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Introduction

Educational systems in European countries reflect the development of nation states from the end of the 18th century. Differences between countries can be explained in those terms. However, educational systems have also remarkable common characteristics, rooted in dominant value systems in those days.  

Education has been extremely successful during the last 200 years and participation has constantly grown. However, there are limits to its growth, internally and externally. 

This paper explores the common characteristics and the internal and external limits to growth. Analysis of external pressure on the system leads to possible consequences for educational policies in the 21st century as they are emerging in the strategic discussions in Europe.

1 A robust model of schooling

The development of national school systems in western European countries reflects the processes of the emergence of nation-states from the end of the 18th century. Differences in school systems between countries reflect differences in nation building, with its specific solutions for dealing with religious, economic, social and cultural controversies (De Vijlder 1996).

Studies of the OECD (http://www.oecd.org/EN/home/0,,EN-home-4-nodirectorate-no-no--4,00.html) and the Information Network on Education in Europe (Eurydice http://www.eurydice.org/accueil_menu/en/frameset_menu.html) provide a rich resource to illustrate the differences as they evolved until now.

However, despite the differences, the systems have remarkable robust and universal characteristics. The OECD study on Schooling for Tomorrow notes:
The universality of the “place called school” across OECD countries is a more notable fact than might at first sight appear. Only a century ago, universal secondary education was not established in some places and compulsory elementary attendance still in its infancy. Now, they are among the most established features of our societies. From this observation potentially opposing conclusions can be drawn as regards the future of schools. On the one hand, their historical regency is a reminder that they are less permanent than they seem, and may be subject to further important change in the future. On the other, that so many common arrangements for their young indicates the power of the schooling model. (OECD, 2001).

The universality may be explained by several factors. One of these is obviously, as the OECD study notes the success of the system in terms of increasing participation and the supply of competent workforce. On a deeper level robustness may be explained in terms of the underlying values and – as a result from these values - the institutional features of schooling.

1.1 Underlying values

Schools in Western European countries – as they appear to us now – have their roots in the beginning of the 19th century and carry the values that dominated western European societies in that time. These values include:

1. the industrial mode of development - from the economic and social perspective;

2. the Enlightenment - from the cultural and scientific perspective;

3. the emergence of nation states - from the perspective of governance and civil society;

4. meritocracy - from the perspective of social order.

1.1.1 The Industrial mode of development

The industrialisation was rooted in a mechanical worldview (Nonaka & Takeuchi, 1995) and characterised by a specific mode of organisation that is hierarchical, with increasing separation between thinking (management) and doing (labour); where material resources, capital and labour are the means of power and where time and task are important parameters for work. Work was analysed in detailed descriptions of separate functions and tasks. The actual execution of tasks was carefully planned, mediated and controlled. Specially assigned people, currently named as managers, did the thinking. Their number continuously increased and higher education was happy to ensure their supply.
This pattern of organising started in the economic system and in military technology. It was embraced by the state bureaucracy and the education system and finally reached the habits of everyday life. The term industrial society does therefore not just refer to a society where there is industry. Rather, it refers to a society where the social and technological forms of industrial organisation permeate all spheres of activity (Castells, 1996). Education is indeed an example of successful industrial mass production systems (Senge, 2000). The industrial character of schools has in fact been enforced by the need for an increasingly better qualified workforce and stable social conditions.

The industrial mode of development has been effective in terms of creation of wealth for about 150 – 200 years. It has - after strong struggles - created stable social conditions. However, as I will argue later in this paper, this model has reached its boundaries, it is becoming ineffective and costly and does not longer reflect changing patterns of knowledge, social values and global governance.

1.1.2 The Enlightenment

Enlightenment has taken different forms in the different European countries. However, one aspect was connected to the dominant view on science in that time. Knowledge had to be extracted from careful studying of the world, not bound by practical considerations (academic autonomy), it should be expressed in written language. This codified knowledge was considered to be the Truth (as separated from religious knowledge) and the truth gave humans freedom of mind. One purpose of education was transfer of this truth to the population, in order to develop a free mind. If learning is viewed as the acquiring the truth, which has been developed elsewhere, schools have the primacy of learning. As an example, it is interesting to note that learning in daily life or in work is explicitly rejected in the Dutch educational laws of 1848.

1.1.3 The Nation State

The emergence of Nation Sates refers to an international order were countries are relatively closed societies, defined in terms of spatial boundaries, with sovereign governments and where citizens are protected by those governments. Governments have the monopoly of military power. Power is not expressed in persons, but in laws, duties and rights of citizens (Held, 1995). Governments of the emerging nation states in the beginning of the 19th century played a strong internal role and “used” institutionalisation of education as a means for national identity and social cohesion and as a resource for the selection of compliant civil servants. Ramirez & Boli (1987) note that “A state educational system has therefore become an institutional imperative for contemporary nation-states”. De Vijlder (1996) has shown how the bond between nation states and education is weakening in our times. Nation states are less functioning in terms of national policies and institutionalisation, but more and more as player in international and sub-national levels. Personal identity is less connected to nation states and gradually more articulated in world wide networks (Willke, 2001; Castells, 1996).

1.1.4 Meritocracy

The French revolution was the strong impulse for adopting meritocracy as a mechanism for selection for positions in government and industry. High positions in society should not be derived from religion, family or personal wealth but should only depend on personal merit. The educational system was expected to show and measure such merit. This position reflects indeed a high stake of educational institutions and the current systems of assessment, marking and examinations.

1.2 The school as an institutional arrangement

Values in society tend to coagulate in institutions. Schools have strong institutional features, which are basically of an industrial character. Hutmacher (1998) noted in a reflection on educational change: “The major invariant of education systems over time is the school itself”. What are the constants of the organisational arrangements of the institution “school”? I propose the following features:

· Screening
Screening refers to continuous selection of students on one dimension: how good (or bad or intermediate) they are in terms of school-achievement. The values on this scale are known as (educational) levels. Screening is related to the “credentials” theory. The underlying value is that the primary function of education is not to enhance individual abilities, but to reveal potential. Individuals carry basic abilities already, and achievement of a certain level of education is an indicator of perseverance, adaptability and learning-competency. Summative testing, examination and marking practices are the well-known means for screening. This practice is partly an artefact of specific psychological theories and is in fact only found in schools (Gifford & O’Connor, 1992; Gardner, 2000).

· Codified objectives, curriculum
Educational policies circle around written definition of curricula, examination programmes etc. on the level of the nation state. This induces a strong emphasis in schools on codified knowledge. There has been much less organised attention for the informal curriculum. However, there are strong indications that the informal curriculum is as influential as the formal one.

· Temporal and spatial arrangements
Schools as we know them are very much designed as industrial assembly lines. Students are grouped and go from teacher to teacher, or from lesson to lesson, according to fixed time and space-frames. On their way, some “waste” is produced. It is interesting to note that this system, which has been proven its efficiency for mass production of goods has been used so successfully for mass education as well.
· Schools’ latent functions
There are observable implicit contributions of education to society. These implicit or latent functions include social and cultural integration and – paradoxically enough - justification of the differentiation of social status and its distribution among unequal working positions and levels of earnings.
· The bond between school and state
Educational systems have strong relations with the state bureaucracy. School and state are each other’s prisoners.
· The knowledge paradigm
From the beginning of the 19th century, learning in schools was understood as transfer of  codified knowledge, developed in special institutions, named Universities, and considered to represent the Truth. Elements of this truth were transferred into schoolbooks, a written curriculum and examination documents. Learning happens by the use of textbooks (and later: information stored in computers). Learning meant: acquisition of scientific truth, away from practice – albeit that practice may serve to provide motivational contexts. 
· Standardisation
Standardisation is basic for the meritocratic function of educational systems. If you want to select people on the basis of educational achievement, and not on the basis of income, family or religion, educational supply has to be standardised. Differences in results are due to differences in individual capabilities, effort and perseverance (“merit”). Results are the individual responsibility of students and/or that of their parents. Standardisation is also related to increase of participation. The rising costs of schooling demanded greater efficiency, and this was achieved by standardisation, as in industrial mass-production.
2 Change

Of course: educational systems in Europe have changed during the last 150 years. Lots of innovations have been tried and realised. To mention a few:

· removal of inequalities in educational opportunity;

· democratisation and a greater voice for persons involved in education;

· enhancement of the part played by individual schools in design and their greater autonomy;

· reform of curricula and teaching methods;

· a more humanist pedagogic approach;
· a stronger role for vocational education.
However, these changes took place within the framework of values and institutional arrangements as indicated. Two changes have been dominant and fit very well within the industrial model of schooling: growth and the transformation from a supply-based to an outcome-based system.

