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FOREWORD 

The statement that under modern conditions individuals 
more than ever before need to be Lifelong Learners in order to 
survive, produces different reaction in an audience. It has 
always been a fact that human beings change, develop, mature, 
become wiser, as a consequence of living. Life is itself a 
learning process to a great extent outside the realm of human 
control. The value of such learning should not be underesti­
mated, but this is not the type of learning meant by the modern 
idea of Lifelong Learning. To avoid such misunderstandings the 
qualification "systematic learning" is frequently added. In 
order to cope with the complex professional, personal and social 
problems encountered in the course of their lives adults need 
systematic learning which is more or less continuous. Reactions 
to this statement are often misguided, being based on a rather 
narrow interpretation of the term "systematic", where it is 
equated exclusively with learning situations organized for the 
users along the pattern of school or university courses. The 
idea of systematic Lifelong Learning does not deny that such 
formal arrangements may be necessary in some domains, or that 
their availability in others could greatly facilitate the adult 
learning process. The typical feature of systematic Lifelong 
Learning, however, is that the individual identifies his learn­
ing needs, finds out which learning sources are at his disposal 
and uses them in accordance with his objectives, his resources, 
and the nature of the learning sources themselves. The abili­
ties, skills and attitudes required for such a dynamic approach 
to systematic Lifelong Learning are not automatically present 
and developed in the majority of the population. There is, 
therefore, a need to devote special attention to the develop­
ment of the required potential in the school, since the school 
represents the period during which learninq bases are laid down. 
Is this, however, a totally new school function? Does not 
school curriculum literature already contain frequent and more 
or less explicit references which justify and explain such func­
tions and suggest ways by which this potential can be developed, 
possibly even indicating related practices and experiences? 



The purpose of this study is to review and summarize 
"curriculum" literature which deals with articulation between 
school learning and the out-of-school learning which takes 
place during the lifetime of an individual. It also attempts 
an analysis of this literature. 

The work has been conducted within the framework of the 
large number of studies planned by the UNESCO Division of 
Structures, Content, Methods and Techniques in Education on 
Curriculum in the Context of Lifelong Education and approved 
by the General Conference for the biennium 1977-78. 

The Unesco Institute for Education was fortunate in having 
Dr. U. Hameyer to conduct the study. He was assigned to it by 
the Institute of Science Education, Kiel (F.R.G.). Dr. Hameyer 
has succeeded in the very difficult task of drawing clear cat­
egories from the abundant and diffuse literature on school 
curriculum, and for this work we express our appreciation. 

M.D. CARELLI 
Director 
Unesco Institute for Education 

G. VAIDEANU 
UNESCO 
Chief, Section Curriculum 
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CHAPTER 1 

INTRODUCTION 

This study discusses the contribution of recent curriculum 
research to an analysis of the ways in which the school curricu­
lum could promote lifelong learning. It centres on educational 
aims, contents and learning experiences as components of a cur­
riculum for general education. 

The curriculum research approaches that are investigated 
in this paper are concerned with continuity of learning through 
various age stages (vertical integration of learning). It il-
ustrates not only the problem of how to facilitate the transi­
tion from one learning stage to another; the main emphasis of 
the continuity perspective is on basic aims and functions of 
education which extend beyond any particular learning stage. 
The point at issue is to discover what aims and contents acti­
vate the pupil to tackle life situations which require an abili­
ty to act creatively as well as the willingness and competence 
to continue learning throughout life. 

Learning usually occurs in the context of varying individ­
ual and social experiences. The school is only one agency for 
learning among many. "Institutions of education such as schools, 
universities and training centres are important, but only as 
one of the agencies for lifelong education. They no longer en­
joy the monopoly of educating the people and can no longer exist 
in isolation from other educative agencies in their society." 
(Dave, 1976, p.51). This implies the necessity of a better 
link between out-of-school experiences on the one side, and or­
ganized learning experiences on the other (horizontal integra­
tion. See Skager and Dave, 1977). According to Shimbori, school 
education is largely autocratic, inflexible, uniform, intellec­
tual and abstract, "incapable of responding effectively to ever 
changing conditions and different individual and local needs, 
separating it from real and actual life" (Shimbori, 1975, p.37. 
My italics U.H.). Hence, Shimbori concludes, school education 
and out-of-school experiences should be more closely related to 



2 

each other. Pre-vocational education, for example, should also 
be reconsidered and education for inner satisfaction be pro­
moted. Perhaps Shimbori somewhat overshoots the mark by level­
ling this fundamental criticism against the school in general. 
But if the quotation is interpreted as meaning that some schools 
are in danger of running into considerable difficulties on that 
score, then Shimbori's opinion may be useful for reconsidering 
the function of schools especially in the perspective of life­
long learning. 

1.1 Three general aims 

The present study investigates to what extent selected ap­
proaches in curriculum research and development may stimulate 
discussion on the value and revision of the school curriculum 
in the context of lifelong learning. The following questions 
summarize the purposes of the study: 

1) Which major trends in recent curriculum research 
are suitable for reconsidering the school curri­
culum in the perspective of lifelong learning? 
(Chapter 3). 

2) How far do the major trends described in Chap­
ter 3 coincide with the aim of linking school 
learning more closely with future learning and 
the outside world? (Chapter 4, which is divided 
into two parts: the vertical and the horizontal 
dimension of learning). 

3) What are the implications of such links for the 
debate on the introductory, the orienting and 
the subsidiary functions of the school curricu­
lum in respect of lifelong learning? (Chapter 5). 

These questions demonstrate the interest in a fundamental 
analysis of the connection between school and lifelong learning. 
More specialized aspects of the theme can therefore be dealt 
with only marginally in this study. (For more detailed informa­
tion see, for example, Cropley, 1978). 

1.2 Outline of the study 

The study comprises five chapters. Chapter 2 sets out the 
concept. First it tries to clarify the differences between 
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lifelong learning and other related concepts (e.g. lifelong edu­
cation). Next it specifies the premises on which the relation­
ship of school curricula with lifelong learning has been studied. 

In Chapter 3, major trends in curriculum research and de­
velopment are analyzed: re-assessment of selected functions 
and aims of compulsory education; shifts in the selection of 
contents; a new emphasis on individual learning experiences. 
Within these areas, approaches have been selected which fulfil 
at least one of the following criteria: 

1) emphasis on the notion of vertical or horizontal 
integration; 

2) presentation of a relatively new aspect of the 
concept of lifelong learning; 

3) theoretical justification of existing main ideas 
of lifelong learning. 

Chapter 4 evaluates the preceding analysis from the point 
of view of the horizontal and vertical dimensions of the cur­
riculum. On this basis certain conclusions regarding curriculum 
analysis can be drawn (Chapter 5). 

1.3 Context and scope of the analysis 

The limitations of this study are obvious. The selected 
curriculum approaches are usually derived from the condition 
prevailing in industrialized countries. Hence the results of 
this study cannot be directly applied to countries having quite 
different, often less formalized patterns of education and with 
greater problems of illiteracy. But even within the above-men­
tioned industrialized countries the results of this study have 
to be adapted to the particular features of each educational 
system. 

In addition, the present study cannot claim to be a true 
reflection of what actually happens at school. A remark bv 
Achtenhaqen (1978) on conomics teaching in the Federal Repub­
lic of Germany may illustrate that even an intimate knowledge 
of available learning alternatives and theories is not enough 
to eliminate the risk of implementation problems whicht are, of 
course, also of concern to curriculum designers. Although in 
the Federal Republic of Germany a number of textbooks for the 
study of economics at school have been in use for a long time 
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and have achieved very high sales (one book reached its 169th 
edition in 1974), "many teachers work out their own teaching 
material in addition to or in competition with the textbooks" 
(Achtenhagen, 1978, p.563). 

1.4 School curriculum and lifelong learning 

The relationship between school curriculum and lifelong 
learning must be defined. For this purpose, the present study 
identifies in the school curriculum three functions relating to 
lifelong learning. These functions may be considered as desir­
able trends for the future, in that they serve to clarify the 
relevance of the school curriculum to the future life of the 
pupil. Furthermore, they suggest a close link between life in 
and out of school . 

1.4.1 Introductory funotion 

In order to acquaint a pupil with lifelong learning, the 
school curriculum should provide alternative learning experi­
ences which will allow him to familiarize himself with the idea 
and the potential benefit of lifelong learning, as a means of 
meeting both his individual needs and those of the society. 
For example, such experiences should occur in formal school sub­
jects, or in integrated courses covering two or more subjects, 
where the goals and possibilities of lifelong learning could be 
discussed. Interest would be aroused and an understanding of 
the practical importance of this idea for everybody's life would 
be promoted. Provision of suitable information and stimulating 
learning aids will be important for this introductory function. 
It would, however, be a misinterpretation of the introductory 
function if it were understood to have its logical place only 
at the beginning of a lesson in order to be merely a motivation 
factor. This assumption would obscure the need for relatively 
long-term sensitization if the full scope of lifelong learning 
is to be grasped. 

1.4.2 OrieJiting funotion 

The function of the school curriculum must not be re­
stricted to creating an awareness of the need for lifelong 
learning. The curriculum also has the difficult task of pro­
viding information on contemporary living conditions and future 
situations or on the necessity of continuing education, for in­
stance in the fields of work and daily life. Ways of supplying 
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such information could be indicated. The individual teaching 
subjects will have to work out their own specific contributions. 

The orienting function concerns preparation for the world 
of work. The pupil should be confronted with the problem of 
possible future changes of occupation and be familiarized with 
the specific demands made by each occupation on his willingness 
to continue educating himself. Information must be given on 
employment possibilities. The pupil should get to know the 
specific characteristics of various occupations. Some examples 
would be: flexibility; required length of time to be spent in 
different employments; formal further education; the links 
between a particular industry, the general economic and social 
climate and the characteristics of specific places of work. 

In addition the orientating function requires that infor­
mation be given on the relevance of school learning to the pre­
sent and the future. This applies to private, cultural and 
public areas of life. The curriculum should, therefore, offer 
information and learning opportunities with the help of which 
the learner can orient himself with regard to his foreseeable 
learning needs and the shaping of his future. It will be ne­
cessary to reconsider the conventional contents of learning and 
general educational objectives in terms of this function. 

1.4.3 Subsidiary function 

The third function of the school curriculum concerns its 
indirect contribution to the pupil's preparation for lifelong 
learning. Current teaching no doubt contains elements which 
are consistent with lifelong learning without having been spe­
cially designed for that purpose. This is true in particular 
of a number of curricula which promote life-related learning 
and the idea of open teaching. 

Thus the subsidiary function does not presuppose that mo­
dernization of the school curriculum will necessarily, or can 
only, be achieved by the direct application of the results of 
research on lifelong learning. If that were the case, the re­
search results would first have to be elaborated and approved 
in discussions with educational researchers, with teachers and 
curriculum designers, with school administrators and the public. 
In contrast to the two previously mentioned functions, the work­
ing procedure is reversed: existing or proposed curricula are 
examined to find out how far they are capable of enriching the 
discussions of lifelong learning at school. 
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For example, any available free periods could be devoted 
to learning activities which will promote self-directed learn­
ing, generally achnowledged to be a significant factor in life­
long learning, or to projects in which the basic values of 
autonomy, responsibility and dialogue can be encouraged and de­
veloped. The curriculum can fulfil these subsidiary functions, 
for example by introducing real-life situations or events in 
the community (planning a youth centre, day-care centres for 
children, a political dispute about the transformation of a 
main shopping street into a pedestrian zone, establishing an 
industrial enterprise in a rural environment, etc.). The curri­
culum cannot anticipate such situations but can only offer sug­
gestions of how situations of this kind can be used for educa­
tional purposes. What is needed in this context is a better 
utilization of the wealth of ideas offered by the schools and 
by curriculum development. 

Chapter 5 returns to these three functions of the school 
curriculum and elaborates them with the aid of certain trends 
in curriculum research described in Chapter 3. It will be found 
that these functions do not necessarily represent new pedagogi­
cal ideas. Some readers may say that they have long realized 
in their teaching the basic thought underlying these functions. 
Others may come to the conclusion that working conditions in 
contemporary schools make these functions appear largely illu­
sory. There may be still other reactions. It is, therefore, 
necessary to illustrate the expected advantages of the delin­
eated functions. 

Obviously, the above-mentioned functions of the school cur­
riculum do not completely replace existing functions. It would 
be a misunderstanding to interpret them as a plea for a curricu­
lum designed exclusively for lifelong learning. This would 
merely result in a refusal by subject specialists to partici­
pate in such innovative practices. The three curriculum func­
tions will, however, fulfil their purpose if they are seen as 
an aid to reconsidering the aims of the various subjects, in 
curriculum development and, above all, in teaching. 

Moreover, the functions could be means to keep on reflect­
ing critically the danger that the school might be isolated from 
its cultural and social environment. For this, the lifelong 
learning concept offers helpful starting points. These are dis­
cussed in Chapter 3 and 4 of this study from the viewpoint of 
curriculum research. Furthermore the three functions may create 
ideas for future curriculum development and innovation. 
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Supposing a group of subject specialists is drafting new 
teaching units for science instruction. They will inevitably 
face the question of the educational purpose of these science 
lessons if they are not simply to be a scaled-down version of 
biology and physics as taught at university. The three above-
mentioned functions of a school curriculum related to lifelong 
learning might enable this group to consider science teaching 
from a supra-disciplinary point of view. This consideration is 
discussed in Chapter 4. The teachers could, for example, evalu­
ate findings on out-of-school needs for continued learning, and 
they could try to design a form of science teaching which would 
contribute to the ability to cope with such needs for lifelong 
learning. Of course, it should be mentioned in this context 
that the lifelong learning perspective is only one among others. 

These three functions may not encompass the entire scope 
of the school curriculum in relation to lifelong learning. But 
there is some evidence that they indicate the directions in 
which to search for future foci of curriculum development and 
curriculum renewal. However, one cannot consider change in con­
tents without addressing the problems of curriculum innovation, 
because in the field of public curriculum ends and means condi­
tion each other. The present study, nevertheless, is essentially 
concerned with contents and concedes that it can only touch on 
the question of"innovation. 
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CHAPTER 2 

NOTES ON THE KEY TERMS 

What should be the characteristics of a compulsory school 
curriculum in the context of lifelong learning? To answer this 
question, the two key terms school curriculum and lifelong learn­
ing must be clarified (see sections 2.1 and 2.2 of this chapter). 
The exact meaning of the words "in the context of" must also be 
explained. On 26 November, 1976, the 19th UNESCO General Con­
ference passed a recommendation on the development of continued 
or further education (documented in a publication of the Deut­
sche Unesco-Kommission, 1977), which says: "Education is in­
separable from democracy, the abolition of privilege and the 
promotion within society as a whole of the ideas of autonomy, 
responsibility and dialogue" (my italics U.H.). Special empha­
sis is laid on access to education within the framework of life­
long learning. These principles indicate an important aspect 
of the role the school curriculum can play in the context of 
lifelong learning: it should provide learning possibilities 
suitable for developing these three basic values. 

The following extract may help to illustrate the way in 
which the linking of school curriculum and lifelong learning is 
seen: 

"The education of young people should be oriented pro­
gressively towards lifelong education and learning, 
taking into account the experience gained in regard 
to adult education, with a view to preparing young 
people, whatever their social origins, to take part 
in adult education or to contribute to providing it. 

To this end, measures should be taken with a view to: 

a) making access to all levels of education and train­
ing more widely available; 

b) removing the barriers between disciplines and also 
between types and levels of education; 
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c) modifying school- and training-syllabuses with 
the aim of maintaining and stimulating intellec­
tual curiosity, and also placing greater emphasis, 
alongside the acquisition of knowledge, on the 
development of self-teaching patterns of behaviour, 
a critical outlook, a reflective attitude and 
creative abilities; 

rendering school institutions of higher education 
and training establishments increasingly open to 
their economic and social environment and linking 
education and work more firmly together; 

e) informing young people at school and young people 
leaving full-time education or initial training 
of the opportunities offered by adult education; 

f) bringing together, where desirable, adults and 
adolescents in the same training programme; 

g) associating youth movements with adult education 
ventures." (Deutsche Unesco-Kommission, 1977, p.22f). 

These essentials convey different possibilities of educa­
tional renewal in the longitudinal dimension. For the purposes 
of this study the most interesting aspect is the way in which 
the vertical and horizontal dimensions of learning are combined 
within a general frame of reference (for example linking educa­
tion and work, or bringing together adults and adolescents as 
well as removing the barriers between the various stages of 
education}. Further education and school learning are equally 
important parts of a coordinated, differentiated educational 
system consistent with the principles of lifelong learning. 
Chapters 3 and 4 will show that this part of the UNESCO recom­
mendations has been confirmed by results of educational research. 
This convergence could not necessarily have been expected since 
the recommendations represent an international consensus which 
is not based solely on research results but derives also from 
other sources of argumentation and experience. 

2.1. Lifelong learning 

Since approximately 1973, international organizations 
(UNESCO, OECD, ILO, European Council for Cultural Cooperation) 
have been foremost in studying the basic problems of lifelong 
learning, either by sponsoring research projects or by carrying 
them out themselves. A comparative survey of the recommenda-
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tions resulting from these activities is given by Voss (1978). 
One of the reasons why the above-named institutions did their 
own, or sponsored, research in this particular area may be that 
at the time the social sciences were not yet able to provide a 
sufficient volume of research results on lifelong learning. 

In the years since 1973 work in this field has centered 
on the theoretical foundations and goals of lifelong learning 
and has resulted in varying definitions and designs for future 
activity. 

2.1.1 The need for a comprehensive •perspective 

One motive for these activities was the recognition that 
the school is facing a change in one of its traditional func­
tions: 

"In the past, the aim of general secondary education 
was to give pupils a sufficient cultural grounding 
in literature and science, first of all to develop 
the character of the pupil, and secondly to give 
him the knowledge he requires to go to University; 
but today this is no longer its sole aim." 
(UNESCO, 1978a, p.13. For greater detail see 
Chapter 3, section 3.1). 

Another motive is described by Shimbori (1975). He points 
out that imbalance of knowledge is a major contemporary problem: 

"Although the post-industrial society is characterized 
by the abundance of knowledge, all types of knowledge 
are not equally plentiful. While short-lived knowl­
edge is abundant, knowledge which withstands the test 
of time is not. While technical superficial knowledge 
is abundant, knowledge that answer's man's deepest 
needs is not. Since the creation of knowledge is 
monopolized by a few, there is much one-way instead 
of two-way communication. While knowledge of remote 
places is abundant, that of one's own community is 
not. These sorts of imbalances of knowledge result 
in mutual distrust and frustration among peoples and 
groups. There is much fragmented, but little con­
sistent knowledge, so that people cannot choose and 
judge knowledge adequately." (Shimbori, 1975, p.41). 

The Faure Report (Faure et al., 1973) indicates further 
reasons that have led to the promotion of the idea of lifelong 
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learning: the "fight against ignorance" (p.XIX), above all in 
Third World countries; the maxim of helping the largest poss­
ible number of learners to gain access to the highest possible 
level of knowledge, and of enabling them to participate in­
creasingly in responsibilities and decisions (p.XXV). 

2.1.2 General principles and aims of lifelong learning 

The terms lifelong learning, lifelong education and re­
current education are sometimes used interchangeably with dis­
regard to their different meanings. For instance, while the 
CERI model proposing a periodic alternation between education 
and work coincides in some of its basic features with the goals 
of lifelong learning, it does not have the same scope: 

"The concept of 'recurring education' intends to pro­
pose a concrete framework within which a great part 
of the individual's lifelong learning can take place. 
It differs from the concept of "permanent education' 
by making the principles of alternation between edu­
cation and other activities central to the definition." 
(CERI, 1973, p.12). 

This standpoint implies that learning experiences outside 
the educational system assume greater significance in the pro­
cess of lifelong learning. On this point different models 
based on the above-mentioned basic features largely resemble 
each other. The individual should be given the opportunity to 
take stock of his experiences and fit them into wider contexts. 
In these models lifelong learning receives particular emphasis 
(self-confidence and fulfilment of fundamental needs; see Kidd, 
1975), especially in the context of self-directed learning. 

