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PREFACE

The Global Journal of Human-Social Science (GJHSS) is pleased to present this issue, bringing together a curated collection of high-quality
research papers that explore diverse dimensions of human society, culture, and the social world.

This issue features research spanning topics including arts & humanities, sociology, history, anthropology, economics, political science,
linguistics, education, and interdisciplinary social inquiry. Each paper has undergone a rigorous double-blind peer-review process to ensure
scholarly rigor and originality.

We would like to express our sincere gratitude to the authors for entrusting their research with us, to the reviewers for their thorough and
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1. Introduction (Belay & Alamneh, 2026; Dumitru et al., 2026; Mallary, 2025).

icher ed . Jdwid . . . Critics warn, however, that AT may reproduce the same exclusions
igher education systems worldwide continue to face persis- it claims to solve when it is built from biased data, designed for

. .tenF challe;ngesdm e.nsurmg e;]mtabclle accfess, p;rmanf)ncli, normative users, and implemented without student participation
participation, and academic success for students from diverse back- (Baker & Hawn, 2022; OECD, 2024; Pierrés et al., 2024).

grounds. Students with disabilities, including deaf and hard-of-
hearing students, students with learning disabilities, students with
psychosocial disabilities, and students with physical or motor im-
pairments, often encounter barriers that are not only pedagogical
but also structural, attitudinal, linguistic, and technological (Davis,
2013; United Nations, 2006). These barriers become particularly
visible when digital systems are introduced as neutral solutions
without adequate attention to the conditions under which different
students actually learn.

Against this backdrop, artificial intelligence has become a dis-
ruptive force in higher education. Since the public release of large
language models such as ChatGPT in late 2022, universities have
expanded the use of Al in tutoring, writing support, assessment,
student monitoring, admissions processes, accessibility tools, and
institutional services. Advocates argue that AI can make learning
more flexible, personalized, and responsive to individual needs

In the Brazilian context, the relationship between AI and in-
clusion has a specific linguistic and legal dimension. Brazilian
Sign Language (Libras) is legally recognized by Lei n. 10.436/2002
and regulated by Decreto n. 5.626/2005, which frame deaf people
through visual experience and the use of Libras. For deaf students
in higher education, inclusion cannot be reduced to captioning,
automatic transcription, or generic accessibility. It requires recog-
nition of Libras as a language, of deaf culture as a legitimate
cultural-linguistic community, and of communication access as a
rights-based condition for participation (Brasil, 2002, 2005, 2015).

This article reviews evidence from 2020 to 2026 to examine
whether Al is currently functioning as an inclusive infrastructure
in higher education or whether it remains a promise unevenly
distributed across groups. The review is organized around three
axes: (1) Al-powered assistive technologies for students with
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disabilities; (2) Al-driven personalization and Universal Design
for Learning; and (3) algorithmic bias and ethical governance.
The final sections identify research gaps, implications for policy
and practice, and limitations of the current evidence base, with
particular attention to Brazil and to the emerging field of Libras-Al
research.

2. Scope and approach

This article adopts a narrative review approach. The objective is
not to claim exhaustive coverage of all publications on AI and
inclusion, but to synthesize the most relevant evidence, conceptual
frameworks, and policy discussions for higher education between
2020 and 2026. Narrative reviews are appropriate when a field
is rapidly evolving, methodologically heterogeneous, and still
consolidating its categories of analysis. Because Al in inclusive
higher education includes empirical studies, systematic reviews,
conceptual articles, policy reports, and grey literature, a narra-
tive synthesis allows the discussion to integrate evidence across
different types of sources while maintaining a critical stance.

Targeted searches were conducted in PubMed/MEDLINE, Sco-
pus, Web of Science, ERIC, CAPES Journals Portal, Google Scholar,
and selected institutional repositories. Search terms combined vari-
ations of artificial intelligence, generative AI, machine learning,
higher education, inclusion, disability, accessibility, deaf students,
Libras, sign language, Universal Design for Learning, algorithmic
bias, equity, and educational governance. Sources were included
when they addressed Al in education or higher education and
contained direct relevance to inclusion, disability, accessibility,
deaf education, UDL, or algorithmic equity. Sources were ex-
cluded when they focused exclusively on K-12 education without
transferable implications for higher education, described AI in
education without an inclusion component, or provided purely
technical model descriptions without educational or accessibility
implications.

The final corpus presented in Table 1 includes 20 sources
selected for thematic relevance and evidentiary contribution.
The corpus includes peer-reviewed reviews, empirical studies,
conceptual articles, legal and policy documents, and practice-
oriented reports. Two Brazil-based studies conducted by members
of the authorship team were included because they address the
specific gap of Libras-Al and deaf inclusion in Brazilian higher
education. To reduce the risk of self-citation bias, those studies are
treated as context-specific contributions and interpreted alongside
international evidence rather than as sufficient evidence on their
own.

This review does not include meta-analysis, formal quality
scoring, or PRISMA-style screening. Therefore, its findings should
be read as a critical synthesis and agenda-setting contribution
rather than as a systematic estimate of intervention effectiveness.
This limitation is addressed explicitly in the final sections.

2 II GJHSS-G VoL. 26 IssuE 5



BETWEEN ACCESSIBILITY AND ALGORITHMIC EXCLUSION: ARTIFICIAL INTELLIGENCE, DISABILITY, AND INCLUSION IN HIGHER EDUCATION ...

Table 1. Evidence base included in the narrative review (n = 20)

No. Source Type and context

Contribution to the review

1  Dumitru et al. (2026)
students with disabilities

Systematic review; learners with
disabilities

2 Belay & Alamneh (2026)

3 Pierrés et al. (2024)
disability

4  Pagliara et al. (2024)

5 Cotilla Conceigdo & van der

Stappen (2025)
6  Mallary (2025)

Rapid review; inclusivity in higher

education

Conceptual/review; adult and

continuing higher education

7  Ayala (2024)
support

8  Hyatt & Owenz (2024)
UDL-AI

9  Paglialunga & Melogno (2025)

10  Zhao, Cox, & Chen (2025) Empirical study; students with

disabilities in higher education

11 OECD (2024)
education
Practice report; accessibility and
disability

12 Gibson/EDUCAUSE (2024)

13 Baker & Hawn (2022)
in education

Conceptual review; educational
decision-making

14 Boateng & Boateng (2025)

15 European Parliament &
Council (2024)

16 UNESCO (2021) International policy framework

17 Teach Access & Every Learner
Everywhere (2025)

18  Tishcoff et al. (2024)

accessibility
19 Santos, Schubert, Lima et al. Brazilian literature review; Libras-Al
(2025)
20 Dos Santos, Morais et al. Brazilian qualitative study; deaf
(2026) inclusion

Integrative review; higher education;

Scoping review; higher education and

Scoping review; inclusive education

Conceptual article; UDL and disability

Empirical/conceptual teaching study;

Systematic review; learning disabilities

Policy report; equity and inclusion in

Peer-reviewed review; algorithmic bias

Regulation; European Union AI Act

Higher education accessibility guide

Policy/practice report; higher education

Maps Al applications for accessibility, personalized learning, adoption
challenges, institutional barriers, and implementation practices.
Synthesizes evidence on Al and machine learning support for learners
with disabilities and highlights uneven methodological quality.
Warns that AI may treat disability as statistical outlier status when
systems are not co-designed with disabled users.

Organizes Al use in inclusive education and discusses ethics, privacy,
personalization, and disability inclusion.

Shows that AI benefits are unevenly distributed and that institutional
efficiency often receives more attention than inclusion.

Links generative Al to UDL through adaptive feedback, multilingual
support, rubrics, and faculty development.

Frames ChatGPT as a possible UDL tool for stigma-free, on-demand
academic support while noting ethical concerns.

Discusses UDL and Al assignments that can increase flexibility for
students with disabilities when guided by accessible design.

Finds promising effects of Al-based interventions for learning
disabilities but emphasizes risk of bias and lack of longitudinal
evidence.

Documents how disabled students use generative Al for academic
writing and identifies concerns about accuracy, integrity, cost, and
training.

Identifies allocative and representational harms and situates
algorithmic bias as a systemic equity risk.

Reports accessibility potential of AI and emphasizes that disabled
users remain underrepresented in product development.

Provides a foundational synthesis of how educational algorithms can
reproduce racial, socioeconomic, and disability-related inequities.
Discusses self-reinforcing cycles of inequality in AI-driven educational
systems.

Classifies certain Al systems in education and vocational training as
high risk, requiring stronger governance and oversight.

Establishes human-rights-based ethical principles for Al, including
transparency, redress, and inclusion.

Offers practical guidance on evaluating Al tools through accessibility
and disability inclusion lenses.

Examines how generative AI may make learning more accessible while
also creating new risks around equity and policy.

Maps scientific production on Libras and AI from 2019 to 2025 and
identifies gaps in sign-language Al tools in Brazil.

Foregrounds deaf community perspectives on Al, accessibility, and
barriers in Brazilian higher education.

Rows 19 and 20 highlight Brazil-based studies directly connected to the Libras and deaf inclusion context discussed in this review.

3. AI-Powered Assistive Technologies for Stu-
dents with Disabilities

3.1. Overview of the technology Landscape

Al-powered assistive technologies include automatic speech recog-
nition, real-time captioning systems, text-to-speech and speech-
to-text applications, Al-enhanced screen readers, predictive text,
word completion tools, intelligent tutoring systems, adaptive feed-
back platforms, and conversational agents. These technologies
address barriers that have historically limited access to higher
education for students with sensory, cognitive, motor, and learning
disabilities (Belay & Alamneh, 2026; Dumitru et al., 2026).

The evidence suggests real potential but also uneven maturity.
Dumitru et al. (2026) identify AI and personalized learning,
assistive technology benefits, implementation challenges, and
best practices as central themes in the literature. Belay and
Alamneh (2026) similarly report positive effects of Al and machine
learning for learners with disabilities, while noting that only a
portion of available studies meet rigorous methodological criteria.
Paglialunga and Melogno (2025) offer a particularly important

caution: Al-based interventions for learning disabilities show
promising outcomes, but the current evidence base contains
methodological weaknesses, limited long-term follow-up, and risk
of publication bias.

3.2. Deaf Students, Libras, and Al in Brazil

Deaf and hard-of-hearing students occupy a specific position in Al-
mediated inclusion because access is not only a matter of hearing
support but also of language, culture, and visual communication.
Automatic captioning may support some students, but it does not
replace access in sign language. Sign language recognition and
sign-language translation technologies remain underdeveloped
for many national sign languages, especially when compared with
dominant spoken languages. In Brazil, this challenge is intensified
by the low-resource status of Libras in AI datasets and by the
regional, cultural, and grammatical complexity of the language.
The literature review by Santos, Schubert, Lima et al. (2025)
maps scientific production on Libras and AI from 2019 to 2025 and
identifies a field that is growing but still technically and socially
limited. The main gaps include small and non-representative

|
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datasets, insufficient attention to regional variation, limited in-
volvement of deaf users in design and testing, and weak connection
between prototype development and actual higher education
practice. The qualitative study by Dos Santos, Morais et al. (2026)
complements this picture by foregrounding the lived experience of
deaf people in Brazil. Participants reported barriers related to Al
captioning, institutional systems that are not prepared for Libras,
and the absence of systematic consultation with deaf communities
before new technologies are adopted.

These findings reinforce a central argument of this review:
Al cannot be considered inclusive merely because it automates
communication. In deaf education, inclusive AI must recognize
the linguistic rights of sign-language users, involve deaf commu-
nities and interpreters in design, and be evaluated in real learning
situations rather than only through technical accuracy metrics.

3.3. Participation Gaps in Al design

A recurring problem across the reviewed literature is the underrep-
resentation of students with disabilities in the design, procurement,
implementation, and evaluation of AI educational tools. Gibson
(2024) highlights the mismatch between the promise of AI acces-
sibility and the limited representation of disabled users in product
development. Pierrés et al. (2024) make this concern more explicit
by warning that AI systems may classify disability-related patterns
as anomalies, outliers, or noise when disabled users are absent
from training data and design processes.

This participation gap has practical consequences. Tools built
for an assumed normative learner may fail to recognize disabled
students as legitimate users. They may also transfer the responsi-
bility for accessibility from institutions to individuals, requiring
students to adapt themselves to the tool rather than requiring the
tool and the institution to remove barriers. In higher education,
this is especially problematic because access is not an optional
enhancement; it is a condition for equal academic participation.

4. Al-Driven Personalization and Universal de-
sign for learning

4.1. Personalization at Scale

One of the most frequently cited promises of Al in higher edu-
cation is personalization. Adaptive platforms and generative sys-
tems can adjust explanations, pacing, content formats, examples,
reading levels, feedback, and practice opportunities according
to learner needs (Mallary, 2025). For students with disabilities,
this flexibility can reduce dependence on fixed formats and allow
more individualized access to academic content. For deaf students,
Al-mediated personalization could support visual materials, bilin-
gual resources, simplified summaries, and asynchronous review
of content when it is embedded in a broader accessibility strategy.

However, personalization should not be confused with priva-
tized responsibility. A system that allows each student to fix access
barriers alone does not necessarily make the institution inclusive.
The strongest potential of Al emerges when personalization is
connected to Universal Design for Learning, not when it becomes
asubstitute for institutional accessibility, human support, or legally
guaranteed accommodations.

4.2. Udl as a framework for Inclusive Al

Universal Design for Learning is a key framework for interpreting
Al inclusion because it shifts the focus from retrofitting accom-
modations to designing flexible learning environments from the
beginning. UDL emphasizes multiple means of representation,

+
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action and expression, and engagement. Al can support this frame-
work by generating alternative explanations, multimodal mate-
rials, adaptive practice, multilingual support, rubrics, formative
feedback, and individualized study strategies (Ayala, 2024; Hyatt
& Owenz, 2024; Mallary, 2025).

Generative Al has made this relationship more visible. Students
can ask for explanations in different formats, generate outlines,
simplify complex texts, translate concepts, draft study questions,
and receive immediate feedback. Zhao, Cox, and Chen (2025) show
that students with disabilities are already using generative Al for
academic writing and support tasks, especially through chatbots
and rewriting tools. At the same time, they report concerns about
accuracy, academic integrity, subscription costs, and the need
for institutional AI literacy support. These findings suggest that
UDL-oriented Al requires guidance, transparency, and training
rather than unrestricted or unsupported adoption.

4.3. Implementation Gaps

The evidence shows a gap between conceptual promise and
institutional practice. Cotilla Conceicdo and van der Stappen
(2025) argue that Al tools in higher education often prioritize
efficiency, automation, and institutional management more than
inclusion. Students with more digital literacy, stronger prior
academic capital, and access to paid tools are more likely to benefit
from AlI, while first-generation students, low-income students,
disabled students, and linguistic minorities may face new forms of
exclusion.

In Brazil, these concerns are amplified by infrastructure in-
equalities, variable access to assistive technologies, scarcity of
Libras-capable Al tools, and institutional dependence on human
interpreters whose availability is often limited. Therefore, Al inte-
gration must be accompanied by accessible procurement criteria,
teacher and staff training, student-facing Al literacy programs,
and mechanisms for monitoring whether benefits are equitably
distributed.

5. Algorithmic Bias and Ethical Risks

5.1. How Bias Becomes Educational Infrastructure

Algorithmic bias occurs when Al systems trained on historical
or non-representative data produce outputs that systematically
disadvantage particular groups. In education, this can affect admis-
sions, automated assessment, learning analytics, risk prediction,
feedback, tutoring recommendations, accessibility tools, and stu-
dent support allocation (Baker & Hawn, 2022; OECD, 2024). The
problem is not simply that a model may be inaccurate. The deeper
concern is that the inaccuracy may follow existing patterns of
inequality and then be scaled across institutions.

For deaf students in Brazil, bias may appear when speech
recognition systems are trained primarily on hearing speakers of
standard Portuguese and fail to process deaf-accented Portuguese,
sign-language users, or bilingual deaf communication practices.
For students with learning disabilities, bias may appear when writ-
ing support or automated assessment tools interpret non-standard
language patterns as deficiency rather than as variation. For racial-
ized, low-income, first-generation, or linguistically minoritized
students, bias may appear in predictive systems that use historical
performance, attendance, or platform behavior as proxies for future
academic potential.
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5.2. High-Stakes Decisions and data Sovereignty

Al is increasingly used in decisions that have material conse-
quences for students: admission, scholarship eligibility, academic
warning, retention interventions, plagiarism detection, accessibil-
ity triage, and resource allocation. When such systems are opaque,
students may not know how they are being evaluated, which data
are used, or how to contest an algorithmic decision. This creates
serious concerns about informed consent, data sovereignty, and
institutional accountability (OECD, 2024; UNESCO, 2021).

The risks are intensified when AI tools are imported from
contexts with different linguistic, legal, and cultural assumptions.
A tool developed in English-speaking higher education may not
perform adequately in Portuguese, Libras, Indigenous languages,
or multilingual academic environments. Similarly, tools that
assume continuous digital engagement may misclassify students
who share devices, work during the day, have unstable internet
access, or rely on accessibility routines that are invisible to the data
system.

5.3. Ethical and Regulatory Responses

Regulatory and ethical frameworks increasingly recognize the risks
of Al in education. The EU Artificial Intelligence Act classifies
certain Al systems used in education and vocational training as
high-risk when they determine access, admission, assignment,
learning outcomes, educational level, or monitoring during as-
sessments (European Parliament & Council, 2024). UNESCO
(2021) provides a human-rights-based framework emphasizing
transparency, accountability, non-discrimination, and redress.

In Brazil, the Lei Brasileira de Inclusio (Lei n. 13.146/2015),
the Lei Geral de Protecdo de Dados Pessoais (Lei n. 13.709/2018),
and the ongoing debate around the Marco Legal da Inteligéncia
Artificial provide important but incomplete foundations. The
Brazilian AI bill should be cited as Projeto de Lei n. 2.338/2023
rather than as an enacted law. At the time of revision, there is still
no specific national instrument requiring bias audits, accessibility
validation, or deaf-community consultation for AI tools used in
higher education. This gap creates a policy opportunity: Brazil can
align Al governance with disability rights, data protection, and
linguistic justice before exclusionary systems become institutional
defaults.

6. Gaps in the Literature and research Priorities

This review identifies five research gaps that should guide future
studies and institutional action. The first is the absence of co-
designed Libras-AlI tools. Current research on sign-language Al in
Brazil remains limited by small datasets, insufficient regional rep-
resentation, and weak participation of deaf users and interpreters
in design and evaluation (Santos, Schubert, Lima et al., 2025).

The second gap is the lack of longitudinal evidence. Many
studies describe promising short-term outcomes, but few examine
whether Al assistive tools improve retention, graduation, auton-
omy, academic confidence, or long-term learning outcomes for
students with disabilities (Belay & Alamneh, 2026; Paglialunga &
Melogno, 2025).

The third gap is the underrepresentation of specific disability
groups. Students with psychosocial disabilities, chronic illness,
multiple disabilities, deafblindness, and complex communication
needs remain underrepresented in Al education research. The field
also needs more intersectional evidence that analyzes disability
together with race, income, gender, language, territory, and digital
access.

The fourth gap is the scarcity of Global South and Brazilian
higher education evidence. Much of the international literature
is concentrated in North America and Western Europe. Brazilian
federal institutes, community universities, regional institutions,
Indigenous and quilombola students, and deaf communities
remain underrepresented in the evidence base.

The fifth gap is the absence of a validated Al inclusivity as-
sessment framework for Brazilian higher education. Institutions
need criteria to evaluate whether an Al tool is accessible, linguisti-
cally appropriate, transparent, auditable, privacy-respecting, and
aligned with disability rights before it is adopted.

7. Discussion

The evidence synthesized in this review presents AI in higher
education as both an opportunity for reducing barriers and a
mechanism through which old exclusions may be reorganized
in new technological forms. The studies included in the corpus do
not support a simplistic conclusion that Al is either emancipatory
or harmful. Rather, they suggest that the inclusive value of
Al depends on the social, institutional, linguistic, and ethical
arrangements that surround its use. In this sense, Al should not
be evaluated only by technical performance, speed, or novelty,
but by its capacity to expand participation, protect rights, and
redistribute access to learning conditions that have historically
been unevenly available to students with disabilities and other
marginalized groups.

A first point that emerges from the reviewed literature is that
Al-based accessibility must be understood as infrastructure rather
than as an isolated assistive add-on. Dumitru et al. (2026) and
Belay and Alamneh (2026) show that AI can support students with
disabilities through speech recognition, text-to-speech, writing
assistance, adaptive learning systems, intelligent tutoring, and
automated feedback. However, both reviews also indicate that
positive results are closely associated with implementation quality.
A tool may be technically available, but still fail as an inclusion
strategy if students do not receive training, if teachers do not
know how to integrate it into course design, if the platform is
not compatible with assistive technologies, or if the institution
lacks policies for privacy, procurement, and accountability.

This finding is important because much of the enthusiasm
around Al in higher education still treats accessibility as a matter
of individual compensation. From this perspective, a student who
cannot access a standard learning environment is expected to
use a tool to overcome the barrier alone. The reviewed studies
suggest the opposite: AI becomes inclusive when it changes
the environment, not only when it helps an individual survive
an inaccessible environment. This distinction aligns with the
social model of disability and with Universal Design for Learning.
The barrier is not located only in the student’s body, language,
or cognition; it is also located in rigid curricula, inaccessible
platforms, untrained staff, and assessment practices that privilege
a narrow profile of academic performance.

A second point concerns the uneven maturity of evidence
across disability groups. The strongest claims in the literature are
still concentrated around learning disabilities, academic writing,
adaptive feedback, and general assistive technologies. Paglialunga
and Melogno (2025), for example, identify promising results for
Al-based interventions for students with learning disabilities,
but also emphasize methodological limitations, risk of bias, and
scarcity of longitudinal evidence. Zhao, Cox, and Chen (2025) add
an important empirical dimension by showing that students with
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disabilities already use generative Al to support academic writing,
organization, comprehension, and revision. Yet these students also
report concerns related to accuracy, cost, academic integrity, and
the absence of institutional guidance. The implication is clear:
students are adopting AI faster than universities are building
inclusive governance around it.

This mismatch between student use and institutional policy is
one of the most urgent issues for higher education. When AI tools
are adopted informally, benefits tend to be distributed according to
prior advantage. Students with stable internet, paid subscriptions,
stronger digital literacy, and informal networks of support are
more likely to benefit. Students who most need accessibility may
face subscription barriers, lack of training, fear of being accused
of academic misconduct, or uncertainty about whether the use of
Al is permitted. Therefore, Al inclusion cannot depend on silent
individual experimentation. Institutions need clear, accessible, and
disability-aware guidance that explains which tools may be used,
how they may be used, what their limits are, and how students
can request support without stigma.

A third point, especially relevant to Brazil, is that automatic
communication access cannot be confused with linguistic justice.
In the case of deaf students, captioning and transcription may
be useful, but they do not replace Libras. The Brazilian legal
framework recognizes Libras as a language, not as a secondary
accommodation or a visual version of Portuguese. For this reason,
Al tools designed only around spoken or written Portuguese may
reproduce exclusion even when they appear accessible. A deaf
student may receive an automatic transcript and still remain
excluded from the linguistic, cultural, and interactional conditions
required for full academic participation.

The Brazil-based studies included in this review reinforce this
point. Santos, Schubert, Lima et al. (2025) identify a growing
but still fragile field of research on Libras and Al, marked by
small datasets, limited regional representation, and insufficient
involvement of deaf users in design and validation. Dos Santos,
Morais et al. (2026) complement this technical diagnosis with
community-based evidence, showing that deaf participants per-
ceive Al as potentially useful, but remain concerned about tools
that ignore Libras, reduce accessibility to captions, or are imple-
mented without consultation. Together, these studies show that the
central problem is not simply the absence of technology, but the
absence of participatory, linguistically grounded, and culturally
accountable technology.

This discussion also exposes the limits of treating sign-language
Al as a universal technological problem. Sign languages are
natural languages with their own grammar, spatial organization,
regional variation, cultural markers, and embodied forms of
meaning. A model trained on one sign language cannot simply be
transferred to Libras without linguistic loss. Even within Libras,
regional variation and community practices matter. Therefore, the
development of AI for deaf inclusion in Brazil requires datasets
that are ethically built, regionally diverse, and validated with
deaf communities. It also requires the participation of Libras
interpreters, deaf educators, linguists, accessibility professionals,
and students who use the tools in real academic contexts.

A fourth point concerns the relationship between AI and UDL.
Ayala (2024), Hyatt and Owenz (2024), and Mallary (2025) suggest
that generative Al can operationalize several UDL principles by
offering multiple forms of representation, expression, feedback,
and engagement. A student may ask for a complex text to be
summarized, translated into simpler language, reorganized as
a study guide, converted into questions, or explained through
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examples. These affordances are particularly relevant for students
with disabilities because they reduce dependence on a single
format of teaching. However, the UDL value of AI depends on
whether the institution uses Al to redesign learning environments
or merely to provide optional tools at the margins.

The most inclusive scenario is not one in which Al replaces
teachers, interpreters, accessibility professionals, or peer inter-
action. It is one in which AI expands the range of pedagogical
options available to human actors. For example, Al may help
faculty generate alternative formats, prepare accessible rubrics, an-
ticipate barriers in course materials, or provide formative feedback
before final assessment. It may help students rehearse academic
writing, review content asynchronously, organize study routines,
and clarify doubts without fear of embarrassment. But these uses
require human mediation, because Al systems can hallucinate
information, reproduce bias, simplify complex concepts inade-
quately, or generate outputs that are not aligned with course
objectives. Inclusive Al is therefore not autonomous Al; it is
supervised, contextualized, and pedagogically integrated Al

A fifth point is that algorithmic bias should be interpreted as
arights issue rather than merely as a technical defect. Baker and
Hawn (2022) demonstrate that educational algorithms can repro-
duce inequities related to race, socioeconomic status, disability,
and prior educational opportunity. The OECD (2024) similarly
distinguishes allocative harms, which affect access to resources
or opportunities, from representational harms, which affect how
groups are described, valued, or made visible by systems. In higher
education, both types of harm are relevant. A predictive system
may allocate less support to students whose learning patterns do
not match historical data. A writing tool may frame multilingual
or disability-related language variation as deficiency. A speech-
recognition tool may fail to process deaf-accented Portuguese or
other non-normative speech patterns. In each case, the harm is
not only inaccurate output; it is institutional misrecognition.

Boateng and Boateng (2025) extend this concern by warning that
Al-driven educational decisions may create self-reinforcing cycles
of inequality. If a system predicts that certain students are at risk
based on historical patterns shaped by exclusion, then institutions
may unintentionally normalize lower expectations or more restric-
tive interventions for those students. This is especially dangerous in
contexts where disability, poverty, race, language, and digital access
intersect. For this reason, inclusive AI governance must include
auditability, human oversight, mechanisms of contestation, and
transparency regarding which data are used and for what purposes.
Students must not be governed by systems they cannot understand
or challenge.

The regulatory literature points in the same direction. UNESCO
(2021) frames Al ethics through human rights, transparency, ac-
countability, and non-discrimination. The European Parliament
and Council (2024) classify several Al systems used in education
and vocational training as high risk, especially when they influence
access, admission, evaluation, monitoring, or educational progres-
sion. These frameworks are relevant for Brazilian higher education
because they show that AI governance is no longer optional.
Even when local regulation remains incomplete, universities and
federal institutes can adopt internal standards that anticipate
stronger governance requirements. Such standards should include
accessibility testing, data protection analysis, algorithmic impact
assessment, and consultation with affected communities.

A sixth point concerns institutional responsibility. Cotilla Con-
cei¢@o and van der Stappen (2025) argue that higher education
institutions often emphasize efficiency and automation more than
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inclusion. This is a critical warning. AI can make administrative
systems faster while leaving students less heard. It can accelerate
decision-making while reducing transparency. It can create an
appearance of personalization while deepening dependence on
commercial platforms. For public institutions, particularly in the
Global South, the question is not only whether AI works, but
whose interests it serves, who pays for it, who controls the data,
and who is excluded when it fails.

Practice-oriented reports also emphasize this institutional di-
mension. Teach Access and Every Learner Everywhere (2025) and
Tishcoff et al. (2024) recommend that institutions evaluate AI
tools through accessibility, usability, transparency, and equity cri-
teria before adoption. Gibson (2024) similarly notes that disabled
users remain underrepresented in product development, despite
being central to claims about AT accessibility. These contributions
suggest a practical agenda: accessibility should be built into pro-
curement, contracts, pilot studies, faculty development, help-desk
support, and student feedback systems. Institutions should not
wait for students to complain after harm occurs; they should test
for exclusion before scaling the tool.

For Brazilian higher education, the discussion leads to a specific
policy and practice model. Inclusive Al should be guided by five
principles: rights, participation, linguistic justice, evidence, and
accountability. Rights means that AI must comply with disability
law, data protection, and the educational right to reasonable
accommodation and equal participation. Participation means that
disabled students, deaf students, interpreters, and accessibility
professionals must be involved before, during, and after implemen-
tation. Linguistic justice means that Libras and other minoritized
languages must be treated as central design requirements, not
as afterthoughts. Evidence means that tools should be evaluated
through learning outcomes, retention, student experience, acces-
sibility performance, and bias monitoring. Accountability means
that institutions must define responsibility when an AI system
produces harm, error, exclusion, or discrimination.

These principles also help clarify what should not happen. AI
should not be used to replace Libras interpreters when communi-
cation access requires human linguistic mediation. It should not
be used to deny accommodations because a tool is presumed to
be sufficient. It should not be used to monitor students without
transparency or consent. It should not be adopted only because it
promises efficiency, novelty, or reduced costs. Above all, Al should
not shift responsibility for inclusion from the institution to the
student. The strongest evidence in this review points toward a more
balanced position: Al can support inclusion when it is embedded
in human-centered, UDL-oriented, rights-based systems; it can
undermine inclusion when it is deployed as a shortcut.

Overall, the reviewed studies support a cautiously constructive
interpretation. Al has real potential to expand accessibility in
higher education, especially when it supports multimodal learning,
individualized feedback, flexible expression, communication ac-
cess, and student autonomy. At the same time, the literature shows
that these benefits are fragile. They depend on design choices, data
quality, institutional policies, teacher preparation, student training,
and mechanisms for accountability. For deaf students and Libras
users in Brazil, the stakes are even higher because accessibility is
inseparable from linguistic recognition and cultural participation.
Therefore, the future of inclusive Al in Brazilian higher education
should not be defined by technological adoption alone, but by the
capacity of institutions to govern technology in ways that deepen
democracy, participation, and educational justice.

8. Implications for research, Policy, and practice

8.1. Research

Future research should prioritize participatory and longitudinal
designs. Studies on Libras-Al should include deaf users, Libras in-
terpreters, deaf educators, and accessibility professionals through-
out the research cycle. Researchers should also report outcomes
disaggregated by disability type, language, socioeconomic status,
race, gender, and digital access whenever ethically possible. The
field also needs comparative studies between Al-supported inclu-
sion and existing human support structures, especially in public
higher education.

8.2. Policy

Policy frameworks should classify Al systems used in student
evaluation, access, admission, monitoring, risk prediction, and
support allocation as high-risk educational technologies. Brazilian
regulation should require accessibility validation, algorithmic
impact assessment, privacy analysis, human oversight, and mech-
anisms for contesting AI-mediated decisions. For deaf students,
any Al tool affecting communication access should be evaluated
in relation to Libras and not only to written or spoken Portuguese.

8.3. Practice

Higher education institutions should adopt AI tools only through
accessibility-aware procurement processes. Implementation
should include UDL-based faculty development, student AI
literacy programs, clear guidance on acceptable use, accessibility
testing with disabled students, and ongoing monitoring of
outcomes. Institutions should also avoid replacing human
interpreters, accessibility staff, and pedagogical support with AI
systems that have not been validated with the communities they
claim to serve.

9. Limitations

This review has limitations. First, it is a narrative review and does
not include a PRISMA flow diagram, formal risk-of-bias scoring,
or meta-analysis. Second, the evidence base is heterogeneous,
combining peer-reviewed studies, policy documents, conceptual
articles, and practice reports. Third, several Al tools and policy
frameworks are changing rapidly, which means that some evidence
may become outdated quickly. Fourth, the inclusion of Brazil-
based studies by members of the authorship team strengthens
contextual relevance but also requires reflexive caution. These
studies were therefore interpreted as part of a broader evidence
landscape rather than as definitive evidence. Finally, the review
is limited by the scarcity of empirical studies centered on deaf
students, Libras, and Brazilian higher education.

10. Conclusion

Artificial intelligence is neither inherently inclusive nor inherently
exclusionary. Its impact depends on the conditions under which
it is designed, implemented, governed, and evaluated. In higher
education, AI can support accessibility, personalization, and
participation for students with disabilities when it is integrated
through UDL, rights-based policy, institutional responsibility, and
community co-design. The same technologies can also amplify
exclusion when they are trained on narrow data, deployed without
transparency, or treated as substitutes for human support.

The central conclusion of this review is that inclusive AI
must be built with the communities it intends to serve. For
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Brazil, this means that Al in higher education must take Libras,
deaf culture, disability rights, data protection, and institutional
inequality seriously. The question is not whether AI will enter
higher education; it already has. The question is whether higher
education will govern Al in ways that expand participation rather
than reproduce the exclusions of the past.

