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FOREWORD 
Encouraging Lifelong Learning for an Inclusive & Vibrant Europe  

 

What’s gone awry in Europe’s lifelong learning markets? Although it has been a central EU policy 

priority since 1993, and the European Union’s mechanisms for multinational policy co-

ordination and measurement in lifelong learning are world-leading, one in every five Europeans 

under 25 is now unemployed. Many are not in employment, education or training. According to 

the High Level Group on Literacy, one in five 15-year olds lack the literacy skills required to 

function successfully in a modern society; 73 million EU adults have low levels of education and 

literacy; while achieving the current EU benchmark of functional literacy for 85% of 15-year-olds 

would increase lifetime GDP – lifetime earnings – by €21 trillion.  

 

Clearly Europe’s educational markets are failing to ensure that our citizens – particularly our 

younger citizens – have the education and training they need for their own economic prosperity 

and social welfare. They are also failing European society as a whole. Social exclusion, 

disaffection and the long-term “scarring” effects of unemployment are clear dangers to 

economic competitiveness, to social cohesion, and to the European project as a whole.  

 

This is the starting point for ENLIVEN – Encouraging Lifelong Learning for an Inclusive & Vibrant 

Europe – a three-year research project (2016-2019) funded by the European Union’s Horizon 

2020 programme. The ENLIVEN research explores these challenges in several ways. 

 

First, we are exploring and modelling how policy interventions in adult education markets can 

become more effective. We bring together state-of-the-art methodologies and theorisations 

(e.g. Case-Based Reasoning methodology in artificial intelligence, bounded agency in adult 

learning) to develop and evaluate an innovative Intelligent Decision Support System (IDSS) to 

provide a new and more scientific underpinning for policy debate and decision-making about 

adult learning, especially for young adults. For this, we are drawing on findings from research 

conducted by European and international agencies and research projects, as well as findings 

from ENLIVEN research itself. The IDSS is intended to enable policy-makers at EU, national and 

organizational levels to enhance the provision and take-up of learning opportunities for adults, 

leading to a more productive and innovative workforce, and reduced social exclusion. The IDSS 

work organised in two workpackages (WPs 8-9). 

 

Second, we are investigating programmes, governance and policies in EU adult learning. By 

looking at the multi-dimensional nature of social exclusion and disadvantage, and the role of 

public and private markets in reversing – or reproducing – inequalities across Europe, we aim to 

provide a more holistic understanding of policies, their rationales, operationalization, and role 

in enhancing growth and inclusion. Beginning with the main European policies and funding 

schemes for adult learning aimed at tackling disadvantage, inequality and social exclusion, we 

are identifying the different ways in which social inequality is expressed, constructed as a policy 

goal, and legitimized by discourses at the European level, and nationally. Combining policy 

diffusion studies with studies of multilevel governance that map the relations between various 

adult learning stakeholders and decision makers, their conceptualizations of the purpose of 

adult learning and their priorities, we are identifying the main barriers and enablers for access 

and participation in adult learning in Europe at the programme and subnational levels. This work 

is organised in three work packages (WPs1-3). 
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Third, we are examining “system characteristics” to explain country/region-level variation in 

lifelong learning participation rates – particularly among disadvantaged and at-risk groups, and 

young people. The “markets” for adult education are complex, with fuzzy boundaries, and the 

reasons why adults learn vary. Drawing on Labour Force Survey, Adult Education Survey, EU-

SILC, and European Social Survey datasets, we use multilevel regression analysis and construct 

a pseudo-panel to address questions such as which system characteristics explain country and 

region-level variations in participation rates (overall, and among disadvantaged groups and 

youth at risk of exclusion), and how government policy can be most effective in promoting 

participation. This research is organised in Work Package 4. 

 
Underlying the ENLIVEN research is the need for a reconstruction of adult educational policy-

formation in Europe. Currently there are two particular problems. One the one hand, the 

principal beneficiaries of adult education (across Europe as elsewhere) are the relatively more 

privileged: those who have received better initial education, those in employment, and (among 

the employed) those in better-paid, more secure and more highly-skilled jobs. The adults who 

are (arguably) most in need of education and training, such as young, unemployed, low skilled, 

disabled and vulnerable workers, receive less of it. One the other hand, in contrast to the 

education of children, adult education is by and large financed by individual students (‘learners’), 

their families, and/or their employers. Though this is partly the outcome of public policy – in 

particular the desire to reduce public spending (or restrict its growth), and to utilise the 

efficiencies inherent in market-based allocation systems – it limits the policy tools available to 

governments and state agencies. A central feature of public policy is therefore to influence the 

behaviour of citizens and enterprises, encouraging them to invest in lifelong learning for 

themselves and their workers. 

 

Finally, we are examining the operation and effectiveness of young adults’ learning at and for 

work. The availability and quality of work for young adults differs by institutional setting across 

EU member states. We are undertaking institutional-level case studies on attempts to craft or 

to change the institutions which govern young adults’ early careers, workplace learning and 

participation in innovation activities, comparing countries with similar or diverging institutional 

frameworks. This is the focus of three work packages (WPs 5-7). 

 

John Holford 

 

Co-ordinator, ENLIVEN 

University of Nottingham 

john.holford@nottingham.ac.uk  

 

 

 

mailto:john.holford@nottingham.ac.uk
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EXECUTIVE SUMMARY 
This report explores different factors that contribute to the various benefits of lifelong learning 

programs, as part of research on mapping European and national policies and programs and 

their contribution to economic and social inclusion. In particular, the main focus of the task 1.3. 

within project ENLIVEN was to identify benefits at individual and societal level, considering 

employment and upward social mobility, enhanced social participation, and social cohesion.  

We set out with the belief that learning contexts matter, and therefore solutions to the problem 

of unequal access cannot be transferred across the regional and national contexts, even if there 

was a joint European agenda defining aims for a more inclusive society. The relevance of this 

diversity was suggested by the analysis of national lifelong learning policy discourses carried out 

in WP1, alongside the in-depth insight on national level differences in programme design and 

provision of lifelong learning across Europe gained from WP2 and WP3. We assumed 

institutional as well as policy structures influence participation in lifelong learning and agreed 

with earlier findings that national histories and cultures make a difference.  

In order to provide insights on the way European policy initiatives are carried out at national and 

regional level, the ENLIVEN team focused its research across the WPs 1,2, and 3 explicitly on 

education and training programmes that take place as part of Active Labour Market Policies 

targeting youth, or targeted to empower adults through basic skills provisions. Across the 

project, the policy trail approach was applied, enabling us to build on the experiences of 20 cases 

of learning provision across the ten case study countries, two cases per country, each either 

targeting one or the other of the policy trails. We carefully contextualised the cases within their 

national and regional contexts, to elaborate on the ways that similar programmes operate 

differently in their specific institutional contexts. 

Our main focus was to understand how such programs benefit learners with a vulnerable status, 

and what programme characteristics support more positive outcomes. ENLIVEN considers 

vulnerability as a dynamic condition characterised as a transition space between social inclusion 

and exclusion, which reflects the participation in economic, political and cultural life (Castel, 

2000, 2014; Silver, 2015). Rejecting the notion of vulnerability as a characteristic of an individual 

or a social group that would result in normative reflection, likely to stigmatise the individual, a 

more dynamic, contextual dimension was needed, as in contemporary societies it would be 

more appropriate to look additionally at the risk of being vulnerable as a relational, a structural 

condition.  

Departing from such a dynamic model of vulnerability, the earlier project report, Deliverable 

D1.1., carried out an analysis of the discursive representation of lifelong learning target groups 

considered as vulnerable across lifelong learning policies at European and at national level. The 

current report, deliverable 1.2., builds on those dimensions of vulnerability as a preliminary axis 

to analyse the contribution of the ENLIVEN policy trail in terms of social empowerment, social 

and civic participation, and employment. 

To underpin the work carried out in this report, two approaches to empirical inquiry have been 

employed, both of them drawing on the aforementioned dynamic dimensions of vulnerability:  

1. At a societal level, we aimed to explore which institutional settings are more likely to 

show benefits related to learning. Inspired by the literature review on lifelong learning 

programme benefits, based on secondary analysis of quantitative data on European 

member states and Australia, a system of indicators was developed to contrast the 
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evolution of the aforementioned areas of vulnerability during two moments in time. The 

first period examined was 2012-2014, after the global financial crises but prior to the 

implementation of Youth Guarantee, one of the programs explored within the ENLIVEN 

policy trail, whereas the second was the period which allowed for an examination of the 

latest updated data available (2017). 

2. At an individual level, we aimed to uncover which adult learning contexts would 

enable the most positive outcomes for learners in vulnerable contexts. A thematic 

qualitative content analysis of the 20 case studies of adult education programmes across 

ten national contexts from the ENLIVEN policy trails, collected in 2018, was carried out. 

The review of the empirical evidence from the earlier studies pointed out that participation in 

educational projects fosters personal well -being. The quantitative analysis of this report offers 

a view of the European trends compared to Australia. It can be seen that the trend is towards a 

process of homogenisation over time, although there are large fluctuations in the different 

dimensions of vulnerability among countries. There are groups of countries, where vulnerability 

of young people with fewer levels of studies is greater (for instance Eastern countries and 

Southern European ones), while the situation of their cohort with similar studies in the Nordic 

countries and the Netherlands seems to be more stable and secure. The best results in 

employability dimensions seem to be crucial in these issues.  

As for the results of the 20 cases we studied in two ENLIVEN policy trails, the approach of 

overcoming the individual factors of vulnerability related to the development of personal 

empowerment stands out.  In this sense, the most successful educational strategies seek to 

provide a safe environment and establish a relationship of trust among participants and 

participants /practitioners. 

Beyond the differences between countries, political systems and welfare systems, the 

implementation of the programmes aimed at young people considered vulnerable, due to their 

low level of education and their difficulties of engagement  in the labour market, seems to show 

similar objectives and pedagogical strategies. This would mean that while the regional and 

national contexts differ, there is something universal in the way young adults in vulnerable 

positions should be approached to bring the most positive outcomes of the learning programme. 

While national histories and cultures do make a big difference in providing (disadvantaged) 

individuals with access to learning opportunities, once the programme is running, other aspects 

need to be brought in to secure the empowering effect of the learning episode. This is especially 

important in the contexts where, as in European Union policy discourse as well as in national 

policy discourses across the countries, employability is emphasised as an important outcome, 

while a good job could not necessarily be secured by those young learners in vulnerable 

positions.  

In addition to the tailored learning experience, accounting for the life course perspective of the 

learner and recognising their skills (rather than emphasising their lack thereof) and empowering 

their participation also in other dimensions than the purely economic - such as social, political 

and cultural domains – could also enrich also the theoretical lens of the research. 
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INTRODUCTION 
By Concepción Maiztegui- Oñate (UD), Triin Roosalu (TU) 

 

Research context: exploring benefits of adult learning for young adults 

in vulnerable positions 

While embarking on the study presented in this report on the benefits of education, as an editor 

who discussed the benefits of "seriously useless learning"1, we encourage questioning our ability 

to comprehend, and measure, the benefits of learning. However, in this report, this is what we 

commit to do: to open up the discussion of what are the benefits of adult learning programmes 

for young people in positions of vulnerability, how to support their emergence  in the learning 

setting as well as in the social context beyond the learning setting.  

Education is widely considered to be a pathway for economic competitiveness and at the same 

time to contribute to social cohesion and citizenship (Holford & Mleczko, 2013). The importance 

given to education in the fight for social inclusion has become a primary issue in the European 

lifelong learning agenda (see eg Maiztegui & Roosalu, 2019 for shifting policy discourses). In 

particular, the concept of lifelong learning and its benchmarks are key elements for 

development, as reflected in The Lisbon Strategy (2006) (Rasmussen, 2014). This focus has 

coincided with an increasing interest in measuring the outcomes of learning at all ages and at all 

educational levels (Field, 2011). In this respect, the inclusion of young people has become a 

significant element (Holford & Milana, 2008), especially so given their specific vulnerable context 

in the labour market. The European Commission, like other international institutions such as the 

OECD, considers that adult education can play an important role in increasing social inclusion 

processes in vulnerable groups, despite the fact that "casual relationships are extraordinarily 

difficult to achieve" (Schuller, 2007,p.2) and that, to date, there is little evidence of the outcomes 

of adult education programs in terms of social outcomes (Motschilnig, 2012). The growing strand 

of research focused on the outcomes of lifelong learning has generated an interesting body of 

knowledge (Field, 2009a). In addition to the ongoing interest in economic returns, the attention 

to non-economic ones such as civic participation, health or life satisfaction has increased (De 

Greef, Verte & Segers, 2012a, 2012b; Rüber, Rees, & Schmidt-Hertha, 2018). Written as a part 

of Work Package 1 “Mapping European and national policies and programs and their 

contribution to economic and social inclusion”, the deliverable 1.2 is related to Task 1.3 

“identifying benefits at individual and societal level (employment and upward social mobility, 

enhanced social participation, social cohesion)”.   

Built upon the pre-existing reports conducted within the ENLIVEN project (in particular the 

reports conducted by Boeren, Mackie, & Riddell, 2019; Holford, 2018; Maiztegui & Roosalu, 

2019 and Milana, 2019), the purpose of this deliverable is to report on successful educational 

programmes identifying strengths and weaknesses of current institutional arrangements and 

policy initiatives in education, employment, and active citizenship, by focusing on selected 

educational programmes which were designed as part of the ENLIVEN policy trail. Particularly, 

building on the knowledge derived from mapping policy discourses in European Union and 

within each selected country, we now set out to analyse how different factors (e.g., policy 

regimes and institutional frameworks on the macro level as well as programme characteristics 

                                                           

1 https://www.dvv-international.de/fileadmin/files/Inhalte_Bilder_und_Dokumente/Microsite_AED/Ausgabe_85/AED-85_EN_150dpi.pdf 

https://www.dvv-international.de/fileadmin/files/Inhalte_Bilder_und_Dokumente/Microsite_AED/Ausgabe_85/AED-85_EN_150dpi.pdf
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and pedagogic approaches on the meso level) may contribute to the success of different types 

of education programmes in terms of identifiable benefits at individual and societal level in 

terms of employment and upward social mobility (economic growth), enhanced social 

participation (empowerment, active citizenship), and social cohesion (narrowing disparities and 

inequalities). 

As it was explained by reports 2.2. and 3.2., ENLIVEN has engaged in empirical research to 

reconstruct a view of the experiences of young adult learners through the policy trail method 

(Boeren, Mackie, & Riddell, 2019; Milana, 2019). This enables us to approach the question of 

interest by applying novel empirical designs and combining the results in an integrative way. At 

societal level we will draw on available, reliable and comparable national statistics on education 

and training, employment, political and social participation, and advanced statistical analysis, to 

assess the indirect contribution of educational programs to more inclusive and egalitarian 

societies (social cohesion), including enhanced access to educational opportunities of the most 

vulnerable. At the individual level we selected two cases of adult education programmes 

targeting young adults that were the object of in-depth case studies where data was collected 

at the level of the programme and its individual participants in the following four areas of 

outcomes: 

 Employment (e.g., ex ante and ex post, working conditions, etc.) 

 Empowerment (e.g., self-perceptions of personal and collective agency) 

 Active citizenship (e.g., political participation, participation in community life) 

 Social participation (eg. Social relationships,) 

Departing from a dynamic model of vulnerability which was developed in the previous 

deliverable 1.1 (Maiztegui & Roosalu, 2019), we present a systemic model for the analysis of 

vulnerable groups in lifelong learning policies. ENLIVEN considers vulnerability as a dynamic 

condition characterized as a transition space between social inclusion and exclusion, which 

reflects the participation in economic, political and cultural life (Castel 2000, 2014; Silver, 2015). 

In report D1.1. an analysis of the concept of vulnerability in lifelong learning policies, at 

European level and national level was carried out, and in the current report, deliverable 1.2. 

relies on those dimensions of vulnerability. Thus, as preliminary axes we set out to analyse the 

contribution across the policy trails: 

 employment  

 personal empowerment 

 social and civic participation  

Although classifying young people as a vulnerable group hides a certain lack of consistency and 

conceals its heterogeneity (Holloway, et al., 2018), this population group is generally considered 

to be in a vulnerable condition, mainly due to the difficulties young people face in integrating 

into the labour market, as can be seen from the levels of youth unemployment in Europe 

(Chevalier, 2018; Zimmerman, 2017). Also, nearly all policy contexts we studied in deliverable 

D1.1. (Maiztegui and Roosalu 2019) suggested this as one key category for social inclusion, 

across national contexts and at the European level.  

Methodological design: policy trails in their institutional contexts 

In order to provide insight into the ways in which European policy initiatives are carried out at 

the national and regional level, the ENLIVEN team (WP 1,2, and 3) decided to focus explicitly on 
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education and training that takes place as part of Active Labour Market Policies or as part of 

empowering adults through basic skills provision. For those reasons, the ENLIVEN policy trail 

offered to the Consortium members to select two distinct programmes, one that represents the 

aims of Youth Guarantee with an employability focus and another that represents the aims of 

Upskilling Pathways with an empowerment focus. As such, this report focuses on the European 

Youth Guarantee scheme and the Upskilling Pathways initiative which aim to increase 

employability, and to empower young adults, respectively, particularly those with low levels of 

qualification2.  

To better ground the case studies in their national contexts, and to implicitly incorporate into 

the analyses the direct and indirect influence of their context of political ideologies, historical 

traditions, and policy regimes in the construction of the policies and programmes, and in the 

definition of their purposes and target populations, the countries have been chosen to represent 

a variety of institutional settings. However, the adult education programmes have been chosen 

according to their assumed similarities across the countries, since they are derived among those 

that belong to the aforementioned European initiatives or follow these. Thus, the policy trail 

design of the study: the aims for the two programmes are defined at the European level, while 

the programmes are then implemented in the national settings that represent different 

institutional settings, whereas in each programme just one learning provider setting is chosen 

for further inquiry by interviewing their staff and learners. Being able to see the perspective of 

the learners as a result of such a trail enables us to connect the perceived outcomes of learning 

to the wider aims as set in the programme, national and European level. 

This methodology entails a position of seeking to map and interrogate the diversity and conflicts 

which permeate the policy process (Holford & McKenzie, 2013). In other words, it requires a 

multilevel angle of exploring experiences. ENLIVEN decided to concentrate on two examples per 

country 

on how European policy discourses and initiatives in relation to ‘employability’ and 

‘empowerment’ flow into the responsible countries and how at the local level, education 

and training institutions implement education and training for traditionally 

underrepresented groups in their country” (Boeren, Mackie, & Riddell, 2019, p. 34) 

We first conducted a literature review on the benefits3 of lifelong learning and identified a basic 

difference depending whether the focus of analysis is on the individual level or whether the 

                                                           

2 The policy trail process is detailed explained in previous reports: Deliverable 2.2. and 
Deliverable 3.2). For detailed information on these programs, see deliverable 3.2. Report on 
European Governance, its influence on adult education markets, and the role of taxonomies and 
indicators (Milana, 2019). This report provides detailed information on the implementation of 
Youth Guarantee in general, and in particular in the countries that make up the ENLIVEN 
consortium. It is also presented in the program Upskilling Pathways. For a general presentation 
of both programs and their objectives the deliverable 2.2 is available (Boeren, Mackie, & Riddell, 
2019). 
3 Following definition of benefits by Schuller (2004a), it implies “an inherently added value-laden 
term” (p.7). In general, the concept of benefit has a positive meaning that differentiates it from 
the more neutral concepts of outcomes or effects, however there is a conceptual overlapping 
between the words: outcomes or effects. In this report we have chosen to use these terms as 
synonyms. Therefore, also in some sections we will introduce the concept of negative benefits 
that include other types of unwanted results. 
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attention is aimed at analysing social changes (Manninen & Meriläinen, 2014). Drawing on the 

social benefits theory of lifelong learning (Schuller, 2004b), to accomplish the task 1.3., in the 

first chapter we propose a four-dimension typology as an analytical tool to account for variations 

for vulnerable young people after the implementation of the two aforementioned European 

programs (Youth guarantee and Upskilling pathways). Two approaches have been established 

to underpin the work carried out in this report:  

 At a societal level, we aimed to explore which institutional settings are more likely to show 

benefits related to learning. Based on secondary data analysis we answer the following 

research question: In relation to the different dimensions of vulnerability, how do the 

countries differ according their developments in this regard, relative to other countries? This 

will represent a context that surrounds the young adults in vulnerable contexts before and 

after their completion of the adult education program either within Youth Guarantee or 

Upskilling pathways. 

 At an individual level we aimed to uncover which adult learning contexts would enable the 

most positive outcomes for the learners in vulnerable contexts. We developed a qualitative 

content analysis of the 20 national reports produced by National teams to answer the 

following questions: How do the different stakeholders interpret the outcomes of 

participating in lifelong learning programmes aimed at young people who are considered 

vulnerable as a result of their difficulties in accessing the labour market? Which pedagogical 

strategies underpinned the education processes? 

At national level, we sought to explore the situation of young people in relation to different 

dimensions of vulnerability (empowerment, employability, social relations and active 

citizenship) in Europe and Australia4.  Building on the knowledge derived from previous project 

reports in ENLIVEN (Boeren, Mackie, & Riddell, 2019; Milana, 2019; Maiztegui &Roosalu 2019), 

and the typology developed by Roosma and Saar (2017) an analytical tool was used to take into 

account an additional feature at country level. Within each selected country we analysed how 

institutional factors affect the development of the benefits. Our objective was to contrast the 

evolution of these areas of vulnerability during two points in time. The first period examined 

was 2012-14, prior to the implementation of the two programs chosen by the ENLIVEN policy 

trail, Youth Guarantee and Upskilling Pathways. The second point in time (2017) allowed for an 

examination of the latest updated data available. On this occasion, a general overview of the 

four dimensions of vulnerability in the different countries is offered through an analysis of 

secondary data. The data were retrieved from official European Institutions (EUROSTAT, 

EUROBAROMETER and OECD) and from the Australian Bureau of Statistics. 

Thus, at the individual level, we wanted to understand the voice of the key people in the case 

studies (practitioners, participants and policy makers) through in depth interviews about the 

benefits derived from the implementation of two of the main projects that the EU has developed 

to overcome vulnerability: Youth Guarantee and Upskilling Pathways. 

In summary, we combine in a complementary way (Hammond, 2005) two perspectives, 

quantitative and qualitative, to study the benefits of adult education programmes for young 

                                                           

 
4 Although Australia has a different context to the rest of European ENLIVEN countries we have decided 
to include it as an element of contrast which provided a better understanding of the universality or 
uniqueness of the policy trails as observed in this deliverable for Europe.  
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adults in the context of vulnerability. Through a systematic analysis of each country, the 

quantitative perspective presents a panorama of the different dimensions of vulnerability, while 

the qualitative one brings us closer to the vision of participants in programmes designed to 

overcome this vulnerability among young people, while enabling us to focus on the programme 

characteristics that are likely to bring forth the positive benefits. Such an innovative design of 

case studies within the policy trail approach covering ten countries that represent different 

institutional settings enables contextualised understanding, with the help of the novel indicators 

developed for the quantitative inquiry on the dimensions of vulnerability. 

Conceptual innovations: beyond methodology 

Other studies have recently explored the questions on mechanisms that we are interested in 

here, most notably the EDUMAP project (Endrizzi and Schmidt-Behlau, 2019). We take the 

opportunity here to refer to the conceptual innovation that our analysis brings to this line of 

inquiry, on top of the methodological aspects discussed above that included adopting a policy 

trails approach and accounting for the important diversity of institutional settings that is 

expressed in the country context typology. 

The EDUMAP research team set out to explore what kind of information is needed for policy-

makers, educational authorities and adult education practitioners in order to increase their 

ability to design or shape adult education policies and programmes so that they respond to the 

needs of vulnerable young adults, facing conceptual, accessibility, and methodological 

challenges similar to the ones we confronted. EDUMAP adopted the perspective that 

vulnerability could be considered as forming part of the human condition, potentially affecting 

every individual uniquely, based on his or her personal and social situation, and decided rather 

to define "vulnerability" in relation to a restriction of people’s choices and capabilities, thus 

applying the label of "disadvantaged". In our understanding, rather than relaxing the feared 

stigmatisation, this likely labels certain groups as disadvantaged without acknowledging the 

variety of dimensions on which individuals could be advantaged or disadvantaged, avoiding the 

possibility to acknowledge, explore, rely on and build the existing resources. We suggest the 

application of a more fluid concept of vulnerability in the ways we have outlined in this paper. 

In D1.1 we saw that in most policy proposals on LLL, dimensions of vulnerability are combined - 

an individual can be simultaneously disadvantaged according to one, but not disadvantaged 

according to the other dimension, thus falling out of the target group to be addressed by the 

policies. Such understanding is suggested also by the conceptual approaches to individual level 

intersectionalities, whereby the cumulation of advantageous dimensions can determine the 

level of one's disadvantage, and the cumulation of advantages (as well as disadvantages) can 

occur over the lifecourse. Whilst the task for interventions (such as LLL) could be to compensate 

for one's disadvantage by developing advantages, the core idea of vulnerability is that it is not 

advisable to see it as a tool facilitating planning in favour of a specific group - but rather to see 

that LLL as a tool should be utilised in a way that is useful for anyone, should they find 

themselves in a vulnerable position, even if only in relation to age, an inevitable vulnerability 

across the lifecourse. 

EDUMAP team defined active participatory citizenship in relation to three dimensions: the 

political-legal dimension, the socio-cultural dimension and the economic dimension (the 

latter relating to the development of all types of employability skills and knowledge about rights 

and available support, focusing on the job sector). In our research, a broader distinction was 

made: our "social and civic engagement" dimension with its emphasis on social capital is 
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comparable to the "socio-cultural dimension" in EDUMAP project, but incorporates in it aspects 

from the 'political-legal dimension'. On the other hand, our "employability" dimension with its 

focus on human capital is a sibling to EDUMAP’s "economic dimension". However, where the 

EDUMAP project sets out to discuss the 'political-legal dimension' of active citizenship, we 

conceptualise this rather in the framework of identity capital and see it as interlinking the 

personal skills related to agency and empowerment. We thus incorporate, in these dimensions 

the concept of resilience, introduced in EDUMAP as a separate 'function' or characteristic 

outside of these. Conversely we argue that developing resilience is key to everyone, and not 

only people in a vulnerable position, while also acknowledging that, for instance, a grim labour 

market outlook also affect the promise of employability cannot be realised. 

To examine the effectiveness, achievements and shortcomings of educational initiatives in 

enabling learners to participate in social, political and economic life, the EDUMAP team paid 

special attention to communicative ecologies in order to understand how young adults in a 

specific situation of risk are accessing general information about adult education. The 

importance of the communicative aspect has been outlined earlier in project LLL2010 where the 

model of ARCS was applied in the context of adult education, pointing to the fact that as a 

precondition for engaging in adult learning, the learning proposal has to grab the potential 

learner's attention (A), has to be regarded by the learner as relevant for them in their specific 

situation (R), has to provide confidence in being able to follow and complete it (C), and has to 

predict satisfaction in the learning process as well as in its outcomes (S). If the learning proposal 

does not survive any of the first, it will not be able to conclude with a successful learning episode 

for the adult learner. So it is certainly the first ones, attention and relevance, that most direct 

the selectivity into adult learning programmes, while a certain sense of confidence is also crucial. 

However, it is the contents of the learning provision and the experience of the learning context 

that will most directly shape the benefits experienced by the learner.  

The  EDUMAP research indeed found that adopting a learner-centred approach proved to have 

a noticeable impact and to be more effective in responding to young people's needs and 

supporting them to practice active participatory citizenship. For this, they find a network of 

supportive services, be they integrated into or external to the educational practices, adds to the 

impact of adult education helping the learners to cope better with the difficult situations that 

they are facing. In turn, this suggests professional teams involved in adult education should be 

multi-disciplinary, while a set of soft skills  [of adult education practitioners] makes the 

difference [for adult learners], especially empathy, listening and communication skills, positive 

attitude, flexibility and previous experience in the sector can enhance impact and outcomes. 

Thus, it appears from the EDUMAP research that adult education practitioners, their identities, 

skills, experiences, and daily practices are at the core when considering the benefits from the 

learning programmes. In ENLIVEN WP1 research, the characteristics of the learning programmes 

that would drive more beneficial learning experiences also focused on  pedagogical practices , 

especially recognising activities such as workshops; work placements; and connections with 

other stakeholders (such as employees, local municipalities etc) to be most fruitful, and 

highlighting the teaching styles that would enable treatment with respect, encouragement 

of teamwork, support and mentoring schemes, mechanisms for flexibility and tailored 

approaches. Appreciating the importance of those features places additional responsibility for 

the programme coordinators and learning providers to allow adult education practitioners to 

develop those competences as well as having enough space in their work schedules to apply 

them. 
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Structure of the report 

The report is structured around four chapters. 

The first chapter, “Benefits of lifelong learning programs through the lens of vulnerability: 

towards an analytical model”, provides an overview of the state of play in relation to lifelong 

learning benefits and the theoretical framework that underlies this report. It is divided into four 

sections. The first corresponds to the concept of vulnerability, the vulnerability model used with 

reference to analysis in report D1.1. which is the starting point for this report. The second and 

fourth section presents a literature review of previous studies on the benefits of lifelong learning 

programs and the methodological challenges. Finally, it concludes with the presentation of the 

analytical model for lifelong learning programme’s benefits through the lens of vulnerability. 

The main concepts included in this model - empowerment, employability, social participation 

and civic and political participation - served as a reference for the identification of the variables 

used in the quantitative vulnerability analysis (chapter 3) and for the elaboration of the 

categories of analysis of content carried out with the ENLIVEN national reports on policy trails 

by the different national teams (chapter 4).  

The second chapter, “Societal Level Analysis: the quantitative approach”, explores the situation 

of young people across different dimensions of vulnerability (empowerment, employability, 

social relations and active citizenship) in Europe and Australia. Based on the analysis of 

secondary data it compares the evolution of the dimensions of vulnerability of the youth 

population (17/29 years) in Europe and Australia. The chapter includes a methodological 

description of the process followed for the creation of the macro-indicators from the data 

available in the international databases.  

Based on the policy trail system developed by workpackages 1, 2 and 3, the third chapter, 

“Individual level: the qualitative approach”, offers a content analysis of the 20 cases selected by 

ENLIVEN's national teams. The chapter uncovers which adult learning contexts enable the 

positive outcomes for the learners in vulnerable contexts. Finally, the conclusions of the report 

are presented in chapter 4.  

References 

Boeren, E., Mackie, A., & Riddell, S. (2019). Deliverable 2.2. Barriers and enablers of 
participation in different types of provision by young low-qualified adults. Project 
ENLIVEN. 

Castel, R. (2000). The Roads to Disaffiliation: Insecure Work and Vulnerable Relationships. 
International Journal of Urban and Regional Research, 24 (3), 519-535. 

Castel, R. (2014). Los riesgos de exclusion social en un contexto de incertidumbre [The risks of 
social exclusion in a context of uncertainty]. Revista Internacional de Sociología (RIS), 
72 (1), 15-24. 

Chevalier, T. (2018). Social citizenship of youth people in Europe: A comparative institutional 
analysis. Journal of Comparative Policy Analysis: Research and Practice, 20 (3), 304-
323. 

De Greef, M., Segers, M., & Verté, D. (2012). Understanding the effects of training programs 
for vulnerable adults on social inclusion as part of continuing education. Studies in 
Continuing Education, 34 (3), 357-380. 



18 
 

Endrizzi, F. and Schmidt-Behlau, B. (2019) How to study the impact of adult education: The 
EduMAP example. In  Adult Education and Development: Role and Impact of Adult 
Education. DVV International. No 85, 2018 p 84-89 https://www.dvv-
international.de/fileadmin/files/Inhalte_Bilder_und_Dokumente/Microsite_AED/Ausg
abe_85/AED-85_EN_150dpi.pdf  

Hammond, C. (2005). The Wider Benefits of Adult Learning: An Illustration of the Advantages 
of Multi‐method Research. International Journal of Social Research Methodology, 8 (3), 
239-255. 

Holford, J. (2018). ENLIVEN research and vulnerability. Internal Report. 

Holford, J., & McKenzie, L. (2013). Analysing Lifelong Learning Policy in Europe through policy 
trails. International Conference on Public Policy,. Grenoble. 

Holloway, E., Rickwood, D., Rehm, I., Meyer, D., Griffiths, S., & Telford, N. (2018). Non-
participation in education, employment, and training among young people accessing 
youth mental health services: demographic and clinical correlates. Advances in Mental 
Health, 16 (1), 19-32, doi: 10.1080/18387357.2017.1342553. 

Maiztegui-Oñate, C., & Roosalu, T. (2019). Deliverable 1.1. Report on utilisation of lifelong 
learning policies and funding schemes promoting social and economic inclusion of 
vulnerable groups in EU and Australia. ENLIVEN. 

Milana, M., & (eds). (2019). Deliverable 3.2. Report on European governance, its influence on 
adult education markets, and the role of taxonomies and indicator. Project ENLIVEN. 

Motschilnig, R. (2012). Wider Benefits of Adult Education-An inventory of Existing Studies and 
Research. VHS.DVV International , 78. 

Rasmussen, P. (2014). Adult learning policy in the European Commission. En M. Milana, (eds), 
Adult Education Policy and the European Union Theoretical and Methodological 
Perspectives (17-34). Rotterdam: Sense Publishers. 

Roosma, E., & Saar, E. (2017). Adults who do not want to participate in learning: a cross-
national European analysis of their perceived barriers. International Journal of Lifelong 
Education, 36 (3), 254-277. 

Rüber, I. E., Rees, S., & Schmidt-Hertha, B. (2018). Lifelong learning – lifelong returns? A new 
theoretical framework for the analysis of civic returns on adult learning. International 
Review of Education, 64, 543–562. . 

Schuller, T. (2004b). Three Capitals. A framework. En T. Schuller, J. Preston, , C. Hammond, , A. 
Brasset-Grundy, & J. Bynner, The Benefits of Learning. The impact of education on 
health, family life and social capital (págs. 12-30). London: Routledge.Falmer. 

Schuller, T. (2007). Understanding the social outcomes of learning. Second OECD World Forum 
on Statistics, Knowledge and Policy. Istanbul. 

Silver, H. (2015). The Contexts of Social Inclusion. United Nations. DESA Working Paper No. 
144. 

Zimmerman, A. (2017). Social vulnerability as an Analytical Perspective. 
https://www.population-europe.eu/: Discussion Paper 04. Population Europe 
Discussion Papers. 



19 
 

1 BENEFITS OF LIFELONG LEARNING PROGRAMES THROUGH 

THE LENSE OF VULNERABILITY: TOWARDS AN ANALYTICAL 

MODEL  
By Concepción Maiztegui (UD) and Alvaro Moro (UD). 

Introductory note 

Lifelong learning is recognised as an important tool for social inclusion in the context of 

vulnerability, and this is reflected in European lifelong learning policies, at EU level as well as at 

the national level across countries, as highlighted in ENLIVEN report D1.1. (Maiztegui & Roosalu 

2019). The aim of this chapter is to review earlier research to construct a novel analytical model 

to enable an exploration of the benefits of lifelong learning programmes through the lens of 

vulnerability. 

Analysis presented in ENLIVEN report 4.1. part II  even shows that accessibility to lifelong 

learning has a direct connection to economic growth in the given region: as limited and unequal 

access to education and training restricts the possible channels to impact growth, then countries 

that concentrate lifelong learning among the high-educated, limit their full potential for 

economic growth.  

If outcomes from lifelong learning emerge on individual, community, and national level, it is of 

major relevance to see what mechanisms lifelong learning programmes apply to maximise such 

benefits in the context of vulnerability. This chapter thus sets out to review and synthesise the 

main results of previous studies on the benefits of lifelong learning programs, in order to 

elaborate an analytical framework of reference for ENLIVEN policy trails5. In other words, this 

exercise will provide insights on outcomes and factors affecting the development of LLL 

programs, thus contributing to better understanding on what counts as ‘success’ in lifelong 

learning programs, in particular in those programs designed to be successful in more vulnerable 

contexts.  

Divided into five sections, the chapter then begins with explaining the concept of vulnerability, 

a key concept within the ENLIVEN project, specifically referencing the model developed in the 

deliverable 1.1. (Maiztegui-Oñate & Roosalu, 2019). For the current report, vulnerability is 

important context when discussing the possible outcomes of learning programmes.  

The next sections review previous studies on the benefits of lifelong learning, with special 

emphasis on the aspects related to dimensions of vulnerability. Sections two and three examine 

the previous work on benefits and lifelong learning. The second presents a description of the 

general meta-level characteristics of the body of earlier studies referring to the mechanisms for 

outcomes of lifelong learning programmes, introducing research centres, their analytical 

approaches and theoretical frameworks of reference. The third one comments on the main 

results of previous studies. The fourth section is focused on the methodological challenges. 

Preparing to construct the model for the current report, the fourth section outlines the 

complexity of methodological considerations for understanding and measuring the benefits of 

                                                           

5 The framework is presented in the last section of this chapter and the analysis on the chapters two and 
three of this report 1.2.  
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lifelong learning. And the fifth focuses on the crucial characteristics of the educational processes 

related to the successful programs.  

