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Saateks

Primuse toel votsid Tallinna Ulikooli sotsioloogitiin Roosalu, Auni Tamm ja Eve-Liis
Roosmaa uuesti ette professor Ellu Saare poolt dpardomisjoni 6. teadusprogrammis
algatatud mahuka rahvusvahelise uuringuprojekiukestev 0pe 2010: tasemehariduse
roll elukestval dppel pbhineva Uhiskonna tagamselttp://LLL2010.tlu.ee/)” kaigus
kogutud andmed ja otsisid vastuseid kusimustels, atgselt uurijate tahelepanu keskmest
korvale jaid. SA Archimedese vahendusel Primusgnammi raames Euroopa Sotsiaalfondi
ressurssidega kaasrahastatud Ulidpilasgrandiga véeeud uuringuprojekt “Taiskasvanud
korgharidust omandamas: 6pingute thildamine toérgeluga”, luhemalt TAAS KOOLIS,
kestis poolteist aastat ja jdudis asja I6pule.

Miks see teema praegu oluline on?

Esiteks tuleb haridusstisteemil tanapaeva kiirestiouas maailmas kujunevas Oppivas
Uhiskonnas noorte esmase valjadbppe korval jarjesame orienteeruda kord juba
haridussisteemist lahkunud, ent sinna tagasi tuléiisasvanud OGppijaile. Tuleb ka tdédeda,
et mitmed ajalooliselt tdiskasvanud Oppijale omgseded iseloomustavad tanapéeva Eestis
suurt osa neist noortest, kes korgkoolist allesastmaljadpet taotlevad (nt paljud pdhidppe
tudengid tootavad Oppimise korval), niisiis voibskisvanud Oppijate kohta kehtiv heita
valgust kogu Gppijakontingendile.

Meil olid kasutada nelja tiupi andmed. 2007. aaktaftaldati 13 riigis, sealhulgas Eestis
mahukas kusitlusuuring, mis hdlmas Eestis enamtluindet taiskasvanut, kes on kunagi
jadédnud Opingutest kdrvale vahemalt kaheks aashkalks kes parajasti pohi-, kesk-, kutse- voi
kérghariduse tasemel taas tasemeharidust omandaaathl ajal intervjueeriti nende koolide
esindajaid, kus vastajad Oppisid, et paremini madkstolide hoiakut ja panust taiskasvanud
Oppijate Opingute sujumisel. Kolmandaks tehti siteaivjuud seitsme vaikese vOi keskmise
suurusega eraettevotte tootajatega, kes parajsstitddga samaaegselt koolis kaivad.
Neljandaks intervjueeriti nendes ettevotetes maumotkpnna esindajat, uurides lahemalt
nende personali arendamise strateegiaid ja hoiadulastva dppe suhtes. Mdistagi on nende
andmete toel vbdimalik vélja tuua terve hulk erirtevaaldkondade jaoks olulisi tulemusi.
Oleme projekti raames tehtud t6id avaldanud ees8ks kogumikus “Kolmekesi elukestvas
oppes” (Roosalu 2010, kattesaadav ka elektroohiligevw.andras.ee ja ingliskeelses
raamatus “Learning in Transition” (Kozlovskyi, V@iann, Roosalu 2010).

Kaesolev artikkel on toodversioon anallisist, miseltddd avaldamiseks viimatimainitud
raamatus. Head kaasamotlemist!

Triin Roosalu
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Abstract

This paper takes as its starting point the ideologlfelong learning. Education tends
to be seen as means to better, more efficient vaordt,it therefore is of no surprise that adult
learning is often understood in the framework oftipgoating in (work-related) training or
learning at workplace rather than in the context®onal education system. Person who has
returned to formal education system has thus hadritwally reflect on the reasons and
personal goals to return to school. Our researd@stepn is: what motives do adults state as
having brought them back to school; what attitudegards lifelong do they claim to possess;
and if and how do attitudes and motives of thospleyed differ from those not engaged in
paid employment. In discussing our results, welrgaca conclusion on how does the adult
learners’ understanding of lifelong learning comphth or question the goals set in the
agendas of lifelong learning policies and their entydng ideological groundings. We see it
highly important to acknowledge and respect theradttive views of about a fifth to a quarter
of sampled adult learners to the hegemonic unduistg of lifelong learning, yet we must
conclude that the dominant views tend to be in lugiielation with the discoursive practices
of the professionals in the field. The paper dras/sonclusions on the data from the research
project ‘Lifelong learning in the formal educatiegstem through the lens of participants’,
coordinated by Rein Vé6rmann in Tallinn Universityhich asked these questions from the
1121 adults in Estonia, studying at the time atdH&erent formal education levels (from
basic to tertiary). This survey was carried outaapart of the European Commissioll 6
Framework integrated project "Towards a Lifelongatreng Society in Europe: the
Contribution of the Education System”, coordinateg Prof Ellu Saar from Tallinn
University, where survey ‘Adult learners in formaducation: experiences and perspectives’
was conducted in 2007 in thirteen European cousitrie



Introduction: how can political agenda be relevanfor adult

learners’ self-reflections on their learning motive?

In line with the post-modern approach to policy reseaconcerned with problem
representation latter tradition, Bacchi (1999) cenup with a de-constructivist approach
called ‘what’s the problem?’. Following her framakdBacchi 1999), we aim at unveiling
what the problem is represented to be, lookindg &b the viewpoint of the participants in
adult formal education as well as policymakefalking about something as a ‘problem’ has
a whole range of implications which need to be giduabout (Bacchi, 1999, p.5), and
returning to formal education system as an adulf b seen as a solution to a number of
different problems. The problems, however, do xigteer se but are constructed by those
who are looking for a solution, and vaee here concerned with the framing of the pdieied
practices by the insiders — these adults, who rarthe process of formal education — and
outsiders — the policymakers, who create the legrenvironment and incentives for ‘them’,

the potential adult learners, as well as publicalisse on these.

As Ahl (2002, p. 60) statedp&ople draw upon available discourses in their itgal
construction/.../. The people producing the differdiscourses /.../ makehoices, but not all
choices are available to all people at all timesnt® things are not ‘thinkable’ in some
cultures, whereas other things come more easilyital:’ For our research topic we suggest
that the individual learners do pick among the reges available in public discourse.
Following Ridgeway and Correll (2004), hegemonidtuinal beliefs act as the rules of the
system, and these beliefs have self-fulfilling effeon perceptions and behaviors that give
them a remarkable ability to persist in the facesafial change that might undermine them.
Verloo and Lombardo (2007) add that processes shape meaning can be both intentional
and unintentional. According to them, the implitaming of issues may occur as actors can
be driven to shape an issue in a particular waytdwmintentional biases of which they often
are unaware. Hegemonic discourses can thus befiddrdas the background where specific
policy frames are articulated, by setting the bosdeithin which frames can move. This is,
for instance, the case of the labor market, whieates a horizon in which discourses on
reconciliation and family policies are insertedenmg but, at the same time, limiting the
possibilities of framing the issue in other direo8 (Verloo and Lombardo, 2007). For our



analysis, we take labour market being this horindrere adult formal education is being

projected.

Inspired by the critical frame analysis of the cgpicof gender in/equality in policy
discourses by Mieke Verloo and her colleagues Y&a®o, 2007), we attempt to apply the
approach to the sphere of education policy andbhifg learning. Verloo and her colleagues
state, that countries may share similarities infthming of a certain policy issue and present
differences in another, as each issue has a differstitutional and political history, and may
have been influenced by a different range of poticiors with different results. We do still
think the case of Estonia might in this regard lnéeqa good example of a postsocialist
Eastern European country, with which it sharesotnes extent the institutional and political
history.

