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FOREWORD

The idea for this publication emerged from a seminar held in 2012, in col-
laboration with the University of Hamburg, to mark the 60th anniversary of
the UNESCO Institute for Lifelong Learning. Entitled The Role of Universi-
ties in Promoting Lifelong Learning, this seminar brought together scholars
and education practitioners to discuss ways of expanding higher education
to facilitate lifelong learning in a variety of geographic and socio-economic
contexts. The specific objectives of the seminar were to exchange experiences
of teaching and learning, to explore opportunities for collaborative research
to inform national and regional policies, and to discuss ways to develop
the capacities of policy-makers and practitioners to promote lifelong learn-
ing. The seminar covered a wide range of topics, including adult education,
validation of prior learning, Third Age learning, access to higher education,
teacher training and ethics in education.

Some of the chapters in this book were written by speakers at the 2012 sem-
inar, while others were solicited subsequently. Together, they address various
ways that higher education can promote lifelong learning, paying due con-
sideration to regional disparities and specificities. These include responses to
the learning needs of senior citizens in China, the challenge of implementing
recurrent education in Japan, European efforts to develop a common ap-
proach to lifelong learning at university, and how a lifelong learning ap-
proach is transforming higher education in Australia.

We hope that this book will help the reader gain a better understanding of
the theoretical frameworks and practical implementation of lifelong learning
in higher education, both within their own regional context and globally.

Arne Carlsen
Director, UNESCO Institute for Lifelong Learning



INTRODUCTION

INTRODUCTION

Jin Yang, Chripa Schneller and Stephen Roche

UNESCO’s vision of lifelong learning encompasses all contexts (formal,
non-formal and informal) and ages (‘from cradle to grave’) of learning. The
UNESCO Institute for Lifelong Learning and its predecessor, the UNESCO
Institute for Education, have promoted policy and practice in this field for
more than four decades. The decision to produce this volume was prompted
by an observation that lifelong learning — both as a concept and in its many
practical manifestations — is becoming a staple of education policy discourse
around the globe. At the same time, we noted that understandings of life-
long learning differ widely, not only between countries, but also across the
sub-sectors of education systems.

The human population of the world is not only larger, but also older than it
has ever been. Moreover, the proportion of older adults is still rising. These
people have much to contribute to the development of society. Therefore,
it is important that they have the opportunity to learn on equal terms with
the young, and in age-appropriate ways. Their skills and abilities need to be
recognized, valued and utilized.

There is no doubt that universities have a vital role to play in promoting
lifelong learning, and in recent decades the international education com-
munity has discussed the implications of lifelong learning for higher educa-
tion. In 1997, the Agenda for the Future adopted by the 5th International
Conference on Adult Education called for institutions of formal education,
from primary to tertiary level, to open their doors to adult learners, both
women and men, adapting their programmes and learning conditions to
meet their needs. It was stated that they should do this by six principal
means:



1. Developing coherent mechanisms to recognize the outcomes
of learning undertaken in different contexts and to ensure that
credit is transferable within and between institutions, sectors
and states;

2. Establishing joint university/community research and training
partnerships;

3. Bringing the services of universities to outside groups;

4. Conducting interdisciplinary research on adult learning and
education with the participation of adult learners themselves;

5. Creating opportunities for adult learning in flexible, open and
creative ways, taking into account the specificities of women’s
and men’s lives; and

6. Providing systematic continuing education for adult educators
(UTE, 1997).

The Cape Town Statement on Characteristic Elements of a Lifelong Learn-
ing Higher Education Institution, developed at the Conference on Lifelong
Learning, Higher Education and Active Citizenship in October 2000 traced
the outline of a lifelong learning higher education institution (UIE, 2000).
Nine years later, the UNESCO World Conference on Higher Education
urged investment in higher education to help build inclusive and diverse
knowledge societies and to advance research, innovation and creativity. In
its communiqué, this conference affirmed the role of higher education in
lifelong learning with statements that “the knowledge society needs diversi-
ty in higher education systems, with a range of institutions having a variety
of mandates and addressing different types of learners” and “the training
offered by institutions of higher education should both respond to and an-
ticipate societal needs. This includes promoting research for the develop-
ment and use of new technologies and ensuring the provision of technical
and vocational training, entrepreneurship education and programmes for
lifelong learning” (UNESCO, 2009).



INTRODUCTION

Given the on-going process of globalization, demographic shifts in many
countries, and the rapid pace of technological advancement, higher edu-
cation institutions face a strategic imperative to broaden access to lifelong
learning opportunities and to move from an elite to a mass system, ensuring
that education and learning are available to a diverse student population.
Broader access to higher education should not be confined to the continuing
professional development required by a fast-changing labour market. It must
also respond to a growing demand for the personal development and cultur-
al enrichment opportunities that higher education offers. Nor is the role of
Higher Education Institutions in promoting lifelong learning limited to what
they offer students; they also make a vital contribution through initial and
continuous training of teachers, research into lifelong learning, and the pro-
vision of community learning opportunities.

This book begins with a chapter by Michael Osborne, Russell Rimmer and
Muir Houston entitled Adult Access to Higher Education: An internation-
al overview. As the title suggests, this chapter looks at how adult access
to higher education is becoming an ever more important factor in societal
and economic success. Most parts of the world have seen a dramatic rise in
HE participation rates over the last five decades, so much so that some coun-
tries might be described as having moved from an ‘elite’ to a ‘mass’ or even
a ‘universal’ system of higher education. This trend is accompanied in many
countries by demographic change (ageing societies) and an increasingly tech-
nological labour market. The cumulative result is a growing need for higher
learning opportunities throughout life. Yet, access, though broader, is far
from equal. The authors of this chapter explore the many factors underlying
unequal access, including disability, socio-economic class, race, gender and
location, and present a method for redressing inequality based on three levels
of reform: regulatory and policy diversification; structural and functional di-
versification; and ways of developing more open institutions. In conclusion,
they pose the question whether access on its own is sufficient, and argue for
the development of more flexible modes of learning provision, to improve
not only access but also retention and progression.

The second chapter, by Frangoise de Viron and Pat Davies, both of whom
have worked for many years with EUCEN, the European Association for



University Lifelong Learning, presents a brief overview of how the idea and
practice of lifelong learning was adopted by European universities during
the period 2005-2012. Entitled From university lifelong learning to lifelong
learning universities: Developing and implementing effective strategies, this
chapter begins by looking at the diversity of provision and the resulting dif-
ficulty in developing a common definition for University Lifelong Learning
(ULLL) in Europe. It then presents the current context in European univer-
sities and the rationale for their development of ULLL. The authors high-
light the main trends in ULLL development and its implementation over the
last ten years, and identify the various approaches taken. They then present
the tools and methods developed by EUCEN and its members to promote
the inclusion of LLL in universities’ strategy, and conclude by offering some
perspectives on how to strengthen the development of LLL in the future.
This chapter proposes a proven approach and several tools for universities
to develop their own strategy to become Lifelong Learning Universities, in-
volving all relevant internal and external stakeholders.

The chapter by Karsten Kriiger, Nestor Duch, Marti Parellada, Mike Os-
borne, Michele Mariani and Laureano Jiménez entitled The social efficiency
of tertiary lifelong learning: Initial insights from a European research proj-
ect tackles an issue that affects most industrialised countries: the challenges
and opportunities associated with an older (and therefore larger) workforce.
It examines how Tertiary Lifelong Learning (TLLL) can contribute to the
well-being of older learners, and how European universities can respond
to increasing demands for lifelong learning opportunities. It presents data
gathered during the ‘Tertiary Higher Education for People in Mid-life’
(THEMP) project, an EU-supported study that looked at TLLL provision
by seven universities in seven EU member states. The THEMP project was
aligned with the European Commission’s Action Plan for Adult Education,
which argues that member states should ‘invest in education and training for
older people and migrants, two groups with enormous potential yet which
often face disadvantage in the labour market’. Focusing on relevant labour
market programmes and the age of the participants, the project evaluated
how these programmes impacted on participants’ employability and quality
of life. The authors conclude that adult learners require a greater variety of
learning and teaching methods than learners coming directly from school,
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INTRODUCTION

and their cost/benefit calculations are more directly oriented to the labour
market. Their research confirms that cost/benefit calculations are not pure-
ly financial, but must also consider economic, human, cultural and social
capital.

Shirley Walters’ chapter on Higher education in lifelong learning in South
Africa argues that lifelong learning policies in a middle income country such
as South Africa necessarily balance the political and economic pressures of a
young population with the need for learning opportunities throughout life to
redress the failures of the school system, particularly for the poorest citizens.
This article reflects on the last decade of higher education in lifelong learn-
ing, drawing on a national study on the impact of the South African Higher
Education Qualifications on adult learners and a case study of one histori-
cally black university, University of Western Cape. It describes the competing
social, economic and political currents that influence adult access to and suc-
cess in higher education, and describes in some detail the work of adult and
lifelong learning advocates and activists in keeping equitable spaces open for
adult learners. The author concludes with a critical look at the shortcomings
of the Higher Education Qualifications Sub-Framework (HEQF), and some
recommendations for the successful implementation of a lifelong learning
approach in the South African higher education sector.