2.1 Increasing participation

Increase of participation is considered to be one of the big successes of educational policies in the 20th century. It is still seen one of the main indicators for the success of educational systems. However – as I will argue later in this paper: there are limits to growth.

2.2 From supply-based to outcome-based models of schooling

“Education as supply” has been the dominant position of educational policies for many decades and still is the dominant position of the general public, and indeed of many teachers.

It is a vision where the primary task of educational service is seen as the supply of materials, teachers, classrooms and other conditions. In this view, a rich and varied educational environment serves the personal development of students. Debate concentrates on the question what “good” supply is. Supply is either equal for all students, or it is different for different groups of students, according to certain entry characteristics of students. Traditionally, results on tests play a role here. 

The achievement of results is certainly seen as related to the quality of supply.  But, whether students actually achieve results is felt as being basically dependent on their individual capabilities, effort and perseverance (“merit”). Educational policies aim to ensure “good” supply, guarantee accessibility, and control attendance. Whether students acquire results is not regulated, but summative assessment is.

Supply-based systems tend to assess achievement in general terms of “school success” or “level”. This is in line with dominant values of meritocracy and dominant interpretation of certain psychological theories (Gifford & O’Connor, 1992; Gardner, 2000). Related to this value is a specific meaning of selection: the “screening” or “credentials” theory. The underlying ideas are that the primary function of education is not to enhance individual abilities, but to reveal potential: which individuals carry basic abilities already, and that achievement of a certain level of education is an indicator of perseverance, adaptability and learning-competency. This explains why assessment for certification is dominant in supply-based systems and why it is based on one-dimensional scales, referred to as “levels”. 

“Education for results” is the dominant position taken by most national educational policies since the early eighties (Husén & Tuynman, 1994). It reflects a political stake and a mission of some educators. The basic service of education is not longer seen as providing “good” supply but rather results for all students - outcomes. In the beginning of this movement, the term “results” referred to a set of “minimum results for all”, later “the best possible results for all” is added to its meaning. The debate is about what such minimum results, c.q. such best possible results for all should be.

The position is related to concerns of educators about the systematic bias in educational results, both in the case of common supply and in the case of differentiated supply, leading to systematic disadvantage of low social-economic groups and girls. The findings of research that schools differ in their effectiveness to accomplish results for their students have contributed to the new mission as well. At the political side “education for results” is connected to a general need for governments to look for cost-effectiveness and the belief that decentralisation and demand for accountability would serve that purpose.

However, the change of supply-based visions of schooling towards the result-based vision has also roots in a change in how people think about educational policy and management (Boyd, 1992). Boyd argues that the management of education has been rather internally oriented and that external pressure force educators to use more economical oriented management paradigms in education.
Educational policies focus on definition of “attainment targets”, make them obligatory for schools by regulation, and allow more autonomy of schools in terms of educational provision  (supply): curriculum, teachers, buildings, etc. Tests are provided to control whether the desired results are achieved. 

Schools are accountable to parents and the government. Teachers loose autonomy and are bound to work as a team towards the school’s objectives. School-management is an object of primary concern, more than teachers’ professionalism, which is left to the school to foster.
Assessment in schools is far more complex than in the case of education as supply. It is expected to fulfil more roles. First: the formative role of getting continuing evidence about students’ progress and involvement, in order to improve those. Secondly, the role of summing up whether and to what extent the required results have been achieved. Thirdly: profiled certification based on differences in specific domains, not on the basis of a position on one scale. 

Education for results has certainly not been the success as was expected and practical implementation shows a large gap with policy statements. Educators where far from happy with their new role, which they considered to be a sort of “proletarisation” of their profession. The debate has been extra fierce in the UK. I have argued elsewhere that the Education for Results policies have indeed serious weaknesses. 

The emergence of the competency-vision

Current thinking leaves the education for results vision behind and focuses more on effects, competencies, life long learning trajectories etc. The debate is only in its beginning phase, but the pressure is increasing as politicians and society experience the limits of the current robust model of schooling and its inadequacy for development into a modern knowledge society.

3 Limits on growth

External pressure on the established “robust” framework of schooling comes from two sides. First, there appear to be limits on growth and decreasing returns on investment. Secondly, changing values in the society demand different institutional arrangements.

3.1 Limits on growth (internal)

Limits on growth follow in the first place from the characteristics of the system itself. There is a sort of diminishing return on further increase of participation in education. Three types of arguments contribute to this.

1. One argument goes that the meritocratic function of the system has reached its limits. As universal access has been realised up to upper secondary education, the development of hidden talent by selection has reached it limit and the system tends to produce early school-leavers in stead of helping them to achieve a valuable position in society (…., 2002).
The answer of educational policy to this problem has emerged from the 90th and includes basically the shift from supply-based education to outcome-based education, with a strong emphasis on extra means for weakly achieving participants. However, as I have argued elsewhere, it is highly unlikely that this will solve the problem (van Aalst, 1996).

2. Another argument goes that learning in a school context is effective in terms of rather specific types of learning outcomes, but less so for others. Staying too long in school settings may be detrimental to the emergence of other types learning-outcomes which are at least as important for economic, social and cultural development. Examples in case may be entrepreneurship, social and civil awareness and artistic production. But standardisation is difficult to combine with the personal and contextual characteristics of innovative knowledge. Lundvall and Borrás (1997) argue that heavily codified qualifications may be counterproductive for work. Variety may also from other perspectives be an advantage.

3. The third argument – closely related to the latter – is that school systems have an internal mechanism of self-generating growth. The system generates demand by an internal competition between participants to belong to the upper top of the distribution curve. Students have to achieve more and better than their peers do in order to reach the top of the ladder. In this process they gain more and more school-knowledge. This internal selection-mechanism in schools is basically expressed in all sorts of marking practices, but also in terms of social emotional messages within the “hidden curriculum’. 
It is however doubted whether this accumulation of codified school-knowledge contributes to personal development and to the societal needs. The internal selection mechanism tends to be uncoupled from the real needs of society in terms of qualifications and competencies. The stable growth of participation in education can and has been labelled as a success, but there is evidence that further growth may be counterproductive and even that the limits have already been passed. 
From the point of view of the individual, longer participation in education is still an advantage (in terms of initial income and chances for work); from the economic, social and cultural point of view it is probably not very productive.
 The sort of socialisation that goes along with schooling could have negative effects if it takes too long. The need may not be more of the same, towards ever-higher levels of initial schooling. Increasingly, the need is expressed in terms of different ways of learning in a life long setting (De Vries, 1993; Gardner 2002).

3.2 Driving forces that challenge the robust model of schooling

3.2.1 The rise of the network society

The second reason for limits of the industrial model of schooling is external of character. The dominant values of the industrial society are weakening. Gradually other values take the lead. 

This has been named as the transformation from the industrial mode of development to the informational mode of development or as the move towards the network-society. (Castells, 1996). The term informational does not refer to the introduction of computers and ICT, but refers to changing patterns of social organisation, changing values of knowledge and identity and different conceptions about states, state governance, universities and schooling. As compared to the earlier mentioned features of the industrial mode of development, the informational mode is characterised by variety, design and innovation, participation, complexity, flow of knowledge, mass individualisation, global institutions, regionalisation and communities of practice. 

Most governments in European countries base their policies currently on the informational model.  A study of societal trends that I conducted for the OECD from studies in Canada, Germany, Japan and The Netherlands (Van Aalst, 1998, 2001) revealed three areas of changing values in society, which drive the emerging network-society and in fact challenge current school systems:

· the knowledge paradigm;

· identities and social texture;

· globalisation.

A  somewhat more detailed compilation of the documented trends is given in the Appendix.

3.2.2 The knowledge paradigm

The changing knowledge paradigm refers to a fundamentally different way of conceptual understanding of what knowledge is about, as well as different value positions about which kind of knowledge is seen as valuable. In short one can say that the production of knowledge has changed from the disciplinary organised way in Universities to a “transformational” mode, integrated in innovation of products and services and with different stakeholders. This has been called “mode 2 knowledge production” (Gibbons et al., 1996). Furthermore, knowledge is now much more seen as a process between tacit and codified forms of knowledge, it is more “in the flow” than in the books, and it is not only seen as an individual asset, but more and more as an asset of groups and networks. I have described these changes in more detail elsewhere (Van Aalst 1998). Some of the conclusions are listed below:

· The subjective, contextual character of knowledge is gaining importance, while data and information are more and more accumulated in automated expert systems and databases. Much learning is localised and much of technological knowledge has to be adapted to specific local conditions to be effective.

