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The results of the second OECD PIAAC survey (OECD, 2024a) show, 
like or worse than the first, low levels of adults literacy and skills, both 
in the OECD average and for Italy, which undermine their active and 
conscious participation. personal and social well-being and inclusion. 
These results are even more worrying in view of the many 
interventions, at the level of international and national educational 
agendas and policies, addressed to adults. How, then, can adult 
education be rethought today? 
 
 
I risultati della seconda rilevazione OECD PIAAC (2024a) mostrano, 
come o peggio della prima, scarsi livelli di literacy e competenze degli 
adulti, sia nella media OECD sia per l’Italia, che minano la loro 
partecipazione attiva e consapevole. il benessere personale e sociale 
e l’inclusione. Tali risultati preoccupano ancora di più a fronte dei 
molti interventi, a livello di Agende e politiche educative 
internazionali e nazionali, indirizzati agli adulti. Come ripensare, 
dunque, l’educazione degli adulti oggi? 
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1. Introduction 

Postmodernity, one of the various definitions describing the contemporary era, is 

marked by the globalisation, which started and sustained transactions, trades and 

movements, not only of commercial nature, but also of people, cultures, knowledge 

and information too. Those processes have further contributed to accelerate 

changes and complexity, even though economic criteria still remain predominant. 

The current age is permeated by characteristics often conflicting or even 

contradictory. To give an example, it is “fascinating and at the same time 

unsettling” because on the one hand we have the “illusion” of having achieved 

freedom and autonomy, but on the other hand, we are witnessing a gradual 

“disintegration of the social sphere”, which ought to be replaced by alternative 

categories with which to build their own identities, including cultural ones 

(Touraine, 2008, pp. 12-14). 

Moreover, globalisation has, on one side, supported dynamics of interconnections, 

while on the other it has also encouraged the exploitation of local identities 

(Giddens, 2000; Bauman, 2005). 

The capitalism (Bell & Boudon, 1978), the limits imposed by the nation-state (Beck, 

2009) and the control of the masses through media (Chomsky, 2010), contributed 

to exacerbate inequalities and new forms of social stratification rather than 

promoting greater equality, fairness and democratic participation. 

Our time is defined in further variety of ways too, including “post-industrial society” 

(Touraine, 1970), “information society” (Bell, 1973), “learning society” (European 

Commission, 1995; UNESCO, 1996), “knowledge society” (European Commission, 

2000). All of them aim at highlighting the crucial importance of information, 

knowledge and learning that are now to be included within the paradigm of lifelong 

learning (Faure, 1972) and lifelong education, which are considered today more 

widely as lifelong, lifewide and lifedeep learning. These learning forms are essential 

for understanding the rapid transformations and changes that increasingly occur in 

our lives and for contributing to disseminate greater democracy, inclusion and 

equity. 

On one hand, indeed, we can acknowledge the advancements in technology, 

including Artificial Intelligence, with which we have taken for granted, for many 

years now, the ability of connecting people who are geographically distant. More 

recently, moreover, many people can directly and immediately interact daily with 

virtual assistants to ask questions, make requests and seek advice through 

messaging services such as WhatsApp and Messenger. On the other hand, however, 

we cannot ignore the persisting digital divide, due to which a significant portion of 



 

 
 

 

the population, particularly in socio-economically and culturally disadvantaged 

contexts or rural areas, continues to face difficulties in accessing and using 

technological devices and/or internet connections (UN, 2023; UNESCO, 2023a; 

OECD, 2024b; Lee & Žarnic, 2024). A recent OECD report (2024b) has highlighted 

significant differences among adults based on age, gender, education level, 

geographic origin and socio-economic status in internet usage. In Italy, such 

disparities are much more evident compared to the OECD average. Specifically, the 

age-related gap in Italy reaches 23,4 percentage points, substantially exceeding the 

OECD average of 15,4. Similarly, in Italy educational disparities differ 22,3 points 

compared to 15 points across the OECD. This suggests that lower levels of education 

in Italy are associated with more significant barriers to internet use (Fig. 1). 

 

 

Figure 1. Divides in Internet (OECD- Italy) (OECD, 2024b) 

 

As the labour sector concerns, especially due to the increasing spreading of 

automation, advanced technologies and robotics, the employment landscape has 

been radically transformed over time with the replacement, for example, of many 

traditional jobs that are now performed by machines and the creation of new 

opportunities for human being in highly specialised fields, in technological one in 

particular, to manage the tasks now carried out through automation or Artificial 

Intelligence.  

