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Abstract: Lifelong learning has become the catch-cry of the new millenium and is a major 
issue on account of continuing technological and social change and the need for 
maintenance of skill and knowledge currency. Numerous articles have emerged which 
involve socio-political analyses of the reasons for and different approaches to lifelong 
learning. Largely missing are articles which consider the acquisition of learning-to-learn skills 
which are essential for more efficient learning to keep abreast of the volumes of new 
information which are likely to be encountered in an information age and knowledge society. 
This paper examines the reasons why learning-to-learn strategies and skills are pivotal in 
effective lifelong learning. It considers the possibilities of effective acquisition of learning-to-
learn skills in the workplace in the light of emerging research which indicate that the 
workplace may be a far from ideal place for the acquisition for certain types of 
knowledge/skills. The conclusion drawn is that, for reasons of access and equity, schools 
will need to be sites for the teaching of effective learning skills in the important early stages. 
The implications of this in terms of curriculum development and teacher education, both pre- 
and in-service, are explored in this paper. 

The Re-emergence of Lifelong Learning 

Lifelong learning has become the catch-cry of the new millenium. Politicians and educators 
alike have seized upon this concept. As Bagnall (2000, p.20) says: 'It is now featured in 
practically every imaginable agenda for social change, educational policy preamble and 
mission statement'. There have been many and varied responses to turning rhetoric into 
policy. Here's a brief, random selection of examples of what is occurring. In an international 
context the Dearing Report in the UK has spawned a virtual university, heavily subsidised by 
the Blair labour government, its function being to link those seeking courses with providers 
of courses. In Australia, the South Australian Centre for Lifelong Learning and Development 
was established in February 1999 with direct links to the Premier's Department and Flinders 
University. Its objectives are to promote lifelong learning, advance personal, social and 
economic development, build knowledge ad skills, and develop knowledge about learning. A 



number of cities within Australia have also declared themselves to be Learning Cities as is 
the case of Albury and Wodonga on the Victorian-NSW border. 

Lifelong learning was first really seriously considered during the late sixties-early seventies 
(eg see Faure, 1972; Husen, 1974). It was seen then, and still is, as a means of overcoming 
the problems being faced in an age of uncertainty where the two seeming constants are 
continuing change and growth in knowledge. 

Over the past two decades industrially advanced societies have been subjected to the 
maelstrom of three revolutions, technological, economic and social in nature. The advent of 
computerisation and a range of information technologies have resulted in enormous 
technological change. So great are the changes that it has been claimed, with reasonable 
justification, that the natures of work, skill and knowledge have changed as a result of these 
information technologies (Zuboff, 1988). In turn, the technological revolution has been 
accompanied by an economic revolution as the new technologies have superseded existing 
equipment, manufacturing processes and methods of industrial organisation. The 
globalisation of world trade has further increased economic competition with the adoption of 
improved production processes by many of what were once patronisingly referred to as third 
world countries. As a result of the technological and economic changes, there have been 
concomitant major social changes as well, as some occupations have been rendered 
obsolete and a whole raft of new enterprises and sources of wealth, power and status have 
emerged. 

Rationale for Adoption of Lifelong Learning Policies 

Knowledge has been linked to effective economic production and the maintenance of a 
society's prosperity (Cullen, 1997), with there being substantial evidence that those with 
higher levels of skill and knowledge are less likely to be unemployed and more likely to gain 
a higher income. It is being increasingly accepted that we have entered an information era or 
a knowledge society (eg Drucker, 1994; Johnson, 1998). Again this concept is not exactly 
new. The importance of learning and the advent of the knowledge society in Australia were 
foreshadowed by Barry Jones (1982) in Sleepers wake! 

The links between a knowledge society and the need for lifelong learning become fairly self-
evident once the rate and intensity of change in our society are considered. Only by 
continued learning through the lifespan will it be possible to maintain knowledge and skill 
currency. Governments have a clear and vested interest in developing lifelong learning 
policies to ensure that there is maintenance of an economic, competitive edge in a global 
economy. While the issue of government pressure to ensure the continuation of productivity 
and competitiveness have rightly been scrutinised by social critics, there are substantial 
social benefits to be gained for individuals in the maintaining knowledge through the lifespan 
(Cornford, 1999, 2000). The considerable changes to taxation laws, superannuation 
regulations, and welfare entitlements in the past few years in Australia illustrate only too well 
the importance of individuals of all ages maintaining knowledge currency about these issues 
which will deeply affect their welfare through their lives. 