· Tacit knowledge is more and more seen as a most valuable sort of knowledge. Processes of interaction between codified and tacit knowledge are explicitly managed.

· Expertise is becoming less an attribute of individual persons and more a property of systems (expert systems) and networks. Having smart people is not enough; you need smart teams and smart organisations.

· The origination, transmission, assimilation and use of knowledge occur across boundaries of several firms – and increasingly in cross-border value-added chains: strategic alliances and networks.

· Knowledge management increasingly uses a variety of resources and means of dissemination: learning from research, history (cases), from day-to-day work, knowledge centre, helpdesk, benchmarking, competition, experts, informal meetings, playing. Dissemination includes general publications, internet sites, technology licensing, foreign study and apprenticeships and trade in capital goods, products and services with a high knowledge content. 

· Knowledge management focuses as much on cultural elements e.g. building a community, developing skills to have productive conversations and a sense of purpose, as on technology systems. 

3.2.3 Social texture and identity

This refers to changes in felt identity, lifestyles, demography, welfare, values, norms and social cohesion, the role of woman, the emergence of social pressure groups, caring for environmental and social issues, changing patterns of personal responsibility, social care, social-emotional development and motivation.

Work is becoming more and more individualised. Part-time work, flexible working hours and temporal work alternating with periods of schooling are becoming normal. Work is less concentrated in one place, fixed times, one organisation and one group of colleagues and is more based on ad-hoc networks. All sorts of self-evidences and guarantees from the industrial society are suddenly less sure and happen to change.

Workers are now less connected to the institution they serve. They are more autonomous, feel connected to their profession and have contacts with professional peers all over the world. They change jobs easily.

Where in the industrial mode of development workers were dominantly seen as parts of the mechanical production-process, strongly embedded in rules of behaviour, in the networked model, there is much more autonomy, self regulation in Human resources policies.

A different organisation of work, privatisation of state-tasks and globalisation challenge the identity and social security as far as this is related to work and social position. People feel insecure. It demands different strategies to deal with risks and to handle social conflicts (Beck, 1986).

However, people do not wait for policies, they create their own social texture. Manuel Castells suggests in volume II of his trilogy “The Power of Identity that groups do arise that define their own identity. Partly such groups organise themselves around traditional values as religion, the Nation and the Family. Partly they choose new items, such as anti-globalisation, sustainable development etc. Castells argues that such groups gain power over national governments. Their relatively closed character develops over time to a more open and worldwide structure. Greenpeace is an example in case. According to Castells, such groups are the new symbols of meaning and identity and gradually replace symbols as “the work”, nationality etc. This perspective is difficult to understand from the industrial point of view. As Castells (1997) notes: “... our historical vision has become so used to orderly battalions, colourful banners, and scripted proclamations of social change, we are at a loss when confronted with the subtle persuasiveness of incremental changes of symbols processed through multiform networks, away from the halls of power.”(p. 362).

3.2.4 Globalisation

Globalisation has been defined as a mix of several factors (Lubbers, 199?): worldwide systems of communication and exchange of information; worldwide economy and worldwide convergence towards a combination of democracy and regulated markets; traditional ideological boundaries between first, second and third world are disappearing.

Globalisation has a number of important consequences, which can be listed as follows.

· There is an increase of international tension, and thus an increase of international efforts to control these tensions.

· Insecurities of political governance. Democracies have been developed within the concept of the Nation-state. New global arrangements have to be developed, but are not yet readily available.

· By a strong emphasis on technological and economic issues, there is a certain risk that social and environmental issues are kept on the background. This leads to social pressure and organisation of well organised pressure groups. This may be seen as valuable aspects of the development of a responsible civil society.

4 Learning in the network society / Educational arrangements for the 21st century

4.1 Strategic conversation

Efforts to understand changes in society and the consequences for learning and education include trend-analysis and scenario-development. Both (need to) go together with strategic conversation, which refers to a process in which stakeholders attach meaning and action to trends and scenario's. Trend-analysis provides possible answers only for the short term (5-8 years). For a longer period of time, the uncertainties are so manifest that we can only “stretch our minds” by imagining reasonable possible futures (scenario's), without any certainty about their realisation.

Although trends may be agreed upon, it id not possible to deduce the  consequences for educational policies. Reactions to the trends may differ from resistance and reinforcement of traditional structures, accommodation or transformation. This can be illustrated by the possible futures as developed by the OECD in the studies on the future of schooling.

4.2 Scenarios

At the level of the different countries as well as internationally, several attempts are being made to develop scenario’s that help to imagine possible futures. The advantage is that changes in society can be more easily and faster been accommodated as circumstances change because  the different possible strategies are explicitly available. 

One example of scenario studies has been published by the OECD (2001). The study comes up with 6 possible futures, grouped under 3 headings: “The status quo extrapolated” and  “Re-schooling” and “De-schooling”.

The “status quo extrapolated”

Scenario 1: “Robust bureaucratic school systems”

• Strong bureaucracies and robust institutions

• Vested interests resist fundamental change

• Continuing problems of school image and resourcing

Scenario 2: “Extending the market model”

• Widespread dissatisfaction leads to re-shaping public funding and school systems

• Rapid growth of demand-driven “market currencies”, indicators and accreditation

• Greater diversity of providers and professionals, greater inequality

The “re-schooling” scenarios

Scenario 3: “Schools as core social centres”

• High levels of public trust and funding

• Schools as centres of community and social capital formation

• Greater organisational/professional diversity, greater social equity

Scenario 4: “Schools as focused learning organisations”

• High levels of public trust and funding

• Schools and teachers network widely in learning organisations

• Strong quality and equity features

The De-schooling scenarios
Scenario 5: “Learner networks and the network society”

• Widespread dissatisfaction with/rejection of organised school systems

• Non-formal learning using ICT potential reflect the “network society”

• Communities of interest, potentially serious equity problems

Scenario 6: “Teacher exodus – The ‘meltdown scenario’”

• Severe teacher shortages do not respond to policy action

• Retrenchment, conflict, and falling standards leading to areas of “meltdown”, or

• Crisis provides spur to widespread innovation but future still uncertain

4.3 European policymakers prefer the re-schooling framework.

The OECD scenarios offer a means for structuring the debate – the strategic conversation - on the future of education. Walo Hutmacher (2001) analysed two of such debates between European decision-makers and educators. The two “re-schooling” scenarios are considered by many to be both desirable and likely, while the “de-schooling” futures are usually considered both undesirable and unlikely. Only the “Status quo continues” scenario is judged by most of those canvassed to be undesirable but reasonably likely to occur. 

In his discussion of these results, Hutmacher adds:
“ (-)the views reported here seem to express the attitudes of a particular group that could be called the informed and policy-interested section of the education community. (-) Members of this community seem to agree with the need for change – they reject the “status quo” – but are sensitive to the problems that change would bring (and hence judge likely that the status quo will actually continue). They appear convinced that “re-schooling” represents the means to ensure the continuation of public sector schools meeting highly demanding quality standards. These findings are not entirely unexpected: the changes these respondents dream of would not reject traditional values, where schools are responsible for social integration, and their own interests are invested in the support of public education. Aspects of these scenarios are also in line with the management strategies pursued by many countries for a decade or so, with an emphasis on educational decentralisation, as illustrated by the four national forward-looking studies reviewed by Van Aalst in Chapter 8.”

This is a nice illustration how established institutional arrangements try to accommodate to new values and avoid transformation to really new institutionalisation (De Vijlder, 1996).

To illustrate the point, I shortly refer to two cases: the changes in the Finnish educational system (From meritocratic to neo-liberal_ and the Memorandum on Life Long Learning from the |European Commission.

4.4 The Finnish case

Risto Rinne (2000) has described the changes in Finnish educational policies as a change from a meritocratic model to a neo-liberal model (see table 1). This neo-liberal model may be classified as a case of scenario 2: Extending the market model.