B REFERENCES

(1]

[2

—_—

[3

—_—

—
o

—
w
—_

6

—_—

[7

—

(10]

(11]

(12]

(13]

8

Ayala, S. (2024). ChatGPT as a Universal Design for Learning
tool: Supporting college students with disabilities. Educa-
tional (Re)naissance, 12(1), 23-41. https://doi.org/10.46787/e-
dren.v12i1.3866

Baker, R. S., & Hawn, A. (2022). Algorithmic bias in education.
International Journal of Artificial Intelligence in Education,
32, 1052-1092. https://doi.org/10.1007/s40593-021-00285-9

Belay, H. D., & Alamneh, S. (2026). The inclusive algorithm:
A systematic review of AI and machine learning in sup-
porting learners with disabilities. American Journal of Med-
ical Education, 2(1), 1-14. https://doi.org/10.11648/j.med-
edu.20260201.11

Boateng, O., & Boateng, B. (2025). Algorithmic bias in ed-
ucational systems: Examining the impact of AI-driven de-
cision making in modern education. World Journal of Ad-
vanced Research and Reviews, 25(1), 2012-2017. https://-
doi.org/10.30574/wjarr.2025.25.1.0253

Brasil. (2002). Lei n. 10.436, de 24 de abril de 2002. Dispoe
sobre a Lingua Brasileira de Sinais - Libras e d4 outras
providéncias.

Brasil. (2005). Decreto n. 5.626, de 22 de dezembro de 2005.
Regulamenta a Lei n. 10.436/2002.

Brasil. (2015). Lei n. 13.146, de 6 de julho de 2015. Lei
Brasileira de Inclusido da Pessoa com Deficiéncia.

Brasil. (2018). Lei n. 13.709, de 14 de agosto de 2018. Lei Geral
de Protecao de Dados Pessoais.

Brasil. Senado Federal. (2023). Projeto de Lei n. 2.338, de 2023.
Dispde sobre o uso da inteligéncia artificial.

Cotilla Conceigdo, J. M., & van der Stappen, E. (2025). The im-
pact of AI on inclusivity in higher education: A rapid review.
Education Sciences, 15(9), 1255. https://doi.org/10.3390/e-
ducscil5091255

Davis, L. J. (Ed.). (2013). The disability studies reader (4th
ed.). Routledge.

Dos Santos, I. B., Morais, E., Schubert, S. E. M., Lima, E.
S., Jesus, R. B., Monteiro Magrini, A., Raignieri, J., Oliveira
Garcia, A. C., Massi, G., & Lacerda, A. (2026). Al and
the inclusion of deaf people in Brazil: A qualitative study.
Global Journal of Human-Social Science, 25(H5), 1-8. https://-
doi.org/10.34257/GJTHSSAVOL25IS7PG51

Dumitru, C., Abdulsahib, G. M., Khalaf, O. I., & Bennour,
A. (2026). Integrating artificial intelligence in supporting
students with disabilities in higher education: An integra-
tive review. Technology and Disability, 38(1), 3-24. https://-
doi.org/10.1177/10554181251355428

II GJHSS-G VoL. 26 IssuE 5

[14] European Parliament & Council of the European Union.
(2024). Regulation (EU) 2024/1689 of 13 June 2024 laying
down harmonised rules on artificial intelligence (Artificial
Intelligence Act). Official Journal of the European Union.

[15] Gibson, R.(2024). The impact of Al in advancing accessibility
for learners with disabilities. EDUCAUSE Review.

[16] Hyatt, S. E., & Owenz, M. B. (2024). Using Universal Design
for Learning and artificial intelligence to support students
with disabilities. College Teaching. Advance online publica-
tion. https://doi.org/10.1080/87567555.2024.2313468

[17] Mallary, J. (2025). Artificial intelligence and Universal
Design for Learning: Transforming teaching and learn-
ing in adult and continuing higher education. New Di-
rections for Adult and Continuing Education. https://-
doi.org/10.1002/ace.70016

—
[
e}

—_—

OECD. (2024). The potential impact of artificial intelligence
on equity and inclusion in education. OECD Publishing.
https://doi.org/10.1787/15df715b-en

[19

—_—

Paglialunga, A., & Melogno, S. (2025). The effectiveness of
artificial intelligence-based interventions for students with
learning disabilities: A systematic review. Brain Sciences,
15(8), 806. https://doi.org/10.3390/brainscil 5080806

[20

[t

Pagliara, S. M., Bonavolonta, G., Pia, M., Falchi, S., Zurru, A.
L., Fenu, G., & Mura, A. (2024). The integration of artificial
intelligence in inclusive education: A scoping review. Infor-
mation, 15(12), 774. https://doi.org/10.3390/info15120774

[21] Pierrés, O., Christen, M., Schmitt-Koopmann, F. M., &
Darvishy, A. (2024). Could the use of AI in higher educa-
tion hinder students with disabilities? A scoping review.
IEEE Access, 12, 27810-27828. https://doi.org/10.1109/AC-
CESS.2024.3365368

[22] Santos, I. B., Schubert, S. E. M., Lima, E. S., Jesus, R., Silva
Richter, J. da, Fonseca, E. R., Massi, G., & Lacerda, A. B. M.
(2025). Lingua Brasileira de Sinais (LIBRAS) e Inteligéncia
Artificial (I.A): revisdo da producio cientifica (2019-2025).
Revista DELOS, 18(74), e7331. https://doi.org/10.55905/rde-
losv18.n74-045

[23] Teach Access & Every Learner Everywhere. (2025). Where
Al meets accessibility: Considerations for higher education.
Every Learner Everywhere.

[24

—_

Tishcoff, R., Kerr, J., & Lopes, V. (2024). Using generative Al
to make learning more accessible. Higher Education Quality
Council of Ontario.

[25] UNESCO. (2021). Recommendation on the ethics of artificial
intelligence. UNESCO.

[26] United Nations. (2006). Convention on the Rights of Persons
with Disabilities.

[27] Zhao, X., Cox, A., & Chen, X. (2025). The use of generative
Al by students with disabilities in higher education. The
Internet and Higher Education, 66, Article 101014. https://-
doi.org/10.1016/j.iheduc.2025.101014



¥+ GLOBAL JOURNAL

OF HUMAN SOCIAL SCIENCES - G: LINGUISTICS & EDUCATION

Volume 26 | Issue 5 | 2026 Article ID: GJHSS-258717 Language: English

CATALOGING

LCC - LB1060, BF311 DDC - 370.15 ANZSRC FOR + 390401 ACM - K.3.1

Education that can’t be Automated

Article Record

Joyce E. Bellous § *

%
Corresponding Author

§ Taylor Seminary ©%

RECEIVED ACCEPTED ONLINE PUBLISHED PUBLISHED PEER REVIEW
2026-06-18 2026-06-26 2026-07-23 2026-09-29 Double Blind
Abstract

Human beings have always made tools. There's a natural world we inherit just by being alive, and an artificial world
we make. We get the word art from artificial. As makers, we form tools from natural materials available to us and
these worlds (natural and artificial) act back on us to shape the human world. We're born human but becoming fully
human isn't automatic. It's work. We're the most cognitively flexible of all species and cope with the widest variety of
environments. We survive by changing behaviour to fit the situation in which we find ourselves. A concern in this essay
is with education that's based on essential human experiences that Artificial Intelligence (AI) can't replicate because of
how it's made. This essay isn't anti-Al Its purpose is to describe a framework of essential learning children require for
their humanity to flourish. Like all tools over time, we must situate Al wisely into this essential framework. That wisdom
accumulates in learning environments in which children have what they need emotionally, cognitively, imaginatively,
and relationally. With a framework woven from strands of four types of literacy (emotional, cognitive, imaginative, and
relational) children can also weave Al's capacities into their learning as they're rooted and grow into their well situated,
personal, relational knowledge.

Cognitional process emotion imagination Lonergan relational literacy

AI USE STATEMENT FUNDING CONFLICT OF INTEREST

No generative Al was used for analysis or results. No external funding was declared The authors declare no conflict of
for this work. interest.

DATA AVAILABILITY ETHICS CONSENT TRIAL REG.

Not applicable for this article. No ethics committee approval was Not applicable for this article. Not applicable.

required for this article type.

Crossref DOI: 10.34257/GJHSSG258717 LICENSE
How to Cite: Bellous (2026). Education that can’t be Automated. Global Journal of Human-Social © 2026 Global Journals. Open-access article under CC BY-
Science, 26(5), 9-25. DOI: 10.34257/GJHSSG258717 NC-ND 4.0 International License.

Under the strict compliance and defined process of

Print ISSN 0975-587X Online ISSN 2249-460X




ARCHIVAL RECORD
GJIHSS - Vol 26 - Issue 5 - 2026
Article ID GJHSS-258717 - DOI 10.34257/GJHSSG258717

Print ISSN 0975-587X - Online ISSN 2249-460X



Global Journal of Human-Social Science - Section G

GJHSS Volume 26 Issue 5

Education that can’t be Automated

Joyce E. Bellous$ *

Affiliations
§ Taylor Seminary (°4)

Abstract

Human beings have always made tools. There's a natural world we inherit just by being alive, and an artificial world we make. We
get the word art from artificial. As makers, we form tools from natural materials available to us and these worlds (natural and
artificial) act back on us to shape the human world. We're born human but becoming fully human isn’t automatic. It's work. We're
the most cognitively flexible of all species and cope with the widest variety of environments. We survive by changing behaviour to
fit the situation in which we find ourselves. A concern in this essay is with education that's based on essential human experiences
that Artificial Intelligence (AI) can't replicate because of how it's made. This essay isn't anti-Al Its purpose is to describe a framework
of essential learning children require for their humanity to flourish. Like all tools over time, we must situate AI wisely into this
essential framework. That wisdom accumulates in learning environments in which children have what they need emotionally,
cognitively, imaginatively, and relationally. With a framework woven from strands of four types of literacy (emotional, cognitive,
imaginative, and relational) children can also weave Al's capacities into their learning as they're rooted and grow into their well

situated, personal, relational knowledge.

Keywords: Cognitional process, emotion, imagination, Lonergan, relational literacy

* Corresponding Author
Joyce E. Bellous

DOI
10.34257/GJHSSG258717

1. Introduction

uman beings have always made tools. There’s a natural world

we inherit just by being alive, and an artificial world we
make. The word art comes from the word artificial. As makers, we
form tools from natural materials available to us and these worlds
(natural and artificial) act back on us to shape the human world.
While we’re born human, becoming fully human isn’t automatic.
It’s work. We’re the most cognitively flexible of all species and cope
with the widest variety of environments. We survive by changing
our behaviour to fit the situation we find ourselves in (Gopnik et
al, 154-155).

This essay is about human learning which, at this point,
Artificial Intelligence (AI) can't replicate. The essay isn’t anti-
AL Its purpose is to establish a framework of essential learning
human beings depend on so their humanity can flourish. We must
situate Al wisely into that framework. Our wisdom accumulates in
environments in which children get what they need emotionally,
cognitively, imaginatively, and relationally. With a framework
woven from the four literacies (emotional, cognitive, imaginative,
and relational) children can weave AI’s capacities into their
learning as they’re rooted and grow into their own well situated,
personal, relational knowledge.

When children come to school, they’ve already learned a lot.
The four literacies in this essay identify the extent of their learning
in the early years (zero to five) to say that learning and teaching
at school must use what children already know and know how
to do to augment their education. If children are well situated
in their own learning capabilities, they’re better prepared to see

differences between what they have access to as knowers, and the
role AI might play in extending their knowledge in novel ways.

This essay doesn’t probe the potential of AL It describes how chil-
dren learn in the early years as ‘knowers’ with emotional, cognitive,
imaginative, and relational knowledge that schooling can augment
in ways that expand the scope of their early years’ experience. At
school, learning and teaching must build a humane foundation
for children who hope to flourish—given the ubiquitous presence
of digital culture.

1.1. What is Knowledge?

Given a pervasive digital culture, classrooms (kindergarten to
doctoral studies) are no longer the main source of information—a
massive technological shift that isn’t going away. Information is
automated. What does its presence imply for learning? In response
to the question, we must first ask what learners already know (that
wasn’'t automated) so we can realize what they need to continue
learning that can’t be automated. This inquiry rests on our need to
understand knowledge itself.

We demonstrate knowledge when we recognize, perceive,
comprehend, understand, or use it. In this essay, we look at
early years’ research to see how children learn about the world.
Implications for an education that isn’t automated are based on the
capabilities they use as they acquire that knowledge. Being familiar
with their learning capabilities helps us teach them later. This isn’t
an argument to exclude digital culture from education. We must
see how children can connect early years’ learning capabilities
with learning at school. Automated information must find a viable
place in a secure personal, relational foundation (that can act
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as an internal compass) based on early learning capabilities. We
don’t teach these learning capabilities. The human brain provides
neurotypical children with them at birth. Children are born as
knowers.

As knowers, someone might say, I recognize him by the way he
walks. I see your face is downcast. I get that you want a cookie, but
you haven’t eaten any supper. I understand you're sad because your
gerbil died. If we claim to know something, we can demonstrate
the claim with accuracy and truthfulness. If someone says, I
know my times tables, they can recite them correctly. A range
of knowledge claims can include statements such as: I know that,
Iknow what, I know when, I know why, I know how, I know where.
In all these claims, knowledge can be demonstrated. Claims and
demonstrations signal knowledge is personal: I'm a knower. I can
demonstrate what I claim to know.

Canadian philosopher and theologian Bernard Lonergan points
out in Insight that there are two types of knowing. There’s the
relation of objects (people and things) to us, and there’s the
relation of objects to each other. Cognition has its origin in what
he calls the pure drive to know (Tekippe, 42). Lonergan names
the fundamental parts of the cognitional process as the actions of
sensing, imagining, questioning, understanding, conceptualizing,
reflective questioning, weighing the evidence, and judging. When
we consider his list, it contains a significant omission. He doesn’t
mention emotion. To be fair, he may have under-analyzed it or
taken it for granted. Emotion had a bad reputation in his day.
Maybe it still does. But emotions are central to knowledge that
can’t be automated.

Lonergan’s view is that the cognitional process must remain
open to revision, but German scientist and philosopher Karl Popper
mentions the role of conviction - beliefs we no longer hold open
to continuous testing and revision because we’ve chosen to live by
them. Convictions are positions we can be counted on to take, e.g.,
consistent responses to injustice. In the last century, if thinking
was scientific, theories (inferences) must remain open to revision.
Much of the scientific inquiry early in the twentieth century
was based on induction, a slow gathering of singular statements
(observations, experimental outcomes), until a more general theory
(sometimes called a universal statement) could be established
and verified because no more instances appeared to disprove or
contradict the theory in question (Popper, 3-7).

Austrian-British philosopher Karl Popper (1902-1994) criticized
the view that science could thrive on induction alone. His position
influenced American historian and philosopher Thomas Kuhn’s
transformative perspective on science in The Structure of Scientific
Revolutions. Popper and American philosopher C.S. Peirce held to
different ways of combining induction and deduction. Deduction
begins with a general theory we rely on as we see where and when
it explains data. In combining induction and deduction, Peirce
added receptivity. He used deduction, induction, and receptivity
in his abductive method of inquiry (Bellous, 2025, 207-253). If
children are scientists in the crib (Gopnik et al), they’re also
philosophers from the start. They investigate the world in ways
that echo Lonergan’s, Popper’s, and Peirce’s methods of inquiry.
They use a process of discovery by relying on learning capabilities
they have from birth onward. Their approach to discovering the
world is inductive, deductive, and we can often see in their faces
the intensity reminiscent of Peirce’s receptivity.

In addition to these descriptions of how we gain knowledge,
Aristotle saw that human beings are makers, doers, and knowers.
As makers, we produce all sorts of things: shoes, ships, music, com-
puters, tools. The natural world comes about through processes we
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can’t control. As artisans, we make an artificial world. To Aristotle,
what motivates makers is beauty and excellence. As doers, we're
moral beings who realize we can do right or wrong. Doing what’s
right makes us happy as we associate with others, and care about
their welfare, as well our own. As knowers, human beings are
learners. We seek knowledge. We may study it for its own sake,
but as we make, do, and know, we’re always thinking.

To Aristotle, makers engage in productive thinking, doers
engage in practical thinking, and knowers engage in speculative
or theoretical thinking. The universal value that motivates making
is beauty. The universal value that motivates doing is personal and
social goodness. The universal value motivating knowing is truth
(Adler 16-19). Beauty, goodness, and truth are values that direct
the pure drive to know. Values we take on as we make, do, and
know are influenced by the part emotion plays in all thinking. The
pursuit of beauty, goodness, and truth are values we can choose
that shape our character.

Knowing moves us toward seeing more clearly. American
philosopher Mortimer Adler observed that philosophical thinking
helps us understand things we already know, and understand them
better than we now know them, which is why he thought everyone
should learn to think philosophically (Adler, ix). Philosophy
helps us attend to what we’re thinking (productively, practically,
theoretically) as we make, do, and know and urges us to keep
values and beliefs in tune with our convictions—what we say is
important to us.

1.2. Where is Knowledge Now?

Two shifts happened in the last century, among many other
events, that concern our ideas about knowledge and power. French
philosopher Michel Foucault made his greatest impact on how we
understand power. He said power doesn’t only reside in positions,
places, or people - it’s exercised in every social relation. Power is
like energy people use every time they interact, so there’s subtle, not
so subtle, change. Someone’s up. Someone’s down. Equal footing
is established or re-established. It wasn’t his focus, but as Foucault
disturbed our ideas about power another insight came into view. If
power is energy, circulating through every social relation, we could
learn to empower each other. We could learn to liberate others
rather than stymie them. Foucault’s insights about power led to
an empowerment movement in the last century (Bellous 2016).
The other shift concerns knowledge. Like Foucault, manage-
ment guru Peter Drucker announced a shift in our experience
of knowledge. Like power, knowledge used to reside in places,
positions, and people but Drucker saw information as a form
of energy the energy for what he calls mind work (Drucker,
27). Drucker uses an analogy to help explain a shift that still
surrounds us. He began by saying there’s more to information
and data processing than the computer, which emerged in the
1940s. There’s an information industry. To make the distinction,
Drucker referred to the emergence of electricity and the electrical
industry. Electricity, which has always been part of the world,
was investigated in the 1700s, e.g., by Benjamin Franklin, in his
experiments with lightning (Kuhn 14ff). The electrical industry,
however, was initiated when Ernst Werner Siemens invented
the first practical generator in 1865, but it only came into effect
when Thomas Edison invented the electrical lightbulb (1878-1880).
Between Siemens and Edison, many highly talented inventors
were at work, but the electrical light bulb made it possible to use
electricity as a universal form of energy (Drucker, 24-25). We're
in the middle of digital culture and an information shift. Is Al



electricity, Siemens’ generator, or the electrical light bulb for the
information industry?

I want to raise a question I can’t answer. What’s the problem
Al presents today and the foreseeable future? Can we state the
problem clearly and examine it’s impacts critically (Popper, xix).
There’s a lust for AL There’s hysteria over Al There’s fear. Many
parents and teachers worry that AI makes learners lazy. Will
Al replace thinking? Digital culture feels like a snowstorm. We
wonder if we’ll be caught in a blizzard and lose our way. This storm
isn’t helping us answer the initial question: what’s the problem AI
clearly presents? It’s too soon to answer the question critically
but this essay focuses on learning and teaching that can help
children situate themselves in their own thinking and remain
confident as knowers who can demonstrate knowledge and enjoy
learning. But conditions at school must change for learners to
catch a love for learning and strengthen their drive to know. They
need personal, relational knowledge that can situate Al in their
learning experience.

Knowledge keeps accumulating. To understand its growth, we
may think work is more complex because more knowledge is
needed. That’s not what happened. Work got more complicated
as knowledge workers lived longer. Working lifespans increased
greatly in the last century (Drucker, 278). Knowledge work doesn’t
lead to the disappearance of work or the elimination of skill
(Drucker, 267). It increases the need for more knowledge. From an
economy of goods, we moved to a knowledge economy (Drucker,
263), from agricultural production we shifted to knowledge
production.

Why did the change come about? Drucker saw that knowledge
workers replaced manual workers, skilled and unskilled (Drucker,
276). From the beginning, computers link manual and mental
labour: we learn to use computers by working with our minds
and hands. Due to the shift, we often neglect the importance of
other forms of manual work at school. But we still need plumbers,
and they need to think well. For a long time, schooling divided
learners into mental and manual laborers, giving manual work a
lower status. This divide fails to appreciate Aristotle’s depiction of
human activity. All human activity requires us to think well.

As he described the knowledge shift, Drucker raised the problem
of education and said we must first create a conceptual understand-
ing of information (Drucker, 25) along with a new understanding
of learning and teaching (Drucker, 26). He observed a trend in
the 1960s we still worry about: learning and teaching are more
deeply affected by the information industry than any other area
of human life (Drucker, 26). Therefore, we need new approaches,
new methods, and new tools for learning and teaching. In an
information industry, the primary educational need is to increase
the productivity of learning. Teachers must be more effective in
helping make ordinary people capable of superior performance
(Drucker, 26). If we fail to create relationally satisfying learning
environments at school, that goal is difficult, if not impossible, to
accomplish.

In working towards the productivity of learning, classroom
cultures must focus on four types of literacy, beginning with
emotional literacy. The other three are cognitive, imaginative,
and relational literacies. These literacies rely on brain-based
capabilities every neurotypical child has at birth. If these literacies
flourish, newer approaches to learning and teaching augment
children’s learning capabilities so they can be capable of superior
performance to their great personal satisfaction.

The drive toward productivity isn’t directed toward making
learners slaves to an information industry. In relationally healthy
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classrooms, every child matters. Learning is inherently satisfying.
In terms of education, as they leave school, every graduate should
enjoy a significant measure of self-understanding, know what
interests them, what they’re good at, what they want to make
(whether science experiments, poetry, or wooden tables), and
feel hopeful about what they can do next. As French philosopher
Simone Weil put it, children need to be so well rooted in an envi-
ronment, the equality of possibility must be so widely accessible,
that every child is equal in hope to every other child (Weil, 14).

To make hope part of their self-identity, schools must encourage
a love of learning. If we fully understand how emotion affects
our freedom to flourish, for this graduation goal to be real,
classrooms must be pleasant and challenging for everyone. A
caring environment doesn’t minimize intellectual growth, it makes
it possible. Caring environments don’t privilege individual self-
esteem, as happened during the self-esteem mistake in the last
century. Children don’t need to get high on themselves. They need
self-efficacy, which is about knowing what to do if something
goes wrong. It’s a feeling of belonging, it’s about feeling strong,
competent, (Clinton, 99) and confident because children know
they’re good at making, doing, and knowing. Caring environments
support emotional literacy which is how humanity flourishes.
Emotional literacy has at its core a felt sense of connection the
young can depend on to help their humanity flourish.

1.3. The Human Mind that Knows

As we think about knowing, we must ask how we think thought
works. Explanations of thought depend on metaphors we use to
describe the mind. There are two metaphors that shaped how
we believe minds work: firstly, the mind is a mirror that looks
out at reality - what’s already out there now (Lonergan, 385) and
reflects what it sees; secondly, thought is introspection, i.e., it’s
looking within. Both metaphors rest on an activity of looking.
When Canadian psychologist Donald O. Hebb introduced his
scientific investigations of the brain (1949), he shifted his focus
from mind to brain. He realized it’s brain that thinks.

The mind has a capacity for thought, consciousness is a variable
state and is the present activity of thought in some form but
thought itself is an activity of the brain (Hebb 1980, 3). Human
beings are a thought-dominated species (Hebb, 1980, viii). Thought
is an outcome of complex communications among networks of
neural cell-assemblies. One set of cell assemblies links its neurons
to the external world, another set links neurons to each other
internally. I will say more about how brains work, but let’s focus
on metaphors we use to describe thinking. Lonergan shifted from
metaphors for looking to propose that the mind, more accurately,
the brain is a factory. A factory metaphor contextualizes Hebb’s
discoveries about the brain, but I know of no connection between
the two theorists, and Lonergan uses the word mind exclusively.

In his analysis of insight, an outcome of the cognitional process,
Lonergan described the mind, not as a mirror that reflects reality,
nor as introspection. It’s a factory in which materials supplied
by outer and inner sensory data are processed into appropriate
syntheses. The brain factory isn’t a simple assembly line. It isn’t
a factory with a set of fixed processes. It’s a universal machine
complex erecting all kinds of factories, adjusting, and improving
them. Eventually it may scrap parts of what’s currently active and
replace them with radically new designs. What keeps thought
moving forward is the role insight plays in allowing new thoughts
to shape thinking (Lonergan, 405-408). Lonergan is consistent with
Hegel’s view of how thinking works (Bellous, 2023), but increases
the complexity of what mind/brains can do.
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Hebb and Lonergan reveal this complexity because humans are
the most intelligent of all the animals, but also the most emotional
(Hebb, 1980, 47). As affective neuroscience teaches us more about
the brain, ideas about human emotion must change along with
the complexity of the cognitional process. We must take account
of emotion in human knowing.

1.4. Experiencing a Felt Sense of Connection: Founda-
tions for Emotional Literacy

Learning is shaped by essential caregiving practices adults take
on intentionally to help children flourish. Education that can’t be
automated rests on the same conviction. What can’t be automated
is character, civility, and relationality. These attributes require a
secure felt sense of connection with people who care for us. A felt
sense of connection builds a foundation that remains in place as
the site for future learning. Character, civility, and relationality are
learned in face-to-face, serve and return exchanges (like a tennis
match). These exchanges rely on emotional connection as children
feel loved by those who care for them (Clinton). Intellectual growth
relies on emotional connection.

As they investigate intellectual growth, American researchers
Stanley Greenspan and Stuart Shanker (G/S) assert that emotion
is a child’s first language. Emotion and cognition are part of the
same basic process (G/S, 250). Cultural learning in infant/adult
caregiver interactions is the centerpiece of all learning. Cultural
learning relies on signs that convey presence and involvement. A
sign is any mark, body movement, symbol, or token used to convey
thought, information, and intention (Seboek).

Infants sign. They look at or point to objects to create meaningful
connections between sign (eyes, finger) and an interesting object.
From birth, signing is a survival strategy for all life forms. The
body interacts with the brain to produce signs (messages, thoughts,
cultural behaviour) (Seboek, xii-xvii). One-year-old babies know
they’ll see something interesting by looking where others point.
They know what to do with an object by watching what others
do with it. They know how they should feel about something by
seeing how others feel about it (Gopnik et al, 34).

Children use, revise, and continue to enlarge a repertoire of
signs to connect emotionally with adults. The most distinctive
trait of human beings is the two separate, thoroughly commingled
channels at our disposal: non-verbal and verbal signalling. This
dual system allows infants to encode and decode messages they
send and receive. Encoding (a neuro-biological transmutation from
one form of energy to another via impulses from one neuron to
another) and decoding (a reconversion of that energy) imply a set
of unambiguous rules adults and infants use to send messages to
one another (Seboek, 9). In simple terms, a sign is something that
stands to somebody for something in some context that’s conveyed
somehow (Seboek, 11-24). This process is evident throughout
childhood.

Emotional signalling during caregiver exchanges relies on the
way the brain works. Emotional exchanges are the foundation
for language, visual-spatial thinking, motor planning, motor
sequencing, executive functioning, and other aspects of sensory
processing (G/S, 251). The foundation for creative, logical, and
reflective thinking are built through adaptive, emotion signalling
exchanges.

Reflective thinking is linked to initial caregiver practices in
which children read what they’re feeling and read what caregivers
are feeling. Jean Piaget’s well-known analysis of intelligence
doesn’t account for its beginning point in emotion. Piaget thought
of intelligence in terms of adaptation to the environment and
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asked about connections between thought and things (Piaget, 4).
Greenspan and Shanker studied the serve and return exchanges
infants have with caregivers (G/S, 288) and focused on emotional
exchanges - connections between other objects and us. Greenspan
and Shanker focused on relational exchanges. Piaget focused on
individual achievement.

A child’s consciousness develops as reciprocal, soothing, emo-
tion signalling encompasses a wide range of feelings to allow
children to separate emotion from action and provide freestanding
symbols (images, ideas) that capture experience, which they use
in reflective thinking and problem-solving. Even before they use
hands and arms to gesture and communicate feelings, intentions,
wants - infants have a face. Human beings have a complex facial
musculature that enables us to express a wide range of subtly
nuanced facial expressions, allowing us to participate in a wide
range of emotional exchanges (Darwin). Growth happens because
“it is only through emotional exchanges that words and images
acquire meaning for a child” so that during development, emo-
tional interactions enhance cognitive capacities and orchestrate
their operation (G/S, 247-250).

Caregiving practices establish a felt sense of connection. Infants
are created to connect. The discovery of mirror neurons in the
1990s provides a basis for the brain’s ability to connect. Mirror
neurons fire (send an electrical pulse to other neurons) as one
person acts, and another person observes the action. Neurons
mirror behaviour, as though the observer is also acting. Mirror
neurons enable people to pick up emotional cues, states, and
intentions sufficiently to attend to others and have the presence
of mind to pause and wait to hear what’s going on. Emotion is
governed by identifiable brain circuits measured in laboratories.
Emotion works with cognition in an integrated, seamless way to
enable us to navigate relationships, work, and experience spiritual
growth (Davidson, xiii-xiv).

In addition to mirror neurons, we have a many-branched Vagus
Nerve Complex (VNC), the body’s social-engagement system.
When the VNC runs the show, we smile when someone smiles
at us and nod our head if we agree with someone. The VNC is
the longest of the body’s 12 cranial nerves, extending from the
brainstem to the abdomen. It links many organs (heart, esophagus,
lungs). The VNC promotes communication between the brain and
body and is engaged as we convey the meaning of an event. For
our physiology to calm down, heal, and grow we need a visceral
feeling of safety. If we’re safe, the VNC is engaged and sends signals
to the heart and lungs, slowing the heart rate and increasing
the depth of our breathing. We feel calm, relaxed, centred, or
pleasurably aroused. The VNC registers gut-wrenching sensations
that create big feelings. The VNC makes a felt sense of connection
possible. As Daniel Goleman asserts in Social Intelligence, emotion
is contagious.

As experience gathers, children link cognition and emotion to
integrate processing areas of the brain (G/S, 251). As emotion
matures through soothing, pleasurable, reciprocal exchanges, a
child’s reactions are tamed by co-regulated, soothing, adult/child
interactions, even if they’re experiencing a big feeling, e.g., hunger,
fear. A regulated, tamed emotion becomes a signal. Signals are
very different from big feelings. Signals generate social interaction
so that infants can telegraph hunger or thirst to convey their
needs and desires. Signals create a continuous flow of emotional
exchanges if caregivers notice, recognize, and respond to them.
Signal exchanges modulate and regulate emotions, behaviour, and
mood to initiate a felt sense of self to help toddlers experience ‘me’
and ‘not me’ during these exchanges. Constructing a symbol (idea,



image) to represent an emotion enables infants to know they’re
hungry or scared.

As a child’s first language, emotion is neither interruptive nor
disruptive to thought. It facilitates thought. A feeling permeates
everything we do. Brain circuits that control and regulate emotion
overlap with those involved in functions we think of as purely
cognitive. There’s no clear, distinct line between emotion and
other mental processes. They blur into each other. Virtually all
brain regions play a role in or are influenced by emotion, e.g.,
visual and auditory cortices. The neural organization of emotion
has important implications for understanding why thinking is
altered as we experience emotion. We can learn to use our
cognitive capabilities to intentionally regulate and transform
emotion (Davidson, 89-90). Experience, intention, and thinking
itself (and by itself), especially new thoughts, can shift emotion.
Mental activity alone can change our brains (Davidson, 11), as
Lonergan’s factory metaphor intimates.

As symbols emerge to signal an emotion, children can figure
out the why of it. The ability to know an emotion—to study one’s
own perception of it is proportional to the degree to which it can
be tamed and transformed into interactional, representational
signals (G/S, 252). Once emotions aren’t simply experienced and
expressed, they become meaningfully available in interactive,
emotional patterns children use to communicate needs and
intentions to adults who sensitively read and co-regulate with them.
As signals become mental representations (e.g., ideas), children
compile their developing concepts to inform their worldview.

The brain’s ability to form patterns also moves thought forward
as we sense the reality of self and others. Although infant brains
can perceive patterns, babies must want to look and listen. They’re
enticed by the emotional rhythm of an attentive voice, a big smile,
gleaming eyes, interesting sights, and sounds. A rhythmic pattern
of vocalisation and movement enables infants to connect with
the world. Eventually, patterns are built into a foundation based
on a child’s making-meaning, emotional activity. During mental
growth, levels of engagement support an emerging sense of self as
a participant in that growth.

Emotional capabilities develop through caregiving practices to
help children learn to connect with and comprehend the world.
They learn new cognitive skills from emotional experiences (G/S,
51). To grasp concepts such as justice or love, to understand motives
of a character in a novel, children need an internal compass on
which to base comparisons, suggest contrasts, to offer insight,
and to make judgments (G/S, 52). Slow growth in emotional
signalling creates complexity that shapes the meaningful world a
child inhabits.

Given the experience of using emotion-based learning capabili-
ties from birth, emotional literacy’s ongoing development focuses
on asking reflective questions such as the following: What am I
feeling? Do others feel what I'm feeling? What are you feeling?
How are my feelings influencing what I'm doing? How do my
feelings influence what’s going on between us? What'’s going on
within you? What do I need from you? What do you need from me?
In healthy learning environments, children use emotional skills to
ask these questions of self and others.

1.5. Implications for learning and teaching

American psychologist Abraham Maslow built his growth psy-
chology on the strength of his research into human potential. He
addressed children’s learning as part of that model. He proposed
that growth takes place during activities in which a child’s next
step forward is subjectively more delightful, more joyous, more
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intrinsically satisfying than the last. The new experience validates
itself rather than being motivated by external influences. The
process of healthy growth moves through a never-ending series of
free choices children make as they’re drawn toward growth and
away from the need to put safety first. Growth continues as they
choose between remaining dependent or becoming independent,
and as they reach toward maturity rather than immaturity (Maslow,
43-45),

Maslow identifies distractions that get in the way of a child’s
growth. These distractions include ungratified essential needs, the
attractiveness of safety and security, defensiveness against pain,
fear, loss, threat, and the ever-present need for courage. He also
observes that children have the potential to help or to harm others
and healthy growth is an outcome of making good choices to help
rather than harm. Growth needs include the following:

« Healthy, spontaneous children respond to their own sense of
self and reach out to the environment in wonder and interest.
They express skills at their disposal if they aren’t crippled by
fear and feel safe enough to dare.

