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● Introduction 

Adult learning is a vital component of the European Commission's lifelong learning policy. 

Upskilling pathways is a policy initiative to help adults acquire a minimum level of literacy, 

numeracy and digital skills, as well as acquire a broader set of skills.  

Learning is a continuous, ongoing and a lifelong process. It is perhaps the fundamental 

process for survival and adaptation of human beings to both internal as well the external 

environment. Learning is most effective when geared to the physical and intellectual ability 

of the learner. Each learner has individual learning needs and it is important for the 

teachers/facilitators to know their learners well. The principles of pedagogy applicable to a 

child learner do not apply to adult learners. The adult learner cannot be treated as an 

oversized child learner. Hence the teachers/facilitators of adult learners prior to conceiving, 

designing or implementing learning programs have to first understand the characteristics of 

the adult learners. Adult learner (mature student) is a term used to describe any person 

socially accepted as an adult who is involved in a systematic learning process, be it formal or 

non formal or informal. This process maybe self-mentored or corporate-sponsored; where 

learning may be undertaken as fulltime or a part time learner. Adult learners comprise of a 

diverse groups of people belonging to different genders, caste, class, religion, region, 

majority or minority groups, creed, race, ethnicity varying from each other in their needs, 

problems, requirements, attitudes and outlook towards life. Unlike a child learner the adult 

learner is autonomous and comes voluntarily to the learning situation. Since the adult 

learners are very clear about the results they anticipate from the learning process they may 

drop out of learning activities if their expectations aren’t met. Adult learners have a vast 

wealth of knowledge acquired by controlling their environment and experiences of life. 

Their opinions, values and beliefs are their defining characteristics which they bring to the 

learning situations. The teachers/facilitators in order not to hurt the self-image of adult 

learners have to treat them with utmost respect and equality. Any learning process 

construed for the adult learners has to be geared to meet the needs of the adult learners. 

The motivation to continue to learn for adults comes intrinsically unlike children and hence 

learning should be goal and relevancy-oriented, practical, using purposeful activities. And 

not to forget that the adult learners usually carry a big bag of burden in form of 

commitments and responsibilities in their professional, personal, social life and the 

advancing age may add to their potential physical limitations. Hence the teachers 

/facilitators for learning to be successful have to be alert and sensitive to the needs and 

characteristics of their adult learners. Keywords: Child, Adult, Adulthood, Legal adulthood, 

Child learner, Adult learner, Learning, Teaching-Learning, Pedagogy, Characteristics of Adult 

Learner, Autonomy, Goal-oriented, Experience, Self-Image, Motivation, Self-directed. 

The aim of this Intellectual Output of the project is to emphasize the importance of Soft 

Skills for persons seeking a job, especially if and when they have not acquired a high level of 

formal education and can document these educational efforts. Adult learning for skill 

acquisition, employability, professional development and self-sustenance are key issues in 
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the current globalised and dynamic knowledge economy. Smooth and successful transition 

from school to work for young adults means that there is an appreciable match between 

skills acquired in the school and skills required in the labour market. Lifelong learning refers 

to the process of gaining knowledge and learning new skills throughout your life. Many 

people continue their education for personal development and fulfillment, while others see 

it as a significant step toward career advancement. 

Continuous adult learning, soft and transversal skills development are necessary for this 

transition. But why do you have to teach soft skills? Aren’t they instinctive? Aren’t they 

common sense in today’s fast-paced society? Unfortunately, the answer is no. 

Various areas in the circuit, different positions and definitions are examined within the 

context of adult education professionalization. Our guide concludes with implications for 

future practices in adult education profession, and especially for soft skills development 

among entry-level young adults in the labour market.  

Staying competitive in today’s global marketplace means that organizations need to be 

innovative, adaptive, and ever-changing. Achieving this depends on the skill and knowledge 

of the workforce. But how do you get this kind of workforce to begin with? 

To innovate, to try a new process, or to do something new all requires learning. 

People need to learn new knowledge or skills in order to see things in a new light and take 

that next leap. When organizations do not support a continual process of learning, 

innovation does not happen, processes remain unchanged, and nothing new is ever 

accomplished. 

Employees need to be able to challenge themselves in order to obtain new knowledge, 

ideas, and skills. Learning needs to be on a flexible, on-demand and continual basis in order 

to contribute this kind of cutting-edge performance. 

Lifelong learning and continuous learning are often terms used interchangeably. They can 

sometimes have a slightly different meaning depending on the context. Let’s compare the 

differences below: 

Lifelong learning 

The term lifelong learning is geared more towards the individual level. It refers to someone 

who makes a long-term, voluntary commitment to learning new skills or acquiring new 

knowledge. A lifelong learner is someone who incorporates continuous learning as part of 

their lifestyle. 

An example of lifelong learning could be someone who chooses to read about something 

new for one hour every day. This is a personal commitment for self-betterment or long-term 

improvement. 

Continuous learning 

The term continuous learning can also refer to someone who is committed to learning new 

skills or knowledge but is often used in a more temporary context or formal context. 

An example of continuous learning could be someone who is taking an extra training course 

for their job. This is a formal commitment, sometimes temporary, that is taken on to 

achieve new skills. 
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 What is adult learning? 

An adult learner or, more commonly, a mature student, is a person who is older and is 

involved in forms of learning. Adult learners fall in a specific criteria of being experienced, 

and do not always have a high school diploma. Many of the adult learners go back to school 

to finish a degree, or earn a new one. 

Malcolm Knowles's work distinguished adult learners as distinct from adolescent and child 

learners in his principle of andragogy. He established 5 assumptions about the adult learner. 

This included self-concept, adult learner experience, readiness to learn, orientation to 

learning, and motivation to learning. 

What is continuous learning? 

Continuous learning is the process of learning new skills and knowledge on an on-going 

basis. This can come in many forms, from formal course taking to casual social learning. It 

involves self-initiative and taking on challenges. Continuous learning can also be within an 

organization, or it can be personal, such as in lifelong learning. 

Why is continuous learning important for organizations? 

Staying competitive in today’s global marketplace means that organizations need to be 

innovative, adaptive, and ever-changing. Achieving this depends on the skill and knowledge 

of the workforce. But how do you get this kind of workforce to begin with? 

To innovate, to try a new process, or to do something new all requires learning. 

People need to learn new knowledge or skills in order to see things in a new light and take 

that next leap. When organizations do not support a continual process of learning, 

innovation does not happen, processes remain unchanged, and nothing new is ever 

accomplished. 

Employees need to be able to challenge themselves in order to obtain new knowledge, 

ideas, and skills. Learning needs to be on a flexible, on-demand and continual basis in order 

to contribute this kind of cutting-edge performance. 

Benefits of continuous learning 

What are the benefits of continuous learning for the organization? 

Creating a learning culture within the organization is an effective way to improve 

performance and innovation, as mentioned earlier, but also employee satisfaction and 

retention. Here’s why: 

1. Knowledge is power - The more employees know and the more they can do, the 

more they can contribute to the organization. 

2. More cost effective - Investing in the development of employees is less expensive 

than rehiring and retraining new employees. 
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3. Show that employees are valued - Support of continuous learning indicates that 

employees are worth the investment and that the organization is genuine about 

employee career development. 

What are the benefits of continuous learning for the individual? 

Continuously updating knowledge or skills can help an employee in both their professional 

life and personal life for a number of reasons. Here’s why: 

1. Top Performer - Developing new skills and knowledge can increase personal 

performance or competence on the job. 

2. Career development - Additional training, education, or skill development can help 

achieve goals for those pursuing a career path or wanting to rotate into a new 

position. 

3. Licenses or Certifications - Pursuing additional learning is also important for those 

employees who need to obtain or update professional licenses or certifications. 

4. Promotions or incentives - Spending time to learn a new skill or obtain new 

knowledge can benefit work performance and influence future promotion or 

financial incentives. 

5. Personal enrichment - Often a person’s interests extend beyond the job they do on a 

daily basis. Pursuing extracurricular interests can lead to insight and developments 

that open the door to new, future opportunities. 

6. Stay marketable - Staying current in the trends and advances of one’s profession can 

help an employee stay marketable in their profession should anything change. 

Continuous learning examples 

Let’s take a look at the different ways an employee can engage in continuous learning: 

Formal learning 

Formal learning includes the ways a learner can gain new knowledge and skills via learning 

initiatives that have already been pre-determined, organized and implemented for a specific 

learning purpose or goal. This can include: 

 a university or college course 

 training programs from within the organization 

 external workshops or conferences 

 e-Learning courses 

 Mobile learning courses 

 MOOC’s  

Social learning 
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Social learning includes all the ways a learner interacts, discusses, collaborates and learns 

from others to increase knowledge or learn new skills. This can be both formal and informal, 

including: 

 Discussion and collaboration on social media 

 Finding blogs or other resources to gain deeper insight 

 Working with other co-workers 

 Coaching and mentoring 

 On-the-job training 

Self-directed learning 

Obtaining a new skill or improving your knowledge and understanding of something does 

not have to be restricted to formal training or working with others. Self-directed learning 

can include: 

 Researching and reading to gain a deep understanding of a topic. 

 Listening to topic relevant podcasts or watching instructional videos 

 Experimentation and exploration 

Online education provides increased accessibility and possibilities for learners in various 

locations and situations. Once learners decide to participate in online education, there are 

key aspects to consider in the teaching and learning environment to ensure the experience 

is effective. The purpose of this chapter is to identify characteristics of adults as learners and 

the role of learners and instructors in this setting. In addition, fostering competent online 

learners requires a dedicated support system and effective feedback processes. Future 

trends consist of an increase in informal learning and a decrease in formal training and 

workshops. Informal learning tools are being used to change the culture and learning curve 

within educational and organizational communities. This trend will also impact the form and 

function of learning assessments within the teaching and learning online environments. 
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 What is Adult Learner 

An adult, considered mature in status and experience, that is in a formal or informal 

learning process. Adult learners are a diverse group – typically age 25 and older –  with a wide 

range of educational and cultural backgrounds, adult responsibilities and job experiences. They 

typically do not follow the traditional pattern of enrolling in postsecondary education immediately 

after high school. 

They often return to school to stay competitive in the workplace or prepare for a career 

change. And they usually study on a part-time basis, taking one or two courses a term while 

maintaining work and family responsibilities 

Adult learners often:  

 Seek online learning  

 Enroll in certificate and non-degree programs at colleges 

 Have “stopped out” of education with intentions to return 

 Need refresher courses to prepare them for college work 

Barriers adult learners face: 

 Career, family and financial responsibilities 

 Rigid schedules  

 Tight budgets or debt  

 Poor academic preparedness and self-confidence 

 Lack of information about services 

Adult learners need:  

 Flexible class schedules 

 Financial aid  

 Child care services 

 Transportation options 

 Distance learning options 

 Course credit for life and job experiences 

 Academic and career services 

 Awareness campaigns that promote available education 

 Other adult learners can be:  
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1. An individual socially accepted as an adult who is in a learning process interested in 

lifelong learning including personal, social and skill development.  

2. The term given to those students over the age of 25 who are studying toward a college-

offered degree or other credential.  

3. Learners who are age 25 or older and are characteristically distinct from primary and 

secondary school learners, as well as traditional undergraduate learners in college.  

4. The definition revolves around the learner, not the level of mathematics being studied. 

Knowles (1990) AU145: The in-text citation &quot;Knowles (1990)&quot; is not in the 

reference list. Please correct the citation, add the reference to the list, or delete the citation. 

argued that there four definitions of the term adult: biological, legal, social, and 

psychological. The last occurs at a point where self-direction comes into function and is the 

most central from the point of learning. In this study, adults are individuals of 18 years or 

older and continue their education intentionally. For some of them, it is a continuation of 

their school experience; for others there may be a break of a few years or more since their 

last formal mathematics course.   

5. Typically defined as learners over the age of 25, and are often referred to as 

nontraditional students.   

6. Nontraditional students (ages 25 or older) in postsecondary education. In this study, adult 

learners have attended some college but have not completed a bachelor’s degree. Adult 

learner will be used interchangeable with “adult students.”  

6. Those that have taken on adult roles, such as a parent or spouse, and are responsible for 

their own lives.   

7. An adult learner is defined “by using chronological age and additional factors such as 

delayed postsecondary enrollment, part-time attendance, full-time work while enrolled, 

financial independence, single parenthood, military service, and lack of a standard high 

school diploma”  

8. An adult, considered mature in status and experience, in a formal or informal learning 

process.   

9. A person, 25 years and older, who uses personal experiences and their need to know to 

guide learning.   

10. Adult learners are individuals who perform roles associated by society with adults 

(worker, spouse, parent, responsible citizen), perceiving themselves to be responsible for 

his/her own life  

11. A student typically 25 years of age or older who is self-directed, motivated, and an active 

participant in his or her learning process   
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● Detailed profile of the adult learner 

Adult learners are a diverse group – typically age 25 and older – with a wide range of 

cultural and educational backgrounds, abilities, responsibilities and experiences. Adult 

Learners return to education for personal or professional reasons. 

They typically do not follow the traditional pattern of enrolling in postsecondary education 

immediately after high school. 

They often return to school to stay competitive in the workplace or prepare for a career 

change. And they usually study on a part-time basis, taking one or two courses a term while 

maintaining work and family responsibilities. 

Adult Learners' Traits 

1. Self-direction 

Adults feel the need to take responsibility for their lives and decisions and this is why 

it’s important for them to have control over their learning. Therefore, self-

assessment, a peer relationship with the instructor, multiple options and initial, yet 

subtle support are all imperative. 

 

2. Practical and results-oriented 

Adult learners are usually practical, resent theory, need information that can be 

immediately applicable to their professional needs, and generally prefer practical 

knowledge that will improve their skills, facilitate their work and boost their 

confidence. This is why it’s important to create a course that will cover their 

individual needs and have a more utilitarian content. 

 

3. Less open-minded and therefore more resistant to change 

Maturity and profound life experiences usually lead to rigidity, which is the enemy of 

learning. Thus, instructional designers need to provide the “why” behind the change, 

new concepts that can be linked to already established ones, and promote the need 

to explore. 

 

4. Slower learning, yet more integrative knowledge 

Aging does affect learning. Adults tend to learn less rapidly with age. However, the 

depth of learning tends to increase over time, navigating knowledge and skills to 

unprecedented personal levels. 

 

5. Use personal experience as a resource 

Adults have lived longer, seen and done more, have the tendency to link their past 

experiences to anything new and validate new concepts based on prior learning. This 
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is why it’s crucial to form a class with adults that have similar life experience levels, 

encourage discussion and sharing, and generally create a learning community 

consisting of people who can profoundly interact. 

 

6. Motivation 

Learning in adulthood is usually voluntary. Thus, it’s a personal choice to attend 

school, in order to improve job skills and achieve professional growth. This 

motivation is the driving force behind learning and this is why it’s crucial to tap into a 

learner’s intrinsic impetus with the right thought-provoking material that will 

question conventional wisdom and stimulate his mind. 

 

7. Multi-level responsibilities 

Adult learners have a lot to juggle; family, friends, work, and the need for personal 

quality time. This is why it’s more difficult for an adult to make room for learning, 

while it’s absolutely crucial to prioritize. If his life is already demanding, then the 

learning outcome will be compromised. Taking that under consideration, an 

instructional designer needs to create a flexible program, accommodate busy 

schedules, and accept the fact that personal obligations might obstruct the learning 

process. 

 

8. High expectations 

Adult learners have high expectations. They want to be taught about things that will 

be useful to their work, expect to have immediate results, seek for a course that will 

worth their while and not be a waste of their time or money. This is why it’s 

important to create a course that will maximize their advantages, meet their 

individual needs and address all the learning challenges. 

When it comes to learning, adults are not over sized children. Maturity brings unique 

characteristics that affect how adults are motivated to learn. By appealing to the unique 

qualities of adult learners, we can design more effective and motivating online courses. 

Here’s a list of generalized characteristics common to many but not all adult learners. 

Autonomy. Adults typically prefer a sense of control and self-direction. They like options and 

choice in their learning environment. Even adults who feel anxiety from self-direction may 

learn to appreciate this approach if given proper initial support. 

Goal-oriented. Many adults have specific goals they are trying to achieve. They prefer to 

partake in learning activities that help them reach their goals. 
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Practical. Adults in the workplace prefer practical knowledge and experiences that will make 

work easier or provide important skills. In other words, adults need personal relevance in 

learning activities. 

Competence and mastery. Adults like to gain competence in workplace skills as it boosts 

confidence and improves self-esteem. 

Learning by experience. Many adults prefer to learn by doing rather than listening to 

lectures. 

Wealth of Knowledge. In the journey from childhood to adulthood, people accumulate a 

unique store of knowledge and experiences. They bring this depth and breadth of 

knowledge to the learning situation. 

Purposeful. Workplace training is often part of an initiative that involves change. Adults 

want to know the purpose of training and the motivation underlying an organization’s 

training initiative. 

Emotional Barriers. Through experience, adults may fear a subject, have anxiety about a 

subject or feel anger about forced changes in job responsibilities or policies. These emotions 

can interfere with the learning process. 

Results-oriented. Adults are results-oriented. They have specific expectations for what they 

will get out of learning activities and will often drop out of voluntary learning if their 

expectations aren’t met. 

Outside responsibilities. Most adult learners have numerous responsibilities and 

commitments to family, friends, community and work. Carving out time for learning affects 

adult learners. 

Potential physical limitations. Depending on their age and physical condition, adult learners 

may acquire psychomotor skills more slowly than younger students and have more 

difficulties reading small fonts and seeing small images on the computer screen. 

Big Picture. Adults require the big picture view of what they’re learning. They need to know 

how the small parts fit into the larger landscape. 
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Responsible for Self. Adult learners often take responsibility for their own success or failure 

at learning. 

Need for Community. Many self-directed adult learners prefer a learning community with 

whom they can interact and discuss questions and issues. 

How to support adult learners? 
For adult learners, the weight of external responsibilities can make college especially 

difficult to navigate. About 38% of students with outside financial, work or family obligations 

leave within their first year, according to the Lumina Foundation. 

Finances:  

Adult learners who attended college in the past, but don’t have a degree, could have 

existing student debt, which makes finances a major barrier to success. Roughly 60% of 

adults have considered returning to college, but 70% say they couldn’t afford it. 

Scheduling:  

Adult learners’ competing priorities make the traditionally “rigid” academic calendar 

difficult to navigate, suggests EAB research. Additional research has found that flexible 

course schedules and compressed, hybrid courses can also help. For example, Bellevue 

University offers students four-week courses on campus or online, any time of year. 

Similarly, the University of Wisconsin—Madison (UW) offers open-entry or early-exit 

courses designed to move students through lessons at their own pace. 

Childcare:  

Many adult learners are also parents. Affordable, on-campus childcare helps improve their 

odds of returning to college the following year by 17 points (68% vs. 51%) and their odds of 

graduating on time by 26 points (41% vs. 15%), according to eight years of data from 

Monroe Community College. 
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● Type of adult learning  

Issues in Understanding Adult Learning 

Despite the plethora of journals, books and research conferences devoted to adult learning 

across the world, we are very far from a universal understanding of adult learning. Even 

though warnings are frequently issued that at best only a multitude of context and domain 

specific theories are likely to result, the energy expended on developing a general theory of 

adult learning shows no sign of abating. Judged by epistemological, communicative and 

critically analytic criteria, theory development in adult learning is weak and is hindered by 

the persistence of myths that are etched deeply into adult educators' minds (Brookfield, 

1992). These myths (which, taken together, comprise something of an academic orthodoxy 

in adult education) hold that adult learning is inherently joyful, that adults are innately self-

directed learners, that good educational practice always meets the needs articulated by 

learners themselves and that there is a uniquely adult learning process as well as a uniquely 

adult form of practice. 

This chapter argues that the attempt to construct an exclusive theory of adult learning - one 

that is distinguished wholly by its standing in contradiction to what we know about learning 

at other stages in the lifespan – is a grave error. Indeed, a strong case can be made that as 

we examine learning across the lifespan the variables of culture, ethnicity, personality and 

political ethos assume far greater significance in explaining how learning occurs and is 

experienced than does the variable of chronological age  

 

Major Areas of Research on Adult Learning 

The four areas discussed in this section represent the post-war preoccupations of adult 

learning researchers. Each area has its own internal debates and preoccupations, yet the 

concerns and interests of those working within each of them overlap significantly with those 

of the other three. Indeed, several researchers have made important contributions to more 

than one of these areas. Taken together these areas of research constitute an espoused 

theory of adult learning that informs how a great many adult educators practice their craft 

Self-Directed Learning Self-directed learning focuses on the process by which adults take 

control of their own learning, in particular how they set their own learning goals, locate 

appropriate resources, decide on which learning methods to use and evaluate their 

progress. Work on selfdirection is now so widespread that it justifies an annual international 

symposium devoted solely to research and theory in the area. After criticisms that the 

emphasis on self-directed learning as an adult characteristic was being uncritically 

advanced, that studies were conducted mostly with middle class subjects, that issues 

concerning the quality of self-directed learning projects were being ignored and that it was 

treated as disconnected from wider social and political forces, there have been some 

attempts to inject a more critical tone into work in this area. Meta-analyses of research and 

theory conducted by Australian, Canadian and American authors have raised questions 

about the political dimension to self-directedness and the need to study how deliberation 
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and serendipity intersect in self-directed learning projects (Collins, 1988; Candy, 1991; 

Brockett and Hiemstra, 1991). There has also been a spirited debate concerning Australian 

criticism of the reliability and validity of the most widely used scale for assessing readiness 

for self-directed learning (Field, 1991). At least one book, developed in the South African 

adult educational experience, has argued that self direction must be seen as firmly in the 

tradition of emancipatory adult education (Hammond and Collins, 1991). A number of 

important questions remain regarding our understanding of self-direction as a defining 

concept for adult learning. For example, the cross-cultural dimension of the concept has 

been almost completely ignored. More longitudinal and life history research is needed to 

understand how periods of self-directedness alternate with more traditional forms of 

educational participation in adults' autobiographies as learners. Recent work on gender has 

criticised the ideal of the independent, self-directed learner as reflecting patriarchal values 

of division, separation and competition. The extent to which a disposition to self-

directedness is culturally learned, or is tied to personality, is an open issue. We are still 

struggling to understand how various factors - the adult's previous experiences, the nature 

of the learning task and domain involved, the political ethos of the time - affect the decision 

to learn in this manner. We also need to know more about how adults engaged in self-

directed learning use social networks and peer support groups for emotional sustenance 

and educational guidance. Finally, work is needed on clarifying the political dimensions of 

this idea; particularly on the issues of power and control raised by the learner's assuming 

responsibility for choices and judgments regarding what can be learned, how learning 

should happen, and whose evaluative judgments regarding the quality and effectiveness of 

learning should hold sway. If the cultural formation of the self is ignored, it is all too easy to 

equate self direction with separateness and selfishness, with a narcissistic pursuit of private 

ends in disregard to the consequences of this for others and for wider cultural interests. A 

view of learning which views adults as self-contained, volitional beings scurrying around 

engaged in individual projects is one that works against cooperative and collective impulses. 

Citing self-direction, adults can deny the importance of collective action, common interests 

and their basic interdependence in favour of an obsessive focus on the self. 

Critical Reflection 

 Developing critical reflection is probably the idea of the decade for many adult educators 

who have long been searching for a form and process of learning that could be claimed to 

be distinctively adult. Evidence that adults are capable of this kind of learning can be found 

in developmental psychology, where a host of constructs such as embedded logic, dialectical 

thinking, working intelligence, reflective judgment, post-formal reasoning and epistemic 

cognition describe how adults come to think contextually and critically (Brookfield, 1987, 

1991). As an idea critical reflection focuses on three interrelated processes; (1) the process 

by which adults question and then replace or reframe an assumption that up to that point 

has been uncritically accepted as representing commonsense wisdom, (2) the process 

through which adults take alternative perspective on previously taken for granted ideas, 

actions, forms of reasoning and ideologies, and (3) the process by which adults come to 
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recognize the hegemonic aspects of dominant cultural values and to understand how self-

evident renderings of the 'natural' state of the world actually bolster the power and self-

interest of unrepresentative minorities. Writers in this area vary according to the extent to 

which critical reflection should have a political edge, or the extent to which it can be 

observed in such apparently a-political domains of adult life as personal relationships and 

workplace actions. Some confusion is caused by the fact that psychoanalytic and critical 

social theoretical traditions co-exist uneasily in many studies of critical reflection. The most 

important work in this area is that of Mezirow (1991). Mezirow's early work (conducted with 

women returning to higher education) focused on the idea of perspective transformation 

which he understood as the learning process by which adults come to recognize and re-

frame their culturally induced dependency roles and relationships. More recently he has 

drawn strongly on the work of Jurgen Habermas to propose a theory of transformative 

learning "that can explain how adult learners make sense or meaning of their experiences, 

the nature of the structures that influence the way they construe experience, the dynamics 

involved in modifying meanings, and the way the structures of meaning themselves undergo 

changes when learners find them to be dysfunctional" (Mezirow, 1991, p.xii). Applications of 

Mezirow's ideas have been made with widely varying groups of adult learners such as 

displaced homemakers, male spouse abusers and those suffering ill health, though his work 

has been criticised by educators in Nigeria, the United States, New Zealand and Canada for 

focusing too exclusively on individual transformation (Collard and Law, 1989; Ekpenyong, 

1990; Clark and Wilson, 1991). Many tasks remain for researchers of critical reflection as a 

dimension of adult learning. A language needs to be found to describe this process to 

educators which is more accessible than the psychoanalytic and critical theory terminology 

currently employed. More understanding of how people experience episodes of critical 

reflection (viscerally as well as cognitively), and how they deal with the risks of committing 

cultural suicide these entail, would help educators respond to fluctuating rhythms of denial 

and depression in learners. Much research in this area confirms that critical reflection is 

context or domain-specific. How is it that the same people can be highly critical regarding, 

for example, dominant political ideologies, yet show no critical awareness of the existence 

of repressive features in their personal relationships? At present theoretical analyses of 

critical reflection (frequently drawn from Habermas' work) considerably outweigh the 

number of ethnographic, phenomenological studies of how this process is experienced. 

Contextual factors surrounding the decision to forgo or pursue action after a period of 

critical reflection are still unclear, as is the extent to which critical reflection is associated 

with certain personality characteristics. 

 

Experiential Learning  

The emphasis on experience as a defining feature of adult learning was expressed in 

Lindeman's frequently quoted aphorism that "experience is the adult learner's living 

textbook" (1926, p. 7) and that adult education was, therefore, "a continuing process of 

evaluating experiences" (p. 85). This emphasis on experience is central to the concept of 
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andragogy that has evolved to describe adult education practice in societies as diverse as 

the United States, Britain, France, Hungary, Poland, Russia, Estonia, Czechkoslovakia, 

Finland and Yugoslavia (Savicevic 1991; Vooglaid and Marja, 1992). The belief that adult 

teaching should be grounded in adults' experiences, and that these experiences represent a 

valuable resource, is currently cited as crucial by adult educators of every conceivable 

ideological hue. Of all the models of experiential learning that have been developed, Kolb's 

has probably been the most influential in prompting theoretical work among researchers of 

adult learning (Jarvis, 1987). But almost every textbook on adult education practice affirms 

the importance of experiential methods such as games, simulations, case studies, 

psychodrama, role play and internships and many universities now grant credit for adults' 

experiential learning. Not surprisingly, then, the gradual accumulation of experience across 

the contexts of life is often argued as the chief difference between learning in adulthood 

and learning at earlier stages in the lifespan. Yet, an exclusive reliance on accumulated 

experience as the defining characteristic of adult learning contains two discernible pitfalls. 

First, experience should not be thought of as an objectively neutral phenomenon, a river of 

thoughts, perceptions and sensations into which we decide, occasionally, to dip our toes. 

Rather, our experience is culturally framed and shaped. How we experience events and the 

readings we make of these are problematic; that is, they change according to the language 

and categories of analysis we use, and according to the cultural, moral and ideological 

vantage points from which they are viewed. In a very important sense we construct our 

experience: how we sense and interpret what happens to us and to the world around us is a 

function of structures of understanding and perceptual filters that are so culturally 

embedded that we are scarcely aware of their existence or operation. Second, the quantity 

or length of experience is not necessarily connected to its richness or intensity. For example, 

in an adult educational career spanning 30 years the same one year's experience can, in 

effect, be repeated thirty times. Indeed, one's 'experience' over these 30 years can be 

interpreted using uncritically assimilated cultural filters in such a way as to prove to oneself 

that students from certain ethnic groups are lazy or that fear is always the best stimulus to 

critical thinking. Because of the habitual ways we draw meaning from our experiences, 

these experiences can become evidence for the selffulfilling prophecies that stand in the 

way of critical insight. Uncritically affirming people's histories, stories and experiences risks 

idealizing and romanticising them. Experiences are neither innocent nor free from the 

cultural contradictions that inform them.  