However, those transitions also entail some significant issues, including the 

increasing job precarity, the rising of unemployment among low-skilled individuals 

and the polarisation of the labour market. On one hand, opportunities are growing 

for highly qualified and skilled profession, while on the other hand, difficulties are 

escalating for those with lower levels of education and less specialised skills, making 



 

 
 

 

it harder for them to continue working in a rapidly changing and transforming 

labour market (WEF, 2025). 

About the provision of educational and training programmes, although they have 

spread more flexible methods and accessed certain services outside the working 

time to facilitate adult workers participation, these opportunities are still not 

accessible to everyone. It most depends on own geographical origin, employment 

status, gender and age, economic situation and, also, the family background – as 

recent data collected in Italy and abroad recognised.  

In Italy, for example, only 1,3% of individuals over the age of 35 participate in formal 

education courses. Moreover, individuals born abroad participate less frequently in 

education and training activities compared to those born in Italy (26,9% and 35,3%, 

respectively) (ISTAT, 2024). On average, in the OECD data (2024c), 23,1% of low-

skilled adults participate in training activities, compared to 43,7% of those with 

medium/high skills. Italy reports one of the lowest participation rates among low-

skilled adults (11%), significantly below the OECD average (Fig. 2). 

 

 

Figure 2. Participation rates in training (OECD, 2024c) 

 

Furthermore, it is appropriate to take into account other developments, including 

those in medical and healthcare sectors, which have significantly improved the 

treatment and prevention of certain diseases and increased life expectancy. But we 

cannot ignore that such benefits are not always equally distributed across societies 

(Lee & Žarnic, 2024). The sixth edition of the OECD's How's Life? (2024d) recognised 

that achieving higher and better levels of well-being and inclusion among 

individuals depends on multiple variables, including those already mentioned. 

More generally, it is observed that globalised economies and societies are still 

struggling to recover from recent shocks, i.e. health crises like the Covid-19 

pandemic, inflation, economic and geopolitical instability, climate emergencies and 

conflicts that risk further escalation.  



 

 
 

 

In the post-modernity era, inequalities, social exclusion and poverties – which, as 

we know, are of various forms (educational, housing, digital, etc.) – are not yet 

resolved issues and they are undermining the well-being and active social 

participation of millions of people worldwide.  

Reducing those poverties, indeed, was and still is a priority on international agendas 

for several decades. The UN (2015), for instance, has established as the first of the 

17 Sustainable Development Goals of the 2030 Agenda the objective of “ending 

poverty in all its forms everywhere”. The UN also published a special edition (2023) 

of the annual reports on the 2030 Agenda addressing some of the most important 

and concerning issues, including the ongoing wars and conflicts, the climate crisis 

and the persistent effects of the Covid-19 pandemic, which has further exacerbated 

existing health problems in many parts of the world, especially in disadvantaged 

areas, as well as other urgent issues that threaten to achieve the sustainable 

development goals (UN, 2015). Poverties, indeed, may restrict the opportunities 

available in contemporary societies to improve people’s lives, not only preventing 

them from benefiting from these opportunities but also contributing to perpetuate 

a vicious excluding and marginalising cycle. Furthermore, it exacerbates the 

challenges arising from instability, precariousness and uncertainty, which are 

additional consequences of issues, many of which are globally widespread (Beck, 

2017; Aleandri, 2019a; Morin, 2020; Mortari, 2020; UN, 2023; OECD, 2024a), some 

of which have been discussed above. 

In such a dynamic and complex context, taking into account the various forms of 

social exclusion and the inequalities existing and persisting within and among 

societies, how can we empower individuals not only to adapt to ongoing changes 

but also to actively manage them? How can we promote personal and collective 

well-being and foster the holistic and integral development of each individual, as 

well as a sustainable, equitable and democratic development of societies? 

In order to answer to those and other questions through proposing possible and 

effective solutions, we cannot forget the increasingly crucial role of education, 

training and learning. Accessing to a quality education and the opportunity to gain 

appropriate skills are key elements in enabling every person to actively participate 

in the society, to adapt to and to manage complexities, changes and 

transformations, including in the job market. Furthermore, those elements foster 

empowerment processes, promote equal opportunities and enhance both personal 

and social well-being (UN, 2015; Aleandri, 2019a; 2022; Zanetti et al., 2020; Pinto 

Minerva, 2021; Costa, 2022; UNESCO, 2023b; Cambi & Pinto Minerva, 2023; OECD, 

2023). 

