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Introduction

It is very difficult to find, in French, a direct equivdent for the term “learning society”. The
best trandation would be "société gpprenante’ but it is not used. The expressons normaly
used are "société du savoir' (knowledge society —KS-), "économie du savoir" or more often
"économie de la connaissance' (knowledge economy-KE-). Smilar difficulties arise with
lifdong learning. “Learning” could be trandated here by “gpprentissage’, but the term could
then be misnterpreted as “gpprenticeship”. Usudly «education» and/or «formation tout au
long de la vie» are used. These difficulties are not only due to the difference between English
and French. They probably aso reflect the French conception of knowledge, which puts the
emphass on explicit and scientific knowledge, and the French conception of learning, which
traditiondly puts the emphasis on forma education and training.

This could patly explan why so many discussons have recently been centered on the links
between knowledge economy (or society) and the initid and further education systems. But it
adso could explan why some andyss compare the old notion of “éducation permanente’ —
introduced at the beginning of the 1970s - with that of lifdong learning, and often argue that
nothing is new (Gauter, Plan, 1999). In fact, a the end of the 1960s, politicians as well as
educationits emphaszed the necessty of implementing a sysem of permanent lifdong
education s0 as to meet the new economics needs (technica skills required in order to cope
with automation in the indudtrid sector) and the need for socid equdity (by giving access to
education and training to individuas who had left initid educeation early). Thirty years laer,
this debate could be re-initisted with the emergence of the “learning society” and of lifdong
learning.



But French literature is dso under two mgor internationd influences. The firg influence
comes from the OECD with its concept of Knowledge Economy. Many of our leading authors
work or have worked for the OECD (Foray, Lundval, 1997) and as a result the French
conception and definition of Knowledge Economy is to a great extent inspired by the OECD’s
approach (Gudlec, 1996). Most studies developing benchmarking between France and other
countries are based on OECD indicators and data.

The various EU initiatives (The first report on Information Society (1996), the white paper on
education and learning (1996), the Lisbon summit and the memorandum on life long learning
(2000)), the UNESCO and ILO approaches (Bindé, 2000, Fourcade, 2002) have aso
influenced French literature, but more on the question of lifdong learning than on the
guestion of KE or Learning society (Baunay, Clavel, 2002).

On the question of «savoir » («économie or société du savoir ») and «formeation tout au long
de lavie », four types of sudies prevail :

- A lage number of dudies caried out essentidly by economids, ded with the
economic Sde of knowledge economy (or “information economy” or “new economy”
or “post-industrid economy”). Mogt of them address the quedtion from a macro-
economic perspective. Few of them actudly open the black box of the firm.

- A s=cond st of atices, mainly written by educationd specidist (or VET specidists)
discuss the notion of lifdong learning and its consequences for the initid and further
education and training sysem. But nonformd leaning is given more and more
importance.

- A third st of papers (economy, sociology, politicadl sciences) looks at knowledge
society from a broader perspective, and in particular discuss the risk of a “two speed”
ciety.

- Last but not least, many officid reports, commissoned by the public authorities, but
adso by unions or employers associations, must be teken into account, as they
contribute to the debate, and sometimes lead to changes in palicies (manly in terms of
further education and training).

In this article, we propose the hypothess that “the Learning society” is more a politicad dogan
and prospect than a socid redity (In France, as in most OECD countries, public investment in



forma education and training has actualy decreased since the OECD darted taking about
lifdong learning). And there is no agreement as to what a future “learning society” should be.
Firgly, the framework of knowledge economy has not yet been defined and andyds remain
divided on the issue is it (or will be) an extenson of a deregulated, market economy and
society, or a more regulated capitalist economy? Should knowledge be considered as a public
good or as a marketable one (section 1). Secondly, the consequences of the resulting
economic changes for workers and for citizens ae unclear. Although most dudies
acknowledge the development of new (net) work organizations, of new skill requirements and
of new opportunities for learning, some dudies aso emphasize new risks of economic and
socid excluson (section 2). And the French specificities are paticulaly marked in terms of
education and lifdong learning drategies (section 3). Although lifdong learning drategies
are sometimes explicitly (but more often implicitly) related to the prospect of a Knowledge
Economy, pat of the debate is purdy endogenous to the educationd sphere and initid
education and further education remain separated .

1. Knowledge economy or L earning society?

More than “learning society”, it is the “knowledge economy” that gppears as the key concept

when discussing the trends prevailing in French economy and society.

1.1 Information or Knowledge?

Assuming the hypothess that something new has emerged in the economic sysem and in
society (we will later discuss the roots and redity of this novety), a distinction must be made

between information and knowledge.

The EU initidly put the emphass on information (European Commission, 1996). ITC were
considered to be a the heart of the evolution process. But experts underlined the difference
between information and knowledge (dl information is not knowledge, knowledge is needed
to trandform information into economic or socia tools). They dso underlined the need for a
wide conception of information society, in order to avoid some negative consequences (for
employment, citizenship, private life...). Smilar oppostions are found for example between
Petit (1998) or Mayere (1990) on the one hand and authors that favor the concept of
knowledge.



