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For ewor d

The philosophy of learning throughout life is anything but modern. Ancient
societies all over the world have emphasized the need to learn from the cradle
to the grave. Today in the 215t century, we find ourselves anew amidst the loud
voices proclaiming the importance of lifelong learning. What is clear is that the
context of lifelong learning has changed and the utopian and generous vision
hitherto characterizing lifelong learning has now become a necessary guiding
and organizing principle of education reforms. It is recognized today as an
indispensable tool to enable education to face its multiple current and emerging
challenges.

As information and communication technologies (ICTs) permeate
our societies and communities, the role of the individual learner is highlighted.
Globalization has produced outcomes and processes which make the learning
of new skills and competencies of paramount importance. Today it is no longer
enough to have the same living and working skills one had five years ago.
Learning to learn, problem solving, critical understanding and anticipatory
learning - these are only a few of the core skills and competencies needed for
all, at a time when 60% of trades and jobs to be performed in the next two
decades or so are not yet known. In many communities, the growing number
of migrants means that residents have to discover new ways of relating to
people from other cultures. The clamour for active citizenship likewise implies
that individuals should realize their capacity for active participation in the shaping
of democratic societies. And in all of the above, the environment in which
learning takes place is decisive for all learners, women and men, young and
old.

As the debate on lifelong learning resonates throughout the world, it is
clear that there needs to be more discussion on how this concept will be put into
practice. The rhetoric on lifelong learning has to be matched with evidence of



how it works and how it will contribute to creating more humane societies. This
booklet, Revisiting Lifelong Learning for the 21% Century is UIE=s contribution
to this discussion.

The Fifth International Conference on Adult Education (CONFINTEA
V)in 1997 and the Dakar World Education Forum (WEF) in 2000 were two of
the most recent conferences co-organized by UNESCO where the importance
of lifelong learning was affirmed. We hope that this booklet will be used widely to
push forward the CONFINTEA V and WEF agenda within the lifelong learning
framework. It is our confident expectation that the growing demand for learning
and the new paradigm shift encapsulated in CONFINTEA V will filter down to
education systems of many kinds worldwide, thus affirming the triumph of
learning as an essential tool, a right and a joy.

Adama Ouane
Director, UNESCO Institute for Education



We propose lifelong education as the master
concept for educational policies in the years to
come for both developed and developing
countries

- Faure Report, 1972

A key to the twenty-first century, learning
throughout life will be essential, for adapting to
the evolving requirements of the labour market
and for better mastery of the changing time-
frames and rhythms of individual existence.
- Delors Report, 1996



Revisiting Lifelong Learning
for the 21st Century

Carolyn Medel-Afionuevo, Toshio Ohsako
and Werner Mauch

While lifelong leaming has increasingly been cited as one of the
key principles in the educational and development fields, there isno
shared understanding of its usage at the gldbal level. The diversity of
discourses on this conogpt has been shaped by historiical and geographi-
cal factors, and at certain historical moments, ore interpretation gains
hegemony.

In the begimiing of the 21st century, we find curselves in the midst
of the loud woices of the European Union (BUJ) and i1ts member states,
the Organization of Economic Cooperation and Development (OECD)
and even the World Bank as they advocate the need to leam through-
out life. Given their ideolagical, political and econanic dominance vis-
a-vis the rest of the world, It is not surprising that they are gaining
adherents in other regions of the world. Many Asian countries, for
example, have folloned this line of thinking and have developed mod-
em policy discourses on lifelong leaming, transforming in the process
their oan traditional phillosophiies (e.g., Corfucianism, Buddhiam) whiich
have for centuries promoted continuous leaming. The predominarttly
econanic interpretation of lifelog leaming in the last ten years, hov-
ever, has become problematic for many educators and practitioners
who have come forward with such terms as “Lifelong (Eaming” and
“Leaming to Eam” as their succinct criticism of the way the term is
being promoted.

In fact, this present situation is a continuation of the CED lifelag
leamiing discourse made public in its report, Recurrent Education: A
Strategy for Lifelong Leaming (1973), which refraned the lifelog leam-
ing discussion in largely economistic and employability terms. Celpi
(1980) points aut that “in the industrialized countries, at the time of
the economic boom of the 1960°s, the ideology of “lifelong
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education—gereral education” reflected in effect the necessity for the
rapid training of workers at average ad higher lewels in the vocational

In the past though amore holistic interpretation of lifelog leam-
ing had been promoted. For example, the Faure Report: Leaming to Be
(1972), which sought to institutional ize the conoept of lifelong educa—
tion, advocated for the right and necessirty of each individual to leam
for his/her social, econamic, political and cultural developrent. Whille
acknowledging the existence of lifelong education practices in diverse
cultures all over the worlld, the report emphasiized that lifelong educa-
tion needs 1o be enshrriined as the basiic conogpt in educational policies.
In this report, sore key ideas on lifelong education were forwarded:

Every individual must be in a position to keep learning
throughout his life. The idea of lifelong education is the keystone
of the leaming society. The lifelong conoept covers all aspects of
education, enbracing everything in it, with the whole being more
than the sum of its parts. There is no such thing as a separate
“permanent” part of education which is not lifelong. In other
words, lifelong education is not an educational system but the
principle inwhich the over-all organization of a system is founded,
and which accordingly underlies the development of each of its
component parts (pp-181-82).

In response to the call for clarification and gperationalization of
this master concept, the Coverning Board of the UNESQO Institute for
Education (UIE) approved in 1972 the thrust of the Institute on re-
search on lifelong education. This resulted in several publications, fram
the so—called classic of lifelong education, Foundations of Lifel ong Edu-
cation by R.H. Dave (1976) to a series on studies in lifelong education.