 

Learning to Learn  

The ability of adults to learn how to learn - to become skilled at learning in a range of 

different situations and through a range of different styles - has often been proposed as an 

overarching purpose for those educators who work with adults. Like its sister term of 'meta-

cognition', learning how to learn suffers for lack of a commonly agreed on definition, 

functioning more as an umbrella term for any attempts by adults to develop insight into 

their own habitual ways of learning. Most research on this topic has been conducted by 
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Smith (1990) who has drawn together educators from the United States, Scotland, Australia, 

Germany and Sweden to work on theory development in this area (1987). An important 

body of related work (focusing mostly on young adults) is that of Kitchener and King (1990) 

who propose the concepts of epistemic cognition and reflective judgment. These latter 

authors emphasize that learning how to learn involves an epistemological awareness deeper 

than simply knowing how one scores on a cognitive style inventory, or what is one's typical 

or preferred pattern of learning. Rather, it means that adults possess a self-conscious 

awareness of how it is they come to know what they know; an awareness of the reasoning, 

assumptions, evidence and justifications that underlie our beliefs that something is true. 

Studies of learning to learn have been conducted with a range of adult groups and in a range 

of settings such as adult basic education, the workplace and religious communities. Yet, of 

the four areas of adult learning research discussed, learning how to learn has been the least 

successful in capturing the imagination of the adult educational world and in prompting a 

dynamic programme of follow-up research. This may be because, as several writers have 

noted, in systems of lifelong education the function of helping people learn how to learn is 

often claimed as being more appropriate to schools than to adult education. Many books on 

learning to learn restrict themselves to the applicability of this concept to elementary or 

secondary school learning. While it is useful to acknowledge the school's foundational and 

formational role in this area, it is also important to stress that developing this capacity is too 

difficult to be left solely to primary and secondary education. Learning to learn should be 

conceived as a lifelong learning project. Research on learning to learn is also flawed in its 

emphasis on college students' meta-cognition and by its lack of attention to how this 

process manifests itself in the diverse contexts of adult life. That learning to learn is a skill 

that exists far beyond academic boundaries is evident from the research conducted on 

practical intelligence and everyday cognition in settings and activities as diverse as grocery 

shopping and betting shops (Brookfield, 1991). The connections between a propensity for 

learning how to learn and the nature of the learning task or domain also need clarification. 

Learning how to learn is much more frequently spoken of in studies of clearly defined skill 

development or knowledge acquisition, and much less frequently referred to in studies 

examining emotional learning or the development of emotional intelligence. 

 

Emergent Trends  

Three trends in the study of adult learning that have emerged during the 1990's, and that 

promise to exercise some influence into the twenty first century, concern (1) the 

crosscultural dimensions of adult learning, (2) adults' engagement in practical theorizing, 

and (3) the ways in which adults learn within the systems of education (distance education, 

computer assisted instruction, open learning systems) that are linked to recent 

technological advances. 

 

Cross Cultural Adult Learning  
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Although the literature base in the area of cross-cultural adult learning is still sparse, there 

are indications that the variable of ethnicity is being taken with increasing seriousness 

(Cassara, 1990; Ross-Gordon, 1991). As China has opened its borders to adult educators in 

the 1980's research on Chinese conceptions of adult learning is starting to emerge (Pratt, 

1992). As literature in this area points out, framing discussions of cultural diversity around a 

simple binary split between white and non-white populations vastly oversimplifies a 

complex reality. Among ethnic groups themselves there are significant intra and inter-group 

tensions. In the United States, for example, Black, Hispanic and Asian workers have points of 

tension between them. Within each of these broad groupings there is a myriad of 

overlapping rivalries; between African-Americans and immigrants from the British West 

Indies; between Colombians, PuertoRicans, Cubans and Dominicans; between Koreans, 

Vietnamese, Cambodians and Hmong tribes people. Also, the tribal cultures of native 

Americans cannot be conceptualized as a culturally homogeneous block. Two important 

insights for practice have been suggested by early research into cross cultural adult learning. 

First, adult educators from the dominant American, European and northern cultures will 

need to examine some of their assumptions, inclinations and preferences about 'natural' 

adult learning and adult teaching styles (Brookfield, 1986). For the Hmong tribes people 

from the mountains of Laos who are used to working cooperatively and to looking to their 

teachers for direction and guidance, ways of working that emphasize self-directedness and 

that place the locus of control with the individual student will be experienced, initially at 

least, as dissonant and anxietyproducing (Podeschi, 1990). However, their liking for 

materials that focus on personal concrete experience fits well with the adult education 

practices that emphasize experiential approaches. Second, 'teaching their own' is a common 

theme surfaced in case studies of multicultural learning. In other words, when adults are 

taught by educators drawn from their own ethnic communities they tend to feel more 

comfortable and to do better. Ethnocentric theories and assumptions regarding adult 

learning styles underscore the need for mainstream adult educators to research their own 

practice with native and aboriginal peoples. This will require a critically responsive stance 

towards their practice (Brookfield, 1990) and a readiness to examine some of their most 

strongly held, paradigmatic assumptions (Brookfield, 1987). 

 

Practical Theorizing  

Practical theorizing is an idea most associated with the work of Usher (Usher and Bryant, 

1989) who has focused on the ways in which educational practitioners - including adult 

educators - become critically aware of the informally developed theories that guide their 

practice. Practical theorizing has its origins in practitioners' attempts to grapple with the 

dilemmas, tensions and contradictions of their work. Actions educators take in these 

situations often appear instinctual. Yet, on reflection, these apparently instinctive reactions 

can be understood to be embedded in assumptions, readings and interpretations that 

practitioners have evolved over time to make sense of their practice. Practitioners seem to 

come to a more informed understanding of their informal patterns of reasoning by 
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subjecting these to critical review drawing on two important sources. First, they compare 

their emerging informal theories to those of their colleagues. This happens informally in 

individual conversations and in a more structured way through participation in reflection 

groups. Colleagues serve as reflective mirrors in these groups; they reflect back to the 

practitioner readings of her or his behavior that come as an interesting surprise. As they 

describe their own reactions and experiences dealing with typical crises, colleagues can help 

the individual worker re-frame, broaden and refine her own theories of practice. Second, 

practitioners also use formal theory as a lens through which to view their own actions and 

the assumptions that inform these. As well as providing multiple perspectives on familiar 

situations, formal theory can help educators 'name' their practice by illuminating the 

general elements of what were thought of as idiosyncratic experiences. These two sources - 

colleagues' experiences and formal theory - intersect continuously in a dialectical interplay 

of particular and universal perspectives. 

 

Distance Learning  

In contrast to its earlier equation with necessarily limiting correspondence study formats, 

distance education is now regarded as an important setting within which a great deal of 

significant adult learning occurs (Gibson, 1992). Weekend college formats, mutli-media 

experimentations and the educational possibilities unleashed by satellite broadcasting have 

combined to provide learning opportunities for millions of adults across the world. That 

adult educational themes of empowerment, critical reflection, experience and collaboration 

can inform distance learning activities is evident from case studies of practice that are 

emerging. Modra (1992) provides an interesting account of how she drew on the work of 

radical adult educators such as Freire, Shor and Lovett to use learning journals to encourage 

adults' critical reflection in an Australian distance education course. Smith and Castle (1992) 

propose the use of "experiential learning technology, facilitated from a distance, as a 

method of developing critical thinking “skills" with "the scattered, oppressed adult 

population of South Africa" 

 

Further Research  

Ten important issues need to be addressed if research on adult learning is to have a greater 

influence on how the education and training of adults is conducted. First, much greater 

definitional clarity is needed when the term 'learning' is discussed, particularly whether it is 

being used as a noun or verb and whether it is referring to behavioral change or cognitive 

development (Brookfield, 1986). Many writers speak about adult learning systems when 

they are really referring to adult educational programs. Although learning often occurs in an 

adult educational program, it is not a necessary or inevitable consequence of such a 

program. Second, the interaction of emotion and cognition in adult learning needs much 

greater attention. For example, can we speak of the emotional intelligence adults develop? 

Classificatory schema and conceptual categories dealing with adult learning tend to focus on 

settings for learning (communities, schools, religious communities, the workplace and so on) 
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or on externally observable processes (selfdirected learning, collaborative learning, and so 

on). Emotional dimensions to conceptual or instrumental learning, or how adults learn 

about their own emotional selves, are matters that are rarely addressed. We need much 

more attention to how making meaning, critical thinking and entering new cognitive and 

instrumental domains are viscerally experienced processes. Third, adult learning needs to be 

understood much more as a socially embedded and socially constructed phenomenon 

(Jarvis, 1987). Current research on adult learning draws almost exclusively from psycho 

logistic sources. It is easy to forget that the 'self' in a self-directed learning effort is a socially 

formed self and that the goals of adults' self-directed learning can therefore be analysed as 

culturally framed goals. Learning is a collective process involving the cultural formation and 

reproduction of symbols and meaning perspectives. It should not be understood or 

researched as if it were disconnected, idiosyncratic and wholly autonomous. Fourth, many 

more cross-cultural perspectives are needed to break the Eurocentric and North American 

dominance in research in adult learning and to understand inter-cultural differences in 

industrialised societies. Blithe generalizations about 'the adult learner', 'adults as learners' 

or 'the nature of adult learning' imply that people over 25 form a homogenous entity simply 

by virtue of their chronological age. Yet the differences of class, culture, ethnicity, 

personality, cognitive style, learning patterns, life experiences and gender among adults are 

far more significant than the fact that they are not children or adolescents. We need to be 

much more circumspect when talking about adults as if they were an empirically coherent 

entity simply by virtue of the fact that they are no longer in school. In particular, we need to 

challenge the ethnocentrism of much theorising in this area which assumes that adult 

learning as a generic phenomenon or process is synonymous with the learning undertaken 

in university continuing education clases by white American middle class adults in the post 

war era. Fifth, the role played by gender in learning is as poorly understood in adulthood as 

it is at other stages in the lifespan. It is still an open question as to whether the forms of 

knowing uncovered in some studies of adult women learners are solely a function of gender, 

or the extent to which they are connected to the developmental stages of adulthood, or are 

culturally constructed. Sixth, the predominant focus in studies of adult learning on 

instrumental skill development needs widening to encompass work on spiritual and 

significant personal learning and to understand the interconnections between these 

domains. This is particularly so given the fact that in surveys of adult learning most people 

point to learning in workplaces, families, communities and recreational societies to be more 

prevalent and significant than learning undertaken within formal education. Seventh, a way 

should be found to grant greater credibility to adults' renderings of the experience of 

learning from the 'inside'. Most descriptions of how adults experience  learning are 

rendered by researchers' pens, not learners themselves. More phenomenographic studies 

of how adults feel their way through learning episodes, given in their own words and using 

their own interpretations and constructs, would enrich our understanding of the significance 

of learning to adults. Eighth, the growing recognition accorded to qualitative studies of adult 

learning should be solidified. In speaking of research that has influenced their practice, adult 
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educators place much greater emphasis on qualitative studies as compared to survey 

questionnaires or research through experimental designs. Ninth, research on adult learning 

needs to be integrated much more strongly with research on adult development and adult 

cognition. With a few notable exceptions (Tennant, 1988; Merriam and Caffarella, 1991) 

these two strongly related areas exist in separate though parallel compartments, possibly 

because of adult educators' self-effacing refusal to become involved with what they see as 

academically 'pure' research. There is also a belief held by many adult educators that theirs 

is a field of applied practice and that questions of theoretical and conceptual import should 

therefore be left to academics working within universities. And, finally, the links between 

adult learning and learning at other stages in the lifespan need much more attention 

(Tuijnman and van der Kamp, 1992). To understand adult learning we need to know of its 

connections to learning in childhood and adolescence and to the formation during these 

periods of interpretive filters, cognitive frames and cultural rules.  
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● Principles of adult learning & Instructional Systems 

Design 

As an instructor, you should have a basic understanding of how adults learn. Adult learners 

bring experiences and self-awareness to learning that younger learners do not. To 

understand adult learning, you should understand learning domains, learning styles, and 

how and why adults learn. Educators have determined that most adults, adolescents, and 

children learn best by experiencing a blend of activities that promote the three learning 

domains: cognitive, affective, and behavioral. Cognitive refers to knowledge or a body of 

subject matter, affective refers to attitudes and beliefs, and behavior refers to practical 

application. The table below shows examples of activities in each of the three domains   

 

 
The three primary learning styles are: visual, auditory, and kinesthetic 

 Visual learners tend to learn by looking, seeing, viewing, and watching. Visual 

learners need to see an instructor’s facial expressions and body language to 

fully understand the content of a lesson. They tend to sit at the front of the 

classroom to avoid visual distractions. They tend to think in pictures and learn 

best from visual displays. During a lecture or discussion, they tend to take 

detailed notes to absorb information 

 Auditory learners tend to learn by listening, hearing, and speaking. Auditory 

learners learn best through lectures, discussions, and brainstorming. They 

interpret the underlying meaning of speech by listening to voice tone, pitch, 

and speed and other speech nuances. Written information has little meaning 

to them until they hear it. They benefit best by reading text out loud and 

using a tape recorder.  
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 Kinesthetic learners tend to learn by experiencing, moving, and doing. 

Kinesthetic learners learn best through a hands-on approach and actively 

exploring the physical world around them. They have difficulty sitting still for 

long periods of time, and easily become distracted by their need for activity 

and exploration. 

We retain approximately 10 percent of what we see; 30 to 40 percent of what we see and 

hear; and 90 percent of what we see, hear, and do. We all have the capability to learn via all 

three styles, but are usually dominate in one. The table below shows some of the methods 

that appeal to visual, auditory, and kinesthetic learners. Training should take into account all 

three styles. 

 

 
 

A copy of the Learning Style Self-Assessment that you completed during training can be 

found in Appendix A. You may use it in the courses you instruct if you want to. Malcolm S. 

Knowles, a well-known expert on adult learning, has made the following assumptions 

regarding adult learners. Dr. Knowles also suggests how instructors should deal with each of 

these assumptions. 
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Transformative learning has emerged within the field of adult education as a powerful 

image for understanding how adults learn. It has attracted researchers and practitioners 

from a wide variety of theoretical persuasions and practice settings, yet it is a complicated 

idea that offers considerable theoretical, practical, and ethical challenges. What 

transformative learning means and how it is best fostered within formal learning settings 

varies considerably, depending on one’s theoretical perspective. My purposes here are to 

provide a better understanding of this complexity by summarizing what I consider to be the 

major theoretical perspectives or strands of transformative learning evident in the field; to 

identify what, as a whole, this literature suggests about adult learning as transformational; 

and to explore implications for our role as educators in this process. 

 

The Idea of Transformative Learning  

Transformative learning reflects a particular vision for adult education and a conceptual 

framework for understanding how adults learn. Both the vision—the overall aims and values 

which guide our practices— and the conceptual framework represent sharp departures 

from what many practitioners have traditionally held to be the aims and processes of adult 

learning. The great majority of practice within North American adult education is guided by 

an instrumental view of the learning process, one that is designed to foster change as a form 

of adaptation. Within this view adult learning is understood largely as a means of adapting 

to the needs and demands of the broader, socio-cultural context. Whether it is new 

information that adults seek, new skills for a different job or ways of doing their current 

jobs, relating to their children, selfimprovement, or greater involvement in their community, 

these goals often represent desires on the part of individuals or groups to adapt more 

effectively to demands they perceive within this context. They represent an articulation with 

the past and enhancement of present knowledge, skills, or abilities. Knowledge is generally 

viewed as something outside of the learner to be taken in through the learning process. The 

meaning of what one learns rests with the accuracy with which one internalizes and 

represents this knowledge within one’s own cognitive schemes (Mahoney, 1992). 

Transformative educators do not necessarily teach content that is remarkably different from 

more instrumentally-oriented educators. They may be found in the workplace, running a 
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continuing education program, or teaching an adult basic education class. However, they 

teach the content with a different end in view, often using quite different instructional 

strategies. In contrast to the instrumental view, proponents of transformative learning are 

guided by different assumptions about the aim and processes of adult learning. Beyond 

these few generalizations, however, what transformative educators do depends on the kind 

of view they assume about transformative learning. To develop a deeper understanding of 

this notion as a whole, it is helpful to consider briefly these different perspectives. To 

borrow a term from Clark (1993), one can discern at least four different “strands” of thought 

within the research and theory on transformative learning. These strands are reflected in 

the work of several adult educators: Paulo Freire, Jack Mezirow, Larry Daloz, and Robert 

Boyd. Their work provides a basis for deepening further our understanding of what 

transformative learning means and involves. For the moment, however, we will stay close to 

the conceptions of transformative learning articulated by these four scholars. 

 

Transformation as Consciousness-raising  

Paulo Freire (1970) articulated a theory of transformative learning which he referred to as 

conscientization or consciousnessraising. His ideas originated in his work with literacy 

education of the poor in Brazil and liberation efforts in Latin America and Africa, but they 

enjoy widespread popularity today throughout the western world. Freire’s work has 

influenced significantly the development of a critical perspective in adult education (Collins, 

1991; Welton, 1995) For Freire, adult education aims at fostering critical consciousness 

among individuals and groups while also teaching them how to read (Spring, 1994). This 

work is guided by a desire for political liberation and freedom from oppression. Critical 

consciousness refers to a process in which learners develop the ability to analyze, pose 

questions, and take action on the social, political, cultural, and economic contexts that 

influence and shape their lives. Through dialog and problem-posing, learners develop 

awareness of structures within their society that may be contributing to inequality and 

oppression. Learning helps adults develop a deeper understanding of the ways in which 

these social structures shape and influence the ways they think about themselves and the 

world. This process consists of action and reflection in transactional or dialectical 

relationship with each other (praxis). Freire argues that education, through praxis, should 

foster freedom among the learners by enabling them to reflect on their world and, thereby, 

change it. For Freire, transformative learning is emancipatory and liberating at both a 

personal and social level. It provides us with a voice, with the ability to name the world and, 

in so doing, construct for ourselves the meaning of the world. Freire’s influence is evident in 

various ways within the practice of North American adult education, but perhaps most true 

to his intent is the work of such agencies of adult education as the Highlander Center in New 

Market, Tennessee, and the Lindeman Center in Chicago (Heaney & Horton, 1990). Within 

these centers staff and groups of individuals come together and work together for social 

change. His work also has influenced, in more implicit and less direct ways, the work of 

many American practitioners and researchers in adult literacy education as well. Recent 
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books edited by Wangoola and Youngman (1996) and Leistyana, Woodrum, and Sherblom 

(1996) represent examples of extending some of Freire’s ideas within a critical and 

transformative pedagogy. 

 

Transformation as Critical Reflection  

Jack Mezirow’s work is perhaps the most well known of theories of transformative learning 

in the field of adult education. Although Freire’s influence on Mezirow is clearly evident, 

Mezirow’s view represents a distinct understanding of what transformation means within 

the actions of adult learning. Based on his work with returning adult women students in the 

early 1970s, Mezirow (1991) developed a theory of adult learning grounded in cognitive and 

developmental psychology. Central to his thinking is the process of making meaning from 

our experiences through reflection, critical reflection, and critical selfreflection. He 

eventually named this process perspective transformation to reflect change within the core 

or central meaning structures (meaning perspectives) through which we make sense of the 

day-to-dayness of our experiences. Perspectives are made up of sets of beliefs, values, and 

assumptions that we have acquired through our life experiences. These perspectives serve 

as a lens through which we come to perceive and understand ourselves and the world we 

inhabit. While these perspectives organize and make sense of a great deal of information 

within our internal and external environments, they can also limit or distort what we are 

able to perceive and understand. To this extent meaning perspectives can be faulty and 

constrictive. Through critical reflection, however, we come to identify, assess, and possibly 

reformulate key assumptions on which our perspectives are constructed. While Freire 

seemed intent on developing a process of education consistent with his theory of human 

nature, Mezirow (1991) continues to focus on developing a comprehensive theory or adult 

learning. Like Freire, Mezirow views knowledge as something that is constructed by the 

individual in relation with others. For both scholars, reflection and dialogue are key 

elements or the learning process, but Mezirow goes further in attempting to articulate the 

psychological and cognitive characteristics of this process, describing 10 phases to the 

transformative learning process. Although imagination and creativity play a key role in 

transformative learning (Mezirow, 1995), the core of the learning process itself is mediated 

largely through a process of reflecting rationally and critically on one’s assumptions and 

beliefs. For Mezirow, the outcome of transformative learning reflects individuals who are 

more inclusive in their perceptions of their world, able to differentiate increasingly its 

various aspects, open to other points of view, and able to integrate differing dimensions of 

their experiences into meaningful and holistic relationships (Mezirow, 1991). In this sense 

Mezirow considers transformative learning to represent the core of adult development. 

Mezirow’s work has, to date, not resulted in a clearly recognizable pedagogy on the level of 

Freire’s theory of critical consciousness. Mezirow (1991) has, however, outlined a “charter 

for andragogy” (pp. 199-200) which reflects closely the characteristics of his theory of 

transformative learning. He also provides synopses of studies of transformative learning in 

such various contexts as the workplace, church leadership, Alcoholics Anonymous, 
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postpartum classes, and other settings of informal adult learning. In an edited collection 

Mezirow (1990) draws together a number of scholars who describe various strategies and 

methods that he claims are examples of fostering critical reflection, a key element in the 

process of transformative learning. Taylor (1997) reviews numerous empirical studies 

grounded, at least in part, in Mezirow’s theory of transformative learning. Taken together, 

these studies suggest aspects of Mezirow’s theory that seem to receive corroboration and 

dimensions of the transformative experience which do not seem to be addressed 

adequately by his theory. Taylor points to extra-rational, emotional, and spiritual 

dimensions, in particular, as aspects of transformative learning not readily accounted for by 

Mezirow. In addition, several critiques of Mezirow’s theory raise additional questions about 

his framework and indicate a need to explore further this approach to understanding adult 

learning. 

 

Transformation as Development  

The developmental perspective is implicit in Mezirow’s view of transformative learning; 

however, in the work of Larry Daloz (1986) this perspective provides a central or organizing 

framework for understanding transformative learning as growth. Similar to Mezirow (1991) 

and others (e.g., Brookfield, 1986), Daloz sees the need to find and construct meaning 

within our lives as a key factor which motivates adults to participate in formal learning 

experiences. Daloz sees our ability to make sense of our experiences as related to the 

developmental movement of our lives. Many adults participating in formal learning 

experiences find themselves “in between” phases of development, where the meaning 

structures of the old phase seem “frayed” or no longer relevant to their life experiences. 

Movement into new developmental phases requires the adult learner to construct new 

meaning structures that help them perceive and make sense of their changing world. For 

example, the ways in which middle-aged adults made sense of their lives as young adults no 

longer find relevance in midlife. The developmental tasks of this period require the 

replacement of these old ways of meaning-making with ones that are more appropriate to 

the demands that one encounters at this point in life. In so doing, adults let go of old ways 

of making sense of their lives and their sense of self and move toward a new construction of 

self. It is a view of growth and transformation that is clearly grounded in the developmental 

movement that Daloz argues characterizes adult lives, but it is also influenced by the 

sociocultural context of their educational experience. Like Mezirow and Freire, Daloz’ theory 

of transformative learning relies on constructivist views of knowledge and learning. Unlike 

these two theorists, however, Daloz’ explanation of transformative learning depends less on 

rational, reflective acts and more on holistic and even intuitive processes. Transformative 

learning, according to Daloz, seems even more oriented to personal change than Mezirow’s 

theory and less concerned with altering the social structures of inequality and injustice so 

central to Freire’s view of transformation. He articulates the psycho-social and 

developmental context in which much of adult learning seems to take place. Like Mezirow, 

Daloz attempts to spell out some pedagogy-cal implications of this point of view, but he also 
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seems less focused on the development of a transformative pedagogy. Formal educational 

experiences can play a critical role in helping adults recognize this process of meaning 

making and construction. He frames this role of fostering transformative learning within the 

metaphor of the mentor. Daloz’ work focuses largely on adult learning within such higher 

education contexts as adults returning to complete undergraduate degrees. Through his 

stories Daloz shows how both the content and the processes of these learning experiences 

can serve to both disrupt old patterns of meaning and encourage the construction and 

formation of new ways of seeing the self and the world. Adult educators have long linked 

phases of adult development to the practice of adult education, and aspects of this work 

continue in current research. With some possible exceptions (Daloz, Keen, Keen, & Parks, 

1996; Kegan, 1994; Merriam & Clark, 1991), few scholars have elaborated our 

understanding of transformative learning from a distinctly developmental perspective. 

Rather, notions of development and growth are implicitly embedded in a variety of research 

studies that cut across the strands of transformative learning identified here. 

 

Transformation as Individuation  

A fourth strand of transformative learning theory that has received less attention from adult 

educators is represented in the work of Robert Boyd (1991; Boyd & Myers, 1988). Boyd’s 

ideas of transformative learning are embedded within what he calls transformative 

education (Boyd & Myers, 1988). With Daloz and Mezirow, Boyd shares a developmental 

perspective and a commitment to understanding and facilitating personal transformation. 

Like Freire, Boyd also emphasizes the importance of consciousness in adult learning. 

However, because he is working from the perspective of depth psychology, particularly the 

work of Carl Jung, development, consciousness, and transformation hold different meanings 

for Boyd than for these other theorists. His concern is primarily with the expressive or 

emotional-spiritual dimensions of learning and integrating these dimensions more 

holistically and consciously within our daily experience of life. According to Boyd, adult 

learners do this by making the unconscious conscious, becoming aware of aspects of 

themselves of which they are not conscious. Self-knowledge, or knowledge of ourselves and 

the world, is mediated largely through symbols rather than directly through language. 

Symbols are powerful images or motifs that hold considerable significance for us because 

they represent, at an unconscious level, deep-seated issues and concerns that may be 

evoked through the study of content or subject matter. Meaning making involves processes 

of recognizing, naming, and elaborating, within conscious awareness, these images. Through 

these processes learners gain insight into those aspects of themselves that remain hidden 

from conscious awareness yet serve to influence and shape their sense of self, their 

interpretations of their external world, and their day-to-day actions. The goal of 

transformative learning is to identify these images that arise within the learning process and 

to establish an intrapersonal dialogue with them. This dialogue represents a constructive 

relationship between the conscious ego and the less conscious aspects of the psyche or Self. 

Boyd recognizes the ego as only one player in the larger arena of the psyche or Self, one 
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that’s not terribly powerful at that. More significant are the unconscious structures that 

populate the psyche, such as the Shadow, Anima, and Animus. The process of 

transformative learning involves establishing a relationship and ongoing dialog with these 

structures. This dialog is part of a broader process which Jung refers to as individuation, a 

process that is naturally ongoing within us all. Engaging in dialog with these structures is a 

way of participating consciously in the process of individuation. Without such conscious 

participation we are much more subject to compulsions, obsessions, and complexes which 

may be the darker, more unconscious manifestation of the individuation process. For many 

years, dating at least as far back as Anna Freud’s (1947) advice to school teachers and 

parents, scholars have explored education from the perspective of depth psychology. 

Nevertheless, few adult educators have exemplified the commitment that Boyd has shown 

to understanding adult learners and the learning process from this theoretical point of view. 

Despite a lifelong commitment to this perspective, however, Boyd’s work, like that of 

Mezirow and Daloz, lacks a distinct and clearly articulated pedagogical framework. We have 

only rudimentary understandings of what would constitute a pedagogy for adult learners 

that is grounded in depth psychology. Certainly, a critical dimension of such a pedagogy is 

honoring and giving voice to the expressive aspects of our experience, manifest largely in 

symbolic forms within our daily lives. These forms include story, myths, rituals, dance, 

poetry, music, metaphor, images, fantasy, and dreams. We have only just begun to 

understand how these forms are manifest within our work with adult learners and how we 

might better understand their meanings within this context. A few scholars currently are 

working on the meaning of transformative learning within the symbolic or mythopoetic 

tradition, extending Boyd’s initial formulations of transformative learning to a frankly more 

spiritual perspective (e.g., Cajete, 1994; Deems, 1996; Dirkx, 1995, 1997; Nelson, 1997; 

Scott, 1992, 1997). For example, within this perspective Scott (1997 ) explores further the 

role of grief and loss in personal transformation. In some of my own work (Dirkx, 1997), I 

seek to develop a better understanding of the role that fantasy and imagination play in 

transformative learning and how these processes guide learners to deeper understandings 

of themselves in relation to the subject matter or texts they are studying and to their world. 

 

Toward a Transformative Pedagogy  

What can we learn from these different views about the transformation of adult learning 

that aim at fundamental change? What might be our roles as educators within this process? 

