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1. Introduction

Lifelong learning (LLL) has received increasingeation in
recent years. It implies that learning should takace at all
stages of the “life cycle and it should be life-wjdthat is
embedded in all life contexts from the school te #ork place,
the home and the community” (Green, 2002:613). Téaning
society’, is the vision of a society where there aecognized
opportunities for learning for every person, wherethey are
and however old they happen to be. Globalizatiahtae rise of
new information technologies are some of the dgwviorces that

Y Chapter for the book: Merrill, Barbara (ed.). @8). Learning to Change? The Role of
Identity and Learning Careers in Adult EducatioHamburg: Peter Lang Publishers.
(forthcoming)
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cause depreciation of specialised competences. hdgpens
very quickly in terms of economic value; conseqlygmworkers
of all skills levels, during their working life, msti have the
opportunity to update “their technical skills anthance general
skills to keep pace with continuous technologichhrge and
new job requirements” (Fahr, 2005:75). It is instkkbntext that
LLL tops the policy agenda of international bodiestional
governments and non-governmental organizationthearfield of
education and training, to justify the need for Lopportunities
for the population as they face contemporary engidyy
challenges. It is in this context that the requieamand interest
to analyse the behaviour patterns of adult learhassdeveloped
over the last few years.

When the biographies of adult students are stuthey
reveal uncertainty and sometimes a lack of confiden
concerning their potential. However, some of théme Gtudents)
have developed approaches to deal with these ulifBs and
have become independent (autonomous) learners.sithegtion
may be related to the pathways chosen during lifeime. As a
consequence, we may have different identities eimgrifom
different institutions. Is this choice dependenthanwv they lived
before? And has this choice affected the way thleynl and
develop their autonomy and independence? Are temcied
tutors prepared to address these changes?

This chapter introduces a case study of adult stgdm
Portugal. It was developed by the Portuguese pamhethe
PRILHE (Promoting Reflective Independent Learnimg HE)
project consortium. This was a project funded by Huropean
Commission Socrates Adult Education Programme (@9-38P-
1-2004-1-UK-GRUNDTVIG-G1PP). In Portugal, adults yna
choose Higher Education InstitutidnéHEI) or Technological
Schools (TS) to pursue their education. The caseéysshows
that there are similarities and differences betwstedents from
TS and Universities, mostly related with the apploatudents

! In Portugal, Higher Education comprises universityd polytechnic education, both
public and private, all with different aims, prognaes and characteristics (Portugal, 2005).
The term Universities is used in this chapter ferro any of these.
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use to learn and the way teachers take into carmgide the
later. It seems that TS have “best practices” shauld be shared
with the other institutions.

The chapter is organised as follows: first, we egntalize
LLL development as an element within the politiohjective of
creation of the knowledge economy, especially & ¢bntext of
the European Union Lisbon Agenda, linking educatisith
employment. The different access routes non-tawhli adult
students can take to access Universities in theugese higher
education (HE) system are then briefly describdte PRILHE
project, its main objectives, the participant ingtons in the
consortium, and the methodology used to gatheaaatlse data
are briefly explained. Finally, the results of tRertuguese case
within this project are presented and discussed.

2. The knowledge economy as a political objective:
linking education with employment

The efforts to actively move towards the knowledge
economy in Europe started back in 2000 with thebdums
European Council putting forward the vision for &pe in the
21st century. The defining statement of the EU qyeinakers’
setting of the goal for the EU economy to,

‘. . . become the most competitive and dynamic Kedge-based
economy in the world, capable of sustainable econgrowth with more
and better jobs and greater social cohesion (Lisbon European Council,
2000),

highlighted the link between education and emplayime
between skills and prosperity and identified theccegsful
exploitation of information and communication teclogy (ICT)
as the means to achieving economic growth ancefuployment
(Zantout, 2007:134). A well educated and well-tean
population is essential for social and economiccess of
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countries and individuals and for the expansiosaéntific and
cultural knowledge. It is in this context that theropean Union,

faced with the problem of [...] the rapid changingrkes demands on
skills sets of human-capital and concurrently trebfem of maintaining the
employability of its ageing populations over theinole lifespan, expresses
the political will to utilize lifelong learning irorder to overcome these
challenges” (Tuschling & Engemann, 2006:454).