The recurrent education model is more limited in time 
than is the lifelong learning model. As understood by CERI, 
the periodic alternation between education and other activities 
covers the period following compulsory schooling or basic train­
ing (in contrast to the view of Gestrelius, 1977, who wants to 
include compulsory schooling). This temporal demarcation is 
expressed very clearly in the statement that alternation of 
school and non-school activities directly concerns the total 
sector of post-compulsory or post-basic education (CERI, 1973, 
p.12). Lifelong learning, on the other hand, encompasses not 
only that sector but all forms of and needs for learning both 
within and outside educational systems. Lifelong learning 
covers the entire lifespan. Another difference between life-
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long learning and recurrent education is that the model of peri­
odical alternation between education and work underlines the 
relationship of learning to economic, social and labour market 
policy, whereas the lifelong learning concept stresses the mul­
tiplicity and diversity of relationships of learning to life, 
the society and the individual. Its aims are to equip the 
learner 

"a) to continue to extend his personal potential 
throughout his life without infringing his 
neighbour's right to do the same; 

b) to serve the economic well-being and progress 
of his people and the health of his ecosystem 
without damaging those of others; 

c) to live, learn and share in the development of 
human associations that we call communities, 
whilst acknowledging the rights of others to 
form perhaps very different human associations, 
to which he must seek to relate." (Lynch, 1977, p.5). 

Another important aspect emerging very clearly from 
Lynch's summary of the aims of lifelong learning is that learn­
ing should always be or lead to responsible action respecting 
the rights and promoting the well-being of others. It should 
be socially committed. This requires a thorough understanding 
of the environment and readiness for cooperative action. Ac­
cording to an OECD Working Group, one of the specific values of 
education at all levels is that it contributes to self-knowledge 
and self-identification, to an understanding of the environment 
and to agreement and cooperation with others. 

Bogdan (1975) even goes beyond this. In his view the 
principal task of lifelong learning is "to hasten the advent of 
the social and historical moment when creation will become an 
inner necessity for all men. By creation I mean the ability to 
fulfill in a free manner all given (natural) potentialities and 
the (spiritual) power to exceed these limited self-realizations: 
creativity, either individual or social, is the dialectic abili­
ty to surpass oneself". (Bogdan, 1975, p.32). Bogdan points 
out that in the present situation only a few are privileged to 
do creative work. What is needed is that all men should have 
the opportunities and resources enabling them to become creative, 
to surpass themselves spiritually "in higher social or cultural 
accomplishment" and thus participate in this "essential pro­
gression of human fulfilment", (ibid., p.33). 
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Like Bogdan, UNESCO describes the contradiction in in­
dustrialized societies. There is little point in painting an 
ideal picture of the development potential of society if the 
pupil is not simultaneously prepared for coping with these con­
tradictions. He must learn to deploy his own resources and po­
tential in cooperation with others if he is to participate in 
overcoming such contradictions on the basis of common social 
and ethical principles. 

2.1.3 Differentiating the concept 

The aspects under which lifelong learning can be put into 
more concrete terms are set out in a study by Skager and Dave 
entitled "Curriculum Evaluation for Lifelong Education", spon­
sored by the Unesco Institute for Education, Hamburg. This 
study distinguishes between five "overall categories or clusters 
of evaluative criteria general enough to be applicable to all 
curriculum components" (Skager and Dave, 1977, pp. 36ff). 
These categories are horizontal integration, vertical integra­
tion, orientation of self-growth, self-directed learning and 
democratization. 

Horizontal integration means cooperation in the field of 
education between the school, the community, the world of work, 
cultural institutions and mass media. Vertical integration 
means articulation of curriculum components at various levels 
of schooling as well as articulation of school curricula with 
pre-school education and post-school learning. Orientation of 
self-growth means developing individual personality character­
istics "that contribute to a long-term process of growth and 
development including realistic self-awareness, interest in the 
world and in other people, the desire to achieve, internalized 
criteria for making evaluation and judgements, and overall in­
tegration of the personality" (ibid., p.131). Self-directed 
learning signifies "individualization of the learning experience 
toward the goal of developing the learner's own skills and com­
petencies in the planning, execution and evaluation of learning 
activities both as an individual and as a member of a cooper­
ative learning group" (ibid., p.133). Democratization is asso­
ciated with equality of learning opportunities and possibilities 
of participation in decision-making processes at school, with 
encouragement of creative behaviour, divergent thinking and de­
velopment of curiosity. 

If such learning objectives to be prepared for at school 
are formulated, it must also be known for which out-of-school 
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areas of life they will be useful. Flechsig has made a relevant 
proposal, distinguishing between contexts of social action and 
contexts of communication, as follows: 

"Contexts of social action: 

1. Work 

2. Education {of others) 

3. Self-government and participation 

4. Satisfaction of individual needs (food, living 
conditions, physical and mental fitness) 

5. Entertainment. 

Contexts of communication 

6. Mass media 

7. Institutions for normative orientation 
(political parties, churches, business organizations) 

8. Private and semi-public communication 
(parties, dialogue, 'gossip')." 

(Flechsig, 1975, p.16. See also Figure 1). 

These categories certainly need to be supplemented. But 
they give an idea of the efforts required to open the disci­
pline-oriented school curriculum to broader educational tasks. 

Knowles consequently demands the development of compet­
encies for life roles and suggests the following taxonomy: 

Roles Competencies 

Learner Reading, writing, computing, perceiving, 
conceptualizing, evaluating, imagining, 
inquiring 

Being a self Self-analyzing, sensinq, qpal-buiIding. 
(with unique objectivizing, value-clarifying, expressing, 
self-identity) spiritualizing 

Friend Loving, empathizing, listening, collaborat­
ing, sharing, helping, giving feedback, 
supporting 

Citizen Caring, participating, leading, decision­
making, acting, "conscientizing", discuss­
ing, having perspective (historical and 
cultural) 
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Family member Maintaining health, planning, managing, 
helping, sharing, buying, saving, loving, 
taking responsibility 

Worker Career planning, having technical skills, 
using supervision, supervising, getting 
along with people, cooperating, planning, 
delegating, managing 

Leisure-time user Knowing resources, appreciating the arts 
and humanities, performing, playing, 
relaxing, reflecting, planning, risking 

Planner Dreaming, need-assessing, priority ordering, 
strategising, evaluating, scheduling, acting, 
persevering." 

(Knowles, 1975, pp.llff.). 

Attempts of the above kind enrich discussion of curriculum 
revision, They stimulate a search for new dimensions of cur­
riculum objectives and contents from a viewpoint other than 
that of conventional school subjects. However, such role 
analyses lend themselves to a variety of applications. Er­
roneous interpretations are possible as long as the educational 
principles under which these roles are to be defined are not 
stated. 

Some of the evidence outlined by Flechsig and Knowles is 
discussed in Chapter 3. Although other approaches are mentioned 
there, the basic thrust is analogous to this type of analysis, 
namely not to restrict the school curriculum to academic learn­
ing. Relevant key aspects have already been mentioned: en­
richment of school learning by involving the whole gamut of 
potential experiences in and out of school (horizontal integra­
tion), and education with a view to future life areas and 
situations (vertical integration). 

This study includes informal learning and learning experi­
ences within the family, the peer group, or an association. In 
this sense learning encompasses not only the learning pro­
cesses occurring in formal educational settings (lifelong edu­
cation), but is conceived as "purposive learning organized in 
different contexts for the ultimate aim of improving the quality 
of life" (Flechsig, 1975, p.17). 

Essentially the school curriculum is a basis for organized 
learning (lifelong education). Nevertheless this study focusses 
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on lifelong learning because its purpose is to reconsider the 
school curriculum only as one element of the entire permanent 
learning process. 

One main feature of lifelong learning is that of contin­
ually improving one's own competencies and accomplishing new 
ones in order to maintain and improve the quality of life (see 
Dave, 1973, p.22). This means that schools would have the re­
sponsibility for 

a) fostering development of the personal prerequi­
sites for lifelong learning (competencies, 
attitudes, values, motives) and preparing the 
pupils for mastering the major problems in 
different contexts of life and relearning; 

b) fostering recognition of the importance of 
learning in non-school settings; 

c) establishing the structural and organizational 
conditions which enhance the chances for life­
long learning. 

In keeping with the notion of vertical articulation al­
ready discussed, lifelong learning is mainly concerned with the 
question of how, under what conditions, earlier learning experi­
ences can be utilized in the educational process. This aspect 
is of special importance because the school curriculum is im­
planted onto the complex notion of the world which the children 
have built up in their pre-school years, and onto the ideas and 
expectations which they have of their future. For most children, 
school is the first stage of systematically organized learning. 
This is of considerable significance for the manner in which 
the school curriculum should connect with pre-school experiences 
and with post-school learning. 

2.2 School curriculum 

The necessity of investigating the functions of school 
curricula for lifelong learning is shown by Skager and Dave: 

"If lifelong education is to be made a reality in 
the near future, the curriculum of schools cannot 
be neglected. This need to reform school curricula 
can scarcely be exaggerated, for in most societies 
it is in school that children are or can be equipped 
with the means of continuing their education after 
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they have left school. If the school fails so to 
equip them their chances of successfully continu­
ing their education thereafter are correspondingly 
reduced. Schools can become the spring-board for 
implementing lifelong education." (Skager and Dave, 
1977, pp.10 ff). 

However, one should not overestimate the benefit of edu­
cation for the time after leaving school. We know relatively 
little about the persistence of knowledge acquired at school. 
Until now, only a few authors (Fensham, n.d.; Hyman, Wright and 
Reed, 1975) have dealt with the problem of how much profit an 
adult derives from what he has learnt at school (except for the 
three R's). A model for empirical analysis of the long-term 
effects of science teaching is now being worked out (Haussier 
et al., 1977). 

The uncertainties concerning the effectiveness of school 
learning over time suggest that expectations should not be too 
high. Nevertheless the school should not be discouraged from 
adopting the perspective of lifelong learning. The following 
assumptions support this view: 

a) lifelong learning is not yet a significant deter­
minant of the school curriculum; 

b) possibilities do, however, exist, or could be 
created, to reform the school curriculum in 
this direction or to expand the already existing 
attempts to do so (see Chapter 5); 

c) written curricula and teaching practice are not 
necessarily identical (see the discussion about 
the hidden curriculum in Snyder, 1971). All the 
same, the curriculum has a certain impact on 
actual learning (just as, vice versa, evaluation 
of learning may be useful for curriculum revision). 

2.2.1 A comprehensive understanding of aurviculum 

What then is the nature of a school curriculum? Spears 
(1950) says that "a curriculum is something to be felt rather 
than something to be seen. The transplant of the structural 
aspects of a promising (elsewhere) program tends to overlook 
the fact that the true blueprint is in the minds and hearts of 
the teachers" (quoted in Oliver, 1968, p.3). This view implies 
that a written curriculum cannot represent the reality of 
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teaching, and that the teachers' own guidelines do not necess­
arily converge with the written curriculum. If then the teacher 
has some freedom of operation, he may decide to deviate from 
the written aims or principles. A curriculum has to gain the 
acceptance not only of the School Board but also of the indi­
vidual teachers. 

The role of the curriculum vis-à-vis syllabuses and les­
son outlines plays an important part in how such questions are 
decided. Does it occupy a mediating or complementary, or rather 
an autonomous position between these two elements? Does it form 
a bridge between official standpoints and teaching practice, or 
does it rather act as a driving force for new developments? 
"The modern conception of curriculum unites the preparation of 
the syllabus and the creation of instructional materials into 
a single integrated process of development" (Lewy, 1976, p.3). 
This statement would seem to express an objective rather than 
describe reality. 

a) Curricula consist of documents and other teaching-
learning aids. They describe the educational phil­
osophy under which intended learning in school 
should, or can, take place (for instance in the 
sense of Beauchamp, 1968). In any curriculum 
worthy of the name educational objectives should 
be justified in the context of basic educational 
principles and made "accessible to critical scru­
tiny" (Stenhouse, 1975, p.5). Their selection 
must be understandable, warrantable and legit­
imated (on these demands see Künzli's (1975) edu­
cational approach to curriculum and Peters's (1975) 
fundamental thoughts on the subject). On the 
other hand, it is not always possible to specify 
learning results in advance (see Frey, 1971, p.51). 
However, the teacher must know what types of 
learning result are expected so that he can plan 
and evaluate his teaching accordingly;(see Goodlad 
and Richter, 1966). In any event, schools should 
so define their curriculum that education is seen 
in a longitudinal perspective. 

b) Furthermore, a curriculum should contain sugges­
tions for the setting up of learning situations, 
such as the organization of experiments or pro­
jects, teaching methods, or work under hetero­
geneous conditions of learning. If this criterion 
is taken seriously, simple lists of subjects or 
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time-tables cannot be considered to be a cur­
riculum. 

c) It seems reasonable to use the term curriculum 
only when it describes the objectives of learn­
ing within the institutional and legal framework 
of school and when it supplements this descrip­
tion with information on contents or issues for 
educational activities and learning situations. 

These three components are essential parts of any curricu­
lum. This statement has not been arrived at arbitrarily. Re­
sults of educational research have shown that a mere enumera­
tion of general learning objectives is insufficient. There 
must also be adequate information and a guide to interpretation 
which will enable the teacher to understand fully the meaning 
and purpose of these objectives. Unless it has been made quite 
clear why these new objectives have been adopted, on what ideas 
of the basic functions of the school they are based, and what 
means of realizing them their author envisaged or excluded, it 
may happen that conventional teaching is continued behind a 
facade of new objectives. 

Objectives, contents and learning situations are necess­
arily the only components of a curriculum. As Frey(1971, p.13) 
points out, there may be others: 

"Central themes dealt with under the concept of 
curriculum are educational objectives, contents 
and the organization of learning. Also included 
are the problems of designing and implementing an 
educational programme. Such programmes may be 
called courses of study, syllabuses, 'programmes 
scolaires', teaching aid systems or educational 
plans. All these various versions of teaching 
programmes are subsumed under the term 'curriculum'." 
(Similar definitions are given by Lewy (1976) and 
Richmond, (1971)). 

Oliver examines several definitions of the term "curricu­
lum" and uncovers one further aspect which is of particular in­
terest to this study. The most comprehensive concept, he writes, 
encompasses "all the experiences the child has regardless of 
when or how they take place" (Oliver, 1968, p.5). Experiences 
out of school and the knowledge which the child has acquired 
through them are, in a sense, ingredients of a curriculum. 
Similarly, Caswell and Campbell (1935, p.66) already regarded 
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the curriculum as being "composed of all the experiences child­
ren have under the guidance of teachers" (quoted from Tanner 
and Tanner, 1975, p.18; see also Tyler, 1971 (1949), who speaks 
of planned learning experiences including extra class activities 
and learning at home in so far as they are directed by the 
school). This aspect is significant because it locates the 
school curriculum in the context of out-of-school learning and 
post-school life, thus opening up a perspective of lifelong 
learning. However, it must be borne in mind that out-of-school 
spontaneity cannot be compressed into a plan, nor should any 
attempt be made to do so. After all, a school curriculum con­
cerns school activities. It can try to prepare the children in 
some measure for their future lives, to open itself to the out­
side world, but it must not attempt to direct or determine life 
itself. 

Curricula also differ in the institutional and temporal 
range they cover (Reisse, 1975, p.49). As regards the institu­
tional dimension, a curriculum may be designed for a grammar 
school or for a comprehensive school or for vocational training. 
In the temporal dimension, curricula may range from planning 
profiles for a few lessons to an overall concept covering sev­
eral school years. 

In terms of prognosis, a curriculum is concerned with de­
velopment processes extending from the present to the future, 
or with the applicability of learning to the future life of the 
pupils (see Frey, 1971, and Chapter 4, 4.1.3). 

Taking all this into account, a curriculum may be defined 
as follows: 

A curriculum is a plan which delineates intended 
or supposed learning processes and their under­
lying educational philosophy. The plan consists 
of components such as aims, contents or topics and 
learning experiences (activities or intended learn­
ing opportunities) which are consistent with the 
intended educational principles. The educational 
principles should be well justified and explicated, 
so that other people can trace back the foundations 
of the curriculum. 

A more comprehensive definition which would include the 
processes of developing and implementing a curriculum will not 
be attempted in this study because the said processes are out­
side its scope. In this respect the working definition given 
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above represents merely a section of the whole spectrum of 
curriculum study. 

It should, however, be remembered that a curriculum as a 
plan is influenced by diverse factors. The nature of a curricu­
lum may have been decided upon before measures for its imple­
mentation are designed. But its final form results from the 
objectives bound up with curriculum development, and from con­
cessions curriculum developers will have to make in the course 
of the processes of testing and dissemination. If innovative 
curricula are to be accepted and implemented in the area for 
which they are intended, certain institutional preconditions 
and institutional support are indispensable. These aspects will 
be briefly dealt with in Chapter 5. The following section men­
tions some of the factors affecting the process of curriculum 
development. 

2.2.2 The curriculum among other influences 

The influence of a curriculum varies not only with changes 
in educational policy or in school systems, but also with in­
creasing competition between oroqrammes of study, examination 
standards, textbooks, and teachers' .qualifications. In England, 
for example, the curriculum plays a decisive role in the plan­
ning of instruction; at the same time, to quote Beauchamp and 
Beauchamp (1972, p.35), it should not be overlooked that "the 
notions, or conceptions, of what constitutes a good curriculum 
held by headmasters and teachers is another powerful influence 
upon curriculum in England's schools". In the United States 
considerable importance attaches to the textbooks. The same 
applies to the Federal Republic of Germany. State institutions 
decide on the admissibility of textbooks (see Minier, 1978) and 
draw up lists of recommended ones. Another reason for the 
strong position of textbooks in West Germany is that in the 
individual Federal States they are usually explicitly specified 
in the official syllabus. 

The decisive influence of syllabuses or directives is thus 
obvious. In the Federal Republic of Germany and in Scandinavian 
countries, syllabuses not only lay down the minimum of learning 
to be mastered in a given year. They also define examination 
contents. In England the examination syllabuses established by 
the examination boards, as well as those of the schools them­
selves, exert some influence on curriculum decisions. Teachers 
and headmasters in England have wider discretionary powers of 
planning and designing the curriculum than teachers in other 
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educational systems. The inspection system is another factor 
influencing educational planning. Finally, there have been a 
number of public campaigns in the Federal Republic of Germany 
which show the powerful impact that parents' associations as 
well as politicians can have on curriculum development. An 
analysis of the interplay between such factors in the curriculum 
process is to be found in Lauterbach (1977). 

A comprehensive look at all these factors is necessary in 
order to set priorities for curriculum renewal. The aspects 
discussed in Chapter 3 are, therefore, of a general nature al­
though the school curriculum remains the starting point. 
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CHAPTER 3 

SOME MAJOR TRENDS IN CURRICULUM RESEARCH AND DEVELOPMENT 

This chapter analyses curriculum research and development 
supportive of lifelong learning on the basis of the questions 
raised at the beginning of Chapter 1: Which approaches seem to 
promote the renewal of a school curriculum in the context of 
lifelong learning? 

Several features of curriculum research relate indirectly 
to lifelong learning, notably: 

1) analysis of life-situations to identify appro­
priate learning objectives (Bobbitt, 1918); 
Robinsohn, 1971; Hemmer and Zimmer, 1975); 

2) learning by discovery to develop problem-solving 
competencies (Bruner, 1960); 

3) curriculum integration to improve coordination 
on the horizontal dimension of learning 
(Haussier, 1974; Tamamushi, 1978; Ingram, 1979). 

The concept of lifelong learning was, however, essentially 
developed outside curriculum research. It is therefore necess­
ary to build a bridge between curriculum problems and lifelong 
learning. The notions of vertical and horizontal integration 
are useful connecting elements because they transcend school 
education. The longitudinal view (vertical dimension) demands 
increased consideration of the pupil's future, and the cross-
connections between school and out-of-school life (horizontal 
dimension) imply a form of learning which links institutional 
learning processes with out-of-school learning experiences. 

Hence the major trends in curriculum research and develop­
ment to be examined in this study have been sought along these 
two dimensions. Obviously, these trends do not represent the 
whole spectrum of research and development, as a look at manuals 
for curriculum development shows (Frey et al., 1975; Rubin, 1977; 
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Tanner and Tanner, 1975). The trends which have been selected 

a) focus on new educational aims; 

b) take a new look at school subjects; the notion 
of horizontal integration in particular calls 
for a thorough reconsideration of the subject 
matter taught in schools; 

c) confirm some essentials of lifelong learning. 

Other criteria for the selection of the trends are derived 
from the curriculum definition given in Chapter 2, which names 
three indispensable components of a curriculum: 

a) functions and aims; 

b) the rationale and justification for learning 
contents; 

c) the organization of learning experiences. 