These questions are the focus of the discussion in this final section. Central to our 

understanding of transformative learning is the emphasis on actualization of the person and 

society through liberation and freedom. Actualization is constrained through the presence 

of coercive forces or factors within our personal and socio-cultural contexts. These forces 

limit or shape the ways in which we come to understand who we are as persons and 

communities and what might be our best interests. In effect, they constrain the degree to 

which we can be who or what we are. Transformative learning aims at identifying these 

forces and freeing us from their coercive influence through reflection, dialogue, critique, 
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discernment, imagination, and action. Adults are understood to be active, engaged 

participants in the learning process, co-creating or constructing what it is they are learning 

as they learn. Rather than taking in content or subject matter passively, proponents of 

transformative learning consider content and skills as texts that are rendered meaningful 

through the learners’ acting on them within their own particular life contexts. Thus 

transformative learning is essentially a way of understanding adult learning as a meaning-

making process aimed at fostering a democratic vision of society and self-actualization of 

individuals. Some educators, who are informed more by a Freirian perspective, stress the 

significance of social structures and the need to change or transform these structures to 

realize a more just and equitable society. Others, guided by more individual perspectives, 

argue that personal transformation precedes any meaningful, sustained social change. 

Nevertheless, scholars within each of the views outlined here all agree on the need for both 

personal and social change as a means of enhancing freedom within our lives. The research 

and theory in transformative learning clearly illuminates the rich, multi-focal, multilayered 

nature of adult learning. When we as educators are guided by overall aims of fundamental 

change, our teaching, planning, or evaluation are framed from this perspective of learning 

experiences. Acquisition of skills and other forms of instrumental knowledge can be and 

often is associated with broader processes through which adults name, reflect on, and 

reconstruct aspects of their experiences. Learning to read, to acquire job-specific skills, or to 

keep current within one’s profession can also provide opportunities to name, reflect on, and 

reconstruct various aspects of one’s self and one’s relationship with the world. All four of 

these strands underscore the importance of meaning in the process of learning and the role 

of adults in constructing and making that meaning within the learning experience. 

Knowledge is not viewed as something “out there” to be taken in by the learners. Rather, it 

arises within the social acts of trying to make sense of novel experiences in the day-to-

dayness of our lives. To be meaningful, what is learned has to be viewed as personally 

significant in some way; it must feel purposive and illuminate qualities and values of 

importance to the person or group. This literature suggests, however, that adult learning 

involves more than enhancing or elaborating our existing ways of making sense of the 

world. Rather, learning can contribute to fundamentally new ways of seeing and 

understanding our experiences. Through educative experiences learners engage and 

confront novel situations which question their existing assumptions, beliefs, values, or 

images of themselves or the world. Through environments that are both supportive and 

challenging, learners work together with each other and with the educator to construct 

visions that are more meaningful and holistic, that lead them to deeper engagements with 

themselves and the world. Through connectedness with community transformative learning 

leads paradoxically to a deeper sense of one’s self as a person. Each of these views of 

transformative learning also stress the importance of a dialectical relationship of self and 

society within the learning experience. Various forces and dynamics within society need to 

be understood from one’s personal experience and context. These four strands teach us 

that the self is intimately involved in the process of adult learning. When learning is 
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significant, we are dealing with questions of meaning, values, quality, and purpose. Such 

questions naturally draw into the learning process our sense of who we are and what our 

relationship is with the world. This idea of the self s involvement in the learning process is 

not surprising to most of us who were socialized into the field through the work of Malcolm 

Knowles, yet the self that comes through in these perspectives is more than a seeker of 

information, of solutions to life’s problems. The self here is active, with a strong sense of 

agency, acting on and often creating the worlds which it inhabits. It is a reflective, dialogical, 

expressive, and deeply emotional and spiritual self that constructs and re-constructs itself 

through experiences of learning. However, a full understanding of one’s personal situation 

depends on a deeper understanding of the social, political, and cultural context in which one 

lives. In order to foster transformative learning we must understand the self of the learner 

in context. None of these views suggest that the self can be understood wholly apart from 

these contexts. The self is intimately bound up with and a part of these broader contexts. It 

is in dialectical relationship with them. When persons are learning to read, for example, 

what reading comes to mean for these learners and the significance of the content will 

depend both on their own biographies and their present social, economic, and political 

context. Again, which dimensions of this relationship are stressed will vary depending on 

one’s perspective, but each of these views of transformative learning reflect a complex, 

transactional relationship between the individual and the context of his or her life. Thus 

learning is dependent not only on the specific matter to be acquired but also on the ways in 

which the self-social context informs and influences how we come to define the meaning 

and nature of this content. 

 

 

● Economic Benefits of Adult Education 

Adult learning can improve employability and income, which is a key pathway to realizing a 

range of other benefits. For example it enables people to some extent, to choose and shape 

the context in which they live and work and even increase their social status. 

Adult education is a very good way to help sustain and improve society; it is relatively low 

cost and can easily be justified by it’s many benefits. 

 

However, in recent years government funding for adult education courses has plummeted. 

In 2009 the Tertiary Education Minister Steven Joyce said that although adult education 

courses benefited students, it was a question of whether taxpayers should foot the bill. 

Joyce said: “We support continuing education and will continue to support courses that 

deliver clear economic benefits. We simply cannot justify spending millions of dollars of 

taxpayers’ money on courses that do not clearly deliver these benefits.” 
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First, why does everything have to have an economic benefit, what about social and 

environmental benefits? The reason we pay taxes for a variety of infrastructure, services 

and amenities is that they would otherwise not be available in a purely commercial system. 

 

Second, many adult education classes teach skills that support self-sufficiency. Courses that 

teach cooking, clothes-making, DIY, gardening, exercise, yoga, natural health care, and 

meditation all help improve the well-being of people. Being self-sufficient does not show up 

in measures of GDP though, so it is not valued by policy-makers. 

 

Third, it can be argued that all education has an economic benefit either directly and/or 

indirectly. Adult education courses offer benefits far beyond short-term returns on 

investment. A quick look at any adult education programme will show courses that increase 

people’s competence, confidence, self-sufficiency and general well-being. In purely 

economic terms this means that people are more productive because they are healthier, 

motivated and more competent. 

 

In addition to learning opportunities, adult classes also provide people with opportunities 

for social interaction, networking, collaboration and sharing, all of which help the health of 

the economy and of society in general. 

A basic issue is the question of what changes are affected by learning interventions. The 

changes are not limited to the individual. Adult learners can in turn initiate changes in the 

wider sense, by affecting the home/family, work and community contexts that they engage 

in. There is a deeply rooted belief that adult learning has the potential to create personal, 

economic and social value. This value can accrue to a variety of actors: to the learner, to 

other private interests such as a current or future employer, and/or to society at large. In 

short, individuals, employers and governments invest in adult learning with an expectation 

that there are benefits of different kinds to be realized. 

 

Benefits can be categorized in a number of ways: cognitive or affective; psychological or 

behavioural; job- or leisure-related; expected or unexpected. The notion of wider benefits 

usually refers to a mix of external, public and non-monetary benefits. The term social 

benefits is often used to refer to a similar range of effects (Behrman and Stacey, 1997; 

McMahon, 1999; Wolf and Haveman, 2001; Psacharopolous, 2006), although it does not 

include private non-monetary benefits as in the notion of wider benefits as used by some 

authors (eg, Schuller et al., 2001; 2004). 

Benefits that do not necessarily accrue to individuals (or other private interests such as 

firms) making the decisions to invest are referred to as external. They are external because 

they are not taken into account when deciding to invest, even if they might be expected. 

The presence of external benefits provides justification for public policies that foster adult 

learning (Desjardins et al., 2006). Otherwise there may be under-investment from the 
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standpoint of public policy. External effects are commonly associated with public or societal 

effects because they tend to be nonexclusive (Lucas, 1988). 

The notion of wider benefits can also encompass non-monetary benefits which occur at 

both the private or public levels. Private individual level non-monetary benefits are valued 

by the individuals who take up the adult learning but these are not directly exchangeable on 

markets and hence have no direct monetary value. Examples include the entertainment or 

consumption value of learning, health and life satisfaction, improved family life. In contrast, 

public benefits are those benefits to members of society other than the learners 

themselves. Non-monetary examples of public benefits include crime reduction, trust, social 

cohesion, political stability and a well functioning democracy. 

Table 1 highlights examples of each private-public and monetary-non-monetary  

combinations. 

Public monetary examples include reduced health and social transfer costs. These various 

benefits are not independent of each other (McMahon, 1999). For example, a private  

monetary return can in turn lead to the private non-monetary return of improved 

individuals and family health — which in turn can lead to the public monetary return of 

reduced public expenditures on health care. 

 
 

Channels through which adult learning can affect outcomes 

Effects on economic positions and resources 

Adult learning can improve employability and income, which is a key pathway to realizing a 

range of other benefits. Adults with a record of adult education and training are less likely to 

be unemployed and more likely to experience wage growth (OECD, 2005: 35). This can 

translate into improved personal satisfaction and autonomy; personal health and security; 

and quality of child rearing. It can generate resources (time, money) for engaging in social, 

civic and political activities, which in turn are key elements for democratic processes; 

solidarity and social cohesion; human rights and peace; equity, equality and the absence of 

discrimination; and ecological sustainability – all important dimensions of a well functioning 

society (Gilomen, 2003). Further, it can reduce inclinations toward criminal and anti-social 

behaviour by meeting basic needs of subsistence and improving chances for a successful life 

(Feinstein, 2002). The instrumental effect of education on income and wealth therefore 

feeds through into intrinsic benefits such as better health. 
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Effects on the self 

Learning can develop skill and cognition and can modify the traits and behaviour patterns of 

adults (OECD, 2007). Educational experiences can also serve an enlightenment function 

(Lauglo and Øia, 2006). They can promote tolerance of and respect for other groups (Turner, 

1991), and in turn social cohesion. Many learning experiences make people aware of others 

around them and the complex processes involved in society (Pring, 1999), creating an 

interest to take part in the processes of social change. This also promotes an awareness of 

the value of investing in the future as well as an awareness of risks by providing an insight 

into the trade-offs among costs and benefits occurring at different points in time, which in 

turn influences a range of choices and behaviours, for example regarding healthy lifestyles 

(Feinstein et al., 2006). It can also develop psycho-social capabilities such as resilience that 

help to cope with adversity (Schoon & Bynner, 2003). Resilience has been empirically linked 

to a set of internal attributes (i.e., autonomy, problem solving skills, a sense of purpose and 

future, and social competence), all of which are plausibly affected by continued learning 

(Howard, Dryden & Johnson, 1999). Effects on other psychological characteristics include 

self efficacy (the belief that the self can influence the world around them) and external 

efficacy (the belief and trust that others will respond to one’s own actions). 

In summary, learning experiences can lead to wider benefits by directly: shaping what 

people know; developing competencies, which help people use their knowledge to yield 

benefits for themselves and society; and cultivating values, attitudes, beliefs, and 

motivations that foster the potential for generating wider benefits. There is also a potential 

for negative effects, particularly where access to learning opportunities is unequal and 

where provision is injurious to self-concepts, learning and development. 

 

 

 

Effects on social position 

The channels described above share the assumption that education affects outcomes by 

directly changing the self. A distinctly different mechanism suggests that education’s impact 

is indirect, and operates by changing the position of the individual in the hierarchy of social 

relations (Verba, Nie and Kim, 1978; Campbell, 2006; OECD, 2007). The main premise is that 

the relative position of individuals in a social hierarchy is largely a function of access to 

learning opportunities, and education’s primary effect derives from its ability to locate 

people in this hierarchy. This can be called the positional or relative effect. For example, 

Campbell (2006) finds that certain social outcomes fit this model best, namely participating 

in politics: belonging to a party, or seeking to influence politics via lobbying. His findings 

imply that an across the board increase in adult learning participation preserving overall 

inequality may do little to increase political participation. 

Or education may help people to better health by enabling them to secure access to health 

treatment ahead of those below them in the pecking order. 
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Thus learning may benefit individuals by increasing (or preserving) their social status. 

However the benefit to the wider community may be nil or even negative, so that the 

benefits to some are achieved at the expense of others. This is far from hypothetical: to the 

extent that education accentuates rather than mitigates inequality, its overall net impact on 

health and other outcomes may well be negative. 

 

Effects via context 

Adult learning can also have an impact on the role of contexts. Contexts refer to family, 

work or community settings, where individuals have varying but always limited or bounded 

agency. Adult learning may influence the structural conditions of choice and opportunity as 

well as the distribution of resources (especially through collective agency). It therefore 

enables people, to some extent, to choose and shape the contexts within which they live 

and work, and the peers they associate with. Peer effects are potentially extremely strong, 

to positive and negative ends. 

 

Effects on health 

Recent studies highlight the significance of the relationship between education and health 

outcomes (OECD, 2007; Feinstein et al., 2006). Typically, health professionals have 

interpreted the association more narrowly as a marker of socio-economic status. Findings 

now indicate that there are sizeable differences in health for those with different levels of 

education and that these are partly due to the effects of education and not solely to 

differences that precede or explain education, such as socio-economic status. For example, 

Ross and Mirowsky’s (1999) findings suggest that education has health effects at all levels of 

income. Using rigorous methods, Spasojevic (2003) suggests that the effect of education on 

health is at least as great as the effect of income. An extensive review of the evidence on 

the direct effects of education concluded that independent of economic position, those with 

more years of schooling are substantially associated with better health, well-being and 

health behaviours (see Feinstein et al., 2006). In some cases, the evidence is particularly 

robust and suggests causality. 

By combining findings from the National Child Development Study in the UK with a series of 

insights from biographical case studies collected by the Centre for Research on the Wider 

Benefits of Learning, Feinstein et al. (2003) (also see Bynner and Hammond, 2004; Feinstein 

and Hammond, 2004; Bynner 2001) provide a rare analysis of the extent and nature of the 

wider benefits of adult learning. They find that adults who took at least one course between 

the age of 33 and 42 are more likely to have given up smoking, increased their level of 

exercise, and increased their life satisfaction. According to the authors, such improvements 

can in turn lead to economic return, by reducing pressure on health services, and thus offer 

a return to the taxpayer and the economy more generally. 

All types of courses were linked to an increase in exercise, but the marginal effects were 

larger for academic and leisure related courses than vocationally oriented courses. Further, 

leisure courses appear to have a more important effect among adults who did not complete 
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secondary schooling qualifications. One possible rationale for this latter observation is that 

the path to an increased sense of self-value and empowerment (psychological attributes 

that help people lead healthier lives) via learning, depends partly on previous learning 

experiences. Many adults who have not completed secondary schooling will have 

experienced academic difficulties and even failure; therefore, for some adults, an alternate 

sequencing of different types of learning may be necessary to build up a positive attitude 

toward learning and to avoid negative overall effects to psychological well being. 

The biographical data, complemented with statistical results, strongly suggests that adult 

learning features as an important element in positive cycles of development and 

progression, and that there are cumulative effects associated with learning that occur in 

reinforcing sequences. 

 

In a separate study using the British Household Panel Survey, Sabates and Feinstein (2006) 

estimate the effects of adult learning on the take-up of preventative health services. Using a 

model to predict changes in the levels of uptake of screening, they simulate the impact of 

whether 100,000 women were enrolled in adult learning on cervical cancer prevention. 

Adult learning is associated with a 2.2 percentage point increase in the probability of 

utilising screening. Using statistics on the smear tests analysed in 2002 in the United 

Kingdom and the claim by health officials that cervical screening can prevent 80 to 90 

percent of cancer cases in women who attend regularly, the authors estimate that about 

116 to 134 cervical cancers would be prevented for every 100,000 women in adult learning. 

 

Effects on civic and social engagement 

Adult learning can be instrumental for many in providing aptitudes that are useful for civic 

living and contribution. Svensson (1996:62) found that the majority of participants in study 

circles (a form of adult popular education in Sweden) believe that they develop useful 

knowledge from participating. Civic skills acquired through non-political channels, including 

on the job and in voluntary associations, are an important predictor of whether someone is 

politically engaged (Verba, Schlozman, and Brady, 1995; SOU, 1996:47). Having skills 

motivates people by instilling a sense of agency – skills make people feel like they have 

something to offer in the civic and social realm. Further, adult learning that takes place in 

the civic realm has been linked as an important contributor to the sustenance of democracy 

(Larsson, 1999). 

The same study that was introduced above, Feinstein et al. (2003), also explored the effect 

of adult learning on a range of civic and social outcomes. They found that adult learning has 

a pervasive impact on social and political attitudes, especially among adults who participate 

in courses that are academically oriented. The suggestion is that these types of courses are 

most suited for ‘opening minds and challenging previously held beliefs’. Effect sizes of 

academically oriented adult learning on racism and political cynicism are on the order of 

about -.07 to -.10 and -.03 to -.065, respectively (Preston and Feinstein, 2004, p. 25). Some 

respondents to the biographical field work indicated that learning experiences led to a 
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greater understanding of people from different backgrounds. Even though social and 

political attitudes are thought to be fairly stable by mid-adulthood, adult learning was found 

to have normatively beneficial effects on most of the attitudes considered on a magnitude 

of up to 5 percentage points, representing up to a 34% change from the baseline level 

predicted for those who did not participate. Overall, their findings link adult learning to 

increased racial tolerance, a reduction in political cynicism, a higher inclination toward 

democratic attitudes, and a higher level of political interest. 

Bynner and Hammond (2004) report findings which suggest that participation in adult 

education courses is linked to higher levels of civic and political participation, including 

increased membership in groups and voter participation. Those who participate in one or 

two courses are about 34% more likely to become a member of an association and 13% 

more likely to begin voting compared to all those who abstained in the previous election. In 

contrast to its effects on attitudes, it is leisure oriented courses that have the most 

significant impact on civic and social participation, especially among adults who have not 

completed secondary schooling. From the biographical accounts, it is those adults who are 

most initially isolated and lacking confidence that ascribed significant changes in their social 

activity to adult learning participation. In Sweden, Svensson (1996) found that at least 33% 

indicate that their motive for participating in study circles was to meet others. 

Despite the link to increased social activity, less has been said about the effects of adult 

learning on the intents and purposes, or other qualitative aspects of different groups or 

networks (Emler and Frazer, 1999). Using the same biographical data from the Centre for 

Research on the Wider Benefits of Learning, Preston (2004) demonstrates that learning 

experiences may not only lead to an expansion of social networks, but can also cause their 

relocation and dissolution, albeit in such a way as to maintain improvements in well being. 

He linked adult learning to increases in self confidence and self worth, which helps to 

motivate individuals in removing themselves from unhealthy or even dangerous 

relationships. 

 

● Description of Soft Skills 

 

Hiring managers typically look for job candidates with both specific hard skills and soft skills. 

Hard skills are job-specific skills and knowledge you need to perform a job. But what are soft 

skills and how do they differ from hard skills? 

 

Hard skills are skills you can gain through education, training programs, certifications, and 

on-the-job training. These are typically quantifiable skills that can be easily defined and 

evaluated. For example, a hard skill for an IT professional might be computer programming, 

while a hard skill for a carpenter might be a knowledge of wood framing. 
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Soft skills, on the other hand, are interpersonal (people) skills. These are much harder to 

define and evaluate. Soft skills include communication skills, listening skills, and empathy, 

among others. 

 

Soft skills are the personal attributes, personality traits, inherent social cues, and 

communication abilities needed for success on the job. Soft skills characterize how a person 

interacts in his or her relationships with others. 

 

Unlike hard skills that are learned, soft skills are similar to emotions or insights that allow 

people to “read” others. These are much harder to learn, at least in a traditional classroom. 

They are also much harder to measure and evaluate. 

 

Soft skills include adaptability, attitude, communication, creative thinking, work ethic, 

teamwork, networking, decision making, positivity, time management, motivation, 

flexibility, problem-solving, critical thinking, and conflict resolution. 

 

Hybrid skills are related to soft skills in that they include a combination of non-technical and 

technical skills. 

 

Soft skills are personality traits and behaviors. Unlike technical or “hard” skills, soft skills are 

not about the knowledge you possess but rather the behaviors you display in different 

situations. 

 

What are soft skills? 

Soft skills are any skill or quality that can be classified as a personality trait or habit. 

Interpersonal skills and communication skills are more specific categories of soft skills that 

many employers look for in job candidates. 

There are many soft skills that you could list on your resume or cover letter. Some of the 

most sought-after soft skills include: 

 Effective communication skills 

 Teamwork 

 Dependability 

 Adaptability 

 Conflict resolution 

 Flexibility 

 Leadership 

 Problem-solving 

 Research 

 Creativity 

 Work ethic 

 Integrity 
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Broad types of soft skills, which you can read more about below, include: 

 Communication 

 Problem-solving 

 Creativity 

 Adaptability 

 Work ethic 

Why are soft skills important? 

Soft skills play an important role in resume writing, interviewing, and finding success in 

communicating with people at work and in other areas of your life. For example, as you look 

for jobs, you may find that many employers list specific soft skills on their job posts in the 

“required” or “desired” sections. A job posting for a Human Resources associate may list 

“attention to detail” as a desired trait, while a job for a Marketing Specialist could list 

“leadership” and “great communication skills”. 

Soft skills are often transferable across careers and industries. As a result, you may find that 

you possess many of the required traits even if you don’t match the exact profile in a job 

description. As you search for jobs, pay special attention to posts calling for candidates with 

soft skills or traits you possess. Even if the job title isn’t a great fit, you may find that the 

description makes sense for you. As you progress through the job search process, keep your 

resume updated to reflect soft skills most relevant to the jobs you’re applying for. 

You may also find it helpful to consider how you might showcase your soft skills in an 

interview. While you can display some skills like good communication, you may consider 

weaving others into your answers to interview questions. For example, you might talk about 

your problem-solving skills when answering a question like, “Tell me about a time you 

overcame an obstacle.” If the employer prompts you to provide references, think of those 

that can speak to examples that verify your soft skills and other strengths. 

Soft skills list and examples 

Because soft skills are often innate personality traits, you already possess several 

marketable soft skills that will help you get and be successful in a job. Though many are 

formed with your personality, soft skills can also be learned and developed with practice 

and experience. Here are a few examples of key soft skills and how those skills can enhance 

your performance during and after the job search process. 

1. Communication 

Effective communication skills will be helpful through the interview process and in your 

career overall. The ability to communicate involves knowing how you should speak to others 

in different situations or settings. For example, when working with a team on a project, you 

may need to communicate when you believe an idea or process ineffective. Finding a way to 

tactfully and skillfully disagree with others on the job without creating conflict is an 

important skill that employers value. 

Related communication skills: 

 Active listening 

 Confidence 
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 Conflict resolution 

 Organization 

2. Problem-solving 

Employers highly value people who can resolve issues quickly and effectively. That may 

involve calling on industry knowledge to fix an issue immediately as it occurs, or taking time 

to research and consult with colleagues to find a scalable, long-term solution. 

Related problem-solving skills: 

 Creativity 

 Research 

 Risk management 

 Teamwork 

3. Creativity 

Creativity is a broad ability incorporating many different skill sets including other soft skills 

and technical skills. Employees with creativity can find new ways to perform tasks, improve 

processes or even develop new and exciting avenues for the business to explore. Creativity 

can be used in any role at any level. 

Related creativity skills: 

 Curiosity 

 Learning from others 

 Open-mindedness 

 Taking calculated risks 

4. Adaptability 

How easily do you adapt to changes? If you’re working in a technology-driven field or 

startup, adaptability is especially important. Changes in processes, tools or clients you work 

with can happen quickly. Employees who are capable of adapting to new situations and 

ways of working are valuable in many jobs and industries. 

Related adaptability skills: 

 Consistency 

 Organization 

 Optimism 

 Flexibility 

5. Work ethic 

Work ethic is the ability to follow through on tasks and duties in a timely, quality manner. A 

strong work ethic will help ensure you develop a positive relationship with your employer 

and colleagues, even when you are still developing technical skills in a new job. Many 

employers would rather work with someone who has a strong work ethic and is eager to 

learn than a skilled worker who seems unmotivated. 

Related work ethic skills: 

 Attention to detail 

 Integrity 

 Persistence 
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 Time management 

How to improve your soft skills 

Many employers value strong soft skills over technical skills because they are often 

personality traits developed over a lifetime and can be difficult to teach. That being said, 

anyone can improve their soft skills with experience and practice. For example, you may find 

that an employer is seeking someone skilled in conflict resolution. While you may be 

naturally skilled at effective communication, it may help to practice working through 

conflicts with others. 

Here are several ways you can improve your soft skills: 

1. Pick a skill you want to improve and practice it consistently. 

You can improve any soft skill if you make it a practice. Most soft skills are a matter 

of routine. For example, you can practice dependability both on the job and at home 

by improving punctuality (showing up to work or events on time or early, for 

example) and starting on projects at work earlier so you can complete them ahead of 

schedule. 

2. Observe and mimic the positive soft skills you see in others. 

There are likely professionals you know or work with who have strengths in various 

soft skills. You may be able to develop integral soft skills by observing the practices 

of others and incorporating them into your own daily routine.  

You may find, for example, that effective communicators often write down notes when 

others are talking during meetings. Quite often, this helps them organize their thoughts so 

they are prepared to ask and answer important questions. This is also an active listening 

practice that may be good to utilize as part of your own work. 

3. Set milestone goals to improve soft skills 

Set specific, measurable goals by carefully reading your performance reviews at work 

or asking trusted friends and colleagues for constructive criticism. This can help you 

to both identify key areas of improvement for goal setting and areas of strength to 

highlight on your resume and in interviews. You can prioritize which soft skills to 

work on based on those that you need to get a certain job or move up in a career 

you already have. 

4. Find resources to help you learn 

You can find several resources to help you learn tactics for improving the soft skills 

you want to focus on like books, podcasts or online classes. While some require 

payment, many are free of cost and can be accessed at any time. You might try out a 

few different types of resources to see which are best for your learning style. 

 

Why Employers Care About Soft Skills? 

It’s easy to understand why employers want job candidates with particular hard skills. After 

all, if you are hiring a carpenter, he or she needs skills in carpentry. 

https://www.indeed.com/career-advice/career-development/setting-goals-to-improve-your-career
https://www.indeed.com/career-advice/career-development/learning-styles-for-career-development
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However, soft skills are important to the success of almost all employers. After all, nearly 

every job requires employees to engage with others in some way. Therefore, being able to 

interact well with others is important in any job. 

 

Another reason hiring managers and employers look for applicants with soft skills is because 

soft skills are transferable skills that can be used regardless of the job at which the person is 

working. This makes job candidates with soft skills very adaptable employees. 

 

Also, because soft skills are acquired over time—as opposed to those acquired in a short 

time during a class or training program—people with soft skills are often seen as having 

unique and broad backgrounds that can diversify a company and help it run more efficiently. 

Soft skills are particularly important in customer-based jobs. These employees will typically 

be in direct contact with customers. It takes a number of soft skills to be able to listen to a 

customer and provide that customer with helpful and polite service. 

 

 

Some of most important SOFT SKILLS for a Job 

Personal responsibility / organizational skills: 
Being able to take personal responsibility is a skill required of all employees. This means that 

you can do your work independently. You are able to not have to get approval for 

everything you do. Due to personal responsibility, you can assess situations and 

consequences independently. 

Communication Skills: 
Listen carefully. Don’t interrupt anyone during meetings or talk amongst yourselves. phrase 

messages in such a way that colleagues and customers understand what you mean , and 

appear trustworthy. In addition, you should always pay attention to facial expressions and 

gestures in personal conversations. You should also be mindful of you language in writing 

because you represent the company.  

Multiculturalism: 
Multiculturalism is the way in which a society deals with cultural diversity, both at the 

national and at the community level.  

Teamwork: 
Be sure to work with your coworkers, not against them. Most job advertisements require 

this skill. The best solution for the company can be worked out as a team. Make criticism 

constructive, don’t be rude. If your idea is criticized, take this criticism on board, even if it is 

not always easy. 

Empathy: 
You can put yourself in somebody else’s shoes and understand their thoughts and 



45 

feelings.Empathy is important to be able to deal with colleagues and coworkers better, to 

avoid conflict situations, and to achieve meaningful goals together. 

Time management: 
Time management is a goal of great importance, both privately and professionally. When 

you manage your time well, you make sure that you meet deadlines. You can also avoid 

unnecessary stress. Time management is associated with resilience and organizational skills. 

Media literacy: 
New digital media are an integral part of our world, even in daily working life. As a result, 

more and more employers are looking for employees who can handle media. Reflective use 

is what plays an important role - this mans that you use media in a purposeful and 

responsible way. 

 

Why soft skills are important 

Appropriate soft skills play an important role in a successful career as well as during social 

interactions in the society. These skills are also highly sought after by employers recruiting 

fresh graduates  

In today’s workforce there is a widespread belief, that personal ‘soft skills’ have become 

increasingly valued by employers. While earlier it was accepted that organisations 

traditionally hired employees for their technical or functional skills, today employers place 

greater emphasis on less tangible qualities such as; good communication skills, 

cooperativeness, flexibility and a positive attitude. 