Carefully considering the contributions by the earlier studies the chapter, then, concludes with 

the presentation of the analytical model for lifelong learning programme’s benefits through the 

lens of vulnerability. This analytical model implies an adaptation of the dimensions of 

vulnerability identified in report D1.1. in relation to the possible benefits that would allow 

improvements in these dimensions and, consequently, reduce levels of vulnerability. The main 

concepts included in this model - empowerment, employability, social participation and civic 

and political participation - served as a reference for the identification of the variables used in 

the quantitative vulnerability analysis (chapter 3) and for the elaboration of the categories of 

analysis of content carried out with the ENLIVEN national reports on policy trails by the different 

national teams (chapter 4).  

1.1 Vulnerability and lifelong learning: the point of departure 

Built upon an earlier review of pre-existing reports conducted within the ENLIVEN project 

(Holford, 2018), report D1.1. developed a dynamic model of vulnerability (Maiztegui & Roosalu, 

2019). It was then applied as an analytical framework for the analysis of EU and national lifelong 

learning policies and social funds.  

The model sees vulnerability as a relative term related to an internal or external risk situation, 

the consequences of which may affect the individual or the community of which he or she is a 

part (Zimmerman, 2017). Therefore, social and personal conditions determine the ability to face 

contingencies and avoid potential threats throughout the life cycle (Spini, Bernardi, & Oris, 

2017). Consequently, people with uncertain access to basic resources are among the most 

vulnerable to social exclusion. The Enliven report on Vulnerability (Holford, 2018) is grounded in 

the following  definition. Those in vulnerable contexts:  

experience a higher risk of poverty and social exclusion than the general population. 

Ethnic minorities, migrants, disabled people, the homeless, those struggling with 

substance abuse, isolated elderly people and children often face difficulties that can lead 

to further social exclusion, such as low levels of education, unemployment or 

underemployment (Di Nardo, Cortese & McAnaney, 2010, p. 5). 

Based on Castel's proposal that considered vulnerability as a dynamic condition characterized 

as a transition space between social inclusion and exclusion, the report D1.1. model included 

two dimensions of vulnerability identified by the author: employment and social relations 

(Castel, 1995, 2000, 2014). The intersection of the two dimensions (labour market and social 

links) in an axis of coordinates establishes different zones in the social space, from integration 

(with good relations and stable work) to exclusion (characterized by absence of work and social 

isolation). Vulnerability in these axes would be characterised by the fragility of both social 

relations and the situation in the labour market. Currently, Castel (2016) pointed out that the 

massive problem is rather one of precariousness, characterized by the proliferation of 

individuals or groups who lack enough resources to guarantee their economic and social 

independence. It is these groups that may ultimately fall into what he calls social exclusion. 

 

In report D1.1. a third dimension was added to characterize vulnerability, the political and 

cultural dimension related to social participation (cultural and leisure activities) civic 
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(volunteering) and political (voting and political participation). This dimension, considered by 

Silver (2015) as an ability to participate in collective decisions, has a strong anchorage in the 

lifelong learning objectives defined by the EU (Mikelatou & Arvanitis, 2018). Taken as a whole, 

the model (see figure 1 below) identified cumulative dimensions which provide an overarching 

view of the potential areas of participation (economic, social and political-civil) of the citizenry 

(Benedicto, 2016).  

Figure 1. A dynamic model of vulnerability for ENLIVEN 

 

Source: Maiztegui-Oñate & Roosalu (2019, p.22) 

As figure 1 shows, together with the three dimensions, the model included the factors or 

motives that affected the vulnerability situation of individuals in society. These factors were 

divided into two broad groups: individual and social factors, the latter to be seen at both macro 

and meso level. In this way, interrelated individual and structural factors were included in a 

dynamic system that affects the individual by passing through social structures where 

educational, social and political activities are carried out throughout life. 

Depending on the resources and possibilities found in this critical process, peoples’ situation can 

lead to a process in which fragility can take root in precariousness, as Castel (2014) said, 

descending either towards exclusion or advancing towards inclusion. Based on the 

aforementioned description, the main characteristics of the model would be the following 

(figure 1): 

▪ A Multifactor approach 
▪ A Life course approach 
▪ A Contextual approach 

The current report D1.2. is about the possible outcomes of lifelong learning and how they 

impinge on different dimensions of vulnerability. For many young people these intersecting 

dimensions come in the form of inadequate opportunities for engagement with the labour 

market (Milana, 2019). 

From the frame of reference that was used in the analysis of vulnerable groups in European and 

national LLL policies (Maiztegui & Roosalu, 2019), this report advances in the identification and 

analysis of the implementation of LLL programmes from the ENLIVEN policy trail.  
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1.2 Earlier studies on benefits of lifelong learning programmes: general 

overview 

This section offers a general overview of the literature on lifelong learning benefits, before going 

on to analyse those benefits. It enables researchers to trace the most prevalent approaches to 

investigate lifelong learning programs, including the broad societal factors affecting it, as well as 

individual dimension of participant. The aim is to offer a first general impression of the state of 

the art based on three questions: who has researched this topic? From what perspectives (type 

of education, individual or social approach)? What are the theoretical frameworks of reference? 

1.2.1 Research centres and Researchers  

Studies on the benefits of lifelong learning already have a certain history and have generated an 

interesting body of knowledge (Field, 2009a). The Centre for Research on the Wider Benefits of 

Learning6 (WBL) was a pioneering centre for research on the benefits of learning which operated 

between 1994 and 2004. From that point until 2010 work in this area continued at the Institute 

of Education in London. It can be said that both were the institutions with the most experience 

in this area of lifelong learning research (Kil, Motschilnig, & Thöne_Geyer, 2013). WBL’s research 

explored the effects of learning in different areas, in terms of short-term outcomes, such as 

salaries (REF). It also looked at the effects of learning in terms of individual well-being, family 

dynamics and community cohesion (REF). The interdisciplinary publications edited attracted 

international interest and have inspired subsequent international projects in which several of 

the referenced authors have been incorporated.  

The theme of the benefits of education has been key for other institutions like the Centre for 

Educational Research and Innovation CERI7 at the OECD. CERI has been interested in exploring 

the relationships between education and other areas, as well as seeking empirical evidence. 

They carried out a reference project in this area: the Social Outcomes of Learning (SOL) project 

in 2005 (Desjardins & Schuller, 2006). Focused on the domains of health and civic and social 

engagement, one of the main goals of the SOL project was to develop frameworks for analysing 

the links between education and social outcomes (Schuller, 2007). It is considered as a “major 

institutional effort to inform thinking across several sectors on the nature of the links between 

learning and well-being in a broad sense” (Vera-Toscano, Rodrigues, & Costa, 2017, p. 219) 

Among the researchers, one of the pioneering works on social benefits was published by Mac 

Mahon (1998). Aware that the ability to finance lifelong learning processes depends on the 

ability to identify and measure their social returns, Mac Mahon (1998) proposed including the 

non-monetary social benefits of education, with an economistic approach, (using the terms of 

externalities or marginal products to refer to non-economic outcomes), he estimated a cost-

benefit model to establish the effectiveness of educational proposals. More recently, Takashi 

Yamashita's studies have made it possible to analyse the beneficial effects on life satisfaction 

associated with additional participation in organised adult education programmes (Yamashita, 

López, Stevens and Keene, 2017).  

It is necessary to point out the relevant work developed by Jyri Manninen (University of Eastern 

Finland) in Finland and later in collaboration with other international researchers with whom he 

                                                           

6 For further information see the web side:  https://iris.ucl.ac.uk/iris/browse/researchActivity/13847 
7 For more information see CERI: http://www.oecd.org/education/ceri/ 

https://iris.ucl.ac.uk/iris/browse/researchActivity/13847
http://www.oecd.org/education/ceri/
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has participated in the BeLL project (Motschilnig, 2012). Funded by the European Commission 

within the Lifelong Learning Programme, BeLL aimed to “investigate the individual and social 

benefits perceived by adult learners who participated in liberal adult education courses” 

(Manninen & Meriläinen, 2014).  

Non-formal education and community action is another line of research with an important 

tradition. In this sense it is worth highlighting the work of different teams that have focused on 

the analysis and theorization of the results of non formal educational projects in the young 

population. With antecedents inherited from the principles of emancipatory education linked to 

the history of adult education (Barros, 2012), this approach is grounded in the social theory of 

youth empowerment and collective efforts to create socio-political change (Jennings, Parra-

Medina, Hilfinger Messias and McLoughlin, 2006; Soler Masó, Trilla Bernet, Jiménez Morales, & 

Ucar Martínez, 2017).  

 

1.2.2 Research approaches 

The bibliographic review of previous studies makes it possible to identify a basic difference 

depending on the type of object of study, i.e. whether the focus is the analysis of individual 

benefits or whether the attention is aimed at analysing social changes, or changes in society 

(Manninen & Meriläinen, 2014). The former are generally based on statistical data from large 

registers (such as PIACC used by Vera-Toscano, Rodrigues, & Costa, 2017 or Prins, Monnat, 

Clymer and Toso, 2015; the National Child Development Study (NCDS) used as a longitudinal 

data set by the centre WBL, for instance: Feinstein & Hammond, 2004; Feinstein, Budge, 

Vorhaus, & Duckworth, 2008; and the British Household Panel Survey (BHPS) used by Dolan, 

Fujiwara, & Metcalfe 2012). They often use “statistical analysis of correlations between 

aggregate variables such as regional or national level of education and income, employment 

rate, health and social care costs, etc" (Manninen & Meriläinen, 2014, p. 14).  

Another of the major approaches to measuring social participation came from Lelkes (2010) 

where she delved into the need to provide empirical evidence on social participation across 

Europe within the framework of a Eurostat research (Atkinson & Marlier, 2010). Thus, through 

the special module on social participation of EU-SILC 2006 and on the European Social Survey 

2006, it covered the level and intensity of social contacts in 24 of the 27 Member States. These 

different levels were used to contrast differences between countries according to geographical 

location or cultural proximity. 

The latter, individual benefits, are generally investigated based on qualitative analysis of 

personal experience. The findings provide detailed information on particular contexts and 

personal trajectories8. The results of such studies provide a better understanding of the routes 

and mechanisms through which learning can impact on the various benefits (Doan, Fujiwara, & 

Metcalfe, 2012) although some of those studies assess very specific types of lifelong learning in 

very specific contexts (Rüber, Rees, & Schmidt-Hertha, 2018). 

                                                           

8 For more information, among others can be consulted publications based on biographical interviews 
conducted by CERI, Schuller et al (2004); or the papers by De Greef, Verté, & Segers, 2012b; Hammond, 
2004; Parreira do Amaral & Zelinka, 2019; Souto-Otero, 2017; Stenfors-Hayes, Griffiths, & Ogunleye, 2008; 
Vandekinderen, Roets, Van Keer, & Roose, 2018: all of them with participants; Hammond and Feinstein, 
(2006) based on discussion groups with practitioners). 
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Despite differences in approaches and methodologies, there is a deep relationship between the 

two levels  - societal and individual - as the SOL project explained below: 

individual and social factors are constantly in dynamic interaction, with smaller 

community-level organisation and agencies also impacted on from above and below by 

this dynamic flux as well as acting as an additional level of agency and structure in this 

multi-level system, with implications for health (Feinstein, Sabates, Anderson, 

Sorhaindo and Hammond, 2006. p. 185.) 

Figure 2 identifies three levels, the individual (micro), meso (family and community) and the 

macro or national level. At each level different outcomes are identified, so the individual level 

refers to behavioural changes related to health and identity; at the meso level social 

relationships and neighbourhood changes are classified, while the macro level includes more 

abstract concepts such as social cohesion, inequality, and so on. This figure introduces the 

different results depending on the possible benefits for the satisfactory life of people and for 

the functioning of society detailed by Gilomen (in OECD, 2007).  

Figure 2. Dimensions and level of well being  

 

Source: adapted from OECD (2007, p. 42) 

When discussing the different levels of outcomes of educational processes, scientific evidence 

points to the advantages of combining quantitative and qualitative methods. From one of the 

projects developed by WBL, Hammond (2005) explains how different facets were approached 

using both methodologies. In this case, most were designed and carried out separately, and 

combined only in the interpretation phase of the results. She therefore called it a multi-method 

research project rather than a mixed one. The qualitative research project included 145 

individual biographical interviews on lifelong learning (an overview of the entire project can be 

found in Schuller et al. 2004). The aim of the quantitative phase was to address those research 

questions that were not (and could not have been) addressed in the qualitative project. 

Therefore, it was developed after the analysis of the qualitative data. Its aim “was to investigate 

whether and to what extent participation in adult learning produced wider benefits” 

(Hammond, 2005, p. 243). 
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Other projects, such as the BeLL project, also considered both aspects. For this purpose, they 

used qualitative and quantitative data. On the basis of previous work carried out from the centre 

on the "Wider benefits of learning", the authors stated that throughout the project the concept 

of lifelong learning was operationalized and expanded to cover the full range of lifelong learning 

activities, including those of a liberal nature, that is to say, those voluntary non-formal and non-

vocational activities. As an information-gathering technique this project had a questionnaire 

with open questions (8,646 respondents) aimed at people participating in liberal adult education 

in 10 European countries and (Manninen & Meriläinen, 2014).  

In the Netherlands, the study developed by the team De Greef, Verté and Segers, aimed to 

contribute to the development of knowledge about training programs to enhance the social 

inclusion of vulnerable adults (De Greef, Verté, & Segers, 2012, 2014). They developed a pre 

(787 responders) and post (515 responders) program questionnaire to identify outcomes in 

terms of social inclusion among vulnerable adults and to explore the relationship between the 

learning environment and social inclusion among vulnerable adults. The survey was completed 

with a phenomenological study with a sample of 32 participants. The work offers a classification 

of the benefits organized in two axes of coordinates (Functional/emotional and 

individual/environment) that will be used later in this report to analyse the results. 

These projects are costly in terms of personal resources and time. For this reason, most of them 

are the result of international research consortia and/or institutes with a stable track record. 

They also require a coordination of objectives and tasks to establish joint work.  

Another aspect to bear in mind when reviewing the literature is the disparity of approaches 

according to the different levels of education they examine. Lifelong learning is an extensive 

concept that includes a complex range of levels. It is not limited to the development of formal 

competences and qualifications, but also includes apprenticeship and on-the-job training 

(Jackson, 2003). Some of the reference documents about outcomes contemplated a broad vision 

of education that incorporated different types and levels. For example the SOL study carried out 

by the OECD in order to establish models of cases was based on the concept of civic engagement 

and health outcomes derived form participation in all type of educational levels, including adult 

education (Desjardins & Schuller, 2006), while others were based on specific groups at differing 

educational stages, for instance Hammond & Feinstein (2006) analysed two generations in the 

UK. Hammond focused on people who achieve a NVQ2 level whilst Manninen & Meriläinen 

examined learning within non-vocational education in adult life (Manninen & Meriläinen, 2014).  

In relation to lifelong learning, the variety and disparity of target groups is another of the 

outstanding characteristics: encompassing mentally ill people (Stenfors-Hayes, Griffiths, & 

Ogunleye, 2008); people at risk (Tett, Hall, Maclachlan, Thorpe, & Edwards, 2006); young people 

at risk of exclusion (De Greef, Verté and Segers, 2012a, 2012b; Parreira do Amaral & Zelinka, 

2019; te Riele, Wilson, Wallace, & McGinty, 2017; Toiviainen, Kersh, & Hyytiä, 2019); elderly 

learners (Yamashita, López, Stevens, & Keene, 2017), among others.  

Finally, the bibliographic review allowed for the identification of recent studies that analysed 

previous empirical studies, both from the point of view of the results and the methodological 

processes carried out. In the UK, Dolan, Fujiwara and Metcalfe (2012) classified the literature 

(2008-2012) on the impacts of adult learning according to the rigour of establishing causality . 

Using an adaptation of an established scale (Maryland Scale) they highlighted the need for more 

quantitative reseach into the impact of adult learning on non economic benefits. This approach 

offers an interesting type of research that, without becoming a meta-analysis, presents an in-
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depth analysis about the main results but also contrasts previous research and can go further by 

allowing theoretical and methodological proposals. (Kil, Motschilnig, & Thöne_Geyer, 2013; 

Rüber, Rees, & Schmidt-Hertha, 2018; te Riele, Wilson, Wallace, & McGinty, 2017). Although 

these projects use the same concepts, causality relationships are established differently due to 

the analytical framework.  

1.2.3 Theoretical frameworks identified in the literature reviewed  

Reviewing the literature on the subject, one more revealing aspect is the theoretical frame of 

reference that underpins the approaches of the reviewed studies. The concept of social capital 

is one of the main frameworks used to understand the results of educational interventions 

(Rüber, Rees and Schmidt-Hertha, 2018; Souto-Otero, 2017).  

Figure 3. Conceptualisation of the wider benefits of learning 

Source: Schuller (2004b, p. 13)  

Based on the model (see figure 3) developed by the Centre for research on Wider Benefits of 

Learning (Schuller, Preston, Hammond, Brassett-Grundy, & Bynner, 2004), those studies assume 

that lifelong learning participation enhances three different types of capital related to three 

poles in intersection: the economic, the political  and the psychological:   

- Human capital, economic pole, related to know how and skills and requires 
qualifications in order for an individual to be an active participant in the labour market. 

- Social capital or the political pole, is based on the relationships and networks of social 
relations. Tom Schuller (2004, p. 17) highlights that the main criticisms of social capital 
resemble those of human capital. It is attributed with a certain neo-classical economic 
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bias, and has been criticized as holding normative positions, which would support well-
intentioned but superficial notions of community and cohesion (Blaxter and Hughes 
2000 in Schuller, 2004b, p. 17). 

- Identity capital, the psychological pole, related to individual characteristics (such as 
personal control or mental well-being) which define the self-image.  
 

The elements in the triangle (figure 3) are considered capabilities where their “absence deprived 

a person of the opportunity to accumulate the assets from which the benefits in turn flow” 

(Schuller, 2004b, p. 13). Schuller is inspired by the definition of Amartya Sen, widely used in LLL, 

with a very broad view of the term capacity, which incorporates personal benefits and their 

impact on family and community life. Further, the three kinds of capital interact which makes it 

difficult to establish the causal relationship between them. The design of this model allowed for 

two types of analysis to be carried out. As Schuller (2004b) explained:  

One was to identify a certain number of results, and to trace the pathways that can 

range from various forms of learning to these various types of outcomes. In particular in 

their relationship to health, family life and social capital (…) Second, then, the model 

allows us to investigate the interactions between the different outcomes. For example, 

we can make some assessment of how self-esteem and civic participation are 

interrelated as joint outcomes. Someone may take part in a course completely unrelated 

to the civic sphere, but through it gain sufficiently in self-confidence to take part in a 

local tenants’ group (Schuller, 2004b, p. 13-14). 

The three types of capital are based on the model presented in different projects, for instance 

the SOL project, where one of its directors is Schuller himself (Desjardin & Schuller, 2006) or the 

BeLL one. Among the objectives of the OECDE SOL project was to develop complex explanatory 

models that took into account the interactions of lifelong learning on economic and non-

economic outcomes. Figure 4 presents an outline of the relationship of the different forms of 

lifelong learning in an interactive and dynamic process that advances from social capital models.  

On the left of the figure 4 are the forms of learning (at work, in social life, in the family or adult 

education). All of them favour the development of different competences that will give rise to 

different types of economic and social outcomes. At the same time, these outcomes will 

influence further learning. The OECD project states that these relationships between learning, 

competence formation, and the impact of learning described are not static. On the contrary, 

dynamism comes from the reciprocal interaction between variables. However, they 

acknowledge that empirically, little is known about how the cumulative and interactive impacts 

of multiple learning contexts (lifelong learning) act throughout the life cycle (figure 4). 

Figure 4.The key relationships among learning, competence, capital formation, and the impact 

of learning on economy and society  
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Source: OECD (2007, p.37). 

Human capital and social capital appear as global contextual variables. In this case, social capital 

combines social networks and participation. 

1.3 Earlier studies: empirical evidence of benefits of LLL programmes 

The literature review allows for the identification of a considerable number of outcomes in 

different domains (Vera-Toscano, Rodrigues, & Costa, 2017). Hammond (2005) explained this 

state of affairs as follows:  

it is unusually broad because the wider benefits of lifelong learning encompass many 

subject areas, and can be considered from various perspectives, e.g. psychology, 

sociology, social policy, economics and education (Hammond, 2005, p. 241). 

There are also different classifications for organising the numerous benefits attributed to 

lifelong learning. For instance, after examining the literature, Laal (2012 ) organized the many 

benefits around three main themes: a) adaptation to change (related to mental acuteness, 

taking on new challenges); b) better job opportunities that enable people to enter the world of 

work or improve wages; and c) and enriching and stimulating satisfaction in  life. 

ENLIVEN report 2.2. (Boeren, Mackie, & Riddell, 2019) distinguished between different types of 

benefits of learning along two main dimensions (figure 5). The first one is the individual versus 

societal dimension and the second the economic versus non-economic dimensions. It identified 

two dimensions at every level (individual and societal): economic benefits and non-economic. 

They interact with each other, so that certain types of economic devices not only provide more 

economic resources but can improve self-esteem, confidence or social relationships. So-called 

"soft" personal skills, such as self-regulation, behaviour management, as well as communication 

skills, are developed in educational settings (Feinstein, Budge, Vorhaus, & Duckworth, 2008). 
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Figure 5. Benefits of lifelong learning.  

 

Source: Boeren, Mackie, & Riddell (2019. p. 13); OECD (2007, p. 42) 

Here the focus of report D1.2. is on the relationship between the benefits of lifelong learning 

and overcoming vulnerability, as overcoming vulnerability means becoming independent, that 

is entering in the labour market and participating in social, political and cultural life (De Greef, 

Verté, & Segers, 2012). Therefore, the planned axes for organizing the main outcomes found in 

previous research are: 

1. Employability 
2. Social participation 
3. Active citizenship 

 

The review of literature on lifelong learning outcomes highlights the personal dimensions 

related to social well-being and empowerment, and for this reason the following have been 

included. The next section presents the main results on these four issues. For ENLIVEN and in 

particular for this report D1.2. it is important to point out that the research refers to the 

experience of the groups considered to be the most vulnerable (above all, people with the 

lowest level of education) who seem to be more permeable to the possible changes derived 

from participation, either in some personal aspects such as personal well-being (Field, 2009a, 

2009b) or in a set of changes that affect both the protagonists and their immediate environment 

(family, environment, community) Benefits of Lifelong Learning - BeLL, 2014). 

1.3.1 Empowerment and well-being 

Learning is considered a key factor for personal empowerment (Preston & Hammond, 2002, pg. 

22), in the sense that it develops the necessary capacities to enhance the possibilities for a 

person to decide and act consistently on all that affects their own life (Soler Masó, Trilla Bernet, 

Jiménez Morales & Ucar Martínez, 2017).  

Researchers have long been interested in the influence of adult learning on various factors 

related to personal development, such as self-esteem and personal confidence. Field (2012) 

explained that the impact of adult education on personal development is one of the most 

frequently mentioned topics in the literature. A considerable body of research has explored the 
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role that education plays in relation to health, and especially to mental health and psychological 

well-being that for learners means the sense of being able to take charge of one’s own life. The 

reason behind this finding is probably the relationship between the students’s self concept and 

attitude to learning: “persons with a positive self-image are also more resistant to failure and 

have a chance to be self-directed learners”. (Schuller, et al. 2002, p.80). Field (2009b) argued 

that it seems to be a relationship between empowerment and lifelong learning partly mediated 

by a change in attitudes and behaviours and partly directly related to the development of skills, 

especially non-cognitive and personal confidence.  

In this sense, Hammond and Feinstein (2006) found that people involved in adult learning 

achieve positive changes in well-being, optimism and effectiveness (perceived control over 

important factors) and self-evaluated health (perceived control over important factors). 

Although the level of associations is not statistically very large, they consider that they are 

relevant because the probabilities of a transformed well-being are between D1.2 and 1.3 times 

greater for those who were engaged in learning programs. Field (2009a, 2009b) also draws 

attention to the fact that this probabilistic relationship does not mean that it affects everyone 

who takes a LLL course.  

Qualitative studies also highlight the role played by adult learning on well being (De Greef, Verté, 

& Segers, 2012b). Preston and Hammond (2002) show how further education (FE) practitioners 

perceive this type of education as particularly important in improving self-esteem, effectiveness 

and promoting social networks. The analysis of the interviews with practitioners reveal that the 

list of benefits perceived by this group is broad and diverse. At the same time, it is noticed that 

“the particular benefits vary from one subject to another, between different groups of 

individuals, and between different types of qualification” (p. 36). When practitioners are asked, 

in general, there is agreement that there is an improvement in students in areas of self-esteem, 

development of social networks and control and management of their lives (Preston & 

Hammond, 2002). 

Although empowerment applies, in principle, to any vulnerable group, it can be said that its 

greatest development has taken place in relation to women. In particular, qualitative work on 

adult women, who have participated in lifelong learning courses, indicates an improvement in 

their self-confidence (Schuller et al., 2002, p. 45). Based on interviewees with women who had 

taken part of the non-formal educative project Network of Empowerment Schools in Bizkaia 

(Spain) (Red de Escuelas de Empoderamiento), the message about personal empowerment 

seems to be getting through as women underline concepts such as awareness raising and 

capacity building (Picaza, Santibáñez, & Maiztegui, 2019). Stromquist (1997, p. 78) stated that 

the reason behind those results may be the previous experiences of subordination that allows 

them to know the problem, even if they do not recognize it at first. 

On the other site, it seems evident that empowerment is not uniform. Another important issue, 

which needs careful attention to understand the process of empowerment as an outcome, is 

the educational perspective of lifelong learning. Through a case study on agricultural sector in 

Kenya, Carr, Balasubramanian, Atieno and Onyango (2018) showed the transformative role 

played by non formal learning in the empowerment process. They argued empowerment is 

achieved through the so-called heutogogical approach, as an educational principle, which 

requires having control over one’s own learning, autonomy and learning maturity. The 

heutagogical approach presents the added challenge of modifying the role of the educator. This 

change is only possible in dynamic contexts, where flexible curricula and collaborative learning 

can be carried out. In short, they should enable students to play an active role in their learning. 
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Along with mental health, the compiled summary of key research findings on the social personal 

benefits of learning, showed that health was a significant predictor of life satisfaction (Feinstein, 

Budge, Vorhaus, & Duckworth, 2008; Yamashita, López, Stevens, & Keene, 2017). For many 

aspects of health these effects may take a very long time to emerge (Desjardins & Schuller, 

2006). Statistics show that, in a broad sense, learning is important at the levels of individual and 

national health. Insofar as the links between learning and health are not causal (Feinstein, 

Budge, Vorhaus, & Duckworth, 2008), the Centre for Research on the Wider Benefits of Learning 

therefore recommends caution when discussing these relationships: 

For example, we still need to identify the extent to which people who are motivated to 

participate__ in adult education are already more likely to have positive trajectories in health 

and well-being- and why, and to what extent, taking courses really contributes to this process 

(Feinstein, Budge, Vorhaus, & Duckworth, 2008, pág. 13) 

With respect to long-term effects, some of the longitudinal works analyzed by Field (2012) 

examined the effects of adult learning on certain factors such as self-efficacy and confidence. In 

this sense, studies report positive benefits for emotional or mental health, although some show 

them to be quite biased (Aldridge and Lavender 2000 in Field, 2012, p. 895). Overall, Field (2012) 

considers that the results of the longitudinal studies analyzed suggest positive direct effects of 

adult learning on well-being. The author asserts that this influence is measurable and the 

evidence is reasonably consistent. Although most quantitative studies suggest that it is 

comparatively small, this does not mean at all that it is trivial. Since policy-makers repeatedly 

find it difficult, and sometimes impossible (as shown by the limited success of public health 

campaigns in many countries) to influence the behaviour of adult citizens, it is very significant 

that adult learning has these positive outcomes, both for individuals and for collective groups in 

general. Of course, these findings are generally at the aggregate level and tend to rest on bodies 

of evidence that take little account of the experiences of people who drop out of school along 

the way, or who are discouraged from enrolling because of poor provider behavior (Field, 2012, 

p. 895). 

In the latter case, it is necessary to mention that empowerment and well-being are the most 

important outcomes of lifelong learning for learners and for their own communities (Field, 

2012). During the educational processes different skills and knowledge are developed that 

prepare students to successfully deal with their lives and become involved in the community.  

1.3.2 Employability 

Most of the literature about lifelong learning benefits is concerned with work-related training 

(Field, 2012), given that employability seems to be a topic of research interest to researchers 

and politicians. In line with theories of human capital (Field, 2009), this approach highlights the 

opportunity scenarios linked to academic outcomes and lifelong learning, in particular among 

young people, offering a frame of reference for the research on the links of education to 

economic outcomes (Desjardins & Schuller, 2006). From this point of view, “human capital has 

been perceived purely as learning, knowledge acquisition, reflective practices, skills, and 

competencies among the participants” (Carr, Balasubramanian, Atieno, & Onyango, 2018, p. 75). 

In research evidence concerning the benefits of education underpinned by this economic vision, 

education is examined on the basis of comparing people's performance in terms of progression 

towards future employment. 

The review of adult learning research shows its influence on income and employability. 

Improving income leads to relatively small gains in well-being for all but the poor, while 
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employability is more significant for lower income groups who are more vulnerable in the labour 

market (Field, 2009a). Based on his bibliographical review, Field noted that “consistent findings 

in the wellbeing literature is that the relationship between income and satisfaction (with work 

as well as with life in general) is a very loose” (p. 178). Moreover, he questioned the idea of 

growth itself as a desirable goal of public policy due to its significance being mainly for those 

who are most exposed to economic insecurity and poverty, and suggested that public support 

for vocationally-oriented learning should be concentrated primarily on these groups. 

Motschilnig (2012) identified three main studies about salary benefits: 

- Feinstein et al (2008) in the UK who found change in income (between 5 and 10% of 
previous income) 

- Similar results were found in Germany by Timmerman (2010). 
- In Australia, vocational course participants improved their salaries by 11%. (OECD, 

2007). 

 

However, the results are not unanimous but can point to nuances and even contradictions, in 

particular with vulnerable groups, or low level educated people. In the UK, involvement in adult 

education and achieving NVQ2 qualification does not seem to translate into wage improvement, 

or at least has an uneven effect between different workers. One of the variables that translates 

into differences is the gender variable as women who obtained qualifications when they were 

inactive in the labour market were much more likely to find gainful employment (Jenkins 2006 

in Field 2012). Many working-class women are trapped in a cycle of low income derived from 

their low-paid and low-class jobs. This situation leads to a bias in lifelong learning practices based 

on instrumentalism and individualism (Jackson, 2003), although repercussions on facets related 

to the social identity of working-class women appear to be some of the broader (apparent) 

benefits of learning for these women. In this case a possible explanation is that women are more 

likely to work in sectors and companies in which this title is valued (NVQ2), but it is necessary to 

bear in mind that all kinds of qualifications tend to have a greater influence on women's salaries 

than those of men (Field, 2012, p. 391).  

One of the ways to look for explanations on this topic, is to extend the axis of analysis of the 

level of studies to a broader vision that incorporates other characteristics related to the labour 

world. The review of the studies on employability highlight that education is an important entry 

factor in the labour market but is not enough. People with a higher level of employability show, 

together with high academic and social skills, a personal perception of their own situation in 

relation to the labour market that determines their feelings and reactions to circumstances 

(Aguilar Rivera, et al, 2012). For this reason, we seek to point out that educational projects, 

beyond improving professional skills, are valued for an improvement in self-esteem and 

personal satisfaction, conditions necessary for people to be involved both in training and to feel 

able and prepared to enter the labour market. 

Broadly, most research on the economic effects of learning suggest that non-traditional routes 

into higher education incur an age penalty, so that people who take a qualification later in life 

gain less of a return than those who take it while young. However, it does not seem to be a direct 

relationship. After researching the longitudinal studies Field (2012) points out the following 

problems: 

those who invest in new skills tend to reap a return in higher wages; however, the nearer 

they are to retirement, the lower the rate of return. Against these, a minority of findings 
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suggests that learning can have a nil effect on wages, or even a negative effect. While it 

is tempting to dismiss these, in fact they might help us understand why human capital 

theory on its own is an insufficient explanation, even where wages are shown to rise 

after learning. The limited benefits from gaining an NVQ2 are probably best explained 

by seeing this qualification as a negative signal in the eyes of many employers, who 

appear to think it indicates low ability rather than the reverse. Conversely, it may be that 

employers value higher qualifications more for their screening effect than because they 

value the specific knowledge and skills that the qualification supposedly embodies: for 

employers, a higher qualification indicates that the holder is potentially capable of 

learning new and complex material. Human capital can take us part of the way, then, 

but it cannot explain all the findings of this new and powerful body of research (Field, 

2012, p. 892). 

In terms of labour market outcomes for young people in 2013, EU Heads of State or Government 

called on the Commission to ‘report in 2016 on the implementation of the ‘Youth Guarantee’ 

and on the operation of the YEI’9. For examining the impact of the implementation of the Youth 

Guarantee an analysis was made of the youth labour market state of play prior to 

implementation of the Youth Guarantee, and how the youth labour market had changed since 

2013 when the first signs of economic recovery emerged. The analysis was presented in greater 

detail in a technical paper, European Commission (2016) 'Analysis of the performance of Youth 

Guarantee in the EU Member States 2013-2015'. This document highlighted the main 

achievements of the Youth Guarantee and Youth Employment Initiative (YEI) since their launch 

in 2013 and draws lessons on how to improve the EU’s and national efforts on deploying national 

Youth Guarantee schemes. This analysis described the evolution of the main labour market 

indicators in the EU for the period 2008-2013 for young people aged 15-24 from the 'Indicator 

Framework for monitoring the implementation of the Youth Guarantee'. Also it took a closer 

look, by Member State, at the evolution of these labour market indicators for the period 2013-

2015. It then identified Member States where improvements have been particularly striking, 

possibly linked to the implementation of the YG Recommendation in these countries. 

1.3.3 Social Relationships 

On figure 3, social relations are one of the vertices of the triangle of the different types of capital 

that groups the possible benefits of lifelong leaning (Schuller, 2004b). This is a recurrent element 

in various studies, for instance one of the main findings of the BeLL research is that liberal adult 

education can generate benefits for society as a whole, since participants in liberal adult 

education activities reported “the impact on their immediate social groups including family, 

workplace and other social networks” (Benefits of Lifelong Learning - BeLL, 2014, p. 9). Field 

(2002) and Schuller (2004b) coincided in pointing out that participation in adult education is 

relevant both to the development of social skills and to the creation of new social networks. 

The emotional satisfaction gained by vulnerable adults in relation to their environment can be 

explained as being about having more or better contact and connection with others (Colley 

1975, Priemus, 2005, Smith 2007, Huisman et al. 2003). Although independence and freedom 

are necessary, individuals also seek intimacy and commitment with each other. From the 

concept of social capital it seems to represent an increase in the so-called “bridging ties”, or 

those links with people coming from other social contexts, be they peers, tutors or teachers. In 

                                                           

9 EUCO 104/2/13. 
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this sense it is related to a change of attitude and a more open perspective that allows a better 

understanding of and relationship with people with different points of view (Kil, Motschilnig & 

Thöne_Geyer, 2013; Motschilnig, 2012). Further, those networks could erode existing previous 

ones and produce some negative effects10 (Field, 2009 in 2012). 

In relation to the effects of participation in adult education, it seems that participation directly 

affects certain factors such as trust, the ability to create social networks or self-confidence. All 

of these factors have an effect on personal well-being (Field, 2009). However, some aspects of 

participation and social development are still unclear. For example, there does not seem to be 

a significant relationship between the average levels of education in a society and its levels of 

trust or tolerance (Feinstein, Budge, Vorhaus, & Duckworth, 2008).  

A study that seeks an understanding of the role of three different types of human capital 

(educational attainment, proficiency in literacy and numeracy) in two dimensions of social 

capital, volunteerism and trust, found that higher levels of skills and education predict higher 

levels of volunteerism and interpersonal trust (Vera-Toscano, Rodrigues and Costa, 2017). From 

the Survey of Adult Skills (PIAAC) the authors found a similar process between countries in 

relation to trust towards institutions. In general, the probability of trust seems to be higher with 

a high level of educational attainment. Furthermore, they revealed important cross-country 

heterogeneity in relation to civic participation. The probability for volunteering is higher for 

highly skilled -low -educated individuals in countries such as Czech Republic, Denmark, Finland, 

the Netherlands, Sweden, UK and Germany. Their findings show that the “structure of the 

schooling system plays a key role in shaping individuals’ human capital accumulation, which in 

turn, determines, social outcomes” (Vera-Toscano, Rodrigues and Costa, 2017, pág. 227).  

