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— Inclusive learning

cities and the

COVID-19 pandemic

( | nclusive learning’ has long been a stated aim of internation-
al, national and local policy-making. Predicated on notions of
equity and fairness, it is captured in UN Sustainable Devel-

opment Goal (SDG) 4 of the 2030 Agenda for Sustainable Devel-

opment: ‘Ensure inclusive and equitable quality education and
promote lifelong learning opportunities for all’. While inclusive
learning has often been discussed in terms of inclusive education

—such as every child’s right to primary and secondary education

and equal access to higher education, regardless of gender, so-

cio-economic status, ethnicity or other factors — inclusive lifelong
learning depends also on equal learning opportunities beyond
the formal education system. It addresses every individual’s right
to engage in meaningful and rewarding learning across domains
as diverse as literacy, vocational skills and citizenship skills, in set-
tings as varied as community learning centres, schools, libraries,
leisure centres, universities and —through the extension of digital
technologies —homes. The right to inclusive lifelong learning ap-
plies to all populations, with a concerted effort required to reach
disadvantaged or vulnerable groups.

The potential for these ideals to be realized is clear: cities are
home to a heterogeneity of learning institutions and media,
through which all sorts of learning programmes can be provided.
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They are also home to demographically diverse populations. For a
city to develop sustainably — with all citizens thriving individually,
contributing to a shared life, and protecting the urban environ-
ment —its learning opportunities need to be numerous, targeted,
and designed to meet the needs of manifold learners. If there is a
disconnect between the learning provision on offer and the issues
of greatest importance to local people’s lives, or if barriers of cost,
discrimination and poor information curtail local populations’
active engagement in learning opportunities, the city can only
develop unevenly and unsustainably.

These concerns were front and centre at the fourth International
Conference on Learning Cities (ICLC 4), which took place in 2019

in Medellin, Colombia, under the theme ‘Inclusion — A princi-

ple for lifelong learning and sustainable cities’. More than 150
stakeholders, including mayors, city administrators and educa-
tors, exchanged information on their respective cities’ contexts
and challenges with regard to lifelong learning and sustainable
development. Many also shared initiatives designed to target
learning opportunities at specific vulnerable groups. Three days of
discussion and insights provided a snapshot of how learning cities
around the world are striving to foster inclusive lifelong learning,
and concluded with the adoption of the Medellin Manifesto, a
pledge to boost inclusion in learning cities in the coming years.*

Since ICLC 4, the world has changed significantly. The COVID-19
pandemic has had an enormous impact on life in cities; in terms
of learning, many forms of provision have been discontinued or
disrupted and barriers imposed by the ever-present risk of infec-
tion. From a lifelong learning perspective, opportunities beyond
the formal education system are under threat from strained
budgets, learners being too preoccupied by health-related and
economic matters to participate in non-compulsory learning, and
the danger that a long-term battle to contain the pandemic might
leave policy-makers without the necessary time, willingness or re-
sources to support learning beyond the formal education system.

1 https://uil.unesco.org/system/files/iclc2019_medellinmanifesto_final_0.pdf
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Moreover, the pandemic has exposed and exacerbated almost all
forms of inequality.

Major efforts are now required to meet several demands at the
same time: protecting the health of learners, guaranteeing a varie-
ty of learning opportunities across all modalities, and ensuring
that lifelong learning opportunities are inclusive of vulnerable
populations. Following the onset of the pandemic in early 2020,
learning cities quickly adapted to these demands by developing
innovative initiatives in response to COVID-19, often with a par-
ticular focus on inclusion. Some of these initiatives were shared
during a webinar series, UNESCO Learning Cities’ Responses to
COVID-19, organized by the UNESCO Global Network of Learning
Cities (GNLC) between March and June 2020. Moreover, a UNESCO
COVID-19 Education Response issue note, How Cities are Utilizing
the Power of Non-formal and Informal Learning to Respond to the
COVID-19 Crisis, published in September 2020, featured a number
of examples of inclusion in cities, such as that of the collaboration
between the Municipal Government of Hangzhou, People’s Repub-
lic of China, and a private-sector company specializing in digital
solutions to provide technological devices and training to low-in-
come families so that they can access online learning.?

Another positive example featured in the issue note comes from
the north-central Polish city of Gdynia, which partnered with local
volunteers and non-governmental organizations to ensure the
needs of people confined to their homes because of lockdown
restrictions were not forgotten. Meanwhile, Espoo, in Finland,
acknowledged its linguistically diverse population by developing
a chatbot service for the dissemination of COVID-19 information
in 100 languages. The automated service is supplemented by a
multilingual counselling service that is staffed by volunteers and,
again, available online. These are just a few of the initiatives being
developed and implemented in cities around the world, and they
are proof that the pandemic does not negate inclusive lifelong
learning.

2 https://unesdoc.unesco.org/ark:/48223/pf0000374148
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Further proof can be found in this year’s fifth International Confer-
ence on Learning Cities (ICLC 5), taking place in October 2021, the
theme of which is ‘From emergency to resilience: Building healthy
and resilient cities through learning’. While discussions will centre
on the COVID-19 pandemic and the practical challenges of having
to adapt learning provision to a situation wherein communal life
is curtailed, questions of inclusion will undoubtedly form part of
the debate, as disadvantaged populations continue to bear the
brunt of the pandemic’s worst effects.

This publication therefore marks a transition between the learning
city conferences of 2019 and 2021. Though the examples included
in the following chapters were in place before the pandemic took
hold, they show how those populations that were made even
more vulnerable by the pandemic can be effectively targeted by
lifelong learning opportunities. As learning cities prepare to share
the experiences and insights they have acquired in health edu-
cation and global emergencies as a result of COVID-19, the great
value of inclusive lifelong learning — articulated in detail across
the chapters of this publication — must remain central to their
exchanges.

David Atchoarena,
Director, UNESCO Institute for Lifelong Learning
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The case for inclusion
in learning cities

ver half of humanity —4.2 billion people — lives in cities,

and this is predicted to grow to 5.2 billion by 2030.2 Cities

are growing in size partly because of their increasing
attraction to people of all ages, who come from diverse socio-eco-
nomic and cultural backgrounds in search of better lives, greater
safety, basic services and decent work. Cities around the world are
facing acute challenges in managing rapid urbanization — from
ensuring adequate housing and infrastructure to supporting
the well-being of growing vulnerable populations that include
migrants, youth at risk, digitally excluded populations and persons
with disabilities, among others. These challenges need to be
tackled across all parts of the city, including in slums and deprived
neighbourhoods, to prevent endemic inequality taking root. The
environmental impact of urban sprawl represents a considerable
challenge for cities and rural areas alike. Access to high-calibre,
resilient infrastructure and the provision of basic services for all
urban and rural dwellers are key components of development ob-
jectives, as are local economic opportunities for the creation of de-
cent jobs and social cohesion. Yet, in order to achieve this, learning
opportunities in cities must be of high quality, be inclusive of the

3 United Nations, Department of Economic and Social Affairs, Population Division. 2018.
The world’s cities in 2018: Data booklet. [online] New York, United Nations. Available at: https://
digitallibrary.un.org/record/3799524?In=en [Accessed 5 August 2019].

10 INTRODUCTION



diverse backgrounds of all learners and be offered on a continuous
basis throughout life.

This means pursuing learning city development with a lifelong
learning approach. While relevant to all Sustainable Development
Goals (SGDs) of the United Nations’ 2030 Agenda for Sustainable
Development, lifelong learning is specifically a key principle of
SDG 4, which calls on countries to ‘ensure inclusive and equitable
quality education and promote lifelong learning opportunities for
all’. In the Education 2030: Incheon Declaration and Framework for
Action for the implementation of Sustainable Development Goal 4
(2015), which sets out a shared vision for education in the context
of achieving SDG 4, inclusion and equity in and through education
are presented as the cornerstones of a transformative education
agenda. In particular, Target 4.5 aims to eliminate gender dispar-
ities and ensure equal access to all levels of education and voca-
tional training for vulnerable groups, including persons with disa-
bilities, minorities, indigenous people, and children in vulnerable
situations. Target 4.a, meanwhile, focuses on the provision of safe,
non-violent, inclusive and effective learning environments. Cities
can play a significant role in the achievement of these targets by
promoting inclusive lifelong learning policies and practices for
all. This publication demonstrates —in very practical terms — how,
by cataloguing an array of city-level lifelong learning policies and
practices targeted at vulnerable groups.

Following a detailed exploration of inclusion, equity and lifelong
learning in sustainable cities in Chapter 1, the subsequent chap-
ters explore examples of lifelong learning provision for specific
groups in cities. The points raised in the chapters are based on
realities on the ground, and the concrete cases show how to
develop lifelong learning opportunities that benefit vulnerable
populations. The value of this publication is twofold: (1) examples
from cities around the world, presented within chapters dedicated
to specific vulnerable groups, reveal how targeted learning inter-
ventions can have a positive impact on the learning opportunities
and experiences of those with particular vulnerabilities; and (2)
discussions around lifelong learning and the needs of vulnerable
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groups, which feed into every chapter, collectively highlight the
virtue of a holistic, inclusive approach to lifelong learning in cities
—one that is sensitive to a spectrum of sometimes cross-cutting
vulnerabilities in the city.

In the process of making this call for inclusive lifelong learning

in cities, this publication draws and expands on existing concepts
associated with the notion of inclusive lifelong learning and
sustainable cities, such as social inclusion and, as a major
contributory factor to social inclusion, inclusive education. For
the latter, there is a well-established discourse championed by
The Salamanca Statement and Framework for Action on Special
Needs Education, adopted in 1994 at the World Conference on
Special Needs Education,* and — 25 years later — debated during
UNESCO’s International Forum on Inclusion and Equity in Educa-
tion, which took place in 2019 in Cali, Colombia. The event marked
the twenty-fifth anniversary of the World Conference and provid-
ed a platform for participants to discuss inclusive education and
the capacity of schools to adequately accommodate and, indeed,
embrace special educational needs.” This discourse on inclusive
education mainly concerns the formal education system. At the
city level, social inclusion aligns with accessibility, or the imper-
ative that cities develop their physical infrastructure so that all
citizens can access public spaces.