Is this factual? Are employers leaning towards appreciating the values of interpersonal skills, 

leadership and communication skills, when compared to other competencies such as; 

statistical analysing or cyber security, etc. 

A recent study done by Professors from University of Michigan, Harvard and Boston College 

are of the view that proper soft skills training has a positive impact in a workplace outcome 

such as; productivity, retention, job satisfaction and most importantly professionalism. The 

ultimate benefits are showcased in an increased return on employer investment and 

leadership development in a sustainable way. 

A great start to initiate this unique skill development, would be to focus on our own young 

generation who seek employment in the corporate world and Government services. We 

hear constant criticism about the service sector especially in the Government and 

interestingly sometimes in the corporate world, including banking. A skill set in particular; 

listening, collaboration, presenting ideas, following ethics and communicating with teams 

and customers is highlighted as an invaluable asset.  

A well-developed personality, with strong soft skills could ensure a healthy work 

environment; a vital attribute for any organisation in an increasingly competitive world.  

What are soft skills and why are they so important in today’s world?  
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Soft skills relate to intangible qualities and are often an inherent part of one’s personality. 

Soft skills which bring about character traits and qualities are; Personality development with 

effective interaction with others, Attracting and retaining clients, Honing abilities to resolve 

conflicts effectively, Effective networking abilities, Etiquette awareness, Ability to handle 

projects more smoothly and effectively, Capitalising on strengths, Engaging with passion 

instead of weaknesses and through it all gaining confidence – these all are invaluable traits 

in today’s business world. 

For those who need to develop such skills in employees, an ideal first step towards personal 

development, would be to identify and acknowledge the areas in your organisation, which 

need improvement. This can easily be done through reflection and self-assessment – it’s an 

evaluation of your business performance insufficiencies or through feedback.  

Because soft skills encompass a fairly a large category, there are many ways to enhance 

these skills. Consider having a good mentor for your staff who can provide constructive 

feedback and model appropriate skills. If your requirement is on improving communication, 

then courses in subjects such as public speaking and effective presentation skills will be very 

useful.  

 

Post awareness will require creating a plan of action for progress that aligns with and 

supports your business plan.  

Technical vs. Soft Skills 

Simply put, technical skills are relatively easy to manifest, such as ones used in particular 

jobs or cluster of jobs. However on the other hand, skills which are transferable, employable 

and generic including, personal competencies are what one would use in a wide variety of 

situations in today’s world.  

A recently conducted survey done by the Wall Street Journal revealed that today’s 

corporate world would look for the attributes mentioned below rather than direct technical 

competencies in fresh graduates. These include; Effective communication, Adoptability – 

working with different teams, Embracing change, Quick learners, Taking initiatives, an Open 

and positive mind set, Computer literacy and presentation skills, Well-versed in general 

Knowledge including world affairs and have a Proper dress sense, be groomed individuals 

with business etiquette. 

In my view, the above skill set requirements are also applicable to all our Sri Lankan youth 

and working professionals. We need to ask ourselves, do our teams carry these skills? Can 

they be improved? Will it result in a significant impact for the organisation? 

In conclusion, although it may seem deceptively simple, and we think that we carry these 

values, we all need a little bit of tweaking in our professional life. After all, the mainstream 

of soft skills is bolstered by enthusiasm, positivity and confidence. 
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How Soft Skills Training Benefits Your Business 

When it comes to training in the workplace, soft skills are often overlooked because they’re 

not as tangible as something like project management or working with software. Therefore, 

training someone on developing these crucial business skills is harder to deliver and 

measure results on. 

Although it may be harder to deliver this type of training, it’s also more important than ever. 

The businesses that invest in soft skills training for employees are the ones growing in 

revenue and leading their industries. In these times of change and uncertainty, providing 

training content that helps your employees develop their soft skills proves you’re 

committed to seeing a bright future for your organization, and for them as individuals. 

When your employees are able to align their personal goals with your business goals, you’ll 

start seeing increases in business results across the board. 

One study from MIT Sloan found that a controlled, 12-month trial of soft skills training in 

five different factories yielded a 250% ROI in just eight months. Their training on soft skills 

like problem solving and decision making boosted productivity, made complex tasks more 

efficient, and improved employee attendance. 

Demonstrating your commitment to developing employees on a deeper level puts your 

organization on the fast track to gaining and sustaining high employee engagement, and 

that particular benefit affects every part of your business. 

The positive results you can see from soft skills training are virtually endless – check out our 

online learning library to get started boosting your business results! 
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Communication 

1. Tell me about yourself in 2 sentences. 

2. Explain to your 95-year old grandmother what you do for a living. 

3. Use up to 5 sentences to sell me a pencil. 

4. Your colleague is publicly belittling your work achievements. What do 

you do? 

5. Do you prefer written or verbal communication? 

6. Which one is more important to you and why: to be a good listener or 

a good communicator? 

Teamwork 

7. Which one do you prefer and why: teamwork or working alone? 

8. How important are team events for you? 

9. Tell me how you would overcome a situation where a team is doing badly because 

members aren’t getting along. 

10. Your teammates are all in agreement on how to approach a task but you disagree. How 

do you react? 

11. What does team spirit mean to you and how would you go about building it? 

12. How would you deal with a teammate who wasn’t doing their share of work? 

 

Leadership 

13. You know your manager is 100% wrong about something. What do you do? 

14. Your team members are quitting one after another. What do you do? 

15. How do you go about delegating responsibilities to a team? 

16. What do you expect from a manager? 

17. Your company is in financial difficulties and you have to cut down salary costs. How 

would you decide who to fire? 

 

Flexibility/adaptability 

18. What is the most difficult change you’ve encountered in your career? 

19. Do you like surprises? 

20. How do you go about rearranging your schedule if something unplanned occurs? 

21. Give me an example of when you’ve had to deal with a short notice request. 
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22. Do you like routine work? 

 

Problem-solving 

23. Give me an example of when you’ve successfully solved a problem. 

24. Give me an example of a time when you’ve had to be creative or unconventional in 

solving a problem. 

25. Tell me about a time when you had to analyze information to successfully solve a 

problem. 

26. Tell me about a time you identified a problem and solved it in its early stages. 

27. Describe a time when you had to solve a problem in a crisis. 

 

Creativity 

28. If your life was a book, what would it be called? 

29. How would you spice up meetings to boost creativity? 

30. Give me an example of a business being creative in order to be successful. 

31. In what ways have you encouraged your work team to be more creative and innovative? 

 

Interpersonal skills 

32. What are the key ingredients to building good relationships with others? 

33. How do you deal with situations where there is tension between you and a colleague? 

34. Describe how you would communicate difficult or unpopular information to someone? 

35. Tell me about a time when you built a good relationship with someone you didn’t 

particularly like. 

 

Time management 

36. Do you multitask? 

37. Which one better describes you: ‘done is better than perfect’ or ‘everything has to look 

perfect’? 

38. How do you prioritize your work if you have a number of looming deadlines? 

39. Tell me about a time when you’ve struggled to meet deadlines. What did you do? 
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40. Your manager assigns you a big task right before the end of the day. How would you 

reply? 

 

Work ethics 

41. Do you tend to work over-hours? 

42. What are the most important ethics in the workplace? 

43. Give me an example of when you faced an ethical dilemma at work. 

44. What would you do if you discovered a manager was breaking company rules? 

45. You get your work done sooner than expected. Do you allow yourself a free afternoon or 

are you going to ask for more tasks? 

 

Customer service 

46. Give an example of how you have dealt with an unsatisfied customer. 

47. What steps do you take to gain a customer’s trust? 

48. Give an example of a time when you went the extra mile to give good customer service. 

49. How would you deal with a customer who you felt was becoming unreasonable? 

 

Further reading suggestion: How To Hire Customer Service Managers 

 

Motivation and enthusiasm 

50. How do you stay motivated when working alone on a project? 

51. How do you stay motivated when working on a project that doesn’t interest you? 

52. How do you generate enthusiasm on days when you’d prefer not to be at work? 

53. How do you deal with colleagues who are lacking in enthusiasm? 

54. Which one of these is the most important aspect for you at work? Career development, 

perks, and benefits, salary, or nice coworkers? 

55. What do you hope to achieve during your first six months here? 

 

Organizational skills 

56. Give an example of when your planning led to effective results. 
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57. How do you stay organized when you are working on multiple projects? 

58. How do you keep track of your progress when working on projects? 

59. How often do you go to your desk, files and electronic files to clear out what you no 

longer need? 

 

Negotiating 

60. Describe a difficult negotiating situation you’ve been in. What was the outcome? 

61. How would you change an institutional “this is how we always do it” attitude if you felt 

there was a better approach? 

62. How would you go about negotiating something with a manager or supervisor? 

63. What is the most effective technique for winning someone over when negotiating? 

 

Strategic planning 

64. What is your understanding of strategic planning? How does it differ from everyday 

planning? 

65. Tell me about a time when you planned and executed a large project. What were the 

outcomes? 

66. How do you set long-term goals for your team? How do you evaluate performances? 

 

Handling feedback 

67. Explain what constructive criticism means to you. 

68. Your team lead tells you’ve done a poor job. How do you respond? 

69. Give an example of a time when you used feedback to improve your performance. 

70. How do you prefer to get feedback from your manager: through formal performance 

reviews or daily/weekly meetings? Why? 

 

Conflict resolution 

71. Give me an example of when you have successfully resolved a conflict in a professional 

situation. 

72. How do you deal with differences of opinion in the workplace? 

73. What steps would you take to resolve a heated conflict that broke out between two 

members of your team? 
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74. How would you go about calming a colleague down if you could see that their anger was 

likely to cause trouble? 

 

Handling stress 

75. What are your techniques for handling stress? 

76. Tell me about your most stressful work situation. How did you deal with it? 

77. What are good ways of preventing things from getting too stressful in the first place? 

78. What work-situations get you most stressed? 

 

Decision-making 

79. Give an example of when you’ve had to make a decision under pressure. How did you 

deal with it? 

80. Do you like the responsibility of decision-making or would you prefer to leave it to 

someone else? 

81. What’s the toughest decision you’ve had to make at work? How did you decide? 

82. What do you do if you realize you’ve made a bad or wrong decision? 

83. What do you find are the most difficult decisions to make? 

 

Confidence 

84. Your project fails miserably. How do you deal with it? 

85. Have you ever done something at work through believing in yourself, although your co-

workers or bosses told you not to do it? 

86. What do you do to increase your confidence in situations where it is lacking? 

87. How do you prevent yourself from becoming over-confident? 

 

Cultural fit 

88. Describe the type of work environment in which you are most productive. 

89. What would make you quit a job in the first month? 

90. Have you ever found a company policy unfair or inefficient? If so, what was the policy 

and why? What did you do or what would you do, in this case? 
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Further reading suggestion: How to Make Sure Your New Hire Fits Into Your Remote Team 

Culture 

 

Honesty 

91. Have you ever felt like you are not qualified for a job assigned to you? 

92. What would you do if a colleague confessed a serious misdemeanor to you? 

93. Give an example of a work situation where you felt that it was best not to be honest. 

94. Have you ever been honest even though it’s caused problems for you? What happened? 

 

Analytical skills 

95. Describe a time when you had to solve a problem, but didn’t have all the necessary 

information about it in hand. What did you do? 

96. How do you weigh the pros and cons before making a decision? 

 

Presentation skills 

97. How do you prepare for delivering a presentation? 

98. What would you do if you noticed that your audience looked bored during a meeting? 

99. Describe a time when you had to announce bad news to your team. 

100. When is it appropriate for speakers to use humor? 

 

● Social Media and Communication 

What is Social Media? 

Rather than define the term using a bunch of boring jargon that would probably only 

complicate things further, perhaps the best way to get a clearer understanding of it is to 

break it down into simpler terms. To start, let's look at each word individually. 

The 'social' part: 

Refers to interacting with other people by sharing information with them and receiving 

information from them. 
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The 'media' part:  

Refers to an instrument of communication, like the internet (while TV, radio, and 

newspapers are examples of more traditional forms of media). 

From these two separate terms, we can pull a basic definition together: 

Social media are web-based communication tools that enable people to interact with each 

other by sharing and consuming information. 

Yes, it's a broad definition — but keep in mind that social media is a very broad term. This is 

likely as specific as we can get without zeroing in too much on a more specific subcategory 

of social media. 

Social media is the collective of online communications channels dedicated to community-

based input, interaction, content-sharing and collaboration. Websites and applications 

dedicated to forums, microblogging, social networking, social bookmarking, social curation, 

and wikis are among the different types of social media. 

Key Principles for Social Media Managers: 

● Social media is about conversations, community, connecting with the audience and 
building relationships. It is not just a broadcast channel or a sales and marketing tool. 
 

● Authenticity, honesty and open dialogue are key. 
 

● Social media not only allows you to hear what people say about you, but enables you 
to respond. Listen first, speak second. 
 

● Be compelling, useful, relevant and engaging. Don’t be afraid to try new things, but 
think through your efforts before kicking them off. 

 

Common Social Media Features 

The following list of common features is often dead giveaways of a social media site. If 

you're questioning whether a particular site could be classified as social or not, try looking 

for at least one of these features. 

Personal user accounts:  
If a site allows visitors to create their own accounts that they can log into, then that's a good 

first sign it might be used for some kind of user-based interaction — perhaps social 

interaction. Although it's possible to share information or interact with others online 

anonymously, having to create some kind of user account first is more of a common, 

standard thing. 
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Profile pages:  
Since social media is all about communication, a profile page is often necessary to help 

represent an individual and give them a space to create their own personal brand. It often 

includes information about the individual user, like a profile photo, bio, website, feed of 

recent posts, recommendations, recent activity and more. 

Friends, followers, groups, hashtags and so on:  
Individuals use their accounts to connect with other users. They can also use them to 

subscribe to certain forms of information. 

Newsfeeds:  
When users connect with other users on social media, they're basically saying, "I want to get 

information from these people." That information is updated for them in real-time via their 

news feed. 

Personalization:  
Social media sites usually give users the flexibility to configure their user settings, customize 

their profiles to look a specific way, organize their friends or followers, manage the 

information they see in their news feeds and even give feedback on what they do or don't 

want to see. 

Notifications:  

Any site or app that notifies users about specific information is definitely playing the social 

media game. Users have total control over these notifications and can choose to receive the 

types of notifications that they want. 

Information updating, saving or posting:  
If a site or an app allows you to post absolutely anything, with or without a user account, 

then it's social! It could be a simple text-based message, a photo upload, a YouTube video, a 

link to an article or anything else. 

Like buttons and comment sections:  
Two of the most common ways we interact on social media are via buttons that represent a 

'like' plus comment sections where we can share our thoughts. 

Review, rating or voting systems:  
Besides liking and commenting, lots of social media sites and apps rely on the collective 

effort of the community to review, rate and vote on information that they know about or 

have used. Think of your favorite shopping sites or movie review sites that use this social 

media feature. 

 

Popular Social Media Tools and Platforms: Types of Social Media 
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Here are some examples of popular social media platforms: 

● Facebook is a popular free social networking website that allows registered users to 

create profiles, upload photos and video, send messages and keep in touch with 

friends, family and colleagues. 

 

● Twitter is a free microblogging service that allows registered members to broadcast 

short posts called tweets. Twitter members can broadcast tweets and follow other 

users' tweets by using multiple platforms and devices. 

 

● Google+ (pronounced Google plus) was Google's social networking project, 

designed to replicate the way people interact offline more closely than is the case in 

other social networking services. This website is no longer offered to new users and 

plans to shut down remaining accounts in 2019. 

 

● Wikipedia is a free, open content online encyclopedia created through the 

collaborative effort of a community of users known as Wikipedians. Anyone 

registered on the site can create an article for publication; however, registration is 

not required to edit articles. Wikipedia was founded in January of 2001. 

 

● LinkedIn is a social networking site designed specifically for the business 

community. The goal of the site is to allow registered members to establish and 

document networks of people they know and trust professionally. 

 

● Reddit is a social news website and forum where stories are socially curated and 

promoted by site members. The site is composed of hundreds of sub-communities, 

known as "subreddits." Each subreddit has a specific topic such as technology, 

politics or music. Reddit site members, also known as, "redditors," submit content 

which is then voted upon by other members. The goal is to send well-regarded 

stories to the top of the site's main thread page. 

 

● Pinterest is a social curation website for sharing and categorizing images found 

online. Pinterest requires brief descriptions but the main focus of the site is visual. 

Clicking on an image will take you to the original source. For example, clicking on a 

picture of a pair of shoes might redirect users to a purchasing site and an image of 

blueberry pancakes might redirect to the recipe. 

 

● Blogs: A platform for casual dialogue and discussions on a specific topic or opinion. 

 

● YouTube & Vimeo: Video hosting and watching websites. 
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● Flickr: An image and video hosting website and online community. Photos can be 

shared on Facebook and Twitter and other social networking sites. 

 

● Instagram: A free photo and video sharing app that allows users to apply digital 

filters, frames and special effects to their photos and then share them on a variety of 

social networking sites. 

 

● Snapchat: A mobile app that lets users send photos and videos to friends or to their 

“story.” Snaps disappear after viewing or after 24 hours.  

Business applications of social media 

Social media is becoming an integral part of life online as social websites and applications 

proliferate. Most traditional online media platforms include social components, such as 

comment fields for users. In business, social media is used to market products, promote 

brands, connect to current customers and foster new business. 

 

● Social media analytics is the practice of gathering data from blogs and social media 

websites and analyzing that data to make business decisions. The most common use 

of social media analytics is to mine customer sentiment to support marketing and 

customer service activities. 

 

● Social media marketing (SMM) takes advantage of social networking to help a 

company increase brand exposure and broaden customer reach. The goal is usually 

to create content compelling enough that users will share it with their social 

networks. One of the key components of SMM is social media optimization (SMO). 

Like search engine optimization (SEO), SMO is a strategy for drawing new and unique 

visitors to a website. SMO can be done two ways: by adding social media links to 

content such as RSS feeds and sharing buttons, or by promoting activity through 

social media via status updates,  tweets, or blog posts. 

 

● Social CRM (customer relationship marketing) can be a very powerful business tool. 

For example, establishing a Facebook page allows people who like your brand and 

the way you conduct business to like your page, which creates a venue for 

communication, marketing and networking. Through social media sites, you can 

follow conversations about your brand for real-time market data and feedback. 

 

In terms of customer feedback, social media makes it easy to tell a company and 

everyone else about their experiences with that company, whether those 

experiences are good or bad. The business can also respond very quickly to both 
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positive and negative feedback, attend to customer problems and maintain, regain 

or rebuild customer confidence. 

 

● Enterprise social networking allows a company to connect individuals who share 

similar business interests or activities. Internally, social tools can help employees 

access information and resources they need to work together effectively and solve 

business problems. Externally, public social media platforms help an organization 

stay close to their customers and make it easier to conduct research that they can 

use to improve business processes and operations. 

 

● Social media is also often used for crowdsourcing. Customers can use social 

networking sites to offer ideas for future products or tweaks to current ones. In IT 

projects, crowdsourcing usually involves engaging and blending business and IT 

services from a mix of internal and external providers, sometimes with input from 

customers and/or the general public. 

 

What Are Some of the Known Issues With Social Media? 

Social media isn't all just fun and games with your friends, celebrities you admire, and 

brands you follow. There are lots of common problems that most major social media 

platforms haven't totally solved, despite their effort to do so. 

● Spam:  
Social media makes it easy for spammers — both real people and bots — to 

bombard other people with content. If you have a Twitter account, you've probably 

experienced a few spambot follows or interactions. Likewise, if you run a WordPress 

blog, you may have gotten a spam comment or two caught by your spam filter. 

 

● Cyberbullying/Cyberstalking: 
Children and teenagers are especially susceptible to cyberbullying because they take 

more risks when it comes to posting on social media. And now that we all interact on 

social media via our mobile devices, most major platforms make it possible to share 

our locations, opening up the doors for cyberstalkers to target us. 

 

● Self-image manipulation:  
What a user posts about themselves on social media only represents a small portion 

of their life. While followers may see someone who's happy and living it up via their 

posts on social media in such a way that makes them feel boring or inadequate by 

comparison, the truth is that users have the power to completely control what parts 

they do and don't want to broadcast on social media to manipulate their own self-

image. 
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● Information overload:  
It's not unusual to have over 200 Facebook friends or follow over 1,000 Twitter 

accounts. With so many accounts to follow and so many people posting new 

content, it's almost impossible to keep up. 

 

● Fake news:  
Fake news websites promote links to their own totally false news stories on social 

media in order to drive traffic to them. Many users have no idea that they're fake in 

the first place. 

 

● Privacy/Security:  
Many social media platforms still get hacked from time to time despite having good 

security measures in place. Some also don't offer all the privacy options that users 

need to keep their information as private as they want them to be. 

 
Communication skills - speaking on a mother language/foreign language 

Communication in the mother tongue is the ability to express and interpret concepts, 

thoughts, feelings, facts and opinions in both oral and written form (listening, speaking, 

reading and writing), and to interact linguistically in an appropriate and creative way in a full 

range of societal and cultural contexts; in education and training, work, home and leisure. 

Communication in foreign languages broadly shares the main skill dimensions as 

communication in the mother tongue: it is based on the ability to understand, express and 

interpret concepts, thoughts, feelings, facts and opinions in both oral and written form 

(listening, speaking, reading and writing) in an appropriate range of societal and cultural 

contexts (in education and training, work, home and leisure) according to one's wants or 

needs. Communication in foreign languages also calls for skills such as mediation and 

intercultural understanding. An individual's level of proficiency will vary between the four 

dimensions (listening, speaking, reading and writing) and between the different languages, 

and according to that individual's social and cultural background, environment, needs 

and/or interests. 

 

Four reasons for using social media 

Social media are rapidly becoming part of everyday life. Usage varies from country 
to country, but the spread of smart phones seems set to make them ubiquitous. So 
what are the advantages of using them in adult learning? 

  

1. Flexibility 

Social media platforms are open 24/7.  Students can access learning whenever and 

wherever they want.  There is potential for teachers to be able to respond to 
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students in real time, solving problems instantly rather than having to wait until they 
are next together in the classroom. 

2. Stimulating collaboration 

Social media platforms are built for interaction so it is no surprise that they can be 
ideal for collaboration in learning.  This is not just a matter of teacher-learner 
interaction but of enabling learners to work together and support one another. 

3. ‘Real-world’ connectivity 

Social media are embedded in our everyday worlds. This can be a huge advantage in 

making learning ‘real’ for people, especially those who might have found their time 
at school a challenge. 

4. Involving learners in finding and sharing resources 

The real-world connectivity of social media has the further effect of being able to 
involve learners directly in finding and sharing resources – in what is termed the ‘co-
creation’ of the curriculum. 

  

Six practical things adult educators can do with social media 

So if social media can be so advantageous, what can we actually use them for? 

1. Group chats 

Group chats on Facebook Messenger(link is external) or WhatsApp(link is external), for 
example, can be used in a number of ways. Teachers can post assignments, remind learners 
of deadlines and post links to good online resources. Students can also share links and they 
can ask questions both of their teachers and peers. Group chats are also good places for 
debates. 

2. Sending tweets 

Tweeting(link is external) is a great way to connect learners to the real world. This can be 
particularly valuable for people learning basic skills as it roots their learning in their 
everyday experiences. Teachers can also create their own hashtags that they can use to 
push content to their students. They can also connect with other teachers. 

3. Keeping and collating educational resources 

Finding educational resources online can be easy but making them easily accessible for 
learners can be another matter. Platforms like Pinterest(link is external) enable educators to 
create boards and pin relevant information. 

4. Using personal blogs 

Giving each learner their own blog can be a useful tool where learners are submitting 
written work. Rather than submitting work in hard copy, they can do so via their blog, which 
has the benefit that it is shared not just with the teacher but also with other learners. Blogs 
are also highly flexible insofar as students can illustrate their thoughts with photos or 
videos, which may be useful in terms of building confidence in contexts where learners are 
developing basic skills. 

5. Sharing photos   

https://www.messenger.com/login.php
https://www.whatsapp.com/
https://twitter.com/
https://www.pinterest.co.uk/
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Since ‘a picture is worth a thousand words’, platforms like Instagram(link is external) can be 
extremely valuable, enabling students to demonstrate their work in an alternative format to 
written work, such as in adult vocational programmes.  It can also encourage creativity for 
people who would otherwise feel inhibited in expressing themselves. It is also a valuable 
tool for showcasing work and celebrating progress as well as ultimate successes to followers 
who can be friends and family, wider community groups etc. 

6. Recording and posting videos 

This is almost certainly the most labour-intensive of all the things educators can do with 
social media but it offers many advantages. Educators can record lessons for students to 
watch at their convenience, keeping classroom time for discussion.  And learners who find it 
easier to communicate verbally rather than in writing may find using videos inspiring. For 
instance, learners can film themselves undertaking tasks. Videos can be posted 
on YouTube(link is external) or you could even livestream, e.g. on YouTube or Facebook(link 
is external), if you are feeling brave enough! 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

● Self-time Management 

 

One of the most important things that anyone in our society should learn is the time 

management. This is the main key to any type of success. 

1. Prioritization 

The ability to prioritize is one of the most important time management skills you can have. 

Why? 

Because if you aren’t doing what’s important, it doesn’t matter how efficient you are doing 

your unimportant task – you are still wasting your time. 

Make sure you know what your most important tasks are at your job, what your goals are 

https://www.instagram.com/?hl=en
https://www.youtube.com/
https://www.facebook.com/
https://www.facebook.com/
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for your life, career, work, relationships, etc., and what your priorities are in life. 

Then, make sure you prioritize your tasks  around those. 

2. Setting Goals 

One reason many people never reach the level of success they desire or accomplish much is 

that they have never defined what success is. In all areas of your life: career, family, 

relationships, health, etc., make sure that you have well defined, clear goals and have them 

written down. Know your definition of success and where you want to go. 

Then, start taking action toward them. If you haven’t defined where you want to go, don’t 

complain when you don’t get there. 

3. Delegation 

One of the biggest hindrances people have from being more effective and efficient is that 

they don’t delegate tasks. They try to do it all themselves. They may say they can do it 

better themselves or that it’s faster just to do it. 

However, in the long run, when you delegate tasks effectively, you are able to be much 

more productive.  You are able to pass on the tasks that aren’t as important to you (or that 

you are not as good at) and focus on the tasks that only you can do and/or that is the most 

important for you to do. 

Another reason you may delegate is that someone may can do it better and faster than you. 

They may enjoy it when you don’t. Delegating can save you a lot of time and frustration. 

4. Planning 

Planning can help you focus on what’s important versus what’s urgent. It helps you make 

sure what you do each day aligns with your goals, priorities, and key tasks at work. 

At a bare minimum, you should plan for the next day ahead of time, but planning for the 

week helps you better align your tasks with your priority (even if it’s just knowing the 

general tasks or themes of what you will do, not necessarily every task set for every day). 

Planning for the month can also be helpful in focusing on your priorities. 

5. Managing/Scheduling tasks 

Managing goes hand in hand with prioritization. You got to know what tasks you have, 

what’s important and make sure you focus on what’s important. 

Whether you work from a list or calendar, scheduling (which, of course, is part of planning) 

is important. Setting blocks of uninterrupted time, for example, or set times to work on 

certain tasks can be a big boost for your productivity. 
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Scheduling doesn’t mean you cut out spontaneity. What it does is helps you focus on the 

more important tasks. When something spontaneous pops up, you can look at your 

schedule etc. to make sure the spontaneous activity is actually important and worth doing 

now, later, or ignoring. 

6. Setting deadlines 

Setting deadlines will help with task being done at earlier stage, otherwise the task will be 

done later then it’s supposed to. When you set deadlines for yourself, it helps you get tasks 

done faster. 

7. Overcoming procrastination 

Procrastination can hurt your productivity in multiple ways. Not only can it cause some tasks 

not to be done as well as they should (or not done at all), but putting off your important 

tasks means you are focusing on less important tasks instead of what is important. 

Focus on your most important task and get it done. Putting it off only wastes time and 

makes your less effective and efficient. 

8. Single minded focus (vs multitasking) 

Multitasking is a killer of productivity. 

Study after study has shown that we are less effective when we jump from one task to 

another, back and forth. 

Think about it this way: if you are doing one task and move to another, there is a switch. 

If you were in the flow, you stop. You have to put whatever materials for that task aside and 

get other materials. Then you have to see where you were on the new task and start 

working and trying to get in the flow. 

Then you stop, and you repeat to another task. 

You save a lot of time when you focus on one task until it’s complete (though for some 

creative tasks, such as writing, stopping and letting it sit for a while lets you come at it again 

later with a new angle).  

9. Self-awareness 

Being self-aware is an incredibly important time management skill. 

It’s important to know your energy cycles: when you are at your peak and when you slow 

down. This helps you know when to do what tasks when. 

Knowing what helps boost your energy let’s you prepare and act when your energy starts 

getting low. 