 

1.3.4 Active citizenship  

 

Civic participation is considered one of the most relevant outcomes related to adult learning 

(Rüber, Rees and Schmidt-Hertha, 2018). However, the results about civic participation among 

participants are ambiguous (Feinstein & Hammond, 2004, pg. 213). They cannot show causality 

as these are cross-sectional findings from the survey conducted by the Centre of Research on 

Wider Benefits (Feinstein & Hammond, 2004), although empirical evidence pointed to a close 

connection between participation in adult learning and participation in a variety of social and 

civic activities (Field 2005). In theory, education could foster civic citizenship in a variety of ways 

(Schuller, 2007, p. 5):  

• By shaping what people know – the content of education provides knowledge and 
experience that facilitate Civil and Social Engagement (CSE).  

• By developing competencies that help people apply, contribute and develop their 
knowledge in CSE.  

• By cultivating values, attitudes, beliefs, and motivations that encourage (CSE.)  
• By increasing social status – this applies to forms of CSE that are driven by the relative 

position of individuals in a social hierarchy. 

 

                                                           

10 For more information, see section 1.3.e Negative Effects 
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According to practitioners, it seems evident that further education promotes citizenship through 

the development of so-called civic competencies (Preston & Hammond, 2002). In this sense, in 

the UK practitioners who were consulted considered education as a pre-requisite to an inclusive 

society. They considered it necessary to establish certain learning conditions such as providing 

a tolerant environment in which people from different social contexts interact and, through 

dialogue, helping develop awareness of social and political problems (Preston & Hammond, 

2002). In some ways, these results are contradicted by more recent research by EduMAP 

targeting vulnerable young people. Their results pointed out that this dimension of civic 

participation is relevant for educators, although it is indirectly integrated in the education and 

training programs. In this sense the role of educators becomes broadly invisible in contrast with 

the straightforward path to socio-economic participation (Toiviainen, Kersh & Hyytiä, 2019). 

At European level, it is worth mentioning the report Measuring Active Citizenship in Europe of 

Hoskins, Jesinghaus and Mascherini (2006) that describes the definition and framework for 

developing composite indicators of active citizenship, the process of building a composite 

indicator and the results obtained from the indicators in terms of European cross-country 

comparisons. The Active Citizenship Composite Indicator (ACCI) covered 19 European countries 

and was based on a list of 63 basic indicators for which the data had been principally developed 

from the European Social Survey of 2002. The report concluded by highlighting the possibilities 

for further research in the field, especially with respect to the relationship between Active 

Citizenship and Education. 

Finally, it is important to mention the ideological debate behind this epigraph. As Jackson (2013) 

points out, citizenship issues are not neutral, neither for vulnerable groups, nor with respect to 

gender. In this field, Jackson highlighted that gender relations in patriarchal societies must be 

fully understood within the concept of citizenship, especially when analysing the situation of 

working-class women who have been excluded from participating in the public sphere, including 

exclusion from employment opportunities. For this reason, the author does not consider the 

arguments advocating links between active citizenship and lifelong learning to be enough. 

Moreover, they point out that this approach forgets the need for structural changes.  

1.3.5 Negative effects  

After an extensive bibliographic review of the adult education and welfare literature, Field 

(2009) identified some less desirable influences of adult learning which offered a number of 

implications for policy and practice. These negative effects are the so-called "disbenefits" 

(Aldridge and Lavender, 2000) that included stress and mental ill health, lack of time and fatigue. 

Some people, whose experiences of learning are deeply unsatisfactory, associate learning with 

feelings of stress and anxiety, to such an extent that, in certain circumstances, the very 

experience of the educational involvement can erode the factors that maintain good mental 

health (Field, 2012). In this body of research, it is stated that “far from improving people’s well-

being, it can actively damage it” (Field, 2009, p.183).  

Along with personal effects, the social dimension can also have a negative effect. In fact, 

education can have mixed results that offer new opportunities and relationships and, at the 

same time, lead to the loss of previous relationships and/or changes in family life (Schuller, 

2004a). In this respect, research evidence concerning social relationships stated that learning 

can cause a breakdown in 'bonding', and disrupt 'bonds of union', such as close connections 

between relatives and neighbourhoods, and thus the possible loss of an often unconditional 

type of support. 
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Recently, seeking to understand the lifelong learning policy measures implemented in European 

countries, Parreira do Amaral and Zelinka (2019) evidenced potential negative impacts linked to 

the lack of employment opportunities that lead to low motivational levels for further training: 

when participation of young adults in various LLL, measures and programmes does not 

lead to the desired occupational career, in the end, these empty promises may lead to 

a reduction of educational aspirations and motivation (Parreira do Amaral and Zelinka, 

2019, p. 418) 

In a very similar way, in South Africa, Lineo & Poku (2016) revealed the necessity to clarify adult 

education as an important part of lifelong learning. While the majority of participants involved 

in on line adult education at the University of South Africa considered participation useful to 

their personal development, others expressed disappointment at the lack of recognition of their 

qualifications and opportunities. For these reasons, programmes should not forget their 

responsibility to create autonomous and responsive learning opportunities, not just 

productivity-related projects (Parreira do Amaral and Zelinka, 2019).  

1.4 Earlier studies: Characteristics of the programs 

Another important issue, requiring particular consideration, is the educational approach to 

lifelong learning. The bibliography on lifelong learning outcomes brings us closer to this topic 

that focuses on educational processes, beyond results. The review of the evidence supporting 

the lifetime research guide shows that a small number of quality elements make this guide more 

effective. The education guide edited by Hooley (2014) is divided into three areas that can be 

incorporated into the design and applied during application: individual-centred principles; 

support for learning and progress; and quality assurance mechanisms (table 1). Although not 

mentioned in the text, the principles can serve as a basis for the creation of quality indicators to 

guide real evaluation. 

Table 1. Ten evidence-based principles for the design of lifelong guidance services  

Focus on the individual Support learning and 
progression 

Ensure quality 

1) Lifelong guidance is most 
effective where it is 
genuine, lifelong and 
progresssive 

2) Lifelong guidance is most 
effective where it 
connects meaningfully to 
the wider experience and 
lives of the individuals 
who participate in it 

3) Lifelong learning 
guidance is most 
effective where it is able 
to recognise the diversity 
of individuals and to 
provide services relevant 
to individual needs 

4) Lifelong learning guidance 
is not one intervention, 
but many, and works most 
effectively when a range of 
interventions are 
combined 

5) A key aim of lifelong 
learning guidance 
programmes should be the 
acquisition of career 
management skills 

6) Lifelong guidance needs to 
be holistic and well-
integrated into other 
support services 

7) Lifelong guidance should 
involve employers and 
working people, provide 

8) The skills, training and 
dispositions of the 
practitioners who 
deliver lifelong 
guidance are critical to 
its success 

9) Lifelong guidance is 
dependent on access to 
good quality career 
information 

10) Lifelong guidance 
should be quality 
assured and evaluated 
to ensure its 
effectiveness and to 
support continuous 
improvement 



37 
 

active experiences of 
workplaces 

Source: Hooley (2014, p. 7) 

Firstly, in relation to the individual, they mention three principles: the progression of the 

process, the importance of the relationship with previous experiences of people and the 

valuation and recognition of individual needs. Secondly, four principles are focused on 

methodological aspects related to learning support. The main characteristics are a complete 

vision of the person, beyond an area of intervention in a specific topic. These principles 

emphasise the need for holistic processes that do not focus on a single intervention, but 

combine a range of interventions and encourage practice. This process is considered to be the 

responsibility of a variety of stakeholders (including employers). Finally, three principles are 

mentioned under the heading of quality. Under this heading the need to focus the lifelong 

learning project on the participants (their knowledge, dispositions, etc.) is again recalled. 

Research seeking to understand the complex relationships between the outcomes of lifelong 

learning, usually mentioned aspects of the courses which determined an influence in the 

development of non-economic learning benefits. From the answers of further education 

practitioners in interviews and questionnaires, Preston and Hamond (2002, p. 28-32) identified 

crucial similarities in the courses that must be taken into account when developing programmes 

to achieve the benefits mentioned in the previous section: 

a) Course contents: The type of courses which seem to play the greatest role on the effects 
related to civic participation are leisure based courses. The professionals consulted felt 
that students are more likely to experience benefits when they are motivated and can 
develop their creative skills. Each type of course and content provides different types of 
knowledge and skills, but it seems that those classes related to cultural activities (e.g., 
literature, classical civilization, dance, theatre, etc.) broaden and develop interests, 
encourage independent thinking, develop social skills, and help individuals find direction 
and purpose, in addition to generating satisfaction and enjoyment.  

b) Responsibility for own learning: Promoting responsibility and autonomy in learning 
seems to be another frequently mentioned factor. Professionals identified some 
methodologies associated with this factor such as giving presentations, deepening 
people’s own interests, personal work. Interviews with participating women revealed 
the value given to empowerment processes such as an improvement in the capacity to 
raise their concerns as women (Picaza, Santibáñez, & Maiztegui, 2019). 

c) Teaching style: in this issue several characteristics of the educator were identified: to 
show interest, to be understanding and to show respectful treatment. These 
characteristics are considered requirements to encouraging teamwork and student 
participation.  As far as teacher training is concerned, although it is mentioned, it is not 
one of the most outstanding features in this research. 

There are two other aspects that do not appear so clearly in table 1 and yet are considered 

crucial by other authors: class climate and social relations. In fact, starting with relationships, 

the interaction between a diversity of students (e.g. from different ethnic backgrounds, cultures 

and faiths, of different ages and life stages) is considered the most relevant aspect in relation to 

the generation of non-economic benefits (Preston and Hammond, 2002). These relationships 

are associated with various factors such as the promotion of tolerance and understanding of 

others, the development of social skills, and opportunities to expand social networks. In this 

regard, the value attached to both interactions and diversity of groups is highlighted. In relation 

to projects aimed at empowerment, Fernández de Vega (2018, p. 82), for her part, points out 
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that one of the most interesting aspects of this perspective is the interaction between three 

complementary planes of the empowerment process: (a) the individual participant and the 

processes of constructing subjectivity along the way; (b) the social dimension, related to the 

means, resources and methodologies of educational action that play a significant role in the 

approach to learning; (c) the relational dimension of the relationship between women and men 

in three directions: teacher-educator, pupil-teacher and educant-educant. 

A conducive learning environment is a necessary requirement both for relationships to occur 

and to create an atmosphere of trust sufficient for participation to take place in an equal sense. 

Alongside the characteristics of the teaching staff, many professionals mentioned the ethos of 

the group (and a good environment) as a fundamental factor for personal involvement and 

development (Tett, Hall, Maclachlan, Thorpe, & Edwards, 2006). In this sense Crowther, 

Maclachlan and Tett (2010, p.651) stated that: “Pedagogic practices that operate from an 

approach that emphasized learners’ strengths, rather than their deficits, and critically 

interrogated learners’ experiences used as a resource for learning were the most successful in 

enabling this transition”. This kind of practice highlights the role of LLL teachers in the creation 

of appropriate resources to enhance autonomy based on the flexible curriculum and the offer 

of all kinds of extracurricular activities, such as debate clubs, use of outside speakers, theatre, 

visits, day trips and short residential courses (Crowther, Maclachlan, & Tett, 2010). This 

approach resembled the so-called heutological (Carr, Balasubramanian, Atieno and Onyango, 

2018), as explained in the previous section11.   

In summary, the bibliographical review on LLL programs with more vulnerable groups 

highlighted one of the critical characteristics of social pedagogy: the importance of working with 

people and not for people. As Ucar (2006) highlights speaking about the on socio-educational 

intervention with vulnerable groups:  

social pedagogy is characterised not by working with vulnerable people but by acting 

with subjects, whether individual or collective, who live in highly complex socio-cultural 

contexts, or suffer problems deriving from such complexity (Ucar, 2006, p. 4).  

1.5 Conceptualizing and measuring benefits of lifelong learning 

programs: methodological discussion 

By Marti Taru (Tallin University) 

In this report, project ENLIVEN is concerned with how policy initiatives started by the EC are 

implemented in member states. We apply the policy trails approach to better capture the 

contextual effects from one governmental level to another, moving from EU level to national 

level initiatives, to specific programmes, and to specific learning provider settings, and individual 

learners. More concretely, we took a look into how two initiatives recommended by the Council 

of the European Union – Youth Guarantee and Upskilling Pathways – have been adopted and 

implemented in the EU member states. Both initiatives have been inspired by the concerns 

around social exclusion of part of the population and the objective to reduce this. Addressing 

social exclusion has been a long-standing concern of national governments and national 

governments have for some time been implementing a range of policy measures so that the two 

initiatives from European Union come on top of already running interventions. The project was 

conceived with the aim of supporting and perhaps improving the implementation of European 

                                                           

11 See also Blaschke (2012) and Blaschke & Hase (2016) on heutagogy  
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Union policy measures in the EU member states. As such, ENLIVEN as a projecthas some features 

of evaluation research when we define evaluation in public policy contexts as:  

A social and political practice that nonetheless aspires to some position of impartiality 

or fairness, so that evaluation can contribute meaningfully to the well-being of people 

in that specific context and beyond (Mark et al 2006: 5-6, in Fox, Grimm, Caldeira 2017: 

4). 

However, though ENLIVEN may be seen as possessing certain features of evaluation, it is not 

fully an evaluation exercise and its aim is not to put together an evaluation report of the two 

policy measures that are the focus of the project. Contemporary public policy evaluation has its 

roots in medical research. This strand of evaluation emphasises the importance of achieving high 

credibility when establishing the cause-and-effect relationship between the cause – policy 

intervention – and its effects – intended changes in society. Experimental research design, which 

is sometimes called gold-standard research, is seen as a defining feature of this approach to 

evaluation (Boruch et al 2017). Experimental design is valued because its promise is to deliver 

unbiased results, or results characterised by high internal validity; when the only difference 

between the experimental group – participants in the measure – and the control group – non-

participants – is their participation experience, then the observed differences in outcome 

variables, if there are any, can only be attributed to the participation in the measure. In an ideal 

world, that would mean an unbiased answer to the question whether the policy intervention 

under scrutiny delivered the results that it was planned to deliver. While the idea is 

straightforward and simple, implementing it in real-life settings is virtually impossible. Instead 

of carrying out experimental research, quasi-experimental designs like regression discontinuity 

design, difference in difference, and their elaborations may be used (Mueller and Gaus 2011). 

Natural experiments or randomisation with non-compliance, propensity score matching and 

selection on observables, and instrumental variable design also account as designs leading to 

high internal validity. As can be seen, the list of research designs yielding high internal validity 

of results is relatively short, especially when one recalls all available data sources and analysis 

techniques used in social research. 

The internal validity of evaluation research varies across various research designs. Research 

projects utilising experimental designs are considered least challenged by the threats to internal 

validity and have the greatest potential to produce unbiased results. Non-experimental designs 

have a higher likelihood to produce biased results as they are more jeopardised by the threats. 

In the bottom of what is known as hierarchy of evidence one finds expert opinions, case studies 

and cross-sectional studies, which, when assessed by their (theoretical) potential to produce 

unbiased results, rank lower than (quasi-)experimental designs. However, the experimental 

design is not the end-point in the quest for unbiased estimates of the effects of policy 

interventions. On top of experimental research, meta-analyses, systematic reviews and 

overviews of systematic reviews are carried out to achieve even a higher credibility of the 

knowledge about the effects of particular interventions. Being based on results of a number of 

experimental research projects, the knowledge generated through generalization of high 

credibility individual research is considered even more credible than that generated in individual 

projects using (quasi-)experimental design.  
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Figure 6 Hierarchy of empirical evidence: strength and bias 

 

Source: Matthews (2017). 

Several researchers have compared outcomes of experimental and non-experimental / 

observational research and reached the conclusion that there is no significant difference 

between these two types of research. Concato (2004) found that non-experimental research 

does not necessarily deliver significantly biased and inferior results. This means that also other 

research designs are robust enough to provide unbiased and reliable evidence on causal effects 

of an intervention. Filges et al (2015) reported that analysis of robustness showed that 

evaluations of active labour market policies’ impacts returned results, which were consistent 

across research design and quality of data. There was no direct link between study design, 

quality of data and an effective size estimate. Another study on effectiveness of ALMPs (Card, 

Kluve, Weber 2015, p. 25) concluded that:  

Most importantly, we find that the estimated impacts derived from randomized 

controlled trials, which account for one‐fifth of our sample, are not much different on 

average from the non-experimental estimates. However, despite these results, the issue 

remains ambiguous. A study that developed a measure of quality of evaluation, which 

combined both scientific quality and cost-benefit analysis, found that the impact of an 

intervention was affected by the quality of the underlying evaluation evidence: 

“Properly evaluated programs are less likely to lead to positive assessments of impact 

and effectiveness than judgments based on “non-scientific” methodologies. So where 

there is not a proper evaluation, program benefits are likely to be overestimated” 

(Betcherman et al 2007: 63).  

Quasi-experimental research, being rooted in more general post-positivist tradition of social 

research, has a long history in evaluation and is a firmly established strand (Fox, Grimm, Caldeira 

2017, p. 264-74). 
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While experimental and quasi-experimental designs have the potential to achieve high internal 

validity, they generally lack external validity. External validity is a variable that addresses the 

question to what extent, or whether at all, the existing evaluation results yield an unbiased 

estimate of the impact of the program on the population or populations of policy interest (Olsen 

et al 2013). In other words, while an evaluation research project can establish the causal effect 

of an intervention under certain conditions, the findings may not be generalisable to other 

circumstances and/or groups. This feature of the outputs from (quasi-)experimental research 

may become significant in policy transfer and policy learning situations.  

Evidence of effects of an intervention obtained from (quasi-)experimental research, which 

necessarily is characterised by high internal validity and low external validity, is not always seen 

as the best possible evidence. Its position as a gold-standard has been debated for decades (if 

not since when the use of research evidence in policy started gaining momentum). Instead of 

focusing on establishing a cause-and-effect relationship in a two-variable setting (policy 

intervention as the cause or independent variable and outcome as the effect or dependent 

variable), evaluation reports should take into account contexts and circumstances and shed light 

on context-mechanism-outcome pattern configurations (see Davies, Nutley, Tilly 2000). This 

approach to evaluation attempts to picture an intervention within its context and understand 

how it ‘works’ i.e. how outcomes follow from the intervention in real life, not under conditions 

where the (potential) effects of selected variables have been deliberately excluded or at least 

minimized, as it is attempted in (quasi-)experimental research. For the focus on real life, the 

approach is labelled realistic or realist evaluation (see Fox, Grimm, Caldeira 2017). Within the 

‘what works’ paradigm, the spectrum of research procedures, research designs, data sources 

that are valued is wider than in the impact evaluation strand, which sees (post-)positivist 

experimental research bearing the mark of gold standard. In the ‘what works’ realist evaluation 

paradigm, qualitative research that seeks to understand ‘the world’ in naturalistic, subjective (as 

perceived by actors themselves) settings, rather than under objective (to be understood as 

defined by the by-standing researchers) experimental conditions, has its rightful place. Either in 

combination with quantitative methods or separately, the use of qualitative methods in 

evaluation research has a potential to enhance understanding social mechanisms of an 

intervention, and how it brings about the intended (and unintended) effects (Davies 2000; 

Davies, Nutley, Smith 2000; Mullen 2015).  

Our analytical model to be developed for this report will, thus, inevitably have limits in terms of 

measuring benefits of lifelong learning programmes – and especially, in terms of specific 

programme characterstics that might draw the most positive outcomes. To increase its 

relevance for measuring such effects, we will aim to use our model to explore indicators on 

various analytical levels and will rely on variery of analytical approaches. We will address this in 

the next section. 

 

1.6 ENLIVEN Analytical model for LLL program benefits through the lens 

of vulnerability 

After the presentation of the bibliographic review, this section presents the ENLIVEN analytical 

model which was used in the analysis of ENLIVEN policy trails. The state of vulnerability is 

characterised by a situation of fragility prior to the state of exclusion, it is considered a state of 

weakness “which exposes to suffering particularly negative or damaging consequences” (Ranci, 

2006 p. 16). Recognising the complexity of the notions of vulnerability, in this report we are not 
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aiming to undertake a broad conceptual review12, but rather employ these concepts to 

contribute to a better understanding of how LLL programs benefit young adults through the 

ENLIVEN policy trails. It constitutes the reference framework for the quantitative and qualitative 

work that will be discussed in the following two chapters. Every chapter explains the adaptations 

made to translate this proposal into its objectives and the methodological approach that has 

been considered most appropriate. 

As we mentioned in section 1.1. of the previous report D1.1 (Maiztegui-Oñate & Roosalu, 2019) 

we used three vulnerability dimensions (a) political and cultural; b) labour market and c) social 

and relational in the analysis of target groups in European and national LLL policies. In this case, 

the proposal is made up of six elements identified as the main outcomes of the bibliographic 

review:  

1. Empowerment (related to the personal factors of vulnerability in the figure 1) 
2. Active citizenship (related to the political dimension in figure 1) 
3. Social Relationship (related to the social dimension in figure 1) 
4. Employability (related to the labour market dimension figure 1) 
5. Conditions of the programmes  

Below, we briefly present each of those concepts. To begin with, figure 6 presents to its left a 

first filter that affects the educational processes: it is about the conditions of the programs. The 

analysis of the pedagogical practices evidences that they play an important contributory role in 

the formation of a positive learning environment, thus enabling learners to engage and persist 

in the achievement of their learning goals ( Crowther, Maclachlan and Tett, 2010). Ucar (2016) 

reminds us that educational programmes do not solve emergency and/or vulnerability situations 

on their own but do enhance learning processes. This additional element is a key factor in 

fostering the motivation and involvement of groups that, for various reasons, have been outside 

the education system. It should be remembered that the two projects selected by the ENLIVEN 

policy trail are aimed at groups that have not finished their secondary studies (Upskilling) or that 

have been out of the school system or the labour market for some time (Youth Guarantee). 

Building on the knowledge of previous reports (Boeren, Mackie, & Riddell, 2019; Milana, 2019), 

in the analysis of the characteristics at the national level we followed the typology developed by 

Roosmaa and Saar (2017) to take into account an additional feature at country level. Combining 

typologies on varieties of capitalism, welfare state regimes and their extensions, Roosmaa and 

Saar (2017) provided evidence of the significance of incorporated structural factors to 

understand participation in adult learning. In this report, their typology is used as an analytical 

framework to understand the different results of LLL programs in relation to the different 

vulnerability dimensions.  

                                                           

12 Report D1.1. presented an extensive analysis of the concept of vulnerability (Maiztegui-Oñate & 
Roosalu, 2019)  
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Figure 7. ENLIVEN analytical model for lifelong learning benefits and vulnerability dimensions. 

 

 

Next is the concept of empowerment. ENLIVEN identified this term as one of the axes of lifelong 

learning policies, especially relevant for vulnerable groups. This is a complex term that comes 

from social psychology and has been used in different settings (Rappaport, 1987). In the first 

place, the term empowerment refers to the awareness, and confidence in one’s capacities, to 

act on opportunities. Along with this process, it is worth mentioning that, as its name indicates, 

empowerment is related to the transfer of power. It therefore has a social dimension: 

in economically advanced societies, additional earnings produce limited gains in 

wellbeing for most groups except the poorest, while employability is most significant for 

groups that are most vulnerable in the labour market (Field, 2009, p. 175) 

Inspired by Kabeer’s definition ‘the expansion in people’s ability to make strategic life choices in 

a context where this ability was previously denied to them’- in the context of resources, agency 

and achievements (Kabeer, 1999, p. 437), we argue that although external conditions are 

necessary for empowerment, they are not sufficient for it without psychological feelings of 

competence, energy, and the desire to act. Thus, empowerment consists of both the ability to 

control one’s environment (external empowerment) and the feeling that one can do so (internal 

empowerment), which is influenced by additional variables such as positive emotions. To 

paraphrase Narayan13, the empowerment approach to overcoming vulnerability is based on the 

                                                           

13 Narayan (2005) actually referred to overcoming poverty and exclusion. Since exclusion would be one 
more step in the line of vulnerability, this example also seems appropriate when talking about people who 
are in a situation of vulnerability, especially economic. 
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conviction, in general terms that increasing people's freedom of choice and action to give control 

over their own lives (resources and decisions) moves in a line that goes from personal agency to 

opportunities. Hence, the first stage (figure 6) requires the development of individual capacities. 

It is a dynamic process whose objective is to enable an individual to gain greater control over 

their personal life, within a social context. In this sense, empowerment is related to the capacity 

for agency. 

In other words, agency is considered a first ingredient for change. Agency is built with the types 

of resources that people have, e.g. material resources, skills, knowledge, psychological capacity 

to aspire, informal social capital, formal social capital, etc (Pick et al, 2007). This allows for a 

certain degree of autonomous functioning that allows goals to be set and decisions to be made. 

Along with action it incorporates choice, intention and objectives. That is, the formulation of 

personal purposes. From a review of the relevant literature in psychology, Pick et al (2007, 

p.296) identify three interrelated aspects of agency:  

- Self-efficacy: degree of control over feelings and actions that allows planning strategies. 
- Autonomy: degree of autonomous functioning. When it is low, it feels that it is at the 

mercy of other people's expectations. That is to say, it feels like it is externally 
controlled. 

- Self-determination: related to autonomous and controlled motivation. People find 
interesting those activities related to their intrinsic motivation. 

 

To reach a status of empowerment a process is needed related to the achievement of certain 

personal capacities associated with agency capacity, such as "increased self-efficacy and self-

awareness, as well as development of positive identity, positive social attachment, awareness 

of organisational operations and interpersonal relationships and a sense of purpose" (Jenings et 

al, 2009:67).  

Developing agency capacity seems to increase interest in social relations and community 

participation. In this sense, people can carry out a "multiplier effect" of these capacities, both in 

their immediate environment and in the institutional context, producing a social transformation. 

For this reason, definitions of empowerment incorporate the dimension of social action since it 

is considered not only a personal change but also a "social action process" that has a direct 

relationship with the environment (Cochran, 2008, p. 10).  

 

This dimension of empowerment is linked to a second concept in figure 6, civic and social 

engagement. Campbell (2006) used it as a broad term which incorporates different types of 

engagement: 

[the]General rubric under which seven specific types of engagement are found: political 

engagement, ciivc engagement, voting, interpersonal and institutional trust, tolerance 

and political knowledge. (Campbell, 2006, p.31) 

It appears to be broadly accepted as a conceptual definition in the research literature on social 

capital engagement in community activities (Tett, Hall, Maclachlan, Thorpe and Edwards, 2006). 

Civic competence is understood as being related to “the ability to engage effectively with others 

in the public domain, and to display solidarity and interest in solving problems affecting the local 

and wider community. This involves critical and creative reflection and constructive 

participation in community or neighbourhood activities as well as decision-making at all levels” 
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(Hoskins and Crick 2010, p. 8). In this report D1.2. we have chosen this term to include three 

aspects related to civic engagement: social, cultural and civic/political.  

Employability is the third term in figure 6. In an attempt to prepare European society for a global 

and competitive future, LLL policy is considered a central lever in creating a competitive and 

knowledge-based economy (Boeren et al. 2010). This evolution gave priority to the economic 

dimension of education and promotes the primacy of adaptation under socio-economic 

transformations14.  

The human capital approach has become one of the fundamental axes of European lifelong 

learning projects (Regmi, 2015). This approach runs the risk of regulating education under the 

interest of markets, developing a "functionalist" vision of education that emphasizes the 

updating of those personal skills necessary for adaptation to the labour market (Cefalo and 

Kpezov, 2018). In particular, workers considered more vulnerable due to low qualifications are 

expected to improve their position in the labour market through education and training (Kyndt, 

Govaerts, Dochy, & Baert, 2011). LLL is the mechanism for establishing a flexible and adaptive 

workforce through constant training in order to meet business and labour market requirements. 

It is co-opted from a right into a commodity and its effectiveness is measured by economic 

criteria (Mikelatou & Arvanitis, 2018). 

Some definitions of employability refer to the attainment of educational levels in order to 

improve the situation in the labour market. In this sense Kirschner and Thijssen (2005, p. 72) 

defined employability as “the behavioural tendency that focuses on acquiring, maintaining, and 

using qualifications aimed at participating in and coping with the changing labour market 

throughout all career stages”. Focusing on the intention to learn, rather than on obtaining a 

degree, is a more appropriate approach for the ENLIVEN policy trail proposal.  

This is why the definition of work organisation is better adapted to the intentions of this report 

D1.2.: 

the transferable skills and qualifications to enhance the individual’s ability to seize 

opportunities in education and training that are presented in order to find a secure and 

decent job, progress within the company and training that are present or change jobs 

and adapt to changing technology and labour market conditions (International Labour 

Organisation-ILO_2004, p.2). 

This process is not discussed in this report. In order to improve employability, two fundamental 

elements have been identified: firstly, the development of knowledge and skills necessary for 

integration into the world of work. The second factor is insertion into professional environments 

where the necessary professional, technical and soft skills are developed.  

To finish, we would like to note that figure 6 reflects how progress toward the achievement of 

the targets links personal effects and their repercussion in close environments (family or 

community) and more distant ones, such as those at national level.  

                                                           

14 Report D1.1 analyses the evolution of European lifelong learning policies since 1992-2018. and presents 
a detailed view of the debate on this evolution. On this occasion, report D1.2. focuses on the impact of 
lifelong learning projects on the employability of the participants of the cases included in ENLIVEN policy 
trail (chapter 4), according to their own perceptions and that of other interviewees. In chapter 3, the 
concept of vulnerability is analysed through six indicators. 
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The next two chapters present the analysis of these concepts in relation to the ENLIVEN policy 

trails, looking at their application at the national level, in chapter 3, and at the level of the 

individual within the community (chapter 4).  
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2 TYPOLOGY OF COUNTRIES AND CONTEXTUAL SETTINGS: 

MACRO LEVEL QUANTITATIVE APPROACH 
By Alvaro Moro (UD), Josu Solabarrieta (UD) and Concepción Maiztegui (UD). 

 

Introductory note on methodological approach 

 

The objective of this section is to analyse the situation of the vulnerable youth population after 

the implementation of the two main program Youth Guarantee and Upskilling pathways in 

Europe. In this report we have included also the case of Australia as it is one of the partners of 

the ENLIVEN project which intentionally included as a country representing different kind of 

market economy and welfare regimen. Including Australia offers the opportunity to contrast the 

main results with a non-European country.  Based on secondary data analysis our objective was 

to contrast the evolution of these areas of vulnerability during two points in time. The first 

period examined was 2012-14, prior to the implementation of the two programs chosen by the 

ENLIVEN policy trail: Youth Guarantee and Upskilling. The second was the period that allowed 

for an examination of the latest updated data available (2017).  

To achieve this objective, we have used the collection of macro data from official European 

Institutions (EUROSTAT, EUROBAROMETER and OECD) and from the Australian Bureau of 

Statistics. Also, we took into account information and analyses already available and developed 

by different WP in other deliverables of the ENLIVEN project (e.g. Deliverables 2.2, 3.2, 1.1). As 

the ENLIVEN policy trail interested in indicators related to vulnerable young people in the 

indicators used, where it has been possible, the selected data have been disaggregated by age 

groups and educational attainment level with the intention of adjusting the scores to the 

population we study (from 15 to 29 years old and Less than primary, primary and lower 

secondary education - levels 0-2). 

Before describing the analysis model, it is necessary to mention that the three-dimensional 

typology we will be using has been drawn from previous studies that have measured the 

situation of young people in different countries. Among them, we can highlight some studies 

that have influenced our process.  

On type of the studies focused on one of the dimensions of the vulnerability model developed 

in the previous section: active citizenship (Hoskins, 2006), social participation (Lelkes, 2010) or 

employability (European Commission, 2016). Other studies looked at macro-analysis of country 

situations used in the construction of indicators including the Active Citizenship Composite 

Indicator (ACCI) (Hoskins, 2006), the two-dimensional typology of youth welfare citizenship 

(Chevalier, 2016, 2019), and the synthetic index on adult education as a common good (IAECG) 

(Boyadjieva & Ilieva-Trichkova, 2018). 

Chevalier's work (2016) about the development of a deductive two-dimension typology of 

'youth welfare citizenship' is one of the main references that is worth highlighting. Chevalier 

combined two dimensions, social and the economic citizenship, in a bidirectional typology 

presenting varieties of ‘youth welfare citizenship’. This typology helped to better account for the 

situation of young people in Europe and the way welfare states take care of them or not. 

In a similar way, inspired by Chevalier (2016, 2019), we have looked for some indicators that 
allows us to establish the vulnerability of the young population according to the ENLIVEN 
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vulnerability model identified in chapter 1. On this occasion, following Schuller (2007), we have 
unified the dimensions in such a way that we worked with three. Although ‘social relations’ and 
‘active citizenship’ have been separated into objectives, in this chapter they have been analysed 
together as ‘Civic and social engagement’ seeking greater parsimony, as the statistical 
interpretation of the four-dimensional analysis has increased the complexity of the graphs and 
the results. 

Our analysis for the report D1.2. was done in two ways. First, we examined how the countries 

are placed along the dimensions of the typology. Second, we analysed detailed groups of 

countries in order to exemplify each ideal-type, allowing for a deeper understanding of 

complexity. This type of macro-analysis of country situations had also been used in lifelong 

learning research in the construction of indicators to assess the effectiveness of national adult 

education policies across Europe. Building on the previous ENLIVEN report (D3.2), the typology 

developed by Roosma and Saar (2017) allowed us to contrast the results in relation to the 

political and welfare systems. 

Another inspiration for our macro-analysis was the research carried out by Boyadjieva and Ilieva-
Trichkova (2018), where they measure adult education as a common good. Based on data from 
the Adult Education Survey (AES), the Economically Active Population Survey (EAPS) and the 
Continuing Vocational Training Survey (CVTS) of 24 European countries, the authors developed 
a composite index (IAECG), based on these four dimensions, which measure the degree to which 
adult education is practised as a common good in a given country. 

For the calculation of the IAECG, they followed the methodology used by Lessenski (2016), 
because “it offers very clear guidelines for all statistical procedures and it allows exploring the 
dynamics of the indexes over time as a next step of the analysis.” (p.349). After calculating the 
overall index scores and the scores in each dimension, the authors applied cluster analysis. The 
analysis revealed six distinct clusters of countries in Europe with regard to the extent to which 
adult education is realised as a common good and was compared to the study of Roosmaa and 
Saar (2017) which theoretically distinguished seven adult-learning country types. These types 
correspond to the typology of countries based on varieties of capitalism, welfare state regimes 
and their extensions. 

The authors have further argued for the heuristic potential of the capability approach in 
conceptualising lifelong learning. They demonstrate how the index of fairness in participation in 
adult education can help in exploring the meanings of adult education and the obstacles to 
adults’ participation in education (Boyadjieva & Ilieva-Trichkova, 2018). In conclusion, the 
influence of adult education and learning should not reduce education to learning (or vice versa), 
but recognise that they are inseparable elements that connect individuals to their complex social 
lives (Milana, Holford, Hodge, Waller & Webb, 2017). 

These investigations have been used as a model for the confection of the different indicators as 
well as the importance of their weighting. The model is described in detail in the following 
section. 

 

2.1 ENLIVEN analytical model for typology of institutional contexts for 

lifelong learning 

 

First of all we want to highlight that the analytical model used in this chapter is a continuation 

of the dynamic vulnerability model developed in deliverable 1.1 (figure 1). In order to carry out 

the comparative analysis of the ENLIVEN countries project, we considered following the 
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methodological approach developed by Chevalier (2016). Although Chevalier bases his analysis 

on a theoretical model that establishes a typology of countries based on the allocation of labour 

and social resources to families or individuals (young people). In our case the theoretical 

framework that supports the proposal is based on the dimensions of vulnerability described in 

previous sections. 

 

Report D1.2 methodological approach is appropriated for reducing the macro information of the 

different indicators of the countries to several dimensions (Figure 7) that provide us with a series 

of scores that generate a synthetic variable of each country in each of the dimensions analysed. 

Each dimension is based on the score of several sub-dimensions and indicators that make up the 

idea analysed and which we have collected from the aforementioned official sources (Eurostat, 

Eurobarometer, OECD and Australian Bureau of Statistics). The objective of this procedure is 

that we can segment the countries analysed into different groups. The dimensions created from 

the macro indicators are: 

1.  ‘Empowerment’ which covers the proportion of vulnerable young people relating 

development of skills, trust in the system, physical health and mental well-being 

2.  ‘Civic and social engagement’ which covers vulnerable young people’s involvement 

in cultural, political, civic participation and the relationship with friends and 

relatives. 

3.  ‘Employability’ which covers vulnerable young people’s involvement in education, 

and work-related skills, the unemployment rate and the NEET rate. 

 

To be more specific about skills, it should be noted that the skills mentioned in the 

empowerment dimension are mainly related to literacy and numeracy (OECD) and digital skills 

(Eurostat). These skills are basic to ensure a minimum personal capacity for empowerment in 

today's world and have been pointed out in The 2030 Agenda for Sustainable Development, 

more specifically in its Target 4.6, vis: by 2030, ensure that all youth and a substantial proportion 

of adults, both men and women, achieve literacy and numeracy).  