Lifelong education covers “formal, non-formal and informal pat-
tems of leamiing throughout the life gycle of an individual for the con-
scious and corttiinuous enhancement of the quality of life, his o and
that of society” (Dave, 1976). While all these kinds of learning were
taking place even before Faure, et al wote their report, twas an at-
tenpt to introduce lifelong education “as a norm for educational prac-



tice at national level and for the whole range of age groups and educa—
tional services” (Carelli inDave, p.- 10). This meant a perspective that
treats education in its totality as it encompassed ad unified alll stages
and forms of education. As the precursor of lifelong leaming, lifelog
education was conceived as a holistic and integrated strategy that wes
directed tonard the “fulfil Iment of adgptive and creative functions of
the individuals leading 1o the continuous inprovement of the quality
of personal ad collective life” (VIE, 1976).

Kirpal (Cave, 1976) identifies the three main directions of dhange
and enphiasis of lifelong education as expansion, innovation and inte-
gration. epansi on refers to the fact that lifelong education encom-
passes the learning process in time, both in the range and content of
learning and in the nultiplication of leaming situations, and in so do-
ing creates new motivations and offers all kinds of opportunities. | mo-
vation refers 1o the creation of altermative structures and pattems of
leamiing in response to nultiple and diverse leaming opportunities.
Finally, integati on facilitates the process of expansion and the into-
duction of innovation through adequate organization and meaningful
linegss.

Bven at that early stage of its conceptual development and subse-
quentt geerationalization, itwes recognized that “it is often difficulit to
conceptualize lifelong education in its entirety on account of its con-
prehensiveness and nultiple modal ities”Cave, 1976, p.-3b5). As a result,
researchers have focused on different aspects depending on their in-
terests and background.

Twenty-eight years after the Faure Report, lifelong education has
been replaced by lifelong leaming. In 1996, UNESCO”s Dellors Report
acknowledged the need 1o “rethink and update the concept of lifelong
education so as to reconci le three foroes: carpetition, which provides
incentives; co-operation which gives strength; and solidarity, which
unites” (p- 18). It further comtended that:

There is a need to rethink and broaden the notiion of lifelong
education. Not only must it adapt to changes in the nature of
work, but it must also constitute a continuous process of forming
wholle beings—their knowledge and aptitudes, as well as the criti-



cal faculty and ability to act. It should enable people 1o develop
awareness of themselves and their environment and encourage
them to play their social role and work in the comunity (p- 21).

It is in this context that the Comission discussed the need to
advance tonards a ““leaming society”’. The truth is that every aspect of
life, at both the individual and the soeial level, offers goportunities for
both learmiing and doing (p. 21).

A preliminary examination of documents and publications, how-
ever, shoas that the shift fraom lifelong education to lifelong leaming
was not onlly semantic but also substantive. Lifelong education in the
early severties was associated with the more comprehensive and inte-
grated goal of developing more humane individuals and communities
in the face of rapid social change. On the other hand, the more domi-
nant interpretation of lifelong leaming in the nineties was linked to
retraining ad leaming new skills that woulld engblle individuals to oope
with the demands of the rapidly changing workplace (Matheson and
Matheson, 1996; Bagnall, 2000).

It also seens that lifelong leamiing as it is presently pranoted hes
become more individual-oriented whereas lifelong education often
referred back to the comunity. The emphasis of lifelong leaming on
the learmer could also be interpreted as assigning more agency to indi-
viduals in cotrast to lifelong education’s thrust on structures and In-
stitutions. The crisis within welfare states brought about by massive
unemployment has been pointed to as the main reason for the
resucitation and subsequent transformation of the concept of lifelong
leamiing (Griffin,1999). By promoting individual agency in determin-
ing the leaming agenda, the welfare state tries to abdicate its respon-
sibility to provide economic goportunities.

As the term lifelong leaming contiinues to gain wide acoeptance, It
is crucial to study how this term hes evolved historically. As many edu-
cators and writers have poirted out, leaming throughout life is not a
modemn idea. African, Asian and Arabic cultures have all emphasized
vertical articulation, or the need for people to leam cortiinuously from
chilldhood to adulithood, as individuals and sociieties change. Present
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discourses on lifelong leaming have expanded its coverage to include
horizontal integration, recognizing that there are nore then just schools
that deal with education. By highlighting economic concems, how-
ever, the dominart discourse on lifelong leaming offers a fragrented
and narrow appreciation of women and men”s roles in societies. In
Europe, where there were record numbers of unemployed in the nine-
ties, lifelong leaming wes reintroduced to mean mere retraining.

More recertly, this vocational oriertation hes slovly been balanced
by the introduction of citizenship education. Ranson (1998) writes of
the importance of a society where the processes of leamiing are tied to
active participation in the comunity ad inwealth creation. It is leam-
ing for life through active participation in social life itself throughout
the lifetime of the learmer. The challenge facing policy makers, educa-
tors and practitioners is to reconstruct lifelong leeaming toallow it to
encampess political, social and acultural aspects.

Lifelong education, as it was conceived almost thirty years ago,
could certainly offer many valuable clues, among them the need to re-
examine the early foundations for leaming, the transitional processes
and pattways from one level and type of education to another (e.g-,
fran basic to tertiary/higher education, fran school to work, from for-
mal to non-formal), and the roles and responsibillities of all partrers.

But perhaps a more basic question to ask is: What kind of life and
world are we learmming for?

Learning for What Kind of Life and World?

Life can only be understood backwards. In the meantine, it has to be
lived forwards.