Yukiko Sawano’s chapter entitled Higher education and lifelong learning in
Japan: Why is it so difficult to promote recurrent education? begins with an
overview of the development of lifelong learning policy in Japan since the
1970s and its influence on the planning of higher education. This is followed
by a review of the various measures that have been taken to increase the
participation of older students in Japanese higher education and an analysis
of statistical data on enrolment. Finally, the author recommends ways of
boosting participation and improving support mechanisms for adult stu-
dents in higher education. This chapter argues persuasively that the two key
factors for the successful engagement of adults in higher education are in-
dividual support systems for older learners and collaboration between uni-
versities and employers to facilitate re-training and re-learning. “Universal
Access” to universities is likely to be realized and enhanced by the preva-
lence of innovations such as Massive Open On-line Courses (MOOCs). She
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also recommends, as a matter of urgency, the establishment of a National
Qualification Framework to promote lifelong learning in higher education
in Japan.

The chapter by Minxuan Zhang and Jinjie Xu on The role of universities in
elder education: The experience of Shanghai and Shanghai Normal Univer-
sity discusses how higher education can help to meet the learning needs of
senior citizens. While drawing lessons that can be applied far beyond Chi-
na, the authors concentrate on the cases of Shanghai and Shanghai Normal
University. Shanghai has been a pioneer of elder education in China, partly
because its population has aged faster than those of other large cities in Chi-
na. In 1997 Shanghai Normal University established its Elder University, ini-
tially aimed at retired SHNU staff. Since then it has grown rapidly and now
(2012) caters to nearly 7,000 elder learners (aged 60+) each year. SHNU, as
well as providing higher learning opportunities to seniors has also become a
leader in research and policy development in this field, contributing to many
government documents on lifelong education and elder education, including
the section on lifelong education in The Shanghai Mid-and-long-term Guide-
line for Education Reform and Development 2010-2020. While examining
the factors upon which the success of elder education in Shanghai has been
built, this chapter also points out that government support, together with
commitment from the university sector, is crucial in making lifelong learning
for senior citizens a reality.

Allie Clemans’ chapter entitled Lifelong learning in practice explores, based
on the example of a specific lesson at an Australian university, the poten-
tial of lifelong learning to increase learners’ engagement and application of
knowledge within a variety of contexts. By identifying various lifelong and
life-wide learning aspects in the lesson case, the author outlines how learners
come to see the value of a lifelong learning approach, are able to acknowl-
edge multiple forms of knowledge, and make more immediate connections
between what they come to know and what they do in response. The author
identifies key factors in delivering a successful learning experience: the exper-
tise and approach of the educator, collaborative learning and a safe learning
space. By collating various life-wide and lifelong learning experiences and
putting them into practice, learners recognise the value of a lifelong learning
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INTRODUCTION

approach and are better able to acknowledge multiple forms of learning.
This chapter demonstrates that lifelong learning may extend its reach into
higher education, transforming practices within it and positioning learners
to engage more fully with a wide range of formal, non-formal, community
and workplace learning.

Bjarne Wahlgren’s chapter on The parallel adult education system: A Danish
contribution to lifelong learning at university level looks at how the princi-
ples of lifelong learning have been implemented in Denmark’s universities,
particularly through practice- and skills-based master’s programmes. Den-
mark’s dual approach to academic qualification, established in 2001, allow
university programmes to be organized according to one of two principles:
the systematic acquisition of research-based knowledge, which increases in
complexity; or knowledge acquisition based on the student’s (social and vo-
cational) competences. The Danish master’s programme thus builds a rela-
tionship between the professional competence with which the students enter
university and the research-based knowledge which the university can pro-
vide. This chapter begins by examining the policy underpinnings of this
strategy. It identifies the rationale that adults in the labour market must have
‘access to learning and skills development throughout life’. It then describes
the procedures followed to evaluate skills in such a way that these can be
said to equate to a formal competence (RPL) and considers the challenges
inherent in blending practical and theoretical knowledge, including develop-
ment of curricula.

The volume concludes with a case study by Roger Boshier entitled From
Marx to Market: Limitations of university-led ‘collaboration’ in the Yangpu
Innovation Zone (Shanghai). The author first describes China’s ‘Plan 2011’
initiative, through which universities were urged (and funded) to study for-
eign models (e.g. Silicon Valley) and establish strategic alliances with busi-
nesses and communities. Yangpu, an old industrial district in Shanghai,
which half a century ago produced 5% of China’s (and 22% of Shanghai’s)
GDP, was keen to join this scheme, having already created a ‘Knowledge
Innovation Zone’ in 2003 to encourage business start-ups and transition to a
knowledge economy. Though the Plan 2011 scheme was intended to emulate
the easy flow of money, knowledge and people between private and public
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institutions in California, there are many stark differences between these two
environments, even bearing in mind that Shanghai is probably China’s most
highly developed city. This chapter systematically examines the factors that
favour and impede Yangpu’s chances of becoming the leading “technology
centre” in China.

Overall, this volume constitutes a searching and wide-ranging exploration
of how to expand and transform the role of universities in promoting life-
long learning. The main conclusions that can be drawn are threefold. Firstly,
increased access to universities is not enough; the higher education system
should ensure retention and progression of all learners, and of adult learners
in particular. Especially in communities with an ageing population, univer-
sities need to facilitate learning for adults and senior citizens with support
from the public and private sectors. Secondly, teaching and learning at uni-
versities can be transformed by linking learning to the wider issues of life,
by recognising shared responsibilities, by creating innovative curricula and
by capitalising on the diverse experiences of learners. Innovation in higher
education can be crucial in terms of changing attitudes and values and help-
ing to cultivate the necessary capacities for lifelong learning. Thirdly, the
reform of higher education goes beyond mere pedagogy and didactics; it is
a social process which links teaching and learning to students’ personal and
individual life patterns, their social and cultural context, and their chosen
discipline. Given rapid changes in labour markets and societies, universities
are expected to become more responsive to the work and life situation of
adult learners, helping them not only acquire skills and knowledge, but also
maintain and improve their position in society and ultimately enhance their
quality of life.

With this book, we hope to promote a common conceptual understanding of

lifelong learning among university stakeholders and advocate for the integra-
tion of the lifelong learning perspective in institutional policy and practices.
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1

ADULT ACCESS TO HIGHER EDUCATION:
AN INTERNATIONAL OVERVIEW

Michael Osborne, Russell Rimmer and Muir Houston

Abstract

The issue of adults throughout the world seeking access to higher education
(HE) is becoming ever more important. This is because the numbers of adults
in HE are falling, even though increasing adult access to HE would benefit
both the individuals involved and society as a whole. Although participation
rates in HE across the world have improved, inequality (in connection with
parameters such as disability, socio-economic class, race, gender and loca-
tion) remains rife. Adult education policies are disjointed and incoherent due
to weak relationships between formal policymaking and practice. Societies
and Higher Education Institutes (HEIs) therefore need to work together to
provide adults and young people with greater access to learning, while also
supporting an increasingly knowledge-driven society. They can do this by di-
versifying regulations and policies, and cultivating structural and functional
diversity. HEIs should allow adults the opportunity to demonstrate potential
in alternative ways, widen access to higher qualifications, and increase colla-
boration with communities and employers.

Introduction

The issue of equitable access to Higher Education has attracted the attention
of policymakers and practitioners across all continents for a number of de-
cades. Both national governments and international bodies such as UNESCO
and the OECD have argued that there are strong economic and wider soci-
etal reasons for increasing access to HE and for widening its constituency

17



by including groups who have traditionally been excluded. As reported a
decade ago, this reasoning, under the banner of ‘lifelong learning’, was based
on arguments about ‘the economic imperatives created by global compe-
tition, technological change and the challenge of the knowledge economy,
individual responsibility and self-improvement, employability, flexibility
of institutions and individuals, social inclusion and citizenship’ (Osborne,
2003, p. 44). Whilst adult participation constitutes only one of the many
issues surrounding access to HE, this chapter will focus on that constituency.
In the first instance, however, we provide a picture that covers all age groups.

Relative emphasis on the economic versus the social imperative varies
from society to society, although the distinction is somewhat exaggerated.
Although individual motivations for educational participation by adults are
multiple, complex and subject to change (Merriam and Caffarella, 1999),
improving personal economic prospects is highly ranked in many studies
of all age groups seeking to enter HE. As far as many of the advocates for
widening access to HE are concerned, the important issue is that the oppor-
tunity to achieve better qualifications, leading in turn to improved employ-
ment prospects and increased financial well-being, becomes available to all
sections of society.

