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Art eduators recogniu these common notions of art, work, 
and leisure u confused. Few would deny that work and artistic 
production can be simultaneously fulfilling and challenging. 
And yet the position of art in Western society continues to be 
tenuous u long as it is affected by such dichotomous 
understandings. In this vein both school and non-school 
organiutions balUe the ronceptualiuti ons of art as leisure and 
non-work. and neither CAn afford to conceive of their programs 
in terms of traditional notions of leisure time- i.e., neither 
freedom from constraints or obligati ons, nor .t5 solely self­
directed experienc:e. This is a �~�r�t�i�c�u�l�a�r� problem for non-formal 
practice, where programs are frequently viewed as opportunities 
which can be freely chosen rather than as accessible only to 
those who have the resources to parlicipate, or where 
assumptions that adult learners are self-directed nay actually 
a"ume a position of privilege. 

What should also be clear, however, is that the tactic of 
providing an ever more convincing argument about the value of 
art in education and schooling has by itself been ineffective. The 
implication seems to be that the status of art asa school subject, 
or in our society generally, will not change no matter how 
rational our explanations, until our conceptualizations of work 
and leisure change. Arguably, a narrow notion of work is the 
antithesis of Feldman's personally and SOCially fulfilling art 
work. And if we recognize, as illustrated here, the dynamic 
relationship between our conceptua!i.ulions and our social and 
institutional structures, then changing our conceptions depends 
on changing our social worlds. In other words, rather than 
simply arguing that we should thinkof art asa form of productive 
work, we need to take action such that work becomes more like 
art, botl! personally and socially satisfying. We must fuse our 
conceptualiutions of work and leisure in order to fuse 
conceptualiutions of art and I!ducation. 

Xeeplng In mind the conceptual and structural 
interconnections between art, work, eduation, and leisure, I 
will now tum toa discussion of lifelong learning. As it turns out, 
lifelong learning requires a fundamental reconceptualizalion of 
these very notions and relationships. My focus is again on 
tensions and contradictions in interpreting this educational 
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framework, and on the differing political and erononUC agendas 
that each reading may imply. 

Lifelong Learning-Lifelong Eduution: Whose 
Interpretations, Whose Interests? 

Even those who have submerged themselves in discussions 
of lifelong learning and lifelong education still struggle over 
key definitions. Apps (1985) notes that mixonceptlons result 
from the tendency to use these terms interChangeably, and to 
equate them with adult eduation. Thenotion oflifelongltIJmi"g, 
of course, nay be more properly viewed as an internal pr()(ess, 
and even a basic (personal) human need (Long, 1985), namely 
the recognition of the potential to continue to learn throughout 
one's life . Apps points out, however, that lifelong learning as a 
"need" can also stem from the perception that adults may become 
"obsolete'" in terms of their knowledge; thus the "'need" may be 
construed as a requirement for ()(cupational and economic 
survival. Lifelong learning may also be used to make the 
distinction between learning-which can oc:cur in vi.rtually .U 
life contexts--and schooling. Alternatively, lifelong t4UC.IItion 
refers more to a planned effort to encourage learning, and may 
therefore be thought of as an educational framework or policy. 
Although the terms are distinct they are also, of course, deeply 
interconnKted; if we assume that we have the ability or need for 
lifelong learning-for personal or economic reasons-then 
lifelong education seems necessary. 

There Is, however, a sub5tantiallevel of consensus about 
what a lifelong educational framework would entail. Ufe)ong 
education is a system which encompasses all stages of life from 
birth to death as weJl as all subject matters, in I. sense ... �~�i�n�g�"� 

the conceptualiution. of education to embrace all forms of 
facilitated leaming. It proffers the need for cohesion among 
formal systems of education as well as rKognition of and 
interrelationships with non·formal systems, blurring or even 
erasing the lines between formal and non·formal institutions. It 
emphasizes greater availability to students through provision 
of many entry points. sites, and systems of delivery. and may de· 
emphasize certification of teachers and credenUaling roles of 
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schools, c::~lIin8 for greater use of volunteers and non­
credentialed instructors. Pursuing .I goal of sell-direded and 
independent learning, it tends to pl.lce greater responsibility on 
the individual to control her or his own learning processes, and 
to "'learn how to learn." It may nil for greater sludent and 
public roles in educational decision-malting; increased 
cooperation between schools, business, industry, and 
government with respect to technical training and educational 
content; a re-alioation of funding for out-of-school edueatioNo) 
opportunities; and veater emph.uis placed on the need for 
youngpeopJe to be flexible in adapting tO.l rangeof oa:upations 
throughoutlife-amongotherideas(Apps, 1985; Unesco, 1973). 