— Sgren Kierkegaard

To say that people leam throughout life is to state the dovious. e
leam every day and we do it more or less intensively. Sometimes we do
it deliberately, sometimes leaming processes are unintended; very of-



ten they are unawoidable. To live a life without continuous leaming is
unthinkable. Bven the organization of our daily routines involves con-
stant leaming. In fact we learm much more and more often than we
know. Less obvious is the supposition that lifelong leaming could be
promoted or somehow organized, a thesis which is often put forward
inplicitly in praise of lifelong leaming as a promising conoept for edu-
catioal politics ad policies.

Strangely enough, it seems as if an intense and creative debate
among educators and promoters of lifelong leaming about concepts
of life itself has not found a vital ly interested audience so far, nor a
relevant floor or forun, especially not in an intermational setting or
from a global perspective. Without any pretension to answering the
question “What is 1ife?’ comprehensively, sare preliminary and provi-
sional thoughts on this topic might be useful nevertheless.

Bveryore hes to live a life. But notions of how to live it inan “gp-
propriate’ way are certainly subject to socially constructed percep-
tions, traditions and conventions. Here the values that underpin
definitions of success and failure in life come in. Models of a “good
Iife” might exist in all societies. Unfortunately (or fortunately) such
models, often supported by traditions and religion, tend to erode in
the face of modemiization. Conterporary societies offer less seaurity
and more exposure to different dangers for individuals than in the
past, as Ulrich Beck points out InR sk Si ety (1994) . Such uncertainty,
on the other hand, creates spaces for change in the way that the good
or successful life is defined. Today, biographies of individuals are less
predetermined and are thus more open to change than ever before.
Modem ““patchwork biographies” are the result of such openness. At
the same time, the indeterminate character of life assigns burden on
the individual 1o make decisions about what to do and how to live.

Lifelong leaming is closely tied to the challenge of openess and
change the modem individual nust face in his/her lifetime.

Lifelong learming encarpasses both continuity (stability) and dis-
continuity (change) in learmed capecitiies over tine as a result of inter—

actions with the man-made enviroment—culture. Leaming experiences
at different stages of life are interconmnected and early life leaming
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have inplications for later life leaming. Leaming experiences and wis-
dom acquired in later life also have implications for younger genera—
tions to follow. To understand human leaming, it is necessary to look
into the leamer’s past experiences, his/her self-image, the attitudes
and vallues that dominatte his/her society, and his/her presant life situe-
tion. Inthis sense, the multi-disciplinary science of lifespan develop-
ment may be considered as an important partner discipline for the
field of lifelag leaming.

Below are Five hypotheses on the connection between life and
leamig.
1) Lifelong I earning and universal i ty. Despite cultural differences it
seams abvious that human beings alll over the worldd live a life inwhich
and for which learming represents a meaningful if not indispensable
activity. The target group for educationalists woulld be the entirety of
humanity. This creates an enormous space where content and peda-
gogy can be developed, discussed and promoted.

2) Lifelong | earning-a “safe label ”. 1t is difficult to find arguments
against lifelong leaming. Those who are not yet convinced about its
relevance and inportance could be considered ignorant since they still
think that leaming is merely a kind of preparatory activity for “¢young)
people-in-the-meking” . On the contrary, life is sonething that can and
should be desiigned appropriately. Lifelong Learming willl help to opti-
mize your life!

3) Lifel ong I earni ng—the panaceato all problems. Lifelong Learn-
ing can easily be offered as an gopropriate remedy for practically every
thinkable crisis people are faced with on both the macro and the micro
level, be it poverty (by helping improve economic conditions through
programmes that introduce saving and lending systems such as those
in Bangladesh), war (through peace education such as in Kosovo, Si-
erra Leone and Colombia) or sickness (through health education rang-
ing fran safe water provision to safe sexual behaviour).

4) Lifeas aprobleminitsel f. Modemity is chracterized by increasing
complexity, on the one hand, and decreasing confidence in traditional
knovledge and values, on the other. Consequently, life courses are no



longer pre-formatted but are more open to promising but at the same
time problematic shifts. Risks lurk in abundance behind every cormer .
Leaming is needed 1o deal with risks effectively.

5) Lifelong learning and |ifel ong education. Learning is more pro-
cess-oriernted than product-oriernted. More leaming needs more time.
The total amount of time devoted to leaming over a lifespan, aswell as
the amount of time spent in leaming ectivities parallel to evernyoay life,
is incressing. Leamiing for life and leaming over the lifespan are thus
liberated firan a narrow uti litarian perspective.

Who is a Lifelong Learner?

The infant is equi pped with sensory capacities which enable himor her

to explore and | earn about his or her social and physical surroundings

@urkin, 1995, p.57).

Reasoni ng, problem solving and wi sdom which rely heavily on accunu-
| at ed expert know edge, renmin stable or nay actually increase into

advanced age (Baltes and Smith, 1990, p. 199, as cited in Bandura).

[I]nthe African villages people of the same ethnic group pass through
ritual s and becone ol der by receiving educati on, assum ng soci al rol es
associ ated with marri ages and procreation, and by going through a
variety of national or localizedrituals (Aguillar, 1998, p.17).

[Tl he adult with a capacity for true maturity i s one who has grown out
of chil dhood wi t hout | osing chil dhood's best traits. He has retained the
basi c enptional strengths of infancy, the stubborn autonony of

toddl erhood, the capacity for wonder and pl easure and pl ayful ness of
the pre-school years, and the idealismand passion of adol escence. He
has incorporated these into a new pattern of sinplicity dom nated by
adult stability, wisdom know edge, sensitivity to other people, responsi-

bility, strength and purposiveness (Stone and Church, 1973, p. 499).

