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Series Editors’ Foreword

We are delighted that Judith Chapman and David Aspin’s The School, the
Community and Lifelong Learning is part of the Cassell School Development
series. If ever there was one single issue that encapsulates the mission for
school development, it is lifelong learning. The aspiration for school develop-
ment is not just the achievement of students, but also their acquisition of a
range of learning strategies that equip them for life beyond school. The success
of a school should not be measured solely in terms of test scores and exam
results, but should also involve the students’ ability to emulate generations of
lifelong learners. Although a worthy endeavour, this bold goal is, as Chapman
and Aspin point out, not easily achieved. That is why their focus on community
in both the title and the substance of the book is so important. Our own
experience and research suggest that school development, and the increasing of
levels of student achievement and learning, cannot be achieved without stra-
tegic and substantive community involvement. The crucial nexus in this is, as
the authors point out, the dialectic between the school and the community.
Judith Chapman and David Aspin are well equipped to carry out the task of
making these links, and establish the argument, review the research and policy
context, and point to ways forward. As lifelong learners themselves, their
enthusiasm for their subject shines through the book. In addition to this, they
have been centrally involved in national and international studies of lifelong
learning. This is particularly true of their work for the Organisation for
Economic Cooperation and Development, and in that regard we are delighted
that Malcolm Skilbeck has contributed a Preface to the book. The School, the
Community and Lifelong Learning is an important work. It is comprehensive,
incisive and passionate. In producing this book Judith Chapman and David
Aspin have eloquently addressed issues at the core of school development.

David Hopkins
David Reynolds



Preface

For those who have had the good fortune of a sound basic education, acquiring
the love of learning in childhood and youth, there has never been any question
that education is lifelong. Such an education is basic precisely because it
provides foundations and enduring stimulation of a lifetime’s quest. A basic
education depends upon a mastery of the tools of expression, communication
and inquiry which goes well beyond the so-called ‘basics’ of popular belief — the
3 Rs. The foundation of lifelong learning must also include a challenging and
engaging introduction to methods for acquiring, testing and using a range of
different kinds of knowledge and practice and various ways of manipulating
ideas and materials. Memorization, the practice of skills and the demonstration
of competence in testing situations are a fundamental part of this but, when
elevated into primary objectives and set at levels which many students cannot
or will not master, they serve not as an entrée into the vestibule of learning but
as doors shut hard against it. '

As David Aspin and Judith Chapman point out, successful achievement of
the extraordinarily ambitious aims of the lifelong learning movement requires
that all children make a successful start. We still fall far short of this, despite
universal provision of schooling and many forms of support for early childhood
development. Formal schooling cannot be everything but the school certainly
plays a key role in making or breaking the learning chain that we are seeking to
extend from infancy to old age. Moreover, while parents, family, neighbours,
peer groups and community all have roles to play, it is only the school, in our
secular societies, which is a universal institution, constituting, for all its
limitations, a formidable structure of experience, requirement, opportunity and
challenge, whether for better or worse. By worse is meant the role the school
does sometimes play in inhibiting learning and registering a sense of failure in
children. This, at least, can be changed if we have the will to do so.

While the universal, compulsory school has proved its worth in the rela-
tively short history of its existence, too many imperfections remain. Arguably
the greatest is the school’s failure, or apparent inability, to engage all children
and youth in successful, fulfilling learning, learning that serves as a dynamo for
currents that continue throughout life. The question to address is whether the
school can continue to offer itself as the institution in society which will prepare
all children and youth for a lifetime of learning. In answering positively, the
authors of this book discuss the many changes that are needed not least in the
public image and standing of the teaching profession.

With the active engagement of the community — and that is an essential
condition — the school can reasonably maintain its mission of effective universal

X



Preface

education. But to do so it must be prepared to undertake quite dramatic forms
of self-appraisal and renewal. Just what this might entail has been the subject
of intensive inquiry and debate, as is evident from the wide range of sources
which David Aspin and Judith Chapman have consulted. They have drawn not
only upon studies and reports of the intergovernmental organizations, but also
upon the scholarly literature in the construction of a sustained argument for
school reform and renewal.

After a bold, but in the event faltering, start several decades ago, the
movement of lifelong learning for all is once again gathering momentum. In
earlier times, the case as presented has been mainly educational — the develop-
ment of persons; and social — the creation and recreation of communities. To
these is now added an array of economic arguments in a context of gathering
global competitiveness. Taken together, the arguments are compelling but the
issue is deeper still. Never before in human history has it been so widely
accepted that the worth and value of every human being is not a matter of
declared rights, religious or moral affirmations — usually abridged in practice —
but is a matter of practical policies for the conscious, deliberate, continuing
educational development of the person and the community. The realization or
achievement of this means a transformation of culture and the mobilization of
the many different resources which have educational potential. It is thus not
merely a matter of education responding to economic forces or to declared
national priorities, necessary as these are. Strenuous, wide-ranging efforts
continue to be required to build the educative society, which also functions as a
productive, efficient economy yielding the means needed to live the good life.

The authors of this book recognize the need for profound changes in education
but are not tempted to submerge the school beneath a tidal wave of technology-
driven work and home-based autonomous learning. Such forms of learning have
their place but they are no substitute for the careful nurturing of the propensity
to learn and the structuring of experience — namely schooling — which the young
will continue to require if the foundations are to be well laid. This book is an
invitation to explore the challenges now falling upon the school as it assumes
responsibility for its pivotal task in lifelong learning. To the timid and the
backward-looking, it will appear unsettling or may seem far removed from the
domestic affairs of the classroom. To those concerned about the future of the
school and open to debate about the role of schooling in its relation to the
directions society might be taking, the authors have posed many questions. Not
content with questions, however, and drawing extensively on the frontiers of
policy analysis and conceptual thinking, they have mapped the territory and
drawn attention to the decisions which are now needed if the claims of lifelong
learning are to become effective engines of policy and are to pervade the
manifold practices of schooling.

Malcolm Skilbeck
30 December 1996
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Chapter 1

The International Concern for
Lifelong Learning

The provision of lifelong learning is by its very nature highly complex and
multifaceted. In this book we have chosen to concentrate on one aspect of
lifelong learning: the strengthening of the foundations of lifelong learning —
providing young people with a good start to their lifelong learning through the
agencies of school and community.

Although there has been a considerable increase in participation and
completion rates of schooling during the past decade, many young people still
leave school without the requisite qualifications, knowledge or skills for
employment, and without the love of learning and the motivation to learn that
is essential for further learning throughout the rest of their lives. These
deficiencies have been identified as factors in the rise of unemployment among
certain sections of our population, in dysfunctional social activities, and in
limited lifelong learning opportunities for sizeable parts of the community.
Provision of a broad-based, effective and equitable system of schooling at
primary and secondary level, which establishes a strong foundation on which
all young people are able to build, is now widely regarded as being essential for
each individual’s personal development and fulfilment and for an economically
competitive, socially just and democratic society (OECD, Press Release, Paris,
17 January 1996).

In countries across the world there is concern about the capacity of schools
and education systems to change, adapt and to provide an appropriate founda-
tion for lifelong learning. In a context in which a multitude of factors is shaping
the schools of tomorrow it is timely to review the ways in which schools are
organized, the nature of curriculum content and modes of delivery, the design
and location of places for learning, and the integration of new information
technologies into the overall educational enterprise. In such an environment we
are forced to evaluate and reassess the role of schools in our society, to
reconsider relationships between schools, parents, business and commerce, and
constituencies in culture and the arts, and to reconceptualize new roles and
functions for educating institutions. Not least of these is the notion of schools as
community learning centres offering a range of learning opportunities to all
members of a learning society.

In the light of these considerations the objectives of this book are:

1 To identify major issues pertaining to a lifelong approach to learning
and to identify how the concept of lifelong learning might be
operationalized in ways that give a more concrete and specific
orientation to the ideal of high quality education and training for all.
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2 To lay out the problems which might be encountered in the
implementation of lifelong learning, particularly during the years of
compulsory schooling, and to identify new directions in policy and
practice.

3 To identify the range and nature of the relationships subsisting
between schools, government agencies of all kinds, and all the various
interested constituencies in the community, as they seek to achieve
the objectives of lifelong learning for all.

THE INTERNATIONAL CONTEXT

The topic of lifelong learning has assumed immense importance in the discourse
and policies of a number of bodies and agencies across the international arena.
An increasing number of countries and governments have concluded that a
lifelong approach to learning should be instituted and deployed as one of the
main lines of attack on some of the major problems needing to be addressed as
we approach the turn of the twentieth into the twenty-first century. The
deliberations of OECD, UNESCO, the European Parliament and the Nordic
Council of Ministers reveal a commitment to policies of learning across the life-
span, which are meant to be proactive and prophylactic. Today continued access
to education and training for all a country’s citizens is seen as an investment in
the future, a precondition for economic advance, democracy, social cohesion and
personal growth.

MAKING LIFELONG LEARNING A REALITY FOR ALL: THE
COMMITMENT ACROSS OECD COUNTRIES

The Current Concern

In January 1996 education ministers from across OECD countries met to
consider how learning must be adapted to the evolving needs of an increasingly
global and information-based economy. Their theme was: ‘Making Lifelong
Learning a Reality for All’. The focus of their meeting was directed at the ways
in which education could be made to be a lifelong process, with learning being
provided in schools, the workplace and many other settings. Recognizing that
the implementation of lifelong learning involves many other parts of govern-
ment and society, the education ministers from the OECD member countries
were concerned to identify ways of developing policies that would foster ‘learn-
ing societies’ based on the acceptance of a new philosophy of education, with
new roles and responsibilities assigned to those within and beyond the world of
schools, universities and other traditional providers of learning.

Member countries were agreed on the overall challenge: to make lifelong
learning a reality for all people by realizing possibilities for learning to continue
throughout people’s lives — from education in early childhood to learning in
retirement. By reviewing targets and options, ministers sought to define new
directions for education policy, in which opportunities for learning could be
created for people of all ages, not merely by public education authorities but also
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The International Concern for Lifelong Learning

by all those who have an interest in lifelong learning, pursuing a common
strategy. There was widespread agreement that a new focus for education and
training policies is needed, to develop capacities to exploit the opportunities
offered by the extension, growth and increasing flexibility of the global knowl-
edge and information economy. At the same time as seeking to capitalize upon
these economic opportunities, ministers were concerned to promote, through
education, social goals that were, in their view, equally important: social
inclusiveness, democratic participation, and individual growth and fulfilment
for all citizens.

In their attempt to determine how the concept of lifelong learning could be
given practical shape, the ministers identified and concentrated on three
particular aspects of education and training systems:

e Ensuring that the foundations for lifelong learning enable all learners
to obtain the academic and vocational qualifications they need for
work and further learning;

¢ Improving the transitions and pathways between education and
work, the transition from school to work and higher education, and
the nature and extent of learning opportunities for adults;

e Reconceptualizing the roles and responsibilities of all partners —
including governments and learners themselves — in implementing
and financing lifelong learning.

At the conclusion of their deliberations the chair of the meeting, the
Honourable Simon Crean, the then Australian Minister of Employment, Educa-
tion and Training, issued the following statement (OECD, Press Release, Paris,
17 January 1996):

We are all convinced of the crucial importance of learning throughout
life for enriching personal lives, fostering economic growth and
maintaining social cohesion and we have agreed on strategies to
implement it. OECD societies have made great strides during the 1990s,
but now we need to find more effective ways of offering everyone of our
citizens such an opportunity. The target may be ambitious, but we
cannot afford not to work towards it.

OECD ministers jointly committed themselves to taking action which they
were confident would usher in a new era of lifelong learning for all. Such action
included:

e Strengthening the foundations for learning throughout life, by
improving access to early childhood education, particularly for
disadvantaged children, revitalizing schools and supporting the
growth of other formal and non-formal learning arrangements;

e Promoting coherent links between learning and work, by establishing
pathways and bridges that will facilitate more flexible movement
between education, training and work, aimed in particular at
smoothing the initial transition between the two, and by improving
the mechanisms for assessing and recognizing the skills and
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competences of individuals — whether they are acquired through
formal or non-formal learning;

o Rethinking the roles and responsibilities of all partners — including
governments — who provide opportunities for learning;

¢ Creating incentives for individuals, employers and those who provide
education and training to invest in lifelong learning and to deliver
value for money.

The goals of future economic prosperity, social and political cohesion, and
the achievement of genuinely democratic societies with full participation all
depended, the ministers concluded, on a well-educated population. Govern-
ments of OECD member countries committed themselves to seeking to
establish an environment that encourages individuals to take greater responsi-
bility for their own and their children’s learning and to promoting real
commitment by all partners — including the co-operation of different govern-
ment ministries — to implement coherent, equitable and cost-effective
programmes that will cover the needs of all for high quality learning across the
lifespan.

A Link with the Past

Promoting lifelong learning in societies that are becoming dominated by infor-
mation and knowledge has been a recurring theme in OECD policy discussions
for a number of years.

In 1990 when the Education Committee of the OECD met at ministerial
level to review education and training policies and their interaction with the
economy and society more broadly, their overall theme was ‘High Quality
Education and Training for All’. The emphasis on ‘quality’ underlined the key
role that learning plays in sustaining economic, social, cultural and political
well-being. The emphasis on learning ‘for all’ recognized that education is a
presupposition of and a prerequisite for effective and equitable participation in
society.

At the ministerial meeting in 1990 ministers identified the following eleven
aims and orientations in education and training as common across OECD
countries (OECD, 1992, p. 33).

1 A high quality start to lifelong learning - the crucial role of initial education
and training

It was agreed that all young people should have access to opportunities for
education and training — both general and vocational — that could provide a
solid foundation and preparation for adult and working life. Effective schooling
should build upon the highly influential pre-school years and should lay the
foundation and offer incentives for continued lifelong learning in all post-
compulsory and post-secondary educational settings. Effectiveness in
educational outcomes was seen to be strengthened in and through close part-
nership with parents, the local community, the employment sector, other public
and private agencies and various community, social and cultural institutions.
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The International Concern for Lifelong Learning
2 Quality and access in a lifelong perspective

Quality provision was seen to be as much a feature of vocational programmes,
higher education, enterprise training, and adult education, as of schooling. The
diverse approaches to, and modes and deliveries of, quality outcomes in differ-
ent programmes and settings were seen as arising from and constituting a
comprehensive array of opportunities to meet the multitude of learning needs of
all people. It was argued that quality provision must be extensive and diverse
and access to it widened. Ministers agreed that the growing and more diverse
demands on the non-schooling sector call for continuing review of its structures,
funding and performance.

3 Education ‘for all’ and the priority for the educationally under-served

To extend the benefits of education to all was deemed to be as important for
educating people to meet the demands of the economy as it is for achieving the
social goals of increasing social inclusiveness and educational equity. ‘Educa-
tion for all’ entails targeting the provision of education and training to all those
capable of benefiting from it; this includes providing for the needs of the
different groups of under-served students — those with disabilities; minority
groups; the socially deprived; adults threatened by unemployment and the
already jobless; women returning to employment; and inhabitants of rural or
isolated communities. It was agreed that a universal problem found to occur
throughout all countries is that those with low initial education attainment
levels tend not to be those who are returning to organized learning - participa-
tion by adults in further education activities throughout the lifespan continues
to be dominated by the already educated. In the provision of education ‘for all’
measures need to be taken to encourage and enable all people actively to learn
throughout their lives.

4 Overcoming illiteracy

The continued existence of illiteracy, whether defined in the traditional sense or
in a new sense generated by scientific or technological change, was deemed to be
unacceptable. A minimum measure of the success of schools should be that all
students have mastered such a degree of the various forms of literacy as permits
them to participate effectively in society and the economy. Post-compulsory and
continuing education as well as the employment sector were seen as having a
responsibility to ensure that literacy skills are maintained and improved.

5 The need for coherence and focus in educational provision to avoid
curriculum overload

The increasingly rapid growth of knowledge, the broadening range of the
clientele and the diverse responsibilities of education, in all its various institu-
tional forms, highlighted the need for curriculum reform. However, it was
argued that to avoid the dangers of epistemic incoherence and curriculum
overload, the special tasks and missions of each level of the education and
training sectors should be clarified. This would incorporate a review of what
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should be included in the foundations of initial education and training and what
should be postponed to subsequent further, higher, and recurrent education
and training provision.

6 Improving the quality and attractiveness of teaching in education and
training

The presence and activity of expert, well-motivated, and flexible teaching staff
was identified as the most vital component of high quality provision, whether in
schools, vocational, further or higher education, or in other forms of organized
learning. Improvements in rewards, career opportunities, initial and in-service
preparation, status and prestige were identified as ways of ensuring the
recruitment and retention of high quality teachers.

7 Information and data — preconditions for sound decision-making

It was agreed that information and data needed to be collected and made more
readily available to assist decision-making at all levels. Well-developed infor-
mation and guidance systems setting out possible career paths, qualifications
and ranges of options required were seen as necessary for pupils, students,
trainees, parents, the employment sector and the wider community. To this
end, the potential of information and communication technologies should be
further extended and exploited. As functional prerequisites of accountability
and informed policy debate, ministers believed that sound comprehensive
education and training statistics needed to be developed, especially in the areas
of early childhood, private education, labour market and enterprise training
and adult education.

8 Evaluation and assessment - identifying progress, diagnosing problems

The evaluation and assessment of students, trainees, institutions, and educa-
tion systems as a whole was considered to be an integral component of policy
and practice. Ministers believed it was important that procedures for student
assessment should be sensitive to curricular goals and that procedures for
teacher assessment should have as their foremost objective the increase of
professionalism. Public forms of student assessment should provide clear infor-
mation about the positive accomplishments of students that is useful to all. The
employment sector in turn should play an active part in the design and
updating of qualifications.

9 Research and innovation need further development

A need was identified for more R&D in education, and for this to be grounded in
practice, involving staff and institutions in a constant process of diagnosis,
comparison and analysis.

10 Enhancing the international dimension of education and training policies

It was agreed that increasing political, economic and cultural interdependence
among countries and the mobility of skills and employment opportunities calls

8



The International Concern for Lifelong Learning

for close attention to be given to cross-national comparability and transfer-
ability of qualifications and the possibility of access to and exchange of suitably
qualified personnel.

11 Financing high quality education and training for all

Realizing high quality education and training for all was seen to depend
fundamentally on adequate investment in the education and training of the
young and in the recurrent education and training of adults. Ministers agreed
that new approaches to the financing of education and training must be
considered, in which contributions from all the different elements, sectors and
agencies — public, private, national, regional and local, individual and institu-
tional as well as the employment sector — must be taken into account.

The ministers concluded that the various challenges of the twenty-first
century for the provision of high quality education and training opportunities
should not be met with an excessively narrow educational approach, nor by
carrying forward the spirit of ‘more of the same’. Policies and programmes
organized by the established education and training authorities would need to
be actively co-ordinated and developed in partnership with all the other formal,
non-formal and alternative sources and agencies of learning, as we move
towards ‘learning societies’ embracing all forms of education and training and
providing diverse opportunities for learning by all members of society on a
lifelong basis. Of this undertaking the ministers concluded that: “This is not
solely for governments; the roles and responsibilities — for the different author-
ities, the social partners, and individuals — may need to be redefined. The aim is
to encourage all individuals to learn actively and continuously throughout their
lives’ (OECD, High Quality Education and Training for All, 1992, p. 36).

It is important to note that, in their conclusions to their meeting in 1990,
the OECD ministers of education did not suggest or even imply any relative
downgrading of the education provided for children and the young in favour of
an increased provision of learning opportunities for their elders. Instead they
envisaged a way forward which would improve current policies and practices of
initial and recurrent education and training, in ways which recognize and
reinforce the special purposes and complementarities between all sectors and
agencies in society concerned with the provision of high quality education and
training for all.

The Situation Today

There have, of course, been a number of critical changes in the educational
landscape in all OECD countries since the beginning of the 1990s. Today
education and training, and the notion, value and ideals of lifelong learning,
have come to be conceptualized and appraised in a very wide-ranging and
sophisticated manner. This has come about as a result of our increased aware-
ness of the much greater complexity and heterogeneity of the factors operating
in and directing all these matters, and of our appreciation of the need for an
increased breadth and depth of understanding concerning the nature, aims and

9
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purposes of education and training programmes in the current economic, social
and cultural environment.

As we approach the turn of the century, policy-makers, administrators and
school-based personnel have begun to grapple with the complexity of realizing
lifelong education for all. They have begun to seek answers to such questions as
the following:

e How can the targets of high quality education and training for all be
realized through a strategy of lifelong learning that is designed to
promote both social and economic goals?

e How might the realization of a lifelong approach to learning open up
participation in the knowledge-based economy, promoting a high-
skills, high-wage job strategy and overcoming structural barriers to
economic growth and job creation?

o How might lifelong learning promote social inclusion and sustain and
develop democracy? How might policy-makers devise and manage an
effective education and training strategy for lifelong learning as part
of a coherent and integrated approach to a wide range of policy areas
that include economic, labour market and social policies?

As we approach the end of the twentieth century these are the sorts of questions
and concerns which are serving as a point of departure as ministers of education
from OECD member countries attempt to address the challenge of ‘Realising a
Lifelong Approach to Learning for All'. But these are challenges that face not
only OECD countries: they face all countries in the world.

LEARNING THROUGHOUT LIFE: THE UNESCO
COMMISSION ON LEARNING IN THE TWENTY-FIRST
CENTURY

UNESCO has also taken the opportunity afforded by the approach of the new
millennium to conduct a major inquiry into education.

The work of the UNESCO International Commission on ‘Education in the
Twenty-First Century’ took as its starting-point a consideration of the needs of
education in a context of worldwide interdependence and globalization. In this
context, according to the UNESCO Commission, developing countries are
feeling: ‘uneasiness engendered by the indecipherable nature of the future ...
combined with ever sharper awareness of the huge disparities existing in the
world’ (UNESCO, 1996, p. 47).

A number of major tensions were identified by the UNESCO commissioners
as lying at the heart of the problems of conceptualizing and realizing goals for
education and society in the twenty-first century. Such tensions include:

e the tension between the global and the local;
e the tension between the universal and the individual;

¢ the tension between tradition and modernity;

the tension between long-term and short-term considerations;
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o the tension between the need for competition and concern for equality
of opportunity;

e the tension between the expansion of knowledge and human beings’
capacity to assimilate it;

e the tension between the spiritual and the material.
Of particular concern to the Commission was:

the major danger of a gulf opening up between a minority of people who
are capable of finding their way successfully about this new world that
is coming into being and the majority who feel that they are at the
mercy of events and have no say in the future of society, with the
dangers that entails of a setback to democracy and widespread revolt.
(UNESCO, 1996, p. 51)

In their report Learning: The Treasure Within, the commissioners focused
their recommendations on the concept of learning throughout life, claiming that
that concept emerges as one of the keys to education in the twenty-first century
(UNESCO, 1996, p. 23). Learning throughout life, the commissioners argued:

makes it possible to organise the various stages of education to provide
for passage from one stage to another to diversify the paths through the
system while enhancing the value of each. This could be a way of
avoiding the invidious choice between selection by ability, which
increases the number of academic failures and the risk of exclusion, and
the same education for all, which can inhibit talent.

(UNESCO, 1996, p. 24)

In a world in which rapid change and globalization were seen as transforming
each individual’s relationship with time and space, learning throughout life
was seen as essential for people to retain mastery of their own destinies
(UNESCO, 1996, p. 101). Four pillars were proposed as foundations of educa-
tion throughout life: learning to know; learning to do; learning to live together;
and learning to be. These four pillars reflect UNESCO’s newer, more broadened
conception of the notion of lifelong learning:

Not only must it adapt to changes in the nature of work, but it must also
constitute a continuous process of forming whole human beings — their
knowledge and aptitudes, as well as the critical faculty and ability to
act. It should enable people to develop awareness of themselves and
their environment and encourage them to play their social role at work
and in the community.

(UNESCO, 1996, p. 21)

In common with the conclusions of education ministers of OECD member
countries, the UNESCO commissioners’ call for a commitment to lifelong
learning involves no downgrading of their commitment to the right of all people
to a sound basic education offered through the formal education system. The
right to a basic education was firmly established as a ‘passport to life’
(UNESCO, 1996, p. 117) and as a means of granting access to continuing
learning experiences across the life-span.
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Acknowledging the accelerated pace of population growth in many develop-
ing countries, the wastage of natural resources, environmental damage, the
chronic poverty and the oppression and injustice from which millions still
suffer, the UNESCO commissioners concluded their deliberations with a call
for a shift in the conception and functions of international aid, a closer examina-
tion of recent experiments in swapping debts for education programmes, and
stronger partnerships between industrialized countries and developing coun-
tries.

In their conclusions stated in Learning: The Treasure Within the UNESCO
commissioners reiterated and underlined the importance placed by the World
Summit for Social Development held in Copenhagen in March 1995 on educa-
tion and its role in dealing with poverty, unemployment and social exclusion.
They also confirmed their acceptance of the Declaration adopted by the Fourth
World Conference on Women (in Beijing, in 1995) on the importance of ensuring
equal access by women to education; of eradicating female illiteracy; and of
improving access for women to vocational training, science and technology
education and continuing education.

The dissemination and implementation of the concept of learning through-
out life was deemed by the Commissioners to be an ethical imperative, one in
support of which UNESCO was prepared fully to exert its moral authority in
the interests of promoting sustainable development, ensuring social cohesion,
encouraging democratic participation at every level, and establishing a genuine
culture of peace (UNESCO, 1996, p. 188).

THE EUROPEAN YEAR OF LIFELONG LEARNING: THE
EUROPEAN PARLIAMENT AND COUNCIL OF MINISTERS

The European Parliament and Council of the European Union proclaimed 1996
the ‘European Year of Lifelong Learning’.

This proclamation was set in a context in which the European Parliament
viewed changes in lifestyles and in individual and collective patterns of behav-
iour as generating new education and training requirements. The emergence of
new jobs and changes in production cycles as a result of new technologies and
new configurations of work organization were considered as necessitating
substantial expansion and change in the knowledge and skills required of
workers. According to the European Parliament’s White Paper Growth, Com-
petitiveness and Employment, more than two million new jobs, linked with
technological revolutions in the audiovisual sector and the information society,
would be created in Europe by the year 2000. Lifelong learning thus becomes
fundamental in enhancing long-term employment prospects for individuals.
The White Paper on Growth, Competitiveness and Employment also stresses
that education and training will play a crucial role in the renewal of national
economic growth, the recovery of competitiveness, and the restoration of a
socially acceptable level of employment.

The European ministers expressed concern over the scale of unemployment
currently affecting young people and adults. This they saw would bring risks of
the increase of dysfunctional social phenomena: social conflict, xenophobia,
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alcohol and drug-abuse, and a willingness on the part of some to resort to
violence. In this context the importance of the purposes of lifelong education
was affirmed:

to develop each individual’s personality, to teach values of private, social
and public life as solidarity, tolerance and understanding of cultural
diversity, to promote the ability of various cultural groups to
communicate and to promote the involvement of all the citizens of
Europe in democratic decision making.

(European Parliament, 1995, p. 2)

Ministers were particularly concerned that long-term unemployment runs
the risk of generating an attitude of scepticism towards education and training,
that might well undermine and jeopardize people’s confidence in the value of
lifelong learning. The Year of Lifelong Learning was, in their view, intended not
only to lay down the essential requirements and long-term objectives for
measures and policies for lifelong learning but to create an awareness and send
important signals regarding the importance of lifelong learning, through the
means of community-wide information and promotional campaigns.

European ministers pointed out that, with the increasing emphasis on
education across the life-span, the promotion needed for non-school education
should not be funded at the expense of broadly based initial education. To
ensure that educational provision across the life-span could be adequately
financed the ministers advocated an examination of fiscal and other incentives
with a view to securing investment by businesses and private individuals
particularly in continuing education for the development of lifelong learning
opportunities for adults.

Stress was placed on the importance of the Year of Lifelong Learning
providing an opportunity for social partners to explore areas of mutual interest
and to develop collective arrangements for investment, the exchange of ideas
and the dissemination of good practice.

The objectives of the European Parliament in establishing the European
Year of Lifelong Learning included:

e To make the European public aware of the importance of lifelong
learning as a key factor in the personal development of individuals
and in their participation in the democratic decision-making
processes.

e To foster better co-operation at all levels between education and
training structures and the business community.

¢ To contribute to European competitiveness and to an employment-
intensive economic growth by promoting awareness amongst the
social partners of the importance of creating opportunities for lifelong
learning to meet the challenges of economic and social change.

¢ To emphasize the importance of providing access to lifelong learning
and appropriate accredited systems for all regardless of difference in
sex, age, ability, ethnic, economic and social background with a view
to ending the waste of talent, combating social exclusion, giving girls

13



The School, the Community and Lifelong Learning

and women a wider choice of occupations and eliminating regional
disparities.

o To encourage parents and education authorities to shoulder their
responsibility for the education and training of children and young
people in a context of lifelong learning.

Fundamental to the European Parliament’s establishment of 1996 as the
European Year of Lifelong Learning was a belief in the fundamental impor-
tance of education and training for the construction of a Europe which is
economically competitive and socially anchored in solidarity and in the encour-
agement of individual fulfilment. The continuing adaptation of education and
training systems was seen as of major strategic importance to Europe at a time
when its economic competitiveness and social model had come to be based on
knowledge and know-how (European Parliament, 1995).

LIFELONG LEARNING FOR ALL: THE NORDIC COUNCIL
OF MINISTERS

Perhaps some of the most enlightened thinking on the matter of lifelong
learning has found expression in the report of a Think Tank established by the
Nordic Council of Ministers and published in 1995 under the title The Golden
Riches in the Grass.

The Nordic Council of Ministers’ consideration of education arose from a
concern to meet their countries’ and region’s various economic and political
needs while developing and safeguarding their social values in the face of
intense global competition and an element of uncertainty extending to ethics
and norms:

Lifelong learning for all constitutes a vital challenge for the growth and
development of Nordic society ... Lifelong learning for all can perhaps
... become the Nordic region’s most effective response to the changes
which pose a threat to our competitiveness, our welfare societies and
many of our democratic values. It can give us a competitive edge ... and
serve as a model for the world beyond our border.

(Nordie Council of Ministers, 1995, p. 13)

The Nordic Council of Ministers have a strong position regarding the type
of development that they deem suitable for the information society and the
Nordic model of democracy. This position has clear implications for any
approach to lifelong learning:

the ability to maintain the competitive edge of our firms and to keep
abreast of developments, growth in assets and renewal on the open,
international market is a prior requirement for the survival of the
Nordic welfare societies. A necessary condition, but not the sufficient or
adequate condition ... We must steer the development of the
information society away from its inherent risks: technocratic
dehumanisation and the divided society.

(Nordic Council of Ministers, 1995, p. 17)
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The implications of this for the Nordic approach to lifelong learning are
clearly articulated as uniting the instrumental approach to life qualifications
with the existential (Nordic Council of Ministers, 1995, p. 22). The key signal, it
is maintained, is that people should be ‘ready for action’. Learning is not
conceived of as consisting solely of the acquisition of the knowledge and skills
required to adapt to and cope with change. Lifelong learning must provide
people with the resources that enable them to participate in the changes,
developing personal resources so that each person is able to be involved in
change and mould the pattern of development — at the work-place, in society
and at the personal level.

The recommendations contained within The Golden Riches in the Grass
call for added measures of both techno-scientific knowledge and more general
knowledge in the arts/humanities to be included in any curriculum for lifelong
learning designed to achieve favourable socio-economic conditions and bal-
anced growth. In addition the recommendations call for a more self-steered,
experience-based approach to learning, particularly among adult learners.

In their deliberations, the Nordic Council of Ministers addressed directly
the question of whether there are gains to be made from opting for more
schooling rather than unemployment. In response they took the position that
more education, training and personal development for all will lead to increased
and improved opportunities for the unemployed and less risk of polarization
and social marginalization. The ‘underconsumption’ of people’s capacity for
work, it was argued, posed the greatest threat to the social balance:

All citizens must be given an opportunity for all-round development —
every day. Without a clear picture of the pattern of one’s own life, one
becomes a prisoner of one’s repressed feelings or specialised technical
knowledge . .. If we lack self reliance and self respect, then we lack the
basis for knowing and appreciating others. This means that we lack the
foundations of a balanced society.

(Nordic Council of Ministers, 1995, p. 89)

The Nordic Council draw their conclusions from and place confidence in
people’s capacity to exert influence on the future. The potential of the techno-
logical revolution, they argue, will not lead to jobs and growth unless it is
matched by higher levels of competence:

Growth is no longer based on cheaper goods and services. Today
economists are discussing a new theory of growth, where economic
growth is based on people’s ability constantly to produce thoughts and
ideas which are rapidly transmitted to every part of the world. These
thoughts and ideas stimulate further efforts and development. Economic
growth is becoming a learning process. The more complex and
knowledge intensive production is, the more motivation and creativity
are demanded of all employees, if high quality criteria are to be met.
This means that competence is the key to meeting the demands and
challenges of the future ... We need a conscious strategy throughout the
Nordic region if we are to become capable of harvesting the riches of ‘the

15



The School, the Community and Lifelong Learning

golden tables mid the grass’, turning knowledge and competence into a
platform for growth.
(Nordic Council of Ministers, 1995, p. 106)

CONCLUSION

Perusal of the above reveals a number of themes running through the work of
international agencies: the emergence of an awareness of the importance of the
notions of the knowledge economy and the learning society; an acceptance of the
need for a new philosophy of education and training, with institutions of all
kinds — formal and informal, traditional and alternative, public and private —
having new roles and responsibilities for learning; the necessity of ensuring
that the foundations for lifelong learning are set in place for all citizens during
the compulsory years of schooling; the need to promote a multiple and coherent
set of links, pathways and articulations between schooling, work, further
education and other agencies offering opportunities for learning across the life-
span; the importance of governments providing incentives for individuals,
employers, and the range of social partners with a commitment to learning, to
invest in lifelong learning; and the need to ensure that emphasis upon lifelong
learning does not reinforce existing patterns of privilege and widen the existing
gap between the advantaged and the disadvantaged, simply on the basis of
access to education.

It is clear that there is widespread agreement about the need and justifica-
tion for the institution, continuation or confirmation of policies of lifelong
learning for all. As a reading of the documents emerging from the deliberations
of international agencies and national governments reveals, however, whilst
there is on the part of many governments and government authorities a sincere
commitment to the ideal of ‘lifelong learning’, there is much less clarity and
uniformity about the ways in which the term itselfis understood. Differences of
opinion over the meaning and remit of the term become manifest, not merely in
the justificatory arguments employed for it, but also in the policies developed
for its implementation. Where the commitments of governments to the ideal of
lifelong learning will very likely involve the expenditure of substantial amounts
of public funds, it is obviously important that such expenditures should be
supported with the clearest possible understanding and agreement as to what
is being done in the name of the public interest and in the realization of the aim
of lifelong learning for all.

In the next chapter we attempt to chart the logical geography of the concept
of lifelong learning and to offer some clarification of the various conceptions,
interpretations and justificatory arguments that have been put forward for it,
as a basis for laying down our approach to the consideration of what we see as
the main topics, issues and problems to which policies of lifelong learning may
provide some answers.
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Chapter 2

Lifelong Learning for All: Concept
and Conceptions

The idea of ‘lifelong learning for all’, and an affirmation of the need for a
continuing generation and distribution of knowledge, skills and competences
throughout a country’s population, has become an important focus for policy-
makers in many countries today. The attention that is being paid to this notion
is a function of governments’ belief that their policies for education and training
will have a considerable impact on economic competitiveness and labour mar-
ket performance and on what they regard as fundamental social, political and
cultural objectives.

Factors such as the changing nature and patterns of employment, the
changing structure of the family and the nature of family relationships, popula-
tion and demographic change, labour force participation rates, changing types
of jobs and their availability, changes in work-place skills and competences,
technological change, and globalization — these have all been observed as
matters of considerable moment, with wide-ranging implications for educa-
tion.

In view of the significance attached to such phenomena many governments
have developed and issued a number of education and training imperatives that
go above and beyond the possibilities of their being addressed simply within the
confines and time-scales of traditional patterns of learning, and education and
training provision. It is in the context of large-scale economic and social change
that work undertaken by many governments has underlined the need for all a
country’s citizens to have access to and engage in lifelong learning.

This is not to say, however, that there has been little previous attack on this
problem. On the contrary, international agencies such as OECD and UNESCO
have been engaged in the analysis and discussion of the idea of ‘lifelong
learning’ for many years. The concept of ‘recurrent education’, for example, as a
proposed entitlement that would give adults as well as young people the
opportunities for personal fulfilment and professional improvement, that result
from further learning, figured large in the activities of the OECD and UNESCO
during the 1970s. That concern has not disappeared. More recently, however,
the notion of ‘lifelong learning’ has taken on a far more complex and protean
character, especially in policy discussions.

In seeking to become clear about what might be meant by the idea of
‘lifelong learning for all’, and what might be some of the justifications for
current government emphasis upon it, those of an enquiring and critical turn of
mind might think it worthwhile to pose some preliminary questions. These
could well include such queries as the following (¢f. Chapman and Aspin,
1995b):

17



The School, the Community and Lifelong Learning
o What is meant by ‘lifelong learning’ for all?

¢ How has this concept changed since earlier proposals for the
introduction of ‘education permanente’ and recurrent education in the
early 1970s?

e What are the values implicit in the idea of lifelong learning?

o Why is ‘lifelong learning for all’ being advocated as a strategy for
addressing larger social and economic problems currently besetting
many countries around the world?

o Why has lifelong learning been advocated as an element of a high-
skills, high-wage jobs strategy, and how does this fit in with the
larger visions that governments and educational agencies and
services might have about future needs for and developments in
economic, educational and social policy generally?

o What are the objectives which lifelong learning should serve?

¢ Why have many governments argued for a ‘lifelong learning’
approach in the past and why is this notion not yet a fully developed
reality?

¢ How can the more multifaceted notion of ‘lifelong learning for all’ be
conceptualized in such a way that policy can be developed in a more
coherent and integrated manner, in order to achieve the larger vision
that has been clearly implicit in government discussions on this
matter?

These are some of the questions which will guide our discussion in this
chapter.

THE CONCEPT OF ‘LIFELONG LEARNING’ FOR ALL

Although the term ‘lifelong learning’ is used in a wide variety of contexts and
has a wide currency, its meaning is often unclear. It is perhaps for that reason
that its operationalization and implementation is not widely practised or
achieved and such application as it has had is to be found primarily on a
piecemeal basis.

Indeed Gelpi, one of the early writers on the topic (Gelpi, 1984), bemoaned
the lack of conceptual clarity and argued that there was a need for a clear
definition of the topic. The problem, he maintained, was that, while one could be
reasonably clear about the meaning and applicability of such terms as ‘voca-
tional education’, ‘technical education’ and ‘nurse education’, no such clarity
subsisted in the case of terms with much less specific points of application, such
as ‘lifelong education’, particularly when a range of other apparently similar
terms — ‘education permanente’, ‘further education’, ‘continuing education’ —
were often used interchangeably with it and with each other.

Others have maintained that there is no use in applying the term ‘lifelong
education’, claiming that such a term seeks to generalize the reference of the
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notion of ‘education’ to such a wide set of parameters as virtually to empty it of
all meaning. Still others have acted as though the term ‘lifelong education’ were
simply another way of alluding to those educational endeavours and opportun-
ities that were offered after the end of formal schooling and thus was
interchangeable and synonymous with terms that had wider currency, such as
‘adult education’, ‘careers education’ or ‘recurrent education’ (Stock, 1979).

Yet another group will remark that, while there may be enough examples
around in the history of educational philosophy of such key ideas as ‘liberal
education’ or ‘moral education’ to offer discussants a reasonably firm point of
purchase, there is so little said about ‘lifelong education’ in the educational
literature and discourse generally that there is almost nothing on which we can
get a grip in our attempts to give a clear account of those elements that we may
discern as being cardinal to or indicative of its meaning and application.

Bagnall highlights the various differences in approaches when he notes
(Bagnall, 1990) that at least four main functions for the notion of ‘lifelong
education’ have been assigned in the literature:

¢ the preparation of individuals for the management of their adult lives
(J.P. White, 1982);

e the distribution of education throughout an individual’s life-span
(Kulich, 1982);

e the educative function of the whole of one’s life experience (Peiia-
Borrero, 1984); and

e the identification of education with the whole of life (Lengrand, 1979).

Furthermore, Bagnall identifies another interpretation as constituting what he
calls ‘the Programme of Lifelong Education”

that particular programmatic use of the term which has been developed
through and in association with the UNESCO Lifelong Education Unit,
and which Cropley (1979a:105) terms the ‘maximalist position’. This
position is that which sees lifelong education as involving a fundamental
transformation of society, so that the whole society becomes a learning
resource for each individual.

(Bagnall, 1990, p. 1).

As we approach the turn of the century, policy-makers are grappling with
the concept of lifelong learning to underpin education and training provision. At
this point, then, we might usefully examine from the discourse already avail-
able some examples of the different forms and focuses of thinking on this topic
and offer some suggestions as to a way forward.

LIFELONG LEARNING: SOME ELEMENTS

Education for Employability and National Economic
Growth

One approach to conceptualizing lifelong learning lays it down that lifelong
learning is concerned with the promotion of skills and competences necessary
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for the development of general capabilities and specific performance in given
tasks. Skills and competences developed through programmes of lifelong learn-
ing, on this approach, will have a bearing on questions of how workers perform
in their tackling of precise job responsibilities and tasks and how well they can
adapt their general and particular knowledge and competences to new tasks.
On this analysis a more highly educated and skilled workforce will contribute to
a more advanced and competitive economy.

From an economic perspective, the OECD Jobs Study (1994) has enlight-
ened us as to the ways in which aspects of economic policy might impinge upon,
affect and facilitate the realization of the goal of lifelong learning for all. The
effects of policies relevant to setting appropriate macro-economic policy,
enhancing the creation and diffusion of technological know-how, increasing
work-time flexibility, encouraging entrepreneurship, increasing wage and
labour-cost flexibility, reforming employment security provisions, expanding
and enhancing active labour market policies, facilitating international co-
operation, and improving labour-force skills and competences, have all been
identified as ways in which governments may realize the ideal of lifelong
learning for all.

The authors of the OECD Jobs Study maintain that {a]daptation is funda-
mental to progress in a world of new technologies, globalization, and national
and international competitiveness’ (OECD, Jobs Study, 1994, p. 7). The ability
of economies to adapt to change, they argue, can be deployed and developed only
with people possessed of a sound and appropriate set of capacities, competences
and knowledge. This requires engagement in and benefit from involvement in a
programme of active educational endeavour throughout people’s lives:

The new generation now entering work can perhaps expect six or more
job changes in a working life, meaning that part of that education will
have to take the form of ‘Learning how to learn’ throughout the learning
lifetime. Workers will have to acquire and later re-acquire skills through
training ... Many people will need help to fit the requirements of high
skill jobs. But some will be unable to meet those requirements and will
be unemployed or take low skill, low wage jobs. The commitment to
support them will be a valuable investment towards a forward moving
and cohesive society. As OECD economies progress it will become all the
more important to hone the support policies and mechanisms so that
they provide effective help to those who most need it.

(OECD, Jobs Study, 1994, p. 37)

Across OECD member countries, ministers agree that extending and
upgrading workers’ skills and competences must be a lifelong process, if their
countries’ economies are to foster the creation and expansion of high-skill, high-
wage job opportunities. Such an undertaking will require a major shift in policy
in some countries, and sustained and continuing development of existing
policies in others. Particular emphasis needs to be placed on major problem
areas including: the quality of initial education; the transition from school to
work; investment in work-related skills, especially for the least qualified work-
ers; and the financing of lifelong learning provision:
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Lifelong learning must become a central element in a high skills, high
wage jobs strategy. This involves dismantling barriers at all levels of
education and training and a sharing of the cost burden of lifelong
learning between the individual, business and the public purse.

(OECD, Jobs Study, 1994, p. 37)

Smethurst (1995) argues strongly for the need to invest in education in this
way. In his view it is important to use all possible forms of economic argument
to demonstrate that both the public and the private, the individual and the
social, good can be increased substantially if we place investing in education at
the highest point in our order of policy priorities:

We should indeed seek to deploy the economic arguments which can
show high returns from investment in some types of education. If we do
not, someone else will use techniques of a basically similar kind to show
that a minor motorway improvement will result in a huge return and
the money will be used for that instead.

(Smethurst, 1995, p. 44)

The point is clear: if we do not frame and implement policies that will direct
resources and support to all kinds of educational initiative, then the funds that
might have been employed in education will end up being diverted to other, less
educationally relevant areas of public expenditure.

But there is much more of moment to be derived from the necessity of
lifelong learning for all than merely its economic imperatives. As Smethurst
continues:

What does not come out of the statistics is that, in order to succeed in
life, in the world, in history, you need not just academic skill but
personality, independence of mind, and autonomy of spirit.

This view, and its underpinning of value, is in accord with the initiatives
currently being developed by many countries widely across the world. For, as
the advice of OECD ministers of education in 1996 has made clear, those things
that would best equip their citizens for life in the twenty-first century were the
prime features of what has come to be called ‘the knowledge economy’: not
merely a wide-ranging and thorough basis of knowledge content but a plethora
of cognitive competences: the ability to communicate in speech and writing;
numeracy and computer literacy; the ability to do research and to learn how to
learn’; the skills of team-building and co-operation; interpersonal skills; and the
ability to judge and discriminate, evaluate and create anew.

Governments clearly believe that strategies to promote these skills, extend
understanding and implement these goals need to be developed and put into
place now. The aim of the policies from which such strategies are to be
developed is to seek to bring about change in each of the main levels and in the
principal sectors of educational provision, at the same time as providing for an
integrated, multifaceted approach — and above all, one to which reference may
be made and access utilized throughout the lives of all citizens in their coun-
tries.
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Lifelong Education and Personal Growth

The economic justification for lifelong learning has been shown to be highly
dependent upon two prior assumptions: one, that ‘lifelong education’ is instru-
mental for and anterior to some more ultimate goal; and secondly, that the goal
of lifelong learning is highly job-related and economic-policy-dependent. This
approach, as we have seen from discussions at OECD, UNESCO, the European
Parliament and the Nordic Council of Ministers, has now been rejected as
presenting too narrow and limited an understanding of the nature, aims and
purpose of ‘lifelong education’.

Another approach to the idea and value of lifelong learning is predicated
upon different assumptions. Instead of ‘lifelong learning’ being seen as instru-
mental to the achievement of an extrinsic goal, ‘education’ is seen equally as an
intrinsically valuable activity, something that is good in and for itself. Here the
aim would be to enable those engaging in lifelong education not so much to
arrive at a new place but ‘to travel with a different view” (Peters, 1965) and in
that way to travel with a qualitatively better, richer and more elevated per-
spective from which to view the world. Indeed, as Bailey points out (Bailey,
1988, p. 123), an argument can be made that human beings have a positive duty
to themselves to seek that kind of improvement. The basis for such an argument
is provided by Kant (see Kant cited in Bailey, 1988, p. 123):

It is a duty of man to himself to cultivate his natural powers (of the
spirit, of the mind and of the body) as means to all kinds of possible
ends. Man owes it to himself (an intelligence) not to let his natural

predispositions and capacities (which his reason can use some day)

remain unused, and not to leave them, as it were, to rust.

The point here is that those engaging in educational activities would be
enriched by having their view of the world and capacity for rational choice
continually expanded and transformed by the increasing varieties of educa-
tional experience and cognitive achievements that lifelong learning would offer
them. The power and importance of that kind of rational choosing as the
outcome of education is as foreshadowed by Kant (Kant cited in Bailey, 1988, p.
123):

Which of these natural perfections may be preferable and in what
proportions in comparison with one another, it may be man’s duty to
himself to make them his aim, are matters left to one’s own rational
reflection upon his desire for a certain mode of life, and his evaluation of
the powers requisite for it.

A possible benefit of informed and rational reflection on and choice among
such a range of experiences and achievements would be an increase in people’s
capacity for the more varied and heterogenous types and styles of cognitive
activities and judgment with which they are able to approach the problems,
topics and issues that beset them. The capacity to frame solutions for such
problems or to engage in informed reflection upon such issues is an outgrowth of
education’s commitment to an expansion of the range of people’s cognitive
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capacities and the diverse modes of experiencing the world that education
brings them. This kind of additional benefit is contingent upon the prior
assumption that education is to be seen as an end-in-itself, and not merely as an
expedient towards the reaching of other ends.

This notion has been taken very seriously by community groups, which
have articulated and promoted other versions, styles and patterns of lifelong
learning. Thus, in addition to the provision of lifelong opportunities available
through more traditional institutions and agencies, there is a growing trend
towards opportunities being offered for lifelong learning by the creation and
expansion of a wide range of community initiatives.

In some countries, for example, the emergence of Universities of the Third
Age for people over the age of 55 has offered enormous advances in knowledge,
skill and understanding to persons, in ways that have proved life-transforming
for them, and that have succeeded in increasing the levels of competence, well-
being and wisdom in the communities in which such persons reside and, in
some cases, have enabled employers and commercial undertakings to take
advantage of these re-educated men and women, with all the resources of
knowledge, understanding and humane attributes that they already possess.
Similar opportunities are provided by such distance learning institutions as
Open Universities, informal community learning networks and study circles,
and opportunities for learning and educational experiences provided by
SAGA-type tourism and travel agencies, all of which are seen as parts of the
whole range of community educational endeavours and as having valuable
educational outcomes in the opportunities for continuing personal develop-
ment and enrichment that they offer.

This version of the community as an agency and forum for lifelong learning
reaches its full flowering in the realization that, for those engaging in lifelong
learning, there is continually being made available and expanded a rich range
of additional options, from which they may construct a satisfying and enriching
pattern of activities and life-enhancing choices for themselves (cf. J.P. White,
1982). For all people, lifelong learning conceived of in this way offers the
opportunity to bring up to date their knowledge of and enjoyment in activities
which they had either long since laid aside or had always wanted to do but were
previously not able to; to try their hand at activities and pursuits that they had
previously imagined were outside their available time or competence; or to work
consciously at extending their intellectual horizons by seeking to understand
and internalize some of the more significant cognitive advances of recent times,
that have done so much to affect and transform their worlds.

Some might consider this argument to be highly individualistic, concen-
trating on the view that lifelong learning is something that is only presented to
and engaged in by people individually. But this is to mistake the potential for
collective endeavour and a growth in the sense of community offered by such
experiences: anyone who has observed at first hand the sense of shared excite-
ment and accelerated advance exhibited by classes studying foreign languages
or creative writing in a University of the Third Age group cannot fail to be aware
of the way in which a sense of community involvement is extended and
deepened by undertakings of collective educational activity and growth.
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This is not to suggest, however, that lifelong learning, seen from this
perspective, is an activity that is restricted to those who have passed the age
when education in formal or institutional settings has ceased. For it is clear that
the expansion of cognitive repertoire and the increasing of skills and com-
petences is an undertaking that can — and indeed, on either argument, must —
continue throughout one’s life, as an essential part of one’s growth and develop-
ment as a human being and as a citizen in a participative democracy, and as a
productive and efficiently operating agent in a process of economic change and
advance. On this argument, both individual and community welfare is pro-
tected and promoted by the organization of such activities and the resources to
support them, and by their being made available to the widest possible range of
constituencies. Smethurst (1995) puts this well:

Is education a public or a private good? The answer is, neither: it is
both. There is some education which is overwhelmingly a public good in
that its benefits accrue very widely, to society at large as well as to the
individual. Equally there is some education which, while benefiting
society, confers overwhelming benefits on the individual learner. But
much of education sits annoyingly between these two extremes, leading
us, correctly, to want to influence the amount and type of it supplied and
demanded, because society has an interest in the outcome, but also to
note that it confers benefits on the individual above those societal
benefits.

And it is this kind of argument that leads to the view that lifelong education is
most decidedly a public good, for the benefit and welfare of everyone in society,
rather than being the preserve of a few.

Lifelong Learning: A Prerequisite for Participation in
Democracy

Those who argue that lifelong education is a public good see the availability of
educational opportunities over the whole of people’s life-span as a prerequisite
for informed and effective participation by all citizens in a democratic society
(cf. Grace, 1994; McLaughlin, 1994; Smethurst, 1995). The same may be said of
such services as health, welfare, law and order, and housing, all of which, with
education, constitute the infrastructure upon which individuals may hope to
construct, realize and work out their own versions of a life of quality in a society
that is mutually supportive, inclusive and just, and so provide the necessary
preconditions for active life in a participative democracy.

It is upon the notion of education as a public good that ‘free and compulsory’
education for all was first made available in many countries. And in the modern
world, in circumstances of so many and such complex changes, demands and
difficulties — economic, social and cultural — the proponents of lifelong education
for a socially inclusive and democratic society, also claim lifelong education as a
public good (ef. Nordic Council of Ministers, 1995).

Certainly no one would suggest for a moment that education, like other
‘public goods’ such as health and welfare services, requires no further financial
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investment from individuals and other sources; all such community services
have to be supported financially and in myriad other ways. But these services
are vital and indispensable to the nature, quality and operation of the demo-
cratic society in which we all live and as citizens have a share.

The point of this argument is that individuals can develop as autonomous
agents capable of fully participating in society only if they are sufficiently
informed, prepared and predisposed; if they are healthy and well-fed; if they
have the minimal domestic conditions for perpetuating existence; and if they
can engage in communication with others they recognize as equals in having
the same autonomy as they are aware of developing in themselves, and with
whom they can join in discussion, consideration and planning of mutually
beneficial modes of action. On this view, the whole of our society has a direct
interest in securing, providing and safeguarding those conditions and services
presupposed by and required for our participation in democratic life. These
conditions are provided, at least in part, by the contributions that all of us who
shall benefit from them regard it as being in our mutual interest to make to the
common wealth via a publicly funded exchequer.

Those who conceive of lifelong learning in connection with the maintenance
of a socially inclusive and democratic society are making a point about the
nature of the world as they perceive it — as a complex conjunction of aggrega-
tions of individual human beings. As Aristotle maintained, ‘Man is by nature an
animal that lives in groups’; we do not live, indeed we could not start our
existence or survive, if we lived alone on desert islands. Personal freedom and
individual choice is only possible as an outgrowth of the knowledge and values
that other members of society have opened up to us. In this way we have been
given some intimation of what choices are available to us and we can begin to
understand what taking advice, and the calculation of its consequences might
mean. For most of us this intimation is first made through our educational
experiences, both formal and informal, compulsorily prescribed by others or
voluntarily chosen by us, as being in our own interests and those of our
community.

Ratz puts this well in a discussion of what he calls the duties of autonomy
(Ratz, cited in Bailey 1988, p. 124):

There is more one can do to help another person have an autonomous
life than to stand off and refrain from coercing and manipulating him.
There are two further categories of autonomy-based duties towards
another person. One is to help in creating the inner capacities required
for the conduct of an autonomous life. Some of these concern cognitive
capacities, such as the power to absorb, remember and use information,
reasoning abilities, and the like. Others concern one’s emotional and
imaginative make-up. Still others concern health and physical abilities
and skills . . . The third type of autonomy-based duty towards another
concerns the creation of an adequate range of options for him to choose
from.

It is a paradox of our existence that our autonomy requires the work of
other persons. It is given to us and increased by our education; and that requires
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the learning of language and the transmission of knowledge. Both of these are
ongoing social activities and public enterprises in which at least two people
must engage in an interaction predicated upon the assumption of the mutual
tolerance and regard that is only embodied in the institutions of society.
Without the one, there cannot be the other; and without that key institution
called education, there can be neither. For autonomy is the flower that grows
out of seeds planted and tended by heteronomous hands. For Ratz this point
carries a correlative moral implication: on this argument we have a moral
obligation, as Bailey puts it, ‘to develop and maintain our own autonomy and
the autonomy of others’ (Bailey, 1988, p. 124). And, as is clear from the
argument, this obligation is one that we bear throughout the whale of our
lives.

All this, at rock bottom, is what taxes are for — and those of us with different
levels of resources contribute to the exchequer differentially. It is this contribu-
tion that grants us licence to access those good things that society wishes to be
available for enjoyment by all its members. The notion of that contribution
brings out the mutual beneficence and interdependence of our economic
arrangements for funding and running our society and providing appropriate
levels and kinds of service for the benefit of all its constituents throughout their
lives — including those who, because of history, handicap, weakness or sheer
misfortune, may not be able to contribute much to society at the moment but
still need its support. This makes society and its various institutions, especially
educating institutions, the very places in which individuals can further develop
their pattern of preferred life-options, thus increasing their autonomy, and in
which all sections of the community co-operate mutually for the benefit of the
societal whole.

The concept of education as a ‘public good’ and the responsibility we all
share for the mutual benefit of all members of society is fundamental to this
version of the need for ‘lifelong learning for all’. R.H. Tawney (Tawney, 1938)
held firmly to the belief that engagement in adult education was a necessary
prerequisite to and continuing part of engagement in the obligations of partici-
pation in democracy and the institutions of a democratic state. Ensuring for all
future citizens their liberation from ignorance and potential servitude and
exploitation is secured by guaranteeing them access to all the major forms and
fields of human knowledge, understanding and communication in a high qual-
ity, wide-ranging and dynamic curriculum in a variety of institutions devoted to
the education of the present and future electorate.

Such a curriculum provides people with one of the principal means of
personal empowerment, emancipated understanding and making informed
choices in exercising the duties and responsibilities of a citizen in a partici-
pative or representative democracy, particularly one in which, as is the case
with Australia, the franchise is universal and compulsory. Indeed, as Powell
argued (Powell, 1970; see also Cohen, 1981), the notion of ‘education for
democracy’ provides us with a justification for compulsory education in a
democracy; and commitment to that idea generates a dynamic curriculum and
whole programme of activities for all educating institutions in a democratic
state (see Strike, 1982; Wringe, 1984).
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THREE ELEMENTS IN LIFELONG LEARNING: HOW THEY
INTERACT AND FUSE

We realize, of course, that none of these aims and undertakings for lifelong
learning can really be separated from the other: all three elements interact and
cross-fertilize each other. A more competent and highly skilled agent in the
workforce has more of an interest in and responsibility for contributing to the
improvement of institutions and their point in a set of democratic political
arrangements; both are in turn enhanced by the affective satisfaction experi-
enced and achieved by those who have expanded their life-horizons in cognitive
content and skills in complex forms of intellectual operation on which, upon
reflection, they now prefer to spend their time.

There is a complex interplay between all three, that makes education for a
more highly skilled workforce at the same time an education for better democ-
racy and a more rewarding life. That is why the whole notion and value of
‘lifelong learning for all’ might be usefully seen as a complex and multifaceted
process, that begins in pre-school, is carried on through compulsory and post-
compulsory periods of formal education and training, and is continued
throughout life, through provision of such learning experiences, activities and
enjoyment in the home, in the work-place, in universities and colleges, and in
other educational, social and cultural agencies, institutions and settings — both
formal and informal — within the community.

In respect to the development of policy, this approach, this triadic empha-
sis, requires a far greater, more coherent and consistent, better co-ordinated
and integrated, more multifaceted approach to learning and to realizing a
‘lifelong learning’ approach for all than has hitherto been the case.

The central elements in what we have described as the triadic nature of
lifelong learning —

¢ for economic progress and development;
e for personal development and fulfilment; and
¢ for social inclusiveness and democratic understanding and activity

— are now seen as fundamental to bringing about a more democratic polity and
set of social institutions, in which the principles and ideals of social inclusive-
ness, justice and equity are present, practised and promoted; an economy which
is strong, adaptable and competitive; and a richer range of provision of those
activities on which individual members of society are able to choose to spend
their time and energy, for the personal rewards and satisfactions that they
confer. To bring this about nothing less than a substantial reappraisal of the
provision, resourcing and goals of education and training, and a major reorienta-
tion of its direction towards the concept and value of the idea of ‘the learning
society’ will be required. Therein lies the major challenge for governments,
policy-makers and educators as they grapple with ways of conceptualizing
lifelong learning and realizing the aim of ‘lifelong learning for all’.
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EXPLORING ALTERNATIVE APPROACHES TO
CONCEPTUALIZING LIFELONG LEARNING

There have been a number of attempts at conceptualizing ‘lifelong learning’ in
the past. In the remainder of this chapter we shall review some of the more
robust versions of the concept, set out the main lines of the conceptions of
education articulated in them, show in what ways those conceptions might be
partial, deficient or fallacious, and then go on to suggest an alternative. Our
analysis begins with a scrutiny of the notion that an agreed ‘essential’ definition
of ‘lifelong education’ can be achieved, moves on to the search for such a
definition, and then embarks on an examination of two of the most widely held
views of lifelong education’: one that is termed the ‘maximalist’ position; and the
other that sees lifelong learning as an extension of the deliberate and planned
interventions characteristic of ‘education proper’. Operating from a post-
empiricist standpoint, we argue that such searches are misconceived and rest on
a false view of the nature of science and of concepts, challenging the essentialism
of the definitional approach and the claims to objectivity of the ‘liberal education
extended’ account of lifelong education, and rejecting the relativism of the
maximalist position. In their place we proffer a pragmatic, problem-solving
approach.

The Vain Quest for Definitions

There is an important point to be made when one is considering the positions
that have been taken in the past in respect to the concept of lifelong learning
and the arguments that have been put forward between various proponents of
these positions. It seems clear that differences in and between various versions
of ‘lifelong education’ are functions, not only of particular educational, moral or
political commitments, but also of a particular meta-theory at work in the
philosophy of lifelong education.

In some versions of the term and in various attempts to produce a clear
account of it, we may discern the presence and operation of a particular
preconception. In many writers’ work on lifelong education, there seems to be
an implicit acceptance of the notion that it is indeed possible to arrive at some
uniform descriptive definition of the term ‘lifelong education’ which all could
then accept and take as a kind of primum datum; and that, if there were not,
then there ought to be. The common postulate shared by many writers —
particularly the earlier ones — seems to be that unambiguous agreement on the
meaning and applicability of the term is conceivable, possible and attainable. In
this tacit assumption we see evidence that these writers on lifelong education
are evidently operating according to the logic and dictates of the empiricist
position (cf. Cropley, 1979; Dave, 1975; Gelpi, 1985; Lengrand, 1975, 1979;
Richmond, 1979; and Stock, 1979).

The main feature typically observable in the work of such writers is the
holding of notions of definition that may be properly described as ‘essentialist’.
This is the notion that it is possible, and indeed philosophically proper, for
participants in discussion about any such term in educational discourse to
employ the methods of etymological derivation, dictionary definition, or the
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sharp-cutting tools of conceptual analysis (looking for those cases that all can
agree to be ‘central’ or ‘peripheral’ to allowable utterance employing the terms
in question), in order to arrive at some kind of agreement about the separately
‘necessary” and conjointly ‘sufficient’ conditions that will underpin and define
the direction of discourse employing this term.

That this presumption and modus operandi encapsulate a mistaken view of
meaning and intelligibility has been common coinage for some time now (cf.
Aspin, 1996a, 1996b). It has been subjected to the formidable elenchus of the
criticisms advanced against it by such powerful antilocutors as Popper, Witt-
genstein and Quine, to say nothing of more modern writers such as Rorty (1979)
or Bernstein (1983). As a result of this critique we may now, we think, accept
their point that this particular view can be called seriously into question if not
decisively refuted. Instead of falling into the fallacy of seeking to achieve clarity
about or understanding of the ‘essential’, ‘basic’ or ‘central’ meaning of the term
‘lifelong education’ according to such rubrics, then, we may start on the search
for other expedients.

The view of the legitimacy of the quest for ‘essential’ definitions was held in
an earlier era where students of education accepted the academic tenability and
conformed to the dictates of the empiricist paradigm, tending only to engage in
activities of conceptual analysis, pursuing philosophical inquiries and develop-
ing and applying research designs and instruments exclusively based upon it.
However, researchers in education and the social sciences of a more modern
cast of thought have now moved towards an approach based on advances in
epistemology and methodology, that arise from post-empiricist work in philoso-
phy and the philosophy of science, such as that of Popper (1943, 1949, 1960 and
1972), Lakatos (1976, 1978) and Quine (1951, 1953, 1974).

This work has made it possible to move beyond the hard-line demand for a
so-called ‘value-free’ objectivity, typical of former empiricist approaches, to the
attempt to clarify philosophical understandings, to engage in research and to
articulate accounts, develop analyses, and produce tentative conclusions, that
are quite as complex, heterogenous and multiform as the corpus of material
upon which they are based and towards the elucidation of which they may be
applied.

Over against the views of empiricists and positivists, we prefer to maintain
that the number and range of human activities, the difficulty and complexity of
objects of philosophical interest, the range and modes of their interplay, and the
ways in which they are subject to various kinds of forces and pressures — not all
of which are readily analysable in clear and unambiguous definitional terms —
make many of them unamenable to academic inquiry understood in terms of the
traditional empiricist mode. For this reason we believe that a different
approach to and a wider conspectus of the number and type of the possible
modes of philosophical inquiry — particularly in educational matters — is
required, if we are to give a more comprehensive and flexible account of the
nature, scope and purposes of philosophy of education and the point of its
application to the increasingly important idea of ‘lifelong education’.

In opposition to the thesis of empiricism, we may note that the main burden
of the counter-arguments has been to show that there is no such distinction as
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that supposed to subsist between philosophy and empirical science, fact and
value, or, come to that, between policy analysis and policy formation. For Quine,
Popper and many others, all language and all inquiries are inescapably and ab
initio theory-laden, far from value-free, and a mixture of both descriptive and
normative elements. Indeed, says Kovesi (1967), in all discourse and inquiry,
there is an unbroken continuum, at one end of which lies ‘fact’ and at the other
end of which lies ‘value’. Description, for such thinkers, is a way of evaluating
reality; evaluation is a way of describing states of affairs.

Such arguments are used powerfully by such post-empiricist thinkers in
education as Evers and Lakomski (1991) to develop a new approach to the
elucidation of problems in educational discourse and policy. On this view all our
talk on these matters is conceived of as being in itself a ‘theory’, embodying a
complex ‘web of belief’ (cf. Quine and Ullian, 1970), shot through differentially
with descriptive and evaluative elements, according to the contexts and pur-
poses of which our theories of education, policy and administration are brought
to bear and applied in our world.

For such reasons there is now widely held to be a need, in philosophical
activities devoted to a thorough-going, intellectually responsible inquiry into
such matters as lifelong education, to fuse description—evaluation, fact-value,
quantitative—qualitative methods in new forms of inquiry, that are valuable
both for the researcher and the policy-maker in educational matters. Such an
approach would involve both groups in a common enterprise — what Lakatos
(1976, 1978) might have seen as a ‘progressive research programme’ ~ of
seeking to gain understanding and promote policy generation about lifelong
education. On this account future work in the philosophy of education would be
well advised to consider the adoption of approaches of this kind (cf. Wain,
1993a).

In this enterprise, we do not attempt to reduce everything to some absolute
foundations of ‘fact’ and ‘value’, ‘theory’ and ‘practice’, or ‘policy’ and ‘imple-
mentation’, in the (vain) attempt to educe some ‘analyses’ of concepts and
theories, that can be completely ‘correct’ or ‘true’; or to produce some funda-
mental matters of indisputable research ‘findings’, about the objectivity and
existence of which there can be no dispute. As against this notion we might
tentatively advance the view that what is important when we endeavour to
identify the nature, aims and purposes of all kinds of educating institutions,
activities and processes — formal and informal, fixed-term and lifelong —~ and to
promote excellence, effectiveness and quality in them, is to adopt some such
pragmatic method as the following:

e to seek to understand the questions, the problems, the categories and
the criteria with which researchers, policy-makers and practitioners
in the field of lifelong learning are currently concerned and are
working.

e To identify the theories with which researchers, policy-makers and
practitioners are operating.

e To seek to understand the causes of success or failure in the
conception and application of such theories, policies and practices, as
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a necessary prelude to attenuating or eliminating dysfunctions and
establishing or ameliorating structures and procedures that would
contribute towards improvement.

It is by looking at the various attempts that have been made to give form,
content and direction to the idea of ‘lifelong education’ that we may begin to
develop and articulate theories that will bear application to the problems that
those who place so much emphasis upon the idea of ‘lifelong education’ are
seeking to address and to solve. Of course, we cannot assume that all these
problems are the same or even similar: different countries, different educa-
tional systems, different agencies of education will be taken up with some
similar but many different problems. Such differences will not only be those of
degree of complexity or difficulty; the problems will also be different in kind.
This is something which anyone attempting to give some account of ‘lifelong
education’ will rapidly become uncomfortably aware of.

One does not need to look far for the reason for this. Like ‘art’, ‘religion’, and
‘democracy’, ‘education’ (and a fortiori ‘lifelong education’) is an example of
what W.B. Gallie (1956, 1964) called an ‘essentially contested concept’ (cf.
Hartnett and Naish, 1976). To think that one can find an ‘essential’, ‘basic’ or
uncontestable definition of ‘lifelong education’ is to embark a search for a
chimera.

Rather than engaging in a futile search for the real meaning or an uncon-
tested definition of lifelong education, we would suggest that the best one can do
is to follow Wittgenstein’s advice (Wittgenstein, 1953, 1968) and ‘look at the use’
of this term in the discourse of those who employ it. This post-empiricist
approach will enable us to note the increasing frequency and growing impor-
tance of the idea of ‘lifelong education’ in international discussions of
educational policy, planning and administration at the present time. We may
then look carefully at the wide range of examples of the ways the topic appears
in the discourse of education professionals and members of the broader commu-
nity at the current time and see if we can discern any ‘family resemblances’ that
may help us to move intelligently from the scrutiny of one set of uses to
another.

The Maximalist Position

The post-empiricist approach to understanding the various types and shades of
meaning given to ‘lifelong education’ in educationists’ talk sits well, on the
surface at least, with the position adopted towards lifelong learning by Kenneth
Wain, one of the main writers on the philosophy of lifelong education in recent
times (Wain, 1984, 1985a and b, 1987, 1993a and 1993b). Wain accepts the
point, by now widely agreed among philosophers of education, that, for good
philosophical reasons, no one absolute and clearly agreed definition of ‘educa-
tion’ can be found. He finds proof of this in the numerous accounts of activities
or programmes falling under the heading of lifelong education. Some of these
are synonymous, some overlapping, some contiguous, some quite distinct, some
divergent, some conflicting, some opposing,.

But Wain has another explanation for this. His rejection of essentialism
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and absolutism and of the kind of normative conceptual analysis practised by
proponents of liberal education such as Peters, Hirst and White (cf. Harris,
1979, chapter 1) lead him to look to another account of differences in under-
standing and intelligibility. He finds this in Kuhnian paradigm theory (Kuhn,
1973) whereby the intelligibility and normative force of a number of different
theories or programmes of lifelong education are explained as functions of
different paradigms.

The paradigm from which Wain develops his own account thus makes of
educational theory what some people have called a ‘site of contestation’: ‘an area
of competing programmes adherence to which constitutes the basis of agree-
ment or disagreement between philosophers and educationalists who support
one or the other’ (Wain, 1987, p. 29). In Wain’s view, such different theories of
lifelong education are not only incommensurable with but are also competing
with and against each other for acceptance, support and implementation. The
resolution of these conflicts and the attempt to secure some sort of inter-
paradigm intelligibility can only be achieved by reference to a ‘touchstone’ of
rationality. ‘Touchstone’ in this sense suggests an area of inter-paradigm
agreement, constituted not only by appropriate algorithms of coherence, logic
and semantics, but also by areas of common interest, problems and potential
agreement,

Reference to ‘touchstone’ indicates that Wain has adopted a Lakatosian
approach (cf. Lakatos, 1976, 1978) to the question of the multiplicity, variety
and difference between theories of lifelong education. He says as much:

the idea of using Lakatos’ model to describe an ‘education programme’
came from reading Harris (1979) ... I regard the concept of education as
one which is both contestable and liable to different interpretations ...
the decision as to which interpretation is the best one depends on
nothing extrinsic to the power of the ‘programme’ each concept
translates into ... There is nothing that lies beyond the programme ...
that can be appealed to to decide between competing interpretations of
the concept. This view implies ... a plurality of competing
interpretations of education . .. that instead of one ‘education’ there are
several ‘educations’ . .. that the world of educational theory should be
permanently regarded as one of competing interpretations of what
education should mean, competing . .. for the allegiance or commitment
of practitioners and policy-makers.

(Wain, 1993a, p. 60)

Wain adopts, as his preferred version of the ‘progressive research pro-
gramme’ of lifelong education, the ‘maximalist notion’ incorporated in the
UNESCO ‘programme’ (cf. Chapter 1). He uses this maximalist notion as the
various writers on and proponents of this term (cf. Cropley, Dave, Gelpi,
Lengrand, Suchodolski, in Wain, 1987) have used it:

‘lifelong education’ stands for a programme to reconceptualise education
totally according to the principle that education is a lifelong process . ..
for a complete overhaul of our way of thinking about education, for a
new philosophy of education and ... for a programme of action (Faure,
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1972; Lengrand, 1975; Dave, 1976; Cropley, 1979) ... as the ‘master
concept’ for all educational planning, policy-making, and practice ...
Their ambition was that the word education would eventually become
synonymous with lifelong education in people’s minds ... (today’s) world
... requires a lifelong education which is a ‘constant reorganising or
reconstructing of experience’ (Dewey, 1966:76).

(Wain, 1993a, pp. 58-9)

Wain claims that Dewey, with his emphasis upon education as ‘conceived
as a continuous process of “reorganisation and readjustment” of experience and
the pragmatic concerns of lifelong education’ (Wain, 1993a, pp. 58-9), is the
intellectual forebear of the UNESCO programme and of the maximalist posi-
tion. He points out the large-scale social implications of this conception of
lifelong education:

Dewey’s declaration that ‘to learn from life itself and to make the
conditions of life such that all will learn in the process of living’ (Dewey,
1966:51) lays the seed for the movement’s conception of the learning
society’ ... one which is participatory, democratic and bent towards
realising humane educational practice.

(Wain, 1993a, pp. 59, 62)

According to Wain this does not mean that the whole of one’s life is to be
taken as educational. It is not the case that all activities we engage in, all the
experiences we have, all the growth that occurs is, in and of itself, the education
we receive. If it did, there would be nothing to distinguish between ‘life’ and
‘education’, between maturational and developmental growth simpliciter and
‘growth’ as a species of lifelong educatedness. Furthermore, Wain is at pains to
argue that Dewey’s concept of ‘growth’ did not mean that all our life’s experi-
ences are educational; he distinguishes these from those that are educationally
relevant (Wain, 1987, pp. 170-1). This, Wain maintains, gives us a principle of
discrimination and choice between experiences. In order to make the necessary
demarcation of what experience is to be regarded as educationally relevant in
this way Wain brings in Dewey’s criterion of learning as directed growth:

Dewey ... is interested in learning as ‘that reconstruction or
reorganisation of experience which adds to the meaning of experience,
and which increases ability to direct the course of subsequent
experience’ (Dewey, 1966:76), to be distinguished from learning ‘as
preparation for a remote future, as unfolding, as external formation, and
as recapitulation of the past’ (Dewey, 1966:80) and include informal
learning.

(Wain, 19934, p. 65)

Dewey ... does not forego adopting operational criteria to distinguish
what learning is technically ‘educative’ from what is not . .. Making
experience subject to criteria ... effectively means bringing it under the
control of the learner, researcher, or educator ... the learning context
signifies for Dewey ‘a specially selected environment, the selection being
made on the basis of materials and method specifically promoting
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growth in the desired direction’ (Dewey, 1966:38) ... Dewey ... specified
that educational growth should involve the direction of experience in
certain ways.

(Wain, 1993a, ibid.)

This, argues Wain, should absolve Dewey from any charge of ‘having proposed
an anarchic definition of education as growth’.

Wain also points out the importance of the notion of direction and conscious
ordering in the reconstruction and reorganization of experience in desired
directions as the manifestation of a concern on the part of the proponents of the
maximalist position to show that educators are leaders of the learning society’:
‘The programme’s proposal that lifelong education ... should be institution-
alised in a “learning society” clearly shows that . .. it wants to make education
more central to society, not deprive people of the right to it’ (Wain, 1993a, p. 67).
And Wain expands upon what a ‘maximalist’ conception of a ‘learning society’
might mean:

There is no ‘model’ learning society, there are different forms a learning
society could take, just as there are different forms the lifelong
education programme could take. What distinguishes one learning
society from the other is precisely the kind of programme it
institutionalises within its particular socio-cultural and political
context. The political characteristics of the movement’s learning society
are ... democratic . .. a shared, pluralistic and participatory ‘form of life’
in Dewey’s sense.

This means reassessing the role of the school and of childhood
learning ... and prioritising adult learning on the same level. A
fundamental strategy with regard to the latter is to sensitise social
institutions, the family, the church, political party, trade union, place of
employment, ete., to their educational potential ... with respect to their
members. To encourage these institutions to regard themselves as
potential educative agencies for their members and for the wider
society.

(Wain, 1993a, p. 68)

The learning society is one that is exceedingly self-conscious about
education in its total sense; that is conscious of the educational
relevance and potential of its own institutions and of the general social
environment that is its way of life, and is determined to maximise its
resources in these respects, to the maximum.

(Wain, 1987, pp. 202-3)

A better summation of the ‘maximalist’ position could hardly be found.

An Opposing View: Lifelong Education as Education
‘Proper’ - The Extension of ‘Liberal’ Education

The maximalist position is, however, severely criticized and firmly rejected by
Richard Bagnall (1990). He argues against the relativism clearly apparent in
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the adoption of Kuhn’s account of incommensurable and competing paradigms
as an explanation for the different versions of lifelong education, many of them
at odds with each other, and implicit in the idea of ‘research programmes’
proposed by Wain as a way of bringing them all within the same purview.
Insofar as the idea of ‘research programme’ has any applicability to or utility for
seeking to get clear about ‘lifelong education’, Bagnall maintains that this
particular approach is ‘regressive’ (a term he employs in preference to ‘degen-
erating’, for, so wide is the ambit of the term °‘lifelong education’, that he
considers it to have no high point from which to decline). He also claims that the
‘maximalist’ view is also ‘illiberal’ insofar as, in Wain’s version at any rate, it
incorporates a species of epistemological and ethical relativism. This, he claims,
encourages ‘both intolerance ... and a ... lack of humility’ (cf. Paterson, 1984;
Trigg, 1973, pp. 135-7). In Bagnall’s view, Wain’s analysis of the lifelong
education programme, which Wain claims is strongly relativist, is a good
illustration of this point:

Through [its] neo-Lakatosian analytical framework ... ‘knowledge’ and
“ideology’ are viewed as being bundled into epistemically and ethically
competitive and incommensurable programmes. Such a view must
encourage ... protagonists to reject, wholesale, all bundles and
knowledge and ideology that are perceived to be in conflict with those of
one’s contemporary commitments. Consistently, ... Wain reject[s] whole
systems of educational thought (liberal, humanist and existentialist), in
which he perceives some conflict with the tenets of the ... Programme
... One of the features of programmatic hard cores is, of course, that
they are immune to modification.

(Bagnall, 1990, pp. 5-6)

Bagnall returns to the four semantic interpretations of ‘lifelong education’
which we referred to at the beginning of this chapter. The first — ‘education as a
preparation for the rest of a person’s life’ — he says

may be identified with the traditional view of schooling ... as
comprising . .. an educational foundation for adult life (e.g., Peters,
1966; White, 1982:132) ... such a view of education is inadequate for
adult participation in modern, technologically sophisticated, liberal
democratic societies ... (cf. Evans, 1985; Long, 1983; Wedermeyer,
1981).

(Bagnall, 1990, p. 5)

The second — ‘Lifelong education as education to be distributed throughout the
whole of the lifespan’ — remarks Bagnall,

accords ... with the ... conception of lifelong education as ‘recurrent
education’ (Davis, Wood and Smith, 1986; Kallen, 1979) and with the
principles of ‘continuing education’ (Titmus, 1989; Za’rour, 1984) ...
While further development of educational systems along the lines of
‘recurrent’ education would clearly entail major changes in educational
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provision and participation, these changes at least would appear to be a
constructive development of present educational provision and
understanding.

(Bagnall, 1990, ibid.)

The third - ‘lifelong education as education from the whole of life’s experiences’
— reduces, in Bagnall’s view, very rapidly to the fourth view of ‘lifelong educa-
tion’ — that ‘All events in which one is consciously involved throughout one’s
lifespan constitute education (as process) and contribute to and are part of one’s
education (as outcome). Education is the process and the on-going learning
product of living’. On this view there is no need to engage in careful planning,
research or evaluation of programmes we pick out for educational endeavour:
since education is conterminous with the whole of life’s experience there is no
particular reason for doing this rather than that, or for selecting one set of
activities over another. This makes the notion of ‘education’ vacuous: there is
nothing we could possibly want or need to provide for, since, on this account,
everything educative is already there.

This view — a view which Wain denies either Dewey or he himself holds —
Bagnall still finds being espoused in much writing on the subject of lifelong
education. He believes that it should be rejected, for it fails to accord any
intelligibility to the notion of ‘education proper’ or of formal and active as
opposed to informal and unintentional learning. On Bagnall’s account, educa-
tion proper consists in making distinctions between knowledge and ideology,
between educative learning and the simple accumulation of experience,
between offering a contingent plurality of programmes and simply following
one undifferentiated path of cognitive growth, between activities that are
conducive to worthwhile ends and experiences that are just simply ‘had’,
between ends that may be epistemically difficult and challenging, but are
morally defensible, laudable, and commendatory for all people, and outcomes
which just simply come about after undifferentiated and unselected experi-
ences and not as a result of informed and clearly differentiated choices of
various kinds.

Bagnall maintains that ‘There is a desperate need for concrete educational
expression to be given to many of the liberal and humanitarian ideals of lifelong
education theorists such as Gelpi (Ireland, 1978). This is a view with which
Charles Bailey would be in strong sympathy, and for reasons that have every-
thing to do with his stress on the importance of developing, maintaining and
applying the powers of rational autonomy throughout the whole of people’s lives
(Bailey, 1988). Bailey cites the work of Hirst (1965) and Peters (1966a) in
support:

If ... Hirst claims that a genuinely liberal education must involve the
development of rational mind . .. then it is difficult to see why this
should be a process that terminates at 16 or 18 ... Hirst’s well-known
transcendental justificatory argument ... does bear on individuals
asking questions like: How should I live? How ought I to develop myself?
Persons asking these kinds of questions would clearly be adults rather
than children.
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Similarly ... Peters’ ... conception of education as involving
worthwhile developments in knowledge and understanding is clearly not
something that is in any essential way limited to schooling ... there is
the clear implication that the rational person will have a duty, or at
least might reasonably want, to continue their liberal education
throughout life.