Many also argue that access to HE benefits not only individuals, but also
society as a whole. For this reason it is seen in some societies as a public good
that should be financed by the state. This tendency, however, is in decline,
especially in Western societies. For example, although European Ministers of
Higher Education in both the Prague and Berlin Communiqués of the Bolo-
gna Process have clearly pronounced that provision of HE is both a public
good and a public responsibility, this has not been translated into practice
in all nation states of Europe (Bergan, 2012). Indeed, in countries such as
England, which recently increased tuition fees, the reverse would appear to
be the case.

On quantitative measures, the aspiration to improve access has already
been achieved. In many parts of the world there has been an increase in par-
ticipation in HE over the last five decades — so much so that some countries
might be described as having moved, in the language of Trow (2000), from
an ‘elite’ to a ‘mass’ or even a ‘universal’ system. For Trow, an ‘elite’ system
is one in which less than 15 % of young people attend HEIs, and in which
HE is therefore a privilege of birth or talent or both. In a ‘mass’ system, by
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contrast, this figure rises to 50 %, and HE is regarded as an obligation for
the middle and upper classes. According to recent statistics, ‘62 % of young
adults in OECD countries will enter university-level programmes during
their lifetimes if current patterns of entry continue’, this number having risen
by 25 percentage points in the period from 1995-2010 (OECD, 2012).
Many of these individuals will be well beyond the traditional school-leaving
age when they enter HEIs for the first time.

Who are the beneficiaries?

These quantitative changes, however, are not necessarily accompanied by a
concomitant diversification of systems in terms of who enters what type of
institution or programme. The Council of Europe (1998) has pointed out
that, in a fair system of access, HE systems should reflect the diversity of the
society they serve. This principle has underpinned a number of initiatives
internationally, including for example Australia’s A Fair Chance for All pro-
gramme of over two decades ago (DEET, 1990). Performance rewards for
HE in this programme were based on equity indicators for six groups with
historic disadvantage'.

However, an increasing proportion of the population entering HE has not
always meant a related increase in benefit for targeted groups. For example,
in the Australian case, absolute numbers of HE students increased in the pe-
riod from 1996 to 2004. However, with the exception of women, enrolment
in the six targeted groups did not increase accordingly (Nelson, 2005). Sim-
ilar examples elsewhere show that increasing access does not always equate
to broadening of access, as traditional beneficiaries may simply obtain more
opportunity and maintain their relative advantage (Shavit et al., 2007).

For example, in Latin American countries, access to HE has improved:
the region now boasts twice the number of university entrants than it did
in the 1980s. Yet, as in other parts of the world, this does not necessarily
lead to greater equity. The basic issue, as the World Bank indicates, is that

"These were: indigenous Australians; people from a non-English-speaking background;
people with disabilities; people from rural and isolated areas; women, particularly in non-tra-
ditional disciplines such as science and technology; and people from socio-economically dis-
advantaged backgrounds.
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‘higher education in Latin America remains largely elitist, with the majority
of students coming from the wealthier segments of society’ (Holm-Nielson
et al., 2005). For example, even though technical and professional work-
ers represent no more than 15 % of the general population, their children
account for nearly half the total enrolment in HE. A decade ago the World
Bank (2000) reported that this tendency is accentuated in some of the best
public universities, such as the University of Sio Paulo and the University
of Campinas in Brazil, the Simén Bolivar University in Venezuela, and the
National University of Bogota in Colombia. This parallels the situation in
some European countries, especially in elite disciplines such as medicine (see
McGavock and Osborne, 2005). The phenomenon reflects higher rates of
poverty and extreme poverty amongst indigenous and minority race popula-
tions in most countries.

A specific problem affecting a number of Latin American countries is that
there are huge disparities in access to HE among indigenous peoples and
those of African descent. In Mexico, for example, only 2 % of indigenous
people in the 18-25 age cohort advance to higher education, and of those,
only one in five graduate. Among non-indigenous people, by contrast, 22 %
gain access and one in three graduate (Navarrete, 2008). In Brazil, although
the proportion of non-whites in higher education increased from 22 % in
2001 to 32 % in 2007, they are still under-represented in a society where ap-
proximately half the population self-identifies as non-white (Schwartzman,
2009). These statistics are replicated across the region according to the Ford
Foundation (Dassin, 2009).

Gender and geographical situation are also factors that mediate access.
In Peru, for example, an indigenous woman from a rural area is nearly four
times less likely to enter higher education than a white urban male and
furthermore is less likely to do so than an indigenous male from a rural area
(De Belaunde, Trivelli and Israel, 2008).

Access to HE in all countries in the region is therefore influenced by multi-
ple and conflating factors, such as race, ethnicity, gender and location. That
being said, many initiatives exist in Latin America to combat social exclusion
and to promote the ‘third mission’ of universities. Strong popular education
and social movements also push in this direction (Kane, 2013). The efforts
of, for example, the Developmental University in Uruguay (Arocena and
Sutz, 2010) and Popular Education and Social Change (Jara, 2010), if linked
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systematically to those of HEIs themselves to improve access, could provide
a basis for change.

These illustrations from Latin America are paralleled in other parts of the
world. Elsewhere, the groups that benefit disproportionally and those who
are excluded vary, but the core issue remains the same: most systems of high-
er education contain systemic bias towards some groups. The factors that
contribute to this tendency are explored later in this chapter. For example,
in Australia a national review of HE using data on participation and edu-
cational attainment demonstrated that indigenous Australians, those of low
socio-economic status (SES) and those living in rural areas are under-repre-
sented (Bradley et al., 2008, p. 27). A study by the Asian Development Bank
(2012, p. 38), appropriately entitled Access without Equity, states:

Despite many policy initiatives in recent years, broader post-secondary
participation has not benefited all sectors of society equally. Various
studies of countries in the region show that, despite greater inclusion,
the ‘privileged’ classes have retained their relative advantage in nearly
all nations.

There are variations on the theme of privilege across Asian nations. In Cam-
bodia, already poor progression rates from school to university for girls are
exacerbated by poverty and rurality (UNIFEM, 2004, p. 190). A similar
situation pertains in India (Singh, 2006), exacerbated by historical and cul-
tural impediments. Regional disparities, poverty and poor schooling are also
reported in Thailand (Laovakul, 2009). In Vietnam, Nguyen (2007) points
to family wealth as a key factor: the very wealthy occupy 40 % of all places
in HE, whilst the poor take up only 15 %. In Laos, those from certain ethnic
and religious minority groups are reported to have difficulties in accessing
their share of state-allocated places in HE (Jahangir, 2010).

In Europe, many forms of intervention have attempted to widen access,
influenced in the last two decades in the European Union by a common and
coherent set of policies that have crossed most of the continent. A succes-
sion of statements from the European Commission (EC), starting in 1991
with the Memorandum on Higher Education in the European Community,
have expressed a common set of sentiments that have included adult access
as a specific focus. The 1991 Memorandum challenged HEIs to support an
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increasingly knowledge-driven economy and society by widening access to
higher qualifications. It also urged them to create opportunities for updating
and renewing qualifications, to increase preparatory courses, and to do more
to recognise prior learning and experience (EC, 1991).

There followed a Memorandum on Lifelong Learning (EC, 2000). The
project to increase adult participation in HE was given further impetus by
the Lisbon Strategy (Council of the European Union, 2000) which sought
to make Europe ‘one of the most competitive knowledge economies in the
world’, and by the European Commission’s Communication, Making a Eu-
ropean Area of Lifelong Learning a Reality (EC, 2001). In that Communi-
cation the EC stated that Member States would aim to improve the quality
and effectiveness of EU education and training systems, ensure that they are
accessible to all, and open up education and training to the wider world.
The achievement of these objectives would require enhancing quality in HE
across Europe, removing barriers to teacher and student mobility, promoting
lifelong learning and guidance, and encouraging language learning. Most di-
rectly relevant to adult access was the aim that, by 2020, 40 % of the cohort
aged 30-39 should possess a tertiary level qualification’.

There certainly have been improvements in the numbers of young peo-
ple accessing HE in European OECD countries. Only Finland and Hungary
show small declines in the decade from 2000-2010. In Finland’s case, the
small decline was from having achieved the world’s second highest percent-
age participation rate in 2000; and for Hungary the decline is more than
balanced by increasing vocational provision of Tertiary-type SB’. For twen-
ty-one EU countries overall there was a 25 percentage point increase from

*For more detail on the development of European Union policy in adult education see Os-

borne (2013). Similar objectives are seen in other parts of the world in individual nation
states. For example, in Australia there were two key targets in the Bradley Review, aimed at
increasing the proportion of the Australian population with high-level skills and reducing
social inequalities in HE participation. These targets are: 1) that by 2025, 40 % of 25 to
34-year-olds should have attained at least a bachelor-level qualification; and 2) that by 2020,
20 % of higher education enrolments at undergraduate level should be people from low SES
backgrounds (Bradley et al., 2008, p. xiv).