So, our starting point is the acknowledgement, thatpurpose of learning as adult, as
so many other things, is socially constructed @emer and Luckmann, 1966), and the claim
made by Ahl (2002) that namellieise assumptions that are taken for granted arends¢
important aspect of the discursive practices inolgihg this discourse. Thus, we aim at
comparing the framing practices in two levels -ivilal and policy-level — and see, how far
these are complying or questioning each other. \lggnduish between possible aims of
(adult) education, which also resemble of policyichs across the European countries:
neoliberal, very instrumental schooling for workdaself actualisation through increased
labour market competitiveness, on one hand; andragmtarianist or social democratic aim
of learning for one’s community or society, withatie current or future material rewards
calculated, on the other. In the next sectionsiefdaper, these dimensions will be opened and
discussed on the policy-level as well as from tiegvpoint of individual learners’ motivation,
illustrated with examples from existing policy-aygt and data on individual perceptions
towards the meaning of learning in Estonia. Theéeeathe rationale for the choice of target
group and sample for our purpose is explained ardrésearch methods described. While
presenting and discussing our results, we aim attipg out how the findings reflect or

influence the presented ideology of lifelong leai



Background: education ideologies and framing the felong

learning policies in Estonia

Katrin Aava with her colleagues has found (Aava)@0that collapse of communist
regime in Estonia is reflected by the strong libetescourse in educational curricula,
neoliberalism being explicit in attempts to intredunotion of decentralisation, deregulation,
market, rhetorics about choice, and service pragdideology. However, during the
postsocialist time there has been increase in ibibility of conservative ideology in the
relevant texts. Aava reminds us that this connectw bridging between liberal and
conservative ideology, with neoconservatism beniyénced by the liberal values, has been
also recognised by others (see van Dijk, 2005; endd1998; Beck, 2005). Bill Jordan even
labels the approach of the , Third Way”, presentgdsiddens (1998) as ,the new orthodoxy”
(Jordan, 1998), as opposed to two clear modeldiltbral tradition of Anglo-Saxon countries
and the continental tradition, including Christ@@mocratic one. In liberalism individuals are
supposed to be competent actors, responsible feir fprojects and commitments in
competitive environment, seen to remain autononaesion makers in a world of free
exchanges between such actors. In continentaltitvadi,individuals are conceived as
embedded in an environment of binding social olilbges and a culture of enduring
collective solidarities”(Jordan, 1998) whereas thisrfibeddedness of the economic precludes
a meaningful discussion of individual responsil@t outside these structures of
interdependence and solidarity, through which eawmber is included in corprate urity
According to Jordan (1998), in liberalism labourrkeds are seen primarily as markets,
requiring citizens to take opportunities for ecomoself development and achieve the status
of free and equal member of the polity, while imtoental tradition the labor markets are
embedded in the social relations, and governmarg Has responsibility for orderign their
functions within the social system. Bo Rothsteieregeems to claim there are quite different
ways of interpreting liberalism in US/UK comparedthe European mainstream (Rothstein,
1998): and as a result, the autonomy and actorshifhe individual has quite different
meaning in these contexts even within the overathEwork of ideological liberalism.

However, the currently prevalent approach, themmast of the (European) countries
seems to be this ,new orthodoxy”, the main thedeghe new orthodoxy” on social justice
and labor markets being (Jordan, 1998 p. 38-43):



1) National prosperity is crucially related to thellskof the workforce;
2) A string work ethic benefits the whole polity;
3) The principle of reciprocity applies to civic oldipns.

The three theses have become widely accepted,swidsdan (1998, p. 43), and not only
among politicians but also academic social poliognmunity and in the public at large. The
notion of equality of opportunity can only be implented trhough empowered workforce;
the work ethic is the cultural capital that ensutkat all benefit from the growth of
productivity and output; and the reciprocity prplei promotes the minimization of
exploitation as well as maximization of participeti Of those main features especially the
first is of importance to our current approach.tims view, flexible labour markets and
adaptable workforce combined can provide both dyaaoonomic performance and social
cohesion. Workers need to be empowered with thesacto education and skills and
thereafter to new jobs, as that could balance tveep of employers. The policy implication
of this view is that the government should inveseducation and training, and workers need
a good basic education and constant opportungiesid value through lifelong learning.

This ,new orthodoxy” can be seen as dominant irolan as well as European Union
level policies. Lifelong learning has become a tayn in the EU lexicon, and in recent years,
it has in some respects displaced and stood farcattbn and training”, though it has had
some success in drawing attention to a wider roleléarning in the “learning society”,
researchers conclude when analysing European Unibfélong learning policies (see
Holford et al, 2007a). According to this analy$t§) policy in education has been constrained
by a vocational orientation, while the economientation was reinforced by the Maastricht
Treaty, and eventhough this did also itemise aertdher issues (e.g., quality) and certainly
did not prohibit developments in other directiorisgid set EU educational policy on this
particular economic and vocational course, whicls Wwather strengthened by the economic
framing of lifelong learning discourse in the 199Tkerefore the authors conclude that EU-
level lifelong learning policy has been shaped by iemands of competitiveness, and the
requirements of subsidiarity, while lifelong leargiis seen as a key way of addressing social

exclusion as well as being a key to economic coitiygtess and employability.

Estonia, as other post-communist countries, teadseé lifelong learning as a way to
enhance their economic development (see Holfowrl, 2007 b). In Estonia a human capital
model where lifelong learning connotes continuousrkarelated training and skill
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development to meet the needs of the economy amdogers for a qualified, flexible and
adaptable workforce dominates (see Aava, 2009)s Thodel sees primarily individual
workers as responsible for acquiring and updatihgirt skills or for acquiring new
gualifications in order to enhance their employipénd career chances. However, the usual
dichotomy with social democratic values appearsbé¢o quite poorly represented in the
education policy documents and curricula in EstgA@va, 2009). In practice, the neoliberal
education policy would support the claims for cotitpeeness and economic efficiency and
freedom to choose. In practical terms of educatgmtial democratic values would rather
educate people who value common interests of mostarieties, while neoliberal would give

ground to the development of individual strenghts.

High level officials in lifelong learning (see Joei al, 2007) point out that in Estonia
economical competition is the key issue that isniog the values of lifelong learning. They
confirm that greatest expectation in society isnecoical development and growth therefore
the relation of personal success and educationois widely seen as relevant to it.
Govermental official stated in the interview (J&jial, 2007):“Economical competition is
most important in Estonia and this is where theugalof adult education are developing. The
greatest expectations in society at the current erdnare economical development, people
value more success and their own lifelopefully soon people will realize that successain
goes hand in hand with education and education mmesoequal to economical aspect of
learning.” Another professional in the field (ibid) believdsgat Estonians have very good
cultural premises for valuing lifelong learningiagpersonal level education is highly valued.
“I think that religion of education is a bit stroegin Estonia than Christian religion is. So |
believe that culturally we have good presumptiandifelong learning concept.’she stated.
The professionals state that learning is not widseéen as a key issue for personal
development, but is expected to be profitable iergday life, especially work-life. Some of
them pointed out thdtin Estonia understanding of education is relatex liberal point of
view. Education has got a very pragmatic meaninghas to be very rational and effective,
in other words utilitarian, something that can bged here and right now. In this point of

view personal development is questionable, becaiséme consuming and expensive”.

According to another professional in lifelong lear) one of the obstacles to recognise
other aspects to lifelong learning is that pol#tits have traditionally under estimated the
importance of active citizenship and therefore #@t&concept of active citizenship. However,
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it is also evident that at least in the level ofiggpdocuments, concept of learning citizen in
Estonian policy documents (see JAgi et al, 200Mased on understanding that learning
person is a person who has gained knowledge, ,s&illd values to manage outstandingly in
personal, work and social life, so concept of a&ctoitizen assumes that an individual is
participating in all spheres of society and comrhutife — in cultural, economical and

political/democratic sphere.

The views expressed in policy documents and byesitalklers may, or may not resonate
with the views of the adult learners. Accordingateecent study (Jogi et al, 2008) the views of
Estonian adult learners and adult educators onn#tare of lifelong learning are sharply
different: speaking from the position of one’s @msdgional experience those repsonsible for
adult education seem not to hear the learners’egpievhile the apparent formation of
disparate groups, the “we” — the adult educatiopeets — and “they” — the adult learners —
creates distance and tensions in understandingamwiing. Prejudice is visible in the views of
experts who ascribe to adults such comprehensiblesuming which are not displayed in the
research, state Jogi and her colleagues (2008),candlude that educator may see the
learners unprepared for living, or, alternativedge the main output of learning to be work
related, even if they agree there should be dimessior living and being a citizen. So it
seems the professionals in the field tend to beline subjects of lifelong learning as not
fully ready for life, or for work, or for both, anitheir task is therefore to help them getting
ready for the challenges life is offering. This eggrh seems to very clearly carry the
message of empowering the weak, however, in ordedd that the adult education

professionals first have to disempower their (pbédnstudents.