On the other hand, the work-related skills mentioned in the employability dimension relate to 

do with those main skills collected by Eurostat in the Continuing and vocational training courses 

(CVT) section. Specifically are general IT skills, professional IT skills, management skills, team 

working skills, customer handling skills, problem solving skills, office administration skills, foreign 

language skills, technical, practical or job-specific skills, oral or written communication skills, 

numeracy and/or literacy skills and other skills and competences. In our analysis, and in order 

to simplify the information of this indicator, we have selected the values of technical, practical 

or job-specific skills. Although lifelong learning, and in particular the programmes included on 

the ENLIVEN policy trail, are aimed at employment, we consider continuation of education one 

ways to improve the possibilities of entering the labour market. For this reason, the list of 

indicators related to the employability dimension includes incorporation into educational 

programmes. 

Each of the three dimensions – empowerment, civic and social engagement and employability – 

contains different scores of basic indicators. We assign different relevance to each indicator 

within a given sub-dimension, calculated either by dividing the overall weight of the sub-

dimension by the number of indicators or by their relative importance. For the sake of 

transparency, the weights are provided in Table 2.  
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After the weighting, we constructed the final score for each of the dimensions, where the value 

comprises all the sub-dimensions; we then calculated it for the 28 European countries and 

Australia. The scores range between 0 and 100 (percentage) with a lineal interpretation. In order 

to achieve this linear sense, following other studies on the construction of indicators (IDSJ), we 

have reconverted to negative values those indicators whose increase represents a negative 

value on the sub dimension analysed, for example, the indicators of tobacco and alcohol 

consumption on the measure of the physical health indicator.
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Table 2. Composition of the ENLIVEN model and weighting of indicators.  

DIMENSION / SUBDIMENSION / 
Variable  

Enliven code & 
weighting 

INDICATOR (+ code) SOURCE 

EMPOWERMENT  

SKILLS (40%)  

Improved ability to communicate 
(reading, listening, writing)  

SK1 / 33% 
Proportion of adults (25-64 year-olds) achieving at least a fixed level of 
proficiency (score 226) in functional numeracy skills 

OECD 

Use of new technologies  SK2 / 33% Internet use and activities (isoc_bde15cua) EUROSTAT 

Developed problem-solving capacities  SK3 / 33% Individuals' level of digital skills (isoc_sk_dskl_i) EUROSTAT 

TRUST (10%)    

Trust in people TR1 / 33% Trust in others Average rating of trust (ilc_pw03) EUROSTAT 

Trust in institutions 
TR2 / 33% Trust in legal system (ilc_pw03)  EUROSTAT 

TR3 / 33% Trust in political system(ilc_pw03)  EUROSTAT 

PHYSICAL HEALTH (25%)    

Sharpened mind PH1 / 20% Self-perceived health (hlth_silc_02) EUROSTAT 

Healthier behaviour 

PH2 / -20% Smoking of tobacco products (hlth_ehis_sk1e) EUROSTAT 

PH3 / -20% Frequency of alcohol consumption (hlth_ehis_al1c)  EUROSTAT 

PH4 / 20% Performing health-enhancing physical activity (hlth_ehis_pe9d) EUROSTAT 

Less illness PH5 / 20% Healthy life years (hlth_hlye) EUROSTAT 

MENTAL WELLBEING (25%)    

Increased happiness 
MW1 / 50% Frequency of being happy in the last 4 weeks (ilc_pw08) EUROSTAT 

MW2 / 50% Average rating of satisfaction (ilc_pw01)  EUROSTAT 

CIVIC AND SOCIAL ENGAGEMENT  

CULTURAL PARTICIPATION (25%)  

Active participation in artistic/musical 
activities 

CLP1 / 50% Frequency of practicing of artistic activities (ilc_scp07)   EUROSTAT 

Cultural participation score CLP2 / 50% 
Participation in any cultural or sport activities in the last 12 months 
(ilc_scp01) 

EUROSTAT 

POLITICAL PARTICIPATION (25%)  

Voting PP1 / 33% 
Participation in political elections at the local, regional, national level 
During the last 3 years percentage of voting in any political election. 

EUROBAROMETER 

Participation in political parties PP2 / 33% Political party/group membership European Values Study  
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DIMENSION / SUBDIMENSION / 
Variable  

Enliven code & 
weighting 

INDICATOR (+ code) SOURCE 

Participation in trade unions PP3 / 33% Trade-union membership European Values Study  

CIVIC PARTICIPATION (25%)  

Taking part in official organizations CVP1 / 33% 
In the last 12 months, have you participated in any activities of the 
following organisations? Total "at least one activity". From 15 to 30 years 

EUROBAROMETER 

Active participation in society CVP2 / 33% Active citizens [ilc_scp19]. EUROSTAT 

Volunteering CVP3 / 33% 
In the last 12 months, have you been involved in any organised voluntary 
activities? Total "Yes". From 15 to 30 years 

EUROBAROMETER 

RELATIONSHIP (25%)  

Social interaction  
RL1 / 25% Frequency of getting together with friends (ilc_scp09).  EUROSTAT 

RL2 / 25% Frequency of contacts with friends (ilc_scp11). EUROSTAT 

Family relations 
RL3 / 25% Frequency of getting together with family and relatives (ilc_scp09). EUROSTAT 

RL4 / 25% Frequency of contacts with family and relatives (ilc_scp11) EUROSTAT 

EMPLOYABILITY  

EDUCATION (25%)  

Participation in adult programme 

ED1 / 50% 
Persons participating in training related to professional activity 
(ilc_ats10) 

EUROSTAT 

ED2 / 50% 
Participation rate in non-formal education and training (last 4 weeks) 
(yth_educ_060) 

EUROSTAT 

NEET (25%)    

NEET rates NE1 / -100% 
Young people neither in employment nor in education and training by 
sex, age and educational attainment level (yth_empl_160) 

EUROSTAT 

WORK-RELATED (50%)  

Improvement in job prospects (career 
opportunities and job promotions) 

WR1 / 15% Participants in CVT courses (trng_cvt_12s)  EUROSTAT 

WR2 / 15% 
Employed persons whose work experience and job skills would be 
helpful to find another job by age (source: Eurofound) (qoe_ewcs_6_5)  

EUROSTAT 

WR3 / 15% 
Employed persons perceiving that their job-related non-formal 
education and training helped to improve the way they work by age 
(source: Eurofound) (qoe_ewcs_6_3)  

EUROSTAT 

Skills related to job performance WR4 / 15% Main skills targeted by CVT courses (trng_cvt_29n2) EUROSTAT 

Labour force participation rate WR5 / 40% Youth employment (yth_empl_010) EUROSTAT 
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In order to ensure the maximum possible reliability in the calculation of the dimensions, several 
criteria have been established in the selection of the indicator scores that refer to the data extracted 
from secondary sources and statistics that meet the requirements of: 

- Reliability of sources. The data collected for this analysis have been selected from sources of the 
highest possible reliability: official EU statistical institutions (Eurostat, Eurobarometer, European 
Values Study), OECD and Australian Bureau of Statistics (ABS).  

- Geographical comparability. In order to carry out an analysis of the 28 EU countries and Australia, 
we have needed the data to be comparable with each other. This criterion has required altering 
the selection of indicators in the case of Australia. The model presented in table 1 corresponds to 
the dimensions, sub-dimensions and variables for the 28 European countries analysed. To obtain 
Australia's scores, the indicators offered by the Australian Bureau of Statistics (ABS) most similar 
to the European indicators have been selected. 

- Periodicity. As one of the objectives of this analysis is to be able to observe the evolution of the 
countries in the dimensions analysed, indicator data have been collected at two different times. 
On the one hand, the first of these periods is before the implementation of the two lifelong 
learning programmes chosen by the ENLIVEN political itinerary (Guarantee of youth and 
improvement of qualifications) (2013). On the other hand, the second moment is after the last 
update of available data (2017). This requirement of periodicity has not always been met in all the 
variables since there are measurements of indicators that are not carried out on a regular basis 
both in the European Union and in Australia. In the case of these indicators, in order to facilitate 
greater statistical adjustment, the score collected for the two moments of analysis has been 
maintained. 

- Availability by age range. In the indicators where it has been possible, the selected data have been 
disaggregated by age groups with the intention of adjusting the scores to the population we study 
(from 15 to 29 years old). 

- Availability by educational attainment level. In the indicators where it has been possible, the 
selected data have been disaggregated by educational attainment level with the intention of 
adjusting the scores to the population we study: vulnerable people (Less than primary, primary 
and lower secondary education - levels 0-2). 

2.2 Country context descriptions by their institutional type: main results 

The aim of this section is to present the results of the analysis conducted specifically from the ENLIVEN 
typology analysis model on the EU- 28 countries and Australia. It should be remembered that young 
people are considered to be one of the groups most at risk of social exclusion, and therefore most 
vulnerable. The main reason is that they are one of the groups most affected by the "new social risks", 
mainly associated with the challenge of facing job instability together with care responsibilities, 
especially in the phase of family construction (Zimmerman, 2017).  

The results of the analysis of data from the different countries are presented in the three proposed 
dimensions that provide us with a score by country in each of the two periods analysed. Subsequently, 
the results of the analysis resulting from the crossings of the three dimensions taken two by two with 
the intention of placing the different countries on the plane will be presented.  

2.2.1 Empowerment 

The dimension of empowerment has been analysed, taking into account the European average and 
also its evolution in each country in the two historical moments analysed (2013/2017).  
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With regard to the empowerment dimension in the average EU-28 European countries (figure 8), it 

can be observed that there has been a slight increase in the two moments analysed. This increase has 

not occurred in all the sub-dimensions, being above all the greatest in the section corresponding to 

basic skills (literacy and numeracy (OECD) and digital skills).  

 

Figure 8. Evolution of the ‘empowerment’ dimension average EU-28 European countries and Australia 
(%) 

 

In order to be able to observe the differences between countries, the disaggregated data for countries 
and sub-dimensions are presented below (Table 3). 

 

Table 3. Total scores by sub-dimensions of the ‘empowerment’ dimension by EU-28 and Australia (%) 

GEO/TIME 
SKILLS TRUST 

PHYSICAL 
HEALTH 

MENTAL 
WELLBEING 

EMPOWERMENT 

2013 2017 2013 2017 2013 2017 2013 2017 2013 2017 

EU - 28 82 85 49 49 31 32 65 65 62 63 

Belgium* 83 85 54 54 28 29 67 67 62 63 

Bulgaria* 70 73 34 34 31 31 48 48 51 52 

Czechia 84 90 49 49 33 32 61 61 62 64 

Denmark 90 91 71 71 35 34 74 74 70 71 

Germany 86 88 53 53 31 32 70 70 65 66 

Estonia* 89 91 53 53 26 25 64 64 64 64 

Ireland 73 79 48 48 30 29 72 72 60 62 

Greece 77 82 40 40 32 32 54 54 57 58 

Spain* 78 81 39 39 33 34 58 58 58 59 

France 79 83 42 42 30 30 65 65 60 61 

Croatia 88 86 39 39 34 34 65 65 64 63 

Italy* 72 76 41 41 31 32 54 54 54 56 

Cyprus 77 84 36 36 31 32 59 59 57 60 

Latvia 84 85 54 54 30 30 56 56 61 61 

Lithuania 85 88 59 59 34 32 66 66 65 66 

Luxembourg 89 91 54 54 34 32 71 71 67 67 
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GEO/TIME 
SKILLS TRUST 

PHYSICAL 
HEALTH 

MENTAL 
WELLBEING 

EMPOWERMENT 

2013 2017 2013 2017 2013 2017 2013 2017 2013 2017 

Hungary 80 81 53 53 32 32 65 65 61 62 

Malta 84 89 52 52 30 30 63 63 62 64 

Netherlands 90 92 64 64 30 29 72 72 68 68 

Austria* 87 90 57 57 29 27 70 70 65 66 

Poland 79 83 49 49 34 33 70 70 63 64 

Portugal 82 88 40 40 28 27 57 57 58 60 

Romania 63 72 60 60 31 32 62 62 55 58 

Slovenia 83 84 40 40 34 33 65 65 62 62 

Slovakia* 87 88 46 46 34 34 69 69 65 66 

Finland 92 93 70 70 36 35 78 78 72 73 

Sweden 88 90 64 64 37 38 67 67 68 69 

UK* 84 88 51 51 27 26 56 56 60 61 

Australia* 71 72 50 50 35 35 77 77 61 62 

* countries chosen for ENLIVEN policy trail case studies 

Below, composite results on empowerment by countries are further presented in Figure 11. 

Figure 9. Evolution of the ‘empowerment’ dimension by EU-28 and Australia (%) 

 

With regard to the dimension in the situation of the different countries analysed, it can be observed 
(Figure 9) that: 
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- The average evolution of these countries is an increase of 1.19% in four years.  

- In the countries with lower previous scores they have increased their weight in this dimension, in 
some cases with notable percentage increases of more than two points (Czechia, Ireland, Cyprus, 
Malta, Portugal and Romania) in four years.  

- As it seems likely the countries with the highest previous scores in this dimension (Denmark, 
Luxembourg, Netherlands, Austria, Finland, and Sweden) have had well below-average increases 
in these four years. 

- In relation to the development of basic skills, table 3 underlines the evolution of seven countries 
that in this period of time have advance by 5 point or more: Czechia, Ireland, Greece, Cyprus, 
Malta, Poland, Portugal, and Romania. All of them except Greece, are the countered mentioned 
which have increased their wright in this dimension.  

- On the other hand, Croatia and Luxembourg maintained the ratio or suffered a slight decreased 
(Croatia). In the case of Croatia due to a decrease in basic skills and Luxembourg accused a 
decrease in the index of physical health.  

2.2.2 Civic and social engagement 

The dimension of civic and social engagement has been analysed taking into account the European 
average and also its evolution in each country in the two historical moments analysed (2013/2017). 
With regard to the civic and social engagement dimension in the average EU-28 European countries 
(figure 10), it can be observed that there has been a slight increase in the two moments analysed. This 
increase has not occurred in all sub-dimensions equally. Thus, ‘cultural participation’ has declined and 
the ‘relationship’ sub-dimension has remained stable. However, ‘civic participation’, and above all 
‘political participation’, has increased considerably, leading to a general increase in the dimension 
analysed.   

 

Figure 10. Evolution of the ‘Civic and social engagement’ dimension average EU-28 European countries 
and Australia (%) 

 

In order to be able to observe the differences between countries, the disaggregated data for countries 
and sub-dimensions are presented below (Table 4). 
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Table 4. Total scores by sub-dimensions of the ‘Civic and social engagement’ dimension by EU-28 and 
Australia (%) 

GEO/TIME 

CULTURAL 
PART. 

POLITICAL 
PART. 

CIVIC PART. 
RELATIONSHIP

15 

CIVIC AND 
SOCIAL 
ENGAG. 

2013 2017 2013 2017 2013 2017 2013 2017 2013 2017 

EU – 28 50 46 20 27 27 30 31 31 32 33 

Belgium* 48 45 21 20 31 30 37 37 34 33 

Bulgaria* 24 22 18 28 11 22 22 22 19 23 

Czechia 50 51 25 22 24 26 30 30 32 32 

Denmark 55 56 35 37 35 35 29 29 39 39 

Germany 58 56 18 27 33 37 26 26 34 36 

Estonia* 51 53 15 18 24 25 35 35 31 33 

Ireland 45 51 15 18 37 35 22 22 30 32 

Greece 46 43 20 22 16 27 26 26 27 29 

Spain* 45 41 16 25 22 28 31 31 28 31 

France 48 49 21 25 31 33 30 30 32 34 

Croatia 47 43 15 27 19 21 22 22 26 28 

Italy* 49 43 19 28 22 34 40 40 33 36 

Cyprus 49 43 15 18 22 21 25 25 28 27 

Latvia 51 54 25 27 25 23 34 34 34 35 

Lithuania 49 52 15 24 21 22 30 30 29 32 

Luxembourg 52 54 18 18 33 34 27 27 32 33 

Hungary 45 42 16 18 16 17 30 30 27 27 

Malta 41 36 11 27 27 23 30 30 27 29 

Netherlands 57 58 25 30 40 37 35 35 39 40 

Austria* 50 50 26 33 32 32 37 37 36 38 

Poland 48 48 17 26 19 24 30 30 28 32 

Portugal 46 45 16 22 25 29 29 29 29 31 

Romania 21 21 26 27 15 21 31 31 23 25 

Slovenia 52 52 27 22 29 31 33 33 35 35 

Slovakia* 52 47 25 24 20 18 28 28 31 29 

Finland 59 60 32 39 29 25 34 34 39 40 

Sweden 56 54 27 36 37 38 31 31 38 40 

U.K.* 40 39 14 23 33 30 34 34 30 32 

Australia* 28 39 33 33 38 38 89 89 47 50 

* countries chosen for ENLIVEN policy trail case studies 

Composite results on civic and social engagement by countries are further presented in Figure 11. 

 

Figure 11. Evolution of the ‘Civic and social engagement’ dimension by EU-28 European countries (%) 

                                                           

15 No variations have been found in this subdimension, since the selected indicators only showed specific 
measures corresponding to the year 2015, for which reason this value has been maintained as an estimation. 



64 
 

 

With regard to the dimension in the situation of the different countries analysed, it can be observed 
(Figure 11) that: 

- The average evolution of these countries is an increase of 1.4% in four years. 

- A number of countries increased their weight in this dimension with notable percentage increases 
of more than two points (Bulgaria, Germany, Greece, Spain, Croatia, Italy, Lithuania, Poland) in 
four years. 

- Some countries reduced their weight in this dimension (Belgium, Czechia, Cyprus, Hungary, 
Slovenia, and Slovakia) with decreases in participation in the four years analysed. 

- This evolution was varied, unevenly affecting different subdimensions in the countries. For 
instance, there was a decrease of cultural participation in sixteen countries. Among those that 
stand out Italy (6 points), Cyprus and Slovakia (5 points), Malta (4 points). Another group of 
countries dropped around 3 points (Greece, Spain, Croatia, Hungary, and Bulgaria) or 2 points 
(Belgium, Portugal and UK) and the rest of countries one point or less (Germany, Poland, Slovenia 
and Sweden). On the other hand, it is remarkable the increase of other countries in this 
subdimension as Australia (10 points) or Ireland (6 points)  

- With regard to political participation, in general terms it is an increase of participation (6 points in 
the average data of the EU) in a very irregular manner. Political participation increased 
significantly among young people in Bulgaria, Germany, Spain, Italy, Lithuania, Croatia, Poland, 
Austria, UK and Sweden. In all those countries it increased more than seven points, with Malta 
highlighted with more than 16 points. In the rest of the countries it is lower (between 4 and 7 
points in Estonia, France; Netherlands, Portugal, Romania, and Finland; less than four in Greece, 
Cyprus, Latvia, Hungary, Ireland, Belgium and Denmark). Nevertheless, young people in Czechia, 
Slovenia and Slovakia seemed to disrupt the political commitment, maintaining the levels in 
Luxembourg and Australia. 
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- In general terms, civic participation also increased (3 point in the average of the European Union). 
Three countries had a great evolution with increases of more than 10 points (Greece, Italy, and 
Bulgaria), followed by Romania (6 points); Spain and Poland (5 points); Malta and Portugal (4 
points). The rest had a small increase (Latvia, Ireland and Belgium) or kept the ratio (Denmark and 
Australia). 

2.2.3 Employability 

The dimension of employability has been analysed taking into account the European average and also 
its evolution in each country in the two historical moments analysed (2013/12017). With regard to the 
employability dimension in the average EU-28 European countries (figure 12), it can be observed that 
there has been a slight increase in the two moments analysed. This increase has not occurred in all 
sub-dimensions equally. Thus, the ‘NEET’ related sub-dimension has declined and ‘education’ as 
participation in adult education, has remained stable. However, the ‘work related’ sub-dimension has 
increased, leading to a general increase in the dimension analysed.   

Figure 12. Evolution of the ‘Employability’ dimension average EU-28 European countries and Australia 
(%)  

 

In order to be able to observe the differences between countries, the disaggregated data for countries 
and sub-dimensions are presented below (Table 5). 

Table 5. Total scores by sub-dimensions of the ‘Employability’ dimension by EU-28 and Australia (%) 

 EDUCATION NEET WORK-RELATED EMPLOYABILITY 

GEO/TIME 2013 2017 2013 2017 2013 2017 2013 2017 

EU - 28 9 10 19 15 46 47 21 22 

Belgium* 4 5 19 15 48 49 20 22 

Bulgaria* 3 3 31 25 41 43 14 16 

Czechia 10 10 10 9 45 47 22 24 

Denmark 24 20 7 10 52 55 30 30 

Germany 7 7 15 11 54 51 25 25 

co 8 10 12 12 39 48 18 24 

Ireland 4 5 19 12 40 46 16 21 

Greece 5 7 20 11 37 34 15 16 

Spain* 13 12 28 20 45 45 19 21 

France 16 16 17 16 46 45 23 23 
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 EDUCATION NEET WORK-RELATED EMPLOYABILITY 

GEO/TIME 2013 2017 2013 2017 2013 2017 2013 2017 

Croatia 2 2 12 8 32 33 14 15 

Italy* 4 5 24 23 41 42 16 17 

Cyprus 11 9 12 10 41 39 20 19 

Latvia 5 5 15 9 38 42 17 20 

Lithuania 7 7 11 7 32 40 15 20 

Luxembourg 12 13 6 7 47 51 25 27 

Hungary 3 4 21 18 29 36 10 14 

Malta 7 12 22 16 55 59 24 29 

Netherlands 12 12 9 7 58 61 30 32 

Austria* 12 13 12 12 51 54 26 28 

Poland 2 3 10 9 39 37 18 17 

Portugal 11 12 18 9 46 44 21 23 

Romania 2 3 21 19 42 46 17 19 

Slovenia 10 11 10 7 42 42 21 22 

Slovakia* 2 2 13 17 33 37 14 15 

Finland 11 12 11 10 45 48 22 25 

Sweden 31 30 8 8 42 48 27 30 

U.K.* 15 14 24 19 55 58 25 27 

Australia* 20 14 12 12 60 62 38 37 

* countries chosen for ENLIVEN policy trail case studies 

We present the composite results on employability by countries in the Figure 13. 

Figure 13. Evolution of the ‘Employability’ dimension by EU-28 European countries (%) 
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With regard to the dimension in the situation of the different countries analysed, it can be observed 

(Figure 13) that: 

- The average evolution of these countries is an increase of 1.9% in four years.  

- A number of countries have increased their weight in this dimension with notable percentage 

increases of more than three points (Estonia, Ireland, Latvia, Lithuania, Hungary and Malta) in four 

years.  

- Some countries have maintained their scores in this dimension (Belgium, Czechia, Greece, Croatia, 

Italy, Netherlands, Austria and Portugal) with increases close to average in the four years analysed. 

- In relation to participation in lifelong learning course, there is a tendency to maintain the ratios in 

almost all countries, with slight increases or limited decreased. Two countries that moved away 

from this trend were Malta that increased 4 points, the same that Denmark descended.  

- Number of NEET has been one the main indicators of the lifelong learning policies. In this case, 

there is a widespread decline which was accentuated in countries that had a high number of young 

people who did not study or work (as the Mediterranean countries: Greece, Spain, Portugal 

(around ten points), except Italy (2 points). Bulgaria, Ireland and Latvia, Malta and Germany 

(descend around 5/6 points). 

- The percentage of young people who have a better position in the labour market because they 

have improved their skills, participation or employment opportunities has increase slightly (the 

work related subdimension evolution was from 20, 7 to 22, 3 at the European Union). In this case, 

the evolution varied greatly between countries, On the one hand, the opportunities seemed to 

improve in the Baltic countries (Estonia, Lithuania, followed by Latvia). On the other hand, it 

worsened for the young people of the Mediterranean arch (Cyprus, Greece, Portugal) or remained 

stable (Spain). The situation also seemed to become more complicated for young people in 

Germany and Poland).   
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2.3 Combined analysis of the vulnerability dimensions taken in pairs 

As mentioned above, this section presents the results on the basis of data from the countries analysed. 

Resulting from the crossings of the three dimensions taken in pairs with the intention of situating the 

different countries analysed16. To this end, two scatter plots are proposed that represent the two 

moments analysed (2013/2017) in each of the crosses in pairs of dimensions. In both cases, the 

countries with the highest scores are northern European countries, mainly the Nordic countries and 

the Netherlands. On the other hand, the lowest scores are found in countries in Eastern Europe 

(Bulgaria, Romania) and Southern Europe (Greece and Cyprus). 

 

Figure 14. Relationship between ‘Empowerment’ and ‘Civic and Social Engagement’ dimensions (2013) 
by EU-28 Europeancountries. 

 

 

With respect to the analysis of the crossing of the dimensions 'Empowerment' and 'Civic and Social 
Engagement' in the two temporal moments (2013/2017), it should be noted (figures 14 and 15) that 

                                                           

16 To facilitate greater statistical adjustment and better visualisation of the data, Australia has not been included 
in the scatter plots in this section. The reasons are due to the fact that similar data are not available to allow 
comparability 
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there is a slight increase in the values of the dimensions and a greater homogenization of all countries 
(R² = 0.4732  R² = 0.5572). 

Figure 15. Relationship between ‘Empowerment’ and ‘Civic and Social Engagement’ dimensions (2017) 
by EU-28 European countries.  

 

 

The same situation described above occurs at the crossroads of the dimensions 'Empowerment' and 
'Employability. In the two temporal moments (2013/2017), (figures 16 and 17) a slight increase in the 
values of the dimensions is observed and a greater homogenisation of the set of countries (R² = 0.2835 
 R² = 0.3722). 
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Figure 16. Relationship between ‘Empowerment’ and ‘Employability’ dimensions (2013) by EU-28 
European countries. 

 

 
Figure 17. Relationship between ‘Empowerment’ and ‘Employability’ dimensions (2017) by EU-28 
European countries. 

 
In both cases, as in the previous crosses, when looking at the relationship between 'Empowerment' 

and 'Employability' the countries with the highest scores are northern European countries, mainly the 

Nordic countries and the Netherlands. On the other hand, the lowest scores are found in countries in 

Eastern Europe (Bulgaria, Romania) and Southern Europe (Greece and Italy). In this case it should also 

be pointed out that the low employability score of some countries (Hungary, Poland, Croatia and 

Slovakia) makes them move away from the European average. 

EU28
BE

BG

CZ

DK

DE

EE

IE
EL

ES

FR

HR

IT

CY

LV

LT

LU

MT

NL

AT

PL

PT

RO

SI

SK

FI

SE

UK

R² = 0,2835

10

15

20

25

30

35

50 55 60 65 70 75

EM
P

LO
YA

B
IL

IT
Y

EMPOWERMENT

EU28
BE

BG

CZ

DK

DE
EE

IE

EL

ES

FR

HR

IT

CY LV
LT

LU

HU

MT

NL

AT

PL

PT

RO

SI

SK

FI

SE

UK

R² = 0,3722

10

15

20

25

30

35

50 55 60 65 70 75

EM
P

LO
YA

B
IL

IT
Y

EMPOWERMENT



71 
 

Figure 18. Relationship between ‘Civic and Social Engagement’ and ‘Employability’ dimensions (2013) 
by EU-28 European countries. 

 

Figure 19. Relationship between ‘Civic and Social Engagement’ and ‘Employability’ dimensions (2017) 
by EU-28 European countries. 

 

In the last of the crosses of dimensions analysed, the cross of the dimensions 'Empowerment' and 
'Employability', in the two temporal moments (2013/2017), (figures 18 and 19), a situation of stability 
is observed in the values of the dimensions and a similar homogenisation of the set of countries (R² = 
0.478  R² = 0.4719). 
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Similarly to the previous crosses, when looking at the relationship between 'Civic and social 
Engagement' and 'Employability' the countries with the highest scores are northern European 
countries, mainly the Nordic countries and the Netherlands. On the other hand, the lowest scores are 
found in countries in Eastern Europe (Bulgaria, Romania, Hungary, Croatia and Slovakia). In this case 
it should also be pointed out that the low employability score of some countries (Greece, Poland and 
Italy) makes them move away from the European average. 

2.4 Combined analysis of the three dimensions 

After analysing the data for each of the dimensions of the model, it is convenient to be able to rank 
and group the different countries as well as to have a vision of each of them with respect to the three 
dimensions in the two moments analysed (2013/2017). 

Table 6 shows the overall scores and the respective country rank for each of the dimensions relating 
to adult education outcomes analysed. The countries are sorted according to their overall dimension 
score. Data demonstrates that differences occur between the country ranks depending on the three 
dimensions. For example, Finland, which occupies the first place according to its overall score in 
empowerment, ranks third on civic and social engagement, and tenth on the Employability dimension. 
These differences indicate that measuring adult education outcomes is a complex phenomenon and 
that, in this respect, structural aspects that mediate in the improvement of outcomes appearing in all 
countries should be taken into consideration.  

These data also show that the three dimensions have different differentiating power. Thus, the 
countries differ considerably in relation to employability and empowerment – the difference between 
the highest and lowest score is 22.8 and 16.4 percentage points respectively. The differences between 
countries in relation to civic and social engagement, however, are much more reduced – the highest 
scores are 49.7 (Australia) and the two lowest 23.1 (Bulgaria).  

 

Table 6. Total score and rank on the three analysed dimensions (2017) by EU-28 and Australia (%) 

EMPOWERMENT  CIVIC AND SOCIAL 
ENGAGEMENT 

 EMPLOYABILITY 

Finland 73 
 

Australia 50 
 

Australia 37 

Denmark 70 
 

Netherlands 40 
 

Netherlands 32 

Sweden 69 
 

Finland 40 
 

Denmark 30 

Netherlands 68 
 

Sweden 40 
 

Sweden 30 

Luxembourg 67 
 

Denmark 39 
 

Malta 28 

Germany 66 
 

Austria 38 
 

Austria 27 

Austria 66 
 

Germany 36 
 

U.K. 27 

Slovakia 66 
 

Italy 36 
 

Luxembourg 27 

Lithuania 66 
 

Slovenia 35 
 

Germany 25 

Czechia 64 
 

Latvia 35 
 

Finland 25 

Malta 64 
 

France 34 
 

Estonia 24 

Poland 64 
 

EU - 28 33 
 

Czechia 24 

Estonia 64 
 

Luxembourg 33 
 

Portugal 23 

Belgium 63 
 

Belgium 33 
 

France 23 

EU - 28 63 
 

Estonia 33 
 

EU - 28 22 

Slovenia 62 
 

Czechia 32 
 

Belgium 22 

Hungary 62 
 

Lithuania 32 
 

Slovenia 22 
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EMPOWERMENT  CIVIC AND SOCIAL 
ENGAGEMENT 

 EMPLOYABILITY 

Australia 62 
 

Poland 32 
 

Ireland 21 

Ireland 62 
 

U.K. 32 
 

Spain 21 

Latvia 61 
 

Ireland 32 
 

Latvia 20 

U.K. 61 
 

Spain 31 
 

Lithuania 20 

France 61 
 

Portugal 31 
 

Cyprus 19 

Portugal 60 
 

Greece 29 
 

Poland 17 

Cyprus 60 
 

Malta 29 
 

Italy 17 

Spain 59 
 

Slovakia 29 
 

Greece 16 

Greece 58 
 

Cyprus 27 
 

Bulgaria 16 

Italy 56 
 

Hungary 27 
 

Slovakia 15 

Bulgaria 52   Bulgaria 23   Hungary 14 

 

To deepen our analysis, we have identified distinctive groups of countries based on their overall score 

with the objective of providing an overview of the intersection between the levels of the three 

dimensions analysed. To make this grouping, we took as a basis the study by Roosmaa and Saar (2017), 

which theoretically distinguished seven types of adult learning countries, corresponding to the 

typology of countries based on varieties of capitalism, welfare state regimes and their extensions. 

The countries that Roosmaa and Saar (2017) did not cover in their typology (Spain, Belgium, Czechia, 

France) have been assigned by affinity. As for their analysis, the main objective was to have a 

representation of the key countries in each of the typologies, however, our intention here is to be as 

descriptive as possible about the situation of the countries analysed.17  

As noted above, we analyse the perceived benefits of adult learning through the evolution of the three 

dimensions by comparing seven types of adult learning countries.  

The more or less common division of countries is the four types of welfare states: 

1. The Nordic or social democratic country type - we include Norway, Sweden, Finland, the 

Netherlands and Denmark.  

2. The liberal country type consists of the United Kingdom, Ireland and France.  

3. Portugal, Italy, Greece, Spain and Cyprus are classified as southern European countries.  

4. Germany, Austria, Slovenia, Belgium and Luxembourg constitute a continental or corporatist 

type of adult learning.  

In addition, three types of Central and Eastern European or post-socialist countries are distinguished:  

5. Neoliberal (Estonia, Latvia, Lithuania) 

6. Embedded neoliberal (Hungary, Poland, Slovakia, Czechia and Malta) 

7. Balkan countries (Bulgaria, Croatia and Romania) 

 

In what follows, we will present the results by those groups of countries; however, based on the results 

relevant for our consideration, we have specifically included Australia in the type of social democratic 

countries, even if earlier analysis might have considered them also fitting to other categories. 

                                                           

17 For this reason, Australia has been assigned by affinity in its scores to the category of the Nordic countries 
although by its political regime it should fit into the liberal country type. 
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Figure 20. Score on the three analysed dimensions (2013) by EU-28 and Australia 

 

According to the data analysed (figure 2018), the group of countries that are close to the European 

average (118%) are the liberal countries and the neoliberal Baltic countries. The highest percentage in 

all three dimensions analysed is the Nordic or social democratic country type (around 130-140%) and 

in those countries with a continental or corporatist type of adult learning (120-130%). On the other 

hand, the group of countries below the European average are the countries of southern Europe and 

those belonging to Eastern Europe or post-socialist countries of the embedded neoliberal type and 

the countries of the Balkans. 

 

  

                                                           

18 Figure 20 and figure 21 represent a sum of the scores of each country in the three dimensions 

calculated.  For this reason, the percentages represent the overall value, exceed 100% and have a possible 

maximum of 300% 
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Figure 21. Score on the three analysed dimensions (2017) by EU-28 and Australia. 

 

With regard to the analysis of the two time periods (2013/2017), it should be noted (figure 2119) that 
there are no substantial changes by the composition of the groups of countries, although there is a 
slight increase in the values of the dimensions, as described in the previous section.  

As can be seen, the analysis of the countries based on these three dimensions does not fully highlight 
the differences corresponding to the typology of countries based on their variety of capitalism and 
welfare state regime (Roosmaa and Saar, 2017), as we have added several differences through the 
various indicators that explain the distinct development of adult education in the countries analysed. 
The commonalities within the types of countries suggest usefulness of this approach, especially when 
illustrated by the cumulative value of the three dimensions considered and compared across the types 
of countries. 

2.5 Discussion and Final remarks 

The aim of this section was to explore the situation of young people in Europe and Australia according 
to different dimensions of vulnerability that could be addressed through lifelong learning - 
empowerment, employability, social relations and active citizenship. To this end, we analysed the 
evolution of the 28 European countries and Australia by the different dimensions and were able to 
group the different countries according to their results. 
 
As a result of our analysis, in addition to describing the countries by these dimensions, we have been 
able to compare the values of those dimensions two by two and describe the countries according to 
the a typology of countries following the model of welfare citizenship typology of Chevalier (2016) and 
the analyses carried out by Boyadjieva and Ilieva-Trichkova (2018) about adult education as a common 
good. 
 
Especially, in the two by two analysis we have been able to observe that the dimensions are quite well 
correlated, that is, that they are indeed all informative as different dimensions of the same 
phenomenon. We argue it is important to take these three dimensions into account when referring to 
the social outcomes in vulnerability and social cohesion. We do acknowledge our selection of 
                                                           

19 Figure 20 and figure 21 represent a sum of the scores of each country in the three dimensions 

calculated.  For this reason, the percentages represent the overall value, exceed 100% and have a possible 

maximum of 300% 
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indicators for the dimensions, though following our theoretical and discourse-based insights was 
limited to availability, thus additional or different aspects could be included in the future, 
nevertheless, the exercise at hand suggests this approach is feasible, informative, and thus useful to 
understand countries’ relative position towards each other and EU average as well as their changes 
over time.  
 
As regard the analysis of the countries based on all of three of these dimensions, these have been 
assigned by affinity and coincide quite a lot with the typology developed by Roosmaa and Saar (2017). 
It is perhaps informative – and important - that according to all the dimensions we considered, all 
types of countries (and all countries) have space to aim for improving their outcomes, compared to 
the theoretically set criteria for the indicators.  However, then comparing the countries with each 
other, in this respect we have been able to see (Table 7) how the countries with the highest scores 
belong either to the Nordic or social democratic or to the continental or corporatist type of adult 
learning', while those furthest below the European average are classified as southern European, 
embedded neoliberal and Balkan countries. Australian experience seems to produce relatively good 
results, high above the EU28 average and even above the best-performing European countries, thus 
raising the questions of the policy mix supporting achieving benefits for adult education for youth 
across the policy trail. 
 