Therefore, the concepts of inclusive education and social inclusion
are founded on principles of access and involvement. On the one
hand, social inclusion denotes the accessibility of public services
and activities to all and the involvement of all in decision-making
processes. Inclusive education, meanwhile, refers to the acces-
sibility of learning opportunities to all and the involvement of
individual learners, families and communities in decision-making
processes. Access is the foundation of inclusion as it ensures the

4 UNESCO and Ministerio de Educacion y Ciencia. 1994. The Salamanca Statement and Framework
for Action on Special Needs Education. [pdf] Paris, UNESCO. Available at: https://unesdoc.unesco.org/
ark:/48223/pf0000098427 [Accessed 19 September 2019].

5 Further information about the conference, including the conference documents, can be found
at: https://www.sdg4education2030.org/international-forum-inclusion-and-equity-education-11-13-
september-2019-cali-colombia [Accessed 19 September 2019].
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presence of learners. Participation requires that learners are not
only present but actively contribute or respond to learning oppor-
tunities. Involvement goes further and demands that learners are
not merely subjects who ‘receive’ learning but are co-constructors
of the learning opportunities from which they benefit.

Core dimensions of lifelong learning and learning cities harmonize
conceptually with inclusion through the access, participation and
involvement of all learners. By its very nature, lifelong learning is
all-encompassing and holistic. Learning cities are action-orientat-
ed intermediaries of lifelong learning: they translate the vision of
lifelong learning for all into practical, people-centred measures
to sustainably develop urban environments. Through participa-
tory cross-sectoral governance structures and multi-stakeholder
involvement — both of which must extend to the level of the local
citizen —learning cities support social inclusion and inclusive
education.

These two strands of discourse tell us much of what we already
know about inclusive learning in cities. However, this publication’s
comprehensive overview of policies and practices, as well as its
rich discussions around the vulnerabilities at which these inter-
ventions are targeted, precipitates a more holistic understanding
of inclusion in cities. Inclusive lifelong learning means broadening
inclusive education in formal schooling to inclusive learning in

all modalities (formal, non-formal and informal), and expanding
cities’ responsibility for inclusion from the improvement of phys-
ical infrastructure to the cultivation of social inclusion across all
spheres and spaces, whether in the family, workplace, community
space, digital platform, or beyond.
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—>Sustainable learning
cities: Inclusion, equity
and lifelong learning

Introduction MICHAEL
OSBORNE AND
. . SERGIO
his chapter, written as a background paper for the fourth HERNANDEZ

International Conference on Learning Cities (ICLC 4), which PASCAL
focused on the theme of ‘Inclusion — A principle for lifelong ~ OBSERVATORY,
learning and sustainable cities, seeks to set out the underlyi NIVERSITY
earning and sustainable cities’, seeks to set out the underlying OF GLASGOW®
concepts that pertain to educational and social inclusion, equity,
lifelong learning and learning cities, linking these to the Sustain-
able Development Goals (SDGs) and their targets. Specifically, it
considers a specific set of vulnerable groups that have been de-
fined by UNESCO for the purpose of this analysis: migrants, young
people, the digitally excluded, people living in disadvantaged
neighbourhoods and slums, and the disabled.

Traditionally there have been two dominant themes associated
with lifelong learning. First, there has been a focus on the issue
of social justice and social inclusion. Particular groups have

been systematically excluded from educational opportunity by

6  Material within this briefing paper has, inter alia, been informed by the work of the Urban Big
Data Centre funded by ESRC grants ES/S007105/1 and ES/L011921/1; the GCRF Centre for Sustainable,
Healthy and Learning Cities funded by UK Research and Innovation (UKRI) grant ES/PO11020/1; and
the Strengthening Urban Engagement of Universities in Asia and Africa (SUEUAA) project funded

by the British Academy grant CI170271. The authors wish to express thanks to Peter Kearns, who
commented on an earlier draft of the paper, and Lisa Helps, Mayor of Victoria, British Colombia, for
her particular contribution.
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virtue of their social status, race and ethnicity, gender, disability

or geographical location. Many are disadvantaged in multiple
ways. Second, from an economic perspective, there have been
arguments that competition in a global market is compromised
because skills deficits exist, and that the role of lifelong learning is
to produce more well-qualified individuals for the labour market.
These themes are often and erroneously posited as being dichot-
omous. The concept of lifelong learning, while commonly used in
policy rhetoric, has also been subject to debate and contestation
as to purpose over the past three decades. A prominent argument
for lifelong learning is that it promotes social inclusion; alternative
conceptions have viewed it as a form of social control and as being
too tied to the development of human capital within the knowl-
edge economy.

Learning cities (and regions) have emerged as a vehicle to drive
place-based lifelong learning across the lifespan through formal,
non-formal and informal means. Learning cities and regions have
been conceived not only as a means to promote the inclusion of
disadvantaged groups, but also as a means to foster the develop-
ment of learning infrastructure to generate inward investment
and facilitate business development.

It is also important to set the concept of learning cities against a
number of other urban initiatives, including smart cities, edu-

cating cities and healthy cities, in order to argue for its distinc- Fa lr_ and
tiveness. ‘Inclusion’, in the context of education, refers to those eq Ul ta b l €
under-represented by virtue of policies of governments and SyStemS
institutions, and their individual and situational characteristics. should
‘Equity’ in this context suggests that systems of education and reflect the
institutions of learning should be fair in relation to access, provide nature
appropriate support upon entry, and create pathways to equita- of the

ble outcomes of the learning that is provided. Fair and equitable popu lation
systems should reflect the nature of the population served. served.’

We will therefore review a range of urbanization models around
the world and consider the approaches that have been taken at
city level to facilitate inclusion, linking these to the conceptual
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framework introduced below. We will thus contextualize ap-
proaches to providing learning opportunities for diverse groups

in urban settings in terms of regulatory and policy frameworks
(i.e. legislation, regulation, policy, governance, finance and fund-
ing) and the structural and functional diversity of the formal,
non-formal and informal learning system, a framework previously
adopted in analysing access to higher education (Osborne, Rim-
mer and Houston, 2015). Key aspects of approaches to learning are
(1) flexibility of the learning offer in terms of location (e.g. within
formal institutions, workplaces, communities and virtual means),
(2) mode (full-time, part-time, blended); (3) means of accredita-
tion; and (4) the extent to which learners are active co-construc-
tors of their learning programmes based on their own demands
and self-identified needs. We will draw from case studies of learn-
ing cities that are part of the UNESCO Global Network of Learning
Cities (GNLC) and which have received a UNESCO Learning City
Award, as well as from the PASCAL Learning Cities Network (LCN)’
and from the initiatives of other cities around the world.

We then look internationally at specificexamples of lifelong
learning policies and practices at city level (including within the
context of learning city initiatives) that are successfully addressing
the needs of vulnerable groups. We paid particular attention to
approaches that may have transferability to other contexts, bearing
in mind that many initiatives are place-specificand the dangers of
naive transnational borrowing of policies and practices. This will be
followed by a section that considers how data are gathered to as-
sess success, or otherwise, at local government level, and the moni-
toring mechanisms used by cities. This section will also address the
process and consequences of identifying vulnerable groups, and
the implications that collected data have for urban policies.

In the concluding remarks, we identify key issues and make recom-
mendations for policy-makers and practitioners who are seeking
to provide more equitable access to lifelong learning in urban
settings.

7 See http://Icn.pascalobservatory.org [Accessed 3 February 2021].
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A conceptual framework

Social inclusion, according to Bynner (2000), is a concept first
coined in France to describe how people with disabilities are
restricted in enjoying full citizenship and rights. He links social
inclusion to other concepts and attributes: risks, protection, vul-
nerability and resilience. The effect of these factors on life chances
are determined by a combination of individual and social factors,
and are further mediated by policies at institutional and govern-
mental level.

The concept of social inclusion is now used more extensively in
education to describe how individuals in certain communities
may encounter multiple forms of deprivation based on one or
more characteristics. Gale (2020) also invokes the case of France
when referring to the origins of inclusion in higher education from
the 1970s onwards, when advocates called for ‘an inclusive social
contract between the state and its citizens’. It is also important,
as Gale states, to distinguish between inclusion in education and
inclusive education. Inclusion in education refers to making exist-
ing provision more accessible to those who have been excluded,
whereas a system of inclusive education is responsive and adap-
tive to the excluded.

For Gale, inclusive higher education includes consideration of ‘how
students experience the higher education curriculum and which
knowledge is included and how different knowledges are posi-
tioned in relation to one another’. Such ideas in higher education
have also been expressed in terms of supply and demand by Mur-
phy (2002), the distinction being between creating new ways to
access existing provision and embracing structural, spatial, tem-
poral and curricular flexibility. This flexibility might be expressed
through a number of modifications of the institutional offer, such
as its mode, location and, in alternative forms of assessment, the
timing/accreditation of prior learning.

In compulsory schooling, a recent UNESCO (2017) guide, the
content of which was coordinated by Mel Ainscow, overviews the
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principles of an inclusive and equitable social system based on

a four-pronged model of concepts, policy statements, structures
and systems and practices. It contains case studies linked to each
element of this model from around the world.

Most inclusion models largely focus on responses of the formal
educational structure (schools, colleges and universities), and the
degree to which they respond to demands and needs of citizens.
Alternative conceptions focus on citizens working outside the con-
fines of institutional constraints. This may be manifest through
non-formal education or may be self-directed, wherein citizen
groups actively (co-)construct their own learning provision, with
or without institutional collaboration. Kane (2012), for example,
cites many forms of popular education in Latin America that are
associated with social movements, some of which have developed
extensive and highly organized education provision with varying
degrees of support from the state (the various Universidad Camp-
esina [Peasant University] groups are a good example of this).

