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Abstract 

A curriculum for the training of the professionals involved in the evaluation of AE staff is the main output of 
the EduEval project, an EU project part of the LLP Grundtvig Program started in January 2014 and 
coordinated by University of Milano-Bicocca, Italy (http://www.edueval.eu/). The training curriculum was 
designed by the University of Bari "Aldo Moro" (Italy) using blended learning methodologies. The 
methodological principle in training activities is the triangulation (Denzin 1989, Greene 2007, Hussein 2009), 
therefore a complex process conceived with different criteria (i.e., educational tasks) cannot be evaluated by 
means of a single perspective, but it needs multiple analyses and complementary perspectives. The training 
curriculum has been planned using self-assessment triangulations, external and context evaluations. The 
EduEval project aimed at defining the initial training of Adult Education Staff evaluators in order to promote a 
European culture of AE assessment systems. 
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1. INTRODUCTION 

The evaluation of professionals involved in Adult Education, the quality of the Adult Education system and 
the competences of Adult Educators have a crucial role in European policies (EC, 2001; 2006; 2007, 2011; 
ECETIS 2011; AGADE; Research voor Beleid 2010; SEALLL 2005-2007; Carlsen & Irons, 2003; Jääger & 
Irons, 2006; VINEPAC 2006-2008; CAPIVAL 2010).  

AE staff evaluation has a social relevance, as it can support the professional training of operators, the quality 
of educational actions and the promotion of non-formal learning processes within complex professional 
contexts, in which problems and emergencies are managed on a daily basis. Notwithstanding it is a central 
issue, AE staff evaluation is carried out via non-official procedures by professionals with disparate training 
and professional experiences (educators, trainers, supervisors, consultants, coordinators; they may have a 
long-standing experience in AE contexts, but they lack a specific assessment-based training), or by quality 
certification authorities or by external institutions following pre-set standards. However, they often lack a 
thorough knowledge of the specific educational context to be assessed (See Public Research Report, 

EduEval Project). There is also a lack of service and typology mapping of professional figures involved in 
educational practices, thus resulting in a fragmented and complex evaluation procedure. EduEval, a 
European Grundtvig project started in 2014 and coordinated by University of Milano-Bicocca (Italy) has been 
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planned in order to overcome this situation by defining the professional profile of AE staff evaluators on a 
European level thanks to the creation of a training curriculum for AE staff evaluators.  

2. EUROPEAN FRAMEWORK 

Some recent European policies dealing with AE underlined the central role of quality assessment of 
educational systems, of staff professional training and the competences acquired in formal, informal and 
non-formal learning contexts (Research voor Beleid, 2010, Carlsen & Irons, 2003; Jääger & Irons, 2006). 
Lifelong learning, professional development and learning validation - as well as the competences acquired in 
non-formal and informal contexts - represent some important priorities at European level (Jarvis, 2009). The 
involvement of adults in non-formal and informal contexts is greater than in formal contexts. Nevertheless, 
any form of competence acquired in the former are often not certified and recognised, therefore they cannot 
be used in professional contexts. The most recent European documents [Making a European Area of 
Lifelong Learning a Reality, EC, 2001; Adult learning: It is never too late to learn, EC 2006; Action Plan on 
Adult Learning: It is always a good time to learn, EC, 2007; Resolution on a renewed European agenda for 
adult learning, EC, 2011; Renewed Agenda for Adult Learning 2012-2014; EC, 2011] require the need to 
develop a quality assessment of AE services (by means of validation systems, standards and guidelines) 
and people involved in AE contexts (by means of a more precise definition of profiles and professional 
competences to be considered in the initial training and during the professional activities). 

The international debate concerning competence-based profiles of educational tasks underlined that is very 
difficult to get a well-defined model of all assessment procedures and methods. Furthermore, the syntagm 
“educational work” is difficult to define because it concerns a varied target of users and an action, which is 
carried out in different contexts (communities, prisons, centres of aggregation, therapeutic centres and so 
on) and for different purposes (accompaniment, training, supervision, etc.). Therefore, educational tasks are 
a complex “object to be evaluated” and the evaluation of the educational work requires different 
perspectives, methods and practices [Perla, 2004; Perla, Vinci 2015]. 