« But when they’re experiencing the delight of reaching for-
ward, they need help from other people.

« Children must be safe and self-accepting enough to prefer the
delights of discovery, rather than being frightened by them.

« If they choose these experiences, they return to them, repeat
them, savor them to a point of satiation and boredom.

« When children feel bored, they show a tendency to move on
to more complex, richer experiences and accomplishments if
they feel safe enough to dare.

» Moving forward, reaching out, has a feedback effect. They feel
certain about the activities they like and the activities they
don’t like and are gaining a sense of mastery, self-trust, and
self-confidence.

« Safety continues to matter. If safety is absent, delight isn’t
strong enough to move children forward. They withdraw from
unsafe situations. Growth choices are made by children who
are safety-need gratified. Only they can afford to be bold.

« As their growth moves forward, children need to experience
both delight and boredom, as criteria for choices they make.
If choices are made because someone else wants the child to
choose in a particular way, the child’s sense of self is lost. If
they feel they must preserve the safety of adult approval and
continuing support, if adult approval is threatened, they tend
to give up self-trust and their own delight-criteria because
they fear they’ll lose adult protection.

« If the choice is really a free one, and they aren’t crippled by
fear, children ordinarily will choose to move ahead.

Growth is chosen if the emotional tone of a learning environ-
ment presents the following features of relational security:

« Gratification of children’s needs for safety, belongingness,
love, and respect, self-confidence so they can feel unthreat-
ened, autonomous, interested, spontaneous and can dare to
choose the unknown and explore the environment.
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« These experiences help make growth choices attractive and
less dangerous, and regressive choices less attractive and more
costly (Maslow 55).

Parents and teachers can demonstrate that growth choices are
more attractive, regressive choices are less attractive and more
costly, but choices must belong to each child.

The adult work implied in Maslow’s research sets a relational
tone. Careful readers realize safety is a complex dynamic. We
look for enough safety to allow children to try new activities,
but we don’t coddle children. If we’re over-protective, they have
no inspiration to move forward. This adult work encourages the
growth of character, civility, and kindness.

Children must be free to use what they know to continue
learning. In healthy learning environments children’s interests
hold a central place. To experience a felt sense of connection,
Maslow knew children must feel safe enough. Weil knew they must
feel rooted and hopeful. With the right tone in an environment,
emotional literacy is achieved relationally, it’s not something
children can learn on their own.

1.6. Situating children in their own Thinking: Founda-
tions of Cognitive Literacy

Everything about the mind is the result of what happens in the
brain, from the most automatic mechanisms that govern breathing
to refined, culturally elaborated details of social responsibility. This
is how brains work. With human beings, nurture is our nature,
and culture is part of our biology.

Babies are learners. In the early years, they think, observe,
and reason. From the moment infants see others, they see them
as people. Observing others is part of being a person (Gopnik
et al, 7-24). Children use their cognitive learning capabilities
in the early years to solve three problems: problem of other
minds, of the external world, and of language. Each problem
has philosophical, psychological, neuroscientific, and cultural
dimensions. The next section summarizes the foundations of
cognitive literacy by showing how children solve these three
problems.

1.6.1. The Other Minds Problem

A typical brain has about one billion cell assemblies. As infants
experience the world, a stream of sensations enters the brain
to activate nerve cells. Nerve cells (neurons) converse with one
another. They send electrical impulses to one another until one
nerve cell excites another and transmits a message. These messages
move from neuron to neuron among networks of nerve cell
assemblies (Hebb 1980) to form a communication system in the
human body. As sensations enter the brain, they excite one set
of nerve cells linked to the external world through organs (e.g.,
eyes, ears) and to various parts of the body, e.g., as bones or
muscles change position (Klein 1987). The process creates percepts
that inform experience and establish memories that continually
provide children with data (Hebb 1980) that accumulate as they
learn about the world.

A second set of nerve cell assemblies is linked to each other, not
to the external world. The second set is responsible for conceptual
learning. Perceptual learning creates percepts, conceptual learning
forms concepts. Concepts don’t erase percepts. We have access
to both. This brain activity makes learning possible, including
a child’s capacities for abstraction, generalization, and pattern
recognition (Hebb 1980). Perceptual and conceptual learning work
together in this communicative system (Hebb 1980). As far as
thought is concerned, developing new concepts is a process of
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modifying old ones (Hebb 1980) based on new learning, i.e., the
factory metaphor. Growth includes learning, unlearning, and
relearning. Children learn, unlearn, and relearn in their early
years.

Canadian psychologist Donald Hebb (1904-1985) proposed that
an infant’s first idea of a person comes from observing others.
Infants can’t see their own body. Even if toddlers stand in front
of a mirror, they can’t see their own body as a whole entity. They
lack perspective. Instead of knowing themselves first and inferring
that others are similar, they reverse that order. The first idea of a
person is based on their capability for taking in what they see in
others and applying these elements to themselves (Hebb, 24). As
children learn what other minds are like, they learn what their
own minds are like.

At birth, babies discriminate and prefer human faces and voices
to other sights and sounds. Before they walk, talk, or crawl, they
see differences in expressions of happiness, sadness, and anger.
They recognize that a happy-looking face goes with the chirp of a
happy tone of voice. They know how human beings move. Babies
seem designed to see people who love them more clearly than
anything else (Gopnik et al, 28-29). In the first month, babies
can imitate facial expressions (Gopnik et al, 30). A capability for
imitation is deeply significant. Babies have no mirrors in the womb.
They’ve never seen their own face. To imitate, they must have an
internal feeling of their own body. Newborns not only distinguish
and prefer faces they seem to recognize that faces are like their
own face, and recognize others are ‘like me’. Babies gesture in
rhythm with intonation patterns in mom’s and dad’s voice, and
coordinate their expressions, gestures, and voices with the gestures,
expressions, and voices of others (Gopnik et al, 31).

Like imitating, pointing is so familiar we may fail to see it as a
signalling strategy. To point to something, especially if you point
again and again, looking at another person’s face until he or she
looks at the object with you, implies that you think, at some level,
the other person should look at what you’re looking at. By one year,
babies look precisely at the place where an adult is looking and
have a radically new understanding of other minds. When shown
a new, maybe dangerous toy, one-year-olds modify their reactions
according to the expression on mom’s face. If mom smiles, they
crawl toward the toy. If mom frowns, they stop dead in their tracks
(Gopnik et al, 32-33).

When babies are one year old, they seem to discover that
emotional rapport extends to joint attitudes about the world. As
this learning takes place, expectations develop. A one-year-old
can point to a toy that’s out of reach and expect dad to get it
for her. A baby’s new interests lead to deeper commonality and
communication with others (Gopnik et al, 34). As babies learn
people have the same attitudes to objects that they do, they learn
something else. Sometimes others don’t share the same attitude,
e.g., touching precious objects. The terrible twos stage reflects a
genuine clash between children’s need to understand others and
their need to live happily with them. At around two years of age,
children begin to show genuine empathy. Genuine empathy means
you know how others feel and how to make them feel better, even if
you aren’t feeling the same. Babies are born with roots of empathy.
By two they begin to rely on those roots (Gopnik et al, 35-43).

Children learn about other minds by developing ‘internalized
working models’ that become patterns for seeing how people
relate to each other. Rather than being fixed, these models are
flexible. Like scientific theories, they change with new evidence.
Children show this flexibility as they try to tease someone or realize
someone’s teasing them (Gopnik et al, 49-51).



In their early years, children don’t remember how their thinking
has changed. At three, they seem not to see the difference between
past and present thoughts, although they understand the difference
between past and present events. They don’t seem to recollect past
thoughts if they conflict with current thoughts. By the time they’re
five, they begin to understand thoughts, beliefs, perceptions,
emotions, desires, and feelings. This learning is an outcome of
their experience with other minds (Gopnik et al, 51).

1.6.2. The External World Problem

The human brain translates sensory data into mental represen-
tations. In the early years, a child’s brain ends up with a picture
that’s closer to the real structure of the world (what’s already out
there now) than raw sensory data might suggest. Consider the
question of how babies divide up the continuous visual stream
of information entering the brain and break it into the reality of
separate objects. It turns out that babies show interest in complex
patterns with high contrast and turn away from simple patterns
that have little contrast (Gopnik et al, 62-64).

Babies have principles they use to impose order on a chaotic
visual world (Gopnik et al, 65-66). Images with stripes offer a
sharp contrast between brightness and texture to indicate where
objects begin and end. Babies trace the outside edges of objects.
Paying attention to edges is the best way to divide a static picture
into separate objects. It’s how we can tell a painting on the wall is
crooked when we enter a room. Children also see that objects move.
Movement provides better clues about where objects begin and
end than looking at edges alone. Babies learn about the principle
of common fate: things that move together on the same path are
part of the same object. Seeing parts move together, a common
fate, seems to tell babies it’s just one object and that the parts are
joined.

Babies learn through observation and testing that objects have
edges, move, and are three-dimensional. Even tiny babies act in
ways to indicate they perceive distance. Young babies have what’s
called size constancy. Even though they have flat images on the
retina, they guess a ball is the same ball even at a greater distance.
Babies go beyond the image on the retina and perceive something
about the real ball out there. As they look at a silent video of people
making ooo or eee sounds, five-month-old babies can tell which
face went with which of the two sounds. They have a primitive
ability to lip-read, at least for simple words (Gopnik et al, 68-70).

In the first months of life, babies solve several philosophical
conundrums. They know how to use edges and movement to
separate objects. They know something about how objects move.
They know objects are part of three-dimensional space. They
connect information that comes from different senses, such as a
ball’s exuberant bounce and its accompanying boing. They predict
where an object will reappear if it vanishes from sight. Realising
that an object they can’t see still exists is the most important,
difficult intellectual challenge infants face (Gopnik et al, 70-73).

Babies seem to understand causality. There are two kinds of
causal processes: physical causality - hitting a balloon and seeing
it move, and psychological causality - smiling and cooing and
getting mom to look at me. We influence people psychologically by
communicating, talking, gesturing, and making faces. Signalling
helps children learn about causality. At one year, they seem to
have learned something about distinguishing between physical
and psychological causalities. A greater understanding of physical
causality allows them to plan, scheme, and use objects as tools.
By eighteen months, they understand how objects influence each
other. Babies start out knowing something about invisible objects
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and learn much more. They start out knowing something about
how events make other events happen and learn much more. They
make assumptions about how to influence the world and learn
complex ways in which things interact (Gopnik et al, 75-79).

In the first three years, categorisation is an important problem to
solve. Recall that they learn an object that traces a particular path is
the same object. At eighteen months, they can separate objects into
categories. By two or three years, they have a deeper understanding
of what it means for an object to belong to a category. Two-year-old
toddlers look beyond superficial features of an object to determine
deeper laws that govern what it will do. At three or four, children
look under the surface of things to recognise that objects with the
same insides are the same kind of thing, but objects with similar
outside surfaces and different insides aren’t the same kind of thing
(Gopnik et al, 81-83).

Babies express an explanatory drive, which Lonergan called
the pure drive to know. In the first three years of life, if there’s
a puzzle, a mystery, a hint of a pattern that doesn’t make sense,
children are consumed by the desire to explore and experiment.
At around eighteen months, if you show a child an object with an
unexpected property, like a can that makes a mooing sound, they
test it to see if it will do other unexpected things. Playing around
with the world contributes to solving the big, deep problems of
disappearance, causality, and categorisation (Gopnik et al, 85-
86). A child’s exploratory drive comes with emotion, a deeply
disturbing dissatisfaction if they can’t make sense of something
and a distinctive joy if they can. We see these emotions on their
faces. Babies depend on others for much of their information, but
dependence makes them more in tune with the real world, not
less. It gives them better information than they could gather on
their own.

1.6.3. The Language Problem

If visual data must be divided into separate objects to learn about
the external world, children must divide up the flow of sounds
entering their senses to hear words and infer meaning. By three
years they solve this problem. Sounds have become words. Words
are layered with meaning. Their capability for code breaking links
words to sounds. Code breaking is complex. Knowing a language
involves acquiring a set of unconscious rules that aren’t like the
rules of grammar taught at school. Rules for decoding are natural,
informal rules, like ones we use to turn sensory data into mental
representations. No one instructs children in how to decode.

If the idea of unconsciously learned rules is odd, think of
spelling games you play on your phone as you guess a hidden
word. As you guess at hidden words, you rely on rules no one
taught you. These rules direct the choices you make as you play
the game. As Gopnik, et al point out, human beings

are designed to take in sequences of sounds and translate
them into representations of meanings just as we are
designed to take in sensory information and translate it into
representations of objects and take in facial expressions and
translate them into representations of feelings. We have an
implicit set of rules that allows us to transform sequences of
sounds we hear into sequences of ideas (Gopnik et al, 99).

By kindergarten, children have mastered the problems of
translating sounds to words and meaning and have mastered
complexities of an at-home language (Gopnik et al, 97-100).

|| RE
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Learning language has unique issues. With the first two prob-
lems, external world and other minds, there’s a world of objects
and people children rely on to gather and apply theories they
develop. Language problems aren’t about discovering an inde-
pendent reality. In learning language, we coordinate what we do
with what others do. As children learn a language, they figure
out what people they live with do and learn to do it themselves.
Learning language is a sociological, anthropological problem in
which others are crucial. In four to five years, children learn the
language spoken in their community. Adults are both teacher and
subject matter. What they say equals what the language is (Gopnik
et al, 102).

Newborn babies already go well beyond the actual physical
sounds they hear and divide them into more abstract categories.
The process is remarkable. In the first tests of American infants
listening to English, babies one month old discriminated every
English sound contrast they heard. They distinguished sounds for
‘r’ from the sound of ‘I’. Their behaviour demonstrates a categorical
perception phenomenon. They thought all the letter r’s were the
same and were different from all of the letters ‘I They discriminate
sounds not only of their own language but of every language,
including languages they’d never heard.

They make distinctions used in all the world’s languages during
the first six months of life. This skill fades as they hear their own
language repeatedly. With brain-based skills, the principle is ‘use it
or lose it’. By twelve months, they no longer distinguish sounds of
languages they’re not hearing. As they hear us talk, babies group
sounds into categories their own language uses. By one year, babies’
speech categories begin to resemble adult speech (Gopnik et al,
105-108).

After listening to many of the T’ sounds in English, babies
develop an abstract representation of r - a prototypical r - that’s
stored in memory. If they identify a new sound, they seem to
compare it to prototypes stored in memory and pick one that fits
best. Once they have prototypes in memory, they distort what they
hear (if mom has a cold) to make it more like the prototype. In a
similar way, if you show people a drawing of a house and ask them
to draw a house, regardless of the model shown, they draw a house
that’s stored in their memory. Language prototypes eventually
make it hard to distinguish the sounds of other languages, e.g., a
Canadian ‘T’ from a Scottish ‘r’ sound.

When babies are around one year old, they move from sounds to
words embedded in the stream of sounds they hear. Babies seem to
learn some general rules about words in their own language before
they learn words themselves. By nine months, they’ve learned
English contains words with a certain stress pattern, a first-syllable
stress pattern, like BASEball or POPcorn, a pattern more common
than words like surPRISE. Other languages have different stress
patterns.

After babies learn possible sounds in their language, they learn
which combinations are possible (Gopnik et al, 109-110). By
nine months babies show a preference for listening to sound
combinations that are possible in their own language, even if they
don’t form real words. Lewis Carol understood this when he used
gibberish in Alice and Wonderland. Once they know which words
are possible, infants divide a continuous stream of speech sounds
into words, even if they don’t know what the words mean. They’re
learning about speech long before they talk (Gopnik et al, 111).

They already know something about how dialogue works. They
begin babbling by using consonants: dadadada. Across all cultures,
babies babble using consonant-vowel combinations. The first
English words tend to be gone for disappearance or uh-oh when
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using tools. The theory is that when a baby uses the word gone the
concept of disappearance seems to emerge as well (Gopnik et al,
126).

Babies discover that everything has a name. The discovery
triggers a naming explosion. Just one salient instance with a word
connected to an object and babies retain the new word by fast
mapping, a learning capability used to link new words to new
objects. They start to fast map about the same time they start the
naming explosion. Experiments show children know something
about other people’s intentions and use that knowledge to figure
out what words mean. It seems as if babies make the strongest
word-object connections based on what mom and dad look at
when a word is stated, rather than what they’re looking at. They
seem to know people talk about new things rather than familiar
things (Gopnik et al, 116-117).

Putting words together to make new sentences with a complex
meaning is another central part of language. Babies first go through
a two-word stage: e.g., ‘mummy gone’ because they seem to
understand that only certain word orders are possible. They use
word order to convey different meanings: ‘kiss Teddy’ means
mom should kiss Teddy. ‘Teddy kiss’ means Teddy will kiss mom.
Two-word sentences follow rules. Sesame Street’s Cookie Monster
talks this way. It’s easy to miss that his language is systematic.
Children make up their own language with rules and grammar,
just as they decide what words will mean. Their speech may sound
fluent but it’s a language parents don’t know (Gopnik et al, 118).

Children must learn word order, verb and noun endings, and
pluralising. If we look at their mistakes, we see they learn in
an intelligent way. When children learn to read and write, they
translate sounds into the system of written letters (Gopnik et al,
119-121). They have learning capabilities to abstract patterns and
discover regularities, which linguists call bootstrapping to signify
that they take what they know and use it to learn more (Gopnik et
al, 126-131).

Adults support language-learning by using Motherese, a lan-
guage used in all cultures to comfort and engage infants. Motherese
relies on well-formed, elongated consonants and vowels that give
clear examples of speech sounds. Motherese offers babies the range
and variety of sounds they need to abstract prototypes for their
own language. With support, babies learn new words and shape
the meaning they give to those words (Gopnik et al, 129-130).

During the early years, children learn that other people have
minds, the world exists independently of subjective experience,
and words have meaning. As they learn, they form expectations
and make predictions. A baby’s world isn’t only concrete. They
already see the soul beneath the skin. They hear the feeling behind
the words (Gopnik et al, 133-146).

A child’s learning capabilities strengthen over time to be more
powerful and accurate. When a three-month-old, a one-year-old,
and a four-year-old look at the same event, they have different
thoughts about it (Gopnik et al, 149). Babies use representations
and rules to make predictions about what the world is like.
They compare experience with what they predict. If there are
discrepancies, they modify their representations and rules. If
they see new patterns, they create new representations and rules
to capture them, which leads to new learning. Then predicting,
creating, and testing start over again. A key aspect of development
is that babies actively look for patterns. They test hypotheses and
seek explanations. They figure out what’s going on due to their
explanatory drive (a pure drive to know). This drive pushes them
to get information, as Lonergan saw in his early childhood. Babies
play imitation games to figure out what people think. They play



hide-and-seek to figure out how adults see objects. They babble to
figure out language sounds (Gopnik et al, 152-153).

The developmental view of learning moves from creating com-
plex, abstract, coherent representations of the world to expanding
representations that go beyond what we see to capture something
we think is true. Like adult scientists, children create and revise
theories. This is the theory theory. Children develop theories about
the world. The benefit of having a theory is that it directs attention
and helps make comparisons. Theories go beyond the evidence
and allow babies to make predictions about things they’ve never
seen so they can act on the world in more effective ways. They
never start from scratch. They modify and change what they know
to gain new knowledge (Gopnik et al, 154-155).

The foundation children build as they solve these three problems
advances the cognitive capabilities they can use at school. As it
strengthens, cognitive literacy asks reflective questions such as:
What do you mean? What do I mean? How do you know? How do
I know? What thoughts are running through my mind? How are
these thoughts influencing what I'm saying? How are my thoughts
shaping how I see what’s going on? Children need to experience
the safety of asking these questions in learning environments.

1.7. Implications for Learning and Teaching

In the sections on emotional and cognitive foundations, we see that
children move inductively and deductively as they learn about the
world. Let’s combine Lonergan’s views on knowing and Maslow’s
insights about the emotions around feeling safe. As mentioned,
Lonergan omits emotion, but identifies the cognitional process
as including sensing, imagining, questioning, understanding,
conceptualizing, reflective questioning, weighing the evidence,
and judging.

Lonergan’s approach doesn’t focus on the content of thought,
but on its process. To him, the outcome of the cognitional process
is insight. He offers insight into insight, which requires him to talk
about oversight. We may look at something and miss what’s there.
If we miss something that’s already out there now, we engage
in oversight. I examine insight and oversight in the section on
imaginative literacy, but here’s an example that digs further into
Maslow’s view on safe learning environments.

Suppose Joyce is reading a math problem that asks the
following question. Referring to the image of a clock, if
the minute hand is at 12, and the hour hand is at 3, how
many minutes will it take for the minute hand to catch up
to the hour hand? There are three distances to consider,
the problem goes on to explain. The first is the distance
the minute hand travels. Call that X. How far will the hour
hand travel during the same time? The hour hand travels 5
marks on the clock during the time the minute hand makes
a complete revolution of 60 marks (Tekippe pp. 35-38).
Joyce is stumped. She sees the answer is the 16 4/11-minute
mark, but that makes no sense to her. Suppose Jake is in the
room and hears her express confusion. He’s wise enough to
quip “math is hard,” but he’s shocked Joyce doesn’t know
how to solve the problem. He thinks, how could she miss
the solution? What makes matters worse, as Joyce continues
to look at the clock diagram, she suddenly sees both hands
move. Meeting up means moving past the 15-minute mark
together, as she first thought. She says aloud, “Of course,
the minute hand is moving.” Digital culture strikes again.
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Jake is astonished. His body language signals surprise. He
says, “How could you miss the fact the minute hand is
moving?” His tone conveys disbelief. Joyce is now on edge.
He continues, “It’s right there in the question. Didn’t you
see it when you read it?” It’s quite possible Joyce won’t ask
Jake for help with math in the future.

Insight and oversight arise during a cognitional process. Some-
one else’s oversight can seem ridiculous to us. Coming back to
notice oversights and experiencing insight is personal. It’s part of
the thinking we must do for ourselves. Intervention is tricky.

Jake’s emotional tone disrupts Joyce’s confidence in her math
skills. She wonders what he thinks of her intelligence. Many
children face this situation every day at school. Not considering
the minute hand’s movement is an oversight. Joyce needs to notice
it and wrap her oversight into her inquiry, but Jake’s reaction
gets in the way. As Maslow said, children can be distracted by
adult reactions to their cognitional process, and shift attention
from a math problem to focus on an adult’s reaction, or in Joyce’s
case, not to lose Jake’s respect. The cognitional process is personal.
It’s based on our own experience, on inquiry, and the emerging
oversights and insights that accompany it. It’s made up by our
critical reflection, judgment-making, and deciding (Lonergan,
xviii).

Let’s consider how we understand learning and teaching. Two
instructional approaches Thomas Aquinas (1225-1274) identified
are an order of discovery and an order of teaching (Tekippe, 20).
Lonergan refers to them as a logic of discovery and a logic of
teaching. A logic of discovery works inductively. It starts with
some small observations and builds toward general principles, as
in early twentieth-century science. Teaching works deductively.
We present learners with already formed, basic, general principles,
or theories that students must memorize. Lonergan invests the
cognitional process with a logic of discovery. But the emotional
and cognitive foundations show that children move inductively
and deductively (e.g., the theory theory). They have capabilities
for both.

A teaching method is set of directives that serve to guide a
process toward a result (Lonergan, 396) and is designed on either
discovery or teaching. Suppose a teacher wants to teach urban
elementary school children about parallel lines using a logic of
discovery. On a sunny day, she prepares them with pieces of
string and a partner. She takes them outside with the following
instructions. One of you is to walk along one edge of the sidewalk.
The other is to walk along the other edge of the sidewalk. Hold
the string securely in one hand—the hand closest to your partner.
Walk along the sidewalk until you get to the end of the block. Don’t
let the string slip out of your hand or go loose.

She brings students back to the classroom, listens to their
thoughts, and asks for their observations. They now have personal
knowledge—a sensation of holding a string equidistant from a
partner and moving along the sidewalk. Learning about parallel
lines is personal. This foundation helps them understand squares
and rectangles and distinguishes them from triangles. The method
respects children as knowers who solve problems through exper-
imentation as they discover, identify, and become familiar with
the activities of their own intellect (Lonergan, xix). There’s time
later to understand more about parallel lines when they hear about
Einstein’s curved space theory.
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This example suggests that a logic of teaching and a logic of
discovery can go hand in hand. For example, lecturing is a method
in a logic of teaching that can establish a baseline to allow learners
to get the big picture of a subject they know little about before they
begin to explore it in depth based on what triggered their interest.

In terms of a logic of discovery, there’s a distinction between
Lonergan’s and Kuhn’s views. Lonergan centered discovery on the
emergence of insight and oversight. Oversights refer to missing
something that’s there to be seen. Kuhn’s logic of discovery notes
the emergence, not of oversights, not of things there to be seen, but
anomalies - disruptions - something that won’t fit the way we see
the world. Anomalies violate expectations and predictions based
on our current theory about how the world works. Anomalies
suggest a theory must change. This is a paradigm shift, in Kuhn’s
language. He seems to imply the world itself changes (Kuhn
vii-xxxvii) when we see an accumulation of anomalies.

Consider a small-scale paradigm shift toddlers experience as
they realize mom and dad don’t share a theory they built in the
early years. If they’re scientists in the crib, what sort of scientists
are they? Kuhn describes normal science as research firmly based
on one or more past scientific achievements that a community, in
this case Tommy, relies on as a foundation for further investigation
(Kuhn 10). A normal science approach isn’t looking for, nor does
it like, novel occurrences. It pursues what’s worked within a
paradigm (theory) and predicts what will happen next based on
what’s worked in the past (Kuhn 35).

Suppose Tommy is a toddler who’s learning to walk, albeit in
a wobbly way. Up to now, Tommy’s theory about objects is that
he can touch and explore everything within his reach. When he
explores an object, mom and dad both smile at him. Suddenly,
when he touches an object he couldn’t reach before, mom and
dad aren’t smiling. They’re upset. Tommy has learned to read
emotion, so their reaction doesn’t match his theory. Tommy begins
to set his world right by trying to touch the object again and
again. Surely, things will go back to the way they were. At this
point, mom and dad must shift from a logic of discovery to a logic
of teaching. Their son needs a more complex theory. Mom and
dad must consistently offer evidence of the new theory by stating
generalizations he hasn’t needed up to now. This is a fundamental
theoretical move Tommy must make as a foundation for realising,
later, he can’t explore or take other people’s belongings without
permission, especially those of older siblings. That never goes well.

In large-scale paradigms, if enough anomalies accumulate,
Kuhn predicted that a revolution was on the horizon. The ter-
rible twos can seem like a revolution. Kuhn’s view of scientific
revolutions changed how we think about science. In a similar
way, to omit emotion from our understanding of how children
learn sets us up for revolution. The four literacies, woven together,
propose that school cultures must change. If we want children to
flourish in their skill and knowledge, we must realise emotion and
cognition work together.

In summary, children gather knowledge in the early years by
looking, tasting, touching, smelling, and hearing. The mental
activity behind the two metaphors for the mind are also based
on looking. But the human mind is more than a video camera
that scans everything passing before it. It can be aware of itself,
understand, and know itself (Tekippe p. 15). Imagination is an
aspect of that reflective process as well as part of cognition. To
expand on our idea of cognition, we must realise imagination’s
role in all human thinking.
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1.8. Entering a Wider World: Foundations of Imaginative
Literacy

Children are emotionally invested, experimental beings who test
the world by being personally involved in it. They make up theories
about immediate, middle-sized, common objects, including people
who care for them. They’re immersed in evidence that’s close at
hand. Patterns they observe are shaped by their pure drive to know
as they explore the world they inhabit. To expand their vision,
imaginative literacy reveals a larger world for them to investigate.

Imaginative literacy provides children with scope that’s absent
from daily life. Day to day, we don’t get perspective—like toddlers
who can’t see their whole body by standing in front of a mirror. We
don’t know where actions will lead. We don’t sense where emotion
might carry us. Imagination reveals patterns we see in no other
way (Frye, 2020, xi-xv). In the early years, children decode patterns
based on experience. Imagination helps them decode patterns in
stories they hear and read. Seeing patterns helps them decide how
to live. With a bigger picture, they see how people tend to feel,
think, and act so children can predict what might happen next,
(Frye, 2020) and apply these insights to their lives.

There are three ways to describe imagination. A common view
is that imagination invents things. Dad says to his child: You’re
only imagining there are trolls under your bed. Go to sleep. When
it comes to trolls, imagination creates false notions about reality
(about what’s already out there now). A second meaning asserts
that imagination is essential to all thinking; without imagination
the brain wouldn’t be able to think at all. A third meaning focuses
on literature. Imagination creates narratives full of beliefs and
values to select from as we learn how a larger world works. I look
first at the second meaning: imagination is essential to all thinking.

As they learn about the world, children ask for information
in the way a four-year-old girl inquired of Jean Piaget. She
asked him about elephants’ wings. He responded by saying
elephants don’t have wings. She replied, yes, they do. I've seen
them. Piaget replied she must be joking. Austrian born American
child psychologist Bruno Bettelheim (1903-1990) considered this
example. He realised that she struggled with a problem she
expressed as seeing elephants fly. Piaget was trying to understand
her by relying exclusively on a rational point of view. So, he
dismissed her elephant theory. To Bettelheim, if he had engaged
her in conversation about where the elephant needed to fly to
in such a hurry, or what dangers it was trying to escape, issues
she was grappling with might have surfaced in conversation
because Piaget would have demonstrated a willingness to follow
her method of exploring a problem (Bettelheim, 119-120). Reason
and imagination function differently. Imagination is thinking that
explores problems of childhood, while avoiding the dangers of
actual experimentation (Bettelheim, 119).

The reason to educate emotion, cognition, and imagination is
that they’re linked (Warnock, 10). Given what we know about
brains, it’s compelling to consider Immanuel Kant’s (1724-1784)
concept of imagination. He positioned imagination spatially
at a mid-point between perceptual and conceptual learning.
Imagination informs both. Aristotle distinguished imagination
from perceiving and conceptualizing (i.e., thinking) by saying
imagination differs from both and influences judgments we make
(Caygill). Aristotle and Kant situated imagination between brain-
based activities Hebb uncovered. Imagination is a mental faculty, a
brain activity that works behind the scenes. In perceptual learning,
every percept comes with an association, sparks an interpretation,



informs our concepts. The missing link between sensory data and
concept formation is imagination (Warnock, 10).

Thinking is much more than perceiving. If all we perceived was
asuccession of sensory datum, if we experienced individual images
in an endlessly, relentlessly moving slide show, each impression
would be separate and short-lived. Images would constantly move
from one slide to the next (Warnock, 19), like a snowstorm of
impressions blowing by us.

If we had nothing but sensory data to rely on, we’'d believe
the world is made up of fleeting, short-lived impressions. But
that’s not what happens once infants gain a certain amount of
experience and realise that objects are waiting to be seen and exist
continuously. Babies learn to come back to objects again and again
(Warnock, 20-21) and come to believe in object permanence. How
does the shift take place? The answer is imagination. Without
imagination, we couldn’t form categories or concepts (Warnock,
30). Imagination forms rules and methods to allow children to
believe in object permanence.

As children learn about object permanence, they rely on (mostly)
consistent images or impressions, e.g., the sun rising in the
morning. Imagination disregards gaps from one day to the next
(if something is slightly different) and regards each sunrise as the
same as sunrises in the past. Imagination works with memory and
gains a liveliness and force that constitutes a belief that the sun will
rise tomorrow. A child runs to the window, looks out, expecting
to see a sunrise. Image-forming imagination allows children to
live in the world confidently, tell dad there’ll be a sunrise to see,
and identify friends and family members as the same people they
saw last week or last year (Warnock, 29). Imagination slides over
small differences until patterns form, just as they generalize about
language prototypes.

As mentioned, Lonergan identified fundamental actions in-
volved in the cognitional process as sensing, imagining, ques-
tioning, understanding, conceptualizing, reflective questioning,
weighing evidence, and judging. As we consider the generalizing
activity of imagination, which helps children establish fundamen-
tal theories about the world, e.g., object permanence, we see how
to augment their learning when they come to school.

Children begin to develop skills for iterative intellectual activity
in a cognitional process as adults invite them to sense more,
imagine reflectively, question thoroughly, understand with clarity,
broaden concepts, ask reflective questions, weigh evidence, and
make judgments that they test out. Teachers begin by inviting
children to see more (e.g., about sunrises) and by helping them
pay attention, ask questions, and go back to look again, look ahead,
look around, look behind to see what’s available to them. Then,
teachers invite them to consider the differences in data they gather.

A child’s capabilities for gathering data and forming patterns
in the early years is at the core of Lonergan’s view about insight
and oversight. At school, children use their learning capabilities
to uncover more than what they saw when they were young and
reflectively consider how theories and concepts might change
with new information, now that they have an ability to see how
their thinking has changed. Revision is an essential element in all
learning, but the need for foundational knowledge is like the need
to feel a strong personal confidence that I know about parallel
lines. Nuance comes later. Initially, children need a strong, secure
foundation for mental architecture that learning builds on over
time as they revise their conceptual understanding. Suppose a boy,
John, comes to school with a dread of spiders. What might he
experience to extend his imagination about them?

EDUCATION THAT CAN’T BE AUTOMATED

As mentioned, children receive sensory data and organize it into
concepts. With imagination something else is going on. Humans
have mental representations of objects (people and things), but the
brain is designed to focus on ideas and images that are no longer
in front of us. When objects aren’t present, the representation
remains available. Imagination works with what’s absent, what’s
no more, what’s not yet, what’s never been—like elephants with
wings. Imagination relies on images in the mind, stored in memory,
that are ready to become a vision in thought the moment the mind
gets hold of them (Arendt).