Examples such as these, which are formulated on the empower-
ment of the poor and marginalized, are found elsewhere in the
world. Participatory Research in Asia (PRIA), based in India, is a
good case in point: it promotes participatory methods which team
individuals with organizations in order to transform relationships
between the excluded poor and those in positions of power and
authority.® PRIA's Engaged Citizens Responsive City (ECRC) project,
for example, partners local citizens with municipal authorities in
three Indian cities — Ajmer, Jhansi and Muzaffarpur —to improve
access to sanitation services at local level in line with SDG 6,
which calls on countries to ‘ensure availability and sustainable
management of water and sanitation for all’ (UN, 2015).° These
types of approaches require dialogue not just with city authorities
but recognition of the value of the indigenous knowledge particu-
lar to specific cultures and societies (Odora-Hoppers, 2002; Hall
and Tandon, 2013).

8  Tofind out more about PRIA's work, visit http://pria.org [Accessed 3 February 2021].

9 Toread more about the ECRC project, visit https://www.pria.org/featuredstory-establishing-
partnerships-between-civil-society-and-municipalities-to-achieve-sdgs-44-206 [Accessed 15 July
2019].
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Fitzgerald and Zientek (2015, p. 24) also make an explicit link
between community-engaged scholarship and learning cities/
regions. In Victoria, British Colombia, for example, the ethos of the
city is based on community-based learning opportunities, such as
citizens’ involvement in the way the local parks are designed and
in the development of the city’s four-year strategic plan. Regard-
ing the latter, one of the key learning opportunities is provided
through the City of Victoria Youth Council, one of Victoria’s learn-
ing city initiatives, and its participatory budget process, which is
led by youth with city support (see https://cvyc.ca/pb/).

But perhaps the Victoria’s most powerful learning initiative is its
reconciliation work with the Esquimalt and Songhees Nations, on
whose territory the city is built (see http://wwwuvictoria.ca/recon-
ciliation). An indigenous-led and indigenous-informed process, it
asks the city to rethink the very ways in which it governs. In late
2019, the city created the Victoria Reconciliation Dialogues in order
to bring the community into the conversation and to further its
community-wide reconciliation efforts. This work relates directly
to the city’s 20192022 Strategic Plan, namely Strategic Objective
2: Reconciliation and Indigenous Relations; 2019 Action 1: Create
the Victoria Reconciliation Dialogues (City of Victoria, 2019, p. 17).
It also draws on the Truth and Reconciliation Commission of Cana-
da’s Calls to Action (TRC, 2015).

For the purpose of this chapter, we consider the excluded to be in-
dividuals and groups that may be systemically under-represented
by virtue of policies and practices at various levels of government
(national, region and local) and of institutions. This may be as a re-
sult of their situational characteristics, which includes gender, race
and ethnicity, age, disability, migrant/refugee status, socio-eco-
nomic class/status, caste, location and access to digital resources.
The range of such factors that may impinge on social inclusion is
thus multifaceted and, in addition to those associated with poli-
cies and situation, we must layer personal psychological character-
istics and family/home circumstances. It is particularly important
to understand that that those who experience social exclusion
may do so for multiple reasons; for example, women and girls may
experience exclusion by virtue of their sex, but this may be accen-
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tuated by race, class, sexual orientation, disability and a range of
other characteristics. Furthermore, many of the labels attributed
to individuals assumes a homogeneity of experience; in the field
of education, for example, there is often reference to ‘minority
ethnic groups’ and their exclusion, but this is a broad-brush char-
acterization of many such groups, some experiencing exclusion
more so than others. It is therefore important that policies and
practices that seek to combat exclusion at city level are framed in
a holistic fashion, in terms both of those groups that are targeted
and in the domains covered. This holistic approach is advocated
for example in the PASCAL Observatory’s EcCoWell model that is
described later in this chapter.

When considering the social inclusion of young people in their
transition from school to work, Bynner and Parsons (2002) refer
not only to the influences of human capital (Becker, 1994), social
capital (Coleman, 1998), cultural capital (Bourdieu and Passeron,
1977), and biological and health factors, but also invoke identi-

ty capital (Coté, 1997). They argue that while the possession of
human capital, which is manifested in skills and qualifications,
serves as a protective factor against being excluded, this may not
be enough to secure a positive life course. Social capital (social
support networks and connections), cultural capital (the accumu-
lated collection of knowledge, behaviours and skills), and biologi-
cal and health factors also play an important role in determining
trajectories. Identity capital for Co6té (2002, p. 5) considers human,
social and cultural capital, and layers the opportunities and obsta-
cles that these create with individualized agentic potential.

For Bynner (2000, p. 21) the ‘social exclusion process ... is one of
predictability qualified by complexity... [with] ... no predictable
linear path from one kind of social exclusion outcome to another’
In other words, although certain circumstances provide a greater
likelihood of social exclusion, it is not inevitable and processes

of exclusion may be reversible. Thus, while we cannot ignore
long-standing barriers to inclusion that are structurally deter-
mined, and life circumstances which disproportionately affect
certain groups, nor can we ignore personal agency.
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This is, in part, where inclusion in education comes into play and,
later in the life course, lifelong learning opportunity. For UNESCO
and IBE (2008), inclusive education is ‘an ongoing process aimed
at offering quality education for all while respecting diversity and
the different needs and abilities, characteristics and learning ex-
pectations of the students and communities, eliminating all forms
of discrimination’, with a focus in particular ‘on those groups of
learners who may be at risk of marginalization, exclusion or under-
achievement’ (IBEFUNESCO, 2016).

The conception of social inclusion gains further momentum with
the globalization of information and knowledge, which has trans-
formed the concept of learning. We now inhabit a public realm
whereby, with the appropriate communications technology, much
of the information contained in libraries, archives and data banks
is available to all, independent of temporal or locational con-
straints (Aspin et al.,, 2012, p. 24). There is, of course, the matter of
digital inclusion —the huge caveat of who can access this informa-
tion —to which we will look at later.

The link between lifelong learning and inclusion in education is
long-standing and, in the twentieth century, was articulated by
Hutchins (1970) through the concept of the learning society — the
need for which, he argued, was down to the inadequacy of the

‘The conception of social

inclusion gains further
momentum with the

globalization of information
and knowledge, which has
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learning.’
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formal system to respond to the demands of rapid change, and
opportunities being limited to the privileged. He called for contin-
uous and inclusive education, and was one of the first to highlight
the role of the city in promoting this, citing the accomplishments
of ancient Athens, where education was not a segregated activity,
conducted for certain hours, in certain places, at a certain time of
life. It was the aim of the society. The city educated the man. The
Athenian was educated by culture, by paideia (ibid., p. 133).

The idea of the learning society was taken forward further in
UNESCO’s highly influential Faure Report (Faure et al., 1972),

and lifelong learning emerged as an approach to its realization
later in the decade. However, it was not long before the positive
connotations of learning throughout the life course as a means
forindividuals to self-direct and control their learning choices was
complemented by a critical discourse. Lifelong learning was also
associated with fears about the marketization and globalization
of education and the coercive forces of governments (see, for
example, Husén, 1986; Raggett, Edwards and Small, 1995; Jarvis,
2007). The positive connotations and emancipatory nature of
conceptions of the learning society were thus counterbalanced by
concerns about the use of lifelong learning as a control mecha-
nism of the state in its pursuit of economic imperatives.

Lifelong learning was a slow burner until the last decade of the
twentieth century when it became a significant policy driver for
education and training, notably after a second influential UNESCO
report, Delors (Delors et al., 1996), which explicitly was conceived
around ‘learning throughout life’ and four pillars of learning: to
know, to do, to be, and to live together.?® The concept has evolved
historically; it grew from notions such as ‘recurrent education’,
‘continuing education’, ‘adult basic education” and ‘lifelong edu-
cation’, but generally recognizes that learning is not confined to
childhood or to the classroom but takes place throughout life and
in a variety of situations (Carlsen, 2013, p. 311).

10 Seealso, among others, Bagnall, 2001; Boshier, 2001; Coffield, 2000 and Duke, 2001, for accounts
of the development of lifelong learning during this period.
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While in its early iterations lifelong learning was closely associated
with adult education and a concern with social purpose, arguably,
as Osborne (2003) suggests, in later incarnations it ‘lost any nar-
row definition around age, purpose or location’. In the twenty-first
century, lifelong learning has become synonymous with learning
across the lifespan, starting from the early years; related to all
spheres of life; and learning within various locations, including
the home, the workplace and in leisure activities. As such, it has
assumed a life-wide dimension. In other words, it is not confined
to formal schooling but takes place in multiple settings: at home;
in the community; on the playground; in workplaces, sports fields;
through mass media, play, conversation, debate, reading, writing,
teaching, problem solving, social participation, social services,
travel, ICT use, and so on (UIL, 2011, p. 45).

It would be difficult now to find a nation that does not have a
lifelong learning policy, at least in the form of an acknowledge-
ment that flexible learning opportunities should be provided to

all citizens from cradle to grave. More uncommon are countries
that have an overarching national lifelong learning policy or, even
rarer, legislation for lifelong learning. During the last decade,
lifelong learning has developed global resonance, having been
highlighted as a principal component of Sustainable Development
Goal 4 (SDG 4) of the 2030 Agenda for Sustainable Development:
‘Ensure inclusive and equitable quality education and promote
lifelong learning opportunities for all’ (UNESCO, 2016). The focus
of SDG 4 is on equitable access to learning at all levels throughout
the life course, and that this should be a universal aspiration for all
countries; this contrasts significantly with the preceding United
Nations Millennium Development Goals (MDGs) and the pre-2015
Education for All (EFA) agenda (UNESCO, 2000 and 2002), which
focused primarily on access to primary schooling, completion of
basic education, and a narrow definition of learning outcomes
concerned mainly with human capital development with a focus
on the Global South.