Lisbon’s ambitious goal was that

‘... the number of 18 to 24 year olds with ordykr-secondary level
education, who are not in further education anthitrg, should be halved
by 2010’ (Zantout, 2007:136).

This illustrates how, in the European Union, LLL is
occupying a prominent position “within all attempts change
and connect the educational framework of Europeis€hling &
Engemann, 2006:453). So the quest for finding nevkltions to
resolve the skills shortage problem and achievddtgets is still
ongoing. In Portugal for example the initiativeNdvas
Oportunidades (Portugal, ME, 2006) is offering, since 2007,
new routes for adults, recognising their prior heag, acquired
via informal and non-formal ways. In parallel, thes a new
drive - via promotion of LLL and acquisition of I3kills - to
increase the number of adults in the country wheel@mpleted
secondary education; hopefully, this will increastudent
numbers entering higher education (HE).

However, as these are just very recent developménss
chapter concentrates on routes for adults to actegser
education existing up until 2006, as explainedhe tollowing
section.

3. Access routes for adult students

Adult access to HE in Portugal has been recenthsed
(Decree-Law n° 64/2006, of 2March, Portugal, 2006a) which
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regulates access of adults students who have mopleted the
traditional route of studies. However, up untié tilear 2006,
adult access was through one of the three possibtes (Correia
& Mesquita, 2006: 214-226):

- Via a traditional route - adults followed all tis¢ages of
the education system. In the situation where cistances
may have dictated an interruption of their normal
education route and they decided to return, thegntered
the system at an age greater than the norm butessed
through all the steps. This was the route whichntlagority
of the adult population took, while attending HE i
Portugal.

- Via a special route previously designated (utité year
2005/2006) byexame Extraordinario de Acesso ao Ensino
Superior — in this case, the assessment of candidates
capabilities to access HE was the exclusive respiitys
of the HEI; the candidate selection was made adogrid
what each HEI considered more appropriate to eaulse
and to each candidate, through the evaluation sthér
professional curriculum and through theoretical and
practical examinationspfovas teoricas e praticasto
evaluate the competences considered fundamentahdor
course selected by the candidate.

- Via attendance atursos de Especializacdo Tecnoldgica
(CETY — this attendance was undertaken under the
auspices of an agreement, or protocol, with attleag
HEI. These protocols - agreed between the provafer
CET and HEI - stated the programmes of study that
candidates, who finish a CET, can undertake, a$ agel
establishing the conditions for recognition of tirag for
advanced entry, within those HE programmes withbat
need to sit the National HE Access examination.

2 Cursos de Especializacdo Tecnol6gi¢aechnological Specialization
Courses) are post secondary courses, non univeditgation, Level 4 of
the EU (Decree-Law n° 88/2006, of ®Blay, art n° 3, Portugal, 2006b).



These were the possible ways an adult could chomse
(re)enter HE in Portugal, up until the year 200&hdugh there
seems to be a number of different possibilities dolults to
pursue a higher level of education, what the siedisay is that
the number of adults (re)entering HE was very |@or(eia &
Mesquita, 2006:216).

While Europe is trying to prepare its Human Resesiro
be competitive and to develop the necessary slkaligl
competences, the results vary across the Contilteist.in this
context that the PRILHE project, described in tlegtrsections,
appears

4. The PRILHE (Promoting Reflective Independent
Learning in HE) project — a brief introduction

As a consequence of the policy push for LLL — atiamal
government, European Commission (European..., 200@) a
Bologna Process (Bologna..., 2007; Eurydice, 200Togean...
2007) levels — more adults will, hopefully, takertpan HE.
Adults bring with them a wide range of life exp&ages to the
learning process. The use of these experienceghenHE
curriculum, can assist academic learning and enalulalt
students to become independent (autonomous) amectret
learners. It is also recognized that to study thhawt life
requires the development of some additional skidiad
competences. Taking this into consideration, tlogept PRILHE
(Promoting Reflective Independent Learning in HEh)ded by
the European Commission Socrates Adult Educatiogr@mme
had as its main objective, “to identify the leamiprocesses
which enable adult students in HE to become indegeinand
reflective learners”. The overall aim was to idgninodels of
good practice in HEI to share across Europe, iemota improve
policy and teaching practices in this field. Theojpct was
developed by a consortium of European HE orgamiaati in