Table 1: Changes of direction of Finnish educational policies in the 1990’s (Rinne, 20002)

	The Former Finnish model

(The Meritocratic Model)
	The Neo-Liberal model of the 1990’s

	The goal is educational equality and through it social equality
	Competition between individuals and schools

	Common school system for all
	Diversification and stratification od the school system

	Highly centralised state control
	Growth of regional and school-specific decision-making power (deregulation, decentralisation)

	Uniform curricula
	Differentiated curricula

	Expertise seen to rest with teachers and officials
	Stronger parental choice

	Education is totally public monopoly
	Some degree of private competition

	Education totally funded publicly
	private funding entering education

	Great autonomy for education
	Evaluating the profitability of education beginning (The evaluative state)

	Bureaucratic administration
	Managerialisation of administration

	Targeted pre-panned funding
	lump budget funding


4.5 The case of The European Memorandum on Life Long Learning
On the bases of the shift from the industrial – to the network society, the Commission of the European Communities published the Memorandum on Life Long Learning. The memorandum suggests new objectives for educational policies in the 21st century. Typical features are: increasing importance of vocational education, from schooling to learning, from results and outcomes to competencies and employability, from formal learning to informal and non-formal learning (Commission of the European Communities, 2000). After consultation, six essential elements for coherent and comprehensive lifelong learning strategies were identified (Commission Of The European Communities, 2001)
: 

· Partnership working, not only between decision-making levels (e.g. national, regional and local) but also between public authorities and education service providers (schools, universities, etc.), the business sector and the social partners, local associations, vocational guidance services, research centres, etc. 

· Insight into the demand for learning in the knowledge-based society – which will entail redefining basic skills, to include for instance the new information and communication technologies. Analyses should take into account foreseeable labour market trends. 

· Adequate resourcing, involving a substantial increase in public and private investment in learning. This does not only imply substantially increasing public budgets, but also ensuring the effective allocation of existing resources and encouraging new forms of investment. Investment in human capital is important at all points in the economic cycle; skills gaps and shortages can certainly co-exist with unemployment. 

· Facilitating access to learning opportunities by making them more visible, introducing new provision and removing obstacles to access, for example through the creation of more local learning centres. Special efforts are necessary in this context for different groups such as ethnic minorities, people with disabilities or people living in rural areas. 

· Creating a learning culture by giving learning a higher profile, both in terms of image and by providing incentives for the people most reticent to opt for learning. 

· Striving for excellence through the introduction of quality control and indicators to measure progress. In concrete terms, provision must be made for standards, guidelines and mechanisms whereby achievements can be recognised and rewarded.
A discussion paper as used by NGO’s to organise the discussion around the memorandum reflects the issue under stake. It is attached as Appendix II. The memorandum has elements of Scenario 5: “Learner networks and the network society”. 

However, decision-making by the ministers of education on the memorandum led to the “Communication” from the Commission. The Communication identifies six ‘priorities for action: Valuing Learning, Information, guidance and counselling, Investing time and money in learning, Bringing together learners and learning opportunities, Basic skills and Innovative pedagogy. It seems that the communication  would fit in the Scenario 4: “Schools as focused learning organisations” and partly in Scenario 3: “Schools as core social centres”.
5 From schooling to learning – criteria for emergent practices

The de-schooling scenarios of the OECD carry a rather negative meaning. The short description is made up of negative statements. This may reflect the attitude of the educationalists which were involved in the development of the scenarios. However, the scenario’s 5 and 6 may also be interpreted as a positive shift from schooling to learning and as a transformation in terms of governance, financing and effectiveness.

In this chapter, I will suggest a set of criteria to select promising new experiences that reflect the transformation to the informational networksociety, and the newly emerging values in terms of knowledge, identity and social texture and globalisation as outlined before and stops the limitations and the diminishing returns of the industrial mode of schooling. Such experiences may help educationalists and educational policymakers to develop the alternatives for the robust industrial model of schooling, as we move towards the informational network society.

In this set of criteria, learning arrangements are based on micro-choice and networked learning. The infrastructure is not longer a set of institutions. School choice is not an issue. Demand is not for schools, but for targeted, content bound and tailored learning arrangements, with a high and negotiated added value and specific contextual value for objectives that individuals or groups have set for themselves. Suppliers are specific, and either internationally based or very local. People arrange their learning, together with changing groups of others, more that that they choose out of a supply of standardised quality. The perspective is more that of a learning society than that of a system of schooling. 

I have listed the criteria under four headings:

· Learning patterns;

· Educational institutions and learning venues;

· Content and methods;

· Staff and staff development.

5.1.1 Learning patterns

5.1.1.1 Micro-choice and self-directed learning

Perelman (1992) has proposed the word micro-choice. It refers to the learner’s minute-to-minute choice among a wide array of specific media, programs, services, products, and sources of knowledge to nurture her or his brain. Learners make such choices alone or in co-operation with other members of a team. They will choose things that matter, that makes a difference and that adds to their portfolio. Self-directed learning will be more important than following pre-determined courses.

5.1.1.2 Learning networks/communities

Learners will not longer follow a programme in one school, but they will participate in a number of learning networks or communities at the same time, including those of professional associations and private institutions. They will increasingly arrange their own learning packages. Fluctuation and redundancy might take over from step-by-step learning tracks.

5.1.1.3 Long timelines in tertiary education

In stead of taking full-time initial programmes of limited time, students in tertiary education will learn over longer periods in part-time. Secondary education will be shorter.

5.1.1.4 Financing of individuals and not institutions

Together with micro-choice go of course “micro-vouchers”. Perelman uses this term to indicate that vouchers are not meant to be used to change between schools, but indeed in order to allow the learner to arrange its own package from different suppliers. Learning vouchers will not only be supplied by governments, but also by private institutions and enterprises. It will mean that public funding of schools will gradually shrink.

5.1.2 Educational institutions and learning venues

5.1.2.1 Diversification of learning venues

There is no doubt that the nearly universal accessibility of knowledge resulting from the networking of media will lead to a diversity of learning venues. The home, the working place, the professional organisation and the office, all may become colleges. Learners follow a pattern of micro-choice.

5.1.2.2 Educational institutions, outsourcing and specialisation

Schools will buy learning packages of others, private and public (insourcing) and they will combine those with their own offerings. They will sell their own educational packages to others (outsourcing). This goes further than and is different from mere co-operation. Each institution will gradually concentrate on its own specific core competency and sharply define its identity and no longer try to cover all grounds of a learning programme. Learners will learn in learning networks, rather than in one school.

5.1.2.3 Internationalisation

These strategic alliances will have an international character. This will mean that parents and learners will choose certain parts of their learning arrangements from institutions all over the world and consequently that institutions will serve students all over the world, according to their particular core competencies. Internationalisation will thus stretch further than exchange of students and staff and co-operation programmes.

5.1.2.4 Institutions will open to other life worlds and community projects

Schools will get more and more involved in projects in the outside world, aiming at some sort of negotiated improvement. Firms and public institutions will increasingly look for partners in fulfilling their particular learning needs and focus on concrete improvements, not on delivery of courses. For example: the network society assumes free access for all to learning and ICT facilities. There is a risk that part of the population will not have access to learning facilities. Governments will certainly want to make sure that this will not happen and put pressure on educational institutions to make sure that this risk is as small as possible. This will mean that governments and community councils will contract educational institutions that concentrate on projects that guarantee access to the learning space of under-privileged groups.

5.1.2.5 Quality management

Quality management of educational institutions will increasingly focus on three issues:

· Strategic human resources management. 
This may include hiring a certain variety of competencies, stimulating learning of staff by ICT, extra financial payment for those who contribute to the innovation of specific areas etc.

· Orientation towards consumers and “users”. This may include use of client-information to improve offerings and the addition of information services (e.g. access to databases, access to e-mail) to learning offerings.

· Knowledge-management. This may include development of new offerings on the basis of existing know-how, an organised way of sharing tacit knowledge, measuring intangible assets etc.

5.1.3 Learning content and methods

5.1.3.1 Innovation-competencies in real-life contexts

Learning of specific subject related competencies, will be extremely important. But learners should learn those competencies in a real life mode-2 client-led context. This may be accomplished in some sort of strategic alliance of schools with innovative firms or networks. A better balance between knowing, doing, being and living together (Delors, 1996) will be increasingly important.

5.1.3.2 Less emphasis on assessment of individual outcomes

Where knowledge production in teams and networks is getting more important, team-results might increasingly count for assessment; individual assessment might be more related to context and prospects. Examinations will be less standardised. Portfolio’s of achievements in team-settings and the results of those teams and reports from assessment centres will be more important than fixed diploma’s. Qualifications will more often be acquired at the workplace than in formal courses.

5.1.3.3 ICT at home and in the street

Schools are trying hard to keep up with the use of ICT. However: the use of ICT within the more traditional culture of schooling might not contribute much to empower students for the knowledge society. Such integration of ICT in learning is not more than using the telephone in stead of fires on the top of hills to communicate information. Perhaps should learning-policies not so much be focused on the use of ICT in schools as well as on ICT on street-corners, in homes, built into products etc. That is where the big challenges are. But this will require a completely different way of organisation of educational facilities.