Yet, despite our current wide-ranging conception of lifelong learn-
ing, much of the policy rhetoric has been economistic, focusing on
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individual skills and employability and the need for individuals to
adapt to the demands of global capitalism. Morgan-Klein and Os-
borne (2007) speak of the notion of the ‘self-optimizing entrepre-
neurial self, found in lifelong learning discourses’, and, as a result,
policies have been without the power to adequately deliver social
inclusion or social cohesion. This is perhaps unduly pessimistic —
certainly in intention, social purpose has been at the core of many
lifelong learning initiatives, even if in parallel with the economic.
It would indeed be wrong to suggest social and economic imper-
atives are dichotomous; those who are socially excluded typically
identify improved economic outcomes for themselves, their family
and their community among the principal reason for engaging in
learning, as delineated in a recent report from the Government

of the United Kingdom of Great Britain and Northern Ireland (De-
partment of Education, 2018).

An early adopter of the term ‘life-wide learning’ was the European
Commission (EC) in its Memorandum on Lifelong Learning, which
suggested that the concept enriches the picture by drawing at-
tention to the spread of learning, which can take place across the
full range of our lives at any one stage in our lives. The ‘life-wide’
dimension brings the complementarity of formal, non-formal and
informal learning into sharper focus. It reminds us that useful and
enjoyable learning can and does take place in the family, in leisure
time, in community life and in daily work life (EC, 2000, p. 8).

As Regmi noted (2015, p. 135), the EC regarded lifelong learn-

ing as the most significant strategy for accelerating economic
growth, creating jobs and becoming the most competitive
knowledge-based economy in the world; moreover, there was an
acknowledgement that the purpose of lifelong learning goes be-
yond this vision and encompasses a humanistic perspective with
the goal of creating a better world by alleviating social inequalities
and injustices. The target for the EC was not simply to promote
international competitiveness by ‘producing a skilled and com-
petent workforce, but rather to strengthen cooperation, coordi-
nation and collaboration among the members of a community.
It emphasizes collectivism over individualism’ (ibid., p. 142). Thus,
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lifelong learning focuses on the identification and development
of learning opportunities in different contexts together with the
encouragement of non-participants to engage with such opportu-
nities (Rogers, 2006, p. 126).

‘Collectivism’ is in fact a thread within lifelong learning that is
found in other parts of the world. For example, a recent review

of community learning centres (CLCs) in Bangladesh, Indonesia,
Mongolia, Republic of Korea, Thailand and Viet Nam (NILE and UIL,
2017), which were carried out as part of the follow-up activities
of CONFINTEA VI in Asia and the Pacific region, turned up many
examples of local, often citizen-led and NGO-convened, collective
actions. Makino (2013, p. 446) has also argued that many Asian
learning city initiatives are based upon a community relations
model, and Preece (2009, 2011) draws on the African concept

of ubuntu and similar concepts that reflect a particular form

of ‘humanness’ that distinguishes African perspectives, which,
among others, have been inspired by Mahatma Gandhi and Julius
Nyerere.

But lest we become sanguine that economic perspectives are not
pervasive, Osborne and Borkowska (2017) cite many examples
from the Asia-Pacific region that also focus on economic impera-
tives. Some would even argue that the advent of lifelong learning
has been a backwards step. Han and Makino (2013) cite the case
of Japan, where, following the economic collapse at the end of the
1980s, lifelong learning shifted its focus from being about com-
munity building to an individualized model of the self-organizing
individual.

The EC, at the same time as it was developing its lifelong learning
policies in the late part of the twentieth century, was also among
the first supranational organizations to make the link between
lifelong learning and the development of place. It did this through
its work in Europe promoting the ‘learning regions’ concept, which
championed the idea of lifelong learning as a key driver for local
and regional regeneration. Furthermore, in its regional dimension
of lifelong learning (‘R3L) initiative, the Commission argued that,
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of all stakeholders, the most important are local and regional au-
thorities, and called for:the mobilisation of all ‘players’ involved in
ascertaining learning needs, opening up learning opportunities for
people of all ages, ensuring the quality of education and training
provision, and making sure that people are given credit for their
knowledge, skills and competences, wherever and however these
may have been acquired (EC, 2002).

In the city of Pécs, Hungary, the University of Pécs was an early ini-
tiator of learning region and learning city projects. It was a partner
in initiatives funded through the European Commission, including
EUROlocal (coordinated by the University of Glasgow) and R3L+
(coordinated by Ludwig-Maximilians University in Munich), and
facilitated the PASCAL Universities’ Regional Engagement (PURE)
projects in the South Transdanubian region. One of the recom-
mendations of these projects was that county and city authorities,
along with the region’s two universities, work together to create

a joint future action plan. An immediate outcome was the Pécs
Learning City-Region Forum, which laid the foundation for the
establishment of the Pécs Learning Festival in 2016 and the city
winning the UNESCO Learning City Award in 2017.

The first Pécs Learning Festival in 2017 involved 73 organizations
offering 141 programmes at 11 sites, which in turn attracted over
3,000 participants. One year later, in 2018, the festival welcomed
over 8,000 participants. The city has also worked to promote
adult learning, with informal courses enjoying considerable suc-
cess and scientific programmes attracting around 15,000 partici-
pants each year. Moreover, Pécs’ ‘senior academy’ project provides
more than 500 older learners per year an opportunity to improve
their skills and knowledge. Through a broad range of learning
activities and efficient administrative structures, the city has
succeeded in creating a shared culture of lifelong learning among
its citizens.

There are several historical accounts of the role of urban settings
as vehicles for learning. As Glaeser (2011) notes, ‘from classical
Athens to eight-century Baghdad to Nagasaki, cities have always
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been the most effective way to transfer knowledge between
civilisations’ (p. 24). Specifically, with relation to the learning
region, which pre-dates many learning city developments and
which derives from the regional innovation thinking of economic
geographers, Rutten and Boekema (2007) provide a comprehensive
overview, attributing Storper (1993), Florida (1995), Asheim (1996)
and Morgan (1997) with providing the foundations for the con-
cept. Asheim (2012) revisited this literature and summarized three
requisites for a learning region:

« Cooperation and collective learning in regional clusters and networks
in order to promote the innovativeness and competitiveness of firms
and regions;

« Asocially and territorially embedded, interactive learning process,
making knowledge the most fundamental resource and learning the
most important process;

« Regionally based development coalitions (ibid., p. 994).

Such perspectives are rooted in the aim to further economic devel-
opment, job creation and innovation, with the bonus of enhancing
social cohesion. They also underpin the link between learning
cities and entrepreneurship which has been promoted and ex-
tended by the PASCAL Observatory™ and the work of James, Preece
and Valdés-Cotera (2018). The same ideas can be found in some of
the cities that have received the UNESCO Learning City Award; for
example, administrators in Hangzhou, People’s Republic of China,
are of the belief that ‘the more the city does to create a thriving
learning environment for its citizens, the more educated and cre-
ative its workforce becomes. At the same time, more exciting job
opportunities become available as new and innovative companies
are established’ (UIL, 2017c, p. 47).

The learning city as a concept has commonalities with the
learning region, not least because both consider the economic
implications of place-based learning strategies. However, learning
city initiatives can be distinguished not simply by their implied
different geographical boundaries but by the consideration of a

11 This strand of PASCALs work can be found at http://pobs.cc/15j70.
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wider range of stakeholders, activities and purposes that extend
well beyond those that are economically instrumental (Longworth
and Osborne, 2010, p. 373). In revisiting the EcCoWell model devel-
oped by the PASCAL Observatory, a recent publication by Kearns
and Reghenzani-Kearns (2019) provides a comprehensive overview
of the breadth that underpins the concept of a learning city.

EcCoWell* explicitly calls for an integrated approach to learning
city development that acknowledges the interconnectedness of
environmental, economic, community, cultural, and health and
well-being factors as they impinge on learning. This approach

has expanded to incorporate other elements, including spiritual-
ity, and is found in two major initiatives of PASCAL: PIE (PASCAL
International Exchanges) and the PASCAL Learning Cities Network
(LCN).2 In this context, Kearns and Reghenzani-Kearns make a link
to UILs Cork Call to Action for Learning Cities of 2017, which is built
around the three themes of (1) green, healthy learning; (2) inclu-
sion and equity; and (3) decent work and entrepreneurship, and
which was inspired by the EcCoWell model within PIE, and to
SDGs 3,4, 5and 11. In terms of holistic factors that we might also
take into account are spatial dimensions (often ignored in the
learning literature), including the nature, cost and availability of
transport infrastructure (Thakuriah et al., 2020).

The City of Cork, Republic of Ireland, has sought to enhance its
citizens’ quality of life, including that of its migrant and refugee
population, by tackling challenges such as poverty, social exclusion
and unemployment through high-quality, local learning opportu-
nities. The Cork City Development Plan 2015-2021 contemplates
the importance of building human capital to stimulate the city’s
economic and social development while reaffirming its commit-
ment to ‘work with the education and training sectors in order to
meet the needs of existing and future businesses’ (UIL and NILE,
2015, p. 76). The city’s commitment to becoming an inclusive city
has been tangible since its first Lifelong Learning Festival in 2011.

12 Ec=ecology and economy; Co = community and culture; Well = well-being and lifelong learning
13 See http://pie.pascalobservatory.com and http://Icn.pascalobservatory.com.
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This now-annual celebration began with some 65 events over two
days but quickly became a week-long celebration and has grown
to now include more than 500 events over eight days. The festival
has also inspired replica events in cities such as Limerick (Ireland),
Burnaby (Canada), Wyndham (Australia) and Espoo (Finland),
among others.

