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SYNOPSIS

This article explores ways in which the Scottish Executive’s policy of lifelong
learning is played out in an area of social deprivation in Scotland. It draws on
data produced as part of research which investigated barriers and motivations to
learning in Greater Govan, Glasgow. Our work took place at a time when notions
of lifelong learning and widening access to educational opportunities to those
traditionally excluded from post-compulsory education were high on the political
agenda. We present lifelong learning as a contested concept, an idea which frames
our work. The article provides an overview of barriers and motivations to accessing
learning opportunities, from the perspective of local residents and stakeholders. In
analysing the data, the concepts of human and social capital emerged as useful tools
in understanding the relevance of lifelong learning for local people. We argue that
the dominance of the development of human capital within current policy discourses
is misplaced.
INTRODUCTION AND BACKGROUND

The empirical data which we draw on for this article was produced as part of a piece
of research commissioned by the Greater Govan Social Inclusion Partnership (SIP).
The SIP programme aims to bring together public, private and voluntary sectors to
co-ordinate work in local areas to address the causes and symptoms of poverty. We
were commissioned with the aim of providing a greater understanding of barriers and
motivations to accessing learning and training opportunities for local residents, in
RUGHUWRLPSURYHSURYLVLRQLQWKHDUHD7KHÀQGLQJVIURPWKLVVWXG\DQGLPSOLFDWLRQV
for learning providers are reported in greater depth elsewhere (Cloonan and Crossan,
2000, 2001). In working with the data, we became interested in the meanings and
importance of lifelong learning as articulated by local residents. In this article we
EULHÁ\RYHUYLHZSROLF\GHYHORSPHQWVLQWKHÀHOGRIOLIHORQJOHDUQLQJDQGDUJXHWKDW
the term is a contested one. Barriers to learning are then presented, and we show
WKDWVRPHKDYHSDUWLFXODUORFDOLQÁHFWLRQV7KHUHDVRQVIRUSDUWLFLSDWLQJLQOHDUQLQJ
are then explored and the concepts of social and human capital used to provide a
IUDPHZRUNZLWKLQZKLFKWRSUHVHQWWKHVHÀQGLQJV:HGLVFXVVWKHÀQGLQJVLQUHODWLRQ
to the policy of lifelong learning.
LIFELONG LEARNING - A CONTESTED CONCEPT

Our work took place at a time when the concepts of lifelong learning, linked to
widening access to educational opportunities and tackling social exclusion, were
high on the political agenda across and beyond the UK. At an international level,
the Organisation for Economic Co-operation and Development has expressed a
concern that in many OECD countries there is ‘a section of the community that
faces extraordinary barriers to full participation in the labour market and society’
(OECD, 1999a: 100). Recent years in the UK have witnessed a plethora of policy
GRFXPHQWVDQGRIÀFLDOVWDWHPHQWVZKLFKKDYHFKDPSLRQHGOLIHORQJOHDUQLQJ 'I((
'HSDUWPHQWRI(GXFDWLRQ 1, :HOVK2IÀFH :LWKLQ6FRWODQG
lifelong learning has been presented in policy terms as key in improving economic
competitiveness and social cohesion. The Scottish Green Paper on Lifelong Learning,



Opportunity Scotland 6FRWWLVK2IÀFH ZDVSXEOLVKHGLQ6HSWHPEHUDQG
outlines the need to move Scotland towards becoming a Learning Society. In his
introduction to this document the late Donald Dewar, then Secretary of State for
Scotland, said that: ‘Learning is vital element of a successful, healthy, vibrant and
democratic society’ (ibid 1998: 3).
Since then a range of policy documents have been issued, and lifelong learning
and widening access initiatives started, many targeted at particular groups. The
various initiatives and the progress made within them have recently usefully
been summarised in Lifelong Learning (Scottish Executive 2001a). Meanwhile
the Enterprise and Lifelong Learning Committee of the new Scottish Parliament
announced a wide-ranging Inquiry into Lifelong Learning in July 2001. In sum,
lifelong learning remains high on the Scottish political agenda.
At a local level, Scottish local authorities have been developing Community
Learning Strategies as a result of the Scottish Executive’s response to the 1998
Report on Community Education, Communities: Change Through Learning
(Working Group on the Future of Community Education, 1998). Glasgow City
Council (2000) has taken part in this process and committed itself to tackling a
number of issues including both poverty and the development of key skills within
the workforce. Such issues have obvious relevance for an area of social deprivation
such as Govan.
LIFELONG LEARNING, HUMAN CAPITAL AND SOCIAL CAPITAL