(Bailey, 1988, pp. 124-5)

There is every reason, on this account, for seeing education as a series of
deliberate undertakings to choose some activities rather than others and to
make them available as programmes in educational settings, on grounds that
they will introduce individuals to a range of activities and experiences that will
enable then to make informed judgments about the options open to them, to
choose rationally between them, and consciously to accept the consequences
and obligations that may arise from them. On this account it is not the case that
the undifferentiated flow of life itself will guide us to make such judgments and
choices; the presuppositions of human autonomy and community render it a
matter of necessity for the enterprise of education to be a conscious, deliberate
and discriminating series of distinctions, values and decisions. These will
ensure that education proper must be based on some more deliberate, objective
and interpersonal ground than those accretions of experience that come about
as mere increments of growth. And that ground is provided, on these argu-
ments, by the presupposition of individual autonomy and the moral obligations
towards other autonomous agents constituting the human community and
their welfare and progress, that arise from it.

Faults and Virtues of Contrasting Views

The consequences of adopting the arguments of Kant and Ratz as articulated by
the authors cited above bear substantially on the idea of lifelong education and
of the role of educators as leaders of a learning community. Those arguments
carry considerable implications regarding the necessity of committing oneself
to the correlative educational imperative of planning and seeking educational
opportunities, activities and experiences and making them available for our-
selves and others throughout our lives. It would be a pity therefore if we were
distracted from taking the moral commendations implicit in and arising from
those arguments by pausing too long over such differences between protagon-
ists of lifelong education as those outlined above. For, after all, we can find
faults and virtues on both sides.

In the case of the maximalist position outlined by Wain, for example, we
can find much that is noteworthy and commendable. Wain’s proposal for
making ‘lifelong education’ a ‘progressive research programme’ as Lakatos
conceived it is worthy of the most serious academic and professional considera-
tion. His emphasis on the importance of and the need for a move towards
inclusiveness and lack of limitation in educational provision gives point and
direction to the idea of a ‘learning society’. Further, his notion that lifelong
education subsumes both formal and informal models of learning, and places
the main burden of the control and direction on learners themselves, accords
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well with most recent developments arising from research into meta-cognition
and student-centred learning.

Wain’s position does have its problems, however. The notion of internal
coherence as a criterion of progressiveness in a research programme is open to
all the criticisms which anti-relativists have deployed against it. Again, Wain’s
statements on the status of ideologies are a clear rejection of transcendental
arguments but his appeal to ‘touchstone’ as somehow enabling inter-paradigm
comparisons to be made and understood suggests that Wain’s account of theory
does, after all, presuppose some extra- or supra-paradigm criteria of intelligibil-
ity and corrigibility. He cannot have it both ways. Then again, as Bailey
trenchantly shows, Wain has problems with his concept of ‘relevance’ as
constituting one criterion of progressiveness. As Bailey comments:

Saying that a particular programme must satisfy criteria of relevance to
historical, social and technological circumstances is saying very little.
What requires justifying is why we are being asked to respond to those
particular circumstances in one way rather than in other, equally
relevant, different ways.

(Bailey, 1988, p. 122)

Finally, one might have some reservations about the almost totalitarian
character of the position envisaged by advocates of the maximalist programme.
Not only might some critical comment be made on the unitary character and
personification of ‘Society’ evident in Wain’s summary statement set out above
— how can a learning society be ‘conscious of” and sensitive to the educational
potential of all its institutions and individuals? - but one might also be justified
in sensing in the views of the proponents of that idea a vision and a sense of
mission that detractors might describe as Utopian and Popperian critics might
characterize as millenarian and almost totalitarian. Certainly the way in which
Wain describes the views of the ‘Movement’ might seem to expose them to the
elenchus advanced against such thinking in Popper’s discussion of such matters
in his Conjectures and Refutations (1989) and The Poverty of Historicism (1960).
These considerations should caution us against a too ready acceptance of
maximalist rubrics for the idea of lifelong education as Wain adumbrates it.

On their side, Bagnall and Bailey have properly drawn attention to some
important questions to be asked of those advocating programmes of lifelong
education. It is good that they have underlined the need for concepts of lifelong
education to be analysed in such a way that they make clear the underlying
value-judgments at work in them. It is good too that they make it clear that
education, however we conceive it, is not something to which artificial barriers
can be drawn and that, properly conceived, it is an enterprise that lasts over the
whole of a lifetime. Perhaps, however, they have committed themselves too
much, within the empiricist and ‘essentialist’ approach of Peters and Hirst, to
the pre-eminent importance they both assign to the idea of active discrimina-
tion in a formal institutional sense. As Wain rightly remarks, they give too little
attention and scope to the idea and functioning of informal education, and too
much to the place of the idea of particular conceptions of liberal education in
debates about the meaning and content of lifelong education programmes.
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A great deal has been written in criticism of that view of liberal education
and its justification (see Langford, 1973; Harris, 1979; and Evers and Walker,
1983 for references to the plethora of criticisms against the Peters-Hirst view of
liberal education, the use of transcendental arguments, and the status and
activity of analytic philosophy of education generally). The apparent espousal
by Bagnall and Bailey of a similar view of the concept of lifelong education —
though they do say many wise things about it — should perhaps caution us
against a too ready acceptance of their rejection of arguments based on ‘rele-
vance’ and ‘coherence’ and of their plea for lifelong education to be seen as a
species of liberal education generally.

A SUGGESTED WAY FORWARD

Rather than getting bogged down in this debate, we should like to suggest a
different expedient. We believe that Bagnall’s and Bailey’s adherence to a
conception of philosophy of education that is both empiricist and normative can
no longer sustain the weight of all the critical arguments marshalled against it.
At the same time we are quite clear that the relativism urged by Wain may be
reduced finally to the kind of incorrigible solipsism into which all such argu-
ments ultimately fall, if they are not, that is, to seek to make some tacit appeal
to some kind of overarching criteria of intelligibility and adjudication and thus
either fall into contradiction or betray an underlying predilection for transcen-
dental arguments.

As against these positions, there is, we believe, something to be said for
trying a different expedient. There is, we think, not much point in attempting to
achieve some kind of resolution between the different accounts of the term,
especially when we accept the view that there can be as many different
conceptions of the concept of lifelong education as there are philosophers to put
them forward and communities willing to put their own versions of lifelong
education programmes into effect. Rather than participating in an exercise of
interpretation that might in the end prove self-defeating or inconclusive, it
might, in our view, be better to look, not so much at the various interpretations
and accounts of lifelong education, but rather more at the circumstances in
which various theories and policies of lifelong education have been articulated,
developed and applied.

In other words, we are suggesting, an objective referent may be found: it
lies in the problems to the settlement of which lifelong education programmes
are addressed. There is, we believe, more point in looking at the difficulties,
issues and predicaments, the attempted solution of which different policies of
lifelong learning have been conceived to tackle. In that way we might attempt to
see how, why, and in response to what pressures and quandaries the various
versions of lifelong education have been developed or are in play and can be seen
to be at work in the attention educational policy-makers devote to them, before
attempting to assess how far those policies and practices have succeeded in
addressing the problems that policy-makers are attempting to solve.

One resolution that might be suggested, then, is to take a pragmatic look at
the problems that policy-makers are addressing when urging that learning be
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lifelong and open to and engaged in by all people. This will help us accept that,
just as there is a myriad of such problems, some of them unique to particular
countries, educational systems or institutions, some much more general and
widespread, so there will be a large difference, not only in kind but also in
degree of complexity and sophistication, in the type and scale of the solutions
proffered to them. There will be small- and large-scale differences too in the
particular terms of significance in those solutions, the tests for efficacy, the
standards of success, and the criteria and arguments that make certain approa-
ches more fruitful than others, for the particular times and circumstances in
which they are brought to bear and applied.

Examples of such problems may be speedily and readily found, though our
examination of them is likely to start closer to home rather than further away.
Clearly the main versions of lifelong education delineated above may be asso-
ciated with attempts to respond by educational means to problems of a very
large-scale and widespread international presence. These are:

¢ the need for countries to have an economy sufficiently flexible,
adaptable and forward-looking to enable it to feed its citizens and
give them a reasonable quality of life;

o the need for people to be made aware of the rights and duties open to
them in the most widely preferred modern form of government, to be
shown how to act in accordance with those rights and duties, and to
become committed to the preservation and promotion of that
particular form of political arrangement and set of political, social
and community institutions; and finally

e the desirability of individuals having an informed awareness of a
range of options of activities from which they can construct and
continually reconstruct satisfying and personally uplifting patterns of
life for themselves.

All of these require educational address. That is particularly necessary if we are
to alleviate or, we might hope, eliminate the occurrence of such distressing
phenomena as domestic violence, child-abuse or teenage suicide, incidents of
which are constantly reported in the media. And these are only a few dysfunc-
tional phenomena. In his Re-Inventing Australia the social analyst Hugh
Mackay (Mackay, 1993) suggested a list of other causes of social tension and
individual disorientation and disaffection, all of which are posing increasingly
large problems for our communities:

o radical changes in the structure of some traditional institutions such
as marriage;

o the agonizing reappraisal of their world experienced by many men;

¢ the dynamic changes in modes and structures of employment and
non-employment with which we are all now familiar;

¢ the move towards a cashless society;
¢ tensions brought about by recent patterns of immigration;
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e the alienation of the young from the political process (to which we
might add: public suspicion and reservation about the institutions of
law and order);

o changes in our approach to questions of health, trade unionism, the
information society, science and technology, the environment,
manners, politeness and the norms and conventions of
communication and social intercourse

— the list goes on and on.

So rapid and dynamic have the changes in the demands and opportunities,
difficulties and openings attending all these problems been that it is clear that
people need, as a matter of survival as well as for the sake of individual and
community enrichment, to be encouraged to keep on engaging in ‘the reorgani-
zation and reconstruction’ of all their learning experiences in order constantly
to be reorientating their lives in directions they see as being in their own and in
their communities’ welfare and best interests.

Movements in that direction are already there to be noted. We may observe
with great interest some of the developments that have already come about, and
look at the progress that some lifelong education programmes have been
making — and at some of the outcomes at which they have been aiming. Bagnall
comments approvingly (1990, pp. 4-5) on some of the observable outcomes of
programmes that might be gathered loosely under the rubric of ‘lifelong
learning’:

One may note here, for example, developments in learner participative
involvement in educational planning, implementation and evaluation
(Knowles and Associates, 1984), the removal of unnecessary and
inequitable barriers of access to educational opportunities (Commission
on Non-Traditional Study, 1973), and the development of distance
education programmes (Holmberg, 1986). The same may be said of those
developments which are of a more theoretical nature, but which have
practical implications, such as the flourishing of research into adult
learning and teaching (Knox, 1977), the breaking down of the rigid
distinctions between education, work and vocation (Vermilye, 1977), and
the recognition of self-education and its study.

Wain puts the same point more simply (Wain, 1993b, p. 88). He refers to
Cropley’s contention (1979, p. 101) that ‘there is an identifiable “philosophy” of
lifelong education and this is loosely humanitarian and humanistic in nature’.
Its main tenets are that education should:

¢ involve learners as actors in their own learning rather than as
passive recipients;

o foster the capacity to play the role just mentioned;
e lead to democratization of society; and
e improve the quality of life of men and women.
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We might, then, with greater interest, observe some of the recent innova-
tions in the approaches towards learning and teaching methods being
advocated and employed in educational institutions of all kinds, formal and
informal, traditional and alternative. We could find much that would provoke
serious reflection about the ways in which established patterns of educating
people are being transformed by the technologies they are employing. These are
bidding fair to knock down the conventional concepts of school, college and
university as we have known them.

Smethurst puts this well:

We have to think in terms of designing compulsory education — what I
would call initial education — so people learn how to learn and how to
want to learn. Initial education must look to the need for people to
continue learning during their lives and to acquire the habits . .. which
lead to learning. The notion that education is a painless process is
misleading. Post-initial education must be designed to make it easy for
people to enter and move about in without being made to feel small or
failures. We need continuous encouragement through a series of
relatively small steps people can take and feel good about having
achieved, although we must beware of patronising adult students by
telling them they are doing well when they are not. I am also worried
that recent changes in the funding of adult education are constructing a
system where ladders only go upwards. The ideal system would look
more like a complicated climbing-frame where people are able to go up
and across and down a bit, depending on what courses suit them at
particular times.

(Smethurst, 1995, p. 43)

If we do this we may come to a growing awareness of the increasingly wide
range and remit of the institutions, agencies and locations in which educational
opportunities are offered to potential recipients in their area of influence and
operation. Some of these are being provided by firms in the work-place and
elsewhere, as for example in the French classes and trips to France provided by
Ford in Dagenham UK for its workers; we may look at the ‘day-long’ opportun-
ities provided for educands of all ages and at all stages of development in such
close-knit communities as Sutton-in-Ashfield in their Sutton Centre; or we may
think of sports clubs in Australia; of unions and professional organizations in
Western Europe; of créches, clinics and health centres; of arts and cultural
centres, art galleries and museums; ethnic welfare centres; churches, and so on.
The list could be extended almost indefinitely. Each of these institutions is, in
its own different way, helping its own constituency, customers, clients and
congregation to acquire additional resources, advice and support for facing the
challenge of change in the exigencies of their daily lives, to enjoy themselves
while doing so, and to feel a sense of success in personal achievement.

There is no shortage of problems, issues and questions which individual
countries, institutions and individuals have to address in attempting to work
out what will be most conducive to their individual and communal welfare, how
they should act, what choices they need to make, in which directions they
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should try to shape their futures, and for what reasons, as matters of ongoing
educational endeavour and self-discerning and deliberate concern. Because
their facing the kinds of problems instanced above will enable them consciously
and purposefully to work out ways in which they might bring about an improve-
ment in their own lives and those of all members of their community and how
they may hand this on to their successors in coming generations. And that, in
the eyes of Mary Warnock (Warnock, 1978), is the purpose of all education.

A PRAGMATIC APPROACH TO REALIZING LIFELONG
LEARNING FOR ALL

The criteria for determining improvement and advance in their respective
accounts, policies and undertakings of lifelong education will require philoso-
phers, researchers, educators and policy-makers to attend to the interplay of
both function and form with respect to the purposes of the institution in which
they are all interested and — albeit in different ways and for different purposes
— actively engaged. This area of common ground in which agreed interests are
enmeshed provides both sets of researchers with a ‘criterion’ and a standard
against which the success or failure — the progression or degeneration of their
ongoing research programmes or policy initiatives — can be measured.

This area of engagement — what we have elsewhere called ‘enmeshment’
(Aspin and Chapman, 1994) —is where the activities of philosophers, educators,
researchers and policy-makers coincide. Their common interests provide the
area of overlap that Lakatos called the ‘touchstone’ area (Lakatos, 1976; cf.
Evers and Walker, 1983), against which the theories of one and the policy
enterprises of the other — and indeed of all other workers in the field — may be
tested. It is this that we may call the new ‘science’ of educational philosophy,
policy construction, and educational management - and it is to the application,
extension, elaboration and refinement of this new scientific way of looking at
and dealing with the problems of philosophy and education that we believe that
those concerned with lifelong learning may now be well advised to consider
turning.

Perhaps the most plausible account of the way in which this approach may
best work is to be found in the Quinean notion that knowledge in matters of
educational policy, curriculum construction and the management and admin-
istration of schools and school systems is, like any other cognitive enterprise, a
complex web of belief, made up of different elements that interweave and form,
in their separate parts, a coherent whole (cf. Quine and Ullian, 1970). Con-
ceived of in this way educational discourse and policy analysis and construction
is thus like any science — an unending quest to comprehend clearly the theories
with which we are working, to compare them with the theoretical efforts and
productions of others faced with similar problems, to subject them to positive
criticism, and to attempt to improve them and make them fit for their educa-
tional purpose: the advancement of efficiency and excellence in all forms of
educating institutions, for the benefit of all individuals, for society and for our
nations.

The analogy which is most helpful, and the one that is frequently employed
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by Quine, is that of Otto Neurath (Neurath, 1932). This is that the theory we
work out in our educational endeavours is like a boat crossing the sea. Because
of the continuing stresses and strains upon it, the craft that is our best theory
has to be continually repaired and rebuilt even as it crosses the ocean, while it
is still on the move, so to speak —and in a way that will, while still giving overall
coherence to the whole, make for a vessel that, at the end of the enterprise of
theory-building, is fairly radically different from the ‘theoretical vessel’ upon
which the journey began. For human beings, that ‘end’ comes when they die: it
is part of the human cognitive condition that we are always rebuilding our
theories. It is the end of our lives that marks the end of theory-change.

What is critical to this enterprise of theory or vessel building and repairing
— the pragmatic criteria with which we work — will be the need to look
continuously at all plans, theories and forms of cognitive transport, drawn up
both by ourselves and others, in an attempt to see how well they manage to fulfil
their function of conveying their passengers and their intellectual impedimenta
across what might be seen as a further example of Don Cupitt’s as yet unchar-
ted ‘sea of faith’ (Cupitt, 1985). This will be the criterion of success in any
cognitive endeavour: has our thinking efficiently fulfilled its function and
secured the end towards which it was striving? This will be achieved by
subjecting our theories, beliefs, policies and solutions to critical scrutiny,
appraisal and comparison. This will enable us to assess their functional utility,
fecundity and felicity in meeting the challenges of the problem situations in
which we have devised and applied them.

This then is the nature of our enterprise. Neither logical empiricism,
positivism, nor ordinary language analysis will serve as single or ‘would-be’
comprehensive theories to account for all the phenomena constituting the bases
and interstices of our subject of the soundness and comprehensiveness of our
educational policies or the effectiveness of our provision of lifelong education.
What we need to adopt, rather, is a pragmatic ‘evolutionary epistemology’, an
approach that goes, as Richard Bernstein (1983) puts it, ‘beyond objectivism
and relativism’ and enhances and facilitates discriminatory theory construction
and comparison and so makes our own theories meet for application, modifica-
tion and repair at every stage of our intellectual journey.

Perhaps the best model for us in this inquiry is to adopt a pragmatic
approach as one of our principal modes of operation in the examination and
attempted solution of one of the more serious problems facing education today:
what we ought to do about the various challenges posed for us by the need for
our policies of education to be ‘lifelong’. To conceive of our enterprise as an
activity of problem-solving is to propose, in the best Popperian tradition, that,
in our desire to solve the problems that face us, we should be concerned to
proffer our solutions on the basis that they are put up as tentative hypotheses
to be, if possible, knocked down. We should seek widely after all possible sources
of criticism and potential refutation and, if we find one powerful enough to
falsify our proposed solutions, then, from whatever quarter it might have come,
we should be open-minded enough to admit it and treat it on its merits not only
as a source of criticism and further clarification but, in the novelty of its
contribution, as an imaginative essay in the attempt to provide answers,
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solutions and best provisional theories for application to the difficulties that
beset us on the road to finding policies that will best address the imperatives of
the need for learning to be lifelong.

CONCLUSION

Given many governments’ concerns for the multifaceted character of lifelong
learning and its relationship to a broader and more diverse set of goals, it may
well be that, in setting the agenda for education for the next century, a more
comprehensive analysis of all the various dimensions and features of the
nature, aims and purposes of policies for ‘realizing a lifelong approach to
learning for all’ will have to be tackled, and a more wide-ranging set of
justifications addressing the differences in those aims and purposes will have to
be more clearly articulated and provided. In this way policies pertaining to
lifelong learning endeavours are more likely to be developed and articulated,
not merely with respect to providing arguments to vindicate a country’s concern
for its economic self-sufficiency, but also with respect to reinforcing its apprecia-
tion of the need for a multiplicity of initiatives, that will increase the
emancipation and participation of all citizens in its various social institutions,
political arrangements and culture.

For the time being, however, we suggest that the triadic notion of lifelong
learning that we have put forward and the pragmatic approach with which we
are working will be sufficient to tackle the questions with which so many
governments, authorities and agencies are currently preoccupied.

We believe that we have already provided some answers in response to the
question: to what problems are proposals for lifelong learning deemed to
provide solutions? We hope to have made it clear that governments in many
countries are now concerned to increase their economic potential, to make their
political and social arrangements more equitable, just and inclusive, and to
offer a greater range of avenues for self-improvement and personal develop-
ment to all their citizens — because in the interplay of all these three they
believe that the welfare and felicity of all their individual and community
constituencies may best be secured and extended. They hold that the most
effective means of bringing this about is by getting all citizens to be ready to
engage in education and training throughout their lives.

In the following chapters we try to identify other important questions, show
how governments and other agencies are embarking on the endeavour of
developing answers to them, attempt to assess the likely success of such policies
against pragmatic criteria, and draw any implicative conclusions for educa-
tional action. This, we hope, will be sufficient to generate a range of suggestions
for policy and a set of agenda for implementation in such attempts in the
future.
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Chapter 3

Understanding the Policy Context:
Socio-economic Trends and
Challenges to Education

On any interpretation or approach, lifelong learning for all, and the generation
and distribution of knowledge, skills and competences, is an important focus for
policy-makers because of their simultaneous impact on economic and labour
market performance and fundamental social, political and cultural objectives.
In this chapter we shall explore the reasons why a coherent lifelong learning
approach is being advocated as a strategy for addressing larger social and
economic problems besetting countries around the world. We shall analyse the
implications for education and training of recent developments and trends in
economy and society. Some justifications for lifelong learning will be reviewed
and the deficiencies and barriers in conceptualization and implementation will
be identified.
A number of questions will guide our considerations:

e Why is there a need for policy-makers to reorientate education and
training policies in the direction of lifelong learning?

o What have been the important trends and developments that are
creating a global knowledge economy? What is the readiness of
education and training systems to meet these challenges?

e What is the social impact of recent economic trends and
developments, including their impact on: fragmentation and
polarization in society; disparities between rich and poor; trends in
leisure and productive time spent in activities other than paid
employment? What are the dimensions of social exclusion in the
knowledge economy? What is the value of a lifelong approach in
relation to the perceived weaknesses in current provision,
particularly in respect of social inclusiveness?

e What are the principal economic, social and technological
developments that can be expected to have an impact on education
over the next ten years and in what ways do these reinforce the
arguments for a lifelong learning approach?

¢ How can education be reconceptualized and relationships reframed in
a way that recognizes the complex interactions between education
and training and the wider economic, social and cultural
environment?

49



The School, the Community and Lifelong Learning

LIFELONG LEARNING SEEN WITHIN THE CONTEXT OF
ECONOMIC AND SOCIAL CHANGE

Throughout the world a number of trends in the economy and society have
developed, that have highlighted the need to adopt a ‘lifelong’ approach towards
education, training and learning in the knowledge-based economy of the late
twentieth century. The economic factors that have become clear include such
matters as the changing nature and patterns of employment, population and
demographic change, labour-force participation rates, changing types of jobs
and their availability, changes in work-place skills and competences, techno-
logical change, and globalization. The changes in society that have become clear
include such factors as changing family structures and relationships; an ageing
population; the increasing incidence of the numbers of children and youth
defined as ‘at risk’; and the increase in discretionary and non-work-related
time. These economic and social factors have all led to the setting up of a series
of economic and social imperatives needing to be addressed via a country’s
policies for education and training. Such imperatives, however, are above and
beyond the possibilities of being addressed simply within the confines and time-
scales of traditional patterns of learning, and education and training
provision.

It is in this context of large-scale economic and social change that work
undertaken by many governments has underlined the need for all a country’s
citizens to have access to opportunities for, and continuing freedom to engage
in, programmes of lifelong learning,

CHANGES IN ECONOMY
The Knowledge Economy

The demand for people to exercise their capabilities to acquire further knowl-
edge and learn new skills has always played an important role in society and
economy. Today, however, the mode of production and the distribution of
knowledge has changed so radically that it is considered: ‘legitimate to speak of
a new historical era — the knowledge-based economy or the information society
— where the economy is more strongly and more directly rooted in the produc-
tion, distribution and use of knowledge than ever before’ (Foray and Lundvall,
1996, p. 12).

While the provision of widespread access to opportunities to increase
knowledge, skills and competencies is now seen by many governments as a key
element in economic growth, one of the striking facts about the knowledge-
based economy is its impact on the structure of employment, unemployment
and social cohesion (Fitoussi and Luna, 1996, p. 327).

Fitoussi and Luna (1996) identify two theories that have been put forward
for the edification of governments seeking to capitalize upon continuing
advance and development in the knowledge economy. The first theory assigns a
pre-eminent role to the market. The second, which is informed by growth
theory, recognizes two factors in the growth process: education as human
capital accumulation; and the institutional structure of the economy.
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In contrast to the first theory identified, which relies solely on the market,
the second involves some government intervention and public investment in
such assets as human capital, infrastructure and R&D. As an example of such
intervention, this second approach would involve direct intervention on the
part of government to counter inegalitarian wage distribution and to encourage
lifelong learning by such means as subsidizing employers who accept the
proffered subsidy as a resource from which to raise the educational level of their
workers. Fitoussi and Luna highlight the differences between these two theo-
ries:

If, according to the dominant concept (the market approach), there is a
trade off between competitiveness and social cohesion, this second
approach stresses, on the contrary, the complementarity that links the
two goals. Hence, competitiveness should encourage social cohesion
which, in turn, improves productivity and competitiveness. Growth is
the objective; energies and resources should be devoted to this aim
rather than to conflicts over market shares or national income
distribution. Thus, the amount of social contribution that employers are
forced to pay is not really an issue; what matters is how this money is
administered. The correct use of these resources is obtained through
investment aiming at increasing productivity via new physical
infrastructures and the preservation of social cohesion.

(Fitoussi and Luna, 1996, p. 333)

Fitoussi and Luna argue strongly in favour of the complementarity
between social cohesion and growth. Clearly the theory which governments
adopt and the strategy they pursue will have wide-ranging implications for our
economies, our societies and the opportunities available to all people for lifelong
learning.

Unemployment

The present unemployment problem in many countries is a matter of very
serious concern with wide-ranging implications for education and training.
High unemployment creates insecurity and resistance to organizational and
technological change. The rise in youth unemployment means that many young
people are losing, or never even gaining, appropriate job-related skills and
competencies, and hence failing to secure for themselves the goal of employ-
ability. Groups in society that have never before faced unemployment, such as
mid- and late-career white collar workers, are losing jobs, with all the personal
and societal costs that occasions and implies. Long-term unemployment lowers
self-esteem, and has the potential to impact adversely on health, interpersonal
relationships and social and community structures, leading at its most extreme
to such individually and socially dysfunctional phenomena as crime and sub-
stance abuse (OECD, Jobs Study, 1994, p. 41).

As Killeen (in Coleman and Warren-Adamson, 1992, p. 200) points out, the
immediate impact of unemployment on young people is a loss of income. More
than this, however: in the absence of family or state support, there is not only a
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greater likelihood of young people falling into poverty but a greater likelihood of
problems in personal well-being and mental health.
The basic policy message of the Jobs Study report is unambiguous:

High unemployment should be addressed not by seeking to slow the
pace of change, but rather by restoring economies’ and societies’ capacity
to adapt to it. But this must be done in ways that do not abandon the
objectives of OECD societies. Rather social objectives must be met in
new more carefully designed ways that do not have past unintended and
undesirable side effects ... The challenge is twofold: to look across the
full range of policies that have been in place over the last forty years to
see where and to what extent, each may have contributed to ossifying
the capacity of economies and the will of societies to adapt; and then to
consider how to remove those disincentives without harming the degree
of social protection that it is each society’s wish to provide.

(OECD, Jobs Study, 1994, p. 30)

During the 1950s and 1960s the total number of unemployed in OECD
countries averaged below 10 million. From 1972 to 1982 this number tripled.
The subsequent prolonged economic expansion reduced unemployment to 25
million in 1990 but since then the number and percentage of unemployed in the
potential workforce have risen sharply. Unemployment of 35 million in 1995,
representing 8.5 per cent of the OECD labour force, is now widely agreed to
constitute an unacceptably high level of wastage of potentially productive
human resources.

In most countries young people experience a much higher rate of unemploy-
ment than do adults. The few exceptions to this generalization are found in
those countries with a traditionally strong apprenticeship system, notably
Austria and Germany. This indicates the extent to which education training
policies and strategies can have a positive impact on levels of employment,
sustainable economic growth and a climate conducive to individual opportu-
nity.

The dysfunctional economic and social effects of unemployment not only
originate in people’s becoming unemployed but are exacerbated by people’s
remaining so for extended periods of time. Across many countries there are
considerable differences in the relationship of percentage amount of long-term
unemployment to total employment. In the European community in 1992 more
than 40 per cent of the unemployed had been out of work for twelve months,
compared with 15 per cent in Japan and 11 per cent in North America. The
incidence of long-term employment also differs considerably with age. In almost
all countries workers aged 55 and over are most at risk of experiencing long-
term unemployment.

The impact of such factors on the nature, direction and chances of success
of programmes of ‘lifelong learning’ deserves the most serious attention and
consideration. The long-term unemployed need opportunities to upgrade and/or
change the employable and job-related skills and competencies they possess,
but they also need access to lifelong education programmes of other kinds, that
will offer them access to a range of interesting and life-enhancing activities, and
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that will assist or enable them to reconstruct satisfying and potentially enrich-
ing patterns of new life-choices for themselves, in case the availability of
employment opportunities remains restricted.

Population trends

At the present time in nearly all OECD member countries both the population
and the labour force are ageing; at the same time in many countries unemploy-
ment is increasing, as the availability of salary-earning opportunities in an
increasingly highly skilled, service-related and technologically driven employ-
ment environment is decreasing. These two trends are likely to accelerate over
the next two decades. Clearly these phenomena have considerable implications
for policies and the planning of programmes of education and training, partic-
ularly insofar as these pertain to the type, content and accessibility of
programmes offered throughout people’s lifetimes.

Changes in patterns of migration internationally have also affected pat-
terns of labour supply and availability. The highest rate of workforce growth
due to migration has been in European Free Trade Association (EFTA) and
European Community (EC) countries; in Oceania the relative contribution of
net migration to population growth has also increased, though much less so
than in EFTA and EC countries. In North America by contrast there has been
little change in patterns of migration into the workforce. Net migration in
Japan has been insignificant over the last two decades.

To date there has been only a relatively small amount of research done into
the relationship between international migration and further education and
training, and of both with the labour market. With the increasing globalization
of economic productivity and development, and the increasing mobility of
workers with high levels of skills and competencies, together with the increased
portability and applicability of high-level employment-related knowledge, the
time is right for serious attention to be paid to the need for co-ordinated and
interconnected programmes of further education and training.

Labour-force participation rates

Rates revealing the total percentage of the population participating in the
labour force show that in Japan (74 per cent) and the EC countries (67 per cent),
such percentage participation has changed little over the past thirty years. In
EFTA, Oceania, and North America, by contrast, participation rates have
grown significantly to 75 per cent. In most countries participation rates gen-
erally have been rising for women and falling for men, bringing the percentage
proportions of men and women participating in the workforce closer. Participa-
tion rates for younger people generally declined during the 1980s. The average
educational attainment of the labour force has continued to rise throughout
OECD member countries, with the arrival of successive waves of new, more
qualified, labour market entrants and the retirements or withdrawal of the less
qualified workers (OECD, Jobs Study, 1994).

The increasing participation of women in the workforce has had its own

53



The School, the Community and Lifelong Learning

impact on demand for further education and training programmes and provi-
sion, with the need to consider making appropriate adjustments called for in
catering for the particular personal, familial and life-cycle needs of women
entrants to the labour force.

Jobs

Across all western countries jobs have been disappearing in agriculture. The
availability of employment in traditional and/or heavy industry has also
decreased, at the same time as there has been a continuing rise in employment
in the ‘sunrise’ and service sectors, including finance, insurance, tourism,
hospitality, social, community and personal services. During the 1980s there
has been a significant growth in the number of people who are self-employed
and who are in part-time employment. Clearly these changes in the type and
pattern of employment-related activities have enormous implications for the
style and pattern of courses and programmes offered in compulsory, post-
compulsory and further education and training agencies and institutions.

Technological Change

Technological change alters the nature of jobs but, contrary to some claims,
technological progress has not accelerated to the point where it has resulted in
‘technological unemployment’. The larger countries, with their strong domestic
markets, have had the highest share of employment in high technology manu-
facturing, though growth has also occurred in Japan, Australia, Finland and
Norway. This requires a continuing commitment to the training, education and
production of a workforce made up of highly technologically literate and skilled
men and women. The existence of a technologically literate population also
means that in the planning and provision of further education and training and
lifelong learning programmes, much more use can be made of all the devices
and techniques of the information technology revolution, deliverable not only in
formal and institutional settings but also informally and in the home.

Wages

The question of wages and remuneration plays a significant part in any
discussion of the consequences of employment and unemployment, and the
implications for further education and training. The process of wage determina-
tion is strongly influenced by labour-market pressures, social perceptions,
legislation, and industrial relations requirements and legislation, all of which
affect the determination of rewards for labour, the settlement of real wages and
the evolution of wage differentials (OECD, Jobs Study, 1994).

Across the OECD member countries, for example, the share of wages as a
proportion of national income has generally been declining in recent years, and
the concomitant rise in profits has much enhanced the climate for business
investment. At the same time as the overall share of wages in national income
fell, however, there was a considerable shift in the proportion of wages earned
in respect of the emoluments paid to unskilled and highly skilled workers. All

54



Understanding the Policy Context

countries have experienced a shift in demand away from unskilled jobs towards
more highly skilled jobs and more highly skilled workers are thus receiving a
higher proportion of the share of wages paid. The willingness of workers to
accept low-paid jobs depends in part on the relative generosity of unemploy-
ment benefits. Unemployment benefits relative to wage earnings are generally
higher in Europe than in other countries.

The implications for education and training of these trends and differ-
entiating processes are obvious and manifold. Programmes of compulsory and
post-compulsory education must reflect and seek to address the requirements
flowing from and generated by these realities, particularly insofar as they have
an impact on people’s life chances and their preparation for frequent job
changes, periods of unemployment and increased longevity. For the unskilled
the implications of the trends referred to above will be especially acute.

All this highlights the need for a multifaceted approach to policy develop-
ment, incorporating serious and detailed appraisal and considerations of the
relationship between economic policy, education and social welfare services.

Globalization

Globalization is replacing internationalization as the key characteristic of the
world market (Rasmussen, OECD, Employment and Growth in the Knowledge-
Based Economy, 1996, p. 7). The increasing globalization of all aspects of the
productive and exchange processes — products, personnel, processes, raw mate-
rials — is recognized as exercising a growing influence on national economies
and international co-operation and development. The international investment
boom at the end of the 1980s increased the importance of the roles played by
foreign affiliates and the great multinational corporations in most economies.
International collaboration among firms increased, especially in manufactur-
ing, R&D-intensive, and assembly industries.

As Tuijnman points out (OECD, Literacy, Economy and Society, 1995, p.
21), the reintegration of Central and Eastern European countries into the world
economy has upset the economic status quo. While new forms of co-operation
across borders have emerged, competition for investment capital has intensi-
fied. Some countries, firms and individuals are well positioned to compete
successfully for investment capital; others have difficulties in capitalizing on
the opportunities that globalization brings. While the emerging global economy
is characterized by increased flows of information and financial capital, these
tend to decrease the traditional hold of governments and social partners over
specific policy domains.

In respect to global competition, analyses of international trade in goods
suggest that there has been a small negative effect on demand for unskilled
labour in OECD countries, as a result of trade with low-wage, non-OECD
countries, but from the perspective of national economies overall, this has been
offset by the emergence of low-wage countries as growing markets for exports
from OECD member countries. In practice, most of the economic competition
among OECD countries comes about as a result of competition between OECD
countries themselves. Trade between these countries usually involves trade
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within sectors, even within individual firms, involving the exchange of similar
products with similar skill and labour content. This has led to the rise and fall
of activities and the relocation of production within and between countries and
regions resulting in the disappearance of many jobs, together with the creation
of many new ones.

The authors of the OECD Jobs Study conclude: ‘the perceived importance
and complexity of globalization suggest the need for further work to quantify
the effects of trade, investment and other element of globalization on employ-
ment skills and earnings’ (OECD, Jobs Study, 1994, p. 28).

The implications of globalization for education and training also warrant
considerable further investigation. For what this factor in economic develop-
ment, and phenomena resulting from it, portends is the need for a very
extensive range of education and training programmes to be made available
across countries, yet working on an integrated, properly co-ordinated and
interconnected basis. Not only must many of the courses offered have similar
aims, content and applicability, but also many of the examination credits and
terminal qualifications must have interchangeability and acceptance.

CHANGES IN SOCIETY
Changes in Family Structure and Family Relationships

The last two decades have seen substantial changes in family structures and
family relationships. In the UK, for example, Coles (1995, p. 59) reports that the
number of single-parent households has more than doubled from 570,000 in
1971 to 1,270,000 in 1991; since the 1960s there has been a fourfold increase in
the number of divorces, and almost a fivefold increase in the number of single
(never married) parents. There is thus a growing likelihood of a sizeable
proportion of young people living in families that will experience divorce and of
children being brought up by single parents and/or joining reconstituted famil-
ies. In the UK, Coles cites research (Coles, 1995, p. 64) which suggests that
young people who have experienced the separation or divorce of their parents
appear to have a reduced chance of obtaining school qualifications, an increased
chance of being unemployed at 18 years of age (Kuh and Maclean, 1990;
Maclean and Wadsworth, 1988) and are less likely to get a university qualifica-
tion (Elliott and Richards, 1991).

Changes in family structure and relationships are occurring contempora-
neously with an increase in an ageing population. The convergence of changing
family relationships and changing demographic trends poses considerable
problems for society and economy. There are fewer active people in paid
employment to support an increasing number of elderly people, and fewer
traditional families to offer the comfort, support and mutual solidarity that
were provided to elderly people in the past. Of particular concern are the
relationship between poverty and the changing nature of the family, and the
danger of a widening gap between those people who have access to resources
(including financial, educational and family resources), enabling them to culti-
vate a rewarding life, and those who do not.

There is considerable concern that the changing nature of the family and
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the increasing individualism which has emerged from these changes (Lutz,
1994, p. 103) may run the risk of eroding social cohesion and fragmenting our
society, unless new social patterns and relationships are created and new ways
of relating positively to each other are considered, created and maintained:

There will be more ways of living together — several parents sharing the
education of their children, working partly at home, partly outside the
home and partly not at all, developing small enterprises together,
cooperating in a neighbourhood network, developing new social services
... a constellation of family, neighbourhood, friendship, professional and
public networks, services and systems.

(Lutz, 1994, p. 104)

Educating people in a way that will enable them to forge satisfying inter-
personal relationships and relate to a society integrated in new ways is a major
challenge for lifelong learning.

Children and Youth at Risk

Children and youth defined as being ‘at risk’ are generally deemed to be those
pupils who are unsuccessful in reaching the necessary standards in school,
often drop out and fail to make the necessary transitions to adult life. As a result
they fail to become fully integrated into normally accepted patterns of social
responsibility, particularly with regard to work and family life. A number of
factors have been found to be associated with young people at risk: poverty;
family issues (including transience, child-abuse, inadequate housing); poor
knowledge of the majority language; and community factors (including lack of
community support; non-availability of leisure activities; and lack of political
resources). ‘At risk’ behaviour manifests itself at the school level in low attain-
ment, low satisfaction and self-esteem, truancy, school refusal, behaviour
problems and drop-out. At the societal level, ‘at risk’ behaviour manifests itself
in various levels of marginality such as substance-abuse and use of drugs, early
pregnancy, crime, and an inability to integrate into work and unemployment
(Evans, 1995).

Poverty dramatically increases the likelihood of young people being placed
‘at risk’. Huston reports that in the USA the proportion of children living in
poverty increased substantially during the 1980s and remains high today. In
1985, for example, 20 per cent of all children in the USA lived in families with
incomes below the official poverty line; 41 per cent of all black children and 37
per cent of all Hispanic children lived in poverty (Huston, 1994, p. 2).

Duncan (in Huston, 1994) has identified three main factors for the increase
in child poverty in the USA: changes in family structure, especially the increase
in ‘mothers only’ families; changes in the labour market associated with unem-
ployment and low wages; and reductions in state support. Unemployment is the
most common reason for a sudden loss of income level in men; divorce is the
most common reason among women. Duncan shows that family income has
effects on children’s long-term attainments and their physical and mental
health. And, as Klerman (in Huston, 1994) points out, the health problems of
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poor children have long-range effects on their cognitive, social and emotional
development.

Children and young people experiencing such disadvantage can begin to
redress the balance of disadvantage in their favour by access to a strong
foundation of learning, and by undertaking programmes or courses of study
provided by institutions offering a range of avenues into continuing education
and training.

Research also appears to show the cumulative effect of disadvantage and
the need in our educational programmes for young people to develop an
awareness of the risks to them of early pregnancy, substance-abuse, and the use
of drugs. We need to provide opportunities to enable such young people to
recognize the benefits available to them by taking up opportunities for various
forms of personal development, the productive use of discretionary time, and
the availability of various forms of community counselling, advice and support.
All these things are likely to increase and enhance the sense of personal efficacy
that young people feel when confronted with the numerous challenges with
which modern life faces them.

Social Exclusion and the Underclass

High levels of unemployment and underemployment, with all the associated
insecurity and non-standard patterns of work, the changing structure and
relationships of the family, with an increase in single-parent families and
increased poverty among women and young children, have challenged tradi-
tional patterns of social organization. In this environment a new social category
has emerged — the residual category of the ‘underclass’, a class of people who are
perceived as living outside society’s norms and values and who are separated
not only from the more affluent in our community but also from the traditional
working classes and others on low income. The idea of ‘an underclass’ is
associated with the notion of social exclusion, be it cultural or structural in
nature. In the eyes of some members of society the idea of ‘underclass’ has
connotations of a dangerous class of undeserving poor:

The term itself suggests a group which is in some sense outside of
mainstream society, but there is disagreement about the nature and
scope of their exclusion. One position argues that welfare dependency
has encouraged the breakup of the nuclear family household and
socialisation into a counterculture which devalues work and encourages
dependency and/or criminality. The other position emphasises the
failure of the economy to provide sufficient secure employment to meet
demand. The former sees the source of exclusion as lying in the
attitudes of the underclass; the latter sees it as lying in the structured
inequality which disadvantages particular groups in society.

(Morris, 1994, p. 81)

Clearly there are two different theories of the ‘underclass’ in operation. Of
these Coles (1995, p. 201) argues that the first analysis of social exclusion and
‘the underclass’ offers no real policy agenda, apart from castigation of the
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vulnerable; the second analysis, however, provides a positive policy agenda
especially for young people. This includes the identification of their welfare
needs, rights and interests during the periods of the three main transitions of
youth: from education to the labour market; from living with families to
attaining some measure of welfare independence from them; and from leaving
home to living independently. The demands of each of these transitions have
wide-ranging implications for lifelong learning.

To begin with, it is vitally important that all young people have the
requisite education and training, that will offer them access to a full range oflife
choices and make them fit for independence, through employability, and the
development of a sense of self-worth and a capacity for sound interpersonal
relationships. This will necessitate a reassessment of the traditional school
curriculum, especially in respect of education for personal development and
well-being; a renewed commitment to overcoming the sense of ‘failure’ experi-
enced by sizeable numbers of our children in schools; and proper career
counselling, guidance and support, especially for those students who may be in
danger of ‘dropping out’.

It is particularly important that the needs of young people with disabilities
or special needs are addressed by employing a co-ordinated approach to the
provision of education and training opportunities and indeed to welfare more
broadly. This should include the assessment and provision of education and
training, work and social security, health and social support.

Life-chances and Literacy

Literacy has an effect on people’s capacity to adapt to economic and social
change, to participate actively in political processes, and to avail themselves of
lifelong learning opportunities. A literate population is now recognized as a
major factor in the ability of governments, communities and individuals to
realize the benefits of economic development, globalization, and the diffusion of
information technologies, while safeguarding cherished values of social inclu-
siveness and personal autonomy: “The central importance of the human factor
in securing an adequate foundation for economic growth, personal development
and social and cultural revitalization underscores the imperative of cultivating
a highly literate population’ (Tuijnman, in OECD, Literacy, Economy and
Society, 1995, p. 23).

Whilst economic and occupational changes are opening up new opportun-
ities for literate and skilled workers, those with low levels of literacy are finding
it increasingly difficult to adapt to the new demands, thereby facing increased
risks of social alienation and economic exclusion:

The distribution of literacy in a population is a good predictor of the
magnitude of differences between social groups. Literacy is therefore an
essential element in any strategy for promoting social cohesion. An
instrumental view of literacy, focussed on economic objectives only, is
therefore untenable.

(Tuijnman, in OECD, Literacy, Economy and Society, 1995, p. 23)
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In response to an international concern regarding the level and distribu-
tion of literacy, the International Adult Literacy Survey was conducted in 1994
in Canada, Germany, the Netherlands, Poland, Sweden, Switzerland and the
USA. Defining literacy as ‘using printed and written information to function in
society, to achieve one’s goals and to develop one’s knowledge and potential’
(OECD, Literacy, Economy and Society, 1995, p. 14), the survey found (p.
115):

o Important differences in literacy exist across and within nations and
these are large enough to matter both socially and economically.

o Literacy skill deficits affect large proportions of the entire adult
population, not just marginalized groups.

e Literacy is strongly correlated with life-chances, especially in regard
to employment stability, the incidence of unemployment and income.
As the structural adjustment that is reducing the prospects of adults
with low levels of literacy is incomplete, it is reasonable to predict
that those with low levels of literacy will have fewer opportunities in
the future.

e Literacy skills are maintained and strengthened through regular use.
Formal education provides the raw material for adult literacy, but
literacy practices will need to be established within organizations of
all kinds to ensure that literacy is sustained and developed over a
lifetime.

It is clear from the findings of the International Adult Literacy Survey that
government interventions, through their policies of education and training, can
have a positive long-term impact on literacy levels. In the current context,
however, there is a need to move beyond traditional conceptions of literacy.
Notions of literacy are evolving, expanding and becoming more complex, and
their impact on and implications for government policy in respect to education
and training are broadening considerably.

Foray and Lundvall (1996, p. 19) have highlighted the distinction that
might be made, in the growth of the knowledge economy, between four different
kinds of knowledge. As we approach the twenty-first century, each of these
forms of knowledge has important implications for literacy:

o Know what, which refers to knowledge about facts and information
which can be mastered by reading books, attending lectures,
accessing data bases.

e Know why, which refers to scientific knowledge of principles and laws
in nature, in the human mind and society which can also be mastered
by reading, attending lectures, accessing data bases.

e Know how, which refers to skills and the capability to do something
and which is usually mastered through practical experience,
especially in apprenticeship relationships with significant others.

e Know who, which refers to a different mix of skills normally acquired
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through social practice in professional and collegial environments
accessed through networks and relationships.

The ability to read and write and to be able to communicate and profit from
the gaining of such knowledge continues to be important in the knowledge-
based economy. Increasingly, however, knowledge and cognitive competence is
being developed co-operatively, interactively through information technology,
and shared within subgroups, individuals and technological networks of all
kinds. In this new learning context, computer literacy and the ability to
communicate through computerized network facilities have joined with liter-
acy, as traditionally defined, as key determinants in facilitating people’s
life-chances (Foray and Lundvall, 1996, p. 29).

Awareness of the relationship between literacy, broadly defined, and life-
chances clearly has a number of implications for lifelong learning. It is
becoming increasingly clear that computer literacy has now to be seen, not
merely as an addition to the skills of literacy more traditionally conceived, but
in some sense as subsuming them in its educational remit and global commu-
nication possibilities. Ability to operate the personal computer and to take
advantage of all the opportunities and services offered by interactive commu-
nication technology will clearly be a major factor in the ability of the individual
to cope with the exigencies of life in the modern communication society and to
take advantage of all the additional goods it has to offer. The implications of
these needs for lifelong education are obvious.

Non-Work-Related Activities and Extended
Discretionary Time

Unemployment, underemployment, technological progress, increasing prosper-
ity and a shift towards post-materialist values indicate the emergence of a new
relationship between work and non-work-related activities in people’s lives
(Lenk, 1994; Stevens and Michalski, 1994).

Unemployment creates a situation in which a sizeable proportion of the
population will spend extended periods of time in non-voluntary, non-work-
related activities. At the same time as sections of the population will have
non-voluntary, non-work time imposed upon them through unemployment,
however, there is a strong likelihood that sections of the community will
voluntarily increase their non-work-related, discretionary time. In the future it
is conceivable that many wage earners will become increasingly willing to
consider working fewer hours or retiring at a younger age. In Europe there has
been a decline in the number of average working hours from 3000 hours per
individual per annum a century ago, to around 1700 hours today. This trend is
likely to be continued with increasing prosperity. In the USA, per capita
disposable personal income is predicted to increase by one-quarter in real terms
between 1990 and 2005, in Japan real growth of disposable household incomes
between 1990 and 2010 is projected to be in the order of 30 per cent. Increases
of a similar magnitude are expected for many European countries (OECD,
Societies in Transition, 1994, p. 14).

The results of national and international public opinion polls indicate
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significant shifts in people’s attitudes to work, away from materialistic values
such as economic and physical security towards post-materialist values such as
self-development, self-fulfilment and aesthetic and intellectual orientations
(OECD, Societies in Transition, 1994, p. 14). The results of the 1990 Allensbach
study in Germany revealed, for example (Lenk, 1994, p. 81), that the perception
of life as a task and a duty had diminished over the last four decades, whereas
the perception of life as pleasure had increased considerably. This attitude was
particularly evident in the under-30s age group and sections of the older
population, revealing a generational cleavage or ‘scissors effect’ in life ori-
entation.
As Stevens and Michalski (1994, p. 15) note:

Rising prosperity, together with the widely observed shift in attitudes to
work, opens up a range of opportunities in the search for some of the
most pressing work and society related problems that OECD countries
will face in years to come. The combination creates most favourable
conditions for a broad based reconsideration of the potential of working
time reductions and work sharing. The two factors hold out the promise
of broader acceptance within society of unrenumerated activities, and
offer the prospect of both work and leisure becoming accepted and
respected sources of self development and self fulfilment.

In this context governments are considering voluntary flexible arrange-
ments which offer a diversity of options for reducing working time, such as
various forms of leave (educational, parental, sabbatical leave), and the intro-
duction of monthly and annual working hours. The justification for such
strategies is social as well as economic:

One indispensable guideline in contemplating the future of work and
society from a social-philosophical point of view is to develop and foster
the idea of a socially just and comprehensive division and distribution of
labour — in other words to provide all people willing to work with at
least a chance to obtain work. This could well imply reductions in
overtime work, the shortening of working time, and (in particular) the
promotion of job sharing.

(Lenk, 1994, p. 90)

Such strategies are complemented by technology-driven options for orga-
nizing working time flexibility which enable more people to work from home
and which blur the distinction between work and discretionary time. These
changes are being considered in conjunction with other changes designed to
bring about flexibility in living and working conditions, such as a loosening of
regulations governing work practices, the extension of shopping hours, and so
on.

Such developments necessitate a shift in community attitudes, particularly
in respect to the role of work in achieving social status, the value attached to
unremunerated, socially productive community work and the recognition given
to educational, recreational and creative activities.

However, Stevens and Michalski (1994, p. 17) have pointed out that:
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... this projection of a ‘leisure society’ is not without its problems.
Continuation of present trends in a number of countries would ensure a
very uneven distribution of capacity to exercise leisure activities in two
respects: 1) some population groups have more discretionary time than
others; and 2) the diversity of available leisure options in particular the
pursuit of cultural activities correlates strongly with the level of
education. Generally speaking, active people in the 20-50 age bracket
constitute a group whose discretionary time is being squeezed between
rising workloads on the one hand and studies on the other (women are
often under additional strain due to family and household
responsibilities). They stand in sharp contrast to those in the population
who, because of unemployment, underemployment, disability or early
retirement find themselves with a lot of free time but not necessarily the
means to translate that into self development and self fulfilment on the
basis of leisure activities.

The increase in discretionary time and in non-work-related activities has a
number of implications for the provision of education and lifelong learning. For
example, the teaching of creative and relational skills will be an inherent part
of preparing and sustaining people in their pursuit of quality leisure activities
and the constructive use of free time. Opening up the opportunity for apprecia-
tion and engagement in sports and outdoor pursuits, the theatre, music, art,
literature and culture must thus constitute an important part of any curricu-
lum for lifelong learning.

Educational programmes can provide the basis for active personal involve-
ment, personal and authentic achievement and access to a range of socially
meaningful and productive activities, that, as Lenk (1994, p. 90) points out, ‘can
engender a particularly satisfying, humane way of life, namely caring for the
young, elderly or disabled, engaging in voluntary activities’. The inclusion in
the school curriculum and school programmes of opportunities for learning to
engage in and become committed to such caring concerns will do much to widen
people’s range of access to a choice of life-fulfilling and enhancing activities, and
to contribute to community involvement and social cohesion. For this to come
about, however, attitudes towards achievement and career success as funda-
mental conditions of ‘value’, self-esteem, social status and meaning in people’s
lives will need to be reassessed and the culture, reward systems and values
operating within educational institutions will need to change and expand
accordingly.

IMPLICATIONS OF SOCIAL AND ECONOMIC TRENDS
FOR LIFELONG LEARNING

We have seen how changes in the economy and in society have enormously
altered the landscape in which policies for education and training have to be
considered. The demands of the knowledge economy, unemployment, labour-
force participation, demographic change, the changing nature of jobs,
technological advance, wage distribution, and globalization have all impacted
upon countries’ and individuals’ capacities to achieve and sustain economic
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advance and growth. At the same time changes in society, associated with
changes in family structure and family relationships, an increasingly ageing
populace, the increase of numbers of children and young people ‘at risk’, the
emergence of new social categories, have increased the dangers of social exclu-
sion and diminished the possibilities for personal fulfilment and satisfying
patterns of life-option for sizeable proportions of our population.

The policy challenge for governments is to provide for economic advance at
the same time as ensuring that all its citizens are able both to participate in
that process and to take benefit from it; for without contributions from all its
citizens — from all its potential pool of talent — the chances of a country’s
achieving economic stability and social cohesion are likely to be significantly
impaired. As we approach the twenty-first century many governments are
addressing this challenge through policies associated with the realization of
lifelong learning for all.

THE OVERALL POLICY CHALLENGE: REALIZING
LIFELONG LEARNING FOR ALL

The OECD Jobs Study (1994) currently provides perhaps the most powerful
analysis of the forces bringing about the pressure for policy change. The
planning and implementation of policies designed for setting appropriate
macro-economic policy, enhancing the creation and diffusion of technological
know-how, increasing work-time flexibility, encouraging entrepreneurship,
increasing wage and labour-cost flexibility, reforming employment security
provisions, expanding and enhancing active labour-market policies, facilitating
international co-operation, and improving labour-force skills and competences
— all of these have been identified by the OECD Jobs Study as ways in which
governments might realize the ideal of lifelong learning for all,

The authors of the OECD Jobs Study maintain that ‘{aldaptation is funda-
mental to progress in a world of new technologies, globalization, and national
and international competitiveness’ (OECD, Jobs Study, 1994, p. 7). The ability
of economies to adapt to change can only be developed with people possessed of
a sound and appropriate set of capacities, competencies and knowledge. This
requires engagement in and benefit from involvement in a programme of active
educational endeavour throughout people’s lives:

Many people will need help to fit the requirements of high skill jobs. But
some will be unable to meet those requirements and will be unemployed
or take low skill, low wage jobs. The commitment to support them will
be a valuable investment towards a forward moving and cohesive
society. As OECD economies progress it will become all the more
important to hone the support policies and mechanisms so that they
provide effective help to those who most need it.

(OECD, Jobs Study, 1994, p. 37)

Policy recommendations for changes in these areas must, the authors of the
study contend, be built on a social consensus and be considered in the light of
their potential to solve unemployment or improve the quality of employment, by
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elevating people and jobs to the world of the future. Attempting to slow the pace
of change is not, in the view of these analysts, the appropriate approach to
meeting the challenges which now face many countries:

... But governments cannot meet the challenge alone. A high degree of
social consensus will be needed to move forward with the necessary
changes. Businesses, trade unions and workers need to be innovative to
develop new products, processes, and ways of working that will create
new jobs and help to shape skills to fit with the jobs of the future ... The
most successful economies will be those which plough back some of the
gains from change into accelerating the process by helping them to
adapt.

(OECD, Jobs Study, 1994, p. 7)

One aspect of the response to the employment problem is seen by the
authors of the OECD Jobs Study (1994, p. 33) to reside in creating more jobs.
Although it is impossible to predict what these jobs might be, they are likely to
share some basic characteristics:

e New jobs are likely to appear in the service sector; some will be new
types of jobs; others will be activities that formerly were performed
within manufacturing enterprises but are now subcontracted.

¢ New jobs will be generated by the private sector.

¢ New jobs, particularly in tradable goods industries, will increasingly
have high-knowledge requirements in firms that have a strong
capacity to innovate and use technology effectively.

¢ Many new jobs are also likely to be low-productivity, low-wage jobs,
particularly in the non-tradables sector.

The authors of the study recommend that efforts to improve the capacity of
economies to create new job opportunities should focus on a number of strate-
gies. Among these strategies are many which will have a direct impact on the
need for alteration and expansion in policies for education and training and for
the realization of governments’ aspirations for lifelong learning for all (OECD,
Jobs Study, 1994, pp. 43-9). Such strategies as are recommended by the
authors of the study include:

1 Setting appropriate macro-economic policy

Macro-economic policy should be set in such ways and forms that it will
encourage growth. An economy’s ability to create viable jobs will be enhanced
when a greater synergy is created between macro-economic policy and struc-
tural policy.

A supportive macro-economic environment is seen to include:

¢ sound public finances, so that the public sector financing does not
impinge adversely on investment: lowering the public sector
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borrowing requirement automatically releases more money into the
economy;

¢ inflation that is kept under control, so that companies and workers
are not held back by uncertainty associated with distorted price
signals;

e aggregate demand that is managed, so that growth is neither too
rapid, risking inflation, nor too slow, with the risk of deflation and
economic stagnation.

Clearly this has major implications for education and training policies. The
need and desire to move forward to a situation in which there are more effective
opportunities for further education and learning will only become realizable in
a climate in which there are sound economic policies in place and where there
exist opportunities for sound investment in policies needed to bring this
advance about. The need for partnerships among traditional education and
training providers and agencies, business and industry, and worker unions and
trade associations, will only be addressed in an environment of sound economic
management.

2 Enhancing the creation and diffusion of technological know-how and
promoting the development and use of technology

Advance in technology generally destroys lower-wage, lower-productivity jobs,
while it creates jobs that are more productive, high-skill and better-paid. The
absorption and profitable utilization of new technologies is usually possible only
after major organizational change and relearning. This involves adapting
education and training systems to a more technologically driven world, together
with the encouragement of learning for enterprises as well as individuals
(OECD, Jobs Study, 1994, pp. 33, 34).

There is also an educational element involved in the attempt to reduce the
gap between the standards observable in the utilization of technology and
models of organizational and managerial best practice, that merit emulation,
and the methods of applying technology currently in place in the existing work-
place practices of very many organizations and firms. This has a number of
implications for lifelong learning, not only in respect to the creation, commu-
nication and diffusion of technical skills and competencies among persons
entering employment, but also in respect to the education of senior and middle-
level management and existing staff performing operations in increasingly
technically sophisticated organizations.

3 Increasing work-time flexibility

Traditional patterns in the setting and organization of work and working time
remain enshrined in legislation and collective agreements and these prove
powerfully recalcitrant to change. In this way such traditional practices and
conceptions of the organization of work-time hinder labour market flexibility,
and indirectly, thereby, job creation and opportunities for lifelong learning.

66



Understanding the Policy Context

Less rigid and more flexible arrangements for daily, weekly, annual and
lifetime working hours could better meet the entrepreneurial requirements of
firms and organizations, while at the same time responding better to worker
needs, aspirations and life-patterns.

One great attraction of greater flexibility in the setting of work-time is its
potential to integrate working time with new patterns of lifelong learning. More
flexible working arrangements would also facilitate greater participation in the
workforce by women. More flexibility in working time could also lead to more
flexibility in the very concept of and arrangements for ‘retirement’, thereby
retaining the contributions of highly trained and knowledgeable workers, to the
optimum profit of the organization and the preferred involvement of individuals
in a continuing function of contribution that acknowledges and enhances their
sense of individual worth.

4 Encouraging entrepreneurship and an entrepreneurial climate

Entrepreneurship will be facilitated by policies that will remove red tape,
regulations and controls that discourage new and expanding ventures. But
dynamic entrepreneurship thrives when there is a highly trained and flexible
workforce and easy access to the graduates, work and research programmes of
universities and centres of technological expertise and research. Programmes
to foster entrepreneurship and small business development need to be an
integral part of local development policies, particularly as they relate to educa-
tion and training. This is particularly important now that, in some countries, a
considerable proportion of national economic growth is coming about as a
function of the expanding activities of small enterprising and innovative firms
and businesses.

Past evidence suggests, however, that small businesses have not always
invested greatly in further education and training. Policies need to be developed
that will provide incentives for small businesses to engage in or provide the
requisite amount and extent of education and training for their workers. In
addition, enhancing the capacities of future workers to engage in enterprising
and innovative activities needs to be an essential component of compulsory and
post-compulsory education and training programmes.

5 Increasing wage and labour cost flexibility and reforming employment
security provisions

Increasing wage and labour cost flexibility is likely to have the effect of creating
more employment opportunities. However, the means by which governments
seek to achieve their objectives in wage and labour cost flexibility must keep
abreast of changing economic and employment circumstances, and be sensitive
to social and equity concerns. The private sector, for example, would be likely to
create more jobs if there were fewer constraints on hiring and firing, but there
may be good social arguments for keeping some current employment regula-
tions in place. Reform in this matter may require fundamental redesign of
employment and industrial relations policies, together with the making of
necessary changes in institutional practices and attitudes, especially in the
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field of taxation and collective and individual enterprise bargaining, while at
the same time taking into account the possible impact of such changes on social
policy and equity matters.

One aspect of the policy response to this issue has considerable implica-
tions for lifelong learning. Employment protection legislation, along with job
guarantees negotiated by collective bargaining, can bring considerable benefits.
Employment security through long-term contracts can encourage investment in
on-the-job training that would normally be hindered by high labour turnover.

6 Expanding and enhancing active labour market policies

Active and effective labour market policies are needed to improve access to the
labour market and jobs, and develop job-related skills. Countries which reject a
widening of wage dispersions as a means of increasing employment will have to
rely particularly heavily on active and effective labour markets, and the
planning and implementation of appropriate, effective and inclusive education
and training policies. Active policies can strengthen the links between the
growth of aggregate demand, job creation and the supply of qualified labour.
Higher public spending on active labour market measures may lead to wage
moderation by strengthening the ability of the long-term unemployed and first-
time job seekers to compete effectively for jobs.

As an illustration, the authors of the OECD Jobs Study (1994) report that
a typical OECD country spends 2-3 per cent of its GDP on labour market
policies (including unemployment benefits); but there has been little progress in
shifting these sizeable resources from passive policies, such as granting unem-
ployment benefits, to active measures called for in active labour market
planning, creating new jobs, and providing appropriate and effective education
and training opportunities, especially for those who in the past have made up
the numbers of the educationally under-served. There is considerable scope for
the development, articulation and implementation of more effective education
and training policies through careful programme design, implementation and
monitoring.

An effective public employment service (PES) has been regarded by some
countries as a key element in such active planning and policy measures. This
involves integrating job placement and payment of unemployment benefits
with access to active programmes of further education and training. The
availability and utilization of places and opportunities in training or job crea-
tion programmes can serve as a work test for benefit claimants.

Careful targeting is another important aspect of such programmes.
Broad and generalist education and training programmes for the unemployed
have not proved to be effective, either in the economic or in the individual and
social senses. All the key actors at the local level — employers, trade unions,
educational institutions and local government — need to be involved in design-
ing and implementing training programmes, carefully targeted and relevant
to local economic and social needs. In general, young people and the long-term
unemployed have been found to be the best targets for such policies and
programmes.
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Other active measures have been identified (OECD, Jobs Study, 1994):

e maintaining supply side measures such as training for the
unemployed during cyclical downswings;

o targeting and diversifying training programmes for the unemployed,
based on a thorough assessment of labour market needs;

¢ allowing the labour market authorities to buy and sell training places
for the unemployed in the private training market. They should also
have the possibility of supplying training courses directly in order to
increase flexibility and target efficiency in difficult to place groups;

e involving employers in the design and execution of training
programmes for the unemployed at the local and community level;

e targeting job creation measures to workers for whom joblessness is
particularly harmful for future prospects, e.g. unemployed youth or
workers whose bargaining power is relatively weak, such as all long-
term unemployed.

Tax benefit systems are another strategy of particular relevance to
attempts to overcome the ‘poverty trap’, whereby low-wage earners lose bene-
fits as their earnings rise, thereby leaving little incentive for people in part-time
or low-paid work to increase their hours of work or to invest in training that
would increase their chances of getting higher-paid jobs. Eliminating the
‘poverty trap’ might involve measures to integrate tax and benefit systems
through a negative income tax or income tax credit scheme.

7 Facilitating international co-operation

Governments now face and must operate in a climate of the much greater
international interdependence of their economies. They need to think realis-
tically and globally, so that national policies fit in with and take into account the
broader international context. The OECD Jobs Study (1994, p. 40) identifies six
areas of international connectedness to be taken into account in governmental
shaping of their economic and employment policies:

e macro-economic policy;

¢ multilateral trade rules;
o foreign direct investment;
e taxes;

e international migration;
e science and technology.

To date there has been little consideration of how these matters impact on the
provision of lifelong learning, when viewed from the perspective of inter-
national connectedness and the need for international co-operation.
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8 Improving labour-force skills and competencies

Across the world governments are stressing the need to upgrade the skills and
competencies of their populations. But effective reforms are difficult to imple-
ment because of the number, range and diverse interests of the different actors,
agencies and institutions involved. Moreover, for maximum effective change to
come about, both the lead-in time and the time of most effective output of such
policies can be considerable.

Governments agree that extending and upgrading workers’ skills and
competencies must be a lifelong process if their countries’ economies are to
foster the creation and expansion of high-skill, high-wage job opportunities. But
governments also agree that education and training policies should be directed
not only at furthering these economic and employment goals but, just as
importantly, at achieving other fundamental social and cultural objectives.

Such an undertaking will require a major shift in policy in some countries,
and sustained and continuing development of existing policies in others. Partic-
ular emphasis needs to be placed on major problem areas including: the quality
of initial education; the transition from school to work; and investment in work-
related skills, especially for the least qualified workers:

Lifelong learning must become a central element in a high skills, high
wage jobs strategy. This involves dismantling barriers at all levels of
education and training and a sharing of the cost burden of lifelong
learning between the individual, business and the public purse.

(OECD, Jobs Study, 1994, p. 37)

Strategies to implement these goals will need to be developed, the aim of
which will be to seek to bring about change in each of the main levels and in the
principal sectors of provision, at the same time as providing for an integrated,
multifaceted approach. As a starting-point the authors of the OECD Jobs Study
(1994) recommend:

(a) Pre-school and early childhood. Development programmes should be
designed to establish a sound basis for subsequent learning,
especially for children from disadvantaged backgrounds. Such pre-
schooling should encompass education and socialization as well as
child-care.

(b) Primary and secondary schooling. There is a need to reduce early
school-leaving and improve student performance through a wide
range of reforms, including more diversified curricula and learning
methods; more scope for parents to choose schools for their children;
more active involvement of parents; better incentives for motivating
teachers; and more opportunities for their professional development.
Curriculum and teaching methods need to be reviewed, particularly
to consider the needs of underachievers and to provide the necessary
support and continuity from pre-school through to entry into the
labour market.

(¢) Transition from school to work. Apprenticeship and work-based
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learning must develop in synchronicity with changing and evolving
demands for labour and as new jobs demand multiskilled labour
with general competencies. School to work transition can be
improved by:

¢ promoting industry—education partnerships to support new
forms of apprenticeship-style training and to ensure that
education remains relevant to labour market needs;

e creating, at the national level, frameworks of standards for
assessment, recognition and certification to encourage young
people to invest in skills and facilitate their mobility;

* setting the training wage or allowance sufficiently low relative to
the average wage in the occupation sector in order to induce
firms to supply a sufficient volume of training places;

e preparing students better in post-secondary education by
providing effective career guidance and by ensuring that the
overall balance is achieved between the more traditional
academic studies and technical and advanced vocational studies.

(d) Post-secondary education and training. A better balance needs to be

(e)

achieved between academic studies and technical and advanced
vocational studies. Both should prepare and stimulate students for
enterprising and innovative activities.

On-the-job training for adults. Currently individual firms are
discouraged from investing in their workforces, by the constraints of
directing their operations largely towards short-term profit-
maximization objectives. One solution to this shortfall would be to
implement a training levy or grant scheme to stimulate enterprises
to undertake more skill development and a system of training
credits for adult workers which permits them to acquire new skills
at certified training establishments or firms. Some countries have
adopted training levies but such strategies have had mixed results,
perhaps because of problems of design and implementation. Another
solution would be to make more transparent the value of skills
relative to other factor inputs so that firms can treat workers as
long-term assets. Reforms to financial accounting and reporting
practices could help to improve information on the value of training
investments, as would agreement on and implementation of training
standards and credentials. This would enable financial markets to
account for the stock of workforce skills in a firm as part of recorded
assets and in turn encourage investors to invest in firms with a
proven track record in training their workforce. Another strategy
would be to allow workers to alternate between work and extended
periods of off-the-job training over the period of their working life
(e.g. through reduction in working times that are compensated by
increases in training time).
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(f) Other forms, styles or patterns of lifelong learning. In addition to
provision of lifelong opportunities available through more
traditional institutions and agencies, there is a growing trend
towards opportunities being offered for lifelong learning by the
creation and expansion of a wide range of community initiatives.
One example is the growth of institutions such as Universities of the
Third Age, adult education, community centres, ete. for senior
citizens which offer them opportunities for learning that add to their
existing knowledge or transform the knowledge they have. Senior
citizens find that access to new pursuits and pastimes increases
substantially their quality of life. Such people then become
additional resources for the community’s cultural and educational
milieux and for its commercial undertakings; employers have seen
the benefits of drawing on the knowledge, skills and mature
judgment such people offer and of using them to support their firms’
endeavours. Once people see that their wisdom and further learning
are valued, they increase their enjoyment in advancing their
intellectual horizons and developing their interests by
enthusiastically engaging in further learning of this kind.

JUSTIFICATION FOR A LIFELONG APPROACH TO
LEARNING

The OECD Jobs Study (1994) has highlighted the need for a lifelong learning
approach on the following grounds:

1 The relationship that is held to subsist between skills, competencies and
aggregate economic performance

The importance of labour force quality as a factor in and determinant of
aggregate economic growth has been strongly maintained and is widely
accepted by many leading economists, for whom productivity and income levels
are held to correlate highly with high levels of educational attainment and
professional skills. Despite the limitations of current empirical analysis, it is
reasonable to acknowledge that the skills and competencies possessed by
members of the labour force are significant determinants of economic growth
and productivity performance (OECD, Jobs Study, 1994, p. 116). There is an
important caveat to be made, however: it would be incorrect to interpret the
data as saying that all types of education and training have identical benefits or
that across-the-board increases in educational attainment will improve growth
prospects.

2 Educational attainment and the labour market performance of individuals

(a) Low earnings for the least qualified
A review of the effects of education and training on labour market experience
reveals that persons with higher levels of education and training receive higher

72



Understanding the Policy Context

earnings; the most pronounced disparities occur between those who have
completed upper secondary schooling and those who have not.

People who have not completed upper secondary school or who have not
acquired vocational qualifications have markedly lower earnings and higher
unemployment rates. Moreover the general conclusion of recent research con-
cerning the influence of education and qualifications on the structure of wages
has been that in some countries there has been a widening of wage differentials
both across and within groups especially over the 1980s and early 1990s
(OECD, Jobs Study, 1994, p. 116).

Workers coming into the labour market in the 1990s with no qualifications
are especially disadvantaged. Those who enter the labour market with no
educational qualifications are on the average the most disadvantaged — both at
the start of their career and throughout it.

(b) High risk of unemployment for the least qualified

There is held to be a positive correlation between low levels of education
attainment and unemployment rates. Those who have failed to complete upper
secondary education or otherwise acquire suitable vocational qualifications are
most at risk of becoming unemployed. The data do not imply an across-the-
board upward shift in educational requirements but they do suggest a change in
the relative distribution of requirements with a shift in demand away from
unskilled workers — a shift that is consistent with the disappearance of jobs
requiring only minimal levels of attainment. The resulting rise in the ‘mini-
mum threshold’ of requirements has its most immediate and most marked
effect on the least qualified. The completion of upper secondary education or
vocational qualifications is especially relevant to the task of minimizing the risk
of unemployment. There is a consistent pattern of high risk of unemployment
for early school-leavers, that persists well into adulthood. Lifelong learning
opportunities may be one way to address this camulative disadvantage.

(c) A growing disadvantage for the less educated

The multiple disadvantage of poverty and hardship suffered by people with low
educational attainment has been increasing in some countries as the jobs in
which they might have been employed in the past are disappearing or are being
filled by the more qualified. The evidence suggests that the relationship
between low attainment and higher unemployment is becoming stronger over
time, with the least educated suffering more in the 1980s than in the 1970s.

(d) The widening of the skills gap: opportunities for overcoming low
educational attainment
Rather than compensating for the low levels of educational attainment of many
workers when they first enter the labour market, provision of education and
training in most countries is tending to widen the skills gap among workers.
Better-educated workers generally enjoy more opportunities for formal
training within an organization, and this can lead to widened occupational
horizons and increased earnings. Those workers who have no qualifications are
considerably less likely to receive additional enterprise-based training and are
less likely to take any training on their own outside the enterprise (OECD, Jobs
Study, 1994, p. 122).
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Research has consistently shown that participation in further training is
associated with higher earnings — although they do not indicate exactly how
much of the average rise in earnings with work experience results from training
as opposed to job matching, long-term wage bargaining and other factors.
Whatever the possibility of rigorously linking access to further training with
earnings, it seems clear that complementarity of initial schooling and sub-
sequent labour market training is an important component of the life-cycle
returns to investment in education (OECD, Jobs Study, 1994, p. 125).

3 Education, skills and competencies, and their relationship to enterprise
performance and improved productivity

Both the skills and competencies of workers and measures to upgrade them
influence the performance of enterprises. Evidence from comparative case
studies show that training and the ability of employees to function in different
tasks are important determinants of the viability of high-performance work
organizations. Statistical evidence isolating the role of further training in
explaining productivity differences among firms is limited but supportive. The
effect of education on productivity appears strongest in providing knowledge
and skills that can be used at work, improving the ability of individuals to
communicate and co-ordinate and better enabling them to learn new tasks and
acquire new information (OECD, Jobs Study, 1994, p. 119).

4 The relationship between national, individual and enterprise performance

There is considerable evidence, from data emanating from both OECD and non-
OECD countries, of a strong association overall between the skills and
competencies of workers and the performance of national economies. There is,
however, no one ideal profile of workforce qualifications, and no single relative
distribution of educational attainment level that is key to better performance.
Moreover, there is no one level at which increased returns are likely in all
countries, with the exception of upper secondary education or its equivalent. As
a result there is little evidence to indicate an across-the-board increase of
educational attainment, or to support the argument that ‘more’ without regard
to level is better (OECD, Jobs Study, 1994, p. 127).

Further training serves as a means for upgrading the skills and com-
petencies of experienced workers and, when taken in conjunction with changes
in other factor inputs or improved organization, contributes to improved enter-
prise performance, while benefiting individuals as well. But access to further
education is biased, with those with the lowest level of educational attainment
participating (and benefiting) least.

CONCLUSION

As is clear from the foregoing, major analyses of the current climate of change
in economic and social affairs have provided a powerful rationale and justifica-
tion for the realization of the idea of lifelong learning for all. Perhaps the most
powerful of these analyses, the OECD Jobs Study, concentrates heavily on the
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link between the economic policies and performance of countries and the
concomitant need for the continuing availability of a high quality, skilled and
knowledgeable workforce.

This is, however, only one of the goals of many countries’ education policies.
The others — democratic engagement and personal fulfilment — are now held to
be quite as important as economic goals, if the aims of social inclusiveness and
personal development are to be achieved. Although the OECD Jobs Study
makes reference to the importance of these other goals for countries’ education
policies, they are given nothing like the attention that economic factors and
arguments recetve.

Given many governments’ stated concern for the multifaceted character of
lifelong learning and its relationship to a broader and more diverse set of goals,
it is clear that, in setting the agenda for education for the next century,
governments will now have to undertake a more comprehensive analysis of all
the various dimensions and features of the nature, aims and purposes of policies
for ‘Learning: Realising a lifelong approach for all. They will also have to
develop a more wide-ranging set of justifications addressing the differences in
the aims and purposes provided by such analyses.

In this way policies pertaining to lifelong learning endeavours are more
likely to be developed and articulated, not merely with respect to providing
arguments to vindicate a country’s concern for its economic self-sufficiency, but
also in reinforcing its appreciation of the need for a multiplicity of initiatives,
that will increase the emancipation and participation of all citizens in its
various social institutions, political arrangements and culture.

Without the more far-reaching and wide-ranging analyses of the changes
that are occurring in society and their impact upon social cohesion and oppor-
tunities for increasing personal growth and life-chances, the danger is that
policies pertaining to lifelong education will be dominated by an
instrumentalist/economic approach. There is more to the life of a society, a
community and an individual than economic concerns. It is hoped that govern-
ments will attend to analyses that address those dimensions of current change
that relate to the challenges of increasing democratic participation, social
inclusion and enhancing the quality of life of individual members of society.

In this chapter we hope to have pointed to some of the emerging themes in
contemporary literature on social change, that have direct implications for
education and that must be attended to if governments’ rhetoric regarding
lifelong learning is to have force and plausibility and be translated into lasting
effect for all members of society.
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Chapter 4

Establishing a Basis for Lifelong
Learning: Curriculum, Teaching and
Learning

The motive to provide all members of society with access to lifelong learning can
only be realized if all people are able and willing to engage in learning. People’s
capacity and willingness to learn throughout their lives depends to a consider-
able extent on whether they draw positive experience from their period of initial
education. A prime prerequisite for lifelong learning for all is that schools and
other institutions for initial education and training offer environments in which
students experience a sense of self-worth, a sense of excitement and challenge
in learning, and a sense of success and lasting achievement in making their
learning gains. If all young people are obliged to undergo a sustained period of
compulsory education, society must ensure it offers them the best possible
opportunities to learn, in programmes and by processes that conform to the
foregoing criteria. Systematically failing or rejecting learners is a sure way of
diminishing the motivations of students and frustrating the work of govern-
ments to provide the necessary prerequisites for the learning society and
ultimately the knowledge economy.

The second prerequisite for lifelong learning is to ensure all students in
formal and compulsory learning environments master a relevant range and
high quality groundwork of knowledge and skills, that will prepare them
effectively for the world of work, for the domain of sound interpersonal rela-
tions, and for the life of the creative imagination (Warnock, 1978). All these will
be established in the initial stages of education and later on by programmes of
further learning. However, while there is agreement on the importance of a
solid and secure basis of knowledge and skills for lifelong learning, there is no
agreement on the essential elements of this foundation. Moreover, there is no
clearly conceptualized notion of the relationship between the different levels of
education and training provision, the types of knowledge and skill required at
each level, and the ways in which these fit into a coherent and integrated
approach to lifelong learning for all.

There is the further important point that a shift to a lifelong learning
approach is likely to make new and larger demands on the education service
and the teaching profession. The task of preparing the service and the pro-
fession for facing and meeting these demands has widespread and large-scale
implications for policy-makers, for teacher education providers, and for pro-
fessional and industrial organizations concerned with the education service,
the training imperative, and the teaching profession.

In this chapter we shall consider the implications for the curriculum,
teaching, learning and the education profession of a lifelong approach to
learning for all. A number of questions have guided our discussion:
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e How can schools create an environment conducive to a lifelong
learning approach?

e What are the elements of a relevant and high quality foundation of
essential knowledge and skills, that all young people should acquire
and all members of society should possess as a basis for lifelong
learning?

¢ How should students acquire such a foundation? What should be the
content? Should the foundation be common to all?

e To what extent do such foundations compete with or complement the
acquisition of specific, job-related skills and knowledge on the one
hand and general knowledge on the other?

e How can trade-offs between excellence and exclusion, and between
consolidation and expansion be better balanced, and which skills and
knowledge acquired at one stage or in one setting provide the best
basis for learning at other stages and in other settings?

¢ What are the best means to enable and encourage individuals to
acquire and develop the foundations, and to what extent are these
consistent with current provision and current teaching and learning
strategies?

o Is there a need for a complete overhaul of current curricula and
methods of teaching and learning to bring about a concrete
realization of lifelong learning for all?

o What are the implications of all the foregoing for the teaching
profession? What incentives might be needed to change attitudes and
upgrade skills?

GOALS, VALUES, CURRICULUM AND LEARNING

In seeking to redefine curriculum, teaching and learning, many governments
locate the reform effort in a broad social and economic context. Yet while
acknowledging that the goals that are crucial to the enterprise of reform in
curriculum, teaching and learning must connect with the exigencies of the
economic and social context, we should recognize that many countries, in their
provision of educational services and institutions, are not formulating educa-
tional goals solely in response to the thrust of major economic and social forces
and demands; each country is also making its own statement about values more
broadly conceived. Many of these goals will embody values above and beyond
the merely economic and social. Very many members of the community would
desire to see, for example, an increased presence in the curriculum of educating
institutions of moral and interpersonal values such as consideration of others’
interests, respect for other people, tolerance of different points of view, inter-
cultural understanding, personal sensitivity, individual autonomy, social
responsibility, cultural imagination and creativity.