Firgly, they discuss the rdaionship between informaion and knowledge. Focusing
exclusvely on information results in the latter being conddered as an economic good. The
question raised is then that of the growing stock and flow of information, of its use as an input
for the economy, and of the process of sdection and privetization of information (Mayere,
1990, Petit, 1998). But according to most authors (Foray, 2000, David and Foray, 2003,
Aghion and Cohen, 2004, Viginier, 2001) information and knowledge are not equivalent.
Knowledge - paticulaly scientific and technologica knowledge — (this will be discussed
later) must be distinguished from information: knowledge is cumulative; it requires a process
of appropriction by the individuds. It is a “matter of cognitive’ cgpability (David, Foray,
2003,p 4, Viginier, 2002). In a smilar way, Paulre (2001, p 16) defines knowledge as “an
organization of the representation (of the world) which alows the organization of the action”.

The second point of debate between “knowledge economy” and “information economy” lies
in the importance given to ITC. In a “Information economy or society” the emphass is put on
the role of ITC in the growth of information stocks and flows (Soete, 2001). Change is mostly
technology driven. This conception is close to that of a “new economy” which focuses mainly
on ITC, paticularly in the new sectors of development. For most authors, the change towards
a “knowledge economy” is more complex. ITC do play an important role, but are not
necessarily the most important factor (David Foray, 2003, Iribarne, 1996, Greenan, 1996 a,
Gudllec, 2002).

1.2 Knowledge economy

With regards the concept of “ knowledge economy” - the most recent and most widely used

concept in French literature — three main questions are raised.

The pace of change

Is the knowledge economy an old sory? Some authors have emphasized the fact that
knowledge has dways played a highly important role in society as wel as in the economy,
and that the growth that took place during the 19" century was adso knowledge-based (Paulré,
2001). If something new is gppearing, it is much more “a “sea change’ than a sharp
discontinuity” (David and Foray, 2003). Other authors, most of whom are inspired by the
“regulation theory”, are dso in favor of a new reationship between the old modd (Fordist



economy) and the new modd (post Fordist, flexible economy) (Boyer, 2002). They ae in
favor of a “hybrid” modd. The firg reason for this is that technologies are dways modeed
and used differently, according to different societd factors State and public inditutions
(including the educationd system), labor relaions (within and outdde the firms), labor market
oecificities, work organization...(Boyer 2002, Iribane 1996). If ITC is commonly
consgdered as a mgor technologicd change, other previous mgor technological changes have
adways been appropriated and integrated in different ways in different societies, building
bridges between a former and a “new” economy (Amable, Petit, 2002). The second reason is
that the pace of diffuson of the knowledge economy is raher dow and (but it is a
controversy) that it will not affect al economic sectors. For example the rapidly growing
sector of household/persond services (cleaning services, home care for ederly people) could
not be regarded as a KE sector (Gadrey, 2000, Moati, 2003). And in some sectors, the market
pressure could even lead to aless knowledge-based production (Gadrey, 1996).

The roots of the evolution

Four common driving factors are discussed in literature. But depending on the author, their
roleis more or less important.

As mentioned earlier, one factor is technologica change. ITC is commonly consdered as one
of the key factors (Petit, 1999). Firdly, it makes the exchange and growth of knowledge easier
and fagter (David, Foray, 2003); secondly it leads to the emergence of new ways of
production (such as network production) which can dso facilitate the direct integration of
knowledge in the production. But it is neither the main nor the only factor.

The role played by innovation in production, and more broadly by dl activities requiring
expertise is regarded as a mgor factor (Hatchud, 1999). This new role of innovaion and
expertise is maket driven: globdization, new demands from consumers the rhythm of
diffuson of innovations and new products require continuous and rapid innovation (Hatchue,
2002). But it is dso thought to be supply driven (Petit, 1999, Foray 2000). One of the
characterigics of the KE is the high levd of invesment in educaion and traning. The
education sector is becoming one of the largest (in expenditure or in number of workers).
Furthermore, the increasing education level of citizens and workers 5 a key factor both for the

accumulation of knowledge and for innovation. Here agan we point to the controversy



regarding the role of education in economic growth and the macro-economic impact of
investment in human capitd (Aghion and Cohen, 2004).

This leads us to the third factor that is endogenous to knowledge itsdlf. One hypothess is the
increesingly fast generation of knowledge (of scientific knowledge essentidly). The growing
number of scientific workers, the level of investment in science and technology, as wel as the
fast ITC-based exchanges dl contribute to the development of knowledge and of scientific
discovery. It is bdieved that the growing numbers of engineers, researchers and managers of
dl kinds will have an “hyderess effect” on economic growth (Foray, Lundvdl, 1997). But
again, the existence of such atendency has not been measured nor verified.

The fourth common factor (sometimes combined with the growth of education) is the increase
in intangible capitd in the economy. In most countries the economy (and firms a the micro
level) is nowadays charecterized by a higher levd of intangible capitd (education and
traning, research and development, brands...) than of tangible capitd. And this intangible
capital playsamore active role in productivity growth (Guellec 2002).

But, as mentioned above, savera questions remain unsolved and need to be discussed. Some
andysts are skeptical and criticd. They argue that the so-cdled knowledge economy is not dl
that different from the “old economy” and tha it might jus be an ideologica argument
judifying a renewed capitdisn Gadrey (2002) sees the concept of “new economy” as a
“normdtive ideology”. The above-mentioned critics of the concept discuss the difference
between knowledge capitalisn and knowledge society (Gorz, 2003). Paulré (2001) uses the
term  “hyper-capitdism” to define knowledge capitdism: innovation, because of its rapid
diffuson, has become a routing; Secondly, the capitd takes a new place, not only in the
physicad accumulation, but aso in the flow and stock of knowledge, extending its control to
the “circulaion sphere’.

Asauming that Knowledge economy is or will indeed become a redity, what will be its main
consequences?