A range of assunptions on the individual as learmer has evolved
through time. There is the notion that the more the learmer has ac-



quired information, the more he/she is aqualified learmer. There is the
portrayal of the learmer asuncritica inacquiring and acocepting knowl-
edge, converttional ideas and values. This is related to the authoritar-
ian approach, which looks at the leamer as apassiveagent being treated
as someone wi thout any choi ce N what and how to learn, and there-
fore, should be lectured, taught and disciplined. This attitude underes-
tinates the leamer’s self-cgpecity to leam ad to create. Finally, there
is alsofaaismin leaming, the belief that leaming takes place at the
mercy of our hereditary make-up and our past bad experiences and
hang-ups, and only wirthin the limits of our cultural boundaries.

In this section, we propose a different constel lation of daracteris-
tics of tte lifelay learrer.

The learner as an active and creative explorer

of the world

The learmer does not sinply respond mechanical ly to environmen-
tal stinuli/events. He/she IS anactive explorer andcreator . HisZher in-
teraction with the enviromrment is informed by his/her hypotheses,
peroeptions, aspirations, values, attitudes, cognitive styles, etc. The
learmer can also anticipate future developrents, test hypotheses and
create. Leaming is an interplay between the learmer and his/her leam-
ing enviroments. Very early in life nenbom babies can, for exanple,
pay selective attention to different enviromental stimuli (e.g-, mother
or objects). Even before the acquisition of language, very young in-
fants can already think and solve problems. For example, the newbom
soon leams that crying can become an instrumental means to receive
the mother”s help to release his/her from hunger or discomfort. These
scientific findings confirm that almost from birth the learmer is quite
intelligent and manifests the capacity and desire to actively explore
and make sense of his/her leamiing environments.

The learner as a reflexive agent

Leamiing faci litates a process which enables the leamer 1o refllect
on his/her life and enviroment. From the point of view of a provider



of leaming opportunities, leaming materials and events nust be orga-
nized so as to help the learmer leam how he/she leams. The learmer’s
reflexivity cannot be sufficiently guaranteed by extermal leaming re-
sources or teachers and mertors alone. Lifelong leaming needs to aim
at building this competency through the eyes of the leamer. Research
on long-term memories general ly suggest that meaningful memories,
inwhich the learmer understands its logic and associations, are retained
and retrieved better than short-term and rote memories.

Another vway 1o pronote learmer refllexivity is to encourage his/her
onn actiive engagement in problems. The learmer needs to self-ques-
tion and critically analyze leaming prooesses and results. Learmer com-
prehension and self-management of learmiing processes and results are
two important bases for the development of self-reflexivity.

The learner as a self-actualizing agent

Motivation isintrinsic when a person studies because it is enjoy-
able and important in itself. Motivation isextrinsic when leaming de-
pends on rewards extermal to the action itself. The learmer can be
motivated to satisfy primary needs (e.g.-, food, water, shelter) but once
these primary needs are fulfilled, he/she is notivated to fulfill second-
ary needs (e-g-, social approval, competence, literacy, etc.). Many hu-
men behaviours are notivaited intrinsical ly. Self-actualization (or fulfalling
oe’s potential as an individual), auriosity, and eloration are lifelog
drivers of human action.

The learner as an integrator of |earning

The dallenge for tre lifelong learmer is the so-called integration of
thinking, feeling and action. We know that information anallysis (cog-
nition) motivates us to act. In recent years, the notion of nulitiple intel-
ligences which encompasses “‘enotional’” intelligence is drawing more
and more atterttion. Goleman (1995) suggests that emotional intelli-
gence encampasses self-anareness and impullse control, persistence,
zeal and self-motivation, empathy, and social deftness. For exanple,
we know that exercise is essantial to fitness and health. But although
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many people acknowledge this, most of us cannot sustain regular ex-
ercise, perhaps because our cognirtive understanding of i1t is insuffi-
cient. We need to put our thought into action and feel the effects of
exercise directly on our bodies. It is therefore inportant to integrate
our thinking, feeling and action.

Another aspect of integration involves managing learming oppor—
tunities, taking advantace of all the different leaming settings, whether
in-school or out-of-school, formal or informal, and across awide range
of leaming cotent.

Given the above caracteristics of a lifelog learmer, the stakehold-
ers in the educational field face the followving chal lenges.

Lifelong learning as optimzing individual differences

in learning

These common patterns or rhythms shoul d not and cannot di sguise the
ot her central fact about |ifespan devel opment, nanmely that there are
i ndi vi dual differencein timng and pathways (Bee, 1998, p. 538).

Debate over how much our behaviour in general is shaped by
hereditary (nature) or envirommental (nurture) factors leads to the
conclusion that the two interact, with neither having primecy. The more
important question then is how our negative habits or behaviour can
be unlearmed or corrected through lifelong leaming.

Lifelong leaming helps the individual learmer to reduce the bur-
dens of hereditary “handicaps”. A bad-tempered child needs to leamn
and train himself/herself, over an extended periaod of time, to control
his/her temper and channel his/her energy into constructive profes-
sional and social activities. Lifelong leaming is a key to our dealing
with our past experiences and can diminish the effect of hereditary
factors that influence leaming negatively.

It is important for us to learm not to make hasty and negative
conclusions or judgements about so-called “pathological” behaviour
or disabilities. Pegple who exhibit such behavior or have some sort of
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dissbility should not be labelled “abnormal’, lacking in certain leam-
ing skills. Lifelong leaming should be inclusive, aiming at developing
uderstanding and sensitivity, so that the learmers can live together
wirth these disadvantaged people and attend to their needs, difficulties
and aspirations. At the sare time, one should consider that these dis-
aovantaged people have special abilities of their on.