® PRILHE project Webpage, viewed in November 2007,
http://www.pcb.ub.es/crea/proyectos/prilhe/projetci




seven countries — namely, the Centre for Lifelongarning,
United Kingdom (coordinator); ISEGI, Universidadeovd de
Lisboa, Portugal; Centre for Extension Studies,vdrsity of
Turku, Finland; Georg August Universitat Gotting&ermany;
The University of Lower Silesia, Poland; CREA, Uansity of
Barcelona, Spain; Department of Education, Univgrsof
Stockholm, Sweden.

Within this research, both quantitative and qualiea
methods were used to determine how students omgdhisr
studies and to discover their learning experiences.

4.1 Portuguese case study

In this chapter we present the Portuguese resuits,
particular the learning experiences in the Techgiokl Schools
(TS) and in the HEI (Polytechnic Institutes and \émsities).

4.1.1 Methodology

In this section we explain the methodology useddtect
the target as well as the consideration given éoctioice of the
sample. Afterwards we present the procedures usedléct and
analyse data.

By acknowledging the need for assessing the legrnin
processes of adult students, the study aimed tdifggossible
differences between their learning experienceh@& S and in
the HEI.

Therefore, the main objective was to verify if sots
organise their studies similarly, when they enno&iTS or when
they enrol in a HEI.

Within this scope, the study focused on eight irtguar
topics, which the literature considers key factorshe learning
process, helping or preventing the student to becaonore
autonomous and independent:

a) Role of work/life experience in the learning prases
b) Individual organization of learning
c) Reflection of contents



d) Framing of the learning process

e) Dialogue in the learning process

f) Learning motivation

g) Learning approach

h) Instructions and space for individual organization

4.1.2 Target population and sample

The adult student is considered to be a person2b/arears
old who left school with few or no qualificationsho has been
out of the educational system for a long time, hasprevious
higher education experience, and comes from a isddged
group (one or more of these conditions may appburBeoiset
al., 1999).

In Portugal, the numbers of students, fitting thescription,
have been much reduced (in 2005 only 3776 adulidiempto
enter to HE and only 901 have been admitted). Kngwhat the
number of traditional students who enrolled for finst time in
HE in the year of 2005 was 86 000, one can seehbkatumber
of adult students represents around 1% of the tatatber of
students in HE (Correia & Mesquita, 2006:216

As outlined above, to access HE in Portugal stiedean
choose to enrol in a TS, to obtain a CET which ceuificate of
level 4 (more practical courses) then progress tdEh in the
terms described above or to enrol in a HEI whidersfcourses
of level 5. Taking this into consideration, thegetr population
for this exploratory study comprised students dedoin six TS
and in six HEI.

4.1.3 Data collection and processing

A Web-based system was developed to collect thee thas
facilitated the compilation and analysis of datad @a sample of
149 validated questionnaires was obtained (48% fstudents
enrolled in TS, and 52% in HEI).

* In Portugal, it became 23 years of age, accorthbnthe Decree-Law n°
64/2006 (Portugal, 2006a)
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In order to motivate the students and thus incrélaseate
of questionnaire return, presentations of the ptojeere made in
some institutions (both TS and HEI). The informatjrovided
also aimed to get unbiased answers. Following paebentation
students were asked to fill the questionnaire enlis soon as
possible.

4.1.4 Questionnaire and analysis framework

The questionnaire was divided into several sectidnfirst
set of questions aimed to collect students’ pelsmifiarmation
such as socio-demographic characteristics. Thenseset of
guestions focused on the eight categories establishthe study
design. Although not explicitly organised and ostkby topics,
for each category some statements were preparetkrgs were
asked to classify each one according to a 7 poikert scale,
ranging from “totally agree” to “totally disagreeFailure to
answer was also noted.