Of course, schools should make use of modern technologies where that is functional to its purposes. However, the challenge for the use of ICT for education will be to make learning more productive, efficient and useful than it is in traditional settings. This is a normal criterion for the introduction of technologies in processes and this criterion should also apply to educational contexts. There is some evidence about gains in productivity in training and adult learning, it remains to be seen for primary and secondary education.
 The development of such devices for learning will demand concentrated investment. It seems to me that that will be impossible from within schools. Breakthrough seems only possible in partnerships with capital and knowledge from private ICT companies.

5.1.4 Teachers in the knowledge society

There is no doubt that the role of teachers will change considerably. Such changes may include:

5.1.4.1 Diversification of teachers, specialisation in educational competencies

Teachers will specialise. Some will concentrate on coaching and moderation of learning processes of students, others on learning with multimedia and tele-learning. People from outside (external experts) will increasingly be involved in selected educational arrangements. Practical experience in fields outside education will be required for many in the teaching profession.

5.1.4.2 Partnerships of educational entrepreneurs

Competent staff will not longer work in one school alone. They will apply their competencies in different workplaces including universities, multi-media production centres, local TV stations, community learning centres, home-teaching, in-company-training etc. This may be arranged in parallel (several part-time jobs at the same time) or one after each other. These professional educational entrepreneurs will organise themselves in partnerships that may allocate their expertise to different settings, including schools.

5.1.4.3 Vision, motivation, a sense of direction

There is increasingly pressure on schools to produce results. However, productivity is basically a matter of motivation, commitment and feeling a sense of direction of staff. This is even more important in a time of transformation, with its inherent uncertainties. A school that wants to adapt to the network society needs an organisational culture that cares for the right motivation, commitment and sense of direction. Probably, this kind of leadership can only come from people from outside.

5.1.4.4 Knowledge Space for staff

The knowledge society puts heavy demands on education. Teachers, school leaders and school councils feel this pressure all the time and often it makes them unhealthy. Partly with right and reason! Their nurture falls short. A modern knowledge system for education does actually not exist. Comparison of knowledge systems in different systems makes this very clear.

In the end of the sixties started the big innovations in education. There was a strong belief that educational research could provide the knowledge base for those innovations. We are beginning to understand that this is not true. A very large part of the knowledge base for education is embedded in the day-to-day experience of teachers and in their informal interactions. The problem is that they do very little to develop it further in order to improve the performance of the organisation, to improve quality and to make this tacit knowledge available to others. 

David Hargreaves wrote inspiring about this problem. He thinks that “Mode-2” (Gibbons, 1995) knowledge production is far more appropriate for the educational knowledge base than traditional academic research. In this context, he introduced the concept of the “knowledge creating school”. I am myself involved in similar initiatives in the Netherlands (Van Aalst, 1999). An important role is there for networking between teachers, were electronic means help in improving the quality of interactions and embedding it in organisations.

5.1.4.5 Challenging tasks for faculties of education

All this may lead to new and challenging new agendas for faculties of education.

To suggest a few:

· Creating a Learning Space for teachers. Such a Learning Space will be built upon practical experience of teachers and school leaders.

· Creating opportunities for learning in other places than schools (ICT in the homes and streets).

· Quality (standards) of learning arrangements in co-operation with professional organisations. In a later stage this may be expanded to methods of teacher assessment.

· Participation in International projects for improving education in the developing world e.g. World Bank projects.

· Involvement in community learning projects and community schools. 

6 Change and educational policies for the future

We have seen how values of the beginning of the 19th century are embedded in current school systems. Our educational systems belong to the big successes of the industrial period, together with the industrial development and the creation of national bureaucracies (in the positive sense of the word). The educational system is one of the strongest institutions of western European societies, as they have developed from the beginning of the 19th century.

As values change, institutions start trying to adopt new ways of working, in order to accommodate the changes. Only after quite some time, as the external pressure becomes too high, new institutions are created to assimilate the new sets of values, and often they are created by new players in the market
. In European countries, one can see that European countries are in the phase of accommodation. There are only little initiatives to develop new institutions. Educationalists will try a lot to keep the system functioning, because they are bound to robust institutions. This explains the orientation of most politicians towards the re-schooling scenarios as identified by the OECD.

However, I have argued that the “invariants” of the system, such as selection, standardisation, the academic and reflective culture and the narrow ties with the state bureaucracy may be less effective in the network society. The network society may confront the educational system with its own limits. Problems in the future may not yet felt very clearly. For example: the new knowledge is quite uneasy for schools and bureaucracies, where they rely heavily on codified written documents as curricula, standards and textbooks, where knowledge in the network society is far more complex and embedded in societal structures and services. However, as long as schools are rather closed systems, this mismatch is not really felt.

Given the strong bonds between state-bureaucracies and the robust model of schooling, it cannot be expected that governments are leading in creating new institutions that are based in the new sets of values. Only after the pressure has increased too high, they will probably follow. As a consequence, large scale innovations of the main stream of schooling and educational policies are probably increasingly ineffective.

One might ask whether all the energy that goes in educational change is well pointed. Tapscott (1995, p 30) describes three phases of change in institutions that want to keep up with the knowledge society: Quality Improvement, Restructuring and Transformation (see appendix III). Many educational reforms of this moment are still in the phase of quality-improvement. They others have still to come!

What we need for transformation are practical examples of innovative learning, which operate out of the frames of industrial schooling, embrace modern values of knowledge productivity, identity and social texture and globalisation. Learning arrangements that operate with interesting partners from society and with active participation of youngsters. Such practical experience needs to go along with ongoing trend-analysis and scenario workshops, both on the macro and on the micro level. This has to be a matter of not only educationalists. Educational expertise will be increasingly important, but it will find its working area in society at large, not (only) in schools.
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Appendix I: DRIVING FORCES 

Taken from:

· AALST, HANS F. VAN (1998): Driving forces behind Schooling for Tomorrow. Four Cases: Japan, Nordrhein Westfalen, Japan, The Netherlands. Annex to the OECD/CERI document Learning and Schooling in the Knowledge Society. Report of the Scheveningen Seminar. CERI/SFT(98)8. OECD Publications,

Introduction

What do leading educationalists and policy advisers feel to be the major trends in the society that will influence schooling for tomorrow? In order to get a sense of such "Driving Forces" behind educational policies, I have examined findings and recommendations of four recent initiatives to (re)shape education for the 21st century: Japan, Nordrhein-Westfalen (Germany), Ontario (Canada) and the Netherlands.

Driving Forces are rather sure and documented developments in society (trends) with (perceived) high impact on schooling. The Driving Forces that were identified in each study show considerable overlap, and they contradict each other in a few cases. The following categories emerge: work and business; prosperity and well-being; demographic factors; lifestyles and social bonds; values; knowledge; new technologies and media; internationalisation. It is clear from the four studies that identification of Driving Forces is seen as a valuable tool for development of educational policies. Taking this as a given, several questions can be asked about the way in which such Driving Forces are identified and how they can be used for arriving at policy-decisions. Do Driving Forces confirm the status-quo? Are they recognised too late? Do they suggest certainty where the future is uncertain? Such issues are also discussed in this chapter.

A note on the methodology 

The basis for this exercise are studies about education, not about changes in society, to explore which trends are perceived to have strong impact on education. The trends identified are those that can be described as "Driving Forces". It has used written reports, representing more firmly agreed and confirmed trends. While relevant knowledge is more often in heads and "communities of practice" than in written documents, this might refer to more insecure trends, which reside in personal ideas and informal communication. The paper is based on initial reports. Arguably, they reveal more clearly the trends that experts perceive than when their ideas are ripened from confrontation with the realities of policy-making. However: such reports do not reflect the actual policies in the countries. What happened after the initial reports were published, information on implementation of the ideas and recommendations in these reports, would be interesting to investigate. The selection of the four countries has a degree of arbitrariness, though made to give a spread over the Asian, American and European continents.

Compiled list of Driving Forces

The following Driving Forces were identified in the four studies:

1 Work and business

· There is a shift between sectors. The service, media, environmental and fashion industries grow.

· More important than the shift between sectors is the change of structures within sectors and within individual business firms. There is a need for flexible specialisation, top-quality, quick reaction time to market changes, reliable delivery time, service, innovation and marketing. Countries are being called upon to create new frontiers. It is no longer sufficient simply to supply good-quality products. 