In the various schemes of curriculum, approved modes of teaching and
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learning, and styles of organization that they construct for their education and
training services, each country is revealing its commitment to a set or system of
values. Each country defines its value stance by what it includes and what it
omits in its curriculum frameworks and guidelines and in its selection and
provision of particular learning experiences for members of its community.

In formulating the goals for its education and training systems, therefore,
each country’s government will be seeking to address a number of questions, the
answers to which all relate, directly or indirectly, to their concern for the
protection, promotion and securing of certain values. Among such questions,
some of the key ones include:

e What shall be the goals of a country’s education and training system,
its educating and training institutions and schools?

e What shall be the curriculum that is held to be most conducive to the
attainment of those goals?

e Who shall decide the nature and composition of that curriculum?

e Who makes that selection, on what basis, and how shall it be
composed? How might integration and coherence, continuity and
stability in curriculum, teaching and learning, particularly with
respect to wider value concerns, be achieved?

¢ How should we ensure goal statements remain relevant and effective?

¢ How do we ensure values implicit in goals statements find expression
in curriculum, teaching and learning and in classroom practice?

¢ And, most importantly, how do we make sure that discourse about
such values means that they remain open to criticism, review and
change?

The evidence collected as part of OECD activity on The Effectiveness of
Schooling and of Educational Resource Management (OECD, 1994) suggests
that significant differences subsist between countries and individual states in
their approach to the design and implementation of educational reform, as a set
or package of measures conceived as appropriate to address questions such as
the above. But no matter what the approach to the process of change, no one can
doubt the overriding importance attached in all current reform efforts across
most countries to three key matters:

1 the nature and purposes of the goals of education and training;

2 the body of knowledge and skills that shall be constructed to help
those goals be achieved;

3 the quality of the teaching and learning process, their impacts and
outcomes.

In planning and arranging for quality lifelong learning for all, governments
have recognized that questions concerning the nature and number of the goals
of education and training, and the curriculum appropriate to deliver them,
transcends the immediate and limited character, constituency and remit of the
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local educating institution. Across many countries there is perceived to be a
need, in the framing of educational goals and curricula, for a broad social
partnership to be forged between a range of community ‘stakeholders’. Such a
partnership will then be able to take account of widely held goals, of a range of
educational and social needs and interests, and to relate them to educational
and training objectives more generally. In this way governments will seek to
take action to secure the transmission of particular values, attitudes and
beliefs, and to put in a larger context the educational point and purpose of all
those teaching and learning activities and experiences provided in a country’s
educating and training institutions, to which value can be attached and for
which teachers and resources must be furnished.

At the present time a widespread stocktaking is taking place on these and
other related questions: does it matter, for instance, if, at the national level,
legislation enacts requirements as to those subjects to be covered in the
curriculum? How do such enactments determine delivery? Are there inflexibil-
ities of institutional structure or function that inhibit change? How can the
infrastructure support and not impede what happens at the local level? If
legislation sets in place the objectives and goals to be achieved in specific
subjects or learning areas, does this interfere with professionals’ rights, not
merely in respect of appropriate teaching methods and curriculum, but also in
respect of their properly qualified view of what constitutes and counts as the
subject itself? Is there any danger that the promulgation and imposition from
the centre of national statements of goals and curriculum frameworks, schemes
and guidelines might overtly or covertly condition and shape the nature of
curriculum subjects, in such a way that the very epistemology of a subject can
become distorted from what the professionals believe it is or should be? From
which dominant intellectual traditions and cultural values shall the curriculum
selection be made, and on what grounds?

CONCEPTIONS OF KNOWLEDGE AND THE SELECTION
OF CURRICULUM CONTENT

Three Approaches to Curriculum Construction

As part of facing the challenge of laying down an appropriate and solid
groundwork for lifelong learning for all, there needs to be a re-examination, a
reappraisal and a reconceptualization of the ways in which, and the bases from
which, it is proposed to construct a curriculum suitable for addressing and
delivering the educational and learning imperatives emanating from adoption
of the concept of lifelong learning for all. It will be illuminating and helpful at
this point to cite instances of some of the bases upon which various curricula
have been developed and articulated for programmes of education and training,
and the goals to which those programmes are held to lead (Chapman and Aspin,
1993; Aspin and Chapman with Wilkinson, 1994).

We might make a start by observing that a concern in many settings is to
link education to economic advance. Recent education reforms and efforts at
curriculum determination suggest that the goals of education are seen prima-
rily in instrumental terms: education is seen less as an activity worthwhile in
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its own right, and more as being of value insofar as it leads to other ends. The
function of education and training is thus seen primarily as providing personnel
to run the economic engine of the state — to give it a leading edge of economic
competitiveness in the world’s economic market-place.

There is also, however, another current of thinking which holds that the
prime function of education is to induct people into all those traditions, experi-
ences and cultures that constitute both the identity and the value of being
human in today’s world, and that will thereby enable the graduates of educat-
ing institutions to become bearers of that culture, those traditions and values,
and cope with the demands of living in that world. Proponents of this view hold
that learners are therefore ‘entitled’ to be given access to all the great and good
‘that is known and thought in the world’ (Matthew Arnold) in the ascent of
humankind, and that form the starting-points for all future endeavours, partic-
ularly those that will stand individuals in good stead when they come to face the
exigencies of daily life. These curriculum ‘entitlements’ can be concentrated
into a number of areas of experience, culture and value, entry into and learning
in which provide the building-blocks for a life in society that will enable a person
to enjoy civilization and culture in all their multifarious forms, and to cope with
the demands and predicaments of the modern world.

Yet a third approach considers the definition of educational goals that
transcend immediate economic, political or social concerns, and that stand
aside from the momentary interests of particular sections, groups or pressures.
Proponents of this approach regard the central undertaking of educational
endeavour as lying beyond the need for vocational training, moral development
and cultural awareness. For them what is important is the tenet that education
is first and foremost about initiating and developing the life of the mind, and
this is the purpose of ‘liberal’ education.

A truly liberal education is, on this view, one that gives a person access to
and competence in all the various forms of intelligence, all the powers of
rational thinking, without which any approach to other questions, whether
those of a vocational, moral or cultural import or those which deal with the
requirements of daily life in the modern world, is impossible and unintelligible.
For Hirst (1973), Gardner (1983, 1987) and others, what matters is that we
direct our educational attention towards developing the powers of intelligence
and the rational mind. It is in and by those modes of experience and under-
standing that humankind has progressively structured, developed and made
things meaningful over the millennia, that people are able to make sense of
their experience and communicate it intelligibly to others of their kind. Such
modes of intelligence and rationality are of a finite though progressively
developing number, but the number of various discrete modes of understanding
constitutes the totality of the rational apparatus by means of which human
beings can understand and appraise the reality they share, face the dilemmas of
existence, and tackle the exigencies with which the world confronts them.

These different conceptions of knowledge and goals for education will
clearly generate different curricula. Instrumental education, for example, will
see it as the prime necessity that the curriculum concentrates on the transmis-
sion and acquisition of those selected bodies of content and forms of cognitive
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skill that will be causally related to vocational competence and strong economic
performance. In such a curriculum subjects such as communicative competence
in one’s mother tongue, mathematics, science and technology, modern foreign
languages, and some knowledge of those aspects of history, geography and
economics that can be specifically related to our national identity, social needs
and economic competitiveness will clearly be crucial. Competence at other life-
and vocationally desirable skills, such as competence in the creation of, opera-
tion of and communication by modern information technologies, team
management, and the organization of knowledge, research and interpersonal
relations, will also be conducive towards the end of efficient and successful
commercial, industrial and business production and performance.

Those who opt for an ‘entitlement’ curriculum will lay it down as a
requirement that access to a knowledge and understanding of all the various
products, artefacts and advances that have marked what Bronowski called The
Ascent of Man (1973), and to all the great human traditions of ‘critice-creative
thought’ (Passmore, 1967) by means of which these major cultural, social and
intellectual accomplishments have been wrought, will form the main content of
such a curriculum. Mathematics, science, technology, medicine, the arts, reli-
gion, history and philosophy will constitute the core of those subjects where the
store of cultural traditions, cognitive excellences and a community’s identity
can be discerned and concentrated and in which human potential for future
development might begin to be realized.

For the third group, what matters is that, either by the skills of cognitive
psychology or epistemological and philosophical analysis, those modes of intelli-
gence and ways of knowing that constitute the totality of human rationality at
its present stage of development be identified and defined; and that then, in
some shape or form and at some time or other, students in our educating
institutions be given induction into them and practice in their application and
deployment. Such ways of thinking as the mathematical, the scientific, the
philosophical, the historical, the moral, the religious, the aesthetic and artistic,
perhaps even that of interpersonal understanding, will all function as building-
blocks upon which the edifice of human intelligence and rationality can be
constructed. Using these forms of intelligence and awareness, students will be
able to enlarge the number of ways in which they can actually have experience
and cognition of their shared world, understand and address the issues and
problems arising from their situation in the world, and the needs and concerns
they have in it; for without such primary modes of rationality, experience and
intelligence, no such address or engagement would be possible. Initiation into at
least these modes of awareness, experience and appraisal, such thinkers will
argue, must be the primary curriculum prerequisite.

Common Elements in such Curricula - and a Criticism

At this point it will be clear that such positions as those delineated above have
some features in common. One is that, in the quest for educational goals, there
will always be some foundations that have to be provided, which function as the
basic building-blocks for the construction of curricula and the articulation of
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appropriate teaching and learning activities and processes. The second is that
those foundations will be separable and discrete: the central concepts, operating
procedures, tests for truth claims, and criteria for evaluating success, for
instance, will be different as between say, mathematics, morals and the arts,
and it is these varying characteristics that require us to provide a differentiated
and heterogenous curriculum. What is agreed among proponents of such
approaches is that there are different forms of cognition and intelligence: what
has to be done, in curriculum terms, is to differentiate them according to
various categorial criteria and conceptual schemata, defend what they are, and
show, in educational terms, what they are for. Yet a third feature is the clear
implication that, in some way or other, knowledge is hierarchically structured
and arranged: there are some forms of knowledge and experience that are prior
to and presupposed by others, and the study and acquisition of these must come
first in any form of education, before any approach can be made to those other
forms of knowing, that rest upon and presuppose mastery in those basic
constituents of human rationality.

It should be pointed out, however, that these premises have been under
considerable challenge for many years. There is now a substantial body of
literature containing critiques by theorists who claim that the holding and
promulgating of views of the curriculum such as those described above should
be seen as little more than the expression of contentious theories of intelligence
and meta-cognition, or controversial philosophies of knowledge (cf. Evers and
Walker, 1983; Hindess, 1972; Kleinig, 1973; Phillips, 1971; and Watt, 1975).

Clearly, considerations of values, theories of knowledge, and the need to
take into account factors relating to current economic and social change must be
key elements in the planning and formulation of appropriate curricula for
educational institutions in the future. But it would be right and proper to
require that constructors of curricula should be entirely comfortable with the
models of knowledge and of learning embodied in the curricula they aim their
educational institutions to deliver. Recent work in epistemology and cognitive
science suggests that, despite their widespread acceptance, the theories set out
above have no uncontested rightness about them. As we face the challenge of
providing lifelong education for all, there is clearly a need for curriculum
planners to reconsider the epistemological bases for curriculum choice, and to
consider anew the range of alternatives now proffered for curriculum planning
and construction.

The Construction of Curricula: A Post-Empiricist
Approach

Among the alternatives generated in recent years, post-empiricist philosophies
of knowledge suggest the giving up altogether of the ideas of foundationalist
epistemology, coercive demarcations between areas of knowledge, and the
postulate of a hierarchy operating among those areas, and the adopting of a
stance of caution towards those curriculum theories deriving from them. Cur-
riculum philosophy, seen in this newer light, is not an activity of conceptual
clarification; rather it is an activity of theory construction, correction and
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contention, engaged in for the purpose of providing temporary best solutions to
problems, the lack of a solution to which is otherwise threatening to human
well-being and social harmony.

Curriculum building and planning, from this perspective, is devoted to the
framing of answers to problems, the examination and criticism of the hypoth-
eses proposed as answers to those problems, and to the tentative trying-out and
application of those theories that have hitherto resisted falsification.

It is thus not a priori preconceptions as to the logical structure of knowledge
itself, nor a set of judgments and prescriptions relating to those desirable
cognitive activities and cultural values that, according to this perspective, must
determine the pattern of curriculum planning. Rather it is problems that
provide a set of agenda for curriculum action. Using this framework one could
easily construct a ‘Dewey-type’ curriculum comprising an intellectual attack on
a range of pressing concerns and present-day perplexities.

As examples of some of those problems we might point, for instance, to such
matters as the following:

1 The common concern of many countries to enhance the literacy of
their citizens.

2 The need of many countries to acquire the requisite skills and
competences to enable its citizens to operate in a world where the
amount of available productive work is decreasing, where service
industries of all kinds are increasingly likely to provide the main
means of work, where advances in knowledge and the information
technology revolution will mean that a worker will have to be
prepared to change jobs four or five times in a working lifetime,
where working life is likely to become shorter and shorter, and where
— notwithstanding the increasing scarcity of salaried employment —
many persons will also enjoy increasing longevity.

3 The question of interpersonal relations, in a time when the incidence
of phenomena such as domestic violence and child-abuse shows no
sign of decreasing, when the divorce rate is already high and
climbing, when suicide among young people is a phenomenon of
disturbing frequency — with all the attendant dysfunctions that these
bring about.

4 The problem of constructing healthy lifestyles and a regimen of risk-
avoiding behaviours, when the problems of diseases of various kinds
are now continuingly and in some cases increasingly recalcitrant to
treatment.

5 Above all, perhaps, is the problem of how to assist human beings to
acquire and retain their values of humanity, of sensitivity, sympathy
and compassion, at a time when the emphasis upon what Habermas
(1972) called technocratic rationality, upon technicization and the
dominance of particular kinds of economic interest threaten us with
the loss of a sense of individual worth and a loss of a sense of
commitment to a set of values that will help define and enrich the
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quality of relationships between ourselves and others — what we
might call the problem of the need for the humanization of the
curriculum.

The Need for a Criterion of Coherence and Continuity

It should be pointed out, however, that there is one element in such an approach
that is still needed to provide a set of guidelines for steering curriculum
planning. What is needed is a criterion of stability, consistency and coherence,
so that educational institutions may guard against what could otherwise be a
somewhat anarchical curriculum situation.

One way that curriculum planners and developers respond. to this chal-
lenge may be found in the pragmatism developed and articulated by Peirce
(1955) and espoused so firmly for education by Dewey, Popper and their
successors up to the present day (Ackerman, 1980; Guttman, 1987; Mendus,
1988; and White, 1973). Such a criterion is provided by the idea of ‘education for
democracy’.

A modern curriculum of the flexibility and dynamism described, it is
argued, may be constructed and continually adapted for delivery on the basis of
those various foci of knowledge, skill and value that future citizens in a
participative democracy will need in order for them to be able, on a fully-
informed and committed-for-action basis, to participate in the democratic
processes of policy formulation, appraisal, criticism, application and assess-
ment. Such participation will be required, as a matter of course, on any of the
issues raised above and tackled as matters of overriding importance by the
community. This could involve work-place literacy, or it could be the educa-
tional imperative of inhibiting such life-threatening diseases and conditions as
AIDS, drugs, crimes of violence, and nuclear accident.

Generating a Curriculum for Lifelong Learning: The
Place of Values

From this examination of theories of knowledge and the curriculum, currently
dominating discourse in this area, it is clear that of vital importance in the
undertaking of redefining the curriculum for lifelong learning for all must be
the debate regarding what constitutes appropriate curriculum knowledge for a
programme extending far beyond ‘education’ as it has been traditionally con-
ceived. Such a debate will encompass such questions as the following:

e What counts as knowledge? How should knowledge be conceived?
How should knowledge be established and certified?

e How should it be acquired and employed in a society in which
knowledge itself is continuing changing and expanding?

e How shall the values of breadth of knowledge, depth of
understanding, and curriculum balance be best addressed and
assured?
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This last question raises an issue of major concern. This relates to the impor-
tant point that values exist, are found in and embodied across the whole
curriculum. Values are not a separate domain of discourse nor definable as
though they were an autonomous element in the curriculum, as being in some
way a distinct subject or area on its own, with its own body of theory, cognitive
content, typical activities, disciplinary procedures or criteria for success. As
Peters remarked (1966a), to be a scientist is ipso facto to be committed to the
values implicit in the procedural principles that define the nature of the subject
and prescribe its appropriate activities in it. Science is not value-free: it is shot
through with value elements that help structure and define it.

Thus it is plain that questions of value in knowledge and the curriculum are
not solely restricted to subjects or areas such as the humanities, the arts and
religion. Questions of value also underpin and indeed permeate the whole
syllabuses of other curriculum subjects such as mathematics, science and
technology. Indeed in the last-named curriculum area, as well as that of
medicine, it might with reason be claimed that value questions are of prime
importance.

This interplay of epistemological and axiological elements and considera-
tions, in association with reflections drawn from the psychology of learning, the
sociology and anthropology of learning institutions, and the values —individual,
economic and social — attaching to and embodied in institutions of learning by
the society in which they are located, will obviously occupy a central place in
discussions about lifelong education, and the effective development of educa-
tion and training for all in the 1990s and into the next century, and the
necessary reconceptualizing and redefining of the curriculum that will have, in
consequence, to take place.

In all this one clear point emerges: the curriculum is no longer seen as a
solid, stable and immutable organization of existing and traditional valued
knowledge to be passed on in pedagogic instructional mode, but as a set of
problems to be tackled by those seeking solutions to them, engaging in the
search for knowledge as a dynamic process involving large-scale and rapid
epistemic change, planning, delivery and assessment.

LEARNING TO LEARN

New conceptions of knowledge are thus going to play an important part in
assisting educational planners to develop and articulate schemes of curriculum
appropriate to each of the phases and goals of lifelong learning. Equally
important in such planning, however, will be reference to new modes and styles
of learning that have been developed in recent years as a result of work in
learning theory, cognitive development theory and meta-cognition.

Instead of more traditional conceptions of teaching-learning, in which
learning progress was largely teacher-centred and instructive in mode, linear in
progression, and didactic in character, there is now a realization that the
progress of learning is not ‘roughly the same’ for all learners in a particular age
group, and that learning does not necessarily proceed in a linear fashion.
Rather it is now coming to be much more widely accepted that learning occurs
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most securely when students are centrally involved in controlling, directing and
monitoring their own learning progress, and that a co-operative, rather than a
competitive approach to learning is of immense help to groups of students in
facilitating rapid gains in the acquisition of their learning and mastering
difficult, complex and heterogenous forms of knowledge and skill (cf. OECD,
Learning to Think: Thinking to Learn, 1991).

This means, for the individual, that learning has much less to do with the
mere acquisition of bodies of content for replication later, and much more to do
with their becoming active in acquiring and then operating the skilled tech-
niques, rules and procedures by means of which knowledge can be acquired and
one’s own circle of understanding expanded.

One of the most vigorous of the currently expanding research programmes
in the reconception, elaboration and refinement of modern approaches to
learning is that known as ‘constructivism’. This approach works so as to
emphasize and give primacy of place to the learner’s own engagement with, and
attempt to make sense of, the phenomena which confront him or her, rather
than operating on the assumption that students’ learning processes must be
dominated by models of teacher-centred authority and that knowledge must be
heteronomously transmitted, received and reproduced. According to this view,
‘knowledge cannot be conveyed: it can only be constructed’.

Thus learning must start from the individual’s trying to make sense of his
or her perception of phenomena; it is individuals who then, striving to make
sense of their contacts with the world ‘out there’, will individually ‘construct’
their perceptions into some sort of arrangement that will make sense to and
constitute meanings for them. They will construct their own world of cognition
in much the same way that an architect-and-builder constructs a dwelling, an
opera house or an airport. Osbhorne and Freyberg (1985, p. 82) put this suc-
cinctly:

[this] view of learning with understanding focuses on the proposition
that learners themselves must actively construct or generate meaning
from sensory input ... No-one can do it for them . .. Piaget, too,
considered that knowledge is constructed by the individual as he or she
acts on objects and people and tries to make sense of it all ... Knowledge
is acquired not by the internalisation of some outside given but is
constructed from within.

This all means, in sum, that among the prime prerequisites in any
approach to learning for individual students will be the skills of research,
inquiry, and expansion of the concepts and categories one already has, linking
them together so that they become meaningful (i.e. that they make sense for the
individual from the inside) and then exercising, applying, monitoring, checking,
correcting and extending them further, in the actual situations in which the
various skills and learnings are called for. The motto we may most appro-
priately employ for this endeavour is that of learning to learn’. R.M. Smith puts
all this well:

Learning to learn is a matter of both aptitude and personal experience,
and people can typically be said to learn to learn in a relatively
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haphazard manner. From in-school and out-of-school experience people
constantly acquire new information and behaviours. While so engaged,
they gradually develop personal learning strategies and personal
knowledge about the optimum conditions for learning. Each person
develops a concept of self-as-learner. The learning to learn process is
understood as haphazard, because it results not so much from deliberate
interventions on the part of teachers or trainers to improve learning
capacity and performance, as from personal interpretations over time of
learning-related experience. These interpretations often prove
dysfunctional as far as becoming an active, flexible, confident learner in
a variety of contexts is concerned. Hence the growing interest in the
deliberate enhancement of learning capacities, dispositions, and
strategies, through such means as curriculum planning, instruction and
training.

(Smith, 1994, pp. 3345-9)

In providing a foundation for lifelong learning, then, governments and
education systems will find it important to take into consideration the emerging
research, knowledge and understanding relevant to the ways in which people
learn and to the ways in which that learning can be made more rapid, effective
and secure. For it is on the basis of their mastery of the skills of research,
knowledge expansion and learning to learn that students will be able to
recognize situations in which such skills can be applied and utilized to the
acquisition, internalization and appropriate deployment of new facts, informa-
tion and knowledge. For policy-makers and curriculum planners the challenge
is to ensure that learning to learn ceases to be a haphazard enterprise and
instead becomes an integrated, conscious and deliberate element in the content,
style, structure and organization of all learning.

NEW LEARNING TECHNOLOGIES

Modern technologies offer cost-effective possibilities for learning. Technical
devices and instruments, such as computers, CD-ROMs, VCRs and interactive
laser video, can be used to positive and creative effect in many courses simply by
changing their software. High-speed computer networks, such as the Internet,
offer access to varied tools and resources. Global internetworking is expanding
so rapidly that each day sees addition of new archives and computer-based tools
(ef. OECD, ‘The future of post-secondary education and the role of information
and communication technology: a clarifying report’ presented at the Inter-
national Conference on ‘Learning Beyond Schooling’, 1994).

With the use of these new instructional technologies the old problem of the
‘either access or quality’ trade-off is beginning to be transcended. Learning can
be enriched and extended by learners having access to basic hardware or
software either directly or by network connection. Internetworking makes it
technically possible to distribute academic resources for low marginal costs,
often for zero costs. Young people and adults, many of them using study centres,
have the potential to participate in courses of study that feature strong
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emphasis on project-based collaborative learning, with materials of directed
instruction developed for large-scale use, supported through real-time and
time-delayed communications. Time-delayed exchange by electronic mail and
computer conferencing have the added advantage of enhancing access, as many
types of students seem to participate more fully in learning opportunities
offered in this medium than they were able to do in traditional face-to-face
settings.

Until now much of this use of technology has been largely concerned with or
even devoted to the reproduction of current pedagogical practice, whether
lecture, experiments, discussion or other ways of presenting information. This
is the standard beginning for the adaptation of any new technology — the
replication of traditional approaches using new methodology. The next stage is
innovation in which the newly available technology itself leads to new ways of
teaching and learning or supporting the administration of education. This may
be the realm of the newer interactive technologies such as networks and
multimedia and the growth of distance education that links the learner with the
institution by technological means. The final application of technology is the
transformation of education, making it into something that is different in
content, purpose and traditions. This may be the more futuristic vision of
individual learners all over the globe interacting to create and share knowledge
and learning (Hebenstreit, 1994, p. 101).

This vision of the future, however, should not be driven solely by technol-
ogy. The agenda for future learning in general must be generated and driven
forward much more by considerations of how society can exploit technology in
order to provide the most effective education for a democratic, socially inclusive
and economically advanced community. The newly available technology should
not therefore be the sole means to drive or dictate the direction of learning gains
but should be a major force and asset in the achievement of goals that are
conducive to social betterment.

Hebenstreit (1994, p. 117) identifies the elements of a new agenda to
integrate information technology into larger frameworks of learning at differ-
ent levels:

o All students will need to become computer literate as well as
normally literate and numerate: they should be able to handle
current information technology at a level appropriate to their
discipline or field of study and be equipped to employ it appropriately
to further their cognitive development in the future. In addition to
this, new means of information technology will contribute to and play
a part in the methods of assessment as well as entering into and
strengthening learning gains and student progress in the curriculum
and pedagogy of subjects.

e Students and teaching staff will need to enjoy ready access to work-
stations and networks. There will be a rapid growth in the
availability to staff and students of electronic information services
such as the electronic availability or provision of the complete texts of
books and journals. Collections of software for use in teaching,
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including computer-based learning and multimedia materials
incorporating audio and video as well as computer-generated graphics
and text, should become accessible anywhere on the network and in
the educational establishment.

o New information technologies should open up and increase access to
educational establishments and agencies for the development of open
learning organizations or dual mode institutions. It will be important
to capitalize upon the realization that educational pathways and
institutions may not be rooted in time or place. They could be
accessible electronically from anywhere and available at any time.
Institutions could be constituted by and rendered open through a mix
of physical and remote access points, thus meeting the needs of
groups whose commitments and constraints in the past prevented
them from having easy access to learning.

The vision of a networked society with equal access to knowledge and
information, made up of communities and individuals, themselves in charge of
their own learning environments; and governments, educators and the private
sector working in partnership, is fundamental to the evolution and achieve-
ment of a democratic, free, economically stable and just society in the
twenty-first century. But realization of this vision will require a close examina-
tion of the content, style, structure and organization of modern methods and
technologies of learning, particularly in respect of the new possibilities offered
by the emphasis upon student-centred and self-directed modes of progression,
together with an examination of the purpose and function of educational
institutions and their use of electronic technologies to meet new educational
needs. In setting the agenda for education in the twenty-first century policy-
makers and educators will clearly need to direct their attention to an
exploration of the ways in which the availability of modern information technol-
ogy devices and new modes of student progress will make possible, effect and
shape frameworks for curriculum content and styles of assessment in educa-
tional institutions, in ways that will enable the realization of broader social
goals.

THE CONTENT, STYLE, STRUCTURE AND
ORGANIZATION OF LEARNING

A relevant and high quality basis for the acquisition of further knowledge and
skills will be necessary to provide the solid groundwork for effective learning
throughout an individual’s life, as will the practice and mastery of the skills of
self-directed learning, that must clearly become the norm during the compul-
sory years of schooling. For both will be vital prerequisites and parts of the
learning that individuals tackle subsequently, for purposes consonant with
their need to engage in lifelong learning for further academic, professional,
economic, social, cultural and personal purposes. Thus, given the widespread
international concern for lifelong learning for all, the nature, role and function
of schools in providing the groundwork for lifelong learning, and the
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complementarity of services provided by schools, tertiary institutions, the
work-place and other agencies in the community concerned with learning, must
now be reconsidered. Lifelong learning reinforces the imperative of examining
anew the content, structure and organization of appropriate and necessary
pathways towards the acquisition of new learnings throughout an individual’s
life-span, and the various modes and learning styles by which individuals can
best make progress in achieving such acquisitions.

Learning in the Compuisory Years

The concept of lifelong learning places compulsory education in a new setting.
As Hughes points out:

Rather than being a unique period of schooling leading on to vocations
or higher education, [compulsory education] is a phase in a lifelong
process. That phase however has two key requirements: one is to
provide a basis for further learning; the other is to ensure a continuing
motivation for it. This may imply a greater organisational fiexibility in
approach than is the case with current schooling. It certainly implies a
need for greater and more constructive student involvement in the
planning and conduct of their education.

(Hughes, 1993, p. 17)

Sir Christopher Ball (Ball, 1993, p. 2) has argued that compulsory school-
ing must achieve two goals: the provision of a knowledge-base; and the
provision of meta-skills of learning. But it should try to do so in a way that does
not generate difficulties: problems will arise if we continually add further
elements to the curriculum content of the compulsory years, for such an
approach risks bringing about an information overload and can lead to con-
ceptual confusion. Moreover, it risks seriously attenuating the time available
for, and the available energy to be given to, the emphasis upon the mastery of
learning and research skills and procedures called for in newer approaches to
learning and its modes.

Increasingly now the compulsory period of schooling is to be regarded as
the phase of education in which students must be provided with a general base
for their cognitive and affective development and for their acquisition of the
learning skills which they will need for learning throughout their life. More
specific knowledge, skills and understanding can be taught and mastery in
them achieved as needed later on. The case for helping students acquire a broad
basis of general knowledge and skill development in the compulsory years is
expressed most comprehensively in the Swedish report for the OECD, A School
for Life (Swedish Report, 1993).

During the OECD Conference on “The Curriculum Re-Defined’, the follow-
ing questions were raised as being among the prime issues that policy-makers
concerned with lifelong learning and its implications for compulsory schooling
must take into account:

What might be the minimum of subject matter to be included in the
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compulsory school curriculum? How should general skills such as
learning to learn and learning to solve problems be built in? What might
be the right mix of knowledge and skills which a school can provide?
How and by what means can learners acquire this? What learning
environments, in and out of school, are best suited to realise this
objective? How might what is learned in a person’s younger years be
made more relevant to the opportunities and challenges which confront
them in early adulthood and beyond?

With respect to the matters raised by some of these questions the authors
of the OECD/CERI (Centre for Educational Research and Innovation) study on
lifelong learning commented:

There is general agreement that the basic elements of literacy and
numeracy should be included in any school curriculum, although the
means by which these subjects are taught in schools might be adapted
to reflect the fact that many adults who can carry out mechanical
reading or arithmetical operations are unable to apply such skills in real
life situations. At school, as in adult life, learning of these subjects may
be more effective if contextualized ... A harder question concerns the
amount of knowledge of subjects such as history, geography, science and
literature, that should be universally known in any one country — or
internationally — as part of what has been called ‘cultural literacy’.
(OECD, An Introduction to Learning: Re-Defining the Curriculum in a
Life-long Perspective, 1993, p. 4)

For some years now policy-makers and educators have been grappling with
the question of the appropriate knowledge basis for compulsory schooling and
considerable advance has been provided by the work of Malcolm Skilbeck on the
idea of core curriculum. Skilbeck sees core curriculum as providing the con-
ceptual and methodological tools to enable young people to continue their own
learning. In this sense core curriculum is seen as an ‘opening up’, a leading on,
and not a finishing point. Its construction will be multidimensional and will be
approached from different perspectives.

In preparation for the Conference on ‘The Curriculum Re-Defined’, the
OECD Secretariat (The Curriculum Re-Defined: Background Document, 1993,
pp. 44-5) set out suggestions for areas of knowledge and experience and core
learning processes that might be considered as forming part of the basis for the
curriculum in the compulsory years of schooling. These might include:

Areas of knowledge and experience: for example

Mathematical skills and reasoning and their applications

Social, cultural and civic studies

Health education

Scientific and technological ways of knowing and their social
applications

Communication

Moral reasoning and action
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Core learning processes: for example
Learning and thinking techniques
Ways of organizing knowledge
Forms of expression

Interpersonal and group relations

The above is, of course, a list of desiderata. These are some suggestions as
to the elements that might comprise a compulsory curriculum. Policy-makers
and educators in each country will want to formulate their own list and apply it
to their own needs and interests, if they decide to adopt some such list of
essential elements to form part of the core of their own curriculum for compul-
sory years of schooling. The decisions that each country makes about the
contents of such a list will be shaped and framed on the basis of the conceptions
of knowledge they bring to it and the substantive values they are concerned to
promote — and not all of these will be the same for different countries.

The OECD, in its work The Curriculum Re-Defined, recommends, however,
that, in whatever way the question of a basic curriculum might be approached,
some general or common principles should apply across all settings: these are
the principles of breadth, balance, relevance, focus, coherence, and continuity.
To this we might tentatively add another criterion, calling attention to the
necessary amount of differentiation necessary for getting our students to
appreciate and acquire some awareness of and ability to operate appropriately
in the heterogeneity of the cognitive world. We should also want to underline
the importance of students’ acquisition, mastery and application of the full
range of learning and thinking skills (OECD, Learning to Think: Thinking to
Learn, 1991). For without these any notion of the applicability of the other
criteria will remain unrealized.

Implicit in the foregoing is the clear presumption that all the elements in
such a core curriculum shall be available to all students. In Skilbeck’s view, to
have access to a high quality and empowering curriculum is a necessary part of
every citizen’s democratic entitlement. Notions of democratic entitlement and
the accompanying concerns for equity and social justice bring to the fore the
issue of the educational needs of those who are disadvantaged in some way or at
risk and for that reason may be hindered in keeping pace with the educational
progress of their peers or taking advantage of the educational opportunities
that society should, on this premise, make available to them in the compulsory
years. Such a motive lies behind Hughes’s remark that:

... the concerns of children with special educational needs and students
at risk pose a sharp challenge to the sincerity of commitment to an aim
such as high quality education and training for all. If the aim is
accepted fully as part of a commitment to equity, as a basic requirement
for membership of a democratic society, then we need to consider the
organisational form and the changes in curriculum and pedagogy which
will provide substance to that purpose.

(Hughes, 1993, p. 17)

Seen from the perspective of those committed to the idea and value of
lifelong learning for all, the years of compulsory schooling lay a vital foundation
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for educational progress, economic involvement, social advance and individual
fulfilment in the subsequent years. Clearly all a country’s students must have
access to the means of making progress in all these domains of activity and
existence. What shall follow in the post-compulsory years must be decided by
considerations relating to the ways and extents to which individuals wish to
make further progress in any or all of these domains. The important thing about
individuals’ cognitive growth, development of learning skills and learning
achievements during the compulsory years is that those gains must give them
the equipment for making such choices and directing and monitoring such
progress much more from their own efforts during the course of their lifetimes.
It is the function of the curriculum in compulsory schooling to give students the
tools to enable them to press their own learning forward themselves. What is
important, in the post-compulsory years, is that institutions, structures and
programmes shall be provided that enable them to make such progress in all the
domains in question.

Learning for the World of Work

Rapid changes in the world of work, the changing nature of the goals for
education and training, and the realization that most people will have a number
of occupations and job-changes during the period of their working life, have
resulted in a general acceptance that the ‘front-end loading’ approach for
preparation for the world of work is no longer appropriate — if indeed it ever
was. Emphasis has altered from a concentration on instrumental conceptions of
vocational education as a preparation for work during the compulsory years of
schooling and the years of early adulthood, towards a concept of lifelong
learning that is work-related. The old dichotomies between general and voca-
tional education, between liberal education and specific job-training, are now
dying away. There is now a growing realization that, as well as highly specific
job-related technical skills, the demands of the work-place make it imperative
that social and interpersonal knowledge, skills and competencies be incorpo-
rated in any programme of learning for the world of work.

This kind of approach towards preparation for the world of work has
implications for curriculum content, pedagogy and styles of learning, and the
organization and structure of educational provision. Learners must be ready,
not only to bring to bear the content knowledge and cognitive skills they have in
the changed situations in which their employment movements will often
engage them, but also to add new knowledge and skills and integrate them
effectively with the ones they already possess. And they will have to be prepared
to do this not on any regular or linear basis; changes in employment, location
and interests will face them with a swiftly changing array of demands, some
rapid, some less so, some planned, some unforeseen, to which a flexible and
adaptable learning response will be required.

The OECD publication Vocational Education and Training for Youth:
Towards a Coherent Policy and Practice (1994) has provided some important
insights into the ways in which stronger foundations might be provided for
work-related learning. In her paper ‘Learning and work: the research base’,
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Senta Raizen explores ways of creating learning situations, that link the
acquisition of cognitive skills and knowledge with real-world activities. The
evidence is strong, she avers, that learning and motivation for learning are
most securely mediated through activities embedded in a context that makes
sense, and matter, to the learner. The paper contends that research involving
analyses of individual performance have resulted in greater attention being
paid to the several types of knowledge and their structure and interrelation-
ships, that competent individuals display.

Raizen counsels that research on ‘situated’ learning and socially-
constructed knowledge highlights the need for and importance of providing a
‘real-world’ context, both physical and social, for education and training
intended to prepare people for the world of work. An optimal educational
response melding these requirements would appear to be the creation and
provision of learning environments that make task-knowledge and problem-
solving procedures explicit, and that provide for feedback and tutoring by more
experienced workers. Raizen advises (1994, p. 79):

e The analysis and distribution of complex tasks to allow shared
performance or its simulated counterpart by less experienced and
more experienced workers provides a highly effective learning
situation.

o People build work-place expertise through the opportunity to
participate under the tutelage and mentorship of experts in physical
and intellectual tasks specific to a particular work-setting.

e Situated learning enables them to use the social, symbolic,
technological and material resources provided by the work context to
structure problems and problem-situations.

e The symbol manipulation and abstract thinking required in many
technical jobs today are learned effectively through a combination of
practice and explicit teaching in a meaningful context.

e The process of progressing from novice to expert takes time, as
individuals achieve increasing levels of understanding of knowledge,
procedures, strategies and social interactions relevant to their work
and the sub-culture of the occupation or profession.

Drawing on the work of cognitive psychologists over the last twenty-five
years, Raizen addresses the issue of domain-specific knowledge versus general-
izable skills, by recognizing the important role of each. Theories of learning are
being constructed to accommodate the importance of domain-specificity and yet
take advantage of general heuristics, as well as meta-cognitive self-regulatory
skills. Raizen reports current research as indicating that instruction must
intermingle context specificity and generality, including the development of
self-regulatory skills and performance control strategies.

Research on the knowledge and skills that learners bring to instruction,
Raizen maintains, has provided new insight on what makes instruction effec-
tive. Instead of constructing curricula ‘top-down’ by encoding the knowledge of
experts in suitably simplified material for onward transmission to a receiver,
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instruction should take into account the learner’s own original ideas, stage
discrepant or confirming experiences and use these to stimulate questions and
encourage the generation of a range of responses, with the opportunity to apply
these in various situations. Researchers concerned with the ways in which
people actually move from their initial state of knowledge and skills to effective
performance in work settings are uncovering the importance of learning in
context. This reveals that the most effective learning takes place through
‘situated’ activity, using the physical environment and the tools it provides; the
co-operative construction of knowledge among groups of learners engaged on a
common task; and involvement in the activities of the specific work commu-
nity.

The hallmarks of successful learning situations for the world of work are
identified by Raizen as follows (1994, p. 97):

e Any learning experience must be meaningful and motivating for
learners: they must be able to make sense of it and understand its
purpose.

e Any learning experience must take into account what the learner
brings to it; individuals come to any learning experience with prior
knowledge and experience, which may either facilitate or impede the
intended learning.

¢ Learning experiences should interweave domain-knowledge, problem-
solving strategies appropriate to the domain, and real-world
applications of both: most people learn best when declarative
knowledge — ‘the what’ — procedural knowledge — ‘the how’ — and
strategic knowledge — ‘the when’ — are integrated.

¢ Learners must be actively involved in their own learning, even as
they are provided with models of expert performance to emulate.
They need coaching and error-correction, arranged to ‘fade’, as they
become autonomous and independent.

¢ Learning sequences should introduce increasing complexity, yet
students should learn at any level of complexity to attend to the
general nature of a task before attending to its details.

e Learning experiences should go beyond domain-specific learning, to
each person’s strategies for controlling their own performance —
setting goals, planning, checking work and monitoring progress, and
revising their courses of learning. Most important, learners need to
develop strategies for acquiring additional knowledge and expertise.

e Learning experience should enculturate the learner into the
community of participants in a given domain or occupation, so that
the individual will come to understand the physical, conceptual,
symbolic and social tools of the community and their uses.

In his paper ‘Linkages: a new vision for vocational and technical education’
(Papadopoulos, 1994), Papadopoulos calls for a revamped approach to voca-
tional education and training for youth, through changes in the curriculum and
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in training regulation, particularly in the achievement of a better balance
between what is general and what is vocational. Papadopoulos argues that the
redefinition of curricula must involve dialogue with representatives of the
world of work, both employers and employees, as well as with employment and
training agencies. The objective would be to institutionalize the process of
curriculum renegotiation, thus improving its balance and relevance, while
avoiding the risk that its core, long-term educational purposes become vitiated
by the need to respond to transitory or locally defined requirements.

With respect to teaching and learning, the fact that the period of basic
preparation, on which subsequent job-specific skills can be built, is becoming
more intense and extended, leads Papadopoulos to consider the timing of the
introduction of vocationally-specific skills within the educational continuum. It
appears that there is now general acceptance that the introduction of vocation-
ally specific skills is not a function of basic schooling and, when it does become
necessary or appropriate, it can be best done in conjunction with the work-
place.

There is thus clearly a need for a much greater convergence of theoretical
and practical elements and styles of learning throughout the educational
experience of all young people. Such a convergence of the theoretical and
practical, and the general and vocational, would help enhance the status of
vocational and technical education, as well as giving participants greater
possibilities for transition to higher education studies and other forms of
further education and training. Papadopoulos calls (1994, p. 174) for a review of
policies and procedures for access and admission to higher education institu-
tions, thus building up a continuum throughout the system of lifelong learning
opportunities for all categories of students.

Papadopoulos also highlights the need for a social partnership in defining
and developing comprehensive policies for learning and the world of work. Such
partnerships could take the form of:

¢ partnerships mostly of a bilateral nature between business and
education, operating mainly at the local level,;

e collective bargaining agreements primarily between employers and
employees, but also involving a role by the state in which training is
an important component;

e tripartite agreements among employers, unions and the state, under
which social partners are systematically consulted and actively
involved in policy-making, setting standards in education and
training, and in monitoring cutcomes.

In their attempts to provide an adequate foundation for the entry of an
appropriately educated workforce into employment, governments have tended
in the past to concentrate largely upon the compulsory years of schooling and on
the immediately post-compulsory period devoted to specific preparation for the
world of work as foci for their provision efforts. What we hope to have shown in
the foregoing is that the nature of this foundation must undergo a radical
reappraisal, in line with new epistemologies and patterns and styles of learn-
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ing, as well as changes in the nature of employment and of the workforce itself.
But it is clear that a ‘front-end’ model of effective approaches to education and
training is itself hardly viable as a template upon which future patterns of
provision should be defined, structured and delivered. The need for lifelong
learning requires that governments accept the responsibility for providing far
more than a ‘foundation’ for education for its citizens and accept that they must
cater for all their needs and interests — economic, social and individual. For it is
clear that merely providing ‘foundations’ for future learners and learning is not
sufficient; governments and other learning agencies have a clear responsibility
for funding, providing or otherwise offering access to a range of continually
expanding, increasing and changing opportunities to their citizens in all
aspects of their lives and in all their main concerns.

IMPLICATIONS FOR THE TEACHING PROFESSION

It is clear that, in their endeavour to establish a basis for lifelong learning for
all, policy-makers will have to work in partnership with a well and appro-
priately trained, high quality, and committed teaching force and education
profession.

The changing conceptions of knowledge and student-centred styles of
learning, changing goals for education in response to pressures of social and
economic change, and the increasing commitment on the part of governments to
lifelong learning for all, have wide-ranging implications for educators and
members of the teaching profession. The realization of a lifelong learning
approach for all will be possible only with a teaching force that is also in itself
committed to maximizing its own opportunities for lifelong learning.

This means a substantial change in motivation, attitude and values on the
part of all members of the teaching profession. That is not to say that there will
be any radical shifts in their activity away from the central conception of the
teacher’s role, which is that of bringing minds to birth and assisting in their
formation and development. But there will be a considerable refocusing of their
efforts, away from their traditional functioning and ‘banking’ concepts of
knowledge and its transmission, and towards the idea of learners’ centrality in
the process of cognitive growth and its direction and the facilitation of that
process, that will not see the end of formal schooling as some sort of terminus ad
quem of all education and training, but rather reconceptualize it as a terminus
a quo for further intellectual, professional and personal development, the
apparatus for which is now at hand and the goals and orientation of which will,
from then on, be controlled and driven by learners themselves.

This means that teachers’ horizons will, from their understanding and
acceptance of the need for that reconceptualization, require considerable
expansion. For, with the arrival of the new concept of lifelong learning, schools
and other centres in which learning is offered and encouraged will become
places to which all members of the community repair, as and when they wish,
for purposes that their employers, the state, the community or they themselves
have in mind. Already we have a situation in which schools, which were
formerly institutions to which attendance was restricted solely to students
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below the age of 18, are now accustomed to seeing adults — working parents,
those without full-time paid employment, the middle-aged and senior citizens —
come back to take ‘secondary level’ curricula, alongside young people taking
them for the first time, and to prepare themselves for public examinations of all
kinds relevant to their own or others’ needs. Teachers are already appreciating
the amount of rethinking and retraining that the presence of such varied
constituencies in their classrooms calls for, both in respect to learning content
and styles of progress, and also as regards their own status in the study-room
and the basis of their authority.

The challenges that lie before members of the education service are there-
fore likely to include:

o the need to keep abreast of changing conceptions of knowledge and
learning;

o the need to develop expertise in modern technologies of learning;

e the need to adapt their approaches to teaching and learning in line
with the latest advances in the communication of knowledge and in
information technology;

e the need to redirect their pedagogical approaches to personalized
systems of instruction and learning;

e the need to accommodate in their classes the presence of learners
with a wide range of ages and stages in cognitive growth and
interests;

e the need to develop a different basis of authority and style of
classroom management, in face of the changes in epistemology, modes
of learning, and the varied composition of classes and goals of those
seeking to benefit from the opportunities for learning they offer;

e the need to enter into partnerships with other providers of learning in
other agencies and institutions, formal and informal, throughout the
community;

¢ the need to enter into productive partnerships with others who have
an interest in the progress of learners towards the achievement of
goals that both they and all parts of their communities can value.
These will include parents, churches, cultural groups, employers’ and
employees’ associations.

Facing such demands will involve substantial changes in the pattern and
provision of courses for professional training and retraining for work in the
teaching service. This will also mean making sure that the motivation of
teachers to cope with the demands and challenges of large-scale changes in the
roles and responsibilities of members of the teaching profession is positively
promoted and constantly reinforced. And that will mean in turn that, just as the
nature of teachers’ work is changing in these ways, so the nature of the rewards
and remunerations offered to them will have to be reviewed and reassessed.

Primarily, however, those training for work in the education service will
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need to be helped to the realization that recent advances in conceptions of
knowledge and styles of learning, as well as changes in social and personal
goals, betoken a gradual disappearance of the role, function and activity of
‘teaching’ as traditionally conceived and a move towards a new conception of the
proper activity of those who carry responsibility for the facilitation of others’
learning.

Helping teacher educators and trainers, as well as teachers’ associations, to
bring about an understanding, acceptance and a positive embracing of these
changes will prove to be among the major challenges for the future.

99



Chapter 5

Using Educational Goals and
Standards to Enhance System
Provision of Lifelong Learning

As societies move towards adopting a lifelong approach to learning there is a
need to consider not only curriculum, teaching and learning provision but also
the approaches to standard setting and the monitoring of achievement. We need
to ask whether the goals, standards and methods of quality control now used in
governing education and training systems are consistent with a lifelong
approach to learning. How might standards be set that embody the newly
emerging goals associated with lifelong learning for all? Where are standards
needed? How can policy-makers and other stakeholders in lifelong education
know whether the standards are actually being met? Where might standard
setting and achievement monitoring be harmful and in what respects?

In setting and implementing standards, countries need to ensure they will
be applied fairly and will meet the needs of a population with diverse learning
abilities and requirements. Policy-makers need to establish how and by whom
the standards might be best evaluated, whether by inspectors, by standardized
assessment procedures, or by other means. Once standards are set, monitored
and evaluated, policy-makers and educators need to determine the ways in
which performance might be certified and signalled to the institutions of
education and work. This means they will have to determine the relationship
between assessed standards and qualifications and the ways in which equiva-
lence might be judged in accordance with national and increasingly with
international specifications.

In this chapter we shall attempt to evaluate the reasons and causes for the
emphasis on standard setting that has been brought to the fore in recent times.
International and national trends and prospects in standard setting will be
reviewed, particularly as they provide insights into approaches relevant to
lifelong learning. Comment will also be made on the extent to which findings
about standards can be used to assist policy formation and decision-making,
particularly in bringing about a strategy to promote lifelong learning for all.

A number of questions have guided our discussion:

¢ What are the international and national trends and prospects in
standard setting and performance assessment?

¢ How can established goals contribute to the development of provision
which fosters lifelong learning for all and what standards should
encapsulate these goals?

¢ How should education and training standards be set, monitored and
evaluated in a coherent approach to lifelong learning for all?

100



Using Educational Goals and Standards to Enhance System Provision

Is a standard setting and monitoring strategy compatible with the
goals of fostering lifelong learning for all and overcoming exclusion?

How should learning progress be judged against standards and how
can recognition of achievement best be credited and signalled to the
labour market?

How can established goals contribute to the development of provision
that fosters lifelong learning for all and what standards should
encapsulate those goals?

How should education and training standards be set, monitored and
evaluated in a strategy for improved quality, efficiency and
effectiveness in a coherent approach to lifelong learning for all?

THE INCREASING FOCUS ON STANDARD SETTING AND
PERFORMANCE ASSESSMENT

In recent years there has been an increasing focus on the need for standard
setting and performance assessment. This focus has arisen and sharpened as a
result of such factors as the following:

The concern for quality in education and the pressure for more and
better information about the ways in which quality in education is
created, promoted, assured and evaluated.

The perceived need for increased, centrally determined and centrally
monitored quality control in more decentralized and devolved
systems.

The growing demand, locally, nationally and internationally, for
accountability in a time of fiscal restraint.

The public concern about what are perceived to be declining
standards in education, at a time when the nature of the population
undergoing education is expanding and changing, particularly with
mass enrolment in upper secondary and higher education.

The shortcomings of current evaluation and accountability policies,
procedures and strategies, to bring about improvements in school
effectiveness, the provision of post-compulsory education, and the
realization of the aim to offer lifelong learning for all.

Yet another factor to be brought into consideration in explaining the
increased attention to standards is the growing recognition of the importance of
education in improving economic performance and international competitive-
ness, and the increasing realization that current approaches to education are
failing to keep abreast of wider economic and social changes. As Rumberger has
commented:

Of particular concern is that the use of new technologies and new forms
of work organization that are being used to raise productivity are
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greatly increasing the skills and educational demands of work. The
increased use of computers, sophisticated communication systems,
workteams and other technological and other organizational innovations
are claimed to require higher levels and more varied skills in the
workers that are using them.

(Rumberger, 1991, p. 3)

The concern is that without substantial improvements in the provision and
range of education and training countries will fall behind their competitors in
the international economic market-place. Monitoring the achievement of edu-
cational systems through standard setting and through mechanisms such as
educational indicators is seen as one way in which governments can obtain
better, more precise and more timely information as to the comparative ‘per-
formance’ of their country’s education system. The increasing availability of
computer technology to process data on educational performance has been seen
as one way in which this need can be met.

THE NATURE AND PURPOSES OF EDUCATIONAL
STANDARDS

The concerns of government, parents, teachers, students, business leaders and
members of the general public have highlighted a need to reconsider the issue of
standards, particularly as they pertain to the task of preparing people for the
world of work, lifelong learning, improving curriculum and instruction and
increasing education options, and improving student attainment and perform-
ance standards.

The majority of countries have a clearly identified set of national standards
for primary and secondary education. Only in a relatively few countries (Aus-
tralia, Canada and the USA) is standard setting for primary and secondary
education decentralized. The focus and level of specificity of standards, how-
ever, varies across countries. While some countries focus primarily on
curricular content, others specify objectives for student attainment. Curricu-
lum standards serve a variety of purposes, although their most common use is
to inform the construction of content of internal assessments and external
examinations. Curriculum standards are also widely used to guide classroom
instruction. Japan, the Netherlands and some states in the USA also use
standards to ensure all students have equal access to quality educational
opportunities (cf. Pelavin Associates, Educational Standards in OECD Coun-
tries: A Compilation of Survey Standards, 1993).

In primary and secondary education standards exist for all subjects in some
countries, whilst in others they normally exist and apply only in the case of a
limited core of subjects, such as language, mathematics, science. In some
countries standards exist only in subjects that are included in post-secondary
education entrance examinations. Types of standards employed fall into two
categories: standards for each grade level; and standards for specified levels of
education. In all countries the existing standards apply to all students,
although these are generally varied to meet the needs of those with special

102



Using Educational Goals and Standards to Enhance System Provision

education requirements. In most countries the standard setting process is a
multistep collaborative effort, typically involving subject experts and key stake-
holders in education.

Translating standards into classroom practice at primary and secondary
levels usually involves the central education authority’s issuing guidelines for
course content, that are then adapted by local authorities, schools and teachers
for use in the classroom. There is, however, some variation in the extent to
which national authorities actively pursue and promote their guidelines. The
extent to which a national authority specifies its standards also influences the
roles of the various education bodies. In countries where the national authority
translates its standards into specific curricula, the local authorities’ role tends
to lie in ensuring that schools adhere to national guidelines. But even in
contexts where there are fixed content standards, very rarely are there standar-
dized instructional methods, although textbooks can play a key role in the
implementation of standards.

Assessment is a key component in the maintenance of standards. At
primary and secondary levels the most common type of assessment is for the
purpose of evaluating student achievement. In some countries assessments are
conducted to evaluate system progress towards meeting established standards.
The assessment of the effectiveness of individual schools or teachers in educat-
ing students is still relatively rare.

Periodic review and revision is one way to ensure that standards continue
to meet student and societal needs; however, some countries have tended to
differ over this matter, with a number of them having no established procedures
for reviewing standards. In countries with a decentralized approach to educa-
tion, procedures may vary across states or provinces. Schools are the primary
reviewers in those settings where the central authorities provide only broad
guidelines.

In the past policy-makers and educators have tended to undertake exten-
sive work in the matter of establishing and measuring standards at the level of
primary and secondary schooling and extensive data are now available for
policy-makers on traditional practices pertaining to these matters in those
phases of education. As will be shown below, however, the changing nature of
economic and social demands, and the changing values and conceptions of
knowledge and learning which are having an impact on educational goals, has
brought to the fore new requirements in standard setting and monitoring at the
primary and secondary levels, which have yet to be subject to systematic
analysis.

Moreover, whilst some work has been undertaken by some countries on
standard setting in the vocational area as a component of vocational education
more broadly conceived, there is still a need for future inquiry in the domain of
vocational education and training generally, and most particularly in the
provision of education on a lifelong basis, by the range of agencies outside the
traditional boundaries of educational services and institutions now involved in
educational planning and provision. This is especially important given the
nature and direction of the move towards a mass system of further and higher
education.
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ASSESSMENT OF LEARNING ACHIEVEMENT

The Failure of Traditional Assessment Techniques to
Assess Newly Emerging Learning Goals

Along with changing work practices and technological advances, new knowl-
edge and skills are emerging as important elements of education and training
systems in all phases during the learning life-span, and success in them is held
to be a goal for such systems. Problem-solving ability, interpersonal com-
petencies, thinking skills and the readiness and willingness to accept change
are among those cognitive and affective competencies emerging as important
for all members of society.

Although these competencies are to some degree embedded in and pro-
moted by more conventional approaches to styles of teaching and modes of
learning, there is a growing realization that, until such time as performance in
the key competencies called for in the response of individuals and groups to the
exigencies of economic and social change can be validly assessed, they will not
be given the place in educational provision that their importance in the broader
economic and social environment warrants.

Broadfoot (1991) has argued that one of the difficulties of ensuring that
educational provision reflects broader economic and social change is that the
assessment industry is simply not keeping abreast of changing educational
goals. She comments:

Until such assessment procedures are available not only will it be
impossible to produce valid judgements about the success of the
educational enterprise as a whole in terms of its goals, it will also help
to guarantee that certain desired educational outcomes will be neglected
in the classroom. Thus the challenge facing those charged with the
evaluation of education systems is to define and to find ways of
measuring, indicators that adequately reflect the full range of
educational goals. Not to do so will result in both the generation of
inadequate information about performance and a tendency to ignore
some of the problematic teaching objectives.

(Broadfoot, 1991, p. 3).

Among the limitations of traditional approaches to assessment, Broadfoot
points to their preoccupation with psychometric measurements, with their
concentration on the easily measurable, such as the acquisition of content
knowledge, and their concomitant neglect of higher level intellectual skills such
as thinking and personal qualities. Broadfoot comments that the concentration
of psychometricians on the criteria of differentiation and reliability has resulted
in an emphasis in educating institutions generally on such measuring devices
as multiple choice achievement tests, as these can be shown to have acceptable
psychometric properties and, in addition, are easy to mark. Broadfoot points
out, however, that there is an increasing awareness that some psychometric
tests can be shown not even to achieve their stated objective of providing
objective, reliable evidence of attainment. For such reasons, Broadfoot main-
tains, dissatisfaction with traditional testing approaches is increasing.
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As causes of the growth of this dissatisfaction Broadfoot points to other
factors:

e their emphasis on comparison between students rather than
describing specific and changing levels of attainment;

e the frequent mismatch between curriculum and test content;

» the tendency to test in a relatively limited number of aspects of a
programme of instruction;

e the assumption that students learn in a linear fashion and therefore
that students must learn and be assessed on the basics before going
on to more complex intellectual processes;

o the back-wash effect of assessment on instruction and the attitude
students take to their work;

o their failure to reflect the most recent conceptions of knowledge,
theories of learning, and most important advances in cognitive
psychology;

o their failure to incorporate the new and emerging skills, competencies
and qualities deemed to be important to modern societies and their
social and economic advance.

To overcome these difficulties in existing approaches to assessment, Broad-
foot argues, there is a need for a new theory of test design and validation — one
that emphasizes individual learning rather than individual difference. She
warns, however, that:

The international interest in the generation of effective educational
indicators means that there is a very real danger of invalid, shallow
data and inappropriate correlations being generated in an attempt to
short cut the necessary development work that still needs to take place
in designing new assessment approaches ... the issues are both
technical and political involving both the generation of suitable
techniques and rendering these acceptable for the various social
purposes that assessment fulfils.

(Broadfoot, 1991, p. 27)

THE SETTING, MONITORING AND EVALUATING OF
STANDARDS AS A STRATEGY FOR REALIZING LIFELONG
LEARNING FOR ALL

It is clear that there need to be changes in the approaches adopted to the
monitoring and evaluating of standards in education. That such changes are
needed becomes clear not only from an appreciation of the deficiencies and
omissions associated with reliance upon quantitative and psychometric meth-
ods of assessment, but also from an awareness of the changing nature of the
goals of education, the accounts of knowledge being articulated as a result of
advances in the philosophy of knowledge, particularly in the philosophy of
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science, and a changed attitude to our understanding of the ways in which
students learn and achieve understanding. It is such new conceptualizations of
learning that provide us with a clear basis for structuring new approaches to
curriculum and assessment.

All this is particularly important when we come to questions of the develop-
ment of such lifelong learning competencies as:

1 conceptual understanding;
2 integration and application of learning;
3 the transfer of learning to new situations in a dynamic way.

Taken together, the new conceptualizations involved will lead to the application
of a whole range of approaches to the assessment of standards and goals in
education over a lifelong span. Informed by the work of Broadfoot (1991, p. 26),
we might point to some approaches to assessment that might be recommended
as capable of achieving such broader learning goals. Such approaches are likely
to be characterized by:

o their focus on actual performance;
e their comprehensive coverage of learning goals;

o their application of clear criteria as a basis for validity (widely
conceived) and for transparency so that those being assessed
understand the criteria being applied and can direct, control and
assess their own learning appropriately, for illuminative, formative
and summative purposes;

e their ability to address both domain-specific and general learning
goals; both short- and long-term desired outcomes;

e their ability to combine both cognitive and conative dimensions;

e their capacity to be usable in a range of potential performance
contexts (verbal, symbolic, physical and social) and to take account of
idiosyncratic, unanticipated learning as well as instructional goals;

¢ their provision of data that are generated in a form that allows for
aggregation across individuals and that are relevant for making
policy decisions as well as decisions concerning instruction.

Broadfoot has provided some trenchant criticisms of existing practices of
assessment, some valuable insights about new directions for development in
the light of advances in epistemology and cognitive learning theory, and some
powerful recommendations, that could better ensure learning activities and
achievements are consistent with changing goals emerging from the changing
economic and social circumstances. It is clear that concentrated attention needs
to be given to ensuring that suitable modes and strategies of standard setting
and assessment are devised and put into place, and that an appropriate range
of activities are provided, if the aims of offering opportunities to all for lifelong
learning are to be realized.
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ASSESSMENT OF SYSTEM PERFORMANCE

The Emergence of Educational Indicators as a Major
Orientation in Educational Decision-making

In response to the widespread concern for quality and in an attempt to meet the
legitimate demands for accountability, national and international agencies
have put considerable effort into investigating the utility and validity of educa-
tional indicators as a means for monitoring the performance of educational
systems, as a mechanism for improving and reforming the provision of educa-
tion, and as a basis for international comparability. As Cohen and Spillane
explain:

Educational indicators are seen as a way to improve education by
improving decision making about education. Advocates argue that if
policy-makers have better evidence on the performance of students,
schools and teachers then they will be able to make better decisions
about resource allocation, policy direction and the like. The belief that
scientific knowledge would improve political decisions is at least as old
as Saint-Simon’s dream of a social science, but the recent enthusiasm
for indicators suggests a renaissance of belief. The ambitions are
appealing but can they be realised?

(Cohen and Spillane, 1991, p. 3)

The concern regarding the validity of an ‘indicators’ approach has already
received considerable attention. What has become clear is that ‘indicators’,
whilst offering some assistance to policy-makers in the monitoring of educa-
tional standards across systems, have no more uncontestable self-evidence,
acceptability or ‘value-free’ status than any other set of judgments, in which
significant parts are played by the assumptions, values and preferences of the
policy-makers and other stakeholders in the community.

Cohen and Spillane (1991) argue that, even if we accept the claims of
objectivity, knowledge gained from indicator data is only dependently author-
itative: ‘whatever effect indicators have on knowledge or decisions is likely to be
indirect, mediated through existing beliefs and values rather than supplanting
them’ (Cohen and Spillane, 1991, p. 16).

There are some other concerns regarding the status and utility of indica-
tors as appropriate measures to evaluate educational progress and
achievement. Linda Darling-Hammond, for example, in her discussion of ‘Pol-
icy uses and indicators’ (1991, p. 25), refers to:

o The emphasis on quantitative data in educational indicators, which
often tends to override considerations of other kinds of information.
This is a particular problem when the limitations of quantitative data
and the appropriate inferences that can be drawn from quantitative
data are not always widely understood. There is therefore a need for
indicator systems to be accompanied by a concerted effort to educate
users about the relevance and meanings of particular kinds of
information within the educational context. Indicators should be
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reported along with a discussion of their meanings, limits and
appropriate and inappropriate interpretations.

e The need for multiple indicators as requisites for building an accurate
and comprehensive picture of a situation. Changes in a single
indicator can rarely be accurately interpreted without information as
to how related variables are changing. Better policy-making will come
about from a greater array of information.

e The need for policies, whether using an indicator system or not, to
take into consideration what motivates individual and organization
change. Policy-makers and administrators are often tempted to use
information from indicators to focus narrowly on first-order changes
rather than looking deeper at the capacities of people within the
different parts of the education systems to sustain the desired
performance or produce the desired change.

e The use of indicators as a grist for further assessment and evaluation
of a situation, not as a mechanical trigger for actions that may prove
counterproductive. Indicators should not replace thoughtful, reflective
and complex decision-making. Indicators provide pointers and signals
towards improving education but should not be the sole basis upon
which educational change and advance should be planned and driven.

There are deeper conceptual and epistemological issues underlying these
concerns so ably articulated by Darling-Hammond. Carla Fasano (1991) has
provided a powerful undergirding for these concerns by pointing to:

e The paradigm expansion which has brought to a consideration of
educational indicators approaches which, although beneficial in other
aspects of economic and public policy, can result in narrowness in the
conceptualization of educational goals and effectiveness.

¢ The knowledge dilemma: given that it is impossible to obtain
complete and rigorous knowledge of an entire education system, the
construction of educational indicators will have to take into
consideration strategies for the management of what she describes as
‘non-knowledge’ in education (qualities and characteristics that, as
we may say, are not readily amenable to assessment conceived in
traditional terms, such as increases in personal sensitivity,
community commitment, or cultural empathy) as well as strategies
for knowledge maximization.

Among those outcomes of education that we may regard as most important,
it is clear that such ‘non-knowledge’ components will figure largely. Yet it is
clear that, for all the expenditure of effort and resources on the assessment of
advance in education, growth and progress in such areas remains unamenable
to the more traditional forms of assessment. Having conducted a survey of
national assessment and examination practices in fourteen countries, Binkley,
Guthrie and Wyatt (1991) conclude that, although there have been many
attempts to develop indicator systems at school, district, state and national
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levels, there has been the greatest difficulty in adequately and appropriately
reporting the most important outcome of schooling — what students have
learned (Binkley, Guthrie and Wyatt, 1991, p. 1).

With such cautions in mind, governments may find it helpful to consider
adopting an approach to the use of indicators for the assessment of educational
standards that takes advantage of their positive aspects but enables them to
move away from the deficiencies and omissions they display, and thus from the
criticisms that may be levelled against them. It is perhaps with some such note
in mind that Cohen and Spillane (1991) proffer a number of suggestions as to
how to improve the design and use of indicator systems.

With respect to the design of indicator systems, they argue that it is
important that those who are designing systems of indicators are clear in the
areas of educational activity upon which they wish to concentrate. They might
focus on:

e educational resources;
e educational outcomes;
e relations between resources and outcomes.

The difference in focus is crucial for it affects the knowledge that is
produced about education, as well as affecting the construction and operation of
indicator systems. As we have already indicated, however, the problem is that
the sort of data that research suggests have a greater impact on student
learning, such as teachers’ knowledge of their subject or tests that require more
complex intellectual performances by students, are more costly and complex to
devise, administer and analyse. In addition, the assessment technologies for
devising and applying such instruments are not yet fully developed, articulated
or in place.

Among other suggestions Cohen and Spillane include the following recom-
mendations for an indicator system:

¢ it should be designed and organized as a means of reporting on status
and change in education systems;

e it should monitor a range of educational resources, from the most
rudimentary such as unit expenditure to the more complex such as
teachers’ knowledge of the subjects they teach;

e it should monitor traditional measures of educational results, such as
school completion rates; and it should also monitor the best available
measures of student performance.

Cohen and Spillane suggest that indicators may be part of a new portfolio
for central government, enabling better oversight and the improved exercise of
central influence and responsibility. The test for governments is to avoid being
drawn into more central control and regulation. Cohen and Spillane highlight
the point that, whatever part educational indicators turn out to play in demo-
cratic accountability, formal governance will not be the only influence at work.
Various dynamic features of political and educational systems are also likely to
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feature in and shape the setting of standards and the uses to which indicators
and other measures of assessment are put.

Indicators and Reporting to the Labour Market

Many recent reforms in education have been predicated on the need to align the
performance of a country’s education system more closely with the economy. As
a result indicators of economic outcomes have been proposed as a better way of
monitoring that alignment.

Rumberger argues (1991, p. 3) that if policy-makers are concerned with the
question of whether their nations’ education systems are adequately respond-
ing to the needs of the economy, then they will need additional information on
the economic outputs that result from education. He points out that there is a
substantial body of theoretical and empirical research that suggests a direct
and strong relationship between educational outputs and a wide variety of
social, political and economic outcomes. For example, individuals benefit from
increased levels of education by receiving higher salaries, obtaining better jobs,
and having access to further education and training. There are also increased
social benefits in the form of improved productivity and economic growth, and
reduced demands for social welfare and social support services.

Rumberger cautions, however (1991, p. 12), that the relationship between
education and economic outcomes is much more complicated than many exist-
ing analyses, particularly those based on human capital theory, suggest. He
points to two major limitations in the ability to assess the economic outcomes of
education: first, economic outcomes are derived in the labour market and are
influenced by factors of both supply and demand; but how supply and demand of
educated labour interact to produce economic benefits is difficult to predict.
Second, the labour market itself may work imperfectly and distort the economic
benefits of education. Thus, he remarks:

the economic outcomes most commonly attributed to education, such as
employment and earnings, may provide quite imperfect and distorted
information about such questions as how well the education system is
meeting the needs of the economy, how much education is attributing to
economic growth, and other questions that educational indicators are
frequently supposed to address.

(Rumberger, 1991, p. 13)

Rumberger claims that such limitations do not negate the value of trying to
monitor the economic outputs of education but they suggest necessary cautions
in doing so. Among the cautions emphasized by Rumberger, we find the
following especially noteworthy:

¢ the importance of acknowledging from the outset the inherent
limitations in any indicator system’s capacity successfully to monitor
the operation of a complex social system;

¢ the indicator system must be based on a robust, conceptual model of
how the economic system works and how it is related to the outputs of
the education system.
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The challenge still remains as to how to construct a conceptual framework
for developing labour market indicators of educational performance, partic-
ularly when education is more properly conceived of as a lifelong process.
Rumberger suggests a tentative way forward with a conceptual model, the
major components of which fall into the following categories (1991, p. 14):

1 supply-side components such as population characteristics and the
education system;

2 demand-side components, which consist of economic systems;

3 labour market outcomes, which result from the interaction of the
supply side and the demand side components;

4 the social and political environment which initially affects both the
supply-side and demand-side components and is then affected by the
outcomes of the education system and the labour market.

Working on this basis Rumberger proposes a set of indicators that could be used
to measure the economic outputs associated with education:

1 the educational qualifications of the population;

2 the employment status of the population;

3 the characteristics of firms and jobs in the economy;
4

the extent of mismatch between the qualifications of the population
and the characteristics of the firms and jobs;

5 the formal and informal training activities of workers;
6 work-place attitudes and behaviours;
7 earnings.

The overall conclusion of Rumberger’s analysis (1991, p. 19) is that eco-
nomic indicators can be useful in judging the performance of the educational
system and for promoting policies that better align the education and economic
systems; but Rumberger cautions that the education system performs other
functions besides the preparation of an adequately trained workforce and that
the limitations of economic indicators must always be kept in mind.

The issues of standard setting, accountability and reporting to the labour
market and to other stakeholders will remain as vital components of improving
the provision of education. The questions which policy-makers and educators
must address include that of discovering the most appropriate ways and means
of establishing and assessing standards of educational progress and achievement
in all the diverse range of activities and experiences offered to participants in
a country’s educational systems, institutions and schools. Another vital question
to be dealt with concerns the ways and means by which the breadth, depth,
complexity and relevance of educational endeavour is to be determined, imple-
mented and assessed on a lifelong basis.
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STANDARD SETTING, MONITORING AND EVALUATION
AS STRATEGIES FOR IMPROVING QUALITY, EFFICIENCY
AND EFFECTIVENESS

In their development of agenda for standard setting, monitoring and evaluation
in education and training, it will be important for policy-makers and educators
to remember that it is not possible to have one single criterion of quality or
effectiveness. Rather, quality is associated with and found in a number of
characteristics and features in educational systems and institutions. In the
quest for improved standard setting and achievement-monitoring it may be
helpful, therefore, to give some tentative adumbration of the sites by which
quality in an educating institution may be discerned and the characteristic
features by which it might be identified. A useful guide in this endeavour is
provided by the Scottish Education Office in their Country Report to the OECD
on ‘The effectiveness of schooling and of educational resource management’
(1991). Extrapolating from their work on effective schooling to education and
training more broadly conceived, we suggest:

e Quality in education may be judged in terms of the characteristic
features exhibited by its ‘graduates’: what do people know and
understand, what can they do, what are their values, beliefs and
attitudes, that are brought about as a result of their education and
training experiences?

e Secondly, quality may be judged by features of the processes and
activities of the education that is believed to take place in educating
institutions. How good is the planning of teaching and learning? How
well are the various ‘lessons’ delivered? How well are the lessons
learned? What is assessed and how satisfactorily? What feedback is
provided to the students and how satisfactory/appropriate is it? To
what extent are parents, the wider community, business, commerce
and industry involved? Are continuity and progression to the next
stage assured? If not, why not — and what mechanisms are available
for continuing review and correction of those teaching deliveries and
learning outcomes found to be deficient?

o Thirdly, quality may also be judged by the range, type, excellence and
appropriateness of the resources and facilities provided. Resources
include trained teachers, teaching and learning materials,
accommodation, amenities and facilities, and opportunities for
engaging in learning by all kinds of means, formal, informal and
alternative.

¢ Fourthly, quality may be judged by the ways in which educating
institutions and their operations are organized, administered and
managed. How are learners grouped? How is teaching arranged?
What is the structure, range and relevance of the curriculum? What
are the institution’s policies, for what purposes, and how appropriate
are they? Is administration sound? Have management practices been
well thought out and implemented? How adaptable and responsive to
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change are they? How are they evaluated and held accountable to
public scrutiny and inspection?

e Finally, quality may be judged by the tone, atmosphere and ethos of
the institution. Does it provide a secure, relaxed, non-threatening,
supportive and purposeful atmosphere, conducive to learning and to
optimizing growth and development? Are relationships based on
mutual trust and respect? Is there real equality of opportunity? Are
contacts with parents, industry and the wider community supported
and promoted? What connections are there with external agencies
that can help foster the mission of the learning institution?

Having looked at all these diverse sites with which quality might be
associated, and around which a set of agenda might be framed, we might
reasonably suppose that even to ask, in the search for some kind of preliminary
benchmark, which, in general, is likely to be the better indicator of good quality
— a set of clearly articulated and agreed procedures or a set of output measures
(even if related to input, and the notion of added value) — is to run the risk of
dangerous superficiality and oversimplification. The search for, the identifica-
tion of and the assessment of quality is, as the above list shows, much more
complex, demanding and difficult than that. We say this to underline the point
that in looking for quality in education and training we cannot expect to have
one single criterion by means of which we can generalize and then apply a single
benchmark to the whole of the processes, activities, operations and resources of
a country’s education and training system and individual institutions.

Instead we believe that countries may like to note carefully that the
identification, appreciation and assessment of quality in any education institu-
tion must be hedged about with all sorts of caveats. A report by the Australian
Vice-Chancellors Committee (AVCC, 1992) on quality in higher education
institutions makes this point very forcibly:

e Quality cannot be monitored across whole systems, or even whole
institutions, without due sensitivity to the fact that data can be used
in a comparative sense, only where organization units, courses, goals
and missions are identical.

¢ Any individual judgment of quality requires very careful
consideration against a range of variable factors, such as
geographical location.

e Each difference introduces another variable into the quality equation,
making national judgments and evaluations so difficult as to be
almost impossible.

We take this last point, together with the rest, to mean that countries should be
extremely cautious about assuming or inferring that what makes for quality
delivery or assurance in any one institution or system can automatically be
transferred and applied in any other institution or system without any further
need for adaptation or adjustment. In the end, quality, its recognition and its
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reward, must come from concepts and criteria adopted or elaborated upon and
operating within and valued by the particular educational institution, system
and country.

In addressing the quality delivery and assurance agenda, then, countries

may find it important to remember some critical notes of caution (Aspin and
Chapman, 1994):
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1 It is not logically sound to aggregate institutions or individual
departments within institutions, just as it is not valid to aggregate
individuals, and then talk about their quality ‘in the round’ or in any
general sense. (To do so is to commit the fallacy of composition.)

2 It is unhelpful and uninformative to base any judgments about the

quality and excellence of an institution, department or individual
member of staff or student on any particular description, observation
or appraisal, that has been made at one particular point in time. To
do so ignores past history, future intentions and the present context
and environment (internal and external). (It also commits the fallacy
of isolating the object appraised from its context.) There must be
some expectation of stability and continuity in the assessment of the
activities and operations of the institution, staff or student whose
quality we are seeking to appraise.

3 It is not helpful, in making judgments about quality, to conflate

different styles or types of appraisal, assessment or evaluation. In the
formation of judgments about the quality of a restaurant, for
example, the purpose and style of evaluations made of it by inspectors
of the Department of Health are obviously quite different from those
made by the inspectors from the Michelin Good Restaurant Guide,
and we should not confuse the two. (To do so commits the fallacy of
making a ‘category mistake’.)

4 Instead we do well to remember that the qualities of an institution or

a department exhibit different kinds and styles of quality and
excellence. For that reason the judgments relating to those different
kinds must be domain-specific, or else operating at a very low level of
generalizability. Judgments of quality in education and training
involve a search for particular kinds of excellence. This is because
quality assurance is a positive form of appraisal and involves the
determination to ensure the presence of particular kinds of virtue.
Quality in an education and training institution is not, like a
restaurant preparing for a visit by Health Department inspectors,
assured by a desire to ensure the absence of dysfunctional conditions.
(To think it is, is to commit the fallacy of omission.)

5 The judgments of quality about which educating institutions are

chiefly concerned demand peer judgments from agents of evaluation,
deeply, directly and centrally involved with the nature, aims and
values of education, and from members of the education profession,
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who themselves exhibit those standards in their own being and work,
and who are concerned for discerning and defining the ways in which
the standards set by those things can prolong, extend or even create
excellence in the domain in question. It is clear that the work of such
people is of crucial importance in defining excellence: their work
therefore needs a great deal of money, devoted to programmes of R&D
of and into appropriate forms of evaluation and assessment —
particularly the illuminative and formative ones.

In this enterprise what will be important in framing initiatives for
the continuation, development and extension of the quality work an
institution is doing at any one particular time — especially in
teaching, learning, curriculum and professional development and
management — will be the availability and sharing of advice,
assistance, monitoring, collaboration and review.

These considerations generate a set of principles for application:

(a) In making academic and professional assessments of quality in
education and training policies and institutions, we have to think
about evaluation and assessment in new ways. Professionals will
want to face what they do in their work and to ask themselves,
and be helped to ask: what kinds of evaluation and assessment
will help them to appraise what they do, in ways that will enable
them to engage in activities leading to improvements in their
professional practice overall. What we are after here is a process
of appraisal involving future planning, the utility and validity of
which may best be seen in terms of its consequences for the
system and the institution, their professional teaching staff and
their learners.

(b) We have to keep in mind the distinction between the different
types and purposes of evaluations and appraisals. This may help
to remind us that it is logically impossible to see one particular
form or type of evaluation as a mere extension of the other, or as a
form of appraisal that can be built on top of the other. (The fallacy
of composition/conflation is committed by those who do this.)

(¢) We must remember that no single form of evaluation is by itself
sufficient to do the job of defining and monitoring standards as a
whole: instead we have to operate with a sort of aggregate of
partial and insufficient forms of judgment. This will give us an
appraisal of quality that will be a summation of the application of
a broad mosaic of measures, that when reflected on and used will
give us some indication of the wide range of excellences in the
whole domain of learning activities and practices, interests and
concerns, aims and values. However, they will not give us a
complete picture of, nor recipe for, ‘total quality’. (To think that
they can is to commit the fallacy of essentialism.)
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CONCLUSION

The challenge of setting standards, developing mechanisms for monitoring, and
working out strategies for evaluation for education conceived as a lifelong
process has hardly yet been met. As is clear from the foregoing, the issue of
quality delivery and assurance is highly complex, difficult and demanding.

It is noteworthy that recent changes and developments in the styles and
procedures of evaluation and assessment have been articulated and elaborated
along with, and perhaps as a function of, parallel changes in theories of
knowledge and accounts of learning and cognitive growth in individuals; yet we
are still a long way from a situation in which the recently developed innovations
and advances in evaluation and assessment techniques for a full range of
educational desiderata are automatically applied and in operation in educa-
tional systems and institutions. Even when education has been conceived of in
the compartmentalized manner of sector provision, as has been done in the
past, it is still yet scarcely possible to make valid and reliable judgments about
its quality, efficiency and effectiveness, much less about the total range of
student learning styles and educational outcomes, simply by employing the
restricted and narrow range of assessment techniques that have been applied in
educational testing and evaluation generally.

Thus a great deal of work still remains to be done in this connection,
involving the development of appropriate technologies for the application of the
new and sophisticated instruments and styles of evaluation; but even more
needs to be done to achieve the kind of institutional development and trans-
formation that will easily admit of, respond to and employ the tools offered them
by such advances and developments.

There also need to be considerable changes in public expectations and
perceptions of what constitutes valid, reliable and objective evaluation of
learning gains for the various purposes that policy-makers and educators,
societies and individuals have in mind.

When it is realized that some of the most ill-informed criticisms, objections
to and blockages of the application and employment of recent developments in
notions of valued knowledge, styles of learning and advances in educational
evaluation have been articulated in some of the most redoubtable of a commu-
nity’s educating institutions, it has to be realized that the total challenge for
change to be faced here is one of enormous magnitude and will require immense
efforts of energy and time, if such objections are to be overcome.

A major challenge facing policy-makers, academics, system administrators
and school-based educators is how to translate the vision of lifelong learning for
all into a programme and a form that can be realized, transmitted and assessed,
without in any way discounting, diminishing or destroying the complex, hetero-
geneous and multifaceted nature of the goals and outcomes at which it is
aiming.
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Chapter 6

Managing a Coherent Approach to
Lifelong Learning

Over the years many proposals for schemes and programmes of lifelong educa-
tion have been advanced, yet they have not gone forward to successful
implementation. This has come about, in part as a result of a lack of clarity
about the nature, aims and purposes of such an enterprise; in part due to lack of
resources for clearly articulated policies; and in part because the structures and
processes of governance and management in education and training were not
adjusted nor altered sufficiently in order to adapt to and accommodate the
necessary changes in policy, provision and institutional practice.

Current approaches to lifelong learning differ from those put forward in
many previous proposals, in that they now stress the vital importance of the
role played by various kinds of partnership in learning, rather than concentrat-
ing chiefly on the role of government as a monopoly provider of formal education
and training. The new approaches embody the virtues and educational value of
collaboration in the provision and structuring of learning activities, as well as
making allowance for fundamental differences in the structure and processes of
learning. These new approaches and the concerns they exemplify carry con-
siderable implications for the changed role of governments and the expanded
type and number of roles that can be played by other stakeholders in the
educational enterprise.