It’s also important to recognize when you need a break or rest and to walk away from what 

you are working on. 
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It’s highly recommended to know your strengths, limits, and weaknesses. You need to know 

what you are good at and what you aren’t so good at, what you enjoy, and what you don’t. 

Knowing these things can help you know where you need to improve, what tasks to focus 

on, what tasks to delegate, and so on. 

10. Examining and reviewing yourself honestly 

Being able to examine and review yourself (honestly) on a frequent basis helps you know 

where you are doing well and where you need to improve. If, for appearance or other sake, 

you “pretend” you have it all together and are doing okay, you miss out on improving and 

getting better. 

11. Managing stress 

Stress and time management form a kind of circle. When you manage your time better, you 

generally have less stress. And when you have less stress, you can focus your time better.  

Too much stress can cause a lot of damage to your productivity. Not only can it hurt your 

health, but it can cause you to feel overwhelmed easier, cause you to make more mistakes, 

and so on. 

Your ability to manage stress can help you deal with the pressures around you more 

effectively and get more done, which in turn, will likely help you reduce your stress. 

12. Saying No 

One of the biggest ways we waste our time on unimportant tasks is that we have an inability 

to say “no”. 

What often happens is that we say “yes” because we don’t want to say “no”, when in reality 

we really don’t want to do it. We are then either miserable while we do it, may do a poor 

job on it, or not even do it at all. Even if we do it, it often keeps us from what’s more 

important. It’s okay to say no. It’s okay to say that you can’t do something. It’s okay to have 

boundaries. 

13. Outside awareness 

Just as it’s important to be self-aware, you should aware outside yourself. 

It can sometimes be easy to have tunnel vision: you live in your world, doing your thing, 

your way, and you don’t see what’s around you, other ways or other opportunities.  

Be open to new ideas, options, and opportunities. Look for them. You never know, you may 

find someone who loves tasks you hate, a new software that makes you work faster, or ot  

Self-management encompasses a very broad range of skills, qualities, attitudes and 

experience. It can include some or all of the following:  
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• being able to analyse your situation, identifying strengths, weaknesses, opportunities and 

threats;  

• identifying resources and sources of support;  

• managing your time;  

• adopting attitudes that support your aims;  

• taking a solution-focused approach to managing problems; 

 • managing your own emotions;  

• coping when in distress;  

• managing change, uncertainty and confusion.  

These are usually demanded of students whilst at university or in their first jobs, and are 

addressed in this chapter. There are associated skills and strategies covered in other 

chapters. For example:  

• being a self- 

 • being able to motivate yourself to finish what you start  

• taking steps to improve your own performance  

• being assertive  

Intra-personal skills ‘Intra-personal’ refers to your own inner world, in contrast to ‘inter-

personal’, which refers to how you relate to other people. Intra-personal skills help us to 

manage our feelings, responses and actions, so that we are able to function at our best. 

Some branches of psychology have long recognised the importance of our emotional well-

being to our capacity to perform well. You may have noticed this on occasions such as 

exams, if anxiety or personal matters prevented you from concentrating or remembering.  

The world of emotions  
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The ‘intra-personal’ world has the most profound effect upon our responses, our thinking, 

our behaviour, our views of ourselves, our feelings and our achievement. It touches upon 

what is closest to our hearts and being. It is, especially, the arena of the emotions. When we 

work with emotions, we can expect to feel emotional ather ideas that could improve your 

work. Most of us can find this quite challenging, and so there is a temptation to shy away 

from developing intra-personal skills. If we try to avoid any issue where emotions may be 

involved, it can mean we do not get to the heart of the issue, and so do not achieve all we 

could. On the other hand, when we understand more about ourselves, know our own 

triggers, and develop our emotional intelligence, we are more able to manage every 

situation we enter. This chapter forms a brief introduction to a very wide-ranging subject. It 

does not go into detail about sensitive subjects. However, our life histories are very different 

and it is to be expected that some activities may raise a range of emotions for some people. 

If you feel you need to talk something through as a result of any activities, it is worth noting 

that student counselling services were set up to deal with all kinds of matters, small issues 

as well as major ones. You do not need to be in a crisis to see them. Services are confidential 

and they may also be able to find support for you away from the university if you prefer. 

SWOT analysis  

A SWOT analysis is a useful, quick tool for taking stock of your situation. It is a simple way of 

analysing your level of readiness for a new task. It can take you to the core of an issue very 

quickly. SWOT stands for Strengths, Weaknesses, Opportunities, Threats. 

Activity: SWOT Analysis  

• For the focus you selected in the previous activity, use the resource sheet to jot down as 

many examples of strengths and weaknesses as you can under each heading. Include 

personal qualities, skills, experiences, knowledge, resources and support. 

 • Under ‘Opportunities’, jot down any opportunities that could arise from achieving this 

goal. Include short- and long-term benefits.  

• Under ‘Threats’, jot down the things that seem threatening, worrying, very challenging, or 

which are causing you some anxiety. 
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Personal resources 

Very few of us have the ideal resources, but none of us is without any resources. This is 

especially true for students, as there is usually a wide range of services offered through the 

university and the local community. These sources of support are listed in various leaflets, 

books and directories. 

Activity: Finding information  

• Brainstorm types of information available to you about sources of support. Who could tell 

you about other sources of information?  
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• Make a list of all the sources of support available through the Student Union and Student 

Services that are likely to be useful to you. 

 

Follow this up  

Make appointments to see the relevant people. Write these times in your diary. Before you 

attend appointments, ensure you have read any literature provided by these services, in 

case they need you to bring papers with you. Always bring your student card or student 

number. 

 

Time management  
Your time is one of your most valuable resources.  
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How well do you use your time at present?  
Which of the following characteristics are typical of you? 
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Emotional intelligence  

Evaluating your emotional intelligence The following activity enables you to evaluate your 

emotional intelligence. This is not a scientific test: emotions do not lend themselves easily to 

such testing. However, it gives you an opportunity to reflect upon your emotional life 

through a structured activity. 
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● Budget Management 

What is budget managing? 

Budget management is the analysis, organization and oversight of costs and expenditures 

for a business or organization. Managing a budget requires adhering to strict internal 

protocols on expenditures. A well-managed budget allows for continued smooth operations 

and growth. 

A budget normally allocates specific amounts of money to various items that require 

funding. A budget also keeps track of incoming profits. Managing any budget requires a 

constant balancing act of maintaining good levels of cash flow without going over the 

budget limit. When a budget is out of balance, the manager must find ways to increase or 

reduce spending in certain areas. 

A company relies on good budget management in order to operate on a daily basis without 

going into chaos. Bad management of money often leads to severe shortfalls in cash and can 

put a business in real jeopardy. 

A typical budget allocates funds for payroll, general expenses, equipment, services, taxes 

and miscellaneous expenditures. Careful decisions have to be made regarding the amount 

of money spent each month on specific items. For instance, a manager may have to 

postpone purchasing a new piece of equipment that has the potential to help the company 

produce more in order to make payroll. Payroll is a budgetary expense that cannot be spent 

arbitrarily or sacrificed for other costs. Instead, the manager must project how long it is 

expected to take to acquire the necessary funds to purchase the desired equipment. This 

type of decision is common in budget management. 

 

How to Create and Manage a Budget? 

Budgeting has a bad reputation among a lot of households who view it as a way to strip all 

the fun out of spending money. No more shopping. No more eating out at restaurants. No 

more golfing on weekends. 

That is not the purpose of a purpose of a budget. 

A budget simply shows how much money you have coming in and how those funds are 

spent. It’s one of the most important tools in building a successful financial future, because 

it helps you get the most out of your money. 

Regardless of economic standing or which generation you fall into, every consumer can 

benefit from creating and managing a budget. A budget gives people a sense of control over 

their money. Think of a budget as a financial foundation. Each person’s foundation is going 

to be different, just as each financial situation is different. 
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Creating a Budget 

8 Ways to Create a Personal Budget — and Stick to It 

Personal budget is key to financial success, but getting started can feel overwhelming. If 

you’re tired of getting to the end of your budget before you get to the end of the month, 

we’re here to help. 

Money management is tricky but with discipline and determination, you can make your 

money work for you. There are several steps to take to create a successful personal budget. 

Creating a successful and manageable budget will keep you in the green and help you better 

understand where all your money goes. A personal budget will also help you when you ask 

for a raise or looking to make more money in your career. You will want to look at two to 

three months of your spending habits to get an idea of your current spending habits versus 

your income. This will make it easier to understand how savings will factor into your future. 

Whether you want to save money for a big trip or retirement, you’ll be able to calculate 

what you need to save and how long it will take. There are several tools you can use or you 

can go old school with spreadsheets and a traditional bank account. 

Create a simple budget that you can actually stick to. Here are nine simple things to take 

into account: 

1. Track how much money you have coming in 

Take the time to understand all the money you have coming in, and that it all 

matches what you should be getting. In addition to your day job, do you have any 

other income on a monthly basis? Do you freelance or contract work with clients? Do 

you have a side business that brings in money? Consider these income avenues if 

they bring in steady cash flows. 

 

2. Know your recurring monthly bills and expenses 

List out all your monthly recurring bills, even the ones that are bi-annual or 

quarterly. This could include your monthly rent or mortgage, utility bills, cell phone 

bill, internet bill and any known medical bills. This will help you manage and you’ll be 

able to see where you need to re-allocate your money. 

 

3. Live within your means 

Review your expenses and make sure they’re in line with you make. If you’re 

spending more than you make, it’s time to reassess what you are spending. Spending 

less than what you make is the definition of “living within your means.” Use an app 

like Ask Trim to scan your bank accounts and credit cards. The app will analyze your 

recurring expenditures and subscriptions to determine where you can save more 

money or eliminate expenses. 
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4. Write down your personal finance goals 

Create a simple spreadsheet with your expenses and income. Statistics show that 

people who write down their goals have an 80 percent chance of achieving them. So, 

why not type or write down your personal finance goals, too. Take a hard look, then 

ask yourself, do you have any savings or any leftover money? If the answer is no, go 

back and trim your expenses until you can save some money each week or month. 

Write down what you would like to save each month, whether it’s 10% of your 

paycheck or 30%. 

 

5. Be realistic! Set yourself up for success 

Don’t expect to be saving large amounts of money right away. Start small, and build 

up to more. 

 

6. Set 1–3 “SMART” financial goals 

Use the SMART method of goal setting. Your financial goals should be Specific, 

Measurable, Achievable, Realistic and Time Bound. Your financial goal could be 

saving for a trip or even paying off debt such as student loans. Achieving a small goal 

will give you confidence to set bigger goals. 

 

7. Carry  and use cash 

Not using your debit or credit cards will help you stick to your budget. You’ll be more 

intentional about what you purchase and how much you want it or not. Using cash 

for your weekly errands and expenses will make you consider if you really need that 

latte or if you would rather add it to your savings account. 

 

8. Crush your goals, take them to the next level 

Once you’ve achieved something small, dream bigger! Goals can be as basic as 

adding to a savings account each month or as complicated as different amounts 

going into different accounts for vacations, savings, retirement, emergency funds or 

experimenting with alternative investments. 

Remember there will be some hiccups and you may have to make some adjustments 

along the way. It will take time to adjust and be more aware of your spending. Don’t 

be afraid to add new goals or adjust your goals. It can be as simple as making your 

own coffee instead of buying it or as complex as planning for retirement.  
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Then, the real challenge will be following it. Develop your budget, understand what 

you have, how you are spending it and how to get more of what you really want, and 

become less of an impulse buyer. It’s your money. Put it to work for yourself! 

 

Navigating the world of personal finance can be overwhelming, even for an adult who has 

quite a bit of experience in the working world. With some smart planning, a good strategy 

and understanding of the basics you should be able to develop the money-management 

skills you need to get your finances under control. Here are some fundamental truths of 

personal finance that everyone should be aware of. 

1. Set Clear Financial Goals 

If you don’t have a set destination to work towards it can be hard to find the passion or 

drive to save. Whether it’s a house you’ve been eyeing or your retirement, carefully defining 

these goals and figuring out how much you’ll need to save can help you craft a plan for 

getting there. 

 

 

As you establish financial goals, consider making them S.M.A.R.T. -- specific, measurable, 

actionable, realistic and time-bound. Creating goals using these guidelines can help ensure 

that what you're working towards is achievable and giving yourself a timeline for reaching 

your goal can be a motivator to stay the course. 

 

 

2. Start as Soon as You Can  

Ever heard of compound interest? This process allows the interest on your savings to earn 

even more interest. The sooner you start to save for retirement, the more time your money 

has to grow and take advantage of compound interest. Time really is a powerful lead for 

your investments so waiting just a few years to start saving may significantly reduce the size 

of your retirement nest egg. 

 

Compounding interest can also help you grow your non-retirement savings. For example, 

you may be contributing money to a high yield savings account to establish a down payment 

for a home. The higher your interest rate and the longer you have to save, the more 

opportunity your money has to grow. 

 

3. Spend Less Than You Make  



76 

This seems like one of the simplest personal finance rules to follow but it can be one of the 

most challnging. It’s incredibly easy in this consumer-driven world to live beyond our means 

but a good rule of thumb is to try and save at least 15 percent of your income. If you find it 

easy to overspend try paying for things like clothes and groceries with cash instead of a 

credit or debit card. 

 

Withdrawing a fixed amount every month helps you be more aware and make better 

spending choices. If you can't commit to saving 15 percent of your income to start, decide 

how much you can save. Then, automatic those savings so you're moving money out of your 

checking account, eliminating the temptation to spend it. 

 

4. Create a Budget  

Budgets play a critical role in paying off debt, controlling your spending and staying on track 

towards your goals. It’s easy to spend a little extra some days than others but if you have a 

budget in place or set a daily spending limit you’ll be able to adjust and make up for any 

oversights another day. 

 

Creating a budget can be as easy as adding up all your expenses for the month and 

subtracting that amount from your total income. You can make a budget using pen and 

paper, a spreadsheet or with a budgeting app if you prefer a tech-savvy solution. 

 

5. Put Your Savings on Autopilot 

Have your savings contributions automatically deducted from your paycheck via the 401k 

plan and/or direct deposit into a brokerage account. If you put money aside before you even 

see it you won’t miss it. 

 

And if you get a raise at work each year, consider increasing your 401k contributions 

automatically as well. Some plans allow you to incrementally raise your contribution rate 

each year so you can accelerate the amount you're socking away for retirement on a tax-

advantaged basis. 

 

6. Always Take Free Money  

If your employer offers to match a percentage of your 401K contribution — and most do — 

maximize that benefit by contributing to the match limit. Employers who offer to match 

your contribution will typically do so up to 3-6 percent of your annual salary. So, if you make 

$50,000 and your boss matches your 401k up to 5 percent, be sure to contribute $2,500 
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over the course of the year. The more free money you can grab, the bigger your nest egg 

can grow over time. 

 

7. Don’t Go House Crazy 

Be careful not to over-buy when shopping for a new home. A big mortgage payment can 

really set you back with your savings. Try to think about what you truly need out of your 

home so you have the freedom to spend on other necessities. 

 

And consider putting down a bigger down payment if possible. The larger your down 

payment, the less you have to finance. That can mean a smaller mortgage payment and 

more savings on interest charges in the long run. 

 

8. Protect Yourself 

A fully complete financial plan includes provisions to protect your life and your future. Life 

insurance and estate planning are key to making sure your obligation to your loved ones is 

met, even after you are gone. Start shopping for life insurance as soon as possible if you 

don’t have it already. As soon as that is done, make your will and get it filed. You can use an 

attorney or an online legal service like LegalZoom.com. 

 

9. Don’t Let the Financial World Intimidate You 

Money guru Dave Ramsey has observed that “80 percent of personal finance is behavior” 

not education. Contrary to popular belief you don’t need to be a financial expert on the 

stock market to start building your portfolio and preparing for the future. All you really need 

to do is work on building a solid plan that you will commit to and stick with over the years. 

 

Tools 

A budget can be as plain or fancy as you want it to be. You can keep it on a sheet of paper, 

in a ledger book, on a spreadsheet or online. Computer tools may automate the process, 

although they'll require a learning curve and are better for maintaining the budget than 

creating one. Most budgets are best designed in longhand with a pencil and eraser. 

 

Thorough Record Keeping 

A good budget depends on solid numbers to make it realistic. If you have a handle on what 

you actually spend in each budget category, you will be able to apply more useful numbers 

in building a spending plan. This is crucial before you even set a budget. To collect this data, 
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chart all of your income and expenses for a month -- including things like small cash 

transactions at a convenience store. 

Basic Math Skills 

Setting a budget requires mostly addition and subtraction, by hand or with a calculator; no 

advanced math is necessary. Once your transaction tracking gives you numbers you can 

work with, the process involves little more than adding your expenses together and 

subtracting them from your income. Even breaking your budget down into categories -- 

housing, rent, gas, utilities -- requires only basic math. 

 

Planning Skills and Flexibility 

Setting a budget allows you to decide ahead of time where each dollar goes; you can 

interpret your numbers and plan your expenses. Good planning involves enough flexibility 

to cover your usual monthly expenses and the occasional bills, such as car insurance, and 

gives you enough wiggle room to meet most emergencies. While your household budget 

may stay the same month to month, you can adjust it according to need or any change in 

your income or spending habits. 

 

Setting Priorities 

Some budget items carry more importance than others, and budgeting requires establishing 

priorities. While food is not optional, you must separate the needs from the wants even in 

this category if you're operating on a tight budget or want to build up your savings by 

cutting spending. Opting for generic brands and eliminating convenience food purchases 

saves some money, but your preferences may overrule this. The decision to set aside an 

emergency fund means you are putting the future ahead of today's impulse buying. Your 

priorities are your own, but they set the tone for your budget. 

 

Diplomacy and Communications Skills 

If you share a budget with a spouse or partner, all interested parties need to discuss 

household finances and agree on priorities. You can negotiate differences with enough 

compromise to keep everyone happy and in the loop. For your budget to work, however, 

everyone needs to agree that income should always exceed expenses. 

 

Discipline and Perseverance 

It takes time and patience to build and maintain a budget, and the benefits may not seem 

apparent right away. Tracking all purchases and staying within the budget requires discipline 

and the ability to stick with it. 
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● Teamwork 

Candidates with strong teamwork skills are sought out by employers for many reasons—

they demonstrate leadership, collaboration, and good communication, among other things. 

Employers expect employees to be team players. Teamwork is required for almost every 

industry, ranging from business solutions to information technology to food services. 

This is true even if it seems like your job is best suited for an independent worker. You may 

perform the bulk of your job duties alone, but you should be able to think of your work in 

the context of the company’s broader goals and communicate your accomplishments to 

other people within the organization. 

What Are Teamwork Skills? 

Regardless of your role, you need to be able to work well with others and convey your 

teamwork skills to hiring managers, recruiters, and prospective employers. Scan any job 

listing, and you’ll see that even ads that seek “self-starters” also inevitably use the phrase 

“team player.” Those who have teamwork skills like communication and a positive attitude 

can help a team be more productive. 

Types of Teamwork Skills 

Below is a list of the most important teamwork skills that employers seek in candidates. 

Develop these skills and emphasize them in job applications, resumes, cover letters, and 

interviews. Make sure to emphasize the specific skills that are mentioned in your job 

description, but feel free to round out your application by mentioning others that may 

apply. 

To give your examples maximum impact, try to include quantifiable statistics like numbers, 

percentages, or dollar figures. This data can show the tangible results of your efforts. 

1. Communication 
Being a good team member means clearly communicating your ideas with the group. 

You must be able to convey information via phone, email, and in person. You want to 

make sure your tone is always professional but friendly. Both verbal and nonverbal 

communication are important when working within a group setting. 

● Advising 

● Collaboration 

● Contributing 

● Coordination 

● Creativity 

● Creative Thinking 
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● Give Feedback 

● Goal Setting 

● Influencing 

● Language 

● Management 

● Persuading 

● Research 

● Team Management 

● Teaching 

● Verbal Communication 

● Visual Communication 

● Written Communication

  

2. Conflict Management 
An important teamwork skill is being able to mediate problems between team 

members. You need to be able to negotiate with your team members to settle 

disputes and make sure everyone is happy with the team’s choices. 

● Collaborative 

● Cooperation 

● Defining Problems 

● Empathy 

● Flexibility 

● Leadership 

● Listening 

● Logical Argument 

● Logical Thinking 

● Negotiating 

● Problem Solving 

● Team Building

  

3. Listening 
Another important part of communication is listening. You must be able to listen to 

the ideas and concerns of your peers in order to be an effective team member. By 

asking questions for clarification, demonstrating concern, and using nonverbal cues, 

you can show your team that you care and that you understand their ideas or 

concerns. 

 

4. Reliability 
You want to be a reliable team member so that your coworkers can trust you with 

time-sensitive tasks and company information. Make sure you stick to deadlines and 

complete any assigned work. This will help you gain your colleagues’ trust. 

5. Respectfulness 
People will be more open to communicating with you if you convey respect for them 

and their ideas. Simple actions like using a person's name, making eye contact, and 

actively listening when a person speaks will make your team members feel 

appreciated. 

The following 5 reasons summarize the importance of teamwork and why it 

matters to you: 

1. Teamwork motivates unity in the workplace 
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A teamwork environment promotes an atmosphere that fosters friendship and 

loyalty. These close-knit relationships motivate employees in parallel and align them 

to work harder, cooperate and be supportive of one another.  

Individuals possess diverse talents, weaknesses, communication skills, strengths, and 

habits. Therefore, when a teamwork environment is not encouraged this can pose 

many challenges towards achieving the overall goals and objectives. This creates an 

environment where employees become focused on promoting their own 

achievements and competing against their fellow colleagues. Ultimately, this can 

lead to an unhealthy and inefficient working environment. 

When teamwork is working the whole team would be motivated and working toward 

the same goal in harmony. 

2. Teamwork offers differing perspectives and feedback 

Good teamwork structures provide your organization with a diversity of thought, 

creativity, perspectives, opportunities, and problem-solving approaches. A proper 

team environment allows individuals to brainstorm collectively, which in turn 

increases their success to problem solve and arrive at solutions more efficiently and 

effectively. 

Effective teams also allow the initiative to innovate, in turn creating a competitive 

edge to accomplish goals and objectives. Sharing differing opinions and experiences 

strengthens accountability and can help make effective decisions faster, than when 

done alone. 

Team effort increases output by having quick feedback and multiple sets of skills 

come into play to support your work. You can do the stages of designing, planning, 

and implementation much more efficiently when a team is functioning well. 

3. Teamwork provides improved efficiency and productivity 

When incorporating teamwork strategies, you become more efficient and 

productive. This is because it allows the workload to be shared, reducing the 

pressure on individuals, and ensure tasks are completed within a set time frame. It 

also allows goals to be more attainable, enhances the optimization of performance, 

improves job satisfaction and increases work pace. 

Ultimately, when a group of individuals works together, compared to one person 

working alone, they promote a more efficient work output and are able to complete 

tasks faster due to many minds intertwined on the same goals and objectives of the 

business. 

4. Teamwork provides great learning opportunities 
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Working in a team enables us to learn from one another’s mistakes. You are able to 

avoid future errors, gain insight from differing perspectives, and learn new concepts 

from more experienced colleagues. 

In addition, individuals can expand their skill sets, discover fresh ideas from newer 

colleagues and therefore ascertain more effective approaches and solutions towards 

the tasks at hand. This active engagement generates the future articulation, 

encouragement and innovative capacity to problem solve and generate ideas more 

effectively and efficiently. 

5. Teamwork promotes workplace synergy 

Mutual support shared goals, cooperation and encouragement provide workplace 

synergy. With this, team members are able to feel a greater sense of 

accomplishment, are collectively responsible for outcomes achieved and feed 

individuals with the incentive to perform at higher levels. 

When team members are aware of their own responsibilities and roles, as well as the 

significance of their output being relied upon by the rest of their team, team 

members will be driven to share the same vision, values, and goals. The result 

creates a workplace environment based on fellowship, trust, support, respect, and 

cooperation. 

 

Without the ability to effectively work in a team environment, you could delay the success 

of developing, formulating and implementing new and innovative ideas. The ability to 

problem solve is reduced, as well as the attainment of meeting goals and objectives, in turn, 

limiting the efficiency and effectiveness of growing a successful company is hindered. 
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● Intercultural Learning and culture shock 

 
Firstly, What is intercultural Learning? 
“Intercultural competence is the ability to behave and communicate in appropriate and and 

effective ways in intercultural situations, based on one’s attitudes, knowledge and skills.”   

Effectiveness can be determined by the individual while the appropriateness can only be 

determined by the other person, as appropriateness is directly related to cultural sensitivity 

as it is perceived by the other. 

Intercultural learning thus refers to the process of acquiring knowledge, attitudes and skills 

that are are needed when interacting with different cultures. However, intercultural 

learning can also be seen in a larger context: it is the process that is needed to resolve global 

challenges and to build a just, inclusive society, where people with different backgrounds 

live peacefully together. 

 

Intercultural intercultural competence consists of attitudes, knowledge and 
skills. 

● Attitudes: 
Attitudes of respect, openness, curiosity and discovery are foundational to the 
further development of knowledge and skills needed for intercultural competence. 
Openness and curiosity imply for example willingness to risk and to move beyond 
one’s comfort zone, being aware of one’s own ignorance and. In communicating 
respect to others, it is important to demonstrate that others are valued. 
 

● Skills: 
The skills such as observation, listening, evaluating are necessary to identify and 
minimize ethnocentrism, as well as to seek out cultural clues and meaning. 
Analyzing, interpreting, and relating are needed in order to compare and seek out 
linkages. Critical thinking is also crucial – viewing and interpreting the world from 
other cultures’ point of view and identifying one’s own. 
 

● Knowledge: 
In regard to knowledge necessary for intercultural competence, for example the 
following are needed: cultural self-awareness (meaning the ways in which one’s 
culture has influenced identity and worldview), culture-specific deep cultural 
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knowledge, including understanding other worldviews, and sociolinguistic 
awareness. 
 
 
 

Secondly, what is Culture Shock? 
Culture shock or stress comes from loss of familiar cues and unmet expectations. It is 
compared to a ‘dis’-ease with its own symptoms. We emphasize that this “shock” is a 
natural process and can be a valuable personal learning process. 
 
In our societies of ever greater mobility, crossing borders has become commonplace. 
Whether it is national borders, city borders or even the invisible borders that could be felt 
when moving from one school to another, one community to the next, we’re very likely to 
experience varying degrees of stress, anxiety and fatigue. This is often referred to as culture 
shock, though “acculturation stress” may be a better term. 
Many people see culture shock as a negative or even traumatic experience. It can even be 
called it a ‘dis’-ease, complete with its own set of symptoms: 

● Psychological:  
loneliness, homesickness, frustration with self or hosts, depression, agitation, 
outbreaks of suppressed anger, aggression, moments hostility, hatred. 

● Physical:  
headaches, stomachaches, dizziness, unsettledness, seeking to suppress the bad 
feelings with too much eating, drinking and sleeping. 

Culture shock can actually be valuable as a personal learning process. This inevitable and 
natural process that so many people must go through can push us to learn about ourselves 
and see how culture can govern our speech and behavior, our expectations and responses. 
 
This is, in fact, the view of intercultural trainers—that is, the more stress or shock one has 
experienced in intercultural adaptation, the more self-understanding one might gain and 
the more empathy one can cultivate toward hosts and other newcomers. 

 SOME THEORIES & CONCEPTS ON INTERCULTURAL 

LEARNING  

 

I. Milton J. Bennett’s developmental model of intercultural sensitivity 

 

Bennett (1993) defines intercultural sensitivity in terms of stages of personal growth. His 

developmental model posits a continuum of increasing sophistication in dealing with 
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cultural difference, moving from ethnocentrism through stages of greater recognition and 

acceptance of difference, which Bennett calls “ethnorelativism”. 

The main underlying concept of Bennett’s model is what he calls “differentiation”, and how 

one develops the ability to recognize and live with difference. “Differentiation” then refers 

to two phenomena: first, that people view one and the same thing in a variety of ways, and 

second, that “cultures differ from one another in the way that they maintain patterns of 

differentiation, or worldviews”. This second aspect refers to the fact that in Bennett’s view, 

cultures offer ways on how to interpret reality, how one should perceive the world around 

us. This interpretation of reality, or world-view, is different from one culture to the other. 

Developing intercultural sensitivity then means in essence to learn to recognize and deal 

with, the fundamental difference between cultures in perceiving the world. 