Similar initiatives can be found on all continents and have been
reported in considerable depth in various parts of Africa (Walters,
2009; Biao, Esaete and Oonyu, 2013; Biao, 2019), Asia (Han and
Makino, 2013; Ju, 2011; Lee, 2013; Li, 2011; Osborne and Borkows-
ka, 2017), Australia (Kearns, 2015), Europe (Jordan, Longworth and
Osborne, 2014) and North America (Florida, 2008; Faris, 2005).
More recently, a number of case studies have been highlighted
by UNESCO (UIL and NILE, 2015; UIL, 2017c) for cities that have
received Learning City Awards.

Urban policy and planning

It is important to situate learning city development within the
broader debate of urban policy and development and to identify
the connection to sustainable development. In this section, we
assess urban policy needs at the local level. We also consider the
fundamental conditions for the implementation of learning city
initiatives and determine the most successful organizational
frameworks.

Sustainable development and cities

Sustainable development recognizes that eradicating poverty in
all its forms and dimensions, combating inequality within and
among countries, preserving the planet, creating inclusive and

sustainable economic growth and fostering social inclusion are in-

terdependent (UN, 2015). Urbanization can help drive sustainable
development; however, within cities, poverty and inequality are
at their most acute and, in lower- and middle-income countries,
rapid growth due in part to rural-urban migration poses challeng-
es of global proportions. As the Centre for Sustainable, Healthy
and Learning Cities and Neighbourhoods (SHLC) at the University
of Glasgow argues and demonstrates in case studies of 14 cities
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in Asia and Africa,’* responding to the dualities of urbanization
requires an understanding of the complex relations between sus-
tainable cities and a number of underlying factors, most notably
education and health. Sustainable cities depend to a considerable
extent on a population with the resilience and resources that
health brings, and on relevant learning. Equally, access to health-
care and quality education depend on the sustainable develop-
ment of cities and the neighbourhoods within them.

The unequal distribution of opportunities within an urban popula-
tion is of acute concern. Prosperity, for example, is often confined
to a particular group, with other sections of urban society facing
disproportionately high levels of poverty, violence and environ-
mental risk. Many global organizations focused on urbanization
agree that reducing inequality within cities is a priority. The rela-
tionship between place, learning, health and quality of life is well
documented in both developed (Fitzpatrick and LaGory, 2011) and
developing countries (Smit et al., 2014). Western models concern-
ing these relationships, however, capture neither the realities of
the Global South nor the significance of spirituality, and often
ignore the importance of health at the individual, family and com-
munity relationship level.

Global urban policies for developing countries tend to operate at
a very general level; research and understanding of urbanization
are fragmented and focus mainly on conditions in slum areas;
and sustainable development debates tend to emphasize the
physical and environmental aspects of urbanization on a macro
rather than micro scale. Moreover, international policy-makers
often know little about the specific social, economic and physical
structures of fast-growing cities in developing countries and how
they are changing, especially at the neighbourhood level. There
are many different types of urban neighbourhoods emerging in
fast-growing cities — some are successful and sustainable alterna-
tives to slum dwelling.

14 See http://www.centreforsustainablecities.ac.uk/research/case-studies for case studies of Dhaka
and Khulna in Bangladesh, Datong and Chonggqing in China, Delhi and Madurai in India, Batangas
City and Manila in the Philippines, Huye and Kigali in Rwanda, Johannesburg and Cape Town in South
Africa, and Dar es Salaam and Ifakara in the United Republic of Tanzania.
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When considering the implementation of learning city initiatives,
the varying circumstances of each city must be acknowledged.
Within cities, there may be great variation between neighbour-
hoods. Therefore, to provide effective learning opportunities, ‘each
country will have to develop its unique strategy, given the signifi-
cant differences that exist in the political, economic, social and ed-
ucational contexts’ (Bengtsson, 2013, p. 346). In this sense, ‘a learn-
ing city, town or region recognizes and understands the key role

of learning in the development of basic prosperity, social stability
and personal fulfilment, and mobilizes all its human, physical and
financial resources creatively and sensitively to develop the full
human potential of all its citizens’ (Longworth, 1999, p. 4). In the
era of urbanization, it is necessary to develop educational strate-
gies at the local level to provide citizens with improved learning
opportunities for their social development, especially for margin-
alized citizens in areas of deprivation.

Place is a vital element that informs educational opportunity.
Kintrea (2018) has comprehensively reviewed the literature con-
cerning place-based factors at the neighbourhood level. Others
—including (2016), who, in a meta-analysis of 88 studies in the
Global North, provide compelling evidence of the negative effect
of poverty —aimed to quantify the impact of living in a disadvan-
taged area on educational attainment.

Fundamental conditions and organizational structures

The implication of a particular setting on educational opportuni-
ty is conditional on many factors and can only be understood by
considering many variables. UILs (2013) framework provides clear
guidance on the three fundamental conditions for learning city
development: (1) strong political will and commitment; (2) gov-
ernance and participation of all stakeholders; and (3) mobilization
and utilization of resources. The third condition takes into account
regulatory and policy frameworks (i.e. legislation, regulation, pol-
icies, governance and funding) and the structural and functional
diversity of formal, non-formal and informal learning systems. The
first Global Report on Adult Learning and Education (GRALE) con-
sidered the extent to which appropriate existing policies facilitate
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increased participation in lifelong learning education and training
systems, concluding that ‘there are wide gaps between legislation,
policy and implementation, with weak relationships between for-
mal policy-making and practice’ (UIL, 2009, p. 29). Such reflections
are also important when considering initiatives framed under
learning city development.

Beyond these frameworks, it is important to consider existing
structures and the extent to which they can respond to the chal-
lenges of delivering provision that meets needs and demands. A
system may be structurally diverse in that it contains a range of
institutions, but may also be functionally narrow. Other obvi-

ous permutations exist. For example, we observe that in some
learning city developments, the policies are linked strongly to clear
legislation, either at a national or regional level. That is at its most
transparent in the Republic of Korea (ROK), where the Lifelong
Education Act of 2008 and the establishment of the National
Institute for Lifelong Education (NILE) has created a systematic
place-based learning city structure.

The NILE principle is that the development of lifelong learning
opportunities should be a collaborative effort among multiple
stakeholders at three geographical levels: provincial, city/county/
district, and town neighbourhood. Han and Makino (2013) note
that the policies in the ROK are designed centrally (by NILE) but
organized locally. NILE develops lifelong education programmes,
trains professionals, builds networks, supports local institutes,
operates the lifelong education system, and established a master
plan for expanding national lifelong education. NILE not only
promotes the benefits of lifelong learning nationally but also
encourages other countries and experts to embrace the lifelong
learning approach. To date, it has published four National Lifelong
Learning Promotion Plans to share its vision of lifelong learning
and help local and international authorities gain strategic insight.
The learning city initiative in the ROK has been so successful that
44 cities have so far joined the UNESCO GNLC and, in 2015, NILE
and UIL published Unlocking the Potential of Urban Communi-
ties: Case Studies of Twelve Learning Cities (UIL and NILE, 2015) to
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showcase good practice and lessons learned from cities around
the world.

The use of a particular form of institution to lead learning city
development is common, but it need not be a formal education
provider. For example, in Canada and Australia, the city library
has led coordination of developments in cities such as Edmonton,
Vancouver and Victoria in Canada, and Hume and Brimbank in
Australia (see Faris, 2004).

Frequently, however, interventions are instrumental. For example,
policy responses to youth unemployment tend to emphasize the
economic benefits of learning under the assumption that bet-
ter-educated countries also tend to be or become wealthier (Aspin
et al, 2012, p. 184). In many cities, lifelong learning is perceived as
a solution to problems that occur as a result of the processes of
modern industrialization, but there are many exceptions to this.
There are also notions of wider learning benefits, including health
and well-being, and environmental dimensions. This is illustrated
both in the Cities of Migration® network established by Ryerson
University in Toronto, Canada, which at its core seeks the building
of inclusive cities that engage a range of stakeholders in integrat-
ing urban migrants, and the Council of Europe’s Intercultural Cities
programme,'® which has sought to assess how cities can include
migrants and minority groups and treat them as an asset rather
than a threat.

Local implementation of lifelong learning in cities

In this section, we consider cases that focus on migrants, youth,
the digitally excluded, people living in slums and deprived neigh-
bourhoods, and people living with disabilities. However, we do
not restrict ourselves only to these domains; instead, we look at a
wide range of initiatives from around the world, including those
from cities that have received the UNESCO Learning City Award;
cities involved in PASCAL Observatory initiatives, including PIE and

15 See https://citiesofmigration.ca
16 See https://www.coe.int/en/web/interculturalcities/
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LCN; as well as cities invested in other projects, for example two
recent ones with a focus on global challenges.

The first of these projects is the Sustainable, Healthy and Learn-
ing Cities and Neighbourhoods (SHLC) initiative, funded through
investment (GBP 7 million) by UK Research and Innovation (UKRI)
through its Global Challenges Research Fund (GCRF). SHLC is coor-
dinated by the University of Glasgow and includes partners in sev-
en countries (Bangladesh, China, India, the Philippines, Rwanda,
South Africa and United Republic of Tanzania) in a major five-year
programme. The second is Strengthening Urban Engagement of
Universities in Africa and Asia (SUEUAA), which covers six cities

in six low-income countries: Sanandaj, Islamic Republic of Iran;
Duhok, Irag; Manila, Philippines; Dar es Salaam, United Republic
of Tanzania; Johannesburg, South Africa; and Harare, Zimbabwe.
SUEUAA is funded by the British Academy under the Cities and
Infrastructure programme of the GCRFY

In this section, we seek to illustrate how cities (whether designat-
ed learning cities or not) provide lifelong learning opportunities
for all ages and educational levels through formal, non-formal
and informal delivery mechanisms, using multiple and flexible
learning pathways, entry points and re- entry points (UIL, 2017b,
p.12). The approaches adopted by local governments to provide
lifelong learning opportunities vary significantly across countries
and regions, and, as we have previously argued, depend on the
institutional mechanisms, legislative frameworks, resources and
challenges identified by each city. Many innovations are holistic

in nature and organized centrally with local implementation at
the community level. In China, much like in the Republic of Korea,
a community education model is the basis for many learning city
developments. For Han and Makino (2013), this model has two
facets: on the one hand, it is a management tool to increase social
integration at the community level; on the other, it allows citizens
to utilize learning as a means to develop a sense of community
ownership and improve their quality of life.

