Appendix D

Creating Lifelong
Learning Communities

A New Way of Thinking About Education

The Need for a New Way of Thinking

Perceptive observers of modern civilization have been exhorting for some

time now that the nineteenth-century model of education, on which our con-
temporary educational enterprise is based (and seemingly frozen into) is no
longer functional in a world of accelerating change. Witness:

Alfred North Whitehead pointed out in 1931 that it was appropriate to define
education as a process of transmitting what is known only when the time-span of
major cultural change was greater than the life-span of individuals, Under this
condition, what people learn in their youth will remain valid and useful for the
rest of their lives. But, Whitehead proposed, “We are living in the first period in
buman history for which this assumption is false . . . today this time-span is con-
siderably shorter than that of human life, and accordingly our training must pre-
pare individuals to face a novelty of conditions,” Education must, therefore, now
be defined as a lifelong process of continuing inquiry. And so the most important
learning of all-for both children and adults—is learning how to learn, acquiring
the skills of self-directed inquiry. [Whitehead, 1931, Pp- viii-xix)

Donald A. Schori proposed in 1971 in his classic work, Beyond the Stable

State, that most of our current social institutions, including those of gover-

* A working paper prepared for the UNESCO Institute for Education, Janu-

ary 1983, by Malcolm S. Knowles.
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i i ble state of the last cen-
i ed during the relauvely.sta ;
oty o ag(ihe:rzztrfz;e?earedrg to maintaining stability, but that we a;: lelsc?w in
;nmirin of instability which requires a very different set of assumptions:

1. The loss of the stable state means that our society and all of its insuttgigx;st;re:
. in continuing processes of transformation. We cannot expect new s
i ven for our lifetimes. ]
%t v:sl:: minderstand, guide, inflnence, :fnd manage these n'ansforlrxs
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institutions. ‘ o
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. fi institutions, for our society as a whole, is to'leam' . 'c:ammnS ng.
WorhaouF the nature,of the process by which organizations, psntuuoffe,cﬁve
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; ing systems? What are the forms and limits ofkuowledgethatcanape:_
zr::intl%inyprooesm of social learning? What demands are made upon a pe
:on who engages in this kind of learning? [Schon, 1971, p. 30]

FEdgar Faure and his associates on the International Con:lu{ssaogl; gnﬂ::f ‘g:r

elopment of Education established by UNESCO,‘observ . in v s tyme
:heofl':rst time in history, education is now engaged in Qrep::ﬁ m: 1 for & type
of society which does not yet exist.” The Commlssm:d ” :nal e o
recommendations for the reorganization of our glol?al ucal | enterprise
around t;e concept of lifelong learning. Its concluding recommen

follows:

imited in ti “ "} and confined in

of education limited in time (to “school age ; fined in

oy (ctgns?lrc:ol buildings) must be superseded. School educa;z:a 21;;1 o re

pard an end but as the fundamental component of total wcation "

.garded_not.as ludes both institutionalized and out-of-school education. pro%cl)e

l?y’ Wt;’l‘:el:hl;:tional activity should be deformalized and replawd. by fl;l:!(;h i;

tlfm o'f' ed models. Excessive prolongation of compulsory schoohngt: c\:mual
gle‘;e:::i :>ertam cou;m'ies’ capacities, must be avoided. The extension o
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training will more than compensate for the shorter average duration of initial
studies. Briefly, education must be conceived of as an existential continuum as
long as life. [Faure, 1972, p- 233]

Samuel Gould, chairman of the Commission on Nontraditional Study, de-
sctribes the difficul

ty the Commission experienced in defining this concept in
1973:

Despite our lack of 3 completely suitable definition, we always seemed to sense
the areas of education around which our interests centered. This community of
concern was a mysterious light in the darkness, yet not at all mysterious in retro-
Spect. Most of us agreed that nontraditional study is more an attitude than g sys-

tem and thus can never be defined except tangentially. This attitude puts the sty-

dent first and the institution second, concentrates more on the former’s need than
the latter’s convenience, encourages diversity of individual opportunity rather
than uniform prescription, and deemphasizes time, space, and even course re-

quirements in favor of competence and, where applicable, performance. It has
concern for the learner of an