As has been noted elsewhere (Cloonan, 2000), UK and Scottish Government policy
documents present lifelong learning as having two overlapping aims: to improve
economic competitiveness and reduce social exclusion (primarily as a result of the
former aim). There are criticisms, however, that the dominant discourse of lifelong
learning is premised on notions of the development of human capital, to the detriment
RIWKHGHYHORSPHQWRIVRFLDOFDSLWDORUQRWLRQVRIDFWLYHFLWL]HQVKLS &RIÀHOG
Martin 1999, Gorard 2000, Murphy 2000). Such debates about policy have increased
interest in the concepts of both human and social capital, especially as relate to the
lifelong learning agenda.
+XPDQ FDSLWDO KDV EHHQ GHÀQHG E\ WKH 2(&'    DV ¶WKH NQRZOHGJH
skills and competencies and other attributes embodied in individuals that are
relevant to economic activity’. There are numerous examples of government
publications which argue the case for the necessity of developing such attributes.
For example, the (former) Department for Education and Employment (DfEE)
described lifelong learning as ‘the continuous development of the skills knowledge
DQG XQGHUVWDQGLQJ WKDW DUH HVVHQWLDO IRU HPSOR\DELOLW\ DQG IXOÀOOPHQW· 'I((
1998: 11), while the Scottish Executive has committed itself to ‘the securing of the
human capital infrastructure at all levels through education and lifelong learning’
6FRWWLVK([HFXWLYHE[Y 6XFKVWDWHPHQWVUHÁHFWWKHLPSRUWDQFHRIQRWLRQVRI
accumulating human capital in bringing lifelong learning to the forefront of education
and training policy. Underpinning this is a concern about maintaining international
competitiveness at a time when knowledge based economies and globalisation pose
major challenges:
¶:HDUHLQDQHZDJHWKHDJHRILQIRUPDWLRQDQGJOREDOFRPSHWLWLRQ«7KH
types of jobs we do have changed as have the industries in which we work
DQGWKHVNLOOVWKH\QHHG«:HKDYHQRFKRLFHEXWWRSUHSDUHIRUWKLVQHZDJH
in which the key to success will be the continuous education and development
of the human mind and imagination’ (ibid: 9).
,QRIÀFLDOSXEOLFDWLRQVWKLVLVDOVRFORVHO\OLQNHGWRWKHQHHGWRSURPRWHJUHDWHU
equality in opportunities to participate in the labour market:

77

¶7KH*RYHUQPHQW«EHOLHYHVWKDWOLIHORQJOHDUQLQJKDVDPDMRUFRQWULEXWLRQ
to make in promoting social inclusion. Opportunities to learn through
vocational training or further education in general can improve the skills and
employability of those seeking work, while less formal community education
FDQSURYLGHWKHÀUVWVWHSVLQWRZLGHURSSRUWXQLWLHVWRSDUWLFLSDWHLQZRUNDQG
OHDUQLQJ· 6FRWWLVK2IÀFH 
While there has been a welcome attempt to broaden participation in post-compulsory
education as part of this approach, such a focus can result in an emphasis on skills
development for those already in, or preparing to participate in, the labour market.
This can result in more marginal groups (such as single parents, the long-term
unemployed, people with disabilities, and older people) receiving less attention. This
LVDSUREOHPZKLFK&RIÀHOGKDVDOVRUHFRJQLVHGLQKLVUHYLHZRILVVXHVHPHUJLQJIURP
the ESRC Learning Society 3URJUDPPH+HVXJJHVWVWKDW¶DQXQRIÀFLDOKLHUDUFK\
of types of learning is being created with learning for earningDWLWVDSH[· &RIÀHOG
HPSKDVLVLQRULJLQDO ,QKLVDUWLFOH&RIÀHOGDOVRVXJJHVWVWKDWRQHUHVXOW
RI WKH LQÁXHQFH RI KXPDQ FDSLWDO WKHRU\ LV WKDW HGXFDWLRQ KDV LQFUHDVLQJO\ EHHQ
YLHZHGDVDIRUPRILQYHVWPHQWRUFRQVXPSWLRQ,QWKLVSURFHVVDUJXHV&RIÀHOG
the discourses of social justice and social cohesion have been sidelined. In sum,
ZKLOHRIÀFLDOSROLF\KDVEHHQEDVHGRQQRWLRQVRIKXPDQFDSLWDOWKDWPRGHOKDV
been criticised for being overly economistic and individualistic – in that it can fail to
recognise important differences between individuals and thus the differing barriers
which people can face in accessing lifelong learning.
There is also growing criticism of the way that lifelong learning is presented in
RIÀFLDOSROLF\GLVFRXUVHDVDYROXQWDU\DFWLYLW\OLQNHGWRWKHOLEHUDODGXOWHGXFDWLRQ
tradition. However, with Government initiatives such as Skillseekers, Training for
Work, and New Deal, both young people and adults may now be entering formal
learning through compulsion, rather that motivation. In this vein Field argues that
“lifelong learning for all” requires some conscription:
‘For enterprise, the lifelong learning discourse is widely taken to imply
greater sharing of responsibility of individuals for their own employability,
career building and demonstrability... At the most general level, then, the
GLVFRXUVHLPSOLHVFRQWLQXDOUHÁH[LYLW\DQGOHDUQLQJZKHWKHURQHZLVKHVLW
or not’ (Field, 2001: 142).
Importantly for us, the dominance of the economistic discourse within lifelong
learning policy may neglect the residents of areas such as Govan, with high levels
of unemployment—including long-term unemployment—as well as a low skills base
for different types of employment other than heavy industry. In such circumstances
the human capital model may be inappropriate and a different policy approach may
pay more dividends.
Other commentators such as Schuller (1997, 2000) have suggested that the
development of notions of social capital may be a more useful way to underpin
the development of lifelong learning. With concern growing about the apparent
demise and fragmentation of social cohesion within communities, the concept of
social capital is receiving greater attention. Social capital can be used to describe
the resources made available to individuals or groups through networks and their
associated norms and trusts or to describe the networks themselves, and at other
times both (Ballati and Faulk, 2001).
7KHZRUNRI&ROHPDQ  DQG3XWQDP  LVPXFKFLWHGLQUHODWLRQWR
lifelong learning and social capital. While the emphasis varies, the notion of social
capital as articulated in their works has three component parts – “networks, norms
and trust” and the ways in which these allow agents and to be ‘more effective in
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achieving common objectives’ (Schuller, 2000: 8). We sympathise with Schuller
and Field’s view that at a minimum these theorists ‘challenge the individualism and
the assumed rationality of orthodox human capital approaches’ (Schuller and Field,
1998: 230) and thus lay the grounds for alternative visions of a learning society. We
will argue that there is evidence to support such claims within our own data.
We acknowledge that there are differing theoretical constructions of the notions
of social capital (Baron et al, 2000), and that there are criticisms of the idea. Some
feminists, for example, argue that it does not adequately take into account the microrelations of power, such as gendered power relationships within families (Blaxter
and Hughes, 2000). Nevertheless, the notion of social capital offers the potential to
re-orientate policy away from individualistic to more collective approaches which
promote and build on local networks and communities.
So far we have argued that lifelong learning is a highly contested concept,
GHVSLWHLWVSUHVHQWDWLRQZLWKLQRIÀFLDOGRFXPHQWVDVDIRUPRIFRPPRQVHQVHZKLFK
LVDSDQDFHDIRUWKHSUREOHPVFDXVHGE\WKHUHFRQÀJXUDWLRQRILQWHUQDWLRQDOFDSLWDO
which is usually referred to as “globalisation”. We have also suggested that an
approach based more on social, rather than human, capital may pay dividends. In
such a context, areas such as Govan offer a litmus test for current policy. Thus as
part of our research, we were keen to explore how the policy discourses were being
played out in this area of urban social deprivation.
GREATER GOVAN