Table 7. Five fighest and lowest countries on the three analysed dimensions (2017) by EU-28 and 
Australia (%) 

 EMPOWERMENT CIVIC AND SOCIAL ENGAGEMENT EMPLOYABILITY 

TOP FIVE 

Finland           73 

Denmark        71 

Sweden          68 

Netherlands  68 

Luxembourg  67 

Australia 50 

Netherlands 40 

Finland                40 

Sweden 40 

Denmark 40 

Australia 37 

Netherlands 32 

Denmark 30 

Sweden 30 

Austria               28 

EU28 63 33 22 

LOWEST 
FIVE 

Cyprus    60 

Spain    60 

Greece    58 

Italy    56 

Bulgaria   52 

Malta     29 

Slovakia    29 

Cyprus     27 

Hungary   27 

Bulgaria    23 

Italy    17 

Greece    16 

Bulgaria   16 

Slovakia   15 

Hungary   14 

 
 
Our intention here has been to be as descriptive as possible about the situation of the countries 
analysed, so, as has been said, there are cases such as Australia that have been associated with the 
Nordic countries, although due to its political regime it should fit into the type of liberal country. 
 
In addition, it should be noted that Boyadjieva and Ilieva-Trichkova (2018) have already highlighted 
the existing critiques of the use of typologies in lifelong learning research, drawing to the limitations 
of working with variables at the country level. They pointed out two important aspects that will go 
unnoticed in the type of analysis we carried out here, namely the different levels of governance 
(regional and transnational), and the lack of testing and statistical validation in the construction of 
some of these typologies (Boeren, 2016). 
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Our typology of countries has sought to take into account additional dimensions of the differences 
between countries that are not included in previous studies in order to better explain the different 
outcomes of adult education with regard to vulnerable young people.  
 
It is also worth noting that our macro-data analysis highlights the importance of incorporating 
structural and institutional factors to better understand adult learning outcomes. Although the results 
presented here indicate that country typology influences different adult learning outcomes, the 
classification does not explicitly describe the mechanisms underlying this differentiation. 
 
For this reason, it is useful to further analyse macro-level factors, such as the general level of 
inequality, the characteristics of the education system, labour market regulation and social protection 
provided by the welfare state, which are relevant to the various types and patterns of adult learning 
outcomes.  
 
In line with the proposals of Roosmaa and Saar (2017) we might conclude that for further optimisation 
of lifelong learning policy outcomes "rather than trying to impose a single `better model', European 
adult learning policies should work with and through institutional frameworks. Otherwise, there is a 
danger that some elements quite distant from the institutional reality of the country will be 
introduced, leading to ineffective social practices” (p. 271). 

 

2.5.1 Limitations 

 
In recent years, we have seen a marked upsurge of interest in measuring the outcomes and effects of 
adult learning. Although most analyses focus only on one type of benefit, usually economic in nature, 
significant research has covered both the economic and the wider social or personal benefits of 
learning, demonstrating considerable breadth as well as depth (Blundell et al. 2000; Jenkins, 2002; 
Schuller et al. 2004; OECD, 2007a).  

 

In this sense, what we have aimed to do throughout the societal level analysis is to make explicit an 
approach to analysing different types of data, and to bring them together to build a multi-dimensional 
picture. The general issue of the benefits of learning, and especially the focus on causality, make a 
multi-dimensional approach especially important (Schuller et al. 2004). However, it has not been 
possible to gather all the dimensions of cross-country differences that should be taken into account 
to better explain the social inclusion across time in different countries.  

 

In addition, as Field (2011) confirms, longitudinal data sets are essentially historical. They capture the 
experiences of particular generations, forged through time, and while it is important to demonstrate 
that learning has had particular effects, it is also essential to recognise the historical specificity of these 
experiences. To take one example, some studies have produced detailed and convincing analyses of 
the effects of learning during the recession of the early 1990s. Based on a study of men, Gregg and 
Tominey produce compelling evidence that  

 

“the long term wage penalty of being unemployed during youth was lower for people who 
then took educational qualifications between the ages of 23 and 33, while noting that 
relatively few of those who had experienced a lot of youth unemployment had taken 
qualifications” (Gregg and Tominey 2005, 500).  
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This is important, and is clearly relevant to policy decisions. Nevertheless, it relates to the experiences 
of people who became unemployed in one specific context, and then experienced the very specific 
conditions of the labour market of the late 1990s and early 2000s. It is not clear that the same 
outcomes will result for people who are unemployed in later periods or for people from different age 
cohorts.  

 

So one of our handicaps has been the estimation the effect of education on social inclusion at the 
societal level by time comparison alone.  Changes in social inclusion across time can also be due to 
other time-varying macro-level factors, but it is also clear that other studies on the effects of 
educational lifelong learning programmes have suffered the same limitation and yet been able to 
extract valuable information and knowledge about the implications of this type of programme (OECD, 
2007b; Manninen & Meriläinen, 2014; European Commission, 2016). 

 

Despite these criticisms, and allowing for the gaps, we believe that our analysis represents an advance, 
albeit modest, in knowledge of the economic, individual and social impact of learning through 
combining different research methods to analyse and present a complex body of evidence on the ways 
in which people’s participation in learning can influence their well-being (Schuller et al. 2004). This has 
proven a fruitful field of investigation, and although the findings need to be interpreted with caution, 
they have significance for policy and practice. 

 
Another limitation is that we have included adult education (e.g. participation rates) as one of the 
indicators of the employability dimension; we have not measured it per se at the macro-level, and 
related it to social inclusion indicators. This option seemed more reasonable to us in order to take into 
account the conception of human capital described (see section 1.3.2 above on   Employability), where 
most of the literature about lifelong learning benefits is concerned with work-related training (Field, 
2012). 
 
This approach highlights the opportunity scenarios linked to lifelong learning, in particular among 
young people, offering a frame of reference for research on the links of education to economic 
outcomes (Desjardins & Schuller, 2006). In research concerning the benefits of education underpinned 
by this economic perspective, education is examined on the basis of comparing people's performance 
in terms of progression towards future employment. On this basis, we consider that participation rates 
in lifelong learning programmes can also be a good indicator of the grade of inclusion through the 
increase in employability, especially of the most disadvantaged sectors of the population. 
 
Also, it is necessary to be mentioned that to ensure the maximum possible reliability of the analysis 
carried out, several quality criteria have been established. However must be mentioned some 
limitations about them 
 

- The first is the selection of indicators. The need for geographical comparability of the data 
means that indicators have been chosen which, on the one hand, represent each of the 
dimensions and variables as best as possible and, on the other hand, are available in reliable 
official registers, are periodically measured, and disaggregated by age and educational level. 
This limitation implies that the difference in the type of data available also influences the 
results presented here. 

 
- Another constraint to note is the differences in political, economic and legislative contexts 

that moderate different indicator scores. Thus, for example, compulsory voting in some 
countries (e.g. Australia) makes their scores on the civic and social engagement dimension 
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artificially high. This limitation has been countered by including other indicators in the same 
dimension and weighting them, but it is always present. 

 
- There is also a methodological limitation that has to do with the construction of indexes and 

summary values of concepts as abstract as the dimensions analysed here. In this sense, the 
selected data suppose a reduction of information that, together with the statistical treatment 
of the data (weighting and averages) mean the scores and data presented here should be 
taken with due caution and as an empirical approximation to a complex phenomenon. 

 
Finally, in this report we have chosen to use the same vulnerability dimensions for different 
methodological approaches, quantitative and qualitative ones. This option was complex to put into 
practice due to the necessary adaptations it requires. For example, in the case of the concept of 
empowerment, we maintain that it might be more likely for an adult education programme to have 
an impact in a way of changing opinions and attitudes that would possibly lead to changes in behaviour 
through a mechanism of personal empowerment. However, in current study, the civic and social 
engagement on the society level that we explored in the quantitative analysis was not the soft 
indicator (such as attitude) but rather the behavioural indicator that would be easier to measure and 
also likely to have better comparability across countries and contexts. This, by definition, then would 
also mean that the level of certain behaviour observed in any given point in time is a long term result 
of possible social processes taking place over time (possibly supported by adult education as a 
mechanism). We suggest that attitudes and their changes over time would also be a welcome indicator 
to be measured when exploring changes within a (national) context over time, or even comparing the 
contexts, provided due attention is given to achieving comparability or providing interpretations of 
important differences. 
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3 INDIVIDUAL LEVEL ANALYSIS OF BENEFITS: THE QUALITATIVE 

CASE STUDY APPROACH 
By Concepción Maiztegui (UD), Rosa Santibáñez (UD) with the collaboration of Luana Ferreira 

Lopes Silva (UD). 

Introductory note 

As part of the interlinked approach across Work Packages WP1-2-3, the ENLIVEN team developed a 

policy trail methodology to further understand European lifelong learning policies and funding 

schemes20. Parts of the data collection procedures have been shared across work packages, thus the 

data has been analysed from different points of departure (in addition to here, see D2.2, D3.2). 

Furthermore, data from the policy trails are meant to be suitable for inclusion in the IDSS case library 

(Boeren, Mackie, & Riddell, 2019). In this deliverable 1.2. we focus on the analysis of the benefits 

derived from the lifelong learning programs that have been identified in the policy trail. The aim was 

to uncover the commonalties and differences in characteristics related to the benefits associated with 

participation in two programs for every country. Indeed, through the comparison of the intensive 

description of particular cases in different contexts the intention was to gain a better understanding 

of this phenomenon (Stake, 2006). We specifically explored what learning programme characteristics 

could be associated with possible benefits. 

The questions that guide this chapter are the following ones:  

 How do different stakeholders interpret the outcomes of participating in lifelong learning 
programmes aimed at young people who are considered vulnerable as a result of their 
difficulties in accessing the labour market?  

 Which pedagogical strategies underpinned the education processes? 

Drawing on the theory of social benefits of lifelong learning (Desjardins & Schuller, 2006; Schuller, 

Preston, Hammond, Brassett-Grundy, & Bynner, 2004) and the psychological empowerment theory 

(Diener & Biswar-Diener, 2005; Narayan, 2005, Zimmerman, 1995), this chapter presents the voices 

of those involved in 20 lifelong learning case studies selected in the ENLIVEN Policy trail.  

3.1 Scope and methodology  

The policy trail entails “examining the effects of policy that connects people and locations at different 

levels” (Milana, 2019, p.25). In order to achieve this objective, it is necessary to contrast the vision of 

different people involved in the training, usually through interviews and the analysis of official 

documents or grey literature. As report 2.2. explained the selection of the cases required the 

identification of common criteria to increase the comparability of the programmes of interest, 

although the contexts in which they were implemented were very varied.  

In the social risk society, young people are considered a particularly vulnerable part of the population 

due to their difficulties in entering into the labour market (Chevalier, 2018; Zimmerman, 2017). In 

consequence, policies tend to have as their main objective the preparation for the transition of young 

people, especially the most vulnerable groups such as those who have not completed their studies or 

                                                           

20 The process was explained on previous report 2.2. (Boeren, Mackie, & Riddell, 2019) and report 2.3 (Milana, 
2019). 
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who have neither education nor work (Perreira do Amaral & Zelinka, 2019). With regard to the 

ENLIVEN policy trail, this was the first criteria. 

The selection took into account the focus of the policies. Aiming at variation and diversity, instead of 
representativeness, the following paragraph summarizes the ENLIVEN criteria:  
 

Given the European comparative nature of our project, we searched for schemes 

implemented across Europe that reflect the aims of (1) education and training that form part 

of ALMPs and (2) basic and second chance education. Both Youth Guarantee and Upskilling 

Pathways were identified as European schemes which represent the ideas of ‘employability’ 

and ‘empowerment’. This decision was driven by a number of reasons. Firstly, WP2 is closely 

interconnected with other WPs of the ENLIVEN project, especially with WPs 1 and 3. (…) 

Secondly, the education and training landscape is rather fragmented (...) As such, as a matter 

of increasing the comparability of the programmes of interest, it is needed to select 

programmes that have certain commonalities, but which are delivered in different types of 

context. Bray et al. (2007) explained that sound comparisons draw on a mix of differences and 

standardisations, avoiding a comparison of ‘apples and oranges’ or having nothing to compare 

at all. Selecting schemes that have similar aims across countries was therefore recommended. 

The Upskilling Pathways and Youth Guarantee Schemes were found to be the most relevant 

ones for the type of programmes we were interested in. Thirdly, research projects have to be 

carried out within a certain timeframe, consuming a limited amount of resources (Boeren, 

Mackie, & Riddell, 2019, p. 27-28). 

The processes of methodological design, field work and analysis were divided into four stages (figure 

7). The first corresponded to the design of the policy trail (WPs 1, 2 and3). During this stage the 

selection of the criteria of the cases (as mentioned above) and the script of the three distinct 

interviews were designed21 jointly by WPs 1, 2 & 3 and shared with national teams. Open questions 

guided the research and influenced the data gathering. In the case of WP1 (Task 1.3), the objectives 

of these questions were to openly collect data on the benefits experienced by the participants 

themselves or those identified by practitioners. Policy makers and practitioners were also asked about 

the outcomes of the projects. The contrast of these responses is presented in the next section of this 

report. ENLIVEN ethical regulations had been ensured by all partners before the start of data collection 

and during the analysis, respecting the anonymity of the informants.  

Figure 22. Stages of the policy trail related to the report D1.2 

                                                           

21 Interview script can be found in the annexe 1.  
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The second stage required each of the national teams to carry out fieldwork based on two case studies 

in every country, in total 20 cases22. This fieldwork was based on the review of grey literature (which 

include reports, memoranda, conference proceedings or web sites), other available documentation 

and conducting interviews in the two cases (table XX). The selection of interviews was based on 

purposive sampling, drawing on people involved in a range of the different 20 cases included in the 

ENLIVEN policy trail. As a whole, the interviews comprised stakeholders drawn from a variety of 

different learning contexts. Split approximately across the variety of roles played in those programs 

(participants, practitioners and providers), table 2 presents an overview of the interviews. The 

rationale behind this sampling was that the participants were able to talk about the changes occurring 

during the projects.  

Table 8. Interviews in the ENLIVEN Policy trail 

Type Country Partici-
pants 

Practi-
tioners 

Providers or  
their  

representatives  

Total 

Liberal Australia based on secondary data analysis only 

Scotland 10 2 2 14 

England 9 3 2 14 

Conservative  
continental 

Belgium 2 6 2 11 

Austria based on secondary data analysis only 

Southern  
Europe 

Spain 13 4 3 20 

Italy 13 2 2 17 

Post- 
Socialist 

Neoliberal Estonia 9 4 8 21 

Embedded 
neoliberal 

Slovakia 10 4 2 16 

Balkan Bulgaria 10 3 3 16 

  Total 76 31 22 129 

 

The analysis was completed throughout phases 3 and 4 (figure 7). In the third phase the national teams 

analysed the interviews and the documentation on the basis of the seven primary axes of analysis 

proposed to them in the template (annex 1). This third phase also involved the elaboration and 

delivery of the national reports based on the analysis of interviews and documents provided. The 

                                                           

22 The description of the 20 cases is available on deliverable 2.2. Barriers and enablers of participation in different 
types of provision by young low qualified adults (Boeren, Mackie, & Riddell, 2019) 

Case studies design: 
Criteria of selection 
Scripts of interviews 

Policy trail design 
(WP1,2 & 3) 

Identification of cases 
Interviews 
Analysis of grey 
documents, web site, 
etc. 

Field work: 
gathering data  

(national teams) 
Submission of 10 reports 
on 20 cases 

National Reports: 
analysing data 

 (national teams) 

Content analysis of 
national reports 

Report 1.2: 
analysing data 

(WP1) 
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reports thematically present the cases around the seven sections or axes of analysis: description of 

the context, description of the program, access and barriers, possible benefits, characteristics of 

specific programs; defining and measuring success and learning lessons23. Guidance for the analysis 

included issues to cover and sources of evidence (annex 2).  

Table 9. Axes of analysis and categories 

AXES OF ANALYSIS ON NATIONALS 
REPORTS IN RELATION to BENEFITS 
AND CHARACTERISTICS OF CASES 

BOOK OF CODES: CATEGORIES IN REPORT D1.2  

Possible benefits: 

Functional outcomes, participation in 
social, political life, feeling,  

Measuring success: 

Possible outcomes 
Evaluation 
 
Learning lessons: 

Evaluation 
Action changes 
 

Personal skills related to agency and Empowerment:  
Development of basic skills (reading/writing, 
languages, ICT) 
Attitudes towards learning 
Identity/self-perception (autonomy, self-control, self-
efficacy) 
Mental well being 
 
Social and Civic Engagement:  
Social interactions (relationships) 
Civic participation (volunteer, civic participation in 
the community) 
 
Employability: 
Further Education 
Technical training 
Job related skills  
Job prospects (career opportunities, new job) 

Characteristics of the programs 

Contents 
Activities 
Link with other projects 

Pedagogical practices:  
 
Activities  
Workshops 
Work placement 
Relation with other stakeholders (employees, 
municipalities) 
 
Teaching style: 
Respect treatment 
Encourage teamwork 
Support/ Mentoring 
Flexibility Tailored approach 
 

 

Finally, the fourth stage involved the analysis of these reports for the preparation of report 1.2. In the 

following paragraphs we explain the process of analysis that we have followed. The purpose of the 

                                                           

23 For more information, annexes 1 and 2 are available. 
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analysis was to identify potential benefits to participating in the given learning programme detected 

by study participants of the different cases and the processes that underpin them.  

The analysis was qualitative in a deductive and inductive process, based on data driven content 

analysis (White & Marsh, 2006). The process started with the creation of a system of categories for 

the identification of the theoretical constructs. The deductive analytical construct was elaborated on 

the basis on the theoretical review of research related to this theme,  vulnerability (reports, D1.1.; 

Holford, 2018); lifelong learning benefits, in particular based upon social capital approach (Geerzt, 

Schultz, 2004b; Tett & Maclachlan, 2007; Schuller, Preston, Hammond, Brassett-Grundy, & Bynner, 

2004) and pedagogical practices (Crowther, Maclachlan, & Tett, 2010; Hammond, 2004). Therefore, 

and starting from the bibliographic review, the WP1 team had prepared a book of theoretical 

categories/codes through which the national reports were analysed. In an inductive process, working 

with the documents, emergent analytical topics become evident. Consequently, categories were 

refined and from the review emerged the category codes visible in annex 3. A secondary analysis was 

completed and checked by two researchers.  

The book of codes was developed using six axes which identify the possible benefits of lifelong 

learning: Personal skills related to agency and empowerment; social and civic engagement; 

relationships, employability and pedagogical strategies (for more information see Annex 3). Personal 

skills related to agency and empowerment included: basic skills, attitudes toward learning, self-

perception and mental well-being. Social and civic engagement evoked social interactions and civic 

participation. Employability encompassed three codes: technical training, soft skills related to job, and 

job prospects. The pedagogical practices were codified as activities and teaching style.  

3.2 Results 

3.2.1 Description of the sample 

In terms of target groups, table 10 and table 11 present the cases included in ENLIVEN policy trail and 

the main characteristics of the participants. Between the geographical disparity and the orientation 

of the selected cases, it can be observed that the participants share certain conditions that allow them 

to access project designed for incorporation into society. They clearly represent the main target group 

for the programmes. 

The review of the case studies in the 10 ENLIVEN countries provided documentation related to the 

type of personal and social outcomes in relation to transition to the labour market for the population 

(tables 10 and 11 ). Tables 10and 11 present a summary of the main characteristics of the ENLIVEN 

policy trail cases. Inspired by the typology developed by Roosmaa and Saar (2017), and based on the 

previous work of WP2 and 3, the tables present the structural context in which the two European 

projects have been implemented or their correlatives that have been chosen to explore the 

implementation of projects related to the employability or empowerment dimensions chosen in 

ENLIVEN policy trail. In WP3, deliverable 3.2 (Milana, 2019), the implementation of projects in 

different countries is discussed in depth and in deliverable 2.2 (Boeren, Mackie, & Riddell, 2019), the 

main focus is on learners' experiences in specific education and training settings. Based on the analysis 

of the national reports, this deliverable 1.2. focuses on the analysis of perceived benefits as well as 

the factors related to these benefits, mainly the pedagogical strategies selected in the different cases. 

Between the geographical disparity and the orientation of the selected cases, it can be observed that 

the participants share certain conditions that allow them to access projects designed for incorporation 

into society. 
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Table 10. ENLIVEN Policy trail on employability (Youth Guarantee) 

Analytical level YG within the welfare state regime 

Implement of 
YG 

Not implement national YG schemes Implement national YG schemes 

Analytical level  Liberal Conservative Continental  Southern Europe Post-socialist 
neoliberal 

Post-socialist 
embedded 
neoliberal 

Post socialist 
Balkan 

ENLIVEN 
Countries  

Australia UK. England UK. Scotland Flanders Austria Spain Italy Estonia Slovakia Bulgaria 

CASES Transition to Work UK. Talent 
Match. Young 
and Successful 

College Entry 
Programme 

Sports based  
work experience 

for youth 

Outreach 
Vienna weekend 

 

 Building 
maintenance 

 Manpower 
industry program 

 

My first job 
career office 

RESTART Training and 
Employment for 

youth people 

Target groups Unemployed young 
people between 

the ages of 15 and 
21. 

Young adults, 
(18-24) with 

hardest access 
career 

opportunities 

Young adults 
without starting 

qualifications 

Low educated 
young (18/25 

years old) 

Low qualified 
people in the 

area 

Young adults 
until the age of 

29 
(school leavers) 

Young adults (24 to 
29). 

Young in need 
(poor mental 

health, special 
needs & complex 

household 
(17/26) 

Young adults 
(Roma) 

Young adults 
until the age of 

29 
(Roma) 

Aim to  Make young adults 
‘workforce-ready’ s 

Combating 
worklessness 

Progress on to 
full-time at the 

college and 
following 

academic year 

Help them 
successfully 
navigate the 
transition to 

employment or 
further training 

Vocational 
orientation and 

educational 
pathway 

 

Transition to 
employment 

Transition to 
employment in a 
specific company 

engagement in 
either 

employment or 
education by 

raising 
awareness 

Experience 
theoretical & 
practical, to 
understand 
workplace 

habits 

Receive 
opportunities 
for subsidised 

employment & 
training routes 

to obtain 
professional 
qualifications 

Activities  Coach, provide 
work placements 
and connections to 
employers over the 
duration of 6-12 
month 

Personal action 
plans 

Formal and 
informal 
methods  

Work guidance 
trajectories 

Diversity, 
workshops, 
presentations, 
information & 
guidance 
activities  

Technical and 
social training & 
paid 
employment (6 
months) 

Technical training, 
communication & 
relationships at the 
workplace & 
internship 

Information & 
counselling on 
labour market 
themes, 
Workshops  
practical worklife 

Individual action 
plans.  
based on group 
and individual 
meetings ad 
diaries 

Training for 
professional 
qualification, 

mentoring and 
counselling 

Pedagogical 
strategies  

career guidance 
and skills and 
capabilities 
building 

Focussed on 
one-to-one 
support and 
operated within 
a person-
centred ethos. 
Holistic 
approach 

Group working  
Ongoing 
assessment 

focussing on 
attitudes and 
skills that 
resemble 
participation in 
sport 

occupation-al 
guidance 

personal 
guidance, 
Obligatory 
participation 

interactive & 
participatory with 
personal tutors 

personalised 
career guidance 

counselling and 
career guidance. 
Obligatory 
participation 

individual 
support, group 
consultations 
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Table 11. ENLIVEN policy trail on Empowerment (Upskilling) 

Analytical level Upskilling within the welfare state regime 

Analytical level Liberal Conservative Continental Southern Europe Post-socialist 
neoliberal 

Post-socialist 
embedded 
neoliberal 

Post socialist 
Balkan 

Themes 
adopted in 
Upskilling 

Does not apply Stakeholders coordination around 
basic skills provision 

Guidance and 
orientation for 
adult learners  

Skills 
assessment 

and validation 

Awareness, 
raising guidance 

Skills assessment 
and validation 

Stakeholders 
coordination 

around basic skills 
provision 

Awareness, 
raising 

guidance 

Stakeholders 
coordination 
around basic 

skills provision 

ENLIVEN countries Australia UK. England UK. Scotland Flanders Austria Spain Italy Estonia Slovakia Bulgaria 

CASES Brotherhood of St. 
Laurence 

Community 

Talent Match 
D2N2 

Activity 
Agreement 

Qualifying 
pathways 

Initiative for 
adult education 

Vives Emplea The floors is yours Adult Education 
program courses 

REPAS + New chances for 
success 

Target groups 15-19 year-olds 
who have not 

completed school 
and who are facing 

barriers to 
participation in 

mainstream school 
settings 

NEET (18-24), 
out of work for 
over 12 months 

Young people at 
school leaving 

age with no 
qualification 

(16-19) 

Open. 
Requirement: 
young adults 
cannot apply 

within the first 12 
months after 
leaving school 

adult 
learners. 
(certain 
strand: 
migrant 

background 
and under 25 

years) 

Jobseekers. Migrants 
background 

Adults (over 17) 
with completed 

compulsory, 
interrupted 
educational 

pathways and want 
to continue their 

education 

Unemployed 
NEETs under 

29. 
Roma 

background 

Low-skilled 
adults age 16 

and over 
(15 to 29) 

Roma 
backgrounds 

Aim to Build autonomy 
and confidence. 

Provide support 
to develop their 
basic skills up to 

Level 2/GCSE 
level 

Progress and 
sustain further 

learning, 
training and 
employment 

Increase 
competencies in 
job-related fields 
relevant to occu-
pations where job 
opportunities lie 

Gaining new 
perspectives 

toward 
learning  

Activation and 
integration in 

the labour 
market 

Improve language 
skills & civic 
education 

Continue 
educational 
pathways 

Requalifica-
tion of young 

NEETs 
toward 

vocational 
training 

Stimulate 
participation in 
lifelong learning 

& improve 
general well-

being 

Activities Classroom-based 
learning (general & 

vocational 
education), work 

placements & 
services promoting 

well-being 

Literacy& 
numeracy. 
Practice in 

activities related 
to work (CV, ) 

A variety focus 
on confidence 

building 

Mix of theoretical 
and practical 
component 

(a) literacy & 
basic skills 

courses; (b) 
preparatory 
training for 
obtaining 

school leaving 
qualifications 

Groups and 
personal 

sessions focused 
on soft skills 

Italian courses 
& non formal 

activities (theatre, 
citizenship 

meetings, etc) 

Training in various 
areas 

Vocational 
training 
activities 

provided by 
external 

provider (not 
soft skills) 

Courses 

Pedagogical 
strategies 

Building 
partnerships 

Short term 
goals. Tailored 

and group 
activities, focus 

on building 
confidence 

Croups activities 
& one-to-one 

sessions 

Adaptation to the 
possibilities (time, 

structure) 
career guidance 

Tailored 
towards the 
needs of the 
target group.   
Small groups 

Personal 
guidance 

group coaching i 

Tailored and 
flexible teaching 

Practical courses Focus on 
employability 

Supportive 
environment 
competency-

building training 
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3.2.2 Main results 

From the theory of social benefits developed by Schuller, Preston, Hammond, Brassett-Grundy and 

Bynner (2004) emerge three types of benefits (figure 3). In the triangular framework of returns by 

Schuller (2004b) every corner symbolises one form of ‘capital’24. On table 12, it can be seen that most 

of the results obtained after analysis of the 20 programs included in the ENLIVEN policy reports. In this 

report D1.2, most benefits refer to aspects linked to identity; in our case they were designed as 

competencies linked to agency and empowerment. This is a set of benefits related to psychological 

empowerment (Narayan, 2005), which are considered to relate to the point prior to action. Second, 

the cases refer to benefits linked to employability or those aspects that can improve the individual's 

position in the labour market. Finally, the benefits associated with social and civic commitment seems 

to be less relevant in the cases analysed.  

Desjardin and Schuller (2006) considered that there is an interconnection between the different 

categories in relation to this issue: 

learning experiences can lead to broader benefits by directly shaping what people know; 

developing skills that help people use their knowledge to gain benefits for themselves and 

society; and cultivating values, attitudes, beliefs and motivations that foster the potential for 

wider benefits (Desjardins & Schuller, 2006, p.3.) 

The type of research carried out does not allow for the identification of the causes and/or 
consequences; however the results identify some channels through which adult learning can affect 
different types of outcomes. In consequence, it allows us to investigate the relationship between the 
different benefits and the most valued pedagogical strategies. 

3.2.3 Personal skills related to personal agency and empowerment  

An empowering approach seems to be appropriate for achieving personal development outcomes 
(Narayan, 2005). Psychological empowerment (PE) refers to empowerment at the individual level of 
analysis and integrates perceptions of personal control and a proactive approach to life (Zimmerman, 
1996). In this sense, Ed Diener and Robert Biswas-Diener (2005) argued that empowerment requires 
internal feelings of competence, energy and the desire to act. This opening section refers to changes 
in this personal dimension.  

Basic skills 

This first epigraph refers to a group of basic skills for everyday life, beyond the world of work. For basic 
skills, we refer to skills which are related to being able to read and write in one’s own language or, in 
the case of migrant collectives, in the language of the country that they have migrated to. Basic skills 
can also refer to numeracy, digital literacy or the ability to use new technologies. It could include the 
capacities related to problem-solving, creativity and decision-making and interpersonal skills. The 
approach of the majority of the programs analysed the development of basic skills by participants, as 
can be seen in table 10 and 11.  

                                                           

24 For more information, review chapter 1 section 1.2.c Theoretical models  
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Table 12. ENLIVEN categories of benefits emerging from the cases of learning programmes in two policy trails, by ENLIVEN countries 

 Personal skills related to the agency and empowerment 
Identity capital (Schuller, 2004) 

Social and Civic Engagement 
Social Capital (Schuller, 

2004) 

Employability 
Human Capital (Schuller, 2004) 

Development 
of basic skills 
(learning, 
reading, ITC) 

Attitudes 
toward 
learning 
(Responsibility 
Interest, 
active 
learning) 

Identity/self 
perception 
(Autonomy 
self-control, 
self efficacy) 

Mental well- 
being 
Self esteem 
 

Social 
interaction 

Civic 
participation  

Technical 
training 

Soft skills 
related to 
job 

Job prospect 
(career, 
opportunities, 
promotion, 
new job, 
stability) 

Policy trail 1: 
Employabilty 

SCT AT, BE, ES, 
SCT, SK 

AT, AU, BE, 
BG, ES, EE, IT, 
UK, SCT 

AU, BE, BG, ES, 
IT, UK, SCT 
 

BE, ES, IT, 
SCT, SK 

ES, AU AT, AU, BG, 
EE, ES, IT, 
SK 

AT, AU, 
BE, BG, 
EE, ES, IT, 
SK 

AT, AU, BE, EE, 
IT, SCT, SK, UK, 

Policy trail 2 
Empowerment 

AT, AU, BG, 
EE, IT, UK,  

AU, EE, ES, IT AT, AU, BE, 
BG, EE, ES, IT, 
SCT, SK 

AT, AU, BE, BG, 
EE, ES, IT, UK, 
SCT 

AT, AU, BG, 
ES, IT, SCT, 
SK, UK 

----  AU, BE, EE, 
SCT, SK,  

AU, AT, IT, 
EE, ES, SK 

AT, BE, EE, ES, 
SCT, SK 
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The development of literacy and language skills was mostly offered by programs directed at 
migrants who needed to learn the local language in order to be able to integrate into the new 
environment both socially and professionally. This is, for instance, the case of Italy’s program 
“The floor is yours” (Box 1), which offered a number of courses including primary literacy courses 
and language classes as well as linguistic and cultural mediation. Austria’s Initiative for Adult 
Education also had a dedicated learning path for migrants with no or very low level of literacy in 
their own language and with only limited schooling on primary and secondary level. Under this 
track, the program offered courses of Elementary German, alphabetization in German, provision 
of basic skills on elementary level in literacy and numeracy, learning to learn, life skills, basic ICT 
skills and life skills and political skills. In terms of achievement:  

learning progress in reading, writing, language acquisition of German in general, 
numeracy or ICT is often enjoyed within a few weeks, while the improvement can be on 
very different levels according to the broadness of skill levels of the target group. For 
example, for some participants, it is an achievement to be able to spell their own name, 
whereas others tell about the number of books they have already read since they started 
the course. (Austria, case 2). 

Other programmes like Australia’s Brotherhood of St Laurence Community Victorian Certificate 
of Applied Learning (BSL CVCAL); Bulgaria’s Procedure "Training and Employment for Young 
People", Estonia’s  Adult Education Program; Scotland’s program funded through the YEI scheme 
and UK’s Talent Match Programme offered support on literacy and numeracy not only to 
migrants, but also to local collectives who, for various reasons, did not have the opportunity to 
develop those skills in formal education. Participants in the study expressed their desire to gain 
education. The school principal of the Bulgarian program describes how he perceives the success 
of the program: 

We can measure success by the social communication itself. Those who have come here 
to really learn, turn to us with gratitude. And they are very happy when they read to the 
others their own essay, read something they have created and made. Very joyful were the 
moments when they came to me to show how they had solved a certain problem. Or 
when they go to the blackboard. Now they can take the marker and write numbers, 
digits... when they are given their document, they take it with trembling hands and they 
respect it... We will have some educated parents in our city.” (Bulgaria, case 2, 
practitioner) 

De Greef, Verté and Segers (2012) raised the point that adult education for vulnerable people, 
as well as qualifying them for integration into the labour market, also accompanies them in 
certain areas of everyday life. This understanding seems to be shared by the planners of the 
cases analysed. In addition to basic skills related to literacy, language and numeracy, some 
programs reviewed aimed to develop communication and interpersonal skills. This was the case 
of Italy’s program for employment, of Belgium’s Work Experience for Youth and of Australia’s 
Transition to Work program. Italy’s report informs us that, when asked about the main change 
in their lives after being a part of the program, participants refer to “being more capable of 
relating with others” (Italy, case 1). Similar testimonies come from participants:  

Interview accounts of participants in basic skills courses often include narrations about 
growing abilities in dealing with day-to-day situations like for example filling out forms, 
orientation in public, dealing with money or supporting their children making homework. 
Often one of the main motives for attending a course in the first place was the awareness 
of not being able to participate in everyday life the same way as their relatives, neighbours 
or friends (Austria, case 2, speaking about participants) 
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...so I will be literate, so they won't cheat me with my bills, so I can understand numbers, 
so I can understand what is written there, and like that. (Bulgaria, case 2, participant) 

There can be no doubt that inclusion in the literacy programmes is useful for all age groups 
and has a variety of social functions and a many-sided impact on a person, providing 
better opportunities for labour market entry, higher self-confidence, more social 
contacts." (Bulgaria, case 2) 

Some of those come from bad experiences of school (Bulgaria, Scotland, UK, Slovakia, Spain). 
The teaching of basic skills requires a particular amount of time in order for some participants 
to achieve certain skills (language, reading) required for everyday life. This process seems to 
entail an improvement in the perception of self-control and security. Another report explained 
how providing additional support in basic skills in later life helped a participant to improve her 
self-awareness: 

Another young woman who I interviewed had been to a school for people with special 
needs. This had been a very negative experience for her, as she was caring for her father 
who had had a nervous breakdown after his wife had left him, and found some of the 
compulsory lessons (such as Religious Education) very dull. She acknowledged that she 
would often fall asleep during such lessons. She left school at 15. Her traineeship with a 
Talent Match youth project in Heanor, Derbyshire, provided her with 16 weeks of support 
in English and Maths, and reading and writing skills, and offered a significant turnaround 
in her self-perception and personal fortunes, leading to a Level 1 qualification which 
enabled her to become a cleaner at ASDA. The programme gave her practice in interview 
skills while the personal budget component paid for her bus fares and interview clothes 
(UK, case 2, participants)  

Attitudes towards learning  

Research highlighted that some groups experienced difficulties in engaging and persisting in 
adult learning (Crowther, Maclachlan, & Tett, 2010), a phenomenon commented upon by 
several of the practitioners. For example, in Slovakia advisors observe that some participants do 
not want to remain registered as unemployed for a long time and they continue being active 
even following completion of the programme. They find employment or continue with training 
within other support scheme at the labour office (Slovakia, case 1). 

Moreover, several reports pointed out that the programs contribute to a change of attitudes 
towards learning. The report of the Bulgarian program under Policy Trail 2 also shows how 
participation in the programme is a way of maintaining already established work habits for those 
who have been unemployed: "I registered at the LO....you get up early in the morning, you 
somehow continue to work actively someway. You preserve your work habits by getting up, your 
organizational habits, right? Yes, getting up early and so on..." (Bulgaria, case 2, participant). 

Narayan (2005, p. 113) explained that before taking action, one's decision to act fosters a sense 
of trust and well-being. Some reports state that programs aim at generating agency and 
autonomy in participants so that they can independently manage their own lives (Australia - 
Policy Trail 2 and Estonia - Policy Trail 1). Other programs (Spain - Policy Trail 1, Belgium - Policy 
Trail 1 and Italy - Policy Trail 1) aimed at providing structure to young people’s lives by helping 
them to create routines and developing attitudes like being more punctual, responsible and 
humble: 

(compared to before, has your average week schedule changed a lot?) “Pretty much, yes. 
I am organizing it more now. Because before, when I wasn’t registered in the project, I 
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was only gaming. Just gaming all the time. I wanted to be a professional gamer, but that 
wasn’t possible, the level is too high. But then I was sleeping more at day than at night. It 
was unhealthy, I’d say. (Belgium, Policy Trail 1, participant, p. 5) 

“It’s just as busy, but now I’m more focused on applying for jobs and I reserve every 
Wednesday to come here for sport” (Belgium, Policy Trail 1, participant, p. 5) 

in the same sense a participant from the Spanish program in Policy Trail 1 says:  

there has been a complete shift from unemployment and... If I didn't have.... No 
formative plan, to have some objectives...(Spain, case1, participant)  

Different changes in attitudes could be grasped from countries’ reports. Attitudes related to 
perseverance and initiative-taking were expressly mentioned as the aims of one of the Belgium 
programs analysed (Work Experience for Youth) and Australia’s Brotherhood of St Laurence 
Community Victorian Certificate of Applied Learning whereas it also showed as outcomes 
mentioned by participants in Slovakia’s REPAS+ program.  