The eight categories that have impact / importancthe
learning process are as previously listed and thescriptions are
detailed as follows:

1. Role of work/life experience in the learning praces
Work experience means specialized knowledge (ickiate
the profession) and competences (e.g. talent for
organization, ability to be critical, team spirit..l} was
necessary to establish the role of the above-meedio
work experience in the learning process. The stabésn
included for this category are the following:

“My work/life experience doesn’t support my learnimg

higher educatioh

- “l am learning from the work/life experience of my
fellow students

- “Lecturers value my work/life experiefice

- “My previous work/ life experience affects my curren
learning’




2. Individual organization of learning On the one hand one
might say that learning is an individual issue;tlb@ other
one might have a clear idea of how learning shddd
undertaken. The point of view of the student was th
aspect of relevance. The statements included her¢ha
following:

“I have changed my approach to learning since | came

to higher educatioh

- “The way | learn is taken account of by lectuters

- “l am unsure how lecturers expect me to Iéarn

- “I have a clear idea how | leatn

3. Reflection of contents— The statements reflect the
importance of sharing of opinions and comments from
lecturers regarding their performance and partimpain
critical debates. The statements included here tlhee
following:

“The exchange of different views is important t6 me

- “In general, lecturers expect me to reproduce whahl
taught

- “Lecturers encourage critical thinkiig

- “l like to engage in critical discussions in inforima
situations

- “l like to engage in critical discussions in semmar
etc’

4. Framing of the learning processThe statements deal with
contexts of learning. To what extent is learninfiuenced
by prior life experience or by specific learningusitions?
This category comprises the following statements:

- “My background (personal, social, work, etc.) plays
important role in my learning

- “l can’'t separate my feelings from my learring

- “My life experience prevents me from opening up
towards new knowledge

- “My learning is affected by the situation in which |
learn”
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5. Dialogue in the learning process The statements deal
with the relevance of communication with other gdeop
during learning; they included the following:

- “l prefer to work in grougs

- “l learn best on my own

- “My peers are useful to my learning

- “l learn best through interaction with othérs

6. Learning motivation— Here, it was asked which motives
and expectations caused the student to take up Ines
studies and how they influence their learning pssc&his
category comprises the following statements:

- “Sometimes | don’t know why | am taking this study

- “The expectations of others towards me to be a
successful learner have a great influence off me

- “l am an organized learnér

- “l am studying because | want to progress in myedare

7. Learning approach— Everybody develops individual
approaches to learning in the course of his/hemieg
life. Here, the personal way of learning, as weltlee aims
pursued with it, are the aspects under investigafitis
category comprises the following statements:

- “Learning is for me quite easy

- “Learning must have a practical outcoime

- “l am an experimental learner

- “l am rather cautious when | begin something ‘hew
- “l also learn for the sake of the learning itself

8. Instructions and space for individual organizatierfor
some people it is helpful to get clear instructionshow to
organize their learning process; while others regete to
proceed individually. In the following, the leargin
conditions the student prefers are the aspectsgbein
researched, using the following statements:

- “In my learning | definitely need suppbrt
- “All strict and rigid instructions disturb my leang’

11



- “Without clear instructions learning is quite difiit for
mée’

- “l learn best when | organize my learning processmn
owrt.

In the analysis stage, for each category, studepisions
from the two sub-samples (students enrolled in m& ia HEI)
were compared. The average response rate to eashiaquwas
above 97%.

5. RESULTS AND DISCUSSION

The main goal is to describe the students of the sub-
samples and to compare their learning experiencesugh a
detailed analysis focused on the eighbwledge and learning
categoriegreviously described.

Determining the students’ learning processes, pemian
indication of how their life experiences might bged to assist
academic learning and enable adult students tonhecmore
independent (autonomous) and reflective learnesebler, this
approach was also expected to contribute to theldpment of
guidelines / recommendations to increase the sscokadult
students in HE.
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Characterization of the students
Technological Schools’ students

The majority of the TS’ students is male (77%) dhd
more frequent age group is from 25 to 34 yeargyef(@3%).