 



 

 
 

 

2. Some data from the second cycle OECD PIAAC survey 

Regarding skills, the recent results of the second cycle OECD-PIAAC survey 

(Programme for the International Assessment of Adult Competencies) (2024a), 

which assesses literacy, numeracy and (the new added) adaptive problem solving 

skills in technologically advanced environments among adults aged 16 to 65, paint 

a worrying picture. These results reveal insufficient levels in the various assessed 

areas, which are as poor as, or even worse than, those gathered in the first cycle 

survey (OECD, 2013). Recent data confirm numerous low skilled individuals, both at 

the OECD average and in Italy. Specifically, in literacy, among OECD countries, 31% 

of adults scored at Level 2 and another 31% reached Level 3, while 26% scored at 

or below Level 1 (in Italy this percentage reached 35%). Only 11% of adults scored 

at Level 4 (in Italy just 5%) and only 1% reached the maximum score (Level 5). 

 

 

Table 1. Average scores in Literacy (OECD, 2024a, p. 64) 

Regarding numeracy, 25% of adults scored at or below Level 1 (in Italy, this 

percentage reached 35%), corresponding to basic skills such as performing simple 

operations with whole numbers or money. Those who reached Level 4 or 5, being 

therefore able to understand and apply complex mathematical concepts, are only 

14% in the OECD average and 6% of Italian one. 

 



 

 
 

 

 

Table 2. Average scores in Numeracy (OECD, 2024a, p. 65) 

 

Even in adaptive problem solving (APS), on average, 8% are below Level 1 (in Italy, 

the percentage increased to 10%) and 22% are at Level 1 (in Italy, the percentage 

rised to 46%). 38% of adults scored at Level 2 (in Italy, 40%), 27% at Level 3 (in Italy, 

14%) and 5% at Level 4 (in Italy, only 1% achieved Level 4). 

 



 

 
 

 

 

Table 3. Average scores in APS (OECD, 2024a, p. 66) 

 

Moreover, in literacy, numeracy and adaptive problem solving higher levels of skills 

are reached at the age range 25-34 years and 16-24 years and among individuals 

with tertiary education. In Italy, among adults aged 25 to 65, those with a tertiary 

education obtained an average score 19 points higher than those with a high school 

diploma (OECD average: 33 points). In Italy, adults who attained a high school 

diploma, in turn, scored 35 points higher than individuals with only lower secondary 

education in Italy (OECD average: 43 points) (Tabs. 4 and 5): 



 

 
 

 

 

Table 4. Average proficiency by age (OECD, 2024a, p. 73) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Table 5. Average proficiency by educational attainment (OECD, 2024a, p. 74) 



 

 
 

 

 

By comparing the data collected in Italy from the first cycle (OECD, 2013) and the 

most recent one (OECD, 2024a), we can note that the average results remained 

almost identical. However, adults with lower skill levels increased (score at Level 1 

or below), while the percentage of adults with higher skill levels (score at Levels 4 

and above) remained unchanged (Tab. 6). 

 

 
Table 6. Comparison I and the II cycle (Italy) (OECD, 2024f) 

 

The significant gaps in numeracy, literacy and digital skills, particularly among 

individuals with low levels of education or limited participation in training and 

upskilling opportunities, require urgent reflections by pedagogists. These gaps, 

indeed, mean deficiencies or low levels in strategic skills that are closely linked to 

employability, social and lifelong learning participation. 

 

3. Rethinking adult and lifelong education today 

In light of the above, we believe that joint macro and micro political and 

pedagogical dialogue and actions are essential. What will be achieved at the macro 

level is more complex, lengthy, and difficult to fully personalize, but the results will 

be more generalizable and significant in a broader transformative perspective. In 

the meantime, we can act in parallel at the micro level, trying to involve individuals 

in various educational, work, and life areas, obtaining more personalized, faster 

objectives that can increase gradually. In this scenario, we consider it is crucial to 

promote and spread lifelong learning (including life-wide and life-deep learning).. 

The Lifelong learning paradigm was not conceived suddenly and quickly. Rather, it 

required extensive studies, reflections, sedimentation, spread and a long period of 

time to take root within the cultures of societies, integrating learning and education 

throughout all life stages, particularly in adulthood.  