The main question seems to be how to motivate (somoaymous) people to participate
in adult education, or even to consider particigatn adult education, is clearly one of the
relevant ones for the professionals in the fiels-well as for the policymakers, who believe

the economic growth is dependent on the level eparation of the workforce.

However, it is worth reminding here that Jordan9@)Qis very clear in his approach,
claiming that ,the new orthodoxy” is not bringindpaut social justice. According to him,
while this widespread belief in the labour markatsthe key of social justice is so prevalent,
each of the three theses is easy to question, ey rdither become to be in service of
reproducing injustice. Jordan seems to believe @&mpog individuals with education and
bargaining power is not enough to balance the pak@mployees; he sees as questionable
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the very assumption that everyone should (wanpémicipate in labour market. Following
him, we also question here the idea that everytweld (want to) participate in lifelong
learning for the reasons related to labour market.

Evidence on Estonia shows that among the workindtsdhe (discoursive?) space for
learning for other reasons than labour market coyeness in general or one’s current job
in particular, has enormously decreased. When tapht Estonian adults’ self reflections on
their learning experience (see Tamm & Kazjuljathis volume) we see that employed people
who participated in any training were much lesgliikto study for personal reasons in 1997
than in 2007. In 1997, self education was mainaedsr participation in training for about
20% of blue-collar workers, and for about 30% ofnangers and professionals, with the rate
for other white-collar workers in between those .twob2007, this was stated as main reason
for studying by about 10% of all the three groupiis indicates a major shift in society in
either reasoning, or understanding the nature fefolg learning as solely the tool for
managing labour market success. The impressiamtisermore exemplified by the extent to
which those who participated in any educationalagtconsidered what they had learned as
not useful for their work whatsoever (ibid): in J®9nanagers and professionals claimed that
12% of all their trainings, and 8% of professiotrainings, offered no knowledge or skills to
be used for their work; for white-collars the respee numbers were 15% and 10% and for
blue-collars 36% and 22%. In 2007, the amount ob¢hwho felt they can hardly ever or
never use the knowledge and skills acquired imitmgs for their work had dimished to about
1 to 2% in each category. On the one hand, it rthastiate the efficiency of the companies
providing their employees the training. On the othand, it may also be reflecting the fact
that in the society as a whole, much greater enphes been put to the ideals of lifelong
learning at work sphere in order to remain or bez@ompetitive. Whatever the reason, these
results seem to say that working adults in 200iebed! that participation in lifelong learning
was likely than a decade ago solving mainly thekawetated insecurities or aspirations, or
that any individual goals were not set, or seenthyoto be set, if compared to the work-
related ones. This development is further illusdlaby the results of another analysis (see
Karu 2007; J&gi et al, 2008). Estonian adult leexne@hile speaking from the position of their
own lifecourse experience, connect their learniiity) wutputs for being and self-constructing,
working and living (JOgi et al, 2008). Those adaelrners enrolled in formal education who
themselves are professional educators distinguesiveen different ways of learning in their

life (Karu, 2007) and according to their perceptesen in formal studies significant learning
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experiences occur when connections are born witlisoown work-related activities and
options for transfer are found when studies offier ¢thance to discover unknown abilities. In
both studies, the interviewees presented theimiegrexperiences as beneficial to and
actually often acquired through their professiondéntities: | discover myself often
transferring the heard knowledge to the organisatihat I'm leading. It's a constant
dialogue with myself. ,Experience of working as a teacher has always givea
opportunities for learning from students.”, ,The et to learn is very important when
working as a teacher.”, ,Project didn’t meet its jelstives, but | became much wiser from this
experience: | saw the bottleneck of being a manalgeaw what needed special attention, |
saw the importance of leading skills and dividiegponsibility’ (above examples taken from
Karu, 2007).

How to conceptualise, and how to measure adulnhésa motivation, is under our

attention in the next section.

Adult learners’ motivation: intrinsic or extrinsic or none?

Acknowledging that there are different competingolibgies at work in shaping lifelong
learning policies and practices, we are interestedhe job-related and non-job-related
motives are represented to a different extent e dtult learner’'s self-reflections of their

beliefs and motives.

According to Keller (1987, 1999), there are foundibions that have to be fulfilled to
motivate an adult to learn: attention, relevanosfidence and satisfaction. These conditions
are derived from a synthesis of psychological addcational research (English, 2005).
Ideally, they must be seen as a sequential proEess.of all, the attention of the adult learner
must be gained and the learning activity must lmessible, otherwise the adult learner will
quit the educational activity. Further, the learhas to see the relevance or the value of the
courses for his own life. Once relevance is acldeviee student has to gain confidence in
his/her own abilities. When the adult learner eigrares success, s/he will be more motivated

to continue participation. Last of all, the feeliofysatisfaction is also very important to take
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part in educational activities. The adult has taleate the learning process and outcomes as

positive.

Inspired by the literature, the following experieacand perspectives of the adult
learners will be taken into account in this anaygeneral attitudes towards lifelong
learning andmotives for (or the relevance of — or the expettedefits of) participation in

formal education.

Participation issues have always been, and sgll ane of the major concerns in the
field of adult education (see Boeren, Roosmaa, %aar Nicaise, forthcoming; Boeren,
Nicaise and Baert, 2010). In the past decadesntaio research movements have emerged in
participation research (Jung & Cervero, 2002): tilaelitional studies;and thesociological
perspectiveon adult education. Both movements in sociology sychology thus agree upon
the idea that "people are making their worlds & shme time as their worlds are making
them” (Webber, 2004). In the sociology of educatithe 'life course perspectivebased on
structuration theory (Shilling, 1992), tries to os@me the dualism between the individual
and the social context, or between "agency” andutstre”. It focuses on the interplay
between individual change and the changing soomatiext. When examining the behaviour of
adults in relation to participation and persisterités important to take account not only of
the broader socio-economic context, but also theemommediate social situation of
individuals (such as family and work dynamics) dahd way in which these social factors
play out at the level of the individual's experiescand perspectives (Davey & Jamieson,
2003). In educational psychology, tlsecial cognitive approactiowards human agency
(Bandura, 1989) also emphasises the dynamic nafuengagement between learner and
environment. Action, personal factors (cognitivefeetive and other, e.g. motivation) and
environmental events all operate as interactingrdghants of human behaviour, in our case,

participation and persistence in formal adult etioca

In the literature, "motivation” is generally deftheas the reason why someone
participates, and continues participating, in ancational programme (Gordon, 1993). It is a
hypothetical construct, providing a possible coterausal explanation of behaviour. Boshier
(1991) states that important starting point for aduylt education research is to understand the
nature of the individual learner and learner’'s osasfor participation. Understanding of
participation reasons wouldfdcilitate the growth of theory and models to ekpla
participation, throw light on the conceptual desérat underpins adult education dropout
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research, and enhance efforts to increase the dyaartd quality of learning experiences for
adults' (Boshier, 1991).

The demand for participation in adult educatiorumsequal. Different statistics over
years show that adults having the highest needatbicjpate — adults with low skills and
knowledge, with a low educational attainment arldvaliteracy level —, participate less than
more advantageous groups do. The human capitaiytlaegues that the society can invest in
people by means of adult education and training &igoal of increasing their productivity
(Becker, 1964). Not only an increase of the prodiigton the labour market, but also a
growing knowledge and skill level within the perabrife environment, can improve the
quality of life. The rational choice theory, whigh related to the human capital theory,
assumes that individuals try to realise the maximafnprofits and the minimum of costs
within their behaviour (Allingham, 2002). Within dbe perspectives, the decision to

participate in adult education is an analysis efdbsts and benefits.