The Greater Govan area of Glasgow has a population of approximately 27,000 people.
Govan has been a victim of the decline of traditional heavy industry – especially
that of shipbuilding. It has suffered from all the problems associated with industrial
decline and still displays the need for continued regeneration, despite welcome new
developments such as the Braehead Shopping Centre and the Science Centre (which
opened after our research was completed). The area has high levels of poverty,
poor health and unemployment. For example, unemployment rates for the area are
continually higher in for the area than the rest of Glasgow (Govan Initiative 2001:
 7KHLQFLGHQFHRIGHDWKIURPKHDUWGLVHDVHLQ*RYDQLVKLJKHUWKDQWKH
6FRWWLVKDYHUDJH7KHÀJXUHIRUOXQJFDQFHULV LELG 
With regard to participation in post-compulsory education, one survey found that
ZKLOHRIWKH8.SRSXODWLRQVDZOHDUQLQJDV´YHU\LPSRUWDQWWRWKHPµWKHÀJXUH
for Glasgow was 52% (Speed and Hartfree, 1998: 13). Across Scotland as a whole
it is expected that around 45% of 18-21 year olds will participate in some form of
higher education. For Glasgow this falls to around 15%, while for Govan and other
former Priority Treatment Areas (areas which had in the past been designated as in
QHHGRIUHJHQHUDWLRQ WKHÀJXUHLV 6WHHOH8$&( 7KXV*RYDQ
can be characterised as having comparatively high levels of unemployment and
comparatively low levels of participation in higher education. As one respondent
noted about the area: ‘It was just the way it was done. Nobody ever really... like
families in Govan they don’t do education. They get jobs’ (female interviewee)
However, whilst this may paint a rather negative picture of the area, in undertaking
the research there was evidence of a number of agencies and individuals trying to
overcome a range of social problems, including educational ones. Often they were
fostering and building on social relationship between learning providers and local
people, and the strengthening of community networks (Cloonan and Crossan, 2000).
We also recognise that Govan is not a closed area which exists in isolation from
the rest of the world. Rather its residents can potentially travel outwith the area for
education and the area can attract people in. However, the reality we found was that
unless educational provision was local it was highly unlikely to be accessed by local
residents (ibid) and we return to the importance of locality below.
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THE RESEARCH STUDY

The data from on which we draw on in this paper was produced as part of a wider
study which explored barriers and motivations to accessing lifelong learning
opportunities amongst Greater Govan residents. The rationale behind the study was
that the local Social Inclusion Partnership (SIP) commissioned the work to explore
barriers and motivations to accessing learning opportunities within the local area,
from the perspective of local residents and representative from a small number of
learning organizations. The report (Cloonan and Crossan, 2000) from this work was
sent to the SIP and circulated widely in the local area.
METHODOLOGY

The methodology was qualitative and data were produced through group and
individual interviews. Six focus group interviews were held with local adults most,
but not all, of whom were involved in learning in the local area. Three of the six were
single sex groups, and three were mixed. The group interviews explored barriers and
motivations to learning as well as local employment issues. In total we elicited the
YLHZVRIUHVLGHQWV)URPWKHIRFXVJURXSVZHLQYLWHGÀYHUHVLGHQWVWRSDUWLFLSDWH
in individual one-to-one interviews. These explored learning within the context of
WKHLURZQOLIHKLVWRU\)LQDOO\ZHLQWHUYLHZHGUHSUHVHQWDWLYHVRIÀYHORFDOOHDUQLQJ
organisations about their perceptions of barriers and motivations to learning and
the responsiveness of local learning agencies to the needs of the local community.
Further details of the methodology and results of this study are reported elsewhere
(Cloonan and Crossan, 2000).
BARRIERS TO LEARNING