 

 
 

 

Thanks to the Delors report for UNESCO (1996), the emphasis was placed on the 

centrality of education for active and conscious citizenship and, decades later, this 

vision is considered as more and more relevant (Aleandri, 2011; 2019; 2021; 2022; 

UN, 2015; Zimmerman, 2015; Di Rienzo, 2019; Poquet & Laat, 2021; OECD, 2022; 

2024a; European Commission, 2023; UNESCO, 2023b). 

It is well-established and widely demonstrated that lifelong learning (European 

Commission, 1995, 2000; Chapman, Cartwright & Mcglip, 2006; Jarvis, 1995, 2009, 

2014; Stanlick & Szmodis, 2022) is crucial also for addressing social inequalities, 

promoting equal opportunities and fostering the spread of more inclusive and 

accessible social contexts in which every person can feel welcomed and appreciated 

and can actively participate in society, regardless of their personal characteristics, 

geographical and cultural background, socio-economic status, or disabilities or 

forms of neurodiversity. 

According to that, the lifelong learning perspective is not only a theoretical-

practical pedagogical paradigm, but it is also an effective “tool” for achieving social 

equity connected to the issue of inclusion. The paradigm of lifelong education, as 

we conceived and devised it, is based by assuming a holistic vision of the human 

being, on the awareness of inequalities and the different life conditions that shape 

choices and experiences of each individual, as well as the importance of valuing 

their unique characteristics with the aim of promoting personal and collective well-

being throughout life (Aleandri & Giaconi, 2012; Dozza & Ulivieri eds., 2016; Booth 

& Ainscow, 2015; Aleandri, 2017, 2019a; 2021; 2022; Di Rienzo, 2019). 

Starting from the well-established awareness of the importance long since 

attributed to lifelong learning and considering its increasingly widespread diffusion, 

it is necessary to reflect on some of the data highlighted in the previous paragraph. 

Among these, we refer to participation rates in training: if an increase is recorded 

(Eurostat, 2022), it is also true that these rates are generally low, stable or still lower 

among those who should benefit the most and participate, namely adults with low 

levels of educational qualifications attainment and skills (Fig. 3). 

 



 

 
 

 

 
 

Figure 3. Participation in adult learning (OECD, 2024e) 

 

Even with regard to the question of "skills", however, on the basis of the data 

collected in the latest PIAAC survey, it is necessary to reflect on why this trend of 

poor and/or declining skills continues to be confirmed, more or less, in the same 

countries, while there are countries, such as Finland and Denmark, which, on the 

contrary, report high levels of skills and improvements (Table 1, Table 2, Table 3). 

These outcomes require asking important questions, including understanding what 

is not yet working, despite the increased participation of adults in education and 

training programs. Perhaps an initial answer concerns that the adults who would 

benefit most from education, training and updating due to low levels of education 

attained are precisely those who still participate the least. Other questions move a 

bit deeper and may be related to the structure of skills measurement tests, but to 

answer these questions much broader and more in-depth analyses are required, 

for which we refer to upcoming publications, in order to better understand the 

responsibilities that need to be assigned and from which to start to propose 

appropriate solutions. For example, we might consider whether the tests should be 

modified, including their structure, to account for various linguistic, educational 

and cultural differences or if it is appropriate to rethink education systems, 

including initial training or/even lifelong learning and continuing education 

programs. 

However, pending and regardless of the answers supported by data to the 

questions above highlighted, it is appropriate to reflect on how adult education and 

lifelong learning can be modified to achieve a greater and broader well-being for 



 

 
 

 

individuals and societies, today and in the near future. Furthermore, in order to 

truly be effective “tools” to reduce inequalities, to educate and to train capable, 

aware and responsible citizens and to ensure and promote real social, economic 

and cultural development that is increasingly democratic, equitable, inclusive and 

sustainable (Mohammed & Watson, 2019; Bernstein, 2022; Aleandri, 2022). 

The data not only reflect the challenges related to the access and participation in 

education and training but also raise significant questions regarding the updating 

and/or the emergence of new and diverse competencies required, particularly 

considering the future of the workforce within an increasingly globalised and 

evolving economic context that is ever more technologically advanced and, 

regrettably, competitive. 