· The greatest potential for growth of employment is, paradoxically, both in well-paying professional occupations requiring relatively few people with high levels of education and in poorly-paying service occupations requiring low levels of education and employing large numbers of people, often in part-time work. The chances for highly qualified and well-paid jobs are evident. At the same time, there is a risk of an increasing group of low qualified people, constantly threatened with unemployment.

· The unemployment rate will stay high, even with the most optimistic projection of economic growth. As unemployment becomes increasingly a part of life, it will become less related to individual characteristics.

· Positions and functions with long-standing defined job-descriptions are bound to disappear. Such features as life-time employment and seniority-based promotion are now being shaken. Flexible combinations of people with different skills will take over. Communications with clients and suppliers are increasingly important. The traditional boundaries between self-employed and employed work will blur. Tele-work and different frameworks for "time on work" will grow. Working time and business time will no longer be the same. Part-time work will increase. However part-time work is currently confined to lower-qualification areas and it is more risky in terms of social security and employment. Taken together: insecurity increases.

· New technologies will be part of most if not all of work. Fluency in the use of these technologies will be as basic as reading, writing and calculus. The operation of these technologies, however, will not be the most difficult part. The main challenge lies in the understanding of highly complex application systems, and the control over the logistics of such systems and the navigation within them.

2
Prosperity and well-being

· There is a decline in economic well-being of many families; poverty stays a real problem.

· Large numbers of citizens will no longer be able to participate in society and will in a sense drop out from it.

· Unprecedented numbers of children have problems in their home lives, which makes coping at school more difficult.

· The deepening seriousness of environmental problems has again made us aware of the finite nature of this earth and put in question the life-style of modern civilisation, involving mass production, mass consumption and mass disposal of waste. Pollution problems associated with urban lifestyles, including air, noise and water pollution as well as waste disposal are major issues.

· In terms of physical strength and sporting ability, there has been a noticeable improvement in agility of children, but on the other hand there is a general tendency toward a lowering of standards in such areas as the ability to react quickly, muscular strength, endurance and flexibility.

3
Demographic factors

· There is a rapidly declining birth rate and an ageing society; children are increasingly a relatively small part of the population.

· The percentage of working people will fall.

· Families are more likely to have come from other countries and other cultures; immigration increases. People living together from different cultural background will be normal. At the same time, the acceptance of this multiculturalism in parts of society, including young people is not self-evident.

4
Life styles and social bonds

· School is a part-time job for most children. The youth culture has a variety and complexity that few adults ever fully grasp, or even seem to remember. Young people as such may not have changed, but the world in which they operate certainly has. Their lives are vastly more complicated today then they were in the past.

· The educative function of both the home and the local community has decreased. This process of externalising the original functions of the home and the community is closely connected with the very structure of modern society including advancing urbanisation, a decrease in population in rural areas and a loosening of feelings of solidarity in local communities. This does not only affect the education of children, but involves a wide range of problems in the lives of the people. Both factors create pressures for schools to expand their role, either directly or in partnership with community groups.

· Relations between children and adults have changed. They are more often based on negotiation between different world-perceptions and avoidance of conflicts. Peer groups are important at an increasingly younger age for the self-image of young people. Although peer groups provide social bonds, there is also a strong competition within them.

· There are less direct control and more indirect external control mechanisms. This goes together with an increase of self-management and self-control. There are great differences between children in meeting this increased need.

· There is a marked increase in the amount of time taken up by virtual or indirect experiences. Many children today live in an atmosphere of material affluence and convenience, but at the same time they lead very busy lives, in which a significant amount of time is taken up by school life and by study. There is noticeable insufficiency of direct or natural living experience and a lack of social experiences or daily life experiences; children's ability to form relationships is weakening.

· Children lose their play- and action-grounds, especially in cities. They organise their own - rather isolated - activity-centres.

· The transition from youth to adulthood is less clear. Sexuality and partnership seem to be taking place earlier, the founding of families and vocational life later. Youngsters live in two cultures - of youth and adulthood - at the same time. Criteria for the transition to adult life seem to be the participation in consumptive, cultural and political life.

· Gender-roles are changing and demand new orientations.

· The current trend towards more individualisation will continue, but it will be combined - more than in the past - with a search for new arrangements, which provide bonds. People will increasingly value local issues. Globalisation, the need for security and the need for autonomy will nourish this attention.

· Youngsters as adults take profit from the chances coming from the individual way in which they can shape their future. At the same time, they share the connected burden in terms of difficulties with orientation, social insecurity and psychological irritation. 

· The variety in styles of living and social connections will increase. The family will have its place, but a wider variety is to be expected. Children will grow up in situations that will increasingly be different from each other. Individuals will have to function in a wide variety of contexts, which demand high levels of communicative competencies.

· Differences between people will increasingly be tolerated and we will learn how to deal with those differences.

· Bullying and refusal to attend school are increasing. There have been successive cases of suicides for which bullying can be presumed to be the cause.

5
Values 

· Many of the values that are supposed to hold society together are no longer clear or universally supported. Consensus about moral values seems to disappear, as well as about the relationship between values and education. The institutions that are supposed to inculcate these values - above all religious groups and the family - are often devalued. At the same time, questions about meaning, values and norms are increasingly being asked. Adults tend to have problems with the ethical views held by children.

· There are growing tensions between entitlements and experiences. There are high levels of affection within families, while at the same time families are separating. The importance of social action is clear, at the same time the possibilities for social action decrease. The culture of understanding (in families, partly in peer groups and schools) is more and more in conflict with purpose- and interest-oriented behaviour in business, work and politics. In certain cultures of youngsters there is a growth in possibilities and exploitation of technological progress while at the same time youngsters recognise the dangers of uncontrolled growth of technology.

· Children have a positive attitude towards international exchange and a strong desire to make a contribution to society through participatory activities.

· A large number of children find school life enjoyable, but there is a tendency for the satisfaction to decrease as the children progress upwards through the levels of schooling.

· Together with economic growth and rising living standards, a life-style develops with little leisure and with a constant feeling of being spurred on by something. It is in this context that people have gradually come to seek a range of different values and self-realisation, such as room to grow and a rich sense of humanity. There is increasing awareness of the need for emotion and affection in human relations.

6
Knowledge

· A great deal of knowledge is now treated as uncertain, tentative, and changeable, rather than as definite, given, and permanent. Many youngsters see the ecological crisis and problems of health as threatening and they do not see adults as having solutions available.

· The very quantity of new information is itself bewildering and destabilising. The criteria for being a literate or knowledgeable citizen are not self-evident.

· Changes in vocation seem to make the marketability of qualifications earned at schools less sure and the content and skills learned in schools less useful; Vocational biographies do not often fall in the traditional pattern. Yet, youngsters still attach first priority to school-level and vocational position in their thinking about the future.

· Science and technology are likely to continue to accelerate. Further developments can be anticipated in such areas as life at the molecular level, the structure of matter at atomic level and the origins of the universe. As science and technology becomes more sophisticated, detailed and specialised, they will also become more difficult for people to understand; The drift away from science and technology is not clearly understood, is it a general drift from intellectual activity or something else?

· According to parents, children are more sensitive to changing fashions and better with machines.

7
New technologies and media

· The media exercise a strong influence on the socialisation of children; there are problematic consequences, but also fascinating and highly motivating opportunities. ICT will lead to great changes. Global two-way exchange of information comprising a fusion of text, images and sound becomes possible. However, the direction and form of those changes is mostly unpredictable and generates many uncertainties. This makes it difficult to react to or anticipate those changes.

8
Internationalisation

· Economic, social and cultural exchanges and a gradual deepening of interdependence in international links (energy, global environment, population, armed conflicts) will develop further and grow in complexity. Developmental problems of our world can only be solved by international co-operation. There will be increasingly strong calls to make contributions to global environmental and energy problems. Many areas can also be seen as experiencing a rise in international friction, tension and competition.

Appendix II. Taking Action On Lifelong Learning: Six Key Messages

Summary of the Communication on Life Long Learning from the European Commission as used for the EfVET Consultation process.

Key Message 1: New basic skills for all
Objective: Guarantee universal and continuing access to learning for gaining and

renewing the skills needed for sustained participation in the knowledge society

An essential foundation for active citizenship and employability in 21st century Europe. Economic and social change demands a re-profiling of basic skills offering a minimum entitlement, enabling active participation in working, family, and community life. The new basic skills included in the Lisbon European Council conclusions (paragraph 26) are IT skills, foreign languages, technological culture, entrepreneurship and social skills. This list does not suggest literacy and numeracy are no longer important. This list specifies broadly defined areas of knowledge and competence, which are interdisciplinary: learning foreign languages, for example, involves acquiring technical, cultural and aesthetic capacities for communication, performance and appreciation. General, vocational and social skills increasingly overlap in content and function.