In imagination, two things happen: we have mental represen-
tations of objects as we perceive them that may shift into mem-
ory. Imagination works with these representations to go beyond
sensory data and memory. Ideas that go beyond (images, ideas,
pictures) become suitable thought-objects as the mind actively
and deliberately selects them. The mind learns how to deal with
things that are absent and prepares itself to go further, toward
things that are always absent, that can’t be remembered, because
they were never present as sensory data. Imagination goes beyond
sensory data to consider things we’ve never actually experienced.
This activity also allows us to reflect on what we’re thinking.

To think reflectively about something, that something must be
removed from our presence. Separation anxiety is an example.
When mom is present, an infant doesn’t think about her. When
she isn’t there, the infant thinks about her and cries until she
sees mom. Thinking always implies remembrance. Every thought
is an after-thought. If we think about someone who’s absent,
there’s a sense in which we remove ourselves, step back, and think
about that person. All thinking is about something that’s already
happened. Imagining eliminates time and space and interrupts
ordinary activities. It anticipates the future as if it were already
present and remembers the past as if it never disappeared (Arendt,
85). Educating a child’s imagination is part of teaching them to
reflect on their thinking so they can ask themselves good questions
about theories they currently hold. The truth of our theories and
judgments is significant as we discuss imagination. Some of our
theories are more like trolls under the bed.

The third meaning for imagination is linked to literature. What
does literature offer? It gives proportion and perspective. Frye
quotes Marcel Proust who observed that in daily life, where
everything dissolves into the past and we never get to know what’s
coming next, although we call it real life (Frye, 1991, 32), we never
get a sense of an event’s proportion in the scheme of things. We
don’t get perspective on an event’s beginning, middle, and end.
We don’t see the scope of human action day to day. As we hear
or read literature, we detach ourselves from daily life. We see
what someone did and what happened because of what they did.
Imagination gives us a better and a worse world than what we
usually experience and compels us to keep looking at both. Stories
show us what happens if people help each other and what happens
if they harm each other. Stories tell us what’s possible, even if our
own world is limited and includes injustice.

To Canadian literary critic Northrop Frye (1912-1991) imagi-
nation shapes children’s thinking. As they hear or read stories,
they can identify values, and beliefs they may choose to adopt.
Frye asks about the role of imagination in the learning process. He
identified the place aesthetic decisions have in forming worldviews
children gather by early adolescence. The first aesthetic decision
they make is ‘I like this. I don’t like this’ These judgments are
based on identifying with the text. As we read, we may feel either
split off from a text or feel it’s part of us. We either say, this is part
of me, or this is not part of me. We can see aesthetic judgments (I
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like it, I don’t like it) as a continuation of what children do as they
categorize. Feeling part of or not feeling part of creates a sense
of connection or disconnection. Feeling “this is part of me” may
become “this is what I want” (Frye, 1991, 4). Judgments, this is
what I want, this is not what I want, are central to imaginative
experience. What I want is the world I imagine. I imagine the
world I want. Imagination creates a vision, a possibility, a model
of a world we want to live in. This is literature’s offer to children
as they make their judgments about how to live.

An essential aspect of literature distinguishes it from science.
Scientific inquiry moves forward. Knowledge evolves and im-
proves. We know more now than we did two hundred years ago.
But literature doesn’t evolve, improve, or progress (Frye, 1991, 7).
Stories produced by ancient Greeks are as good for us to read as
they were for them. Shakespeare’s plays are as rich a source of
insight as they were in seventeenth century England. Medieval
myths show us our heroes in ways that help us think about the sort
of people we want to be. Showing what happens is what literature
does (Goodrich).

Literature uses language to make associations. Recall that every
percept entering the mind comes with an association. Literature
reveals human patterns by using two main figures of speech
to establish associations: analogy and identity. With analogy, if
two things are alike, we call it a simile. With identity, if we say
two things are each other, we call it a metaphor. A simile might
associate Mom’s face with sunshine. An infant interprets, I'm cosy,
warm. Mom loves me. The statement, the moon is an ‘old man’ in
the sky is a metaphor. Literature’s purpose isn’t only to describe
nature. It reveals a world completely absorbed and possessed by
a human mind at work. Our stories link humanity to the natural
world and reveal associations between them (Frye, 1991, 10-24).

A literary writer isn’t giving readers information like a science
report. The author tries to let something take shape with a
beginning, a middle, and an end, and relies on themes informed
by reality. There’s always a literary reason for using themes and
patterns (Frye, 1991, 25). A story thinks and feels imaginatively.
Literature offers themes that recur to describe the world we want to
live in, and one we don’t want to live in (Frye, 1991, 18). We notice
positive recurrence (what we want) in stories that tell us how a
boy or girl acts heroically. What we meet in literature is neither
real nor unreal. An author’s job is to tell us not what happened,
but what tends to happen, not what did take place, but the kind
of thing that does take place until we gain insight into universal
themes that correspond to, represent, or resemble what happens
in the world (Frye, 1991, 24).

There’s a connection between truth and literature. Good stories,
good storytellers, tell children the truth because they show what
happens as people act in certain ways. What happens in the story
hangs together so that children can predict what might happen
next if they act in certain ways. All society, including family
and friends, is based on imagination’s role in revealing what’s
possible. Imagination is the power of constructing possible models
for human experience. With imagination, anything goes that’s
imaginatively possible, but nothing really happens (Frye, 1991, 5).
History tells us what happened. Literature tells us what happens
and depicts patterns in human experience. History starts with the
world as it took place; literature starts with a world we do or don’t
want to live in (Frye, 1991, 6).

Human beings live in a mythological universe, a unity of stories
and recurrent themes that contain assumptions, beliefs, values,
and themes developed in response to existential concerns (Frye,
1982, xviii). If emotional literacy asks reflective questions about
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what we feel, and cognitive literacy asks about what we think,
imaginative literacy asks us to consider the world we want to live
in. It asks what we want, how we want to live, how we want to
treat others, and how we might engage with the natural world.

1.9. Implications for Learning and Teaching

An exercise I use with any age group blends emotion and imagi-
nation to help people say what’s on their mind and describe some
of their thinking. The goal is to situate learners in emotion and
imagination to encourage authentic conversation. The exercise
has three stages: an approach activity that brings learners’ minds
to where their bodies are by focusing attention and recording
thought. Stage two explores a selected topic. Stage three compares
an application outcome to stage one perspectives. The exercise
helps people see how their thinking has changed.

Approach Activity: Learning through feeling. Teachers ask, describe
and demonstrate.

1. Write a paragraph about your worst enemy.
2. No one else will read it. I promise.

3. Describe and demonstrate what compassionate listening
looks and sounds like.

Exploration: Finding out more. Teachers ask and instruct.
1. Is there an animal your enemy reminds you of?
2. Read about the animal in the books we have in the room.

3. Select verbs from the description of that animal and make a
list of the verbs.

4. Look at your first paragraph. Rewrite it by replacing its verbs
with verbs from your animal list.

Application: What difference does it make? Teachers ask and
instruct.

1. Read your second paragraph to your partner, who listens
compassionately.

2. Write down a few sentences about what happened as you read
it out loud.

3. If you’re comfortable, tell your partner what happened to your
own thinking.

4. Why do you think people write in metaphors?

5. How does writing help us figure out what we’ve experienced
and what we think?

At this point, teachers can introduce poetry that uses animal
metaphors to express emotion imaginatively, a role Al can play. It’s
important for teachers to carry out tasks they ask of learners. Here
are two limericks I wrote when using this exercise with adults.

There once was a boy we named Billy
Whose behaviour was more than just silly
He loved to hurt others

His sisters and brothers

We hope he’ll get better, but will he?

There was an old lady from France
Who said that she wanted to dance.



She swirled and she jigged.
She twirled and she swigged.
And kept us all tight in a trance.

1.10. The Future is Friendly: Foundations for Relational
Literacy

The success of the exercise above depends on an emotionally safe
environment. How can we shape the environment we want to
have at school? If we think about the world we want, especially
considering American political philosopher John Rawls’ veil of
ignorance, we’'d likely design a world that’s kind, especially if,
behind his veil of ignorance, we wouldn’t know our own status in
that world (Rawls). It’s hard to idealise a cruel world if you might
be at its mercy. Yet, we know classrooms can be cruel. They may
work if every learner has a friend, but classrooms won’t encourage
alove of learning if they’re unfriendly. Relational friendliness can’t
be automated.

In her remarkable book, You Can’t Say You Can’t Play, American
educator Vivian Paley describes her classroom as she applied a
logic of discovery and a logic of teaching because she wanted to
develop a new social mythology at school. She wanted a classroom
where it was less easy for some to limit the social experiences of
others (Paley, 3), so she helped them practice the rule: you can’t
say you can’t play. She described the dynamics and difficulties she
encountered as she tried to make the future friendly but faced the
relational work that task called for.

While equality is what many teachers say they want to achieve
(Paley, 21), Paley tracked the resistance to inclusion at kindergarten
and discussed the concept with grades one to six children to collect
their views on becoming inclusive. Her insights organize around
what we might call boss culture, an identifiable pattern that showed
up quickly. Even five years old children believe that a boss is
someone who tells others whether they can play and uses social
power to exclude those who don’t have the boss’s approval.

Bosses assign roles in a game and rely on materialistic assess-
ments to judge others. Children are excluded if they don’t bring the
right toys or wear the right clothes. Rejected children know who
they are (Paley, 15) and talk of rejection as if it just happened (Paley,
33-34), which is a characteristic of traumatic events. Children who
are often rejected may continue to be rejected throughout their
school years. They learn to be outsiders in every group, a status
that influences their ability to learn, and instills a growing sense
of rage. They reject others if they get a chance, even though they
know how much it hurts to be left out.

The double-bind of boss culture has to do with power, with
the power to control play by keeping people out. Every time
Paley’s students analyzed her rule, they analyzed the logic of
their behaviour as well (Paley, 115), and acknowledged their own
learning.

Paley demonstrates the role rules have in cultural learning. She
saw that children first need rules to realise how to treat each other.
If we consider the Golden Rule, treat others as you want them to
treat you, her research uncovered a pattern of revenge: I'll treat you
as I've been badly treated in the past, as I might be badly treated
in the future, or simply, I'll treat you as I please, because I can.

As she helped children learn for themselves, her rule became
a maxim. The shift moved from the logic of teaching to a logic of
discovery. Maxims look like rules but have a different function
(Kant, 84ff). A rule is an instruction we follow or break, e.g., Don’t
run in the hallway. A maxim is a principle of action that reasonable
people use as a guideline they try out. Unlike rules, learning from
maxims requires discovering what it means to do the right thing.

EDUCATION THAT CAN’T BE AUTOMATED

Rules can be given before we understand what goodness is like, but
not so with maxims. Maxims are tools we use to discover what’s
right and good.

Suppose John is an eleven-year-old boy in grade six. His school’s
rule is ‘don’t run in the hallway’. One day he enters the hallway
to see a small child trip and fall down the stairs at the other end
of the hall. John knows about maxims. He runs down the hall to
help the child. He knows the rule but chooses to run because of
his moral principle of ‘respect for persons’, and his freely chosen
maxim, ‘help when you can’. John is situated in his own thinking
and operates from within. He acknowledges his obligations to
others. He acts on his principle. But living by maxims is risky. John
realises his action has consequences (he may have knocked over
another child as he ran) and accepts punishment if that’s what his
school requires of him. But he can give reasons for his action to
anyone who will listen. John’s a good neighbour who acts with
civility.

Paley saw ‘you can’t say you can’t play’ as essential to civility.
She believed it must be presented at an intuitive stage of learning
when children are willing to follow it because they trust adults
(Paley, 87). In new settings, children expect to learn new rules. We
respond differently if we think of instructions as maxims. With a
maxim, children’s imagination must begin working out what right
actions look like, which, in an imaginatively rich environment,
they can detect in good stories.

Paley’s experiment also explores power as much as inclusion.
Two children who struggle with power are Lisa and Curtis. Lisa
complained that there’s no point in playing at all if she can’t control
who can and can’t play. During an inclusion conflict, she conveys
an all or nothing strategy by saying, “But it was my game! It’s up
to me!” [Red-faced and tearful she said] “Okay, I won't play then,
ever!” Slowly, as Lisa learned by trying, failing, and persisting,
she was able to play with others, and assume leadership, without
excluding others (Paley, 15).

Curtis, a tall, handsome, blond-haired boy, had a different
experience with power. During an inclusion conflict, one girl
complained she was always left out. A boy involved in the game
responded,

‘It wasn’t me, it was Curtis....He’s the boss. He says who
comes in the club.’ Curtis is visibly uncomfortable. ‘T don’t
want to be the boss. They say I am.” “We call him the boss,’
the [first] boy explains. “Yeah, because I make up the game.
They wait for me to make up the game. Then I have to pick
everyone or say no’ (Paley, 45).

Curtis’s discomfort is interesting. He’s frustrated at having the
role, as if he felt no freedom in it. Yet, even if he’s uncomfortable,
he believes being boss means rejecting others.

Friendliness doesn’t fit in boss culture. In this classroom,
learners were either friends or enemies—desirable or undesirable
to play with. Simone Weil argues that human need is foundational
to how we act toward others. Every child has the right to be in
school. But a right “is not effective on its own, but solely in relation
to the obligations to which it corresponds (Weil p. viii).

The friend/enemy divide erases reciprocity and hope for many
children. Learners are thrown together with others they don’t know
and may only share space with at school. Paley wanted them to
include each other which means stepping outside a friend/enemy
category. At school, they must envision a category of colleagues
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as well as a concept of friendliness that doesn’t limit them from
engaging with all learners. Children need concepts and categories
that build relational literacy as they practice their moral/social
obligations.

In terms of helping children with relational literacy, Lonergan’s
cognitional process ends with making judgments. How might chil-
dren learn to judge others compassionately, accurately, honestly,
fairly? Currently, judging has a bad reputation. We often hear
someone say: Don’t judge me. What they mean may be more like:
Don’t criticise me. Don’t challenge me. You know nothing about
why I'm doing what I'm doing. Few of us object to judgments such
as: You look great today. That colour suits you perfectly. I love that
suit.

What is it about judging that feels like judgmentalism? Lonergan
doesn’t promote judgmentalism. His cognitional process takes
time. It’s built on reflective questioning. Is it that judgmentalism is
quick, harsh, and walks away from asking for the backstory behind
someone’s behaviour? What does it take to learn to judge wisely?
It takes wisdom that comes from emotional literacy’s focus on
asking: What do I need from you? What do you need from me?
Judgmentalism takes no account of emotion’s serve and return.
Judging wisely is a part of a cognitional process. It takes time to
reflect on how my thinking is influencing my theories about you. It
takes practice. The next section describes how an art of relational
friendliness might get started at school.

1.11. Working With Others [WWO]

Paley established a classroom ethos designed for inclusion. This
section outlines classroom practices that show children how to be
friendly and collegial by engaging them in skills of relational liter-
acy. During 2004 to 2008, I collaborated with Brighton University
(UK) researcher Dr Cathy Ota on a program called Working With
Others [WWO]. In June 2006, I was trained to use the program in
the Brighton university context.

Working with Others [WWO] is a positive, pro-active approach
to childhood issues around bullying. It grew out of Project SPRinG
that carried out four years of research (2000-2004) in three
universities in England: London, Cambridge, and Brighton. In
2004, the Brighton group (Dr. Cathy Ota and Dr. Lucia Berdondini)
partnered with five schools to offer training aimed at creating a
classroom ethos characteristic of WWO goals, values, and practices.
As they partner with schools, WWO consultants conduct half-day
and full-day in-service sessions three times per week throughout
a school year.

WWO consultants began by introducing adults to what they
called social/moral practices in face-to-face sessions. If an entire
school contracted with WWO, consultants brought training to chil-
dren 5-11 years old, and to teachers, parents, and administrators.
WWO’s success was evidenced by its growth. Beginning with five
schools in 2004, the Brighton research team carried out training
in fifty-five member schools by 2006. WWO training was based on
the following aims:

« Create a whole class ethos among learners
« Explore issues around working as part of a team

« Identify other professional issues to provide training and
support for adults

In 2006, the following results for teachers were evident:

« A positive change in relationship between teachers and
learners
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« A different role in the classroom as teachers became facili-
tators, who were more nurturing than teachers who simply
delivered the curriculum

« More reflection in practice

« Greater job satisfaction and enjoyment at work (Ota &
Berdondini)

Many teachers noted they’d been putting students together in
work groups for a long time, but WWO helped them see they’d
put children in proximity but didn’t teach them how to interact
together successfully.

Schools are public spaces where learners are required to interact
with one another. It’s often assumed they can be successful.
With an increase in public awareness of bullying, dysfunctional
relationships, and inappropriate behaviour, teachers realize the
importance of showing children skills for sharing classroom and
playground spaces. WWO demonstrated strategies to build and
improve social/moral skills for working successfully together.
Many of these activities can be searched on-line.

WWO skills focus on respectful obligations we have for everyone
in the classroom. WWO consultants help children practice these
skills. Through their involvement, children become aware of the
human need to be effectively included in groups, particularly
during group work times, as they experience what it feels like to
be effectively included and have fun doing it. WWO social/moral
skills focus on working together successfully by relying on three
fundamental relational components: trust, communication, and
problem solving.

Practices of respectful obligation need an explanation. As Weil
observed, the young “should feel at home in the world of thought”
(WEeil, 50). An obligation to help others feel at home is rooted in
shared human needs. It’s expressed as we show genuine interest
in someone and offer them our full attention. We show up and
show interest. As Weil put it, our obligations to other people all
derive, without exception, from humanity’s vital needs. A sense of
obligation is easy to misconceive as compliance that’s demanded
through force or coercion, humiliation, or social power, but the
sense of obligation Weil describes arises from realizing we all need
support from others. As with emotional literacy, we ask others
what they need from us, and express what we need from them.

As Weil insisted, considered by itself, a sense of obligation is
identical for all and not slavish or manipulative. It’s established
over time through practices of reciprocity that shape emotional,
cognitive, and imaginative literacies and provide the basis for
relational literacy. Children who weren’t blessed by loving care
when young, can enter classrooms designed intentionally as
gathering places characterized by reciprocity so that the justice
of mutual obligation is consistently practiced in this developing
relational habitat (Bellous & Clinton, 2016) as a setting that
receives the determined passion people direct toward saving the
planet.

During WWO training, teachers make changes in their practice,
examine their beliefs about childhood, and rethink teacher/learner
relationships. Teachers I interviewed reported these changes. They
felt they got to know their students better, were more thoughtful
and reflective as they planned, and worked hard to include children
who tended to be left out.

In the same way learners can begin to see each other as friendly
colleagues. WWO challenges teachers to leave their position of
power and embrace roles of facilitator, guide, and fellow member
of a classroom community. Children are empowered to make



decisions and take more responsibility for their learning. They
can learn to say what’s on their mind as they’re given voice during
the process. In one classroom I observed, the teacher spoke to
children respectfully, validated their ideas, and included all of
them conversationally. It was evident she saw herself as an equal,
but responsible member who exercised authoritative presence
rather than acting as the one important, smart, talking head in the
room.

1.12. Implications for Learning and Teaching

Children I observed demonstrated confidence, independence,
interdependence, and security when asked to work with others.
Although I didn’t have opportunities to ask children how they felt
about working in groups, from my observations they looked very
comfortable working together, talked about feelings, and spoke
freely about how things went during the activity. WWO’s approach
is shaped by a process with three parts: pre-briefing, the activity,
and post-briefing.

1.12.1. Pre-Briefing

To provide opportunities for children to work together, teachers
use curriculum-based tasks that could be completed individually
and make them a group task. Pre-briefing is used to set up the task.
Pre-briefing has two purposes: 1. teachers explain the curriculum
focused expectations for a task; 2. teachers draw the children’s
attention to a WWO skill to work on, e.g., turn taking. Through
modeling and role playing, teachers show children the WWO skill.
I observed children co-creating poems by using a model poem they
read as they worked on the skill of turn taking. In pairs, they were
given one piece of paper and one pencil. The teacher modeled
what good turn taking looked like and what to do when it wasn’t
their turn. I observed children taking turns writing their ideas,
keeping each other on task, sharing materials, assisting each other
with spelling words, staying on task, and working independently.

In Pre-briefing, teachers inform learners about WHAT, HOW,
WHY. Teachers

« Introduce content [What]
« Introduce how content will be carried out [How]|
« Identify skills needed to do the activity [How and Why]

« Establish the tone of the learning environment the activity
requires [How and Why]

« Engage with learners about the purpose of what they’re asked
to do or make [WHY]

Teachers choose questions to ask in pre-briefing activities based
on knowing their learners and encourage them to think of other
questions to ask the whole group?

1.12.2. Activity

While the classroom was a noisy environment, as they worked
on the poem assignment, children were on task and resourceful.
Rather than asking the teacher for information, they made use of
pictures on the walls, each other’s ideas, and their own insights.
They negotiated who would go first, whose ideas would be recorded
on the one page they shared, and where ideas would be placed
on that page. Children set goals for their group and encouraged
each other to reach those goals. I observed them touch each other
as they worked together. They gently touched each other on the
hand or shoulder to get attention, share materials, and encourage

EDUCATION THAT CAN’T BE AUTOMATED

one another. Having built trust, they used touch respectfully and
meaningfully as they worked on the task.

These children were aware of others’ differences and were
willing to work with each other. In a literacy task, children were
paired according to reading abilities: a child who had a higher
reading ability was paired with a child with a lower reading ability.
One teacher interviewed reported an example of a child who chose
a partner she wouldn’t have worked with in the past, but she did
so because she saw that the other child was a good artist. The
activity needed a good drawing. Children seemed comfortable
accommodating differences and seemed comfortable working with
those who had special needs.

1.12.3. Post-Briefing

To help children reflect on and improve their ability to work
together, they have a relaxed time conversing with the teacher
and each other. Two primary questions during post-briefing invite
comments that assess how an activity went and how it might
go better next time. Children appeared comfortable discussing
challenges they faced when working with partners. Post-briefing
questions helped children explore feelings and thoughts about how
to improve working together. WWO teachers act as facilitators and
ask open-ended questions to help children identify other skills
they may still require. During post-briefing, noticing non-verbal
feedback from the class is important. Teachers can check in later
with individuals or small groups if necessary.

In Post-briefing, teachers inform learners about WHAT, HOW,
WHY. Teachers record and remind learners about values and skills
they practiced during the activity. Teachers

« Ask learners to describe the activity in their own words.
[WHAT did they do?]

« Ask learners to name values and skills involved in the activity.
[WHAT]

« Ask learners to say what’s important about doing the activity.
[WHY]

Explore the learners’ assessments of the activity. [HOW did it
go?]

« Ask learners about handling difficult situations next time.
[HOW and WHY]

« Record and remind about values and skills involved in the
activity. [WHY]

« Ask learners about their feelings during the activity. [WHAT,
HOW and WHY]|

« Ask learners to indicate their assessment of their own part in
the activity. [HOW]

Gather suggestions to encourage learners to take personal
responsibility. [WHY]

« Asklearners where they might use these skills and apply them
elsewhere. [WHY]

Teachers use post-briefing to encourage learners to explore what
they said and did in their groups or pairs and discuss what helped
or didn’t help. Careful, open-ended questions enable children to
offer suggestions for better group experiences next time.
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1.12.4. The Role of Teachers

Pre- and post-briefing demand specific skills. Teachers need to give
themselves space and time to develop a style for engaging all three-
stages. Only when teachers genuinely trust the class (and learners
trust the teacher) can everyone entrust pre-and post-briefing
to the whole group, however, trust is learned through practice.
We learn as we go. WWO teachers remain mindful of how they
phrase questions and comments. Are questions open-ended? Are
comments non-judgemental? Do questions encouraging learners
to say what’s on their mind, and reflectively come up with solutions
themselves? The three-stage process requires commitment and
perseverance, but the rewards are worth the effort.

1.12.5. The Role of Learners

It takes time to introduce pre- and post-briefing to children until
they understand and participate fully. Being somewhat different
from other classroom dynamics they need to understand what’s
being asked of them, develop a vocabulary, and appreciate that
often there aren’t right or wrong answers in these thinking-together
sessions. Teachers make clear to learners their freedom to voice
difficulties, challenges, as well as pleasures with the process in a
safe, friendly, respectful way. WWO encourages all participants
to shape the environment, as Paley hoped her learners would do.
Reciprocity is built into WWO’s three-stage approach to learning.

WWO shifts away from boss culture. Other learners are col-
leagues and co-workers. Each child learns that school is work
(make, do, and know). Success at school depends on others at
times, and on learning how to work together effectively. Colleagues
have a fundamental right to receive friendly respect and have a
relational obligation to show friendly respect to others. Relational
literacy is built as children engage with one another, ask and an-
swer questions relevant to pre-and post-briefing, practice working
together, and learn how to adjust and respond to the needs of their
colleagues as well as to their own, as they accomplish these goals
in public spaces at school.

2. Conclusion

The four literacies depend on mind work children carry out as
raw materials of ordinary experience enter the factory of human
thought. Mind work isn’t something they accomplish on their own.
Societies are measured by the way they treat vulnerable members
(Clinton). Parents and teachers have an absolute social/moral
obligation to teach children well. We're responsible to be human,
which means we take on social/moral obligations willingly as we
acknowledge our need for others, and we acknowledge that they
need us.

Our ideals are realized through practice in face-to-face ex-
changes with people we care for and who care for us. If we learn by
observing in the early years, we must continue to look around us
for the world we want to live in. Seeing is believing. A cognitional
process built on emotional literacy is strengthened by cognitive,
imaginative, and relational literacies, which together reveal a
worthy way to learn how to be fully human. In this present age,
it’s an essential pathway to human flourishing.

Perhaps readers would agree that the primary purpose of
schooling is to educate the young. But far too many of us meet
far too many people who are anomalies (Kuhn’s violation of
expectations), people who didn’t graduate from school with self-
knowledge about their skills, interests, abilities, or with any hope
for the future. How many more ‘anomalies’ must we meet before
we realize children are crying out for a whole new world at
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school. That world must be structured on what’s essential to their
humanity, and to the possibilities involved in human flourishing.
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1. Introduccidn y justificacion del tema

L as instituciones educativas han sido histéricamente con-
cebidas como espacios de igualdad, desarrollo humano
y transformacion social. Sin embargo, para muchas personas
pertenecientes a las diversidades sexogenéricas, la experiencia
educativa continua estando atravesada por dindmicas de exclusion,
invisibilizacion y violencia simbdlica que limitan su participacién
plenay el reconocimiento de sus identidades. Esta realidad plantea
un interrogante ineludible: jestdn realmente preparados les pro-
fesionales de la Educacion Social para responder a los retos que
implica una educacién genuinamente inclusiva?

Lejos de constituir una cuestion marginal, la atencién a la diver-
sidad sexogenérica se ha convertido en uno de los grandes desafios
contemporaneos de los sistemas educativos y socioeducativos. A
pesar de los avances normativos y del creciente reconocimiento
institucional de los derechos de las personas LGBTIQ+, continian
existiendo practicas educativas atravesadas por la cisheteronor-
matividad, la ausencia de referentes diversos y la persistencia de
discursos discriminatorios que impactan negativamente en el bien-
estar psicoemocional del alumnado (Sinchez, 2024). Esta situacién
evidencia la necesidad de replantear los procesos formativos de
quienes intervienen en contextos educativos, especialmente desde
el &mbito de la Educacion Social, cuya practica profesional se
fundamenta en los principios de justicia social, equidad y acom-
pafiamiento de colectivos en situacion de vulnerabilidad.

En este escenario, hablar de educacion inclusiva implica ir
mas alld de la mera presencia fisica de la diversidad en las

instituciones educativas. Supone reconocer las diferencias como
un valor pedagdgico y social, promoviendo entornos seguros donde
todas las personas puedan desarrollar su identidad sin miedo al
rechazo o la discriminacién. Tal y como sefialan Martin-Solbes
y Ruiz-Galacho (2018), la educacién social debe comprender la
diversidad desde una perspectiva ética e intercultural, capaz de
responder a las complejidades de sociedades cada vez mds plurales.

No obstante, distintos estudios han puesto de manifiesto que la
formacién inicial y continua del profesorado y de les educadores
sociales presenta todavia importantes carencias para afrontar esta
realidad. En otras palabras, carecen de formacion especifica en este
ambito, lo que puede llevar a pricticas excluyentes o, en el mejor
de los casos, a una atencion superficial de estas realidades (Morifia
y Carballo, 2018; Romero y Gallardo, 2019; Garcia-Garcia et al.,
2020; Sanchez-Serrano et al., 2021; Sanchez, 2022; Castafo, 2022;
Colmenero et al., 2024; Sdnchez, 2024; STEs, 2025; Garcia-Rojas et
al., 2025; Carrasco y Renovell-Rico, s. f.). Investigaciones recientes
muestran una insuficiente preparaciéon en materia de diversidad
sexogenérica, lo que limita la capacidad profesional para intervenir
de manera critica y efectiva frente a situaciones de exclusion,
acoso o discriminacién (Sanchez, 2021; Rebolledo, 2018). Del
mismo modo, Morifia y Carballo (2018) subrayan que muches
profesionales reconocen no disponer de herramientas suficientes
para responder desde una perspectiva inclusiva a las necesidades
del alumnado diverso.

Por ejemplo, varios estudios sefialan importantes carencias
en la formaciéon inicial del educadore social: un andlisis de
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los planes de estudio de Educacién Social en universidades
publicas espafiolas evidencié que, aunque existen asignaturas
relacionadas con el género, con una media de 3,7 asignaturas por
plan de estudios integradas de forma transversal, inicamente se
identificaron nueve con contenidos especificos sobre diversidad
sexogenérica (Rebolledo, 2021).

La referencia a estas nueve asignaturas se fundamenta en la
revision de aquellos planes de estudio en los que los contenidos
relacionados con el género incorporaban explicitamente refer-
encias a la diversidad sexual, a la diversidad afectivo-sexual o
a las realidades LGBTIQ+ en sus guias docentes o descriptores
de asignatura. Aunque el estudio de Rebolledo (2021) no emplea
explicitamente la categoria de diversidad sexogenérica ni hace
referencia directa a contenidos LGBTIQ+, la presencia de con-
tenidos de género con estas caracteristicas se interpreta como un
indicador relevante de la inclusién parcial de dichas tematicas en
la formacién inicial de les educadores sociales, evidenciando la
todavia limitada presencia de este tipo de contenidos en los planes
de estudio.

Del mismo modo, una investigacién que abarcé 36 universidades
espafiolas concluy6 que la formacion en género es insuficiente y
fragmentada, reclamando la necesidad de un enfoque integral
que contemple especificamente la diversidad sexogenérica (Bas-
Pefia, 2013). Finalmente, otra revision centrada en la formacion
inicial tanto de educadores sociales como de profesorado confirma
la escasa preparacién para abordar realidades sexogenéricas en
contextos diversos, lo que obstaculiza intervenciones educativas
inclusivasy ajustadas a las necesidades del alumnado no normativo
(Rebolledo, 2018).

Ante esta realidad, las competencias profesionales adquieren un
papel central. Estas se entienden como el conjunto de conocimien-
tos, habilidades, actitudes y valores que permiten a una per-
sona desempefiarse de forma eficaz en un determinado contexto
profesional (Galdeano y Valiente, 2010). En el caso de la Edu-
cacion Social, las competencias no solo implican capacidades
técnicas o metodologicas, sino también habilidades relacionales,
emocionales y éticas orientadas a la transformacion social y al
reconocimiento de las diversidades.

Desde esta perspectiva, el perfil del educadore social requiere
una preparacion especifica para intervenir en escenarios marcados
por la complejidad social y cultural. Terron-Caro et al. (2016) desta-
can que estes profesionales desempefian funciones fundamentales
en instituciones educativas, actuando como agentes mediadores,
facilitadores de procesos inclusivos y promotores de convivencia
democratica. Sin embargo, cuando se trata especificamente de la
diversidad sexual y de género, siguen existiendo lagunas formati-
vas significativas que dificultan una intervencion socioeducativa
plenamente inclusiva (Hipdlito y Téllez, 2019). Esto no solo limita
la capacidad de les educadores sociales para atender adecuada-
mente a este colectivo, sino que también perpettia estructuras de
poder y discriminacion que afectan negativamente al desarrollo
y bienestar de las personas (Terrén-Caro et al.,2016; Rebolledo,
2018; Rebolledo, 2021; Tejada et al., 2025). Es imperativo, por tanto,
que la formacién en competencias inclusivas sea una prioridad
en los programas de formacién y en la practica profesional de la
Educacién Social.

La evidencia cientifica reciente insiste en la necesidad de fortale-
cer las competencias profesionales vinculadas a la atencién de las
diversidades sexogenéricas. Ortega (2023) plantea que dichas com-
petencias deben articularse en torno a dimensiones relacionadas
con el conocimiento normativo y conceptual, la reflexién critica
sobre la cisheteronormatividad, la implementacién de estrate-
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gias inclusivas y la creacion de espacios seguros y respetuosos.
Asimismo, trabajos como los de McCarty-Caplan (2017) evidencian
que los contextos formativos que incorporan contenidos sobre
diversidad sexual generan mejoras significativas en las actitudes,
conocimientos y capacidades de intervencién de les futures profe-
sionales.

A pesar del creciente interés académico en torno a las com-
petencias profesionales del educadore social y los estudios sobre
inclusion de las diversidades sexogenéricas, la literatura cientifica
continiia mostrando un vacio importante: son todavia escasos los
trabajos que analizan criticamente la interseccion entre ambas
dimensiones. Es decir, aun existe una limitada produccion cienti-
fica que examine de manera especifica como las competencias
profesionales de la Educacién Social pueden contribuir a una
atencion inclusiva de las diversidades sexogenéricas desde una
perspectiva integral y transformadora.

Precisamente, esta investigaciéon surge de la necesidad de
contribuir a ese debate cientifico. El presente articulo tiene como
objetivo analizar, desde una revision bibliografica critica, las
competencias profesionales necesarias para que les educadores
sociales desarrollen practicas inclusivas orientadas a la atencién de
las diversidades sexogenéricas. Asimismo, se pretende identificar
las principales fortalezas y limitaciones presentes en la formacioén
actual, asi como reflexionar sobre posibles lineas de mejora
que favorezcan una practica profesional comprometida con los
derechos humanos, la equidad y la justicia social.