Lifelong learning as a continuity of |earning experiences

We want to try to describe the kind of maturity that represents a

cul mi nation, rather than a downgrade, in which curiosity and the
capacity to | earn continue undi m ni shed and even grow | ong after the
body' s tissues have begun to fall (Stone and Church, 1973, p. 491).

The concept of contiinuity of leaming experiences is amgjor area
of human development research. Research findings in this area gener-
ally suggest that if you were an active learmer when you were young,
you will stay that way when you are older.

Although learmed behaviour and attitudes can change, these also
maintain continuity, e.g., the use of the nother tongue, dhoice of foad,
value systems, etc. e also try to choose environments that fit our
characteristics. We choose jabs that match our skillls and personality.
These facts indicate that our past leaming inflluences our present and
future leaming.

Yet disomtiruity of leaming safeguards our creativity and aur ability
1o adjust to our changing environment. Leaming provides opportuni-
ties to individuals to develop the capecity to integrate new experiences
and adapt to new situations. We seek to learm because leaming en-
ables us to change, sustain and improve our skills, knowledge and
attitudes across the lifespan. Change involves self—gronth, self-actual-
ization, the development of self-efficacy, skill develgament, knowledge
acouisition, and creativity development. And not onlly chilldren change
but adults denge asvell. Indeed, it is inpossible to inegire that adults
do not change over 30 to 40 years?
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Lifelong cul ture-Iearning

Cul ture shapes the way we see the world. It therefore has the capacity
to bring about the change of attitudes needed to ensure peace and
sust ai nabl e devel opment, which, we know, formthe only possi bl e way
forward for life on Planet Earth. (...) When we speak about cul ture, we
are | ooki ng at ways of living as individuals and ways of |iving together.
A‘living culture’ is one which—al nost by definition—nteracts with
others, inthat it involves people creating, blending, borrow ng and

rei nventing meani ngs with which they can identify. Frederico Mayor,
Preface, World Culture Report 1998, UNESCO

Lifelong leaming should place the individual’s leaming about his/
her omn culture and other cultures in the corttinuum of the individual”s
learmiing throughout the lifespan. To achieve this goal, conscious effort
by lifelong educators is needed to simultaneously understand the pro-
cess of leaming one”s oann culture and those processes involved in
learmiing about the diversity of other cultures, and to identify both in-
hibiting and facilitating factors. So-called home culture learming and
leaming cultural diversity camnot be treated as separate issues.

Although leamiing about diffferent cultures is not a new task, it hes
not been systematical ly organized. Management programmes in this
area are a rarity. Qulture needs 1o be learmed more consciously as part
of aur lifelong learming. Learming and teaching consciously one”s own
caulture carparatively with other cultures is a useful endeavor. \When a
person who is brought up in one culture confronts an urfamiliar cul-
ture and people, how does that person react? What learming processes
are inwlved? \hat is the role of leaming in anticipating and reducing
culture shock in this global village? What is the role of language In
understanding one’s culture and those of others? \What are the advan-
tages and difficulties of multi-lingual leaming? How do we develop
our positive and negative attitudes tonard unfami liar people? What is
the role of leamiing in carbating racial sterectyping and prejudices?
In reducing inter-cultural conflicts? In discouraging extrene rightist
movements? In changing a culture of dependency observed in devel-
opmental work? The lifelong learmer needs to address these questions.
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Understanding Learning Environments
and Their Contributions to Lifelong Learning

Leamiing is both an individual and a social process. While leaming
takes place at the individual level with the interplay of cognitive, emo-
tional and physical elenents, the leamiing process is very much shaped
by the enviroment in which the learmer finds himself/herself. Leaming
enviroments are not static and constartly pose new challenges to the
learmer. The learmer needs to assimilate and accomodate the changes
in his/her erviroment.

Under whatt conditions do children leamn? What kind of incentives
will be favorable to acquiring new skillls for workers? How does pov-
erty obstruct learmming? Will an education policy pranoting equal ac-
cess for girls and boys redress the existing gender gap? These questions
all concem the enviroments for leaming, yet for many educators the
different layers of enviroments can be so overwhelming that unpack-
ing them is never a priority. It is therefore comon to see discussions
limited only to the school environment or the family enviroment or
the policy enviromment or the physical enviroment.

This section proposes that learming environments may be analyzed
at three lewvels: the micro, the meso and the macro. The micro refers to
the enviromment closest to the leamer—tha familly. The meso refers to
the school, the camuniity, and the workplace. The macro refers to the
societal, rational and glaoall cotexts. Whille it is clear that these lewels
interact with each other to produce a specific effect on leamers, itis
important to look closely at each level and distinguish what each con-
tributes to the learmer and the leamiing process.

The very early foundations of human learming are formed during
the prenatal period. Scientists say that about three weeks after con-
ception, the brain forms into a large mass of neurons. How the mother
arranges her prenatal enviroments during this period therefore af-
fects the course of development of the fetus. It has been dbserved that
unsafe use of drugs, smoking and drinking alcohol can cause birth
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effects and ather long-term harmful effects.