A commitment to lifelong learning will necessitate the introduction of new
approaches and styles of teaching and modes of student progress; new empha-
ses in the forms and conditions of knowledge, skills and dispositions to be
acquired and renewed; greater attention to the varied range of pathways,
transitions and coherences in facilitating students’ learning; and a greater
sharing of responsibilities for the content, organization and resourcing of
education and training systems.

All the various elements that have come together and are embodied in the
new configuration of lifelong learning patterns and programmes will require
the setting up of policy frameworks and strategies for implementation. It will be
imperative that these frameworks and strategies facilitate and enable the
development, provision and exercise of opportunities for individual and group
initiatives, responsibility and choice, while at the same time ensuring the needs
of both the economy and society are met. The striking of such a balance between
these varied and distinct exigencies demands that attention be given to the
question of the most appropriate approaches to governance and management in
education and training. Above all, this will require a reconsideration of the role
of governments in the light of these alterations and changed arrangements in
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learning and in the provision of opportunities for individual advancement and
community benefit.
Questions guiding our deliberations on these matters include:

¢ What are the problems and challenges which governments face in
devising effective policies and managerial strategies that steer
development into the desired direction of lifelong learning for all?

e In recent times these policies and strategies have included moves
towards decentralization and the creation of quasi-markets for
learning, with an emphasis on partnerships, privatization and
diversification and even de-institutionalization. What are the
implications of these trends?

e What balance between central regulation and local decision-making
by autonomous establishments and among actors and across
functions best promotes the development of effective and efficient
provision which fosters lifelong learning for all? Does this balance
differ among sectors and education and training establishments and
programmes? According to what criteria?

e How are the goals of inclusiveness, coherence, quality, efficiency and
effectiveness to be promoted in a system with diffused and widely
shared responsibilities?

¢ To what extent does present practice in governance, accountability
and management promote such goals?

GOVERNANCE AND MANAGEMENT

Current approaches to the governance and management of education and
training systems and institutions are now being increasingly challenged, as
provision expands and agenda are broadened to adjust to the idea of a lifelong
perspective on learning for all. Shifts in the balance between central direction
and regional and local autonomy can be discerned in new approaches to
governance and management, as well as moves towards the creation of quasi-
markets for learning.

Accompanying such trends are moves towards partnerships, diversifica-
tion and privatization in education provision and servicing. In the wake of these
trends considerable challenges are emerging as regards the possibilities and
limits of government involvement in standard setting, governance, steering and
management in education. The question that faces governments now is
whether they should maintain their involvement in the day-to-day steering of
education and training systems. For they will recognize that, in the changed
emphasis leading now to moves towards the adoption of a lifelong approach to
education, there will be an emphasis not only on schooling and formal education
and training delivery but also on non-formal, informal and alternative modes of
delivery, and on provision well beyond hitherto ‘normal’ chronological guide-
lines. All these are areas in which government interest, activity and control
have traditionally been relatively limited.
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In the changed patterns of governance and administration across coun-
tries, it has been possible to observe a range of responses to the challenge of
offering and managing the various forms of educational provision, especially in
a time of budgetary constraint. Amongst these responses it is possible to discern
a movement away from highly centralized and bureaucratic approaches to
system-wide administration, and towards decentralization, devolution and, in
some settings, the adoption of a more market-orientated approach.

The question that arises here, however, concerns the knotty problem of
whether governments can influence the provision of education in a decen-
tralized system or in some kind of educational ‘market-place’, if they relinquish
their traditional control over the rules and regulations that govern the inputs,
contents and processes of education, and, if they do so, what is the best way such
influence might be exerted and exercised.

In this context a further question arises concerning the nature, type and
extent of the roles played by central, regional and local governments in the
control of inputs, processes and outcomes of education seen now from a ‘lifelong’
perspective. We might, for instance, ask whether the most appropriate response
to the problem of provision of lifelong learning lies in the opening of more
‘markets’ for learning. Given that governments have in the past been mainly
responsible only for formal education and within restricted confines of time, we
might also ask how far the responsibility of governments for education should
be extended to other areas of lifelong learning, not least to the areas of
continuing vocational education and learning on the job. The question of the
type and range of government involvement in educational provision also has an
impact upon the question of the assessment and certification of skills and
qualifications: we might reasonably question whether current government
monopolies or ‘single-system’ approaches are worth keeping; whether there are
viable alternatives; and who should be accountable to whom and for what.

WHY THE IDEAL OF LIFELONG LEARNING HAS NOT
BEEN REALIZED

In his summary of the themes, challenges and issues raised at the First Global
Conference on ‘Lifelong Learning’ held in Rome, December 1994, Sir Chris-
topher Ball highlighted the main finding of the conference:

Our traditional and inherited systems of education and training have
failed to create ‘learning societies’ in which everyone is motivated and
enabled to practise lifelong learning . .. Existing systems of education
and training tend to favour an élite of fast learners, to focus on teaching
rather than learning, and to overemphasise initial education at the
expense of lifelong learning. What is required is not more of the same. If
we are to reach the unreached and include the excluded, more must
mean different. The key principle governing provision in the future
must be the primacy of personal responsibility for learning, encouraged
and enabled by the support of the whole community . .. For
organisations the fundamental requirement is the development of the
idea of learning organisations. For governments the threefold task is of
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setting targets for learning, gradually transferring the resources for
learning from those who provide teaching to those who undertake
learning, and developing in cooperation a global system of qualifications,
guaranteed by reliable arrangements for quality assurance.

Although the idea of ‘lifelong learning’ is not new — there has long been
interest on the continent of Europe in the notion of ‘éducation permanente’, for
example — there is still considerable discrepancy between different conceptions
and practices, policies and their implementation, with respect to the various
articulations of conceptions, interpretations and approaches to the provision of
lifelong learning. Candy and Crebert (1991, pp. 3—17) maintain that this gap
can be partly explained by the difficulty of devising practical policies and
strategies to implement a notion of education that is based on and embodies a
number of ideals.

The problem, they say, consists in the fact that lifelong learning has come
to mean ‘all things to all people’. There is an ‘inter-related set of values’ in
lifelong learning (Candy and Crebert, 1991, p. 4), but nowadays, we might add,
included among these values are some that are increasingly expansionist,
facilitative and emancipatory for all members of the community. As we have
argued in Chapter 2, the time is right to re-examine the principal philosophical
underpinnings and educational values of lifelong learning, and to reconsider
the place of this idea in the overall educational pantheon. For it is clear that the
aims and programmes of lifelong education offer opportunities to, and are open
to be taken advantage of by, a number of points of view and a diverse range of
constituencies and interests, individual, social and economic. This gives lifelong
learning, as it is now coming to be conceived, planned and delivered, an
immensely heterogeneous and protean character — one that defies precise
conceptual analysis and tightly co-ordinated and defined patterns and protocols
of implementation and management.

Because of its fluid, dynamic, and cover-all character, ‘lifelong learning’
does not lend itself readily, particularly as regards orientation and program-
ming, to the imposition of precisely specified government norms, controls and
regulations, nor to the specification of a set of organizational, administrative,
methodological and procedural criteria by which its progress and success may
be measured. As Candy and Crebert remark:

Lifelong learning is characterised by its unstructured nature, and is
based on the philosophy that education should be openly and easily
accessible to all at any time in life; it establishes that self improvement
and enrichment are goals that are equally as important as the need to
update professional and vocational skills; it relies on the understanding
that such educational experience should be available either on a full
time or part time basis when required; and it implies that some
government funding is necessary to facilitate these opportunities. As
well it signifies greater interaction between the universities and the
community, and the establishment of stronger links between
universities, secondary and primary schools, the profession, the
graduate population and the community at large; and it implies the use
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of alternative educational sources, such as television, radio, the press,
computer learning packages and distance education. Integration for the
individual occurs then on two distinct axes as he or she engages in
learning throughout life — vertically (in sequential levels in
chronological stages) and horizontally across the various aspects of a
person’s life as he or she interacts with different groups of people in
different situations.

(Candy and Crebert, 1991, p. 7)

Before such a version of the ideal of lifelong learning can be realized, a
number of changes will have to be made by governments and providers of
learning, particularly in respect of the following concerns:

¢ funding arrangements;
e access;
e teaching and learning methods;

e provision of communications technology and access to new global
information infrastructures;

¢ relationships between education providers and business, commerce
and industry;

e adult and vocational education;
e schools and teacher training;
e universities and other tertiary sector institutions;

¢ informal education systems, the community and non-government
organizations.

One of the challenges for governments in bringing about improvements and
expansion of lifelong learning opportunities for all will be to implement the
necessary changes in the above areas without compromising the best qualities
in existing education systems. Another challenge will be to ensure that the
benefits of lifelong learning and of access to new global information infra-
structures, pathways and networks do not remain restricted only to those who
have the means to enter the information super-highway. Instead every effort
must be made to encourage the development of intermediate infrastructures
through which such benefits can be extended to and taken advantage of by those
most in need.

Despite the stated commitment of governments to the ideal of lifelong
learning, some powerful factors have been identified that seem to function so as
to impede progress towards realizing the goal of lifelong learning for all. Among
the difficulties to be faced in order to realize the full possibilities of a commit-
ment to lifelong learning, the following factors have been marked out (cf.
OECD, ‘Lifelong learning: from ideal to reality’, a paper presented at the
International Conference on ‘Learning Beyond Schooling’, 1994, pp. 7, 8):

1 What some have regarded as a bias towards the provision of
opportunities for initial learning in schools, in the primary, secondary
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and post-secondary phases of education and training. The perceived
bias towards initial learning embodies the presumption of continuing
public support for universal full-time schooling. Many argue that
governments need to consider alternatives to present models of
funding education in their aim to extend the emphasis upon initial
learning towards a lifelong perspective. Some have asked, for
example, whether there is a case for a shift in the balance of
resources away from the idea of universal entitlement to initial
education towards capitalizing upon new approaches to the concept of
lifelong learning by introducing new forms of learning entitlements to
be taken during one’s life-span. Others argue that initial education is
absolutely fundamental and indispensable to lifelong learning and all
further progress in it, and, in the interests of a just and equitable
society, substantial government provision needs to be made in order
to give all members of society the requisite foundations upon which
they can later build for themselves. In this regard governments need
to consider the values as well as the economic dimensions of funding
policies and arrangements for the whole process of education as a
public service, and the implications these might have for the changes
that may need to be made to the provision and funding of initial
education and training, upon which an approach towards the
provision of lifelong learning opportunities might be realistically
based.

The sporadic nature of adult learning. Beyond schooling and initial
post-compulsory education and training the most common times for
adults to undertake further learning have been at points of crisis or
substantial change in their lives or careers. There is a need to have
learning accepted as part of the ongoing processes of people’s lives, as
a function of continuing self-development and the expansion of one’s
horizons, seen as part of the overall pattern of their growth. This
highlights the importance of governments considering how they can
help to create a stronger framework to motivate, facilitate and reward
continued learning and in so doing create stronger demands for
education and training among adults throughout people’s lives.

3 Evidence suggesting a strong bias in favour of those who already have

education. The higher the educational standards achieved in a
person’s youth, the more likely they are to take part in education in
adulthood. The difficulty to be tackled here is the question of the ways
in which governments can ensure the provision of learning
opportunities on a lifelong basis is consistent with a socially inclusive
and just society. The two major subsidiary parts of this question
concern the question of whether governments, in their provision of
lifelong learning opportunities and facilities, should draw a
distinction between learning for work and learning for leisure, and
whether they should give preferential subsidies to one or the other
purpose, and to one group of learners over another.
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A conference held jointly by OECD/CERI and the Japanese Ministry of
Education, Science and Culture in Tokyo in October 1993 (OECD/CERI, Learn-
ing Beyond Schooling, 1993) highlighted the importance of governments
grappling with a number of governance and management issues if they are to
realize the goal of lifelong learning for all:

e There is wide agreement that governments need to assume a
significant role in co-ordinating the provision of lifelong learning: for
example, it is clear that governments have a role in providing the best
possible information and guidance on the options available as well as
validating them through a solid and well-articulated qualifications
structure. The question to be faced is whether governments can
create a sound framework for lifelong learning without necessarily
becoming the monopoly provider. Where should government priorities
in the provision and financing of lifelong learning lie?

e Although the possibility of achieving an equal balance in government
support for the provision of initial and further learning is generally
seen as an unrealistic expectation, there is increasing support for the
view that there must be some scope for ensuring new spending on
expanding provision takes due account of the learning needs of people
at all ages. The question is whether, and if so in what ways,
governments can create more just and equitable policies and methods
for distributing resources between initial and other phases of learning
throughout a person’s lifetime, so that all members of society may
derive optimum advantage from all the possibilities provided and
available. As Rawls’s principle of justice as fairness would demand,
any distribution of scarce goods — particularly an unequal one — can
only be regarded as just and fair insofar as those least benefited by it
are nevertheless better off than they would have been, had no
distribution at all taken place (cf. Rawls, 1972).

e Different countries assign different values and make different
priorities in programmes of learning for investment, as opposed to the
idea of learning as consumption; most, however, show a preference for
funding certain kinds of courses rather than others. The degree to
which the settlement of this question should be left to student
demand is an important issue for further consideration by
government. It is right that governments should begin to consider to
what extent they should prejudge and prioritize those kinds of
learning that they believe to be worthy of their support.

e (Co-investment has been identified as a particularly valuable means of
provision of facilities and opportunities for lifelong learning, partly
because individuals who take a personal stake in their own learning
are often better motivated to become effective learners. The nature of
the process of co-investment, however, is still contentious. It is
reasonable to ask how governments may encourage the devotion of a
joint investment of money, time and resources to learning, in various
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forms of partnership with employers, groups and individuals, and
then how they may together set up structures and processes to
achieve the goal of lifelong learning for all.

The First Global Conference on ‘Lifelong Learning’ in Rome in 1994
concluded that the ideal of lifelong learning would not be achieved by means of
tight centralized government control. As Sir Christopher Ball commented:

... [Lifelong learning] will involve the cooperation of both public and
private sectors; and it must ensure that everyone gets the right start to
their learning through the experience of good pre-school and primary
education, provided in partnership with competent parents. The
paradox of lifelong learning is that it requires that people start right.
(Ball, 1994, p. 11)

HELPING PEOPLE ‘START RIGHT’: IMPLICATIONS OF
NEW APPROACHES TO MANAGEMENT AND
GOVERNANCE

New options for management and governance are being considered as part of a
growing debate about the proper role of government in the provision of educa-
tion and training opportunities throughout the life-span of individuals and
communities. Whereas education is a central domain of government policy and
a legitimate state involvement, the role of government is currently being
developed in a new context, one that puts an emphasis on the allocation and use
of resources on which there are many other competing claims. There is also an
emphasis on the importance of the clear articulation and monitoring of out-
comes; and on overcoming forms of inequity and exclusion that work so as to
prevent some groups in the community from participating in the renewal and
upgrading of knowledge and skills.

In order to address these concerns, governments are seeking to establish a
more strategic role in the governance and management of education and
training systems. A key question raised is the extent and form of the govern-
ment’s role: what balance is to be struck between central direction and local
discretion or individual choice? And what should be the balance between direct
government regulation and indirect steering by means of guidelines and
incentives?

It is recognized that new approaches to governance and management have
emerged as a result of a manifold set of factors. Whilst commitment to quasi-
markets in education and to styles of corporate managerialism has driven
changes in some settings, at the same time a commitment to democratic
principles and an interest in encouraging widely shared decision-making have
provided a rationale on the basis of which other governments have introduced
new approaches to management and governance in education and training.

The multiplicity of rationales and the number of diverse interests now
involved in education and training define both the context and conditions in
which the roles of government are asserted. These require balancing to ensure
such roles build on complementarities and address potential trade-offs. A key
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question here concerns the necessary conditions for the effective implementa-
tion and impact of governments’ roles in new approaches to governance and
management.

The extent to which governments intervene in the setting of goals and
outcome statements, in regulating the scope for providers to exercise discretion
at the local level, and in providing opportunities for the exercise of individual
learner choice, varies in accordance with level of education and training.

THE GOVERNANCE AND MANAGEMENT OF SCHOOLS
AND SCHOOL SYSTEMS

Differences in economic, social and political perspectives among parties debat-
ing the best way of ensuring quality in education have to do with the ethical and
metaphysical commitments governments have to a set of beliefs regarding the
nature of human beings and the ways they wish individuals to be, the most
desirable form of society which will best facilitate their development, and the
ways in which they can best arrange and institutionalize their relationships for
the various purposes (economic, social and individual) they have in mind. Such
differences of vision and perspective are fundamental to conceptions of the idea
of ‘public service’, the public provision and resourcing of goods and services, and
to governments’ responses to questions associated with the governance, steer-
ing and management of education systems and schools (cf. Chapman and Aspin,
1995b).

The key questions in the provision of education, therefore, are ones that
concern the form and content of our systems of values, codes of ethics and
standards of conduct, that shall be translated into policy and become normative
for both individual and society. In policy debates about the future of education,
these questions are of central concern; arriving at agreements as to the sub-
stance of the values and agenda that shall underpin a country’s educational
norms and conventions must logically precede questions concerning the chron-
ology or practical ways and means of their institutional realization and
implementation. It is only when governments have settled their policies on
decisions of principle, and secured some agreement about substance, that they
can then tackle the further problems of operationalization, implementation and
management. As policy-makers face the issue of the provision of lifelong
learning for all, it is essential that they reconsider the questions of substance
associated with the provision of initial education and its relationship to the
goals of an economically sound society, yet one that is also democratic, socially
inclusive and ethically just.

Some countries have traditionally supported the principle that opportun-
ities should be provided for all individuals to have access to intellectual
challenge and a high quality and empowering curriculum during the years of
initial education. This principle is seen as being among the most important
features of a more just and democratic society — one in which social justice and
equality of opportunity become achievable goals. The provision of a structurally
uniform and homogenously organized school system has been seen as one of the
principal means of providing equal access to such opportunities for all (Aspin
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and Chapman, 1994).

Throughout the last decade, however, there has been increasing interest in
and moves towards an approach to the provision of education and the resourc-
ing of schools that incorporates and rests upon the philosophy of the market.
This approach embodies a quite different set of philosophical preconceptions
and moral norms from those that have hitherto featured in accounts of school-
ing arising from or associated with perceptions of education as a ‘public good’,
access to which is deemed to be a prerequisite for informed and effective
participation by all citizens in a just and democratic society — providing, as Sir
Christopher Ball (1994) puts it, the conditions for helping people to ‘start
right’.

The philosophy which underpins a market-orientated approach places less
emphasis upon such matters as equity and social justice. Inequalities in society
are held to reside in and be caused much more by factors of individual make-up
and personal motivation than those arising from structural features of society.
From such a perspective the government response to the promotion and provi-
sion of education is of a much more minimalist kind, leaving a far greater degree
of responsibility for achievement to individual motivation and talent and much
more responsibility for provision to the market and for management to the local
school site.

Recent moves towards a more market-orientated approach in education not
only reflect specific ethical preconceptions and political and social convictions,
but also particular preferences in economic theory. These have an impact on the
provision of education in significant ways. Proposals for reform in the provision
of education in many settings reflect broader changes in economic policy,
variously described as ‘liberalization’, ‘deregulation’, or ‘more market’, and tend
to mirror changes in public sector management more broadly.

"The concept of ‘the market’ in education has wide currency in discussions
on the financing of lifelong learning. One question that needs consideration,
however, is whether the concept of ‘the market’ has validity and applicability in
the matter of the provision of ‘educational’ services; and if so, whether it has
greater applicability to one particular phase or sector of education over others —
as, for instance, greater applicability to the domain of adult education, as
compared to the domain of initial education and training. This issue is one of
fundamental importance to decision-making pertaining to the provision of
lifelong learning opportunities for all.

Supporters of the market approach tend to adopt the view that education is
a ‘commodity’. On this argument, the likelihood of an educating institution’s
success will be directly proportional to the range, quality and delivery of the
academic products, goods and services that are offered by it. Enduring success
will be achieved by the constant delivery of high quality products. Schools (and
other educational institutions) that are freed from bureaucratic constraints and
costs, it is argued, can accomplish their goals most effectively, with the mini-
mum of interference and danger of resource misuse, by responding to market
forces and concentrating on the most efficient and cost-effective management of
personnel, plant and resources at the institutional level.

In a competitive environment, it is claimed, market pressures will work so
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as to force the school (or any other educational ‘unit’) to use its resources in the
most economically efficient way and to develop the educational product in
accordance with consumer preference. The absence of such competitive pres-
sure in traditional government systems of education, it is asserted, has been to
the detriment of achieving quality in schooling. This ideology of the market has
led to certain conclusions: chief of these is the notion that the responsibility for
the resourcing of education services should move away from the state and
towards market providers and individuals functioning as buyers in the educa-
tion market-place (cf. Chubb and Moe, 1990).

Reservations have been expressed, however, concerning the implications of
the ‘market’ approach for the full range of values and interests vested in a
public system of schooling. One of the results of the market approach, it is
counter-claimed, may be the undermining of the public provision of funding for
schools, so necessary not only to provide the ‘right start’ for young people and to
promote the democratic ideal of an informed society of knowledgeable citizens,
but also as a precondition of economic growth.

Critics of the market approach (Bridges and McLaughlin, 1994; Grace,
1994) argue that, as the market’s role increases, the remaining public sector
institutions and agencies become residualized. On the market model, the public
sector becomes the bottom of a resource-availability hierarchy — the place for
those without capital to exchange for services and goods. Within the public
sector, such critics maintain that, if the ideology of the market prevails,
tendentious differentiation and adverse discrimination will start to be made
between schools, on the basis of academic and other criteria, and that some of
these discriminations will become socially divisive.

Such different standpoints regarding the very nature of education lie at the
heart of government responses in this conceptual and value debate. The pat-
terns and procedures of the governance, steering and management of education
cannot be determined and set in train without some clarification and decision
about the key concepts and values that shall structure and define the admin-
istrative responses that governments adopt to the provision of initial education
for all members of society.

For our part, we have a view on this issue, that arises from our adherence
to the idea of ‘education as a public good’. When we talk about ‘aims of
education’, it seems to us that schools, colleges, educational institutions have at
least four major concerns. These cluster around the purposes of education
identified by the UNESCO commissioners in their publication Learning: The
Treasure Within (UNESCO, 1996). They concentrate on the importance of the
work of educating institutions as making people aware of the need to know, the
ability to do, the power to live with other people, and the development of
ourselves as persons — what the UNESCO commissioners call the power to be,
To know, to do, to live with, to be: each of these concerns, and the undertakings
that flow from them in our educating institutions, is shot through with values of
particular kinds.

We accept and identify with these value concerns. And, with the values
issues associated with these aims of education in mind, we can now say that we
repudiate the notion that education is a commodity — something that one can
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obtain or not, depending upon whether or not one makes the choice to acquire it
and has the means to secure access to it. For us education is a public good (cf.
Aspin and Chapman, 1994; Grace, 1994); education is like social welfare,
health, justice, law and order — all goods and conditions without which our
future citizens could not even ‘start right’ on the process of coming to be able to
know and fo do and to live with others and to be.

These are all the qualities and characteristics that we desire to see as
among the things that are added to people by their experiences and activities in
our educating institutions. But unless young people are provided with access to
the social and educational goods that enable them to develop those skills and
understandings, attitudes and dispositions, then they are not going even to be
able to get a purchase on the first rung of the ladder that will enable them to
have some prospect of ‘getting it right’ for the rest of their lives.

The Redistribution of Governance and Management
Responsibilities in the Schooling Sector

In the drive towards improving the quality of schooling and expanding the
provision of lifelong learning programmes and opportunities, it is necessary for
governments to undertake reforms which will have direct implications for the
redistribution of power and administrative responsibility among the various
levels and sectors within the education system (Aspin and Chapman, 1994).

During the course of the past decade, two trends in the administration of
schools and school systems could be observed to be occurring simultaneously.
On the one hand there has been a growing recognition that the key to the
success of educational reform lies in the implementation and application of
policy at the local and institutional level; as a result there have been consider-
able moves towards providing for increased autonomy at the level of the local
school site. At the same time a second trend could be discerned in the increasing
emphasis being laid on the right and justified authority of government to
formulate objectives, provide steering guidelines and monitor quality control.

Although many of these reforms in the governance and management of
schools and school systems have been undertaken under the overt agenda of
decentralization, or devolution, the situation is far more complex than this. A
closer examination of data and practices suggests that any attempt to elucidate
the redistribution of power is likely to encounter and to have to deal with a
far more complex set of factors and variables than any account based upon a
one-dimensional or linear account of changed relationships along the
centralization—decentralization continuum would suggest.

What we need now is a reconceptualization of ideas and policies relating to
educational decision-making and the administrative arrangements flowing
from them. We need a policy framework and strategies for implementation,
reflecting new sets and patterns of relationship and interactions, based on new
concepts and categories. The old ideas are no longer useful in describing and
explaining the complexities that are now involved in and operate at the
different layers, levels and loci of decision-making among schools, parents,
employers, community agencies of all kinds, and school systems.
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The former bureaucratic notions, based on hierarchical positional power
within a single school ‘system’, are now outmoded; other alternatives, devel-
oped in recent years, are proving similarly unhelpful. For example, the idea of
a ‘de-schooled’ society functioning simply to provide a set of ‘community resour-
ces’, with their simple presence and availability for access by voucher-users, so
celebrated by Illich and his like (cf. Illich, 1973), fails to do justice to the
necessity of continuity in the early years of formal education, or to take account
of the point that education requires the heteronomous activity of significant
others, who induct and initiate our young into the heterogeneously constructed
and transmitted sets of beliefs, norms and patterns of behaviour valued by
society as a whole and that are absolute preconditions of their being able to
make the ‘right start’ on their life and work in it.

Likewise the market vision of education, based on the analogy of educa-
tional institutions functioning like networks of business franchises, is regarded
by many as providing an inappropriate model of the educational enterprise at
the level of initial and compulsory schooling, particularly if education at this
level is accepted as a public good.

New notions of administrative relationships in the provision of schooling in
the framework of lifelong learning are, however, still at the stage of early
exploration and articulation; they are highly tentative, lack specificity, and of
course are yet to be tested. One challenge for policy-makers will be to explore
ways in which new conceptions and models of altered administrative arrange-
ments and relationships can be fully elaborated, delivered, implemented and
appropriately evaluated in the real settings where the need for them to be
implemented is so pressing. Fundamental to this reappraisal of altered pat-
terns of governance and management will be debate on the matter of whether
education is to be seen as a ‘commodity’ or as a ‘public good’.

Those who, like us, see education as a public ‘good’ (Aspin and Chapman,
1994; Grace, 1994; McLaughlin, 1994) argue that access to and participation in a
high quality and empowering educational programme of activities is a vital and
indispensable preparation for life for all a community’s citizens: the concept of
participative democracy and social inclusion entails that all a society’s future
citizens have a common interest in securing access to and participation in
educational programmes. For without admittance to such a ‘good’ our young
people will be much less likely to progress rapidly towards those minimal degrees
of personal autonomy and civic responsibility by means of which citizens in a
modern democracy can ensure that there are in place and available to all those
preconditions and mechanisms that are necessary for economically productive
activity, the sustaining of independent existence, community participation, social
justice or indeed any sort of advanced and sophisticated personal development.

Proponents of this view argue that in a public or government system of
education there can be no such thing as a completely autonomous or independent
self-governing school (Aspin and Chapman, 1994). To be sure, a certain amount
of school autonomy may be readily countenanced and extended in certain areas
of decision-making. It is a paradox, however, that autonomy can be rendered
intelligible and made to work only within the confines of a relationship with the
system and the community based on a mutuality of benefit and regard.
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Schools conceived thus enjoy a mutual relationship with the government
authorities or the system and the community of which they are a part. The
government authorities ensure the basic protection of rights for all students; at
the same time schools enjoy a mutual relationship with the community in which
parents and other significant groups are able to have their voices heard in
regard to matters of fundamental value and goals. There is also a mutual
relationship within the school among school-based personnel, as decision-
making is shared, owned and supported. In return the school enjoys a greater
degree of autonomy in selection of community-related goals and the fitting of
resources to meet those goals; it also enjoys a greater sense of its own standing
and importance in providing community leadership, in promoting the value of
education among all its stakeholders, and in this way promoting the idea of the
learning community and the values of lifelong education.

On the basis of the values attached to autonomy and mutuality, it may be
argued that, for the purposes of education, the governance and management of
schools must be consistent with the values that form the basis for conceptions of
individual worth and social and community harmony. This must necessarily
include reference to the various forms of relationship emerging, evolving, or
being deliberately created between educating institutions, schools and other
agencies.

This will require that governments undertake an examination of a number
of issues in schooling and educational provision more generally, in which the
concepts of autonomy, mutuality and community get their major point of
application. This will require the analysis of such matters as:

¢ The evolution and/or deliberate creation, between government,
educating institutions and other agencies, of new relationships and
the forging of new partnerships held to be conducive to the
enhancement of education seen from a lifelong perspective.

e The ways in which new patterns of relationship between educational
institutions and other community agencies and constituencies might
facilitate and improve the more effective dissemination and
acquisition of knowledge, skills and attitudes on the part of students.

e The ways in which new patterns of relationship might be created and
expanded with new community constituencies and interest groups, in
ways that will ensure schools can respond appropriately to and derive
increased benefit from the increasing cultural, linguistic, social and
economic diversity of schools and modern multicultural societies.

In addressing such matters and attempting to translate them into reality,
policy-makers and educators will need to consider a number of issues, partic-
ularly with regard to the question of effective schooling:

e In seeking to draw upon and address the needs of all those affected
by and having an interest in the educational process, policy-makers
and educators will need to take account of the character and
appropriateness of the balance to be struck between society’s
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interests and the interests of particular constituencies, groups or
individuals.

Policy-makers and educators will need to consider the ways in which,
in a more flexible, responsive system, with responsibilities for the
framing of educational policies and funding decisions being more
widely shared among a large and wider group of stakeholders, any
alterations in structural and accountability arrangements will affect,
positively or adversely, the formulation of policies and goals for
schooling and lifelong education.

How are the interests of stakeholders outside the formal education
system to be taken into account by government authorities; what
weighting shall be given to such considerations; and for what sorts of
reasons?

Policy-makers, educators and members of the community will need to
examine the numbers of new roles and powers available to teachers
and professional educators in the schools, and other stakeholders in
the broader community outside them. They will need to identify ways
and means by which a balance in responsibilities, competency and
interest can be worked out.

Consideration will need to be given as to how the distribution,
acquisition and exercise of new responsibilities, particularly on the
part of outside groups and constituencies, might or might not be
causally related to such outcomes of schooling as examination results
and other, less tangible, outcomes.

Policy-makers, educators and members of the community will need to
identify the new frameworks, regulations, mechanisms and
procedures that must be developed at a system’s centre in response to
the new pattern of relationships.

Investigations will need to be undertaken as to whether, and if so, in
what ways, changes in organizational and administrative structures
and work methods (including new relationships with a wide range of
stakeholders) at the centre might be appropriate to the new roles and
responsibilities at the other levels and in other arenas of the
education system. Governments will need to reflect on what must now
be done to encourage the development of new and more appropriate
structures and methods at the centre and at the intermediary and
local levels.

Changed patterns of governance and management in schools and school
systems will also require an examination of the various models of school and
family connections, including an examination of the basic obligations of parent-
ing; the obligation of schools to communicate with the home; the involvement of
parents in schools as volunteers and supporters; parental involvement in the
child’s learning, both in the school and in the home and other community
settings; and — of especial significance in the light of the increased roles and
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responsibilities now being assigned to and taken up by parents and parent
groups in the management of schools — parental involvement in school decision-
making and governance.

In this context the various perils and pitfalls in the changing relationship
between parents and professional educators will need to be identified and
specific strategies for mediating and managing difficulties, and identifying
bases for mutual respect, understanding and action will need to be put forward.
There will also need to be a working out of ways in which parents and families
can enhance the effectiveness of the contributions they make to quality school-
ing and education, by extending and broadening access to sources of support,
advice and assistance available in and proffered by other sectors, groups and
constituencies in the wider community.

Policy-makers, educators and members of the community will also wish to
focus upon relationships between the school and school-business and other
commercial, industrial and professional relationships. They will need to be
particularly concerned to draw lessons from past dysfunctions in such relation-
ships and to put forward plans to eliminate or overcome such dysfunctions in
future partnerships. These could be drawn from an examination of more recent
and current successful practices and partnerships, and of the features of those
relationships that make them work well, in order to develop a set of proposals
for educationally productive partnerships between such institutions, groups
and bodies in the future.

They will also need to explore the impact of such relationships, as regards
the enhancement of education, upon such important goals as better and more
effective preparation of students for the workforce, creating shared goals among
educators and employers and other industrial and commercial interest groups
(such as trades unions and professional associations) and influencing the
behaviour, plans and goals of business, industry and commerce. These joint
endeavours must be put in the context of the interest both schools and such
groups have in the formation of partnerships, whose positive collaboration and
effective working can function as rich sources of community development.

They will also need, in their exploration of partnerships conducive to
community betterment, to pay attention to the ways in which the school’s
activities, concerns and goals can be backed by the information, resource
sustenance and moral support necessary for their enmeshment in the interests
of all the various cultural, artistic, religious and minority ethnic communities,
whose existence and orientations form an important and indeed indispensable
part of the mosaic constituting the identity and enhancing the value of the
community generally.

They will also need to consider the ways in which schools and other
educating institutions can form part of and contribute to the cultural and
artistic activities and institutions of the community; the ways they can provide
an insight into and some understanding of the ethnic diversity of our modern
multicultural society; and the need they will face to look into the various
religious beliefs and practices associated with and embodied in different ethnic
groupings, in the endeavour to increase racial and religious tolerance and to
improve social harmony. Here too the school will want to draw upon the advice
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and assistance of a range of cultural institutions and resources, in order to
make a contribution to the beautification and quality of the community and its
environment.

In this endeavour policy-makers, educators and members of the commu-
nity will need to address a number of important but difficult topics, issues and
problems arising from changes in the patterns of relationships now subsisting
between the school and the community. Among questions to be raised will
figure such concerns as:

e As parents and other stakeholders at the local level take on greater
responsibility for providing financial and in-kind resources, whether
observable differences in the scale and quality of educational
provision will be widened or narrowed.

¢ In systems relying more on energies and interests at the local level,
what policies can be developed and what resources made available,
and if so of what kind and over what range, to ensure the effective
and appropriate involvement of all groups of stakeholders, such as
parents from ‘disadvantaged’ backgrounds, in the endeavour to
ensure equity is respected and quality for all participants in the
educational process is being and can be delivered.

e How principals and teachers might deal with and overcome any fears
they as professionals experience of being overwhelmed or ‘overrun’ by
the increased number, powers and demands of the various new
partners with whom they are required to work in the educational
enterprise.

¢ How a sense of community and consensus might be formed, fostered
and utilized at the level of the local school site, in a context of
heterogeneity, diverse and sometimes competing pressures and
multiple expectations bearing upon schools and all their personnel.

o How all members and sectors, public and private, of society might be
encouraged to accept and fully exploit their changed and expanded
roles, powers and responsibilities in the provision and enhancement
of education. This will involve some exploration of the necessity of the
education and development of the community and the forms the
endeavour to bring this about might take. The aim here will be to
conceive, characterize and manage the process of the transformation
of the whole, in all parts and patterns of its independence and
complementarities, for educational purposes into an aware, self-
conscious and purposefully working, learning and teaching
community.

To achieve all this policy-makers, educators and members of the commu-
nity will need to be prepared to offer suggestions for the conception,
development, implementation and monitoring of policies and programmes they
believe to be appropriate for capitalizing upon and enhancing the potential
contributions that can be offered towards a community’s educational under-
takings by the new patterns of relationship between schools and all other
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community groups with a legitimate interest in improving educational perform-
ance and outcomes. Underpinning all this will be an acceptance of the notion
and value of ‘the learning community’ as a fundamental precondition for
lifelong learning.

The Management of Schools - Schools as Learning
Organizations

In the OECD publication The Effectiveness of Schooling and of Educational
Resource Management (OECD, 1994), countries investigated the effects of
change and restructuring on educational institutions and the link that these
might have with the production or emergence of effectiveness in schooling,
particularly where such restructuring might be expressed largely in terms of
the devolution of decision-making to the local school site. For devolution, school-
site management and local management of schools seem to have been the main
versions of administrative rearrangement found in proposals for systemic
restructuring in many countries in recent years.

There has been, perhaps understandably, a certain scepticism among
school-based personnel towards the motives behind policies urging or adopting
moves towards school-site management or local management of schools. This
has been encouraged by the fear that the consequences of restructuring have
been mainly to displace problems and blame, particularly in respect of resource
management, from the centre to the school. Notwithstanding such reserva-
tions, data suggest that school-based personnel are nevertheless continually
attempting to ensure that effectiveness is a part of schools’ daily focus of
attention and goals of activity: they work at it informally, formally, in struc-
tured and unstructured ways, through decision-making, school improvement,
school reviews, staff development, and in attempts to involve parents and the
wider community in the life of the school.

One of the major difficulties for management at the local level, however, is
that any change must be consistent with certain agreed principles and an
overall philosophy, understood and owned by all parties in the process. If
school-based personnel are poorly equipped to develop the philosophical under-
standing necessary to give a sense of meaning and direction for effective school
operation, the potential positive benefits of educational restructuring and
school change are in danger of being lost. One of the most important next steps
in restructuring, it would appear, is for authorities to empower school-based
personnel, not only with the technical skills called for in the effective manage-
ment and implementation of policies, but also with the knowledge and skills
required for the identification and elucidation of problems and the policies
appropriate for their resolution, the clarification of values, and the ability to
provide cogent and persuasive arguments to justify the value-judgments
involved in effective school management. For it is the professional educators
who have to present rational arguments for policy innovation, change and
confirmation to all a school community’s stakeholders, not least of which are the
parents of their students.

In respect of the promotion of parental involvement, what emerges as a key
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finding of research (Aspin and Chapman, 1994) is the widely held belief that one
of the most effective ways to develop parent and community involvement is
through a problem-solving approach, deployed in activities such as the forma-
tion and implementation of a school plan. The framing and shaping of school
development plans, and their concomitant requirement for assessment and
review, are believed by many to be one of the most critical factors in the whole
process of school change and improvement.

Indeed some people go as far as to suggest that the relationship between
schools and parents and the community is the most important relationship for
the promotion of quality and the assurance of quality control. Building up the
capacity of families to understand the educational needs and progress of their
children and to make serious and informed contributions to the educational
process; building up the capacity of teachers to understand children, their
backgrounds and networks of relationships, and to relate to their families: all
this is the essence of quality control.

The part of the principal or school leader in this relationship and its
processes is absolutely vital. For it is the principal who will be an academic and
professional leader for the whole school community in the formulation, clar-
ification and adoption of a set of basic values and desired outcomes arising from
being involved in programmes of activity in certain sorts of cognitive engage-
ment. The total vision so composed will then constitute what might be called the
school’s philosophy, and this will then provide the epistemological, ethical and
pedagogical underpinning, set the programme of cognitive activities, and deter-
mine the objectives of the whole educational endeavour in the school.

Furthermore it is the task of the principal or school leader to manage and
deploy resources to create in the school an atmosphere in which people can
relate to each other and perform well in their pursuit of the institution’s
learning goals. In this latter respect it seems clear that the creation of an
environment or culture in which people are able to identify, formulate and
commit themselves to some sort of mission, philosophy and set of objectives, and
are aiming for similar goals, is perhaps the most significant role of the principal.
As a secondary consideration in this undertaking, the principal may be able to
perform this service and create that environment better as a result of having
more responsibility for resource management and allocation.

In sum, then, there is a clear need for governments and system authorities
to support principals, teachers and parents in their need and desire to make
quality decisions in all these and other areas of new responsibility. For this
reason governments and system authorities must make deliberate attempts to
provide professional educators and school personnel, not only with the knowl-
edge and skills referred to above, but also with access to the full extent of
information, correlative implications and possible outcomes to enable them to
see options, canvas opinions, and calculate and evaluate a range of possible
outcomes consequent upon the adoption of some particular policy for school
improvement.

This means being determined to provide school staff with the appropriate
kinds of intelligence and training required by the skills of decision-making,
policy implementation and evaluation. The sort of decisions that can and should
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be made depend very heavily on the knowledge-base with which school person-
nel work, on the question of who takes the decisions on important issues, and on
the basis of what criteria. In this regard, for schools that are located in systems,
the systems themselves have a direct responsibility to offer school-based per-
sonnel the appropriate information and support.

Given the above, governments and system authorities must come back to
the difficult task of trying to measure the wide range of student outcomes, both
quantitative and qualitative, achieved at the end of the formal education
process. In the light of the complexity and difficulty of that task, and of the
diversity and heterogeneous character of the goals and ends aimed at, and in a
context in which accountability is a matter of such public importance, it would
not be unreasonable to conclude that the assessment and evaluation of student
impacts and outcomes poses one of the greatest challenges for policy-makers
and school and system administrators in the years ahead.

Four messages emerge from work on the assessment of the performance of
schools (cf. OECD/CERI, What Works in Innovation: The Assessment of School
Performance, 1994, p. 6):

1 In national efforts to raise the standards of individual schools, both
objective external assessments and advice from professionals or peers
who know the school are equally important. For it is clear that
evaluation systems need credibility within the school and in the
outside world, while at the same time enabling schools to improve
their performance.

2 Performance indicators can provide important evidence of a school’s
achievements but there should be a clear attempt to identify
information which is genuinely related to the quality of education a
school offers its students. Gathering large amounts of data and
analysing them is expensive of time, energy and financial resources,
and should not be engaged in for its own sake — or simply because the
technical ability is there. In addition, it is important that only those
data that can be clearly related to the establishing of quality and
effectiveness in a school’s operations should be gathered and
subjected to analysis.

3 Simply making schools accountable, whether to parents, the
community or others, is unlikely on its own to lead to improvements
in performance. But to require accountability of a school’s
stewardship of its resources, mission and educational responsibilities
is highly desirable in the interests of transparency and democracy in
education.

4 Care should be taken to build on the expertise and professionalism of
teachers, and to provide programmes of staff development which
enable the staff of an institution to develop and extend their
professional activities into new forms of autonomy. The key idea here,
and the ultimate aim, is to build an unthreatening but effective
climate of self-review in schools so that they become ‘learning
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organizations’ capable of continuous improvement — and this means
that all forms of development (institutional, curriculum, professional)
must play a critical part in that process.

The notion of the ‘learning organization’ is particularly pertinent in our
consideration of lifelong learning. As educating institutions, schools should
model the characteristics of ‘learning organizations’ now being given such
credence and prominence across the organizational and institutional arena. In
his introductory address at the First Global Conference on ‘Lifelong Learning’
(in Rome, December, 1994), David Stewart identified what he regarded as some
of the distinguishing characteristics of learning organizations. Such ‘Learning
Organizations’ (Stewart, 1994):

e invest in their own future through the education and training of all
their people;

e create opportunities for and encourage all their people in all their

functions:

— as employees, members, professionals, or students of the
organization;

— as ambassadors of the organization to its customers, clients,
audiences and suppliers;

—~ as citizens of the wider society in which the organization exists;
and

— as human beings with the need to realize their own capabilities.

o share their vision and sense of mission with their people and
stimulate them to challenge it, to change it, and to contribute to it;

e integrate work and learning and inspire all their people to seek
quality, excellence and continuous improvement in both;

e mobilize all their human talent by putting the emphasis on learning
and planning their education and training activities accordingly;

e empower all their people to broaden their horizons in harmony with
their preferred learning styles;

e apply up-to-date open and distance delivery technologies
appropriately to create broader and more varied learning
opportunities;

¢ respond proactively to the wider needs of the environment and the
society in which they operate and encourage their people to do
likewise;

e learn and relearn constantly in order to remain innovative, inventive,
invigorating and in business.

In the knowledge society of the future, learning will constitute, furnish and
make possible the principal sources of well-being, welfare, justice and economic
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self-sufficiency. This means that schools, and indeed all other educating institu-
tions, will need to be learning organizations if countries are to achieve the
objectives and capitalize on the possibilities and opportunities of lifelong learn-
ing for all.

Redefining the Place to Learn: Schools of Tomorrow

There is a further important question to be addressed at this point, however.
We have just spoken about ‘schools’ as educating institutions needing to be
become ‘learning organizations’. Yet, given the rapid and large-scale changes
taking place in the form and content of knowledge, in styles of student progress
and learning achievement, and in the technologies by which such learning may
be gained, assessed and utilized, the question arises as to whether the conven-
tional concept of schools as physical locations, operating within fairly strict
parameters of teaching time and student grouping, has much life left. There are
those who believe it is much more likely that learning organizations in the
future will be much looser, and much more likely to be operating nationally and
internationally through the use of modern information technologies, such as
CD-ROM, interactive video-disk and the Internet, with students sitting in front
of their VDUs conducting, checking and applying their own self-directed and
self-achieved learning.

As Susan Stuebing has pointed out (Stuebing, 1995), educators, architects
and administrators have throughout the past decade been exploring the ways
and means by which changing goals of education, new developments in approa-
ches to learning, and incremental advances in information technology might
change the places within which learning occurs. Information technology as a
tool for learning is developing rapidly. These days computers are becoming all
the time more versatile and more powerful; hardware and software are becom-
ing cheaper; and applications are more wide-ranging and easier to use. In
addition, changing educational methods are putting new demands on the use of
buildings.

The fundamental question for governments arising from such develop-
ments must now be addressed: will schools and school facilities as we know
them be required at all in the future, given the flexibility, independence and
networking power of modern information technology, developments in student
styles and modes of learning, and alterations and expansions in the character
and content of knowledge?

Stuebing identifies (1995, p. 7) a number of vital questions that need to be
taken into consideration in the design and use of modern learning environ-
ments:

e Redefining the place to learn. The classroom has remained a constant
for nearly a century. With advances in information technology and
new teaching and learning methods, will the classroom continue to be
of uniform design? Or will new models for the place of learning
develop? How will the design and use of the spaces and places in
which learning takes place differ from the classrooms we have
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known? What are the implications of this for timetabling and school
organization?

e Building connections. With the increased use of networking and the
information highway, will the role of the school building diminish or
are there new requirements which will be placed on the actual fabric
of the built facility? Will distance learning significantly affect the
requirements of educational buildings and facilities? What impact
will networking have on urban and rural schools?

o New building use requirements. Are there new use requirements that
will alter the ways schools are designed? Who will use the facilities?
Will the use of information technology expand and open up the
educational building for the use and learning enjoyment of a larger
population than the traditional school-age student?

e Transforming support facilities for learning such as libraries and
production centres. The increased use of information technology in
teaching and learning requires increased teacher support and
professional development. At the same time, however, a whole range
of further and new materials is required, such as software, videos and
other multimedia and database materials, as well as a comprehensive
servicing and debugging facility. Expertise and maintenance
requirements suggest the need for educational support centres to
facilitate new approaches to learning, but what will be the
requirements of such facilities and what will be their relationship to
schools?

Those planning for these new facilities for learning must take into con-
sideration the rapid rate of change in technology, the time it takes to design and
construct new facilities, and cost.

In all this, one thing becomes clear. Schools as we have known them in the
past are about to undergo a radical transformation, as indeed are also their
personnel and teaching staff. The challenge for policy-makers and admin-
istrators is to ensure that this process of change is undertaken in such a way
that the advantages offered by these new approaches to self-directed and
successful learning are made available to all students, irrespective of gender,
social origin, ethnic background or current location of abode. Governments
must ensure that access to the opportunities offered by those new modes of
learning gain and cognitive advance are provided on an equal, free and just
basis. Such access must be open to students, not only in privileged schools
located in privileged areas in the urban environment, but also to those from less
wealthy backgrounds and from homes that may not have the sophisticated
equipment required for such learning available.

This is the major problem with which governments must struggle: enlarg-
ing the pool of educated ability and talent open to them by ensuring that
opportunities for engagement in such learning organizations are offered to all
their future citizens, not to just some of them — to capitalize, in other words, on
all their futures.
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THE GOVERNANCE AND MANAGEMENT OF LEARNING
BEYOND SCHOOLING

The Demand and Supply of Lifelong Learning

It is clear that governments are now taking learning beyond schooling to be as
serious a matter as schooling itself. A radical rethinking of education beyond
the compulsory years of schooling is taking place. Policy-makers, educators and
members of the community are now analysing more precisely the nature of the
demand for lifelong learning and asking how well existing structures cater for
that demand. Strategies to remove such conventional barriers to lifelong learn-
ing as age, time, and place are being identified and a critical reappraisal of the
missions, goals, policies, structures, finance and personnel of individual institu-
tions and educational providers is under way.

The framing of policy strategies to promote learning beyond schooling
appears, however, to be less straightforward a matter than that associated with
the introduction of publicly supported school systems a century ago. Unlike
compulsory schooling, the pattern of learning beyond schooling is seen as being
beyond the direct control of governments and system authorities, not just
because governments lack the resources to finance education and training on a
lifelong basis, but because learning patterns are determined by a complex array
of influences ranging from company attitudes towards in-service training to
local cultural attitudes towards formal and informal study. As the authors of
the OECD publication Learning Beyond Schooling — New Forms of Supply and
Demand: Background Report (1994, p. 5) pointed out: ‘Rather than being
determined by nationally planned institutional provision, education and train-
ing activity beyond the years of formal schooling is influenced by a most complex
and multifaceted interplay between supply and demand.’

On the demand side, although greater importance is being attached to
learning beyond schooling by society as a whole (OECD, Learning Beyond
Schooling: Background Report, 1994, p. 7), the nature and extent of this
demand is often difficult to assess. The learning needs expressed by society or
the skill requirements of industry are not automatically translated into mani-
fest demands from individuals. A variety of factors influences participation in
learning beyond the years of compulsory schooling: these include the existence
of financial incentives, the context in which learning is provided, the con-
straints of time and place. In addition the diversity of the potential learning
groups, with their varied needs, learning objectives and propensities to differ-
ent learning modes and styles, makes direct quantification of the level of this
sometimes latent demand difficult.

The diversity of the demand clearly needs to be matched by diversity of
supply. This is unlikely to be provided by any one type of institution or even
necessarily by a single nationally supervised system of education and training.
It is for this reason that, in the eyes of some commentators, the supply of
education services is starting to look less like the activity of one single form of
provision and more like a whole range of activities offered by a heterogenous set
of providers and agencies, both public and private — potentially with inter-
national as well as domestic points of connection.
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There are a number of reasons to explain why the nature of supply is
changing. These lead to a call for a radical reappraisal of the provision of
learning beyond schooling (OECD, Learning Beyond Schooling: Background
Report, 1994, p. 8):

e The institutional framework is changing. Greater variety is
developing both within and between post-secondary institutions, in
terms of delivery modes and target client groups. Many institutions
are becoming open to part-time students, offering a greater range of
courses of varied duration, and making efforts to combine on-campus
with off-campus study, either through distance learning mode or
through partnerships with work and community-based organizations.
At the same time general-purpose, post-secondary institutions are
facing competition from learning modes and agencies with no links to
campus-based organizations. Any organization, public or private,
may, for example, compare the advantages of sending an employee on
a college-based course with courses possible in an in-house training
scheme or the use of a specialized training consultant specifically
hired for the purpose.

e The technological possibilities are changing. Information super-
highways ultimately offer the potential for low-cost, real-time
interactive communication between any group of people anywhere in
the world in video, audio and written mode. As software applications
become more sophisticated the interaction between learners and
technology could put students more decisively in control of their own
learning; the traditional conception and role of teachers as imparters
of knowledge will become less important and teachers will have to
adapt to a new relationship with knowledge, learners and technology.
The supply of technology-aided learning packages will become more
flexible with greater potential for export on a world-wide basis.

e A new financial framework is evolving. A key issue relates to the
question of who pays for learning beyond schooling. The present and
future development of post-secondary education and training is being
considered in the context of shared funding responsibilities.
Employers and individuals who benefit from an investment in
learning are increasingly expected, and in some cases required, to
contribute. Joint investment can enhance the effectiveness of learning
by giving several partners a stake in the outcomes. But there is the
danger that financial arrangements will inhibit participation by some
groups in society and hence be socially divisive. The optimal division
and distribution of funding responsibilities remains to be decided.

In this context some governments are starting to stimulate in limited ways
the commercial dynamic of demand and supply by basing funding decisions on
student choice rather than providing funds to institutions on a planned level of
input. This has the advantage of ensuring that supply is sensitive to demand;
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but the drawback is that institutions find difficulty in maintaining high quality
provision when income flows are destabilized.

The OECD Conference on ‘Learning Beyond Schooling’ in 1994 pointed to a
future likelihood of post-secondary institutions operating in a competitive and
diverse market in the provision and supply of educational services. According to
this view, post-secondary institutions will have increasingly to adapt to fluctu-
ations of student choice and demand, rather than expecting stable funding
based on their longer-term contribution as institutions operating in the frame-
work of a single unified national system (cf. OECD, Learning Beyond Schooling:
Background Report, 1994).

Towards a New Infrastructure for Learning Beyond
Schooling

New demands for post-compulsory education and training are being generated
by new government priorities and by the expansion of and proliferation in the
range of knowledge and competencies which each individual is expected to come
to possess throughout their life-span. Developments in the understanding of
the learning process, and in the conditions needed for successful learning, and
advances in technologies of learning are creating the potential for new kinds of
learning, transcending traditional constraints of age, time and place.

However, although educational opportunities are expanding and becoming
more diverse, there is evidence that they are not adequately matching new
demands. At the same time, institutional, financial and other barriers appear to
have restricted access to the various new forms and technologies of learning to
a small proportion of the people who might benefit from them.

Technologies that improve the possibilities for open and distance learning
are developing rapidly; theories about learning in new contexts are developing;
and knowledge itself is expanding and increasing in sophistication and com-
plexity at an alarmingly rapid rate.

Yet although new epistemologies, theories and technologies of learning are
emerging, it would appear that mainstream education and training has still not
adapted sufficiently to make full use of them. There is a great deal of latent
demand among people who would benefit from learning, but this demand is not
always manifested nor can it be responded to, unless learning is offered in forms
that are accessible to the full range of potential learners.

The following issues and concerns have been identified as being important
for governments’ consideration in providing for learning beyond schooling
(OECD, The Context of the Conference — Learning Beyond Schooling, 1994, p.
4).

e There is evidence to suggest that adults are most attracted to
learning opportunities which depart from the conventional model of
didactic and directive teaching. If this is so, we may ask why is not
more being done to support self-directed as opposed to didactic
learning?

o It is widely acknowledged that learning for work is most effectively
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achieved in the context of the work itself, and that workers are more
likely to apply their new competencies when they have been acquired
alongside colleagues. This invites us to consider whether the demand
for ‘on site’ learning is being adequately catered for in learning
provision.

Traditional opening hours of educational institutions do not always
suit the convenience and/or the varying needs of learners. While
many institutions have attempted to become more flexible to meet
these needs, study times may still be a constraint that deters
potential students from participating in learning. In this connection
we might reasonably ask whether providers are sufficiently flexible in
their provision of opportunities and facilities so as to enable study
opportunities to be available at times and at places suitable for
learning and convenient for learners.

With new information technology there is scope for a shift in the
relationship between teacher and learner towards a more ‘open’
relationship, with the teacher serving as a guide, facilitator or mentor
in conjunction with multimedia learning packages. There is also
scope for new relationships among learners in taking advantage of
electronic networks. Given this, we may reasonably ask whether
information technology is being fully utilized and exploited so as to
redefine learning provision and learning relationships, rather than
simply as a teaching aid in subordination to existing models of
teaching and learning delivery.

Future technologies enhance the opportunities for distance education.
There are many models of distance education whose development will
be influenced by both technical and pedagogical developments.
Alternative models of organization, management and delivery need to
be considered in traditional distance education providers and in new
dual-mode organizations.

Information highways are developing in some countries, aiming at
connecting work-places, schools, institutions of further and higher
education, libraries and homes. The vision of such networks is one in
which learning occurs in a variety of environments throughout the
course of one’s life. Such possibilities are bound to have a profound
impact on the future provision, organization and management of
education, and indeed on patterns of development and change in
society more widely.

The creation of a new environment for learning depends on the manage-
ment of complex and difficult changes in institutional cultures, in securing and
training of personnel, in funding regimes, and in the intelligent application of
communications technologies for educational purposes. In creating an infra-
structure which removes barriers to the universalizing of learning beyond
schooling and throughout the human life-cycle, governments will need to
consider what kind of infrastructure is needed and the specific changes needed
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to bring it about. This will require consideration of (OECD, The Context of the
Conference — Learning Beyond Schooling, 1994, p. 13):

o The creation of a set and range of more open institutions which
permit learning to take place at the convenience of the learner.

o The creation of learning strategies that make learning more effective,
rendering it possible to serve purposes and client groups that have
not hitherto been catered for.

e The facilitation of learning in different places according to the needs
of the learner, and the effective integration of activities inside and
outside educational institutions, through the use of dedicated
networks and eventually through a universal, more general link-up
on the information super-highway, which transcend conventional
patterns of social grouping and even international boundaries.

Challenging the Ideal of Campus-bound Learning: The
Management of Learning from Anywhere

A number of governments are giving serious consideration to the types of
institutional arrangement for learning beyond schooling thought to be appro-
priate to meet these changing circumstances. Among the alternatives being
weighed are the availability and operation of institutions that have the vision
and facility to alter their existing campus-based activities and programmes in
the direction of the addition of a dual-mode operation. By the turn of the
century, advances in information technology could well have the potential to
transform the nature of learning institutions and of student-teacher inter-
actions and relationships, whether students are studying on or off campus. The
possibilities offered by multimedia, hypermedia and telematic learning are
bringing together a number of strands of developments that have hitherto been
separate — software for computer presentations, media corners, computer-
assisted instruction, distance learning, computer conferencing systems and
computer-assisted co-operative learning.

Dual-mode institutions incorporating the face-to-face mode usually asso-
ciated with teaching and learning in more traditional universities, and distance
mode, such as those in open universities and ‘open learning agencies’, would be
able to shift emphasis from one mode to another depending on changes in the
pattern of demand for particular courses. Dual-mode institutions also have the
advantage of opening up continuing professional education at a time when
innovations in telecommunications are making interactive learning at a dis-
tance a realistic possibility. Dual-mode provision also enables a flexible
institutional response to projected increases in enrolments in prevailing cli-
mates of uncertainty about future funding regimes, and an entrepreneurial
response to market possibilities for off-campus education associated with tele-
communications technology (cf. OECD, ‘The future of post-secondary education
and the role of information and communication technology: a clarifying report’,
paper presented at the International Conference on ‘Learning Beyond School-
ing’, 1994).
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There are a number of reasons why dual-mode institutions present a viable
response to the changing circumstances and demands of learning beyond the
school, and these in turn help explain the rapid transformation of the relation-
ship between distance education and face-to-face education:

e Economic. It is the hope of many governments that through
economies of scale, unit costs of self-learning over the long run will be
lower than for comparable face-to-face courses.

e Institutional. Distance education has often been seen as peripheral to
the traditional post-secondary education system. The non-traditional
learner and the non-traditional teacher often had lower status. As
recognition of qualifications from open learning becomes more readily
accepted, mobility of students from face-to-face mode to distance
mode and vice versa will become more accepted.

e Pedagogical. Distance learning institutions have been innovative in
the use of self-instruction, new forms of project-based collaborative
and co-operative learning, interdisciplinary and problem-based
approaches and new divisions of labour in teaching and learning.

e Technological. Information and communication technologies are
breaking down the barriers of distance through networks of
communication. Such technologies are also transforming conventional
face-to-face learning by providing learners with new possibilities of
self-learning. They are blurring the border between the two modes of
education.

The introduction of alternatives in the institutions and modes of learning
is, however, a complex and difficult process. A major challenge for management,
for instance, will be for institutions to transform their internal structure and
culture. The structure of educational institutions has often functioned so as to
restrict access to learning rather than to promote it for all. Two common forms
of restriction have been selective criteria for admission and participation, and
rigid timetabling for both study and assessment. Higher education in particular
has been traditionally selective.

A more inclusive policy for admission to institutions need not compromise
academic quality as long as it is combined with diversification. A genuinely
open institution would attempt to start by identifying student needs and design
courses accordingly. One possible implication for higher education is that most
or all courses might include at least some vocational components; one way of
delivering these is in modular form aided by new technologies.

Technology has also multiplied the potential for restructuring the time
devoted to learning. An open learning infrastructure should allow students to
structure learning in more flexible ways over a day, a week, a year, a life-cycle.
Where institutions are open to all and allow time to be structured more to the
convenience of the student, it becomes easier for citizens to envisage regular
returns to learning throughout their lives. But equal access to learning for
people of different ages is not simply a matter of admission policy, time
flexibility and internal culture; it is also one of finance. Governments may not be
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prepared to give equal subsidy to students of all ages. We deduce from this that
the consideration of alternative funding arrangements is a key issue for the
future.

As governments consider alternative approaches to the provision of learn-
ing beyond schooling, they may wish to note that there are now few technical
barriers to prevent education from moving beyond national boundaries. There
is now sufficient experience available to them to enable them to make general-
izations about the practicalities of international exchange and co-operation in
approaches to lifelong learning. At the practical level international co-operation
demands the development of policies and codes of practice on copyright, on
credit rating, on information techniques, and on costing. At a broader level,
technological change is likely to influence the form of the synthesis that will
emerge in lifelong learning from the dialectic of internationalization and auton-
omy (cf. OECD, Distance Education and the Internationalisation of Higher
Education, 1994).

However, governments need to take into account the number of major
stakeholders who are, as they are themselves, active or potentially active in the
internationalization of the provision of lifelong learning. These include the
private sector, supra-national bodies, non-governmental organizations, stu-
dents, and representatives of higher education. Private sector interest in the
economic purposes of the internationalization of education is often shared by
national governments and supra-national bodies of various kinds, but not
always by education institutions and non-government organizations. There are
still many issues that governments need to resolve in the debate about the
internationalization of education and lifelong learning. These include: lack of
outcome studies, the absence of well-integrated and co-ordinated policy, the
lack of agreement on equivalence, and the skewed distributional nature of
student mobility (c¢f. OECD, ‘The views and activities of stakeholders in the
internationalisation of higher education’, paper presented at the International
Conference on ‘Learning Beyond Schooling’, 1994).

Markets for Learning

The need for the provision of learning beyond schooling presents a triple
challenge for governments: how to provide a high quality education suitable for
the economic and social exigencies of the twenty-first century; how to provide it,
in a fair and equitable way, for all who need or want it; and how to provide it in
the most cost-effective manner. Very many countries are planning increases in
their provision of learning beyond schooling in all post-secondary education
sectors but it is unlikely that they can meet these challenges simply by
extending and broadening current patterns and models of provision.

Whereas, a generation ago, post-secondary education in most countries
was regarded as a public good to be provided largely at public expense, the
question of the provision and funding of post-secondary education is now
starting to be viewed differently. As Renwick (1994) points out, the model of the
provision of post-secondary education that is increasingly being proposed is one
based on the notion of learning beyond schooling being conceived as a set of
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private goods that might be supplied by many sources, some of them subsidized
by public money, some not, to students who will also be expected to bear an
increasing portion of the costs of learning themselves. This approach implies a
partnership between public and private agencies prepared to provide courses
and finance for them, and individuals prepared to assume at least part of the
responsibility for meeting the costs of such provision, in a mixed economy of
educational provision.

Another model that is put forward to address this need involves recourse to
a sophisticated and pluralistic model of the supply and obtaining of educational
goods and services as dictated by the norms, conventions, standards for success
and operating procedures of an educational ‘market-place’. Support for the
‘market model’ as the answer to the challenge of providing learning beyond
schooling is found in the report ‘Markets for learning and educational services:
A micro-explanation of the role of education and development of competence in
macro-economic growth’, a paper prepared as part of the OECD/CERI activity
on Investment in Education and Economic Growth, 1994, p. 12.

The authors of this report argue that only by the mechanism of a sophisti-
cated and pluralistic market for educational services can the challenge to
provide for the educational needs of a wide variety of learners be met. A number
of possible policy implications is derived from the conceptual and policy analysis
presented in the report. They include the contentions that:

o Educational policies will not work unless they are supported by
economic incentives that make it worthwhile for individuals to invest
in their own development of competency. This means that the
performance of the labour market and the social insurance system
have to be altered to support educational reform. The authors of the
report point out that this is difficult since it requires co-ordinating
different political authorities and overcoming vested interests with
radically different views.

e Educational policy has to rely much more on student effort and
interest and less on public money.

e The financing of education has to be shifted away from the
educational institution (the suppliers) and towards the individuals
(the users) and the market. Financing incentives and control should
remain with the individual throughout his or her working life. It is
not seen as advisable to vest almost all responsibility for an
individual’s education in the hands of public authorities schools or
employers.

e The length of time required to develop basic competencies means that
strong incentives are needed to stimulate primary and secondary
students to build the basis for profitable continued education, since
the financial rewards of their investment are far off. Education is
cumulative throughout working life and the leverage on later
competency development of early education is large. To achieve a
good early start in education, therefore, the authors of the report
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recommend a strong tilting of compensation schedules in favour of
initial education.

e To prepare students for the conditions they will encounter in the
labour market, it is argued that primary and secondary education
should be more focused and more demanding on students; it should
ensure the achievement of a minimum level of competence in
communication skills; and perhaps cover a larger part of the
scholastic year.

¢ If basic competencies have not been maintained and upgraded, it is
maintained that the 35-year-old worker will face an almost
impossible retraining problem. Therefore compensation schemes in
the labour market should be set up to facilitate frequent job changes
and to stimulate individual development. The labour market, it is
contended, should be so organized as to compensate effectively those
who actively pursue continuing education. This is essentially a call
for deregulation of the labour market by eliminating restrictions on
mobility and wage rigidities imposed by central bargaining
agreements.

e It is asserted that there is mounting evidence of some over-
investment in education. In this respect a case is developed to
demonstrate that to increase subsidized higher education may
actually be functioning so as to be performing a negative service to
the economy through filtering talented young people out of
manufacturing production jobs. Public subsidizing of higher
education, it is averred, should be carefully analysed to minimize
negative effects and to oblige people to take more personal
responsibility for their job market and educational investment
decisions.

In this analysis it is claimed that many significant decisions and a propor-
tion of public resources should be removed from central authorities so that
individuals take responsibility for their own development of competency, their
labour market contracts and their social insurance arrangements. This
requires deregulation and decentralization in all three domains. In this report
it is held that if reforms aimed at conducting policy through efficient markets
are not enacted, mature industrialized economies will not be capable of reorgan-
izing themselves for the new demands of technology and competition in the
future.

The authors of the report argue that it is crucial for the success of the public
policy model outlined above that the social insurance system of countries
function effectively in covering growing labour market risks and in being
credible to individuals now increasingly at risk. This requires radical product
innovation in the social insurance market, something that they argue is diffi-
cult to achieve in countries where a dominant part of the social insurance
system is operated as a public monopoly.
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The overall policy implication drawn from this analysis is that policy has to
be formulated so that the problem of education, the labour market and social
insurance is addressed and solved in one coherent context and in such a manner
that the importance of individual effort and incentive is recognized. However,
lack of sufficient information on the three policy areas makes it difficult today to
formulate precise policies to ensure fewer labour market risks for the individ-
ual. Therefore, the authors of the report suggest that the following issues would
have to be further analysed and clarified:

¢ the identification of the basic competencies or minimum
communication skills that will prepare students for the job market;

e the clarification of the interdependence of educational and labour
market performance; and

o the setting up of a distinction between the relative importance of
education as a sorting or filtering device and as an investment in
human capital.

We wish to point out, however, that proffering the model of the ‘market’ as
a solution to the problems of funding and provision of approaches to lifelong
learning beyond the years of schooling, based on the notion of education as a
commodity, remains highly contestable. There are other answers to the prob-
lem, arising from the requirement to link together the various functions of
educating the future citizens of a nation. This undertaking will involve helping
them prepare to face a number of challenges: one, of moving towards the future
with a high degree of economic self-sufficiency; another, of developing the
capacity for entering into satisfying interpersonal relationships and contribut-
ing to making social relations in the community tolerant, harmonious and
peaceful; and yet another, of allowing individuals to access all the various
resources (financial, cultural, intellectual) they need in order, on the best-
informed basis, to construct satisfying and enriching patterns of life-choices for
themselves.

These latter two concerns are seen by many critics of the ‘market model’ to
be equally important, if indeed not more important, than simply functioning as
a productive unit to assist the community to reach a degree of economic viability
and possible surplus. Moreover, these concerns are an inherent part of the
‘triadic’ account of the purposes of lifelong learning proffered in this book. For
critics of the ‘market’ approach there are some things that are essential — such
as learning how one ought to conduct fruitful, benevolent and principled
relations with other people, and how to find springs of personal satisfaction by
acquisition, use and enjoyment of a well-informed and creative imagination,
such as will enhance one’s own living. These are not catered for, nor amenable
to passing on by any reputable pedagogy, in the calculus of the market-related
aims of increasing private investment in the provision of goods and services and
lowering the public sector borrowing requirement. On the contrary, the prob-
lems of urban decay, domestic violence, civil unrest and work-place discord, it is
argued, cannot be solved simply by throwing money at them nor by contracting
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their solution out to the lowest competitive tender in some kind of ‘market-
place’ in which individuals and groups are ‘bidding’ to offer solutions to such
human problems and predicaments.

Colin Wringe (1994) argues that Adam Smith and his followers since have
all missed this vital point. Wringe maintains that the operation of the market is
not likely to prove beneficial in those cases when:

e activities are inherently detrimental to the public interest or
subversive of essential social institutions;

¢ market transactions are unsuitable for the distribution of necessities
which individuals are unable to meet through no fault of their own or
which are beyond the means of ordinary individuals; and

¢ individuals are unqualified to judge their own needs or the quality of
the services being offered.

On this basis Wringe concludes that the treatment of education as a
commodity for exchange in a market-place is conceptually and morally inap-
propriate. In taking this view Wringe is supported by Terence McLaughlin,
who, in the final chapter of Education and the Market Place (Bridges and
McLaughlin, 1994), bases his own conclusion on the imperatives arising from
our attachment to the concept of democracy. In a democracy, McLaughlin avers,
there are certain higher-order values relevant to and only gained via the
process of education — those, for example, relating to civic virtue and personal
autonomy — and these constitute (broadly speaking) moral limits on markets
and the idea of markets in education. These prime values, that are indis-
pensable features of any citizen’s life in a participative democracy, ought to
make these principles both exempt from subjection to approaches redolent of
the market and regarded as non-negotiable features of all educating institu-
tions’ activities.

The debate about the nature of the best model of provision, governance,
management and funding for the courses and programmes that will meet the
needs of learners beyond the compulsory stages of education is still unresolved.
The question of the best model of provision, governance, management and
funding constitutes the most critical issue in the debate about the optimum
policies and strategies for any country’s approaches to learning beyond school-
ing; it must be addressed as one of central importance to considerations of
lifelong learning.

The key question, we believe, is: what are the alternative models for the
provision, governance, management and funding of learning beyond schooling,
that will both facilitate the whole range of learning needs and yet at the same
time be economically efficient, socially inclusive and ethically just? If the
market model is one that features distinctively among the proposals put
forward for a resolution of this question, then we believe it needs to be asked
what might be the limits that should be placed upon the market, given the
moral imperatives embodied in the concept of education and the social and
ethical goals associated with lifelong learning?
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THE ROLE OF GOVERNMENTS IN LEARNING BEYOND
THE SCHOOL YEARS

Many countries are reviewing or have recently reviewed their policy stances in
respect of the governance, delivery and management of programmes and
courses devoted to learning beyond the school years. Different emphases exist
but there are some common themes:

e More responsibility is being devolved to institutions themselves to
determine their own objectives and to take their own initiatives to
achieve objectives within broad policy guidelines; increasingly
institutions are being given greater autonomy to judge for themselves
what is needed to be done in this area, in order to make the best use
of their funds.

¢ Funding arrangements are changing and being made more stringent,
at the same time as being focused much more on the target of each
institution’s output of qualified graduates rather than to such
matters as input of staff, equipment, accommodation.

¢ Institutions are being urged to become entrepreneurial.

¢ Students, particularly for graduate and continuing professional
programmes, are being required to pay a greater proportion of the
costs of their courses.

e Some governments are removing barriers to private sector initiatives
in a number of aspects of post-secondary education and training;
some as a matter of policy are encouraging private providers to
compete for contracts with public institutions. Long-standing
distinctions between public and private providers of educational
services and programmes are being removed. Previous approaches to
provision and funding, which traditionally restricted access to and the
provision of such services and courses solely to public institutions, are
being broadened so as to offer a range of opportunities and arenas in
which public sector institutions will be competing with private sector
interests and with each other to attract students to their courses.

It has been argued that there has probably never been a time of so much
ferment in post-secondary education as there is now (cf. OECD, Learning
Beyond Schooling: Clarifying Report, 1994, p. 73).

In looking at the question of the range and kinds of post-secondary and
lifelong education provision, the role of governments in making, planning and
funding such provision is of key concern. Many believe there is a strong case for
governments to play a strategic role in relation to sectors where they cannot be
the main provider of services, but where there is value in influencing or
providing a coherent framework including a range of incentives for a different
type of provider. This strategic role might involve partnerships with providers
and/or regulation, finance, monitoring results and fostering strategically
important developments.

Some suggest that the distinctive role and contribution of governments in
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all these matters might reside most appropriately in helping institutions and
agencies to formulate, shape and promulgate their own version of what they
believe their society’s overall interests and goals to be. Without such involve-
ment, it is claimed, many activities relevant to the aims of lifelong learning
might be provided on a haphazard and unco-ordinated basis. Some authors
(OECD, Learning Beyond Schooling — New Forms of Supply and Demand:
Background Report, 1994, p. 16) go further than this, however. Governments,
they maintain, need to consider policies in respect of:

o The harnessing of new technologies. Communications infrastructure
can be influenced by government regulation, financing and tax
regimes. Governments will need to negotiate and collaborate with the
private sector in developing the technology of learning.

e The position and nature of public funding. Despite the practical
impossibility of governments providing all post-compulsory education
and training, it is likely that they will still play an important role in
financing. In particular governments continue to fund the bulk of
higher education in most European and many other countries and
governments are the biggest single funders of post-secondary
education in all OECD countries. In this connection a number of key
questions arise and press for an answer: How should public funding
for lifelong learning be structured? How should financing
responsibilities be divided among governments, employers and
individuals? How does offering a major role in provision to private
institutions ensure better and wider market penetration: does it help
to ensure that supply meets a wide range of demands? How might
funding be reorientated in the light of internationalization?

Governments can also seek to create new conditions under which institu-
tions are encouraged to adapt to changing conceptions of learning and societal
demands for education. To ensure the flexibility of public institutions in meet-
ing such demands funding may need to be less specifically allocated to
predetermined inputs and more related to outputs measured by the criteria of
certified learning progress. But governments may also have to help institutions
to change by supporting in-service training and by adapting regulations to the
needs and challenges of a new educational environment, in which a large
proportion of learning takes place away from educational institutions.

A diversification of learning methods and content also needs to be accom-
panied by an adaptation of qualifications to ensure that learning outcomes are
well recognized by employers and others. One challenge is to find ways of
certifying the acquisition of competencies as well as substantive knowledge.
Another is to devise a qualifications structure that measures learning outcomes
regardless of the institution attended. Since the widest possible acceptance and
interchangeability of qualifications is essential in a changing environment,
especially as regards employment mobility, it is important for governments and
educational institutions to work closely together with employers and others in
providing and extending this key element in the learning infrastructure.

The authors of ‘Investment knowledge and knowledge investment’ (a paper
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presented as part of the OECD Education Committee’s activity on Further
Education and Training as Investment (OECD, 1993, p. 57) put it this way:

Looking back over the post-world war period the existing human capital
information and decision making processes may have been suited to
conditions where the largest proportion of human capital investment
was both mandatory (in the form of initial education and training for
youth) and geared to inculcating a well established and economically
functional set of cognitive and behavioural skills (punctuality, basic
literacy and numeracy). Thus compulsory schooling combined with on
the job learning experiences like apprenticeships not only met the
demand for the labour market but also provided a set of signals
adequate for the information needs of mass production and labour
intensive service industries.

Today however, faced not only with technological and
organisational change but also the need to find entirely new knowledge
based areas of economic activity, both the systems that generate
information about human capital and those that guide the use of
information are being challenged in most OECD countries. Pressures to
innovate are provoking pervasive changes at all levels of society. This
transformation encompasses both the means and ends of the knowledge
acquisition and utilisation choices made by individuals, firms and
governments.

The authors of this report suggest that one of the primary ways for
government to encourage more effective information and decision-making sys-
tems is to establish the collective parameters and guard the general interest
when it comes to defining competencies, assessment methods, and recording
conventions. Effectively pursuing these tasks, they argue, requires processes
that are simultaneously inclusive, decentralized, and based on a common
general framework.

Measuring and recording competence acquisition requires the develop-
ment of low-cost, universally accepted and labour-market-relevant systems for
defining and assessing knowledge for use in the work-place. These systems,
configured to specific attributes of domestic labour market institutions and
labour market and negotiating practices, need to balance the competing inter-
ests of employers, employees, educators, professional associations, citizens,
entry and adult learners and different regions.

One of the benefits of a national and universal system for assessing and
recording competencies is its potential to reduce current fragmentation of
certification and diversify the provision of knowledge by rendering knowledge
acquisition method-neutral. That is, learning can be acquired by methods and/
or in fora and by forms of study that are formal, informal, institutional,
experiential and so on. In this way all sources, ways and forms of knowledge
have equal chances of being validated.

In order to reap the benefits of these policies, governments must work
closely with individuals and firms to ensure that new measurement and
accounting practices, tax measures, labour market initiatives, and financial
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regulations — intended to reveal and recognize the stocks and flows of human
capital — actually implement the incentives, disincentives and flexibility that
are consistent with both competitive decentralization of power and general
social welfare.

By undertaking the role of transaction facilitator and setting up the
‘playing field’ in this way, it is maintained, the state can help to generate a wide
range of benefits, including:

e incremental investment;

e capitalization allowing firms to collatoralize and amortize;

e clear ownership allowing direct financing of knowledge acquisition;
e transparency of labour contract;

¢ validation of alternative learning acquisition;

e identification of investment patterns;

e discouraging prejudicial forms of discrimination.

The authors of the report Investment knowledge and knowledge invest-
ment’ (OECD, 1993) have attempted to explain how and why rethinking the
gystems that determine human capital investment knowledge will improve
knowledge investment, in the hope that — given the ascendancy of the learning
economy — collective efforts to ensure more efficient and effective acquisition
and utilization of human capital will lead to improved overall economic per-
formance.

It must be pointed out, however, that this analysis is also predicated upon
a highly economic and instrumental view of education. As previously argued,
the broader-scale philosophical and values debate must be undertaken before
the more technical issues to do with the achievement of the values, goals and
purposes of lifelong education more broadly conceived come into considera-
tion.

Among the broader issues for consideration, governments will also need to
take an approach to the planning and development of educational communica-
tions, which includes all sectors of education and capitalizes upon all their
various forms of potential contribution and benefit. The more widely that
networks are shared, the greater the economies of scale. Governments, acting in
consultation with carriers and educational institutions, need to develop policies
for educational applications of telecommunications technologies, which provide
equity of access, common standards and a unified network strategy including
all telecommunications services, such as voice, data, fax, video, together with
interconnections between institutions and with the external world via such
information highways as the Internet (cf. OECD, ‘“The future of post-secondary
education and the role of information and communication technology: a clarify-
ing report’, 1994, p. 118).

A unified network strategy will need to be accompanied by detailed analy-
sis of the teaching and administrative applications required by institutions, in
order to determine traffic volumes before appropriate technological decisions
can be made. Continued emphasis on and investment in the information and
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communication technology infrastructure is required. In a number of countries
consideration is being given to expanding networks, originally set up to serve
the academic community, into national networks serving not just the uni-
versities but also schools, technical and further education institutions and
adult and continuing education institutions of all kinds.

In this connection it is worth adding into the consideration of framing
comprehensive policies for the conception, implementation and effective deliv-
ery of a range of initiatives for lifelong learning, the point that industry,
commerce and businesses are also investing billions of dollars in new technol-
ogy delivery systems and in the necessary programming for them. There is a
clear opportunity for government and business to participate and co-operate in
a shared enterprise that will provide the resources for and offer leadership in
the provision of lifelong learning opportunities for all in the learning commu-
nities of the future.

CONSIDERATIONS AND OPTIONS FOR STEERING
DEVELOP&HENT TOWARDS A LIFELONG APPROACH TO
LEARNIN

Earlier reference was made to the policies and practices developed by some
countries in response to current pressures on education exerted by the com-
bined influence of the value-orientations, educational commitments and
societal conditions identified as operating in those countries.

As revealed then, a key feature of new approaches to management and
governance has been a redefinition of the role of governments as part of a
general trend in which responsibilities for education and training have been
redistributed. Often referred to as ‘decentralization’, the trend is perhaps better
described as a movement towards a realignment of educational and admin-
istrative responsibilities. In this realignment the outcomes to be achieved by
individual institutions and learners tend to be more tightly specified and
assessed by central governments; in some countries governments have gone
about this in greater consultation with learners, third-party clients, such as
employers and parents, and other stakeholders in the ‘learning society’ at large.
Decisions about the means used to achieve such outcomes are increasingly
being left to individual education and training establishments, communities
and learners themselves.

At a time when restructuring efforts have often involved major down-sizing
and ‘outsourcing’ of educational bureaucracies, it was noted that governments
are entertaining some reservations about the need to preserve some of the
cross-institutional bulwarks of value, which were traditionally built into public
systems of education. To ensure that in the move towards greater autonomy
governments do not abandon or give up some of the most treasured values, on
the basis of a commitment to which education has been provided as a public
service, a number of key issues have been identified.

As governments move away from bureaucratic regulation, it is important,
for example, that they should consider the important question of the ways in
which they may safeguard the public values which previous governance and
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administrative structures and arrangements were designed and established to
protect — values such as impartiality, the wider public interest, equity and
fairness. It is right that governments should ask how they can ensure that
increased autonomy does not widen the gap between the ‘haves’ and the ‘have-
nots’. Underpinning such concerns is the key question of how governments
might fulfil their legislative responsibilities and obligations for the provision of
education, at the same time as enabling maximum flexibility and autonomy for
the individual and the individual institution, without significant compromise or
damage to the rights and responsibilities of all parties.