In the definition of the AE staff evaluator profile and in the creation of the relating assessment model, not 
only observable and measurable actions should be taken into consideration, but personal behaviours and 
actions carried out during this kind of experiences should be considered as well. The theoretical framework 
used in the EduEval project considers educational tasks "a complex form of action through which tasks and 
projects are carried out" (Harré, 2000, p. 74). A "competence for educational tasks" only refers to the specific 
education practices. In the project there is also a strong reference to the so called multidisciplinary 
competences (Rey, 2012) (Problem solving, group management, creativity, relational skills, coping with 
anxiogenic situations) which are fundamental in the definition of the profile. All these models are consistent 
with the assessment of educational practices and use information triangulation methodologies, that is a 
process that can interconnect objective, subjective and intersubjective competences to be assessed.  

The EduEval project entailed an assessment perspective that includes: a) the collection of information 
(documentation) as well as reliable and relevant evidence that may be used as markers of educational 
competence; b) the personal opinion of those assessed based on self-assessment procedures; c) an 
external evaluation based on the approval by those involved in the evaluation process. The EduEval 
approach considers the assessment of educational tasks as a way to recognise and validate AE staff 
evaluators' competences relying on motivational features like self-assessment and reflective practices (Perla, 
2004). 

3. BEFORE THE CURRICULUM 

The EduEval project, an EU project part of the LLP Grundtvig Program started in January 2014 and 
coordinated by University of Milano-Bicocca, Italy (http://www.edueval.eu/), involved six partners from five 
different European countries (Italy, Latvia, Poland, Greece and Spain) and aimed at redefining the 
professional profile of the evaluator of Adult Education (AE) staff at a European level, in order to guarantee 
the quality of AE. The methodology used was based on a collaborative approach for the development of 
knowledge that arises from the importance of a cooperation between practitioners (holders of practical 
knowledge) of the AE staff and academic researchers (holders of theoretical knowledge) [Perla 2010; 
Desgagné, Bednarz, Couture, Poirier, Lebuis 2001; Anadon 2007; Phillips, Kristiansen, Vehviläinen, 
Gunnarsson 2013].  

Unlike research-action stages, this part has been designed as a co-equal relationship between professionals 
and researchers (Day 1996, p.32; Biémark, Dejiean & Donnay 2008, pp. 71-84; Desgagné, 2001; 
Lieberman, 1986a, 1986b). This stage entails a mutation of researchers' roles, as they create knowledge 
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together with operators (Biémar et alii, 2008, p. 71-84). This is why the term co-equal is used in this stage. In 
Research-Action procedures operators "learn and do" what researchers theorise (for example they tend to 
observe and reuse the methodology set out by researchers at the end of the research stage), while in 
Research-Co-Build procedures researchers and operators are "partners" in the research stage even though 
they are driven by different needs. While researchers tend to create general knowledge to be shared with the 
scientific community (therefore educational practices are only their starting points for research), operators 
"enter" research procedures in order to favour practice-based knowledge (Donnay & Charlier, 2006) that can 
be used in professional settings.  

In this methodological frame, the EduEval project designed and carried out an investigation stage that 
included a desk research on the AE system and a series of interviews with practitioners involved in the 
evaluation of AE professionals in each of the partner countries. A mobility workshop (Crete, 14-17 July 2014) 
and a wiki-collective workgroup (http://wiki.edueval.eu/) aimed to share knowledge, ideas, theories and 
practices about the Evaluation of the AE staff between professionals (educators, consultants, mediators, 
etc.), consortium partners, stakeholders and researchers. Finally, a Pilot Training Course, designed and 
realized by University of Bari “Aldo Moro” (Italy) for the training of the professionals involved in the evaluation 
of AE staff, aimed to understand the evaluation and training role in order to enhance the organizational 
improvement and to develop a deep awareness of the AE staff evaluator profile. 