17 See http://www.centreforsustainablecities.ac.uk and http://sueuaa.org
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In Australia, governments have harnessed the potential of com-
munity-based delivery to address the learning needs of disadvan-
taged, non-participant groups and to help redress skills shortages
and strengthen community cohesion (Aspin et al., 2012, p. 629). By
improving literacy and numeracy, the Council of Australian Gov-
ernments aims to increase skill levels among the existing working
population and to expand workforce participation, particularly
among targeted groups such as the long-term unemployed, older
people, and women (ibid., p. 633). Although unemployment rates
and skill deficits are major concerns in Australia, these are not the
only challenges to be tackled. In the City of Melton, a 2015 Learn-
ing City Award recipient, a Community Learning Board promotes
quality lifelong learning opportunities to improve people’s lives
and the community’s social and economic well-being (UNESCO/
NILE, 2015, p. 11). Apart from creating links between training
opportunities and employment, the board also aims to improve
access to learning for indigenous peoples, refugees, and people
with disabilities (ibid., p. 19).

Meanwhile, the megacity of Beijing, People’s Republic of China,
launched its holistic learning city programme as a concrete
response to the city’s economic, environmental, demographic and
social challenges arising from rapid urbanization and economic
development. The city authority had struggled to find solutions

to the severe environmental damage caused by Beijing’s dramatic
economic development; therefore, the aim of the programme is to
identify sustainable ways to achieve economic growth (ibid., p. 36).
Starting points for holistic learning city interventions differ. Using
environmental challenges as a basis, N'Zérékoré in Guinea, for
example, has developed strategies to create an integrative lifelong
learning-oriented environment, and ‘has set up designated activ-
ity zones across the city to inform and train the population about
environmental and public hygiene’ (UNESCO, 2017c, p. 84).

Lifelong cities and migration

Migration can be understood as a response to a wide range of
factors and circumstances that have an impact on the decision
to move. It may be transnational or internal. It is a vital urban
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issue, since most migrants are destined for cities, for it is in the
city that their human capital is most rewarded (IOM, 2018, p. 225).
Migration and urbanization are closely related, with the numbers
so high in some places that many cities are challenged to manage
the rapid growth of their populations (ibid, p. 227). Globally, there
are over 258 million migrants living outside of their country of
birth, of which 68.5 million are forcibly displaced migrants, includ-
ing 40 million internally displaced persons, 25.4 million refugees
(over half of whom are under 18), and 3.1 million asylum seekers
(UNHCR, 2018).

In Lee’s (1966) model, the reasons for migration have been catego-
rized as follows: environmental, economic, cultural and socio-
political. These areas can be viewed as being ‘push’ factors (rea-
sons that force individually to move due to the risk of staying) and
‘pull’ factors (aspects that attract individuals to move to access
better conditions). Examples of push factors include conflict,
drought, famine and war; pull factors include better economic op-
portunities, better housing and being in a peaceful area. A recent
analysis within the SUEUAA project (Azizi et al.,, 2019) considered
‘livelihood’, ‘conflict’ and ‘environmental’ migration, and provides
examples of urban responses.

Livelihood as a driver of migration is a response to the uneven-
ness of the development process, and is the norm in much of
Africa and South Asia, with a long history in many other coun-
tries (Siddiqui, 2005; McDowell and de Haan, 1997). Some of
this migration, when internal, is circular rather than linear, with
individuals moving back and forth from rural to urban settings.
However, for the most part, the shift is permanent and contrib-
utes to significant increases in cities’ populations. Conflict migra-
tion occurs when threats to security rise beyond the acceptable
level (Raleigh, 2011), and is shaped by political insecurity and
state fragility, with conflict causing economic underdevelopment
and state militarization. Meanwhile, adverse effects of global
warming and climate change (drought, desertification and rising
sea levels) lead to an increasing scarcity of resources and gen-
erally intolerable living conditions. These factors contribute to
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environmental migration. Livelihood, conflict and environmental
factors may combine, which increases the complexity of their
relationships with migration (Brzoska and Frohlich, 2016). For ex-
ample, conflict is often compounded by drought and other major
weather events, which exacerbate issues of food production and
livelihoods (IFPRI, 2018).

In terms of how migrants might be integrated into cities, there
are many initiatives around the world. The Cities of Migration
network provides examples of ‘good ideas™ for integrating
migrants, with cases presented alphabetically and by region from
Alaska to Wales. Cases in the realm of education include an-
ti-racism, intercultural education and school-to-work transition.
Meanwhile, the network’s Building Inclusive Cities (BIC) Learning
Platform considers 10 dimensions of inclusivity: economic, cul-
tural, social, health, education, political, civic, spatial, the role of
media, and the general welcome ability of municipal institutions
and public space.® Similarly, the Council of Europe’s Intercultur-
al Cities (ICC) programme provides examples of good practice

in integration and fostering diversity in Europe and beyond,?
and the Inclusive Auckland Framework® in the city of Auckland,
New Zealand, is an example of a comprehensive holistic urban
approach to diversity.

However, because of resource constraints, learning programmes
funded by governments for migrants tend to be limited to
language, cultural and employment training, while the broader
educational needs of this group have been largely ignored. The
examples that follow show forms that urban educational inter-
ventions for migrants might take, such as training, validation of
qualifications, maintenance of identity, celebration of diversity,
and addressing indirect effects.

18 See http://citiesofmigration.ca/good-ideas-in-integration/view-all-good-ideas/.

19 See https://citiesofmigration.ca/building-inclusive-cities/overview/#:~:text=The%20Building%20
Inclusive%20Cities%20(BIC,%2C%20civic%2C%20spatial %2C%20the%20role

20 See https://www.coe.int/en/web/interculturalcities

21 See https://fyi.org.nz/request/8712/response/29007/attach/html/4/Inclusive%20Auckland%20
Framework.pdfhtml.
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Training provision

Some cities have created specialized institutions offering formal
training to migrants. For example, the city of Hangzhou in the
People’s Republic of China launched a particular form of vocational
high school, the ‘migrant college’, which ‘enables migrant workers
to obtain professional qualifications, helping them to integrate into
society’ (UIL, 2017d, p.17). In Hangzhou, migrant adults can attend a
migrant college and participate in specific training workshops and
courses created to meet the requirements of potential employersin
the city. ‘Learners who pass these courses receive an adult vocation-
al high school qualification and professional certificates. Over the
past five years, 128,500 people have obtained these dual certificates’
(UIL, 2017c, p. 49). As part of the initiative, children of migrants are
enrolled in the formal education system as standard students. By
participatingin training activities and specialized courses, ‘learners
who pass these courses receive an adult vocational high school
qualification and professional certificates’ (ibid.). Because of its
efforts to provide ongoing learning opportunities for all its citizens,
Hangzhou received the Learning City Award from UlLin 2017.

Migration has transformed the vision and composition of many
cities all over the world, and challenges exist in both economically
developed and poorer countries.

Validating prior learning

One of the major challenges faced by external migrants is recog-
nition of their qualifications, and “finding ways of validating prior
learning (both formal and non-formal learning) has been recog-
nized as a tool for facilitating and promoting migrant inclusion in
the labour market’ (Morrice, Shan and Sprung, 2018, p. 130). The
VINCE (Validation for Inclusion of New Citizens of Europe) project,
funded by the European Commission, provides many examples
and testimony from migrants and refugees on Europe’s role in
validating prior learning (VPL) across the EU and beyond. One
good example of VPL highlighted by VINCE is the work of Lisbon
City Council’s Qualifica Centres in Portugal, which use methods
based on Paulo Freire’s ([1970] 1994) Problematizing Pedagogy and
Marie-Christine Josso’s (2000) Histoire de Vie to set learning in the
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context of critically understanding the world and acknowledging
life choices and experiences.?

Maintenance of identity and celebration of diversity

In some cities that have received a UNESCO Learning City Award,
we see a focus on migration issues. For example, in Finland, the
city of Espoo’s lifelong educational services plays a special role in
helping immigrants settle into society while maintaining their
own cultural identity (UIL and NILE, 2015, p. 61).

One of the first cities to receive the UNESCO Award was Cork in
Ireland, the population of which has changed significantly over
the past few years, due mainly to a dramatic increase in the
number of people coming from Africa and Eastern Europe. Inte-
grating these migrants into the city’s life constitutes a significant
challenge for local authorities. (ibid., p. 75). The city therefore has
taken comprehensive steps to improve the quality of life for all
citizens, including its migrant and refugee populations, and to
tackle the causes of social exclusion, such as poverty and unem-
ployment. Cork was the first Irish city to become a member of PIE,
leading to its adoption of the EcCoWell, which promotes creative
means of integrating thinking and planning across the fields of
economics, the environment, health, learning and social inclusion
(ibid., p. 77). Moreover, the city’s Lifelong Learning Festival, hosted
yearly since 2011, is a symbol of its long-standing commitment to
inclusive learning (Kearns et al., 2013), and includes a wide variety
of intercultural workshops and courses targeting this group on the
basis that ‘migrants from all parts of the world bring richness and
diversity to the city’ (Cork Lifelong Learning Festival, 2019, p. 32).

Addressing indirect effects

In Manila, the capital of the Philippines, the SUEUAA project has
identified a number of university activities developed as a result
of needs assessments. Philippine Normal University, for example,
offers literacy for informal settlers of the Baseco Compound in
the areas of Tondo, Pandacan and Santa Ana at the city’s harbour.