It was pointed out that the distribution of responsibilities for publicly
provided or publicly regulated education and training is a highly complex
matter. Responsibilities are now more widely distributed and shared, not only
from central government authorities to the region, to the education or training
establishment, and to the teachers, but also to stakeholders and other ‘inter-
ested’ parties outside the traditional boundaries of education or educating
institutions. Responsibilities are also more likely to be shared under the
assumption of a mutuality of interests and an acceptance of the indispensability
of partnership in shaping and determining educational goals, processes and
outcomes.

We observed that, when governments are looking at the implications for
governance and management in all types of education institution, account
needs to be taken of research findings and experiences in different national
settings as to governments’ role in bringing about change in education and
training systems. Such evidence as exists — quantitative school effectiveness
studies and education and training evaluation studies, as well as more qual-
itative case-study investigations of the change process at the level of the
individual education and training site — points to the key roles of the teacher or
facilitator, the parent and members of the local community, as well as the role
of the individual manager or team, in the overall direction of teaching and
learning at the local site.

All this has implications for governments’ understanding of human
resource development. A broader vision of the role of and part played by human
resources in conceptions of and plans for lifelong learning gives greater weight
to the choices of learners (and, at younger ages, the choices of their parents).
When learners are provided with greater responsibility for their own learning,
they may, through the decisions they take, serve as agents for change, both
directly, with regard to their own learning, and indirectly, through the cate-
gories and forms of education and training services selected. These concepts are
important and need to be examined, in the light of some governments’ experi-
ences with a range of different roles played by human resources in the change
process, by level and type of learning.

In their various approaches and in relation to unique contexts, many
countries are attempting to fine-tune the balance operative between regulation,
on the one hand, and autonomy, initiative and diversity of provision, on the
other. Education policies continue to evolve in respect of the different levels and
sectors of formal education and training and in the domains of informal and
non-formal learning. Although few countries have yet to develop policies for
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management and governance with the necessary coherence across all levels and
forms of learning across the life-span, nevertheless in some countries innova-
tive strategies targeting this need are being progressively introduced. The hope
is that, in due course, a proper balance between the claims of choice and
accountability, individual autonomy and centrally determined quality control,
public provision and private initiative will be achieved.

On this issue three questions need to be addressed by policy-makers and
educators:

1 To what extent are reforms and new approaches to management and
governance sufficiently connected to teaching and learning, and what
roles can each of the relevant parties play in bringing about a
blending of responsibilities for administration and management with
those for teaching and learning?

2 To what extent do guidelines, regulations and accountability
frameworks inhibit initiative by providers and learner choices? Can
the government’s role be formulated in such a way as to encourage
learners, teachers and education and training establishments to be
active and take initiative while at the same time ensuring the overall
needs of the economy and society are addressed?

3 What are the costs, as well as benefits, of a wider sharing of
responsibilities and a different government role, as governments and
other agencies and institutions within the community assume greater
responsibility for lifelong learning?

At the same time larger and deeper questions need to be raised, concerning
the extent to which new approaches to governance and management can bring
about improvements in teaching and learning, the achievement of identified
outcomes (to include consequences for equity), and overall efficiency.

As governments shape their policies for the future they may come to feel
that the accent needs to be placed on reforming their own roles in the provision
of, and the formulation of, policy frameworks that will support change and
development towards a lifelong approach to learning. The following questions
point to the issues which governments need to consider as they move towards
new arrangements for governance and management in the provision of lifelong
learning:

e What policies might be put into place to overcome adverse
consequences of autonomy and choice, specifically with regard to
equity?

¢ What are the necessary elements of a development structure, as
opposed to a maintenance structure, for central education authorities
in the provision of lifelong learning?

e What regulation and financing mechanisms can be adopted to
encourage all partners in the educational endeavour to contribute
resources to learning, while at the same time ensuring the interests
and needs of the economy and society are met?
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o What forms and types of partnerships best promote a lifelong
approach to learning? How can partnerships better enhance
coherence through improved links with business and industry and
with other cultural and community groups? What limits should be
placed on partnerships in the interests of avoiding the dangers of
inequity, inefficiency and uneven quality?

e What information must be provided to ensure dispersed and shared
decision-making takes into account the costs, effects (individual and
collective) and coherence of learning in the lifelong perspective?

In answering these questions, a tentative beginning may be made by
endeavouring to identify options for policy frameworks, structures and pro-
cesses of governance and management that governments will need to consider
and conclude upon. Considerable assistance in this endeavour is offered by the
analysis provided by Stewart Ranson in Towards the Learning Society (1994).
Ranson recommends that:

1 Governments need to decide upon the organizing principles they
deem necessary for the governance of democratic and inclusive
educational provision. A precondition of such decision-making will be

e a resolution to the debate as to whether education is to be seen as a
public good or a commodity;

o a delineation of the ways in which community fora, councils and
advisory panels can enable public discourse to take place and make
participation a condition of the workings of representative
democracy;

e an acceptance of the need for progressive decentralization, with the
direction of the realignment of power and responsibility being
focused upon partnership and mutual answerability:
‘responsibilities and powers should be distributed to each inter-
dependent tier of education — the centre, the local authority,
institutions and the community — so that each can make its
appropriate contribution to the shared overall purposes of the
learning society by enabling autonomy and citizenship through a
system of comprehensive and equal opportunities’ (Ranson, 1994,
p. 114);

e a greater commitment to multiple accountability, an
acknowledgment of plural centres of power — centre, locality,
institution and community — which must collaborate if the needs of
all are to be met, but which must also be willing to give an account
of purposes and to be held to account on the exercise of
responsibilities.

2 Governments will also need to determine the functions and powers of
the tiers of government within a new structure of partnership.

(a) The centre should, according to Ranson (1994, p. 115), have as its
primary functions:
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e enabling and promoting national policy for the learning society;
e developing the infrastructure;
¢ developing strategic planning and resourcing;
e commissioning research;

e evaluating the quality of learning.

(b) Local authorities should have as their prime function the

(c)

development of a systemic, public-minded and coherent approach
to learning: providing strategic leadership, that will encourage
local education partners to develop a shared understanding of and
commitment to quality in learning and learning provision, and to
the democratic concerns of a system of education provided as a
public service for the whole community. This will involve:

e promoting a vision of learning that will generate understanding
of the conditions and processes of learning necessary to release
‘the powers and capacitates of adults as well as young people,
and encourage them to make their responsible contribution to
the development of their society’ (Ranson, 1994, p. 122);

e strategic planning and resourcing;

e the provision of support and support services;
e evaluation of quality;

¢ partnership and networking;

e setting up structures and processes enabling participation,
voice and accountability.

Learning institutions, schools and colleges: the principal challenge
at the level of the institution will be to enable reform of the
learning process, in line with changing conditions affecting
education — changing goals, changing epistemologies, changing
theories of learning, and changing technologies. Ranson identifies
the following organizing principles to enable such reform at the
institutional level:

valuing the capacity of all individuals to learn;

e an emphasis on the entitlement of all to a comprehensive and
continuing education;

e a commitment to active learning;

e the promotion of partnerships with parents and the community.

(d) The community, parents and other stakeholders committed to the

need for lifelong patterns of learning: Ranson maintains that a
number of organizational mechanisms need to be developed, to
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support the identification of local needs, to facilitate participation,
and to support the co-ordination of schools, colleges and other
learning centres. Mechanisms might include:

¢ community fora;
¢ the appointment of community education officers.

Ranson’s analysis, of course, presents only one among a range of possible
scenarios for the realignment of governance and management powers and
responsibilities in furthering the mission of governments to extend opportun-
ities for lifelong learning to all. It nevertheless provides a starting-point for
reflection on the conditions necessary for the conception, articulation and
enactment of policies and programmes offering opportunities for lifelong educa-
tion for all.

CONCLUSION: STEERING AT A DISTANCE

In this chapter we have started from the premise that there are three elements
in lifelong learning: education for economic progress and development; educa-
tion for democratic understanding and activity; and education for personal
development and fulfilment. These elements are fundamental to the enterprise
of seeking to bring about: a more democratic polity and set of social institutions,
in which the principles and ideals of social inclusiveness, justice and equity, are
present, practised and promoted; an economy which is strong, adaptable and
competitive; and a richer range of provision of those activities, on which
individual members of society are able to spend their time and energy for the
personal rewards and satisfactions they confer.

To achieve these ends we argue that policy-makers and educators must
undertake a substantial reappraisal of the goals of their education policies; the
governance, management and resourcing of their education provision; and a
major reorientation of its direction towards the concept and value of the idea of
the learning society and lifelong learning for all.

We may infer from evidence gathered by contemporary analysts, such as
those working on the OECD Jobs Study (1994), that the current dominant
approach to education and training, based on governments’ monopolies and a
systematic provision of ‘front-end’ formal education and training, preceding
entry to the labour market, is inadequate. On economic grounds alone, techno-
logical and other structural changes have led to situations in which certain jobs,
skills and occupations become obsolete, to such an extent that the idea of a
‘front-end’ and ‘once-and-for-all’ conception of education as a preparation for
one career is now seriously out of date. The slow rate of labour-force renewal
through the entry of young, newly qualified workers cannot satisfy demand. As
qualifications become outdated more quickly than workers retire, there is an
increased risk of older workers becoming unemployed. Current education and
training provision is not sufficiently broad-based to address those problems.

The implications for government of such trends in economy and society as
the changing structure and pattern of relationships of the family, the changing
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pattern of employment and unemployment, population and demographic
change particularly associated with an ageing population, labour-force partici-
pation rates, change in the nature of available jobs, the increase in the number
of young people designated as being ‘at risk’, the increasing rate of technological
change, increase in the amount of discretionary time available to individuals,
and increasing globalization, are manifold.

Programmes of compulsory and post-compulsory education, and the avail-
ability of lifelong learning opportunities, must reflect and seek to address the
requirements flowing from and generated by these trends, particularly as they
have an impact on people’s life-chances and their preparation for frequent job
changes, periods of unemployment and increased longevity. For the education-
ally under-served and unskilled the implications of these trends will be
especially acute, thereby highlighting the need for governments to adopt a
multifaceted approach to policy development, governance and management in
education, incorporating serious and detailed appraisal and considerations of
the relationship between economic policy, education and social policy.

In respect to the administration of lifelong learning, governments are also
recognizing the need for a multifaceted approach. It is clear that questions
concerning the nature and number of the goals of education and training, the
curriculum appropriate to deliver them, and the institutional and systemic
arrangements necessary to secure them, transcend the immediate and limited
character, constituency and remit of system authorities and of the local educat-
ing institution. Across very many countries now there is perceived to be a need
for broad social and community partnerships to be forged between associated
interests, groups and sectors in a range of community stakeholders. Clearly
consideration needs to be given to the task of creating social consensus and
partnerships that will assist in the realization of governments’ policies for
lifelong education.

Given many countries’ concern for lifelong learning for all, an emphasis on
the institution of schooling as constituting the main way of providing people
with the groundwork for lifelong learning must be reconsidered. In recent years
there has been considerable debate regarding changing conceptions of educa-
tion, the public service, and the public administration of schools and school
systems. The patterns and procedures of the governance, steering and manage-
ment of education cannot be determined and set in train without some
clarification of the key concepts and values that shall define and structure the
administrative responses that governments adopt. As governments move
towards a reappraisal and reconsideration of schooling and education now seen
from a lifelong perspective, there is a need to provide an arena in which these
conceptual and value issues can be addressed and the appropriate systems and
forms of governance, steering and management decided upon.

At the present time new notions of administrative relationships in the
provision of schooling, seen within the context of lifelong learning, are still at
the stage of early exploration and articulation. They are tentative and lack
specificity. Notions of bureaucratic relationships, of the de-schooled society, and
of ‘the market’ have all been found to be outmoded or deficient, as new notions
of administrative relationships in the provision of compulsory education are
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explored. For governments a major challenge will be to examine and decide
upon ways in which new conceptions and models of altered administrative
arrangements and relationships can be fully elaborated, implemented and
appropriately evaluated in the real settings where the need for them is so
pressing. Of particular interest will be an exploration of the ways in which the
principles of autonomy and mutuality in governance and management can be
elaborated upon and made meaningful in educational contexts. The hope is that
in due course a proper balance between the claims of choice and accountability,
individual autonomy and centrally determined quality control, public provision
and private initiative will be achieved.

In the quest to realize the goal of lifelong learning, it is clear that govern-
ments are now taking learning beyond schooling to be as serious a matter as
schooling itself. A radical rethinking of education beyond the compulsory years
of schooling is taking place. A key issue in considerations relating to the
provision, governance and management of lifelong learning is, of course, the
question of who pays for learning beyond the compulsory years. The present
and future development of post-secondary education and training is being
considered in the context of a move towards shared funding responsibilities.
Employers and individuals who benefit from investment in learning are
increasingly expected and in some cases required to contribute a share of the
cost. Joint investment can enhance the effectiveness of learning by giving
several partners a stake in the outcomes. But there is the danger that financial
arrangements will inhibit participation by some groups in society and hence be
socially divisive. The optimal division and distribution of funding responsibili-
ties for lifelong learning remains to be decided.

The debate about the best model of provision and funding for the courses
and programmes that will meet the needs of learners beyond the compulsory
stages of education is still inconclusive. The question of the best model of
provision and funding constitutes the most crucial issue in the debate about the
best policies and strategies for any country’s approaches to learning beyond
schooling. This question must be addressed as one of central importance to
considerations of lifelong learning. The key issue is: what are the alternative
models for the provision and funding of learning beyond schooling that will both
facilitate the whole range of learning needs and yet at the same time be
economically efficient, socially inclusive and ethically just? If the market model
features distinctively among the proposals for a resolution to this question, then
a further question needs to be asked: what are the limits that must be placed
upon the ‘market’, given the moral imperatives embodied in the concept of
education and the social and ethical goals associated with lifelong learning?

In considering the range and kinds of lifelong education provision, the role
of governments in planning, steering, managing and funding such provision is
a key concern. Many believe that there is a strong case for governments to play
a strategic role in sectors where they cannot be the main provider of services but
where there is value in their influencing or providing a coherent framework,
including a range of incentives for a range of providers. Others see government
as undertaking the role of transaction facilitator, setting up the ‘playing field’
for provision. As governments move away from the role of monopoly provider
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and towards one of partnership with other agencies and institutions in a ‘mixed
economy’ of public and private provision, there is clearly a need to consider the
range of roles available to agencies, institutions and governments, and to assist
governments in selecting that role which they deem to be most appropriate to
their initiatives, values and goals in the field of lifelong learning for all.

In exploring the range of roles available to those who have traditionally
been both inside and outside the educational boundaries, the formation and
extension of partnership relationships between educating institutions and
business, industry, commerce and trade unions will be of increasing importance
in the realization of lifelong learning for all. It will be particularly important to
draw lessons from past dysfunctions in such relationships and from an exam-
ination of more recent successful practices and partnerships, so as to delineate
and draw attention to the features of these relationships that make them work
well. There is a need to explore the impact of such relationships as regards the
enhancement of lifelong learning upon such important goals as better and more
effective preparation for the workforce; creating shared goals among educators
and employers, and other industrial and commercial interest groups (such as
trades and craft unions and professional associations); and for influencing the
provision of learning opportunities offered by business, industry and commerce.
These joint endeavours should best be placed in a context of the interest all such
groups may be said to have in the formation of partnerships whose positive
collaboration and effective working can function as a rich source of economic,
individual and community development.

In broadening the concept of educational partnerships and extending the
boundaries of the learning society, there will also be a need to explore the ways
in which educating institutions can derive the necessary information, resource
sustenance and moral support from the various community, ethnic, cultural
and religious groups that comprise our multicultural societies. Engagement
with such groups and agencies will be a vital precondition for the enmeshment
of education in the work of all the various cultural, artistic, religious and ethnic
communities, whose existence and orientations form an important part of the
mosaic of lifelong learning, and of the whole range of constituencies that
comprise the learning society.

Governments will also need to enter into partnerships with those assuming
major responsibility in the planning and development of educational technolo-
gies and communications. In forging these partnerships, governments acting in
consultation with carriers and educational institutions will need to develop
policies for the educational applications of telecommunications technologies
which provide equity of access, common standards and a unified network
strategy between institutions and the external world via information highways
such as the Internet.

The realization of lifelong learning will also be heavily dependent on those
who assume responsibility for management and for ‘leading the learning
community’ at the institutional level. A significant effort should be made to
identify, motivate and provide requisite training for the range of people within
the community who can serve as leaders in the learning enterprise. The same
concerns for autonomy and mutuality should animate approaches towards the
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conception, implementation and assessment of such training schemes and
should feature throughout as part of the government’s approach to the mutu-
ally supportive and interactive roles of those in educating institutions who are
being trained to offer leadership and be agents of change in the implementation
of policies directed at achieving lifelong learning for all.
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Chapter 7

Connecting Schools, Families and
Communities

In this section of the book we attempt to identify some of the ways and means in
and by which the goals of lifelong learning may be achieved through the
activities of schools working together with other agencies, constituencies and
groups in the community. We begin with an account of the ways in which the
interests of lifelong learners may be promoted and achieved by linking together
the learning opportunities made available through the connections and forms of
co-operation increasingly being developed between schools, families and other
sections and groups in communities.

Many such activities take their starting-point from the concern of societies
to educate their young for their future roles, rights and responsibilities as
citizens in modern participative democracies and to promote and safeguard the
principle of social inclusion which seeks emancipation for all citizens. Yet
others begin from the premise that increasing the sense and the powers of
individual autonomy is a key factor in helping individuals achieve some degree
of success in learning about and creating a satisfying pattern of life-options for
themselves, then choosing a range of activities with which that life might be
fulfilled and its quality further enhanced.

Part of achieving success in these undertakings will involve bringing about
some understanding of, skill in and progress at establishing and conducting
relationships with other people, in the home, in the work-place, and in other
centres of community life. Given the number of causes, factors and phenomena
militating against balance, harmony and concord in community, social and
personal relationships at the present time, this is perhaps one area where a
stress on the need for lifelong engagement in educational undertakings of all
kinds can be especially beneficial.

Schools have a vital part to play here. For, in offering entrée and access to
opportunities for further learning among a range of individuals, groups, con-
stituencies and associations of interest in the community, it will not only enable
people to upgrade and extend their learning for vocational, political and perso-
nal growth purposes, but it will also lay stress on the ways in which group
co-operation and joint activity can make learning easier, more rapid and more
enjoyable. In this way schools offering themselves as centres of learning for
sectors of the whole community can act as agencies of mutual understanding,
healing, reconciliation and jointly supportive community development.
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SOCIAL BETTERMENT, DEMOCRATIC PARTICIPATION
AND PERSONAL FULFILMENT THROUGH LIFELONG
LEARNING

Learning for Social Betterment

The notion of social betterment has a particular point of applicability when we
come to consider ways in which the school and community can provide a forum
for social learning through lifelong education. In this regard it is important that
we move from thinking merely about effecting modification in society by means
of education, to thinking and acting to promote social development, as distinct
from social change, through educational endeavour of all kinds.

Commitment to the enterprise of social betterment through lifelong learn-
ing will be enhanced and made more effective if schools can look outside and
beyond their current restricted mode and remit of operation. Schools can seek
opportunities for outreach into their communities as a means of contributing to
their community’s growth and welfare. They can do this best by engaging in
discussion with the various organizations and interest groups constituting
their community and by setting up procedures and structures whereby each can
jointly work out strategies that will better involve as many sectors of the
community in the education process as care and claim to have an interest in
it.

One of the principal agenda of such discussions will centre upon the
shaping and framing of policy initiatives meant to cater for the differing needs
of all parts of the community — mainstream, minority, and outlying — whose
interests a school will serve. There will also be a need to concentrate on the
agenda of community development at many different levels — the family, locally,
organizationally, state, nationally, internationally.

Questions that will arise for schools in these deliberations are:

e What constitutes the concept of community with which we are
working?

e Do we presuppose the model of some consolidated, all-embracing
conception of community as some kind of unitary organic entity? Even
supposing such a thing to be possible, is the development of a unitary,
all-embracing version of community desirable?

e Or is our model of ‘community’ no more than that of the accidental
geographical agglomeration of different cultures, ethnic groups, social
classes, trade and vocational interests of various kinds, that form a
set of impermanent alignments, relationships and associations, some
of them consciously sought and deliberately entered into, others no
more than fortuitous and unintentional clusters of individuals
brought and held together in loose concatenation by economic forces,
vocational necessity or religious affiliation?

In addressing these questions, one thing is clear: whether the association of
individual constituencies into communities is accidental or deliberate, single or
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complex, different groups in society have often found and continue to find that
their most important task is to work together for the benefit of society or their
particular sector of the community, whether this is conceived in overall terms or
with relation to particular parts of it.

Schools will form their own answers to these questions. It is clear, however,
that they will see themselves as inducting their students into the life of their
own community and offering an educational service more widely within that
community.

One form this service has traditionally taken is for schools to act as a centre
where young people are able to learn a range of skills and knowledge that will
help them prepare for their future lives. Another form of educational service is
for schools to work with other agencies in the community to make learning
opportunities available to people who are not currently in paid employment, or
are beyond the normal working age. Yet another is for schools to act as initiators
or partners in joint ventures in the undertaking of targeted community aware-
ness and assistance projects. In such fora and activities it is possible for the
school to use community structures and frameworks more generally to promote
awareness of and response to the ideas of lifelong learning in the interest of
social betterment.

In these days of a fragmented society, many people are looking for friends
and often find friendships in the opportunities for social intercourse provided by
learning programmes offered in schools and other learning centres. For that
reason it is important for schools and education centres to provide a welcoming
and accepting environment and to be located in positions where they can be
conveniently reached. This is important in changing people’s perceptions of
education and learning and for making that learning accessible. Accessibility is
especially important if we are to enhance social inclusion through lifelong
learning by encouraging and welcoming the participation of hitherto isolated or
marginalized groups, the disadvantaged, the disabled and the elderly, in
learning activities — and by helping them to enjoy a sense of success and
achievement in doing so.

It is here that governments can work in co-operation with schools. Govern-
ments can promote social inclusiveness and betterment through the period of
formal education by taking such measures as: developing multiple pathways
towards educational achievement, recognizing different ways of learning, valu-
ing different kinds of knowledge, putting on programmes for the disadvantaged,
for those in remote areas, for the long-term unemployed, and setting up youth
initiative programmes; establishing a range of strategies for case management
for those who need mentors and appointing people to take a professional interest
in their advancement; offering labour market and counselling services for young
people; and serving as youth access and student assistance centres. There are a
myriad ways in which governments can promote the prospects of schools and
other education institutions acting as centres for community learning.

Here we see the importance of values in our approach to providing for the
educational needs of all members of our communities. For such endeavours as
are described above require insight, understanding, reflection, imagination,
sympathy, altruism and a commitment to democratic values.
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Learning for Democratic Responsibility and
Participation

In a democratic society, the need for and the stress on democratic values, civic
understanding and the readiness and willingness to participate in community
decision-making should be a thread that runs through all our education.
Democratic understanding and being prepared to exercise our rights and
responsibilities as citizens is an important part and function of lifelong learn-
ing, especially in a world where the task of understanding and judging on a
whole range of policies aimed at social and individual welfare has become
increasingly complex. Such civic skills are quite as important as social skills for
the citizen in a modern liberal democracy. For the principle of that form of
government requires of citizens not merely knowledge but also goodwill, toler-
ance, mutual respect and a willingness to bear civic burdens based on regard for
the goal of maximizing individual benefit and social welfare. Thus civic educa-
tion is not only about the political process; it is also about the free and willing
acceptance of the burden of community participation and responsibility.

An education for this end will take a number of forms. These will include:

o educating young people in democratic understanding;

e promoting opportunities for parents and members of the community
to participate in school decision-making;

e promoting involvement in community agencies in the life of the
school.

In the USA, the Association for Supervision and Curriculum Development
(ASCD) Panel on Moral Education asserted that at the heart of democracy is the
morally mature citizen (1988, p. 7). Among the recommendations of the Panel
were the following agenda:

e To urge all those involved in education to renew their commitment to
promoting moral education in schools — as a powerful unifying and
energizing force in the curriculum,.

e Educators to form partnerships with parents, mass media, business
and community groups to create a social and cultural context that
supports the school’s efforts to develop morally mature citizens.

e Schools to work for the development of a morality of justice, altruism,
diligence and respect for human dignity.

¢ Education systems to make sure that their moral education efforts
extend beyond the cognitive domain to include the affective and the
behavioural.

¢ Socialization into appropriate patterns of conduct and education for
critical thinking and decision-making to be included in the
curriculum.

¢ Institutional practices of school life to be predicated on an adherence
to these moral principles and to aim to contribute to the same moral
growth.
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e School teachers and administrators to understand clearly the
expectations of their role and responsibilities as moral educators.

Bottery identifies these strategies for schools seriously interested in pursu-
ing an education for citizenship in a democracy (Bottery, 1993):

e In primary schools begin the process of education for citizenship in an
optimistic and proactive manner by enabling children to take a more
active part in structuring their day’s work, in completing their work,
and then discussing how it went and how it could be improved.

o Use the fact that children are interested in politics and the running of
institutions. Systems of management in schools should allow students
to be knowledgeable in the running of the country, interested in
participating in constructive and critical change within society, and
feeling empowered to do so.

e Teachers, as role models, should be involved in the management of
schools as a right and a duty. Teachers and parents must be seen as
partners in the educational process. Principals must work
democratically.

Bottery concludes (1993, p. 7) that ¢ ... the gradual citizenship education of
pupils, staff, parents, and head, through the mechanisms of school manage-
ment is perhaps the best hope of an informed and empowered citizenry of the
future’.

Ranson reinforces this point. He argues that:

Education will always ‘fail’ if the capacity of young people has to be
sectioned off to match a pyramidal hierarchical society (the hidden
curriculum of which is learned very early by young people), underpinned
by a political system that encourages passive rather than active
participation in the public domain. A different polity, enabling all people
to make a purpose of their lives, will create the conditions for motivation
in the classroom. Only a new moral and political order can provide the
foundation for sustaining the personal development of all. It will
encourage individuals to value their active role as citizens and thus
their shared responsibility for the common wealth. Active learning in
the classroom needs, therefore, to be informed by and to lead towards
active citizenship within a participative democracy. Teachers and
educational managers, with their deep understanding of the processes of
learning, can, I believe, play a leading role in enabling such a vision to
unfold not only among young people but also across the public domain.
(Ranson, 1994, p. 129)

Learning for Personal Growth and Sound Interpersonal
Relationships

Education can be seen as a social activity for all learners that speaks to their
needs and also provides them with access to a large range of goods and sources
of personal satisfaction. Awareness of the pleasure and satisfaction that access
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to such goods and sources can bring is important as a motive and a justification
for providing lifelong learning for all people and attracting them to it.

To begin with, learning about personal health and interpersonal relation-
ships is crucial if the conditions required for people to expand their lifestyles is
to be secured. Life-threatening diseases such as those of the heart and various
forms of cancer still need to be brought under control, quite apart from the
dangers inherent in people’s engaging in risk-taking behaviours of all kinds.
People need to be aware of the ways in which they can minimize those risks and
give themselves an assurance of a healthy life, in order that they may enjoy the
activities that lifelong learning opportunities have opened up to them.

One of the most important preconditions for a life of personal satisfaction is
the need for positive and harmonious relations with other members of the
community. The incidence of such unhappy phenomena as work-place discord,
interpersonal contention, child-abuse, domestic violence, teenage suicide and
relationship breakdown leading to divorce is not decreasing in modern societies,
and such things not merely cause individual distress, pain and unhappiness,
but also take a great deal out of the community, not only in terms of the
financial cost involved, but also as regards the damage done to the social fabric
generally.

There is thus everything to be said for encouraging younger as well as more
mature members of the community to be aware of the dysfunctionality of such
factors, to learn ways of establishing and maintaining positive personal and
social relationships, and to learn the skills necessary to manage interpersonal
difficulties, discord and the peaceful resolution of conflict, in the home, in the
work-place and in relationships generally. There are such skills and they can be
taught, along with work in improving the disposition to follow such positive
pathways to improving social harmony rather than responding with negative
reactions to dysfunctional phenomena.

As much as anything else, people’s time at school affects the development
not only of the knowledge, skills and attitudes necessary for learning how to
engage in positive and harmonious relationships with other people, but also of
their awareness of their own identity as independent and autonomous human
beings, with their own view of the world and their own worthwhileness as
individuals. Thus, whatever other purposes it serves, education must be about
enabling and helping people to develop a sense of their personal value, integrity
and dignity, since this is a precondition for being able to develop satisfying and
mutually beneficial relationships with others. Many of the activities and proce-
dures of educating institutions will need to be planned and arranged to serve
this end.

Students in schools will benefit from approaches to them that consider
them and accord them the dignity of being treated as individuals worthy of
recognition and respect in their own right. This is a principle that can be
extended not only in the planning and delivery of curriculum activities and
learning experiences but also in the procedures and arrangements of school
organization, administration and governance. As a result of taking part in such
procedures students can develop further increments of self-awareness and
personal growth,
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The awareness of oneself is enhanced by the growing realization that
human beings live in a social world. As one of the best-known of Aristotle’s
aphorisms has it: ‘Human beings are by nature animals that live in groups.’
Individual autonomy evolves and increases pari passu with one’s developing
social awareness and acceptance of the obligations and responsibilities of the
patterns of human relationship and interaction in which we are all enmeshed.
Lack of attention to the need to sensitize our growing generation to the
constraints imposed on us (as well as the privileges conferred) by the bonds of
relationship and the claims of other people in the community has probably
much to do with the increasing incidence of such dysfunctional social phenom-
ena as marriage breakdown, domestic violence, child-abuse and teenage
suicide. Whatever other purposes education is to serve, it has at least as much
to do with developing an awareness of the need for agreeable and productive
relationships between ourselves and others, if our autonomy is to be preserved
and expanded and our chances of leading happy, rewarding and fulfilled lives
are to be realized.

Some of these matters will certainly be covered in the formal curriculum, in
such subjects as history, geography, literature, and in the understanding of
other cultures and societies as is a necessary feature of learning a modern
foreign language; but there is also a need in the curriculum to give more time
and attention to the nature, structure and improvement of human relation-
ships. Such attention could well concentrate on relationships in the home, in
the work-place, and in the community. In all of these, people will make choices
and follow paths of activity that they believe will not be inimical to their own
welfare but will offer them opportunities of further growth and enrichment that
will be of benefit to themselves and ultimately to others.

Some patterns of human relationships have changed and are still chang-
ing, of course: marriage may no longer be as tight or as permanent an
institution as once it was, yet the majority of people still choose it as the focus
and centre of what they see as a desirable and worthwhile form of life. So
important is this institution as a part of people’s lives that, if we are to enhance
its possibilities and learn how to deal with its challenges and difficulties, we
may quickly come to the conclusion that these are things that require overt
attention and work in our educating institutions. There is a need for marriage
education as part of lifelong learning in schools.

Given that children are offspring of close human relationships, there will
also be a need to teach parenting skills, that can show people how to deal with
the day-to-day exigencies of bringing up children but also increase people’s
consciousness of the larger moral obligations involved in the relationships
brought about through being a parent. There is also a need for education in the
ways and means of establishing and ordering tolerant and tolerable forms of
family life and in the ways in which these can be secured through the under-
standing and acceptance of family rights and responsibilities.

Knowles and Scattergood (1989, p. 67), in reference to the ‘Education for
Parenting Program’ in Philadelphia, show how this programme gives K-8
students the opportunity to gain knowledge about babies and toddlers through
direct observation and a written curriculum covering pregnancy, newborns,
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infants between 6 and 12 months old, toddlers and partnering. They regard the
value of this programme as consisting in the fact that it reaches students before
they are sexually active and when they are still amenable to changing their
attitudes. The programme teaches that parenting takes time, energy, knowl-
edge and skill; and it makes students think about the consequences of becoming
parents. In the view of the authors: ‘If students have a more realistic under-
standing of parenting, we believe they will be more cautious about becoming
parents.’

For very many people relationships, both in the family and much more
widely, are their principal sources of strength and support. When relationships
break down the resultant unhappiness not only affects the individual adversely
but is also injurious to the health of the entire community. At the present time
most schools fail to teach children how to reflect on and learn from their own
life-experiences and those of others. Courses on human relationships need to be
based on people’s own experiences and to show how difficulties can be avoided,
faced and dealt with, and how good things can be built upon and turned into
blessings.

Because this is so important, education about healthy relationships has to
start as early as possible, when children start school, or preferably before. A
beginning in this can be made with stress being placed on the importance of
such principles as fairness, respect for others, and consideration of their
interests. Attention needs to be paid to how children treat each other and how
they are treated; the Golden Rule of ‘Do unto others as you would that they
should do unto you’ cannot be applied too early, even if it has to be articulated
in some such form as ‘How would you feel if someone did that to you?

A particular example comes to mind in the case of bullying, which is widely
agreed to be one of the most unpleasant features of school life. Recent Aus-
tralian studies (reported in The Age, 1996) suggest that:

e Nearly 50 per cent of school students in one Australian state reported
having been bullied at some time.

e About 10 per cent of schoolchildren are victimized ‘often’ or ‘once a
week’.

¢ Bullying is more prevalent in primary schools than in secondary
schools and boys bully more than girls.

¢ The incidence of repeated bullying in high schools is greatest in the
first two years.

e Children in single-sex schools experience more bullying than those in
co-educational schools.

e The most common form of bullying is name-calling and teasing. Males
tend to engage in physical bullying, while female bullying takes the
form of verbal abuse or exclusion.

e About 7.6 per cent of female and 4.1 per cent of male students
experienced bullying lasting months or more. Such bullying often
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continued because the victim did not retaliate and because such
behaviour was tolerated by some students and adults.

These figures are dismaying and deeply shaming. They indicate that this
particular form of anti-social behaviour is a major cause of personal unhappi-
ness and distress. One researcher said that one former school student had
written to say that ‘he had left school in year nine to escape relentless abuse by
other students’. It is clear that some students and even adults feel that this kind
of behaviour towards other people is a tolerable and acceptable form of behav-
iour in other social milieux. We can postulate a link between that kind of
violence and oppression in schools and the incidence of such forms of behaviour
in society generally.

If society is to do something about bullying in the home, then schools and
the education service generally clearly need to do something about bullying in
schools. This emphasis gets a particular point of urgency with respect to the
incidence of that form of aggression in the home that is often seen as being
linked to bullying in schools — domestic violence. The experience of many groups
working with the victims of domestic violence is that such people often had
interpersonal difficulties, many involving bullying, at school. Many problems
with domestic violence appear to begin as early as primary school.

There is obviously a need here for a large-scale attack on this problem,
requiring address and overt action in educational institutions of all kinds. We
need to educate children and adults to turn away from such antagonistic forms
of conduct; we need to show them how damaging to individual lives and
destructive of the social fabric such behaviour is; we need to bring students and
adults to understand that such forms of action cannot be tolerated if our
community is to be harmonious and supportive of the right of all its members to
be secure from personal intimidation and oppression.

In sum, we need to teach children how to resolve conflict without resorting
to violence and to acquire the skills of non-viclent conflict resolution. For
certainly children and young people will, in their later years, experience
differences of opinion and values, problems in reconciling such differences, and
substantial divergence of principle and behaviour in the home, the work-place
and the wider community. This is where lifelong learning should begin, giving
people confidence in their knowledge and ability to tackle problems, to realize
that life is a learning process, to handle problems and to learn from them.

The conclusion of this is the realization that it is important to teach young
people to take control of their own lives and not to be dependent on the
judgment, approval or even the assistance of others. Children need to learn that
they can change, develop, take control throughout their lives. We need to give
all children experiences of learning that will enhance their sense of personal
independence, interpersonal competence and equal social standing. These
experiences will enable our young people to overcome the lack of self-confidence
from which so many of them suffer, will help diminish and take away any sense
of failure they might feel, and will encourage them to believe that they have the
prerogative to take control over their lives.

The school can do much to promote these ends by planning and putting on
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courses devoted to those competencies and values. In offering such courses the
school can work with other community groups, such as Women’s Health
Groups, which can give children a broader view of social issues and problems. In
addressing such vital matters as teaching the skills of conflict resolution,
schools should be working with other agencies and experts, such as Women’s
Domestic Violence Outreach or with MOVE (Men Overcoming Violent Emo-
tions).

In promoting and providing access to such socially and personally impor-
tant knowledge and skills, the school is not, of course, on its own. It can engage
the goodwill and co-operation of other agencies, groups and constituencies in
these vital endeavours — parents, members of extended families, churches,
trades unions and professional organizations of all kinds. Schools will be helped
by the realization that in seeking to address such matters they do not have the
responsibility to do everything, but they do have an integral role to play in what
is, after all, an endeavour that is essential to the health and welfare of the
community — and therefore an undertaking in which all interested constitu-
encies in the community are entitled and needed to play a major part.

BUILDING COMMUNITY THROUGH THE ACTIVITIES OF
THE SCHOOL

The success of lifelong learning has partly to do with the individual and partly
to do with the community. People’s experience of learning to work together in all
sorts of environments and milieux will encourage them to tackle further
learning on both a group and an individual basis. Individuals will come to have
a more informed understanding of the contribution they can make to the
welfare and development of their community, while members of the wider
community will acquire an increased understanding of the ways in which the
community can support individuals in the interest of social inclusion and
personal growth. Crucially, it is from their involvement as part of a group that
individual learners will develop the motivation and courage to embark on
extensions of their existing knowledge and skills for their own purposes, at the
same time as acquiring knowledge, skills and values that will contribute to
their community’s broader social goals.

Schools have a responsibility to take the lead in building a sense of
community. They have to learn how to develop strategic alliances with con-
stituent groups in the community, frame their aspirations into intentions, and
put their intentions into effect as activities for the school and the community at
large. Schools can do a great deal to act as promoters and agents of change in
developing positive community attitudes to the need for lifelong learning and
encouraging engagement in lifelong learning activities. They can assist in
providing a better integrated community of learning by facilitating people’s
participation in the educational and cultural life of the community; they can
extend opportunities for learning for all members of the community beyond
traditional barriers of space, time, age and location; and they can ensure
further learning and recreational resources are available for and offered to
people of all ages. Bringing members of the community into the school and
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offering them an entrée into some of their learning activities can open up,
facilitate and stimulate people’s participation in a range of learning ventures
for people who might otherwise not have access to them.

Of course this proposition may be reversed: there can be quite as much
material and experience in the external environment that can prove fruitful as
sources and stimulators of motivation and growth in bringing about learning for
students during the compulsory years of schooling. There are many opportun-
ities offered by being placed in environments outside the school in which
students will have experiences and encounter challenges through which they
can gain knowledge, skills and insights that will be relevant to the demands
they are likely to face in their lives. Such encounters with real-life situations
have immense potential for promoting students’ learning. These experiences
can include taking part in some kind of study or work-place experience,
spending some time on extra-curricular activities, or engaging in schemes of
community welfare activities or community projects of various kinds outside
the school environment.

People learn in, from and by their experiences and activities in all kinds of
places in the community, many of which have little to do with schooling and
education provision as it has been traditionally conceived. These sources of
additional formal and informal learning to be gained through experience
outside the school include television, radio, the work-place, the sports club, the
ethnic cultural centre, the library, museums and art galleries, the church, and
certainly the home, where access to computers and international information
and communication systems is increasingly available and can open up a world
of learning opportunities.

The important point is that schools must become aware of the potential and
the opportunities offered by these additional sources and sites of learning and
capitalize on them to the fullest extent of which they are capable and insofar as
they meet the schools’, the students’ and the community’s needs. For our
younger generation, such learning experiences need to be integrated into the
overall pattern of a student’s learning and, at the present at any rate, this will
occur largely in and through the school.

What is still vital is that schools should make it possible for all individuals
and groups to avail themselves of like opportunities in a place which has been
built and funded, first and foremost, for educational purposes and to provide
educational services. It will be especially important that government schools
have available to them the necessary resources to enable them to provide
facilities and equipment for all children and young people to take advantage of
the learning opportunities they provide. Without government provision of such
resources the danger is that many children and young people will have
restricted access or no access at all to those lifelong learning instruments to
which private access is enjoyed by some of the more fortunate members of the
community.

Facilitating the integration of all the learning resources existing within the
community, providing facilities and encouraging the active involvement of
members of community groups outside the traditional audience will ensure that
schools begin to be seen as a major source of educational advice, service and
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support for the entire community. This will cement the community’s view of the
school as being actively involved in the development of community life. But this
will occur only if there is a real sense of partnership in which there is a keen
awareness, a strong understanding, and an acceptance that the community is
going to be the beneficiary of the presence and activity of a vibrant and outward-
looking educational institution in its midst. One teacher with whom we spoke
during our research on lifelong learning gives an exciting account of how
beneficial such a presence can be: ‘I worked in a school that encouraged
community participation. We had parents coming in to use the woodwork and
craft rooms, when they weren’t used by our day classes. We had a committee
that looked at the needs of the community. We had a Drop-in Centre, where
anyone could come in for a cup of coffee.” With models like this before us, it is
hard not to agree that there must be greater involvement of schools in the local
community. Community participation and partnership with schools can be a
positive force for bringing the community together and giving people in it an
understanding and sense of involvement in the learning process.

All this speaks volumes for the vital part that committed principals,
teachers and parents can play in securing community involvement in lifelong
learning. But it is clear that, in order to play a primary and invigorating role in
leading the learning community, the school will need to be properly resourced.
We have found that many teachers and principals in schools are receptive to the
ideas behind lifelong learning in and with the community but there is a
widespread agreement that, at the end, if there are few resources of personnel,
funds, time and space, the chances of such an initiative’s succeeding will be
greatly reduced. With such resources, however, schools can achieve a great deal
in community outreach and help to bring about an awareness of the importance
of lifelong learning activities.

Resources can of course come to a school via a number of pathways — the
employing authority, sponsorship from business, industry and commerce, special
grants from non-profit-making organizations, interested community groups,
churches, artistic and cultural agencies, parents and friends. In respect of the
latter, however, we have to be cautious: evidence suggests that there is a dis-
proportion about the ways in which schools can seek sources of financial support
for their activities that can lead to some schools being starved of the funding
necessary to run programmes. In some areas a large proportion of the parents are
on some form of social or unemployment benefit; in others the proportion of such
parents is very low. It is for such reasons that the impetus towards increasing
community participation, particularly in funding the work of schools, can cause
problems for some members of the community, parents and the schools them-
selves.

Many schools have traditionally received substantial support and contribu-
tions from their community, and that is a valuable starting-point for a
community lifelong learning endeavour. This kind of approach is largely to do
with financial assistance and the willingness to take part in school governance,
both of which can be activities that are, relatively speaking, at some distance
from the educational ‘front-line”: but this is only one kind of approach to
enhancing educational opportunity. The challenge of lifelong learning with
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which we are grappling is much larger, extensive and more protean. Lifelong
education is not so much a supervenient service to the educational goods
provided by initial learning in the school: it involves all people in education and
the wider community tackling the problem of transforming traditional concep-
tions of education and replacing them with an awareness of the importance of
education across the life-span as an institution and agency of economic, social
and cultural advance.

The appreciation of the need for such a reorientation of thinking could well
take some time to permeate community attitudes and flow through to the
activities of the school. For what is involved here is nothing less than the
imperative to get people to accept and then become comfortable with the idea
that they will need continually to improve and update their knowledge and
skills. What has to be demonstrated clearly and persuasively is that an accep-
tance of the need for lifelong learning and an engagement in lifelong learning
activities will bring benefits to all. All agencies concerned with education,
particularly the school, need to engage in a process of the sowing and broad-
casting of a set of seminal ideas and the enculturation of those ideas to the point
at which acceptance of the benefit of a lifelong approach to education will grow
throughout the community.

Many educators now appreciate that they should try to foster a growing
awareness in the community of the need for lifelong education and a willingness
to recognize the need for learning at different stages through life. One means of
achieving this might be by way of an awareness-raising campaign; this can
certainly be arranged through a variety of media outlets and broadcasting
agencies. Another way of doing it is through the teachers and school commu-
nities themselves establishing exemplary models of constant learning and
renewal: a start could be made by having a few pilot schools that are willing to
undertake the exercise being given freedom to develop their own links with the
community and document their experiences. The results can be disseminated so
that other places have a basis of experience to follow.

In all such endeavours schools need to explain the benefits of lifelong
learning so that acceptance of the need for it and the adoption of the requisite
behaviours for it come about through the choices and actions of community
members, not only through the work of professional educators. The important
point is that greater attention needs to be given to integrating the educational
activities — formal and informal — offered by the school, the work-place, the
family home and the community centre, to make it clear that all can work
together to improve and extend people’s knowledge and skills and develop a
quality of life which is intellectually and socially fulfilling.

One of a school’s obligations in attempting to build new partnership
relations with the various constituencies in its community is to be aware of and
sensitive to the demands of the different social, cultural and religious commit-
ments that structure and define productive, tolerable and agreeable forms of
life for such constituencies. One of a school’s most important tasks is to ensure
that such groups co-operate with it for the benefit of the society they inhabit.

For some schools this will involve the discussion of cultural and religious
issues. This will necessitate all sides attempting to appreciate differences in
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matters of religion, culture and value in order that understanding may be
enhanced and capitalized upon and misunderstanding diminished. Such under-
standings will enable different groups to come together with more confidence on
matters of mutual interest and concern affecting the future of their children
and the community. Many schools already have considerable experience of
working with different ethnic communities and religious groups, many of
whom, while having their own views on events taking place around them, are
nevertheless aware of the importance of inter-group understanding and social
cohesiveness as preconditions for individual growth in a democratic and just
society.

If schools are prepared to allow for, to tolerate and to welcome with
understanding different religious and cultural groups as part of the school and
the school community, there is likely to be a greater potential for the develop-
ment of intercultural and interfaith understanding, tolerance and sympathy.
This will ensure that, when contentious matters of curriculum content, student-
centred styles of learning, innovatory modes of assessing student progress and
unfamiliar approaches to discipline are discussed, parents and others from
various groups will feel that they have a part to play in determining such issues
and will be confident that their point of view is sincerely sought and wel-
comed.

Learning to be open in this way to the views of others is itself a beneficial
effect of a school that is ‘open’ to its community. But such an attitude is not
something that develops easily or quickly; in some people that kind of openness
and tolerance takes many years to mature. This is another reason for seeking to
develop an understanding of the importance of lifelong learning and a commit-
ment to its value.

Such a commitment is not something that schools can impose on the
community; it must be worked on and developed over a long period of time. Its
growth will be facilitated by the way in which schools and other educating
agencies can arrange for people to bring into schools their professional talents
and their vocational skills and deploy them into the pattern of their functioning
and engagements in their normal everyday lives.

Schools and all educating agencies have to spread the message of the
benefits of lifelong learning so that more and more people will want to take
advantage of them. If people become more aware of the advantages offered to
them by engaging in lifelong learning they will be able to furnish education
providers with information on the kinds of opportunities and activities they
want to see laid on by schools and other learning agencies, as a prerequisite for
accessing those good things that are conducive to social as well as individual
betterment.

LIFELONG LEARNING AND THE LEARNING FAMILY

From the moment of birth, children are launched into a world of learning. Some
of these learnings are formal and active, in the sense that children come to
acquire them by activities involving directed attention, and work, with con-
scious and deliberate purpose, organized or facilitated for them. Other
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activities are more informal: these have to do with the ways in which children
come to acquire patterns of belief and behaviour, with no overt intervention or
directing action on the part of others. Yet other learning children acquire even
more informally, by undergoing particular processes. Some of these types of
learning — such as the processes of hand—eye co-ordination or body loco-motor
control — are gradually mastered more as a function of the individual’s physical
maturation than through the direct intervention of others. Other processes,
involving children’s conforming to and gradually adopting particular conven-
tions, customs or habits are acquired, not so much as a result of maturation but
rather more by a process akin to that of osmosis. That is, by being immersed in
an environment of interpersonal contact and interconnection, children learn
how to communicate and how to behave in ways that do not offend other
people.

Some of these skills can be taught formally in a school or other educational
environment; others are so fundamental a part of our being human that they
begin to be learnt in early childhood and in the company of other members of our
family and extended family. It is here that we realize the cradle of lifelong
learning is that in which the first stirrings of learning are experienced — the
family.

The family informally begins the process which the school and other
institutions later continue. The work of bringing young children into the social
world and the world of learning begins inevitably and necessarily in the home.
The basis of and the induction into the need to learn is set in train upon the
arrival of the newly born child into the family’s world. It is here that the stage
is prepared for all the learning that the individual child will need to acquire on
the way to developing independence and autonomy. The child’s introduction to
that need begins at the beginning of life in the family.

It is for that reason that children’s parents are rightly seen as crucial
agents of their familiarization with the notion of learning as a process and an
activity that, one way or another, will continue throughout life. Indeed if
parents are not convinced or concerned about the profound significance of this
notion — the idea that learning, whether it occurs informally or is worked at
consciously, is something that will and must continue throughout the whole of
an individual’s life-span — then it will be difficult for children to come to
appreciate and value the concept of lifelong learning.

Parents’ commitment to helping their children’s growth in knowledge,
awareness and skill will be exhibited and deployed via their encouragement of
their children in their learning, their provision of resources and artefacts of
various kinds in an environment that is conducive to learning, their seeking out
and providing experiences and activities in which children can extend the
boundaries of their knowledge and abilities, their attitudes to study and school,
the way they speak to their children, their approaches to the media and the
apparatus of modern information technology, their parenting skills, and their
own interest in and engagement in attempts to promote their own continuing
growth and development. All these things will contribute to a positive response
to the question of whether their children have some conception of their own
learning and some informed views on their own preferred styles and directions
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of learning for the future. These are important ways in which families can
function as a source and a stimulus towards increasing the understanding of
the meaning and value of lifelong learning.

Campbell (1992, pp. 2-3) has identified a number of characteristics of the
family which encourages learning. Such a family has:

¢ a feeling of control over their lives;

¢ a frequent communication of high expectations to children;
¢ a family dream of success for the future;

e a recognition of hard work as a key to success;

e an active, not a sedentary, lifestyle;

e a perception of the family as a mutual support system and problem-
solving unit;

e an adherence to clearly understood household rules, consistently
enforced;

¢ frequent contact with teachers.

Schmidt (1986) has reported on a successful programme of ‘Parents and
schools as partners in preschool education’ in Massoutah, Illinois, in which
parents spend 90 minutes each week observing their pre-schoolers who have
been designated as being ‘at risk’ engaged in learning activities. During the
remainder of the week, the parents take the teacher’s role at home. Schmidt
concludes:

With training and guidance provided by the teacher, parents are
encouraged to assume an active role in the education of their children
and to enter into a real partnership with the school. This partnership
brings about changes in the home environment that benefit not only the
child in the programme, but younger and older siblings as well. The
children experience a more cognitively stimulating home environment.
(Schmidt, 1986, p. 41)

The notion of the learning family and its link to lifelong learning has a
number of dimensions and possibilities for the school. There are important
areas of value and content in the school curriculum which all agree are vital to
getting young people ‘started right’. Families will understandably want to have
a large say in and about the ways in which young people learn about human
relationships; the rights and responsibilities of being a family member; and the
beliefs, principles and practices arising from their commitments, some of which
may be to particular religious denominations, for example. Certainly there is
much that young people can learn about such important matters in environ-
ments external to the family and the school; but success in ensuring effective
learning in all such areas will be promoted by incorporating the educative
impulses afforded by the obligations and responsibilities of belonging to a
family and a community into the life of the school.

One very powerful way in which this can be promoted and advanced is
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through parental involvement in their children’s school learning activities. This
may, in turn, necessitate providing access to lifelong learning courses for
parents through the agency of their children’s schools, using school facilities
and other resources that can be formally and institutionally provided. Through
various ways and means of involving parents in the whole range and time-span
of their activities, schools and other educating institutions can do a great deal to
build up a sense of community in the area in which they function as ‘centres’ of
the different constituencies that constitute their particular ‘learning commu-
nity’.

Such an approach establishes between schools and parents — and indeed
between them both and other groups in that community — a sense of partner-
ship in learning. The start of this is making parents equal in the choice and
direction of the educational experiences and activities being offered to and
determined for the child. Parents’ goodwill and active co-operation is enhanced
by their being engaged in knowing how to participate in advancing their
children’s learning.

This carries the corollary that parents need to know and understand more,
not only about the innovations in content which are being laid before their
children, but also about current changes in approach to teaching and learning,
so that they, for their part, can support and assist with their children’s
endeavours to gain understanding and attain the requisite degree of compe-
tence in the subjects of formal learning. There is an increasing need for parents
to take courses that will familiarize them with recent developments in concepts
of knowledge and theories of learning. This is an area in which schools can
provide a real service to lifelong learning in the local community. For if schools
and learning agencies generally can achieve success in getting more parents
and other members of interested groups involved in the learning of the young,
then it is likely that schools will succeed in getting broader acceptance of the
changes in schooling that are being brought about as a result of the increasing
emphasis on lifelong learning in schools, other educating institutions and
society generally.

If we accept that schools and parents must share an understanding and
work in partnership with each other for the potential of lifelong learning to be
realized, then each side of the partnership has to listen to the other and feel that
they will have their own concerns attended to; those concerns will also be
modified by the effect that the legitimate interests of the other has on them. An
example may be found in the concern of many parents that their young people
should start learning to specialize at a relatively early age in those particular
subjects that they feel will be of best use to them. One of the difficulties of early
specialization is that it is often encouraged by parents because they still believe
that early concentration on a particular set of skills and knowledge content will
secure their children employment; for many parents getting a job for their
children is the critical issue and the chief mark of success of education and
schooling. Parents who continue to hold this view are, however, somewhat
short-sighted. They need to be made aware that skills and content that seem to
be important at the present time will be either obsolescent or redundant in ten
years. They have not caught up with the message of lifelong learning, that the
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present generation of young people is being educated for jobs in the twenty-first
century that have not yet been thought of, do not have a name, or for which no
need has yet appeared. Schools need to look at ways in which they can help
parents in the development and enlargement of their own understandings of
social and economic changes, help them expand their own intellectual and
cognitive horizons, and expose them to the importance of preparing young
people to be adaptable and flexible in meeting the challenges of the future.

At the same time as there are contributions that the school can make to the
potential growth of learning in and through the family, there are, from the other
side of the partnership, an immense range and number of benefits accruing to
schools’ educational activity from the gifts, skills and contacts that parents can
bring. One of the potential benefits of greater parental involvement, for
instance, is that parents can provide the links necessary for connection to and
engagement with other community agencies, groups and constituencies. Links
with such groups and interests can be initiated by parents who have commu-
nity, commercial or industry connections. Such connections can often start with
the interests and activity of the parents. Sometimes the linkages are forged
from the work of a teacher or a community group or a person from business,
commerce or trade who has educational aims and purposes very close to the
heart of their interests, be they industrial, social or political.

Strategies for Promoting Increased Involvement by
Parents in the Education of Their Children, in the
School and in Their Own Lifelong Learning

In the concept of the learning family, then, we see how one of the chief educating
institutions of our society has its starting-point and offers further pathways for
learning. This is why one of the main connections of schools to their host
community must consist in and be measured by the linkages it forges with
parents. It is important, however, that parental involvement in learning part-
nerships with schools and engagement in their activities should involve all
elements of a school’s community, not merely the few who can be relied upon to
turn up at ‘Parents’ evenings’, or those who have the time, money or knowledge
to make a contribution to school management operations and activities.

The relationships we envisage here are far more complex and are closely
linked to the lives and values of all members of the surrounding community.
The complexity of the interactions and interrelationships between home, school
and family lead rapidly to the insight that community involvement in schools is
not merely about managing schools or helping in the raising of funds. The
emphasis needs to be on extending and enhancing the ways in which students
can more effectively and securely enjoy and succeed in their learning. This
means that parents need to be involved in helping to plan and deliver those
learning experiences and activities which will be conducive to good teaching
and learning.

In this undertaking educating institutions will have to plan and put in
place a range of strategies for engaging parents’ attention and interest in
learning, and for winning their collaboration and support. Such strategies will
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need to draw upon the capabilities for action and contribution that are specific
and relevant to that community. There are some general principles, of course:
parents need to be personally invited and engaged in some specific role and set
of activities; they must be welcomed into the school: there should be a space, a
parents’ room, or a ‘Drop-In’ centre in the school, where parents feel at home, a
place in which they feel they really belong in the school.

There are other ways in which a sense of partnership, co-operation and
community may be developed in schools. These will include such styles and fora
of engagement and interaction as are found in: establishing representative
committees at local level; using a broad range of people on sub-committees; or
developing special interest parent groups.

There is much more to such a partnership than strategies such as these,
however. Schools can also offer a service to families and help the parents and
extended family of their younger students by providing them with opportunities
to engage in their own lifelong learning. Indeed, we might point out that
parents themselves constitute one of the biggest markets for lifelong learning.
Teachers often find that their children’s parents are unaware of the magnitude
and complexity of the changes in subject content or styles and technologies of
learning that have appeared since the time they were themselves in school. As
a result some parents are often confused, bewildered and occasionally even
angry about what is happening in their children’s education. Because some
parents are unfamiliar with or do not understand the reasons for many recent
developments, they feel that they have lost control over their children’s learn-
ing and are far from being equal partners in what should essentially be a
collaborative relationship.

It is for such reasons that some schools are now trying to inform parents
about more recent changes in curriculum, teaching and learning methods,
school organization, and so on. For all schools to do this and to involve their
parents and community more fully in their work is one of the major forms of
lifelong learning for personal empowerment and development. In order to
educate children and young people well schools must also educate their parents.
For their part parents need to be aware of their own role in, but also their own
opportunities for, capitalizing upon and fulfilling their own lifelong learning, as
well as that of their children.

This point is illustrated by Nuckolls (1991, p. 45) who comments that:
‘When literacy becomes a family affair, the challenges for all concerned may be
formidable — but the rewards are immeasurable.’ Referring to the way in which
the problem of family literacy has been approached by the ‘Parents and Liter-
acy’ (PAL) programme in Tucson, Arizona, he notes that:

[This programme] began with parent classes in school and has evolved
into a home visitation model. OQur collaborative curriculum emerges
from students’ needs and parents’ skills. By pushing the limits of the
parents’ proficiency, we can also push the limits of the student’s
potential for school achievement.

(Nuckolls, 1991, p. 45)

Nuckolls gives an example of one mother whose learning to read with her son
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not only changed the behaviour of the son but also changed the whole character
and tone of the relationships between all members of his class: “The mood and
the dynamics of that classroom were changed by one mother with the courage to
grow with her children.’

In addition to the support and personal and professional service such
programmes provide, schools can offer additional learning opportunities for the
whole family. A school can play a great part, for example, in offering and
conducting programmes for introducing people to the skills of parenting and the
ways in which parenting problems can be approached. Schools are well placed
to offer parent effectiveness programmes and some schools and school systems
have been particularly effective in integrating parenting programmes into the
whole moral dimension and commitment of the school. The moral dimension is
particularly important in modern times of changing family structures and
relationships. The fragility of some family relationships can place enormous
stress on some children and schools have an opportunity here to be a source of
strength, support and practical assistance for such children, their families and
others in the wider community.

In addition, in times of rapid economic change and increasing unemploy-
ment, when the need for the skills of literacy and numeracy is particularly
pressing, schools can help parents and families address these needs: they can
offer courses in literacy and be providers and presenters of Adult Literacy
Courses. Similarly with respect to the skills of numeracy and mathematical
thinking generally, schools can provide courses in numeracy and modern
mathematics for whole families, in which parents and other members of the
family who may be challenged in this way may profit.

This is particularly important with our communities’ increasing use of and
reliance on the communicative devices of modern computer technology, advan-
ces and developments in which bid fair to exacerbate and increase the
generation gap between adults and young people. In this respect schools can be
an immense force for good, because they can give parents a chance to keep up
with their children. Schools can capitalize on the interest of parents in these
matters and assist them to undertake lifelong learning courses in a structured
way. They can offer various forms and styles of attendance on courses on
computers, either in small or in large groups. All that is necessary is the
realization that schools constitute a capital resource that is available twenty-
four hours a day.

Wheeler (1992, pp. 34-5) identifies a number of things that schools can do
to promote parental engagement:

e Keep records of school-parent contact, possibly with one teacher
acting on behalf of all the teachers of a particular student. Contacts
should be monthly.

o Initially use activities where children can experience success and
report success, i.e. adopt a positive approach.

¢ Translate materials for students whose parents do not speak English.
e Listen to suggestions parents make about their children.
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Encourage parents to visit the school. Issue invitations to specific
events.

Get support from local businesses and community agencies — be
specific.

Offer parents fun, family and food at school functions.
Provide support for parents on parenting.
Build trust.

When there is a serious problem, act at once.

Brandt (1989) also identifies a number of useful strategies for promoting
parental engagement in the work of schools:

Educators need to know their goals for parental involvement.

Methods of involving parents must take heed of parents’ situations,
e.g. work commitments, location, ete.

Parents want to work with their child at home and need direction in
this regard.

Effort must be made to secure parental involvement beyond grades 2
or 3.

Communication from school to home needs to be in simple, readable,
jargon-free English or in the language spoken by the family.

Look for volunteer work out of school hours and involve people other
than current student parents and community members.

Develop new forms of recruiting and training of parental leaders.
Appoint a lead teacher for school and family connections.

If schools take parental involvement seriously and work to involve all
parents, then social class and parents’ level of education decrease or
disappear as important factors.

Loucks (1992, p. 23) identifies the importance of strategies such as: parent/
student switch day; parent/student fund-raising; teachers in the round; good
news awards; newsletters; parent/teacher organizations; selecting parent/
family volunteers/alumni events; parent classes/invitational events. Loucks
concludes: ‘Be creative and innovative, find out what your parents and students
want, and then entice them and/or challenge them to become involved. The
benefits are well worth the time and effort’.

Rich (1984), in a report entitled ‘Helping parents help their children to
learn’, reveals the way in which the Home and School Institute has developed
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four rules for successful parental involvement programmes which have a link to
the learning family:

1 Link parents’ involvement directly to the learning of their own
children.

2 Provide ways for families to teach academic skills at home — home-
teaching projects which don’t duplicate school work, but which
parents and children can do together. The success of this experience
indicates that all parents, even those with limited formal education,
can help teach children.

3 Link the school’s work to the community — set up family learning
centres in schools and storefronts. Use senior citizens or teenagers to
staff these rooms and share the teaching materials.

4 Provide for parental involvement at all levels of schooling.

Rich concludes that to ensure the acceptance of a home involvement pro-
gramme, parental involvement must be seen as a legitimate activity of the
school, and reaching the family must be considered as important as reaching
the child.

Thus there are a number of strategies, ways and means by which schools
can act as sources of ideas and action aimed at addressing the needs of one of the
most important groups from among their constituents — parents and families.
The three important points to be made in this discussion are that:

1 The family has an equal importance with the school as a place and
context within which lifelong education can be instituted and
protracted.

2 The school and the family have to work in a relation of partnership in
order that the lifelong educational endeavours of each shall be
maximized and any barriers and constraints lessened.

3 The school can act as a centre of lifelong educational opportunity and
can be a provider of educational courses and resources to the whole
family of the students who attend it on a compulsory basis during the
years of formal schooling. In doing so it is acting out the full
implications of its mission to provide educational service to and act as
a leader in the whole learning community.

Some Challenges and Barriers to be Overcome

Notwithstanding the opportunities, there are also many challenges to be faced
if partnerships between schools and parents in providing and capitalizing on
lifelong learning opportunities are to be established and strengthened and the
role of leadership to be realized. The incubus of past practices, the inertia of
existing institutional arrangements and organizational structures, the inhibit-
ing effect of the expectations and preconceptions which many people both inside
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and outside the school — teachers, parents, employers — hold about schools’
proper role and responsibility as regards its educational purposes have all
functioned so as to constrain the school’s advance.

Harris and Associates (1987, p. 48) reported on the findings of the Metropol-
itan Life Survey of the American Teacher which:

. reveal that teachers and parents have somewhat different things in
mind when they ... favour parental involvement inside the school itself.
From the teachers’ point of view, that invelvement would include
volunteer work, various supportive activities, and promotional efforts,
but would stop short of any large parental role in decision-making over
curriculum or school policies. Many teachers are very willing to consult
with parents, but hesitate to place them in control. This is quite
consistent with the tendency of teachers throughout this series of
surveys to feel strongly about and indeed, to want to increase — their
professional role in those areas which they consider to be mainly
pedagogical in nature. From the parents’ point of view, however, many
are interested in the entire gamut of possible involvements, including
many who would favor placing parents on curriculum committees and
management teams with decision-making power. This is a surprisingly
strong expressed preference from parents to be involved in all facets of
education.

There are thus already in place many barriers: preconceptions about
respective roles and responsibilities of teachers and parents, physical struc-
ture, organizational arrangement, vision, against the notion that there could be
a place for parents to take greater advantage of the educational opportunities
offered by schools or for themselves to assist in educational provision and
delivery. It is plain that schools would be much richer and more thriving places
for education if there were more ways in which parents could be encouraged to
come into them, to be warmly welcomed, comfortably accommodated and
challengingly involved in their work.

At the moment, unfortunately, the ways in which most schools are struc-
tured and run militate against the presence of any group other than children
and young people, for whose educational needs and interest they are seen as
being primarily established. For example, the idea that schools can be a
community educational resource that does not shut down at the end of the
formal school day is still strongly contested. Furthermore, many adults are not
comfortable in a school environment which is usually child-centred rather than
orientated towards an adult culture. Such preconceptions, structures and
processes are still found all too often in many schools and tend to lead the
exclusion of most other groups, particularly adults.

Of course the supervisory and ‘custodial’ role of the school is important,
particularly in primary schools. A school’s responsibility for the safety and
welfare of its students at times when they are under its ‘guardianship’ means
that schools and teachers have a legal duty of care towards those with whose
progress in the formal and compulsory stages of education they are charged.
Such a duty necessarily imposes conditions on the school’s openness and
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accessibility to other groups of people. Notwithstanding this very proper con-
cern, however, it is still important to make parents and other interested parties
feel that they do have some sort of access to the opportunities for education
offered by a school to all members of its community, even if such access has to be
limited in some ways.

To turn this situation around, to redress what many see as exclusion, and
to capitalize upon the opportunities for providing educational services to a wide
range of members of the community is a major undertaking, requiring sub-
stantial changes of many dimensions. It will demand a considerable change in
attitudes, a reconceptualization of schools’ educational purposes, and of course
the necessary funding and resources to provide for the extension of educational
benefits and opportunities to the community more generally.

This will involve altering and reconstructing present conceptions and
cultures in schools to make them more accepting of and acceptable to adults.
Schools need to be demystified in the minds of considerable numbers of their
constituents. Unless and until schools succeed in remodelling themselves, or
being assisted or required to do so, and in bringing about and presenting a
transformation of themselves and the ways in which they act and are perceived,
there will continue to be groups of parents, especially those who themselves did
not succeed in schools, who will feel and who will be isolated from them. At
present, many parents are inclined to view schools only as places to go for advice
and assistance when their children are in some sort of difficulty or trouble.

In order to transform such attitudes schools will have to work hard and
often against the grain of existing preconceptions. They will need to dismantle
the barriers that frustrate effective and co-operative school-parent partner-
ships. Such barriers include: apprehension of each other by both groups; lack of
knowledge on the part of some teachers as to how to set up effective working
relationships with parents and how to use them as agents of real educational
transformation; and, in the case of some parents, particularly migrants or those
of non-English-speaking backgrounds, some embarrassment about their defi-
ciencies in language and communication skills. The need to care for other
children at home or to go out to work are often barriers against the participation
of some women in the school’s work. One mother we spoke to in the course of our
research on lifelong learning puts this experience, and the sense of exclusion
and frustration it generates, very clearly: ‘As a working mother I play almest no
role in my children’s school. I put down my name to help but I am available only
evenings or weekends. I never hear a word. Schools will miss out if they don’t
learn to harness the energy of parents who aren’t available during school hours.
Schools have a role to assist parents in addressing some of the Lifelong
Learning issues.’

Last, but by no means least in importance, are the traditional expectations
that parents contribute to schools mainly by acting as providers of money,
resources, time and effort in particular times or cases of need, rather than being
seen as true partners with a mutual interest in the quality and excellence of the
work of their school in their own community.

All such factors tend to inhibit the effectiveness of the co-operation between
a school and this most important of its groups of stakeholders. Of course,

190



Connecting Schools, Families and Communities

schools will be realistic about this; they will accept, and some parents will make
it clear, that not everyone wants to be involved in the life of the school. Most
parents want the best for their children but they cannot be available for every
form of service or make a constant contribution to the school’s undertakings all
the time.

There is a further caveat to be made regarding parent—school partnerships.
Schools must respond to the reality that there will be members of their school
population who are unemployed, living below the poverty line, or disadvan-
taged in other ways. Some parents may not be able or may not have the
confidence or time to become involved in the work of the school, especially when
they are in the poverty trap. The problems that schools must try to avoid are
those caused by a situation in which it is only the more affluent parents who
have the time, energy and confidence to engage in interactions with the school
and who can benefit from school-parent partnerships and lifelong learning
initiatives. It is here that issues of social justice arise. Governments have a
responsibility to ensure that partnerships and lifelong learning opportunities
are adequately resourced and inclusive, for access and equity to be assured.

Getting parents involved and active in the life of the school is fundamental
to helping to bring about a lifelong approach to learning. But there is an
important note of caution to be struck here: both school educators and parents
will have to come to terms with and learn how to manage the reductions in
stability and in a sense of security which can come about when students move
out into the community as schools adopt a lifelong learning approach. Both
schools and parents will best help each other when they realize that the
dynamic social and economic changes that are doing much to set the stage for
lifelong education are likely to take away some of the old certainties and
securities and bring in instead a climate of uncertainty, instability and risk.

Given this understanding, schools will need quickly to locate and define the
‘comfort zone’ within which professional educators and parents can work
effectively in partnership with each other. This area needs to be identified,
established and then worked on with the aim of broadening and deepening the
limits within which school-parent partnerships can operate most construc-
tively and productively for the good of all members of the school’s community. In
that way schools will quickly learn how best to harness the energies of parents,
how to expand parents’ understanding of how schools operate and for what
purposes, and how to make the fullest and wisest use of the full range of
resources available in the community.

From the foregoing, one implication follows immediately. It is that learning
about partnerships with parents — and indeed with all constituencies interested
in the work of schools in the community — should be part of pre-service teacher
education and training and should continue to feature in schemes of pro-
fessional development. This is important if old stereotypes are to be demolished
and negative preconceptions removed. Many teachers believe that, in respect of
the education of children and young people, they have a particular professional
responsibility and a clearly defined role, and that parents have another, but by
no means the same, role. Teachers and parents need to communicate better so
that they can work together, in a common direction, for the benefit of all those
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involved in and capable of benefiting from the education process over the life-
span.

LIFELONG LEARNING AND THE MULTICULTURAL
COMMUNITY

One of the most common descriptions that people apply when talking about the
present composition of many societies is that they are ‘multicultural’. What this
term means, however, is less widely agreed. For many people it simply refers to
the fact that a particular society is now the home of many different ethnic, racial
and national groups who have, for various reasons, come from a point of origin
in another country or society and settled there along with the original inhab-
itants of the place. For example, in Australia, since its first European
settlement in 1788 most of the country’s inhabitants have come to it from
distant shores. At the level of historic description, ‘multiculturalism’ simply
means that a country’s population is now constituted of representatives and
bearers of many different cultures. In this sense ‘culture’ connotes those
structures and patterns of belief, value and practice that specifically character-
ize a group observably different in particular physical features and/or certain
distinguishing symbols, tongues and behaviours, from other groups. Nothing
more than an accidental accumulation of such differences may be meant by
‘multiculturalism’.

For many people, however, the arrival of representatives and bearers of
different cultures evokes a different response. For people in some countries at
earlier times of foreign settlement, the notion uppermost in the beliefs, values
and attitudes of government and other civil authorities was that of ‘assimila-
tion’. According to this notion settlers from abroad had to adjust and
accommodate themselves to the dominant culture of the ‘home’ group and
become bearers of that dominant culture themselves.

Another view was that of the ‘melting pot’ mentality, according to which all
new settlers to a new country had to make every effort, along with the existing
and still incoming inhabitants of that country, to forge a new culture in which
the individual contributions of all cultures would fuse to form a greater, and it
was hoped, overall harmonious whole.

A development of this idea was the notion that modern society should be a
kind of ‘mosaic’, in which individual traditions and cultures would maintain
their own identity, independence and distinctiveness but would also be inte-
grated into some kind of overall configuration, that would in its overall pattern
and shape fuse a kind of differentiated harmony in a new political and social
environment.

Finally there has been a notion of the desirability of separate development,
in which groups from different geographic locations, races, tribes, creeds and
colours would live within their own separate locations, maintaining a separate
identity and form of life, which would in some way establish ‘boundaries’
against intrusions from external and incompatible cultural norms, conventions
and demands.

These are only a few of the characterizations of the ways in which different
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ethnic and cultural groups come to constitute a nation’s social fabric. There are
others set out at greater length in works devoted to the topic (cf. Aspin, 1988). Of
these characterizations it seems that, though there may still be, in certain
quarters, continuing regard for the ‘assimilationist’ ideal, there would be few
environments now that would base their immigration, ethnic affairs and indige-
nous peoples policies entirely on that notion. Similarly, recent events in South
Africa and elsewhere suggest that, if there was ever anything to be said for the
idea of cultural enclaves, that view has been refuted by a growing awareness
and acceptance of the need for intercultural understanding and respect for
ethnic and cultural diversity as a key feature of a tolerable form of life in
modern participative democracies.

Many modern states are now endeavouring to work out various forms of
‘mosaic’ theory, some with greater, some with lesser, degrees of success. Behind
and underlying all such attempts lies a set of principles: widespread acceptance
of the need for mutual tolerance; respect for difference; consideration of other
people’s interests; concern that all should be accorded equality before the law
and in all social institutions and political arrangements; and the determination
that people should be able to exercise and enjoy full civil rights and entitle-
ments freely and without being subject to duress. Thus any form of multi-
culturalism today takes as a basis the ethical principles of respecting all human
beings and trying to work out ways and means of the various groups that
constitute our society living harmoniously together while maintaining impor-
tant cultural differences.

This task requires the work of educational and social agencies of all kinds.
One way of building tolerance is to have people fully informed about the
possibility of unity and differences in diversity. Beginning with children and
young people in school, there is a need for people to understand others in their
society, accepting and respecting each other’s differences.

There can be problems on all sides here, though. Many migrant and
minority ethnic communities are still relatively hindered in their attempts to
achieve social recognition and emancipation because of their as yet restricted
communication skills. Among ethnic and indigenous groups in many societies
there are many who are information-poor and speech articulation-poor in the
dominant language. There is also the view that some of the social practices of
such groups are not congruent with the norms, conventions and values of the
dominant society. From the perspective of some members of minority ethnic
communities, their sense of dislocation from their own geographical origins and
the desire not to ‘lose touch’ with the deepest parts of their identities lead them
to adhere even more firmly to the cultural mores and values that they brought
with them from their places of origin. This can lead to isolation from the bulk of
the community.

Any society concerned about the integration of all its citizens into the body
politic and concerned to have them fully taking up their rights and privileges, as
well as answering to their social obligations and civic responsibilities, will want
to address such attitudes, since they could lead to division and social tension.
Modern societies with a commitment to social inclusion will want to try to break
down barriers between their constituent cultures and bring people together.
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This requires the work of educational and other social institutions. Schools and
other educational agencies have a part to play in informing people and trying to
give them the disposition to be open to the larger world beyond their parochial
subcultures and local groups.

Included among the strategies that a school might employ are: initiatives of
community development, the arranging of cultural and ethnic celebrations, and
the arranging of social occasions where people come together and share. Schools
can also work with different community ethnic, cultural and religious groups in
the interest of community development more generally, particularly where
community resources, such as schools, libraries, arts and cultural centres,
sporting venues and recreational facilities and the like, are available and
worthy of support and promotion.

In the effort to give such support and assistance to agencies and institu-
tions that provide for and further the welfare of all sectors of the community,
there will clearly be times when people from widely different backgrounds, and
of widely different tastes and inclinations, can join together; where differences
are valued and accepted. This means that learning communities more widely
should respect the ethnie, cultural, spiritual and religious dimensions of the
lives of their members. They can promote and achieve this by setting forth what
the different ethnic and cultural groups can offer each other.

In this undertaking we already have some fine examples of some people
and cultural groups acting as leaders in the learning community. In a suburb of
Melbourne, Australia, for example, the imam of the local mosque tries to
enlarge the strong relationship between his community and all the people
around it by speaking to schools and other groups about his faith, life and work.
Jewish organizations too are very active in promoting links with their commu-
nity and in integrating their cultural activities into the broader community
life.

There is a need to involve the whole range of ethnic community leaders and
structures and organizations, television, press and radio in an attempt to
increase social inclusion, emancipation and eventually a wider integration of
such groups into society. The multi-ethnic and multicultural nature of many
modern communities should be presented to students in ways that encourage
acceptance of every individual as a human being to be respected. Schools can
promote a spirit of working together to serve the needs and interests of all
citizens — common, joint, communitarian and diverse.

A part of this will consist in providing opportunities for lifelong learning for
members of ethnic groups. One way in which this can be tackled is through the
provision of language and literacy courses. There are many older members of
ethnic communities — and especially women — who still feel themselves inhib-
ited from identifying and seeking out opportunities that would allow them to
have access to a culture whose major language and cultural values are alien to
them. There are major areas of need for lifelong learning for members of such
groups: they lie in providing adults with general skills of literacy and numeracy
and thus introducing them easily to English as a second language with its own
world of listening and speaking skills.

Schools can also offer a service by running community programmes in their
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constituent groups’ own languages. It is often the older and more recent arrivals
who are disadvantaged in lifelong learning when schools and other institutions
persist in restricting themselves to using only English as the language of
instruction. Adult literacy courses can readily be conducted in a neighbourhood
school, starting in the community language(s) and moving on to English as
people grow in comfort and confidence. Helping ethnic minorities make prog-
ress in English in this way has other advantages too. It can be used as a focus to
initiate people into the idea of lifelong learning. Literacy programmes can also
be used as a focal point for integrating other programmes for the acquisition of
life-enhancing skills. We know that adults learn better if the skills they are
working to acquire are embedded in a process that is intelligible and has direct
relevance to their daily lives. In addition, through language classes and other
fora, greater awareness of the need for intercultural and inter-group under-
standing can be promoted.

There is a powerful and indeed overriding need for education institutions to
work at increasing the community’s understanding of indigenous people and
their culture and to promote respect for these throughout the school curricu-
lum. In the aboriginal community in Australia, for example, great value is
attached to an holistic learning environment, in which all elements and persons
are involved. Here it is important to have parents and members of extended
families coming to and learning in schools, for this has the added advantage not
only of helping adults to learn but also of enabling the adults’ learning successes
to serve as model and motivation for the efforts of younger indigenous people.

Schools, in planning multi-ethnic curricula and a multicultural pro-
gramme of educational services, will need to stress the value of diversity. Part
of this will be to promote awareness by various ethnic and cultural groups of
their own educational potential and the advantages of looking outwards and
going beyond the boundaries of their own religious and ethnic communities.

This last point needs to be stressed. For the multi-ethnic and multicultural
composition of our society makes us aware that the learning community has not
only cultural but also religious dimensions. Our policies for education and other
agencies must be sensitive to this and be prepared to accommodate to such
differences. Schools need to develop an inclusive language in respect of faith
issues and to introduce students to different traditions of faith and practice in
an inclusive rather than an excluding way.

A specially helpful way of doing this is in the ecumenical service model in
operation in the involvement of religious leaders in the work of schools. Repre-
sentatives of different faiths have their own part to play in increasing
information and expanding the boundaries of tolerance and showing the ethical
basis for the principle of tolerance. Such approaches will foster a process of
growing together in the community. For, we might say, among the purposes of
the school, two of the most critical are to pass on the cultural heritage we have
and to challenge it critically, where it fails and where it can grow, so that the
community that bears it can grow into a better civilization, more democratic,
and one that lives the values of the moral commitments that embody its basic
religious beliefs. Schools are being well served in this by contributions from a
number of churches and religious organizations which are providing for school
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students services which themselves are manifestations of an all-over approach
to lifelong cultural, religious and moral commitments. These also have poten-
tial for developing and securing lifelong learning.

LIFELONG LEARNING AND SOCIAL INCLUSIVENESS

Another part of promoting a policy of access and inclusiveness in offering
lifelong learning opportunities to the community is to ensure that no one as a
result of handicap or disadvantage is barred from taking advantage of such
opportunities offered. In planning lifelong learning opportunities it is impor-
tant that, in pursuit of the principles of equality and social justice and in the
interests of a better integrated community, schools make facilities available to
the disadvantaged and those with disabilities.

There are many forms of disadvantage, however, not merely those in which
people are intellectually or physically challenged in some way. Disadvantaged
groups include some seniors in our society, dwellers in rural environments or
far distant locations, people who are housebound, and people who suffer from
difficulties of all kinds that inhibit their taking advantage of opportunities. It is
very important to build up networks in the community to act as points of
reference and sources of support for the housebound, older people, and those
who suffer from ‘the tyranny of distance’, and thus to make learning accessible
to them.

Among those who are hindered from achieving easy access to sources and
units of learning are those who suffer from anxieties of various kinds. Among
such anxieties, one that can be especially disabling is anxiety about new modes
of computer literacy and communication by means of modern technology. The
new literacy of today includes technical literacy and if one is not adept in using
it, there is a decided sense in which one is disadvantaged. This is particularly so
for some seniors in our society: there is a real need for our senior citizens to
become computer-literate, in order that they may be able to function more
effectively in our community, as well, of course, as to add to their own sources of
satisfaction and enjoyment. Banking and shopping, for example, can be made
much easier for those with the requisite technical skills.

