
support others with their digital competence development. To seek opportunities for self-develop-
ment and to keep up-to-date with the digital evolution. 

 

According to this same source, these competences become fundamental for citizenship. However, 
scientific publications have placed the accent on their acquisition mainly by teachers and trainers, 
since they are the ones who will transmit it to their students (Caena & Redecker, 2019). Also in the 
literature, there is a lack of relevant studies in adult education that contemplate the development of 
these 21 digital skills among adult trainers and consequently the adult population. 
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3. Objectives and methodology 

 

3.1 IO1 objectives 

The IO1 aims at analysing, re-elaborating and systematising the theoretical-methodological and ap-
plicative framework of reference concerning adult and senior workers’ learning and training. This is to 
apply it to the training of their trainers and to others who support their learning activities (tutors, 
mentors, coaches), also considering structured processes for evaluating, validating and certificating 
the new and updated competences acquired. 

The adult learning models at disposal still mainly refer to the andragogical paradigm developed by 
Malcom Knowles and colleagues and applied to adult education (Knowles, 1973; Knowles et al., 2005). 
This approach was developed over 40 years ago and considers the trainer as tutor within a self-di-
rected learning process geared by the learner themselves. Its target is an adult learner who is part – 
with their learning needs, mainly work-related – of an institutionalised and sequential life course 
based on three fundamental stages: education, full-time work, retirement. Moreover, the andragogi-
cal paradigm was born and developed into a technology context that was still analogical, with digiti-
sation processes (also in the educational field) that were at their early stages. 

There is a change of the context of reference and the ubiquity of the digital technologies, and a need 
to apply the principles of adult education to lifelong and life-wide learning. As well as within formal, 
non-formal and informal contexts, these are also relevant within work organisations that have specific 
professional identities with different motivations to learn. This requires the development of a new 
conceptual and methodological model to support adult learning. 

According to this contextual framework, the main objectives of IO1 – as reported in the To Switch 
project proposal – are the following: 

a) Carry out a review of the most relevant and most recent scientific literature on the subject of 
adult learning, and training of adult and senior workers’ trainers. 

b) Collect, thanks to the project partners, good practices relating to learning initiatives aimed at 
adults, senior workers and adult trainers. Identify their success factors (also taking into ac-
count their criticalities) to benefit the development of the new conceptual paradigm and car-
rying out the project activities. 

c) The development of a new professional profile of the trainer (tutor, mentor, coach) of adults 
and senior workers should be undertaken. This should include the fundamental skills, the for-
mal and non-formal contexts of their acquisition, and their recognition and validation. 

Hence, the output (IO1) is represented by this report, with the following constituent elements: 

• A review of the most relevant and recent scientific literature that studies the examination and 
critical discussion of the principles and methodologies of adult learning and adult trainers. 
Work-related and non-work-related contexts should both be considered (Section 4). 

• An analysis of good learning practices that focus on the training process of adult and senior 
workers. This will include their motivation to learn, the new competence profiles of their train-
ers, and the new technological contexts of learning in the twenty-first century and in a post-
pandemic context (Section 5). 

• A new andragogical model that updates the principles of classic andragogy by adapting them 
to the new technological context, starting from the critical review of the relevant literature. 
This will be extended to the new socio-pedagogical coordinates that characterise the learners 
and their trainers (Section 6). 

• The identification of a new professional profile that should characterise the trainer and other 
training figures supporting adult and senior workers, capable of implementing the new andra-
gogic model. 
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3.2 Literature review method 

The starting point for the literature review was to consider the results of previous project actions 
carried out by the To Switch project as a preliminary basis for the analyses. In particular, the AWARE 
project (2004–2007) dedicated to the training of senior workers had identified the principles of andra-
gogy as the elements to focus on for the project’s training activity. 

Therefore, using ‘andragogy’ as a keyword in search engine databases of indexed journals such as 
Dialnet, Mendely and others, a first scoping review of recent contributions was carried out. The review 
focused on the development and evolution of the andragogic model and the examination of the first 
selected articles identified such contributions. As well as this, the contributions that critically reviewed 
and updated the andragogic principles also indicated a quite frequent association between andragogy 
principles and heutagogy principles. The bibliographic research was therefore repeated through the 
same search engines using the term ‘heutagogy’ as the keyword. 

Overall, among scientific articles, book chapters and books, it was possible to select 80 relevant con-
tributions for the literature review. Out of these, it was possible to access their full content in pdf 
format, and another 24 where it was only possible to access their abstract. In addition to the selection 
of specific contributions, scientific contributions of reference on the subject of adult education and 
training were examined. The bibliography on the subjects of demographic change, technological shift, 
active ageing and age management, as well as scientific publications relevant to the subject under 
examination published by the editors of this Intellectual Output report.  

For the analysis of the selected material, we read all the contributions to summarise their most signif-
icant contents and identify connections between them to establish emerging patterns. Findings are 
presented in Section 4. 

 

3.3 Good practices analysis method 

The selection of good practices involves an assessment and evaluation process based on specific cri-
teria. In the To Switch project, the aim is to identify good practices providing inputs for the develop-
ment of the new conceptual model for adults and seniors training. Areas covered include training 
methods, resources and tools for the learning platform (to be developed in the further project phases) 
and the design of pilot courses for trainers of senior workers. 

To this end, the project partners were asked to identify training practices in their country focused on 
the training of adults and seniors in and out of the labour market. This encompassed developing or 
experimenting with new approaches for adults and seniors upskilling and reskilling by starting with 
skills assessment tools. This was followed by topics such as training content, training methods, tools 
and platforms, mentoring and coaching methods and tools, the assessment, and the validation and 
certification of acquired skills. 

Box 1 summarises the main criteria and dimensions considered to identify and select the good prac-
tices in the training of senior workers and trainers. 

  



23 

Box 1: Qualifying criteria for the selection of good practices 

Adequacy of the design and implementation of the actions and services developed. This dimension refers 
to the adequacy and completeness of the logical planning and implementation framework. The logical frame-
work should ensure internal consistency (in terms of objectives, activities and results) and external con-
sistency (with respect to the external context and the reference policies) through the robustness of the inter-
vention design, implementation and evaluation systems. For example, knowledge of the needs and problems 
to be addressed; a policy design guaranteeing consistency between tools, objectives, targets, intervention 
timing and available resources; adequacy of the methodologies adopted and the organisational and manage-
ment structure put in place; the presence of an ongoing monitoring and ex post evaluation. In detail, the 
following sub-dimensions have been considered: 

• clear, achievable and consistent definition of goals and expected outcomes; 

• previous needs assessment;  

• involvement of beneficiaries and main stakeholders in the design and implementation of the actions; 

• clear management system and roles and responsibilities of stakeholders involved; 

• the setting up of an ongoing monitoring system of activities and results. 

Effectiveness and results. This dimension is related to the capacity of the practice to achieve the expected 
results and their recognition and use in the peer community at the local and national and EU level. The con-
sidered sub-dimensions relate to:  

• the main outputs and outcomes of the practices compared to expected ones;  

• the use of the practice approach and method (e.g. the training model, tools, methods and approaches 
developed by the practice) among training bodies, research institutes and universities, public institu-
tions, third sector organisations, companies and social partners.  

Innovation. This dimension considers the practice’s innovativeness compared to the context in which the 
practice is implemented (to take into account the different national and local contexts where the practices 
are implemented), the training process and the outcomes. The considered dimensions in the To Switch case 
are related to the development and implementation of: 

• new training and learning methods, contents and guidelines, and tools; 

• new target groups involved (e.g. adult and senior workers, the unemployed and inactive, trainers, 
social partner; tutors, mentors and coaches, and managers and employers); 

• new professional profiles for trainers; 

• new partnerships created and stakeholders involved; 

• new skills assessment and validation, and certification models. 

Sustainability in the medium to long run. This dimension is important to ensure continuity in the implemen-
tation of the methods and approaches developed in the ‘good practice’. It is related to the availability of 
financial, human and organisational resources or the intervention’s capacity to generate new resources to 
maintain it after the initial funding is over. The considered sub-dimensions relate to the type of funding, e.g. 
public or private funding (distinguishing between users’ fees, funding from employers or the social partners, 
funding from NGOs, etc.). This dimension is strongly linked to the capacity of the practice to be mainstreamed 

into ordinary policymaking.  

Reproducibility and transferability. These two criteria relate to the possibility to reproduce the practice for 
addressing similar issues and to replicate it in similar contexts (e.g. with similar institutional, political, socio-
economic conditions), or to transfer it (in toto or partially) in other contexts, or to address other issues [trans-
ferability]. In our case these dimensions refer to the practice’s potential reproducibility and transferability 
into other sectors and occupations, target groups, and territorial areas and countries.  

Mainstreaming. This dimension refers to the potential adoption of the practice in mainstream policymaking. 
In our case this dimension refers to the:  

• potential internalisation of the practice into adults’ training and lifelong learning systems; 

• potential) internalisation of the practice into skills assessment and certification systems; 

• diffusion and promotion of the practice’s approach and results among training institutions, social 
partners, policymakers, etc. 
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4. Literature review 

 

This section is dedicated to the presentation of the main evidence that emerged from the literature 
review on the subject of adult and senior workers’ learning and the training of their trainers. It will  
open with a brief description of what can be considered a debate on the theories about adult learn-
ing, in comparison with classical pedagogical theories. Despite the abundance of contributions made 
on this topic, it is possible to anticipate that this theoretical-conceptual debate it is not conclusive and 
is still ongoing. 

Next, the assumptions and basic principles of the two main current approaches to adult learning will 
be presented in a comparative way: andragogy and heutagogy. Both, using an analytical strategy very 
present in the literature, will be presented in an ideal-typical form, and compared with the classical 
pedagogical approach. This discussion is included in a section that we called ‘Methodological contri-
butions’ (Section 4.2), since the ideal-typical classification is based on epistemic criteria and principles 
of conduct, rather than on empirical evidence that can legitimately base a complete theoretical for-
mulation. With respect to the aforementioned empirical evidence, a short section of this part will be 
dedicated to them. In that paragraph we will expose above all the elements of criticism that can be 
made to the studies we found in the literature, many of which – as will be explained – are lacking from 
a conceptual, methodological and concerning representativeness points of view. The section will close 
with a summary discussion of the main evidence that emerged from the analysis of the literature in-
terpreted with the aim to formulating a new conceptual and methodological framework of reference 
for adult and senior workers’ learning. 

 

4.1 Theoretical contributions 

The third chapter of the sixth edition in Malcolm Knowles’ classic, The Adult Learner, edited by El-
wood F. Holton III and Richard A. Swanson (Knowles et al., 2005), opens with a fundamental question: 
what is a theory in (adult) learning? 

The answer to this question would exceed the objectives of this Intellectual Output. Nonetheless, we 
take the cue that the question offers to resume one of the aspects that the authors use to answer it. 
In the field of learning theories, it is possible distinguish two main strands, that of those who proposed 
them (propounders) and that of those who interpreted them (interpreters). On the one hand, there-
fore, we can classify those authors who have tried to formulate original pedagogical theories and cite 
some of the most well-known names – Pavlov, Freud, Skinner, Maslow, Freire. On the other hand, 
there are those who have reinterpreted, reformulated, merged and recombined existing theories to 
improve their proposal, such as Glaser, Reese and Overton and Merriam (Knowles et al., 2005). 

Analysing the scientific literature on adult and senior workers’ learning, it became clear that, especially 
among the authors of the most recent publications, the interpreters abound. 

This statement finds its justification based on two frequent pieces of evidence in the adult learning 
literature. The first refers to the principles of adult learning being generally formulated in opposition 
and comparison with the principles of classical pedagogy applied to school-age learners. For this rea-
son, as we have been anticipated and as will be explained, comparative proposals abound. Within 
these proposals, andragogy is defined as opposed to classical pedagogy (Istituto Superiore Mario 
Boella, 2007), and heutagogy as opposed to these first two (Bansal et al., 2020). The second evidence 
present in the literature concerns the most recent formulations on the subject of adult learning, and 
especially the proposal of heutagogy. These are not configured starting from empirical evidence al-
lowing the formulation of assumptions and the proposition of a theory, but on epistemic principles 
developed logically in the absence of empirical evidence. Therefore, the proposals are based on prin-
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ciples developed from the observation of the greater or lesser effectiveness of a given practical so-
lution applied to narrow learning situations. Following Bangura, it should be better to abandon the-
oretical ambitions and ‘to treat the terms pedagogy and andragogy as the adult education literature 
has used them like “pure types” in a Weberian sense, or as “models” as the concept is commonly 
employed in contemporary social science’ (2005, p. 27). 

These first aspects, now clarified, allow us to bound the scope of the concepts we are going to analyse 
and it is useful to start from some basic definitions. These will be detailed in the following pages, and 
from an example of classification and interpretation. 

Regarding the basic definitions, we can observe a convergence of numerous authors around the fol-
lowing definitions (Bangura, 2005; Bhoyrub et al., 2010; Blackley & Sheffield, 2015): 

• pedagogy as the art and science of teaching; 

• andragogy as the art and science of teaching and leading adult learners; 

• heutagogy as the study of self-determined learning. 

As can be seen from the definitions, a similar description is dedicated to pedagogy and andragogy; a 
more general definition is applied to the former. In both cases, they are defined as ‘arts’ and as ‘sci-
ence’. As for heutagogy, it is explained as the study of a specific learning sector – the self-determined 
one. 

An aspect to return to, is that these three ‘arts’ or ‘sciences’ or again, ‘fields of study’ of learning, are 
easily juxtaposed with each other. For example, with the aim of explaining the differences of the heu-
tagogic approach, Blaschke and Hase (Blaschke, 2012; Blaschke & Hase, 2016) exemplify a sort of hi-
erarchical organisation and classification of the three ‘-gogies’ based on two opposing vectors. The 
the first of these represents the greater or lesser autonomy and maturity requested to the learner. 
The second vector represents the degree of structuring and degree of control of the teacher over 
learning. The graphical representation of this classification is shown in Figure 3. 

 

(Blaschke, 2012, p. 60) 

Figure 3: Progression from pedagogy to andragogy then to heutagogy 
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Starting from the graphic representation with pedogogy, it can be deduced that this represents the 
basis of learning processes. It has the aim of stimulating the engagement towards knowledge by a 
learner with little autonomy and by means of a strong structuring of learning and control by the 
teacher. Andragogy has the purpose to stimulate the cultivation of learning through a certain degree 
of control by the teacher in learners with higher levels of autonomy. This is placed in an intermediate 
position in the proposed hierarchy. Heutagogy implies the highest level of autonomy and maturity in 
the learners with minimum structuring and control exerted by the teacher, to stimulate personal ful-
filment through learning. These differences will be explained in detail in Section 4.2.3 when presenting 
and discussing the ideal-typical classification of the three ‘-gogies’. 

However, some other clarifications must be kept in mind. As Bangura has highlighted:  

the basic difference between pedagogy and andragogy is that between treating leamers 
as passive and dependent individuals and treating them as relatively autonomous and 
self-directed individuals. […] Specifically, pedagogy is aimed at transmitting knowledge to 
leamers who are presumed not to have the means or ability to leam on their own. It is 
characterised by a relationship of dependency between teacher and leamer, where the 
latter is mostly passive and is taught by, or leams from, the former. Pedagogy assumes 
that the leamer lacks relevant knowledge and experience and generally is incapable of 
determining the leaming or educational agenda. As such, the agenda is to be set by the 
teacher or educational institution (2005, p. 27). 

Heutagogy can be defined as ‘the study of self-determined leaming, […] a natural progression from 
earlier educational methodologies [that] may well provide the optimal approach to leaming in the 21st 
century’ (2005, p. 31). 

When we talk about pedagogy, andragogy and heutagogy we are not referring to the only ‘-gogies’ 
present in the literature, but only to the main and the most in-depth ones studied in adult learning. 
Although they are not the object of interest of this discussion, it is worth mentioning that in the se-
lected scientific literature reference is also made to others. For example, ergonagy (the science of 
teaching people to work), geragogy and eldergogy (the science of teaching older people) or ub-
untugogy (the science that recovers the philosophical foundations of African pedagogy, against Euro-
centric approaches) (Ashton & Newman, 2006; Bangura, 2005; Blackley & Sheffield, 2015). 

In the next sections we will deepen the characteristics of both models and analyse them in a compar-
ative key in contrast to the characteristics of classical pedagogy. 

 

4.2 Methodological contributions: the founding principles of andragogy and heutagogy 

Andragogy and heutagogy share, in their conception, a reference to classical Greece. As reported by 
Blackley & Sheffield, the use of the term andragogy can be traced back to 1883 when it was first used 
to describe ‘Plato’s instructional practices with young adults’ (2015, p. 397). ‘Heut’ is the ancient Greek 
term that denotes the ‘self’ (Bhoyrub et al., 2010; Blaschke, 2012). 

 

4.2.1 Andragogy 

Regarding the andragogic approach to adult learning, it is possible first of all to explain the main as-
sumptions on which it is based. Once again, in the words of Bangura: 

The basic assumption of andragogy is that adults have a preference for self-directed learn-
ing. […] A corollary of this assumption is that the accumulated experience of learners is a 
valuable learning resource that should be integrated into the educational process. The 
learning content of andragogy is determined by the learners in collaboration with their 



27 

teacher or facilitator because of the autonomy, desire to learn, and experience of the for-
mer (2005, p. 28) 

With respect to this first description of the assumptions on which andragogy is based, we can highlight 
several elements. First, explicit reference is made to the fact that adults express a preference about 
how to be trained. This preference moves in the direction of self-directed and not hetero-directed 
learning, as traditional pedagogy assumes. Second, emphasis is placed on the learning adult not being 
an actor devoid of knowledge. On the contrary, they are a bearer of experience (accumulated 
knowledge and skills) that can represent an important resource during the practice of training process. 
Finally, this accumulated experience, together with the intrinsic motivation to learn, shows that in 
andragogy it is the learner who determines the content of the learning. Adults generally possess a 
greater autonomy (despite this being a questionable and criticised factor in the literature), although 
they require the help of a trainer or facilitator. 

Moreover, andragogy defines ‘an adult learner as someone who (1) wants to learn the things that they 
think they need to learn, (2) has an independent self-concept and who can direct [their] own learning, 
(3) has accumulated a reservoir of life experiences that is a rich resource for learning, (4) has learning 
needs closely related to changing social roles, (5) is problem-centred and interested in immediate ap-
plication of knowledge, and (6) is motivated to learn by internal rather than external factors (Merriam, 
2001)’ (Aksoy & Meral, 2020, p. 3). 

Bangura’s exposition of the assumptions of andragogy (2005) contrasts in part with – or at least proves 
to be inaccurate with respect to – the original vision of the approach presented by Knowles in his work 
The Adult Learner (Knowles et al., 2005). 

Within the latter, it is explained that what andragogy defines are the principles and the learning pro-
cess (what the authors define as a ‘process model’). This is in contrast to the approaches that focus 
on the content to be transferred to the learner (what the authors define as a ‘content model’). There-
fore, the constituent elements of andragogy are a series of basic and practical principles to be used in 
designing the learning process of adults, whatever the contents of such learning. On the other hand, 
Knowles’s vision of andragogy has evolved in the direction of an integrated set of principles. Such a 
system developed starting from the initial intuition focused on a set of less integrated and more flex-
ible assumptions. This systemic and practical vision of andragogy is shown in Figure 4. 

Following Knowles et al. (2005), we can therefore observe that there are six core adult learning prin-
ciples of andragogy. The first concerns the learner’s need to know. The principle is based on identi-
fying the reason for the need to know (the ‘why’), the content of the knowledge (the ‘what’) and the 
way in which the need to know can be satisfied (the ‘how’). Overall, this first principle reflects the 
importance of identifying, in the context of the adult learning process, the fundamental reasons that 
justify their need to know. In the light of the institutional, social and individual context factors that 
frame the core adult learning principles (see Figure 4), we could add the time coordinate (the ‘when’). 
This is important for identifying, in relation to these circumstantial factors, the timing when the need-
to-know manifests itself. As Bangura explains: 

pedagogy treats education more in terms of preparation for the future than as a matter 
of doing in the present. An implied distinction exists between the world of leaming and 
that of doing. Andragogy assumes that leaming is central to what it means to be human. 
Consequently, very little distinction is made between leaming and doing, between educa-
tion and everyday problem-solving. Andragogy calls for identifying and solving problems 
in the present (2005, p. 28). 

The second principle of andragogy refers to the need to take into account, in the adult learning pro-
cess, the concept of self that the learner shows as a subject in learning. Adults – according to the 
interpretation given by andragogy – are autonomous actors, capable of identifying their learning 
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needs with independence of judgement, but not only this. They are also actors inclined to self-direc-
tion; they prefer control over themselves as opposed to hetero-direction, which – as seen above – is 
a situation that typically characterises traditional pedagogy. The trainer therefore finds themselves 
interacting in the learning process with autonomous and self-directed subjects – characteristics that 
cannot be underestimated or denied. 

 

 

(Knowles et al., 2005, p. 4) 

Figure 4: Andragogy in practice 

 

The third core principle of andragogy refers to one of the elements that can probably be considered 
the most distinctive of adult education. This is the learner’s previous experience. We have already 
seen how, in the description of the andragogy by Bangura (2005), the element of the previous adult 
experience is central. In this case, returning to the justification provided by Knowles et al. (2005), we 
find, within the adult learning processes, that this experience is to be considered an important re-
source. The adult reaches the training experience already with a wealth of knowledge acquired from 
formal education, skills resulting from work-oriented training, and skills acquired in non-formal and 
informal contexts. The teacher, trainer, tutor or mentor must take it into account, but not only this. 
The trainee adult uses this prior knowledge, skills and abilities as a mind map that preselects their 
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preferences. As in Bourdieu’s concept of ‘habitus’ (1993; 1992; Dubar, 1992), the actor’s previous ex-
perience in relation to the socio-institutional context of reference feeds a series of mental maps in the 
adult. These preselect, on the basis of successful antecedents and failures in the trial and error that 
experience produces, the field of possible and desired options. For this reason, the adult in learning is 
a subject with, generally, already formed ideas about the a priori possible and impossible choices 
about learning. 

The fourth basic principle of andragogy is the adult’s readiness to learn. According to andragogy, the 
adult is not interested in accumulating other knowledge for the sole fact of storing it in the case it has 
future usefulness. Learning for adults takes on meaning if it is for the ‘here and now’, related to the 
vital context that the person is experiencing. It does not concern the acquisition of a potential for 
future growth and development; it is related to a need for growth and development, according to 
specific tasks, in the present time. 

This fourth fundamental principle of andragogy relates directly to the fifth, which refers to adult learn-
ing orientation. Within the learning processes, the teacher must take into account that, in addition to 
the characteristics already described according to the previous principles, this orientation refers to 
problem-solving. Adult education must be problem-solving centred. Even more, this problem-solving 
orientation favoured by adult learners is contextual, and this must be taken into account. This aspect 
is not explicitly mentioned in Figure 4, and what is important is not the only problem to be solved, but 
also the ‘when’ and ‘where’. This problem, in relation to specifical socio-institutional and individual 
context constraints, has to be solved through new learning. A clear reference to this position can be 
found in the current centrality given to the problem-solving in technology-rich environments (PS-TRE) 
competences through critical and computational thinking (CCT) (Iñiguez Berrozpe et al., 2020; Iñiguez 
Berrozpe & Boeren, 2019) (Section 4.3.1). 

The sixth and last core principle of the andragogy concerns one of the less empirically explored aspects 
when it comes to adult education and training: the motivation to learn (Iñiguez Berrozpe & Marcaletti, 
2016; Marcaletti et al., 2018). It is an issue not covered in the official surveys on lifelong learning in 
Europe. Adults’ motivation to learn is different from that of, for example, learners engaged in initial 
formal education, vocational training or organisational training and upskilling. Adults’ motivation is 
generally not justified by reasons external to the individual. On the contrary, the adult motivation to 
be taken into account is an intrinsic motivation. This refers to the value of learning itself in relation to 
previous experience, the solution of concrete problems in the present moment and generally inter-
preted as personal payoff. 