1.3 The consequences of change: a new conception of knowledge

The fird consequence of this change will be the emergence of a new conception of
knowledge, or at least of the relationship between knowledge and economy.



In a narow conception of knowledge (i.e scientific and technologica knowledge),
knowledge is not purely produced outsde the economy (in universities, research department),
but in close rdation with what was previoudy defined as externd knowledge producers and
knowledge users or consumers. The didectic reationship between knowledge production and
knowledge use is reinforced, and the boundaries between users and producers are blurred.
This gives rise to a new conception of scientific production and of the reationship between
scientific research, R&D and production (Verdier, 2001). But some historicd analyses
provide evidence that, in the 19 century or a the beginning of the 20" century, there was not
such aclear divide. The debate is therefore still about the novelty of the concept.

In a broader conception of knowledge, knowledge is not reduced to scientific and technica
knowledge. It dso includes “tacit knowledge’, organizationa knowledge, market knowledge,
behaviora knowledge. The knowledge economy will not be a redity without knowledge
workers and citizens (not only specidized knowledge producers) being able to maintain and
develop ther knowledge in autonomous and very different ways (including education and
traning, but aso through work experience, networking, sdf learning....). Whether this
knowledge society and economy can be sdf-produced (with naturd networks, communities of
practice), or whether it requires a stronger organizetion (knowledge management within firms,
learning organizations, public policies supporting knowledge deveopment, see for example
Hatchuel, Le Mosson and Well, 2002) remains unclear and is subject to debate. But in this
relaionship between vaious types of knowledge and various supports for knowledge
dissamination and dcirculation, emphass is put on the aticulation between explicit and tacit
knowledge. On the one hand, ITC make it possble to codify tacit knowledge more easly.
They trandform the stocks and flows of knowledge, which are more and more included within
technical supports (Soete, 2001) and could lead to a devauation of former tacit knowledge.
But on the other hand, the trandformation from tacit to explicit (codified) knowledge could
lead to the cumulative development of new tacit knowledge. In this conception, knowledge is
not only scientific or technicd knowledge, and it is not extend to individuds, but it is
generated through interaction between individuas (Weissberg, 2001).

And some authors (Hatchuel, 1999, Mayen 1996) put emphass more on the process of
knowledge creation through new reationships between workers (and/or between citizens)
than on individua knowledge. Knowledge is not seen as a product in itsdf, but as a product of
the relaionship between workers (and/or between workers and consumers).  These



conceptions are in keeping with what Combes hypothesis concerning the new competencies

in the service economy (see below p 12).

They dso reflect the trangtion from an indudrid to a savice society. Most anayses
highlight the fact that the indudrid sector is losng importance; but as this phenomenon
garted in the 1970s and 1980s, it is unclear whether it bears a relation to the emergence of a
KE. However many authors emphasize that ITC and KE have contributed to a large extent to
the growth of the service sector. The KE would then be mainly a service economy, with an
indudridization of «old services» (through ITC and knowledge codification), and a growing
importance of non-industridized new services (Gadrey, 1992, Gadrey, 1996).

1. 4 Knowledge economy, K nowledge society or Knowledge capitalism?

With the broad conception of knowledge, there is a possible bridge between KE and KS. The
new role of knowledge is not redricted to the economic productive sphere. The question
related to the “knowledge consumer” is dso a key question for the knowledge economy. More
broadly, the knowledge citizen must be able to cope with knowledge development, in hisher
family life, socid life, and a work (Soete, 2002). Knowledge networks must (can or will in
future) irrigate society as awhole (Jollivet, 2001).

If indeed the question has to do with the knowledge citizen's production, then some authors
speak of a new kind of society, congdered for example as “anthropogenetic’, where the main
objective (and the main source of growth) is the poduction of man by himsdf (Boyer 2002).
Gaudin (2002) dso opposes an old conception of knowledge in a scientific society, where
scientific knowledge was used for the production of goods and imposed to individuds, to a
new conception, where the relationship between individuads (mutua recognition by creating
knowledge through interactions) will be dominant (a cognitive society). Llerena (2002),
focusng more on productive organizations, spoke of “cognitive cooperation” between
individuals, as a process of sharing knowledge during action, and of production of new
“collective mental models’, a the root of knowledge production. And Girard (2001)
emphasizes the new importance of (productive) information and knowledge outsde working

hours. The borders between working time and “nonrworking” time are blurred (as the citizen



or consumer aso produces knowledge that is useful for work), and therefore the vdidity of

the traditiond mechanisms of wedth digtribution are caled into question.

Such an approach could be articulated with a more radical point of view. The question is not

about change (which everyone accepts) but about how change occurs. Gorz (2002) accepts
the new role of knowledge, both in the economy and in society. But he stresses that the
excessve importance given to knowledge is destroying the roots of capitdism. As knowledge
is an intangible good, and as the new ways of producing knowledge (including norprofit
networks such as Linux cooperative networks) are based on a non-marketable exchange, he
sresses that the knowledge society has gone beyond the boundaries of knowledge capitdism
and is even dedtroying the foundations of the capitdist society: generating and shaing
knowledge in the framework of a cooperative network should be incompatible with the rules
of a capitalis economy. This radica gpproach is a severe criticiam of other andyses which
often concern the new chalenges posed by the KE to the market economy. For Gorz, the
guestion is more about how to prevent the development of the market in the context of the
new knowledge based society rather than the various ways of introducing regulations on
property rights or others regulations on knowledge production and property. Pdloix (2001),
uggests the thess of a new form of exploitation: capitalism is nowadays a predator of the
collective wedth (information, knowledge) produced outsde the productive sector, by society
as a whole. And Gensollen (2002) dso questions the vdidity of the (mainstream) economic
discourse. He defends the hypothesis that an information society will develop if there is @) a
sruggle of consumers againgt producers, b) a modd of cooperation inspired by the “freg’
mode of the scientific community, ¢) free access to information and a fight againg the private
appropriation of knowledge by firms and d) less space and importance given to the market.