Costs of learning can be direct as well as indi@atect costs are directly incurred, for
instance enrolment fee, purchase of books, etaelctacosts are related to the fact that one is
participating in an educational activity. Examptésthese indirect costs are the payment of
child care, the loss in income because one is spgnithe on education instead of paid work,
less time for household tasks, etc. On an overadl| indirect costs are more difficult to bear
than the direct costs only. Examples of benefiesar increased productivity on the labour
market, chance of making promotion, chance of ggti higher salary, more chances to find
a job or being able to keep current one, etc. \Withe personal life, a better health condition,
more social contacts, a more fluent practice ofbiiedy are profits of participation in adult
education as well. We must admit though that theseefits are only visible after a certain
amount of time and they are never completely guaegh The assessment between costs and
benefits differs for every specific individual arldads to an increased or a reduced
participation for some specific socio-economic @odio-cultural groups. Benefits are more
visible for adults active on the labour market aodts can be reduced by their employer.
Youngsters have still long perspectives and thusentiome to profit from benefits and the
costs (withdrawal from the labour market) are ugulawer for them as their income is not
yet as high as for older adults. Edwards, Siemiaskl Zeldin (1996) indicated that retired
adults participate less in adult education, Bélar(@®97) stated a decreased participation
from the age of 55 with a significant decrease ftbmage of 65. Adults participating in adult
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education run the risk that the benefits are nqgiroportion to the costs they would have to
make. Those with a low educational attainment ardwaeconomical position have fewer
chances to succeed. The direct, but especiallintheect costs are of great inconvenience for
them. Inactive and unemployed adults cannot rederaacial support from an employer and
their own financial resources are rather smallddition, support from family and friends is
lacking in a lot of cases. So one might reasonabg/there is lot of reasons not to participate

in lifelong learning.

Reasons for participation in adult education — waitbn — can be intrinsic as well as
extrinsic (Deci & Ryan, 2000). In the former cafige reason to participate in learning is
inherent to the activity itself: adult educationghmi give for example a lot of satisfaction. In
the latter case, the reason to participate is basesbmething extrinsic to the activity, often in
the form of a reward or punishment. In literatung;insic motivation is seen as ideal because
it results in higher quality learning (deep leaghimtense concentration, absence of fear of
failure) (Lambert & McCombs, 1998) while extrinsiaotivation can result in surface
learning, fear of failure, and so on. However, &alult learners who are not intrinsically
motivated, extrinsic motivation can be the firstpsto increase the intrinsic motivation and

also the participation itself (Schon, 1987).

Sometimes also the concept “instrumental motivatisnused: learning because it is
considered as "useful” or because it is seen agyatavobtain socially valued rewards (e.g. on
the labour market), regardless of whether theahittason to participate was intrinsic or
extrinsic. In the present day literature, psychwtsginvolved in motivational research
replaced the distinction between intrinsic, exignand instrumental by autonomous and
controlled motivation. Autonomous motivation can toenslated by the words “willing to

participate”, controlled motivation by “having tarpicipate”.

Although we have made an attempt to measure onativation to continue educational
career, we are aware of the complicated natureativation as a concept. Most theories on
motivation tend to take it for granted that humaase an intrinsic need — motivation — to
learn (see overview by Ahl, 2006). So if barrieetated to continuing educational path are
identified and overcome and concrete benefits afnlieg are clear, then motivation will
resurface and thus people proceed with learning.sgme motivation scholars have argued
that since motivation is a hypothetical construttis problematic that one can identify,
describe and measure motivation (Siebert, 1985ke&ehers should also be sensitised
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towards construction of an adult learner and "unwvatéd” adult learner, as this evokes
stigmatisation of those who are simply not intedsin adult education or find other

objectives in life more relevant.

In a recent comparative study across thirteen E@mopcountries the authors have
developed a new typology of working adult learnarformal adult educational programmes
(Hefler & Markowitch, 2010). Compared to other tiggies, this approach is rather
independent of participants’ stated motives andrimation on previous education, actual
work assignment and an outlook on the further stplaéined in the educational and
professional career are sufficient to classify giggation event in our typology, therefore
within one type of participation pattern one camdfindividuals with different motives and at
different positions in their life course. Such adiogy, eventhough ignoring information on
motives that the participant presents, does noy omhke visible the significance of an
educational endeavour for the individual, but atforms significant other actors, who may
not know their perceived motives, on the likely sap of participation on their individual
interests. In this paper, however, we limit ourssl¥o consider the motives as presented in
the course of the survey by the adult learners siedras on their participation in learning and
therefore we can rather talk of the discoursivectizas of the learners. Accordingly, we
assume to reveal reflections on and dialogue wotihidant values rather than individual life
projects, even if reflections on these are inheiremtdividual views.

Non-traditional students in formal education: definng our

target group and research method

With the societal change many of the adult edunadjgportunities generously provided
by the previous system, such as distance learewening courses and training courses for
raising one’s level of qualifications, were disdoned due to the institutional change. On the
other hand, the opening of education system torthiket brought about rapid increase in the

number of private universities (JOgi et al, 2007).

In Estonian formal education system, adult learneas obtain basic, secondary,
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vocational and higher education (see further oesyvin Tamm and Roosmaa, 2010, and

Heleméae, Murd, Roosmaa, Saar and V66érmann, 2010):

1. General education can be acquiredadult gymnasiumsin the form of evening
study, distance learning or as an external studéng also possible to attend
evening and distance study programmes at genematagdn schools. Adult
gymnasiums and general education schools in Estwaianostly municipal schools.
In the academic year 2006/2007, there were altegetB educational institutions
where adults could acquire general education. 0628 total of 6,391 students were
enrolled in part-time general education. Studegexia30 and older constituted only
a small percentage (6%). Most of the students (6/&6e aged 15 to 20 (about the
normal ages for completing upper secondary edugatiSignificant proportion
(23.5%) of students enrolled part-time was agetbZ5. This could reflect the need
of students who have finished only compulsory etianaand may already be in the
labour market (or seeking employment) to increbse& knowledge and skills.

2. Vocational schoolsoffer opportunities to acquire vocational educatiorthe form
of part-time study, and also professional trainiState financing applies to part-
time study on the same basis as to full-time stuglyimplementation of part-time
study is determined by the school. In general, ttogal education institution
organises work-related training of adults in theaarthat they teach, according to
the curricula, in the form of courses and individstdy. Most vocational schools
in Estonia (48 in total) are public schools (34} there are also municipal (3) and
private schools (11). Only the schools in Talliastu and other major cities serve
a significant number of students through meansareatisually appropriate for adult
learners — evening and correspondence programns. iRstitutions provide
training at or in conjunction with the workplacedatherefore, they are likely to be
inappropriate or inaccessible to adults seekingpgrade their current skills.

3. Also universities and professional higher educational istitutions enable adults
to study part-time or as an external student. Iditemh, ever more faculties offer
lectures during the evening hours (especially instera programmes). In the
academic year 2006/2007, there were 11 professhuigher education institutions
in private ownership, 9 in state ownership, 6 puhlniversities and 5 private
universities. In the middle of the 1990’s 78.6%tlmbse participating in part-time

higher education were under 30 years of age. N@natie distribution of students
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has changed: two fifths of part-time students amel third of full-time students are
older than 30.

As Schuetze and Slowey (2002) have stated, theali@amrowth in student numbers
associated with the shift from elite to mass systasross virtually all developed countries is
central to current transformations in terms of &uite, purpose, social and economic role of
higher education. As part of this process of exjpenand heterogenisation, new groups of
students who for a complex range of social, econ@and cultural reasons were traditionally
excluded from or under-represented in higher edutamight be expected to participate in
increasing numbersAlthough the term "non-traditional” students migbé used in this
context, it is subject to differing interpretatiorthey claim, and thus two uses may be
distinguished. Within the framework of the equabfyopportunity discourse the term tends to
refer mostly to socially or educationally disadwaged sections of the population, for
example, those from working class backgrounds, iquaar ethnic minority groups,
immigrants, and, in the past, frequently women.t@nother hand, in the framework of the
life-cycle discourse, it tends to relate to oldeladult students with a vocational training and
work experience background, or other students wmtonventional educational biographies.
However, the term of "non-traditional” then covdxsth different populations and different

models of participation.