As we noted above, current lifelong learning policy seeks to widen access to
educational opportunities to increase economic competitiveness and improve social
justice. Yet it is being championed at a time where research shows that certain
sections of society continue to face complex and inter-linking barriers to participation
(Gallacher et al, :LWKLQWKHFRQWH[WRIDQHPSKDVLVRQLQGLYLGXDOVÀQGLQJWKHLU
own way into post-compulsory education and the continued existence of structural
barriers, it is apparent that residents in areas of social deprivation such as Govan are
the most likely to continue to suffer from comparative educational disadvantage. In
short, it is areas with high levels of poverty and social disadvantage which present
the most serious obstacles to creating the aimed for learning society.
In relation to our research at a local level barriers to learning in Glasgow have
been documented in the Glasgow Learning City report (Steele, 1999). Many of
these were again raised by the respondents in our study. These include: economic
barriers including lack of employment opportunities in stable, skilled, occupations
with an educational infrastructure; regional and local factors such as public transport
issues, poor housing with lack of appropriate space for study, lack of well established
educational systems of all types in the locality; social and cultural factors such as
lack of peer or reference groups participating in post-compulsory education; personal
factorsVXFKDVÀQDQFHRUUHVWULFWHGDVSLUDWLRQVinstitutional factors such as lack of
crèche facilities, lack of guidance and support form non-traditional students.
7KLVHFKRHVSUHYLRXVÀQGLQJVIURP&URVV  ZKRFDWHJRULVHGEDUULHUVLQWKH
following way: situational barriers associated with a learner’s, or potential learner’s,
position in life; institutional barriers associated with institutional provision; and
dispositional barriers associated with learners’, or potential learners’, attitudes
(Cross, 1981). However, recent research, focused on Scottish Further Education, has
shown that such typologies may over-simplify what is in reality a complex picture by
separating out processes which inter-link in myriad ways (Gallacher et al, 2000).
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Many of our respondents had had negative experiences of school, and often
lacked a cultural milieu which was supportive - such as families or peers who
participated in post-compulsory education. In addition we found barriers which
KDGDSDUWLFXODUORFDOLQÁHFWLRQ)RUH[DPSOHWKHDUHDLVRQHPDUNHGE\LQWHUQDO
territorial boundaries. For young people, particularly young men, territorialism was
an issue which emerged from the focus group and stakeholder interviews. A local
school representative cited territorial violence as a reason given by a small number
of pupils for non-attendance at school and fear of violence, particularly for young
men, often prevented young people leaving their own “patch”. This impacted on
where learning opportunities were organised and delivered for young adults. Another
stakeholder noted that:
‘When we do work we have to be careful where we do it. We do things in
the centre of Govan – it’s seen as neutral, but then we have to bus people in
and then bus them out’ (stakeholder interview).
Respondents also told us about another barrier which we termed the “Govan stigma”.
We were struck during the research by how many times people told us of encountering
negative feelings simply because they came from Govan. Some participants were
concerned that those running courses (for example college tutors) would stereotype all
Govan people as anti-social. Although participants knew that this was a stereotyped
view of Govan residents, it still presented a powerful disincentive to go to established
learning centres, particularly those outwith the local area. For local residents and
VWDNHKROGHUVWKLVLVREYLRXVO\DKLJKO\VHQVLWLYHLVVXH2YHUDOORXUÀQGLQJVUHÁHFW
McGivney’s earlier acknowledgment that reasons for non-participation ‘vary
DFFRUGLQJWRGLIIHUHQWJHRJUDSKLFDODQGFXOWXUDOVLWXDWLRQV· 0F*LYQH\ 
MOTIVATIONS TO LEARNING