In this endeavour an important step forward will be to target specific
groups who need access. In order to identify such groups it is important to make
liaisons with key agencies in the local community and make use of the informa-
tion that can be provided to schools and other education centres by doctors,
clinics, local council employees, and so on. Where schools have outreach pro-
grammes responding to the needs of the whole community, they should aim to
have the maximum use made of their facilities, making them accessible to
people with disabilities and people of all ages in the community.

There are many forms that such access could take. There is, for example, a
strong interest in life writing courses. These can be taken on a correspondence
basis by people who are housebound. There can also be telematic links built into
these activities. Sometimes people simply want to have someone with whom
they may have contact and share their learning about writing: lifelong learning
can have enormous value in simply providing a form of social contact for the
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isolated in our community. One other avenue to explore will be to develop and
target programmes to expand people’s leisure options and in this way to give
them an entrée into community groups and the larger society.

Lifelong education programmes can also help people who are in some ways
challenged or disadvantaged to become better aware of their civic, political and
social rights and privileges. This can start at the level of helping people in
Ministry of Housing projects to establish where to go and how to handle
particular sorts of difficulties they may encounter with the fabric of their homes
or the range and level of services available to them. Such an approach can
broaden into a form of thoroughgoing political education that could end with
some learners seeking to represent their constituency’s interests by standing
for election to public office. These are examples of some of the beginning points
for those lifelong learning activities and structures that can promote and
enhance social inclusion.

THE SCHOOL AS A LEARNING COMMUNITY

In opening up opportunities for lifelong learning and in modelling the learning
community, schools should look beyond their current mode of operation, which
often tends to be inward-looking and focused only on providing education to
those students who come to them on a full-time basis during and shortly after
the compulsory years of schooling. Schools need to transform that approach, to
look beyond their boundaries and to consider their communities as areas for
expansion of their educational effort. Schools can try to identify what they, in
consultation with other groups, believe to be community needs for educational
provision and then work jointly to develop and articulate strategies that will
involve the community more fully and better in the education process. It is,
after all, part of the role of an organization to examine itself and make an
assessment as to whether or not it is fulfilling in its role in the most effective
way. Offering educational services to individuals and groups in its surrounding
community who have learning needs that the school can satisfy is part of the
school’s raison d’étre. Schools that understand this and have envisioned for
themselves a broader role in serving the community are more likely to open up
their facilities and to develop them more extensively for the use and benefit of
all the community.

It is unfortunate that traditionally many school doors have been firmly
closed against the entry of the community. It is difficult for schools, that in the
past have seen themselves as closed organizations, to change their attitudes
towards becoming open institutions that can provide many sources of informa-
tion and possible avenues of expansion to cater for the needs of people who have
very different learning requirements from those of children and young people.
Yet schools are a community resource; they are funded and supported by the
community, and part of their responsibility is to be open, available and account-
able to the community.

This means that schools need to consider being open for many more hours,
making their facilities and skills a general community resource, serving the
community of which they are a part. They must keep in mind that adults
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operate on different agendas of time and other conditions that will facilitate
easy learning. In future we need to envisage schools expanding their roles,
being far more community-based, with different groups coming in, mixing,
interacting with and affecting each other. We need to see the school as a
resource centre which is open and available, where facilities are made available
to those who have learning needs of any kind. For accessing these resources is
going to enrich the community and help people to improve the quality of their
lives.

Schools can provide training and recreational venues for the community, in
the daytime as well as in out-of-school hours. This might mean setting up forms
of organization, administration and teaching and learning that differ con-
siderably from more traditional methods and procedures. Groups of adult
learners can, for example, run courses in the school for the community, in which
they provide the resources, staffing, and the curriculum while the school
provides merely a room and a whiteboard. Schools can also be seen or consti-
tuted as cultural venues, just like community centres, libraries, public
buildings, and other facilities for public edification and enjoyment. Indeed in
small or rural communities they can be the main cultural venue for the local
community.

The above are among the many reasons why schools must use their
available time, space and resources to offer educational services to parents as
well as children, to older members of their community as well as to the younger
ones. They must want to have a broader role in the community. But, as we have
noted, one of the key preconditions for succeeding in fulfilling this role is
accessibility, and providing and guaranteeing that accessibility is one of the key
issues for lifelong learning. This accessibility can be best secured and more
widely encouraged by schools participating with other groups and agencies in
their environment for the extension of educational offerings in and to the wider
community.

Schools need to be contributors to the management of their own learning
environment by seeking help, advice and resources from those cultural, ethnic
and religious organizations in the community that themselves have a strong
part to play in promoting learning. In this endeavour schools can connect with
neighbourhood houses, community libraries, health centres, the police, child
care providers, hospitals, universities, colleges, industry, trades unions, local
councils and libraries, Probus groups, and radio and television stations. All of
these agencies, service-providers and institutions need to interact, collaborate
and form links and interactive networks by which their promise and provision
of more numerous and more frequent occasions of educational benefit can be
assured and more diverse and sophisticated collections of learning resources
may be generated and afforded them.

One might argue that there needs to be some sort of local community
arrangement or structure to make possible the setting up of some kind of
process for bringing the various community groups together. Local councils
could have a role to play in putting such structures and processes in place, to
enable projects of community value and benefit to be undertaken by groups
working together. People can experience considerable individual benefit from
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working on a project that has some meaning both for them and for other groups
in the community.

Schools could publicize and provide information about all kinds of lifelong
learning activity in the community. They could provide a one-stop shop where
people could go and identify things they might want to learn about or courses
they might want to take. As things stand at the moment, few people can use
schools to access the requisite or appropriate information, let alone identify the
actual courses they might take. The task of setting forth and of offering lifelong
learning opportunities is increasingly devolving upon community centres and
non-traditional forms of education. To add schools to this list of centres of
provision could easily be arranged through the work of such bodies as local
councils, Councils of Adult Education and other agencies, which could work
with schools and help with the provision of support.

One source of such support comes from people in the community itself.
There is an enormous resource of people in late middle age and those who are
older who are looking for a continuing role in society and need to feel that they
have some part to play as useful members of society. There must be ways of
making links with those who have expertise involving them. There is a whole
range of possible structures and procedures, formal or informal models of
arrangement or institutions, such as, perhaps, something like a mentor scheme
that could be considered and examined creatively, so that people of all ages and
conditions might be provided with space and time for lifelong learning. This is
one way in which community providers can identify and reclaim those for whom
schools have not provided an adequate foundation for lifelong learning and
provide them with sources of inspiration and alternative avenues of advance-
ment.

Enrichment of community life by the networks of schools, local councils,
community organizations and agencies of all kinds has the potential of fostering
a sense of responsibility, community involvement, social trust and reciprocity.
For, insofar as people engage in giving to the community and contribute to the
setting up and running of community activities, by so much does the community
benefit.
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Chapter 8

Establishing Relationships with
Business, Industry and Commerce

The importance of there being a range of relationships between schools, busi-
ness and industrial and commercial concerns is not a matter of the rhetoric of
school-community relations or of schools seeking philanthropic benefits from
their links with such agencies. Such partnerships are seen these days much
more as a matter of survival.

In this chapter we shall focus upon the relationships and partnerships that
schools can forge with particular groups in business and other commercial,
industrial and professional groups. We shall be particularly concerned to draw
lessons from past dysfunctions in such relationships and to delineate those
features that make them work well. We shall explore the impact of such
relationships upon such important goals as better and more effective prepara-
tion of students for the workforce, creating shared goals among educators and
employers and other industrial and commercial interest groups, and influenc-
ing the behaviour of business, industry and commerce. These joint endeavours
will be put in the context of the interest both schools and such groups have in
the formation of partnerships, whose positive collaboration and effective work-
ing can function as rich sources of community development and lifelong
learning.

DECENT CORPORATE CITIZENSHIP

The need for a new approach to the building of partnerships between educa-
tional institutions and the industrial and commercial sectors arises from the
increasing recognition on the part of both business and education that educa-
tion and training is now the critical resource for any kind of growth and
development in the economy, society and community. How such growth is to be
assured and such development strengthened is not fully clear but the realiza-
tion of the vital importance of the linkage between education, industry and
commerce and economic growth and development exists, and business appre-
ciates that it must play a part in promoting that relationship and that it must
get involved in schooling.

Itis clear, then, that there must be a range of relationships between schools
and the education and training sector generally, and business and industry in
the private sector, in order to promote ends to which they both subscribe. There
will be a multiplicity of such relationships and the forms these take will be
complex, varied and multifaceted.

Merenda (1989) draws attention to the number of different levels at which
partnerships between private sector business and commercial interests and
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schools operate. He describes the various levels at which such partnerships and
business involvement in schools operate in the USA:

1 Partnerships at the level of policy in which co-operative efforts are
made by businesses, schools and public officials to shape the public
and political debate about schools, leading to changes in legislation or
governance.

2 Partnerships in systemic educational improvements, focusing on the
identification of needed reforms and then working to bring them
about.

3 Partnerships in management at the school level.

4 Partnerships in teacher training, in which businesses become
involved in teacher and career counsellor training and professional
development, providing opportunities for professional educators to
update, upgrade or maintain skills or to learn about the labour
market in the community.

5 Partnerships in the classroom, in which volunteers from the business
and industrial sectors bring business or occupational expertise into
the classroom or take the class to the business.

At the moment, unfortunately, such a sophisticated and multifaceted
approach to the establishment and deployment of school-business partnerships
has not developed in all settings to the extent that it might. The forms that such
relationships might take and the ways in which they can be played out for the
benefit of those concerned is often poorly conceived. At the moment industry
gives much to education but, in many settings, this has been on a voluntary,
sporadic and very much ad hoc basis. Clearly a new conception of possible
relationships between schools and industry and the opportunities they offer for
mutual advantage needs to be worked out. There is a need for consultation and
communication between all parties involved in creating the new partnerships
that are vital for planning the range of opportunities for education and training
on a lifelong basis.

For this reason it is important that the basis of the relationship for school—
business partnerships be reconsidered. Business, industry and commerce are
beginning to realize that the need for their active involvement in education and
training has to be put on a rational, coherent and purposive basis. Their
commitment to education and training will need to be conceived and played out
in ways that will encourage their involvement to be specific, formula-based,
targeted and integrated into the overall pattern of the educational investment
of the community. For their part schools have to begin approaching this
important sector of their local community in different ways - by promoting their
image as vital, integral and co-operative partners in the community’s educa-
tional enterprises.

This becomes especially important with respect to the whole community’s
interest in lifelong learning. Insofar as all sectors of the community have an
interest in lifelong learning and a part to play in making opportunities for
engaging in it available and accessible, there will clearly be a role and a
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responsibility for the corporate and business sectors in promoting lifelong
learning and indeed in providing some opportunities for it. For, inasmuch as all
institutions, agencies and individual members of society have civic and social
responsibilities and rights, duties and privileges, then the business and indus-
trial and commercial sectors are also to be recognized as being, in a quite
decided sense, among the leaders of the learning community. It is for that
reason that communities need to develop the notion of decent corporate as well
as individual citizenship.

THE DEMANDS OF A CHANGING ECONOMY

One of the commenplaces of the movement for lifelong learning is that the
knowledge and skills of a nation’s workforce will be foremost among the factors
that make a country economically competitive.

It is this realization and the impact of competition that have forced
companies to become more sophisticated in their market strategies and in their
approaches to the preparation, appointment and deployment of their workforce.
Their future employees will be confronted with an ongoing need to change and
adapt, and many of them will find this disturbing and possibly even destabiliz-
ing. The workforce is faced with the reality that changing forms of paid
employment and changes in the skills and competencies required to perform in
it will necessitate a commitment to continual periods of updating existing
knowledge, redirecting old skills and learning new skills. And they may have to
do this five or six times in a working lifetime: for many people who are being
retrenched from existing industrial or commercial concerns, the options of
getting work of exactly the same kind in exactly the same area of industrial or
commercial activity are probably relatively limited.

Our community’s young will be taking jobs in society that have not yet been
named or created, and using equipment that is still found only in science fiction
novels. Nowadays therefore schools have to guard against a situation in which
their graduating students will be leaving school with skills that are already
obsolescent or which can become easily and quickly outmoded.

In industry it is necessary to keep reskilling in the use of the latest tools
and equipment and, where a firm’s work-people cannot use the latest tools,
firms must offer opportunities for retraining, reskilling and possible career
redirection. In future, many of a firm’s work-people will be exposed to training
on the job as a requirement. This means that firms must institute their own
education and training programmes and arrange for them to be delivered on
site — where, as and when necessary — so that people might learn while
continuing to earn. They will also need to arrange for work-release for the
upward-skilling and multiskilling of their work-people, and for other industrial
concerns or businesses to come together to provide training courses or centres if
these are not available through their current provision. The object of schooling
then must be to prepare and help people to be constantly reskilled and able to
move through a range of occupations during their working lifetime. As part of
this, students should be exposed to the demands and differing styles of a range
of working and learning environments.
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The dynamic character of the expansions in knowledge and the changes in
skill called for in employment require a realistic approach to the kinds of
knowledge and skill we teach in schools and to the kinds of outcomes which we
are looking for in those leaving school. But to prescribe the right kind of
curriculum and to educate in the right kind of values and attitudes necessary to
face these changes in the wider world of employment is a problem not just for
the school to tackle: it is a community problem and the entire community must
contribute its resources to its resolution.

There is a further important point to be made here: everyone agrees that
there is a legitimate need for the continual upgrading of our vocational skills
and an emphasis upon the development of skills of learning how to learn’, that
will be a vital part of work-place change and upward-training. In some quar-
ters, however, this has given rise to a perception that business is not interested
in other aspects of lifelong learning. It is a matter of vital importance that when
government, business and education leaders meet to discuss education, train-
ing and lifelong learning they do not underplay the importance of other aims of
lifelong learning — democratic empowerment, social inclusion and personal
formation and expansion. Government and businesses would do well to realize
that one cannot expect high degrees of productivity from people who are
suffering, whose family relationships might be breaking down, or who feel
excluded from having a say in the governance and future direction of their
society. By contrast, it is widely agreed that when one has a wide range of
external interests and is well adjusted and happy in oneself, one’s activity and
productivity in the work-place improves and one becomes a much better and
more effective worker. There is a very real significance in the point that the
nature of the goals of lifelong education is triadic: for economic effectiveness; for
personal development; and for democratic inclusiveness and empowerment.

In taking account of the interconnectedness of the employment, the perso-
nal and the social aspects of people’s lives, business and industry can appreciate
how much of a benefit they would receive from the interrelationship of all three
elements in lifelong learning. They might then reasonably expect to be pre-
sented with the justified proposition that they should contribute to all the
different aspects of that process as well. Perhaps a beginning could be made on
promoting the other vitally important goals of lifelong learning by stressing and
making available forms and institutions of work-place democracy and oppor-
tunities for individual growth and development in the range of facilities and
activities provided available by a firm to its employees. There already exist
many examples of such provision in the practices of industrial enterprises of
various kinds in Europe and Japan and this should surely be made more widely
available elsewhere.

At the same time individual employees must, as autonomous human
beings, take greater responsibility for developing their own lives and careers,
not merely in business and industry but also in political and social institutions
and in the fabric of society generally. In getting citizens to take greater control
over and have a sense of direction concerning their own career development, we
are moving away from the notion of a paternalistic role for business. It would be
even less justified to consider governments adopting such a role: no government
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group or institution could carry out that particular responsibility. On the
contrary, it is the function of industry and government to assist people in
developing the strengths and capacities that are vital and indispensable parts
of their taking control over the direction of their lives and careers for them-
selves. That is also a part of the contribution that business and industry can
make to lifelong learning. Business and industry cannot be expected to succeed
in such an endeavour if the first foundations for it have not been laid down in
schools.

A Note of Caution

It is therefore important to observe that the involvement of business in lifelong
learning must not result in its being conceived in a narrow vocational way. To
start from the premise that lifelong learning is only about technical, vocational
and economic goals is to risk simply creating or implementing policies for
education and training that are narrow, instrumental and predicated upon the
present and the particular. The outcome of such policies might well be the
emergence of a population whose concerns for further learning are concentrated
purely upon the immediate expediencies of employment objectives and thus
make for a society that is narrow and short-sighted in its vision and inward-
looking in its concerns.

There is also a danger that an emphasis on vocational education might well
perpetuate the myth of a separation between those who work with their heads
and those who work with their hands. This might well enforce a cleavage
between those who have a vocationally-based education — studying the ‘useful’
subjects — and those who have been educated in the ‘liberal’ and non-applied
arts and sciences.

Another danger in schools succumbing to pressure to concentrate on edu-
cating children and young people on the basis of a utilitarian, vocationally
based view of education and training is that schools will really not think hard
about offering other educational opportunities for those who may never find
employment, showing them what society can offer, helping them develop real
life skills separate from employment skills, and preparing them for extended
periods of discretionary time in which they will have many opportunities to
make choices as to the most fruitful ways in which they can spend their time. In
the current social and economic context schools must change their attitude to
those who have or are going to have difficulty finding employment or in some
other way have difficulty in adjusting to the imperatives and exigencies
involved in responding to the challenges and demands of living in modern-day
society.

Schools nowadays need not only to help young people acquire the knowl-
edge, skills and competencies requisite for employment, but also to educate
people in a sense of civic awareness, duty and social obligation, to be responsible
for and to each other, in order to promote their concern for the survival of
democracy and their respect for individual autonomy and dignity. For this
reason schools need to address the broader range of issues involved in lifelong
learning, beyond skills formation, and overcome the narrowness of focused
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courses by showing that the distinctions some make between ‘education for jobs’
and ‘education for quality of life’ are spurious and rest on a misunderstanding of
the necessary interrelatedness of vocational and liberal, individual and moral
education activities and concerns.

The current emphasis upon skills and competencies in the service of
employment and economic development should be employed to show that
economics is one of a range of tools and instruments with which we seek to make
life better. Nevertheless it is a higher and broader range of values than merely
the economic that drives schools as educating institutions, and these values —
the moral — are paramount. For they encompass our most basic beliefs and
commitments about the kind of society we want and the kind of life that we as
individuals and social groups desire to live in it. It is part of the task of schools
and the wider community to help children and young people to clarify what
their own vision of the best form of society and their ideas of their own best place
in it might be. For these values will help them define and direct their preferred
pathways of growth and development in the overall learning community.

Thus there will need to be a whole range of general academic and vocational
education opportunities made available to all, with parity of importance and
esteem given to each and an emphasis upon the diminution and disappearance
of separation and division between one group of educands and another. We need
to offer educational opportunities of all kinds to the whole populace, for its
members are ‘all our future’.

A Learning Workforce

A learning workforce and a trained workforce are different things. The former
idea incorporates the acceptance of the need to have people’s knowledge and
skill constantly updated and expanded by on-the-job further education and
training, and sees the present state of educational achievement as a terminus a
quo. The latter idea simply accepts the employees’ current state of training as a
fixed terminus ad quem, without reference to any need for further extensions of
excellence. In the current economic climate the need for training and retraining
is being placed very high on the agenda of both business and education
institutions.

It is on the basis of the connection between the ideas of vocational training
and a wider and more liberal notion of education that both employees and
businesses will understand that they benefit from the availability of wider
educational opportunities for their employees and from their employees’
engagement in them. It should be widely agreed, accepted and legislated that
workers should have an entitlement to education and to make their own choice
of courses from among those on offer. There has to be a widespread acceptance
of the idea that a learning workforce is not only productive and profitable but a
critical resource in the future development and expansion of that productivity
and profitability.

For their part people in employment and preparing for employment will
come to accept the need for continued learning while they are active in business,
industry or commerce. The knowledge and skills they will constantly require
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are not such as they will necessarily have acquired while in school; indeed there
will be much further learning that employees will have to acquire while they are
‘on the job’ and in the work-place. What is important is that schools can provide
the necessary basis for this kind of lifelong learning by helping their students to
master the wide-ranging and generic cognitive competencies that will furnish
them with the resources that will facilitate will further and fresh learning later
on. These will include such skills as learning how to learn; learning how to do
research; learning how to solve problems; learning how to scan, apply, monitor,
evaluate, correct and redirect the fresh knowledge and additional skills they
need for effective performance in the work-place; learning how to communicate
their needs to others who can then work collaboratively with them to correct
mistakes, overcome problems or expand their skills; learning how to construct
and to work in teams that will act co-operatively to acquire new knowledge
quickly for the benefit of all; and learning how to think creatively and imag-
inatively to solve problems they encounter in the work-place and elsewhere.

As a representative of the business sector to whom we spoke commented:
‘There is a general level of skills that schools must produce, and then responsi-
bility for specific job skills rests with tertiary education or the employing bodies
themselves. Industry pours millions into getting the right people and up-
grading their skills, but it doesn’t expect education to deliver the fine detail of
the particular skills and competencies they need their people to have at specific
times and places in their industrial activity’. Readiness for this generic kind of
learning is a part of the new student-centred approach to learning. Schools are
now starting to operate on the basis that their students’ best learning is
generated from within, so that they get a better understanding of themselves as
people and a full appreciation of the limits of their current cognitive repertoires,
together with an awareness of the gaps where their new knowledge will fit and
the connecting points from which their new knowledge can grow. An emphasis
in schools on the co-operative dimension of people working together can expand
and assist in lifelong learning and can provide a model for much of the later
learning that will be necessary in the work-place.

STRATEGIES FOR SCHOOL-BUSINESS PARTNERSHIPS

Effective, co-operative and productive relationships between schools and busi-
ness and industry will be fostered when everybody in each community is able to
see the need for such relationships and the ways in which the interests of each
can complement the other. Just as industry and commerce need to sensitize
schools to the realities of their world and the need for economic productivity,
growth and development, so too can educators help businesses to understand
what schooling and education more roundly and widely conceived are about. In
these days education and training involve not merely the acquisition of one set
of skills, not just training for one job. Students need to acquire a much broader
picture of the world and an understanding of the speed, complexity and
dynamism of changes in the knowledge and skills required for the world of
work.

There is thus a need for a much stronger set of linkages, connections and
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partnerships between business and commerce, and schools. In fostering such
relationships, leaders of industry and their education liaison officers might
work out ways in which they can become more involved with the work of schools
by going into schools and seeing what they are doing. Business and industry
need to improve their understanding of the part they can and do play in
education and training, instead of adopting the approach (adopted by some
politicians too) of ‘Why aren’t you doing and producing what we need?’ The time
is long past (if it ever existed) when negative attitudes of that kind were of any
real help or practical utility in contributing to the debate about the role schools
and other educating institutions can and should play in forming the future of a
society.

As part of this process, perhaps there might well be further significant
inputs of funding, time and personnel on the part of business, industry and
trades unions towards assisting the processes of lifelong learning in schools. In
this way they will help all citizens in the community appreciate that there must
be constant attention to the demands generated by the need to offer products
and services that will be admired and acquired by people seeking access to the
range of goods involved. For both industry and education appreciate that, from
the point of view of the national interest and in the international arena of
globally competing economies, what our nation seeks and needs to do is to
compete successfully in those areas where our greatest strengths lie.

For many developed countries, there has been an obvious decline in the
level and range of primary manufacturing and secondary production indus-
tries. Many of the needs for manufacturing and production are now being
satisfied by the building or relocating of factories into countries of the develop-
ing world. For many western countries, economies are becoming orientated
much more towards a service-based society, with the emphasis in the hospital-
ity, tourism, culture, communications and financial services sectors. This
means that many business and commercial concerns are having to adjust to a
new way of doing business, to a new clientele, and to new forms of employment;
many business enterprises are now realizing the need for change in the kinds of
knowledge and skill required from their employees in these sectors.

In seeking excellence and international recognition in these fields, such
enterprises will achieve success by placing greatest weight not merely on the
quality of our products and services but also on the quality of the education,
knowledge and competencies of the workforce that has produced or offers them.
This can be the starting-point for their engagement in activities of a lifelong
learning kind, that will encourage them to move on and develop initiatives to
further democratic emancipation and personal growth.

We might now think it worthwhile to suggest some specific strategies and
ways forward in which business and education can co-operate, that will prop-
erly prepare our young people for effective performance in these fields:

e There is a need for both sides to develop a common vision and
purpose in the ways in which they conceive and give expression to all
the positive and productive forms of their partnership. Partnerships
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between education and business should not merely be concerned with
raising money, sponsorship and additional funding.

There need to be mechanisms by which students can be made aware
of the range of options and choices in business and industry that are
open to them after the end of their period of formal educational
attendance.

There is a need for students to be exposed, allowed access to and have
active experience in a variety of work-places and extra-curricular
activities which widen young people’s experience of the worlds of
work and the demands of modern industry, business and commerce.

As a part of this process, schools should be taking children into
business and industry from the time of primary education.

We should accept that there has been a certain naiveté in some
previous and existing work experience programmes. If there is to be
any integration of experience between school and the world of work, it
has to come about as a result of programmes of planned activity,
begun early in a young person’s life. To facilitate this process there
needs to be more resource material made available by industry and
greater opportunities too for teachers to become more aware and
better informed about the demands of the world of work and the
relevance of work-related issues to teaching and learning in schools.

Examples of school-business links include such schemes as work-
placement programmes; the employment of career counsellors who
have recent experience and knowledge of industry; and the arranging
and instituting of teacher—industry placements and interchange. In
one setting, some business enterprise centres arranged interactions
between schools and major industries by way of work-experience and
open days. This sort of approach to ‘opening up business and industry’
could be more broadly applied in order to give students experience in
different working environments.

Business—school partnerships might well be promoted by the
formation of ‘Work-Experience Teams”: groups of young people who go
into industry where they are presented with a problem which they
then have the responsibility to solve. These must be real problems,
and the students’ work on them can make a solid contribution to their
work and progress in school.

School-business programmes can be promoted by businesses
instituting something like an ‘adopt a school’ programme. In one
school, for instance, students became involved in building an
aeroplane and received enormous help and advice from the
aeronautical industry in the provision of parts, instructors,
equipment, advice, and so on. These types of learning activities and
experiences have the potential to confer multiple gains and benefits



Establishing Relationships with Business, Industry and Commerce

on all the parties involved in them and have great lessons for the
wider community of learning too.

Students will benefit by learning skills for work: this may be
facilitated by experience of studying at the work-place on a particular
project, linking the acquisition of knowledge to a particular need,
seeing how this is relevant to and interconnected with many
elements.

There is a need for business—school links to arrange for some form of
client service. This might take the form of making available the
services of a craftsperson who will help schools and students, take
their wishes and views into account, and in general act as a mentor
for young people. In many such linkages this kind of service is
already being provided as a form of ‘case management’.

There is a need for authorities and business—education agencies to
make sure that interactive satellite learning networks are in place, to
deliver programmes to schools on emerging business issues. It would
be quite easy for schools to employ the same mechanisms and access
the same networks which small business concerns use to keep
themselves abreast of and informed about current issues having a
bearing on or directly affecting their work.

Agencies of all kinds can offer opportunities for learning, the effects of
which will be lifelong. In such a case, for instance, the Australia/
China Chamber of Commerce has applied Australian standards
regarding protection of the environment and effective labour relations
in their work practices with Asia. In turn the members of that
Chamber have been able to share the expertise gained with young
Australians and in this way offer them important lessons for the
future. Organizations such as the Australia/China Chamber of
Commerce are increasingly prepared to be attached to a school or
cluster of schools and work with students on these and other issues of
importance to them for the future.

Rotary International has also played a role in working with young
people, not only through Rotaract and the provision of Rotary
International scholarships, but also by teaching them about effective
telephone communication, assisting them in mock interviews for
employment, and with such matters as Jobsearch and the
preparation of job applications and resumés.

Such schemes and strategies can be used as models for new school-business
partnerships. Both school and business sectors can in such ways work collabor-
atively for their mutual benefit and also for that of the community generally.
Hirsch (1992) notes that partnerships involve a gradual building of trust
between the two sides. Early on, activities tend to be kept simple and often
symbolic but in the longer term partnerships need to find ways of changing
aspects of education systems (rather than just running ‘one-off’ activities), thus
leading to new joint goals based on a common understanding of what needs to
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change. This is more effective than ‘one-off’ activities. Hirsch identifies the
following partnership types:

¢ Simple forms of co-operation between a company and a school, e.g.
work-experience placements, visits to companies, shadowing and
teacher secondment.

e Activities within schools of curriculum development such as the
establishment of mini-enterprises.

e Direct help from companies to schools and students including one-to-
one mentorships, ‘adopt-a-school’ initiatives and donations of
equipment.

e Partnerships that go beyond specific activities based on a company’s
relationship with a school, such as a compact whereby employers in
an area agree to give jobs to pupils who meet certain standards, and
improved career guidance for students in upper secondary schools in
a locality connected with particular employment possibilities in the
transition from school to work.

Hirsch concludes that the process of co-operation between schools and the
business/industry sector is itself important in building trust and in formulating
common goals. As partnerships mature they change in character and content
and improve their ability to bring about significant change. Hirsch comments
that: ‘The challenge for business is to maintain enthusiasm and the fresh eye of
the outsider to education, at the same time as becoming a regular part of the
process of mainstream educational change’ (Hirsch, 1992, pp. 17-22).

Some Particularly Effective Strategies and Practices
Work-experience

The emphasis on the acquisition of such key competencies as literacy and
numeracy, oral and written communication, problem solving, team building,
interpersonal relations, and such generalizable learning strategies as learning
how to learn and learning how to do research, should help students emerge from
their formal educational experience as highly motivated, creative and multi-
skilled future employees. The need for access to a workforce having such
abilities has been recognized by a number of companies, which have collabo-
rated with education institutions in the creation of programmes that will
facilitate and enhance the acquisition of such knowledge and skills. One
example of this is the dual recognition programme where students are placed
within local industries to do parts of their work in the last two years of their
schooling and in specific Year 11 and 12 subjects. When such students complete
their final Schooling Certificate, they also have a first-year trade qualification
granted by an institution for technical and further education (TAFE).

A representative of the business world to whom we spoke in the course of
this study has described ways in which useful partnerships could be formed,
with respect to the overall educational undertaking:
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Members of the Australian/China Chamber of Commerce are extremely
generous of their time and are interested in young people and the kinds
of training they are getting. They would be interested in contributing
more in some organized way. The Chamber might adopt a project and
encourage members to support it for a defined period. Kids in school can
benefit from and enjoy contact with people in real life work and
planning. Some redesign of present work experience should be possible.
Children need to work through real problems and see how people in the
work-place do it, with their weaknesses and strengths. It is important
that children get an understanding of what Australia is doing in Asia.
It’s not just knowledge but an attitude.

If meshed in with a wide-ranging programme of work-experience, such an
approach could go far towards ensuring that in future educationists will work
with other sectors of the business community to bring together their world and
the world of business and industry. They might perhaps ensure that schools
would be exposing their Year 9 and 10 students to as wide a range of work-
options as possible, while, towards completion of such students’ full-time
education, there would be the possibility for more intensive, specific and
extended work-placement.

Indeed there is nothing to prevent work-experience from being expanded to
periods of up to a year or so, starting, say, at Year 9. Such an arrangement
would provide students with valuable opportunities for learning at first hand
about the kinds of experience and activity, successes and satisfactions offered to
them by the world of work, and in a non-threatening, non-pressuring environ-
ment. Such an arrangement could also offer them one of the best vocational
preparation programmes to which they might ever be introduced. Such a
programme has to be well co-ordinated, of course, and well planned, so that the
students themselves are getting educational learning value out of it — and are
able to see that this is so.

The integration and co-ordination of work-experience between schools and
the world of work has to be an ongoing planned activity, and moves towards
introducing students to it should thus begin fairly early in their school lives. For
the more effective and targeted planning of the process, there needs to be a
great deal more material made available by industry in conjunction with
education authorities. Furthermore, there need to be greater opportunities for
teachers themselves to become more aware and informed about work-related
issues. The practice of teacher release to industry should continue, but the
numbers of teachers engaging in such exchanges should be sufficient to make
more widespread the levels of knowledge, skill and understanding required for
such schemes to work successfully.

This process could be materially assisted by the involvement of local firms
and other agencies in the community in planning and arranging for such
schemes to have maximum benefit. There needs to be a great emphasis on the
importance of forging links between schools and business and industry in local
communities, together with a move towards the establishment of more compre-
hensive work-placement programmes in the final two years of school. The
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employment of career counsellors and the deliberate setting up or conscious
development of networks of teacher exchange with industry would provide
major positive impetus and points of purchase for such initiatives.

Following such a beginning, schools could move to arrange work-
experience on a basis of an annual activity after Year 9, for a few weeks at a
time. Firms in business and industry would need to work out with schools the
precise and most educationally beneficial structures, forms and processes such
experience should take, if the students involved in that experience are not to be
treated as cheap labour engaged pro tempore on trivial tasks. In arranging such
schemes there has to be an educationally targeted approach. This means that
work-experience should not be pursued for its own sake. From an educational
point of view, it is better to ask what educational goals such experience should
achieve.

Clearly, the availability of work-experience needs to be enlarged and
expanded so that children and young people can have greater success in
acquiring more extensive and informed knowledge and understanding about
society and work. The good things about work-experience should be embellished
in appropriate forms of relationship and interaction with firms in industry and
commerce, that will provide students with access to knowledge and experience
of the ways in which organizations work. Exposure of students to work-places
and post-school work activities is enormously important, and this exposure
should also make them aware of industrial notions of work-experience and the
industrial relations elements that figure so largely in people’s working life.

This is important inasmuch as students in schools often get very little
exposure to and engagement in forms of work-experience. It is nevertheless
noteworthy that young people are often engaged in business and commercial
activity, particularly as part-timers and in retailing, because they work in a
local supermarket, or in the service industries, where they will often help out in
restaurants or tourist-related enterprises in which there is always demand for
casual workers. One wonders how much of that experience gets to be discussed
as part of their formal school curriculum work and how much business needs to
encourage the interest of young people not just as mere casual employees but
rather as potential citizens who could and should receive additional increments
of training or development in their work-place engagements.

‘Adopt a school’

In the USA some firms in industry adopt a school in their local area and try to
educate people about that industry. There is benefit for each partner in such
organized forms of association. The firms open up their plants to school families
and thereby influence people’s view of them and attract the interest of potential
employees. For their part schools can consider the advantages of adopting some
of the approaches and practices they observe at work in the business or
commercial world. In such ways and through such schemes business and
industry can assist in providing resources for schools. Schools in turn have to be
realistic: they will understand that the assistance they get from firms is often
not totally altruistic and that the firms that help them will often want some
benefit that might accrue to them. At the same time schools will appreciate that
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they in their turn have to be more entrepreneurial to attract such sponsorship
and to forge the necessary linkages of support from firms in the business or
commercial sector.

In the USA, compacts, such as one scheme known as the Boston Compact,
are developed between business and schools. These take into account the whole
profile of the students, the school and its place in the community and then make
available to the school advice, support and practical help. It is especially
important that industrial enterprises should offer the support and assistance
available through this kind of relationship to schools that might otherwise have
to struggle to set their students on the pathways of lifelong learning.

Links between schools and small businesses

Specific businesses are beginning to link with schools in innovative ways. In
Australia one particular scheme has met with some success in achieving this
kind of linkage. Small Business Victoria (SBV) has produced and is currently
seeking to introduce materials on small business into the school curriculum. A
product called “The School Report’ provides a series of exercises for secondary
schools to demonstrate the potential of small business for employment,
designed to run with the involvement of the local community and small busi-
ness people. SBV produces ‘Kits for Graduates’ to enable technically highly
skilled work-people such as carpenters, electricians and plumbers to acquire
the necessary business and commercial knowledge to enable them to establish
small businesses for themselves. The instilling of an entrepreneurial spirit and
the idea of taking up a small business as a career needs to be established among
students early in their thinking and planning for the future. For this reason
SBYV is also currently working with teacher bodies to produce a curriculum kit
for use in primary schools.

Similarly, the Australian Centre for Retail Studies’ training and develop-
ment programme is aimed at extending people’s awareness and capabilities and
fostering their personal growth, while at the same time helping management in
such businesses to understand that they have an educational role to play in
developing people’s careers. The programme, which was developed with fund-
ing from a large public learning agency, the Victorian Education Foundation,
offers formal education programmes, by means of distance education.

The importance of the small business sector being engaged in such activ-
ities is evident from the fact that this is the sector which, in Australia at any
rate, has experienced the greatest growth in the last few years: nearly 85 per
cent of firms that have begun commercial activity over that time have had
twenty employees or fewer. Unfortunately, at the present time in the case of
smaller retailers, very few firms offer or engage in any education or training
and development activities.

It is important that educators recognize that in the past small business has
been a very difficult area in which to promote the idea of lifelong learning. Yet
the need of those who work in this sector seems clear. Representatives of the
‘small business’ world realize that electronic developments are going to have an
impact on small businesses. Schools could run awareness seminars for small
business people, using their networks of support in the business world to attract
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the attention of ‘small business’ people and get them into the schools that could
help them in these ways. Getting people used to going to schools for information
and learning could then be expanded to make possible and to facilitate the
opening up of a whole range of interactive lifelong learning opportunities.

Clearly we should look at the developments, expansions and ability to
respond to change offered by such lifelong learning activities for the benefit of
small business organizations and industry, and seek to form alliances between
them and education providers. Equally schools and other education providers
need to co-operate in running courses for them at the work-place; several such
agencies and institutions could combine to provide occasions and fora for a
range of training and upgrading activities.

There is almost no limit to the ways and means in which all partners in the
learning community can work together to provide lifelong learning in schools,
learning centres, the work-place, the community centre, and the home. The
schemes and courses that can be provided are limited only by the imagination
and vision of those providing access to all the various forms in which people can
take advantage of such learning.

POTENTIAL PROBLEMS AND TENSIONS IN SCHOOL-
BUSINESS PARTNERSHIPS

At the moment much hesitation is felt in both schools and the commercial sector
about relationships between schools and business; in some places this betokens
lack of interest, in others it amounts to scepticism, in yet others there is distrust
on both sides. Some people in business feel intimidated about the idea of
forming relationships with educating institutions or are not clear on the best
ways to do this; sometimes too there is a lack of confidence on the part of
business people in schools and in the teaching profession generally. Similarly,
there is often a lack of trust on the part of educators concerning the motives and
intentions of business people who involve themselves in education.

A cultural shift has to occur in the attitudes and beliefs of both groups
about each other: both need to realize that they are working towards the same
objective. It is vital that attitudinal change should take place on both sides, lest
the move towards co-operation be slowed down by reservation, hesitation and
mistrust about each other’s motives.

Some of this hesitation comes from the fact that, while education is
something that is relatively long-term — ‘Education can’t be put on like coats of
paint’ as Edward Lear remarked — most businesses have very specific short-
term needs that have to be met in order for them to survive. In setting priorities
among these needs the notion of having a responsibility to the community
sometimes does not come high on the list. Generally, however, more well-
established businesses have learnt to be decent corporate citizens as well as
effective commercial enterprises, and to accept an obligation to contribute
something to the wider welfare of the community.

The extent to which schools will be able to work with business and industry
depends on the extent to which they can capitalize on the notion of decent cor-
porate citizenship and on the contributions that organizations and institutions
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from those sectors want to make to the work of the educational community.
Such contributions will have to be appropriate to their skills, activities and
resources. Schools’ interaction with such agencies will likewise be appropriate
to their nature and function: the first obligation of schools is to educate, not to
raise money. This means that any relationships schools develop and any
particular partnerships they set up should not be such that they compromise,
inhibit or interfere with the core values of the educating institution.

There is much that is already being done in the business and commercial
world to promote and profit from lifelong learning. In the private sector already
business organizations are increasingly thinking of themselves as learning
organizations and are trying to empower and encourage their employees to
think for themselves, to learn better from experience, to discuss and challenge
and so to improve their practice.

A part of this is the increasing recognition that a learning workforce and a
trained workforce are very different things. Extending work skills into learning
of a more general kind and studying broader and more humane concerns is an
important part of promoting ideas of best practice for all a firm’s employees and
sets a benchmark for an educated workforce in the work environment generally.
A shop steward is entitled to have a knowledge of the management of database
operations, for example, so he or she has a broader view of the organization’s
operations. A fitter and turner who wants to take a course in philosophy should
have access to information and networks that will enable him or her to pursue
such an interest.

The key consideration underlying such interests and concerns has to do
with the larger question of how a trained workforce is to be turned into one that
is constantly committed to learning — of both specific and more general subjects.
For a learning workforce is not merely a useful and productive layer over and
above a trained workforce; it is one that will focus upon more general and
humane concerns: the innovation or improvement of good practice in the work-
place, the personal growth of all its members, and the ways in which they can be
further emancipated as citizens contributing to the common wealth and welfare
of the community.

IMPLICATIONS FOR THE TEACHING PROFESSION

Suggestions and proposals for school-business partnerships have clear implica-
tions for the preparation and continuing development of the teaching
profession. What is clearly required is that teachers should have an informed
understanding of and positive attitudes towards the world of business, industry
and commerce, and some working knowledge of its operations. This will enable
them not merely to advise and counsel their students in making their career
choices but to act as their guides and leaders in introducing them to the
learning opportunities offered by that world, empowering them to start right on
the learning pathways open to them in it, and helping them afterwards criti-
cally to reflect on their experiences and so to extract maximum learning value
from them.
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Of course no one expects that teachers will be experts on industry but it is
a reasonable expectation that members of the education profession will know
enough about it to make their students’ preparation for it personally challeng-
ing and educationally valuable. Similarly, no one demands that industrialists
will be experts in education. Nevertheless local education agencies and private
providers of learning courses, technical and further education (TAFE) colleges,
government bodies, institutions of industry and commerce, employers’ associa-
tions, professional organizations and trades unions can all work together with
schools to develop programmes in virtually every aspect of schooling, education
and training.

The cross-fertilization of thinking and planning that will undoubtedly
occur in the exchanges between these different bodies will provide schools and
school-based personnel with the sort of information on vocational matters and
personal career development that they want. These plans can then be adapted
to and adopted in schools’ and students’ ongoing curriculum activity, either
during normal school times or outside those times, in the evenings and possibly
at weekends.

Teachers will have to prepare for such engagements as part of their teacher
training and as part of their continuing development once in the profession.
There are many ways in which this can be done and many benefits, too. One
example is provided by schemes of teacher release to industry in which teachers
work in industry for twelve months. This is a sound idea for it enables industry
to show people the kinds of qualities and skills it needs in its workforce, while at
the same time enabling teachers to develop an interest in and a play a part in
developing those training opportunities in business and industry to which their
own skills and knowledge relate.

There is of course a slight danger in this. Many good things are happening
now in schemes in which much of the specific training in the industry or
business is being planned and given in industry by teachers. It is the entrepre-
neurial educator who finds out what is needed and offers training in certain
areas. In one setting, so impressed have some sectors of business and industry
been with the knowledge and skills of the educators joining up with them that
they have offered employment to them and those educators’ expertise has been
lost to their schools. But this risk can be offset by the number of people crossing
over to the educational sector from the business and industry sectors, some of
whom have already found that their métier lies in teaching and working in the
education service. Many workers in the commercial world have been able to
offer immense insights of wisdom and provide examples of the kinds of excel-
lence of which they had been practitioners in their former environments.
Nothing but good for both students and staff can come of this.

There might well be much more of this sort of interaction: the connections
between the two worlds need considerable freeing-up if there is to be the greater
benefit to both that a lifelong learning approach for all requires and makes
possible.
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Chapter 9

Cultivating Connections with
Constituencies in Culture and the
Arts

A TIME OF CHANGE

The previous chapters have made it clear that we are living in an age where
there have been profound and considerable changes in economy and society.
These changes are not without their effect on the worlds of culture and the
arts.

In this chapter we shall explore the ways in which the school’s activities
and goals can derive the necessary information, sustenance and support for
their enmeshment in the work of and service to the interests of various cultural
and artistic communities. The existence and orientations of such communities
form an important and indeed indispensable part of the mosaic constituting the
identity of and enhancing the value of the community generally.

We are now entering an era in which our societies have the potential to
cater for people’s material needs without the necessity of all people being in full-
time employment. This raises all kinds of questions about the importance of
employment in people’s lives and about the psychological and emotional needs
that people’s vocations and work occupations satisfy. Certainly there are
sufficient changes in the nature and availability of regular paid work to make
us realize that the days of full-time employment until the ages of 60 or 65 for all
members of the community are coming to an end.

Changes are also taking place in the nature of work. Employment in the
manufacturing and productive sectors has been decreasing; workers are now
being trained in a range of skills so that they can play a part as multiskilled
members of work teams that can function in a variety of capacities and places.
The number of jobs in the actual manufacturing and production of goods has
been decreasing in proportion to the greater numbers involved in design,
presentation and marketing. Meanwhile the number of jobs in the service
industries have been increasing — jobs that are often episodic, casual, part-time
— and the need for which is constantly changing.

Existing alongside high rates of mass production is an emphasis upon
quality service to the customer — on preparing products and offering services
that are precisely tailored to individual needs. This stress on standards of
excellence in the provision of high quality goods and specialized services calls
upon specific knowledge and creative skills possessed by individuals deter-
mined on the continuous improvement of the goods and services they currently
offer and on the inspiration, creation and provision of new ranges of attractive
products and specialized services.
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Rapid change in the production and service industries has led to a broad-
based knowledge requirement in the work-place. In this context, we have had to
get used to the notion of leaving the industrial age, with old forms of commu-
nication, production and working disappearing, and of entering the information
age, with new forms of literacy and communication emerging, that often leaves
print behind.

These changes require a reshaping of our modes of thinking, working and
creating. We are looking at a new reality that we can shape now, much of which
is graphic and non-verbal. Increasingly oracy and literacy are expanding, as the
requirement to be able to operate in graphic forms of communication begins to
impinge upon our theories of learning, thinking, imagination and creativity,
that are helping redefine, expand and recreate the world we share in the new
information and technology age.

The dominant technology of the future will increasingly be a union of
computers and communication, which emphasizes the increasing importance of
multimedia technology in the presentation of information in words, structures,
images, melodies and rhythms. These are going to be the new modes of
envisioning and communicating messages and developing new forms and
modes of interpersonal significance between people and between worlds, not
merely black and white print on a page or chalk on a blackboard. We are
therefore going to need people to be able to frame and deliver such messages,
possessed of a range of qualities and competencies: they will be articulate
people, divergent thinkers, effective communicators. Such qualities are related
to the demands of the new forms of service industry and to creative and
imaginative ways of expanding employment opportunities.

At the same time as creativity and specialized service provision is increas-
ing in importance, in some spheres of human endeavour direct human
involvement in the provision and monitoring of other products and services will
be taken over by technology. People will in future be able to send messages, read
books and newspapers, do their shopping, attend to all their personal financial
affairs and have their appliances serviced by computers, robots and all the
other devices of modern information communication and multimedia technol-
ogy. In the future, from the point of view of industrial engagement, some highly
able and information-rich, computer-intelligent people will be needed to create,
apply and service all these increasingly sophisticated devices, while fewer and
fewer people will be needed to do the jobs that such devices have steadily taken
over from the human sector.

We have to accept all this as part of the change in employment prospects for
the future. We need to realize, from the point of view of economic capacity, that,
for the foreseeable future, there are sufficient resources and means of generat-
ing finance for many members of our society without all members of society
needing to be in full-time paid employment.

This means that our society is going to need to find ways other than full-
time paid employment to occupy the time, energy and understandable
aspirations of significant numbers of its population. It becomes clear that one of
the places and forms of activity in which such time, energy and creative
enthusiasm can be expended lies in the world of culture and the arts.
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New Concepts of Learning and Engagement in the
Creative Arts

It is possible to look at the importance of the creative arts in the context of
lifelong learning by pointing to the revolution that has taken place in concepts
of knowledge and theories of learning. These have altered our thinking about
and approach to education, in a major way.

Knowledge has ceased to be absolute, factual and coercive upon us. What
we have now is the notion of knowledge as temporary, provisional, conditional
and constantly changing. Knowledge now is much less like the fixed, stable and
permanent structure of an architect-designed Greek temple and much more
like a constantly shifting web in which all parts are integrated on to another.
Knowledge is experimental, tentative and problem-orientated; above all it is
criticizable, corrigible and subject to change.

Learning is now such that students are no longer viewed as receptive jugs
waiting to be filled, as it were, in a classroom that is essentially didactic in its
pedagogy, in which students receive and teachers deliver. Learning is now
highly differentiated, student-centred, with a multiplicity of different styles
and modes and individual paces. Qur metacognitive research has highlighted
the importance of learning being student-centred, motivationally driven, self-
monitored, contextually relevant and individually created and developing.

Knowledge and learning are now viewed as best engaged in and achieved
on a cooperative rather than a competitive basis; knowledge and learning are
enabling and empowering. They provide us with concepts and categories that
make sense to us because it is we who work to integrate them into our patterns
of existing knowledge and understanding. This enables us to work out and set in
place our own models and paradigms with which to work in our appraisals of
things which we can then bring under our cognitive control. This kind of self-
directed learning is rigorous and very critical. We are forever correcting
ourselves, forever going back and ‘getting it right’, particularly if we are
working on computers. We now realize that by collaborating with each other
and correcting each other’s work we can all as a group make progress faster
than if we are shielding our work from each other.

It is particularly as a result of changes in communication that these
changes and advances in learning have been brought about: they have been
facilitated by the revolution that is taking place in information technology. The
ability to communicate globally and internationally expands our awareness of
increasingly wide boundaries and previously unknown territories of knowledge
in this newly interconnected, interactive network of computer communication.
This new world offers immense resources for enhanced learning and creativity:
information technology and modern communication is infinitely resource-rich.
This is a world of information and resources that are always available. It is
personally controllable. It is immensely patient. It never gets angry. It never
gets tired. It is universally accessible; it can provide us with an entrée to far
wider archives of information and banks of data than are ever available for us
on the shelves of our school and local libraries, however well funded they are.

In this way communication and information technology is helping to
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redefine the place in which people learn and the ways in which they learn. In
higher education, for example, it is now a readily accepted part of the pathways
to personal advancement that are available through registration in institutions
of higher education that students can complete degree studies virtually without
leaving their bedrooms and without accessing hard print media or even,
because of virtual reality capabilities, these needing to go into laboratories.
Such possibilities of and access to the availability of learning from a distance
and at any time of day or night are now also available to children and young
people enrolled in our schools. These new modes of retrieving, handling and
communicating information enable learners to construct new thought worlds
for themselves, of innovation, imagination and immense creativity.

Implications for the Arts of Changes in Economy,
Society and Learning

Changes in society, economy, theories of learning and the powers of modern
communication technology have an impact upon but are also promoted by work
in the creative and performing arts. In all these things the arts provide us with
paradigms. They set the example of the revolution in theory of knowledge, in
style of learning, and in communication. They are demanding. They require
strict criteria of accuracy and attention to detail, common clarity and rigour.
Crucially they are iconoclastic: they alter the moulds of all that we do and
create, and help us to look at reality in new ways and make judgments about it
according to new canons of appraisal. This can be done through the arts because
it is one of the chief features of the arts that they call existing categories and
concepts into question and create and apply concepts, categories and criteria of
significance that are uniquely their own.

In this they are analogous to and equivalent with the sciences. Workers,
performers and creators in the arts are leaders in framing and forming new
modes of thinking, new categories of working and imagining. The arts are
paradigms of corrigibility and criticism. The concept of ‘getting it right’ in the
arts is something which exemplifies itself with every stroke of a brush, every
movement of a violinist’s bow, every move of a dancer’s limb.

At the same time works in the arts bring all our learning, knowing and
understanding together in one complete fusion, one complex web of thought and
action, creation and imagination, because they ‘de-differentiate’ all the con-
stituent parts of the one organic entity that we see as the work of art
(Ehrenzweig, 1976). They bring together into one particular consummate whole
entire layers of meaning that cannot be split off from the whole work in which
they are embodied, without radically distorting or destroying its meaning,
intelligibility and value.

We might, as an example, consider the poem by William Blake, The Sick
Rose (cf. Greger, 1972). This consummate poem, so small as to consist of only
eight lines, has as many meanings in it as there are audiences to listen to them
and to discuss the poem. Yet these cannot be differentiated out as though we
could strip off the various layers of meaning and somehow come to a central
point. They are one perfect fusion. It is in this way that the arts are paradigms
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of the integration of knowledge and the relatedness and interconnectedness of
all things (cf. Arnaud Reid, 1969).

The arts are student-centred too, in the stress they lay on the individual as
learner, creator and performer. In the arts teachers can only help, teachers can
only facilitate, teachers can only accompany and assist the student. It is the
learner who stands in the middle. Furthermore, the arts are models of individ-
ual effort yet co-operative endeavour. Arts are productive in that they actually
seek to expand people’s horizons and co-operate in offering enrichment to them
rather than being competitive.

The idea of lifelong learning can find particular expression and challenge in
the world of the arts. People’s painting, writing, poetry, dance and music give
them interests, skills and commitments that are life-lasting and which revivify
their imagination. The arts show us alternative visions of what it is possible to
be. They can help us work out ways of creating satisfying and life-enhancing
possibilities for ourselves to create a pattern of preferred life-options.

Finally, the arts are examples of the democratic spirit at work: the arts are
paradigms of the open society. Karl Popper’s view that it is only through trying
to solve problems, seeking and attending to criticism from whatever quarter it
comes, not merely delegating responsibility but also engaging the notice and
attention of all those who have an interest in the work, that we can create an
‘open’ society, is particularly exemplified in the arts. For this is the way in which
the creative and performing arts work — facing problems, setting up hypotheses
as solutions to those problems, trying to criticize the tentative solutions our
productions offer, and being prepared for criticism and attempted correction or
improvement of the work we put forward — this is the daily experience of any
visual artist, actor, dancer or musician. In that way the arts are models of the
democratic life at work.

The artistic life is one of constant challenge. It is the task of the educator,
particularly those working in the arts, to help the learners in our community —
of whatever age, of whatever interest, with whatever gifts — to make the search
for artistic expression and aesthetic experience in their own lives and that of the
community the focus for their search for quality more generally and to make the
achievement of quality not quite not so difficult and perhaps a little less rare
than it might otherwise be.

THE ARTS AS A FOCUS FOR COMMUNITY INTERACTION
AND INVOLVEMENT IN LIFELONG LEARNING

There are thus many good reasons for seeing the arts and cultural activities as
focuses of community involvement and lifelong learning. Many people are
drawn to the arts and cultural activities because of the opportunities for social
interaction and the practical enjoyment of creative activity that they offer. But
it is important that enjoyment of the arts should be made accessible to all social
and ethnic groups and be available in all geographic areas — urban, suburban
and rural.

To preserve equity and access it will be important to monitor the avail-
ability of such developments and activities and to watch for the emergence of

221



The School, the Community and Lifelong Learning

high-priced structured courses and costly pursuits, for these will clearly dis-
advantage some groups. Schools can provide a key cultural venue for
engagement in cultural activities and artistic pursuits. Schools are in a position
to promote the widest possible participation in cultural life, and this will be of
major assistance in the aspiration and commitment to create a better-
integrated community. It is to make possible and promote such a community
integration that schools must develop more accessible cultural and artistic
programmes.

One strong reason for seeking to make such programmes more accessible is
that the arts have the potential to provide meaningful learning experiences for
individuals and groups who might otherwise feel marginalized. There is a need
for educators, in partnership with other groups, to lobby for the right of all
members of the community to have access to cultural activities and artistic
pursuits and to courses of training and education in the arts — especially for
those with disabilities or those who may be disadvantaged or marginalized in
other ways.

One example of a successful programme to achieve this can be found in the
work of Arts Access in Australia. This organization has put together a special
programme for young people having special needs and this has proved success-
ful in offering an introduction to and guided activity in the arts, in ways that
give people a real sense of inclusion in the educational milieu, where such
activities and experiences were being made available to everyone. This is just
one example that provides evidence of the hunger for cultural enlightenment
that can find rich expression and fulfilment in community involvement in the
arts and culture. This kind of work needs to be integrated into the work of
schools and educational institutions of all kinds. It is important that there are
comprehensive cultural programmes available and accessible to all.

In such programmes the school and the community can join together in and
engage in a joint exercise of offering people opportunities to engage in life-
enhancing activities. One can see the possibility of dual community—school
centres, where there can be provided courses and programmes in the arts,
crafts, leisure activities, theatre — a whole range of learning activities in the
arts for young people and for the community more broadly. Schools have the
infrastructure, a hall (often with a proscenium, theatre lighting and amplifica-
tion), a piano or even a music suite, art rooms, a gymnasium with a sprung floor
—~ maybe even a dance studio — wheels for pottery and kilns, woodwork and
metalwork shops, and other such facilities and resources. In many schools,
however, such resources and facilities are often locked away for a large part of
the week. These could all be opened up to the community in the interests of
lifelong learning for all.

Such schemes can be especially exciting and educative if the schools and
community centres used as places for learning and enjoyment in the arts can be
staffed by those having qualifications and who are actively working in the arts.
This could involve expanding upon such schemes as ‘artists in schools’ and/or
‘artists in the community’ but also capitalizing upon the contribution that
people trained in particular crafts or trades can offer to such programmes.
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Professional craftspeople who are at the forefront of their profession are able to
offer a great deal to schools and lifelong learning.

One note of caution needs to be sounded, however: the practices of artists
and craftspeople are often focused rather more on individual creativity than
orientated towards the interests of an organization or institution. This individ-
uality will need to be respected as well as carefully managed. Yet the talents
and creative efforts of such people could be put to immensely beneficial use: they
could be encouraged to become more involved in arts and educational activities,
showing the benefit of and highlighting the importance of cultural endeavours
to the general population, as well as instilling greater enthusiasm for and
securing larger audiences for their work. Larger audiences, larger involvement
in arts and crafts activities, and greater community engagement can only lead
to greater understanding and personal illumination. Increased participation
can only benefit the arts, the schools, the community and society.

This last point might serve as the principal objective in promoting the arts
and lifelong learning in schools and centres of community learning: to benefit
both the individual and society. There are, however, also important economic
benefits made possible by and accruing from engagement in arts programmes.
It is worth noting that integrating the arts into the school might be a means of
assisting the school in income generation. Of course this would require a
different way of thinking about resources in such areas; but some modern
approaches to local school management, including finance and budgeting,
suggest that the raising of additional funds is a critical part of any school’s
success.

Awareness of this kind of emphasis in the direction and management of
schools offers a new challenge for the arts community. But such an approach is
important in planning and delivering all kinds of educating programmes; it has
very serious implications for management and for the role and functioning of
schools councils. Arts educators would do well to remember that, among the
reasons for setting up programmes and schemes for the arts in schools, one
important reason is the potential they have for assisting institutions to bring in
further resources of finance, equipment and facilities, and a further range of
personnel with skills and interests that complement those the school already
possesses.

There will of course always be some barriers to integrating the arts in
schools. These will include ‘political’ considerations as to their inclusion in the
curriculum on grounds of their perceived status; there may be some difficulties
arising from their need for resources; and management may find that the
iconoclasm that is endemic to successful arts work militates against manage-
ment approaches privileging direction and control. In the past many
enthusiastic arts educators have ended up disillusioned because artistic and
cultural activities have been squeezed for space on the timetable, poorly
resourced and managed, and often belittled and demeaned by people some of
whom should really know better.

Many of the worst effects of these factors can be mitigated if teachers and
educators appreciate that there is a need for co-ordinated co-operation. Often
this can be achieved with more people in the provision of arts and culture
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programmes and in arts management at the community level. A positive
approach to such provision and effective management could operate in ways
that complement what is already being done, and could be brought to bear in the
attempt to set in motion and draw upon the synergy of a range of diverse groups
working together in a planned and strategic way, bound together by a common
interest, concern and set of aspirations.

SPECIFIC STRATEGIES FOR MAKING CONNECTIONS

There are many ways in which the arts can offer opportunities for integrating
the community into the life and activities of the school and for providing
openings for lifelong learning. Examples of schemes integrating the arts into
schools include: artists in schools or artists in residence programmes; holding
exhibitions; and providing studio space for dancers, painters and musicians
with the expectation of performances as an outcome of such arrangements.
Some schools have set up enrichment programmes that facilitate lifelong
learning; others make arts groups welcome to use the school hall; others involve
their students in mixed arts groups with local drama productions; yet others
arrange for suitably qualified and artistically or culturally significant people in
the local community to act as mentors in arts and craft activities. One other
strategy to enhance learning in the creative arts might be for schools or other
centres of learning to arrange for the conduct of master classes in schools with
leading musicians, dancers, singers or writers. The ways in which the school
can serve as a centre of provision of and access to forms of life-enhancing
learning for the community are limited only by the range of ideas people have
for bringing work in the arts and cultural pursuits to the notice of people in the
wider community and then encouraging these people to take advantage of the
schemes they offer.

One other forum for engaging the community in the activities of the school
or learning centre might also be through programmes of Media Studies and
media teaching. With multimedia communication growing as it is now and
likely to expand even further in the future, people are going to use media quite
differently from the way in which they use them now. All the various forms of
communication media are changing rapidly and people need to be skilled to
keep abreast of these advances. Students will find there is practically no end to
the uses to which they can put their work in media and communication
studies.

Students can use media access to contribute to local newspapers, to assist
in the development of conference newsletters, to participate in taking photos of
the elderly for local histories, and in helping compile archives of such history for
study and expansion. Learners of all ages can read books, newspapers and
reference materials on the world-wide net, access and distribute information
out of their homes, do much of their personal business and even develop their
personal relationships via the increasingly sophisticated devices of modern
information technology. And what is perhaps of vital educational importance is
the way in which use of these new media can be especially helpful when one is
working with the visually impaired or those with learning difficulties. For them
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and for many others the new media provide educators with great aids to literacy
and indeed give equal access and a sense of personal empowerment to all their
users, whatever their personal capacities or talents.

There are of course some problems. Among these will figure the epistemo-
logical problem of the veracity of the images and information represented in and
through the media. One picture, one report may tell both a thousand truths
and a thousand lies: it is possible to manipulate pictures, to skew information,
to process data in such a way as to distort, misrepresent and even falsify.
Similarly it is quite plain that the Internet now gives users access to some
things that our society might regard as undesirable — access to pornography,
instruction in civil unrest, and the making of explosive devices. In some
instances, computers can focus attention on the presentation of life in an
oppositional mode; this comes about when information is processed only
through binary logic — on/off, yes/no, bad/good — and can thus incline people to
view reality through lenses that offer only antithetical, adversarial and gen-
erally conflicting perspectives. To learn how to deal with these phenomena, to
adjust for possible distortion, to criticize and counter-bias, to learn to evaluate
the images and information that are presented — all this must be part of any
education in the use and exploitation of the media and the information made
available to us through them. The ‘open societies’ of the arts have particular
strengths here.

There is a further point to be made. A curriculum of arts activities and
cultural practices, be they crafts, visual arts, dance, drama, media work or
music, should not be presented simply or solely as recreational pursuits. A
programme in the arts should also focus on getting people to see them as
vocational areas in which opportunities for possible future employment or
application to employment can be clearly seen. Some work in the arts can help
young people develop the knowledge and skills requisite for their entering a
profession, vocation or industry involving the visual or performing arts or
musical experience, or can help them develop skills that are transferable to
other areas. The arts can be related to the possibility of securing future
employment in a range of activities. As Arnold Packer (1994) put it, ‘Properly
taught, knowledge of the arts can help youngsters with the know-how needed in
the twenty-first century workplace’.

Experience in the arts requires students to acquire knowledge and develop
a range of skills that can be transferred to the work-place. Many forms of
artistic activity and creation, in the performing arts for example, call upon and
develop highly complex skills of the management of time, space, resources and
personnel. These are matters of daily artistic necessity experienced by the
choreographer, the composer, the drama producer and the visual artist. More-
over the activities of people in the arts make many demands on their techno-
logical competence: they have skills in lighting and set design, modern musical
electronics, and forms of effective multimedia presentation. Furthermore the
necessary skills of working in a team, negotiating, communicating, acting as a
leader or being willing to be led, are exhibited in each artistic performance.
Each of these must be integrated into school programmes in the arts.

There is the further point that effective work in the arts occurs only when
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people have learnt the skills of articulate, clear and sophisticated forms of
communication. Those who have sought to develop their understanding of and
ability to communicate in dance, drama, literature or the presentation of
images through film, will have gained invaluable lessons for work in places that
call upon such skills, whether in the professions, business or the local council
chamber. They will have been immeasurably assisted by their hard work at
acquiring the powers given to them by the concentration of the arts on convey-
ing complex and heterogenous ideas and kinds of meaning in clearly
intelligible, vivid and compelling forms.

This emphasis upon communication of ideas in the arts often involves the
production and transmission of material that is iconoclastic and innovative. As
it is expressed by John Berger (1971), art demands that people do not ever ‘see
the same way again’. As Edwards Tufte put it (1991, p. 3), communicating ‘ideas
through the body’, expressing musical ideas, interpreting dramatic materials,
and creating visual works in order ‘to effectively communicate ideas’ are all
parts of the methods, procedures and forms of signification that are central to
work in the arts. All these qualities and operations show students of all ages
and levels of competency how important it is to be effective communicators in
this information age.

Central to our awareness of work in the arts is the notion that their approach
involves problem solving and this is something that can be taken by practitioners
of the arts straight into any other work-place. These days those firms that are
determined to excel in service and performance are engaged in a constant
endeavour to improve the quality of their products and procedures, and are
constantly exploring ways of bringing creative solutions to bear on the problems
and challenges with which they are continually beset. Arts learning makes such
a problem-solving approach a central part of their endeavours. Arts lessons
demand all the time that students do the best work that they can, that they
integrate all competing considerations into a balanced composition, and that they
weigh all the intangibles and incorporate them into an integrated whole.

This kind of approach can give students a far more realistic experience of
making judgments in a complex world than other subjects that concentrate
more on showing them how to ‘arrive at the right answer’. The logic of the arts
is not binary: it is multidimensional — as are most of the problems with which
students will be faced in their employment and in their personal lives.

The kind of thinking and operating in which students of the arts will learn
to proceed requires them to be aware of the ways in which parts fit together to
produce a comprehensive whole. Their work entails a planning, conceiving and
delivery process that involves constant checking, monitoring, evaluating and
trying to ensure excellence and the highest standards in the final product or
performance. This kind of achievement is made up of activities that call upon
many of the skills and key competencies called for in modern work-place know-
how: as Mr Holland’s Opus graphically demonstrates, the planning and putting
on of a play or a musical performance, the production of a film, the design of an
exhibition of students’ work, all demonstrate ways in which the skills called for
in the arts and the world of work can be conjoined.
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THE INVOLVEMENT OF MANY PARTNERS IN
PROMOTING CULTURE AND THE ARTS

Employers may like to consider the ways in which they can persuade school
councils to promote work in the arts on the programme of a school’s activities as
one of the best ways in which their future employees’ readiness to engage in
divergent and creative thinking can be demonstrated, encouraged and devel-
oped. The concept of work in the arts which we have explicated here shows that
it is very much in employers’ interests to confirm and strengthen the place of the
arts in the curriculum and to promote and ensure that access to courses in the
arts will be laid open to all students.

Educators, parents and employers will want to ensure that arts subjects
are given similar status in the activities of a community’s educating institu-
tions to that given to mathematics, science and technology. For they will all
realize that the lives and work of future employees, responsible citizens, and
fulfilled adults in the community are likely to be enriched just as much from the
experiences they enjoy, the lessons they learn and the explorations they make
in dance, drama, music, and the visual and media arts, as they are in calling
upon their knowledge of science, technology or mathematics.

Opportunities for the promotion of the arts and other cultural activities in
the life of the school are also likely to have a definite ‘roll on’ effect. These
activities offer openings for the development of micro-economic activities and
small business works, such as cinemas, bookselling, print-making and picture-
framing, domestic interior design, cultural tourism and the like. There is the
further point that integrating the arts into schools could also generate income
for local artists. Arts education also affords opportunities for training people for
positions in community arts management. In these ways schools can forge
strong links with the wider community, particularly in respect of activities that
have come to be regarded as constituting a prime part of our culture and
community identity, and that make contributions to the welfare of that commu-
nity of an economic and cultural kind. No one who has seen the contributions
made to European or North American economies and culture by activities,
productions and exhibitions in graphic arts, theatre, music, dance and film can
be in any doubt as to the importance of such work.

For their part arts educators need to realize that they too are part of the
changes occurring in school and community. Teachers who in the past worked
largely alone are today having to learn to work in teams; teachers who once
relied entirely on chalk, pens and the printed page are coming to the realize that
modern methods of learning require them to be expert in the educational use of
e-mail, fax, modem, and video communication. Schools must adapt quickly to
these modes of communication: those brought up and trained in one culture are
now having to learning how to operate in others. Arts educators need to become
adept in showing how their students’ experience in setting the highest stan-
dards of endeavour and excellence for themselves in the arts can be applied to
quality work elsewhere.

Arts educators need to show how the learning they offer their studentsis a
demonstration of a deeper underlying purpose. Those in places of learning have
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to be able to argue that there is a direct connection between what their students
learn and their ability to lead a responsible, productive and fulfilled life.
Teachers of the arts have a powerful responsibility to communicate the part
their subjects can play in forging the connection between work in the arts and
leading a responsible and satisfying life in the community.

Any educational experience involving activity and achievement in the arts
will quickly show us that work in the arts enhances the quality of life for
everyone. For the development of rich sources of personal fulfilment, for train-
ing in the skills called for in participating in an open, democratic society, the
arts can also do far more than giving people expertise in some complex and
highly important skills that can be transferred and redeployed in the work-
place. They are also a major factor in the conception, construction and
launching of individual learners into a responsible and fulfilled life.

This was well put in the Report of the SCANS Commission, US Department
of Labor, 1994, quoted in the pre-conference paper prepared for the ‘Arts
Education for the 21st Century American Economy’ Conference held in Sep-
tember 1994 in Louisville, Kentucky by Arnold H. Packer, a nationally regarded
economist, labour expert and former US Assistant Secretary of Labor, now a
Senior Fellow at the Johns Hopkins University Institute for Policy Studies:

We understand that schools do more than simply prepare people to
make a living. They prepare people to live full lives — to participate in
their communities, to raise families, and to enjoy the leisure that is the
fruit of their labor. A solid education is its own reward ... We are not
calling for a narrow, work-focused education. Qur future demands more.

It is this kind of thinking that will stimulate and inspire those educators who
see in the creative and performing arts a powerful force for motivating members
of the community to respond to the opportunities offered to them by access to
teachers, facilities and resources for extending their own learning beyond the
period of formal engagement in full-time compulsory education. This will be
most clear through such encouragement as can be given to them to engage in
creating and communicating with other people by becoming literate and active
in the arts. For in these particular subjects they might begin to explore the
possibilities offered in them for developing their own interests and capabilities,
for learning to live a productive life, and for contributing to the enhancement of
society.

THE ARTIST AS A MODEL OF THE LIFELONG LEARNER

Early experience in home and school is essential to the development and
promotion of interests and engagement in cultural and artistic activities.
Children must be exposed to and engaged in these areas while they are young.
To promote and support learning at school, schemes such as ‘artists in resi-
dence’ make it possible for individual schools or groups of schools to have their
own artist-in-residence programme at little or no cost. Then there are ways of
bringing people in from crafts and other arts professions, offering students and
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learners in the local community the experience of supervision and crafts-
mentor schemes; and there are self-development programmes, that are helpful
and important in promoting community engagement, as are contributions from
community arts groups, that can stimulate the arts in schools.

In turn, schools and other educating institutions can open up their facilities
and infrastructure to the arts community, offering their hall for dance, a stage
for local theatre, access to a piano and other musical instruments, a pottery
facility, a studio for hi-fi and multimedia exploration, or simply by offering the
use of underutilized space to artists for exhibitions. In such ways as these
schools can become more closely connected and involved with the activities,
interests and values of important groups establishing, building and contribut-
ing to the maintenance of culture and value in the community. In return for the
use of school resources and facilities artists and craftspeople can provide
activities, exhibitions and performances for students and members of the school
community. After-school programmes can be offered for work in dance, drama,
the visual arts. Perhaps a one-day-a-week multifaceted arts programme after
school hours could complement the after-school programmes offered in sports.
The school, the students, the community and the artists can all benefit from
such initiatives.

Already there has been considerable progress in taking the arts into
schools. Cultural artists working in schools have been very successful in
involving ethnic parents. In one setting, for example, at one local school a
choreographer devised a dance evening with the school’s students, and 42
different nationalities attended the performance, the first time that all of them
had come together in one place. The programme recognized the needs of
working parents by picking up and looking after the students involved during
rehearsals that were held at weekends. Another programme drew refugees
together, enabling them, through work in the arts, to reflect on where they came
from, and helping them begin positively to look to the future.

In short, the involvement of artists, craftspeople and designers with
schools can be an excellent vehicle for creating a sense of community involve-
ment and cohesion. The projects they tackle can be simple, such as developing
a sensory garden for disabled students, or more complex such as creating a
playground for children living in an urban housing area. In such projects the
skills of artists and craftspeople can be used to draw resources together, to
provide a focus, and to stimulate people to be creative and productive in a non-
threatening and supportive environment. In this way creative efforts operate as
agents of change for the whole community.

For their part school students exposed to and engaging in such creative
activities benefit from interaction with the artists. The artists also benefit from
access to facilities that they often have difficulty in providing for themselves,
and are enabled to develop personally and professionally. For all such individ-
uals and groups, work in the arts or an arts-based education offers a richness
that is valuable in itself, no matter what people do later.

Schools committed to lifelong learning through the arts can run visual arts
workshops, painting and drawing classes, garden design courses, work on
theatre or musical performances, and have a mixture of young and older people
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working together in them. Schools can see their communities as places where
people create and exhibit what they do, participate in creating endeavours and
pass on their experience and achievements to other learners. As one example of
this, one school had some wonderful essays and explorations of dinosaurs in
their art work at the time when interest in the study of dinosaurs was strong
among school students; the school exhibited some of the art work in the local
post office. At the same time, the post office was running a stamp collection on
dinosaurs. The two together made for a splendid combination of artistic endeav-
our. Schools could do more of this kind of thing and could be even more open to
community interaction.

These are the kinds of connections that enable schools to build and main-
tain links with their community and at the same time create environments that
encourage people to think aesthetically. Schools and other learning centres can
do much to provide a culturally rich environment and to be a catalyst for
people’s growing interest and development of knowledge, understanding and
capabilities in the arts. They can do this by maintaining links with people in the
community, including different arts, cultural and ethnic groups.

There are of course centres for developing interests and capabilities in the
arts and culture other than in schools. One thinks here of art galleries, arts
centres, museums and film and TV studios where there are untold opportun-
ities for lifelong learning, in which such institutions’ education or education
liaison officers are most anxious to play a part. They can do this at every level
and in every way. Within many arts centres, for instance, there are pro-
grammes for kindergartens, families and schoolchildren.

It is only when we encounter the work of artists and craftspeople that we
start to attend to the meanings and possibilities available in partnerships
between schools and those constituencies involved in culture and the arts. It is
very much part of the function of artists working in the community to assist in
the development of people’s self-awareness and aesthetic understanding.
Understanding of aesthetics and comprehension of form and composition can be
related to anything within the visual arts —landscapes, architecture, cityscapes
— and can take place in a range of social, cultural, educational and religious
milieux.

The artist can serve as a model of the lifelong learner, continually striving
for new means of communicating, or extending the use of a particular medium,
continually extending the use of a particular technique, continually extending
the boundaries in which they operate, looking for new experiences to extend
themselves, and looking for new networks of possible meanings in which they
can explore the expanding boundaries of the worlds they create. The quintes-
sential artist is the best example of a person involved in lifelong learning. Pablo
Picasso was quoted as saying that every child is an artist. The problem is how
are children and young people to remain artists once they grow up? This is the
task for schools and lifelong learning.
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Chapter 10

Forging Partnerships among
Schools and Other Providers of
Learning

The idea of lifelong learning clearly implies that, while education may start
during a period of experience and activity in a formal and compulsory school
setting, it will clearly extend far beyond that, continued, extended and devel-
oped by experience and activity in a variety of settings, in a range of other
institutions, and following a multiplicity of pathways. This implies that there
will be a number of agencies involved in offering opportunities for lifelong
learning, some of them formal, some informal, some fairly traditional, some
innovatory. Lifelong learning is a concept of co-investment.

There is thus a need, not merely for connections and exchanges between
schools and a whole range of educational providers, but also for a set of alliances
among schools and the other organizations, agencies and institutions offering
educational opportunities. There is now a wide range of institutions, organiza-
tions and agencies that provide educational services and opportunities in some
form or other. In addition to schools there are universities, technical and
further education (TAFE) colleges, tertiary education institutions, hospitals,
Neighbourhood Houses, broadcasting corporations, firms and industrial enter-
prises, trades unions, local councils, Councils of Adult Education, the
University of the Third Age — the list goes on. The presence and activity of a
multiplicity of providers shows that it is a mistake to assume that any one
institution is the one best focus for educational provision. We are now entering
a stage where the separate, complementary and mutually supportive contribu-
tions of a wide range of providers of lifelong learning opportunities need to be
taken into account and various forms of relationship between them made a
matter of pressing educational concern.

One of the vital parts of such relationships will be the acknowledgement of
the need for clearly defined and flexibly articulated pathways of interaction and
connection between them. These will make possible the definition and demarca-
tion of a whole network of linkages, not merely operating in the same sector of
provision and on the same level, but also between different levels and sectors.

A good model here is that of the complex articulations of the climbing-
frame, in which people do not simply get to the top by one particular route in one
single linear and uninterrupted progression (Smethurst, 1995). Instead they
may choose to move across, backwards and down before again proceeding along
and upwards towards the top in a different area. This is why people desirous of
making use of education services — those coming to climb the frame — will need
much advice and assistance in being shown and led to move on to different
stages. The educating institution that is the school may be seen as constituting
only one part of the whole framework of educational opportunity, interrelated
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and interacting with a multiplicity of other elements and constituent parts of
the networks.

Given this model we can now see that, for policies of lifelong learning by a
multiplicity of pathways to be really effective, relationships between the vari-
ous institutions that constitute the totality of educational provision need to
accommodate to the range and complex interplay of possible pathways for
learners. Connections and alliances between educating institutions need to be
based on a notion of individuality and difference, yet providing comprehensive
and interrelated coverage overall. This implies some complementarity among
and between separate providers.

Indeed if lifelong learning policies are to be constructive and productive,
there ought at best to be some integration of effort and balance among the
enterprises and undertakings of the different agencies. Part of this involves an
awareness of the value of better co-ordination and synergy in the provision of
educational services. Such provision, and a wide awareness of both its existence
and the ease with which people may pass through it, will enable people to make
connections with other groups and individuals with related, even if not neces-
sarily similar, learning needs. That way there will gradually emerge a real
community of learners rather than, as at present, pockets of separate interest.

This will only be possible if there is wider knowledge about and greater
consideration given to the possibilities of growth and development afforded by
the various types of relationship and modes of interconnectedness between
different areas and sectors of educational provision. All the community’s learn-
ing resources need to be made available, their assets and different services
combined, and the pathways between them connected in such a way that the
diverse needs of all learners in the community can be met.

STRATEGIC ALLIANCES AND ARTICULATED PATHWAYS
Overcoming Barriers and Obstructions

A start can be made on this undertaking by addressing those factors that inhibit
attempts to dismantle the existing obstructions to the establishment of closer
relationships between schools and other educating institutions. If there is to be
co-ordination between the efforts and resources of a community’s educating
agencies, many of the barriers between different sectors, levels and institutions
need to be dismantled, so that present and future generations of students can
move easily from one institution to another and so accelerate their progress in
learning.

~ As an example of the restrictions on opening pathways to progress, one may
cite the difficulties created for education in some countries by the fact that
currently there are a number of different state, province or territory educa-
tional systems and these do not easily permit articulation or transfer. To
promote easy movement and individual styles of progression, there needs to be
established and developed a complex and sophisticated set of arrangements
offering cross-sector linkages, easy credit transfer, and recognition of qualifica-
tions across sectors and geographical locations and boundaries.
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To establish such linkages and to make movement along them possible, a
great deal of planning is necessary. This will be especially important if schools
are to create strategic alliances with other agencies and organizations in the
community. There will be a need for some nurturing in the early stages of
collaboration if all the many possibilities of cross-fertilization among schools
and other learning providers are to be realized and capitalized upon.

In the past such co-operation has been often very difficult to foster and
maintain; hence there have been exciting educational innovations proposed
that have not come to fruition and there have been learners who have not been
able to profit from all the various opportunities that were in fact open to them.
In fostering the ideal of lifelong learning for all, schools, the community,
government organizations and private agencies will find their mission of service
enhanced by espousing a philosophy of co-operation in provision of opportun-
ities for learners, as well as simply setting up channels and mechanisms of
co-operation.

An illustration of the dysfunctions to which the lack of such a phileosophy
can lead is provided by the fact that, until recently, there has not been much
progress in the development and extension of relationships between schools
and technical and further education providers. One of the causes of this is the
fact that the systems are administered separately. Indeed we may say that in
general the structure, funding and administration of different educational
providers has not hitherto functioned in such a way as to facilitate co-operation.
Consideration of the ways in which such dysfunctions can be diminished or
removed must be a matter for future policy attention and action. If lifelong
learning were to be the informing precept for such policy considerations per-
haps some of the structural, funding and administrative barriers to effective
and mutually supportive interaction might be overcome.

A further challenge to effective co-operation in the provision of lifelong
learning opportunities has been the lack of linkage between private and pub-
licly funded institutions. In future the co-ordination and integration of private
providers into the overall provision of education will make a substantial
addition to its assets and resources. Areas of present or possible future con-
tiguity, connection and overlap have to be recognized, gaps of provision
identified, forms of relationship and strategic alliance worked out and the
development of a range of partnerships working in concert on the common cause
of lifelong learning made a matter of educational priority.

Governments can play a leading part in efforts to facilitate reforms of this
kind. They have the status, power and means to assemble groups of key players
together; they can offer incentives and targeted programmes, and try out
various proposals for reform and innovation at the level of local institutions,
rather than having always to work through layers of intervening and poten-
tially inhibiting regional or local authorities and mechanisms.

However, one might perhaps want to approach such endeavours with a
degree of caution: the possibility of co-operation among agencies offering educa-
tional services can often be challenged or compromised by government
promotion of competition under the overt agendum of their concern to promote
quality. The tendering basis for the provision of educational services or the
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supply of educational goods often diminishes possibilities of co-operation. If
governments wish to continue with the policy of seeking tenders for the
provision or supply of educational goods or services, they will need to point to
the need for co-operation among agencies involved in tendering for the bid,
perhaps with specially designated funding of clusters, targeted on those organi-
zations and agencies that can combine in ad hoc or more permanent
co-operative provision centres in the development of joint bids as part of the
tendering process.