In this paper we are looking at experiences of tadul formal education, and since
adults have traditionally been underrepresentedmio these settings, we will consider our
target group non-traditional. We are looking atsth@dults not in their initial education but
having left educational system for at least tworgesnd then returned to formal education at
any level, and since formal education system has lb@geted more to those in their initial
education, the adults returned to the system shbeldonsidered non-traditional for their

model of participation.

Our research question, however, is also relatexhtdher way of non-traditionalism in
these students: we will compare those adult stgdehio are working at the time of their
studies with those who are not. There are manyorsago believe working students have
different perspectives compared to the ones whmairevorking. One domain in which adult
students are sometimes said to encounter problertisi of time management, despite the
fact that many adult students have been succeggfidgling a variety of domestic and
occupational responsibilities for several years.wkler, some research suggests (see
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Richardson and King, 1998), that students agedr2®er at the time of their entry into the
university report making more use of time-managdnsénategies than either younger adult
students aged between 21-24 at the time of entrytramlitional students in their initial
education. So, one might also expect that dued@dttentially more time-greediness in their
everyday lives, working adult students are makingranuse of their respective time
management strategies and are even more motivhtad those currently out of labour
market, as the former must overcome more barretisdir studies.

According to Eurostat Adult Education Suvrey (2Q0n) year 2007 5% of Estonian
population aged 25-64 participated in formal ediooaand training (total for EU-27 is 6,3%).
There are significant gender differences in paéton rates: among females participation
rate is 6,9% while among males only 2,8%. Thereramnearkable differences between age
groups as well. Among younger people (25-34) paditon rate is 11,3%, drops to mere
3,5% for 35-54 year olds; and is almost nonexidienthose aged 55-64.

There is no official statistics on how many adelarhers there are per each ISCED
level, but it is possible to give estimation ac@ogd to students studying at high
schools/gymnasiums for adults or at vocational sishand higher educational institutions in

part-time, distance or evening programmes (seeeThbl

Table 1 Number of students in population by ISCE{zels, academic year 2005/2006

Level Students in population
ISCED 1-2 1650

ISCED 3 4150

ISCED 4 1030 + 4900*

ISCED 5-6 5662 + 24000*

* First number represents those participating i@ fbrm of part-time, distance or evening
studies, second those in the form of daytime/fuatlet studies.

Source: Tamm and Roosmaa (2010)

! International Standard Classification of Educatiesigned by UNESCO in the early 1970’s.
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However, for ISCED levels 4 and 5-6 we have herkeutated daytime/full-time
students as well by including those who started gtadies at least 2 years later than students
would if they continued studies right after complgt previous level. Thus, most adult

learners study at universities and professiondidrigducational institutions.

The distribution of students in higher educationagye groups according to their mode

of study is presented below (Table 2).

Table 2 Distribution of students of day-time, cspendence and evening courses in higher

education institutions by age groups in 1996 ar@b206

1996 2006
_ Evening and ) Evening and
Day-time Day-time
correspondence correspondence
courses courses
courses courses
-30 95,9 78,6 81,4 58,4
30-34 2,6 12,2 8,8 18,6
35-40* 15 9,2 53 11,8
40-49 3.9 9,3
Over 50 0,6 19

*In 1996 this group included everyone over 35 yedirage

Source: Roosmaa and Saar (2010)

According to this, the proportion of those over &dong the students was higher in
evening- and correspondence courses than in day d¢oarses both in 1996 as well as in
2006. However, their share among the overall stugepulation had grewn in this period

both for the evening/corresepondence courses antirda courses.

Furthermore, it is of our interest to see, if workiadult students differ from the non-
working students. We do expect the attitudes antvem of these two groups — employed
and not employed students — differ, since theireetgd benefits as well as costs would differ
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and their immediate environments be either mordess supportive of the idea of engaging in

studies due to the competing demands.

Overall, employed and inactive people participate at similar degree in formal
education, respective percentages are 5 and 584fat; 2007). Yet unemployed people are
participating significantly less — 1,4%. There @sinformation about labour market status of
adult learners by the ISCED levels of their curretidies. However, there is some
information on the participation in formal educatiby occupational groups. As pointed out
by Tamm and Kazjulja (this volume), participationformal education has grown from 1997-
2007 among all the occupational groups but blutcaetorkers, for whom it remained the
same (being the smallest among the occupationaipgjp and general managers of small
scale enterprises, who participated much less @7 20an in 1997.

For the purpose of this research, we have definegapulation of "non-traditional” or
adult students not by their age (often those 25sye& age and older) but by gap in their
learning career: our sample consists of those otliyrengaged in formal education who have
previously been away from formal education systenaf least two years.

Within the International research project LLL2018wvey of adult learners in formal
education in thirteen European countries “Adultieas in formal education: experiences and
perceptions” was carried out in 2007. The targehma consists of 1,000 (on average)
completed questionnaires in 13 countries, altogetheut 13,000 adult students in Europe,
and a stratified sample by the level of educatl®CED) was drawn in each country. Current

analysis, however, rests with only Estonian data.

The sample was intended as stratified by ISCEDIdewmabling to pay attention to the
similarities and differences in participation byetkducation level. Thus the sample is not
representative to the whole population of aduliiees. On the other hand, probability sample
would be impossible to draw given that in the ggsating countries there is no information

by socio-demographic or any other characteristveslable for the sample frame on our target

group.

Adults were contacted through institutions in tbenfal education system. Because of
the diversity in the survey group of participard#ferent methods were used for different

groups. Order of preference of different methods:i&ce-to-face interviews; assisted written
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interviews; assisted written interviews in grouelephone interviews; postal or web-based

guestionnaires.

The guestionnaire was designed in a way to enatseexing to the research questions

listed above, therefore the subsections of thetouesire involve:

A. Questions regarding respondent’s educational backgr

B. Participation in formal adult education

B.1. Characteristics of the institution in whicle ttespondent attends courses
B.2. Costs of the entire course

B.3. Learning process during the entire course

C. Personal details

D. Questions regarding the respondent’s day-to-dayites

In this paper, we rely on the questions on respat'glattitude towards lifelong learning
and their motives to participate in the given ediocal programme (section A) and questions
on their current employment status (section D).sSTlowr Estonian sample of adult learners in
formal education who declared their employmentustatonsists of 1121 individuals (see
Table 3

Table 3 Sample overview, employment status by ISGi8I

Employed Not Total % Total N

employed within
ISCED level
ISCED 1-2 Basic education 31,6 68,4 100 341
ISCED 3 Upper secondary education 37,2 62,8 100 290
ISCED 4 Post-secondary education 57,4 42,6 100 249
ISCED 5-6 Tertiary education 67,9 32,1 100 244
Total % 53,3 46,7 100
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Employed Not Total % Total N

employed within
ISCED level
Total N 598 523 1121 1124

Source: “Adult learners in formal education: expedes and perceptions”, own calculations

Here and throughout the following analysis it isportant to have in mind that the
sample was not probabilistic, and that the bodythaise currently employed does over-
represent those enrolled at higher educationalldevéhile one third of students at ISCED
level 1-2 were employed, over two thirds of thosdSICED level 5-6 were. 32% of those
studying at ISCED level 1-2 are employed and 7%usmemployed/seeking job. At higher
ISCED levels employment rate increases: ISCED J%;3ISCED 4 — 57%; ISCED 5-6 —
68%. There are also less unemployed among studehtgher educational levels. This could
be indication of the fact that studying at higherdls is often rather costly and has to be paid
by learner or employer therefore one has to workdoable to study or those who have
managed to continue their studies are pre-selestédd jobs just due to studying as it sends
certain signals to employer about abilities andeotiyes of the employee. As a reminder,
based on our data we do not claim this is repraigatto the adult learners at respective

levels.

Further we outline some socio-demographic charaties of the sample by the
employment status, as this might facilitate furtierpretations and explanations of the
results. Table 4 indicates that in Estonian ackdtrier sample there are no gender differences

in regard to employment status — about half of feshand males are employed.

