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Preface
Interest in the comparative study of adult education has been growing in many parts

of the world since the first conference on comparative adult education heldat Exeter,
U.S.A. in 1966. This interest was given further impetus by metings held at Pugwash,
Canada in 1970, Nixdborg, Denmark in 1972, Nairobi, Kenya in 1975, Oxford,
England in 1987, Rome, Italy in 1988 and lbadan, Nigeria in 1991.

A number of international enanizations, ameng those Unesco, the International
Bureau of Education, the International Congress of University Adult Education, the
European Bureau of Adult Education. O.E.C.D., the (now defunct) European Centre
for Leisure and Education, the Council of Europe, and the International Council for
Adult Education have contributed their share.

A growing number of universities in all five continents established courses in
comparative adult alucation. Many other universities encourage students to deal with
comparative study or with the study of adult education abroad in major papers and
theses. The literature in this area has increased considerably since the early I 960s both
in support and as a result of this university activity. A number ofv aluable bibliographies
were published, cataloguing the growing wealth of materials available in a number of
languages.

Most of the literature available on adult education in various countries can still be
found primarily in articles scattered throughout adult education and social science
journals. Until a few years ago there was no commercial publisher enticing researchers
to submit manuscripts of monographs dealing with comparative and case studies of
adult education in various countries, even though the need for such a publishing
venture was stressed at a number of international meetings. It was with the intent to
provide such service to the discipline and the field of adult education that the Centre
for Continuing Education at The University of British Columbia, in cooperation with
the International Council for Adult Education, decided in 1977 to publish a series of
Monographs on Comparative and Area Studies in Adult Education.

In 1984 a major English publishing house in the field of education, Cmom Helm,
decided to establish a new series, the Croorn Helm Series in International Adult
Education. Dr. Peter Jarvis of the University of Surrey, an internationally recognized
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scholar and noted promoter of publishing in international adult education, was
appointed editor of this new series. A number of volumes have been published in this
series since 1984 and have enriched the literature in this important field. The series has

been taken over by Routledge and is now published as International Perspectives ea

Adult and Continuing Education.
One of the major deficits in English-language publishing on adulteducation is the

dearth of materials translated from other language& This makes much of the
significant work of our colleagues who work in languages other than English
inaccessible to all but a handful of adult education researchers andFactitioners in the
English-speaking world. We have auempted in a small way in this series ofmonographs
to contribute towards filling this gap in the hieranire of adu'..! °Alucation.

We are now pleased to bring out as the seventeenth volume in the series Adult
Education iruhe FederalRepublicofGermany: ScholarlyApproaches andProfessional
Praaice, prepared by the faculty members in the Department of Adult Education at
the University of Bremen, edited by Wilhelm Mader and very ably translated by
Martin Haindorff. This volume offers the English-speaking reader an impwant
opportunity of insight into the development of the conceptual basis, scholarly inquiry
and professional practice of adult education in West Germany from the end of the
Second World War to the recent German unification. It supplements inform gion
contained in a previous volume in this series, Adult Education in Federal Republic
of Germany by Joachim H. Knoll (1981), and in Adult Education in West Germany in
Case Studies, edited by Jost Reischmann and r,iblished by Peter Lang (1988).

We hope that this joint effort between the University of Bremen and TheUniversity
of British Columbia might spur on further translations and publishing, not only from

the German language.

Iindra Kulich
General Editor
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Adult Education
in the Federal Republic of Germany:

Scholarly Approaches and
Professional Practice



Introduction
Wilhelm Mader

It was in 1969 that a formal degree program in adult educatien was established in the
Fixkral Republic of Germany, thus providing for a pmfessional training in the field
of adult education practice leading to aDiplom. The necessity for the development of
a "scierax of adult education" with its own polile and delineation, independent of any
other studies, arose only after such a university study course had been established,
although the theory and practice of adult education had, of course, been the subject of
scholarly studies long before within the earlier ckpamnerus of pedagogy, psychology.
imsociology. However, no independent field of adult education hut sprung fmn them.
Indeed, in Germany the first university courses few adult education were introduced
decwles after a long history of practical adult education, and prior to the development
of any true xience of adult education. The developmem towards a "science" and the
professional training for adult education accordingly went on simultaneously.

INventy years after laborious endeavours to establish a science of adult education
in the Federal Republic of Germany, scholars and experts of the Deutsche Gesellschaft
far Erziehungswissenschaft (German Association for Education Science) ventured a
diagnosis of the actual situation (1988): "A first 'lose look at our novel discipline
seems to reveal thai it has incurred the virus of "atomization" or not to have grown
ow of fragmentation at all. Connections are barely visible. Is this drifting apirt the
expression of individual self-assertion at privileged university posts including
competition among scholar and scieraists? Or is it rwher a sign of creative
pluralism? What would be the conditions and reasons for a collaborative progress in
our field?" (Gieseke et a1,1989:1).

Faced with such a diagnosis, the question which the ontributors sought to answer
was whether the development of adult educatiun as afield of social practice on the one
hand, as a field of scholarly research and theory on the other, can effectively be
describedonly by the variety of ideas and the plurality of practice. Certainly, the essays
presented in this volume do not give unequivocal answers and evidence once more the
fragmented developments in the past history of the Federal Republic t)l- Germany, hut

I 4"
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they da look purposefully for continuities among discontinuities. for structures among
fragments, foe signposts on Ow educational landscape.

The idea for such a collective publication was suggested in camection with the
editor's research stay at the University of British Columbia, Vara:Duvet, in 1986. The
common view, based upon the experiences of many a colleagues was that German
educationalists publish little in English, and English-speaking scholars seldom refer
to the German literature of the field. Not much is known at American or Canadian
colleges and universities about the current status of adult educatkas in Germany, but
much mete and in English language about developments in other European
countries (cf. Charters & Siddiqui, 1989). What with the close ties of education with
its application, there was, moreover, little incentive for research studies to look beyead
the confines of one's own educational practice. This situation, with its inherent
provincialism, must be changed without, of course, giving up the itquisite of adult
education practice within the discipline itself.

It seemed reasonable and helpful to consolidate and Resent to English-speaking
readers histcwical and systematic infomiation about developments in recent decades
of adult education as a scholarly discipline in the Feckral Republic of Germany.

A key question was, for instance: What ought an interested or critical reader in the
United States, in Canada, or in Great Britain to know about the development and
current status of "scientific" adult education in Germany. What would we like him to
ponder fmm our perspective?

For this reason each essay has tried to trace and capture both historical
developments from the vantage-point of just one specific approach and to limit the
subject to the establishment of ? adult education science in thc Germany of the
past decades.

Those of us in the department of adult education who initiated the discussion of this
project in 1988, could not know that after October 3. 1990 there would be no
longer a Federal Republic of Germany in the old sense, and that conditicos would
change rather quickly. The book marks both the end of the old republic bounded by
its history and the structures from which new developments will have to take off. 11
might encapsulate historical self-ascenainment, the gailwring of reason in the face of
the winds of change . What direction the theory and prwtice of adult education will take
under the conditions of a unified Germany with her split history and suucture
including those of adult education is unforeseeable yet tied to its West-German
heritage; this was reason enough to publish the book in German as well, without the
Appendix written especially for non-German readers.

As regards the English edition, attention should be drawn to a completely different
book edi;ed by hut Reischmann in 1988. a valuable collection of case studies with
factual infomiation for English-speaking readers about a wide range of adult education
institutes and institutions.

We ourselves have been guided mainly by two views which, during the discussions
of the initial manuscripts, lead to the consensus of matching historical with theoretical

1 si
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aspects, a letting the authas explicitly wear their rose-coloured glasses:
(I) The establishman, since 1969, of a university training for adult education

aiming at a scholarly foundation for a professional performance, created a
fumlamental tension between the "science" of adult educatim and the practice
of it. In comparison with other countries it is certainly true of the Federal
Republic that adult education has lost the characta of a cractice close to
political and societal movements. It must live with the intended and unintended
consequences of having become inslitufamalized, obliging it constantly to
bridge the gap between a field of twactice under pressure to act anda "science"
requiring time for refteetice. The overcoming of this tensico is neither to be
expected nor desirable. It is its inherent critical potential.

(2) During the past ten years there has been a shift within various fields of application
and tlwrelation to training hardly anticipated in the seventies. The &finite gain
in impala= of adult educaticaifix highly industrialized societies corresponds
with an equally unmistakable shift of training activities towards industrial and
occupational further training, with the side-effect of relativizMg pedagogical
and social science approaches to the professicatalization efforts undertaken by
universities. One outcome was that research and practice drifted further apart
barn any true linkage could take place.

In view of this assessment it seemed reasonable to the Btemen staff to re-view and
re-collect the educational gleanings of well-trodden paths. Not window dressing but
the testirig of foundations and emerstones, without which the construction of a
science of adult education cannot be carried on,was the ulterior motive, explaining the
possibly trite and well-known titles of some contributicss characterized by professional
self-examination and an outline of things to come and to be rkee.

The first pari, with descriptions by Erhard Schultz, Wilfried Voigt, and Roswitha
Peters, deals with three core domains of our discipline: (a) General adult educationand
its contents and crom-relations, (b) Vocational development as an apparently specific
subject within the conflicting demands of a labour market framework and its policies,
and (c) The competencies newssary for the achievement of true professionalism and
its postulates.'

The integration and ideal of a perhaps "pmfessionalized" general,vocational, and
political education was and will continue to be more a programme and claim than
reality.

The second part, with its two contributions, tries to show the possible link-up of
political emancipation and adult education illustrated by the examples from the two
dominant emancipatory movements of the nineteenth and twentieth centuries the
lkour movement, by Wolfgang Hindrichs, and the women's movement, by Wiltrud
Gieseke.

The third port ruminates upon a classical issue without which there is no science
of adult education: How does the slowly ascending science of adult education &sign
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and shape its relationship with other "sciences" to which it refers? This =next is
examined by Wilke Thomssen with regard to sociology, by Erhard Sc lilutz atx1

Wilfried Voigt with regard to education science, and by Wilhehn Mader with regard

to Psyoh01010-
The fourth part explores three once again fundamental emphases on an area most

in need of integration, namely paradigmatic theory: Herbal Gerl points out the
rooblematic relationship of education and the person,Glinther Holzapfel the pmanise

of an experiential approach. and Peter Alheit the biographical approach to a different

type of adult education.
In spite of some gaps, the essays can well serve as an introductica to tlw theory and

history of adult educatico in the Federal Republic of Germany, althcaigh while

discuning the manuscripts among colleagues we realized that the programme of
cross-disciplinary and practice-related science of adult education is easier fec one
single scholar to design and put stringently down on paper than can be sustained in the

daily blend of for and against, of ignorance and misunderstandings of next-door
colleagues and their backgrounds, careers, and political commitments.

The birth of such a real, cross-disciplinarity was harder than expected and quite
different from the one publicly announced and textbook-like imagined, witness the

book itself as the practice of what we preach. Any true future science of adult education

will have to be a cross-discipline here, there. everywhere lest adult education

deteriorate into a socio-technical or hardware induction training, and this cross-
discipline needs scholarship and science for self-enlightenment.

Notes

Mader, W. (1987 ). "Orientienmgskirobleme: Zur Entwicklung des Studiumszwischen
Berufsfeldem, Wissensehaftsdis.,' plinen und Forschungsanslitzen". In E. Schlutz

and H. Siebert (eds.). Ende der Professionalisierung? Die Arbeitssuuation in der

Erwachsenenbildungal.dierausforderungfairStudiumfonbiklungundForschung,
pp. 119-128. (Tagimgsberichte No. 17). Bremen: UniversitAt. A succinct diagnosis

and slightly gloomy perspective, with some remedies beyond the year 2000. A
valuable supplement IM.H.}.
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Translator's Note and Acknowledgments
Martin G. Haindorff

It is well known that smne of the temis used in the essays such as Ausbildung.
Fortbildung, and Weiterbildung have been a problem of very lea% standing to any
careful translator. Instead of burdening the text with frequent and long footroes, an
appendix with glossarial essays and a documentation has been provided to assist the
reader.

The conuibutors' bibliographies have been supplementedas far as possible with
the criginal, usually English, references where they used Ow German version. Book
subtitles are provided. The bibliographies now offer full information and a cross-
sectitm of what a well-staffed department of mlult education thinks to be most relevant
for the field, including some material difficult to find or inaccessible elsewhere.

Terse personal self-reflections have been obtained him the authors, forthe benefit
a foreign educators suffering from the ontological insecurity of their beliefs and
hankering pethaps after their far-aw ay colleagues' educational influences, convictions,
and occasional tacit despair.

Some words and phrases have resisted repeated attempts at "correct" translations
because they are loaded with cultural and historical connotations. Zwiebackis no crux
and easy to crack: you can taste it. To crack, taste, and hopefully relish Bitching IB) or
Erziehung [E], most of us natives and foreigners need a fcw decades. Many
bibliographical entries in the Annotated Bibliography in the Appendix have received
simple codings expressing the translator's enthusiasm by the number of asterisks
awarded, five being the maximum (*****I. The Husserl volumes (except his Vienna
lecture), Kant, Heidegger's Sein und Zeit. and some others did not get any because I
cannot be enthusiastic about them, their intellectual importance or even clarity
(Heidegger) notwithstanding.

The contributors 'original foreign language terms ormy comments are put in square
brackets throughout where this was found to be helpful. Typical examples are IS]
Bildung (a "general-liberal-cultural-cultivation"), and [E] Erzieiumg (something like
"educative-teaching-and-forming*1 with its appertaining "Science" [DK) usually
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rendered as education(al) science.
Tim book as a whole has benefited firm James A. Martin's (Freiburg) proof-

reading, question-marks, and suggestions for stylistic improvements. Andrea Kutner

(Vancouver) recommended furtherclarifications,particularly on Bremen 's" University

Studies", most of which have been incorporated. The contributors, finally, explained

some of emir more difficult phrases and meanings, which led to minor changes in the

English version.

1 7



Part 1
Professional Domains



General Adult Education
Erhard Schlutz

I went to the Folk H igh School. I wondered what
to study: Walther von der Vogelweide (the
minnesinger!, or chemistry, or stone age flora.
Practically speaking, no matter what, I wasn't
gonna be able to use any ofit. If you take physics,
you do it keeping in mind a possible job and so
you only learn what you think you can sell later
on. We fits did it for ow education's sake and
where to eirand

Bert Brecht: Refugee Talk

Is not general educatitm [ 131 panizularly valuable because it serves your own use and your
own person, as opposed perhaps to a more specialized or professional education [none
that is supposed to increase your personal value in the job market? Kane, the labourer,
chatting with Ziffel, the physiria., about the value of education [Et] puts the amtrast and
the valuation of general education [B1 in perspective: Its value depends on ytmr social
position. If someone like Ziffel is in a function of social leadership, hi, can even benera
from an intense study of a general subject and use it as his waidng capital. If, however,
suneone like Kane is a social and professional underdog, then general education [B]
drops in exchange value, becomes willy-nilly something egoistical, even futile
(lust...education'), with a connotation of vague utility for oneself.

This literary reminiscence is meant to remind us that we must not expect an
unequivocal answer LI the question what general adult education [CAE) means to
different social groups

1. The Term Hself
If general education is set off from political and vocational adult education as is
done in Bremen's Act on Continuing Education this evokes three historical roots
and three core tasks of mcvlem adult education:
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(1) Civil enlightenment; dm declaration of "inalienable" and "inherent" human
tights in panicular, with its &maul of free development and sharing of culture
far all people (general adult education).

(2) Industrialization with its wake of a steadily increasing and Exelerating change
of skill requirements (vocational adult education).

(3) Social, emancipatory movements of the nineteenth century, creating a critical
social potential out of "losers" of industrialization pnacesses; notably the
labour movement, the women's movement (political adult education).

Today these terms are meant to distinguish arxl possibly shape up in the first place
certain spheres ci activity, rangra nme canons, and functions cl adult educatiem. It
is true, though, that these terms are more suited for a first mientation that for a precise
distinction. Such a distinction is perhaps best achieved when cenain specific contents
are arranged which by traditional standards, such as school curricula, are assumed to
be of general educaticmal value. But then the variety of adult educaticm available is far
wider than this syllabus tradition, and the traditicaml allocation fails as soon as we
inquire into goals mai functions of specific courses followed by adults.

Native language courses, such as "German lir (German) Adults" are typkally thought
to be generally educative. Nevertheles, few of the roughly 600 participants surveyed for
fix rumors et their presence (Schlutz, 1976) replied that they use their new knowledge in
pivate or for personal enriclunent; many stressed they wanted more self-assurance in
Wilk life; most hoped to get on professionally or to pass a specific examinatica.

Once a distinction is made between content and functions (or areas of experience
and the role of adults) the notion of general adult educaticm takes shape. The drawing
below shows the anent-oriented tripanition and the range of adult experiences as
adopted by the German Bildungsrat (1970) (a public council for education):

THE GENERAL THE JOB
PUBLIC

CONTENTS

LEISURE FAMILY PERSON

u
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General adult education ((ME) would thus comprise courses which deal with
experiences during spare time, in the family, and with wieseif (identity). But the maim
of GAE is not fully congruent with these areas; it is wider and multi-dimensional as
suggested by my letters A-B-C. It covers tlx following dimensions and functions in
agroximatiot

(a) An educational foundation, necessary also few any political and vocational
education. This includes not only the typical elementary school curriculon
(the duce R's), but also other pertinent abilities and skills to cope with fife
events hardly ever taught, from home economics to sophistkated political-
economic connection and historically new basics like the implications of a
future United States of Europe, or the impact of infonnatien technology.

(b) Key competence, in areas facilitating the synthesis and transfer of knowledge
as, for instance, scientific thinking, psychological insights..., usually the fruit
of long-term reflective, educative work in meaningful areas (working life,
politics etc.).

(c) Socio-cultural education, meaning the sharing and shaping of culture in its
widest (European) sense, including civilization, fron health care to aesthetic
education; an important area beside politics, justice, ecoixunies, occupation,
and other common causes, although sonetimes difficult to separate.

Obviously these dimensions and functions form a cluster, but wc are today less
optimistic than was our 19th century school system grammar schools in particular
(the German humanistic Gynmasisun) to attain tfr.se aims with a prescribed
syllabus, if only because of widely varying educational demands of adults.

2. A Survey Across the Field
is not easy to form a tnnhful picture of the sum total of participants and percmnel,

institutions and contents of GAE in the Federal Republic of Germany. There is a
multitude of educational providers, financed or sponsmed by varioussources. Federal
statistics are rare or incomplete, with the exception of Volkshochschulen (Adult
Educatim Centres, Folk High Schools). It is mEnt difficult to gather data of internal
programmes such as in-ccinpany training of in-Muse seminars of trade associations.
The following overview relies, therefore, onincemparable data compilations, namely
on: a representative survey covering the Wcst German populatice compiled by the
Ministry of Education and Science (BMBW. 1987), 1985 structural data of those
educational institutions receiving public funds from the Land of Bremen
(Landesamt,1987), official statistics of the German Association of Adult Education
Centres for 1980 and 1986 (Padagogische Arbeitsstelle, 1980, 1986).

Taking popular participation as a starting point, the importance of GAE seems
rather impressive. According to their own statements in 1985, elevenper cent of the
adult population about 4.1 million has attended GFE courses, as against twelve
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per cent vocaticsal and two per cent political GAE courses (BMBW, 1987). It is
understood that when comparing general with vocational educaticai we have to bear
in mind the greater number of hours taught in the latter, because they include, for
instance. ccarvehensive professional retraining courses (Landesanu, 1987).

Asked where they had anended courses in GAE, the respondents replied as follows

(BMBW, 1987):
27 % Adult Education Centres (VHS),
14 % In-company, in-service,
10 % External commercial e turses,
6 % Educational Institutes of the Churches.

It is striking how much GAE is supplied in-company, but also how many places of
education are not meraiomd, either because people did not remember cc because
various smallpercentages could not be consnlidated. Many institutions (e.g. Consumer
Advice Bureaas) offer educational courses as a sideline, and then there arealtemative"
educational and/or cultural courses and events with their special target groups
("women only"), special topics (ecology), or group activitie4 (live and learn in tlx
countryside"). Still ottr-rs offer programmes similar to "established" institutions.

Adult Education Centres are the most important institutions of GAE, both with
regard to numbers of participants and according to their own programme profile,
evidencing an average portion of three quarters GAE. AECs are communal learning
centres supported direcdy or indirectly by districts ET local communities, mostly on a
voluntary basis with the exception of the provinces of Hesse and North-Rhine
Westphalia where communities are required to provide basic adult education. Most
Adult Education Centres were created during the first German Republic fivm 1919
onwards. In the past twenty years of adult education expansion, their programmes
measured in teaching hours have quintupled. Today there are smite 800 Adult
Learning Centres with 4,000 branches offering in 1986 a grand total of about 360,000
courses. They are relatively autonomous in programme design and staffing and adapt
to local needs, but have a lot in common since they exchange views in regional and
federal parent organizations, take pan in staff training, and have a Pedagogical
Research Centre as an institutional service, located in Frankfurt am Main.

We know little about the participants in adult education, apart from some research
studies in model projims. According to AEC statistics, more than lOper cent are wOrnen.
Participants are rather young: more than half of them are under 35, cagy about 13-14 per

cent am 50 and beyond (Ildagogische Arbeitsstelle, 1986). Regarding their social
background we can only assume from representative surveys (Schulenberg, W78) that
cause attendance (but not esteem for it!) lessens with lower education. The Bremen
statistics show a decrease in recent years among course participants to about one third
with a rust school leaving certificate (extended primary school, nine years of schooling)
or with none at all (Landesamt, 1987). This decrease is attributed tons:Wed public funds
with subsequent rises in fixs and orientation towards "strong demand" courses.

Who teaches GAE? Data are available from the German Association of Adult
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Education Centres only: Half of its centres are run by full-dine employees, with an
additional 2.400 full-time teachers (a third of whtun involved in project work), slightly
nue in administration. The full-time personnel deals mainly with progranure
preparation and distributbn, recruitment and training of come leaders and with
general iwip and advice to participants. On the wide course leaders are pan-timers
(then ale alma 130.000), though many have made it their main job: there am now no
mme than 28 per cent freelance (school) teachers as against 44 per cent in 1980. Half
of them are urEmployed (Ndagogische Arheitsgelle, 1980. 1986). The aituatitm will
be similar in other educational ingitutions: sane will have more full-time employees
because of all-day activities, many have no full-timers at all.

Which content is offered and demanded most? The GAE statistics, in decreasing
rank order, list:

Foreign languages: nearly a third of all teaching hours (one third of this is English,
eate fifth Frerwh);
Musical-creative arts: about 15 per cent of teaching hours, but =re according
to the number of =Nes and panicipants (more than half of it: sculptural work);
School leaving certificates: nearly 10 per cent (half of them drop-outs with no
catificates);
Health care. ducation: about 10 per Lent (among which sonw 80 per cent involves
yoga/gymnastics);
Home economics: another 10 per cent:
Mathematics/natural science/engineering (part of which belongs to vocational
education):
Educative teaching [El, philosvphy, psychology;
An appreciation;
Foreign and local history and geography.

Such a summary listing veils much of importance, for instance that GAE centres
have pushed hack the extent of language and manual courses in favour of innovative
projects and "minority" programmes, or that smaller educational institutions offer
supplementary and different courses.

3. The Development of Content-Related Concepts and Emphases
Are there any programme concepts discernible behind this global sketch of GAE
concepts, or do courses simply reflect demand or the local availability of teaching
stafr? Since the beginning of a professionalization in adult education in the mid-sixties.
pressures have grown to orientate programmes more towards pedagogical and societal
goals and to create a demand for them.I should like to outline some of these concepts
much talked and written about, which led to certain new programme emphases. My
outline will he chronological, but of course cannot cover the total range of GAE and
will concentrate on publicly funded institutions, disregarding somewhat in-company
and commercial training.

()
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3.1 The "Realistic Turn": Continuing Education Towards Examinations
and Certification

"Realistic turn" is a label applied in the professional literature since the late sixties
ccanprising incessed insitutimalization, programme enlargement andsystematization
towards vocaticaal and professional accreditation. Previous Kogrammes had mostly
to do with the cultivation of Kultur, and lopular science coutses, but also with general
contempt:wary topics and democracy. "AEC-level" was a catchword tinged with
mockery and condescending esteem.

This "realistic" counter-current hamened in all industrialized countries becoming
aware of "lifelong learning". But dwie was a specific West German impetus: First
came a certain crasolidation of the new Republic and its fust econcanic crisis,
initiating both a general criticism of the traditional three-track school system with its
slogans"education ((ree) fcs- all" and "equal oppatunities ftx all" and, as a by-product,
the heightening interest in adult education. Such mood was reflected in two
recommendations of Committees for Educational Policies (Deutscher Ausschua,
1960; Deutscher Bildungsrat, 1970) cramming the expansion of adult education. The
Deutsche Bildungsrat (Council for Education) lumped togetlwr what had until then
been called "adult education" (Erwathenenbildung ),"retraining"(Untschulung), and
"supplemmtary vocatiwal training" (berufliche Fortbildung) and demanded the
establishment of a fourth unified domain under the new name of "Weiterbikhtng"
(continuing education). It recommended a "building block system" of cratinuing
education to facilitate cross-links, enabling participants to use such modules widely.
This development corresponded well with public consciousness and educational
needs surveyed in a representative study (in Strzelewicz/Raapke/Schulenberg, 1966):
Adult education was no longer seen as a hobby for the well-educated, but as vital. Adult
Education Centres were expected to suppl y systematic and reliable courses supporting
career progress; all this at a time when officially AECs still kept aloof from schools,
jobs. and systematics.

What could adult education do to offer goal and su. cess csientated, systematic and
reliable learning assistance without adopting tic sL, re school system or company
training schemes (apprenticeship etc,)? One answer was the certification scheme
tkveloped from the late sixties onwards by AECs and their Pedagogical Research
Centre (Schulenberg, 1968; Tielgens et al., 1974). Ironically this attempt to avoid
adoption of the school system led to later criticism of adult education's having been
schcoled.

This attempt was helped by pedagogy developing into a "Science of Educative
Teaching" (Erziehungswissenschafi). an empirical science with socio-theoretical
implications. There was, for instance, the question how to conceptualize specialized
courses without borrowing from the traditional school syllabus, with a helpful and
very recent curricular discussion. Robinson (1966) had proposed, for curricular
innovations and revisions, not to turn to traditional curricula .nd science, but:

0 4
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to explore life situations with which people had to cope,
then to describe the required abilities,
and to Skiliate their acquisition with the help of new cunicula.

This idea with life situations as a starting point became a style of procedure not only
for the design of AEC certificates, but also fct many odwr ckvelopmental tasks of adult
educatkm.

For the question of certificatkm it was one thing to know haw to find and design
cor..ents, quite araither how to check and test learning results credibly without recourse
to state legitimacy kir certification. If certificates shculd gain acceptance all by
themselves, among employers and the general public, standardized exams would be
required, attesting nationwide comparable performances. This developmentwas also
helped by a behaviourally inspinld science of education with its tecent research into
"objective" performance tests. The Pedagogical Research Centre established a central
testing service which developed test items, checked solutions, and certified results.
Ms led to general acceptance and to preparatory courses by AECs and similar
institutes not only in the Federal Republic of Germany, but also in many neighbouring
countries. The certificates have indeed promoted international cooperation in adult
educatice.

But the prescription of standardized tests has adversely affected the cement-related
approach to life situations by reducing it to that behavict which can be simulated md
measured in tests. This restricted the development to areas and learning dimensions
which seemed "objectively" testable: the cognitive part of foreign language learning
and of mathematics/natural sciences. In 1986 a total of soine 13,500 participants
passedexams withcertification compared to 9,500 in 1980 (Padagogische Arbeitsstelle,
1980, 1986). 3,500 exh passed tests in English and German as a foreign language.
Heavy demand was on record for informatics and commercial English. There were
still noticeable numbers in tests covering French, Spanish, electronics, electrical
engineering, but insignificant numbers for the rest (Russian, mathematics, statistics.
chemistry).

Mcwe important than these test numbers are the consequences for the improvement
of the subject-related and pedagogical quality of courses offered due to the certification
process. The systematization and standardization of programme portions ma&
possible the development of distinct requirement analyses. teaching material,
supplementary staff training in a larger perspective, and to imorporate recent
approaches in adult education didactics.

Besides this development in certification, there is a striking feature of this "n- 'istic
tum": the increase in courses preparing for external exams in schools, trade, and
industry. Ms, however, required adaptation to their goals and contents. Only in a
limited way has adult education been able to co-determine contents and test conditions.
North-Rhine Westphalia succerited in relation to the first and second educational
leaving certificates, which could be taken within the educational centres themselves.
Lower Saxony accepts AEC certificates as equivalent to some subjects in secondary
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school leaving certificates. On Ur whole, testing has remair.ed with ex State and
industry.The "third way ofeducatkeccanpetes utter usuallyunfavourable conditions

with the "secoml way of education" (e.g. evening classes and full-time preparatory
classes) administered and furnled by the State school system. Preparation few school

vocaticzal tem accounts for about l per cent in hours cal per cent in numbers of

Adult Educatical Centres. Demand for tiwir preparatory course has risen steadily, with

the exception of college/university admission courses which have decreased, on
account of the improved level of education or the growing unemployment of
academics.

The realistic turn and the increase in full-time personnel has brought with it more
systematic, transparent, continuous and often mar time-consuming adult education

ixogrammes. It is true that adult educationhas not come closer to "schooling" in view
of an educative function, but it has partly ovenakw it in view of the requirements of

a cognitive, goal-otientated learning. Perhaps this k viressial was the reason for a kind
of internal "deschooling" which went harxlin glove with men instituticealization and
professionalization ciadult education: adult-orientated teaching methods and leadership

styles1 people-cenued experiential compormus, and group dynamics. Brocher 's book
(1967) was a landmark and the most widel y read book of the adult educationliierature,

3.2 Target Group Versus Experiential Group
The dominant "plan-and-offer" principle of subject-orientated syllabi was increasingly

opposed. Wasn't it a school and university principle to run specialized courses. and

isn't it adult education's prime question who the participants areand how to design the

programme with target groups in mind?
Of course, the target group had its traditional place in adult education sectcrs and

was implicit in Robinsohn's curricular approach. But the discussions in the early
seventies, whether the special subject or the target gmupprinciple was more suitable

to develop and to present adult education programmes, had mrxe acute causes (cf.
Mader & Weymann, 1979). Quite different and sometimes mutually exclusive
reasons for target groups were given:

Market strategies regarded them as publicity targets.
Educational policies tried to move adult education towards hitherto neglected

groups (the educationally disadvantaged) and not just to enlarge it (slogan:
"Democratization of the Adult Education Centres", cf. Degen-Zelazny, 1977).

Social pedagogy: preventative care forcenain marginal groups through education.
Socio-political or reform movements lobbied for the deschooling of society and

adult education and fought for self-organized autonomy of their clients and their

dealing with past everyday experiences.
It is controversial among those who advance the last argument how far own

experience carries and whether you can do without "alienated" knowledge (cf.
Dauber. in Breloer et al.. 1980; Negt. 1968). Both share a political engagement for the
emancipation of their client groups. It is with this conceptualization that the target

11,""
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group approach gains pen, al-didactical momentum and is distinctly different from
traditimal cmcepts of atiuP education.

These different cams ai)d reason have blended and in the praztice of education
we fmd special subl,.:,A and ;apt group courses side by side: "English for Senior
Citizens" (the course is directed towards a well-defined group), "Pnvration for
Convicts to bc Released" (educatimal help in certain situations in life), "Women
Learn How to Change their &mations" (an explicit politically motivated project).

A wide range of pri.l.grammes is available for women, senior citizens, foreigners,
the unemployed, the handicapped. Hardly any other institution went as far as the local
Bremen Adult Education Centre with its attempt in the mid-seventies to organize all
its courses according to such target group (for women, for employees etc.). This was
later discontinued in favour of a mi xed programme, probably (in my personal opinion)
because a Imoad spectrum of middle-class groups were not reached either.

This had made us aware of one fundamental difficulty kr GAE: It is unable to
counterbalance or change societal inequafity by educatim alone. Its courses are
largely dependent on existing motivations for education. The benefit of the target
group discussion is doubtless a harder thinking about the societal role of adult
education, its stmnger orientation towards the living cmditions experierres of its
addressees and an enrichment by social and community work methods.

Let us not overlook some queries: In view of a threatening loss of one's own
experience its conservatim and reappirpriation is an essential educational task
(Kejer, 1979), but a me-sided glorification of an available experimice evades a central
problem of education and research: how people can deal with the sciemification and
inalcateness of the world while remaining in charge. It is also a fact that thinking in
terms of target groups neglects content so that in extreme cases the group itself and its
problems become the "subject" and not the "matter". The target group ccocept can
thus become (unwillingly) a henchman of social policy which shifts social problems
onto indi,iduah by making them an educational iask. This has indeed been happening
since thc late seventies. Unemployment appears then hardly any longer as a structural
problem, but as a question of individual effort f.Schlinz, 1983).

This danger can be allayed in everyday work by groups putting it squarely on the
table. It wit dwindle the more such education is firmly placed in a context of broad
se:f-help and emencipatory movements such as women's education (Schiersmann,
I984a; Gieseke, 1984).

3.3 Culture and Leisure Orientations

Is modern adult education in further above all a goal-orientated learning and is it to
shoulder unequivocal social policy functions? Or is it now as ever the supplier of
communication and meaningful leisure KtivitieS, contvined with the beautiful and
one 's self-image? Since the mid-seventies this cu !tura! furmion of adult education has
been= more and more the focus of attention, not only due to movements and counter-
movements in the educational system, but also because of a changing interest in
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culture. A variety of causes may have been at work: The "cultural revolution" brought
about by the student unrest in and after 1968; the enlargement of what is termed "an"
(Joseph Beuys: "Everyman is an anist", society is "a social sculpture"); a push towards
individualism following rising incomes and consumption (as suggested earlier); the
increasing leisure time (real or imagine4). Quite differentgoals ach as"democratization
of culture, care and development of "everyday t alture", "subcultures", leinue-time
pedagogy, and culture as a medium for local publicity could beiwfit :la a certain degree
from this interest. All this was visibly reflected in new museums, civic centres, culture
centres, culture shops, cultural initiatives, free theatre groups, and not least in the
expansion of cultural educaticm programmes with AECs, private and commercial
institutions, and trade unions (lagging behind a bit).

Public interest in these demands and tendencies is still widespral, but public
funding has slackened with the spending cuts of communities and persistent
unemployment, leading to funds being allocated to retraining campaigns and fonns of
"cultural social work" (as against "social culture work") in which social "problem-
groups" are kept busy with an-work (Fuchs, in Fuchs & Schnieders, 1982; Schlutz &
Voigt, 1986).

The idea ofculture having to make up for something, cultural work as compensauxy.
&minuted pan of the discussion from the beginning. A supplementary plan fort-me-
ans/cultural education", important for r "..acational policy, says that the fine arts
become more impanant to countervail a successive rationalizaticn of the modem
world (Bund-Unikr-Kommissice, 1977). Some concepts of leisure-time pedagogy
follow a similar track (cf. Gieseke's overview, 1984), starting from the premise that
accelerating spare time will make up for a one-sided working life, will open up new
space for the design of "freedoms" which would require educational help.

Does increasing leisure time require educational interventions, if it is at all
genuinely "free" time? Does it make sense to seek or promise trilling in one part of
life, for wounds inflicted in another? Similar critical questkms must be put to all other
catchwords, if such battle-cries ofKulturpolirik are to yield finnly grounded programmes
and initiatives.

What does it mean to expand "culture" beyond "high culture" or "humanist
culture"? Is walking on stilts also cultural activ ity, or is it that we say "culture" to ONE
gestalt of life and work? But isn 't such an "everyday culture" self-evident, that which
everyone shares, which he becomes aware of only when it hits him in local
=central= (pubs) or in seasonal highs (feasts)? Regaining or revival seem to be at
least as important as the question of "democratization of culture" or the questionability
of the traditional civil ans culture. But then, as it is nat a question of culture in itself.
but of group cultures, of cultura 1 identity, the relationship of necessary self-organization
and a helping assistance is to be pandered. As regards adult education, the part socio-
cultural education can play in a comprehensive cultural development (Dumazedier.
1974) is to be considered here. in former times adult education courses often tried to
catch up with an connoisseurs' views. With the enlargement (and enrichment?) of
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"cuure" the educational problem was often too easily skipped. It was overlooked that
a maritfold social intercourse with art and an enriched design of daily life require
different modes of perceptice and expressive capabilities which are not intuitively
impwinted

If ate tries to encapsulate the commonality of most socio-cultural education, then
the task is essentially to break through a passive and uncritical reception of leisure,
culture, and media !ndustry alike, by:

retaining and developing one's own creative capabilities,
by discussing and arguing with existing an and culture,
by seeking a =mon ground owl expkwing new life styles and socio-cultural
identity (Schlutz, 1985).

Such an educative work asks for crossing boundaries: those of various artistic
fields, between an and everyday culture, between education and educational practice,
between fine arts and political practice, between self-organization and professional
entertainment, and so on-

The case of the AECs illustrates lam difficult this is. Some ten years ago all separate
tracks of receptive analysis and active creation of language and sound, picoires and
materials, play and movement were lumped together as "cultural education" in order
to deal fully with soci al-cultural real ity. The numberof courses was tripled, and in spite
of decreasing outside funds it still was the second largest track. Many attempts have
since been made to open up these courses in content (polyaesthetic education, the
introduction of a wide range of life "out there", working life...) and in organization
(introductory and weekend workshops, feasts, family and public access...),getting in
touch with residential areas, cooperating with other course providers and"autortcwnous"
initiatives. This notwithstanding, genuinely qualitative "boundary crossings" like
comprehensive cultural projects are certainly rarer than staff would wish The core
courses cornprise aesthetic education; other programme areas (health education,
ecological education) remain unintegrated. The chance was missed to see culture not
only in aesthetic terms, but as creative design of one's own ideas of a "good" life.
Conversely it could have attached a seemingly disorientated search in health
education for body awareness, sensuality, meditation, to "an" as a traditional
medium of contemplation and creative expression. The prevalent form is the single
course, as a Me as workshop for a specific skill (e.g. pottery). This fragmentation of
courses and its splitting off of cultural education from the aggregate soda-cultural
education and practice is rooted in social separations and expectations. Funding
procedures of adulteducation prefer the single (lezming)course. Ofcourse, panicipants
expectations too are fragmented and channelled. Institutions and courses are expected
to offer something well-defined, this probably the more so, the higher the fees are.

Other institutions have slightlydiffering, but similar difficulties in living up to their
own standard of social cultural work. "Cultural initiatives", for example, often have
a faithful clientele permitting comprehensive or long-term projects, but usually at the
cost of strong self-selection: As soon as unusual activity or regression, self-presentation
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and deviating behavior are called for, participants get younger and mcve highly

educabetL
Special initiatives and projects cannot,therefore, be considered the =mai cultural

adult education, particularly as they are often well &scribed because of their model

character arsi the attention they get. Perhaps stIne lessons can be learnt for the future

prospects of cukural education, from examples such as:

a play where workers (working men and women) present their own conflicts and

environment (Holzapfel & BrOhlke, 1987) Isociodramal;

a theatre group of an AEC digging up, working through, and presenting dm

national-socialist past of their town, which results in a TV film (WDR: "Essen

under the Swastika");
a when a village looks into its own history and presents it using various ways of

presentation (Ahlheim, 1986).
Such activities should be examined for their relevance to a wider practice. 'limy

should not be deprecated before their function and meaning is clarified (Schlutz

Voigt, 1986).

3.4 Literacy and Elementary Education

The ecogramnes now to he reported have mat yet come up to the extent of emphases

outlined, but have led to wide and lively discussions in the Federal Republic of

Germany and other industrializedcountries; certainly because elementary education

does not seem at first to be a task of adult education and tirn because the discovery

of illiteracy among Walls grown up in ilwir native environment andhaving attended

a school does jeopardize a society's self-image as a well-educated culture.

Literacy in the eighties of the Federal Republic certainly does not rank as high as

in Britain in the seventies where in a large-scale campaign with same 65,000

participants at its peak the idea of adult education was truly popularized. But the

tendencies mentioned culminate as it were in German endeavours tomake possible:

the acquisition of basic knowledge and leaving certificates (3.1),

the care for a neglected group (3.2), and

a "democratized" literary culture (3.3), using methodsadequate to the experiences

and needs of illiterates.
Work with the illiterate requires linuistic, social, cultural, and pedagogical skills

(usually two cotITSV leaders in a small group), and is therefore an expensive process

without participants covering overheads through high fees, hence adult centres were

initially not very keen on this task. Once this problem was discovered as a result

of foreign models, of local experiences with prisoners, of mindful unemployed

teachers or social workers the gist of the debate became the question whether

illiteracy was a big problem at all. The number of illiterates is first a question of a

cmceptual definition: Whom do wecall a literate? Is it someone who "knows" single

letters (the "alphabet"), who can write three sentences on a postcard, who canperform

the paperwork of a job, who can share cultural activ ities of his social environment. or

4
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is it someone whocan write in aceodance with school-leaving standards? AU these
definitions were given in international debates. According to which defmition you
adopt, numbers of adult native illiterates vary between 300,000 and 3 million in the
Federal Republic (Hausmann, in Drecoll & MUller. 1981). Nothing statisticallyrelevant is known about causes of illiteracy, although there are written-up canes
pointing to individual causes, but also to a continual neglect of those pupils who
during their school-career have failed their first introductory reading course. It
should also be borne in mind that reading and writing requirements on the job are
pretty low or erratic for most adults which means that knowledge can fall intooblivion.

Practical alphabetization weak gained momentum in 1982 when the BMBW
(Federal Ministry fcx Education and Science) began to fund a ckvelopsner; poject
elaborated by the Pedagogical Research Centre, originally desipied for pure
alphabetization and nowadays extended to cover "the teaching of elementary
qualification". This project has :emarkably cora:1W research and developinent
through local networking,a series of published brochures, and the training of course-
leaders (Fuchs-Braninghoff et al., 1986). In 1987 more than 300 institutes (including
those beycrid the circle of AECs)took part in this attack on illiteracy, with a total of
8,300 panicipants (way 2.000 in 1982). Recently a project called literacy in multi-
media" has been added, managed by the Adolf-Grimme-Institute (the media institute
of the German Association of AECs). This led to TV-spois hosted by well-known
personalities promoting comes. Audiovisual teaching material with examples from
gout, work is ID follow.

While this work is being expandedto include and offer chances to make up kw other
deficiencies in elementary education needed by adults to deal with their lives, there aredim contours on the horizon foranother basic education requiredby the technolmical
develomentnot yet availableat whoa'. topresent-day adults: dieso-called"infornaticai-
technology education". In thissector adult education, particularly the commercial one,
has benefited enormously from highest growth rates, and is mar than compensatory
in relation to school educatioe it is in fact enlarging or even innovative. Occasionally
this new information-technology education is labelled the "new general education".Such a tag is an overstatement. I do not believe that both types of education compete
with each other. The level of EDP-knowledge required of mast people is very low.
Evidently, though, more people than ever before need comprehensive knowledge in
reading and writing if they want to share the achievements of an information-
teclinology education. Whetherall people wish to share it couldbecome the real issue;or in educational terms whether the third industrial revolution requires a better
general education or just one for a small leadership elite with all other people serving
as a sort of configural periphery. if they serve at all,
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4. The idea of a General Education

The apparentiy topical quest for a necessary general educatim is certainly also a

relevant task which educational sciences would need to deal with in theory and

practice. The question seems pertinent to ask wheilwr the described emphases could

be viewed under the leitmotif ti "General Education" or if education centres could

plan their courses along a criterice of General Education (without losing a customer-

directed viewpoint). But isn't this an outdated, perhaps even typically German idea?

Is the idea of a General Educatimi a foundation for the design and researth of

educational processes, and if at all, rather =re aptropriate for child and youth

education?
The idea of a General Educatico is not identical with an arrayof courses in gewral

education (in opposition to, say, ,vocational education), but points in acomprehensive

enterniise developed during the Enlightemnent and the classicalGerman philosophy,

in the eiglumnth and earlynineteenth century. While the ideaof Education (Bildung)

springs from the newly discoveredpotential of human self-development, the idea of

General Educatim (Allgenseinbildung)is an answer to the parallel experience of this

potential being stifled in an increasingly fragmented society, fcr instance in the wake

of the division of mak which penetrates the individual Inv; .g a feelingof disorientation

and a split between thinking, willing, and feeling.

Klalki (1985) has found three demands as minion elements ofall early conceptions

of a general education still due to the Enlightenment And Humar. Rights, from

Rousseau to von Humboldt:
Formative education of all powers.
Formative education for everyone.
Formative education in "sensus conununif.

There are, then, three concurrent elements: the psychological aim of furthering all

intrinsic powers of the individual, the social idea of all people beingcreated equal, and

the political task of educating towards society's key problems (everyman's comern).

Essentially they are the slogans of the French Revolution: Liberty, equality, fraternity

converted into educatimal programmes.
It is indicative of the history of the idea of General Education that we usually link

only the first element (individual formation of powers) with the ideaof a firm precept

of cultural traditions (Bildungsguter). Among the schooling conceptsof the nineteenth

century the idea of a GeneralEducation has indeed ot ten been reduced to it, ev idencing

two fundamental dangers in this view:

) A disapproval of burgeoning modem ways of conduct, with the illusion of an

individual being able to master all, being able to comprise the multitude of

potential knowledge and competencies, being able, so to speak, to form

himself "into shape", into one whole piece of art.

(2) Connected with this is the reservation of the idea of a General Education for
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the "Gymnasium", the Gen= secondary school, that is fer young people,
more specifically for the male youth in senior years. No doubt, this was
criticized already in the nimteenth century. Hegel, for instance, rejected the
premise that gervaal education is a matter for Fivileged youths and precedes
the special education of adults: General education being a composite amany
experiences made in the come of life and, not least, working life an
argument emphasizing adult education for a general education. Still, these two
fundamental distortions of the idea of General Education the Musics of an
attainable whole by nwans of certain subject-matters, and the justificatitm of
an educational privilege seem to have unmasked the idea as an ideology.
Why boll= any longer? Because the fundamental problem on which the idea
rests is unresolved.

The segregation and fragmentation of mockm societies has led educationalists to
revive the idea of a general education not by reason of an overoptimistic view that such
a conceptim could make undone or heal such developments, but to make explicit the
contradiction that true identity formation the concurrence of self-formation and co-
formation in modem times appears to be both necessary and endangered. The
persistence of the problem perhaps keeps the idea of a general education alive,

through education planners who demand a new education (Kommission
Weiterbildung, 1984);
among participant... with their needs few a compensatory experiential, holistic
learning;
anamg scientists who call for more comprehensive vocational training and
preparation, the greater inclusion of senior citizens, workers, women, and more
help in the search for new ways of living and a new political culture (Schlutz &
Siebert, 1987).

The conception of a general education appears to be still helpful and valid, if it does
not imply a firm, rigid content but permits the actualizatim of queries and demands
originally moted in it vis-"a-v is a modern, developing society and counterc urrerns
or resistance against one-sided tendencies.

The idea of a general education can help individuals tan to see the gaps between
their own capabilities and requisite orientations as personal failure, but as a legitimate
desire for the interpretive appropriation of their own lives, for cultural sharing, for
political co-determination. Course providers could make "general education" the
touchstone of their planning and ask themselves how far their programmes

coumerva.:1 one-sided deformations brought about by much toil, the cultural
industry, and the psychic strains of indiv;.;uals (formative eLucation of all
powers);
make good for social and national, school-, ark. and sex-linked handicaps
(formative education for everyone);
facilitate the tackling of urgent future problems (formative eoucation in "sensus
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communis") by re-introducing expert knowledge into everyday life (Habennas,
1981, vol.2).

Which powers, which gimps, which key problems remain shut out ft= our
educational programmes, in spite of a rich course offering: this is the question the idea
of a general educaticm still puts us. It gives rise to further queries like these:

Can we still define a vital, fundamental education?
Can we think a general education for individuals facing up to identifiable
problems?
Is General Education worth attaining only in conmunication and cooperation
with others? (If so, how do we assure it in an increasing individualization?)
Is it possible at all to re-introduce expen knowledge into everyday life or does
the complexity of knowledge exceed the layman's capability to appreciate and
judge?

Historical experiences with the conception of General Education ought to make us
critically aware of how ambivalent the demand for a General Education is handled in
recent educational-political debates. On the orx hand it is maintained that in the future
everybody will need a more highly formal General Education, on the job and off the
job. in addition to knowledge of information technology; furthermore, they will need
so-called key qualifications such as flexibility, *elective perception, creativity, and
communication (Kornmission Wei terbi ldung, 1984). On the other hand, it is suggested
that in view of the on-going rationalization in information-technology few people will
reach positions with such competencies and that all others must look fix a meaningful
life outside their jobs, perhaps pursuing education and culture (Haefner, 1982).

This forebodes dx danger of propagating a rww, only vaguely contoured General
Education In whose attainability remains enigmatic and which could justify the
privileges of a new (functional) el ite. This split argument raises suspicion that the"old"
General Education and culture (and also everyday popular education) can expand so
matter-of-fact like e.g. assisted by adult education because they rapidly lose
societal usability and therefore are just suitable to bring comfort and pastime to the
losers of the third industrial revolution.

Summary: The difficulty in describing the field of general adult education is due
to the multiple use of the concept, be that afoundational education, key competences,
or socio-cultural education. Concepts and terms are explained and an overview of the
size, the institutions, the participants, and the contents of general adult education in
the Federal Republic of Germany are given. The main part proper presents thr
development of certain content areas emphasized during the last 20 to 30 years The
conclusion raises the question whether the content areas presented show up random
demand or the idea of a modern general education, and whether such an idea of a
comprehensive general education is still a stable concept for adult education.
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A Note on the Author
Erhard Schlutz. Professor Dr. phiL bon in 1942. Professional practice in the fields of
theatre, school, adult education. Professor of General Adult Education in the University
of Bremen since 1978. He was also appointed Managing Director of BleMCD Adult
Education Centres in 1989. Publications art communication theedy. language didactics,
and cultural educatim

Dwing my prefessional career, my way of thinking and wcwking was (and still is)
strongly influenced by Wilhelm von Humboldt's philosophical writings on language,
and mtwe recently by Jargen Habomas' Theory of Communicatiw Acting.
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Vocational Development
Wilfried Voigt

Vocational development in the Federal Republic of Germany is a complex and little
structured area of adult education, yet in quantitative terms i t has expandedccasitkrably
in the past twenty years and gained political momentum. Vocational development
builds on a differentiated system of:

a first vocational training, with a minimum of two and a half years apprenticeship
(dual education: includes vocational school with eight hours of instruction
weekly); this encts with an examinatim in theory and practice leading to a
Certificate of Apprenticeship (Gesellenbrief for journeymen, or
KaOnannsgehiYenbrieffor c1ci ical assistants). This is tlx basic pattern in trade
and craft. In industry it leads from unskilled to semi-skilled, to skilled worker,
to charge hand, to foreman (in German: ungekrnt, angelernt, Faeharbeiter,
Vararbeikr, finally Betriebwmeisier).

This is a simplified pattern. There is a multitude of state-acknowledged training
certificates, and there is also the additional college or university instruction and
education (e.g. engineering), with certificates and diplomas. The outstanding
characteristic of vocational training/educatim is its heterogeneity.

A vast number of training institutes with highly different interests and intentions
offer a colmwful range of programmes including nearly all course tracks, vocational
content, levels of aspiration, and course designs. Lengths, goals, and quality vary form
short induction courses without any theory at all to two-year courses leading to higher
qualifications and new vocational certificates at various levels.