What skills should be gained and developed? The recent World Economic Forum’s 

Future of Jobs survey (2025) highlights, as has already been suggested in recent 

years by other international organisations, that over the next five years, companies 

will place increasing importance not only on technical and digital skills, but also on 

soft skills such as creative thinking and certain socio-emotional attitudes, including 

resilience, curiosity, and propensity to lifelong learning (Fig. 4). 

 

 
Figure 4. Core skills (WEF, 2025, p. 35) 



 

 
 

 

 

But how can we plan and promote education and training to achieve these 

objectives, that they are to foster the acquisition of competencies linked to 

knowledge while valuing each individual's experiences, ensuring they are beneficial 

in the long term, in-depth and lasting? It is needed to firstly avoid superficial or 

overly technical approaches – important as they are but requiring regular and 

systematic updates – or merely notional or rote learning. In this regard, it is 

essential to rethink education as a comprehensive strategy, yet flexible, capable of 

giving value of individual peculiarities and diversities and ensuring the authentic 

and active involvement of each person. 

In this way, regardless of the uncertain, fluctuating and concerning dynamics of the 

societies we live in (economic, political, social, cultural, etc.), such a well-designed 

lifelong education system will may empower each individual to better orientate, 

understand and actively and consciously participate. It could also help to live more 

responsibly, to make autonomous life choices, including career decisions, to be 

involved more actively in social life contributing to promote equity and inclusion. 

We think it could be useful to propose innovative, participatory and inclusive 

pedagogical-educational strategies, which promote the implementation of 

significant and personalised learning. It may be achieved primarily through creating 

and/or promoting educational and training experiences that are person-centred 

and that recognise his/her wholeness, as more personalized as possible and 

sensitive to their characteristics, needs, rhythms, interests and potential (Sen, 

1985; Alberici, 2008; Nussbaum, 2011; Aleandri, 2011; 2012; 2019b; 2021; 2022). 

Among the educational and training strategies we deem suitable for such purposes, 

we propose autobiographical methods (Pineau & Le Grand, 1993; Demetrio, 2000; 

Cambi, 2006; Mortari, 2009; Aleandri, 2012; 2016; 2022; Aleandri & Russo, 2017), 

which allow, among various uses and objectives, a more conscious and personalised 

learning. These methods promote the acquisition of multiple skills, including 

reflective, critical, emotional and relational competencies, aimed at learning how 

to learn and so on. Such skills can be useful in the long term and will contribute to 

fostering deep, meaningful and lasting learning experiences (Aleandri, 2019a). This 

also means that, once acquired, these skills can accompany the individual 

throughout life, or at the very least they will provide a strong roots for further 

learning and continuous updating. In this way, they will contribute to enhancing the 

individual’s quality of life, health and the achievement of appropriate life 

conditions, including work and relational environments, all aimed at personal and 

social well-being (Riva, 2018; Aleandri, 2019a and b; European Commission, 2021; 

UNESCO, 2023b; WEF, 2025). 



 

 
 

 

Autobiographical methods and specifically autobiographical writings offer the 

opportunity not only to recall and reflect on past life experiences but also to 

reconsider them through a transformative perspective (Jarvis, 1995; 2014; Alberici, 

2000; Mezirow, 2003; Aleandri & Consoli, 2020; Pineau, 2020; Gamberi & Boffo, 

2022) aimed at improvement. They can also stimulate the need for further 

acquisition of knowledge and competencies to be developed in the immediate 

present as well as in the future, within an authentic perspective of lifelong learning. 

Especially for adults, who are currently confronting with increasingly personal and 

professional commitments with ever more hectic pace of life, it is difficult to reserve 

time to pause, recall and reflect on their past. As a result, adults are often not fully 

aware of the value and meaning of their past experiences. Recalling and stimulating 

reflection on past experiences through autobiographical writing also fosters 

autobiographical and experiential learning processes, which are very important 

because they are part of a broader context based on the recognition of the 

connections among personal experiences, self-awareness and pedagogical-

educational processes (Pineau & Le Grand, 1993; Formenti, 1998; Demetrio, 2000; 

Cambi, 2006; Aleandri, 2012; Aleandri & Russo, 2017; Di Rienzo, 2019; Aleandri & 

Consoli, 2020). 

 

4. Research project 

In the meantime wide-ranging top-down interventions will be carried out, we 

present some data analyses extrapolated from a long and articulated research 

bottom-up project based on autobiographical methods (Aleandri, 2012), carried 

out over a decade. Specifically, we will focus on a step of the project carried out in 

2021-2024 years, which involved adults enrolled in university courses of various 

levels in Education.  