1.5 Francein the Knowledge economy

Boyer (1995) proposes the hypothesis that, in a knowledge economy, human resources are at
the heart of the process of economic growth. And insufficiencies in terms of education and
vocationa training could bresk the “virtuous circde’ between knowledge and growth. Public
inditutions are very important: education policies, public regulations for the information
market, and public infrastructure (high speed information networks).



Officid reports, written for the most part by scientific experts, compare the Stuation in France
with the dgtuation in other countries, and discuss France's srengths and wesknesses for
coping with the chalenges posed by knowledge economy (Martinez, 2001, Gauron 2000,
Aghion and Cohen 2004, Viginier,2002). Some reports explicitly refer to the knowledge
economy or society, and (or) to the learning society, others do not. Some are based on
comparisons between France and other countries while others only concern France. They dl
discuss questions related to the educational system (initid or further education), to the R&D
sysem, and the diffuson of ITC. Mog of them conclude that urgent reforms are needed.
Adopting the narrow conception of knowledge in the KE (i.e. scientific and technologic
knowledge, mainly produced by universties and research inditutions), Aghion and Cohen
(2004) show that France spends less money on tertiary education and research than other
developed countries do. They dso highlight the inefficiencies of the French sysem (funding
principles, student sdection, management of universties). They conclude that there is an
urgent need for reform and for greater nationd investment in tertiary education and research.
Other anaysts focus more on secondary education, and on the lack of efficiency of the French
sysem compared with others (mainly through OECD compardive studies such as PISA),
despite a huge increase in educationd expenditure per pupil. Other reports (Gauron, 2000,
Secréariat d'éat 1999, Lichtenberger, Méhaut, 2001) deal with further education and training
(FVET), and highlight the necessty of reforming the Further vocationd education and
traning sydem in the perspective of lifdong learning. In dl cases the French educationa
system is conddered as inefficient in the context of alearning society.

2. The“new” worker in the KE and therisksof the KE/LS

With regards more practica questions concerning the consequences of KE , KS and LS, other
types of dudies must be mobilized Most of the sudies mentioned above are explicitly
dedicated to the question of knowledge economy in itsdf. Some discuss its consequences on
the work organization, education and training policies, but they do so in a very broad way.
Another part of literature focuses more on the new tendencies in organizations, a work, in
society. The teems KE, KS, LLL are dways mentioned as a vague reference but the links
between the three are never clearly defined.

2.1 Changesin work and changesin skills: the profile of the new worker

10



The firs quedtion is rdaed to the changing work environment, the new organizations and the
profile of the new worker. Foray and Lundval (2002), defined the KE as “an economy of
continuous change, which requires higher level of sills, and specific competencies focusing
on adgptability, mobility and flexibility”. Petit (1998), in a macro-economic perspective,
andyses the trangtion from unskilled to skilled labor. As many other authors, he congders
that the new economy introduces a skill bias that rewards skilled workers, and which is
reflected in the incressng wage gep between unskilled and skilled workers (in some
countries, but not in France). In another study (1999), Petit developed the hypothesis that the
skill bias could be partly explaned by the growing supply of skilled workers flowing out of
the educationd system and by precautionary measures taken by employers as the principles
of the new economy remain unclear and unstable, and as the new forms of organizations have
only sated developing and are not findized, it is in the employer's interes to hire over-
skilled workers, especialy as their cost is reduced by their abundance and by the high levd of
unemployment. Greenan (1996,a, b), or Guellec (1997) have defined the relation between
technicd change, organizationd change and employment and skills. Studying the changes that
occurred in the industrial sector between 1988 and 1993, Greenan emphasized the need for a
srong relation between technologicad change (mainly 1TC), organizationd change and the
development of employees skills. But the mode is not technology driven. Various paths are
sdected: some firms choose a flexible modd, with less hierarchic control and an increasing
role for operators. Others choose the “technicad” way: less hierarchy but more technicians...
And the change in sills is more relaed to the organizationd change than to the technica
change. Guellec (1996) also proposes the hypothess that some employers, in an uncertain
environment, offer skilled workers higher wages in order to hire and keep them in the firm.
These conclusons ae in keeping with others studies that consder organizationd change
(whether or not it is alowed or fostered by ITC) as a centrd factor of skill growth (Iribarne,
2001).

Magor prospective studies (Seibel, 2002) aso concluded that in the next ten years, there will
probably be an increese in the level of qudifications and of skill requirements. But they aso
sressed that this evolution will be combined with growing numbers of unskilled workers in
some sectors it will be the case in the household service sector (with a growth of the
employment level), as well as in some indudries (the food processng industry for example).
Another discusson concerns the new skill and competence requirements. Although most
authors agree on the absolute necessty of basic literacy skills and knowledge (both for work

1



and citizenship) and believe thet in future individuds without badc literacy skills will be
excluded from society, the new role of the worker or citizen has not yet been clearly defined.
Boyer (1995) defines the new worker as a skilled and adaptable actor, with a good level of
basic and vocationd education. He will be able to respond to unforeseeable events, and will
have a high capacity to learn so as to be able to cope with a changing environment.