3.1. The Pilot Training Course 

A Pilot Training Course, started in February 2015, was designed and lead by University of Bari (Italy) for the 
training of the professionals involved in the evaluation of AE staff. It was focused on the following objectives:  

- understanding the evaluation formative role aimed to the organizational improvement;  

- understanding how data collection instruments can be used, according to EduEval evaluation purpose;  

- developing a deep awareness of the Adult Education staff evaluator profile;  

- developing knowledge about the required and expected professional competences of Adult Education staff 
evaluator;  

- developing a more complex view of work processes in Adult Education contexts.  

The course was addressed to participants aged 25 to 65 years (the minimum number of participants in the 
course was 10, the maximum was 25 for each country). Each partner freely chose the participants (with open 
calls, selections, etc.), by following some project-related criteria: the age of participants (25-65 years); to 
have a role consistent with the project group (evaluator of Adult Education staff; students attending Courses 
to become Adult Educators and/or evaluators; consultants who carry out staff evaluation; researchers 
involved in the evaluation of Adult Education).  

The course participants were selected by each project partner in order to guarantee the heterogeneity of the 
professional profiles and the exchange of expertise and acquired competences within an Adult Education 
Organization. They have been working as evaluators within different educational services (intercultural 
integration services, inmates custody services, homeless people services, extra-scholastic educational 
organizations - cooperatives, recreation and social-educational centres - community centres, cultural 
services - libraries, cultural centres, etc.). 

The training course has been designed with a combined structure and divided into didactic unities. The 30-
hour course was divided in two modules: a 20-hour “in presence” module and a 10-hour “e-learning” module. 
Trainers used different group methods and strategies to promote a thoughtful reflection about one’s own 
professional experiences: maps; case studying; brainstorming; writing, professional practices’ enhancement 
and empowerment; assessment activities simulations; reflective activities.  

The methodological principle in training activities was the triangulation (Denzin 1989, Greene 2007, Hussein 
2009), therefore a complex process conceived with different criteria (like educational tasks) cannot be 
evaluated by means of a single perspective, but it needs multiple analyses and complementary perspectives. 

As a result of the training activities and group debates, the educational work has emerged as a complex 
framework to be assessed, in which many variables are included connected with one's personal and 
professional life, the community life, with micro and macro variables.  

The result was the development of knowledge (general, specialized, and context-based), abilities (both 
general and referred to specific evaluation work processes) and competences to strengthen the professional 
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role of Adult Education staff evaluators. Thanks to training activities and outcomes, the AE staff Evaluator 
has been defined as a professional figure with different competences, having specific multi-functional 
characteristics to work in different contexts. The detailed description of the relating profile underlines his/her 
training period, knowledge and expected competences (methodologies, techniques and tools that he/she 
should master), intervention areas and the ethical principles that lead his/her professional practice. 

4. DEFINITION OF THE EDUEVAL CURRICULUM  

The aim of the EduEval project was the definition in a curriculum of a flexible training model that could be 
applied to AE staff evaluators, together with the creation of a Handbook for the participants and some 
Guidelines for trainers (in press).  

The training curriculum has been planned in order to gather different professional figures so that different 
specific evaluation-related competences and multidisciplinary educational competences could meet and in 
order to define the complex issue of AE staff activities completely.  

4.1 Educational stage 

The training course for AE staff evaluators has been planned using blended learning methodologies. It is a 
100-hour course: 70 in presence (64 hours + 6 hours for individual supervision) and 30 hours in e-learning 
mode. The blended learning methodology has been carefully planned in order to interchange in-presence 
and online modes, using the following schedule: 

- In-presence activities begin with the introduction and aims of the course; creation of the training group, 
metacognitive and reflection-based activities in order to trigger implicit representations and beliefs about 
the assessment of educational tasks (Perla 2010). This in-presence stage (more details in section 4.2) is 
very important to share EduEval training with previous personal and professional experiences and to 
create a common interpersonal space within the group of participants.  