En definitiva, pensar la Educacion Social desde la diversidad
sexogenérica no implica inicamente ampliar contenidos forma-
tivos, sino repensar profundamente el papel del educadore social
como agente de cambio. Porque educar sin excluir no consiste
solamente en incorporar discursos inclusivos, sino en construir
espacios donde todas las identidades puedan ser reconocidas,
legitimadas y acompafiadas desde el respeto. Y, precisamente,
es en ese horizonte donde las competencias profesionales dejan
de ser una cuestién meramente técnica para convertirse en una
herramienta de transformacién educativa y social.

2. Diseilo y metodologia

El presente estudio se desarrolla desde un enfoque de revision bib-
liografica critica de caracter cualitativo, orientada al andlisis de las
competencias profesionales del educadore social en relacion con
la atencién a las diversidades sexogenéricas desde una perspectiva
de educacion inclusiva. Este tipo de aproximacién metodoldgica
permite no solo identificar aportaciones teéricas relevantes, sino
también establecer relaciones, tensiones y vacios existentes en la
produccion cientifica sobre el tema, favoreciendo una comprensioén
profunda y contextualizada del objeto de estudio.

La eleccion de una revision critica responde a la necesidad de
examinar de manera reflexiva el papel de la Educacion Social
en escenarios marcados por la diversidad sexual y de género,
prestando especial atencién a las competencias profesionales
necesarias para garantizar practicas socioeducativas inclusivas,
éticas y transformadoras. En este sentido, mas alla de describir
evidencias previas, el objetivo ha consistido en interpretar y
problematizar los discursos cientificos existentes, identificando
fortalezas, limitaciones y lineas de mejora en la formacion y
préctica profesional.

2.1. Estrategia de busqueda documental

Para la seleccion de la literatura cientifica se realizé una busqueda
sistemdtica de documentacién académica entre los meses de
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enero y septiembre de 2025, recurriendo a diversas bases de
datos especializadas de acceso nacional e internacional. Entre
las principales fuentes consultadas destacan:

« Scopus

« Web of Science (WoS)

« ERIC (Education Resources Information Center)
« Scielo

« Dialnet

Google Scholar

» Repositorios institucionales universitarios y organismos in-
ternacionales especializados en educacién e inclusién.

La incorporaciéon de multiples bases de datos respondié al
interés por construir un corpus documental amplio y diverso, que
integrara tanto investigaciones empiricas como revisiones teori-
cas, tesis doctorales, documentos institucionales y publicaciones
cientificas relacionadas con la Educacion Social, las competencias
profesionales, la educacion inclusiva y las diversidades sexogenéri-
cas.

Con el fin de delimitar la busqueda, se emplearon combina-
ciones de palabras clave en espafiol e inglés mediante operadores
booleanos (AND/OR). Entre los principales descriptores utiliza-
dos se incluyeron: “competencias profesionales”, “Educacién So-
cial”, “educador social”, “educacion inclusiva”, “diversidad sexo-

»

genérica”, “diversidad afectivo-sexual”, “LGBTIQ+", “professional

competencies”, “Social Education”, “inclusive education”, “gender

diversity”, “sexual diversity” y “LGBTQ+ inclusion”. A modo de
ejemplo, las cadenas de busqueda empleadas fueron:

(“Educacion Social” OR “educador social”) AND (“diver-
sidad sexogenérica” OR “diversidad afectivo-sexual” OR
“LGBTIQ+” OR “educacion inclusiva”)

(“Social Education” OR “social educator”) AND (“gender di-
versity” OR “sexual diversity” OR “LGBTQ+” OR “inclusive
education” OR “professional competencies”).

Las busquedas se llevaron a cabo en Scopus, Web of Science,
ERIC, Scielo, Dialnet y Google Scholar, en el marco del Trabajo de
Fin de Master titulado “Y la disidencia se hizo aula: subjetividades
y experiencias queer para la creacién de un espacio disidente en
educacion superior” (disponible en: https://hdl.handle.net/20.500.
14352/132684). Si bien dicho trabajo se centr6 en un d&mbito de
andlisis diferente, el proceso de busqueda posibilitd la recopilacién
de informacion relevante sobre competencias profesionales en
Educacién Social vinculadas a la diversidad sexogenérica, que
fue posteriormente sistematizada para el desarrollo del presente
articulo dada la escasez de literatura especifica sobre esta tematica.
El proceso de busqueda fue de caracter iterativo y estuvo orientado
a identificar estudios que abordaran directamente las competen-
cias profesionales en Educacién Social vinculadas a la diversidad
sexogenérica. Tras revisar titulos, resimenes y textos completos, y

excluir registros duplicados, documentos inaccesibles y estudios
no relacionados directamente con los objetivos de la revision, se
selecciond un corpus final de veinticinco documentos.

2.2. Criterios de inclusion y exclusion

Para garantizar la calidad y pertinencia de la literatura revisada,
se establecieron criterios especificos de inclusion y exclusion.

El corpus documental estd compuesto por un total de 25
documentos que incluyeron:

Investigaciones publicadas en revistas cientificas indexadas.

» Libros, capitulos de libro y tesis doctorales con relevancia
académica reconocida.

« Documentos institucionales relacionados con competencias
educativas, diversidad e inclusion.

» Estudios centrados en Educacién Social, formacioén profe-
sional docente y atencién a la diversidad sexual y de género.

« Publicaciones en espafiol e inglés.

En cuanto a la temporalidad, se priorizaron investigaciones pub-
licadas entre 2005 y 2025, con el proposito de recoger tanto aporta-
ciones fundacionales como estudios recientes sobre diversidad
sexogenérica y formacién inclusiva. No obstante, se incorporaron
referencias previas consideradas clasicas o fundamentales para
comprender la evolucién conceptual del campo.

Se excluyeron publicaciones duplicadas, estudios sin revision
académica, documentos con escasa relacién con el objeto de
estudio y trabajos cuyo enfoque no guardaba relaciéon con las
competencias profesionales o la atencion socioeducativa de las
diversidades sexogenéricas.

Aunque el corpus final estd compuesto por veinticinco doc-
umentos, este namero refleja el todavia limitado estado de la
produccion cientifica especificamente centrada en las competen-
cias profesionales en Educacién Social vinculadas a la diversidad
sexogenérica. Durante el proceso de busqueda se constatd que
numerosas publicaciones abordan la diversidad sexual desde per-
spectivas educativas mas amplias, mientras que solo un nimero
reducido examina esta temadtica en relacién con el perfil profe-
sional y las competencias especificas de los educadores sociales. En
consecuencia, el corpus seleccionado representa aquellos estudios
que resultaron accesibles, cumplieron los criterios de inclusién y
abordaron el objeto de investigacion de forma directa o transversal.

2.3. Procedimiento de analisis

Una vez recopilada la documentacion, se realizé un proceso de
andlisis temdtico y comparativo de la literatura seleccionada. En
una primera fase se llevé a cabo una lectura exploratoria orien-
tada a identificar lineas generales de investigacién y conceptos
recurrentes. Posteriormente, se efectud una lectura analitica en
profundidad, permitiendo clasificar los contenidos en categorias
tematicas vinculadas a los objetivos del estudio.
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A partir de este proceso, emergieron dos grandes ejes de analisis:

1. Las competencias profesionales del educadore social!, in-
cluyendo dimensiones técnicas, metodoldgicas, comunica-
tivas, actitudinales y éticas necesarias para una intervencion
socioeducativa eficaz.

2. Las competencias especificas relacionadas con la atencion a
las diversidades sexogenéricas?, centradas en conocimientos,
habilidades, actitudes y estrategias para promover espacios
educativos inclusivos y libres de discriminacion.

Este enfoque analitico permiti6 establecer conexiones entre
distintos autores y perspectivas, identificar convergencias y dis-
crepancias tedricas, asi como detectar necesidades formativas aun
insuficientemente abordadas en la formacién inicial y permanente
del educador social.

Finalmente, el analisis se realizé desde una perspectiva critica e
inclusiva, reconociendo la importancia de cuestionar las estruc-
turas cisheteronormativas presentes en los contextos educativos
y reivindicando la Educacién Social como una disciplina con
potencial transformador en la construccién de sociedades mas
justas, equitativas y respetuosas con la diversidad.

3. Discusion de los resultados

En una sociedad en constante transformacion, marcada por la plu-
ralidad de identidades y la emergencia de nuevos desafios sociales,
el rol del educadore social cobra un protagonismo ineludible. ;Qué
significa, hoy, ser un profesional de la Educacién Social? ;Qué
saberes, habilidades y actitudes resultan indispensables para re-
sponder a las demandas de una ciudadania diversa, especialmente
en lo que concierne a las diversidades sexogenéricas?

El anélisis de la literatura cientifica revisada permite afirmar
que la figura del educadore social se sittia en un punto de tension
permanente entre las exigencias tradicionales de la intervencion
socioeducativa y las nuevas demandas derivadas de una sociedad
caracterizada por la diversidad, especialmente en lo relativo a
las identidades sexogenéricas. En este contexto, las competencias
profesionales emergen no solo como un conjunto de habilidades
técnicas, sino como un dispositivo clave para la construccién de
practicas educativas inclusivas, criticas y transformadoras.

En términos generales, existe un consenso amplio en la liter-
atura sobre la naturaleza compleja y multidimensional de las
competencias profesionales. Galdeanoy Valiente (2010) las definen
como la integracién de conocimientos, habilidades, actitudes y
valores necesarios para un desempefio eficaz en contextos labo-
rales especificos. Esta concepcién es ampliada en el &mbito de la

IConstituyen el 36 % del total de la bibliografia analizada, lo que equivale a 9 de
los 25 textos seleccionados. Comprende textos fundamentales que definen el perfil
profesional del educadore social — como el Marco conceptual de las competencias
del educador social (AIEJI, 2011), el Catalogo de Funciones y Competencias del
Educador/a Social (ASEDES, 2007) — y estudios empiricos sobre la percepcion
competencial de estudiantes y profesionales — Lizarte y Fernandez, 2018) —.
También se incluyen textos que abordan el enfoque por competencias en la formacién
inicial y continua del educadore social — como el Libro Blanco de ANECA (2005) —,
y trabajos sobre la identidad profesional desde el prisma competencial.

2Constituyen el 64% % del total de la bibliografia analizada, lo que equivale a
16 de los 25 textos seleccionados. En este bloque se agrupan articulos y estudios
que profundizan en la formacidn, intervencion y retos competenciales en materia
de educacién sexual, diversidad sexogenérica y atencién a la vulnerabilidad en
la adolescencia. Entre ellos se destacan trabajos sobre estrategias contra el acoso
LGTBI-fébico — como el de Pichardo et al. (2015) —, sobre el educadore como agente
de subversion de género — Carrera (2013) —, y sobre la incorporacion transversal
de la diversidad afectivo-sexual en la formacién del educadore social — Ruiz y
Delgado (2019) —. Asimismo, se han analizado propuestas centradas en competencias
emocionales, salud sexual, parentalidad positiva y corresponsabilidad educativa —
como las planteadas por Infantes y Pérez (2019) o OMS/BZgA (2017) —.
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Educacién Social por la Asociacién Internacional de Educadores
Sociales (2011), que organiza dichas competencias en dimensiones
comunicativas, sociales, organizativas y técnicas, subrayando su
papel en la mediacién, la cohesién social y el empoderamiento
comunitario.

Desde una perspectiva complementaria, la Asociaciéon Estatal
de Educacidén Social (2007) profundiza en esta estructura compe-
tencial al distinguir entre competencias técnicas, metodoldgicas
y actitudinales. Mientras las primeras se relacionan con el diag-
nostico e intervencion socioeducativa, las segundas se vinculan
con la planificacion, evaluacién y coordinacién de proyectos, y las
terceras con dimensiones éticas y relacionales como la empatia,
la escucha activa y el compromiso profesional. Esta clasificacion
permite comprender que la intervencion socioeducativa no puede
reducirse a una dimensién instrumental, sino que requiere una
implicacion ética y relacional constante.

Sin embargo, cuando se contrasta esta estructura teorica con la
realidad formativa y profesional, emergen importantes tensiones.
Lizarte y Fernandez (2018) evidencian una brecha significativa
entre la percepcion del estudiantado y la de los profesionales en
activo: mientras los primeros priorizan el conocimiento tedrico, los
segundos destacan la importancia de la adaptabilidad, la gestiéon
emocional y la intervencion situada. Esta discrepancia sugiere
una desconexion persistente entre la formacién académica y las
exigencias del ejercicio profesional real.

En esta misma linea, Lopez (2018) refuerza la necesidad de una
formacion continua basada en competencias metodoldgicas avan-
zadas, destacando la mediacion, el trabajo en red y la evaluacién
de impacto como elementos centrales de la intervencion. Esta
vision se complementa con la aportacién de Eslava-Suanes et al.
(2018), quienes enfatizan la importancia de competencias como
la resiliencia, la autocritica, el liderazgo y el trabajo comunitario,
configurando un perfil profesional orientado a la transformacién
social y no unicamente a la gestion de problematicas individuales.

El marco formativo institucional también confirma esta comple-
jidad competencial. El Libro Blanco del Titulo de Grado en Peda-
gogia y Educacion Social (ANECA, 2005) establece una estructura
en competencias generales, transversales y especificas, en la que
destacan habilidades como la comunicacion efectiva, el analisis
critico, la gestion de la diversidad y la intervencién socioeducativa.
Esta estructuracion refuerza la idea de que le educadore social
debe ser concebide como une profesional integral, capaz de actuar
en escenarios diversos y cambiantes.

A partir de este marco, la literatura coincide en que la formacién
practica resulta determinante para el desarrollo competencial.
Melendro et al. (2014) subrayan la necesidad de articular la teoria
con la practica en contextos reales de intervencion, especialmente
en dmbitos como la inclusion social y la orientacion sociolaboral.
De manera convergente, Sdez (2009) propone una concepcion del
aprendizaje por competencias como una “caja de herramientas”
que integra dimensiones técnicas, emocionales, sociales y estratég-
icas, insistiendo en la importancia de la reflexion critica como eje
del desarrollo profesional continuo.

No obstante, cuando el analisis se centra en la atencion a las
diversidades sexogenéricas, la literatura revela un campo especial-
mente critico y atin insuficientemente consolidado. Ortega (2023)
aporta una sistematizacion clave al estructurar las competencias
en cuatro dimensiones: saber, saber ser, saber hacer y saber estar,
lo que permite comprender la intervencion desde una perspectiva
integral que combina conocimiento normativo, conciencia critica,
accioén educativa y creacion de entornos seguros.
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Esta vision se ve reforzada por el marco de la Organizacion
Mundial de la Salud y el Centro Federal de Educacion para la Salud
(2017), que enfatiza la necesidad de una formacién en educacién
sexual basada en el respeto a la identidad de género, la orientacién
sexual y la expresion de género, asi como en la generacion de
espacios libres de discriminacioén. En esta linea, McCarty-Caplan
(2017) demuestra que los contextos formativos que incorporan
contenidos sobre diversidad sexual mejoran significativamente las
competencias actitudinales y cognitivas de los futuros profesion-
ales.

Asimismo, Maldonado (2018) subraya la importancia de formar
al profesorado universitario en competencias inclusivas, eviden-
ciando que la transformacion educativa comienza en los espacios
de formacion inicial. Esta idea se articula con la propuesta de
Carrera (2013), quien plantea la figura del educadore social como
agente de subversion de género, capaz de cuestionar estructuras
cisheteronormativas y generar practicas pedagoégicas alternativas.

Desde una perspectiva sociohistorica, Galvez y Azocar (2018) in-
troducen la dimensién de la memoria como herramienta educativa,
permitiendo comprender la evolucién de los derechos LGBTIQ+
y su impacto en la construcciéon de ciudadania. Paralelamente,
Barrero y Akachach (2023) destacan el papel de las competencias
emocionales como eje central de la intervencion socioeducativa en
contextos de diversidad afectivo-sexual, subrayando la importancia
de la empatia y la gestion emocional para la creacion de climas
educativos inclusivos.

En este escenario, Cepa (2021) recuerda que la vulnerabilidad
del colectivo LGBTIQ+ sigue siendo una realidad estructural, lo
que exige una intervencién educativa comprometida no solo con la
inclusion simbolica, sino con la garantia efectiva de derechos. Sin
embargo, estudios como los de Castella et al. (2018) y Pilligua et al.
(2023) evidencian que la formacién en educacion social continta
presentando carencias significativas en materia de relaciones
afectivo-sexuales y diversidad, lo que limita la capacidad de
respuesta profesional ante situaciones de discriminacion.

Ante esta situacion, la literatura propone estrategias formativas
concretas. Pichardo et al. (2015) plantean medidas especificas para
la prevencion del acoso homofébico y transfébico en contextos
educativos, mientras que Senent (2011) amplia la mirada hacia una
educacion social de caracter internacional, orientada a la justicia
global y la inclusion cultural.

De forma complementaria, Infantes y Pérez (2019) destacan el
papel del educadore social como mediadore en la construccion de
una sexualidad sana y respetuosa, mientras que Aguilar-Galindo
(2021) introduce el desafio contemporaneo de la virtualizacion, que
obliga a replantear las estrategias educativas en entornos digitales
y redes sociales.

Finalmente, Hipdlito y Téllez (2019) y Fernandez et al. (2023)
coinciden en la necesidad de integrar de manera transversal la
educacion sexual y la diversidad afectivo-sexual en la formacion
inicial del profesorado y les educadores sociales, consolidando asi
un enfoque formativo integral.

Mas que constituir dos &mbitos independientes, las competen-
cias profesionales generales y las competencias relacionadas con
la diversidad sexogenérica deben entenderse como dimensiones
mutuamente reforzantes. Por ejemplo, las competencias de me-
diacion adquieren un significado especifico cuando se interviene
en situaciones de discriminacién o violencia LGBTIQfébica; las
competencias comunicativas implican el uso de un lenguaje inclu-
sivo y el reconocimiento de identidades diversas; las competencias
emocionales, como la empatia y la escucha activa, se convierten
en herramientas esenciales para el acompafiamiento de personas

expuestas a la exclusién; y las competencias de planificaciéon
requieren el disefio de acciones socioeducativas orientadas a la
creacién de entornos seguros, respetuosos e inclusivos. Desde
esta perspectiva, atender a la diversidad sexogenérica no supone
adquirir competencias enteramente nuevas, sino reinterpretar y
aplicar las competencias profesionales existentes desde una mirada
critica, interseccional y basada en los derechos.

En conjunto, los resultados de esta revisién evidencian que
la Educacion Social se encuentra en un proceso de redefinicién
competencial en el que la atencion a las diversidades sexogenéricas
no puede considerarse un elemento accesorio, sino un eje estruc-
tural de la practica profesional. La articulacién entre competencias
técnicas, éticas, emocionales y criticas se presenta como condicién
indispensable para avanzar hacia una educacién verdaderamente
inclusiva y transformadora. Porque educar en la diversidad no es
solo una competencia: es una responsabilidad ineludible

4. Conclusiones

En sociedades atravesadas por profundas transformaciones cultur-
ales, sociales y politicas, la diversidad sexogenérica ha dejado de ser
un tema periférico para situarse en el centro de los debates educa-
tivos contemporaneos. Este cambio interpela de manera directa a
la Educacién Social, una disciplina histéricamente comprometida
con la justicia social, la inclusién y el acompaiiamiento de personas
y colectivos en situaciéon de vulnerabilidad. Sin embargo, tal y
como ha evidenciado esta revision bibliografica, la construccion
de entornos educativos verdaderamente inclusivos continta en-
frentdndose a importantes barreras formativas, estructurales y
profesionales.

El objetivo principal de este estudio consisti6 en analizar
criticamente las competencias profesionales necesarias para que le
educadore social pueda desarrollar practicas inclusivas orientadas
a la atencién de las diversidades sexogenéricas. A partir de
la literatura revisada, puede afirmarse que las competencias
profesionales no deben entenderse exclusivamente desde una
dimensién técnica o instrumental, sino como un entramado
complejo de conocimientos, habilidades, valores, actitudes y
posicionamientos éticos orientados a la transformacién social.

Los resultados obtenidos muestran un consenso significativo
en torno a la necesidad de un perfil profesional multidimensional.
Las aportaciones de Galdeano y Valiente (2010), la Asociacion
Internacional de Educadores Sociales (2011), 1a Asociacion Estatal
de Educacién Social (2007) y el Libro Blanco de ANECA (2005)
coinciden en sefalar que el desempefio eficaz del educadore
social exige la integraciéon de competencias comunicativas, sociales,
metodologicas, organizativas y actitudinales. No obstante, esta
investigacion pone de manifiesto que dichas competencias resultan
insuficientes si no incorporan de manera explicita una perspectiva
critica e inclusiva sobre las diversidades sexuales y de género.

En este sentido, uno de los hallazgos mas relevantes del estudio
es la persistencia de una brecha entre las demandas reales del
ejercicio profesional y los contenidos presentes en la formacién
inicial. Investigaciones como las de Lizarte y Fernandez (2018),
Castella et al. (2018), Rebolledo (2018, 2021) y Sanchez (2021)
evidencian que el estudiantado y muches profesionales continian
percibiendo carencias importantes en su preparacion para abordar
cuestiones relacionadas con la diversidad sexogenérica. Esta falta
de formacioén repercute directamente en la capacidad para inter-
venir frente a situaciones de discriminacién, violencia simbolica o
exclusién educativa que afectan al colectivo LGBTIQ+.

GJHSS-G VoL. 26 Issue 5 - 2026

| B



CERON CALVENTE

Asimismo, esta revision permite concluir que la atencion a
las diversidades sexogenéricas requiere competencias especificas
que trascienden el conocimiento normativo o conceptual. Como
plantea Ortega (2023), resulta imprescindible articular dimen-
siones relacionadas con el saber, el saber ser, el saber hacer y el saber
estar, promoviendo una formacién que combine conocimientos
sobre legislacion y politicas educativas con habilidades para la
mediacion, la creaciéon de espacios seguros, el uso de lenguaje
inclusivo y la intervencién frente a la LGBTIQfobia.

En consonancia con lo anterior, autores como McCarty-Caplan
(2017), Maldonado (2018) y Fernandez et al. (2023) subrayan que
la incorporacion de contenidos sobre diversidad sexual y de género
en los procesos formativos produce efectos positivos tanto en
las actitudes como en las competencias profesionales del futuro
personal educativo. Del mismo modo, Barrero y Akachach (2023)
recuerdan que no es posible pensar una educacion inclusiva sin
considerar el papel de las competencias emocionales, especial-
mente la empatia, la escucha activa y la gestion emocional como
herramientas esenciales de intervencion socioeducativa.

A partir de los hallazgos obtenidos, puede sostenerse que la
diversidad sexogenérica no debe ser abordada como un contenido
complementario o anecdético dentro de la formacion de edu-
cadores sociales, sino como un eje transversal y estructural de la
practica profesional. La persistencia de practicas cisheteronorma-
tivas en muchos contextos educativos exige profesionales capaces
de cuestionar criticamente los modelos dominantes y generar
espacios educativos donde todas las identidades sean reconocidas,
respetadas y legitimadas. En este sentido, cobra especial relevancia
la propuesta de Carrera (2013), que concibe al educadore social
como une agente de transformacién y subversion de las desigual-
dades de género.

A la luz de estos resultados, este trabajo también permite
identificar varias lineas de mejora orientadas al fortalecimiento de
la formacién del educadore social:

1. Incorporacién transversal de la diversidad sexogenérica en
los planes de estudio universitarios

Se considera prioritario revisar los curriculos de los grados en
Educacion Social para integrar contenidos sobre diversidad sexual,
de género y afectiva de forma transversal, evitando su tratamiento
puntual o residual. La inclusién de estas tematicas debe responder
a una perspectiva critica, interseccional y basada en derechos
humanos.

2. Formacidn especifica del profesorado universitario

No resulta posible formar profesionales inclusivos sin docentes
preparados para ello. Por tanto, es imprescindible fortalecer
la capacitacidon del profesorado universitario en competencias
relacionadas con la diversidad sexogenérica, tal y como plantean
Maldonado (2018), Morifa y Carballo (2018) y Fernandez et al.
(2023.

3. Desarrollo de metodologias activas y experienciales?

Tal como sugieren Ortega (2023), McCarty-Caplan (2017) y
Pichardo et al. (2015), la ensefianza de competencias inclusivas re-
quiere metodologias participativas, estudios de caso, simulaciones,
aprendizaje basado en problemas y espacios de reflexién critica
que permitan al alumnado confrontar prejuicios y desarrollar
habilidades reales de intervencién.

3Un ejemplo claro seria la inclusién de la memoria y la historia del activismo
LGBTIQ+ como parte del contenido formativo, para comprender los avances y
retrocesos en materia de derechos y fomentar una conciencia politica y social activa,
como proponen Galvez y Azdcar (2018).
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4. Fortalecimiento de la educacion emocional

La promocion de competencias emocionales debe convertirse en
un elemento central de la formacion socioeducativa. La empatia, la
gestion de conflictos, la escucha activa y el acompafiamiento emo-
cional resultan imprescindibles para construir climas educativos
seguros y libres de discriminacién.

5. Adaptacién de las estrategias educativas a los entornos
digitales

Las nuevas formas de socializacion juvenil exigen ampliar las
competencias del educadore social hacia el &mbito digital. Como
advierte Aguilar-Galindo (2021) y Infantes y Pérez (2019), las
redes sociales y los espacios virtuales constituyen hoy escenarios
clave donde también se reproducen dinamicas de exclusién y dis-
criminacion, pero donde igualmente pueden generarse practicas
educativas inclusivas.

Finalmente, este estudio permite afirmar que el reto de educar
sin excluir no puede reducirse a la incorporacion de discursos in-
clusivos ni al cumplimiento de normativas institucionales. Implica
una transformacion profunda del modo en que se comprende la
educacidn, la diversidad y el propio rol profesional del educadore
social. Educar desde la diversidad sexogenérica supone reconocer
la pluralidad humana no como una excepcion que deba gestionarse,
sino como una realidad que debe ser celebrada, protegida y acom-
pafiada.

En pocas palabras, el futuro de una Educacion Social verdadera-
mente inclusiva dependerd de la capacidad para formar profesion-
ales criticos, emocionalmente competentes y comprometidos con
la justicia social. Porque, en ultima instancia, educar sin excluir
no significa tinicamente abrir las puertas de las instituciones
educativas a todas las personas; significa garantizar que, una vez
dentro, nadie tenga que renunciar a quién es para sentirse parte
de ellas.
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1. Introduction

ducation is a fundamental human value that plays a sup-

portive role in leading a disciplined life and contributing to
societal development. As a result, the education of both men and
women is necessary. Education is a series of progressive activities
that facilitate learning or the acquisition of skills, knowledge
and values (Alatise et al., 2024). Education is the most important
tool in present day living to prosper and live in peace. Education
enlightens the mind and soul and helps grow and develop them
(Firdous and Ali, 2017). Similarly, Pedrajas and Jalandoni (2023)
mentioned that education encompasses more than just knowledge
acquisition. It plays a significant part in the process of socializa-
tion and the dissemination of standards and ideals like gender
equality. Eseine-Aloja and Ebahi (2021) said that education is a
tool and process of transformation. According to Adekitan and
Shobayo (2020), the value of education is greatly determined by
the quality of the education system to which a student is exposed.
The importance of tertiary academic success has been accepted for
a successful life. The term tertiary education is a relatively recent

one. Previously, the more common term was higher education, but
tertiary education was adopted by the review in order to reflect
the growing diversity of institutions and programmes (Santiago
et al., 2008). University students' time use decisions vary across
students and their activities. These factors are influential to activity
contents and/or activity locations, differently (Lil et al., 2021).
In educational institutions, success is measured by academic
performance or how well a student meets standards set by the
educational institution (Illahi and Khandai, 2015).

In Bangladesh, steps taken to expand women's education have
increased women's participation in higher education. Despite
gender-based differences, their outcomes also vary. Singh (2023)
mentioned that higher education has long been recognized as a
powerful catalyst for societal change. Higher education is a path-
way to economic independence for women. It equips them with
the skills needed to enter the workforce, access higher-paying jobs,
and contribute significantly to their family’s financial well-being.
According to Parajuli and Thapa (2017), gender refers to socially
constructed differences between male and female. Obi et al. (2024)
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mentioned that the word “gender” is a generic term, normally
used to indicate the distinction between humans based on the
masculinity/feminity dichotomy. Victor et al. (2024) said that
gender is a biological as well as socially and culturally constructed
concept of masculinity and femininity on individuals' actions,
opportunities, and societal expectations. The concept of gender
has impacted every segment of societal interactions including
students’ academic performance which encompasses acquisition
of information across cognitive, emotional, and psychomotor
domains encountered in formal educational environment. Karisa
and Mwikamba (2024) mentioned that gender roles in education
reflect societal expectations regarding the behaviors, interests, and
responsibilities of students based on their gender. These roles influ-
ence the learning experiences, educational choices, and academic
achievements of pupils. Abedin et al. (2023) also mentioned that
gender, being a fundamental aspect of one's identity, holds the
power to influence an individual's academic trajectory. Gender is
mainly used conventionally to describe how society gives certain
roles to boys and girls (Gicana and Daradar, 2023).

Time management plays an integral role in students’ day-to-day
lives. Effective time management is critical for student success in
academics and personal growth. Effective time management not
only allows individuals to complete their responsibilities and meet
deadlines but also helps reduce stress, increase focus, and create
a better work-life balance. Time management is the ability to use
one’s time efficiently and effectively. According to Arumugam et al.
(2021), time is a priceless resource and continues to pass by without
coming back therefore, the secret to achieve success in life is
effectively managing this resource that everyone possesses equally
and paying sufficient emphasis to plan. Time management is an
important tool and capabilities that brought to solve any problem to
achieve any success or to have the maximum benefits after putting
in minimum inputs. Similarly, Ismailova and Zayniddinova (2023)
said that time management for students is of utmost importance
to balance their studies with other daily essential tasks. Good
time management reflects on your health and also adds to your
energy to achieve more. Yazhini et al. (2021) also said that time
management is the art of arranging, organizing, and scheduling
one’s time for generating more effective and productive work.
Students’ academic performance is a measure of how the student
has performed for a period in the academic parlance (Aisida, 2021).
However, this variation is not only due to the cooperation of the
family but also the support of different communities and social
systems, which, along with achieving life goals, has a clear impact
on their outcomes through various activities.

2. Objectives of the Study

The main objective of this study was to examine the gender-based
multifaceted activities in relation to academic performance at the
tertiary level in Bangladesh. Besides this, the following objectives
were considered in this study:

a) to identify the daily spending time of the respondents;

b) to investigate the relationship between academic achieve-
ments and other associated factors;

¢) to find out the differences for examination preparation of the
respondents, and

d) to know the opinions of the respondents for the develop-
ments.
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3. Ideas on Time management

The term “time management” became familiar in the 1950s
and 1960s as referring to a tool to help managers make better
use of available time (Razali et al., 2018). The concept of time
management comes from Frederick Winslow Taylor for early
analysis of motion and time studies of workers with purpose to
reduce unproductive work tasks and time wasting (Arumugam et
al. 2021). Liao et al. (2013) proposed the following six types of social
time found on a modern university campus that are experienced by
individuals. These are scheduled time, timeless time, endless time,
compressed time, wasted time, time as goal. Nasrullah and Khan
(2015) said that time management plays a vital role in improving
students’ academic performance and achievements. Each student
should have time management ability which includes setting goals
and priorities, using time management mechanism and being
organized in using time. They also noted an association between
time management abilities and educational outcomes. Yazhini
et al. (2021) said that time management can be defined as the
skill of organizing and prioritizing how to divide the person’s time
between specific activities.

4. Review of the Related Literature

Ubabudu (2024) mentioned that education is the whole gamut
of imparting lifelong learning skills, reflective learning, shared
knowledge, morals, values, and beliefs through effective pedagogi-
cal teaching and learning delivery as well as holistic evaluation in
self-awareness, relationships, problem-solving skills, emotional,
cultural intelligence, creativity, to support individual learners of
diverse origins develop their latent potentials, academic, physical,
emotional, social, and moral capacities. Several studies on time
management, gender issues and academic achievement have been
reviewed in the study to find the research gap.

4.1. Time Management

Time management as behaviours that aim at achieving an effective
use of time while performing certain goal-directed activities.
Broadly speaking, time management refers to activities that imply
an effective use of time that is deemed to facilitate productivity and
alleviate stress. A common feature among the conceptualizations
of time management is planning behavior (Claessens et al, 2007).
Jackson (2009) said that the implementation of realistic time
management plans can improve productivity and the quality of
life. Cyril (2015) revealed that female students are better than male
students in time management. Alyami et al. (2021) mentioned that
the students with positive attitude and who claimed to manage
time and meet their deadlines were also had high academic grades.
Whereas, short-term and long-term time management were not
associated with a high GPA. Lil et al. (2021) opined that the
cross-sectoral perspective emphasizes that a better university life
should not only be just a focus of educators, but also need the
involvement of stakeholders in other sectors, which are associated
with non-studying activities that are directly/indirectly influential
to studying time. This study has presented a relatively holistic
research framework that can capture university students’ time-
use behaviors and influential factors. Efron (2023) revealed that
efficient time and space management allows you to be more
productive and to enjoy academic life to the fullest. Arugaslan
(2024) found a negative relationship between academic dishonesty
behavior and time management skills. Therefore, the findings
indicate that students with effective time management skills
are less likely to engage in academic dishonesty. Ahmad et al.
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(2024) explored the relationship between a sense of purpose and
academic performance among undergraduate students, with time
management as a crucial moderator in this investigation. Terzi et al
(2024) revealed that the interplay between free time management,
leisure satisfaction, and quality of life is influenced by gender, age,
and participation in physical activity.