Mogt authors believe that a new aspect of literacy will be the ability to use ITC (PC, Internet).
Some authors argue tha without this skill there will be a new “digitd divide’ between
individuads (Bigot, 2003). But they dso show that it will take many years before Al
households and work places are equipped with PCs. Other authors focus more on the
importance of soft skills in the new economy. MC Combes (2001) examined a number of
prospective andyses in the fidd of the service sector. She discusses kill requirements in the
bank industry, the retall and other sectors. Most of these analyses were carried before the
massive diffuson of ITC. But she concentrated on the relaionship between the producer and
the consumer. The later is thought to be more informed, more competent (more highly
educated, IT skilled) and flexible than he/she used to. The producer needs to develop new
quaity and proximity related dSrategies through a process of interaction with the consumer.
These new producer/consumer relations lead to @ growing technicd competencies, b)
pedagogica capabilities (to transfer technical knowledge and information to consumers), C)
the &bility to collect information and d) the &bility to mobilize other competencies
disseminated within the firm. Wha matters is not just individuds competencies but dso the
firm's organization (information management, networks, management of the time

condraint...)

2.2 The debate on competency-based management

Another, indirect way of entering the debate about the KS or LS is to raise the quetion of
competency-based management. Largely inspired by the main French Employers associaion
(CNPF, later MEDEF), competency-based management is supposed to be an answer to
market pressure, to globdization, to ITC devedopment and to the rapid innovation process.
Promoting competency-based management, the MEDEF has tried to promote change in the

organization of labor and in HRD, but dso to develop new tools to mobilize employees more



efficiently and reinforce their loydty. According to a number of dudies presented a an
internationd conference (CNPF, 1998):

- Competency-based Management implies a closer link between corporate drategy,
work organization and HRD palicy;

- Competency-based management dso ams to mobilize employees <kills and abilities
differently, so asto cope with the increasing competitive pressure;

- Competencies could be defined as a specific combination of knowledge, know-how
and behaviors, which only becomes operationd in concrete job Stuations, and which
isthe key to individuals and team’ s performance;

- Having and usng such competencies is a component of the individua’s employability;
it is the individud’'s responghility to mobilize and develop hisher own competencies

in order to secure higher job;

Some sociologists have, snce the mid 1980s, highlighted the importance of promoting
competencies, but in a rather normative way (Zarifian, 1988). And since the end of the 20"
century, a growing number of studies have been carried out on the subject ( See Dupray,
Guitton, Monchatre, 2003 for a synthess).

Some sociologists see in competency-based management a danger for wage earners because
the main objective of employers organizations is to develop an ideology of individudization,
by fighting the collective foundations of classfication and wage regulaions through
competencies, employers would be able to change the rules of control of the production and
of the employment reationships. For others, the picture is more blurred (Lichtenberger,
Paradeise, 2001). Some dangers are red, but can be avoided if unions play ther role. And
most  importantly, competency-based management introduces a red bresk from the
Taylorigt/Fordist  organizetion. The “competency-based modd” (which means more initiative
and autonomy a work) cannot be developed without a new recognition of the productive role
of employess. And employees have been demanding that their competencies be better
recognized. Taking into account behaviora competencies is dso a growing necessty, due to
changes in certain aspects of work (rdationship with other workers, with dients...). Changing
the foundations of the classfication sysem (from a classfication sysem based on function to
a sydem based on competency) implies new opportunities for negotiation a firm leve, but

aso new opportunities for wage increase and mohility in lean organizaions.
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2.3 Therisks of the lear ning society

If most authors agree that there is a need for new perspectives of economic growth (incressing
productivity due to the ICT, new goods), some of them are concerned about the possible risks
posed by the new economic regime.

Monopolistic tendencies and the risk of excessive codification of knowledge

Whereas some authors highlight the advantages of a globd and transparent world market on
the web, due to the rapid changes related to innovation and to the “priveizaion” of
knowledge, other authors sometimes underline the risk of monopolisic tendencies (Foray,
Lundvall 2002, Gadrey, 2002, Guellec, 2002).

The increasing codification of knowledge is dso perceved as a rik. The cogt of the
codification process implies a wider (globd) scde of diffuson and a kind of irreverghility.

This could lead to aloss of diversty and to more difficult evolutions a alater stage.

Employment level and distribution per economic sector.

A firg point of debate concerns the growth of employment. In the KE, the new productivity
regime, as well as changes in the goods that are produced could lead to important job losses.
For example, in some indudtrial sectors, ITC make it possble to dleviate both time and
geographical condraints (Soete, 2001). ICT facilitate “just in time” production and thus the
reduction of stocks. And it facilitates a more direct contact with the client. This could have
negative effects on some activities in the sector of logigics. Opposite effects, but with smilar
consequences, are forecasted in some sarvice sectors (bank, insurance, the persona service
sector). Frdly, ICT make it possble to store information, and secondly they make proximity
to the consumer less essentid. Some sarvice sectors, in which proximity and face-to-face
relaions with clients used to be necessxry, could benefit from this new distance from the
consumer and from new posshiliies of goring information. This could result in a huge

increase in productivity and consequently in adecline of employment levels,
The ovedl effect on employment levels is the object of discussons, some sudies highlight

the positive consequences while others concentrate on the negative effects. (see Gadrey, 2002

for a criticiam of the pace of job creation in the US and the consequence for France). But most
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andyses put the emphass on the fact that the huge economic restructuring will take time, and
that the beneficiaries of the changes will be future rather than present generations - asin the

case of previous mgjor changes (Iribarne, 1996).
Changes in the nature of jobs and the risk of exclusion