- Activities have been carried out via an online platform (Moodle), an open-source Course Management 
System (CMS) designed using the principles defined by social costructivism (Vygotsky, 1978) and aimed 
at enhancing educational and learning processes. The online training entails some aims: 1) analyse the 
contents provided by means of: SCORMs (Sharable Content Object Reference Model); a Glossary in 
order to create a common specific lexis; an online repository for training documentation; a Wiki page 
(collaborative writing platform); a Forum and other e-learning activities managed in an online 
environment; 2) peer assessment activities (Limone 2012, Baldassarre 2011) such as workshops, tests, 
Jigsaws and other group activities that could be assessed (e.g. simulation: creation of assessment tools 
such as rubrics, portfolios or audits). The e-learning module has been planned with the cooperation of 
Prof. M. Baldassarre and Dr. V. Tamborra (University of Bari "Aldo Moro", Italy). 

- The third stage entails in-presence activities once again. Here, the core activities were the analysis and 
critical reprocessing of the concepts learnt also by sharing different points of view, the support of 
participants in the learning process, peer assessment procedures, learning new concepts (see section 4.2 
for details concerning training methods and tools used). 

4.2 Methods and tools 

Training activities have been planned following some methodological frameworks, such as: 

Reflectivity, meta-cognition and analysis of practices: the pragmatical framework based on reflective thinking 
comes from Dewey (1938) and Schön (1983, 1987); according to them, some rational technical-instrumental 
methods may show flaws especially in educational environments. Here, professionals do not apply theories 
or consistent solution, but they put forward intervention hypotheses that consider the ongoing complex 
processes as well as their critical features and flexibility.  AE staff educational tasks are many-sided, 
unpredictable and require heuristic, reflective and metacognitive rationality, that is the ability to meditate 
during actions and tasks, to analyse problems and pre-set solutions in order to adapt them to the specific 
case. The reflective paradigm overcomes rational-technical models, in which professionals only execute 
standard procedures; here, any experience is integrated, models and theories are tested and operators are 
directly involved in the creation and documentation of their own professional tasks. This professional model, 
based on the figure of a "practical-reflective expert" with specific competences arising both from scientific-
rational and experience-based knowledge, had a great impact in school contexts (Perla 2010, 2011, 2012b; 
Mortari, 2003, 2009; Fabbri 2007; Striano 2001; Altet ed Paquay 2002; Fabbri, Striano, Melacarne, 2008; 
Montalbetti, 2005; Brookfield 1995; Jarvis 1999; Korthagen 2001; Perrenoud 2001).  
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Together with the reflective and metacognitive frameworks, which enhance professionals' expertise while in 
action, a core framework used in the EduEval course is represented by the analysis of educational practices, 
or the analysis of real situations in order to deduce a theoretical, a posteriori model from the professional 
practices (Altet, 2003). Educational practices are the only way to provide information and problems to be 
analysed; therefore, educational theories are always proved in effective situations (Dewey, 1967).  

The EduEval training course uses two reflective-metacognitive tools for AE staff evaluators that are used to 
understand a complex and unpredictable system and to build assessment tools for specific contexts by 
sharing knowledge among AE professionals, trainers and evaluation professionals.  

An example is represented by the analysis of a case study dealing with AE contexts. Case studies are 
defined as a deep analysis of a situation or an original event in its different levels and dimensions (Yin 
1994a, 1994b; Mortari, 2007; Riva, 2007). Used as an effective research method to analyse and understand 
complex realities, case studies are also writing models used to support professional training activities about 
one's own professional experience (Damiano, 2007). The EduEval training curriculum entails the analysis of 
AE staff evaluation cases. Here, participants analyse assessment tools, modalities and criteria used in an AE 
context. 