 

The Ethnocentric Stages: 

1. Denial 

Isolation 

Separation 

2. Defence 

Denigration 

Superiority 

Reversal 

3. Minimization 

Physical Universalism 

Transcendent Universalism 

 

The Ethnorelative Stages: 

4. Acceptance 

Respect for: 

Behavioural Difference 

Respect for Value Difference 

5. Adaptation 

Empathy 

Pluralism 

6. Integration 

Contextual Evaluation 

Constructive Marginality 

 

 

The ethnocentric stages 

 

Ethnocentrism is understood by Bennett as a stage where the individual assumes that 

his/her view of the world is essentially central to reality. 
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Denial is at the very basic of an ethnocentric worldview, and means that an individual 

denies that there is any difference, that other views of reality do exist. This denial can be 

based on isolation; where there are little or no chances to be confronted with difference, so 

that its existence cannot be experienced; 

or it can be based on separation, where difference is intentionally separated, where an 

individual or a group set up barriers between people that are “different” on purpose, in 

order not to be confronted with difference. 

Separation, therefore, needs at least a moment of recognition of difference, and is a 

development for that reason over isolation. The racial segregation that can still be found in 

the world is an example of this stage of separation. 

People of oppressed groups tend not to experience the stage of denial, since it is hard to 

deny that there is a difference, if it is your being different or viewing the world differently 

that is being denied. 

As a second stage, Bennett describes defence. Cultural difference can be perceived as 

threatening, since it offers alternatives to one’s own sense of reality and thus to one’s 

identity. In the defence stage, therefore, difference is perceived, but it is fought against. 

The most common strategy of that fighting is denigration, where the differing worldview is 

evaluated negatively. Stereotyping and, in its extreme form, racism are examples of 

strategies of denigration. The other side of denigration is superiority, where the emphasis is 

more on the positive attributes of one’s own culture, and no or little attention to the other, 

which implicitly is valued lower. Sometimes also a third strategy to deal with the threatening 

part of difference is encountered; this is called “reversal” by Bennett. Reversal means that 

one values the other culture as the superior one, denigrating one’s own cultural 

background. This strategy may appear more sensitive at the first sight, but practically only 

means the replacement of one centre of ethnocentrism (one’s own cultural background) 

with another. 

The last stage of ethnocentrism Bennett calls minimization. Difference is acknowledged, it 

may not be fought any more by strategies of denigration or superiority, but an attempt is 

made to minimize its meaning. Similarities are 

pointed out as far outweighing cultural difference, which by that is trivialized. Many 

organizations, Bennett points out, seem to perceive what he calls minimization as the final 

stage of intercultural development, and work towards a world of shared values and 

common grounds. These common grounds are built on physical universalism that is on the 

basic biological similarities between humans. We all must eat, digest and die. If culture is 

just a sort of continuation of biology, it’s meaning is minimized. 

 

The ethnorelative stages 

 

“Fundamental to ethnorelativism is the assumption that cultures can only be understood 

relative to one another and that particular behavior can only be understood within a 

cultural context”. In the ethnorelative stages, difference is not any more perceived as a 
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threat but as a challenge. An attempt is made to develop new categories for understanding 

rather than to preserve existing ones. 

Ethnorelativism begins with the acceptance of cultural difference. First, this acceptance 

begins with accepting that verbal and nonverbal behavior varies across cultures and that all 

of these variations deserve respect. Second, this acceptance is enlarged to the underlying 

views of the world and values. This second stage implies knowledge of one’s own values, 

and the perception of these values as culturally made. Values are understood as process and 

as a tool to organize the world, rather that as something one “has”. Even values that imply 

the denigration of a particular group can then be viewed as having a function in organizing 

the world, without excluding that one has an opinion about that value. 

Building on accepting cultural difference, adaptation is the following stage. Adaptation has 

to be seen in contrast to assimilation, where different values, worldviews, or behaviours are 

taken over while giving up one’s own identity. 

Adaptation is a process of addition. New behaviour that is appropriate to a different 

worldview is learned and added to one’s repertoire of behaving, with new styles of 

communication being at the forefront. Culture here needs to be seen as a process, 

something that develops and flows, rather than a static thing. 

Central to adaptation is empathy, the ability to experience a situation different from that 

presented by one’s own cultural background. 

It is the attempt to understand the other by taking up his or her perspective. 

In the stage of pluralism, empathy is enlarged so that an individual can rely on several 

distinct frames of reference, or multiple cultural frames. The development of these frames 

usually necessitates living in a different cultural context for a longer time. Difference is then 

perceived as part of one’s normal self, as one has internalised it in two or more different 

cultural frames. 

Bennett calls his final set of stages integration. Whereas in the adaptation stage several 

frames of reference exist next to each other within one person, in the integration-stage an 

attempt is made to integrate the various frames to one that is not a re-establishment of one 

culture, nor a simple comfort with peaceful co-existence of different worldviews. 

Integration demands an ongoing definition of one’s own identity in terms of lived 

experiences. It can lead to not belonging to any culture any more, but being an integrated 

outsider always. 

Contextual evaluation as the first stage of integration is about the ability to evaluate 

different situations and worldviews from one or more cultural backgrounds. In all other 

stages, evaluation has been avoided in order to overcome ethnocentric evaluations. In the 

stage of contextual evaluation individuals are able to shift between cultural contexts, 

depending on the circumstances. The evaluation made is one of relative goodness. Bennett 

gives the example of an intercultural choice: “Is it good to refer directly to a mistake you 

made by yourself or someone else? In most American contexts, it is good. In most Japanese 

contexts, it is bad. However, it might be good in some cases to use an American style in 

Japan, and vice versa. 
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The ability to use both styles is part adaptation. The ethical consideration of context in 

making a choice is part of integration”. 

As a final stage, constructive marginality is described by Bennett as some sort of arrival 

point, and not as the end of learning. It implies a state of total self-reflectiveness, of not 

belonging to any culture but being an outsider. 

Reaching that stage, on the other hand, allows for true intercultural mediation, the ability to 

operate within different worldviews. 

Bennett’s model has proven to be a good starting point for the design of trainings and 

orientations that deal with developing inter-cultural sensitivity. It underlines the importance 

of difference in intercultural learning, and points out some of the (non-efficient) strategies 

of how to deal with difference. 

Bennett implies that intercultural learning is a process that is characterized by continuous 

advancement (with the possibility of moving back and forth in that process), and that it is 

possible to measure the stage an individual has reached in terms of intercultural sensitivity. 

One may want to ask, however, if the process of intercultural learning will always follow 

exactly this sequence, with one step being the precondition for the next one. But if then 

interpreted less strictly in terms of stages that have to follow each other, and rather in 

terms of different strategies to deal with difference that are applied according to 

circumstances and abilities, the model reveals essential obstacles and helpful ways in 

intercultural learning. 

 

Relevance for youth work 

The different stages that Bennett describes form a useful frame of reference to look at 

groups and most appropriate contents and methods of training to develop intercultural 

sensitivity. Is it necessary to raise awareness of difference, or should one concentrate on 

accepting these differences? 

The idea of development provides for a very hands-on approach to what needs to be worked 

on. Bennett suggests himself consequences for training in the various phases. In an 

international youth event, many of the processes Bennett describe happen in a very 

condensed way. His model is helpful in looking at and understanding what is going on and 

how one can deal with that. 

Lastly, the developmental model clearly suggests what is an aim for working on intercultural 

learning: to arrive at a stage where difference is perceived as normal, is integrated into one’s 

identity, and where reference can be made to several cultural frames of reference. 

 

II. The Iceberg Model * 

The idea behind this model is that culture can be pictured as an iceberg: only a very small 

portion of the iceberg can be seen above the water line. This top of the iceberg is supported 

by the much larger part of the iceberg, underneath the water line and therefore invisible. 

Nonetheless, this lower part of the iceberg is the powerful foundation. 
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Also in culture, there are some visible parts: architecture, art, cooking, music, language, just 

to name a few. But the powerful foundations of culture are more difficult to spot: the 

history of the group of people that hold the culture, their norms, values, basic assumptions 

about space, nature, time, etc. 

The iceberg model implies that the visible parts of culture are just expressions of its invisible 

parts. It also points out, how difficult it is at times to understand people with different 

cultural backgrounds – because we may spot the visible parts of “their iceberg”, but we 

cannot immediately see what the foundations that these parts rest upon are. 

On the other hand, the iceberg model leaves a number of the questions raised above 

unanswered. Most of the time, it is used as a starting point for a more in-depth look at 

culture, a first visualization of why sometimes it is so difficult to understand and “see” 

culture. 

 

Relevance for youth work 

The iceberg model focuses our attention on the hidden aspects of culture. It is a reminder 

that in intercultural encounters, similarities we might find at first sight turn out to be based 

on completely different assumptions about reality. Among young people, cultural differences 

may sometimes not be so obvious to perceive: across borders young people like jeans, listen 

to pop music and need to access their e-mails. Learning “interculturally” then means to 

become firstly aware of the lower part of one’s own iceberg, and to be able to talk about it 

with others in order to understand each other better and find common grounds. 

 

III. Geert Hofstede’s model of cultural dimensions 

 

Geert Hofstede’s idea about culture is based on one of the largest empirical studies ever 

done on cultural differences. In the 1970s, he was asked by IBM (already then a very 

international company) to advise them on the fact that in spite of all attempts by IBM to 

establish worldwide common procedures and standards, there were still vast differences in 

the way the plants in e.g. Brazil and Japan were running. 

Hofstede researched the differences in how IBM was running. In several stages, including in-

depth interviews and questionnaires sent out to all employees of IBM worldwide, he tried to 

put his finger on the differences that existed in the various plants. Since the educational 

background of IBM’s employees was roughly the same everywhere, and since the structure 

of the organization, the rules and the procedures were the same, he concluded that any 

difference found between the different locations had to be based on the culture of the 

employees in a particular plant and by that, largely on the culture of the host country. 

Hofstede describes culture as “the collective programming of the mind which distinguishes 

the members of the human group from one another”. 

After several rounds of research, he reduced the differences in culture to four basic 

dimensions. All other differences, he stated, could be traced back to one or several of these 

four basic dimensions of culture. The four dimensions Hofstede identified were what he 
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called power distance, individualism/collectivism, masculinity/ femininity, and uncertainty 

avoidance. 

After some additional research, he added the dimension of time orientation. 

 

Power distance indicates the extent to which a society accepts the fact that power in 

institutions and organizations is distributed unequally among individuals. Power distance is 

about hierarchy, about, for instance, what is considered a normal decision making process in 

a youth organization. Should everybody have a say on an equal level? Or is the chairman of 

the board considered to be able to make decisions by him/herself, when necessary? 

 

Uncertainty avoidance indicates the extent to which a society feels threatened by 

ambiguous situations and tries to avoid them by providing rules or other means of security. 

Uncertainty avoidance relates e.g. to the extent in which people like to take risks, or how 

much detail members of a prep team would like to discuss in planning a training course. 

How much room is there for chance, improvisation, or things just going the way they go 

(and then maybe wrong)? 

 

Individualism/Collectivism indicates the extent to which a society is a loosely knit social 

frame-work in which people are supposed to take care only of themselves and their 

immediate families, instead of a tight social framework in which people distinguish between 

in-groups and out-groups and expect their in-group to look after them. In collectivist 

cultures, for example, people feel strongly related and responsible for their families, and 

preferably look at themselves as member of various groups. 

 

Masculinity/Femininity indicates the extent to which gender determines the roles men and 

women have in society. Is there, for instance, an almost “natural” division of tasks between 

the male and female participants in a seminar that demands some household tasks should 

be taken over by everybody? 

 

Time orientation indicates the extent to which a society bases its decisions on tradition and 

events in the past, or on short term, present-tense gains, or on what is perceived desirable 

for the future. How important, for example, do you think is the history of your region for 

today, and for the future? When people try to show off with where they come from: Do 

they talk about the past, the present, or the future? 

Hofstede provides for several grids in which he places different societies (nations) on values 

along these dimensions. These values are based on the evaluation of the questionnaires and 

repeated research on the basis of this model. 

Hofstede’s model has been praised for its empirical basis; hardly any other study or theory 

of culture can offer a similar quantitative support. 

On the other hand, the model gives no explanation why exactly there should be only five 

dimensions, and why only these dimensions are the basic components of culture. 
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Furthermore, the model implies culture to be static rather than dynamic, why or how 

cultures develop cannot be explained within the model. In addition, Hofstede has been 

criticized for focusing only on culture as a trait of nations, and having no eye for the cultural 

diversity that prevails in most modern societies, for sub-cultures, mixed cultures, and 

individual development. The description of the dimensions, at times, has the danger of 

implicitly valuing some cultures as being “better” than others. Still, for many readers, the 

model’s five dimensions seem intuitively very relevant to the make-up of societies. 

 

Relevance for youth work 

One might not agree with Hofstede that his five dimensions are the only ones to make up 

culture. Still, they very often turn out to be essential elements of cultural differences and are 

therefore helpful in understanding conflict between individuals or groups from different 

cultural backgrounds. Participants start immediately comparing different national “cultures” 

on the charts of Hofstede: am I really more hierarchical? Do I really need more security than 

others? – So while on the one hand, Hofstede’s dimensions provide a framework in which 

one can interpret cultural misunderstandings, and start addressing these differences with 

participants (e.g.: What is your idea about power and leadership?), on the other hand they 

make us immediately think about ourselves and question if they apply to everybody in a 

given country. 

Still, the dimensions are useful as well as a frame of reference when trying to analyse the 

different contexts we live in (our student “culture”, the “culture” of our family and friends, 

the "culture" of rural or urban areas, etc.). It is worth asking ourselves, to what extent does 

this give us more insights – and to what extent do we just create more stereotypes? 

In addition, the five dimensions, and one’s preferences along these dimensions, raise the 

question of cultural relativity: is there really no “better” or “worse”? Are hierarchical 

structures just as good as equal ones? Are strict and closed gender roles just as good as open 

ones? How far does it go? And, if we want to mediate in a cultural conflict along those 

dimensions, should we, and can we, take up a neutral stand? 

 

 

IV. Edward T. and Mildred Reed Hall’s behavioural components of culture 

This couple developed their model of culture from a very practical point of view: They 

wanted to give good advice to US-American businessmen who were to travel and work 

abroad. In their study that involved many in-depth, open-ended interviews with people in 

different cultures that US-American businessmen were likely to co-operate with, they 

focused on those, sometimes subtle, differences in behavior that usually accounted for 

conflicts in intercultural communication. 

On the basis of their study they developed several dimensions of difference. These 

dimensions were all associated with either communication patterns, or with space, or time: 
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Fast and Slow Messages refer to “the speed with which a particular message can be 

decoded and acted on”. Examples of fast messages include headlines, advertisements and 

television. Becoming easily familiar is also typical of people who tend more towards fast 

messages. 

Whereas in essence, it takes time to get to know people well (they are “slow messages”), in 

some cultures it takes less time to make friends than in others, easy familiarity is thus an 

example of a fast message. Slow messages are e.g. art, a TV-documentary, deep relation-

ships, etc. 

 

High and Low Context are about the information that surrounds an event. If in the actually 

transmitted message at a given time only little information is given, and most of the 

information is already present in the persons who communicate, the situation is one of high 

con-text. 

For example, communication between a couple that has lived together for several years 

tends to be very high context: only little information needs to be exchanged at any given 

time in order for them to understand each other. The message may be very short, but is 

decoded with the help of the information about each other that both have acquired in the 

years of living together. 

Typical high context cultures are, according to Hall & Hall (1990), the Japanese, Arab, and 

Mediterranean cultures with extensive information networks and involvement in many 

close personal relationships. Consequently, not a lot of background information is needed in 

daily life, nor is it expected. One keeps oneself informed about everything having to do with 

the persons important to oneself. Typical low context cultures are the US-American, 

German, Swiss and Scandinavian cultures. Personal relationships tend to be split up more 

according to the different areas of one’s involvement, and there is a higher need for 

background information in normal trans-actions. Misunderstandings can arise from not 

taking into account the different communication styles in terms of high and low context. A 

person with a low-context style, for example, may be perceived by a high-context person as 

talking too much, being over-precise, and providing unnecessary information. Inversely, a 

person with a high-context style may be perceived by a low-context person as not truthful 

(since information is “hidden”), and not co-operative. In order to make decisions, low-

context persons want a fairly large amount of background information, whereas high-con-

text persons would base decisions on less background information at a given time, since 

they have constantly kept themselves up with the process of what is going on. The 

paradoxical situation however arises when high-context persons are asked to evaluate a 

new enterprise and then they want to know everything, since they have not been part of 

the context of that new idea. 

 

Territoriality relates to the organization of physical space, e.g. in an office. Is the president’s 

office on the top floor of the building, or somewhere in the middle? If, for example, one 

considers the pens on one’s desk as part of personal territory others are not appreciated 
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when just borrowing these pens without asking. Territoriality is about the sense people have 

developed of the space and the material things around them, and is also an indication of 

power. 

 

Personal Space is the distance to other people one needs to feel comfortable. The Halls 

describe personal space as a “bubble” each person carries around at all times. It changes its 

size according to the situation and the people one interacts with (people you are close 

friends with are allowed closer than others). The “bubble” indicates what one feels is an 

appropriate distance to another person. Somebody standing further away is considered 

distanced, somebody trying to get closer than what is perceived as the appropriate distance 

might seem offending, intimidating, or simply rude. 

If the normal conversational distance of one culture is rather close so that it overlaps with 

what is considered an intimate distance in a different culture, a problem in communication 

might just arise from the different interpretations of what the chosen physical distance to 

one another means. 

 

Monochronic and Polychronic Time relate to the structuring of one’s time. Monochronic 

timing means to do one thing at a time, working with schedules where one thing follows the 

other, where different tasks have their time assigned to them. Time for monochronic 

cultures is very hands-on, it can almost be touched and is talked about as a resource: 

spending, wasting, and saving time. Time is linear; it extends as one line from the past 

through the present into the future. Time is used as a tool to structure the day, and to 

decide levels of importance, e.g. not “having time” to meet somebody. 

Polychronic timing means the opposite: many tasks are done at the same time; there is high 

involvement with people, which implies more emphasis on relating to others than on 

holding to a schedule. Polychronic time is not so much perceived as a resource, and could 

rather be compared to a point than to a line. 

Hall & Hall perceive some of these dimensions we have described as being inter-related. 

Monochronic time in their research is closely linked to low-context and to a design of space 

that allows the compartmentalization of life (a structure where different areas of 

involvements are separated from one another, or put into different “compartments”). In 

addition to the dimensions mentioned, Hall & Hall introduce several other concepts as 

important to be attentive to, e.g. how scheduling in a culture works, how much time ahead 

meetings should be arranged, what is considered appropriate in terms of punctuality, and 

how fast information flows in a system – is the flow bound to an hierarchical system 

(up/down), or does it flow more like a large network in all directions? 

In dealing with other cultures, Hall & Hall suggest to their target group, US-American 

businessmen, to recognize the cultural differences and, if possible, to adapt to the different 

ways of behaving in the culture they work in. 
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Hall & Hall’s key concepts when describing different cultures point out some significant 

differences that people experience in intercultural encounters and therefore are very 

recognizable to many readers.  

 

● Multiculturalism  

What is multiculturalism? 

• As a descriptive term it refers to cultural diversity where two or more groups with 

distinctive beliefs/cultures exist in a society. 

• It can also refer to government policy as a formal recognition of the cultural 

distinctiveness of particular groups. 

• It implies a positive endorsement of cultural diversity. 

 

The key tenets 

Postcolonialism 

• Postcolonialism sought to challenge the cultural dimensions of imperial rule by 

establishing the legitimacy of non western political ideas and traditions. 

• It is a challenge of Eurocentrism which is the application of values and theories 

drawn from European culture to other groups. 

• In response Orientalism developed. This challenges western cultural and political 

dominance over the Orient via stereotypes which demean non western cultures. It 

also allows for non western ideas to be considered as equally legitimate with 

western ideas. 

• It can take a variety of forms. Gandhi (1869-1948) fused Indian nationalism with 

non violence to overthrow British rule whereas Franz fanon (1926-1961) advocated 

violence to overthrow French rule in the Caribbean. 

 

Identity 

• Multiculturalism is a form of identity politics to advance the interests of particular 

groups in the face of perceived or actual injustice. 

• It seeks to raise awareness via stressing a collective identity and common 

experience. 

• It is communitarian- people cannot be understood outside of society and are 

shaped by social and cultural contexts to which they belong. 
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• Multiculturalists hold that culture shapes values, norms and assumptions through 

which individual identity is formed, and provides a sense of  rootedness. 

• There is a focus on ethnicity. Members of ethnic groups are seen as descended 

from common ancestors making the ethnic group an extended kinship group. It gives 

people a common identity and sense of distinctiveness. 

• Religion is also very important for groups of non western groups for example 

Muslim groups in western societies.. However, for others, it can be language the 

Quebecois in Canada, Welsh or the Spanish Basques. 

Language helps to keep alive a body of literature, myths and legends. 

 

Minority rights 

• Self government. This applies where people are territorially concentrated such as 

native Americans. It involves the devolution of power (consociationalism)  

• In the case of immigration, the granting of polytechnic rights- e.g. legal 

exemptions- halal or kosher butchers. 

• Minority or multicultural rights are separate from liberal view on rights because 

they belong to the group rather than an individual. Hence multiculturalism is 

essentially 

collective and communitarian. 

• Whilst seeking to treat cultural groups as equal in their entitlement to recognition, 

multiculturalism is prepared to grant preferential rights to specific groups as a way of 

redressing past wrongs via positive discrimination. 

 

Diversity 

• Multiculturalists believe that cultural diversity is compatible with political 

cohesion. People have multiple identities and therefore loyalties. 

• People are able to participate in society because they have a firm and secure 

identity rooted in their own culture. Denial of culture results in isolation and 

powerlessness providing a breeding ground for extremism. 

• Diversity should be celebrated. It fosters cross cultural tolerance and 

understanding. 

 

 

Why is multiculturalism compatible with Liberalism? 
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• It coincides with liberal commitment to toleration and a desire to uphold freedom 

of choice. 

• Liberalism is neutral to the moral and cultural choices citizens make. 

• Liberalism is difference blind- cultural difference is irrelevant because all people 

should be regarded as morally autonomous individuals. 

• Liberals draws a distinction between the public and private sphere- the latter is 

seen as a realm of freedom where people are free to express cultural, religious and 

language identity. 

What are the limits to liberal multiculturalism? 

• Toleration is extended only to views and practices compatible with personal 

freedom and autonomy. 

• In drawing a distinction between the public and private sphere, liberals expect 

everyone to share a consensus civic allegiance- leading to ban on hijab in France or of all 

forms of overt religious affiliation in French schools. 

• Liberals regard liberal democracy as the sole legitimate political system as it 

ensures that government is based on the consent of the people. 

• Liberals will only tolerate groups which are prepared to tolerate and respect these 

rights of others. 

• Multiculturalism by stressing group needs and interests is another form of 

collectivism where the rights and needs of the individual are subordinated to those of the 

group and can lead to ‘ghettoisation’ whereby people identify only with the needs of a 

particular group and fail to recognise or respect the rights of other groups. 

 

Particularist multiculturalism 

• Isaiah Berlin went beyond liberal multiculturalism by endorsing value pluralism. 

This is the theory that there  is no single overriding conception of the good life. 

• A form of live and let live. 

• A ‘post-liberal’ stance in which liberal values are no longer seen as having a 

monopoly of legitimacy. 

• Cultural diversity takes place within a context of unequal power in which certain 

groups have had advantages denied to other groups. Particularist multiculturalism is 

therefore aligned to the needs and interests of marginalized groups. 

 

Cosmopolitan Multiculturalism 
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• Cosmopolitan multiculturalists endorse cultural diversity and identity politics. 

• It emphasises cultural exchange and what each culture can learn from others. 

• It encourages cultural mixing or a pick and mix approach to culture where people 

can dip into a variety of cultural practices. 

• Culture is fluid and related to personal needs and circumstances rather than being 

fixed and historically embedded.. 

• Society is a melting pot of different ideas, values and traditions rather than a 

cultural mosaic of separate ethnic and religious groups. This is hybridity whereby people 

develop multiple identities. 

 

 

Why do conservatives fear/oppose multiculturalism? 

• Shared values and beliefs are seen by Conservatives as necessary precondition for 

a stable and successful society. 

• Human beings are drawn to those who are similar to themselves and a fear of 

strangers and foreigners is natural. 

• Multiculturalism is inherently flawed as multicultural societies are fractured and 

conflict ridden. Multiculturalist image of ‘diversity within unity’ is a myth. 

• Conservatives press for assimilation in which the immigrant communities lose their 

cultural distinctiveness by adjusting to the values, allegiances and lifestyles of the ‘host’ 

society. 

• Multiculturalism by its association with colonialism and racism by favouring the 

culture of minority groups through positive discrimination and positive rights demeans the 

culture of the majority group. 

 

Feminists and multiculturalism 

• Feminists are concerned when minority rights and politics of recognition serve to 

preserve and legitimize patriarchal and traditional beliefs that disadvantage women. 

• Feminists are concerned with cultural practices such as dress codes, family 

structures etc which reinforce structural gender biases. 

• Feminists are concerned that women will be under cultural pressure not to speak 

out for their rights and seek redress through religious courts in divorce cases rather than 

speak out or advance their rights.      
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Social reformists and multiculturalism 

• Multiculturalism encourages groups to seek advancement through cultural or 

ethnic assertiveness rather than via struggle for social justice. 

• Multiculturalism therefore fails to address issues of class inequality and lack of 

economic power and social status. 

• Multiculturalism divides people and weakens those who have a common economic 

interest in alleviating poverty and promoting social reform. 

• A more acute awareness of cultural difference may weaken support for welfarist 

and redistributive policies. 

● Public Speaking 

  

Useful Tips To Overcome Your Fear Of Public Speaking 

The average person ranks the fear of public speaking (also known as glossophobia) higher 

than the fear of death. The truth is, this fear could be hurting your professional and personal 

life. 

In business, it is essentially important for you to be able to get your point across. It is likely 

that all of us will one day have to speak in public. Whether we are giving a formal 

presentation to an audience, or simply asking our boss for a promotion, speaking skills are 

essential to getting ahead in a professional setting. 

The fear of public speaking is very real. However, there are techniques to help you 

overcome your fears. There are even ways to help harness your energy in a positive way. 

 

Public Speaking Tips For Your Next Speech 

1) Get Organized 

When you organize all of your thoughts and materials it helps you to become much 

more relaxed and calm. When you have clear, organized thoughts it can greatly 

reduce your speaking anxiety because you can better focus on the one thing at hand, 

giving a great speech. 

 

2) Practice And Prepare Extensively 

Nothing takes the place of practicing and preparing for your speech. Write out a 

script of your key points, but don’t read from the script word for word. Prepare for 

your speech so well that you could answer any possible question thrown at you. 
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3) Eliminate Fear Of Rejection 

“What if my audience hates my speech? What if they boo me off stage?” Try to 

eliminate all of your fears of rejection. The audience is there to listen to you for a 

reason. 

 

 

 

 

4) Focus On Patterns 

When you speak try to get into a rhythm or a flow. Keep your sentences short and to 

the point and repeat key points. A short pause in between points can add 

anticipation to what you are going to say next. 

 

5) Watch Yourself In The Mirror 

Practice your speech in front of the mirror as if you were speaking directly to 

someone. If you really want to learn how to improve public speaking skills then… 

Pay attention to: 

● Your facial expressions 

● Your gestures 

● Your body movements 

● How welcoming you appear 

When you have gentle expressions and a calm demeanor when you speak, you will 

be more welcoming to your audience. 

 

6) Record Yourself And Learn Your Voice 

Record your speech on your phone or video camera. Record yourself giving the talk 

from beginning to end. Then listen to it or watch it, and make notes on how you 

could make it better. Some people do not like listening to the sound of their voice on 

tape, so it is important that you get used to your own voice and speaking style. 

 

7) Work On Your Breathing 
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When you focus on your breathing your voice will have more resonance and you will 

relax. Breathe calmly and focus on getting into a rhythm. Although this is a public 

speaking exercise, breath-work will help reduce stress and improve clarity in all areas 

of life. 

 

8) Practice Some More . . . 

When someone asks me how he can build effective communication skills and 

improve his public speaking, I quote to him the words of Elbert Hubbard, who said, 

“The only way to learn to speak is to speak and speak, and speak and speak, and 

speak and speak and speak.” 

 

9) Give Your Speech To Another Person 

There are plenty of people you can practice on. Be sure to tell the person to be 

completely honest with you in their critique. 

Examples of people you can practice on: 

● A significant other 

● Your friends 

● Your parents 

● Your dog 

Speaking directly to another person will help relax you and give you experience with 

getting feedback from someone. If they have questions about your speech, it is likely 

that members of an audience will have the same questions. 

 

10) Public Speaking Classes 

Find a great coach or mentor. There are many groups that you can join to learn the 

art of public speaking. A group such as Toastmasters is non-profit and helps people 

get over their fears by having them practice speaking on subjects over and over. 

 

11) Lightly Exercise Before Speaking 

Exercising lightly before a presentation can get your blood circulating and send 

oxygen to your brain. Take a walk before a speech or do a few knee bends. 