But the risks are not just rlaed to the employment level, but adso to changes in Kill
requirements and to demographic evolutions in the labor force. If skill requirements increase,
low-skilled workers will be under increasing pressure, in the industrid sector and in some
sarvice sectors. And demographic evolutions could reinforce this tendency. On the one hand,
progress in hedth care increases life expectancy. On the other, the cost of hedth care services
puts pressure on the public budget and on the socia security system. France, as other
European countries, is engaged in reforms of the retirement penson sysem, highlighting the
need for a longer working life. But nowadays, most firms tend to retrench older workers who
are dso those with the lowest levels of education and with the lowest probability of attending
further training (Fournier, 2002,2003). The greastest risks of excluson concern essentidly
young and unskilled new entrants on the labor market (Cereq, 2004), and older workers
(Ginigty et d, 2001). Agan, this is a controversad maiter as some forecasts actudly predict
an increase in unskilled job opportunities, mainly in the field of household persond services
(for home care for elderly people for example) (Seibe, 2002). But these jobs could be dead-
end jobs, with a higher segmentation than before. And this risk is enhanced by the decreasing
efficiency of socid policies (Barbier, 2003, Cagtd, 2003), which were developed for the

previous economic regime and which are under more budget pressure than in the padt.
The digital divide

More generdly, andyss are not only concerned about employment and job exclusion, but
aso about the overdl risk for citizenship (Castd, 2003, Bigot 2003, Azais, 2000). Although
access to a PC is not more unequa than the households income digtribution, it is not the case
of access to the Internet. And the growing dependency on ITC in everyday life (including the
new adminidration policies, tax declaration, or possibly voting through the Internet for
example) could a0 give rise to new factors of exclusion.

The institutions and the employment relationship
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The lagt point of discusson concerns inditutiond changes. Some authors, manly those
spesking about the “information economy”, the “new economy” and the role of ITC, often
relate the development of the information economy to the market deregulaion. ITC and
globdization will produce new  “puréd’ makes if the “old inditutiond bariers’ ae
destroyed. ITC and globdization require market deregulation, less date and public
intervention, taking as an example the American mode. But looking at the various models,
and in paticular a the good peformance of Nordic European countries, others authors
(Boyer, 2002, Amable and Petit, 2002) plead in favor of a reorganization of public
indtitutions, both as a condition for the development of the KE (rules for the knowledge
circulation and property) and of knowledge workers and citizens (increasing role of education
and of hedth facilities).

A smilar question is raised about labor markets. The growing precariousness of employment
(for both young and older people; Behaghel, 2003) — a phenomenon started well before the
KE - could be reinforced by the new economic trend. Moreover, examining the characteristics
of labor relaions, some authors forecast a radicd change. The “new worker” will be a sdf-
employed knowledge worker, sdling his services directly to the consumer (and not under a
contract with an employer). Work contracts will teke the form of commercid contracts. The
growing importance of stock options as a remuneration method, for managers and in most
dtart-ups could foreshadow a more generd evolution. But again, this is a subject of

controversy.

More important is the debate about the production of knowledge workers and citizens. If we
agree that the question related to the production of knowledge workers (at work and outside
work) is in itsdf a key question, then investing time and money in education, in hedth care, in
developing socid and persond networks, in culturd activities could be regarded as a
productive investment a a micro as wel as a a macro level. Supiot (1999), for example,
highlights the need for a new kind of contract (“contrat d activit€’) that values the time spent
learning outsde work (specid leave for education and training, time devoted to socid
activities). This could be a way of reducing precariousness and ingability, but aso of
encouraging individuas sdf development.

3. Learning society or lifedlong learning ?
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With regards to learning in the KE/LS, three main questions must be highlighted; that related
to learning drategies being the most  frequently raised in the “KE” literature, (see Petit, 1998,
Foray and Lundvadl, 2002, Aghion and Cohen, 2004, Viginier, 2001) and paticularly in
dudies rdaed to lifdong learning. Foray and Lundval (2002) propose ways of diminating
the risks of KE on employment: a) accelerate the pace of change in order to become the
leading nation and to benefit from a monopoligic postion (but they emphasze that dl nations
will attempt to do this), b) dow down the pace of change (but with the risk of recession), c)
maintain (or develop) a protected sector, outside the KE, and d) develop new human resources

and education and training policies.