These three components constitute the first type of cur­
riculum, the written or otherwise codified curriculum. The 
second type of curriculum includes the whole process of its de­
velopment, from its inception through the innovation phases and 
all aspects of its implementation. 

The two research areas intermingle in many ways. It has 
already been explained why the present study concentrates on 
the first type of school curriculum, i.e. on the objectives and 
contents of school education in the context of lifelong learn­
ing. There is no intention to propose an innovation strategy. 
The focus is on conceptual problems, on the Why and What to 
teach. Questions concerning the component "educational aims" 
are discussed in section 3.1 of this chapter under the headings 
Self-actualization (3.1.1), Competencies for action (3.1.2), 
and Integrating real-life problems (3.1.3). 

3.1 Reassessing selected functions and aims of school 
education 

The functions of the school reflect the roles of the 
school arising from its position in a certain socio-cultural 
environment as well as its institutional nature. This has an 
effect on the school curriculum because the notion of school 
derived from such anthropological principles has an impact on 
the selection of contents and of objectives. 
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The basic question of what to learn for which purpose can­
not really be answered until it is clear why the school should, 
and can, be the appropriate "agency" for the chosen aims. Edu­
cational aims which are not merely occasional wishes have not 
generated themselves, nor are they established for their own 
sakes. They are based on a theory or, as a rule, on assumptions 
about the functions and tasks of the school as an educational 
institution set up by the state. 

If new educational aims are introduced, their essential 
features must be generally acceptable. Their urgency and the 
intention behind them must be seen in the context of the general 
view on what the school should be. They must be consonant with 
the defined tasks of the school or be interpretable as an ex­
tension of these tasks. If this is not the case, the tasks 
themselves must be critically reviewed and redefined. Many 
conflicts about aims seem, in the last analysis, to be conflicts 
about the basic definition of school functions. The debates on 
de-schooling or sex instruction at school (see Flitner, 1977) 
are relevant examples. Conversely, an economically or socially 
motivated change of functions initiated outside the school may 
make people aware of new educational aims and requirements (e.g. 
the introduction of a ninth or tenth year of compulsory school­
ing, currently accelerated in order to diminish the rate of 
youth unemployment and the shortage of training places). In 
every case, the functions of the school and the definition or 
revision of educational aims are intertwined. 

The necessity of seeing educational aims in the context 
of a given concept of school is obvious and will not be dealt 
with separately in this study. However, where the relationship 
of school functions and educational aims is discussed, this as­
pect cannot be ignored. It includes the question of the tasks 
of the school, whether explicitly formulated or arrived at by 
interpretation, the school's efficiency in mediating new educa­
tional aims, and the extent of its influence on an individual's 
learning activities. 

The impact of these considerations on the reassessment of 
education has a parallel in the fact that most innovations are 
bound up with a prior understanding of the school and its cur­
riculum. This aspect, expressed in another way, implies some 
criticism of prevailing teaching practice. Let us assume that 
new aims such as the following are proposed: 
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a) to assess the constructive value of one's own 
mistakes and to adjust one's actions accordingly; 

b) to recognize, when dealing with a problem, what 
further learning is required to solve the problem 
competently (to assess the growth potential and 
the limits of one's own problem solving capacity); 

c) to reconsider and justify one's judgement of 
people or situations from various aspects 
(multiperspective judgement); 

d) to apply one's own interpretation of the saying: 
"He who does not ask silly questions will never 
become wise". 

To revert to the functions of the school. Their nature 
is reflected in the following questions: Why do children learn 
Latin? Why is integral calculus taught? What is the purpose 
of studying individual countries in geography or of an introduc­
tion to periodicity in chemistry? School curricula which justi­
fy a particular discipline on the strength of its assumed edu­
cational objectives are based on a specific notion of the 
school's tasks and the educability of man. 

Such notions are often not transparent. Nevertheless they 
govern decisions on educational aims and contents. In most 
cases they spring from anthropological, philosophical or prag­
matic cultural or societal motives. Examples of such general 
guiding ideas on school education are formation of "all-round 
socialist personalities" in the German Democratic Republic, or 
of "enlightened men" capable "d'unir la générosité qui est 
Vintelligence du coeur, et la compréhension qui est la généro­
sité de l'esprit" (Haby, 1977, p.6). Other conceptions are 
based on the premise that the school is an agency for trans­
mitting cultural values. There is a fundamental difference 
between the conception of school as the agency leading the young 
into the realm of ideas, which are taken for granted, and the 
view that knowledge, including school knowledge, is not a given 
entity. 

All these reflections indicate that guiding principles can 
only be fully understood by way of the underlying concept of 
the knowledge taught at school. There must also be a "view of 
man" (Huber, 1971) to direct the planning of education. A defi­
nite educational concept is impossible without some notion of 
what man and education are. 
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Guiding ideas determining the orientation of the curricu­
lum are also to be found on the level of individual teaching 
subjects. For instance, biology may be taught from the perspec­
tive of the theory of evolution or from that of anthropology or 
systems analysis. Each perspective entails a different selec­
tion of contents and probably also different learning situations. 
Dahrendorf (1970) points out such distinctions in sociology. 
He shows how much difference it makes whether man is seen from 
the viewpoint of sociology or from that of economics (homo 
sooiologicus versus homo oeaonomiaus). 

Ballauf (1975) sees the connection between school and its 
social environment not only in their common concern for basic 
rights and values. He attributes to the school a variety of 
functions, such as the economic-technical function of preparing 
pupils for their future occupations, the religious function of 
giving them an orientation in metaphysics and ethics, the socio­
political, the emancipatory and other functions. 

Fend (1971) reduces the functions of the school to three 
basic ones, namely selection, reproduction and socialization. 
Bereiter (1972) limits them still more rigorously. According 
to him, the school's task is to transmit fundamental skills and 
techniques. It has no generalized educational mandate. There­
fore it cannot presume to make moral values, ethical principles 
or behaviours, which anyhow are controversial in the society, 
an educational principle. 

Another analytical framework is proposed by Frey (1975). 
He concentrates the tasks of the school into three guiding 
ideas. First, the school should provide culturally determined 
knowledge in the domains of science, everyday life, art, law 
and the state. Second, it should provide qualifications for 
different life situations. Third, it is a living space of its 
own character for pupils and teachers, in which the realization 
of human rights and other educational goals should be practised. 
According to Frey, one of many motives for this third guiding 
idea is the difficulty of initiating learning processes and de­
monstrating their meaningfulness day by day over several years 
if the outcomes of these processes can only be applied after a 
child leaves school. Another motive he sees is the right of 
the young to satisfy their life-needs. Since school takes up 
a large proportion of the pupils' lives, their needs must be 
met in the school itself. Overconcern with this issue can often 
lead to the premature introduction of certain learning themes, 
and this should be avoided. 
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These few illustrations point to the fact that guiding 
ideas should not be discussed in isolation. Their normative 
nature must not be lost sight of. 

Before proceeding to reassess those areas of school educa­
tion directly related to life-situations, it should be pointed 
out that definitions of aims may easily be suspected of being 
too abstract and idealistic. Their real sense may emerge during 
their application in practice. It is there that they must prove 
feasible, i.e. not only achievable but also acceptable to pupils 
and teachers as well as to the school authorities and the gen­
eral public. Nevertheless the constructive function of theor­
etical notions of school education must not be ignored. Utopias 
originate from the inadequacies of existing systems. An ideal 
to strive for is, therefore, both desirable and necessary, even 
if it can never be completely realized (if it could be, it would 
not be called an ideal). 

To illustrate the scope of the aims presented in the 
following pages, Taba's formulation of educational purposes may 
be mentioned. She subsumes school aims under the headings 
democratic way of life, civic responsibility, creativity, eco­
nomic self-sufficiency and self-actualization (Taba, 1962, 
p.265). These terms demonstrate the affinity with lifelong 
learning in their emphasis on equipping individuals to cope, 
actively and operationally, with their present and future en­
vironment, and at the same time to develop their own personality. 

3.1.1 Self-actualization 

The all-round development of the personality, encompassing 
all the strengths and qualities of man, is a basic notion of 
liberal education. In accordance with this concept, the func­
tion of the school would seem to be to create learning situa­
tions which leave the learner sufficient latitude for such 
personal expansion. 

"Physical and intellectual fitness" are only facets of a 
development process challenging the "whole person". Develop­
ment of the personality also includes partisanship for eccentric 
individuality and against thoughtless conformity. Russell 
(1974) objects to excessive love of conformity. It is a cha­
racteristic of bureaucrats and the broad masses. 

Innumerable terms have been used to define development of 
thp personality as a paramount function of the school. Ego-
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competence and self-development (Frey, 1975) emphasize the in­
dividual's own activity, his own part in developing his person­
ality - in this case founded on the human rights defined in the 
UN Charter. In the Declaration of Human Rights the member-
states have agreed to promote these rights through education. 
Of special significance for full development of the human per­
sonality are Article 1 (freedom, equality, brotherhood), Article 
2 (prohibition of discrimination), Article 18 (freedom of con­
science and religion) and Article 19 (freedom of opinion and 
expression). Finally, Article 26, para 2 , states explicitly: 

"Education shall be directed to the full development 
of the human personality and to the strengthening 
of respect for human rights and fundamental freedoms." 

Development of the personality is not something which takes 
place in isolation within the individual. The ego is formed 
through interaction with other people. It takes shape as a 
result of self-assessment and assessment by others, and is an 
interplay of intellect, emotion, and sociability. 

Development of personality also requires the promotion of 
sensitivity, the challenging of ego strength and self-criticism. 
The interplay of these features makes it possible to evaluate 
and correct the process of becoming a complete person. All 
these qualities demand a high degree of independent thinking, 
autonomous judgement and unorthodox, self-responsible under­
standing. And to acquire these characteristics, "education for 
creativity" is necessary (Ulmann, 1968, p.139). 

Only when alternative ideas, when fantasy and imagination 
are activated together, when interrelationships have been traced 
(somewhat on the lines of inclusive thinking) (see Schafer, 1977), 
can a problem be precisely formulated and suitable solutions 
sought. The affective and cognitive capabilities of a person, 
and his willpower are only helpful in his development into a 
well-adapted individual if. they can be integrated. They must 
be internalized, their influence on the ego-identity must be 
activated. All this is reminiscent of the principle of pro­
gressive education which postulates that the will of the child 
must not be destroyed. In Dewey's view, every school child 
must be given opportunities to show what he really is, so that 
the teacher can find out what he needs to make him a complete 
human being. 

Eisner summarizes all the approaches which emphasize the 
intentional openness of education and calls the aims resulting 
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from such approaches "expressive objectives": 

"An expressive objective does not specify the be­
haviour the student is to acquire after having 
engaged in one or more learning activities. An 
expressive objective describes an educational 
encounter: It identifies a situation in which 
children are to work, a problem with which they 
are to cope, a task in which they are to engage; 
but it does not specify what from that encounter, 
situation, problem or task they are to learn. 
An expressive objective provides both the teacher 
and the student with an invitation to explore, 
defer, or focus on issues that are of peculiar 
interest or import to the inquirer." (Eisner, 
1969, p.15 f). 

There is a need for models of instruction which take more 
account of creativity and imagination. Rationality is only one 
component of education. Self-actualization also means paying 
attention to the affective and moral orientations of children, 
creating a climate in which emotions and extreme views can be 
expressed and followed up (Junell, 1974, p.12). 

3.1.2 Competencies for action 

There is a trend to promote the pupil's ability to apply 
to concrete situations what he has learnt and the insights he 
has gained and, vice versa, he should be able to benefit from 
his own experiences and evaluate them in a proper way. 

Many authors refer to this principle. Some advocate more 
experiments and educational games at school. Others transfer 
part of the lessons from the school to the community. This 
might mean, for example, that pupils interview parents or people 
in the streets, under the guidance of the school and in the 
framework of a teaching theme or project, that they plan and 
take part in excursions, that they participate in citizens' ini­
tiatives for building a playground or in public programmes. 
Underlying such activities and other applications of learning 
experiences is an educational aim that has a long history: 
learning by doing (Dewey) and doing directed by what has already 
been learnt. 

This link between learning and doing was one of the main 
features of the Gesamtunterrioht (integrated learning) movement. 
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Dealing with things plays an important part in this concept of 
education (Scheibe, 1969, p.101). Integrated learning was an 
attempt to make the pupils experience, observe and discover 
reality. Dogs, cats, rabbits and mice were taken into the class­
room. Active contact with nature and real life was made an 
overall objective. The children, for instance, selected and 
arranged objects for herbariums from various standpoints (tech­
nical-economic, intellectual, social, ethical, aesthetic, re­
ligious). Integrated education aimed to unite life and school 
and to approach problems or teaching units from as many per­
spectives as possible. All educational values necessary for 
future life, Bohm (1931) explained, are "latent in the materials 
life offers". The child's emotional life and his ability to 
act must be brought together in order to obtain a comprehensive 
view of these educational values if social reality is to be 
made the subject of learning. 

This approach, which had an important impact on the school 
of the 20's, shows that the idea of integrated activity learning 
penetrated into curricula (compare the schemes for rural schools 
(Krick, 1963)) and continued to inspire later developments 
(Odenbach, 1961; compare also the syllabus of the Culture and 
Community School, Ohms, 1923). 

Promoting the capacities of school children for action is 
a contemporary aim, too. In terms of basic education this aim 
includes development of critical abilities and self-criticism. 
Hi H e r proposes interdisciplinary, multi-perspective learning. 
In his concept, schools should generate a basic capacity for 
taking action. What they have to foster is an ability to 
a) obtain an overview of relevant themes or action areas of the 
society, and b) participate critically in practical progress 
(Hiller, 1974, p.69). Since the meaning of cultural action is 
not constant for all times but must be continually reviewed, 
analyzed, modified and redefined, a person becomes capable of 
action only when he can participate in the criticism and clari­
fication of institutionalized mechanisms in society. He must 
also be capable of remaining aloof from a particular course of 
action. 

The figure given below will illustrate how Hiller tries to 
put these ideas into more practical terms. 

Similar arguments are presented by Patterson (1973). He 
distinguishes between two viewpoints: man as an active and man 
as a reactive being. The latter viewpoint is based on behaviorist 
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OUTLINE OF A CURRICULUM FOR THE PRIMARY LEVEL (21.9.1972) 

Socio-political 
functions 
Anthropological 
functions 

a) Housing 

b) Services/Ad­
ministration 

c) Education 

d) Production 

e) Leisure 

f) Transport 

g) Commerce 
and trade 

h) Communication 

i) Politics 

j) Celebrations 
& ceremonies 

Learning stages - school years 

I II III IV 

Nursery Block of Town plan Poor living 
flats (munici- conditions 

pal admi­
nistration 

Post Taxi head- Hospital Insurance 
Office quarters company 

School Teaching/ Teacher/ Sports clubs 
learning pupil Peer groups 
materials roles 

Soft drinks Internal Concern Agricultural 
factory structure enterprise 

of a 
business 

Wendy- Open-air Travel Churches 
house pool agency 

Covered (tourism) 
pool 

Technical Petrol Aerodrome Transport 
supervision station system 
society 

Super- Summer Banks Monetary 
market sales problems 

Television Cinema/ Radio Newspaper 
film 

Elections Trade Parties Local fi-
unions nance office 

State budget 

Birthday Christmas Funeral Political 
Cemetery holidays 

(1st May) 

Source: Hiller, 1974. 
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notions categorizing behavior as reflective, reactive, and 
responsive ("behavioristic view of m a n " , see Patterson, 1973, 
p .62) . 

By contrast, the existentialist viewpoint emphasizes man's 
ability to take responsibility, his decision-making ability with 
regard to himself and his environment. Man as an active being 

"creates, to some extent at least, his own world. 
He is free, within limits, of course, and since 
he is free he is able to make choices and since 
he is free to choose, he is responsible for his 
action and behavior" (Patterson, 1973, p.63). 

3.1.3 Integrating real-life problems 

In his study on curriculum and instruction, first pub­
lished in 1949, Tyler identifies three reference points for 
inquiries about educational aims: the learners themselves, 
studies of contemporary life outside the schools and sugges­
tions of objectives made by subject specialists (1971, p.31). 
Huhse (1968) and Elbers (1973) report on the influence of this 
study on the development of curricula in the United States. 

a) Historical background 

The increased interest in a closer relationship between 
school and out-of-school life may be seen as a reaction to the 
preceding period of science-oriented learning. It should, how­
ever, be mentioned that the temporal phases of this interest 
may differ from country to country (Jung, 1972, p.101). Never­
theless, there is a good deal of evidence that in Scandinavian 
countries, in the Federal Republic of Germany, and also in the 
United States and some East-European countries the considerable 
influence of the sciences on the school has not ceased yet. 
In the German Democratic Republic this influence can be clearly 
seen in the description of the functions which the school should 
fulfil: "Mastery of the foundations of science including the 
general (polytechnical) foundations of modern production" (see 
Klingberg, 1973, p.78, and Frankiewicz, 1968). In the United 
States, and to some extent also in Canada, the development of 
science-oriented curricula commenced after the sputnik shock 
in 1957: the School Mathematics Study Group (founded in 1958); 
Science: A Process Approach (founded in 1962); the Earth 
Science Curriculum Project (founded in 1963). With a delay of 
some eight to ten years, this movement reached the Federal 
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Republic of Germany, where it first affected mainly science edu­
cation. It certainly also influenced educational planning -
the Strukturplan, established by the Deutscher Bildungsrat 
(German Education Council) in 1970, enunciated the principle of 
the orientation towards science in school learning. (For criti­
cal reviews see Garlichs, 1978, and Klinzli, 1978a). 

The expansion of knowledge, the extensive impact of 
scientific knowledge and modern technology on people's everyday 
lives have proved a challenge for the representatives of indi­
vidual school subjects. The orientation towards science seemed 
to become the overriding educational principle. 

Subject specialists then began to look for basic patterns 
of categorizing the confusing mass of scientific knowledge con­
sidered to be relevant to education. The idea of "structure of 
the discipline" was born (Bruner, 1960). Interpretation pat­
terns were invented with the aid of which a multiplicity of 
natural science phenomena and knowledge could be reduced to a 
few basic concepts or fundamental ideas. Such concepts were 
for instance worked out in the "Geography Curriculum Project" 
and the science project "Science: A Process Approach". The 
last-mentioned curriculum was adapted for use in the Federal 
Republic of Germany (Spreckelsen, 1975). Examples of such fun­
damental notions are the concept of balance, which helped to 
subsume and explain a very large number of biological phenomena, 
or the part-whole-relation as an interpretation pattern for 
phenomena in physics, or the notion of urbanization in social 
studies. 

Quite obviously, in all these efforts the dominant aspect 
was the ability to handle scientific procedures and insights. 
This dominance became the subject of mounting criticism. The 
epistemology of science, it was argued, cannot automatically 
apply to school learning and learning in day-to-day life. 

From the point of view of learning psychology, many of 
these approaches had been well prepared (for instance, Gagné 
participated in the project "Science: A Process Approach"; 
Bruner, who had written studies on cognitive psychology, parti­
cipated in the project "MACOS - Man: A Course of Study). But 
some critics pointed out the risk of a conceptual trichotomy 
between the cognitive, the affective and the enactive dimensions 
of learning. The school, it was agreed, was drifting into a 
situation where the complex problèmes of cultural, private, 
leisure-time and occupational life outside school could no longer 
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be properly analyzed. Science-oriented education was accused 
of taking the opposite direction, namely concentrating on sep­
arate or isolated aspects of phenomena. Moreover, the life 
situations for which the school could prepare were entirely 
different in nature from scientific achievements. (On points 
of criticism see Hentig, 1970; Kambartel, 1973; Inglis, 1974). 
Parallel to this debate about science-oriented curricula and 
the demand that curricula should focus more on problems and 
real-life situations, the idea of de-schooling arose (Illich, 
1971). 

b) Fundamental human needs and real-life orientations 

What are the characteristic arguments for connecting 
school learning more closely with life? Again, the connection 
of educational objectives with the underlying preconception of 
the functions of the school must be referred to when trying to 
answer this question. The theoretical assumptions hidden behind 
this concept may be summarized as follows: 

Individuals develop in (sub-)cultural living areas. The 
history of a personal development process is at the same time a 
description of this person's concrete life relationships. Even 
if one assumes that an individual builds up a conception of his 
identity by reflecting about himself, he can never isolate him­
self from his relations to his environments, to the people he 
knows or wants to get to know. Thinking about himself includes 
past or desired experiences with others. Real-life relations 
and needs of the learner, his individual conception of life, 
should, therefore, be taken into account by the school. 