Another tool used in the EduEval course is represented by mind maps as a useful tool to highlight 
participants' representations concerning the assessment of educational tasks: mind maps allow a graphic 
representation of the implicit features of beliefs dealing with such a complex topic. Mapping activities are one 
of the most effective and functional representation of knowledge; maps represent the ways in which minds 
organise and apply knowledge by relating ideas and concepts dealing with a specific field: in other words, 
maps represent the way knowledge is organised in human minds. Maps are tools that are placed between 
reality and representation, and transfer direct experiences in analogical scenarios, thus reducing the gap 
between those who learn and the object to be analysed. They are logical-iconic mediators used to represent 
concepts and are highly representative tools for the self-reflective analysis of implicit, emotive, motivational, 
ideological, cultural and experiential dimensions in a profession (Vinci, in Perla 2012b). Mind maps are 
graphic representations of information arranged in a hierarchical structure, in which the learning and 
development of cognitive concepts are based on free mind associations starting from a core element. 
Images, colours and connection lines used in mind maps are more representative than words: they stimulate 
a deep network of associations, suggestions and ideas, enhancing creative (both personal and group) skills, 
imagination, memory, unconscious mind resources, mindsets and confidence (Novak, Gowin, 1995; Novak, 
2001; Buzan, 2006; Buzan, Buzan, 2003). 

Narration is another quality-based tool used in the EduEval course because of its epistemic (Lyotard, 1981; 
Clandinin & Connelly 2000) and training-related nature (Formenti, 1996; Demetrio, 1996, Bruner 1992; 
2002). Perla (2012a) states that through narration activities it is possible to analyse the inner psychical, 
existential, emotive, motivational and relational processes of a narrator; to analyse meanings of events by 
triggering reflective and experience-based processes; to explain knowledge deriving from actions; to 
reconstruct the past and to preserve (individual and common) memories by means of writing practices 
(Perla, 2012a).  

The EduEval course for AE staff evaluators entails training narration-based tools used both in in-presence 
and online modules. Reflective writing activities, that is a professional writing used as a self-training tool for 
adults (Perla, 2012b) represents an example. Professional writings represent a tool that can develop 
professional competences by means of the analysis of working processes and by means of "an overview on 
the complex nature of organisational contexts" (Perla, 2012b, p. 10; Pastré, 2002; Habboub, Lenoir, Tardif, 
2008; Pastré, Lenoir, 2008; Pastré, Mayen, Vergnaud, 2006). By means of reflective writings, the 
participants could analyse their experience by reflecting on it and intertwining it with their personal, relational, 
ethical and ideological beliefs that distinguish their professional actions.  

5. CONCLUSIONS  

The EduEval course allowed the mapping of AE staff competences within the countries involved in the 
project, thus comparing cultures, models, methodologies and evaluation tools used in social and educational 
environments.  

The assessment of educational works requires a threefold perspective (Pellerey, 2004; Castoldi, 2012) 
concerning a subjective, objective and intersubjective dimension that could interpret the complex range of 
processes in Adult Education. The methodological principle used in the EduEval model was represented by 
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triangulation (Denzin, 1989; Greene, 2007) because a complex reality made up of different dimensions (like 
educational contexts) needs a series of perspectives and complementary comparisons. 

Project results, drafted in a Handbook and some Guidelines (in press), explain this curriculum in order to 
develop flexible training activities meant for evaluators in different EDA contexts.  

The long-term aim is to include this professional profile in a more precise legislative recognition at an 
international level, by means of specific training activities, which are part of the European qualifications 
network that can set definite criteria for the creation of a recognised register for EDA staff evaluators. This 
figure would be defined as a specialised professional, which works in formal and non-formal educational 
fields, using assessment tools and methods in order to enhance the educational tasks carried out by those 
involved in AE contexts. 

6. ACKNOWLEDGEMENT 

EduEval Project: 538743-LLP-1-2013-IT-GRUNDTVIG-GMP. With the support of LLP Programme Grundtvig 
Multilateral Project. This publication only reflects the views of the Authors, and the Commission cannot be 
held responsible for any use which may be made of the information contained therein.  