Table 4 Sample overview, gender, age and ethrgitgmployment status

Employed Not Total % Total N
employed
Female 47,8 52,2 100 694
Gender
Male 46,6 53,4 100 408

Age -20 24,9 75,1 100 389
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groups  21-30 50,4 49,6 100 462

31-40 74,0 26,0 100 181
41+ 84,1 15,9 100 69
__ Estonian 50,9 49,1 100 846
Ethnicity
Other 35,5 64,5 100 256

Source: “Adult learners in formal education: expedes and perceptions”, own calculations

By age groups it is evident that there are lessl@yed adult learners among younger
age groups, hence only about 25% of those 20 ydaage and younger are employed while
twice as many are employed in age group 21-30ollaviing age groups majority of learners
currently studying in formal education are emplayelénce, here it is older adult learners
studying at higher educational levels (ISCED 4-&owcombine their employment and
educational career. Older and more experiencedi@eope more likely to find a job, but it is
often also easier to combine work and learning ighdr educational levels due to more
flexible study forms offered. According to ethnygithalf of Estonians and only 36% of
learners with other ethnical background (mostly dfarss) are employed. Although this
sample is not representative of adult learnersgeneral population employment rate of

Estonians is only somewhat higher than that of Bstonians.

One additional point to have in mind in interprgtiand discussing the results of our
analysis is the fact that the questions of motiassyell as the more general statements about
lifelong learning, were posed to the respondenthi& form of a theoretically justified but
therefore predefined list, therefore the actuaédmm of the respondents to express their
motives or views were limited to this choice andsitstill possible that the most suitable
answers were missing from the list. Furthermore, qhiestions about motivation generally
targeted the reasons to enrol in the current formdaication programme of the given adult
learner. However, the point in time that the surt@yk place the respondents had already
started their studies, and they may have beendsirearolled for more than one year.
Therefore we are not fully capturing the motiveste moment of enrolment, even if the
retrospective nature of the question would alloat tind of interpretation, but rather te&
postjustification of their decision. By the time wekad these questions from our respondent
s/he might have not only forgotten but also chanigedinitial thoughts about returning to
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school, or learned socially more accepted answethd question, as, being non-traditional
students, they are likely to have met curiousity parhaps misunderstanding from their peers
in as well as outside of the school.

Findings and discussion: how do adult learners fram their

participation decision

How do the adults back at school themselves ewalin role of lifelong learning? It
appears (Table 5) that the overall attitude towéifdbong learning is fairly positive in both
groups, positive evaluations ranging from 65-93%wbport. The difference based on one’s
employment status ranges from 4% to 11%, with h@vewore agreements (and in case of

negatively-formulated items, disagreements) on he#he employed in every regard.

Table 5 Agreement with statements about lifelorgrieng, by employment status, %

Employe Not Total Total
d employed % N

1. Adult/continuing education is mostly do not agree 93 87 90 990
for people with little else to do

2. Successful people do not need adult/ do not agree 90 80 85 931
continuing education
Continuing my education makes me agree 89 82 85 939

3. feel better about myself

4. Money spent on adult/continuing educa  agree 84 76 80 878
for employees is money spent well

5. | enjoy educational activities that agree 82 78 80 877
allow me to learn with others

6. Adult/continuing education is an import.  agree 82 76 79 869
way to help people cope with change:s
their lives

7. Adult/continuing education helps peo agree 81 74 78 853

make better use of their lives
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8. I dislike studying do not agree 76 65 70 771

Source: “Adult learners in formal education: expedes and perceptions”, own calculations

The vast majority does not agree with the assumpgtiat” Adult/continuing education
is mostly for people with little else to d@lmost regardless of their employment status. We
could assume that they also do not consider thewseals living especially low-pace lives but
rather the opposite. It would be though interestm@gnow more about those 7% of working
students and 13% of non-employed learners: do ttiei« they personally are the exception
to this general rule, or do they rather fall in tta#egory who attends classes so to break the

daily routine and meet new people?

A bit more of those working do not think that suxsfel people don’t need adult
education (90%versus80%), and this may be also connected to their status — having a
job and being able to study may make them undetdstaat success does not necessarily mean
one does not need any more education. We mightdetext an age effect here, as in general
employed adult learners in the current sample lter and due to their life experience could
be slightly more aware of the merits of adult edieca For them, more time has passed since
compulsory education as well, making them perhage\e based on their experience that
new knowledge is useful. However, if 20% of the +onployed students agree with that
statement, then it means that every fifth curreetiyolled considers at least the other non-
traditional students, but perhaps also themselgésonbe successful. If these are the views of
the insider-group, who has their own, by naturéileging experience from the system, then
one would perhaps expect those not enrolled ever stmmatizing.

Majority of adult students (more than 4 in eacli€g) continuing their education makes
them feel better — result that is interesting ternpret, especially in the light of the demands
that engaging into formal education programme digtpaesents to a student, and decoupling
this to the needs from employment. This result setmbe supporting the point made earlier
on the better time management skills of the adertloyed) students. Still, 11% of those
employed and 18% not engaged in paid labour ddesbtgoing to school makes them feel
better about themselves. One could question hetbgifirst place, should one’s participation
in formal education make them personally feel bettr@ght the opposite not mean that the
person was feeling sufficiently good already befstagting the programme? Perhaps, if one

rested with the idea that formal education provitheslearners with some specific goals to be
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met, learning does not necessarily need to affecpersonality in holistic way. Maybe there
are good reasons to believe that education isalléien to the problems of personal integrity,
but these are then nevertheless ideologically drreasons, perhaps emerging from the need
to internalise flexibility, huge workloads, goalilemted management, and short-term goals,

and have people still happy and committed to those?

A bit more of those employed also agree, thistofiey spent on adult/continuing
education for employees is money spent’wethile those not currently employed tend to be
slightly more sceptical about it (84%ersus76%). Agreeing with this statement may mean
that the respondent sees employees to benefit fhemearning and therefore in general
agrees with this; or it may mean that s/he thinks a rational idea on behalf of the employer
since the increased productivity, efficiency and@@iement of the employee concerned would
be worth it as well as having spill-over effectsthb@ir immediate work environment, and
sometimes even beyond. So one needs to admit Hweeento this question do not reveal the
leaning of the given respondents: do they actyaigfer the employees to be trained because
of their empowerment, or do they see any emplorgeimng is useful for the company. It is as
difficult to interpret the negations of these sta¢ats: the 24% disagreeing with this may be
feeling for the employers who send their employeedifferent trainings, benefits of which
are difficult to measure and thus not clear. Al#iely, they may also feel that the
employers who provide training to their employessdtto be also offering more greedy jobs
which do not leave the employee enough discretiotiare, as a result of their conscious or

unconscious choice of internalising the needs @#&timployer as his or her own.

Both groups, the employed as well as the non-ensologdult learners in formal
education, still claim they enjoy learning with ethpeople — 84% and 76% of them,
respectively, agree with this. Taking the statemts@lf to be an expression of normative
viewpoint, the learning is supposed to be morecieffit if the emerging relationships and
communication with other people in the group cregesitive feelings, however — it is also
possible that people-orientation does at some pwvent the learner from achieving some
of the educational goals. The learner may alsogdegawith the statement when she clearly
distinguishes between herself and the rest of tloeipg based on motivation, ability and
enjoyment to learn. Without knowing based on ourent analysis any more specific details,
we nevertheless note that every fourth of thosdestis currently not employed do disagree
with the statement of enjoying learning with otipeople. Again, if these are the view of the
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insider-group, who have overcome the barriers ghgmg in formal education programme as
an adult, such as perhaps their lack of confideiacelisclose of their current level of
knowledge in front of the teachers and co-studemésmay expect this to be an important

subjective barrier to enroll for these currently angaged in formal education.