Fundamental human needs developing in the context of the 
pupil's life can only be meaningfully assessed against the back­
ground of his environmental experiences. Maslow defines five 
fundamental existential needs: survival, security, life and 
belonging, self-esteem and self-actualization. Referring to 
these five fundamental needs, Parnell proposes that survival 
competencies should be developed at school. The question is: 
What competencies are required to survive in the various life 
roles during the last quarter of this century? How can a pupil 
cope successfully with life as a citizen, wage earner, consumer, 
and lifelong learner? (Parnell, 1977, p.152; also Gross, 1977). 
Such competences should be directed towards real-life roles: 

"Our reference point is the ability to perform real-
1 i fe tasks - reading a newspaper, writing a letter 
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for employment, reading maps and time-tables, 
locating a library book, making change, computing 
interest rates, learning to swim, completing a 
simple income tax form, balancing a bank check­
book, knowing the basis of property taxes, and 
demonstrating first aid procedures, as examples." 
(Parnell, 1977, p.152). 

In an American school experiment, attempts to realize such 
aims were made not only within the framework of traditional dis­
ciplines. Three new subject areas were to help to achieve them: 
Citizenship education, personal finance and career education 
(ibid., p.152). 

Among other aspects of an orientation towards everyday 
life are the following: i) Selection of educational aims and 
contents with reference to life situations; ii) heuristic 
learning; iii) future consciousness; iv) learning beyond the 
subjects. 

i) Selection of educational aims and contents with reference 
to life situations 

In the Federal Republic of Germany, partly also in 
Switzerland and Austria, Robinsohn's (1967) situation approach 
aroused much interest not only in educational circles but also 
among subject specialists (e.g. of geography, religion, to a 
limited extent also natural sciences and foreign languages). 
In the situation approach, life situations in the public, pri­
vate and work sectors which are relevant to learning are ident­
ified. The pupils should acquire competence in these areas and 
not merely in the respective sciences. The real-life value of 
educational contents depends on the contribution, both special­
ist and general, they can make to an ability to cope with the 
selected life situations to which they are related. 

Subject specialists have re-considered the conventional 
contents of their subjects, but without applying the special­
ized procedure suggested by Robinsohn for selecting and evalu­
ating life-situations. Figure 3 shows an example of situation-
oriented school education. 

As early as 1918, Bobbitt had drawn attention to the doubt­
ful value of exclusively subject-oriented curriculum approaches. 
He suggested that the curriculum should be understood as a pro­
cess by which meaningful learning experiences were perceived, 
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conceived, and implemented. To achieve this, an analysis of 
life situations was necessary in order to be better able to 
assess what the curriculum should prepare for. Curriculum was 
conceived as a dynamic activity enabling educators continually 
to process reality in order to meet both current and future 
student needs (Hunkins, 1976, p.36). 

DRAFT CURRICULUM FOR MATHEMATICS IN THE FEDERAL REPUBLIC 
OF GERMANY 

Area Description of situation Possible mathematical 
contents and methods 

Anti- Factories are nowadays ob-
pollution liged to dispose of waste 

products in such a manner 
that they cannot harm the 
environment. But why do 
some companies prefer to 
pay a fine - sometimes 
amounting to millions -
rather than, for instance, 
refrain from dumping waste 
products into a river? 

Monetary If one keeps one's money 
system under the mattress, one 
Capital has the same amount after 
formation a year as one had to start 

with (provided nothing has 
been stolen). If one puts 
it into a savings account, 
one receives interest. The 
amount grows. Can money work? 
How can it grow? What is the 
rate of exchange? 

Transport Why is there a speed limit 
of 130 kilometres/hr., al­
though car producers equip 
faster cars with better 
brakes? 

FIGURE 3 

Linear optimization 
Linear function 
Rational numbers 

Compound interest 
calculation 
Interest calculation 
Rational numbers 

Quadratic function 
Quadratic equation 
Mathematical models 
Marginal conditions 

Source: Mlinzinger, 1977, p.215. 
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i i) Heuristic learning 

Attempts have also been made to establish a relationship 
between learning and real life by actively promoting general 
thinking and problem-solving abilities (Shafter and Crabtree, 
1963). Heuristic learning objectives (Wulf, 1972) and creativi­
ty in the form of divergent thinking are relevant key words 
(see the "Science Curriculum Improvement Study" or the "Nuffield 
Junior Science Project", also "Man - A Course of Study" and 
"Holt Social Studies Curriculum"). 

The following example is taken from a report on "Effects 
of a futures-focused curriculum on futures orientation among 
junior and senior high school students". It presents an in­
structional approach for pupils in Grades 8 to 10. A principal 
objective of the programme is to combine "skills and strategies 
of inventive problem solving" with contents and activities suit­
able for exploring alternative conceptions of the future. Four 
dimensions of this objective are identified: 

"1) strategies for defining and solving open-ended 
problems ...; 

2) specific techniques for facilitating fluency, 
flexibility and originality . . . ; 

3) skills and strategies for interpreting trends 
and generating forecasts about the future 
(Glenn, 1975; Kauffman, 1976; Torrance 1976); 

4) attitudes and dispositions conducive to 
inventive problem solving". 
(Thomas and Coan, 1978, pp.4 f). 

Learning to track down problems, being able to set up a 
hypothesis and investigate it, knowing how to collect informa­
tion on different themes - these features of problem-solving 
sound "modern". But the inherent concept of the school (to en­
able the pupil to gain knowledge and to solve problems) goes 
back to the older theory of formal education: "Education in 
this context means acquisition and mastery of thinking methods 
and of the affective quality of man as well as of values, in 
short: Tmethods' which will help the young person to gain 
possession of a variety of contents and issues to be used when 
required in the future." (Klafki, 1963, p.36). 
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i i i) Future consciousness 

A third aspect of the life-oriented educational perspec­
tive is future-consciousness. According to Toffler, "alterna­
tive futures" are orientation marks for the revision of general 
educational aims. Even conventional education seems to be de­
termined by notions of the future, by wishes, expectations or 
fears. This applies in principle to any concept of education. 
A concept based on traditional cultural contents also implies 
an "architecture of premises about events to come" (Toffler, 
1974, pp.5 and 6 ) . 

Toffler himself set up several scenarios with 15-16 year 
old high-school students. He asked them to sketch images of 
the future without delimiting the period to which their ideas 
related. "In general, at least for the teenagers I have ex­
perimented with, a future is something that happens to somebody 
else" (ibid., p.10) . Although the experiment may not have been 
conducted very systematically, its results do show that the 
students were thinking in terms of an "impersonal future" (p.10). 
Toffler then repeated the experiment with the same students and 
concluded: 

"The way of life foreseen for themselves as indi­
viduals seldom differed from the way of life 
possible in the present and actually lived by 
many today. It is as though they believed that 
everything happening outside one's life simply 
bypasses the individual. The respondents, in short, 
made no provision for change in themselves, no pro­
vision for adaptation to a world exploding with 
change." (ibid., p.11) . 

Toffler maintains that it is a task of the school to sen­
sitize its pupils to processes of change in the social, societal 
and political spheres including their temporal dimension. In­
dividual conceptions of the future should be discussed, enriched, 
analyzed and elaborated in conversation and in practical actions. 
The aim should be "to help learners cope with real-life crises, 
opportunities and perils. It is to strengthen the individual's 
practical ability to anticipate and adapt to change, whether 
through invention, informed acquiscence, or through intelligent 
resistance . . . She or he must have the opportunity to make 
change or to fail in the attempt" (ibid., p.13). 

These future-oriented objectives can only be achieved if 
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learning itself takes place in unaccustomed, novel conditions. 
The pupils should be stimulated more consistently to organize 
their own activities and learning processes. It is also necess­
ary to promote group work and compose the groups in such a man­
ner that different generations will talk together and exchange 
experiences. 

The educational idea of future-orientation and future-
experience (Trommsdorf et al., 1978) also implies envisaging 
alternative future developments; contingent thinking should be 
encouraged. Havighurst (1976) proposed a program of education 
for the future intended to explore the opportunities for learn­
ing outside the school, e.g. in the work and learning settings 
of adults. 

Helmer likewise stresses the necessity of educating for 
the future. In view of the increasingly sophisticated potential 
for technical storage of complex information, it is important 
to train pupils in data retrieval, "so that we will be able to 
make the most of this new capability both for enriching our 
lives and for solving the complex problems with which we are 
faced". But still greater importance attaches to problem sol­
ving as a subject of learning. The principal feature of the 
model he had in mind was interdisciplinary cooperation. The 
pupils should be taught "to look at real-world problems square­
ly, identify the issues, learn to recognize and discard phoney 
arguments, and seek a fair solution" (Helmer, 1977, p.39). 

Mankin argues along similar lines. The school should not 
start training in specific working methods too early, since the 
techniques might very soon become obsolete. Rather should it 
lay "a basic foundation upon which successive layers of special­
ization can be built as needed". This foundation should include 
the development of interpersonal skills "for getting along in 
the increasingly team-oriented and participative work place as 
well as ... the acquisition of theoretical and applied knowledge 
in the physical and human sciences" (Mankin, 1977, pp.46-47). 

In this concept, what matters is not only to know how to 
organize and master the process of acquiring knowledge, but, 
and principally, to learn how to apply what has already been 
learnt. 

All this requires also a normative reorientation. Produc­
tivity in the sense of more, more and more cannot remain the 
leading standard of industrialized societies. "Our ability to 
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develop alternative values and lifestyles for living in a world 
based on something other than growth in material standard of 
living is a challenge that educators can ill afford to over­
look", (ibid., p.49). 

d) Learning beyond the subjects 

The curriculum suggested by Astolfi, Coulibaly and Host 
is focussed on learning processes in the field of biology. The 
authors stress aspects of learning which are justified on the 
strength of their relevance to real life. The process-oriented 
part of this proposal is categorized as follows: 

"Application of fundamental languages (spoken and 
written language, mathematical language, symbols 
and codes, audio-visual language); work organi­
zation (individual work, group work); learning 
of methods (measurements and ratings, experiments, 
application to the environment); learning of 
techniques (specific and non-specific techniques 
for biology)." (Astolfi, Coulibaly and Host, 1977, 
pp.9 f). 

One of the authors' intentions is to fit biology in 
Grades 5 and 6 into the framework of broader educational aims 
such as fostering powers of observation, critical thinking, 
logical operations and memory. For instance, objectives of in­
struction in the mother tongue could be directly linked with 
themes in biology teaching through appropriate methods. 

3.2 Some shifts in the selection of content 

One current debate concerns the status and the demarca­
tion of subjects within the curriculum (Roth, 1968; Hi 1 helm, 
1969; Bernstein, 1971). A revision of school subjects and 
curriculum contents entails a change in the standing and the 
pedagogy of the subjects concerned. For instance, the self-
image of religion as a school subject has changed considerably 
within the relatively short space of some ten years. Religious 
instruction is no longer considered to be its sole task. Philo­
sophical and ethical aspects are gaining in importance (Nipkow, 
1975). Textbooks reflect this shift. 

Similar developments have occurred in other disciplines 
and learning areas. In geography, for example. Since 1969 the 
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discussion about the methodology of geography teaching has been 
increasingly influenced by a proposal to redefine the educative 
content of physical and regional geographical subject matter on 
the basis of seven fundamental life-functions or categories of 
human activity: work, housing, fending for oneself, education, 
recreation, living in communities, and transport. This idea 
arose out of criticism of the prevailing didactic principle of 
studying individual countries, from the nearest to the farthest 
away. This pattern seemed to neglect cultural and, in particu­
lar, ecological considerations (Hoffmann, 1968). In a number 
of recent methodologies of geography teaching, the seven funda­
mental life-functions are used as a reference frame for identi­
fying themes and selecting subject matter (see Schrettenbrunner, 
1970, on the life-function "housing" as a theme of geography 
teaching). The teaching materials of the Regional Geography 
Curriculum Research Project (RCFP, 1975 ff.) also correspond to 
the idea of thematic, problem-oriented instruction. There are, 
for instance, units on regional development, on transport infra­
structure, and on population problems. 

These two examples may serve to show the efforts made by 
subject specialists to rethink the educative contribution or 
content of their subject. Making subject matter more relevant 
has become a maxim, albeit a diffuse one, of innovation attempts. 
The motives vary; there may be an aversion to school owing to 
dislike of a particular school subject, overburdening of sub­
jects with new contents, or struggle for the survival of a sub­
ject. 

What these efforts have in common is that they want to 
generate changes in learning from within the subject matter. 
Further examples are the suggestions for the setting up of 
an overall structure of biology teaching (Kattmann and Isensee, 
1975), defined by the perspective of human biology (Kattmann, 
1977). 

However, the wish to renew contents may also be inspired 
by supra-disciplinary thinking. Recent empirical studies and 
models explore the effects of future-focussed curricula on 
learning. The rationale for such curricula is the necessity to 
prepare the young for a rapidly changing world (Hentig, 1969, 
and Tofffer, 1974). Torrance (1976) reports on an experiment 
in which the pupils were asked to imagine they were living in 
the year 2001, and to write an essay about this simulated situa­
tion. The results were analyzed along the following dimensions 
(compare the summary by Thomas and Coan, 1978, p.3): 
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"1) expressed satisfaction with future career; 
2) perception of the world/mankind and change; 
3) heightened consciousness of trying to do some­

thing to make the world better/solve future problems; 
4) originality, imagination and involvement; 
5) solution to future problems proposed, and 
6) perception of stress as a creative problem-

solving person." 

In the interpretation of this study emphasis is laid on 
the 'mportance of a questioning attitude towards current knowl­
edge înd "facts" and on tolerance of ambiguity. But the great­
est significance is attached to the promotion of willingness to 
imagine alternative futures "as both attributes of a teaching 
strategy and as possible outcomes of a course in future studies" 
(Thomas and Coan, 1978, p.3). 

Such patterns of thought have not yet sufficiently pen­
etrated into school disciplines. English, psychology, mathe­
matics or the natural sciences still "supply" subject matter 
for the whole school. Despite all arguments for a closer re­
lationship to life and for more orientation towards culture 
there can be no doubt that science still dominates the curricu­
lum - most of all as a source of content. This applies not only 
at the secondary but also at the elementary and, especially, at 
the upper secondary level. A recent report of the Soviet school 
system (Kondakov, 1976) demonstrates the high standing of science 
and technology in curriculum revision (see also the "Statute on 
the Higher Schools of USSR", quoted by Burgess, 1977, p.16). 
It also emerges clearly from a report by Filipovic (1974) on 
the development of the Yugoslav educational system in the period 
1958-1970: 

"It is imperative that all educational institutions, 
particularly those that provide vocational training 
and education, follow closely and keep pace with the 
changes and achievements in the sphere of science 
and technology as well as in economic development ... 
and adjust to them promptly" (p.528. My italics, U.H.). 

The privileged status of science and technology is expressed 
still more distinctly in the statement that the prolongation of 
compulsory education and the sustained and rapid growth of the 
programs and curricula of these schools are linked with the 
advance of science and technology (Filipovic, 1974, p.529). 
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The role of the sciences as the traditional suppliers of 
educational topics has deep historical roots. In the middle 
ages, they were considered to have an intrinsic educative value 
(compare the septem artes liberales. See Dolch, 1963). Acqui­
sition of scientific knowledge became the overall objective of 
education. It also played some part in neo-humanistic educa­
tion, although there the focus was not on the sciences them­
selves, but on the development of the personality. 

In contemporary education, the influence of the sciences 
manifests itself in the methodologies of the various subjects. 
In German, for example, linguistics influenced instruction to 
such a degree that a historically comprehensive treatment of 
literature was well-nigh impossible. The educational promotion 
of the communication issue gave new impulses to the study of 
German language and literature. Likewise in science teaching 
a critical attitude towards encyclopaedic treatment of science 
achievements is evident. 

3.2.1 Making the subject matter more relevant 

Schools in industrialized countries have always been or­
ganized on the subject principle. In his history of curricula 
in the Western world, Dolch (1963) calls the se-ptem artes libe­
rales the general structural pattern of mediaeval schools. In 
accordance with this pattern, the pupils were to be familiarized 
with arts such as arithmetic, astronomy, rhetoric or aesthetics. 
Nowadays other disciplines have been added, and the educational 
concepts assigned to the various disciplines have undergone con­
siderable change. But the basic idea that learning should be 
oriented by arts or sciences has survived. Currently curricula 
contain, for every discipline, one, or several competing, metho­
dologies describing the criteria and specific necessities which 
the subject matter to be taught must fulfil. The textbooks 
used in the schools may sometimes deviate from these criteria. 
De facto it is the methodologies that determine what subject 
matter is relevant. Discipline methodology and textbooks to­
gether constitute a code which, in combination with the sylla­
bus, prescribe content. 

However, notions of interdisciplinary curriculum design 
and innovation also exist. They must, of course, be able to 
win the support of the subject teachers. The latter must be 
motivated to employ interdisciplinary working methods. A pre­
condition for such motivation is that these notions are adopted 
by the school or, at least, find in it favorable conditions. 
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Examples of favourable conditions are indicated in new proposals 
to divide curriculum plans into interdisciplinary learning areas 
within which instruction in separate disciplines is abandoned 
or only partially incorporated. These developments will be dis­
cussed in the section on integrated curriculum. 

Bloom (1971) maintains that the subject-defined structure 
of curricula does not correspond to the problems and individual 
experiences of pupils. He admits that the foundation of a cur­
riculum or syllabus cannot simply be demolished. But it might 
be possible to make at least part of school instruction more 
open to life and to relate it more closely to real-life problems. 

"... the school might free students to probe more 
deeply into the issues of current life, the con­
flicts, and the problems man is encountering or 
will encounter in the future" (Bloom, 1971, p. 197). 

The following schema illustrates possible relationships 
between certain school subjects and their contribution to life-
oriented learning (see next page). 

School subjects and life might be connected in the way 
suggested by the Schools Council. Life-situations could be de­
vised which challenge the pupil to apply what he has learnt to 
unfamiliar problems. This would enable him not only to practise 
transferring his knowledge, but also to seek ways of applying 
this generalized school knowledge in order to arrive at a 
better understanding of reality. 

a) Comprehensive patterns of interpretation 

American and British curriculum research stimulated the quest 
for the common core, the unifying patterns of interpreting the 
world of nature and the human being. The canon of school knowl­
edge seemed to have become too disparate, the organization of 
knowledge to be transmitted to the pupil too fragmented. A lu­
cid order and structural concepts were required. "Whatever con­
text is chosen, this common core for all abilities is vitally 
necessary if non-streaming and the comprehensive need for mobil­
ity are to be anything other than shams." (Beddis, 1973, quoted 
in Macdonald and Walker, 1976, p.55). The question therefore 
was: How can a subject be organized on the basis of only a few 
ideas and concepts? 

Several attempts in this direction have been made. The 
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SCHEMA FOR CONNECTING SCHOOL LEARNING WITH LIFE SITUATIONS 

Personal 
relation­
ships 

Social 
awareness 

Moral 
judgement 

Apprecia­
tion of 
the envi­
ronment 

In what ways 
are relation­
ships between 
parents and 
children today 
different from 
those in 
Victorian 
times? 

In what ways 
have concepts 
of marriage 
and the family 
been changed 
by historical 
factors? 

Can interna­
tional rela­
tions ever be 
conducted on 
any principle 
other than that 
of national 
self-interest? 

How have vari­
ous historical 
eras contrib­
uted to the 
design and 
character of 
local build­
ings? 

In what ways 
do efficient 
methods of 
contraception 
influence 
relationships 
between men 
and women in 
our society? 

In what ways 
has the 
development 
of science 
contributed 
to social 
progress? 

Should scien­
tists use 
their spe­
cialized 
knowledge 
for war 
purposes? 

In what ways 
has technol­
ogy influ­
enced local 
ecology? 

In what ways 
can authority 
problems be 
explored in 
dramatic 
terms 

How far 
should drama 
set out 
deliberately 
to influence 
the values 
of a 
society? 

Should Brutus 
have agreed 
to join the 
conspiracy 
against 
Julius 
Caesar? 

How can the 
design of a 
theatrical 
set highlight 
chosen 
features of 
an environ­
ment? 

What are 
the mu­
tual ob­
ligations 
of an 
employer 
and an 
employee? 