1. An Outline of My Own Position
Scientists deal with vocational development from a variety of approaches, but in
particular from various perspectives of social and educational theory. These different
positions result in diverging el-scriptions and attributions of goals and aims. There is
indeed no general consensual "stientifir view of vocational development. The
following contribution is, therefore, no neutral analysis, but largely derived from my
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own position. I see myself as a representative of a cri tical-coisuuctive educational and
social-scieme theory apixoach, outlined as follows:

(I) I understand education [B) to mean a lit ifIng process of developing thinking,
feeling, and doing towards a better umpastanding of self and wraid and
towards action in accordance with this understanding. Educational work has
to see to it that in this process development in all three areas (cognitive,
affective, motor.skill) is enlarged and not restrained. This notice of education
holds equally for all areas of adult education. Vocational development is one
important content area among others but linked with firm where
educational processes happen. This conceptian of education aims at mature
thinking and acting. It rwesupposes an optimistic image of man. Man is seen
as capable of changing himself and his societal living conditionz_ This
understanding forbitb two restrictions of the temi "education": the reductim
of education to a kind of "inward progress' and the preparation of man to an
alleged behavior determined by societal conditions. I see the relationship of
individual and society as dynamic reciprocity.

(2) I have, therefor, to lot into society's fabric of ideologies, interests, power
relations, political positions, social statuses (hierarchies), etc.. which all lead
to differing aims and task settings for vocational developmnt, which in turn
considerably influence tewhing-learning processes and may present serious
obstacles for educational work towards mature human beings.

(3) From this follows a rather wide conception of didactics. I see teaching and
teaming from and with adults (either way) in vocational adult training as
didactical action firmly placed in the context of a force field of a societal and
institutional framework with 4, ubstantive requirements. pedagogical and didactic
theories, with expectations, needs socialization, attitudes, and valuations of
teachei.; and !calms. The guiding question towards which a theory of
(vocational) adult education has to contribute is: How can we design the field
so thai it helps and not hinders the reasonableness of people during their
educational processes?

This question will guide my following evaluation of the actual situation of
vocational development and the proposals for improvement. Prior to an analysis and
evaluation a short survey will help to understarid what vocational development means
in the Federal Republic of Getmany.

2. Survey of the Field

2.1 Extent and Courses Offered
A grand total of about four million participants per year have bwn recorded in
vocational development courses, with the following subdivisions:
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2.1.1 Vocational Career and Adaptive Development
Vocational develelamer.: comprises all task-orientatedeourses maintaining, enlarging,
cc adapting vocaticaud or professional knowledge and capabilities to "technical"
developments, including career development. About 68 per cent of all participants fall
into this categay.

Career development prepares partic.i pans kwexaminations which, if passed, mean
higher qualificatice for the same or another job requiring a certilicatim. About 17 per
cent attend such career-orientated courses.

Adaptive development is designed to supplement existing vocational knowledge and
skills in view of changing job requirements. Such courses are used by about 51 per cent.

2.1.2 Vocational Retraining
Vocational retraining aims at making possible a transfer to another suitable job. It can
mean cm-the-job training for certain tasks or apprenticeship training of usually one or
two years within a state-recognized vocation. Seven per cent of all participants have
been retrained in the past years.

2.1.3 In-Company Induction Training
1n-company induction training includes courses of various lengths and quality
preparing particivants for various jobs in trade and indusiry. About 25 per can of all
panicipants.

Othercourses are difficult to classify. Partic ipants cannrx be measured in percentages:

2.1.4 Vocational Rehabilitation
Vocational rehabilitation courses for the re-integration of handicapped, sick people,
or victims of accidents. About 20.000 people.

2.1.3 Vocational Reactivation
Vocational reactivation consists of refresher courses after a kmger period of abserwe
from a job.

2.14 "Resocializatiim"
Measures called "resocialization": the rehabilitation of ex-prisoners. Vocational
qualification is part of the treatment.

2.2 Carriers, Sponsors, and Entrepreneurs

2.2.1 Schools
Vocational schools (Fachsehulen) moire job certificates and/or job practice as an
entry condition. They offer courses in certain techniques, commerce, agriculture,
home economics, social pedagogy, textile &sign and prepare for state examinations
of state-recognized examinations held by Chambers of Industry and/or Commerce
(certified technician. engineer, designer, economist. etc.).

Colleges (Hochschalen) and universities have only recently discovered continuing
education as their task . A handful offer a few courses in scientific continuing education
covering mostly natural sciences, engineering, and economics.

4
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2.2.2 Unions
Vocational development within the parent organization of the DGB (Federation
of Labour Unions) is carried out by their own public Berufsforibildungswerk
(Network of Vocational Development Courses and Premises) with some 75 local
institutions.

Vocational develophient is also offered by three educational institutions of the
DAG (employee union): the DAG-Bildungswerk (Network of Educational Courses
and Premises), the DAG-Thelma/am (Netwcwk of Engineering or Polytechnic& Courses
and PrLmises), and the DAG-Employees' Academy.

2.2.3 Employers' Assonlations
There is a network of various associations and institutions offering courses and
semim Important ones are

Kuraiorium der Dewschen Wirisch0 fir Berufsbildung (Federal Institute of
Getman Industry for Vocational Development).
Dewsche Vereinigwig zur Förderung der Weüerbildung von Fuhrungskrtiften
(German Association for the Promotion of Management Training,).
BildungsverbundWirischaft undTechnik (Joint Educational Institute of Economy
and Engineering).
Bildungswerke der Wirischaft (Educational Centres of Trade and Industry: 11
one in each federal Land until 1990).
70 Chambers of Commerce and Industry.
45 Chambers of Craftn.
Chambers of professional men: Dentists, doctors, advocates, public amountants.
RKW (Institute for Efficiency Studies).
VDI (Association of German Engineers).

2.2.4 Trade and industry
This is the quantitatively largest sector of vocational development, but the least
researched. Courses are predominantly training courses for middle and upper
management and specialists.

2.23 Adult Education Centres (Vaikshochschulen): The Traditional Folk
High Schools

If the vast educational programme is broken down, about 20 per cent represents
vocational educaion, and of this some 60 per cent is concerned with commercial and
administrative knowledge and skills.

2.2.6 Churches
Among the educational services of the Evangelical-Protestant Church less than five
per cent deal with vocational flintier training, whereas the Roman Catholic Church
does much more, especi al ly in the areas of " Economics and the Practice of Commerce"
and "Matkmatics, Science, and Techniques". Other denominational education is
unknown to me.
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22.7 Ministry or Defence
This ministry is the largest institutional provider of vocational develmnent within a
single federal authority. It runs in-service courses for soldiersand officers who have

signed up kr leaver periods in Bundeswehrakademien (Academies of the (3ennan
Federal Armed Faxes).

22.8 Private Commercial Institutes
Privately owned educational institutes trying to make aprofit out of their courses offer

a wide range in the field of vocatiesial development with varying lengths, aims, and
quality. Their overall number of courses is unknown.

The following rough estimate of participants has to rely on various sources, since

there are no reliable and comparable statistics for institutions of vocational education
(Der Bundesminster, 1984; Fink & Sauter, 1980; Pflliger, 1983):

Vocational Schools (Fachschu(en) 170,00

Colleges (Hochschulen) 25,000
DGB (Unitms) 40,000

- DAG (Employees' Union) 60,000
Bildungswerk der Wirtschaft (Entrepreneurs) 50,000
Chambers of Commerce and Industry 130,000
Chambers of Handicrafts 165,000

Chambers of Pmfessions 35,000
Various Employers' Institutes 120,000
hxhistry and Trade 2,000,000
Adult Education Centres 370,000
Roman Catholic Church 100,0(X)

Ministry of Defence 90,000
Private Commercial Institutions 500,000

23 Statutory Laws 1,!.; ederal and Lard)
Federal laws (Bundesgesetze) and regional state laws (Landesgesetze) knh regulate
adult vocational education within their jurisdiction. They are neither unified nor
sufficiently wordinated, more aconglomerate of statutes and enactments with varying
degrees of effectiveness. The most imponant are

23.1 Statutory Law of 1969 Concerning Emphiyment Promotion
(A rbeiisförderungsgesetz A FG I)

§1 says that "measures according to this law have to be taken in accordancewith the
social and economic policy of the Government in order to obtain and maintain ahigh
level of employment, to improve continually the employment structure and thereby
promote the growth of the economy".

lt will be discussed later how far this law and subsequent amendments have stood

up to this statement.
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232. ritatutory Law Concerning Vocational Training (Berufsbildungsgesetz
1969)

"Training OrdinGnces and Professional Development Ordinances together describe
the systemofsiate-ackwwledgedvocationalqualifications.. withinfederaljurisdiction.
Its regulatory power for the crafts Ls based upon the Handicraft Ordinance, far all
other areas iipon the Vocational Trdming Law" (Tillmann, 1983:115).

Training Ordinances list the minimum requirements for cenified vocational
examinations at the level of skilled (specialist) workers and (clerical) assistants
through prescribed examination procedures and overall curricula. Everyone wishing
to obtain such a certificate must comply.

Pnaressional Development Ordinances regulate vocational certification building
on a first (prior) vocational qualification. The regulatory power of these ordinances is,
however, much smaller than for the tauic first training. Regional examination
requirements are quite different, sir= in mast cases entry qualifications only and the
framework for examination requirements have been fixed. "There are...more than 50
regidationsfor the professional training of the Wandelsfachwin' fcerztfiedcommercioi
assistant/ ...there can be no question of a unified, transparent , and pervious system of
professional development" (Gors & Voigt, 1984:125).

2.4 The Teachers
No more than about 5 percent of teacher in adult vocational education are pamanently
on staff in such instkutions. All the other 95 per cent teach part-time et freelance,
having either a full-time main job with teaching as a side-line, or they teach at various
institutions. They come fran all kinds of occupaticw and professions and are drawn
into educational institutes on amount of their professional ccanpetence in an area. Only
we firth of them are qualified in adult education. Their own understaraling is therefore
predominantly that of a. subject- ard skilLs-orientated teacher in a teacher-centred
learning environment.

2.5 The Participants
The motivation to attend vocational development courses is highly influenced by the
social background, sex, family situation, level of education, basic vocational training,
and working conditions. Persons with low-level school or vocational certificates,
working in the lower ranks of company hierarchies, are strongly undenepresented.
The foremost consumers of vocafional development are the educationally privileged.
This means that as yet vocational development has rather reinforced unequal
opportunities than reduced them.

3. The Educational and Labour Market Framework of
Vocational Development

After this first survey of the colourful field, the political framework of vocational
development will be outlined within which teaching and learning takes place in the
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Federal Republic of Germany. This cannot be done without reviewing the years
between 1965 and 1975.

3.1 Educational and Labour Market Policy. The Idea of Technical and
Economic Progress

In the middle of the si mks during a time of rapid technical and ecommnic
development, full employment, and a lack of skilled experts education [B] was
discovered as an essential factor in the growth of the economy. These were bown years
I'm the economics of education and the human capital concept, with the proposition
ofhigiws qualifications in the wirkforce being gerwrally necessary due totechnological
progess. This whole idea was based on a hannonious society still around today, whose
proponents stated the =cond of individual. eccmcanic, and societal interests. "h was
thus the ambitious aim of labour market policy and education policy to influence
aaively the development of all other societal a/vas by reshaping the education system,
on the premise that vocational qualfications of the gainfully employed workng
population would be a decisive determinaru of economic development. This thinking
was reflected in varioux laws concerning vocational development fcf. 231. With the
liberal view in mind that everyone is the architect of his own future, vocafional
development was meant to strengthen the individual, make him more successfid, and
at the same time do something .frr. the general welfare" (Lenhandt, 1983:71 n. On ihe
authority of these aims comprehensive funding for educational activities was made
passible by law. panicularly the AFG (ArbeitsfOrderungsgesetz, see 2.3.1). Even
politicians had not diramt of the enthusiastic popular response. Vocational development
"came in from the cold" (its marginal life) in the shadows and within two or three years
was the most important sector of adult education.

This quantitative crpansica was not, unfortunately, acconpanied by any pedagogical
refonn of teaching mai learning proceses, ncc was it possible to reach a significant prrtion
of socially neglected or handicapped people in view of "equal opportunities" (cf. 2.5).

31 Educational and Labour Market Pelicy: The Idea of Social Policy Progres

In the middle of the seventies the lodestar of tl policy changed to social policy and
is still valid today. The reasons may be summed up as follows:

(1) The thesis of a general, higher qualification required by technif..-11 and
technological progress proved illusive. What we could and can see is rather a
polarized workforce of a compaiA!ively small group of highly trained people
in good working conditions and riuch larger group handling routine work.

(2) International competition and the developments in micro-electronics led to a
wave of rationalization previously unheard of and also to unexpected
unemployment. The traditional remedy of "economic self-healing" did not
take. Investment incentives to decrease unemployment did not work any
longer by themselves. The growing or aagnant numoer of the jobless created
a considerable pressure of justification.
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The government coalition panics reacted to this new situation with incisive
limitation and changes in the extent of funding of vocational training aixIdeveloment.
A new law, AFKG (Employment Promotion Caisolidation Law) as of January 1,
1982 put an end to an active labour market policy towards stnictural improvements.
Crdinances followed with regard to"efficiency" and"economization" which influenced
negatively the quality of measures within the scope of AFG-funding. Nearly all BfA-
funds ((om the Federal Agency fcr Work) aro by maw channeled into vocational
training of the unemployed or those threatened by unemployment, of which later. This
was six billion DM in 1986 (approximately $3 Mice). It endangers voluntary career
development and adaputtiat training.

Contrary to the funding aims of 1969 when a restrictive company-egoism was to
be avoided, there is now a growing number of in-company raining ptogrammes
benefiting from the new situation, They are used for an internal upgrading of that pan
of the workfare which companies wish to retain and bono.

So education and labour market policy has canpleted a serious change in aims. The
question is no more an enlargement of personal scope by beuer qualifications aiming
at equal opportunities and structural improvement of society, but the advation to
economic developments and interests, an integration of the unemployed with the least
possible conflict and a legitimization of existing crisis-prone societal structures.

4. Unemployment and Vocational Development

4.1 On the Situation of Vocational Development for the Unemployed

The actual situation of vocational development for the unemployed is dr! best
evidence for ihe above-mentioned change in aims, Unlike the sixties, there are
comparatively few cases of unemployment today due to lacking or wrcmgqualificatInnc
Unemployment is a problem of scarce jobs. Rationalization in all areas of the economy
with the help of new techniques has led to a rapid elimination of jobs. It has reached
all levels of qualification and apparently has not yet peaked. In this situation en the
labour market, "economic usability" of most workers Pncl employees can hardly be
enhanced, let alone be mainuined. Vocational clevelopre zut cannot overcome
unemployment. An exception is the relatively small number c. unemploynd who have
been selected for and trainczi in high-tech job qualifications giving them a real job
opportunity. This leads, however, to a "social split among the army of the unemployei:
While the attention of education policy is focused on a minority, the majority is left
behind" (Neumann, 1985:58).

This majority will be found in training courses supplying other qualifications but
no jobs. It is the Labour Offices' task to tender such courses because they administer
all funds on behalf of the Federal Agency for Work (BIA Nurnberg). As a rule the
cheapest get the contract as long as they stick to questionable minimum requirements
of rooms and teachers. Commercial firms with low overheads in personnel and
equipment profit from this, for instance by hiring jobless teachers on an hourly-paid



short-term amtract. Educatimal institutes of communities orunless are faced with the
problem of either withdrawing from such public tenders and thus lose pan of their
income, or lower the quality of their own educational courses.

The result is crammed courses in which 35-40 participantshave to swallow huge
amounts of new material some 36-40 hours per week,since final examinations dten
require testable items and skills. The ability to think, to cooperate, to commit: cate and
other criteria of mature behavior are less in demand.

As all these efforts do not give most participants better job opportunities, this kind

of vocational training and development has functions of better socializing and
disciplining, and make individuals feel guilty of failing to re-integrate themselves into
the work process, and to keep up the illusion of the Federal Receblic being an open,
perfewmance-orientated society with unequal distribution of social oppectunities, but

justified because of an "objective performance measurettran".

4.2 Possible Consequences
Any I.:. .1 against unemployment worth its name ought to begin withchanging societal
and economic structures. Areas to concentrate upon should be above all the creation
of new fields of work beyond the established wage earning. Dieter Mertens, former
head of the Research Institute for the Labour Market and Occupations has made
wiNkable poposals as early as 1977. He recommends a shortening ofwcaking hours,

a stimulus of demand directed towards the public promotion of and invesnnent in
suitable sectors like improved town sanitation, micro-technology, social services,
protection of the environment, and adult education. "Instead ofpromozing wear-and-

tear production...ecological neutrality, mixed financing, priority of
labour-(qualifications)-iruensive areas, and political acceptance in view of people' s
needs...should be borne in mind" (Mertens, 1977:44).

Suth proposals are founded Upon the conviction that jobs are indeed scarce within
the established structures of our society but not work itself. The re-orientations
indicted would mean decisions about the future face of Western industrial nations,
decisions in favour of fairer distribution of work and income and, with it, a better
chance for more people to share confidently social life on equal terms. On the other
hand, if the present trend of short-sighted entrepreneurial interest in profit continues
instead of structural improvements as suggested, we shall have soon a society that
excludes one third of its members from all positively seen social roles.

5. Science and Vocational Training
Situation, development, and aims of vocational training are asstmed quite differently
by scientists, as I have said from the start (§1). Some of my colleageec. for instance,
will not agree with my statenwnts and valuations in the preceding sections. Among the
scientific disciplines interested in vocational training and development (education,
sociology, psychology, natural sciences, engineering, psychology of work etc.) we
can distinguish three main strands:

t;
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5.1 The Belief in Engineering and Progress

Schelsky, the sociologist, has argued this scientific standpoint forcefully. His thesis is
that highly developed engineering creates its own laws which we have to adapt to
unless we wish to threaten our very existence. "Political norm and laws will be
replaced by intrinsic requirements of a scientific-technical civilisation which cannot
be posited as poruical decisions and understood as norms of conviction or of
Weltanschauungen This depletes democracy as it were of its classical substance:
People' s political will is replaced by inherent laws created by man' s own science and
work" . From this point of view the question of a critical education which would help
to decide on the sense or nonsense of technical-czonesnic develmnents is hopelessly
outdated. Such ideas in a highly technieized society serve, if at all, "to manipulate
motives towards something that will happen anyhow according toobjectively necessary
viewpoints" (Schelsky. 1965:4531).

From this pasition technical-economic developments fundamentally are nix
controllable. Orm can only try to perceive developmental trends in time and to adapt
to them as well as possible. Vocational development and the educational system as a
whole function as an instrument. "According to the ex,pectazion that adult education
could becomefunctionally relevant in helping to get usable qualifications, theoretical
patterns ofarguments are used in which recurrent education is derived as afunctional
necessityfromsocietal developments and adult education made the motor of technical
and social progress" (Mader, 1984:48).

Canseivative politicians evidently identify easily with this train of thought. In a
publication of the Ministry of Education and Science (BMBW) regarding the status and
perspectives of vocational development, this very vocational development appears as
"aninstrumenttopreventandfightunemployment...,aninstrwnenttofurt" her technological
change..., and instrument of personnel policy (and)...of regional policy [e.g. for new
industrial areas, W I" (Der Bundesminister 1984:117, 120, 122, 125, 129).

Vocational development is thus reduced to the adaptation of the workforce to the
required qualifications demanded by the labour market. Power relations and interest
which led to these very structures of the labour market, to these very qualifications, are
out of sight, because they are anyhow subjected to uncontrollable inherent laws.

The theoretical educational-economic zoncept on which this frightfully effective
way of thinking is based is significantly called the "human capital approach". "The
subliminally valuational...of this view is. .education as something investable into
progress or some societal interest." (Mader, 1984:49).

5.2 References to Self and Lebenswelt ("Everyday-World" or "Life-World")

This second theoretical approach has had much less influence on the practice of
vocational development than the previous one. Its supporters criticize the inhumanity
of a technocratic approach and call for vocational development to move away from
the narrow requirements of the occupation system and turn towards the unfolding of
learning human beings' capabilities. "Adult education means...indeed to fiirnish
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personal development aid, to break up and set in motion the rigidified capability
structures of working people . This requires afocus on the worker as a person and on
his situation ,rather than some technical innovation or sc ientific progress or redesigned

jobs" (Brater, 1980:80).
The demand to take seriously the subjective fackw in educatitm is linked with the

demand topay mew attention to thelearnersLebenswelt.The individuarsLebenswelt
outlines an interactional context to which it is bound. But he who is "permanently
embedded within such a communication field perceives situatiom according to
criteria valid in this Lebensweli , defines situations (including learning situations)
according to the standards and rules of this Lebenswek forms an opinion qf important
and unimponont problems and anticipates a certain scope for problem sobaions"
(Mollenhauer, 1976:38). It stands to reason that the success or failure of educatitmal

pmcesses is dependent uperi theemisideration of participants' various Lebenswelien
and interpretation patterns: Education, learning, and teachingessentially deal with
interpretatices of tlx situation.

The intense orientation towards the self and the Lebensweli also harbours some
problems and dangers. It is tempting to withdraw to clear-cut areasand groups (town
quarters, neighbourImod etc.), to get easily outof touch with the societal framework,
possibilities and limits of influencing it through organized learning.

There is also a danger of regaiding the come= where educational processes were

meant to flourish as secced-rate and to disparage instituticatalized learning which

after all aims at providing definite work-related knowledge, capabilities, and skills.

5.3 The Provision of Technical and Social Competence
Representatives of a critical-constructive social and educational science like myself
have as their lodestar to qualify learners for independent and mature thinking and
acting. They wish to teach even-handedly (I) the required special capabilities and
skills necessary to cope with societal demands, and (2) social competence described
in terms of the ability to communicate, criticize, cooperate, problem-solve, and show
solidarity. The complete subordination of vocational developmem to allegedinherernly
complsory requirements of the employment system is rejected as wrong and
questionable. So is the attempt to neglect the qualificatim requirements of the labour
market in favour of a stronger reference to a (subjectiv e) self. The relation of education

system vocational development in particular to employment system is seen as
rather a dynamic reciprocity with mutual influences. I shall now outline the tasks of

such a science.

6. Consequences for the Science from a Critical-Constructive
Position

A science which has made vocational development its content area and seesitself as
socio-critical and practical, claiming and enlightenment valid and accessible to Jl
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(Thiersch, 1978:101), has mainly the following tasks towards practice:

6.1 Demonstration of the Societal Framework and Interests Influencing the
Design of Vocational Development

A first task is toexplain that the subjection of vocational education to liberal-econcanic
maxims serves to maintain the existing social status liktranty with its unequal
oppormnities. It also makes politicians in charge withdraw from their constinitional
public responsibility for democratic equality of all citizens.

A second task is to explain that dr assenion of democratically umonuollable
inherent laws of technal Fogless is false and dangerous. It saves to maintain
basically irrational and unreflected power relatimis which have meanwhile beim= a
collective danger to all life because they threaten our ecological balance and destroy
natural resources. A science of adult education must therefcre conmbute to solve the
problem of "how the force of technical disposition can be led back into the consensus
of acting and negotiating citizens" (Habennas, 1968:114).

Finally and interlocked with the above-said, it has to be made clear that the
rkvelopment and use of certain techniques, technologies, certain kinds of work
organization, and the resulting work requirements are wily in part due to technical-
economic constraints. They are predominantly the outcone of political decisions, e.g.
subsidizing certain kinds of technology and energy, and of profit interests and the
industrial peisonnel policies and division of work tied in it. Indeed, recent high-tech
electronics offer a wide-range potential of ccesiderable on-the-job YOliations between
total control and new independence and decision-making.

6.2 Social Science Research in the Interest of Dependent Employees
These possibilities point to an urgent research task in the interest of dependent
employee& Since the possibilities for action on the job are an essential determinant for
the social situation of working people, research ought to begin with it. This means "a
shift in the interest-to-know relative to economic analyses of)vorkforce requirements :
from the worVorce requirement of employers to the social meaning of employment
changes for the workforce concerned' (Baethge, 1980:105). Such a research would
have to examine ways of altem3tive approaches to techniques and work organization
in cooperation with educational economics, industrial sociology, psychology of work,
and production engineering. It should aim at dismantling hierarchies, enriching jobs,
expanding co-deteimination and elaborating necessary qualificaticns.

An innovative labour mar ket, occupational, and qualifications research would also
have to develop activities outside the established structures of paid labour (cf. 4.2) and
to elaborate the qualifications necessary there. The actual vocational development as
yet entangled in traditional structures of work and its qualifications could receive a
new impetus from such research It could foremost seize the opponunity to rid itself
of its present helplessness towards the problems of goal-setting and content of
vocational development for the unemployed.
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63 Didactic Guidelines
The use ofjob enrichment, job enlargement, co-determination and the development
of new activities require ccnesponding capabilities anumg the employed, and this in
turn requires a vocatimal development of a different quality. Science has to provide
didactic guidelines for the design of such teaching-learning processes. The following
ideas would provide guidelines for a toolkit of such iskntity-,reflectice-, and maturity-
enhancing teaching and learning-

Tr, enhance awareness that different aims of vocational development cemprise
different interest-bound evaluations of social situatiees and widely differing
views crt the tasks of educatice and of well-educated people.
To ftinher insight into widely varying cri teria of content-selection and -structuring
according to goals set.
To enhance awareness of inseparably interlocked goal-setting, content selection,
and chosen teaching methods. The widest possible repentry to be provided:
Learning and teaming methods enhancing identity and maturity (troject-
orientated. problem-centred, participant-ceientated teaching and learning etc.).
Making aware of the connection between socialization and learning. People of
different socialization in families, schools, jobs will shrw different learning
behavior in vocational development courses. This has to be interpreted correctly
and considered in course designs.
The importance of interaction processes for learning is to be highlighted. Since
interaction processes can help or hinder learning and identity-finding, more
attention is required to intragmup and intergroup behavior.
Open curricula for different vocational course tracks must be developed;
teaching and learning aids must be prepared permitting choice of content,
methods, and media to the teaching staff.

These guidelines can all be summed up in a demand for an integration of general,
political, and vocational education. The goal of such integrated educational processes
has been suggested: it is an individual capable of reflecting and acting, capable and
willing to improve jointly with others the working and living cceditions (cf. I and 5.3).

Two curtailments and misjudgements have to be avoided on the way to this end:
"It would not be enough, jaw to add political enlightenment onto unchanged
technical-instrwnental handling, (and) it would be an inversion of the postulate of
integration f technical-instrumental requirements would simply serve as a vehicle for
the political consciousness-raising really intended" (Faulstich, 1981:128).

7. Conclusions
The tasks for a critical-constructive science outlined above and for a vocational
development practice directed towards independent thinking and acting have been
tackled ever more seriously in recent years. Humane design in engineering is gaining
emphasis as a research focus. Many state-funded trial projects have successfully

t



43

brought about an integrated education with concunent vocational, political, and social
conpetencies.

This should not detract from the fact that by far the mg areas of economic, labour
market, and education policies including vocational develivment are dominated
by technocratic-econonistic thinking with its narrow teaching and learning methods.
On the other hand, it is obvious that the public discussion abou central and existential
question stet as protection of the environment, quality of life, unemployment, and
the future structure of the world of wock, does not easily submit any longer to such
views. Wheilwr this will lead to any positive change in policies and education is an
open question.

Vocational developnent committed to the position outlined above has to see to it
here and now, in theory and practice, that as many people as possible with their
critical, communicative, and action-c apacity can participate in the debate about the
future face of our society.

Postscript
Some more recant federal data do not change the general picture. By the end of 1990
the Bremen Senator for Work and Occupation. Department 4, bandesamt fir
Weiterbildung, Katharinenstr. 12-14, 2800 Bremen 1. has publislvd the amended
version of Strulaurdaten 1987188, a complete 28 pp. breakdown of all educational
institutions in Bremen on record: their teaching hours, the participants across the three
education sections (political, vocational, general education) in absolute and relative
terms for 1987 and 1988 including charts, tables, and comparative figures since 1975.
available on demand, free of charge, for research purposes [MAJ.

Summary: A siwrt contribution cannot deal with all the intricacies of the highly
differentiated and contradictory area of vocational development. There is instead a
first outline ofthe scope, courses, agencies, institutions, andfundamerual laws of the
field. The development of the educvion and labour market framework its policies
during the last 30 years are sketcned. Unemployment as a problem and challenge for
vocational courses is of:other section.

Concluding remarks seek to clarify the relationship ofscieruific disciplines and
vocational development. The beliefs in technique and progress, orientation towards
self and everyday world, participafive action and self-assertion are presented as
different approaches. M y own view tries to derive consequences from a critical-
constructive ial.erstanding of "science" regarding the tasks of theory,, practice and
didactics.

A Note on the Author
Wilfried Voigt, Professor Dr. phil., born in 1931. Teacher at the Hamburg Vocational
School for the Building Trade from 1963 to 1968. The teaching assistant in the sub.
department of Vocational and Economics Education, University of Hamburg, 1968
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to 1971. Assistant Pmfenor 197 to 1975, University of Hamburg. From 1975 to 1978
Associate Professor in the 'aistitute for Education and Social Scientes at the Technical
University of Berlin. Pre .essor of Vocational Education and Development, University
of Bremen. since 197P.

I was born knoll (wily of traclititmal craftsmanship. Them was not muchchoice after
the war. I left school at fceneen and became a masa% later a civil engineer in iniustry.
I quit eventually to fp to university for a degree in vocational education. All these years
I had been science-minded and believed in the feasibility and conputability of things.
Carl Friedrich vat Weialicker's lemma int the philosophical probletns of modem
science opened up a completely different new worki. Later, having studied Theodor
Acbmo, Max Horkheimer, Herbert Marcuse, and Itirgen Habermas. I learned that
science and applied science are not neutral, indifferent to various human interests.Two
books by Habermas left a lasting imprint: Erkenntnis und Interesse (Knowledge and
Human Interest) (1968) and Technik undWissenschqii aLs Ideologic (Technology and
Science as an Ideology) (1968); and so did cal a personal level professor Friedrich
Ming (Berlin), my later mentor and friend, in his urzwavering belief in thehuman ability
to learn and to develop, his &dieted effons to make educational science more
practicable and to draw in more *lilt and middle-aged students.
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Adult Education as a Vocation:
Lay Job or Profession?

Roswitha Peters

Adult education/continuing education (AE/CE), meaning organizei teaching and
learning of and with adults, is socially and individually seen as generally desirable and
even necessary. Unlike organized teaching and learning with children and youths
however, edr:ation ha by professional educators is not yet cannon.

Even within the hevv ogerrous area of AF/CE it is ceetroversial whether adult
education should be made a specific and regular job. From the beginnings of its
institutionalization around the turn of the century until now adult education has been
and still is carried out by people for the most pan neither trained nix prepared for it.
It is ttx main occupation of comparatively few; most of them work freelance as a
sideline, in recent years increasingly without any other job, but it is difficult to survive
by freelancing alone. Will AWE as a profession always keep certain features of the
irregular (INiggeler,1968:106)? What has become of the professional ization endeavors
during the seventies? Is pi ofessionalism of AE/CE educators on their job necessary?

It is my intention to facilitate answers to these and similar questions by the
following outline t,f (a) the path the profession has taken hitherto, (b) the elaboration
of some aspects of professionalism now, (c) the description of how I understand
professionalism in AFICE.

AE/CE in this chapter shall comprise publicly recognized institutions available to
each and every adu It, excl uding those company- and associ ation-bound, commercially
Or alternatively organind.

The reader will benefit from also reading the thirty-two pages of Max Weber's 1919
talk to young students on the academic scholar as a professional (Wissenschaft als
Bern!), with his frequent comparisons to the different "American" situation. See his
Gesarnmthe Aufize in the "Annotated Bibliography" in the Appendix.



48

1. From the Folk Educator to the Educational Employee
According to the occupational sociologists Beck, Brater, and Daheim (1980), there are

two reason in political and econcanic omstitutimal free-enterprise societies far the

rise of professimal occupations: Either the professional satisfaction of a need cc the

solutice of a problem will yield an economic profit, or a matter must have stood the

test of being acknowledged by the state, fix churches, Or the big associations as

a public ccocem, in (We: to be dealt with by a profession so called (1980148).
If we take Article 148 of the Weimar Constitution as an indicator ciaduheducation

being a public amen., then indeed the requisites for the rise of such apofessice were

present in 1920: "Institutes of adult education, including adult education centres
(Folk-High-Schools),shallbeassistedbytheState (Reich] ,Lands,andcommunities" .

In fact, there had been earlier attempts to professionalize the organized education
of adults, e.g. by employing circulating teachers in the labour movement. A typical
form of professionalized adult education in the Weimar Republic was the full-time
management of newly founded Adult Education Centres (AECs) and Residential
Schools where the educational work itself was done part-time and in an honorary

capacity.
With regard to adult education, full-time management remained the characteristic

form of professionalizatice in the Federal Republic of Germany until the fifties and

early sixties a process "which had at its core a shift from an activity without any
pay and specific training to one that from a cerw; point onbecame paid to such
an extent that the person on this job can live off u (Weinberg, 1980:403).

Who was qualified for a full-time job in adult education cc to use abetter phrase

suitable for the Weimar Rerublic who was destined to work as a folk educator? As

it was then understood, folk education including those involved in it had the task

of integrating all social strata into a novel political-cultural and democratic community.
"Folk formation by folk education" was a catch-phrase of the day. Folk education had
"ai as core the social, the community question" (Rosenstock )20:77).

The folk educator's job was understood as a political-educational one requiring
similar to that of a 'politician 's an outstanding personal commimmt, wide
experience in various spheres of life, eloquence, and proven competence in another

occupation. "The precondition for becoming a folk educator is the exertion (past or
present) of a skilled job with inlellectual penetration. He must be a cobbler sticking
to any last...lt is part of any education to have expert knowledge anywhere. The mere
popularizer, if there is one, is not qualified at all for folk education" (Rosenstock,

192096).
Systematic vocational training or preparation of the folk educators was rejected

more or less expressly for reasons once again ocesented in detail by Schulenberg
(1972:8ff.). One reason was the assessment of folk education as having a temporary,
compensatory function, irrelevant once it had fulfilled its educational and political
task. Another reason was the apprehension which continues to be felt today of
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folk education leading to a sclvaoling with an implied childlike immaturity of adults
should it evex become a standardized societal activity.

After the national-socialist phase (193345) and World War II (1939-45) these
ideas continued at first in spite of a fundamental change in the adult educate
framework and a shift in the professional view from a predcaninantly political
orientation directed towards the whole to a cultural ow implying a marked tone of
cultural pessimism and one centred upon the individualin the words of Erich Weniger
(1952): Tit:ere must not be a specc professional preparationfor the folk educator,
the prior knowledge of his tasks, though, (is a requisite)..ile is the interpreter ofthe
living Wet& his fellow men who trust him, he is the representative of the acting world,
but also the bearer of a counter-effect against an evil and degenerate world. Ile is the
translator of ihe formed world of intellect transferring it to his listeners' sphere"
(1952:513).

Public consciousness had not yet caught hold of continuous organized fiinher
learnhig as a consensual ensemble of adult roles. Institutiemalized adult educaticm
ranked less as a societal necessity than as a cultivated leisure activity for
participants, planners, and teachers alike. Then, as befme, no reason was seen for an
extensive professionalizzion of adult education jobs dorm pan-time or unpaid most
of the time.

In its 1960 inquiry Zur Situation und Aufgabe der deutschen Erwachrenenbildung
(Concerning tic Situation andlaskof German AdultEducation) (Deutscher AusschuB.
1960), the German Committee for Instructionand Educatice at least diluted attention
to the education of adults as a profession and said that "the occupation of popular
education can be a full-time or part-time job. It does not necessarily require the
knowledge and experience of the teachu..; profession. It is indeed desirable that
members of many occupations work in adult education, leaching and educating.
Academicians among popular educators shouldhave a degree and manifoldpracticai
cxperien.. weral t its desirable that popular educators have educational skills,
expert k and ability, independent judgement, far-sightedness, personal

3G17er-mindedness, and cosmopolitanism...It is decisivefor the success
°fall endeavors concerning our potential new colleagues that the function ofpopular
educators is publicly acknowledged.Thisnew occupation requiring a versatile talent,
much strength and time, has not yet been firmly incorporated in our occupational
system. The poptda- educator must gain due respect by hisattitude and performance
according to his task in society. But society should also hold his occupation in such
esteem, paying him enough to secure his living beyond making it a transitionaljob for
capable human beings or an outlet for failures" (Deutscher AusschuS, 1960:33).

The shape and development of the profession was meant to be due partly to the
professionals themselves, partly to society's support A perceivable societal or
educational-policy interest in the profession became a fact only when education,
learning. and qualifications were ranked higher in tenns of societal development,
particularly in international economic competitiveness. In the mid-sixties, with the
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first economic recessim in the background, a simultaneous "German educational

catastrophe" diagnosed by scientis,.., and a certain weariness of the pevailing

political-cultural regootion, edu=tionand qualificatice were increasingly regarded

as productive economic factors, as essential requisites of necasarily fle.s.ible and

made working people ("human capital"), but also as a foundation of a democratic

society ("daring ikmocracy").
Various =anises were mir introduced to make possible lifelong learning for all,

talent support by opming up secormi and third chances of education and cross-overs.

For the first time ideas of education and leaming needs of the adult population were

researched representatively (Strzelewict et aL 1966) and the outcome used as a frame

of rrittrence far the planning of adult education courses.
Eventually, in the late sixties, systematic, cenifientinn-nrienlated medium- and

long-term learning and qualification programmes for adults marked the so-called

"realistic turn" of Gennan adulteducation. At the same time professionalrequirements

for adult educators grew more complex. The addressees were no longer now "the

people" as such, but increasingly target-groups from various social strata of thealult

population ckfmable according to sociological, political, and psychological criteria.

Coping with professional tasks apparently required educational-political and

educational-sociological research and planning competencies, psycliological and

didactical knowledge and skills. Theconnection of ratlxr casual knowledge and skills

with personal experience and commitment as a foundation for professional activities

was regarded as insufficient and unsuitable for the job. Slowly the typical popular

educator by calling or as a hobby vanished in favour of the full-time educational

employee with a aallege or university degree who found an interesting and in the

beginnil..g seventies also politically relevant professional area. But soon an

arbitrary scientific training would nolonger be sufficient in view of specificprofessional

tasks. It was then, from about 1970 onwards, that German colleges and universities

began to train"D iplompadagagen" with a major in adult education. This ne wpossibility

of specific scientific qualifications for young professional talents correspaided with

a meanwhile distinct and often-voiced desire by Walt education associations and

institutions: As early as 1963 a Lower-Saxon Study Group for Questions of Adult

Education had asked for an independent university-based study course for full-time

adult educators (Schulenberg, 1972:18ff.), but this happened also for at least one other

reason: status acquisition as a scientific policy. It also happened largely without

cooperation and mutual corr-iltation expected by adult education practitioners. The

relauonship between the new science of adult education and an essential part of

educational practice thus became. prob,.matic.
The Strukturplanfir das Rikiungswesen (Planned Stxucture for Education) published

in 1970 by the German Education Council (Deutscher Bildungsrat. 1970) proposed

a new conception for the whole sector of education, and farther education as adult

education was programmatically called from now on got a fresh impetus because

it was drafted for the first time as an independent educational area of equal rank.Nearly

-5 S
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all of the lands in the Federal Republic have since enacted adult education or
continuing education laws, some including educational leave provision regulating
awl granting fmancial aid kr AFXE to an extent previously unlmown. This permitted
the institutional expansion of AEXE and employment a cornparativzly large
numbers of full-time educatimial employees. Their numbers in AECs grew ten times
between 1970 and 1980 (Gerhani. 1980:22ff.).

During this decade of increasing institutiecalization and occuptionalization, a
parallel tenckricy of prckssionalization was reccwded according to standard vocational
sociology critaia (Vath, 1975):

Typical job descriptions for various full-time occupations were trepared
(Weinberg, 1980:416ff.).
Special scientific qualifications seemed absolutely rocessary for professimial
activities.
More and more colleges/universities tried to teach vocational-piofessiceial
quotificatims in either pre-job or job-concomitant programmes in accordance
with scientific vocational training and adult education became a subject of
scientific research.
AWE statutory laws regulated minimum requirements fir vocational wcwk and
set standards for its societal recognition.

Up to now, unfortunately, there am no binding regulatices for an access to the
profession, nor are there indications of a developing common professional self-image
and task-orientation of members which could serve as an eihkal foundation.

AE/CE practitimers and the scientific community of adult educatitm have hotly
debated from time to time whether Rafessicsalization and instinitionalization are
meaningful at all. Some thought free-floating inapixopriate profersiceal interest in
salience gained the upper hand of students, others regarded it as a requisite for an
educational work in favour of participants cmnparatively independent of agency
intorsts (e.g. Dieckmann, 1976:127f1., and Schulenberg, 1972:181

Weinberg evaluated the past achievement or adult education service structures as
professicmalization of adult education being already in effect, although it should be
supplemented and extenckd by a systematic scientific training for typical jobs
(1980:420ff.). This definitional equation in my opinion was and is incorrect, but its
implicit reference to deficiencies in systematic adult education knowledge is pertinent
to tile rrofessional reality. The qu al itative expression of successful professional ization

professionality has hardly inspired debates, reflections, or research in spite of
all recent arguments. Tietgens' statement that pmfessionafity in adult education is
undeveloped and professionalization not yet achieved remained uncontradieted
(1986:44). The following reasons beyond those suggested are worth considering:

In the late seventies, accompanied by an econcsnic crisis, an ongoing stagnation
in the funding and development of the whole education system began which has
directly concerned AWE: Few pegs have since been offered to full-time
educational employees.
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The high rate of unemployment made many AE/cm institutions look for and
=zit various social-pedagogical and socio-political tasks comected with
vocaticmal retraining and qualification. This was funded by the state rather
generously, but hardly ccauributed to the development Lof a distinct professional
interpataticm °flasks among employees.The pospectofbehag able tocontrihute
directly to the improvement of shencomings and societal deformations was
tempting many, instead of waiting for the rather indirect effect of educational
work and trusting in voluntary self-development of adults, tlwir abilities, as well
as their self-assestkm in private and co-detenninaticm in publk life.
The science of adult educatitm was fully occupied with the training of its own
young talents, who had little wospects. It could not provide much scientific help
for poetical problems in AE/CE, although this was expected. Unfulfilled,
mutual expectations leading (Oa disturbed relationship of theory and practice are
Tielgens's words far a failed pofessionalizatim pocess (Tietgens, 1986:44).

At the end of this decade the duality of full- and part-timers in teaching jobs and full-
timers in planning and organizing is a structural characteristic. Both the predominantly
teaching and the psedominantly planning and manizing employees basically are
engaged in adult educatin jobs which few of them have ever learned beforehand.
These"loymen osexperis"(Yitting,1987:8)beara label in Gennan with an inappwriate
meaning (literally: pedagcal co-workers), since they do not help educate children
but adults. The term is an awkward expression of conceptual endeavorsunhampered
by ideology to separme didactical intentions from administrative weck in the AE/
GE area. The whole development from "folk educator" to"educational employee" still
leaves open the hankeriag fa- a professional calsolidation of AE/CE work and a
suitable werd fry it.

2. Aspects of the Professional Situation
In recent years AE/CE courses have gained not only proclaimed but real importance
in society, but aims and contents, forms of institutionalization and professimalization
have changed considerably compared with the seventies. Increasing privatization and
commercialization, full-time educational work for a fixed period, an increase in
private educational work based on Labour Exchange funds, primacy of voca6onal and
job-directed over political and general education arc just a few examples that fit well
into the political framework provided by the conservative-free democratic coalition
government. lt sees AE/CE less as a public task than as a shopping bag in an "open
coruinuing education market... subject to competitive forces" where it has to appeal
to "the responsible aduh...who has a say in form and content of the course through his
demand" (Der Bundesminister, I985:6, 9).

As long as the demand is satisfactory it is consistent with this view and also with
observable realie,, :f not much attention is paid to the manufacture and quality of the
"product", thus avoiding cost, unless strong interests in society take a different view,
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This, at least, would be an additional explanation kw the obvious disinterest in
pmfessional development in contrast to the societal impixtance of AEICE
diagnosed by Schlurz (1988). His suspicion is that "professkmalizing adult and
contirming education is unwanted by society/ Ifwe understand by professionalizmion
not only to get a job or a beuer routine on the job, but the education of groups and
individuals witha certain ethos, with an awareness of one' s own comxtence and not
least one' s limitations, then such a development looks as i f it Ls objectively unwanted,
because it would run counter to the functionalization of contbuting education as it can
be observed now" (p.9).

Inmically speaking this situation is in line with manya critic of professionalization
in the seventies, who of course argued against it with other reasons and political
intentions (e.g. Dieckmann, 1976).

2.1 The Staff
The grand total of AE/CE-people in institutions, ccenpany departmnts, organizations,
initiatives, projects etc. dealing with the planning, implementation, and evaluationof
adult education courses is unknown. A good estimate is between 5,000 and 7.000 fct
full-timers, and 200,000 to 400,000 fix part-timers/freelancers. A 1980 Wörterbuch
der Weiterbildung (Dictionary of Adult Education) estimated the number of course
leaders and full-timers to be about 4500, and of part-timers around 140.000(Dal=
et al., 1980361). No doubt the numbers have risen; particularly the latter one.

Nobody else but the German Adult Education Assaciatice(DeutscherVHS-Verband)
publishes regular statistics of staffmg levels. According to the latest 1987 statistics this
largest educational association employed:

472 full-time AEC-directors,
2.511 full-time educational staff,
136,770 part-time/freelance educational staff.

The ratio of full-firms to part-timers (excluding centre directed's) is therefore about
1:54 (disregarding hours vent on the job).

Similar, even more unfavourable, ratios will be found in other areas of
institutionalized, publicly funded AE/CE. Hardly any other area in society offers so
many part-time and time-limited jobs fix graduates of all disciplines and is so
attractive. Graduates of educational studies with a major in AE/CE apparently are not
preferred at all. An analysis of job vacancies offered between 1976-1980 (in the
weekly DIE ZIET) showed that 35 only out of 1313 required sucha diploma (Peters-
Tatusch, 1981;100).

During a scientific conference in 1987 on "The Situation of Went in Adult
Education As a Challenge to Studies, Professional Training, and Research" (Schlutz
& Siebert, 1988) the situation and structure of staff in AE/CE was seen thus:

( I ) In the area of full-time educational employees: In recent years various
agencies and institutions have eliminated permanent posts for lack offunding.
Al the same time there has been a larger increase in employees workingon



54

projects, particularly in large city AECs, fiinded by work procurement
measures and third-party finds.

(2) In the area of pan-timers: The number of part-time course leaders has
intentionally been reduced in recent years infavour ofjobless graduates who,

however, are engaged on a contractbasis.

(3) Apart from these two classical staff categories there Ls in some larger

educational institutions the adult education teacher, doing afidl-iime job

with tenure and fringe benefits. For some time, moreover, full-time social

pedagogues are employed in AEICE.

(4) A new type of professional is the "new x#:employed" who earn their money

as course directors usually at various institutions ar are both coursedirectors

and consultants working for fees only (Frischkopf, 1988:175-76).

Smh a staffing situation and structure hardly admits of any professional perspective
beymid the immediate job requirements. The resulting job attitudes, satisfaction, and

quality of working life would require a separate inquiry.

2.2 Tasks
Staff stnicture and division of work in AWE are closely conrwcted, as mentioned

before: Administrative work and didactical planning require steady, long-term work

by full-thne employees. An up-to-date, versatile,and flexible conversion of educational

courses into lectures and otlwr kinds of teaching cannot be done by the small number

of full-timers. The employment of a great many half-timers and freelancers for fixed

periods of teaching is therefore a requisite. the introduction of a pennanem "adult

education teacher" in some large towns, cities, and institutions has overall changed

little of the hisurically grown division of wort Fathermore. I do not think that a
solidification by a professionalization of individual, closely connected educational

actions is cksirable, became any segmentationof work would make institutional and

agency relations nwre untidy and favour alienation from one's own work for both

exclusively teaching and exclusively planning staff.
A valid job description specifying tasks independent of institutions covering

the whole area of AWE has been impossible to draw up because of the wide
variations and heterogeneity of institutions, agencies, political views,
weltanschauungen, their aims, contents, and methods of educational work, their
differing sins and equipment. But we can list more or less general task emphases of

full-time MICE work derived from professional monographs and analyses of job

vacancies (PrOpper , 1975; Vath, 1979; Peters-Tatusch, 1981) available in

detailed descriptions flow the German Adult Education Centres Association and
covering their own organization (Tietgens, 1976; Der Bundesminister, 1973). They

are:
managing institutions, depannients, or projects:
planning educational programmes/offcrings;
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organizing courses, public relations, and educational policy activities;
hiring, advising, prciessimal updating of the teaching staff;
giving advice to participants.

Occasional teaching often is part of such alai similar full-time jobs, but usually not
self-evident except at residential centres. On the whole professional work in AE/CE
is &me according to Tietgens (198131)

in the context of a societal framework,
within the horizce of institutional requirenwnts,
in more of less distinct areas of tasks and learning,
with regard to educational courses.
in touch with teaching and learning processes.

In so far as professional action is above all planning action-- this is a fact there
are tasks on various levels that need interconnections armang conditions and effects on
these levels of action. The tasks summed up and related to job aluirements are:

to analyses the conditions of the societal framework.
to reflect on institutional connections.
to fmd enough scope for the planning of learning,
to prepare COMM,
to put into practice teaching arxf learning processes (Tietgens, 1981:31).

2.3 Qualifications

No recent information is available abolit the formal qualifications and actual
competences of staff in AE/CE. A survey covering the Federal Republic (Gerhard.
1980:57, 62) found that nearly two thirds of all full-time educational employees had
degrees mostly from the following departments;

Social sciences (excluding educ:ition) 18.2%
Languages/linguistics 17.2%
Education scierwe 15.3%

College/university education seems to be a characteristic qualification for AWE.
This corresponds with the fact that 64.4% of advertisements for full-timers in AE/CE
ask for a degree as a job entry requirement (Peters-Tatusch, 1981:98). Impl ications can
be drawn from such analyses and employee reports as to what abilities are thought to
be necessary or desirable. Three abilities stand out in general:

to be able to convert a discipline or specific subjects into educat ional programmes
and processes for certain target groups.
to contact and communicate, to show initiative, to commit oneself, to cooperate
(1981:114-15).
Free agencies like unions and churches often seek political, religious, or other
attitudes similar to their own, including loyalty (1981:110).

In view of the expected predominance of full-timers' planning function a
supraregional University Refoon Committee recommended in 1984 that students of
education (Diplomplidagogen) with a major in AWE should receive scientific



56

training in that area and also "ability to teach in at least one specric discipline or an
interdisciplinary ability to work wish target groups (parents, foreigners, senior

citizens, etc.). This is necessary even if the professional does not teach regular! y;for
the credibility of his training anddeveloping pan-time tecchers is closely linked to his

own competence in at least an exemplary way of a discipline or tart:. &our).Another

thorough qualification required is the ability to advise and counsel on education,

learning, crises etc. These three areas of competence are to be studied in equal

emphasis so that the professionalandragogue is up to present andfuturedemands and

developments" (Sekretariat, 1984:63).
One of the important professionalpreconditions of such a vocation is according

to the Reform Committee a general interpersonal competence (the ability to

interact, to communicate, awareness of se/ f and others, thoughtfulness). Itsfcamdation

is the acquisition of various distim, task-orientated educational and social science

knowledge, an ethical attitude, and proven action patterns, such as educational

planning for AE/CE (Sekretariat, 1984:50ff.). Whether and to what extent the same

thirty German colleges/universities devoted to the training of Diplompädagogen with

a major in AE/CE effectively provide this professional andragogicalcompetence is an

open question in various respects:
AE/CE is a comparatively young science. It is cbubtful whether it can offer

original knowledge fto. professional activities; for the creation of knowledge by

research has as yet taken a back seat to the tasks of training and developing

(Schlutt, 1988:13-14).
It is doubtful whether college/university scientists teaching and researching AE/

CE agree that professional acfivity in AE/CE is to a large degree didactical. This

makes uncertain the importance of educational science for the university training

and development of AE/CE professionals.
There seems to be no sufficient mutual consideration nor cooperation between

science and practice of AE/CE necessary for the competence to act as a

professional.
Independent study and other forms of employeedevelopnrent, job-related inductions,

and conespondence courses have lofighad a iinn place in the practice of AEXE.They

may be useful in developingAE/CE professionals but it is an open question how far

they connibute to a job-independent, specifically professional competence.