4.2. Gender Issues

The term gender was offered by the American psychoanalyst
Robert Stoller in the second half of the 20th century to describe
the social aspects of gender as opposed to the concept of biological
sex, which reflects the actual biological differences between
women and men (Shadurski and Lukina, 2016). Females to score
significantly higher than males on achievement goal and study
time (Pirmohamed et al., 2017; Egata et al., 2017). Quadlina (2018)
mentioned that by most measures, girls and women have better
academic performance than do boys and men. She also added that
women made great strides over the course of the twentieth century,
demonstrating strong achievement across levels of education and
entering the workforce in record numbers. Gabdrakhmanova
et al. (2019) said that women and girls face difficulties on the
way to obtaining and completing education. Catherinei (2020)
opined that the male students perform better than their female
counterparts. Ullah and Yousaf (2020) revealed that there is a
positive relationship among the self-efficacy of the students, along
with their academic performance. A high level of self-efficacy has
been observed in male students as compared to female students.
Kisigot et al. (2021) reported that there was a relationship between
students’ gender and academic achievement. Wolters and Brady
(2021) found that students’ planning and their time management
are closely connected. Planning decisions that are focused on
cognitive, motivational, or emotional concerns are likely to have
implications for students’ use of time. Abuh (2021) revealed that
the significant influence of gender on the mean achievement
of students in Science and Technology education. Male student’
perform better than female fork in Science and Technology
education. Tsekpo et al. (2023) said that males outperformed
females in the subjective test in both the pre-test and post-test;
females outperformed males in the objective test in both the
pre-test and post-test; and that in the practical test, females
outperformed males in the pre-test by a small margin but by a
larger margin in the post-test. Bhatti et al. (2023) opined that
there were notable gender discrepancies among undergraduates,
and female students performed much better academically than
male students, as indicated by the cumulative grade point average
they earned at the university. Deng (2024) mentioned that family,
school and society play an important role in shaping an individual’s
gender socialization, and that families can break down gender
bias by changing their own traditional behaviors, breaking down
gender stereotypes, not interfering with their children’s interests,
and encouraging and allowing their children to make free choices
about their education. Godara (2024) opined that empowering girls
through education not only enhances their individual potential but
also contributes to economic growth, social stability, and improved
health outcomes. Mapanje (2024) revealed that the influence
of parental gender roles on children's academic performance
is a multifaceted issue that encompasses various socio-cultural
and psychological dynamics. Ubabudu (2024) demonstrated that
female students perform noticeably better academically than their
male counterparts. Alatise et al. (2024) opined that female students
were discovered to have outperformed their male counterparts

in virtually all academic programmes, including those generally
classified as male-concentrated ones.

Nasir et al. (2025) mentioned that a combination of social,
psychological and socioeconomic factors influences gender incon-
sistencies in academic performance, acknowledging these factors
is essential for creating educational strategies and addressing
gender-specific learning styles, taking into consideration external
stressors in improving effective teaching strategies, ensuring equity
in academic aptitude, and providing full potentiality for both
genders. Moraga-Pumarino et al. (2025) mentioned that the gender
differences in academic self-efficacy among business students, em-
phasizing the importance of tailored interventions. Their findings
indicate that women, in particular, could benefit from initiatives
that strengthen personal efficacy beliefs and address cultural
barriers. Osijirin et al. (2025) recommended encouraging female
students to engage confidently in computer studies and called for
equitable learning opportunities regardless of gender.

4.3. Academic Achievements

Illahi and Khandai (2015) opined that good study habits include be-
ing organized, keeping good notes and reading textbook, listening
in class, and working every day. Bad study habits include skipping
class, not doing work, watching too much TV or playing video
games instead of studying, and losing work. Without good study
habits, a student cannot succeed. Adekitan and Shobayo (2020)
revealed that there is a tendency for the performance of female
students to progressively improve from the first to the final year,
whereas for male students, a tendency for performance decline is
noted. This may be due to peer pressure and the social lifestyle of
male students which provide major avenues of distraction from
the academic demands of a modern-day university. Arumugam et
al. (2021) mentioned that their study influences the relationship
between the time management that impact academic achievement
of the teenagers. Almoslamani (2022) found that learning strate-
gies are a significant predictor of students’ academic achievement.
Students have to pay more attention to the use of these learning
strategies if they are to enhance their academic performance.
Rudhumbu (2022) opined that interaction levels have a significant
influence on the academic performance of all university students.
Abedin et al. (2023) opined that academic performance is a critical
aspect of students’ educational journey, reflecting their learning
outcomes and overall success. Portillo (2023) mentioned that it is
important to understand that students learn in different ways and
that holding everyone accountable will predict the result in the
classroom environment. For that reason, understanding students'
culture and what culture entails is key to helping students and
families. Skrbinjek (2023) opined that good time management is a
crucial aspect of academic success. People who effectively manage
their time experience reduced tension and stress, and have fewer
difficulties balancing work and family as well as issues related to
well-being. Kassaw and Demareva (2023) identified many factors
that affect academic achievement, including controllable factors
such as facility-related variables, emotional factors, and lifestyle
factors. They also added that academic success is a measure
of students’ ability to attain their educational objectives, often
assessed through regular evaluations or examinations.

Ubabudu (2024) opined that poor quality education is widely
acknowledged to have some adverse effects on student’s academic
performance, poor lifestyle choices, professional growth and
development, and general well-being, which will conversely affect
the growth and development of the country. Munir et al. (2024)
viewed that discipline in education is a critical aspect that plays

|
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a pivotal role in shaping academic achievement at the university
level.

Aden (2025) said that students’ academic success plays a vital
role in the economic prosperity and social development of any
society and reflects the quality of the education system that pro-
duces high-skilled, knowledgeable and experienced graduates who
will become effective leaders and hardworking manpower. Jaafar
et al. (2025) opined that academic excellence is influenced by a
multitude of factors, including self-concept, students’ attitudes,
and their intrinsic motivation. As such, prioritizing core subjects
while fostering a holistic learning environment is crucial to en-
suring an integrated and effective educational process, ultimately
leading to improved academic performance. Lukalet al. (2025)
showed that self-efficacy has a significant impact on students’ aca-
demic achievement. Specifically, students with high self-efficacy
tend to perform better academically compared to those with low
self-efficacy. Masnan et al. (2025) provided valuable insights into
the effects of self-esteem, sleep quality, class attendance, time
management, and sense of purpose on academic performance
among undergraduate students in Malaysia. Positive and statisti-
cally significant relationship with academic performance. Fu et al.
(2025) mentioned that self-control and mobile phone dependence
act as significant mediators in the relationship between time man-
agement and study engagement. Galaviz et al. (2025) mentioned
that a low level of correlation between grade point average and
academic time management. Keyes et al. (2025) showed that a rel-
atively simple time allocation reflection exercise can enhance the
amount of time students plan to spend on their future assignments.
Alam et al. (2025) opined that the emotional toll is severe, with
many reporting anxiety, depression, low motivation, and declining
academic performance, as some skip classes or fall behind in
coursework. Vieriu and Petrea (2025) mentioned that students
are encouraged to take an active role in their learning process by
developing skills in exploration, analysis, and problem-solving.
Critical thinking skills are essential for shaping students’ overall
learning experiences.

So many authors tried to investigate the different issues in rela-
tion to time management, still, the following gender based issues
on the daily spending time of the respondents, the relationship
between academic achievements with others associate factors, the
examination preparation differences of the respondents, and the
developments of the respondents yet reveled in the context of
Bangladesh.

5. Theoretical Framework

5.1. Functionalism

Functionalism is a theoretical perspective that focuses on the func-
tions performed in society by social structures such as institutions,
hierarchies, and norms. Within this theory, function refers to the
extent to which a given activity promotes or interferes with the
maintenance of a system (Gomez-Diago, 2020). Functionalism
takes a structural (or systems) approach to the study of human
societies. This means that they see society as an organized sys-
tem of interrelated parts or ‘structures’ such as institutions (e.g.
Education, the nuclear family), this system of institutions (or
structures) work together to form the society as a whole (Milton,
2007). In functionalism, mutual interdependence plays a key role.
For students’ learning and achievement of good results, there exists
mutual interdependence among family, educational institutions,
accommodation, studies, and related factors.

3 |}
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5.2. Activity Theory

Activity theory is a conceptual framework based on the idea that
activity is primary, that doing precedes thinking, and that goals,
images, cognitive models, intentions, and abstract notions (Morf
and Weber, 2000). Activity theory is a framework for studying
various forms of human behavior and social practices. It considers
the activity interaction between individuals, organizations, social
groups, etc. with their context (culture, norms, rules, values,
technologies, artifacts, and power structures) as the basic unit
of social systems (Adamides, 2023). Students prepare for studies,
classes, and examinations at various times in the hope of achieving
good results. For this, they require proper time management,
including sleep and rest.

5.3. Theory of Academic Performance

Performance is the ability of a student to complete a task. The task
completion results could be positive or negative (Balogun et al.,
2020). According to the theory of academic performance, it can
be used to improve performance. To perform is to produce valued
result, and a performer as an individual or a group that engages in
collaborative effort (Elger, 2007). There are differences in academic
performance between male and female students. They achieve
results commensurate with their respective efforts in studying.

5.4. Role Theory

According to the social role theory, the differences between
the behaviors of women and men can be explained by gender
stereotypes and social roles (Cimen and Serin, 2021). Concepts of
role theory can be traced back to before 1900, although the use of
the term ‘role’ only became common in the 1930s. The basic idea
is that individuals have various roles in life and that these roles
come with prescriptions on how individuals should behave (Van
der Horst, 2016). Role theories examine how individual behavior
is shaped by prevailing social roles and provide insights into how
behavior is perceived by others in light of such roles (Anglin et
al., 2022). Role theory operates under the key assumption that
individuals have various roles that they play in daily life (Biddle,
1986). According to gender role theory, men and women are
beholden to certain behavioral prescriptions based upon their
gender (Smith et al., 2013). The primary task of students is to
study regularly. To this end, they manage their time and engage
in all related activities. In this regard, differences can be observed
between male and female students.

6. Research Methodology

Data were collected from the Department of Sociology, University
of Rajshahi, Bangladesh. Respondents were admitted to the de-
partment in the 2020-2021 academic session. They have completed
six semesters of three years out of eight semesters of four years.
They are studying in the seventh semester. All the students of this
semester were selected for collection of data purposively due to
realize the scenario based on gender. The total numbers of the
respondents were 103 among them 39 were male students and 64
were female students. This study was explorative in nature. Tools
and techniques based on the objectives of the study, social survey
and Focus Group Discussion (FGD) methods were used for the
collection of data. A questionnaire was used as a technique of social
survey method in which open-ended and closed-ended questions
were included. A check list was used for the FGD method, and
data of FGD method was used for the analysis of the tables and
figures. In the table and figures percentages are calculated based
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on gender. One FGD was conducted, including male and female
students. Eight members were participated in the FGD. Though
this research is not enough to interpret the findings in a whole
university in the country but it will help to the students, new
researcher, and policy maker to understand the scenario of the
gender based activities and academic performance at the tertiary
level in Bangladesh.

7. Results and Discussion

7.1. Spending Daily Time

Table 1. Analysis of the daily spending time of the respondents

Sources Time Male Fe- Sources Time Male Fe-
(hour) Stu- male (hour) Stu- male
dents Stu- dents Stu-
(%) dents (%) dents
(%) (%)
Class >1 - - Social >1 25.64 32.80
Media
2 30.77 14.06 2 38.46 46.88
3 46.15 53.13 3 15.38 10.94
3+ 23.08 32.81 3+ 20.52 9.38
Total 100.00 100.00 Total 100.00 100.00
Study >2 30.77 18.75 Gossip >1 53.85 73.43
2-4 35.90 40.62 2 33.33 21.88
4-6 17.95 28.13 3 7.69 3.13
6+ 15.38 12.50 3+ 5.13 1.56
Total 100.00 100.00 Total 100.00 100.00
Mobile >1 10.26 20.31 Sleep >1 - 1.56
Phone
2 12.82 23.44 2 23.08 7.81
3 20.51 25.00 3 69.23 78.13
3+ 56.41 31.25 3+ 7.69 12.50
Total 100.00 100.00 Total 100.00 100.00

Most of the respondents spent their daily time on various multi-
faceted activities, especially attending classes, studying regularly,
using mobile phones to find study materials, using social media
to stay connected and updated, gossiping for refreshment, and
sleeping. These activities helped them prepare for classes and
ultimately achieve good academic results.

7.2. Study Time

Table 2. Analysis of the study time of the respondents

Sources Time Male Female Sources Time Male Female
(hour) Stu- Stu- (hour) Stu- Stu-
dents dents dents dents
(%) (%) (%) (%)
Early 0 71.80 43.75 After 0 64.10 62.50
Morn- Noon
ing
>1 7.69 39.06 >1 20.52 20.31
1-2 15.38 9.38 1-2 12.82 14.06
2+ 5.13 7.81 2+ 2.56 3.13
Total 100.00 100.00 Total 100.00 100.00
Morn- 0 35.90 46.88 Evening 0 66.67 53.13
ing
>1 12.82 21.88 >1 20.51 23.44
1-2 43.59 25.00 1-2 7.69 17.18
2+ 7.69 6.24 2+ 5.13 6.25
Total 100.00 100.00 Total 100.00 100.00
Noon 0 84.62 79.69 Night 0 12.82 20.31
>1 15.38 6.25 >1 15.38 17.19
1-2 - 12.50 1-2 35.90 28.12
2+ - 1.56 2+ 35.90 34.38
Total 100.00  100.00 Total 100.00 100.00

Regular study boosts knowledge enrichment and helps to
achieve the best results. Respondents studied at different times,
such as early morning, morning, noon, afternoon, evening, and

night. Data shows that female students were much more studious
than male students. Female students tried to study whenever they
got the opportunity, which was reflected in their academic results.

Those who preferred to study in the early morning cited a fresh
mind, cool environment, better memorization, studying one month
before examinations, and feeling better overall. Those who pre-
ferred morning mentioned a calm mind, better retention, studying
before class, and a quiet environment. Those who preferred noon
said they did not rest at noon, studied for career preparation after
resting, and found the library best at this time due to less pressure.
Those who preferred the afternoon noted a refreshed mind after
sleeping, focused on revision, read newspapers, and could not
study at night. Those who preferred evening felt better during this
time, prepared notes, memorized easily, studied important topics,
and remained attentive. Those who preferred night mentioned
deep concentration at night, a silent environment, no noise, regular
study habits, being accustomed to night study, more opportunities
to study at night, and a fresh mind after the day.

7.3. Pressure of Studying

Table 3. Analysis of opinions of the respondents on the pressure of study

Opinions Male Students Female Students
P F % F %
Yes 15 38.46 37 57.81
No 24 61.54 27 42.19
Total 39 100.00 64 100.00

Data shows that female students felt more study pressure than
male students due to dissatisfaction with academic results, lack
of interest in studying more, mental strain from excessive study;,
difficulty understanding sociological issues, lack of enjoyment in
studies, poor memorization, doubts about the utility of the subject,
limited institutional resources, inattention in class, psychological
pressure from financial crises, simultaneous pressure from aca-
demic study and job preparation, and the vast curriculum content
hindering understanding.

On the other hand, most of the respondents did not feel any
study pressure because it contributed to a better future, fulfilled
their dreams, enriched personal development, and supported
overall career and future growth.

7.4. Opinions on Study

Table 4. Analysis of opinions of the respondents on the study

Opinions Male Students Female Students

F % F %
Very pleasant 2 5.13 2 3.13
Pleasant 24 61.54 38 59.37
Painful 13 33.33 24 37.50
Total 39 100.00 64 100.00

Data shows that most of the respondents, both male and
female, found their studies pleasant. Only a few respondents
felt it was very pleasant, while some experienced pressure and
dissatisfaction with the results. Both male and female students
sometimes found studying painful due to dissatisfaction and
difficulty understanding sociological issues.

GJHSS-G VoL. 26 Issue 5 - 2026
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7.5. Academic Achievements and Fathers Occupations

Table 5. Analysis of the relations between academic achievements and
fathers’ occupation of the respondents

Occupa- Result of the Male Result of the Female
tions Students (GPA) Students (GPA)

2.50- 2.75- 3.00- 3.25- 3.50- 3.75+ 2.50- 2.75- 3.00- 3.25- 3.50- 3.75+

274 299 324 349 374 274 299 324 349 3.74

% % % % % % % % % % % %
Service - - 513 256 256 - 1.56 - 6.25 1250 3.13  1.56
Business - - 2.56 2.56 - - 1.56 1.56 7.82 1406 4.69 -
Lawyer - - - - - - - - - - 1.56 -
Farmer - - 33.33 12.82 256 - - 1.56 6.25 10.06 4.69 -
Retired - 256 513 2.56 - - 1.56 1.56 1.56 - - -
Migrant - - - 256 - - - - - 1.56 - -
Van puller - - - 256 - - - - - - - -
Black- - - 256 - - - - - - - - -
smith
Day - - - - - - - - 1.56 1.56 -
Laborer
None - 256 769 7.69 - - 1.5 - 1.5 6.69 - -

and obtained good results. Male respondents who achieved the
best results also tended to live in halls.

7.7. Monthly Expenditure and Academic Achievements

Table 7. Analysis of the relations between academic achievements and
expenditure of the respondents

Expen-  Result of the Male Result of the Female

diture Students (GPA) Students (GPA)

(BDT) 2.50- 2.75- 3.00- 3.25- 3.50- 3.75+ 2.50- 2.75- 3.00- 3.25- 3.50-
274 299 324 3.49 3.74 274 299 324 3.49 3.74

% % % % % % % % % %o % %o

3.75+

>2000 - - - - - - - 1.56 156 - - -
2000- - 2.56 2821 1026 2.56 - 1.56 - 313 2344 156 -
4000

4000- - - 20.21 23.08 2.56 - 1.56 - 17.19 2344 1094 -
6000

6000- - 2.56 256 - - - 1.56 1.56 1.56 1.56 1.56 1.56
8000

8000+ - - 513 - - - 1.56 156 - - 1.56 -

Encouragement and family support are crucial for students
to achieve the best results. Financially solvent families tend to
encourage their daughters to pursue higher education, considering
security issues and other necessities for the female students. This
study clearly shows that most of the fathers of female students
were service holders or businesspeople. It is also noteworthy that,
in the current context of Bangladesh, farmers are increasingly
encouraging their daughters to receive higher education, and
the female students are achieving good academic results. In this
academic session, female students performed much better than
male students, with 11 female students securing a GPA of 3.50 or
above.

7.6. Residence and Academic Achievements

Respondents usually lived in their own homes, university halls,
messes, or rented houses, depending on their status and pref-
erences. University halls, located on campus, provide the most
suitable environment for study and help students achieve the best
results. Residence therefore plays an important role in academic
performance. Female students preferred halls for study opportu-
nities and security reasons, and generally avoided messes. The
table shows that most of the female respondents lived in halls and
obtained good results. Male respondents who achieved the best
results also tended to live in halls (Table 6).

Table 6. Analysis of the relations between academic achievements and
residence of the respondents

Result of the Male
Students (GPA)

Result of the Female

Resi- Students (GPA)

dence 250- 275 3.00- 325 3.50- 3.5+ 250- 275 3.00- 325 3.50- 375+
274 299 324 349 374 274 299 324 349 3.74
% % % % % % % % % % % %
Own - 256 - 256 - - 156 156 - 313 156 156
Home
Hall - 256 4103 2821 513 - 313 313 2344 4219 1094 -
Mess - - 1538 256 - - 156 - - - 156 -
Rent - - - - - - - - - 313 - -
House
House of - - - - - - - - - - 1.56 -

Grand
Mother

Respondents usually lived in their own homes, university
halls, messes, or rented houses, depending on their status and
preferences. University halls, located on campus, provide the
most suitable environment for study and help students achieve
the best results. Residence therefore plays an important role in
academic performance. Female students preferred halls for study
opportunities and security reasons, and generally avoided messes.
The table shows that most of the female respondents lived in halls

oy |

GJHSS-G VoL. 26 IssuE 5

Most of the respondents lived in halls, which helped them to save
money and maintain their living expenses between 4,000 and 8,000
taka per month. There was a little difference between male and
female students in this regard. The average monthly expenditure
of the male students is about 4436 taka, and the average monthly
expenditure of the female students is about 4656 taka.

7.8. Sources of Expenditure

Data shows that most of the male respondents covered their
monthly expenses with money received from their fathers. Some
were involved in private tuition to meet study-related challenges.
On the other hand, most of the female respondents received money
from both father and mother, with fewer engaged in private tuition
due to its scarcity in Rajshahi.

Table 8. Analysis of the sources of expenditure of the respondents

Sources Male Students Female Students
F % F %
Self 6 15.38 4 6.25
Father 29 74.36 19 29.69
Mother 29 74.36 4 6.25
Brother 4 10.26 4 6.25
Sister - - 1 1.56
Scholarship 1 2.56 2 3.13
Tuition 4 10.26 7 10.94
Husband - 3 4.69

Taking multiple answers

7.9. Preparation of Examination of the Respondents

Examinations are held twice (midterm and final) per semester,
with two semesters per year. In the last semester of the respective
year, a seminar presentation is required, and groups are formed
after the second semester begins. Respondents showed varied ap-
proaches to exam preparation: studying in advance, using course-
based notes and internet materials, following class lectures, seek-
ing teacher guidance, and studying whenever interested. Serious
students studied regularly and attentively, used the seminar library,
followed the syllabus, and worked intensively. Very few were
inattentive or irregular due to psychological pressure or frustration
with results. A small number of the respondents provided no
comments on their preparation.

7.10. Opinions for the Development of the Students

Respondents offered suggestions for the students’ development.
Male students emphasized careful time management, complet-
ing study activities on time, maintaining continuity in studies,
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ensuring physical and psychological fitness, acquiring practical
skills, providing quality education, developing a strong curriculum,
mentoring freshers’, offering financial support to poor students,
teaching ICT skills, focusing on career development, identifying
students’ problems, reducing academic pressure, and encouraging
practical activities.

Female students suggested hard work, regular and attentive
study, reduced mobile phone use, effective time management,
creating a friendly study environment, caring for psychological
and physical health, arranging service-based learning and train-
ing, conducting educational research, organizing seminars and
workshops for career development, building moral and ethical
qualities, goal-oriented planning, including practical alongside
theoretical knowledge, ensuring a safe education environment,
reducing social media distraction, promoting effective learning
over pressure, contributing to national welfare, developing men-
tality and additional skills, reducing corruption and disparity,
and participating in extracurricular activities. These opinions
from respondents can significantly help students to improve their
studies and future careers.

8. Conclusion

Distinct differences are evident in the activities of the respondents
when centred on academic performance. In terms of daily time
allocation, female students spend more time attending classes,
studying, and sleeping compared to the male students. Conversely,
male students devote more time to mobile phone usage, social
media, and gossiping than their female counterparts. With regard
to study hours, female students allocate significantly more time to
studying during the early morning, morning, noon, afternoon, and
evening periods compared to the male students. Male students,
however, tend to spend more time studying at night. Although
female students generally achieve better examination results than
male students, they perceive academic tasks as more stressful
than do their male counterparts. Many female respondents even
describe studying as painful. The occupational status of the fathers
of the female students is generally higher than that of the male
students. This factor contributes to the best academic performance
of the female students. The majority of the respondents reside in
university halls of residence. Compared to those living in other
accommodations, hall residents demonstrate better examination
results. In terms of monthly expenditure, the female students incur
higher amounts than the male students, which plays a positive role
in facilitating their better academic outcomes. A greater diversity
of funding sources for these expenditures is observed among
the female students compared to the male students. Effective
examination preparation plays a crucial role in achieving good
academic results. In this regard, the female students make greater
efforts to prepare according to a structured and proper plan
compared to the male students.

9. Policy Recommendation

The measures that can be taken to ensure students’ best academic
performance and future success include: studying in a timely
and disciplined manner, acquiring practical life-oriented activities
and skills, arranging mentoring programs for the newly admitted
students, reducing mobile phone usage, focusing on effective time
management, and ensuring the provision of quality education for
the students.
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1. Introduction

I n early 2023, a senior academic administrator at a research-
intensive university declared during a faculty meeting that their
institution no longer needed to hire “expensive Al consultants”
because “everyone has ChatGPT now.” The statement was met with
murmurs of agreement from some quarters and visible discomfort
from others, particularly from the computer science faculty who
had spent decades building the expertise now apparently rendered
obsolete by a tool anyone could access for twenty dollars a month.
This moment, unremarkable in its particulars, because it has been
repeated in countless variations across universities, hospitals, law
firms, and corporations, captures the phenomenon this paper seeks
to name and interrogate.

The diffusion of generative artificial intelligence (GenAlI) tools
has occurred at an unprecedented pace in the history of technologi-
cal adoption. Within eighteen months of ChatGPT's public release,
knowledge workers across sectors had integrated large language
models into their daily workflows (Dwivedi et al., 2023). This dif-
fusion has produced a curious and underexamined phenomenon:
individuals with no formal training in artificial intelligence now
routinely describe themselves, and are described by others, as "Al
experts” based solely on their proficiency in using AI but not nec-
essarily classified as Al experts. The academic administrator who
believes that their institution's AI needs are solved by ChatGPT
access is not lying. They genuinely believe that they understand
something that they do not necessarily understand. This belief,
multiplied across thousands of institutions and millions of knowl-

edge workers, constitutes something more consequential than
individual error. It represents an emerging category crisis in what
it means to be an Al-related expert.

This position paper comprises four sections. First, I establish
a conceptual distinction between possessing Al literacy and
being an AI expert, drawing on established frameworks that
reveal why functional proficiency cannot substitute for genuine
understanding. Second, I argue that GenAl introduces a distinctive
form of identity threat that existing identity work scholarship
has not adequately theorized. Third, I draw insights the central
paradox from the few empirical studies that Gen AI compresses the
measurable expertise gap while creating conditions under which
users cannot recognize when their expertise is failing. Finally, I
articulate the implications for higher education and professional
practice and offer tentative solutions, arguing that unless we
develop a more precise vocabulary for distinguishing use from
understanding, we will continue to build consequential decisions
on the foundations of simulated expertise.

2. “Al Literacy” Versus “Al Expert”

The Al literacy literature provides a necessary starting point for
distinguishing tool use from genuine understanding. Long and
Magerko (2020) defined Al literacy as a set of competencies that
enables individuals to critically evaluate, communicate with, and
effectively use AI technologies. Their framework encompasses
knowing what Al is, understanding how it works, recognizing
when and where it should be deployed, and grasping its ethical
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implications. Critically, operating an Al interface (i.e., typing a
prompt into ChatGPT or any other Al tool), fulfills only a fraction
of these competencies. A user who can obtain useful outputs from
GenAlI has achieved what Ng et al. (2021) term “functional use”,
but not necessarily achieved ”conceptual understanding.” This
distinction is not pedantic. It is the difference between knowing
that a prompt produces a certain output and knowing why the
output is structured as it is, what the model's architecture enables
and constrains, where the training data originated from, and under
what conditions the output is likely to be unreliable.

This distinction becomes sharper when examined through the
lens of expertise theory. Dreyfus and Dreyfus (1986) proposed that
expertise develops through five stages (novice, advanced beginner,
competent, proficient, and expert) and that genuine expertise
cannot be reduced to rule-following or tool operation. Novices
follow context-free rules. Experts perceive situations holistically
and respond with tacit, embodied judgments that cannot be fully
articulated. When a novice uses GenAl to produce expert-seeming
output, they have not traversed these five stages. They have
borrowed or acquired the appearance of their destination without
undertaking the journey. The output may be indistinguishable
from expert work, but the capacity that matters most (knowing
when the output is wrong, understanding why it is wrong, and
deciding what to do about it) never develops, because it is never
exercised. The hallmarks of genuine expertise therefore remain
absent even when the product looks expert.

To paint a distinctive picture, Collins and Evans (2007) offer fur-
ther precision by distinguishing between ”contributory expertise”
(the ability to perform a practice) and interactional expertise” (the
ability to talk meaningfully about a practice without being able to
perform it). GenAl users occupy an ambiguous position relative
to this typology. They can produce outputs that resemble like the
work of a contributory expert, yet lack the embodied judgment
that undergirds genuine contributory expertise. They can talk
about the outputs - "I asked ChatGPT to analyze this dataset and
it identified three key trends” - but this talk is not interactional
expertise in Collins and Evans (2007) sense, because it does not
demonstrate deep understanding of the specific field’s context.
Rather, something I call simulated contributory expertise: the abil-
ity to generate the outputs of a practice without the embodied
judgment that ordinarily produces them. The simulation is not
fraudulent. The user genuinely believes they understand because
the tool's fluency creates what Bender et al. (2021) term an "illusion
of meaning.” The statistical pattern-matching that produces fluent
text is mistaken for comprehension, both in the machine and the
user.

One might object that this is nothing new. Calculators, spell-
checkers, and statistical packages such as SPSS have long let users
produce competent outputs without the underlying mathematical
or statistical knowledge - a form of cognitive offloading that
predates GenAl by decades (Risko & Gilbert, 2016). The objection
deserves a direct answer, and the answer is that it misidentifies
what is offloaded. Earlier tools automated bounded, rule-governed
sub-tasks within closed domains: a calculator returns a determi-
nate answer the user can in principle verify, and SPSS executes
a procedure the user has already selected. The interpretive layer
(deciding which test to run, judging whether a result is plausible,
determining what it means) stayed with the user.

GenAl differs in three respects. First, it does not automate a
sub-task but simulates the judgment-bearing output itself: the
argument, the synthesis, the analysis that constitutes the practice.
Second, it operates in open-ended domains where no determinate
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correct answer exists for the non-expert to check against. Third,
it delivers that output in fluent, confident prose that imitates the
surface signature of understanding, so the very cue that once
flagged incompetence - inability to produce expert-looking work -
is removed. The novelty is not offloading. It is that the offloaded
layer is the one that constitutes expertise, and that the tool conceals
the offload from the user.

To further highlight why AI literacy and Al experts are not
the same, the Dunning-Kruger effect (Kruger & Dunning, 1999)
provides the final piece of this theoretical architecture. Individuals
with the least competence in a specific field’s context are most
likely to overestimate their expertise. GenAlI amplifies this effect
by providing fluent and confident outputs that mask the user's
underlying lack of understanding. The tool makes the user feel
competent because its outputs appear competent. The metacogni-
tive deficit that would ordinarily signal incompetence (the inability
to produce work that meets expert standards) is short-circuited
by the tool's capacity to produce such work. The user receives
positive feedback on their GenAl-augmented outputs and reason-
ably concludes that they are developing genuine expertise in the
process. They are not. They are developing proficiency in a tool
whose outputs they cannot evaluate reliably.

To concur, Floridi and Chiriatti (2020) put the matter starkly:
GPT-3 produces text without understanding. Its outputs are
syntactically impressive but semantically hollow. Confusing its
output with intelligence is a categorical error. I extend this insight
by arguing that confusing one's ability to produce such outputs
with one's own Al expertise is the same category error, displaced
onto the self. Users attribute to themselves a competence that
properly belongs to the tool, and more precisely, to the tool's
developers and the vast corpus of human-generated text on which
it was trained.

3. The Professional Identity Crisis Nobody Is
Talking About

Professional identity is not a stable attribute but rather a discursive
accomplishment. Alvesson and Willmott (2002) established that
individuals construct and maintain professional selves through
ongoing identity work from formation, repair, and revision of
self-narratives in organizational life (Svenningsson & Alvesson,
2003). This identity work is constrained by organizational identity
regulation, the discourses and practices through which institutions
shape what counts as a legitimate professional self. For academics,
this regulation operates through peer review, promotion crite-
ria, citation metrics, and the informal prestige economy of a
disciplinary reputation. For knowledge workers more broadly, it
operates through job descriptions, performance evaluations, and
tacit recognition of who "knows and does things” and who does
not.

Technological disruptions have long been recognized as triggers
of intensified identity work. Ibarra (1999) demonstrated that
professionals construct “provisional selves” during role transitions,
experimenting with possible identities before committing to one.
Pratt et al. (2006) showed that professional identity construction
involves cycles of violation and patching when work experiences
fail to match self-concept. Identity work is mobilized to repair the
breach when what one does diverges from who one understands
oneself to be. Lamb and Davidson (2005) extended this framework
to information technology, showing that IT artifacts do not
simply augment professional identity; they actively reconfigure it,
sometimes in ways users do not recognize. Beane (2019) provided
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the most proximate precedent: when robotic surgery automated
aspects of surgical skill, surgical trainees engaged in “shadow
learning” (i.e.., finding unofficial ways to develop competence
that the formal system no longer supported) to maintain their
identities as competent future surgeons.

Beyond earlier technology disruptions in 1990s and 2000s,
recently, a substantial body of scholarship has already examined
how professionals renegotiate autonomy and identity under
algorithmic systems. Kellogg et al. (2020) characterize algorithms
as a new contested terrain of control at work; Pachidi et al. (2021)
show how an analytics-based “regime of knowing” reconfigured
whose expertise counted in a sales organization; and Waardenburg
etal. (2022) trace how predictive-policing algorithms spawned new
brokering roles that reshaped professional knowledge claims. This
work establishes that algorithmic systems do not merely augment
work - they redistribute the authority to know. GenAlI, however,
introduces a distinctive form of identity threat that this literature
does not fully capture.

The systems the existing studies examine typically classify, score,
or recommend, and professionals experience them as an external
“other” to be resisted, brokered, or worked around. GenAl instead
produces the professional’'s own signature output in the first person.
Where earlier algorithmic systems provoked inter-occupational
contests over whose judgment counts, GenAl provokes an intra-
personal one: not "who owns this jurisdiction” but "was my
expertise ever real?” The threat is not that an algorithm decides in
the professional's place, but that it composes in the professional's
voice.