Y age and circumstance, for the degree aspirant as
well as the person who finds sufficient reward in enriching life through constant,
periodic, or occasional study. [Gould, 1973, p. xv]

Botkin, Elmandjra, and Malitza, in the classic re

port to the Club of Rome,
No Limits to Learning in 1979, call for a new dimension of learning:

Serious doubt must be raised as to whether conventional human learning pro-
cesses are still adequate today. Traditionally, societies and individuals have
adopted a pattern of continuous maintenance learning i

ods of innovation stimulated largely by the shock of external events. Mainte-

nance learning is the acquisition of fixed outlooks, methods, and rules for dea]-
ing with known and recurring situations. It enhances our problem-solving ability
for problems that are given. It is the type of |

earning designed to maintain an

existing system or an established way of life. Maintenance learning is, and will
continue to be, indispensable to the functioning and stability of every society.

But for long-term survival, particularly in times of turbulence, change, or dis-

continuity, another type of learning is even more essential. It is the type of learn-

ing that can bring change, renewal, restructuring, and problem reformulation—

and which we shall call innovarive learning. [Botkin, 1979, Pp. 9-10]

This list of responsible social analysts who join in the chorus calling for a
new way of thinking about education could be added to by the score, with
such names as Adiscshiah, Cropley, Dave, Dumazedier, Husen, Jessup, Len-
grad, Maheu, Michael, Morphet, Sarason, Shimbori, and Toffler among
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them. The keynote of this chorus may well have been struck by one of the
leading educational historians of our time, Lawrence A. Cremin of Columbia
University, when he said at the Fall Conference of the Educators in Non-
School Settings in 1981, “We may be living through a revolution in education
which may be as fundamental as the original invention of the schools.”

The Promise of Systems Theory

Systems theory provides us with the tools for this new way of thinking
about education. Ludwig von Bertalanffy (1968), one of the pioneers
in the development of systems theory, describes the concept as follows:
“.. . systems theory is a broad view which far transcends technological
problems and demands, a reorientation that has become necessary in science
in general and in a gamut of disciplines from physics and biology to the be-
havioral and social sciences and to philosophy. (p. vii} . . . In one way or
another, we are forced to deal with complexities, with ‘wholes’ or ‘systems,’
in all fields of knowledge. This implies a basic re-orientation in scientific
thinking.” (p. 5)

Hayman (1975) comments that . . . “this is not a theory in the usual scien-
tific sense of a discrete system of assumptions, constructs, and functional re-
lationships which explains and predicts the behavior of some particular phe-
nomena. Systems theory is rather a set of principles, an orientation in
thinking, a general body of knowledge applicable in a wide variety of circum-
stances. It applies in circumstances where ‘wholeness’ is important, and this
is usually the case when dealing with the problems of education.” (p. 3)

Capra (1982) makes an even broader and more contemporary case for the

application of systems theory to our global situation:

We find ourselves today in a state of profound, worldwide crisis. We can read
about the various aspects of this crisis every day in the newspapers. We have an
energy crisis, high inflation and unemployment, pollution and other environmen-
tal disasters, the ever-increasing threat of nuclear war, a rising wave of violence
and crime, and so on.

All of these threats are actually different facets of one and the same crisis—
essentially a crisis of perception. We are trying to apply the concepts of an out-
dated world view—the mechanistic wotld view of Cartesian-Newtonian sci-
ence—to a reality that can no longer be understood in these terms.

We live in a globally interconnected world, in which biological, psychological,
social, and environmental phenomena are all interdependent. To describe this
world appropriately we need an ecological perspective that the Cartesian world

view cannot offer.

|
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valV:::t ‘;::engzd,. th?,n, is ? fugdamenml change in our thoughts, perceptions, and
e, The mechs:;?sg; of this c!lapge are already visible in all fields, and the
ar from oy c to a holistic conception of reality is likely to dominate
fhe ent decade. he gravity and'global extent of our crisis indicate that the
urren chan;es are likely to result in a transformation of unprecedented dimen:
§ions, a turning point for our planet as a whole. . 19 - ]