It is probably important also to stress that learning through the lifespan appears to be normal 
for all humans. In early child development the learning by the neonate is important for later 
development and adaptation, with this reality recognised for a very long time (eg see 
Mussen, Conger, Kagan, 1965). In the literature dealing with maintenance of mental, 
emotional and physical wellbeing in older populations there are clear needs for the 
continued involvement with the environment via learning and adaptation to changes in 
abilities (Hoyer, Rybash & Roodin, 1999). 



While there is good reason to be suspicious of government motives concerning lifelong 
learning, governments through policy formulation and implementation have the potential to 
provide many of the structures and administrative services needed to ensure that lifelong 
learning becomes a right of every individual. Only by ensuring this, will individuals have the 
freedom of choice to make informed decisions about issues important in their lives. Further, 
there are those like Drucker (1994) who see the power of knowledge of individuals acting to 
subvert the powers of capitalism. 

Role of Governments in Lifelong Learning 

Wurzburg (1998) has argued that there appeared to be three conditions necessary to 
support lifelong learning. In reaching this conclusion he drew upon a range of papers from a 
OECD and United States Department of Education sponsored conference on adult learning 
focusing upon countries which countries have been identified as more successful in the 
fostering of genuinely lifelong learning (eg, see Sohlman, 1998; Yamaguchi, 1998), The 
three conditions Wurzburg likened to a three-legged stool where each of the legs is essential 
to support the stool. The first of the legs he saw as being a schooling system which provided 
a good general education. The second leg was the culture of the community which valued 
continuing education and learning. The third was that employers encouraged and provided 
the opportunities to engage in further learning. 

While all three sets of factors identified by Wurzburg are important, this paper will focus 
chiefly upon only one of the three legs of the stool, that of the schooling system. This is 
because the school appears to be the means of achieving equity by providing all with the 
skills to engage in effective learning in later life. It also seems probable that the more 
individuals' love of learning is developed at an early age and they feel confident in their 
engagement in learning, the more likely Australian culture will come to value learning. This 
appears critical since in Australia there is no real evidence that this is a culture that values 
and supports learning. The evidence to support this general contention in the face of counter 
claims has been advanced previously (Cornford, 2000). In addition, as the general 
population come to value learning more highly through enjoyable early school experiences, 
there will be additional pressures upon employers to provide the opportunities to engage in 
further learning. 

Realistic assessment of where government policy initiatives to promote effective learning 
should be focused tends to indicate that government policies be directed chiefly, but not 
exclusively, at effective learning within the schooling system. Some Australian reports have 
already identified the importance of supplying children with happy and successful 
experiences in early schooling as an essential prelude to later learning. In its report, Lifelong 
Learning - Key Issues, the National Board of Employment, Education and Training (1996) 
identified a range of key issues in the development of lifelong learning. These included 
assessment, curriculum, delivery by teachers, the social dimensions of lifelong learning, 
access and equity, and the importance of reading and writing skills in further learning. Above 
all, this report stated that 'schools play a key role in beginning the process of learning and 
the subsequent desire to be a lifelong learner' (National Board of Employment, Education 
and Training 1996, p. 5). Government policy efforts should most be focused upon school 
education because to date most policy initiatives to develop employer enthusiasm for on-the-
job training, which is an important avenue for opportunities to engage in lifelong learning, 
have been failures. 

Government Policies and Attempts to Change Cultural Values 

There has been much enthusiasm by the Australian federal government and a number of 
important policy initiatives to change the attitudes of business and industry, to develop a 



learning/training culture (Robinson, 1999) and ensure a major proportion of vocational 
learning and training occurs in the workplace (Hawke & Cornford, 1998). These initiatives 
have largely failed or at best been only partially successful. 

Recent inquiries conducted into quality and other workplace learning issues, including those 
by Kay Schofield for the Queensland, Tasmanian and Victorian governments, and also the 
Report of the Senate Inquiry into the Quality of Vocational Education in Australia 
(2000), Aspiring to Excellence, have all revealed very serious concerns with the 
effectiveness of workplace learning as currently conceived and delivered. Systemic rorting of 
federal funding for training by employers and non-delivery of effective workplace training are 
consistent themes in these inquiries. Findings also tend to reflect earlier research evidence 
from several occupational areas that the workplace can be a far from satisfactory site for 
learning for individuals, even for skills directly relevant to effective workplace functioning 
(Cornford & Gunn 1998; Ericsson & Charness 1994). 