What is 
the im­
pact upon 
society 
of ad­
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History Science 

FIGURE 4 

Drama Economics 

Source: Schools Council Working Party on the Whole Curriculum, 
1975, p.43. 
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Idea Centered Laboratory Science Project (Van Deventer and 
Duyser, 1969) is an experiment with an organizational pattern 
of instruction that is based on a few unifying ideas, such as 
the idea of dynamic equilibrium, the idea of change and varia­
tion, extrapolation and interpolation, interdependence and in­
terrelationship. The Schools Council Integrated Science Project 
(SCISP, 1974) focusses on the concept of change (changes in 
behavior, activity, motion, organisms, atoms). The adapted 
version of SAPA used in the Federal Republic of Germany organ­
izes learning contents by means of basic interpretation patterns 
such as the concept of interaction. 

Similar comprehensive patterns of interpretation are also 
proposed for subjects other than the natural sciences. Taba's 
Social Studies Curriculum is structured according to the key 
concepts of causality, conflict, cooperation, cultural change, 
differences, interdependence, modification, power, societal 
control, tradition, and values (Taba, 1969, p.V ff). Such con­
cepts or patterns can become significant for lifelong learning 
if they open up new learning possibilities in unaccustomed situ­
ations (understanding of surprising phenomena through previous 
practice in applying these interpretation patterns to a variety 
of themes and contexts at school). 

The search for conceptual schemes and fundamental ideas 
may be the expression of a desire to probe for the "essentials", 
i.e. the basic themes and principal issues of a discipline. 
This also implies an effort to re-define the educative value of 
the discipline concerned. Transfer of knowledge, insight 
through abstraction, are notions that have generated motivation 
for reorganizing and re-interpreting discipline contents. Iden­
tification of what different subjects have in common has been 
a general guiding principle in these efforts. 

These approaches, described as concept-oriented by 
Haussier (1973), interpret reality in wider contexts. They thus 
represent a considerable step forward on the way to new thinking 
about the common features of items of knowledge and about new 
educational possibilities. One reason for the trend to regard 
the essentials of a discipline or a field of inquiry as a sig­
nificant educative factor is that it may help to reach all pu­
pils, "regardless of whether or not they are destined for sub­
sequent academic careers, and regardless of what their current 
concern might happen to be. The common-core curriculum has ob­
vious attractions as a democratic device: It seems to hold prom­
ise of providing for all children" (Bêcher & Madure, 1978, p.103). 
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Mention has already been made of process-oriented ap­
proaches. Their proponents argue "that the structure of a dis­
cipline, which according to Bruner should be the basis for the 
construction of a curriculum, is determined not so much by its 
store of knowledge but rather by the processes leading to knowl­
edge, i.e. the methods, working modalities, activities applied 
or performed in a discipline in order to gain new knowledge" 
(Haussier, 1973, p.39). A precondition for process-oriented 
approaches is a common system of research procedures and prob- i 
lem-solving strategies for all natural science disciplines. 
Application of the scientific methodology for gaining knowledge 
becomes a "worthwhile activity" (Peters, 1971) in various school 
subjects (see MACOS, SCIS, Holt Social Sutdies Curriculum). 

b) Intensification of the relevance for life and the applica-
bility of a given subject 

In the Curriculum Manual Frey et al. (1975) described for 
the first time in the German language the whole range of con­
temporary research on methodology for different subjects 
(see also the new series on trends in individual subject 
methodologies: for religion (Lott, 1978), for social studies 
(Beck, 1978), for specialized instruction in primary school, 
first level (Spreckelsen, 1978)). In all these disciplines, the 
significance of learning contents for nonschool situations is 
an important concern. In the mother tongue sector, a number of 
courses centering on individualized development of fluency in 
the language have been developed in recent years. Various 
speaking situations were devised which could serve as starting 
points for developing the pupils' ability to talk about familiar 
phenomena and real-life issues (Kochan et al., 1971; and over­
view by Wilkending, 1971). In music lessons, attempts were 
made to let the pupils produce noises with the aid of simple 
instruments and to try their hand at composition. They were 
asked to write down music played to them when they were still 
ignorant of the conventional notation system. This experiment 
led to a number of proposals for teaching creative notation of 
heard music. From listening to and interpreting music they 
progressed to handling sounds productivity (experimental music 
education). Active invention and realization of music are re­
ceiving a new emphasis. In art education, similar approaches 
exist with the aim of enlarging considerably the spectrum of 
instruction, i.e. not to confine it to art appreciation and 
drawing. Cooperative activities are planned. The pupils are 
encouraged to design and implement their own plans for art pro­
jects. A remarkable feature of this approach is the important 
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role played by cooperative procedures. The same applies to 
trends in music education. In other disciplines and fields of 
learning too, similar development can be observed. 

c) Renewal of educative functions 

To realize just what it means for some subjects to have to 
assess their educative contribution in terms of a new concept 
of education, the normative foundation must be recalled. Even 
today the assumption still persists that the raison d'être of 
a subject is to introduce the pupils into the realm of ideas. 
It is taken for granted that the ideas and insights of geogra­
phy, law, mathematics or the social sciences are relevant to 
education. In a historical analysis, Ballauf (1975) explains 
the implications of any particular conception of what the edu­
cational process should aim to achieve. Plato's educational 
system liberated the individual from the fetters of primary, 
everyday preoccupations by enabling him to participate in the 
whole through comprehension, advice and action, through science 
and politics. The ancient Greeks wanted to show man "the way 
to truth, i.e. to perception of the whole within which we are 
living and striving, to its standards and structures, its poss­
ible objectives and its origins. The individual was to be 
guided to discovery of what is, and the insights and comprehen­
sive understanding he had gained were to render him capable of 
influencing society politically, socially and pedagogically, to 
steer it and enlighten it about itself" (p.382). The realm of 
ideas was the core of educational objectives. 

"Not until much later did the view that truth is 
not absolute and unvaryingly expressible prevail 
over the idea of ontological truth. It is not 
the unassailable outcome of once-and-for-all 
knowledge, but must be constantly reformulated, 
found in ever different and more complex contexts, 
and be justified anew. We are participating in 
an endless learning process." (Ballauf, 1975, p.18). 

The contemporary school, Ballauf claims, neglects recogni­
tion of the endlessness of learning, above all awareness of what 
we do not know. The limitations of our knowledge, and not just 
the ignorance of the individual pupil, must be recognized. Ef­
forts to renew the educational functions of traditional school 
subjects have received a new impetus from this development. 

Broudy associates another function with subject-centred 
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learning. Renewed importance should be attached to the idea of 
humanism in education: 

"Relevance and relating are the two terms that char­
acterize this brand of humanism. 'Relevance' means 
shifting from the study of logically organized 
subject matter to study as a part of social or 
political action; 'relating' means shifting from 
the study of logically organized subject matter 
to establishing warm personal relationships with 
all people, but especially with the poor, the 
black, and the young." (Broudy, 1977, p.145). 

Broudy explicitly emphasizes the need for establishing a 
relationship between problem-solving and specialized learning. 
"Didactics without heuristics are sterilized; heuristics with­
out didactics are palaver" (Broudy, 1977, p.145). Problem-
solving should not become an independent learning subject. 

Klinzli (1975) and Frey (1976b) approach the issue of the 
justification of educational contents, including subject-related 
contents, from another standpoint. They maintain that the de­
cisions on learning contents and purposes of education must not 
be left to the curriculum designer or the textbook author alone. 
Everyone directly or indirectly concerned should be involved at 
every stage of re-assessing the educational contents. The way 
in which this process is organized decisively affects the poten­
tial of what will finally prove to be the justified educational 
content of a subject. These processes of communication and 
elaborating educational contents may be described as interactive 
learning, argumentation and decision-making: 

"The people involved include, in addition to pupils 
and teachers, especially parents and other persons. 
This term refers to those groups who are in contact 
with the learners in their families, occupations or 
leisure activities. In direct democracies, e.g. 
Swiss cantons, or regionalized educational organ­
izations, those indirectly involved, i.e. the whole 
population, decide on the framework of educational 
objectives and themes. Those directly involved, 
i.e. the school community, then develop and take 
decisions on the individual sections within the 
larger framework, such as learning objectives, 
forms of learning, etc." (Frey, 1976b, p.80). 
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3.2.2 Curriculum integration 

The preceding section touches upon the issues involved in 
subject-centred contents and their revision. The considerations 
which follow concern the prospects of achieving continuity and 
life-relatedness of learning by means of linking what is trans­
mitted by the school with present and future non-school life 
problems. 

As has already been shown, subject methodologies have 
worked out modes - some of them very revolutionary - for defin­
ing the relationships with other subjects. In this re-setting 
of priorities, motives such as renewal of the discipline, de-
specialization of knowledge and revaluation of the pedagogical 
purpose of contents played varying parts. Motives of this kind 
can also be discerned in integrative approaches. 

What actually is the meaning of curriculum integration? 
It includes interdisciplinary learning and beyond that, the 
question as to how the conventional subjects can be so organized 
that several subjects are linked. These links should afford 
opportunities for cooperation and possibly lead to new fields 
of learning. Roth suggested in 1968 that one distinguish be­
tween the following learning areas: humanities, social 
sciences and physical and biological sciences. "These are the 
three wide horizons within which we see the world and people, 
explore and interpret them." (Roth, 1968, p.74). An example of 
an analogous approach is the reorganization of the upper second­
ary level in the Federal Republic of Germany. The area of com­
pulsory education is subdivided as follows: languages, litera­
ture, art; social sciences; mathematics, natural sciences, 
technology; religion and sport (KMK, 1972). A third example 
is Countesthorpe College. Traditional disciplines are here 
clustered into broad areas of inquiry: humanities, languages, 
sciences, and practical and creative arts (Bernbaum, 1973). 

On the other hand, there are models which do not fundamen­
tally reorganize the curriculum yet can still be considered in­
tegrative approaches. This is the case when there are possibil­
ities of "articulating the work of teachers themselves particu­
larly across subjects" (Ingram, 1979, p.8. My italics, U.H.). 
One of the best known examples of an interdisciplinary curricu­
lum, which is used both in individual disciplines and in team­
work of teachers, is the Humanities Curriculum Project in 
Britain (1970). It is an attempt to coordinate the teaching of 
history, geography, English, religion and social studies. 
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Controversial social and moral issues are the links between the 
subjects mentioned. To formulate this the other way round: 
each of these disciplines is required to make its own contribu­
tion to the treatment of controversial issues: 

"Here emphasis on traditional subjects is giving 
way to a fuller realization of their inter­
relationship, and the intention is to use the 
experience-based learning techniques of the 
primary school for humanities at the secondary 
level." (Whitfield, 1971, p.111). 

Some examples of controversial issues are "war and so­
ciety", "poverty", "relations between the sexes", "living in 
cities": 

"By a controversial issue we mean one which divides 
students, parents and teachers because it involves 
an element of value judgement which prevents the 
issue being settled by evidence and experience." 
(Humanities Curriculum Project, 1970, p.6). 

This becomes evident when dealing with the question of 
whether the two World Wars were justified, or whether American 
involvement in Vietnam was necessary. Of course, this approach 
raises a variety of implementation problems, which cannot be 
discussed at this point (on this subject compare some references 
by Macdonald and Walker (1976, pp.75 ff) and Rudduck (1973)). 

Whitfield reports on similar approaches concerning the 
overall structure of the secondary school curriculum (1971, 
p.111). James proposes a flexible four-fold curriculum based 
on "1. interdisciplinary enquiry, 2. autonomous subjects, 3. 
remedial programmes, and 4. individual pupil interests. En­
quiry, making (creating), and dialogue are central activities, 
school being viewed not as an introduction to eternal certain­
ties by paternalistic teachers but rather as an extension of 
experience, frequently through group work" (1968). 

A differently structured model of a combined curriculum 
based on four categories was designed in Australia (Claydon, 
Knight and Rado, 1977). The authors assume that the school 
should promote participatory democracy. "Such a society de­
mands a knowledgeable, skilled, experienced and socially active 
citizenry. ... Education thus becomes a matter of providing a 
person with the essentials for responsible action." (ibid., 
p.24). Figure 5 indicates how far these four categories 
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ANALYTICAL MODEL FOR CURRICULUM CONSTRUCTION 

Subcategory 
definition 

Basic forms of thought 
and understanding: 
'know that' or proposi-
tional knowledge about 
the world. 

'Know how' or techne: 
use of the 'tools' of 
language and calcula­
tion, etc. associated 
with literay and numer­
acy at progressively 
more advanced levels 
of operation. 

Conscious evaluation of 
attitudes and beliefs. 
The formation of inter­
ests and their pursuit. 
Application of knowl­
edge and skills to 
one's own situation. 

Reciprocal community-
school exploration, 
involvement and mean­
ingful participation. 

Curriculum 
subcategory 

INFORMATIONAL 
CONTENT 

INTELLECTUAL 
SKILLS 

PERSONAL 
SOCIAL 

DEVELOPMENT 

SOCIAL 
SKILLS 

Mode of experience 

subject divisions 
and/or 

inter-disciplinary 
and/or 

integrated study 

Use of language; 
numerical techniques; 
physical skills and 
other forms of ex­
pressive behaviour. 

Decision making 
opportunities. 
Assessment of life 
options. 
Exploration of the 
consequences for so­
ciety of various be­
liefs and attitudes. 

Environmental study. 
Work experience. 
Home-school projects. 
Community enrichment. 

FIGURE 5 

Source: Claydon, Knight and Rado, 1977, p.41. 

(informational contents, intellectual skills, personal-social 
development and social skills) structure the curriculum. Ob­
viously, school disciplines are not to be abolished but are to 
be grouped according to these four general school functions. 
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Another possibility of orienting several disciplines by a 
common principle is indicated in a comparison of curriculum 
plans for various school subjects. It is being carried out by 
a working group engaged in devising a strategy for environmental 
education (Eulefeld and Puis, 1978). This group aims to examine 
the contents of geography, politics, biology and social studies 
in order to identify contents which are significant for environ­
mental education. They have found that the social and regional 
aspects of geography in particular can make a contribution to 
environmental education. In political education, themes such 
as the effect of political frontiers on the development of 
regions, or the development of productive forces are relevant 
to environmental study. Biology deals with environmental 
issues through such concepts as ecosystem, preservation of the 
countryside, steady state and cycles of matter and energy. So­
cial studies could discuss environmental problems from the as­
pect of the relationship between leisure and work or from that 
of tourism. 

Broadly speaking, there are two models of curriculum in­
tegration. One tries to achieve integration by combining exist­
ing subjects. The other looks for broader clusters of subjects. 
Neither model necessarily implies the abolition of the subject 
system. Rather are they concerned with open-teaching, co­
operative activities and the coordination of learning contents. 
Restructuring the curriculum is doubtlessly one of the most 
important tasks of curriculum integration. 

"Some integration schemes merely require that the 
teaching of subjects is more closely coordinated 
and even the most ardent proponents of integration 
accept the need for some structuring of the curricu­
lum into manageable areas of experience. In effect 
the challenge of integration may be seen, not so 
much as an assault upon subjects as such, as a call 
for the re-classification and re-definition of 
curriculum content along more rational lines." 
(Schools Council Working Party on the Whole Cur­
riculum (1971-1974), 1975, p.41). 

Interdisciplinary studies in the sense of Bernstein's 
"focused curriculum" (1971, p.60) are in line with the combina­
tion model. They are compatible with the subject system in 
school. Instruction must, however, centre on issues that are 
of common interest to several subjects and thus constitute a 
kind of coordination frame. Course studies, on the other hand, 
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are given the status of a quasi-autonomous subject. The Humani­
ties Project is an example of this. Special periods in the 
timetable are set aside for it. One of the fundamental theor­
etical attempts to define the problems of integration was made 
by Bernstein. He makes a distinction between classification 
and framing of educational knowledge. Classification describes 
not what is being classified, but the relationship between the 
contents. It is concerned with the principle by which the con­
tents are to be classified (Bernstein, 1971, p.148). By con­
trast, framing is intended to explain the structure of the edu­
cational plan and the course of lessons. It shows the context 
in which knowledge is transmitted and received. 

Bernstein holds the view that content may be either more 
or less strictly classified. It depends essentially on the 
degree of boundary maintenance between the contents. The rigid­
ly classified type of organization of the knowledge to be trans­
mitted he calls "collection code", the other type, which tries 
to reduce or cut across classification, he labels "integrated 
code". 

Fundamental ideas, such as power, ecological balance, or 
transcendence are a precondition for integration. These might 
also be described as integration cores serving to select or, if 
necessary, restructure subject-centred knowledge from integra­
tive viewpoints. Examples of such cores or fundamental ideas 
have been mentioned above. Bernstein's integration theory, how­
ever, gives little information on the characteristics of inte­
gration cores. It has already been shown that such cores may 
also be used within a subject, without any intention to inte­
grate several subjects around a unifying idea. 

In Bernstein's theory, fundamental ideas are the central 
point of consideration. They are the major influence on the 
structuring of learning matter. Three reference points are 
necessary factors in the selection and implementation of such 
key ideas: the everyday knowledge of pupils and teachers, the 
specialized knowledge to be transmitted or restructured (in 
more general terms, the specific learning matter), and general 
aims of education. This set of cores represents one viewpoint 
in curriculum development. But dynamic thinking about educa­
tional knowledge requires a second viewpoint, in addition to 
the first one. This second viewpoint regarding the conditions 
of school instruction is framing. 
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This broad outline of Bernstein's theory permits identi­
fication of problems in curriculum integration, some of which 
have not yet been satisfactorily solved. These problems are of 
major significance both for the horizontal and for the vertical 
dimension of learning. How they are solved will partially de­
termine the extent and the conditions under which integration 
will contribute to improving the life-relevance of learning and 
promote continuity in the acquisition of knowledge over many 
age levels. 

a) Awareness of the limitations of knowledge 

Most European curricula are constructed on the principle of 
the subject-based collection of knowledge. Bernstein (1971) 
calls this principle the "collection code": 

"Any collection code involves an hierarchical organ­
ization of knowledge, such that the ultimate mystery 
of the subject is revealed very late in the educa­
tional life. By the ultimate mystery of the subject, 
I mean its potential for creating new realities. It 
is also the case, and this is important, that the 
ultimate mystery of the subject is not coherence, 
but incoherence; not order, but disorder; not the 
known, but the unknown." (Bernstein, 1971, p.57). 

Awareness of what we do not know (Ballauf, 1975) comes, 
if at all, at the end of socialization in the school subject -
as does an introduction into inter-disciplinary issues. The re­
sult is that many pupils never learn that knowledge is something 
provisional, unfinished and unstable. Thus they cannot experi­
ence the researcher's creative perception of discrepancies be­
tween theory and reality or his general dissatisfaction, which 
are precisely the sources of his motivation for work. Research 
procedure can be made a learning subject; it actually is in 
process-oriented educational approaches. But rarely does in­
struction relate these procedures to the fact that a research 
process feeds on contradictions, discrepancies and logical in­
consistency. An exception is the curriculum "Ways to Knowl­
edge" (Wege zum Wissen, 1978), which has adapted a number of 
elements from the Canadian "Inquiry Curriculum". It is con­
cerned with scrutinizing alternative theories to explain phe­
nomena . 

Even from the standpoint of cognitive psychology it would 
seem advisable to pay more attention to perceived discrepancies 
in the process of learning. For, Lind (1975) contends, the 
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pupil will be optimally stimulated to learn when what he learns 
is not from the start unambiguous and consistent. 

b) Qualification and role concept of teachers 

The relationship between classification and framing cannot 
regulate itself. Two factors affect this relationship: the 
qualifications of teachers and their role conceptions. Both 
factors determine to some extent how far pedagogical ideas 
other than classification and framing are involved in the se­
lection of contents and teaching methods. The teacher's own 
educational principles and his concept of his role must be 
taken into account. Any curriculum designer must ask himself 
how a teacher will handle the proposed content, on the basis of 
his qualifications and educational philosophy. 

c) The nature of unifying ideas 

Integration means linking, the interweaving of separate parts 
or areas. What should be linked under what conditions, and how 
can this linking be achieved? The parts to be joined together 
require a bracket or a common viewpoint, a unifying idea. 

Research in this domain is still not far advanced. The 
aforementioned survey by Haussier (1973) has shown that such 
ideas need not necessarily originate from the disciplines or 
sections of disciplines which are to be combined. They may be 
cross- or supra-disciplinary issues around which, or with the 
aid of which, integration is made. Evidently, such issues or 
unifying ideas are closely related, implicitly or directly, to 
educational concepts. 