The famly enviromment is critical to providing a foundation for the
aulture of leaming. The values of the Tamilly vis—a~vis leaming is key in
ensuring that the base for lifelong leaming is established. In tradi-
tiomal societies, families played a key role in the educatiion of children.
This critical role is being diminished now as many families, for various
reasons, shift this responsibility to the school and the media. When
both parents are working or when there is only a singlle parent who
needs to work to support the chilld, the time factor prevents a relaxed
atmosphere for leaming. Working parents often see education and
leamiing as secondary to providing food, clothing and shelter. There is
also thatt common thinking that education today is so highly moderm-
ized and specialized that parents themselves need to undergo special
education. Bvidence of this is the growing stock of books advising par-
ents on ways to facilitate the leaming process of their children.

The schod  environment is critical in laying the foundations for
besic leaming skills, such as leaming to leam, positive attitudes to-
ward leaming, and striving for canpetency and excellence, as atti-
tudes and campetencies acquired by the learmer can persist long into
the future and contiinue to motivate (or demotivate!) sustaineble leam-
ing throughout the lifespan. Unfortunately for many schools all over
the world scarce resources allotted to education and/or misuse of funds
prevent educators and administrators from building school environ-
ments conducive to leaming. Not only are teachers poorly paid but
infrastructure is sadly lacking or is in a state of decay. The physical,
social and cultural environments provided by the school are all
interlinked in either fecilitating or dostructing leaming.

Learmers thirk ad feel in different veys at different stages of life.
The chilld learmer is egocentric not because he/she is always occupied
with thoughtts of sellf but precisely because he/she is busy trying to
establish self-identity, and during this process is not sufficiently ca-
pable of distinguishing his/her omn affairs from those of others (Stone
and Church, 1973). As part of the leaming environment, theteacher
needs to understand and guide his/her learmers through these devel-
opmental stages—from egocentrism to maturity, from an ethnocen-
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tric view of cultures to awider, more relativistic view. The training
most teachers receive, honever, does not prepare them for such com-
plex tasks. Furthermore, the authoritarian relationship between teacher
and studertt continues 1o shape the classroom enviromment where fear-
based approaches hinder rather than facilitate leaming.

The cormuni ty IS another key element in the learning environ-
ment. Here we are not talking only about community members but
also abaut other fecilities/centers for leaming. The nore diverse leam-
ing opportunities there are in a comunity, the richer is the environ-
mert for leaming. Public libraries and comuniity leaming centers not
only enhance and camplement school facilities but also provide ven-
ues for learmning to other sectors of the comunity that do not have
access 1o schools. An inportant issue in this regard is how lifelong
leaming can promote leamiing in groups. Bven as self-directed leam-
ing is a key element of lifelong learming, it should not exclude the
possibility of group leamiing approaches in promoting understanding
of tre if.

Finally, at theg o level, one could consider how this rapidly
globalizing and information-intensive world is shaping the leaming
process and the learmiing gpportunities of individuals, comunities and
societies. Our acquired knowledge needs to be constantly validated
and updated against the demands of the rapidly changing social envi-
romment. Leamer efforts and needs to continue to leam nust be sup-
ported and faci litated by educational/leaming enviroments conducive
to lifelong leaming. The improvement in the leaming environents
enables the learmer 1o continue to expand the skills and positive atti-
tudes acquired during the basic education period.

The interface of information and comuniication technology (ICT)
and traditional knovledge is also inportant to consider. The inmtroduc-
tion of ICT both as a leaming environment and a means for learming
has transformed traditional notions of learming. The use of ICT ad its
inpect on active leaming styles in information-seeking, analysis, syn-
thesis, interactive and horizomtal comunication, and the self—produc-
tion of images—all of which go beyond familiar learning
environments-have to be examined.
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Towards Lifelong Inter-cultural Learning

In its 1974 General Conference, UNESCO adopted a Recommenda-
tion Concerning Education for International Understanding,
Co—operation and Peace and Education Relating to Human Rights and
Fundamental Freedoms, which emphasized knowledge and respect for
different cultures as an essential part of intermational understanding.
I'ts paragraph No 17 conceming “‘cultural aspects” clains that, “Mem-
ber States should pranote, at various stages and in various types of
education, study of different cultures, their reciprocal influences, their
perspectives and ways of life, in order to encourage mutual apprecia—
tion of the differences between them.” These recomendations legiti-
mate our challenge to organize educational programmes to study
aultural influences and interactions between different cultures (Inter-
natiional Yearbook of Education, IBE/AUNESQO, 1994, p. 54).

For nearly fifty years, since the adoption of the United Nations
Charter (1945) and the Universal Declaration of Human Rights, the
Unirted Nations and its specialized agencies have put forward many
converttiions, declarations, recomendations, and resolutions concem-
ing intermational understanding and related areas such as huren rights,
peace, fundamental freedoms, etc. Although major world wars have
not occurred since World War 11, the intermational comunity has wit-
nessed numerous regional armed conflicts, ethnic cleansing, violent
crimes, vandalism, xenophobia, bullying, etc. Despite rapid advances
in science and technology, we are far behind in leaming how to man-
age our man-made environments, our “cultures’.

Given these circunstances, we advocate a learmer—focused approach
1o praoting cultural uderstanding of the individual leamer that would
go beyond those traditional learming progranmes directed primarily
at building anareness of slogans and of the goals of intemational/
aultural uderstanding.
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Understanding the cognitive continuity
of culture learning of the learner

It is critical o uderstand the cognirtive continuity of our aultural
learming. Man”s image of himself/herself, perforce, is not independent
of his/her image of the world (Bruner, 1962). What does this mean in
tems of aur tasks for aultural leamiing? This inplies that the leamer’s
attitudes tonard a certain culture are affected by at least two fac-
tors—the cultural environments in which the learmer lives and the
leamer-created image of that culture. We tend to perceive other cul-
tures using aur oan cultural frame of reference. For exanple, societies
constantly being exposed to violence and conflict tend to produce chill-
dren and adults who perceive the world as full of hostility and hate.