3.1 The debate on educational policies

As mentioned before, many officid reports written in recent years, have examined the French
educationd sysem. And some studies on the KE aso discuss issues related to education and
research activities. Twenty years ago, one of the priority objectives of the French Minigter of
Education was to enable 80% of young people to reach the Baccdaurest level (i.e. ending
secondary school at the age of 18-19, with or without the diploma). For this purpose, a new
vocationd Baccdaurest was crested. Two of the arguments supporting this policy were
related to the necessty of anticipating future increases in skill requirements and to the belief
that invesment in education contributed to economic growth. This policy has resulted in an
increese in the education level of young people gpproximatdy 65% of young people obtain
the Baccdaureast. This increase has to a great extent been due to the credtion of the new
vocational Baccdaureat. But this has dso resulted (at the beginning of the 1990s) in an
increase of the number of students entering ertiary education. For various reasons, this trend
has now reversed (Beduwe, Germe, 2004). The number of students entering tertiary education
— expecidly universty - has stagnated or decreased. Studies show that the French university
system is under developed, lacks funds (Among OECD countries France has one of the lowest
levels of expenditure per universty student), and needs radicad inditutiond reforms in order
to be able to cope with the KE/LS chalenges (Aghion, Cohen, 2004). But other studies
highlight the high cost of secondary education and the lack of efficency of the sysem: the
high rate of dropouts, difficulties a lower secondary level (Dubet,1999). Others emphasize
how difficult it is to reform the French educationd sysem. “Academic’ education remains
more attractive than vocational education; there is no parity of esteem between academic,
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technicd and vocaiond qudifications meritocratic sdection gill prevals and  entering
tertiary education remains a “mus” (and there are no numerus dauses inasmuch as obtaining
the Baccalaureat gives automatic right of access to university) (Verdier, 2001). Whether the
main weskness is a secondary or tetiay level is a matter of debate (see for example
Mougeot in Aghion and Cohen 2004). Some authors propose ancther drategy: increasing
opportunities of further education and training, giving adults easer access to universty rather
than increasing the duration of initia education (Merle, 1997, Méhaut, 1997).

Another object of debate is related to the quditative aspects of education. Between 2003 and
2004, a nationa forum was opened by the ministry of education, on the goas and the future of
the educationd system. Over 1,5 million teachers, students, parents, citizens have participated
in various kinds of initiatives. The discussons were not in the framework of the learning
society. But among the various topics discussed, the vaues and misson of the educationd
sysem (citizenship, republican vaues, prepaing or not preparing individuals to working
life...) were discussed (Comisson nationae, 2004). Education curricula are adso the object of
debates. In primary school and in vocational education, curricula are increasingly organized
around competencies to be acquired and measured. But in secondary educetion (mainly
“academic” education), this kind of curriculum organization is less developed (Rope, 2000).
Some authors show that in junior school and in high school, the emphass is on knowledge
tranamisson (through classoom tesching); they beieve that too many disciplines ae
included in education programs and that the latter are too heavy (Dubet, 1999, Duru Belat
and Dubet, 2000). The reaionship between academic and scientific knowledge and more
practical knowledge is discussed by education specidists who are torn between a humanigtic
conception of education and knowledge or a more utilitarian conception. And a relation could
be established with the ability to learn to learn (which is believed to be a crucia competence
in the LS). Some authors criticize the French system, highlighting the low level of autonomy
of dudents in a learning drategy, and the fact that students work individualy and are not
encouraged to work collectively (Dubet, 1999).

3.2 TheLifelong lear ning per spective
Moving on to the question of lifdong learning, two prdiminary remarks must be made.

Firdly, in most French dudies, “learning society” is conddered as the equivdent of “lifelong
learning’. The devdopment of a “lifdong learning drategy” is beieved to be sufficient to
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develop a learning society. This is in kegping with an old French conception of education as a
way of changing society.

Secondly, the French commonly asxociate lifdong learning with further education and
traning (or to adult learning), and not with initid education. This is probably due to the
importance given to initid education and to its meritocratic rules (the French condder that the
future of an individud depends essentidly on how wel he/she did a school) on the one hand
and to the inditutiond separation between initid education and lifdong education on the
other (Verdier, 2001, Rovan, 2001).

Social Promotion and lifelong learning

During the sixties and a the beginning of the seventies, pat of the debate on FVET
concentrated on the question of socid promotion (opportunities to move from unskilled to
skilled job pogtions, from blue collar to white collar postions...). Further education was
regarded as a second chance for those who had not pursued secondary or tertiary educetion
(Lietard, 1996, Dubar Gadea, 1999). Moreover, further education was seen as an individua
right, disconnected from firms drategies, and providing free access to “generd education” in
a humanigtic perspective. Forty years later most andyses actudly show that it has become
more difficult to achieve socid promotion and, that the further education system, seen as a
second chance, has failed (Collectif, 1996, Mehaut, 1996, Dubar Gadea, 1999). The
perspective of lifdong learning has renewed the debate. But some authors are very skeptica
and ague that lifdong learning centers too much on economic gods, and not enough on
humanigtic gods (Lietard, 1996, Trautman 1996). Others discuss more the redity of lifelong

learning and the conditions for its development.

Lifelong learning: a ogan or areality?

Mosgt andyses of the French FVET system show that it had a strong impact, between the
1970s and the 1990s, on access to short-term, job adaptation-oriented training. The number of
workers and citizens who had access to FVET increased. But the system was unable to cope
with the high rate of inequdity (for example between unskilled and skilled workers, between
employees and unemployed people) (Gauron, 2000, Dubar, Merle, Schwartz, 1996, Goux,
Maurin, 1997). Moreover, training concens essentidly young workers a the beginning of
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their careers and older workers actudly have the lowest access to training.  Such training
cannot therefore be cdled “lifdong training” (Thery, 2002, see dso Méhaut 2004 for a more
globd international perspective). Even more worrying is the fact that in the last few years,
firms invetments in employee traning have decreased and the resulting deficiency has not
been compensated by public investment. The result has been an overdl stagnation (and even
a dight decrease) in public investment in forma further education and training, & a time
when “lifdong learning” is on everybody’s lips Virville (1996), Pery (1999), Gauron (2000),
Lichtenberger and Méhaut (2001), have pinpointed the need for structural changes. The recent
agreements between employers associaions and trade unions have led to some changes in this
regard, giving employees more choice in terms of training (Merle 2004). But the public policy
remans centered on unemployed people, and does not benefit unskilled employees,
furthermore the relations between initid and further education remain too wesk (Mehaut,
1997, Gauron, 2000, Dubar, 2002).