3.3 A new emphasis on individual learning experiences 

In the United States, the idea of humanism has recently 
received increasing attention in educational circles. The hu­
manistic way of thinking should be exploited, the humanistic 
tradition should be re-emphasized in the curriculum (Broudy, 
1977). Moriarty (1977) states, however, that this should not 
be understood to imply a decision for or against humanistic or 
behaviouristic education. Rather should the curriculum inte­
grate the useful elements in both humanistic and behaviouristic 
theories and ideas. 

In other countries, this issue is often discussed from 
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different perspectives: individualization, increased inclusion 
of social aspects, sensitization for pupil's identity problems, 
understanding of one's own affective world, the experience-re-
latedness of learning, or focus on "human relationships". A 
common characteristic of these approaches is the principle to 
base learninq on the individual and his world of experience 
(section 3.3.2 of this chapter). 

According to Bereiter, the function of (organized) educa­
tion is to prepare "a better life for children", and to create 
learning situations suitable for this purpose. This aim should 
not, however, be misinterpreted to mean that the sole objective 
should be to devise activities which are fun for the children. 

"I suggest as a criterion that child care should 
be concerned with increasing the quality of 
children's immediate experience. By whose stan­
dard? Inevitably, by the standard of the people 
who have control. These will be mainly adults, 
although children can enter into the process 
of proposing and judging alternatives ... I am 
proposing that the cultural life of children 
should have quality, meaning and moral value in 
the here and now rather than in some future state 
of development. Cultural facilities and activi­
ties should be designed to enable children to 
make fuller use of the human qualities they al­
ready have rather than to develop new qualities." 
(Bereiter, 1977, pp.378 ff). 

In practice this means, for example, to ask pupils more 
often to do something instead of looking on passively. The 
proportion of unstructured learning opportunities for the 
children to pursue their own experiences, desires, interests 
and work projects should be enlarged. More consideration should 
be given to the pupils' world of experience as a basis of school 
learning (e.g. constructing a project, enacting a sketch, making 
a report, judging the work of others, or conducting discussion). 

"This broader view of curriculum recognizes that 
the school is not concerned only with having 
every child learn a body of knowledge, but, 
rather, that he experiences a method of facing 
life. A child may learn civics from his teacher, 
but he learns citizenship from his playmates!" 
(Oliver, 1970, p.8). 
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The activity or experience concept cannot be directly 
equated with heuristic learning. It includes the additional 
thought that out-of-school experiences and the non-academic life 
of students should be taken into account. 

Dewey has justified the need to make school learning ex­
perience-related, and has illustrated it by several teaching 
models (Collings, 1935; see also the Collings experimental 
school in rural Missouri (1917) and the Winnetka Plan in the 
United States in the early 1920s, described in Maxson, 1976). 
In recent curriculum research this idea is followed up, though 
it is not in every case explicitly related to Dewey's theory. 
Zimmer (1973) and his collaborators (Arbeitsgruppe Vorschuler-
ziehung, 1976a) developed a pre-school curriculum for 3-5 year 
olds of various social origins. The curriculum units are situa­
tion-oriented and named after the children's life situations, 
such as Children in Hospital, Losing one's Way in Town, Living 
Accomodation. Situations are understood as "sections out of 
social reality that can be experienced and resolved. Such 
situations can only be identified in the course of curriculum 
development and application. They contain specific and unique 
characteristics (which may, however, have general elements)". 
(Zimmer, 1973, p.33). 

Similar aims are pursued by Stenhouse (1975). His ideas 
on the life-relatedness of learning are reflected in the Human­
ities Curriculum Project. The curriculum resulting from this 
project offers suggestions for pupil activities in and out of 
school. The materials are designed to activate the pupils' 
existing experiences. So far materials have been produced on 
eight themes relating to controversial issues. They are based 
on themes such as "Living in cities", or "Poverty" or "Man and 
Work". Further approaches to this problem area are the Science 
5-13 projects, Wagenschein's pragmatic reflections on science 
teaching, and recent models for geography and art teaching 
(see Otto, 1974). 

3.3.1 Pupils' horizon of "understanding" 

Frey regards life- and experience-relatedness as one of 
three guiding principles of school education, the two others 
being "the school is concerned with cultural objectivization" 
and "the school is a life area of its own for pupils and 
teachers": 

"Life situations are concrete fields of action in 
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all domains of life in which individuals or groups 
may find themselves, or which they create themselves 
through their actions. Like cultural objectivization, 
every life situation has a genesis. It has a context. 
In other words: It is subject to complex structural 
or systematic conditions. This applies to a child's 
fear of hospitals, to communication with authorities, 
to the issue of data protection, to preventive medical 
examination, to hiking in the mountains and other 
life situations. Such situations including their 
contexts are subjects for school learning." (Frey, 
1975, p.11). 

Life situations in their various forms, Frey maintains, 
cannot be simply introduced into the school as cognitive con­
tent. Rather should the pupils' interpretation patterns and 
views of the world (including their ability to act in complex 
situations) be activated in answer to the development need of 
pupils and adults. Life situations are fields in which the 
pupils have to acquire competence at school. 

Learning theory and creativity theory support the demand 
for relating the learning process more closely to the child's 
experiences. In a survey of literature on creativity research, 
Ulmann (1968) maintains that material which has been understood 
will be retained better and will be more readily transferred 
(Guiford, 1950, and Hilgard, 1919; see also Ulmann, 1968, 
p.132). If it is true that better learning results will be 
achieved when the teaching material is presented in larger con­
texts, then this is an argument for relating learning more 
closely to experience. This will provide the pupil with an 
easier and more intensive access to what he is learning. He 
can materialize it, get inspiration for ways of looking at 
problems, and integrate the multiplicity of aspects with the 
aid of an example; he will be able to see the interconnection 
of aspects and place details in their proper context. 

"'It is important that the pupil be allowed to choose 
some of his activities himself'..., 'that leisure 
activities be incorporated more fully in the learn­
ing process, and that diligence be considered com­
mendable even when it does not concern school work1 

... Furthermore, the child must not be afraid to 
express his own ideas. Imagination and ideas which 
seem at first glance nonsensical should be welcomed 
by the teacher ... Instead of rating every idea the 
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child has as right or wrong, the teacher should 
give him opportunities to test it ..." (Ulmann, 
1968, p.133). 

These psychological insights are further arguments for 
increased incorporation of out-of-school life situations and, 
most of all, the child's own experiences in school learning. 
Personal experiences are the best basis for developing initial 
learning processes and finding a context for new learning. 

It would, however, be a doubtful practice to include the 
pupil's out-of-school experiences in school instruction for the 
sole purpose of arousing his enthusiasm for something that does 
not really interest him. The objects of pupils' experiences 
must themselves become contents of instruction. This can be 
done in language teaching, for example. Young (1965) reports 
successful results of such approaches, which "have shown that, 
if reliance is placed on children's own awareness of their en­
vironment, the look of a spider on the wall, the fear of lone­
liness, the noise of a storm, they can break through with elo­
quence and learn to use words with delicacy and control. Here 
... is evidence of how well children respond and think when 
they are working from motives of their own rather than to a 
curriculum imposed from without" (Young, 1965, p.83). 

3.3.2 Individualization 

A closer relationship with pupils' own experiences can 
also be achieved by asking them to treat a given broad theme 
according to their individual interests. Such arrangements can 
be easily pre-structured by suggesting various aspects of the 
theme on wich the treatment might focus. The pupils may then 
choose from this spectrum of aspects. Proposals such as this 
are currently being tried out at the upper grammar school level 
in the Federal Republic of Germany (basic courses and advanced 
courses). 

Another example is the IPN physics curriculum for Grades 
9 and 10 (electronics). The teaching plan for this unit con­
sists of an introduction including presentation of sub-themes 
and advice on the organization of group work. In the second 
stage, four different themes are offered: experiments with 
transistor wiring; construction of logic circuits and simple 
calculation elements; purchase of phono equipment; problems 
involved in technical progress exemplified by electronics. The 
pupil selects one of these subjects which is then treated by a 
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group. In the third stage, the outcome of the work done by the 
various groups is summarized (reports by pupils and exhibitions 
with contributions from the teacher and general discussion; 
cooperative evaluation and summary, tests and discussions of 
the results). 

A distinction can be made between two main variants of 
individualized instruction: 

1) the pupil participates in the selection of contents 
or in decision-making processes regarding the 
general form of instruction; 

2) the learning process, or teaching method, is indi­
vidualized according to the cognitive structure, 
the motivation and interest of the pupils. 

That is to say, modes of learning are adapted to the pupils' 
cognitive, psychological and motivational characteristics 
(Schwarzer and Steinhagen, 1975). Research on this subject 
has been mostly devoted to the second variant. The first is 
still largely unexplored, although it is in particular need of 
conceptual and empirical clarification which would permit a 
more adequate assessment of the possibilities of incorporating 
pupils' experiences in the planning of instruction. If the 
maxim is to be followed that "school curricula should emphasize 
auto-didactics including self-learning and inter-learning, de­
velopment of educability and readiness for further learning" 
(Skager and Dave, 1977, p.35), then the pupils' non-school ex­
periences must be taken seriously and utilized as a basis for 
their participation in decision-making. 

Some recent projects, such as "pupil-centred instruction" 
(Kyburz-Graber, 1978) translate this maxim into practice. In 
such experiments, difficulties have frequently arisen because 
the teacher had not been adequately informed about the new 
role called for by this type of instruction. Moreover, he had 
few opportunities of familiarizing himself with his counselling 
function. Or, the teacher did not regard the pupil-centred 
approach as a new model at all, since any good and committed 
teacher had always taken care to do justice to his pupils. 
Pupil-centred instruction is a good example of the fact that 
new conceptions can only be realized if opportunities are pro­
vided and processes initiated which will enable teachers and 
pupils to become familiar with the new forms of instruction, 
to think deeply about their implications and to reconsider 
their own conceptions of school teaching. 
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One way of overcoming the obstacles facing such innova­
tive approaches might be to insert into the teaching materials 
supplementary information on the purposes of the new form of 
instruction and the consequences it entails for teacher and 
pupil roles. Examples reconstructing and illustrating success­
ful experiments of this kind might also be given. Equally im­
portant is an indication of the difficulties that may arise in 
implementation. The examples just mentioned should also show 
where the outcomes of the experiment were not as satisfactory 
as had been expected. Such interplay of problem analysis and 
constructive advice in the supplementary information is most 
important in order not to lead the teacher or pupils to expect 
an ideal and achievable type of instruction; this would only 
result in disappointment. 

Further, the supplementary information may contain ex­
amples showing that timid or unmotivated or frustrated pupils 
in particular benefit greatly from this form of education; 
what special measures are required and what are the limitations 
of the model for the group of pupils concerned. 

Aids of this kind are probably indispensable since they 
will motivate especially those teachers who are not yet con­
vinced of the need for the experiment. This is a central as­
pect in regard to the idea of lifelong learning. Many teachers 
are likely to say that lifelong learning is a good idea in the 
abstract. Suitable teaching materials will challenge them to 
recognize its concrete, practical advantages. 

Here, a point made earlier in this study must be reiter­
ated: time is essential, and so are opportunities for consul­
tation and interaction between teachers, pupils and researchers. 
The teacher needs time to adjust his thinking to the new model, 
not least because it means reconsidering certain elements of 
his role concept and practical experience, and, if necessary, 
reforming and changing them. That these personal and social 
elements occupy a key position in determining the success or 
failure of an innovative model is shown in a number of studies 
(Susteck, 1975; Heitzer, 1976; Greimel, 1977, and Hameyer, 
1978a). 
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CHAPTER 4 

ESSENTIALS FOR LIFELONG LEARNING FROM CURRICULUM RESEARCH 
AND DEVELOPMENT 

The role and contents of the school curriculum and the 
underlying conceptions of the functions of the school have been 
discussed in Chapter 3. Trends in curriculum development, both 
theoretical and empirical, indicate a change in the school's 
function. Some traditional subjects are assuming greater weight, 
or they are grouped into larger learning areas. Rarely, how­
ever, is a subject entirely eliminated. Significant aspects of 
this change of functions coincide with research on lifelong 
learning. 

The purpose of the present chapter is to examine discern­
ible trends in curriculum development relating to this change 
of function, with a view to discovering a basis for argumenta­
tion in favour of laying the foundations for lifelong learning 
in school. This will be done with the aid of the vertical and 
horizontal dimensions of school learning described in the in­
troduction (see p.l). 

The opinion that the school can make a contribution to 
lifelong learning is held not merely by UNESCO agencies. Other 
international organizations, such as OECD, ILO, the Council for 
Cultural Cooperation of the European Council, as well as nation­
al institutions in various countries, share this view. There 
is a consensus in these quarters that adaption of the concept 
of lifelong learning will result in extensive provision enabling 
"every individual, irrespective of his existing qualifications, 
to continue his vocational or general education" (Voss, 1978, 
p.17 - in reference to UNESCO, 1974). 

The following points pertaining to the change in school 
functions and to curriculum revision represent a first summary 
of Chapter 3: 
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a) The school will have to make continuity of 
learning beyond the completion of school edu­
cation a serious concern. 

b) Selective measures and structures which stunt 
some individuals and promote only a chosen few 
conflict with the objective of providing every 
pupil with the best possible learning conditions 
(irrespective of his social origin, sex, race, 
domicile, ranking in what are supposed to be 
objectively determined achievement levels, 
irrespective also of his previous educational 
career). 

c) Reference, for instance by specialist teachers 
or parents, to academic disciplines to which 
school subjects are related, is no basis for 
continued existence of these subjects and 
their contents. The change in school functions 
implies a change also in the type and constella­
tion of criteria for legitimation. One suit­
able criterion is the achievement of the school 
in creating the ability to cope responsibly 
with novel life-situations. 

d) Mediation of analytical competence and problem-
solving capacities is another component which 
is gaining importance in deliberations about 
curricula. The school, it appears, is being 
increasingly expected to make a special contri­
bution to individuals' self-actualization and 
responsible participation in shaping community 
life and the society as a whole (Chapter 3, 
section 3.1.1). 

e) Considerations of this kind interfere with the 
self-image of school subjects. The postulate 
of relevance to life-situations becomes a 
driving force for revision, since it questions 
the exclusive nature of dicipline contents, 
i.e. their intrinsic educative value, by empha­
sizing active participation in public, cultural, 
economic and social life (including the under­
standing of simple or complex relationships 
between nature, culture and society). 

f) Another area involved in the change of function 
is that of teaching methods. Since teaching 
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principles and styles profoundly influence 
training directly or indirectly, they should 
not conflict with recognized aims of lifelong 
learning. 

g) Further, the school should promote democratic 
behaviour and prepare for participation in 
decision-making in a way that is commensurate 
with the degree of democratization possible 
in the various fields of life and interaction. 

h) Finally, the school schould provide orientation 
aids to help a pupil choose his first job and 
occupation. 

These aspects will be considered in this chapter from two 
perspectives: First, the contribution of curriculum research 
and development to an accentuation of the vertical dimension of 
learning will be assessed: How are school learning stages to 
be connected with future life? Second, principles concerning 
the horizontal dimension of learning will be discussed: Which 
relationships between school and out-of-school life contexts 
are significant for the school in the perspective of lifelong 
learning? 

4.1 Essentials concerning the vertical dimension of the 
school curriculum 

Among the many aspects of the vertical dimension, not all 
of which can be dealt with in this study, a point of major in­
terest is the beneficial function of school curricula for the 
pupils' post-school life. The approaches referred to in Chap­
ter 3 yield some information on this issue: 

4.1.1 The curriculum and the future of the learner 

Obviously the reflections discussed in Chapter 3 on the 
integration of real life problems and on how to make subject 
matter more relevant are directly connected. In the quest for 
clarification of the contribution the school can make to the 
future life of the pupils it would seem useful to assess the 
trends emerging in curriculum research in respect of the special 
features of life-situations and life-conditions (1). The 

(1) 
A life-situation means a delimited structure of relationships 

p . t .o . 
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channels and methods to be used to this end will depend, among 
other factors, on how accurate and concrete our knowledge of 
the future life-conditions of the pupils can be. 

Equally important is identification of the common ele­
ments in differing life-situations or life-conditions. What 
are the similarities in the challenges the individual will have 
to face in the future? (Similar questions have already been 
studied by Robinsohn, 1967, and Knab, 1969). If answers to 
these questions can be found, a school subject's contribution 
to preparation for coping with these challenges can be more 
accurately assessed. This applies equally to renewed recon­
sideration of general educational objectives. One outcome of 
this reconsideration process might be an emphasis on creative 
learning. Enhanced awareness of the pupils' imagination, of 
the humanistic values in education in general, and practice in 
alternative thinking would correspond to this trend (see Chap­
ter 3, section 3.3.1, in particular Patterson, 1973, and Junell, 
1974). 

What then is the role of school curricula, assuming that 
the school can prepare the pupil for his post-school life? The 
curriculum approaches referred to and the change in educational 
thinking with regard to the functions of school subjects indi­
cate that the real meaning of general school education is re­
ceiving increased attention. There may be different opinions 
about the concept of learning for life-situations. But the 
fact is readily apparent that the future-orientation of learn­
ing as a systematic problem of curriculum legitimation is gain­
ing new importance. 

between persons and their environment. This structure deter­
mines or, at least, considerably affects the scope and limits 
of interaction between these persons. A life-situation may be 
described in terms of individuals, i.e. pertaining to one or a 
few persons. The same applies to its duration. Life-conditions, 
on the other hand, encompass wider dimensions. They are charac­
terized by existential or social life foundations common to 
many people, a group or a subculture. It seems important to 
make a distinction between these two concepts in order to pre­
vent confusion between life-situations as understood by Robin­
sohn or Bobbitt with the life-conditions of a social stratum or 
an entire generation. 
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4.1.2 Curriculum and cultural change 

Knowledge of the present life-conditions of pupils and 
their potential change in the course of schooling or after is 
also required. Situation analyses, prognoses or other pro­
cedures will have to be included in the curriculum planning 
process in order to obtain information on social, societal and 
cultural changes. 

Every curriculum anticipates a near or remote future inso­
far as the thoughts reflected in it are guided by certain as­
sumptions about the benefit of education. To put it in col­
loquial language: the school should equip the pupil with some­
thing that will be useful to him in his later life. 

Some directions in which answers to the questions as to 
what benefit will be derived from the school curriculum may be 
sought, can be concretized by reference to Chapter 3. It may 
be useful to distinguish between various areas of life (see 
Chapter 3, section 2.1.3) . Within these areas situations or ca­
tegories can then be identified which the pupil is very likely 
to encounter in the future, and with which he will most probably 
be better able to cope by applying his school knowledge. 

School and curriculum theories are based on a context of 
cultural and societal developments. They have issued from 
these developments. Their purpose is to reflect the character­
istics of these developments and to deduce from them information 
on future life-situations. And this means finding out what 
will be the probable features of the future of the pupils and 
their identity problems. In this way it may be possible to 
find indicators for the role of lifelong learning in the school. 

The curriculum approaches mentioned in Chapter 3 indicate 
the phenomena in cultural life and change with which the school 
curriculum will have to contend if the concept of lifelong learn­
ing is to be taken seriously as a criterion for decision-mak­
ing concerning the curriculum. Destruction of spontaneity and 
the serious loss of ability for direct perception are criti­
cized as is the growth of materialistic functional thinking. 
According to these theories, natural worlds of experience have 
been largely eroded. Readiness to listen to and discuss the 
problems of others is on the decrease. Sociology adds the fur­
ther criticism that despite supportive measures the disadvan­
taged in industrialized societies cannot in fact avail them­
selves of the chances life offers. Ignorance, selfishness, 
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prejudice and exploitation flourish in the shape of hidden or 
at least tolerated modalities of behaviour (Bogdan, 1975, p.35). 
Looking at alternative life models (Gizycki and Habicht, 1978) 
one may realize that some of these rather generally formulated 
characteristics of cultural change have been the motivation for 
the development of religious countercultures or initiatives for 
self-help or collective living. 

Bogdan (1975) formulates a potential consequence: the 
school curriculum must concern itself with issues concerning 
the formation of identity and the behaviour of individuals in a 
particular culture. It could do so in a manner which would 
make it possible to analyze permanent dialectic conflicts 
(Bogdan, 1975, p.33). Such analyses would provide a foundation 
for critical and responsible confrontation of these conflicts. 
This applies not only to cultural phenomena related to specific 
times or situations, but also, and in particular, to existential 
issues such as limitations of one's own actions, death, loneli­
ness, unfulfilled needs. 