2.4 Professional Self-Image
Professional self-conceptions are overal 1iniportant (a) for the percepion of professional

requirenrems and how 'trey are dealt with, (b) for the professional self-confidence, and

(c) the job-image presented to the outside. They are little researched, and there is also

no professional association expressing and exchanging AE/CE views. In talks and

debates it is indicati ve of employedprofessionals and scieni sts both having difficulties

to describe the essentials of andragogy in simple terms. It s therefore true that "adult

education si4(fers strongly from being talked about on a general political lewl, but
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those doing the real work do not take part, do not have a say" (Tietgens, 1988a:89).
During m expleratory inquiry by Gieseke (1988: 248-250) educational

employees asked for their work profile said that the majecpart was organizaticmal
rather than educational, the latter being properly speaking a teachingjob. A closer look
reveals, says Gieseke, that ihe so-called organizational is indeed didactical planning,
hit those on the job do not see their week like that. If interviewees all Ow same interpret
their work as pedagogical, this is more an expressico of an everyday ability to
ccenmunicate and assert oneself than a thoughtful understanding of educatim, which
as a scientific discipline or university qualification does not enjoy a good reputation
among educational employee&

But even a more positive and ruminative relation of full-timers with education as
a scientific discipline and qualificaticat (which would include a conception of
didactics) would leave in doubt another comllary of Gieseke's and Tletgens': AECE
full-timers "being not fully aware of their professional competence" (Tietgens,
1988b:30), because interviewees labelling the majtrity of their wcwk "organizational"
are perhaps closer to reality than an up-market tenn of "didactical planning"; for as a
highly couples and professiceally competent activity didictical planning can hardly
be imagined without a corresponding conscioumess. The "organizational", on the
other hand, seems lobe more in line with a pre-professional activity and interpretation
of AE/CE work, More of a hirkInince for the development of a professional self-image
is probably not only a real lack of professionality but also an inconsiderate view of the
educational task by educational institutions themselves, which often enough call a
"task" what attracts the most funds.

3. Professionality in Adult Education/Continuing Education
Occupational sociology has postulated two standard qualities (knowledge and skills)
inherent in any professional activity:

(a) .0 relate complex, relatively abstract knowledge (theory) to situations requiring
actions and to apply it according to specific patterns or rules;

(b) to recognize and ponder the universal, typical in individual cases and situ ations,
and to classify it theoretically (always sul*ct to revised explanations).

There is as yet little of such professionality in AWE. It is even doubtful whether
and to what extent it is desirable and what should be its focus (Schiersmain, 1988);
for as mentioned before AE/CE was temporarily seen as "the least instimionalized
and professionalized area of education becoming the crucial moot of deschooling,
deprofessionalization, and de-institutionalization" (Strunk, 1988:107).
controversy was kindled by status-bound, constructivist ideas of professionalization.
particularly those coming from American sociology which, sxime feared, would
promote efforts to install an expert elite of ideologically legitimated power also in this
area.

Recent theoretical consideratkms rather point to another direction: a profession
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being amstituted as a highly complex occupation hardly subject to democratic control
is justified tally if a functionally necessary minimum of societal productivity,
rationality and sociality is not guaranteed without its professional contribution to a
solution of a societal necessity (Koring, 1987). Where toflnd the master gauge for suds
minimum cannot and shall not be discussed here, but I would tadde the question
whether AWE as a doubtless necessary societal task does require occupatimal
Frofessionality Established professions occasionally evince dubious attitudes like an
expert cult or shawing off income and westige. I do nu underestimate them as
unpleasant accessories, but they are less of a threat to the quality of AE/CE in general
and to the development of a professional stance in particular, the main threat being the
fact that nearly everyone can become an AE/CE expert if he or she has a particular
conpetence just in demand.

3.1 Reasons for an AE/CE Professionality
Whether professional ity is required for an adequate handling of the societal task called
AE/CE depends on the complexity of demands made on those who deal with de task.
How it is interpreted and how complex the demands actually are, would be a matter
for an intense inquiry into work and occupation to clarify better than in the past. At
present there is one suitable answer to the initial query, namely that of a structural-
theoretic task definiticai for AE/CE and an anal ysis of actions structures and requirements
for educational employees in teaching/learning situations by Schmitz (1983). As I see
it, he describes organized AE/CE as one form of social intervention among others like
psychotherapy and counselling, all contributing specifically to (re)construct the
personal integrity of adults. A E/CE having thus the function to make available through
organized educational courses personal knowledge which is necessary for the
foundation of moral ly adequate and factually right dec is ions of adults, but can no more
be acquired by direct perception, everyday talks, or self-instruction.

Since apart from education, various other interests play a role in such courses
for instance, advice or even therapy the professional performance and achievement
of full-time employees would include a defmition of the situation and a necessity to
distinguish adult education from advice/counselling Or therapy in practical terms. This
would render their job more difficult than that of a counsellor or psychotherapist.

As things are, the didactical aspect of AE/CE courses is one of many dealt with by
full-timers. Others like didactical planning, educational policy , organizational staffing
questions and tasks indeed are very demanding professional requirements, particularly
if the task of AE/CE Ls scvn e.g. by Schmiez (1983) as not only to rectify societal
tkficits, but also to be an innovative, creative, and critical activity reflecting work,
politics, and culture. In addition. AE/CE 's tk should be to motivate people to design
and shape their own and also public life with imagination.

Such work requires comprehensive knowledge and skills on a high level covering
different areas like educational science, psychology, sociology, history, economics
and management, plus the core discipline represented. It includes the ability to

i;
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evaluate one's own conpetencv and limitation, to ponder critically on multiple
requirements and possibly to reject some, to keep aloof from constant excessive
demands with their negative =sequences for =self alai others. This requires a clear
idea about one's own professional tasks, roles, and ethical implications, an idea which
could contribute to an absolutely indispensable respect of other persons' self-
responsibility and everyday wold.

Without such a professionality it seems to me adults and task-orientated
educational work based on science is hardly possible any longer.

3.2 Characteristics of an AE/CE Professionality
Professionality expresses itself in professional action.the "outstanding sir uctural place
where theory and practice are mediated" (Dewe & Fenthoff, 1988:96) essentially
by three characteristics (Keil et al., 1981:2911.):

the cognitive mastery of task-specific knowledge,
the poetical mastery of task-specific action-pauerns
areflectedrole-behavior expressing one's mastery of a task-spec:0c seY-concept.

AE/CE employees will therefore have, for example
knwledge about societal functional conditions, historical and international
connections (e.g. economic and sec ial structures, income and capital distributions.
education system and the disuibution of educational opportunities, the political
and law systems);
knowledge about addressees and participants of AE/CE (e.g. their social
situation and patterns of interpretation, effects of socialization and education.
learning abilities and learning interests);
knowledge of one specific subject area relevant for AWE (e.g. tar aages,
techniques, media, economics, the arts, politics);
knowledge of adult- and task-orientated didactics (e.g. how to dig:over learning
interms, how to reduce and redesign learning contents, various teaching methods);
knowledge about the functioning of institutions and administrations (e.g.
hierarchies, delegation, organizational processes, personnel).

Professional action patterns of AE/CE employees would comprise according to
action levels specific interaction styles, techniques of gathering and processing
information, teaching styles, and others. During courses this would result in an
interaction with participants conducive to learning, enlarging knowledge and
competencies and avoiding projections or fixations. In die planning stage of programmes
or courses this could lead to effective methods of finding relevant data. In public We
or on committees the ability to reason about educational policy would be a professional
action pattern.

Pan of a professional role behavior would eventually be some masterful independence
based on professional competence and the certainty to do a good job for continuing
education of others and for society as a whole. Authenticity and individuality would
be perceivable due to an intentional distinction between person and role.
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3.3 Requisites for the Development of AFJCE-Professionality
The development of irofessionahty is feasible only when theoly and practice are
combined. Neither successful professiceal socialization 'recesses tar scientific
training can generate crofessionality cm their own. They are each a preconditior of the
potential cornmeal development. The decoupling of training and employment system
may in the case of AE/CE ease mutual tensions (Schlffler's proposal in
1988:188), but if AWE is to become an occupation with professional standards, such
tensions mug be borm, even used as a productive momentum to mutual avail. This
claim of course is the crux of past endeavors towards prefessicealization:

AWE-scientists note again and again practitimers" disinterest in scientific
fmdings and insights or even hostility to theory (Siebert, 1979:1031f.).

AE/CE-employees often raise the point verbally that scieme does not listen enough
to practitioners' problems, does hardly present applicable research, and that AWE-
graduates have qualifications of little practical relevance.

Although such reciprocal criticism has overtones of unrealistic ideas about the
relative effectiveness and functim of theory and practice, there are enough genuine
reasons for a science of AE/CE to ask whether "it has done its job properly in the past
and will be existing at all in the future. For at least the creation of the diploma course
has not been based on an internal scientific differentiation or on proven expectable
requirements, but rather with a fictitious professional-field-orientation of colleges
and universities. Not only,factually, but also argumentatively has the science of adult
education been founded on an expected professionalization of the practice ground"
(Schl utz, 1988:11).

AE/CE practice has also every reason for asking whether some of its shortcomings
do not originate in a lack of scientific foundation (Tietgens, 1986:45). For as a science
of AE/CE without sufficient practical relevance has to struggle with survival and
legitimation, so AWE practice may become anachionistic without sufficientscientific
andqualificatory equipment The joint tkvelopment of professional ay would therefore
bc beneficial not only to dx education of adults, but also for the self-development of
both the science and practice of AWE.

In contrast to Schaffter (1988:198) I do not think it naive that the study of AWE
could be a suitable avenue to practiix as long as university education aims at
professional knowledge. Other induction training in the course of any AWE studies
would require didactical competence, thoughts about the potential professional role
and its ethical implications, all supposedly connected with longer, science-guided
practical field work . unless those concerned :le meant to carry ex bunien of tri
emir procedures in later professional life.

Whether it will be possible to develop an AWE professionality is ultimately a
T.testion of educational policy to that end and its funding. It is also a question of the
professionals' will to organize, make public their achievements and claims, and
defend their interests in defining their own framework.
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Surmary: Adult education as a vocational activity as yet hardly shows the
ekdonaeristic features ofprofessionality . Apart from the historical developmentofthe
prcfessionitseY,reasons and causes lie (a) in resistance ineducationalandprofessional

Wham .and (b) in the current state and re kaionship of the Meaty and praaice ofadult
education. If, howeve7, such a complex and demanding work of personal and societal
relevance continues to keep its lay status, negative outcomes for all involved andfor
adult education as a societal area of education we unavoidable. The remedy would
be a collaborative effort of theory and practice to develop a specgic adult education
professionality, requiring of all professionals for instance cognitive and practical
competencies to act accordingly and to dispose of a seg.-image adequate for all tasks
on the job.

A Note on the Author
Roswitha Peters, Diplom-Padagogin, born in 1947. A staff member of the Deparuncnt
of Adult Education, University of Bremen, since 1979, she has published articles on
professimal development and educational theory in adult education and is official
adviser for the practical training during the six-months project (cf. Appendix:
University Regulations).

Having studied at two universities (Hamburg and Hannover) many people and
books had a lasting influence on me, but Professor Dr. Horst Siebert (Hannover), my
academic teacher, stands out as a human being whose sound advice, willingness to
help, and creative wisdom 1 appreciated most (and still do).
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Feminist Target Groups as a Form of Work
Wiltrud Gieseke

1. The Target (3roups Concept
From the perspective of adult education planning and acting, educating women is
target group work. Such educational courses are not open to everyone, but limited to
a certain populatim. Target group work according to Mader (1979) intends to
create a special relationship between institutionalized adult education and a defined
group. In planning such group work primarily latent needs are anticipated gathered
from the social and psychic predispositions of the target grouRs and cwepared for
an educational muse. Sociological and social-psychological literature is used as a
background reading.

Unemployed women, attending for instance language courses, political or cultural
education courses, do not attract special consideration with regard to their social
characteristics (unemployment, sex), because in such cases unemployment and sex
are svcial situations still regarded as irrelevant for planning and preparing adult
education. Some of the areas where specialists work have meanwhile drifted away
towards independent target group work. Adult Education Centres try to attract those
groups of the population, difficult to approach, by designing educational courses in
reaction to their individual everyday problems.

One foundation for ihis kind of target group work is the ireds of various population
groups, another is an inquiry into equal (social) opportunity regarding adult education
participation. The latter is not the case foi women. The ir share was 58 per cent in 1963.
and 72 per cent in 1987 (Pehl, 1989:63).

Target group work with women in the last 15 to 20 years strived for supporting
socially handicapped women in self-determined activities (cf. Kaiser & Peltzer-Gall,
1982:84). The starting point was and is the analysis if women's everyday-world and
socialization conditions and the quest for a new understanding of womanhood beyond
traditional role stereotypes inflicted by dominant male views (cf. Jurinek-Stinner &
Weg 1982:16f1). In most institutions of adult education all over Western Germany,

0.4
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corresponding wurses have succeeded, but this does not mean that educatitmal
institutions initiated it; in fact, for the most part they reacted to it. It was women who
voiced the requitement, who ensured an institutionalization(cljubiliiiunachnift, n.d.).
Female staff in institutions were not always biassed in favour of such courses like
women's forums and discussion circles.

2. Four Phases in the Development of Target Group Work

2.1 The First Phase; Target Group Work as a Contribution to the
Democratization uf Society

Initially target group svvrk was introduced, de fended, and implenrnted as a cmuibution
to democratize society (see e.g. Degen-Zelazny, 1974). This has several implications:

(a) As late as in the early seventies adult education centres were criticiazd as being
too middle-class, meaning that there were few female employee course
attenders. This social-statistical imbalance was the starting point of the
approach. Equal opportunity and participatim in the further education of all
people was the goal to be attained, and social science research tried to find the
causes of certain population strata being hindered or discouraged from adult
education. A stronger consideration of subject-matters from their own cultural
surrounding was thought to strengthen the educational motivation of these
disadvantaged groups.

(b) Certain groups in society -- women among them have been diagnosed as
lacking drive in implementing their interests and overcoming social
discrimination. Education is thought to enable them to analyze their living
conditions, to voice their concerns and interests and to improve them.

(c) Societal changes concerning the lives and working conditions with
concurrent changes of norms and values call for new orientations and
different interpretations of one's own life. Target group work converts this new
orientation into educational content trying to stabilize and enlarge the action
components of those concerned. This appeals to women who have to find their
own balance between the family duties expected of them and their personal
vocational requirements. Nearly always, if there is no partner for mutual
support, the burden of the conflict is on women, on their personal and
vocational development. Education ought to contribute to the realization that
the causes of these shortcomings, often seen as individually attributable, arc
in fact societal. It should provide a range of possibilities for unburdening

Such images of adult education were not widely discussed thwretically but were
implemented in practice. In 1971, for instance, the first women's fmums took place
at the Frankfurt Adult Education Centre. Many other Centres followed suit during the
following years with wornen's discussion circles and caused heated debates in

-I j
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community politics. From these political debates in the mummifies with the ensuing
conflict between adult education institutions and local authorities, the matter-of-fact
practice of women's subodination in society could be gathered. These women's
discussion and study gmups were in fact held responsible for the spreading unrest in
families and an increasing divorce rate. Educational work showed results, WU not
reflective only but lead on from citizen's action committees to the public voicing of
interests. Education gained political significance. The early, then current slogan of the
Wenten's Movement. "the private is political" became true. Education and action in
society were linked. Education obtained what it wanted and went to the limits of what
institutions could stand, risIdng political coercive measures against adult educationas
a whole. In the eyes of many, target group work became a vehicle for bringing about
a critical adult education; others saw this as a politicized education to be prevented.

2.2 The Second Phase: The Pedagogical Interpretation of Target Group Work
In a secoml phase the aim was to maintain the political comept while still bypassing
the dangers of target goup work to institutions. I call this procedure the pedagogical
imerwetation of target group wmk. A boundary was drawn between emancipatory
enlightenment and poli tical action. Education was allowed lobe critical enlightenment
but not a direct training for political action. Action orientated learning leading for
instance to citizen's action committees was rejected, and internal censorship in
institutions began. Yet there was still an emancipatory, interest-orientated education
focussing on societal problems, the swing point being, however, no more those social
discriminations which were to be tackled by interest-bound action but deficiencies
among Centlin groups in need of mimpensatory education. The socially deprived
became the educationally disadvantaged.

Mader and Weymann (1979) proposed a concept which might be seen as an
educational tool for the planned dissemination and implementation of target group
work based on social science research, and preparing the involvement of participants
during the course. Democratization was meant to concentrateon the education pmcess
itself. By that time empirical research about educative work among the educationally
disadvantaged showed that the interpretations of educators and course participants did
not match (BUVEP, 1979-81). The difference was explained be differing everyday
worlds and that the generalized knowledge of educators was insufficient to anticipate
the =mai everyday-world of partic ipants and thus to improve their learningprocesses.
Participants drew their knowledge about their social situation from their own
biography. Their individual interpretations made it difficult to use generalized
kmwledge about their living conditions for future action. Experience gained from
one's own actions thwarts any distant knowledge about one's social situation. Such
knowledge remains purely theoretical.

This does not make systematic knowledge superfluous incourses but rispires room
for some ongoing self-interpretation, because it is experiences only and referenixsto
them by participants which can be a good starting point and subject matter of a target
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group's learning processes. Mader warns, however, that target group work cannot be

a substitute nexus of lives,expressing thereby the necessity of a certain distaner from

the group in spite of all demands for a sharing participation: "The hfe situation does

noi invade the learning situation straightforwardly, bus is mediated by a learning
situation that demands and permits the selection from a comprehensive reality based

cm these very clippingsand interpretations ofreality.The target group concept is sisch

a mediating instance" (Mader. 1972:87).
Feminist educational practice does not follow such an interest in keeping a distance.

It does not tolerate any expert. All women, including course leaders, aft participants.
Leaning pioblems within the group are rarely dealt with, let alone analyzed. °Alias
are managed rather indirectly. Reflection on this situation in adult education is missing.

The context of an educational policy where such an approach is realized is
encapsulated in a demand for more equal opportunity for groups with learning or
educational handicaps. Recent German government education policy programmes
mention women, the unemployed, the handicapped, and the aged on the same level.
Education is no longer interpreted in a societal connectim but restricted to overcoming
individual educational shortcomings for personal action, although these are still
regarded as caused by society. While the fust phase of target group work proceeded
under the banner of an "action-orientated learning" didactics, the secced phase
preferred a "participant-directed" concept. This phase of target group work has been

the subject of highly differentiated educational designs. Since the target is the learning
of the learners themselves, the suggestion of a substitute nexus oflives is possible

as is the gradual shift from adult education to therapy, a fart also pointed out by Mader.

23 The Third Phase: Target Group Work as an Organizational Tool

The third phase of utilization can be regardod primarily as one of organizational
application. A large part of standardized open programme planning in the area of aduh
education meanwhile is target group directed. Specific groups are targeted in order to

design courses and secure a permanent clientele by contacts with variousassociations.
Target group work is thus absorbed by an organizationallyeffective planning. Target

group work in this phase is distinguishable from other market-orientated offers solely
in organization and method. They themselves become more homogeneous by
addressing certain :narginal target groups, such as English for senior citizens,daytime
English courses for housewives. Target group work has become at least in this at

present most prevalent phase --- an area of routine planning. but lost its pe'lical and
educational impact. It has beoame a planning instrument making possible better
targeting by homogenizing potential c ustomers, a procedure questioned only when the
number of participants drops or stagnates. Bearing in mind the initial education policy
aims when target group work began, when a larger section of the population was
thought to be brought into adult education centres by target group work, the concept
worked at least to some degree, because the procedure was based on a correct
educational theory regarding educational organization.



71

2.4 The Fourth Phase: Target Group Work as a Means of Social Pedagogism
and Political Instrumentalization

lie fourth phase of utilization runs parallel to the third and seems to repwase the actual
content of dx target group approach. We call it the phase of social pedagogism and
instrumentalizatien. In the context of education policy there is much current talk of
"Floblem-grimpf or "fringes" who all create pmblems of societal legitimacy because
they crowd the labour market but have little charms of encloyment by reason of job
scarcity. In Or words of Strunk: special prograrrancs ought to Winn the normal, not the
design and development of an individual life-plan (Strunk, 1988:90). But since self-
responsibility and one's own initiative actually occupy the centre ground of educational
policy ideas, these so-called "fringes" (women, the unemployed, etc.) receive marginal
attention only. Educational courses have a legitimiimg and instrumental character for
state echelons. They ate downgraded to a kind of catering and appeasement work. With
irgard to women' s education I count among them special programmes such as"Start After
35". "Older Women From Sixty", the persanal help individuals get from thesecourses
notwithstanding. Thew mimes with their job-preparation character intend to give active
assistance, but in my view prolong an undefined period of transition. Educational courses
thus become wards for those who fail to activate themselves in the direction set by waciety
and are unable to claim their rights. Women are seen as needing little oppurtunities for
development, are induced to work in an honorazy capacity for which, lo and behold, they
have to qualify. Family skills which make them a special caw in the labour market
are to be cultivated on a higher plane and offered unselfishly to society. This, however,
leads to neither esteem, self-assertion, nor tile ability to secure oix's livelihood. The aim
is to keep women away from ttx labour market, although on the face of it everything is
done to redirect ttxm there after a phase of family life. A reasonable hypothesis would
be that education is usv.d as a shelteripg isolation ward to dampen potential politia
conflict. Now, it is onc thing to analyze tese special programmes sociologically, and
another to analyze and plan adult educatioo from such and interpretative premise. The
latter calls for a stronger panicipant-orieniation which in turn can evidence heightened
self-awareness anxmg participants as an outcome of the educational effort in these special
progammes. It would be a misuse of critical sociological analyses if the criticism of such
programmes would result in just a growing interest in institutional eaganization
disregarding due wneern for the acaial raniciyants. This am be observed more than
just occasionally in education courses for the unemployed.

To put it another way, the present phase of target gimp work requires two debates:
one critical, inside the profession and adult education, the other about educational
policy. Both must be cross-related but not confounded. For professional representatives
have lost their innocence when the subsystem "adult education"was developed in the
wake of societal rationalization proeesses. and they need self-criti:al reflection
referring to adult education. Strunk in a different context speaks of education
being cynically functional ized (1988:87).
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If we look at these four different phases as a coaemptwary step-by-step succession
of ideal types, we can see a growing process of tranquillizatim and domestication which
in the fourth phase had the contrary effect of what was intenckd by the original idea.

3. Educational Work with Women as Political Education
Timoretically speakin political education amuses with women donot find their Oace
in target groupconcepts alone (Locher-Paunch, 1988). On the onehand itistitutionalized
adult educatien courses for wonen were available prior to target group work without
following the traditional explanation of female motivation for adult education, on the
other hand a rather classical concept of political education for women has also
coitinued under the target group conmption in adult education.'

These apRoaches use typical aduh educational didactical prim. ;dominant also
in the first and second phase of target group work, namely experientum and participant
orientation. Union courses for women at present base their procedures an hese
principles. Kaiser & Peltzer-Gall's (1982) conception is also typical for such a kind
of women's education. The authors take up premises and experiences of the socialist
women's movement and tie up learning and acting. Learning is meant to improve the
position of women in society (1982:89). Participant-orientatim in this concept is not
an end in itself, since the authors' practice has shown that one finds "in the panicipants'
statements all those ideological distortions that hinder their actions ordo noi let them
act ill the direction of their interests' (1982:91). As a consequence ofsuch a diagnosis
participant-orientation means "... to respond to expectations yoked. but r!7i fr, centre
on them exclusively" (1982:91). Such concepts are theme- and content-centred In
Ractical terms the hne is drawn where women suffer so much under their conditiens
that they require help.

The present-day union courses for women use arguments similar to Negt's when
preferring experiente and content related work, but with reference rather to C. Wright
Mills who is fundamental for Negt's exemplary principle (cf. Holzapfers and
Thonssen's chapters).

With regard to the unions' educational efforts it must be addax' that they cannot be
separated from their work in organizations. Organizational goals are at the same time
contents of educational courses:

The realities of women's :ives must be taken seriously.
It is a preferred male premise that the situation of women at work and also uMon
policy is even-handed with regard to the sexes.
women want both family and a career.
There are specific women's issues in many areas of politics.
Women's problems an. WI additional, marginal problems.
Family and household are not private matters.
Men's solidarity with women's situation is long overdue and a
legitimate demand.

r,4
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Even in seminars where men are dominant the oannection of life and work for
wixnen should be discussed (cf. &lag, 1988:14411).

This coicept states a union policy with feminist aspirations saying goodbye to the
sexual bias of the past It does away w;th taboos in internal union courses such as
misogyny arx1 sexual harassment (Brusis, 1988:130.

It is true that in the fifties and sixties political educatice for and with women tackled
similar plublems, but woman's self-image has changed. Arguments then were
strildngly modest (cf. Ziegler, 1958; Grewe-Pansoll, 1962). Women's rights waS not
mentioned, instead there was talk of wienen's civic duties. of actively taking part in
public life. Female authors anticipated and rejected reproaches to be selfish and over-
ambitious. The the" unquestimed expectations for women to work within the farad:,
and toconcentrate their vocational interests on life without children or after them, were
gene.-al norms. Those few wcanen active in education at that time hied to give womai
a publ c profile. Home economics, household management, or domestic science were
all put of women's education, but an occasional argument against "this relapse into
a woman' s special, household-coured exinence could be heard" (Grewe-Partsch,
1962:118).2

The socio-political ..onclusion to he drawn can only be that modesty makes life
easier for others, but is not the way to jusfice, at least not for women's issues.

These texts of the fifties and sixties are relevant today because of the women's
learning attitudes then and now. The problem of political learning from caie's own
biograrty is still waiting for an empirical and detailed analysis. Ziegler, few instance,
points out that wewnen'sdiwussion groups suffer from the conflict of highest demands
and the danger of sliding into cosy waffle. The demands of women themselves
regarding education arc underestimated, and this by male colleagues in particular
(Ziegler. 1958:290). Mayer-Ku hlenkarnpff stresses that a group offers security and the
development of trust, making possible biographical accounts. She sees a holistic view
as the basic pattern for women's discussion groups, which we may also call an
interdisciplinary procedure if we follow her description (Mayer-Kuhlenkampff,
1962:1250.

Even then imurses apparently had an experiential orientation, provided current
scientific theories, used biographical approaches, and wished to attain mutual support.
But recent texts strongly emphasize women's self-entitlements and argue less about
family commitments (Quinten, 1987; Wilker, 1987). Both authors find among women

a lack of self-awareness,
an alienating anxiety to penetrate the male world,
women's lack of tradition in public life,
the absence of any encouragement by a male intermediary (cf. Mayer-
Kuhlenkampff, 1962:126).

Translated into current phrases this means: The patriarchal structures of society
hamper women's participation, daily frustrations restrict their self-awareness, the
unwritten history of women pushes them into obliv ion, as if there was no story to te!1.

S
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Rarely do women find help in their personal development, a prerequisite for their

activity.
In public, vocatitmal, and professional centres of power the token woman is cherished

who, in the eat leaves power to the men with a whiff of self-assertion or she is a
competentfeeder in the shadows. Wman is seen as second-grade. The male principle
has declared itself neutral allowing men for centuries to live out their male interests

without experiencing them as specifically male.'
What can education ultimately achieve, and does it perhaps remain just a reflex of

the currem Zeitgeist in spite of all its ambitious goals? Either way, as far aseducational
went with women is concerned, it faces a paradoxical situation: Those most in need
of enlightenment in need of dealing with their prejudices em evade such
demands because of societal power conditions (cf. Nuissl, 1988), whereas wcanen
struggle to free themselves usually incompletely from imposed and in later life self-
imposed reductims and self-deprecations of themselves and their sex.

Cunent educational work with women as political educatitm aims at strengthening
their own sex, supporting self-conscious, autonomous life-plans of women. In her
summary of institutional and autonomous educational work with wesnen Jurinek-
Stinner (1982) speaks of a foundation of feminist educatim aiming at the subjectivity
of woman's being, which would require an open concept of educatim Adult
education appoaches are not prescribed by norms. ideally they are search processes
going through the stages of concern. distance, and action, giving free rein to personal
development via self-help (1982:17ff). This is a further reason why feminist education
rejects experts and banks instead on shared learning. Its explicit demands in 1987 and
1988 are:

(a) An oper educational situation as a preamdition of social learning and search
processes.

(b) A strengthening of women's self-assertion based on their competencies
acquired in the liv ;iv context of household-, upbringing- and relation-
management.

(c) The removal of hieranhies, to make women masters of their situation.

(d) Partiality as a declaration of will to work for the removal of sex-related
discriminations and to engage in political debate.

This Wid of educational work does not attempt to change consciousness and
improve the personal coping mechanisms in life-situations, but wishes to develop
action strategies for the change of women's societal :bid private life-situations (cf.
Quinten, 1987:23811).

1
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4. Different Forms of Work in Feminist Education

4.1 Women's Open Discussion Group

From the beginning of target group work, a women's circle is the kind of educatimal
work that has stirvived longest. It is an opportunity for women to reflect cm their lives
as living without male interference. The group's task is to strengthen self-confidence
by mutual suppixt. The Frankfurt documentation cm ten years of women's forums
(Jubiliiumsschrifi, n.d.) slams that women's open discussion groups ixiniarily
address housewives whose meaningful lives require more than raising their child=
and doing their luausehold chores. Warxn get themselves out of their isolation and in
their self-learning groups encourage one another to become active in public, starting
with a concern about their actual living conditions as family women. '111w general aim
of women's fonum, in Frankfurt and elsewhere, is to give wecnat an implse to get
going, voice interests, become more independent. The shared acquisition ofknowledge
about their own situation in society is intended to join with the aniculation of concern
which make possib'c a self-confident formulation of action goals.

The organizational set-up of women's open discussion groups varied over the
years. but the aims remained stable. Training courses in increased self-awareness
became standRi d practice and the biogaphical method was used. In 1975, for instance,
self-awareness groups were established in the Frankfurt forums trying to overcome
passivity, dependence on authority, the anxiety to deal with one's problem, and
difficulties (Jubildwassehrift,n.d.:1 1). The rules of self-awareness in groups were
appi:ed (Kleingruppen. 1988:102ff), but work went beyond that and linked self-
awareness with experience-orientated learning. Feelings, problems, difficulties,
experiences expressed by paniripants were examined for their generality. The
fem'aist approach to experiential leamn.:7, is difierent from Negt's in that

it is not restricted to a segregated pun of the everyday-wcyld ("work"),
s subject is not only condensed experience and die interpretation of events, but

also general modes of feeling,
it includes the group processes among the women learners themselves.

Studying these feminist procedures from a viewpoint of therapeutic self-help groups
we must ask whether

the causcs of all emotional problems can be traced back to the sexes.
self-awareness groups should have no professional trainer,
the goup provides sufficient stability and handles feedback properly.
On behalf of the Frankfurt women's forums Volhard summarizes the reasons for
their procedure as follows: -in the sheltered atmosphere of their groups women
learn to trust their own experiences and feelings which are more telling than
scientific interpretations and statistics, and lead them to an unprejudiced
viewpoint free from male domination..." (Volhard, in ubi kium.sschrifi , n.d. :12).

The basic assumptions of this approach imply a diagnosis of social harm absorbed
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by the female psyche not easily dissolved by enlightenment alone. Second-rateness
ascribed to women from childhood has taken root in their self-esteem. This is, in my
view, the as yet insufficiently explained reason why emoticeal and cognitive work
with women needs to be connected. Sensitivity, healing, knowledge, and action
require a specific synthesis fir a self-confident, self-responsible, self-motivated
activity of women to happen. Whether and how such a link between cognitive and
emcnive work is powible can only be assessed after the availability of action-msearch
studies or similar docummits of such educational experiences.'

It is, however, interesting for any helpful discussion of this feminist educatimal
work to learn which procedures have prevailed, if the whole point of the essay is to note
commonalities and crossover from the women's cwn experiences and intermetations
to a socio-critical analysis. Two systematic empirical reports are available:

(I) A Freiburg women's group has issued recommendations for group work with
women (Kleingruppen,1988).

(2) Lunikholt (1983) has presented a detailed study of group work with women
based on her own experience.

The Freiburg group does not marshal self-awareness processes "on ihe background
of individual We-stories... but in connection with the social and political situation of
the woman..." (Kleingruppen, 1988:102). Like the FranKurt diseLssion circle the
Freiburg group follows Wagner's proposals with 14 beneficial rules women's
discussion circles:

The group is contriosed of women oily.

:Jest size is .ve to seven wonen.

3. The group must no; be open to any levicorner at rar,dorn.

4. The group should mixt home on. c a w,...Tk fri some two or three hours
(by tums).

5. All group members should always partieirite in discussions.

6. There is no group lee, .kn.

7. The group agrees on t. subject before Citt sessioa, then vIch .i,rman in turn
tells of her experiences.

8. Each woman is free to decide what to te..i lind what not t13

9. She must not be interrupted during her narrative.

10. Her flartative is now referred to by the other niembers who try to understand
better, share and give feclback.

11. Narratives Must not be criticized unless the narrator expressly asks for critical
comments.

12. No advice should be given.
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13. Say "I" and not "orw".

14. Once all the women have told their tale, everybody listening attentively, the
group should take half an hour for joint discussion (Warier, 1982;103f0.

Item 1 1 is the most difficult rule to follow, according to this report, because dm
majew problem women have among themselves is recipocal competitive depreciation
er looking for "male" favours. A thus restricted view often hinders true community.
"The possibility to regard women no tengeras competitors, to talk crenly with them
about personal mailers, to discover that ii is great fun to be together, is part of our
policy" (1982;98). Self-awareness groups shall enable women to perceive themselves
as one sex with similar if not equal problems in (wrier to ea in solidarity.

In her report Lunikholt (1983) thomughly assesses her experiences in women's
study circles and converts them intoa systematic recommendation for wcanen's group
work. The key term she uses is neither the "small group", nor the "self-awareness
group", nor the "consciousness-raising group", but, rather, "rounds" of free talking.
A round to her is just one method among others; self-awareness is rot the royal mad.
Everyone in the round has her turn to voice opinions, feelings, expectations. Her
IDUIXiS do not have any leader or experts, but stm offers ixoposals togroup helpers.

How important are leaderless and expertless wcsnen's discussion circles for the
emancipation process? The argument to go without them seems justified if all women
were targets of the same social ascriptions and were drawn from their authority-fixated
passivity when there is no leadership. In my view the argument of women'sgreater
authority-fixation holds only if men are the leaders. Women arum% themselves find
it hard to live with such a distinction, not only with regard to competence. A lacking
recognition of one's own gender apparently leads to seeing mesa as pan of a
supixesscd, grey mass. This makes it difficult for women to individualize, but easy for
men to avoid unwanted competition from women by playing them off against one
another. Women share sorrow, but successful or so-called deviant wanen do not get
necognition, tolerance seldom, isola,ion or avoidance rather often from their own kind.
What women most cherish their autonomy they do not get that way (Meulenbelt,
in Becker-Schmidt & Knapp, 1987:991D, They themselves conuibute to being tossed
about by alien interests. if they da not r evelop a solidary support unong themselves
which has to rely on spreading fen inine variety, which would also mean the
acceptance of female competence and nithority. Only then would the path be cleared
for them to compete among themsel ,,es more openiy and task-related instead of
pushing conflicts up to the final break ng point.

Italian women 's groups follow the same principle of leaderless work, but according
to the Milano women the groups were nearly always formed because of one or two
women taking the initiative "wh) were acknowledged by others just because of their
activity and gained special sullies in she group..." (Libreria delle donne di Milano,
1988:50). So there were leaders who claimed to be equals among equals for the sake
of harmony and avoidance of conflict.
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The argument that there are no accepted forerunners is not always inspired by
egalitarian interest. Women's disregard of Orir own widely varying capabilities and
pea-minces is a new form of subtle self-disparagement and reinforces those virtues

which in the end stabilize discrimination against them: modestyand altruism coupled
with high activity. Careful analyses will therefore be necessary to find out which
interpretation is better. If lack of wcsnen's self-love should turn out tobe the cause of

a seemingly progiessive premise in educational work among wixnen, a thus organized
education could at best achieve a persisting status quo of feminine self-interwetation.

The spate available allows for a few ciitical remarks only co evident facts and
practices of feminist education. Feminist research into learning could concentrate
exactly on those aspects which deal with the social character of female action

including its critical parts and examine its socially integrative and/or emancipatory
potential. Knapp argues along the same line when she says: "Thedegradationof women
in society and the belittling of their work obliged the women' s movement to advance
an offensive and positive image of women' s potentials. Warding off a patriarchal
definition of deficits leads to an idealized emphasis of the differences. The is a trap"

(Libreria, 1988:9).
But it is also a trap to express female action always in language patterns of

"deficits". The causes may have nothing to do with the gender issue. This is also true

of a large part of the empirical and theoretical feminist literature up tothe most recent
viewpoints. Women always suffer from a defect, this or that is lacking according to

a supposed male standard. Even positive sides which could be pointed up become
negatively tainted with a brush of pity or blame. The interpretation of computer
learning research outcomes shows the phenomenon quite well. Women and men alike

share and deplore an imaginary deficit and need not change anything. Those
apparently progressive men who participate have meanwhile learned that theadoption
of a female life-nexus does not endanger male dominance in society, for once asocially
inflicted deficit has been mended, the next one is on the line. Girls' equivalent or
superior leaving certificates are a good example: they do not prov ide equal opportunities
in vocational or professional sectors. The argument of "perfognance" had to be
replaced by another one. If education is sucked into the circular movement of deficits,

it remains attached to the patriarchally established image of femininity; the cliché is

just whitewashed and "modernized".

4.2 The Biographical Procedure
This special approach refers to self-awareness and experiential learning based on
assumptions how women can find their own definition of"self" and "desire".Training

courses for the stabilintion of self-awareness are to channel the treatment, but the
overall goal of all didactical concepts is an enhanced female autonomy and

independence.
The Milano self-awareness groups have shown that women "are another sex neither

subordinate nor adaptable to the ma.lf. Their ,self-awareness had freed womenfrom
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having their differences defined by others,had enabled themiospeakaboui themselves
and on their own behalf' . (Libreria, 1988:44). Accordirr 'y, the time had mane "that
the female mind needed concepts to comprehend herser and the world, but the
concepts made available by the human culture denied the female mind ever having a
thinking mind of her own" . The theory of self-awareness excluding any mediatice

was the starting point for women to "see themselves as origin an d principle of
themselves" (1988:46), to express openly their wishes and to re-aeate tiranselves on
the level of the symbolic.

It is true, though, that the biographical method and variants of self-awareness
training are no answer leading beyond a specific feminist thorny of emawipation. The
nwthod is rather one way of looking into each woman's emotional concern on the
background of a factual social uniformity. Following Levy (1977) won= have a so-
called "standard biography", where stops like marriage and binh of children have a
decisive meaning for the irwlividual development of a woman. Subjective concern,
sorrow, unreflected facts of l ife can be explained by the biographical method as caused
by society and take away any individual blame.

On the other hand the biographical method makes also evident individual scope to
decide and the personal responsibility for the direction taken: "Women' s ltfe-courses
are still very decisively influenced by societal structures, institunonalizations and
social norms so that the phrase 'female normal biography' is :marled... This
individually experienced and interpreted normal biography is often felt as deficient,
carrying with it resignation in the wake of frustrations and hope lost. On the other
hand, it lays the foundation for the meaning of one' s own evistence by following and
coping. .. with the requirements ofdaily 41k, of the family" (Loeber-Pautsch, 1984:24).
Loeber-Pautseh lists a number of goals connected with a biographical self-refleetion
(1984:24-25):

Not to regard the stages of a woman's standard biography as due to biology but
to society.
Not to regard one's own "deficient" life-course as due to one's own failure, but
due to "soc:al opportunities being withheld and ossified societal structures".
To find out biographical turning-points in one's life and discuss perspectives of
an alternative life-plan.
To recognize opportunities and m argi ns of development for their own daughters.

While self-awareness was meant primarily to articulate and accept women's own
feelings and experiences. wor".mg along individual biographies seeks to lay open the
standardization of female life- courses in soc iety. ,e hope is that by this enli ghtenment
the road is freed to an individual development beyond societally ascribed norms.

Loeber-Pautsch showed, however, that participants (factory women) did not at all
ascribe their limited vocational development to their own incapability. Marriage is
indeed a central event, but most women were back to work after one to five years. Even
if the family remains the focus, women do not like to go without a job (Loeber-Pautsch,
1984:28). They see an educational course as an act of independence. The concomitant
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research mentioned has shown that wcanen are indeed aware of discriminations
against them, but no utopias of a different, better life fix them could be developed.

However, the biographical method supplies more than just a knowledge of how
much one's own biography minrcs the image of a typical female life. A gratilic
account is given by a Milano woman working kg her post-school secondary school
graduaticaicenifigge in her 1977 commentary to a feminist text: "My first reaction
to this text is rejection: I reject the theory that we women have always been
instrumentalized and administered by the male and his history. I am aware that my
protest serves to protect mysei, butfor a woman who is past the midpoint of her life
and who hw always believed thw she has done her best, it is tragic f she is told (I use
my own words): 'Everything you have done in your life was wrong; the values you
believed in, like the family, children, conjugal fidelity, purity, even your household
chores everything wrong, the outcome of a subtle strategy brought fonvard from
one generation to the next for the eternal exploitationof women' . I repeat: I can only

be dismayed" (Libreria, 1988:118).
If biographical learning illustrates the irreversibility or ur.r' . ay of the life-

course chosen, sorrowful learning processes begin, and the outcome is tui-xnain. Will
there be more freedom and scope to act? Reading sucb a text as a reaction to working
with biographies, we have to ask ourselves at least:

How much pain may we cause in a learning process, which is no therapy, if
women shall and wish to gain fresh self-awareness and courage for their own
actions?
How can I find a way to correct my past life-course without calling into question
my life as a whole and thereby endangering my "self'?

This is where women 's education needs reflection. For, if all past 1 ife must be called
into question and, at the same time the bounds imposed by society prevent a fresh
beginning, the road to a new identity is bumpy. Women discover tIvse bounds rather
late, when they have for the most pan done their socially required family johs and when
their recognition is successively withdrawn within the family and in society at large.
This happens at a time when more than half of their lives are still ahead, but the age
barriers for a fresh start in most occupations have already been set up. Special
education programms like "Start After 35" fit exactly into this neuralgic life-span.

5. Compact Education Along Certain Life-Phases
In the eighties the political institutional public took up the so-called "women's rights
issue". Commitment to a stronger participation of women, also in leadership jobs, was
in vogue, or at least to deplore its absence. Quota resolutions were carried on a surge
of diffuse acceptance to le: more women have their share of power in society. Today's
observer will notice that quotas are dodged and the few quota-women are subjected
to new subtle discriminations. The patriarchy forgets that even among men the
distribution of power, prestige, and careers has always been handled irrespective of

57
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performance criteria. The call for "equal performance" (women do so anyhow, when
they have the cppectunity) must be regarded as a novel strategy c: putting women
down and will doubtless have the occasional physical effect.

Since the eighties wanen have pushed their way onto the market mete than in
ravious decades, in spite of an increasing lack of jobs and discouragement by Labour
Offices. Women are unwilling to obey a family kleology, to serve as a "reserve anny"
as was strongly expected of them in the mid-eighties. Adult educaticm is integrated in
this process. but very ambivalently. It offers publicly funded compact courses in
reaction to these activities of women. On the face of it, the courses suppect warren's
new activities because

family women shall be helped or remained to go back to work:
older women shall be assisted in desiiming an active, satisfactory role for their
past-employment life:

s women shall be helped in being trained for typical male occupations.
The initial concept for "Stan After 35 motivation and orientation courses" has

been the "Freiburg Model" (Oldenburger Konzept, 198812). It comprises an eight-
to ten-week "orientation" course with 40 to 60 instruction units, a two-week practicum,
and a weekend seminar. Three special areas and the following subjects are available:

1. Psychology. pedagogy, languages and communication, (and health as optional).

IL Rhythmics, handicraft.

IlL Law, public institutions, labour market, politics (and contemporary issues as
optional).

Many regional variants exist. We have taken neighbouring concepts (Gbaingen
and Oldenburg) as representative examples.

The curricula reflect the variety of topics from rhetoric, family, society,arts, cul ture
to home economies, all meant to heighten women's interest in public life, to strengthen
their ability to speak up. to give them self-confidence, to re-orientate them for their
lives after dr family-phase. The Oldenburg concept wishes to contribute it, individual
decision making (Set je-Eilers, 1988:11 ff), the Gottingen markt wisbzs to lower
psychical and social thresholds which hinder women from starting afresh in social and
occupational lives (Niehuis & Hasselhorn, 1986:14).

The curricula reflect a presence of the three-phases-theory as the so-called
"standard biography". Personal c apabi i ties are stressed, self-confidence is heightened,
public behavior and verbal fluency are trained, distancing oneself from the family is
encouraged. bu t nowhere is there any discussion whether household and family chores
might not be split among the sexes while the wife is working. These curricula still keep
the woman responsible for the housework. She "may" try something elseon condition
hat she says goodbye to her role of housemaid, The concepts use an action and

exwriential approach based on the participants' everyday situation. Neither model
avours a return-to-wor k aim. The ON ngen approach distances itself from a potential

suggestion that women take on honorary jobs, whereas it looks as if the Oldenburg

S
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appoach under the influence of the Deutsche Frauenring (Getman Women's

Associatimi) promotes the honorary aspect.'
This openness of aims makes one wonder whether the intention of these courses

at least on behalf of the funding agencies is to pacify the potential disquiet ammig
these women's age-group by giving them an apparent assistance in finding new jobs

and careers while, at the same time, showing them alternatives that society expects of
family wcanen. They are thought to be spending their efforts in public social
institutions under the same conditicas as in the family. Adult education, then, is to
peovide the corresponding self-confidence training for such an altruisticcommitment.
The best description of these compact courses would be "family courses for working
through psychogenic disorder caused by family work". This is what it is all about.

But what do these women expect? What assistarre do they need? Nothing else but

their social data are known. Their backgaound is middle class, most of them leaving
after ten yews of schooling. Having worked for some seven to nine years, they then
looked after their children and family. Their average age is forty. They arc the typical

=miners of adult education.
Now, for an analysis of adult education it is not only important to know the social

data of women participants and society 's intentions, but rather what use is made of the

courses and their impact. While there areresearch outecmes for the GOttingen concept,

we can report on the experiences of the Oldenburg practicum. During their short
practica in various firrns the women did not all get the impression that an occupational
re-entry was particularly difficult. On the job they found their way around rather
quickly and with that background experience could also decide confidently against
certain jobs. The report mentions activities like care for the elderly, kindergarten
teacher, etc. (Setje-Eilers, 1988:30). The Gottingen report mentions the fact that the

women in this course came into it with a strong willingness to change (Niehuis &
Hasselhorn, 1986:117), but they also had a lower degree of self-acceptanceand scc ial

self-image than, for example. a comparable group aiming at professionalqualifications
for a job AS master of home economics. This, according to Nichuis & Hasselhorn,
legitimizes such courses des ignrd to s trengthen self-assertion and selfconfidence. The
accompanying research highlights as success "the marked increase in expected self-
efficienc y" and an improvement of self-acceptance. After the course more than 40 per

cent of the participants looked for a job and found it within six months. On the other
hand "on average, the social self-image is slightly lower by the end than at the
beginning of the cowse- (1986:117). Has this perhaps something to do Wfl:. a more
self-assertive examination of women who are being discriminated against in waciety?

From a feminist point of view there is a ernma in evaluating these courses. They
remain within the bounds of women's family life; they react on women's quest, but
they flinch from fundamental analyses. They take women's consciousness as a
starting point and can thus apparently encourage a self-confident activ ity.
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6. Women's Learning Behavior in Vocational Adult Education
It is a good ten years now that activities have increased (a) to integrate women mocce
effectively into vocational adult training and (b) to get jobless wanen out of tlx ghetto
of a segregated job market. The Federal Institute of Occupational Paining has been
doing concomitant empirical studies for the past ten years (Foster, 1987). In this
=text we are less interested in the statistics of course participaticsi,* than in research
concentrating co the learning behavior of women.

Th e statistical yield is limited: the higher thc qualification, the more women's
attitude towards adult education becomes similar to the male one (Schiersmann,
1987:160). Women prefer adaptation training to career advancement training
(1987:17111). It is important to realize, however, that in-company courses preparing
far middle management are not open to people frcan the outside. Very often the
personnel department decides on participation. One might call it active discrimination
against womenjustified by reference to family obligations. But we know from various
reports that most women drop out of training and retraining courses Iry financial and
not family reasons. What in genes?l education is comman knowledge wi many years,
holds true for vocational adult training as well: Women's second-ratedness in society
can no longer be explained by supposedly insufficient qualifications and personal,
female factors like stronger family bonds; the deficiency approach loses its hold here
as well (Weg, 1982:321). Weg calls it an educationalizing-individualizing procedure
that "maintains the general stigmatization ofwomenas a problemgroup" (p32). This
judgement is premature. Indeed, researth on adult learning and education could clarify
precisely what the argument of women's greater teaming problems is wonit.

The segregatmi labour market, explained by some women researchers with a
specifically female capacity to work, contribute to women's negative job careers.
Reports show that it is not a female capacity to work which urges girls to realize it by
dint of the jobs chosen, but rather that girls try to cope with the market situation and
have "no other choke than to follow the traditional sex-related tracks" (Renke &
Kritger, 1982:58). Objective, patriarchally fonned conditionsare thus converted into
a subjective deficit. Women and girls appear to be hopelessly flexible facing all
requirements. In my view it is a superficial observation, if not an outdated thesis, to
imply that women have a split interest ii family and job because of their stronger
family ties. Women's strength lies in coping with additional family chores, but as
practice shows the conclusion is false that women do not fulfil their otzupational
requirements. Ile problem rests rather with men who often disregard their family
duties under the more or less correct justification of their job commitments.