As a starting-point for discussion:

This Memorandum defines new basic skills as those required for active participation in the knowledge society and economy – in the labour market and at work, in real-time and in virtual communities and in a democracy, and as a person with a coherent sense of identity and direction in life. 

Some of these skills – such as digital literacy – are genuinely new, whereas others – such as foreign languages – are becoming more important for many more people. Social skills such as self-confidence, self-direction and risk-taking are also increasingly important, because people are expected to work autonomously. Entrepreneurial skills release capacities both to improve individual job performance and to diversify company activities; they also contribute to job creation, both within existing enterprises – especially SME’s – and for self-employment. 

Learning how to learn, to adapt to change and to make sense of vast information flows are now generic skills that everyone should acquire.  Employers are seeking greater adaptability within their workforce.

A solid command of these basic skills is crucial for everyone, but it is only the beginning of a continuum of learning throughout life. Today’s labour markets demand ever-changing profiles of skills, qualifications and experience. Skill gaps and mismatches, particularly in ICT, are widely recognised as a significant reason why unemployment levels are persistently high in particular regions, industrial branches and for disadvantaged social groups. 

Those who have not been able, for whatever reason, to acquire the relevant basic skills threshold must be offered continuing opportunities to do so.  Member States’ formal education and training systems – whether initial, further/higher or adult/continuing – are responsible for ensuring that every individual acquires, updates and sustains an agreed skills threshold. Non-formal learning domains also have a very important role to play.  It requires high quality learning experience and outcome for all. It equally demands continuous review of basic skills reference levels, so that what is educationally provided matches what is economically and socially needed.

Key Message 2: More investment in human resources

Objective: Visibly raise levels of investment in human resources in order to place priority on Europe’s most important asset – its people

The Lisbon European Council conclusions set clear aims for all concerned to increase the annual per capita investment in human resources, and the Employment Guidelines (13, 14 and16) invite Member States to set corresponding targets. This means not only that current investment levels are regarded as too low to ensure the replenishment of the skills pool, but that it is necessary to re-think what counts as investment altogether. Taxation regimes, accounting standards and company reporting and disclosure requirements in the Member States differ.

One way forward could be for Social Partners to establish framework agreements on lifelong learning generally, setting targets for continuing training (based on best practice) and introducing a European award for particularly progressive companies. There is equally a need to make investment in human resources more transparent.

At individual level, however, incentive measures must be more fully developed. The idea of individual learning accounts is an example, where people are encouraged to contribute to the cost of their own learning through special savings and deposits that attract matching or supplementary grants and benefits from public and private funding sources. Company schemes that give employees an amount of time or money to pursue learning of their own choice or agreed to be vocationally relevant is another example.

In some Member States, rights to subsidised study leave have been negotiated for employees, and the unemployed, too, have rights to training opportunities. There are, furthermore, examples of companies that provide opportunities for employees on parental leave to participate in skills updating courses during their leave period or before they return to work again. As far as workplace-based or work-related learning is concerned, particular attention will have to be paid in the coming decade to those aged over 35.  Demographic trends will increase the strategic importance of older employees. Participation in continuing education and training also currently falls off sharply for older workers, most especially for the less qualified and those in lower level jobs.

Employers have registered a rising demand to move to part-time contracts in order to pursue further studies. This is difficult to organise although levels of voluntary part-time working vary markedly between Member States – room for exchange of good practice clearly exists. More generally, the Social Partners have an important role to play in negotiating agreements for co-funding of learning for employees and more flexible working arrangements, that make participation in learning practically feasible. Investing in human resources is therefore also question of enabling people to manage their own ‘time-life portfolios’ and making a wider range of learning outcomes more visible for all concerned. Creative and innovative approaches to investing in human resources are an integral part of developing learning organisations.

Whatever the particular measures devised in individual Member States, industries, occupational sectors or individual companies, the important point is that raising investment in human resources requires moving towards a culture of shared responsibilities and towards clear co-financing arrangements for participation in lifelong learning.
Key Message 3: Innovation in teaching and learning

Objective: Develop effective teaching and learning methods and contexts for the continuum of lifelong and lifewide learning

As we move into the Knowledge Age we increasingly expect teaching and learning methods and contexts to recognise and adapt to a highly diverse range of interests, needs and demands, not only of individuals but also of specific interest groups in multicultural European societies. This implies a major shift towards user-oriented learning systems with permeable boundaries across sectors and levels. 

Enabling individuals to become active learners implies both improving existing practices and developing new and varied approaches to take advantage of the opportunities offered by ICT and by the full range of learning contexts.

Quality of learning experience and outcome is the touchstone. But little effective change and innovation can take place without the involvement of professionals in the field, who are close to the learner.  ICT-based learning technologies offer great potential for innovation in teaching and learning methods.  These must be embedded in ‘real time’ contexts and relationships between teachers and learners. New methods must also take account of the changing roles of tutors and teachers who are separated from their students by distance and time.  Furthermore, most of what our education and training systems offer is still organised and taught as if the traditional ways of planning and organising one’s life had not changed for at least half a century. 

Learning systems must adapt to the changing ways in which people live and learn their lives today. This is especially important for achieving gender equality and catering to an increasingly active ‘Third Age’ citizenry. We still know and share too little, for example, about how to generate productive self-directed learning, whilst remembering that learning is ultimately a social process; how senior citizens best learn; how to adjust learning environments to enable integration of the disabled; or what the potential for mixed-age learning groups could be for cognitive, practical and social skills development. 

Improving the quality of teaching and learning methods and contexts will mean significant investment by Member States to adapt, upgrade and sustain the skills of those working in formal and non-formal learning environments, Education and training practitioners work in a wide variety of establishments and with very different kinds of learners. Quite often, the fact that their work has to do with teaching and learning goes unrecognised – including by themselves, as in the case, for example, of those working in youth organisations. This all means, above all, thoroughgoing review and reform of initial and in-service teacher training, so that it genuinely caters to the full range of learning contexts and target groups.

Teaching as a professional role faces decisive change in the coming decades: teachers and trainers become guides, mentors and mediators. Their role is to help and support learners who take charge of their own learning.  The capacity and the confidence to develop and practise open and participatory teaching and learning methods should therefore become an essential professional skill for educators and trainers, in both formal and non-formal settings. Active learning presupposes the motivation to learn, the capacity to exercise critical judgement and the skill of knowing how to learn. The irreplaceable heart of the teaching role lies in nurturing precisely these human capacities to create and use knowledge.

Key Message 4: Valuing learning

Objective: Significantly improve the ways in which learning participation and outcomes are understood and appreciated, particularly non-formal and informal learning

In the knowledge economy, developing and using human resources to the full is a decisive factor in maintaining competitiveness. In this context, diplomas, certificates and qualifications are an important reference point for employers and individuals alike on the labour market and in the enterprise. The rising demand for qualified labour by employers and increased competition between individuals to gain and keep employment is leading to much higher demand for recognised learning than ever before. How best to modernise national certification systems and practices for new economic and social conditions has become an important policy and professional issue in all parts of the Union. 

Education and training systems provide a service to individuals, to employers and to civil society as a whole. Ensuring that learning is visibly and appropriately recognised is an integral element of the quality of service that is provided. For an integrated Europe, both an open labour market and citizens’ rights to free movement to live, study, train and work in all Member States demand that knowledge, skills and qualifications are both more readily understandable and more practically ‘portable’ within the Union. Valuable progress has been achieved in transparency and mutual recognition agreements, especially in the higher education sector and for regulated professional and technical occupations.

There is broad consensus, however, that we need to do much more in this area for the benefit of much wider segments of the population and the labour market. Explicit recognition – in whatever form – is an effective means to motivate ‘non-traditional learners’ as well as those who have not been active in the labour force for some time due to unemployment, family responsibilities or illness. Innovative forms of certification for non-formal learning are also important for widening the recognition spectrum altogether, regardless of the type of learner at hand.

It is absolutely essential to develop high quality systems for the Accreditation of Prior and Experiential Learning (APEL), and to promote their application in a wide variety of contexts.

Employers and admissions tutors in education and training institutions also need to be persuaded of the worth of this kind of certification. APEL systems evaluate and recognise individuals’ existing knowledge, skills and experience gained over long periods and in diverse contexts, including in non-formal and informal settings. The methods used can uncover skills and competencies that individuals themselves may not have realised they possess and can offer to employers. The very process requires the active participation of the candidate, which in itself raises individuals’ confidence and self-image.