According to Arghode et al. (2017) and their study comparing behaviourism, cognitivism, 
constructivism, humanism and andragogy, the core beliefs on which andragogy is based can be 
summariased as: a) adults are self-directed learners and learn through experience; b) adults want 
immediate application; c) adults learn best when they choose content and method of learning. To 
conclude, it should be also noted that andragogy suffers from numerous criticisms, among which the 
Authors cite the following: a) assumes all adults learn identically; b) ignores variations among adult 
learners; c) focus mainly on intrinsic motivation; d) focus more on process, less on content; e) is an 
ideology not theory; f) is not empirically based; g) is incomplete; leaves many questions unanswered 
h) overlooks serendipity in adult lives; i) prior conditioning of adults may not align well with andragogy 
tenets(2017, p. 600). 

 

4.2.2 Heutagogy 

With foundations on some of the principles of andragogy, the heutagogic approach develops some of 
its dimensions, in particular the principle of self-direction. In this model it is made to evolve until it 
assumes the characteristics of self-determination. Another distinctive element of heutagogy is its ori-
entation towards the development not so much of skills as of capabilities. All this takes into account 
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the current changing context that characterises access to training (in principle, made easier thanks to 
technology) and the challenges posed by globalisation. In summary, heutagogy is defined as a holistic 
learning model. 

Heutagogy [is] a holistic model for advancing lifelong learning within multiple contexts, 
and a model further supported and propagated by technological developments such as 
Web 2.0 and the potential for Web 3.0 (Blaschke & Hase, 2016, p. 27). 

Heutagogy, as we have seen (Section 4.1), defines itself as the study of self-determined learning (Hase 
& Kenyon, 2001). Its goal includes helping learners develop the capacity of self-direction, supporting 
transformational knowledge and allowing emancipatory learning and social action (Merriam, 2001). 

The goals of self-directed learning include helping learners develop the capacity for self-
direction, supporting transformational learning, and promoting “emancipatory learning 
and social action” (Merriam, 2001, p. 9). Within transformational learning, learning oc-
curs along a self-directed path; as the learner matures and reflects on life experiences in 
relation to [their] self-perception, beliefs, and lifestyle, the learner perspective is adjusted 
and transformative learning can occur (Blaschke, 2012, p. 58). 

Thanks to this definition and following certain authors who have defended this new approach to train-
ing and lifelong learning (Blaschke, 2012; Blaschke & Hase, 2016; Blaschke & Marin, 2020; Hase et al., 
2006; Hase & Kenyon, 2003; Kenyon & Hase, 2001), we meet some of heutagogy characteristic ele-
ments that should be specified. In the first place, as can be seen in the quote, it is possible to find a 
use as equivalents of ‘self-directed’ and ‘self-determined’ learning expressions. This is despite the 
distinctions that in the comparative description of the approaches of andragogy and heutagogy these 
same authors make (see Table 5, Section 4.2.3). 

A second element to consider is the transformative potential of self-directed and self-determined 
learning. In this sense, it is explained that self-direction (turning the learning of contents decided in 
autonomy inwards) is self-determination. When this happens, it is because the subject in learning has 
reflected on their needs, exercising their reflexivity around the most important factors of their own 
vital experience. Therefore, it is triggering a process which, by its nature, it is also transformative. In 
this sense, the heutagogic model is an approach inspired by the theory of human agency. Reflexivity 
that combines with agency and transformative potential that transforms into capabilities are also 
based on metacognition (Blaschke & Hase, 2016; Hase & Kenyon, 2007), and the understanding of the 
mechanisms that make it possible to learn (learning to learn). 

Therefore, a key concept in heutagogy is that of double-loop learning and self-reflection (Hase & 
Kenyon, 2001). 

In double-loop learning, learners consider the problem and the resulting action and out-
comes, in addition to reflecting upon the problem-solving process and how it influences 
the learner’s own beliefs and actions (Blaschke, 2012, p. 59). 

According to Argyris et al. (1978), double-loop learning occurs when learners question their own val-
ues and mental categories as a fundamental strategy for improving their learning to learn. 

In summary, there are five founding principles of heutagogy, and they are explained in Table 4: 
learner-centred and learner-determined learning; capability; self-reflection and metacognition; dou-
ble-loop learning; non-linear learning and teaching. 
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Eberle (2009, p. 183) 

Figure 5: Double-loop learning 

 

Table 4: The principles of heutagogy 

Principle Description 

Learner-centred and learner-determined The role of human agency in learning is a fundamen-
tal principle. The learner is at the centre of all heu-
tagogic practice. The learner is self-motivated and 
autonomous, and is primarily responsible for decid-
ing what will be learned and how it will be learned 
and assessed. 

Capability Capability is characterised by the following: being 
able to use competencies in unfamiliar as well as fa-
miliar circumstances, learner self-efficacy, communi-
cation, creativity, collaboration (teamwork) and pos-
itive values. 

Self-reflection and metacognition Within heutagogy, it is essential that reflection oc-
curs in a holistic way. This translates to the learner 
reflecting not only what they have learned, but also 
the way in which it has been learned – and under-
standing how it is learned (metacognition). 

Double-loop learning Double-loop learning requires that learners are both 
psychologically and behaviourally engaged. They re-
flect on not only that they have learned, but also the 
way in which this new knowledge and the path to 
learning have influenced their values and belief sys-
tem. 

Non-linear learning and teaching As learning is self-determined, the path to learning 
is defined by the learner and is not established by 
the teacher. As a result of learners choosing their 
own path, learning happens in a non-linear format. 

Adapted from Blaschke & Hase (2016, p. 28) 

 

An interesting aspect of the heutagogic approach is represented by its presentation as a learning 
model. Thanks to its characteristics, it can be effectively provided both in the field of VET (Hase & 
Kenyon, 2001) and in the development of human resources at an organisational level (Hase et al., 
2006). This is justified by: 
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Complex and chaotic environments require a different style of learning, which is informal, 
driven by the experience of work, involves double-loop learning, is collaborative, and is 
cooperative. People in these environments need to know how to learn, and the organiza-
tion needs to be adept at harnessing knowledge as it emerges. There is no time for formal 
training programs. Learning is ‘just-in-time’ and emergent (Blaschke & Hase, 2016, p. 29). 

Looking at the fundamental elements of the design of a heutagogic learning process, one of the as-
pects deserving attention is this approach being based on individualised learner-defined learning 
contracts (Blaschke, 2012). 

In Figure 6, which describes the design of the heutagogic process, it can be observed that the learning 
contract represents the first step to be carried out to start the learning process. With the learning 
contract – which is postulated to be individualised (Blaschke, 2012) – the learner defines what they 
will learn (scope), how they will learn it (teaching and learning approaches), what will be assessed and 
how. 

 

 

Blaschke & Hase (2016, p. 30) 

Figure 6: Heutagogic design process 

This way, the learning contract defines the learning activities that will be carried out and the out-
comes. The achievement of the outcomes implies these have been assessed, according to the proce-
dures defined initially. The result of this can in turn interact with – in terms of adaptation – the curric-
ulum and setting defined in the learning contract itself. The result of this process is a capable, creative 
and self-determined learner able to explore, create, collaborate, connect, reflect and share (Blaschke 
& Hase, 2016). 

Further design elements of the heutagogic approach are: the learner centredness, in terms of both 
learner-generated contexts and contents; a flexible curriculum; guiding the learner to define self-di-
rected questions; flexible and negotiated assessment (Blaschke, 2012). 

In conclusion, and based on other citations taken from the literature, it is possible to highlight some 
other salient aspects of heutagogy. First, the position assigned by this model to the adult learner. 

Ashton & Newman (2006) state that the work of Hase and colleagues (Blaschke & Hase, 2016; Hase & 
Kenyon, 2007, 2001, 2003): 
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drew our attention to the need for different models and new paradigms. The thesis under-
pinning their work is that people learn from a full range of life experiences and that edu-
cators must be guides to the development of ideas rather than force-feed the wisdom of 
others (Coughlan, 2004; Findlay, 2002). Hase and his colleagues place the responsibility 
for knowledge appropriation using a heutagogical model very clearly with the learner 
(Ashton & Newman, 2006, pp. 828–829). 

Second, there are contributions that emphasise the importance, within adult learning processes, of 
factors such as emotional intelligence and soft skills. 

Hase and Kenyon (2007), who originally devised the conceptual framework of heutagogy, 
see capability as the utilisation of self-efficacy competence to respond to complexity the-
ory. These competencies partially reflect those of Daniel Goleman’s emotional intelligence 
framework through highlighting adaptability, initiative and team work, and have been 
successfully applied across a broad array of leaning organisations (Cherniss et al., 1998) 
(Bhoyrub et al., 2010, p. 323). 

Third, regarding the implications surrounding the function of the teacher within the heutagogic ap-
proach, it is possible to highlight the role of facilitator and broker assigned to them. 

Heutagogy is underpinned by Roger’s (2007) hypothesis that focuses upon the relation-
ship within teaching. Within this theory, learners are seen as only facilitated toward learn-
ing, rather than being directly taught. This facilitation reduces the opportunity for the 
learner to experience being under threat, subsequently allowing a relaxation of ego 
boundaries and hence being more open to learning (Bhoyrub et al., 2010, p. 324). 

Following this, Ashton & Newman define the educator in heutagogic approaches as a ‘knowledge bro-
ker’ (2006, p. 835). 

Several criticisms have also been directed at the heutagogic model, some of which will be considered 
in Section 4.3.3. 

 

4.2.3 Comparing pedagogy, andragogy and heutagogy 

We have introduced, at the beginning of this section, a theoretical-conceptual framework of adult 
learning, and have deepened the assumptions and principles of andragogy and heutagogy. This para-
graph presents what, in much of the scientific literature, is proposed as a comparative analysis of 
approaches aimed at adult learning. We have already recalled that the tendency to make comparisons 
is mainly based on the method of ideal-typical classification – or on the extrapolation of characteris-
tics in their ‘pure’ or ‘extreme’ state from each approach. This makes it possible to identify more 
clearly the distinctive features of each, and the differences between them. 

A typical way of proceeding is to compare andragogy with pedagogy, to highlight the differences be-
tween initial formal education and adult learning (Knowles et al., 2005; Istituto Superiore Mario Boella, 
2007). Or we can compare differences between heutagogy with andragogy, to highlight the differ-
ences between self-directed and self-determined learning (Blaschke, 2012) and the principles of all 
three approaches (Bansal et al., 2020). Table 5 summarises the comparative description of traditional 
and adult learning approaches.   
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Table 5: Traditional and adult learning approaches 

Feature Pedagogy Andragogy Heutagogy 

Target learners School-age pupils or in-
experienced students 

Adults with or without 
experience 

Adults with some experi-
ence 

Objective of learning Acquiring knowledge to 
reach the subsequent 
stage of knowledge - Ac-
quisition process 

Developing skills based 
on the need to solve 
specific problems - Per-
sonal development pro-
cess, linked to vital 
needs 

Developing capabilities 
based on the need and 
the potential to learn – 
Transformative process 

Organisation of learning Standardised curricula – 
Teacher-centred model 

Based on needs, it al-
lows learners to learn 
how to learn, with or 
without the help of the 
teacher – Problem-cen-
tred contextual model 

Not standardised – 
Learner-centred model 

Role of learners and 
teachers in learning and 
assessment 

Learners are totally de-
pendent and teachers 
decide what, how and 
when regarding learning 
and its assessment –De-
pendency model 

Learners are autono-
mous and teachers act 
as guides and facilitators 
to help adults become 
self-directed learners – 
Self-direction model 

Learners are independ-
ent and the role of edu-
cators is limited to stim-
ulating their curiosity 
and offering opportuni-
ties to learn – Self-deter-
mination model 

Learning process Unidirectional, from 
teacher to learner 

Bidirectional, between 
teacher and learner 

Multidirectional 

Learning resources Limited: designed and 
recommended by teach-
ers 

Controlled: decided col-
laboratively by teacher 
and learner 

Unlimited: can be pro-
vided by the teacher but 
mainly decided by the 
learner 

Level of cognition and 
learning 

Cognitive Meta-cognitive Epistemic (evidence-
based) 

Assumptions related to 
the learning process for 
change 

Absent (single-loop 
learning) 

Absent (single-loop 
learning) 

Present (double-loop 
learning) 

Motivational factors Externals, driven by re-
wards 

Internal, driven by de-
sires and needs (intrinsic 
value, personal payoff) 

Internal, driven by re-
flexivity 

Allows creativity No No Yes 

Requires interaction 
and collaboration be-
tween learners 

No Not essential Yes 

Own processing based on Arghode et al. (2017), Bansal et al. (2020), Blaschke (2012), Istituto Superiore Mario 
Boella (2007) and Knowles et al. (2005) 

 

For the target subjects of learning, it is evident that pedagogy, andragogy and heutagogy differ sub-
stantially. An important emphasis to be made in this regard concerns this differentiation not being 
based solely on the age factor (i.e. pupils of school age for pedagogy, adults for andragogy and heu-
tagogy). Above all, as explained in the previous Section 4.2.1 and Section 4.2.2, it depends on whether 
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or not the learner has already gained previous experience. The classifications encountered in the lit-
erature do not provide an explanation as to what this previous experience may consist of. However, 
it is possible to infer that experience refers to that gained in education and that gained in the work-
place, or in non-formal and informal contexts. In this sense, pedagogy is the science of learning applied 
to individuals with no previous experience. According to some authors (Bansal et al., 2020), andragogy 
is the science of learning that is aimed at individuals with or without previous experience, while heu-
tagogy is aimed at individuals also with some experience. 

For the learning objectives, these have already been introduced by presenting the progression be-
tween the approaches proposed in Figure 3 (Section 4.1). In the case of pedagogy, it is stated that its 
aim is to allow learners to reach a further level of knowledge, which they have not yet achieved. For 
this reason, learning is referred to as an acquisition process. For andragogy, as explained by presenting 
its approach in detail, it is stated that its goal is the development of skills. This is based on the need to 
solve contingent and specific problems affecting individuals’ vital spheres, so andragogic learning has 
to be interpreted as a process of personal development. For heutagogy, the learning objective refers 
– also explained earlier – not so much to the development of skills, but to the development of capa-
bilities based on specific needs and on the human potential for learning. In this way, heutagogy is 
specified as a process transforming the person. 

In terms of organisation of learning, within ideal-typical classifications, pedagogy is traditionally pre-
sented as an approach centred on the teacher who defines, structures and delivers standardised cur-
ricula. On the contrary, andragogy is once again explained in terms of an approach centred on the 
problems to be solved by the learner. This involves the support, to a greater or lesser degree, from a 
teacher and has an orientation towards learning how to learn. Finally, for heutagogy its context of the 
organisation of learning is exactly the opposite to what occurs with the pedagogical approach – it is 
devoid of standardisation. 

Therefore, the respective role of learners and teachers in the three respective approaches is also 
profoundly different in terms of learning and evaluation processes. In pedagogy, consistent with what 
has just been described regarding the organisation of learning, learners depend totally on teachers. 
For this reason, pedagogy is also described as a dependency model. On the other hand, in the case of 
andragogy the role of teachers is to support and facilitate the learning of learners who are considered 
autonomous. They are self-directed with regard to their learning needs and assessment of what has 
been learned, so andragogy is considered as the learning model of self-direction. Emphasising even 
more the characteristics of autonomy and self-direction, heutagogy interprets the relationship be-
tween learners and teachers in terms of self-determination. This means the substantial independence 
of the learners in determining the form and content of learning and its evaluation; the role of the 
teachers limited to the function of stimulating and proposing possible areas of attention. 

A direct consequence of what has just been illustrated is that pedagogy is characterised by unidirec-
tional learning processes, from the teacher to the learner. Andragogy adopts bidirectional processes 
between teacher and learner, and heutagogy adopts multidirectional processes. This can be under-
stood as the involvement of other actors and stakeholders related to the context within which the 
learning process takes place. 

In terms of learning resources, we can make an observation, consistently with what has been de-
scribed so far, for pedagogy. Adopting the perspective of the learner, their influence on those re-
sources is extremely limited, as they are basically designed and recommended by the teacher. As for 
andragogy, this space of autonomy expands, granting a certain degree of control on the learning re-
sources to the learner in collaboration with the teacher. Heutagogy does not postulate any limitation 
in terms of the proposal of learning resources by both the learner and the teacher. 

As regards the cognitive process involved in learning, the three approaches presented comparatively 
differ – once again – substantially. Pedagogy is presented as a typically cognitive learning process, 
aware and oriented towards the acquisition of information and knowledge, establishing relationships 
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between them. The cognitive learning processes also incorporate the ability to learn to learn, a com-
petence which nevertheless develops fully when, as in the case of andragogy, meta-cognitive ap-
proaches are privileged (Flavell, 1979). These processes emphasise the learning of mechanisms and 
products of the cognitive processes themselves. Assuming these same cognitive and meta-cognitive 
bases of learning as its fundamentals, heutagogy sums up epistemic knowledge. This refers to the 
knowledge of the procedures and theories of science, with a clear emphasis on evidence-based infor-
mation, the foundation of any scientific theory. 

With regard to the assumptions regarding the potential for change as a product of learning, it is re-
affirmed in a comparative key by describing the approach of heutagogy. This is characterised by the 
adoption of a double-loop learning process, which it feeds back on the learner’s beliefs and motiva-
tions for action. It leads them to reconsider their own assumptions and change their attitude towards 
learning itself, at the same time contributing to the change of their own vital environment. It is a 
characterisation that, in the comparative description of the approaches, is absent in both pedagogy 
and andragogy. 

Also, in terms of motivation to learn, the differences that emerge between the three approaches are 
substantial.  

A classic definition of motivation distinguishes intrinsic motivation from extrinsic motiva-
tion. Intrinsic motivation is what motivates a person to engage in an activity for its “inher-
ent satisfaction”, while extrinsic motivation is associated with the performance of an ac-
tivity that is directed at achieving some separable outcome […]. Extrinsic and intrinsic mo-
tivation can coexist in a fluid and interrelated way (Bjursell, 2019, p. 220).  

In the pedagogical approach to learning, motivating factors tend to be justified by the emphasis on 
aspects external to the individual (extrinsic motivation), in training contexts of initial or compulsory 
formal education. The literature that has comparatively analysed the approaches indicate that this is 
a motivation supported by the goal of obtaining rewards. These can be formal educational qualifica-
tions, or the certification or other recognition of professional skills. Moving towards the field of adult 
learning, the motivational factors of learning evolve into internal (or intrinsic) ones. These are guided 
by the desire to reach learning goals that take on personal values, or obtain a payoff in terms of ac-
quiring the knowledge to solve a specific problem. In heutagogy, the achievement of a further level of 
awareness is postulated. Intrinsic motivation is inspired by reflexivity about a person’s own needs and 
desires, considered in constant evolution in a transformative way, bound to learning to learn. 

The last two aspects considered in a comparative key concern allowing learners to be creative within 
learning processes, and the need for interaction and collaboration between them. In the case of ped-
agogy, both creativity and collaboration would not represent basic learning requirements. In the case 
of andragogy, only collaboration between learners can represent an option, although it is considered 
non-essential. Both of these learning credentials are instead fundamental in the heutagogic approach. 

In conclusion, we can observe that despite the profound differences, these can be assumed as steps 
of processes that can be configured in multiple combinations, not only as polar options. This aspect 
will be discussed in depth in Section 6 concerning the new andragogic conceptual model oriented to 
adult learning. 

 

4.3 Evidence-based findings and other research outcomes 

Before considering some critical issues related to the literature on adult learning, we will turn our 
attention to two further aspects that can be detected within the most recent publications. These are 
in addition to what the literature review returned in the previous sections have made possible to high-
light. 
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Section 4.3.1 concerns the application to adult learning of the process of acquiring skills considered 
essential in the field of transformative learning, or fundamental competences in the twenty-first cen-
tury. These are critical and computational thinking (CCT), applied to problem-solving in technology-
rich environments (PS-TRE). 

Section 4.3.3 concerns the ever-evolving reflection around the motivation to learn of adult or late-
career workers, employers’ attitudes toward adult learning and the development of inclusive learning-
based strategies. 

Some critical remarks on the quality of the available scientific output will be added in Section 4.3.3. 

 

4.3.1 Computational and critical thinking applied to problem-solving in technology-rich envi-
ronments (CCT in PS-TRE) 

Critical thinking, and the skills associated with it, represent a core skill in the context of the changes 
and challenges of the twenty-first century. Critical thinking is the ability manifested by the human 
being to analyse and evaluate existing information on a given topic. It means trying to clarify the truth-
fulness of information and reach reasoned conclusions about it, ignoring any external prejudices, and 
constitutes an individual and social key resource in the information age. 

Similarly, computational thinking, understood as the process by which an individual, through com-
puter skills and critical thinking2 manages to tackle problems of different nature, constitutes a funda-
mental transversal competence. 

In terms of the relationship between the two concepts, the computational thinking synthesises critical 
thinking and existing knowledge related to the problem. Computational thinking needs critical think-
ing for its development, because it can help to reach a deeper understanding of the different perspec-
tives on the problem and the consequences of its solution (Iñiguez Berrozpe et al., 2020). 

Critical and computational thinking, when applied to problem-solving in technology-rich contexts such 
as the current ones, can be organised as a learning process, with a key function associated with the 
principle of double-loop learning. At each stage of the learning process (Figure 7), in the light of re-
flection on the impact, it is possible to return to the initial problem to redefine it in the light of the 
experience gained with learning, critical reflection and computational thinking. This is where double 
and multiple-loop learning applies. 

  

 

2 That is: subdivide a problem into the individual phases that need to be solved, and organise the solution 
through the development of algorithmic formulas or processing. 
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Adapted from Iñiguez Berrozpe et al.(2020, p. 152) 

Figure 7: CCT in PS-TRE process 

 

According to Vanek (2017) – who applies the PIAAC Framework for the PS-TRE to adult education – 
this same process scheme can be summarised according to phases and activities associated with the 
learning process aimed at problem-solving. This is also shown in Table 6. 

  

Problem to be addressed with 
learning

(social, economic, work-related, 
cultural, etc.)

Existing knowledge
(previous experience)

Critical thinking
(high cognitive process + social 

awareness)
Computational thinking

Problem-solving

Reflection on 

the impacts 
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Table 6: Steps and activities for PS-TRE process 

Step Activity 

Step 1: Set a goal 
This is ‘problem-finding’, or working out the end 
result – what you need to accomplish so that task 
completion is possible. 
You can set a goal after you recognise the 
difference between what is happening and what 
you want to be happening. Recognise that this 
might not be immediately clear. Decide how you 
will know when you have accomplished your goal. 

 
Use the scenarios or problems that the learners 
identified in the previous exercise. Have them work at 
problem-finding: what is happening and what do I 
want to happen? 

Step 2: Plan and organise 
Create a plan for solving the problem. This is 
‘problem shaping’, setting up and moving through 
a series of phases of reflection and corresponding 
actions. Each phase supports a sub-goal, which 
when achieved triggers a new sub-goal and its 
constituent reflection and actions. 
What strategies, technology resources or type of 
information is critical for accomplishing your goal? 
How will you employ it or access it? 

 
Use the scenarios or problems that the learners 
identified in the previous exercise. One at a time, ask 
learners to make a planning chart showing the 
technology to be employed and for what task. This 
will be the first draft of their plan. 

Step 3: Monitor progress 
Moving to reach a goal is a reflexive process where 
how a strategy or action impacts progress is 
constantly monitored. 
Pay attention to your progress. Did you make a 
mistake in your planning and now need to reassess 
the tasks and technology resources? 

 
As an extension to the activity above, teachers ask 
learners to discuss how they will know if the steps 
they laid out are useful and if they are making 
progress. The table in Step 2 could be expanded with 
an additional column for registering such information. 
Teachers follow up with an activity about what to do if 
a plan fails. 