By using autobiographical methods, this project aims to stimulate and enhance 

many skills, including reflection, greater self-awareness and awareness of others, a 

deeper understanding of one’s own experiences and skills acquired, even implicit 

ones, in the past and in the present, orientation and self-orientation and to support 

the development of lifelong, lifewide and lifedeep learning.  

We also specify that we have carried out many research projects using 

autobiographical methods with other types of participants: students of all levels of 

school, the elderly, prisoners, women victims of violence in anti-violence centres, 

disabled people, etc. 



 

 
 

 

• Some objectives: 

✓ Helping students to achieve awareness by considering autobiographical 

writing as a stimulus for self-knowledge to foster the development, the 

testing and the practice of reflective skills to enhance their self-orientation 

capabilities, which is particularly important for their future life. 

✓ Making students aware of how autobiographical writing also is an effective 

educational and self-educational activity, useful for developing individual 

empowerment considering future choices (personal, career and 

educational choice, etc.). 

✓ Experiencing how reflecting on past experiences is functional by creating a 

group made up of participants within an environment that fosters a serene 

and welcoming atmosphere and encourages the acquisition of transversal 

skills such as cooperation, communication, relational skills, positive 

opening towards others, creativity, critical thinking, reflective skill, 

problem-solving, etc. 

✓ Understanding whether and to what extent autobiographical writing that 

adequately takes into account the peculiarities of each individual is 

important for personalised learning. 

 

• Methodology and tools 

A mixed-method methodology (Greene, Caracelli & Graham, 1989; Tashakkory & 

Teddlie, 1998; Baldacci, 2001; Trinchero, 2002; Johnson & Onwuegbuzie, 2004; 

Greene, 2007; Mortari, 2007; Creswell & Creswell, 2017; Poth, 2018) was employed 

for data analysis, a well-established methodology that integrates both quantitative 

and qualitative tools. Regarding the qualitative part, an original simplified model 

(Aleandri, 2012) based on the Grounded Theory (Glaser & Strauss, 2017) was used 

in this research project, which allows to analyse and interpret phenomena in their 

specificity, by starting from the data and proceeding by breaking them down into 

concepts and by giving then labels to the most significant and spread ones.  

The main tools used were: 

- An "Initial knowledge and perceptions Questionnaire" to gather participants' 

knowledge, opinions and perceptions about autobiography and its functions before 

starting the autobiographical experience in the proper sense. 

- An autobiographical writing format typically structured, but which can be further 

articulated or reduced depending on the age and characteristics of the actual 



 

 
 

 

participants, of five sections corresponding to the main life stages (“Childhood”, 

“Adolescence”, “First work Experiences”, “Today”, “How I imagine myself in the 

future”) with prompts to evoke cognitive, emotional, affective, perceptual, sensory 

memories, etc.; a summary sheet for free writing; a sheet to propose keywords that 

may represent the life experiences related to each autobiographical section. 

- A "Final knowledge and perceptions Questionnaire" to gather participants’ 

opinions and perceptions after the educational and training experience through the 

autobiographical writing. 

The format, designed ad hoc (Aleandri, 2012) and scientifically validated by national 

and international pedagogical communities, has been using in various research 

projects since 2012 and has been involving participants of different ages and 

backgrounds and who live in different and sometimes difficult contexts (Aleandri, 

2012; 2016; 2017; 2019a). 

For this article, we chose to analyse the data gathered from the two questionnaires, 

as they were considered effective tools for highlighting the awareness achieved and 

the degree of appreciation regarding the value and functions of autobiographical 

methods in fostering reflections on lived experiences, self-awareness, awareness 

of others and the environment in which participants live. Through this process, 

individuals are able to plan their present and future, also as a result of their 

educational or professional path and they are encouraged to desire and need 

further learning, education and lifelong training. These processes should be as 

personalised as possible, capable of promoting the acquisition of personal and 

social identity, while valuing individual characteristics, interests and vocations. 

 

• Participants 

The participants who completed the initial questionnaire were 149 students (96% 

women, 3,3% men and 0,7% non-binary), with an average age of 27 years, enrolled 

in undergraduate, graduate and post-graduate programs in pedagogy and 

education and who voluntarily participated in the project. The participants who 

attended all phases of the project and remained until the end, thus completing the 

final questionnaire as well, were 110. The participants volunteered be involved, 

which does not constitute a representative sample and, therefore, it does not allow 

for generalisations, but rather to offer food for reflexions based on research data. 