An autonomous choice of careers and subsequent vocational training taking up
additional energies, girls and women have to fact. further negative cliches in the actual
learning situation as well. Some outcomes of tmeomitant research concerning the
learning process of jet7o.-. '..,onten in retraining programs without any leaving
certificate show that the viewpoint of a required deficit --- "of course" to be
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counterbalanced is an apparently comet estimate of a social reality. A freshly

designed new reality Iron a feminist perspective can only be created, if patriarchal

thinking is recognized in scientific contexts as well. Such an andmcentrism can
unfortunately be found in large parts of social science research (Kramer, 1988). This

has nothing todo with an educationalizing, didacticizing,and individualizingpmcedure
criticized by Weg. This would be putting the blame on an apparently weaker

discipline.
The research available to me concomitant with vocational retraining offers the

followik, collective outcomes which I should like to remove from the smooth

presentatik .1 (Wicks:
Outcome #1: Women lack technical understandingandan abstract mind with

regard to technical flowcharts and work diagrams. Them is no infcrmatice
supporting the fact that women needed a longer induction training or that training

had to be stopped for this reason. Why not say that given their socialization,
wcanen's initial aloofness from technique in the early stages is expressed in
standing in awe of technical diagrams? Why not examine and stress how quickly

they catch on from lack of any knowledge to the required terminology?
Outcome #2: Women pose many questions, even on tools and processes
regarded as routtite by men, and confound the learning process. Why not say that

women develop a high degree of curiosity during the learning process, that they

are not content with so-called work routines, that they wish to follow things
through. This may cause problems for the trainer who is not capable of any
flexible response.
Outcome #3: Women are more group-orientated, they dislike competition
among themselves, the weakest member then sets the pace of learning. One
could also say that women practice a democratic style of learning trying from
scratch to incorporate the pace and understanding of everyone.They are less

prone to the individual antics of showing off and avoid concealing mistakes
and lack of knowledge. By and large they are less anxious and more self-
critical. (Markert & Zimmer. 1987; Bachmann,1988; Weindel, 1988; Foster,

1987; Schiersmann, 1987).
There are good reasons for women having so little self-confidence, standing in awe

of skills acquisition (in other words: showing restrained activity). Men's widespread
showmanship and dominarce, their undeveloped ability to recoviize women as
equals.do not fail to impress many women. Vocatioiud education [B I therefore cannot

at present do without phases of motivation and orientation with supportive and
emotionally stabilizing functions, not by reason ofcounterbalancing female deficits.

but for the acquisition of strategies to cope with frustrations and social disparagements.

The core problem is the abolishment of women's innercensorship ceaseles.sly

you cannot, you must no!, you know not, you are rejected, made the laughing-stock,
no knger loved by men, as soon as you venture into "their" fields they so highly

cherish.
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Considerable changes are at present in the offing. A representative su vey with an
identical testand re-test in 1968 and 1975 by GieBen psychologists andpsy zhoanalysts
has found that women have changed "dramatically": In comparison with-. 1975,
women today see themselves as more setf-assuredand stable.Their viewis,accordingly,
that currently they are regarded as relatively rather strong. They acknowledge and
°press theirfeelings more than in the past ,though it is true that these feelings are now
rather seg'-cenired" (Baler & Richter. 1989:2 According to the GieBen survey
women have as much asseniveness, ambition, anti manipulative intr-rests as men.

Let us wait and see whether women's greater influence in society loons ahead. In
the long run we should not further any development toward an "elbow society", but
work for a future society of mutual love and care among the sexes. Men have to face
up to this challenge and also work for it. Women still have enough resources that they
do not wish to be misused any longer. The time has come for an education to become
androgynous.

Summary: Educational work with andfor women in the context of adult education
is part of target group work. The target k-oup concept has changed during the last
twenty yearr and educational workkr and wA women along with it. Four phasesmay
be distinguished. Ye r,women' s political education is not absorbed by the target group
concept. Comparing reports from the fifties and sixties those from the eighties,
two similar problems of learning are evident, but there is also a marked difference in
women' s self-image.

The dominant and specifically feminist form of work (wevnen's discussion
group/circle with a heavy accent on se Y--awareness and the biogrcthical methad)are
presented on the basis of experiential reports and action researchresults. The same
holds for the dominant reports in publications of the second half of the eighties about
special pre-occupational training programmes.

A Note on the Author

Wiltrud Gieseke, Pnvatdotentin, Dr. paed. habil, born in 1947. Staff member of the
Pedagogical Research Centre of die German Association of Adult EducationCentres
from 1973 to 1980. Academic employee in the Departnwnt of Education, University
of Oldenburg. from 1980 to 1989. Deputy Professor in the Department of Adult
Education, University of Bremen since 1989. Publications in the fields of vocational
development. professionality research, target group work with women and the
unemployed.

My university studies began in an era of student unrest and resistam, in the late
1960s. At that time 1 was rather euphoric in believing that I could change societal
conditions for the better, and I studied history, education, sociology with this goal in
mind, In my study, authors such as Habennas, von Hentig, Schiciennacher were
pfominent, but ?Mg of all perhaps the socio-hisiorical writings of Dahrendorf, Aloys
Fischer, Hans-Ulrich Weiler regarding the nineteenth and twentieth centuries, and

*me
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Rosa Luxemburg, an independent wanan resisting dominant trends ami the danger of

dogmatism, who combined sensitivity with human warmth and a strong a:eminent.
However, being sober and pragmatic, I became a teacher and adult educator, without

any further, postgraduate study of psychology which I could not afford. A later

psycho-analysis had a lasting effect without yet finding its way into my academic
writings, dealing with methods and pmces ses of personal and social appropriation and

coping. How do people best learn, develop, and change significantly? What and where

are the core elements of resistance to change? My key concerns are educational

evaluation reseach with qualitative methods andthe improvement of adult educators.

My hope is to help adults overeme learning obstacles and anxieties and to strengthen

their self-assertion in the everyday-world.

Notes

Loeber-Pautsch has already brought out the sociological references of women's
education courses covering the last two decades. Ishall concentrate in the folios ing

on the adult education premises.

2 Ir .pantitative temis home economics and "creative" courses still prevail today, if

we caisider wurses exclusively attended by women. It would be interesting to
examine whetlxr the self-image of women in these courses has changed, in spite of

conventional educational approaches, and whether motives for auending such

courses are different from those with an explicit feminist bias.

3 Social science research during the last thirty yearsconcerning the gainful employment

of mothers mirrors, according to Schinze (It 88), cliches of femininity in society.
Rcaearch subjects and interpretation of results adapt to the prevailing societal
climate. In the fifties and early sixties, for example women were regarded as being

of equal value, but with their essential characteristicsrativr complementary !omen
(Schiltze, 1988:115). Gainful employment was interpreted as a denaturation of
wonanhood. In the late sixties and sevenntN working mothers were criticized fa.
"damaging the biological bond with the child and therefore the child hinuelf'
(1988:125). Although the methods 9f these studies were criticized by Lehr and

others, this intra-science critique was according to Schiiize less effective than

that of the later women's movement (1988:126). In the eighties research paradigms
emerged with roots in women's demands to catch up on individualization and self-

responsibility. The question whether the children profit from or are dimiaged by

working mothers is no more asked. Schiitze aSsUflles that for the time being an
experimental phase predominates in the female conduct of life (1988:1321).

4 The undocumential history of female life-nexus hasrightly been criticized; the same

holds for the contemporary history of feminist education.

Empirical reseanh about women's participation in public life shows up differences

among various women's groups according to their affiliations to parties, unions,

'
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associations, churches, or charitable institutions (Ballhausen et al., 1986).

Cf. the detailed statistical material in Schiersmann's Job-Related Further Training
and the Female Life-Nexus (Berufsbezogene Weiterbiiiung, 1987).
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Labour Education
Wolfgang Hindrichs

1. Workers' Education an Obsolete Term and an Outdated
Subject of Adult Education?

There are quite a few representatives of educational disciplines and practice who
would regard workers' education as a purely historical term lacking present-day
importance. Nobody could deny that it had once been an essential historical root of
Fesent day adult education, but during the past few decades it has lost As subject
matter. There is no such thing as "the" worker any longer, but only a multistructured
work fiNce whose strata and sub-groups require a well targeted general, vocational, cw
political education, possibly linked to organizations. Particular goals, contents, and
methods of workers' education were useful at a time when workers were a relatively
well-defined fringe class marginal to the people and the nation and when they had to
develop a culture and education system of their own. Once workers had established
their political equal rights and cou Id use public and democratic educational institutions,
the need for such a separate workers' education was gone.

On the other hand, there has always been a minority supporting the theory and
practice of adult education who has up to the present reclaimed as vital the idea and
matter of a workers' education, and this not out of romanticism only. Clinging today
to a "workers" education, though, needs specific reasons which hit the gist of adult
education's self-image.

Those who regard workers' education as obsolete have the correct feeling that it has
essentially to do with work end the working c lass. The ritlationship of wage-labour and
capital now as ever fundamentally determines the social structure of a society, in spite
r..f all assertions that vertical social disparities have meanwhile been replaced by
horizontal ones. Certainly most of the different theories and categories of stratification
are necessary to describe aspects of social structures, but without the class movement
on which they are based and which produces these strata, they cannot be understood

,3
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Even if gainful employment becomes less important to many people, because they
will either be unemployini or have their working hours redmed, or because work will
serve as a stop-gap while mechanization and autornatice progresses. Even if other
limns of "work", like home-based and family wok, attract men attentilm, the
pmduction of material and immaterial goods follows now and for a foreseeable future
the pattern of gainful employmnt, mei the societies of highly industrialized countries
reproduce themselves under power conditions determimd by capital moverrient,
capital use, and capital accumulation. He who speaks of workers' education today
reminds us of ihe power centre of our society: the relationship of capitel aod wage-
labour which has been kept identical under the changing forms ef industrial and
"post-industrial" work and incessantly produces new inequalities and injuftices. In
passing we might add that numerous problematic relatims between the "first",
"second", and "third" world establish new topics for workers' educaticee

There are certainly labour educators who concentrate on marginalizedgroups of
wage earners such as unskilled and skilled workers, the unemployed, working
mothers, etc. Others will think workers' alucation most important for those who do
not see themselves as workers and who are pan of the "new" working class
participating in "scientificated" work. There is no denying the fact that "workers'
education" as a term in current usage is tainted by a reference to the worker, as the
traditional core of the "employed" as against the "employees" and occasionally
there is talk therefore of "workers and employees' education". Thenecessary impetus
of such workers' education is always a group tranwending reference to the totality of
society as power relationship.

We are now coming claw to the unfulfilled historical aim of weekers' educationa.3

a fonn of inner reflection and communicat ion of the labour movement: to promote the
process of working class emancipation and through it of society. The emancipated),
content of workers' education, the intention of decreasing societal power and of
establishing a rational, collective, democratic organization of social reproduction and
with it of societal work these are still the central aims of workers' education in a
broad sense. Other forms of political education may share the same aims. These are
workers' education as long as they see societal freedom linked with the freedom from
alienated work under avoidable forms of power.

Workers' education in the light of the formulated socio-critical principle does not
bow to ossified institutional divisions of adult education into general, cultural,
vocational, and political education. Such institutional segmentations correspond
entirely with a certain division of work in a society, but are inadequate to the mutual
interface of general, cultural, vocatimal, and political contents and methods. A
workers' education which focusses on the interconnected lives of woricers and on the
complex character of the labour movement, has all the more an interconnective
function. Waters' education as political education is very much to tlw fore because
the organization and fon "*ie work in a society must first be reflected politically.
But are these questions no, 'lose of a self-reflective vocational education? This



94

shows that adult education as a critical principle does not leave untenched the
traditional self-understanding and institutional demarcations of educational areas.

No less unwieldy is workers' education relative to the many correptual terms of
a science of adult education. "The" adult, whose socialsituation and beading is seen
as "added to something", is the mirror image of the ideology of a levelled society.
Social diffeientiation crops up only in the arbitrariness of target groups.

If one starts from the disuibution of forces in society, workers' educatiesi could
perhaps be grateful if as a scientific discipline it can find shelter amcaig a science of
adult education based on a pluralist idea of society. But workers' education cannot do
without looking into the social character, the social interests, and Ow social perspectives
of adults.

2. The Historical Side
Historically speaking, workers ' education is closely connected with the origin and rise
of the working class and labour movement. In the early days the social question of the
fourth estate was commonly seen as being one of education. Many bourgeois
philanthropists tried to offer workers compensatory general and vocational educatitm
which the state school system had denied them. This was done in Workers ' Educational
Associations, The more workers came to realize that they must organize to represent
their social interests successfully, the more education became a political problem:Ow
structure of society and the place of the worker in it were to be recognizzd and the
education of workers became also the education to organize so as to change both. At
the same time the labour movement's educational-political considerations always
turraxl to a democratic and egalitarian design of public education.

Contradictory developments happened with the expansion and stabilization of
workers' organizations. On the one hand, theories and thoughts of a scianific
socialism began to take hold of small segments of the labour movement, absorbing a
criticism of political economy, of the enlightenment, and of Hegel's philosophy. On
the other hand, the knowledge of an evolutionist natural science was turned into a
criticism of religion and moved workers' masses. The transfer of natural science
evolutionism to society led to a unified Weltanschauung supported by many members
of the socialist labour movement.

Labour movement and workers' education in Germany before World War I were
ideologically split into socialist, Christian, and liberal organizations, with no public
reisignition. They had to be self-reliant, which led to a ramified system of cultural
institutions organizing 'how partly independent cultural contributions of workers
sharing, coping, and struggling solidarity for a better life, but it also led to some
apolitical traits of the petit bourgeois,

-The" working class w as, oy the way, never a homogeneous unit, but always one
in flux, with both unifying and differentiating moments in one. The labour movement
was supported in the main by skilled and specialist workers first in the crafts, then in
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industrial manufacture. But unskilled workers, women, youths, employees, petty
officials, all with their differing interests. milieux, and behaviorswere also part of the
working class.

Although brief, the German revolution of 1918-1919, following the militarydefeat
and the Kaiser' s fall, became an outstanding event, It looked for smile years as if the
German labour movement was on the threshold of a fundamental receostniction of
conditions in economy, state, and society. Many farces concentrated on educational
efforts and preparation for the socialization of material and cultural goods, for
workers' autonomy, and for attendi ng the process. Rev iewing this today, the multituck
of ideas and conceptions of that period is amazing.

More rapidly than adherents of local revolutionary councils ("soviets") and of the
socialist revolution would admit, a parliamentary republic established itself conserv ing
a capitalist economy the labour movement was tamed and "fit in". hnponant
amsequences were the introduction or works r- mcils lacking however the power
to veto economic decisions of entrepreneurs - and an ongoing split of the labour
nuwement. In addition to separate organizations of the liberal and Christian workers
came "wings" fnam the split of the social democracy. The communist wing of the
socialist labour movenxnt contrasted sharply with the new Republic and wanted to
revolutionize it. The social-democratic wing identified with it in defence against the
right and the left. However, since neither wing could do away with the causes and
effects of the worldwide economic crisis in 1929, they fell victim to the ruthless
national-socialist movement.

It is difficult to sum up workers' education during the Weimar Republic (1919-
1933). After the revolution had collapsed, a widespread instruction for party and unitm
functionaries was set up to cover the variety of special legal matters of industrial
representatives and public functions of trade unions. The instniction offuncticearies
was dominant, although labour movement organizations stuck to their principalclaim
of a broad education for their members. The general idea ofpolitical contents was to
draft graduah zed conceptions for a piecemeal tran.sfomiation of society intosocialism.
Examples are the 1925 Social-Democrat Heidelberg Programme and the concept of
Wirischafisdemakrat;e (Democracy in the Economy) developed by the unions.

After 1945 labour movement and workers' education needed a long time before
recovering from the devastating results of Nazi dictatorship and World War II, the
division of Germany, and the capitalist restoration at the Federal Republic. The
formation of an ideological, federated union and the achievement of a federation of
industries meant organizational strength, but a large part of political-conceptual
substance of the period before 1933 vanished. This can be observed in the functional
hange of a former labour party to a people's party, the acintantv of meo-liberal

economic theories, the displacement of societal analysis by abstractethical nomis, and
the loss of perspixtive in designing the future.

On the other hand, new developments in workers' education have taken shape
during the past several decades. Not only has workers' education, as a union-based
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education and through enacted educational leave, experienced a considerable
quantitative expansion; inua-organization work ascii since the late fifties has for the

first time becomi: the focus of interest-related ccmsiderations of redesign. Work-
related adult education takes up not only questions of wages,working time, industrial

safety, and other working camditions, but also potential and perspectives of developing

"brigAter" work which tendentially transcend economic and societal structures. This

makes it possible to arrange for work development tendencies and political strategies.

3. Workers' Education Today in Germany
Which are at present the institutions and fields of workers' education in the Federal

Republic?
Wwkers ' education in the sense outlined is not part of the general educational system,

but the concern of free agencies. However, workers' educational institutions are subject

to the same laws concerning state supplementary funding. Widely known are the unions

and their affiliated institutions,e.g.DGB Bildungswerk (Network of Educational Cowses
and Premises) and "Arheiz tend Leben" (Work and Life). supponed by unions and Adult

Education Centres with some state funds. Workers' education fi Ended by political parties

is much smaller than Mire 1933. This is particularly true of the Social-Democrats
because of the shift from a workers party to a people's patty. Educaticmal courses

provided by the study groups of the big political parties may be included amcmg
"workers' educatitm": Study gyouils concerning workforce problems (AfA, Social-

Democratic Party). Cluistian-Democratic Employees (CDA, Christian-Democratic
Union), educaticaial work of the Catholic Workers Movement (KAB), of the Christian

Workers Youth, of Evangelical Industrial Clergymen's Office, and others. Special
educational courses for workers in Adult Education Centres depend largely on the
conception of their leaders and staff, and on the political biases of their funding agencies.

The content of workers' txincation in these institutions is predominantly political
education. But the overwhelming part of adult education in the Federal Republic takes
place in vocational education and training, most of it organized by trade and industry.

Since participants of these vocational in-company courses an: employees, wage-
earners, a workers education cannot be disinterested in such educational processes

even though it has little direct influence on them. It must try (a) to influence the training
and continuing educat kin of full-t ime and part- time in-company trainers. (b)to instruct
in-company functionaries, who are closely tied to outside unions, in the use of rights

within the law of co-determination (a Federal Act on "Company Constitution").
Some other institutions offering long-term educational courses for workers must

be mentioned. Among these are --- sometimes in a restricted way union institutes,
residential adult education centres, academies like the Academy of Work in Frankfurt.

the Social Academy in Donniund, and the Academy for Work and Politics at the
University of Bremen. These and other academies are attached either to colleges or

college-like institutions,
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A university prepared"workers' educatee for instance a graduatededucationalist
wki majored in workers' education is rare, although awre has been an increase of
them in recent years. The number of part-time team leaders (mosdy during educatimal
kave seminars), but alsoof full-tune course leaders and teachers has grownewsiderably.
Yet these posts are usually occupied by those coming to adult education from
vocational practice or industrial repiesentation, some after training in other scientific
fields. These are the reasons why weckers' education is largely "professicatalized" in
courses funded by Makers' education institutions and other spoisors. There is also a
growing co-operatim with colleges and related institutions.

A receaninenikd course of study for college and university students wishing to
major in waiters' education as a career inducts social studies, Pedagogy, and those
tracks which are cbasely connected with workers' problems: ergonomics, labour
legislation, industrial law, vocational education, political science, econconics,
engineering etc. Incidentally, it is more than pure coincidence that you will find a great
many adult education students among those graduated through the second way of
education with a broad background of work and life experience.

Following the above stated necessity of firmly adhering to workers' education as
an independent and socially justified educational task, one must also accept the
necessity of elaborating workers' education as a pedagogical and social science
discipline in teaching and research.

4. Conceptional Elements of Actual Workers' Education in the
Federal Republic of Germany

Workers' education has the prime task of connecting the historical traditions of the
labour movement with the unrealized requirements of ,ibolishing alienated work as
seen today. After World War II the bmt-known German publication on workers'
education was Negt's Soziologische Phantasie und exemplarisehes Lernen. Zur
Theorie ckr Arbeilerbildung (Sociological imagination and exemplary learning. On
the theory of workers' education), (1975; first edn.:1968). It contains correctly
understood a tentative contribution towards the redesign of the labour movement
against the background of the situation in the sixties. An orientation along the historical
possibilities and failures to liberate, along the movement of social forms which have
always to do with the wrganization and future development of the societal system of
work this is the fundamental gnal-setting of workers' education still today.

At the time when Negt 's book was written many said even more say so today that
there are no more causes for social movements in the area of work Men would direct their
important inalests towards spheres of life out.side wage-labour. In contrast, wcifkas'
education had to insist on making the contradictory, conflicting reality of working life its
subject matter, a reality often tabooed in public life. But workers' education stuck to
"workers' existence", namely the total living nexus of workers and their families within
which we find the intense reciprocities between experiences and needs on and off the job.
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"Experiences" is a key concept in workers' education. Wolters' educatieo wishes
to tie to to work and life experiences of participants, not only as a methodical principle
but in the certitude that the design of one's own and collective life is meaningful only
from experience worked through. All experiences brought along to edwational
courses are always forms of coping with reality imprinted by working and living
conditicos. Educational causes are the place perhaps the most impixtant me
where these coping processes are wenly discussed, where experiences are debated
and pondered in educational processes and thereby developed. In these courses of
workers' education tlx participant meets with the collective experiences of the labour
movement contained in organizaticoal standpoints and suuctures, albeit often in
reified and alienated forms which make it difficult for the "grassmots" to appropriate
the (trade union) organization as a living body. It is, therefore, extremely immtant that
those in lab= movement organizations politically responsible for workers' education
realize that organizational policies and structures to be "scrutinized" is the indispensable
momentum of workers' education.

As was mentioned earlier, working life and experiences rarely appear in public or
private media, though a little bit more today than thirty or fixty years ago, but still too
little. This is not so new, but in former times thew were beginnings of a workers'
counter-public through the rich organizational life of the labour movement with their
own communication structures and media. All this is in bad shape today. Above all an
in-company public where cooperative relationships and the production and working
knowledge of the workforce could be discussed autonomously is underdeveloped
Workers' education serves as a substitute here. Yet to most workers the work
organiz.ation and technology designed by employers for their own aims appears to be
so "natural" and without alternatives that there is hardly any kind of counter-public of
living, autonomous work and alternative productim.

Workers' education has always had to do with the workers' movement; therefore,
it cannot avoid looking at society as a whole, the design and construction of which is
vital to it. When we talked of orientating workers' education along the struggle and
movement of social forces. this does include a sober analysis inexorable towards
workers' organizations themselves of the question where there is social movement
and where there is not. Closely connected is the question of the aims and also utopias
of societal development and the analysis of various societies.

Finally: Workers' education, having to do with the movement 's intention to change
society, has always kept close to social action, to praxis, as expressed in programmatic
phrases such as "workers' education is purposeful education for social struggle" and
in various demands that it should improve the practice of representation of workers'
interests on all levels. Workers' education in its function for the workers' movement
is highly determined by prix is. The political goals of workers' movement organizations,
the action instruments they develop, the organizational structures they form, all
influence workers' education. Since the different participating and organizing groups
have additional instrumental demands as well, workers' education gets into intra-

I ii
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organizational power relations and conflicts. Participants in workers' educatiem can
defuse this situ lion by raising their awareness of this matter and discussing it openly.

S. Present and Future Tasks
Some problems requiring urgent solutions or at least treatmem will be stated by way
of concluding remarks. Contradictory devetopmems must be pondered and cross-
related.

As regards work, on the one hand it loses ils quantitative importance. Its
differentiations (e.g. women's housework), reaching far beyond traditional forms of
industrial organization,are realized mime and more by the general public. On dmother
hand, the more production is industrialized and automated, the more essential and
responsible the remaining living ork becomes. For the foreseeable future it will
remain -- in its forms of industrial organization the centre of the material
reproduction of society. He who disposes of these forms of organization will also
dispose of a power-centre in society. Workers' education must relentlessly make this
fact conscious.

The differentiation in workplace facts airresponds with ddrerentiations amtmg the
employed. Polarizations are increasing between employed and ummployed, between
stable and unstable jobs, between regular and part-time staff, between highly skilled
and lowly skilled workers. This means for workers' education an extraordinary
differentiation or addressee groups with their experiential backgrounds and interests,
and at the same firm the necmsity to deal with thew differences in the direction ofa
unification of an in itself differentiated class situation and a class perspective of the
redistribution and reorganization of work.

The future of technology belongs to the future of work. Electronic data processing
and information networkscreate a new type of rationalization: systemic rationalization.
Decentralized use, and decentralized competence enlargement are possible, but as a
matter of fact the centralization of information, decision-making, and controls, with
all their dependencies prevails. Parallel with the systemic character of communication
and information technology the netessity of their social adaptation is also seen
increasingly. But concrete implementation of general ideas presents enormous
difficulties. Workers' education would, in order to be successful have to (1) decipher
technique and technology as a product of societal actions, (2) educate "appliers"
(technici ans engineers) Ibr the design andconstruction of de velopment and application
processes.

Social engineering will only be possible if the knowledge of work processes among
the work force is better organized and mobilized for union goals, for autonomous
collective participation in company decisions than in the past. The meshing oflearning
and action processes in implementing "co-determination on the job", which is a co-
determination of each worker/employee, is the present imperative. We venture to
forecast that the social desip and construction of applied engineering processes will
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not happen without such a massive extension of co-determination at "the grassroots

level". The 'reparation of such processes and the participation in them woukt

however, considerably change today's workers' education.
Inn:cent years cature has been widelydelxited with several ea:eras. On the wehand.

there is a need for cultural expression and cultural activity winging from the risen

standard of living and the possibility of blazing cur 's own trail. On theother, pan of the

debate is marked by a compensatory or even escapist mood: Culture is expected to be

a stepgap for working life's frustrations. The usage orculture" varies. Often it is applied

in a restricted sensv to artistic applications of "subcultural" forms of living. Then again

the num is used for holistic strata or class specific forms and styles (I organizaticat,

ccaumunication, and living. "Workers culture" is subjected to dr same vacillationsand

calls for a clarificauon of its ianual meaning even nue so than workers'educatial. This

much is certain: a democratic culture worth its salt will irclude a collectivesocial design

ofwork and economy. The individual andcollective nexus oflives cannot be "cultivated"

by reproduction areas, let alone leisure-time areas.

It is another matter what mobilizing impulses for changes in work emanate fan
cultural activity and cultural movements off the job. Conservation of the environment

and natund resources, disarmament and securing peace, women's liberation these

and similar goals sometimes create more societal movement than deep crises in work

and economy. It is questionable whether these topics and movements are bettersuited

for effectively tackling the roots of social power than the topics and fighting methods

of the "old" workers' movement. Anyhow, prohltans show up that have Thot been

solved hy the "old" movement either. . Workers' education ought to reflect the moving

character as well as the "stagnation" of the "old" workers' movement, and also the

reach of the "new social movements",
In various placvs didactic consequences of content-related problems of workers'

education have already been mentioned. The general interlacing of in-company

learning processes and co-determination, for instance, would confront workers'

education with as yet unknown tasks oforganization and methods of learning. Some

particularly important problems chosen fmm a variety ol equirements include:
Differentiations, scientism, legalization ofrepresentation matters and with it the

specialization and professionalization of interest groups are on the increase.
Workers education, on the one hand, must "feed" this process (hy teaching and

educating representatives) and critically "brake" it (by raising political
colISCiOUSDCSS of such tendencies). On the other hand, this very broad and
hitherto neglected workers' education beyond the training of functionaries, must

be expanded and intensified.
o The predominant organizAional arrangement of adult education is "short-tenn

pedagogy", in spite f all quantitative expansion. Owing to numerous adverse

conditions, workers' education can rarely niaintain or accompany continuous,

long-term learning processes. Workers' education institutes, as well as the slate,

Illust make effons to organize continuous education.

. ;
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Finally. independent studies and learning in organized educationalcourses must
be aimed so that continuous learning is made easier. As regards workers'
education in the Federal Republic of Germany, it must draw methodical
=sequences of its central goal: tlx individual and collective autonomization of
working people combined with a strengthming of mutual solidarity, and this
much mcwe than in the past.

Summary: The birthof Workers' Education was due to the emancipatory movement
of the labour class in Me nineteenth centuty. As an independent area of adult
education, workers' education is unrenounceable as long as the system of the societal
cffganization of work produces unnecessaty forms of domination, inequality, and
injustice. Workers' education disengages iisegfrom referring predominantly to the
traditional category of labourers. The lasting importance o f development tendencies
and perspectives of societal work notwithstanding, workers' education has never
reduced Use ft° this core element of society. It has always topicalized the workers'
existence as a whole and analysed social movement in relation to societal totality,

A Note on the Author
Wolfgang Hindricks, Professor Dr. phil., born in 1933. Senior academic employee on
die staff of the Technical University of Hannover, Department of Political Science,
form 1966 to 1972, and on the staff of the University of Dortmund. Department of
Social Science, from 1972-1979, where he was also a member of the Regional Institute
for Social Research. Professor in the Department of Adult Education, University of
Bremen, since 1979, with labour education as his main field. Since 1986 also Director
of the College of Labour and Politics, Bremen.

My first carmr was that of a classical philologist and protestant theologian, much
impressed by such disparate people as George Thomson (classical Greece), Paul
Tillich, and Eugen Rose nstock-1luessy . The classical authors of the labour movement
(Karl Marx, Rosa Luxemburg, Leo Trorrki) came later, including those of the start
soviet government movement in Germany (Rateregie-ung, Bavari a) after World War
I (Richard Muller, Karl Korsch). and Herbert Marcuse, Peter von Oenzen, Wolfgang
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The Importance of Sociology for
Further Education

Wilke Thomssen

1. Further Education as an Independent Scientific Discipline or
the Subject Area of Interdisciplinary Work?

An explication of the importance of sociology for funher education must realize that
historically speaking further education as a field of university teaching and research
presupposes a relatively high level of diversification of the social sciences, including
sociology. The pursuit of further education can therefore refer to the manifold
offerings of social science knowle ige and theories. This situation explains the
heterogeneity of individual topics and queries available in it, and has given rise to an
ongoing controversy whether further education is (a) and independent discipline or (b)
a subject area accessible from various scientific disciplines only. Approaching asocial
science discipline under the aspect of what specific question it wishes to pose to social
phenomena it is interestW in, we must ask: What is to be understood by further
education? Since when can we legitimately speak ()fruitier education as an independent
area of university occupation with sufficiently developed questions and subjects?
(cf. Tietgens, 1981).

The concept of further education gained popular appeal when the policy of the
welfare state and educational reform expanded and made further education an
essential pan of its intervention area (cf. Körber, 1988). This happened during the later
sixties when ail social science disciplines reached a higher level of importance and at
the same time influenced policy programmes for public welfare and educational
reform, furnishing either background knowledge or concepts for direct action. In the
course of this development political agents of further education took an interest in a
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sociological foundation of further-education practice, wishing to point up its societal
relevance. We may say, therefore, that present-day further education has taken root
only wtwn this level of societal development was achieved

A closer kx* at hisuxical forenmners of modern further education workers' and
folk education, ftw instance shows that they relied on socio-economic kixlawledge
and hwnanist traditiorm even in their early days. Further education has always been an
activity underpinned by science sharing the corresponding status of developments in
philosophy and individual sciences. After 1945 the gewral term used was "adult
education" IFS) guickd by a preckyrninant humanistic pedagogy, apart from the unions
which regarded sociology as the foremost reference fcx their educational work.

One might think that replacing "adult education" by "flintier education" is just a
modernization on the level of language but in reality the concept of further education
is connected with a socio-political conception taking leave of humanistic pedagogy,
which itt-:If has changed due to recent sciennfic developments. Pedagogy has been
transformed into an educational science with an increasingly empirical and social
science tendency adopting knowledge notalAy from sociology (Mollenhauer, 1972;
Bernstein, 1977). If further education continues to see itself as part of educational
science, then this understanding already includes a socio-scientification of pedagogy.

Whether this develoixnent implies a narrowing or extension of the conceptual
framework is controversial. On the one hand, the philosophical and humanistic
tradition is pushed back since the sixties; and this is certainly a narrowing. On the other
hand, the social science turn has opened up new consickrations of Ow social context
which cannot be undone. A narrowing should be counteracted (which is actually
happening), but not its social science foundation (which would also be narrowing).

With all this in mind, once again taking up the question of mtablishing further
education as an independent area of scientific activity, my thesis is that;

further education in its present form differentiations and changes since the
later sixties notwithstaruling is to be seen as an interdisciplinary, structured
field of scientific activity in an area of education becoming increasingly rekvant
to society and politics.
In the further course of my exposition I shall proci.vd. therefore, in the light of its

development during the later sixties only, and its establishment as a university study
and training course.

If further education is understcxxi in practical terms as an interdisciplinary
arrangement of scientific activity availing itself of all social sciences, then sociology,
psychology, economics, political scieme, educational stientT, and history are part of
this new scientific construct. Further education can in principle make use of sociology
overall if further education agents do this in their scientific or practical fields. What
cixnes out of it for further education depends on whether sociologists deal with
phenomena of further education and whether those active in scientific or practical
fields adopt sociological inquiries and methods for the solution of their problems
(Eggers & Steinbacher, 1977; Weymann, 1980; Schluti., 1985). The introduction of
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sociology into further education has indeed given a new configuration to the activity
profile and professionalism of the adult educator. The interpretation of professrmal
action today is different from the time of the predominant humanities. In concrete
terms: The sociological yield for further education is structured accordingly to the
agents' preferences for either political economy, systems them, critical them,
symbolic interactionisin. ccestructivism, or combired constructs like feminist, peace,
tr ecological research. This suggests that sociologyhas variable Wyman= for further
education not ally with regard to the general impwance of sociology, but also with
regard to individual explanaury sociological awroaches. Even if one assumes that
sociological knowledge and views, once received and walked through in the light of
an interdisciplinary arrangement, have become pun of further education, it must be
considered that cenain thecries, categories, questions, or appoaches have their ups
and downs. In recent times further education has benefited from a =eau trend in
Getman sociology of the growing impwance of henneneutical and communication-
theoretical approaches, particularly in microsociology, as oppcsed to structuralist,
objectivist, or causal-analytical paradigms.

Looking at sociological with butions to further education in a narrower sem, we
ca.-Y make three distinctions:

Sociology has always dealt with individual plenomena of further education,
either in tleory, by empirical inquiries into individual institutions of further
education, or by direct participation in the design of curricula based on social
sciences (Strzelewicz.1 966; Dybowski & Thomssen, 1976-82; Kejcz, 1979-81;
Hindrichs, 1984). "Conuibuticm" here means that sociology clarifies Froblematic
situations in society relevant to further education and/et =tributes individually
to a pilot project.
Other contributions of sociology are the fact that single inquiries or so-called
hyphenated sociologies separate stocks of knowledge have gained either
direct access to further education or been incorporated specifically. Examples
include industrial sociology contributing to varkers' educaticm, %yr:men 's studies
contributing to women's education, or sociology of deviant behavior =mil:wing
to prisoners' education (Lenhardt, 1974; Derichs-Kunstmann, 1984; Braun-
Heintz, 1980). Among this type of contributions we can distinguish those which
become effective on the level of conception and planning, and those which are
at the same time subjects of educational practice.
In the course of its general .issrmination, sociology offers theoretical background
knowledge for conceptual and didactical problem solving. There is of course no
clear-cut delimitation (St _:ker, 1982; Schmitz, 1984; Hoerning & reigens,
1989; Dewe, 1988). The specifically sociological knowledge of this structured
background can be identified by the sociologist, of course, but for other
professionals in the educational field boundaries of individual social science
disciplines become muddled in the light of their multi- or interdisciplinary
discourse which they usv eclectically.
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2. Central Impulses
Perhaps tic most important impact of the dwory and practice of further education came
from the categay of social inequality. Categories like power of people over people,
ex0oitation, social suppression and discrimination could become Fiblicly influential
oily when society itself was self-aware, did not regard human differences as merely
"natural" andica "God-made", but realized these as self-made in the course of an
increasing socializatim and result of intrinsic structural social inequalities. Thoughts
about further education coincitt with the ceigin of sociology in tir beginning of the
nineteenth century.

When Saint-Simon, the founder of sociology, pleaded and worked far the high
value of educaticat not only of lmowledge to the working class, he implied the
whole semantical =text of "educatice and wished to pursue several aims at the same
time (Saint-Simmi, 1957): The integration of workers into the new society, the
enhancement of the productive and moral power of work, and workers' share of
societal wixt. This semantics of equality/inequality runs thrcegh the whole history of
further education, from workers' to folk and on to nvdern furtlxr education which
derives its horizon of meaning fruit a welfare state policy. Social-democratic and
union guided workers' education tied their conceptions into a revoluticoary or vacial
reform concept of society. Education and knowledge were meant to bring about
solidarity among workers and the ability to fight politically, and not immediately and
foremost and identification with society. The idea of a civil folk education, cai the other
hand, equally starting from the so-called "social question", followed the goal of a
culturally integrated, harmony model of svciety.

In the mid-sixties the new concept of further education brought the imquality
dimension to the fore again, pushed forward by the influence of a spreading sociology
on the public debate. Terms like "underprivileged", "educational handicap", and
"equal opportunities" originate in the sociological discussion of social inequality,
class situations, realization of democracy, or the revival of the working class
(Dahrendorf, 1965; Bourdieu & Passeron, 1971; Szell, 1972; Axmacher, 1974). This
inequality debate is followed by corresponding further educatim policies, according
to specific interpretations of inequality. In the discussion and practice of further
education in the seventies we fmd social-integrative, productive-power-boosting,
social-reformatory, and society-changing preferences. All these concepts were united
in dm idea that educational reform must be part of a general societal reform. Further
education understood itself as a kind of societal praxis: as a medium of individual and
collective emancipation and participation,liberation from dependency and humil iation,
and involvement in the co-managing of public affairs.

Since the mid-sixties the sociological category of social inequality has served as the
common denominator for debates and relevant areas of practical further education.
Panial aspects of further education could thus be put into a larger societal context.
Education and further education had become a question of the system itself, its
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maintenance and change. Details were queried for their system-integratingcr society-
changing potential.

The sociological inequality debate Marxists preferred to talk in terms of class
structure and class situation not only influenced the general discu.nicat of further
education's place in society, but got right into individual didactic and cunicular
conceptions. The so-called target group conception will be taken as an example
(Ttaanssen, 1988):

(A) It tries to split up in groups a community cc regicat for which educational
courses are to be developed Groups are arranged according to socio-structural
criteria. Their status slould be marked by a certain degree of axial inequality.
From this special form of social inequality a particular educational handicap
is derived which in turn leads to a didactic or cunicular concept. The concept
is then used for a topical treatment of the handicap.

(B) The sequerwe of the basic target group design is as follows:

(1) The societal situation is analysed for its inequality or class structure;

(2) The group's own underprivileged situation and social repression is
acknowledged;

(3) A quest is embarked on for common ways to get out of this situatice, together
with others similarly affected,

There are other more "pedagogical" target group conceptions. In the above-
menticated design the sociologist is given the task (a) to determine the social criteria
for the selection of social groups as target groups, and (b) to make available within
the curricular framework societal analyses which would link the social situation of
various target groups to society as a whole. Although the contribution of sociology is
rather analytical, the target group conception presupposes that a comparatively direct
step to practical action in unions or political parties can be taken. As of today, it is still
problematic whether this conception has succeeded in transfonning ideas of class
them into specific target group and cunicular levels, and most important of all:
whether it has created a solidary consciousness and action beyond single target groups.
Nevertheless, the concept is regarded as a model for the reduction of social inequality.

Partly linked with the inequality debate, but topical ized separately in socio-poli tics
and in so far analytically independent, is the conception of social change. It can be
regarded as a second, central impulse of sociology to further education (Offe, 1915),
particularly in the so-called qualifications debate. The rapid technical, economic,
social, and cultural change of society makes school and vocational education look
inadequate. Recurrent education is thought necessary for individuals and across
society as a whole (OECD, 1973; Schmitz, 1975): for society. 10 sealre the required
knowledge and skills and adkplation processes; for the individual, to keep pace with
the development and not to drop out of the inner structure of society. In this conception
of social change further education is granted a prominent place. Its task is one of
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sustaining, overcoming, or balancing rifts and di sparkles between coistantly changing
working and living conditions in society and the tendentially "conseivative habitirs"
ri individuals. This applies not only for vocalic:mai or in-ccanpany requiremerus but
also fix a general habit of acceptance and political loyalty. This cenceptiem of social
change as a categoiy of political control is dcaninant in the further education debate
in recent years, pinicularly in vocatiemal and in-company training, where tlw
inequality debate was added rather for legitimating reasons.

It is obvious that the questice of social inequality has lately receded into the
background. Education and further edueation are no mere immdiately regarded as
part of societal reform, and the outline given of a "target group training" has lost its
importance in favour of more modest ideas. The Tactical relevance of sociology being
publicly in doubt, it is fair to assume that in further education at least in certain areas

sociological thinking is handled more carefully, that is with fewer problem solving
fantasies. No doubt a correlation of social change can be eencatenated with the
reductica of social inequality to yield good political results (Waling, 1976), but
depending on which side is favoured in further education Taogrammes, surh programme
becomes either a repair shop a- a political force. However, instead of the equality
postulate we do not have in its place one of social integration and adaptation only Inn,
rather, one of identity. Just because of these societal rifts, disparities, and devastatimis
there is also in recent years a rising interest in social and personal identity, in expanding
cultural activities. One might say that the semantics of inequality has shifted from a
collective to a more personal interpretation, in tlx sense that as personal needs and
interests are repressed by society irrespective of any class baniers it is the task
of further education to help express and develop these personal needs and interests.

Some panicular sociological connections with various areas of further education
such as workers' education, vocational training, and political-cultural education will
be pratented forthwith and the subjects of individual and cultural interest %. tin
considered, but as a son of interim summary I wish first to explicate the meaning and
four aspects of education in sociological terms:

( I ) Education 113 under the aspect of school-leaving and vocational training
serves social opportunities. especially the acquisition of social status, and

the career on the job. Further education in this respect is a compensation and
correction of fragmentary school and job ..:areers.

(2) Education IBI under the aspect of qualifications means to enable the
individual to cope with new or changing job requirements and to get en
professionally or within the company. Further education in this respect has to
develop educational tvurses in line with (a) objective changes in requirements
and corresponding qualification profiles, (b) participants' personal learning and
coping dispositions.

(3) Education under the aspect of emancipatica means the ability to
develop capabilities for active participation in personally and socially relevant
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matters both political and cultural, including those related to work or job.
Furt lxr education in this respect has to promote emarcipatory processes that
have beccane fragmented or rudimentary in the past history. It faces the
inability to anticipate sufficiently either goal cc path.

(4) Educaticy [B] under the aspect of individuatim means that the perscal
can see himself as a unique. talking and acting personality, near cif close to
culture and society, able to face saciety as an individual. This would imply that
further education has to fulfil socio-politically conflicting tasks, namely to
further not only socially helpfuT qualificatice resources and, derived from
them, the seemingly objective interest of individuals, but at the same time to
be socially and culturally sensitive to each persm's individuatical

In all this sociology presupposes to suggest just a few sociological meanings of
the "adult" that human beings axe socialized members of society. Even dwir being
individuals is stamped by society. Individuation is the outaxne of socialkeation, or
conversely modern society is unthinkable without individuals. The wocess of this
individuation is described in more detail by the sociological tams of primary,
secondary, and tertiary socialization. In it we find power and inequality shuctures.
cultures and traditions of everyday-world discourse. The prevailing assumpion in
sociology is that all men are equipped by nature with the same potential of thinking,
talking, and acting, or somewhat weaker that possible biological differences are
taat relevant for the explanation of societal and individuation phenomena. Differemes
amcog the members of society classes, strata, and everything going on in them in
terms of culture and individuality are increased by the social background and
individual socialization processes. As far as sociological theories focus on societal
change, biographical development prepared by primary socializatim but going
beyond it is regarded as tending to be open and potentially designable and
changeable by interactive and educational experiences. When talking of the individual
being stamped by society, sociologists have in mind the individual's socialization
process, meaning also that on a certain level of development society itself generates
necessarily the individual 's social gestalt, and once created, the individual is more than
a social gestalt only; it is also its antipode. Inasmuch as further education is committed
to such enlightenment and admits the concept of subjectivity besides collectivity, it
refers to the sociological argumentation suggested.

3. Specific Affinities

Below the level of general theoretical impulses sociological thinking and knowledge
take concrete shape in various branches of further education: workers' education,
vocational training, and political-cultural education.

Workers' Education was and is most impwant for sociology. It always rested on
a Marxian theory of society. its developments and versions. After World War II we
can find the largest contribution of sociology to workers' education in industrial

1 L
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sociology. Fran a socialist perspective it was obvious to seek ccaitact with those
special branches of sociolm which dealt with the social situation of the dependently
einpioyed and suggested action fields for union representatives. This is the reason why
first and firemost recent research outcomes of industrial sociology from American,
English, French, and a newly estahlished German sociology are discussed in the
unions for educational purposes and also result in cunicula (Arbeit und Leben, 1961-
62). Such research was about rationalization, technicalization, the industrial power
structure, and the development of job qualifications. In addition to rather objective
development tendencies which industrial sociology tried to connect with societal
developments, theoretical and empaical inquiries into the societal ccasciousness of
dependent employees prevail in the theory and practice of further education (cf. the
empirical research in Popitz, 1961; Kern & Schumann, 1970; Lempert & Thcsnssen,
1974; Dybowski & Thomssen, 1976-82; cf. the theoretical debates in Negt, 1968;
Deppe, 1971; Tjaden-Steinhauer, 1975; Thomssen, 1982), Workers' education
according to its own understanding does not see in further educaticsi an instnunent
ci societal integration, but an active tool of enlightening societal consciousness, the
promotion of solidarity, of union representation and readiness for strike action, so that
unions and their educational work take great interest in the changes of workers' and
(a differing) employees' consciousness, and changed production methods and job
structures. At a recent Metal Workers' Union ettigress (Germany's biggest single
union) about the future, an industrial sociologist lectured on how to think abcan the
modem worker, his job, and his const icusness. This should make clear that unions fall
back on sociological knowledge in areas where they must fear to be subjected to
=pleasant developments (Kern, 1988).

But sociology has also examined the unions themselves: organizational structures,
the decision-making processes, forms and strategies of internal and external
representation (Bergmann, 1979). It is impassible to say how much these inquiries
have been accepted and heeded by the unions, although tlxy are known among their
educational staff. Union departments of education, from where impulses are given to
the union's organization, are thought to be theoreticaHy more enlightened. NevertirlesE
one must not forget that educational work by the unions is a function of their
representative policy so that the acceptance of sociological knowledge in educational
work is basically subjected to this function, even though there has always been a
theoretical-political surplus of sociological thinking (Thtunuen, 1979). This is
particularly true of the area of co-deterrnination, not least co-determination on the job.
Sociological research into this field began as early as the fifties. By the end of the si sties
certain groups in educational work either staff or advisory sociologists have
developed a concept of co-determination on the job and used sociological expert
knowledge derived from the interpretation of previous experience with the German
co-determination law (Huss & Schmidt, 1972; Vilmar, 1973). Another example:
During their educational work in the seventies sociologists of the 10 Metall (metal
workers union) developed a conception of "interim etation patterns" (Deulungsmuster)
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(Dybowsky & Thomssen, 1976-82). It is a differentiation of the concept of societal
otlisciousness and takes up relevant developments of soc iology anti social psychology.
It turned out that this =wept was not very popular =mg the staff of waters'
education, on the we hand for political reason, on the other hand because of too high
demands during practical educational wed( in the place of work. While this
"interpretatical pattern" amoach is talked about and practiced speradkally in union
educational work pointing to the fact that sociological thinking also has its ups and
downs in certain societal contexts the tennitselfhas entered the debate about further
edwation in the Federal Republic and its debate is as yet unfmished (Nuissl, 1989).
The interpretation-pattern conceptice wishes to interpret subjectivity with greater
precisice, namely the panicularities of the individual intellectual fonns of receraion
and treatment. Its assumptice is that the subjectivity of awareness is based on needs
and interests which are interpreted individually as well, in spite of collective
solidarities and cmistraints. There is doubt about this antroach, but current unice
educational work ackwwledges that participants will express their subjective needs
and interests, more than usual and acceptable in the past, so that it is the task of
educational weal( (both the unions' and others ') to deal with participants ' subjectivity
differently and let it come out in the educational pincess(Johannsen, 1 99% SocioktIOcal
objectivism having moulded the debate for a long time with its categories of class
structure, objeqive situation, objective interest is on the wane in favour of a
differentiation on the level of cultural and individual variety, so that union educational
work also accepts cultural work to be an important area besicks education, and this is
done for just such a sociological interpretation of changes in subjective thinking and
acting. Sociological keywords are "new individual life-style" and "cultural everyday-
wcaid".

VocationalTraining as well can be considered under the sociological categories of
social inequality and change. It is meant to facilitate career progress, prepare for new
job requ nements, and make the job seca re; it ought to keep the unemployed fit for work
and their social "virtues" ready for an early re-employment (BrOdel & Schmitz, 1982;
Schmitz, 1978), Recent vocational pedagogy is indebted to enlightenment and strives
for a vocational education which can also be understood as1 social emancipation. To
do this it has learnt from sociology. Since the end of the sixties one can observe that
next to the industrial sociology already mentioned, occupational, work, and labour
market sociology have all been admitted into the debate of vocational training, all in
the context of modem technology and rationalization processes and parallel
developments in job qualifications (cf. the section on occupational upgrading in
Weymann, 1980). One must, however, clearly distinguish between the theory and the
practice of vocational training. Sociological knowledge has rather a function of
background knowledge for the general framework of further education policy and its
bearing on labour market policy, be it material or legitimizing knowledge. Possibly it
also plays a role on a conceptual level and in certain pilot projects. In actual vocational
training practice up and down the country sociological knowledge does not show up
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as an individual curricular element. The so-called integration of vocational, pe4itical,
and gavaal educatim has been a temporary phenomenon. It is being debated againtm
the level of education policy, but as yet with no practical result.

Cturicular conk nisofvocational training areclosely cconectedwithanycompany's
ideas of job knowledge and skills required. Furthermore, vocational training overall
is guilkd by a model of social integration (ix avoidance of social disintegration). The
idea of social justke is reduced to avoiding the worst. This is why Warded Voigt in
his contribution talks of vocational further training rather increasing than decreasing
social differences. Strcagly aiming ftw those job-holders who in industrial sociology
parlance are called "ratimalizatice winners" (Kern & Schumann, 1984) has led to the
effect that vocaticeal training helped most those with good job skills and knowledge.
Vocational training of the unemployed has a different, rather socio-political function.
Sociological questions and problems such as these are discussed among scientists,
teachers and politicians of vocational training, but their findings are hardly, if at all,
reflected in the practice of vocational training.

Political Education is at least during the past twenty years panly identical
with woken' education, but there is overlap with socio-cultural further education and
there are relations with vocational training. A number of statements regarding the
effect of sociology on workers' education or vocational training also holds for political
education.

Another remark is appropriate: political education is a subject very much topical
in Adult Educatiai Centres directly or indirectly funded by municipalities or districts.
They can design their programmes relatively autontanously within a framewcat of
general cultural and financial directives. Those centres suppmted by unions, parties,
or churches also provide political education, but their political views of societal
problems are subject to the aims and purposes of their institutions. They camsat design
programmes independently. AECs are subject to the Basic Federal Constitutice only
(and the general idea of democracy) and must be open to all citizens without their
having to expect priorities regarding political Of confessional priorities. Tlwre is,
however, a permanent latenuension between the political self-image of the AECs and
the interests of tlx political administration.

In the wake of student unrest, a social-liberal coalition government, and a welfare-
state policy, this relatively autonomous situation of the AECs is the foundation on
which sociology for the first time can widely influence further education and political
education (Thomssen et al., 1988). The increase in the number of full- and part-time
staff carries into educational institutions a younger academic generaticsi who had
either studied sociology or gained sociological knowledge and argumentation in other
fields. They have express recourse to the inequality and class-tlatory debate and see
political education mostly as further education for the dependently employed and
other socially underprivileged. The openness of the societal unrest permits them to
give a new structure to politio.! education. In doing this they can rely on their
sociological knowledge and the experience gained during the student movement
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period with the ensuing socio-political conunitment. Modanizing adult education to
them spells "social scientism", a process rich in facets because of its internal
controversies. Their Fofessional job in funher educatice is in their opinice
enlightesunem of societal situations and structures using sociological categories.
Often they overstep the boundaries of scientific discipline and auach themselves to
socio-political discourses in which enlightenmera including scientific enlightennrent

has to demonstrate its relevance fcor actions and interests of the working class.
Analysing caogrammes of the seventies and eighties in more detail would show

various subjects taken directly from sociology such as social suucture analysis,
educational sociology, socialization thecaies, and political sociology. We may add
courses covering numerous social and societal problem areas like co.determination at
school, ccesumer yotection, tenants law, village restmatiox refuse disposal, and
democracy in everyday life, wlrere often sociological queries prevail. Staff members
of political education do not often take scientific sociology as a guideline, but stan
rather from the complexity of a societal pooblem in question, selecting social science
theories and explanatory approaches suitable for that problem, including those from
psychology, econcanics, arK1 history.