This article has been jointly developed by the authors.  

Loredana Perla wrote the sections 1, 2, 3, 5; Viviana Vinci wrote the sections 3.1, 4, 4.1, 4.2. 

REFERENCE LIST 

Altet, M., Paquay, L., Perrenoud, Ph. (Éds.) (2002). Formateurs d’enseignants. Quelle profesionnalisation?. 
Bruxelles: De Boeck. 

Altet, M. (2003). La ricerca sulle pratiche di insegnamento in Francia (tr. it.). Brescia: La Scuola.  

Anadon, M. (Ed.). (2007). Proceedings from 73rd ACFAS Congress. La recherche participative: Multiples 
regards. Quebec, QC: Presses de l’Université du Québec.  

Baldassarre, M. (2011). E-learning, integrazione aula-rete e criteri pedagogici per la didattica universitaria 
on-line. In I. Loiodice (Ed.) Università, qualità didattica e lifelong learning. Roma: Carocci. 

Biémar, S., Dejean, K., Donnay, J. (2008). Co-construire des savoirs et se développer mutuellement entre 
chercheurs et praticiens. Recherche et formation, 58, 71-84. 

Brookfield, S. D. (1995). Becoming a Critically Reflective Teacher. San Francisco: Jossey-Bass.  

Bruner, J. (1992). La ricerca del significato. Per una psicologia culturale. Milano: Bollati Boringhieri.  

Bruner, J. (2002). La fabbrica delle storie. Diritto, letteratura, vita (tr. it). Roma-Bari: Laterza. 

Buzan, T. (2006). Come realizzare le mappe mentali. Milano: Frassinelli.  

Buzan, B., Buzan, T. (2003). Mappe mentali. Milano: NLP Italy.  

Carlsen, A., Irons, J. (Eds.) (2003). Learning 4 Sharing: Manual for Adult Education Practitioners. Vilnius, 23-
28. 

Clandinin, D. J., Connelly, F. M. (2000). Narrative Inquiry: Experiences and Story in Qualitative Research. 
San Francisco: Jossey-Bass. 

Damiano, E. (2007). Il mentore. Milano: FrancoAngeli. 

Day, C. (1996). The role of higher education in the professional development of teacher: threat or challenge? 
In D., van Veen, W., Veugelers (Eds.). Vernieuwing van leraarschap en lerarenopleiding (32-51). 
Apeldoorn: Garant. 

Demetrio, D. (1996). Raccontarsi: l’autobiografia come cura di sé. Milano: Raffaello Cortina. 

Denzin, N. (1989). The research act: A theoretical introduction to sociological methods. Englewood Cliffs, NJ: 
Prentice Hall.  

Desgagné, S. (2001). La recherche collaborative: nouvelle dynamique de recherche en éducation. In M. 
Anadon (Eds.). Nouvelles dynamiques de recherche en éducation. Québec: Presses de l’Université 
Laval. 



12-14 October 2015- Istanbul, Turkey 
Proceedings of ADVED15 International Conference on Advances in Education and Social Sciences 

 

ISBN: 978-605-64453-4-7 681 

 

Desgagné, S., Bednarz, N., Couture, C., Poirier, L., Lebuis, P. (2001). L'approche collaborative de recherche 
en éducation: un rapport nouveau à établir entre recherche et formation. Revue des sciences de 
l'éducation. 27(l), 33-64. 

Dewey, J. (1933). How We Think. A Restatement of the Relation of Reflective Thinking to the Educative 
Process. In J. A. Boydston (Ed.) (1986). The Later Works of John Dewey 1925-1953. Vol. 8. 
Carbondale: Southern Illinois University Press. 

Dewey, J. (1938). Logic. Theory of Inquiry. In J. A. Boydston (Ed.) (1986). The Later Works of John Dewey 
1925-1953. Vol. 12. Carbondale: Southern Illinois University Press. 