Such changes relate to the development of a learning habit and interest in new things, resilience, 
perseverance and initiative-taking. The development of learning habits and interest in new 
things were found to be enhanced by different factors. First, as reported by the Italian team, the 
development of linguistic abilities made participants become more interested in continuing 
studying: 

I know that work is important, but I think the more important is studying… understand... 
Understand who you are, how you live, how you lived in the past... Because if you don't 
learn at school, you can't learn anything outside! I want to study again and again. If you 
study, life is yours! There is a lot of difference between a person who has studied and a 
person who has not. (Italy, case 2, participant) 

If I think… I wasn't doing anything… Now I do everything: theatre workshop, cooking, 
painting course... You know, drawing is beautiful. I didn't know that I was good. But 
everyone told me… My paintings are super, so I'm continuing...( Italy, case 2,participant). 

With regard to lifelong learning programs improving the perception that participants have of 
education, the Australian report under Policy Trail 2 states that students developed a “renewed 
interest in education” (Myconos, 2012. In: Australian country report - Policy Trail 2). In addition, 
one of the reports from Scotland (Policy Trail 1) mentions that the program implemented was 
“perhaps more important for young people who have had a negative prior experience of 
education”. A participant illustrates  this statement by saying “I didn’t know anything when I left 
school” and that, “in this course, it all offers preparation for work, research marketing, tourism, 
so many structures in this course now and I’m actually learning from it" (p. 10). 

According to the report of the Bulgarian Program “New chances for success” (case 2), 
interviewees reported that the “the most important benefit of the literacy programmes is the 
change in the participants' attitude to the value of education. All project participants with 
school-age children pointed out how important the children's education was for them, and how 
much they were keen for the children to go to school” (Bulgaria, Policy Trail 2, country report, 
p. 26). The report from Estonia also relates that “all respondents stated that after completing 
the course they are professionally more competent, have new knowledge and a wider 
perspective." (Estonia, case 1) 
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Crowther, Maclachlan and Tett (2010) noted the importance of accessible environments. In 
particular, they argued that accessible environments were not limited to physical conditions. For 
the adult education students consulted in the evaluation of adult learning in Scotland, “the 
notion of accessibility was the human element, i.e. the welcome and acceptance of the people 
involved in the projects” (Crowther, Maclachlan and Tett, 2010, p. 658).  

The group support provided in Vives Emplea program, in Spain, also contributed to enhance 
participants’ learning attitude. A participant’s quote described this idea:  

I will fight, right, give anything I have, so long as the children study. I know that it's not 
right that way, it is not right for them to be illiterate. But life is so... there is simply no 
life for illiterates (Bulgaria, case 2).  

I am becoming more encouraged to study (Spain, case 2, participant) 

And no, we don't know everything and....And I think, that.... That in life to improve and to 
feel satisfied with yourself and to instil values in your children, it is important to learn... 
To be learning... (Spain, case 2, participant) 

Another particular observation from Scotland’s report shows how trust for tutors might work as 
a mediating variable which allows for the construction of other outcomes like self-awareness 
and self-confidence (which are going to be analysed in detail in the section x). As we see in the 
excerpt below:  

Like, I know I’ve just, like, met her over the last few weeks and stuff, but I feel like I’m able 
to just, like, speak to her about anything…just with feeling like someone is actually there 
and is going to fight to help you as well.  And, she was able to just turn around and be like, 
‘you don’t look happy’.  My mum and stepdad couldn’t even do that.  And it was just that 
feeling like you could feel like someone is there and you’re not alone, and it’s not just 
going to be you, to then, like, someone is going to try and help find something right for 
you. (Scotland, case 2, participant) 

Flexibility was about negotiating individual or group world. Providing relevant learning 
opportunities had important challenges for professionals (Toiviainen, Kersh, & Hyytiä, 2019). For 
example, Scotland’s program analysed under Policy Trail 1 was carried out inside a Business 
School’s facilities. This allowed participants to experiment with a range of units from the 
business school and, according to the country’s report:   

The participants all expressed that the wide range of ‘tasters’ on offer within the course 
was something that they appreciated. This meant that they were able to sample a wide 
range of courses which enabled them to make a more informed decision on their ‘next 
step’ – and this is perhaps more important for young people who have had a negative 
prior experience of education. It also meant that they had a wide range of choice for that 
next step. (Scotland, country report)  

Participants also reported their views accordingly: 

I think the important things from this course for me has been how many things they’ve 
covered.  And…that’s really good because it helps you see no matter if you came into the 
course and you know what you wanted to do or you came in and you didn’t, I think it’s 
brilliant that it shows, like shows you how to do so many different things. (Scotland, 
participant) 
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I didn’t know anything about research marketing.  I didn’t know how to make a CV.  I didn’t 
know anything when I left school.  And in this course, it all offers preparation for work, 
research marketing, tourism, so many structures in this course now and I’m actually 
learning from it." (Scotland, participant) 

In Belgium, such attitudes are developed through the practice of sports. As the quote from a 
coach below explains:  

Absolutely. There are boys like today, he was here with a perfect preparation, the boy is 
getting there more and more, and now he steps into the ring (slaps fists) ‘I am ready!’. 
And he also feels good about himself: ‘I don’t expect the employer to come to me, I go to 
the employer, I will find my profession, I will find a job’. So that is actually what we want 
to create with sport; to take initiative and to go. Go to the work, it will not come to you. 
Today I really saw an example of this and I am very happy with it.” (Belgium, case1, 
practitioner). 

Box 1.  Physical Heath. In Belgium, the Work Experience for Youth (Werkinleving voor Jongeren), 
offers tailored guidance to youths aged 18-25 via sport-based work guidance trajectories. With 
an estimated duration of 18 months, the objective is to lead to training, qualification or 
employment.  One of the main specificities of the programme is that sporting activities are a 
vital part of the employment-orientation trajectory. Thus, through sport, it seeks to develop 
certain skills related to employability such as teamwork, stress management and reliability. 

This policy choice is based on the conviction that participation in sporting activities leads to the 
same generic skills and attitudes that are needed in the workplace. An obvious benefit of 
participating in sports activities is the impact on overall health and fitness. Along with physical 
fitness, participants point to new networks, contacts that are being forged informally. Job 
coaches also share the belief that this literal physical activation can have an activating impact 
on their mental and motivational state The organisation of this project include regional 
associations involving at least one established sports agent (e.g. a sports club). There are three 
criteria for allowing these associations to participate: (1) have experience with other social 
actors in the areas of welfare, youth, education and employment, (2) be in contact with outreach 
projects for unemployed young people, and (3) be willing to co-operate and in contact with local 
governments, participate in local consultations and co-operate in initiatives initiated at local 
level in order to improve the employability of young people.  

As far as we are able to identify, this secondary effect of physical health has not been well-
examined by previous literature and could be explored by future studies. Although the 
improvement in physical health as an outcome of lifelong learning is constantly featured in 
different studies in the field (Desjardins & Schuller, 2006), in the qualitative analysis carried out 
as part of the present deliverable, it was mentioned in only one report: the Belgium’s “Work 
Experience for Youth” program, which specifically used sports and physical activities as a 
strategy to develop participants’ skills. The report stated that “an evident benefit of participating 
in sport activities is the impact on general health and fitness. Furthermore, an interesting 
observation found in the report is that holding better health conditions can also have a direct 
impact on some participants’ job prospects in case the jobs they are looking for demand good 
physical health: 

For some of these youngsters who are looking to work in more physical jobs, this could 
have a direct benefit in their job orientation. For example, the two participants that were 
interviewed mentioned specific benefits relating to their physical fitness and health that 
could be useful for their future employment. P1 (male, 20 years) mentioned how one of 
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the sport coaches put him on a diet and is working with him to improve his general fitness 
to prepare towards his dream of becoming a police officer. P2 (male, 25 years old) is doing 
exercises with that same sport coach to strengthen his back muscles, to help him relieve 
the pain of a work injury that happened a few years ago and made him have to quit his 
job. (Belgium, country report, p. 5) 

Finally, teamwork and seminars are mentioned as strategies aimed at developing peer trust and 
trust with educators. Two of the programs analysed (Belgium’s “Work Experience for the Youth” 
and Bulgaria’s “Training and Employment for Young People”) mentioned the development of 
teamwork and collaboration skills and attitudes as a goal. The Bulgarian report offers us the 
participants’ testimony below: 

You see how one is supposed to work in a team, for instance, of four chambersmaids, so 
that you are not the only one to go to work, for instance. And it's useful. You learn to work 
in a team" (Bulgaria, participant, p. 11) 

Increased self-esteem / self-confidence 

It seems evident that education has an impact on the characteristics of the individual. In the 
theory of social benefits, identity outcomes included self-esteem, self-confidence, and an ability 
to imagine and aspire to a better future (Schuller, 2004). As their self-concept and self-esteem 
develop, these concepts act as mediators that intensify the effects of education on the health 
and well-being of participants, although it is not possible to specify the relative importance of 
each one of them (Desjardins & Schuller, 2006).  

These concepts, including subjective well-being, are part of the so-called psychological 
empowerment (Zimmerman, 1995). The increase in participants’ self-confidence was cited as an 
outcome of lifelong learning programs in 15 from the 20 reports analysed. Although some 
reports just informed that self-confidence was one of the main outcomes of the program (e.g. 
“The acquisition of a higher degree of self-esteem is very frequently mentioned - Austria 2, 
country report, p. 17), many reports provide very insightful quotes to illustrate such an outcome. 
To some participants, the increase in self-confidence is related to academic outcomes (for 
example, an increase in knowledge and skills or having a diploma):  

Participants report having gained a new perspective on their own skills and potentials 
going along with feeling more self-confident in general. Many of them share a history of 
hiding their lack of reading or writing skills in constant fear of being disclosed. In coping 
with this lack, they achieve a more independent living and richer social networks being 
less isolated (Austria, case 1). 

Something where we were taken by surprise, even though we did take it into account, is 
the increase in their self-esteem. That’s incredibly big, even more with the older 
participants than with the youngsters. As in: ‘I finally have my diploma and finally I mean 
something in this world”. [cluster manager]" (Belgium, case1, practitioner) 

I can use that knowledge in everyday life and everyday work and I feel that due to the 
training course I became more self- confident. So that what I do is not just based on my 
intelligence, but I can use the advice given by the specialists. All the knowledge and 
information of the professionals who taught us – it turned out to be very handy. " (Estonia, 
case 2, participant) 

Increased self-awareness was also found to be one of the outcomes of some of the lifelong 
learning programs analysed (Italy’s “The Floor is Yours” program, UK’s Talent Match - Policy Trail 
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2, Spain’s Vives Emplea program, and Austria’s Initiative for Adult Education). Another outcome 
of lifelong learning programme analysed is the increase of participants’ self-efficacy. Many 
reports analysed inform that, after acquiring basic and soft skills, participants declare to be more 
able to manage their everyday lives: 

They came to us not being able to get on a bus and now they can get on a bus.  But it’s, 
you know…everyone’s expected to be able to get on a bus so that’s just kind of swept 
under the carpet.  Whereas for that young person it’s been a huge challenge.  And just 
things like that.  Being, being more independent and learning how to articulate what you 
want.  Learning how to communicate.  Learning to text when you’re not going, when 
you’re going to be late.  And how, how that impacts on everyone else if you don’t do that, 
you know? (Scotland, case 2, practitioner) 

For other participants, gaining self-confidence came as result of building trust with an 
accompanying professional or with a close group. Others point to the role of educators who 
offer them a different perspective and an opportunity to explore successful situations in relation 
to the world of education or work, to which they were not too accustomed. The report from 
Scotland’s Policy Trail 2 illustrates such relation well: 

For the others, they felt that the programme had helped them in numerous ways. For 
Lynn, Amelia and Colin, all three felt that they had gained confidence from their 
engagement. For Amelia, simply meeting with her trusted professional, building that 
relationship and discussing her personal issues had aided her felt progression. She also 
spoke of the value of shared experience through group work activities she had undertaken 
on the programme – realising that she was not alone in having experienced labour market 
marginalisation. (Scotland, case 2, participant) 

That got things started up with helping my confidence and that, so that started it up, 
yeah…they got us out and talking to people about what we’re going to do and that, and 
that helped as well.  Cause, like, with a little group…if it was bigger group I wouldn’t have 
really liked it, but good small group.  Five, including me as I said.  So, that was most help 
to start all these courses up, that helped right at the very start, so yeah…got the ball 
rolling…it was just a group of young teenagers that left school, to get out and do 
something.  As I said, make a project up and come together and just discuss things and 
that. (Scotland case 2, participant) 

As in the case of basic skills and trust, increased self-confidence also seemed to work as a 
mediating variable for the achievement of other outcomes. We see below an example of how, 
after gaining self-confidence, participants felt able to apply for jobs:  

There have been a lot of things that at least, that I have learned here, in terms of 
emotional intelligence, in terms of competence of each one. How to present yourself in 
front of people. Like that, what I've told you before, right? To get into people and that you 
can really do (Spain, case 2, participants).  

I've gained self-confidence but let's just say that now it's time for the part about....If I'm 
even more active, and when I get the chance to get to the job interview, I'll prove my 
worth (Spain, case2, participant) 

I don’t see the actual qualification as important but I see the experience of the course as 
more important…I’ve just got a new job because of this course…it’s a very simple just 
working in catering… it’s, I’m hoping that it’s going to teach me things like dealing with 
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customers and being more of an outgoing person which is important.  I see it as part of 
going on in the world of work. (Scotland, case 2, participant) 

The report of Austria’s Initiative for Adult Education informs that "participants report having 
gained a new perspective on their own skills” (case p. 13) while the Italian program “The floor is 
yours” states that “consistently with participants, the actors who are involved in delivery define 
success as: self-awareness; emancipation; self-reliance” (case 2. p. 17). In its turn, UK’s Talent 
Match - Policy Trail 2 offers the example of a participant who, after having had a bad educational 
experience in the past and coming from a vulnerable background, suffered from identified 
anxiety and depression. They were able to change their self-perception through participation in 
the program. The following quotation highlights the importance of working with short term 
objectives in order to overcome those difficulties: 

they trust me and are able to tell me things and disclose and be comfortable telling me – 
within professional boundaries…some feel they’ve got nothing to live for so I always make 
sure they’ve got a goal in place – to see it as a journey – rather than thinking “I’m bored 
at home, I’m overthinking, I’m depressed” (UK, case 2, practitioner)  

Along with the three strategies identified to improve self-awareness and self-esteem 
(improvement of skills, the role of the tutor and the peer group), the Vives Emplea case mentions 
an activity designed for self-awareness. Vives Emplea, a program carried out by Action Against 
Hunger in Spain (case 2), had a module which was specially designed for what they called ‘self-
discovery’. Along with the three strategies identified to improve self-awareness and self-esteem 
(improvement of skills, the role of the tutor and the peer group), the Vives Emplea case mentions 
an activity designed for self-awareness.  Through a tool designed for the self-assessment of 
personal competences that is carried out at the beginning of the programme, personalised 
objectives are set that guide the work plan. It should be noted that group activities complement 
the personal process. Accordingly, participants report to have increased their self-awareness, as 
we see in the quotes below: 

Well, I've discovered a lot of things, really.  For example: I didn't really value my career, 
because as I said, it's not the work experience itself (Spain, case 2, p. 28). 

Let's say, being in a group, because I have lived it in a different way, the truth is much 
more... Much more positive, I've rediscovered myself, let's just say (Spain case 2, 
participant). 

This project has marked me very much. What I am, it has come to light what, well, I had a 
little bit clear but I wasn't quite tuned up (Spain, case 2, participant). 

You're worth more than you think you are. You.... You can do more than that. And you... 
You are suitable for all this, you have values and you have a competence that you can 
develop (Spain , case 2 participant). 

Box 2. Participation in the community. In Bilbao Metropolitan Area (Spain), the cooperative 
Sartu Gastabide runs an educational program to give part to young people in the community. 
Under the auspice of the Town Hall, the proposal is to use the skills developed to improve 
different public areas of the municipality (for example, through the restoration and painting of 
a façade of a building). First, the municipality with the practitioners identified a public space 
whose layout was in keeping with the teachings established during the course. Later, when the 
young participants in the course had acquired a certain level of skills, the process of 
rehabilitating the public space began. The last phase of the process takes place in everyday life 
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and takes place when the young people themselves teach the space to their relatives and 
friends. This public dimension of the process has a double result that goes beyond the 
development of technical skills. In this case, the young people valued the possibility of giving a 
different image of themselves, of contributing to the community something that was valued and 
consequently they felt valued. This process being one of the deepest mechanisms of the 
empowerment process. 

Practitioners play a multidimensional role related to the enhancement of personal skills 
(Toiviainen, Kersh and Hyytiä, 2019). In the light of national reports, the importance of having a 
professional individually accompanying participants in building trust was also highlighted by 
many reports:  

...bosses like these, what in real life, you don't have them, people so jovial, so close, you 
know? They're there to give you a hand in whatever they can, that maybe you fail, because 
they scold you, right? But not like a real boss who would..." (Spanish, case 1. participant) 

I am very much satisfied and excited about future in connection with the program. I like 
program specialists very much, I think they are amongst most positive and merry people 
who I have ever met in my life. Now I cannot believe that I will experience any 
disappointments in connection with the program. I have found here somebody with 
whom talking about worries and problems feels easy and convenient; as a matter of fact, 
I have no other similar person in my life and naturally, this makes me very happy. (Estonia, 
case 2, participant). 

Trust is another attitude that emerged from reports as being an outcome of the Lifelong 
Learning programs analysed. result in different variants, such as self-confidence, confidence in 
peers, in educators and in the institution. At the same time the construction of trust is shaped 
by an objective of the centres and an educational resource. This last aspect, trust as pedagogical 
strategy, was specially mentioned in programs that were designed to offer interventions which 
were tailored to participants’ needs and which used mentoring as a strategy. This is the case of, 
for example, Scotland’s Activity Agreement Programme, which consists of a very individualized 
accompaniment of individuals and which dedicates the first part of the program to  relationship-
building with participants, with the aim of “successfully engage the ‘hardest-to-reach’ young 
people” (Scotland, case2): 

That relationship building is the key…and then they’ll, you know, they come back…we split 
it into three phrases.  So phase one’s relationship building for us. And phase two’s training.  
So the bits of training that they’ve identified that they need which might be, you know, 
some literacy training cause they’re not so good at certain skills and they want to get, you 
know, to enable them to, to be work-ready. And then the final phase is that they’re work 
ready and they’re seeking opportunities.  And we do interview skills and prep and 
personal statements, CVs all that kind of thing….the most recent survey has, has brought 
out that 90% of young people cited the relationship with their trusted professional to be 
the motivating factor or the factor that got them to the next step. (Scotland, case2, 
practitioner) 

Box 3.  Mentoring. Mentoring is a methodology and practice aimed at developing people's 
potential. Under the Talent Match scheme, Young and Successful programme seeks to find the 
talent. To this end they propose a flexible and holistic model of mentoring on a regular basis, 
usually weekly, for an hour (sometimes two hours or longer), in a neutral venue such as a café. 
Although there is no set time or moment for this interaction, mentors may spend an entire day 
working with a young person when addressing complex issues that affect the young person's 
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ability to focus on work. No topic is left out of these talks, and everything that affects young 
people is commented on – including  breakdown in the home environment, or the young 
person’s relationship with other professionals. Another important feature is that this approach 
ensures that young people furthest from the labour market are actively supported to develop 
an action plan to help them overcome their current circumstances and develop their 
employability.  Consequently, the mentors may also need to spend considerable amounts of 
time ‘behind the scenes’ researching issues and liaising with other professional agencies, such 
as Probation services. 

Normally I’m really nervous when I’m meeting someone but if it’s someone who’s going 
to help you, you’re more talkative, you’re more bubbly…if you were to meet them at a 
stranger’s house, you’d be really quiet, you wouldn’t want to tell them anything about 
yourself…Talent Match was a life changer…someone being honest with me helped me 
to trust them. This is the best place for a young person to be (UK, case1, participant). 

Well being. Increased happiness/fulfilment 

The category of well being is grounded in an understanding that the most important aspect of 
empowerment is not objective power but feelings of power and satisfaction (Diener & Biswar-
Diener, 2005). Psychological empowerment, linked to subjective well-being, occurs when people 
gain confidence that they have the resources, energy, and competence to achieve important 
goals. Five reports mentioned the increase with life satisfaction as an outcome of the lifelong 
learning programs implemented. 

Based on previous findings from Myconos (2012), the report of the Australia’s Brotherhood of 
St Laurence Community Victorian Certificate of Applied Learning declares that "improved 
student engagement and wellbeing were regarded as major positive outcomes of the program, 
with students reporting “improved outlooks, confidence, renewed interest in education, and 
improved emotional wellbeing” (p. 4). As can be appreciated, this relationship between feeling 
and doing is very present in the various documents and interviews conducted. For instance, both 
Spanish programs analysed also contained elements which indicated participants’ increased 
fulfilment: 

To me, personally, yes. He helped me because of that, and I'm going to work, you know? 
Then I'm going to go for a walk around the neighbourhood and at the end of the month, 
I'm not going to have a single Euro, here apart from thinking about the money it's worth 
a lot to me, to feel fulfilled with myself (Spain, case 1, participant, p. 13). 

I would recommend it because it helps a lot to people who are emotionally upset or who 
feel they are not doing well at work.... Some people feel bad one day. This helps you a 
lot....(Spain, case 2, participant). 

It has given me life again; I have found myself ....(Spain, case 2, participant). 

Some reports indicated that lifelong learning programmes can guide participants towards 
finding meaning in life and therefore well-being. A mentor from UK’s Talent Match program in 
Policy Trail 2 tells the interviewer that “…some feel they’ve got nothing to live for so I always 
make sure they’ve got a goal in place – to see it as a journey – rather than thinking “I’m bored 
at home, I’m overthinking, I’m depressed” (UK, case 1).  

Other interviews mention the loss of fear as an aspect of well-being. in this case, it is an 
achievement followed by the loss or improvement of an oppressive session. An interview of 
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migrant origin comments on how it overcomes fear through the improvement of its 
communication skills, 

Unless you are unable to speak the language, you will be oppressed by the fear (Italy 2, 
participant, p. 17). 

The following testimony comes from Bulgaria, refers to the satisfaction and welfare that comes 
from the achievement of a goal it considers small (a driver license) yet provides a feeling of well-
being and, a certain security to have a diploma is perceived.  

A driver's license, right, and to feel a little better, at least to have that diploma. I reckon 
that if I go to work somewhere, they might hire me, right, it's no big deal, but still, seventh 
grade, nowadays they want a diploma everywhere. (Bulgaria 2, participant, p. 26) 

In another case they refer to group support as a safety factor that facilitates overcoming fear 
and therefore provides well-being: 

Since I’ve been on this course my confidence has went up…like I’ve made friends and that 
and like…confidence has went up and that.  Like the way I look at myself is completely 
different from how it was when I first got here…yeah like the lecturers and that, like they 
make you feel intelligent.  Whereas in my old school was, all you got was to feel stupid.  
But the lecturers here make you feel as if you can actually do stuff.  Like they showed you 
what to do, they teach you the right way.  They like make you feel as if you’re better than 
like, you know, what you usually look about yourself.  Like they actually make you feel as 
if you can do it.  Like then you can, then you can do stuff.  And that’s like a massive factor 
in it. We can have a laugh, you know?  Like we have a laugh during it but we’ll get this 
done as well.  Make sure we get the work done and have a bit a’ fun…it’s like a bit more 
casual and it’s like a lot, learning because of that cause it’s like you’re not, you’re not 
scared like tae go, ‘I’m a bit stuck, can you help me?’ (Scotland case 1, participant) 

Well, I’ll have more [qualifications] on my…SQA sheet.  Like, bit of paper, I’ll have quite a 
few more qualifications…it’s just things on a bit of paper to me…just again, like, my 
confidence, it’s more personal meaning for me.  Like, my confidence has went crazy since 
I started.  I’ve made new friends.  I don’t know, that’s really it. (Scotland case 1, 
participant) 

3.2.4 Social and civic engagement  

Civil engagement 

 
Most reports mentioning benefits related to the dimension of civic and social engagement, but 
mostly referred to social relationships. As in previous studies (Toiviainen, Kersh, & Hyytiä, 2019), 
comments related to participation in public life through volunteering or cultural activities are 
infrequent. In the cases analysed, this theme has been identified only on rare occasions, when 
it appears it is difficult to know if it is an outcome or a strategy of the organizers. However, when 
this happens it seems to have an important impact on young people's self-esteem and vision of 
themselves.  

Civil engagement encompasses actions (hard factors, such as voting, volunteering) and attitudes 
(soft factors, such as trust or social values) (Rüber, Rees, & Schmidt-Hertha, 2018). Volunteering 
is a hard factor of civic participation (Rüber, Rees, & Schmidt-Hertha, 2018). Two ways of 
including this dimension were identified among ENLIVEN cases, on the one hand by offering 
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volunteering as one of the programme components (Australia) or as an open possibility to get 
involved in other social organisations (Spain). In the Australian case 1, the third phase of the 
incorporation process includes volunteering. This phase, called workplace opportunity, is 
preceded by two others, Guidance and Exploration and Work Preparation. The last phase refers 
to Post-Placement Support. The Spanish case of Upskilling also recommends this approach but 
does not propose a concrete system to carry it out. 

On the other hand, the Spanish program developed by the Gaztaroa-Sartu institution was 
organized around a community activity linked to the improvement of the neighbourhood 
environment. This participatory process organized the learning experience. The analysis of also 
revealed that, as part of the multipurpose and maintenance of buildings workshop, participants 
had the chance to develop active learning, judgement and problem-solving capacities, as we can 
see in the quote below: 

To make proposals to the city council for making these interventions during the 
contracting phase, since they took photos of areas where they can intervene, and then 
they made thousands of sketches because there is an enormous battery of works that the 
children have done... during this phase. Then they made a dossier that was presented to 
the town hall and to the town planning technicians and from there they selected the 
interventions that were going to be made during the contracting phases. (Spain, case 1, 
participant)  

..let's start to improve your neighbourhood, which is where I grew up and then tomorrow, 
what you say, tell my family "I did that", or I helped that person to do that, you know? It's 
also gratifying that people don't support you but show that what you've done is right..." 
(Spain, case 1, participant)  

The previous testimony expresses the pride of the young person who can offer another image 
in their community, and in doing so changes their own vision. It is a complex circle where 
community activities do not seem like a result of processes but a strategy to develop personal 
skills related to personal image and self-esteem.  

Social relationships  

 
Learning can be social practice. The national cases constantly highlighted the importance of the 
social relationships that are established through program participation. Relationships between 
equals seem to be established as a natural result of living together and working dynamics in 
small groups:  

The collective learning modules and the sport activities can also help improve social 
relations and social inclusion of participants and between coaches and participants. Job 
coaches sometimes participate in the sport activities, as witnessed on a field visit by the 
researcher during a boxing lesson. The evaluation study of the pilots in WIJ2 confirmed 
that the sport activities offer a way of forging relationships in an informal context, 
building trust in the process. Also for participants, there is the added benefit of meeting 
new people and being part of a group. For example, one participant mentioned having 
helped another participant in his job search. (Belgium, case 1) 

There was another guy, and the job coaches didn’t know what he wanted to do, he also 
was not very vocal, a bit shy. But I asked him ‘what do you want to do?’ and he said ‘oh 
it doesn’t matter’ so I go like ‘warehouse work, whatever, do you want to do heavy, 
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physical work?’. And he said it doesn’t matter, so I say ‘ok, warehouse it is’ and I started 
helping him find a job. (Belgium, case 1, participant). 

Let's say, being in a group, because I have lived it in a different way, the truth is much 
more... Much more positive, I've rediscovered myself, let's just say (Spain case 2, 
participant).  

Another topic of interest is social relations, this appears in most national reports related to the 
two types of bonds that make up social capital, both bonding links, between equals, and bridging 
ones, between different people, in this case especially with educators. In this topic it is 
interesting to highlight both groups where relationships are established between people with 
similar characteristics (age, life trajectories) and heterogeneous groups, where young people 
share classes with people of other ages, responsibilities and trajectories, are highly valued. 

Looking for work together, we have sent ourselves.... We have made a group of Whats 
Apps or here talking about...  We've passed out job offers and there are colleagues who 
have inserted themselves (Spain, case 2, participant). 

In this topic the role of the educator and his capacity to establish environments of safety and 
respect where trust and horizontal relations are strengthened appears again. The Australian 
national report describes it in the following way:  

A key claim made for the program was the establishment of positive relations between 
students and between students and teachers, with students reporting that they enjoyed 
being treated as adults.  The importance of this claim relates to the necessity to establish 
positive relationships and attitudes before learning can occur.  (Australia, case 1). 

Participants were aware of this role, as they commented:  

bosses like these, what in real life, you don't have them, people so jovial, so close, you 
know? They're there to give you a hand in whatever they can, that maybe you fail, 
because they scold you, right? But not like a real boss who would... (Spain, case 1, 
participant). 

Research suggests that the development of identity as a learner is shaped by the complex 
interaction of a number of factors that relate to the social (Tett & Maclachlan, 2007, p.151). The 
group seems to have an activation effect within the small community of participants, so it can 
be an important impulse to motivate participants to participate in training and then seek 
employment in agreement with the program manager. 

If there is a bigger group of participants in REPS then I see that the people are totally 
different (in behaviour). They gee each other up, encourage each other to get a job. 
They share information about a group course, because there is some new company that 
opens and then you do not have to chase them, but they want to go (take part in 
training), e.g. sewers - Roma women." (Slovakia, case 1, provider) 

Box 4. Support network. The Spanish project Vives Emplea provides specific support with regard 
to employment activation. Thanks to an innovative methodology based on teamwork, the 
abilities of the participants are valued to help them achieve their objectives. In this way the 
process begins with a proposal examining self-knowledge and reflection on one's own personal 
situation. The contrasts shown between people allows for the configuration of a map of the 
group and its possibilities. Another characteristic of the group is its diversity, of ages, gender and 
origin, although all people are united by the desire to change and the aspiration to find their 
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way either at work or preparing to continue studying. In this case, the group support plays a key 
role in activating the participants. 

This methodology is highly valued by participants who recognize how living together in different 
groups gives them a different look at reality, a recognition of certain skills of which they were 
not aware (for example young people with internet) and the possibility of finding a reference 
group where they can share illusions, fears and concerns. In Belgium, one of the job coaches 
also mentioned how some of the youngsters formed a group to do sports together every week: 

In a group you meet new people, and kids that really have these game addictions get to 
know some more friends, and they become a bit more confident. So that is a benefit. 
(Belgium, case 1, practitioner) 

Finally, an interesting observation that could be grasped from countries’ reports was that the 
acquisition of basic skills worked as a basis for the development of other soft skills for 
participants, an “empowerment process where the linguistic factor produces a multiplier and 
enabling effect” (Italy, case 2). In the quote below, a participant reports on how learning the 
local language improved his ability to relate to others: 

When I arrived I had nothing, I had no clothes, no money...I had nothing, nothing! And I 
didn't know a word at all […] I did not talk anyone, I did not greet anyone. I just thought I 
was alone. You don't speak because you think no one will help you. But if you talk, if you 
say, if you ask, discover… discover that the others can help you. Then, I started, and people 
helped me. They get close to me: why don't you talk? So, I began learning words […] I 
understood! Now I speak to everyone, everyone... I speak as much as I can, and the more 
I speak, the more I do. The more I do, the more I can do... (Italy, Participant, “The Floor is 
Yours” program, p. 13) 

For people of migrant origin whose programmes include language learning, the ability to express 
oneself and possibility to establish relations are secondary consequences of these processes or 
a goal. In other words, the improvement of linguistic skills foster personal relationships and 
friendship. This situation is described in the next quotations: 

When I ask the participants the main changes in their lives after being part of the program, 
they refer to: be more capable of relating with others (Italy, case 1) 

When I arrived I had nothing, I had no clothes, no money...I had nothing, nothing! And I 
didn't know a word at all […] I did not talk anyone, I did not greet anyone. I just thought I 
was alone. You don't speak because you think no one will help you. But if you talk, if you 
say, if you ask, discover… discover that the others can help you. Then, I started, and people 
helped me. They get close to me: why don't you talk? So, I began learning words […] I 
understood! Now I speak to everyone, everyone... I speak as much as I can, and the more 
I speak, the more I do. The more I do, the more I can do... (Italy, case 2, participant) 

A considerable number of the young people who come from overseas are living alone so 
the Speaking English classes serve a wider function of fostering friendship and 
camaraderie and reducing loneliness through the shared group activity of speaking English 
– all sessions are conducted in English throughout. One mentor described it as becoming 
“like a family” for people from countries such as India, Iraq, Syria, Slovakia, Sudan and 
Eritrea, who are facing the barriers and stresses of being in an alien country, having fled 
often traumatic situations in their home countries. (UK, case 2) 
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Not only do foreigners feel isolated, other young people also commented on having lived similar 
experiences and how it has evolved from the development of certain abilities, apparently basic, 
which has given them another image of themselves and greater security. In those cases, 
practitioners and providers identified guidance and support as strategies to create the necessary 
conditions to establish a relationship. 

Participants report having gained a new perspective on their own skills and potentials 
going along with feeling more self-confident in general. Many of them share a history of 
hiding their lack of reading or writing skills in constant fear of being disclosed. In coping 
with this lack, they achieve a more independent living and richer social networks being 
less isolated". (Austrian, case 1). 

Well, I’ll have more [qualifications] on my…SQA sheet.  Like, bit of paper, I’ll have quite a 
few more qualifications…it’s just things on a bit of paper to me…just again, like, my 
confidence, it’s more personal meaning for me.  Like, my confidence has went crazy since 
I started.  I’ve made new friends.  I don’t know, that’s really it. (Slovakia, case 1, 
participant) 

For the others, they felt that the programme had helped them in numerous ways. The following 
example exemplifies this idea: 

 Lynn, Amelia and Colin, all three felt that they had gained confidence from their 
engagement. For Amelia, simply meeting with her trusted professional, building that 
relationship and discussing her personal issues had aided her felt progression. She also 
spoke of the value of shared experience through group work activities she had 
undertaken on the programme – realising that she was not alone in having experienced 
labour market marginalisation. (Scotland, case 1) 

Throughout the process, the role of educators is recognized as a key factor in building an ethos 
of welcome, of respect. From a personal willingness to welcome, they have gained the trust of 
people and with it the involvement. Likewise, Lynn stated that her relationship with her trusted 
professional was crucial in building her confidence: 

Lynn, participant, female: Like, I know I’ve just, like, met her over the last few weeks and 
stuff, but I feel like I’m able to just, like, speak to her about anything…just with feeling like 
someone is actually there and is going to fight to help you as well.  And, she was able to 
just turn around and be like, ‘you don’t look happy’.  My mum and stepdad couldn’t even 
do that.  And it was just that feeling like you could feel like someone is there and you’re 
not alone, and it’s not just going to be you, to then, like, someone is going to try and help 
find something right for you (Scotland, case 2.participant). 

For the practitioner on the programme, this relationship building phase at the beginning of the 
programme is critical towards engaging these young people and is part of a three-stage process 
developed to successfully engage the ‘hardest-to-reach’ young people: 

That relationship building is the, the key…and then they’ll, you know, they come back…we 
split it into three phrases.  So phase one’s relationship building for us. And phase two’s 
training.  So the bits of training that they’ve identified that they need which might be, you 
know, some literacy training cause they’re not so good at certain skills and they want to 
get, you know, to enable them to, to be work ready.  And then the final phase is that 
they’re work ready and they’re seeking opportunities.  And we do interview skills and prep 
and personal statements, CVs all that kind of thing….the most recent survey has, has 
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brought out that 90% of young people cited the relationship with their trusted 
professional to be the motivating factor or the factor that got them to the next step. 
(practitioner) 

Family relations 

One issue that has rarely appeared is the social impact of participation in different programmes. 
When this happens, the family was mentioned, for example, "They mostly highlighted soft skills 
that help them not only at work, but in the daily life too (I listen much more to others and this I 
also notice at home. I am more humble and my parents have also noticed it – int. 3)". (p. 6). 