A complete listing of those subject areas would go beyond the scope of This
description which is one made from a mainly sociological point of view. For
socioiogy, its societal subject matters are not a primary characteristic of identification,
and in funher education the queries and approaches are also more important than
subject matter demarcations. I shall now mention five such apixoacks for a better
understanding:

(1) In developing its programmes an Adult Education Centre of a medium-sized
town (Norden) in a large rural area with much unemployment is guided by a
sociological interpretation of "provinces drifting away from their large cities"
and its possible consequences for peoples political behaviour. The Centre
therefore develops a conixpt of communi ty work Dying to fuVil multifunctional
community and regional tasks beyond the traditional activities of adult
education (Adena & Petry, 1989; Thomssen et al., 1988:295-367).

(2) A large city AEC develops a programme from an angle of specific forms of
social inequality and the educationally disadvantaged amongcertainsociological
groups. It develops a pedagogical concept translating sociological descriptions
of cenain underprivileged groups into a didactic, curricular concept (Bremer
Volkshochschule, 1977; cf. "Legislation" in Appendix).

(3) Educational science develops a cufficulum concept that ties in curricular
decisions to the life situation of people. Life situation as a sociological
interpretation requires previous sociological research (Robinsohn, 1967;
Damerow, 1974). The same holds for a curriculum theory making "societal
requirements" its yardstick for curricular design.

I
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(4) An educational conca. pt developed mainly forwcwkers' education regards the
social experience of socieial conflicts as its central pinciple of design in mder
to initiate !Darning roc( sses by means of"sociological imagination" based tm
the two sociologLal categories of social experience ami social matt (Negt.
1968; Brock, 1978).

(5) Mother cancer is also developed in workers' educatitm and has already been
=mimed: the inzei pretan-panem. It shares much with the experiential
approach, latt puL an accent or the interpretation process for ihe ccestituticat
of coasciousness. It mistrusts the direct educational drive of social experiewes
and social conflicts. It assumes for its didactial reasons that experiences are
always intetpreted experierzes, so that changes in collective or individual
interpretation-patterns happen only within the interpretation process of social

reality (Dybowski & Thomssen, 1976-82; Thomssen, 1980).
These different approaches are not sharply divided; nevenheless,various sociological

interpretations of societal situations and forms of consciousness are attached to them
leading to caresponding priorities for the design of educaticatal processes. The
discussim of these approaches is partly controversial because or different political

implications.

4. Recent Perspectives
Quite recently some topical innovations are available that do not totallydiscredit older

concepts, but shift ihe emphasis. With a decrease in the importance of political
educaron and in classical understanding of politics in general, it iscertainly COrreCt

to speak of a declining role of sociology in further education. On the other hand,
sociology has become sort of commonplace, has been absorbed by otherscientific and
political discours% and entered into everyday theories of educational practitioners.

The concept at' society or as we like to say in Germany; the concept of societal
totality which holds together all scientific or practical phenomena and requires them
to be evaluated, including their practical consequences has lost its relevance.
Instead a "rediscovery of identity" has happened (Krappmann, 1971; VoB, i 984; Lett,

1985).
There has been an obvious turn in sociology during the last ten years which seems

to make progress in other social science fields as well. Shifts in the 'waning of poli tics
are an expression of such discourse on the new subjectivity. Societal structures are no
more in the foreground, but rather a concept of poi itics guided by everyday-them and
self-orientation including elements of the psyche, ihe body, and the aesthetic culture
(Tutschner, 1988).

This interpretation of pot itics has been pushed forward particularly by the wcanen's
movement and other new social movements. The increasing importanceofbiografthical
studies corresponds well with this new turn (Alheit & Dausieri, 1985). It has
occasionally been transferred to curricular approaches. In fact, in further education the
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concept of society seems to be replaced more and mire by everyday-world a term
fmm a philosophical and sociological tradition although with cenain reductions
inhetent in such transfonnaticos. Reference has to be made here to Habennas° thecay
of communicative acticat (Habennas, 1981, 1983), where the concepts of everyday-
world ( ebenswek) and communication for the sake of owing to an understanding
are closely linked with cultural diversity and plurality. While the critical =cep el
society rooted in Marxian tradition is no longer de key point of reference for
political education, the enlightening impulse is still around in recent topics of
philosophy, psychology, and cultural sociology. Enlightennwnt, however, is no mew
an unquestioned political ethic; it needs interpretation in the context of post-modem
discourse openings. This tendency is supported by a recent interpretative sociology
harking back to traditions of philosophical hermeneutics and a"verstehende"sociology.

Summary: Further education as an area of university teaching and research rests
on a rich stock of social science knowkdge and theories, including sociology. It is,
therefore, a cross-disciplinary field for the scholarly study of an educational sector
important to society. Two main impulses of sociology to further education we
eramined: A theory ofsocial inequality andatheoryofsocialchange.The itnponance
of sociology for labour education, vocational development, and socio-political
education are considered in more detail.

A Note on the Author
Wilke Thomssen, Professor Dr. phil., born in 1933, studied sociology and philosophy
at the University of Frankfurt and did research work at the Institute fir Social Research
under Max Horkheimer and Theodor W. Adorn° where he also met Herbert Marcuse
and Jargen Haberma.i (1960-1967). His doctoral thesis was on industrial conflict. He
moved to the Max-Planck-Institute for Reseaich in Education in Berlin in 1968 and
worked on the relationship of vocational career patterns and indusuial and political
attitudes until 1979. This led to the idea of introducing the sociological them of
interpretatice-patterns to the debate concerning adult education. Hebecame Professor
in the Dep-inment of Adult Education, University of Bremen, in 1979, specializing in
the sociology of work and education. In recent years he carried out empirical research
on the impact of sociological thinking on the professional and political self-concepts
of adult educators.
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Education Science and Adult Education
Erhard Schlutz and Wilfried Voigt

1. On the Status of a Science of Education
The importance of an education science [ES] for thoughts txr adult education [AE]
seems obvious, though neither unequivocal nor undisputed.

It is easy to dispel the cavern that AE has to do with legally and politically mature
adults in contrast to youth education. Adults cto not need educative teaching any more:
an education science , therefore, is out of place here. But the tenn ES itself became current
in the nineteen sixties only, rcplacing "pedagogy" (the traditional name in Gennan), and
was meant to stress "science", not "education". The ideabehind an educational science
was to concentrate on the analysis of learning and education [B], not to promote
educative teaching. The idea of an anti-pedagogy the abolition and sumfluity of
educatim has, by the way, always been a topic of educatimal thinking.

There is another argument against ES being the exclusive ixovince of AE: Other
than school instmction the education of adults takes place in an open social space
which is decisively influenced not only by the biography and psychical structure of
adults, but also by key economic data, political and societal developments. Therefore
psychology, socinlogy, economics, political science carry more weight with regard to
adult education than in other educational courses. Most universities offering fomial
AE programnws include studies of sociology and psyclvalogy. The Univetsity of
Bremen's department of AE has had its courses designed cooperatively from the start
by professors from different backgrounds.

During the last two decades ES itself has enlarged its spectrum of subjects, its
queries, and its research repertecy to such a degree that it is hard to distinguish from
other social sciences. This expansion does not make :t easier to decide it, rank in the
concert of disciplines. Sometimes there is no clear-cut boundary in a researchpmject
between sociology and education. In practical terms this demarcatory problem can be
solved by calling ES everything which is done by educationalists. Thi.-; indeed makes
the meaning of ES less equivocal with regard to the scientific treannent of adult
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educatim In 1969 educational sc ientists initiated the graduatitmofDiplomptidagogen.
Most of tlw forty to fifty German professors Mx) correntrate cm adult education are
educationalist& The German Association for Educatica Science has a Comittee for
Adult Education with scene 120 amtributors. Of the adult educaticat Ph.D theses
written during the last decade, about 140 came frcan educatitm science departments,
60 from sociology, and 30 from psyclaalogy departments. It is true, though, that a large
pcatkmi of adult education research is done causide the universities, ininstitutes where

social scientists dominate.
But sueu a numerical argurrent is insufficient. We ought to know tlw differencein

=tent between ES and other disciplines. Von Hemig (in Gudjons, 1986:69) sees ES

as "the sotematic endeavour to find oiaand presem the conditions ofbringing up and
education, of teaching and learning -- hence the aonditions of pedagogical actions
and intentions" .

Accoiding to Menck (in Herrmann & Oelkers, 1988), ES shmild hark back more
to educational practice, have an interest in the success of education (in the light of
emancipation or identity-formation, to name but two), and be aware of the contradictory
nature and pcoclivity to ideology of any educational task. Essential criteria of an
education science seem to be alinkup uith educational practice and a job-orientation
of pedagogues. Their v al ue seems to be or become unclear if and when a correspeeding
educational professionalization is controversial or halting (Schlutz & Siebert, 1988).
For this reason an ES has to take on the tasks of building general theories, of continuing
research, and of teaching didactics. All three of them will now be discussed with adult
education in view, by first characterizing the state of education science at a time when
academic positions in AE were created to a larger entent. Then tlx interpby of ES and
adult education during the last twenty years will be outlined.

2. Traditions of an Education "Science"

2.1 The Pedagogy of the Humanities (Geisieswissenschgfien)

From the end of the nineteenth century to the nineteen sixties the so-called humanistic
(or geisteswissen-schaftliche) strand has been dominant in German pedagogy. It had
won its scientific recognition directly from the foundation of the humanities in
Germany by Herder, Humboldt, Schleiermacher. and Dilthey. It gained practical
inilence from 1900 to the twenties as a theory of signifimmt educational reform
movements like the "reformative pedagogy", the "arts educatior. movement', "rural
residential school movement", the "work school movement", the youth movement;
and furthermore with the "citizens' adult education (the so-called "new direction")
of the Weimar Republic, and again after World War II in the beginnings of the Fedend
Republic. Essential aspects of humanistic pedagogy are:

(1) The Accent on Historicity and the Refusal to Make Definitive Statements
about Education:

1 3 I
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The reality of society, the educational practice embedded in it, and the ideas
about htunans and their development are seen as historically growing and in
flux. "What man is, and what he wants, he becomes aware of only in the
development cf his essential being (Wesen) through millennia and never ever
to the lastword, neverever in universally valideoncepts..."(Dikhey,1958:57).
Just as the existing educational institutions.problemsand theortlical statements
are expressions of certain historical processm and societal relationships, so
they can only be changed against the background of historical alternatives aixl
designs, but not by means of abstract goal-setting or dogmatic systems.

(2) The Practict vs. Theory Relationship:

Theory follows practice. Theory should help practitioners to deal with
pedagogical problems. Science and practice are a unity or rather a circle: theory
Woks intoexisting practice, enl ighterts practitioners for theirbetiertmdarstarxling
of it, and then looks again at an improved practice derived from this better
understanding.

(3) The Claim of a Relative Pedagogical Autonomy:

This claim is founded on the task of pedagogy to help learners develop their
personality and capabilities and to provide pedagogical criteria for it. It
requires a pedagogical room initially free from church, state, and other lobbies.
They could take part in the design of educational processes, but should accept
the very meaning and autonomy of the pedagogic dimension.

(4) The Demand for a Pedagogical Point of Reference

Educators or teachers are, of course, also representatives of society and culture,
but their primary task is to help others to develop their full potential. This will
not succeed through at ;tract knowledge or general rules; it needs personal
commitment in real situations and authentic involvement. Pedagogues are
"responsible for the person" (Nohl, 1933/1966;18)

Education DM was the lodestar of humanistic pedagogy and didactics. Everything
goin: on in a teaching-learning process was thought to be measurable with the
yardstick of what it contributed to the individual's education [131. In the German
tradition the concept "Bildung"conv eys an idea of the self-developmnt ("formation")
of human beings far beyond any kind of socialization or qualification processes, and
has accordingly also been used critically against prohibitive conditions in society
(I-leydom, 1979). It is true that humanistic pedagogy has not always escaped the
danger of restiicting its idea of education 113) to a purely inward progress or a
pedagogical preserve. The German Committee for Instruction [El and Education ff31
went even further in an expert memorandum on adult education (Deutscher Ausschull.
1960), still strongly inspired by the humanist pedagogy: "Having adult education in
mind, we call well educated those whose col:stant endeavour is to understand

.0
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themselves, society, and the world, and to act accordingly." The connectice of

learning and acting is seen correctly education IBI is a process, not a static aim

but the definition is still self-centred. Society is regarded as static and unchangeable;

education DM has a ka to do with enlightenment, but little with work, sensuality, or

play. The question is whether such an ambiguous concert should not simply be

dropped or replaced by coicepts like learning cm socialization, as the subsequent strand

of ES has tbne?"As... regards the fiuure, it is at least likely that we areonthe threshold

of an age in which consciousness can be technically manipulated. The implications

are evident if ai this verymoment didactics landadult education, author's note) would

abandon the humane maturity and personal autonomy postulated by the normative

conception of education fEti" (Blankertz. 1980:42).
Humanistic pedagogy meant didactics to be "educational curriculum", the choice

of contents and its educative goals. A more comprehensive mincept, such as ours,

could define didactics as follows:
A theory of didactics has to deal analytically and as a guideline (a) with the design

and construction of teaching-learning processes, including the occurring interac-

tion within them , and (b) with the nexus of power , interests , and evaluations which

strongly influence decisions concerning goals, contents, and methods.

In humanistic pedagogy "didactics" is in contrast to this ikfinition doubly

reduced: the societal framework is regarded as given, unchangeable, and remains

imintegrated. Tliz connection between content and method is severed, although it must

be said that human pedagogy had a comprehensive view of "method", not restricted

to various procedures. but including the general isiucational "style" and "tactfulness"

in actual situations.
The critique of humanistic pedagogy suggested here can be extended to its four

basic characteristics and its general function as a science. Humanistic pedagogy lacks

above all an in-depth analysis of its subject matte; the structural elements and

structural power of society, the role of educational irstitutions, and the influence of

unconscious motivations and drives. The due and important acknowledgment of tie

historical became the "danger of a mere confirmation of traditional practice" (Wulf.

1978:55). The justified demand for pedagogical autonomy became the illusion of

pedagogy being already in its ovvn preserve. The demand for an educational point of

reference disregarded the independent weight of subject matters, educational

frameworks and roles. which can all lead io educationalists being overburdened and

se I f-ck: uded. Eventually its chase theory-practicerelationship tempted educationalist!!

to part company with other scientific developments such as the trend towards

empirical research: the more so since they did not expect fact finding itself to influence

educational actions.
This small awareness of the value ofempirical research and research development

are the more amazing as humanistie pedagogy has developed its own evaluation

pmcedure, the hermeneutical method. Dil they (1958) saw the distinctive feature of the

humanities in the "understanding" (Verstehen) of their subject matters as Os. only
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access, whereas natural science matters required explanatiens. The naiad science
separation between inquiring person and research object was thus intended to bepartly
abolished Hermeneutical method wouldencompass nvre adequately the complexity
of social reality with its desires and norms and historical backgruundThis understanding
IV] originally was conceived with texts, was then extended to cultural matters, and
finally to reality in general. Admittedly practice did not correspond with this aim.
Waliger (1975) for instance, trying to explore the complex school reality, has in a first
step reduced reality to the better researched curriculum, Le. a text, and thus produced
a"theory of educational content and curriculum"frimt what was meanuo bean inquiry
into the teaching-learning nexus. One must credit humanistic pedagogy, though, with
having brought forth many scholars knowledgeable beyced their own field, but with
no adequate equipment for research (judged by today's standards). But at least one
feature of the hemieneutical method does indeed correspond with the theoretical self-
image of this strand of pedagogy: empathy and feeling at home in a culture results in
understanding this culture well, but not beyond it, since critiquing it is outside the
scope of this method.

2.2 Empirical-Analytical Education Science WWI
In the mid-sixties humanistic pedagogy has been replaixd by an empirical-
analytical research approach. The main reason for it is certainly the beginning debate
about a comprehensive educational reform. Education policy and practice expect
science to give precise information about the state of the educatical system and
guidance towards its improvement, that is, diagnostic-prognostic knowledge ofthe
"if then" kind. Humanistic pedagogy could not help with that. There have been
and always will be representatives ofhumanistic pedagogy, but empirical-analytical
research became paradigmatic, and as it were overwhelmed the former strand,
because die trend was not only towards a "realistic turn in pedagogical research"
(Roth, 1963), but also towards a fundamental change "from pedagogy to education
science fEW)" (Brezinka, 1969).

This msearch has doubtlessly increased our knowledge of basic conditions and
designs of educational processes. Education science j EW1 can no longer dowithout
empiricism.'llw enlightening impetus ofempirical research was to take blind spots out
of the teaching-learning complex, to undercut ideologies and unfounded power and
truth claims by confronting them with an empirically founded picture of reality. This
became problematic in so fr as this type of science soon began to avoid the debateof
an educational paradigm and its six: ie tal implications. There were internal ande xternal
reasons for this: On the one hand, the scientific character of sampling, surveying, and
processing evaluation methods bixame more important than the relevance of the
inquiry; on the other hand, research sponsors specify their own aims. But also the other,
rather technical promise of empirical-analytical research, was ally partly accomplished:
the optimal mastery of educational processes on the strength of scientific offerings.
Educators were flooded with knowledge about the psyche and social presuppositions
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of learners ec their own attitudinal "syndromes", but this rarely yielded useful
overviews cx laws from which to draw in practice. Educatimal events apparently are
too complex tx stochastic for educators to be tightly reined by science. The holistic
ideas of humanistic pedagogy about style and tactfulness appear in the end to come
closer to educatimal action than detailed empirical analysis.

In oppositim to humanistic pedagogy. empirical-analytical education science
reverses the theory-practice relationship: Science isnow in the lead for changes in the
educational field. Teachers are but the underlings of planrxd processes, as evidemed
in a technical understanding of didactics and in curriculum research being made the
key problem of educational reform. " Educatiai reform as a curriculum nevision"
(lobinsohn, 1966) was propagated, wtxre curriculum a term rediscovered in the
German debate meant a fundamental connection of decisions concerning goals,
contents, and learning organization to be consolidated into one syllabus or course
design. Occasionally it looked as if all traditional schooling and subject matters were

Robingshn &fined education 1)31 as the equipment to cope with events
in life. Curricular rewarch would have to find out life's most decisive events, than
derive the required qualifications and transform them into learning goals. contents,
methods, and media for corresponding courses. The idea may be fascinating and useful
as a guiding model for planning adult education, but empirical-analytical research,
which was thought to profit from it, was unable to get on with it. From the angle of a
value-free science it is hard indeed to state what the "life situation" includes apart
from the immediate work swroimdings because situations do not show up by
themselves, bui can only be recognized in the light of human aims and ideas. Mother
attempt caused similar problems, namely to derive learning goals from generally
defined situational competencies which were applicable in concrete teaching. It
appeared that there was noclear-cut relation betwwn learning steps and learning goals
with different grades of abstraction from which it could be derived, but that the same
qualifications could be attained by various matters and methods (or vice versa).
Ultimately curricular research was reduced to the examination of existing curricula
according to prescribed patterns or to expert surveys concerning individual steps of
courses planned.

23 Critical Education Science

Representatives of this third strand turned against prescribed curricula (Meyer, 1979).
A curriculum is always the product of an evaluative decision process and does not
simply follow from inherent requirenients. Cuff iCulum planners have to give thoughtful
reasons for their decisions concerning goal s =tenis. and methods. These preliminary
dis:isions must be subject to rev is ions according to teachers' and learners needs. Each
curriculum has to remain open to discourse, to learners 'interests in contents and
methods. With tins in mind, Robinsolm's reference point coping wall life
(situations) makes settse, provided that target groups themselves can define the
situations with which they wish to deal.
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Critical education science in the late sixties/early seventies was a counter-

movement against theempirical-analytical strand and its ideaofa technical educatimal

refonn, but it was itself part and parcel of that reform =vomit because the reform

itself was a blend and overlap of tendencies strivinb : the further developmentof the

techno-economic complex and others seeking the democratizaticat, if not revolution,

of the whole society through education (among others). Ctitical education seknce

opposes the self-imposed restriction of the empirical approachwith its possible value-

free, objective research:el: is a cteiszilutive principle of educational science that the

goal of educative leaching IEJ ana ,?eneral education fB1 is the person' s mature

independence. Thus understood, a theory draws its yardstick for criticism from iis

interest in abolishing reification and self-alienation of man. It turnscritically against

all educational situations which continue reification the suppression of reason

or against those who cannot oppose it." (Mollenhauer, 1975:10).

From this standpoint critical education science fonnulates its criticism both of

humanistic pedagogy and of restrictive empirical approaches. In view of the first it

asserts the societal embedding of educational processes, and in viewof the second

the importance of scientific criticism and interest in emancipation. This position

corresponds to a definition of a critical social science proposed by Habennas (1969),

the social philosopher. He has tentatively divided modern sciences into three types,

each following a different knowledge-guided interest and opening up individual

approaches to knowledge. The empirical-analytical type of wience with its methods

of observation, experiments, questionnaires, and explanatory argumentationwould

correspond to a knowledge-guided interest in mastering nature, for instance through

work. The historical-hertneneutical type of science with its methods of interpreting

texts, part ic i pan t observation, and "unders tandi ng" argumen tation would correspond

to an interest in societal cooperatici within the medium of language. A critical

sociology unmasking power through criticizing ideologies would correspond to an

interest in emancipation and mature independence. Habermas equates these three

types to alarge e sten t with natural sciences, the humanities, andsociology. A critical

education science has transferred this triad onto the internal debate of the direction

Jucational science is to take, and has declared itself to be the critical and thereby

most progressive one.
Critical education science is in itself no unity, but distinguishes itself according to

the foundation of us criticism and counteiproposals. They all range from a renewal of

the traditions of German educational reform movements, or the final goal of a non-

autocratic discourse (liabermas, 1969). to outright Marxist ideas of revolutionizing

the class-society. Such crit ic sm has had a lasting influence on a host of educationalists

who studied during the "student's movement" and were employed in large numbers.

It left traces in educational thought. None the less, this current carries unresolved

contradictions. First of all it is doubtful whether an education science that is obliged

to become practical pretty soon can be as critical-radical as other social science trends

from which it has borrowed the label. Pedagogues cannot stop acting (and hoping),
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even untkr circumstances which are as worth criticizing as they are hard to change.
Pedagogics is on the horns of "a dilenuna between wrong positiveness and abstract
negationwithout consequences ." (Keckeisen, 1983:130). This knowledge mark some
representatives of a critical educational science call ticirdirection"critical-constructive"
(Klafki, 1985). Very often criticism is all there is, but it was quite iroductive in
exposing handicaps, educatimal ideologies, and covert claims to power. It was less
successful in dealing with the constructive, helpful to practice, essentially because
borrowings from socio-crifical theory helped to understand the totality of societal
structures and development, but the individual rarely caught a searching eye, let glow
educational tasks and situations. Fairy tales, for instance, were critically and rather
rationalistically scanned for potential ideologies, role stereotypes and unenlightened
contents, disregarding the ir deeper meaning for the child's development and abswptive
mode. Where something more constructive happened it was due to traditimal
educational acquisitions and not to the transfer of socio-critical assumptions onto the
pedagogical field.

Critical education scienu gained its momentum from that part of the educatical
reform concerned with democratization, and its strength from the weakness of an
educational science to contribute to the unavoidable questions of evaluative goal
setting and the embedding of theory and practice in society. It is to its merit to have
kept these problems alive. However, it has not pushed its criticism far enough, insofar
as it was mainly "critical" in dissociating itself from prey ious scientific straits without
much self-doubt about its own judgement. This would have led, perhaps, to a less sharp
division among analytical, critical, and "understanding" methods; a requisite for
developing educational research any further (KOnig & Zedler, 1982).

3. "Realistic Turn" and Scientification of Adult Education
There were scientific and philosophical mnsiderations of adult education long before
the institutionalization of adult education since the end of the sixties, but they were
closely connected with the social movements of folk and waiters' education or with
sptanfic ucsks of adult education. Inquiring into the source of its reflective potential,
one can see a strong parallel between the historical roots of adult education and
Haberrnas three concepts of science (on which the educational strands outlined earlier
are based). Three phenomena can be found at the beginnings of European adult
education (Olbrich, 1982): Civic enlightenment, industrialization and its need for
qualifications, and emancipatory movements of the nineteenth century above all
workers. From them arise three strands and requirements. each having its own affmity
towards one of the three types of science sharing a common ground: Citizens'
education with its interest in enlightenment and culture has predominantly nurtured
an educational idealism close to humanistic pedagogy. Labour movement and
wcaters' education have always referred to historical and dialectical materialism
(economics and sociology in particular), less to pedagogy. The interest in knowledge
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and skiLs. more than ever recognized as the true motor and winner of further
educational development, haS prevailed so to speak as an inherent technological
necessity underpinned by tlx positivistic imprint of correspcmcling special disciplines.
Conversely we may assume that a temporary dominance of one type of science in
dealing with adult education points to a pritrity of a certain adult education tradition
in public debate.

Three parallel developments can be seen in the smond half of the sixties, with the
demand for modern ization of economy and society in the bazkground including the
education s!, stem:

The "realistic turn of adult education", meaning its opening up to certification
and vocational learning, as well as to an anemia of establishing it as a fourth
sector of the education system under the new, official name of Qmtinuing
Education (Weirerbildarig for further clarification see Bremen Legislation on
Continuing Education further on).
The "lealistic turn" of pedagogy into an educational science, sometimes as a
technocratic, sometimes as a c ri tical accompaniment of the beginning educational
reform.
A strong push towards scientism in adult education when it became an independent
scientific area within the universities, mostly attached to education sciences.

What was expected of this science was in the first place (1) arguments for
"lifelong learning", for the necessity to expand adult education, and for research of
the required skills and knowlet: -: (2) research concerning the required skills and
knowledge. the educational news of the population, and the possible shape of an
adult education syste m. The strands sprung from the three historical interests in adult
education have loudly voiced their position: The interest in qualifications with
educational-economic arguments. the citizens' adult education with arguments
taken from democratic rather than educational theory, and the labour movement
strengthened by the students' movement with political-economic criticism of
capital interests and of false hopes of career prospects and democratization raised
by the educational reform (Schlutz, 1987).

A striking fact from a current and educationally scientific view is that spokesmen
of all positions -- whether critics or apologists of an expanding adult education in

the final analysis were convinced of a societal function of adult education and of the
scientific feasibility of educational and even societal reform. Educational ewnomics
and mciology appeared to be temporarily in higher demand that education science. As
a consequ ence education science in theory-building andresearch changed into a social
science, occasionally losing sight of its own essence. The public scientific debate of
critical approaches was passionate, whereas in practical research empirical-analytical
procedures prevailed. Humanistic pedagogy faded into the background even among
a more civic adult education: Long before the realistic turn it had to suffer the reproach
of clingi ng to cu hural-cntical ideas of the twenties and of disregarding in its theoretical
thoughts a practical drive towards vocational further training (Dikau, 1981). 11 then
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became evident that hs instniments and categories could nehlwr sufficiently describe
or explain the socializatiai of adult education nor assist in the technical impovement
of the adult education area.

In theory building the search was above all RN clear-cut arguments for and against a
further institutimalization of adult education (from making it the fourth pillar of the
educatkin system to the demand of completely deschooling society); whereas a slowly
ckveloping adult edication research was working cm subjects like tlx adults' ability and
motivation to learn, cuniculum design, educational policies for adult education, and
occasionally teacher and leadership behaviour of edirators. Here again the empirical-
analytical approach dominated pernising to be more scientific but the boundaries
between positions were less tight than in theory building. An example was the first large-
scale inquiry into teaching and learning behaviour of adults (Sieben & Geri, 1975),
counting on the interactional behaviour in socio-cultural adult education courses and in
its method gu ided by an empiric ist ideal of abjectly.ity. Its overall intention was, however.
to oppose critically real behaviour with proclaimed self-pretence.

The most comprehensive and important research of its time about the educational
consciousness and motives of the population (Strzelewicz, 1966) is even more
difficult to fit in among the three ideal types of science. The representative survey
brought to light on the one hand the high esteem in which adult education was held at
a time when it seemed hardly established, and the strata ckpendence of actual
attendance on the other hand. Linking sociological and educatimal queries was built
into the programme, and so was the combination of quantitativi. and qualitative
methods, the latter preferred in group discussions which made visible behind the
awarently adapaxl striving for gratifying education and employment a personal
hive of self-actualintion and social participation.

Towards the end of the sir ies and during the seventies there is also a beginning of
adult education becoming mom professionalized, insofar as apart frit= management
many institutions employed n.siditional full -time educators, mainly to develop and pl an
wider fields (whereas teaching itsTlf was mostly left to part-timers). Since this activity
and the whole task of developing adult education was new and new employees ought
to have been interested in help from science, a real possibility of close cooperation
between theory and practice seemed promising. Ms has happened here and there,
usually arranged by the educational committees of the Adult Education Associations,
but less than expected. The reasons are, amongst others, as follows:

Adult education as a science was just beginning to establish itself at universities
and needed u me for the treatment of basic problems, while practitioners wanted
manageable models and fresh data.

- The traditional stock of educational science ready for use was regarded among
scientists and practitioners alike ;IS too school-rdated; this ran counter to a
professional self-understanding.
Many new employees had studied subjects close to their work, but neither
educational nor grial science.
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Moreover, after the beginning of the education reform the sciences, including
iarge parts of educational science, began switching to global concepts ofadult
education (or to global criticism thereon, while the ccecrete design ranked lower
in the hierarchy of social policy or science, if it was not seen as a negligible
remainckr altogether.

The common interest of science and practice was thus essentially cmcentrated on
the curriculum problem which looked as fruitful for the totality of adult education
(keyword: modules) as for concrete planning. The influence of curriculum theory and
research can be gathered from the development of the certificatiest system introduced
by the German Association of Adult Education CenUts, internalimally recognized by
now, and also from correspcoding literature guides forcourse directors. The curriculum
approach was decisively deepened not only by its application to course design but also
to the problems of open target group work where references to panicipants ' experiences,

self- and co-control carried more weight.
With regard to didacocs as a whole there was I ',ilk scientific assistance. Practice

developed its own discourse on matters didactic step by step, springing from different
sources: a conception of tasks developed against "schooling", more or less conscious
loans from school or worse didactics, an increase of one's own experience and
research. Rarely did science offer its own didactical design or take up those coming
from practice. Other questions were considered to be scientifically more valuable.
Even educationalists in adult education sometimes tried to dissociate themselves from
their traditional fields, which resulted in adult education's losing much previous work
done in teaching and learning research, for example.

An elTon to describe the adult leuning situation primarily as a pedagogical field and
to fmd out its cvntral didactic forcer: remained a rare exception (i eitgens & Weinberg,
1971). Typical for the reluctance to work through educational stocks is the amazing
fact that the two contributions of ihat period still taken into account for didactics came
from non-educationalists, al.hougll both refer to earlier work in educational science:

( I ) Brocher poses the westion how adults can sustain or gain drir autonomy under
group pressure to conform, and what amp leaders can do about it (Brocher,
19157). The book is influenced both by psychoanalytic concepts and Dewey's
group palagogy. It still is the book with the largest circulation ameog adult
educators and educationalists, to the effect that its basic ideas are now
commonplace: Learners should not consume passively; learning depends rmi
affective processes. on a good group, and on an anxiety-free atmosphere. Group
leaders ought to know the problem of transferenm and counter- aansference, be
aware of unconscious effects. As Brocher has but little knowledge of content-
re lated tasks that educators have to deal with beside psychological functions, his
book run.s the risk of demanding too much of group leaders.

(2) N egt (1968) does this differently in a suggestive concept for the development
of workers' or class consciousness based on a shared experience of conflicts.
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He uses the principle of exemplary learning much cherished by humanistic
pedagogy, taking as examples those conflicts which are typical for the societal
and life situation of workers. Being a sociologist, Negt is mese interested in the
grand &sign than in the metlkxlical execution of this icka and was astonished
to see that union team leaders in their own educational work converted his
concept into a rather rigid step-by-step method

4. "Reflective Turn" and the Consolidation of Education Science
It is an adequate simplification to characterize periods like the twenty years under
consideration as "turns", and justified only because the overview gains in clarity.
During the last decade if not since the mid-seventies education science has
changed its topics and perspectives. Various key terms are used: Everyday-life tum,
life-world or subjective orientation, in adult education often a "participant-orientation"
or even a "reflective turn" (Schluv, 1982). The previous phase had much dealt with
problems of societal and economic development, with the educational system, the
conceptualization of 1 arger educational projects. Now other subjects come to the fore:
biographical self-constitution and identity, everyday-life and life-world as approaches
and goals of educational processes, learner orientation and its interests in everyday-
life interaction forms and situational interpretations.

This "turn" could be interpreted as (t) a reaction to the past neglect of such subjects,
also svith a view to practical irquirenwnts (Thiersch, 1978), (2)as a consequence of critical
demands fix an end to whool 'mg, as resistance against the instmmentalization ofeducation
Mk or conversely as a resignatory withdrawal from "large" cotrepts to situations within
your grasp, a resignation quite undersiandable considering the end of endeavours to
reform education. However, it must bc said that this turn is not found in adult education
nor education science alors:., but is happening in the major part of social sciences (Zedler.
in Kenig & Zedler, 1982). The tentative change of perspectives or the revival of
interprerative paradigms (everyday-life/life-world, actionfmteraction) partly as a
critical reaction against systems and functional theory is happening in many areas of
the social sciences. The scientific occupation with adult er' .1o.tion has apparently attached
itself more than before to the intra-wientific developrn...aus and their norms.

The consolidation of a science of adult education can also be gathered from the
foundation of a Committee for Adult Education within the German Associa:iori uf
Education Science in the mid-seventies and the creation of a scientific journal a few
years later. A series of conferences tried to focus their own view of science by
repeatedly using key terms like "participant-Jrientation" and "everyday-world
orientation". Looking back to the past series of confetences, it is obvious, however,
that the consolidation called "reflaaive turn" in one case embraced more than
a shift in the subjects of that svienee, namely

next to a topical orientation towards the person 's everyday-world and educational
processes,
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a reminder of the meaning of education.
a renewed interest in henneneutics as a research method,
and a self-reflectim on the potential of science.

One could perhaps say that it is all about a rediscovery and reformulation of
impwant goals, pemises, and methods of humanistic pedagogy a thesis probably
not shared by all concerned. And there is la4re this time that educatitm science, in
discourse with other social sciences, can overcome the Imgregatial of humanistic

pedagogy including its idealistic and exaggerated self-esteem from otlaa
sciences. This is true of everyday-world concepts which in humanistic pedagogy have
rather been romanticized than clarified, and even MOM of henneneutical method
which in the fain given it by a further developed interpretative sociology might be
reintroduced into education science (Kade, 1983). But "education" [B] alone, as its

own special tenn, has been reinstalled by apedagogy which came to realize that needs
of personal growth and its values cannot be characterized by social sciencewcads like

secialization and learning, or by empirical-analytical methods (Heydom, 1979).
Regarding research in the last decade it seems as if it cannot keep up the scale and

scope of the previous phase, despite more young scientists (Siebert, 1979; Schlutz &
Sieben, 1986). We could have expected a consolidated phase of science to yield more
fundamental research after a phase of searching. The one and only recent large scale
fundamental inquiry into teaching/learning behaviour was designed as participant
observation action research studying commu nic ation processes and teaching strategies
and using hermeneutic& methods in 50 educational holiday seminars (Kejcz et al.,
1979-81). One alarming finding was that all four teaching strategies observed in
political education did not permit any classroom reaction running counter to their
declared goals, a fact which of course thwarted their enlightening intentions. The
hermeneutical interpretations in this project were rather intuitive, but the useof minute

taking and interpretive procedures shows the respect of the researth group(sociologists,
educationalists) for their subject and panicipants.

The reason for the lack of similar large scale research projects is that since the
dwindling of educational reforms, funding policy paid little attention to subjects like
education and learning. Rewarch split up into smaller 1...tiversity or institutional
projects, mainly smallish participant-observer pilot studies dev..aed it/ "problem-
groups" of education or the labour market (the unemployed, adolescents, .vomen
re-entering jobs, the aged, the handicapped, etc.). Their scant design and capacity
hardly allows public scientific discussion, although it has triggered some discussion
of methods regarding, for instance, the application of hermeneutics (Ebert et al.,
1984ff), proposals for linking research and professional training (Tietgens, 1987),
proposals of target group and subject related didactics for adult education(Raapke &

Schulenberg, 1985).
This indication of a beginning differentiation among adult education didactics at

the same time draws attention to a deficiency: such single inquiries have not yet been
integated in a general adult education didactics. There are attempts at a redefinition
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of the teacher-leanxr situation (Kaiser, 1985) or at making fruitful for didactics the
tension between learner-centred pedagogues and self-controlled adult learners (Breber,
1980). But these attempts all lack

the empirical exploratien of educational acts and of teachers' self-concepts;
the consickratiee of all levels of educational acts in adult education; in=
educational policy and planning to the final step of concrete teacher-leamns
events, for which models have long been provided (Flechsig & Haller, 1976)",
a ccssideration of the variety of highly different fields and learning situations in
adult educatiest

With these remarks in mind there are some decisive topical gaps in the so-called
"everyday-life turn". A concentration on the personal facto., cm everyday-world and
education runs the risk of becoming a retreat to areas and groups in one's ken. "Hard"
conditions like work, skins, institutions, profession, expert knowledge, and politics
are easily disregarded or perceived as nasty opponents from wimm learners should be
sheltered, while they have 1..dig since installed themselves in the person. Cattents in
which edttratitstal pocesses are meant to blossom are often regarded as seamdary,
and vocativaal qualifications as of little educational value. At kast there is a danger
that an education science with an everyday and subjective turn lapses into mistakes of
humanistic pedagogy, namely the separation of vocational from "true" education,
witlun benefiting from an advantage of this educational strand: its close theory and
practice relation.

The "everyday turn" of education science does not in itself guarantee any closemss
to practice, contrary to its theoretical-topical assumptions It looks as if science can
deal directly with self-constitution and everyday-world education and shut out
educational acts and their institutional conditions. Of course there are comets
between science and practice on the occasion of participant-observer research and
numeron:: seminars for adult educators, but the themy-practice relationship has never
again been scrutinized for the requirements of a truly practical education scierre. This
latest phase of development has for Ow time being to be seen as education science
attempting to find its own identity in an internal wientific dialogue and to consolidate
it (Schlutz & Siebert, 1984). This is a necessary task for a new scientific area, but the
next step towards scientific identity is lacking: a redefinition of its relationship with
practice.

Summing Up
In view of the short period of some twenty years since public interest and education
science capacities were sufficient for education science to contribute independently
towards adult education, various and essential outcomes of theory buihling.rewarch,
and didactics are on hand. Lacking, and a task to fulfil, is the following:

An assessment and conservation of education science traditions and their
contributions to adult education.
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A ccatinuing empirical research practice pursuing educational and didactical
questions, taking up other educational research outcanes.
Empirical contributices to didwtics connected with general theory building in
adult educatica
Taking seriously the theory-practice tensien as an historically and systematically
fundamental conditice for education science.
Widening the horizon beyond the ken of adult education to irrlude educaticat as
a whole (be that in life's course, or in the educational system), and as a
consequence the evolution of our science of educative teaching FEW] from a
rather childhood and school centred discipline to a true science of educatirm.

Summary: The overriding question is that of an education science' s status with
regard to adult education. There is no easy answer because there are differing views
of an "Erziehungswissenschaft" (education science). There is also a considerable
overlap between educational and other social sciences. We begin with a basic outline
of the main strands and traditions: humanistic pedagogy, empirical-analytical, and
critical Erziehungswissenschafi.

A concise description of parallel and connected developments over the last
decadesfollows :The opening up ofErziehungswissenscht* to certificaion, vocational
and professional learning. The "realistic turn" from pedagogy to an
Erziehungswissenschafi predominantly empirically-analytically orientated. The
establishment of a science of adult education usually on the shoulders of
Erziehungswissenschuft.

The final part deals with the "reflective turn" in both education and adult
education "sciences" : The guiding thread of interaction patterns and situational
interpretations determined by the everyday-world; the revival of hermeneutics and the
concept of cultural education ; a regained confidence in the effectiveness of
science. The conclusion states essential, unresolved tasks aheadfor theory
research, and didactics.
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Psychology and Adult Education
Wilhelm Mader

1. Introduction
Since the late sixties/early seventies, when adult educatioan became the subject matter
of university education with explicit curricula and for the first time in Germany a
systematic study towards adult education as a profession was possible, psychology as
a scientific discipline has become a staunch foundation and reference point for adult
education. A science of adult education without foundation in psychology seemed as
unthinkable as practical application of adult education without competency.

The dominant question was how to design the proportional relationship of a well-
establ istml discipline like psychology on the one hand and a newly developing science
of adult education on the other, bearing in mind the age-old history and practice of
educrion.

The history of this proportional balance in the literature of the past twenty years is
informative and revealing, not only with regard to the current situation of adult
education in (West) Germany, but also for psychology as a whole.

In the next section, I should like to describe and summarize this balms. :ng act
between psychology and adult education under three headlines. This outline of a
history barely twenty years old will than be used in the third section of a tentative, more
precise and systematic delimmation of the relative weight of psychology and adult
education within the boundaries of an adequate concept of education.

Fmm this historical and systematic analysis of the relation between psychology and
adult edecation some basic indicators of the present state of adult education and the
future development of a "science of adult education" can be gathered (fourth section),
as expressed and postulated by Knoll (1973:51) and Dahm et J. (1980:36610.
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2. The Historical Relaticaship of Psychology and Adult

Education
In the beginning a scienc; of adult education had to fmd its place in the want) of
pedagogy or education. t's pmximity to psychology was therefore a natural historical

heritage: "Ilerbart s el/ mic foundation ofpedagogy as a science refers to practical
philosophy and to psy:hology. Philosophyethics in particuler legitimizes the

aims of education, a id psychology demonstrates ways and means... It is true that

psychology has neg ected Ole development ofadults for a long time, but iis influence

on a science of adult education seems at present to be greater than on school

pedagogy" (Siebert, 1979:45).
This historical background became a much used slogan to del ineate the relationship

of psychology and adult education: Psychology as a basic reference point (cf. Sieben,

1979:58). In scientific as well as everyday practice this meant that psychology was

regularly used as a "bizarre and dimly visible quarry where everyone could find

something usefur (Mader, 1981a:46; Siebert, 1979:57). In connection with this
practice of exploiting an area of psychology wtrre a particular user is expert, and
logically cmsistent with this view, adult educatim was seen as a region where
psychology was to be applied, and this in turn helped psychology to gain the status of

an applied science in adult education.

2.1 Import-export Type
This interpretation leads to an import-export type ofrelationship between psychology
and adult education prevalent until this very day. Its main characteristic is its lack of

systematic distinction between a psychology of adulthood and a psychology of ad'it
education. For the exploitation of the quarry called psychology everything seemed

collectable for a "basic research in andragogy"(Olechowski, 1969:VII) from

psychological knowledge concerning adults. Psychology seemed to promise more

than any other area of reference a"portrayal ofessential landmarks of adulthood and
inquiries into the educability of aduks" , as was saidin a 1964 memorandum concerning

the e xtension of adul t education (Sieben, 1979:27). Learning and memory performance

were examined considering changes in age. The influence ef motivations, interests.
ways of life on educational and learning behaviour tecame the subject matter
contributions in psychology (Olechowski, 1969; Lehr, 1972). Again and again

psychologists tried to conven this accumulated knowledge in psychology into direct

methodic-didactical adv ice for adult education (cf. Niggemann, 1975).

The quarry of psychology was scoured from the natural perspective that the
psychology of adulthood ought to yield a foundation for adult education, similar to the

fact that the psychology of childhood and youth had traditimally been a pillar of
teacher training and school practice. This habit of thinking and relating, therefore, runs

along along established educational path. As a self-evident corollary we fmd that the

area of psychology relevant for adult education has to be fir;t a perpetuation of
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developmental psychology, and second a branch of pedagogical psychology. Knoll
*ionized this view in 1973: "The connection with psychology, for instance,can be
easily arranged by a pedagogical psychology integrated inw a science o f education"
(Knoll, 1973:37).

This basic cenception runs through the string of bodcs right through and up to a
most recent and carefully designed handbook Psychologie ftir Erwachsenenbildung
Weiterbildung (Psychology for Adult and OWinuing Education), (1986) edited by
Sarges and Fricke, published by the rerciwned Hogrefe-Verlag. The editcre guiding
principles is, acccreling to Sarges,"that we deaMere exclusively withthe academically
dominant scientific psychology which follows the paradigm of empirical-analytical
research, and within which pedagogical psychology is a branch expected to give
answers most readily to appropriate inquiries into adult education" (Sarges & Fricke,
1986:20; for a critical review see Doerry, 1987:11).

How much this figure of thought psychology for adult education as a perpetuation
of primarily developmental and pedaogical psychology in the light of a psychology
of the adult is pan of an unbroken tradition, is well eviderwed by the translation of
Ikon's French book Psychopidagogie desAdultes (1971), where this mode of thought
is apparent in content and quite naturally leads to a German versica Psychologie der
Erwachsenenbildung (Psychology of Adult Education) (1977).

The institutional and legal conditions under which adults learn, the social life, the
individual life-courses, their ,liographies, have not yet become dm subject matter of
a psychology of adult education. There is a demand on behalf of adult education, but
it imports and uses that which psychology is able or prepared to expert willingly.

Several titles belong to this tradition of thinking just described. They all refer to
psychology &xi usually cond ude with a chapter on "consequences for adult educatice":
Olechowski's Das alternde Gediichinis (The Aging Memory) (1969), Lehr's
Psychologie des Alierns (The Psychology of Aging) (1972), Sarges and Fricke's
handbook Psychologie die Erwachsenenbildung Weiterbildung (Psychology
for Adult and Continuing Education) (198:).

Skowrcriek 's publications are part of the same traditional strand, hut he heads his
contributions consistently as "research in learning psychology concerning adult age"
and dispenses intentionally with a precise indication of how this psychological
knowledge could be incorporated in adult education (Skowronek, 1979 and 1984).

This Is also true of LOwe's Einfahrung in die Lernpsychologie des
Erwachsenvialters (Introduction to the Learning Psychology of Adult Age) (1971)
puhlishej in the former German Democratic Republic and much used also in the
Federal Republic of Gemiany in the early days and beginnings of university training
for careers in adult education. Still, it tries with many a summary and corollary to
relate the results of psychological research to everyday actions in the practice of
adult education. But Lbwe, too, separates expressly psychological and didactical
aspects, so that didactic problems of adult education have to be added post festum
psychologicum.
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Wehaveto maintain, therefore, in the history of ihe relatimship of psychology and
adult education that this type of exporting psychology and importing adult education
am= part and parcel of bygone days, Nit reflect an unbroken froditicm still pervasive
today. Its merit is that it has assembled, systematized, and offenzd a stock of knowledge
&cot specific adult behaviours and learning abilities under the pressure of demand in
adult education. homes as no surprise that authors of this type see themselves irimarily
as psychologists within an established academic, scientific discipline. Adult vducation
is to them a field of application, but no guiding paradigm for their research.

2.2 Dialogue Type

Another trend in thought is different. It is favoured by audios who regard the science
and prmice of adult education as their hcine-giound and try to defor rather tlw
relations between psychology and adult education. This group belongs to what I call
the typos of dialogue. In a recent publication of the standing committee for pedagogy
of tlw Pedagogical Research Centre of the German Association of Adult Education
Centres, edited by Dieterich under the title Psychologische Perspektiven der
Erwachsenenbildung (Psychological Perspectives of Adult Education) (1987), this
type has become programmatic. The task of this commissioned book is significant of
this second mode of thought and also supplies a diagnosis of the relationship of
psychology and adult education from this different perspective: "The relationship of
adult education and its reference disciplines has been little pondered. Reciprocal
misunderstandings are prevalent. There is short-circuit reception as well as fear of
contact. In the case of sac iology the relevant problems becarie visible but they remain
rather covert in phenomena subject to psychological irwestigation. We better catch
up. There is lack of productive communication. Accovrdingly, it would be advisable to
give examples of what psychology refers to in thr case of media influence, the debate
an aptitude tests, the problem of 'understanding' , identi6ing learning problems, the
repertory of instruction merhodc, interventions in the teaching-learning situation, or
counselling. Please also elaborate hr...., adult education sees psychology in the case
of planning and desig n , interaction, tar get group work, conceptions ofadtdt education,
or the consequences of technological development (Dieterich, 1987:151).

This dialogue describes topics and tasks foxm the needs of adult education though
additively and with little system regardless of psychology being iab!e or unable to
answer at all. Knopf's ccguribution may serve as an example for the attempt to further
mutual queries and "producti ye communication" in the relation of educational work with
the aged and their psychology, lamh being sectors of adult education. The title reads
"Ober den Lembedarf okr Altenbildo der Alterspsychologie Fragen zu stellar (On
the Learning Requirement of Old-age Education to Query Old-age Psychology) (1987).
Knopf's thesis is that old-age education has yet to learn what questions to put to old-age
-;ychology. He goes on"lt is not old-age psychology that can unilaterally determine

what learning in old age and for old age can be and mean. The weakness of old-age
education in relation to the psyelvlogy of old age can he seen from the fact that its

1 5 ;
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'phenomenological' ,eweriential insights, gained fromprixtical educational work, are

no: maintained in the fare of a psycho-gerontology" (Knopf, 1987:171).
In tkir W orterbuch der W eiterbildling (Dictionary of Ceauinuing Education) Dahm

and his co-authors xlvocate resolutely a conception that continuing education as a
science has a future only if it pricanotes a "mediating approach" towards other
disciplines (1980:367). Seeing that this mediating appmarh. is not in the interest of
separate university branches, it can only thrive if linked with a subject miner of a science

of adult education. " Subjea matters of a science of adult education are the past,

present and fiaure socialization processes of adults including their societal pre-
conditions and economic conditions, as well as the aims Junction s, and legitimacy of
adult education, public educational policy and administration and all this in
principle without being restricted to the Federal Republic of Germany or German-

speaking couturies" (Dahm et al., 1980:371).
It is patently obvious that the fulfilment of such a range of subject matters can no

more be assured 1...y adopting portions of a psychology that pursues its own isolated
path. A dialogue between psychology and adult education is a requisite for an
interacticsial subject matter called adult education.

23 "Psychology in Adult Education" Type
A third type ha no exph, 't or theoretical interest in the quality of any relationship of
psychology and adult ede:ation. It works instead within and around restricted areas
of adult education and develops from tlxre relevant psychological knowledge.
psychological theorems, without feeding them back into psychology as an"established
science". These authces, in fact, do not see themselves as psychologists in the formal
sense. They are not after any reputation in this field, hence are ignored by maiastream
psychology. Possibly they are those who come closest to an idea of an integrated
reference field called "psychology in adult education" , an idea for many years in the

mind of some educationalises.
An example of such a development of psychological knowledge and theorems is

Schuchardes model of adult education as crisis intervention and management grown
out of imensive practical experience with the educatim of the handicapped and an
analysis of numerous biographies vvritten by and about them (Schuchardt, 1980). The
approach in itself, namely the use and tuiderstanding of adult educatim as an existential
coping process (and not only for the acquisition of knowledge alai behaviour), alai to
analyse such psychic processes, exceeds by far die horizon of the first and second types.