Opportunities for effective workplace learning may be severely restricted by the scale and 
type of business (Cornford & Beven 1999; Robinson 1999). Approximately two thirds of 
employment in Australia is concentrated in the small-medium business sector. Recent 
statistics reveal that approximately one third of small-medium enterprises consist of only the 
owner-employer, forty six per cent do not have any employees and only sixteen per cent 
have five or more employees (Gittins 1998, p.96). The economic imperatives of these 
workplaces do not allow learners the luxury of extensive periods of time necessary for critical 
analysis and the establishment of even work-related skills (Cornford & Beven 1999), much 
less cognitive and metacognitive skills. 

Larger enterprises have much better records as training providers and more scope to 
develop effective, formal training programs on-the-job. However, large and small companies 
and government instrumentalities have all reduced their training efforts considerably (Fooks, 
1999), with these statistics forming a consistent trend over the past several years. All of this 
has occurred despite federal government policy initiatives to achieve the reverse. 
Furthermore, reports by KPMG and the Allen Consulting Group respectively indicate that 51 
and 70 per cent of companies surveyed preferred 'recruitment to training workers' (Fooks, 
1999, p. 8). 

The implications to be drawn from research are, that while some forms of learning inevitably 
occur in the workplace, the more sophisticated skills for effective learning, that is learning-to-
learn skills, need to be established in the school setting before individuals enter the 
workplace. 

Foundational Learning Skills Through Compulsory Schooling 

School learning needs to serve as a substantial foundation for whatever later learning is 
engaged in later over the lifespan. Otherwise equity and access of all to ensure acquisition 
of learning-to-learn skills cannot be guaranteed. In this section of the paper it is argued that 
a vital part of school education should be the teaching and learning of cognitive and 
metacognitive strategies and skills, or learning-to learn skills. 

While there have been large numbers of articles published in journals and papers presented 
at conferences on lifelong learning there is a conspicuous lack of consideration of the vital 
underpinning element of effective learning skills. Most of the articles published or papers 
presented concentrate upon policy or epistemological issues (eg Bagnall, 2000; Wain 2000). 
As a matter of curiosity I recently analysed the contents of the International Journal of 
Lifelong Education. This important journal has not published a single article seriously 
analysing leaning-to-learn skills as a foundation for effective lifelong learning from its 



inception in 1982 to the present! This issue is the focus of this paper and my argument is 
that unless individuals can learn effectively there will not be any effective engagement in 
lifelong learning. Much of what is available via electronic media requires considerable skill in 
reading and processing. Further, I consider that the sheer volumes of information, which we 
are being subjected to via improved media technologies, make effective ability to learn and 
process information an imperative. An associated, important issue, but one beyond the 
scope of this paper is the development of critical judgement, but this I see as a logical 
continuation after skills to learn effectively have been developed, or as possibly a co-
development. 

It should be pointed out that these cognitive and metacognitive skills go far beyond an older 
studies skills approach, which was not particularly effective (see Biggs, 1988), although 
there will be times when study skills are relevant or subsumed into cognitive-metacognitive 
skill teaching. If established to reasonable levels of mastery during formal schooling, these 
skills will enable individuals to process information effectively during the rest of their lives. 
Effectively the heuristics of learning-to-learn skills will have been established. 

How Many Teachers Are Already Teaching These Skills? 

An important question which needs to be asked is to what extent cognitive and 
metacognitive skills are already fostered in present schooling. It would be good to be able to 
start with the proposition that schools do a reasonably good job in teaching specific subject 
content knowledge and skills. However, even this is open to question with their having been 
continuous challenges to the effectiveness of schooling over the past fifteen years as the 
needs of the society have changed dramatically (eg, see Brown, Collins & Duguid, 1989). 
Much of the argument and debate has focused upon the need for the establishment of 
adaptive skills for changing times via more generic skills. These have been a feature of 
debate throughout the English speaking world and are known variously as Mayer Key 
Competencies (Australia), Core Skills (UK) or SCANS (USA). The essential issue I believe is 
that effective learning abilities are required for adaptability; that is the employment of 
effective cognitive and metacognitive skills is the foundation of this adaptability. 

There have been experiments in Australia at specifically developing a variety of skills which 
are required, but it is by no means certain that these experiments cover all the elements 
identified by Weinstein and Meyer (1991, 1994) as essential. Weinstein and Meyer (1994) 
argue that what are required are skill, will and self-regulation and that these elements are 
best acquired through teachers teaching learning-to-learn skills in conjunction with subject 
content in a metacurricular approach. Nor, from available research evidence (see below), is 
it apparent that they are being widely taught to students. 