Further support of the applicati
' t pplication of systems theory is g

(;ngkéoel: 1:1 a previous publication of the UNESCO Inrgﬁizf;z? Ezu;wl;ﬁgt.l
as u)ésﬁSyst;r:;v, them:y ‘prov'ides a promising foundation for approaching

he question o he a_ldmjmstratlon of lifelong education. The extraordinaril
Ix;;ll:n 'am:i:wfll;]s;s Institutional resources which demand co-ordinating and comy
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. : seen clearl ir in-

z:cg;:i I:'éi.casjty thro(uGgh iEf.l'xe eyes of this theory. Although it -:)rig}i/nla::et(li1 C:::ll' tlh?e
eering (Griffiths, 1964), its significance in de tratin;

. ® . . s i m "~
Blgy::hlp_s among msntut'xons (systems and subsystems) an; n(;recufn:e lZf
change is to’? valuable to ignore. A system is a complex of elements
Interaction.” (p. 145) el
ho’i"ljxe (c)::gntn.al t::lzs;lxs :gf this paper is that any social system (family, neighbor-

¢, Organization, agency, community, state, nation, world
tualized as a system of learnin. : e 1t 0 se ol
; ! ng resources, and that when it is so co. -
:izj;f(:; r::: v;:rerc:c:;ves tthile otrridlamzaﬁon and delivery of educational sen?icec?inil:la
ay from the itional view of education as a mosaj

! osaic of educa-
Eo::ln ;)r;:f.r:ms cox?dutci:ted by a plethora of largely unconnected instituti:)lnc:

new institutional form for education—a lifelong learni .
source system or “Learning Community.” I shali ch out in booad
strokes how I visualize how such a sys : opanied ot s o ved

: e . .
operate it a community in North Au);erica.can Pe organized and how it will

Assumptions on Which This Model Is Baged

This model of a Lifelon. ing Res
! g Learning Resour i
lowing assumptions: g Resources System is based on the fol-

1. Learning in a world of accelerati i
e erating change must be a lifelong pro-
2. Learning is a process of active inquj i initiati i
e 1ming i Inquiry with the initiative residing in
3. The purpose of education is to facilj
! . acilitate the development of -
petencies required for performance in life situatiogs. °f the com
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Learners are highly diverse in their experiential backgrounds, pace of

learning, readiness to learn, and styles of learning; therefore, learn-

ing programs need to be highly individualized.
Resources for learning abound in every environment; a primary task

of a learning system is to identify these resources and link learners

with them effectively.

. People who have been taught in traditional schools have on the whole

been conditioned to perceive the proper role of learners as being de-
pendent on teachers to make decisions for them as to what should be
learned, how it should be learned, when it should be learned, and if it
has been learned; they therefore need to be helped to make the transi-
tion to becoming self-directed learners.

Learning (¢ven self-directed learning) is enhanced by interaction with

other learners.

8. Learning is more efficient if guided by a process structure {e.g.,

learning plan) than by a content structure (e.g., course outline).

Steps In Creating a Lifelong Learning Resource System

1. Identifying all the learning resources in a community. By using com-
munity survey techniques (see Knowles, 1980, pp. 106-118), infor-
mation can be assembled regarding the wide variety of learning re-
sources available in every community, including the following:

a. Institutions: educational, religious, health and social service agen-
cies, governmental agencies, libraries, etc.

b. Voluntary organizations: labor unions, consumer and producer co-
operatives, civic and fraternal societies, agricultural organizations,
youth organizations, political organizations, professional societies,
etc.

¢. Economic enterprises: business and industrial firms, farms, mar-
kets, trades, etc.

d. The media.
e. Episodic events: fairs, celebrations, exhibits, trips, rituals, etc.

f. Environmental resources: parks, reserves, zoos, forests, deserts,
streams, etc.
g. People: workers, elders, specialists, families, neighbors, etc.
h. The inner resources of the individual learner: curiosities, aspira-
tions, past and present experiences, etc.