3According to the International Standard Classification of Education (ISCED), first stage
tertiary programmes beyond compulsory schooling that have an academic orientation are
termed classification type SA and are largely theoretical. Those tertiary programmes with
an occupational orientation are termed type 5B. Type 5B programmes are often shorter than
type SA and have a specific labour market orientation.
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1995 to 2010. In 2010 there was an average 60 % participation rate in Ter-
tiary-type SA provision, but the increase in Tertiary-type 5B provision over
the same period was only by two percentage points (to 15 % in 2010).

Despite these figures, however, some groups continue to benefit more than
others in European countries. For example, in the UK, which has some of the
most longstanding policies with regard to access, factors such as socio-eco-
nomic class and disability continue to pose challenges despite considerable
investment (see Osborne and Houston, 2012).

It is evident from this short summary that, whilst participation rates in
HE across the world have increased, gains are not demonstrated in all sec-
tions of society. Given the high proportions of populations that access HE
in many countries, the equity issue stands out. There have been clear gains
with regard to women’s participation (as UNESCO (2012) reports, there is
now overall female dominance in participation in HE across the world), but
considerable pockets of gender inequality remain. As Calvo (2012) reports,
despite the targets set for the HE sector by goal 5 of the Dakar Framework
for Action 2000 of Education for All (EFA) and target 4 of the United Na-
tions Millennium Development Goals (MDGs), two regions still show un-
equal participation of women: South and West Asia and sub-Saharan Afri-
ca. Similarly, as demonstrated in the preceding section, many countries still
show considerable access disparities based on socio-economic class, race and
ethnicity, religious belief, geographical location and disability*. As is shown
by many studies of access to all forms of education, individuals are often
subject to multiple forms of disadvantage (see for example Piquet, 2006;
Brunner et al., 2006).

What is accessible and what is not?

Even when access appears to be extensive, questions have to be asked about
what part of the HE system is accessible and to whom. The formal delinea-
tion of Tertiary-type SA and 5B provides one distinction, and a number of
studies show that vocationally oriented provision, often of short duration

*See also Altbach, Reisberg and Rumley (2009), who have produced a report on trends in
global HE for the 2009 UNESCO World Conference on HE which contains extensive statis-
tics on access.
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(one or two years), is predominantly accessed by both young people and
adults from lower socio-economic groups (Gallacher and Osborne, 2005).
Short-cycle providers such as the Further Education Colleges of the UK, the
Technical and Further Education (TAFE) Colleges of Australia and the US
Community Colleges tend to be more accessible and to have more flexible en-
try qualifications. For these reasons they are attractive to many who find the
prospect of HE daunting. Adult learners are often particularly attracted by the
fact that such providers are deeply embedded in their local communities and
offer qualifications which are clearly oriented towards local and regional la-
bour markets. Furthermore, for personal, geographic and employment reasons,
many adults may wish to limit the time that they take out of the workforce.

Historically, the credentials offered by Australian, UK and US short-cycle
providers have been regarded as procedural or terminal in nature (Cohen
and Brawer, 2008). However, as more graduates with Tertiary-type SA qual-
ifications emerge and compete for jobs in stagnant economies, Tertiary-type
5B qualifications may begin to have less value for employment. Furthermore,
despite the introduction of national credit framework systems in many coun-
tries, their transfer value through articulation to the later years of Tertia-
ry-type SA programmes may also be limited.

These limitations are linked to the formal and informal differentiations
that exist in many countries. Scott (1995, p. 35) has classified HE systems
as dual, binary, unified and stratified. Both dual and binary systems con-
tain alternative forms of HEI; in the case of the latter, new institutions have
been set up to complement and rival existing traditional structures. In uni-
fied systems there is no formal differentiation of institutions; in stratified
systems, institutions are allocated a role within a total system. Whether or
not formal differentiation occurs or is blurred over time, the most import-
ant feature of HE systems is the composition of demand for places. Institu-
tions which enjoy a high ranking in the many league tables that now exist
are highly selective, whilst those that rank lower are forced to compete for
students. Students without traditional entry qualifications, including those
seeking transfer, are much less likely to achieve entry to selective HEIs. This
is demonstrated by a number of studies (see Wheelahan, 2009; Osborne and
Maclaurin, 2003). As with short-cycle providers, entry to such institutions
may limit future opportunity. For example, in the Republic of Korea, the
HE system has been expanded largely by increasing the number of places
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in lower-status institutions, including those whose provision does not allow
progression to post-graduate study (Grubb et al., 2006).

A clearer understanding

It would appear, then, that despite the efforts that have been made in a num-
ber of countries, targets for increasing the proportion of young people en-
rolling on degree courses are not being reached. This is particularly the case
where the marginalized and less privileged are concerned. While this goes on,
the stock of adults who are denied access to HE is growing, and the prob-
lem of providing access for adult learners is widening. This stock of adults
is likely to contain greater concentrations of young people who have been
inequitably treated in the past, and who suffer multiple disadvantages.

If we are to understand the degree to which particular regions or countries
facilitate adult access to HE, we must first gain an understanding both of the
diversity of structural and institutional forms of HE in those regions and of
how their regulatory and policy frameworks inform this diversity. The issues
to consider are represented in Figure 1:

A HEURISTIC FOR ADULT PARTICIPATION IN HIGHER EDUCATION

Approaches to opening up HE
for adults

Structural and functional
diversification of HE

Regulatory and policy
framework

‘Regulatory and policy frameworks’ encompasses legislation, regulation,
policy, governance, finance and funding. These are rooted in the history, cul-
ture, traditions and values of countries, and impinge on the diversity on
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offer in various societies. This aspect of analysis is informed by previous
work, including the EURYDICE (2010) report on the impact of the Bologna
process on national higher education systems in Europe and the UNESCO
reports Trends in Diversification of Post-Secondary Education (UNESCO,
2011) and CONFINTEA VI (UNESCO, 2009).

Structural and functional diversity within the higher education sector in-
fluence widening adult participation, and as such, are worth classifying and
analysing. Structural diversity is the degree to which diverse institutional
forms co-exist within a national system. For example, Osborne (2003, p. 8)
notes that ‘in many European countries, there exist two or more distinct
parallel sectors of higher level provision within a dual or binary system and
a set of tertiary establishments outside the university sector that is largely un-
connected to these’. Functional diversity is the degree to which institutional
types differ in their function as new tasks and purposes arise. This occurs
in connection with the changing needs of societies and economies, as mani-
fested through the impact of globalization and the resultant functional and
structural changes to labour markets, including an increasing demand for
higher level skills and competencies (CEDEFOP, 2008; UNESCO, 2011).

The third component presented in Figure 1 concerns forms of higher edu-
cation which differ from the traditional approach and which have the specific
intention of opening and widening HE participation for adults. A three-point
openness typology (Osborne, 2003) provides an overview of the factors that
facilitate or inhibit the participation of adults in higher education. This is
based on the concepts of in-reach, out-reach and flexibility. These concepts
link to notions of improving supply, increasing and stimulating demand from
new groups, and fundamental structural change in systems of HE.

Figure 1 is called a ‘heuristic’. The principal reason for this is that there
is no intention to imply relationships (causal or otherwise) between areas
of knowledge. Rather, the intention is to convey how available knowledge
in the field can be organized. It is likely that there is evidence supporting
relationships of a causal form between some of the concepts. For example,
among adult students, there is evidence to support a causal link between suc-
cess with current study and continuation with that study, although this may
have a disciplinary dimension (Houston, Knox and Rimmer, 2007). On the
other hand, it is likely that there will not be clear associations between other
concepts subsumed within the components of the figure.
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Regulatory and policy diversification

The CONFINTEA VI report (UNESCO, 2009) takes a global view on adult
education and training and examines how far appropriate policies have been
introduced to facilitate increased participation in lifelong learning education
and training systems. It summarises policy features, which it suggests are
shared by a number of countries, as follows:

e ‘Adult education policy is usually subsumed under general
education policies. It is rarely mainstreamed within compre-
hensive development frameworks. Adult education policies
are incoherent and fragmented — more like a patchwork of
measures responding to specific issues than a framework of
linked principles and programmes.

o There are wide gaps between legislation, policy and implemen-
tation, and weak relationships between formal policymaking
and practice. Adult education policymaking and reform tend
to take place in a vacuum: high-level councils and elaborate
advisory structures exist, but have little concrete impact, with
the risk that these arrangements become a proxy for imple-
mentation. Coordination of policy and action within govern-
ment and between government and stakeholders is often inef-
fective — decentralization to regional and local levels is more
apparent than real.

» Responsibilities — including those for the funding of adult
education programmes and activities — are more likely to be
delegated than are decision-making powers. This shows that
the “command and control” model of organization and gov-
ernance remains predominant, undermining local autonomy
and flexibility and lowering civil society participation,‘ (UNE-
SCO, 2009, p. 29-30).