Individualsin the lifelong learning strategy

One of the key quedtions is related to the necessity of teking into account individuas needs
in terms of lifdong training and of enabling them to develop their own draegies Mogt
authors agree that the French system is too much segmented by “inditutiond tracks’ (for the
public policies) and/or by the firms policies (depending the sector of industry or the size of
the firms). Individuds cannot devdop ther own (long-term) drategies in terms of lifdong
learning. In the KE/LS perspective, it is necessary to develop a pro-active learning Srategy
taking into account individuads needs (Dubar, 2002). But there are disagreements as to how
this need can be met.

This question was partly addressed in the UE “memorandum about lifedong learning”. In its
firg draft (and following the UE report “Teaching and Learning, Towards a cognitive society”
see Iribarne, 1996) the memorandum put strong emphasis on the individud’s own choice and
repongbility. It underestimated the needs for collective rules and safety nets (Thery,
Quintero, 2001),as wel as the role of the State and of the indudtrid reations system. The
French response was to ask for a more collective approach and public (State or socid partners)
regulations so that the financid burden and the risks are not borne by the individuad aone (see
aso Baunay and Clave, 2002, for a union point of view).



The same question was raised during discussons between employers and unions about the
reform of the further education and training system (Méhaut, 2003, Merle, 2004). Again, most
andyses have empheszed the low leve of individud's initiaive and opportunities
(Secretariat d éat, 1999, Fournier, Lambert, Perez, 2002). One of the proposals was to create
a new sysem enabling individuds to negotiate with their employers in order to enter an
education or training course in a more lifdong (and career) perspective. But, the first problem
was rdaed to whether the syssem was to be a “commercid” one (with a kind of individua
“training” account in the form of a voucher; this solution was firgt experimented in the UK) or
a more collective, less commercia system (which was chosen a the end of the bargaining) .
The second question raised concerned ways of avoiding sdectivity and the excluson of low-
skilled workers. One of the proposds made by employers and unions was to give to the
individuals without a secondary degree of educetion a right to complete a one year FVET
course. But the government did not agree.

Putting the emphasis on the free exchange of knowledge between citizens (out of the market),
the solution proposed by Heber Suffrin (2002) condgsts in developing networks exchanging
knowledge, and offering a free and autonomous access to information. This type of proposd,
outsde any officid (dtate or firm based) framework is in kesping with the initid conception
of “popular education” (Chosson, 2002).

3.3 Accreditation of prior learning and experience

A third quedtion is related to the importance of forma learning. In the French tradition,
nobody can learn without a teacher and a classsoom Stuation. Such a conception went hand
and hand with the excessve importance given to initid education on the one hand and with
the Taylorig work organization on the other. In the mid 1980s, inditutiona changes were
made in order to enable workers to have their work experience vaidated. But in practice a
very limited number of workers were actudly given this opportunity. (Labruyere, 2003). After
a long debate, a new law was passed in 2002; it gives workers the opportunity to have ther
previous work or socid experience recognized in the form of a degree (a full or partid
degree); moreover, for education and training providers to be registered as officid providers,
they have to not only propose training courses but dso to vdidate (in the form of degrees)
individuds prior learning and experience. It is too early to know wha impact this new law
hes had. But it could potentidly lead to a radica change in the way the French think of
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learning and education. Socid patners (employers organizations and trade unions) aso
discussed the question of a wider conception of education and training when they reformed
the indtitutiona framework of the FVET sysem (Méhaut, 2003, Merle, 2004). They agreed
that the conception of further education and traning must be widened and should not only
include forma education but dso ontthe-job training, sdf-learning with ITC, etc. And there
is a relation between the growing importance of work experience in the lifdong learning
drategy and the debate (2.2) on the new role of competencies and the change in work
organizations (Zarifian, 1999, Boyer, Durand, 1998, Iribarne, 2001).

4. Conclusion

Up until now mogt studies carried out in France about the learning society have not clearly
defined what the latter should be and should imply; in other words, the learning society
remains a black box. Mog authors address the question indirectly by discussng related issues
(knowledge economy, the lifdong learning drategy). This could confirm our hypothess thet
Learning Society is more a political dogan and perspective than a concrete redlity. And this
could explain why this dogan is mogdly trandated and interpreted according to the French
conception:  learning = education, lifdong learning = further education and training,
knowledge = scientific and technica knowledge. ..

As a dogan, the “learning society” can be the object of controversy but it could dso
ultimately lead to amore precise and commonly accepted concept.

Three important questions remain to be solved:

- What is (or what will be) Knowledge in the new era and where (and by whom) is it
produced? Beyond the question of whether knowledge should mainly include scientific and
technicad knowledge or whether a wider conception of knowledge (including other types of
knowledge) is dedirable, the question related to the role of the different categories of workers
and citizensin producing knowledge must also be raised.

- What choices must be made about the generation and circulation of knowledge? The
circulation of knowledge, seen as an economic good, must be governed by new property
rights. And the diffuson of patents, property rights making it posshble to extend the market
will be the best solution. Seen as a public good, and/or as a good produced through both



economic and non-economic activities, other solutions must be found in order to facilitate its
accumulation and circultion.

- What is the role of initid and further educetion in the development of the KE/LS? This
question probably requires that the contributions of initid and further education be re-
considered s0 as to be able to develop new, less forma drategies on the one hand, and to
reorganize the French system so that initid education and further educeation and training be
more closely related.
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