22 See https://vince.eucen.eu/wp-content/uploads/2018/06/VINCE-VPL-Prize2019_Lisbon-PT_
FINALIST.pdf [Accessed 15 July 2019].
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Mapua University, in collaboration with the city’s Urban Settle-
ments Office, has designed a reclamation settlement for informal
settlers in Tondo, Manila’s most densely packed slum district. De
La Salle University has assisted the Manila Traffic and Parking
Bureau in solving the heavy flow of traffic along the metropolitan
area’s Taft Avenue — a problem in part related to internal migra-
tion. St Scholastica’s College has established a programme, From
Streets to Strings, to teach street children how to play the violin;
it also offers temporary lodgings for street families, enabling
them to cook, bathe and wash their clothes. Adamson Univer-
sity has developed a chemical compound to clean the capital’s
waterways; this will benefit the city as a whole and especially the
informal settlers who live along Manila’s creeks. The Technolog-
ical University of the Philippines offers technical and vocational
courses for informal settlers in Ermita and Balic-Balic, while Far
Eastern University offer peace literacy and livelihood projects

to informal settlers in Sampaloc in the northeast of the capital.
This is not an exhaustive list of activities, but it illustrates that
the work of formal education in urban development can go well
beyond the mere provision of learning opportunities and can
address the indirect effects of urbanization, including environ-
mental degradation.

Learning cities and young people

In many parts of the world, youth unemployment is the focus of
lifelong learning initiatives. According to Mourshed, Patel and
Suder (2014), the issue of youth unemployment is most severe

in Europe, the Middle East and North Africa, while, in Europe, it

is attributed to economic downturn from 2008 onwards. In the
Organisation for Economic Co-operation and Development (OECD)
countries,? it was estimated that, in 2015, some 40 million young
people —or around 15 per cent of these countries’ 15- to 24-year-
olds —were not in employment, education or training (NEET).
Other initiatives, such as that of Inoue et al. (2015) for the World
Bank, have focused on sub-Saharan Africa, where almost 50 per

23 For a list of OECD countries, visit https://www.oecd.org/about/document/ratification-oecd-
convention.htm
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cent of 12- to 24-year-olds (around 89 million people) are not in
education or training.

Rates of unemployment are very high in some countries: in
Greece, for example, the unemployment rate was 55 per cent in
2013. At the same time, employers claim difficulty finding desired
skills among young people, and, according to Mourshed, Patel and
Suder (2014, p. 20), this phenomenon is more common in coun-
tries with the highest unemployment rates, such as Greece. When
examining individual countries more closely, it becomes clear
that, just as with many other phenomena pertaining to learning,
national statistics disguise detail within individual cities and
regions, and that there are huge disparities between nations. In a
recent study in the United Kingdom of Great Britain and Northern
Ireland, Crowley and Cominetti (2014) point out that the high lev-
els of youth unemployment in places where previous generations
relied on traditional industries, such as coal mining and textiles,
have largely disappeared. They also point to factors that affect
particular cities:

Cities will experience distinctive challenges which may result in higher
levels of youth unemployment. These may include too few appren-
ticeship places to meet demand; poor careers advice and guidance; a
lack of targeted employment support for those not claiming benefits;
a lack of suitable public transport infrastructure; and poor skills levels.
(ibid., pp. 3—4)

Here, we can observe arguments for a place-based approach
reflecting the challenges experienced in one location but not
another. Issues that pertain to young people are reported in many
of the cities that have received a UNESCO Learning City Award.

In Villa Maria in Argentina, for example, the city ‘pays particular
attention to vulnerable young people, offering new opportunities’
(UIL, 2017c, p. 18), and Camara de Lobos on the Portuguese island
of Madeira, with its high proportion of young people, reports
‘initiatives ... to help young people from poor neighbourhoods
integrate into society. Equipa de Rua (Street Team), for example,
focuses on young people with drug addictions or family issues,
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while Esc@Up supports them in their studies’ (ibid., p. 139). In the
UK city of Bristol, the mayor ‘has made a commitment to provide
work experience placements and apprenticeship opportunities for
every young person in Bristol who wants one’ (ibid., p. 169).

The primary aim of the city of Contagem, Brazil, is to foster com-
munity development and social cohesion by providing learning
and training opportunities for its citizens. It is one of the most im-
portant industrial cities in Brazil and faces significant challenges
in terms of providing suitable routes for its citizens to participate
fully in the labour market. One of its main imperatives is tackling
the challenges of vulnerable young people. To address poverty,
unemployment and violence, the city has implemented a project
wherein teachers are trained to be ‘community speakers’, i.e. local
ambassadors to connect with vulnerable groups, mostly youths,
strengthening social cohesion and building a bridge between com-
munities and schools. These educators visit the families of young
students in socially vulnerable situations to search for solutions
to the major problems faced by young people in the community.
These community speakers share their knowledge by visiting their
students’ families and community leaders, and by participating

in social activities related to the school community. This cooper-
ation enabled shared actions concerning health, education and
the provision of safety equipment to improve the quality of life of
children and adolescents’ (ibid., p. 24).

In sub-Saharan Africa, Inoue et al. (2015, pp. 76—95) provide a
comprehensive account of the various forms interventions to
address the issue of out-of-school youth can take, classifying them
as three ‘entry points’, they are (1) retention in school of at-risk
youth; (2) remediation through formal or alternative education;
and (3) integration into the labour market. Strategies to improve
retention vary, and many focus on financial aid, including condi-
tional and non-conditional cash transfers to households. The most
extensive example is the South African Social Security Agency
(SASSA) child support grant, available to lower income households,
which, according to Case, Hosegood and Lund (2005) has improved
school enrolment significantly.
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The sub-Saharan African region also offers alternative pro-
grammes to create second-chance opportunities to receive basic
literacy skills, often through the non-formal sector. Examples
include the USAID/Liberia Advancing Youth Project for alternative
education and Ethiopia’s Community Based Non-formal Liveli-
hood Skills Training for Youths and Adults in Selected Regions of
Ethiopia (EXPRO) programme. The latter combines basic literacy
training with soft skills and entrepreneurial skills development.

There are also a multitude of workforce development pro-
grammes in the region, but, according to Inoue et al. (2015, p. 91),
many of the national programmes are not successful —though
they do cite the success of Uganda’s Youth Opportunities Pro-
gram. One of the major challenges in workforce development
programmes is finding financing for self-employment and
entrepreneurship. Often, the only option is informal economies.
Although this is not an issue addressed extensively in accounts
of African learning city development, it is a strand of activity in
other parts of the world.

Indeed, the issue of young people and entrepreneurship in the
context of learning city development was incorporated in the
Cork Call to Action for Learning Cities (UIL, 2017a). Further, in a
PASCAL briefing paper, Kearns (2018) provides a succinct account
of not only entrepreneurship’s link with business development,
but also where it can contribute to building ‘a mindful learning
culture in communities’. Mugione and Penaluna (2017) offer six
implications for developing youth entrepreneurship in learning
cities, and Kearns himself, based on his observations in the city of
Brimbank in Australia, has suggested how a strong youth centre
can be a hub for such development. Furthermore, one of the
main objectives of the megacity of Sao Paulo, Brazil, is to pro-
mote entrepreneurial skills among young people and vulnerable
populations. Here, as in other cities, entrepreneurship is viewed
widely as a solution for creating job opportunities for many tar-
get groups, including women (James, Preece and Valdés-Cotera,
2018).
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The young or the old, or intergenerational approaches?

Although we strive to combat the challenges faced by young peo-
ple, we cannot forget about those at other stages of life. Countries
with rapidly ageing populations must also focus on those in the
third age. Issues of social isolation and the clear link between
learning in later life and health and well-being are compelling
arguments for making provision available to older people, and
there are concomitant benefits for all, including potential savings
in healthcare. Japan, with 28 per cent of the population now aged
65 or over®, has adopted lifelong learning practices to revitalize
local communities facing the consequences of this demographic
change.

Since as early as 2000, over half of the cities in Japan with a
population exceeding 100,000 have a ‘citizens’ university’, a

term describing a range of institutions operated by the state,

the non-formal sector or by citizens themselves (Tanaka, 2000).
These universities offer what the Japanese describe as shakai
kyéiku (social education), a term that was in use before ‘lifelong
education’ became popular. The citizens’ universities in Japan are
place-based, making them particularly relevant for learning city
development. We also observe similar initiatives for older people
in other parts of the world. The Korean city of Suwon, faced with
an ageing population, has developed ‘two innovative participatory
school projects, one focusing on senior citizens and their learning
needs, and the other focusing on intergenerational and cross-top-
ical education for all’ (UIL, 2017c, p. 145). In this city, which also
received a UNESCO Learning City Award, it has been reported that
these initiatives have been successfully adopted by the citizens,
who participate intensively in all activities designed for them. Par-
ticipant numbers have more than doubled between 2011 and 2017,
which has had a very positive impact on the city.

However, in many parts of the world, the question of whether
to focus on the younger or older generation in the face of ma-
jor economic constraints presents difficult policy choices. With

24 See https://data.worldbank.org/indicator/SPPOP.65UP.
TO.ZS?end=2020&locations=JP&start=1960&view=chart (Accessed 14 October 2021)
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restrictions in public expenditure, the argument with greatest
resonance suggests that early intervention has the greatest long-
term economic and social benefit. Therefore, for the most part, it
is the young who benefit the most, although even the investment
in them is often inadequate. In cities such as Dar es Salaam, in the
United Republic of Tanzania, for example, Moshi, Msuya and Todd
(2018, p. 37) highlight in an SHLC paper the cooperation between
the public and private sectors as well as with NGOs in skills de-
velopment to maximize opportunities for the burgeoning youth
population. ‘Such opportunities were recognized as a means of
alleviating poverty and making youths recognized by local govern-
ment authorities’ (ibid., p. 88). Unfortunately, however, there is a
lack of learning opportunities for older adults for whom education
is critically important in the face of poverty, deprivation and poor
access to healthcare (Mwaikokesya and Mushi, 2017).