The focus groups and interviews explored what had motivated respondents to
take up a range of learning opportunities and a range of factors emerged. Despite
various barriers to participation, many respondents were accessing a range of
learning opportunities - from an informal men’s group which discussed issues
such as unemployment and health, to courses linked directly to local employment
RSSRUWXQLWLHV 2YHUDOO D UDQJH RI PRWLYDWLRQV HPHUJHG ZKLFK UHÁHFWHG ERWK WKH
development of human and social capital.
In an area of high unemployment and social deprivation, employment and
employability issues were important to local men and women. Overall men tended
to express learning in a way that directly linked this to work, with the hope that
this would lead to decently paid employment. However we found that despite these
hopes of learning leading to employment, there was a degree of pessimism that this
ZRXOGOHDGWRWKHOHYHORIVNLOOVDQGTXDOLÀFDWLRQVWRVHFXUHWKHPZRUNSDUWLFXODUO\
ZHOOSDLGZRUN7KLVUHSOLFDWHVÀQGLQJIURPDSUHYLRXVVWXG\ *DOODFKHUet al, 2000)
and we return to this point later.
Issues relating to the development of human capital which emerged from the
data included the need to upgrade skills; enhancing career prospects, and the need to
KDYHVXLWDEOHTXDOLÀFDWLRQVIRUSDUWLFXODUMREV,QDVHQVHWKLVUHSUHVHQWV&RIÀHOG·V
“learning for earning” analysis of the development of lifelong learning, and the
importance to some respondents of the developing their own human capital. The
data showed that men and woman wanted learning to lead to better employment
opportunities: ‘That’s what its all about, getting yourself trained to get a better job’
(female interviewee).
Courses which were directly linked to employment were popular. This included
one where on completion participants were guaranteed a job interview at the then
soon-to-open Science Centre. This was work which would pay well above the
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minimum wage and was obviously a motivation: ‘This way we’ll get the pick of
the jobs’ (female interviewee).
Getting decent work was clearly important to the respondents and the issue of a
skills gap within the area was raised many times. While the woman quoted above is
optimistic (and did get a job, although she commented that she was surprised how
few other local people did), others feared that many better paid jobs would not go
to local people. The reasons for this were complex, including issues related to the
“Govan stigma” raised previously, and also that participation in learning may not
increase skills to the degree wanted by employers.
The focus groups and interviews also showed that other elements of lifelong
learning were important especially issues of pleasure and self-development. To an
extent this represents the other side of the instrumentalist coin. Rather than vocational
learning, this was “learning for its own sake” - a notion which is currently greatly
XQGHUSOD\HGLQRIÀFLDOWKLQNLQJ'HVSLWHEHLQJRQDYRFDWLRQDOO\RULHQWDWHGFRXUVH
one woman, described how important it was for her to complete her Skillseekers
programme, which she framed more in social rather than human capital terms:
¶$WWKDWSRLQWP\VRQZDVVL[PRQWKVROG,KDGORVWDOOFRQÀGHQFH,MXVW
couldn’t be bothered doing anything. I was stuck in a rut and then I got the
chance to go for six months and putting my son in a nursery. So that was
giving me time for myself because I am a single parent - I was getting a break
IURPKLPSOXVOHDUQLQJDQGEXLOGLQJP\FRQÀGHQFHEDFNXS,WKHOSHGPH
a lot’ (female interviewee).
In addition the respondents in Govan highlighted social and family aspects to
learning. Three of the focus groups noted that learning has the potential to broaden
participants’ social horizons and spoke of meeting new people and getting involved
in new networks. With regard to family issues, women in particular wanted their
RZQOHDUQLQJWRLQÁXHQFHWKHLUFKLOGUHQ·VDWWLWXGHVWRHGXFDWLRQDQGWKHFRQFHSWRI
bettering oneself was an important motivation.
A recurring theme which emerged from the data was the positive inter-generational
impacts that one family member engaging with learning can have. Adults (parents and
grandparents) may be motivated to return to learning because they want to keep up
with what their children are learning at school. Similarly, if parents become engaged
in learning it can provide a positive role model for young people in a household.
This is of some importance both in policy terms and in theorising human and social
capital. As Tom Schuller has rightly noted: ‘Intra and intergenerational relations are
less likely to be neglected in a social capital framework than in a policy framework
ZKLFKIRFXVHVRQO\RQWKHVNLOOVDQGTXDOLÀFDWLRQVRIDSRSXODWLRQDWDJLYHQSRLQW
in time’ (Schuller, 2000: 8). This has particular relevance in Govan where rates
of absenteeism from school have consistently been above Scottish and Glasgow
DYHUDJHV *RYDQ,QLWLDWLYH 
A few of the respondents had been motivated to take part in learning opportunities
WRKHOSZLWKPHQWDOKHDOWKGLIÀFXOWLHV'DWDIURPDOLIHKLVWRU\LQWHUYLHZLOOXVWUDWHV
this point: ‘I needed something to do to keep my brain active, but I didn’t feel I could
hold down a job for fear the stress would make me ill’ (male interviewee).
The interviewee also wanted to become more effective in community/voluntary
ZRUN:KLOHKHFRXOGQRWWDNHXSSDLGZRUNEHFDXVHRIPHQWDOKHDOWKGLIÀFXOWLHV
he was engaging with learning in order to become more effective in his community/
voluntary work: ‘I want to put something back into the community so the things I
am learning I can use in my work in the tenants group’ (ibid).
The fact that models of human capital have little to say about those with long
WHUPPHQWDOKHDOWKSUREOHPVDQGRUOHDUQLQJGLIÀFXOWLHVKDVEHHQQRWHGHOVHZKHUH
(Baron et al, 1997; 2000). In addition, the absence of notions of citizenship - including