Dewey, J. (1967). Le fonti di una scienza dell’educazione (tr. it.). Firenze: La Nuova Italia.  

Donnay, J., Charlier, E. (2006). Apprendre par l’analyse de pratiques: initiation au compagnonnage réflexif. 
Namur: Presses Universitaires de Namur. 

EC (2001). Making a European Area of Lifelong Learning a Reality. COM(2001) 678 final. http://eur-
lex.europa.eu/legalcontent/EN/TXT/PDF/?uri=CELEX:52001DC0678&from=EN. 

EC (2006). Adult learning: It is never too late to learn. COM(2006) 614 final. http://eur-
lex.europa.eu/legalcontent/EN/TXT/PDF/?uri=CELEX:52006DC0614&from=EN. 

EC (2007). Communication from the Commission of 27 September 2007 presenting the Action Plan on Adult 
learning - It is always a good time to learn [COM(2007) 558 final]. http://eur-lex.europa.eu/legal-
content/EN/TXT/?uri=celex:52007DC0558. 

 EC (2011). Resolution on a renewed European agenda for adult learning. http://eur-
lex.europa.eu/LexUriServ/LexUriServ.do?uri=OJ:C:2011:372:0001:0006:en:PDF. 

ECETIS project - European Competencies Evaluation Training Integrated Scheme (2011-1-FR1-LEO05-
24457). Core competencies and specific to the generic role of evaluator. http://www.adam-
europe.eu/prj/9349/prd/6/2/Common%20repertory%20of%20competencies.pdf. 

Fabbri, L. (2007). Comunità di pratiche e apprendimento riflessivo. Roma: Carocci. 

Fabbri, L., Striano, M., Melacarne, C. (2008). L'insegnante riflessivo. Coltivazione e trasformazione delle 
pratiche professionali. Milano: FrancoAngeli.  

Formenti, L. (1998). La formazione autobiografica. Confronti tra modelli e riflessioni tra teoria e prassi. 
Milano: Guerini e Associati.  

Greene, J. C. (2007). Mixed Methods in Social Inquiry. San Francisco, CA: John Wiley & Sons.  

Habboub, E., Lenoir, Y., Tardif, M. (2008). La didactique professionnelle et la didactique des savoirs 
professionnels dans la documentation scientifique: un essai de synthèse des travaux francophones. In 
Y., Lenoir, P., Pastré (Eds.). Didactique professionnelle et didactiques disciplinaires en débat. Un 
enjeu pour la professionnalisation des enseignants (21-52). Toulouse: Éditions Octarès. 

Harré, R. (2000). La singolarità del sé. Introduzione alla psicologia della persona. Milano: Raffaello Cortina.  

Hussein, A. (2009). The use of triangulation in social sciences research: Can qualitative and quantitative 
methods be combined? Journal of Comparative Social Research. 1, 1-12. 

Jääger, T., Irons, J. (Eds.) (2006). Towards becoming a good adult educator. Resource book for adult 
educators. http://www.vabaharidus.ee/public/files/LPIA_Agade_A4.pdf. 

Jarvis, P. (Ed.) (2009). The Routledge International Handbook of Lifelong Learning. London: Routledge. 

Korthagen, F. A. J. (2001). Linking Theory and Practice. London: LEA. 

Lieberman, A. (1986a). Collaborative work. Educational Leadership. 44(1), 4-8. 

Lieberman, A. (1986b). Collaborative research: Working with, not working on. Educational Leadership. 43(5), 
28-32. 

Limone, P. (2012). Valutare l’apprendimento on-line: Esperienze di formazione continua dopo la laurea. Bari: 
Progedit. 

Lyotard, J. F. (1981). La condizione postmoderna (tr. it.). Milano: Feltrinelli. 



12-14 October 2015- Istanbul, Turkey 
Proceedings of ADVED15 International Conference on Advances in Education and Social Sciences 

 

ISBN: 978-605-64453-4-7 682 

 

Montalbetti, K. (2005). La pratica riflessiva come ricerca educativa dell’insegnante. Milano: Vita e Pensiero. 