2. Incorporating information about these resources into a data bank.
What is called for here is a new institutional form that is spreading
rapidly in North America and is being called an “educational bro-
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'l:;riijﬁ :rﬁ:iy.” [i:l Ht\telffernan, et al., 1976] Its function is to assem
' on about the learning resources in a communj i
[3 - . unt ? o -
m according to categories, and make it available for zdmrg%
ers, teachers, and counselors. This information can be stored i
; card ti_]eg or, where available, in computers. *
. :F.staphshm_g a mechamsm for policy making and administration A
i‘uardla snalyS tg;nscl::pﬁ :ln bs";ystems theory is that all parties that have a stake
0 represented in its manage
our Lifelong Learning Resources § i would inclus caserepreOf
1 g Resc ystem, this would incl -
:flltletau\:es of the.partmpatmg institutions, organizations,ugc(:momic
“ﬂatrgr;ze:;im qmedltr a, and va:ious categories of learners., The kind of
and his associsat:su?\:)sﬁld seeadh(:cor?)cey” s b¥ oy o)
i o oasa m most appropriate for a system
4. Designing a lifelong learnin
L lifelong g process. As Capra (1982, p. 23 i
Systems .thmkmg s process thinking; form becomes asgocmﬁl t:nlt:;
fhmrocess, m?em?lanon with interaction, and opposites are unified
ar ugh oscillation . . . The systems view is an ecological view. Like
the view of modern physics, it emphasizes the interrelatednes.s and
s:;gdepex;dﬂence of all phenomena and the dynamic nature of living
ms. structure is seen as a manifestation i
8 of underl
f:cssfes, fnd h\n_ng systems are described in terms of patterns );?grpm:
ization.” My vision of a process design for a Lifelong LWmngg;n
source System is described here. ”

Process Design for a Litelong Learing Resource System

vim 1;10de1' proposes t_hat the process of lifelong learning consists of indi-
vida: gaging 1n a series (or, perhaps even better, spirals) of learnin, j
s Mg the§e clements: (1) a broadening and deepening of the slfﬂfl,smj;
pord Inquiry; (2) the diagnosis of learning needs (or, perhaps ev:
1 : coml'aete_ncy-development needs); (3) translation of tl;ese needs i 0
cmg ol?é:uves; (.4) identification of human and material resources uilr';o
of a plangl(l)lf sngfer;e;gsuﬁgr these mso . th(‘:'i o, o) desl :
: urces; (6) executi ;

(7) evaluating 'the_extent to which the objectives have been auc?:intlh ?jshla;l, -
me follow an individual learner through this process: i L

1. th’[‘l;tc individual enters one of the centers of the system (and I visualize
e there would bea main center with satellite centers within walkin.
stance of every citizen) and is referred to a learning skill assessmen%
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. Here an assessment would be made of the individu-
La;l’)sogﬁfr?;t level of skill in plann.inlg and carrying ou: a szlrt;
directed learning project (see Exhibit D-1). Skill-deve oprrtlo !
exercises would be providelc; :1\? hetlgd tille ;J:I:lrll\gndual move

i level of ability in self-directed lea . ’ .
. ]';l‘hg: f{fdividual wouldtzhen be referred to an educational dllagl}ozc:;
cian. This person would have access to a set of mode! x?u (l))'tD»
competencies for performing the various life roles (see Exhibi

2).

On the assumption that the pﬁm?.ry
uals develop the skills of learning,
schooling is: “The individual engages € i i
rected ingquiry in self-actualizing directions.” I believe that

Exhibit D-1
The Skills of Self-Directed Learning

purpose of schooling is to help in.divid-
the ultimate behavioral objective qf
fficiently in collaborative self-di-
these skills of

learning include at least the following:

i i josities. Perhaps an-
. bility to develop and be in touch with curiositi :
1 33&: wa;ry to describe this skill would be “the ability to engage In