No wonder that the narrow-mindedness of prey ious approaches with its assumption
that psyclaplogy may export something to the field of adult education without
importing hardly anything from it, is symptomatically reflected in the comprehensive
handbook on the psychology of adult education (Sarges & Fricke. 1986), where under
the keyword "handicaps" Schuchardt's contributions are not mentioned at all. This is

a consequence of the logic of such an approach.
This integrative type comprises many studi s from the internal practice of adult
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education, generated by the complea problem of adult education itself. They are
contributims to the psychological make-up of adults who embark on adult education.
They describe phenomenological trocedures milting from human experknces, mut
theeducational situation where thisresearch encounter betweenteachess andparticipams
happens and where all are participant observers. One such enquiry,Die Familie in der
Arbeitslosigkeit, (The Family in Unemployment) (1987), sponsend by the
Angestellienkammer Bremen(thelocal public Chamber ciEmployees).deals with the
families of the unemployed where, based on interviews during educational courses,
a theory slowly takes shape acccoling to which the husband's looking for a job leads
to a specific coping strategy of all family nr.mbers who suffer from physical,
psychological, and social consequences of unemployment. And this rather dysfumtional
and dangerous coping strategy not the job itself, but the quest for it is used for inside
appeasement and outside busyness is repeated in the educational event, and can be
dealt with right then and there.

Studies like these are original contributions towards a psychology integrated into
adult education itself. As this kind of study is e ther "uninteresting" or obliged to attach
itself to established branches of psychology or adult education, boundaries and
methodologies become blwred if seen from the vantage point of psycholop. And yet,
possibly for this very reason, they are often quite fruitful in substance.

Unfortunately as yet no studies derived from everyday educational practice have
systematically been worked through for sich "implici t psychologies". This shortcoming
is connected with another and furalamental fact in the rela, =hip of psychology and
adult education: adult education, whether in practice, in theory, or in research, is no
original some for research arai theory building, rmt even for those psychologists who
are intemsted in this area of applicat' on and who "step into this crea of application new
to psychology" (Sarges & Fricke, 1986:IX), Na- have the representatives ci a science
of wiult education who should be more concerned than academical psychologists
offered a systematic treatment of such studies in their own scientific self-interest, apart
from theoretical, conceptual work available within a dialogue type. P.ssibly this is
because of a tradition in pedagogy and education that adult education sees itself as
praz tice and action orientated and therefore rather imports basic knowledge and theories
instead of creating them.

This seems to be not only a German development. In his Foundations of Lifilong
Education (1976) Dave founds the whole area of continuing education by tapping
seven different areas of continuing education: Anthropology, ecology, economics,
history, philosophy, psychology. sociology. His core statement is that "the discipline
everts were requested to provide perspectives and guidelines from the standpoint of
their respective disciplines by drawing upon relevant knowledge at their command
fror their particular fiekf' (Dave, 1976:31).

hi a nutshell: These three "types" with their key words export-import,dialogue,
iruegration exist and thrive rather independently and unconnected throughout the
short history of a twenty-year period. Each follows its own logic.
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3. On the Systematics of a Relationship between Adult Education
and Psychology

The foregoiog attempt to describe the development during the past twenty years
suffers from the narrow view that is reflected in the very literature trying to lay the
scientific foimdations of adulteducation. I will now approach the potential relationship
of psychology and adult education, irrespective of any previous development within
the traditional MUM= of the branches and mganization of science. This will also be
an exposition of my own view.

The fascination with and difficulty to improve the relationship el psychology and
adult education consists in the wide variations and apparently irreconcilable reference
points. Strictly speaking only one of these relationships has been described in the
second section: Scientists whose research centres around adult education and a future
discipline called adult education have to look into neighbouring fields, the organizatim
of "science" and "sciences" being what they are. There is thus the unavoidable query
of links between one discipline (its history, its theories, is practices) and mother (and
its hisuxy, its theories, its practices). This is the view nanowed down to scientific

Problems of a different kind come to one's mind if, for instance, the phenomenon
is included that adult participants in so-called humdrum courses have hidden agenda
of a confusiog variety and seek answers from psychology (knowledge or counsel), or
even therapy (or therapeutic substitutes). As a matter of fact, psychology coarses have
their place in adult education, but not as a scientific discipline, not according to a
scientific psychology syllabus.

What about this pervasive presence of psychology within and via adult education
with its implicit demand for psychological orientation by course members (cf.
Kallmeyer, 1973, who takes stock of this phencsnenon)? This is no longer a
disciplinary or ever cross-disciplinary question. It is a "searching" question, a "quest"
for self-kn- / human beings, and in the last resort a question of society at large,
the "good'.

Again there is a third, quite different focal area between psychology and adult
education, if we regard the teaching, counselling, and planning staff engaged in adult
educatim, who for teaching or counselling purposes need a professional competence
founded in their own psychological competence (a shared view). This psychological
competence is To 4..ntical to knowledge of psychology according to an established
scientific syllabus. What about the context of psychological competence, psychology as
a science with resemth interest, and a foreign-language teacher who runs courses with
employees? How does a staff member in adult education, who is neither a psychologist
DM wishes to be one and teach it, acquire a baszkground competence in psychology?

So, adults in educational courses look for psychological orientations in specific
biographical situations, and staff members have somehow some psychological
competence evident in their jobs.
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But given these three heterogeneous levels of reference (fo which see Mader,
1980:78), and these three oily, the question i- unavoidable: What has this to ck) with

the difficulties of drawing boundaries and defining relation amongscientific areas?
The axe questicm is: Do we share a focus, a "point of view", frost where these three
levels appear to be just differentiations of one cenh-e, albeit cme that is constitutive far

adult educatioi?
The "mediating approach" advanced by Dahm et al. (1980) argues far the

socialization of adults to become the Imowledge-directed sukket matter of ascience
of adult educaticm and the gravitational centre to which paradigmatic, method-related,
or cross-disciplinry questions of the discipline woad be subordinated.

Wishing to pursue this course of thinking, I would make ratherthat part of the adult's
socialization the centring subject which happens in and is the aim a adult educatice
itself and is called "Bildung" (education) with all the historical load and vagueness
of the term. It is valid on each of the three focal area&

The "point of view", from which a fruitful developmental, and less eclectic
relationship of adult educatioi with psychology seems possible, could be the subject
matter education of adults. But this recourse to the concept of Bathing would rather
hinder the redesigning of a relationship, since Bildung has been and still is a highly
charged core term of adult education (cf. Siebert, 1983, concerning the renaissance of
Bildung). In fact, in the sixties psychology itself was responsible for the quasi-
elimination tithe term from school and educational insti tution in favour orlearning".
There is a psychology of learning, but none of Bildung. And what, if any, should this
be? Would not Bildung, stripped of in ideological guise, be reduced to learning, once
the accent is laid upon an empirical-psychological clarification of this processof adult
education? Was it not an enlightening development worth maintaining to do away
with Bildung as a term and replace it with a concept of learning appropriate for adult
education? And yet. adult education puts the Bildung of adults right in its centre the
adult who is being educated and who educates himself at the same time.

Siebest asks: Is Bildung necessary? In the ei gluies he has tackled the differences and
contexts of Bildung and learning, correcting some of his earlier views. His final
ccmclusion is tharBildung is unthinkable without learning andproper qualifications...
But Bildung requires a certain quality of learning, namely reflective learning,
assuring itseV of potentialities and limits of learning. This means that consent of
learning is paramount, whereas it is negligible for a psychology of learning...
Learning content becomes Bildung content only if linked with the story of one' s own
life, one' s ow- identity; they ground arid enrich the personality... Bildung can thus be
described as a unity of competence, reflection, -- 1 wilt' (Siebert, 1983:87).

Unders landing B i ldung (different from learning) as a unity ofcompetent knowledge ,
critical judgement, and ethical action, offers the possibility and necessity to use and
develop psychology in adult education from a novel standpoint. If Bildung is thus
understood as an anthropological category, a category of the self (cf. also Ktinclerfer
in Dewe et al., 1988:117: Schulenbcrg, 1980:22), the concept of learning and a

1 5 ;
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psychology of learning do not become superfluous in adult educaticat, but their
meaning will be provided by a them el adulthood on the we harut and its corner by
a theory of the educatitmal situation on the other hand.

The framulaaduh in smh aparadigmatic them isnot meant to be a developreemtal,
psyclaalogkal, and biographical 'base sesnewhere between childhood, adolescence,
and old age. It is the Fevailing (and, of course, critiquable)winion in a society of what
a human being should be or become, what in the human ccadition a full life and
its consummation would mean, and what his emancipatory potential is. Adult
educatiat needs such a category of humanity.

With such critical potential of implicit ideas of man, adult education is obliged to
refer not only to social ilxories or history, but also to psychology, and to thepsychology
ofpersonality in particular. Adult education cannot do without a them of personality
and iikntity, that is without categories of self. This statement leads to a first basic and
systematic delimitation of our aim in the dialogue between psychology and adult
education.

There should still be an open and necessary debate on which strand of personality
theory is more suitable for foundations of adult education based cat psychology: a
psycho-analytic-psychodynamic orientation (example: Erik Erikson), an empirical-
analytical orientation (examples: Raymond Cattell, Hans Eysenck), an
historical-dialectical orientation (examples: Lucien Sbve, Klaus Holzkamp), and an
existential-humanistic orientation (example: Abraham Maslow). Anyhow, each
strand has its own retinue of educationalists.

A second requisite focus follows from the process of Bildtutg as being always
situational and interactive. It cannot unfold without sharing (whereas learning might
be achieved by a single individual). This calls for a theory of the situation or the field
in which adults learn. Fundanwntally and systematically adult education has to ask for
a dialogue with psychological field theories, interaction theories, or group theories, in
order to elucidate those specific communicative and psychodynamic processes which
could help or hinder education and learning under societal and institutional conditions.
It is noticeable how often and continually during these past twenty years widely
different publications have used ihe concept of situation to find a systematic approach
towards adult education. This orientation, rather constitutive for adult education,
could become crucial for a dialogue between psychology and adult education.

We would find, accordingly, the following focus for a systematic relationship
beiween psychology and adult education: First, a personality theory including fully
explored paradigmatic categeries of adulthood and identity. Second. a them of situation
including fully explored paradigmatic categories of interaction and communication.

4. Perspectives for Psychology and Adult Educathm
Whether psychology as an academic discipline is interested in such aims will depend
on psychologists' attitudes: whether adult education is not treated as an as yet little
used field of application where to export erratic knowledge, or whether psychologists

r 11 r.)
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know that the future development of their discipline depeizts ondialogue and the aims

of such socially more and more essential fields as adult education. In such a dialogue
psychology would be required to deal elementarily with the whole range of contents
relevant for professimal, political , or gerxral adult education and would itself undergo

sonv changes. IfHemnann's critical stocktaking Psythologieals Problem (Psyclology
as a Pmblem) (1979) is taken as ayardstick for a scientific psychology and as a valid
practical orientation, then there are avenues. His view of scientificpsychology aS a
"network of research programmes", as a "global conceptual orientation without
marginal sharpness" is a call for cooperation with other areas mit grounded in
psychology, like adult education: "We call scientific psychology.., an historically
relatively closely meshed networ k with intensive exchange relationsandwith individual
problem-solving processes, a network not insulated against the 'outside' . There are
interactions with research programmes other than those called psychological... In
addition, some traditional research programmes in psychology (e.g. in the area of
perception) are no longer handled by professional psychologists with their own tools,

and on the other hand certain problem areas (e.g. pans of linguistic psychology)
require cooperation of psychologists and non-psychologists right fiwri the start"
(Hermann, 1979:175).

It is certainly true ita- any future adult educatice that psychological reduction to
content-free learning technic-It:es, laming mechanisms or interaction-Follies are an
outmoded form of psycholoby hardly suitable fer adult education, and that the network
called psychology and the network called adult education require cooperaticm in
mutual interest. There is a growing awareness of just such a cooperation whichfinds

its expression in the elaboration of ildependent research reports written explicitly
from the angle of adult educatkn. Nittel has presented one such report cm aging as a
foundation for adult education with the elderly, calling for a re-thought "scienceof
adult education" and a programme also valid for the relationship between psychology
and adult education: "Indeed, if a science of adult education tries to strengthen its ties
with its adjacent discipline and additional branches, it cannot do so without its own
research" (Nittel, 1989:70).
Summary: Psychological knowledge, as one of the foundations of competence
required for educational efforts with adults, is undisputed from the very beginnings of
adult education, but a shaiper definition of its relatico to "scientific" psychology
became necessary only when university courses for adult education were introduced.

Three types of this relationship in recent years are described: The export-import
type, the dialogue type, and an integrative type.

The systematics of the relationship between psychology and adult education are
developed from an adult education perspective based on a concept of cultural
education 1131 with adults,

This systematic conceptualization centres on two pairs of categories: Identity and
persecality, and interaction and situation. Both focal points together constitute the
field of adult education which is to be analysed and researched by psychology.
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A Note on the Author
Wilhelm Mader, Professor Dr. phil., ban in 1939, studied philosophy and

psychology (majoring in both), was educational staff member of a residential adult
educatim centre from 1968 to 1972, and taught at a college for social work from 1972
to 1973, when he became pnafessix in the Department of Adult Education, University
of Brencn. He underwent ackfitional training in psychoanalysis and, after seven years,
in 1980, became a psychoanalyst in private practice.

Born into a world of undogmatic Catholicism, I was as an adolescent and later
intrigued by the secular trends and his:ory of ocaninental humanism and found its

roots first in the pre-Socratic enlightenment and Socratic teaching, and then in the
second enlightenment (Kant's critique of reason and morals); but my inclination has
always been the study and discovery of individual people and their (hi)stories, a
passim fix single cases. It isnot sutprising, therefore, that I am an avid reader of novels
ruxlshco stories which provide ideas and insights all the time. Thomas Mann is an
example whose "Joseph" novels I discovered rather late, in my fixties, as an
outstanding story of that powerful imprint of generations and cultures mirroring the
psyche of a unique man's restless intellect and passions.

Freudian enlightenment, secular self-examination, unconscious processes and
their hinny in human beings and society thus became the centre of my interests and
a resource for my commitment to adult education and university teaching. Same of my
more important publications from a total of about eighty are reflections of this
attitude: Erwachsenenbildung. Theoretische und empirische Studien zu einer
handiungstheoretischen Didaktik (co-authored by my colleague Ansgar Weymann;
published by Klinkhardt, Bad Heilbrunn, in 1975). A commissioned, illustrated
monograph on Max Scheler (the earlier subject of my 1968 doctoral thesis), puhlisIxd
by Rowohlt Reinbek, in 1980 (rm 290). Most recently "Aging and the Metaphtx of
Narcissism", in G. Kenyon, J.E. Birren, and J. J.F. Schroots (eds.): Metaphors ofAging
in Sciences und Humanities, published by Springer, New York, in 1991.
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Education Science and Adult Education:
Theses for a Critical Relationship

Herbert Gerl

W hen the adult tkas shown the child through the
isolation pane he did not see a newborn bia a
petfect human being.

Peter Ilandke, A Child' s Story

At a first glance the connection between education science1EW1 and adult education
is evident, their juxtaposition undisputed and unproblematic. Adult education as a
field of practice could be regarded as part of a subject area that educational scierxe tries
to clarify historically and systematically.

Such a view has apparently prevailed when adult education was scientifically
institutionalized in the Federal Republic of Germany. The amalgamation of the
scientific staff in the area of continuing education and adult education, for instarre,
has thus tr executed (nearly) without any controversy in one Adult Education
Committtx unda the umbrella of the German Association for Educational Science.
All examination and study regulations covering adul t education at colleges/universities
are based on education science as a fundamental core science. In addition, the
juxtaposition of certain university departments expresws the same close relationship
of education science and adult education.

There is also a broad ainsensus in the adult education literature that the scvnce of
adult education is pan of educational science ("adult pedagogy") (cf. Siebert 1931:11;
POggeler 1974; Tielgens 1981; JUning et al., 1984, excepting Axmacher, 1974 who
cannot be dealt with here). Even where skepticism prevails regarding the "sole
representation" of adult pedagogy as the science of adult rAucation (e.g. Dahm et al.,
1980), it is undisputed that education sciente is suitable for treating central problems
of adult education as a field of practice.

Bearing this broad consensus in mind it is surprising that the definitive fundamental
of all education science, the concept of "educative teaching"1Eland the appertaining
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activity ("bringing up"), are scarcely compatible with the
Focess and matter of adult education. In the rare cases of scholarly literature where
the questica is raised, the very idea of adult "educative teaching" is flatly rejected (e.g.
Siebert, 1987). There seems to be an unquestionable consensus that any kind of
"educative" attitude is misplaced in the case of adult education, and would rather
destroy the "ccmtract" on which such activity is based.

The constellation is peculiar: education science as a "parent science" (Doeny,
1984:157) bui Ids on a conception flatly rejected by a sub-department, and I would now
discos the question how adult and/or continuing education understand each other in
their relations to education wience and how they can develop as a science =I field of
Factice, with due regard to such an "understanding". For the rejection of educative
teaching contains, strictly speaking, basic foundation of meaning. purpose. forms, and
procedures for adult and/or continuing education.

This relationship will now be diKussed, after an introductory review of the term
"Erziehung" (educative teaching) and its cwrent debate in educational science.

THESIS I
The relations hip ofeducation science and adult education is no, t just incidentally
coming to a head: "educative teaching" as a paradigm and logically its
theoretical eslablishment in an educalion science has itself run into an
indubitable and profound crisis.
To what end can or shall adults "raise" (erziehen) children and what about

legitimation? Is there any vested right ("entitlement") to "raise and teach"? These
introductory questions in educational-philosophical primers have in the recent past
been asked rather rhetorically and at least answered in the affirmative without further
ado. Today in the course of an "historical turn" in education science (von Novi&
1978:7) these questions are of serious concern and have been responded to in
unusual ways previously thought impossible. The new, critical view of educational
action by "adults" (and their scientific system) on "children" was provoked by
thorough, often psychoanalytic inquiries into the true sou= and the real outcome of
parental and other educational actions. In Germany more than anywhere else and
it had been forgotten there the question had to be politically sharpened and referred
to a concrete example: Was the child Adolf Hider raised, brought up, taught by his
parents? The unequivocal and undeniable answer is: yes, indeed Thus Miller in Am
Anfang war Erziehung (In the Beginning There Was Upbringing) (1980). It is true: he
was brought up in a certain, then typical, well reconstructible way (cf. Miller,
1980:16911), a way that would now suffer educationally immanent criticism from
"progressive" educationalists. But the thesis is that each educative action shows a
characteristic structure, more precisely: an iflIriU inner contradiction identical in its
origin and quality even wi:h changing educational styles: the adult's gripon the person
"child" becoming firmer and firmer the more the child rebels, and becoming -tore
hurtful and sickening the more it succeeds. Or, in the words of Freud (1933) which also
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reveal his own ambivalence of all pedagogics without showing the way out of thisdilemma: "...even the milckst upbringing cannot but exert force and introduceconstraitus, and each such interveruion in his freedommust make the child react and
inclinetowardsoppositionandaggression" (1933,Vol.I:555NewIntroauctory lectureson psycho-analysis. Lecture XXVII: Femininity).

The core of each educative action is therefore: the exertion of force, the moreor less hurtful interference in the child's person without his having the chance toresist or to see through it and adequately cope with it psychically. The way out forthe child is repression, leading to the later consequence of hav ing it unconsciouslyto "enact" the repressed material in forms adapted to his living conditions andaction possibilities. Such enactments can later become repetifive educative ritualscarried out with their own children by grown-ups. In the case of Hitler (includinghis equally brought up and instructed helpmates and henchmen) they werepolitical enactments of unusual scope and lethal exits for millions. "Among all theleading figures of the Third Reich there was not one without a strict and toughupbringing" (Miller, 1980:84). For similar connections see the inquiry intochildhood and youth ofAmerican volunteers (Green Berets) in Vietnam (Mantell:German co;tion 1972, American original 1974).
What have these considerations to do with adult education and its relation to aneducation science? What does it mean for adult education that the concept of"education" is passing through a crisis? I think a discussion of such a termhistorically and systematically charged will result in and lead to the fourriation ofa better and clearer understanding of adu h education as the paragou of an autonomous(that is free from pedagogics), tendentially life long learning undivided by e,egroups and limits. This view holds that adults as well as children continue to arnthat as human beings they have abilities and skills which in favourablecircumstances they can develop and unfold (and not have reshaped or suppressedpedagogically). This should be the guideline for the organization of any kind oflearning. Adult education, as a counter-term against an unenlightened conception ofeducation, could then become synonymous with an open, non-directive conduct ofpeople (not "adults only") on an equal footing, enjoying mutual learning. From thisperspective, and from its very beginning, the youthful science of adult education,hardly established at all, with its unbroken and self-evident rejection of the idea ofeducative teaching, has staked out a path that the established educationscience triesto follow somewhat laboriously, constantly heating the retreat (cf. Mollenhauer,1983:174; Flimer, 1982: Winkler, 1982). Some aspects of this thought will bepresented in the following three theses,
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THESIS U
The "pedagogical relationship" as the coresubject of an education science

the educational conduct among children and parents, children and teachers,

children and adults can atpresent be seen as anevression andcharacteristic

of a certain cultural epoch coming to an end.

Adult education as "continuation orresumption oforganized learning qfter the

compktion of a firs: phase of education of variable length" (Deutscher

Bildungsrat,1970:197) is inthe lieu of thisdevelopment itseraneApre$SiOn of

the end of this "pedagogical" epoch, sort of For adulteducation signifies the

end (al least the end of self-evidence) of a flat contrast between adults and

children. Adults, too, are not "complete" , are obliged to go on learning, to

develop and fulfil their own potentialities.

With this thesis, its first part being perhaps rather provocative, I resume my

introductory remarks.'
In spite of all differences, mainly in evaluating the developments menticated and

the conclusionsdrawn, authors as varying as &Muse(1977; original 1974) and Arits

(1978; original 1973) reach the same conclusion: the specific pedagogical attempt at

making well-formed, controlled, moral adults out of children defined as "crude",

"wild", "unfmished". "immoral", even "dangerous" by means of more and more

sophisticated educational techniques during a phase of "childhood", can be dated. It

begins according tode Mause in the sixteenth century: " From Domenici toLocke

there was no image morepopular than that ofthe physical molding of children, who

were seen assoft wax, plaster ,or cicy beaten intoshape" (Americanedition,1974;51-

52), and had its tryday in the eighteenth and nineteenth centuty "rather than just

examine its insides with an enema, the parentsapproached even closerand attempted

to conquer usmind, inorder to control Us insides, its anger , its needs , itsmasturbation,

us verywill" (American edition, 1974:52); eventually leading in the twentiethcentury

to the efforts of "secializing" the child. Now the "adaptation" of tirl child to societal

requirements by means of behav iourist conditioning is prceninent.

What is of special interest in this context: The whole largL-scale educational

enteiprise is rooted in the conviction that there is a fundamental difference between

the "incomplete" child and the "complete"adult to bc bridged somehow by just such

an educative instruction (nobody knowing exactly how). Only such an oppositionof

adults and children could entide adults to exert educative influence on children.

Adult education thus presupposes and posits a new self-image of adulthood:

Adults, too. possess provisional. questionoiy!..:, expandable competorces. Adults, too,

with all their knowledge opinions, needs, and interests, have to fv.ce a discourse, must

iustify their actions, try to understand others, cannot compel consent. There are no

iger anyprivileges of age or role, say the teacher's role as against the learner's role.

This new understanding must be reflected in the manner of groups (regardless of age)

organizing their learning protxsses (further details later).

1 f;
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The ..arallel development is consistent: Simultaneously with the (sociological
perspxtive of) The Disappearance ofChildhood (Postman, American edition, 1982)
the old term of "adulthood" looses its canours, and turns out to be a fiction, more
pecisely an unfruitful idea skiwing down learning and development.

In fact, we may sum up today: Educative tewhing, carried out by "adults" on
"children", turns these very children when they grow older into typical "adults": it
instills this being its acknowledged meaning and purpose effective mechanisms
of behaviour, adjusts children to pieset goals, keeps them in place, "fmishes" them.
"Caninuing" education and "continuous" learning are counter-ideas that break the
cycle of arrogance (on the part of adults) and stupidity (on the part of children), imply
an idea of incompleteness, of growth, of developing the person further than just falling
into age brackets. Logically, Postman talks of the new "child-adult" (1982:116)
without, however, unfolding any further the positive and progremive ideas held in such
a conception. I will revert to this matter later in THESIS V.

THESIS HI
The typically modern demand to learn which adults originally loaded exclu-
sively onto children was soon interpreted pedagogically and expkitedfor adult
intentions to instruct: the child was regarded as a tabula rasa to be imprinted,
a blankto be minted and defined like a coin once andfor all.The demand to learn
was found to be sound, its dynamics however has caught up with the world and
adult life alike, gaining a new quality: the educational misiraerpretation of
learning ran be recognized as such and labelled, now that adults run the risk of
being affected themselves. Learning and being brought up can be seen as
different proc. boundaries drawn. One as a basic requirement of the
lutn a organ: up to his material andsockdenvjronme,u, the other as
a well or kv, fiCi!'ell interference in a person' s reason for action.'
Now, if "tear di inci from educative teaching) is chosen as a fundamental

concept of a stiearc o: :all education, ihc implications are far-reaching. It tells us
something about the relationship of athile: .ilved and their relations with their subject
matters. A de-educationalized learni,4; SCJISC is most closely committed to the
interests of the .earnerg themselves; at least they will be able during their lifetimeto decide
upon the value they place upon learning. It will be a learning with visible gad setting and
methods, all aspects being vansrarent, criticizable, and manageable for and by learners.

It should be emphasized that the characteristics of a de-educationalized learning are
by no means merely ideological but to a large extent empirically verifiable criteria of
learning situations. An education science that has become self-critical because of its
long speculation on pedagogical conditions (the result of its own internal logic), today
could assist adult education by making itself aware of a goal settingprocess guided by
the highest possible self-responsibility and self-determination and by implementing
such goal setting in the verifiable practice of learning groups of all ages.
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THESIS 11/
Adult education as an e.xpression of the end ofthe pedagogicalepoch,therefore
of the end of the traditional role distribiaion among adults and children, is the

cevrier of a preference for open interaction amongequals. Unfortunately in the

course of current educational-economical qualification and social policy

pacification strategies such a learning "suitable far adults" (which would
also be an unqualgied learning "suitable for children" ) isdifficvlt to implement

by means of adult education. This shows that in practical educational work the
idea of an "educative teaching" is on the advance despite its theory crisis.
Indeed it is on the march to gain afoothold on previously impenetrable ground.
Where do we fmd such a renaissance of pedagogy spruced up? Where does it enter

adult learning? An essential concept, an example that derraInsmttes the whole
development. is "acceptance". With regard to vocational education Dieckmann finds:

"Since modern technologies have the annoying feature of eliminating many jobs,
professional education having to prepare for the acceptance of :hese technologies

gets into a serious contradiction: It is no Iv. ,er allowed to any enlightening
poformance..." (Dieckmann, 1984:121).

And Siebert states with adult education in mind: "The modern term for this
educational concept is ' acceptance' (1987:78). He quotes in this context from the
speech of a (former) Minister of Culture, Education, and Church Affairs at a
Continuing Education Convention of the German Board of Industry ru 2 Commerce

who said " Unless a new acceptance develops, the future of industnal culture is
seriously endangered... Acceptance Max Weber would have said "obedience"
of course rests upon the general, common acknowledge ment of values, and we feelday

in and day out that in this respect many things have become problematic; and that
teachers often find it hard to exert their natural authority ofoffice invested in them in

former times by this general acceptance of values this is something not only teachers

know" (Siebert, 1987:78).
It is no accident that as tradition laden and loaded terms like "obedience" and

"natural authority of office" blend with a modern vocabulary where for the rest of it

"high tech" is the buzz-word. "Acceptance" derived from humanistic psychology
and a core term well-defined and fundamental for the description of interprisonal

relations is severed from its context and turned into the contrary using its positive
connotations. The question is no longer the acceptance and respect of the other
irrespective a his opinions, needs, values ---- but the outspoken approval and
appreciation of one specific matter: industrial culture. The subject matter itself is
becoming the yardstick for acceptance (which cannot bc said as easily of the people

involved).
So, it is obvious that there is a strong tendency to "school" adult education, more

precisely: to reinstate school rule in organizing learning processes for adults. Such
tendencies can be observed in the administration and organization of courses and
"measures", but also in content and interaction sty le right within learning groups.Then

f;t;
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follows a distribution of roles between course directors and participants no more

guided by an Mterest in optimum information input and processing and assuring group

interaction on equal terms. The course director's infonnatirm lead is used for

information policy, , that is for convening his knowledge and competence into persimal

power. Behaviours air used on purpose, as a strategy, to serve this end, although
admittedly, deficient didactics and methods have similar consequences, this being of

no advantage to learners: they are held on leash and are dependent. This is always the

case when "secrets" come between course directors and participants instead of

endeavours to make the teaching/teaming situation as transparent as possible. This

may and will happen
when no reasons for certain learning contents or goals are given and discussed,
when the meaning of the course as a whole is excluded (there is no slope of

competence between participants and the course director!).
when forms and methods of work in common cannot be criticized,
when the course director adopts a stilted diction, teeming with foreign words and

a complicated grammar,
experience of the participants.

Some other facts also contribute to such smrecy:
The insularity of participants, the hindrance of open interaction between them

because of monokigic teaching.
The total fade-out of the course director as a person from course evenes.

"Wirhota secrets there can be no such thing as childhood" , says Postman (German

edition, 1983:95), trying to recapture and legitimate vanishing privileges of adulthood.

This statement indicates in our context a "puerility effect" of pedagogical authority in

learning groups.
The question remaires: What results will acceptance and motivation strategies have

in the area of adult education? Let us look once more to the historical development of

educational practice so that we can better assess the possible consequences of

pedagogical influences.
If one tries to get an overview of the means and measures used in bringing up

children frem the beginning of the eighteenth century onwards, two things arc
obvious. Firstly: With growing psychological insights educational methods became

more subtle, inward, hidden; even to the point where the child could no more recognize

and see through the educator's intentions and the psychological means applied to
implement them. Miller has found for UM of her books a summary title highlighting

this developmental strand and the moral commandment to all subjected to education:

Du sollst nicht tnerken (Thou shalt not be aware) (1981).
The educational influence developed from a crude and unrestricted corporal

punishment to a "punishing glance", the withdrawal of love, and even to purely
ignoring "undesirable" and reinforcing "desirable" behaviour, as documented in
Rutschky's Schwarze Piidagogik (Black Pedagogy), (1977). Secondly: In line with

the development just described there was a progressingcompletion and systematization.

1 6



164

an met of wientism in parents' and teachers' educatioral practices.
This double process of education, however, had an overall disastrous consequence

for individuals and moiety at large: the more educational methods became inward-
looking and "psychological", the more they subjected those concerned to an external
cootrol and other-directedness difficult to perceive and therefore hardly corrigible.
This vay perfection led to an outcome nobody had wanted (at least declaredly): Seh-
alienatim even loss of personality (in extreme cases).'

Exactly this is impossible: to "make" a human being a liv in.& self-respecting perm
interacting freely and openly with others. The very cunning of means applied thwarts
the intended purpose.

Even a more and more systematized "pedagogy for adults" could not avoid such
a consequence. It would in turn push the persxm towards a potential self-alienation just
by proceeding "psychologically" and conditioning people behind their backs.

That which is contained in the concept of "adult education" will not be fulfilled.
Adult education wishes to abolish rigidities and closures, explece behaviour-
condi timing miThanisms, and gi-e fall scope to the human potential. My fmal thesis
is meant to illustrate that such a cunception can also be grounded in anthropology. I
refer to the inquiries and thoughts of Ashley Montagu. the American anthropologist
(I 984).

THESIS V
"Adults" and "children" do not belong necessarily or by "nature" to two
different classes of human beings. Nor is the goal of hwnan maturation and
development necessarily or naturally to swap a deficient childhood as quickly
as possible for afinal , firm, and closed adulthood. On the contrary:The species
(homo) could develop psychically so much further than any other animal,
because his infant body features had traits and characteristics meant for
development , growth, toVirlding, learning and he alone was able to retain these
characteristics for a comparatively long period in the course of individual
human lives.

Such cliara zerL:irs are thirst for knowledge. sensitivity, experimentation,
curiosity, playfulness, creativity, and imagination. Apart from the faet that a
range of body features -- particularly the development of the human skull
compared with that of apes substaruiate the generic retention of juvenile
forms even at an advanced age, it is the "neot,!ny"4 of the above named psycho-
menial layout which allows fOr the human species to develop beyond animal
forms, and even to carry on with an imprint o f'permanent development.
This detailed and substantiated statement of facts by Montagu leads on to another

perspective possibly fundamental for"adult education". Angus! andpresent educational
attempts to convert children comparatively quickly into a (seemingly) genuine and
consummate adulthood have hindered human(e) development processes by thisvery
idea and aim. Pedagogy was a convention which tried in part explicitly, but anyhow

1
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fix the vast majority factually, to cut down to size all above mentioned characteristics
of tit child's psyche. Is tlxre really no way of connibuting to a personal and social
furtherdevelopment by intentionally helping and dcwelopingjust these characteristics?
He who remains a "child" the longest, will develop furthest. A society which permits
this to its members and makes it possible will grant itself the greatest opportunities for
development.

Just as the discovery of childhood andits gancomitant educational epoch(including
its piecemeal scientification) expressed a certain idea of human nature, so adult
education today could demonstnne anew self-image of the person. We could than see
ourselves as both incesnplete and yet in our own affairs as competent and able
to make decisions, a fact we had conceded already to children.

Whether this self-view will obtain and is historically sustainable, or whether after
the failure of "education" we shall relapse into pre-modem barbarism is uncertain.
From an historical perspective 1 am convinced that adult education would be a
meaningful and essential step forward. Thus understood, it is easier to make it happen.

Summary: The paper tries to gain a more precise seg:understanding of (a
"science" of) adult education by tracing the current crisis ofthe concept of education
("educative teaching" ) thought to be unavoidable. Five thesesare offered which, one
hopes, will lead less to immediate opposition than to careful consideration: On this
view "adult education" signals the demise of the usual dichtitomy: "consummate"
adults versus "unformed" children, both requiring "educative teaching" . It
concentrates on learning continuously as a contribution to the development of the
person, independent of any age. Continuing educat ion wo uld thus express a new vision
of the hum,: being in tine with recent findings of anthropology, a potential that can
perhaps only now become actualized.

A Note on the Author
Herbert Ger!, Professor Dr. phil.. born in 1939. Elementary school teacher 1962-

1964.1n charge of chureh-affiliated adult education seminars 1964-1970. Staff member
of the Depanment of Adult Education and Extra-curricular Youth Education, University
of Hannover 1970-1979. Profemor in the Department of Adult Education, University of
Bremen, since 1979. Publications on problems of didactics and interaction.

Three people and their writings have strongly influenced my professional views.
The first one was Gerd-GtintherGra u (Hannover) who introduced me to philosophical
thinking and itS self-conlident ust when applying it. Next came Friedrich Nietzsche
with his critic ism of religionand his historical argumentation, transforming contrasting
views into historical developments. Finally, I learnt from Carl R. Rogers the
psychologist, therapist, philosopher what an interpersonal relationship is and ought
to be, and the consequences to he drawn from it for any kind of learning.
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Notes

1 Those annoyed by this thesis should take thi,i;- emotional reactions often

legitimated by quick intellectual reasons to rethink their attitudes towards their

own upbringing and educators. An emotional reaction here might signal a sore point

to be avoided: the firm belief that one's own educational history of suffering on

behalf of one's parents was necessary, is justified. And that one's own conduct in

raising children is equally necessary and justified,

2 Just one example from the literature of adult education will do to show the total

disregard of this conceptual distinction: Zdarzil, Anthropologic. des Erwachsenen

(1976:13ff).
3 D.G.M. Schreber as a person and author, one of the most widelyread and influential

theorists and practitioners ofeducation (1808-1861) is r.n example of the amble

progress and its dire effects. He dedicated his life to "owing up a through and

through rightfu gerterallyunderstandable education system illustratingthe essential

details" (Schreber, 1858:Vilf). His son Daniel Paul could neither escape nor

understand, nor deal with his father's "psychological" and tight education system,

namely to recognize and reject the attack on his integrity. So he fell psychically ill.

Fortunately he was i-ble to write up in every detail his persecutionmania reproducing

his father's instnictional (disciplinary) actions, thus permitting us to reconstruct the

compulsory aftermath of such a systematized pedagogy and drastic example (cf.

D.P. Schreber 1973; Schatzman, 1974), Freud has also dealt with the case history

of Schreber in a way typical for his view of psychoanalytical thinking at that time

without regard to the role the father played in his son's life (Vol. XII: Case History

of Schreber: Psychoanalytic Notes on an Autobiographical Account of a Case of

Paranoia, (1911)).
Daniel Paul Schreber (1842-1911), aneminent judge, later president of theDresden

Appeals Court Senate, went mad at forty-two, recovered, and eight and a half years

later went mad again. Daniel Gottlieb Moritz Schreber (1808-1861 ), his father, who

supervised his upbringing, was a leading physician and pedagogue. See Freud,

Schatzman. M.I-1. I

4 "Nwteny". J. C. E. Kollrnan's zoological term (1884, 1894) for the retention of

juvenile characteristics in an adult animal (S.O.D., 3rd edition, addenda (1978)).
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Experiential Approaches in Adult Education
Giinther Holzapfel

1. The Experiential Approach as a Central, Practical and
Theoretical Direction in Adult Education

Over the last twenty years the experiential approach has been a central orientation for
contents and mettxxis of adult education practice and non-school youth education in

the Federal Republic of Germany, mainly in areas of political and socio-cuhural adult
education. Here are sonic typical progranune excerpts from leaflets:
"...taking the experiences of participants and company conflicts as a starting point, we
shall try to clarify the workforce interest.s" (a course on Employees and Their
Representatives);
"...the individual and soc :al structures of the existing society will be analysed on the
strength of our everyday experiences" (a course based on The Sane Society by Erich
Fromm);
"...in all considerations not only theoretical expert knowledge alone shall hold sway,
but participants own experiences are to be included" (a course on Marriage in Societal
Change);
"Communication of experiences among participants" is often regarded rs an essential
seminar portion; talk is also of "processing experience" tx the "making us aware" of
individual and collective histeTy and the possibilities of doing Knelling in political and
societal reality. In courses announcing personality development we read of "self-
experience" and "group experience" as important points of reference for subject and
method. In recent years offers of cultural education and health-related subjects are a the
increase: Experiencing Your Body Dario:. and Voice Improvisations; Vital EnergY
Experience your Own Energies; Body Awareness; Body Awareness Through Massage.

As widespread and meaningful an experiential approach may be as a practical
principle of educational work, there is little uniformity in its interpretation and practice
as can be infened from those various contexts where the word "experience" is used
in the above programme excerpts.
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The high esteem and relevance of this principle, but also its varying and to some
extent commversial application in the practice of educational work, has been and still
is a constant challenge to theory building processes in adult education. The debate
about ttx "experiential approach" therefore outlines one of the most important and
intense periods of discussiat concerning dwories in adult education and non-school
youth education. At the same time, in adult educatice, this discussion is in various
respects very typical of the way how theory building is attempted: The scientific
conceOs and methods passing into theory building spring from sometimes very
different human-sc ience disciplines (sociology, psychology, pedagogy and education,
history) and are united in one theory-gestalt. The central questions of the theoretical
approach are part and paled of educational practice and partly retmact on it with all
breaks and opportunities. At the same time the whole discussion of the approach is not
one among a few professional s of the theory and practice of adult education, but linked
with societal conditions and interest structures of associations, political panics, social
movements, and educational agencies.

Reference to practice and a theory debate embedded in the societal surroundings
are attractive to every scientist who does not work for st ience's sake, but pose a serious
problem for the independence of theory building. In the following we shall describe
the basic structure and development of the theory debate concerning the experiential
approach and shall mention the development of practice and societal conditions of
theory building only where absolutely necessary and feasible.

It is commonly held that Negt' s Soziologisc he Phantasie undezemplarisches Lenten
(Sociological Imagination and Exemplary Le7.ming) (1968) is the beginning of an
intense theory debate regarding the experienal approach (that is, after 1945, for the
discussion is not altogether new, similar suggestions having been made during the
Weimar Republic, cf. Rtihrig, 1988; Tietgens, 1986:53 & 176). Let us begin with an
overview of his approach and then sketch IS:. evolving debate. Other theories heading
for the same or simi lar queries. but using di ft-rent conceptslike "interpretation pattern
approach", "everyday approach", or " part icipen t approach" etc. will also be included.

2. Negt's Conception of Workers' Education: Sociological
Imagination and Exemplary Learning

2.1 Starting Out

Negt's (1968) initial considerations were a criticism of the unions' educational work
done in the late fifties and early sixties: goal-directed instruction and knowledge
transfer to union officials. Basic contradictions of the capitalist economy and society
and their manifestations in industrial conflicts were not dealt with. His aim was a
theoretical refoundation of union educational work. His thoughts dwelt on an
increasing capitalist restoration in the Federal Republic, a spreading ad. ptation of
workers' consciousness to the values of a "levelled middle-class society", the change
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of the social democrats from a labour party to a people's party, and a decreasing
influence of the unions on the employed within the ir reach (cf. Brock, 1978; Hindrichs,

1982).
Negt's draft of a new workers' education theory was not based on the premise that

there still is a scientifically water-tight socialist theory fromwhich aims, mucus, and
nwthods of an anti-capitalist conception of workers' education can be developed. He

was more interested in outlining the experimental processes of theory building, by
confrixtting the hitherto normative guidelines of union education committed to a

rather postulatory pedagogics with recent empirical social science, sociological.
social-psychological and linguistic findings conmrning the conditions ofthe addressees,
and then deriving aims and methods for workers' education.If this derivation process1

however, should not be a method-fetishist and concretistic restriction rnring only
to empincally diagnosable structures of workers' consciousness, the whole
approach of a sociological reformulation of the exemplary principle in education could
become a content based method, then Negt had to stick to a category of an "objectise
possibility" to change fundamentally the existing capitalist society from within its
contradictions. On the strength of these premises the book contains two large steps of
inquiry which will be summed up in a nutshell. We shall see that the concept of
experience is important in the context of other key concepts, but is made clear and

distinct in later works of Negt.

2.2 Sociological Thinking and Exemplary Learning

Negt tries to find a theoretical new foundation of educational UjO wce.: ty a
sociological reformulation of the exemplary principle (cf. Negt, 1975: Chapter I). He

does not invent the method of exemplary learning. It has been developed in the
humanities (Wagennhein. 1956) as a means of reducing the wealth of material
available in school curricula. Essentially it holds that one single subject matter is

enough to demonstrate the general basic patterns of the whole field. Negt criticizes that
the whole means nothing else here than the matter of onc specific scientific discipline.

He thinks that the exemplary principle loses importance unless two conditions are

fulfilled:
A revision of the bourgeois conception of history restricted to the past, and
the overcoming of the traditional div ision of work among the scientific disciplines.

His approach accordingly taekles the whole and the particular differently: " 'the
whole' in this altered sense is the organized division-of-work totality of the manu-
facturing and reproduction processes of a society in a historical dimension. 'The
particular' is the relevant sociological state of affairs relevant to the life of the chiss

society and the individuals" (rklegt, 1975:27).
With this new interpretation Li: the relation between the particular and the whole

"the education lbr a sociological way of thinking" among workers is possible (Negt,
1975:15). Negt borrows the characte ri sties of " soc iological thinking" and "sac iological

imagination" from the American sociologist C. Wright Mills who has described the

1 7
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sociological imagination as an ability to "cross over from one view to another.., from
the political to the psychological,from the study of a single family to the assessmeru
of state budgets, and to recognize structural connections between individual life-
history, direct interest, desires, hopes, and historical events" (Negt, 1975:28).

Only aneducationfor this sociological thinking will enable the individual "weaned
the scientific division ofwork productively and, with ii,zo introduce action motivating
structures into the chaotic wealthof informationand subject matters" (Negt.1975:27).

He founds his approach of exemplary leannng not only on a growing abundance
of scientific information contributory to the life of individuals and classes, but also on
the recent quality of infoimational flooding by further scientifically of the societal
production processes. This requires the ability to translate analytical scientific facts
into various steps of intuitional and extra-se ;entitle forms of ianguage and thinking.
Negt stresses that his proposals for an exemplary learning must not be confused with
an introtaiction of the case method in educational processes. The last chapter makes
suggestkins for an exemplary reorganization of the subject matter using examples
from law and engineering.

2.3 Objective and Subjective Cmiditions of Worker Existence as a Condition
for Exemplary Workers' Education Processes

The main body of Neges book deals with concretizthg the objective and subjective
living conditions of workers which are important influencing factors of a new
conception of workers' education (Chapters II, III. IV). In it he adopts some influential
theoretical and empirical outcomes then available from social psychology, industrial
sociology, and socio-linguistics, enabling him to outline the specifics of educational
conditions for exemplary learning processes:

Today's worker is in an "unstructured situation". objective situation in the
manufacturing process has not changed, however he currendy lacks the guiding
patterns for an interpretation of that situation. This unstructured situation
generates tensions and anxieties in the worker. Therefore it is important to Negt
that the "worker-existence as social aggregate phenomenon" (p54) becomes
the point of contact for educational work. This means to him that the subject of
educational work is not only the wage issue, but also the psychic phenomena of
this unstructured situation, namely anxiety and motives to do away with this
unstructured situation. These attempts at elimination may in principle take two
di recnons : Either a greater openness to the patterns of balancing and harmonizing
different interests in society offered by die ruling ideology, or a greater openness
for changes in consciousness in the direction of an awareness of one's nwn
situation. Exacliy and only because this latter openness exists has educata...
work aiming at consek)usness-raising any chance at all.
Educational work must begin where workers are conscious of conflicts
("institutionally given conflicts"), but it must not end there. It is essential to
examine the manifest consciousness of conflicts for its psychic and cognitive

1176
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alienating mechanisms (e.g. the tendency to personalize structural conflicts).
The alienated consciousness represses the struc tufa! condi lions of cord] icts in the
worker-existence and conwntrates on the symptoms of such conflicts. Educational
work therefore must above all also take into account the conditions of origin and
functions of this alienated consciousne.A.
The manifest wage interests of workers must also be regarded as vicarious
compensation. The satisfaction of "true societal needs" such as "a solidary
communication of produmrs in managing working conditions and work products"
is inadmissible in the current system of society, and tlx %Pecker has therefore
largely no other choice than to repress these needs. Striving for higher wages, a
growing consumption of goods, and a retreat to privacy may in this ccomection
also be regarded a.s vicarious compensation. Educational work that comentrates
exclusively on these munfest wage and consumption interests therefore falls
short.
As a label for the basic linguistic structures of workers' thinking and behaviour
Negt adopts the concept of "social topoi" from industrial sociology. They are
"interpretative models of social reality" (p.63), "forms of thought or lan-
guage, idioms, clichés, stock phrases, commonplaces" (p.135). These
interpretative motlels of social reality (e.g. when workers talking of "them up
there us down here" interpret class. strata, and power structures) are neither
mere prejudices nor incidental opin ions. They are usually founded on collective
experiences of groups and classes and have an ambivalent function for the
development of consciousness of one's own situation: On the one nand they
protect against a total integration into the ideology of a levelled middle class
society, but they also contain elements which favour a reification of thinking
and block the consciousness of the situation. From this analysis of topoi it is
decisive for the educational process Jiat these topoi must not be dismissed as
irrational opinions or flew consciousness, but that its "rational core of
experience" is brought to light and fed into further consciousness-forming
processes.

- The linguistic structures of "public language" prevalent among workers (New
adopts Basil Bernstein's distinction of "formal" and "public" language) do not
allow expression of the individually meant which often carries the decisiv-
individual experiences of societal and individual conflicts.

Negt inters from this with regard to intentional education processes: "It is un-
necessary to bring up to the worker the ernaniipwor, content ofeducation by 'partisan
instruction' Ii is much mor,, imporium unfOld (in the medium offormal language
and empirito-scientific knowledge) the experiential cetruerus not yet explicit and the
experieru.es bound up in Aolidary corrununicat tons" (1975:S)).

I
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2.4 On the Effects of the Workers' Education Cooception
Negt's book was very successful in theoretical and practical terms of workers',
adult, and extra-curricular youth education. His thoughts furnished decisive ideas
for restructuring educational work within various trade unions and the Federal Trade
Union Association (DOB) (for summary accounts cf. Brock, 1978; Hindrichs, 1982:
GOrs, 1982; Albeit & Wollenberg. 1982; Brock/Hindrichs/Miiller/Negt, 1987). By
reason of the complex and ambitious design of this theoretical approach and the
highly explosive, contradictory, political and societal practice to which it was
refening, it was inevitable that it was debated controversially and exposed to rnany
misunderstandings (still today). It had also become instrumentalized for political
positions in the framework of intra- and extra-union conflicts. Nor does success
mean that his theoretical thoughts were smoothly translated into practice and that
there were no fundamental difficulties and unclarities in the realization of the basic
"exemplary learning" idea in various areas of union education (see also section 3).
In the past twenty years Negt's fundamental thoughts ialuenced not only union or
union-related education but also under the name of "experiential approach"
many other forms of adult and extra-curricular youth education, though of course
it took different material forms. Aduli education laws and paid educational leave in
the early seventies making possible the funding of political education laid the
foundation foi practical experiments with the experiential approach. Negt's book
had a filth edition already in 1975. He himself saw his work initially as a theoretical
draCt for workers' education, but his approach has doubtless some elements fcr a
gener:41 theory of adult education where the question of the person is at the centre
of education taking into account his historical-societal conditions. This explains
why ma ny adult education theory designs have been developed from a direct or
indirect debate concerning the caper iemial approach and why this treatise includes
the ehperiential paradigm.

3. On Further Theoretical Developments of the Experiential
Approach

The more New's idea was applied in practice, the more it became clear that a
conceptual gap had opened up between the theoretical foundation of the first outline
for a revised workers' education and the phenomena of practical political (workers')
education requiring further theoretical clarifications. Negt had not really dealt with
workers' education theory in his other major writings during the seventies. His critics
have taken issue with his conception of experience and he has conceded that his
approach lacks accuracy by contributing some important clarifications (Negt, 1978,
1980). Brammerts ci al. (1976) argue that experiences cannot be taken Is the starting
point of educational processes because no valid knowledge could come from them
(similarly Werner, 1975).

Negt replies and clarifies that experiences contain factors of living presence,

I 4
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cognitions and actions, and that experience does not equal sense-data. "Experience"
cannot diresaly be caaposed to "valid knowledge". There is knowledge in experience
and workers can and do use hypotheses, analyses, and syntheses of pexceplions Or
estimations. Starting from the unity of various factors and aspects of experience and
stressing the derivation of "experience" from a Hegelian tradition (cf Negt & Kluge,
1972), Negt phrases an essential premise of learning theory: he turns against any step-
by-step etxicept of learning where different steps of experiential awareness are sharply
divided.

The most glaring misunderstanding, in my opinion, of the awry in practising the
experiential approach was indeed to organize political learning accordirg to the
following three-stage model, then as now often used as a model of temporal phases:

Phase 1: The expression of experiences (what is our reality?)
Phase II: Analysis (why is our societal reality the way it
Phase III: Actions required (what can we do against this ssicietal reality?)
Negt compares these stages with learning theory premises used in management

training and believes that workers' education striving for a raised political
consciousness. needs more that such a staged model.