Mortari, L. (2003). Apprendere dall’esperienza. Roma: Carocci.  

Mortari, L. (2007). Cultura della ricerca e pedagogia. Prospettive epistemologiche. Roma: Carocci. 

Mortari, L. (2009). Aver cura di sè. Milano: Bruno Mondadori. 

Mortari, L. (2011). Ricercare e Riflettere. Roma: Carocci. 

Novak, J. D. (2001). L’apprendimento significativo. Le mappe concettuali per creare e usare la conoscenza. 
Trento: Erickson. 

Novak, J. D., Gowin, B. (1995). Imparando a imparare. Torino: SEI. 

Pastré, P. (2002). L’analyse du travail en didactique professionnelle. Revue francaise de pédagogie. 138, 9-
17. 

Pastré, P., (2008). Apprentissage et activité. In Y., Lenoir, P., Pastré. Didactique professionnelle et 
didactiques disciplinaires en débat. Toulouse: Octarès.  

Pastré, P., Mayen, P., Vergnaud, G. (2006). Note de synthèse: la didactique professionnelle. Revue 
francaise de pédagogie. 154, 145-198. 

Pellerey, M. (2004). Le competenze e il Portfolio delle competenze individuali. Firenze: La Nuova Italia. 

Perla, L. (2004). Valutazione e qualità in Università. Roma: Carocci. 

Perla, L. (2010). Didattica dell’implicito. Ciò che l’insegnante non sa. Brescia: La Scuola. 

Perla, L. (2012a). Scrittura e tirocinio universitario. Una ricerca sulla documentazione. Milano: FrancoAngeli. 

Perla, L. (2012b). Scritture professionali. Metodi per la formazione. Bari: Progedit . 

Perla, L., Vinci, V. (2015). How to train evaluators of Adult Education staff at a European level? Towards the 
design of a pilot curriculum in EduEval project. Society, Integration, Education. Proceedings of the 
international scientific conference May 22nd-23rd, 2015, IV, 138-147.  

Perrenoud, Ph. (2001). De la pratique réflexive au travail sur l’habitus. Recherche et formation, 36, 131-162. 

Phillips, L., Kristiansen, M., Vehviläinen, M., Gunnarsson, E. (2013). Knowledge and Power in Collaborative 
Research. A Reflexive Approach. New York: Routledge. 

Research voor Beleid (2010). Key competences for adult learning professionals. Contribution to the 
development of a reference framework of key competences for adult learning professionals. Final 
report. Zoetermeer. 

Rey, B. (2012). Ripensare le competenze trasversali (tr. it.). Milano: FrancoAngeli.  

Riva M. G. (2000). Studio “clinico” sulla formazione. Milano: FrancoAngeli. 

Schön, D. (1983). The Reflective Practitioner. San Francisco: Jossey-Bass. 

Schön, D. (1987). Educating Reflective Practitioners. San Francisco: Jossey-Bass. 

Striano, M. (2001). La razionalità riflessiva nell’agire educativo. Napoli: Liguori. 

Vinci, V. (2012). Scrivere mappe didattiche. In L., Perla (Ed.). Scritture professionali. Metodi per la 
formazione (120-148). Bari: Progedit. 

Vinepac (2008a). Handbook for the Use of Validpack for the Validation of Psycho-pedagogical Adult 
Educator’s Competences. S., Sava, R., Lupou (Eds.). Timisoara. 
http://www.capival.eu/images/handbook.pdf.  

Vygotsky, L. (1978). Interaction between learning and development. Mind and Society, 79-91. 

Yin, R. (1994a). Application of case study research. Second edition. Thousands Oaks, California: Sage 
Publication. 

Yin, R. (1994b). Case study research. Design and Method. Thousands Oaks, California: Sage Publication. 

 

http://www.capival.eu/images/handbook.pdf