Both of the statements about the meaning and useadilt education -
“Adult/continuing education is an important way telghpeople cope with changes in their
lives’ and “Adult/continuing education helps people make baits of their lives— were
supported by 82% and 81% of the working studemtd, 6% and 74% of those not in paid
employment, respectively. Majority of the sampleldila students, then, have experienced the
changes in their lives to be smoothed by lifelosgyhing activities; or, they believe there are
not many ways to help people cope with these kaidhanges, and education seems likely to
be one of the important ones; or, they have otrsanimternalised the dominant view that
going to school is major tool in challenging — dijusting to — the changes. The “changes in
their lives”, here, may include changing work eowiment and employment situation, among
others, and there certainly is high visibility dfiet ideas that educated and therefore
functionally flexible labour force is necessary atitus personal employability, but
furthermore, competitiveness, is the precondition cope with the changes and new
challenges. There still is every fifth among therkuag students and every fourth among the
non-employed who do not see adult education asulugaf this regard. Perhaps they are
sceptical towards this stretchment of the ideahefrheaning of education and prefer to the
more traditional point of learning as discoveringwmknowledge and mastering new skills.
Or, alternatively, perhaps for them adult educati®rsomething rather secondary in their
lives, so they do not see it as being able toHedrtproblems. Then again, they might believe
people do indeed have many sources of help whennied to cope with the changes in their
lives, so this role of educational institutions gmcesses becomes irrelevant and therefor

they do not possess any expectations in that regard

As to the statement that learning as adult helpplpemake better use of their lives, it
entails the disempowering element in the first @Jastating that people cannot make good
enough use of their lives, if not for adult edueatiWhile it may be assumed that with more
knowledge and skills people are supposed to be oeeful to their surrounding communities
and societies, it is a bit far-stretching from ttusassume that their lives without this would be
meaningful enough. There are certainly alternatveg’s to make good use of one’s life, and
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sometimes engagement in lifelong learning may jetipa people’s life projects rather than
help enforcing them — perhaps especially, but mdy an case of compulsory learning.
However, as we witnessed earlier in regards to/iéwes of professionals in the field of adult
education, who seemed to be sure of people noghmiepared for living — with all that it
entails — whereas their role as educators is &r diiis (see JOgi et al, 2008), it seems majority
of the sampled adults in formal education agred whiis viewpoint. There may also be an
idea of enriching one’s life by spending spare tiatethe studies and with the home
assignments rather than, say, in front of TV ongetngaged in computer games, if she — or
any of her significant others — is to consider #sivity as not making good enough use of
her life. In any case, majority of both groups @fmal education participants would sign the
statement that education helps people making besterof their lives, while there is also a
significant minority who does not agree with thatement as strongly. Perhaps this view,
again, would be even more widespread in the tatpujation of those who are not engaged in

studies.

There is the least support to the idea of disliketgdying as such. While 76% of
employees and 65% non-employed do not claim toiddikidg studying, quite a big share of
their fellow-students do agree that they do not lik Here the difference between the
employed and non-employed, although not very bigs tihe largest, therefore this statement
seems to be among those with better explanatoryepomaving insight into the views of
individuals at school. Every third of the non-emyad and every fourth of the employed
adults enrolled in formal studies do not see likihg studying as necessary condition to
proceed with the studies, pointing to the fact thate is more to their going to school than
studying. Perhaps their personal motives outsidinede statements or some of the previous
statements are behind that paradox. Or, perhapsunderstanding that studying does not
need to be easy or pleasant is still quite spreaithé society at large and in the education
system in specific, so neither students nor tlegichers actually expect this to be different, so
no efforts are taken to make the studying prod&salble. On the other hand, non-employed
adult learners in Estonian sample are mostly amgreower level education (ISCED 1-3),
which means they have returned to school with time @ obtain compulsory level of
education. Probably already their prior experiewdld schools and learning was not positive
and might have lead to disrupting educational carséoghether, it seems there is too many
of those who are just getting by with the studisd this group is especially noteworthy

among those who currently also do not work. Onehinigg tempted to rationalise it with the
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view that those non-employed are so involuntaalyd perhaps also their being enrolled to
the school is rather due to the factors outside then wish, motivated by the hopes that
education increases one’s employability. Whatewer ¢ase, this rather big group in our
sample — and therefore supposedly even bigger grothe adult population at large — feels
studying is not likeable an activity. It is perhapsrth reminding here, that our understanding
of lifelong learning as something inescapable iis Bociety could actually be questioned
based on the fact that this “inescapability” is thosotivated with the market argument and
ideas of individual competitiveness. It is one thito learn to recognise that everyone is
learning every day so studying may occur also witleohuge effort. It is still a big leap from
that to the claim that everyone enrolled in forreducation should enjoy studying, and the
system should try to accommodate the differenniegrneeds. Perhaps it could be relevant to
study this group more closely to see, how theskerdifom those who share the dominant

views.

In the light of these overall views with not so ruteviance according to employment
status, we would proceed with comparing the stamdonal motives of the two groups for
engaging into the current studies. One questionpeaed in the questionnaire in a way that
the respondent had to choose if their reason tollewas mainly job-related or mainly
personal, without the option of choosing both. Liogkat the reasoning for starting the study
programme by current employment status (Table @),see that a bit less than half of the
presently employed declare having mainly persos@a$ons to start current programme, while

2/3 of those not employed do.

Table 6 Main stated reason to start current studgramme, by employment status, %

The main reason for starting this study programme

personal,
non-job related job related
Employed 47,1 52,9
Not employed 61,4 38,6
Total % 54,7 45,3
Total N 598 495

Source: “Adult learners in formal education: expedes and perceptions”, own calculations
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So, current engagement in paid employment doesean a person will definitely join
formal education programme for job-related reastmsigh 53% of our sample claim they
did so. This points to the fact that formal schoglitends not to be so clearly or only
connected with the view to advance career-wise btomsidered to foster personal
development. That may reflect, on the other hatgh the comparatively low financial or
career development support by the employer orgtmisato their employees, seeing one’s
participation in adult education and individual jead with the aim to improve individual
competitiveness. Internalising personal respongilfr one’s professional development may
also lead the formal learners to internalise walted reasons and see these as personal

rather than job-related, especially if these atestrictly connected to their current job.

Still, engaging in formal studies while not beingmoyed does mean higher likelihood
to take on studies for personal rather than joateel reasons — in order to get a job, start a
job, start a business, etc. Since in our sampleniajof those not employed are studying at
lower educational levels (ISCED 1-3), so they miglot have an association with their

(future) job yet, but would like to obtain an ocatipn or university degree.

What were then, more specifically, the stated nessm start current educational
programme? Based on the theoretical approaches dfivation considered above, we

distinguish between controlled and autonomous rast{\fable 7).

Table 7 Controlled and autonomous motives for istgrcurrent study programme, by

employment status, % of agreement

Not Total Total
Employed Sig.
employed% N

Controlled motives

1. To obtain certificate 81,7 88,3 853 944

2. To do my job better 69,0 63,4 66,0 730

3. To earn more 60,6 58,5 595 660 ns
4. To be less likely to lose my current job 42,9 48,45,7 504 ns
5. To get a job 32,5 54,3 44,1 488

6. Because someone advised me to do it 29,7 38,5 3331

7. Because my employer required me to enrc

11,5 91 10,2 112 ns
the programme
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Not Total Total
Employed Sig.
employed% N

8. Because | was obliged to do it, e.g. to cl
. . 7,9 12,9 10,6 117
benefits, to avoid redundancy
Autonomous motives
1. To learn more on a subject that interests me 82,1 3,77 776 866
2. To learn knowledge/skills useful in my daily life 65,2 75,7 70,8 785
3. To meet new people 56,6 61,6 59,3 657 ns
4. To gain awareness of myself and others 54,5 55,0,8 5608 ns
5. To get a break from the routine of home
49,4 42,1 455 504
work
6. To contribute more as a citizen 44,2 49,2 46,9 51as
7. To participate in group activities 33,8 37,2 35,6953 ns
8. To start up my own business 28,7 358 325 359
9. To contribute more to my community 27,1 28,7 27,9113 ns
10. Because | was bored 14,8 198 17,5 194

Source: “Adult learners in formal education: expedes and perceptions”, own calculations

One could not reveal any major differences by egmlent status in such motives like

obtaining certificate; doing one’s job better; eaghnmore; which were all quite popular as a

reason. There were still some interesting resnfimely, not only went half of those that are

currently not employed to school because they viatteget a job, but also one third of those

currently employed had that in mind. Furthermoi@%3of those employed and almost 40%

of those not admitted someone else had advised thego back to school. However, just

about 10% of those employed and those not aliketlsaly (prospective) employer would

require their enrolment in the programme, and 8%hofte employed and 13% of those not

said they were obliged to do it for other reasdosgxample, to be able to avoid redundancy

or claim benefits.