divergent thinking.” o
2 TII:': 1-fbi}ity to pegrceive one’s self objectively and accept feedback
. 's performance nondefensively. -
3 mu;l:i?i:ystge diagnose one’s learning needs in the light of models of
. i i ing life roles.
competencies required for mﬁomg ‘hfe 0 . ]
4. The ggility to formulate learning objectives in terms that describe per
Ce OUtCOMES. o
5 fl(‘)hr?::ility to identify human, material, and f:xp:erlenual resources for
' accomplishing various kinds of learning objecn.vcs. .
6. The ability to design a plan of strategies for making use of appropria
learning resources effectively. ) - -
7. The ab?lity to carry out a learning plan systematlcally_ and sequent
' tially. This skill is the beginning of the ability to engage in convergen
8. The abiglity 1o collect evidence of the accomplishment of learning ob-
jectives and have it validated through performance.
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The diagnostician and learner would determine which life role, at what
level of performance, is appropriate for the learner’s next stage of devel-
opment. The diagnostician would then engage with the learner in a set of
performance assessments to determine what knowledge, understandings,
skills, attitudes, and values the learner needs to acquire in order to
achieve the level of performance specified by the competency model.
Much of this process can be accomplished through group activity in con-
junction with self-administered assessment moules. Each learner would
leave the diagnostician with a profile of diagnosed learning nees.

» The individual would next be referred to an educational planning con-

sultant. This person would have immediate access to the data bank of
learning resources and would work with the individual learner (again,
often in groups) in designing a learning plan (currently often called a
“learning contract™) that would specify: (a) the Iearning objectives
translated from the diagnosed needs; (b) the resources which the
learner would utilize in accomplishing each objective; (c) perhaps a
time frame for completing each objective; (d) specification of the evi-
dence to be collected to indicate the extent to which each objective has
been accomplished; and (e) specification of the means by which the
evidence will be validated (preferably through some form of perfor-
mance assessment rather than information recall).

. The learner would then £0 to the resources, wherever they are in the

community, alone or with groups, and carry out the learning plan.

- Upon completion of the learning plan the individual would return to a

center of the system for a rediagnosis of learning needs and the devel-
opment of a next level of learning plan. This is what is meant by “spi-
rals” of learning projects. A three-year-old might start with the sim-
plest competencies of performing the role of “friend,” as described in
Exhibit D-2 and then move to one of the competencies of the role of
“citizen” and then to one of the competencies of the role of “learner.”
These roles might well be the focus for the next several years, with
increasingly complex competencies for each role—particularly those
of the role of “learner”—being undertaken. In early adolescence the
emphasis would gradually shift to the roles of “unique self,” “citi-
zen,” and “worker.” In the young adult years the emphasis would be
on the roles of “worker,” “citizen,” “family member,” and “leisure-
time user.” In middle-adult years “worker,” “family member,” and
“leisure-time user” might get most attention; and in later years, “lei-
sure-time user.”

Notice that there are no “teachers” in this system. There are educa-
tional diagnosticians, educational Planning consultants, and resource
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Exhibit D-2

Competencies for Performing Life Roles

Roles

Competencies

Learner

Being a self (with
unique self-
identity)

Friend

Citizen

Family member

Worker

Leisure-time user

Reading, writing, computing, perceiving,
conceptualizing, imagining, inquiring,
aspiring, diagnosing, planning, getting
help, evaluating

Self-analyzing, sensing, goal-building,
objectivizing, value-clarifying,
expressing, accepting, being authentic
Loving, empathizing, listening,
collaborating, sharing, helping, giving
constructive feedback, supporting
Caring, participating, leading,
decision-making, acting,
“conscientizing,” discussing, having
perspective (historical and cultural),
global citizen

Maintaining health, planning, managing,
helping, sharing, buying, saving

loving, taking responsibility

Career planning, using technical skills,
accepting supervision, giving
supervision, getting along with people
cooperating, planning, delegating
managing

Knowing resources, appreciating the arts
and humanities, performing, playing,
relaxing, reflecting, planning, risking.

people (and, of course, administrators or coordinators). These are
roles that require a very different set of skills, attitudes, and values
from those of the traditional classroom teachers, and so a process of
retraining of teachers would be required to put the system into opera-
tion. The resource people would function most like teachers, in that
they would be the content specialists. But they would be working with
proactive rather than reactive learners, and so their content resources
would be used differently from those of traditional teachers.

An attempt is made in Exhibit D-3 to portray this model ofa
Lifelong Learning Resource System graphicaily.
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Exhibit D-3
A Lifelong Learning Resource System
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