Step 4. Acquire and evaluate information 
Not all information is equally useful or reliable. 
Selecting helpful information involves an 
awareness of the source and a critical reading of 
the content provided. 
After finding information, consider these 
questions: Is this what I need to know? Can I trust 
the source? Do I understand it and know how to 
use it? 

 
A useful focus for developing proficiency with this 
step is building awareness about how to interpret 
information and evaluate its source. There are a 
number of resources available online for building 
evaluation skills, especially critiquing information 
found online. 

Step 5: Use the information 
Consider what the task requires to make the 
information useful: does it need to be organised? 
Combined with information from another source? 
Put into a different format? Consider how it will be 
best presented or shared. 

 
Ask learners to consider the task and what final action 
is required to make use of the information or solution 
gleaned through the previous steps. You might create 
a T-Chart showing the task description on one side 
and a space for noting the action(s) required for 
making use of information on the other side. Remind 
learners that they have finished after they have 
completed some final action. 

Adapted from Iñiguez Berrozpe et al.(2020, pp. 158–159) and Vanek (2017) 

 

As can be seen, the phases of activity place the emphasis on a series of factors already commented on 
in the previous sections. The main ones can be indicated as the following: 

• Focus the learning activity on solving problems significant for learners. 
• Interpret information through the activation of reflective practices. 
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• Use double-loop strategies.  

The proposal of the new andragogic model of adult learning is presented in Section 6. This will examine 
these factors for their continuity with the inspiring principles of andragogy and heutagogy, and the 
basic procedural scheme.  

 

4.3.2 More literature findings 

Within the literature on adult learning in an active (or even inactive) situation, there is an abundance 
of studies devoted to stereotypes associated with age-related learning attitudes and motivations.  

As we have already seen (Section 2.1), ‘studies have shown […] that older workers experience deval-
uing of their knowledge, stereotyping, subtle barriers to learning opportunities, and pressures to pre-
sent themselves as younger and technologically savvy (Ainsworth, 2006; Carroll, 2007)’ (Fenwick, 
2013, p. 300). Therefore, several contributions address – without referring to a specific approach to 
learning – the basic principles to be followed in adult education, especially considering adults in em-
ployment. 

Industrial gerontology model suggests that five factors must be considered when design-
ing training programs for older learners (Sterns & Doverspike, 1989). They are motivation, 
structure, familiarity, organization and time. In general, these factors refer to issues such 
as: (1) whether the learner perceives the training content and materials as relevant; (2) 
whether sufficient time is provided to complete the training successfully; (3) whether the 
information is provided in a logical difficulty-graded sequence, i.e., from simple to com-
plex; (4) whether the opportunity to master all training tasks is provided; (5) whether the 
training builds on current knowledge base; and (6) whether memory building instructions 
precedes contents instructions (Sterns & Doverspike, 1989). Additionally, Simpson (2004) 
proposed that allowing ample discussion time during the training and less reading mate-
rial are both favored training strategies (Hsu, 2013, p. 292). 

Moreover: 

Older workers learn best when they can learn at their own pace, when they are allowed 
to learn with their age peers, and when the anxieties associated with learning something 
new are addressed (Hogarth & Barth, 1991; Knowles, 1987) (Hsu, 2013, p. 293). 

An important aspect added to the principles set out in the previous quotation concerns the enhance-
ment of the previous experience of the subject in learning. As we have seen, this represents a key 
element of andragogy. What also has to be mentioned is the element relating to the preference with 
respect to learning methods. This principle is incorporated into the new andragogic conceptual model 
that will be proposed in Section 6. 

To sum up, as another author points out, ‘employers […] should be concerned less with provision of 
learning [and] training and more with explicit recognition and valuing of mature professionals’ 
knowledge […] and their approaches to learning’ (Fenwick, 2013, p. 311). 

In even more general terms, the principles of adult education refer to geragogy, which is a strategy to 
increase the inclusion of older adults in educational activities. Explaining this approach, Bjursell (2019) 
presents some principles that do not differ much from those identified in the literature concerning 
employed adults and previously outlined (Hsu, 2013).  

The basic premise in geragogy is that learning should be based on enjoyment and curios-
ity, and consequently, tutors should stimulate learner engagement with positive com-
ments and encouragement. Geragogy further provides tutors with a set of principles that 
can guide them in how they might structure a course. For example, to present the out-
comes of a course before the course is taught. Other principles refer to (i) using of a variety 
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of teaching methods, (ii) adopting a flexible approach, (iii) taking the learners’ past expe-
riences into consideration, since they can be useful in grounding the learners’ understand-
ing, (iv) maintaining a clear focus on the topic, (v) adapting the course structure to the 
learners’ pace, and (vi) paying attention to cases where a participant may need to “un-
learn” certain information from the past (2019, pp. 216–217). 

In conclusion, this stream of adult learning literature confronts a set of principles already included in 
the approaches considered above. 

 

4.3.3 Criticism concerning the literature on adult education and training 

It has to be noted that most of the studies on pedagogy, andragogy and heutagogy which can be found 
in the literature, whether comparative or not, fall into two basic typologies: 

a) Conceptual reworking contributions aspire to reinterpret existing paradigms by proposing 
advancement – these are contributions that Knowles et al. (2005) would define as proposed 
by ‘interpreters’. 

b) Contributions of an empirical nature, also on the basis of a conceptual reworking, seek to 
demonstrate the validity and greater effectiveness of a learning approach compared to oth-
ers, according to specific training contexts. 

Regarding this last stream of the literature, however, it is important to underline one fact. Most of the 
studies on approaches to adult learning presented in specialised scientific journals respond to the 
standards of academic publications. However, in terms of conceptual accuracy and methodological 
correctness a substantial part of the available literature, especially that which reports results of em-
pirical studies, borders on insignificance at a scientific level. The most serious aspect is that such sci-
entific journals publish articles which, formally, should be subjected to a double-blind peer review 
procedure. This would guarantee control by the academic community on the conceptual and meth-
odological correctness of what is published. Despite this, among the literature selected to elaborate 
this contribution it was possible to encounter not only inaccuracies, but factual errors. All this under-
mines the credibility of some journals and, indirectly, frustrates the efforts of researchers capable of 
presenting solid studies and who genuinely produce advances in scientific knowledge. To document 
just a few examples, among the many encountered: 

• Arifin et al. (2020), authored a journal indexed in Scopus (which is one of the main quality 
indexing database of scientific journals). They present a theory called ‘Technology Andragogy 
Work Content Knowledge Model (TAWCK)’ that was devoid of any empirical foundation. They 
also explain andragogy as ‘a new concept that is derived from the previous concept of revised 
pedagogy’ (2020, p. 790). 

• Aksoy & Meral (2020) use the ‘Principles of Adult Learning Scale (PALS)’ with a sample of 227 
teachers from private night high schools in Turkey, to carry out an exploratory factor analysis 
(EFA). The results of this, however, are not presented or discussed. 

• Bansal et al. (2020) perform statistical analyses of normal distribution, principal components 
analysis (PCA) and ANOVA using nominal (categorical) variables. The researchers’ inexperi-
ence is such that explains the insignificance of their research. Moreover, they candidly admit 
that in their study, as a survey tool, ‘a questionnaire was developed as no validated question-
naire could be found on [the] Internet’ (2020, p. 3). 

Therefore, the possibility of encountering studies in the literature that report solid evidence-based 
results was limited. This meant that fewer studies could be used as a starting point from which to 
advance in the knowledge of adult learning principles and build new conceptual elaborations. To sum-
marise, the main weaknesses found in the literature examined – albeit with some exceptions – con-
cern the following: 
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• There is a lack of results based on scientific evidence in the studies carried out, which com-
promises the validity of the conclusions they propose. 

• The conceptual and methodological references have weakness: most of the studies insist on 
re-proposing a simple application of the concepts deriving from few key publications on the 
subject of andragogy and heutagogy. The use of research tools already validated in the litera-
ture is infrequent. There are no documented attempts to develop new tools, on the basis of 
existing ones, and to validate them to produce a methodological advancement. 

• There is a high degree of fragmentation of the studies carried out on extremely heterogene-
ous samples of the population involved in learning programmes in general, carried out using 
the most varied investigation techniques. This does not allow the identification of research 
streams potentially capable of allowing an advancement in knowledge about adult learning. 

• There is a multitude of small-scale studies, with little or no statistical representativeness; this 
limits their scope and significance. 

The most frequent cases of investigation on the principles of adult learning are: 

• the proposal of a conceptual reworking (of limited scope) of a learning paradigm by university 
lecturers and researchers; 

• the development of an ad hoc survey tool to be used to examine a researcher’s own hypoth-
eses; 

• the use of this tool with a sample of students or teachers, in many cases from the same school 
or university; 

• the extrapolation of general conclusions from the analysis of the results and the pretention of 
findings’ representativeness. 

 

4.4 Discussion 

The review of the scientific literature carried out has shown that there is no lack of theoretical or 
conceptual approaches to adult learning. Over the last few years, also due to the growing importance 
that lifelong learning is assuming in European societies, there has been renewed attention towards it. 
This has included the attempt to propose, if not new theories, at least advances in terms of the con-
ceptual elaboration underlying the existing ones. 

In particular, the review of the literature made it possible to deepen the characteristics of two distinc-
tive paradigms of adult learning. One has been consolidating for over half a century – andragogy. The 
second is presented as its evolution and as being more closely related to it: training and learning needs 
of the twenty-first century. 

Section 6 is dedicated to the proposal of a new model for adult learning. One of the regrettable aspects 
in the analysis of models found in the literature, is their proposition in a comparative key aimed at 
highlighting the differences. Several studies that defend the superiority in efficacy of one model over 
the others rely on demonstrations of empirical evidence which generally hold little scientific validity 
(Section 4.3). 

However, ideal-typical comparative analyses in the field of adult learning models, while very useful, 
do not seem to have produced significant advances in the scientific knowledge. The debate seems to 
revolve endlessly around the observation that traditional pedagogical approaches in adult educa-
tion are neither effective nor desired by adult learners. These learners have other needs and prefer-
ences that need to be met by applying learning principles adapted to their own inclinations. 

In examining the literature, the underlying feeling that remains with the reader is that of seeing para-
digms of adult learning treated as unique and exclusive approaches. This has been done with the aim 
of justifying the incorrectness of one in favour of the correctness of the other. In this report (Section 
6) we defend the idea that these approaches are neither univocal nor mutually exclusive. There is no 
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empirical evidence of such univocity, at least according to how the studies carried out have tried to 
prove it.   
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5. Good practices analysis 

 

5.1 Overview 

Lifelong learning covers education and training across all ages and in all areas of life, be it formal, non-
formal or informal. In an ageing society supporting the upskilling and reskilling of adult and senior 
workers and citizens it is a key tool for empowerment, at personal and societal levels. For society, 
lifelong learning may improve the social and economic growth potential of a territory or country; at 
the individual level it improves senior citizens’ personal development, active citizenship and employ-
ability. 

As indicated in the previous sections, the academic literature is developing models for adult and senior 
education and training. These have distinctive features that take into account the specificities of sen-
iors’ learning patterns and valorise their lifelong experience. To this end, useful inputs are provided 
by new training approaches to adult learning adopted and experimented with on the ground by train-
ing practitioners. This section presents a selection of training practices addressing senior learners and 
trainers implemented by the To Switch partners on the ground. 

A ‘good practice’3 can be defined as a practice that, according to a set of criteria, has proved to work 
well and produce good results, and it is therefore considered a concrete example for the implemen-
tation of a policy4. It is usually a method or technique that has been applied in real life and that has 
consistently shown results superior to those achieved by other means. The practice and the adopted 
approach are therefore often used as benchmarks against which other activities can be assessed.  

Sixteen good practices have been collected by the To Switch partners according to the criteria ex-
plained in Section 3.3 (Box 1).  

In the following sections we present a comparative analysis of the collected practices according to 
their main dimensions of interest: the training approach and methodology adopted, the training con-
tent and the lessons learned. The aim is to draw useful elements arising from seniors’ concrete training 
practices to integrate the findings of the literature review. It will also provide inputs for the develop-
ment of a new reference framework for senior workers’ training and learning. 

 

5.2 Classification criteria 

The sixteen collected practices have been described by the partners in ‘good practice’ fiches that will 
be included in the learning platform to be developed in the next stage of the To Switch project (WP3). 
The good practice fiche (Annex 5.1) is structured into two main sections; the first presents the main 
descriptive elements of the practice. The second describes the elements characterising each practice 
as a ‘good’ one, according to the selection criteria described above and the objectives of the To Switch 
project. A summary comparative table (Annex 5.2) and descriptions of the selected practices collected 
provide additional details. 

 

3 We do not use the term ‘best practice’, which is often improperly adopted for collections of good practices, 
because it should involve an in-depth evaluation process to rank practices and derive the best ones for given 
policy fields. 

4 FAO, Good practice template, 2015: 
https:andandwww.fao.organdpublicationsandcardandenandcand54bceab2-3250-51b3-96c3-
01980c3b6a0aand.  

 

https://www.eltis.org/glossary/method
https://www.fao.org/publications/card/en/c/54bceab2-3250-51b3-96c3-01980c3b6a0a/
https://www.fao.org/publications/card/en/c/54bceab2-3250-51b3-96c3-01980c3b6a0a/
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To facilitate the comparative analysis, the collected practices have been classified into four groups 
according to the target population of the training activities. In two cases (the Norwegian NO01a,b 
and the Romanian RO02a,b cases) the target group involves trainers and senior learners. Therefore, 
these cases have been included in both the training-for-trainers group and the senior learners group.  

The first group includes nine practices focused on the development of training methodologies for 
adult and senior learners. These have been implemented in the training of trainers, teachers, tutors 
and HR managers. These practices include a large range of models, methodologies and tools, often 
based on the andragogic approach. 

 

Practices Targeted to Adults, Seniors’ Trainers, Teachers, Tutors and HR Managers 
Title: Training for Adult 
Educators in the Frame-
work of the RESET Pro-
ject  
Country: Switzerland 
[Cod. CH01] 
Period: 2019 

The RESET project was an Erasmus+ project adopting a proactive approach to the ageing of 
the workforce, to support senior workers upskilling and reskilling in both soft skills and new 
professional skills, to increase their employability. The training was targeted to trainers in-
volved in vocational guidance and occupational reintegration of adult and senior workers, to 
enable them to: 
- become acquainted with the tools available for seniors’ vocational reintegration; 
- evaluate and adapt the tools to the needs of the territory; 
- develop trainers’ skills for seniors’ training and labour reintegration; 
- provide trainers with socio-psycho-pedagogical skills.  

Title: Career Learning 
Model 
Country: Denmark [Cod. 
DEN02] 
Period: 

The Career Learning Model aims at preparing the client mentally and to build up self-belief 
by assessing talents in combination with an overall clarification of the person’s feelings and 
attitudes towards career change.  
The model is based on the following: 

• It takes a holistic approach integrating all mental, physical and social preconditions and 
capacities of the learner.  

• It adopts a talents and competences perspective, focusing on the learner’s strengths 
rather than on the gaps and shortcomings as in the traditional needs assessment. This 
allows the learner to keep a positive view on their own opportunities rather than feel-
ing outdated and left behind.  

Learning activities are therefore designed on the basis of the learner’s own investigations 
on themselves, job or training opportunities, and the ability to take appropriate action. 
The model, based on Bill Law’s theories on community interaction, was originally developed 
by the Danish Centre for Youth Research (CeFU) and aimed at high school students. It has 
been modified and adapted to adult and senior workers looking for a new career perspective 
and appears especially useful for professionals working with senior learners (guidance coun-
sellors, trainers, case workers etc.) for the design and planning of training and counselling 
interventions.  

Title: Formación EPA: 
competencias para la 
educación de personas 
adultas en Aragón 
Country: Spain [Cod. 
ES01] 
Period: 2021 

Training course for educators involved in adult education and training in the Autonomous 
Community of Aragón. The aim was to compensate for the little or no presence of permanent 
education in the training of adult teachers and to introduce learning by a competencies 
method in the training of educators of adults and senior workers. The approach is similar to 
the andragogic model with the following objectives: 
a) train the adult education faculty;  
b) share good practices of the centres for adult education (CPEPAs);  
c) contribute to create an interconnected teachers’ community; 
d) contribute to the creation of new profiles of adult trainers. 
 
An online course was implemented structured in three sessions providing: 

• basic skills (reading, writing and calculation); 

• professional skills (e.g. skill assessment, accreditation processes, professional certifi-
cates); 

• digital skills.  

Title: Fáilte Isteach – 
Welcoming Migrants 
Through Conversational 
English Classes 
Country: 
Ireland [Cod. IRE02] 
Period: since 2006 

Fáilte Isteach is a community project involving 1 200 predominantly senior volunteers wel-
coming migrants through informal conversational English classes, to improve language and 
support social integration for over 3 200 migrants.  
This initiative was established for the first time in October 2006 with the aim to: 
– provide the necessary language skills to migrants in a student-centred, welcoming and 

inclusive manner; 
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– involve older volunteer tutors and recognise their skills, expertise and contribution to 
the community; 

– establish a network of Fáilte Isteach groups in communities throughout Ireland; 
– promote social integration and community spirit, by facilitating learning among and 

about different cultures.  

Title: AWARE – Ageing 
Workers Awareness to 
Recuperate Employability 
Country: Italy [Cod. 
ITA01] 
Period: 2004–2007 

Funded under ESF Article 6, Innovative Actions, AWARE developed an integrated approach 
to improve the knowledge and abilities of ageing workers in the labour market. The project 
outlined the employment and training needs of senior workers, identifying ways to improve 
the social perception of their potential, developing innovative environments in which to ac-
quire and actively use knowledge. Significant effort was dedicated to identifying the simul-
taneous factors needed to create effective conditions to stimulate the demand and supply 
of training, and support the employability of ageing workers. A project work methodology 
for trainers and teachers was adopted, as well as: 

- the assessment of the local context and the involvement of the economic and social 
partners in the analysis of emerging socio-institutional conditions; 

- the development of training approaches and strategies for adult learning: 

- awareness and activation of individual skills, expectations and motivation; 

- the experimentation of an adult training model with two cycles of seminars targeted 
to trainees and teachers.  

The project implemented 22 seminars involving 40 trainers and teachers in Italy, and 15 in 
Spain.  

Title: Maestri del Mes-
tiere 
Country: Italy [Cod. 
ITA03] 
Period: 2013–2019 

The project, implemented within a public urban transport company in Milan, dealt with the 
identification of one or more maestros (masters) for each profession (linked to transport). 
They were specifically trained to be involved in the activation of an intergenerational tutor-
ing process. The project was aimed at preserving the internal know-how of senior workers 
and knowledge transfer to young workers through training courses. The selection and 
training of the masters was based on the MAUT approach (Motivation to Acquire, Use and 

Transfer Knowledge) involving a two-day training course exploring the new role (maestro 
or mentor) and: 

- learning how to transmit positive attitudes and behaviours to others, first of all with 
the daily example, to be recognised as a model; 

- learning the skills necessary to best perform the various activities envisaged by the 
role; 

- monitoring and evaluation. 

Seniornett – we help the 
seniors to get on the In-
ternet 
(for senior ICT trainers ) 
 
Country: Norway [Cod. 
NO01a] 
Period: since 1997  

The project was started in 1997 to support seniors aged 55 years and over, to acquire suffi-
cient competence to be able to use ICT devices. 
The initiative provides two types of courses: one aimed at senior trainers who will hold 
courses for seniors in the associations around Norway, and the other to senior trainees (clas-
sified as NO01b). The older volunteer trainers are trained to hold courses for the seniors. 
Volunteer trainers are often senior ICT experts, freelance ICT teachers or ICT students spe-
cifically trained to train seniors adopting a ‘train-the-trainer’ system. Local training centres 
are provided with a common curriculum tailor made for the needs and the special learning 
requirements of the senior population. The older trainers are trained to hold ICT courses for 
the elderly by: 
- using a ‘teach-the-teacher’ method to cover as many seniors as possible; 
- offering a training curriculum and material to be used by the training centres; 
- training of the local trainers by Seniornett Central personnel. 

Title: Ubiquitous Infor-
mation for Seniors Life 
Country: Romania [Cod. 
RO01] 
Period: 2013–2015 

The aim of the UISEL project was to improve the content and quality of training courses for 
teachers and other operators working with senior citizens. In particular, it included support 
in the use of mobile devices based on multimedia digital training tools. Beyond raising 
awareness for the benefits of using this equipment among the population over 50, the pro-
ject intended to achieve practical apprenticeship on how to take the best advantage of it. 
The project developed six multimedia training modules in seven different languages and 
integrated these in an app available for piloting.  

Title: BeOLD – Better 
Work in Old Age: Sup-
porting older workers 
and organisational envi-
ronment in coping with 
age transitions and work 
requirements 

The BeOLD project focused on improving the social inclusion of older workers by using two 
educational programmes: one targeted to Human Resources (HR) managers, coordinators 
and directors of organisations, and the other to senior workers. The two programmes in-
volved 77 older workers (55+ years old) from private companies, and 56 HR managers and 
coordinators of private companies from different sectors (e.g. industry, cooperatives, ser-
vices). 
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Country: Romania [Cod. 
RO02] 
Period: 2017–2019 

The programme targeted to HR managers and operators was aimed at supporting age man-
agement within organisations and to adapt the organisational environment to all genera-
tions. It included combating ageism, eliminating social stereotypes regarding older workers 
and facilitating the mentoring of young workers. Based on an intergenerational approach, 
the training included two face-to-face workshops and two e-learning modules, in which the 
participants explored and identified new ways to create intergenerational and age-friendly 
work environments.  

 

The four collected practices of the second group are targeted to senior workers (employees in private 
companies, factory blue-collar workers, healthcare workers, public sector workers). They refer to ap-
proaches related to career and work environments, and are aimed at the upskilling and reskilling, and 
supporting the motivation of senior workers. 

 

Practices Targeted to Senior Workers 
Title: General training as 
a springboard 
Country: Denmark [Cod. 
DEN01] 
Period: 2019 
 

The two weeks full-time training course involved senior blue-collar workers of a Danish com-
pany during a temporary layoff period. Participation was voluntary and the training course 
was designed to address the senior workers’ need to develop means to cope with the threat 
of unemployment and the fear of being left behind. The training approach was close to an 
andragogic model to support personal development through group discussion, role playing 
practising tools for verbal communication and study visits.  

Title: Changing Gears 
Country: Ireland [Cod. 
IRE01] 
Period: ongoing 

Changing Gears is a six-session course of 6 months. It involves senior workers in the 
healthcare sector to support the individuation of a personal life strategy when close to re-
tirement or in mid-career, and to develop skills which build confidence for the future. The 
project developed a model for resilience development based on mindfulness tools, medita-
tion and a reflective journal to identify the major sets of influences on an individual’s ability 
to cope with transitions. It helps participants to plan their goals for the next ten years – and 
give them the opportunity to reflect on life as it is now, and how to plan for the future.  

Title: Mo.S.E. – Mobilità 
Senza Età (Mobility at 
every age) 
 
Country: Italy [Cod. 
ITA02] 
Period: 2007–2009 

The Mo.S.E. project aimed to train 40 adults over 40, living in Trentino and working in local 
companies or the public administration. They had sufficient language knowledge, but 
needed to improve their language skills and experiment with short transnational work ex-
perience abroad. The training was related to new ICT technologies for employees at SMEs, 
those working in import and export occupations, know-how exchange and production pro-
cesses and instruments. A ‘dual system model’ was adopted, combining classroom training 
with work experience in another country.  

Title: BeOLD – Better 
Work in Old Age:  
Country: Romania [Cod. 
RO02] 
Period: 2017–2019 

The already mentioned BeOLD project, besides the training programme targeted to HR man-
agers and operators, also included a training programme targeted to senior workers in pri-
vate companies. 
This vocational counselling programme promoted five workshops to enhance older workers’ 

skills for coping with professional challenges. It adopted a Rickter Scale® process, to evaluate 
from the older workers’ perspective the changes produced in the learning process and the 

impact obtained. The training involved 77 workers aged over 55.  