 

 



 

 
 

 

5. Some findings and reflections 

The following two tables show some of the most significant results from the “Initial 

knowledge and perceptions questionnaire” (Tab. 7) and the “Final knowledge and 

perceptions questionnaire” (Tab. 8). 

  

Table 1. Initial knowledging questionnaire 



 

 
 

 

 



 

 
 

 

 

 
Table 2. Main results - Final questionnaire 

 

 



 

 
 

 

6. Conclusions 

Based on the findings obtained from the analysis of the two questionnaires, which, 

we underline they do not purport to be generalisable, it is still possible to make 

some reflections that may serve as a starting foundation for formulating future 

working hypotheses.  

One significant result concern autobiographical writing, which proved to be a 

crucial strategy for bringing to light and valuing personal experiences. It significantly 

contributes to the constructing processes of both personal and social identity, 

serving also as an effective tool for acquiring reflective and critical competencies, 

that are essential of triggering deep processes of self-awareness regarding one's 

personal history, lived experiences and the meanings attributed to them. 

Specifically, it envisaged that autobiographical writing facilitates the recognition of 

one's personality and individual traits, which often risk remaining latent or 

inadequately expressed. However, in practice, these traits constitute essential 

resources within learning processes. When appropriately recognised and valued, 

they prove instrumental in fostering personalized educational and training 

pathways, thus aligning more closely with the needs, attitudes, desires, projects 

and rhythms of everyone. 

Autobiographical writing, in this context, has confirmed as a crucial pedagogical-

educational strategy, as it can integrate various dimensions of the person 

(cognitive, emotional, identity-related, etc.) within processes of authentic, deep 

and meaningful learning.  

Indeed, by comparing the results from the initial questionnaire (completed prior to 

the autobiographical writing through the format) with those from the final 

questionnaire (completed after the experiential autobiographical writing through 

the format) we could outline that autobiographical writing in adulthood served as 

a valuable experience in stimulating not only reflection, self-awareness and 

awareness of one's past but also critical thinking, emotional competencies and 

relational skills. Moreover, nearly all participants stated that it can also serve as a 

stimuli for sharing and narrating their personal experiences and share with others. 

Furthermore, when participants were asked whether such an experience helped 

bringing out the need or desire for further education and training, nearly all 

responded “very much”, thereby highlighting other important aspects in the 

pedagogical-educational field: the competencies of learn to learn, guidance and the 

attitude and willingness to be engaged in lifelong learning and to plan future 

educational opportunities.  



 

 
 

 

Moreover, between the first and the final questionnaires, a noticeable shift in 

emotional responses was observed. In the initial questionnaire, some less-than-

positive emotions were expressed, including concerns about what to expect from 

the autobiographical writing workshop that was about to begin. However, in the 

final questionnaire, almost all responses testified positive emotions. Among the 

positive emotions that emerged during participating in the autobiographical 

workshop were some of great value and support in people's lives, such as 

satisfaction, pleasure and well-being. 

These data are particularly important because this autobiographical workshop was 

carried out in sessions during attending specific university course in Pedagogy and 

Education. One of the aim was, in fact, to help participants become more aware of 

how the time spent on writing, somewhat counter to the fast-paced routine we are 

accustomed to today, provided each individual with the opportunity to reflect and 

stimulate a greater awareness of their personal, relational and social history, 

especially with a focus on educational and training development. 

Therefore, the results confirm autobiographical methods as effective tools within a 

pedagogical-educational strategy aimed at lifelong, lifewide and lifedeep learning 

and as essential in promoting inclusion and equity through the recognition and 

enhancement of each individual’s uniqueness and diversities. 

In conclusion, we can outline some future pedagogical perspectives oriented 

towards supporting the holistic development of the individual by promoting a 

person-centred approach. Specifically, we propose to further enhance and 

integrate autobiographical methods into adult education, learning and training 

pathways, as they foster personalised and meaningful educational experiences. 

Moreover, we suggest that such strategies could be spread also into contexts 

marked by fragility, difficulty or risk of exclusion, as autobiographical writing has 

proven effective in fostering the development of personal potential, supporting the 

development and/or re-evaluation of identity-building processes, enhancing 

motivation and encouraging more conscious, active and engaged participation and 

contribute to greater personal and social well-being. 
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