The following epigraph, of a Spanish participant, shows another facet of the social repercussion, 
related to the vision that her family has of the person, as the project is a way of showing other 
skills, in short give another image of themselves:  

it's very interesting then, in this kind of programs also to work a little bit with the families 
and even organize activities together with the families also that they came, or see what 
their relatives are doing..." (Spain, case2, participant) 

3.2.5 Employability  

Human capital is perceived as an important strategy for economic development 
(Vandekinderen, Roets, Van Keer, & Roose, 2018). We classified the responses around three 
outcomes, job-related skills, improvements in job prospects and continuity of studies. 

Job related skills  

 
Given that employability is not only about obtaining a job role but also involves the learner 
engaging in culture of learning, motivation then plays a key role in the employability process. 
The increase in job prospects emerges from reports as an important outcome of lifelong learning 
programs. For instance, according to the Austrian report  of Policy Trail 1, “about half of the 
group (adults in their early, middle and late career stages) participated in adult education 
courses (e.g. German language courses), is writing job applications or starts a new career during 
the months after their visit to the Vienna Weeks" (p. 47). Numbers from UK’s Talent Match 
program (Policy Trail 1) show that 97% of participants cited the importance of the program in 
helping them find work. In the Belgium program under Policy Trail 1 - which uses sport as a way 
to potentialize job prospects - participants declare that their motivation to find a job increased 
because of the programme (Country report, p. 8). In Belgium’s Policy Trail 2, we also find 
evidence of increased job prospects:  

 
A second important benefit is that the newly obtained secondary diploma opens a lot of 
doors for participants. According to staff members, it is not uncommon for graduates to 
apply for jobs at the police or in administration (i.e. municipality jobs) instead of the 
intended job profiles, because these jobs require a diploma they previously didn’t have. 
It is less common for graduates to start higher education, but at least it’s an option once 
the diploma is obtained. (Belgium, Policy Trail 2, country report, p. 14)  

 

The Spanish participants of Vives Emplea (Policy Trail 2) tell how the program helped them to 
look for a job by showing new paths to get to companies or to entrepreneurship:  
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What I expected was that it would open the doors for me and open my mind to....other 
possibilities...and they told me: "Don't think you're going to find work at the first sign of 
change, not like that....to teach me how to look for a job. And this project has achieved 
this because I... I have managed to download an Infojobs application and register (Spain, 
case  2, participant) 

LinkedIn, social networking….I had no idea of that before (Spain, case 2, participant) 

In Slovakia, two quotes from participants illustrate their attitude of resilience, activation toward 
continue working, expectations of work  

I had some experience with face make-up but the course helped me to improve... I 
acquired theoretical knowledge, broadened by horizons, acquired new view on how to 
preform make-up (art). There is not enough offer (for make-up artist at the regional labour 
market)....Currently I am looking for a job, e.g. in dispatch companies (i.e. not in the area 
of personal interest and based on job offer in the region) so that I can save money and 
move to Prague where I want to work as a visagist) (Slovakia, case 2, participant) 

After I complete the course I want to find a job or open something of my own. I was a bit 
discouraged by all the paperwork around entrepreneurship, but everything can be 
handled if one wants to. At least I want to give it a try. (Slovakia, case 2, participant) 

In Slovakia, RESTART program, practitioners declare that it effectively supports employability 
prospects: "In contrast to providing the stamps (from contacted employers) as proofs of 
searching for a job, this programme represents truly active support from the labour office 
(Practitioner, p. 6). A quote from a participant from Bulgaria’s procedure “Training and 
Employment for Young People” (Policy Train 1) illustrates well how the program adds on 
participants’ previous experiences to increase job prospects: 

If you have worked as a chambermaid, you are now established and you work in a bigger 
hotel. If you have worked in a smaller one, now you work in a bigger one. (Bulgaria, case 
1, participant) 

And finally, Bulgaria’s Policy Trail 2 program shows how the certification provided by some 
lifelong learning programs can help participants meet requirements from the labour market: 

I also had a girl pupil who was on the New Chance project until the 7th grade, after which 
she started a job in [the town] as a cook..., but [the employer] required her to have a 
diploma for basic education. That is why she enrolled in the evening course, so she could 
finish her basic education... Quite a few of them, never mind that they are of Roma origin, 
work in hotels in [the town] as chamber maids and in the kitchen. (Bulgaria, case 2, 
participant) 

Here, the role of the employers is highlighted in supporting the adult education by demanding 
the diploma from young adults. 

Work related benefits: integration into the labour market 

 
Nearly all programs we analysed provided participants with some kind of job-related technical 
training or skills development. We have organized the related data per program in the Table 13 
below. Most cases combined a focus on developing personal, social and practical skills with 
access to practical opportunities to explore the world of work and gain a meaningful work 
experience.  
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Providing work placements and connections to employers is one of the main objectives of the 
cases analysed. Australia report explains: “A key strength of the TtW program is that it brings 
together businesses, education providers, local councils and other community organisations via 
the Community Investment Committee (CIC). (..) TtW program encourages young unemployed 
people to engage in conversations with employers, community partners and other professionals 
about career pathways, work readiness and the skills and capabilities needed to obtain a 
sustainable working future. This program helps guiding young unemployed people in their 
explorations of career and employment options and focus young job seekers who are outside of 
the labour market and at risk of social and economic exclusion.” (P. 3).  

The different programs analysed adopted diverse forms for tracking how effective they have 
been with placing their participants in the labour market. Some of them rely on numbers and 
statistics for that whereas others make reference to individual testimonies of participants who 
manage to find a job after their participation in the lifelong learning programs which are the 
object of this research. In Table 13, we have organized all the related evidence that could be 
found in ENLIVEN policy trail reports.  

Table 13 ENLIVEN Policy trails and evidence of integration into the labour market 

Country Policy 
trail 

Evidence related to the integration of participants into the labour market 

Italy 
1 

At the end of the training, participants are offered an internship position. 
After the internship, all of them were confirmed as apprentices in a virtuous 
transition from school to the company (country report, p. 5) 

2 Information not available from ENLIVEN policy trail case study 

UK 
1 

“Analysis of the impact of the first 3½ years, published in early 2018, 
demonstrates that the overall Talent Match programme had, by that stage, 
worked with 22,230 young people, amongst whom 5,362 new jobs were 
secured and recorded” (country report, p. 15). 

2 Information not available from ENLIVEN policy trail case study 

Belgium 

1 
“In WIJ1 and WIJ2 respectively 97% and 54% of the targets completed 
pathway were met. Respectively 45% and 61% of those who completed the 
pathways ended up in employment". (country report, p. 7-8) 

2 
“An important benefit of participating in the program is that it leads to 
sustainable employment in recruitment bottlenecks. Three months after 
graduating, 76,11% of participants were employed" (country report, p. 14) 

Spain 

1 
"During the contracting phase, the participants have a six-month, five-hour 
work contract in the construction agreement with pawn category". (country 
report, p. 14) 

2 
“There have been 646 employment contracts and 4 registrations of self-
employed workers, which represents a percentage of 50% of employment 
insertions”. (country report, p. 32) 

Estonia 1 

My First Job: "According to the EUIF data, 66% of young people who used the 
service were working for their original employer 6 months into the service, 
after 12 months the number dropped to 47% and after 18 months, it was 26%. 
However, about half of those who dropped out of the service had returned to 
employment 18 months later, albeit for different employers”. (country report, 
p. 15) 
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Country Policy 
trail 

Evidence related to the integration of participants into the labour market 

Youth Prop-Up Program: “As of 31.03.2018, 4761 young people were recoded 
in Log-book as participants in the program (Log-book is program database) 
and 151 young people more are in the introductory phase.Out of those, 1438 
are successful cases (77,9%) – they have found job, registered as a job-seeker 
at the EUIF, enrolled to education, became parents or went to military service. 
In addition to these figures, prop-up centres have supported 1228 young 
people who are not recorded in the Log-book. " (country report, p. 16) 

2 Information not available from ENLIVEN policy trail case study 

Australia  

1 
"The most successful outcome  related to the 12-week employment 
placement (43%) with almost 30% achieving sustained employment outcome" 
(country report, p. 7) 

2 

“Destinations tracking data for the whole cohort across the state of Victoria 
(most of whom are in mainstream settings) indicate that just under six in ten 
VCAL graduates continued in education and training programs after 
completing VCAL and just under three in ten obtained work (Department of 
Education and Training 2015)”. (country report, p. 5) 

Slovakia 
1 

"Advisors observe that some participants do not want to remain registered as 
unemployed for a long time and they continue being active also following 
completion of the programme. They find employment or continue with 
training within other support scheme at the labour office".  (country report, 
p. 10) 

2 Information not available 

Austria  
1 

"Altogether more than half of all visitors interviewed (55%) became active 
after their visit at during the Vienna Weeks”. From those, 2% engaged in other 
events, 13% in counselling, 24.5% enrolled in new programmes, 5.88% tried 
something new, 23.5% started a new training, 2% asked for public funding, 
19.6% applied for a new job and 9.8% started a new job ". (country report, p. 
44-45) 

2 Information not available from ENLIVEN policy trail case study 

Scotland  
1 

"I don’t see the actual qualification as important but I see the experience of 
the course as more important…I’ve just got a new job because of this 
course…it’s a very simple just working in catering… it’s, I’m hoping that it’s 
going to teach me things like dealing with customers and being more of an 
outgoing person which is important.  I see it as part of going on in the world 
of work." (Participant, p. 10) 

2 Information not available from ENLIVEN policy trail case study 

Bulgaria 

1 

 “For instance, he has a secondary education, I direct him to the position of a 
junior accountant. In other words, we give them the opportunity to build upon 
their knowledge and skills. There the duration is six months under this 
programme. After these six months, in which they have a mentor who teaches 
them all the time, it is assumed that... a contract is signed...” (Practitioner, 
page 11) 

2 

"There can be no doubt that inclusion in the literacy programmes is useful for 
all age groups and has a variety of social functions and a many-sided impact 
on a person, providing better opportunities for labour market entry, higher 
self-confidence, more social contacts." (country report, p. 24) 
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In spite of the divergence in the measures adopted, we can see that employment is a relevant 
outcome of the lifelong learning programs.  One important detail found in the Estonian report 
under Policy Trail 2 is that the perception of participants in terms of how much the program 
helped them to find a job differed significantly according to the region they came from. 
Participants from small towns with limited, where positions available in the labour-market are 
limited, were much more sceptical about their chances to find a job after the program ("It is 
difficult with work in TV, there are no job offers and if there are, then badly paid. But I want to 
stay here, I have a friend and family background here..." - Slovakia, participant,) whereas 
participants from bigger towns were more optimistic in this sense. 

Opening the door to professional practice or knowledge of employment possibilities requires a 
network of contacts. For this reason, the educators consulted stress the importance of 
collaboration with other social agents, networking between different actors such as employers' 
associations, directly to employers, the third sector and trade unions. This is another of the 
measures discussed in the different reports. The underlying reasons of these measures proposed 
by the European lifelong learning policies are of diverse nature, from developing different skills 
among young people (communication skills in work environments (to introduce themselves, to 
make known the CV, or broaden their knowledge about the resources of the environment, to 
improve their labour insertion. Using this rationale social and employment policies are designed 
to maximise value added in the structure of opportunities within which participants usually 
pursue their objectives 

Job stability was another outcome found to derive from lifelong learning programs. Such an 
outcome was specifically mentioned in three reports. Belgium’s program under Policy Trail 2 
states that: "the caseworker for VDAB also believes that OKOT graduates experience benefits 
once they are at work, being more motivated and able to hold on to jobs for longer" (Country 
report, p. 14). The Australian report of Transition to Work (Policy Trail 1) program informs that, 
besides employment placement, one of the most successful outcomes is that almost 30% of 
participants achieved “sustained employment outcome" (p. 7). Finally, the report about the 
Austrian Initiative for Adult Education declares that “having participated in an individual 
programme supports in maintaining employment as well as new career orientation" (p. 14). 

Education: continuity of studies 

Almost half of the reports contained information about participants engaging in further 
education after participating in the programs analysed. Most of the information provided is 
based on numbers. The Australian report of Policy Trail 2, for example, informed that  

just under six in ten VCAL graduates continued in education and training programs after 
completing VCAL and just under three in ten obtained work (Department of Education 
and Training 2015). Looking at these outcomes in more detail reveals that 27.1 per cent 
entered course-based vocational education and training in adult sector vocational 
providers, 28.8 per cent entered formal apprenticeship-type programs and 27.8 per cent 
were working (although fewer than half in the latter category were working full-time). 
A further 13.7 per cent of the graduates were seeking work." (Australia, case 2)  

The report of the program ‘Vienna Weeks in Austria (case 1) informs us that: 

About two-thirds of young adults interviewed several months after their participation in 
the Vienna Weeks made further steps in their education or career. Most of them started 
a new (upper secondary) school or apprenticeship scheme or are in the process of 
application for new training.  Older participants (between1 6 and 18) often continue their 
school education." (Austria case 1, p. 46)  
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Further on the report identifies that, in the case of adults in late-career stages (between 46 and 
64 years old): "after their visit to the Vienna Weeks, about half of the participants are involved 
in further career development activities. Most of them participate in further education within 
their professional field, only a few are considering orientating towards a new field" (p. 47).  

The Austrian report of the Initiative for Adult Education (case 2) also reflects on how the kind of 
further education that participants engage with after completing the course depends on their 
different profiles and points of departure:  
 

The improvement of basic skills is the foundation for any further educational goals. Again, 
the great variety of the possible participants in the courses under investigation results in 
a broad set of possible outcomes concerning further education while in other cases the 
achievement of more independence in daily life is already a good enough goal in regard 
of the individual preconditions and even a very legitimate goal of adult basic education as 
such. Nevertheless, some participants profit from the course in being supported to finish 
an apprenticeship, some participate in continuing vocational training or proceed to other 
measures of second chance education." (p. 13) 

Box 5. Basic skills. Environment is a key factor for learning. An example of how to create an 
appropriate environment for promoting literacy and enhancing participation in various forms of 
lifelong learning, comes from Bulgaria. The project supported completing levels of formal 
education. In taking into account the specificity of each group, and thereby to enable better 
labour market realization for participants in these forms, a supportive environment and guided 
competency building approach were the main pedagogical strategies.  

In Scotland’s program under Policy Trail 1, information showed that 19 from the 23 participants 
in the previous year of implementation moved on to other vocational education training in 
diverse fields after completing the program. The Scotland program under Policy Trail 2 also 
informed that "the majority of participants move into further education or further on the 
employability pipeline – to stage 2 or 3" (Scotland, Policy Trail 2, p. 23). 
 
In Slovakia’s REŠTART program (Policy Trail 1), the evidence available suggested that the 
program fostered participants’ motivation to engage in further training: 
 

It was because of REŠTART and with the lady psychologist that I started to think about 
it more intensively, that it would be worth trying to get trained in something“ (Slovakia, 
Policy Trail 1, participant, p. 9) 

 
According to the report, the obligation to take part in the program acted as a factor which 
encouraged participants to continue studies:  
 

the obligation to take part in the guidance program seemed to function as an activation 
for following programmes offering vocational or soft skills courses. The programme 
activities support the activation of YJSs by helping them to identify barriers preventing 
them from looking for a job or from participating in learning. (Slovakia, country report) 
 

Interestingly, many participants in the Slovakian program under Policy Trail 1 (REŠTART) move 
on to the program which was analysed by ENLIVEN under Policy Trail 2 (REPAS+):   
 

Often, the sequencing is such that the person which participates in REŠTART and finds out 
about REPAS then applies for REPAS. Then the person hears that if he/she finds a job in a 
different town, then he/she can receive a contribution for moving for employment .... It 
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is not the case that if a person participates in one programme he is not eligible for 
anything else (Slovakia, Policy Trail 1, country report, p. 8-9). 

 
A participant explains such dynamic: "I found out about REPAS during REŠTART, and together 
with a friend, who also participated in REŠTART, we applied then for a course 
hairdresser/visagiste (Slovakia, case 1, participant). 
 
Finally, as found in Riele et al (2017), our analysis found that the continuation to official 
academic studies barely figured as an outcome of the programs in question. In fact, only one of 
the twenty reports expressly mentioned that participants followed an academic career after 
completing the program:  
 

Another respondent was inspired by the course to start academic studies in social work 
and was checking the admission procedure in the College. So, the non-formal education 
provided as part of upskilling pathway support one in the professional career as well as in 
learning career (Estonia, case2, p. 26) 
 

Box 6. Teachers profile. In Australia: TtW program is based on the pedagogies of applied 
learning. The program is delivered as a Community of Practice led by the BSL and bringing 
together 10 other TtW providers in 13 regions in Australia. The capabilities approach is used as 
part of the TtW program as this underlines the importance of context in building and 
consolidating capability. Without effective access to opportunities and resources these young 
jobseekers are effectively denied the ability to develop their capabilities for economic and social 
participation. Community of Practice model which would enable local providers delivering the 
program within their communities but using the resources and experiences of the whole 
community of practice 

 

3.3 Discussion and Final Remarks 

In this chapter we presented the analysis of main results related to perceived benefits of adult 
learning programmes targeting youth in vulnerable positions by participants and other 
stakeholders (practitioners and providers) involved in the two ENLIVEN policy trail case studies. 
The data discussed in this chapter suggest that while every program has different approaches 
and very diverse national and local contexts, certain similarities can be appreciated. 

The emphasis of the programs seemed to lie on personal skills related to agency and 
psychological development. These correspond to the denominations “identity capital 
competences” by Schuller (2004b, p. 13). The emphasis on agency and change of self-image is 
one the main characteristics that make up the concept of empowerment. As Diener and Biswar-
Diener (2005, p. 126) explained: 

Empowerment consists of both the actual ability to control one’s environment (external 
empowerment) and the feeling that one can do so (internal empowerment), which is 
influenced by additional variables such as positive emotions.  

In a complementary way both elements appear in the ENLIVEN policy trail, especially for the 
groups considered more vulnerable depending on their origin (eg migrant or ethnic minority 
background) or their negative earlier experiences at school. The results point to the need to 
create an alternative image of participants as capable and competent, and this is achieved 
through various pedagogical practices such as tutoring, small group work, in line with the above 
quotes. The creation of (new) personal image, the capacity for agency and the feeling of well-
being are elements related to psychological empowerment.  
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The analysis of the cases within the two policy trails shows that for certain vulnerable groups of 
people (especially those with migrant or ethnic minority background or with negative 
experience leading to early school leaving), activities aimed at achieving certain basic skills for 
daily life (e.g. languages, reading and writing) are proposed. Our results seem to indicate that 
the benefits achieved through these tasks often go beyond those derived from the specific 
objective. Their repercussions can be seen in other categories of the epigraph personal 
capacities for agency and empowerment (self-esteem, recognition), as well as social 
competences (relationships), at the same time that they suppose a base for the third axis of 
human capital, here denominated employability. 

Based on Arjun Appadurai (2004), Narayan argues that, especially among impoverished groups, 
certain external conditions are necessary but not sufficient for empowerment, since 
psychological feelings of competence, energy, and the desire to act are also required. Thus, 
empowerment includes both the objective ability to control one’s environment and the 
subjective conviction that one can do so (Narayan, 2005, p. 28). Research suggests that the 
experience of positive emotions leads to a syndrome of related behavioural characteristics: 
sociability, feelings of self-confidence and energy, engaged activity, altruism, creativity, and 
perhaps better immune functioning and cardiovascular fitness (Narayan, p. 126), thus the happy 
individual is self-confident and likely to pursue goals in an active way. 

Both notions of agency and mental well-being have a particular resonance for our study of the 
politics of LLL since these assume that the process of empowerment involves encouraging 
participants to achieve a sense of control, agency, but also to recognize their capabilities. 
Although teamwork and many experiences seeking the collaboration of other social agents 
(businessmen, public institutions) is important in this subject, it should be noted that most of 
the policy trails focus on the personal dimensions of vulnerability. The focus on developing the 
capacities of young people is a reference in several cases. Therefore, the role of the educator is 
crucial. However, it should not be forgotten that focusing on personal characteristics runs the 
risk of focusing on deprivation and returning to a growing approach to the theory of deficit. As 
explained in the following paragraph: 

In other words, target groups were constructed focusing on individual characteristics 
and attributes, and oftentimes framed by pathologizing characteristics such as not being 
mature, able or willing to progress through education and successfully transition to the 
world of work, or as lacking ‘life skills’ (Parreira do Amaral & Zelinka, 2019, p. 416) 

The instability of the social position translates in fact into a reduction of opportunities in life and 
of the possibilities of choice. It is characterized not so much by the scarcity of resources, but by 
the instability of the mechanisms used to obtain them (Ranci, 2010). Among the social 
components, the connection with the group (both participants and teachers) stands out. The 
second social component, participation, is defined by De Greetz, Segers and Verté (2012) in a 
broad way as the greatest involvement in society through relationships with the environment, 
volunteering, etc. This is a component of which we are not aware in this report, focusing on the 
individual level, with the limitations for our analysis as described above. 

Broader benefits of adult education programmes related to civic engagement do not appear in 
the policy trail case study reports. When they do, they are pointed out as a possible strategy for 
involving participants, as is the case in Australia and Spain, but not as an aim in itself for the 
learning programme. We suppose these results may be due to three causes: first, limitations in 
the fieldwork approach that has not allowed this issue to be addressed in depth. Secondly, the 
very orientation of the selected cases aimed at the employability of the participants. The limited 
temporality of funds and projects, as well as the need to search for results, prioritises the search 
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for short-term results. Thirdly, they can be oriented to the very complexity of this dimension 
(Kil, Motschilnig, & Thöne_Geyer, 2013) that makes it likely this would escape the empirical 
scrutiny.  

It has been widely acknowledged that Individuals’ civic participation is “one precondition to 
social cohesion and functioning citizenship at a societal level and thus a factor of high political 
and societal relevance” (Rüber, Rees, & Schmidt-Hertha, 2018, p. 543). According the review of 
empirical studies, Rüber, Rees, & Schmidt-Hertha (2018, p. 557) argue that adult learning 
increases the civic participation by five potential mechanisms:  

(1) generating the economic preconditions of civic participation;  
(2) increasing individual qualifications for civic participation and its perceived benefits;  
(3) strengthening relevant low-level personality trait characteristics;  
(4) generating related values and attitudes; and 
(5) expanding networks and providing access to new communities.  

In the cases analysed, several of these mechanisms have been worked on, but without a focus 
on civic participation but on labour participation due to the fact that the selected cases had as 
their main objective the employability of the participants. Hence, the logics that underlie these 
interventions correspond to the activation in the employability dimension.  In future research, 
it would be interesting to delve deeper into these mechanisms and attempt more specifically to 
achieving objectives, clearly related to civic commitment. 

In summary, we analysed the outcomes in relation to the different dimensions of vulnerability 
(De Greef, Verté, & Segers, 2012). The results point at to individual components: a) the 
activation or development of basic skills linked to the solution of everyday problems and b) the 
internalization, or personal satisfaction with oneself, linked to feelings of security and well-
being.  

The second question that guided this chapter sought to discover the pedagogical practices 
related to the benefits achieved. As has been seen in previous studies, the adult educator has a 
dual role: "to provide knowledge and skills related to his or her subject and specialty, as well as 
to contextualize these knowledge and skills in the economic, social and political dimensions 
relevant to strengthening adult participation in society and communities" (Toiviainen, Kersh, & 
Hyytiä, 2019, p. 49).  

Several reports pointed out that the programs also contribute to the identified outcomes, in 
some way. The personal and flexible treatment was highly valued. When there had not been this 
kind of personalized treatment, it was missed by the participants, as in the case of policy trail 1 
in Scotland and in Austria. In other occasions, practitioners would be willing to continue the 
projects longer but the budgets make this more difficult (for example, in Italy case of policy trail 
2, and Spain policy trail case 1). 

In very diverse local, national, institutional contexts for the learning programmes, certain 
similarities can be outlined. It does not seem strange since the focus of the projects that finance 
the cases are aimed at facilitating access to the world of work for young people considered 
vulnerable by their very difficulties in gaining access. Also, in three national cases from countries 
that do not receive these funds (UK, Scotland and Australia) the objectives are similar. 

This analysis aimed to explore the mechanisms that underpin the development of those 
benefits. We sought here to explore the layer of lifelong learning benefits. In doing so we also 
hoped to explore how those groups of youth interpreted and respond to the different measures 
proposed by practitioners.  
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A large proportion of the participants in this study rated positively the supportive experiences 
that made it easier for them to participate in learning. Those findings overlap with the findings 
of previous studies (Crowther, Maclachlan, & Tett, 2010; De Greef, Segers, & Verté, 2012; Tett 
& Maclachlan, 2007). We suggest that those outcomes are partly attributable to particular 
pedagogical strategies that place the participant at the centre of learning (see especially 
evidence from the reports on Bulgaria, Spain, Austria, Scotland or UK for the second policy trail 
cases).  

Toiviainen, Kersh, & Hyytiä (2019) showed how the role of adult educators has changed to fit 
the identified needs of vulnerable youth. Consistent with previous research, our policy trail 
results indicated that practitioners working with refugees and migrants or ethnic minorities 
(especially reflected in case studies from Austria, Italy, Bulgaria) identify certain vulnerabilities 
specific to this target group, related to basic needs such as lack of language skills, literacy, or 
numeracy and an inability to communicate effectively with the local population. Their 
circumstances put them at an economic and social disadvantage. Similarly, other educators 
working with participants who have not completed their compulsory education identify similar 
needs (see the reports from Australia, Scotland, Bulgaria, UK or Spain). As Toivainen and 
colleagues mentioned:  

In these cases, the role of the adult educator becomes twofold: to provide knowledge 
and skills related to their subject and specialism, and to contextualise such knowledge 
and skills in economic, social and political dimensions relevant to strengthening adults' 
participation in society and communities (p.49). 

The results of our research underline the importance of the atmosphere of respect and equality 
created by the tutors, fostering relationships of trust, both between the participants themselves 
and with the tutors. Empowerment is not created, nor does education overcome vulnerability, 
but the results allow us to affirm that the conditions of the selected courses are designed to 
bring about this additional benefit.  

Limitations  

The results of this section must be interpreted in the context of its limitations. The data for the 
policy trail study come from a variety of case studies across a variety of countries purposefully 
selected to represent different types of countries, thus theoretically diversifying the sample as 
much as possible. However, for each type of institutional context, we have only a limited number 
of representative countries; we have chosen our policy trails to represent only two types of 
programmes; and, furthermore, for each country, we have only two cases, each representing 
one programme. Therefore, while we can draw some general conclusions on the two policy trails 
across diversity of country contexts, we need to be careful to suggest any conclusions for the 
country level, or on the level of types of countries. 

Concerning the case studies themselves, the participants’ interview data were reported after 
the end of the learning programme. Participants’ perceptions were analysed based on the 
experiences they reflected at the final period of their engagement in the programs. But we did 
not have access to the information over some period of time after the learning episode that 
would have allowed for the opportunity to contrast the stability of these results. It should be 
recommended that a more longitudinal study be designed, to follow the potential long term 
impacts of learning programmes like these, both on the individual as well as at community and 
society level –  such a design is itself too seldom a practice even in evaluation studies, and not 
often used by programme providers. 
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4 CONCLUSIONS 
By Triin Roosalu (UT) and Concepción Maiztegui-Oñate (UD) 

 

4.1 Aim and approaches 

Drawing on the previous report D1.1. and those presented by other WPs of the ENLIVEN 

consortium, the goal of this report D1.2. was to understand how lifelong learning programs 

benefit young people in vulnerable positions, and what characteristics of such programs support 

positive outcomes. This report has explored different factors that contribute to the various 

benefits of lifelong learning programs, as part of research on mapping European and national 

policies and programs and their contribution to economic and social inclusion. In particular, the 

main focus of task 1.3. within the ENLIVEN project was to identify benefits at individual and 

societal levels, considering employment and upward social mobility, enhanced social 

participation, and social cohesion.  

To this end, starting from the concept of vulnerability as developed within ENLIVEN and the 

dimensions of vulnerability identified in the previous work of WP1 – namely, we distinguished 

between the economic, social and civic dimensions of vulnerability and learning benefits – this 

report began by presenting a bibliographical review that allowed the adaptation of these 

dimensions of vulnerability to the objectives set forth for this analysis. 

We have adapted the analytical framework and identified four concepts that related to the 

above-mentioned dimensions: employability, the economic dimension; social relations, the 

social dimension; and citizen participation, civic dimension. In addition, the concept of personal 

empowerment has been incorporated (Narayan 2005). This concept has been revealed key in 

the bibliographic review and subsequent analysis to understand the implementation of 

educational projects. 

The empirical work of this report formed part of the ENLIVEN policy trail, explored jointly with 

WP2 and 3 (see also D2.2. and D3.2). In this case, two approaches are presented, quantitative 

and qualitative, to explore how the dimensions of vulnerability evolve in the group of young 

people with low level of studies.  

On the one hand, a set of new indicators has been identified which, based on secondary data, 

operationalize these dimensions of vulnerability. This process has allowed us to carry out a novel 

comparative analysis of European countries and Australia on the situation of young people with 

a low level of education. Two specific moments in time were chosen: 2013, just before starting 

to implement the programmes chosen in the policy trail; and 2017, with the most recent data 

from internationally comparable statistics.  

On the other hand, at the micro level, an analysis of the content of the 20 case studies carried 

out by the ENLIVEN national teams across ten countries, following two policy trails, Youth 

Guarantee and Upskilling Pathways, has been presented. On this occasion, the objective of the 

report has guided the elaboration of the categories and codes, centring on the benefits 

identified by the different agents and in documentation consulted, as well as the pedagogical 

strategies developed in the different cases.  
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4.2 Within-country differences in levels of vulnerability over time 

Context matters. We can’t simply borrow/transfer solutions across contexts, but should take 

heed of contexts, not assuming there is the same focus to lifelong learning across the contexts 

or that the participants in learning programmes would be exposed to comparable social 

contexts. However, many aspects might be more universal than previously suggested, likely 

showing more variance within the institutional type, within the country, within the adult 

learning programme, and within the group of young adults in vulnerable positions, rather than 

across these categories. 

Report D1.1. showed that in all the countries studied, those within the EU and Australia, 

unemployment, together with low skill levels, were the most frequent dimensions of 

vulnerability targeted by policy measures. Understanding the concept of vulnerability only in 

relation to the labour market, it was felt that vulnerable young people lack certain attributes, 

i.e. those that would enable them to enter the world of gainful employment. 

In the present report (D1.2), based on lifelong learning programs, the results outlined in the 20 

cases of the national reports suggest that the instrumental perspective related to human capital 

is dominant. It is true that the Youth Guarantee, one of the programs selected for an ENLIVEN 

Policy Trail, aims to incorporate youth into the labor market through education and training. In 

other words, it forms part of Active Labour Market Policies (ALMP) (Boeren, Whittaker, & 

Riddell, 2017). A similar perspective is seen in the case of Policy Trail 2, Upskilling Pathways, 

representing the idea of empowerment. Those results align with previous analysis on the 

outcomes of flexible learning programs targeted at vulnerable groups (Perreira do Amaral & 

Zelinka, 2019; te Riele, Wilson, Wallace, & McGinty, 2017).  

The dimensions of vulnerability unfold differently for most groups and in different 

environments, depending on the distinct opportunities and constraints that affect social realities 

(Silver, 2015). In a similar way, our research suggests an important observation on the 

significance of the diversity of contexts, especially with reference to the participation of youth – 

for instance, when analysing the growing interest in politics of young people in some countries 

with very different economic and political situations (Bulgaria, Germany, Greece, Italy, Lithuania, 

Spain or Sweden, among others). The global context, transcending national policies, such as 

global warming, may be behind these results. We believe that this analysis should stimulate 

discussion on this relevant issue. 

Vulnerability is the result of a combination of linked dimensions, and for our analysis, we have 

distinguished three: empowerment, employability, and social and civic engagement. Because 

they are multiple and complex the results show the need to tackle the dimensions in an holistic, 

integrated way, rather than in a separate or unconnected manner. 

Of course, some settings, appear more likely and some less likely to already be able to deliver 

those conditions, and this can be seen from the kind of statistical analysis carried out in in this 

report, and from the analysis carried out on typologies in other parts of ENLIVEN project. Data 

demonstrate that different occur between countries depending on the dimension analysed. 

Comparing in two by two dimensions, there is a trend towards a process of homogenisation, 

although differences remain considerable. These differences support the classification of the 

countries analysed in groups according to the typology established by Roosmaa and Saar (2017) 

based on the political, welfare and educational systems. Data show how young people in the 

Nordic countries and Australia seem to have a safer situation with lower levels of vulnerability 
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in all dimensions analysed, while in some Balkan countries (Bulgaria, Romania) and southern 

Europe, young people suffer more risk of being vulnerable.  

In the light of these results, two reflections are derived, one of methodological nature and 

another of a political nature. First, methodologically, it should be noted that structural and 

institutional factors are key elements in adult learning outcomes; in line with the typologies 

based on variables at country level and what previous authors have noted (Boyadedjieva and 

Ilieva-Trichkova 2018).  

Second, with regard to lifelong learning policies, it seems essential not to forget the importance 

of environmental variables (for instance, labour market situation and thus employment options) 

that facilitate or hinder the incorporation of young people into the society across all the 

dimensions analysed, particularly employability. Through the report we have argued that 

analysis of LLL programs, at national and local level, is helpful in identifying the outcomes and 

the factors involved in the development of those outcomes. The results generate a general 

impression that to develop LLL policies focusing on overcoming individual needs is not sufficient 

as they can place greater pressures on those groups of young people who have low educational 

levels, and are considered more vulnerable. In this report, the national results show how the 

Nordic countries with a more developed welfare systems offer a scenario of greater security. 

This is an issue that requires future analysis, as other countries with a different economic model, 

such as Australia, have similar results in the analytical model developed.  

In terms of its social implications, learning in adulthood is linked to themes of varying 

significance, ranging from social cohesion to issues related to public order such as the reduction 

of criminal activity, health expenditure savings, voter participation or social cohesion, changes 

in income distribution, savings in medical and welfare expenditure and voter participation 

(Desjardins & Schuller, 2006, p. 6). While we have not enough data in our policy trail case study 

reports to explore these aspects in our study, possible outcomes along these lines should be 

kept in mind when designing adult education programmes for young adults. We would like to 

suggest the aspects we did explore – empowerment, social and civic participation – might well 

also be important mediating mechanisms to achieve these results. However, these are likely 

long term effects on individual, community as well as social level, and thus very difficult to link 

directly to the effects of specific programmes.  

4.3 Perceived benefits of programs for youth learners in vulnerable 

contexts 

The existing body of research shows that participation in lifelong learning generates multiple 

benefits (Manninen & Meriläinen, 2014). It seems that there has been a clear influence on 

earning and employability (Field, 2009a). Social benefits and impact on active participation in 

public life, especially as volunteers, are also identified (Vera-Toscano, Rodrigues, & Costa, 2017). 

In general, adult education has a less significant impact than school-based education, but 

benefits both the individuals involved and their families and communities (Feinstein, Budge, 

Vorhaus, & Duckworth, 2008). It could reduce racism, increase civic participation (through 

voting) and improve healthy living, and thus supporting wellbeing, democracy and social 

cohesion across the board. The impact of education takes place at different levels: education 

has a direct effect on individual well-being, by helping people develop capabilities and resources 

which influence their well-being; it has an indirect effect, leading to outcomes that in turn allow 

people to thrive and increase their resilience in the face of risk; and it can have a cumulative 
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effect, by influencing the social and economic environment in which people spend their lives. 

The effects on well-being themselves can be collective as well as individual (Field, 2009).  

Based on the pivotal work of Schuller (2004) and others (Desjardins & Schuller, 2006; Campbell, 

2006) three groups of benefits were discerned – personal empowerment, employability and 

social and civic engagement – and the perceived benefits by the study participants were 

distinguished according to these. Conducted of the participants in 20 different cases of learning 

programmes, the current study has contributed to our understanding of young peoples’ 

perception of change after participation in adult education. Furthermore, this study focusses on 

the perceptions of other stakeholders involved in those programs.  

In general, our results showed that the path toward social inclusion seems to be an individual 

process that takes place through a personal change (basic skills, self-esteem) that favours 

activation. Subjective and psychological well-being – based on the view of one's own person as 

a competent and self-confident individual – is a fundamental asset in improving the lives of 

vulnerable people (Narayan, 2005):  

Rather than dismissing self-assessments as “faulty measures,” however, recent studies 

show that subjective measures may be more important than objective ones in predicting 

people’s probability of taking action (p. 25) 

Along with those results related to the personal empowerment (identity/self-esteem, mental 

well-being, and attitudes toward learning, the qualitative analysis of ENLIVEN policy trail 

identified the improvement of employability possibilities related to the development of soft 

skills associated with job or technical training.  

Useful yet problematic concept of employability 

The selected cases studied here have as their main objective the employability of the 

participants.  The logics that underlie these interventions correspond to activation (Parreira do 

Amaral & Zelinka, 2019, De Greef, Verté, & Segers, 2012, te Riele, Wilson, Wallace, & McGinty, 

2017). If unemployment is seen as the main dimension of vulnerability in national policies (report 

D1.1.), individuals are seen as having a low level of employability, rather than being subject to 

unfavourable hiring practices in the labour market. The solution is sought in defining the 

unemployed in terms of low skills – if not in a general context, then at least in the more concrete 

context of the local labour market. Here, lifelong learning should be available to enable a low 

skilled unemployed person who is at risk to develop into a socially integrated, appropriately 

skilled and potentially employed person. 