This kind of joint activity in the development and submission of bids
promotes co-operation among agencies, formal and informal, public and pri-
vate. Indeed if funding arrangements are such that clusters or partnership
arrangements are required or promoted, then one of the more productive ways
forward in developing provision and programmes of lifelong learning may be via
the combination into co-operative provision centres of a whole range of learning
organizations and agencies some of which will be community-owned, independ-
ent, autonomous, self-governing organizations with their own committees of
management.

The development of such clusters of co-operation is facilitated by the
approach to course design and construction now adopted by many institutions.
The emergence of modular-based programmes offers the opportunity for a
variety of providers to contribute to one course. The place of delivery, the
circumstances of programme design, the number of elements combining to
produce one overall programme, course or unit, all these are opening up a range
of possibilities and pathways for co-operative endeavour among a range of
providers. One of the roles of government is to promote this kind of interaction
and it is a role that should be expanded.

Such forms of co-operation have many other benefits above and beyond the
merely financial, in that they can overcome some of the more negative effects of
maintaining separate status and operating on a competitive basis. For example,
if an institution feels that it must compete with other institutions in seeking
financial support for the development of lifelong learning programmes, it may
be less inclined to make it easy for students to enjoy the advantages of
portability and as a result tensions may arise between institutions and their
clients. If an institution is competition- rather than outcome-driven, there are
more likely to be unhealthy tensions of this kind, and this will not be conducive
to the well-being of the students, who need the kind of portability, credit
transfer and interactive access to the programmes of other institutions that a
policy of co-operation would encourage. In this endeavour, different providers
and agencies will need to meet to clarify objectives to determine possible
pathways and to agree upon accreditation procedures and credit transfer. At
the present time there are a range of different levels, styles and standards of
qualification and accreditation, and there is little possibility of mutual recogni-
tion or cross-transfer between many of them.

Further barriers to the establishment and extension of co-operative under-
takings between schools and institutions and agencies in the post-compulsory
education sector have been the different approaches to teaching found in them.
Contrary to many approaches to delivering education in schools, much of
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post-compulsory education is not subject- or discipline-based. The highly com-
partmentalized approach to teaching found in some schools may lead to some
teachers in schools feeling that they have little to offer adults, and/or to adults
feeling disinclined or being unable to have access to and participate in teaching
and learning programmes offered in schools.

Another source of difficulty may arise from the perceived emphasis that
schools and some other educational institutions put on examination success
and qualifications of various kinds. For many people concerned to develop their
own interests and to address their own learning needs, interest can wane as
soon as there is mention of credentials to be obtained and examinations to be
taken. Some people find it irksome and counter-productive to feel that they
must be locked into some kind of rigid examination programme.

Another barrier to access and participation in lifelong learning opportun-
ities arises from the part played by issues of gender. Present evidence suggests
that in some settings women tend to take courses which are not accredited
whereas men take courses that offer credits. There needs to be some reassess-
ment of the whole issue of equity in access, attendance and forms of credit. It
should be possible to provide opportunities for people to accumulate various
forms of recognition, credit or qualification available to them by means of their
success in passing through various stages of proficiency that match their
particular circumstances and needs at particular times or places. Schools have
a particular role to play here, in making learning accessible to women and
providing a starting-point from which women may pursue further learning.

The age of students is also a factor that might attract similar consideration.
A flexible approach to discerning and following different pathways of educa-
tional opportunity will quickly make young people familiar with the precept
that in extending their learning after compulsory school attendance there is not
one fixed way of doing things and making progress. Learning will not follow a
preordained pattern of linear progression along a series of fixed points; virtually
any order of progression and style of learning will be possible. The days when
knowledge was locked up in libraries or the minds of professors, open to access
only by those who had ascended a prescribed set of ladders, is now long gone.
The individually designed climbing-frame is the model that is now seen as most
appropriate for lifelong learning. Part of the material for construction of such a
frame will be found in learning centres located in the community and open to
people of all ages. The existing presence and work of schools can provide a
foundation on which learning centres of this kind can be built.

Links Between Schools, Providers of Technical and
Further Education and Other Agencies of Learning

There can be no doubt that, even prior to the now growing emphasis upon
lifelong learning, relationships and pathways between the various education
levels and providers — schools, technical and further education (TAFE) colleges,
universities, Adult Education Councils, the training institutes of particular
professions or trades, other private agencies, the University of the Third Age —
have increased and proliferated. Much of this development has come about
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through the demands made by learners for the availability of wider ranges and
types of recognition for achievement in a variety of courses and for portable
credit and transferable results. Many of these developments have also come
about through the concerns of national governments for an increase in the
provision of vocational education and training, for the establishment of links
between short and long courses, and between award-bearing and non-award-
bearing courses, and the achievement of credits for articulation among and
between such courses and programmes. More remains to be done, however: the
range, strength and multiplicity of such linkages could be enhanced.

In the pursuit of increased interaction between educational providers it is
obvious that there is a growing need for articulated pathways between schools,
TAFE and university. Schools and TAFE colleges are making moves toward
further co-operation and are developing initiatives aimed at increased inter-
connectedness. Some universities are also increasing the strength and range of
their connections with secondary schools. There are of course problems with
bringing about such forms of interaction: the particular requirements for
access, structural arrangements, forms of recognition and student and capital
funding might militate against the development of some forms of inter-
articulation.

In some settings schools, TAFE, university and community providers work
very well together, yet there are still considerable gaps in conversation, commu-
nication and co-operation. Such gaps ought to be closed, to the benefit of all
kinds of institutions. TAFE institutions have much to offer in these relation-
ships. A TAFE college environment provides a good model of sound
student-centred and self-selected learning. Many TAFE lecturers have adjus-
ted to recent developments in learning theory and new learning technologies,
and on the basis of students’ interests many have developed branching path-
ways of learning that are of use not only to the student involved but also in
setting up guides and markers for others to follow and develop further. Such
models of good learning provide exemplars that could be better utilized.

Unfortunately one of the principal sources of resistance to the establish-
ment of positive and productive articulation between schools, TAFE and other
providers of learning resides in the university sector. If a range of opportunities
for learning through life is to be realized, some change is needed in the climate,
- culture and mindsets of some people within the universities as to the status of
knowledge and learning offered by other providers in the community. When
people in some universities talk about partnerships in developing learning
opportunities, they still seem to operate with the tacit assumption that they
alone will determine and control content. Such people have to show the much
greater flexibility and recognition of the value of learning that people in other
institutions have already adopted and are exhibiting. Perhaps such shifts in
thought and practice might be promoted and accelerated by changes in funding
and support policies put in place by governments committed to the ideal of
lifelong learning for all their citizens.

There still needs to be more work done on the processes likely to be called
for and involved in strengthening relations between schools and TAFE. There is
a need to develop more flexibility in learning in schools and a way of doing this
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involves establishing links between schools and TAFE with students attending
half-days at TAFE colleges or TAFE students attending courses in senior years
in schools. There are places where such arrangements are now in place and are
operating successfully.

This kind of interchange is enhanced when such liaison and interchange
arrangements can be made for credit to be exchanged between work done in
later years at school and early years in TAFE or even in university courses.
There are already increasing possibilities for schemes of dual certification to be
arranged, in which students at school can gain credits towards TAFE or
university studies.

Independent schools often seem to lead the way in such schemes. Part of
this comes from their freedom to utilize their own resources to delegate some
person to go out to other institutions, do the necessary research, establish the
relationships on a solid basis of mutual understanding and commitment to co-
operate and help set in train the appropriate forms of implementation. Such
arrangements benefit all parties to them: school-TAFE partnerships enable
young people to get credit towards their School Certificates and towards a
TAFE certificate for work they do in TAFE colleges (an example of this would be
the work they produce as part of their design and art portfolios). The TAFE
college for its part benefits from training (by the school) of its staff in the
different learning and assessment styles of the various forms of School Certifi-
cate. One of the advantages of partnerships between TAFE and schools lies in
the opportunities they provide for professional development for teachers in
different learning and assessment styles.

Such relationships might, however, be seen as causing problems for some
schools. It is quite possible that some students in the later years of schooling,
having experienced the benefits and freedoms found in their work in the
alternative setting of TAFE colleges, might decide they would prefer to move to
a TAFE institution. If the number of students desiring entry to TAFE and
consequently leaving schools increased, some schools might feel that the range
and style of courses they could offer to students in their later years would be
restricted. In this way the range and quality of their more advanced courses
could be under threat.

This challenge has been met by some schools which have chosen to register
as private providers and have obtained the necessary statutory permission to
offer TAFE courses. Some schools are offering the entire first year of a TAFE
course; some are offering more than that — an advanced certificate or even an
associate diploma. In other places ‘Advanced Standing’ courses are being
negotiated between schools and TAFE colleges, but this is a process that is not
considered to be doing very well at the moment.

Stronger and more articulated connections between TAFE colleges and
schools could serve the interests of a much wider range of students, whose needs
may not be met by current arrangements. For instance, a greater range of
pathways to TAFE colleges needs to be provided to help those school students
who are not concerned with academic learning. In addition, many TAFE
colleges have resources and facilities that can improve and extend the learning
of students from other sectors and institutions, who would benefit from
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participation in one or two courses that are relevant to or supportive of their
main learning elsewhere. Arrangements can be made to facilitate students’
auditing such courses and taking the credit for their success in them back to
their own institution.

There are many kinds of interaction and co-operation already in existence
and increasingly possible. TAFE colleges often have the most splendid facilities,
that are already being made available to the community. Also the organization
and course provision of TAFE institutions often have much more flexibility than
schools and universities in the things that they can offer to and do with the
community.

Partnerships between TAFE and a range of other agencies should be varied
and diverse: it would be superfluous for them to co-operate to the point of
providing ‘sameness’; such different institutions work in different contexts and
maybe with different audiences, even though they may be concerned with
similar, even common, objectives. The current stress on students’ acquiring
various ‘key competencies’ might provide a suitable framework for movement in
pursuit of a set of overarching goals.

In all this, the TAFE sector can provide leadership to schools: TAFE was
founded and funded to provide the courses and programmes that help people
construct the building blocks for making progress in lifelong learning: literacy,
numeracy, language, self-esteem, and the fundamental elements of specific voca-
tional preparation, democratic participation and personal growth. Many TAFE
institutions in the past have been very heavily concerned with vocational prepara-
tion activities. Such activities carried out by TAFE institutions are becoming more
innovative and responsive. TAFE colleges have long experience and have devel-
oped considerable expertise in working with local industry, business and
commerce; they have learnt to be responsive and efficient in identifying training
needs for industry. Working with employers they have provided courses on the
clear premise that people should be taught relevant and up-to-date knowledge
and skills that will advance their work-place adaptability.

The concern of TAFE institutions that their courses should be skill-
acquisitive can provide a strong foundation for their leadership in opening up to
their students more doors and opportunities. The staff of TAFE colleges are
very much aware of the need to point the way forward from what they do for
their students: they put in a great deal of work to ensure that the ethos of their
courses and the culture of the college is consistent with lifelong learning,
providing recognition of prior learning, new vocational opportunities, and
increased knowledge of further pathways of personal development.

Sometimes these opportunities are constrained by the times at which
students can get access to them: usually people work during the day and have to
attend courses at night or at the weekend. To offset this many TAFE colleges try
to take education to the community by offering access in many ways and at
different times and places to suit the convenience and the needs of their
students. TAFE colleges now bring their courses to people in all kinds of
settings: at college, in the work-place, at the community centre and in the home,
through television, work off-campus and on-site, during the evenings and at
weekends.
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Many TAFE institutions are doing all they can to provide for the interests
of particular groups whose learning needs merit special consideration. Special
entry provisions are made for single parents, for students from non-English-
speaking backgrounds, for women, aboriginal students, the physically disabled
and the socially disadvantaged. Pastoral care is provided and guidance and
counselling offered by specially appointed people. Such people also offer assis-
tance in solving problems of transport for students both younger and older,
looking to their security and safety and helping to oversee their activities while
their relatives or friends are occupied elsewhere in work or in their own
learning.

On occasion there can be some competition between local adult education
and the TAFE providers in respect of courses offered to members of the
community. The negative effects of such competition are exacerbated when
some TAFE institutions compete with universities or other ‘prestige’ institu-
tions in an attempt to increase their own standing and status in others’ eyes,
rather than looking at the job they should be doing and at the range and type of
learning opportunities they should be co-operating in offering.

Clearly this is dysfunctional and wasteful. There needs to be a greater
degree of co-operation between the TAFE short-course system, the adult educa-
tion system, community centres of learning and schools. There is a need for a
system in which each kind and level of learning organization can interact with,
complement and support the activities of the others. Higher education institu-
tions are not immune from this requirement: they need to offer easier access,
greater flexibility and increased possibilities of cross-accreditation. In too many
institutions there are still many programmes and courses where students can
get locked in for many years, yet not sufficient account is taken of, nor credit
given for, their previous learning experiences and achievements. A commit-
ment to lifelong learning will ensure that such difficulties are addressed and
attenuated or removed altogether.

TAFE institutions have a vital role to play and a critical job to do in helping
to provide leadership to members of the learning community, taking lifelong
learning as a concept, a value and a set of opportunities to people from schools
and other institutions and sectors, orientating people into the awareness of the
ways in which they can augment and increase their skills, while at the same
time helping them to gain high levels of self-esteem.

Connections Between Schools and Other Community
Organizations

Many other organizations and agencies offer educational opportunities. The
possibility of linkages between schools and other providers is very wide: they
include Neighbourhood Houses, community libraries, community health cen-
tres, child care providers, University of the Third Age and other organizations,
whose educating agenda can be said to be overt. But there are also other
agencies active in the community, such as sports clubs for example, which are
recognizing that they too are learning organizations and that they have some-
thing to contribute to the education of children, young people and citizens
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generally. Some attempt needs to be made to enlarge and elevate the vision of
people in such organizations to the opportunities for co-ordinating their educat-
ing functions. Churches too could move beyond their primary faith mission to a
broader educative function in the community and there are settings where this
already takes place.

Many forms of linkage and co-operation can be mutually beneficial. For
example, the grounds and other facilities of schools can be used by various
outdoor clubs in the evenings and at weekends. Equally there can be joint
efforts by government, local council, local community and school to build
sporting facilities, such as swimming pools, basketball courts or children’s play
areas. Schools can also become involved in community learning projects, such
as those provided for people suffering particular forms of handicap. There
might be some difficulty in co-ordinating such activities with the formal school
curriculum but equally schools might find such an involvement of real help in
illuminating their efforts at integration of learners with disabilities into the
mainstream of the school’s activities.

One very fruitful ground for developing further learning initiatives lies in
the presence and openness of ‘Neighbourhood Houses’. Such places are very
much concerned with increasing social inclusion by providing support and
services to people with language difficulties, people with disabilities, or people
with low incomes. Sometimes Neighbourhood Houses work with schools and get
their support to run programmes, making use of school facilities, and advertis-
ing in the school newsletter.

Some schools seem not to be aware either that Neighbourhood Houses exist
or that they can offer adult members of their local school community, partic-
ularly women, an entrée into further learning for their own needs and interests.
Many community organizations of this sort are deeply concerned about the
importance of second-chance opportunities: they are aware that women often
begin their second-chance learning in Neighbourhood Houses. Yet, when some
schools have opened up their facilities to community organizations such as
these, many have charged full costs plus depreciation. Many members of the
community, particularly the unwaged, feel that they cannot afford to pay the
sums involved and also feel unwelcome in the face of such requirements.

It is sad that the culture of very many schools still seems to be centred
around the idea of working with children only. They seem to take the view that
the only learning that should take place is what they provide to the students. It
is difficult for a Neighbourhood House to work as a centre of learning for adults
in the vicinity of a school imbued with that culture. The presence or absence of
such an attitude is very much dependent on the principal’s attitudes and school
policies; fortunately there are many who do not have such a restricted vision of
their responsibilities for continuing education beyond the school level. Indeed
there are very many people who teach at the Neighbourhood House in the
evening and who also teach at school during the day.

A complication in the work of many community educating agencies is the
complex financial system and cycle in which they have to operate. This can often
lead to tension in relations with government for many community providers. In
order to get government funding many community providers feel that they need
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to act in a way that complies with and even appeases the government's
requirements. The concern for community agencies is how to seek financial
support without compromising or losing their integrity as an organization.

There is an important point to make here about the autonomy and inde-
pendence of community educating agencies. They would be less effective if they
were merely agents of or implementation arms for the government and govern-
ment policies. At the moment there is an amount of sensitivity and even
abrasion in the interface between the government and such agencies, as they
learn to move into new relationships. Government is conscious of accountability
pressures, while for their part community groups sometimes feel that their
freedom is being constrained. But this is part of the process of transition in the
relationship between government and agencies which are no longer operated on
the principle of complete financial dependence.

The autonomy of such educating agencies is vital if their function of
offering leadership or providing a service to the community is to be preserved.
The Australian Conservation Foundation is a good example of such an organi-
zation. Its independence has enabled it often to run counter to government
decisions: it works with schools; it provides an information service; it has had
seconded teachers working in it; it has shown ways in which students can take
part in the preservation of their environment. Yet some of the recent resource
restrictions on schools have definitely affected its outreach capacity. Notwith-
standing its success in such activities, the Foundation has never spent core
resources on long-term education, though this is something it deplores. But its
educational thinking has been constrained by financial concerns: it has been
expected to be politically effective in the short term and has not had the
resources to do more. Had that not been the case the Foundation is clear that it
would have done more to advance environmental awareness through educa-
tional initiatives of various kinds.

Another community educational resource is to be found in the activities of
service associations such as Rotary and Lions Clubs, which often provide
educational material and resources about life skills. If such clubs had the
resources and time, they are clear that they would work with schools to set up
and run programmes centring upon and answering local community learning
needs. At the present time, however, the level of funding provided does not
succeed in enabling them to meet all such demands. Notwithstanding this
concern, such clubs believe that they have much to offer other community
organizations: what they are doing, they say, is basic to the health of the
community.

There are other small private sector groups and organizations which are
responding to specific needs in the community. For instance, there is an increas-
ing interest in business courses, and in courses that show people ways in which
they could turn their interest in chocolate making, for example, into small home
businesses. Other small private sector groups are aware of a demand for recrea-
tional, outdoor and leisure courses generally, as well as computer courses. They
also appreciate that the availability of self-help health programmes is an area of
deficiency in current community education provision.

The provision of learning opportunities of a wide range requires local
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networks of information and publication. Publicity needs to be given to good
examples of lifelong learning. Much of this can be done through local newspaper
and television networks: the media can publicize news of good education
practices, while education departments and ministries can use their own
newspapers or access to media outlets to increase awareness of a range of
opportunities for lifelong learning.

There are other places and means by which people can not only be informed
about opportunities for developing their interests and capabilities in further
learning for all the various purposes they have in mind, but can also be provided
with a place to learn in and can enjoy access to courses of direct relevance to
those purposes or of wider interest. Certainly such community cultural and
knowledge institutions as public libraries, art galleries, museums, community
centres and film and TV studios can serve as sources of information about and
indeed offer opportunities for many kinds of lifelong learning activities. To
provide such sources and to offer fora for such activities is part of the function of
such institutions’ education officers; some places, such as museums for exam-
ple, even have education departments, members of which see their role as
offering learning opportunities to a range of people and groups who might not
normally be among their public. They offer regular programmes of activity for
members of the community and their young, from kindergartens, to school
groups, to families, to seniors of all ages and ranges of interest.

One of the institutions that has done a great deal to develop and deliver a
range of learning activities for seniors in the community has been the Uni-
versity of the Third Age, branches of which are now in existence and flourishing
widely across the world; and Councils of Adult Education and other agencies are
active in offering similar opportunities in seniors’ centres and retirement
villages. No one who has seen the enthusiasm exhibited by seniors and their
readiness for hard work, often at the most demanding and sophisticated levels
of operation, in subjects such as advanced mathematics, philosophy and lit-
erature, can be in any doubt as to the major difference that engagement in such
work makes to the quality of people’s lives and to their sense of personal
autonomy, dignity and worth. Such is the aim of all learning and educational
endeavour — it is for the welfare of individuals and the communities in which
they live.

Relationships Between Schools and Providers of
Technology and Communication

One of the major areas in which the imperative of providing opportunities for
learners throughout their lives is carried out is that of technology and commu-
nication. The ways in which schools communicate their information and
publicize their activities and resources needs to be re-examined, as do the ways
in which the new modes of communication are employed. The information
technology revolution and the powers made available by interactive multi-
media have had an enormous impact on the ways in which schools and
educational institutions of all kinds work. Similarly various forms of interactive
communication have made enormous differences to the world of work and will
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clearly go on influencing the ways in which work is organized in a very large
part of industry, business and commerce in the future. Education programming
is central to this type of activity.

This means that schools have to reappraise and reorganize the ways in
which worthwhile knowledge is conceived and presented, how curricula are
categorized and delivered, and how learning is arranged and promoted. Schools
have to find ways in which they can help people to develop the now vital skills
of learning how to learn: pushing their cognitive progress forward themselves,
directing and controlling their own intellectual growth, learning how to be
curious and how to do research, being imaginative and creative, self-
monitoring, self-critical, self-correcting, and pacing their own learning. In
addition they need to find ways to provide multiple pathways and openings for
people in which they can work at their own pace. Information technology can
help in all this, in a major way.

At the present time, unfortunately, many schools are not teaching all
members of the community how to live with and exploit the opportunities
offered by information technology. Clearly this should change: there is now so
much information available and so many means of handling it that the skills
involved need to be taught. Schools and other education institutions have a role
to play in helping people to manage information and to prepare themselves for
the immense opportunities it offers, in increasing vocational preparedness,
personal growth, social inclusion and democratic participation.

Before showing members of the community how to use technology, schools
need to emphasize the many advantages offered by information technology:
they need to help students be clear about the purpose and benefits offered by
this form of communication. One of the main advantages of modern information
technology is that students will be much more empowered to select and travel
along learning pathways that they can construct for themselves and use for
their own personal growth. Computers are immensely resource-rich; they are
operable at any time; they help us correct our mistakes in an unthreatening
manner; they enable us to communicate with the high and the low — with all
those who have an interest in communicating in these new ways too. Such
technology can also play a part in increasing our sense of equality and shared
interests: it can be socially levelling in that the forms of language or kinds of
regional accents that in the past helped define social class do not come into play
on the Internet.

These are among the many reasons why in the future students will be
logging into learning centres around the world from their schools, their homes
and their work-places. The range of information channels and learning path-
ways available will be immeasurably enhanced. In the future, modern
information technology, including audio-visual channels, will facilitate commu-
nication between communities, individuals and groups who share common
interests.

For this reason educators will need to re-examine their reliance on linear
models of community and communication, since one of the essential compo-
nents of the new technologies is that random access is possible, that navigation
through different informational elements is possible, and that the linear
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structure institutions are applying to their current course structure design is
not necessarily the appropriate one. Video on demand allows students to feed
their own non-formal, non-traditional and non-linear requests for information
and other questions into the system and get responses that suit them. This
means that education audiences are no longer passive and this raises massive
questions for those providing access to education services through modern
technology media. Program designers in schools and other educating institu-
tions will have to establish how they develop programs and design messages
that cater for the needs of the active individual learner.

New technologies will help people explore subject areas from their own
particular interest or vantage point, such as developing their understanding of
personality, social history, or family background. The challenge for educators
and service providers is to design an educational product and process that
makes this possible. Educators will need to use audio-visual communieation to
communicate with their constituencies and will for that reason need to become
completely audio-visual-literate and develop that literacy further — in a process
in which their students are probably already far ahead of them in terms of
competency, imagination and innovation.

Already the Internet is broadening the communication of learners beyond
all previously accepted boundaries. One school has students communicating
with others in Israel, Russia, Argentina and France; another has them working
on a project called ‘Holocaust’, that looks at the issue of racism today and the
matter of values and respect for others through interaction with people in other
cultures and societies; yet a third has students looking at issues of environmen-
tal pollution, population and food supply, accessing international sources of
information. Very quickly students realize that when they are communicating
on the Internet they are part of the global community and that what they do in
their communication within it is helping them to gain experience in commu-
nicating with those of a different race and nationality.

There are immense advantages in students learning to be part of the
international network of communication but there are some problems too.
Technological barriers to communication may be breaking down but some
cultural barriers remain. People now have the capability of developing their
communication skills to the point where they could in principle communicate
with anyone in the world. Nevertheless people’s cultural assumptions are
different and in consequence they see the world differently, and schools need to
assist students to be aware of and to respect these differences.

Increasing competency at communication in the international community
can, if handled properly, expand people’s intercultural awareness and inter-
personal sensitivity, though these are qualities that are not themselves
provided by or embodied in any computer program or file-server. Indeed,
although modern information technology provides people with many greater
opportunities for communication, it does not necessarily lead to the develop-
ment of good relationships. Educators need to work at ensuring human
relationships do not suffer with the expansion of technology.

Television can be a source of risk in this regard: it can simplify or trivialize
cultural identity and cultural difference. As yet, television has not proved a
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positive source of help to people seeking to understand each other better. The
television industry is, however, a major catalyst in change: television has the
power to become one of the major agents, sources and organizers of information
distribution. The power of television to supply information means that those in
the education sector must become successful and highly literate audio-visual
communicators and program designers or they will be left behind.

In the classrooms of the future, with students using computers and media
of all types, with satellite interaction, and with communication on the Internet,
special attention will have to be given to preserving the humane virtues.
Helping students acquire the skills of sensitivity, interpersonal understanding,
empathy, altruism and beneficence is not a matter that is amenable to the
on/off, yes/mo constraints of binary logic. Appreciating other people’s needs,
respecting their rights as persons, tolerating their points of view, and consider-
ing their interests as if they were our own, call for the most sophisticated skills
of appraising, weighing, judging and drawing of implications for response or
action and are not the kinds of thing that we can learn from a computer screen
or file-server.

Moreover, the individual emphasis in modern information technology has
the potential to work against community; it may be desocializing, impersonal
and isolating. Schools and other educating institutions have to work against
these negative desocializing effects. Educators are helped in this by the facts of
human nature and human development. Human beings have not shown any
predisposition to opt for a totally electronic life: people still need human contact,
human interaction and human warmth. People still desire and choose to reach
out and touch each other.

These are among the qualities and virtues called for in assessing the
information we can access on the Internet. For file-servers give us access to good
things and bad, horizon-expanding and horizon-distorting matters: the ques-
tion is how are we to educate young people to react to the realization that they
can access pornography, racial hatred and recipes for making drugs or bombs by
searching out or simply coming across such things on the worldwide web? In
these matters young people need to be helped to develop the powers of making
judgments about what things are life-enhancing and what are not, when they
encounter such material or have it disclosed to them. Such skills of judgment lie
beyond the capacity of the computer itself to teach them. Students need to be
shown how to acquire and deploy the fine-drawn skills of articulate and
sophisticated discourse and the ability to make moral judgments. These are the
proprium of the educator acting as a guide, philosopher and friend to accom-
pany young travellers along the road of self-discovery and personal growth.

There are a host of questions and a wide range of other such issues
associated with developing knowledge and competency in using the new technol-
ogy. Instances include such problems as the question of how one copes with
plagiarism in the global community; how one ensures and preserves privacy; how
one counters the possibility of outside interference and control; and how one
makes it possible for all sorts and classes of learner to have access to and achieve
competency in using these new forms of information storage and exchange, in
ways that do not compromise our commitments to equity and social justice.
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These are problems calling upon the virtues of consideration and sensitivity to
other people’s needs that are among the most important outcomes of the educa-
tive engagement between students and teachers, learners and the place of
learning.

This is why schools will still need to exist and teachers will still occupy a
central place in their classrooms: technology will not take away the vital
educational role and function of the school and the teacher. Educators have
major responsibilities for the growth and development of their students, in the
moral and the emotional as well as the sheerly communicative elements of their
being. Students still need teachers to show them how to weigh, to balance, to
assess and to judge, for reflection, insight, motivation and right action. It is in
this that the real function of the educator of the future consists.

The Role of Universities in Working with Schools to
Promote Lifelong Learning

Universities have a particularly strong part to play in acting with schools and
other educational providers to promote lifelong learning. In major part the
initiatives that universities can take in this enterprise spring from the nature
and purpose of universities and their traditional role as educating institutions.
But just as schools are changing, in response to changing social and economic
circumstances, changes in conceptions of knowledge and changes in styles and
technologies of learning, so too universities are having to adapt to similar new
challenges confronting them. In the case of the universities, the need for this
kind of adaptability and flexibility are reinforced by two major factors — the
globalization of knowledge and the move to mass higher education.

The objects of a university’s attention and academic interest have tradi-
tionally fallen into three domains: the natural environment in which it works —
the nature of things; the interactions between that environment and its inhab-
itants, and their influences and effects upon each other; and the nature,
activities, pursuits and aspirations of those inhabitants, both in their relation-
ships with each other and in and for themselves. Such categories as these
generate the raw material upon which university scholars direct their inqui-
ries.

They do so for a number of purposes: for the intrinsic value of the gains to
knowledge; for the value of the increased understanding of past and present;
and for the functional utility of being better able to predict, direct and plan for
the future. Every piece of material that comes before those working in uni-
versities, from one or other of these various realms of study, may be taken as
evidence, examined and explained from a wide number of theoretical per-
spectives and a variety of interpretative constructs, and concluded upon as
increasing the sum of understanding of the way things are or the stock of
wisdom concerning the way things ought to be. In this way our theories about
these things are extended and refined. These give clearer, more comprehensive
and diverse accounts of the problems we encounter in seeking to understand
and improve our grasp and control of nature, people and their interaction.

It is to promote such inquiries that universities are founded, funded and
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run: for the increase of knowledge; for the teaching and dissemination of that
knowledge; and for personal and community development and welfare, that the
availability and exploitation of such knowledge permits. It is part of any
university’s mission to extend the boundaries of knowledge, increase people’s
discernment and offer tentative solutions to problems, for the increase of
human understanding and the enlargement of human benefit. The problems
are presented by nature, individual human beings, and the community: the
tentative theories for their solution are developed inside the university for
application back in the place where the problems arise and are still sited. In
these endeavours it is clear that the university, the school and the community
must combine in a mutuality of benefit for epistemic advance and community
welfare.

In the current context, the concern for extending the provision of lifelong
learning opportunities offers a great opportunity to reassess the academic and
professional beliefs, values and attitudes that have traditionally been embodied
in the operations of universities. Such a reappraisal is necessary if universities
are to join with schools and other educating institutions in making a positive
contribution to the process of educational change for the benefit of the com-
munity.

Universities can no longer be seen as some people have traditionally
represented them — as repositories of traditional knowledge and procedures, as
élite institutions of learning concerned to keep the unlearned beyond the gates
of the citadel of privileged knowledge. On the contrary in the current context
the role of universities has changed: now their prime motivation must be to
promote openness, dynamism and organic change in the interest of offering
high quality education and training for all. They will do this through:

e the advancement of knowledge through research;
o the transmission of knowledge through teaching; and
e the diffusion of knowledge through communication.

In these activities the mission and work of universities is made manifest
and in them the value of the university stands. It is from these starting-points
that universities can offer opportunities for learning for all who wish to take
advantage of them and so improve the community and the institutions that
serve it. The benefits of university education, including the development of
intellectual and personal maturity through university education, are best
achieved in the light of the principle of continuous learning. Universities must
be flexible and creative in offering lifelong learning opportunities from which all
members of the community can derive benefit.

Many universities are already aware of this responsibility and are taking
steps to offer such opportunities widely across all sectors of the community and
to students of all ages, coming to them from a range of informal, unusual and
non-traditional education backgrounds. Many of them have appreciated the
importance of the lifelong opportunities that they can offer, from different
perspectives. Some people see their careers as involving the need for lifelong
professional development, and for constant updating of their professional
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knowledge and skills. Others view community outreach and lifelong learning
courses as being of a much more social and individual remit, concerned with the
idea of personal development, social inclusion and political awareness, none of
which is at all cashed out in career terms. For universities hitherto, however,
most of the lifelong learning debate has been more focused on the changing
needs of the work-place, career development, and vocational extension. Only
when people have looked at other forms of university-type offering and have
considered the role of the University of the Third Age, have they recognized that
other impulses and motives concerned with the idea of expanding horizons and
adding to one’s repertoire of existing knowledge, are equally valid as parts of the
mission of tertiary education institutions generally.

There is of course no reason why the two undertakings need be so dis-
parate. In one system both are highly desirable and to the extent that one of
them, that concerned with career development, is of such importance that it can
command certain resources from industry and government, to that extent it
could cater for the other interest at the same time. An example is provided by
the work of Open Learning in Australia. That particular agency was estab-
lished primarily as a kind of pathway to a first degree, because it was thought
initially that there were too many people who had not had an opportunity to go
to university and wanted such a ‘second chance’. And yet always from the
beginning it was recognized that such an agency would serve the other market
as well. There were going to be people, professional people, other people who
took a new degree or a new sequence or unit of study, purely out of interest or as
a form of further personal growth. In this way one motive provided for the
other.

Some of the newer universities already have considerable experience here.
Some of them were founded in places in which they would be able to look at the
idea of mature age entry for that group of people who had not had much
opportunity to take tertiary education studies. One of the interesting features of
opening up such opportunities to mature age students was that a large number
of those students, particularly women, very soon, within a period of two years or
a year, carried on their studies from motives of developing their potentialities
and promoting the wholeness and quality of their life. In the Open Learning
Agency those who interview students report that students often state that they
want at first ‘to do one subject out of interest’; they state that they are unwilling
to take a greater chance on something that appears more threatening. But of
course this often leads on to much wider and more complex avenues of
inquiry.

As has been already remarked, Smethurst (1995, p. 43) comments that
there is often a very great deal of development and interconnectedness here; his
preferred metaphor for such development is that of a climbing-frame — a very
useful idea particularly for articulating some of the pathways of connection
between TAFE, school, universities, other tertiary institutions, and other
private providers. The importance of this metaphor is underlined by the
realization that the kinds of education background that many jobs are now
requiring cannot be delivered adequately by any single pathway. In this
connection one notable development has been the success of a system of the
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double awards that have put TAFE and university work together, in combina-
tion, interchange, or in sequence. Many students now accept that in order to get
into work and to manage the transition successfully they have to have some
kind of practical ‘hands-on’ experience and further specific training based on
learning gains of a more general type than they have already made.

Many governments, employers and other sectors in the community see the
many advantages of such an approach. Governments are now willing to fund
universities on the basis of targeted numbers of students entering them as ‘new
to higher education’ rather than ‘school-leaver’ and this clearly gives place to
entrants to universities coming to them from non-standard pathways. One of
the more common movements that can now be observed is the number of
students who have completed or partially completed university degree courses
going to TAFE institutions for the courses they offer. For one Australian TAFE
college its largest source of students is the local university: students with
degrees or partially completed degrees who want more ‘hands-on’ experience
and base-level training to help them into the workforce. In the same way there
has recently been an increasingly diverse range of provision and of pathways for
students who enter TAFE institutions and then want to move across to uni-
versity studies. The credit transfer arrangements facilitating this kind of
movement seem to have been easily arrived at and properly accredited, all of
this being to the benefit of those who wish to profit from the availability of such
transfers.

Yet a third pathway is one that makes it possible for students simultane-
ously to undertake both training courses and higher education studies. This
might be by some system of double awards, based on the notion of a double
degree to complete which takes four years rather than three, at the end of which
students emerge with a diploma from the TAFE sector and a degree from the
university sector in complementary but not highly overlapping areas, such as
Bachelor of Tourism, Diploma of Hospitality, Bachelor of Communication,
Diploma of Professional Writing and Editing, and other similar areas. The idea
of students having a greater range of opportunities for taking two programmes
is enormously attractive. This is facilitated in those cases where two institu-
tions are located on the same campus or on campuses close to each other;
otherwise the problem of geographic separation can intrude on the prospects of
the co-delivery of mutually supportive courses. Some of the ways in which such
problems can be overcome is by flexible delivery, multimedia learning or
resource-based learning arrangements whereby institutions can agree to
deliver at least one or two years of the university part of the programme into the
TAFE. The more that institutions can co-operate in making such arrangements
for flexible delivery, the more they can offer these sorts of mutually interactive
and complementary programmes of study.

This kind of interactive arrangement could also operate between some
schools and other providers of courses. One way to start on this would be to
encourage linkage between the TAFE sector and schools, and some institutions
have already set such arrangements in place. In one state in Australia there are
now many schools — particularly in the private sector but also some government
schools — that permit and facilitate the completion of a TAFE Certificate
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programme alongside that of the School Leaving Certificate. If schools and
other bodies are willing to allow credit for such arrangements, then a much
greater portion of schools’ Leaving Certificate courses can be taken from the
training sector. Students ought to be able to take on such courses as part of their
courses for Leaving Certificates, so that they are not disadvantaged later.
Schools could co-operate with the TAFE sector in putting on such courses and
operating flexible delivery arrangements. Similarly TAFE ought to be able to
service the schools, rather than the schools becoming private providers of
TAFE; both again lead to flexible delivery arrangements.

Another opening is for schools to co-operate with universities, as they seek
to cater for students of above-average ability and learning achievement; some
schools may look for ways of offering opportunities for such students to take
university subjects as part of the School Leaving Certificate. This is already
being done in some places, although one of the biggest drawbacks is to find
practical arrangements for delivery of the programmes into the schools. The
students involved get credit (a) as part of their Leaving Certificate and tertiary
entrance scores; and (b) when they go to university for courses related to work
they have done in this way. Such students get credit for the university study
they have already completed.

There are various ways of achieving this end. There is one approach which
says that schools can teach university subjects. All the universities have to do is
train the teachers of those subjects, or make sure they are qualified to teach
them, and then assess it. This approach is not quite analogous to the American
‘advanced placement’ but is very similar. Perhaps the American ‘advanced
placement’ approach has more integrity in that the tertiary institutions
involved do not leave teachers so much on their own once they have been
‘recognized’ as qualified as some schemes do. The problem here is that some
universities have reservations about handing over to teachers the responsibil-
ity of providing a university learning experience. Experience here in subjects
such as mathematics or accounting, where subjects are assessable by examina-
tion, suggests they are less unhappy; for others, subjects such as literature or
history are regarded with much greater caution.

Another approach, the extreme opposite, is one in which universities accept
the school students as bona fide students but insist that they join university
classes. The university does not provide any special programmes for such
students. The schools in a way are losing control of the direction of their
students’ study but simply join the universities in taking advantage of their
programmes which are open to all.

Some universities have tried to find the halfway house between the two
extremes. They have done this in two ways. One philosophy is that about half of
the learning should come from school-based resources, and half from
university-based resources. That has been delivered in two ways. One can find
or set up a cluster of schools that can bring together a class after school; in this
arrangement the class is jointly taught by teachers and university staff; in
addition the students come in to further classes in the vacation and over some
weekends. Half of the instruction comes from the university, half from the
school and there are many benefits accruing from such an arrangement. The
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school staff become quite involved with the appropriate departments in the
university and the advantages of the development of such collegial relation-
ships for both institutions are fairly clear.

The limitation there is that one has to get viable groups together. So the
second way in which such mutually complementary relationships can be set up
is by distance education. Here students in more isolated situations can benefit
from such arrangements and these are operated by multimedia and resource-
based léarning. Such institutions use telephone or e-mail to keep students in
constant contact with the university staff and a mentor in the school. The notion
of a mentor in the school is quite important for those students working in such
courses, studying from resource-based learning material, coming to vacation
schools, over weekends, but maintaining constant contact by telephone or e-
mail. This seems to be one way in which courses for such students can work
well. Such students’ results are excellent.

The next generation of this approach involves substituting the attempt to
get academics out to school cluster groups by delivering some of the learning
material by video or over the Internet. This involves institutions working to up-
grade the services and materials they provide to the isolated students so it is not
quite so print-based but reproducible in resource-based form and materials. At
present a number of departments in not a few universities are working on
producing a resource-based package that can be provided to a school or indeed
any learning centre. In this way there is a manageable amount of additional
university input. But there is much more university involvement in the prepar-
ing and delivering of material than simply in those approaches that hand such
a task, and the teaching of it, over to the learning centre.

One of the chief impulses behind such initiatives is in encouraging the
development of ways and means by which universities can co-operate with
schools to advance both their mutual interests. One example of such mutual
benefit has been in one university’s scheme of having a number of teaching
fellows. These have often come from schools that were doing enhancement
studies, where a teacher is brought in to work in the department for a year to
assist with transition arrangements and be better acquainted with the first
year course. When such teachers return to the schools they are effectively a
fully qualified first year university teacher. The advantages of having such
people with intimate knowledge of both schools and universities is clear and the
arrangements seems to work well.

In one university this has extended so far as setting up formal schemes for
helping school students make the transition to university study easier and more
enjoyable. In partnership with schools a video has been prepared and dis-
tributed to all schools in the state, giving school students information about
university, showing how life in one is different from that in school, and helpful
guidance on how students can better prepare for it. The same university
organizes visits to schools by its Student Theatre Department, in which the
university students enact performances based on stories from students about
their experiences in the first year at university. Following these performances
discussions are conducted between students from both institutions, designed to
help the school students prepare for their own first year in the university. Such
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discussions lead to ongoing dialogue between schools and the university about
transition issues and findings, in a form of partnership designed to maximize
the help each institution can give to the other.

In another example, some universities have arranged for some of their
medical and engineering students to go out into schools, helping school students
learn about important matters in their domain of intellectual and professional
interest and so extending school students’ understanding of and interest in
issues that are at the leading edge of intellectual inquiry and professional
development. In the case of at least one university this has become a formal
course unit offered by the Faculty of Education to the Faculty of Medicine, in
which the university students undertake a school-based project concerned to
help future professionals to develop an understanding of children’s learning
about health issues and of the values which children bring to their view of
themselves and the world, and to learn how to work with professionals from
another field. The university students, some of whom elect to work with
students in primary classes, are able to take these activities in schools as
‘options’ that obtain them credit in their courses and that can be sources of
ongoing professional and academic interest to them.

In both these cases, and in others, the whole idea of partnership is
underpinned by the notion that institutions that have interests in common do
things better together than they can do separately. It is clear that opportunities
already exist for strengthening and extending various forms of partnership
between universities, schools and TAFE. What needs to be further developed is
the realization that immense potential exists for this relationship to become
triadic. However, this kind of partnership approach is currently only in opera-
tion between universities and schools with students of accelerated learning
potential. The question is whether it could be further developed to involve other
kinds of provider and extended forms of such interaction.

There is also the question of whether such partnerships could apply in the
case of would-be students who are disadvantaged or challenged in some way,
perhaps by rural isolation, people with learning difficulties, and so on. Some
universities are aware of the needs of such groups and are beginning to respond
positively to their demand for access and participation in tertiary study by
identifying the groups and perhaps by having special admission arrangements
to get them in. There are, however, some steps that universities might be well
advised to take. They would be wise to make sure that the transition and
resourcing of such students’ first year (at least) of study is monitored and
appropriately delivered. One area where institutions have done this well is with
Aboriginal students. They have arranged for such students to have a special
year of preparation and during at least their first year in the institution they are
given some special help so that they can work at the level of those students
coming from different backgrounds.

Universities agree that there are groups of students who potentially could
benefit from admission to their courses of study, though that depends not just
on the issue of selecting or putting them in but on providing ongoing support
and counselling systems. There are such schemes in place in some institutions
in some countries but this whole area still needs considerable development. It is
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an area in which there could be much greater co-operation between universities
and schools than perhaps exists at present with respect to the levels of support
and the pathways institutions provide to prepare such students realistically for
further study, to secure them entry, and then to monitor and assist with their
progress once they are in.

One way in which universities could be more proactive here is by extending
their schemes of community outreach, of taking lifelong education programmes
out to the community. Some universities institute and strongly support such
initiatives. There are of course some questions to be addressed: how are such
initiatives to be funded and resourced? Some countries have a curious attitude
as to how education is to be funded. In some places people are loath to make a
contribution to paying for tertiary education, higher education. Yet such an
attitude might need to be reconsidered, if universities with already restricted
budgets are going to achieve much more of such outreach initiatives. In the case
of the enhancement approaches mentioned above, which are after all a kind of
outreach programme, one generally finds that there is a willingness on the part
of such students to make some payment. In the case of the professional
programmes that are now being offered in the work-place, employers are paying
or individuals are paying.

Thus many universities feel that, provided there can be some scheme in
place whereby there is some willingness on the part of the community, the
individual or the employer, to make a contribution to having such initiatives
adequately resourced, then the provision of such outreach undertakings is part
of their mission. It is here where use of the new technologies will play a major
part in assisting an appropriate level of resources and materials to be made
available to interested groups and target audiences. Lecturers, instead of
having to go out to distant locations each week, can appear on a large screen, or
talk to the students in a computer tutorial and in that way costs associated with
general provision can be reduced. The new technology has made that kind of
interaction much more possible.

CONCLUSION

What is vital in all this is that institutions co-operate with each other. This is
not only crucial in respect to the problems of reducing costs, securing appro-
priate accreditation and cross-crediting arrangements, and in providing
appropriately qualified staff. It is also a feature of the productivity of such
partnerships operating at this level in education that there be a sense of
equality and equal commitment to the educational purposes of such enter-
prises.

This is more likely to be achieved if there can be a sense of contribution,
ownership, monitoring by the crediting institution, and jointly supportive and
mutually complementary arrangements for delivery. It is vital that universities
have confidence about the work being carried out in the schools. Similarly, the
more that schools, TAFE staff and university staff work together, the greater
the likelihood of the development of a willingness to agree that certain materi-
als could count in the others’ courses. The question here is how might teachers
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play a part in the kind of programmes where this cross-boundary and cross-
institutional course linkage is occurring? Such partnerships will only prosper
and flourish when there is more of an involvement and more of an interaction
between the staff, and the students and staff, across their different institutional
boundaries. If arrangements to ensure this can be put in place, then we may
hope to see greater progress in providing a wider range of articulated pathways
in which all institutions in partnership can achieve better outcomes for their
students.

It is, however, going to be very hard to achieve the full potential such
partnerships have, unless there is genuine movement in — possibly even some
levelling of — the boundaries between institutions, together with an emphasis
on securing a sense of involvement and a real sense of ownership by all the
parties involved. That is what real partnership in promoting lifelong learning
for all involves — and it is to building such real partnerships that all such
institutions must now turn, if the aims of lifelong learning for all are to be
realized.
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Chapter 11

Leading the Learning Community

This final section of the book will provide an opportunity to offer conclusions
and recommendations which might assist in identifying the key roles and
responsibilities for governments, system administrators, schools, community
agencies and other providers of learning in developing a lifelong learning
strategy and in distinguishing the key policy areas requiring attention. Partic-
ular emphasis will be placed on the development of policies which will meet the
challenge of working out ways in which better relations can be fostered between
the school, education and training systems, and other organizations, agencies
and instrumentalities of society, to make sure that a coherent and integrated
approach to policy development and practice is put in place to ensure the
realization of lifelong learning for all.

ARTICULATING A PHILOSOPHY OF LIFELONG
LEARNING

These are times of enormous economic, social and political change. At such a
time governments and policy-makers accept that no country can have a sig-
nificant number of its population who are outside its social institutions and
work organizations. Such an exclusion cannot be afforded economically or
socially: there is an overlapping concern for society to have an educated
workforce and an educated community and insofar as the community does not
maximize the potential of all its inhabitants to contribute to both, it suffers by
the loss. Community leaders generally — employers, educators, agents of social
and welfare institutions, members of political, cultural and religious groups —
are coming to agree on the need to recognize the vital importance of people’s
undertaking further learning, for this is nothing less than an investment in the
whole social and economic fabric of our community.

Opportunities for people to secure access to the advantages of engagement
in employment and involvement in social institutions are promoted by lifelong
learning. The extension of these opportunities to all potential learners in a
society is founded upon arguments about equity, social justice and the chance to
participate in all the various ‘goods’ made available by lifelong education
opportunities and programmes. Lifelong learning is thus an ethical issue, as
well as an educational and economic issue and there are ethical, economic,
educational and social arguments to justify it.

Commitment to lifelong learning is a long-term matter: and articulating
and establishing policies and programmes of lifelong learning for all involves
not merely addressing the conceptual problems, but also the political problems.
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Lifelong learning requires an educational and political strategy that will see a
country over its next two or three generations. In order to cope with implement-
ing such an approach, governments need to move out of their short-term
time-frames.

Those who take an instrumental view in these matters argue that there is
aneed to convince the electorate that an investment in lifelong learning will pay
dividends, both in increased wages and other economic measures, such as
increased employment flexibility and adaptability that will give one a modicum
of job security.

However, simply pursuing lifelong learning with these ends in mind might
militate against other key values and goals, for modern participative democ-
racies, of social inclusion. The fear is that lifelong learning, pursued with
merely economic interest as its principal motivation, risks enlarging the gap
between those who have access to education and those who do not — of margin-
alizing those people who, without access to such opportunities, become
alienated from the operation of the social institutions that are there for their
benefit. This danger is exacerbated when there are ideological tangles over
what ought to be formal and publicly funded education and what not, with
respect to the goals of social inclusiveness and/or international economic com-
petitiveness.

There has also been some ideological debate about different conceptions of
valued knowledge and different approaches to learning, and further, over the
question of prescribed knowledge content as against mastery in particular sets
of competencies and skills in subjects studied as part of the formal curriculum.
But this is a reductionist and narrow debate: the debate about optimum
learning, the access people shall have to it and the uses they shall make of it in
the future, needs to become more educationally informed.

It is by now quite clear that lifelong learning has a benefit for society in
general: the more engaged in productive and worthwhile activities people are,
the more engagement they will be likely to pursue politically and socially. The
two elements cannot be separated from each other. Governments must there-
fore address the issue of multiple priorities. And, in doing so, they might think
it of importance to look at the whole range of benefits likely to accrue to the
economy, democratic institutions, and social relations from the adoption of
lifelong learning policies. In the past, and still in some quarters today, there has
been perhaps too much emphasis in the formation of education policy on finding
cost-effective solutions to problems rather than in seeking to achieve a more
comprehensive form of understanding of the multiple issues involved.

Lack of clarity on this matter is perhaps a function of past history: until
relatively recent times changes in policies and provision of lifelong education
opportunities have tended to be introduced in a piecemeal fashion, with people
being unaware of any underlying philosophy. In leading the learning commu-
nity the philosophy behind lifelong learning needs to be made known to and
understood by all members of the community, by, in and through all the various
forms and fora of public communication, public and private, formal and tradi-
tional, non-formal and alternative. Governments need to be forward-looking,
positive and committed to making it clear that, in promoting lifelong learning
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as a touchstone idea in education, they are promoting the general well-being of
the community, in social, economic and individual terms. The whole idea
behind lifelong learning is the increase of autonomy, for state, society and
individual.

To repeat, then, lifelong learning is a touchstone in education; it is embod-
ied in everything we do in schools, colleges, TAFE, tertiary institutions and
other agencies of learning, underpinning and permeating all our endeavours in
them. Because of this lifelong learning has to be addressed from a variety of
entry points: the community needs to move away from the idea of linear
progression to develop a more branching, articulated and expansive notion of
education and lifelong learning. The concept of lifelong learning involves the
importance of people having a sophisticated understanding of the context of
their lives, and the skills they need to function in society. Part of this involves
an awareness of the need for better integration of work, family and leisure in all
our lives — such an integration can be assisted by lifelong learning opportunities
and approaches. One part of this may involve asking some questions that seem
to have been forgotten as being important in educational provision: how can we
bring about an approach to education that allows people to value the learning of
things they enjoy doing?

There needs to be a sea-change in our attitudes to offering lifelong learning
for all: until now, many countries’ approach to education has been exclusive
rather than inclusive. Education has been geared too much to those who enjoy
academic success. Clearly this must change if we are to help the community
capitalize on the benefits in learning gains that can be achieved from all a
community’s people, not just a privileged part of it.

In this enterprise we might, with reason, ask where and in whom there
exists a clear grasp of the ‘big picture’ issues of social inclusion, equity, economic
advance and lifelong learning. And this immediately raises a problem because,
in attempting to determine where the establishment of such ‘big picture’ views
might lie, we have to discover who are the principal formative influences and
what role they play in articulating a philosophy and developing policy.

In the development of ‘big picture’ perspectives leading to the implementa-
tion of lifelong learning policy initiatives, we might think it important to
determine what are the respective roles of government, business, special
interest groups, schools, other educating agencies and individuals. There is a
problem for democratic representation and agreement if we establish that
policy is being determined by the larger powers of government, big business,
and other powerful players all at one end of the spectrum; equally worrying for
the interests of the representation of all views in a democratic society, would be
a scenario whereby our search established a powerful and determinative role
being played by the private sector with its own special interests in policy
formation.

What is needed is some kind of balance: there is a need to move away from
the paternalistic role of government and the intrusive and exploitative approa-
ches adopted by some private interests. Overall, we need, in articulating a
philosophy and in setting up policy-making and administrative arrangements for
lifelong learning, to see some balance maintained between overall government

259



The School, the Community and Lifelong Learning

priorities and the interests of the local community, between central and local
control, between large and small constituencies, between publicly and privately
funded organizations and institutions. In this way the interests of all members
of the community might have some chance of being considered, addressed and
safeguarded.

PARTNERS IN LEADERSHIP
Leadership by National and State Governments

In responding to this challenge there is a role for governments at a number of
levels. At a macro level there is a role for governments in insisting on the
significance of lifelong learning, articulating arguments which will show its
benefits to the electorate and legislating policies which will help realize its
benefits. Governments will have a responsibility in promoting well-functioning
systems of education and training in respect to: developing policy; establishing
an appropriate institutional infrastructure; creating linkages between differ-
ent forms of education and training and different sectors; and improving the
relationship between traditional providers of learning and newer arrange-
ments provided by community agencies and private providers functioning in
the market. Governments can help develop the frameworks for better informa-
tion on training opportunities, assessment, and the recognition of acquired
learning and competencies (OECD, Jobs Study, 1994).

Outside the traditional education sector governments can also act to reduce
the uncertainty of firms’ investment in further training by considering and
advocating the making of changes in financial accounting and reporting prac-
tices, thus improving the transparency of training costs and demonstrating the
value of knowledge and competencies. Governments can reduce the risk and cost
of ‘poaching’ through the imposition of training taxes and levies — although
evidence suggests that caution should be exercised in this regard and that a more
systematic solution lies in governments’ encouraging diversity in the institu-
tional settings in which education and training are provided and in the teaching
and learning methods employed. Public authorities could also improve access to
education and training programmes for small and medium-sized companies by
encouraging the establishment of training co-operatives and in this way permit-
ting economies of scale or encouraging public institutions to provide the requisite
training capacity as well as advice (OECD, Jobs Siudy, 1994).

In all these efforts there will need to be a movement away from previous
emphases upon partition, demarcation or compartmentalization. Cross-sectoral
co-operation, institutional interrelationships and curriculum integration are
key concepts in the provision of lifelong learning. It is this kind of interchange
that is likely to make the organization and provision of lifelong learning
opportunities in the 1990s and beyond much less difficult than previous
attempts at the implementation of this notion. In such interchanges there will
be a premium on goodwill, lateral thinking, and a whole range of supporting
mechanisms to bring about change. It will be important to approach the imple-
mentation of the concept of lifelong learning with flexibility and adaptability,
respecting the multifaceted and variable nature of lifelong learning provision.
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At a macro level, the role of government in lifelong learning can thus be
summarized as being:

e overseer of policy conception, development and implementation;
e facilitator of policies among different sectors;

e dismantler of barriers;

e creator of community connections.

In exercising these functions the agenda of a government committed to lifelong
learning is to stimulate debate, to plan for the delivery of services, to provide
funding, and to assist in the development of clear policies to facilitate imple-
mentation at the institutional level. There is a need to refocus policy, and to
develop a strategy that is interactive between all the various agencies and
constituencies having an interest in providing or benefiting from lifelong
learning opportunities.

Government also has a nurturing role in respect to generating, encourag-
ing and supporting ‘bottom-up’ change. This can take many forms: governments
can be involved in providing seeding funding to communities and community
groups on the basis of the learning needs identified by those communities; it can
help community groups to generate income and become more independent, and
to increase opportunities for all their members and constituencies. An increas-
ingly important role for government will be to enhance the process of connecting
what already exists in the community and encouraging it to grow and expand
from the wealth of sources and resources either already present or having the
potential to be generated from within the community. Governments can help
communities focus their attention both inwards and outwards and address
needs that are both local and yet also national; they can provide incentives that
encourage local communities to take all constituencies’ interests into account,
to weigh them and then to balance micro and macro decision-making — to
balance self-interest against the general interest.

Lifelong learning needs a co-ordinated government approach and commit-
ment; it needs structures and resources if quality processes and outcomes are to
be achieved, not merely within the various ministries in which the concept has
developed but also in other ministries — Health, Social Welfare, Employment —
in all the various sectors, levels and sites where responsibilities for educating
citizens might also be thought properly to lie. At the policy execution level this
will require considerable oversight and administrative co-ordination.

However, sectors go through periods of change and this is the case in
respect to the provision of lifelong learning at the present time, especially in
respect to the multiplicity of agencies that are involved in its provision and
delivery. For the purposes of realizing the benefits of lifelong learning, there is
a need to rework some relationships. Governments with a commitment to
lifelong learning should go out and learn what it is that partners in educational
provision want, who can contribute, and how the various agencies can comple-
ment each other in securing it.

One role for government could lie in the provision of a communal infra-
structure which enables schools and other educating institutions to have much

261



The School, the Community and Lifelong Learning

greater access to the community. This might be brought about through govern-
ment and local funding of learning centres and through the supply of human
resources to meet the needs of schools and other institutions.

Governments with a commitment to the imperatives of lifelong learning
will appreciate that such an approach implies a new approach to the distribu-
tion of funding. Governments may need to provide seeding funding to support
the development and extension of a range of lifelong learning initiatives. One of
the roles of government lies in providing incentives for such new enterprises,
and in giving them the necessary ‘kick start’. Many community agencies that
would play a key role in providing learning opportunities are not necessarily
well endowed financially and would value highly any assistance they were
given to make the provision they see as vital in promoting community inter-
action through lifelong learning programmes and courses. Consortium-type
arrangements can be set up between such local agencies and ongoing relation-
ships established. Incentives are required to put such consortium-type
arrangements in place and to start them working. This would perhaps attenu-
ate some of the problems agencies often encounter when seeking financial
support.

One of the problems in new patterns of relationships has to do with the
issue of competition or co-operation. Competition for resources between agen-
cies — for instance, by responding to government invitations to bid competitively
through tendering — could act against the interests of co-operation and partner-
ship. A more co-operative and targeted approach could do much to eliminate the
wastefulness and abrasiveness often caused by such competitive processes, as
well, of course, as respecting government’s responsibility for continuing an
overview of the range and proliferation of lifelong learning opportunities being
provided.

There are other reasons for governments having such oversight and for
making the information thus obtained more generally available. There is need
for better communication about what is available in respect to educational
provision across the community. If people are to accept greater responsibility
for their own learning they need not only a directory of courses but a process to
help them think through where their own knowledge extension and skill
development might lead them. People always need information and often need
assistance to plan their personal and career development. Without such assis-
tance there is a risk that people could miss out on opportunities and pathways
that would be advantageous to themselves, the polity or the economy. People
can fall through the networks of educational opportunity through bad luck, lack
of information or changes in circumstances. Often it is only later that such
people may be daily confronted with the repercussions of such deficiencies in
their access to information about educational opportunities, and it is up to
individuals, the community and the government to do all they can to provide the
information, openings and encouragement to ensure that the possibilities of
individuals missing out on opportunities can be minimized.

One of the ways in which individuals might suffer such a fate is if they are
ignorant or have apprehensions about current methods of evaluation and
assessment and find current approaches to assessment intimidating. There is

262



Leading the Learning Community

good reason for arguing that current approaches to assessment and accredita-
tion do not always promote lifelong learning; clearly new approaches to
questions of evaluation, assessment and accreditation should be designed to
promote the aims and purposes of lifelong learning. In this endeavour, one
principle should be held equal to all the others: to promote the value of learning
for its own sake rather than for examination success. Another principle should
rest on the concern for the transferability and multiple utility of a range of
forms of assessment and qualification. One might also consider the notion of
building up credits in some type of learning bank. But as flexible and multi-
faceted an approach to such matters should be in operation, as that relating to
the conception and provision of lifelong learning courses.

Another important principle should rest upon the emphasis upon auton-
omy and choice in the selection of courses. There needs to be a demand-driven
rather than a provider-driven approach to lifelong learning. Individuals in the
community need to be placed in a better position to recognize their learning
needs and be able to seek out and find the appropriate providers. This position
will be enhanced if different organizations or agencies can work at providing
courses that will enable them to capitalize upon their own strengths, resources
and missions, while also working for the wider or the common interest.

Leadership by Local Governments

In this endeavour local government can serve to provide information about the
range of services offered by local providers, in ways that enable them to combine
and co-ordinate their activities. In this way local government might well
reorientate its thinking towards the extension of forms of community support.
Local government departments and offices have the means and opportunity to
play an important part in developing lifelong learning linkages, as well as
having an important role to play in community and cultural development. For
this reason it is important that schools and other educating institutions and
agencies establish multiple liaisons with a range of local agencies and institu-
tions —~ especially with their local councils. Local governments need to ensure
that all parties involved in delivering lifelong learning have an awareness of
common areas of interest; these will include:

e co-ordination of activities serving common goals;
e sharing of resources;

e provision of maximum possible access to all avenues of inquiry
regarding vocational training and personal development;

¢ provision of a wide range of information and other resources;

e co-operation among providers in ensuring that resources such as
municipal libraries and the like complement what is being done in
schools and other institutions.

In such undertakings it is vital that local councils become involved in
planning the provision of lifelong learning. A first step may be to conduct local
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needs surveys to identify the areas and kinds of requirement. Local govern-
ments have a leading part to play in such an activity, as they are often situated
in a central position in the local community: the importance of location in
networking with the local community cannot be overestimated. A main part of
such networking will be the way in which local councils and other authorities
and agencies can work together with schools and other educational institutions.
Crucially, there needs to be a systematic documentation of good practice.
Exemplars of such practice will be found in the work of those schools whose
involvement with the local community has succeeded in providing opportun-
ities for all people through strategies such as after-hours learning. Local
councils might institute a programme of awards to schools that take a compre-
hensive approach to lifelong learning. The availability of such awards could act
as an incentive for other schools and learning providers.

Leadership by System Administration

At the level of system administration it is also clear that aspects of the present
configuration of institutional provisions and prevailing practices militate
against the realization of a lifelong approach to learning for all. The data
provided in contemporary analyses such as the OECD Jobs Study (1994) lead
one to the conclusion that the desired gains in economic efficiency and social
equity can be achieved only through more universal completion of upper
secondary education, or its equivalent; more predictable and certain entry of
young people into the labour market; and greater increases in skills and
competencies, that in turn can be matched to those skills and competencies
required in the work-place.

The causes of early school-leaving are multiple: some are related to charac-
teristics of education systems, such as secondary education policies and
practices biased towards preparing young people for higher education and early
compulsory leaving ages; others are associated with the young people and
dysfunctional factors in their socio-economic environment: poverty, ethnic
minority status, and adverse family factors. The negative impact of these
factors when combined increases exponentially.

A major priority for the achievement of the goal of lifelong learning chances
for all must therefore be to reduce, through preventative and remedial meas-
ures, the number of young people who leave school before completing a
secondary education or its equivalent. Evidence shows that some countries do
better than others in reducing early school-leaving. The highest retention rates
occur in European countries with a long tradition of highly organized systems of
education and training with clearly defined, collectively organized and accepted
responsibilities. The systems of education and training in these countries are
characterized by inclusiveness. This is particularly evident in countries with
dual systems (OECD, Jobs Study, 1994).

In recent years a number of countries have introduced strategies to
increase education beyond the lower secondary and pre-apprenticeship level.
Strategies have included introducing greater diversity in upper secondary
education through the development of multifaceted programmes offering
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alternative pathways for education and training; providing greater choice in
post-secondary destinations; diversifying the content and learning methods at
upper secondary level; and offering richer choices at upper secondary level
including balanced opportunities in vocational and general studies. Achieving
such diversity requires co-ordinated action with labour market actors. In
systems that postpone vocational education until after secondary education,
diversity is possible through the introduction of different teaching and learning
techniques, such as laying greater emphasis on computer-based learning; and
changes in the organization of courses, such as sandwich courses. Better quality
education and quality control, achieved through changes in curricula, approa-
ches to teaching, and improved assessment and reporting mechanisms and
practices, may also help to address this problem. A structure of incentives to
reward teachers who use more varied teaching modes and reach more students
may also be a way forward. Other strategies to reduce early leaving have
included establishing targeted programmes designed to meet the particular
learning needs of those ‘at risk’: these can include programmes that target
individuals (e.g. as in Germany and the USA) and those that target geo-
graphical areas (e.g. as in France and the Netherlands). The approaches that
target individuals which appear to be the most successful are those that embody
a systemic and systematic approach to the prevention of student drop-out and
link targeted programmes with mainstream programmes and institutions
(OECD, Jobs Study, 1994).

Yet another strategy to reduce early leaving has been to provide a founda-
tion for success in upper secondary education and lifelong learning built on the
provision of education at all levels: this involves adopting a longer-term pre-
ventative approach to reducing the chance of educational failure and early
school-leaving, through educational and related interventions at the pre-school,
elementary and lower secondary level. Although it is difficult to isolate the
impact of early childhood programmes on educational performance there is
increasing attention being given to early intervention strategies in the expecta-
tion that they have a positive impact on subsequent school performance and
thereby reduce the risk of early school-leaving. Facilitating co-operation of
family, social partners, government and the community at large has also been
seen as an essential element of all strategies to address the problem of early
school-leavers.

However, even when young people have acquired satisfactory initial qual-
ifications their success in winning entry to employment and in their transition
to employment is often difficult. There is considerable variation across coun-
tries with respect to the smoothness of the school-to-work transition for young
people. There are two major orientations to the process of transition: (a)
‘sequential’, where largely full-time attendance at educational institutions is
followed immediately by entry into the labour market; and (b) the dual appren-
ticeship system. Improvements in the processes of young people’s transition to
work require the development of new institutions and new attitudes on the part
of system administrators, employers, workers and unions. Market mechanisms
also need strengthening and interactions among institutions and market mech-
anisms need to be co-ordinated and mutually supportive.
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Evidence suggests that there is no single best approach to improving
transition. In the debate regarding the relative advantages of school-based or
employer-based approaches there is some suggestion that a school-based
approach is the better way to proceed. This is because: firms cannot be expected
to provide remedial education on any long-term basis; firms are vulnerable to
changing business conditions which may lead to fluctuations in the provision of
training; there is a risk of inefficient or insufficient investment due to market
failures or lack of mechanisms of co-ordination between employers to overcome
‘free riders’; and finally, in enterprises which have organized their division of
labour inefficiently or around outmoded technology, certification programmes
and practices modelled too closely on firms’ existing perceived requirements can
simply perpetuate inefficiencies. Evidence shows that the most effective transi-
tions for young people depend on partnerships that link formal systems, young
people and employers (OECD, Jobs Study, 1994, p. 154).

Partnership is also the key in respect of control and funding schools and
school systems. In this regard there needs to be some recognition of and
agreement about what constitutes core activity for all schools. But this will best
be achieved by a consensus of the voices of all those who have an interest in the
work of educating institutions. System administrators do not need to be direc-
tive of what goes on in individual schools. Schools should be accountable to
government and community, but should run as more autonomous institutions,
with the principal as managing director, responsible to a board which in turn
should be representative of the community. The chief function of the system
administration should be in providing funding, research assistance, guidance,
information, support, helping all interested parties in setting out terms of
reference for effective school operation, ensuring equity and social justice in
provision, and then assisting with the implementation of that process.

At the level of individual teaching staff, system authorities could offer
incentives for teachers to participate in professional development work in
preparation for lifelong learning if they are to transform the teaching service in
the way needed. Options might include offering teachers one year off for such
preparation, in lieu of 20 per cent of their income over a number of years, say,
four to five; or an employing authority might arrange for especially gifted
teachers to take a year, with appropriate higher duties allowances, as leaders in
other institutions, places or fora where different patterns of lifelong learning
programmes were in operation. The availability of such incentives is important
for people with obligations to families, mortgages and other commitments, and
must be made part of an education professional’s normal pattern of career
development, if countries and communities are really serious about promoting
lifelong learning.

Leadership by the Community

Lifelong learning has to do with the development of a range of interactions
between educational institutions and their host communities, working co-
operatively to sort out, in a general sense, what all partners are about in
seeking to promote the value of learning in the community. All are concerned to
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develop a learning community where learning is valued, where innovation is
esteemed, where development — individual, social, communal — takes place, and
where facilities and resources can be shared.

This means that lifelong learning has to be addressed from a wide range of
perspectives, offered by a wide range of entry points, and to the whole age range
of students, actual and potential. Everything that is happening in the commu-
nity needs to be matched by changes at the levels of schools and all other types
of educational institutions, to bring all such ranges of provision and resources
together. Everyone working in such institutions has to understand the concept
of lifelong learning and be committed to it. This is especially important in the
case of schools, where students learn to take the first steps on the road to the
learning they will need during the rest of their lives. To promote this, schools
with an appropriate infrastructure of both human and building resources need
greater integration with the community.

Many community organizations, by their nature, actively involve members
of the community in their activities. These organizations already have a very
positive attitude towards lifelong learning and play a positive part in bringing
it about. Community organizations must be recognized as providers of learning
and be brought into line with those other forms of lifelong learning provided
formally in schools, systems and other institutions. One reason for this is that
many of the people working in community organizations at the local level are
vocal, intelligent and dedicated. They are often highly imaginative, innovative
and creative, and are already involved in the process of lifelong learning for
themselves and others. However, new approaches are needed for people who
may be reticent about approaching an education centre but who nevertheless
seek or would benefit from having access to further learning. This may involve
the provision by local agencies of such activities as running a programme for
elderly people in their own community hall or at their retirement village.
Indeed, for lifelong education to succeed, there has to be a shift in thinking
about the learning potential of older people: we need to move away from the
notion that it is only younger people who are enthusiastic and capable of
learning. One of the chief advantages of a lifelong approach to learning is that
it highlights the need for structures in communities that use the abilities and
wisdom of older people.

Community organizations have been successful in their attempts to pro-
vide lifelong learning opportunities because they have been able to address the
needs of many people who need a personal approach to teaching and learning.
Through involvement in community-based learning activities such people have
come to gain confidence from each other, which enables them to go on to lead
much fuller lives. Direct access to further learning opportunities in people’s
homes or in local community centres contributes to greater social cohesion in
society generally and can only enhance the feeling of involvement, inclusion and
sense of personal worth of many citizens, some of whom might otherwise be
marginalized in the community.

With respect to younger people who may have already dropped out of the
system of formal educational provision, much remains to be done. Welfare
groups such as the Brotherhood of St Lawrence and the Salvation Army
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certainly give many young people much help, though this tends to be on a
welfare rather than an education basis. Such young people and such caring
agencies could benefit in a major way from links with education providers,
though this might necessitate both working with new people and in new ways.
In the future, effective interaction and positive working partnerships can be
forged between welfare agencies and learning providers in the interests of
lifelong learning.

Partnerships between education providers and business and industry will
also be an important aspect of realizing lifelong education for all. At the
moment the concerns of business and industry are very powerful in influencing
much government consideration of policies for education.

Some employers expect schools and other educating institutions to train
their future employees before they employ them. For such people education is
something that must be run along business lines, seeking and targeting mar-
kets, addressing the needs of clients, providing marketable goods and services,
and being subject to the judgments of market forces. There are many dis-
advantages and dangers in such an approach which ignores the other equally
important considerations of education, to do with extending justice in society
and enabling individuals to grow and develop as mature and autonomous
adults, able to contribute to the political economy and the democratic running of
a society.

Increasingly, leaders of business and industry are taking a larger societal
view and, in part, this has come about from the partnerships between educa-
tion, business and industry which have been developing over the last decade. It
cannot be entirely fortuitous that the very metaphors which are now emerging
in approaches towards business improvement are those which are centring
around the ideas of ‘education’ and ‘the learning organization’.

Business and industry have much to contribute to education: they have
now appreciated the importance of developing the whole person. There is much
work for business and industry to do in promoting and furthering the values
and aims of lifelong education by the opportunities that they can provide in the
work-place or help provide and strongly support in the community. Many firms
and employers are already doing this — and finding that it enhances the quality
and success of their organization, its modes of operation and levels of success.

Partnerships between schools and constituencies in culture and the arts
will also be an important aspect of realizing the goals of lifelong learning for all.
Schools can function as centres of arts and culture for their communities,
offering opportunities for learners of all ages to practise, create and exhibit
their work in various forms of artistic and cultural expression and to participate
in creative endeavour with other learners. The learning emphasis in schools
could make them be seen as among the best places in which people could get
started on the development of artistic interests and cultural pursuits, in forms
of interaction embracing other people and groups from the whole community. In
this way schools can build and maintain links with their communities and
create environments that encourage people to develop and extend their cultural
activities and artistic interests, and refine their powers of aesthetic judgment.
Such an environment can be a catalyst for people’s growing interest and

268



Leading the Learning Community

capabilities in culture and the arts. Schools can also promote such develop-
ments by forming partnerships with other institutions devoted to such
purposes: art galleries, arts centres, museums, libraries, theatres, concert
halls, radio and film and TV studios offer many opportunities for extending
lifelong learning and all these can be capitalized upon and their facilities and
resources used to good effect.

Leadership by Other Learning Providers

At the present time most countries have an educational framework in place
which offers the opportunity for people to gain qualifications at all levels from
school right through to post-graduate education. But, while we have a con-
tinuum of qualifying bodies such as schools, TAFE colleges and universities,
there seems in many places to be a lack of close connection and co-operation
between them. For the furtherance of all ways and meanings of lifelong learning
there needs to be greater integration between providers and a greater inter-
relationship one to the other. The important point is the availability of a
network of pathways and possibilities of movement between sectors, levels and
institutions, and along the various routes for learning.

Universities are vital parts of such a network of pathways and opportun-
ities. Now universities make their own decisions about entry, and about their
work in all the various fields of knowledge and understanding in which they are
active; but there is a perception that they have a relatively restricted awareness
about developments in other educational sectors. There is clearly a need for
greater cross-sectoral co-operation and integration between the various sectors
and levels of any education system but how this is to be achieved is another
matter. This is something that needs urgent address.

Cross-sectoral co-ordination would also do much to clarify the differences
between the visions and missions of universities and those of the TAFE and
schooling sectors. The issue of ‘mission’ becomes very important to all sectors of
the education service given the increasing importance attached to lifelong
learning. Within the TAFE sector, for example, there is an ideological divide
between those who, in emphasizing economic goals, advocate funding for
vocational training, and those who, in placing stronger emphasis on social
inclusiveness and the fulfilment of the individual, seek more funding to achieve
these ends. Those who support the latter position urge greater interaction
between TAFE, schools and community providers. In the recent past, for
example, we have seen the emergence of adult literacy courses attached to
schools, courses that are also taught in TAFE. There has also been considerable
progress made in dual recognition of qualifications by the school and TAFE
sectors and in joint enrolments in school and TAFE courses. Much would be
gained by stronger partnerships in which the two sectors co-operated more in
such areas of potential mutual interest, support and interactivity.

Many professionals in education will probably feel very much under threat
if lifelong learning achieves the point of application in the range of sectors and
levels described above. Some people in schools believe that their institutions
have their own dedicated place in society, community groups have theirs, TAFE
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colleges have theirs too. The idea of working co-operatively on areas of mutual
interest and educational concern may not come very easily to such people.

However, one of the factors that is now forcing the pace of change and
adaptation is technology. Open Universities and distance education agencies
are opening up opportunities for people who traditionally never had access to
higher education. School-age children and young people are accessing educa-
tion through personal computers in the home. More traditional providers of
education can be helped to adapt to and profit from the opportunities offered by
more flexible patterns and technologies of learning by thinking differently
about the ways, times and places in which people learn most effectively. They
can do this by entering into partnership with those in the communication and
technology industries who can work them on putting these kinds of adaptations
to good educational use. The culture of lifelong learning must be developed so
that learning resources are not focused on the concept of students attending a
24- or 40-hour course delivered on some linear programme basis in one partic-
ular institution at one particular time.

RECOMMENDATIONS

In the light of the foregoing we offer the following implications, conclusions and
recommendations for all those offering leadership to the learning community in
the interests of realizing lifelong learning for all:

1 The three elements in the triadic nature of lifelong learning ~ for
economic progress and development; for democratic understanding
and activity; for personal development and fulfilment — are now seen
as fundamental to bringing about: a more democratic polity and set
of social institutions, in which the principles and ideals of social
inclusiveness, justice and equity, are present, practised and
promoted; an economy which is strong, adaptable and competitive;
and a richer range of provision of those activities which individual
members of society are able to spend their time and energy on for the
personal rewards and satisfactions they confer. To achieve this
governments need to undertake a substantial reappraisal of the
provision, resourcing and goals of education, and a major
reorientation of its direction towards the concept and value of the
idea of the learning society and lifelong learning for all.

2 The current dominant approach to education and training, based on
a systematic provision of ‘front-end’ formal education and training,
preceding entry to the labour market, is increasingly being shown to
be inadequate. Technological and other structural changes lead to
situations in which certain jobs, skills and occupations become
obsolete, to such an extent that the idea of a ‘front-end’ and ‘once-
and-for-all’ career preparation is irrelevant. The slow rate of
labour-force renewal through the entry of young, newly-qualified
workers cannot satisfy demand. As qualifications become outdated
more quickly than workers retire, there is an increased risk of older
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workers becoming unemployed. Current education and training
provision is not sufficiently broad-based to address those problems.
The ‘front-end’ approach to education and training is clearly
inadequate in a situation in which the pace of change demands new
knowledge, skills and competencies, and when individuals need to
prepare themselves for a number of careers and career changes over
their lifetime.

The implications for education and training of trends in economy and
society, including changes in employment and unemployment,
demographic change, especially associated with an ageing
population, changes in the structure of the family and family
relationships, labour-force participation rates, technological change,
and globalization are manifold. Programmes of compulsory and post-
compulsory education and lifelong learning activities must reflect
and seek to address the requirements flowing from and generated by
these trends, particularly as they impact on people’s life-chances and
their preparation for frequent job changes, periods of unemployment
and increased longevity. For the educationally under-served and
unskilled the implications of these trends will be especially acute,
thereby highlighting the need for a multifaceted approach to policy
development, incorporating serious and detailed appraisal and
considerations of the relationship between economic policy,
education and social policy.

Aspects of economic policy will impinge upon, affect and facilitate the
realization of the goal of lifelong learning for all. The setting of
appropriate macro-economic policy; enhancing the creation and
diffusion of technological know-how; increasing work-time flexibility;
encouraging entrepreneurship; increasing wage and labour cost
flexibility; reforming employment security provisions; expanding and
enhancing active labour market policies; facilitating international co-
operation; and improving labour-force skills and competencies — all
these have been identified (OECD, Jobs Study, 1994) as ways in
which governments may realize the ideal of lifelong learning for all.
Policy recommendations for changes in these areas must be
considered in framing a set of agenda for education in the twenty-
first century.

Contemporary analyses of the economic context have provided a
powerful rationale and justification for the realization of the idea of
lifelong learning for all. That justification is linked directly to
economic policies and performance of countries and to the
concomitant need for the continuing availability of a high quality,
skilled and knowledgeable workforce. But this is only one of the
goals of countries’ lifelong education policies. The others —
democratic engagement and personal fulfilment — are quite as
important as economic goals, if the goals of social inclusiveness and
personal development are to be achieved. Given present

271



272

The School, the Community and Lifelong Learning

governments’ concern for the multifaceted character of lifelong
learning, and its relationship to a broader and more diverse set of
goals, it may well be that, in setting agenda for education in the
twenty-first century, a more comprehensive analysis of the various
dimensions and features of the nature, aims and purposes of policies
for lifelong learning for all will have to be tackled, and a more wide-
ranging set of justifications addressing the differences in those aims
and purposes provided. In this way policies pertaining to lifelong
learning endeavours are more likely to be developed and articulated
in a way that reinforces a government’s appreciation of the need for
a multiplicity of initiatives to increase the emancipation and
participation of all citizens in its various political arrangements,
economic initiatives, social institutions, and cultural activities.

In promoting well-functioning systems of education and training, a
set of roles for government has been identified (OECD, Jobs Study,
1994). These include: developing an appropriate institutional
infrastructure and improving the relationship between a range of
learning providers. Governments can help develop the framework for
better information on training opportunities, assessment, and the
recognition of acquired learning and competencies. They can also act
to reduce the uncertainty in investment in further training by
considering and advocating the making of changes in financial
accounting and reporting practices, thus improving the transparency
of training costs and the value of knowledge and competencies.
Governments can reduce the risk and cost of ‘poaching’ through the
imposition of training taxes and levies. They can also encourage
diversity in the institutional settings in which education and
training is provided and in teaching and learning methods employed.
Public authorities can also improve access to education and training
programmes for small and medium-size companies, by encouraging
the establishment of training co-operatives and in this way
permitting economies of scale, or encouraging public institutions to
provide the requisite training capacity, as well as advice. In setting
agenda for education in the twenty-first century governments will
need to address the challenge of providing for and planning the
detailed realization of these roles and responsibilities.

The ideal of providing all members of society with access to lifelong
learning can be realized only if all people are capable of and willing
to engage in learning. People’s capacity and willingness to learn
throughout their lives will depend to a considerable extent on
whether they enjoy constructive experiences and draw positive
lessons from their period of initial education. A primary prerequisite
for lifelong learning is that schools and other institutions for initial
education and training offer experiences and activities that enable
students to experience a sense of self-worth, a sense of excitement
and challenge in learning, and a sense of success and lasting
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achievement in making their learning gains. Governments have a
responsibility to ensure that in sustained periods of compulsory
education young people are given the best opportunities to learn and
a strong foundation for lifelong learning. Attention needs to be
devoted to the task of ensuring that the foundations of successful
learning offered to young people in compulsory education are
strengthened and, in turn, developed and extended in post-
compulsory stages and institutions.