The Project for Enhancing Effective Learning (PEEL) project in Victoria (Baird & Mitchell, 
1986) attempted to ensure that research into effective metacognitive and related strategies 
was implemented in high schools. The project tried to develop secondary students who were 
more conscious of their own thinking in the eighties, and teachers who were capable of 
coaching their students' development in thinking, but these efforts do not appear to have 
been used as models by other schools and in other states. Some public and private schools 
at both primary and secondary level in NSW, and no doubt other states, appear to be 
experimenting with the development of goals setting and self-regulation. Brigidine, a private 
catholic secondary school in NSW, for example, is engaged in innovations along these lines. 
There is reason to believe that the experiment is being closely observed in the catholic, 
private system by a number of interested observers not least of which would appear to be 
the Catholic Education Office. At present there are no reliable data that reveal how many 
teachers at what levels of education, are aware of the existence of these skills, the 



desirability of incorporating them into their teaching, possess the skills to teach them 
effectively and those who actually do this consistently. 

However, there have been numerous calls for teachers to provide cognitive and 
metacognitive strategy instruction in the preservice preparation of teachers (McCombs, 
1993; Pressley & Woloshyn, 1995; Schraw, 1998). A major issue is to teach learning-to-
learn skills in deliberate and carefully planned ways rather than to assume that they will 
develop naturally and automatically as was done in the past. Earlier research (eg, Chi, 
Bassok, Lewis, Reimann & Glaser, 1989) revealed that students varied in their knowledge of 
skills and their ability to use cognitive and metacognitive skills successfully. More recent 
research indicated that even university students in computing, an area currently drawing 
upon some of the best and most capable students, do not necessarily know the best ways to 
think, process information and engage in problem solving (Bielaczyc, Pirolli & Brown, 1995). 
Further, it has been demonstrated that the deliberate teaching of certain cognitive and 
metacognitive strategies can result in superior learning when students engage in their use 
(Bielaczyc et al., 1995; Weinstein & Meyer, 1994). 

Were we to ask teachers directly, I'm sure that many would claim that they do already teach 
such skills. This would not accord with what empirical evidence tells us although much of 
this research comes from the USA and thus there is some question over its generalisability 
to Australia and different educational systems and standards. 

Schraw (1998) and others argue that few teachers make their thinking opaque and real and 
demonstrate these skills to students in their classes. Teachers may not be aware of the 
importance of these skills or they may not know how to teach them effectively. Furthermore, 
these skills may pose a threat to many classroom teachers who are uncertain of their 
abilities to teach them since they themselves have never been formally instructed in their 
effective use. Certainly these factors appear to be reflected in the results of a study by 
Hamman, Berthelot, Saia and Crowley (2000). 

Hamman et al (2000) examined teachers' coaching of learning and the relationship to 
students' strategic learning in middle school, American grades 6, 7, and 8, using a sample of 
11 teachers and 235 students. Middle school is a particularly important period when 
adolescent thinking is changing substantially to permit more sophisticated abstract 
reasoning and analysis of thinking processes. Hamman et al. found that most of the time 
(60%) was spent by teachers in communicating task-related information (ie directing) while 
the least amount of time, only 9%, was directed to coaching. Additional analyses revealed 
that there were no interactions or main effects for grade or subject. These finding closely 
parallel the earlier finding for elementary school teaching by Moely et al. (1992). 

While these findings from a mere handful of research studies should be treated with some 
caution, they probably reflect the generally low levels of teaching of cognitive and 
metacognitive strategies in Australia. Research in the post-compulsory and vocational 
sectors to determine the levels of awareness appear to indicate that there are very few 
teachers who employ teaching strategies which are congruent with the development of 
lifelong learning skills (Kearns et al. 1999). This despite the very real attention that Candy, 
Crebert and O'leary's report (1994) received on the need to develop lifelong learning skills in 
university undergraduates. The failure to find substantial evidence of use of teaching 
strategies likely to encourage lifelong learning by Kearns et al. (1999) may in part reflect the 
failure of Candy et al. to specifically focus on the effective teaching of cognitive and 
metacognitive learning strategies. It may also reflect the incorrect focus upon university 
undergraduates as the ones most needing these learning experiences (see Cornford, 1999, 
2000). 