This little trick is one of my favorite speaking tips. You’ll be amazed by what a little 

blood flow can do. 
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12) PowerPoint Can Be Really Great, Or Really Bad 

Sometimes, having a powerpoint can be your best friend. It can help you if you lose 

your train of thought, keep your audience engaged, and give people a good place to 

grab notes and main points from. 

 

 

 

 

● Pilot course on public speaking  

Public speaking and presentation skills for adult learners  

COURSE OVERVIEW 

Public speaking and communication skills are crucial for teachers, trainers and education 

staff. Public speaking is the process of performing a presentation or a speech to a live 

audience in a structured, deliberate manner in order to inform, influence, or entertain 

them. As for every process, it can be learned and improved. Meanwhile is true that some 

people have natural communication skills everyone can and shall work on their public 

speaking competences. By participating in this course you will practice and master public 

speaking techniques, learn how to structure and plan effectively a speech or a presentation 

and how to listen and engage the audience, receive personalized feedback and advices 

based on your professional and personal needs. 

 

MAIN OBJECTIVES 

This course aims to improve participants’ practical skills in designing and delivering effective 

public speeches and presentations. The general aim of this course is to foster excellence in 

adul learners and to enable them to communicate more effectively. 

Thanks to this course the participants will: 

- Acquire knowledge and practical information about public speaking, 

communication tecniques and learning styles; 

- Learn how to structure and plan effectively a speech or a presentation and how to 

listen and engage the audience; 

- Have the chance to practice and improve their public speaking and communication 

skills in a positive and supportive environment; 

- Get personalized guidance and feedback on how to communicate more effectively; 
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- Learn best practices and concrete tips related to delivering effective public 

speeches and presentations. 

 

TARGET AUDIENCE 

This course is open to: adult learners  

 

DAILY PROGRAMME 

Please find below the standard indicative daily programme that will be personalized on 

participants needs and professional profiles. 

Our standard programme comprises 7 days, of which the first one is dedicated to 

networking, preparation and cultural immersion and the last one to follow up, specific 

needs and cultural activities, thus participants can opt a shorter 5-days version (Monday to 

Friday) that covers the core training. Participants can choose to arrive 1 day before the start 

of the course and/or leave one day after the end of it in order to enjoy a deeper cultural 

immersion. Upon specific request we may organize longer versions of this course. 

Day 1 

- Participants arrival 

- Individual orientation and information about the venue and the city  

- Networking activities 

- Welcome dinner 

Day 2 

- Course introduction 

- Competences ex-ante evaluation 

- Let’s present yourself: your “first” public speech 

- The basic elements about public speaking 

- Reviewing and discussing effective public speeches 

- Plenary discussion and review of participants public speeches 

Day 3 

- Communication and learning styles 

- How to plan a public speech or a presentation 

- Practical group work and exercise 

- Cultural activities and traditions 
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Day 4 

- The audience: how to listen and engage it 

- Practical group work and exercises 

- Metaphisics   

Day 5 

- Design and delivering an effective presentation 

- Group work, design and delivering of an effective presentation 

Day 6 

- Non-verbal communication and body language 

- Practical group work and exercises 

- Let’s present yourself again 

Day 7 

- Space for discussion of future cooperation and planning follow up activities 

- Course roundup and final evaluation 

- Validation of learning outcomes and certification ceremony 

- Additional training session tailored to specific needs (optional) 

- Participants departure 

 

METHODOLOGY 

We tailor the working methods based upon participants’ needs, attitudes and professional 

profiles in order to ensure high productivity, effectiveness and transferability into practice. 

The standard methodology is highly practical and participative with hands-on approach that 

comprises real-job examples, case studies examination and simulations. We embrace 

collaboratively working methods that foster mutual learning and cooperation among 

participants. The pedagogical methods that we use are based upon experiential training, 

group and peer activities, learning-by-doing and best practices’ exchange. 

During the course the participants will be designing and delivering public speeches and 

presentation receiving personalized feedback and advices. During the course the 

participants will be designing and delivering public speeches and presentation receiving 

personalized feedback and advices. By working in group the participants will have the 

chance to learn by each other as well as the opportunity to practice and concretely improve 

their public speaking and communication skills. 
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Morning Wrap-up and brief daily evaluations are foreseen to ensure quality of education 

and to adapt the learning programme to participants' needs better tailoring the education. 

Free time has been planned to give to the participants time to assimilate the concepts, 

develop further the group activities, ask trainers for further clarifications, etc. Networking 

and cooperation among participants will be supported and stimulated at each stage 

The training and staff team is multinational thus giving a full European dimension to the 

course. 

The class-based course is completed by the support of the E-learning portal that is a great 

support both before and after the course. 

 

 Course on basics of non verbal communication 

for adults  
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 Self evalution on presentation skills  

What type of presenter you are? - test  

Mark on scale from 1-4 how much you agree with each of the statements  (1 - the lowest; 4- 

the highest) 

 

You prefer telephone communication instead of e-mail  1 2 3 4 

Your friends considers that you very adventurous person   1 2 3 4 

Long time ago you have overcome the "stage fright" before 
important meetings 

1 2 3 4 

Almost always you have good ideas on important meetings in 
your organization (company)  

1 2 3 4 

In private life, you are always trying to please other people  1 2 3 4 

You believe in the rule "It always can be done better " 1 2 3 4 

I enjoy to tell stories to my family about something that is 
happening  at work  

1 2 3 4 

I enjoy to share interesting stories to my friends 1 2 3 4 

Systematic thinking is my strong site  1 2 3 4 

You are full of enthusiasm and you think that in business 
everything is possible 

1 2 3 4 

I am good in debating  1 2 3 4 

My friend as always saying to me that i would of been 
excellent lawyer, diplomat or politician   

1 2 3 4 

In every corporate environment , in very short time I succeed 
in build my authority and credibility  

1 2 3 4 

I am always waiting for a person to finish his sentence   1 2 3 4 

I am trying to adapt to my partners and coworkers  1 2 3 4 

You have unbelievable enthusiasm and you are always 
bringing innovations in your work  

1 2 3 4 

Your success is not so important if others will not hear about it  1 2 3 4 

You do not like anything monotonic  1 2 3 4 

You can easily find theme for conversation even with people 
that you are seeing for a first time 

1 2 3 4 

It is of high importance for you that your basic needs are 
fulfilled (sleep, food..etc) 

1 2 3 4 

You are always considerable in what you wear for each 
specific occasion   

1 2 3 4 

One of your life goal is "Enjoy each day of your life" 1 2 3 4 
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KEY  

What type of presenter you are? 

22-44 points AVOIDER 

You are doing all that is in your power to avoid presenting or speaking in front of an 
audience. Even in the process of choosing you campaign, even without knowing about it, 
you are preferring positions that do not include presenting.  
 
Advice: Presentation is skill, which you can handle it if you are willing and if you practice. It 
is the same as any other professional skill that you have developed.  

 

44-51 points RESISTER  

Presenting and public speaking are the least favored part of your career. Even a lot of your 
friends and colleagues consider you as a solid presented , for you, presentations are still a 
nightmare and towards them you are approaching with lot of reserve, fear and nervous.  
 
Advice: Next time when you are asked to present, try to control your feelings and transform 
them into positive energy. You will be surprise from the results and from yourself!  

 

52-67 ACCEPTER 

For you the presentations are normal and regular task as all others. Preparation and 
execution of the presentation is not brining you any specific pleasure or dissatisfaction. 
When you will finish presentation successfully, only for a short time you feel positive. 
 
Advice: Why to be good when you can be excellent?!   

 

68-88 SEEKER  

For you the presentations are normal and regular tasks as all other. Preparation and 
execution of presentation dose not represent any difficulty. You consider that after a good 
presentations you have better ideas about development of your business.  
 
Advice: The world is your stage and everybody wants to be you :) Go ahead with the same 
style and energy!  
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● Initiative (From Idea to Project) 

 

“Being initiative is doing the right thing without being told” 

- Victor Hugo, French writer 

 

If you want to succeed in life, you must break out of the common bubble that the general 

society is in. This means that you shouldn’t follow the generally-accepted “go to 

school/college/uni, start work, pay debts until you are 50 and THEN start to LIVE” plan. This 

plan is suicidal.  

 

No matter what field you want to develop and work in, entrepreneurship and initiative are 

very essential, because they allow you to offer innovation, ideas, solutions, efficient results. 

You can not only be competitive this way, but make a prosperous world-wide business. 

 

What is to be initiative in life? 

Let’s begin with 25 ways to be initiative at work: 

1. Seeking more responsibilities 

2. Solving problems 

3. Helping others and pitching in 

4. Over delivering. 

5. Doing things and projects that 

others avoid. 

6. Stepping in when someone is 

unavailable or absent. 

7. Being creative. 

8. Inventing unique solutions to 

problems. 

9. Being a fast learner and training 

others or explaining things to 

others. 

10. Leading events or meetings. 

11. Volunteering to work with 

different teams and departments. 

12. Improving systems, processes and 

procedures. 

13. Referring good potential 

employees. 

14. Helping in the interviewing and 

hiring process. 

15. Brainstorming ideas to improve 

the company. 

16. Becoming a champion at team 

building. 

17. Supporting your boss to succeed. 

18. Saving time and money. 

19. Helping others to see their 

strengths and qualities. 

20. Anticipating and preventing 

problems before they occur. 

21. Dressing professionally and 

representing your company well. 

22. Sharing the credit; not being a 

credit hog. 

23. Speaking up during meetings and 

offering input and suggestions. 

24. Making good and timely decisions. 

25. Doing quality control for finished 

projects. 
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Tips for being initiative:

 

● Do something you are very passionate about. 

● You have to have emotional investment in what you doing. If you don’t love what 

you doing, failler is pretty much guarantee, success is not, but the failler is much 

more likely. 

 

● If you know what exactly you want to be, you need to spend as much time with 

people are actually that already. 

 

● Don’t think about how do I get big fast that will happen if you build something super 

meaningful and super important. So don’t think about what is the quickest way to 

success, think about what is the best way to building something important that the 

world really needs. 

 

● This little idea explains why some organisations and some leaders are able to inspire 

where others aren’t. 

              
 

 

Every single person, every single organization on the planet knows what they do - 100%.  

 

Some know how they do it. Will you call it your differentiating value proposition or your 

proprietary process or USP. 
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But very very few people or organizations know why they do what they do and by why I 

don’t mean to make a profit. That is a result. It’s  always a result by why I mean what’s your 

purpose. What’s your cause? What’s your belief? Why this organization exists? 

 

If you think that entrepreneuring is only for young people. No! Erasmus is not about age but 

entrepreneurial experience.  
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● European Union on adult education  

 

 

What is the EU doing to support adult learning? 

A Resolution adopted by the Council on a renewed European Agenda for Adult Learning 

highlights the need to significantly increase adult participation in formal, non-formal and 

informal learning whether to acquire work skills, for active citizenship, or for personal 

development and fulfilment. 

The Agenda outlines a vision of how adult learning should develop in Europe by 2020 and 

sets the following specific priorities for the years 2015 - 2020: 

 Improve governance through better coordination between policy areas, enhanced 

effectiveness and societal relevance  

 Significantly increase the supply and demand for high-quality provision, especially in 

literacy, numeracy and digital skills 

 Ensure effective outreach, guidance and motivation strategies to reach and assist 

adult learners 

 Offer more flexible opportunities for adults to learn and improved access through 

more learning at the workplace, the use if ICT and so-called ‘second chance’ 

qualification programmes  

 Enhance the quality of adult learning by monitoring the impact of policies and 

improving the training provided to adult educators 

Further to this, the Council has adopted a Recommendation on Upskilling Pathways aiming 

to help adults acquire a minimum level of literacy, numeracy and digital skills or a specific 

upper-secondary level qualification (level 3 or 4 in the European Qualifications Framework 

(EQF)). More information can be found on the Upskilling Pathways webpage.  

The Commission has set up an ET 2020 Working Group on adult learning consisting of 

national experts, representatives of European social partners and civil society members. The 

group exchanges and analyses information, and develops policy guidance in the field of 

adult learning based upon best practices taken from across Europe. You can find more 

information about the work of the Working Group on adult learning on the Electronic 

Platform for Adult Learning in Europe (EPALE) website. 

A network of National Coordinators who promote adult learning in their countries, provide 

policy advice and support, and gather and disseminate best practices has also been 

established.  

The Electronic Platform for Adult Learning in Europe (EPALE) provides a multilingual online 

space to exchange, showcase and promote best practices in adult education, as well as to 

promote peer learning.  

Follow the process on social media with the hashtags #EUAdultLearning and #UPSkillEU. 

 

 

http://eur-lex.europa.eu/LexUriServ/LexUriServ.do?uri=CELEX%3A32011G1220%2801%29%3AEN%3ANOT
https://eur-lex.europa.eu/legal-content/EN/TXT/?uri=OJ%3AJOC_2016_484_R_0001
https://www.cedefop.europa.eu/en/events-and-projects/projects/european-qualifications-framework-eqf
https://www.cedefop.europa.eu/en/events-and-projects/projects/european-qualifications-framework-eqf
https://ec.europa.eu/social/main.jsp?catId=1224
https://ec.europa.eu/education/policies/european-policy-cooperation/et2020-working-groups_en
https://ec.europa.eu/epale/en/policy-in-the-eu/what-good-policy-practice-on-adult-learning-is-there
https://ec.europa.eu/epale/en/policy-in-the-eu/what-good-policy-practice-on-adult-learning-is-there
https://ec.europa.eu/epale/en/policy-in-the-eu/implementing-the-european-agenda-for-adult-learning
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What is the European Agenda for Adult Learning and how is it implemented? 

The Renewed European Agenda for Adult Learning (EAAL) defines the focus for European 

cooperation in adult education policies for the period to 2020. It was adopted by the Council 

in November 2011. In it, the Council recognises that there is a need for all adults regularly to 

enhance their personal and professional skills and competences, but that adult learning is 

the weakest link in national lifelong-learning systems. Adult participation in learning 

continues to be low. In order to achieve an effective adult learning sector, more needs to be 

done. 

  

Among the issues targeted for action in the Agenda are: increasing the possibilities for all 

adults to access flexible, high-quality learning at any time in their lives; developing new 

approaches to adult education focusing on learning outcomes; raising awareness that 

learning is a lifelong endeavour; developing effective lifelong guidance systems and systems 

for validating non-formal and informal learning. 

  

To facilitate cooperation between European countries and the Commission in implementing 

the EAAL, each participating country has a National Coordinator. Each National Coordinator 

sets out a work programme which identifies the specific actions their organisation is going 

to take to implement the EAAL in their country. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

http://eur-lex.europa.eu/legal-content/EN/TXT/?uri=uriserv:OJ.C_.2011.372.01.0001.01.ENG


123 

 

 Council Resolution on a renewed European agenda 

for adult learning (2011/C 372/01) 

 
THE COUNCIL OF THE EUROPEAN UNION, 

 WHEREAS:  

The Europe 2020 strategy for smart, sustainable and inclusive growth acknowledges lifelong 

learning and skills development as key elements in response to the current economic crisis, 

to demographic ageing and to the broader economic and social strategy of the European 

Union.  

 

The crisis has highlighted the major role which adult learning (1) can play in achieving the 

Europe 2020 goals, by enabling adults — in particular the low-skilled and older workers — 

to improve their ability to adapt to changes in the labour market and society. Adult learning 

provides a means of up-skilling or reskilling those affected by unemployment, restructuring 

and career transitions, as well as makes an important contribution to social inclusion, active 

citizenship and personal development.  

AND HAVING REGARD TO:  

1. The European Parliament Resolution of 16 January 2008 on adult learning: It is never too 

late to learn, which urges Member States to promote the acquisition of knowledge and to 

develop a culture of lifelong learning, notably by implementing gender equal policies 

designed to make adult education more attractive, more accessible and more effective.  

 

2. The Council conclusions of May 2008 (2) on adult learning, which established for the first 

time a set of common priorities to be addressed in the adult-learning sector, paved the way 

towards intensified European cooperation between the various stakeholders, and proposed 

a series of specific measures for the period 2008-10 (hereafter referred to as the ‘Action 

Plan’) aimed at increasing participation in, and raising the quality of, adult learning.  

 

3. The Resolution of the Council and of the Representatives of the Governments of the 

Member States, meeting within the Council, of 21 November 2008 on better integrating 

lifelong guidance into lifelong-learning strategies, which highlighted the importance of 

guidance as a continuous process that enables citizens at any age and at any point in their 

lives to identify their capacities, competences and interests, to make educational, training 

and occupational decisions and to manage their life paths in learning, work and other 

settings.  

 

4. The Council conclusions of 12 May 2009 (3), which established a strategic framework for 

European cooperation in education and training (‘ET 2020’) which is fully consistent with the 
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Europe 2020 strategy and whose four objectives — relating to lifelong learning and mobility, 

quality and efficiency, equity, social cohesion and active citizenship, as well as creativity and 

innovation — are equally relevant for adult learning.  

 

5. The 2010 joint progress report of the Council and the Commission on the implementation 

of the ‘Education & Training 2010’ work programme (4), which stressed that in adult 

learning it is also important for provision to cover the full range of key competences, and 

noted that there is a major challenge to ensure that all learners benefit from innovative 

methodologies, including those in adult learning.  

 

6. The Europe 2020 flagship initiatives:  

— An Agenda for New Skills and Jobs, which calls on Member States to ensure that people 

acquire the skills needed for further learning and the labour market through general, 

vocational and higher education, as well as through adult learning, 

— The European Platform against Poverty, which proposes the development of innovative 

education for deprived communities in order to enable those experiencing poverty and 

social exclusion to live in dignity and to take an active part in society,  

— Innovation Union, which promotes excellence in education and skills development in 

order to ensure future growth from innovation in products, services and business models in 

a Europe faced with an ageing population and strong competitive pressures. 

 

7. The Council conclusions of 11 May 2010 on the social dimension of education and training 

(1), which noted that expanding access to adult education can create new possibilities for 

active inclusion and enhanced social participation.  

 

8. The Council Decision of 21 October 2010 on guidelines for the employment policies of the 

Member States (2), which seeks to promote effective incentives for lifelong learning of 

those within and outside employment, ‘ensuring every adult the chance to retrain or to 

move one step up in their qualification’. 

 

 9. The Council conclusions of 18-19 November 2010 on enhanced European cooperation in 

vocational education and training (VET) (3), which actively encouraged greater individual 

participation in continuing VET, increased investment in human resources development, in-

company training and work-based learning, and closer collaboration between training 

institutions and employers, particularly in the training of low-skilled workers. 

 

 

WELCOMES THE FACT THAT  

Work has been initiated on all priority areas of the 2008-10 Action Plan, albeit at different 

speeds in each country:  
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— Adult-learning reforms are increasingly anchored in overall developments in education 

and training, notably the development of national qualifications frameworks and 

lifelonglearning strategies.  

— Quality assurance has been raised as an important issue in adult learning and strides are 

being made in developing the professional profile and training of adult-learning 

professionals, the accreditation of adult-learning providers and improved guidance services 

for adults.  

— Outreach and learning opportunities are increasingly being targeted at those with the 

lowest levels of qualifications, thus giving them better prospects of integration into work 

and society. 

— Non-formal and informal learning, which represent much of adult learning, are 

increasingly being recognised and validated but take-up of validation opportunities is often 

still too low.  

— A start has been made on improving monitoring of the adult-learning sector. 

 

NEVERTHELESS RECOGNISES THAT: In order to face both the short and long-term 

consequences of the economic crisis, there is a need for adults regularly to enhance their 

personal and professional skills and competences. Given the current instability in the labour 

market and the need to reduce the risk of social exclusion, this applies particularly to the 

low-skilled and the low-qualified. However, all adults — including the highly qualified — can 

benefit significantly from lifelong learning 

 

Yet there is a growing consensus that adult learning is currently the weakest link in 

developing national lifelong-learning systems. Participation in adult learning has continued 

to fall, from 9,8 % of the 25-64 year-old population in 2005 to only 9,1 % in 2010, thus 

making the increased ‘ET2020’ target of 15 % by 2020 an even greater challenge. Obstacles 

such as low motivation and a lack of care facilities to help women and men combine family 

and work responsibilities with learning therefore need attention.  

 

As in other sectors, adult learning should embrace the shift to policy based on learning 

outcomes in which the autonomous learner is central, regardless of where he/she learns — 

at work, at home, in the local community, in voluntary activities, or in education and 

training institutions — and develop the multifaceted model of governance that this requires.  

 

In order to achieve an adult-learning sector capable of supporting the Europe 2020 strategy, 

much more remains to be done in relation to effective and efficient financing; in relation to 

the provision of second-chance opportunities and the acquisition of basic skills such as 

literacy and numeracy, but also digital skills; in relation to targeted learning for migrants, 

early school leavers and young people not in education, employment or training (NEETs), as 

well as for people with disabilities and older adults; and in relation to cooperation with 

employers, social partners and civil society.  
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Implementing the Action Plan has also highlighted the difficulty of adequately monitoring 

the adult-learning sector, due to a lack of sufficient statistical data and evaluation of policy 

measures. Evidence-based policy-making in the field of adult learning calls for 

comprehensive and comparable data on all key aspects of adult learning, for effective 

monitoring systems and cooperation between the different agencies, as well as for high-

quality research activities. 

 

 

CONSIDERS THAT:  

Lifelong learning covers learning from pre-school age to postretirement (1). Adult learning is 

a vital component of the lifelong-learning continuum, covering the entire range of formal, 

non-formal and informal learning activities, general and vocational, undertaken by adults 

after leaving initial education and training. 

 

In order to build on the achievements of the 2008-10 Action Plan, while complementing 

existing policy initiatives in the areas of school education, higher education (Bologna 

process) and VET (Copenhagen process), there is a need for a renewed ‘European Agenda 

for Adult Learning’ aimed at enabling all adults to develop and enhance their skills and 

competences throughout their lives.  

 

Adult learning can make a significant contribution to meeting the Europe 2020 goals of 

reducing early leaving from education and training to below 10 %. Particular attention 

should accordingly be paid to improving provision for the high number of low-skilled 

Europeans targeted in Europe 2020, starting with literacy, numeracy and second-chance 

measures as a precursor to up-skilling for work and life in general. Acquiring basic skills as a 

foundation for developing key competences for lifelong learning (2), addressing the problem 

of early school leaving (3) and tackling issues such as the education and social inclusion of 

migrants, Roma and disadvantaged groups require concerted action in both school and 

adult education.  

 

At the same time, the substantial contribution which adult learning can make to economic 

development — by strengthening productivity, competitiveness, creativity, innovation and 

entrepreneurship — should be recognised and supported. 

 

In this context, there is also a considerable need to step up efforts to achieve the target set 

within the Europe 2020 strategy of ensuring that at least 40 % of young adults complete 

tertiary or equivalent education. Meeting this challenge would contribute to developing a 

competitive economy based on knowledge and innovation which makes full use of its 

resources and human capita 
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THEREFORE CALLS FOR:  

The adoption of a renewed European Agenda for Adult Learning which will continue, 

complement and consolidate work in the field of adult learning under the four strategic 

objectives identified by the Council in the ‘ET2020’ strategic framework. While initially 

focusing on the period 2012-14 (see the Annex hereto), this Agenda should be seen in the 

context of a longer term vision for adult learning which — in the period up to 2020 — will 

endeavour to raise the sector’s profile in general and, more specifically, to: 

 

 

(i) enhance the possibilities for adults, regardless of gender and their personal and family 

circumstances, to access high-quality learning opportunities at any time in their lives, in 

order to promote personal and professional development, empowerment, adaptability, 

employability and active participation in society;  

 

(ii) develop a new approach to adult education and training which focuses on learning 

outcomes and learner responsibility and autonomy;  

 

(iii) foster greater awareness among adults that learning is a lifelong endeavour which they 

should pursue at regular intervals during their lives, and particularly during periods of 

unemployment or career transition;  

 

(iv) encourage the development of effective lifelong guidance systems, as well as integrated 

systems for the validation of non-formal and informal learning;  

 

(v) ensure the comprehensive provision of high-quality formal and non-formal education 

and training for adults aimed at acquiring key competences or leading to qualifications at all 

levels of the European Qualifications Framework (EQF), supported by civil society and the 

social partners, as well as by local authorities;  

 

(vi) ensure flexible arrangements adapted to different training needs of adults, including in-

company training and workplace-based learning;  

 

(vii) foster greater awareness among employers that adult learning contributes to 

promoting productivity, competitiveness, creativity, innovation and entrepreneurship, and 

is an important factor in enhancing the employability and labour market mobility of their 

employees;  

 

(viii) encourage higher education institutions to embrace less traditional groups of learners, 

such as adult learners, as a means of displaying social responsibility and greater openness 

towards the community at large, as well as responding to demographic challenges and to 

the demands of an ageing society; 
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 (ix) promote the role of social partners and civil society in articulating training needs and 

developing learning opportunities for adults, as well as optimise the involvement of central, 

regional and local authorities; 

 

 (x) promote a balanced allocation of education and training resources throughout the life 

cycle on the basis of shared responsibilities and strong public commitment, particularly to 

second-chance opportunities and the development of basic skills; 

 

xi) involve social partners and raise their awareness of the benefits, also to them, of learning 

in the workplace, including basic skills provision;  

 

(xii) make well-developed learning provision for seniors, in order to promote active, 

autonomous, and healthy ageing, and which uses their knowledge, experience, social and 

cultural capital for the benefit of society as a whole;  

 

(xiii) make a strong commitment to promoting adult learning as a means of fostering 

solidarity between different age groups (for example, by means of an ‘intergenerational 

pact’) and between cultures and people of all backgrounds. 

 

ACCORDINGLY INVITES THE MEMBER STATES TO:  

 

1. Focus their efforts over the period 2012-14 on the priority areas detailed in the Annex 

hereto, thereby contributing to implementation of the four priorities of the ‘ET 2020’ 

strategic framework, in accordance with national contexts and legislation.  

 

2. Ensure effective liaison with the relevant ministries and stakeholders, the social partners, 

businesses, relevant nongovernmental organisations and civil society organisations, with a 

view to improving coherence between policies on adult learning and broader socio-

economic policies.  

 

3. Actively cooperate at EU level in order to support the successful implementation of the 

abovementioned priority areas, notably by:  

 

(i) making full use of the lifelong-learning tools agreed at EU level to promote adult 

participation in learning;  

(ii) using the opportunities provided by the Lifelong Learning Programme — in particular 

under Grundtvig and Leonardo da Vinci — and its successor programme from 2014, as well 

as the structural funds and other instruments, where appropriate, in order to co-finance 

supporting initiatives; 
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(iii) using the open method of coordination, with the support of the Commission and 

through the relevant European networks, to promote mutual learning and the exchange of 

good practices and experience in the field of adult learning;  

(iv) designating a national coordinator, in order to facilitate cooperation with the other 

Member States and the Commission in implementing the adult-learning agenda. 

 

AND INVITES THE COMMISSION TO:  

Work with and support Member States in developing and implementing the renewed 

European Agenda for Adult Learning outlined above and, specifically, in carrying out the 

priorities for the period 2012-14 detailed in Annex I, notably by: 

 

(i) ensuring complementarity and coherence between the policy initiatives undertaken in 

accordance with this Resolution and those developed in the context of other relevant policy 

processes within the ‘ET2020’ strategic framework, the Copenhagen process, the Bologna 

process, the EU modernisation agenda for higher education, and initiatives such as those on 

literacy and early school-leaving which require a concerted approach involving school 

education and adult learning, and promoting the adult-learning dimension within each of 

these;  

 

(ii) establishing close ongoing liaison with the national coordinators designated in the 

Member States and the other participating countries;  

 

(iii) enabling Member States and organisations supporting adult learning to share 

information on their policies and practices, and on their evaluation of both, through the 

organisation of peer-learning activities and reviews, conferences, workshops and other 

appropriate instruments, and, within available resources, improving data collection on adult 

learning as part of the updated coherent framework of indicators and benchmarks 

scheduled for 2013;  

 

(iv) strengthening the knowledge base on adult learning in Europe by commissioning studies 

and reinforcing the capacity of existing research structures relevant for analysing adult-

learning issues, including cooperation with Eurydice and Cedefop and other relevant 

institutions and making full use of their information and research capacities;  

 

(v) pursuing and intensifying cooperation with relevant international organisations such as 

the OECD (in particular by exploiting the results of the Programme for the International 

Assessment of Adult Competences — PIAAC), the UN (in particular Unesco) and the Council 

of Europe, as well as other relevant regional or worldwide initiatives such as the Europe-Asia 

lifelong-learning ‘hub’ (ASEM);  
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(vi) harnessing the funds available at European level to support the implementation of this 

agenda for adult learning;  

 

(vii) reporting on implementation of the agenda as part of the ‘ET 2020’ joint progress 

report. 