Education is often considered a pathway to economic independence (Camilleri-Casar, 2015). 

This study aimed at providing more insight into the experience of adult learning among young 

participants in learning programmes.  

Highlighting relevance of social and civic participation dimension 

Drawing upon our findings, we argue in this respect that lifelong learning programs often 

disregard the dimension of social and civic participation in society. It seems one of the key 

aspects to have in mind is that the potential benefits (of a learning episode) can be recognised 

regardless of the type of national context. A qualitative study such as ours is less able to make 

any generalisable claims regarding types of institutional settings or countries, but we are able to 

demonstrate that, regardless of institutional setting, all these types of benefits can be 

recognised. Different kinds of efforts have to be carried out in these institutional systems to 
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enable specific programme leaders to organise provision the ways that it would lead to the 

benefits (or at least withdraw the harm). The claim is that ensuring the benefits is a struggle 

across the settings and countries, and sometimes it becomes crucial to avoid the disillusionment 

of the (potential) learners and adult education professionals in the context where better 

employment opportunities would not be realistic even after training. Trying to compensate lack 

of those kinds of direct, short-term benefits by drawing attention to and consistently providing 

resources for empowerment that could lead to enhanced social and civic participation would 

offer an alternative path, an alternative scenario for those young adults in the vulnerable 

contexts. 

4.4 Characteristics of adult learning programs that benefit youth in 
vulnerable contexts 

This report has explored the relationship between those benefits perceived by the different 

stakeholders and the pedagogic practice of the organizations in which they participated. Within 

our study, the pedagogical strategies referred to specific activities and pedagogic styles. 

Traditional forms of adult education have been shown to improve social inclusion and social 

capital (De Greef, Verté, & Segers, 2014). Our results confirmed the importance and the power 

of group work in building confidence and a positive learner identity. Participants in those 

projects mentioned the respect and esteem they felt for their tutors. However, all of these cases 

have a common base, stressing the importance of an appropriate pedagogy, which supports 

interaction and collaboration instead of vertical relationships.  

The findings support Toivananen's (2019) comments when they lament that adult educators 

focus not only on visible vulnerabilities (such as lack of basic skills) but also on less apparent 

vulnerabilities (such as poverty): 

The educators make a strong point that the interpretation of citizenship needs to be 

contextualized in specific situations and embedded into the needs, ambitions and 

capabilities of their target group. The interpretation of citizenship would often be 

related to developing skills that would enable vulnerable adults to integrate into society 

step by-step, through empowering them and facilitating their skills to deal with the 

issues, problems and challenges that happen in their daily life. (Toiviainen, Kersh, & 

Hyytiä, 2019, p. 58) 

The atmosphere of respect and equality created by tutors fosters relationships of trust, both 

between the participants themselves and with the tutors: these seem to be crucial elements. 

The creation of the personal image, the capacity for individual agency and feelings of well-being 

are elements related to this empowerment (Narayan, 2005). The results point to the creation of 

an alternative image of themselves, as capable and competent people, through various 

pedagogical practices such as tutorials, small group work. Empowerment is not created (Ucar, 

2007), nor does education overcome vulnerability, but the results allow us to affirm that the 

conditions of the selected courses are designed to allow the development of personal skills 

necessary for subsequent labour integration. 

The role of practitioner is mediated through the employability intentions of educational 

programmes. Their personal skills (and biases) are a result of past educational experiences. The 

existing body of research highlights particular pedagogical practices that impact on progression, 

such as working in pairs or small groups. Identities are nurtured by learning experiences. The 

social relationships and networks established between people with similar experiences can 
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support the construction of positive dispositions towards learning. The differences we found 

between the countries in relation to the practices could have been related to the different 

nature of the learning proposals, in terms of target groups and aims.  

It has been widely recognised that a focus on individual characteristics is often framed by 

pathologising characteristics, such as not being mature, being able or willing to progress through 

education and successfully enter the world of work, or lacking "life skills". It involves classifying 

target groups as a “problem”, especially in terms of their ability to participate in the labour 

market (Parreira do Amaral & Zelinka, 2019, p. 416). This view runs the risk of reproducing a 

deficit approach (Edwards, Armstrong and Miller, 2001; Perreira do Amaral and Zelinka, 2019). 

This relevant topic has not been addressed in this report – it calls for another research approach 

– but we assume the aspects we did study in relation to empowerment would be important 

mediating mechanisms here. However, the results of this study should be considered in the light 

of certain limitations not addressed as the vision of vulnerability of the educators involved in the 

cases analysed, as well as the relationships they establish with the participants. 

We want to show how these results are closely related to discussion, in ENLIVEN report D2.1, 

which established that the nature of the formal education system impacts on the type of adult 

education provision, as do traditions about civil society’s role in non-formal adult education. 

Considering delivery types of adult education opportunities, drawing out adult-specific 

participation in post-secondary VET provision is problematic from the available information. 

However, where adult returners can access a range of courses in institutions designed to deliver 

vocational education, and in several countries they can do so for no or low fees, post-secondary 

VET becomes important for the disadvantaged, notably those who are unemployed or unable to 

progress from a relatively low skilled position. Workplace and job-related learning is not strongly 

focused on improving the skills or improving the stability and quality of employment for those 

with low qualifications, who are under-employed or in low paid positions, as it is not necessarily 

in the employer’s interest. Trade unions play a role in several countries in providing learning 

opportunities in the workplace, and for employees to pursue further education and training, 

access to a training fund may be important. The nature of support and the education and training 

opportunities provided to young people leaving school who do not follow an academic route is 

important for tackling issues around NEET status, youth unemployment and underemployment.  

The provision of opportunities for older adults and the unemployed to access training, and public 

employment service provision, vary between countries in the same welfare state type as well as 

between them, but they have a vital role in helping those who are out of the reach of schemes 

for younger adults.  The most varied provision by broad provider type groups appear to be in 

the liberal and conservative-continental states. The lowest rates of participation are in countries 

with limited infrastructure across the three types of provider – private, public, and third sector 

– but potentially particularly in the latter two types. Of course, providers are not established in 

a vacuum, but in relationship to government policy and funding priorities.   

Additional context for elaborating on these results is provided by the analysis in ENLIVEN report 

D4.1, showing that disadvantaged groups are more likely excluded from participation to lifelong 

learning. Focusing on the hindrances, or barriers to lifelong learning participation of 

disadvantaged adults, they reveal that several system characteristics play a key role in lifelong 

learning participation, for example, the entrance age into lower secondary education; the 

compulsory education age; the (perceived) costs of lifelong learning; and the indicators of 

economic development (per capita regional gross domestic product and the number of patent 

applications). These system characteristics particularly restrict low-educated (young) individuals 

from access to lifelong learning. From an individual perspective, it is observed that low-educated 
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(young) adults, who face income pressure, are less likely to choose formal learning pathways as 

a means to increase labour earnings, compared to the general (middle- or high-educated) 

working force. It is suggested that policymakers and government officials could respond to this 

observation with a more inclusive policy.  

While we agree with these suggestions, we recommend that in cases where these 

disadvantages are more likely prominent, even more attention should be paid to ensuring 

benefits on the programme-level. We suggest that specific national, regional or community 

contexts may lack specific institutional supports, and there especially the programmes should 

be more carefully designed to secure the benefits.  

ENLIVEN report D2.2 analysis shows consistently that outreach and networking are important 

tools for working with young low-qualified adults. Policy-makers want different organisations 

and services to work together, staff members at education and training institutions find it useful 

to know their colleagues at other workplaces and to refer young adults to other services if 

needed. For young adults, getting to know the different types of services on offer has been 

important, as they are often ill-informed and information is not always very visible, representing 

the informational barrier. Low participation rates in adult education and training, especially in 

the Southern and some of the Eastern European countries remain problematic, as low-qualified 

adults participate significantly less than their highly educated counterparts; this is also as feature 

in the Nordic countries, and the idea of ‘creaming’ and ‘parking’ has been discussed as a factor 

increasing such inequalities. These aspects need to be taken in account, if they are assumed to 

be of major impact in making programmes more efficient, and this is the impression from 

D1.2.  

ENLIVEN D2.2 analysis also shows a need for more funding: often, taking a more individualised 

approach, or continuing the programme and offering learners funded progression routes, is 

prevented by lack of funding. Some young adults would profit from longer-term support. This 

does not always seem to be possible. Nevertheless, it is important for education and training 

institutions and additional services to keep their learners informed about potential progression 

routes. Funding is also important as young adults seem to value one-to-one support, want 

individualised guidance, and see building strong relationships with their mentors as one of the 

most valuable aspects of their participation in education and training programmes.  

While group sessions can enable benefits like peer support and new friendships, it seems 

important to offer these on top of individualised approaches, not as a replacement. Also, limited 

funding has an impact on the situations of mentors and staff members. They need to be highly 

motivated and engaged in order to work with these young people. However, their salaries tend 

to be low and this leads to high staff turnover and discontinuity in the relationships between the 

learners and staff. Our analysis supports the idea that more tailored measures, while more 

likely to be time- and resource-costly, tend to be more efficient in achieving wider goals, 

related to empowerment and social and civic participation, beyond employability-related 

skills, for adult learners. 

4.5 Viability of analytical model of vulnerability in adult learning 

In the light of these findings, a number of issues and questions arise. Vulnerability means that 

the well-being of a person – of any person, as all people are vulnerable at some point – is 

susceptible to shifts. Agency and the ability to cope with negative external circumstances, is the 

opposite to vulnerability. The model is dynamic, meaning that an individual’s position on the 

social inclusion/exclusion ladder may change as a result of a range of factors. However, the very 

label “vulnerable” encourages generalizations about specific groups, and runs the risk of 
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reinforcing stigmatization of particular groups and individuals. In addition, it is a complex term, 

with considerable nuances, which can be abused and used for social control – to increase 

coercive vigilance and discipline and to reinforce feelings of helplessness in people considered 

“vulnerable”.  

The definition and the construction of target groups serves to distinguish and label vulnerable 

groups. This practice is generally considered useful for policy measures, and for tools to map the 

population. However, understanding this may be helpful in avoiding stigmatizing vulnerable 

young people, and other vulnerable groups generally. The risk operates in a similar way to earlier 

notions of cultural deprivation (Edwards, 2001). In recent research on European policies, 

Parreira do Amaral & Zelinka (2019) pointed to a similar risk in the implementation of projects:  

Policy makers will also define target groups either more generally in terms of social 

categories (age, gender, migration status, competence or qualification levels, etc.) or 

from a more functionally focused perspective of a policy sector in terms of perceived 

(behavioural or attitudinal) problems of the individuals or groups in question. Following 

this line of reasoning, this framing would then have impacts on the time horizons as well 

as on the definition of success criteria of the policies (Parreira do Amaral & Zelinka, 2019, 

p. 409) 

4.6 Innovation in measuring outcomes in more holistic way 

This report has aimed to move towards better understanding of the benefits of lifelong learning 

considering four dimensions of vulnerability, namely in the spheres of employability, social and 

civic engagement, and psychological empowerment. The report draws on selected review of 

lifelong learning benefits, in particular the triangular model of social benefits developed by 

Schuller (2004a, 2004b).  

Within the context of vulnerability, we applied the novel empirical approach of policy trails by 

choosing two kinds of adult education programmes available for youth in vulnerable positions 

across ten countries which represent variety of institutional typology. We explored the 

perspectives of youth participants as well as programme providers to see what learning contexts 

characteristics support achieving the perceived benefits.  

In addition to this, we attempted an innovative analysis of vulnerability at the macro level, 

identifying indicators that could be successfully used to follow how far a country – relative to 

other countries – proceeds in securing those in more vulnerable positions resources to be 

included according to the selected dimensions. We managed to demonstrate that the level of a 

country’s relative success is closely related to the institutional setting within the country, even 

when our wider selection of indicators beyond pure economic participation and employability is 

considered. While the latter could be argued to be dependent on the position of the country’s 

economy at a certain period of time and the specific phase of its economic cycle (and 

connections to low-GDP-high-GDP arguments easily arise), we show that it is across all the other 

relevant dimensions of vulnerability as well that some countries fail to deliver, and thus 

accumulate and intensify disadvantages for those in the most vulnerable positions. 

We therefore suggest more attention be paid to measuring the variety of dimensions of 

economic vulnerability that should take into account the need to support individual level social 

and civic engagement via psychological empowerment. 

We also demonstrate how quantitative and qualitative analysis could be used to attempt to 

highlight the outcomes of learning programmes, though we acknowledge limitations to their 
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applicability and the difficulties involved in measuring impacts from any one specific action 

within the larger social context. We have noted that those responsible for learning programmes 

do not always manage, or even set out, to follow up and assess the benefits of the programmes 

for individual participants or communities – or only do so in superficial ways or consider just one 

aspect, such as integration into the labour market or education. While both short- and long-term 

follow-up would be preferable – exploring the potential outcomes of learning programmes, both 

positive and negative – these may prove too much effort, especially given the difficulties in 

singling out the different kinds of effects from empirical insight.  

However, our suggestion is for programme providers as well as learners to be more aware of 

the variety of possible benefits of adult learning programmes, even beyond their immediate 

stated goals, especially for youth in more vulnerable contexts. We have provided some tools and 

examples of how to consider short-term as well as long-term, more indirect, benefits in a more 

systematic, holistic way, without over-emphasising the single dimension of labour market 

inclusion that, very often, reflects low demand rather than lack of enthusiasm on the part of the 

young adults.  

4.7 Tailored responses to universal questions across institutional 
settings? 

As D2.1. highlights, lifelong learning is one of the key priorities of the European Commission’s 

Education and Training policy. Within its strategic framework “Education and Training 2020” a 

set of eight benchmarks was included, to be achieved by EU member states by 2020. One of 

these is that 15% of the adult population (aged 25-64) should participate in lifelong learning; 

another that the share of early school leavers should be lower than 10 % per country. While a 

range of countries have already achieved these benchmarks, inequalities in educational 

attainment, skill levels and labour market positions remain visible and significant groups of 

adults need more support to achieve a better position in life. Evidence shows that participation 

in lifelong learning is dominated by more highly-educated adults, while those with lower 

educational attainment, the unemployed, and those employed in elementary and semi-skilled 

blue colour jobs, have significantly fewer chances to participate.  

D2.2. shows that in each country groups of people are excluded from education and training and 

from the labour market. This exclusion is not entirely absent from any type of society – including 

the Nordic countries, often presented as the ideal type of welfare state. Country-by-country 

overviews of education and training programme activities selected for our policy trails, of types 

of programme participants, of experiences of staff and adult learners, and of implications for 

further practice have revealed striking similarities between approaches in different countries. 

All schemes in fact focus on increasing employability and empowerment –with a strong 

emphasis on employability – through one-to-one counselling and career guidance and a range 

of group training sessions. The focus of programmes has been strongly on the skills-supply side 

of employability, raising concerns about the weaknesses of the labour market and how demand-

side issues should been given more attention. On the one hand, there is a call to further ‘activate’ 

the most disengaged young adults and to improve their attitudes towards work and learning, 

focussing on their poor individual characteristics. On the other hand, early evaluations of the 

Youth Guarantee scheme have demonstrated that countries with high proportions of NEETs 

have not engaged with reforming their Active Labour Market Policies. It is important to design 

policies taking into account the local environment in which the young adults live. Labour markets 

in rural areas lack opportunities. These areas often suffer from poor local transport connections 
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and young adults might feel reluctant to leave the place they call home. It is therefore important 

to offer education and training opportunities embedded in the local environment, making a 

sound translation of European and national targets and guidelines into realistic and relevant 

goals for the specific area.  

On the other hand, ENLIVEN D4.1 investigated the impact of access to lifelong learning on 

economic growth, exploring unequal access to lifelong learning between rich and poor, and 

between the low- and the highly-educated. Analysing 23 European countries representing 211 

regions it suggests that economic growth rate is significantly reduced, by -0.4 percentage points, 

when inequality between low- and highly-educated in access to lifelong learning increases. It 

argues that skill-biased technological change is not favourable for economic growth as a whole. 

Three implications follow: (1) the level of educational attainment in the population cannot 

explain why some countries excel and others fall short; (2) inequality in access to lifelong 

learning between low- and highly-educated is worse in societies with high shares of routinized 

jobs; and (3) the costs of lifelong learning explain about 0.1 percentage points of the total 

negative impact of the HCI-index on growth. The ENLIVEN team therefore argues that lifelong 

learning is not only a matter for the disadvantaged individual, or group, but also for society as a 

whole, and requires policy action to enhance individuals’ prospects and societies’ wealth. 

Clearly, countries, that concentrate lifelong learning among the high-educated restrict the 

possible channels to impact growth. If education and training are important determinants of the 

wealth of nations, then one can reasonably argue that limited and unequal access to education 

or training restricts the possible channels to growth. 

To overcome inequality, countries have increasingly adopted definitions of targeted vulnerable 

groups according to two or three dimensions of vulnerability that should apply at the same time. 

We have demonstrated in D1.1 that European level policy shifts in lifelong learning are 

increasingly reflected in national level policy discourses, and we suggest this shapes the 

emphasis that specific intervention programmes take within member states. However, our 

analysis of country contexts in D1.1 and D1.2, and of types of institutional settings in D1.2, 

alongside with the relevant analysis in D2.1 and D3.2, suggests that national efforts to provide 

universally acknowledged solutions – such as tailoring the learning environment to individual 

learner needs –must take account of institutional path-dependency. This is a precondition for 

securing these solutions have a chance to reach and benefit different target groups across a 

region, country, or country group. Evidence suggests that in successful programmes, this is 

already the case. Even EU level programmes need to be planted in a specific social and 

institutional context – including a specific labour market and education context. 

 

As discussed in ENLIVEN D3.2, regulating and intervening in the adult education segments of 

lifelong learning markets is complex. Institutional formations and social structures are important 

determinants of the structuration of Europe’s lifelong learning markets. Hence, there is neither 

a single lifelong learning market nor a single adult education market: a plurality of market 

segments co-exists, and may be affected by EU policy. The EU’s regulatory politics and wealth 

redistribution capacity are key for influencing national lifelong learning markets. Domestic 

adaptations of these markets are intertwined with welfare state regimes but the role of private 

actors is increasing everywhere. Among the countries studied, some had implemented Youth 

Guarantee, but some did not – yet still pursue its objectives via the European Social Fund. The 

cross-country analysis highlighted a generalised attempt by all countries to coordinate actions 

and measures at national level through a cooperative approach. Regardless of the country’s 
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welfare regime, the role private actors play in financial terms tends to increase everywhere – 

and this seems a consequence of the “workfarist” approach underpinning how the Youth 

Guarantee is conceived and enacted. A key question is whether European governance, with its 

distinctive qualities (especially regulatory politics and capacity for wealth redistribution), 

influences Europe’s lifelong learning markets, and its adult education market segments, via an 

elite, compensation, or comprehensive strategy (or some combination of these). It is reasonable 

to assume that different member states may be differently responsive to such strategies in their 

domestic adaptation of EU policy. But the evidence brought together in ENLIVEN D4.2 in relation 

to Upskilling Pathways and Youth Guarantee point at a hybrid compensation-comprehensive 

strategy as affecting the development of (at least some segments of) national lifelong learning 

markets.  

Based on analysis in D1.2 we highlight the relevance of acknowledging the general and 

universal in the process of domestic, and even regional, adaptation of EU policy, and in 

responding to local needs. Data-driven quantifiable goals, such as achieving a certain 

participation rate of specific target groups in adult education or increasing their level of labour 

market inclusion, may result in frustration, disillusionment and inefficiency in the learning 

programme provision. Our analysis suggests the need to add other goals and guidelines related 

to the qualitative dimensions of adult learning programmes (such as defining characteristics 

of the learning provision that would allow a tailored approach to be taken for each learner). 

These, however, like the key benefits that go beyond quick transfer to the labour market, tend 

to be more difficult to assess.   

In conclusion, we are tempted to remind ourselves again of the benefits of "seriously useless 

learning"25, and to question our ability to comprehend and measure the benefits of learning. 
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5 ANNEXES 
 

ANNEX 1 Information collection: Guidance on suggested interview questions 
and wider data 

Here we provide guidance on the five aspects of information collection that we propose for 
completing each policy trail. The five aspects represent the agents in the ‘policy trail chart’ 
wrapped around the programme, as well as some further contextual data: 

1. Synthesis and analysis of wider context in which programme takes place, data and 
reporting. 

2. Interview with 1 local/regional policy maker knowledgeable about the specific schemes 
and its implementation in the local/regional context. 

3. Interview with a 1 representative at the level of the learning setting (= the provider).  

4. Interviews with 1 staff member running the programme. 

5. Individual interviews with a small number of participants in the programme (5 
participants)  

ANNEX 2 Suggestion how each section of the proposed data collection links to 
the themes for analysis and reporting 

1. SYNTHESIS AND ANALYSIS OF WIDER CONTEXT, DATA AND REPORTING 

1a) Policy and funding context 

To improve the quality of the policy trail, some contextual information should be provided, to 
locate the specific example in the wider policy landscape. This can be added onto the key 
informant interview with the local/regional policy maker. 

It would be good therefore to address the following in the report of the policy trails: 

 What are the main national or regional government policies which provide context for the 
aims and work of the programme? How well does the programme appear to fit with these 
policies or overarching strategy in this area of delivery?  Is it a common program in the 
region or an unusual one? 

 What are the main sources of funding for the programme? Which bodies are responsible 
for monitoring the use of funding? Have there been any issues publicly raised about 
funding of this type of programme?  

 Are there any bodies responsible for regulation or quality assurance of the setting, and of 
the programme? Is there any information on how effective or detailed that 
regulation/quality assurance is? Have there been any issues publicly raised about quality 
of this type of programme? Is there any evaluation report available about the program’s 
impact on learners in the short and middle term? 

 

1b) Data and reporting 

To improve the quality and breadth of the findings, a synthesis and some commentary of existing 
data or previous monitoring or evaluation would be very valuable.  

It would be good therefore to explore the following for inclusion in the report: 

 Are there any published data on participation in this programme specifically (within that 
setting or on a wider scale)? If so can these be summarised (critically). For example in 
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terms of the numbers that participate, the proportion of the targeted population who 
participate, the characteristics of those who participate, completion/outcomes data.  

 Have there been previously carried out programme evaluations or reporting of data on 
the programme? If so, who carried these out? Are they publicly available? If not, can they 
be provided by the informants? If available, can these be summarised (critically). For 
example in terms of the nature and extent of the evaluation, of the effectiveness of 
measures of success used, of the extent of success, of the problems and issues identified 
and whether they are addressed, of completion/outcomes for participants.  

 

2. INDIVIDUAL INTERVIEWS WITH 5 PARTICIPANTS IN THE PROGRAMME: TOPICS AND SUGGESTED 

QUESTIONS 

2a) Opportunities 

 How did they become aware of the opportunity / programme? 

 Is their involvement voluntary? Or mandatory? How much choice did they feel they had 
in participating?  

 What is their awareness of other opportunities available to them, who funds and 
delivers the opportunities, the access criteria? If they hadn’t participated in this 
programme, what other options did they feel they had?  

2b) Barriers 

 Did they overcome any barriers to participate – if so, what were the barriers: 

 Dispositional barriers (e.g. participant’s prior education/training/employment 
experience and effects on their confidence, the extent to which they have 
expectations of a positive experience in programme and future 
opportunities/outcomes); 

 Situational barriers (e.g. finance, transport, caring responsibilities, time); 

 Institutional barriers (e.g. location, whether the provider/setting/institutions 
which are available deliver what the person needs, the means of accessing the 
programme). 

 What helped with overcoming these barriers?   

 What are the costs of participating: fees, opportunity costs (e.g. not earning while 
participating, what they have had to give up to participate)? 

 

2c) Expectations and experience of programme 

 What were they hoping to gain from participation? – e.g. employment, job progression, 
personal or collective agency, health or well-being, confidence, active citizenship, 
further education/training.  

 To what extent can the programme meet their needs? Are they getting from it what 
they expected? Is it delivering more or less than they expected? Which benefits can the 
person identify as a result of his/her participation (e.g. getting a job, improving working 
conditions, self-esteem or other self-perceptions, political participation, cultural 
participation, participation in community life, …)? Which is the narrative of the person 
about these benefits? 

 Have their expectations of the programme changed since starting their participation?  

 Are the following aspects of the programme right or could they be improved:  

 aims of the programme; 
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 content of the programme; 

 by whom and where it is delivered;  

 teaching/learning/facilitation approach;  

 length of the programme;  

 hours and commitment required. 

 Are there progression opportunities – into further education, training, employment or 
other programmes? If so, do they seem feasible to access?  

 Do they feel they can make progress without further intervention after the programme 
is completed?  

 Have they benefitted in the past from previous participation in adult learning activities?  

2d) Possible Benefits: 

 By looking back on the time before attending this course and the present day, could you 
identify some changes regarding your feelings, relations, ? (Can you give an example? 
How do you feel now?  

 Are the activities you join during the week or the week end different then when you 
compare this to the time before the course? (explore about the connection with his or 
her environment) Can you give an example? 

 Do you take part in some community organizations (local, national or international 
level)? Could you give an example? If yes, could you explain it (time, motivations). 

 In general, how do you think you cope with things, in an independently way or getting 
help from others? Does it differ with the time before the course? Can you give an 
example? 

 Thinking back on the programme you have been participating in and the 
aforementioned changes in your daily life (in what is changed, what you’re doing 
different now, what you can do nowadays or whom you have met), what has been a real 
help to you? 

 

3. INTERVIEWS WITH 1 STAFF MEMBER RUNNING THE PROGRAMME: TOPICS AND SUGGESTED 

QUESTIONS  

3a) Characteristics of the programme – might be backed up by existing documents as well 

 Can they provide an overview of the programme: 

o Aims and expectations of the programme.  

o Content of the programme. 

o Approach/methods of the programme.  

o Length and required commitment of the programme. 

o Link with other programmes / progression opportunities to other programmes, 
other positive destinations. 

o Is the setting right for the type of programme and participants? 

o What policies inform the programme and its aims? 

3b) Wider context 

 Who funds the programme? Are funds sufficient? 

 Who sets out the aims of the programme? Who sets out the content of the programme?  

 How much control do they have over the purposes and approach of the programme?  
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 Where does the programme fit (if at all) in relation to other programmes?  

 Where does the programme fit (if at all) in relation to the wider national/EU policy 
context? 

 

3c) Access and barriers  

 How is the programme accessed?  

 What are the characteristics or backgrounds of those who participate?  

 Are the appropriate young people gaining access and if not what are the barriers for 
them that need to be addressed? 

3d) Programme evaluation / measures of success 

 What would success look like? How is it measured? For example: 

 whether the groups targeted by the programme are those who engage with it; 

 whether participation/attendance is satisfactory; 

 what would be defined as positive outcomes (E.G. ……….) and to what extent 
are these achieved; 

 whether there is any kind of monitoring of participants at short/middle term in 
relation to the expected results; 

 whether there is any report, evaluation or indicators information about 
previous cohorts.  

 What are the programme results in relation to these? 

 What could improve levels of success? For example:   

 Are the programme objectives adequate to meet participants’ needs?  

 Is it delivered in the right place? 

 Is it delivered in the right format?  

 Is it delivered at the right time in young people’s lives? 

 Are there sufficient progression opportunities? What are the options for those who 
leave or complete? What if any other options should there be? 

3e) Lessons learned  

 Which have been the “lessons learned” in the last years about how to increase 
participation and reduce withdrawal? Did they identify or implement any change with 
this aim? 

 Which have been the “lessons learned” about how to improve the resulting benefits for 
participants? Did they identify or implement any change for improving the benefits of 
adult learning for participants? 

 

4. INTERVIEW WITH A 1 REPRESENTATIVE AT THE LEVEL OF THE LEARNING SETTING (=THE 

PROVIDER): TOPICS AND SUGGESTED QUESTIONS  

4a) Overall work of the setting/provider and wider context – collect documents if they exist 

 What programmes does the setting deliver? 

 Who funds the work of the setting and determines its objectives? 

 What policies do they see as underpinning the work that they do? (Note to interviewer: 
Please ensure that some policies at national level are identified.) 
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 Do they see the work that they undertake as contributing to/responding to a local/ 
national / EU level need? 

 What are the characteristics or backgrounds of those who participate in the setting as a 
whole?  

4b) Setting evaluation 

 What would success for the setting look like and how is it measured? For example: 

 Are the appropriate young adults gaining access and if not what are the barriers 
for them that need to be addressed? 

 What would be defined as positive outcomes and to what extent are these 
achieved? 

 Is there any overall evaluation or monitoring of the work of the setting? Who 
do they have to report to?  

 The engagement of which types of participant with the setting is most likely to be 
successful? 

 What could improve engagement and levels of success? For example, is the setting 
geographically, financially and socially accessible to the disadvantaged adults they want 
to reach?  

 Are there sufficient progression opportunities within or outside the setting? What are 
the options for those who leave or complete, and what if any other options should there 
be?  

4c) The dialogue between the programme and the setting 

 What is expected of the programme, what are the pressures? 
 Is there any participation in the process by other agents? 
 How are the results perceived? 

4d) Lessons learned  

 Which have been the “lessons learned” in the last years about how to increase 
participation and reduce withdrawal? Did they identify or implement any change with 
this aim? 

 Which have been the “lessons learned” about how to improve the resulting benefits for 
participants? Did they identify or implement any change for improving the benefits of 
adult learning for participants? 
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ANNEX 3 Guidance for analysis and reporting of policy trail country reports  

We propose a form of thematic analysis. For the purposes of achieving some consistency and 

potential for comparative analysis, the overall topics are provided in the table, with suggested 

issues to cover in each. The level of detail and the issues that emerge may not fit perfectly with 

the ‘issues to cover’, as clearly you will guided by the evidence.  The table suggests which parts 

of the proposed data collection relate to each topic; again these will not perfectly align in all 

areas depending on the evidence that emerges.  

The topics will form sections of the research report for the policy trails. We will turn this into a 

template. The reporting of each individual trail should not exceed 10 pages. 

Topic Issues to cover Sources of evidence 

Description of 
the context 
within the 
policy trail 
method has 
been 
undertaken 

Summary of and brief commentary on policy 
and funding context for the programme and 
setting, starting from the Youth Guarantee 
and Upskilling Pathways projects.  
Summary and commentary on the policy 
context and how this connects at a 
local/national/EU level 
 

Synthesis and analysis of wider 
context, data and reporting: Policy 
and funding context (1a) 
 
Interviews with staff members 
running the programme: Wider 
context (3b) 
 
Interview with provider 
representative: Overall work of the 
setting/provider and wider context 
(4a) 

Description of 
the programme 

Where does the programme fit in with 
local/national/EU policy? 
Name of the programme and where it is 
delivered. 
Aims of the programme.  
Usual length of the programme / hours of 
participation required. 
Main activities of programme, e.g. general 
education; vocational training; sports; 
cultural activity; support/guidance; 
preparation for employment; preparation 
for education/training courses. 
Forms of disadvantage of targeted 
participants.  
Required prior education level of 
participants, if relevant. 
Education level (ISCED11) of programme, if 
relevant.  

Synthesis and analysis of wider 
context, data and reporting: Data 
and reporting (1b) 
 
Interviews with staff members 
running the programme: 
Characteristics of the programme 
(3a) and Wider context (3b) 
 
Interview with provider 
representative: Overall work of the 
setting/provider and wider context 
(4a) 

Access and 
barriers  

Ways in which young people access the 
programme (e.g. referred by an agency, 
advised by a guidance service, through 
applying and meeting entrance 
requirements).  
Participants’ experience of accessing the 
programme. 
Participants’ experience and perceptions of 
barriers to positive destinations generally, 
and to the programme specifically.   
How particular barriers can be reduced.  

Synthesis and analysis of wider 
context, data and reporting: Data 
and reporting (1b) 
 
Interviews with participants: 
Opportunities (2a), Barriers (2b) 
 
Interviews with staff members 
running the programme: Access 
and barriers (3c) 
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What prevents particular barriers being 
reduced? 
 

Possible 
benefits 

Enhancement of social inclusion. Ways in 
which people consider they have changed 
(functional outcomes, participation, feelings, 
taking part in society/community, ) 

Interviews with participants (2d) 
 
Interview with staff members: 
programme evaluation (3d) 

Characteristics 
of the specific 
programme 

Aims and expectations of the programme.  
Content of the programme. 
Approach/methods of the programme.  
Length and required commitment of the 
programme. 
Link with other programmes / progression 
opportunities to other programmes, other 
positive destinations. 
Where the programme is delivered.  
Is the setting right for the type of 
programme and participants? 

Participant interviews: 
Expectations and experiences of 
the programme (2c) 
 
Interviews with staff members 
running the programme: 
Characteristics of the programme 
(3a) 
 
Interview with provider 
representative: The dialogue 
between the programme and the 
setting (4c) 

Defining and 
measuring 
success  

How is success defined by participants and 
those involved in delivery? 
How is success for the programme 
measured? 
How is success for the setting measured?  
Is the programme meeting the needs of 
participants?  
Is the setting right for the type of 
programme and participants? 
Are progression opportunities appropriate 
and feasible to access?  
What could improve engagement and levels 
of success? 

Synthesis and analysis of wider 
context, data and reporting: Data 
and reporting (1b) 
 
Participant interviews: 
Expectations and experiences of 
the programme (2c) 
 
Interviews with staff members 
running the programme:  
Programme evaluation/measures 
of success (3d) 
 
Interview with provider 
representative: Setting evaluation 
(4b); The dialogue between the 
programme and the setting (4c) 

Learning 
lessons  

How has evaluation, monitoring or 
experience been used to identify possible 
improvements to the programme? 
What actions have been taken to implement 
lessons learned? 
What are the barriers, if any, to change or 
improvement? 
What changes beyond the programme or 
setting are required to increase engagement 
or positive outcomes? 

Synthesis and analysis of wider 
context, data and reporting: Data 
and reporting (1b) 
 
Interviews with staff members 
running the programme: Lessons 
learned (3e) 
 
Interview with provider 
representative: Lessons learned 
(4d) 

Generalisability 
and suggested 
implications (in 
the national / 
regional 
context) 

To what extent can it be proposed that the 
findings from this trail can be generalised to 
delivery of the same programme in different 
settings; to other programmes? What are 
the limitations on generalisability? 
What are the implications for policy 
(national or regional/provincial) of the 
findings concerning: the way the 
programme is organised, its content and 

Research team’s analysis, 
reflections and conclusions.  
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delivery, its location, its challenges and 
successes, the issues for improvement that 
are identified.  
What is the extent and limit of these 
implications based on the available 
evidence? What else needs to be explored 
and understood (i.e. research gaps)?  

 

In the deliverable report, in addition to the summary of each policy trail, the WP1/2 teams will 

provide an overview of the findings across all the policy trail, after engaging in an international 

and comparative analysis. This will include comparison of policy trails with similarities in aim 

(based on Youth Guarantee and Upskilling Pathways) or delivery, the way approaches differ 

across countries, and whether that relates to wider country level factors. We will identify 

broader lessons from the policy trails, and identify limitations to drawing lessons across different 

implementations of the programmes within different types of countries, focusing particularly on 

the final section of each trail.  

The policy trails will also be added into the IDSS.  
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ANNEX 4: Definitions and themes to qualitative content analyses 

Categories Codes Definitions 

Personal skills related to 
agency and personal 
empowerment 

Development of basic 
skills 

Skills like reading, writing, number skills and computer skills that are used in every day 

Attitudes toward learning A sense of more active role in lifelong learning   

Identity/self perception 

Subjective intangible assets, related to strengths such as internal locus of 
control, self-esteem, sense of purpose in life, ability to self-actualize, and 
critical thinking abilities. Feeling of trust and confidence on their own abilities (inspired in 
Schuller, 2004) 

Mental well being A positive mental state (Field, 2009, p.9) 

Social and civic engagement 
Social interactions Any comment related to relationships with other participants or other persons 

Civic participation 
Engagement in civic society towards voluntary service or other issues related to public 
concern (volunteer, join an association) 

Employability 

Further education 
Engagement the studies that can improve the situation in the labor market (in any of the 
different types and levels of formal education: university, professional formation, etc) 

Technical training 
Be incorporated into studies which can improve the situation in the labour market through 
the development of qualified technical skills, except formal education 

Job related skills Softs skills that can improve the situation in the labor market (CV, interview preparation, etc.) 

Job prospects Recruitment to a job or improvement in a previously developed job 

Pedagogical practices. 
Activities 

Activities   All types of learning opportunities in the  

Activities in Relation with 
other stakeholders 

Activities that required coordination with other stakeholders (town hall, companies, ) 

Pedagogical strategies 

Respect treatment Responses related to the ethos of the group as welcoming, caring for participants and safe 

Encourage teamwork 
Opportunities to cooperate, using their individual skills and providing constructive feedback. 
Usually in small groups  

Mentoring/Support 
Comments about practitioners (or other persons) helping to guide a less participants or less 
experiences persons. Support is related to giving encouragement 

Flexible tailored approach The socio-educational intervention is adapted to the needs of each student 

 