The framework within which lifelong learning and 
education are situated is obviously not restricted to adull 
education. nor would it be likely to ~xist peacefully with 
pre5ent formal systems. Rather, this is an orientation whk h 
profoundly challenges current conceptualizations and systems 
of education. In lIddition, its emphllsls on wellkening the 
credentialing authority of schools clearly raises the issue of de­
schooling. to be taken up next. 

Lifdons bunlns and De-scboollng 

What is interesting lIbout the notions of lifelong lea.ming, 
lifelong education, and de-schooling is that they can be viewed 
as growing hom either progreSSive or conservlltive agendas. On 
one hand, they can be read as signs of a general disenchantment 
with rigid and undemo<:ratic practices which, through the 
respective privileging and exclusion of dominant lind non­
dominant groups, reproduce the socilll sta Ius quo. Apps reminds 
us of the influences in this parad.igm of notions of emancipatory 
leamingilnd social ilction, and iltguH that the age of tethnology 
must be more about searching for meaning tha n the accumulation 
of infotmiltion. Alternatively lifelong education, and the pressure 
to assume the need for it, Ciln be interpreted as driven by 
conservative economic forces bent on shifting control of 
education away from systems of schooling and into the hands of 
business a.nd Industry, perhaps in response to incess.ntiy 
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changing technology, global competition, and the need for a 
perpetually flexible and unstable worker. 

The --threllt'" of de-schooling which tenets of lifelong 
learning pose can also be read as revealing progressive or 
conservative values. Wexler et. al (1981) explain this puzzle by 
suggesting that 1Ilthough support for de-schooling initially grew 
out of cNrges that schooling served the interests of 11 free 
market etonomy-u in llIich' s (1977) rildinl critique of 
schooling-the kinds of skills that 1Ife now required by the 
North Ame.rican workplue are changing. Now the require~nt 
is for a worker who Is not only technically skilled, but fl exible 
and knowledgeable about the full process of industrial 
production. The authors argue that at this level of critical 
awareness and analytic skill there can be no guarantee that 
workers will also be docile, and may even seek increased control 
over the production process. In this scenario, business and 
industry may argue for de-schooling 50 that greater control over 
the training process lind the workerc.an beachh!ved. lnaddition, 
the authors suggest that, in times of economic restraint, the 
society In general- Including schools and teachers--bccomes 
more critical,lInd ideologlcal assumptions begin to brtilk down. 
U schools become sites of greater critical awareness, they also 
represent a risk for industry and may not serve 115 efficiently in 
accommodating the needs of the workplace and of the economy 
for amenable workers and consumers. 

All of this means only that the education agenda will 
continue to be, as it always has been, a focus for struggle and 
negotiation. In this sense we are naive if we assume that moving 
into lifelong learning modes can be done neutrally. It is perhaps 
more useful, however, to think of educlltion not 115 a pawn 
caught between dualistic interests, but as an active player on a 
field of shifting ground . Further, as education changes and 
evolves, 50 do the arenas surroundJng It. Apps (1985) dtes 
Ireland (1978) on this Issue, arguing that lifelong learning Is 
about taking on 
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iii new approach to .. whole concept of education [and 
to consider) the relationship between education and 
work, education and leisure, and that between the 
individual and thecolledlveneedsof ~ (sic). (Apps, 
p.1) 

Art Education and Lifelong Learning: A Summary 

If we think of the lifelong learning ffiunework as implying 
iii reronceptuiilliution and shifting of relationships between 
education, work, and leisure, then finding how art educatio n fits 
in to the scheme means considering its link to each of these 
realms.. Whit emerges from this discussion is not the need 
simply to convince others that art is "work," but to consider 
what tin4 of work we wantart to be. In addition, I have suggested 
that if we woInt to promote. conceptualization of art in Feldman's 
sense of personally and sochilly satisfying work, • 
conceptualin lion which would reposition art as valued 
knowledge, then we need to chomge the nature and structure of 
work in our society. (The discussion concerning dichotomous 
notions of art / Ieisure and education/ work al so implies a danger 
in blindly embracing technological forms of art education because 
they are more readily perceived as traditional fonns of '"work," 
as well as the danger in the emphasis our litenture places on art 
as a special kind of "play,'"because of the misconceptions it 
tends to perpetuate.) 