Unlike robotic surgery, which visibly automates physical skills,
GenAl automates cognitive outputs. The tool produces work that
professionals could produce, but faster and often at better quality.
The boundary between “what I made” and ”"what the tool made”
becomes porous. For academics who have built an identity around
being “the person who writes well” or “the person who synthesizes
complex literatures,” this porosity is existentially destabilizing.
Identity crisis is not primarily about being replaced, although that
fear is real. It is about becoming uncertain about whether one
was ever truly an expert in the first place. If a tool can do what I
spent years learning to do, was my expertise real, or was it merely
the slow, inefficient performance of what an algorithm now does
instantly?

This crisis operates at both the individual and collective levels.
At the individual level, knowledge workers experience what Pratt
etal. (2006) would recognize as identity violation: the work they are
doing, or that the tool is doing through them, no longer matches
their self-concept as experts. They may respond by defensively
asserting their unique human value (Al can't replicate true
creativity” or "Al lacks critical thinking”), by over-identifying with
the tool ("I'm an Al-powered researcher now”), or withdrawing
from specific fields’ contexts where the tool threatens their identity.
None of these responses addresses the underlying problem of
category confusion between using and understanding Al

At the collective level, the crisis is overwhelming. Abbott (1988)
theorized that professions maintain jurisdiction through abstract
knowledge systems. When tools democratize task performance,
jurisdictional boundaries are renegotiated. GenAl creates a situa-
tion where the abstract knowledge base of Al expertise” is itself
shifting rapidly (the technology changes faster than any individual
can master it), while the tool simultaneously democratizes the
task-performance dimension. Anyone can produce Al-augmented
outputs. The result is a jurisdictional chaos. Who is the Al expert”
at the university? A computer scientist who understands trans-

former architectures? An educational technologist who knows how
to effectively prompt for pedagogical scenarios? The administrator
who has read several articles about Al in higher education and now
speaks fluently about “the opportunities and challenges”? Each
has a claim, but the claims are incommensurable in nature. They
rest on different forms of knowledge, modes of demonstration,
and sources of legitimacy.

Not disputing that AI literacy cannot create new forms of Al-
related expertise, Barley (1996) showed that new technologies
can create new expert roles that reconfigure existing hierarchies.
However, Barley (1996) studied the moment when the technology
stabilized sufficiently for new roles to crystallize. GenAlI has not
stabilized, nor is it likely to do so in the foreseeable future. The
jurisdictional negotiations that Abbott described are occurring in
real time, but without the fixed reference points that previously
allowed professions to reach settlements. The category of "Al
expert” is being constructed, contested, and potentially dissolved
faster than the social processes that ordinarily regulate professional
identity can operate.

4. The Central Paradox

The emerging empirical literature on GenAlI's effects contains
a paradox that has not been adequately reconciled, and this
paradox is directly relevant to the professional identity crisis I
am describing.

Brynjolfsson et al. (2023) studied 5,179 customer support agents
using a GPT-based assistant and found that novice and low-
skill workers improved productivity by 34 percent, while high-
skill workers saw minimal gains. The Al effectively transferred
best practice patterns from experts to novices through the tool
itself. Based on this evidence, GenAl appears to compress the
expertise gap. Tool access functionally substitutes for experience
in structured, task-specific fields. If we infer from this finding,
academic administrators who believe that their institution no
longer needs Al consultants because everyone has ChatGPT have
empirical support for that position. The tool does, in measurable
ways, level the playing field between those with formal AI training
and those without.

Dell'Acqua et al. (2023) provided a counterpoint. Studying 758
consultants using GPT-4 on realistic tasks, they found that for
tasks within GPT-4's capability frontier, consultants improved by
40 percent. However, on tasks outside the frontier, those using Al
performed 23 percent worse than those who did not. Critically,
participants could not reliably distinguish frontier-inside tasks
from frontier-outside tasks. Tool access without judgment was
net-negative for boundary tasks.

These findings are not contradictory in the sense that one must
be wrong. They are contradictory in a deeper sense: they reveal that
GenAl simultaneously compresses the measurable expertise gap
and creates conditions under which users cannot recognize when
their expertise is failing. This is the ”jagged technological frontier”
(Dell'Acqua et al., 2023) mapped onto the Dunning-Kruger effect.
The tool makes novices better at tasks within its capabilities
while leaving them unable to perceive the boundaries of those
capabilities. The confidence derived from improved performance
on frontier-inside tasks bleeds into frontier-outside tasks, where it
is precisely what produces failures.

Consider the implications for academics who have begun to
identify as “AI expert” based on their GenAl proficiency. On
frontier-inside tasks (e.g., summarizing articles, generating discus-
sion questions, and drafting emails), their performance improves
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markedly. They receive positive reinforcement from colleagues
who are impressed by their fluency with new technology. Their
provisional identity as "someone who knows AI” is validated.
When asked to make consequential decisions about AI (whether to
adopt a particular tool that raises privacy concerns, how to evaluate
a vendor's claims about their Al tools’ capabilities, whether a
student's use of GenAl constitutes plagiarism or legitimate as-
sistance), they are operating on frontier-outside terrain without
recognizing it. And they cannot tell. The metacognitive skills that
would signal ”I don't know enough to make this judgment” have
been eroded by the tool's fluency on easier tasks.

This is not merely an individual issue. It scales. Organizations
that hire and promote based on Gen Al-augmented output rather
than demonstrated understanding of AI are building decision-
making structures on a foundation of simulated expertise. When
the jagged frontier is crossed, and it will be, the organization will
have no internal capacity to recognize or correct the failure. An
academic administrator who believes that their institution's AI
needs are solved will not perceive the moment when they are not.
They lack the conceptual understanding necessary to perceive it.
The tool that made them feel competent also made them incapable
of recognizing their incompetence.

5. Implications for Higher Education and Profes-
sional Practice

The confusion regarding the distinction between GenAl tool use
and AI expertise has immediate and pressing consequences for
higher education, both as a site of knowledge production and as
an institution that certifies expertise.

Consider first the implications for educators. Krammer (2023)
argued that AI's entry into management education demands
critical reflection on what it means for how and what we teach.
The same is true for other disciplines. Faculty members who lack
a conceptual understanding of AI are nonetheless being asked
to make consequential pedagogical decisions about it: should
students be permitted to use GenAl on assignments? If so, what are
the attribution requirements? How should curricula be redesigned
to account for AI's capabilities? Making these decisions well does
not require an instructor to build language models or master
transformer mathematics; that is developer-level expertise, and
demanding it of every humanities or social-science instructor
would be neither realistic nor necessary.

What it does require is critical conceptual literacy that comes
from genuine curiosity: a working grasp of what these systems
are, how they generate text, why they hallucinate, where their
training data come from, what biases and limits follow, and what
the pedagogical and ethical stakes are. Therefore, an educator
with only functional facility with GenAI - who can prompt
effectively but cannot reason about its limitations, failure modes,
or appropriate uses is not yet equipped to make these decisions,
even though the fluency of the tool can make them feel equipped.

This problem is compounded by institutional incentives. Uni-
versities are under pressure to demonstrate that they are "embrac-
ing AI” and preparing students for an Al-augmented workforce.
This pressure creates a demand for visible Al initiatives, such
as workshops on prompt engineering, Al literacy requirements
in curricula, and statements of Al strategy. Yet, the content of
these initiatives often reflects the same category confusion I have
described. Prompt engineering workshops teach functional use
without conceptual understanding of Al itself. Al literacy require-
ments are designed by committees whose members learned about
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Al from the same tools they are now teaching students to use. The
blind lead the blind, and both believe that they can see.

On a constructive criticism route, Selwyn (2022) warned that
Al in education is surrounded by hype that obscures its actual
pedagogical limitations, and that educators should resist techno-
solutionism. The warning is apt but insufficient. The problem is
not merely that educators may be overly optimistic about AI's
capabilities. The problem is that they cannot reliably distinguish
between warranted and unwarranted optimism because they
lack the conceptual framework to make the distinction. They
are operating on the jagged frontier without knowing where the
frontier lies.

Mollick and Mollick (2023) offered a more optimistic view,
arguing that Al can serve as an effective pedagogical partner when
thoughtfully integrated. I do not dispute this. But the key phrase
is “thoughtfully integrated.” Thoughtful integration requires two
forms of instructional expertise. The first is knowing what students
need to learn, how they learn it, and how a tool can support
rather than undermine that learning. Second is Al expertise which
includes knowing what the tool actually does, what it cannot do,
and when its use is inappropriate. The educator who possesses
the first form of expertise but not the second is not equipped
for thoughtful integration. They are equipped for unreflective
adoption, which is precisely what Selwyn (2022) warns against.

The implications extend beyond pedagogy to the institutional
certification of expertise itself. Higher education is in the business
of determining who knows what and certifying that knowledge
through degrees and credentials. Abbott's (1988) jurisdictional
theory reminds us that this certification function is not merely
administrative; it is the mechanism through which professions
maintain their social contract. When a university certifies that
someone has "Al expertise”, through a degree program, a certificate,
or simply by hiring them into a role that implies such expertise,
it is making a jurisdictional claim. It is telling the world that this
person can be trusted to make Al-related judgments.

What happens when the basis for that certification is functional
use rather than conceptual understanding? We are already seeing
the emergence of “Al certificates” and "Al credentials” that require
little more than demonstrated proficiency with GenAlI tools. These
credentials are not fraudulent in any straightforward sense. They
genuinely certify that the holder can use the tools effectively. Yet
they are misleading because they imply a broader competence
that the holder does not possess. The market for Al expertise is
being flooded with credentials that signal simulated contributory
expertise rather than the genuine AI expertise. Because those
issuing the credentials often share the same category confusion as
those receiving them, there is no gatekeeping function to maintain
the distinction.

This is not an argument against GenAl in education. The tools
are genuinely useful, and their productivity benefits are real and
well documented. The argument is against the category error that
treats tool proficiency as equivalent to specific field expertise.
This error is not merely semantic. It has consequences for who
gets hired, whose judgment is trusted in faculty meetings, and
how institutions allocate resources for Al initiatives. It also has
consequences for students who may graduate with credentials that
overstate their actual capabilities and find themselves unprepared
for the frontier-outside tasks they will encounter in professional
practice.
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5.1. What Can Be Done?

I offer two modest proposals, not as solutions but as starting points
for a more honest conversation.

First, institutions should explicitly distinguish between “Al
literacy” and “Al expertise” in their formal communications, job
descriptions, and credentialing practices. This distinction should
be operationalized: Al literacy means demonstrated ability to
use Al tools effectively for specified tasks. Al expertise means
demonstrated understanding of Alc fundamentals, including
model architectures, training processes, limitations, failure modes,
and ethical implications. The two are not mutually exclusive, one
can possess both, but they are not equivalent, and possession of
the first should not be mistaken for possession of the second. To
make this distinction usable rather than rhetorical, institutions can
adopt a three-tier model that ties each level to observable evidence
and to the decisions it licenses:

Table 1. Three-tier model from mere Al literacy to Al expertise

Tier What it is Evidence Decisions it
licenses

1. Mere Al Can prompt Completed tasks;  Using tools for
literacy effectively and a portfolio of individual and
(functional integrate outputs  outputs institutions’ own
use - first into a workflow work
step)
2. Critical AI Understands, at A written Setting course
literacy a conceptual critique of a policy, advising
(governance level, how tool’s limitations; on adoption,
literacy — models generate  a sample redesigning
second step) text, why they use/attribution curricula

fail, their data policy; a

and bias limits, reasoned

and the ethicsof  vendor-claim

use assessment
3. Al expertise ~ Understands Technical System design
(technical - architectures artifacts; audits; and technical
third step) and training; can  model assurance

build or audit

development

systems

The tiers are cumulative in credibility but not in prerequisite: a
historian or any educator can reach Tier 2 without Tier 3 (Table
1). This is to say that Al-expertise require iterative acts starting
from tier 1, just mere literacy to aid with functional use to tier
3 if necessary depending with the context. Operationalized, this
means a search or committee filling a role such as "Al-in-teaching
coordinator” should specify the tier and its evidence rather than
writing “Al experience required.” For a governance role, the posting
would require Tier 2 evidence - say, a two-page critique of a named
tool's failure modes and a draft classroom-use policy not a portfolio
of prompts, which demonstrates only Tier 1.

For non-technical departments, conceptual Al training need
not become a new course or add credits. A “module, not a major”
approach embeds a short unit - three sessions - into an existing
required methods, writing, or capstone course: one session on
how language models generate text and why they hallucinate;
one on evaluating reliability and provenance in the student's own
discipline; one on ethics and appropriate use. The assessment is
a single exercise in which students critique a GenAl-generated
artifact from their field. This delivers Tier 2 literacy without
expanding the credit load.

Second, institutions should cultivate epistemic humility around
Al The greater risk lies not with the person who admits they do

not understand Al It is the one who believes they understand
because they can use ChatGPT effectively. Creating organizational
cultures where saying “I don't know whether this Al-generated
output is reliable” is valued at least as highly as producing fluent
outputs is essential. This requires leadership modeling. Academic
administrators, in particular, must resist the temptation to present
themselves as AI experts based on tool proficiency. They must
model the distinction between use and understanding.

6. Conclusion

This positional paper has argued that the distinction between
using AI and understanding it is where an emerging crisis of
professional identity takes root. Individually, knowledge workers
confront the simulacrum of their own expertise; collectively,
the very category of “Al expert” dissolves into jurisdictional
chaos as anyone with prompt proficiency claims the mantle. The
empirical record confirms the paradox: AI compresses measurable
performance gaps while simultaneously rendering users unable to
perceive when their competence fails a jagged frontier with direct
consequences for how higher education certifies expertise and how
organizations allocate decision-making authority. Expertise has
always required not only knowing but being recognized as one who
knows. Al disrupts this recognition economy by democratizing the
performance while leaving the underlying knowledge untouched.
The path forward demands research into whether sustained
use breeds confidence or genuine competence, and restraint in
deploying the label Al expert” until we have better answers. The
tools are not the problem. The category error that mistakes their
fluency for our own understanding is. Recognizing the distance
between the appearance of expertise and its substance is the first
step toward a more honest engagement with what these tools can
and cannot do - and with what we can and cannot claim to know.
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1. Introduction

he Olympic Games serve as quintessential mega-events that

catalyse profound urban transformations, extending far be-
yond the brief period of athletic competition. Olympic villages,
purpose-built to accommodate thousands of athletes in high-density
configurations, emerge as focal points of these transformations,
embodying ambitious visions for sustainable urban development
whilst frequently precipitating unintended socio-demographic con-
sequences. This article systematically examines the post-Games
evolution of such villages across key host cities - Barcelona (1992),
London (2012), Athens (2004), Turin (2006), and preliminary insights
from Paris (2024) - drawing upon official census data from national
statistical institutes and peer-reviewed analyses by scholars such
as della Sala (2022b, 2025) to elucidate patterns of gentrification,
population displacement, and tenure restructuring that challenge
prevailing narratives of inclusive legacy planning.

Historically, Olympic villages have transitioned from ephemeral
athlete accommodations to permanent residential enclaves, reflect-
ing broader neoliberal urban governance strategies. In Barcelona
1992, the Poblenou village catalysed the reconfiguration of derelict
industrial waterfronts into vibrant mixed-use precincts, yet pre-
cipitated marked socio-economic polarisation, with census data
indicating a 25% increase in median income and a 15% outflow of

low-income residents between 1998 and 2005. Similarly, London's
East Village, repurposed post-2012 under the London Legacy Devel-
opment Corporation's oversight, promised social mixing through 50%
affordable housing mandates but ultimately delivered market-led
gentrification, exacerbating inequalities in the traditionally deprived
Stratford area, as evidenced by ONS longitudinal studies showing
40% rental uplifts and a 30% influx of young professionals aged 25-34
at the expense of social tenants. These emblematic cases underscore
a persistent paradox: structures ostensibly designed to promote
urban equity often amplify speculative market dynamics, displacing
vulnerable populations and fundamentally altering neighbourhood
demographic fabrics.

This study adopts a rigorous comparative framework, leverag-
ing granular longitudinal data from Spain's Instituto Nacional de
Estadistica (INE; 1986-2021), the UK's Office for National Statistics
(ONS; 2001-2021), Greece's Hellenic Statistical Authority (ELSTAT;
1991-2021), Italy's ISTAT (2001-2021), and France's Institut National
de la Statistique et des Etudes Economiques (INSEE; preliminary
2024) to quantify changes in core indicators: population density (habi-
tants per km?), age structures, household incomes (adjusted to 2015
euros PPP), tenure mixes (percentages of owner-occupied, rental,
and social housing), and net migration balances. By benchmarking
village precincts - delineated via GIS at +500m boundaries - against
city-wide municipal averages, the analysis isolates Olympic-specific
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causal impacts employing quasi-experimental designs, notably
difference-in-differences (DiD) models. Theoretical underpinnings
are rooted in gentrification theory (Lees et al., 2008), contextualised
for mega-event settings, which posits that state-backed investments
in infrastructure and land remediation prime peripheral areas for
private capital inflows, fostering super-gentrification characterised
by successive waves of affluent displacement.

The analytical approach extends beyond descriptives to advanced
spatial econometrics, incorporating Moran's I tests for autocorrela-
tion and propensity score matching (PSM) to ensure neighbourhood
comparability, thereby distinguishing event shocks from secular
urban trends such as broader economic cycles or migration policies.
Preliminary pooled DiD estimates across cases yield B; = 0.28
(p < 0.01) for income growth in treated village tracts relative to
controls, with robustness checks including placebo interventions
and event-study designs confirming Olympic attribution. Qualitative
dimensions are integrated through policy document analysis (e.g.,
IOC Agenda 2020 sustainability charters) and expert perceptions
derived from della Sala's (2023a, 2023b) factor analyses, which reveal
dichotomies between anticipated infrastructural legacies and realised
social fears.

The article is structured to address the state of the art and empirical
contributions comprehensively: the subsequent literature review sur-
veys scholarly evolution from celebratory infrastructural accounts to
critical socio-spatial interrogations; the methodology section details
data protocols, econometric specifications, and validity measures; the
case studies section presents granular evidence with descriptive and
comparative tables for Barcelona, London, Athens, Turin, and Paris;
the discussion synthesises policy implications, advocating tenure
safeguards and anti-speculation mechanisms; and the conclusion
offers forward-looking recommendations for equitable legacies.
This sequencing facilitates a logical progression from theoretical
foundations to actionable insights, filling identified gaps in multi-city
longitudinal comparisons that incorporate both summer and winter
Olympic contexts.

Further contextualising the research, Olympic urbanism has
undergone significant evolution under successive IOC agendas,
with Agenda 2020 (2014) and its 2030 successor emphasising 'New
Norm' sustainability, legacy prioritisation, and suburban hosting
to mitigate overbuilding - yet implementation disparities persist,
as evidenced in Athens 2004's €9 billion fiscal overhang and 22%
village vacancy rates. Historical precedents trace back to Tokyo
1964's pioneering high-rise village and Sydney 2000's Green Games
model, but post-2004 'event curses' shifted scrutiny to social equity,
amplified by global financial crises that exposed speculative risks.
della Sala's oeuvre provides critical scaffolding: his doctoral thesis
(2022b) evaluates territorial planning impacts across the 20th-21st
centuries, while factor models dissect specialist expectations versus
fears in village urbanism (2023a, 2023b), and Turin 2006 case studies
highlight long-term physical-social mismatches (2023d; della Sala &
Dansero, 2024). Preliminary Paris 2024 data from Saint-Denis signal
analogous gentrification risks, with 60% private housing primed for
upscale markets despite 40% affordability pledges.

Quantitative previews underscore the stakes: across sampled
villages, average income escalations range 20-40%, low-income
outflows 10-15%, and tenure shifts favour rentals (45-70%), with
transport node proximity emerging as a robust predictor (Pearson's
r = 0.68). Policy trajectories—from Barcelona's strategic public-
private model to London's covenant-based approach—offer lessons
in mitigation, particularly relevant for upcoming hosts such as
Milan-Cortina 2026 and Los Angeles 2028. By positioning villages as
policy laboratories, this study not only quantifies social replacement
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dynamics but also prescribes mechanisms for transcending neolib-
eral traps, contributing to discourses on inclusive urban futures amid
escalating housing crises. The integration of spatial analytics further
distinguishes this work, mapping polarisation gradients that reveal
intra-village inequities often overlooked in aggregate studies. In sum,
Olympic villages illuminate the tensions inherent in entrepreneurial
urbanism, where spectacle-driven investments test the limits of
equity-oriented planning.

2. Literature review

Scholarship on Olympic legacies has undergone a marked evolution,
transitioning from predominantly celebratory accounts of infras-
tructural and economic gains to more critical interrogations of
socio-spatial inequities and long-term sustainability deficits. Early
post-1980s literature lionised Barcelona 1992 as a paradigmatic model
of strategic urbanism, in which the Olympic village facilitated the re-
generation of marginalised industrial zones like Poblenou, catalysing
a4.5% GDP boost and over €10 billion in foreign investment through
waterfront reconfiguration and transport upgrades (Brunet, 1995).
This ‘Barcelona Model' emphasised public-led masterplanning with
private partnerships, positioning the village as a centrepiece of
democratic urban renewal. However, post-2000 analyses increasingly
unveiled darker undercurrents, with Athens 2004 epitomising the
'white elephant' syndrome—underutilised facilities, vacancy spikes
reaching 22% in repurposed housing, and fiscal burdens exceeding
€9 billion that exacerbated Greece's sovereign debt crisis (Boukas et
all,, 2017).

Gentrification has emerged as a recurrent analytical theme, par-
ticularly anchored in the comprehensive oeuvre of Valerio della Sala,
whose works provide both theoretical and empirical scaffolding for
this study. In 'Olympic Games and Expectations' (2023a), della Sala
deploys factor analysis to dissect perceptions of Olympic urbanism
and villages among specialists, identifying key dimensions of 'expec-
tation overload'- wherein anticipated sustainability legacies clash
with realised market dominance and social displacement. Comple-
mentarily, 'Olympic Games: Between Expectations and Fears' (2023b)
refines this model, applying it to broader urbanism vectors and
revealing fear factors tied to gentrification and inequitable repurpos-
ing. His doctoral thesis, "The Olympic Villages and Olympic Urban
Planning' (2022b), offers a longue durée evaluation of territorial and
urban impacts from the XX to XXI centuries, documenting recurrent
patterns of socio-demographic transformation across dozens of host
cities. Sustainable planning critiques further illuminate failures, as
in 'Sustainable Planning for the Olympic Legacy' (2023c), which
critiques environmental-territorial disconnects, and Turin-specific
reflections (2023d) on the 2006 Winter Games' physical legacies
outpacing social integration.



AFTER THE GAMES: SO0C10-DEMOGRAPHIC TRANSFORMATIONS IN OLYMPIC VILLAGE NEIGHBOURHOODS

Table 1. Descriptive Overview of Olympic Village Legacies (1980-2024)

Post-Games Income Change (%) Affordable Housing Quota Change (%)

Vacancy Rate Post-Games (%)

City (Year) Pre-Games Density (hab/km?)

Barcelona 1992 12,500 +25 (1998-2005)
Athens 2004 8,200 -5 (2005-2010)
London 2012 15,000 +40 (2013-2021)
Turin 2006 9,800 +15 (2007-2015)
Paris 2024* 18,000 +15 (proj. 2025-2030)

15—-38 5
20 — 10 22
50 — 35 3
25— 18 12
40 — ? N/A

*Table 1 summarises longitudinal metrics from national censuses (INE, ONS, ELSTAT, ISTAT, INSEE) and syntheses by della Sala (2025c). Density adjusted for precinct boundaries; incomes in real
2015€ PPP. *Preliminary projections for Paris based on INSEE baselines and policy pledges.

London 2012 scholarship underscores super-gentrification dynam-
ics in the East Village, where ONS data confirm rental surges of 40%
post-2013 (averaging £900 to £1,260), attracting high-socio-economic-
status (SES) migrants whilst eroding social housing quotas from 50%
to 35% despite Legacy Corporation covenants (Corcillo & Watt et
al., 2022). Comparative meta-analyses indicate that 70% of post-1980
Olympic villages experienced income escalations exceeding 20%,
strongly correlated with transport infrastructure enhancements (r =
0.72; Gratton & Preuss, 2013). Theoretical advancements draw on
urban political economy, critiquing the International Olympic Com-
mittee (IOC) 's sustainability rhetoric under Agenda 2020 as largely
performative, masking neoliberal land valorisation (Kassens-Noor
et. all, 2015).

Winter Olympic cases enrich the canon: della Sala & Dansero's
(2024) Turin analysis reveals spatial regionalisation strategies yield-
ing modest +15% income growth but persistent social mixing deficits,
with vacancy at 12% reflecting underutilisation. Emerging Paris 2024
literature anticipates Saint-Denis gentrification, with 60% private-
sector housing primed for upscale absorption (della Sala & Gasparini,
2024). Methodological innovations - spatial difference-in-differences,
PSM, and GIS-based Moran's I have enhanced causal rigour, distin-
guishing Olympic shocks from endogenous gentrification trends
(della Sala, 2022a; 2024b).

Notwithstanding advances, persistent gaps include: (1) scarce
multi-city longitudinal panels beyond bilateral comparisons (e.g.,
Barcelona-London dyads); (2) under-integration of net migration
flows and intra-household dynamics; (3) limited policy feedback
loops linking legacies to future bidding criteria; and (4) paucity of
winter-summer syntheses. This article redresses these by pooling
DiD across five cases, augmented by della Sala's factor models
(2023a/b) and monographs such as Olympic Villages and Urban
Development (2025), which map spatial transformations from Paris
1924 to Beijing 2022. Broader syntheses, such as The Urban Legacy of
Olympic Villages (2025c), underscore common geographic patterns:
waterfront or peripheral priming for affluent inflows, tenure erosion
under speculation, and spatial polarisation gradients. Theoretical
dialogues with planetary gentrification (Sassen, 2014) and event-led
urban entrepreneurialism (Hall, 1992) frame villages as laboratories
for critiquing growth coalitions.

Quantitative state-of-the-art includes meta-regressions estimating
average legacy effects: +18% in density, +22% in income, -12% in
low-SES shares across 30+ Games (Preuss, 2019). Qualitative strands
emphasise narrative tensions - IOC pledges versus host-city reali-
ties - with stakeholder interviews revealing dichotomies between
expectations and fears (della Sala, 2022a). Policy-oriented reviews
advocate safeguards: mandatory 30% affordable quotas, participatory
repurposing, and decade-long monitoring covenants (della Sala,
2023c; 2025a). Forthcoming Milan-Cortina 2026 analyses preview the
spatial dimensions (della Sala, 2024a), while Documenti Geografici
contributions explore the dialectics of local-regional planning (della
Sala & Pioletti, 2024). In totality, the literature converges on villages

as litmus tests for equitable mega-event urbanism, where infrastruc-
tural triumphs often mask socio-demographic costs - a lacuna this
empirical comparative fills with tract-level causal evidence.

3. Methodology

This study employs a mixed-methods comparative design, prioritis-
ing quantitative longitudinal analysis of granular census microdata
to isolate causal socio-demographic impacts of Olympic village
repurposing. Primary data sources encompass official national sta-
tistical institutes: Spain's INE Padréon Municipal (1986-2021, n=150
tracts), UK's ONS Census Linked Longitudinal Data (2001-2021,
n=60 tracts), Greece's ELSTAT Population Censuses (1991-2021,
n=40 tracts), Italy's ISTAT 15th Census (2001-2021, n=50 tracts
for Turin), and France's INSEE RP 2024 preliminary (n=30 tracts
for Saint-Denis). Village precincts are precisely delineated using
GIS shapefiles (+500m buffers around core athlete housing per IOC
masterplans), yielding balanced panels spanning 5-10 years pre- and
post-Games to capture short- and medium-term dynamics whilst
mitigating recall bias.

Core Dependent Variables include: Population density (inhabi-
tants/km?, log-transformed); median household income (€, deflated
to 2015 PPP via national CPIs); age structures (% shares: 0-24,
25-44, 45+); tenure composition (% owner-occupied, private rental,
social housing); and net migration balances (% annualised). Controls
include time-varying confounders: municipal unemployment rates,
GDP per capita growth, housing supply indices, and transport ac-
cessibility (proximity to metro stations in km). City-wide municipal
averages serve as counterfactual benchmarks for validating the
parallel trends assumption.

Quantitative Centrepiece: Two-way fixed-effects difference-in-
differences (DiD) panel regressions, specified as:

Y;; = Bo+[S;Post;+ B, Treated;+S5(Post, X Treated;)+y X, +a;+5,+¢€;;
1)
where Treated; = 1 for village tracts, Post; = 1 post-Games
year, a; tract fixed effects absorb time-invariants, §; year fixed
effects control common shocks, and cluster-robust SEs (tract level)
address serial correlation. Expected ;3 > 0 for incomes/density, < 0
for low-SES shares. Pooled (n=330 tracts) and city-specific models
estimate average/heterogeneous treatment effects on the treated
(ATT).

Augmentations Enhance Validity: (1) Propensity score matching
(PSM; logistic regression on pre-Games observables, caliper=0.2
SD) pairs treated tracts to synthetic controls; (2) Event-study
designs plot dynamic B, leads/lags to verify pre-trends (parallel
assumption); (3) Placebo tests randomise fake 'Olympic’ years; (4)
Spatial autoregressive models (SAR; lag Y on neighbours via queen
contiguity) via Moran's I diagnostics (expected 1>0.4); (5) Triple
differences (DiDiD) interact with baseline deprivation indices.
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Table 2. Comparative Socio-Demographic Indicators Pre/Post-Olympics (Means, City-Specific)

Indicator Barcelona Pre/Post London Pre/Post Athens Pre/Post Turin Pre/Post
Ln(Density, hab/km?) 9.44/9.70 9.62/9.84 9.01/8.88 9.19/9.29
Ln(Income, € PPP) 10.00 / 10.22 10.25/ 10.58 9.78 / 9.74 9.90 / 10.05

% Low-Income (<€20k) Outflow -/-15% -/-12% -/-8% -/-10%

% Social Housing 15/8 35/25 20/ 12 25/18
Transport Proximity (km, mean) 0.8 /0.7 0.5/0.4 1.2/11 1.0/0.9

*Table 2 presents raw means from census microdata, benchmarked to city averages (A>city signals treatment). Sources: INE/ONS/ELSTAT/ISTAT/INSEE; della Sala (2025) for precinct boundaries. Pre:
Syrs prior; Post: 5-10yrs after.

Software Implementation: R (plm, Matchlt, spdep packages
for panels/PSM/spatial), Stata (xtreg, reghdfe), QGIS/ArcGIS for
mapping (choropleths, hotspots). Power calculations (80%, a=0.05)
detect PB,=0.10 (SD=0.05, n=330). Descriptive baselines precede
regressions: t-tests, kernel densities, spatial joins.

Qualitative Supplements: Content analysis of 50+ policy docu-
ments (IOC Legacy Reports, host bid books, Agenda 2020), coded via
NVivo for themes (affordability, participation, monitoring). Expert
perceptions integrated from della Sala's surveys (2022a; 2023a),
factor scores on urbanism dimensions. Validity threats mitigated:
Ecological fallacy via tract-level granularity (mean pop. 2,500);
attrition via balanced panels; endogeneity through fixed effects/PSM;
generalisability via diverse cases (summer/winter, success/failure
archetypes).

Sensitivity Analyses: Alternative specifications (logit tenure prob-
abilities, quantile regressions for distributional effects); subsam-
ple exclusions (e.g., COVID-impacted 2020s); synthetic controls
(SCM) as benchmark. Limitations acknowledged: Preliminary Paris
data (2024-2025); no individual-level panel; potential omitted vari-
ables (e.g., national housing policy shocks, instrumented via Bartik
shifters). Protocols ensure replicability: Code/data appendices avail-
able; DOIs for GIS layers. This methodology mirrors gold-standard
quasi-experiments in urban econ (e.g., Autor, 2003) and della Sala's
spatial factor approaches (2022b; 2024b), yielding credible causal
estimates for policy. Full diagnostics (balance tables, parallel trends
plots, variance inflation factors <5) confirm robustness, positioning
findings as reliable for legacy theorisation.

4. Case Studies

4.1. Barcelona 1992: Diagonal Mar and Poblenou Gentrifi-
cation

The Barcelona 1992 Olympic village, situated in the Poblenou and
Diagonal Mar precincts along the Besos River, exemplifies a land-
mark case of infrastructural success juxtaposed against pronounced
socio-demographic gentrification. Developed across 120 hectares
of pre-Games industrial wasteland, the village housed 15,000 ath-
letes in high-density tower blocks and low-rise accommodations,
subsequently repurposed into approximately 6,000 permanent res-
idential units under the Olympic Consortium's masterplan. This
transformation integrated metro Line 4 extensions, green public
spaces, and mixed-use commercial amenities, catalysing the recon-
figuration of Barcelona's eastern waterfront from derelict factories
to a vibrant urban quarter. Granular data from Spain's Instituto
Nacional de Estadistica (INE) Padrén Municipal census (1986-2021,
analysing 40 tracts within +500m GIS buffers) reveal stark shifts:
pre-Games population density averaged 12,500 inhabitants per km?
in areas characterised by 40% manual labourers, 20% social housing
stock, and 15% vacancy in abandoned industrial structures; by 2001,
density rose 18% to 14,800 hab/km?, driven by residential infill and
enhanced connectivity, while median household income escalated
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25% from €22,000 to €27,500 (deflated to 2015 euros PPP), significantly
outpacing the city-wide increase of 12%.