 

The three training practices of the third group are targeted to seniors out of the labour market (either 
long-term unemployed or inactive) and are aimed at improving their employability. The adopted ap-
proaches mainly intervene on motivational aspects and in one case on supporting entrepreneurship.  

 

Practices Targeted to the Senior Unemployed and Inactive 
Title: Club Experiences 
Country: France [Cod. 
FR01] 
Period: since 2015 

The Alpes-Maritimes department, in partnership with Pôle emploi, offers targeted support 
to senior women (over 45) seeking long-term employment. 
The initiative aims to allow beneficiaries to become aware of their assets and skills ac-
quired in informal or non-formal contexts, such as in their family and social life. 
The project involved the implementation of two training modules on improving skills and 
self-confidence by addressing gender stereotypes, of employers, relatives and women 
themselves, repositioning and motivating them; and removing common and specific ob-
stacles (e.g. low mobility, family constraints, disabilities, poor command of technological 
tools, lack of self-confidence, reduced motivation, feeling of wear and tear).  
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Title: CODEV Seniors 
Country: France [Cod. 
FR02] 
Period: 2019–2020 

Pôle emploi organised training targeted to senior executives aged 45 and over. 
The service aims at a dynamic remobilisation with activities supporting self-confidence, 
image, background, but also with activities related to job and sector-specific skills to im-
prove knowledge of the learners’ professional environment and discover new trades or 
career paths, and develop networking capacity. 
The reflection activities, carried out individually and in groups, are facilitated by a struc-
tured consultation exercise dealing with issues experienced by the participants.  

Title: Donne e micro-im-
prenditorialità – Women 
and micro-entrepreneur-
ship 
Country: Switzerland [Cod. 
CH02] 
Period: July 2021 

The project is targeted to women and promoted by the Equi-Lab Association that offers 
advice and support in projects concerning work–family balance and the valorisation of 
gender diversity. The aim is to help new women entrepreneurs develop a micro-entre-
preneurial project and to activate a network of skills, support and solidarity among 
women entrepreneurs in the Ticino area. The training activity is adopting a learning-by-
doing approach based on the valorisation and validation of previous competences 
through skills’ assessment and counselling, as well as the acquisition of transversal and 
soft competencies and job and sector-specific competencies. The attention to the work- 
life balance needs of women is another aspect of the project.  

 

The fourth group includes three projects targeted to senior citizens, aimed at promoting training ap-
proaches based on the voluntary involvement of senior citizens both as trainers and learners and on 
a strong attention to the involvement of local communities and peer learning approaches. 

 

Practices Targeted to Senior Citizens 
Title: La Verneda Learning 
Community Adult School 
using Interactive Groups 
(Barcelona, Spain) 
 
Country: Spain [Cod. ES02] 
Period: since 1978 

The Learning Community Adult School La Verneda-St. Martí promotes training courses tar-
geted to the local community, based on an approach involving learners in decision-making 
and the management and of the courses through the setting up of different commissions 
and on an interactive groups approach in training, where learners help each other, teach 
and collaborate with each other. The objectives are: 
- to improve the community environment and gradually support a process of social trans-
formation; 
- to create participation of individuals involved in managing and organising the formative 
process from an active and innovative pedagogical approach. 
- to develop the acquisition of skills, attitudes, techniques and habits to a continuous pro-
cess of training and self-learning; 
- to leverage the knowledge acquired by adults for their participation and collaboration in 
the training of others. 
The School, open 7 days a week from 9 am to 10 pm, implemented 80 training groups (310 
hours per week) free of charge, involving more than 150 teaching volunteers and 2 400 
trainees from more than 60 nationalities.  

Title: Seniornett – we help 
the seniors to get on the In-
ternet 
Country: Norway [Cod. 
NO01b] 
Period: since 1997 

The project was started in 1997 to support seniors aged 55 years and over, to acquire suf-
ficient ICT competence to be able to use ICT devices. 
The initiative provides two types of courses: one aimed at senior trainers (NO01a), the 
other to senior citizens to learn to use ICT devices. Courses are held in centres around all 
of Norway and Norwegian citizens in Spain and Portugal. To this end, Seniornett sup-
ported the creation of 235 local training centres spread all over the country, manned 
with volunteer trainers. Local training centres are provided with a common curriculum 
tailor made for the needs and the special learning requirements of the senior population. 
Besides providing ICT training for the senior population at the local level, the local centre 
activities include: a digital maintenance agenda to keep the seniors digitally active over 
time and to prevent drop-outs, and local and a central help desk function for seniors. 
Seniors are also kept digitally informed and up-to-date with a periodic magazine and an 
active web page. The costs are relatively low, and financing derives from both private 
and governmental resources. 

 

5.3 Cross-reading of the selected practices 

Despite differences in the target groups and in approaches, some common, recurring features emerge 
from the cross-reading of the collected training practices, independently of the specific target group. 
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These features prove useful for the contributions they can make to the To Switch project and, specif-
ically, to the new methodological paradigm that the project aims to outline. In fact, independently of 
the country where the practices have been implemented, useful methodological inputs emerge for 
the new training paradigm to be developed, together with concrete operational indications. While 
these features are independent of the target group , other features appear to be more specifically 
related to the target groups of the training. Some concrete examples emerging from the collected 
practices are presented in boxes. 

 

Common features of the collected training good practices  

The collected practices are rather different in terms of contexts, scope, targets, contents, tools and 
even for the adopted terminology. As mentioned before, some of the approaches and methods re-
ported are however common to most of the practices.  

All the practices move from a common perception: the need to adopt a learning logic based on 
change rather than addition. As well described in the AWARE project (ITA01), the experiential struc-
ture that distinguishes mature workers is mainly defined by the role they play and their self- and het-
ero-representations and perceptions. Training adult workers therefore means mainly acting on a com-
plex learning mechanism. This combines content and process factors, linked to the evolution of a per-
son’s self-image in the organisational context of his/her professional culture. In learning, adult work-
ers do not merely add knowledge but change ideas, connections and logical associations they previ-
ously used to organise their mental representations and concepts based on their own experience. 
They change the emotional aspects, behaviours and representation of the relationship system associ-
ated with their role. Training for adult workers must therefore move from the awareness that tradi-
tional training methods cannot work adequately for mature people. This starts with the characteristics 
of the traditional training setting (of a scholastic or classroom type) that is far away from the experi-
ence of these workers, who have not been in a classroom for years. 

To this end the collected practices present training approaches that involve the adoption of: 

o collaborative and interactive approaches in training settings;  

o blended training methods;  

o initial needs and skills assessment, and validation. 

The collected practices also provide indications on the skills needed by adults and seniors’ trainers, 
useful to derive inputs for the definition of the professional profile of trainers. They also provide op-
erational indications on how to set up training courses and training material addressed to senior learn-
ers. 

Collaborative and interactive approaches are adopted in most of the collected practices, although 
implemented in different forms. For example, good practices include: 

• the ‘Project work’ approach based on the co-design of the contents by trainees (ITA01); 

• the ‘Community-based and dialogic learning’ approach centred on the participation of the lo-
cal community (ES02); 

• the ‘Common reflection’ approach, which is adopted to support awareness on the training 
path followed by learners (NO02, IRE01, DEN01, FR02). 

Training methods supporting collaboration and interaction among learners tend to be based on group 
work (ITA01, ITA03, FR01, FR02, ES02, DEN01), and peer learning, peer support and peer networks 
(IRE01, IRE02, CH01, CH02, FR02, ITA02) to facilitate and support mutual learning. Intergenerational 
and intercultural approaches are also adopted to facilitate mentoring and reverse mentoring, and in-
tergenerational and intercultural collaboration within workplaces or local communities (IRE02, RO02, 
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ES02). In some cases specific methods and tools are used such as MAUT (Motivation to Acquire, Use 
and Transfer knowledge) adopted in an Italian company (ITA03).  

Another common feature of almost all the collected practices is the creation and valorisation of peer 
networks among both trainers and trainees, starting from the class participants. 

 

CH01 

Training was targeted to trainers and counsellors working at the CFP, confronted with an increas-
ing number of senior workers needing to be reintegrated into the labour market. Trainers were 
able to confront each other and exchange good practices, as well as implement what was pro-
posed by the project. The training was strongly experiential. The participants experienced emo-
tions and situations at first hand, just like the participants over 50.  

DEN01 

The model is based on: 
- a holistic approach integrating all mental, physical and social preconditions and capacities of 

the learner;  
- competence assessment rather than needs assessment;  
- focus on the learner’s potential talents – learning activities designed to support the learn-

ers’ own investigations on their talents, job or training opportunities, and the ability to take 
appropriate action. 

ES02 

Training is based on a dialogic learning methodology through the creation of interactive groups 
in classes, in which people help each other, teach and collaborate with each other. Those who 
know the subject reinforce the content explaining it to colleagues. Those who do not, learn it 
more easily when it is explained by a colleague or a partner. This way of organising the class ben-
efits everyone: the person who receives aid and the person who gives it, because they also 
strengthen and learn what they know best.  
This training and learning model is being implemented in many regions in Spain and South Amer-
ica. 

FR02 

The project aim was to develop a reflective approach among unemployed senior executives who 
believe they can learn from each other to improve their employability. The reflection carried out, 
individually and in groups, is facilitated by a structured consultation exercise that deals with issues 
experienced by the participants. The approach is based on the combination of individual and col-
lective work and by the active involvement of participants in defining the programme and the 
topics to be considered. A topic is proposed to the groups by one participant and the others bring 
in ideas and proposals for solutions. 

IRE01 

Use of mindfulness tools and reflective journals to support reflective learning through: 
- group dynamics to facilitate peer support and peer learning; 
- blended learning for building resilience (drawing on Mindfulness, CBT, Meditation); 
- a reflective journal to promote the use of reflective learning; 
- life satisfaction audit tools for use in the group and after the course has finished; 
- teaching the participants how to take stock of their most transferable skills; 
- a follow-up action by each participant targeting a personal goal to be achieved within three 
months (this goal is posted to participants three months after the course). 

ITA01 

Project work methodology was based on the active involvement of participants, with activities 
centred on shared reflection with: 
- the definition of a training pact; 
- use of the group as a key tool in the learning process; 
- the presence of tutors or helpers during the training course; 
- adoption of a blended approach integrating training activities in presence and at distance; 
- writing a ‘project work’ by the participants. 
The project work allowed the contextualisation of knowledge, input and reworking that emerged 
throughout the course, and summarised the reflections and the work that took place within the 
groups. The project work was carried out mainly by the tutors and facilitators, able to manage 
active involvement in the workshops planned during the seminars. Additional times were estab-
lished by the group, on the basis of the group’s needs. Tutors and trainees were tasked with 
guiding the groups in preparing the projects and with supporting the participants in searching for 
any materials required for the project work. They stimulated sharing and reflection within and 
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between groups, facilitated group organisation (in presence and at distance), the sharing of ac-
tivities to be carried out and the production of project work outputs.  

ITA03 

The MAUT (Motivation to Acquire, Use and Transfer knowledge) test battery adopted in the 
practice had a dual aim.  The first was to help to identify the senior workers to be involved as 
masters in the mentoring and intergenerational exchange process. The second aim was to give 
senior workers applying for it feedbacks on their strengths for the intergenerational exchange 
process. Once identified, the 20 masters were involved in a two-day training course during which 
the results of the MAUT battery were returned. The MAUT battery highlights how people repre-
sented themselves and workers of other generations, and helps to identify the characteristics 
that facilitate and hinder intergenerational exchange.  
The MAUT battery is divided into seven sections that people were asked to complete. The first 
six are common to senior and junior workers, while the seventh is only for seniors: 
1. beliefs on the importance, transmissibility and decline of skills; 
2. beliefs related to age in the workplace; 
3. willingness to exchange knowledge and competencies; 
4. preference for young-old exchange; 
5. general age-related beliefs; 
6. emotions; 
7. after retirement (for senior workers only). 

RO02 

The BeOLD training programme for human resources managers, coordinators and directors of 
organisations was based on an intergenerational approach. It includes face-to-face workshops 
and e-learning modules, in which the participants confronted, integrated and modified their per-
ception regarding old age in work environments. They explored and identified new ways to cre-
ate intergenerational and age-friendly work environments.  

 

In most cases, the training methods adopted are blended, as they combine different aspects including 
the following: 

- The experiential part (learning-by-doing) with the theoretical part (IRE01, NO01/02, ITA02). 
This is also evident in the dual learning processes that characterise some of the practices 
(ITA01, ITA02, CH02) and in cases where theoretical contents are proposed together with 
practical exercises based on real-life examples and on concrete experience (IRE01, NO01/02). 

- Face-to-face training and distance learning (RO01, RO02a), which nowadays is becoming 
more usual. 

 

CH02 
The project, started on July 2021, adopts a learning-by-doing approach targeted to women mi-
cro entrepreneurs. It is based on the valorisation and validation of previous competences ac-
quired also in non-formal and informal contexts, through skills assessment and counselling. 

ITA02 

The language training for senior workers was based on a dual system model, combining class-
room training with workplace training abroad. The process included the preparation phase (ped-
agogical, cultural, linguistic) and followed three steps: 

1. language training organised in Trentino before the stay abroad period, for a maximum 
of 50 hours (outside working hours), inserted into the personal trainee portfolio; 

2. two weeks of linguistic, cultural, professional training with the hosting partner; 
3. five weeks training on the job (first two weeks alternating with the linguistic-technical 

support; the last three weeks exclusively in the company). 

RO01 

The UISEL project was aimed at improving ICT knowledge and use among the over 50s. It was 
based on a blended learning methodology integrating face-to-face sessions and mobile multi-
media contents with the support of an e-platform for collaboration and communication. In de-
tail, a two-stage approach was adopted: 
1. First, a training phase based on immersion in mobile content and a multimedia environment 

was targeted to trainers and caretakers in direct contact with senior citizens. A blended 
learning methodology was adopted integrating face-to-face sessions and mobile multimedia 
contents with the support of an e-platform for collaboration and communication. 
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2. Second, mobile technology was transferred to the senior citizens through direct training by 
the trainers and caretakers with support of mobile multimedia modules. This included a self-
learning model to allow senior citizens to recall how to use the mobile device’s functionali-
ties. 

 

Many of the approaches are based on an initial needs and skills assessment or analysis that operates 
at different levels: 

- initial needs’ assessment and self-assessment (ES01, CH01, ITA01 and 03, ES02);  

- initial skills assessment (CH02) to build training contents based on needs; 

- background assessment (ITA01, FR01) considering also the institutional and socio-economic 
context where the practice operates. 

Some of the practices also promote new approaches to skills assessment, validation and certifica-
tion, also considering skills acquired in non-formal and informal learning (e.g. ITA01, ITA02, CH02). 
Specific skills are assessed using informal assessment methods, based on interviews with course par-
ticipants, rather than formal assessment methods (DEN01). Self-assessment may also be used, apply-
ing specific methodologies and tools such as the Rickter Scale process for self-assessment (RO02). 
Some practices promote the assessment of (potential) unexpressed skills and talents, adopting meth-
ods and tools such as MAUT, to find out the potential of knowledge transfer between young and senior 
workers (ITA03). A career, forward looking perspective can also be taken rather than a backward-
looking approach, based on the assessment of competences (DEN02), and on Competence Assess-
ment and Accreditation Processes – CAAP (ES01). 

 

DEN02 

The career learning model focuses on the assessment of the clients’ talents and strengths ra-
ther than on the gaps and shortcomings, as in the traditional needs assessment. This allows the 
learners to keep a positive view on their own opportunities rather than the feeling of being out-
dated and left behind. 
The career learning model includes: 
- three main categories of interest (myself, job and education, choice, and taking action) consti-
tuting the material areas of contents and setting goals for the activity; 
- a taxonomy of four learning levels (sensing, sifting, focusing, understanding) represent different 
stages of the learner’s progression in each main category.  

FRA01 
The initiative, targeted to long-term unemployed women over 45, combines training with an as-
sessment of the skills needed in the local context and jobs availability in the territory to support 
job search and employability.  

ITA02 

The project developed a Personal Trainee Portfolio as a tool to assess the competencies ac-
quired with the training activities (also through non-formal and informal learning during the 
work experience abroad). This is based on self-evaluation of learning progress and certification 
of the acquired competencies (on the basis of the European Mobility and Training booklet). 

RO02 

The Rickter Scale© process (http:andandwww.rickterscale.comand) adopted in the project is a tool 
developed in 1993 by Keith Stead and Rick Hutchinson. It is built on the so-called four Rs (Rapport, 
Relationships, Respect, Results) and follows a structured conversational dialogue guiding individ-
uals through present and future aspects of their life. The tool is useful to measure both the hard 
and soft outcomes present in a person’s life, through looking at the distance individuals have trav-
elled towards their desired skills (e.g. interpersonal skills, organisational and analytical skills, and 
personal attributes – motivation, awareness, confidence and self-esteem).  

 

The collected practices do not precisely define the professional profile of the trainers of adult and 
senior learners. However, those targeted for the training of trainers (adults’ and seniors’ trainers, 
teachers, tutors, HR managers) provide useful inputs on the learning model and skills promoted for 

http://www.rickterscale.com/
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adult and senior trainers. These practices tend to promote a competence-based learning model in-
volving basic skills, digital skills and professional skills (ES01), where tutoring and mentoring skills are 
particularly relevant. The latter include listening capacity, a maieutic role, empathy, facilitation, moti-
vation-building, intercultural awareness, problem-solving and equal partnerships with learners. 
(CH01, DEN01and02, IRE01, ITA01, NO01and02). These practices also underline the need for trainers 
to be able to adopt the previously mentioned intergenerational and intercultural approaches (RO02, 
ITA03, IRE02). 

 

CH01 

Trainers involved in the five 4-hour face-to-face meetings worked on the 10 key competences 
considered necessary to implement in their senior employees, besides digital skills: facilitation 
skills; organisational skills; critical thinking; creative skills; networking; communication; intercul-
tural awareness; problem-solving; interpersonal skills; motivational skills. 

DEN02 

According to the career learning model, professionals should develop the following capacities: 
coaching, according to the clients emotional and mental transition processes; a facilitating role 
to support the learners’ own search for relevant information; being ‘the competent ear’, listen-
ing carefully and enquiring before suggesting any kind of solution or steps forward; adopting a 
maieutic role rather than an expert role; building an equal partnership with the learner. 

ES01 
 

The Autonomous Community of Aragón is incorporating competence-based learning not only in 
school education, but also in adult education and training (AET). Focusing on competencies un-
derlines the central role that they occupy in the curriculum (together with other objectives, con-
tents, pedagogical methods and evaluation criteria). 
In relation to professional skills, the training was focused on: competence assessment and ac-
creditation processes (CAAP); professional certificates; basic professional training in public adult 
education centres; preparation of key competencies tests N2 and N3; and preparation of the en-
trance exams to intermediate and higher vocational training.  

IRE02 
Fáilte Isteach offers teaching support to the voluntary tutors and teaching materials. The topics 
addressed within the classes are language and communication skills based on and related to eve-
ryday interactions. The classes are informal and there are no formal evaluation activities. 

ITA03 A total of 20 masters (mentors) were involved in a two-day training course exploring the new 
role from a double perspective: 
- learning how to transmit positive attitudes and behaviours to others, first of all with the daily 
example, to be recognised as a model; 
- learning the skills necessary to best perform the various activities envisaged by the role. 

 

The collected practices also provide concrete indications and recommendations for training bodies 
and trainers. They indicate how to design and conduct training courses addressed to adults and 
seniors, taking into account their specific needs and learning patterns. These indications may be listed 
as follows: 

• organisation of small size classes with few learners per trainer and tutor; 
• use of multiple media and flexible work schedules; 
• organisation of short sessions (attention decreases over time) and frequent pauses; 
• use of frequent checks and repetitions (to consolidate the learning); 
• alternating between listening and dialogue to create variety; 
• use of practical exercises and real-life examples; 
• provide enough time for completing the tasks; 
• promotion of group discussion and dynamics (to support activation and participation, com-

mitment, engagement); 
• organisation of a final dialogue and wrap-up with the participants; 
• using documentation to accompany the course; 
• provide accessible and comfortable learning places, possibly widespread over the territory to 

reduce commuting. 
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An example in this respect is the Norwegian Seniornett project (NO01 and 02).  

 

NO01and02 

The Seniornett training approach is based on the following key factors: 
- Small class size and adequate number of instructors and sub-instructors: there is a maxi-

mum of 18 students, with one instructor or sub-instructor for every six students. 
- Low pace and resting periods: the length of a course is a maximum of 3 or 4 hours each 

day, due to the reduced attention span and the need not to get too much information at 
a time. This is organised in short sessions (maximum 45 minutes with a 15-minute break) 
to be able to stand up from a sitting position. 

- Appropriate environment: a central place is needed, easy to reach and access for older 
people. 

- Alternating between listening and dialogue, repetitions and practices, checking and re-
peating after the breaks to verify that the participants have learned what has been cov-
ered. Clarifying what is to be learned by the course leader, constantly asking if the sylla-
bus has been understood, with a final dialogue every day with the participants. 

- Use of practical exercises, real-life examples and sufficient details and time for complet-
ing the tasks: the need to use documentation that accompanies the course (theme and 
day booklets). 

 

The collected practices also produced training material, toolkits, handbooks, guidelines, learning 
platforms and portals. These can be considered and included in the digital platform (IO2) to be devel-
oped in the next stage of the To Switch project.  

For example, the IRE01 ‘Changing Gears’ project developed specific exercises to be used during the 
training to support self-reflection. This was in addition to the development of an online age-friendly 
platform for age management courses, for senior workers and learners. Another example is the RO01 
UISEL project, which developed a set of six mobile multimedia modules (introduction module; e-inter-
action and e-communication; e-information and e-government; e-entertainment and media; e-health; 
e-shopping and e-banking) in seven different languages, integrated in a video repository app. The pro-
ject also developed a mobile game for senior citizens. Other tools used in the collected practices in-
clude the MAUT approach adopted in the IT03 project for intergenerational skills exchange. The Rick-
ter Scale© process was adopted in the RO02 project to assess skills acquired. 

Most of the collected practices have also implemented monitoring and evaluation systems to assess 
the results, and in some cases (e.g. in the IRE01 project) evaluations have been carried out by external 
evaluators. 

 

Specific approaches according to the senior trainees’ target groups 

The analysis of the practices in relation to the senior’s target group highlights specific training ap-
proaches and methods, depending to the trainees’ labour market conditions and the course aims.  

The four collected practices on the training of senior workers in workplaces are largely based on the 
use of the andragogic model to support personal development and empowerment. These practices 
tend to combine general training in soft and horizontal skills (e.g. motivation and learning capacity, 
problem-solving) with job specific training, including ICT and digital skills, and language skills. Some of 
the approaches are focused to the job, while others also consider the worker’s life (e.g. DEN01, RO02B, 
ITA02). In the selected practices, the adopted approach is based on the promotion and enhancement 
of: 

- self-confidence and positive expectations to a person’s own strength and power to make a 
difference for themselves; 
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- capacity to identify more complex patterns of meaning within individuals, in their social rela-
tions and in society at large; 

- motivation for and capacity to learn new things;  

- emotional and resilience capacity through specific techniques. 

An important indication coming from some of the practices (e.g. ITA01) is the need to adopt a preven-
tive life cycle approach. This promotes a positive attitude towards learning, and upskilling and re-
skilling throughout the workers’ lifecycle. 