Greater knowledge derived from research, more materials on the use of different strategies 
and the re-conceptualization of approaches to teaching cognitive and metacognitive skills 
(see Cornford, 1999, 2000; Sternberg 1998, 1999) are contributing to a set of related 
approaches which have the potential to ensure that these skills can be taught more 
effectively. These advances are building upon the work of Schraw (1998), Weinstein & 
Meyer (1991, 1994). 

Implications for Teaching: Levels of Education 

There would appear to be a clear need to ensure that there are effective pre-service and in-
service education courses for teacher so that they are capable of both teaching and 
coaching students in the effective use of cognitive and metacognitive strategies and skills. If 
correctly conceived, lifelong learning extends over the lifespan and the development of 
learning-to-learn skills will continue throughout life. They are most likely to be effectively 
acquired during formal education at primary, secondary and tertiary levels. That is not to say 
that they will not be developed via informal learning, but that there is good reason to believe 
that many individuals do not spontaneously develop abilities to select and use the most 
appropriate strategies. There is also good reason to believe that probably the bulk of 
cognitive and metacognitive strategy teaching should occur during the high school years. 

It is during adolescence that important changes occur in the ability to think and use 
abstractions and symbols. The traditional division which seems to occur between primary 
and secondary education throughout the world appears to be evidence of the changes which 
occur in both the quality and nature of thought. This is quite apart from the research by 
Piaget, Peel and others into the nature of adolescent thinking. It is at this stage that students 
are most likely to be receptive to some of the experimentation and capable of understanding 
abstract explanations of what is occurring in development and use of cognitive and 
metacognitive strategies. This is not to say that there is not a continuum in human 
development and that periods before (infants and primary) and after (post-compulsory 
education) will not be important: this is patently not the case. 

Complex skills are only learned over long periods of time and in particular motivation, which 
is allied to will in Weinstein and Meyer's (1994) summary, along with self-regulation, will 
have their origins in early childhood learning experiences. Even children at infants level can 
start to be taught mnemonic devices at an appropriate level to them. For example in 
teaching them to identify the differences between their right and left hand, the letter L is 
formed by the thumb and first finger on the left hand. In effect this is a mnemonic strategy 
and there are certainly other aspects of cognitive skills learning which can be taught 
appropriately to lay the foundations for more complex, self-aware, later development. 
Throughout this period and later ones individual differences in abilities and rates of 
development will be important considerations. While certain levels of self-awareness are 
likely to be developed at this age the greater objectivity necessary for self-regulation of 
sophisticated learning (Weinstein & Meyer, 1991, 1994) almost certainly cannot be 
successfully attained at this age level. 

There are important roles for educators at post-compulsory levels as well. At present we do 
not know how many secondary school students develop effective cognitive and 
metacognitive skills, although we do know that conventional academic skills tend to be less 
well developed in VET students in TAFE. There will be a substantial need for vocational 
educators to be able to continue the skill learning which has commenced (most likely) in the 
secondary school. Many who enrol in vocational education have deficits in academic/literacy 
skills which relate very much to learning and cognitive and metacognitive skills, hence there 
may be fairly insubstantial basis upon which to build. Nevertheless, there is good reason to 
believe that the development of relatively more sophisticated cognitive skills may be 



stimulated by entry into the adult world of work (Sternberg, 1998). The challenges for 
vocational and post-compulsory educators will lie in being able to continue the development 
of skills already commenced in the secondary school, and to teach skills which should have 
been developed during secondary schooling but haven't. There will also be challenges in 
fostering the development of more sophisticated skills such as problem solving skills, now 
much desired by employers (Cornford & Beven, 1999) as they ensure adaptability, which 
may be stimulated through employment and workplace experiences. 

Implications for Curriculum Development 

A metacurricular approach which will involve the teaching of learning-to-learn skills along 
with subject content will require radically new conceptions of curriculum, both in terms of 
content and the teaching skills required to deliver that content. Curricula of the future must 
be designed with substantial information on how to teach the content and learning skills in 
combination. Of necessity this will reduce the amount of subject specialist content 
knowledge since now part of the time will need to be devoted to the teaching of effective 
learning skills along with the content. In effect more consideration will need to be devoted to 
the development of foundational principles in the curriculum. While of necessity there will be 
a reduction in the amount of content taught in the early years of learning a subject, it is 
probable that increased amounts can be covered in later stages as the students are able to 
learn more effectively. 