This income growth coincided with a notable 15% outflow of
low-income households (defined as those earning <€20,000 annually),
peaking between 1998 and 2005, as public housing quotas eroded
from 15% to 8% under intensifying market pressures. Private rental
tenure expanded from 45% to 60%, reflecting speculative repur-
posing. Econometric analysis employing city-specific difference-
in-differences (DiD) models produces a robust treatment effect: p, =
0.22 (p < 0.01, SE = 0.06, R* = 0.67, n = 80 observations), resilient to
two-way fixed effects for tracts and years, clustered standard errors,
and covariates such as unemployment rates, regional GDP growth,
and housing supply indices. Propensity score matching (PSM, via
logistic regression on pre-1992 observables including deprivation
indices, with a calliper of 0.2 standard deviations) estimates an
average treatment effect on the treated (ATT) of 18% higher income
growth in village tracts relative to synthetic controls drawn from
Barcelona's Eixample district. Event-study dynamics validate the
parallel trends assumption, with pre-trend leads insignificant (e.g.,
f s = -0.02, p = 0.89; fy, = 0.01, p = 0.92) and post-Games effects
accumulating to +0.28 by year 5, isolating the Olympic shock from
Spain's broader 1990s property boom.

Spatial analytics further illuminate clustering patterns: Moran's I
=0.51 (p < 0.001) confirms positive autocorrelation in gentrification
intensity, with proximity to metro stations (mean distance falling
from 0.8 km pre-Games to 0.7 km post) exhibiting a strong positive
correlation with high-socio-economic-status (SES) inflows (Pearson's
r = 0.68). Choropleth maps derived from INE shapefiles in QGIS
depict radial gentrification gradients, with high-density professional
cores around transport nodes contrasting peripheral industrial
remnants showing lagged demographic upgrades. Age cohort
distributions underscore social replacement dynamics: the 25-44
professional cohort expanded by 20 percentage points (28% to 34%,
versus city-wide +8 pp), displacing older residents (45+ cohort -10
pp) and families (0-24 cohort -6 pp). Net Migration registered a +12%
annualised balance, primarily inter-regional inflows from Catalonia's
inland provinces, as low-SES locals relocated to peripheral Nou
Barris districts.

Tenure reconfiguration amplified market-driven priming: owner-
occupied shares held steady at 35%, while private rentals doubled
amid surging demand; vacancy rates plummeted to 5%; and social
units faced partial privatisation without stringent covenants. The
policy landscape elucidates these channels: Barcelona's 1992 Strate-
gic Plan prioritised equitable repurposing through public quotas
and mixed-income mandates, yet lacked anti-speculation tools such
as price caps or resale clawbacks, thereby permitting developers to
realise windfall gains as land values tripled from €150/m? to €450/m®.
Longitudinal tracking to 2021 indicates consolidation as a premium
enclave, with density rising a further 5% (cumulative +24%), the Gini
inequality coefficient increasing by 0.12 points, and rental premiums
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30% above municipal medians, questioning the sustainability of IOC
Agenda 2020's social legacy imperatives.

Municipal benchmarking heightens the Olympic signal: city-wide
income growth trailed village levels by 13 percentage points, density
by 9 pp, and low-SES retention by 10 pp. Qualitative document
analysis of 20+ sources (bid books, legacy reports) aligns with
expectation-reality gaps noted in della Sala's specialist surveys
(2022a), which score social mixing negatively (factor loading -
0.42). Barcelona thus embodies physical triumph (waterfront revival
contributing 4.5% to GDP) at socio-demographic expense, guiding
strategies for London and Paris. Robustness tests - placebo random
'Olympic’ years

Table 3. Barcelona Village Descriptive Metrics Pre/Post (INE Census Tracts,
Means)

Metric Pre-1992  Post-2001  City-Wide A Village DiD Effect
Population Density (hab/km?®) 12,500 14,800 +9% +18%

Median Income (€ PPP 2015) 22,000 27,500 +12% +25%

% Low-SES Outflow (<€20k) - 15% 5% 10%

% Private Rentals 45% 60% +8 pp +15 pp

% 25-44 Cohort 28% 34% +8 pp +20 pp

Net Migration Balance (% p.a.) - +12% +4% +8%

Table 3 presents raw means and DiD effects from fixed-effects regressions (n=80, cluster SEs).
Village precincts benchmarked to Eixample controls; sources INE Padrén, adjusted PPP. pp =
percentage points.

4.2. London 2012: East Village Polarisation

London's East Village, the repurposed core of the 2012 Olympic
athlete village in Stratford's Lower Lea Valley (45 hectares accommo-
dating 17,000 athletes across 2,800 residential units), exemplifies the
dynamics of super-gentrification in a context of explicit affordability
covenants administered by the London Legacy Development Cor-
poration (LLDC). Developed on brownfield sites previously charac-
terised by deprivation, the village featured high-density apartments
integrated with the Jubilee and Overground lines, green spaces,
and Westfield Stratford City mall. Data from the UK Office for
National Statistics (ONS) Lower Layer Super Output Areas (LSOAs;
2001-2021, n=20 tracts within £500m GIS buffers) illustrate dramatic
shifts: pre-Games population density averaged 15,000 hab/km? in
the deprived Lea Valley with 35% social housing and high vacancy
pockets; by 2021, density surged 25% to 18,750 hab/km?, private
rental prices escalated 40% from £1,200 to £1,680 monthly averages,
and median household income rose 40% to €39,000 (deflated to 2015
euros PPP), markedly exceeding the London-wide gain of 18%.

This escalation aligned with a 12% outflow of low-income
households (<£20,000 equivalent), peaking post-2013 during LLDC's
phased private sales, as social tenancy quotas slipped from 50%
to 35%. Private rentals dominated the tenure mix (30%—70%),
vacancy stabilised at 3%. City-specific difference-in-differences (DiD)
analysis delivers p; = 0.35 (p < 0.001, SE = 0.07, R* = 0.71, n = 60
observations), resilient to tract-year fixed effects, clustered errors,
and controls (unemployment, GDP, accessibility indices). Propensity
score matching (PSM on pre-2012 deprivation, calliper 0.2 SD)
estimates an ATT of 22% income differential relative to synthetic
Tower Hamlets controls. Event-study plots show insignificant pre-
trends (f) = 0.03, p = 0.87) and post-peak effects at +0.35 year 4,
attributing the effects to the Olympic intervention amid the UK's
housing boom.

Spatial patterns confirm clustering: Moran's I = 0.42 (p < 0.001).
Proximity to Stratford station (mean 0.5 km) correlates with SES
inflows (r = 0.72). QGIS choropleths from ONS shapefiles show
gentrified cores around transport hubs, rather than lagging edges.
Age cohorts highlight replacement: 25-34 professionals +30% relative

(22%—30%, London +5 pp), 45+ -9.3 pp DiD, 0-24 -4.2 pp. Net
migration +15% inflows, inter-borough from outer London. Tenure:
Owner-occupied +10 pp, social -25 pp. Policy: LLDC covenants
lacked clawbacks, enabling flips; Corcillo & Watt et al. (2022)
critique enforcement. Longitudinal 2013-2021: Gini +0.15, premiums
40% above borough. Benchmarking: Village doubles London deltas.
Robustness: Placebos ,=0.02 (p=0.81), DiDiD deprivation interaction
B4=-0.18 (p<0.05). della Sala (2023b) notes fear factors. East Village
cautions super-gentrification, urging covenant rigour.

Table 4. London East Village Descriptive Metrics Pre/Post (ONS LSOA,
Means)

Metric Pre-2012  Post-2021 London A  Village DiD Effect
Density (hab/km?) 15,000 18,750 +15% +25%

Income (€ PPP 2015) 28,000 39,000 +18% +40%

% Low-SES Outflow - 12% 4% 8%

% Private Rentals 30% 70% +15 pp +40 pp

% 25-34 Cohort 22% 30% +5pp +15 pp

Net Migration (% p.a.) - +15% +4% +11%

Table 4 shows means and DiD from fixed-effects (n=60, cluster SEs). Benchmarked to Tower
Hamlets; pp = points.

4.3. Athens 2004: Underutilisation and Vacancy Crisis

The 2004 Olympic village in Athens, in Faliro Bay (90 hectares, hous-
ing 10,500 athletes in modular units), exemplifies the catastrophic
'white elephant' legacy failure, marked by underutilisation, fiscal
profligacy, and socio-demographic stagnation. Built on coastal land
with tram extensions and sports facilities, the village was slated for
mixed residential-commercial repurposing but devolved into decay
amid Greece's economic woes. Hellenic Statistical Authority (EL-
STAT) censuses (1991-2021, n=30 tracts within +500m GIS buffers)
capture the decline: pre-Games density 8,200 hab/km?® in semi-
peripheral zones with 25% social housing; post-2010, density fell
12% to 7,200 hab/km? median income dropped 5% to €17,100 (2015€
PPP), vacancy ballooned to 22% from 10%, and low-SES outflow
registered 8%, reflecting abandonment rather than displacement.

DiD analysis yields B = -0.12 (p < 0.05, SE = 0.05, R* = 0.59, n
= 70 observations), robust to fixed effects, clustering, and controls
(unemployment and GDP, which plummeted post-crisis). PSM (pre-
2004 deprivation, calliper 0.2 SD) ATT = -9% density loss versus
Piraeus controls. Event-study: Insignificant pre-trends, sharp post-
drops (-0.15 year 3). Moran's I = 0.38 (p < 0.01), weak transport
correlation (r = 0.45, tram line). QGIS choropleths show vacancy
hotspots in peripheral blocks.

Age: Minimal shifts, 25-44 -5 pp (stagnation), net migration -6%
outflows. Tenure: Social 20%—10%, rentals -10 pp amid defaults.
Policy: No repurposing framework, €9bn costs led to neglect; Boukas
et all. (2017) details sociospatial contraction. Longitudinal: Persistent
20%+ vacancy 2021, Gini stable. Benchmark: Athens-wide -3%
income, village double loss. Robustness: Placebos 3,=0.01 (p=0.85).
della Sala (2022b) critica i vuoti di pianificazione. Athens warns of
absent legacies, urging pre-commitments.
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Table 5. Athens Village Descriptive Metrics Pre/Post (ELSTAT Censuses,
Means)

Metric Pre-2004 Post-2010  Athens A Village DiD Effect
Density (hab/km?) 8,200 7,200 -5% -12%

Income (€ PPP 2015) 18,000 17,100 -3% -5%

Vacancy (%) 10 22 +5pp +12 pp

% Low-SES Outflow - 8% 3% 5%

% Social Housing 20% 10% -4 pp -10 pp

Net Migration (% p.a.) - -6% -2% -4%

Table 5 presents means and DiD effects from fixed-effects regressions (n=70, cluster SEs).
Precincts benchmarked to Piraeus controls; sources ELSTAT censuses, PPP adjusted. pp =
percentage points.

Longitudinal Analysis to 2021 Confirms Entrenched Decay:
Vacancy rates hovered at 20%+, income stagnated amid Greece's
sovereign debt crisis, and minimal reinvestment, in contrast to
Barcelona's consolidation. Policy voids exacerbated outcomes—no
pre-Games repurposing blueprint, absent affordability covenants,
and fiscal overload (€9 billion total Olympic costs) prioritised
debt servicing over maintenance. Boukas et all. (2017) documents
resultant sociospatial contraction, with village tracts exhibiting
depressed property values 30% below Athens averages. A qualitative
review of IOC legacy reports reveals unfulfilled mixed-use pledges,
aligning with della Sala's (2022b) critique of planning discontinuities
across the XX-XXI centuries. Spatial gradients per Moran's I
indicate diffused vacancy rather than clustered gentrification, with
weak tram proximity effects (r=0.45) underscoring infrastructural
underutilisation. Benchmarking amplifies the failure: city-wide
income fell 3%, but village losses doubled; density declines exceeded
municipal trends by 7 pp. Robustness diagnostics - placebo random
interventions ($,=0.01, p=0.85), triple differences on pre-deprivation
(B4=-0.08, p<0.10) - validate negative Olympic shocks. Subtracting the
decompositions attribute, 70% of the vacancy is attributed to outflows
versus natural decay. Counterfactual simulations suggest 15% quota
enforcement could halve abandonment. Athens thus cautions against
speculative overbuilding sans binding legacy frameworks, informing
risk-averse strategies for future hosts.

4.4. Turin 2006: Winter Legacy and Regionalisation Chal-
lenges

The Turin 2006 Winter Olympic village, distributed across Sestriere,
Bardonecchia, and Pragelato (a total of 150 hectares for 2,500
athletes in alpine clusters), illustrates the mixed legacies of spatial
regionalisation in mountainous contexts, blending modest gains with
deficits in social mixing. Italy’s ISTAT censuses (2001-2021, n=25
tracts within +500m buffers around key nodes) record population
density rising 10% from 9,800 to 10,800 hab/km? median income
increasing 15% to €23,000 (2015€ PPP), yet social housing quotas
slipping from 25% to 18% and vacancy settling at 12%. Low-SES
outflow measured 10%, reflecting partial gentrification tempered by
regional dispersal.

DiD models produce ;3 = 0.14 (p < 0.05, SE = 0.06, R* = 0.62,
n = 55 observations), robust to fixed effects, controls (tourism
GDP, unemployment), and clustering. PSM (pre-2006 observables,
calliper 0.2 SD) ATT = 12% income uplift versus Piedmont valleys
controls. Event-study: Flat pre-trends, post-gains peaking +0.18 year
5. Moran’s I = 0.46 (p < 0.01), ski-lift/road proximity r = 0.62. QGIS
maps depict clustered upgrades around access nodes.
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Table 6. Turin Village Descriptive Metrics Pre/Post (ISTAT, Means)

Metric Pre-2006  Post-2015 Piedmont A Village DiD Effect
Density (hab/km?) 9,800 10,800 +6% +10%

Income (€ PPP 2015) 20,000 23,000 +10% +15%

% Low-SES Outflow - 10% 4% 6%

% Social Housing 25% 18% -3 pp -7 pp

% 25-44 Cohort 26% 32% +7 pp +12 pp

Net Migration (% p.a.) - +8% +3% +5%

Table 6 details means and DiD from regressions (n=55, cluster SEs). Benchmarked to valley
controls; sources ISTAT, PPP. pp = percentage points.

Age shifts: 25-44 +12 pp (professionals/tourists), net migration
+8% inflows from Lombardy. Tenure: Rentals +15 pp; vacancy due
to tourism seasonality. Policy: Regionalisation strategy (Piedmont
Plan) dispersed facilities, aiding physical legacies (venues reused
80%) but lagging social mixing; della Sala & Dansero (2024) analyse
long-term transformations. Longitudinal: Stabilised by 2021, Gini
+0.09. Benchmark: Exceeds regional deltas. Robustness: Placebos
B3=0.03 (p=0.79). Turin models winter adaptation and advocates
regional safeguards.

Turin 2006 Winter Olympic village, strategically distributed
across alpine clusters in Sestriere, Bardonecchia, Pragelato, and
Turin urban nodes (a total of 150 hectares accommodating 2,500
athletes in modular chalets and mid-rise structures), exemplifies
the complexities of spatial regionalisation in non-urban mega-event
contexts, yielding modest demographic gains alongside persistent
social mixing deficits and seasonal vacancy pressures. Developed
amid Piedmont’s mountainous terrain with investments in ski lifts,
cable cars, and regional road networks (A55 highway upgrades),
the village was repurposed for tourist-residential use under the
Torino 2006 Legacy Plan, emphasising decentralised development
to leverage winter sports infrastructure. Italy’s Istituto Nazionale
di Statistica (ISTAT) censuses (2001-2021, analysing n=25 tracts
within +500m GIS buffers around primary nodes) document nuanced
transformations: pre-Games population density averaged 9,800
hab/km?® in semi-rural valleys with 30vacancy from emigration;
post-2015, density rose 10conversions and infrastructure-induced
inflows, while median household income increased 15from €20,000
to €23,000 (deflated to 2015 euros PPP), outstripping the Piedmont
regional average of 10% .

This growth accompanied a 10% outflow of low-SES households
(<€18,000 equivalent), concentrated during 2007-2012, when private
sales phases prevailed, as social housing quotas eroded from 25% to
18% under market-led tourism pressures. Private rentals expanded
15 percentage points (35%—50%), with vacancy stabilising at 12%
due to off-season fluctuations. City-specific difference-in-differences
(DiD) regressions produce 8; = 0.14 (p < 0.05, SE = 0.06, R? = 0.62,
n = 55 observations), robust to two-way fixed effects (tract and
year), clustered standard errors at the municipal level, and covariates
including tourism GDP shares, unemployment rates, and accessibility
metrics (ski lift proximity). Propensity score matching (PSM) via
logistic on pre-2006 observables such as baseline deprivation and
elevation, with a caliper of 0.2 SD, estimates an average treatment
effect on the treated (AT T) of 12% higher income growth relative to
synthetic controls from comparable Piedmont valleys (e.g., Aosta).
Event-study specifications affirm parallel trends, with pre-trend
leads insignificant (f_3 = —0.01, p = 0.91; f; = 0.02, p =
0.88) and post-Games effects accumulating to +0.18 by year 5,
distinguishing Olympic impacts from Italy’s broader post-2008
recovery.

Spatial econometrics reveals clustered patterns adapted to topog-
raphy: Moran's I = 0.46 (p < 0.01) indicates moderate autocorrelation
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in demographic upgrades, with proximity to upgraded ski lifts
and highways (mean distance declining from 1.0 km to 0.8 km)
correlating strongly with high-SES seasonal inflows (Pearson's r =
0.62). Choropleth maps generated in QGIS from ISTAT shapefiles
depict elevation-contingent gradients: high-altitude nodes (Sestriere)
showing professional/tourist surges, while lower valleys exhibit
lagged tenure shifts. Age structures underscore partial replacement:
the 25-44 cohort (young professionals and seasonal workers) ex-
panded +12 pp (26% to 32%, regional +7 pp), offsetting minor declines
in families (0-24 -4 pp) and seniors (45+ -3 pp). Net migration balance
registered +8% annualised inflows, predominantly inter-regional
from Lombardy and Emilia-Romagna, as low-SES locals shifted to
Turin's urban periphery.

Tenure reconfiguration reflected tourism-market priming: owner-
occupied shares grew modestly by 5 pp amid second-home booms,
private rentals surged to support short-term lets, social units faced
conversions without stringent safeguards, and vacancy oscillated
with seasonality (peaking at 20% in winter off-peak). The policy
framework elucidates channels: the Piedmont Regional Plan (2006
Legacy Framework) advocated decentralised regionalisation to dis-
tribute benefits beyond Turin's centre, achieving 80% venue reuse
rates but underdelivering on social equity, as quotas lacked en-
forcement mechanisms such as resale restrictions or income-mixing
mandates. Della Sala & Dansero (2024) provide a longue-durée
analysis of physical-social mismatches, noting sustained tourism
dependency over residential stability. Longitudinal extension to 2021
reveals partial consolidation: density +3% further (cumulative +13%),
the Gini coefficient rising by 0.09 points, and income premiums
15% above regional medians, yet a persistent 12% vacancy rate
challenging IOC winter sustainability goals under Agenda 2020.

Regional benchmarking sharpens the Olympic signal: Piedmont-
wide income grew 10%, but village tracts exceeded by 5 pp; density
gains doubled non-host valleys. A qualitative synthesis of 15+ policy
documents (bid books, regional audits) highlights gaps in expec-
tations for social integration, corroborated by della Sala's (2023d)
reflections on Turin-specific transformations. Broader implications
position Turin as a winter archetype - successful infrastructure
leverage (venues as training centres) tempered by socio-demographic
fragmentation—offering lessons for Milan-Cortina 2026. Robustness
checks confirm validity: placebo randomised 'Olympic' years yield ps
=0.03 (p = 0.79), triple differences interacting pre-deprivation yield
B4 =-0.11 (p < 0.05), and synthetic control benchmarks align closely.
Subtract heterogeneity pinpoints amplified effects at high-altitude
sites (+20% income), while migration decompositions attribute 65%
of the change to inflows. Policy counterfactuals via simulations
estimate that 20% regional quotas with clawbacks could reduce
outflows by 40%. In sum, Turin's regionalised model demonstrates
adaptive potential for non-urban Games, underscoring the need
for binding social covenants to complement physical legacies and
mitigate market-tourism distortions.

Table 7. Turin Village Descriptive Metrics Pre/Post (ISTAT Census Tracts,
Means)

Metric Pre-2006  Post-2015 Piedmont A  Village DiD Effect
Population Density (hab/km®) 9,800 10,800 +6% +10%

Median Income (€ PPP 2015) 20,000 23,000 +10% +15%

% Low-SES Outflow (<€18k) - 10% 4% 6%

% Social Housing 25% 18% -3 pp -7 pp

% 25-44 Cohort 26% 32% +7 pp +12 pp

Net Migration (% p.a.) - +8% +3% +5%

Table 7 presents raw means and DiD effects from fixed-effects regressions (n=55, cluster SEs).
Village nodes benchmarked to Aosta Valley controls; sources: ISTAT censuses, PPP-adjusted. pp
= percentage points.

5. Discussion

The empirical findings from the comparative case studies of Olympic
village repurposing—Barcelona 1992, London 2012, Athens 2004,
and Turin 2006—systematically expose the inherent tensions be-
tween mega-event legacy pledges and unbridled market dynamics,
positioning these precincts as critical policy laboratories for interro-
gating urban equity in the post-Games era. Across all cases, pooled
difference-in-differences (DiD) estimates reveal consistent patterns
of socio-demographic transformation: income escalations averaging
20-40% (pooled B; = 0.28, p < 0.01), low-socio-economic-status (SES)
outflows ranging 8-15%, and affordable housing quota erosions (e.g.,
London 50% — 35%; Barcelona 15% — 8%), underscoring gentrifica-
tion archetypes moderated by institutional enforcement rather than
event scale. Theoretical synthesis integrates classic gentrification
frameworks (Lees et al., 2008) with della Sala's factor-analytic models
of urbanism expectations (2023a; 2023b), elucidating dichotomies
where anticipated sustainability (IOC Agenda 2020 rhetoric) clashes
with realised fears of displacement and polarisation. Barcelona and
Turin exemplify partial mitigations through strategic public planning
and regionalisation, respectively, yielding positive albeit tempered
DiD effects (B; = 0.22; 0.14), whereas Athens' planning vacuum
precipitated negative shocks (B; = -0.12) and London's covenant
slippage amplified super-gentrification (f; = 0.35), highlighting
enforcement as the pivotal moderator.

Spatial econometrics further illuminates common mechanisms:
Moran's I statistics (0.38-0.51) confirm clustered gentrification
gradients across contexts, with transport proximity emerging as
a universal predictor (Pearson's r = 0.45-0.72), priming villages
for affluent inflows via enhanced accessibility (metro in Barcelon-
a/London; trams in Athens; highways in Turin). Propensity score
matching (PSM) average treatment effects on the treated (AT Ts) of
9-22% validate quasi-experimental isolation of Olympic shocks from
secular trends such as national housing booms or recessions, while
event-study designs affirm parallel pre-trends, underscoring causal
credibility. These patterns transcend summer-winter divides: urban
waterfronts (Barcelona, London) exhibit density surges (+18-25%)
and tenure flips to rentals (+15-40 pp), alpine dispersions (Turin)
show moderated gains (+10-15%) tempered by seasonality, and
coastal failures (Athens) yield vacancy spikes (+12 pp), collectively
challenging celebratory narratives of unalloyed regeneration.

Policy analysis reveals recurrent institutional failures: across
cases, initial equity pledges (quotas 15-50%) eroded absent binding
mechanisms such as resale clawbacks, anti-speculation levies, or
long-term covenants, enabling developers to capture windfall land
value uplifts (e.g., Barcelona €150-450/m? London 40% rental premi-
ums). Qualitative content analysis of 50+ documents (IOC charters,
bid books, legacy audits) discloses performative sustainability under
Agenda 2020, where 'no-build' ideals mask neoliberal valorisation, as
critiqued in della Sala's sustainable planning frameworks (2023c) and
Turin-specific reflections (2023d). Winter cases like Turin introduce
nuance: regionalisation dispersed benefits (80% venue reuse) but
lagged social mixing (-7 pp quotas), advocating territorially scaled
interventions per della Sala & Dansero (2024) and della Sala & Pioletti
(2024). Emerging Paris 2024 projections (Saint-Denis density +20%,
incomes +15%) signal analogous risks, with 40% affordable stock
vulnerable sans pre-emptive Seine-Saint-Denis safeguards (della Sala
& Gasparini, 2024).
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Table 8. Comparative Policy Outcomes and Gentrification Intensity Across Cases

City (Year) Initial/Final Affordable Quota (%) Enforcement Mechanism Gentrification Intensity (B; Income DiD) Vacancy Rate Post-Games (%) Transport Correlation (r)
Barcelona 1992 15— 8 Weak (no clawbacks) 0.22%** 5 0.68

London 2012 50 — 35 Moderate (covenants eroded) 0.35*** 3 0.72

Athens 2004 20 - 10 Absent -0.12* 22 0.45

Turin 2006 25— 18 Moderate (regional) 0.14™* 12 0.62

Paris 2024* 40— 7? Emerging 0.20 (projected) N/A 0.65 (proj.)

*Table 8 synthesises DiD effects (***p<0.01, **p<0.05, *p<0.10; pooled n=265 tracts), policy moderators, vacancy, and spatial r from SAR models. Paris preliminary per le baselines INSEE; fonti:

censimenti nazionali, della Sala syntheses.

From these insights emerges an evidence-based policy toolkit
for equitable legacies: (1) Mandatory 30% mixed-income quotas
with 10-year resale restrictions and income verification; (2) Par-
ticipatory governance councils incorporating residents and NGOs in
repurposing; (3) Decade-long monitoring covenants linked to IOC
bidding criteria, with penalties for non-compliance; (4) Progressive
anti-speculation taxes (e.g., 20-50% on short-term flips); (5) Context-
specific spatial strategies - decentralised nodes for winters (per della
Sala, 2024b), waterfront buffers for urban cases. Simulations from
pooled models estimate that such interventions could halve low-SES
outflows (from 10-15% to 5%) and stabilise quotas (+5 pp). Transport
priming necessitates 'equity buffers'- e.g., 500m low-income priority
zones around stations (r=0.68 driver).

Limitations temper generalisability: preliminary Paris data con-
strain projections; tract-level aggregation risks the ecological fallacy
(mitigated by n=2,500 avg. pop/tract); omitted variables, like national
policies instrumented via Bartik shifters, show robustness (p<0.1).
Contributions are manifold: first, multi-city DiD panels spanning
summer/winter archetypes (n=265 tracts); spatial extensions dis-
tinguishing clustering; policy lab framing informed by della Sala's
oeuvre (2022b-2025), bridging factor perceptions to causal impacts.
Implications extend to Milan-Cortina 2026 (spatial previews in della
Sala, 2024a), Los Angeles 2028, and Global South hosts (e.g., Beijing
2022 extensions), advocating Agenda 2030 integration of social
bonds (€/unit) - future agendas: longitudinal Paris 2030 tracking,
climate-resilient alpine models, non-Western contrasts. Ultimately,
villages illuminate mega-event urbanism's equity paradox - spectacle-
driven priming versus inclusive futures - resolvable through rigorous,
enforceable legacies transcending neoliberal traps.

6. Conclusion

The rigorous comparative analysis of socio-demographic transfor-
mations in Olympic village neighbourhoods - spanning Barcelona
1992, London 2012, Athens 2004, and Turin 2006 - unequivocally
establishes these emblematic legacies as hotspots for gentrification
and social replacement, where state-orchestrated mega-event invest-
ments systematically prime peripheral or underutilised lands for
higher-socio-economic-status (SES) inflows, yet illuminate action-
able pathways for mitigation through robust institutional design.
Pooled difference-in-differences (DiD) estimates across 265 census
tracts (Bs = 0.28, p < 0.01 for In(income)) confirm recurrent pat-
terns: income escalations of 20-40%, low-SES outflows averaging
11% (8-15% range), affordable housing quota erosions (-12 pp on
average), and pronounced spatial clustering (Moran's I = 0.38-0.51),
with transport infrastructure proximity as the strongest predictor
(Pearson's r = 0.45-0.72 across cases). These findings validate and
extend gentrification theory to mega-event contexts (Lees et al.,
2008), demonstrating how public priming - via land remediation,
connectivity upgrades, and spectacle-driven visibility - amplifies
private capital inflows, fostering super-gentrification waves that
displace vulnerable populations despite initial equity pledges.
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Case-specific gradients reveal enforcement as the decisive mod-
erator: Barcelona's strategic public-private model (; = 0.22) and
Turin's regionalised dispersion (j3; = 0.14) delivered tempered positive
legacies, with density gains (+10-18%) and partial social retention,
albeit quota slippages (-7-15 pp); Athens' institutional vacuum
precipitated outright failure (8; = -0.12, +12 pp vacancy), exem-
plifying 'white elephant' abandonment; London's covenant erosion
unleashed extreme super-gentrification (B, = 0.35, +40 pp rentals),
underscoring market dominance absent clawbacks. Propensity score
matching (PSM) average treatment effects on the treated (ATTs
9-22%) and event-study pre-trend validations isolate Olympic shocks
from confounders like national housing cycles or recessions, while
spatial autoregressions (SAR) map intra-precinct polarisations -
gentrified cores around nodes versus lagging peripheries - offering
granular insights overlooked in aggregate studies.

Valerio della Sala's oeuvre provides indispensable theoretical
and empirical scaffolding: factor-analytic models dissect specialist
expectation-fear dichotomies in Olympic urbanism (2023a; 2023b),
the doctoral thesis evaluates longue-durée territorial impacts (2022b),
sustainable planning critiques expose environmental-social discon-
nects (2023c), Turin reflections highlight post-Games physical-social
mismatches (2023d), and collaborative works prescribe regional
strategies (della Sala & Dansero, 2024; della Sala & Pioletti, 2024)
alongside Paris 2024 risk analyses (della Sala & Gasparini, 2024).
Preliminary INSEE projections for Paris 2024 Saint-Denis (+20%
density, +15% incomes, 40% quotas imperilled) portend a trajectory
of continuity, amplifying the urgency for pre-emptive intervention.
This study's contributions fill critical lacunae: the first multi-city DiD
panels bridging summer and winter archetypes; spatial extensions
quantifying clustering and transport priming; causal-policy linkages
operationalising IOC Agenda 2020/2030 rhetoric into enforceable
mechanisms.
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Table 9. Pooled DiD Effects, Observed vs Mitigated Counterfactuals, and Policy Prescriptions

Mitigated Counterfactual (w/ Toolkit)

Primary Recommendation Expected Impact (Simulation)

Indicator Pooled Observed Effect (Bs / A)
Ln(Income Growth) +0.28"** (20-40%) +0.12
Density (hab/km?) +12% (avg.) +6%
Low-SES Outflow (%) -11% (8-15%) -5%
Affordable Quota Change (pp) -12 -4
Vacancy Rate (pp) +5 (3-22%) -2

30% mixed-income quotas w/ clawbacks
Participatory repurposing councils
10-year monitoring covenants

20-50% anti-speculation flip taxes
Regionalisation for winters

Halve the SES divergence
Stabilise +5 pp

Reduce 50% outflows
Retain quotas +5 pp

Cap at 8% seasonality

*Table 9 synthesises pooled fixed-effects DiD (**p<0.01, n=265 tracts; PSM-validated AT Ts) against structural simulations assuming full toolkit adoption. Effects benchmarked to municipal controls;
sources: national censuses/della Sala (2025). pp = percentage points.

From evidence emerges a comprehensive, operational policy
toolkit tailored to archetypes: (1) Mandatory 30% mixed-income
quotas with 10-year resale restrictions, annual income audits, and
clawback penalties for breaches, estimated to halve SES diver-
gence (Barcelona/London precedents); (2) Participatory governance
councils integrating residents, NGOs, and specialists in repurpos-
ing decisions, mitigating expectation gaps per della Sala (2022a);
(3) Decade-long monitoring covenants embedded in IOC bid cri-
teria, with financial penalties (e.g., 5% legacy bond forfeiture) for
non-compliance, addressing Athens' voids; (4) Progressive anti-
speculation taxes (20-50% on flips <10 years), curbing tenure ero-
sions as in Turin tourism pressures; (5) Contextual spatial strategies—
urban waterfront buffers (500m low-SES priority around stations,
r=0.68 driver), winter regionalisation scaling benefits beyond host
cities (della Sala, 2024b). Structural simulations from pooled models
project 50% reductions in displacement, quota stability (+5 pp), and
vacancy caps at 8%.

Implementation roadmap: IOC enforce via 'Legacy Annex' in
host contracts (€/unit bonds); national governments legislate pre-
Games (e.g., Seine-Saint-Denis ordinances for Paris); bidding penalise
histories sans equity (e.g., Athens precedent). Relevance extends
to Milan-Cortina 2026 (spatial previews, della Sala 2024a), Los
Angeles 2028 'no-build' tests, and Global South contexts (Beijing
2022 extensions). Limitations acknowledged—preliminary Paris data,
tract ecological risks (n=2,500 avg. pop mitigated), omitted policies
(Bartik instruments p<0.1)—do not undermine core causality.

Future research horizons: (1) Longitudinal Paris 2024-2030 panels
tracking quota fates; (2) Milan-Cortina winter dynamics under
regionalisation; (3) Beijing/Tokyo Global South contrasts for univer-
sality; (4) Climate-resilient models integrating sea-level risks (coastal
villages); (5) Micro-level surveys linking tract shifts to household
trajectories, addressing ecological fallacy. Theoretical advances:
Planetary gentrification extensions (Sassen, 2014), incorporating
event temporality; factor models updated with causal DiD (della
Sala, 2025). Practitioners: Urban planners use SAR choropleths for
pre-bid risk mapping; IOC integrates social AT Ts into Agenda 2030
metrics.

In summation, Olympic villages crystallise mega-event urbanism's
profound paradox—spectacle catalysing inequity—yet prescribe
transcendence via evidence-based social contracts. Equitable legacies
demand political will to privilege inclusion over growth coalitions,
fostering resilient, mixed neighbourhoods that endure beyond
athletic triumphs. By enforcing toolkit imperatives, future hosts can
convert policy laboratories into beacons of sustainable urbanism,
ensuring the Olympic flame illuminates inclusive futures rather than
casting long shadows of displacement.
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