My understanding of working realm5 that approach art 
work-in the sense that they merge conceptions of work and 
leisure, personal satisfaction and social obligation is one in 
which workplaces offer increased voice, empowerment, and 
cooperatio n and less obedience to h ierarchy_ The use of 
knowledg~in this CASe art knowledge-as power, and a more 
equitable distribution of power---are interconnected. May (1994) 
argues eloquently that we can begin by examining our own 
working worlds, the worlds of schooling and education. And I 
will extend her challenge to those who work outside of schools, 
conducting art education In recreation centres and art 
institutions. Do we have the courage to make all our working 
worlds personally and socially satisfying by empowering our 
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students and communities, creating more equitable access and 
cooperative structures, and breaking down h ierarchical 
relationships in our organizations and our society? 

Because this, in the most positive and progre55ive sense, is 
also what a call to embrace lifelong learning can mean. It means 
breaking down structures that have disempowered-in both 
work and educ:ation---and creating new structures which are 
more egalitarian and which provide opportunities fora balance 
of personal satisfaction and community commitment. 

In this view, neither a territorial stance nor a simple call (or 
cooperation between art education agencies is very useful in 
conside.ring issues o( non-formal art education. A call for 
cooperation among existing agencies ignores the troublesome 
conceptualizations and competitive strands out o f which 
different institutions grew in the first place. It may further 
naively encourage non-formal agencies to solidify and perpetua te 
commonsense notions of art as non-work and non-school, and to 
become complicit within a traditional conservative economic: 
agenda . Especially where an increase in non-formal art 
programming takes place- simultaneously with a decrease in art 
within school curricula, such programming clearly threatens 
the fundamental value o f democratic access to knowledge. U 
non-formal art Institutions do choose to take on more art 
education, they cannot ethically abdicate the responsibility that 
goes with it, to provide truly equal access to all. This is a huge 
challenge, for the market-driven programming of most non­
formal agencies is dependent on pl.trons that are able to pl.y. 
Further, these organizations must be prepl.red to endure the 
kind of scrutiny and evaluation that claims to doing "education'" 
justify. (Trend (1992] and Giroux (199]) offer some assistance in 
suggesting that those doing social and educational work in aU 
realms think of themselves as "cultural workers"" working toward 
a more equitable society through critical pedagogy.) 

Alternatively, an argument that art education should move 
entirely under the wing of fonnal education, as in the call for 
certification of non-formal practitioners, may miss valuable 
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critiques of schooling by writers on li£elongeduation. A caJl for 
certification of non-school tearners, for example, may be seen as 
a contradklion of certain understandings 01 lifelong le.uning 
goals, which emphasize the non~redenti.led resources of the 
community and shifting roles of learners and leachen through 
recognizing the e)(pemse of leamen a nd the ca panty o f tuchers 
iUi learners. This implies a recognition of amateur knowledge 
and an empathy with non-expert nlues which art educators 
need to consider in moving into varied art and education contexts. 

In terms of considering a future .genda for educatio n and 
art education, it may be simplistic to say that the notion of 
lifelong learning is neither inherently good nor inherently tHId. 
It is a concept which must be infused with social and edue. tiaral 
values by the people who embrace it, and it 15 these values that 
must be agreed upon if formal and non-formal organiutio ns are 
to form a collective net for art educatio n. In light o f this 
dlscu55ion, those values must centre around a concern for 
democratic aeeen to education. The only certainty is that both 
school and non-school organizations will become targets of 
chang~ as conceptualizations and institu tions in our postmodem 
world shift. Art educators need to be reflective, however, about 
forces which [NY underlie our choices and be careful not to 
pursue many or the commonsense understandings of art, work, 
education, and leisure In building new relationships in the art 
education network. 
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