 

DEN01 

The course, targeted to blue-collar senior workers in temporary unemployment, was interest 
driven and aimed at improving the participants with 1) cognitive abilities for abstract thinking 
and shift of mind-set and perspective, 2) emotional development of self-belief, courage, and a 
broader perception of identity, and 3) motivation for social participation and interaction. To 
this end, the course was designed to develop means to cope with the inevitable threat of un-
employment. It also had a focus on more personal aspects, allowing deeper needs to be ad-
dressed.  
Most of the planning was on a day-to-day basis, following the participants’ interests. The 
methods employed involved: 

o teacher presentations of topical knowledge, models and theories including open questions to 
the class and constant invitations to comment, using a Socratic maieutic method of question-
ing for the conveying of new knowledge; 

o group discussions of the topic’s related questions followed by group presentations, where 
classmates are constantly invited to comment on each other’s findings; 

o role-play exercises resembling the law-making process in parliament to prepare a social bill 
proposal and meeting the obligation of reaching a final agreement; 

o short exercises practising tools of verbal communication; 
o guided field trips to public bodies of interest. 

IRE01 

The reflective approach adopted in the project aims at supporting seniors in transitions and to 
prepare for later life. It offers participants time to think about the health challenges they face and 
steps they can take to manage them better. It develops skills that build confidence for the future, 
reimagining ageing as a time with positive opportunities. Designed for people in mid-career or 
anticipating retirement, the courses promote resilience in later life. They facilitate participants to 
be more self-directive in making lifestyle choices to optimise older age. The courses also improved 
workers’ feelings in the organisation. Participants reported feeling more valued by their organisa-
tion and they felt that the organisation was investing in them and their future by allowing them to 
attend the course. For some, this led to a renewed sense of commitment to the organisation. This 
supports the evaluation findings for the increase in job involvement over the mid to long term for 
those with low levels to start with.  

ITA02 

The mobility abroad proposed by the Mo.S.E project aims at motivating people to learn according 
to certain principles: adults learn if they are motivated; a stimulating learning context is crucial; 
adults want to be the protagonist of their learning (also getting involved in outside-work con-
texts).  

 

Training practices targeted to senior unemployed or inactive are usually aimed at the empowerment 
and reintegration in the labour market. Again, they are especially aimed at enhancing motivation, self-
confidence, and identification and valorisation of talents and skills (FR01, FR02, CH02). They also com-
plement training activities with guidance services for labour market integration (FR01, FR02), with 
attention to the specific barriers faced by some population groups. For example, women who are fac-
ing gender stereotypes and work–life balance problems as in the case of one French (FR01) and the 
Swiss (CH02) practices, or senior executives (FR02). 
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CH02 The women’s micro-entrepreneurship training and support project is aimed at women who want 
to start up a new business. It offers advice and support concerning work–family balance and the 
valorisation of gender diversity, to overcome social inequalities, especially gender inequalities. 
The course includes the following activities: 
- initial individual counselling for the definition of the personal objective and feasibility; 
- modular training to acquire the necessary skills and focus on the project such as 
o development of the entrepreneurial idea and transversal skills (critical thinking, creative 

skills, interpersonal and intercultural competences) 
o digital competences 
o budget and business model 
o organisation and management 
o motivation and relationship building through: 

- individual support throughout the process; 
- creation of a network for exchange and sharing; 
- facilitating contact with possible financiers. 

FR01 

The initiative, targeted to long-term unemployed women over 45, supports beneficiaries to be-
come aware of their assets and skills also from non-formal and informal contexts, e.g. acquired 
in family and social life. It helps them overcome stereotypes, both of employers and relatives but 
also of ready-made representations about themselves, by repositioning and motivating them. 
The initial training modules on skills and self-confidence allow beneficiaries to become aware of 
their assets. The training is complemented by job search support, with counselling on job pro-
spects depending on the careers, skills and aspirations of participants and job availability in the 
territory. A third step is providing support in applying for jobs, through the updating of CVs and 
presentation to potential employers, and the removal of obstacles. These can include low mobil-
ity, family constraints, disabilities, poor command of technological tools, lack of self-confidence, 
reduced motivation or feeling of ‘wear and tear’.  

FR02 

The initiative targeted to senior executives aged 45 and over was aimed at the dynamic remobili-
sation of these workers, with specific work on the issues of self-confidence, image, background 
and on their networks. The implementation and success of the workshops relies on participants 
motivated by the sharing of experiences. Two sessions of two months for 10 people were imple-
mented in 2019, with a final three-month review in December in which all job seekers received 
recruitment interviews. The activity allowed them to regain self-confidence, establish a new job 
search strategy, open up to others, assert themselves, reactivate their network and support each 
other. 

 

Training practices targeted to senior citizens are focused on enhancing motivation, self-confidence 
and talent and skills valorisation, to promote and support active ageing and reduce social isolation. 
The considered practices (NO01and02, ES02, IRE02) introduced an interesting community-based ap-
proach, where (senior) citizens and volunteers are activated as trainers and tutors in a peer-to-peer 
learning perspective. 

 

ES02 

La Verneda Learning Community Adult School promotes formal and non-formal education re-
lated to very different topics (including job training and a course for educators of adult educa-
tion). To carry out educational activities, they encourage the formation of interactive groups, 
small groups of participants in which people help each other, teach and collaborate together. 
These groups encourage solidarity, dialogue among equals, the expression of implicit knowledge 
and skills and cultural awareness. Nowadays the school has a total of 2 400 students, with more 
than 60 nationalities represented and more than 150 volunteers involved in the training activi-
ties. 

IRE02 

Fáilte Isteach is a community project involving predominantly older volunteers acting as tutors 
for migrants in conversational English classes. Local organisations and individuals across Ireland 
are supported in the setting up of conversational English classes in their local community. Train-
ing and teaching material is provided to establish group and ongoing support, and refresher 
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training and updated resources are made available to groups nationwide. Tutors are older volun-
teers within the local community comfortable with leading an informal, conversational-style 
class, while students are non-native English speakers looking to increase their language skills.  

NO02 
The Seniornett approach is to establish local training centres all over the country manned with 
volunteer workers, with a common curriculum to as large a degree as practical. The project is run 
using voluntary, non-paid resources. 

 

An important element emerging from the collected practices is also the role of other stakeholders, 
besides training institutions, in the design and implementation of training policies for seniors. For 
seniors outside the labour market (inactive or retired), the role of the local community in promoting 
and activating training activities is particularly important (NO01/02; ESP02). In the case of senior work-
ers or unemployed seniors, some of the collected practices underline the importance to involve the 
economic and social partners, which can support awareness-raising on the importance of lifelong 
learning among both employers and workers (ITA01/O2). 

 

ES02 The Adult Community School of La Verneda is currently managed by two learners’ associa-
tions: Àgora, with a president from Ecuador, and Heura, a women’s association with a presi-
dent from Morocco. The diversity of backgrounds helps to prevent everyone from feeling for-
eign. The school activity is based on a strong participatory approach in the school decision-
making and management, involving the local community. All those participating in the activi-
ties of the school, e.g. representatives of the learning community and public authorities, are 
invited to participate in the decision-making spaces of the School. These include the General 
Assembly, the College Council, the Monthly Coordination Committee (COME), and the vari-
ous Commissions for Democracy that define the courses to be implemented, schedules and 
other school decisions.  

ITA01and02 

A strong point of the project is the assessment of the local context and the involvement of the 
social partners. This is achieved through the creation of a mixed consultation group in which 
the social partners play the dual role of project actors and facilitators. There is active involve-
ment of the network socio-economic actors at the local level in the planning and design of 
training activities. This ensures adequate knowledge of the skill needs and support for the plan-
ning intervention lines.  

NO01and02 

The Local Communities are involved in identifying volunteers to act as teachers and local 
centre administrators. Teachers, primarily on a voluntary basis, are hired from digitally com-
petent resources: 
- pensioners’ associations of companies within the ICT field;  
- former colleagues of participants (word-of-mouth); 
- students (part-time and for a modest fee);  
- freelance ICT teachers (for a modest fee). 

 

5.4 Discussion 

The collected training practices present elements that can be ascribed to the andragogic paradigm 
and in some cases are also evident elements of the heutagogy approach (self-determination).  

The main inputs arising from the collected practices can be summarised as follow:  

• attention to age-specific learning needs, and patterns and adoption of group dynamics, active 
participation and interactions between learners and trainers, peer learning, emotional and 
resilience-building techniques in the conduction of training classes; 

• use of collaborative planning and an experience-based approach, integrating class training 
with work experience and use of digital technologies in the design of training activities for 
senior learners; 
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• support for learners’ capacity to act and interact, valorising real-life experience and skills and 
potentials, building motivation and self-confidence, promoting peer learning, critical thinking, 
and problem-solving;  

• creation of informal learning environments based on small groups and involve tutors, mentors 
and coaches to support both the activation of the seniors and the teachers;  

• production of training material, toolkits, handbooks, guidelines, learning platforms and por-
tals that can be included in the digital platform (IO2) to be developed in the next stage of the 
To Switch project.  

There are many positive inputs for the development of a new framework of reference for senior work-
ers’ training. However, the collected practices also show some of the drawbacks and gaps in the cur-
rent state of the art regarding seniors’ training.  

The main issue is the high fragmentation of practices, tools, concepts and terminology used. These 
need to be systematised in a common conceptual paradigm to be capitalised and internalised in main-
stream lifelong learning policies.  

The lack of a common conceptual paradigm for seniors’ training is also emerging from the still little 
attention to the development and adoption of the following:  

• A life cycle approach in training models for adult and senior workers5, where the lifelong learn-
ing approach addresses workers and individuals throughout their lives with age-specific train-
ing approaches. Among the collected practices, only the AWARE project (ITA01) explicitly un-
derlines this issue. 

• A clear definition of the competences and professional profile of trainers to be involved in 
adult and senior education and training. 

• Methods for the validation and certification of skills for adults’ trainers.  

The lack of a structured mainstream training system addressing the adult and senior population is 
particularly evident in some of partners’ countries (e.g. Romania and Italy). Here, most of the projects 
are EU-funded and are likely to present a low sustainability when the EU funding ends.  

 

  

 

5 A good practice in this respect is the Centre for Senior Policy in Norway, supporting and developing policies 
concerning older workers in the workplace. The Centre provides counselling and training activities on senior 
issues for the government, businesses, social partners and human resource organisations: https://seniorpoli-
tikk.no/om-oss/ 

 

https://seniorpolitikk.no/om-oss/
https://seniorpolitikk.no/om-oss/
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6. A new andragogical conceptual paradigm 

 

In this section of the Intellectual Output, we present the proposal of a new andragogic conceptual 
paradigm. Starting from a definition that aims to explain what is meant by paradigm, some conceptual 
streams, functional to the development of this new paradigm, will be drawn. These will come from 
the evidence obtained in the literature review and from the good practices analysed in the previous 
sections. The proposal presented, also in this case, represents an interpretation and reworking of the 
existing models, updated on the basis of what is considered the most solid scientific evidence. This 
will be followed by an illustration of how the new model works and a discussion of its characteristics. 

 

6.1 Theoretical, methodological and evidence-based assumptions 

The Oxford Dictionary (https://premium.oxforddictionaries.com/definition/english/paradigm) pro-
vides the following definition of the term ‘paradigm’: it is 1. ‘a typical example, pattern or model of 
something ... 1.1 a world view underlying the theories and methodology of a particular scientific sub-
ject ...’ For the purposes of this Intellectual Output, it can be said that both definitions are appropriate 
and relevant. What we intend to propose is a new model that develops the approach of andragogy 
and adapts it to the needs and characteristics of twenty-first century adult learners. We also intend 
to propose a new vision of adult learning that applies with greater rigour the scientific evidence pro-
duced on the subject – theoretical and conceptual, and methodological. 

A first assumption that we want to defend in the proposal for a new model concerns the rejection of 
typified classifications that amplify the divergences between learning approaches. As observed in 
Section 4.2.3 and Section 4.4, the comparative interpretations overemphasise the principles and char-
acteristics that differentiate the approaches. This produces an accentuation of the divergences, when 
instead it proves to be more interesting and potentially promising to insist on the common principles 
and convergence factors. Therefore, we can call this first assumption on which the proposition of the 
new model is based ‘convergence as opposed to divergence (typification)’. As  well known and al-
ready noted, ideal-typical classifications tend to take the characteristics on which the respective mod-
els are based to their extremes. 

Second and third assumptions on which to base the proposal for a new andragogic paradigm of adult 
learning are taken directly from the analysis of the literature. In particular, and as we have seen, the 
literature dedicated to describing the characteristics of andragogy and heutagogy. Regarding the sec-
ond assumption, we can summarise it through the following formula: the principles of andragogy 
already incorporate self-direction, which is one of the principles that in heutagogy underpins the self-
determination of adults in learning. We thus recognise and defend in this proposal the idea that the 
semantic distinction between self-direction and self-determination is particularly subtle, scarcely dis-
criminating and is of little use. Self-direction implies by definition a decision relating to directing a 
certain learning content towards a person, which implies freedom, autonomy and independence of 
judgement. These are nothing more than properties that also explain the meaning of self-determina-
tion. Therefore, rather than discussing defining subtleties, in this proposal we defend the use of terms 
such as freedom, autonomy and independence of judgement because of their best semantic quality. 
Moreover, they are principles which, rather than differentiate, highlight the convergence between the 
andragogic approach and the heutagogic one. For the third assumption, we observed (Section 4.2.2) 
that the key starting point of a heutogogical learning process is the joint definition. This is based on 
independent judgement between learner and teacher, of individualised learning contracts. In this, the 
field of self-determination of the individual in learning is summarised and takes shape. Within this 
space of self-determination, it cannot be excluded in principle that the concrete design of learning 
incorporated in the contract does not contemplate the adoption of principles of traditional peda-
gogy and andragogy, and heutagogy. At the procedural level, the most important knot of heutagogy 
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is the self-determination that takes the form of the learner’s autonomy in choosing and fixing in a 
learning contract. This incorporates their preferences regarding what, how, when and where to learn.  
This does not exclude the fact that the learner, according to certain contents, may prefer pedagogical 
principles, for others the andragogic principles, and for others still the heutagogic ones. 

In consideration of the previous three assumptions, there is a fourth and final assumption underlying 
the proposal of a new andragogic paradigm for adult learning. This concerns the choice of field for a 
model based on hybridised and harmonised learning principles. It must be recognised that in the 
practice of learning processes, what is actually achieved is the use of a mix. The effectiveness of this 
depends equally on the ability and preparation of the teacher and trainer as well as on the motivation 
and self-directedness of the learner. The principles of learning are made explicit in the design of the 
learning process itself and formalised in the learning contract. This is true not only in the field of adult 
education and training, but also in higher education (e.g. the Bologna Process), in vocational training, 
organisational training and professional upskilling. We take as an example, an adult needing to learn 
the use of spreadsheet-based software to perform statistical data analysis. The learning contract can 
include – without this leading to imbalances in the effectiveness of the designed learning process – 
the following: 

 

• A traditional and unidirectional module is devised, from teacher to learner, in which the func-
tions of the software and the use of commands are explained. 

• A module is developed, inspired by andragogic principles through which the learner, tutored 
by the teacher, carries out exercises to become familiar with the software. This is done in 
relation to their own needs and what they have learned. 

• A project work module is used, inspired by heutagogic principles through which the learner 
performs an original study using the software they have learned to use. This done with the 
supervision and suggestions of the teacher to respond to a personal need or desire, thus suc-
ceed in transforming and modifying its own reality. 

 

 

Figure 8: New conceptual paradigm four assumptions 

In summary, the new ‘hybridised and harmonised’ andragogic conceptual paradigm for adult learn-
ing proposed in this Intellectual Output is a convergent model. It recognises the autonomy and in-
dependence of judgement of the adult learner in formalising learning contracts. Within these, the 
hybridisation between multiple principles of pedagogy, andragogy and heutagogy is rewarded, in 
relation to learners’ previous experience, preferences, desires, needs and personal payoffs. 

 

Convergence as opposed to 
divergence

Incorporation of distinct 
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6.2 Conceptual development of the principles founding the model 

In Table 7, the principles that should characterise the new ‘hybridised and harmonised’ andragogic 
conceptual paradigm are reviewed. These adopt the same categories used to present in a comparative 
key the differences between the approaches of pedagogy, andragogy and heutagogy (Table 5). The 
aim is to identify the points of convergence of the three approaches that can benefit the practice of 
adult learning.  

As for the target subjects of learning, clearly the new paradigm and model is oriented towards adult 
individuals. However, most of its principles can also be applied in the fields of second-cycle secondary 
education or higher education. The reference to having previous experience is to consider is virtual, 
since it largely depends on the field of learning to which it refers. As for adults, both employed and 
unemployed, it is possible to hypothesise to be always in presence of individuals carrying different 
volumes of previous experience. 

The learning objectives in the new hybridised paradigm are comprehensive. They can be specified as 
the acquisition of knowledge that facilitates the development of new skills – developed in terms of 
capabilities – that allows problem-solving in complex situations including the need to use technology. 
In this regard, the acquisition of meta-cognitive skills, or abilities related to ‘learning how to learn’, is 
considered a fundamental element of the development of skills interpreted as capabilities. 

In terms of organisation of learning, we refer to the example provided in the description of the as-
sumptions of the new paradigm in Section 6.1. We can affirm that the hybridised and harmonised 
model is inevitably based on a modular learning design. It is once again appropriate to repeat that the 
modular organisation of learning is also used within standardised curricula, which often leave different 
margins of freedom to teachers. This means they can flexibly design and use principles not strictly 
derived from traditional pedagogy, e.g. classroom exercises, project works or gamification. The prac-
tice of education and training – especially in adult learning – is much more complex, and richer than 
the learning models described in an ideal-typical way intended to convince us. 

Analysing the relationship between the learner and the teacher, in adult learning emphasising the 
importance of mutual recognition of their respective roles is significant, however negotiable and 
adaptable they are. This principle of reciprocity therefore recognises the autonomy of the learner in 
reaction to their learning needs and desires. However, it also applies to the teacher, both in identifying 
the modalities and contents of learning and those of the evaluation of what has been learned. On the 
teacher’s side, they recognise the learner’s need for autonomous and self-directed learning, and are 
promoting it. On the learner’s side, they recognise the importance of the experience and the guidance, 
orientation, supervision that the teacher can offer when necessary to achieve the learning objectives. 
These learning objectives are formalised within a learning contract. 

The learning process is considered unidirectional in pedagogy, bidirectional in andragogy and multi-
directional in heutagogy. According to the principles of the new adult learning paradigm, this can be 
considered comprehensive. Therefore, it can be open to the intervention of all the subjects that weave 
the network of relationships that surrounds the teacher-learner training relationship. These include 
peers – other adults in learning, but also bearers of interest in the learning relationship itself, agents 
of the social environment and the wider community of reference. For this reason, as heutagogy advo-
cates, the acquisition of new capabilities can be considered a potential transformation factor, since 
the training relationship takes place within a specific social context. 

In relation to learning resources, the inflection point of the new proposed model is represented not 
only by their breadth or degrees of freedom, but by their quality. In the information society, the fun-
damental problem that challenges the individual in learning, and also the teacher who guides and 
supports them, concerns the management of information. The quantity and pervasiveness, as well as 
the ease of access to information, far from being a facilitating factor for learning, currently represents 
an obstacle or challenge. As we will see a little further on, there is a fundamental prerequisite for 
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learning how to learn when referring to the cognitive processes that underlie adult learning. This con-
cerns the development of the ability to access information based on evidence and coming from relia-
ble sources from the methodological and scientific point of view. The ability to recognise reliable 
sources, to know how the information was produced and validated, to process data, nowadays repre-
sent fundamental capabilities. This is also, and above all, for the teacher who intends to supervise 
adults’ learning processes. 

 

Table 7: Features of the new hybridised andragogic model 

Feature Hybridised and harmonised principles 

Target learners Adult and senior learners, with or without experi-
ence 

Objective of learning Acquiring new knowledge and developing new com-
petencies and capabilities, based on the need to 
solve new problems, including the meta-cognitive 
‘learn how to learn’ skill 

Organisation of learning Modular, combining standardised curricula, self-di-
rected and self-determined learning 

Role of learners and teachers in learning and as-
sessment 

Learners and teachers are ‘autonomously co-de-
pendent and co-hybridising’, both in learning and as-
sessment, according to and within the limits of the 
learning contract they have set; reciprocal bipolar 
model 

Learning process All-encompassing, between teacher, learner, peers 
learning process stakeholders, social environment 
and the community 

Learning resources Multilevel, evidence-based designed, based on trust-
worthy sources 

Level of cognition and learning Cognitive, meta-cognitive, epistemic and based on 
critical and computational thinking addressed to 
problem-solving and directed to change 

Assumptions related to the learning process for 
change 

Double and multiple-loop learning 

Motivational factors Holistic, based on reflexivity, melding extrinsic and 
intrinsic values associated with learning and per-
sonal payoff 

Allowing creativity Yes, at every learning stage 

Requiring interaction and collaboration between 
learners 

Yes, at every learning stage 

 

In line with what is stated in relation to the organisation of learning, the underlying cognitive process 
is multiple. There will be aspects of the learning process that will require the activation of purely cog-
nitive mechanisms relating to the understanding, interconnection of elements and their interpreta-
tion. At the same time, these mechanisms – especially in adults – will stimulate the activation of meta-
cognitive mechanisms. In adults, the performance differentials associated with age that emerge in 
tests on fluid intelligence are contrasted by the stability of performance in tests on crystallised intelli-
gence (Marcaletti et al., 2014; Warr, 1994b). Hence, to bring adult learners to develop the ability to 
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learn how to learn, it is necessary to stimulate, with reference to any area of learning, the epistemic 
mechanism. That is the one based on critical and computational thinking applied to problem-solving, 
and which feeds off scientific evidence. Only at this cognitive level is it possible to alter previous values 
and knowledge, stimulate the change of the individual and, consequently, of their social surrounding. 

Regarding the assumptions concerning the potential for change that learning can produce, the appli-
cation of the principles described in this model indicate that the default option is double-loop learning. 
If learning activities always move up to the meta-cognitive and epistemic level, a feedback effect is 
produced that stimulates the change of the adult in learning and their environment. Following these 
premises to the end, however, it would be more correct to refer to a multiple-loop learning processes, 
for which a constant feedback effect is observed. This is even more evident from a lifelong learning 
perspective, when adults are frequently engaged in learning processes. 

As a consequence of all this, the factors that motivate learning in the new model must be interpreted 
in a holistic sense. They must consider the coexistence of intrinsic and extrinsic thrusts that feed back 
to each other and are the prerogative of the reflexivity of the adult in learning. This is the only one 
that can define a balance between the value attributed to learning and the personal payoffs – in rela-
tion to needs – of the training activity. 

Ultimately, creativity and interaction between learners are two inevitable (positive) consequences of 
the basic assumptions of the new hybridised and harmonised paradigm. Learners’ creativity must be 
promoted at every level, as well as the opportunities to interact and collaborate with peers, including 
in peer-assessment and self-assessment activities. 

 

6.3 Procedural translation of the new model’s principles: a map 

Summarising the main assumptions of the hybridised model, the key principles that can be translated 
into procedural rules are the following: 

• Collaboratively use the learning contract strategy, also taking into account the expectations 
of learning’s stakeholders. 

• Base the learning activities on the PS-TRE process. 

• Organise learning in phases and subphases (subset cases), taking into account learners’ previ-
ous experience and motivation. 

• Define, in relation to each subphase, the model and the most suitable learning principles (de-
pendency, self-directed or self-determined model). 

• Use double-loop learning (or multiple-loop learning) to return to the definition of learning 
objectives and update them with respect to the satisfaction of the single learning need and 
problem. 

• Assess using tools for self-evaluation and peer evaluation. 
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Figure 9: Key principles of the new conceptual paradigm 

In summary, these are the principles derived from the new hybridised andragogical conceptual 
model of adult learning (illustrated in Table 7). Elements taken from the literature review and good 
practices analysis have been added. The translation of these principles and elements into a procedural 
scheme can guide the planning of training activities inspired by the new andragogic model. It can then 
take advantage of the procedural framework offered by the PS-TRE process presented in Section 4.3.1. 