In spite of this rather gloomy assessment, CONFINTEA does recognize
examples of more integrated and comprehensive policy environments that
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‘give equal visibility to initial and continuing education for young people and
adults’ (op. cit.), noting Sweden’s Education Act as an example. It also notes
legislative actions and policy implementations which specifically address el-
ements of adult education.

While primarily concerned with the Bologna process, the EURYDICE
(2010) report also provides details on forty higher education systems in Eu-
rope. A number of indicators are of relevance. For each national system,
these include:

« the monitoring of under-represented groups;
o whether an independent system of quality assurance operates;

o whether Recognition of Prior Learning (RPL) is regulated and
subject to specific legislation;

o the status of RPL in obtaining access to higher education; and

o whether national qualifications frameworks and credit sys-
tems are in place.

A further area of interest as regards regulatory diversification is funding (EU-
RYDICE, 2008). One obvious distinction is public vs. private with regard
to institutional ownership or between non-profit and for-profit institutional
forms. This is augmented by the (sometimes related) mediating role played
by the state in funding institutions and/or students (EURYDICE, 2009;
FINST, 2011). In their examination of trends in diversification, Varghese
and Puttmann (2011) acknowledge that, while in the past the state was the
dominant funder of higher education and in many cases might have held a
monopoly, in recent years this has started to change. However, the pace of
change differs according between countries and regions. In some cases, for
example East Asia, the World Bank (via Structural Adjustment Programmes)
has required countries to privatize services, including education. This may be
viewed as part of a growing trend to develop more market-oriented higher
education, which in many cases is accompanied by measures that shift the
burden of cost away from government. In parts of the UK, for example,
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individual students are obliged to finance a greater share of the cost of their
higher education than in other areas. Australian HE students have been fi-
nancing their own education for decades now through the Higher Education
Contribution System (HECS).

However, Varghese and Puttmann state that, while privatization may im-
ply the removal of state funding, in practice, a quasi-privatization model
with accompanying state funding is more common (ibid.). They note differ-
ences between the introduction of private capital in higher education and
in other sectors, and suggest that ‘in the context of diversification, private
higher education institutions can be differentiated by their orientation and
sources of funding:

 State-supported private institutions: some private institutions
of higher education receive funding support from the govern-
ment. The support can be minimal or substantial.

» Not-for-profit private institutions: private non-profit institu-
tions are owned and operated by trusts that rely heavily on en-
dowments and fees collected from the students. Most of them
are self-financing institutions. Some of the best universities in
the United States, such as Harvard, MIT, Princeton, Stanford,
and Yale, are private and have large endowment funds.

» Religious agency-supported private higher education institu-
tions: Christian and Islamic Organizations are active in pro-
viding private higher education in different regions. The Ro-
man Catholic Church is active in Africa, Asia, Europe, and
Latin America; the Protestant Church pioneered private uni-
versities in the United States. Islamic organizations are more
active in countries such as Egypt, Indonesia, and Malaysia.

» For-profit higher education institutions: some private in-
stitutions by design operate at a profit. Some of the private
for-profit institutions are run by corporations and trade the
“Stocks and shares of educational institutions” (Ruch, 2001).
(Varghese and Piittmann, 2011, p.23-24.)
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In addition, Varghese and Puttmann highlight the existence of satellite cam-
puses, where renowned public universities in one nation set up operations
in another and administer their funding according to local rules for private
sector organizations. They suggest that, in developing countries at least, this
is becoming more important.

Structural and functional diversification of institutions

Structural diversification is mid-field in the heuristic of Figure 1 and has al-
ready been alluded to in connection with Scott’s (1995) classification of HE
systems as dual, binary, unified or stratified. Within such systems a range of
forms of HE co-exist. Varghese and Piittmann (2011) adopt another four-
fold typology covering universities, colleges and non-university institutions,
tertiary short-cycle providers, and post-secondary non-tertiary educational
institutions. Universities are classified as either ‘top-tier’ or ‘teaching’ institu-
tions, and colleges as academically or vocationally oriented. On the subject
of diversity within national systems of HE, the authors note the example of
France, where the Grandes Ecoles, universities and Instituts Universitaires
de Technologie (IUTs) co-exist yet serve quite distinct functions, as anyone
who has read Bourdieu knows.

The second category, consisting of colleges and non-university institu-
tions, also exhibits elements of diversification. In some cases colleges may
confer academic degrees in conjunction with a university partner or affil-
iate, while non-university institutions tend to be more practical and vo-
cationally oriented. Varghese and Pittmann (2011, p. 9) cite the OECD
(1973) classification used to differentiate three levels of institutions in this
category:

1. ‘the multi-purpose model, corresponding to the US pattern of
community colleges and the first two-year programme of un-

dergraduate education;

2. specialized model institutions, offering vocationally oriented,
short-cycle courses in continental Europe;
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3. a binary model of polytechnics, offering degrees distinct from,
but comparable to, those offered by universities (this type
gave rise to the development of non-university sectors in ter-
tiary education).’

The third category identified by Varghese and Piittmann consists of short-cy-
cle institutions which for the most part concentrate on vocational and tech-
nical education and degrees below the bachelor level. ‘In general, these in-
stitutions offer courses between the post-secondary, non-tertiary, and the
bachelor levels, and they include institutions that are not university level,
such as “tertiary short-cycle education”, “alternatives to universities”, and

bbb

“sub-degree education™’ (op. cit.). Varghese Piittmann (op. cit. 19) utilise the

OECD classification of short-cycle tertiary education on the basis of:

1. ‘goals — whether vocational preparation or a wider range of
learning is the aim;

2.levels of instruction — basic vocational preparation or high-
er-order occupational skills;

3.service to local communities — locally relevant research and
local access’.

The fourth and final institutional classification of structural forms concerns
post-secondary, non-tertiary institutions that operate between school and
degree levels and confer sub-degree vocational certificates or provide access
to HE. While these are below the ISCED levels recognized as delineating
HE (levels 5 and 6), in some settings they do serve to widen participation
through the provision of preparatory or access courses for HE.

‘Functional diversification’ refers to changes in the functions institutions
provide. Changes in the labour market and wider economy cause changes
in demand for different subjects and new industries (e.g. environmental or
green technologies) and technological advances. In the competitive global
economy, the supply of a highly educated workforce is seen as a major re-
quirement in order to attract and sustain inward investment and high val-
ue-added jobs. The OECD report Tertiary Education for the Knowledge
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Society (2008) reports that knowledge development and associated labour
market demands together constitute one of the key drivers for diversification
in institutional functions.

In addition to economic imperatives, calls for greater social justice, de-
mocratization and social inclusion have propelled the widening participa-
tion agenda, as well as contributing to functional differentiation. The shift
from an elite through a mass to a universal system has been accompanied
by a functional change: from preparing individuals for elite roles in society
to adapting the population as a whole to rapid societal and technological
change (see Trow, 1974 and Scott, 1998). Moreover, as knowledge becomes
more specialized, one other form of diversification in function can be iden-
tified, namely the blurring of traditional disciplinary boundaries. Some re-
search and learning centres either linked to or independent of universities
adapt to the demands for increased specialization and interdisciplinary work.
It seems also that new developments cause old divisions between subjects or
disciplines to become more blurred.

Higher education systems need to respond to prospective changes and
future challenges, and develop greater capacity for innovation. The
capacity to respond to new developments, foreseeable or not, becomes
more important for every post-secondary education system and each
single institution. Diversification is again seen as a prominent means
to reach this, based on the assumption that a diverse system with dif-
fering institutions bears the greatest potential for various and adequate
innovations. Specialized institutions can respond to these specific re-
quirements faster than others. (UNESCO, 2011, p. 16).

Currently, the literature indicates that many HEIs have not responded ful-
ly to these important challenges. Changes in demand for labour imply a
need for responsive HEIs that adopt a lifelong learning perspective. Whilst
it may be possible to anticipate some of the skills needs of tomorrow, there
are many requirements that cannot be predicted or catered for by existing
provision. This puts a greater premium not only on initial access, but on con-
tinuing access to HE for adults, in order to prepare them for the high-value
jobs of the future.
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Openness

Osborne’s threefold openness typology (introduced earlier) is also relevant to
Figure 1. First we consider in-reach, which refers to activities that prioritize
recruiting potential students to the institution, such as adult access courses
and summer schools. In-reach therefore refers to actions on the part of HEIs
which relate to existing supply, creating new ways for students to access pro-
grammes that are already part of provision. These include alternative entry
tests for adults, customized courses, and other procedures that allow a sec-
ond opportunity to demonstrate potential. They are often accompanied by
a relaxation of entry requirements. The degree to which these arrangements
represent radical departures from standard practice and a real commitment
to openness is variable.