Musgrove analyzes the development of modern societies in­
sofar as it affects the school curriculum from a sociological 
perspective. He defines five characteristics of modern socie­
ties: 

a) declining demand for skilled labour 

b) the greater expectation of life 

c) the rapid obsolescence of knowledge 

d) the earlier physical (and perhaps emotional and 
intellectual) maturing of the young 

e) less distinction between the social roles of men 
and women. 
(Musgrove, 1968, p.17). 

Taking these characteristics into consideration, Musgrove des­
cribes the functions of the school in terms of the necessity to 
educate the young for a historical period 

"in which young people can explore not only their 
world but themselves. ... The society of the future 
is likely to require this extended period of 'play' 
for a variety of reasons. In the first place, the 
sheer speed of social change, the frequent changes 
of role which will be required of adults, will call 
for versatility and flexibility of a high order. 
The growing child must not be set too early in too 
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rigid a mould. In the second place, social 
justice requires that youth of the future shall 
not be committed at too early an age to the life­
style into which they happen to have been born." 
(Musgrove, 1968, p.13. My italics, U . H . ) . 

Andragogy or life-cycle psychology could help, for in­
stance, to identify crises and situations typical of specific 
phases in human life (Erikson, (1950) 1974; Lidz, 1968; 
Havighurst, 1973; Houle, 1974). The curriculum could be geared 
to peak experiences in life (Lyon, 1974) in order to take care 
of the foreseeable structural problems involved in men's shaping 
of their lives. Coping with psychological crises and conflicts 
connected with development requires the individual's whole en­
ergy, competence and experience. 

What have theories on life cycles to do with school knowl­
edge? School is an institution intended to contribute to com­
petence in dealing with post-school challenges and situations. 
It seems apparent that this task could be facilitated if such 
challenges, situations and the manner in which they influence 
man's life were known at least in outline. In an advanced 
stage, research on man's life-cycle may be expected to make a 
contribution to this problem. Admittedly, it is still rather 
unclear for how long a period school knowledge is retained and 
activated. In which areas can long-term effects of school edu­
cation be expected? Which dispositions and which skills ac­
quired at school are short-lived? Where lie the boundaries for 
planning such themes in the curriculum, and where does a risk 
of overplanning set in? At present research cannot satisfac­
torily answer these questions. 

4.1.3 The forecasting curriculum 

Sections 4.1.1 and 4 .1 .2 of this section agree that it is 
necessary to obtain scientific insights into the pupils' future 
which will make it possible to answer the following questions: 
Why should I learn mathematics or Latin or social science? 
Of what use will the contents transmitted in these subjects be 
to m e , when will I profit from what I have learnt at school? 

With the aid of forecasts of future life conditions and 
situations the potentialities and limitations of the school re­
garding lifelong education can be better assessed. One reason 
why this should be so is the forecasting function of a curricu­
lum (Frey, 1971, pp.66 ff). The basic purpose of a curriculum, 
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namely to mediate a certain education, must be understood to be 
more than just a wish. "Every curriculum contains an implicit 
or explicit forecast unless learning as such is its sole pur­
pose" (Frey, 1971, p.67). The prognostic components of the 
curriculum should be identified for various reasons. In the 
first place, forecasts in a curriculum give some indication of 
the hopes invested in this curriculum. Secondly, they charac­
terize the normative foundations of the underlying concept of 
education. 

Frey distinguishes three forecasts contained in the cur­
riculum. The simplest form concerns the behaviour at the end 
of schooling (Forecast I). Forecast II states what qualifica­
tions will be required in order to behave competently in future 
life situations. "It is assumed, explicitly or implicitly, that 
certain kinds of information or forms of instruction will, after 
some time spent in an environment not identical with the school, 
produce results which may be called behaviours" (ibid., p.68). 
Forecast III relates to the benefit derived from learning pro­
cesses for life in a changed world. Forecasts of the last type 
probably involve a high degree of uncertainty, since the end 
effect of learning which is forecast depends on the learning 
processes in and out of school, and on intervening learning pro­
cesses as indicated in Figure 6. 
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Source: Frey, 1971, p.67. 
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The problem of how to make and justify such forecasts is 
not merely a technical one. One must also ask whether curricu­
lum theory is at all capable of justifying such forecasts, and 
whether such justifications are admissible from a scientific 
point of view. Even an affirmative answer to these questions 
in no way rules out the possibility that other forms of "justi­
fied" speculation on the end effects of school curricula could 
also be meaningful. 

Notwithstanding these difficulties, some implications re­
garding the prognostic character of school curricula may be 
drawn from Chapter 3. Three central dimensions of the vertical 
aspect of lifelong learning were identified in that chapter. 
This vertical aspect in itself already refers to the area which 
has just been discussed in connection with the forecasting 
functions of a curriculum. 

The research approaches and curriculum examples mentioned 
in Chapter 3 have given a first impression of the directions 
which research and educational practice curriculum construc­
tion and evaluation might indicate. 

a) The school has the function of creating the founda­
tions for further learning during and after, the 
schooling period. In the context of educational 
aims for heuristic learning, possible methods 
corresponding to what is understood in educational 
circles by self-directed learning have been indicated. 

b) Another aspect mentioned in Chapter 3 is that in 
view of the infinite diversity of possible future 
life situations, and also in view of uncertainty 
about the conditions under which the pupils of 
today will have to live and work in the future, 
they must develop capacities enabling them to 
orient themselves and act in unaccustomed circum­
stances. This aspect might be called compétence 
for individual and coopérative mastering of 
problems arising in novel situations. 

c) Thirdly, there are present situations which are 
in all probability almost identical with future 
situations the pupil will encounter. If such 
situations can be found and described, it will 
be possible to prepare him for these specific 
situations by giving him appropriate opportun­
ities for learning. In this context one might 
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say that the school should mediate situation-
specific orientation skills. These skills are 
connected with the idea of lifelong learning 
in that they should be at a certain level of 
abstraction in order to be relevant to similarly 
structured situations. Thus the pupil should be 
enabled to apply or adapt his knowledge and 
abilities in specific situations to similar 
situations. 

4.1.4 Unifying issues for learning and the organization of 
knowledge 

This subject relates to the pedagogical dimension of the 
structuring of knowledge. What organization of knowledge will 
promote the pupil's capacity for recall? Which basic principles 
should he learn? On what didactic principles (unifying issues 
and terms of interpretation within a field of study) should 
school learning be built so that it can be re-activated in out-
of-school life contexts? 

These questions bring to light the complexity of the prob­
lems that will be investigated in this section. Research on 
curriculum integration as well as on methodologies for specific 
school subjects is searching for new forms of knowledge organi­
zation for the purpose of structuring the curriculum (see the 
examples of curricula given in Chapter 3, section 3.2). 

Broudy deals with some basic problems of knowledge organi­
zation. He thinks that medical men, for instance, could not 
recall sufficient school knowledge in subjects such as chemistry 
or biology to pass the matriculation examination, but are ca­
pable of arguing about material that contains chemical concepts. 
"One may say that the difference lies in the category-based re­
ference frame, in the perspectives and in the contexts which 
are important for interpretation. Very often we are not aware 
of these schémas when we use them." (Broudy, 1971, p.331. My 
italics, U.H.). He further states that it would hardly be 
possible to interpret the experiences of a physicist, an econ­
omist, historian or poet without the keys for working with 
knowledge supplied by the school. Like Polanyi (1962), Broudy 
labels the phenomenon of forgotten but re-activable knowledge 
tacit knowledge. 

The importance of integrated education for lifelong learn­
ing depends on whether the curriculum has been structured with 
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the aid of a category-based frame of reference or, to use an­
other term, on unifying ideas. Generalizing categories of this 
kind should render contemporary issues within areas of experi­
ence more understandable. Immediate relationship to life and 
learning of procedures for gaining knowledge (learning to learn) 
are associated factors. Integrated learning alone means reflect­
ing on the general educative value of a school subject or clus­
ter of subjects. Here the vertical dimension which is so im­
portant for lifelong learning comes to the fore again. 

4.1.5 Preparation for taking responsibility 

Most of the curricula referred to in Chapter 3 assume that 
the main function of the school is to prepare the pupil for ac­
tively organizing his later life. He should acquire practical 
competences that will help him to handle differing, even un­
usual life situations (see Chapter 2 on lifelong learning). 
What is lacking today is humanistic judgement, social commit­
ment and sensitivity to the problems existing in highly indus­
trialized and consumer societies. Competitive behaviour, ag­
gression potential and alienation render an implementation of 
recognized humanistic values difficult. "The fetishism of ma­
terial values" (Dave, 1976, p.343) goes hand in hand with a 
"moral crisis of education" (Bereiter, 1972). 

These views imply support for the efforts to revalue the 
function of critical examination of culture and society within 
institutionalized education. Publications dealing with this 
aspect are based on varying motives. A plea to make critical 
reviews of institutions a subject of learning may stem from a 
perspective of world policy (Hiller, 1973); or from a convic­
tion that learning should be humanized. "The spirit of humani­
ty" (Suchodolski, 1976) seems to emerge as a new educational 
principle. Kirpal writes: 

"Our present age, witnessing for the first time 
the emergence of a global civilization, is con­
fronted with a challenge of unparalleled dimen­
sions. Man's technology and the social organi­
zation have far out-stripped his spirit, result­
ing in a state of confusion and chaos, the loss 
of moorings and directions. What we need now 
is a great renewal of the spirit of man to re­
dress the balance of the three inter-acting 
forces in the making of civilization. ... The 
concept of lifelong education arises from a 
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growing crisis of contemporary civilization; 
lifelong education is required to fulfill the 
need of contemporary men to control, adapt and 
create the relevant technology and social or­
ganization for a new quality of life and for 
a meaningful quest of more effective and ap­
propriate values of the spirit." (Kirpal in 
Dave, 1976, p.98). 

These reflections yield some important arguments for lay­
ing the foundation of lifelong learning in school. They empha­
size that the school must again turn to humanistic education. 
It should do so in a manner which will underline the connection 
between the humanization of school learning and out-of-school 
humanistic action. This implies that one of the pre-eminent 
tasks of the school is to reform the curriculum and learning 
contexts so as to achieve more stringent vertical articulation. 
Pursuing this goal down to individual school subjects will be 
a piecemeal exercise, if only because the learning contexts are 
not constructed out of the material of individual disciplines 
and must therefore, overcome resistance in each one. 

4.1.6 Integrating the pupils' former experiences 

A secondary school pupil may gather experiences in pre­
school or primary education which will outlast his entire school 
life. Acquaintance with communal institutions, improvisation 
of a song, participation in working groups or the sudden dis­
covery of condensation on a window pane - such primary experi­
ences leave their mark. Concrete forms of experience in the 
shape of learning events of this kind are certainly instructive. 
Similar examples could be given of out-of-school experiences. 

It is readily apparent that such learning events affect 
subsequent stages in the learning process and so create an 
awareness of the retrospective section of the vertical dimen­
sion. Learning must, therefore, be based on the pupils' pre­
vious experiences and expectations. 

This realistic demand for flexibility of curricula in the 
perspective of lifelong learning must not obscure the relative 
status of school education. Frey maintains that the methodology 
of science teaching, for example, is almost exclusively con­
cerned with institutionalized education, "although the remainder 
of this learning area is probably larger and more effective" 
(Frey, 1976a, p.6). He names, as examples of non-instituional-
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ized learning situations in which people are confronted with 
natural science phenomena, the musical experiences of the young 
in electro-acoustics, the impact of science on the programmes 
of political parties, the ways in which scientific subjects are 
discussed in everyday life, the specialized books on the atom 
and the evolution of the earth, the experiences gained in re­
pairing toy trains - all these very often precede science in­
struction. 

4.1.7 Neglected educational aims 

To maintain a permanent motivation for learning it is 
necessary for the pupil to visualize the profit he will derive 
from participating in permanent further education. Such profit 
may consist in earning opportunities, occupational mobility, 
development of his personality, more competent participation in 
communal and political life, etc. This perspective does not as 
yet seem to receive much attention in the contemporary school 
(see the relevant paragraphs on the introductory function of 
the school in Chapter 1, section 1.4.1, and Chapter 5, section 
5.1). 

Curriculum revision in the light of lifelong learning also 
concerns aims that contribute indirectly to education for the 
future. Some aims of this kind have already been incorporated 
in state constitutions or school statutes: the pupil should 
"find his identity, he should learn to take social and political 
responsibility" (Wimmer, 1978, p.244); he should learn to re­
spect different conceptions and styles of life ("respect" in the 
sense of actively supporting, not merely of tolerating); he 
should learn to promote the richness of culture. Other aims 
which should receive greater emphasis are: 

a) to further understanding between differing cultures, 
peoples and societies, and to support this under­
standing by one's own action or help to prepare the 
ground for it; (intercultural understanding); 

b) to take more account of the social contexts of one's 
work and of the general wellbeing (social context 
of one's own activities); 

c) to justify arguments, value judgements, decisions 
to the best of one's knowledge and by means of 
morally defensible judgement, and to act accordingly 
(active efforts to obtain information); 
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d) to develop sensitivity for cultural, political or 
social minorities and to endeavour to understand 
their position (commitment to minorities); 

e) to justify one's own actions on the basis of 
ethical principles (centering on humanity). 

4.2 Essentials concerning the horizontal dimension of the 
school curriculum 

This dimension has several facets. Firstly, out-of-school 
life may be considered as an object of theoretical reflection 
within the classroom. Secondly, it may be regarded as a field 
of empirical study. Both aspects play an important role in 
curriculum discussion. (See Chapter 3, section 3.1.2). Third­
ly, the out-of-school experiences and everyday life of the pu­
pils may be seen as a determining factor for the horizontal di­
mension of the curriculum and should be taken into account in 
decisions about methodology. (For an approach in this direc­
tion see Chapter 3, section 3.3). Fourthly, a connection be­
tween school and life could be achieved by attempting to in­
volve the public and the parents in school life. 

A reflective or direct encounter with reality, it is as­
sumed, will sharpen the sense of commitment and participation, 
promote learning motivation, create an authentic understanding 
of the complexity of living and working areas, and facilitate 
acquisition of the ability to orient oneself in new environ­
ments or situations. The same is true of the integration of 
pupils' life worlds in the planning and process of learning. 
In this way the pupil will himself experience that learning and 
life cannot be set apart from the curriculum but require a cer­
tain continuity, a link with the personality and the initial 
position of the learner. 

4.2.1 Reflecting on out-of-school life 

The relationship of school learning to the environment, a 
key issue in curriculum discussion, has powerfully influenced 
both the debates about objectives and the criticism of learning 
contents. Chapter 3, section 3.1.3, has dealt in some detail 
with the relevant trends in curriculum research and development. 

"The increasing specialization of knowledge made 
the curriculum more remote from pervading personal-
social needs and problems. During the early decades 
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of the 20th century, emerging social reforms and 
the new demands for educational reforms called 
for a closer relationship between the curriculum 
and life. A new and wider conception of curricu­
lum was the inevitable result." (Tanner and 
Tanner, 1975, p.16). 

It is now largely agreed that the function of the school 
can no longer be to turn the pupil into a miniature scientist. 
The general educative value of a school subject and its contents 
should be re-determined. Those putting forward this argument 
tend to demand that subject contents should contribute to a 
better understanding of general problems of out-of-school life. 
This is the starting point of lifelong learning perspectives. 
An example: at the annual conference of the American Education­
al Research Association in Toronto (Canada) in March, 1978, a 
Project in Environmental Action, Community Education (PEACE) 
was presented. This project had been developed on the basis of 
a programme in which the present-day needs and the problem 
awareness of urban residents were central features of the cur­
riculum. "Our citizenry", it was explained, "needs to be edu­
cated in the process of making intelligent value choices and of 
translating these choices into courses of acttion if it is to 
be capable of doing more than merely being cognizant of its de­
mise. The need exists for environmental education curricula 
that combine effective awareness, knowledge, and cognitive abili­
ties with an action oriented model for valuing" (Bennett et al., 
1978, p .2) . Any number of examples of this kind could be ad­
duced. Thematic organization of subject contents, the present 
relevance of a theme as against "eternal" issues are focal 
points of the dispute about specialized teaching methodologies. 

One result of these debates can, perhaps, already be dis­
cerned. The number of projects and curricula centring more de­
terminedly on problems from the pupil's life and environment 
has distinctly increased (critical watching of television, edu­
cation for leisure time activities, information media in society, 
alcohol, smoking, meditation). Another category of problems in­
cludes: English for immigrant children (Leeds University, Great 
Britain), Children explore their environment (Schools Council, 
Great Britain), Man changes water circuits (2nd Ulm Model, West 
Germany). "Constant inter-action of thought and action" (Deut­
sche Unesco-Kommission, 1977, p.10) and the combination of theor­
etical knowledge with real-life problems find expression in 
these educational endeavours. 
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4.2.2 Enlargement of learning activities outside school 

Following the 19th Session of the UNESCO General Confer­
ence, an experts' meeting stressed the importance of connecting 
the school with out-of-school activities. The school would have 
to rethink its relationship to the environment. 

"School, inevitably, must be open to the world with 
its resources and with all its economical, cultural 
and social assets, at least if we want to become, 
amongst other things, a centre for lifelong educa­
tion. But how can this opening be achieved? What 
changes can be brought to the curriculum, the 
methods and of course teacher's training!" 
(UNESCO, 1978a, p.15). 

No direct answers are supplied by the curriculum approach­
es referred to in Chapter 3. But the analyses they contain con­
verge in many points of criticism, and taking note of these con­
vergences may facilitate the search for answers. 

The school, it is claimed, isolates itself from conflicts 
in its environment. The pupil is no longer challenged to air 
his problems and experiences in the school. Simultaneously, 
the de-schooling argument is gaining ground. An alternative to 
the introverted school must be found. 

Some recent school experiments have developed projects in 
which pupils participate in real-life development tasks outside 
the school. These projects attempt to make out-of-school learn­
ing an integral component of the curriculum. School and out-of-
school learning are intertwined. This corresponds with the aim 
"to enhance greater interaction between the educational system 
and its social, cultural, and economic setting" (Deutsche Unesco-
Kommission, 1977, p.13). 

Among such approaches are alternative schools or free 
schools (USA) and community schooling. 

In the alternative school at Tvind (Denmark), pupils, to­
gether with their instructors, have designed a windmill gener­
ator and built it expertly with the aid of specialist techni­
cians. This generator has a capacity many times that required 
by the school itself. 

Another example of a project is building a children's 
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playground (see the report edited by Moser (1974) on the Ex­
perimental Secondary School at Heidenheim, (West Germany)). In 
this project the school cooperates with the town planning of­
fice. Criteria are developed for selecting the best location 
for the playground. Security regulations are dealt with. Lay­
out plans are drafted on several scales. In addition, excur­
sions are planned, financial matters discussed and inquiries 
carried out. 

4.2.3 Inter-generational learning within the school 

This section, although not directly linked with Chapter 3, 
concerns a category almost forgotten in the curriculum debate. 
With the exception of Third World countries, intergenerational 
learning has not yet been able to gain entrance to compulsory 
schools. In modern state schools there are only sporadic oppor­
tunities for parents and children to engage in common learning 
activities. Untrained teachers, for instance, have not been 
integrated into the state school system. In a modern school 
one will not find the village pharmacist telling the children 
stories about caries (see the interview with a member of the 
project Social Learning (Munich, West Germany) described in 
Hameyer, 1978a). When parents visit the school, they rarely 
do so for the purpose of their own education. They want to find 
out about their children's performance or, on school open days, 
about particular problems, activities or objects produced. 

Young suggests a more far-reaching participation of par­
ents in the life of the school. Most working people will only 
feel self-confident in the school if they feel that they have 
something to contribute to it. "Many of them are proud of the 
work they do with their own hands. How can they bring this as­
set to the service of the school? Most obviously, by adding to 
its physical equipment. This has already been done by fathers 
who have with their own hands built swimming pools and sports 
pavilions, and the same kind of effort could be called upon for 
the construction of other buildings." (Young, 1965, pp.76 ff). 
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CHAPTER 5 

FUNCTIONS OF THE SCHOOL CURRICULUM SUPPORTIVE OF 
LIFELONG LEARNING 

The preceding chapter has summarized the trends in curricu­
lum research which converge with ideas about lifelong learning. 
This final chapter will draw conclusions from what has been ex­
pounded in Chapter 4 and extend the discussion to three general 
functions of the school curriculum. As stated in the introduc­
tion to this study (Chapter 1, section 1.4), the school curricu­
lum is variously viewed in these trends as 

a) an introduction into the concept and possibili­
ties of lifelong learning; 

b) a medium to prepare and facilitate orientation 
about occupations and non-occupational life in 
different societies in respect of the needs and 
possibilities of lifelong learning; 

c) a continuous support of pedagogical principles 
of lifelong learning in terms of learning methods 
or of cooperation between school and society. 