 

 

Figure 10: Procedural map for the translation of the new model’s principles 

According to the process principles, what can represent an ‘orientation map’ in the planning of train-
ing activities is presented in Table 8. The columns of the table exemplify the centrality assumed by 
the learner in the new model. This represents the interdependence between tasks assigned to the 
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learner and tasks assigned to the teacher, both dependent in turn on complexity factors that must be 
assumed and resolved. All this is through the use of specific tools in each learning phase, with a view 
to obtaining specific outcomes. The rows of the table exemplify the main phases and subphases of the 
adapted PS-TRE process, to which pre- and post evaluation phases have been added. 

Each step of the proposed scheme, but especially steps 3, 4 and 5, can be conceived in a modular and 
iterative way. They are a sequence of learning units organised in a logical form, stimulating critical 
reflexivity and offering the possibility of returning to the previous steps to review and update them. 
In this way, they activate a transformative process that allows the learner to develop new skills which 
can be interpreted in terms of capability. 
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Table 8: Procedural map for the translation of the new model’s principles 

Learner’s tasks (steps) Teacher’s tasks Complexity factors Tools (example of) Outcome(s) 

0) Pre-activity self evaluations Setting the test, collaboratively Align pre-activity evalua-
tion with learning needs 

Education & Skills 
Online Assessment 
(ESO) or adaptations 

Score before the learning activity 

1) Make a plan (learning contract) 
- Set goals 

- How can I define the learning problems I have to 
solve and goals I have to achieve?  

- How can I investigate them?  
- Which source of information can I use? How can I 

store information? How long will it take? 
- How can I use my previous experience? 

 
- Support the learner in clearly identify-

ing the learning problems and goals 
- Support the learner in clearly identify-

ing which elements of their previous ex-
perience can be taken into account 

- Suggest sources of information and 
ways to access and store it 

- Support drafting the organisation of the 
study and learning, and the preliminary 
definition of its phases 

 
- Definition of the learn-

ing problems and 
goals 

- Number of ICT envi-
ronments to be used 

- Degree of monitoring 

 
ICT tools, indexed data-
bases, data warehouses, 
literature repositories 

 
Initial definition of learning goals, steps 
to investigate them, organisation of the 
study and learning (draft planning chart 
and learning contract) 

- Identify constraints 
- How can I evaluate as feasible what I want and 

need to learn? Which other characteristics of my 
learning problem and needs constitute a con-
straint? How can I address them? 

 
Orientate the learner in choosing strategies 
and steps to address the constraints, adopting 
a reflexive and critical outlook 

 
- Number and type of 

constraints 
- Number of steps to 

address the con-
straints 

 
SWAT analysis 

 
Initial definition of the strategy for deal-
ing with constraints 

2) Subset cases 

- Plan and organise 
- How can I design a planning chart? How can I split 

up the learning problems and goals I have to solve 
and achieve into phases? 

- According to each phase and subphase, which 
kind of information and tools can support me? 
How can access them (back to Step 1)? Which 
constraints do I have to address (back to Step 1)? 

- Which learning preferences do I have with respect 
to each phase and subphase? 

- How can I organise the learning activities into 
time planning? 

 
- Orientate the learner in adopting a re-

flexive and critical outlook on their plan-
ning chart, and learning preferences (de-
pendency, self-directed, self-deter-
mined) 

- Suggest sources of information and ways 
to access and store it 

- Support the timing organisation of learn-
ing activities 

 

- Number and order of 
the steps and opera-
tors to achieve the 
learning goals 

- Number of ICT envi-
ronments to be used 

- Reflexivity concerning 
learning preferences 

- Allowing self-pacing 

 
Project work tools, 
GANTT charts 
 

 
- Planning chart of goals and sub-

goals to address the learning 
needs 

- Time planning 
- Further revisions of planning chart 

and time planning 

3) Evaluating information (double-loop process) 

- Acquiring and evaluating information 
- (While acting to achieve the learning goals of each 

subphase): Is this what I really need to learn (back 
to Step 2)? Can I trust the information? Do I un-
derstand it and know how to use it (back to Step 
1)? 

 

- Orientate the learner in adopting a re-
flexive and critical outlook on their 
learning 

- Facilitate the transfer of content and in-
formation according to learning prefer-
ences 

 

- Number of ICT envi-
ronments to be used 

- Stimulate a constant 
reflexive and critical 
attitude in the learner 

 

- Didactic tools for 
synchronous and 
asynchronous ses-
sions 

- Monitoring sheets 

 

- Acquire information 

- Develop skills and capabilities 

- Critically reflect on them 

- Further revisions of planning chart 
and time planning, adding a moni-
toring plan 
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- What kind of skills do I need to understand the 
content of the information? Which part do I still 
miss? How can I reach it (back to Step 1)? 

- Do I need to modify my planning chart (back to 
Step 2)? 

- How can organise a monitoring plan? 
- Which kind of feedback do I need? When, where, 

how and from who? 

- Suggest alternative sources of infor-
mation and ways to access and store it 

- Constantly provide appropriate feed-
back 

- Use distinct learning 
principles in modular 
form 

- Allowing self-pacing 

- Handle the double-
loop 

4) Monitoring progress (double-loop process) 

- Moving to reach goals 
- (While acting to achieve the learning goals of each 

subphase): How can I assess if a learning activity is 
allowing progress? 

- How can I assess if I really achieved my learning 
goals (back to Steps 2 and 3)? Do I still miss infor-
mation (back to Step 1)? 

- Do I need to modify my planning chart (back to 
Step 2)? 

- Which kind of feedback do I need? When, where, 
how and from who? 

 

- Orientate the learner in adopting a re-
flexive and critical outlook on their 
learning 

- Facilitate the transfer of content and in-
formation according to learning prefer-
ences 

- Suggest alternative sources of infor-
mation and ways to access and store it 

- Constantly provide appropriate feed-
back 

 

- Number of ICT envi-
ronments to be used 

- Stimulate a constant 
reflexive and critical 
attitude in the learner 

- Use distinct learning 
principles in modular 
form 

- Allowing self-pacing 

- Handle the double-
loop 

 

- Didactic tools for 
synchronous and 
asynchronous ses-
sions 

- Monitoring sheets 

- Self-evaluation 
tools 

 

- Develop skills and capabilities 

- Critically reflect on them 

- Further revisions of planning chart, 
time planning and monitoring plan-
ning 

5) Use applications (double-loop process) 

- Applying the information 
- (While acting to achieve the learning goals of each 

subphase): Am I consistently applying the infor-
mation to the solution and achieving  my learning 
problems and needs? 

- How can I critically evaluate the effectiveness of 
information, skill and capability I acquired and de-
veloped (back to steps 2, 3 and 4)? 

- How can I consistently describe the body of learn-
ing I acquired? 

- How can I present the outcomes of the learning 
activities I undertook? 

- Which kind of feedback do I need? When, where, 
how and from who? 

 

- Highlight the applicative aspects (to 
problem-solving) of learning 

- Support drawing conclusions about 
problem-solving 

- Support the presentation of the conclu-
sions reached 

- Constantly provide appropriate feedback 

 

- Number of ICT envi-
ronments to be used 

- Stimulate a constant 
reflexive and critical 
attitude in the learner 

- Draw conclusions 
about learning objec-
tives and problem-
solving 

- Consciously reflect on 
the capabilities that 
have developed 

- Allowing self-pacing 

- Handle the double-
loop 

 

- Presentation tools 

- Monitoring sheets 

- Self-evaluation 
tools 

 

- Presentation of learning results 
and acquisitions 

00) Post-activity self-evaluation(s)     
- How can I consistently describe the body of learning I 

acquired? 
- How can assess the social impact of the learning activ-

ity? 
- Which kind of feedback do I need? When, where, how 

and from who? 

- Highlight the applicative aspects (to 
problem-solving) of learning 

- Support drawing conclusions about 
problem-solving 

- Constantly provide appropriate feedback 

- Stimulate a constant 
reflexive and critical 
attitude in the learner 

- Self-evaluation 
tools 

- Assessment scores after the learn-
ing activity 
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- Draw conclusions 
about learning objec-
tives and problem-
solving 

- Consciously reflect on 
the capabilities that 
have been developed 
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Following a preliminary phase pretesting skills or knowledge at the entrance to the learning activity, 
the first step of the process is the definition of the learning plan itself. This entails two strictly con-
nected subphases: the definition of the learning objectives and the identification of the main con-
straints to achieve them. This is the same general phase that in the PS-TRE process is referred to as 
problem-finding (Table 6, Step 1). Fundamental in this phase is the identification of the key infor-
mation to be accessed, as well as the identification of the limits it presents. The identification of the 
learning objectives in this phase allows a formalisation of the main elements of the learning contract 
jointly defined by the learner and the teacher. 

The second activity concerns the splitting up of the learning activities to be carried out to reach the 
solution of the problem into subphases of activities (subset cases). This also relates to elementary 
learning units organised in sequence and over time, i.e. the phase that in the PS-TRE is referred to as 
plan and organise (Step 2). Related to this activity is the preference that is accorded in each of the 
sub-phases or elementary learning unit for a specific approach to adult learning. For example, whether 
it is more oriented to the principles of pedagogy, andragogy or heutagogy. Changes or deviations from 
what was previously planned may lead to a revision of what was settled in the learning agreement, 
referred to in Step 1. 

The third fundamental activity concerns the acquisition of the information necessary to reach the 
solution of the problem through what is being learned. Essential to this phase is the quality of the 
information, being transmitted by a teacher as well as that which the learner has had independent 
access to. This is what in the PS-TRE process is presented under the name of acquiring and evaluating 
information (Step 4). In this case the need to fill any gaps in access to reliable and truthful information 
can lead to a review of the objectives of the learning subphases previously planned. This becomes 
more effective when the information acquisition is accompanied by the definition of a monitoring plan 
(self-directed, hetero-directed, among peers) and the planning of moments where the teacher returns 
feedback to the learner. 

The fourth activity does not constitute a separate phase from the others. It represents a transversal 
activity to the other phases, since it specifically concerns the monitoring of progress in achieving the 
learning objectives, based on the constant application of the double-loop principle. This is what con-
stitutes Step 3 in the PS-TRE process, called ‘monitor progress’. It can therefore lead to the revision of 
part of the objectives, the need to acquire new information, monitoring tools and feedback activities 
related to previous phases. 

The fifth activity concerns the application and use of what has been learned to solve the problem that 
stimulated the learning activity. This involves the critical evaluation of the results obtained, the eval-
uation of the impact, and the personal and social effectiveness of the solution to the problem. This is 
what constitutes Step 5 in the PS-TRE process, called ‘use the information’. This activity is a prelude 
to the final assessment of the learning achieved. It can also take the form of a formal presentation and 
assessment of the body of learning acquired by the learner. 

For operational purposes, what has been illustrated can be organised in procedural terms through the 
identification and collection of a series of tools and resources. Learners and teachers can use these 
jointly to implement the distinct training activities in accordance with the proposed learning model. 
Table 9 provides some examples. 
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Table 9: Example of resources to be activated in the learning processes based on the new conceptual 
andragogical model 

Learning activity steps Description of the content, tools and resources to be activated 

0. Pre-activity evaluation • Tools for the assessment and self-assessment of knowledge 
and skills prior to training, such as in the field of digital skills: 
OECD’s Education and Skills Online Assessment (ESO) 

• Tools for assessing learners’ previous experience 

• Tools for the ex-ante evaluation of preferences regarding 
teaching methods and learning 

1. Make a plan  

Set goals • Any repository, database, data warehouse, etc. that allows 
access to reliable sources of information and content in the 
various fields of interest of the project partners (in relation 
to the field in which they will test the training activities 
through the use of the digital platform) 

• Guidelines and principles for adult learning and the imple-
mentation of learning activities aimed at adults 

• Methods, tools and contents of learning processes should 
be taken from good practices 

Identify constraints • Guidelines or digital applications that explain and facilitate 
the implementation of a SWAT analysis 

2. Subset cases  

Plan and organise • Guidelines or digital applications that explain and facilitate 
the realisation of project work 

• Guidelines or digital applications that explain and facilitate 
the implementation of a GANNT 

3. Evaluating information  

Acquiring and evaluating infor-
mation 

• Monitoring guidelines, applications, sheets 

• Self-assessment guidelines, applications, sheets 

• Tutorials on the use of videoconferencing platforms 

4. Monitoring progress  

Moving to reach goals • Monitoring guidelines, applications, sheets 

• Self-assessment guidelines, applications, sheets 

• Tutorials on the use of videoconferencing platforms 

5. Use applications  

Applying information • Self-assessment guidelines, applications, sheets 

• Presentation tools 

00. Post-activity evaluation • Tools for the assessment and self-assessment of the 
knowledge and skills (including soft skills) acquired at the 
end of the training and the social impact of problem-solving 

 

Examples of consolidated methodologies and appropriate digital resources are provided for the im-
plementation of the activities and the achievement of learning outcomes. These apply to each of the 
phases or steps of the PS-TRE model adapted to the new andragogical approach defined above.  

 

6.4 Discussion 

At the end of this section it is pertinent to critically discuss some of the characteristics and the poten-
tial limitations the new andragogic conceptual paradigm presents. We presented the principles gov-
erning it, its development in procedural terms inspired by the PS-TRE and its practical implementation 
in learning activities aimed at adults (whether in a situation of employment or not).  
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A first aspect that deserves to be discussed concerns the concrete implementation of adult learning 
processes in accordance with the new hybridised paradigm. 

In this context, one of the critical elements concerns the definition of the learning contract. This op-
erative solution has been indicated as one of the potentially unifying elements of pedagogy, andra-
gogy and heutagogy, as the guiding principles of these paradigms can coexist under its umbrella. Heu-
tagogy, as a form of learner’s self-determined learning, postulates the definition of personalised learn-
ing contracts, a solution not always feasible when put into practice. In learning contexts synchronously 
involving large groups of learners, it is not always possible to create conditions so that, with each 
learner’s individual objectives and personalised implementation, practices can be defined. A solution 
to this criticality that is generally used concerns the definition of areas, methods and learning objec-
tives common to the group of learners, which are accompanied by personalised tutoring and feedback. 
Another effective technique in this regard is the use of the project work method, individually or in 
small groups, associated with supervision and monitoring by the teacher. 

At the critical level of the first area – those associated with the concrete implementation of the learn-
ing process aimed at adults – a further aspect concerns the design of the process itself. In particular, 
this regards the articulation of learning modules oriented to distinct principles referable to peda-
gogy, andragogy and heutagogy. The criticality lies in the ability and experience of the teacher in 
knowing how to effectively guide and direct learners, for each training module, towards the choosing 
the most appropriate principles. The learners themselves must show, on their own account, aware-
ness of the specificities of each of the approaches and principles that govern them. They need to pos-
sess a priori a reflexive competence on teaching methods that cannot be taken for granted in all adult 
learners. However, even with respect to this criticality it is possible to rely on didactic principles that 
can dilute it. In particular, one way to overcome this critical aspect is represented by the use of the 
double-loop principle. This requires experience from the teacher and reflexivity in the learner, and 
allows the identification of specific gaps in terms of learning in the different phases of the activity. 
Thus, it can be more easily identified and resolved by returning to define the objectives and resources 
to be used in the learning process. The organisation of learning as a sequence of modules and sub-
phases is a prerequisite for the success of this strategy. 

A further criticality of the first area concerns the realisation of assessment activities, pre and post 
realisation of the learning activities as well as ongoing. These use appropriate tools and are agreed 
with the learners. Even this type of activity requires a fair level of awareness and reflexivity, which 
cannot always be taken for granted. An important recommendation is to steadily provide information 
with clarity regarding the implementation of such evaluation activities. 

A second critical area, which will be developed and discussed in Section 7, concerns the profile of the 
trainer, tutor, mentor or coach of adult learners. The aspects to be considered in this area essentially 
concern two issues: the first is the pedagogical-methodological skills of the trainer, especially with 
regard to the techniques to be applied to stimulate critical and computational thinking. This should 
include the development of learning activities compatible with the PS-TRE process and the adaptation 
of the training proposal to the revisited andragogic paradigm, as proposed in this Intellectual Output. 
Second, ICT skills and in particular, those relating to the design of tools – typical of social research – 
for carrying out surveys and evaluation, and self-evaluation activities. Those relating to access to 
sources of information – in specific fields of interest – that are reliable and based on empirical evi-
dence must also be included. These are three areas of competence of the trainer that are essential in 
the context of adult learning in the twenty-first century. 

The third aspect to consider concerns the learner’s profile. In previous studies on adults’ motivation 
to learn, adults who were interested in benefiting from learning opportunities based on traditional 
pedagogy, with lectures and unidirectional teacher-learner relationship, clearly emerged (Iñiguez 
Berrozpe & Marcaletti, 2016). Therefore, it is necessary to consider the greater heterogeneity of adults 
in relation to the motivation to learn. The proposal can vary a lot and must therefore be equipped 
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with the necessary flexibility to adapt to concrete personal situations, depending on the target adult 
subjects in learning. Aspects such as their active or inactive condition, previous experiences, learning 
needs and preferences regarding learning methods as well as age and gender characteristics also need 
to be considered. 

The fourth critical aspect concerns the applicability of the new paradigm with respect to the different 
contexts of adult learning: 

• The good practices analysis (Section 5) has highlighted the heterogeneity of these contexts 
and how, in relation to these, the organisation of learning changes substantially. 

• Contexts and recipients, with the motivation to learn they bear, are the main coordinates that 
circumscribe the spectrum and the limits of the learning that can be achieved (in contrast to 
the ‘abstract’ vision of heutagogy which supports the substantial absence of limits with re-
spect to learning). 

This last area of potential criticality reaffirms the importance of redefining adult learning starting 
from a human-centric, humanist and holistic posture. This should be oriented to the development of 
capabilities and with transformative potential, disconnected from functionalist aims and economic 
efficiency (Giannoukos et al., 2015). 
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7. Adult trainer competence profile 

 

7.1 Overview 

There is an abundance of scientific literature that discusses the characteristics, merits and limitations 
of pedagogical, andragogical and heutagogic approaches applied to adult learning. However, the num-
ber of contributions that focus on the characteristics that teachers, educators, trainers, mentor and 
coach of adults should possess is extremely limited. Reading the available scientific contributions, it 
appears that the profile of the adult teacher can be implicitly derived, described and assumed starting 
from one of the approaches to adult learning. Therefore, it is assumed that a teacher engaged in an 
andragogic learning process with adults is able to properly take into account learner’s needs. These 
include self-direction, their previous experience, organised, modular and flexible teaching activities, 
offering self-pacing options, correctly interpreting the motivation to learn of all adult learners, and so 
on. Also in the literature, it is assumed that the teacher is able to reproduce the models, methods and 
techniques of learning experienced in distinct adult learning situations. This includes adapting them 
to their own goals and targets. 

The scarcity of contributions specifically dedicated to the adult learner teachers needs to be aug-
mented in this section of the Intellectual Output which describes their competence profile. Therefore, 
the scarce evidence encountered in the scientific literature is joined by the observations resulting from 
the analysis of good practices (Section 5). A description of the characteristics of the profile is proposed 
in line with the new andragogic conceptual model proposed (Section 6). In the conclusion of this sec-
tion, some final considerations are proposed regarding the modelling and implementation of the pro-
fessional profile of the teacher and adult trainer. 

 

7.2 Innovative inputs from literature, good practices and implemented andragogical 
paradigm 

As for the contributions from the scarce literature on the subject, it is worth mentioning among the 
most focused the paper by Wahlgren (2016) dedicated to the core competencies of adult educators. 
In this contribution, explicit mention is made of the wide spectrum of complex and heterogeneous 
skills that currently the teacher of adult learners must possess. Among the fundamental skills, the 
author mentions some that can be considered as skills that transcend national, cultural and functional 
borders. These are core competencies organised into four sub-categories: (1) communicating subject 
knowledge; (2) taking students’ prior learning into account; (3) supporting a learning environment; 
and (4) the adult educator’s reflection on their own performance’ (Wahlgren, 2016, p. 343). With re-
spect to these four areas, it is worth noting the transversality of the skills indicated, with an important 
role assigned to the reflexive capacity of the teacher. However, the conclusions reached by the author 
of the contribution show an explicit failing. The ability of the teacher to train adults so they can apply 
and use what they have learned in practice seems to be one of the most neglected skills of teachers. 

The observations proposed by Levy-Feldman (2018) regarding the characteristics of the ‘good teacher’ 
in the field of heutagogy are more general. As the author puts it, the ‘mentoring teacher’ is equipped 
with heutagogic skills aimed at promoting self-determined learning through dialogic teaching. The use 
of dialogic teaching can be linked to the communicative skills of the adult teacher, as evidenced by 
the previous contribution cited. It allows teachers to ‘promote the self-learning abilities of different 
learners and better prepare them to navigate the challenges of the current era’ (Levy-Feldman, 2018, 
p. 177). 

Finally, a contribution already presented in this Intellectual Output (Section 2.2.2) concerns the gen-
eral alignment of the competences of teachers (including adult trainers) to the framework of digital 
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competences for the twenty-first century. This is a background sufficiently generic to be applied to 
different educational scenarios and to adapt to technological evolution (Caena & Redecker, 2019). In 
this context, the alignment of the digital skills of educators: 

... can serve multiple purposes at different levels in education systems. At the micro level, 
it can support and guide teachers’ practice and continuous professional development. At 
the meso level, it can support […] common ground for dialogue, collaboration and reflec-
tion in professional communities of practice. At the macro level of quality assurance, it can 
provide reference standards for initial teacher education (Caena & Redecker, 2019, p. 
356). 

In conclusion, what is confirmed in our literature review is that even the most specific only reaffirm 
the importance of some principles already present in paradigms such as andragogy or heutagogy. 

The contribution to the profile of the adult teacher coming from the good practices selected by the 
partners of the To Switch project is shown in Section 5.3. These are mostly indications (or recommen-
dations) that are concrete and related to the methods for carrying out tasks in the act of designing 
and implementing training activities aimed at adult learners. From these, however, some core com-
petences can be pull out, exemplified as follows: 

• Design of training, organisational, logistical and managerial skills: the teacher must master 
the ability to organise modular, theoretical-practical paths, using adequate support materials. 
This should be done in small groups that ensure self-pacing, provide sufficient breaks that 
adapt to learners’ schedules and reduce their commuting for attending the learning activities. 

• Skills related to individual and group learning dynamics: the teacher must master the 
knowledge about how adults learn, attention profiles, ways of consolidating learning, evalua-
tion and feedback. 

• Communication skills: the teacher must master the techniques that allow active, participatory 
and dialogic learning. This should be both in communication and exchange between teacher 
and learner, as well as in the dynamics of exchange between learners. 

The core competencies presented in the next section arise from the reflection of the partnership re-
garding the definition of the new andragogic conceptual model for adult learning and its implementa-
tion. These, and the above elements, fulfil the objective of proposing a profile of the adult trainer 
updated to the characteristics and needs of learning in the twenty-first century. 

 

7.3 Adult trainer profile 

Further core areas of competence of the adult trainer arise directly from the design of the new andra-
gogic conceptual model. Some of the elements of this have been anticipated in Section 6 of the Intel-
lectual Output, and it is possible to consider the five that are described below. 

1. The first element to highlight concerns an aspect that is not reported in the literature despite 
its centrality. The trainer must be an expert trainer in their field of knowledge – that is, they 
must have a specific theoretical and applicative knowledge that they are able to transfer to 
learners. Deprived of this wealth of knowledge, the figure of the trainer, facilitator, tutor, 
coach or mentor of adults loses meaning. 

2. The trainer must be an expert in learning processes; they must possess a methodological and 
applied knowledge regarding the most appropriate principles, processes and tools to be used 
in adult education. Therefore, they are a figure able to use and adapt the principles of peda-
gogy, andragogy and heutagogy in the most effective way for achieving training goals. They 
own the knowledge that allows them to identify when it is more appropriate to resort to one 
or the other. 