Figure 1 shows the distribution of male and fensilelents
by age group. Adult students represent approximatedo of the
sample of TS students.

Figure 1 — Distribution of female and male studentérom TS

by group age
80 + O Female
70 O Male
60 -
50 -
R 40
30 -
20 -
10 -
0
Less than 25to 34 35to 44
Age group

Approximately 76% of the students have been outhef
educational system for less than 5 years, 19% @&mth
discontinued their studies for 5 to 10 years, anubsat 5% did
not engage in the educational system for more ttaryears.
Considering just the adult students (Figure 2),raxmately
31% of them have been out of the educational systemmore
than 5 years. However, approximately 43% of thenveha
participated in some kind of short course sincé ttedies have
been discontinued, whereas this is equal to 28%ngntbe
students with less than 25 years of age (Figure 3).
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Figure 2 — Number of years that the adult studentfom TS
have been out of the educational system (%)

>8 19.2 B Less than 1 year
m1to 2years

O 2to 5 years

05 to 10 years

O More than 10 years

26.9

Figure 3 — Distribution of students from TS that paticipated,
or not, in some kind of short course since their gdies have
been discontinued (%)

Students with less than 25 years of age Adult students

27‘8 a 56.6@
72.2 43.4

Approximately 85% of the adult students are empdoge
have an occupation, whereas this percentage id &qu® for
students with less than 25 years of age.

m No
oYes

Higher Education Institutions’ students

The majority of the HE students is male (65%) drerhore
frequent age group is from 25 to 34 years of agéd)8 Figure 4
shows the distribution of male and female studbgtage group.
Adult students represent approximately 92% of tmae of HE
students.
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Figure 4 — Distribution of female and male studentérom HE

by group age
50 - o Female
40 | o Male
. 30 A
o\o 20 4
10 -
= = ==
Less 25to034 35to44 45to 54
than 25
Age group

Only 18% of the HE students have been out of the
educational system for less than 2 vyears, 24% @&mth
discontinued their studies for 2 to 5 years, anéo5&d not
engage in the educational system for more than &rsye
Considering just the adult students (

Figure 5), approximately 84% of them have beenoduhe
educational system for more than 2 years.

Figure 5 — Number of years that the adult studentfrom HE
have been out of the educational system (%)

27.9 >-9 10.3 B Less than 1 year
m1to 2years
@2 to 5 years
23.5 O 5 to 10 years

O More than 10 years
32.4
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Approximately 68% of the HE students have parti@dan
some kind of short course since their studies haeen
discontinued, whereas this percentage is equal tanfong the
students with less than 25 years of age (Figure 6).

Figure 6 — Distribution of students from HE that
participated, or not, in some kind of short coursesince their
studies have been discontinued (%)

Students with less than 25 years of age Adult students

33.3
70.83
29.17
66.7

Most of the adult students (67%) have a full tinod.|
Approximately 14% of the adult students enrolledHE& are
unemployed, whereas this percentage decreases rto fae
students with less than 25 years of age.

= No
O Yes

5.1 Role of work/life experience in the learning pocess

Both students enrolled in TS and in HE agree thairt
work/life experience supports and affects theirdeay. Another
common opinion of the two groups of students ist ttie
work/life experience of their fellow students ispartant in their
own learning process. However, their opinions diffe the value
that lecturers give to their life/professional expece.

Most TS students agree that their work/life experes
supports (72%) and affects (79%) their learningelise, many
HE students agree that their work/life experieneamportant
(82%) and influences (85%) the way they learn. Agpnately
79% of both the TS and the HEI students consider ttiey can

learn from the professional experience of theileagues.
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Regarding the students' opinions on the staterheanturers
value my work/life experiengethere is some dissimilarity
between TS and HE answers (Figure 7). While in iHE 81%
of the students agree with the statement, in TS plercentage
increases to 66%.

Figure 7 — Opinions on the statement_ecturers value my
work/life experiencé

@ Higher Education
O Technological School

%

N

o
I

10
5
0,

Totally  Agree Partially Partially Disagree Totally Don't
agree agree disagree disagree know/No
answer

Most of the students enrolled in TS and in HE agres
they have a clear idea on how they learn (86% ofsiiféents,
and 62% of HE students), but changed their apprtatdarning
since they came to higher education (96% of TSesttg] and
88% of HE students).