In planning and arranging for lifelong learning for all governments
are recognizing that questions concerning the nature and number of
the goals of education and training, and the curriculum appropriate
to deliver them, transcend the immediate and limited character,
constituency and remit of the local educating institution. There is
perceived to be a need, in framing educational goals and curricula,
for broad social and community partnerships to be forged between
associated interests, groups and sectors in a range of community
stakeholders. Consideration needs to be given to the task of creating
social consensus and partnerships that will assist in the realization
of governments’ policies for lifelong education.

As part of facing the challenge of laying down an appropriate and
solid groundwork for lifelong learning for all, there needs to be a re-
examination, a reappraisal and a reconceptualization of the ways in
which, and the bases from which, it is proposed to construct a
curriculum suitable to address and deliver the educational and
learning imperatives emanating from the adoption of the concept of
lifelong learning. A reappraisal needs to be made of existing and
developing conceptions of knowledge and the ways in which these
translate into sets of content for delivery and engagement in the
curriculum, particularly with respect to helping learners to acquire
the range of cognitive structures and contents into which later
learning can be integrated.

In providing a foundation for lifelong learning, governments and
education systems will find it important also to take into
consideration the emerging research, knowledge and understanding
relevant to the ways in which people learn. It is on the basis of their
mastery of the skills of research, knowledge expansion and learning
to learn that students will be able to recognize situations in which
such skills can be applied and utilized in the acquisition,
internalization and appropriate deployment of new facts,
information and knowledge. For policy-makers and curriculum
planners the challenge is to ensure that learning to learn ceases to
be a haphazard enterprise and instead becomes an integrated part of
the content, style, structure and organization of all learning.

The interplay of epistemological and axiological elements and
considerations, in association with reflections drawn from the
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psychology of learning, the sociology and anthropology of learning
institutions, and the values — individual, economic and social —
attached to and embodied in institutions of learning by the society in
which they are located, will occupy a central place in discussions
about lifelong learning and the effective development of education
and training for all in the 1990s and into the next century.

12 Given the international concern for lifelong learning for all, the
nature, role and function of schools in providing the groundwork for
lifelong learning, and the complementarity of services provided by
schools, tertiary institutions, the work-place and other agencies in
the community concerned with learning, must now be reconsidered.
Lifelong learning reinforces the imperative of examining anew the
content, structure and organization of appropriate and necessary
pathways towards the acquisition of new learnings throughout an
individual’s life-span, and the various modes and cognitive styles by
which individuals can best make progress in achieving such learning
gains.

13 In providing a foundation for the world of work and for lifelong
learning, there is a need for a much greater convergence of
theoretical and practical elements and styles of learning throughout
the educational experience of all young people. A convergence of the
theoretical and the practical, and the general and the vocational,
would give participants in the compulsory and post-compulsory years
greater possibilities for transition to the full range of further
education and training opportunities. There is a need for a review of
policies and procedures for access and admission to all higher
education and further education institutions, and a whole new range
of relations and interactions between such institutions. In this way
governments will be enabled to build up and assure the availability
of a continuum of learning opportunities throughout the system for
all categories of students for lifelong learning.

14 The provision of lifelong learning is heavily dependent on the skills,
knowledge and professional competency of the teaching profession.
To date the emphasis on teacher quality has tended to focus upon
the preparation, development and retention of the teaching force to
serve in institutions solely concerned with the compulsory years of
schooling. Now, however, as a function of the broadening and
deepening concern for education to be extended far beyond the
compulsory years, a major challenge will be to extend this
educational impulse into teaching and learning activities in the post-
compulsory years, in both formal and non-formal institutions, and in
settings beyond those of the traditional boundaries of the school,
tertiary institution and the work-place.

15 Those training for work in the education and teaching service will in
the future need to be helped to the realization that recent advances
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in conceptions of knowledge and styles of learning, as well as
changes in social and personal goals, betoken a gradual
disappearance of the role, function and activity of teaching as
traditionally conceived, and a move towards a new conception of the
activity of those who carry responsibility for the facilitation of others’
learning. Helping teacher educators and trainers, as well as
teachers’ associations, to bring about an understanding, acceptance
and a positive embracing of these changes, will be among the major
challenges for the future.

Teachers and teacher educators will also need to be helped to
appreciate that previous notions of schools and other educational
institutions are rapidly becoming outmoded. Given the stress on the
importance of opportunities for learning throughout life, the days
when schools were seen as institutions whose presence and work in a
community was restricted solely to those falling within the age range
of compulsory education are numbered. Teachers, educational
administrators and curriculum policy-makers and planners need
now to train for helping learners of a wide variety of ages,
backgrounds, abilities and interests to take advantage of the
learning opportunities available and consciously offered to them by
and through all the human and technical resources of an educational
institution. Schools are no longer places with walls: they need to be
reconceptualized as centres of community learning for all.

The changing nature of economic and social demands plus the
changing values and conceptions of knowledge and learning, which
are having an impact on educational goals, has brought to the fore
new requirements in standard setting and monitoring at the primary
and secondary levels, which have yet to be subject to systematic
analysis. Moreover, while some work has been undertaken on
standard-setting in the vocational area, there is still a need for
further inquiry into standard setting in the domain of vocational
education and training generally, and most particularly in the
provision of education on a lifelong basis, by the whole range of
agencies outside the traditional boundaries of educational services
and institutions. A major challenge will be to assist governments in
the reformulation of standards and the methods of assessing student
and system achievement relative to those standards and their
relationship to the goals and ideal of lifelong learning.

Trenchant criticisms have been offered of existing practices in the
assessment of standards. In the light of developments in
epistemology and cognitive learning theories, there are now some
valuable insights available about new directions for the assessment
of learning and educational achievement, that are also likely to
ensure that learning activities and achievements are more consistent
with the changing goals emerging from changing economic and social
circumstances. A major challenge is how to translate the vision of
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lifelong learning for all into a programme and form that can be
realized, transmitted and assessed, without in any way disvaluing,
diminishing or destroying the complex, heterogeneous and
multifaceted nature of the goals and outcomes at which lifelong
learning is aiming.

In recent years there has been considerable debate regarding the
changing conceptions of education, the public service and the public
administration of education. The patterns and procedures of the
governance, steering and management of education cannot be
determined and set in train without some clarification of the key
concepts and values that shall define and structure the
administrative responses that governments adopt. As governments
move towards a reappraisal and reconsideration of education now
seen from a lifelong perspective, there is a need to provide an arena
in which these conceptual and value issues can be addressed and the
appropriate systems and forms of governance, steering and
management derived from them.

20 New notions of administrative relationships in the provision of

lifelong learning are still at the stage of early exploration and
articulation. They are tentative and lack specificity. Notions of
bureaucratic relationships, of the deschooled society, and of ‘the
market’ have all been found to be outmoded or deficient, as new
notions of administrative relationships in the provision of lifelong
learning are explored. A major challenge will be to examine and
decide upon ways in which new conceptions and models of altered
administrative arrangements and relationships can be fully
elaborated, implemented and appropriately evaluated in the real
settings where the need for them to be implemented is so pressing.

21 In new conceptions of lifelong learning the relationships subsisting

between schools, other educating institutions in the community, and
universities should be among those subject to review, particularly
with regard to their increasing potential to interact easily and
fruitfully and so enhance and multiply opportunities for lifelong
learning. From a lifelong learning perspective, the school, the
community and the university must inevitably combine in a
mutuality of benefit for individual cognitive advance, for economic
development and for community welfare. This relationship cannot lie
inert: it must be organic and dynamic. In assisting in the
development of this relationship governments may wish to consider:
the contributions made by schools, universities and other educating
institutions in the community to the extension and proliferation of
flexible and interactive programmes offering a range of activities for
lifelong learning; the ways in which such institutions, and other
community learning agencies, can contribute to and support a
relevant and progressive research agenda devoted to the increase
and improvement of openings for lifelong learning; and the
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interaction between schools, other educating institutions and
universities in conceiving, developing and evaluating positive
schemes of community service and development.

Relationships between educating institutions and business, industry,
commerce and trades unions will be of increasing importance in the
realization of lifelong learning for all. It will be particularly
important to draw lessons from past dysfunctions in such
relationships and from an examination of more recent successful
practices and partnerships, so as to delineate and draw attention to
the features of those relationships that make them work well. Policy-
makers can provide a service in exploring the impact of such
relationships, as regards the enhancement of lifelong learning, upon
such important goals as better and more effective preparation for the
workforce; creating shared goals among educators and employers,
and other industrial and commercial interest groups (such as trades
and crafts unions and professional associations); and influencing the
provision of learning opportunities offered by business, industry and
commerce. These joint endeavours should be best placed in a context
of the interest of all such groups in the formation of partnerships
whose positive collaboration and effective working can function as a
rich source of economice, individual and community development.

In broadening the concept of education to one encompassing lifelong
learning and extending the boundaries of the learning society, there
is a need to explore the ways in which the activities, concerns and
goals of educating institutions can derive the necessary information,
resource sustenance and moral support requisite to their
enmeshment in their work and service to the interests of all the
various cultural, artistic, religious and ethnic communities, whose
existence and orientations form an important part of the mosaic of
lifelong learning, and to the whole range of constituencies that
comprise the learning society.

The realization of lifelong learning will be heavily dependent on
those who assume responsibility for ‘leading the learning
community’. A significant effort should be made to identify, motivate
and provide requisite training for the range of people within the
community who can serve as leaders in the learning enterprise.

The vision of a networked society with equal access to knowledge
and information made up of communities and individuals,
themselves in charge of their own learning environments and
progress, and governments, educators and the private sector working
in partnership is fundamental to the evolution and achievement of a
democratic, free, economically stable and just society in the twenty-
first century. But realization of this vision will require a close
examination of the content, style and structure and organization of
modern methods and technologies of learning, particularly in respect
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of the new possibilities offered by the emphasis on student-centred
and self-directed modes of progression, together with an examination
of the purpose and function of educational institutions and their use
of electronic technologies to meet new educational needs.
Governments may wish to direct their attention to an exploration of
the ways in which the availability of modern information technology
devices and new modes of student progress in learning will affect,
make possible and shape frameworks for curriculum content, styles
of assessment and structures of organization in educational
institutions, in ways that will enable the realization of broader social
goals,

In the knowledge society of the future, learning will constitute,
furnish and make possible the principal sources of well-being,
welfare, justice and economic self-sufficiency. This means that
schools, and indeed all other educating institutions, will need to
become learning organizations themselves, if countries are to achieve
the objectives and capitalize on the possibilities and opportunities of
lifelong learning for all.

A key issue in the provision of lifelong learning is who pays for
learning beyond schooling. The present and future development of
post-secondary education and training is being considered in the
context of shared funding responsibilities. Employers, and
individuals who benefit from an investment in learning, are
increasingly expected and in some cases required to contribute a
share of the cost. Joint investment can enhance the effectiveness of
learning by giving several partners a stake in the outcomes. But
there is the danger that financial arrangements will inhibit
participation by some groups in society and hence be socially
divisive. The optimal division and distribution of funding
responsibilities for lifelong learning remains to be decided.

The debate regarding the best model of provision and funding for the
courses and programmes that will meet the needs and desires of
learners beyond the compulsory stages of education is still
unresolved. The question of the best mode] of provision and funding
constitutes the most crucial issue in the debate concerning the best
policies and strategies for any country’s approaches to learning
beyond schooling. It must be addressed as one of central importance
to considerations of lifelong learning. The key question is: What are
the alternative models for the provision and funding of learning
beyond schooling that will both facilitate the whole range of learning
needs and yet, at the same time, be economically efficient, socially
inclusive and ethically just? If the market model features
distinctively among the proposals for a resolution to this question,
then a further question needs to be asked: What are the limits that
must be placed upon the ‘market’, given the moral imperatives
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embodied in the concept of education and the social and ethical goals
associated with lifelong learning?

29 In considering the range and kinds of lifelong education provision,
the role of governments in making, planning and funding such
provision is a key concern. Many believe that there is a strong case
for governments to play a strategic role in sectors where they cannot
be the main provider of services but where there is value in their
influencing or providing a coherent framework including a range of
incentives for a range of providers. Others see government as
undertaking the role of transaction facilitator, setting up the ‘playing
field’ for provision. As governments move away from the role of
monopoly provider there is clearly a need to consider the range of
roles available and to assist governments in selecting that role which
they deem to be most appropriate to their initiatives, values and
goals in the field of lifelong learning for all.

30 Governments will also need to take an approach to the planning and
development of educational technologies and communications that
includes all sectors of education and capitalizes upon all their
various forms of potential contribution and benefit. Governments
acting in consultation with carriers and educational institutions will
need to develop policies for the educational applications of
telecommunications technologies which provide equity of access,
common standards and a unified network strategy between
institutions and the external world via information highways such as
the Internet.

31 As governments consider alternative approaches to the provision of
lifelong learning, they may wish to note that there are now few
technical barriers to prevent the offering and receiving of education
from beyond national boundaries. Governments and communities
may wish to consider the potential benefits, practicalities and
problems of international exchange and co-operation in approaches
to lifelong learning.

CONCLUSION

Community expectations that schools should provide citizens with all the
education necessary for the remainder of their lives used to mean that, as
society changed, more and more demands were placed on schools. These ever-
expanding expectations became an impossible burden for teachers who had to
maintain the quality of the work they had been doing while, at the same time,
adding more and more to the curriculum. As a result, the community has begun
to realize that schools alone are not able to provide all the education and
training required by the contemporary world.

It is not only schools that are affected by the changing society. The work-
place now demands more flexible and more skilled workers and managers; the
state requires more informed citizens able to participate actively in government
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and community affairs; and individuals, with more leisure time and longer
lives, require avenues for personal growth.

Learning for Employability and National Economic
Growth

280

¢ In this changing work-place employers no longer expect their new

employees to be fully trained when they move into the workforce.
Even if it were possible to train students at school for specific jobs,
current work-place realities would soon reveal a need for retraining —
new technologies, new work-patterns, new skills and new jobs all
make on-the-job training essential. Some employers meet the
challenge by setting up training courses in the work-place, others
prefer to use courses provided at TAFE colleges or other institutions,
while other organizations prefer to use both these strategies. This
means that the demands on schools have changed. They are still seen
as having a role in ensuring the future employability of their students
but this is no longer seen as job training in specific skills. Instead,
business and industry are seeking young people with generic skills
and aptitudes: skills in communication and information technology;
societal skills; literacy and numeracy; an understanding of history
and its implications for the future; lively and open minds; the ability
to work in groups, take responsibility, engage in critical analysis and
make judgments; and an openness to and understanding of totally
different religions, cultures, art forms and languages. They want
prospective employees who have the right attitudes and skills, who
are able to be trained in the necessary specific skills, and who are
flexible enough to be able to be retrained as new needs arise.

Business and industry now need to forge strong links with schools to
ensure that students and teachers gain a better understanding of the
world of work. This can be aided by opening their organizations to
provide work-placements for students and teachers and by
representatives from the organization visiting schools and working
with the people there. The main purpose of these links will be not
merely be to develop work-related skills but to foster understanding
of the role of business and industry, its importance to the well-being
of the community, the challenges it faces and the possibilities for the
future.

For this to work, those already in employment will need to think
again about restrictive work practices which exclude or limit students
from gaining work-experience. Employers need to work with their
employees to ensure protection of wages and conditions while at the
same time providing opportunities for young people. Once this is
achieved each organization needs to work closely with the schools to
develop school programmes that are relevant to the needs of both the
students and the work-place. Some organizations find the best way to



Leading the Learning Community

do this is to adopt a particular school and thus establish an ongoing
relationship.

e Of course, it is becoming increasingly evident that all who leave
school will not find the employment they want. As this problem has
increased and become more manifest governments have set up their
own programmes or have helped fund training programmes run by
voluntary and community groups. These groups have found that life-
skills are an essential element in their programmes.

Learning for Participation in a Socially Inclusive and
Just Democracy

e A thriving democracy requires informed citizens who are actively
involved in community affairs and are prepared to work for good
government. To achieve this the foundations of lifelong learning need
to be laid from the earliest years. To the extent that students are
encouraged to take responsibility for their own learning; work co-
operatively together; and engage in problem-solving activities and
gain an understanding of the world at large — business and industry;
local, state and federal governance; and the different cultures and
practices in other parts of the world — they will become active
participants in building up democracy. The processes of lifelong
learning will inevitably aid democratic involvement.

e Those who are imbued with a belief in lifelong learning will seek out
further opportunities for learning and, when those they want are not
available, will become actively involved in setting up such
opportunities. Apart from the benefit of the courses the instigators
will find themselves networking with others in the community, with
educational institutions, and with governments and business
organizations that may help provide funds. All these activities
provide a practical course on democracy in action.

e Committees provide another training ground for involved citizenship.
Groups such as Neighbourhood Watch and Citizens Initiative
Referenda encourage and provide opportunities for involvement in
issues affecting people’s everyday lives. School Councils which are
responsible for the management and resourcing of schools also help
train their members in useful processes for achieving desired
outcomes. To ensure these groups do not become the exclusive
province of the advantaged who have the time and resources to be
able to become active members, governments should seek ways of
enabling access for all.

e Membership of committees such as those referred to above will also
enable people from different backgrounds, cultures, religions and
ethnic groups to find a common meeting ground and begin the process
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of achieving unity out of diversity. Only when all members of the
community feel that they are valued will democracy flourish.

Learning for Personal Growth

o Concentration on academic or vocational education in schools has
often meant that processes and courses to promote personal growth
have been neglected or given so little time and recognition that
students have discounted their value. In response, community groups,
technical colleges, church groups and certain individuals have set up
courses to meet those needs. These courses range from hobby classes,
arts and crafts, music, literature, languages and public speaking to
philosophy and theology. At the simplest level they consist of small
groups of like-minded people keenly pursuing a common interest
according to their own wishes. The organization is fluid and demand-
driven, the processes are learner- not teacher-centred.

o As these courses have proliferated two interconnected problems have
emerged. After the initial stage when processes are fluid and
emerging, structures begin to be put in place and there is a tendency
for bureaucratic practices to take over and begin to drive the process.
The need for funding has exacerbated this problem. Those providing
the funding often prefer courses that lead to clear, measurable
outcomes. This can mean that some courses do not receive funds. The
only way they can survive is to seek increased fees from their
members and this, in turn, can lead to the exclusion of disadvantaged
members of the community who have most to gain from such courses.
When ‘user pays’ is the means of entry those most in need are
excluded and society as a whole is the loser.

o Finally, it is essential that all those involved in the learning process —
schools, further and tertiary institutions, employers’ and trades
unions’ associations and learning and training programmes,
community groups — should build networks, communicate regularly
with each other, support each other, and work out ways of sharing
resources to ensure maximum and effective utilization.

Every member of society has a responsibility for ensuring that co-operative
learning becomes a core activity of the community. Technology can assist in the
process but it is a means to an end, not the end itself. The individual person
must be the one who drives the learning process, for that is the only way that
the full benefits of that process will be achieved by the individual and society as
a whole.
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Chapter 12

Schools as Centres for the Learning
Community

In this final chapter of the book we shall be particularly concerned to explore the
changes in the roles, powers and responsibilities of school leaders that follow on
from moves towards the adoption and implementation of policies and pro-
grammes of lifelong learning, We shall examine the impact of the range of new
partnerships and structures of shared governance arrangements on school
leadership, in particular with the aim of helping school leaders reconceptualize
their roles from that of being the apex of a pyramid to one of being much more
a centre of a network of human relationships and resources. The range,
complexity, sophistication and demands of the new knowledge, skills and
capacities now increasingly required of school leaders, especially in respect to
such key public communication activities as strategic planning, quality man-
agement and control, marketing and promotion, public relations and
community outreach, will be discussed, and strategies, plans and programmes
for the corresponding leadership development will be adumbrated and justi-
fied.

LEADERSHIP AT THE LEVEL OF THE SCHOOL

The aims of education generally include giving people the necessary knowledge
to enable them to face the challenges of daily living, to be aware of their
responsibilities and obligations to others, and to plan and work a pattern of
satisfying and personally enriching life-options for themselves. Young people
need a well-rounded education for contemporary life and part of the task of
education will then be to develop people who are able to communicate, who are
broad-minded and understanding, and who have the high levels of competency
needed to cope in today’s technological society. Children and young people
should leave school with a conscious awareness that they have acquired skills
that they can then apply in a range of settings. Schools need to model an
approach that establishes learning not simply as an academic exercise but as an
awareness that the exigencies and possibilities of daily life make necessary a
rounded commitment to learning across the life-span.

To date, an awareness of the ways in which students can make appropriate
applications of fundamental knowledge and skills has not been fully developed
as part of the curriculum. Young people do acquire basic knowledge but often
they do not see the relevance of that knowledge to their situations in the world.
Schools can promote awareness by organizing the curriculum in a way that
formally and informally reinforces learning as valuable and as ongoing. Schools
can stress that people learn by doing things, by talking to others, by mixing with
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others, by exercising judgment, by exerting their democratic rights. An under-
standing of and commitment to lifelong learning will embrace and value all
these approaches to learning, for, unless the seeds are planted for this lifelong
learning approach at school, they will not take root. Lifelong learning requires
thinking differently about what a learning process and an educational task
might be; it also requires a different approach to and different notions about the
outcomes of schooling.

In these times there is also a different role for schools because of the
knowledge revolution: the idea of schools as primary transmitters of knowledge
and information is rapidly becoming outmoded. Students and learners of all
ages now realize that knowledge is available to them from a wide range of
sources, particularly from information technology, to which they can secure
direct access and then direct and monitor their own acquisition and application
of knowledge by themselves and for their own purposes.

These days too, because of the new ways in which the map of knowledge is
being redrawn, a considerable reframing of knowledge in the curriculum is
going on, and this is doing away with the more traditional barriers between
discrete blocks of knowledge content and subject areas. Students and teachers
have realized that it is possible to think about the curriculum in more inte-
grated, lateral and expansive ways.

Some of these new approaches to knowledge will involve bringing into the
whole curriculum learning activities in areas and along pathways that were
previously thought to lie beyond its boundaries. Students may obtain knowl-
edge and information from a diverse range of sources, many of them made
available and explorable by the avenues opened up through new information
technology. This ensures that students will stand increasingly at the centre of
their own learning, shaping and extending it in ways that fit in with the
demands of their own psychology and their own styles of cognitive growth and
awareness.

Students will quickly become aware that merely acquiring more informa-
tion is not equivalent to gaining understanding and wisdom. In future the
values import of gaining knowledge will be something that requires overt and
direct address: this will be the function of schools. Schools will, along with
families, churches and other such organizations, be the social institutions that
are overtly concerned with values, since the ethical and moral aspects of
education must still be addressed. It is schools and other kinds of educational
institutions that now have an enhanced role in those matters. Though literacy,
numeracy and other skills are essential planks in the construction of an
approach to lifelong learning, equally indispensable is awareness of the values
that individuals and communities hold, as well as some skill in moral decision-
making.

The kinds of skills involved in the deliberation and judgment required in
such decision-making are best learnt through a guided process in a social
setting. In order to give its young people an education in such powers and values
the community will continue to need schools and other deliberate educating
institutions. School leaders will help orientate the community education proc-
ess towards the education of the whole person, helping individuals learn how to
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build self-esteem and develop positive attitudes to themselves and learning.
Some schools have always been concerned with a more holistic lifelong
approach to education and other schools too are already beginning to treat
students more as whole persons, helping them make choices, respecting their
decisions, supporting them through their setbacks, helping them learn from
their failures. This kind of approach, involving as it does critical learning and
questioning by both students and their helpers, is much more conducive to
lifelong learning than traditional methods of accumulating information, acquir-
ing knowledge and making progress by means that are largely didactic and
instructional, rather than pedagogic and supportive of one’s own endeavours.

In future the chiefissues in planning educational curricula will be the ways
in which educating institutions can best promote and help students acquire the
habit of employing a spirit of critical inquiry in managing and directing their
own learning. They will appreciate the need for some immersion in subject
content, and for reflection on it, as well as the need for continuing flexibility and
the spirit of curiosity.

We may go on from this to establish that a fundamental part of lifelong
learning is the recognition that the learner is in a continuing process of growth
and development. The trouble with some schools today is that they sometimes
kill the love of learning. Some people leave school with a reluctance ever to
undertake formal education again. An essential part of getting people started
on the right path is to give them a sense of satisfaction in what they do, as well
as a sense of accomplishment. Schools are failing children and adults, often
those already disadvantaged, if they do not allow them to experience some sense
of success at school. The notion that, early on in their experience of learning,
children can be told they have failed should be opposed by all engaged in
education.

Schools can make a good beginning on promoting a lifelong commitment to
furthering one’s own education by making learning a pleasure, encouraging the
motivation for and interest in lifelong learning and increasing their students’
awareness of the need for it. They can begin by stressing that learning can be
fun. We have to promote a sense of joy in the whole process of learning and
remove failure, with its dysfunctional effects, from the schooling experienced by
many. Schools must reassess notions of success and failure if they are serious
about encouraging a positive attitude towards lifelong learning.

Too often, unfortunately, it is the stress laid by schools and others on the
passing of examinations, and the concomitant disvalue attached to not passing
— to failing — that militates against students acquiring a love of lifelong
learning. Schools will be constrained in promoting lifelong learning so long as
they are preoccupied with helping students get high marks for passing exam-
inations of various kinds. The emphasis in some schools on successfully arriving
at prespecified terminal outcome points — on achievement for achievement’s
sake — runs counter to the whole ethos and spirit of lifelong learning.

There is a need for young people to be acknowledged and recognized for
those things that they do in schools which do not get marks or scores or ticks.
There is a need to recognize the value of broader learning experiences and to
create a learning environment for children and young people that is happy and
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co-operative, and in which they all have equal rights and responsibilities in the
pursuit of excellence of all kinds — where the achievement of excellence lies in
introducing an inclusive curriculum that will encourage and assist all young
people to become self-starting, self-directing and self-managing learners.

Schools need to understand better the sorts of approach to learning,
teaching and inquiry that create a lasting interest in various areas of work and
subjects of study. With an approach that concentrates on students building
knowledge for themselves, on managing and directing their own learning,
students can come to see and value themselves as part of the process of
recreating knowledge.

Most important is that young people are not overtaught: much more
important is the fostering of a sense of inquisitiveness and a determination to
achieve and enhance their own competency in acquiring knowledge, the encour-
agement of curiosity, and giving courage to learn, to give them a sense of the
world — particularly the world of knowledge — as something they can control and
that they can play a part in shaping. In sum, we need to keep the spirit of
inquiry and enthusiasm for learning that exists in primary school going for
much, much longer - for the rest of people’s lives, in fact. And this brings us on
to the question of the ways in which we can bring this about, particularly
through strengthening the relationships between the school and the commu-
nity.

If we are to achieve the goal of promoting lifelong learning through school
and community, one of the first tasks on the agenda will be to link them together
more closely. In the past schools have in general been too compartmentalized,
too shut away from the community, with many of them having an attitude of
erecting barriers to keep outsiders excluded. This is illustrated by the notices
that some schools used to put on their entrance gates: ‘Parents stop here’.

Not only have the boundaries to community involvement in the work of
schools been territorial and locational, however: they have also been con-
ceptual. Many schools have inhibited the spread of the diverse ranges of
approach and the multiplicity of pathways for lifelong learning, by the ways in
which and the extent to which they have held fast to theories of a linear and
compartmentalized progress through fixed stages of learning, embodied in and
co-ordinated accordingly with a parallel linear journey through schooling.

Another barrier has been epistemological — the past tendency to compart-
mentalize knowledge and styles of learning, to separate learners in horizontally
organized groups divided according to chronological age and to departmentalize
in subjects undertaken in classrooms remote from real-life experience and
application. As long ago as Dewey, and more recently, new theories and
advances in epistemology and learning theory have called such lines of demar-
cation into question, if not decisively refuted them. There is no epistemic
warrant for such theories, whose main status is revealed to be that of an
educational dogma.

Refutation of stage theory in learning and partitioned set theory in concepts
of knowledge and the curriculum suggest that other educational shibboleths
should share the same fate. We might now, for instance, consider breaking down
the traditional barriers between the classroom and the learning that can take
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place outside the school. Indeed the very structure and organization of classes
and classrooms is likely to change. Instead classrooms in future are much more
likely to become multigkilled, multi-aged and multi-language with an emphasis
on inquiry and experience-based learning, and where the acquisition of knowl-
edge and information will be available to students, not only from books and other
resources located within the school but also from computers, the Internet, and
other information sources around the world. These developments will entail that
one major barrier to flexibility and independence of learning direction — the
timetable as it is now structured — will have to go, though of course schools will
have to give a lead to learners, at least initially, in organizing the programme of
the ‘learning’ curriculum and organizing learning groups.

Moreover, if in future schools are to become centres for the benefit and use
of learners from all sectors of the community, then there is a need to open them
up to community access. Such an approach of course has implications for the
traditional custodial role of schools and this needs to be respected, especially
during the years of statutory attendance. At the same time, however, the
physical barriers which schools erect — even if in observance of their statutory
‘duty of care’ — are themselves an obstruction to the concept of lifelong learning
and to young people’s sense of the interaction between their learning experience
in school and learning ‘on the outside’. Achieving a balance between the
custodial role of the school and the need to open up the school to greater
community interaction will be a major challenge for school leadership.

The point is that learning does not take place only in schools. Nowadays we
are already redefining the place to learn: learning takes place in libraries,
cultural and religious centres, through technology, in the home, and in work
settings. School is just one form of concentrated learning and the sooner school
personnel appreciate the need for adjustment to this, the easier it will be to
develop a multiplicity of fora for and approaches to learning for all kinds of
student. Given the multiplicity of student needs and choices, and the multi-
plicity of learning pathways open to them, in the future schools and other
learning institutions will be able to offer real choices through flexible pro-
grammes, modules, and alternative courses of many kinds.

Indeed in the future there is likely to be considerable relaxation of the
classroom environment with teachers working much more as directors of study
with individual students, working teacher aids, and auxiliaries of various
kinds, to assist students in their learning. In future years there is likely tobe an
increase in moves to a ‘tutorial’ approach to learning, rather than an emphasis
on having larger taught classes: in future teaching will be seen rather as
‘companionship in learning’, with teachers taking the role of what in Germany
is called a Lernbegleiter. Such an approach does not mean ‘throwing the baby
out with the bathwater’, of course: educating institutions will have the sense to
maintain those forms and styles of learning that are most efficient at doing
particular jobs. Schools can be places where both formal and informal learning
is integrated and this integration is also reflected in choice of learning and
teaching delivery: in the senior years of schooling many schools have already
adopted a mix of technology-based learning in the school and the home with
some traditional approaches to learning in school settings.
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In sum, schools are now coming to operate much more pragmatically. They
will utilize whatever mode of approach will give students greatest access and
benefit, and they will use their experience, expertise and best professional
judgment in deciding which of the various approaches best suits the particular
learner’s case. This is gradually bringing about the emergence of a recognizable
concept of a community of learners, in which we speak of ‘thinking schools’ and
thinking people, linked together in interlocking circles of interest.

We know of course that in certain schools there are many things that are
not working. For change to take place in such schools there needs to be a
reconsideration of philosophy, structure, organization and resources if society’s
concern to start children and young people on the road to lifelong learning is to
succeed.

These days there is wide acceptance in schools that learners should accept
a greater degree of responsibility for their own learning. This principle can be
imparted from the earliest stages of schooling. It can also be modelled by the
ways educating institutions go about their business. Educating institutions will
be increasingly pressed to ensure that people take responsibility for their own
learning and for achieving the outcomes deemed important. These days we are
entering a stage of educational development where this will be a much more
widely shared responsibility — shared between schools, individuals, families
and community.

In this task the creation of partnerships will be vitally important. A range
of relationships of this kind is a good way of assisting educating institutions to
meet the challenges they face as they attempt to cope with the enormous range
of expectations that are currently being placed on schools. The traditional
institutions that we have known as schools are not structured to respond to the
demands of the changing economy and society or to respond to the need for a
large-scale cultural change in their notion of the work with which the commu-
nity charges them.

Schools working in these ways with their community will need educational
leaders who have the vision to encompass the aim of introducing students to
lifelong learning practices and to create an environment which fosters a close
relationship between school and community, policy and practice. Educational
leaders need to develop skills to plan for change, to participate in and to reflect
on change. There is a need for consultation, discussion and debate among all
those seeking to bring about a transformation of people’s educational vision,
creating a climate of change in which there will be constant infusions of fresh
ideas from people in the community and from people already in schools. Lifelong
learning needs leaders in the dialogue seeking such a transformation, not
simply managers in this organic and dynamic context.

The move to an emphasis upon opening up pathways to lifelong learning
will involve large-scale cultural change in schools. Such a move will probably
necessitate looking at school tasks, responsibilities and experience with a fresh
eye: to bring about the necessary change in school culture one will need people
who have had wider, extra-school experience.

In this new context schools need to work hard at avoiding the minefields of
organizational and cultural change that such moves often create. One of the
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problems in seeking new pathways round difficulties is that with some people
ideas are fixed — they are unable to change. One of the problems here is the
classic one in the administration of many schools and educational systems —
people get locked into positions, attitudes, beliefs and values, and are appre-
hensive about the risk of upheaval. School leaders will be able to surmount such
problems by encouraging people in management teams to realize that organiza-
tional change is made much easier and more flexible when people move
sideways as well as upwards.

But the impulse for lifelong learning cannot be a responsibility that is
‘added on’ for teachers: existing school personnel cannot be expected to take on
the establishment and extension of lifelong learning activities themselves as
some sort of ‘add on’ to existing duties and demands. There is a need to create
positions for community education officers in schools to co-ordinate activities
and achieve co-operation between the community and schools.

Any school offering leadership in learning and in administering learning
communities will find that they face many problems from their client commu-
nity and will find it necessary to overcome distrust among many groups. Not
only will school leaders have to work hard to overcome the inhibiting effects of
the inertia of existing institutional structures, arrangements and procedures,
but they will face mistrust, malice or often simply apathy. These are major
obstacles for school leaders to overcome — and they will not be assisted in their
endeavours to do so by the resistance they will undoubtedly meet from other
sources above and beyond the level of the school. Often it is the people working
in schools and community agencies who have the really creative ideas to
promote lifelong learning but equally often they feel they have no way of
influencing the politicians and those with power to make the difference. This is
one way in which governments can be of help: the channels for exercising
influence need to be opened up to allow for local school initiatives and
community-led change.

Part of the policy, organization and structure of schooling, particularly
with respect to the provision of courses for a whole community of learners,
should be concerned to transform the thinking of all educators towards the need
for more entrepreneurial activity. School leaders need to be encouraged to take
an entrepreneurial role with the community. A problem here is that some
schools have a more positive mindset towards such activities, have more
experience at it, and are in a better position to take advantage of revenue-
generating activities, especially in the use of facilities. These schools not only
have the better facilities but they have the managerial infrastructure to service
their use.

It will, however, remain a problem requiring constant attention in the
opening up of schools to the community, that in such an approach there is at
least the potential for the commercialization and politicization of the schools’
activities: schools need to be reassured that opening up to the community will
not interfere with the programmes they are implementing for their students.
There is always going to be tension between the aim of providing a good
education for the students who are in school during the day, the aims of the
system, and the need to create extra funding to provide the kind of education
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the community wants. In all this it will be vital that schools do not lose their
primary focus — which is its concern with values that are educational in
character, rather than political or economic.

LEADERSHIP BY SCHOOL PRINCIPALS

Principals who have read this far could, by now, be prey to at least two
conflicting emotions — excitement at the possibilities and challenges presented
by lifelong learning, coupled with horror at the thought of the amount of time,
energy and resources required in the attempt to implement this approach in the
school and beyond. Of course, principals would be right to reject lifelong
learning if its implementation merely required more activities being added to
an already overloaded schedule and list of cormmitments for all members of the
school community. However, strong and persuasive arguments have been
presented for the value of lifelong learning for all, and if the benefits of lifelong
learning are to be realized by current and future members of society, ways must
be found for schools to integrate it into current practice.

The first thing to note is that lifelong learning cannot become reality by
simply adding things on to current content and processes in schools. What is
required is a sea-change in the attitudes and expectations of all sections of
society and a willingness to translate this sea-change into actions that support
the progress of lifelong learning at all levels. This is an enormous expectation:
a commitment to lifelong learning will not be brought about overnight; yet
unless the first steps are taken, it will not happen at all. School leaders can be
encouraged by the knowledge that some progress has already been made in
many schools in many parts of the world. These successes need greater pub-
licity.

Principals should therefore be encouraged to start or continue the process
in each individual school, seek allies among fellow principals, and develop
networks with other like-minded individuals and organizations. While this
could be seen as a somewhat daunting undertaking, it is not an impossible one
provided one is prepared to follow the maxim festina lente — hasten slowly. The
concept of lifelong learning has so much merit and its practice is so rewarding
for those who engage in it that others will be encouraged to join in.

The first step in the process is a recognition that the role of the school in
society has changed. While early home experiences and the education received
at school are still an essential basis on which an individual achieves a reward-
ing and fulfilling later life, they are no longer sole contributors to this. Learning
can not be seen as something engaged in during the early years of life,
completed by the end of schooling, and never revisited. Increasingly the
demands of changing work requirements and social environments underline
the need for the learning process to continue throughout life.

Schooling must now meet this new reality. Already, as the amount of
information on any given topic has grown exponentially, teachers have begun to
place less emphasis on the acquisition of knowledge and more on the processes
by which students can access information. This, however, is not enough. For
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lifelong learning to become a reality, those leaving school need to take with
them the following:

an enthusiasm for learning;
a recognition of the value of learning;
the ability to synthesize, analyse and question data;

the ability to earn an income and contribute to the economic
development of the country;

the skills required for engagement in and contribution to democratic
processes;

an understanding of how to maintain a healthy lifestyle and the will
to do it;

an awareness that life consists of more than physical and material
realities, it also has a spiritual dimension;

an appreciation for artistic and creative endeavours and a willingness
to take part in and support such endeavours.

To achieve these outcomes schools need to:

generate an enthusiasm for learning;

facilitate the learning process through appropriate structures,
resources, curriculum, teaching styles and climate;

ensure that students acquire the skills necessary for them to access
and process information then put that information to use;

value the different forms of learning and maintain a balance between
academic, vocational, physical, creative and spiritual activities;

insist on high quality work from all students;

put in place assessment and reporting procedures that reflect the
commitment of the school to learning as a top priority;

develop links with other groups which are providing learning
experiences outside the confines of the school; these experiences can
then be made available to school students either in the school setting
or in the wider community;

provide the community with a working model of effective learning.

What then can individual principals do to ensure their schools achieve
these outcomes?

1 Demonstrate and maintain a personal commitment to lifelong learning

Establish an environment where learning is valued. This must
become a core value in the school so that the efforts of all members of
the school community are directed to this end. The first step in this
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process is for principals to model the kind of behaviour desired. If the
principal is manifestly excited by learning, demonstrates an inquiring
mind by challenging and questioning ideas, undertakes and openly
enjoys learning activities, welcomes and encourages questions, and
encourages the same behaviour in others, then learning will be seen
as a pleasurable experience that is engaged in by adults and is not
confined to school years only.

At the same time the principal must make every effort to
motivate teachers to model the same kind of behaviour through
innovative activities in and outside the classroom, by the
encouragement of lateral thinking in their students, and by the
establishment of a positive climate in which students are rewarded
for what they have achieved.

Establish an environment where people are valued. The principal
should, at all times, demonstrate respect for all members of the school
community and ensure that the tone of the school encourages respect
for others. The less able and variously challenged members of the
school community should also be given a sense of confidence in their
own worth and a feeling that they have something to contribute.
Under these conditions learning thrives.

Members of the school community should also be assured that all
their learning achievements, whatever they might be, have value. To
bring this about the principal should discourage the labelling of
actions and/or people as failing and instead encourage a positive
attitude to mistakes and errors which should be seen as a natural
part of the learning process and as stepping stones to further
learning. Children learning to walk are not labelled failures when
they fall down: they are encouraged to stand up and try again. This
approach should become a model for all later learning activities.

Because there will inevitably be some difficulties in establishing a
climate of lifelong learning it is important for the principal to
maintain balance and perspective. Universal education is a relatively
recent concept in the history of humankind but, in just over a
hundred years, it has been accepted all around the world. Lifelong
learning will not become reality for everyone tomorrow but it will, in
fact, it must be worked towards over time. This recognition of the long
term nature of the task will enable the principal to maintain and
convey a positive outlook despite inevitable, short-term setbacks.

It is also important to remember that school provides only one of
many learning arenas in a person’s life. If one were to consider an
individual’s linear time line of learning it would be evident that the
most intensive lifetime learning experiences occur before that person
even sets foot in a school and that, after formal schooling is
completed, formal and informal education continues in a variety of
ways.
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o This extended learning sequence is paralieled by the range of
learning experiences being undergone at any one time. An in-depth
snapshot of students engaged in full time attendance at school would
show that they are simultaneously being educated through a number
of different sources such as parents, clubs, television, church groups,
part-time employment, computer networks, and formal ‘after school’
classes. School members need to be conscious of these other sources of
learning, encourage students to incorporate them into their ‘school
work’, and develop linkages to them.

2 Establish processes that assist members of the school community to
realize, in action, the value of lifelong learning

o Staff and students need processes and structures in the school that
encourage responsible decision-making and which provide working
models of democracy in action. It is difficult for students to learn the
benefits and responsibilities of living in a democracy in a school
setting that is hierarchical in structure and where all decisions are
handed down from above. Such practices encourage either passivity
or rebellion and such attitudes can be carried through into later life to
the disadvantage of both the individual and society at large.

Decision-making on matters such as curriculum, school goals,
codes of behaviour, reporting and assessment procedures, acquisition
and use of resources can be undertaken by those at every level of
schooling (Kindergarten to Year 12) provided that those involved in
the decision-making have an interest in the outcome and some
understanding of the issues involved. The decision-makers also have
to be made responsible for the outcome. In this way commitment to
the process and its successful outcome is engendered and mistakes
become part of the learning process, while successful decisions bring a
feeling of accomplishment and reinforce learning.

e Schools which see themselves as part of lifelong learning need to
ensure that their goals, methods of assessment and school reports
reflect this. The principal, in turn, needs to ensure that processes are
established that enable the school and community to articulate its
goals and then decide on how the progress to these goals is to be
measured and reported on and improved or redirected if necessary.

o To encourage the growth of lifelong learning the goals towards which
the curriculum is directed must make it possible for each pupil to
engage in the three elements of lifelong learning and thus move
towards the achievement of economic progress and development,
democratic understanding and activity, and personal development
and fulfilment.

¢ These elements require much more than just information giving and
receiving. For their successful achievement teachers must give due
attention to processes, not just content, and must help students

293



The School, the Community and Lifelong Learning

develop skills of analysis and synthesis, not just information
gathering. This approach then requires matching recording and
reporting procedures to ensure that the outcomes of the learning
experience are recorded positively and reflect the goals of the school.
For example, portfolios of work or reports that set out the expected
outcomes and the progress of the student towards these outcomes
give a far better view of what the pupil has accomplished than do
percentage marks. They also indicate the way ahead for future
learning activities.

These forms of evaluation, however, are more time-consuming
and not as easy as the ranking of schools and students by marks
scored in examinations. Further, familiarity with the process of
ranking is deeply ingrained in community consciousness. It is
relatively simple to achieve but it favours students from advantaged
backgrounds and it tends to assess performance that can be
quantified in numerical terms, rather than advance in some of the
qualitative aspects of schooling. For other forms of assessment to be
seen as acceptable, there will need to be a considerable change in
school and community attitudes towards assessment. Principals have
a major responsibility in bringing about this attitude change. In some
communities, however, this change is already well under way. The
leaders of business and industry, recognizing the need for more
articulate and socially skilled employees, are urging schools to
develop these attributes in their students.

3 Recognize that during times of change those engaged in the process need
help and support and that the introduction of new technology by itself will not
necessarily lead them to change their practice
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e Staff need to develop skills appropriate to their work. The principal

can assist in this process by such things as encouraging attendance at
in-service sessions, developing mentoring practices within the school,
drawing attention to articles or events and facilitating visits to
organizations that may prove helpful. As staff grow in skill and
confidence they will be better equipped to try out new ideas and to
involve students and parents in the learning and decision-making
processes.

The establishment of a supportive atmosphere and the new skills
acquired will give staff the courage to be adventurous — to try out
those new ideas, to take on new roles, to expand their area of
educational activity beyond the confines of the school. As they model
the processes and outcomes of lifelong learning they will be
demonstrating to students what it means to be self-reliant yet socially
involved.

At the same time, while encouraging change, the principal must
retain a sense of stability for all members of the school community.
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This can be achieved by clear goals that have been agreed on, by open
communication and discussion, by involvement in decision-making
and by ensuring that the good features of the school are preserved. In
this way lifelong learning will be built on strong foundations.

4 Locate and provide resources for the effective functioning of the school

o As the concept and practice of self-managing schools becomes more
widespread, principals are expected to identify what resources are
needed, to acquire them and then to see that they are used effectively
to enable the school to achieve its goals. A lifelong learning climate
will assist in this process by encouraging the school to widen its
search. This will involve generating lateral thinking processes within
the school, setting up information networks with people outside the
school, and using the ideas and information gained to convince people
and organizations to assist in the provision of the required resources.

e It is also important that the principal encourages effective use of
resources — buildings, grounds, equipment, personnel — already
within the school and encourages staff and students to do the same
and looks outside the school for additional resources.

5 Build collaborative relationships with neighbouring principals to develop a
climate of lifelong learning in the local area

e One outcome of the advent of the era of self-managing schools and
economic rationalism is that competition rather than co-operation can
become the accepted modus operandi. In this competitive climate,
schools, fighting for survival, may retreat into a new isolationism.
While this may advance the interests of a particular school, it
ultimately has negative effects on the community as a whole. Lifelong
learning thrives in a co-operative atmosphere and should not be
limited to just a privileged few. All members of a community gain
from the social cohesion generated when everyone is involved in the
creation of a learning society. Principals need to be conscious of this
and work with other principals to bring this learning society to
fruition.

¢ It is therefore important for principals to meet and discuss their ideas
on lifelong learning. In this way they can expand and clarify their
understanding of the concept, share experiences, learn from each
other’s successes and failures, and provide support for each other.
This does not mean that schools will lose their individuality. Even
though goals may be similar, the practices involved in reaching those
goals could be quite different, depending on the composition and
needs of the school community.
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¢ Such meetings could also lead to a mapping of the resources available

in each school leading to the opening up of those resources to each
other, e.g. personnel (staff and students), buildings, equipment and
sports facilities. Students could be involved in cross-age tutoring or
mentoring programmes, specialist staff could provide advice, there
could be joint access to libraries, and so on. The benefits derived
would come not only from access to the resource but also from the
actual processes of sharing.

Further, these meetings could also provide information on resources
available in the community and open up new possibilities for school
and community activities. The same processes as occurred between
schools could apply.

¢ As schools gain a greater understanding of each other and begin to

recognize that they share a set of common purposes it may also be
possible to set up joint in-service activities for members of the school
communities, thus increasing communication and understanding.

6 Build collaborative relationships with the local community
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e Traditionally it was the principal who provided the community with

the school’s ‘public face’. While this is still true it is equally true that
many other school members could, and do, perform this role. Some
people active in schools in roles such as that of careers counsellor
must necessarily work outside as well as inside the school. However,
all members of the school community should be encouraged to build
these collaborative relationships. This means that the principal needs
to highlight their importance, give recognition and encouragement to
those who establish such links, and ensure that the local media give
publicity to the school’s efforts to reach out into the community.
These efforts can take many forms — art displays in shopping malls,
meals-on-wheels, visits to retirement homes, student-run computer
classes for adults. The list can be endless and in each case the
learning is a two-way process

o All community--school activities do not have to take place outside the

school buildings and grounds. Principals, staff and students need to
make the school a welcoming place for parents and community
members. Ways need to be found for these people and groups to make
use of school facilities without placing impossible financial,
supervision and work load burdens on the school. Getting people to
make use of school facilities will not happen unless the school is open
to suggestions for the sharing of facilities; then, once a climate of co-
operation and sharing is established, schools must be prepared to
enter into detailed discussion and negotiation to ensure that both
groups gain maximum benefits from the arrangements. In the early
stages it is particularly important that the community use of the
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school facilities works well or the initiation of other promising
schemes could be jeopardized.

¢ Other community members may simply wish to join school classes in
certain subjects (while subjects remain part of school organization) or
to gain certain qualifications. The principal, staff and current
students should explore the pros and cons of such admissions with
the prospective students and reach agreement on whether such
admissions are possible and on what terms. Principals also need to
ensure that their schools establish policy on the admission of mature
age students.

7 Build collaborative relationships with other educational organizations

e The lock-step approach to schooling where cohorts of same age
students progress through the various stages of the system has too
often led to each stage in different institutions operating in isolation
from each other and those involved being critical of each other’s
outcomes. At present, schooling also proceeds in a series of stops and
starts which bear little relationship to the way effective learning
occurs. The lack of continuity and communication between teachers
often leads to overlap between different levels and also overlap
between different subjects at the same level. Students, not
surprisingly, find these disjunctions unsettling and the consequent
repetition boring. These problems, while not easy to overcome even
within the one organization, are compounded when they extend into
other levels of schooling, and sectors of education. This lack of
coherence and continuity works against the encouragement of lifelong
learning.

Principals therefore need to encourage the interchange of
information and ideas between teachers within and across
organizations. This would lead to greater understanding of the
different learning requirements at the different stages of schooling
and may help teachers provide approaches to learning that match the
students’ needs. It has long been accepted that students who pursue
their music studies outside the school can progress through the
various grades of these studies according to ability rather than age.
Very young students can be working at the same level as much older
students. A study of such practices may open up possibilities for new
processes and structures within the school.

o Principals should encourage their school communities to undertake
mapping exercises to identify both their short- and long-term needs,
to ascertain how well these needs can be met by resources within the
school and then to identify whether those needs could be met from
outside the organization. Once this has occurred negotiations for the
joint sharing of resources can be started.
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8 Play an active role in regional, national and international principal
organizations to ensure that they work effectively towards the achievement of
lifelong learning for all
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¢ Individual principals or small groups of principals may influence

events in their own schools but, for lifelong learning to become a
reality for society as a whole, principals need large and effective
organizations that can provide support, research, a voice at the
political level and a vehicle for gaining media attention and support.
Also, as noted earlier, principals are busy people. Many of the
suggestions above take time to put into effect, perhaps more time
than some individuals feel they can afford, but principals’
associations and centres, adequately staffed and resourced, can
provide services for their members that reduce the individual
workloads.

Principals who are attempting to create a school climate that
encourages the development of lifelong learning need access to
publications that generate and maintain enthusiasm and that give
practical assistance by publishing case-studies of successes and
failures around the world. They need in-service programmes that give
them confidence in the use of new technology, that explore new
approaches to learning, and that provide training in such areas as
decision-making, and the introduction and management of change.
Some may also need help in moving from a hierarchical to a
collaborative leadership style. Finally, a large principals’ organization
has credibility when approaching other large organizations and can
gain entrée for its members who can then take part in educational
visits, set up collaborative arrangements, and gain experience and a
wider perspective from activities such as work-exchange programmes.

It is also important that moves towards lifelong learning are informed
by a solid research base. Many people, both in educational
institutions and the community, will require evidence that what is
being proposed is better than what exists at present and is worth the
extra effort involved in implementing change. Such research is
beyond the resources of most individual schools or even local groups
of schools, but principals’ centres, for example, could undertake such
studies, especially if principals expected this of them.

Those in education seem to have difficulty in gaining publicity for
their ideas and actions and often find themselves reacting to adverse
criticisms or calls for change rather than presenting educational
issues in a positive light. Many people in the community have little
knowledge of the changes that are taking place in education and,
when they do hear of change, have little understanding of its purpose.
Principals’ organizations need to identify members or employ
professionals with media skills so that issues in education can be
presented in an interesting and positive way, discussed fully and
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openly and become a means of increasing the understanding of the
community at large. For lifelong learning to become a reality there
must be understanding, acceptance, involvement and support from
the whole community. The media should be the principal’s allies in
this.

Governments, rightly, accept responsibility for ensuring that all
members of the community receive basic education, even though the
interpretation of ‘basic’ differs from country to country and may range
from some years of primary education through to some form of
tertiary education. The wealth and well-being of a country depends on
the education level of its citizens but governments, in their quest for
financial savings, are seeking ways of moving much of the funding of
education to other sources. This immediately creates concerns about
justice and equity for those in the initial stages of the lifelong
learning process but, because of demographic changes, e.g. ageing
population, declining birthrate, more dual-income, childless or single-
child families, the community is less vocal in its opposition to the
suggested funding changes than it should be.

At the same time, the schooling stage is not the end of education.
There are cogent arguments to show that reliance on initial education
alone is no longer sufficient if a country is to prosper, if its citizens
are to play an active role in its affairs, and if people are to find their
lives fulfilling.

Principals who support lifelong learning are therefore faced with
a difficult task. Governments are looking for ways of reducing their
financial commitments in all areas, including education, so principals
have to fight for the educational futures of the children in their care.
At the same time, they have to strive to widen the understanding and
vision of those in government and the community and encourage a
commitment to lifelong learning with its consequent resource
implications. They therefore have to find ways of ensuring that this is
achieved without the government diverting resources from schools.

It is only by developing a strong voice through their associations
that principals will be able to help the community understand the
implications and benefits of lifelong learning: they will want to
demonstrate what schools can do, how they can go about it and the
outcomes of their actions; to publicize their activities and needs; to
seek resources from government and industry; and to establish links
with other educational groups — TAFE, universities, the University of
the Third Age, community groups — to present a united voice and to
devise practical ways to implement ideas together.

The way ahead for principals is challenging, exciting and rewarding.
Changes can be effected in individual schools that will have a positive impact on
society as a whole. However, if principals extend their collaborative approach
outside the confines of their own schools to neighbouring principals, community
members, other groups and organizations involved in education, and principals’
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associations, they will have a much stronger voice and be able to present a
united front. They will also be able to devise ways of making more efficient use
of funding as they work together to rationalize their use of resources. Finally,
and most important, they will help society move towards the achievement of
lifelong learning for all.

TEACHERS AS LEADERS

A commitment to lifelong learning requires quality teachers. This in turn
presupposes and requires high quality professional preparation and develop-
ment programmes for teachers. Those who will serve education in schools and
learning institutions of the future will succeed at introducing their charges to
the challenge of lifelong learning only if they themselves have a strong commit-
ment to and a passion for learning and inquiry. Students of the future need to be
in contact with people for whom learning is exciting and enriching and teachers
are a key to showing them living proof of this. There is a need for teachers to
show the value of learning and to excite and motivate people to take up a
lifelong approach to it.

One of the problems of the present is the low level of investment on the part
of education systems and institutions in the ongoing professional development
of their staff. Yet professional development is vital if the impulse for lifelong
learning is to be carried forward and brought into effect. Among many teachers
there is confusion about what is expected of them and this is in danger of being
exacerbated by the phenomenon of an ageing teaching force. It is clear that, to
introduce new thinking into the ‘thinking’ schools of the future, one needs a
considerable infusion of new blood: a mix of youth coming in, supported by the
experience of older and wiser teachers.

Teachers working in schools now and those entering the profession in the
future will need to be properly educated if they are to adopt a lifelong approach
to education. In schools of tomorrow teachers will have substantially changed
roles and responsibilities: they will be organizers, co-ordinators, mentors and
guides responsible for groups of students, who will also have access to many
more people and sources of knowledge in the community. This means that
teachers need to be facilitators of learning rather than repositories of knowl-
edge. They have to become adept at knowing or being able to find out where the
resources of learning reside and to bring them together at an appropriate
time.

This will require a change in the attitude and culture of professional life in
schools. For this change to be brought about, there is a need to build up the
skills of teachers as networkers. Teachers need to become more highly skilled
and more multiskilled; they must be able to engage in a more constructive
dialogue with other professionals and members of the community about what
constitutes learning attainment and what are the various modes of learning
procedure.

A problem for the profession is that teachers have been perceived as being
unable to articulate the considerations and criteria on which they base their
decisions and judgments as regards learning needs and appropriate programme
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design. Teachers need to develop the ability to diagnose students’ needs and
capacities. It is all too often the case that many teachers are working with
outmoded theories of education, learning and human development: they have to
face the challenge of theoretic and practical catch-up. There is an enormous
task of professional training and retraining to be done here to minimize the
time and energy needed for teachers already in the profession to adjust to the
changes in theories of knowledge and learning that are now characteristic
features of modern approaches to lifelong education and training. Teachers
themselves need to have knowledge and experience of learning in different
ways and according to the dictates of a range of learning styles and modes of
progress. Teachers will operate well as models of lifelong learning if they can
engage in co-operative learning among themselves.

As part of their professional development, however, teachers will need to be
brought to face another issue — that of changes in the power relationship
between students and teachers. The access that young people have to knowl-
edge and information reduces teachers’ control over knowledge. One aspect of
this relates to increases in the sophistication and technical literacy of students.
As a result young people are likely to demand that teachers alter their approach
to teaching and learning and make particular use of modern learning technol-
ogy. The problem here is that many teachers have not kept abreast of more
recent developments in technology; yet if they are to work well as guides and
facilitators of learning for their students, they will need a knowledge and
understanding of all the various sources of knowledge and pathways to learning
that lie open to them. Thus teachers must push themselves, or be pushed, to
keep up with technology: they have to become a part of a learning community,
in which there are many modes for the organization and advancement of
learning as well as of teaching.

Another aspect of this issue is the shift from passive learning to students
taking responsibility for their own learning. This involves the creation of an
active learning environment. It requires that teachers transfer some of their
control over the curriculum, teaching and learning to students. Often teachers’
‘expertise’ in a subject or discipline prevents students from getting a point of
purchase in their learning; teachers need to adapt to making students their
active partners in enquiry and cognitive advancement — their own, as well as
that of their students.

All this betokens a quantum change in the ways in which universities and
employing authorities educate teachers and prepare them for life and work in
the education service. Educators will need understanding of, competency in and
commitment to new ways of working, new knowledge and new teaching and
learning procedures. As part of the move towards a lifelong learning approach,
the teaching profession, and those institutions preparing people for entry into
it, must realize that they themselves will have to adjust to the new forms, modes
and sites in which professional expertise can be gained and mastery of pro-
fessional knowledge and skills achieved. The teaching profession and the
training institutions need to become just as multi-form, heterogenous and
flexible as the lifelong approach requires learners themselves to be. Motivating
and introducing such a change is going to call for a radical reappraisal of
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existing methods, structures and forms of induction. Some teacher training
institutions may find this quite agonizing even though they are already con-
vinced of its importance.

At the moment, however, the move towards lifelong learning, increased
interaction between the school and the community, and redefining the place to
learn relies heavily on the goodwill and volunteer efforts of a select number of
the teaching profession. Of course it has always been the case that able and
dedicated teachers see their role and teaching responsibilities extending out-
side the school, and many are working hard at these responsibilities already.
Yet, though their teaching remit does increasingly extend beyond the walls of
the classroom and the school, actually taking learning outside is not done by all
teachers. It will take a considerable change in professional attitudes and
training for educators to appreciate that there is a need for far more outward-
looking and broader approaches, employing the new learning strategies and
technologies and beginning to move more deliberately into the changed and
extended roles now required.

To draw upon the opportunities provided by work-place learning, by the
arts and culture, sport and religion, and all the other activities in which the
community has opportunities to learn new things, tomorrow’s teachers will
need to know what schemes, facilities and resources exist within the commu-
nity and to integrate them into the curriculum at the appropriate time. This
means not only an expanded range of relationships that encourages teachers to
work with parents and many other individuals and groups in the community: it
means an altered approach to the terms and conditions of teachers’ service in
education. For example, the division of labour and demarcation problems that
are often involved when students undertake work-experience are issues for
which teachers must be prepared and which they must be shown how to tackle,
for the benefit of their students and the business or union involved. This is one
example of an opportunity for government, unions, employers, parents and
representatives of the wider community to come together with teachers to
prepare and carry through effective and stimulating schemes of work-
experience for the benefit of their students and the community generally.

In the light of the foregoing we offer the following conclusions and recom-
mendations regarding the role that teachers can play in leading the learning
community and offering lifelong education opportunities for all:

1 Attitudes to learning established at school affect the future of both the
individual child and society as a whole. In the teacher the child discovers the
first adult whose life is dedicated to teaching and learning

e This first contact can have a profound influence on the child’s
approach to lifelong learning. If the teacher plays the active role of
imparter of knowledge and the child plays the passive role of receiver
of knowledge then the basis of lifelong learning is gradually eroded.
If, on the other hand, the teacher encourages a spirit of inquiry,
critical thinking and reflection on the implications of actions and
ideas, then the child is equipped with the means of pursuing learning.
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From the earliest stages, therefore, teachers must encourage children
to become active participants in their own learning; the child must be
given the skills to do this successfully. Positive attitudes to learning
need to become part of the child’s being.

e It is in the early stages of development that children learn the
essentials of literacy and numeracy - reading, writing and arithmetic.
The massive growth in and access to various technologies has not
reduced the need for these skills. On the contrary, their effect is to
increase the need as people access the Internet and communicate
with others around the world. The quality of our thoughts is governed
by our facility with language and citizens with impoverished
language skills will have less to contribute to the social well-being
and economic growth of their countries. The child’s acquisition of a
foundation of knowledge and skills is a primary responsibility of the
teacher.

e During their years of schooling children need to gain other essential
skills: keyboarding skills to ensure they can exploit the opportunities
made possible by the computer; media skills; arts and crafts skills;
physical skills in games, gymnastics and swimming; the list goes on.
Just as important as acquiring the skills is the development of an
awareness of wider issues relating to each of the skills. For example,
many secondary schools have driver education programmes. These
programmes can be concerned only with the mechanics of driving and
rules of traffic safety or they can become a vehicle for helping
students to consider the role of the car in today’s world, its effects on
people’s lives, its environmental effects, and its influence in shaping
our homes, cities and transportation systems. As teachers encourage
critical reflection on taken-for-granted aspects of everyday life and as
they help the students discover creative and constructive ways of
responding, they are ensuring that students achieve a sense of control
over the future.

e Awareness of the importance of respecting and conserving the
environment has led young students in some school settings to plant
trees; to take part in programmes which monitor water pollution then
help in the reclamation of the waterways; and to engage in creative
efforts to recycle waste materials. Some of these programmes, such as
Water Watch, are worldwide as students communicate with and
encourage each other by sharing the results of their efforts on the
Web. When learning, in this way of critical exploration and active
response, students often begin to engage in a co-operative mode of
learning. They learn to work together, to explore ideas and to
implement solutions together.

e One of the dangers of the new technology is that it can create an even
greater sense of isolation and anomie for some students. Correctly
used technology can develop learning clusters of critically aware
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students able to work together to generate ideas and put them into
practice. The intelligent use of modern learning technologies is one of
the challenges facing teachers as they prepare young people for
lifelong learning.

It is vitally important that teachers model the kind of behaviour they
wish to see in their students. Students need to see teachers who have
a wide range of interests both inside and outside the school. Teachers
need to reveal themselves as people who obviously enjoy exploring
ideas with the students and are not threatened when students
challenge an idea or statement; as people who phrase questions to
encourage critical inquiry rather than rote responses; who welcome
others into the classroom and take the class out to other learning
environments; who are themselves still happily engaged in learning
activities; who play an active role in establishing community contacts,
welcoming parents, finding resources; and who take part in the
decision-making processes in the school. Teachers also need to display
an appreciation for the arts and demonstrate by their behaviour that
they respond to the cultural and spiritual dimension in their lives.

2 Teachers play a number of other roles within the school that have an effect
on the students even though these roles are performed outside the
classroom. These too will have an influence on the attitudes to learning
developed by the students
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e As the world changes, and as more and more is being demanded of

schools, it is important that teachers be actively involved in
curriculum development. This should not merely be seen as deciding
what new activities should be added on but rather it should engage
teachers in a careful appraisal of how their current curriculum meets
the needs of students, what should be jettisoned, what should be
added and how the curriculum should be translated into practice.
Students too could have useful input into this exercise and would
benefit from working co-operatively with teachers and other students
on this task.

There are other decision-making fora in the school where teachers
can play an active role by membership of committees, contributing
ideas at staff meetings, initiating discussions, and so on, This not
only benefits the school by the improved quality of the decisions but it
also provides the students with a working example of democracy in
action. Teachers who are confident of their own skills in decision-
making are also more likely to involve students in decision-making
processes, thus helping them learn in practice the rights and
responsibilities of citizens.

Teachers can also demonstrate their initiative and negotiation skills
as they work out ways of sharing the resources within the school.
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Students can also be encouraged to engage in lateral thinking and
seek out new and original ways of resourcing projects.

3 Teachers can take co-operative learning outside the confines of the school
into the community

e In ancient times, it is claimed, the Greeks believed that men had a
certain number of teeth and women a different number. Nobody, so
the story went, bothered to look in people’s mouths and count the
number of teeth. Too often, in the past, schooling separated the
theory from reality. Lessons on local government, for example,
remained in the abstract, taken from books. Instead, as some
teachers have discovered, if children are taken on a visit to the local
council chambers and see a council in action they can begin to
understand how local government works in practice. Some councils
also encourage the establishment of junior councils that discuss real
local issues. In ways like this the students can move out into the
community with confidence.

e When teachers arrange for students’ work to be on display in the local
shopping mall, help their students involve older people in a local
history project, or offer their technology or media skills for use by
community groups, then the community can see what the students
have accomplished, gain some understanding of what is happening in
schools and benefit from the interchange.

¢ This interaction between school and community has the potential to
reach quite high levels of sophistication. Val Wilkinson, a teacher at
Bendigo Senior Secondary College in Australia, has conceived an
innovative plan for breaking down the compartmentalized
examination system in the final two years of schooling; team building
within the college; building links with business, the community and
other schools; providing an ongoing source of revenue; and providing
meaningful, ongoing learning while addressing a real need. She has
called the scheme ‘Bendigo — Tourism 2001’ involving the
development of a state-of-the-art, interactive hypermedia tourist
database on the Bendigo district. The students do all the research,
writing, photography, audio-taping, editing of material, packaging,
consulting and marketing of material. In time it is expected that the
students will produce CD-ROM laser discs, point of information
terminals for international airports, and an information bulletin to go
round the world on the Internet. Such a project involves a variety of
skills from a range of subject areas, it has a real outcome, and it
requires patience, dedication and organizing skills. Inevitably the
barriers that separate the school from its community are overcome by
activities such as this.
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4 For lifelong learning to become a reality the concept and practice must be
adopted by society. Teachers, therefore, need to play an active and visible
role in the educational debate promoting lifelong learning for all

e Adults in the community are concerned about the education of their
children and often make assumptions that schooling has not changed
since they were at school or, alternatively, that the changes that have
occurred are not in the best interests of the children. Leading
community figures and organizations offer educational comment and
solutions often without any real understanding of the implications of
what they are suggesting. Teachers need to enter into these
discussions — preferably in a constructive and not in a reactive or a
defensive way. They need to develop their ability to communicate
with the community so they make clear what they are attempting to
achieve and how they are going about it. They also need to stress that
helping young people develop their own learning skills is complex,
may involve some risk and takes time but the end result for the
individual and community will be worthwhile.

A Note of Caution

This may all sound very idealistic and it would be wrong not to consider the
difficulties teachers are likely to face as they move towards an even greater
involvement in lifelong learning. What is being proposed by the current focus on
lifelong learning is a change in teachers’ relationships with their students, their
peers and their communities, as well as a change in their work patterns and
practices. This can be very threatening for people who may feel that there has
already been too much change in too short a time. It is therefore important that
teachers be given every opportunity to understand the reasons for the change,
control the rate of change, and are given, through professional development,
strategies for managing change. Lifelong learning will have much more hope of
success if this happens and if the teacher can be assisted in conceptualizing the
following aspects of their role in different ways:

o The teacher’s relationship to the child. Over time many have assumed
the ideal classroom atmosphere to be one where a cohort of same-age
children sat in separated ranks and quietly proceeded with work
provided by the teacher. Of course, this assumption has been
gradually eroded as schools experiment with multi-age and multi-
level classes, seating at round tables, conversation corners, and so on.
But considerable change must be brought about in the interests of
lifelong learning. It is also true that the teacher—child relationship
has been a custodial one. The child is in the teacher’s care in the
organization of the classroom and patterns of class interaction. In this
situation the teacher is the person in control. Clearly it will be
necessary for many teachers to learn new attitudes to enable changes
in relationships to students engaged in the learning endeavour.
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o Teachers’ expanding roles in the school and their relationships with
their colleagues. The teacher’s role is complex, time-consuming and
often exhausting so teachers will need to be convinced that time spent
on committees, on decision-making activities and in-service
programmes designed to further the implementation of lifelong
learning will benefit the students and not have an adverse effect on
their current work. It should be the teachers who decide priorities.
Excessive time spent on trivial decisions will be counter-productive
and discourage participation and professional growth in areas
pertaining to the implementation of lifelong learning.

o Relationships with the community. Building up community
relationships can also be time-consuming so it is important to target a
few productive activities and networks early in the process. The
enthusiasm thus generated will then help build bridges to ongoing
exchanges. In the initial stages both sides could feel threatened as
they engage in new and different activities. Resource centres could
help generate ideas and publicize successful programmes. Some
‘lighthouse’ schools could also assume responsibility for the ‘diffusion
of ideas’ as part of their mission.

o Working conditions of teachers. As the community members begin to
see schools as learning centres for all the community, they will begin
to seek greater access to school facilities and resources and this will
inevitably lead to changes in teachers’ working evironment. Flexible
working hours, weekend and evening work, and flexible class sizes
will substantially alter the working life of the teacher. Teachers will
need extensive retraining to ensure that they are equipped to meet
these challenges.

e Changes in the teaching career structure. The changing nature of the
school will demand the creation of new roles and the abolition of
others. Teaching aides may be used to train students in technical
activities thus freeing teachers to play the more challenging role of
helping students develop higher-order skills such as: understanding
issues; thinking laterally, critically and reflectively; clarifying values;
and creating new learning experiences. Teachers who have fought to
improve their conditions and to ensure that only registered teachers
can teach in schools may find these ideas difficult or impossible to
accept.

Change is inevitable and it is always less threatening when those affected
have the opportunity to manage it. Some teachers have already started down
the road to lifelong learning and are reaping the rewards as they:

e encourage self-directed learning in their students;

e work closely with their peers to develop schools as co-operative
learning centres;
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e are open to a two-way exchange with parents and members of the
local community; and

e demand and engage in professional development activities tailored to
meet their particular needs.

As others take up the challenge, the realization of lifelong learning for all will
move closer to reality and teachers will find their future exciting and rewarding
as their roles expand to meet the new demands.

CONCLUSION

There is a major difficulty for those committed to the promotion of policies
designed to increase lifelong learning opportunities for all. It comes from the
realization that a period of some ten to fifteen years might need to elapse before
there can be a change in social attitudes and a broad-scale acceptance of the
idea of lifelong learning for all. And, in order to make sure that a range of
lifelong learning strategies is in place and at work, a policy perspective extend-
ing to 30 or 40 years might be required.

Yet, if countries are to start on the path to the economic success, social
inclusiveness, democratic participation and personal growth, there are certain
steps that must be taken. To begin with, all members of the community will
need to be made aware of the reasons why the achievement of such goals is a
matter of vital importance, locally, regionally and globally. In this there is a
need for advocacy as well as education: lifelong learning requires an attitudinal
and cultural change on the part of governments, policy-makers, providers of
education, learners and the entire community.

It will be crucial to the success of the enterprise to demonstrate the benefits
of lifelong learning to all parties. In the face of this undertaking there may be
some initial reluctance or difficulty; yet the more that people experience the
growth and excitement of learning, the more chance there will be for the
emergence of the political will and societal commitment to invest in lifelong
learning, on the part of both the community and the individual learner.

Policy-makers, professional educators, members of the community and the
media need to act in concert to articulate the benefits of lifelong learning: these
agencies provide a powerful mechanism for spreading the message: they have
the means to make the concept of lifelong learning a reality in people’s lives.

In articulating policies on these matters and in putting them into effect,
governments are in a position to allocate large amounts of money and thereby
encourage the development of an awareness and an understanding in the
community as to what it is important to foster. This can drive the engine of
policy implementation and the extension of community action.

There is much more to the success of lifelong learning initiatives than
government intervention, of course. Local communities need to be actively
involved. This entails a number of moves. The first is that our society as a whole
must value learning, support those who continue to learn and make the value of
learning part of their country’s culture. Then there is the question of providing
an adequate level of resources — always a problem. This problem can be tackled
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in the community by affirming and promoting the notion that education serves
the community in ways that extend far beyond the economic concerns of society:
the full potential and promise of lifelong learning will only be realized if there
are other moves in the community to give it value.

It is important too that consideration be given to making all kinds of
opportunities open for personal advancement through education; it will be
important for students and continuing learners that a multiplicity of pathways
are created for them and that they are given the capacity to project their plans
for further learning and development into the future. This will involve the
creation and articulation not only of a variety of pathways but also laying
emphasis upon a range of goals and objectives, not restricted to those relating to
further education and training, though these are highly important. Until now,
we have generally asked children ‘What would you like to be?, with the
expectation that the answer will normally fix on some occupation; in future it
will be equally important to ask young people what they want to be as human
beings, and as contributory members of society.

Lifelong learning entails a greater responsibility for growth and advance-
ment lying with the individual. With respect to future development, individuals
need to start seeing themselves differently, to see the need to manage their own
career, and to accept responsibility for learning across the life-span. Unless one
sees the value of learning for oneself, one fails to see its value for others.
Development of the notion of valuing learning has to come as much from people
themselves as a strong personal commitment, as from the wider community.

There are thus many difficulties to be worked through, many barriers to be
removed. For many people formal education institutions are threatening and
alien, closed communities with their own rules, regimented, impersonal, unwel-
coming. Changing such an image of a learning institution will be another in the
list of major priorities — and it will require huge investments of time, effort and
resources.

It is up to schools and other educating institutions to break down these
barriers to freedom of imagination and diversity of planning in people’s learn-
ing development; to act as part of an overall educational service in which
lifelong learning will be on offer to a large extent outside traditional educational
institutions. Schools will have to draw parents into their campaign to include
all the people in their community. In this way they will be able to help people
realize that in these times educational opportunity lies open everywhere and
anywhere.

In sum, people need to be educated more widely and to come to understand
that all experience can generate lessons for learning; successful learning and
growth does not merely come about as a result of directed work with pen and
paper. There are all kinds of experiences open to us in nature and society that
help us to grow: these things are changing all the time as well, and we grow in
consequence. Cicero put it well: “Tempora semper mutantur, et nos cum tempor-
ibus’ (‘The times are always changing, and we ourselves with the times’).
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Appendix 1

Organizations and Departments
from Which People Were
Interviewed

During the course of this study, tape-recorded interviews were conducted with
a range of school-based personnel and people from the following organiza-
tions:

Adult Community and Further Education Board

Adult Education Association of Victoria

Anglican Marriage Guidance Council

Arts Access Society

Arts Victoria

Association of Heads of Independent Schools of Australia
Association of Neighbourhood Houses and Learning Centres
Australia-China Chamber of Commerce

Australian Capital Territory Department of Education and Training
Australian Centre for Retail Studies

Australian Chamber of Commerce and Industry

Australian Chamber of Manufacturers

Australian Conservation Council

Australian Education Union

Australian Greek Welfare Society

Australian Institute of Family Studies

Australian Institute of Management

Australian National Training Authority Research Advisory Council
Australian Parents Council Incorporated

Australian Teachers of Media

Business Education Round Table

Catholic Education Commission of New South Wales

Catholic Education Office of Victoria

Commonwealth Department of Employment, Education and Training
Council for Christian Education in Schools

Council of Adult Education

Crafts Council of Victoria

Directorate of School Education, Victoria

Employment and Skills Formation Council

Federation of Parents and Citizens Association of New South Wales
Federation of School Community Organisation of New South Wales
Footscray Community Arts Centre

Hawthorn Community Education Project

Higher Education Council
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Islamic Society of Victoria

Jewish Cultural Centre

Local Government Industry and Training Board
Monash University

Museums Australia

National Board of Employment, Education and Training
National Industry Education Forum

New South Wales Primary Principals Association

Office of Training and Further Education, Victoria
Policy and Projects, Directorate of School Education, Victoria
Research and Planning, Directorate of School Education, Victoria
Retail Traders Association of Victoria

Rotary Youth Training Extension

Salvation Army

SBS TV and Radio

Small Business Victoria

The New South Wales Parents Council Incorporated
University of the Third Age, City of Melbourne
University of the Third Age Network

Victoria Council of School Organisations

Victorian Aboriginal Education Association

Victorian Adult Literacy and Basic Education Council
Victorian Association of Directors of TAFE Colleges
Vietnamese Community in Australia

Women’s Domestic Violence Qutreach
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Questions Asked in Interviews

1 How can the targets of high quality education and training for all be realized
through a policy of ‘lifelong learning’ that is designed to promote both social and
economic goals?

2 How might lifelong learning promote social inclusion and sustain and
develop democracy, as well as economic growth?

3 What are the barriers to lifelong learning? What is the value of a lifelong
learning approach in relation to the perceived weaknesses in current educa-
tional provision and practice?

4 What is the readiness of current education and training provision to meet
the challenges posed by competitive and global knowledge economies and the
need for social inclusion and democratic participation? What changes need to be
made, if any, to achieve these goals?

5 How can schools create an environment conducive to a lifelong learning
approach?

6 What are the elements of a high quality foundation of essential knowledge
and skills, that all young people should acquire and all members of society
should possess, as a basis for lifelong learning? How should students acquire
such a foundation; what should be the content of the curriculum for it; and
should the same foundation be common to all institutions? If not, what should
be the different contents of different curricula, and for what reasons?

7 How can trade-offs between excellence and exclusion and consolidation and
expansion be better balanced and which skills and knowledge acquired at one
stage or in one setting provide the best basis for learning at other stages and in
other settings?

8 Isthere a need for a complete overhaul of current curricula and methods of
teaching and learning in school to bring about a realization of lifelong learning
for all? If so, in what directions should changes seek to take curricula and
pedagogy in the future?

9 What are the implications of lifelong learning for the teaching profession?
What incentives might be needed to change attitudes and upgrade knowledge
and competencies?

10 What are the implications of new epistemologies, new approaches to
learning and styles of student progress, and new technologies of learning for the
content, style, structure and organization of learning in schools and for the
nature of schools as learning organizations and educating institutions?
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11 How can existing goals of education contribute to the development of
educational provision in schools, which fosters lifelong learning for all?

12 How should education standards be set, monitored and evaluated, in a
coherent approach to lifelong learning for all?

13 What are the problems and challenges which governments face in devising
effective policies and managerial strategies that steer development into lifelong
learning for all? What balance between central regulation and local decision-
making by autonomous establishments and among actors and across functions
best promotes the development of effective and efficient provision of schooling
which fosters lifelong learning for all?

14 How are the interests of stakeholders outside the formal education system
to be taken into account by government authorities in their consideration of
lifelong learning? What weighting should be given to such considerations and
for what reasons?

15 What new frameworks, regulations, mechanisms and procedures must
governments develop in response to the new pattern of relationships associated
with the provision of programmes aimed at promoting lifelong learning for
all?

16 How do various constituencies outside the formal education system and
institutions of government see themselves as contributing to the goal of lifelong
learning for all?

17 As parents and other stakeholders assume greater responsibility in the
provision of education, is there a possibility that the scale and quality of
educational provision will be widened or narrowed? Does this represent a
danger or an opportunity?

18 How might principals and teachers deal with and overcome any fear that
they as professionals experience of being overwhelmed or overrun by the
increased numbers, powers and demands of the various new partners with
whom they are required to work in the educational enterprise?

19 How might a sense of community and consensus be formed, fostered and
utilized, at the level of the local school site, in a context of greater heterogeneity,
diverse and sometimes competing pressures on schools, and an increased
emphasis on greater school autonomy, that also enhances the cohesion of the
local community as a self-conscious learning organization?

20 How might all members and sectors (public and private) of society be
encouraged to accept and fully exploit their changed and expanded roles and
responsibilities in the provision and enhancement of programmes, opportun-
ities and occasions for lifelong learning for all?

21 How might acceptance of the notion and value of the learning community
as a fundamental precondition for lifelong learning for all be developed?

22 As schools themselves will need to become learning organizations, how will
schools better integrate work and learning to inspire all their people to seek
quality, excellence and continuous improvement in both?
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23 Will the conventional concept of schools as physical locations, operating
within fairly strict parameters of teaching time, space and student grouping,
exist in the next century? If not, by what kinds of institutions, organizations,
structures or educational processes will schools have been replaced?

24 What are the various perils and pitfalls in the changing relationship
between parents and professional educators in the provision of lifelong learn-
ing? What specific strategies might be put forward for mediating and managing
difficulties?

25 What are the ways in which parents and families can strengthen and
enhance the effectiveness of the contributions they can make to quality school-
ing and lifelong learning?

26 How might school relations with business, industry, commerce and trades
unions foster lifelong learning? What lessons can we draw from our experience
of past dysfunctions in such relationships? What successful practices can be
highlighted to delineate and draw attention to those features of such relation-
ships that make them work well? Can recommendations for joint endeavours be
put forward, where positive collaboration and effective working can function as
rich sources for the development of the learning community?

27 What are the ways in which schools can form part of and contribute to the
cultural and artistic life, institutions and activities of the community? What are
the ways in which those institutions and activities can contribute to and join
together with educating agencies to enhance the range and type of opportun-
ities, possibilities and programmes necessary for the development of lifelong
learning for all?

28 How can schools provide insight into and reflect the ethnic diversity of our
modern multicultural society, in ways that will increase racial and religious
tolerance, improve social harmony, and enhance opportunities for lifelong
learning for all a community’s members?

29 What might be the relationships between school and other agencies and
providers of technologies of learning and communication in the question of
providing programmes and opportunities for lifelong learning for all?

30 How might schools draw upon the advice and assistance of a range of
cultural institutions and resources in order to make a contribution to the
beautification and quality of the community and its environment?
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