Thus the first barrier to uderstanding aultural diversity lies inaur-
selves, aur oan acultural ly-coloured perogption and understanding of dif-
ferent cultural practices. Qulture shapes the learmer, who also shapes
aulture. This reciprocal sheping process oocurs throughout the Tifespan,
whether the learmer wants it or not. The sheping poner of cultures over
the individual’s life often goes unnotiiced. Leaming one’s oamn cullture
tends to be taken for grarted. This is because cultural inflluence, whether
through symbols (language, ideas, etc) or through non-verbal means
(touching, tasting, using gestures, etc) becomes so much a part of our
daily existence that we are no longer consciious of It.

Learning to acquire a lifelong capacity
for understanding the “positives” and “negatives” of culture

When we have learmed to open our hearts and listen and watch
the world with sensirtiivity and enthusiaan, acultures are beautifully filled
wirth heart-moving nusiic, poars, art, great philosgphical insights, sci-
entific and technological invertions, passionate love stories, drears,
adventures, hurenitarian and phillantrophical acts, and so on. Life can
indeed became so exciting, so meaningful, and so enjoyable.
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But our history also reminds us of the dark side of our cultures,
whiich can becare so wgly, cruel, destructive, selfish, and violent. His-
tory bears witness 1o the fact that when rettionalistic or fascistic senti-
ments grow so strong within a nation, extreme ethnocentrism-the
belief in the absolute superiority of one’s culture over the cultures of
othersprevails. Qulture is not value-free; it creates negative as vell as
positive enotions and vallues.

Who teaches the individual learmer how to cope with the both
negative and positive everts in life? Teachers, parents or friends? As
we live in an extrerely stressfull, achievenent-oriented, competitive
and informattion-intensive society, it ismore and more difficult for us
to leam fram each other’s experiences, to leam about the constructive
as vell as the destructive side of our cultures. Our schooling is pre-
dominantly cognitive-math, computer, engineering, etc. Seldom does
the formal school curriculum or our parents teach understanding and
tolerance of all peoples, cultures, values, and ways of life. Leamers
who excel at cognitive tasks can sametimes be naive or frail leamers
when it cores to life issues and problems.

The continuous nature of the cultural influence over a wide range
of aur life everits and activities cautions us that the individual should
be equipped with a buffer system to constantly evaluate the impact of
culture on our lives. Such a protective mechanism must be in gperation
at all times, encampassing our different stages of life, different types
of activities, and different relationships, both positive and negative.
The learmer can learn from both, which is why continued cultivation of
our critical mind through leamiing throughout the lifespan is extrenely
important!

The individual learmer’s capacity-huilding to leam both the nega—
tives ad positives of life everts must be reactive as vell as pro-active.
Through the reactive function of lifelong leaming, the leamer leams,
Just as our society leams lessons from history, why we make our mis-
takes. The pro-active function of lifelog leaming ensbles the learmer
to predict difficult and problematic situations and to cope with them
when they occur. Leamiing to know curselves, especiial ly about our pest,
is inportant. Understanding the past is often the stepping stone to the
understanding of the future.
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It is equally important for the learmer to develop corpetencies to
bring about needed cultural changes, and, if these competencies are
properly emponered and nurtured by leaming, the learmer can shape
his/her culture—its political system, institutions, knovledge. But ane
nmust remerber that our so-called “‘cultural frames of reference”, which
are the results of our conformity to the social norms and standards
prevalent in our culture, are learmed. In this sense, most cultures are
permeated by conservatism and rely on traditions and precedent. Fa—
miliar ways of life are easier and more comfortable than new and
unfamiliar ones.

In breaking the cycle of cultural conservatism and misunderstand-
ing, It is important to develop and push forward innovative ideas and
social reform. This reguires the courage and willl to inprove our learmed
capacities 1o penetrate our society with the idea that we can change,
innovate and mature.

Learning and cultural diversity:
from cultural assimilation to cultural learning

The beauty of an ideal nulti-cultural society is its enphasis on finding
the best cultural place for every nenber of that society. This is in sharp
contrast to the assimlationist viewwhich dictates that “nenbers of

di vergent cul tural groups should discard their cultural heritage culture
and take on the cul ture of the mejority group” (Moghaddam, et al,
1993).

Quiture leaming starts with the assumption that there is no hierar-
chy of cultures and that the challenge to individuals, comunities ad
societdies is the persistat ad lifelong negotiation of nulticultural val-
ues and aultural treasures. Al cultures have samething valugble to of-
fer to other cultures, ad it is up o the individual to adopt or not o
adopt the cultural practices, values and attitudes different fron his/
her culture. Advocating cultural tolerance may not be sufficient. Cul-
ture leamiing can became a more pleasurablle and insightful activity for
those who seek flexibility, creativity and openness to human experi-
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ences. In this sense, aultural differences can be exploited as ameans to
pranote lifelong leaming-the appreciation for the treasures of cul-
ture as vell as altermative ways of life, values and actions.

Given the above, one coulld ook at the fol loving strategies that may
help fecilitate leaming effective aultural edage ad interactios.

1) Starting firom the fomative years, the leamer needs to be exposed
to diverse acultural information and experiences. The use of the multi-
media approach in providing information for culture learning
programmes should be maximized. Avoid providing superficial, ste-
reotypical, or misleading information. This means encouraging the com-
parative study of one”s omn culture and that of others, starting from
the formative years.