For the other components of this category, relatgd the
students’ perception on how lecturers recognize ilag they
learn, there is a strong difference (Figure 8 and

Figure 9).
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Figure 8 — Opinions on the statementThe way | learn is
taken account of by lecturers

@ Higher Education

O Technological School
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Figure 9 — Opinions on the statementl ‘am unsure how
lecturers expect me to learn

@ Higher Education

35 O Technological School

30
25
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Totally  Agree Partially Partially Disagree Totally Don't
agree agree disagree disagree know/No
answer

%
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After entering HE, more students from TS (75% agfain
only 27% from HE), consider that lecturers take oint
consideration the way they learn. In a way, it miglpport the
results of the statemeritam unsure how lecturers expect me to
learn’: the number of students who feel insecure abbeatway
lecturers expect them to learn is higher in HE (4a§ainst 27%
for TS).

5.3 Reflection of contents

Both students enrolled in TS and in HE agree that a
important contribution to their learning is the shg of opinions
and different views (approx. 96%) and comments fteaturers
regarding their performance and participation itical debates.

In fact, students like to engage in critical disiass, not
only in informal situations (76% of TS studentsd&6% of HE
students) but also in seminars and other situatiwhsere the
debate is promoted (79% of TS students, and 64%HBf
students). Moreover, the great majority of studeatssider that
lecturers encourage the development of criticalkinig (96% of
TS students, and 85% of HE students).

Nevertheless, most of the students enrolled in8B3%4) and
in HE (80%) have the perception that lecturers ekpleem to
reproduce what they are taught.

5.4 Framing of the learning process

There is almost total agreement in both HE and tli8esits
(approx. 96% in both groups) concerning the impuréa of
background (personal, social and professional)easrning, as
well as in the influence of the contextualizatidnl@arning, in
the way they learn (97% of TS students, and 87%H&f
students).

On the other hand, both HE and TS students (97%woih
groups) show almost a total disagreement concerthegrole
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that life experiences play when preventing the piaree of new
knowledge.

However, there is not a consensus in the studeptaions
on what degree their feelings are connected widir tlearning
(Figure 10). Only 38% of TS students and 46% of ¢dEsider
that they do not have the ability to separate thestings from
learning.

Figure 10 — Opinions on the statement ‘can’t separate my
feelings from my learning

@ Higher Education

O Technological School
30 +
25
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agree agree disagree disagree know/No
answer

5.5 Dialogue in the learning process

For this category, the similarity between HE and TS
students’ opinions is mostly present for statemerdgating the
degree of belief that colleagues are useful inghening process
(approx. 93% in both groups), and that interactiatin others is
beneficial (approx. 89% in both groups).

The students from TS prefer group work (approx. 90%
against 76% from HE). On the other hand, 47% stsdéom
HE feel that they learn better alone, against 3@¥nfstudents of
TS.
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5.6 Learning motivation

There is an almost total agreement of studentshiops
from HE and TS (96% in both groups) concerning feut that
the purpose of studying is to progress in theifggsional career.
Similarities are also present in the convictiont tedents are
organized learners (approx. 80% of the students footh HE
and TS).

On the other hand, the major difference in thisegaty
concerns the doubwhy am | attending this program of sttidy
doubt which affects 42% of the students from HEimsf 31%
of the students from TS.

Most of the students, from both groups, agree thia¢rs’
expectations towards them on becoming successfuides have
a great influence (72% of TS students, and 67%BHidents).
However, the degree of this influence is somehotfemnt
between both groups (Figure 11).
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Figure 11 — Opinions on the statementThe expectations of
others towards me to be a successful learner hageeat
influence on mé
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5.7 Learning approach

For this category, the similarity between HE and TS
students’ opinions is mostly present for statemeascerning
not only the need for experimentation and for ustrding the
practical applications of what they learn, but &lse pleasure of
learning as one of the reasons why the studentdear

Approximately 72% of the students, from both HE &i&i
are experimental learners, and 59% state thatiteamust have
a practical outcome. Almost all students (93% of skiGdents,
and 97% of HE students) learn for the sake ofe¢hening itself.