Generally speaking, the study demonstrates that some ex­
isting curricula as well as recent curriculum approaches con­
tain many ideas favourable to lifelong learning (see Chapter 3). 
The preceding chapters outlined various arguments supporting 
the thesis that lifelong learning is one important frame of 
reference for curriculum renewal. These arguments show that 
the contents of written syllabi and textbooks should be re­
viewed. The extent to which the traditional curriculum enables 
the school to fulfil its role will have to be redetermined. 
The three functions described in this chapter may help to stimu­
late discussion and research in this subject. 

In most European countries, also in the United States, 
Canada and elsewhere, uncertainty has arisen as to the contents 
and characteristics of primary education for all. This issue 
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seems to become a cardinal one. Some countries try to meet 
this demand by separating the organization of primary education 
from that of specialized instruction. This does not necessarily 
solve the problem of what should be the basic stock of necessary 
aims and contents of learning, and in which areas specialization 
is required. This fundamental problem is discussed in the fol­
lowing pages. The above-mentioned functions indicate some of 
the aspects involved. 

5.1 Introductory function 

Nearly all approaches to curriculum research mentioned 
in this study are based on the assumption that the school can 
equip the pupil with competencies that will last into adult 
life, although there is as yet no satisfactory knowledge of 
which are the long-lasting effects of school education. Against 
this background, the reasons why the school curriculum should 
prepare for lifelong learning can be elucidated. 

5.1.1 Common éducation for all 

If general education means common education for all, and 
the objective of common education is to bring together learners 
of different origins and different experiential backgrounds in 
order to promote learning transcending the boundaries of gener­
ations, sub-cultures, social interests and classes, then the 
school must provide common education for as long as possible, 
since it is almost the only place where the young up to the age 
of 16 to 18 can learn together with students from other strata, 
classes or sub-cultures. 

One aim of common education for all would be to render 
the pupils capable of handling present and future life contexts 
which they are likely to encounter. One useful method would be 
to work out alternative forms of coping with these life con­
texts. This would motivate the pupils to use their initiative 
in handling similar or novel life contexts in later life. 

The school curriculum can serve this aim both through ap­
propriate selection of learning contents and through provision 
of suitable learning situations and projects. The essential 
objective should be to enlighten the pupils about the necessity 
for lifelong learning, and the benefit they will derive from it. 
How this can be done in practice has been indicated in Chapter 
3 under the aspects of "A new emphasis on learning experiences" 
and "Integrating real life problems". 
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5.1.2 Impact of the changing society on the school curriculum 

Another, more pragmatic argument for curriculum renewal 
is of a structural nature. The character of economic and cul­
tural changes in industrial societies does not permit a concep­
tion of the school as an autonomous agency. Recent technologi­
cal developments, emerging changes in the family structure, the 
increase in divorce, the crisis of energy supply, specialization 
and the division of human experiences, side-effects of monot­
onous work, disadvantages and lack of learning equality in urban 
and suburban regions, ethnic and sub-cultural conflicts: all 
these phenomena together convey an idea of the unavoidable im­
pact of the changing society on the school curriculum. They 
are characteristics of the environment of pupils and parents; 
the pupil comes into direct and indirect contact with them. 
The school can help him to learn to understand these develop­
ments better. And such understanding is necessary because the 
examples given are starting points for a conscious and respon­
sible life within these cultural and societal contexts. 

Learning to understand does not merely mean comprehending 
what is happening. Something must be juxtaposed to these devel­
opments, something that can influence them. In the chapter on 
major trends in curriculum research and development these as­
pects have been considered from the viewpoints of promoting 
openness to experience, developing ego strength, as well as ac­
tualizing the individual's own capacities and competencies. 
He must be capable of defining his own identity under condi­
tions of cultural and economic change. This calls for conscious 
efforts to orient himself actively in complicated and partly 
contradictory future environments, to participate in further 
development and to reconcile the social aspirations of sub­
cultures with those of the society. Here is an eminently im­
portant task justifying the proposal that lifelong learning 
should begin at school. 

The cultural forms of man's life and his intervention in 
natural interconnections are a new issue mooted in the dis­
cussion about basic values of interhuman and intercultural co­
existence. The school must, therefore, redefine its functions 
within this societal development. It must decide how the cur­
riculum can be adapted to this task (emphasis on future-orienta­
tion, support of the pupils in their search for identity, re-
establishment of the systematic connection between general edu­
cational objectives and subject matter, strengthening of the 
relevance of learning to real life, etc.). 
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5.2 Orienting function 

Life-relatedness as a criterion for school learning brings 
to the fore two aspects: 

a) How can the school curriculum concern itself with 
present life conditions outside the school, and 
hence with the pupils' actual problems? 
(Horizontal dimension of the curriculum.) 

b) Lifelong learning under the aspect of activated 
life relationships in the curriculum involves 
the temporal and future perspective. 
(Vertical dimension, see Chapter 1). 

It has been shown earlier that the school curriculum in­
cludes prognoses. The question to be asked concerning this 
future-perspective would be: How can future life conditions be 
anticipated in the curriculum? What does the school contribute 
to an ability to master future life conditions in the sense of 
lifelong learning? 

The future-oriented life relationships of school curricula 
are associated with the cultural and economic changes in society. 
These changes will probably create new learning needs. A pupil 
should, for example, be enabled to orient and inform himself 
about institutional and individual opportunities for lifelong 
learning. These orientations should include information on 
training and further education institutions which offer appro­
priate learning provision. In some European countries this 
orientative function takes the form of increased basic voca­
tional training, especially in the 10th year of schooling, and 
of provision of aids for orientation about occupations and vo­
cational choices. 

Another aspect of the orientative function of the school 
curriculum concerns the pupil's future in a wider context. Its 
prognostic function (see Chapter 4, section 4.1.3) implies in­
tentional educational processes with the future life of the 
pupil in view. If knowledge and its future application are 
regarded in this sense as a unit, the future life-conditions 
and life-situations in which school knowledge would have to be 
activated must be assessable at least in outline. Knowledge of 
the basic issues that may arise when such situations are actual­
ly confronted will make it easier for the pupil to handle them. 
The orientative function of the school curriculum thus consists 
in providing orientation for the development of future life-
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conditions and for means of coping with them. This orientation 
should not be confused with set information. It can be realized 
by a variety of learning methods. 

Curriculum theory will have to investigate more thoroughly 
the kind of contribution the school curriculum can make to pre­
paration for future life-conditions. With this task in view, 
what are the desirable dispositions the school can develop in 
the pupils? It will be useful to distinguish between disposi­
tions of varying temporal scope (lasting dispositions and dis­
positions that can be activated in the medium or short term). 
In addition, types of school knowledge, and types of disposition 
and competency should be identified. Three dimensions may be 
relevant to such a classification of school knowledge: 

a) Type of outcome or effects of school learning 
processes - (dispositions, attitudes, competencies, 
skills, etc.) 

b) Duration of learning effects 

c) Status of the learning: directly present and 
subject to recall; latent, in need of activa­
tion; passive^competencies. 

The stimulation of dispositions and competencies will 
depend on several factors which have not yet been sufficiently 
investigated by empirical research. For instance, it is not 
clear what kind of school knowledge has a relatively long life 
but exists only in latent form outside the school. The question 
is under what conditions this latent knowledge can be activated 
and applied by the pupil in practical action. To fulfil its 
orienting function, the school curriculum will, therefore, 
have to spell out how latent competencies and dispositions can 
be "refreshed" by the pupil himself and be used in practical 
1 i f e .. 

Chapter 3 touched on this complex issue in discussing 
recent developments in the methodology of certain specialist 
school subjects. In sections 3.2.1 and 3.2.2 it has been shown 
that despite many differences, there is a common core in de­
velopment trends in these subjects, namely an obvious interest 
in more comprehensive structuring of learning contents. This 
interest arises from an increased awareness of the need for sub­
ject contents to be educationally relevant. The fundamentals 
of a discipline should be extracted and the elements which 
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several disciplines have in common or which link several dis­
ciplines together be discovered. The motivation for these 
suggestions is the hope that they may help to organize school 
education on the basis of unifying elements and comprehensive 
structures of knowledge. This approach would make it possible 
to provide the pupils with didactically meaningful structures 
of knowledge and general methods of seeking knowledge. Such 
structures and methods can be retained over a longer period and 
can, therefore, be more easily activated on future occasions. 

Here is one of the points where lifelong learning could 
come in. If it is possible to enhance the capacity for reten­
tion in this manner, above all if meaningful learning can be 
achieved, this would be an important basis for anchoring life­
long learning in the school. The pupil would be better able to 
seek knowledge without the aid of the school if he had at his 
disposal suitable and convincing comprehensive patterns of 
thinking and understanding with the aid of which he could ex­
plain and master unaccustomed situations and phenomena. 

One of the problems in devising a curriculum for this pur­
pose is how to find a didactically justified common denominator 
for knowledge systems and the structures of practical life con­
texts to which the acquired school knowledge is relevant. 

"We need ... a revision of our conventional school 
subjects from the point of view of whether, and to 
what extent, they adequately represent the reality 
of the young person's life. In this context it is 
necessary to define the relationship of every learn­
ing area or subject to the relevant science or 
sciences, or to those fields of artistic activity 
or practical life to which the pedagogy concerned 
relates." (Klafki, 1963, p.124 f). 

5.3 Subsidiary function 

The term subsidiary function signifies the indirect con­
tribution of a curriculum to the preparation of the pupil for 
lifelong learning (see Chapter 1, section 1.4), i.e. those 
attributes of a school curriculum that are useful for such pre­
paration without having been specifically designed for the pur­
pose. There may, for instance, be teaching styles which are 
especially suitable for guiding the pupil towards self-directed 
learning. The section "A new emphasis on individual learning 
experiences" in Chapter 3 is concerned with this problem. 



Perhaps the meaning of subsidiary function may best be 
explained by the question as to which instructional elements or 
themes are, so to speak, in line with lifelong learning. Ex­
pressed in more general terms: which structural features of a 
(specialized) curriculum converge with the idea of lifelong 
learning, or implement it? The search for such elements or 
features should cover all school subjects or learning areas. 
Once they heve been identified, it will be possible to define 
their specific contribution to lifelong learning and perhaps to 
increase it. To take a random example, the following questions 
are intended to illustrate in which domains subsidiary functions 
of the school curriculum in regard to lifelong learning may be 
found: 

a) What learning occasions helpful to the expansion 
of the pupil's identity are provided by the 
curriculum for chemistry or music in Grade 9? 
Which of these learning occasions are especially 
suitable for this purpose? 

b) Which didactic or methodological aids contained 
in the above-mentioned curriculum will promote 
the pupil's self-directed activity and active 
search for information? In what way are these 
aids incorporated in classroom instruction or 
in out-of-school learning situations provided 
for in the curriculum? How far can the teaching 
methods designed to promote an active search for 
information be expected to prepare the pupil for 
self-organized continued learning in future life 
contexts? 

c) In what way does the chemistry or music curriculum 
promote sub-cultural experiences and conceptions 
related to the teaching subjects - even in cases 
where this relationship is not immediately apparent? 

d) Which components and didactic principles of the 
school curriculum are capable of motivating the 
pupil to participate in tasks and decision-making 
in and out of school as a result of, and during, 
learning processes organized by the school? 

In order to make it quite clear why all school subjects 
should be included in such inquiries, the following interdisci­
plinary aim is given as an example of the type of competence 
that will be required in differing situations in future con­
tinued learning. 
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A relatively large number of curriculum researchers advo­
cate a model of instruction based on the conviction that pupils 
should as far as possible acquire knowledge through inquiry or 
other forms of self-activity and self-organized (continued) 
learning. Stimulating an active search for ambiguities in 
allegedly fool-proof material is an important task, yery often 
it can only be solved by letting the pupil experiment on his 
own, carry out independent inquiries and plan the necessary 
stages of work together with his classmates. Such pedagogical 
principles actually apply to all school subjects. By way of 
analogy to such principles, models of instruction could be 
designed which confront the pupil with unaccustomed situations 
thus giving him opportunities for learning how to cope actively 
and critically with new situations. 

Part of this capacity is a basic critical attitude toward 
apparently conclusive ideas and knowledge. This critical atti­
tude should be built up in various school subjects or learning 
areas. Insights, knowledge, confirmed theories are not eternal­
ly valid. Proof of this statement can be found not only in the 
sciences themselves, but also in a variety of life situations. 
Attention should be directed to this fact. This also means 
enabling the pupil to find his own paths to knowledge and to 
seek his own solutions to problems. 

The preconditions for developing the ability to deal ac­
tively and critically with new life situations are today dis­
tributed very unequally because stimuli and opportunities for 
learning vary considerably in differing population groups. A 
study sponsored by the European Cultural Foundation in Amsterdam 
points out that contemporary educational structures favour pri­
vileged groups in society. In future, the accent should there­
fore be on disadvantaged groups "which are in greater need of 
educational provision than those groups whose requirements are 
normally met by the existing school systems" (Bengtsson et al., 
1975, p.141). The implication is that powerless groups in 
particular should be rendered capable of self-determination and 
competent action. 

Pupils should be consciously and reflectively oriented 
towards both the world that can be experienced and the world 
that cannot be "grasped" directly. Reflective and conscious 
world orientation means education in critical awareness of 
one's own social situation, and in creativity and ability to 
act in this situation. This form of societal and political 
awareness of the individual in every group has been described 
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by Freiré (1971) as "conscientizaceo". '"Learning to learn' is 
no longer a cliché for adaptation to reality as defined by the 
dominant groups, but a dynamic process of 'learning to act' in 
order to change reality" (Bengtsson et al., 1975, p.143). 

Subject curricula can also perform subsidiary functions 
contributing to an intensification of interpersonal relationship. 
Human relationships will play a larger role in a system of 
lifelong learning. Curriculum research has produced some ap­
proaches emphasizing improvement of interpersonal relationships 
and of the quality of interaction. There should be interaction 
across social strata and across ethnic or sub-cultural groups. 
These approaches offer an opportunity for democratizing school, 
provided such many-sided learning opportunities oriented toward 
common learning are expanded and the curriculum is adapted ac­
cordingly. 

5.4 Some final remarks 

The present study might convey the impression that the 
curriculum has assumed a key role in the educational process of 
children and young people; that the author regards the curicu-
lum as the sole decisive instrument for more effective imple­
mentation of the concept of lifelong learning. This is not the 
case. In reality, the influence of curricula on the educational 
process has long been reduced by other factors, such as tele­
vision, peer groups, popular literature, the press, parents, 
discotheques, etc. Tanner and Tanner (1975) report on a study 
which, though relating to universities, shows that informal 
student activities and social interaction exert at least as 
much influence on student life as does formal teaching and the 
prescribed course of study: 

"A large-scale longitudinal study at a major state 
university revealed that certain significant learning 
outcomes (becoming more open-minded and receptive of 
people of different races, creeds, and religions; 
becoming more aware of their own life goals; becom­
ing more confident in their ability to deal with new 
problems; and becoming more realistic in outlook 
toward the future) were more powerfully associated 
with extra-class experiences, especially peer group 
contacts through on-campus living, than with the 
influence of formal courses and faculty", (p.23, 
with reference to Feldman and Newcomb, 1969). 
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In future, additional studies should be undertaken on 
what the school curriculum can, or could, actually achieve with 
regard to lifelong learning in comparison with out-of-school 
institutions and media. And the reasons should be given why 
the school can do this better than other institutions. 

This will be successful only when its limitations are also 
kept in mind. General education, says Hentig (1978), includes 
much that simply cannot be acquired in school, but can at best 
be adumbrated, made conscious, prepared: 

"Experience of productive, life-sustaining, remuner­
ative but also hard, constant, dependent work, 
the serious choice of occupation or of a life 
partner, responsibility, power and power struggle 
in politics, ... All this also occurs in school 
teaching. But, it will be effective only if it 
can be experienced outside the school; if the 
pupils can learn alongside and after school, and 
if this learning is equally respected. In other 
words: There is education in work and in politics 
and in celebrating a festival." 

An aggravating factor concerning implementation issues is 
probably the fact that the proposal to start lifelong education 
in the school does not originate from the school itself. Spe­
cialized methodologists, teachers, school heads or supervisors 
are not the primary initiators of attempts to open the school 
to elements of lifelong learning, though a few of them are al­
ready supporting this approach. 

Furthermore, it will be necessary to identify more pre­
cisely the conditions under which the "lifelong learning in the 
school" model can be introduced into various educational systems. 
The aims and principles of lifelong learning will have to be 
rediscussed in full knowledge of the limitation of their feasi­
bility. 

Such research activities might, for instance, try to dis­
cover why no satisfactory solution has yet been found for 
adapting self-directed learning as an interdisciplinary educa­
tional task. One might also investigate the difficulties that 
may arise from the fundamental contradiction between the ideal­
istic and unconstrained reflectiveness of learning in school 
and the constraints imposed by its adaptation to out-of-school 
life situations. For example, a pupil may be irritated if he 
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chooses an occupation in the expectation that he will be able 
to work with relative autonomy, only to discover that in prac­
tice this occupation leaves but little room for unconstrained 
learning. He ought to have learnt in school to cope with work­
ing conditions and situations which do not correspond to the 
principle of open, individual-related learning, without, how­
ever, abandoning his claim to self-determination at his place 
of work or in out-of-school life situations. Ability to learn 
independently according to one's own needs also implies the 
capacity to recognize, and if necessary to transform, those 
structures of the learning environment that conflict with this 
principle. 

This thought has also been formulated by Wilson. A chance 
to realize lifelong learning in the school, he says, exists 
only if concrete scope for such realization, or concrete start­
ing points, are sought and utilized in the school. In view of 
the trend to overplanning and overburdening with knowledge in 
the school, it is, however, also important to pay attention to 
"planning what not to plan" (Wilson, 1977, p.131). 

Another difficulty is that any revision of traditional 
school subjects is usually based on current ideas on subject 
pedagogy or on recent practical experiences in the classroom. 
Consequently, it cannot be expected that the school subjects 
will automatically assimilate the goals of lifelong learning. 
Where school education consists essentially of instruction in 
individual subjects, as is the case in many countries, it is 
advisable to consider in good time if and how the principle of 
lifelong learning can be implemented in the context of special­
ized teaching methodologies - provided the impulses for life­
long learning are largely conducive to subject learning. Con­
versely, the development of school subjects and their methodo­
logies should be carefully studied in order to obtain informa­
tion on the position from which an implementation of lifelong 
learning principles in relation to individual school subjects 
could start. 

Among other considerations, the fact that "good" educa­
tional programmes do not in themselves bear an indication of 
their feasibility, suggests that curriculum renewal should be 
conceived of as a longterm process of reaching agreement on 
innovation aims, their practical implementation and revision, 
and hence as a process of continuous, interactive exchange of 
opinions and experiences. This applies particularly to the 
idea of lifelong learning. Teachers, administrators, heads of 
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schools as well as the general public, the pupils and parents 
must have the opportunity of thinking about this idea, of recon­
structing it and evaluating it on the basis of their own ex­
periences. They must be challenged to internalize it, to vi­
sualize its foreseeable consequences including those which con­
cern the mode of instruction, the organization of the timetable, 
the existence of established school subjects. In short: a 
well-founded idea can succeeed only if it is acceptable and can 
be integrated into the frame of mind of those who will have to 
live with it. Considering the idea in all its aspects, con­
cretizing it, rejecting some of its elements and substituting 
new ones - all this needs time. Many networks of interaction 
are required to secure for lifelong learning its rightful place 
as a paramount task of school education. 

The above-mentioned aspects of implementation make one 
thing clear: a concept of lifelong learning, however well 
thought out and justified, will not win the day simply because 
it seems to be good. It must be convincing. And to become 
convincing, not only the schools, but also the educational 
authorities, teachers' associations and communities, the public 
at large and, still more important, parents and pupils must be 
adequately informed about the essentials of the new concept. 
Only then will they seriously reflect upon lifelong education, 
and be motivated to support the idea and participate in its 
implementation within the scope of their own powers and 
competencies. 
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