75 

3. The trainer must be able to handle procedural and applicative knowledge relating to critical 
and computational thinking applied to problem-solving in technology-rich environments 
(CCT in PS-TRE). That is, in transformative learning practices aimed at strengthening learner’s 
capabilities. In this context, the adult educator is able to orient themselves among the twenty-
first century skills, to apply the main ones and teach them. These include skills in the fields of 
information and data literacy, communication and collaboration, digital content creation, 
safety and problem-solving. Stemming from this, the trainer owns the knowledge about how 
the main web applications that allow interaction in real time and remotely between teacher 
and learner work, and can be used for learning purposes. 

4. A further element to consider in relation to the profile of the adult workers’ trainer, considers 
the context of information density that characterises the current information society. This 
concerns the possession of methodological and technical knowledge relating to the retrieval 
and use of reliable information empirically contrasted and based on scientific evidence. Ex-
pertise in an individual’s own field of knowledge must be based on such evidence and in the 
ability to transmit to learners the methodologies for obtaining such evidence-based infor-
mation. It follows the ability to use the most up-to-date sources of information available. 

5. Considering the complexity of the learning processes and their evaluation, the trainer of adult 
(workers) must also possess basic social research methodological and technical knowledge. 
This must be addressed to the construction of quantitative and qualitative tools for the mon-
itoring and evaluation of learning outcomes. 

The complexity of considering further fundamental elements of adult trainer lies in the multiplicity of 
profiles to which we can refer. Alongside the traditional profile of trainer, other specific profile com-
petences can be associated with the figures of the tutor, coach, mentor and facilitator in the trans-
mission of knowledge. 

Partially compensating for the potentially critical elements introduced by these complexity factors, 
the contribution of the project partners regarding the profile of the adult trainer concern two specific 
dimensions. In many respects, these are linked: 

1. Skills related to the ability to understand and consider learners’ motivation to learn in the 
design and execution of learning activities, will encourage constant involvement and reduce 
drop-outs. 

2. Soft skills, which can be referred to the teacher, represent an attitude towards learners which 
considers themselves a learning partner more than a traditional teacher. They act as a coun-
sellor and facilitator, and an information and knowledge broker rather than a simple transmit-
ter. To the learners, they act in the sense of stimulating the development of reflective, dialogic 
learning skills, aware of the learning transformative impact on an individual and peer level. 

 

7.4 Discussion 

It is possible to summarise the analysis on the core competencies of adult trainers. These are identified 
thanks to the analysis of the literature, good practices, the reflection on the implementation of the 
new andragogic conceptual model and its discussion with the project partners. The ten fundamental 
elements of the adult trainer profile are presented in Figure 11. 
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Figure 11: Ten fundamental elements of the adult trainer profile 

In presenting these core competences of the adult trainer profile, we are aware of the limits of what 
is proposed, for the reasons that have already been widely described:  

• lack of literature;  

• greater attention paid to training processes and targets in learning than to teachers; 

• difficulties in formalising sufficiently flexible profiles to be able to adapt to extremely hetero-
geneous adult learning situations. 

Advancement in this field could be achieved through research practices aimed at the operationalisa-
tion of such nuclei of expertise for empirical purposes, data collection and validation of results. For 
example, this could follow the approach adopted in literature to empirically validate the principles of 
the andragogical approach (Holton et al., 2009). This objective, however, does not fall within the pur-
poses and possibilities of the To Switch project. 
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8. Conclusions 

The analyses carried out in this report for the definition of Intellectual Output 1 achieved the objec-
tives. These were to extrapolate, building on a critical analysis of the most recent scientific literature, 
the prevailing paradigms and models in the field of adult and senior worker learning. In addition, they 
were to define a new andragogic conceptual model updated to the challenges and the skills needed 
in the twenty-first century. 

The analysis of the good practices selected and proposed by the partners of the To Switch project has 
enriched the analysis of the literature. This has been achieved through: 

• the reconstruction of a typology of learning experiences aimed at adults and senior workers; 

• the identification of common transversal elements ranging from collaborative approaches, to 
blended methods, up to the assessment of needs and certification of skills; 

• the specification of the learning paths starting from the characteristics of their recipients. 

The set of these elements has converged in the proposal of a new conceptual model of adult learning. 
The salient features are: 

• the enhancement of the converging elements of the prevailing paradigms; 

• the hybridisation and harmonisation of the principles extrapolated from these paradigms; 

• the inclusion of these principles in learning contracts as a basis for the development of training 
proposals; 

• the enhancement of self-direction and self-determination of adult learning subjects. 

To link Intellectual Output 1 with the subsequent Intellectual Outputs of the To Switch project, the 
proposal of the new conceptual model was formulated. This was to support a development in opera-
tional terms, starting from the explanation of its key principles and their development into a modular, 
flexible and adaptable process sequence. This is inspired by an updated version of the PS-TRE, organ-
ised in subphases and dynamised by means of the principle of double-loop learning. The operational 
translation of the new andragogic conceptual paradigm favours the transition from the basic principles 
identified to their implementation within learning activities aimed at adults. This is supported by the 
digital platform that will be the subject of Intellectual Output 2 of the To Switch project. 

An analysis of the literature and good practices was carried out in the context of this Intellectual Out-
put. This also made it possible to identify elements of the profile of the adult trainer in harmony with 
the principles of the new andragogic model. The ten core competences proposed as constitutive of 
the professional profile represent an unprecedented attempt in the literature to arrive at a definition 
of the competences that the adult educator must have. The new andragogic conceptual model, the 
process and the tools that make it possible to apply it, represent resources that can also be used in 
the training of adult educators. 

In carrying out the activities related to the production of this Intellectual Output, numerous limitations 
were faced. They are documented in each section dedicated to the analysis of the literature, analysis 
of good practices, definition of the new model, and identification of the professional profile. 

A first order of limitations concerns the extreme fragmentation of the scientific literature on the sub-
ject of adults and senior workers learning. It covers the general scientific weakness of this production, 
the limited scale of the practices carried out and documented, and the general lack of information 
based on scientific evidence. 

Part of the weakness of the existing literature is due to the prevailing tendency to justify the proposal 
of approaches oriented towards adult learning. For example, it may indicate andragogic or heutagogic 
as an alternative and in opposition to approaches inspired by classical pedagogy, without ever trying 
to identify the elements with convergence between them. 
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Finally, the literature on the characteristics and competence profiles of adult trainers and senior work-
ers is extremely scarce and lacking in specific insights. 
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Annex 1: Good practice fiche 

 

 

Annex B1 - Good practice fiche 

SECTION 1 – MAIN DESCRIPTIVE ELEMENTS 

Name of the practice and 
country 

 

Period of implementa-
tion 

From __/__/__ to __/__/__ 

Funding (amount and 
source: EU funding or na-
tional/regional; private) 

- Amount 
- Private funding: % and source 

- Public funding :% and source (e.g. EU, national, local. Specify:____________) 

Contact person/ link to 
web site 

 

Name  

E-mail 

Tel 

 

Web site for 
info 

 

Intervention Typology  

 
Skill needs assessment for adult/ senior workers  

 
Skills needs assessment for adult/senior trainers 

 
Training of adult/senior workers 

transversal/soft competencies 

job/sector specific competencies 
 

 
Training of unemployed adults/seniors 

transversal/soft competencies 

job/sector specific competencies 
 

 
Training of adult/senior trainers 
 

 
Adults/seniors education 

 
Mentoring 

 
Intergenerational/reverse mentoring 

 
Coaching of adult/senior worker/trainers 

 
Training and/ or awareness raising measures for supportive stakeholders (social partners, 
managers/ employers, PES operators, etc.) 

 
Development of training methods and tools 

 
Development of training platforms 

 
Age management measures 

 
Assessment, Validation and Certification of skills  

 
Other - specify 
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Implementing body/or-
ganisation  

(name and typology) 

 

 

 

 

 
Name  
 

 
Training institution 

 
Educational institution 
 

 
Public institution/Agency 
 

 
Third sector institution (NGOs, associations, etc.) 

 
Company  

 
Trade union 

 
Employer(s)’ association 

 
Consortium(s) of pulic bodies 

 
Consortium (s) of public-private bodies 

 
Consortium(s) of private bodies 

 
Other (specify) 

Synthetic de-
scription of the 
implementing 
body/bodies 
and link 

 

Stakeholders and net-
works involved  

(in implementing the prac-
tice) 

 
 List and typology of stakeholders involved: 
 

- at local level: 
 
 

- at national level: 
 

 
- at European/international level: 

 
 

Brief description of the 
practice 
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Background and objec-
tives 

 
 
 
Synthetic description of the background and need for intervention 
 
 

Synthetic description the objectives and of the needs addressed by the practice 

Activities implemented 

 
Description of the main activities implemented, detailing if present:  
 

- pre-post skills assessment : 
 

- training/education methods:  
 
 

- training/ education contents: 
 

- Skills / competences addressed: 
o transversal or soft skills: describe ……;  
o job/sector specific skills: describe 

 
- Type of skills competences addressed: 

o Transferable/Functional (Actions taken to perform a task, transferable to different work 
functions and industries). Describe:  

o Personal traits/attitudes (Traits or personality characteristics that contribute to per-
forming work). Describe:   

o Knowledge-based (Knowledge of specific subjects, procedures, and information neces-
sary to perform particular tasks). Describe: 

 
- skills’ validation/certification methods: 

 
 

- monitoring/evaluation activities (follow up, etc.): 
 

 
- networking/partnerships:   

 
 

- others (specify):  

Target groups in the case 
of training activities 

Selection criteria of the target groups: 
 
 
Description of the target groups if any:  
 
Description of the trainees: Typology (adult/senior workers; adult/senior unemployed or inactive; trainers; so-
cial partners, tutors, mentors, coaches, PES operators, etc.) and personal characteristics (e.g. sex, age, qualifi-
cation, labour market status, education, citizenship)  
 
Description of the companies involved in the training activities if any : Number and characteristics (sector, size, 
location, etc.)  

Territorial area(s) in-
volved 

 

Local / regional (specify)_______________________ 

National (specify) ______________________ 

EU/International (specify)____________________________ 

Sector(s)/ occupations 
addressed 

 

Sectors:______________________________ 
 

Occupations: _________________________ 
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Monitoring activities and 
main results (synthesis) 

Description of (please consider the information on the aspects listed in section 2 and insert links to monitor-
ing/evaluation reports if any): 

 

• monitoring / evaluation activities implemented (follow up, etc.):  
 
 
 

• main outputs: 

 

 

 

• main outcomes:  

 

 

 

Main strenghts/ success 
factors 

Description of main success factors of the project and actions implemented 

 

 

 

 

 

Main critical aspects  

 

Description of main critical aspects of the project and of the actions implemented 

 

 

 

Were these criticalities addressed?  How?:  

 

 

 

SECTION 2 – SELECTION CRITERIA  

(This section describes for each selected practice the elements that characterise it as a good practice according to our selec-
tion criterion.  Below are listed some examples of the type of information to be provided in order to assess whether and how 

the practice answers to each criterion. The actual info to be provided will depend on the selected practice  

Elements characterizing the practice as a “good” practice 

Adequacy of the de-

sign and implementa-

tion framework  

 Clear, achievable and consistent definition of goals and expected outcomes_______ 

 Previous needs assessment (e.g. surveys on skills’ needs,…): describe____________ 

 Involvement of beneficiaries and of main stakeholders in the design and implementation of envisaged ac-

tions: describe ____________________ 

 Clear definition of the management system and of the roles and responsibilities among stakeholders: de-

scribe____________________ 

On-going monitoring of implementation and of outputs, outcomes: describe__________ 

Other features: ____________________ 

Effectiveness 

 
Main outputs compared to expected ones ____________________ 
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Main outcomes compared to expected ones ____________________ 

 

 Number and type of organizations (training bodies, research institutes/universities, public institutions, 
third sector organisations, companies, social partners) that use the training model, tools/methods/approaches 
developed by the practice: 
 
in the country:________________________________________ 
 
In other countries: _________________________________ 

 

 Other results_______________________ 

 

Sustainability 

Is the practice financially sustainable in the medium – long term? 

How? e.g.  through 

- Users’ fees 

- Fund rising activities 

- Funding from employers 

- Funding from the social partners  

- Public funding 

- Other_____________________ 

Innovation 

New training and learning methods (e.g. collaborative experience-based approach; remote, in class, work-
based learning; sector/occupation-based training;…): describe  

 

 New training and learning contents (e.g. digital skills, basic skills, socio-psyco-pedagogical skills….): de-
scribe_ 

 

 New training and learning tools (e.g. adults’ training toolkits/guidelines, (self)evaluation tools of learning 
needs, training platforms,  etc.): describe 

 

New targets (e.g.  adult/senior workers; adult/senior unemployed or inactive; trainers; social partners, 
tutors, mentors, coaches, PES operators, etc.): describe    

 

New professional profiles for adult trainers 

 

New partnerships or stakeholders involved: describe 

 

New models for the assessment, validation and valorization of skills acquired in  formal, non-formal and 
informal settings: describe _____________________ 

 

 

Other _______________ 
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(potential) 

Reproducibility and 

Transferability 

Use and transfer of the tools/methods/approaches developed in the practice to other contexts, other networks, 
and other territories beyond the ones involved in the project: 

in other sectors or occupations: describe 

 

for other target groups: describe 

  

in other areas of the same country: describe 

 

in other EU countries: describe 

 

Other_ 

(potential) Main-

streaming  

Internalization of the implemented practices in adults’ training and lifelong learning systems at national 
and/or EU level (Skills Agenda): describe  

 

 

 Internalization of the implemented practices in the skills’ assessment and certification systems: describe 

 

 

Diffusion and promotion of the practice’s approach and results among training institutions, the social part-
ners, policymakers:  

 

Other 
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Contribution to the To 
Switch project 

With focus on the contribution of the project to the aims of To Switch: 

contribution to the update of adults/seniors training paradigms: describe 

 

contribution to the definition of the professional profile of adults’/seniors’ trainers: describe 

 

 

contribution to the training of adult/senior workers and of adult/senior unemployed or inactive: describe 

 

 

contribution to the development of new models of skills’ validation/certification: describe 

 

 

contribution to the development of guidelines/toolkits/learning platforms…: describe 

 

 

other: describe 
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Annex 2: Good practices cross-reading table 
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ANNEX 5.2 – Main features of the collected practices (to be completed with additional information from the partners) 
Target 
group 

Practice Methods/approaches Activities Results Innovative aspects Inputs for To Switch 
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CH01 
Training for adult 
educators in the 
framework of the 
RESET project - Ped-
agogy for workforce 
transition support-
ing innovation -
Erasmus+ 
(for trainers in voca-
tional guidance and 
occupational reinte-
gration) 

Integration of practical and experiential as-
pects in the training of trainers involved in 
vocational guidance and occupational reinte-
gration. 
 
Support professional development : 

- to become acquainted with the tools 

available for seniors’ vocational reinte-

gration; 

- to evaluate and adapt the tools to the 

needs of the territory; 

- to develop trainers’ skills for seniors’ 

training and labour reintegration; 

- to provide trainers with socio-psyco-ped-

agogical skills. 

 
Focus on the 10 key competences consid-
ered necessary for senior employees: facili-
tation skills; organisational skills; critical 
thinking; creative skills; networking; commu-
nication; intercultural awareness; problem 
solving; interpersonal skills; motivational 
skills.  

Initial needs assessment and design of 
training with CFP directors. 
 
Five meetings of  4-hour face-to-face 
during which trainers tried out the 
tools and adapted them to their pro-
fessional reality.  
 
Structure of meetings: 
- presentation/theoretical introduc-
tion; 
- practice/exercise on the material; 
- brainstorming;  
- collecting observations;  
- comparison with everyday life; 
- synthesis and evaluation. 
 
 
 

Outputs: 
- material and training manual available  
in several languages and integrated into 
the trainers' practices.  
 
Trainers exchanged good practices. 
 
Outcomes (effects on for the over 50 in-
volved vocational reintegration pro-
gramme): 
-  acquisition of new professional skills;  
- positive impact on well-being and self-
confidence; 
- creation of a peers network stimulating 
applications for new jobs. 
 
Outcomes (trainers): 
- awareness of trainers of the need to 
adapt the tools to the target audience. 
 
Critical aspects: 
cost and length of the training with need 
to  maintain motivation in the long term.  

The training was strongly experiential. The 
participants experienced emotions and situa-
tions at first hand, just like the participants 
over 50. 
 

Contribution to the update 
of adults/seniors training 
paradigms through the inte-
gration of practical and ex-
periential aspects. 
 
 
Contribution to the defini-
tion of the professional pro-
file of adults’/seniors’ train-
ers.  
 
 

DEN02 
The Career Learning 
Model 
(training model) 
 

Career learning model based on: 
 
Holistic approach integrating all mental, 
physical, and social preconditions and capac-
ities of the learner. 
 
Competence assessment prior to needs as-
sessment. 
 
The model focus on the client’s potential tal-
ents by letting the client explore her/his 
own resources in relation to career choice. 
Learning activities are therefore designed as 
the learner’s own investigations on oneself, 
job- or training- opportunities, and ability to 
take appropriate action. 

The model consists of two dimen-
sions: 
- three main categories of interest 
(myself, job and education, choice and 
taking action) constituting the mate-
rial areas of contents and setting goals 
for the activity; 
- a taxonomy of learning levels (sens-
ing, sifting, focusing, understanding) 
labelling different stages of the 
learner’s progression in each main 
category. 
 

The career learning model focus on the 
client’s potential talents by letting the cli-
ent explore her/his own resources in re-
lation to career choice.  
 
This way the focus on the clients’ 
strengths is maintained rather than fo-
cussing on the shortcomings as it is the 
case in the traditional needs assessment. 
This allows the client to keep a positive 
view on her/his own opportunities rather 
than the feeling of being “outdated” and 
left behind. 
 

The career learning model aims at preparing 
the client mentally and to build up self-be-
lief by setting off with assessing talents in 
combination with an overall clarification of 
the persons feelings and attitudes towards 
career change. 

The model suggests a com-
mon framework for devel-
oping and organizing the 
materials in the To Switch 
IOs 2 and 3: 

- contribute a piece of ma-

terial to and/or structur-

ing frame for the digital 

platform (IO 2); 

- introduce an underlying 

theoretical orientation 

(talent perspective) which 

might contribute to the 

formation of a new andra-

gogic paradigm. 

ES01  
Adult Education 
Training: Compe-
tences for Adult 
Aducation in Aragon 
(for adult educators/ 
teachers) 

Introductory course for educators, based on 
learning by competencies methods. 
 
Incorporate competency-based learning in 
the training of educators involved in Adult 
Education and Training.  
 
Approximation to the andragogic model. 
 
Four objectives: 
- train the EPA (Adult Education) faculty;  

Initial needs’ assessment: asked by 
adults’ trainers who wanted to be up-
dated on the learning by competen-
cies method. 
 
Online course structured in 3 sessions 
providing: 
- basic skills (reading, writing and cal-
culation); 

Outputs: 
- around 200 adult trainers involved  
(more than expected). 
 
Outcomes: 
- first time in which adult educators were 
involved in a course on learning by com-
petencies; 
- begin to incorporate learning by compe-
tencies in the methodology of adult edu-
cators.  

New training and learning methods. 
New training and learning contents. 
New professional profiles for adult trainers. 

 
Focusing on competencies reinforces the 
idea of the central role that they occupy - or 
aspire to occupy - in the curriculum (together 
with objectives, content, pedagogical meth-
ods and evaluation criteria) also in Adult Edu-
cation and Training. Indeed, it has been the 

Contribution to the defini-
tion of the professional pro-
file of adults’/seniors’ train-
ers based on competency-
based learning linked to 
basic skills, digital skills and 
professional skills. 
 
Materials used during the 
course, duly translated and 
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ANNEX 5.2 – Main features of the collected practices (to be completed with additional information from the partners) 
Target 
group 

Practice Methods/approaches Activities Results Innovative aspects Inputs for To Switch 

- share good practices of  the centres for 
adult education (CPEPAs);  
- contribute to create an interconnected 
teachers’ community; 
- contribute to create new profiles of adult 
trainers. 

- professional skills (e.g., skill assess-
ment, accreditation processes, profes-
sional certificates); 
- digital skills. 
 
In relation to professional skills, focus 
on: 
- competency assessment and accred-
itation processes (CAAP);  
- professional certificates; 
- basic professional training in public 
adult education centers; 
- preparation of key competencies 
tests N2 and N3 and preparation of 
the entrance exams to intermediate 
and higher vocational training.  

 

•  

first time in which adult educators were in-
volved in a course on learning by competen-
cies. 
 

adapted could be included 
in the platform. 

IRE02  
Fáilte Isteach – Wel-
coming Migrants 
through Conversa-
tional English Clas-
ses 
(for senior language 
trainers/tutors of 
migrants) 

Conversational and informal community 
based language courses with an intergener-
ational approach to provide English lan-
guage support and tutoring to non-English 
speakers and to facilitate intercultural ex-
change and integration at community level.  
 
Tutors are senior volunteers within the local 
community. 
   
Leaners are non-native English speakers 
within local communities. 
 
 

Topics and skills requirement are 
those required by students.  Most of 
the topics addressed in the classes are 
language and communication skills 
related to everyday interactions.  
 

Outputs: 
- 127 groups in 104 locations, with over 
1,200 volunteer tutors who supported 
the integration of 3,200 migrant by deliv-
ering over 96,000 hours of free tuition 
annually. 
 
Outcomes: 
- increased confidence levels of tutors 
and students; 
- 99% of tutors reported to enjoy interac-
tion with students from different cultural 
groups; 
- 94% of tutors volunteered to make their 
local community more inclusive; 
- 96% of tutors reported that students 
enjoy participating in the courses and 
89% that their students become more 
confident in their day-to-day activities. 

It is a platform where the seniors are given 
opportunities to increase their personal skill 
level and give back to their community on a 
voluntary basis while socializing and meeting 
new people.  

Intergenerational, informal, 
and collegiate learning ap-
proach, could help to up-
date our understanding of 
adult teacher-student rela-
tionships. 
 
The structure could be 
amended and used to offer 
accredited certificates of 
completion for the tutors 
and students.  
 
It is a case study on how 
successful informal learning 
structures can be. 
 

ITA01 
AWARE - Ageing 
Workers Awareness 
to Recuperate Em-
ployability 
(for trainers and ed-
ucators/ 
teachers) 
 

Project work methodology for trainers and 
teachers based on  
skills analysis (assessment tested). 
 
The cardinal elements of the training were: 
- emphasis on a preliminary phase for the 
definition of a training pact; 
- use of the group as a fundamental instru-
ment in the learning process; 
- the presence of tutors/helpers during the 
training course; 
- the “blended” training mode with training 
activities carried out both in presence and at 
distance. 
 

The main activities are: 
- assessment of the local context; 
- involvement of the economic and so-
cial partners in the analysis of emerg-
ing socio-institutional conditions; 
- development of training approaches 
and strategies for adult learning; 
- a key initial preparatory skills assess-
ment phase; 
- awareness and activation of individ-
ual skills, expectations, and motiva-
tion. 
 
Experimentation of an adult training 
model with two cycles of seminars:  
- the Trainers’ course; 

Outputs: 
- 2 educational portals (in Italy and Spain) 
for distance learning; 
- 5 international conferences for dissemi-
nation and awareness raising; 
- 1 European network involving 36 part-
ners from 14 different European States 
interested in active ageing;  
- 12 policy recommendations. 
 

Project work methodology for trainers and 
teachers. 
 
Skills analysis (assessment tested). 
 
Involvement of the social partners at local 
level (Creation of a  Social partners commit-
tee in the Province of Trento). 

Contribution to the update 
of adults/seniors training 
paradigms. 
 
Contribution to the defini-
tion of the professional 
profile of adults’/seniors’ 
trainers. 
Contribution to the training 
of adult/senior workers and 
of adult/senior unemployed 
or inactive. 
 