82

VHUYLQJ WKH FRPPXQLW\  IURP RIÀFLDO OLIHORQJ GLVFRXUVHV KDV DOVR EHHQ VXEMHFW
to criticism (Martin, 1999). Yet it is precisely such issues which came to the fore
during our research.
The importance of where learning took place also emerged as an important
factor from the data and has also been highlighted in previous research as important
in overcoming barriers to participation in learning (Gallacher et al, 2000). The
residents of Govan agreed that location of learning was important, but also argued
strongly places of informal learning such as drop-in centres serve as a focus for the
community and serve to develop and strengthen social networks in the area. One
interviewee said of one such place:
¶7KHFRPPXQLW\ÁDWLVDJRRGSODFH,NQRZWKHIRONWKDWOLYHWKHUHJHWDORW
from it, and it’s not just the computing. You hear the women, and the men
for that matter, having a natter, a blether, and maybe talking about things that
are on their mind’ (male interviewee).
Once again our respondents articulated notions associated with social capital—
networks, norms and trust—as key factors which facilitated their continued
participation in lifelong learning.
DISCUSSION

In this article we have explored the meanings and importance of the contested
concept of lifelong learning in an area of social deprivation. Despite facing complex
EDUULHUVWRSDUWLFLSDWLRQVRPHZLWKDSDUWLFXODUORFDOLQÁHFWLRQRXUZRUNVKRZVWKDW
respondents were motivated to take part in local learning for a range of purposes.
Govan is an area of high unemployment and the economic discourse of lifelong
learning, linked to employment and employability, was important to local men and
women. Men, apart from those who perceived themselves outwith the labour market,
tended to articulate participation in learning as hopefully leading to employment.
Women, too, linked learning to employment, often with the hope that it would
improve not only their own but their children’s situation. In this sense, the policy
emphasis on the development of human capital clearly has meaning for the residents
of Govan.
What emerged from our work was the importance for local people in gaining
“decent” employment. Policy discourse tends to concentrate on issues of employment
and employability, but has less to say about notions of underemployment. Participants
in the study showed concern that, despite the positive developments in the area such
as the Science Centre, the better paid jobs would not go to local people. This is an
area of concern as a focus on employability may be one which involves the cycling
IRUPXQHPSOR\PHQWWRSRRUO\SDLGÁH[LEOHZRUNHLWKHULQWKHUHJXODURULUUHJXODU
economy, and back again (see Byrne, 1999: 127).
Issues of employment are clearly important to the residents of Govan and we in no
way wish to deny the importance of employment, particularly “decent” employment
in the socioeconomic regeneration of areas such as Govan. Some respondents in our
study has this as their prime focus for participation in learning. However, the issue
of the lack of good jobs was raised and this is an issue which has to be addressed.
As Jackson argues:
¶SHRSOHGRQRWVWXG\IRU«TXDOLÀFDWLRQVZKHQWKH\SHUFHLYHDFFXUDWHO\RU
otherwise, that their place in the labour market will not be improved thereby