In TS, 63% of the students feel that learning isyefor
them, and only 56% of the HE students find it e&sythermore,
83% of the students from TS consider themselveg vautious
when they start something new, while in HE 71% @iers
themselves to be so.
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5.8 Instructions and space for individual organizaibn

The similarity between HE and TS students’ opinions
occurs in all statements from this category.

The students from HE show themselves as a littleemo
convinced of their need for learning support (778aiast 72%
from TS), although they also prefer to organizeirth@vn
learning processes (92% against 91% from TS).

On the other hand, the students from TS are sjightire
sensible to situations of rigid or restrictive mstions, in the
sense that they disturb their learning (61% agabi®®t from
HE), and to the absence of clear instructions (7&éb difficult
to learn without clear instructions, against 69%frHE).

6. Conclusion

This study attempts to establish if there were siggificant
differences between the characteristics of studeots HEI and
TS, in Portugal. According to the results, theree doth
similarities and differences between them.

The level of uncertainty regarding the reasons liged the
student to enter a particular study program is dndbr those in
HEI. There were more students saying that they'tigrow why
they were attending that program of study. It may that
because, for mature students in Portugal, there stnely
programs which are easier to apply for (social rsms,
humanities, management) than others (engineeriregiame).
Furthermore, in terms of culture one can feel datquessure
coercing students to attend a course in HE. Tlobalsly means
that the candidates try to find, not the progranstafly that they
really want, but the one which seems to be easidraan be
completed in few years.

Students from TS said that they are more cautiobsnw
they start something new. Students of HE seem tambee
carefree; the reasons for this need further ingastn but it
could be that HE students are more likely to be&isgea new
career path.
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As for the reflection on content, more studentanfrdS
agree that classes contribute to the developmentritital
thinking. This may be due to the fact that HE dadasbave a
higher number of students and so the opportunitiedave
discussions are less. Students from HE also sayttieg prefer
discussions and critical debates in informal situres, while
students from TS prefer those discussions in semiltais
thought that the reason given for the developmédntriical
thinking also applies here — the size of the ckgseevent
discussions and so HE students prefer informalatdns for
debates, instead of using the environment of thgscl

As for dialogue in the learning process, studerasnfTS
prefer group work while those from HE feel thatythearn better
when they study alone. A reason for this differeney also lie
in the number of students in the classes — usutlly more
difficult to work in groups with big classes and &® lecturer
may avoid those situations, preferring studentsdrk alone.

Regarding life and work experience, students fro® T
believe that lecturers give some value to theirvipres
experience. Again, it is felt that this may hapbecause of the
larger classes in HE; it can be difficult to gawgeat the student
already knows and use this experience in the adanc.

Concerning the individual organization, studentsnfrTS
said that they have changed their approach to Hethey learn.
In HE the approach remained the same, probablysdinge one
that the student used in secondary school, notngakad the
opportunity to develop a new one. Students in 8 ghy that
lecturers take into consideration the way theynpatudents
from HE feel that they don’t know the way lecturespect them
to learn. This may be due to clear objectives ratdpadequately
established at the beginning of the session / ghuolgram.

To sum up, one can see that there are some stmesari
between HE and TS but that there are also some rieago
differences. These have been identified and somesilpe
explanations for them were provided. Of course, s¢ho
explanations are speculative but are well groundedour
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experience as researchers and lecturers in HEdime syears.
The next step in this research could be to aseessituation in
HE and TS, after application of the PRILHE propes#tl would
be interesting to analyse the differences in HE &8dtake up.
The results could further help to develop guidainé
recommendations to increase the success of matuerss.

Studies like the one described in this chaptereatezmely
relevant to the urgent need to open up opporteniice adult
students to obtain higher qualifications, in Poalygn order to
overcome the country’s shortage of skilled workand enhance
its competitiveness in globalised markets (OECD,0720
Euridyce 2007; European Commission, 2007).
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