This analysis shows not only the high role that s@xtrinsic, externally controlled

motives have in bringing adults back to school (sa@hthem are common to 60-85% of

adults at school), but also suggest that althohghrtotives of those employed and those not
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are different at statistically significant leveigly do in fact not differ much, especially
considering the argument that getting a job waomant to those not working as well as

(somewhat surprisingly) to a third of those curiepmployed.

In regard to autonomous, intrinsic motives, we ts@é of these are relevant for about a
half of the sample or more (45-78%), with howevetable differences by employment
status: about 80% of employed learners said theytedato learn more on a subject that
interests them, whereas non-employed agreed wghs#me reason by ten percentage points
less. Also, those currently employed feel lesslyikbat their studies in formal education
system would be useful in their daily life (65% quemed to 75% of those not employed).
Again we might assume that those employed and stgdit higher educational level might
feel rather confident in their knowledge/skills fudor daily life when compared to those
acquiring secondary education. We still see intergly enough that 28% of those employed
and 36% of those not are currently engaged in thieaional programme in order to be in
better position to start up their own businesst dusit more than a quarter of all those adult
students feel they could contribute more to themmunity by finishing these studies, and —
maybe also surprisingly — we can conclude, thdtgae in every seven working student and
one in every five not employed did actually engag¢he educational programme to cheer

them up from the boredom of their daily life.

Conclusions: so is there any indication that learms’ want

what policies suggest?

We did expect the experiences of the two groupsugdestion — employed and not
employed adult learners in formal education — differegard to their stated beliefs about
lifelong learning as well as in regard their stapedsonal motives to enrol in current learning

programme.

We find, though, that non-traditional students dware, to a large extent, rather
homogenous positive attitudes towards lifelongrigay, almost regardless of their current
employment status. Still, we do need to keep indmihat in this paper we analysed
perceptions of those who already have made thesidacio continue their educational path
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whereas only few were obliged or required to do Hoerefore general positive attitude
towards adult education is somewhat expected is tmoup and this may be not
representative to those who are currently outsitterthe formal education system. Further
examination of the groups who stated disagreeméht ttve dominantly shared views — for
example, not enjoying learning with others or #isly studying as such, to disagreement with
the view that employers’ investments in educatieveorthwhile, to disbelief in the power of
lifelong learning to help people cope with changetheir lives or, furthermore, make better
use of their life — who accounted to one fifth ase of the working students and to one fourth
among those not employed might be very useful.e® i these groups are disadvantaged
compared to others, or rather more empowered agr@ftre critical towards the dominant

views.

Furthermore, we found that the adult learners wieocarrently also working, do differ
by their motives for re-entering formal educatitwit to a far lesser extent than suggested.
Those reasons, for example, like "getting a jolsetting up own business”, etc that would
strictly connect education with getting one (baakio employment, are also considered
relevant by those already having a job, althougiséhare more popular among those currently
without job. However, there are some issues wheres@e important differences: those not
employed are more likely to expect that their eigrere with school gives them better
chances to cope with everyday life and learn slatisl knowledge useful there. They also
claim more likely to have externally controlled, tigxsic motives, although these are
characteristic to only less than half of those Bedo Still, they are also more likely to state
they went back at school out of boredom — althqughone in every seven confirms that to
apply as a motive to enrol. As a main conclusionegard to the extrinsic, often job related
motives, as opposed to intrinsic motives, though would like to highlight that there was in
general more disagreement with the former than téhlatter, perhaps pointing to the fact
that wider selection of intrinsic motives is regaddlegitimate by the adult learners.
Furthermore, they seem to be even more acceptaimegadmittable — for those currently out

of employment.

Considering the tendency of adult students to @lsoemployed and thus active in
different spheres of their lives simultaneouslyisitactually even not surprising they do not
agree with statement\tiult/continuing education is mostly for peoplehulittle else to db
and "Successful people do not need adult/continuing aoh€. Therefore, we should
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conclude: they most likely, and actually, do hatteeo things to do, and they still decided to
go back to school — and they claim continuing tleeiucation makes them feel better about

themselves.

Then again, as pointed out earlier (Ahl, 2006; &igb1985), is there any way to
measure actual motives for adult learners, didneethodology allow it, and, furthermore, is
there any need as such for the adults to be idtgmmativated to enrol in studies (see also
Jordan, 1998), are the questions that remain opes fThe typology of working adults in
formal education (Hefler and Markowitsch, 2010kimtionally ignored the subjective motives
of the adult learners themselves, including othete solid characteristics to predict the role
and meaning of these studies for the learners wedoland also forecasting their further
educational and career-related plans. We may thosgiigest that one’s subjective
representation of his or her motives and beliefstisnsic to these outcomes that Hefler and
Markowitch (2010) suggest to distinguish, and itwdobe interesting but also relevant in the
future to analyse more thoroughly if there is argritrto this suggestion. Current analysis did
also not present types of adult learners baseti@n\iews and motives to be described then
by their socialdemographic characteristics as agltheir evaluation of the learning process
and environment. We would definitely suggest toabé a way to take this analysis forward,
to get better insight into the relevance of sudtjesttive reflections of the adult learners to the
self-assessment of their satisfaction.

We have to also conclude, that treating the stamedives as adult learners self-
presentations, intended to construct them as iddals as well as them as members of the
group of adults in formal studies gives us thisapmity to point out the dominant views and
values, shared by this group. According to this mhamt view among adult learners the
following seems to apply in most cases: adult etloicas not only for people with little else
to do and even successful people need it, to made tfeel better about themselves, help
them cope with changes in their lives and, perhayde better use of their lives, while the
adult learner is in general to enjoy learning wothers and to like studying, so money for
one’s employees’ studies is well spent. It is wydehderstood that majority currently not
employed enrol in formal studies for personal reasdut is also acceptable that employed
people do have other than job-related motives aingrforce to engage in studies. Reasons
to join study programme most likely involve obtaigiceritifcate, do one’s job better and earn
more, but also learn more on an interesting subjeatn knowledge and skills for everyday
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life, meet new people and gain awareness of onasdlbthers. For those employed, breaking
routine of home and work may be a legitimate reasoenrol in studies, while for those not
employed, studies may lead to contributing mora agizen. Boredom, on the other hand, is
not likely to be felt as legitimate reasons for thajority to become adult students, although,
generally speaking, disliking studying should aftexd prevent one from enrolling in formal

education, as quite a many of adult learners ddikestudying.

These views by effective adult students correspaitid the views expressed by some
professionals in the field of adult education, vare convinced that “they” should engage in
lifelong learning in order to be effective citizeand employees. These views, also, are in
sharp correspondence with the policy goals, statirag learning is crucial to be a good
citizen, as making better use of one’s life meamgaging in paid employment and bringing
as much added value via one’s continuous educatnohtraining as to allow the economy
grow, and if necessary, flexibly reorganise. Thdseourses seem to have been extremely
successfully internalised by the sampled body ofiltadearners, that the underlying
disempowerment discourse either goes unnoticedsowidely accepted. Alternatively,
perhaps those in the field are required to leadhjast happen to internalise those arguments
during their studies; that was the weakness ofneetthodology in this regard that we could
really measure these statements for those alrgadyei formal education, so these may or

may not reflect their views before enrolling.

Providing there are any useful measures to analysis motives to start an educational
programme, it may be useful to design a longitudatady for that regard, or compare in a
cross-sectional survey those only planning to eagadhe studies, those in the beginning of
their studies, and those enrolled, and those whe licided to discontinue their studies
without graduating. While European Adult Educat®uarvey might be a good tool for such
analysis, the proportion of adults currently inniad education may be, while with better
representativeness than our sample, not numerausykro allow for statistical comparisons
of these groups. Across the countries comparisamwekier, may be interesting and
worthwhile, as is also shown in the comparativegpsyin the current volume, but without the
overall context of ideologies and values of thegpeesive countries, the findings may remain
difficult to interpret, as also suggested by AHD@8) who criticised motivation research for

not taking cultural and social context in account.
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