Openness by out-reach, Osborne’s second term, relates to more proactive
(compared with in-reach) efforts to widen participation and create partner-
ships with one or more of employers, schools and the wider community. Ex-
amples include work-based initiatives, VET/HE links and community-based
access programmes. The primary objective of out-reach initiatives is to target
individuals who believe that HE is ‘not for them’. Under such schemes, HEIs
move outside their own boundaries to actively engage with under-represent-
ed groups and the socially excluded. Out-reach therefore means taking ac-
tion to counter dispositional barriers by creating greater awareness of what
might be possible and thereby stimulating new demand.

Osborne’s third term, flexibility, is concerned with space and time. More
concretely, this means making changes that allow students access to edu-
cation in locations and modes and at times of their own rather than insti-
tutions’ choosing. Flexibility also refers to the mechanisms that challenge
prevailing constructions of what constitutes knowledge at HE level and the
means by which knowledge can be acquired and demonstrated: most notably,
RPL and validation of non-formal and informal learning (VNIL). Flexible
arrangements and out-reach activity overlap, for example in links between
VET organizations and universities, which may or may not be accompanied
by collaboration.

The literature contains many examples of forms of openness for adults
that fall within these three categories. For example, in Malaysia there are
policies to create ‘alternate pathways of entry, part-time studies, distance ed-

33



ucation, special financial incentives and arrangements, recognition of work-
place training and according academic credit for it’ (Asian Development
Bank, 2012, p. 40). Many cases from Europe, North America and Australia
have also been described (Osborne, 2003).

Is Access Enough?

Describing the situation with regard to adult access to Higher Education in
different parts of the world requires taking account of factors such as regula-
tory and policy diversification, structural and functional diversification of in-
stitutions, and the openness of provision. The precise relationships between
these factors will vary from country to country. A highly regulated system
may or may not be one that facilitates a diverse set of institutions. In short,
whilst diversity in institutional structure may provide a range of opportuni-
ties to access HE, it may be that only some of the institutions concerned will
provide these opportunities.

It could therefore be argued that, to a significant degree, the problem of
facilitating adult access to HE has been ‘solved’. This, however, is not the
end of the story. There certainly are many forms of provision to choose from,
and a good deal of knowledge of what works: the main issue that remains
is the willingness of the state and institutions to put access into practice.
Furthermore, simply gaining access is not enough: once enrolled in HEIs,
questions of retention and progression arise. Flexibility is therefore not only
about access to the system, but also about the delivery of learning thereafter.
A comprehensive overview of these issues in the context of the UK was un-
dertaken recently (Houston, McCune and Osborne, 2011).
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HEURISTIC OF ELEMENTS OF FLEXIBILITY

The graph presented in Figure 2 is taken from this work (p. 4). It summarizes
the different elements of flexibility in learning provision and identifies how
these might impact not only on openness and access, but also on retention
and progression. This figure is not meant to convey a causal model; rather,
like Figure 1, it is intended as a graphical representation or heuristic, in this
case of different elements of flexibility. Flexibility has been placed at the cen-
tre of the image, surrounded by the possible outcomes: improved access, re-
tention and progression. On the outside are what might be termed ‘procedur-
al issues’ relating to differing forms of learning and teaching delivery (e.g.
blended learning, alternative assessment regimes, e-learning, and student- or
learner-centred approaches such as personalized learning, peer support or
mentoring), and of entry requirements (including the use of non-tradition-
al and vocational qualifications, accreditation of prior experiential learning
(APEL) and credit transfer). The arrows outside the circle are meant to imply
forms of dynamism. It is suggested that the procedural issues are, or can be,
mediated via the arrows indicating site, mode and timing of delivery.
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Issues pertaining to spatial and temporal adaptations, structural modifi-
cation and recognition of other knowledge are not just challenges with re-
gard to access to HE, but potential features of provision itself. As such, they
have significant implications for teaching and learning. Altman, Reisberg and
Rumbley (2009, p. 45) quote a number of examples, including students of co-
lour in the US, whose completion rates are lower than those of the majority.
They point to the need for support mechanisms within HE to address dispar-
ities of this kind. Adults throughout the world seek access to HE; societies
and HEIs might likewise seek to facilitate learning for both adults and young
people in an increasingly flexible fashion that not only meets the changing
needs of modern society (including recognition of ‘massified’ or ‘universal’
HE in Trow’s (2000) terms), but also fits more closely with modern pedagog-
ical thinking, recognizing the problem of continuing lack of access among the
sectors of society that are still not able to participate fully in HE.
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FROM UNIVERSITY LIFELONG LEARNING TO
LIFELONG LEARNING UNIVERSITIES: DEVELOPING
AND IMPLEMENTING EFFECTIVE STRATEGIES

Francgoise de Viron and Pat Davies

Abstract

This chapter presents a brief overview of the state of play of Lifelong Learn-
ing development within European Universities over the period 2005-2012.
It highlights the wide diversity of provision and the resulting difficulty in
elaborating a common definition for University Lifelong Learning (ULLL)
in Europe, even if the one proposed by EUCEN is beginning to be largely
accepted.

For the authors, this diversity hides the real implementation of ULLL
and gives at first glance the impression that ULLL develops very slowly.
The reasons usually cited for this protracted pace are the lack of workable
implementation strategies, the lack of an effective funding system, and stake-
holders’ resistance to change. Although the authors are convinced of the
pressing need for an adequate funding system, the purpose of this chap-
ter is to present ways to overcome the other two difficulties. It proposes a
well-founded and already proven approach together with several tools de-
signed to enable universities, in collaboration with all relevant internal and
external stakeholders, to develop their own specific strategy for becoming
Lifelong Learning Universities. The concepts of strategy and strategizing are
used and adapted to the specificities of ULLL.
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Introduction

Jarl Bengtsson' wrote shortly before his death that ‘on the one hand lifelong
learning is accepted, in policy terms, by all OECD countries and many other
countries, but on the other hand there is an uneven and slow pace of imple-
mentation of lifelong learning’ (Bengtsson, 2013, p. 1). EUCEN?, a European
membership organization comprising 191 members (mainly universities)
from 36 countries, comes to a similar conclusion concerning University Life-
long Learning (ULLL) based on its network knowledge and project results.
Higher education ministers in Europe have definitively adopted a voluntary
discourse inviting higher education institutions (HEIs), including univer-
sities, to develop lifelong learning in their core activities. Their successive
communiqués — Prague in 2001, Berlin in 2003, Bergen in 2005, London in
2007 and finally Leuven-Louvain-la-Neuve in 2009 — have established life-
long learning as one of the ten priorities for 2010-2020 (see for instance the
Bologna Process website: http://www.ehea.info/). They stress the importance
of going beyond continuing education and adult education towards a more
comprehensive implementation of LLL within universities by 2020.

Meanwhile, a number of universities have developed provision for a great-
er variety of lifelong learners, such as young adults without a university de-
gree, individuals seeking professional development, unemployed adults, mi-
grants, and so on. They have created innovative collaborative projects and
accumulated a great deal of good practice. However, despite the quality and
quantity of these initiatives, the results so far appear insufficient to external
stakeholders and fragile to internal ones, since they are highly dependent on
the leaders of each university.

For Bengtsson (2013), the main reasons for the slow pace of LLL imple-
mentation in general are the lack of workable implementation strategies, the

'arl Bengtsson, Professor of Education, was for many years Head of the Centre for Edu-
cational Research and Innovation at OECD. He was also President of the PASCAL Obser-
vatory.

*EUCEN (European University Continuing Education Network) is an international non-gov-

ernmental non-profit-making organization, and is the largest and oldest European network
focusing actively on ULLL. EUCEN aims to contribute to the economic and cultural life of
Europe through the promotion and advancement of lifelong learning within higher educa-
tion institutions, and to foster universities” influence on the development of lifelong learning
knowledge and policies throughout Europe.
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lack of an effective funding system, and stakeholders’ resistance to change.
The purpose of this chapter is to explore the first and third of these reasons.
Of course, we also remain convinced of the pressing need for an adequate
funding system (Davies, 2009a; de Viron et al., 2011a).

Firstly, we present the current context in European universities and syn-
thesize the reasons (the rationale) for their development of ULLL, which in
many cases goes beyond the recommendations of the European higher edu-
cation ministers. Secondly, we present the main trends with regard to ULLL
development and implementation over the last ten years and highlight the
diversity of approaches taken, based on overviews led by EUCEN. We then
present the tools and quality methods developed by EUCEN and its mem-
bers to promote the inclusion of LLL in universities’ strategy. We conclude
by offering some perspectives on how to strengthen the development of LLL
in the future.

The context: demand, needs and opportunities

Beyond the general forces — demographic change, globalization and tech-
nological evolution — which affect all societal endeavours including adult
learning, Merriam et al. (2012) highlight life transitions. Citing Aslanian
and Brickell (1980), they point out that ‘83 % of adult learners were engaged
in learning activities because of some transition in their lives’ (ibid., p. 92).
Transitions may include marriage, retirement, job changes, the birth of chil-
dren, etc. Aslanian (2001) found that in 2001 participation in higher and
continuing education was largely due to career transitions.