The interpretation pattern approach tries to develop the "social topoi" concept and
to clarity "experience" further (Dyoowsky & Thomssen, 1982: short version in
Thornssen, 1980). The approach posits that intopretations go beyond experience.
Tney structure, interpret, and standardize experiences. Interpmtations help pc.iple to
structure events, situations, action requirements, and to put meaning into their actions.
Interpretati.ins possess their ow n r.teinal logic wlich carinot simply be derived as a
contradicmy Linm;iousnes:: orn real societal contradiaions. Interpretative patterns
are persistent and do not chz..ks snless acute =sin pmblems crop up. In such a pattcr
learnuig is undersaxxl as the dill e rentiation and c' icatior of irserpretation patterns.

I myself have tried in '162 to d'. lareate mi re striog..ntls the normative and
motivational dimensions of "i ,Nrience" usir.g central cincepts of "Critical
Psychology" (Hokkamp, 1973; ; lilzkamp-Gsterk:unp, 1975-76). AL the same time
I demonstrate -- aided by empirical matenal re: learning procvsses in poinieat
education that even those p, vdures g .:ontent and method in an
experiential approach isolate es ential I:Nets too much, so thst difficulties arise in
connecting objectively meaninglal sociocritie.:l knowledge wits the stnicturas of
meaning and interpretation, peti:cption anti as:,it;.tion of participants. Similar
fmdings are stated in a repot toil thetergesi German cu tpit teal learniog process project
(the scientific accompaniment of the so-called Paid- Eduestional-Leave Trial- and
Development-Program by Kejcz et al.. ;979-80). On a pethgogical-practical level I
conclude from 'his that traditional models of political education are too cognitivist and
that a proactive learning prtnnoting an at: tion-orient at ion , emotional ity, and autonomy
can be enriched by the integration of art forms like theatre plays, video-camera
productions, project-related action res arch, product-related learning into current
models of political education (11olzapfel & Wilke, 1987).

I 7,
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Olher Rojects of the worker's education area also emphasize the difficulties in
connecting objective knowledge stocks about work siructures and manufacturing
pncesses with subjective forms of transformation and motivations of workers.
Isenberg & Korber (1983) demand and practise therefore at least for workers
without any union function, a stronger direction of educationalworktowards the total
hfe-nexus.- manufacturing and reproduction areas (home life, leisure time, family) as
staning subjects of equal importance for education, including a better consideration
of everyday coping strategies for problems of such a life nexus (for a similar
assessment conmraing union youth education see Fiedler et al., 1987).

Albeit & Wollenberg (1982) are scept ical of 1l endeavours to improve the thecartical
foundations of the experiential approach especially in the direction of didactic-
methodical considerations. They reject the "epistemological differentiations" of
Neges approach and plead for a foundation of the experietuial approach as a concept
for a political programme biased towards the "raw materiel of proletarian experi-
ence" (Negt & Kluge, 1972): It is the analysis of the daily founs of workers coping
with life. "Oral history" and biographical research therefore becalm essential points
of reference to reveal workers' "Eigensinn"2 which has always enabled them to
organize their own life and to fight for their interest even under alienating conditions.
They set forth their position ma very comprehensive ov erv ie w of allother contribu lions
to the experiential approach (for other overviews, also those beyond workers'
education, cf. Gieseke-Schmelzle, 1983; Alheirn, 1983).

A cautious overallev al u ation of previous discussions shows a differentiated picture
of possibilities and limits of the experiential approach: Theoretical considerations of
"experience" and empirical research in practical pilot studies have made clear the
limits of didactical implementations of experiential learning conceptions. It would be
appropriate to speak of a realistic turn of the didactics discussion in political
education. This kind of necessary concentration on those processes which really take
place in adult education is no withdrawal. It can sharpen the mind for educational
possibilities and free from omnipotewe fantasies and the mostly ensuing frustration.
Munings of a pedagogy/anon of comple x problems of the constitution of consciousness
are relevant in this context, unless they in turn endow their political programmatics of
an experiential approach with overdrawn expectations and reject apodictically any
form of adult education considerations.

4. Everyday-, Participant-, Self-Orientations
Theoretical and practical difficulties with Mc experiential approach in workers'
education and other fields of political adult education also to be seen on the
background of far-reaching societal crises and a conservative turn in politics were
reasons to adopt various adult eL:ucation conceptions: Everyday life and everyday
knowledge (phenomenological, ethnornethodological, marxist, and symbolic
interaction approaches). There was also the rise of new ,9ocial and political movements
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which had their political point of departure no more in the conflicts and frictions of
manufacture but in areas of reproduction.

Von Werder (1980, 1982) criticizes on the suength of these concepts that
establ ished adult education institutions do not reach the majority of citizens. He pleads
for a fundamental reorientation of adult education towards learning spheres beyond
adult education institutions (e.g. rent, housing, sanitizatice pa.oblems in local quarters
as incentim to learn for those concerned). Other authors (Knopf/M011er/Schmidt,
1978; Runkel. 1978; Holzapfel 1978) regard everyday approaches first of all as new
opportunities for further differentiation and subdivision of educational interests,
educational needs, formsef learners permption and appopriaticat, and few a sensitization
of pedagogues for the structure and complexity of learning conditions on behalf of
participants' learning processes (both for organized learning processes in institutions
and informal ones). Alheit (1983a; 1983b) agrees. but points a warning finger to the
danger of "colonizing" and "pedagogizing" participants life-worlds by an everyday
orientation.

Everyday theories in adult education interested in differenti ated learning coalitions
partly overlap strongly in (=tem, time-span, and persms with those experiential
approaches presented in section 3. Altogether these theoretical attempts share a
common interest in knowledge: the quest for a possibility to connect alienated
individual interests with a societal development under a utopian perspective of
freedom from alienating manufacturing situations.

With regard to the learning and education of adults this interest in knowledge
always leads to a social science or sociological examination of the learning and
education requirements of potential and actual course participants whatever the
organized learning context.

This approwh overlaps with other adult education theories that use social science
or sociological arguments and centre on the sounding of learning and education
requirements. This refers mainly to those approaches of adult education theory and
didactics which use "everyday-knowledge" (phenomenology, ethnomethodology,
symbolic inter-actionism) to define the social determinants of learners and the
interaction processes of teachers and learners and which usually abstract from societal
and historical determinants of daily life and everyday consciousness (cf. e.g. Mader
& Weymann, 1975; Mader & Weymann, 1979; Gerl, 1980; Dewe & Wosnitza, 1981:
contributions of Breloer, Siebert , Ebert & al,. and Schmitz, in Schlutz & Siebert, 1984;
Tietgens, 1980).

Looking back we can say that during the boom of the everyday-knowledge debate
these points of contact between various adult education theories were less prominent
that their differences. An empirically substantiated theory of adult education will have
no choice but to integrate various everyday approaches in a synthesis that includes
adult education queries.

Central aspects of the debate concerning experiential and everyday orientations
also appear of course in adult education theory under the label of participant and
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addressee orientation (cf. Mader, 1981; Breloer et al, 1980). The most general
conceptual cement of participant orientation comprises the principle that adult
education has to start from where the participants are (with a: dick previous learning
experiences) and not fron a "subject matter" (Tietgens, 1980:177). Since the
experiential and everyday approaches have mainly tried to clarify tlx learning pre-
conditions of participants in educational processes (in the end always with regard to
teachable stocks of knowledge),3 these theory elements of adult educaticat can also be
discussed under the aspect of part ici pant di =Lion competing and compared with oiler
theoretical approaches. I would say that participant orientation is the smallest com-
mon denominator of most adult education theory elements. This i s particularly evident
in conference papers of the Gelman Society for Educational Science, Adult Educatica
Branch, Autumn 1980, entitled Theorienzur Envachsenenbildung (Theories of Adult
Education) (Mader, 1981) with widely differing contributions from various domains
of sc ience trying to clan fy the principles of participant direction, life-world orientation,
target group orientation, and everyday-world orientation (Mader, 1981:1; cf. also
Breloer, 1980, where most different theory fractions of the adult education debate are
reviewed and assessed). If participant orientation is to be more than just a collective
term for most heterogeneous theories, research outcomes, and didactical-methodical
principles of adult education which intend to build up a theory of adult education
didactics by determining learning conditions of participants, then it could perhaps be
achieved by making participant orientation a theory focusing on adult education with
a precise content dealing with relevant theories ;old research from sciences to which
adult education refers (cf. Siebert, 1981:96).

The concepts of experiential everyday,, and participant orientation hitherto referred
to criginated in the course of a social science interpretation of adult education
activities. This social-scientification of adult education has in recent years not only
been seen as a necessity and opportunity, but also as a problem. The criticism was that
in spite of all concentration on the subjevtive conditions of socio-politically motivated
adult education, the individuals themselves found little consideration in these concepts.
In the early eigrojes this resulted increasingly in the development of theoretical
approaches enriching the concept of experience by making "the indivkival the sys-
ulmuic starting point" and theory building "sticking to this focus of considerations
and activities" (Kade, 1982:11: cf. also, as an example of this discussion, Geissler &
Kade, 1982).

This turn to the se if in the di. ,ate of adult education got various labels (biographical
orientation, reflective turn, identity learning; cf Geisshl & Kade, 1982 for this
discussion). It can be rated as a necessary swing -a the pendulum in opposition to the
danger of a socio-political instruinentahi.at ion of adult education and Is an expression
of a societal erosion crisis.

A bias towards a new inwardness and the danger of a therapeuticalization of
educational processes in the COUTSe of such a turn towards the person have been
mentioned warningly. it is indisputable that this accent on individuality is an

1 S
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exwession and a consequence of a crisis in political thinking (cf. articles by Siebert,
Nuissl, Heinen-Tenrich, Beer, in Sieben & Weinberg, 1987).

The occasional high esteem foralternative"poliOcal education (Heger et al.,1983;
Rinunek,1986) and for concepts of "ecologicallearning (Michelsen & Sieber 1985;
Beer, 1982) cannot (and panly wishes not to) obscure this fact. In these concepts as
well often developed and applied in close contact with die new social and political
movements experiential approaches of the recent kind play an important role: it is
all about fresh experiences with the understanding of nature, engineering and science,
fresh experiences with a healthy life by a different nutritice, medicine, and everyday
practice of health exercises. These recent considerations about adult educaticsi also
show the first signs of overcoming the crisis in political educatim by making the
"subjectivation of the political" a basic requirement (Heinen-Tenrich, 1987:36).

S. Three Theses from a Vantage Point

(1) Experiential and similar paradigmatic approaehes belong to the most important
theories of adult education in the Federal Republic of Germany. Th".s must not
obscure the fact that they cover a rather small section of .ation,
namely political education and certain fields of general and socia-cultural
adult education. This disquieting fact should provoke ie question whether and
how far adult education experiential-approaeh theories are esoteric and exotic.

(2) Compared w ith other themetical oensiderations in adulteducation the theoretical
approaches remain fractionary in spite of their elaboration. In view of the
global problems and their generic, societal, political, economic, and individual
aspects more differentiated and comprehensive theories are mcessary where
an experiential approach could be one aspect. In my opinion we need a
comprehensive concept of general miucat ion comprising the traditional central
contents of the experiential approach (society and individual), but enlarged by
other essential dimensions (nature, economy, engineering, culture).

(3) Paradoxes of experiential approaches are a special challenge to such an
aggregate concept: The more our seases have become unreliable in this world
of sc ience and engineering, the more they will be depri ved of their perceptibility,
the more we are simultaneously affected by these scientific and technical
developments in 01,1i daily lives (you cannot see and feel the preservatives
in fresh food, not atomic rays: politicians and scientists are armchair planners
of an economy and technology no longer touchable and visible, with
immeasurable consequences for other people both around them and far away,
etc.) the more it becomes imperative to provide permanent space for
experiencing nature anti society, so that experiences of potent ial individual and
collective developments can be felt, seen, and made from there; th T. more
necessary becomes the appropriation, transformation, and teaching of abstract
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knowledge stocks for more and more people in such a way that they can be
made understandable and compliable from within such expexienti al space still
available and expandable.

Awlers (1956) has aied to capture the necessity and difficulty ofhaving our actions
guided by our senses and experiences. He calls it the "Promethean Gradient":11The
difference and slope of various abilities, from the extent of our engineering mind to
the less sizable imaginatiem and on to our feelings a.'id responsibilities unable to match
the possibilities of such an engineering mind (Anders, 1956:267-268, on the Bomb,
§1; for adult education cf. Gronemeyer. 1989:15I1). He goes cm to talk of dm necessity
"to foim the ethical imagination" and of the attempted development of a "plasticity of
feeling". Is not adult education able and obliged to contribute? Is the enlargement of
a sociological imaginaticm by ethical and intuitive dimensions '.1 stake?

Summary: During the last twenty years experiential orientation has become one
of the cerural directions in the consent and method related theory and practice ofadult
and extra-school youth education. Basic trends of the theory debates are tracedfrom
Oskar Nee s Sociological Imagination and Exemplary Learnings in the early sixties
onwards.The connectionof the debate about an experientialdirectionwilhother basic
approaches are shown (everyday-, participant-, and self-orientations). Relationships
(and breaks) in the theory debates within societal developments are outlined. A
concluding section examines the current range of the experiential approach for
various areas of adult education, mentioning e.g. the paradoxes of and in such an
approach, one of the major challenges for self-orienuited education,

A Note on the Author
Giinther Holzapfel. Professor Dr, rer. pol., sociologist, born in 1941. Member of the
research staff, Heidelberg Study Group for System Research. 1969-1970. Staff
member (1970-1974) and Managing Director (1975-1977) of the Study Group for
Empirical Research on Education. Assistant Professor at the Institute of Adult
Education and Social Pedagogy, Free University of Berlin, 1976-1979. Profzssor in
the Depanrnent of Adult Education, University of Bremen, since 1979.

The following scholars influenced my professional work and thinking profoundly:
First of all Max Weber (his "basic sociological terms", his essays "on the methodology
of the social sciences", and his writings on religious sociology, such as the The
Protestant EThic and the Spirit of Capitalism. iiirgen Habennas certainly comes next
with his earlier books on Strukturwandel der Offenilichkeit (1962). Zur Logik der
Sozialwissenschaften (1967 with additional material in 1970), and his contributions
to a socialization theory based upon a hermeneutical. social theory of communication.
Then there are Karl Man: 's early writings (his understanding of the changeability of
sr .!..ty) and Freud's psychoanalysis. Last but not least 1 would mention Negt's
So..00logical Imagination.., because of his direct impact on my ideas concerning adult
and workers' education in particular. Recently, through the "critical psychology" of
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Klaus Holzkamp and Ute Holzkamp-Osterkamp, I became interested in A. N.
Leontjev (1903-1979).

2

Notes

Nem often talks of educative teaching jEl in tit context of workers' education
(1975; pp. 16, 18, 19, 75, 80). It would be irneresting and necessary to clarify the
relation of this tenn with education IB] and learning in this treatment. Educative
teaching usually has connotations of a "trainee's" dependence on a "trainer". Does
Negt consider such connotations of his concept?

making stubbornly sense on theirown (behalf) [M.H.]
On a theoretical ley el "sharing experiences" versus"teachingsystematic knowledge"
has always been a mock comroversy. Since the discussion of "Sociological
Imagination and Exemplary Learning" the focal point was exactly how to ceamect
educational coment with personal and objective learning requirements of the
participants, never whether systematic knowledge or experiential knowledge (and
reflection) are the centre of educationalprocesses. On a practical level of educational
work (panicularly with short-time courses) bothelements (content and experience)
can beevme so divergent that they are hard to connect at all.
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The Biographical Approach to Adult
Education'
Peter Albeit

Life ran only be understood barkwards.
ln Ow meantime, it has tv be lived forwards.

Kierkexaard

1. The "Biographical Question" as a Challenge
Kierkegaard's ironic remark is amatingly up-to-date and points to a dilemma when,
on the one hand, we have scholarly interest in biographical questions, and . n the other
hand are urged to transform theoretical insights into perspectives ci elaicational
action. Professional adult educators who, in a "biographical paradigm",. consider
learning processes to be meaningful, do indeed face this very problem: No sylner is
fmh wicial science knowledge about "biography" absorbed, than practical appliw'rin
has already developed a long-felt need for didactic "recipes". The time for understanding
life is in conflict with the necessity to get on with it.

It is true that the subject of "biography" is not unfamiliar to professional teaching.
The genesis of humane p.,dagogy is intertwined with it (cf. Misch's four heavy double-
volumes, 1904ff, as just one example), and its affinity with the classical task of adult
education, to accompany people on their lifelong learning journey, is s.gnificant (cf.
Sehluu, 1985. for a fascinating summary And yet, there are indications that tht: recent
use of "biography" as a concept c.Inirises more than these familiar associations.
Contemporary life-courses seem to have become harder. rite traditional anticipations
of life's phases and scripts are in a muddle. At least, certain indicators which are highl y
intriguing from an educational point of view, can hardly be overlooked ,my longer.

Noticeable are, first oiaH, some frantic shifts in lifetime budgets in societies of our
own type. Not only is the youth phase expanding by undesirable, long "moratoria" (cf.
Fuchs. 1933; Allerbeck & 1985: Fuchs & Zinnecker, 1985; Zoll et al., 1989;
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to name but a few), but so does the phase of Lae adulthood. Still in 1940 the average
American adult spent just seven per cent of his lifetime in retirement. By the end of
the seventies it was iwemy-five per cent (cf. Torrey, 1982, similarly Koh li, 1987).
Even intimate, individual time-budgets have, statistically speaking, changed noticeably.
The period of active parenthixxl has markedly shrunk compared with the Mneteenth
century, whereas the role of clnldfxxxl has considerably expanded within the lifespan
(cf. Gee, 1987). For the first time in history individuals spend more time of their lives
as children of parents still alive than in the role of parents of children under the age of
twenty. The -aging child" is an expression not at all absurd (Watkins et al, 1987). The
profile of adulthood has obviously shifted.

This tendency is reinforces by parallel developments: Besides the time-budgei, the
"blueprint of a normal biography" is in disarray. The social institution of a "life's
course" (cf. Kohli, 1985. 1986. 1989), organized around a working life biography, is
becoming more and more diffuse. An unproblematic sequence of phaseslike "learning
and preparing". "activity", "rest" is valid only for a small number of predominantly
male life-courses in our culture and eivilizaition. Transitional phases have long since
become a social predicament (cf. Heinz, 1987). Ever changing status passages loom
large. At the same time the importance of the active phase of working life starts
dropping and moving away from the life-course centre. Not only does the time of
gainful employment drop, but the structure of the activit,v phase changes as weli.
Phases of working are inten-upted by those rif new prepar.aion Processes of adult
education supplement and overlap active occupation. Adulda in0 is no more coupled
unreservedly with atypical activity of male full-time jobs.' It lo*s as if, in this process,
the focusing strength of the protestant work-ethic one of the c st effective patterns
of modern capitalist interpretation also declines (cr.. Weber. 119041 1920). N.rw
post-materialistic dirmtions become visible (cf. Inglehart, 1989, to name but one), or

in other worth, a certain -feminization" of the life-course rule. It is not
unthinkable in the near future that we shall interpret our life-courses either as
biographies of cultural education 1131 or, alternatively, as biographies of self-
actual intion, with biographies of working or occupational careers becoming peripheral.

In this process "life-trajectories in social spaee" (Bourdieu) are nearly bound to lose
their straight course. Class, sex, generatim still have their part to play as "biographical
resources" (cf. toenung, I 989), but their prognostic value for the perspectives of factual
life-courses appears to be lower. Col k.ctive, biograpl tic al patterns tend lobe marginalized
by individual risk situations (cf. Beck, 1986). Longitudinal studies of women's working-
life liiograp''ies evidence a surprising richness in complexity and differentiation (cf.
Moen, 19/0). Research made in naditional, homogeneous social settings reports
growing eroSion processes (el Beck, 1983; Moser. 1984, to name but two). Comparative
studies within the siune age cohort show an increase of heterogeneous life-courses
particularly at an advanced age (cf. Dannefer, 1988; Dannefer & Sell, J988).

it seems to be more problematic "to live one's life". Traditional hfc-scripis Jose
their accuracy. Biography itself has tvcoilw a learning ground where nimsi lions must
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,;:;

. Will our future life-plannim be burdened by a house cc would we rathermanage
-,1 without fmancial ties?

Are we to join a political pany or stick to a more private life?
Do we insist on a return to work cr spend all our effons cm family and children?

. .

So, biographies convise both: emergence and structure. The two important and
problematic aspects of any scientific interpretation of the social wcrld, the object and
subject perspective, are integrated here, already at the very level Dian:fete actitm and

., not after the event, by theoretical reeiXISITUCliCe Ws here that the concept ofblograOy
finds ha decisive, Megic importance, and it seems reasonable to describe this special
"perfonnance" in greater detail.

A person's contingent efforts, necessary for developing an individual biography,
appear to require latau structures. Individuals have very concave, biograpthical
experkmces which, in turn, enable them to do and act sensibly. But what dowe mean
by "experiencing"? Evidently, the process is anything else but trivial. We dont*have
any randomly imaginable experience; the exPeriences are our "very own", our
ccmcrete biography has drawn boundaries around our sedimented, experiential
krowledge in space and time in space, because the social field as experienced is
largely determined (cf. Bourdieu, 1978), in time ,because biographies Lore a beginning
and an end.

Moreover, the statement that experiences are "our very own" is fraught with
waning: "ExperiencP means to know now better than before" (Fischer & Kohli,
1987:32). This may happen differently, by finding that our current experiences
=Finn our previous, biographical knowledge, and by unproblematically integrating
biographical "novelties" into the available pauem of interpretation. Our implicit
knowledge is strengthened, we know "beuer" than before (cE in detail Alheit &
Hoeming, 1989). Or, we cannot build in new experiences without upsetting the old
experiential resources. We are obliged to revise our biographical knowledge. This
frocess will also lead to knowing "better" afterwards.'

Two aspects are of theoretical interest: Experience is always acquired on the basis
of available. organized knowledge. There is no experience "in itself'. Our experiential
gain is in the words of Schutz and Luckmann"aniculated biographicall y" (1979,
1:8511). On the other hand, the structure of our biographical knowledge is dependent
on the present perspective. The emergent, actual experience may well change gmwn
structures. "Biography" as the meeting place of personal experience in time is a
fascinating example for the ambiguities of social life: The concept stands, on the one
hand, for an always individual, yet not at all random structure of implicit knowledge:
on the other hand it represents the emerging experience, alive and present, perhaps
shedding a dilTerem light on the biographical past, keeping the biographical future
°Pen-

h looks as if we had another concept for the Arlative openness of our biographical
future, bordering equally and exclusively on the emergence dimension of the
biographical: the conceptof action, being an activ ity laden with personal meaning and
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hnentionality. Closer examination reveals, however, that such action is not fire of
ambiguity either. A certain action that we choose and provide with a specific personal

meaning, after the event possibly comes out differently. The situation andconsequences

of the actics were unpredictable. The action outcome runs counter toourexpectaticals.

Others may have assumed a wholly different meaning. In other wtrds, potentially each

cowrie action so to speak will exceed tic actor's intention and meaning. The perstmal

intention of the action is just one of many otherpossible meanings (cf Fischer & Kohn,

1987:37).
One explanaticn of this characteristic feature is the assumptitm that behind a

personal, intended actice lies a structure also in operation, because we are not at all

required to perform ceaselessly intentional actions with far-reaching biographical
consequences. For long periods of our lives, other decision makers (family partners

a' institutional protagonises) deal with that which will influence the next stepsp(ow
biography. It is plausible to suppose that the decisive points where we engage in
actively managing our biographical future, also cannot be dissociated from structural

caiditions and have a "logic" reaching beyond the ernel actkm framework. Schinze
has used examples of biographic al " trajec tones" or "chan se. processes" and has shown

convincingly in theory and practice that structure . ir.deed imposing certain actions.

can dominate biographies for long periods (cf. See 1981, 1984). In contrast, Kohli

has used the construct of "the most likely pal'.. 1981) as a less dramatic valiant,

but his solution as well points to an ulteriei structure of everyday agents.' Herr again

we can obsvrve this biographical ambiguity between emergence and structure.
We may therefore sr..e biographies as sequential orders of pre-given societal

"patterns" which camiot be changed at r aadom. This is the structural aspect of the

biography. In view of contemporary signs of erosion, it is probably necessary to
specify with precision the plausible construct of a life-course which has been
" institutional ized" (Keith , 1985, 1986) in the modernization process.' The elaboration

of biographies with shorter ranges, as proposed in Schatze's "ProzeBstrukturen des
Lebensablaufs" (Process-Structures of the Life-Course) (1981), will certainly remain

a sensible desideratum. On the other hand, we cannot comprehend biographies

without the dimensions of emergence and self-willed individuality in the laic graphical

process.
This double perspective, though, must not be thought of as the harmonious

reciprocity of two levels: The dimensions of emel pace and structure, and the
perspectives of person and object do not in directly. Theirrelation is one of dialectical

tension, the foundation of any subjectivity. Biographical action is guided by socially
pre-given developmental patterns, needs then: and cannot escape their constraints, but

it is not absorbed by repetitive action. It does not merely reproducv certain social-
structural cznditions on an individual level, but "has always the additional character

of an open design" (Kali, 1985:21). Experiences and action patterns acquire6 in the

biographical journey do not simply add up. Qualitative leaps, breaks, surprising fresh

starts, moments of einet gence and autonomy happen, and this very ambiguity makes
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bit graphy as a social phenomenon so interesting fix a cenceptual strategy. It is not the

.theoretieal effectiveness of sociology or pedagogy, various identity Ix socializatitm

concepts in particular, but the social reality encapsulated 'iographically which create
.the productive tension between the perspective of the Jerson and the objm, both
essential for any pedagogical inquiry.

3. The "Biographical Paradigm" in Education
It comes as a surprise to find this dialectic already in a classical text of pedagogy:
Schleiennacher, in his 1826 pedagogical lectures sets a twofold task to any goal of
educative teaching [El: "namely,makMg fit for the community, and the development
of personal character" (195766), or, in modem parlance.coping with structures and

being open to redesigning one's own life.
At a highly abstract level this double option is cenainly a triviality of educational

thecry building. However, tracing back the historical traditicas of education science

with a critical eye, it becomes obvious that this dialectics has not had formative
influence on concepts. Classical cultural-educational [13] theories often hypostatize
the unfolding of the individual, detached from structural caiditions, paving the
way if at all for "the development of personal traits" of the socially privileged
(ef. the pertinent criticism of Schulze 's, 1985:29). The "toughening for the good of
society" at the expense of personal traits has resulted in some rather frightening
examples in our century (cf. Garnm, 1984, among others). Even the defence of the
individual, the battle cry of critical theories of upbringing and education, calling for

the defence of the individual against societal instnimentalization with their
concepts of "emancipation", "mature independence", or "self-determination"--- is
keeping peculiarly aloof from the concrete individual (cf. once again Schulze,
1985:30).

The recent prominence of the biography concept also in educational science
contexts seems to have less to do with the critical reflection of educational
theoretical traditions of the last two centuries than with contemporary symptoms:

Evidently more than ever before, individuals themselves have to strike a balance
between objective requirements and subjective idiosyncrasies. The "toughening for
society" and the "development of personal traits" can scarcely be integrated by
institutions. The biography itself is becoming the focus. The biographies on their

own "must link several jields of experience and action on pain of personal
breakdown or permanent social handicap... They must even balance outwardly
irreconcilable demands and requirements of various institutionally differentiated
subsystems, learning and living areas, which otherwise they could not cope with
each and every day... it is individuals, instead of the socialprimary group, who are
becoming the centres of cooperation and coordination for actions and life-plans of
different people...They actively create sociality or are threatenedby social isolation

and loneliness" (Körber. 1989 :139).
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This downright, pointed diagnosis of our time is undoubtedly pressing for
echwatkmal-tlworetical consequences It has also been given the eye-catching label
of the emphically rather controversial "individualization-thesis"w (cf. Beck,
1986:20511). It appears to be plausible to connect the growing importance of the
biography theme in education with this prominent diagnosis of our time. This
contemporary symptom does not guarantee a convincing theory, indeed has not lead
to a consistent concept of"biogiaphical pedagogy", yet resulted in a number of more
or less elaborate approaches which deserve a closer look. Sir. of them will be studied
and critically examined:"

3.1. The anthropological approach,

3.2. The compensatory approach,

3.3. The autobiographical approach,

3.4. The historical approach.

3,5. Tlx intercultural approach,

3.6. The emancipatory approach.

3.1 The Anthropological Approach
This label covers the best established and elaborated "biographical theory of education"
[E] in the German-speaking linguistic arca, developed by Werner Loch and his
students (cf. Spanhel. 198S. to name but we). In his masterpiece Lebenslauf and
Erziehung (Life-Course and Educative Teaching) Loch follows the humanistic
traditim (and Dilthey inparticular) (1979: 121 ff), expanding the pedagogical vitalism
by phenomenological :aid linguistic aspects (cf. Loch, 1981:3711). Loch tries to
substantiate that "in the course of time, the human individual, once born, has to and
usually can develop a range of abilities which may be presented as a meaningful and
anthropologically required sequence of capability-stages" (1981:33). He calls these
abilities and capabilities which bring to mind classical stage-theorems of pedagogy
and developmental psychology "cuniiallarcompe tette ies".""Curric ular",of course.
has little to do with technoc7atic, so-called "curriculum models", but rather refers
explicitly to the Comenius type of curriculum vitae meant to ensure a holistic
education process.

Loch posits a "staged ladder of capabilities" all human beings have to pass through
in order to be able tocope with certain "curricular situations"or 1 ife-events (1981:4111).
If curricular competencies and curricular situations lack synchronization, "learning
impediments" occur and educative teaching is most relevant. It tries to courier
impediments by "learning aids". Biographical developments may lead to a variety of
"curricular conflicts" (frictions between canpetencies and situations) to which so-
called "curricular education patterns" react. Within what Loch calls an "egological
model of educal: Teaching", a process unfolds which he calls the "cross of educative
teaching" (1981.
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Competencies
(Learning Abilities and

Capabilities)

Curricular Patterns of
Educative Teat:bins

(Learning Aids)

Conflicts
(Learning lnipediments)

Situations
(Learning Tasks)

The clarity of the scheme also brings out its limitation: The consistency of Loch's
biographical theory of education is due to its ahistorical refereme to anthropological
constants. It is true that Spanhel, among others, values Loch's conception on the
background of acute modern crises (1988:7ff), but he cannot explain away the
societal-theoretical gap of the theory. The "pressure to design one's biography"
burdening the individuals of developed capitalist societies (cf. Fuchs, 1983:366),
cannot be written off by ahistorieal "curricular competencies". Biographical
developments themselves change with historically modified leaning tasks". In the
context of concrete biographies, structure and emergence do not fonn a "prestabilized
harmaiy", but an area of tension changing the biography. Loch's conception is
interesting because of its convincing linkage between biography and educatice
theories (cf. Kaltschmid 1988:10611 for more detail). Its practical use for adult
education, however, is limited," for it provides no convincing answer to current
societal crises and the consequences of modernization, both intervoling in
biographies.

3.2 The Compensatory Approach

Concepts focusing on situations of biographical crises claim to provide exactly such
answers. It seems adequate to use the descriptive, but general label "compensatory"
because educational processes deal at least indireetly wi problematic situations
in an adult's biogn.phy, and with overcoming difficulties. A rather successful
paradigm, giving access to biographical crises, is the "critical life-events" concept (cf.
Hipp, 1981, to name but one).11 is, apparently, unproblematic to identify such topical
events (cf. Breloer, 1984; Siebert, 1984; Kade, 1985). They coincide with risky

7
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situations mainly in social status passages, e.g. in the transition from edveation to
occupadon, on re-entry into a job, on the threshold of retirement.

On closer inspect on the apparent plausibility of this pedagogical access to a
Nog*); is becoming more problematic. The phenomenon of "critical life-events"
itself and lie particular way of ;ndi vidual treatment are rnore ambiguous than the much
used lists of events suggest. From a pctson's point of view, apart from relatively
standardized social status pa S' ages, any number 1 i le-events may become "critical":
Fmm an awkward humiliatioa, or the birth of one's first child, to a serious accident.
The woblem is b13 a theoretical multitude of constellations, but the fact that eachevent
may haee completely different consequences in various biegraphies. The birth of a
child te a CUUer-wanitil may lead to a dramatic internal struggle with the revision of
her life-plan, w hereas a well -off *let ish" father will perhaps have moments of deep and
unexi :mit joy.

Critical lk-evems happen at sp.' ific forms of biographically accumulated
expet 'tenet! and currently dominant proeess structures of life's progress. It is extremely
Important whether they hit biographies at a time when the individual is, to a large
extent, free to act, or when lass of control and trajectory-like entanglements prevail (cf.
Schiitze, 1981:88ff: Albeit, 1984a,11:3711). Besides, their management is contingent
on the surrounding world of the biographical agent, on the functioning of the social
or family setting to which he belongs (cf. the critical remarks of S iebert, 1985:440. Not
the event itself is decisive. but the biography on which it impacts. A reasonable
application of the "critical life-event concept" in education would require either solid
empirical experientxs with biographical developments of certain selected groups, or
a convincing biograpthcal theory for a framework that could adequately handle
ambivalent, critical life-events.

Schuchardt has made a valuable attempt at analysing the biographies of handicapped
people by tracing the comparatively precarious examples of all people involved
coping with crises in staged processes during marked critical life-events (cf. her spiral
model, 1980:113). She does succeed in propusing an empirically grounded theory of
"learning to accept" fir the handicapped and the regaining of autonomy to act. The
learning process from cognitive realization via emotional acceptance to active
participation is on a plausible footing because it can also be interpreted as a "healing
process". The compensalory-educational intervention is guided by a therapeutic
paradigm. When this model is generalized for adult education, though, the dilemma
of bl urring conce pis such as "therapy","researcli", and "ed uc at ion" arises. Sehuchardt
pleads emphatically for these area boundaries to be abolished (1987). The fuzziness
between "learning" and "healing" is thus becoming a problematic, great area (cf.
Mader, 1983, for a critique of this kind of merging tendency). A "biography-guided
aduh education" is, as it were, vanishing behind the dim contours of an over-expanded
therapeutic setting (cf. also Holzapfel, 1989)) 4

This tendency towards a professional blurring of boundaries is but the emphatic
expression of a general trend in West German adult education. Since Schmitz in
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particular following Oevermarm's professionalization concept has attached the
label of "vicarious interpretation" to adult education (cf. Schmitz, 1983, 1984), the
professional self-image of andragogues seems to shift successively from educational

therapcatical interaction prowsses. There can be no doubt that Schmnz' considerations
are valuable also on the background of biography-guided education processes.The
idea that each individual "is principally unikr pressure to keep sink actions cvmpatible
with his biographically stratified action plans and as rules" (Schmitz, 1984;118) is
biographically-theoretically important and has also a compensatory-therapeutical
impetus, for it includes the anticipation of failure: "If reality is a socially construed
nexus of meanings, than this nexus is operative only as long as it is kept alive by
meaningfid interactions... Only this long will it be his reality and only this long can
he recognize his identity in that reality" (1984:118). If this "reality" is becoming
doubtful, adult education can provide a certain distance to an unmodiated insecurity,
can clarify possible contradictions between "subjective" and "objective" reality by
offering knowledge and a mediating role in helpful discourses (1984:120f). Adult
education is "therapeutic" in a paradigmatic sense, hut without unwittingly crossing
the professional bounds of dierapeutical settings-- working on the "inner reality"
(1984:119).

addi tion, adult education benefits from Oevermann's"wide" concept of therapy.
Continual modernizatkm pushes make personal sense-bestowing a fundamental
problem. Meaning is less and lem guaranteed by the indiv iduals' unquestioned sharing
of culture and society; its creation is left to the people themselves who are structurally
overloaded (cf. Oevermann, 1981). The process does not exclusively lead to
"pathological", but also to quite "normal" integrity shortcomings. Professional circles
feel an increasing demand for quasi-therapeutic help in problem treatment, a demand
gonig beyond curing clinical "pathologies". Adult education as well is taking on
"therapeutic" function (cf. Koring, 1)87, in great detail).

Behind this plausible eonstruct of inofessional, theoretical legitimation, some
serious aporias lie hidden. 'the radical objection by proponents of a structuralist
discourse analysis-- professional treatment of "modem" lack of meaning would just
increase the deterioration of traditional, meaningful resources (cf, Foucault, 1971,
1974; also liabermas, 1985; Weymzum, 1989). will be put aside here. For adult
education it is more importaw to point out the real danger of a globalized lack of
integrity or identity losing touch with the concrete ;Mils of quasi-therapeutic activities.
A subjective lack of mean i ng generated by SOCicty cannot simply be treated individually;
"the loss of meaningfully inkkraied social worlds is hazing not only the 'diem' , but
also duprof essional who is here becoming a 'client' himself" (Gildemeister & Robert,
1986;13). There is indeed no reason for the quasi-therapeutic process to be spared a
loss of meaning, and for vicarious interpretations to be structurally less dal, .ged than
"primary" interpretatioas of ordinary hunnui beings.°

It is symptomatic, by the way, that the postulated normality of an identity crisis has
long since given up the independence of the biographical dimension. Out lives are not
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just successful or unsumessful self-interpretations, but also chains of events that
happen and must be dealt with. Certainly, each event must be fa into our experiential
housing. and this means also" interpreted", but it will remain a recallable narrative that
istogether with other stOlies the very gist of one's life. This emergent potential
of any biography is underestimated, if life-courses are considered only in the light of
lacking integrity quasi-therapeutically to be compensated for (cf. Albeit, 1988, for
further discussion). Compensatory approaches of biography-guided adult education
remain attached to an artificial construct of "normality". They conceive of learning
processes mainly as (guided) adaptati on processes. Subjectivity, as =emergent action
prXential capable of actively countering societally induced disintegration processes,
is thus getting out of sight. Biography is understood as a usually damaged outcome of
"modern" developments, and not as an authentic process in transition, as an always
personal "answer" to modernization.

33 The Autobiographical Approach
According to its aspirations, at least, this opfion relics on concepts derived from
autobiographical nvollectil.MS. The methodically most advanced variant approach,
much used in adult education courses, especially in the United States, is undoubtedly
the "Guided Autobiography" technique developed by Birren (cf. Birren & Hedlund.
1987; Mader. 1987).'b Its characteristic procedure is a "topical approach", a guided
nvonstruction of the biography by themes. He lped by a limited number of"generative"
themes (family, death, body. money, Uwe, and others) autobiographical experiences
are remembered, exchanged, worked throLgh individually, in small groups, and in
plenary sessioos (cf. Mader, 1987:611).

Unlike the other concepts of biography-guided adult education discussed earlier,
we find here that the cultural educational pe7vective is expressly made the centre:
method and didactical pnnciples are well founded and made transparent (cf. Mader,
1987:13-21 in extenso): Each theme is considered earnestly in its own right and
constitutes a distinct learning unit ("thematic e ment")." Participants are encouraged
to .jot down their thoughts atvut a "theme" succinctly and in writing ("wriuen
element"), a procedure that contributes to the objectivation of individual experience
and will promote another didactic principle, that of a personal commitment to
calm. tiv ("singul ar-reflective Oct nem"). This act ol self-examination is supplemented
by exchanging and sharing one another's autobiographical details in a small group
("social -conununicative e lei nem"). eventually aiming at a hopefully v iv id generalization
of personal experiences ("metaphorical element").

In spite of its plausible method and, in practical terms, apparently quite successful
approach to an "autobiography" (cf. Mader, 1)87), Bitten's concept does not go
beyond those approaclies criticied earlier: The "topical approach" as well similar
to the "critical h le-event approach"- tries to blaze a virtually "digital" trail into the
biography. It posits tacitly that each biography is constituted by existential "topoi" of
almost anthropological dignity

4.0
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Nobody can argue that topics such as family, aging, sexuality, or deathare not part
of human life's inventory. They do not change according to fashion. Yet thisstatement
is true only at the highest level of abstraction. Indeed, the dramatic crumbling of
meaningful interior resources in the course of plewnt-day modernization processes
has long since reached the metaphorical association-horizon of such cultural
"universals". The personal meaning of " famil y", "death", or "money" is certainly also
dependent on die social framework of the biography, what with the plurality of life-
styles and everyday worlds. A successful discourse on *poi embractx1 by a Guided
Autobiography needs social and spatial closeness, and is, no doubt, presupposed by
the concept without further rellmaion. The "element in writing", for instance, as an
essential component of autobiographical, objectivated experience, is socially highly
selective. The comept's covert "creaming-off" effect is patently obvious here. The
Guided Autobiography as well is about stabilizing (typical middle-class) biographical
expectationsof normality .and that by a learning process, not by therapeutic intervention.

The second affinity to compen satory approaches lies in a preference for interpretative,
biographical recoast mcti ons. The " them ati c", the wri nen", and also the "metaphorical
element" obli ge and direct the biography-guided discourse towards hi gher predic ative
meanings of an "autobiography": namely topical evaluations, or metaphorical
condensations. The immediate relation to events and actions-- so prevalent in
biographical experiences during a narrative recapitulation-- will necessarily recede
(cf. Schulze, 1984; Alheit, 1984a,11).

Here again it is indisputable that the re trmpec t ive interpretation of the autobiography
can have a very effective impact on the adults' learning processes. Such "biographical
portraits" wan-ant continuity and consistency of one's own life. There is also the
danger of their becoming mere illusions of a life, of the retrospective interpretation
being separated from the process-structure of living, of "biography" here as well
losing its dimension of emergence (cf. Bourdieu's provocative criticism, 199)).
Guided Autobiography can no doubt kindle self-examination of specific social life-
constructs; it will influence biographical action only indirectly, if at all.

A group of pedagogues from the University of Bielefeld are particular.ly interested
in the level of autobiographical action within an educational projeet (cf. e.g. Backe
& Schulze, 1979, 1985). They proceed expressly cross-disciplinarily (cf. Baacke &
Schulze, 1985,1), but their specific concern is undoubtedly an "educational research
in biography". The query weals to be how to redesign and expand valid oducational
instrumencs through different forms of autobiographical self-examination and self-
interpretation (cf. Bitacke & Schulze, 1985:12ff: Schulze. 1985:31f0. Learning is to
happen "from stories- (Baacke & Schulze, 1979), fur stories are close to actions and
events and can transform abstne:t insights into practical-educational processes
(Baacke, 1985:13).

Autobiographical learning in thi,, concrete sense means the discovery of the
landscape lilography", lmherto vu tually naively embedded in an unquestioned or
only temporarily problematic ego- ident y: V am mous lev els of experience, peculiarities
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of the surrounding worlds, breaks and transitions, situations and constellations as the

starting 4.9ints of developmons. roads and one-way SVCCIS, futuristic desigas (cf.

Schulze, 1985:4211 in detai 1). The independence of such an approach lies in biography
becoming a multi-layered process and not just an outcome. The aim is primarily not
the interpretation of aide's history, but in the first place its reconstruction. It is true that,
with regard to method, this concept cannot approximate the level of Guided
Autobiography. Its character is rather progranunatic; yet it could be an interesting
supplement to Birren's approach: The peculiarity of an individual biography is not
only the life-history as a specific 'Themafic structurization" (Thomae, 1968: 329f0,
but in the recolleciable life-stories.

Such a plea for a"narrative pedagogy" I las. of cour se, alsoa theoretical background.
The by far largest prop M of our actions as far as they are biographically
meaningful-- does not dispose of an Orientating framework within a biographical
range, but of a kind of "layman' s concept of the 'world' in the sense ofthe everyday-
or life-world' (Habermas. 1981, 11:206). 'Fins concept does not require higher
predicative inte pretations, but presupposes that we can place ourselves in specific,
social spaces, and that we acknowledge Mr reiationship with the historical times that
we live through. Both happen when we revert to our own history with a narrative
interest. "The narrative practice... not only serves the trivial communiccaion of
relativeswhornumcwordinate their wi ,rk, it also has ajimet ion in the setrurulerstanding
of persons who must objectify their own part in the everyday-world to which they
belong in their actual role as communicati.irs. They can form a personal identity only
if they realize that the sequence of Ilwir own actions is building a narratively
presentable lyre-history; and a social identity only if they realize that they maintain
their affiliation to soi.ial groups by interailing and by being involved in a narratable
history of collectives. Collectives can maintain their identity to the extent only that die
representatims of the participants' everyday-world overlay svfficiently and are
condensed into wipri.iblematii background convictions" (I labennas. 1981, 11:207).

These theoretical considerations ought to have definite consequences for adult
education. Apparently the development of posonal identity is gnamded less in
vicarious offerings of an identity Man in a personal, narrative recapitulation of
autobiographical experience. The point is not a naive and emphatic enhancement of
story-telling during biographical learning lvovesses, but the structural importance of
narrativity for the dart fit.:at ion of biographical actions: "From the gramnuir of stories
we can gather how we identify and describe conditions and events as they occur in the
everyday-world. how we pull together into complex units and set/lien:tab:se the
interactioro of gnnep members tri a social and historical caruem, how we expladi
indivulual actions and du, events awl happen to them, and how we explain ihe doings
of collectives and the fate they suffer- all from du' perspective of coping with
situations. In Owl...sing the narrative perspective fig a description we are
'grammatically' obliged to use an 'everyday' c.oncept ofour itli!-wor Id t4.% a cognitive
refereme-systern" t labernias, 1981, 11:207).

4.;
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This, our very knowledge-- intuitive and biographical, a "grammar of story-
telling" is a data-bank with connectives and references to be explicated in the
educational process, pending which we begin to unlerstand better not only ourselves,
but also the reproductive conditions of ou r everyday world. We expand our biographical
autonomy to act. It would be quite attractive to link these considerations of
autobiographical narrativity with the methodical experiences ofGuided Au tobiogaphy.

3.4 The Historklil Approach
The grammar of story-telling "niv yes" people, as Habermas rightly says. also in the
"history of collectives" (1981, 11:206). An autobiographical recourse necessarily
touches upon the social identity aspect. We do not simply learn from biographical
stories just for ourselves and Our life-worlds: we gain insights into cuh ure, societ
history.'" It seems reasonable to chscuss in this COMM those approaches which try to
set learning processes in nankin with expheit reference to "oral history" (cf. Gunther
et al., 1985),

Suc h concepts, however. arc hot made Upola direct association of learning and lil e
course. but of an uneresung refraction: Ihstory is to become more transparern in
life-(hi)stories; abstract societal structures in an individual constellation (cf. Albeit.
Jung & Wollenberg, 1985:21). The reason for such a view is mostly a rather didactical
argumentation: "One does not any hmger pia oneself easily into God' s pupil or the
World Spirit; it is harder to assume the positam of the mighty and to arulyse societal
problems from above as questions of order, power, or integration. ;Yr are beginning
to be more interested in ourselves and the heritage on which our living condUions,
behaviours, interprekuions, and potentail actions rest: How have perfmnance
standards been impr irued on our body? Which working and property coruhtions have
resulted in which family tonstellations? Which compelling change in behaviour and
thinking has happened by the transitimi from afteuryside to township? Which hopes
have been ckgroyed by fascism? This Chit umenhu ion() f daily trivialities , tf what even
die external history ran capture only with difficulty and methodical anagination,
inquiring into the subjeetivlly of those whom we hav. learned to see as objects of
history, into their experiences, their wishes, their power to resist, their creative
faculties, their ullerings" (Niethamrner. 1980:9).

Among concepts c)1 thk kind, a biography is primal dy not a plaix of learning;
biographical experience is convened rather into educational WHIM, and an indirect
acuss is possible through histor icai in liter my biographies, although direct contact- -
eye-witness accota 'ti Owl I -or allusior) reinaincharactelistic. Here boundaries
between political education Ili ) and "e% elyday-(hi)stoi ies" (cf. Liidtke, 1989, in
detail). between workers education al id "history flow below" (el. Albeit & Wollenberg,
1982:27411) become blurred. "Pedagogical biographies" is becoming the medium of

polincal, and cultural identity. The danger of "historical approaches" hes not
doubt in the problematic distance 1 roin the learners' biographical experiences,
possibly also in We uncnrical format ion ol uadi lions and .eonography (cf. Alheit &



Dausien, 1990), without, however, diminishing the chantx of deepening an essential

aspect of autobiographical recollection by an "historical glance" the insight into

one's own fate being meshed with the history of a social culture.

The principle of "Gitv ddr du star" (dig where you stand)Resented in a highly

.pcssular book from the late seventies by the Swedish author Sven Lindqvist (1989)

has led to one of the largest lay education movements in Europe. Sweden alone issaid

to have by now roughly 10,000 active study citeles (ef. Dammeyer, 1989:2931) whose

largest share or work is research in oral history. Learners are roativated by the

conviction that"hisityy ... has begun yesterday" and that they can understand themselves

and their lives only if they understand their own history."

There appears to be a valid query concerning similar concepts whether this

procedure can at all and meaningfully be called a biography-guided adult education.

On the other haral, we could also radically reverse the issue: Can we trace history at

all, such as it is usurped or at least superimposed to a large extentby the interpretations

of powerful organizations and pressure groups (cf. Benjamin, 1965:83), if we

disregardhuman beings w hoalthough"not always will ingly"(Marx/1,.uxemburg)

have practically speaking "made" the history? Is not a detour around concrete life-

stories unavoidable, at least for recent history. if we wish to understand the past? Can

we gather Ow Vietnam-war trauma for the United States' society, or the contradictory

experiences of the present-day, 1989-90 "turn" in Germany from official sources?

Biography-guided learning processes seem to stimulate not only adult education, but

historiography itself,

3.5 The Intercultural Approach

That :.he clarification of biographitail knowledge produces close-knit relationships

with societal developments can be concretized in another educational concept. The

awareness of migrants'"strangeness" as a social problem or the other way round

the rediscovery of "ethnicity" as a protection of psychical stability (cf. already

Murphy,1977; Klemm, 1985), hav e made biographical ly -gu ided educational processes

unusually popular in the so-called "intercultural pedagogy" (cf. Apitzsch (critical),

1989a. 1990).
The conceptual basis of this approach is, though. as simple as it is problematic. Its

core element is a "hypothesis of a modernism-differentia!" (cf. Bukow & L)aryora,

1988): Migrants spend their lives supposedly in two ineompatible "cultures", the

culture of origin and the culture of destination. The cuhure of origin is usually

identified as an kleal-type traditional pattern of living with a tinge of folkloristic

degeneration. The absorbing culture is unquestionably regarded as "modem" and

ruled by universalist-rational values. Focus of one culture is the family, of the other,

the job. The obligation to oscillate between the two cultures creates problems of

identity and integration, and requires educational assistance. 11 is of secondary

importance whether the postulated aim of intercultural ptulagogy is a kind of second,

as it were "modern" childhood (cf. [critical] Bukow & liaryora, 1988:15), or a
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"suengthening of fellowship with one's own minority"-(Klernm, 1985:181). The
outcome is a "modernization trap" (cf. Apiezsch, 1990:15). where construed almical
peculiarifies are didacticaily over-stressed for the justifieation of educational
interven:ions (cf. also Hamburger, 1988). What we art finding here is an intermting
parallel to the earlier, critical discussion of the "compensakily approaches".

In acentruing such modernism-differentials, modernization problems into which
migrants can easily get, are indeed being ignored. As a rule, their native cultures are
not at all "pre-modern". The decision to migrate often is the result of a critical struggle
with modernization processes in their native society itself. The migration process is

not a journey from an tmdesimyed, traditional world to a problemative. modem
environment, but a planned process orindi v idual modernization" (Inkelts. 1984:373ff),
clearly guided by the modernizing agencies of svhools and industrial plants in the host
societies (cf. Apitzseh, 1990:151). The problem with such a widespread expectation
is not only the danger of social disintegration, but the risk of a negative trajectory with
considerable dynamics (cf. Alheit, 1984b).'