2) Carbine foreign language learming programmes with culture leam-
ing.- Bxplain how language shapes our thinking and attitudes. Multilin-
gual leaming, If properly organized, willl not produce cultural ly confused
chilldren. Instead it can be a useful form of leamiing as children mester
two languages sinultaneously. Try to leam at least one, preferably two
languages other than one’s own.

3) Develop aulture leaming programes inwhich culture relativity isa
main theme. 1ts intended outcomes are to provide learming opportuni-
ties to develop self anareness about one’s culture, on the one hand,
and to pronote a relativistic view that recognizes that values, atti-
tudes and behaviours are culture bound and that our own cultural
models are not absolute, on the other. For example, one could design
a “culture-in-contact” leaming programe based on information and
materials collected from the various sojoun experiences of two indi-
viduals interacting with one another in diverse cultural contexts.
Through the culture-in-cortact simulation materials, the learmerswill
develogp their cognitive, affective and interpersonal skills in coping with
alitural diversity

4) Develop leaming indicators for the individual leamer’s cross-cul-
tural campetencies, among them the ability to examine one’s culture
fram a relativistic point of view; the ability to review one’s aultural
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weaknesses and strengths dbjectively and historically; the ability to
possess a sensitive and enpathetic view of cultural differences; and
the ability to comunicate cross-cultural ly (through proficiency in at
least one or two foreign languages).

Lifelong Learning:
a Problem, a Project or a Prospect?

Discussiions of lifelog leaming seldan address directly existential
themes-the meaning of life, self, birth, groving—p, friendship, lowe,
courtship, sexuality, loreliness, violence, hate, death-that are at the
core of every individual’s life. \\e advocate that lifelong leaming ad-
dress these themes so as 1o gppeal not onlly to economiic, occupational
and practical needs but also 1o create opportunities for reflection ad
dialogue that woulld help individuals of all age groups to effectively
oope with life. Lifelong leaming should gppeal to the totality of a per—
sor+-heart, body and brain-and more importantly to our existential
values and emotions.

Lifelong learming can also deal with theuncertainty andcontradi c-
ti ons OF life. Life offers potential asvwell as risk. Life can be both con-
petitive and co-gperative. Amgjor question in lifelong leaming in this
respect is what types of early and youth developmental tasks and of
educational intenerntions can foster the individual leamer’s capecity
1o tadddle upradictability, uncertainty, inatiaelity, ad cottradictios
of life eqeriencss.

An infant needs a guardian’s protection and love. The preschool
child needs recognition and encouragement from teachers and care-
takers of his/her language development. As Erikson explains, “basic
trust’” originates ina child-mother relationship that is draracterized by
warm, emotional and trustful contact and communication. This im-
plies that lifelong leaming to ogpe with Tife uncertainty should start
early in life. But it is also tnee that ae”s abillity 1o agpe with unoertainty
continues to develgp throughout life. Different life stages ad life is-
sues require a diverse coping strategies. Are our lifelong leaming
programes ready and well-equipped for this task?
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Life is often contradictory. e advocate, on the one hand, that we
be caring, loving and carpassionate. But history also tells us that we
can be cnel, hateful and destiructive. A history healing intergeneratioal
programme being organized in some schools in Hamburg (see Ohsako
& Crammer, 1999) bears witness to this fact. The Holocaust is a dark
fact of history—a most cruel act conmitted by humans against hu-
mans. The history healing intergenerational dialogue and leaming be-
tween young Germans and the former Jewish residents who fled from
Hamburg during the Nazi period appeals to the need for true under-
standing and dialogue between the victims/their family members and
the younger generations who have had no experiences of war, to the
need 1o devellop sportaneous and truly empathetic feelings in the youg
people for the pain and suffering experienced by the victims, and fi-
nally to the need to care for and guide the next generation.
Intergererational leamiing, whiich is a part of lifelong education, has
potential applications in the broad areas of peace education, experien-
tial history teaching and leamiing, and conflict resolution.

We can allso become fixated with material things—money, expen-
sive cars, jewelries, clothes, etc. Some people can never seem to be
completely satisfied with their material possessions-he/she alvays
wants nore. Sinplifying life is another popular scheme. There is grov-
ing clanor for a higher quality of life, i.e., oe filled with satisfactory
family and social relations, the tine to reflect and wonder, and gppor-
tunities for areativity, traquilllity and solitude. Howean lifelog leam-
ing pranote our pursuit of happiness, no matter how fleeting it may
be, in this tedrological and stressfull world? Whatt mekes people heppy
or uthay is ever a challenging question for lifelong leaming.

Lastly, lifelog leaming is not value-firee. Let’s remenber that there
are billions of pegple who suffer fran poverty, physical handicaps, wars,
discrimination and exclusion, epidemic diseases, etc. These people are
often forgotten by people living in affluent societies and having an
individualistic life style. The misery of these people is soretines sup-
pressed in our memory system because it is pairful and it arouses feel-
ings of guilt. Lifelong leaming needs to courageouslly address both the
positive and negative aspects of life. We learm firom both good and bad
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experiences. Honever, understanding the positive and negative sides
of life is not sufficient. Lifelong leamiing should aim to pramote the art
of human maturity-a prerequisite to becoming a good citizen, ac-
tively inolved in local, national ad intermational issues ad problems.

On a final note, it is good to remember what the early writers
dreamed of as they examined the importance of lifelong leaming:

If leaming involhves all of ae“s life, in the sense of both time-
spen and diversity, and all of society, including its social and eco-
nomic as well as its educational resources, then we must go even
further than the necessary overhaul of “educational systems” until
we reach the stage of a leamiing society’” (Prearble, xxxiii, Faure).
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