Learning cities for the digitally excluded

Educational opportunity has changed with the advent of modern
information and communications technologies (ICTs). As a result,
there are many more ways for individuals to manage their own
learning in a variety of contexts throughout their lifetimes (Shar-
ples, 2000, p. 178; Rashid et al., 2013). The World Economic Forum
(WEF, 2016, p. 11) summarizes that potential well:

Technology holds enormous promise to help foster twenty-first
century skills, including social and emotional skills. It can personalize
learning, engage the disengaged, complement what happens in the
classroom, extend education outside the classroom and provide access
to learning to students who otherwise might not have sufficient edu-

cational opportunities.

New forms of literacy, artificial intelligence, smart city develop-
ment and the automatization of processes represent an enormous
challenge for education policy-makers across the globe. The risks
and difficulties affecting labour markets and social inclusion have
created new imperatives. Lifelong learning is seen as a potential
tool to tackle the inequalities that have emerged. Governments at
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local, regional and national levels around the globe have been ad-
justing and renewing education systems to keep up with techno-
logical developments. Previous generations have also appealed for
education to be armed to face economic exigencies and challeng-
es provoked by technological development (Aoun, 2017, p. 6), but
the current challenges and opportunities are greater than ever.

Amartya Sen (2001) argues that the capacity to be educated
provides citizens with the possibility of freedom to achieve what
they consider valuable. The development of ICT skills has become
fundamental since it empowers all citizens, including those in the
third age, and reduces their risks of exclusion from social, econom-
icand cultural life. These skills can be acquired in the context of
traditional learning initiatives, namely on-site activities, but also
through targeted learning courses based on social networking
(Trentin and Repetto, 2008, p. 189).

The opportunity for vulnerable groups to develop technological
and communication skills represents the potential for a better

life — but there is a downside. There are risks of new digital divides
in terms of access to emerging technology and suitably literate
training. Historically, this divide has been posited in terms of class

‘'The development of

ICT skills has become
fundamental since it
empowers all citizens,
including those in the third
age, and reduces their risks
of exclusion from social,
economic and cultural life.
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and race, with a particular concern for those living in remote and
rural locations. There are geographical dividing lines between
‘developed countries and developing countries’ and ‘urban areas
and rural areas’ (Kos-tabedowicz, 2017, p. 197). Furthermore, tech-
nologically driven smart city developments that neglect the social
dimension and the involvement of citizens in planning processes
are likely to exacerbate exclusion (Borkowska and Osborne, 2018).
The work of Manchester and Cope (2019) in the UK city of Bristol
also addresses issues of citizen participation and learning in the
context of co-designing a smart city.

There are however examples of positive developments at re-
gional and city levels. In Larissa, Greece, a UNESCO Learning City
Award recipient, there has been promotion of ‘intergenerational
exchange between young people and senior citizens, as well as
specific courses designed to familiarize the latter with computers
and modern technologies’ (UIL, 2017c, p. 76). At the regional level
in Italy, the Institute for Educational Technology of the National
Research Council (CNR-ITD) implemented the project Informatica
per la Terza Eta (ICT for the third age). Initiatives have been organ-
ized as part of an experimental five-year programme in the Liguria
region aimed at introducing the basics of ICT to people aged 60+.
The programme is aimed at developing two specific skills: (1) the
optimum use of search engines for information and resource
retrieval, and (2) the establishment and management of web
services based on social networking (Trentin and Repetto, 2008,

p. 190). Through this programme, participants acquire awareness
and ‘achieve mastery thresholds that make them digitally literate,
and hence more able to participate in and contribute to innova-
tion processes taking place in present society’ (ibid., p. 198). In Fin-
land, the city of Espoo, another emblematic UIL prize-winner, has
launched strategies to foster the integration of older people into
the world of technology and communications. The city believes
that older people must develop essential skills for living in the
digital world; it has therefore organized small-scale workshops in
city libraries where young students teach older people how to use
ICT tools (UIL and NILE, 2015, p. 61).
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As urban centres become increasingly ‘smart’, citizens are em-
powered through active and democraticinclusion in all stages of
development and implementation of technological change (Riva
Sanseverino, Riva Sanseverino and Vaccaro, 2017; Dameri, 2017).
The city of Amsterdam in the Netherlands provides one of the

best examples of citizen engagement within smart city develop-
ment.” The initiative brings together local communities, innovative
companies, knowledge institutions and the public (the ‘quadruple
helix’) on one platform to shape the development of the city collec-
tively. Itis open to anyone, underpinned by the fact that the city has
opened its data to online access. The city also assesses issues raised
by citizens through an incubator, StartupAmsterdam, and creates
related challenges for start-up companies to solve using city data.
The city is now considering moving from a smart city version 2.0,
where development is led by the city rather than by technology
providers, to smart city 3.0, a phase in which citizen co-creation is
enabled by the city and technology (MacPherson, 2017).

Learning cities can also assist neighbouring rural populations.
Access to high-speed broadband internet in rural European areas
is considered a determinant area for action. Specifically, one of
the action areas in the European Commission’s Digital Agenda

for Europe is to ‘guarantee universal broadband coverage with
increasing speeds’, and it argues that ‘wireless (terrestrial and sat-
ellite) broadband can play a key role to ensure coverage of all areas
including remote and rural regions’ (EC, 2010, p. 19).

Many UNESCO Learning City Award recipients demonstrate the
commitment of local authorities to providing digital literacy in
rural and marginalized areas and acknowledge that citizens in
rural areas are more vulnerable to becoming digitally excluded.
In Beijing, China, for example, along with the creation of digital
libraries and community education websites, ‘more than 300 dis-
tance learning facilities have been provided in more remote
suburban districts. Full use is being made of the latest technolo-
gy to launch distance education in rural areas. In addition, each

25 See https://amsterdamsmartcity.com [Accessed 19 July 2019].
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government department in the region has created its own digital
learning space’ (UIL and NILE, 2015, p. 41). The Argentinian city

of Villa Maria, meanwhile, has launched several initiatives and
strategies to ensure universal access to a wide array of learning
opportunities based on the use of technology libraries. The bibli-
omdviles, mobile libraries, provides services to the city’s urban and
rural districts and offers a range of technology-driven recreational
activities (UIL, 2017c, p. 20). Giza, in Egypt, has made similar efforts
to reach remote marginalized and rural sectors. In collaboration
with local NGOs, authorities provide learning opportunities and
skills to citizens, focusing mainly on literacy. Finally, the case of
Hangzhou, China, stands out in the provision of learning opportu-
nities in rural areas: the city has worked with galleries, museums
and cultural centres to establish free access to physical and digital
learning platforms. ‘This thriving learning and cultural environ-
ment created by the city of Hangzhou has fostered the develop-
ment of digital and creative industries, boosted the city’s overall
economy and contributed to the well-being of all of its citizens’
(ibid., p. 44).

In Glasgow, UK, there is a clear relationship between the city’s
commitment to becoming a learning city and its digital strategy
and policy on digital inclusion (Glasgow City Council, 2018, p. 30),
which recognizes the multiplier effect of exclusion on access to
other services. A number of interesting actions pertaining to in-
clusion are found in the digital strategy among a much wider and
comprehensive set of actions. Examples include:

« ‘... the Digital Resilience Group is developing work to include care-ex-
perienced young people and linking it to work with looked-after
older people...” (ibid., p. 31);

« ‘... development of training programmes to develop digital agility for
community workers supporting adult literacy and numeracy services,
English for Speakers of Other Languages programmes, adult learning
and youth services’ (ibid., p. 31)

Significantly, the workin digital inclusion is linked explicitly to
the city’s Community Learning and Development Plan, which is
statutory, mustinclude partnership and must be agreed upon with
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government. The Community Empowerment (Scotland) Act of 2015
presents potential for further bottom-up developmentand has sug-
gested thatthe opinions and needs of communities be expressed
through local community councils (Scottish Parliament, 2015).

Learning cities, slums and deprived neighbourhoods

All cities in relative terms have deprived neighbourhoods, though
those with rapidly expanding populations and massive inward mi-
gration face the biggest challenges. What constitutes a deprived
area will vary from country to country, and the sophistication

of metrics used to determine whether a place is deprived also
varies. Slums are a form of urban settlement where deprivation is
extreme. UN Habitat defines slums as informal and often illegal
housing, within which there are unhealthy, overcrowded, unsta-
ble and often unsafe homes with limited access to basic services
such as water, electricity and gas, and with no rights of permanent
residence.”® These infrastructure and health issues combined with
lack of security and the threat of violence lead to unimaginable
challenges, and one clear consequence thereof is a lack of educa-
tional opportunity. The examples of initiatives in Brazil and Egypt
described below do, however, provide some directions for cities

to take. We might think that slums are the preserve of the Global
South, but there are arguments that slums are returning in some
developed countries following the global economic crisis and the
introduction of austerity measures.

In relation to measurement, there are countries with a long
history of collecting area-based data concerning deprivation. For
example, in England, UK, local measures of deprivation have been
collected since the 1970s and, after many decades of development,
the recent English Indices of Deprivation 2015 contains 37 separate
indicators, organized within seven domains of deprivation (income
deprivation, employment deprivation, health deprivation and disa-
bility, education skills and training deprivation, barriers to housing
and services, living environment deprivation, and crime). These are
combined, using appropriate weightings, to calculate the Index of

26  See https://www.habitatforhumanity.org.uk/what-we-do/slum-rehabilitation/what-is-a-slum/
[Accessed 18 August 2021].
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Multiple Deprivation 2015 (IMD 2015), which allow the country to