- either due to high unemployment or the low quality of the work available’
(Jackson, 1997: 54).
Many others, however, articulated more complex motivations to participation in
learning. For some, employment was not an option for them at that time in their
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OLYHV,VVXHVVXFKDVPHQWDODQGSK\VLFDOKHDOWKSUREOHPVRUODFNRIFRQÀGHQFHPHDQW
WKDWUHVSRQGHQWVWKHPVHOYHVGLGQRWVHHWKHPVHOYHVDV´ÀWWLQJµWKHHPSOR\DELOLW\
discourse. We therefore looked to the notion of social capital and the importance
that respondents themselves placed on this.
As noted above, the notion of social capital as articulated in the works of Putnam
and Coleman has three component parts: ‘networks, norms and trust’. It thus moves
from individuals to collectives. As Field and Schuller note:
¶6RFLDOFDSLWDO«WUHDWVOHDUQLQJQRWDVDPDWWHURILQGLYLGXDODFTXLVLWLRQRI
VNLOOVDQGNQRZOHGJHEXWDVDIXQFWLRQRILGHQWLÀDEOHVRFLDOUHODWLRQVKLSV
It also draws attention to the role of norms and values in the motivation to
learn as well as in the acquisition of skills, and the development of knowhow’ (Field and Schuller, 1997: 17).
From the data we clearly see that lifelong learning linked to the development of
social capital in the forms of networks, norms and trust are of importance to the
residents of Govan. This took many forms such as wanting to become more effective
LQ FRPPXQLW\ RU YROXQWDU\ ZRUN RU OHDUQLQJ LQ D ORFDO FRPPXQLW\ ÁDW SOD\LQJ
an important role in developing social networks, encouraging active citizenship,
or simply being with their pals. If we consider one of the quotations above which
VKRZVWKHLPSRUWDQFHRIWKHFRPPXQLW\ÁDWDVDVRFLDOVSDFHLQZKLFKUHODWLRQVKLSV
were formed and developed, and trust fostered, we can see this in operation. It is not
‘just the computing‘ but the social interactions and sharing (for men and women)
talking about ‘things that are on their mind’. Such spaces have to be fostered with
the development of a learning society.
We are keenly aware that the social capital model itself is not a panacea for the
LOOVZKLFKDIÁLFWFXUUHQWOLIHORQJOHDUQLQJSROLF\DQ\PRUHWKDQOLIHORQJOHDUQLQJLVD
panacea for the ills of international capitalism. Indeed, the social capital model itself
also assumes continuing inequality, exploitation and injustice (Blaxter and Hughes,
2000). However, we reiterate the view that in the present lifelong learning policies
which were more orientated towards social capital have the potential to alleviate
some of the problems which our respondents faced.
Within Scotland both Paterson (1998) and Schuller (1997, 2000) have suggested
that an orientation of lifelong learning towards social capital would pay dividends.
Our work echoes this. Certainly the existing networks within Govan will need
building on if the learning society is to mean anything to residents of this inner city
area. We have noted that current Government policies on lifelong learning and social
inclusion are often framed in notions of the development of human capital. For the
residents of Govan at least, a change of emphasis is necessary if lifelong learning
is not to remain only a partial discourse.
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