Results of comparable, individual modernization processes are in positive
cases amazingly unproblematic linkages of ratherconventional (family-type) with
markedly modern (vocational-type) orientations especially among women: in negative
cases they signal The breakdown of biographical planning resources, because even a
withdrawal into "ethnicity" is no real way out (cf. Apitzsch. 1989b, in detail). This
observation leads to the assumption that biographies of migrants ought "not to be
interpreted calturalisticedly, in an ethnic context, but to evidence that the difficulties
of status passages pervade the multicultural society, that they are a problem of
modernizing this society, and that migrant groups do not experience them later but
rather sooner and more radic tly than other groups of the host society" (Apitzsch.
1990:18).

This example illustrates how problematic normative constructs of biographical
lift-courses or identities are for an educational concept. For the time being,
educators arc extremely unprepared for accompanying biography-guided, intercultural
learning processes. The considerable risks. but also the opportunities of modern
migrants' biographies in some sense "an; icipate" universalized, societal options in the
light of modern biographies as such. They are, therefore, in a positive or negative
senge, essential resources tor an adult education whose aim is "biographicity" the
design and manufaeuire of individual autonomy to act pending life's progress.

3.6 The Emancipatory Approach
The structural experience of unce nam. biog. aphical time-schedules, of individualization
and marginalization is also basic to educational concepts that can reasonably be
labelled "emancipatory", because they explicitly champion a change in those basic
structures which notoriously hinder the development of biographical possibilities for
cenain social groups. This is particularly true of biographical approaches in feminist
education (cf. summary by Schmeling, 1988). The latter has discovered the female

"
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biography as a "political learning area". because the societally suggested "standard
biography" has imposed an insight into the structural and I fe arse-typical inequiliLy
of the sexes: die "gender-doing effects" of the education system (cf. Rabe-Kleberg,
1986, 1987, 1988b) and the reinforcement of such effects m the status passages to the
gainful-employmeat system.

Asa rule the educal:on system does not equip women biographically speaking--
with the same planning resources as men. They are kept away from any systematic
xeparation for biographical action strategies and coping performances which are
as it were in pazing part and parcvl of the standard inventory of male socialization.
Woinen therefore end up more frequently in "education traps" and are oftener the
losers in the modernization process of the "human capital" (cf. Rabe-Kleberg, 1988a,
1988b). The reason for such a structural gap is the basic pattern of a "double
socialization" (Becker-Schmidt), namely wcanen'sdouble-bond in gainful employment
and family work This mode of social ization sums to influence relatively independent
of socio-structural characteristics, and with an amuing historical persistency the
"logic" of placement in society, in the workplace, and in society's power structure.
Interestingly enough, this "pattern" does not produce, though, any unequivocal
MOS, but a biographic variety of female living conditions (cf. Moen, '985: Dausien
et al., 1990).

We have now gained an as it were "natural" perspective of biography-guided
women's education, to which-- by the way Ruhle-Gerstel (1932), had already
drawn attention with critical remarks against the bourgeois women's movement. She
proved convincingly that "the point is not self:fulfillment, as though there were in
every woman a pre--sealed, easily available substance guararueethg the unity and
progress of knowledge The problem is to be unravelled on ariother theoretical plan:
Differences and limitations ought to be rec.ognized, not dissolved. On the march away
from oneself, there are realities to be perceived and confr owed which in fact are not
near by" (in Nordmann, 1988:121). Goal and political issue at the same time is to
overcome the individual, biographical constellation, is the "march away from
oneself'. This, of course, tackles nothing less than subjectivism. Women's education
could become a new form of interventionist learning, a kind of social movement (cf.
Schiersmann, 1983), because resisting unwanted biograpNcal, structural traps will
not only change individual Ide-trajectories. but allect the organimtion of work and
education in society as a whole.

Incidentally, it is perhaps symptomatic that nowadays ideas from feminist contexts
are obvious examples of emancipatory educational processes and no more the
concepts from traditional social movements.2' This fact cannot at all be explained by
eager concessions to the zeitgeist. The characteristics of emancipatory women's
education(B I is that biographical experience is the very starting point of educational
processes where subjective peva! ies are not only taken seriously, but the "private"
enters a politicization process.22 Collective fvrins of resistance arc not excluded
thereby, hut expressly intended (cf. Schineling, 1988:118ff), although they are "new

1")
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associations" (cf. Albeit et al., 1990, 11:91311) that do mat "by nature" convert into
collective, social aggregates, but may become a social movement by the censcious and
free decision of individuals. 'EV political learning process appears to be changing its
face at the same time. Even collective learning must, therefore, start from personal
biogaphies.

Intermediate Resume

The most interesting outcome of having critically screened various approaches to
biography-guided adult education is not the comradictory complexity of theoretical
references. The most amazing finding is the conceptional range covered by
biographically affected educational concepts: The scope of problems extends fron
indiv idual-therapy interventions to socio-pol itical commitment, from classical subjects
of general and socio-cultural adult education to novel questions of vocaticatal and
political adult education. Biography-guided adult education can therefore truly be
regarded as a kind of "hidden paradigm" that forebodes a latent change in professional
dispositions. The following section will try to clarify whether this covert syndrome
does require a more consistent framework.

4. "Biographicity" and Modernization: An Adult Education
Framework

Bourdieu has written an unusually provocative essay about the "biographical illusion"
of a life-history, it being a "perfect social artefact" (1990:80). He turns against the
complicity of biographical story-tellers interested in what might be called a "nice
story", and researchers seeing themselves as in professional quest of "meaning"
(1990:76); the product being very often that "linear" life-history which has nothing to
do with reality and, for the rest, A highly "unniodern". Taking Faulkner and Proust as
examples, Bourdieu shows th::.: the modern novel has long since taken leave of the
rhetorical conventions of narratives, clingirig to a biographical identify "al the price
of a massive abstraction" meaning nothing but the "proper name" (1990:78). Proust 's
talking of "the Swann of Buckingham Palace" or of "the Albenine of olden times"
cksignates the succession of independent states into which our life could gel Such
sequences would not ja.stify, according to Bourdieu, a "life's story", but at the most
a "trajectory" in social space "developing itself continually and subjected to unending
transformations" (1990:80).

Bourdieu's provocation is triply useful for a more precise answer to the suggested
question regarding a theoretical framework for a biographically-guided adult
education:

(1) It sheds unsentimental light on the social phenomenon of "biography" and
induces us to be skeptical of "biography" as a mere construct of meaning.

(2) It confronts us with a poignant sociological point of view and possibly
sharpens tlic eye for an educational-scientific approach to the biographical.
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(3) lir position taken is M a most stimulating way worth questioning, but for the
same reason gives us an opportunity to ponder over biography as a life- and
learning-history.

Ad (1): Beneath Bourdiett's farewell to a "biographical illusion", a specific
diagnosis of modernism is hidden. It is that kind of scepsis which labels the
discontinual experiential real ity of the "nouveauromen"as well as acollage: Biographies
are at the most trajectories in social space. It is helpful to clarify the positions
taken an the march, but there is, none the less, no coherent history. This attitude has
nothing in common with post-modem constructions, is no plea at all for "paralogical"
knowledge (cf. Lyotard, 1986:175f1). It is instead radically modem (cf. Liebau,
1990:85), seeing the dissolution of conventions as an opportunity.

There arc some other plausible, empiricil indications if we consider documents
from marginal zones of biographical knowledge: The impressive collection of life-
histories from the Piemonte Po Valley, for instance, edited by Revelli under die title
ofilmondo dei vinti Mc World of Lose rs) (1977), leads us to the limits of conventional
biographical rhetoric. Doing away with the euphemism that a life's story" ought to
be a document of a successful social integration, it reminds us of the possibility that
understanding the "conditions" people go through may in itself be enlightening.
Revelli`s remarkable collection renders us sensitive also for the less dramatic
consequences of modernism: The "normal" frictions in contemporary women's
biomphies (cf. Dausien, 1990) the breaks and "traps" while we cioss cultural bonds
and modernization levels (cf. Apilzsch, 1989a), the shifting "positions in social space"
(Mannheim [1928-29), 1964:526.'3 Biographies thus read always are also radical
documents of"the individu ars sociality" (A pitzsch, 1990:13). They kvk life "consulted
individualities", like structures of placements and displacements in social space which
can be regarded at a certain point as independent "ensenibles of objective relationships"
(Bourdieu, 1990:8 ).

This rigorous view lionizes the educat .ional-therapeu ic idea of mendable damages
of biographical identity and puts modern biographies relentlessly in their structural
context: "Dying to understand a life as a unique and self-sufficient sequence ofevents
without any other ties than those to a person,... , is abnost as tthsurd as trying to explain
a Paris rnetro- line without taking into accolint Ow network, namely the rnatr iv of
objective connections between various slops" (Bourdieu, 1990:80).

Such a structuralistically enligluened, sirietly sociological view overstretches,
though, the important reahzation of the biographic 's "soeiality" and ignores the latent
biographicity of the social: Even if in Bourdieu's metaphor the different m6tro-stops
were defined by the network of their connections, the distance from stop to stop must
still be covered. Moreover, irrespective of ihe total network, the special features of a
certain sequence of stops will identify a niatro-"line". The specific sequence of stops
has a logit of its own as well.

Biographies V01110111 such a meanmg of their own are inconceivable. Even those

PARFene,...1140.1-...,ne-r



205

biographical sequences threatened by incisive modemization processes, like Revelli's
"kzers" ate showing a certain inner consistency and are not simply kept together
merely by their proper names, as Bourdieu assumes. Nor can coherence and continuity
of biographical self-experience be simply discredited as an "illusion", because the
biography-owner cannot freely suspend his biographical knowledge in each new
"condition"of the biography; instead he must reactivate it to a certain degree (cf. Albeit
& Hoerning, 1989). h is interesting to ask, though, whedwr such biographies will still
be"wonh telling" in the future, whether they will reproduce a narratively reconstruable
"life-history" (cf. Apitzsch, 1990:18); for the narrative structure of experience is
depeneknt upon the meshing of the history of collectives (see above). If, however,
individuals in the process of radical modernization of traditional everyday-ma-Ids are
cut off from the resources of experience passed on or unquestionably shared, perhaps
a key biographical competency might vanish in the meshings of collective contexts.

Ad (2): Breaks and frictions in modern biographies cannot be denied; and
Bourdieu's critique sharpens the cyc for this fact. But is it enough to describe
contemporary livm, whose biographies undergo unplanned, but visible changes, as a
mere series of positions? Is the emergent, potential scope which, even on various
positional levels, ckses indeed exist for all agents meshed with other agents, with
influence- and power-structures even in Bourdieu's understanding truly to be
filled by fading out a biogaphical perspective, that is without recourse to action
resources stemming from earlier, individual experiences of placement and without a
conceptualization of positional opportunities which could biographically follow the
actual entanglement?

In the preceding considerations both questions have been answered intricately and
rather unambiguously in the negative. Bourdieu 's "structural ist voyeurism" seems to
be seen from this view not even sociologically satisfactory. It would be
counterproductive for a solution to the problem of an educational-scientific framework
But what could an adult education answer look like if an unreflected return to the
"therapeutic paradigm" is barred? What chance is there to understand the owners of
cornemporaty biographies not just as victims of modernization processes. but also as
learning individuals discovering fresh potential scope?

We "learn", in the course of modernization processes, to renounce unquestionably
accepted everyday security and conventions. This involuntary renunciation no doubt
contains the risk of banal forgetting, of a relapse into "pre-conventional" behaviours.'
Yet there is also a chance of forming "post-conventional" action schemes and with it
opening up quite a novel biographical scope.25 Such a possibility has always
accompanied historically preceding modernization processes. It leads to the formation
of new social-morality milieux in the constitutive phase of the modern proletariat (cf.
Albeit, 1989b), to a class-wide defence against social integration, as it were. But it is
also the driving force of that fimdarnentally "moral-economic" function of the modem
welfare state which prevents the complete market-like processing of individual
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working capacity (cf. Koh li, 1989:2721). And it could well become the foundation fa'
an at present extremely vague option of cooperation (via radical individualizetion)
among etklangered people in new association and learning processes. At least three
preconditions have to prevail to do this:
(A) The consequences of recent moderniraticm processes must be biographically
integrated. The understanding of economic and political power structures intervening
in the biographical "trajectories" behind people's back, must become explicit,
biographical knowledge. including not only political education, but ft:4.mm vocational
qualificatiege'The integration of knowledge-forms allegedly"indifferent to meaning"
is, in the long run, possible only by reflection on their biographical value.
(B) "Biography" as an everyday-world resource of meaning is, for its own part,
&pendent upon modernization. A reminder seems appmpriate here that biography as
a social institution and as an organizing principle of individual life is a product of
modernism and no traditional resource of pre-modern forms of living (cf., very eerly,
Elias, 1980, 11:336f1), which does not imply that biographical knowledge has never
been able to fall back upon inherited stocks of knowledge. On the contrary: Attaching
individual, biographical orientations to interaction forms necessary for the reproductim
of modem societies possibly presupposes traditional solidarity structures, Capitalist
modernism unfolds contrary to the culturally pessimistic diagnosis of the Frankfurt
Schoolnot only as a "colonial iz ation of everyday-worlds", but also in the exploitation,
transformation, or even revitalization of traditional ways of living.° Individual
reproduction strategies are therefore always proportional blends of both conventional
and modern ingredients of knowledge. lf, however, grown bonds and conventions are
beccaning fragile, if indubitable resources of meaning and solidarity are vanishing,
then a "modernization" of biographical knowledge is also required. Such processes
are, historically speaking, quite normal. In fact, we are witnessing the corresponding
changes, for instance of the worker's cultural world in Germany, since the end of the
nineteenth century (cf. Langewiesche, 1984; Kramer, 1987). Traditions of pre-
ewoletarian, plebeian experiential links are becoming dysfunctional and sink into the
ground. New traditions begin to form (cf. Albeit, I 989a). But similar developments
can also be found among the modernized sol dari ty-cultures of recent social movemenes.
They "inherit" the traditions of classical social movements by specific modifications
(cf. Touraine, 1983).
(C) Therefore a competence called "biographicily" is necessary: The ability to
attach modern stocks of knowledge to biographical resources of meaning and, with
this knowledge, to associate oneself afresh. The chance is much better than sceptics
predict (cf. e.g. Axm -her, 1990). Let us just imagine the changhig status of the most
advanced modem forms of knowledge, and we can realize their loss of legitimacy and
meaning. Science above all has lost its authority in the course of its pervasiveness
across all levels of life. The pluralizat ion of knowledge on offer has absurdly increased
and not decreased the users' autonomy (cr. also Beck, 1986:286M. This is true no. only
of risky areas hke atomic energy or armament policies, it is also true-- at least
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latently ofeducational and training courses in general. The right of coesumers locall
for meaningful offers has informally been implemented. It will be interesting to see
whether adult education can take its chance to utilize "modern knowledge" in favour
of biographees' autonomy to act,21 perhaps to convert it into a kind of "counter-
knowledge" and to create thereby "new asvaciations" (meaning new communities).

Ad (3): Certainly. this %%mid alsocontribute to the productionof "life-(hi)stories",
and they would not at all be just illusionary by lea= of exprasin,g the persistence of
biographiCal experience in spite of modenfrzatim and social change. Only if we have
understoJd the need for continuity in these discontinuities, can we appreciate the
logic" ihistoncal breaks and discontinuities, of wars, catastrophes, revolutions (cf.
Niethammer,199092). We can develop an education-science view only ifcountering
Bourdieu we understand the tension between continuity and discontinuity as one of
"histesical learning". And we must realize seconding Bourdieu that in future
"(hi)stories" will become more demanding than the narrative reconstructions of the
past. We cannot completely rule out that we shall soon have to modify slightly our
introductory mono of Kierkegaard's: Life can only be lived if there is a design it has
to be understood "forwards".

Swnway: The purpose of my considerations is to increase the plausibility of the
basic assumption that biographical approaches in adult education are no incidental
fashion bad a "covert syndrome" . There are good reasons for talking of a creeping
paradigm-change. It comes as a surprise that biographical approaches refer to all
practice fields of adult education. It is also interesting to note that 11w heightened
sensitivity for biographical inquiries does not necessarily favour subjectivist and
therapy-related concepts, hut associates equally with political and vocational adult
education.

Furthermore, the development of an ambitious theoretical framework looks
promising. The programmatic concept of "biographicity" suggests a bonded network
of everyday-world and "modern" knowledge which could become a foundation for a
strategic reorganization of adult education learning processes , a platform where the
organized confrontatirm of modern expert knowledge with everyday knowledge
generates a kind of "new counter-knowledge" .

A Note on the Author
Peter Albeit is Professor for Non- institutional Adult Education at the University of

Bremen. He has studied theology, philosophy, sociology, and pedagogy. His first
Ph.D. thesis (1971) was a study in the philosophy of religion, about Max Weber's
philosophy of science and ethics. After several years of social science studies at
various research institutes he got a second Ph.D. (1977) for theoretical inquiries into
everyday knowledge and class consciousness. In addition to intense research of
subjects concerning socio-biography, the sociology of knowledge, theories of cuhure
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arKI everyday life all published in various articles and books he has devoted his
efforts to the tractice of adult education in Germany at grassroots and trade union
levels, and started up and accompanied several cultural projects. In recent years he has
concentrated upon international and comparat ive adult education and-- incoljumtkm
withsix alter European universities set up the ERASMUS-program= of European
Studies in Adult Educatico which he coordinates.

His rangrammatic idea on which his research and practice related projects rest is
the conceptual and empirical follow-up of the assumption that implicit (biographical)
and other tacit knowledge can be meshed with the mast advanced "modern"
knowledge of and within sciences and techniques of all UK's, and that the outcome
is a change not only in bioraphical knowledge but also of "expert knowledge". This
will explain why he was and is most impressed by Antonio Gramsci's Quaderni del
Carcere (Prison Notebooks), Raymond Williams's Culture and Society, and the idea
of the Vienna Circle Encyclopaedia (Otto Neurath's self-wided papers in particular).

Notes

I wish to thank Ursula Apitzsch first of all for essential discussions and suggestions
during the preparation of the essay, but also Antonius Scheuermann for extremely
careful preliminary work and the critical review of the text.

2 "Paradigm" is uwd here in a wider sense of "change in perspixtive", as a change in
the directien of attention within the scientific community, and not in Kuhn's more
restricted meaning.

' It is certainly symptomatic that Kohli 's "Institution Thesis" originally drew almost
exclusively from social history back-up material to male working-life biographies
(cf. Kohli, 1983). The idea that "modern" female biographies are rightaway
structured in a specifically different way, that the historically speaking amazingly
recent process of "biographicization" is perhaps reaching women much later than
males, has a range of empirical findings on its side (cf. e.g. Dausien et al, 1990).

4 In this context a plausible objecnon of Kade's (1990) is relevant:Recent modernization
processes do not merit cultural-pessi rnistic distancing only, bu t also the appropriation
of their hidden potential. Kade's assessment, though, of successful intervention in
adult education as a "driving foree of individualization" appears to be a trifle over-
optimistic (cf. Kade, 1990:796ff, and the remiuks in Part 4).

Some initial qualifications are necessary here: The following section does not
provide a poised comparison of the biographical concept's effectiveness with
competing constructs like "identity". "development" or "socialization"; it tries
instead to point up the theoreucal and strategic peculiarities of the biography
concept,

6 This basic "dialectics"evideruly reflects only part of the dynamics unfolding within
the social phenomenon of "biography". The objective, structural foils vary more
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than the Dation of an "object perspective" suggests. They refer to genetical,
structural cceditions within a person, as well as to societal patterns that structure
biographical progressions (cf. Part 4 for more details).

7 Certainly, the revision never involves the total edifice of biographical knowledge.
The so-called **foundational elements" of knowledge cx the "habitual" knowledge
are more or less stable components; form of knowledge with a high degree of
"habituality" cannot simply be erased either (cf. Sch(hz & Luckmaim, 1979,
1:178f1).

s We can compare comparable structures with a kind of "'grammar of biographical
actions". Each single action may deviate, but in the medium tenn the biographical
agent has to follow such patterns within certain bounds of alternative decisions.
Bourdieu's concept of the "habitus" as an "active principk ofunifying practices and
mpresentations" seems, by the way, to vary this thought (1990:77).

9 The question is, whether in this case the "iastitutionar model is at all accurate
enough, or whether Elder's "transition" concept would capture present-day change
more adequately (cf. Elder, 1985).

l° In the area of macro-sociology the thesis still sounds extrenxly speculative. The
"structuredness of social inequality-- the effectiveness of straw, class, ethnical
affiliation, sex, etc. is not markedly in retreat" (Kohli, 1989:266). The changes in
the micru-sociological area, however, are undeniable.

" This differentiation is certainly not random, and the labels chosen have a high
affinity to the self-predication of the different approaches, yet its intention is
systematic, its exposition follows a certain "dramaturgy", claiming neither
completeness nor excluding contrasting systematics.

12 It is nevertheless surprising that Loch hardly ever refers to the genetic so uc,-;,alism.

" Reference particularly to Kohlberg's studies (cf. Lempen, 1990; Hoff, 7..i90: and
many mhos) would here be highly interesting for a biography-guidtx1 adult
education.

14 A more social science orientated variant of the problem, interpreting adult education
as it were as a critical life-event, examining the biographical consequences of the
event, can be found among the analyses of LI .,...hnicyer el al., and Kade. Even there
a constant relation between "biography" ;rod "adult education" does not come up,
since the theoretical, guiding paradigm is not "biography", but rather"identity" (cf.
Buschrneyer et al., 1985:2Off: Kade, 1989:2111). An opportunity is thus missed of
empirically tracking "indi vidu al ity" iii the process of its (structured) emergence and
change. In addition, the specific adult education use of biographical materialafter
all , oneof the study's desiderata, is reduced to quasi participant-orientated "mock-
options": It is only during a process of critic al examination of oneself and others that
something like identity and subjectivity are formed. This means that the educative
content of educational processes can only be extracted once the participants' "life-
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historical horizon ofnwanings h a been 'unfolded" (Buschmeyer et al., 1985:98; and

also Nuissl, 1989, sharp criticismof Kade, 1989). There could scarcely be a more

meaningful paraphrasv of Kierkegaard's mono: "Apparently you can educate

people My if it is evident that they are 'educated". It is undoubtedly not only

Kierkegaard's ironical objection, but al somethodological scruples which justify the

remark that while meanings am being dug out and "interFetedvicariously" (cf.

the following critique) the educational processes themselves have long continued

on their own ("in the meantime (life) has to be lived forwards").

This objection cannot be hvalidated by a reference to fundamental, theoretical

findings of "su-uctural hemieneutics" maintaining that the hermeneutical scholar

ha., access to "latent structures of meaning" inaccessible to the ordinary agent in

society. Without offering here any elaborate critique of Oevermann's hermeneutics

(cf. already Albeit, 1984a, 11:4211), some short remarks seem appropriate: The

vicarious interpreter cannot, in principle, run away from implicit, valid demands

or aporias of insecure social agents either, if his own interpretations are to be

plausible (ef. Habermas, 1981, I:167ff). He, too, fails to interact "meta-

communicatively". He is himself entangled in the objectively constituted
meaningful problems of his "client".

16 Birren's conmpt, from his research on aging (cf. Schroots & Birren, 1988), refers

to a new, expanding field of inquiry into adult education, the subject of aging and

learning which will doubtless reinforce the trend towards a biographicalorientation

of subjects and methods (cf. Mader, 1987, 1990).

17 Once again it is important to note that the themes are not just random, but

"existential". Aging, sexuality, death, and so on. are unavoidable questions which

we have to come to tem is with autobiographically (cf. Mader, 1987:13ff, in detail).

Compare the methodological relevance of "namaivity" it has for historiography

since Danto's remarkable Analytical Philawphy of History (cf. Rossi, 1987, .

detail).
'9 An educational monf that oug1a to be highly topical in post-Fascist and post-

_ Sudinist Gennany.

2° Exactly this biographical dile mm cou Id become a "trap" for members of the second

and third generation of migrants, because they set higher hopes on educational and

vocational careers than the first generation. Anunproblematic return to their ethnic

fold is barred (cf. the interesting research outcomes regarding the "learning-

biographies" of female members of successive generations in Apitisch. 1989b,

1990).

"This is not to say that a biographical orientation has no placv, for instance, in the

unions' educational courses. On the contrary: The formation of "new cultural

models", among the younger workforce in particular, (cf. Zoll ii al., 1989) will

possibly spill over into educational concepts more sensitive towards life-courses
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taking up and expanding the ideas of the "experiential approach" in workers'
education. theoretically elaborated by Negt (1971; cf. chapters in this volume by
Holzapfel and Thomssen; also Alheit & Wollenberg, 1982).Nobody will maintain,
however, that the impetus for an increased awareness of biographical studies as apolitical topic for educational efforts has come from today's labour awl mica
nsavement, hi this MSC the women's movement is undeniably both theprotagonistand standard-bearer.

22 The promimm feminist slogan "The private realm is political!" also refers to the
acknowledgement that societal power structures and their reproduction conditionsdo not leave privacy untouched. Socially most affected are, however, women (cf.
Schmeling, 1988:71f1).

" This unusually modern phrase. wined by Mannheim in his classical essay on "TheProblem of Generations" (1928), suitably describes the complex relationship of
individual, biographical uniqueness and the changing influences of the social space(class, sex, generation, etc.).

23 The highly interesting outcomes of a longitudinal study by Hoff, Lappe. and
Lempert on the ethical relevantx, of occupational behaviour are instructive: The
knowledge gained on the basis of Kohlberg's "morals concept" definitely point tosuch a "risk of relaRsing",dropping back to pre-conventional ethical milieux via theinfluence of the modernization agency "industrial enterprise". But it also points upthe possibility of countervailing developmental processes (cf. Lempert, 1990, as arepresentative author).

" Such processes can be observed empirically, for instance in the transformation of
unidirectional (therefore heteronomous) process structures into wtion-scheme
(therefore autonomous) process structures of a life's course (cf. Schiltze, 1984):
Examples are the ending ofa drug career enabling a biographically, self-determinedfreshstart aftera cathartic breakdown:or the transition from a long-term redundancy
to a new retraining process.

26 In this context the critical remarks of A xmacher's. concerning the function ofwhathe calls-- basedupon Weber- "expert knowledge" are quite relevant (1990:2811).
Whether his sharply contrasting expert and everyday knowledge is plausible, is.however, doubtful. Lempen el al.'s kmg-tenn studies indicate how the knitting ofexpen and everyday knowledge conwnents does affect the individual's ethicalfaculty of judgement (cf. once again Lcmpen, 1990:410.

v A performance which probably e Apt ains the strategic lead in the control of complexeconomics and administrations as opposed to strict and inflexible modernizationmodels (such as the "real socialist" societies), but on the other hand is also
responsible for the fatal modernization strategies of fascist systems.
This observation by itself is often stimulating enough to reproduce that attitude of
contemporary adult education rightfully caricatured by Axmacher in his critical
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contribution to the "fife-worldmicntation":"Authenfic,enemeaging, charismatic,

dynamic, emphatic,feminine, holistic, hedonistic, interactive, creative, pleasure-

seeking,comnumicative, normative, optimistic,parficipaiive,rhetorical,spiritual,

team-orientated,visionary,truthfidforward-looking:Feeling good,working better

(aftenvards), having understoodnothing at alf (1990:30).
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Ausbildung, Fortbildung, Weiterbildung
Martin G. Haindorff

Education is noi a product: mark, diploma, job,
money - sn that order; it is a process, a never-
ending one.

Bd Kaufman, TV inier view, 1967

1. Ausbildung
In Germany any kind of Berufsaushilung (vocational training) this is the full title
leading to a well-defined final examination entitling one to enter thousands of vecific
"certified" jobs and careers (Lehrberufe)isAtabiklung, assured by standardized contracts
(Lehrvertrag) commonly called Lehre (apprenticeship) which arc recognized by the
state and registered with the local or regional Chambers of Commerce and Industry.
They are staged (first, second, third, fourth year) and usually cover periods from a
minimum of two (salesm in in department store) to three-and-a-half years, the typical
commercial apprenticeship running for two-and-a-half years and the craft or industrial
apprentimhip for three. Stages often cover three to six mceiths in one department or area.

The apprentice is required to attend vocational school where final tests are written. An
oral examination is held on behalf of the Chamber of Commerce and Industry. A
Certificate of Apprenticeship (Gehitfenbrief) or Wesellenbrien is handed out entitling
the owner to set up business and train apprentices. The system is always a dual-track
apprenticeship. It goes beyond the American job-induction training although it
includes the same practical procedures of telling, showing, doing, reviewing in that
it always requires trainees to acquire the basic oompetences of

vocational core knowledge regarded as basic to all careers (commercial arith-
metic, accountancy, commercial law, commercial correspondence);
functional knowledge and skills regarded as indispensable for a vocation (en-
compassing various jobs like administrative procedures, or wage and salary
administration and records, buying, sealing);
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practitioner knowledge and skills (knowing how to do it) dictated by immediate
job tequirements (such as the assembly of components, packing, forwarding, or
cuisolidating ccaisignments. etc.).

As regards higher education, any basic, first-time university or colkge training
usually eight semesters or moreconcluding with a diploma, master's degree or a
state examinatical (Dip lotn-, Magister-, or Staatsprigung) is always regarded as
Ausbildungfor a professional career according to two famou s Federal Supreme Fiscal
Court decisions (Bundesfinanthof 1967, 1973), referring to tax-deductibility and
pensices canputation, the issue being the boundaries betweenAusbildimg,Foribiklung.
and Weiterbildung.

The lowest level of state-recognind training is an Ankrnberie(semi-skilled training
for a smaller range of dulies like lawyer's office assistant), usually for two years only.
but also quite thorough, with a final examination.

2. Fortbildung
Vocational andlor professional further training is a one-stage course of variable length
providing additional specialist knowledge and skills in one specific area (e.g. from
engineer to efficiency engineer, from accountant to chartered accountant, or post-
academic Fofessional training for medical spec ialists). The certification is job-related.
If it is a long-term strategy and commitment, the best name for it would be vocational
(orprrlessional) development, where the accent is more on training than on education.
University departments often call it continuing professional education.

Fortbildung is always purposeful, systematic, and more extrinsically motivated.'
It is usually part of a long-term internal career pattern, for example in the fiscal
administration (IRS in the U.S.). Practitioners often use Fort- and Weiterbildung
interchangeably. According to the aim of such courses an administrative distinction
is made between

Anpassungsfortbildmg ;:aciaptation training to keep the job) and
Aufsaegsfortbildung (career training to advance in the job).

3. Weiterbildung
Continuing education, the literal equ iv alent to the Gemian term, iS Pny person-related
education after a first training, usually without examination, 'the certificate not
entitling to any career-advancement or different job. Weiterbiktung is purposeful, but
usually less systematic than Fortbildung. It is more intrinsically motivated.'

Continuing education is often regarded as synonymous withfunher education, has
in fact gained the upperhand as a label. There is, for instance, the title of a "Director
of Adult and Continuing Education" (University of Durham). One definition of
continuing education is "the post-initial stage (of education], i.e. after a substantial
break front initial education" (Himmeistrup, Robinson & Fielden, 1981:6).

Continuous education is any "systematic learning closely based on everyday work"
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(Himmelstrup, Robinson & Fie 'den, 1981:6). The work itself is the basis fix an
educational Kogramme. Self-education on the job (in addition to training cat tlz job)?

Adult education includes "all systematic learning provisions for adults, other than
full-time higher education" (Himmelstrup. Robinson & Fielden, 1981:6). This term
will pmbably survive as the gerr-ral concept of all post-school, post-secondary. post-
university education, as will the German Erwachsenenbildung.

Recurrent education is "a strategy af provision tha makes these recurrent
gaponunities fof lifelcog learning) possible" (Himmelstrup, Robinson & Fielden,
1981:6). The odd idea behind this label is thataccording to the OECD Paris
designers (criticized for other reasons by G. van Enckevon, in 1979)the aim of such
long-term innovation programmes could be achieved "by the introduction of a more
or less compulsory period of work during one or two years directly after the period
of compulsory education (at the age of 16 or 17 years)" , and, of course, " a close co-
ordinationwithsupporting social,cultural,and labour market policies" (van Enckevort,
1979:43-44). This is not far from also making co-ordination and policies canpulsixy.
It is the good old idea of planning and the question of "freedom under planning" along
with it (Friedrich von Hayek versus Barbara Wootton). This game is up.

And then there are combinations. One contribution to the Esbjerg seminar is called:
"Continuous education as recurrent education: A new approach to teaching adults at
a distance"(Bock,Cohen & Tribus, 1981:76). You may also come across "concurrent
education.

M lindra Kulich has pointed out (1987:170), the interchangeability of terms, this
"babel", is perhaps most marked in the English-language literatum. I presume the
German language is a good runner-up, with Berufsbildungswerke , Berufsfortbildung
Bildungsvereine. And then there am Anstalten (public institutions): B ildungsanstalten
or Lehranstairen (educational institutions), Bediirfnis-unsralten (small institutions to
deal with needs: public lavatories).

Notes

Extrinsic motivation is a concept corresponding to one group of Atkinson's
dichotomy, the "expectancy x value theorists" (Tolman, Lewin, Atkinson, Roner,
Vroom, Peak). Motivation is an unfortunate term for this view.

Intrinsic motivation is the stxond basic concept corresponding to the other group of
"drive x habit thei.vists" (Hull, Spence, e.g.). This is the classical, philosophical
view: Motivation is causality seen from inside or "prineipiwn rationis sufficientis
agendi" (Schopenhauer. 1813: §43)
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Bremen's Legislation on Continuing
Education and its Historical Background

since 1970
Martin a Flaindorff

Education and training is a matter for the regional states (Rundes kinder), the
Federal Government being constitutionally restricted to setting the overall
norms and standards. Bremen, one of the three hanseatic city-states, had made
education and adult education part of its constitution (October 21, 1947), soon
after the beginning of post-war recovery under U.S. Military Government,
granting

an equal riglu to general education (11IfOr everybody according to his talent.
This right will be mured by pubhc institutions (Article 27)
All adults shall have the Lpporlunily to continue their education in public
institutions (Article 35).

The legal side of continuing education was enacted differently, but in great detail
and with much consemus, in each of the aim nine German Bundeskinder after

(a) the Gennan Education Council had submitted demands and requirements of
a general plan for supraregimal structures of education and institutions
(Strulaurplan, February 13, 1970),

(b) the Federal Govenunent lud published its Repor t on hlucation(Bildung.therick
1970),

(c) a Federal/Regional Inter-State Committee lot Educatinal Planning had given
its interim report ftwisclwnberieht der BaNd-Liinder-Kummission, (Xtober
IN, 1971). and

(d) a Standing Committee of The Conference of Ministers of Culture and
Ellucation had offered recommendations, (Second Recommendation of the
Kuliumninisterkiny'erenz. March4, 1971),

2,11
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The cmsensus was that all educational areas (schools, colleges, polytechnics,
vocational training, continuing education) ought to be seen asmutually conplenzMaty

forms in the Oman process of educafion. Continuing education was now becoming

a public task to be enacted by the Lander-NIT nnems. The Strukturplan understood
(a) vocational further training, (b) retraining, and (c) adult educatitm to be an
interconnected unity and proposed the name of Weifrrbildung (=timing education)
for it, tlx underlying reason being that the three areas should be concerned with the
requirement of widening the learner's horiion beyond merely occupational skills and

knowledge.
I. The Land Bremen. with its 684,5M/inhabitants in January 1991--comprising the
Free Hanseatic City of Bremen and the maritime city of Bremerhavenpassed a short,
four- page parliamentary act with thirteen sections on March 26, 1974: Gesetz fiber

Weiterbildung im Lunch! Bremen (Law on Continuing Education in Land Bremen)

defming the scope, intentions, and tasks as follows (substantial excerpts):
(1) Continuing education as herein undersuxxi must be an integrated part of the
education system (§1).

Its task is to fulfill individual anti societal educational requirements in the form of

organized learning after the termination of the obligatory full-fime schooling [ten
years in Germany, M.1.1.). The law does not cover further schooling of college and

university attendance (§ ).

(2) The purpose of car:timing education is to enable everybody

(2.1) to deal critically with soei al and cultural experiences, knowliaige, and ideas for

a comprehension and change of societal reality and his or her position in it;

(2.2) to evaluate, maintain, improve, or change occupational qualifications in their

socio-polincal importar ice;

(2.3) to part ici pate more e ffect ve y arid self-reliantly (viderstundsfähiger) in public

life towards the n»plementatitm of the Basic Constitutional Law;

(24) to learn ways of behaviour for the control and overcoming of societal
conflicts whose causes have been recognited; and

(2_5) to reduce inequalities which have arisen and still are arising from social
origin, from soc metal devdopments, and from eductional process (§1).

histautioas are required to work cooperativdy towards the integration of political.
vocational, and general education (*4:2- 3), irrespective of educational background. of

social, political, vocational, or ideological Oveltanschauliche) affiliation (§ 1:3).
Continuing education institunons can hoiefit from this law pnwided that they are

non-profit organizations in the public interest. They must be state-rerognized (§3:4-6).

Funding is available up to 100 per cern, covering personnel overheads of full-time
educators and administrators within the limits of the Bremen budget, according to
guidelines for staffing, assessmenl, financial standing of institutions, and the course

fee,s taken (§7).
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U. According toile Federal Industrial Relations Act(Betriebsvelfarsun,gsgesetz,1972:
§21, §37) members of Work Councils (all elected by the workforce as their
repesentatives) are entitled to four weeks additional paid leave (in addition to the
ordinary, paid annual vwation) for relevant "recognited" functional training aixl
education during their first term of office, and three weeks during subsequent terms
(a term of office being three years). This Federal Act is best known internationally for
its regulation of the scope and limits of co-deteimination on company matters. Many
of its provisions will be copied and integrated in the future laws of the European
Community.
III. A supplementary law covering paideducational leave was passed in Land Bremen
on December 18, 19-'41 (Breinisches Bildungsurlaubsgesetz). It entitles every em-
ployed person to ten days of paid educational leave within two consecutive years (§3).
The course must be officially recognited and comprise a minimum of five days
(exttptionally three). Course participants can apply for individual and additional
grants in case of special need (§12).

2 1,1



University of Bremen: Requirements,
Courses, Examination Regulations

Martin G. Ilaindorff

I. Introductory Remarks Concerning the Organization of Studies
at the University of Bremen:

In Bremen, any student enrolling for any degree has to dal either (a) two principal
fields of study (majors) (Haupifticher) or (b) one major and two minor fields of study
(Nebenfricher). In some departments it is passible to elect (c) one major, one minor,
and two study elements (Studienelemenra The workload and number of certificates
required is fairly equal. whatever combination is chosen from a list of options handed
out to the student with enrolment forms. The student is usually obliged to state his
second field of study when registering for the second semester Lif ttudy. The second
field (or study element.$) can be changed until the Ibundat ion study is completer.. Later
changes require sper,ial permission. This procedure is fairly universal among German
state universities ;which represent about ninety-five per cent of an universities). The
German winter semester runs from mid-October to the beginning of February; the
summer semester from the beginning of April to the beginning of July.

A notable differeme of university studies in Germany to many other countries is
the fact that ( ) with very few exceptions Mere is no required class attendance and no
required reading; every thing is (highly) "retlimaniei Jed". Students design their own
schedule and workload ("academic freedom"). (2) There are no t u i tion fees whatsoever.
(3) Students pay a small cmtribution to their we ilare association (Studetuenwerk)and
official representation (Snadentenaussch0 (DM 55 -- S30 per semester in 1991). (4)
Full health (medical) insuranee is compulsory and very cheap (special rate). (5)
Financial assistance is guaranteed by the Federal Training Assistance Act (BARiG)
and granted to all German hirst-time students according to their needs (50 per cent to
be repaid). The only requirement is the st udei complialce with formal regulations
(as outlined in section IV with regaid to Brenm.
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IL Department Twelve: Sciences of Education and Society
Department INvelve, under the overall title of Sciences of Education and Society
(Erziehungs- und Gesellschafiswissenschafien), comprises four independent sub-
departments with their own administration and five state-recognized study programmes.
The first two study programmes ( I a. lb) share the same staff and are part of one sub-
department

(I a)Diplorn-Erziehungswissensch0 (Graduate Diploma in Educatim): (12
professors on the regular staff, ten occasional faculty from other departments
such as physical science, psychology, history, etc., and two lecturers).

(1b)Erziehuns- und Gesellschaftswissenschaft (Sciences of Education and
Society): (teacher training). This programme is the first part of teacher training
in Bremen with a state examination (first Lehramtsprüfung) followed by a
supervised e ighteen-mon ths Ira inMg (Refercidaria0in a schml and the second
state expn:C.nation.

(2) Nitrites( Ufe der Lehrerbildung (Elementary School Teacher Education):(three
professors, three occasional facuhy from history, physical science, and
educational science, and four lecturers). This programme is for primary (or
elementary) school teachers only (state examination).

(3) Sozialpadamgik (Social Pedagogy): (11 professors).

(4) Weiterbddung (Departnwnt of Adult Education): (twelve professors, two
academic lecturers). This is the (sub)department now described in detail.

HI. Course Requirements and Student Enrolment
The grand total of recent student enrolment at the University of Bremen was 14,357
(winter semester 1990/1991), Thy Department of Adult Education figures are given
in brackets in additi,m to Frogramme and course details:

(1) Full course kali) lorn -Padaguge): Admission requires the usual final leaving
Erganzungsstudiuexamination alter twelve or thirteen years of grammar (or
secondary) school (Retleprilfung. commonly called "Abate"). Female 213.
male 92. (SS 1988: 251).

(2) Supplementary study course (Zusatzstudium, also called
Erganzungsstudium at other universities), two semesters full-time
study (A) with eight hours a week or four semestfrs part-time (B), four
hours a week. Course A: Female 25, male 30; Course B: Female 112,
male 67. (SS 1988: 2(i0). Admission requires a college/polytechnic
degree (Fachiunlischule), or two-year full-time employment in adult
educatitm. or two-year part-time employn.....nt in adult education and
additional knowledge (such as obtained from "contact studies").
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(3) Contact study course (Kontakistudium): two semesters, evening classes
throughout One weekly session of four hours: 25 students (SS 1988: 39).
Admission requires a full-time or pan-time job in any educational field, such
as teaching assistant, course leader, trainer, etc. The successful completion of
the Koruaktstudium enables students to pass on to the Zusatzstudium.

IV. Subjects ;Did Certificates
A substantial extract of the subjects and certificates required follows for the ten
semester (major) course in Adult Education [ AE] and the degrtv ofDiplom-Pada8oge
or-Padagogin as au thori zed by the Land Bre men on November 14,1986 and publ ished
in the Official Gazette, No. 71 on December 4, 1986: 553-58.

(1) The prognunme requires a minimum of nine semesters. It is subdivided into
a four-semester foundation study (Grundstudiwn) leading to an intermediate
diploma (Vordiplom), and a five-semester advanced study. The advanced
study includes a three-semester projict with one semestei of practical training
in the middle. An additional semester (six months) is required for writing and
delivering the thesis (§2) which may or may not be connected with the project.

(2) Formal, marked certificates (Leistungsnachweise) are required and will be
granted for the following range of achievements (in writing)chosen and agreed
upon (§4):

Scholarly paper (Rejerat)
Report on specific literature (Liwraturberielu)
Documentation (with comments) (Dokwneruation)
Working paper (Arbeitsberieiu)
Field study (Feldstudie)
Final, cor.solidate,' project report (Projekt-Absehlulibericht)
Trainee's report on practical training (Pravisbericht)

The student may opt for an oral examination (Pritiangsgesprikh) in selected
subjects in lieu of an achievement cv:tificate (Leistungsnaehweis) (§4.5).

(3) Ordinary certificates (§5) for regul. , successful participation no marks
(grades) required will be granted tor:

session minutes (with queries raised) (Prowkoll)
short papers (outline or discussion of subject) (Kurzreferat)
a list of statements, preinkses. etc. presented (Thesenpapier)
active help in preparing a se,..sion (Betreuung).

A. Required Foundation Courses and Certificates (*3.1)

(1) Adult Education:
Introduction to AE as a filed of study, as a discipline, as an educational urea,
asa vocational/professional activ i:y (one ceni of successful participation).

9
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Theories and the history of AE (first course) (one achievement certificate).
(2) Educational and social science courses with an accent on AE (three

achievement certificates and one certificate of successful participation,
one for each course):

Education science (Erziehungswissen.whaji)
Psychology
Sociology and/or political economy (economics)
Empirical research methods (first course).

(3) A seamd field of studies taken from a list of recognized options, all of which
are teacher training subjects (senior years of secondary modern or gymnasiurn,
§3. 1.3). A total of seven certificates is required up to the final examination and
Diplom, three of which must be in foundations (§7.6).

B. Advanced Study and Certificates (3.2)

(1) Adult Education: One achievement certificate and two certificates of successful
participation, one for each muse:

Theories and history of AE (second course)
Didactics of AE
Organization, law, economics, politics/policies tbr AE.

(2) Educational and social 5E-knee courses with an accent on AE 00: Two
achievementcerti ficates. one moon, one ceni fic ate of successful participation;
empirical niethods must be used:

(a) Education science (pedagogy)
Psychology
Social and/or political economy (economirs)
Empirical research methods (second course).

(b) A recognized project (covering a minimum of three semesters) with an
integrated, full-time practical training of six months, requiring the trainee's
report (Praxishericht) to be assessed a,. the equivalent of an achievement
certificate. The practical training on the job Aould enable the student to
acquire the 1nowkdge and skills for essential tasks of an etiu7ational occupation.
A contract is signed between the parties concerned to assure this aim. An
official university adviser (Praxisberaufiragter) is appointed Ls, assure
assistance, supervision, and appraisal of practical training within and outside
the project. Adequate time is to be provided (usually one working-day
university-session per week) for an accompanying appraisal of the project's
progress. (The current Bremen practice is a plenary session of four hours once
a week some fifteen trainees and two professors be ing pre sent. Peer counselling
(tutoring) and discussion is encouraged.)

2 1"
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(3) In the second field of studies already elected before the beginaing of the
second semester of the foundation courses four certificates am required:
Either three plus one, or two plus two (depending upon the number and kiod
obtained during the foundations phase).

C. Graduation Requirements
the subminion of all certificates obtained in accordance with the foregoing
prerequisites (§7);
an oral examination of usually one hour in AE and the second field of studies
chosen: the subjects arc selected beforehand and mutually agreed upon. A
minimum of one subject is to be taken from (a) adult education, and (b)
educational and social science(s) (*9);
a thesis based upon scholarly, scientific approaches, queries and questions
referring to the study of AE. As an exmption the thesis may refer to a subject
predominantly .efening to the second field of study (*10).

The overall graduation mark or grade ( 11) is computed as follows:
Achievement certificates (from advanced studies): 30 per cent

Oral examinations 15 per cent (each)
Thesis: 40 per cent

The Dip kna conferring the ti tle of Dip bpi- Püdagoge or -Pudagogin, will evidence
the overall grade, the thesis and its evaluation, the examinations and achievements that
went into the overall grade, and die competency attained in the second field of study
(*12). The list of second fields of studies (electives) is limited to

physical sciences, biology, chemistry,, mathematics, history, geography, politics/
civics, religion, religious education, sports, English. French, German, German
as a foreign language, arts, music, ergonomics and various application fields
(textiles, home economics, etc.), electrical engineering, metal engineering,
industrial economics. social sciences, social pedagogy,

so that any combination of AE and such an elective will enjoy equal status in the
teaching profession. Students majoring in other departments, such as psychology,
sociology, etc., cannot eltvt AE, nor can master's degree students choose AE as a
second, major or minor field of study (Haufniach or NeberVach) (this possibility is in
the offing, with a Miters degiee in adult education envisioned). Education science
(Erziehungswissenschafi) is accepted as a minor. Pedagogy as an experiential science
(Padagogik ais Erfahrungswissenschol) and fundamentals of educational activities
(Grwullagen puthigogischen llandelns) are study elements.

V. The Teaching Staff and Research
The number of full-mime professors (chairs) across all blanches within the field of
pedagogics/education science in West Cklmany, before unification in 1989, was
(Lenhardt. 1990:199-205):
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1966: 196
1977: 925
1980: 1,100 (A cut of about ten per cent happened between 1980 and 1987).
1987: 1,012

An equal number of full-time academic lecturers (1 J08 in 1987) has to be added. The
distributicat among the main distiplines and special teaching fields was:

Didacticians, school teacher training 30 per cent
General and Historical Pedagogics 25 per cent
Special schools (e.g. for the handicapped) 13 per cvnt
Social Pedagogics 8 per cent.

Adult education is an "also ran." In fact, within the total field of pedagogics/
education science, very few professors are full-time educators. Most universities do
not keep this field apart, statistically speaking. Very often they cannot tell the number
of students and give estimates in answer to regular, approximately biannual surveys
(cf. Maierialien, 1990). The total number of West German universities and colleges
offering adult education as a major or minor was 33 (in 1989), out of some 94
universities and collegei (including polytechnics and teacher training colleges).

The University of Bremen has the largest full-time staff and the widest choice of
subjects of any department of adult education in the united Germany of 1991.

VI. Doctoral and Habilitation Dissertations
The table of doctoral dissertations (Dr. phi!) and second theses (Habilitationen) for
1980-1988 reflects the interests and shills in the sub-categories or branches of
education. The table was derived from the general frainework adopted by the Deutsche
Gesellschaft fur Crzichungswis.wnschaft (DGIE). Each sub-category (except item
fourteen, the u nelassi fi able one s) has its own standing committee (Lenhardt , 1990:204).
Item three is the relevant one in our context.
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Table 1
Doctoral and Habilitation Dissertations

1980-1988

1980
%

1981
%

1982
%

1983
%

1984
%

1985
%

1986
%

1987
%

1988
%

1. General science of
education (including:
empirical educational
research, pure research.
talucational philosophy,
pedagogy and
psychoanalysis)

19.9 22.6 23.8 27.3 19.0 21.1 25.7 27.1 27.4

2. Vocational .4.nd industrial
education

8.8 5.0 4.5 4.9 2.6 6.3 7.2 8.2 9.8

3. Adult education 5.1 5,9 13.4 4.9 4.8 4.2 2.4 3.5 2.8

4. Wornen's research M
education

1.4

0

0.5

9.7

1.9

5.5

1.9

W.2

21.3

9.1

0.9

0.5

0.9

7.2

2.7

0.9

1.4

2.3

8.8
-

1.4

0.8

0.4

0.5 1.7 1.2 2.0 1.1

5. Leisure education 1.1 1.3 0.8 0.8 0

6. Peace education 0.4

12.5

1.1

0 0 0 0.8 0.7

7. History of education 9.5 5.1 5.2 5.9 9.5

8. Early childhood education 0.5 1.3 1.2 2.0 1.1

9. Special education

10. Physical education

5.9

j
1.8

13.5

27.5

4

32

1.8

3.8 7.4 5.3 5.2 4.7 3.9

2.3 2.5 1.7 3.2 3.5 0.7

11. Social education 13.4

26.7

5 1

14.8 23.8 21.5 23.3 21.6 23.?

12. School cducatiim
(including: teacher
education, didactics and
higher education didactics)

13. Comparative education
(including: educational
research for and with the
Third World)

20.1

4.4

2.7

18.5

4 8

4.8

23.6

- 3.41

2.5

15.9

5.2

2.4

12.5

5.5

2.0

14.7

.___,

4.2

-
1.114. Cumulative habilitation

(unclassifiable)
4.5 0.9 . .-

0
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