For a variety of reasons, new patterns of career and working life have
emerged for both men and women whereby the traditional sequence of edu-
cation — work — retirement has been replaced by several entries to and exits
from the labour market. As EUCEN (2009b) points out, transition points
(where the main concern is often to avoid long-term unemployment) are
becoming the most important moments in individuals’ personal and profes-
sional pathways. Moves between jobs and between employment and training
increasingly have to be managed by individuals themselves. This presents
both a need and an opportunity for universities to create new forms of provi-
sion to support alumni involved in such transitions over the long term and to
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offer flexible responses to the challenges they face. Institutions will have to
take into account what people have learnt from previous activities, assessing
and validating this non-formal and informal learning and opening up new
pathways to further learning and new employment opportunities. This does
not mean an exclusive focus on employability: personal development and
citizenship are also important. The challenge in our societies is not only to
face rapid changes in the economy but also in social, community and family
life (EUCEN, 2009b.)

In today’s ‘knowledge society’, acquiring new knowledge is possible outside
of traditional spatial and temporal boundaries. The key questions are now
‘where to learn” and ‘when to learn’ throughout life (Carneiro, 2007). Seen
from this perspective, universities are not only the places where well-adapted
formal learning programmes are delivered and where non-formal and infor-
mal learning are recognized and validated; they are also the places where
fragmented knowledge (Pellert, 2009; Carneiro, 2007) can be re-structured
and re-organized into a coherent whole, and where workplace-based learn-
ing is designed and analysed.

State of play - diversity of provision

Bengtsson (2013) identifies wide diversity in LLL provision in general. This is
certainly the case with regard to University LLL. Over the period 2005-2012,
EUCEN, with the support of the European Commission, undertook a num-
ber of projects (see www.eucen.eu for a full list) which included surveys of the
development of LLL in universities. It should be noted that the responses did
not constitute a representative sample of all European HEIs (given the diver-
sity just mentioned this would be a very difficult task). The major bias is due
to fact that data were produced by the projects’ partners, many but not all
of whom were members of EUCEN and therefore experienced or at the very
least interested in developing LLL. We must therefore be wary of drawing
general conclusions about all European universities from these results. Never-
theless, all data, case studies, visit reports and questionnaires were designed,
collected and analysed in scientific ways. The most interesting aspect of the
results is the light they shed on developments, trends and innovations in the
field of ULLL (see for instance, Davies, 2009a).
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A range of other studies have given similar results in some respects. In
particular, studies and projects undertaken by the European University As-
sociation (EUA) have shown that universities have adopted different defini-
tions and strategies to develop ULLL influenced by cultural and institutional
factors and that they have established partnerships with a wide variety of
stakeholders in order to do this (see for example the Trends Report (Sursock
and Smidt, 2010) and the SIRUS (Shaping Inclusive and Responsive Univer-
sity Strategies) project (Smidt and Sursock, 2011)).

Although many collaborative projects have been undertaken both within
and between various European universities, diversity remains the overwhelm-
ing characteristic of the field (Davies, 2007; Davies, 2009a). This is apparent
in a number of ways, not least in terms of nomenclature. Significantly, what
is called ‘lifelong learning’ in one country might be called ‘adult education’,
‘postgraduate studies’ or ‘continuing education’ in others; and what is in-
cluded under the label in one country may not be included in another. For ex-
ample a bachelor’s or master’s degree with a professional orientation may be
classified as LLL in one country but be part of the range of regular diploma
courses in other countries. In some countries the label attaches to the provi-
sion, in others to the learners or target groups, and in others to the mode of
delivery (full or part time, distance or on campus, academic or professional,
customized/individualized or general).

The range and number of courses offered varies enormously. In some
countries LLL includes services such as advice, careers guidance, alumni con-
tacts, and validation of non-formal and informal learning (VNFIL’), while
in others such services are located elsewhere on the institutional map. The
term ‘VNFIL’ itself covers a variety of approaches and practices and goes
by a number of different names: ‘validation’ is sometimes replaced by ‘rec-
ognition’, ‘accreditation’, ‘assessment’ or ‘certification’; ‘learning’ is some-
times replaced by ‘competences’, ‘skills’ or ‘experience’. The target groups
are diverse: individual learners; specific groups of learners such as the unem-
ployed, women or migrants; and organizations of all kinds (public, private,
not-for-profit, professional, cultural).

*VNFIL is an acronym used in Observal and Observal-Net EUCEN projects, building up a
European Observatory of validation of non-formal and informal learning. It is similar to the
RVA acronym used by UNESCO for recognition, validation and accreditation of the out-
comes of non-formal and informal learning.
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All universities are involved in a range of partnerships with different
kinds of stakeholders for reasons related to LLL development, such as
the analysis and forecasting of training needs, the identification of target
groups, and the marketing, promotion, delivery and evaluation of courses.
Employers were reported in the EUCEN survey to be the most frequent
partners; regional authorities and social partners were also very important.
This is consistent with the fact that much of ULLL is professionally ori-
ented, so employers and social partners are key players, alongside regional
authorities who are responsible for professional and vocational training in
many countries.

The way LLL is organized and managed varies between faculties of the
same university, between universities in the same country, and between coun-
tries. Nevertheless, a number of different models can be identified. Some
universities have their own special LLL unit, which may or may not be ex-
clusively devoted to LLL; in others a particular department or faculty is re-
sponsible. Others rely on an external organization which is linked to and/or
controlled by the university in some way (such as a foundation or university
company). A hybrid model with a mix of approaches for different kinds of
provision or service is also possible.

This diversity at all levels reflects the fact that universities usually have
more than one purpose in offering LLL and that purposes vary between
institutions. Common purposes include responding to the needs of the la-
bour market, stimulating personal development by providing personal de-
velopment programmes for postgraduates, encouraging the participation of
non-traditional learners, attracting new groups into the university, meeting
the needs of citizens in all aspects of life, supporting the social, cultural and
economic development of the region, and/or seeking new sources of revenue.

Such diversity is clearly a source of great strength and richness for uni-
versities, stakeholders and learners alike. It demonstrates that institutions
can be proactive and responsive, and can reach out to and meet the needs of
learners and stakeholders far beyond the traditional constituency for higher
education. However, this diversity might also be a weakness from the point
of view of official agencies or politicians, since it is difficult to measure on
a national or European level. If it cannot be counted or measured easily,
how can its impact be demonstrated? How can it be ‘valued’? How can it
be made accountable? How can its quality be assured? If it is for everyone,

45



everywhere, anywhere, does it disappear in a mist? If it is ‘all things to all
men’, how can it have a clear voice and how can that voice make itself heard?
(Davies, 2009a).

State of play - strategy development

What also emerges from these studies is that many HEIs have developed
LLL provision in a largely ad hoc, responsive and opportunistic way (in
both the positive and negative senses). In some countries there is a fairly
strong national policy framework, often (e.g. in Austria, Belgium, France
and Finland) significantly influenced by the HEIs that were already active in
the field prior to its development. Similarly, institutional strategy has tended
to develop one step behind practice. The survey conducted by the BeFlex
Plus project (www.eucen.eu/BeFlexPlus/index.html) showed that although
all respondents were offering LLL of some kind, only 13 % considered LLL
strategy the top priority, 55 % considered it important along with other pri-
orities, and 29 % considered it not yet a priority (Davies, 200956). In 2010,
the EUA Trends study (Sursock and Smidt, 2010) found that only 39 % of
the responding universities were developing a strategy for LLL (the most
advanced being in Sweden, Denmark, Finland, France, Ireland, the UK, the
Czech Republic and Lithuania). There is little evidence to show that ULLL
provision has developed or expanded significantly since then. Whilst there
are of course a number of reasons for this, it seems reasonable to postulate
(coming back to Bengtsson, 2013) that the absence of a strong institutional
strategy is among them.

Nevertheless, it does seem that some universities are becoming more en-
gaged in developing a lifelong learning strategy. There are often powerful
reasons for them to do so. A transversal in-depth analysis of ten European
universities (de Viron et al., 2011a) undertaken as part of the ALLUME
project (http://allume.eucen.eu) focused in part on the reasons why these uni-
versities had started to develop and implement an LLL strategy. The study
found that the dominant external driver was societal pressure: the desire
to be socially aware and active and to react to the needs of society and the
nation. The second driver to develop an LLL strategy was the existence of a
legal framework within which to do so: national, regional or local policies,
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or a government decision. Six other reasons were identified; of these, the
most frequently cited were markets (internationalization, globalization), the
economic situation (crisis), and Europe (social fund, policies). It is notewor-
thy that in seven of the ten cases, the national or regional economic situation
was thought to impact negatively rather than positively on the development
of an LLL strategy.