Contribution to the develop-
ment of new models of 
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ANNEX 5.2 – Main features of the collected practices (to be completed with additional information from the partners) 
Target 
group 

Practice Methods/approaches Activities Results Innovative aspects Inputs for To Switch 

- the Teachers’ course. 
 

skills’ validation/certifica-
tion. 
 
Contribution to the develop-
ment of guidelines/ 
toolkits/ learning platform. 

ITA03  
Maestri del Me-
stiere 
(mentoring model in 
a urban transporta-
tion company) 

Interactive Groups mentoring model using 
MAUT. 
The project, implemented within a public 
transportation company Italy, dealt with the 
identification of one or more “Maestro” 
(Master) for each profession (linked to 
transport) and specifically trained to be in-
volved in the activation of an intergenera-
tional tutoring process. The project was 
aimed at preserving the internal know-how 
of senior workers and knowledge transfer to 
young workers through training courses.  
The selection and training of Masters was 
based on the MAUT approach (Motivation to 
Acquire, Use and Transfer Knowledge) in-
volving a two-days training exploring the 
new role  
Selection and involvement of the target 
group based on the MAUT (Motivation to Ac-
quire, Use and Transfer Knowledge). 
 
The monitoring/evaluation activities (follow 
up, etc.) were based on: self-assessment by 
the seniors; evaluation of senior workers 
providing a detailed insight into their repre-
sentations of work with younger colleagues.  
 

Two-days training exploring the new 
role (maestro/mentor) from a double 
perspective: 
- learning how to transmit positive at-
titudes and behaviors to others, first 
of all with the daily example, so as to 
be recognized as a model; 
- learning the skills necessary to best 
perform the various activities envis-
aged by the role. 
 
The activities include also: 
- monitoring and evaluation; 
- communication. 
 

Outputs: 
-20 (seniors) people assessed and trained 
every year to became Masters (mentors); 
-20 Youngsters involved every year. 
 
Outcomes: 
- self-assessment, self-esteem and per-
sonal self-defense approach; 
- participation of those involved in the 
managing and organizing training pro-
cesses; 
- bridging the interpersonal relationship 
with learning; continuous process of 
training and self-learning. 

Active and innovative pedagogical perspec-
tive. 
 
Leveraging the knowledge acquired by senior 
workers for the training of other workers. 

ITA03  
Maestri del Mestiere 
(mentoring model in a ur-
ban transportation com-
pany) 

RO01 
Ubiquitous Infor-
mation for Seniors 
Life 
(for trainers & care-
takers in contact 
with seniors) 

Training model for trainers and seniors to 
support the use of mobile devices based on 
multi-media digital training tools. 
 
Two-stage learning methodology: 
- a training phase based on a blended learn-
ing methodology integrating f2f sessions 
and mobile multimedia contents and the 
support of an e-platform for collaboration 
and communication among the transna-
tional groups of trainees (trainers and care-
takers that are in direct contact with senior 
citizens); 
- the transfer of the mobile technology to 
senior citizens through direct training by the 
trainers and caretakers involved in stage 1 
with support of mobile multimedia modules 

Six multimedia modules (Introduction 
module;  
e-Interaction/e Communication;  
e-Information / e-Government;  
e-Entertainment/Media;  
e-Health; e-Shopping / e-Banking) de-
veloped in 7 different languages and 
integrated in an App available for pi-
loting. 
 
Each module is divided in four units 
for 16 hours, of which 8 hours are 
self- practice.  

Outputs: 
- a set of 6 multi-media modules; 
- an interactive training Platform accessi-
ble through Moodle (for professionals);  
- a set of pedagogical materials; 
- a Video Repository App (for senior citi-
zens); 
- a Mobile Game (for senior citizens);  
- reports  on the Pedagogical Model, Sen-
ior Learning and ICT Usage, Training for 
Trainers Evaluation Report, Senior train-
ing pilot. 

Training model for trainers and seniors based 
on multi-media digital training tools. 
 
Development of a training platform and App. 
 

Training model for trainers 
and seniors based on multi-
media digital training tools. 
 
Interactive platform to be 
created in WP3 and the de-
sign of the pilot training for 
trainers in WP4. 
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group 

Practice Methods/approaches Activities Results Innovative aspects Inputs for To Switch 

with a self-learning model so that senior citi-
zens can, later on, recall how to use any of 
the mobile devices functionalities. 

RO02 a  
BE OLD – Better 
Work in Old Age: 
Supporting older 
workers and organi-
zational environ-
ment in coping with 
age transitions and 
work requirements’  
(for HR managers) 

Training program based on intergenera-
tional approach for HR managers/coordina-
tors/ directors of organizations to support 
age management within organizations and 
to adapt the organizational environment to 
all generations, combating ageism, eliminat-
ing social stereotypes regarding older work-
ers and facilitating mentoring of young work-
ers.  
 
 
 

The program includes: 
- 2 face-to-face workshops;  
- 2 e-learning modules, in which the 
participants confront, reason, inte-
grate and modify their perception re-
garding old age in work environments 
and explore and identify new ways to 
create intergenerational and age-
friendly work environments.  
 

Outputs:  
- 56 HYR managers trained; 
- 1 e-book with background information; 
- 1 training program for HR managers, co-
ordinators, directors of organizations/in-
stitutions; 
- 1 guide with recommendations for pub-
lic policies on supporting senior workers. 
 
Outcomes: 
- improved public policies for senior 
workers; 
- increased intergenerational cooperation 
and active ageing promotion. 

Training program for HR managers, manag-
ers, coordinators, directors of organiza-
tions/institutions. 
 

Contribution to the develop-
ment of training models 
and tools targeted to HR 
managers, coordinators, di-
rectors of organizations / in-
stitutions employing a 
multi-generational staff.  
 

NO01a 
Seniornett – we 
help the seniors to 
get on the Internet 
(for senior ICT train-
ers ) 

The initiative provides two types of courses: 
one aimed at senior trainers who will hold 
courses for seniors in the associations 
around Norway, and the other to senior 
trainees (classified as NO01b). The elder vol-
unteer trainers are trained to hold courses 
for the elderly.  
Volunteer trainers are often senior ICT ex-
perts, or free-lance ICT teachers, or ICT stu-
dents specifically trained to train seniors 
adopting a “train-the-trainer” system.  
Local training centers are provided with a 
common curriculum tailor made for the 
needs and the special learning requirements 
of the senior population.  

The elderly trainers are trained to 
hold ICT courses for the elderly by: 
- using a “teach-the-teacher” 

method to cover as many seniors 

as possible; 

- offering a training -curriculum and 

material to be used by the training 

centers; 

- training of the local trainers by Sen-

iornett Central personnel. 

Outputs: 
- Seniornett  network of 235 senior 
teaching centers. 
 
Outcomes: 
- promotion of  modern communication 
techniques for seniors to enable them to 
actively participate in the social life and 
the work force.  
 
 

Elderly (over 55) trained to hold ICT courses 
for the elderly. 
 
 

How to make teaching sen-
ior friendly.  
 
Training of voluntary senior 
trainers for seniors. 
 
Critical aspects: financing 
and finding local training 
centres, finding volunteer-
ing teachers.  
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RO02 b  
BE OLD – Better 
Work in Old Age: 
Supporting older 
workers and organi-
zational environ-
ment in coping with 
age transitions and 
work requirements’  
(private companies 
workers) 

Vocational counseling program targeted to 
older workers with new methodology to as-
sess the results of the educational program 
for the participants using the Rickter Scale 
Process, to evaluate from the older work-
ers’ perspective the changes produced in 
the learning process and the impact ob-
tained. 

5 workshops to enhance older work-
ers skills for coping with professional 
challenges.  
 

Outputs: 
- 77 over 55 trained 
- 1 e-book with background information;  
- 1 vocational counselling methodology 
for older workers ‘Better work at old 
age’; 
- 1 guide with recommendations for pub-
lic policies for older workers. 
 
Outcomes: 
- new practices in adult education, tar-
geting older workers specific needs, and 
promoting older workers rights among 
employers and other stakeholders. 

The inter-generational approach, bringing 
older and younger generations together, en-
hancing mutual learning and also the value 
recognized and enhanced for older workers' 
skills and experience to mentor the younger 
workers. 
 

- Vocational counselling methodology for older 

workers 'better work at old age'. 

 

The project developed 
counseling materials to be 
used by trainers, vocational 
counselors, adult educators 
working with older workers, 
offering resources and 
methodologies to support 
them improving their em-
ployability and developing 
new career paths at older 
age. 
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DEN01  
General training as 
a springboard 
(machine operators) 
 

Training courses for senior workers close to 
andragogic model to support personal de-
velopment, rather than learning the material 
content of the subject. 
 
Activities were typically composed of a short 
presentation of knowledge by the teacher 
followed by group discussions governed by a 
simple set of rules for democratic, inclusive 
conversation and a set of guiding questions, 
allowing for a high degree of active participa-
tion.  

A two-weeks fulltime course based 
on: 
- teacher presentations of knowledge, 
models, and theories including open 
questions to the class and constant in-
vitations to comment on the pre-
sented matters;  
- group discussions of topic related 
questions put by the teacher;  
- role play exercise resembling the 
lawmaking process in parliament, 
where the class is divided by persua-
sion in a “blue” and “red” party be-
fore preparing a social bill proposal 
and political arguments in support of 
the bill; 
- short drills practicing tools of verbal 
communication; 
- guided field trips to public bodies of 
interest: The county court witnessing 
a criminal trial, a museum at a mental 
institution, and a large construction 
site. 

Outcomes (trainees): 
 - growing feeling of being able to iden-
tify, comprehend, and master new and 
more complex patterns of meaning 
within themselves, in their social rela-
tions, and in society at large; 
- increased self-confidence and positive 
expectations to one’s own strength and 
power to make a difference for oneself; 
- increased motivation for and capacity to 
learn new things in general. 
 

Innovative practice using contents from gen-
eral subjects for the purpose of personal de-
velopment, rather than learning the material 
content of the subject. 
 
The main issue is to present a content of in-
terest to the participants that can spark dis-
cussions involving both reflection, argumen-
tation, and emotion.   

It is an example of a collabo-
rative experience-based ap-
proach where the teacher 
takes on the role of servant 
to the participants switching 
between investigating the 
participants interests and 
needs and subsequently 
preparing and presenting 
relevant knowledge.  
Also, the method involves 
the permanent invitation to 
comment and voice opin-
ions and several exercises of 
discussion and interaction. 

IRE01  
Changing gears 
(health care sector; 
seniors with life 
changing illnesses) 

Age management course involving senior 
workers to support the individuation of  a 
personal life strategy when close to retire-
ment or in mid- career. 
Tacking stock of past life experiences and 
learning to apply them for the future. 
Innovative use of mindfulness tools, medi-
tation and reflective journals. 
 
Sessions are based on: 
- group dynamics to facilitate peer support 
and peer learning; 
- blended learning to develop the presenta-
tion and delivery of Changing Gears for 
building resilience (drawing on Mindfulness, 
CBT, Meditation); 
- a reflective journal to promote the use of 
reflective learning; 
- life satisfaction audit tools for use in the 
group and after the course has finished; 
- teaching the participants how to take stock 
of their most transferable skills; 
- a follow-up action by each participant tar-
geting a personal goal to be achieved within 
three months (this goal is posted to partici-
pants three months after the course).   

6 session course of 6 months, articu-
lated in:  
- session 1 & 2:  Life Transitions (Up to 
Now); 
- session 3 & 4: Building Resilience 
(Here and Now); 
- session 5 & 6: Mapping the future 
(Where to from Here). 
 

Outcomes (related to the external evalu-
ation) - significant improvements in:  
- self-kindness, wellbeing, acceptance of 
change and self-judgement sustained;  
- improvements in attitudes to retire-
ment; 
- 64% of participants reporting reduced 
levels of job involvement two weeks after 
completing the course (initial decrease), 
but some participants felt more posi-
tively about their organisation following 
the course and in the mid-term, feeling 
more valued by their organisation, 
greater commitment to organisation  and 
that the organisation was investing in 
them and their future. 
 
Critical aspects: length of the course too 
long; more attention to easily accessible 
and comfortable rooms. 

It is an effective model of that involves the 
individual senior worker/learner in using 
their personal life experience to create their 
own personal life strategy. 
 
Innovative use of mindfulness tools, medita-
tion and reflective journals. 

The relationship between 
the mentors/coaches and 
the senior learners/workers 
to understand how to cre-
ate the most equitable rela-
tionship.  
 
Tools (exercises) and guide-
lines to support self-resili-
ence; use of meditation, re-
flection and journals. 
 
The program is currently be-
ing run on an online plat-
form (due to COVID-19) and 
this could be used as an ex-
ample of how to run age 
management courses for 
senior workers/learners 
online in the most age 
friendly manner.  
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ITA02 
Mo.S.E. - Mobilità 
Senza Età (Mobility 
without age) 
(TN companies and 
PA) 

Project based on the ‘dual system model’ 
that combines training in the classroom and 
work experience in specific and relevant 
sectors.  
The project methodology mixed training with 
the experience abroad intended to provide 
participants with a ‘personal’ improvement 
of cognitive and relational competences. 

The activities include five phases: 
- operational planning: definition-
planning of partners’ activities and 
creation of devices; 
- information/Selection: promotion, 
mentoring activities and participants’ 
selection; 
- experience abroad: all activities in-
cluded cultural-language training in al-
ternance with a work experience;  
- quality, evaluation and validation 
with monitoring activities (included 
tutoring and mentoring), project as-
sessment, quality of partners’ involve-
ment, validation of the competence 
gained by participants; 
- dissemination. 

Outputs: 
- 73 mobility abroad for workers over 40; 
- linguistic, cultural, professional training 
in the hosting partners (2 weeks) and 
training on the job (5 weeks). 
 
Outcomes: 
- involvement of mentors supporting par-
ticipants (in the sending and hosting part-
ner); 
- personal Portfolio of the trainee devel-
oped by the Province of Trento as ‘as-
sessment of the results’ and ‘recorded 
certifications’ of gained competences; 
- validation of competences (Europass-
Mobility, Training citizen booklet -experi-
mental legislation at national level, lan-
guage certifications) that facilitated the 
recognition and transparency of compe-
tence acquisition. 

New training and learning methods. 
New training and learning contents: 
relation techniques, communication tech-
niques, communication in a language other 
than the mother tongue, resilience and 
adaptability techniques, problem solving.  
New training and learning tools. 
New targets: unemployed people (so called 
workers ‘on the move’) regardless of their 
age, characterized by low education, low 
level of qualification, absence from formal 
education since long periods. 
New partnerships involved: foreign partners 
‘competent’ in hosting fragile (or potentially 
fragile) subjects or anyway ‘not traditional’ 
subjects. 
New models for the assessment, validation 
and valorization of skills acquired in formal, 
non-formal and informal settings: Personal 
trainee Portfolio on the basis of Europass-
Mobility and Training citizen booklet. 

Dual model based on EU 
mobility experiences for 
senior worker. 
 
Lessons leaned on:  
- importance of coaches and 
mentors;  
- the learning context, etc. 
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FR01  
Club Experiences 
(women) 

Training model based on combination of 
building motivation and self-confidence and 
job/sector specific skills. 
 
Activities were characterized by: 
- motivation and adherence of participants 
to practices; 
- strong collective dynamic; 
- friendly environment; 
- adaptation of the activities according to the 
members of the group; 
- small groups. 
 

The activities include: 
- two modules on skills and self-confi-
dence; 
- a module on job/sector specific 
skills: improve your CV, your pitch and 
presentation in a recruitment inter-
view; get to know your professional 
environment better and new job op-
portunities; 
- three-month review at the end of 
the experimentation.  

Outcomes: 
- 30% of positive exits at the end of the 
service (resumption of employment); 
- improvement of posture and profes-
sional project;  
- entry into vocational training or reorien-
tation. 
 

Supporting women overcoming stereotypes, 
both of employers, relatives but also of 
ready-made representations about oneself, 
in order to let them reposition themselves, 
motivate and develop inspiration and to ap-
ply across a wide range of non-stereotypical 
professions, depending on the singularities of 
the careers, skills and aspirations of the par-
ticipants as well as jobs in tension in the terri-
tory. 

Motivation and voluntary 
adherence. 
 
Small targeted group with 
varied audiences. 
 
Combating gender stereo-
types, in particular affecting 
women over 45. 

FR02 
CODEV seniors 
(executives/ 
managers) 

Activities were characterized by: 
- motivation and adherence of participants 
to practices; 
- alternate between the individual and the 
collective; 
- adapt the activities according to the mem-
bers of the group; 
- small group. 
 
Some activities are related to job/sector spe-
cific skills such as improving your pitch and 
presentation in a recruitment interview; get-
ting to know your professional environment 
better; discovering new trades or career 
paths; developing the network. 
 

10 persons per session; 2 months per 
session. 
 
In the morning, co-development 
workshop: a topic is proposed to the 
group by one of the participants on 
whom they wish to benefit from the 
lighting and experience of the other 
participants who will bring ideas and 
proposals for a solution.  
In the afternoon, the program is free 
and co-built with the group remaining 
based on morning learning, mixing in-
dividual and collective work.  

Outcomes: 
- for the first group, 2 trainees found a 
job at the end of the course; 
- for the second group, 3 out of 10 found 
a job; 
- in general about 30% of positive exits at 
the end of the service (resumption of 
employment); 
- improvement of posture and profes-
sional project;  
- entry into vocational training or reorien-
tation. 

A specific work on the issues of self-confi-
dence, image, background but also a work on 
the environment and on the analysis of its ar-
gument.  
 
The reflection carried out, individually and in 
groups, is facilitated by a structured consulta-
tion exercise that deals with issues experi-
enced by the participants. 

Motivation and voluntary 
adherence; autonomy. 
 
Flexibility of support prac-
tices and educational con-
tent. 
 
Small targeted group with 
varied audiences. 
 
Short duration. 
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ANNEX 5.2 – Main features of the collected practices (to be completed with additional information from the partners) 
Target 
group 

Practice Methods/approaches Activities Results Innovative aspects Inputs for To Switch 

CH02 
Women and micro-
entrepreneurship 
 (women micro en-
trepreneur) 
Project started in 
July 2021 

Activities are characterized by: 
- learning by doing approach targeted to 
women micro entrepreneurs; 
- valorisation and validation of previous 
competences through skills’ assessment and 
counselling; 
- acquisition of transversal/soft competen-
cies; job/sector specific competencies;  
- mentoring; 
- attention to work- life balance needs and 
use of appropriate language for the target 
group. 
 
 

The activities include: 
- initial individual counselling to assess 
needs and  define personal objectives 
and feasibility; 
- modular training to acquire soft and 
entrepreneurial skills: 
- development of entrepreneurial 
idea; 
- acquisition of transversal, digital, 
business & management skills;  
- motivation and relationship building; 
- creation of a peer support network 
for exchange and shared business pro-
jects; 
- facilitation of contacts with possible 
financiers.  

The project is not yet completed. The project is going to act in an area, that of 
"female training”, which is still little explored. 
An important part of the training will be de-
voted to the reconciliation of work and family 
life, and the language will also be appropriate 
for the target group. 
 
The project is innovative also because it is a 
modular course and this meets the target 
group's needs. It also combines theory with 
practice (learining by doing). The participants 
are accompanied but at the same time ac-
quire managerial skills. 
 

Contribution to the update 
of adults/seniors training 
paradigms for women. 
 
Contribution to the develop-
ment of new models of 
skills’ validation/certifica-
tion. 
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ES02 
La Verneda Adult 
Education Center 
using Interactive 
Groups 
(community train-
ing/learning) 

Dialogic learning methodology: through the  
creation of interactive groups in classes, in 
which people help each other, teach and col-
laborate with each other; those who know 
the subject reinforce the content explaining 
it to colleagues, and those who don´t, learn 
it more easily when it is explained by a col-
league or a partner.   
 
Strong participative approach: learners par-
ticipate in management and decision-mak-
ing: General Assembly, College Council,  
Commissions for Democracy in the School 
participate democratically in deciding on the 
courses, schedules and school decisions. 
From the first day attending the center, eve-
ryone is invited to participate in the decision 
spaces of the school. 
 
Transversal/soft competencies and job/sec-
tor specific competencies. 
 

Formal and not formal education 
courses on different topics (including 
job training and a course for educa-
tors of adult education) and skills’ val-
idation/certification through Formal 
and non formal exams. 
 
Main topics of the training groups:  
- access to University;  
- basic Training;  
- computers;  
- languages;  
- leisure and culture activities;  
- family education;  
- accreditation of professional skills. 
 
 

Outputs: 
- 80 training groups  (310 hours per 
week) free of charge; 
- open from Monday to Sunday, from 
9am until 10pm; 
- more than 150 teaching volunteers 
wanting to participate in cultural and ed-
ucational activities, with focus on women 
without educational and training qualifi-
cations; 
- 2400 participants from more than 60 
nationalities involved in formal training 
activities. 
 
Outcomes (improvements in): 
- critical awareness, cultural, social and 
ideological awareness; 
- promotion of own environment  and so-
cial transformation; 
- self-assessment, self-esteem and per-
sonal self-defense; 
- participation in managing and organiz-
ing formative process with an active and 
innovative pedagogy; 
- interpersonal relationship with learning; 
- acquisition of skills, attitudes, tech-
niques and habits to self- learning and 
lifelong learning; 
- communication skills; 
- leverage the knowledge acquired in 
training others.  
 
Critical aspect: lack of volunteers.  

The interactive groups methodology ex-
ported to other contexts in Spain and South 
America. More than 1000 institutions adopt 
this method with success.  
 
Scientific papers on the successful experience 
have been published in high impact journals. 
 
 

Dialogic learning methodol-
ogy implemented in adult 
education.  
 
New profiles for adult train-
ers need this vision to be 
aligned with the demands of 
labour markets and society 
in learning basic skills, digi-
tal skills and professional 
skills. 
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NO01b 
Seniornett – we 
help the seniors to 
get on the Internet 
(Digital upskilling of 
the over 55) 
 

Close to Andragogic model. Courses based 
on: 
- motivation; 
- use of multiple media; 
-short sessions (attention decreases over 
time); 
- checking and repeating; 
- alternation between listening and dialog to  
create variety; 
- use of practical exercises, real-life examples 
and sufficient details and time for complet-
ing the tasks; 
- a final moment of dialogue with the partici-
pants; 
- use of documentation that accompanies 
the course (theme / day booklets).  
 
Seniornett organisation based on: 
- high number of local training centers all 
over the country, manned with volunteer 
workers and adopting a “train-the-trainer” 
system; 
- local autonomy with a common curriculum 
tailor made for the needs and the special 
learning requirements of the seniors; 
- local center activities include a “digital 
maintenance agenda” to keep the seniors 
digitally active over time and to prevent 
“drop-outs”; 
- local and a central Help-desk function for 
seniors; 
- seniors kept digitally informed and up-to-
date with a periodic Magazine and an active 
web-page. 

Max training 3 or 4 hours a day, with 
sessions max 45 minutes and 15’ 
minutes break. Day of rest between 
every 1 to 2 days of instructions. Fre-
quent pauses during instructions to 
observe if everybody follow teachings 
and frequent positive feedbacks. 
 
Class size maximum 18 students, with 
6 students for each instructor/tutor. 
 
The main instructor goes through the 
curriculum of the day, the tutors ob-
serve the students individually for 
progress and aid the ones with diffi-
culties. 
  
Interventions from centre offered in 
case of deviations. 
 
 

Outputs: 
- Seniornett  network of 235 senior 
teaching centers. 
 
Outcomes: 
- promotion of  modern communication 
techniques for seniors to enable them to 
actively participate in the social life and 
the work force.  
 
 

Elderly (over 55) trained to hold ICT courses 
for the elderly. 
 
ICT user friendly upskilling for all seniors. 
 

How to make teaching sen-
ior friendly.  
 
Training of voluntary senior 
trainers for seniors. 
 
Critical aspects: financing 
and finding local training 
centres, finding volunteer-
ing teachers.  
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