 

ANNEX 

EUROPEAN AGENDA FOR ADULT LEARNING 

Priority areas for the period 2012-14 

Taking into account the specific circumstances within each Member State, and in 

accordance with national priorities, Member States are invited, where appropriate with the 

support of the Commission, to focus on those areas outlined below which are most relevant 

to their particular needs. 

1. Making lifelong learning and mobility a reality 

In order to increase and widen the participation of adults in lifelong learning, in response to 

the agreed EU target of 15 % adult-learning participation, as well as to help boost to 40 % 

the proportion of young adults with tertiary and equivalent education qualifications, 

Member States are invited to focus on: 

— Stimulating demand, and developing comprehensive and easily accessible information 

and guidance systems, complemented by effective outreach strategies aimed at raising 

awareness and motivation among potential learners, with specific focus on disadvantaged 

groups, early school leavers, young people not in education, employment or training 

(NEETs), low-qualified adults, particularly those with literacy difficulties, and followed up 

with second-chance opportunities leading to a recognised EQF level qualification. 

— Promoting the engagement of employers in workplace-based learning, with a view to 

developing both job-specific skills and broader skills, including by means of more flexible 

work schedules. 

— Promoting flexible learning pathways for adults, including broader access to higher 

education for those lacking mainstream access qualifications and diversifying the spectrum 

of adult learning-opportunities offered by higher education institutions. 

— Putting in place fully functional systems for validating non-formal and informal learning 

and promoting their use by adults of all ages and at all qualification levels, as well as by 

enterprises and other organisations. 

 

2. Improving the quality and efficiency of education and training 

 

In order to build a strong adult-learning sector, Member States are invited to focus on: 

— Developing quality assurance for adult-learning providers, for example by means of 

accreditation systems, taking into account already existing quality frameworks/standards in 

other sectors. 
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— Improving the quality of adult education staff, for instance by defining competence 

profiles, establishing effective systems for initial training and professional development, and 

facilitating the mobility of teachers, trainers and other adult education staff. 

— Ensuring a viable and transparent system for the funding of adult learning, based on 

shared responsibility with a high level of public commitment to the sector and support for 

those who cannot pay, balanced distribution of funds across the lifelong-learning 

continuum, appropriate contribution to funding from all stakeholders and the exploration of 

innovative means for more effective and efficient financing. 

— Developing mechanisms for ensuring that educational provision better reflects labour 

market needs and that it provides possibilities for acquiring qualifications and developing 

new skills which increase people’s capacity to adapt to the new requirements of a changing 

environment. 

— Intensifying cooperation and partnership between all stakeholders relevant for adult 

learning, notably public authorities, the different providers of adult-learning opportunities, 

social partners and civil society organisations, especially at regional and local level in the 

context of developing ‘learning regions’ and local learning centres. 

 

3. Promoting equity, social cohesion and active citizenship through adult learning 

In order to develop the capacity of the adult-learning sector to promote social cohesion and 

to provide people who need it with a second-chance route to learning and life 

opportunities, as well as to contribute to reducing the share of early leavers from education 

and training to below 10 %, Member States are invited to focus on: 

— Improving adult literacy and numeracy skills, developing digital literacy and providing 

opportunities for adults to develop the basic skills and forms of literacy needed for 

participating actively in modern society (such as economic and financial literacy, civic, 

cultural, political and environmental awareness, learning for healthy living, consumer and 

media awareness). 

— Increasing the supply of and encouraging individuals’ engagement in adult learning as a 

means of strengthening social inclusion and active participation in the community and 

society, and improving access to adult learning for migrants, Roma and disadvantaged 

groups, as well as learning provision for refugees and people seeking asylum, including host 

country-language learning, where appropriate.  

— Enhancing learning opportunities for older adults in the context of active ageing, 

including volunteering and the promotion of innovative forms of intergenerational learning 

and initiatives to exploit the knowledge, skills and competences of older people for the 

benefit of society as a whole.  

— Addressing the learning needs of people with disabilities and people in specific situations 

of exclusion from learning, such as those in hospitals, care homes and prisons, and providing 

them with adequate guidance support. 

 

5. Enhancing the creativity and innovation of adults and their learning environments  
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In order to develop new pedagogies and creative learning environments in adult learning, as 

well as to promote adult learning as a means of enhancing the creativity and innovative 

capacity of citizens, Member States are invited to focus on:  

 

— Promoting the acquisition of transversal key competences, such as learning to learn, a 

sense of initiative and entrepreneurship, and cultural awareness and expression, in 

particular by applying the European Key Competence Framework within the adult-learning 

sector.  

— Enhancing the role of cultural organisations (such as museums, libraries, etc.), civil 

society, sporting organisations and other bodies as creative and innovative settings for non-

formal and informal adult learning.  

— Making better use of ICT in the context of adult learning, as a means of widening access 

and improving the quality of provision, e.g. by exploiting new opportunities for distance 

learning and the creation of e-learning tools and platforms in order to reach new target 

groups, in particular those with special needs or who live in remote areas.  

 

In order to underpin the above priority areas in line with the four strategic objectives of the 

‘ET2020’ framework, Member States are further invited to contribute to improving the 

collection, comparability and analysis of information and data on adult learning at 

European, national, regional and local levels: 

 

6. Improving the knowledge base on adult learning and monitoring the adult-learning 

sector  

Member States are invited to focus on:  

— Participating actively in and implementing key messages resulting from major 

international surveys and studies such as the Adult Education Survey (AES), the Continuing 

Vocational Training Survey (CVTS) and the Programme for the International Assessment of 

Adult Competencies (PIAAC).  

— Stepping up efforts to collect sufficient baseline data on, for instance, participation, 

providers, financing, the outcomes and wider benefits of learning for adults and society, and 

extending the data coverage to the agerange beyond 64 in keeping with the prolongation of 

working life.  

— Strengthening the monitoring and impact assessment of the development and 

performance of the adult-learning sector at European, national, regional and local level, 

making better use of existing instruments where possible.  

— Intensifying research and in-depth analysis of issues relating to adult learning, extending 

the range of research to include new fields and encouraging more inter-disciplinary and 

prospective analysis. 

 — Reporting on adult-learning policies as part of the joint progress report on ‘ET2020’. 
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● EU opportunities (Europe Section) 

What research and evidence is there about adult learning in Europe? 

Policy and provision for adult learning needs to be based upon evidence about what is 

effective. The European Commission helps by commissioning research and by 

disseminating the latest information to policymakers and stakeholders. 

 

 

Analysis of the effectiveness of adult learning policies 

 

 

The European Commission published a study bringing together the latest 

evidence about the key success factors that make adult learning policies effective. It 

includes a framework for analysing policies and guidance to Member States on 

developing and monitoring effective adult learning policies. This is the basis for 

the EPALE Policy Analysis Tool, designed to help policy makers assess their adult 

learning policies and provision, and make improvements where necessary. 

Study on the Effectiveness of Adult Learning Policies 

Analytical framework 

EPALE Policy Analysis Tool 

The situation of adult education and adult learning varies significantly between the 

different Member States of the European Union. 

The European Commission has commissioned this series of in-depth reports about the 

situation of adult learning in each country. 

The findings from these 28 reports have been systhesised into a report that identifies at 

the main trends and challenges facing the adult learning sector across the whole EU. 

 

 

The Survey of Adult Skills 

 

 

https://epale.ec.europa.eu/en/resource-centre/content/depth-analysis-adult-learning-policies-and-their-effectiveness-europe
https://epale.ec.europa.eu/en/policy-tool/key-success-factors
https://epale.ec.europa.eu/en/policy-tool
https://ec.europa.eu/social/main.jsp?pager.offset=0&advSearchKey=Full+Country+Report&mode=advancedSubmit&catId=1307&doc_submit=&policyArea=0&policyAreaSub=0&country=0&year=0
https://epale.ec.europa.eu/en/resource-centre/content/adult-learning-policy-and-provision-member-states-eu
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The European Commission contributes to PIAAC(link is external)’s Survey of Adult Skills 

organised by the OECD(link is external). The survey provides real data about the skills of 

adults in 40 countries across the globe. It shows that a very high proportion of adults in 

Europe struggle with basic skills like literacy, numeracy and digital skills. 

Summary of the Survey of Adult Skills 

 

Other useful research on adult learning 

Here are some links to other research and studies relevant to adult learning, which the 

EC has commissioned: 

 

Adult Learners in Digital Learning Environments 

The study describes the current state-of-play in the use of ICT-enhanced learning, 

including OER, in adult education, across different countries. It describes the many 

benefits of using ICT in adult learning, and provides recommendations to policymakers, 

learning providers and learners about making the best use of ICT. 

 

Adult Education and Training in Europe – widening access to learning opportunities 

The publication uses a range of indicators to describe in detail the adult education and 

training policies and provision in EU countries, with a focus on the most vulnerable 

groups of adult learners, in particular those lacking basic skills or with low level or no 

qualifications. 

 

Financing the adult learning sector 

The study analyses the different approaches to funding adult learning in a number of EU 

countries, compared with other parts of the world. It examines different sources of 

finance and different kinds of funding instruments and makes recommendations to 

policymakers. 

 

Opening Higher Education to Adults 

The study uses examples of good practice from 15 countries to examine ways in which 

higher education can be made more flexible and therefore more accessible to people 

later in life. 

 

Key competences for adult learning professionals 

http://www.oecd.org/skills/piaac/
http://www.oecd.org/
https://epale.ec.europa.eu/en/resource-centre/content/skills-matter-further-results-survey-adult-skills
https://epale.ec.europa.eu/en/resource-centre/content/adult-learners-digital-learning-environments
https://epale.ec.europa.eu/en/resource-centre/content/adult-education-and-training-europe-widening-access-learning-opportunities-0
https://epale.ec.europa.eu/en/resource-centre/content/financing-adult-learning-sector
https://epale.ec.europa.eu/en/resource-centre/content/opening-higher-education-adults
https://epale.ec.europa.eu/en/resource-centre/content/key-competences-adult-learning-professionals


135 

The study is based on an analysis of good practice in several countries. It identifies the 

key competences required by different professionals working in the adult learning 

sector, including not only teaching, but also management and programme development. 

The study can be used to develop competence profiles adult education staff. 

 

Continuing Vocational Education and Training in Europe – the way ahead 

This publication synthesises recent research on Continuing Vocational Education and 

Training (CVET). It analyses how CVET contributes to economic and social policy 

objectives, outlines major achievements in CVET practices and policies and highlights 

policy gaps and challenges that remain to be addressed. 

 

Work-based learning in continuing vocational education and training: policies and 

practices in Europe 

This publication is based on a study of medium-sized enterprises in six countries. It 

analyses policies and practices of work-based learning in C-VET, describes the main 

forms and patterns of WBL for CVET, and identifies the main advantages, needs and 

challenges. 

 

Upskilling Unemployed Adults - the organisation, profiling and targeting of training 

provision 

This review is based on reports on 33 countries. It describes the funding, governance 

and implementation of training interventions for unemployed adults, draws lessons 

about good practice, outlines the challenges encountered by training programmes and 

presents recommendations. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

https://epale.ec.europa.eu/en/resource-centre/content/cvet-europe-way-ahead
https://epale.ec.europa.eu/en/resource-centre/content/work-based-learning-continuing-vocational-education-and-training-policies
https://epale.ec.europa.eu/en/resource-centre/content/work-based-learning-continuing-vocational-education-and-training-policies
https://epale.ec.europa.eu/en/resource-centre/content/eepo-review-upskilling-unemployed-adults-organisation-profiling-and
https://epale.ec.europa.eu/en/resource-centre/content/eepo-review-upskilling-unemployed-adults-organisation-profiling-and


136 

 

 

 

Erasmus plus 

KEY ACTION 1: LEARNING MOBILITY OF INDIVIDUALS 

Adults are meant to produce the following outcomes from their participation in the KA1 

projects: 

● improved soft skills and learning performance; 

● enhanced employability and improved career prospects; 

● increased sense of initiative and entrepreneurship; 

● increased self-empowerment and self-esteem; 

● more active participation in society; 

● better awareness of the European project and the EU values; 

● increased motivation for taking part in future (formal/non-formal) education or 

training after the mobility period abroad. 

Are expected to produce: 

● improved competences, linked to their professional profiles (teaching, training, 

youth work, etc.); 

● broader understanding of practices, policies and systems in education, training or 

youth work across countries; 

● increased capacity to trigger changes in terms of modernisation and international 

opening within their 

● educational organisations;  

● greater understanding and responsiveness to social, linguistic and cultural diversity; 

● increased ability to address the needs of the disadvantaged; 

● increased support for and promotion of mobility activities for learners; 

● increased motivation and satisfaction in their daily work. 

Depending on the profile of participants involved, the following types of mobility projects 

are supported under Key Action 1 of the Erasmus+ Programme: 

In the field of Education and Training: 

● mobility project for higher education students and staff; 

● mobility project for VET learners and staff; 

● mobility project for school staff; 

● mobility project for adult education staff. 
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In the field of Youth 

● mobility project for young people and youth workers. (YE, TC, seminars, etc.) 

Education, training and youth activities play a key role in providing people of all ages with 

the necessary means to participate actively in the labour market and in society at large. 

Projects under this Action promote transnational mobility activities targeting learners 

(students, trainees, apprentices, young people), and staff (professors, teachers, trainers, 

youth workers, and people working in organisations active in the education, training and 

youth fields) and aiming to: 

● support learners in the acquisition of learning outcomes (knowledge, skills and 

competences) with a view to improving their personal development, their 

involvement as considerate and active citizens in society and their employability in 

the European labour market and beyond; 

● support the professional development of those who work in education, training and 

youth with a view to innovating and improving the quality of teaching, training and 

youth work across Europe; 

● raise participants' awareness and understanding of other cultures and countries, 

offering them the opportunity to build networks of international contacts, to actively 

participate in society and develop a sense of European citizenship and identity; 

● increase the capacities, attractiveness and international dimension of organisations 

active in the education, training and youth fields so that they are able to offer 

activities and programmes that better respond to the needs of individuals, within 

and outside Europe; 

● reinforce synergies and transitions between formal, non-formal education, 

vocational training, employment and entrepreneurship; 

Mobility Project for VET Learners and staff 

Staff training: this activity supports the professional development of VET staff in the form 

of a work placement or a job shadowing/observation period abroad in a company or any 

other VET provider. 

 

Erasmus+ supports learning mobility of staff that: 

-is framed into a strategic approach of the participating organisations (aimed at 

modernising and internationalising their mission); 
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- responds to clearly identified staff development needs and is accompanied by 

appropriate selection, preparation and follow-up measures; 

- ensures that the learning outcomes of participating staff are properly recognised 

and ensures that the learning outcomes are disseminated and widely used within the 

organisation. 

These activities are also an opportunity for VET staff to gain competences in addressing the 

needs of learners with disadvantaged backgrounds. Given the current context concerning 

young migrants, refugees and asylum seekers, particular attention will be also given to 

support projects that train VET staff in such areas as training refugee children, intercultural 

classrooms, teaching youngsters in their second language, classroom tolerance and 

diversity. 

 

MOBILITY PROJECT FOR ADULT EDUCATION STAFF 

Staff mobility: 

• teaching/training assignments: this activity allows staff of adult education 

organisations to teach or provide training at a partner organisation abroad. 

• structured courses or training events abroad: support the professional 

development of adult education staff;. 

• Job shadowing: provides an opportunity for adult education staff to spend a period 

abroad in any relevant organization active in the adult education field. 

These activities are also an opportunity for staff of adult education organisations to gain 

competences in addressing the needs of adult learners with disadvantaged backgrounds. 

Given the current context concerning young migrants, refugees and asylum seekers, 

particular attention will be also given to support projects that train staff of adult education 

organisations in such areas as training refugee adult learners, intercultural classrooms,  

teaching adult learners in their second language, classroom tolerance and diversity. 

MOBILITY PROJECT FOR SCHOOL EDUCATION STAFF 

Staff mobility: 

• teaching assignments: this activity allows teachers or other school education staff 

to teach at a partner school abroad; 

• structured courses or training events abroad: support the professional 

development of teachers, school leaders or other educational staff; 
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• job shadowing: provides an opportunity for teachers, school leaders or other 

school staff to spend a period abroad in a partner school or another relevant 

organisation active in the field of school education. 

These activities are also an opportunity for teachers to gain competences in addressing the 

needs of pupils with disadvantaged backgrounds. Given the current context concerning 

young migrants, refugees and asylum seekers, particular attention will be also given to 

support projects that train teachers in such areas as training refugee children, intercultural 

classrooms, teaching pupils in their second language, classroom tolerance and diversity. 

Mobility of Youth Workers 

This activity supports the professional development of youth workers, through the 

implementation of activities such as transnational/international seminars, training courses, 

contact-making events, study visits, etc. and job shadowing/observation periods abroad in 

an organisation active in the youth field. All these activities can be tailored and combined to 

address the needs and desired impact identified by participating organisations when 

arranging the project. The professional development of the participating youth workers 

should contribute to capacity building for quality youth work of their organisation and 

should have a clear impact on the participating youth workers' regular work with young 

people. The learning outcomes, including any materials and innovative methods and tools, 

should be further disseminated in the youth field to contribute to quality improvements of 

youth work and/or foster youth policy development and cooperation.  

KEY ACTION 2: COOPERATION FOR INNOVATION AND THE EXCHANGE OF GOOD 

This Key Action supports: 

- Strategic Partnerships in the field of education, training and youth; 

- Knowledge Alliances – European Universities; 

- Sector Skills Alliances; 

- Capacity Building in the field of higher education; 

- Capacity Building in the field of youth. 

The Actions supported under this Key Action are expected to bring positive and long-lasting 

effects on the participating organisations, on the policy systems in which such Actions are 

framed as well as on the organisations and persons directly or indirectly involved in the 

organised activities. 

This Key Action is expected to result in the development, transfer and/or implementation of 

innovative practices at organisational, local, regional, national or European levels. 

Projects funded under this Key Action are also likely to have a positive impact on the 

persons directly or indirectly involved in the activities, such as: 
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- increased sense of initiative and entrepreneurship; 

- increased level of digital competence; 

- greater understanding and responsiveness to social, ethnic, linguistic and cultural 

diversity; 

- improved levels of skills for employability and new business creation (including social 

entrepreneurship); 

- more active participation in society; 

- more positive attitude towards the European project and the EU values; 

- better understanding and recognition of skills and qualifications in Europe and 

beyond; 

- improved competences, linked to professional profiles (teaching, training, youth 

work, etc.);  

Therefore, the impact of this Key Action is intended to be: 

- increased quality of education and training and youth work in Europe and 

beyond: combining higher levels of excellence and attractiveness with 

increased opportunities for all, including those at disadvantage; 

- education, training and youth systems that are better aligned to the needs of 

and opportunities offered by the labour market, and closer links to business 

and the community; 

- improved provision and assessment of basic and transversal skills, 

particularly: entrepreneurship, social, civic, intercultural and language 

competences, critical thinking, digital skills and media literacy; 

- increased synergies and links and improved transition between the different 

sectors of education, training and youth at national level, with improved use 

of European reference tools for recognition, validation and transparency of 

competences and qualifications; 

- increased use of learning outcomes when describing and defining 

qualifications, parts of qualifications and curricula, in support to teaching and 

learning and in assessment; 

- new and increased inter-regional and transnational cooperation of public 

authorities in the fields of education, training and youth; 

- more strategic and integrated use of ICTs and open educational resources 

(OER) in education, training and youth systems; 

- increased motivation for language learning through innovative teaching 

methods or better links to practical use of language skills required by the 

labour market; 

- reinforced interaction between practice, research and policy. 
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KEY ACTION 3: SUPPORT FOR POLICY REFORM  

This Action promotes the active participation of young people in democratic life and 

fosters debate around topics centred on the themes and priorities set under the EU 

Youth Strategy, in particular with regards to the Youth Goals, and its dialogue 

mechanisms. Dialogue mechanisms are structured around priorities and timing and 

foresee events where young people discuss the agreed themes among themselves 

and with policy-makers, youth experts and representatives of public authorities in 

charge of youth in order to obtain results which are useful for policy-making. 

Youth Dialogue projects can take the form of meetings, conferences, consultations 

and events. These events promote the active participation of young people in 

democratic life in Europe and their interaction with decision-makers. As a concrete 

result of these events, young people are able to make their voice heard (through the 

formulation of positions, proposals and recommendations) on how youth policies 

should be shaped and implemented in Europe. 

Under this Action, a project can comprise one or more of the following activities: 

- national meetings and transnational/international seminars that offer space 

for information, debate and active participation of young people – in 

dialogue with youth decision-makers - on issues which are relevant to the EU 

Youth Strategy and its Dialogue mechanisms; 

- national meetings and transnational seminars that prepare the ground for 

the official Youth Conferences organized during each semester by the 

Member State holding the turn of Presidency of the European Union; 
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● Good Practices (Successful practices) 

 

For every overnight sensation, there are probably at least a dozen others who don’t get to 

the pinnacle of their careers until they’ve been at it for quite a while. Here’s a look at 10 of 

the most interesting examples: 

 

 

Harland Sanders 

When he started selling fried chicken at the Kentucky filling station he owned, Harland 

Sanders, better known as Colonel Sanders, probably had no idea that he’d stumbled onto 

the makings of one of the world’s most successful fast-food chains. In 1964, Sanders 

became a millionaire at age 74 after selling his controlling interest in Kentucky Fried Chicken 

(KFC). 

 

Alan Rickman 

English actor Alan Rickman quit a successful graphic design business in his mid-20s when he 

went on to pursue acting. However, he spent years working in theatre and didn’t land his 

first big hit until he was offered the role of Hans Gruber in Die Hard at the age of 42. He was 

estimated to be worth AU$20 million when he died in 2016. 

 

 

Henry Ford 

Though he first became known for establishing the Ford Motor Company in 1903 and 

building some of the world’s first motor vehicles, Ford’s biggest contribution came about a 

decade later when, at age 50, Ford introduced the world’s first mass-production moving 

assembly line for manufacturing cars. Upon his death in 1947, it’s estimated his net worth 

was the equivalent of $1.8 billion. 

 

Ray Kroc 

The second fast-food magnate on our list, Ray Kroc had been a traveling salesman in the 

restaurant industry when he happened upon a shockingly efficient California burger 

restaurant run by brothers Maurice and Richard McDonald. Kroc convinced the brothers to 

allow him to franchise their restaurant’s setup, and he opened his first McDonald’s in Illinois 

in 1955 at age 52. By the time he bought the brothers out in 1961, Kroc’s McDonald’s 

restaurants had combined sales of $37 million. 

 

Wally Amos 

Amos began his career as the first African-American talent agent at the William Morris 

Agency, eventually signing acts like Simon & Garfunkel to the label. But his most popular 
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innovation came years later when at age 39, he opened the first Famous Amos cookie store 

in Los Angeles. Amos’ cookies quickly became hot gourmet commodities, though the brand 

was sold a couple of times and Famous Amos cookies today are vending machine items. 

Amos first sold the brand in 1985 at age 49. 

 

Pablo Picasso 

The most famous artist of the 20th century, Picasso began painting at an incredibly young 

age, thanks to his art teacher father. While he was a prolific and successful artist most of his 

life, it wasn’t until his later years that his work became hugely commercially successful. 

Upon his death in 1973, it’s believed he left behind an estate valued in the billions of dollars. 

 

Barack Obama 

The former president made a fair bit of cash during his time in the White House, but it 

wasn’t his presidency that led to his super-rich status. Aged 43, Obama re-published his 

book Dreams From my Father, capitalising on his journey into politics. The book landed him 

his first million and he has so far earned a further $4.6 million (£3.55m) from his writing 

career alone. He is now worth an estimated AU$15.3 million. 

 

 

Judith Sheindlin 

Better known as Judge Judy, Sheindlin was the sole woman in her graduating class at 

American University’s school of law in 1942. After a short stint as a corporate lawyer and a 

break to have her two children, Sheindlin took a job in the New York family court system, 

where she earned a reputation as a tough but fair-minded judge. By the time her TV show 

premiered in 1996, Sheindlin was 54 years old. 

 

 

Conclusion 

Whether they reached the pinnacle of their careers or made a shift that proved lucrative, 

there’s no doubt that the people featured here are a testament to using your unique skills 

and talents to create a comfortable life. And as the data tell us, perhaps the next batch of 

late-in-life millionaires and billionaires are already making their moves. 
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● Be on Cloud 

G Suite is a suite of cloud computing, productivity and collaboration tools, software and 

products developed by Google Cloud, first launched on August 28, 2006 as Google Apps for 

Your Domain. G Suite comprises Gmail, Hangouts, Calendar, and Currents for 

communication; Drive for storage; Docs, Sheets, Slides, Keep, Forms, and Sites for 

productivity and collaboration; and, depending on the plan, an Admin panel and Vault for 

managing users and the services. It also includes the digital interactive whiteboard 

Jamboard[4] and the app development platform App Maker. 

 

Being based in Google's data centers, data and information is saved instantly and then 

synchronized to other data centers for backup purposes. Unlike the free, consumer-facing 

services, G Suite users do not see advertisements while using the services, and information 

and data in G Suite accounts do not get used for advertisement purposes. Furthermore, G 

Suite administrators can fine-tune security and privacy settings. 

 

 

Some of the products that G Suite comprises are: 

Gmail 

Main article: Gmail 

Gmail is a web-based email service, launched in a limited beta release in April 2004.[26] 

With over 1 billion active consumer users worldwide in February 2016, it has become 

popular for giving users large amounts of storage space, and for having threaded 

conversations and robust search capabilities. 

 

As part of G Suite, Gmail comes with additional features designed for business use, 

including: 

 

● Email addresses with the customer's domain name (@yourcompany.com) 

● 99.9% guaranteed uptime with zero scheduled downtime for maintenance 

● 30GB of storage space 

● 24/7 phone and email support 

● Synchronization compatibility with Microsoft Outlook and other email providers 

● Support for add-ons that integrate third-party apps purchased from the G Suite 

Marketplace with Gmail 

 

Google Drive  

Main article: Google Drive 

Google Drive is a file storage and synchronization service, launched on April 24, 2012. The 

official announcement described Drive as "a place where you can create, share, collaborate, 

and keep all of your stuff". 
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With Google Drive, users can upload any type of file to the cloud, share them with others, 

and access them from any computer, tablet, or smartphone. Users can sync files between 

their device and the cloud with apps for Microsoft Windows and Apple macOS computers, 

and Android and iOS smartphones and tablets. 

 

 

Google Docs, Sheets and Slides 

Main articles: Google Docs, Google Sheets, and Google Slides 

Google Docs, Google Sheets and Google Slides are respectively a word processor, a 

spreadsheet and a presentation program. The three programs originate from company 

acquisitions in 2006, and are today integrated into Google Drive. They all serve as 

collaborative software that allow users to view and edit documents, spreadsheets and 

presentations together in real-time through a web browser or mobile device. Changes are 

saved automatically, with a revision history keeping track of changes. There is also the 

capability to set user permission levels to designate who can view, comment or edit the 

document as well as permissions to download the specific document. Google Forms, 

meanwhile, is a tool that allows collecting information from users via a personalized survey 

or quiz. The information is then collected and automatically connected to a spreadsheet. 

The spreadsheet is populated with the survey and quiz responses. 

 

Google Forms 

Main article: Google Forms 

Google Forms is a survey application. Forms features all of the collaboration and sharing 

features found in Docs, Sheets, and Slides. It can also be used to create quizzes, including 

some specialized functions that are of use in educational settings. 

 

Google Sites 

Main article: Google Sites 

Google Sites is a creation tool that allows multiple people to create and edit websites, 

without requiring coding knowledge or other web design skills. It was introduced in 

February 2008 in an effort to help customers "quickly gather a variety of information in one 

place – including videos, calendars, presentations, attachments, and text – and easily share 

it for viewing or editing with a small group, their entire organization, or the world." 

 

Google Calendar 

Main article: Google Calendar 

Google Calendar is an online calendar intended to help keep track of time and schedules. It 

was launched in April 2006, and integrates with Gmail for users to easily add events from 

email messages directly to the calendar. 
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● Useful links 

 

(това е само на Online guide. Ще преработим сесиите, лекциите, видеата и ще ги оставим в 

google drive публични и там да може да се влиза. Може да се остави линк за CL ) 

 

Used links: 

https://www.theseniorlist.com/data/rich-after-50/ 

https://www.theexceptionalskills.com/time-management-skills/ 

 

https://www.briantracy.com/blog/leadership-success/how-to-delegate-the-right-tasks-to-the-right-

people-effective-management-skills-for-leadership-success/ 

 

https://www.theseniorlist.com/data/rich-after-50/
https://www.briantracy.com/blog/leadership-success/how-to-delegate-the-right-tasks-to-the-right-people-effective-management-skills-for-leadership-success/
https://www.briantracy.com/blog/leadership-success/how-to-delegate-the-right-tasks-to-the-right-people-effective-management-skills-for-leadership-success/