Internal as well as external drivers for developing an LLL strategy were
mentioned: the most frequently cited was the need to broaden access in order
to respond better to demand. Many of the universities who cited this moti-
vation saw it as their mission to increase the volume of LLL and/or adult
learners. They also mentioned that the existence of a culture of LLL based
on previous experience could act as an internal driver, and that changes in
internal organization and structure could therefore be a positive factor in the
process of developing an LLL strategy.

The European Universities’ Charter on Lifelong Learning (EUA, 2008)
identified a set of ten commitments from universities regarding the develop-
ment and implementation of lifelong learning strategies and a set of matching
commitments from governments and regional partners to support universities
in their social engagement. The Charter has clearly had some impact on the
development of LLL strategy at the institutional level. The SIRUS project led
by EUA (http://www.eua.be/eua-work-and-policy-area/building-the-europe-
an-higher-education-area/projects/shaping-inclusive-and-responsive-univer-
sity-strate.aspx) focused on the ten commitments from universities, while
bearing in mind the role of governments and external partners. The proj-
ect report (Smidt and Surcock, 2011) discussed the different developmental
steps towards an integrated lifelong learning strategy:

o First comes the adaptation stage, in which universities design
a continuing education strategy and develop and communi-
cate an ad hoc service to administer it. At this stage universi-
ties are willing to respond to demand and to take into account
external opportunities. Nevertheless, this continuing educa-
tion strategy remains separate from the strategy concerning
traditional activities. At this stage universities do not mention
the concept of ULLL explicitly or try to define it.
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e Second comes the organizational stage, in which universities
try to integrate the LLL strategy into other strategic decisions.
They create specific programmes for lifelong learners or adapt
degree programmes in order to enlarge their audiences. Usu-
ally they also create services and specific units to attract and
manage a broader pool of students.

o Third comes the cultural stage, in which LLL is fixed with-
in the universities’ DNA such that they consider themselves
Lifelong Learning Universities. This implies a major cultur-
al change within universities. In this ideal state of affairs, all
learning initiatives are learner-centred; learning is shared, life-
long and lifewide; learning is valued wherever and whenever
it takes place; and the experience of learning is enjoyable and
rewarding. All stakeholders are engaged in the process as the
LLL University is an open system. In addition, universities un-
dertake research in the field of lifelong learning and practice
organizational learning at all levels (Davies, 2009a).

It is clear that as yet there are few universities at the ‘cultural stage’. Much
remains to be done to create the strong institutional frameworks and strate-
gies that are necessary to implement coherent and expanding LLL provision.

EUCEN (2009a) argues that it would be more efficient to take stock of the
now well-documented diversity in LLL provision and to invite universities
to concentrate their efforts on specific objectives in line with their individual
competences and resources. In other words, diversity should be recognized
and even celebrated. Universities should define their own strategy for LLL
adapted to their particular environment and legal framework. They should
prioritize their own development, academic and research strategies, and
partnerships with international and regional stakeholders (including small,
medium and multinational companies and enterprises). In addition, more at-
tention should be paid to networking universities in order to involve as many
actors as possible in the establishment of links with local populations for the
promotion of sustainable development.
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Strategy and ‘strategizing’ - tools for strategy development

The difference between a university which has LLL (ULLL) and an LLL
University (LLLU) is that the latter has LLL firmly embedded in its mission,
strategy and culture. Through various European Commission supported
projects, EUCEN, its partners, its member universities and the European
professional community have built up a large set of methods and tools over
the last ten years to help universities develop their own strategy to become
LLLUs fully adapted to their environment and legal framework. Diversity
is also a characteristic of this set: even if universities pursue the same global
goal, different approaches and subgoals are developed in different contexts,
all are attempting to contribute to the achievement of an LLLU.

We begin this section by presenting a schematic overview of the process of
changing from University Lifelong Learning to Lifelong Learning Universities.
We then set out our approach to strategy and strategizing, and describe some
tools to support this approach. These are drawn mainly from the results of the
ALLUME project (de Viron et al., 2011a).

1. The global process: how to become a Lifelong Learning University
We propose a conceptual map to present a global view of the whole process

of change involved in ‘becoming an LLL University’ (Figure 1).

SCHEMATIC VIEW OF THE PROCESS OF ‘BECOMING AN LLL UNIVERSITY'

Strategic Analysis

w Strategic Plan
Implementation Development
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Figure 1 illustrates that the process of change is not linear but circular and
recursive. In other words, it is an ongoing and continuing process. The
phases described above — analysis of context and internal situation, design of
objectives and action plans, operational development, implementation and
monitoring of action plans — are the ones commonly agreed in the literature
to be part of any change process, even if specific content or boundaries may
vary (Johnson et al., 2011).

In this chapter we focus on the two first phases: strategic analysis and
strategic planning. Nevertheless, ‘strategy as practice’ is a comprehensive ap-
proach which goes beyond these phases and includes the subsequent phases
of development, implementation and monitoring. Strategy therefore plays a
role in all phases.

2. The Strategy-as-Practice Approach

‘Strategy is about how to reach a desirable future. This means firstly imagining
the potential futures; secondly assessing which of these potential outcomes may
be more desirable than others, and thirdly identifying ways and making deci-
sions to influence the outcome in the desired direction.” (Durand, 2008, p. 281).

In order to design a vision and roadmap for the most desirable future,
organizations usually undertake some form of diagnosis, self-analysis and
benchmarking. The tools most often used for this are SWOT (Strengths,
Weaknesses, Opportunities, Threats) analysis and/or environmental scan-
ning, such as PESTEL analysis which considers political, economic, social
and environmental factors. While strategic goals and objectives may vary
from one university to another depending on their specific capacities and en-
vironment, the practices and activities involved in elaborating the strategy —
the strategizing process — may be similar, so the methodology is transferable.

One of the main premises of this study is that the ways a strategy is elabo-
rated are as important as the content of the strategy. Universities were invited
not only to develop the content of their strategy — their vision, their objec-
tives, their action plan — but also to set up an active, collaborative and perma-
nent way of doing strategy: ‘LLL strategizing’ (de Viron et al., 2011a). This
is aligned with the strategy-as-practice approach proposed by Whittington
(1996, 2002), whereby strategy is seen as something that is done within
an organization, rather than something an organization has. The ‘strate-
gy-as-practice’ school of thought (Whittington 1996, 2003, 2006; Jarzab-
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kowski, 2004) considers strategy a process carried out through concrete and
formal actions such as team meetings, presentations and workshops. This
is in line with the broader ‘practice paradigm’ in social science theory since
the 1980s, which focuses more on ‘people than on organizations, the routine
as opposed to change, and situated activity rather than abstract processes’
(Whittington, 2003, p. 118). This paradigm recommends focusing on the
strategists themselves, i.e. the people engaged in the real work of strategizing
(‘strategizing’ meaning ‘doing strategy’) (Jarzabkowski et al., 2007).

For the purposes of LLLU strategizing, the ALLUME project adapted a
formal framework based on Whittington’s approach (2003, pp. 119-121),
but focusing on an institutional perspective (de Viron and Hesse, 2012). Five
key questions were identified:

1. Why does the process of LLLU strategizing begin? What are
the external and internal drivers of change?

2. Who are the people involved in LLLU strategizing? Who are
the internal actors? What are their roles: are they doers, in-
fluential persons, researchers, decision makers? Who are the
external actors? What are their roles?

3.How is the process of LLLU strategizing enacted and orga-
nized? Is it a formal or informal process? What is its level of
development?

4. What are the tools and techniques used for LLLU strategizing?
5.How are the products of LLLU strategizing communicated?

The rationale behind the choice of the strategy-as-practice approach was
partly to promote wide acceptance of major change within the institutions,
to organize the cultural and organizational changes necessary, and to address
resistance from internal and external stakeholders. However, the approach
was also chosen in order to integrate the evolution of the strategic content
right from the beginning. As mentioned above, due to the limits of the AL-
LUME project (in particular the time frame), the strategizing approach was
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applied only to the design of the strategy: strategic analysis and strategic
plan, the two first phases of the change process represented in Figure 1. The
approach could also be adopted for the development, implementation and
monitoring phases.

Using the strategy-as-practice approach and based on analysis of ten Eu-
ropean universities and on testing in six other universities from a total of
fourteen countries, a five-point approach was established for developing and
implementing an LLLU strategy. The five points are not to be seen as lin-
ear or successive stages within the strategizing process, but rather as perma-
nent guiding principles which are activated continuously during the process.
These five principles are represented in Figure 2.

FIVE PRINCIPLES IN THE LLLU STRATEGIZING PROCESS

Explicit and
shared objectives

Recurrent and Leadership to
collaborative work pilot the change

Sustainable
commitment
at the top

Use of

existing tools

1. From a tacit, isolated and un-diffused strategy to an explicit,
formulated, shared and communicated strategy
Independently of the position, role or function of the people
involved in the ‘strategizing’ 