Diverse national terminology and underlying cultural assumptions continue to render transparency and mutual recognition a hazardous and delicate exercise. In this area, recourse to technical expertise in designing and operating reliable and valid recognition systems is essential. This must be accompanied by greater involvement of those who ultimately validate credentials in practice and who are closely familiar with the ways in which individuals and enterprises use credentials in everyday life. The Social Partners and relevant NGOs are therefore no less important than are official authorities and professional educators.

Key Message 5: Rethinking guidance and counselling

Objective: Ensure that everyone can easily access good quality information and advice about learning opportunities throughout Europe and throughout their lives

In the past, moving between education, training and the labour market happened only once in most people’s lives – as young people, leaving school or university to find a job, perhaps with one or more periods of vocational training in between. Today, we may all need information and advice on ‘what to do next’ at several times in our lives, and perhaps quite unpredictably.

This is an integral part of planning and carrying through a life project as an ongoing process, in which paid work is but one component, however important that might be. Weighing up the options and making decisions certainly demands relevant and accurate information, but professional advice can frequently help to clarify one’s mind.

In this context, a new approach is needed which envisages guidance as a continuously accessible service for all, and which overcomes the distinction between educational, vocational and personal guidance, and which reaches out to new publics. Living and working in the knowledge society calls for active citizens who are self-motivated to pursue their own personal and professional development. This means that systems of provision must shift from a supply-side to a demand-side approach, placing users’ needs and demands at the centre of concern.

The practitioner’s task is to accompany individuals on their unique journey through life, by releasing motivation, providing relevant information and facilitating decision making. This includes developing a more proactive approach – that is, reaching out towards people rather than simply waiting for them to come for advice, and following up on progress made. It also includes taking positive action to prevent and recoup failure to learn and drop-out from education and training courses.

The future role of guidance and counselling professionals could be described as ‘brokerage’. With the client’s interests in the forefront, the ‘guidance broker’ is able to call on and tailor a wide range of information in order to help decide on the best course of action for the future. ICT/Internet-based sources of information and diagnostic tools open up new horizons for improving the range and the quality of guidance and counselling services. They can enrich and extend the professional role, but clearly cannot replace it – and the new technologies bring new potential problems to resolve. For example, guidance and counselling practitioners will have to develop high-level capacities for information management and analysis. They will be called upon to assist people to find their way through the information labyrinth, helping them to search out what is meaningful and useful for their own needs. In a globalised universe of learning provision, people will also need guidance on the quality of what is on offer.

For all these reasons, guidance and counselling services must move towards more ‘holistic’ styles of provision, able to address a range of needs and demands and a variety of publics. It is self-evident that such services must be locally accessible. Practitioners must be familiar with the personal and social circumstances of those for whom information and advice is provided, but must equally know the profile of the local labour market and employers’ needs. Guidance and counselling services also need to be linked more firmly into networks of related personal, social and educational services. This would enable the pooling of specific expertises, experiences and resources.

In recent years, it has also been increasingly recognised that a good deal of information and advice is sought and found through non-formal and informal channels. Professional guidance and counselling services are beginning to take these factors into account, not only by developing networks with local associations and voluntary groups but also by designing ‘low threshold’ services in familiar settings. These are important strategies for improving access for highly disadvantaged target groups.

Traditionally, guidance and counselling have been provided as public services and were originally designed to accompany initial transitions between school and the labour market.

Over the past thirty years, market-based services have mushroomed, especially for the highly qualified. In some Member States, many guidance and counselling services are wholly or partially privatised. Companies themselves have also begun to invest in guidance services for their employees. Nevertheless, it remains the responsibility of the public sector to set agreed minimum quality standards and to define entitlements.

Key Message 6: Bringing learning closer to home

Objective: Provide lifelong learning opportunities as close to learners as possible, in their own communities and supported through ICT-based facilities wherever appropriate

Regional and local levels of governance have become increasingly influential in recent years in line with intensified demand for decision-making and services ‘close to the ground’. The provision of education and training is one of the policy areas destined to be part of this trend – for most people, from childhood through to old age, learning happens locally. Local and regional authorities are also the ones that provide the infrastructure of access to lifelong learning, including childcare, transport and social welfare services. Mobilising the resources of regional and local authorities in support of lifelong learning is therefore essential. Equally, civil society organisations and associations have their strongest roots at local level, and typically possess vast reservoirs of knowledge and experience about the communities of which they are part.

Cultural diversity is Europe’s distinctive trademark. Particular localities may have different characteristics and problems, but they all share a unique distinctiveness of place and identity. The familiar distinctiveness of people’s home community and region gives confidence and provides social networks. These resources are important for lending meaning to learning and for supporting positive learning outcomes.

Varied and locally accessible lifelong learning opportunities helps to ensure that people are not compelled to leave their home region to study and train – although they should equally be able to choose to do so, and the experience of such mobility should be a positive learning experience in itself. For some groups, such as the disabled, it is just not always possible to be physically mobile. In such cases, equal access to learning can only be achieved by bringing learning to the learners themselves. ICT offers great potential for reaching scattered and isolated populations in cost-effective ways – not only for learning itself, but also for communication that serves to maintain community identity across large distances. More generally, ‘round-the-clock’ and ‘on-the-move’ access to learning services – including on-line learning - enables everyone to use their learning time to best advantage, wherever they may physically be at a given moment.

Densely populated urban areas, for their part, can weld multiple partnerships from a hub of diversity, using lifelong learning as the driver for local and regional regeneration. The city, meeting-point of constantly changing groups and ideas, has always been a magnet for innovation and debate. Urban environments brim over with learning opportunities of all kinds, from everyday street life to fast-paced enterprises and for young and old alike. Villages, towns and cities have also already built up a range of contacts with partner communities across Europe through town-twinning programmes and activities, many of which are supported with Community funding. These activities provide a basis for transnational co-operation and exchange between communities and localities that have a range of similar characteristics and problems to resolve, and which therefore offer a natural platform of interest for non-formal learning initiatives. ICT expands these opportunities by creating the possibility for virtual communication between local communities physically far apart.

Inclusive partnerships and integrated approaches are better able to reach (potential) learners and respond coherently to their learning needs and demands. Incentive schemes and other support measures can encourage and support a proactive approach to lifelong learning both by individuals themselves and by cities and regions as co-ordinating contexts. Bringing learning closer to home will also require reorganisation and redeployment of resources to create appropriate kinds of learning centres in everyday locations where people gather – not only in schools themselves, but also, for example, in village halls and shopping malls, libraries and museums, places of worship, parks and public squares, train and bus stations, health centres and leisure complexes, and workplace canteens. 

Appendix III: Phases  of change in the knowledge society

	Differences among quality-improvement, reengineering and transformation.
(after Tapscott, 1995 p. 30)

	
	QUALITY
	REENGINEERING
	TRANSFORMATION

	Goals
	Reduce defects
	Streamlining, cost displacement and cost avoidance
	Value creation, new product/services delivered through new distribution channels to new markets

	Context
	Globalisation, new international competition, changing customer expectations
	Pressures from the emerging economy for desaggregation, responsiveness and strategic efficiencies
	Rise of the digital economy, the national information infrastructure, new drivers for innovation

	Targets
	Incremental
	Breakthrough
	Breakthrough

	Approach
	Continuous improvement
	Greenfield – start from scratch
	Envisioning the future, modelling today, gap analysis and migration plan

	Investment required
	Relatively low
	High (management attention, work redesign effort, information systems)
	High (management and all other personnel involved, migration to enabling info-structure)

	Impact
	Long-term
	Short- and middle-term
	Short- middle-, and long-term

	Success rate of those undertaking
	High
	Low
	Moderate

	Domain
	Product
	Process
	Enterprise, extended enterprise

	Competitive differentiation
	No
	No
	Yes


· TAPSCOTT (1995): The Digital Economy. New York
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� This proposition has been elaborated in ARO (1994) (In Dutch)


� A discussion paper as used by NGO’s to organise the discussion around the memorandum reflects the issues under stake. It is attached as Appendix II.


� This point has been elaborated in Van Aalst (1996).


� OECD (1997): Information Technology Outlook. OECD, Paris.


� I use the terms accommodation and assimilation on purpose, to draw the parallel with the use of these terms by Jean Piaget. Piaget showed that people try to accommodate their existing knowledge structures as long as possible to new observations. Only if the contrasts become too high, they have to change their cognitive structure.
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