There will also need to be a re-conceptualisation of curriculum over longer time frames. At 
present we have moved to a K-12 conceptualisation, but in effect this needs to be extended 
beyond this to include post-compulsory education. This is so that there can be continuity in 
learning along a continuum of gradually more complex cognitive and metacognitive 
strategies. Such a framework must be available to teachers and trainers at later stages so 
that they have a good understanding of what skills will already have been covered, although 
given the differenced in learning abilities of individuals how deep is their mastery of elements 
covered will be quite a different matter. 

Inservice and Presevice Education of Teachers 

Probably the greatest challenges will lie in preparing teachers for their roles of teaching 
students learning-to-learn strategies and coaching them in subsequent follow-up sessions. 
Because the learning of complex skills is involved, there needs to be substantial practice 
and feedback over relatively long periods of time after the initial teaching of a strategy to 
ensure the effective establishment of the skills. At present teachers generally lack a solid 
understanding of skill learning phases and also the related stages in the development of 
expertise (Cornford, 1996). 

Given the available research on the frequency of teaching learning strategies, teachers 
would also appear to lack a solid understanding of the need for and the ability to teach 
effectively cognitive and metacognitive skills. While all teacher will have a wide variety of 
personal experiences in learning it is likely that they, like the computing students in 
Bielaczyc et al.'s (1995) research, will not have a good understanding of the best, most 
effective strategies to use, since they will have acquired knowledge of their own learning in a 
fairly unsystematic way. It is highly likely that they have reached a level of autonomaticity 
with the cognitive processes which they use, so that these will have become tacit 
knowledge, and may be difficult, if not impossible, to consciously and explicitly explain and 
demonstrate to novice learners. In short they will need to be taught how to teach these 
strategies in a systematic, carefully structured way. This implies substantial inservice 
education of teachers and the preparation of preservice teachers so that the are capable of 
teaching their students this knowledge and these skills. 



There are of course major problems with this from a number of perspectives. Preservice 
teachers would appear to be the ones who could most easily be prepared for the future 
demands upon them. However, the problem here, as with an effective inservice program, will 
be the shortage of those sufficiently knowledgeable about cognitive psychology and skill 
learning to educate them. In the cycles of fashion which have impacted upon education and 
teacher education, one of the casualties has been educational psychology departments 
which have been decimated in favour of reflective approaches for which there is not any 
substantial empirical evidence that this form of teacher education improves student learning 
or classroom teaching (Cornford, in press). The weaknesses of a reflective approach are 
clearly highlighted once one considers the research on the development of cognitive and 
metacognitive skills where reflection is only one element along with motivation and 
possession of an effective skill repertoire (Weinstein & Meyer, 1991, 1994). 

Conclusion 

There appears to be irrefutable logic that there is a need for lifelong learning in a world 
requiring continual adaptation and learning. It also seems logically irrefutable that lifelong 
learning can only be really effective if individuals are taught how to learn and process 
information in truly effective ways. The research on workplace learning indicates that this 
site is a far from satisfactory one for much learning, even that directly related to fulfilling 
occupational role requirements, and that the only way of ensuring access and equity is to 
teach these important learning-to-learn skills in the schools. Yet in all the debate and 
argument about lifelong learning there is very little occurring over these very important 
issues of ensuring effective cognitive and metacognitive skill learning through the teaching of 
these to all school students. 

It would be naïve or stupid to deny the difficulties in what will amount to a revolution in the 
ways that teaching is conceived and delivered if effective learning is conceived in terms of 
metacurriculum. Ensuring the effective pre- and in-service education of teachers in order for 
them to teach cognitive and metacognitive skills along with their subject content will be 
difficult given the relative scarcity of individuals who have the skills and knowledge to ensure 
that these educational efforts are successful. Changes in the ways we conceive and design 
curriculum will also be difficult and challenging, given that the subject curriculum remains a 
source of personal power and control for many teachers. There will be strong resistance by 
many to the proposition that effective learning and adaptation skills should be one of the 
chief goals of education rather than the learning of specific content. 

Yet do teachers, teacher educators and educational bureaucrats really have much choice if 
they wish to retain social status and respect? The status of the teaching profession in the 
English speaking word is at an abysmal level and will continue to sink lower until substantial 
efforts are made to realign the needs of the society with what is actually occurring in the 
schools. Schools, after all, are supposed to prepare their students for real life, work and the 
society of which they are a part. Providing access and equity to every school student in 
compulsory education with the very tools for learning and adaptability seems an important 
step in providing individual choice and moving the society towards social justice. Sternberg's 
(1999) arguments regarding intelligence as developing expertise place the responsibility for 
this development squarely in the province of the classroom teacher. 
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